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PREFACE

This intervieww ||l be of interest to those entering the
field of education as well as for those who have nmade their hone
within the field for sonme tine now In the interview, Ralph
Tyl er discusses work in education and educational eval uation that
spans over a half a century. He describes issues that were
i nportant at the beginning of his career (those related to his
work with the Bureau of Acconplishment Testing at The OChio State
under W W Charters, and issues energing in the Eight Year
Study), and issues he thinks are inportant to education and
educati onal eval uation today.

| asked Dr. Tyler questions about his early career, mddle
career, and his present activities. He discussed the progress he
felt was being made, the problens that still exist, and the
resources he thinks are available to the field of education.
Throughout, he captures a sense of the history and, perhaps even
the inevitability of public education. He is essentially
optimstic--he sees the gains in public education outweighing the
probl ens, and the prom ses still attainable.

Whet her the reader is an old or new friend of Ral ph Tyler’s,
the conversation that follows will help you get to know this man
alittle better. As he discusses a lifetinme of effort and
mul tiple professional responsibilities, a sense of continuity and
di rection becones apparent. Here is sonmeone who deliberately
chose public education sone sixty years ago, and has spent, and
continues to spend nost days in pursuit of its inprovenent. He
is not at all smug, but he seens sincerely to enjoy the idea that
his work has nmade sone inportant differences.



The interview took place in Novenber, 1981 when Dr. Tyl er
made a three-day trip to Western M chigan University at the
request of Kappa Delta Pi, an honorary fraternity for students in
education. Ral ph spent three days in classroons and auditoriuns,
and at | uncheons and w ne and cheese bashes. Throughout he was
appr oachabl e- - al ways giving the sane attention and the sane
quality of response to whonever he was tal king. And whenever
anyone began taking Ral ph Tyler or the topic at hand too
seriously, you could begin to see his eyes |ight up as he dropped
a saucy joke or line on an otherw se unsuspecting fan. The
interview, | think, gives you a feel for the conbination of
| evity and seriousness that nakes Ral ph Tyl er good conpany as
wel | as an educational | egend.

The Appendi x contains Dr. Tyler’'s two-page vita. It gives
the reader sone idea of how Ral ph Tyler frames his professiona
experiences. (It’s one of the few educational docunents that is
overwhelmng in its brevity.) A summary index is also included
in the appendix. It outlines the major topics discussed during
the interview and provi des page nunbers.

| amindebted to Dr. Tyler for his willingness to share his
t houghts wwth me. | am in turn, pleased to share this interview
wi th ot her educators.

JRN

The interviewis edited fromthe script of a videotaped
conversation between Dr. Tyler and Dr. Ridings of approximtely
an hour and a half’s duration.



THE | NTERVI EW



RIDINGS: I'd like to begin with some questions about your history
and your education. Wre you born in Nebraska?

TYLER: No, | was born in Chicago while ny father was in the
t heol ogi cal semnary. And when | was two years old he
graduated and we noved to Nebraska where | was raised.

RI DI NGS: You attended Doane Col | ege i n Nebraska.

TYLER Yes, | received ny bachelor’s degree there in 1921 and
went to Pierre, South Dakota, the capital of the state
to teach science in the high school

RIDINGS: Did you go fromthere to the University of Chicago?

TYLER: | first went to the University of Nebraska to get
further training in science teaching, and they enpl oyed
me as a supervisor of practice teachers in science.
was an instructor there for four years until 1926.

Then | Went back to the University of Chicago and got a
doctorate in Educational Psychol ogy.

RI DI NGS: You woul d have finished your doctorate then, when you
were 25 years old. | heard you say the other day that
di ssertations shouldn’'t be a student’s magnum opus;
what was your dissertation study?

TYLER: | was studying educational psychol ogy, but because of
my background in mathematics (I had an under graduate
maj or in mathematics as well as in philosophy), | was
enpl oyed on the Commonweal th Teacher Training Study as
a research assistant, and the title of ny dissertation
was “Statistical Methods for Utilizing Personal
Judgnents to Eval uate Teacher Training Curricula.”
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Sounds quite conplicated but that was the tine when
Prof essor Charters was headi ng the Comonweal t h Teacher
Training Study; | had collected sone two mllion cards
from each cooperating teacher who wote down on a card
an activity that he was engaged in. W had two mllion
cards. In those days there was no automatic sorting
equi pnent or conputers. Fly role was to classify those
two mllion cards and finally to get statistical

met hods for identifying what were the inportant and
crucial or what is often caller nowthe “critical
incidents” for teachers. That was ny dissertation.

The classification reduced the two mllion cards into
“The Thousand and One Activities of Teachers in
Anerica.”

How do we use that information today?

Vell, the Commpnweal th Teacher Training Study is a
report upon which conpetency based teacher education in
t hose days was devel oped. You know about every 20
years or so the uneasy tension between theory and
practice in professional education (whether it be
doctors or teachers or others), alternates between
enphasi zing the activities within the profession, or
enphasi zing the theory that may help to guide the
profession. This was one of those tines when, as now,
t he enphasis was on finding the conpetencies of
teachers and trying to focus on them

Did you nove fromthe University of Chicago to OChio
St ate?

No, ny first position, after | got nmy degree, was at
the University of North Carolina where | worked with
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teachers in the state on the devel opnent of nore
effective curricula. Because Rex Trabue, who had
founded the North Carolina State Testing Program was on
| eave, | was also in charge of the testing program of
North Carolina at that tinme. Then in 1929, M.
Charters who had |l eft Chicago and gone to The GChio
State University to head the Bureau of Educati onal
Research asked ne to join himthere to head the

Di vi sion of Acconplishnent Testing, as it was call ed,
in the Bureau of Educational Research

RI DI NGS: The group of young people who went with Charters to
OChio State turned out to be a pretty exciting group of
people. Wiat was it |ike working at the Bureau at that
time?

TYLER: Charters was a very stinulating person to work with
Every ot her Monday eveni ng begi nning at 7:30 the heads
of the different parts of the Bureau net at his hone.
| was in, as it was called, acconplishnent testing;
there was Edgar Dale in curriculum W H Cowey in
personnel, Earl Anderson in teacher education and Tom
Holy in buildings and school surveys. W net, with
each one of us previously submtting a witten report
on what we had acconplished during the two weeks, what
we saw ahead, and what were the new problens, so that
we had a chance continually to see ourselves at the
cutting edge in devel opi ng new i deas and new research.

RI DI NGS:  You worked on sonething called “Service Studies” with
prof essors across canpus, didn’'t you?
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Yes, ny role in the Bureau of Acconplishment Testing
was to spend half tinme or nore than that working with
the coll eges of The Chio State University to try to

i ncrease student retention and inprove the teaching.
The | egi sl ature had becone concerned because hal f of
the students that were enrolling in the freshman year
never canme back for the sophonore year. The

| egi slature appropriated funds to devote to inproving
teaching and learning in the university. Half ny tine
was devoted to working wwth faculties there (actually
nmore than half), and the other half of the time with
schools in the state.

VWhat were sone of the studies conducted with the
schools in the state?

Let nme begin by describing the public nood at that
time. The G eat Depression began in the fall of ‘29,
shortly after | arrived in Colunbus. People began to
worry about their material |osses and bl amed nmuch of it
on the banks, the governnent and the schools. A big
conference was held in 1933 on “The Crisis in
Education: WII the Schools Survive?’” The papers were
reporting how bad the schools were. Since these
accusations included no evidence of school decline, I
wote to the superintendents in Ohio asking them

whet her they had any of the tests and the papers |eft
that were given 25 or nore years before. | offered to
get themreproduced if they would give the tests again
to see whether the students are really better or worse
than those 25 or nore years earlier. W found a nunber
of communities where old tests were avail able, and we
gave them again. W found, as was discovered in
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I ndi ana a few years ago when they repeated the Stanford
Achi evenent Tests after 25 or 30 years, that the
students of today either did the sane or better than
those of the past. The public acceptance of the notion
that in sone way things are deteriorating seens to be
due not to a presentation of facts but the feeling of
peopl e that things are bad because they are not as well
off as they expected to be. They are not able to get a
second car or to make other purchases that they had

pl anned. So they blanme their social institutions, such
as the schools, and think they aren’t doing their job
for the kids are not as subm ssive as they used to be.

That’ s basically an optimstic note, and you feel
that’s true in 1981 as well?

Yes, | do. You ve seen it around . . . . people saying
it. Wen you |l ook at the National Assessnent, for
exanple, you find that there are nore children able to
read in 1981 than there were ten years earlier. But
the public doesn’t pay as nuch attention to the
Nat i onal Assessnent results as it does to the Col |l ege
Board report that the SAT scores were declining
slightly, 30 points, which is only 2.4 points in raw
score. The standard scores of the SAT are based on a
scale in which the nean is 500 and the standard
deviation is 100. And the standard devi ati on of the
vocabul ary test that fell so nmuch was 8, and so 30
standard score units is 3/1Qhs of 8 or 2.4 points.
This is the extent of the decline in ten years. Now
that’s not a serious decline, but it |ooks severe to

t hose who don’t know what the SAT standard score neans.
A nore inportant Coll ege Board result was that the
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subj ect exam nation scores were going up. Nor was it
generally brought to public attention that the SAT is
taken by nore and nore students in the |lower half of

t he cl ass because they want to get Basic Education
Qpportunity Gants. And, so, in 1975 no publicity was
given to the fact that many nore young people fromthe
| oner half of the high school classes were taking the
test than in 1965. Nothing was reported to the effect
that we're testing a |arger proportion of students who
didn’t do very well in high school. The public junped
to the conclusion that the youth of today are not doing
as well as those in earlier years. The eagerness with
whi ch this conclusion was accepted, | think, is because
many people are now not as well off as they hoped to be
and they bl ane their disappointment on the failure of
school s and other public institutions.

You’' ve brought up National Assessnent, a project you
began working on in the early sixties. Was the
Nat i onal Assessnent Project your brainchild?

Vell, | was asked to design the plans and was chairman
of the exploratory commttee to devel op an effective
operation so that it could be taken over by the
Educati on Conmmi ssion of the States that now operate it.

Has it turned out to be all that you d hoped that it
coul d be?

Oh nothing is ever all that one hopes for. But
certainly it has turned out to provide hel pful data
about the problens and progress of education in the
United States.
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Do you think the change in funding base froma federa

to a state nexus is going to have an inpact on National
Assessnent? WII it make national data nore inportant
for us?

| think it is very inportant before we spend much noney
on educational progranms to have a picture of where we
really are. This is particularly true now when
pressure groups are trying hard to get funds for these
purposes. So | think the National Assessnment is always
inmportant -- especially in difficult times when funds
are rationed and shoul d be focused where they are going
to be nost needed. However, the National Assessnent is
bei ng supported by federal funds, and this year they
were sharply cut. The Secretary of Education at the
annual neeting of the Education Conm ssion of the
States in Boston this |ast August prom sed that he
woul d do what he could to try to get sone of that
restored, it hasn’'t yet been restored. This raises the
question of whether the National Assessnent can be
adequately continued, but | hope it wll be.

Let’s nove back to the end of your work in
acconplishnent testing at Chio State. Was it then that
you began to work on the Ei ght Year Study?

| began ny work on the Eight Year Study in 1934.

went to Ohio State in 1929 so it was five years |ater.
Per haps | should give you the background. Wen |I cane
to Colunmbus | worked with faculty menbers in the
university in departnents that had a required course
for students, e.g. botany, zoology, and agriculture.
They were having | arge nunbers of failures and they
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wanted help, and so it seened inportant to find out how
much students were learning. The instructors would
usual ly say: “W’ll give thema test.” Then | would
poi nt out the problem “Wat do you want tested? The
typical so called achievenent test is sinply a test of
what students renenber about things that appear in
their textbooks, and surely that isn’'t what you' re
after . . you are not just teaching themto nenorize.”
This conclusion led us to tal k about what the
instructors’ objectives were, that is, what they really
hoped their students would be |learning. And then they
said that a test should provide evidence of whether
students were | earning those things or not. Because
the term“test” usually was interpreted as a collection
of nmenory itens, | suggested the use of the term
“evaluation” to refer to investigating what students
were really learning. As we devel oped eval uation
instrunments with those departnments and began to use
them we obtained information about what students were
| earni ng and were not | earning; how pernmanent sone

| earni ngs were; how quickly they forgot information;
and how | ong they renmenbered basic principles. Things
of that sort were part of our experinentation. Then we
noved on into other subject areas, chem stry,
accounting and business, history, and various other
departnments. This was going on during ny first five
years at Chio State. Wthout going deeply into the
background of the Eight Year Study, one could say that
it was a project which devel oped froma realization on
the part of many secondary schools that the depression
had brought into the schools many young people that did
not plan to go to college; in fact, they didn't really
want to go to high school, but they went because there
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was no place else to go. Youth unenploynent was nearly
100 percent. By 1929 we had reached a poi nt where
about 25 percent of an age group went to high school.
In ny day it was only 10 percent of an age group, and
suddenly as the depression went on, 50 percent of an
age group were in high school. It doubled the

enroll ments. Many of these young people didn’t find
the curriculumfor college entrance nmeaningful to them
And the other comon program the Smth Hughes

Vocati onal Education Program was highly selective. It
enrol |l ed persons who were definitely planning a
particul ar occupation |ike garage nechanics, or
homemeki ng, or agriculture.

Hi gh school principals realized that the schools
shoul d have a different programfor these new students
who were now in the high schools because they coul dn’t
find work. But the course requirenents of high schools
then were pretty largely determ ned by, on the one
hand, coll ege entrance requirenents and on the other
hand, the rqquirenents of State Education Departnents.
These determ ned what subjects were taught and, how
many units were to be taken. Leaders anong the
princi pals brought attention to their problens, and the
Progressi ve Education Association, which was interested
in innovations, took the responsibility of getting
toget her a conference of school and col |l ege people
including the state departnents to determ ne what could
be done.

Qut of that conference energed the idea that a
smal | nunber of schools (ultimately 30 schools and
school systens), should be encouraged to devel op
progranms that they woul d design to serve the high
school students of that period. These 30 schools were
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to be given eight years in which to develop and try out
new educational prograns. During that tinme they would
be freed fromneeting ti specific requirenents of the
state and of college entrance subjects in order to
provi de freedom for experimnmentation.

But there was a stipulation in the arrangenent
agreed to by the colleges and the state departnent;
nanmely that there would be an evaluation, and the
eval uation was to include the followng: One, there
woul d be records avail abl e about the performance of
students that would furnish information to help
col | eges make wi se sel ections. Second, there would be
an apprai sal of what students were | earning year after
year in the high school so that the school would get
continuing information as to whether they were |earning
sonething inportant. Third, there would be a follow up
after graduation to see how well they did in college or
i n other post-high school arenas enploynent, marriage
or whatever it mght be. This was the threefold task of
eval uati on.

The first year of the Ei ght Year Study (1933-34)
the directing commttee expected to use the Ceneral
Cul ture Test devel oped by the Cooperative Test Service
for the Pennsyl vania Study of School and Col |l ege
relations. But this was just a test of information
students recal |l ed about the things presented in wdely
used textbooks in the various so-called basic subjects.
The school s rebelled; that wasn’'t what they were trying
to teach, therefore it would not be a fair neasure of
their efforts. They threatened to drop out of the
study. This produced a crisis in the sunmmer of 1934 at
the tinme of the annual neeting of the participants.
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At this point, a nenber of the directing

comm ttee, Boyd Bode, a well-known phil osopher of
education who had his office across the hall fromne in
The Chio State University said, “W’ ve got a young man
in evaluation at Ohio State who bases eval uation on
what the schools are trying to do. He works closely
with them and doesn't sinply take a test off the shelf.
Wy don’t you see if he will take responsibility for

directing the evaluation?” | was reached by tel ephone
at Chapel H |l where | was teaching in the sunmer at
the University of North Carolina. | cane up to the

Princeton Inn where they were neeting. The
interrogated me all norning and then | had |lunch with
them They went into executive session in the
afternoon while I twittled ny thunbs and wat ched peopl e
pl aying golf outside the Inn. At 4:00 p.m they cane
and said, “We would Iike to have you be the director of
evaluation for this project.” | agreed to do so after
maki ng arrangenents with The Chio State University to
spend half tinme at the University, half time on the

Ei ght Year Study.

Wul d you say that Tyl erian Eval uation, as we
understand it, was born during the Ei ght Year Study?

Vll | don’t know, it depends on what people want to
call Tylerian Eval uation.

That brings up an interesting point. Yesterday | heard
you descri be the evaluation process in the context of
training evaluators, and it sounded a good deal richer
than the six or seven steps often used to descri be

obj ecti ves-based eval uati on.
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Ch surely you can’t use just the objectives as the
basis for conprehensive evaluation. But certainly it
was very inportant for people starting a programto
reach new students and find our whether they were
acconplishing their purposes. But it is also inportant
to find out many other things in order to understand
what’s going on in a programand to guide it. | think
when people say “Tylerian” as a single process it’s

I i ke saying Dewey only nentioned child interests; there
is no way of summarizing very sinply any human being s
noti ons about sonething conplex. But for convenience
we are likely to give a procedure a nane, rather than
describing it nore fully.

As you worked with teachers to produce objectives that
reflected their classroom goals, you nust have realized
that you had an inpact on curricul um

| think so. Especially in the areas where there had
not been nmuch clarity in the curricul umdescriptions
and expl anations. For exanple in the case of
literature, the teachers of literature would usually
repeat sone trite phrase |like “the students should
learn to appreciate literature.” | said, well, that
sounds sensible. Wat do you nean by that? Wat have
you observed that you are trying to hel p young people

| earn that you call “appreciation.” 1Is it that they
can tell you about who wote a book? 1Is it that they
can nmake critical judgnents of a literary work in terns
of sone criteria, such as unity or illusion of reality,
or what not. W discussed such things until we began
to agree that ultimately with literature we were
concerned wi th conprehension, interpretation and
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appreciation. They meant by appreciation that the
reader responds enotionally to sone literary works and
thus his life is richer by reason of these envotional
reactions. Reading is not just a dull sensing of

meani ng. Al that canme out of discussions, and from
conti nuous rem nders, “Don’t | ook at sonme taxonony to
define your objectives. A taxonony is what soneone

el se states as the neaning of educational objectives.
You're a teacher working with students. What have you
found students learning that you think is inportant? W
formed a conmttee of teachers on appreciation of
literature fromthe 30 schools and their discussions
becane a very rich way of trying to clarify what one
could help students learn with |iterature. W were

ai ded of course, too, during the Eight Year Study, by
comm ttees of people outside of the schools who had

i deas. Louise Rosenblott wote Literature as

Expl oration and that gave a new vision of what

literature could be; or the book witten by Al berty and
Havi nghurst, who was then teacher of Science at the
University School in Ohio State, on Science in Cenera

Educati on gave new insights into that. So we were
trying to help get a vision of what educati onal

obj ectives could be. These discussions guided both the
teachi ng and the eval uati on.

VWhen we hear criticismof objectives-based eval uation,
it’s typically that the objectives are not eval uated.
Yet in listening to you over the last two days, it’s
apparent that you have had a good deal of conmunication
wi th teachers, and respect for their skills
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They’ re the ones who have to do it. Nobody el se can
tell you what you're trying to do as well as you
yoursel f. Especially, when you try to probe the
unconscious intuition of thing; that teachers are doing
t hat have been sensible, yet they haven't really worded
t hem bef ore.

So, it’s a matter of articulating sone things that you
t hi nk teachers do know how to do, have been doi ng, but
probably need to refine. You approach educati onal
problenms with a great deal of comon sense.

The only problemw th comon sense is that it’'s so
unconmon.

One could say that while there m ght not have been a
formal step for assessing the worthwhil eness of

obj ectives, that was in fact always going on in the
“Tyl eri an” eval uati on process.

Yes, of course. The schools were hel ped not only by
the evaluation staff but by a curriculumstaff working
under Professor Alberty. In 1938, the curriculumstaff
conpl ained that the schools were saying they were
getting nore help for the evaluation staff than from
the curriculumstaff. Alberty explained this by
saying: “Tyler has a rationale for evaluation and there
isn’t any rationale for curriculum So when we were
having lunch, | said to Hlda Taba, ny right hand
associate, “Wiy, that's silly, of course there's a
rationale for curriculum” | sketched out on the
napkin what is now often called “The Curricul um
Rationale.” It indicates that in deciding what the
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school should hel p students |earn, one nust | ook at the
society in which they are going to use what they |learn
and find out the demands and opportunities of that
society. To learn sonething that you can’t use neans
that in the end it will be forgotten. One nust also
consider the |earner -- what he has al ready | earned,
what his needs are, and what his interests are, and
build on them one nust al so consider the potenti al

val ue to students of each subject. After lunch | said
to the curriculum people, “Here’s a rationale you m ght
want to follow,” and that kind of outline of a

rati onal e began to be devel oped.

Dr. Tyler, when | was reviewing for this interview, |
| ooked back at your work, and | |ooked at Cronbach’s
pi ece in 1963 on course evaluation. |t was apparent
that you really couldn’t talk about evaluation in the
early days of educational evaluation w thout talking
about curriculum that they were in fact conpletely

i ntertw ned.

Well, if you are tal king about eval uation of education,
of course.

It seens, as educational evaluation has grown, in sone
ways we have seen the parting of education and
educational evaluation; that is, educational evaluation
has taken on a life of its owm, is going in its own
direction, and is really not attending to curricul um

That happens in all professional fields; nedical
research has often forgotten the patient, who has
becone clinical material, and forgotten the role of the
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physician as a health counselor. It was as if in sone
way, once the physician knew what was going on in the
human body, automatically the patient would get well;
but we know that only the patient can get hinself well
-- just as only the child can learn. You can't learn
for him So there is all this evaluation business up
here, w thout considering what it is the learner is
doing. The sane problemexists with social work; they
sonetinmes think of clients as having no mnds of their
own. But, when for instance, people discover that
noney can be had in the aid to dependent children, sone
are tenpted to say “That’s the way to nmake ny |iving.
11 just have nore children and get nore noney.”

You’' ve got to consider the social situation and what it
means to the so-called clients. They' re not inert
objects out there to be worked on. You can do that if
you’ re working on plants, but you can’t do that with
human bei ngs.

RIDINGS: Ironically the federal dollars that noved eval uation
forward brought us...

TYLER: Has it noved us forward?

RIDINGS: Well, it brought us |arge funded progranms and with them
program eval uati on whi ch has grown and becone nore
met hodol ogi cal |y diverse. | guess the question is
whet her program eval uati on has co-opted curricul um
evaluation in the public school system

TYLER: Vell, | think there will be much | ess noney fromthe
federal governnent for that kind of evaluation and that
may hel p people to stop chasing dollars and try to
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consider what is really involved in effective

eval uation, and who are the clients for eval uation.

One of the problens is that they see the clients as
bei ng federal governnment, the Ofice of Education, N E
or the Congress, instead of the clients that you're
going to inprove -- the teachers and the peopl e who
operate schools, and the parents and children. Wen you
have those clients, you have to have different

consi derati ons.

The eval uati on conponents for many | arge-scal e funded
prograns are still focused on outconme neasures

And often i nappropriate ones.

They don’t reflect the literature that we have

avai lable in evaluation. Who’'s in control of
educational evaluation in our country? Wy don't we
see what professionals and academ cs are doing
reflected in evaluation as it’s |egislated?

You' re not asking that an a question are you?

You nean, it’s so apparently governnent influence.

VWell, the evaluations that nake any difference are
those that reach the people that really care about
education, the teachers, the parents, the children, and
citizens who are concerned with the welfare of the
country. Mich program eval uati on has been directed at
Congress which, because it’'s controlled or greatly

i nfl uenced by high pressure groups, doesn't really care
as long as it has satisfied its pressure groups. And
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if it’s an act of law, they wll not change the | aw
just because sonething is found not to work -- not
unl ess the pressure groups no |onger press for it.

RI DI NGS: An asbtract of a recent dissertation study on the
Uni versity of Chicago eval uation group proposed, after
| ooki ng carefully at you and Bl oom and the students
that you had touched, that perhaps the nost significant
aspect of that group is the comunication network that
was set up and continues between you and your students.

TYLER: How do they determ ne what is the nost significant,
what’s their criteria for significance?

RIDINGS: | didn't read the whole study. | would specul ate that
it mght nean the characteristic that has been nost
instrunmental in keeping evaluation alive and grow ng
wi thin that group and, perhaps influencing the general
devel opnent of eval uati on.

TYLER Well, that’'s a theory of history, and there are other
t heories, such as the need for sonme things wll cause
t he persons who produce it. The question, for exanple,
of whether it was the autonobile industry, as an
i ndustry, that nmade the great use of cars, or the
di scovery that cars were so hel pful to people. It’s
hard to determ ne whether it’s people with ideas that
produce -- rather than the need of a tinme; and,
obviously it’s sonme kind of interaction. You can have
peopl e pressing for sonme things and nobody feels the
need for it, and it disappears in due tine. In sonme
way it’s a conbination, but it’s too sinple a theory to
tal k about. These “networks” haven’t changed the world
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general ly when they' ve been in existence, unless at
that time there was a need for one.

Do you keep in active conmunication with nost of your
students?

| certainly see themquite often and | |ive not far
from Lee Cronbach. M two right-hand research
assistants getting their doctorates in Chicago, in
those early days, were Ben Bl oom and Lee Cronbach. And
then there was Chester Harris, and, of course, Hilda
Taba had already finished her doctorate, and | was able
to help her stay in this country when she was about to
be deported back to Estonia because she cane on a

st udent vi sa.

In 1938 you made the nove from Chio State back to the

Uni versity of Chicago where you becane the chairnman of
the Departnent and | ater Dean of the Division of Social
Sci ence.

| cane first to do two things. One was to take M.
Judd's place, who was then retiring, and so to be Head
of Education. And the other was to head the Board of
Exam nati ons responsi bl e under the Chicago plan for
determ ning the student’s conpletion of his educational
program Under that plan, all the degrees are based on
passi ng various conprehensive exam nations. So that |
was University Exam ner half tinme and half of ny salary
was paid by the Examner’s O fice, and half was paid by
t he school of education.

Egon Cuba said to ne that while people know you as a
researcher, a theoretician and a statesman, you were
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al so a wonderful adm nistrator and a very good Dean.
Did you enjoy adm ni stration?

Yes, if you define adm nistration as Lord Acton does,
“the art of the possible.” | like to help people find
ways of using their talents nost effectively and that’s
usual ly by giving them an opportunity for a tine to do
what they think is inportant. Then, fromthat
experience, thus try to clarify what they really feel
they can do best in that context.

| think that Guba is especially influenced by his
own nmaj or Professor Jacob Getze’'s; | found Jacob
CGet zel s teachi ng social psychology in the Departnent of
Human Rel ati ons at Harvard and brought himto Chicago.
He said he was a social psychol ogist. He said, “Wat
do you want ne to do?” | said, “lI want you not to
teach anything until you feel you ve got sonething to
teach. 1’d like to have you go around to schools, see
what you see going on in education that could be
understood by utilizing social psychology.” WelIl he
told ne later that he didn’t really believe ne, so when
the quarter started he said, “What am| to | each?” |
said, “Whatever you feel is inportant to people in
education.” "Well, | don't know." -- "Until you find
that, just go on observing schools and talking to
school staff.” And so this went on until he felt he
had sonething to teach teachers. And he al so worked
Wi th people in admnistration on the theory of
organi zation. | conceive a task of the adm nistrator
to find what appears to be a bright and abl e young man,
then not to put himinto a nitch, but to help himfind
hi msel f and where he could use his talents and then
support and encourage that.
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So you were the true facilitator?

That’s what an adm ni strator should be, a person to
hel p people acconplish; it is the art of the possible -
hel pi ng make possi bl e what others dream and hope they
can do.

It’s a nice definition

| mght name a good many others | tried to help. For
exanple, Herb Thelan -- | found himteaching chemstry
in the university high school in OGakland and again

had him before he taught anything, observe what was
going on in teaching. He becane interested in the
interaction of students and teachers. He said he
wanted to work on that, so | set up a laboratory in
which interactions in the classroomcould be observed
and recorded; a place in the |aboratory school where he
could study different groups of students. W didn't
have video tape in those days but we had audi o tape and
we had ways of | ooking through one-way mrrors and so
on. So he began to have a chance to do what he had

di scovered to be interesting after |ooking at education
for awhile . . . . and study what he wanted to | earn
about. Sone of his students never went beyond that.
Ned Fl anders, for exanple, always wanted to have just
interaction -counting. But Herb, if you ve seen his
recent book just published, has gone a great distance
in his understandi ng of the human influence involved in
t eachi ng.

" m noving you through your life way too rapidly. |
was about to nove you into 1953 when you becane the
Director of the Center for Advanced Studies.
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TYLER: But you may want to understand that during the war |
was also the Director of the Exam nations Staff for the
Armed Forces to devel op educational testing. The GED
Test was originally devel oped there, guided by Everett
F. Lindquist of the University of |owa.

RIDINGS: Didn't Dan (Stufflebeam) also work on the GED?

TYLER: After | left Chicago, the responsibility was contracted
out to Ohio State when Guba was Director of the Bureau
of Educational Research, and | believe Dan was wor ki ng
on the GED Tests then. W originally devel oped the
exam nation so that young people who were returning
frommlitary service after the second world war woul d
have a chance to denonstrate what they' d | earned and
get sone credit for it. So we al so devel oped a series
of subject exam nations and course exam nations for
t hat purpose. When the war was over | was asked to
serve as Director of the Veterans’ Testing Service for
the Anerican Council of Education to devel op centers
where veterans could take the tests, and denonstrate
what they had |l earned in the arned services. Those
were some adm nistrative responsibilities to try to
make possi bl e sonething that seened inportant.

RIDINGS: You were also instrunental, you and Frank Chase, in
begi nni ng Regi onal Labs in our country.

TYLER: Vell, in 1964 M. Johnson set up a task force to see
what needed to be done in education, if he were
el ected, as he was in 1964 to the presidency. The task
force was headed by John Gardner and included a nunber
of very able persons |like Edwi n Land, the inventor and
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head of Polaroid. He suggested the idea of

Suppl enentary Education Centers in order for children
to learn frommuseuns, |ibraries and ot her educative
agencies in the community. Unfortunately, this section
of ESEA was construed by the educational bureaucracy as
anot her task for the schools, and nobst projects
supported under this title involved school activities,

i nstead of sending kids out where they could learn from
ot her experiences. | was responsible for witing the
section on | aboratories, the substance of which was
included in the Elenentary and Secondary Education Act
of 1965. We viewed | aboratories as the “m ddl eman”

bet ween research and schools. W already had the R and
D Centers in which educational research and devel opnent
was supported. What we did need was a way by which the
consuners, the schools, could identify problens they
had and seek help fromresearch of the past as well as
the present. The |aboratory was to be based with the
consuner, but the | aboratories that were actually
funded were, with sone exceptions, either R and D
Centers or oriented toward the producers of research
rather than the consuners. The result is that we still
| ack the “m ddl eman” in nost regions.

Li ke the National Assessnent, it would seemthat the
regi onal |abs could be jeopardized by |ack of funding.

Yes, but it is possible that this could be a
constructive result. They m ght then seek to serve the
consuner nore fully and get support there. For

exanpl e, the post office | ooks to Congress, it doesn’t
worry too rmuch about its consuners; but if the Post
office were responsible to their consuners then there
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could be nore concern for good service. It is possible
that if the federal governnent doesn’t support the

| abs, they will seek support for their consuners. That
may nmake the | abs nore responsive to the needs of
school s rather than to becom ng a sort of second | eve
of R and D Centers.

From 1953 to 1963 you were the Director for the Center
for Advanced Studies. Wuat do you think were the
Center’s major contributions during that decade before
you began work on National Assessnent?

Provi ding an opportunity for very abl e behavioral
scientists to spend tinme to think and to study when
they were not responsible for teaching and ot her

servi ces based on their previous work. At the Center
t hey coul d think about what they needed next and they
could get ideas for future devel opnent.

The idea of the Center was suggested first by Haus
Speier in a communication to the Ford Foundation. The
Foundation in the autum of 1951, appointed a conmttee
to explore the idea. It consisted of ten |eading
behavi oral scientists. | served as chairman of the
commttee. W nmet in New York for Saturday all day and
Sunday until noon each weekend from January until June,
1952, working out possible ways to help able people to
keep grow ng.

One of our nenbers, Robert Merton, had been
studying the careers of Nobel Prize wi nners and noted
that they rarely produced anything new after they were
awarded the Prize. W recognized a need for schol ars
and scientists to get new stinulation and new ideas in
m dcareer. To this end the Center was founded.
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CQut st andi ng students of human behavior were invited to
conme there wth no assignnents other than their own
restless energy. The Center adm nistrations’
responsibility is to help each scholar to do what he
believes will give himnew lines of work. That the
Center has been a constructive influence is shown in
the visible career |ines of those scholars and
scientists who have spent a year there. Each year the
Center invites about forty people fromthe United
States and ten fromabroad to be in residence there.

RI DINGS: So once again you played the role of facilitator and
nut ured people so they could do good things in
education and research.

TYLER: Vll, nurture is a termthat depends on how suppliant
you think they are. And, of course, don't forget the
basic political principle that has gui ded many pressure
groups in seeking governnment funds -- when a sowis
suckling a pig, the sow enjoys it as nuch as the pig.

RI DI NGS: (Laughing) | like that one. Tell ne, when you | ook

back on a career that has al ready had so many pinnacl es

TYLER: | don’t think there are pinnacles.

RIDINGS: Wuld you buy tiny hills?

TYLER: | don’t think of themthat way at all. | think about
nmovi ng al ong doing the things that seeminportant.
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Just pl odding through with Ral ph Tyler. |Is there
sonet hing you feel a greater sense of persona
acconpl i shnent over?

| never thought of it in those terns.

| f you don’t think about acconplishnents in a personal
sense, what about as contributions to education?

| thought they were useful; but | never tried to
exam ne them

You don’t rank order?

No | certainly don't.

Ckay. |I'magoing to turn to sone specific questions
about the field of educational evaluation and start
with what | think is the obvious one. You' ve often
been referred to in the literature as the father

| invented the term “eval uation” when applied to
educational procedures; so if namng the child, as the
godf at her nanes babi es, makes you father, then | am
And when it began to be a cliche’ and eval uati on neant
so many different things to different people,

invented the term*“assessnent,” and that’s what we used
next .

Well, that’s what | wanted to ask -- the anount of
paternal responsibility you take for this offspring
that is credited to you.
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You can’t take responsibility for what other people do,
so the only thing you can do when anythi ng becones a
cliche’ is to get a new word.

And that’'s “assessnent ?”

Right now it’s assessnent, but that wll becone a
cliche’ because many people quickly catch on to forns
and to | abel s without understanding the substance of
what sonmething is. | was at a neeting yesterday in

Chi cago for the Board of the Institute of Phil osophical
Research, and one of the group had been maki ng a study
of the influence of the Commttee of Ten's report on
secondary education. That report was headed by Charl es
Elliot, the President of Harvard, and it was sponsored
by the NEA. It outlined a program of education which
in formset the structure of American education for
1893 until at |least the Eight Year Study, or about 1933
-- at least 40 years. But what this researcher had

di scovered, Ms. VanDoren, was that nost of the things
that were carried over were forns. The schools offered
t hose subjects naned in the conmttee report, but they
did not usually believe in such courses, the ains and
the content suggested by the commttee. Many of the
commttee’ s suggestions are fresh ideas today. | was
not surprised. Wy was it that PSSC and the ot her

sci ence courses, supported in their preparation by many
mllions of federal dollars, never really reformed much
of the curriculunf? Because the people who quickly took
it on, took on the form they were taking PSSC and
usi ng the books not as aids to inquiry but as stuff for
kids to renmenber. You may have seen the report of the
use of these materials prepared by the University of
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I[I'linois commttee | ed by Robert Stake. The problemis
that sonmething is |abeled, like the Tylerian rationale,
and pretty soon it is the formthat is in people’s

m nds, not the substance. Forns, |like cosnetics, are
so nmuch easier to adopt than changi ng your personality.
And that kind of business nmakes it necessary
periodically to change | abels because the | abel s becone
cliches representing sonething Iike Dewey’ s “Do-1-have-
t o-do-what-1-want-to-do” sort of cliche -- which was
not what Dewey said at all, but a way of quickly

| abeling it. And then it’s |ost.

It’'s also nuch easier to dismss an idea after you
sinplify that greatly.

There was a woman, very set in her ways, who taught in
the schools of Tulsa during the Ei ght Year Study.
Everyti me we had a workshop, she’d say, “W’ ve been
doing that for 13 years in Tulsa.” O course she
didn’t understand what was being tal ked about except
for the | abel she could quickly attach and, of course,
then di sm ss because “W’ ve been doing it for 13 years
in Tulsa.”

Speaki ng of | abels, there are a grow ng nunber in
evaluation. | think Mchael Scriven said that, at one
count, there were over 50 eval uation nodels; we have at
| east two bonified professional eval uation
organi zati ons, and probably nore; we have a nunber of
eval uation journals, and a nunber of sets of standards
now. Do you think this is progress?
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Probably not. It depends on whet her eval uati on has
becone so popular that it’s a fad and is likely to
fade. However, there will be people who really are
concerned with finding out what is going on in our
educati onal program and want to understand it. These
people will be seeking ways of evaluation. That’s what
science is about -- trying to distinguish between the

i deas you have about phenonena, and what’s really going
on.

If you were to run a nmgjor project tonorrow, would you
hi re soneone called an evaluator to work with you on
the project?

It depends on whether they could do what needed to be
done.

What kind of a job description would that be?

Evaluation is a very broad term-- what is it that
needs to be done?

Well, right now you' re hel ping to educate eval uators,
wor ki ng on training prograns for professional
eval uators, is that right?

Well what | do now, of course, since | have no
permmanent job, is what’'s expected of ne grow ng out of
my background and where |’ m enpl oyed. For exanpl e,
this senmester at North Carolina State University |I'm
enpl oyed by the Division of Adult Continuing Education
and Community Col | ege Education. Now, for exanple, the
eval uation of general adult education requires the kind
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of person who understands what |earning and teaching

i nvol ves and can design a | earning systemand eval uate
parts of the | earning systemthat are working or not
wor king. But they need to do this with a good deal of
under st andi ng of what that nmeans in the context of the
community college in North Carolina, or adult education
that ranges fromthe basic education of illiterate
adults of whomthere are a lot in North Carolina, to
the adults who have graduated from coll ege. They need
to have gotten well along in a job and understand what
life is really about, or, as Marvin Fel dnen says “is
there life after work?” Then there are the trainers,
peopl e in continuing education who | neet on Fridays
fromI|BM and a good many other industries in that area
involved in textiles, electronics, and printing. There
the problemis identifying what is to be | earned and
how to evaluate it. Now there are sone general people
who can do that, but my own experience in evaluation is
t hat except for the generalists |ike you and Dan, nost
of the people are going to be in a particular situation
where their understanding of the particular situation
is terribly inmportant. Hence, | would choose soneone
very famliar wwth the context and teach them how to
eval uate, or choose in excellent general eval uator and
imrerse themin the context Christine McQuire, one of
my students at the University of Illinois Medical
School, is a good illustration. She is a general

eval uator but very famliar with teaching and | earning
in the various areas of nedicine, pediatrics,
psychiatry, and the |iKke.

You said yesterday that it was hard for you to believe
t hat people involved in educational eval uation of
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school i ng woul d have nuch insight or be very productive
if they hadn’t been in a public school classroom

Yes, if that’s where they’'re evaluating -- or nedical
schools if they are there, or training stations if they
are there.

That brought to m nd, however, the nmany new peopl e who
are being graduated and have degrees in eval uation;
sone are a new breed of professional with technical
skills and quantitative backgrounds but they are not
necessarily educators.

They’'re |i ke the econom sts of today who can tell you
what’s wong with the econony, but can’'t figure out
what you're going to have to do about it.

I n other words, such evaluators are playing a role in
finding problens, but not in solving them

Vell, it depends on what the purpose is; there' s a

pl ace for finding problens. There's a place for the

di agnostician or the person who runs the blood tests in
the clinic, but he is not the one who is going to tel
you what to do with the information

Let nme ask you about the Standards. As you know, the
Project to Devel op Standards for Educational Eval uation
is housed here at Western M chigan at the Eval uation
Center and has been chaired by Dan Stuffl ebeam That
group dedicated their Standards to you.

That was nice of them
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Certainly it was a sign of respect. Wat do you think
about the quality of the Standards? Do they hit the
mar k now? Do we need then?

| think it’s very helpful for the kinds of program

eval uation that have been done under federal support to
have this set of standards. Standards for anything
have to be in light of the context and where the
problens lie. There are different problens if you re
tal ki ng about the eval uation of nedical school
curriculumin order to produce general practitioners,
rat her than people who are primarily research people in
medi ci ne.

Do you think the Standards, or a profession searching
for standards, will bring up sonme issues that will have
to be resol ved?

OCh, | think that anything that causes you to | ook
critically at what’'s going on will help you to identify
pl aces that have to be exam ned very carefully. Put
anot her way, a professional occupation is one where
there is continuous effort in the research of the
profession to identify both the proper ends and the
ef fective neans of that profession. Research on the
proper ends is concerned with the ethics of the
profession relating the professional’s work to the
common good rather than the notion that what’'s good for
General Mdtors is good for the country.

For exanple, there needs to be a continuing study
of the nature of nedical ethics as new ways are
devel oped for keeping people alive a long tine at a
great cost. The ethical issue is: How nmuch can
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society spend, if it has limted resources, on keeping
sone person of age 65 alive for ten years at a cost

t hat woul d cover the health services to children for
perhaps 20 or 30 tines that many children? This is an
et hi cal question not easily answered, and should be a
matter of continuing study. Correspondingly, for the
pr of essi on of eval uation, the questions of who are the
clients and what proper service can be given clients
are raised. Is it proper for sone people to get
information that m ght be wongly used? These are

ki nds of questions in evaluation that are continually
going to cone up, and they change with tine.

One role of the research profession, the inportant
one, is the continuing study of ethics in the |ight of
changi ng situations. The second is trying to
understand the processes and trying to characterize
themin ways that others can understand so they can do
nore than sinply follow what the “master” does. They
need to understand what goes on and be able to sol ve
new problens as they arise. Evaluation needs to
continually try to exam ne the appraisal process and to
find principles rather than setting up nodels to be
followed. |If you |l ook at science, it has not benefited
by structural nodels alone except as an illustrate tion
of principles in which the nodels keep changi ng as new
situations and applications of the principles require.

Whet her you | ook at nedicine, or fields |like accounting
and auditing that deal with information, if those
fields don't revisit their principles and the inpact of
those principles on their audiences, instead of a
guiding set of principles they end up with a very restr
ctive set of expectations.
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And with limted tinme and resources, an inportant
guestion for applied research in evaluation is to

di scover how far a further refinenment of eval uation
data is justified in ternms of the cost, and how nuch
difference it would nake in the actions to be taken. A
nunber of researchers seek nore refinenent but, because
they think only of general group data, are happy to
tal k about a correlation say of .6. Many testers were
j ubil ant when they found a correlation of .6 between
the SAT and first-year grades. But they did not

exam ne the question as to whether this correl ati on was
a sign that college teachers should change their ways
of teaching so that they could reach students who had
not | earned to study before, or whether they sel ect
only students who have already | earned to study.

That’ s an ethical problemin connection with testing
for adm ssion. Testers did not consider another
guestion: Wat does the adm ssions conmttee do about
t he SAT score when the correlation is only .6. How
many individuals are m spl aced, and does the coll ege
care about the m sjudged individuals. |f one only
cares about the institution getting its share of good
students, one can disregard the errors which individual
students suffer. Wat is the ethical responsibility of
testers? Don't they need to | earn nore about the
person than is provided by an instrunent giving a
correlation of .6? This ethical question is the one on
whi ch the Conmmuni sts and Fascists differ nost from
avowed denocraci es. Communi sts and Fasci sts say, we
don’'t care as long as we get what we need to keep the
state going. |It’'s too bad that an individual suffers;
but people serve the state. However, we believe in the
i ndividual; we believe in equality, and what right have
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we to say that we're satisfied to be guided by a .6
when we could go and try to |earn nore about the

i ndi vi dual and get to a point where we could nmake
fairer decisions. These are ethical questions that
arise froma statistical nethod which applies only to
groups. Don’t we have a responsibility to |learn nore
about the individuals within the group?

(Interruption for a photo session)

During the photo session, we were tal king about
statesmen. | nmade the statenent that you were, if not
the prem ere educational states man, one of our nost

i nportant educational statesnen.

Well flattery doesn’'t get you everywhere. Let’s go on
wi th the questions.

Let’s tal k about the necessity of statespersons and how
to groomthemin education.

Well of course there are different history theories
too. One is the necessity of statesnen, and the other
is the English theory, during the tinme of the First
Wrld War, that you can nuddl e through w thout
statesnen sone way and the civilization survives. But,
in any event, it’s nice to have them \Wether they're
necessary i s anot her question.

W nentioned a few, Frank Chase was one of the people

we were tal king about, and Horace Mann. You al so

i ncluded H | da Taba. These are all people who are or

have been national and sonetinmes international |eaders
in education. W were tal king about the problens of
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why sonetinmes we seemto | ack statespersons in
educati on and suggesting that it mght be, in fact, the
educational process or training process. Could you
talk alittle bit about what nakes a statesperson and
what kind of activities they're involved in?

You m ght want to talk first about why sone situations
produce nore statesnen than others, and that, of
course, has been a concern of religious witing for
many many years. Anps advanced a theory in his book of
the Bible that in periods of affluence, (he described
vividly how wonen flaunted their jewelry), people were
no longer interested in God because they could satisfy
their wants easily. The great ethical period for the
Jews was in their Babylonian captivity. The general
theory, which is hard to refute because it seens to fit
so many historic periods, is that the human being is
both an animal that, |ike other animls, depends upon
vari ous physical things, food, for exanple, and is
greatly attracted to material possessions but also is
capable of imense efforts to attain goals that are
non-material (concern for others, unselfishness,
altruism and so on). In tinmes when it’'s easy to
satisfy the material wants, people generally becone
greatly attached to material things so that in affluent
ti mes people spend nore than they need, they're
satisfied and get happy about all the things they can
get, and they pay little attention to the nonmateri al
because they spend little tine in reflection when

enj oyi ng physical gratifications. In difficult tines,
when the physical gratifications are not easily
obtained, nore tinme is spent in thinking about seeking
non-mat eri al goals.



Rl DI NGS:

TYLER:

37

John Dewey pointed out that man as a human being
is essentially a problemsolver. He's not a cow that
chews its cud after a nice neal in the pasture and just
enjoys that. Mn and wonen are essentially made to
deal with problens, and that’s why civilization
advances. Peopl e have been able to neet new
envi ronment al probl ens when ot her organi sns have often
peri shed because they couldn’t adapt. Which suggests
that the environnment in which people can continue to
devel op is one where goals require effort and probl ens
must be solved, and not one of relative ease. Now
that’s a theory of history that | think may be usef ul
in this connection. Look back at the tinmes that we’ve
had people that we call statesnmen. For exanple, in the
case of Horace Mann, it was when there was a great
expansion in the elementary school system of
Massachusetts. They didn’'t have enough teachers, and
he had to solve the problem of how to educate teachers.
He invented the normal schools, and he did a nunber of
other things. But during the periods before that, when
there wasn’t a great expansion and when there weren't
probl ens in educating teachers, they didn't have any
demands in that sense for persons to lead themin new
ways.

If times are getting bad, are we about to see the
emer gence of sone new st at esnen?

If they're viewed as bad by those for whomthe neasure
is noney and physical satisfactions, then the tines
ahead are likely to be austere tinmes. But that has
nothing to do at all with the question of whether there
w Il be good tines for education or for people who care
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about others, who are concerned with sone sense of
satisfaction in serving others as well as being served,
and those who care about a closely knit famly. Those
are things that can becone better during periods of
austerity.

So the funding hiatus in education mght in fact help
us?

It’s probably going to produce better education. You
m ght ask yourself if you got 25 percent nore salary
woul d you do a better job than you do now?

No.

So really noney has nothing to do with how well you do,
does it? Mney hel ps because it provides for your
physi cal satisfactions and it may be nice for you to
have other clothes or other physical things. But if it
causes you to be so interested in such things that it
di stracts you fromthinking about your work, then it
can be distracting. The point is, when is physical
wel | being such that you don’t worry about it. People
who are starving certainly can’t think about things
because in sone way they have to get food. So there’s
sonme |ine between which a situation is so devastating
that people can’t rise to it, or so satisfying that
they don’t worry about anything else. There is sone

[ ine which pronotes the problem solving characteristic
that we should try to attain.

You have seen a nunber of crises or what people
characterized as crisis periods in public education.
You’' ve al so seen enornous anounts of gain made in
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education, and probably experienced sone di sappointing
| osses .

That' s life.

Somet hi ng nust have notivated you all those years to
stay active in public education, to still |ook forward
to anot her decade or nore of active work in education.
What keeps you goi ng?

Well | think |like all people if you feel your
experience and your training gives you a chance to nmake
contributions to inportant things you want to be right
in there fighting.

And you're optim stic and believe in the public
education system

There isn’t any alternative. Public education didn't
conme first you know. Wen we first really had fornmal
education it was supported by the famly. You renenber
that in the English law fromwhich our English
ancestors cane in the 1600's, the famly was

responsi ble. Every person had to be with a famly; if
soneone had no relatives, he had to be attached to a
famly under |law, or bound over, if he was a child, to
sonebody or to an orphanage. And the famly was
responsi bl e for seeing that the person respected the

| aw and obeyed it, for deciding which occupation to
carry on to make his living, for his religious duties,
and all those things that foll owed the requirenents of
the state for citizenship -- that was all left to the
famly. People who cane from upper cl asses were
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destined to be the rulers so they were sent to
secondary schools in England, Eaton and Harrow, and so
on, and then those of them who were going to be
scholars and intellectuals were sent on to Oxford and
Canbri dge Universities.

But what happened with this group who first cane
to the New Engl and Col oni es? They were
Congregationalists. They did not believe that a priest
could lead themto sal vation; they thought you had to
read the Bi bl e and understand what Christianity nmeant
and nake a voluntary decision to be Christian. Now
that was a new conception; a view that a person had to
make hi nsel f good neant they had to teach the children
to read the Bible. It becanme a conmunity
responsibility because they were a religious comunity.
So the first schools founded in New Engl and were not
just famlies tutoring children. The first schools
were based on the need to have everybody learning to
read.

Now we’ ve got the same correspondi ng busi ness.
Less than five percent of the population can work at
unskilled labor; that’'s the present proportion of the
| abor force that is unskilled. Al the other jobs
requi re sone education. The people who don’t have sone
education are typically on welfare and they can’t get
jobs. So that makes another requirenent and reason for
why public schools are inportant. The | argest
percentage of private schools we ever had in ny tinme
was just before the depression hit -- we had around 20
to 22 percent of our students in private schools. Now
percent, about half that nunber. |In those days, the
parochi al schools were the | argest; nuns bel onged to
orders in which they had taken a vow of poverty and so
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it didn’t take very nmuch tuition to go to a parochi al
school. Now, of course, fewer young people are going
into the orders so that nost of the parochial schools
have to pay higher salaries and they are nore expensive
for the famly than the public schools. And, then

al so the people who were noving up in social class felt
their kids should have a better education than the
public could provide so they had private schools for

t hem

When it canme to secondary education, the | ast
state to have public secondary schools adopted themin
1912, so public high schools were relatively rare.

They started out as the Latin grammar school, so nost

| earning was in Latin. Then when Benjam n Franklin
recomended that the tinme for a person to be educated
was while carrying on business activities of that sort,
they established academes. Still they were usually
private academ es. And finally public schools be-tan to
be adopted after the Gvil War, and the first public
hi gh school s were around 1870.

This evolution is not likely to go backwards
because the requirenents of managi ng a system
privately, making it capabl e of acconplishing or
getting along is too great for people to handle. When
| was Director of the |aboratory schools at the
University of Chicago and later when | was helping to
put the Dalton School back on its feet, it was hard to
find people who could manage it, get good teaching,
satisfy parents, and be able to make it go with the
nmoney required. So that the notion that in some way
private schools are going to take over all education
seens very inprobable. Private schools are going to be
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hanging in there, but they are not going to expand very
much.

|”ve got a few phrases, and | thought we would end with
t hem

Cliches | hope?

Yes, your favorite cliches; cliches that will nake ne
vul nerable to all your one liners. | thought if you
woul d give a couple of sentences, whatever cones to
mnd. First, the nost prom sing devel opnent in
educati onal eval uati on.

| always believe the nost prom sing devel opnents are
people with vision and dedication to educati on who get
sone additional technical skills to handle it.

Devel opnents in human things are the persons the ideas
are only guiding persons.

Ckay. How about the major problemin Anmerican
educati on K-12?

The nost obvious one that we are still struggling with
is reaching the proportion of the population that is
now here. The civil rights novenent has nmade us
conscious of a lack of adequate service for the
mnority groups of various sorts, and that’s still wth
us. And it is likely to be wwth us for sone tine
because of the increased nunber of illegitimte
children born to teenage nothers who won't be able to
provi de a background for their children unless their
grandparents bring themup. W’re going to have a | ot
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of children coming in that do not have the background
in the hone that we've been accustoned to teaching, so
that’s certainly a problemthat we nust keep working on
—- the so-called education of disadvantaged chil dren.
The second problemthat we’ve got to work on nore
effectively is the transition of youth into
constructive adult life -- which nmeans being able to
nmove easily fromschool to work, being able to accept
and carry on effectively the responsibilities of
citizenship, of adults in all aspects of life. W have
continually tried to keep youth off the |abor market
and we’ ve continually tried to I engthen their period of
chil dhood without allowng themto gradually assune
nmore responsibilities. Kids have to |learn to take
responsibility and take the consequences when they nake
a mstake; that’s the way they learn. The transition
to adult life is terrible now, and we’ve becone so
concerned with it that there have been four comm ssions
publ i shing reports on the inportance of that
transition. | think we're going to work nore on that.
And the third problem greatly related to it, is
the problem of rebuilding the total education
environment for children. Wat’'s happened with the
changes in the hone; with nother’s enploynent? Wat’s
happened with tel evision taking the place of
recreational things in which there’s nore constructive
activity for the child? W’ve got to rebuild that
envi ronment because the demands of education are far
greater than the school tinme of five or six hours a day
for five days a week for perhaps nine or ten nonths a
year. There is far too little to do and that’'s a big
problem Wiy don’'t we stop with those three. | could
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add sonme nore if you wish, there’'s enough to keep us
busy and happy for sone tine.

RIDINGS: You've put in nore than your share of time on this, why
don’t we conclude now. Let ne thank you, |’ve enjoyed
it.

TYLER Now, fine, can we nake a date for a later tine...

Rl DI NGS: Sure ...

TYLER: And a different place..
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