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CONCLUSION

better!” or “You do this at your own risk!”’). Or the professional
may “pull rank,” refusing to have anything further to do with
a client so long as he remains rebellious. The professional may
extend his claim to know beyond the limits of his expertise,
or he may use the mystery of his expert knowledge so as to en-
hance his control over the client.

Games such as these can have serious consequences. The
client may refuse to comply with the professional’s advice, in
order to show the professional that he cannot be controlled.
When the professional exaggerates his claim to know, he may
fail to perceive a line of inquiry which would yield new and
more effective ways of looking at the client’s situation. The pro-
fessional may misconstrue the meanings the client constructs
for the professional’s advice or treatment, with the result that
he misses an opportunity for effective intervention.

These games of control and evasion acquire additional im-
portance when the client’s situation is uncertain, unique, or
unstable; for the reflection-in-action which is essential to ap-
propriate action in situations such as these may take on the
meaning of “weakness.” To admit uncertainty, to make it ap-
parent that one needs to conduct experiments, may look and
feel like a loss of control when the basic theme of professional-
client interaction is a game of control and evasion.

Thus the familiar Model I world of professional-client rela-
tions tends to inhibit the professional’s capacity to reflect-in-
action. This is true when merely private reflection-in-action is
called for, and is all the more true of reciprocal reflection-in-
action; when, for example, the professional may wish to test
his assumptions about the client’s understandings or inten-
tions.

This type of interaction is a special case of what Argyris and
I have called a “primary inhibitory loop.”7 Here, conditions
of uncorrectable error reinforce, and are reinforced by, Model
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I theories-in-use. When the situation is uncertain, vague, or
ambiguous, when the inquirer’s understandings are internally
inconsistent or incongruent, then it is dificult and may be im-
possible to detect and correct one’s errors. When the situation
is uncertain, for example, it is not clear what expectations one
ought to have, and therefore it is not clear what would consti-
tute an outcome mismatched to expectation. When one’s de-
scription of the situation is vague or ambiguous, it is not di-
rectly testable. When one’s system of understandings is
internally inconsistent, the very same outcome may seem an
error and not an error. And when espoused theory is incongru-
ent with theory-in-use, then an outcome may be an error in
relation to the first and a match in relation to the second.
In order to make it possible to detect and correct errors in
the situation, it is necessary to remove or reduce such condi-
tions as these. For example, if the situation is uncertain, it is
necessary to construct and test a model of it. If one’s descrip-
tions or rules are vague, it is necessary to make them precise
enough to test. But in the primary inhibitory loop uncertainty
does not lead to theory building, nor does vagueness lead to
clarification and precision. On the contrary, an experienced un-
certainty may trigger a defensive reaction in which the profes-
sional or the client denies his uncertainty. Vagueness may be
used as a vehicle for the exercise of control or for the evasion
of control. For example, a patient may deliberately keep his
description of his symptoms vague in order to foil his physi-
cian’s efforts to control his behavior. A lawyer may present his
understanding of the situation in a vague way in order to in-
crease his client’s dependence on him and make the client eas-
ier to control. A professional may use vagueness in a strategy
of mystery and mastery by which he seeks to control his client,
and the client may respond in kind with a passive, apparently
compliant version of the same strategy. Thus conditions of un-
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correctable error stimulate Model I responses, and these, in
turn, tend to reinforce conditions of uncorrectable error.

Breaking into a self-reinforcing system such as this means
working at the Model I behavioral world. It is not enough for
one party to decide, unilaterally, that he will no longer be a
party to such win/lose games. He must also work toward cre-
ation of conditions in the behavioral world which will increase
the likelihood that the other party will make a similar decision.
Either the client or the professional may initiate this work,
though the professional is in some ways better positioned to
do so. Whichever one begins, however, he will need to bring
to the interaction a theory-in-use which enables him to be free
of causal responsibility for the other’s defensiveness. For it is
defensiveness which makes it hard to surface and inquire into
the dilemmas inherent in the initial shift toward the reflective
contract.

The professional, for example, may go beyond private assess-
ments of his client’s readiness for such a shift. He may try to
frame choices for his client. How much does the client wish
to know? To what extent does he wish to become a participant
in the professional’s inquiry?

In conjunction with this, the professional may voice the di-
lemma he feels, stating, for example, that he wants, on the one
hand, to convey to the client his evolving understanding of the
situation, but that, on the other hand, he is concerned about
the risk of frightening or confusing the client. In doing this,
he may achieve two effects. First, he may make it easier for
the client to admit that he might well be frightened or con-
fused by such an initiative; and secrnd, he may model a way
of acting that will help the client to surface dilemmas or nega-
tive feelings which he experiences in the situation.

A client’s initiative might take the form of offering his pic-
ture of the meaning of something the professional has done
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or said, asking then whether the professional had intended to
convey this meaning. Or the client may ask whether the profes-
sional would be willing to admit him into his private reflections
on the case.

There is no reason to believe that it is possible to leap from
old to new contract. Expectations are not easily transformed,
especially in the situations of stress and anxiety that character-
ize many professional-client interactions, and the competences
for reflective conversation are not acquired simply as a result
of deciding to do so. It is very likely that the shift, where it
occurs, will proceed gradually and with difficulty as profession-
als and clients increase their willingness to experiment with
new modes of interaction, increase their confidence in their
capacity to deliver the new sorts of behavior, and begin to expe-
rience the satisfactions which flow from the new contract.

On the other hand, some of the conditions favorable to the
reflective contract are already present. There are clients ready
to enter into such a contract, frustrated at the unwillingness
of professionals to abandon the traditional relationships. And
there are professionals equally frustrated at being unable to
find clients who do not expect and demand the old mystique.
In these sorts of cases, it may take very little to set the process
of change in motion.

Research and Practice

The traditional model of the proper relation of research and
practice is still very much alive. For example, it underlies Gla-
zer’s explanation of the dilemmas of the schools of the minor
professions and Schein’s schema of professional knowledge. It
is embedded in the tendency of many professional schools to
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conceive of themselves as schools of applied science, reserving
the highest status for the scientists whose theories the more
practice-oriented faculty members are supposed to apply. It is
epitomized in medicine by the dictum that “those who study
whole organs bow down to those who study sections, and those
who study sections bow down to those who study cells.”

In some parts of some practices—medicine, agronomy, engi-
neering, dentistry, management, for example—practitioners
can and do make use of knowledge generated by university-
based researchers. But even in these professions, and certainly
in Glazer’s “minor” ones, large zones of practice present
problematic situations which do not lend themselves to ap-
plied science. What is more, there is a disturbing tendency
for research and practice to follow divergent paths.8 Practi-
tioners and researchers tend increasingly to live in different
worlds, pursue different enterprises, and have little to say to
one another. Teachers have gained relatively little from cog-
nitive psychology; political and administrative practice has
gained little from the policy sciences; and management sci-
ence has contributed relatively little to the practice of man-
agement. The divergence of research and practice exacer-
bates the practitioner’s dilemma which I have called “rigor or
relevance,” and tempts the practitioner to force practice situ-
ations into molds derived from research.

Clearly, then, when we reject the traditional view of profes-
sional knowledge, recognizing that practitioners may become
reflective researchers in situations of uncertainty, instability,
uniqueness, and conflict, we have recast the relationship be-
tween research and practice. For on this perspective, research
is an activity of practitioners. It is triggered by features of the
practice situation, undertaken on the spot, and immediately
linked to action. There is no question of an “exchange” be-
tween research and practice or of the “implementation” of re-
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search results, when the frame- or theory-testing experiments
of the practitioner at the same time transform the practice situ-
ation. Here the exchange between research and practice is im-
mediate, and reflection-in-action is its own implementation.

Nevertheless, there are kinds of research which can be un-
dertaken outside the immediate context of practice in order
to enhance the practitioner’s capacity for reflection-in-action.
“Reflective research,” as I shall call it, may be of four types,
each of which already exists at least in embryo. Frame analysis,
the study of the ways in which practitioners frame problems
and roles, can help practitioners to become aware of and criti-
cize their tacit frames. Description and analysis of images, cate-
gory schemes, cases, precedents, and exemplars can help to
build the repertoires which practitioners bring to unique situa-
tions. A most important kind of research has to do with the
methods of inquiry and the overarching theories of phenome-
na, from which practitioners may develop on-the-spot varia-
tions. And practitioners can benefit from research on the pro-
cess of reflection-in-action itself.

I shall consider each of these briefly, noting existing in-
stances of each, suggesting in each case the outline of an
agenda for further inquiry.

Frame analysis. At any given time in the life of a profession,
certain ways of framing problems and roles come into good cur-
rency. When Quist frames the problem of the design of the
school as one of “imposing a discipline on the screwy site,”
and when Dean Wilson frames the problem of malnourish-
ment as one of “gaps in a process of nutrient flow,” they bound
the phenomena to which they will pay attention. Their frames
determine their strategies of attention and thereby set the di-
rections in which they will try to change the situation, the val-
ues which will shape their practice.

When the town planner, in our earlier example, frames his
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intermediate role in terms of a balancing act, he determines
the kinds of problems he will set in the various contexts of his
practice. The construction of a role frame is superordinate to
and longer lasting than the setting of particular problems.

When practitioners are unaware of their frames for roles or
problems, they do not experience the need to choose among
them. They do not attend to the ways in which they construct
the reality in which they function; for them, it is simply the
given reality. Thus, for example, a planner may take for granted
that the housing problem is one of preserving and increasing
the stock of decent housing; what else could it be? A develop-
ment economist may assume without question that the prob-
lem in a developing country is that of increasing the rate of
industrialization, the growth of gross national product, and the
pool of foreign currency available for exchange.

When a practitioner becomes aware of his frames, he also
becomes aware of the possibility of alternative ways of framing
the reality of his practice. He takes note of the values and
norms to which he has given priority, and those he has given
less importance, or left out of account altogether. Frame aware-
ness tends to entrain awareness of dilemmas.

When a professional community embodies multiple and
conflicting ideas in good currency about the frames appropriate
to the construction of problems and roles, then practitioners,
educators, and students of the profession confront such dilem-
mas. One cannot be a member of the community without tak-
ing account of them. In the field of psychotherapy, as I have
noted earlier, practitioners have to deal with a bewildering vari-
ety of “schools.” Leston Havens has proposed that these can
be grouped into the broad categories of objective-descriptive,
interpersonal, psychoanalytic, and existential psychiatry.® Ar-
chitects face a similar predicament. They may choose, for ex-
ample, to be “historicists,” focussing on the development of
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variations on historical precedents. They may identify with the
“modern movement,” which has sought to free itself from his-
torical precedent but has now become something of a tradition
in its own right. They may concentrate on building as a craft
which utilizes and gives prominence to the unique properties
of materials. They may see building as an industrial process
which calls for new technologies and for building-systems. Or
they may give primary importance to the idea of architecture
as a social process in which the users of buildings should partici-
pate in design.

Social workers may approach their tasks as clinical casework-
ers, monitors and controllers of social behavior, deliverers of
social services, advocates of the rights of their clients, or as
community organizers. Indeed, in the heady days of the 1960s,
some social workers moved sequentially through all of these
ways of framing practice roles.!0 Planners, as 1 have men-
tioned, construct variations on the roles of policy analysis, de-
sign, advocacy, regulation, management, or mediation. In a sci-
ence-based profession like medicine, a practitioner may see
himself as a clinician devoted to the diagnosis and treatment
of the diseases of individual patients, as a practitioner of pre-
ventive medicine concerned with the larger life situations of
whole communities, or as an advocate for the rights and needs
of groups of people deprived of decent medical care.

Frame analysis may help practitioners to become aware of
their tacit frames and thereby lead them to experience the di-
lemmas inherent in professional pluralism. Once practitioners
notice that they actively construct the reality of their practice
and become aware of the variety of frames available to them,
they begin to see the need to reflect-in-action on their previ-
ously tacit frames. So Quist and the Supervisor reflect with
their students on the framing of the design or therapeutic situa-
tion; so the town planner might reflect on his balancing act.
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Traditionally, the discussion of alternative frames, values,
and approaches to practice tends to appear in professional com-
munities in the mode of debate among representatives of the
contending schools of thought. There is a great deal of polemi-
cal writing, in this vein, in the literatures of such fields as archi-
tecture, psychiatry, planning, social work, and divinity. There
is also a literature of debate in such fields as law, engineering,
and medicine between practitioners of the establishment and
their radical critics. In this sort of writing, the style of commu-
nication is primarily ideological. The protagonists of the vari-
ous points of view do not reflect on their frames but act from
them, seeking to defend their own positions and attack the po-
sitions of their opponents. The readers of these literatures may
be helped to become aware of alternative points of view, but
they are not much helped to reflect on the different frames
that underlie them.

Systematic, scholarly reflection on the frames implicit in
multiple approaches to reality originates in the sociology of
knowledge, and especially in the groundbreaking work of Karl
Mannheim.1! Mannheim and his followers have attempted to
analyze how particular views of reality evolve out of the con-
crete situations of particular social groups, bearing the stamp
of the perceived interests of those groups. The sociologists of
knowledge have emphasized, for example, how class interests
and values are manifested in the ostensibly “objective” find-
ings of philosophers, scientists, and scholars. But at least in its
early embodiments, the sociology of knowledge has been less
concerned with the realities framed within particular profes-
sions than with the frames implicit in the ideologies of politics
and political economy. And even when sociologists of knowl-
edge have more recently concerned themselves with the profes-
sions, as in the growing sociology of science, their perspective
is apt to be rather distant from the concerns of the practition-
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er.12 They seem to be less interested in helping practitioners
to reflect-in-action than in pursuing the self-initiated research
agenda of their own scholarly community.

When analysts influenced by the sociology of knowledge at-
tempt to study the professions in a way that will be useful to
the practitioners themselves, they encounter several unavoid-
able questions. What sorts of frame analysis will be useful to
practitioners who wish to reflect on their own frames? What
message, beyond mere relativism, does the sociology of knowl-
edge offer to practitioners of a profession?

The work of Leston Havens is of particular interest in this
connection. He is a psychiatrist writing for other psychiatrists,
with the expressed aim of helping them make sense of the “bab-
ble of voices” which bedevils their profession, and in his Ap-
proaches to the Mind, he advocates systematic eclecticism.!3
He sees the contending schools of psychiatric thought as a reser-
voir of available theories, techniques, and approaches to prac-
tice, from which the practitioner should choose elements ac-
cording to the special features of the case before him. Havens
proposes that the psychiatrist master an art of psychotherapy
rather like the art of teaching described by Tolstoy in the pas-
sage | have quoted earlier. The psychotherapist should derive
from the various schools of psychiatric thought a range of tech-
niques from which he can select at will those that will help him
solve the problems presented by the particular patient.

The difficulty I find in this approach is its implicit reliance
on an unexamined idea of effectiveness. The various schools
of psychiatric thought represent different ways of framing the
therapist’s role. The existential psychiatrist differs from the
psychoanalyst not only in the techniques he employs but in
his way of conceiving what it means to be a therapist, his stance
toward the patient, and what he defines as a successful out-
come of therapy. When Havens speaks of selecting the ap-
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proach best suited to a particuldr patient, he makes implicit
reference to an idea of effectiveness which is constant for all
patients. But with change of frame, the idea of effectiveness
also changes.

It may be that the schools of psychiatric thought are sources
of techniques from which practitioners of various persuasions
may benefit. On the other hand, to adopt an eclectic stance
toward psychiatric pluralism is to assume that the differences
among the schools can be dissolved, eventually, in a superordi-
nate science of psychotherapy; and for this, Havens can offer
little or no evidence. Indeed, he takes a more promising ap-
proach to the matter in a later book, Participant Observation. 14
Here he offers the reader an account of the “interpersonal psy-
chiatry” of Harry Stack Sullivan. He does not merely describe
Sullivan’s techniques but provides a systematic picture of Sulli-
van’s way of aligning himself with the patient over against the
patient’s material, which patient and therapist will observe and
analyze together. He portrays Sullivan’s efforts to engage with
his patient in “research projects” which help the patient to
“raise his sights” above the narrow channel through which he
normally sees. Havens gives us an inside view of Sullivan’s
world of practice, conveying what it would be like to be this
sort of therapist. But from time to time, he shifts perspective
s0 as to allow us to compare Sullivan’s way of seeing and prac-
ticing with the ways of other schools.

Havens’s study of participant observation is less a compen-
dium of techniques and principles than an exercise in literary
or art criticism, one that helps the reader to walk for a while
in the writer's or artist’s world, sharing his enterprises and
methods, seeing as he sees. It is a kind of frame-analysis which
would be very useful, indeed, not only within the special field
of psychiatry, but for all professional practitioners who wish
to engage in frame reflection.
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In its more general form, this sort of frame analysis would
help practitioners to experience the world they would create
for themselves if they adopted a particular way of framing the
practice role. It would convey the experience of problem set-
ting and solving, the self-definitions and the definitions of suc-
cess and failure, that would be inherent in a particular choice
of role-frame. It would not furnish criteria for choice among
approaches to the profession, but it would help the practitioner
to “try on” a way of framing the practice role, getting a feeling
for it and for the consequences and implications of its adop-
tion. It would help the practitioner to understand the compe-
tences he would need, and the kind of person he would be-
come, if he framed his role in a particular way; and it would
thereby support the practitioner’s efforts at frame reflection.

Repertoire-building research. We have seen earlier that
when practice situations do not fit available theories of action,
models of phenomena, or techniques of control, they may nev-
ertheless be seen as familiar situations, cases, or precedents.
Repertoire-building research serves the function of accumulat-
ing and describing such exemplars in ways useful to reflection-
in-action, and it varies from profession to profession.

Lawyers are familiar with studies of legal cases and judicial
precedents in which the researcher asks what laws, regulations,
or precepts were considered relevant to the case? By what lines
of reasoning did the judge determine which of several contend-
ing interpretations of precedents was to be used to link the
present case to the relevant law? Such cases may serve as exem-
plars in a double sense. They describe precedents to which
judges and lawyers can have access as they deal with new cases,
and they also exemplify ways of thinking about the problem
of linking knowledge of rules to particular problems of judicial
decision. It is important to note, however, that existing studies
of legal precedents and cases have tended to overlook the prac-
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tice of negotiations with which many lawyers are mostly con-
cerned, the problems of client relationships, and the ethics of
legal behavior. With the recent attention to “lawyering,” such
case studies are beginning to make their appearance.l5

In architecture, the idea of precedent has been associated
with particular buildings like the Duomo, with collections of
buildings like the Italian hill towns, or with the devices peculiar
to a particular architect (“an artifice, the sort of thing Aalto
might invent”’). Beyond the mere naming or showing of prece-
dents, repertoire-building research in architecture may go on
to analyze how an architect thought about the problem he
posed, the solution he found, the domains from which he drew
his language of designing. Quist’s case, as we have described
and analyzed it, might be seen as a contribution to such re-
search. '

Historically, the use of case method in business education
followed its introduction into the curriculum of the Harvard
Law School; but in such institutions as the Harvard School of
Business Administration, the development of case method has
had a life of its own. Cases are developed, for example, to de-
pict the full problematic situation of a business firm, as it might
present itself to a manager. Or cases may be used to raise a
particular kind of business problem, such as a problem of esti-
mating market size. A skillful case teacher draws out critical
facts, and by a sequence of astutely chosen questions leads stu-
dents through a process of inquiry which serves both to struc-
ture the “solution space” of the situation at hand and to dem-
onstrate a mode of thinking about business problems.

In medicine, the case histories are frequently delivered in
a conventional format which describes the patient’s complaint
and presenting symptoms, the physician’s diagnosis, including
the clinical evidence on which he based it, the treatment given,
the clinical outcomes, and the resulting prognosis. Case histo-
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ries of this sort, even if less formally presented, may serve as
exemplars. A physician may be helped to arrive at a diagnosis
in a new case by seeing it as a case history with which he is
familiar. But again, case histories may also be used to reveal
the physician’s process of inquiry—the way in which he per-
ceives and describes the patient, his manner of listening to the
patient’s descriptions of his complaints, the process by which
he identifies possible explanations, conceives of strategies of
diagnosis or treatment, and tests them.

Repertoire-building research is widely practiced, but tends
to focus on the starting situation, the actions taken, and the
results achieved. Such cases may usefully display linkages be-
tween features of action, outcome, and context, but they do
not reveal the path of inquiry which leads from an initial fram-
ing of the situation to the eventual outcome. Often they in-
volve a kind of historical revisionism in which the case writer
acts as though a view of the case which arose only at the end
of inquiry had been available to him from the very beginning.
When a case study more nearly represents the evolution of in-
quiry, it may provide the reader with exemplars in the double
sense | have described.

Research on fundamental methods of inquiry and overarch-
ing theories. This kind of research has connections to both of
those described above. A practitioner’s fundamental principles,
in the sense I have in mind, are closely connected both to his
frames and to his repertoire of exemplars. Nevertheless, it is
important to give this kind of research a place of its own. It
has to do with method and theory in a sense different from
the sense usually given to these terms under the perspective
of technical rationality.

By methods and theories fundamental to a practice, | mean
those that some practitioners have learned to use as spring-
boards for making sense of new situations which seem, at first
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glance, not to fit them. In this sense, an overarching theory
and a generic method of inquiry which is inseparable from it
are used to restructure a situation so that, eventually, one can
validly say that the theory fits the situation.

Dean Wilson’s use of process-flow models and the Supervi-
sor’s use of psychoanalytic theory are cases in point. Wilson's
process-flow model consists of a set of ideas about processes,
a belief that any situation can be understood in terms of pro-
cess, and a family of methods for the measurement, descrip-
tion, and quantitative analysis of processes. To understand mal-
nourishment in children in terms of process flow required a
feat of imaginative restructuring. It was necessary to invent and
test methods of measurement so that processes resulting in
malnourishment could be described in terms of successive op-
erations performed on nutrients and the losses incurred with
each such operation. Similarly, the Supervisor could use his un-
derstanding of psychoanalytic theory to describe the patient’s
material, as recounted by the Resident, in terms of an underly-
ing psychodynamic model of inner conflicts that give rise to
self-defeating behavior.

In both cases, the theory and its associated method are used
to restructure what is going on so that the practitioners can
explain it. Indeed, this kind of restructuring is what he means
by explanation. Moreover, the restructured material lends itself
to the kind of intervention that the practitioner is good at un-
dertaking.

Research on such fundamental theories and methods may
be of two kinds. Researchers may try to discover how this pro-
cess of recognition and restructuring works by examining epi-
sodes of practice, as we have examined the practices of Wilson
and the Supervisor. This sort of research may help other practi-
tioners to enter into a way of seeing, restructuring, and inter-
vening which they may wish to make their own.
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In the second sense, research on fundamental theories and
methods would take the form of an “action science.” An action
science would concern itself with situations of uniqueness, un-
certainty, and instability which do not lend themselves to the
application of theories and techniques derived from science in
the mode of technical rationality. It would aim at the develop-
ment of themes from which, in these sorts of situations, practi-
tioners may construct theories and methods of their own.

The idea of an action science has a precursor in the work
of Kurt Lewin, much of which has the thematic character
which enables practitioners to use it in their own reflection-in-
action. Such notions as “gatekeeper roles,” ‘“democratic and
authoritarian group climates,” and “unfreezing” are metaphors
from which managers, for example, can build and test their
own on-the-spot theories of action. In his Inner Contradictions
of Rigorous Research,16 Chris Argyris speaks of the “‘optimal
fuzziness” of ideas such as these, and contrasts their useful im-
precision with the unusable precision of the research of certain
students of Lewin who have attempted to convert his meta-
phors to their image of social science. When “democratic cli-
mate” is translated into multiple factors, variously correlated
with other factors, it ceases to be an idea useful for action.

Argyris and William Torbert,!7 among others, have ad-
vanced the idea of an action science in the domain of social
psychology. But in very different domains the idea has also had
its protagonists. Britt Harris, a well-known developer of com-
puter simulations for urban planning, has recently proposed
that such models should no longer be considered as theories
which predict or explain urban phenomena (functions they
have generally failed to fulfill) but as metaphors from which
urban planners and policy makers may construct their own ac-
counts of unique and changing situations.18 Harris’s proposed
shift from model to metaphor reflects his awareness of the com-
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plexity, instability, and uniqueness of the urban phenomena
with which formal modellers have concerned themselves since
World War I1. It reflects the sense that, although formal mod-
ellers may have failed to produce precise and generalizable rep-
resentations of such phenomena as patterns of urban growth,
their models may serve, nevertheless, as ways of seeing useful
to planners and policy makers confronted with concrete situa-
tions of action.

Some urban planners already use models in the way Harris
proposes, just as Wilson uses the idea of process flow, the Su-
pervisor uses the idea of “inner conflicts,” and some managers
and consultants use the Lewinian ideas of “‘gatekeeper,” “dem-
ocratic group climate,” and “unfreezing.” In its further devel-
opment action science would explore, in as many different do-
mains as are of interest to practitioners, such questions as these:
What are the features of the themes, metaphors, and fuzzy
propositions of action science which make them usable in re-
flection-in-action? What kinds of evidence are appropriate to
their development prior to their use in action, and how ought
we to relate such evidence of on-the-spot experiment? What
are the norms of rigor appropriate to action science?

The development of action science cannot be achieved by
researchers who keep themselves removed from contexts of ac-
tion, nor by practitioners who have limited time, inclination,
or competence for systematic reflection. Its development will
require new ways of integrating reflective research and prac-
tice.

Research on the process of reflection-in-action. In the Piage-
tian block-balancing experiments which I have described, the
authors studied the conditions under which some children
were able to respond to the surprising behavior of the off-
weighted blocks by restructuring their theories-in-action. The
shift from geometric-center to center-of-gravity theories was
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found, for example, to depend on the children’s apprehension
of patterns of error and on a subtle shift of attention from suc-
cess in block balancing to exploration of the properties of the
blocks.

In the MIT Teachers’ Project, which I have also mentioned,
the project leaders wanted to encourage the teachers to reflect-
in-action. They hypothesized that as teachers began to get in
touch with their own intuitive understandings of such phe-
nomena as tune building and the apparent movements of the
moon, they would also learn to attend to their students’ intu-
itive understandings and would begin to think in new ways
about the collision of those understandings with the privileged
knowledge of the school.

As they tried to promote the teachers’ reflection-in-action,
they became aware of things that fostered or impeded it. They
noted the fixed, stereo-typical categories (“‘he doesn’t know his
number facts,” “he hasn’t learned to think abstractly”) with
which some teachers first explained the students’ behavior.
They found that the teachers were inhibited in their efforts
to conduct experiments by their feelings of shame and vulnera-
bility over what they saw as poor performance. They noted that
certain powerful ideas, such as the idea of “giving the child
reason,” enabled the teachers to become curious about behav-
ior which might be otherwise dismissed with peremptory judg-
ments. They observed that by the very act of describing their
understanding of a task, the teachers could sometimes restruc-
ture it.

In work Chris Argyris and I have done with students at-
tempting to reflect on their interpersonal theories of action,
we have been struck by phenomena similar to these, including
especially the role played by fear of failure.1® Individuals who
want to experiment with the theory of action we have called
Model II are sometimes able to invent strategies consistent
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with it. Nevertheless, between their invention of a new strategy
of action and their attempt to produce it, they are often de-
railed by the intrusion of familiar, patterned responses. These
“automatic intercepts” seem to serve the function of protect-
ing the individual from exposure to failure, but they also assure
his continued performance according to familiar routines.

These vignettes of research on the process of reflection-in-
action suggest that researchers must take account of the inter-
weaving of cognitive, affective, and group dynamic effects. As
we try to understand the nature of reflection-in-action and the
conditions that encourage or inhibit it, we study a cognitive
process greatly influenced by “cognitive emotions’20 and by
the social context of inquiry. In order to study reflection-in-
action, we must observe someone engaged in action. We may
set a task for performance, as in the block-balancing experi-
ments, or may try to learn how someone is thinking and acting
as he carries out a task he has set for himself. In some cases,
we may interview a subject or ask him to think out loud as he
works on the task. In other cases, we may combine research
and intervention, seeking, for example, to help the subject
think his way through a situation of cognitive failure. Often,
merely by asking a question like, “How are you thinking about
it now?” we produce an intended or unintended intervention
which changes the subject’s understanding and shifts the direc-
tion of action.

In all such cases, the subject’s feelings about the task, about
his own performance, and about his relation to the researcher
are essential parts of the process under study. “Hawthorne ef-
fects” are unavoidable. The researcher cannot exempt himself
and ignores at his peril his own contribution to the social con-
text of the experiment. He is, in Geoffrey Vickers’s phrase, an
agent-experient who must try to become aware of his own in-
fluences on the phenomena he is trying to understand. The
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authors of the block-balancing experiments comment, for ex-
ample, on their attempts to make on-the-spot tests of their own
theories-in-action. When the researcher adopts a strategy of
combined observation and intervention (and in the last analysis
he may be capable of no other strategy), he may find that he
can help his subject to reflect-in-action by allowing himself to
experience and reveal his own confusion.

In order to study reflection-in-action, the researcher must
learn an art of experiment in which reflection-in-action plays
a central part.

Researchers and practitioners. In the kinds of reflective re-
search I have outlined, researchers and practitioners enter into
modes of collaboration very different from the forms of ex-
change envisaged under the model of applied science. The
practitioner does not function here as a mere user of the re-
searcher’s product. He reveals to the reflective researcher the
ways of thinking that he brings to his practice, and draws on
reflective research as an aid to his own reflection-in-action.
Moreover, the reflective researcher cannot maintain distance
from, much less superiority to, the experience of practice.
Whether he is engaged in frame analysis, repertoire building,
action science, or the study of reflection-in-action, he must
somehow gain an inside view of the experience of practice. Re-
flective research requires a partnership of practitioner-
researchers and researcher-practitioners.

This partnership may take a variety of forms. Groups of prac-
titioners may support one another in reflective research, as Par-
lett suggests in his study of teachers and counselors of the hear-
ing-impaired.2! The reflective researcher may take on the role
of consultant to the practitioner. Reflective research may be-
come a part of continuing education for practitioners, as in the
work of Barry Jentz and William Ronco.22 The researcher may
stand to the practitioner in a relationship of participant obser-
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vatioh. The practitioner may take time out to become a reflec-
tive researcher, moving in and out of research and practice ca-
reers.

To the extent that such partnerships grow in importance
and begin to occupy an important place in the research enter-
prises of the professional schools, universities and practice insti-
tutions will enter into new relationships. University faculty will
become interested in professional practice, not only as a source
of problems for study or internships for students, but as a
source of access to reflective practice. As a consequence, a new
meaning will be given to activities usually considered periph-
eral to the conduct of the research university. Field work, con-
sultation, and continuing education, often considered as sec-
ond-class activities or as necessary evils, will rise to first-class
status as vehicles for research, the main business of the univer-
sity.

Conversely, practice institutions may come to see them-
selves increasingly as centers of research and education. As the
teaching hospital has long functioned, under a model of ap-
plied science, as a research and educational institution, so busi-
ness firms, law offices, social welfare agencies, engineering
groups, and architectural offices, may recognize the reflection-
in-action of their members and make a place for the reflective
research which will support it.

The agenda of reflective research will be generated out of
dialogue between reflective researchers and practitioner-
researchers, and will be constrained by the requirement that
the research be of the kind that practitioners can also under-
take.23 In consequence, there will be a new approach to the
sometimes vexing question of the implementation of research.
Implementation will be built into the process of reflective re-
search, for practitioners will gain and use insights derived from
it as they participate in it.
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The roles of practitioner and researcher will have permeable
boundaries, and research and practice careers will intertwine
as a matter of course. While the relative weight given to reflec-
tive research or to practice might vary considerably in the
course of a career, one would normally expect practitioners to
function on occasion as reflective researchers, and vice versa.

Within the universities, the professional schools, in so far
as they become centers of reflective research, may become in-
creasingly independent of the disciplinary departments and in-
creasingly autonomous in their evolution of their own stan-
dards of rigor and relevance in research. One might then
expect a reduction of the status differential between the re-
search disciplines and the professional schools and with this,
a reduction in the dilemmas of the schools of the minor profes-
sions which Glazer has so well described.

Nevertheless, it is unlikely that the new roles and relation-
ships of practice and research will wholly displace the old. In
such fields as medicine, dentistry, agronomy, and engineering,
where relatively stable zones of practice lend themselves to the
model of applied science, it is more likely that the two systems
of relationship will coexist. But how? If the universities allow
them to compartmentalize, there will be a major loss of oppor-
tunity which could contribute to the university’s decline. If the
universities seek new integrations of research and practice, of
reflective research and applied science, then they will have to
make the epistemology of practice a focus not only for intellec-
tual attention but for institutional redesign.
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Institutions for Reflective Practice

Increasingly, the lives of professionals in our society are bound
up with the lives of the formal bureaucratic organizations
through which most work is done. For engineers, physicians,
lawyers, architects, teachers, and social workers, bureaucracies
are the institutional settings of professional practice. And for
such institutions as industrial firms, public agencies, schools,
research institutes, law firms, and architectural offices, profes-
sional practitioners are necessary to the performance of organi-
zational work. As society becomes increasingly subject to pro-
fessional management, professionals tend increasingly to play
out their roles within bureaucracies that depend upon the exer-
cise of professional knowledge.

Max Weber, the prophet of bureaucracy, saw very clearly
that bureaucracy would require and foster the professionaliza-
tion of its members. He saw moreover that bureaucracy de-
manded and reinforced a particular model of professional
knowledge, that of technical expertise.

The management of the office follows general rules, which are
more or less stable, more or less exhaustive, and which can be
learned. Knowledge of these rules represents a special technical
learning which the officials possess. It involves jurisprudence, or
administrative or business management.24

Bureaucratization offers above all the optimum possibility for car-
rying through the principle of specializing administrative func-
tions according to purely objective considerations. Individual per-
formances are allocated to functionaries who have specialized
training and who by constant practice learn more and more.2®

And in his vision of the coming dominance of the bureaucratic
form of organization, Weber also foresaw, at least dimly, the
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widespread professionalization of occupations which would ac-
company the bureaucratization of social life.

From the earliest intellectual awareness of the bureaucratic
phenomenon, then, it has been clear that bureaucracy is bound
up with technical expertise. It is only a small step from this
to the observation that a shift in our view of professional knowl-
edge, away from technical expertise, portends a significant
change in the idea and reality of bureaucratic organization.

We can gét a sense of the meaning of this shift by consider-
ing the idea of organizational learning.

Formal organizations are task-systems, systems of roles and
rules, within which individuals serve as agents for the realiza-
tion of organizational values, missions, policies, and strategies
of action. Individual members coptribute to the accumulation
of organizational reservoirs of knowledge about the environ-
ment, strategies of action, and experiences which sometimes
become exemplars for future action. Individuals’ contributions
enter into organizational memories, maps, and programs, on
which other individuals draw as they enact their roles. So, for
example, members of the consumer products firm described
in chapter 8 contribute to and draw on organizational learning
about product development.

In general, the more an organization depends for its survival
on innovation and adaptation to a changing environment, the
more essential its interest in organizational learning. On the
other hand, formal organizations also have a powerful interest
in the stability and predictability of organizational life. An or-
ganization is a cooperative system in which individuals depend
on the predictability of one another’s responses. Managers
must rely on the predictable behavior of their subordinates.
Surprise, which is essential to learning, is inimical to smooth
organizational functioning. Thus organizations evolve systems
of error detection and correction whose function is to maintain

327



CONCLUSION

the constancy of variables critical to organizational life. They
are “dynamically conservative.”26

Significant organizational learning—learning which involves
significant change in underlying values and knowledge struc-
ture—is always the subject of an organizational predicament.
It is necessary to effective organizational adaptation, but it dis-
rupts the constancies on which manageable organizational life
depends.

In addition, as I have noted earlier, the individual agents of
organizational learning operate within a social system which
shapes their behavior. They have individual interests and theo-
ries of action which they bring to the creation of the behavioral
world in which they live, a behavioral world which may be
more or less conducive to the public testing of private assump-
tions, the surfacing of dilemmas, and the public discussions of
sensitive issues. They belong to subgroups which often enter
into win/lose games of attack and defense, deception, and col-
lusion. In so far as these social systems determine the bounda-
ries and directions of organizational inquiry, they are “learning
systems”’; and in organizations like the consumer products firm
they may severely constrain organizational learning.

In the light of these observations, we can more usefully ex-
plore the mearing of reflective practice within a bureaucracy.
Reflection-in-action is both a consequence and cause of sur-
prise. When a member of a bureaucracy embarks on a course
of reflective practice, allowing himself to experience confusion
and uncertainty, subjecting his frames and theories to con-
scious criticism and change, he may increase his capacity to
contribute to significant organizational learning, but he also
becomes, by the same token, a danger to the stable system of
rules and procedures within which he is expected to deliver his
technical expertise.

Thus ordinary bureaucracies tend to resist a professional’s
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attempt to move from technical expertise to reflective practice.
And conversely, an organization suited to reflective practice
would have features very different from those of familiar bu-
reaucratic settings.

Let us consider the case of a public school. The teachers who
participated in the MIT Teachers’ Project were employed in
urban public schools. As they began to learn to value and en-
gage in reflective teaching practice, they continued to work in
these schools. Thus their experience can throw some light on
the question of reflective practice in a bureaucracy.

I shall describe a school typical of the ones in which they
taught. Such a school is built, in a very special sense, around
a theory of knowledge. There is a concept of privileged knowl-
edge which it is the business of teachers to teach, and students
to learn. This concept of knowledge is embodied in texts, cur-
riculum, lesson plans, examinations; indeed, it is institutional-
ized in every aspect of the school. Teachers are seen as techni-
cal experts who impart priviledged knowledge to students in
a system built, in Israel Scheffler’s phrase, on the metaphor of
“nutrition.”27 Children are fed portions of knowledge, in mea-
sured doses. They are expected to digest it and to give evi-
dence, in class response and examinations, that they have done
so. The curriculum is conceived as a menu of information and
skills, each lesson plan is a serving, and the entire process is
treated as a cumulative, progressive development.

Within the school, the order of space and the order of time
conform to this basic image. The school building is divided into
classrooms, each of which contains a teacher and a group of
twenty or thirty students clustered together according to grade
level. Each classroom is self-contained and the teacher is for
the most part isolated within it. Temporally, the school day
is divided into periods an hour or so in length, each of which
is supposed to be dedicated to covering the knowledge content
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contained in a lesson plan. Days of the week, months, and
school year are similarly divided, according to the curricular
map of privileged knowledge.

The efhcient transmission of knowledge requires a system
of controls. The teacher is supposed to convey standard units
of knowledge to large numbers of students and must employ
measures, in the form of quizzes and examinations, in order
to determine what the students have learned or failed to learn.
Through the use of marks, grade promotions, and more infor-
mal means, students are rewarded for their ability to demon-
strate that they have digested the appropriate knowledge and
skill, and they are punished for their failure to do so. Special
programs are available for those whose failure to pass appropri-
ate tests is attributed to learning disability.

Teachers are also subject to a similar system of controls.
They are monitored, and rewarded or punished, according to
the measures of their students’ progress. And just as teachers
function as centers of instruction and control in relation to
students who are peripheral to them, so teachers occupy pe-
ripheral roles in relation to their supervisors. Curriculum and
lesson plans, as well as measures of performance and rewards
and punishments, emanate from a center and are imposed on
teachers at the periphery. The function of the supervisor is
that of assuring that teachers do carry out the functions ex-
pected of them, providing them with resources for doing so,
allocating rewards and punishments to them according to
their measured performance.

In the control of both students and teachers, a high priority
is placed on objectivity. It is considered important to achieve
quantitative measures of proficiency and progress which are in-
dependent of individual judgments. These are much preferred
to qualitative, narrative accounts of the experience of learning
or teaching. Quantitative measures permit the system of con-

330



Implications for the Professions and Their Place in Society

trol, and the other systems that depend on it, to take on an
appearance of consistency, uniformity, precision, and detach-
ment.

The scope of the teacher’s attention to her students is sup-
posed to be largely determined by the boundaries of the curric-
ulum. She is to be concerned with students from the point of
view of their relative success or failure in assimilating the mate-
rials of the lesson plan. Their lives outside of school—what
they do there and what knowledge or skill they display there—
fall outside the limits of her proper concern. Similarly, when
new technology enters the school, its function is to extend the
teacher’s capacity to transmit the elements of the curriculum.
Computers, films, and audiovisual devices are designed to sup-
plement the teacher’s work of communication and testing, drill
and practice.

These are some of the main features of an urban public
school. They are built around a special view of privileged
knowledge, its communication and its acquisition. But they
also conform to the outlines of a bureaucratic system. The
school presents itself as governed by a system of objectively de-
terminable formal rules and procedures which are administered
through a hierarchy. The school contains a knowledge struc-
ture which includes not only the content of the curriculum but
technologies of measurement, communication, control, and
maintenance, which are essential both to teaching and admin-
istration. Officials of the school are specialists, presumed to
have technical expertise. They place a high value on objectivity
and on procedural refinement.

Of course, the school as an institution of technical rational-
ity and bureaucratic efficiency has an underside, frequently
noted by its members, its constituents, and its critics. Students
may respond to the school by “turning off,” diverting their real
energies and creativity to the world outside the school. Or they
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learn'to beat the system by optimizing to the measures of per-
formance, discovering how to pass tests, get grades, and move
through the levels of the system, without thinking very much
about the knowledge they are supposed to be acquiring. Simi-
larly, teachers often learn to optimize to the measure of control
on their performance, striving to meet the letter of the stan-
dards imposed on them without worrying very much about
whether, or how, their students are learning; or they may think
about these things but reserve such thoughts for the world out-
side the school. Students learn to evade their supervisors’ con-
trol, giving nothing more than lip service to the formal system.
Such games of control and evasion are often embedded in polit-
ical networks, as individuals form alliances for the purpose of
gaining or protecting territory, security, and status.

What happens in such an educational bureaucracy when a
teacher begins to think and act not as technical expert but as
reflective practitioner? Her reflection-in-action poses a poten-
tial threat to the dynamically conservative system in which she
lives.

She tries to listen to her students. She asks herself, for exam-
ple, How is he thinking about this? What is the meaning of
his confusion? What is it that he already knows how to do?
But if she really listens to a student, she entertains ideas for
action that transcend the lesson plan. She may wish, for exam-
ple, to concentrate for a time on the nature of a student’s error
or confusion. Why does he write, “36 + 36 = 312”7 As she
begins to understand how he thinks about the task, she may
invent new questions, new activities for the student to try, and
new ways of helping him learn addition. The lesson plan must
be put aside then, or else it must become a rough ground plan
for action, a skeleton around which the teacher develops varia-
tions according to her on-the-spot understanding of the prob-
lems of particular students. Curriculum becomes an inventory
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of themes of understanding and skill to be addressed rather
than a set of materials to be learned. Different students present
different phenomena for understanding and action. Each stu-
dent makes up a universe of one, whose potentials, problems,
and pace of work must be appreciated as the teacher reflects-in-
action on the design of her work.

The freedom to reflect, invent, and differentiate would dis-
rupt the institutional order of space and time. If the teacher
must somehow manage the work of thirty students in a class-
room, how can she really listen to any one of them? If she is
held rigorously accountable to a sequence of hour-long periods
in which specified units of subject matter are to be covered,
then she cannot follow the logic of her reflection-in-action.
Classes must be small or readily divisible into smaller units, and
each teacher must be free to introduce variations in the institu-
tional schedule.

The teacher’s isolation in her classroom works against reflec-
tion-in-action. She needs to communicate her private puzzles
and insights, to test them against the views of her peers.

She must expand the scope of her interest in students. What
they know how to do in the world outside the school becomes
deeply interesting to her, for it suggests the intuitive compe-
tences on which she can build.

A reflective teacher needs a kind of educational technology
which does more than extend her capacity to administer drill
and practice. Most interesting to her is an educational technol-
ogy which helps students to become aware of their own intu-
itive understandings, to fall into cognitive confusions and ex-
plore new directions of understanding and action.28

Accountability, evaluation, and supervision would acquire
new meanings. There would be a shift from the search for cen-
trally administered, objective measures of student progress, to-
ward independent, qualitative judgments and narrative ac-
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counts of experience and performance in learning and teach-
ing. Supervision would concern itself less with monitoring the
teacher’s coverage of curriculum content than with assessment
and support of the teacher’s reflection-in-action.

As teachers attempted to become reflective practitioners,
they would feel constrained by and would push against the rule-
governed system of the school, and in doing so they would be
pushing against the theory of knowledge which underlies the
school. Not only would they struggle against the rigid order of
lesson plans, schedules, isolated classrooms, and objective mea-
sures of performance; they would also question and criticize the
fundamental idea of the school as a place for the progressive
transmission of measured doses of privileged knowledge.

In fact, the participants in the Teachers’ Project had a vari-
ety of kinds of experiences as they attempted to live out in their
classrooms the new understandings and attitudes they were ac-
quiring. Their schools were in varying degrees approximations
to the stereotyped picture I have just drawn. A few teachers
had a great deal of discretionary freedom, and were able to
make their classrooms into enclaves of nontraditional teaching.
Some were frustrated by the traditional patterns and expecta-
tions built into the institutional routines of the school. A few
felt that the new approach to teaching was “too good for that
school.”

What is clear is that, in a real-world school which tried to
encourage reflective teaching (as in the reflective contract be-
tween professional and client), conflicts and dilemmas would
surface which are absent, hidden, or of minor importance in
an ordinary school. In order to engage the learning capacities
and difficulties of particular students, a school would have to
manage student/teacher ratios much smaller than twenty-five
to one. In the face of resource constraints, how would appropri-
ate differentiations of curriculum and teaching attention be de-
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termined? Where teachers were encouraged to reflect-in-
action, the meaning of “‘good teaching” and “a good class-
room”” would become topics of urgent institutional concern.
Such questions could no longer be dismissed by reference to
objective measures of performance. Indeed, a major question
would hinge on the relationship between such measures and
the qualitative judgments of individual teachers. Principals
would have to ask, in framing their own roles, whether to “let
a thousand flowers bloom” or to advocate their own standards
of excellence. If they chose the former, in the name of the
teacher’s freedom of action or in the spirit of participatory de-
mocracy, would the school fall into the kind of permissiveness
and intellectual sloppiness which characterized some of the al-
ternative schools of the 1960s?2° And if principals chose the
latter course, what would happen to the teacher’s freedom to
reflect-in-action? In a school supportive of reflective teaching,
a supervisor would advocate his own standards of educational
quality while at the same time inquiring into teachers’ under-
standings, confronting what he sees as poor teaching while at
the same time inviting teachers to confront his own behavior.
Yet in the Model I worlds of most schools, it is far more likely
that supervisors would oscillate between centralized control
and “a thousand flowers.”

In a school supportive of reflective teaching, teachers would
challenge the prevailing knowledge structure. Their on-the-
spot experiments would affect not only the routines of teaching
practice but the central values and principles of the institution.
Conflicts and dilemmas would surface and move to center
stage. In the organizational learning system with which we are
most familiar, conflicts and dilemmas tend to be suppressed
or to result in polarization and political warfare. An institution
congenial to reflective practice would require a learning system
within which individuals could surface conflicts and dilemmas
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and subject them to productive public inquiry, a learning sys-
tem conducive to the continual criticism and restructuring of
organizational principles and values.

I have dwelt on the case of a public school because of the
illuminating experience of the Teachers’ Project, but schools
are fundamentally similar to the other bureaucratic settings of
professional practice.

Wherever professionals operate within the context of an es-
tablished bureaucracy, they are embedded in an organizational
knowledge structure and a related network of institutional sys-
tems of control, authority, information, maintenance, and re-
ward, all of which are tied to prevailing images of technical
expertise. In industry, engineers and managers occupy special-
ized technical roles, function according to highly articulated
procedures, and tend to be precisely located within a hierarchi-
cal system of authority. Not only production and engineering,
but marketing, sales, personnel, finance, and general manage-
ment are increasingly defined as technical specialties. Indeed,
industry is often seen as the prototype of technical, bureau-
cratic rationality. Critics of the schools speak disparagingly, for
example, of the “industrialization” of education.30

Large-scale social service agencies, hospitals, and architec-
tural offices have also come to function in the technical, bu-
reaucratic world. Here too professional work tends to be chan-
neled within a specialized task system and subjected to
objective measures of performance and control. Within these
systems, practitioners are increasingly constrained by technical
advances in the measurement and proceduralization of work.
In the name of cost reduction, for example, welfare workers
have now become objects of the sort of time and motion study
and efhciency expertise which originated in industry in the
early decades of the twentieth century. Computerized informa-
tion systems are used increasingly to monitor and control the
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performance of individual workers. At the lower and middle
levels of the professional work force, computerized systems are
beginning to replace human beings.

The technological extension of bureaucracy, which rein-
forces the confinement of professional work to precisely de-
fined channels of technical expertise, exacerbates the inherent
conflict between bureaucracy and professional indentity.
Within highly specialized, technically administered systems of
bureaucratic control, how can professionals think of themselves
as autonomous practitioners? How can they strive to achieve
standards of professional excellence, cultivate artistry, and con-
cern themselves with the unique features of a particular case?
An industrial technologist chafes at general management’s sub-
ordination of product safety to short-term return on invest-
ment. A welfare worker feels deprofessionalized because con-
trol systems aimed at increasing his efficiency prevent him
from attending to the interests of individual clients. These pro-
fessionals bear a more than superficial resemblance to blue-
collar workers deskilled by the numbing monotony of the as-
sembly line.

The tensions inherent in the bureaucratization of profes-
sional work tend to amplify when professionals seek to become
reflective practitioners. A practitioner who reflects-in-action
tends to question the definition of his task, the theories-in-
action that he brings to it, and the measures of performance
by which he is controlled. And as he questions these things,
he also questions elements of the organizational knowledge
structure in which his functions are embedded. Thus a human
service worker who thinks critically about his practice may also
criticize an agency-wide pattern of selective inattention to the
most needy members of the client population. An engineer
who reflects-in-action may perceive a pattern of error which
he attributes to an excessive reliance on routinized systems of
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quality control. Reflection-in-action tends to surface not only
the assumptions and techniques but the values and purposes
embedded in organizational knowledge.

To the extent that an institution seeks to accommodate to
the reflection-in-action of its professional members, it must
meet several extraordinary conditions. In contrast to the nor-
mal bureaucratic emphasis on uniform procedures, objective
measures of performance, and center/periphery systems of
control, a reflective institution must place a high priority on
flexible procedures, differentiated responses, qualitative appre-
ciation of complex processes, and decentralized responsibility
for judgment and action. In contrast to the normal bureau-
cratic emphasis on technical rationality, a reflective institution
must make a place for attention to conflicting values and pur-
poses. But these extraordinary conditions are also necessary for
significant organizational learning.

The predicament of the reflective practitioner in a bureau-
cracy is another face of the predicament of organizational
learning. Reflection-in-action is essential to the process by
which individuals function as agents of significant organiza-
tional learning, and it is at the same time a threat to organiza-
tional stability. An organization capable of examining and re-
structuring its central principles and values demands a learning
system capable of sustaining this tension and converting it to
productive public inquiry. An organization conducive to reflec-
tive practice makes the same revolutionary demand.

The Place of the Professions in the
Larger Society

According to the tradition of technical rationality, the profes-
sions mediate between science and society and translate scien-

338



Implications for the Professions and Their Place in Society

tific research into social progress. The model of professional
knowledge as technical expertise, based on the application of
science, underlies the traditional contract between the autono-
mous professional expert and his client, the traditional ex-
change relationship between practitioner and researcher, and
the rather paradoxical incorporation of ostensibly autonomous
professionals within the highly specialized structures of bureau-
cratic systems. In all of these ways, which I have described ear-
lier in this chapter, the tradition of technical rationality con-
tributes to the place of the professions in the larger society.
The tradition of Technical Rationality has an additional im-
pact, however, which we have not yet discussed. It has given
rise to our dominant model of the formation of public policy.
On this view, policy making is a process of social choice.
Rational policy choices derive from policy analyses which select
from among available courses of action those which maximize
social benefits and minimize social costs.3! Policy analysis is
conceived as a technical process which occurs within a political
context. The analyst employs sophisticated techniques in order
to measure and compare the impacts of alternative policies, but
he depends in several ways on the political process. The politi-
cal process supplies the definitions of policy objectives, social
benefits, and social costs. Sometimes policy analyses are con-
ceived as inputs to elected officials who make the final policy
choices. And more recently, proponents of the dominant
model of policy making have recognized that policies are con-
verted to programs of action through processes of implementa-
tion which may be guided or distorted by politics.32
According to this model, the key roles in public policy are
performed by professionals. Professionals supply technical ex-
pertise in substantive fields of policy such as health care and
housing. They meet the technical demands of policy analysis.
They design, implement, and evaluate government programs,
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and as experts in the techniques of legislation and vote getting,
they manage the political process. The technical complexity
of rational social choice demands professional expertise.

To the radical critics of the Technological Program, howev-
er, the professionalization of public policy is a technocratic dis-
tortion of democratic values. Professionals are a self-serving
elite who put science-based technique at the service of the busi-
ness class and under a facade of objectivity and value neutrality
feather their own and their masters’ nests. Just as professionals
use their special status to control and coerce their clients, so,
in technocratic government, they use technical expertise to
suppress the powerless and the dispossessed. Moreover, their
claim to extraordinary knowledge is an empty one. Beneath the
mystery of professional expertise lies ignorance and manipula-
tion. ’

The radical critique carries a utopian vision of social reform.
It is necessary to demystify the professions, exposing class inter-
est masquerading as Technical Rationality, so that society can
achieve democracy, equality, and social justice. It is necessary
to demonstrate the coerciveness of the professions, to show
how they have misappropriated knowledge, so as to pave the
way for a new breed of citizen-professionals committed to so-
cial justice. In the meantime, there is a need for counterprofes-
sional advocates and adversaries who can effectively resist pro-
fessionally engineered subversion of the public interest and the
rights of clients. The people must be educated to their rights
and disabused of their traditional respect for self-proclaimed
experts. Counterprofessionals, who can fight the experts on
their own ground, should defend the poor against urban re-
newal and gentrification, protect patients from the callous in-
trusions of the medical profession, and help the dispossessed
turn the legal system to their own advantage. In the same vein,
the supposedly objective findings of scientific research must be
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exposed as rationalizations for class interests. Counterresearch-
ers are needed to point out the establishment bias of neoclassi-
cal economics, the business and middle-class bias of the urban
planners, and the pretensions of industrial engineers who pro-
pose “technological fixes” for the social problems of energy and
environmental quality.

In the field of public policy, demystification of the profes-
sions takes the form of debunking the myth of rational social
choice. Policy analysis is not rational choice but a rationaliza-
tion of political interests. The task of social reform is to em-
power the relatively powerless—blacks, women, ethnic minor-
ity groups, the aged, the disabled, prisoners—to organize for
an effective voice in the politics of policy making. Citizens
must be organized around such public issues as disarmament,
nuclear safety, and environmental quality. Not only the legal
system but propaganda, strikes, protests, and the full repertoire
of social action must be used to stop the power plays of the
establishment or to make sure that the dispossessed get “a
piece of the action.” All of this requires expertise. So in the
course of the past twenty years counterprofessionals have
emerged to play critical roles in advocating the rights of the
dispossessed and organizing citizens’ groups around issues of
public interest. Like the professionals who serve government
and industry, counterprofessionals contribute substantive ex-
pertise, provide alternative rationales for public action, and put
their techniques of negotiation and infighting at the service
of those who strive for a voice in the political process.

With the help of the counterprofessionals, militant minori-
ties and citizens’ groups have succeeded in transforming public
policy. “Special interest politics” has become the order of the
day. In field after field, special interest groups have succeeded
in bringing about laws and regulations aimed at curbing the
excesses of established institutions. More recently, as these suc-
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cesses have triggered reactions from the Right, public policy
has become a field of visible political contention in which all
sides—established institutions, adversaries of the establish-
ment, and counteragents of the Right—have armed them-
selves with professional expertise.

It does not follow, of course, that professionalization of polit-
ical disputes leads to public consensus. Often, on the contrary,
the addition of professional expertise serves to extend political
conflict. But there is a well-known theory of democracy which
explains and justifies this process, a theory which appeals to
radical critics as well as to their traditional opponents. On this
view, democracy consists in a play of countervailing powers
which tends, when it is effective, to prevent any one group
from establishing permanent domination over the others.33
Conflicts among groups are kept within manageable bounds
by institutional mechanisms for the resolution of political dis-
putes, that is, by the courts, the voting booth, and the bargain-
ing table. Increasingly these institutions have become arenas
for the activities of professional advocates and adversaries.

But the social reforms of the radical critics are also vulnera-
ble to criticism.

There is something inconsistent about a demystification of
professional expertise which leads to the establishment of a
breed of counterprofessional experts. Apparently even in a
world liberated from the dominance of established interests
there is a need for special knowledge; and in a world of estab-
lished interests armed with professional expertise there is a
need for counterexpertise. But experts tend to behave like ex-
perts. Citizen-professionals and professional advocates may
also show themselves to be disposed to unilateral control of
their clients and interested in the preservation of their own spe-
cial status. In socialist countries, citizen-professionals have be-
come a “new class,” an elite group operating from bureaucra-
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cies that display both the insensitivity and the sluggishness we
have learned to associate with the bureaucratic phenomenon.34
Counterprofessionals may succeed in containing the free
movement of established interests, but their success is often
accompanied by unwanted side effects. When environmental-
ists succeed in blocking land development, for example, they
may also contribute to the shortage of low- and middle-class
housing.3% The regulatory mechanisms brought into being by
the protest movements of the 1960s and early 1970s have fre-
quently turned out to be ineffective in solving the social prob-
lems for which they were designed.3¢ And the traditional insti-
tutions for dispute settlement are often incapable of converting
political contention to acceptable social action.

The courts, which have taken on an enormously expanded
role in such fields as urban education, environmental regula-
tion, and public housing, have shown a very limited capacity
to arbitrate among the claims of contending professionals.
Caught in the crossfire of conflicting technical positions,
judges have often resorted to the technicalities of the law with-
out deeply understanding the substantive problems of policy
at stake in their decisions. And when judges have taken respon-
sibility for the management of urban schools or public housing,
they have had recourse to professionals who reintroduce, under
the auspices of the courts, whatever biases accompany their
expertise. The electoral process often fails to produce stable
solutions to public problems. When conflicting professional
judgments about policy are put to a vote, the results often re-
flect nothing more substantial than the winds of political
change. And when elected officials deliberate over policy con-
flicts, their legislative compromises are often so vague as to
allow those conflicts to reemerge when administrators try to
convert policies to programs.

As the limits of judicial and electoral mechanisms have be-
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come manifest, the bargaining table has gained prominence.
Professional mediation, which originated in the field of labor-
management negotiation, has begun to spread to the fields of
land use, hazardous-waste disposal, and environmental quali-
ty. These extensions of the mediating role are still in their in-
fancy, and it remains to be seen how they will evolve. Al-
ready, however, a danger has become apparent. Given the
nature of their task, mediators tend in practice to define suc-
cess in terms of keeping the peace. When new information
threatens emerging agreement, it tends to be dismissed as
“dangerous knowledge.”37 Thus mediators may pursue agree-
ment at the expense of understanding.

When the professional representatives of contending social
factions cannot agree about issues of policy, society has re-
course to the courts, the electoral process, and the bargaining
table. But when the disputed issues are technically and evalua-
tively complex, it is small wonder that institutions for dispute
settlement yield results perceived as arbitrary or merely expedi-
ent, or that they reintroduce a disturbing element of profes-
sional judgment. When they dispense with expertise, they suf-
fer from its absence; and when they rely on it, they reintroduce
its dangers.

There is a similar contradiction in the social reforms of the
radical critics. They seek to demystify professional expertise in
order to eliminate or contain the professionals who serve the
interests of the dominant class. But they cannot dispense with
professionals, either to conduct the technically complex busi-
ness of society or to counter the excesses of the established pro-
fessions. So they reintroduce the evils of expertise.

So long as the conduct of society depends upon special
knowledge and competence, there will be an essential place for
the professions. And so long as the professions are shaped by
traditional models of knowledge and practice, neither the ide-
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ology nor the institutional reforms of the radical critics will
eliminate the evils of expertise.

The idea of reflective practice is an alternative to the tradi-
tional epistemology of practice. It leads, as we have seen, to
new conceptions of the professional-client contract, the part-
nership of research and practice, and the learning systems of
professional institutions. Now I would like to suggest how it
might also lead us to think differently about the roles of profes-
sionals in public policy and about the place of the professions
in the larger society.

The idea of reflective practice leads, in a sense both similar
to and different from the radical criticism, to a demystification
of professional expertise. It leads us to recognize that for both
the professional and the counterprofessional, special knowl-
edge is embedded in evaluative frames which bear the stamp
of human values and interests. It also leads us to recognize that
the scope of technical expertise is limited by situations of un-
certainty, instability, uniqueness, and conflict. When research-
based theories and techniques are inapplicable, the professional
cannot legitimately claim to be expert, but only to be especially
well prepared to reflect-in-action.

From this perspective, it is not difficult to see how the tradi-
tional epistemology of practice holds a potential for coercion.
We need not make the (possibly valid) attribution that profes-
sionals are motivated by the wish to serve class interests or pro-
tect their special status. Whenever a professional claims to
“know,” in the sense of the technical expert, he imposes his
categories, theories, and techniques on the situation before
him. He ignores, explains away, or controls those features of
the situation, including the human beings within it, which do
not fit his knowledge-in-practice. When he works in an institu-
tion whose knowledge structure reinforces his image of exper-
tise, then he tends to see himself as accountable for nothing
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more than the delivery of his stock of techniques according to
the measures of performance imposed on him. He does not
see himself as free, or obliged, to participate in setting objec-
tives and framing problems. The institutional system reinforces
his image of expertise in inducing a pattern of unilateral con-
trol.

If we accept these criticisms of Technical Rationality, we
will no longer uncritically accept the professional’s claim to
mandate, autonomy, and license. If there are important limits
to the scope of technical expertise, we will want to make sure
that professionals do not overstep those limits in their claims
to authority based on merely technical competence. If techni-
cal expertise is value-laden, and technical experts have interests
of their own which shape their understandings and judgments,
then we will recognize the need for social constraints on profes-
sional freedom. On the other hand, we will also respect the
professional’s claim to extraordinary knowledge in the areas
susceptible to technical expertise, and we will place a special
value on practitioners who reflect-in-action both on their own
evaluative frames and in situations which transcend the limits
of their expertise.

These considerations complicate the task of describing the
appropriate place of the professions in the larger society. Under
the perspective of reflective practice, professionals are neither
the heroic avant-garde of the Technological Program nor a vil-
lainous elite who prevent the people from taking control of
their lives. Professionals are more appropriately seen, [ think,
as participants in a larger societal conversation; when they play
their parts well, they help that conversation to become a reflec-
tive one.

In the processes by which ideas of social problems and solu-
tions come into good currency, descriptions of reality are so-
cially constructed. Through our public institutions, through
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the media, through the actions of intellectuals, and through
the processes of public debate, we construct ideas powerful for
action concerning the issues and crises of our society, the prob-
lems to be solved, the policies to be adopted. When we act
from these ideas, we change social reality. Sometimes we make
our ideas real, but also thereby create new problems and dilem-
mas. The “we” who act in this way are agents of the society.
We are agents-experient, in Geoffrey Vickers’s sense, who are
at once the subjects and the objects of action. We are in the
problematic situation that we seek to describe and change, and
when we act on it, we act on ourselves. We engage in a contin-
uing conversation with the larger societal situation of which
we are a part, rather as a designer (Quist, for example) con-
verses with his design situation. Like him, we construct a view
of the situation; we act from it, thereby changing the situation;
but we also elicit “back-talk” which takes the form of unantici-
pated meanings, problems, and dilemmas.

In the web of such societal conversations, policy forma-
tion—the description of social problems, the passage of legisla-
tion, the design and implementation of government pro-
grams—constitutes a single strand. The process of social
problem setting, for example, is far more comprehensive and
complex than the process by which public policy problems are
set.38 But public policy represents an aspect, sometimes the
formalization, of the more comprehensive process. And public
policy, when it has been designed and converted to public ac-
tion, enters into the larger societal process, changing it once
again. Thus for example over the past thirty years ideas about
“urban crime” have come into good currency. The setting of
the social problem of urban crime has been a complex process
of describing an aspect of urban reality, a process in which the
police, judges, correctional ofhcials, citizens’ groups, social re-
searchers, novelists, filmmakers, and mass media have played
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their various parts. The many different voices involved in this
process have brought multiple, often conflicting, frames to the
description of the phenomenon. Urban crime has been seen,
for example, as a consequence of the form of the city, which
leaves concentrations of poor minority groups in a center sur-
rounded by affluent (and vulnerable) suburbs. It has been seen
as failure of the police and the courts to provide swift and sure
punishment. It has been seen as a by-product of the culture
of poverty. And it has been seen as a manifestation of a streak
of ineradicable evil in human nature. Through processes about
which we understand relatively little, I believe, particular de-
scriptions of the phenomenon of urban crime have at various
times become powerful for action. In the late 1960s, for exam-
ple, urban crime came to be seen as an expression of a “racist
society.” The Kerner Commission gave this view of the status
of formal public policy, and the urban programs of Lyndon
Johnson’s Great Society were, in some measure, a response to
it. Later, in partial reaction to the effects of those programs
and partially in response to other currents in the society, a “law
and order” view of urban crime became powerful and new poli-
cies of criminal justice, emphasizing the swift and sure appre-
hension and punishment of criminals, came into effect. In the
past twenty years or so, both of these views of the phenomenon
have been alive in the society and have at various times pre-
dominated.

The struggle to define the situation, and thereby to deter-
mine the direction of public policy, is always both intellectual
and political. Views of reality are both cognitive constructs,
which make the situation understandable in a certain way, and
instruments of political power. In the larger societal conversa-
tion with the situation, problem setting, policy definition, and
interpretation of the situation’s “back-talk” are always marked
by intellectual inquiry and by political contention.
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In these processes the leading roles are often played by pro-
fessionals. It is the social critics, the policy analysts, the advo-
cates, the researchers, the elected officials, and the administra-
tors who function as agents of inquiry. But their contributions
to the description of social reality are always embedded in a
process of political contention. Professionals represent the
views and values of established interests, and other profession-
als advocate the interests of the dissident and the dispossessed.
It is one group of correctional officials, judges, police chiefs,
social researchers, and policy analysts who have championed
the “law and order” perspective on urban crime, and another
such group which has championed a view of the criminal jus-
tice system as a social evil which criminalizes and makes vic-
tims of the poor and dispossessed. As professionals play their
roles in the process of public policy—and in the more compre-
hensive societal conversation in which that process is embed-
ded—they are voices of institutionalized contention, actors in
an essentially adversarial process.

The uses of institutionalized contention are undeniable. The
radical critics of the professions are right in their claim that
professional expertise can be used, wittingly or unwittingly, to
mask the biases of established interests. There is no reason to
suppose that professionals can be trusted to perceive the coer-
civeness of the institutions they represent; and even when they
perceive it, there is no reason to suppose that professionals
alone can act effectively to change the directions of institu-
tional behavior. There is undeniable social utility in counterin-
stitutions which criticize and resist the excesses of established
institutions, and advocate the rights and interests of the rela-
tively powerless. But increasingly, as we have seen, the profes-
sionally instrumented play of countervailing powers has led to
the polarization of society, to pendulum swings from one ex-
treme position to its opposite, to stalemate, and to frustration
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at our inability to manage a vital, cumulative process of societal
inquiry.

Apparently the social issues at the center of the play of coun-
tervailing powers are not problems to be solved but complex
predicaments.?® When such predicaments, or dilemmas, be-
come the focus of political contention, and when professionals
are enlisted in the service of the contending parties, we get
polarization, pendulum swings, and stalemate. We do not get
new views of social reality which take account of the percep-
tions of those locked in combat. We do not get public inquiry
into the dilemmas which underlie our swings from one policy
extreme to another. And we do not get reflective listening to
the situation’s “back-talk,” the kind of listening which leads
policy makers to criticize and restructure their views of policy
problems.

In order to achieve such outcomes as these, professionals en-
gaged in the political contention of the policy-making process
would have to be capable of inquiry within an adversarial set-
ting. They would have to be capable of advocating and acting
on their own views of reality while at the same time subjecting
them to reflection, of taking an adversarial stance toward their
opponent’s views while at the same time striving to understand
them. Professionals in conflict with one another would also
have to be capable of reciprocal reflection-in-action.

When societal predicaments are grasped only through insti-
tutionalized contention, where each contending party sees a
piece of the reality and embodies his perception in a view
which he treats as a battle-cry, then it is unlikely that a fuller
and deeper understanding of the predicament will become
powerful for public policy. In order for society’s conversation
with its situation to become reflective, individuals involved in
adversarial processes must undertake reflective inquiry. The
question is, are they likely to do so? Is the idea of reciprocal
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reflection in an adversarial setting any less utopian than the
Technological Program or the radical ideal of liberation?

I have had two recent experiences that seem to me to bear
on this question.

Recently 1 attended a conference of activists from the con-
sumer movement. The conference was especially interesting
because several generations of the movement were in atten-
dance. The older ones had devoted their lives to the enterprise
of constraining the freedom of industrial firms to merchandise
products that are unsafe or inferior. The youngest had been
inspired by the muckraking and organizing methods of Ralph
Nader. The middle-aged had labored in the vineyards of the
established consumer organizations. All groups were agreed,
however, that the consumer movement had reached a turning
point. Victories had been achieved but the victories had begun
to seem Pyrrhic. Through advertising and public relations, in-
dustrial firms had begun to turn consumerism to their own ben-
efit. Hard-won regulatory reforms had proved difficult or im-
possible to implement. The future directions of the consumer
movement seemed far from clear. Toward the end of the con-
ference, I suggested with some trepidation that the future of
the movement might lie in the development of a new strategy
which combined adversarial process with cooperative inquiry.
The responses to this idea fell along generational lines. The
oldest participants found the suggestion unthinkable: how
could they cooperate with their traditional enemy? The mid-
dle-aged participants were intrigued but skeptical. The young-
est asserted that the idea was a familiar one, which some of
them were already pursuing. They were helping consumer
products manufacturers to develop programs of product safety,
reliability, and quality assurance in order to comply with the
regulations which the consumer movement had helped to put
in place.
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Not long after this experience, 1 had a visit from an indus-
trial manager who was director of product safety for a large
chemical company. He wanted my help in thinking through
a problem of organizational learning. In one division of his
company, people had learned a way of working with federal
regulators that they had found extraordinarily effective. As
they developed new chemical products and gathered data on
their environmental effects, they made full and immediate dis-
closures to the federal regulators. They had discovered that
when regulators had early access to data and were able to par-
ticipate in its interpretation, they were inclined to work cooper-
atively with the industry’s representatives. Sometimes, it was
true, early disclosure led to a negative regulatory judgment; but
over the long run this approach had significantly reduced the
delays and difficulties usually experienced in the process of
gaining federal approval. Surprisingly, the policy of full and im-
mediate disclosure seemed to have produced a climate in which
regulators and industry scientists were disposed to explore and
understand one another’s point of view. But in other divisions
of the firm, the approach to regulation was very different. Here
regulators were considered as adversaries who should be fed tai-
lored information packaged in carefully prepared cases submit-
ted for approval. My visitor wanted help in thinking how to
get the other divisions to learn what one division already knew.

These two examples do not, of course, establish the presence
of a widespread interest in, much less a capacity for, coopera-
tive inquiry within an adversarial context. At best, they consti-
tute an “existence proof.” Some professionals are interested
in this process and have manifested some capacity for it. I can-
not say how widespread the interest is, or how broadly distrib-
uted the capacity may be. Professionals in the field of environ-
mental and energy policy have begun to talk and write in this
vein. In Europe, proponents of a “new social contract” have
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argued that dilemmas of national economic policy are rooted
in issues of political economy which can be effectively managed
only when the traditional adversaries—government, labor, and
business—work out processes of cooperative inquiry into eco-
nomic policy. In some communities threatened with economic
dislocation, representatives of the industrial democracy move-
ment have instituted “search conferences” in which tradition-
ally adversarial sectors—business, labor, and local govern-
ment—have participated in long-term cooperative inquiry
aimed at community development. Eric Trist’s work in James-
town, New York, is a notable case in point.40

There seems, then, to be some growing recognition of the
need for cooperative inquiry within adversarial contexts. The
idea of reflective practice leads to a vision of professionals as
agents of society’s reflective conversation with its situation,
agents who engage in cooperative inquiry within a framework
of institutionalized contention. The question remains, howev-
er, whether it is utopian, in the pejorative sense, to suppose
that professionals who occupy key roles in the public policy pro-
cess can learn on a broad basis to engage in reciprocal reflec-
tion-in-action.

In earlier chapters, | have offered evidence that some profes-
sional practitioners do have a capacity for reflection-in-action
on their own frames and theories of action. I have also noted
limits to reflection-in-action which result from the behavioral
worlds and organizational learning systems that individuals are
skilled at creating. I have argued that in order to broaden and
deepen their capacity for reflection-in-action, professional
practitioners must discover and restructure the interpersonal
theories of action which they bring to their professional lives.

What kind of a question are we posing when we ask whether
such a vision is merely utopian? The existence of a widespread
capacity for reciprocal reflection-in-action is unlikely to be dis-
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covered by an ordinary social science which tends to detect,
and treat as reality, the patterns of institutionalized contention
and limited learning which individuals transcend, if at all, only
on rare occasions. The extent of our capacity for reciprocal re-
flection-in-action can be discovered only through an action sci-
ence which seeks to make what some of us do on rare occasions
into a dominant pattern of practice.
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56-59
Illich, Ivan, 5, 288

industrial engineers, 77
industrialism, 32
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industry: as prototype of technical ratio-
nality, 336

Inhelder, Barbel, and Annette Karmiloff-
Smith: “If you want to get ahead, get
a theory,” 56-59

Inner Contradictions of Rigorous Re-
search (Argyris), 319

inquiry, 130, 170, 268-69, 317; in adver-
sarial setting, 350-53; agents of, in
public policymaking, 349; cooperative,
351-53; fundamental methods of,
317-20; media as “stuff” of, 271; on-
the-spot, 169—70; public, 297, 328,
336, 338, 350; reflection-in-action as
ethic for, 164; scientific, 33; stance to-
ward, 133, 144, 16364

instability, see situations of uncertainty,
instability, uniqueness, conflict

interaction, therapeutic, 160-62

interpretation (psychotherapeutic), 113-
14, 116-18, 120-24, 125-26

intervention (psychotherapeutic), 123-
24, 125, 129

intuition, 182, 188, 239, 241, 265

invention, 181-82; seeing-as in, 184-87

Jacobs, Jane, 208

Jamestown, N.Y., 353

Jentz, Barry, 323

John Hancock Building, Boston, 357145
Johns Hopkins University, 35

Johnson, Lyndon, 348

Kahn, Louis, 78

Karmiloff-Smith, Annette, Barbel In-
helder and: “If you want to get ahead,
get a theory,” 56-59

Kennedy, John, 6

Kerner Commission, 348

knowing, tacit, 49, 52, 5354, 240

knowing/doing dichotomy, 165; see also
action, dichotomy with thought

knowing-in-action: converted to knowl-
edge-in-action, 59; tacit, 49-54

knowing-in-practice: limits reflection-in-
action, 27s; reflection in and on, 61,
62; self-limiting character of, 275-76;
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self-reinforcing system of, 226-28,
235, 281-83; tacit, 6o, 61, 62
knowledge, 337-38; institutionalized in
public school, 329-31, 334, 335-36;
specialized, 4, §, 11, 22, 342, 34445,
346; see also professional knowledge
knowledge industry, 6, 8
knowledge-in-practice, 69, 345; in plan-
ning, 205-6, 208, 209; example of,
210-28, 229, 235; therapeutic, 116-

27
Kuhn, Thomas, 138-39, 140, 182-83,
188

Langdell, Christopher Columbus, 28-29

language (professional), 270-72, 275;
spatial action, 95, 157; as virtual world,
157-59

law, 7-8, 13, 242, 340; exemplars in,
315-16; prototype of profession, 23

law education, 28-29

lawyer/client relationship, 293, 294

learning sequence(s), 155, 158, 160, 232

learning systems, organizational, 242-43,
254, 265, 283, 327-28, 338, 345, 353;
limits of, 254-66; school as, 335-36

LeCorbusier, (Charles Jeanneret-Gris),
78

Lewin, Kurt, 319, 320

“Librarian, The: From Occupation to
Profession,” 25

librarianship, 23, 25

listening: psychotherapeutic, 117; reflec-
tive, 350

Lynn, Kenneth, 8

management, 14, 268, 308; art of, 236~
66, 271; professional, 326; as science-
based profession, 168; split in, 236—41,
243, 266, 273

management schools, 238, 240

management science, 237-39, 243; Te-
flective, 266

Manhattan project, 37

Mannheim, Karl, 312

market phenomena: interpretation of

(example), 244~45
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Massachusetts Institute of Technology,
Teacher Project, 66-68, 299, 321, 329,
334, 336

means/ends, 40, 41; in Positivism, 33~
34, 165; in problem setting, 46, 47; in
reflection-in-action, 68

media, 270-72, 275; of architecture, 128,
157-59; of psychotherapy, 128; reper-
toire of, 158-59

mediation, professional, 344

Medicaid, 10

Medicare, 10

medicine, 7, 13, 14, 31, 41-42, 312, 325,
340; exemplars in, 316-17; as model of
instrumental practice, 34; as model of
science-based technology, 38—39; pro-
totype of profession, 23, 28; research/-
practice status in, 308; role frames, 311;
as science-based profession, 16870

Mental Health Act of 1964, 107

metaphor(s), 138, 279; generative, 184~
87, 269, 319

meteorology, 168

Method of Agreement (experimental
method), 142, 143

Method of Concomitant Variations (ex-
perimental method), 142-44

Method of Difference (experimental
method), 142—43

Mies van der Rohe, Ludwig, 78

Mill, John Stuart, 142, 143

ministry, see divinity (profession)

Mintzberg, Henry, 240

modelling, 43-44, 186-87, 203; example,
272

Moore, Wilbert, 22, 24

move(s), 131, 151, 152, 164, 166, 269;
affirmed, negated, 146, 181; as experi-
ments, 157, 158, 160; and termination
of reflection, 280

move testing, 146, 15355, 177

mystery/mastery, 126, 227, 229, 230,
233, 262, 304, 305

Nader, Ralph, 351

National Research and Development
Corporation, 37

Nelson, Richard, 177, 179, 180

New York City, 12

norms: in managing, 266; in profes-
sional/client relationship, 292, 294,

303

Notes Toward a Synthesis of Form (Alex-
ander), 5253

nursing, 168

objectivity (norm), 133, 166, 273, 312; in
public schools, 330-31, 335; violated
in hypothesis testing, 149-50

“On Teaching the Rudiments” (Tol-
stoy), 6566

on-the-spot experiment, 63, 66, 166,
308-9, 320; in architecture and psy-
chotherapy examples, 94, 122, 124-25,
131, 132; and constancy of apprecia-
tive system, 272; evaluation of, 133-
36; in managing, 265, 266; rigor in,
133, 141-56; in teaching, 335

operations research, 16, 37, 43, 238

Oppenheimer, Robert: “The Role of
Analogies in Science,” 183

optometry, 168

organizations, formal, 327-29; interpre-
tation of troubles in (example), 246~
50; restructuring of principles and val-
ues in, 335-36, 338; school as, 331~32;
stability and predictability in, 327-29,
332, 338; see also learning systems, or-
ganizational

overlearning, 61

overload, 7-8

Papert, Seymour, 279

Parlett, Malcolm, 323

Participant Observation (Havens), 314

philosophy of science, 48—49

Piven, Francis, 208

planningr 38_39r 268r 273, 311, 312
evolving context of, 204-10

pluralism, professional, 17, 18-19, 41~
42, 12930, 273, 310-11; in architec-
ture, 77-78, 102, 272-73, 310-11; dis-
cussion of, 312-15; dilemmas inherent
in, 311-12; in management, 236-41,
243, 266; in planning, 204-5; in psy-
chotherapy, 106-8
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Polanyi, Michael, 52, 240

policy analysis, 339, 341; see also public
policy

politics: and policymaking, 339—40, 348;
special interest, 341—42

Popper, Karl, 143, 146-47, 151

Positivism, 31-34, 39, 42, 46, 48-49,
16566

practice, 15-19, 33-34; art of, see art,
artistry (in practice); constants in, 270~
75; experimental rigor in, 147-56; gap
between professional knowledge and,
24, 45—49; hierarchical separation of
research from, 23, 26-30, 35-37, 144~
45, 147, 149, 152, 165; mystery of, 278,
282, 288, 304; in Positivism, 33-34;
psychotherapeutic, 105-8; reflective,
see reflective practice; research and,
165, 307-25; science-based: Dean Wil-
son example, 188—203; in Technical
Rationality model, 39-40; term, 6o;
virtual worlds in, 162; see also descrip-
tion (articulation); reflecting-in-prac-
tice; rigor/relevance dilemma

practice, epistemology of, 36-37, 51-52,
69, 275; dominant, 21-30, 31, 42, 46,
48-49 (see also Technical Rationality
/model/); and professional/client rela-
tionship, 292; reflection in action as,
133-67, 287, 345-54; Technical
Rationality/reflection-in-action com-
pared, 164-67; see also reflective prac-
tice

practitioners: collaborative mode with re-
searchers, 323-25, 3309; order imposed
by, 16364, 165; order imposed, in ar-
chitecture example, 85, 92-94, 99,
101, 103, 131; technical, 44-45; trans-
actional relation to situation, 150-51;
see also professionals

primary inhibitory loop, 304-6

problem(s), 16, 47; new, 101, 166, 176,
177, 347; optimization, 47; reframed,
in architecture and psychotherapy ex-
amples, 82, 85, 89, 90, 91, 93, 94~95,
102, 104, 119, 124, 129, 131-32, 141,
268-69

problem setting, 18, 19, 40-41, 47, 63,
165, 268; in architecture and psycho-
therapy examples, 129, 132, 137-38;
defined, 40; evaluating experiments in,
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133-36; in science-based professions,
170; social, 347-48, 349; technical,
187-88, 193

problem solving, 18, 19, 24, 268; in con-
text of reflective inquiry, 69; exemplars
in, 138—40; through generative meta-
phor, 186-87; as professional practice,
3940, 41; stance toward inquiry in,
133; technical, 21-22, 165, 168-70,
171—76; unanticipated consequences
of, 4, 9-10 (see also consequences,
unanticipated); see also Technical Ra-
tionality (model)

process(es), 318

process-flow modelling, 189, 190-91,
193-95, 201-2, 273; example, 269,
309, 318, 320

product designers, 77

product development, 269; example,
250-64, 281-82, 327

professional advocates, 289, 294—95; see
also counterprofessionals

professional autonomy, 337, 339; limits
on, 346; see also professionals, claims
to social mandate, autonomy, and li-
cense

professional/client contract,
302-3, 307, 345

professional/client relationship,
290-306, 339

professional education, 5, 14-15; engi-
neering, 171—~77; hierarchy of, 23, 35—
37; see also professional schools

professional elites, 288-89, 340, 342

professionalization, 4, 67, 37, 326-27

professional knowing, 165

professional knowledge, 22, 307, 340,
345-46; adequacy of, 13-15; and citi-
zen practitioners, 295; crisis of confi-
dence in, 3-20, 39; gap with practice,
24, 45-49; in management, 240;
model of, 19 (see also Technical Ratio-
nality [model]); properties of, 23-24;
reflection-in-action as, 6g; scientific
basis of, 23-30, 35, 48; as technical
expertise, 339 (see also expertise); see
also knowledge, specialized

professionals, 3-6, 10, 45-46; as agents of
society’s reflective conversation with
its situation, 353-57; in bureaucracy,
326-38, 3309; claims to social mandate,

29299,

287,



Index

autonomy, and license, 11-12, 13, 288,
28990, 291, 296-97, 298, 299, 340,
345-46; conflicts of values, goals, inter-
ests, 17-19; loss of faith in, 4-5, 9,
11-13, 39; in public policymaking,
339—42, 349, 350; self-criticism by,
12-13, 18; self-serving, 340; as techni-
cal experts, 288

professional schools, 31, 35-36, 4647,
307-8, 324, 325; curriculum of, 27-30;
see also architecture, schools of (plu-
ralism)

professions: critique of, 5, 12-13, 14,
287-88, 290, 293, 204, 29697, 298,
312, 34042, 344-46, 349, 356n32;
defined, 22; demystification of, 288,
289, 290, 340-41, 342, 344~4s; essen-
tial to society, 3-7, 8, 13, 39 (see also
professional knowledge); implications
of reflection-in-action for, 287-354; in-
stitutional context of, 274-75, 343-46;
major/minor, 23, 24-26, 42, 46, 48,
204, 293-94, 307-8, 325; patterns and
limits of reflection-in-action across,
267-83; place of, in society, 338-54;
scholarly literature on, 22; science-
based, 168-203

psychiatry, 105-6, 312; schools of, 106—7

psychoanalysis, 106, 107

psychotherapy, 128-30, 268; example,
105-27, 273, 311; multiple schools of,
17, 310, 313, 314; storytelling as vir-
tual world in, 160-62

public interest: planning and, 206-7, 208

public policy, 39; demystification of
professions in, 341—42; political con-
tention in, 342, 348-51, 353, 354;
professionalization of, 339-42, 345-
54; in reflective societal conversation,
347-48; Technical Rationality model
of, 33940

public testing of private assumptions,
328; see also town planning, example

reality: construction of, 310, 311; descrip-
tions of, 346-47, 349; views of, 312—
13, 348, 350

reflecting-in-practice, 5969

reflection: interferes with action, 27s,

276-81; on knowing-in-practice, 61,
62; leading to experiment and theory,
181; on réflection-in-action, 126, 127,
243, 263-64, 282; seeing-as, 182-87

reflection-in-action, 49-69, 141; architec-
ture design example, 77-104; cause
and consequence of surprise, 328; com-
pared with Technical Rationality
(model), 164-67; as ethic for inquiry,
164; examples of, 63-65; implications
of, as epistemology of practice, 287-
354; limits to, 267, 275-83, 353; limits
to, in management, 242, 244, 25455,
264-66; limits to, in town planning ex-
ample, 210, 228-34; in managing,
241-44, 263-66; within organizational
learning system, 236-66; patterns and
limits of, across professions, 267-83;
and professional/client relationship,
295-307; in psychotherapeutic exam-
ple, 105-27; reciprocal, 304-5, 306,
350-51, 353-57; relation with techni-
cal problem solving: engineering de-
sign example, 171-76; research on pro-
cess of, 309, 320-23; stance toward
inquiry in, 163—64; structure of, 128-
67; underlying process of, 102—4; when
needed, 153, 156

reflection-on-action, 276, 277, 278

reflective conversation with situation,
151, 163, 164, 165, 167, 170; across
professions, 268, 272, 273, 274, 280,
281; in architecture and psychother-
apy examples, 130-32, 135, 136, 141,
148; engineering design as, 76-104,
172, 175-76, 188; in management,
242, 245, 265; in professional/client
relationship, 295-307; in psychother-
apy example, 124—27; in public policy,
346-47, 348, 349, 350, 353; reflective
practice takes form of, 295

reflective practice, 295~307, 353; as alter-
native to traditional epistemology of
practice, 345-54; and bureaucratiza-
tion of professional work, 337-38; in-
stitutions for, 326—38; in science-based
professions, 168-203; see also reflec-
tion

regional planning, 76

Reich, Charles, 12

repertoire(s): of cases, maxims, materials:
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repertoire(s) (continued)
management, 265; constancy of, 270-
72, 275; of examples and themes, 166;
of examples, images, understandings,
actions, 138, 141; of expectations, im-
ages, techniques, 6o, 66; of meanings,
103, 119, 125—26, 132, 137—40

research: as basis of professional exper-
tise, 288, 289-9go; dichotomy with
practice, 26-30, 35-37, 144-45, 147,
149, 152, 165, 169, 308; exposed as
rationalization for class interests, 340
41; on fundamental methods of in-
quiry and overarching theory, 309,
317-20; implementation of, 341 (see
also science, applied); as process of re-
flection-in-action, 309, 320-23; reflec-
tive, 309-25; repertoire-building, 309,
315-17, 323

research-in-practice, 68-69, 298-301,
308-9; see also on-the-spot experi-
ment

research-practice partnership, 323-25,

345
rigor, 141-56; virtual worlds in, 157~

rigor/relevance dilemma, 42—43, 44-45,
47-49, 69, 308; in management, 240—
41; and science-based practitioners,
188

role, 130, 287; in planning, 204-6, 209,
210, 211, 234-35

role frame, 63, 190, 210, 270, 272, 275,
283, 310, 311, 315; constancy of, 274-
75; town planning example, 211, 221~
26, 227, 228, 233-34

“Role of Analogies in Science, The” (Op-
penheimer), 183

Ronco, William, 323

Rousseau, Jean-Jacques, 65

Rutstein, David, 13

Ryle, Gilbert, 51

Scheffler, Israel, 329

Schein, Edgar, 24, 27, 45-46, 47-48, 307

school, public: reflective practice/tech-
nical expertise in (example), 329-

3
Schultz, Alfred, 53
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science, 7, 33, 37-39; applied, 24-25, 42,
308, 325, 339

Sciences of the Artificial, The (Simon),
45

scientific investigation: art of, 176-82

scientific knowledge: applied in profes-
sional activity (requirement), 21, 22,
23-30, 31-32, 37-39; exclusivity of,
31-33; production of, 38; see also
Technical Rationality (model)

scientific world-view, 31

Scotch Tape (example), 245

seeing-as, 139, 140, 141, 166, 182-87

selective attention, inattention, 61, 69,
160

semiconductors (example), 177-78

Shils, Edward, 35

Shockley, W., 178-80

similarity, perceived, 140, 182-87, 203;
see also seeing-as

Simon, Herbert, 77, 169; “diet problem,”
191; The Sciences of the Artificial, 45,
4647

situation: adapting to frame, 131, 190,
272 (see also town planning); transac-
tional relation with, 16364, 165; see
also reflective conversation with situa-
tion

situations of uncertainty, instability,
uniqueness, conflict, 16, 18, 19, 20, 39,
41, 42, 61, 62-63, 69, 164; action sci-
ence in, 319—20; artistry in, 49, 50,
16s; decision under, 239; error rein-
forced in, 305; limit scope of technical
expertise, 345; professional patterns in
dealing with, 268; research-in-practice
in, 308; see also uniqueness

skills, 27-28, 30

social choice, rational, 341

social control: by professional elite, 107,
28890, 340

socialism:  citizen-professionals in,
342-43

social planning, 206—9

social problems, 4, 9-10, 11, 12; model-
ling and, 44-45; scientific knowledge
used to solve, 37-38

social reform, 341, 342; professional ex-
pertise in, 344—45

social work (profession), 17, 23, 25-26,
38-39, 46, 107, 204, 311, 312, 336



Index

society: place of professions in, 338-54

sociology of knowledge, 312-13

special interest groups, 207, 208-9,
34142

specialization, 60-61; see also knowl-
edge, specialized

Sputnik, 39, 171

statecraft, 32

status, 4, 23, 24-26, 37, 46, 172, 288,
3034, 325, 340, 345; and profes-
sional/client relationship, 291, 298-
99; of psychoanalysts, 106~7; see also

research, dichotomy with practice

storytelling: as virtual world in psycho-
therapy, 160-62

“stuckness”: in architecture and psycho-
therapy examples, 93, 109—10, 118-
19, 122-23, 124, 125, 127, 129, 131,
134; as incentive for reflection-in-
action, 280

Sullivan, Harry Stack, 314

surfacing of dilemmas, 328, 334, 33536,
338, 350; see also town planning, ex-
ample

surprise, 56, 68, 327; reflection-in-action
is cause and consequence of, 328; trig-
gers reflection, 280

systems analysis, 189—203

systems engineers, 273

systems theory, 238

Taylor, Frederick, 237, 238, 239

Teacher Project, MIT, 66-68, 299, 321,
329, 334, 336

teaching, 293-94; reflective, 33236

technical rationality, 338; industry as pro-
totype of, 336

Technical Rationality (model), 21-30,
50, 69, 188, 287, 288, 319, 340; aware-
ness of limits of, 37-49; compared
with reflection-in-action, 164-67; cri-
tique of, 288, 346; logic of experimen-
tal method in, 141-45; origins of, 30~
37; place of professions in, 338-39;
science-based professions in, 168-69;
stance toward inquiry in, 163

Technological Program, 31-32, 33, 34,
37, 288, 346, 351; radical critics of,
340

technology, 10, 15, 331

theory, overarching, 152, 164, 166, 270,
273-74, 275; research in, 317-20; use
in reflection-in-action, 274

theory building, 181

theory-in-use: error reinforced in, 305-6;
interpersonal, 283 (see also action,
interpersonal theory of)

theory testing, 309

3M Corporation, 245

Three Mile Island, 12

Tolstoy, Lev Nikolayevitch, 68, 313; “On
Teaching the Rudiments,” 65-66

Torbert, William, 319

town planning, 23, 76, 204—35; example,
271, 274, 281, 282, 309-10, 311

transference (psychotherapy), 118, 123,
124, 125; as virtual world, 16061, 162

Trist, Eric, 353

unions, pfofessional, 13
uniqueness, 39, 41, 45—46, 61, 6263,
8-69, 308; action science and, 319-

20; in architecture and psychotherapy
examples, 129, 132; artistry in, 49, 50,
165, 170; bring past experience to bear
on, 137-40, 141; as domain of inquiry,
150; in management, 239, 265, 266;
practitioners of, in psychotherapy,
108-27; practitioner’s transactional re-
lation to, 150-51

U.S. government: research spending, 38

university(ies), 34-37, 324, 325; institu-
tionalization of Technical Rationality
in, 30-31; see also professions, institu-
tional context of

University of Chicago, 36

urban crime: as example of social prob-
lem setting, 347—48

urban planning, 8, 9, 76; metaphor in,
319-20

urban renewal, 10, 208, 340

vagueness, 305-0, 343

values, 171~72; conflicting, 39, 42, 49,
50, 338; congruence of interpretive
systems with, 136, 141, 152, 317-18;
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values (continued)
in interpersonal theory of action,
22627 (Model I), 231-32 (Model I1);
unintended consequences of, 135
Veblen, Thorstein, 6, 169, 238; The
Higher Learning in America, 35-36
Vickers, Geoffrey, 53, 240, 322, 347
Vienna Circle, 32, 48
virtual worlds, 157-62, 166, 271, 279,
281

Watergate, 10-11
Weber, Max, 326-27
Whitehead, Alfred North, 22
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Wilson, A. H,, 178

Wilson, Dean, 188-203; example, 191-
203, 269, 271, 272, 273, 274, 309, 318,
320

win/lose games, 303-6, 328

World Health Organization, 193

World War 11, 37-38, 39, 43, 238

Wright, Frank Lloyd, 74

Yasnaya Polanya (journal), 65

Zinberg, Norman, 106



A leading M.LT. social scientist and consultant examines
five professions—engineering, architecture, management,
psychotherapy, and town planning—to show how profes-
sionals really go about solving problems.

The best professionals, Donald Schon maintains, know
more than they can put into words: To meet the challenges
of their work, they rely less on formulas learned in gradu-
ate school than on the kind of improvisation learned in
practice. This unarticulated, largely unexamined process
is the subject of Schon’s provocatively original book, an
effort to show precisely how “reflection-in-action” works
and how this vital creativity might be fostered in future :
professionals. .

“An important contribution to the literature of planning
theory and practice. Its insights are as valuable as those of
Altshuler twenty years ago in The City Planning Process.
The Reflective Practitioner offers much food for thought
about how planning should be taught and practiced.”—
JUDITH I. DENEUFVILLE, American Planning Association
Journal

“Clarifies the struggle between art and science in the pro-
fessional manager’s thought process. It is also well writ-
ten.”—Harvard Business Review

DonaALD A. ScHON is Ford Professor of Urban Studies and
Education at the Massachusetts Institute of Technology.
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