
TI{E UNTVERSITT OF MANITOBA

A PARAD]GM FOB TI{E PROCESS OF SEf,TlNG

EDUCATIONAI C.OAI,S

by

JOHN r/\tAlTER IIAVSKÏ

A llhesis

Subm.itted to the Faculty of Graduate Studies

T¡ Partlal Ful-f{lnent of the Requirernents for the Degree

of ì4aster of Education

ÐEPAHTMBIfT OF EDUCATTONAL ADI'{INISTRATTON

1ùINNIPEC, t"fANrToBÂ

JANUARYT 1976 
.,,,,jf-,.F.,..,,;Ëfiî .

ii ... -.:il r:,ii f

ii ,,',. ä.""i:iiiit'tti;il:' il'".. '- *"'- "' l:i'



"A PARADIGM FOR THE PROCESS OF SETTiNG

EDUCATIONAL GOALS''

by

JOHN I,JALTER iLAVSKY

A dissertution submitted to the Faculty of Graduate studies of'
tlte university of Manitt¡ba in partial fulfillment of' the requirements
ol'the dcgrce of

}IASTTR OF EDUCATION

@ tslo

Pcr¡nission has becn glantctl to thc LtBRARy ot ril D uNlvER-
slrY otì MANtrouA to lcnd or selt copies of this dissertrtion, to
thc NATIoNAL LttsRARy oF c/\NAt)A to nricrotilnl tlris
dissertutir¡n and to lend or sell copics of ilre filnr, und uNtvuRslry
MlclloFlLMs to publish ¿r¡r abstruct of this dissertation.

The author reserves other ¡lublicatit¡rr rights, antl neither the

dissertation nor extcnsivc cxtracts f rt¡nr it nray be printetl or other-
wise reproduced without thc authr¡r's written pcnuissio¡1.



ABSTR.AST

The purpose of this study $¡as to d.evelop a paradigm for the

process of setti¡g educational goaÌs for public school systems" It

$¡as proposed that the paradign would sti¡nulate crltical reflection

by would-be goal-setters upon the educational goal-settiag processo

Such reflection r,rag deemed useful for directiag the thinking and

guidjng the decisions of goal-setters"

.A revlew of the llterature on educational goals and the pro-

cess of settiag educational goals, followed by a more j¡rtensj-ve

analysis of selected sources i¡ the literature, Ied to the identi-

fication of a set of nl¡e questions which were considered critical

to the process of setting educational goa1s. Three of the questions

were LabelLed as tttactical questionstt whjl-e the rernining six ques-

tions were termed ucritical issuesftn

The paradigmatic framework provided a vehicle for discussilg

two goals proJects recently completed i¡ two public school Juris-

dictions in lfeste¡n Ca¡¡ada" The discussion served to illustrate the

applicabSJ-ity and potential utiJ-1ty of the framework for the goal-

setting process@

À comparison of the two goa-l-s projects conducted withjn the

frauework provided by the paradign along v¡ith sone obsen¡ations con-

cerni¡g the relati.onships betl¡een the paradigrn and the two goals



fv
proJects provided bases for nakjng five hypotheses about the para-

digm and the process of setting educational goars. rt was suggested

that' these hypotheses might be tested in future research,

Finally, a set of practical suggestions were proferred for
consideration by educational goal-setters as guj_delj¡es for thej-r

goal-sett,iag actÍvities 
"
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CHAFTER T

TltE FB,OBLEff, SICJ{IFICANCE 0F SItrDy, MEIHODOLOGT

AIüÐ DEff'INTTION OF TER}4S

But especl¡]ìy today, when the very world i¡ r+hich we live
is thl'eatened w'ith destruction, and v¡hen the funda¡rental
values and purposes of hunan forns of assocj-ation are under
Eerioue questionn and rnost especislly when formal education
itself is squarely faced with the charge of being i.rrere-
va¡rt to the lives of those røhon it purporLs to educate, a
furl scale reassessment of the ai¡rs of education by educa-
tors and critics of education alike seems to be i¡evitable
(Brown, L97Oo p" v).

There Ís evidence of considerable recent jnterest and activity
j¡r the setting of educationar goals" rt also appears that this
i¡terest and activity stens from a reaL concern about the purposes of

education and the role of the school i¡ aehievieg those purposes.

Such concerns have been evident at aLl- levels of education"

Canadians have recentty had the opporbunity to review pubrications

such as Learni¡g to bg (Faure, rgTz) and rhe purposes of Education

(Lauwerys t 1973), the reports of i¡ternatíonal and national studies

o¡r the aims of education" Furthermore, roajor eonferences have also

been held j¡ Canada recently on ed.ucationat goals a¡¡d educational
'ì

planning,- In addition to the foregojxg¡ the Canadia¡r Teachersr

t
Clcely Watson ("4.), Educational Planning: Papers of the trrvi-

tional Conferencen lufarch Toronto¡ O¡:tario Department of

(Eùlonton, AJ-berba, Human Resources Counei-L and The Canadian CowrcILfor Research i¡ Education, L9?0),

Education, L967); J"A" Riffel a¡rd E, Mrjkl-os (ed,), social GoaIè, Edu-

"n"*sp¿"""tt"@Proceedi¡gs 9f the Invitational Conferer¡ãe -



Federatlon (¡;9?, has enbarked on a nationat study on educational-

goals"ThÍsstudy,stillinprogress,offersyetanotherj¡dicator

of a nationw-ide i¡terest j¡r the goals of educationu

Pnovi¡cia1ly, goals-related activities have been equally evi-

dent" ldåthj¡ the last six years, three provirces have received the

reports of comnissions established to e)(¡mine the goals of ed'ucatioo"l

At least, a¡rother two provlnces are presently cond'uctj¡g an overt

Ínvestigation i¡to thelr school systensr goals@2

At the district or local levelu numerous examples of goal-

setting activities can be cited. School districts a¡rd schoofs across

Ganada have recently examined or are in the process of exanSning thelr

educational goals and obJectives'3

I¡ short, interest anc aetivi+.y i¡ the establishing of educa-

tional goals is very obvious in Canada today"

@r. Th* Report of the Provi¡cia] Comraittee on

Aimsarrdou¡ectriffiationj¡theSchooIsofOntario(Toronto:
Oltario Department of EducatS-on, 1968);,A-Cho+ce of Futuresn Report of
theComiss1ononEducationa1piarrni¡ä-(ffiri¡terfor
the Province of ¿fU"tt., Lg72h lhe Sgcongary Schoole Report of the

Core Comnittee on the Reorganizaffiy School (lrtimipeg:

Ðepart¡.ent of Educationo 1973).

2r""o"" 
sfrd cl]oi"-""?-_A ?u*ry of the rg73 FaIl Conferences on

Educatj,on :¡ Saffiffi-(Regi¡a: Saskatchewan DeParbment -of Educa-

ü;;i;-"BritÍsh-õàIunbia mi¡riãter announces broad ctranges for the edu-

eational systemtt, School Progress, (Apri1, L973)¡ PPu 22-21+"

3corr" studies have been recently r:nd'erLaken i¡ Bayrriev¡ Elemen*

tary schããr-iv.""ã;;;ri; Lethbridge s,D" {o" lJ" saskatoon Publ-ic a¡d

Separate Schools¡ River East Schoãf Oivigion No" 9 (Winnipeg), Altona
(¡tåoito¡.), æd Étobicoke (Toronto)-to name but a few"



Ï" THE PRCtstEM

The purpose of th:is study wàs to develop a paradigna for the

process of setti¡g educat,ional goals through an analysis of the

literature on educational goals and a study of selected e:rperi€Dc€aø

Î,he paradi-gn, to conslst of a set of questions which raised. impor-

tarrt lssues about the educational goal-settf:ag process, was designed

to promote crltical reflection by would-be goal-setters on the pro-

cess of setting educational goals, Such critical reflection could

direcÈ the thjnking and gujde the decisions of goal*setters"

ÏT" SIGNTFTCANCE OF TI{E SIUDY

It has been pointed out that goa-t-setting acti-vities ar@ cu.r-

rently absorbiag considerabl-e anounts of time and enerry of educa-

tional agencies" l'trhil-e the existence of goals klte and their avail-

ability through co¡mercial channels reflects a need for guides to

the process of estabLishjng educational goalse more d.irect denands

for such guides can be cited"

Bronn, jn calling for a general theoretical franer,¡ork to acÈ

as a guide, obsemeda

','ât a more analybical level, one 'nây consider a theory of
aÍ-ns (T) which is jntended &s a gulde to the fom,ulatle¡1 6f sims
(f')" tf ï'is justiffed, it should precede F; that is, i.f 1t
perfonns a role of clarifj-cation a case night be nade for it as
a dlscipli¡e i¡ its ov¡n right*a discipline requiring close exa-
nination before the task of actuelly propounding aims of eduea-
tlon begins (l-970p p" 145) "

The C'enter for the Study of Evaluation, addressing itself to

Èhe nature of needs-assessment ln educ¿tlon, not,ede



&

To most people, the second alternative appeared most satls-
fying. ït called for some procedure whereby the goals of the
school would be set and declared as the intend.ed goals".". The
maJor consideratfons to the needs-assessnent approaches r¡ere uho
established the^ goals and how were they established (Hoepfner g["
a\" , 1973, p, 2),

The above appears to call for a framework which would facilitate ana-

Lysis of or critical reflection on the proeess of setting educatÍonal

goals. The role of anal-ysis has been examined by Fishers

ï tencl to visuallze analysis as playing a somer¿hat modest,
though very significant, role 1n the over-all decision-naklng
processa.". plârning decisions problems must ultimately be
resolved on the basis of intuition and judgeinent" I suggest
that the main role of analt'sls should be to try to sharpen this
lntuftion and judgenent" In practically no case should it be
assumed that the results of the analysls will rmaker the decision
(tO66u p. 11).

Defining the role of analysis ¡nore specificalþ, Fisher suggested:

rrln sun, ff ure can stmcture the problern so that the right ouestions

are being asked., l¡e shall be r¡el1 on the way tor,rard a good analysistl

(lg6lr, p, 8, ernphasls rolne). Obser¡ring that the contribution of

analysis to sharpened iutuition and. jud.gement nay be nodest, Fisher

nevortheless obsen¡ed that nonly a snall amount of sharpening nay on

oceaslon have hlgh pay-off's (tg6lr, p, 6),

Fisher uas &ware of the setting tn r,¡hich analysis was to occurø

His con¡nents seem very appropriate for the situation facing the goal-

settere

ïIsual1y the context in which the a:ralysls takes plaee is falrly
broad (ofteu very broad.) and the environment very cornplex, wlth
nunerous lnteractlons among the lcey r¡'ariables in the problem" This
neans, on the one hand, that simple, stralghtforuard solutions
tend to be the exceptlon rather than the rule" On the other handu
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@ven 1n the most eonprehenslve systems analysis can never be com=
plete" But. an analysis does not have to be conplete to be useful
(196?, p" z) 

"

Hou does the foregoing apply to the problen identified in thls
study? Consider the folloruinga

1, The process associated r.¡ith the setting of edueatlonal goals is
irnportant"

2. The contexb in v¡hlch this process occurs is eonplex and does

potentially contain nunerous interactions anong many variables"

3, Some of these variables nay prove to be key variables"

{. The various approaches to goal-setting advocated by publishers

clearJ.y Ínply that no straightfo¡:¡ard solutlons to the problem

" exisf,

Consequently, the environment in whlch educational goal-settlng

occllrs is such that anaLysis of the process b;r which the goals are set

can provide a high pray-off. Furthermore, that pay-off need not be pur-

chased with a prohibitive erpenditure of time and energy. To paraphrase

Livingstone (rgz3), goal-setters nay well be advised to devote ruore

crLtlcal reflLection to the tactics associated ç¡ith their activity.

nr" DE'FïNIÎION 0F TERt"fS

?ems used, 1n this study were defined as foll_olrse

Qo4c Â statement of broad directl-on or lntent which 1s general and,

tLueless.

Ob.ìeetives .å, statenent, arising from a goalu wbieh identifies a par-

tlcular achieve¡rent or acconplishment that can be verified at
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e given tlne and under specific conditions,

Þurpssq: Synon¡rnous r¡ith goa1"

GritÍeql ReflectloJqs The systematlc exanination of alternative
tlons to the resolution of a probrem or issueu including
carefr¡l and erpllcit consid.eration of the perceived costs

benefits of these alternatlves"

op-

the

and

IY" METHODOLOGY

The first task of tbe study was to derive a list of questions
pertinent to the process of estabrishing educational goals.

The reviev of the literature conducted for this study provided
geveral themes. these themes uere f\:rther explored by reference to
several selected sources whÍcb could be assigned to three generel

categories r

1. Theoretical works lvhlch attenpted to deal r,¡ith the conceÞtuel- lssues relevant to the eãuce.tional goal-setiirrg pro"""u.
2. Quasi-theoretÍcal sources in which prescriptlons or guide-lÍnes had been established for ihe goal-"uitirrg prãcess inspecific ed.ucational jurisdictions 

"

3" Documents of recentry completed educational goals projects"
The li-st of questions derived fron these sources r"ras exarnrr¡ed

to uncover duplÍcation and redundancy. a list of questÍons was then
selected for lnclusion in the paradigm,

ïn sone lnstances, the questlons selected for the paradigro were

ex1p11c1t1y stated in the naterlals surveyed; in other instanceso the
questfons were inferred fron the reports and the literature, The
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questlons once selected were arranged j-n a 31ogicalt stnrcture"

Discussion of the paradigrn was r:¡dertaken with speclfic reference

to two goal-setting exercises recentþ carrled out in Western Canada;

nanely, in Lethbrid.ge, å,lberta and River East Scbool Ðlvlsicn No. 9

of Wlnnipeg, Manltoba" The discussion atternpted to relate the para-

dlgn to the field.

v, assÏtlfPTI0NS

Thls study was based on several assunptionsa

ft r+as assumed that critical reflectlon by those who intend.ed.

to establish goals upon the process of goal-settlng would pro-

vide pay-offs in terrns of effectiveness and efficlency for their

enterpriseu

The paradigru, consisting of a set of qu.estions concerrring the

proeess of setting educational goa1s, lres deemed a suitabLe

device for provoking crltical reflection.

the paradign provided by this study was not lntended to be scru-

pulorisly followed" Rather, it was assumed that the paradigu

would lllustrate the need. for and value of critlcal reflection

upon the process of establishing educational goals and would

provide the lmpetus for educaticnal agencies intent on setting

goals to deal expllcitly with those lssues deemed critical to

the process"

l-.

2n

3r
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TE" LTMTTÂTIONS

Hhile pronoting critical reflection upon the process of esta-

bllshing educational goals, the study recognized that analysis of an

lssue so conplex coulcl never be conplete" Consequently, a linlted

anaLysis was underta.ken 1n the study" Such linlted analysis did not

detract frorn pointing out the value of reflectlon on at least several

carefully selected issues,

Tt was not intended to provlde, in this stud.y, a comprehensive

J-lsting of questlons reLevant to the process under consideration"

While the reports and literature sunreyed by thís stud.y were of lnf1u-

ence, the selection of questj-ons for inclusion in the paradign uere

depend.ent upon the judgement of the fnvestigator,

The paradígm itself was considerred to be one of several pos-

sible structures. Other combinations of questions and alternative

orderings of these we¡e certainly anticipated" fn fact, Ít was con-

sidered. a contradÍction to advocate analysis of the proeess of goal-

settlng whlle arguing for a single framel¡ork for such analysÍ.s.

In shor4, the study urged. potential goal-setters to parallel

the analysls of process contalned in the study 1tself. Ïn so doingu

it was envisÍoned that alternative paradigns having relevance to

l-ocal issues would €Berg€ø

wT, DELïì'ÍITATToNS

This study centered on the process of goal-setting 1n el-ener¡-
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ðary and secondarXr school systems, It night not have releva¡ce for
l¡stitut,ions of hi-gher leamiag or for non-educational agencies"

while nany educationar goal-s studies have been conducted i¡
recent years, a select few were analyzed in this study for the pur-

pose of generating the questlons for the paradign" Those serected

Þ¡ere perceived by the investigator to possess a high utility for
this study. The study Þ¿as not considered to be a¡r echaustive analy-

sis of goal-settfng proJectsu

The search of the Literature on goals was sÍ-rnilarly restrÍcted.,

Dfscusslon of the paradign ¡¡as l¡tended to il-lustrate the utl-
lÍty of the paradign as a vehicle for promoting eritical- reflectj-on"

Consequentlyo the discussion did not exprore the furr range of soLu-

t,lons and concomnitant imFlieatÍons associated with the questions

raised j¡ the paradigm,

VI[I" ORGANTZATION OF TI{B TI{ESIS

The signiffca¡¡ce of and the need for a paradigm to stimuLate

crÍtical- reflection upon the process of setti¡g educational goals vras

indicated" A methodology for constructing such a paradign was outl-j¡ed,

Ohapter II, whi.ch follows, presents a review of issues relevar¡t

to the educatfonal goal-setting process as found. in the educational-

literature" I:l chapt,er rrr, the data for generating t,he paradigm Ís
outlíned, the paradign is presented, and a brief dlscussion of the

paradÍgn 1s provided ln order that íts component questions be eome-
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what elarifled" Chapter IV relates the paradigs to tl¡o recently eora-

pLeted goals proJects in an attempt to dernonstrate the utility of the

paradlgm. Í\¡rther observatlon, together with hypotheses about the

process of setting educetional goals whlch night be explored. ln the

future, are presented 1n Chapter V" The practical lnplications raised

by this stud.y are outIlned. in the concluding chapteru



GÎTAPTER TT

REVIEW OF THE RELATED TTTERATT]RE

Much has been r+rltten about the airas, goals, 1 and objectives

of education. lühile nany essays present persuasive argunents for

certain educational goals or processes for fo::mulating educationaL

goal,so that literature whlch attempts to anolyze the issues relevant

to educationa.l goals and the goal-setting process provides a basls

for critical refl-ection unon these natters and is reviewed in the

follor,rlng pages@

Ån exaninatlon of the llteratu¡e cn educational goals anC the

process of formulating educational goals lndicates a diversity of

interests and concerns on the part of writers" To facilitate an or-

dered presentatlon of these dlverse vieu's, several general themes

apparent 1n the literature have been used l-n this study. these aree

phllosophical fou¡dations relevant to educaticnal- goals; the functions

of edueational goalsí characteristics of educational goals; the inpor-

tance of the process by whlcb educational goals are establlshed.

lÏn thiu chapter, the tern sgoalt r,rill embrace concepts such as
ådea1s, purposeso flrnctions, &ims and objeetlves. This is necossitated,
by the fact that the terms are often used, interchangeably, lfhere the
tern 8goa18 is to have a parblcular nneaning, that neaning s¡ilI be speci*
fÍcaJ.þ noted,
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T, PHILOSOPHTCAT CONSIDER.ÀITONS

Goals ag_fgt,nins:!g--:!o ffurnan Nature

Sone authorities perceive goals as fundamental to hurnan nature"

If such a vlew ls accepted, it can be argued that nan will formulate

goals for educatlon in response to sone lrurate desire to do so'

Hllgard (1957) and }funn (fg6f) inply that goals are intrinsic

to the nature of m¿n" Conducting separate revler+s of the relation-

shlp between hunan needs, desires, notives and. goals, both are 1ed to

the conclusion that goals are acquired by every hunan being r¿ho is

nomal.

ûLhers have ergued that goals are a necessary consequence of

nanss rationaL neture. Gotesþ accepts as an empirical fact that

nen are planful creatures and., consequently set goals (t9ZOu p" 168) 
"

Dewey adopts much the same vl-ew, noting thatc

The net conclusion is that acting with an airn is all one with
acting intelllgently" 1o foresee a ternlnus of an act is to
have a basis upon which to observe, to select, and to order
obJects and our own capaclties.u." 1o do this neans to have a
nind,,n.u A man ls stupid or bllnd or unintelligent--lacklng in
nind--Just ln the degree in whleh in any activity he does not know
what he is aboutr - naroely, the probable consequences of his acts
(1930, pp. 12O-21)"

Goals, apparentlye are essential to hunan organizations as

weLl" ltiles (1969, pp" 37&.80) notes that goal focus is a crltlcally

Lmporbant dirnenslon of organizatlonal health" Greenfield gL" al. con-

slder tbat no clear sease of purpose to guide decisions in a systen

is one of three ft¡ndamental- eruors which a school systen can make and

$hereby becone dysfunctlonal (1969, p, 14),
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Philosophical Foundations an4 Hucational Goals

The lnportance of philosophy for goals of education is ofben

cLted 1n the literature" Van Ef.l notes that nF\r¡danenta1ly, what

we teach depend.s upon the social, psychologicalo and philosophical

foundations of education whlch eharactertze a particular culture at

a particular polnt ln historyß (1962, p" 35)" He feels that philoso-

phical foundations are needed for the educatlonal enterprise; such

basic bellefs about what is good or bâd, rlght or lrong, desirable

or undesirable provide fund.amental principles which affect nour

eppralsal of soclal reallties and our Judgernent concerning needsrl

(tg6zo p. 39)*

Momis (f9ZO, pp. 119-24), revlewing briefly changing philo-

sophies of education, notes the various philcsophical prenises end.

points out their impllcations for educational goals. A.rchau¡obault

observes of educational philosophy:

Its major alrn 1s to ¡nake clear those factors r¿h-ich are susceptible
to lnvestigation by the other disclplines, to explore and. explicate
the philosophical premises underlying investigations in these other
arease and to ettempt to shed. Iight on the issues involved in coo--
plex educational problerns,,especially those which relate to ques-
tions of value (1972, p" 2)"

Bloon examines the role of philosophfE perhaps rrith a very

practlcal eye*

?he philosophy of educatlon of the school serves as one guideu
slnce the obJectlves to be finally included should be rel-ated,
to the schoolrs view of the "good life for the lndividual in the
gooil socJ-etyr (]-969, p, Zl),

Diedrich, speeulatlng about the ultinate basls upon whlch edu-

catlonal goaLs and obJectives can be Justified, concludes that nthe
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answer nust lle ín an ethical theorye a careff:lly exanined set of

beliefs about r¡hat are the ossential elements of a good life anl

what kinds of behavior are nost likely to attain themrr (tgzo, p" pJ+z),

rÏ. THE FUNCTTONS OF GOAI"S

_GoJununieation

Goals, according to Bloon (1971, pp. 5-17), facilitate commu-

nlcatlon among teachers, cumiculun builders, test malcers, students

and the publ1c. These vler*s are ehared by Popham (f9Z¡), Plowman

(19?1) a¡d Haveloct< (t973),

More specifically, goals can be used as a means whereby the

public cân communicate to the school what it expeet,s of the sehool.

Foshay feels that educators must have a view of the goals of eduea-

tion rrthat ls consistent r¡ith...what is required by our socletyrl

(tg6Z, p" 9). The Saskatchewan Teachersr Federati-on, in calling for

goal-s of education to be made expllcit, suggests that educators r€colt-

clIe their own viess of educational goals with the vler¿s of parentsu

students, school boards, and government (t9?3)" The Callforrria

report (Californl'ao 1972), tho report of the llorth Commissj-on (A1ber-

bau I972)u ad the experienees of Bayviev¡ Elementary School (Swanson,

Lg72) cite cornmu¡icatlon of public expectations es a principal ftrnc-

tfon of goal-s,

Educatlonal goals and studies of educational goals develop

eomrnunlty confidence in the scbool, aceording to tbe Bayvlew (Swanson,

L972) and Lethbrtdge (tglZ) goals studies" Bayview also found that lts



L5

goels etudy facllitated school-coroar:nlty public relations and, 1n an

open-"bounda4¡ situation, enabled parent,s to ns"ke realistic choLces

among alternatÍve schools (Swenson o L972).

l,sgit,ini Tati-on

Educational goals nay derive their legitÍmacy from t'heir lntrin-

sic rather thsn lnstrunental value, Peters argued thats nEducation,

then, ce¡r have no ends beyond ltse1f" Its values derive from pria-

ciples e¡rd standards lmpllclt in 1¿tt (19ó3e p. 47) "

Ðewey trould agree: rlln our gearch for ains 1n edueationu we

are not concemed, therefore, with finding ar¡ end outside of the edu-

cative process ltself to whích educatlon is subordi¡rateu Our v¡ho1e

conception forbidstt (1930r p" 11?) ' Fducational goålse therefore,

are to be valued as ends i¡ thenselves and their legitìrnncy ls esta-

bHshed because of such i¡tri¡sic valueo

An altenratlve view perceives educatlonal goals to frnrcLion ag

a upsng of defl¡l¡g rtthe role of the school 5n society't (Swanson, L972s

P. 1)o

Perkinson, hor*evere argues that,, because there is no universal

egreement about the nature of education, t¡From a logical poirit of view

aLL attenpts to Justífy aims of edue¿blon are fa].laciousn (19?Oe p" ?0) "

Wlthout dlaputlng this notion of Justfflcationu Perklngonst argr:nent

would not preclude Justifying edueational activitÍes on the basis of,

agreed-upon goa1s" Furttermore, it 1s not clear whether Perkf¡sonts

vfew wouLd deay the JustificatÍon of educatlonal goale whic!¡ have ben
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establlshed in a universally agreed-upon m4nner@

Cle-er ?hinlclne

Dewey foels that an educational ai¡n rrslgnÍfies that an activity
has beeone intelllgenttr (f930, p" 1Ð)" Peters concurs, noting thate

nAsklng a person about his aims ls a nethod of gettlng hlm to concêrl-

trate or clear his nofnd about r¿hat he is trylng to don (1963, p, I8)"

He aLso observesa

We ask people what they are aiming at when they seem rather con-
fused about their purposes or ¡¿hen they are drawing up a plan of
canpalgn and have to fo:-¡ulate r*hat they intend to do in a cohe-
rent way (1963, p" 18) ê

Havelocku in providing potentia-l change agents r¿ith usefu1 guÍdes,

suggests that discussion about goals in an organization is a way of

gettlng people rrto think clearly and diagnostically about thelr prob-

lens¡r (1973, p, 66) ø

Openness. Fl-qx,¿Þfl-ily and Chanse

Ðeuey erpresses great coneern that the function of goals be one

of pronoting change and op"rrí""", nÎhe ve.lue of a 1egitimate ain, on

the contrary, lies in the fact tt¡at ¡¡e can use lt to change condltions"rt

!\rthennoreu rrThe a1¡n nust alr,rays represent a freeing of activitlesrl
(tgZou p, ]¿22). Åt a later pointu Ðewey notese "A truly general- aln

broadens the outlook; it stlnulates one to take more consequences

(connections) into account" This means a r,rider and more flexlble

observation of means¡t (f930, p. lZ8)'.

Bloon also argues the case for opennesso He feels that unlesg

educational purposes and specifications for educational change are nade
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expllcltu they will not be open to lnquiry and teaching and learning

crill not be rnodified as lmprovements and changes are needed (1969, p"3O).

GoaLs are visual-ized by Rogers as a vehicle for change 'twhicb

leads sharply alray fron current educational practices and, educational

trendsr' (tgZl, p, 64) " Ba¡vlew found that its forrnulati.on of goals

res.rlted in a shift of prlorltles with nore emphasis on the affective

conponent of educatlon. rt also enabled the school to share ideas

with the comrnunity nore confidently and intelligently (Swanson, 1972),

PIaruÉns

Ilolland has referred to plannlng as nthe process of preparing

a eet of declsions for actions in the futurert (tgtZ o Þ" 52). Glven

thls deflnltionu and depending cn horr one defines goals, goals may be

the lnstruments of planning.

Bror,rn, for lnstance, vieus a goal as a private end-in-vier¡

which is 1ogical1y attatnable and l¡hich trretai¡s a ¡rotivational powere

end 1s perceived as a condition or state of affalrs tou'ard which beha-

vior fs directedn (t97oo p" xfii) J Dewey saw goals as foreseen end.s

t¡hich gave d.lrection to an activity. He stated about a goale

Specifically, it meana foreslght of the alterna.tive consequences
attendlng upon acting in a given situ¿tion in different uays, and
the use of r¡hat 1s anticipated to dlrect observatlon and. e:cperÍ-
rnent (1930e p. tæ) 

"

C1early, when goals are perceived 1n thls ¡nå.nnere they are vlrtualþ
synonJmous q¡1th planning"

The centrallty of goals 1n the rrsystems approachtr to educational

plann{¡g is clearly evldent, Knezevich (1969) outlines this approach
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noting that the systens approach has been widely adopted as a plan-

ning tool in response to publlc pressure for greater educatlonal

accountabllity"

turrlculum writers devote considerable attention to the role

of goals 1n curriculun plannlng and decislon-naking. Hooper notes

that the model of curriculum pr:t forth by John Kem is sinllar to

nodels proposed by Taba, Tayloru Merritt arrd Hirst (Hooper, I97J-u

p; 116)" Kerrrs uodel contains four conponents¡ identification of

objectlves; selection and organization of content so that obJectlvee

are 11kely to be attalned; planning of learnlng erperiences for the

student; evaluation to cletennine the extent to vltrjch objectives have

been achieved (Kerr, Ig7l , pp. 1?8-200) 
"

The centrality of goals to cumiculurn planning and develop-

nent seems evident" Within the franework of this very generally

stated. fi.rnction are a nultplicity of sub-f\-rnctions vhích could be

advocated (and ofben are) for educational goalsç analysis of the

effectíveness of instrt¡.ct1on; evaluation of student achievement;

dov'elopment of alternatlve learning environments; development of

nore specific obJectives; formrlation of policy; establlshnent of

priorities ; indívidualization of lnstrmction"

School 0rsanization

Goals al-so function to facilitate organfaation of the educa-

tional enterprise" rr0ur orga::izatlon, therefore, reopires altera-

tions as goal-s are nodffled and fl-rnctlons change, and as learning ls
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based on different values ar:d assunes neç¡ formsr rr notes the Worth

reporb (Alberta, lrg72). Å sinilar relaticnship ts perceived by House

(Greenfleld, g!, el", 1969) " Keru also sees a direct reJ.atlonship

betvreen the goals of curriculum and the organizatlon of schools (tg?t).

llhen clearly identifled, goals rraffect role speclfication and

performance of Índivid.ualst¡ (M{1es, 1)69u p" 378). Havelock feels

that when goals are belng considered, consideration must also be

given to the matter of an ad,equate stnrcture for achievlng those goals

(tgl3, pp" 70-71), Á]kln obserwes that goals facilitate the fr-rnction-

ing of educatlonal adninistration (t970, p. 95) o

rTT" CHARACTERISI'ICS OF EDTCATTONAL GO¿.LS

trh/hat 1s an educational goal?n asked the nenbers of the Leth-

bridge Educational Goals Leadership Team (Lethbrldeet 1972)" It is

apparent that thls question is not to be conftrsod vith the pÌlrposes

of goals.' The characterlstics of educatlc'nal goals were an imporbant

conslderation to the Lethbridge projectc nuch has been l¡ritten about

this topic,

Ends and Means

I{hlLe nost educators accept that a close relationship exists

between educational goal-s and the means by whlch such goals are achievedu

there are dlverging opinfons on the strength of this relatlonshlp and

Its irnplieations for form.rlating goals*
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Macdonald. argues that rrineans becone objects in their otm rlght¡t

(t965, p. 95). Peters, whlle not ae lnsistent about the above point,

nevertheless feels thats

The cnrclal question to ask when men vrax enthusiastl-c on the sub-
Ject of thelr aims, ls what procedures a.re to be adopted in order
to irnplernent then. We then get down to moral brass tacks (t97O,
p" 130)'"

Dewey argues that ends and means are not statlc and that ends

ofLen act as neans tor'¡ards other end.s" h¡rthermore, ends cannot be

dlvorced. from means slnce ends are nan outgrowth of existing condi-

tlonstf (t930, p, !4) 
"

Piaget cbser:ves that means ¡rconditlon the choice of end.s¡r (1969,

. p. 16) " Haviland feels that goals cannot be ccnsidered ín isolation

of the neans and. resources to be applied to obtain the¡n (tgZO, p" !27) "

Lindblon belleves that rrone sirnultaneously chooses a poIlcy to obtain

certain obJectives and chooses the obJectives themselves" (1969, p, 3n),
Bloom, on the other hand, feels that ends rnust be dfstinguished

from neans 1f evaluatlon 1s to be properly conducted (Ðloom, gf" g!",

]97].'s p. 8)" the Center for the Study of Evaluatlon argues that goals

¡nust be separated from, means for nNeedg-assessnent approaches that

comblne rneans and endsu""carl be expected to produce results based

upon loglcal confusion anong several d.imensions underl¡'J.ng the prio-

rizationtt (Hoepfner, g!. gl., 19?3e p" 63)"

Reallstic or Tdeallstic Goal-s

nThe study of the futurerru state Kirschenbaun and Slnon, ttmust
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tncl"ude not merely possible and probable futures, but preferable

ftrtures tt (!97/+e p" 257) . It is precisely this question of what

should or ought to be the goals of ed.ucation that has concemed

nany educators,

Gotesþ (19?0)o Brown (fgZo) and Der,rey (fg¡o) recognize that

unattainable ideals exist and. that these give rise to more speciflc

goals. Rather than deny the validity of 1deals, they propose to

d.lfferentiate between ldealso goals and. objectives on the criterlon

of attainabillty. Ideals, accord.ing to Brorn'n, are enls-in-vier¡ which,

r¿hi1e unattainable, ser:rre as a xßotl]¡aling force to euide and nodifY

behavlor. They have a legitinate place in the obserr¡abIe r¡orld of

overyday deeds" Goals and objectives, on the other hand, are nore

irnmedlate and reallzable (Brom, I97O, p" xii)"

The problem ís not to be considered as nerely a philosophical

onee The CORE report notes that rrthere exists the need for the esta-

blishment of a clear statement of purpose for the seeondary schoolso

one that will seek to close ihu grp betr¡een the ideal and the reaIo.utr

(Ig73, p" 8)" fhe !üorbh report d.ea1t wtth the issue by urging t'the

developroent of a vislon for educatlon that is realistically idealls-

tlcfr' (nlberta, lt972.' p, 4),

It 1s evldent that çrhat þ desired. nay not be the sare as r,¡hat

oueht to be desired. Both the lethbridge and. Baynlew goal projects

were confronted r¿ith thls problem when they recognized that the pub-

lic night not advocate those goals which educators consldered as deserr-
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lng pursuit"

Foshay (]96au p. 9) feels that educatlonal- goals must reflect

what is possible in the schools" Ideals, lt appears, rnust be tenpered

r¿Íth reality, lf not replaced by it. l'lhitworth advances a similar

argunente 'tThe fonnulation of realistic goals and the receiving of

general acceptance provide a real challenge" (1970, p. 88) '
It ls difficult to d.etermlne the position on this lssue of

those who ad.vocate the forrnulation of specific rneasurable obJectlves.

Pophan (iglf), Bloon (fg6g) and. Plor,man (fgZf) argue that goals n¿st

be translatable lnto specÍfic behavioral objectives. Aecording to

this viel¡, it would seem that idealistic goals r¡hich cannot be tra¡s-

lated. into observable and measurable behavior would have lirolted value'

Perklnson has argued that, lf r¡e wish to determlne the aims of

education in so¡ne methodological fashlon, what ought to be an educa-

tional goal cannot be determined. Ee believes that educators should

rather seek those goals lshich in a given contexb will be accepled by

the public (1970, pp. 76ff")'

Gôal ClÊrity

$ûrcdonald (1965, Peters (]gØ) and Dewey (1930) argue for

clarity 1n thlnklng about ed.ucational pur¡loseS, as do Blcon (fg6ç)

a¡d Flor+man (fgZf). It should be noted that the latter advocate the

formul-ation of expllcft behavlgral objectives as a vehicle for pro-

rnoting clarÍty, Sorne nay vlew such an approach l¿1th grave reserva-

tlons (natnsu ].g7],'- pp. 20-26).
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Me-Êsurable or Non-:qgasggable ÊoaIs

Perkinson notes that goals seme to nlet one know lrhen a Job

completed and"""let one lcnow hor¿ r¡ell the Job has been done" (19700

7t), He addsc

ff these two fr.rnctions are to be fulfilIed, then airns of education
nust be capable of empirical measurement, or lacking this, there
must be some agreed upon, enpiricalþ noasurable criteria for
deternlning when and. how well the ai-rns are attained (tgZOu p" 7/+).

Sinllar views are expressed by Alkin (fgZo) and llanna (f962) 
"

Bloour claims that ilit is virtually impossible to engage in an educa-

tional enterprise of any duration r¿ithout having some set of speelfi-

cations to guide ori€øo.'t (1969u p" n), He then proposes that sueh

speclfications should consist of measurable objectives,

Miles speculates that goal anblguity in education is reLated

to unneasurability of outputs and, consequently, leads to procedural

rigid.ity" He wonders 1f rrschool system goals are not all that unìnea-

surable and amblguoustt (1969, pp. 3SZ-83),

Goa1._Ele_+i.þilitv

rrAn alm must, thenu be flexÍblerrrstates Dewey (t93O, p" ]-.22)"

ÏIe opposes externalþ imposed aims because such ains are rigid" Âccor-

dlng to Deuey, aims nust always represent a freelng of actlvlties,

Brown agrees that inposeil goals aro rigid goa1s" He suggests

that goals must be assimllated by the learner if they are to become

attainable (1970, pp, x ff,) " Bloom gf" a1. (tgZtu pp" &-9) feel thatu

at the least, goals mrst be accepted by students.
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Ðiederich, in advocatÍng five najor values as appropriate

sources for objøctiveso cites one criterion for justifying these

valuee as the jnherent capabllity of these values for indefi¡ite

expanslon i¡ level of attal¡rment (19?O, p. 2l+7)" This is one way

of settj¡g goals ecternally to the }earner and yet retai:ring a

high flexibility l¡ t'he goals,

OômÞrehensiveness

Some have argued as to whether educational goals must be

confj¡ed to a namor* spectnrm of hu¡oan growbh and deveLopment'

Foshay notes:

Illr pursuÍlg high i¡rtellectual. goals, it is not necessary for
a moment that we overlook the fact that nan.. 'ig also alì. emo-
tional, a social, an aesthetic, a biological, a ereative and
a spiritual creature (t96zt p" f3),

Plowma¡r (fgZf) advocates comprehensiveness by way of a five-

way classification scheme for behaviora] objectives. Inplicit in

the tanonomies developed by Bloon g!" gl" (f969) and Krathwoh-L

gþ" g}, (1964) are comprehensive goals for education"

Edrlcatjonal Goals and ûbher Forces

Foshay notes that curriculun developnent cannot ignore t,he nature

of society (l96Zu p" 2). The CORE report recognizes that educational

goals nust be established j¡ conJunction r,¡"ith socÍetal values and nor"ms:

.., ft is therefore necessary to gi-ve some consideration to the
pressures of social forces which affect variousJ-y the student
hirnself, the ajms and obJectives, and the achievement of these
ai¡ns and obJectives through the secondary schooÌ aystem (l.tanitoba,
L973a p" 3)"
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The worth report recognizes the significance of social, eco-

nornic¡ and technologÍca} developmente for the nature of schoollJlg

(Á,Iberta, L9?2). Havjl-and, arguing for clear statements of goals,

states that the accent of publlc concern ttis shiftlng to socio-econo-

mic matters concerrling relevance, equity and efficiencyrr (19?0, p, I25) '
Goats are also sensitive to deveLopmental psycholory and theo-

ries of learning" llenn¿ proposes that the curyicuLum, in focusi-ng

on the learnerrs i¡dividual goals, must reflect v¡hat is cuÌrent]y

lnown about hor,¡ hr.¡¡nan beings learn (t96Zo p. 5f)'

P}or,¡nra¡¡ believes educational goals shorrld be derived f¡om

sources such as r¡authoritative naterials describi¡g clr-ildrenrs char-

acteristics a¡d needs and i¡ the fi¡dj¡gs of developmental psycho-

logyrr (fg?f , p" :ociv), Dewey feels that goals must be founded on the

intrlnsic needs a¡rd activities of the learner (Jg3Ot p" 126),

Final1y, when goals direct the activities of an organization,

they cannot be estabfished i¡r isol-ation of the personal needs and

creative drives of the personnel j¡ the organization" Organizational-

goals and personal goals, according to Thompson, must be fused (L969t

pp. Jt2ff")"

GoalA_as ValuatÍons

the lforth reporb ¡nakes the following observations

Thus, the greater part of priority-setting rests upon purposes
anA !oafe,- Ultina¿ely, goal4irected priorities*ljlce all value

Judgãnents*-âre estabLished o4 a subjective basis: personal
ér,olce (Alberta, L972s p' 299) 

"

There seens to be little disagreement among educators thab educationa]
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goa.l represent valuations, Dewey (1966), Peters (rgZo), Broom (L969),

Ì'Iilhel'ne (tgOZ) and Ìfhitworth (1970) have recognized this.

Dfederich (19?o)e LJrrdblom (1969), Dewey (1966), Stevenson

(rgZo), Perkinson (1966) and Arkin (rgZo)r Lrnong others, have deve-

loped or proposed schemes whereby educational goaIs, as statemente

of valuation, can be lnvestigated a¡rd established,

Goal Consistency

the lrlorth reporL notes that tlfor goals and objecti-ves of school-

ing in Alberba to be sound t,hey nust.u,b€ either consistent or non-

contradictory jJr their relationships with one anothertr (Alberta, L972s

p, 226) " Died.erich (1970, p, 247) refers to goals criteria such ae

consistency with a tenable vlew of the nature of ¡nan and consistency

among the goals'

TV" THE PROCESS OF SETTING GOAÏ.S

(

The fnportance of the process of setting goals has been recog-

nlzed in the literature, The Joint Conmittee on Educational Goals

noted that; nThe value of settÍng goals is as much 1n the process of

participation as in the final outcomet¡ (Catifornj:ao IJfZo p" 5)@

The Bayvie'w search for goals reflected the importance of pro-

cess irx the tftle of one of its reporbs-

tharr the Product? (Swanson, 1972), The Center for the Advanced Study

of Evaluatlon noted that; ¡{lhe naJor conslderations to the needs-

assessment approaches Ìrere @g established the goals and how they
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krere establishedrr (Hoepftrer, gL' a!"t I973e p' 2)"

Iryllcatlons of'¡ Philoso'ohva Goal Fulctions Ûld Goal Chaltscteristics

The literature on goals suggests that the process of formulatlnq

goals is affected by, 1f not largely dependent upong the beliefs and

values held by goal-setters and their perceptions of the functlons

and characterlstÍcs of goa1s.

l4acdonald examlnes tbe inpact of philosophy on educational

thought and. practice" His analysls of several philosophles lndicates

that they affect the sourees fro¡o which goals r¡il1 be derived'u the

rol-es of teachers, students, and others ln determining t+hich goals

will be pursued, and. the llay in which goals will be expressed (t965,

pp" 227-73), Morrls provides a speciflc example by comparlng the role

of the learner in deterninlng goals under an essentialist philosophy

as opposed to an existentialtst philosophy. ftrrtherroore, he points

o¡t, using Dewey as an illustrative example, that contradictlons and'

inconsl-stencles betlreen philosophy and more speclfic educatlonal prac-

tice are dlfficult to erad.icate ( ligTae pp" 119-23)"

The l.Iorth report lnplies that philosophy is lnportant to the

process of fornulating goals" The question is ralsed: 'fltlhat 1s to

be our vision for educatíon in Alberta? IIolr is it to be achieved?

By a.nd. for whon?rr (Alberta, I972u p. 36)" The report then examines

the inplicatlons of three different nodes of program operatlon*in

effect, philosopbies of ed.ucatl-on-for selected process varlablesu

lncluding the role of the learner and the nature of obJectlveg*
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The@'whichareestab1ishedforgoa1scanaffectthe

process of setting goa1s" Should the principal firnction for fornu-

lating goals be one of professlonal interest in the expectations held

by the publie for the school system, a satisfactory procedure nay con-

sist of a stnctured sampling of publlc opinion (Lauwreys, l9]]) " Or¡

the other hand, should the function of goals be one of gaining public

support and confidence Ín ed.ucati.on, it may be necessarT to plan for

extensive public lnvolvement (califortrla, 1972; sr^ranson, ]-972)' A1-

ternatlvely, lf goals are to be established primarfly to facilitate

Curriculu¡o development, particlpation in setting goals could be con-

fined to professional edueators (Bloon, et' 9f'u 1971). Fina1ly,

when goels are to be used as a persuasive device to direct others

towards e. privately held end, the emphasis nay not be on goal-setting

but on goal communication and rationalization (Brom, J97Oe p" xi) 
"

The e>óent to r¿?rlch goals are pefceived to be ends distinct

frorn means can have significance for the process of setting goals"

ff one believes, as Macdonald suggests, that educational goals are

to be percelved as neans rather than ends, 1t is likely that the search

for goals w111 be ad.dressed to signiflcantly different co¡cerns (f9Zt,

pp, 9Þ94), Should one accept Lind.blon¡e thesis that goals and' poli-

eLee to lmplement then are selected sirultaneously, questlons of poli.-

cy rnust be consldered in conjunction with any goals search (J-969,

p, 328). This nay have implications not only for v¡ho will be involved

in the process of ssttÍng goals, but nay also deterrnlne the role of

policy rnakers 1n the entire process" On the other hand., lf the view
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held by The Center for the Study of Evaluation that educational goals

ehould not be conf\¡sed with ends is accepted, the goals search wjl-I

be ll-nlted to very speciflc questions and issuee (Hoepfnere et, afêe

L973s p, 63),

The l-evel of specificlty at which goals are to be establ-ished

will affect the process. Not only does this characterj.stic i¡fluence

the kinds of goals and the number of goals that will be identified,

Ít also can jnfluence decisions concerni¡g the parLicipants to be

i¡volved and their roles (Catiforniau 1972; Lethbridgeo L972),

lf goals are perceived primariJ-y as valuations, consideration

may be given as to how questions of valuations are to be resolved,

Resolution of such questions nay be undert,aken quite differently if

the concepL of vaJ-uations held by the goal-setters is one of ¡what

ought to bel as opposed to ¡what r^¡ilI be acceptedt (Dewey, L966;

Stevenson, L97O; Perkj¡son, 1966; Diederich, 1970)"

Educational goals may be characterized as having certai¡r rela-

tionships to other forces" The strengt,h of this relationship, as per-

celved by goal-setters, w'iLl i¡fluence the sourees fron v¡hich goals

w-111 be selected. If, as Havjl-and suggestso the fina¡cia1 and physi-

cal resources refevant to the irnplenentation of goals must be consi-

dered ín conJunction with goa1s, econonists a¡rd agencles competing

with education for resources nay have to be j¡volved jn t,he process

of goal-setting (19?0, p. L27). Should goals be eonsidered jn con-

Jurction w-ith theorles on learnÍng and the psychologr of ht¡¡oan deve-



lopment, goal-setters may be dependent

these fields of study (t{:-llelns e 1962e

3CI

upon advice from texPertsr ín

p. 1?).

The Participegts 1n the Process

It is apparent that a paranount concofi¡ in the process of set*

ting goals is the matter of v¡ho lrill be involved" The literature

reveals that the issue is seLdom resolved in isolation of a state-

rnent of rationale or a statement of beliefs concerning the nature of

eilucatlon" Thus the question of who shoulcl be involved' is usually

consj.d.ered in conjunction with the question of why such persons should

be involved,

Deweyo believing that goals are lntrlnslc to the needs and acti-

vities of the learner, considers the learner to be an integral part of

the process of setting goals (t930, p" 126). Morris polnts out that

existentlalists r"¡ould argue that goals can only be properly detenulned'

by the lear:rcr (tgZOu p" 123), Brown, while ln apparent agreement with

Morris, accepts that others exLernal to the learner can provide gui-

dance to the learner in the selection of ed'ucatlona^l- goals (t970,

pp, 18Þ86) "

B1oon et, a1, are inclined. to ascrlbe a rnore active role to the

external goal-setter, Vtrhile agreeing that the learner should naccept

and to some degree understand the goalsn there !s no tì'oubt that the

task of detendning goals should reet largely wlth the teacher (t9710

p, 9),

The Worth report argues thai the clients of the educatlonaL
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System mrst share in deternining it" The report, consequentlyo envl-

slons participatoqf planning in whlch rrKey roles await students and

parents, elected officials and corunrnity lrorkers, business people,

trustees and ta:çayersu teachers and adninistrators, and com¡nunica-

tions personnelrr (Albertae I972e p" 39)" The theme of participatory

pla¡1nfng is found throughout the report and culmlnates in the state-

nents

The people must choose the goals of educati-gn, a1d_the _prioríty
of eãucãtion ln relation to other sectors of social life' that
Ís why r+e have this rePort (P" 44) '

Foshay sees educationists as assumlng a significant responsi-

bility in the setting of goals" It is their duty to rrdischarge the

tasks of educational leadershlp that these tines demand of ustr (I962s

pp. 12-13). Th!-s, according to Foshaye Ineans that edueators must be

deeply knowledgeable in the principal field.s of knowledge and capable

of understanding and. partlcipatlng in public decisions. Educators

cannot act as if they knew nothing of child developroent nor of hor¡

the school affects society. Neither can they simply react to the

pressures placed on the school by soclety"

Thç. .Nature of Involgenent

Associated with the issue of +¡ho should participate in the

process of setting goals is the matter of determining r'ùat the nature

of that involvoment ç¡i1I be' callfornla (tglz), for instance' out-

I!-nes nlneteen steps in the process of ldentifylng educational goals"

Based on a consensus approaeh to settlng goals, this plan clearly out-
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J-lnes how participants are to be lnvolved and what roles they t*111

p1ay" The reporb notesc

There ls no naglc forr¡ula l¡hich r¿i1l take all school=com
towarrf consensus. Each comrm:nity 1s pnique' The proces
fore, will vary fron place to placer as it should. Each

co*múnity has the flexlbllity to design an appropriate p

Î¡rrst in good.will and conmon sense" Always be fair" (

The above advice is echoed in the Worth reporta

munlties
so there-
school=

rocesg o

p" 19).

No technology or maglc forrnula for ldentifling goals is readiþ
available. Our only recourse is to human jUdgenent buttresseä
by study, d,i-scussj-on, and the latest techniques for ordering and

aäalyzing d.ata" Thiá procedure sognds rather slmple. ./\nd lt
is-until it i; attempted (Alberta, I972s p' 226).

Berlaku recognizlng that the resolution of differences over

educational goals is a natter of resolving dlfferences ln moral

{raluese surv.eyed the literature in ths field of ed.ucational evalua-

tion and observed thatc

rn general, I found little to justify any eonfidence^that the
field óf ed.ucational evaluation as an applied soclal science pos-
aesses the models, strategies or techniques for contending.t^rith
the noral coorpon"nt ln educational decisions (1970, p. 267) "

lrtrhile no magì-c formula exists, specific strategies for lnvoI*

ving various indlviduals |n the process of settíng educational goals

are available, The needs-assessment approach developed by the Center

for the Stud.y of Evaluatlon and the Phi Delta Kappa Goals Kit have

recelved considerable publicity" The Saskatcher¡an Teachersr Federa-

tion (19?3) identiffed eight alternative strategies for the goal-

setting process. Callfortrla, ln a volurne entitled Â Besource Book

Fo{_Sghool&rnmunl-t¿ Declsion Ma}Cnq, outlines procedures for l0^ax1-

mi.zlng comnr:nity involvement and presents eight dlfferent approaches
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to eclucatlonal goal-setting"

FaellltaLins the Proc-e s s

Because the process of establlshlng educational goals fs

generally vier,¡ed as coroplex, the literature on goals gives atten-

tlon to faeilitating decision making anri activities assoeiated r¡ith

the goal-setting processo

sone betieve that a plan of action for setting goals should

be nad.e explicit. ?he California Legislature outlines a plan for

the purpose of getting the process of goal-setti-ng unrler way' Such

a plan makes visible the various stages ln the process, the target

dates for conpletion of these stages, the participants involved and

their roles ln each stage" The plan is not cerceived, however, &s a

mechanism for eontrol of the process by the Legislature. Ït is advan-

ced as a gUld.eline which provides suggestions for organiz lng and'

monj-toring the pfocess at the local level (California, 1972, P. 12).

WhitworLh, in ealling for concerted action to set educational

goals, notes that a¡r lmporüant elenent to achieving this purpose ls

'a t¡elI-deflned plan of action (t97ou p' 88)'

Another means of facilitatlng the process is to provide back-

ground. lnfor:¡aation relevant to the lssues which l¡ill be faced'. The

saskatchewan Teacherss Federation, ad,vocatlng that goals be d.eveloped

at the local levelu presented alternative processes for the task and

briefly outlined their relative rnerits (19]J). 3ayview, wishlng to

obtain pubti.c vieus on goalsu drew upon the goal statements prepared
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by the Center for the Study of EValuatlon rather than developing a

set of its own (Sua.nson, L972)" Callfornla published Educati-on for

the Peop_Iej*Vo1ume 2 to provide background information on the process

of goal-setting for school districts.

Reference to varlous sources for goals is prornoted as a facl-

litatÍng device. lJlLhelms (1962, pp" 1þ17) comments on some of

these sources" Price offers e:ra*npIes of goals fonnulated ln prevlous

years for American schoots (tg7Z, p" ].|nz)" Rlver gast (f9Zz) relied

heavily on goals identified 1n the 00RE report in amiving at lts
goals statement"

Callfornia recognized the need for strong support for the goals

proeess frorn upper leveIs of managenentn School boards and superln-

tendents were encouraged to assume a rnajor responsibillty for initia-
ting and lmplementing the search for goals (tgZZu p. 13). Lethbridge

(tglz) and Blver East (r9Zz), in their goals projects, rel1ed. upon the

partieipation of board menbers and superintendents in the proeess of

setting goals for vislble evidence of management support for the enter-

prfse,

GoJn¡nu+lcation

California recognized the inportance of co¡nnunication to the

successf\rl ímplenentation of the goals processe partlcularly since

consid.erable emphasls was placed. on coruaünity involvernent" The

Leglslature stressed the need for open lnteractlon and for keeping

neetings between conmunlty and educators rtflexible and equal durlng
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their mutual deliberationsrt (1972, p, I2)" Corununication v¡as deemed

necessar;r to raise public consciousness as to the need for redefiaing

goals and to illustrate to the public potential strategies for con-

nunity j¡rvolvement"

The Phi Delta Kappa goals approaeh suggests that among the

first concerns to be addressed should be an area-trlde dissemi¡ation

of i¡fortation concerning the project--why it was underbaken, how it

was to be carried out and its inplication for the schools and the

comnunity" Ba¡rview noted that one of the wealcresses of its approach

r,¡as poor corunr:nication to the parents as to why the proJect was

undertaken and the manner i¡ which it was cond,ucted, The school

principal felt this would have to be remedied for future si-tlilar

endeevors (Swanson, I972s p" 5) "

It is apparent that, once the goals study or project has

been completed, its resul-ts shoul-d be clearly communi-cated to those

involved and affectea (pfri Delta Kappa¡ pp" I4-I5).

What Happens Ne>ct?

the Saskatoon (ì-9?3) inquiry i¡to the views of citizens about

educational goals i¡dicates that, many r,rtere sceptical about any chan-

ges occurring as a result of the inquiry. It appears that, as goals

are formulated, the means whereby they are to be achieved must be

nade vÍsibre" snith (t969, p" 404), Lind.blom (19ó9, p. J2!) and

Havil-a¡rd. (f970, p, l^27) argue that goals are not fonnufated j¡ iso-

tation of means; the opinlon is that a plan for Ímplernenting goalo

f.s fmplicit j-n the selestion of goalso
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Callfornia (lgZZ)u sinultaneously l¡ith the developrnent of a

process for selecting goals, outlined a procedure for operationa-

llzing the goals and nonitoring the achievernent of goals" The goals

kit developed by The Center for tbe Study of EValuation contains pro-

visions for ensuring that adopted goals are implemented (lll<in, 19?O) 
"

Similar provisions are found in the Phi Delta Kappan goals kit.

River East (l972) found that the attitudes of many educators

were significantly affected r.¡hen a plan for ínplementing adopted

goals lras presented" There üras some speculation that had an Ímp1e-

¡nentation plan been circulated at the time goals stere being discussed,

more careful attention to the final selection of goals l¡ould have

occurred"

V. SUMMAru

The lmportance o-f educational goals and the process by lrhich

educational goals are established 1s recognized in the literature.

Various apecific elements have been cited to illustrate uhy impor-

tance has been attached to goals and. process,

It is obvious that the area under investigation is complex"

Educational goals can ser'r/e nany differrent and, perhapso confllcting

functions. Furthennore, the characteristics of ed.ucational goals are

nultlple and varled. Consequentlyu any jur'lsdiction undertaklng to

establish or set educational goals is faced r¿ith rnany choices about

goaL fi:nctions and goal characteristics,

Flnally, decislons uust be nad.e about who sha1l partlcipate in
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the settj.ng of educational goals and tbe nature of that partlcipatÍon,

As polnted out 1n this chapter, no nagic fornulas exist for aid.ing

decislon-makers on these matters.

l.lhile specific procedures for setting ed.ucational goal-s have

been developed, it 1s apparent that loca1 authorities v¡iII need to

rely on their or"m judgements Ín making the difficult decisions about

goals and process" A fre$eu-ork for pronoting critical reflection

upon the fssues surrounding educational goals and the process for

setting them see¡as neecied. Such a framework should serve to facili-

tate the decislon-naking process rather than prescribing how deci-

sions should be mad.e or prescribing r¡hat the decisions should. bo,



CHAPTER TÏÏ

A PARADÏGM FOR TI{E FROCBSS OF SEITTNG

EDUCATIONAL GOALS

T" THE SEARCH FOR TSSIIES

I{hi-l-e the search of the literature conducted for this study

offered sone guldance as to the reJor issues surroundiJrg the procesg

of fornulating educational goale, several sources were selected for

a more l¡tengive search designed to unearbh those issues considered

reLevant to the goal-setting process. It was anticipated that such

a search would pr"ovide ar¡ exLensive, albeit not complete, listing of

Íssues relevant to settjng educational goals. The list,lng derived in

the fashion described prrcvlded the data for further orploration and

enalysis.

Source,s for the Issues

llhe eources referred to for the intensi-ve search for issues

are identified in Table I"

The. R¿tlonale

Glven that a w'ide array of eources are available for jnvesti--

gatfag issues relevsnt to the process of setting educational goals,

the l¡rvestigation ln this study attenpted to provide a balance between

sources pri-mrÍly theoretical in their perspective and sources which
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TABI,E T

SOURCES: INTISISfUE SEARCH FOR ISSI-IES 0N THE

PR,OCESS OF SEf,Tl}IG EDUCATTONAL C.OAIS

ÂIkln, M"C"
{Educational F1ar¡ning: Setting Real Targets for Educational Deve-
1o¡nnent"rt Proceedi:rqs of the Invitational Conference..on Edlca-
tional Plannj¡p,, J"A. Rlffel- and B, ÞfiJ<los, editors, Hu¡rnr¡ Resour-
ces Reseatch Council, Edmonton, October, L97Os pp' 95-113.

Berlak, HaroLd"
rrValues¡ Goa1s, Publlc Policy and Educational Evaluation.rl
of Ðdlfcatronal Research, VoI. {O, No" 2s Lg?Oe pp' 26L*278'

Beview

0ali-fo¡nia State Legislature"
EducatioS for the Peopl-e: v_ol, ,T.jrnd, YoI..,II" _ 

Californi-a^state
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TABIE I (continued)

Stake, Bobert Eo
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Educelr.o¡3f-&E-earqþ* Vol' 4Or No' 2¡ J-97Os

Data"r¡ Revlew of
pp, 181-20?"

Stake, Robert Ð, and Dennyr TerrYo
nNeeded Concepts and Techniques for UtiLizing More Fully the
Potential- of Evaluation." Educational Evaluatio.n
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cago Presso L969s PP' JJ0-d00.

Stevensont
r{Ihe

C "LrScientists Bole and the A'lnrs of Education.f Nature. Al¡e
pnd Policy, Adrian Dupuísu editor' Chicago: University of
ffiãisTress, L9?oo pp' 77-86,
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showed evldence of fl-eld-based or practical oríentation. It r¿as felt
that' the balance described would yield aources which r*ould complenent

and supplement each other,

It should be noted that the approaches advocated by the E1emen-

tary Schoo1 Evah.¡stion Kit (nSnf) and the Californla Legislature are

what night, be termed quasi-,theoreticalt l¡ each c&se a ltpackaged', plan

for the process of establlshlng goals is offered to school Jurisdic-

tfons" The California approach ls, however, considerably more flex-

lble and open to modlflcatlon at the ]ocal level,

The three field-based experiences fn settlng educatlonal goals

offered a useful contrast for investigative puryoses, The Bayview

.proJect naterials were developed after-the-fact; that is, the docu-

mentation referred to ln t,he study was written after the goals-search

had been completed. Ox the other hand, the documentation used i¡ the

study for t,he River East and Lethbrldge goals proJects consisted of

the agendas, ninutes and reports of co¡nnfttees established l¡ the two

districts to plan, J.:nplenoent and nonitor the process of goals-forrmr-

lation, Furtherwe, the Bayview approach w&s essentially a local

nodifÍcation of a goal-s kit developed by the Center for t,he Study of

Evaluatíon*the ESEK, The River East and Lethbridge approaches, while

operatjng independently of each other, rel-ied upon locaJ-ly developed

processes to obtain data for establishjng educational goale,

Methodologr

Each of the selected sources was carefu1ly investigated to deter-

nlne v¡hat, lssues relevant to the process of setting goals could be iden-
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tlffed" In some instances the lssues were not explicitly etated but

could be inferred dlrectly fron the documentation provided" In each

eaa€e the Íssuee once identified, wa1 rephrased so that it cou-Ld be

posed as a guestion to potential goal-setters"

It becane evld.e¡rt early i¡ the i¡tensive eearch for issues that

a tentative structure for identffying lssues r*ould prove useful for con*

dueting the search i¡ a systenatic fash:ion. Nüe categories of issues

(taUte II derived fron the more comprehenglve search of the literature)

røere identifled and used ínitially. Issues were assigned by the inves*

bigator to that category considered most appropriate for each issue*

The Data Resultlng fro¡n the Search

A total of 614 questions were identified by the search of the

twelve sources" Table II l¡d.lcates the frequency of questions for

each eource 1n each of the njne categorleso

TI. ORGANIZING AND ÀNALTZTNG TI{E DATÅ

The 61/+ questions r*t¡ich arose out of the search for issues were

subJected to two further analyseso

The purpose of bhe first reviev¡ was t o determine ff the nine

mJor categorÍes LnltÍatþ proposed to facflÍtate the search for issues

were approprJate" The questions placed i¡ each categor? were analyzed

for focue and orientation and regrouped accordingly" This revfew resul-

$,ed ln the nine orlgfnal categorles being expanded to the following

f,our"t,eene
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1u PhiLosophical Issues

2. GoaI Functions

3, Goal Oharacteristics

4" MonitorÍng and PJ-aanlng Structure

5" Facilltatíng Devices

6, Involvement

7 n Instrumentation: TheoreticaL lssues

B" I¡rstrumentation; General Plannlng

9u Instrumentatíon: Developnent

10" ¡nstrunentation: Adninlst,ratlon

11, Methodology: Data Analysis

' L2" Methodologr: Data Interpretation

13" Methodology; Reporti¡B

14. FoIlov¡-up Action

Because of the high nunber of questions i¡ two of the original

nine categori-ew (Ana1ysis and Reportj¡g) ttrese were further broken

dor¿n to yield seven categories (itens seven through thirteen, above) 
"

The 614 questlons were reassigned to these fourteen new categoriesn

The second revlevr provÍded a check on the assignnent of question

to the fourteen categories as achieved ln the first reviev¡ and, more

ímportantly, facilitated identification of the prjncipal issues ln each

of the fourteen naJor categorÍes. This review resulted i¡ the reduc-

t,íon by one of the fourteen categories (Bata Analysis and Data lrterpre-

tation were conbined), She result,s of thJ.s revlew, showing the pr5nci-

pal issues ln each naJor category, are presented j¡ .â.ppendix Â'
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TIT" T}M PARADTGM

Slhe data about the process of goal-setting gathered j¡ the

seareh for lssues and the reorganization of ttrat data as outll¡ed j¡

t,he precediag section, together with the personal experiences of the

Snvests-gator as the co*ordj¡ator of an educational goals proJect i:r

a large n¡ban echool division, provided some l¡sights i-nto the pro-

cess of setting goalo. Amed with such iasights and relying on what

night be termed a sharpened intuitlon, an attempt r+as nade to orgartize

the data and toowledge iato a paraùign for the process of settiag

educational goa1s"

Components of the Paradigrû

1" A set of issues wh-ich are proposed as issues that mrst be

resolved for the effective imtr'fementation of a goaì-s-

setting process" (taure rrt)

2. Three tactical questions considered essential to the process

of goal-sett5ng which must be addressed by each of the lssues

in the paradlgu" (taure fv)

Rela'b:Lonships i¡ the Paradigp

- L, The lssuea are interdependentS that i-s, resol-ution of one

Íssue 1s not generally achieved without reference to so¡qe of

the other i-sgueg"

2, Each issue interacts with each of the three tactlcal ques-

tions, the primary effect belng that the lssue dete¡ru:i¡ee

hour the tactical question w'i'll be answered*
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ÎABLE IÏT

CRITICAL TSSUF,S I.MTCH MUST BE RESOLVED FOR

trT.ECTIVE II'PLN4ENTATTON OF AN EDIJCA-
TIO}¡AL GOAI-SEITING PROCESS

I" ÏJhat are the purposes for engaging ln a process to set
educatlonal goals?

II. l,lhat beliefs, values, and prlnclples will be of signifi-
cance to the procoss of setting educational goals?

III. trlhat properLies and characterlstlcs ere the educational
goals to exhibit?

IV" What procedures are to be used ln setting educaticnal
goals?

V" lJhat comnunicaticn is needed. concerning the process of
setting educa'bicnal goals?

Vf, lJhat follou-u-p activity is r¿amanted by virtue of the under-
talcing to set educatlonal goals?

ÎABLE TV

TACTTCAL QUESTICNS CONSTDERED ESSE"IfTTAI 1O TI{E
PROCESS OF SEITTNG EDUC¿,T]OITAL GOAI,S

1. l.lhich constituents will be involved Ín resoh'ing each of the
critical lssues?

2. What role will the varlous constltuents play ln resolving the
íssues?

3" lJbat level of comprehension of the issues should the various
constituents possess?
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3, The i¡teractions are potentially fluld. This l.nplies that

the resolutj_on of any conponent is, at a parLicular moment,

a t,entative oneo Tbere nay be no fj¡a} resoLution to the

issues rai-sed l¡ the Paradign"

TV. DISCUSSTON OF THE PARADTGM

A dÍscussion of the paradign vrill provlde further elaboration

on the components of the paradign, The argr:ments and rationale which

follog are i¡tended to clarify the nature of the tactical questions

and the naJor issues contai¡ed i¡ the paradign rather than to pronote

a prescriptlve course of action for educational goal-setters'

The Ta.cticaL Quest_ions

The literature on educational goa1s, parLicularly where attempts

are ¡nade to prov5,de practical directions for would-be goal-setters,

clearly l¡dicates that the question of i¡volvement of the various

constituents is an i:nportant one and should be dealt vrith expllcitly

and judlciously.

The three tactical questions contai¡ed fn the paredi-grû are

designed bo address thernselves to the matter of jnvolvenent' As the

paradign jllustrates, each naJor issue to be resolved jn the procese

of fomr¡lati.:ag goals should address itself to the questlons of v¡ho

witL be lnvolved ln resol-ving the fssue, what the nature of the

lnvol-vement wjl-I be, and how r,¡ell comprehended the lssue should be

by the constftuentsn
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Glven ttet educational goals are generally establi-shed as

goals towards which instrtrction and learning in schools Ís to be

directed, parents, students¡ &d professional educators appear to

have a high investment in educational goals" Th-i-s does not Smply

that each constituent wil-l assume or will want to assrutre a constant

and signifieant role in deterti¡lng each of the i-ssues relevant to

the process of formulati¡g goals" It is possibl-e that v¡here techni-

cal igsues or issues that are perceived as requiring prrcfessional

lcrowledge exist, parents and students vrill accepb a mj¡or r"ole and

permit the professional educator to assuae uraJor responsibiJ-ity for

resolvJng the issue. Otr the other hand, when the lssue is one of

which goaÌs should be pursued, parents and students rnay clafn that

theirs is the signlficant role and that professional educators .fr¡nc-

tion to advlse and assist the lay pubJ.lc jn this natter"

the point ls that the actors and thelr roles change from issue

to fssue and from one locale to another" The matter of which actors

and what roles rnay best be determl¡ed loca1ly rather than by Eources

e¡úernal to the Jurisdlctlon, Fu¡thermore, the questj-on of j¡vo1ve-

nent nay not be one of wtet ougEL_L!¡ be (the iaeal), Uut rather one

of @ or wlat ls de¡¡anded at ttæ local level"

It is consid.ered doubtful that a school system can eet educa-

tional goelo and put then lnto effect w"ithout, resolving, to the

mrtual satisfactj-on of its constituents, the question of i¡volvement"

The third tactical questÍon concerns itself v¡ith the natter of
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con¡rn¡nication" For each of the issues relevant to the process of

setting goals, there is a need to consider how well the varloue

constituents must conprehend. the Íssue and the trH.Irner ln which it

has been resolvedo Oire illustratlon may clarify this point. .A

school system rnay state ttst it is engaging in a plþcese to seÈ

goals for the purpose of facjlitating the planning of i:rstructj-on

and for conductjng ev-ialuation. Teachers nay, hostevere focus on th€

word evaluet,ion and lnterpret the tera to mean the evalus.tion of

teachirrg perfotruance. Perceived jn these terns, they nay very well

treat the whole process with some suspici-on" Unless such nieglvings

and nísapprehensions are amelloratedo an imporLant segnent of the

echool¡s couÍû:rrity can become alienated and aay subvert the processn

The fssues

The issues identified jn the paradigm were euggested by the

analysis of the data col.lected from the sources identiJied in the

lnvest5-gation. To facil"itate wtderstanding of the issues, more

speclfic sub-issues were developed. as jl-Iustrative of some of the

considerations which are contained by ttre broader issues outU¡ed in

t,he paradi€¡n" These appear Ín Appendix A'

[he sequence ln which the issues have been ordered seere logi-

.cal and has been general-ly followed i¡ each of ttre goe'ls studiee

ercamlnedo However, the sequence need not be a rigid one' Thus, while

tt ie possible that the purpoees of sett,ing goals nay be the flrst'

lesue, an æcanj¡ation of beltefse yalues and pninciplee advocated by



50

constltuents can lead to subste¡rtia} nodification of purposes as

originally perceived, Obher 6irn{1¿p illustratj-ons could be provlded

to show that the lssues are interrelated rather than j¡dependent"

l{hy sboutd educational goals be set? this question is one of

the first to be asked in the goals studies Snvestigated. If, for

example, goals are to be set for the purpose of gaining public confi*

d.ence ar¡d support for the school systems 1t is conceir¡ab1e tlet the

process by which goals are set will be prlm,rily a political one. Ït

nay be that goals v¡ÍJl not be the real lssue*-e.ny goals may do so long

as the public, thnough particfpation, gails a feellng of ownership or

partnership 5n the school eystem' OIt ttle other hand, if the purpose

of settixg go¿ls is to facj-l-itate eveluation of how weIL the school

syotem is doing, the process mâJI focus on developing realisticalþ-

achlevable goals which can be translated into measurable or observ-

able behaviors.

The beliefs, values a¡rd principles held by the constituents

of the school system can be of signlfica¡ce for the purpose of set-

$lng goals. It could prove profitable to exanlne these before the

ectual process of setting goals is begun"

Conslder the belj-ef expressed by so¡ne peopte thst the profes-

eÍonal- educator, ln addition to being pald to achieve educational

goalse possesses the r:nfque trainjng and lcrowledge necesaaxTr to accu-

rately deterrnj¡e wtrich goaÌs should be pursued' Contrast to this

ttpse vrho believe that the echool systen, as a publlc enterprlse,
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should have its purposes established and its direction controlled by

the people whom it serves. Ðepending on whj-ch view prevails 1n the

cornrarnity, signiflcant differences i¡ the process whereby goals wiJ-l

be set rnay be wananted, Exa&ination of Section I of Appendix A wj-l-l

reveal other beIlefs, values and principles which nay be equalÌy sig-

nificant,

Another issue wt¡-lch ruight be examined prior to initiating the

setting of goals is the properties and characteristics goals are per*

ceived to possess" Some of these characteristj-cs may be deternined by

òhe previously identified purposes and beliefs, If, for example, goals

are to serve as vehicles for evaluati¡g how wel-L the school systen is

doilg, a preference for attai¡able and measurabl-e goal-s may be lndi-

cated" Such goals nay have to be written so that translation j¡to

specifi.c behavioral j¡dicators is possible"

OLher properties and characteristj-cs of goals c¿¡ be investi-

gatedu lf it ls believed that goals must reflect the needs, j¡terests

and abil-ities of the i¡dividual learner, then consideration of for

and by whom goals should be selected and establ-ished becomes a crucial

issue. It nay be that the learner becomes the central figure j¡ the

process. ShouLd goals be vÍewed as static or stable over tj-me rather

than ch¿¡rgj¡B¡ the goal-setting process may be viewed as a rtone-shotr¡

affair ae opposed to a contj¡ui¡g process of monitoring changlng vievrs

about, goals. As a final exampJ-e, i-f educational goals are perceived

as a selected set of príorities from anong many possible goals, the
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process of settj¡g goals rÊy di-ffer from an alternate view of educa-

t,ional goals &s representing a comprehenslve set of educational aspi-

rations"

Whj-}e the fi¡st three lssues raised jn the paradign cor:ld be

exanl¡ed pri-or to investigat,illg nethodological issues, j-t should be

polnted out tlat an ultirnet,e or fj¡at resolutlon of these issues

rray not occuro lwo r"easons can be cited, for this state¡rent" First,

because the literature euggests qulte strongly that the eplstenologi-

ca1 foundatlons for resolving valuations are not well developed, tho

process of setting goals nay be viewed more as a¡r rartr rather than a

ssciencer " It 1s unllkeIy that a $rightf resolution to these issues

exists, Second.ly, the arena j¡ v¡hich educatlonal goaÌs are set is

fluid" As tÌ:e various jssues relevant to the pnccess are considered,

Ímplicatlons of previously nade decj-sions energe; such erergilg impli-

cations shed new j¡fornation on the issues and may lead to a reconsl-

deration of previous decj-sionsu

The wor¡1d-be goaì--setter, therefore¡ mf be advised to consider

the issues in the sequence suggested jn the paradign but only for the

purpgse of arrivjng at sone te¡rtative decisions or conclusions" He

should be prepared to proceed. to subsequent issues ercpecting to retum

and. rleconsider the prevlous issues

Tflth respect to the nethodolog by which educational goals are

set,, some elaboration of the paradigm is called for* Considerat'ion of

the nethodological obstacles to setti¡g educational goaJ-s is particu-
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larly important whsr educational goals ar€ perceived to contain a

high value componento Ia such j¡stances, it shor:J-d be recognized

that one is dealing with personal- preferences ar¡i highly subJective

priorities and intensltles of feelings" No sophisticated nechanism

apparent'Iy exists for coJ-lectirrg such data accurately. Consequently,

the paradign calls for critical reflection on ho,v data is to be

gattered and taken j¡to account. Such reflectjon rÊy encourage

goal-setters to view their methodologr as somewhat less ttmn i¡fal.li-

bl-e and so prepare goal-setters for the scepticism that others rnay

Justifiably voice conce¡nj¡g any process for setti¡g goals which nay

be proposed"

A further jmportant considerati-on for methodolory is the desi-g-

nation of the kl¡d of data the goal-setter r¡ishes to collect. The data,

presunably, will be deslgned to shed 11gbrt on those issues the goal-

setter w'ishes to resolve. Conslderations of the kÍ¡ds of data could

l¡clude determ.ining whether open-ended as opposed to highly structured

responses are to be collected, whether priorities a¡nong silgle or

groupe of goals arre to be sought, whether intenslties of feeling are

t,o be registered, and whether the data is to be qualitatively or

quantitatively expressed" These decisions wil'l leve bearSng on the

fr¡strr:¡ents ttgt wil-I be used to collect the data and the kind of

analysis and judgenænts that wlLI be poseible once the data is col:

Iected,

Consequently, the eight maJor issues identified i¡ the para-
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dÍgm under the general heading ¡4{hat procedures are to be used 1n

setting educational goals?tt (lppendix A) are Ìrighly lnterdependent,

It j.s questíonable whether general methodological considerations,

the spectflc j¡strunentatlon to be used, and the kind of data analy-

gie to be done can be consjdered independently of each other and

independently of the broader i-ssue of methodologj-ca1 obstacles to

the settÍng of educational goals" Neither can tr¡s lmf'Iications for

the process establlshed by previous considerations of goal puryosese

be]lefs and goal characteristics be ignored"

It should be apparent that the three tactical questions are

crltical considerations for methodolog¡r. Whose opinions wiJ-l be

collected, what weighb will be att'aci¡ed t o then, who wiI[ interpret

the results, and who v¡ÍJ-l make Judgenents and decisions on the basis

of these results yrill be of j¡terest to both Iay and professional

constj-tuents, It is entirely possible that, unless these considera-

tions are satisfactorily resolved, the results of the goals searchu

however technically valid, ¡¡iJ.1 be viewed w"ith scepti-cism and suspi-

ei.on,

Reporbing the results of the process of goal-setting is an

Lnporte¡t issue as well. It 1s assumed that the constituents jnvol-

ved in a process where impor{ant valuations have been lnvesti.gated

v¡lJI be anxious to knov¿ the results of the j¡rvesti-gation and the

declslons arisfng from these, It ls proposed that failure to co¡lüru-

nlcate the reeults adequately can lead to dieil-lusionment with the



55

exerclse arrd can create suspicion as to t,he notives for soliciting

vlewgn

Tre reporting the data a declsion has to be nade as to what

data will be reporbed a¡rd j¡ what forrot, Consideratj-on of the audi-

ence the data is l¡tended for becomes apparent,; professional people

rn.y be able to digest certaj¡ data that lay people r.¡or¡ld fi¡d dlf-

ffcult to r¡rd.erstand" The action the different constituents are

expected to take as a result of the goa)-s search cen have bearing

on the kind of information that v¡'ilI be presented concemjng the

results of the goals search" Teachers, who nay be called upon to

implernent the goals¡ ¡nâI require a considerably deeper understanding

of the results of the goals search than would parents who may be

expected to endorse and support the goa1s" It nny also prove advis-

abl-e to lnclude the ratlonale for the j¡terpretations, Judgenents

and decisions nade on the basis of the datan

lhe lit,erature suggests that it is difficul-t to avoid consf-

deration of follow-up activity once the process of setting goals has

been eompleted and the results co¡nmunicated, This is so because of

t,he expectatj-ons wh-ich tend to be raj-sed by the process itself and by

the purposes for v¡hich the gOals have been set' Thus, if parents have

been exbeneively involved in t,he process of settlng goals, they nay

expecs that, the school systen r,¡ÍIL at sone time report on the achieve-

ment of such goals, Alternately, involvement of parents in setting

goals rnay whet a desire for.greater j¡volvenent in the nanagement of
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educat,Íon*setting school policies, declding upon acceptable

instructional strategies, and determi¡ing appropriate cu¡ricular

prograns for achieving goaIs" certainly, professional- educators

rnay anticipate that something wj-LL be done once the goals are set;

they nay legiti¡nnf,ely ercpect that Èhey will tsve to inplenent the

goals. Professional educators wì1l probably r.¡ant, to lonow what

actions they are to take on the basis of the adopted goa1s,

lhe paradigm also suggests that the process of setting goars

does not have a rear terulnation" The procoss iteelf i-s an initÍ-a-
tlng step towards somet'hlng erseu That ¡sornethi¡g elsee my be the

purposes origirally established for the goals. It 1s doubtfu]- that,

the process of setting goals is an end j¡ itself,

V, SU'll,fART

An i¡tensive search of selected scurces i¡ the literatu¡e for
najor issues surrounùi¡g the prþcess of settj¡g educational goals led

to the constructÍon of a paradigm for that process" The paradign

consisted of nine questions which identifled six unjor i-ssues and

three tactical æncerri,s in the process of settjng educati-onal goals,

T.he paradigm proposed that the lssues a¡d tactica] concerns tÍere

Jnterdependent and i¡teractive"

A discussion of the paradigm offered some clarification on the

paradign a¡rd lts eomponents.
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The paradign was not designed as a prescrlptive i¡tstrunent'

It was presented for the purpose of stimulating critical reflection

upon the process of setting educational goals,



CHAFTER TU

APPTTCATTON OF T}IE PÂRADIGM

The appllcatj-on of the paradign to two goals proJects is

presented j¡ a narrative style structured so that experiences per-

tinent to each component of t'he paradign can be outli¡ed. This

format provides a concise but quite complete accor¡rt of the goals

process carried out i¡ two school Jurisdictions and reveals the

relevance and possible applicability of the paradigm for future

goals-setting endeâvors ø

The two goals proJects selected for this purpoee wêr€ cor-

ducted j¡ the River East Schoo] Division of Metropolitan Winnipeg

(t'lanttoua) :n fgZz-?3 ê¡d in the Lethbridge Schoo1 District #51

(Aterta) during 1972-73" For this stud¡r, the documentation on

these proJects consisted of aIL the agendas, ndnutes and reports

of the speclal co¡nmfttees establ-ished jn each of the two school

districts to plan, implement and monj-ter the process of goal-setting"

A,ddltional sources of i¡fornation on the River East proJect, were

avail-abLe to the researcher as & result of hls personal jnvolvement,

Jn the Blver East proJect as chalman of the Philosoptry ar¡d Goals

Gomnittee which conducted the search for goals'
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TT" THE RTVEA, EASI GOALS PROJECT

The h:rposes of Goale

The purposes of engaging irr a goals-setting exercise ln

Rlver East were identifled as a result of two separate projects

initjåted in the Dj.vision: a study of arbj-cul-ation j¡ the Divisj-on

conducted by two docüoraI candidates during the t¡i¡rter of 19?O*?1i

a Plaruri¡g-Programning$gdgeting Systems (pfnS) proiect jnitíated

in 19?0 by the senior adrninistrator of the Divieion. The forter

revealed thát teachere ar¡d. pri¡cipals d.eslred a clear statement of

educational philosoptry and ed.ucatj-onal objectives for schools in

the Dlvision to facllltate articulatj-on and i¡dividualization; the

latter called for educat,ional goals to facllitate naki¡g choices

anong alte¡:rativ€ programs, conducting realistic evaluatj-on, and

revea¡¡g to the publlc where and wtry educational fu:rds were beirlg

epent'

tlhij-e the purposes eerved by goats expressed by teachers jn

the artÍculation study were somelrhat sirnirar to those envisioned by

senior administrators fur the PPBS proJect, one notable occept,ion ca¡¡

be cited," It ie not apparent thåt teachers perceived goals as fwtc-

tioning to reveal to the public how mrch money was being epent on

varj-ous progrs,ms. Such a purpose raises the possibiJ-ity of program

budget cutbacks. IÈ 1s und.ersta¡dab1e that, to the e>ct,ent Èhat

t,eachers percelved senlor ad¡n:inistrators to be enphasÍzing thls

purpose, some tension and apprehension about goalg cot¡ld em€f,$eø
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The goals proJect vras j-nltiat,ed on the basis of the above needsu

No attenpt was nåde to ascerbajn whether parents and students shared

these percept,ions and needs concerning educational goa1s.

Actlon was taken to cormn¡cicate the needs for and purposes of

educational goals to teachers, parents and students once the goals

proJect was underfaken. Because teachers and principals r,¡ere identi-

fied as key people if the purposes of the goals were to be real5-zed,

comn¡nication with these tvro groups received considerable attentlon

and planning,

lhe Belíefs, Sa1ues and Pri¡ciples Servine to Guide the ProlecA

One prlnclple established prior to the proJect was that students

and parents were to partlclpate l¡ the search for and make decisione

conce¡nj¡g appropriate educational goals" This principle led to the

establist¡nent of a Phi-Losophy and Goals Corunittee having equal repre-

sentation from parents, students and professional educators. Thls

Connittee deslgned and conducted the search for goals and ¡nade r€coß-

mendations to the School Board concernj¡g the goals to be adopted"

During the search for goals, the opinions of parents, students and

educators were apparently equally weighted,

Ot,her princlples, values and beliefs were not explicitly stated,

Some can, however, be inferred fron the docu¡nentatlon avaiLable. The

data a¡ralysis conducted by the PhiJ-osophy and Goals CIomittee lndi-

cafes that the Co¡¡nittee ?ras concerned that the goals of the schooL

system be consistent with the bellefs a¡rd values held by the comunity.
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Indeed, the superl¡tendent, ln an l¡terview w-ith a reporLer, frankly

stated that the goals of the schoors must refrect those goals that

the public establishes for education,

ïnplicit i¡ the approach taken by the goals proJect was the

bel-ief that educational goals cormon to all schools jn the divlsion

should be establlshed" Discussion of thi-s issue by the Connittee

indlcates that the means by which these goals '¡øere to be achieved as

weLL as the establishing of priorities anong the goals was to be del_e-

gated to the j¡dividual schools. In this waye apparently conflicting

values of autonorny and co¡monarity of purpose were resorved.,

ït is al-so apparent that, Ìn setting educationar goalsu no

alt,ernative structures to the existing school system were bei.ng con-

sfdered. That is, the goars were set for the schoor division and

were to be pursued by the schools l¡ the Dlvislon; other vehlcles or

l¡stitutions for pursuing educatj-onal goals were not identified,

The documentation does not indlcate that these principLes or

bellefs were expricitly comunicated to the constj-tuents. It nay be

that the constituents were able to infer such prjnciples and beu-efe

fron the rranner i¡ which the proJect was conducfed,

F:nope_rtíes and Characlegistlcs of Goa1s

No evidence of forrmal consideration of thls issue Ðcists. The

fssue, however, t.ras unconsciouely resolved by the nature of the pur-

poses establi.shed for the goals and the process by which goals were

researched,
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A drafb statenent of educational goals was in ercj-stence j¡ the

Dfvision at the tfne that the goaì-s proJect r¿as underbaken. This

etatemenÇ prepared by principals and vice-principars, was used by the

Comittee as a ßwhite paperr¡ for the purpose of stimulating discusslon

on goals jn the Divielon" The goals ldentlfied in the ¡twhite papertt

were a copy of goals developed by a provinciaL task force for sêco[-

dar¡r schools* Consequently, what a goaì- looked like, its leve1 of

specificitye was condltioned by the appearance of t,he goals j¡ the

¡¡white paperrrn

Goale used by the connittee in questionnai-res for the purpose

of soliciting preferences and priorities were bo¡rowed from other

Jurisdictions" Thus, goal characteristics, rather than bej¡g con-

sciously selecteci, were j¡directly dete¡mined by the selection of

goals derived f¡om exbernel sources,

.6, major purpose of the goals r¡as t o facilitate curiculun

planning and evaluation" For River East, this implied that, goals

had to be stated i¡ or transrated into neasurabre terms. si¡ce the

goars offered j¡ the trwhite papertt a¡rd i¡ the questionnaires used i¡
the p¡oJect can be characterized as primarily general ¡notivatiag syn=

bolø, a tra¡¡slation of these goals into more spectfic behavioral

obJectives was carled for, lfhil-e this translation was not parb of

the goals proJect, the PhiLosopt¡y ar¡d Goa1s Co¡nmitt,ee wag aware of a
plan beJng drafted by the PPBS Conmittee j¡ which each school staff

l¡ the DivÍsion vras ercpected. to translate general goals lnto beha-

vioral obJectivee"



63

The above jllustrates one Í-npllcation of goals characterls-

tice for the process of goal-settÍng and i¡dicates how thie inrFU-ca-

tion ¡¡as resolved,

The goals established v¡ere isolated from reans" The Comittee,

fn fact, did differentiate between goals and the neane whereby the

goals were to be achieved,

How Educat_ional Goals Ier"e EstabllsLe$

Several guidelines for setting goals i¡ Biver East resulted

from the previous consíderations and were obviously followed" The

Phllosophy and Goals Conrmittee was responsible for planning, imple-

nenting and nonitorlng the goals process. Its me¡nbership consisted

of equal representation from parents, students and educators, Parents

and students were surveyed, together with educators, for opilions on

goaì-s. Parents and studente, along with educators, participated in

fhe analysis and interpretation of data, and Joiaed to rnake fi¡a1

recommendations about goals to the Board, Ì,Ihj-l-e the goals were not

stated jn neasurable te¡:ms, prorrision Ì¡as nade for fol.low-up actlvity

to ensure th¿t such a translation occurredu

Methodological obstacles to deterni¡ing goals were dealt with

lightly. It is not apparent that the issue of whether goals, prlori-

&Íes among goals and l¡tensities of feeli¡gs concernlng goals corrld

be methodoS.ogically determined was ever discussed. What is apparent

is thaf proceduree used í¡ other jurisdictions, procedures whlch were
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prin'rily ratings or rankjngs of specified goars, r*ere investigated

ar¡d nodjjied to suit local conditlons" This latter pofnt should be

noted; it was aclcrowledged that procedures night not be borrowed

intact from other jurisdictione" It was fett that l-ocal conditions

must deternri¡e the content and forrnat of the procedures to be

followedu

Areo to be noted is that a ver? urnited range of atternatives

for collectiag data on goals wae exanj.¡ed. The arternatives consi-

dered were prìmnrily different versj-ons of one basic approach*

respondents were asked to rate on a Likert-type scale a set of pre-

estabU-shed goaIs"

The methodologicar strategy used by Rlver East i¡rvorved a

plan of action developed and irnplemented by the phiì-osophy and Goals

Conmlttee, This plan provided for representatives of each

popuration to be surveyed (parentsu students, teachers) to draft a

plan of action for the target population they represented. Frequent

Joint neetings of the three pranning sub-groups were caIled to perm:it

sharing of jnforration and discussion of concernsc consequently,

urhen the three approaches t¡ere fj¡al-ized, there uas a narked sim.t.-

larity: a draft questionnaire providing for ratj¡g of goals on a

semantlc differential scale, multiple-choice responses to specific

questions and open-ended respoases $¡as t o be drafted, field-tested,

and nodiJied ae needed; the nodified verelon was to be dist,ributed to

all nenbers of the target population; wherever posslble the represen-
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tatives of the target population were to plan and lendle the distribu-

tion and co}lection of questj-onnaires,

Three criterla for selecting the jnstrument to be used are

erident. The first, already mentionede was that the i¡strument selec-

ted for use had to be appropri-ate to the local situation" The second

criterlon was that cornpletion of the i¡struments by respondents was

not to be a t{me-consumi¡g actlvity, The third criterion stated that

the language of comnunication, whatever the j¡strument used, had to

be understa¡¡dable to the target population. It was assumed that the

procedure by which the instru¡rent was constructed, as outU¡ed in the

preceding paragraph, ensured that these criteria were appliedo

The data analysie to be done was lefb to the discretion of fhe

chairman of the Philosophy a¡rd Goals Comiittee, who was the PPBS

Director ln the Biver East SchooL Division, The data analysi.s con-

slsted of the following:

l. calculating the percentage of respondents, by target popu-

lation, replying j¡ each category provided with a specifi-c question"

2. deterrnining the weighted rnean for the senantic-differential

rating of goals, by target population a¡rd for the total population

eampled"

3" orderjng the rated goals according bo weighted means of

responses @

J+n categorizilg the open-ended responses acconding to issues

raised i¡ the responses€
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No guidelines for i:eterpreting the data were establ-ished, The

Co¡¡mlttee exarrj¡ed the data and discussed various jnterpretations

that could be i¡ferred fron the data' Essentially, the Con'miltLee

relied on discussions leadÍng tov¡ards a consensus of opinion v,rithin

the ComrLittee" The documenfation on the project does reveal that

the Committee noted, and dealt v¡ith differences indicated by the data,

that varlous interpretations end rationalizations of these differen-

ces were considered., and. that the Coromittee reached no concl-uslons on

some of these differences" trr effect, the Con¡:iittee recommended to

the Board a statement of goals, vrhich, while accepted by the Corimlt-

tee, represented to some Corunittee members a set of goals not completely

warranted by the data col-Iected, The goals statement apparentÌy

reflected what was accepbable rather t han what was desirable to j¡di-

viduals on the Conn'nittee,

Reporbigr the Results

The Philosophy and Goals Cononittee gave considerable attention

to the natter of reportiag the results" ft was reccgnized that copies

of the results in detait woul-d not only be costly to reproduce for the

seventeen thousand people sunreyed, but would not be comprehended and

appreciated by many of the constituents " Consequently, a sumary out-

1-lnfng the signifi-cant features of the results was prepared, distrl-

buted to alL teachers and carried 1n the local papers, Advertisements

were placed i¡ local papers to i¡foru constituents that copies of the

detailed data analysis were available upon requestn Two copies of
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t,his comprehensive reporL were placed in each school.

lhe goalse once adopted by the Boardu were dj.stributed to

all teachers l¡r the Divlsion,

Follovr-up ActivitJ

The 0onmittee briefly considered. follow-up actj-on being

deelgned ¿q inFlement the goaIs. Sj¡ce this action Has being

planned withln the framework of the PPBS proJect, the Phil-osophy

and Goals Co¡¡mittee J-eft the follow-up issue to be resolved by

other personnel in the Division" It should be observed that a speci-

fic plan for implementing the goals 14'¿s sy¿ilable when the goals were

adopted and that the plan was put into operation shortly thereafter,

The plan envisioned the translation of adopted goals jnto measu¡"able

obJecti-ves by each school staff and evaluation and ar¡nual reporbÍng

by each schooL on the achieverænt of the obJectives and adopted

goals. This plan r¡as consistent with the purposes and guideljnee

establlshed for goals during the goals proJecto

TIhe factical Questigne

The narration provided in the precediag sections on the River

East proJect contai¡s several references to the questlons of parti-

ci-patlon, natuÌ'e of participation and cormunication" Representatives

of parents, students and educators, as menbere of the Philosoptry and

Goale Coronittee, planned, implenented a¡rd monitored the goale process@

They were aJ.so responslble for J.:cterpreting the data and naklng recon-
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mendatÍong to the Board of Tr:ustees as to the statensnt of the goals

wtrich shor¡Ld be adopted, T.heir recomendatj-ons were firlly approved

by the Boardo

Representati-ves of each target population Ì¿ere given fuIL

authority by the Conunlttee to develop and lnplenent a data-collec-

tion j¡strument for their respective target groupo

AIL parents, high-school students and teachers ix the Ðivision

were consulted by means of questÍ-onnaj¡es ae to their views on goalsø

These views weree apparentlyu equally v'reighted by the Cormittee'

Publlc neetings v¡ere held for parents and special in*seroice days,

plaruned by the local teachersr association, v¡ere held in each school

to prov5-de opportwrity for clariflcation of t,he r$v¡hlte paperrr on

goals and the questionnaire accompanying ltn

The local news medla cooperated 1n publiclzing the proJect,

partlcularly its results. Special advertlsements were placed ln the

local pap€rs concernj¡g the public meetiags and the purpose for them.

Slnce the Division was j¡tent on translatÍng goals into action,

the plan for implementing goals was accorded special attention. Because

the role of the principal ln each school was considered a crit5-ca1 one,

tr*o meetj¡gs of one and one-half days duration were held with prj.ncl-

pals and vfce*principals to out,ll¡e the impl-ications of adopted goals

for further activity at the echool Ievel, Tv¡o week-Iong nlive-j¡r0

retreats were conducted for princlpals and teacher representatives

from each school to exanine several Lnportant implfcations of the
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plan to implenent goals; decentralized. decision-naking, tra¡rsl-ation

of general goals i¡to behavj-oral objectives, and investigation of

the specifics associated vrith general goals such as creativity and

personal-social development" .A special ad-hoc cornnilttee presented

guidelines for developing sehool policy nanuals whlch v¡ould reflect

the splrlt of the adopLed goale, A comlttee of the Board j¡vestl-

gated organlzational changes whj-ch emphasized fle:clbi-}ity of staff

senrices and i¡creased attentlon to curricul-un and professiona]

development jn the Division"

TIT" TI{E IETHBRTDGE GOÁIS PROJECT

The Purposes of Educationgl Goale

One of the first issues considered by the Educatlonal- Goals

Leadership Tearn, established by the Lethbrj-dge School District to

conduct a search for goals, was the matter of what purposes were to

be sewed by settSng educational goals" Whi-l-e it is appar',ent thaf

the purposes identlfied-reducing uncerbaj¡ty which existed jn the

mlnds of people as to the purposes of education, satisfying parents

that the school district was gÍv1ng careful conslderation to the

dÍreeèion being taken by educatÍon, providing a blueprint for long-

range planning and resource allocati-on, providing guidelJnes for

l¡novation end change in the schoolsu and evaluating a publÍc enter-

prÍse financed by public f\¡¡ds-v¡ere recognized by ne¡rbers of the
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Leadership Team, it is not, certajrl tÌtst the needs glving rlse to

these purpses were shared by teachers, parents and students in the

school comunity" Thus, wh.j-Le the Leadership Team did ask the ques-

tion, nlrtrhat evidence is there of the need to revj-ew goal-s?[, the

anev,€r to the question cane from the perceptions of needs held by

menbers of the Te¡F.

lhe Leadership Team was concerned that the purposes of the

goals proJect be clarified a¡rd orpressed so¡ne apprehension that

others night not perceive the published purposes l¡ the salne way as

She menbers of the Team. The Tea¡r felt that a clear and unequivo-

cable statement of purposes was needed so that none of the school

districtrs reference groups would be r¡nder any ulmecessary misappre-

hension as to the reason for" the project. Presu¡nably, such a state-

ment v¡as conmrrnicated" The docunentation does not reveal whether it

did take place nor hor+ such commr:nication was managedu

The Team was aware that unanticipated benefits frora or pur-

poses for a goaLs study might emerge. It is not clear whether pro-

vleÍon for recording these was rnade i¡ the goals search,

The Beliefs. Values and Prjnciples Servixg to Guide th.e ProJect

The tethbridge Educatj-onal Goals Leadership Team dealt vrith

and explÍcltly identified certajn values or principles which were

establlshed as a guide to the process of goal-setting'

The school systen wag sisersd as being a part of fhe cornnunity
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and, thereforeu responslble to it. The Tean translated this prl¡-

c1pIe ínto a need for broad cormnrnity fnvolvement j¡ setting educa-

tional goals" The co¡nposition of the Team reflected this belief as

weIL; parents, students and professi-onaL educators were represented

on the Team, though the ratio of lay to professional members was one

to two"

The role of the school as an agent for changing or preservi:tg

social val-ues and attitudes was considered, though not resolved" Con-

eideration was given to the possibiJ-ity of alternative structures to

the existing school system for meetj¡g educational goals and was

apparently resolved j¡ that the Team felt the goals search should not

be used to attach blane to or undermj¡e the existing structure'

General goals, t,he Tean believed, could be established for the

Lethbrldge school system, Speclfic goa1s, however, could vary from

school to school if each school was to be sensitive to the charac-

teristics of the local environment. This latter point was prized by

the Team"

The Team believed that choices anong goals could be mde

intelligently, directions for the schools could be identifled, and

that a large measure of agreetnent was possible" Wlthl¡ the Team

itself, decisions by consensus were valued"

Finally, the Goals Leadership Tean r¡nderscored the principle

that the modeL developed for the goals search must be consistent

with the purposes establjshed for the proJectn
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FoperLies a¡d Oharacteristics of Goa1s

Varj-ous questions and concerns were raised by the Leadership

Team about the properties or characteristics of educational goals.

Some r+ere explicltly resolved, some inplicitly; some concerns or

questions were raised and apparently never resolved,

.A naJor concern $Ías one of for whom educational goals were to

be set" Were goals to be set for the schooL di-strict, the school,

or the individual student? l{ere educational goals to be set for the

educator or for the cornnunity? The issue r.¡as resolved i¡ favor of

goals set for the school system, The questioruraires used j¡ the

study asked respondents to i¡dicate what they thought the goals of

the Lethbridge Public Schoo1 system should be. while both educators

and the cormunity were polled as to their views on educational goalse

it is not clear whi-ch views had the greater j¡pact on the goals

eventually set for the school system,

The Tean wondered about the leve1 of specificity attached to

the goaIs. '[trere goals to be generaJ- statements open to varied i¡ter-
pretations? l{ere goals to be tra¡¡sLated into measurable behavioral

jndicators? lhe answers to these questions were implicit i¡ the

purposes for goals perceived by the Leadership Team, The Team esta-

blished that goals for the school systen should be translated, at the

school IeveI, into more specific or performance obJectives" Thus

goals at the district level coul-d be stated 5n general terns open to

varied lnterpretat,iong" The interpretatlons, however, were to be jn
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terus of specfflc behavioral obJectives. Whether goals ult'lm¡tely

establlshed by the dlstrlct were translatable into speclfic meaeur-

able objecùives is not clear'

lrtould goals be product, process or structure goals or all of

these? ftr.i-s question, ralsed by the Team, was not definitively

answered." However, the goals identified by the Team for i¡vesti-

gation l¡ the questionnaire clearly indicate that all three types

of goals were conelderedu

The Team also dellberated about whether goals were static or

changing, whether goals were present or future oriented, whether the

goals were to be compatible lrith provincial goa1s, and whether goals

were equivalent to societal values' The Team also considered the

implications of sorne of these questlons. They vrere also concerned

about the language jJr ¡rhich goals l.rere to be statedn Hov¡ these Ques-

tions lJere resolved is not apparent in the documentation avai-l-abl-eo

How Educationql-Goa1s WeIe Established

several guidelines for the process of setting goals were

established by the Leadership Tea"m' Firstly, because the school

eyst,em was p€rceíved as responsible to the cononr¡tlty, the search

for goals was to lnvolve parents end students' Representatlves

from these gr-oups sat on the Leadershlp Teamo Secondly, the

Lead.ershlp Tea.m felt that choices aJnong goals could be n'ade intel-

Ligently and lÊ¡'Ith a large measr¡re of agreement,' Consequently, a

scientl-flc search for goals was deemed poselble 8nd prausibre'
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Thirdly, the Team believed that the goals to be set would be goals

for the echool systen; more specific goals or obJectives were to be

developed at the schoo1 level, apparently by the professional staff"

Fourthly, existing organizational a¡rd. connunj-cation channels were to

be used for conducting the goals search' FinaILy, the Tea:n felt

that, the search for goals must be conducted efficiently.

The Lead.ership Team did pse some questions about ¡nethodolo-

gicat d.ifficulties associated w'ith the determj¡ation of educational

goals" It wond.ered whether goals were unearbhed. empirically, ration-

ally or through a literature search" It debated whether goels could

be systenat,lca'l I y investigated or by ttmuddling throughu " It wondered

how potentÍa1 conflicts between lay people a¡¡d educators could be

resolved. Fj¡allJ¡ the Team asked about the problenx' associated with

gojxg to various publics and how such publics cou-l-d be i¡tvolved.

What is not clear is whether these questions were resolved nor is

it cLear by what procedure the above questions were resolved. Thus,

while the Team considered. some methodological obstacles, there is

no evidence of the scope and depth of the investigation i¡to these

methodological problems" The Team did proceed with the proJectn

That ¡nay be taken as a.n lndication that the methodological concerns

were satisfactorjl-y resolved' General methodological strategles

for conducting the goats search were consj-dered at length by the

leadership Team. It debated the kjnd of questions to r¡hích the

6earch for goals should be addressed. What feedback did the Leader-
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shlp Tean wa¡¡t? From r¡trom should that feedback be obtained? How

æ*ensively v.rere varlous population groups to be consul-ted?

Several alternative approaches to gatherlng data about goaJ-s

were considered" The criteria for Judging the aLtematlves were

fdentLffed and systenratlcally applied. Once an alternative Has

selected, the Tean developed a systenatic plan of actíon, It esta-

bllshed a tine frame for the proJect; specific target dates were set

and aetivltles assoclated $¡:ith these dates identified, The Team a]-so

asslgned responsibiLfties for these taske, In effecte the Team selec-

ted, developed, lnplenented and monitored the p1an" The Tean consi-

dered facflitatlng devlces. Consultar¡t services avai-l-able to the

district were identified and potentlal roles for these examined"

FJnanciaL resourees for dataanalysis, reporting of results and con-

sulting services were explored" 0ther goals proJects which might be

of value to the Team were noted" The lÍterature on goals and various

nodels on the procedure for identifYj¡g goals was consulteCn

Both open-ended and etructured responses were provided for by

t,he Leadership Teem" lfhile the Tleatrt uncndered about havlng respondents

replying to pre*established goals as opposed to respondents generå-

ting their oïrn goalse the former procedure was selected" The respon-

dents, l¡ effect,, replled to those concerzìB identlfied by the Team,

The procedure developed at lethbridge to collect goals reveal.e

t,hat intenslties of feeli¡gs concerning various goals were to be regis*

&ered by respondents, Whlle the analysis of the data led the Team to
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lndfcate prloritiee among goals based on the meåns of Likerô-"type

response scalese respondents were not asked to priorize the goalso

The Lethbridge Educational Goals Leadership Teem determined

that data r+outd be gathered through questionnaires, public meetings

and briefs presented by concenoed i¡dividuals or groups@ Both a

ì-ong-form (f33 ttems) and a short-form questionnai¡e (63 ltems) were

developed by the Team" The nj¡utes of the Teamt s neetj-ngs j¡dicate

that considerable tj¡ne wae devoted by the Team to the developrnent of

the questionnaires. Who v¡ould develop the questi-onnairee? Or what

issues would they focus? Would they be fleld-"tested? These gues:

tÍons v¡ere of much concern to the Team,

Some elaboratÍon on the procedure by which the questionnaire

r*as developed nay be of value. Eleven lssues were identified by bhe

Ieadershtp Team as worthy of i¡vestlgation" This lxcluded areas such

as curriculum, parent-pubIlc lnvolvement, Seneral goalau and i¡struc-

tional modee" T¡dividuale on the Team then selectod one of the areag

for the purpose of d.rafbi¡g items t,hat could be used j¡ tbe question-

naj¡e" It had been agreed that respondents would rate each item on

a five-poj¡t Ljl<ert-sca1e, the categorles ranging from ttof extremely

high imporbancett to Ëof no f.:nportalcert@

Once the firet, drafb of itens was colnp1et,ed, tv¡o me¡tbers of

the Tleam (:nctuaing the consul-tant) were reeponsible for conrbining

t,he ltems and drafting the conplete questiorur.i:*. This was then

sra¡nlned by the Tean; errors and changes were noted and l¡corporated

into what beca¡re the flnaÌ verslon"
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S{rntlar detalled attentÍon was gÍven by the Leadershlp Team

to the publlc meetings and the caIL for briefs" Publiclty on these

two vehicles for gathering data wag a significant issue to the Teamo

lhe long-form of the questionnaire v¡as distributed to teachers,

administrators, and students ln grades four to twelve i¡ the school

dlstrict" The short-forn was distributed to a random sample represen-

ttng 25l of the resident,s of the school district"

The nj¡utes of the Leadership Team suggest that the natter of

what data enalysls should be done, rvhJ-Le raised prior to the deve-

lopnent of the i¡strument, was deal-t with and resolved after the ques-

tionnaÍre had been distributed and a large nurnber of completed ques-

tionnaires retu¡:red" The analysie of the data fron the questionnaires

was restricted, according to the rnlnutes, to frequency tabuJ-ati-on, nean,

mode, and standard deviation" Sjx different fo¡ms of cross-tabuLation

were afso agreed upono The fj¡al reporL on the project, however,

presents conslderably rnore limited data analysis. Modes a¡rd standard

deviations are not revealed'

The Tea.n debated at length lts role i¡ the goals search and con-

cluded that it was not responsible for nakÍng recomendations corrcenl-

ång speeific action by the Board as a result of the data collected,

Consequently, the Team declded to restrict itself to an examinatlon

of the data collected on each iten in the questionnaire, translating

the quantitative lnfor.matlon i¡to a statement of j¡terpretatione pre-

eentlng recomrendations conce¡rejng the lnplications of the findings,
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and Ídentfyl¡g 'rpriority findi-ngsrr. It is not apparent what cri-

terla were used by the comnittee in naking the i¡terpretive state-

ments a¡d ¡ecornmendatlons and j:r identifying the priority a.rêâsø

Ïlhil-e the data shov¡ed that differe¡rces 5n responses between various

population groups were apparent, the Leadership Team did not reveal

how significar¡t differences were determined" Âccordi.:rg to the v¡rit*

ten j¡terpretation provided i¡ the reporb, such signj-fica¡t diffe-

rences Were somehOw deter"mj¡edu

It appears that in nakÍng recornrnendations, differences of

opiníon among the various groups had to be resolved" It is not

clear, however, ho'çv euch differences wero resolved, The ¡lr-i¡rutes

do not jndicate that the Team recognized that the interpretation of

the resuJ.ts v¡as a judgmental uratter and that the beliefs of inciivi-

dual members of the Team wor¡J-d. i¡fluence the decisions nsd.e regardiag

what the data indicatedo

Reportjng the Results

The l,eadership Team gave carefuf consideratj-on to the repor-

ting of the data" It recognized that parents, teachers, Board mem-

bers and the news media v¡ould r^¡ant some feedback on the results of

the goals study, The Tean afso recogoized ihat the contents and

¡nanner of presentation of the data would be dependent upon the tar-

get population"

The results of the goals study presented in the fjnal report

of the Leadership Tean reveal the Teants decision on several issueso
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In eonpiJing this report, the Team expressed concern about the length

of the reporby trhat data (raw data, data analysis, data interpreta-

tlonu recomendat,íons) was to be included i¡ the report, erd u¡here

this data was to be presented ln the reporb" The Team ¡l so considered

to whon this fj¡al report would be sent,

Fo1low-up Activlty

Ïthil-e the LeadershS-p Team determi¡ed that the Board would

have to fo¡nul-ate its onn prioritfes and recormendations for further

action, it v¡as nevertheless concerned about what would happen to the

resul-ts of the goals study" At one point, the Tean debated whether

its fimction should be broadened to j¡c1ude makJng reconrmendations

to the Board for fol-low-up actirity"

The Leadership Team did decide that its report, to the Board

should i¡clude reconrnendations as to ¡¡hat the Board ought to attend

to as a result of the goals surveyq Exani¡ration of the fj¡di¡gs of

the Tearn as presented jn the final report indicates that the Team

did j¡deed assesg the 5mpllcations of the data for further Board

action and presented recormrendations on action to bhe Board"

The documentation does not reveal ¡¡hat follow-up activity

occurred as a resuJ-è of the goals proJecto
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TW" SUI'ÍMÀBY

3hø search for educational goals conducted by River East

School Dlviej-on No" 9 and. by Lethbridge Schoo} DietricL No" 5] as

rscorded. i¡ the avallable documents (ninrrtes, agendas, reports)

was subJected to an analysis that was guided by the paradign esta-

blished in $hapter Three" Ihe analysis, as recorded i¡ the narra-

tives l¡ this chapber, revealed that the issues a¡rd tactical ques*

tions ralsed jn the peradign assumed. considerable lmporbance l¡

both proJects,

!.lhile conducted lndepandently of each other, the na:ratives

suggest that the two goals proJecte were narkedly similar; tbe

s{milarity is for:nrd both l¡ the kinds of issues faced by each

goala proJecò and j¡¡ the nanner Ín wlú-ch the issues were resolvedo

Further evidence of this point i.s provlded in the ne¡ct chapLerc



CHAPTER V

THÐ PARADTGM AND TIIE C'OAIS PROJECTSC

CfBSRVÂTIONS AND CONCLUSIONS

TÌhe paradign which evolved fron the study of selected eources

l¡ the literature on educational goale and the process by whlcb edu-

cational goals are set consisted of nl¡e questionse síx of wh-ieh

were described as crltlcal lssues regarding the process of setting

educational- goals o llhe rernaåning questions were labelled as tacti-

cal questions whlch confronted goal*setters" It was noted that the

níne questj-one $¡ere conaidered to be i¡terrelated; that is, the

resolutlon of any one question was Ìikeþ to be dependent upon and

have ínplications for the resolution of the others'

lhe paradigl ïras proposed as a heurlstic device" The ques-

tions conprlsÍng the paradigmu therefore, were offered as a frame-

work for stimutati¡g critical reflection by potential goal-setters

upon the nature of the educati-onal goal-settÍng task" It was assu¡ed

that, the critlcal reflectlon arlsÍng from a consíderatlon of the

lssues raised ln the paradfgn would facilÍtat@ and gulde the thhkÍng

and aeblon of goe-L-setters'

A dlseussion of two goats proJeets recently conducted l¡ Wes-

tem Canada was presented using the franeworlc pnovided by the para-

digU" This discussion senred t,o illust,rate the potential utiJ-lty of

the paradign" The paradlgnatlc analysis of the ttro proJects revealed

that the two goals proJects were r@IIarkably s{rnllar. hrrthetmore,
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ft was obsew'ed that the nine questione raised in the paradign were

verSr imf'orta¡t jssues faced by goal-setters 1n both proJects'

Ådditional obse¡sations are now presented to substantiate

and elucidate upon the above, Firstly, the si.niJ-arities and di-f-

ferences 1n the two goals proJec*,s are polnted out. Secondly, the

relatlonshÍp between the paradign and the two goals proJects is

co¡nnented on" Finallyu several speculative statements are presented

about the process of settjng ducational goals" These stateroents

are essent,íalIy tentative hypothesls which are open to f,urLher jnves-

tigatfon, be it rational, empirical, or exLra-rational.

T. Â COMPA-RISON OF TI{E TI.TO EDUCATIONAL GOAIS PROJETTS

Eather than treat separately the s{mJfarlties €nd differences

between the two proJects, the two are compared on íssues i¡ which

s{nilarities and differences c€n be sinnil-taneously observed, The

comparison is not exhaustive; the proJects are exami'red in sufficient

depbb to establish that they are, indeed, more slmilar than dlse{mi-

larn

Tlhe flrst observation which can be nade is that the needs

v¡Ìuich gave rlse to the two goals proJects are veïîr simif-ar: a con-

eem for accowrtjng to the publlc on the allocation of educatlonal

reaources and the achievement of educatlonal purposesi a deelre for

a elear staterent of purposes to faciJ-itate educat,ional (currieulrrm)

plannfng" WhiJ-e these needs r¿ere articulated by ad.ninistratore and
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teachcrs fn River East, ln Lethbridge the needs refrected. the per*

ce¡rLions of the echool distrlctss ad¡ninistratlon, Tn neither districb
were parents snd students consulted as to the need for settj¡g eduea-

tional goa1s.

The structures developed in the two school dlstricts for plan-

nlng, {rnr'lementJ.:og and monltorlng the process of eetting educational

goals p¡s¡s slmila,¡. In each caae & conmittee composed of represen-

tatives of hlgh schoor students, parents, teachers, principals, and,

central office admi¡istration was established and charged with the

above-mentioned funcùions" Bbth conm:ittees were given what amounted

to complete aubonory with regard to the process for javestigating

goals" Both comlttees rvere expected. to present a fj¡aL report to

the Board jn which data, interpretations, e¿d recomendations would

be included. The Boards in the tr+o districts resersed to themselves

the authority to decide what action r¡oul"d be taken as a result of

the goals study,

I'lhen one consÍders thaü the two goals prrcJects were conducted

Índependently of each other, it is perhaps surprising to obse:¡¡e the

degree of eL¡nllarity 5¡r the plans adopted by the two cornnitteee for
conductjng the eearch for goals, Tn each project, the corn¡rittee

adopted an eclecti-c attitudes whiJ-e various approaches to goal-

eetting r{er€ e€nfned, the approach fÍnaIly adopted amor¡nted to a

eollection of ideas boryowed f¡om several sources but nodified to

reflect l¡haü the comittee belleved to be the unique needs and charac-
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terÍstlcs of the l-ocal dj-strlcÈ" This eclecùic approach, used by

each comlttee, Ied to sj-¡nilar nethods for gathering data about

educational goals in the two co¡nmunities" Questionnaires were

employed to gather opinions on the basis of responses on a Likert-

type scale to goa-ls issues selected by the goals corrynittees, ho-
vision was nade for cornments to be written i¡r. The questionnaires

were dlstributed to teachers, students, and parents j¡ the cornmr::nity"

Whlle both projects requeeted all teachers to respond to a question-

nairee &lver East dlffered from Lethbridge in that the forner also

asked all high school students and parents in the district to

respond while the l-atter relied on a random sanpling of parents

and students in grades four to twelve, B'oth comnittees trfield-

testedrr their questionnai-res before distrÍbuti:rg them to the respon-

dentso

Eoth proJects held public meetings to sti¡rulate i¡terest in

a¡d debate on educationaL goals. Anecdotal records of comr¡ents nade

at these neetlngs were used as additional sources of data. Ieth-

brldge sought and encouraged submissi-ons by Snterest groups ar¡d j¡rdi-

vlduals whereas B{ver East did not,

WhiJ.e the proJects were ostensibly aimed at gathering data

regarding educatlonal goals, an æramination of the content of the

questionnaires reveal-s that both co¡mittees were also concerned erith

snd saw fit to gather data about the processes by r¡hich goals night

be achieved and tbe stnrebures through which goal achieve¡oent couLd
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be facll1tated" Tet, both co¡cmittees cJ-early noted the dichotorry

betv¡een meana and ends" The decision to seek data about thi-ngs

other than goals was nade deliberat,ely by each conût1tteeo

lùhiJ.e ths documentation of the two proJects reveals that

Lothbridge gave substantialì-y greater explicit attent,ion to the

relationships anong values, goals and objectives and to the ques-

tion of the properties a¡d clraracteristics of goal-s than did River

East, both districts adopbed the position that goals were general

statenents of purpose establ-ished for the whole district reqluirjng

fur|her transLation i¡to more speci-fic ar¡d measurable objectives"

That translation, as perceived by both comúttees, was to take place

at the sehool l-eveI" Thus, both districts valued the apparently

contradictory concepts of autonomy and articulation and resoh'ed

that dilemma jn the same wayo

Lethbridge also, apparently, gave more explicit consideration

to methodological questions regarding the col-lection and interpre-

tatlon of d.ata on lrvalue-Ladentt issues such as eduCational goals.

Nevertheless, 5n both distrlcts, the goals conunittees relied on sjmi-

lar vehicles for collectjng data and subJected data to the same kl¡d

of statistical analysls; namely, the nrimbers respondíag to each cate-

gory for each question, the weighted mear¡s of these responsesc æd

the percentages corresponding to the nr¡nbers responding in each cate*

gory" No further statlstical analysls 'v¡as employed, The jnterpreta-

tÍon of the data fs not supported by a¡ry evidence that specific cri-
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teri¿ were estabHshed to discerrl what was significant and what r*¡as

not ei.gnificant. It appears, therefore, that both connittees were

guided by tacit Imowledgee intultion, and dialogue in resolvilg

questÍons of data significance a¡rd data i¡terpretationu

Âs a final illustration, both goals comraittees expressed con-

siderable concern that the results of the goals study be clearly

co¡nnrunicated to the public and to teachers i¡ the district" There

1s clear evidence that each co¡mittee defj-berated at length about

the for:nat of reporbs to the various constltuents. Each co¡nnrittee

recognlzed that the information needs and the abilities to compre-

hend the data gathered differed among the constltuents; each com-

nittee sought vehicles for meetj¡g these differing needs atrd abjJ-i-

ties 
"

Ir sumraryo wlr-i1e the Lethbridge and River East goals proJects

did differ on several very specific j.ssues or details, they were

narkeòLy sìmilar i¡ thej¡ decisions and actj.ons on major issues and

most of the related sub-issuesê

TT" RELATIONSHIPS BETI.IEEN TI{E PARADIGM AND

THE EDUCATIONAL GOALS PROJBCTS

The te>ó of Ghapber fV revealed that the nine questions con-

tained 1n the paradign were Jmportant issues wh-ich the goals corunit-

tees in the tr¡o proJects deelt w'ith and resolved, It has been demon-

strated ln this chapter t,hat the resolutions of these issues Ìrere very
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e1¡nilar in the two projects. Several additional observations con-

cerning the paradlgnt" relatlonship vrith the two goals proJects can

be added'

Firstly, the iesueg raised' in the Paradi8m were not alvrays

dealt rrith explicitJ-y ln the two goals proJects" Or several occa-

sions, it was not i-mredlately apparent that one or the other goa-ì-s

proJects had addressed itsetf to a parLicular question contained in

the paradlgm. However, follow'5-ng a closer examjnation, it uas noted

that, imFlÍcit in the decisions or actions of the goaJ.s corouittee

was the consideratlon and resolution of an lssuen

Ilwo lliustrations serue to substantiate that c1aim, The River

East Phil-osoplgr a¡rd Goals Comittee did. not directly adCress the

question of the properties and characteristics of educationaf goals"

Howeveru the goals state¡nents, borrowed fro¡n other goals studies,

reveal an implicit acceptance (or perhaps a tacit r.¡nderstandi¡g)

tl¡at educational goals are statements of general- j¡tent l¡hich car¡not

be dlrectly measured and which nust be translated j¡to nore specific

terms for purposes of i¡structional planning and evaluation" The

goal statenents circul-ated by the River East com,ittee were not a

m$cture of general and specifls sims"

The question of methodological obstacles to gathering and

fnt,erpretÍng d.ata on educational goalo vras explicitly raised j¡ Leth-

bridge and proçldes a eeccurd, lllustration of the implicit eomponente

of a proJectls actlvlties" WhiLe the roethodoiogícal question was
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raÍsed by members of the Lethbridge Leadership Team, there is no

recond ln the mlnutes of that con¡¿lttee of the scope and depth of

their dellberations nor of their resolutlon of the isgue. The

Ieaderahfp Tean did, however, develop and adrn'inister an instrument

to collect data on goals" The team did jnterpret that data and

presented its lnterpretations to the Boarri, Inplicit i¡ the actions

of the Leadership Teem ie the satlsfactory resolutlon of the netho-

dological issue" Presunablyo had the Team felt ttnt no adequate

methodoLory for collecti¡g data on goals existed, it would not have

proceeded furbher with the goals search"

The above leads to another observation concerning the rela-

tíonship between the paradigrn and the tr¡o goals proJects" While any

question ln the paradigm nay enbrace both theoretical anC practical

coneiderations, it ¡^¡as apparent i¡r several i¡sta^nces i¡ the two goals

proJects that the practical considerations took precedence over the

theoreticel ones, The methodologicaÌ issue cited i¡ the previous

paragraph is a¡r erccellent ecample. While theoretical issues such

aB vaU-dity, reliabiì-ity and tests of significance constitute part

of the general question of nethodolory, there is no evidence that

theee questions were rai-sed and detiberated jn either of the proJect,s"

Questionnaires were developed and adni¡istered; data was col-lected,

subJected to simple statisticsl uranipulation, and jnterpreted. Mo

rationale or Justification in support of the techniques used was

recorded" Perhaps the practical dernar¡ds of collecti¡g and analyzing
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data were such that theoretical concerns v¡ere of llttl-e consequencee

Al-ternat,elyu the theoretical concer:rs nay have been unconsciously

resolved through the application of tacit knowledge to the practical

problems,

A third observatlon regatding the relationship between the

paradign and the goals proJects related to the matter of sequence'

The sequence of sjx critj-cal issuese as listed in. the paradigm, was

loosely observed i¡ both goals projects. That is to say, natters

rel-ating to the purposes or needs to be serr¡ed by educational goals

preceded concerns about beliefs, values and prilciples rel-evant to

educationa-l goals and the process by which they are set, which 5n

turm preceded issues related to characteristics and properties of

goals¡ md so cn6 However, thi-s sequence was not strictly adhered

to but only generally. Thus, methodologicat questions appeared

before questions abouü beliefs a¡¡d values had been resolved. Never-

theless, questions tended to be raised j¡ the sequence suggested by

the paradigrn and explicit or Ínplicit resolutions of issues followed

the order of the six questj-ons i¡ the paradlgm'

rII" SFECUTATTONS ABOIII TI{E PROCESS FOR

SEf,T ING EDUCAT IONAI, GOATS

The analysis of the relationships which exist between the

paradigm and the two goals proJects offered an opporbr:nity to arrj-ve

at sorse tentative statenents concenaing the process of gettjng edu-
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cational- goals for public school distrlcts. These statements, wh:ich

are now presentede assune the status of hypotheses i¡ need of further

Ínvestlgatlon*

The first observation is that the issues identified i¡ the

paradigm are issues which apparently must_be addressgd yheg eduga-

tilonal goals are bei¡lg set for a public -school dislri-ct" Rj-ver East

and Lethbridge ej-ther tacitJ-y, lntuitively or explicitly recognized

those issues and dealt v¡-ith them" There is erridence that the Bay-

vier¡ Elementary School Goals Project and the Report of the Advisory

Comnlttee on Guj-dell¡res for Goals j¡ California accepted these issues

aB concer:ns which had to be exe¡ni4ed and resolved. The paradign,

thereforee assuaes an imperative character: it serves to provide a

framework for critical reflection upon necessary issues" Further

research is needed to ascertaj¡ the apparent imperative nature of t,he

quest,ions in the paradigm"

I¡n addition to the lmperative quality of the issues¡ !her9

exists a parlicular order in w-hich the questioEs raust be- addressed.

This imperative orrler {s tempered by the overlap and interaction of

issues but, nonetheless, remai¡s as an order which in general must

be foIIowed. Agaia, furbher research ls needed to test thls claj-lrn

$üot to be overlooked in the preceding discussion of the jmpera-

tive aspects of the paradign is the observation that the issues nay

be explicitly or impllcitly dealt w'ith when educational goals are

befng oet, The bases for decisione and actlvities are not always
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e>cpllcitly stated,

A thlrd observation ie that, given the present state of larow-

ledge reAardj¡g the Iesolution of issues l€Ievant to the process of

settinfl educgtional Âoals. sysïepatic and rational approaches proride

little or no advantage over a muddli¡g and i¡tuiti:re-approach. This

statenent arises frorn the observation that differences i¡r systenatj.c

and rati-onal approaches to cerbaj¡r j-ssues between River East and

Lethbridge led to no apparent differrences j¡¡ the resolution of those

issues 
"

The qualifj-cation made j¡ the opening phrase of the third

observation is imporbant, Ile as Ber1ak (19?0) suggests, the epi-ste-

nological questions concernj¡g the resolution of differences ilt opi-

nions and priorities about educational goals have not been adequately

at:swered., then ttris deficiency in concepbual development may substan-

tially reduce the benefits of systenatic a¡¡d rational approaches.

Intuition and. ttmucki:ng aroundtt ix foreign and t¡ncharbed fields nray be

at no disadvantage to a quite opposite approach'

A factor which rnay detract from the potential- benefits of a

systenntic a¡rd rational approach is the impact of valuee and noms

on the resolution of issues pertaiaing to the process of setti¡g edu-

catj-ona] goa1s" 'If the values and norns i¡ the two district,s were

si-mf}ar and if these values a¡rd norms were polrerful i¡fluences on

the decision-nakers, then the potentiat effects of systematic and

rational deliberatlon on issues m.y have been severely curtaiJedo
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The two districte nay also have shared a common tacit know-

ledge aboub educationa-l goals and goal-settÍng' Such comton under-

standing could have led the two dlstricts to achieve sifli-J.ar resofu-

tions of the goal-setting j-ssues whil e apparently differing j¡ the

degree of explicit consideratj-on given to the issues. Thus, by way

of iI'tustration, Lethbridge deal-t explicitly arld at length with the

natter of the characteristics of an educational goal; River East

gave little or no explicit attention to the issue. The similar reso-

lution of this issue is then attributed to the colmlon imorvledge about

educational goals shared by the two districts. This knowledge nray be

tacitty held by educators i¡ the two districls because fhey share a

corunon culture (experience and professional- trai¡iog) 
"

It is possible, however, that the apparent lack of advantage

of systenatic and rational approaches aay be confounded by lncomplete

analysis, Firstly, what was identified as systematic and rationa] i¡

the two goals projects nay have been confused with explicitness and

dellberativeness. Secondly, the advantages exami¡ed may have been

too narrowly defined" The advantage of a rational a¡rd systematic

approach nay rest in i-ncreased appreciation of the uncertai::ty and

limitatlons associated with the resolution of an issue rather than

in the resolutlon itself,

The third observation, then, raises several questions which

rnight be furòher elcplored" At its hearb is t,he need to test the
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nrbiJ-åty elai.n of system ar¡d rationality,

The eelectÍc approach adopbed jn both goals projects suggest,s

a fou¡th obser¡ation: the nature of tþe=educational-goel-se'b'L:¡Åilo-

is such that the Ðrocess Etls-t be adapte@

unl"que characteristics of urÍsdiction for which t

þejlrg _estab,Iishej!. This observation i-npIíes that specific procedures

estabfished. by agencies entemat to the l-ocal situation are expected

üo ser:ve as guidelines for local goal-setters rather tha¡r prescrip^

t,åons" Loea^L goal-setterso the observation sugge$tso are advised to

adopt, those proeesses wtr:ich meet l-ocal- eonditj-ons"

The obserr¡ation nay stand simF1y because the nethodologicaJ-

issues regarding the eolleetion of data about educational goals and

prioritles å.nong those goals ar¡d the resolution of differences among

conpeting and conflåctÍng goals and goal. prioritíes have not been

resolved" Iacking ühis eoncepbual- base, goal-setters are Ìeft t¡ith

the task of findjng their o¡¡n solutions to the methodological issues"

/"lternaüívely" the goal--setting process rnay be not"

lrpon a eoneepbual base as åt rnay be upon what ¡¡ill

so

be

much dependent,

loca}ì-y accep-

tabl-e as a pr"ocess or what can be J-ocalty justified" Ïn any caseå

the r.:niqueness of the J-ocal- situation Ís supported"

The fåfth a¡rd" fina-1 obsenration suggested by this study is that'

the consfderation of education4l not occur l¡r ísolation of

eonsÍdera about Eæans structures where als may be attai-ned,
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llhis observation is reninlscent of Peter¡s rhetorical question

ttMust An Educator Have An Ajm?t¡ and Lj¡dblomr s essay on rrThe Science

of Muddli¡g Through't" It is substantiated by the experiences of

River East and Lethbridge.

V" SUÌ4'IABY

The paradign which evolved out of th:is study was related to

two ed.ucational- goals proJects: River East Schoo} Division #9 j¡

ïl5nnÍpeg, Manitoba and T,ethbridge School District #5L rrl Lethbridget

Alberba, The relationships between the paradigm and the tr¿o goals

proJects, together lrith a comparison of the simi]aritj-es and dlffe-

rences between the trn¡o goals proJects, l-ed to the follow"ing five

etatenents which require fu.r"ther study and research:

I, The issues identified by the questions j¡ the paradigm are

lssues t¡hich nust be addressed when educational goals are being set

for a public school district,

2u The order of the questions, as identified i¡ the paradign,

ls the order in which the questions must be addressed.

3. Given the present state of ìmowledge regarding the resolu-

tíon of issues relevant to the process of settj¡g educati-onaI goalsu

systematic and rational approaches provide littIe or no advantage

over a nuddlfng and jntuitive approach"

l+n The nature of the educational goal-settiag process is such
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teristics of the jurisdiction for whi-ch

blished,
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reflect the unj-que charac-

the goals are being esta-

5o The consideration of educational goals does not occur i¡
isoLation of considerations about means and structures by which goals

nay be achlevedo
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EFILOGÛEI S0l'@ PRACTICAL GUIDELÏNES

FOB EDÜCATION,å.L GOAI-SETTTNG

The study reported in the previous chapters provld.es a basls

for fomulating some practlcal suggestions about educational goal-

setting" These suggestions nay be taken a,s a set of guidelines to

t¡hich goal-setters are advtsed to give carefr:l consideration"

rn the renainder of thls chapter, the phrase 'rgoal-settingre

will include both educational goals and the process by which those

goals afe set. rr&lucational goalstt, of just ltgoalstr, and 'tprocêssn

will be used to slgnify one of the two components of goal-setting

previously mentionedo

ThirLeon principal guidellnes for goal-setting are proposed.;

in effect, they constitute a seri€s of stops ad.vocated for goal-

setting" Follol¡ing the statement of each guideliner more speclfic

suggestions and elaboratíon on the guidelines are provlded" The

prJ.ncipal guldellnes are&

I" ì&ake a commitnont to planning,

II" Establlsh an ad-hoc plannlng s6mm{t{'ss"

III" Âscertaln the functlons proposed for goal-settlng and the

nature of the counit¡nent to those ftrnctions.

lV" Establlsh the slgniflcance of prevalling beliefs and values

and existlng pollcies for the goal-settLng.



97

V" Defino those properbies and characterlstlcs of educational

goals which appear compatlble with the previously deter-

nlned ftrnctions, beliefse Yalues, ad policies"

VJ. t'fake expliclt the irnplications of goal functions, goal

propertles and characteristics, and goal-related beliefs,

valuos, and policles for the process of settlng ed.uca-

tlonal goals,

trfff, Develop a detailed plan of action, conslstent with the above

inpllcatÍons, for the process of setting educational goa1s.

UfïI, Outllne a procedure for monitoring the p1an"

IX. l"fake explicit tb.e follow-up actívities r,¡hich are envisioned

- upon conpletion of the goal-setting"

X, Gaín acceptance for the p1an, the monitoring procedures,

and the prollosed follow-up activities"

XI" Inplement the plan as approved.

XIl" Conmunicate the results of the goal-setting'

XIff, fnitiate the follot¡-up procedures"

T" I',ÍIIKE Â COM,ÍTTI'MNT TO PTA¡TNING

Flannlng refers to the critical reflectj.on upon lssues rele-

vant to the goal-setting before the actual goal-setting activities are

undertaken. Planning irnplies intentionallty as opposed to accident or

spontanelty, comprehensiveness rather than incornpletenessu md expli-

citness lnstead of covertnesse Associated l¡ith plannlng are the goals

of efflclency, effectiveness and opennesso
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Efficiency Is realized when planning provides for the ccnsl-

deration of alternetive means to ends, co-ordination of dlverse actl-

vlties directed tor,¡ards ends, and the id.entifícation of unnecessary

or duplicated efforts, Effectiveness arises as planning makes goals

expliclt, outlines the steps and resources required to meet goals,

establishes the rel-ationship between means and ends, and provldes

the justlficatl-on (or rationale) for the selection of ends and meansu

Openness occurs when plaruring makes the foregolng explicit and publ1c"

llhile it ls recognized. that planning cannot be complete because

of varlous constraints placed on it, even severely limlted. planning

offers benefits through creating awarenoss of and. sensltlvity to

potentially significant issues and. possible resolutlons to scme of

those lssues" This offers goal-setters an opportunlty to be at least

parbially prepared. for issues when they arise"

TT. ESTÂBLISH AN AD.IIOC PT,AN}'ITNG COI'O,ÎITÎEE

The task of the planni.ng committee is to develop a plan for

goal-setting. A comnittee is advocated because diverse groups wiLL

probably have considerable interebt in educational goal-setting" Ït

is also probable that goal-setting will have impor"Lant implicatlons

for certain groups. A planning conmittee representing these diverse

fnterest groups provides an opportunity for activo participation in

decislons about goal-setting; such participation pronotes co¡rnltment

anong those involved and the lnterests they represent"

Several speclfic suggestions aro offered ln this areaø
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L, ïnitiaIly" have representatives appolnted fron the sehool boa.rd,

the superlntendentrs office, the principalsr associaticn. and the

tegchers I assoclatlon"

ït is probable that goal-setting will in some vray affect each

of these groups¡ 1t is unllkely that goal-settlng will not be of

l-nterest to each of them" Tho four groups generally represent legi-

tinately different but not necessarily incornpa.tible interests in the

scbool district" The first two groups provide the official sanctions

for goal-setting; the latter two groups are usually intimately invol-

ved 1n the operationalizlng of goa1s.

2t'

Other interest groups (pe.rents, students, community leaders) as

well as people possessing cerbain needed ex¡rertlse rnay be cal-led rrpon

to particlpate 1n planning. the apparent ccnfllct betr¡een benefits

assoclated !¡:ith a small cormittee and broad representation will be-

co¡ne evident. No rlLes can be cited for lts resclution,

3" llave renresegL€l:b:ir¡eg__selected. bv t]€lrc-t¡ps _LLejr renresent,

Whether r,¡arranted or u$rarranted, suspl-cions about raotives will

be raised when representatíves of groups are selected by exbernal

bodies, Those suspicions can be highly detrimental to the goal-

settÍng enterpris€,

/*" EuBhegLAe the ad-hoc nature of the committee

Îbls provides the com¡nittee with a task that has sone end 1n

viet¡" ït also offers an opportunity to broaden the scope of partici-

patlon as other related tasks arise" the opbion to change tbe status

et soroe future tlne to a standir¡g connlttee 1s retained,
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IIf, Á,SCER'IAIN THE FUNCTIOi\S PROPOSED FOR GOAI-SEITÏNG
ÂND lHE NATITTE 0F THE C0l'll"trTì'ENf Ïl'l THE SCHOOL

JTIRISDTCTIOII TO THOSE FUNCTTONS

Prestuaable, goal-setting firnctions do rneet certain needs which

mây or rnay not be e:'1pllcitly identlfied. the irnportance of those

needs and. the comnritnent to neeting them should be determ.ined" More

speclfical-ly8

1, Dete¡nLÍne what needs educational eçal-settins is expecte{-Lg-megþ"

á.sk those r¡ho are advocates of goal-setting why they r¿ish to

set educational goa1s,

2" Ascertain-hov¡ widelv and how deeply these needslLre--[e1'U"

The objectives here are to find out how many share the needs

for ülich goal-setting ls advocated and how strongly those needs are

felt,

l. Ðetefinine r,rhether othe_r lmportent needs exist in the school distrjPt

a:rd qqsess the relative priorities a'ìronq these and those established

@"
bftrltiple needs probabl-y exlst in ary school district" Those for

u¡bich goal-setting is ad.vocated. may not be the needs for r¡hich scarce

resources should be erpended"

/0, .å,ssess l¡hich inporta¡t neeCs in the distrlct educational gogl-settlnq

may be req$-s!ica11y-çx>ected. to meot,

Sone nay view goal-setting as a panecea for all the dlstrict¡s

need.s, Alternatively, goal*settlng nay be a neans of rneeting needs not

Inltially identifled" The obJective 1s to establisb the ff:I1 poteatial
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utllity of goal-setting,

5" Deternine j.f eoal-settinp-Ís the best ualr_Le_nleet important needs

i!_:hhe -dietrict,
Á.lternatlve llays of neeting needs for ç'hich goal-setting ls a

solution should be considered" Goal-setting nay not be the nost effec-

tlve or efflcient way of neeting hlgh priority need.s" Another possi-

billty 1s that goal*settlng is one of a series of steps in a solu-

tion to dlstrict needs and not necessarily the first step"

6, Delegsine the resourçes (human. financial, moral supnort) that can

Þe coqm:Ltted_to gpel-settine as a mean tinq,xeeds.

Goal-setting nay eonsune a 1ot of scarce resources, especialþ

hunan resources" The anount of resources availabÌe for the enterprise

serves as a constraint of r,¡hich planners must be arrare; it may also

be an Índication of the real commitment to goal-setting which exisis

in the district.
Ït is inporbant to assess the moral support r¡hích top-l-ine adml-

nistrators are prepared to give to goal-setting, Unless their conmit-

ment is sincere and visibly expressed, the cor¡mitnent of subordinates

(eg, teachers) to goal-setting r¡ill be fmstrated and will eventualþ

dissipate.

ÏV" ESÎABLTSH THE STGNT}'ICANCE OF SCIIOOL DTSTRICT POTICTES
AIID PREV'¿,TLING BELIETS AND VALUES FOR GOAI-SETTTNG

Cerbain policíes and bellefs and values may exist in the school

distrlct which have inplicatlons for goal-setting. I'or example, a
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strong bellef in the right of the comrnunlty to set ed.ucational goals

contains lnplicatlons for who should be involved and what the pur-

pose of the involvenent should be,

Four s1æcific steps are proposed for this planning task:

-identif! those policies and belJ-efs and values which poten-

tialþ have implications for goal-setting

-outline those irnplications

-ascertain the strengths of beliefs and values and the

committment which exists to tbe policies in the district

-determine which of the implications identified above should

be heeded during the goal-setting

lihile it may be difficult to ascertain the strengths of pre-

vaillng bellefs and. values in the district, lnformal discusslons r¿ith

comrnunit¡' leaders and educators who are very faniliar rsith the district
can provid.e reliable infor,nation for use by planners.

V" DEFTNE THE PROPERTIES AND CHANACTERISTTCS OF EDUCATTONAL
GOAIS I,¡HICH AFPE¡.R COI4PATTBLE 1.¡TTTI THE ruNCTTCNS AS
DETERIÍnIED ABO\rE (rrr) Al,rD THE BELTEFS, VALUES, AND

POLICIES OF COÌ{SEQUET{CE pnnVrOUSLy OUii,rmp (ÍV)

Varlous properties and characteristics have been asslgned to

ed,ucational goals" The propertles and characteristics of goals for a

school district should refleet the functions established for goal-

sotting ancl be conslstent wlth the beliefs, values, and pollcies affec-

tlng educatlon in the district.
A f-istlng of posslble properbies and characteristics of educa*
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tional goals could prove useful. The l-lterature review in this study

(Chapter II) and Appendix A provide some infornation, Obher sources

could lncludo goals as established ln other school jurÍsdictions and

com¡nercial goal kits such as those provided by PÐK and GSE,

Ânother inportant consideration is the format and language for

stating goals" Educatlonal goals can be amanged. ln a hlerarchical

stmcture according to degree of specificity, in order of príority,

or in accordance with a set of donalns (eg, cognitive, affective,

psychonotor). The language can be general or specific; professional

terms nay be used or avoid,ed.,

ï-r" MAKE EXPI,TCTT THE Î'{PLTCATIONS OF GOAL FITNCTTONS (rrr),
Goat PRoPERTTBS AND CIIARÂCTERTSTTCS (V) AIID Srcl'rr-

FICA}i'I POLICIES, BELTES'S, AND VALUES (rV) ¡'On
THE PROCESS OF SETÎING GOAÏS

I,lh11e this point repeats earlier suggestions, it bears consi-

deration as a separate principal guideline. The deliberatLons out-

llned in guidelines ïIf, fV, and V will have generated important impli-

catlons for goal-setting. Disregarding or violating some of these inp-

lications can negate the anticipated benefits of goal-settlng,

rrï, DEVELOP A DEI',AILED PLAN 0F ACTIOÌ'I, COIISTSTENT I,rItH'
TITE .A,BOVE, FOR THE GOÀL-SETTTNG PROCESS

Steps fï to !T above have established. the purpose for goaLset-

tlng, deternlned the comrnitnenb r¡hich exists 1n the distriet for that

enterprise, and ascertaÍned the princlples or issues to l¡hicb goal-
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setting mrst be sensitlve if lts purposes are to be realized' The

inportant beliefs, values and policles rt¡ich must not be vlolatecl by

goal-settlng have also been identffied" Arrned with this knowled'ge,

plenners are in a position to deal lntelligently with the development

of a speclfic plan for settlng educational goals.

.ê. good plan will outline the specific activitles that will be

undertaken and who will be responsible and i.nvolved in those activl-

tles; it also will provid.e a tirae-line indicatlng the initiatÍon and

conpletion dates for each activity"

for

+"

the najor issues r¡hich should be eonsidered in deveì-oping a plan

setting educaticnal goals follown

q_f irwe_lv-e¡€gL"

Involvement enbraces both participe.tion in and communicatlon about

goal-setting. Parbieipation achnowledges the value and legitimacy of

d.irect contrfbutions to goal-setting by constltuents ; communlcation

keeps constituents lnfonned. of what is happening anC wlly it ls happening.

Both partlcipation and comnn¡nication brrild co¡omitment to the goal-seübing

activity and lts purposes@

Three questions should be add.ressed by planners in resolving the

lssues of involvenents Who should be involved? In r¡hat nanner should

they be lnvolvsd? I,'try should they be lnvolved ln this way? The latter

questlon ser¡res to justify the answers to the first twog that justifl-

cation w111 be substantially derived fron the deliberations which

occurred in steps Ïff to VlI,

it consideration at each



There 1s no one best way for setting ed.ucational goals" Diffe-

rent approaches have been adopted by d.ifferent Jurisdletions. Ït is

assuned that these dÍfferenceg arise, at least parbly, from the dif-

ferent f\¡nctions established for goals ancl from clifferences in signi-

ficant beliefs, values, and policies held by the various Jurisdictions"

Goal-setting, it appears, reflects the uniqueness of the local situa-

tion,

Planners should be al¡âre of the different approaches adopted by

other agencies" the PDK Goals Kit, the Elenentar¡'School Evaluation

Kit (ESEK), *d the goals approaeh mapped out by the Caljfornia Staie

Legislature are worth examining" Reports of stud.ies by school juris-

dictions in Canad.a ancl the Ilnited. Sta.tes offer other alternatives"

The exaninatlon of tliese alternatives should. focus on their

principal sirrilarities and differences" Consideratiotls could incl-ude¿

quantltatj-ve or quall-tative approaches to data generation; potential

for statistical or other forms of analysis; utilization of questicn-

naires, public fomnse Q-sorbs, or other data gathering devices; esta-

blishing prioritiesu preferenees, and ratings on so¡ne absolute or rela-

settlns educational floa.Is,

The criterfa which matter

teria will be judged. are usuaI3¡

resources avallable act as a set

and the standartls by whlch the crl-

unlo¡re to each jurisdiction. The

of constraints; these resources are

tive scaIe"
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in parb cletemlned. by the co¡¡rnitnent r¿hich exists in the ciistrlct to

goal-setting" The implications for goal-setting previously identi-

fled (Vï) r¿i1l also affect the criteria selected. and the standards of

judgements applled. to the criteria.

It Ís useful to be explicit and systemetic in the setting of

crÍterÍa and the application of standards. Explicltness no'; only

provides a justification of decisions made about alterr¡atives but

also acts as some protecticn against the introduction of hidden and

perhaps uru¡arranted criteria" A. systernatic approach facilits.tes a

conprehensive analysis of alternatives and helps eliminate bias in the

appllcation of criteria and judgements.

This step shorild termi-nate r¿ith the selecti-on, at least tenta-

tlvely, of an approach for setting educational goaIs"

4, Determfne how data collected ur]l þq "

ïtrhatever stratery is used for setting goaÌs, some data about

goals will be collected" The plan for setting goals should contaÍn

explicit Ínstructions about how the data will be analyzed and inter-

preted" Consideration of this matter before data collection begins

w111 gtve planners an indication of the posslbilities and limitatl.ons

assocfated r¡ith particular forrns of data" this can 1eacl to a recon-

sideration of the data collection stratery employed in the selected

approacb"

fssues that coul-d be ad.dressed at this stage ares

-possibilities and llnltations to analysis inherent 1n the

data

-detertining v¡hat analysls ldII prove usef\rl, what analysis
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will be done, and who w'jl-l assume responsibility for doing it"

-]i¡ltations and problerns associated with interpretati-on of

a parbicular form of data: as an example, whi-l-e a statisti-

cal analysis of quantitative data nay yield tests of signi-

ficance, the question of imporLance of those measures is

quite another rnatter.

-guidelines to be fol-lowed j¡ Jnterpreti:rg data: Who will

be j¡volved? H6s v¡ì I I decisions abor¡L interpretatj-on be

conducted (vote, consensus, etc")? What weights wjl-I be

attached to d.ifferent forms of data (eg" questionnaire

responses, stat,ements made in public forumse i¡terviet'¡

responses) ar¡d to responses from different sources (eg"

teachers, students, Parents),

-the nrerits of naking explicit the rationale for the data

analysis and the interpretations which are nade of the datan

The latter point is Í-rnport,ant. Both data analysis and data

interpretation contain a subJective element" The subjectivity appears

jn decisiong about what the data rneans and what is imporLant i¡ the

data" By being explicit about the rationale r:nderlying these deci-

sionso those not party to these decisions are afforded an opportunity

to acquire an understandilg or appreci¿tion of wlry partÍcular deci-

sions were nade" It also provides them w-ith an opport'unity to nake

Ínforrned judgernents about the val-idity of interpretations. Ðependl¡g

on t,he purposes establlshed for goal-settlng, such rropennessrt may be

vitsJ. to guccegs"
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\TTT. OUTIINE A PROCEDURT FOR MONITORTNG THE Î'ÍPLM4ENTA-
TION OF THE PLAN

i, nonitoring procedure outlihes the responsibilities associated

with f-urplenenting the plan and assigns those responsibilities to cer-

taln lndivid.uals. ft also includes provision for periodic reporting

on the Ínplementation to appropriate authorities"

The ¡nonitoring procedure should establish the authority and pro-

vide for the resources needed to carry out the responsibilities con-

tained Ín it. À good monitorlng procedure r"'i11 ascertain the willing-

ness of those assigned. a responsibllity to carry out the responsibi-

llty. Unwilling conscripts should not be ernpl-oyed"

I'fonitoring is a responsibility which the planning committee

could assign to others. this will broaden participation in goal-

setting. Provislon should be made for adequate liaison between the

planning com¡rittee and monÍtoring personnel"

IX. MAKE EXPI,TCIT THE PROCEDTTRES TIîAT I/TILL CCNSTÏTUTE .å,

FOLLO}I-UP TO THE CO]4PLT,TED GOAI-SEITN.iG ACTIMTT

The follor,r-up activity to goal-setting uiI1 be Cependent upon

the functions established for goal-setting. Several specifÍc sugges-

tíona are offered:

f" A strone link bettreen soâl-settíng and follor,r-up activities must

be established"

This link avoids conf\rsion that may arj-se as to why certain

follow-up activÍties ar€ being proposed, Thls link can be established

by speclfic reference to follou-up activÍties ln the planning and imple-
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mer¡tation of goal-setti.ng'

2, Ìrl'h:Lle a geqergl put,Ii¡e of foIlow-up Eray be sufficlent " it should

provide*a clear i¡dication of the conur:itments arid responsibjl-ities

It |s possible that, once such expectations are rnade c1ear,

there wlì-L be some second-{hought given to goal-setting and its pur-

poses o

3" Consideration should be eiven to the develoÞnent of specific

details about follow-up durjng-L|g--&oal--setti¡g activity.

This avoids a possibty ururecessary and harmful delay occur-

ring between the ti¡re the goal-setting is conpleted a¡rd the foU-or"-

up activity begins.

4" The adventages to j¡rvolvj¡t

follow-up plans should be consideredu

x. GAIN ACCEFTAI'ICE 0F AND COìOÍrTl'flì'lT T0 TI-IE PLAN, TFE l'ÍoNI-
TORING PROCEDURE, AND ThE PR0POSED FOLLOIf-UP

The i,mporbance of accepLance of connritment to the above wjll

depend upon the funsbions proposed for goal*setting" These functions

will have implj-cations for follow-up activitles end the expectations

assoclated wlth those astívities' These, 1n tunr, eontain i-npIlca-

t,lons for eormitment to and, hence, acceptance of the plans. T::cluded

l¡ those implieations wjl-I be eoncerms regardlng whose accepLance and

co¡n¡nÍtment j-s needed and the depth of com'uttment that is required.

Oareful conslderation of the need for and the nature of accep-

cted to follow once the -settine is c
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tance and comrnitnent provldes a basis for maliing intelligent plans

for gai.ning acceptance and commitment" rf widespread, acceptance

and deep commitment are necessary, a consiclerable amotrnt of tine and

energy may have to be devoted to achieving tr.ro goaJ.s " rt nlght prove

beneffcÍal to include explicit provision for modiflcations to goal-

setting plans, monitoring proceduros, and. foll-ow-up activlties resul-

ting from feedback as acceptance and. comnitment is being established"

ffi" IMPLN,G}N THE GOAI-SEITING FLAN Ai{D TIÌE I,ÍONTTORTNG
PROCBDURE AS AFPROVED

If, during Step X, modifications have been made

nodifications should be coinnunicated to those affected

to

bv

plans, the

then.

XÏT " COI'I.fiI¡ITOATE THE R,]ISULTS OF 'THE GOAI-SEITING P.I.OCESS

Attentfon nust be given to rnatters of format and detail regar-

díng the presentatj-on of results. Agair, these issues are dependent

upon the functions established for goal-setting and the beliefs, values,

and policies of significance to goal-setting,

Depending upon the audience for r¿hich it is intended, the pre-

sentation of results may be made in summary or in detail, in print

and/or Ín other visual and audio formso and in lay or professional

language, The t1¡oing of the presentation of resu]-ts, the length of

the presentatlon, and. the choLce of sltes for the presentatj.on are

important considerations.

The nesd for detalled knowledge about the resul_ts of goal-
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setting and how those results l¡ere arrived at nay vary among consti--

tuents in the district" The differential needs ruill be depenCent on

the fi:nctions establlshed for goal-setting. these considerations

should be largely responslble for resolvlng the issues raised in the

precedfng paragrapho

XÏTT. TNTTTATE THE FOLLOI{-UP ACTTV]?IES

ït bears repeatings .å, clear link betr.¡een the tenninated. goal-

setting phase and the follow-up activities which have been planned is

essential" There is a danger that goal-setting and folJ,ov-up l¡ill be

perceived as tr¡o distínctly separate activities u¡rless provision for

linklng the¡n ls dellberately made" Confusion as to why follow-up

activity has been initiated can be avoided.; planners should ta.he ste¡s

to avoid that confusion.

XTV. SIIM'IART

Thlrteen guidelines for ed.ucational goal-setting have been pre-

sented, It 1s proposed that they be considered in the order in l¡hich

they have been presented, However, because the resolution of issues

associated with any'one guideline r¿iIl seldon occur independently of

consíderations of issues associated with one or more of the other guide-

lines, no strict adherence to seguence outlined in this chapter is anti-

cÍpated" Nor is such strict adherence ad.vocated"

Enphasized 1n this chapter uas the need to devolop a coherent
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approach to goal-settÍngo An r¡nderLaki:rg to set educational goale

coul-d benefit from a consid.eration of the fi:ncti-ons goal-settilg is

expected to play, the r¡alues, bellefs, and. policies existing i¡ the

district whlch have significa¡ce for goal-setting, and the proper-

ties and, characteristics which educational goa-ls are perceived to

possesse It was noted. that these issues have important Smplications

for questions about i¡volve¡nent and co¡mit¡nent in goal-setting, the

selection of mechanisms for gathering data about goals, the commu-

nication of results of the goal-setti-ng, and the nature of the foL-

low-up actj-vities to be undertaken once goal-settinþ is completed'

Finall y' a¡hjLe niany issues about goal-setting have been raised,

fer+ solutions to those issues have been offered" Educational goal-

setting appears to be an act,ivity that is highly sensitive to per-

ceptions about local- needs and l-ocal- condi-tions" These perceptions

tend. to ascribe a rrnique character to the 1ocal sj-tuationn Hence,

each Jurisdicti-on rnay need to reflect upon that uniqueness j¡ resol-

ving the issues"

There is, then, no one ttbest waytt for setting educationa.l-

goalsn
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APPEI{Ðffi A

PRINCIPAÍ, ISSUBS' BT þÍAJOR Ci\TEGOBT, IN THE

FROCESS OF SBTTTNG EDUCATTONAL GOAI.S

TDENTTF]ED TN TIIE II\TTENSTIE SEARSH

V}hat beliefs, valuese and. principles wi-II be of signtficance to the
process of setting educational goals?

3"

l+t

I, Phi-l-osophical Issue-s

l" lrlhat beliefs are held about the role of the school in society?
a'Doegtheschoolexisttoservethecomrnunity?
bo Are educatÍonal goals to refl-ect societal- valuee?
c"Doestheschoo].fr.:nctlontochangeorpregel3'esocie-

tal val-ues?
doArethepeop}etheu]-ti:nateSourceofalllegitlmate

authority in our denocratic system?

2. Is the present delivery system of public education to be

retalned?
aoArealternativestructuresposslble?Aretheytobe

considered?

How is a d,esire for local declslon-maklng to be accomodated

with a desire for districtq'v-ide goal-s?
&'canandshor¡.].dgoalsvaryfromschoo}toschoo}?

Are goals necessarlr to an rxrderstanding of the school system

and what it ls doing?

5, flow is an educational philosoptry fonnulated? upon what does

1t, depend?

6n Should educational goals a¡rd the process whereby they are
established be consistent with prevaiJ-ing beliefs, values
and philosopL¡y regard5ng education?
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What are the purposes for engaging in a process to set educationaL
goale?

II" @a} Functiong

I, I'lhy shouLd a proJect to set educational goaLs be underLaken?
êo Is there a need for settl¡g educational goals?
bø What evi-dence is there of such needs?

2' ifhat functions are envisioned for educational- goals?
a" what are the various functions educationai goals can

Perform?
b" Which fi-nctions are to be sen¡ed by the goals proJect?
c, ltlhom do goals serve?
d, Can goals serve ¡nrltiple functions?
e" Are such functions sÙatic or changing?

3^ Ðo the fr¡nctions selected for educatj-onal goals have 1mp11-
cations for the ki¡ds of goals to be set and the process by
wh:ich they are set?

/+. How clearly must goal fi:nctions be perceived? By whon?

What properties and characteristics are the educational- goal-s to
erhibit?

III, GoaI Characteristics

I, What relationships with educational goals shouLd be considered?
ao How are goals related to societal values?
b, Can educãtional goalo be considered j¡ 1solatj-on of

their operational jmPlications?
ce Hov¡ are educational goals related to philosoPhÍ¡ needs

ar¡d objectlves?
d, How are educational goals related to the learni-ng ebi-

litÍes of students?
e" lrlhat relationship 1s envisioned betwest local and pro*

vincial goale of education?

2' What orientation do educational goals possess?
&" Do educational goals describe what is, what wjIL beu or

what, ought to be?
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b, Âre goals to be product, process or structure oriented?
ea Are goals to be objects ajmed at or objects to be

achi-eved?
d" Are goals measurable or unmeasurable?
eo Shoul-d educatlonal goala be comprehensive or highly

ael-ective?
f, Are goals to be stated in general or epecÍflc tetmE?
g" Are goals static or changing?
hu For whom are goals established?

3" In t¡hat format end lenguage should goals be stated?

4" Oan goals be exbernally established for a system or an i¡di-
vidual?

5' Can goala be rtobjectÍvelytr krown?

6, What are the imFlications of goal. characteristics and proper-
Èies for the process whereby educati-onal goals are set?

What procedures are to be used i¡ eetti¡g educational goal-s?

fV" Monitori:ng_and Pl-anni¡g :lt¡¡cLgre

1" What structure vrill be used to plan and monitor the process
of setti¡g educational goals?

2, What wiJ.l be the function of each conponent of the stnrcture?

3" What backgrorrnd i¡formatÍon does each component require?
a." To whom is each component responsible?
b" Within what tj-ne constrai¡ts is each component to work?
c* 'lnlhat consultative services are avai-]-ab]e?

/+* Is a defi¡ite plan of action to be fornrul-ated or wi I 1 rrmud:

dling throughrt approach be accepted?

V, Facjfitatj¡g Devic

I, What support is needed for the process of setti¡g educational
. goals?

a" What moral support is requ-ired?
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b" What fina¡rcial resources are avai-]-abIe?
o" Are consul-tative services for the process of setting

goals obtaj¡abl-e?

2" Ïlho will provlde the support needed to set educational goal-s?

3" Irfhat exte:nal resources can be tapped?
a" Are other goals projects to be consul-ted?
bu Do models for settixg goal-s exist j¡ the literature?
c" CaJr consul-tants on specific r¡atters be identified and

tapped?

/+, Is specj.al training of personnel required to set educational-
goals?

5, trtlhat j¡formation or co¡mr.¡nication 1s envisioned to co¡nbat
enrt'lguity, susplcion, uncertainty, and apathy?

VI' I¡rvolve¡nent

1. Þlho should be i¡volved in setting educational goals?

2" ltlhy shoul-d various people (or groups) Ue i¡volved?
ao l¡,Ihat are the perceived benefits and costs of j¡volvernent?
b, rlre certain populations critical- jn terms of j¡volvement?
c, Is i¡volvement to be voJ.untary?

3" How extensively are the various parbicipants to be i¡volved?

4" Hor.¡ are part,icipants to be j¡volved?
a' What roles are participants to have in the process of

setti:rg educational goals?
b" h-]rat veh-icles will be used t,o promote these roles?
c, What pitfal-ls concerni¡lg involvement are to be avoided?
d, lJhat j¡centives cên be used to pronote j¡volvenent?
e, Ïühat leadership anong various groups can be util-ized?

VII. J¡strumentation; Theoretical Issues

Ì. Can educational goals be methodologically deternJned?
a" What espistemological for¡ndations exist for resolving

moral (value) lssues?
b, Do adequate theories a¡rd models exist for deternining

edueational goala?
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cø Car¡ priorities and preferences among conpetj¡g and/or
conflictj¡g goals be establ-ished?

d" Can educational goals be deterrni¡ed scientlfically?
Rat,ionally? EmpiricalJ-y? Quantitatively? 0bjectively?
htuitívely? Systenetisal l y? Logically?

2, How are educational goals to be established?
ê" How are confficts among goals and prioritj-es to be

resolved?
b" How are j¡tensities of feeU¡gs and numbers preferriag

various alternatives to be combi¡ed?
c" Are traditional- approaches (eg" rank orderi-ng) satisfac-

torY?
d, Are preferences stable or changing?
€, Car¡ decisions concernj¡g educational goals be logically

or obJecti-vely Justified?

VIIT. I¡st4mentation: General Pla¡nixg

1" lnlhat considerations are to be observed i¡ developing a plart
for setting educational goals?

a" Are goal-s to be generated by or for participents?
b" VJjl-l- priorities or ¡ankilgs among goals be r:ndertaken?
cu Can jnstrlments for setting goals be borroweci from other

Jurisdictions?

2" l,Ihat instruments will- be used?
a" lJhat alternative instruments for col-l-ecti¡g data shoul-d

be considered?
b" What eriteria will be used to judge these?

3. How are areae or goals to be investigated established?

4u To whom shou.l-d the pJ-ans be communi-cated?

fX, Instrumentation: Developnent

I, What form is the i¡strument for eollecti¡rg data to take?
ao To what are participants expected to respond?
b" Are responses to be structured or open-ended?
co How are preferences to be i¡dicated?
dc t'¡hat klnd of data, qualitative e¡¡d quentitative, 5"s

eought?

2" Hour srill the i¡stn¡nent be developed?
a" WÍII the i¡strument be '¡field-testedrr?
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X" Instrumentation : Admi¡ristration

1" To what popuJ-ations r¡i]l the data gatheri_ng j¡stnunent be
adni¡lstered?

4," Is samplÍng or iltot,al popuJ-ationte response to be done?

2" How will the collection of data be conducted?
&" How can maJciJuum response be faci-l-itated?
b" hlhat cha¡rnels will be used to col-l-ect the data?

XI" Me'LbclþIggr: Data .A.naIys:LB !4d Interpretation

I' l{hat data anaLysls is to be done?
a" lnlho shoul-d decide what. data analysis is to be done?
bo trlhat quantitative and/or qualitative analysi-s is

desired?
co What is the value of this data analysis?

2" Irlho ¡rj-Ll do the data analysis?

3, hlhat guidej-ines are to be followed in anal-yzing and jnter*
preting the data?

ao Should the data collected be deseribed, criteria for
Judging i-t presented, and judgnents on the data ren-
dered? By whom?

b" Are decisions to be nade rationally or j¡tuitively?
co Is the rationale for decisions to be presented?
d. Are differences or confl-icts i¡t interpretation to be

resolved? Hor+?
eo How are significant differences to be determjned?
f" Are equal weights to be at,tached to aIL opiaions?

4, lttrhat Jaterpretation of the data is possible?
&ø Hov¡ broadly are cerLaj¡ value positions held and how

deslrable are goals perceived to be?
b" Are differences i¡ views real- or apparent?
co Do the vie$s expressed represent the target population?
d, 0f what signifÍcance are views expressed in a public

forum?
e" ÍIhat is to be done with very reactionary views?
f" Are lmplications for schoole of data interpretationg to

be considered?
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What comrr¡nication is needed concernj¡g the process of setti¡g educa-
tional goals?

XII MetbctþLeÆr:_Reporti¡g

I" To whom r¡iII the resul-ts of the goals study be reporbed?

2' What wi.Il be reported?
a" Wil-l the same i¡formation (Aata) be given to everybody?
b, What criterj-a will be used to decide who gets what data?
c, Are only reÌevant issues io be reported?
d, I¡IILL recomnendations for furLher action be i¡cluded?
eo WilI the rationale for reco¡nmendations be reported?

3" How r,¡i i j the data be reported?
êo How shouLd judgernent data be report,ed?
b" Hot¡ can values be meaningfulty conmunicated?
cn hlil-I the public media be used?
d, Is a rtfinal reporttt to be compiJ-ed? Il r¡hat format?

4o What considerations should be kept j:r rnind when reportfug?
a" What tevel of detail is considered appropriato?
b" Are costs of reporbi¡g a significant variable?
c. Do different constituents require different ki¡ds of

reporbing forrnats?

What foJ-lot¡-up activity is warranted by virbue of the undertakÍng to
set educatj-onal goals?

XIII" Follow.-up Action

1o Shor:fd a revlew of the completed goal-setting process be
conducted?

û,, Are there areas of tLie proeess l¡hich require study?
b' Wi}} the perceptions of others concernj¡g the forrnu-

lated goals be ocplored?
oa Do fornulated goals require additionsl clarification?
d " Is a fol-low-up study of goals considered advj-sabl-e?

2, I,lhat action seelff¡ necessary ae a consequence of the goals
study?

e. l{hat expectations have been raised by the process of
settSng goals?
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b' Are there plane to deal Ïrith these expectations?

3. What wiIL happen to the nresul-tstr of the goals study?
a, Are goals to be impl-emented?
b' Does a pLan for implernenting goals exist?
c" How is the impÌementation plan developed?


