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Editor's Note

Essays abound in this issue of the JCT. The first
selection takes us to Australia. Colin Marsh discusses the:
historical development of the curriculum/curriculum the-
ory field in his country and the possibilities for the future.
1t provides us with a look at the challenges facing ourn
colleagues in the land down under.

Jesse Goodman's field based research study on pre--
service male elementary school teachers presents some off
these teacher's perspectives on gender identity and its
social implications. What does it mean to be a male elemen-:
tary school teacher? This is one of the important questions:
that is addressed in this study. A

Ted Aoki's essay on computer applications introduc-;
es a hermeneutic on certain aspects of technology. Under-=
standing understanding is a key point which evolves in:
Aoki's discussion. .

Landon Beyer's essay discusses the nature, develop-
ment and impact of an alternative aesthetic theory on edu-
cational practice and gives several practical implications
concerning arts education and their potential ramifica-¢
tions. ;

Lssays

CURRICULUM THEORIZING IN AUSTRALIA

Colin J. Marsh
Murdoch University

Introduction

&It always seems difficult to make balanced, insightful
scomments about the state of the field of a subject in one’s
iown country. For a start, it is difficult to disentangle influ-
‘ences which may have had their source in other countries.
For example, this might be the “germ” of an idea, from
‘f_vhich local colleagues have used and developed into a far
jmore sophisticated concept or it might be something
pmore tangible such as a cwriculum package which has

The crossover between the visual and the verbal arts®
is the subject of Joseph Milner's fine essay. This crossover ;
is the transvestite's return.

Language is the subject of the Dobson, Dobson and’
Koetting essay. These authors ask educators to examine;
the value base of their language. They examine the:
metaphors we use in education and present some alter-
native metaphors for our consideration. i

The final essay by Beegle, Bentley and Bash discusses}
the human species and their relationship to the environ:
ment. They propose that we, as educators, begin to look at’
larger frames of reference in our thinking and begin to:
embrace a holistic view of the “reciprocal relationship™
between humans and their environment. This, they argue.’
could give us hope for the future. :

juate the contributions of a curriculum theorist in Australia
when he or she does not have the opportunity to receive

tesstonal associations to bestow awards and citations.
The field of curriculum is very young in Australia, cer-
vy no more than a decade,! and it is difficult to come to

(_.:urﬂculgm theorist spends a considerable amount of time
(along with teaching classes and supervising postgraduate
s[tudents} reflecting upon what happens to curricula. or

W.M. R what should happen, when they are implemented in
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ation,

E There is also the matter of visibility. How do you eval-
juate the contributions of a curriculum theorist in Australia
w en.he or she does not have the opportunity to receive
wisibility via a journal article being reprinted in various

ssional associations to bestow awards and citations.

: The field of curriculum is very young in Australia, cer-
tainly no more than a decade.! and it is difficult to come to
a clear understanding of what a curriculum theorist actual-
Iy does in that particular context, Presumably an American
culum theorist spends a considerable amount of time
_a.long with teaching classes and supervising postgraduate
students} reflecting upon what happens to curricula, or

W. M. R. at should happen, when they are implemented in
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schools. Theorists are concerned with a myriad of quess developing integrated sub
tions relating to practice in schools and for which they pe: ﬁnggin ﬂligrmalmer- tects) bt few schools seem o be
might be involved in collecting data or involved in estabs One state system which has be -
lishing the worth of a set of principles. ! d with schoolj-rlsaased curriculum e;le\?e?;gf;ﬂczlt-lymsil:iiﬁvs:s
It might also be presumed that American curriculum furing the 1980's has been the Education Department of
theorists want to communicate their findings and do so via Victoria. A change of government in 1982 led to the estab
numerous conferences and seminars, and through their Ishing of school-based structures such as school council-
writings in scholarly journals and books. The network af ind regional education boards. This has produced in :
communication channels also reaches into various b~ short period of time a remarkable devolution of curriculum
search and development agencies, state and federal governs flecision-making powers to individual school communities
ment bodies and private corporations willing and interest= " In all states over the last five or six years man teélch-
ed in funding major research studies. It is always dangers ers have been encouraged to convert earlier di lgmas f
ous to stereotype and there are undoubtedly many Amers feaching into Bachelor of Education degrees aI?d ir(:
jcan curriculum theorists who would disagree with these freasing, although small number, are now V’enturman fU-l'-
statements, but at least it provides some basis for exami- her into Master’s degrees. The'ir involverment in gt.h .
ining the counterpart role in Australia. ; legree programs has enabled some to study curriculte151:
theory and to be involved in theory-related problems and
Furriculum projects. But the overall stance of teachers is:

that they tend to dismiss any suggestions that their
actions are theory-based and give little credence to
research evidence which suggests that they or their
colleagues use particular models or theories.2

It certainly is not the senior administrafor in the var-
_ educational systems. These officials have to grapple
pith many educational problems but most are associated
stretching the funds to provide a uniform standard of
ed cation across vast geographical areas. They have to be
tfficient, practical leaders and to be able to delegate
powers in systems which tend to be highly bureaucratic
@gnd structured. As a visiting distinguished U.S. scholar

Who are the curriculum theorists in Australia?

This question might best be answered by looking brief=
ly at personnel involved in education systems in Australia.
They certainly are not classroom teachers. Teachers are
employed either in large public, state education systems Or!
in private education systems (Catholic, non-Catholic
church schools, alternative schools). In many of the educr-
ation systems, curriculum policy matters are determined
centrally, and in some cases, curriculum materials (teach-
ers'’ handbooks and student texts) are developed, printed
and distributed for nominal costs to teachers operating n
these systems. k.

There are few opportunities for teachers to be invol:
ved in curriculum theorizing, even though some Sys Snlt emarked in 1955:
have supported school-based curriculum development g :

(SBCD) and have had some successes with this in indi- *  not only do the syllabi and the examinations promote

vidual schools. Open plan designs for elementary schools ‘¢ uniformity of achievement, the whole atmosphere of
have become the dominant architectural design since the - the schools seems to be designed to produce unifor-
late 1960's and this provided a potentially conducive phy- mity of behavior.3

sical environment for teachers to interact on curriculum

Re
planning matters (for example, in team teaching, ang cent appointees to these senior education positions

l:h ectors-General) have tended to go to persons with
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higher degrees, and many of them now hold doctorates i
education (especially education administration). Few have
academic qualifications in curriculum. even though it is:
often the Directors-General who initiate curriculurn chang successfull . . - ‘
es. In the past, a number of curriculum changes have been or as adnn)s(t:ziolrz(:tigr;;icll) %Sf;\tiong e
implemented by Directors-General, based upon their visits systems. ice branches of the education
to overseas countries, especially the USA during ha& It is likel . ]
1920's-30's and the 1950's-60's. The fact that these eclecs among the etzrg;?; y;ze?qgcgggmsﬁ:l ;ﬁmc@um s
tic borrowings were often poorly implemented and shorts Bixty universities and colleges in As traliposmons in the
lived in Australian education systems attests to these ofils gubject of Curriculum Studies has 2:1 ba. H‘.)WGVer' the
cials' inability to conceptualize important curriculum ims Bchools/Faculties of Education over the); ::en included in
plementation factors. As an example, it is little wondes ind, therefore, the number of appoint dEls ten years or so
that overseas borrowings, such as the Dalton Plan, founds riculum is still quite small. At lea%t fi . pOS_ltlon.s el
ered when implemented in the late 1920's into Australiam education faculties which .SPeciallze our um‘femltiei have
state systems which enforced uniformity of standards they offer advanced curriculum ﬂqeom e s
through an inspectorial system. Since the 1970's, Direcs Hegree students and also offer doct ryt umts i
tors-General seem to be more willing to enlist the support Most Bachelor of Education degrees Ofra €s In Cur.riculu-m.
of senfor colleagues with expertise in curriculum before End colleges now include one or r%lrore 2uer3d at Universities
making curriculum decisions, although few if any of thesef * Networks of curriculum scholar;1 o CUI'I"iculum, ;
experts are interested in curriculum theory as such. 3 hing to emerge in Australia. The :ﬁe only just begin-
It is doubtful whether all but a handful of teachers sec- eulum specialists spread across thestlzgun e < thas T
onded to head office curriculum branches in the various any one institution there may be onl try means that for
education systems might be classed as curriculum theor= together with a small number of hi el Sl
ists. The teachers seconded to head office positions, usual= imost of whom undertake their st :igh er degree §tudents
ly for limited texms of 2-3 years, are singled out because of bot full-time students). Annual CSOI‘:I les as part-time and
their above average teaching or organizing abilities, and Bource of interaction for curriculum e::‘;ntl:es are one such
not because of any special interests or talents in curri bralian  Association for Research in éd e R
culum theorizing. Even though these curriculum officers ustralian equivalent and affiliate to AEucat;lon (AARE), the
are in a position to reflect upon theoretical and practical conferences since 1972, However thRA' as held annual
jssues as they go about their assigned tasks of revising WARE conferences are dominated b % programs at the
syllabi and writing teachers’ handbooks and student works bgists and measurement specialists yaxfd l;.:atlonal psychol-
books, they tend to have too little academic background toi ¥io special subject divisions (such as’ th D_ef:z.luse el TG
get very involved in theoretical concerns. They are often: shlum studies at AERA), it is extremele 2lqisl:on B of curri-
brought in to write materials according to a very tight that 2-4 papers are ever ——— 'y u ely that more
publishing schedule and so they tend to be highly tasks purriculum theory topics. in any one year on
oriented. But there are exceptions and there appears to be . A more recent initiati )
a growing group of young and talented teachers who national professionalm;:::c‘ir;tilgiso}f)?:zl;le;he for.mauon Of-a
received their first impetus into curriculum theory; curriculum  studies. Commencing in 1975u fn:l];: rtf.:l:::e?itfln
i » e

_.._ through their secondments to curriculum branch
n Spnce then, they have undertaken higher de-
grees, majoring in curriculum and they are now competing
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blossomed into an association with over 500 members and
it now holds biennial conferences and produces a 1w .
yearly journal, Curriculumn Perspectives. Through the cons
ferences, and more especially '

‘dialogue’ articles in
possible, more than

points of view.
To balance

menced operations in

ship in curriculum. Wwith a

annual budget of $3 million, numerous curriculum proj
various conferences and
continually contess
opposing points of view from

were commenced and
were hosted. Even though
rather different and often

any time previously, for currl !
theorists in Australia to communicate and debate theis

this tone of optimism, it also should be
pointed out that some other official network system: for
curriculum in Australia have not fared so well, A promising
new institution, the Curriculum Development Center, coms
1975 under the leadership of D
Malcolm Skilbeck, to promote curriculum development
dissemination and publishing, and research and scho A

of Curriculum Interest Group (CIG), it has subsequently

through major articles 2 1k
Perspectives, it now I8

small staff of only thirty and an

CDC had to

ects!

EMINAaLE:

Marsh 13

Bers and come predominately from universitie

leges, with a scattering from head office position: i;n ;ldui:c:-
tlo systems. Their prespectives on curriculum theory re-
fec the various routes from which they have come, includ-
ng educational sociology, educational philosophy‘ educa-
i' psychology, the social sciences and humani'ties and
i strative science. Their contributions to curriculum
:..-.. can be only gauged from what they have commun-
£ ::;l to Slﬂlers. via their lectures, presentations to confer-
':'-.I. ” academic articles and books which they have
* In this paper, attention is focused only upon

h: Australian curriculum theorists have );mg:cedbo:nkds
R in itself produces a fascinating picture when it is view-
e historically since the beginning decade of the twentieth
fentury. An analysis of articles published in journals by
Austrialian curriculum theorists would necessitate analyz-
fog numerous overseas journals as well as Australian ones

' cils beyond the scope of this paper, although it is antici:
pated that these details would corroborate, in general, the

pattern described below.

Table 1
Number of Curriculum Books Published
inUSA, UK, and Australict - 1900-1979

state education system leaders, the agency appeared to el ;
making very good progress through the 1970's and into 8
the 1980's. Unfortunately, the resignation of its director] .
Dr. Skilbeck, and decisions by the government of the day

to downgrade its activities of CDC almost led to its demis& USA UK p—
in 1981. It has recently been rejuvenated under the pres

sent government but its activities are now directly controll: 11 4

ed by the Minister of Education and other national agens 12 1 )
cies such as the Commonwealth Schools Commission and 87 _

the Department of Education. Not so fortunate were 110 2 .
search agencies such as the Education Research and 74 1 )
Development Cominittee (ERDC), a major source of funds 121 2 0
for education researchers, which was summarily wound up $1960 260 19 1

in 1981 by the government of the day. 11970-79 334 61 .

l ta derived from: W.H. Schubert, Curricudum Books: The
Irst Eighty Years Lanham: Uni Press of American, 1980.

What are the curriculum theorists saying?
The curriculum theorists in Australia are small in num
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#elect out a small sample which represents particular lev-
els of development. To this end, five have been sampled
(see Table 3, p. 26) for closer study and for the latter
hree, questionnaires were circulated to these authors to
:- their comments about curriculum colleagues who
bad influenced their writings, and about their expressed
tentions in writing their respective books. This infor-
mation was collected for the last three books analyzed
Wheeler, Musgrave & Marsh) but it was not possible to do
fhis for Mackie and Browne (deceased).

In Table 1, a list is included of books published by
Australians in Australia for the period 1900-1979, togethes
with comparative details for USA and the UK. Thesg
figures are based upon listings compiled by Schubert® and
it would seem that the number of curriculum books wrils
ten by Australians pales in significance compared with
those written by their counterparts in the USA and thg
UK. As listed in Table 1, the number of Australian
culum books appears to be very limited indeed in the earli
decades of the twentieth century, and that situation hardiy
improved except during the last decade. It is interesting
to note that on the British scene, the number of
culum books published also started very slowly, but during
the 1960's it was developing much faster, and very drama
tically in the 1970's. o

However, Table 1 does not give the complete pictung
as Schubert's criteria for inclusion were book titles using
the term ‘curriculum’ and written in English. The develop
ment of curriculum books by Australian authors has follow
ed a more complicated pattern as depicted in Table &
(page 24) The early books published in the 1920's ang
30's dealt with curriculum matters but their titles wezg b In this slender vol ¢ )
usually aligned with the term ‘teaching.’ Thus, of the sk B onlv two ch :’0 ume of 166 pages, Mackie contri-
books written during that time, only two contained thS - calley es t(’: ap etll.zs' the other' eight being written by
term ‘curriculum' in their respective titles although ti i aaiunj rgm . tl? Teachers’ College. Nevertheless,
other four dealt specifically with curriculum matters. TH 1 ty about the writings and an emphasis upon

foviding a schooling which promotes the interests of the

then'1e of books on ‘teaching’ .(although dealing Wik hildren and yet prepares them as future memb f th
curriculum) seems to have continued through into  the mmunity. For ple: ers of the

1940's-80's, but in the 1960’s there developed a numbg
of books which focused on matters of general curriculum
This dichotomy of the 1960's was further complicated
the 1970's by a split into four main areas of concentratign
namely Specialized Curriculum Topics, books based @i
Curriculum Projects, Specific Teaching Techniques ag
Specific Teaching Areas (see Table 2). o

To fully appreciate the curriculum theorizing wiigs
has occurred over the decades, it would be necessary.i
examine all these books carefully, but it is possibley

- Alexander Mackie, The Groundwork of Teaching (1919)

. Despite the title, this was the first book on curriculum
gitten in Australia. Mackie lectured at and became princi-
i of the Sydney Teachers’ College before being appointed
g8 the first Professor of Education at the University of
€y. His chief concerns in the book appear to have
ieen twofold, namely to promote a social needs orientation
: ‘curriculum planning and to indicate how a variety of

gaching procedures based upon psychological principles
ghould be used.

The school is a form of social life, and its occupa-
tions and lessons are intended to form the physical,
mental and moral character of the young, to fit them
for living as useful members of the community, and
in so doing to promote their welfare and happiness.

There is also a strong emphasis in the book upon the
ted for teachers to produce lessons which reflect impor-
:4 psychological principles such as children are active



16 Journal of Curriculum Theorizing 7:2 Marsh 17

leammers, children have individual rates of learning, and ¢ Hansen was objecting to the Minister of Education in
children have different levels of achievernent. Mackie mains Victoria who was exerting considerable political influence
tained that it was necessary for a teacher to have available:a over the policies of the state education system, even to the
repertoire of different kinds of lessons {Information les extent of forbidding education officers from making state-
sons, Expression lessons, Drill lessons, Problem lessons ments on educational matters in any public medium. It is
Aesthetic lessons and Exhortation lessons) so as to accom ot surprising, therefore, that Browne's comments in his
modate these various psychological principles. 1 book are hard-hitting and aggressive, and his plans for
This book is likely to have had considerable impact fevising the curriculum in Victorian elementary schools
upon educators in Australia during the 1920's and early gall for far more involvement and discussion by teachers
1930's. Mackie's book seems to have been influenced heavs iin opposition to the Minister for Education's directives)
ily by some of the child study psychologists of the time (for in planning curricula via 2 central executive committee,
example, A. Gesell®) and by educators who emphasized -‘:. ‘r_'-:-- t committees and subject committees.
social inheritance for children. At the time it represented ¢ Browne seems to have been greatly impressed by obser-
the latest thinking about aims and purposes of a cun'icg fations he made in educational practices in the USA, but
lum and child development principles. e had little to say about the UK. The theoretical underpin-
fiings of his book are clearly those of John Dewey, as reveal-
& by such passages as:

We cannot blind ourselves to the fact that at present
we do not give our scholars enough practical training
In citizenship, initiative, responsibility and self-disci-
pline.11

Too often in the past we have been content to teach
children ‘what’ to think instead of *how’ to think,12

. In the introductory chapters in his book, Browne
l' borates upon various aspects of Dewey's experimenta-
gm!3 and he makes his points by comparing the tradi-
fonal (and undersirable) approaches in Victoria with what
'-.; d and should be done. In the remaining chapters he
ts out his “curriculum revision plan” including details
or each of the elementary school subjects. The book, in
fimmary, is an interesting combination of assertions about
fparticular philosophic orientation to education, and de-
filled, practical examples of how one might achieve this

o

G. S. Browne, The Case for Curriculum Revision (1932) ’

Browne's book was selected out of four written in {he
1930's because it illustrates very well the pressures on Cus
riculum which were occurring at the time. Browne, a Vices
Principal at Melbourne Teachers’ College, had spent a eal
visiting educational centers in the USA and the UK -: A
his report to the Director of Education in the state gl *
Victoria was the basis for a book which was :h.
published in 1932.

The foreword of the book, written by the Director: @
Education in Victoria, M. P. Hansen, alerts the reader g
the problems which that state was facing at the timé
especially pressures by political leaders to control polici 23
of the state education system:

Indeed, I feel it is my duty in the light of event§
during the last few years to advise the public d
certain dangers to which a highly centralized system
of education under political control is exposed.? '

These advantages {of a centralized system) are graves
ly imperilled if publication and discussion of educs;
tional problems are forbidden on the ground that pos
sibly questions of policy may be involved.10 i

¥

4

'; It appears that no general curriculum books were
fitten in Australia during the 1940's and 1950's, except
r brief detalled handbooks for teachers working in parti-
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cular philosophic orientation to educatior:ilis aggd detaﬂed.:
. rtegd onearlni gt?rtriecl:cl?li:;le books w;are writ=

s that no general ¢ ] 1S
ten Iiflagzzﬁrralia during the 1940's and 1950's, except for

brief detailed handbooks for teachers working in particulan

Ellwood in Table 2)#
education systems (for example, see O e tntd

. P .
During the 1960's there was a Su 3
publicition of curriculum books, when th:ee gen;rlal;lect;:;g.
eulum books and five books on specific fl?cmn1950's o
were published in Australia between the

1960's (see Table 2).

D. K. Wheeler, Curriculum Process (1967)

Wheeler's book is the Australian equivalent o{) TEllcba :_;
Curriculum Development. Wheeler completed l_ns To:b X _’:_.
1965 after a sabbatical period working with Hilda at

San Francisco State University, and it is understandable:

i lanning principless 5
1d draw heavily upon the p . ;
g::n:;tigogydTaba. Although he does elaborate goals more

diate and:
than for example, into ultimate, me :
o Tabaéo(ries), his book covers the same social

oximate cate ; 3
fxzzeds orientation and follows the same rationale; curricu-

i cbjec-

lum process elements of examining a:lm 5 %oatlisn ganiDn tin 1
tives: selecting learning experiences; Se ec g
orgax'uzing and integrating learning experiences :
tent: and evaluating the aims, goals and objectives';,rding 2 4
'Wheeler's purpose in writing the bootlﬁ ac;:va < 4
recent personal communication with the author, -

to present a unified, coherent and logical approach:

£

He seems to view curriculum theorizing as g;eo :
lishing of explicit criteria to use in the process —
purposeful curriculum development rather than g

i i licit in such undertaks
jous value orientations imp : :
ti;l;s.v'?n‘l'ns is evident throughout his chapters, including

iety, on subject
is on the individual, on soc :
51?3:?5 and on learming processes are all necessary
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Mu
to the theory of curriculum.14 -

What must be guarded against is emphasis on one to
the exclusion of the others. 15

General aims, whatever their nature and however
expressed, are mere brass and cymbals until they are
operationily expressed and matched with education
sequences which produce actual outcomes close to
the intended behavior or behavior patterns.16

Just as Tyler!?7 and Tabal® have been standard text-
book fare for many tertiary students in the USA during the
1960's and 1970's, Wheeler has served the same function
n Australia and his book has been widely used in univer-
‘Slties and colleges. The curriculum process cycle can, of
icourse, be applied to any subject field and does provide
the steps for those involved in curricutum development.
But the criticisms of the Tyler approach as being rational/

agerial /technologicall® apply equally to Wheeler's ap-

P. W. Musgrave, Society and the Curriculum
in Australia (1979)

This book was one of seven written about general cur-
riculum in Australia during the 1970's, and one of three
authored and published by Musgrave during that decade. It
is interesting to include here because it was one of five
books in a series on curriculum commissioned by Dr. Mal-
icolm  Skilbeck, Director of the Curriculum Development
Center.

As a sociologist by training, it is not surprising that
sgrave’s stated intention for writing this book was to

an account of the development of the Australian curri-

culum, from sociological and historical perspec-
tives.2

flhe definition he provides of curriculum in an early chap-

fer of his book indicates that he may have been influenced

oy the writings of contemporary sociologists overseas, such
45 M. F .D. Young and P. L. Berger:
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(to amplify these four orientations as applied to the process
relements involved in developing a curriculum. By the
sexample used, it is evident that the author is favorably
\disposed to American curriculum writers such as Eisner,
Walker, Fraenkel and Taba, although he doesn't state his
ipreferences explicitly, nor does he elaborate upon or
idevelop, a particular orientation to curriculm theory.

ik

i from the who "
Curriculum consists of that selection i
stock of knowledge available to a soc.iety which those_
in power in the educational system aim to pass on to.
succeeding generations.2! 3

In various chapters he points to some of the unig
aspects of Australian society (such as the mﬂuenttl:: rc;f ':
waning British connection, and a distrust of autho eftfy .
moral and academic matters} and he relates the‘ cctag What are the e prospects for et theorists. n
that these and other elements have had upon the du'ectl_ Australia? Jutur curric
of curriculum in Australia. He uses Beeby's2? four stages I:';'-E-
change in educational systems (Dame school stage, stage _
Formalism, stage of Transition, and stagfa of Meaning) to’
demonstrate how changes have evolved in curriculum =
Australia during the nineteenth and twentieth centurle:‘:l E

Musgrave's slender book of 160 pages was of y 7
tended as an introduction to curriculum and: there og.. ‘.-
might be excused for not developing a curriculum H
beyond the raising of particular sociologica.I issu::.t o
ever, a significant contribution of the book is its ;g .
analysis of curriculum in Australia, a tol_)ic which had not
received more than a scant few pages hitherto from othet
Australian curriculum authors. -

B

', At a general level it might be concluded that the future
for curriculum theorists in Australia looks to be most pro-
mnising. The number of books written on curriculum is
dncreasing (see Table 1), and there has been a steady
increase of articles written by Austrialian curriculum
ispecialists appearing in Educational Leadership, Curricu-
wm Inquiry and Jownal of Curriculum Studies. Further,
he establishment of a national curriculum organization,
the Australian Curriculum Studies Association (ACSA),
should enable curriculum colleagues far more opportun-
dties to maintain a dialogue on theory issues. There is an
i Ancreasing demand for curriculum courses at tertiary level
i and this should lead to more curriculum staff being hired
q in universities and colleges, even though economic condi-
tlons are presently causing nation-wide contractions in
staffing levels,

" A closer examination of the details presented in this
Raper might lead the reader to come to a less than positive
onclusion about the contribution of individual Australian
turriculum theorists. For example, how significant have
been the various curriculum books written by Australians?
To what extent are the books written in the 1960's and
beyond being used in other countries, especially USA and
the UK? To what extent are they being cited in curriculum
:Iﬁ' a.IS?

It might be concluded that Australian curriculum
books focus too much on classroom activities, and upon
Epplying theoretical principles to classrooms, without un-

C. J. Marsh, Curriculum Process in the
Primary School (1980}

A

This book was the first curriculum book published n
the 1980's, although subsequently three other§ have b et
published (see Table 2). It, too, was commissioned as '.‘I?'
introductory volume, in which the focus was to be upom
the skills and activities needed by classroom teachers .:
become active participants in curriculum making, -
The author provides a framework for the practic : (f: -
riculum-making skills by analyzing them in ten:;:n gul “5.
major approaches or value orientations to c .
These approaches (Social interaction, Informatior_l p) .,_
ing, Personal development, Behavior modiﬁc:itlxz%n 3 W
upon the categories described by Joyce & Wi . Ty
and Vallance24, and McNeil25, Various examples are uscg
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‘Australian publishers. Understandably, book publishers can-
inot embark upon publishing activities if they can't be assur-
led of a sound market, and the Australian market is very
ismall. But these decisions by publishers create a “no-win”
situation for curriculum specialists. Unless they can com-
municate their ideas on curriculum, they are unlikely to
refine their theortes, and this process won't ever get start-
ed unless they can find a publisher.

. Finally, another excuse which might be offered is that
curriculum theorizing in the 1980's is not widespread in
other countries either! Using Pinar's classification of curri-
cularists into traditionalists, conceptual empiricists and
reconceptualists,34 it seems that colleagues in the first two
tategories are not writing very many new books on cur-
riculum. Revised editions of well-established books {for
zample, R. C. Doli35) are stili being marketed as are re-
Vised editions of books of readings (for example, G. Hass, J.
Bondi & J. Wiles36), but the overall output is quite limited.
By contrast, writers in the reconceptualist category are
publishing at a steadily increasing rate (for example, W. F.
Pinar37, H, Giroux, A. Penna, W. F. Pinar38).

| Although Australia has curriculum colleagues working
from reconceptualist/phenomenological/existentialist ori-
entations, their publications to date have been limited to
journal papers.3? Several sociologists have attracted inter-
pational attention for their writings within the emanci-
patory framework such as Sharp40 and Pusey?l, but that is
he present extent of contributions in this area. It may be,
85 Westbury42 points out that reference to fatality and
ehoice for theorists, that Australian curriculum specialists,
working closely with school people and whose positions
re tied in to heirarchical centralized education systems,
o not have the same opportunities to develop theoretical
positions as the sociologists.

" Curriculum theory has a foothold in Australia at the pre-

dertaking the vital task of critiquing and perhaps discard-
ing extant theories and formulating and shaping new .
theories. The theorizing may come at a later stage, of
course, and it can be argued that much theorizing ca;;.
out of case study work and classroom observation.<®
Schubert2? refers to curriculum books which attempt to.
provide procedures for curriculum development as being
synoptic texts and many of the Australian books seem to ﬂt~_
this categorization. In his listing of synoptic texts which -
he maintains have dominated curriculum writing during
the 1930's-1960's, Schubert includes Taba's
Development and Saylor and Alexander’s Planning Curri
culum for Schools.28 Australian curriculum books tend to
be very similar to these patterns although their format of |
lmp covers and a length of less than 200 pages is far leSS:
impressive visually, than the hard-cover, large, American
volumes, such as the 733 pages of Tanner and Tanner’s:
Curriculum Development.29 :
It is interesﬂng to note that Wheeler's Curriculm
Process is the only book written by an Australian curricu=
lum specialist which has so far been published by an over=
seas publisher (University of London Press), and at 320}
pages, it is well beyond the typical 150-200 page limit of
other Australian curriculum books. It, too, is the only book
produced to date which devotes the entire volume to ex=
pounding a particular theoretical orientation to curricuz:
lum. Australia has yet to produce its equivalent to theor; s;
such as Harry Broudy30, Philip Phenix3! or Henry Giroux.52
Perhaps some excuses can be offered for t.l_'le short-falls

by Australian colleagues in curriculum theorizing. The size :
of the market for academic books (and journals) is likely to
have been one major factor. Book publishers in Austrs 2
are not interested in publishing large, hard-cover books o0
curriculum. Often, these books publishers will unde _:
extensive market research before they will even agree to 5
produce a slender volume of 150 pages, and books of read:: et time. Whether this scaling point enables a veritable
ings on curriculum (although published regularly in thej briress to be erected or whether it remains as nothing
USA and UI{33) are summarily dismissed as non-viable b ; -'||| e than a resting point up the cliff face, remains for

4 fshure curriculum theorists to decide.



Marsh 25

Wnjtorm 59 s1agoval ‘tlaeg g

a.s: ann_.ﬂs.aﬂo Ay
ucnen[EAg [euoneInpy’ siadasy-Bumeiy il

[£261) uonenqesg EusEmou% w_no
$IRUASG [E190g SY1 U uoPERea] Jadid Y
L | (8281) sonexy “pg Jof
SURPINGD P RN 5_%..__ nassed "0

{8£61) waqnajny [esopy uum_.._. asesfengy ‘g (#9681

S WM 1 WY uuum uIEeeg "
{8261) Aumunuoy _S.Wum ) Aurdpmg {fauuoD “J 'm 81) Wrynopunsy

B1) SPoLnapy upd "W 3N ssatoy Anaieauns'apood Y {5281) £epm oyl 1] Bupeg ng "a

Bumamal § &(Inig:EIUAIG [eRog 7 Yarep D a_.u?_._._dﬂd af
(1261) L1205 Inoqy Sujyoear, na q (£281)

(6961) [ooyog Arepuosag (2261) Hooqpuey sI{IRa], JWAS 00

A IOy PV [0S (¢ 12 BpUMed ' UnupY [ooyds R Aydosopya’ apjre dWIS
(5261} [0£61) uepunspurupy 3 (8261) oo

SRUADG [eprog o Fujyoesy, _m_ﬂ.ﬁ H ) 20jdery B _Doom m. ..Nﬁm..s ‘W uo Z3gY Jo 10eduy sy uMo °f

TSR

[0861) sapoadaiag 1 seoporlg

(1851)
IENY :pg UG TREEG D Wnowng @ AP 0wy e G [Epdeuy uy Wnhauny  ysey o
(0861) sy uy pg pruawLUCIAUY aur] o (B261) A3190g rumyg v $86] SInSs] pe S30RoRY]  pIOlEIT |
[S£61) "Pd 2UaPg Jo unpnng 35% i W} UORWINPT R 0[O’ SMOWS ' uejpensny uy aunjhauny Usre -0
B261) (r881) eansny uy
“EHATE SUNIRS L ST Sjooyag A1 Jauuy’ e ja Heung o waurdofasaq wnopmsy Apeag -1
{L265]) ) foss1)
Fwnjnoungy “e 713 uopAeld [oouas Armunad agy
(8261} uonoy uf saures uopenug ysmey ' (££81) PTYD U] £522054 wmnapumsy ysrep ‘o
{2261) YeoQsitom s pediduny v duedy, ¥ B sy Fupeenpg laesfing g [B261) uﬂn.aw:NS
[a261) 8198, Jjaea], mm T .um?u% o 1) umpRIng i p Apog  asndeny of

Supgowar 1 Fumausy ‘uopieyn [6261) Buiiires] raseg
L E AT um|nalilng 1did -y

.08 9 8.0L61

(wo0) 'z aqer,

e e e ARSI LA e o e e = b Uiy avmiBerny
it s T g et e b L e B B emion & o, T .
u Nﬂﬂlﬂ%ﬁ_ % S L) w [eAAING J0] Bopeanpd #moH 'O
o y =) A
gﬂﬂﬂgﬁﬂﬂaﬂm wnnaEng .&ﬂﬁﬂi W
uy apoy Bu:qauHO L sxaEng g
Fuidojasaq sread PYREN O 61} ;
(o881 ) A ool 1o 1ot oL Ipd Aappog woqe BUomL_ Ayeg g
[££61) 39yven Bupnndag !F::Buﬂuu_uﬁaﬁqﬂH %08 % B0LGT
[8961) .
fopre ‘g & *3punreg d
o B|SUAS ¥ . ssarforg & sjooyds Aapeg .
) e Reipia oo o1 uﬁﬁwﬂ g (2061 Troaiq Winasing M -a
N {981 19045 Arewiid 3L suﬂw ..u_ UOREINPE [ SUCHEPENGY LT =2Eu%wa..~>
™ - 1 10 sank ) sajdpund _ﬁL“mmu_ ¥ :
[z961) Bupyea] Jo Y amsest
L AN
61) Buryaea] Wapo a1 e
faven) stoouos Kretia SR i) Fa L 05-5081
[oov>s Areuatiad U 1o Hooqpurel ¥ poomia ‘M
een) ud
ejfENSTY U] JUDSHOPY A} IO Enao%mnum__. .
300 ¥d
P31, PUe POYIa ML X
Fupjoeal jo wnﬁﬂﬁ m.“m: sny \n ongvd Eaun_m mw
{gE81) uoisIAT] WANFLMY 10 38T YL
i 5 0oy h.uEWMm_uUF_. u_wo”w ihd
wnynogLn ) sup
B O Rget) ousuws woneonpd s wwew:n:a:_
OOUIG ATjULI[Y 3
e I LR e ok oy WY Ll
= (6161) Buppeat jo yiompunain L qAng o 055061
w [#161) BireisTY Ul [00YG (I YL
FUSESL WTRSAING
TE-GT6T W ASIING U5 SIfEreny W pERard sxoeg
W T AqEL
|



26 Journal of Curriculum Theorizing 7:2 Marsh 27
d a . FOOTNOTES
2oan i 315 ;

g E; £ 3 i gg_'ﬁg ) §. M. Lawn and L. Barton, “Curriculum Studies: reconcep-
e ﬁ? E’:‘.: .:—ﬁaa .?55’ 53235 : fualism or reconstruction?” Journal of Curriculum Theori-
. ééi‘“g —gaé 'ﬁgj ﬁ‘; Ei’gﬁg% 1 fing (Vol. 2, No. 1, 1980), p. 47, suggest that curriculum
FECEP Ei'g s s ag2 323_.‘-5 3 studies as a field of study has only been in existence in the

§51§§§ 25y P38 g%i 4 E-g_g E United Kingdom for the last fifteen years.
gﬁiﬁg Efv EE% E:_g.%‘ E%:sﬁ 2. C. J. Marsh and K. Stafford, Curriculum: Australian

E agigﬁ ;EE é’E g 2Eg - 5'§§ : practices and Issues (McGraw Hill, Sydney, 1984), p.23.

a9 E 5. R. F. Butts, Assumptions Underlying Australian Educa-

E 4 tion, (ACER Melbourne, 1955), p. 68.

5% . < ¥ ) : #. These universities include Macquarie University (NSW),
, % 1} a5t 53 258 gis ] -_ University of New England (NSW), Deakin University (Vic.)
3 g§ o 36y ggg E:ﬁ ._,.fé?.‘ g &nd Murdoch I{nfversity (WA), University of Sydney (NSW).

] B2 25 =<d5 wom Eea duinT 21 . An interesting analysis of papers presented in AERA's
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H " y 2 2. 8 feulum Revision (Melbourne University press, Melbourne,
'g:'. &g g 55 EL e -
I SN -FIN 2 52 p- 11
oFi  gims ige iigs ES8T 10. Ibid., p.12.
é;...«z égsd ozd o=a OERO 1. G. S. Browne, op. eit., p. 20.
4 .|_ Ibid. Pp. 21.
g g g i é é 2 3. W. H. Schubert refers to Dewey’s writings and others of
-} 9. - - — )

s period as “experientialists”, and this is possibly a
more appropriate functional term. T. Harbo “The curricu-
um field today: a Scandinavian point of view”. Paper pre-
gented at the annual meeting of the American Education
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Research Association, New York, March 1982, also refers

to a similar influence upon Norway's curriculum develop- j»me and Pra i
ment during the 1920's and 30's. . ctice (Macmillan, New York, 1975),

14. Questionnaire response received back from D. H. ;' "and Excell
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MASCULINITY, FEMINISM, AND THE MALE
ELEMENTARY SCHOOL TEACHER: A CASE STUDY
OF PRESERVICE TEACHERS' PERSPECTIVES

Jesse Goodman
Indiana University
For a number of reasons (e.g., tradition, money, social
status), few men choose elementary teaching as a profes?
sion. For years, many have recognized the need to ha B
more men teaching in elementary schools. This awareness’
has taken on new significance during the last two decades:
as the feminist movement has influenced both society and?
schools. Feminism challenges many of our traditional social
roles, and schools have long been seen as 2a potentially;
important factor in socializing our young people. To a large
degree, the teacher is an agent of culture for childrent
S/he overtly and covertly teaches our children values
norms, attitudes, and ideas that reflect and/or influencé
the social context within which schools operate. e
male elementary school teachers would serve as an alternas
tive occupational role model, an increase in their numbers
would ideally promote a healthier and more balanced view
of society to our children. s

While the absence of men in elementary education co: i
tinues to exist, there is little research that explores the

w men who have chosen to entel

perspectives of those fe _
this field. What perspectives do men, who are entering
d gendes

elementary education as a profession, have towar
identity and the changing sexual/social roles in ol
society? Since teachers serve as role models, men's Det
spectives toward masculinity are of particular interest. Peg
haps most importantly, in what way are male elementar;
school teachers’ perspectives manifested within a givel
classroom? '

In an effort to address these concerns, this paper
ports the findings of a case study of six male preservig
teachers enrolled in two different elementary teacher et
ucation programs. Several studies (e.g.., Becker et al
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- 1961; Lortie, 1975) have found that perspectives concern-

rheagrorle'sfoﬁccupﬁion are largely formed early in one's ca-
E : ows then, that a crucial period fo ini

. [ examini

_ the devecllopment of perspectives is during teachers’ pxl'?f
1 rﬂservim_dc';:i e ucation. To facilitate this discussion, the paper is
fonded ‘1"1'1’11:0'fourhin;laltr;-1 sections. The first two provide a
: thin whic e study’s findings can b

- ed. The first section addres of teathos 5 raeds
! ses the role of teache -
of culture, apd the second briefly examines :h: Ss:(:iilc.]l-
" o;xu é)f' males in our society. The third section presents
e ss fys methoc'iology and findings. Finally, the implica-
! of the study's findings are discussed in an effort to

fmore accurately understand .
ischools and society. the relationship between

L

Teacher as Mediator of Culture

Sarbin (1954:225} states that a role is *

;:--- t?f leamned actions or deeds p{eerfznsrm.éc‘:la bp;at;er;:;c_l
-. in an mteragtion situation.” As an individual enters the
;__I,-.I T ai ;r;izsss;;;z. rs;{he qui;kly learns that teachers ful-
Tu st €5 such as: observer, dispen f
fnowledge, facilitator of learning, counselo ager, ant
tvaluator. One role that is oft;an overl r}.: i =
_L tﬂintig:;: :ﬁ?o:lllcs gandt axfnong those ;:o:I: 11: tliza(f:;;g
] ' agent of culture, one who consciousl

I uncon i i .
~_. o r2;:11.0usly transmits societal norms and values to
eﬁithﬁz;xgh .th:s role i§ nf)t always overtly discussed, at
B e e; In our nation’s history it has been strongly
Jrooura; va.rio Lc:r _example, by the turn of the century the
:,‘_ ey i S u_nmigrant groups had already turned this
" umqpely Pluralistic society. This heterogen-
&y, however, conflicted with the prevailing belief in th
:: _ ority of Anglo-Saxon culture. The primary institutioxi
ou to n_:eet this challenge, and thus develop a homo-
2 § society, was the schools. In 1909 Ellwood Cubber-

% a leading educato i
Sopwin tugde: r at the time, expressed the then pre-

1
e
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play a potentially dramatic part in the development of our
imerging culture. In recognizing this fact, we not only leg-
limate the power and uniqueness of individual teachers,
fut also become aware of the complex dynamics involved
D the socializing role teachers play in our children’s lives.
5 previously mentioned, the feminist movement has had a
gignificant impact upon our schools and society. Keeping
’_H-' recent social development in mind, the question that
ses is: In what way do men, who are entering elemen-

Our task is to assimilate these people as part of thes
American race, and to implant in their children, st
far as can be done, the Anglo-Saxon conception off
righteousness, law, order, and popular governme
and to awaken in them reverence for our democratici
institutions and for those things which we as a peod
ple hold to be of abiding worth. (Pucinski, 1972:76) _
Naturally, the primary cultural agent within the schools§

iy

was the teacher. 5
Numerous educators and sociologists have illurninated g education, act upon their role as mediator of culture
the way in which schools and teachers transmit cultural fithin the classroom? However, before addressing this
mestion, it is helpful to briefly examine the socializing pro-

knowledge to our children (e.g., Apple, 1979; Friedenbe 11
1963; Henry, 1963; Spindler, 1963; Waller, 1932). How
ever, it is extremely important that we rocognize the dyna
mic quality of this transmission. Teachers do not me \
“pass on” an exact, predetermined body of cultural norms

ss of men within our society.

Male Socialization - Traditional Emerging Roles

¢ Teachers, like all people, cannot be seen as separate
In addition to transmitting culture, teachers also mterpre fom the broader social world from which they come. In ex-
and (to some degree) alter its quality: E imining the perspectives of individual men who are enter-
We know that education is much more the determin; g clementary teaching, it is important to have some
ed than the determining factor in human culturé __ght into the socializing process that confronts most
However, to a degree, it is both. For civilization i én in our soctety. Although our sexual identity is deter-
not a dead mass of material which can be moved liké fined through genetics, our gender identity is the result
furniture from the house of the deceased into the feultural influences such as parents, schools, media, and
house of the heirs. While passing from one genera e, rclations—a}n .in.dividual's socialization (Mead, 1935).
tion to another, civilization changes its character ag 82 number of individuals (e.g., Brown, 1956, 1958; Fauls
cording to the spirit of those who transmit—for trang L imith- 1956; Gilbert, 1957; Goldberg, 1976: 172-
mission of values is not just a process of “handing ) have noted, “Demands that boys conform to social
down,” it is at the same time reinterpretation; f filons of what is manly come much earlier and are en-
involves choice and selection; it is continual rend ited with much more vigor than similar attitudes with
scence....Thus, the teacher, who is the transmi ar spect to girls™ (Hartley, 1947:7). While few adults seem
must also be the interpreter, the selective agent, ¢t fpcerned if a young girl is acting like a “tomboy,” young
reviver and regenerator...(Ulich, 1952:21) iys quickly learn it is not okay if they exhibit feminine or
g Bsy" behavior. What messages do young males receive

It is crucial to understand that teachers are not simply; fin our culture regarding their masculinity?
vehicle for, but are mediators of culture. As media on E:
they reflect not only the past, but also lead into the futurg
As a number of educators have noted (e.g., Grant, 197§
Lather, 1984; Postman and Weingartner, 1969), teaches

Traditional Gender Identification

A number of individuals have noted that in our society
exists a set of values which boys (more than girls)

E
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(e.g., Farrell, 1974 Goldberg |
1974). This masculine ethos,

i ervasive
though subject to variation and exceptions, 1S P

. es-t.
example, through various avenu
bl latlzons. school, church, family:

1 S bez
(e.g., mass media, pe men are supposed to beil
structure) boys soon learn that tally) logical, aggressive::

active (both physically and men Jogieal, S el
mpetitive, leaders, quick dec ors, P
e le. self-confident, independent, |

i ntrol, visib ¢ masl
eg:;is;]at(j:: (i.e., a hero). Often the su-mmons ;;oalri\:;% b
(c:uline characteristics implie:‘;1 a i;etplixt?;:ﬁosr; r?sitive i 1
inin i u . ) :
inine traits” (e.g., emotional, e
coo;?erative. weak, dependeqt. l‘nzlrnble‘i;i1 }3%3;3 alflzru?e bt
embracing masculine qualitu;s. .they“ e rosldn
something that girls cannot— live in a “m . ; “

In every known human societyci tl;: martfa; r::ee o

i en :
ment can be recogmzed. . ' o

::ek:\?:eor dress dolls or hunt hummingbirds, i

such activities are approp

riate occupations for meni

e, vOIES

then the whole society, men and women ag]t&ions '
them as important. When the same occup ons S8
eiformed by women, they are regarded_ages s I
5 rtant. In a great number of human socie wit‘h &
l;f.:.renes.s of their own sex roles is tied up !
right, or ability,

to practice some activity that women
are not allowed to practice. (M

ead, 1949:159)
d women to conform
ciety expects men an ol
\gggnc;tjgal rtgles. there are costs for both soclety an f

mdii?ti?ﬁg‘;? ﬂnt;:elsté masculine characteristics gia‘;::d ....:
ore power (and hence more choices, optailcf;ls(;ften P4
Il?aps greater freedom) then “women. thgre;n e o
tive consequences in being qn top iinalmost oy & 5
e a boy enters school, he is put N
or'ltch his environment. Numerous articles an hoo® =8
Eustrated the greater difficulties boys fac; ggdker, el
the classroom than girls (e.g.. Fraz:)i.er Ij:l s o8
'86.04: Goldman and May, 1970 :

i McFarland, 1968; Palardy, 1969; Sexton, 1974; Shaw,
. 1966; Werry and Quarry, 1971). The school code demands
. propriety, obedience, cleanliness, quiet, and too often,
. mental passivity. This code is, of course, in direct opposi-
tion to what boys are supposed to be like. “*Many schools
| and academies are dehumanizing and unmanly places. Boys
who succeed in them often do so by grossly violating many
 codes of honor and the norms of boy culture” (Sexton,
1970). This conflict between their socialization and their
\daily environment often creates mental distress among
| many boys at an age when they are not able to understand
“what is happening to them. In addition, since most elemen-
tary school teachers are women and the school code often
reflects  traditional “feminine traits,” some suggest that
'boys learn to resent members of the opposite sex, and that
this resentment may plant the seeds of misogyny among
tsome individuals.

. While the need to actively compete in order to a-
ichieve, get ahead, and eventually succeed in this “man’s
iworld” may offer a few individuals great feelings of accom-
plishment for most men, this striving to “be on top” re-
sults in feelings of insecurity and anxjety. Boys soon learn
that they must be good at sports, smart, and before too
fong, attractive to the opposite sex. Failing to meet up to
these standards can produce great feelings of stress in
boys. As they get older, sports give way to a career, and the
pressure to “have the right answers” and “get it on" with
women increases (Bradley et al., 1971). Since only a few
boys and/or men in any given social group can be “lead-
ers,” most have to deal with a bruised self concept. Many
fesearch studies have noted the high level of stress men
suffer from in their attempts to gain status and be success-
il (e.g., Bartolome, 1972; Gari, 1970: Goldber, 1976;
Bould, 1974: 96-100).

I In addition to fostering a high level of anxiety within
fen, their soctalization also makes it more difficult for
fien to work through these feelings. Most men in our soci-
iy are socialized to hide their emotions. At an early age,

are socialized to embrace
1976; Pleck and Sawyer.
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ifriendly (or unfriend! i

| y) adversaries rather than as confi-
ggn::s or loving supporters (e.g., Bradley et al., 1971(':036-
(58; lark, 1972: 368-382; Michael C., 1974: 75-77): .

;I‘hough he Fmen) too has needs for dependency, he
;t:aam? that it is unmasculine to act in a dependent
y. It is unmasculine to be frightened, to want to be

boys are told “not to cry” and to “be tough.” Later, they
learn to repress most of their emotions. The typicali
“hero” in the eyes of many men are individuals who are:’
“cool,” independent, self-contained, and emotionally invul-4
nerable {(Collier and Gaier, 1956). As 2 result, men often;
suffer from self-alienation. Men tend to over-identify withs
their external achievements and in the process ignore;

their internal experiences of living. In their frantic effc 5 held, stroked, and kissed, to cry, etc. While all of
to create an external image of “being together,” many . these expressions of self are acceptable in a girl they
men, unfortunately, lose contact with their inner selves. A8 ; are incompatible with the boy's sought after image of
a number of individuals have suggested, without this int or ¢ being tough and in control. (Goldberg, 1976:176)
spection life can quickly lose its meaning (e.g., Frankl

1955: Watts, 1970). Perhaps for this reason, many mMOrE
men than women die (through illness or suicide) shortly e, 1974). This inability to communicate and devel
evelop

after retirement (Journad, 1974: 21-29; Schmale, 1958). personal relationships in ’
These feelings of alienation are exacerbated by men’s oneliness: g creases men’s sense of
inability to develop intimate relationships with other hus B If 2 man is reluctant t ke
whil - ' 0 m i own
Imnalenl zei:f; t?;?/::;!t;n:o ttgmelgih tog:::r, Rarel; gz}sl b another person...because it is nzt mjlrf t.ll:tﬂl:s to tf);o
P ; ; . psychologically naked-then it fi :
receive messages that it is okay to be very close with onee be difficult to 1 n ollows that men will
friends or lovers. Men's ability to develop personally me ans dissemblin o ENE.... Sofne men are so skilled at
ing(f;i.ll ::;T.tionships seems greatly hampered through thell not know %v hitn i;?mafé ltc-)l:laetl evgn tlc'lleir wives will
iali . i .
traditiona® 80 ton: 4 pain, thwarted, hungering for a};fect?;:x .efglx:l :r':ds ’thm
We (men) always need an excuse to talk (e.g., an act: men, blocked by pride, dare not d cl. :
vity or object)...Talking personally and spontaneo sl¢ despair or need. (Jourard, '1974: 26) isclosethetr

involves revealing doubts, plans which may fail, id -::, result of thi -

which haven't been thought through, happiness over hen psycholo alsl socializing process often leaves many

things the other person may think trivial— in sk ort B r S{)cietygg: y isolated and crippled. Although men

making ourselves vulnerable. That was too B2 subtle puf ;:3&3&5{‘3;“31‘1 OIélll'Ol‘tumues than women,
asteau, 1974: 19-21 evel, their gender socializa

. ) been equally oppressive and limiting, & o¢ tion

While many men seem to have a difficult time relating!ig
women (e.g., Bradley et al., 1971: 13-25; Pleck and Sag
yer, 1974: 30-52). their ability to develop close relation
ships with men seems even more crippled through the
socialization, Although boys often enjoy feelings i
comradeship during their school years, for the most DAk
these friendships remain on a superficial level. Perhaj
due to homophobia, men tend to look at each other &

Even with the help of consciousness
raising groups, man
feel that they are unable to open up to othP;rs [e.g.y

deep

Androgyny: An Emerging Alternative

¢ At first, the feminist movement seemed to be onl
:~ women: their sex roles, their place in society. thei};
tonomic opportunities, and social/political freedom' Men
themselves as either threatened by this moveme.nt or
E most, supportive of the changes it promised to brlng'
fomen, However, as feminism gained momentum in our
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- broadest sense can be defined as the One which contains

country, some men began to question more than just how :
. the Two: namely, the male [andro] and the female [eyne]”

our society affects women. A few individuals began to ac-

tively question their own masculine roles, and the social-
jzation that produced those roles and expectations. For
example, some have suggested that men's personal {as
opposed to economic Or political) oppression of women
stems from their own self-alienation:

. (Singer, 1977: 6). Jun, i

4 s : B). g and Singer are not i
-_thsical characteristics in their use of the tennrseirari:gantg
§ _secxil;a:llseﬁ;u;: a fgrm of consciousness. The anima (male con-
s) and animus (female consciousness) ar

| ' € uni
fand polarized, and they reflect our traditional noﬁonsqlz‘;

‘Ig::kc‘l;r ;lc-llatagtitga é:lgngal 1959). However, rather than being
: raditional patterns, Singer (1977)
ithat each individual has the pow: it
1z:wintc;[lmciapabilitites of both the.-pammo 'eruts0 :zgelmop. thae ﬂt?;in::
becomealtl)olf:ll'l;u;lan beings. ‘In this sense an individual can
e o ec;g)i;:g(lm?d cl:;?givet. str(cl)n%1 and vulnerable,
i ) : ident and hum
:!;1(111 weak, active and passive; and, merefoze'gsi?l‘:ertﬁg
ae etzdfi:g draw upon w}?atever characteristics are necessary
5 eI: = d% iI1;1p0n the given situation that confronts him/
- g so, s/he becomes integrated and thus fully
A Tvthat is being suggested is that on a deep (and often un-
IC sious) level we are neither male or female but i
.;a eality, possess the qualitites of both. However, in most cul;3
.- ;'1 me}lllﬂ have been socialized to identify solely with the
g :v e women havc? been tracked into identifying
) e :nun_*;ls. While this separation has dominated hu-
g Iy, it is important to note that the notion of an-
gyne is also considered an archtype. Zolla’s (1981)
historical research has illuminated the androgynous tradi-
i_‘ %shit has travelled_ through numerous cultures includ-
d > amanigm. Taocism, Greek and Indian mythology
P sh mysticism, and Christianity. Since it is our culturai
:ZW ation .that .has. to a great degree, determined our
er identity, Singer (1977) and others suggest that we
fieed to move beyond this socialization if we are to
DECome healthy and whole; e

The differentiation of the M i

liffe lon asculine and the Femin-
;ne w1t_h1n the individual makes possible the flow of
ynamic energy., the lightning leap between the

Men have been afraid of women and have, therefore,
dominated them, unconsciously, for very much the
same reasons I believe that they have been afraid of |
their (creative) processes. Remember that the dyna- 3
mic psychologists are apt to think that much of the |
relationship of men to women is determined by the |
fact that women will remind men of their own g
(creative) unconscious, that is of their own female- |
ness, their own softness, their own tenderness, and ¢
so on. And, therefore, fighting women or trying to 3
control them or to derogate them has been part of ¢
this effort to control these unconscious forces which p
are within everyone of us. (Maslow, 1971: 87) 3

In their effort to discount anything associated with fem- !
inine characteristics, some men have discovered that they i
have cut themselves off from their full creative potential, |
and in the process, have prevented themselves from be- 3
coming fully developed human beings. These individuals ©
have begun to realize that their efforts to become “all §
man” resulted in their becoming half human. In response, ]
a few have joined support groups, and have struggled to}
find a new identity and a healthier way to live (e.g., Bradley ¢
et al,, 1971; Farrell, 1974; Goldberg, 1976).

Today, a number of men and women are engaged in a‘|
transformation of gender identity. Singer (1977). for ex-
ample, draws upon Carl Jung's notion of archtypes in her3
analysis of androgyny. In Jung's (1959) view, archtypes are$
universal and collective images that have existed through-*
out human history, and, therefore, their presence suggests’
strong, unconscious psychic contents. “(AJndrogyny, in its
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_ As previously mentioned, perspectives often develop
i during one’s professional preparation. Accordingly, the
¢ study reported here inquired into the perspectives of six
. male preservice teachers. Our purpose was to gain insight
. Into the beliefs and actions that beginning male elemen-
tary teachers developed toward the gender identity among
. children and themselves as mediators of culture. After a
. brief discussion of the methodology used, three portrayals
* which emerged from the field data will be described.

positive and negative poles of being. Con.scious aware-
ness of these forces within, of th-elr continugllg 3
separation and reunion, is an essentlal.part 0{97; 1
inner development of the androgyne. {Singer, ‘)
322)

Singer emphasizes that androgyne does n_ot imply a sf;i;iﬁ ;
state of consciousness. To the contrary, it reﬂec:cs a S
stantly evolving awareness. Working thror_:lgh one's soletely
zation is not an easy task, nor is it pos‘51b!e'to comp. ol :
accomplish this task alone. While each individual muts s
primarily responsible for his/her own devglopmend.irec-
members of a culture, we can decide to mc.we in new
tions or to continue old perceptions and traditions. ity 13

As formerly mentioned, teachers play' a potenti yci i
portant part in influencing which directxo:.l(s) our e\;}g- tl:g
{and hence our children’s socialization) will take. 1mce :
elementary schools, men are particula:f'ly notewo;tlil{nsaﬁvé
they, by their mere presence, offer children an eh sicai
occupational role model. However, beyond this c?m]: m:
presence, in what way do men, who are tea - g 5
elementary schools, mediate cultural knowledge owa;‘r
gender identity to children, given the dynamic tra:;s 0 i
mations that are taking place within our broader culture

Methodology

. The methods used to collect and analyze data were
those associated with field studies (Bruyn, 1966; Glaser
‘and Strauss, 1975). This research approach was used be-
‘cause it allows for the generation of analytical categories
'which are grounded in recorded data, as well as for an ex-
"amination of existing theoretical notions found in profes-
sional literature. This grounded theory research is free to
combine a variety of data gathering methods in developing
an analysis of social phenomena.

. The sample group for this study was located in two dif-
sierent settings. After securing case histories of nine possi-
ble informants, six were chosen as the primary, although
inot exclusive, sample group. These students! were enroll-
ed in a large, southeastern state university, and three were
gorolled in a small, midwestern university. Care was taken
o include students: who were teaching in elementary
classrooms (field experience); who seemed likely to be
guccessful in their practicum sites;2 from a diversity of
pocial, economic, and cultural backgrounds; who express-
Ed varied interests; and of different ages. These individuals
jere selected following guidelines of theoretical sampl-
ng—that is, on the assumption that differences among the
participants would facilitate the discovery of theoretical
juestions, categorles, and interrelationships (Glaser and

The Study and Its Findings

A concept of perspectives as it has come to be used o
the literatuli. cagtures the ideas, behaviors, and c?r:: eX1g
of particular social interactions {Becker et al., ‘1961, -
bleth, 1982; Grace, 1978; Hammersley, '1977. Sharp
Green, 1975). Unlike more abstract beliefs or id;:ologl
perspectives are set in the concrete world of a o
situations and have reference to a particular actlgity( eg]
Perspectives towards teaching take into account c:lw -
situation of the school and classroom is experienc.:e b
this situation is interpreted given the teacl?ers a .
ground, beliefs, and assumptions; and how this interp :

. Observations and interviews (both formal and informal)
tation is manifested in action.

jere the two main methods of data collection, Data were
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ithat were used to guide further investigation into the field.
iThe findings from these investigations were then com-
pared to the initial categories. Through this constant com-
parison of data, analytical categories crystallized. Special
attention was given to data that challenged original concep-
fualizations. In addition, the decision to address issues of
feminism and masculitity was not made previous to the
fleld work. The significance of these concerns arose only
t.he data began to be analyzed. This return to the data
, followed by modification and/or new generation of
5, contmued until the findings could be presented in
Bome detail. As suggested by Glaser and Strauss (1975),

l

the analysis presented in this paper takes a narrative form,

recorded in field notes during two university quarters at
the southeastern university and one semester at the mid- 3
western university. Each student in the sample group was:
observed in his practicum site at least once, lasting from
two hours to the entire school day. One to three follow-up.
observations were made of four students from this sample:
group. Students were observed teaching different subjects®
within a variety of settings (large group, small group, and
individua! instruction). Rather than predetermining speci- 3
fic items to look for, a number of general questions were:
used to initially guide these observations: How is the class-
room organized? What types of interpersonal dynamics §
exist between the pupils and students? What information, 3
opinions, and/or beliefs are exchanged between the partici- g examples from the data to clarify concepts and to
pants? More specific observation questions concernings onstrate the interrelationship between analysis and
their role as mediators of culture were developed from foclal reality, From this perspective, analysis is not a static
reviewing field notes and were used as the basis for follow- product. The data presented in this paper are not design-
up observations. td to “prove” the infallibility of the analysis generated.
Interviews were conducted before and after each father, the goal is to illuminate concepts and thus provide
observation. Students were interviewed at least fo -'-1_ 8 basis for further discussion and debate. Presenting the
additional times during the field work. At first, interviews analysis in narrative form reflects its “ever-developing”
did not have specific, predetermined questions, but were! mature.
structured around various areas of concern such asy i
perceptions of teacher roles, the relationship between: : The Portrayals

schools and the broader socie erceptions of fle . s
experiences, views about being atymalsx witl.;nn elementa ~.-€ 2 E;cl; of the nine men wl_m were initially contacted for
education, attitudes towards feminism and the education -? y oritaes. uraderstood e LU L e
of children, etc. As field notes were analyzed, mozg ggﬂm;n fon es : rﬁin?:vell;l gi:lec:;uogl they all sfe:ned t‘;
specific questions emerged and were then asked dw g ture Each mentioned that, “as ae nfasn m:h ators ul(:i
interviews to gain deeper insight into situations and i obably b . €y wo
clarify ambiguities. Responses from the sample group ¥ ;;: culin Siete;mportant role models for children in the
;‘;S;’_ -checked with other men enrolled in th1 i The men in this study mediated cultural knowledge to
Glase.r and Strauss’ (1975) “constant comparative ter:hﬂ dren in their practicum sites through both their
method of analysis was used as a guide for understanding cg:ions with the school curriculum and the pupils in
the data. Throughout the fieldwork, interview and obsefs g feld placements. Based upon the data collected,
vation notes were reviewed daily. Incidents and bits . m};:rat;‘gis }11” 2:2:1? ?:r;(l)?:d tIt is m;go ﬂt ::0 dremem—
information were at first coded into tentative conceptua -':q'- . portraya% they were ns'? logc{:;g mjiorea ecre_ a;par-
categories. As these categories emerged. questions arose ’ Y pre-set way
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When asked, for a definition of “being a man,” Sam and
Rick mentioned qualities such as: being athletic, competi-
five, strong (both physically and emotionally), and in con-

of being. In describing these portrayals, their lives have
been temporarily frozen, and the reader should not fo: get
the dynamic character of peoples’ beliefs and actions. s

. As role models, they were particularly aware of their
nterpersonal relationships with the children and how
hese relationships reflected upon their male image. For
example, Sam and Rick thought it was important for them,
5 male student teachers, to have a well disciplined class-
pom. “If we (men) can't control these kids, who can?”
interview with Rick). Sam, who was placed in a fourth
grade class, made it a point to play with the “guys” but not
e girls during recess, and for the most part, these activi-
fes involved contact sports (observation of Sam). For each
ndividual, “acting like a man” was important:

Rick (who was placed in a first grade class) was
walking down the hall and a little boy in his class
tried to hold his hand. Rick, however, quickly let go
and told the boy to “move along.” (Later he was
asked for an explanation of what happened.) “Ch,
that's Tim. He's tred to hold my hand a couple of
times, but I never let him. If he does it again, I'm
going to have to talk to him about it. (He was asked
why.) He's got to learn that men just don't hold
hands.” {(observation of and interview with Rick)

fit only was Rick's behavior determined by his traditional
erceptions of what is “manly,” but it never occurred to
im that perhaps he was teaching Tim something much
fifferenit— that little boys shouldn't hold hands with adults.

' In spite of their own decision to choose an alternative
beupational position, both Rick and Sam believed that
pmen and men should play different roles within society.

Rick and Sam: The Traditionalists

In spite of the fact that they had chosen an alternativis
occupational role in our society, these men expressed t -k
itional perspectives towards gender identity and the ra cd
men and women play in our society. Their choice af
careers can be partially understood from examining thei
case histories. Rick and Sam saw themselves as leaders

and expressed the desire to eventually become --,g
administrators:

Most of the principals around here are ex-coaches
They have had little experience in actual classroom
teaching. However, that's beginning to change now
and they are looking for more people with class: 00T
experience. So 1 decided it would be a good thing g
go into elementary education. (interview with Sam)

Sam’s father was a school administrator, and he was
following his father’s advice in going into elementar).r edu
cation as an avenue into a leadership position. Rick's mo
tives were slightly different. He chose to go into elemen:
tary education, in part, because of his religious convicti
Being a “born again Christian,” he expressed strong d8
sires to serve his “..fellow man.” Eventually, he expects
to teach in “...and perhaps run,” a Christian school (inteég
view with Rick).

When asked about their status as a man WiOE
elementary schools, both had definite views. For examplg
each felt that it was important to present a strong mag

image to the children: i fhile they were in favor of equal-pay for equal-work, for
I think it's (being a male elementary school teachg fe most part, they felt men should assume leadership pos-
particularly important for the boys. After all, mos fons within society while women should become house-

ives, teachers, nurses, etc. Rick was particularly vocal
pout this subject. During one interview, he mentioned
fat he didn't like some of the new textbooks that showed

their teachers are women. They really need a st
role model at this age. They need to see what i
like to be a man. {interview with Sarmn) ;

k-
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Fro :. ics. For example, each mentioned that as part of their

en occu non-traditional occupational roles.
;”ﬂzmperspecu%}él,n%}od meant for women to be subject to} eacher role, they should encourage the girls in their class
man’s will. He explained that this is why God made Adds D be more active, and they tried to give them more oppor-

inities. However, Tom was the only informant who seem-

mphasized that men should respect wg
Lkt -i toact upon, these beliefs:

men and listen carefully to their ideas, but that in the en I--

God intended for men to make the final decisions. Whil

s Tom was watching the children play when Linda
Sam paid little attention to the women's movement in

g came up to him and complained that the boys
country and felt it was basically ineffective, Rick rese "f' i wouldn't let her play in their soccer-baseball game.
its intentions because he felt it undermined the * I . Tom went over to the game, and told the boys that
order of things™ (interview with Rick). .. - anyone who wanted to play had the right to play.

g . Later, he told Linda that he was glad she said some-

Tom, Frank, and Mike: The Neo-Traditionalists thing and “...stood up for herself.” (observation of

Unlike Rick and Sam, these men saw the women! Tom)

movement as a positive force within society. Each recgs ilke and Frank explained that they each made a special
nized that women have been subject to various forms of @ ‘_ fort to ensure that both girls and boys where chosen for
pression, and they viewed their struggle as an opporti u.r: fadership roles concerning classroom responsibilities
to improve their situation within society. However, durig &g, being in charge of classroom clean-up, collecting
interviews, it became clear that, in reality, these men ¢ _ iinch money, etc.); however, subsequent observations fail-
feminism as something strictly related to women. Fra i to fully support their statements. While it was true that
their perspective, the value of feminism is that it helpd iirls in their classes equally shared in classroom responsi-
women become more like men: : llittes, this delegation of responsibility seemed to result

I agree with a lot of what the women’s movement} fom everyone having to “take his/her turn,” rather than

trying to do. I think it's a good thing that women aF fom an attempt to equalize leadership roles among boys

finally able to be more assertive and get more OppOE ind girls. o . )

tunities in business and politics. After all, it's oni i While each of these individuals' perspectives reflected

fair that they get a chance to compete with eve .;; jime sensitivity to female roles and identity within their

else. (interview with Frank) =:_ jassroom, none of them mentioned the need to alter tradi-
Each of these men were aware of their alternative cosy al conceptions of masculinity or male roles. When tradi-

tional role, and each mentioned that they hoped the onally masculine tasks needed to be finished, hoth Mike
ational ro & bt - .
gemg in elementary education would “...teach the childr@ 3 Frank tended to choose boys over girls in their class.

15 Mike's class was building a miniature greenhouse in
that it's okay if people choose dlfferent types of jobs th r :
traditionally yexpgcteléc)i" (interview with Mike). However. the classroom as part of a unit on plants. When it
is important to note that both Mike and Tom mentiong came time to choose the builders, Mike only asked

that eventually they hoped to go into school adminisig t}flivh 1:{03;5 if they wanted to participate. (observations
of Mike
ton,

Frank’s, Tom's, and Mike's attitudes towards feminig Similar to the views expressed by Rick and Sam, these
were reflected, to some degree, in their classroom d .': Ben felt that it was important to project a strong male
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:..'r.;u this omission was mentioned to Frank at the end of
i unit, he said it was a good point, but that he just never
o ght about raising “...issues like that,” in his class.
._1 asked if they examined textbooks for possible sexist
o cations, these men said that they had done so in their
}caﬂon courses, but not during their student teaching.
-_.seems to me that most of the publishers already do that
fort of thing for you” (interview with Tom).

g The portrayal of Frank, Mike, and Tom reflects a
filzed profile. In this sense, they were neo-traditionalist.
T clearly recognized the value of feminist influences
‘:-::-n n our society, but their awareness of its implications
:i-f gender identity and curriculum content were limited.
g'these individuals, feminism only addressed overt behav-
related to the women in our society and to a minor
e t the girls in their class. Their views of masculinity
Bllected traditional conceptions of manhood such as
" evement, strength, and a competitive edge. The gend-
1_dentity of the boys in their classes was not seen as a
gucern. In addition, more subtle implications of gender
.'.:-m (e.g.. classroom tasks that reflected traditional
gexnal roles, feminist analysis of materials) went unno-

image to their students. For example, Frank almost echoeds
Sam’s previous statement:

I remember when I was a kid in school. 1 a
wanted to have a man teacher, but it never happened
until 1 got into high school. (He was asked why havs
ing a male teacher was so important.) Because ki ds
need to be able to interact with men. Young boys!
need to be able to identify with someone of the samg
sex. (interview with Frank) '

Tom and Frank were defensive about being men in elemens
tary education. They resent society’s view “...men who g0
into elementary teaching aren't real men” (interview with
Frank). Both mentioned that they feit a need to project
their masculinity during their student teaching. 3

Finally, although these men intellectually legitimatedt
feminist concerns regarding our society, they made littld
effort to address these issues in their curriculum. None of
these men taught any lessons that touched upon gendet
identities or sexual/social roles within society even thought
each of them were placed in middle level grades (4-6).
addition, they often used the masculine “he” when referd
ring to both men and women. When using resources tha
reflected sexist attitudes or sterotypical roles, these mes
rarely asked the class to critically analyze them:

Frank's class was studying pioneer life, and as part
the unit, Frank was reading Caddie Woodlawn to thg
class each day. He often led discussions about the
lifestyle of pioneer times based upon the day’s read
ing, but never once mentioned gender roles wi hig
this historical context. For example, Caddie was a8
adventurous and active as her brothers; however, sl
was naturally (for this time period) expected to groW
up into a «conventional” women. The historical/sog
ial context of Caddie's portrayal was never discusse
as part of the book's analysis. {observation an

summary of Frank)

Bill: A New Direction

L_Bﬂl was somewhat unique compared to the other men
rd ed in these teacher preparation programs. First he
5:a little older than the rest. He had obtained a B. A. de-
e in sociology during the early seventies and had work-
a number of different settings before deciding to
e elementary education. During one interview, he men-
-_-T-.- Inﬂuetnced dby the anti-war movement, the
fi vement, and Eastern philosophy. Howev
iike Frank, Mike, and Tom, these sl,)ocial nrl)ogements h::i
fire t effect on his own gender identity:

During the anti-war movement I reall

v began to ques-
; 3 tHon the whole military mentality I grew up with? (He
: i was asked to explain.) Well, I guess I was a pretty
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]ti)]iitiecs; 01;;)11;1 raisinii;heir child and household duties

Bily g. washing, and cleaning. (observations of

edwhﬂt;p il(':;ialll's glersonal mannerisms and appearance reflect-

A male traits, he made a sincere effort to balance

i es; ot;f] and ;Ilmw kids his “feminine” interests

_ crbaps the most unique quality of Bﬂf

III U i was ﬂl

k Es concern f‘or social ideology and interjected i?tdg?
yoo 11;2 :.lhlztcumculum. He would regularly examine the

textb were used in his class for sexi i

or other prejudicial implication misinforma,

: s. If he found misinforma-

-"-'.. eor sf.erotypical portrayals, he made an effort to anarg::e

e %cz;lnts with his pupils. While teaching a unit on ca-

EErs, went far beyond the typical content that covered

ithe “types” of work and dir
.:_:_ der roles and e ectly explored issues related to

31:; l}ad arranged for two guest speakers to come
s Oc ﬂ?:: ‘?at:lsai. O;e was a female bank executive and
male nurse. In addition to di i
tt.}'nlet res-ponsibilities. difficulties, and sa(tii:t;tfoig
at arise .from their work, Bill asked them to
5}1;;?;11'& tl}em €xperiences as alternative role models
their given work settings. (observation of Bill)

;-tﬂ-_ : 2

b “L ;ﬁsﬂle uliut. Bill examined our society's negative view
o ;:;vor and parenting” and then explored the
;f tChi cation, and hard work that this job requires. As
A $ exploration, Bill summarized an interview with
.':-" = TINOI t!'zat appeared in Playboy magazine in which
. tcg::se; th.lS experience as a “housefather.” While this
in] red topics such as un- (and und ).

id the structure of classes in i .
8 S i

T A:lentral throughout the unit. ade i
Sthoudgh Bill was a unique preservice teacher, his
5 tha\n actions are noteworthy. While small in ;1um-
S, the perspectives of individuals like Bill reflect an

iportant shift in i ;
B5 society. social perceptions within our schools

typical American boy. I did a lot of fantasizing about;
being a war hero, played a lot of (contact) sports, did:
a lot of rough-housing, and thought it was always!
inportant to “be cool.” When 1 got older I realized
that the whole John Wayne image of being tough, wars
like, and always giving orders just seemed really sicls
to me. 1 like what Helen Caldicott says about our
leaders often seeming like little boys with their wan
toys. When I married Ann, 1 learned how to get o
touch with my own feelings. After a while 1 became
more sensitive to other people and discovered !
could be nurturing as well as strong. To a
degree, 1 think America’s notion of being a “redl
man” is pretty neurotic. From the Eastern persped
tive, it’s way out of balance. (interview with Bill) '

As a result of these personal experiences, Bill felt that i
was important for both boys and girls to get a “...complets
and holistic view of what it means to be a human be gt
{interview with Bill). He mentioned that being a mag
elementary school teacher offered him a good chance 3
present children with alternative views and opportunities. o
Bill's views concerning gender identity and sex rols
within society were reflected in both his interactions wi {il
the children and the curriculum taught in his class. '
Tom, Bill considered it important to encourage the girls
this third grade class to participate in traditional “al
male” activities; however, he also encouraged the boysift
get interested in activities that are usually considers
“woman's work:” -
As part of an art activity, Bill had the girls and boy
building models and sewing clothes. Some of Hi

boys initiaily objected to the idea of sewing sinG

they thought “only girls" did that. Bill told them

he didn't believe there was such a thing as “, g

work, especially not in my class.” Later, during @
informal conversation with the class, Bill mentiong

that he got a lot of satisfaction from working wit

Ann, his spouse, and that they shared respond

i
i
i
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‘ever, unlike some individuals who suggest that schools
pmerel) Inculcate children with the attitudes and skills
inecessary for them to fulfill the needs of those who control
soclety (e.g., Althusser, 1969; Bowles & Gintis, 1977), this
tudy's findings would tend to support those who é.rgue
‘tha -schools are important ideological hattlegrounds where
he “controlling” influences are not so easily determined
e.g., Bates, 1980; Giroux 1983; Whitty, 1981). For exam-
ple, Apple (1982: 14) asks: .

Edo) schools...simply...reproduce the ideoclogical and
. manpower” requirements of the social relations of
itional values and beliefs, some also reflected the emerging production? Or do they alsc embody contradicto
views as stimulated by the women's movement in o m * tendencies and provide sites where ideologicglr
society. 4 . struggles within and among classes, races, and sexes
Recognizing this mediator role is important. Often; can and do occur?
proposals for changes within our society are based upor Th
unexplored assumptions, and as a result, are overly simpliss IO :e a&iwsf;r:;? ifm&x; i?mtllinns St;ldy fﬁd not merely
tic. The findings of this study, for example, question tug the complex ideological conflicts 31 ctass. but reflected
notion tha;fil just having r::e:l t_‘:ﬁn elementa;l;yaleducgﬂ:ln wil broader soclety. at exist within our
automatically present a he er, more ance ew aff LW .
occupational roles to the children in our society. While agzlne\;til?inouéesﬁ;rttytxgvgegggg Stliugghng for centur-
Bill's perspectives toward gender identity and sexual/ "_ Pentum has occurred. As a results ?%ﬂﬁcant new mo-
jal roles in our society exemplify the powerful views to ndividual men such as Tom Fra.nko s social action,
children, the perspectives of the other men in this study Bhift in perspective towards ' women" and Mike reflect a
do not suggest that the mere physical presence of men i} Bill represents those few men when; role(s) in soctety.
elementary schools will stimulate much -change. From g& further and have altered much of ‘;h e;"e gone one step
feminist perspective, the presence of men such as Rid Bons of gender identity. In this sense, th preWOu‘s concep-
and Sam would serve as a regresssive force within ouf nnort those who Su géest gender lse, e study’'s findings
society. The real question isn't whether an indivudal ‘18 s class in analyzing our social rs(.lsues are as important
male or female, but what perspectives teachers have (& jather, 1984; Wickham, 1983) order (e.g., Apple, 1983;
wards gender identity and sexual/social roles. In influeng . In particular, the .ﬁnding.s flluminate th
ing children's views of society, a teachers perspect b hegemonic forces within soclety Af; Ge vulnerability
are more significant than his or her sex. ¥ pinted out, important social changg; could l;?msgmglg'”)
Finally, the study's findings can give us insight into the om within many different sectors of soce € (Si ted
relationship between classroom life and the broader soci Within the economic domain. Bill's ty and not just
context within which schools exists. Clearly the finding gender identity and soctal/sexual roIe;) e;?;c?ﬁ’ S ctiwitios
help dispel the myth that schools are somehow “neutrs i developed for his classroom Tustrate thy vu‘i‘-nac'ii"lﬂes
and. objective” vis-a-vis the social order of soclety. How Mith support from his cooperatin g teacher Bsill wa:’:giﬂz;

Conclusions

Space does not allow for a full discussion of the issuesy
raised as a result of this study’s findings. However,
conclusions are worth emphasizing. First, the findings
clearly illustrate the role of teachers as mediators of cul®
tural knowledge, rather than merely the instruments off
cultural transmission. Each of the informants in this sam:;
ple uniquely interpreted his function as an alternative occus
pational role model, and as a result, the children in the
classes received different views of gender and sexualft
social roles in our society. While these men reflected trads
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stimulate a strong “counter-hegemonic™ (Lather, 1984) of a give .
inquiry among his students through his presence as an g st tes? n phenomenon will crystallize, Pinar (1975: 391)
alternative occupational role model, his interpersonal dyna- & .
mics, and the curriculum taught in his class. While Bill's® ;
actions alone do not represent a major transformation of
society, they are extremely significant when seen as part of?
a broader feminist movement within our culture. -

On the other hand, the concerns of Sam and Rick offen’
insight into how other segments of society are reacting to}
this emerging force. Sam, the most traditional of thesel
men, chose to ignore it on the assumption it isnt very:
powerful. Rick, however, actively opposed it. His responses
actually reflects an additional power base that is also’
emerging within our society; the new right or fundamen:!
talist Christian movement. From his perspective, feminism
isn't a liberting force. To the contrary, he believes it will
eventually destroy the spiritual harmony that God intend-
ed. Rick applauds those who are developing alternative
schools based upon “Christian” principles. He supports efz
forts to weaken public education through tax vouchers
that people can have the money “to create their own
schools.” From his perspective, the “ruling class” 18
forcing a “humanistic® world view upon our children, and
one of the most powerful components of this ruling forcé
is feminist ideology.

One of the values of qualitative field study is that closé
examination of a singular setting can yield insights into hia
subtleties of social reality often missed in more generals
ized, quantitative research. In this way, our understand ng}
of the social world can be refined. As Bowers (1982) notes;
too often educators have been overly dependent upaX
abstract language systems in developing their theoretica
understanding of our social world. This dependence uf o
abstract actors (e.g., classes, workers, etc.) has “...preveit
ted them from testing their theory against the phenomet
ological world of people involved in concrete social and
cultural relationships” {(Bowers, 1982: 546). It is through
the study of actual lived experience that our understanding

g::g (ccilﬁceptual understanding), at least in part
es the rendering of experience in '

. to words,
the translation of the private “lebenswelt” (humail

experience) into public language. I
_ . It s,
the translation of practice into thgeory. 50 fo spea

g dl;re:iil?USIY m:;ntioned, the findings of this particular
gt er insight into the way in which

ender-related perspectives, confli el “Toes wattan
. ' " cts, and forces within
gur society. To assume that school

e 8 are separate from thi

4 oct)jlrso:r ?;;;lgnﬁurrori;s most powerful forces is naives
P c social settings, and as h '
ripe for investigation into o ial oot Tt o5
e ur social consciousness. It i

e tigation that needs significantly more attention, >

Fenétre ouverte: Etretat (1921) — Matisse.
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NOTES

1. To enhance the reading of this paper, the follow ngl
word guide is provided. Student - One who is enrolled in a:
college level teacher education program, Pupil - a child]
enrolled in an elementary or middle school. '

2. Care was taken to choose men who, from early field:
experiences, showed that they would most likely be
successful during their student teaching. As Bs OWE:
(1978) notes, men often have difficulty in completing theis
student teaching. Their failure rate has been noted in botl
the United States and Great Britain. Barrows’ (1978) study
suggests that perhaps some of their difficulty stems from|
their participation in an alternative occupational role.
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cation'?” I am provoked by what I see as partial blindness
of high fashion in the world of curriculum wherein I see
died about with almost popular abandon expressions
flinked to the computer without a deep understanding of
iwhat they are saying.

. Within the Faculty of Education wherein I dwell, I have
Experienced in the last quarter century three waves of
fechnological thrusts. We first witnessed the grand en-
rance of educational media instruments such as the over-
head projector, the film projector, the slide projector, the
listening labs. The hold of this instrumental interest led to
he hiring of Ed. Media professors and to the creation of
media resource centers, which now exist as mausoleums of
gurriculum packages and instructional hardware. The most
firocious instrumentalization of a school program within
oy knowledge during this wave was the “Voix et Image”
brench as a second language program (the slide tape pro-
gram) my children underwent in junior high school. The
gecond wave within our faculty was the TV thrust. Educa-
fonal TV was looked upon to deliver the message. Today,
fe see, in our faculty classrooms, platforms mounted in
omers, empty holding places for TV monitors that no

vk
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ii f I have labeled my paper, “Toward Understanding ‘Com-
Application’.” The title appears simple, perhaps,
ven simple-minded. Ten years ago, even five years ago, I
._-. d not have thought such a title worthy of a talk, for
I would have assumed that everyone understands
what computer application is. Today, I am provoked to ask
e question “How shall we understand ‘computer appli-
tion‘?" I am provoked by what I see as partial blindness
high fashion in the world of curriculum wherein I see
bandied about with almost popular abandon expressions
linked to the computer without a deep understanding of
wh: at they are saying.
. Within the Faculty of Education wherein I dwell, I have
experienced in the last quarter century three waves of
technological thrusts. We first witnessed the grand en-
rance of educational media instruments such as the over-
bead projector, the film projector, the slide projector, the
g labs. The hold of this instrumental interest led to
he hiring of Ed. Media professors and to the creation of
media resource centers, which now exist as mausoleums of
curricubam packages and instructional hardware. The most
trocious instrumentalization of a school program within
ny knowledge during this wave was the “Voix et Image”
French as a second language program (the slide tape pro-
my children underwent in junior high school. The
econd wave within our faculty was the TV thrust. Educa-
TV was looked upon to deliver the message. Today,
e see, in our faculty classrooms, platforms mounted in
, empty holding places for TV monitors that no

|||...|
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Lheavily on Heidegger's well-known essay, “The Question
' Conceming Technology” (Heidegger, 1977).

. We are aware of the commonplace answers to the ques-
ition. The first says that the micro-computer is a high-tech
‘tool. As a tool, it extends man's capabilities in rule-govern-

longer sit there, monitors that for some reason could not?
replace professors. They stand as museum pieces in the
wake of unfulfilled hopes of dispensing education via TV
Today, the third wave is insistently upon us. The times are
such that Time magazine is led to announce without qualmi ; :
the computer as the man of the year. In our own Faculty off ‘ed behavior. It is a sophisticated man-made means empow-
Education, a Computer Needs Committee proposes W _ering man to achieve specified ends. Hence, as Heidegger
creation of a teaching department in Computer Education fwould say, this means-ends embedded interpretation is an
The Provincial Minister of Education doles out millions of instrumental definition of computer technology.
dollars as matching grants to schools buying Apples;; ¢ That computer technology is a human activity is
Comodores, IBM's and the like. In schools “computer litel_.'- other commonplace interpretation, one that is related
acy” curricula have the teachers in a semi-panic. And, ini to the fore-going instrumentalist definition. According to
the U.S.A., the Commission on Educational Excellence an- iHeldegger:
nounces “computer science” as a component of the N 5
Basics. 3
Reflecting this ferment the curriculum world picks up
on in-language of alphabets—CL (computer literacy), ;
{computer assisted instruction), CE (computer educaﬂon)r
FUC (friendly use of computers)—all implying applicatiors
in schools of the micro-computer. Computer application ig
the focal curriculum third-wave activity.
In all this frenzy, the term, computer application, it
self is assumed to be readily understood and stands el
unproblematic. I choose to question. 4
But what am I questioning when 1 ask what computex
application essentially is? I wish to press for an unders
standing by entertaining two questions: i

How shall I understand computer technology?
How shall I understand application?

Hopefully, these questionings Willll lee:;len;e et;k aofdec -.-I-g- Mean by this? According to him:
uﬁg;r:t:;ii;fogf what we mean when P ‘ 1" the correct fixes upon something pertinent in what-
p A ' ever is under consideration. However...this fixing by

. no means needs to uncover the thing in question in
its essence. Only at the point where such an uncov-
ering happens does the true come to pass. For that
reason the merely correct is not yet the true. (Heid-
egger, 1977, p. 6)

To posit ends and procure and utilize the means to
them is a human activity. The manufacture and utiliza-
tion of equipment, tools and machines, the manu-
factured and used things themselves, and the needs
and ends that they serve, all belong to what techno-
! logy is. (Heidegger, 1977, pp. 4.5)

Computer technology as human activity is what Heidegger
refers to as an anthropological definition of technology.

v Today, so pervasive are the instrumental and anthro-
pological understandings, according to which computer
technology is both a means and human activity, that they
tan be referred to as the current conception of computer
,'w ology. This conception, rooted in man's interest in
means, reflects his will to master, to control and to
:l;|:|||

" Pointedly, Heidegger says that this current conception
s uncannily correct but not yet true. What does Heidegger

Understanding the Computer as Technology

Acknowledging the micro-computer as a high-tech pro
duct, 1 pose the question: “How shall we understand com
puter technology?” In dealing with the question, I a:u::
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Accordingly, the instrumental or anthropological con- ¢
ception of computer technology fails to disclose its es- |
sence, although the way to the true is by way of the cor- &
rect. And since the essence of computer technology is not
computer technology as means, we must seek the true by
understanding computer technology not merely as means.
but also as a way of revealing. As a mode of revealing, com=_
puter technology will come to presence where revealing:
and unconcealment can happen; i.e., where truth can hap-

k't

' Understand
E ing computer application as a technical repro-

3 - In tht:dprevailing way “of thought in Western culture,
idles;?jai _ie; of making “application” problematic befud-
Sl y. They ask, is not application simply application?
4 Is there really to query about except how well
_appl'iIc‘:hation :vsh accomplished?

i ose who see application as non-problema

; be caught up within a theory/praclt)ice rus::vcuﬁsc v?;eerzllﬁ
3 actice is thought to be applied theory, a secondary
. ggtlon deriving its meaning from the primacy of theory.
thin this scheme of things, the term application is seen
= 2 linear activity, joining the primary with the secondary.
! thin this framework computer application in a math:
iematics curriculum, for example, is understood as a linear
iand technical act of joining the computer with the math-
tics education curriculum. Applying is to bring into the
fold g)litcavig or crucible of a concrete situation.

. Bu en a phenomenon like compu

en olded in a situation like a mathematﬁ:sti;:ecgﬁgglm
:_,-_g-' m, how should we understand application? The tradi-
uonal view has been that we understand application as the
lem of applying computer technology to a particular
ation. Application here means adapting the generalized
of computer technology to the concrete situation
R it is speaking. Hence, applying is reproducing
jomething general in a concrete situation. This reproduc-
tgtc‘i eg_)pncation embraces the view that application
I: om

._.." ated from 3negf:rstanding, and, in fact, follows it. It

If, as Heidegger suggests, the essence of computer !
technology is not computer technology, we must let go off
the seductive hold of the whatness of “computer techno-:
logy” when we are inclined to ask, “What is computer tech-
nology?” :
How, then, is this essence revealed? It is revealed as
an enframing, the ordering of both man and nature that
aims at mastery. This enframing reduces man and beings
to a sort of “standing reserve,” a stock pile of resources g
be at hand and on call for utilitarian ends. Thus, hes
essence of computer technology reveals the real as “stand:
ing reserve,” and man, in the midst of it, becomes nothing
but the orderer of this “standing reserve.” But by 84
becoming, man tends to be forgetful of his own essence;
no longer able to encounter himself authentically. Hence
what endangers man where revealing as ordering holds
sway is his inability to present other possibilities of reveal
ing. In this, it is not computer technology that is danges
ous; it is the essence of computer technology that is dan;
gerous. i
Hopefully, our exploration, albeit brief, allows us somg
sense of what it means to understand the computer &
technology in its correctness and in its essence. We turn
now, to explore what computer application essent Iy

means.

1
-
i)

erstanding  computer  application as a hermeneutic

. For another view of application, I wish
g - s to turn to the
or of Hans-Georg Gadamer, who in Truth and Method
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ttunwe can now see that a serious shortcoming of applica-
as reproduction is the way in which the engagement
o reproductive activities can obscure the demands g1:c:‘ un-
__,.“, standing the situation itself makes. What the situation
_¢. ds must not be ignored, for the general risks mean-
Issnt-lz..‘.i;rs1 by rem.aining detached from the situation.

k. gx;ro g the situational prevents the person in the situ-
r' n irom recognizing that application as technical repro-
;_'_ o:; tils; forgetful of the being in the situation. Mindful-
3 $ of the situation allows the person in the situation to
.._.. that application i{s a hermeneutic act, remember-
ing that being in the situation is a human t;eing in his
I- g. This mindfulness allows the listening to what it
a_situation is asking, In a human situation, which is
Diten a situation of action, it asks of us to see wha:t is right
b gll order to be able to see what is right in a situat.ion.
pe ! olsist have his own rightness, that is, he must have a;

: entation within himself. Not to be able to see what

explored the hermeneutic problem of application. In it he
recollects the early tradition of hermeneutics which, &
according to him, “the historical self-consciousness of...the =
scientific method completely forgot (Gadamer, 1975, p. |
274). Gadamer confronts squarely the hermeneutic prob- &
lem of application in the context of understanding, inter-
pretation, and application, which, to him, are all moments
of the hermeneutic act. e

He states that “understanding always involves some-
thing like the application of the text to be understood to®
the present situation of the interpreter” (Gadamer, 1975,
p- 274) and that application is an “integral or part of the?
hermeneutical act as are understanding and interpreta-=
tion” (Gadamer, 1975, p. 275}, 3

Within this view the task of application in our context
is not so much to reproduce computer technology, but to
express what is said in a way which considers the situation
of the dialogue between the language of computer techno-
logy and the language of the mathematics education situa- Sgis right is not erro -
tion. Application thus is an integral part of understanding S8 Within this Vi:;‘c:: i;c;llijzi:t?(;,:tif gg:ldness.
arising from the tension between the language of computer Slmerely occasional part of understandin a subsequent nor a
technology on the one hand and on the other, the languagei8it as a whole from the be H g but co-determines
of the situation. Computer technology is not there to belSihe mere relating of some pre- g. Here, application is not
understood historically, but to be made concretely valid8the particular situation. In I;urg::;en g:;lerahzed notion of
through being interpreted. What is being said here is thatStomputer technology., 01:1e must nots % ken' to_understand
computer technology, to be understood properly, must beSSell and his particular hermene ﬁsee to disregard him-
understood at every moment, in every particular situationSgelate computer technology to this uit::; oooation. e must
in a new and different way. Understood in this way, under- inderstand it at all. And if, as it hai; bation, if he wants to
standing is always application, and the meaning of comput-Sllthe general must always I:;e B —— :;n iI:3-?'-1'1131' given, that
er technology and its application in a concrete curriculum@mderstanding computer technology will a different way,
situation are not two separate actions, but one process, b be re-stated in each new subject fg; A situ nt;:cessarﬂy have
one phenomenon, 2 fusion of horizons. | Interpretation is necessary where 3} on.

The question concerning application surfaces thelcomputer technology” in a situation cann teb meaning of
hermeneutic problem of the relationship between the ¥ understood. It is necessary wherev: ot be ‘mmediate-
general and the particular. At the heart of this problem ig fared to trust what a phenomenon h;ll;l t:ine is not pre-
the notion that the general must be understood in a differs 0 us. Thus, there is a tension between th Sl
ent way in each new situation. Understanding is. then, 8liresents immediately to us and thar: I‘;appearance that
particular case of the application of something general to'8 evealed in the situation. et S

particular situation.
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i {ie., being caught by the question “What is #?")is to
furrender to the “it.” But, I am beginning to understand,
0o, that only an authentic surrender to “it” frees me from
fy own caughtness, allowing me to see before me even for
imoment the “isness” of the it (i.e., being caught by a dif-
t question of “What is it?” is to dwell in an episte-
fological world; to be caught in the question “What is it?"
B to dwell in an ontological world of the is and not yet.
nls appearance beckons me to move beyond mere
rtation.
i My exploration of computer technology and application
fas situated to some extent in the question concerning un-
lerstanding. 1 feel that my reaching for a fuller under-
tanding of computer technology and application was simul-
@neously a reaching for a fuller understanding of under-
glanding. In this reach for an understanding, it is well for
Conclusion e to remember Gadamer who, quoting Heidegger, said:

Understanding “Understanding” as Essential to .' We live in an era, according to Heidegger, when
standing Computer Application. 3 sclence expands into a total of technocracy and thus
intif brings on the cosmic night of the forgetfulness of
As 1 begin to talk about concluding, I need to pointi (Gadamer, 1062, xel)
in i g ’ »
my neglect in my addressing, thus far, a key term - b being
title 1 have chosen for this paper. I have mentioned so i
the “computer” and “application.” I now feel incljned._
say a word about “understanding,” the third term of th
title, for one of my agendas leading to the coming ot
being of this paper, such as it is, was to flirt with the ques
tion, “What does it mean to understand both epistemo og
cally and ontologically?” s
Within the frame of this questioning, I have been guif

Hopefully, the meaning of application is clearer. It- .
not the applying to a concrete situation of a given generdy
that we first understand by itself, but it is the a fual
understanding of the general itself that a given situatiaf
constitutes for us. In this sense, understanding sh oW
itself as a kind of an effect and knows itself as § .
(Gadamer, 1960, p. 305).

For those of us confronted with the application of cc -
puter technology in curricular situations as the task g
hand, understanding of application as a technical reprod_
tion problem shows itself as instrumentally reductive, ey
inadequate. Understanding of application as a hermen it
problem seems to overcome the shortcomings of &
technical by vivifying the relationship between compuie
technology and the pedagogical situation. -

7 A Lesson Learned from Carol Olson

.. To be allowed to sense concretely what computer tech-
ology essentially is, I wish to turn to Carol Olson, a doc-
ral student in our department, to reveal what she has
aught me.
i Carol has been for 12 years a child of haemo-dialysis
eehnology. She and her three siblings had been sustained
ed by a minding of how a coming to appearance of a3 B.a dialysis machine at the University of Alberta Hospital,
phenomenon is also a concealing, of how in the very & feaching-research medical institute.
pearing of the phenomenon is concealed the esserCCEEE She recently wrote of her experiences with techno-
what is, and of how a way to understanding the essencg gy
«what is” without violating the appearance of the phd
omenon or the phenomenon itself is to allow the essen

T, R b
to re;re;ilittshe]:tir; sth: gﬂ;i?it;:e begun to come to undSBi Deeplmunderstanding seems to come to those who
stand that in my question “What is 17" to be caught in § = to know and feel the limits of one's horizon, for it is

We acknowledge our indebtedness to technology: we
refuse to be enslaved by technology.
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at the point of limit that a phenomenon reveals its elffs
through the dialectic of the being that is and the being yeth
to be. ;

I somehow feel that the children of technology. ke
Carol, are the first to see beyond technology for they knowi
technology with their life blood. It is people like Carol who
are able to say authentically, “We acknowledge our indebts
edness to technology.”

So she understands deeply, with her life-blood she
understands, that most people understand technology asi
“applied science,” ie., as “means to ends,” strictly and 3
instrumental interpretation. She acknowledges that this g
interpretation is correct, but not yet true. These under
standings she has for she understands that the truth of
technology is in the essence of technology, as Heidegges
insisted, in the revealing of things and people as onlg
resources, as standing-reserves that can be objectifiedy
manipulated and exploited. Demanding this of subjectivity;
man within the world of technology becomes being-as:
thing, no longer human. 4

So through her own experiences in the teaching-re
search ward of the hospital, Carol knows, for she writes
“Within technology, we become ‘standing-reserve’— units
of labor” (as in concentration camps); “teaching mate: al
and interesting care” (as in the teaching-research hoss
pital) 4
Carol struggles against such narrow determination of
life. She knows the strong presence of the overwhelm ng
power of consensus among medical personnel and thg
presencing of the machine itself. To become empty if
such a situation is, according to her, to block our spiritudl
pain. One who is spiritually empty knows only physicé
pain, that pain which leads one to ask, “More Demergl
please.” g

So when she refuses to be enslaved by technology, itd
her spiritual presence that speaks, calling for the rig
even in pain to live life humanly beyond the technologld
(Aoki, 1983). 3

What Carol teaches us is th
e significan
: is beyond the technological in the teclr%:ologicgi of that which
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ART AND SOCIETY: TOWARD NEW DIRECTIONS IN
AESTHETIC EDUCATION

1. Art and Social Life

i Questions regarding the social parameters of art have
faptured the attention of philosophers at least since Flato.
Landon E. Beyer _ With the rise of industrial/technical society, though, an-

Cornell College - fwers to these questions began taking a noteworthy and

b ng shift. Whereas ancient philosophical traditions hypo-

I. Introduction : esized some quality, function or essence that all arts

This essay is intended to provide the outline for an,_'. hared, beginning with the writings of Lord Shaftesbury in
alternative conception of curriculum theory and develop-

fie 18th century, this older tradition gave way to a more
5 at cultural production & odern, distinctly psychologized, position. 1
oy mi:lhe zfit:nblailsggt %1‘;;1)151:1 :vignmCMt Paftp"f educa- J . One of the defining characteristics of classical aesthe-
a:tld 3 activi I will suggest that a revitalized vision of the ! e theory is the tendency to move the focus of attention re-
e that incorporates a Marxist conception ofg garding the possibilities of appreciation from the art object
?ﬁsmee?:t:ogze between art and society—can provide oneg gelf toward a consideration of the psychological states or
prte)n:ising perspective with which educational practi _'=':-n tions which must prevail within the appreciator.
may be conceived and constructed. It is my hope that both® --r_: than some quality or component of the work of art
the activities of those employed by schools and the phﬂoso-J $Eing necessary for an aesthetic Fxperlence to be possible,
phical understandings that guide curriculum theorists ulti-2 peaningful, or of value, the dispositional traits of the
mately can be strengthened in the process of formulating: -F;-_-__-- have become the basis for these aesthetic
this alternative tradition in the arts and education. - 8s ﬂitles; This emphasis"has spawned what have come
To this end, a central undertaking is the articulation o ; -‘_:_= e called “attitude theories” of aesthetic experience.2
a relationship between the arts and the larger realms of Such attitude theories—through the operation of dis-
social interaction. In one form or another, defining the con- 3 gced, disinterested PercepuOns_ remove works. L
tours of this relationship occupies the majority of this: historical and social contexts, at the same time that
paper; section II deals specifically with this issue. By begin-| appreciator is dislocated from the fund of beliefs,
ning with a summary of the classical tradition in aestheticj nings, ﬁ‘nd actions that comprise his/her daily exis-
theory that has shaped contemporary notions of aestheticy Ence. Art,” in this view, names an abstracted, autono-
experience, we will subsequently see how the perspectlve, jgus domain, divorced from other pursuits, interests, and
of a Marxist aesthetic offers a counter to that tradition. Ing
section III, 1 briefly indicate how, by utilizing the insigh o
developed in the preceding analysis, a way of r
about and acting with the arts can be created at!
heightens our own (and our students’) social conscious-
ness, political sensitivity, and sense of personal power. -;
my view, these insights offer a promising perspective "_'i
which to explore alternative educational practices in the

arts.

y ments. As one contemporary proponent of aesthetic
fication has remarked, our experience with works of art
5 “the realm of appearance enjoyed for its own
[and consequently] demands no commitment to
"4 Again, this same writer has commented that “it
Ratve to believe that art cannot endanger morals. It can
ae viewer is unable to perceive art objects aesthetically,
id the untrained perceiver is likely to have this infir-
Iy."S “To perceive art objects aesthetically,” as instruct-
Pin this passage, means to regard them with the aesthe-
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tic attitude—i.e., in a way which divorces them ‘f;gm
important social or personal context. In mantgir ca)I;s :_
legacy of classical aesthetic theory is su;gu:c y turedl.
in the almost mystical remarks of Clive Bell that, 3

...to appreciate a work of art we need b;ing v:int;l :2
nothing from life, no knowledge of its i eati d 2
fairs, no familiarity with its emqtions. Art kal\.t:) fpaes-
us from the world of man's activity to a wm-t | of aceg
thetic exaltation. For a moment we are shu o ;
human interests; our anticipation and rni;amo6 :

arrested; we are lifted above the stream of life...

The effect of views such as these has been to algsn
aesthetic experience from our more usual or comm robd
teractions, giving it a life of its own. Yet- certain. dcor;l e% o
lems seem endemic to classical aesthetic attitude . _
which admit of no clear or obvious solution. ions. thead social conduct, we sacrifice its personal and political

First. in their more strictly interprletec: Vi_rSSi » cancl ipotency, 9releg.’:tt.ing it to a merely decorative or oramental

i~ lain the level of significance function.” One clear alternative to this tradition may be
th;griezes&npg_ ?:elirrll;t, ifnpotion. and thought—that arf found in a Marxist aesthetic, d
works ar ble of provoking in their admirers. Under | There is a danger, especially bothersome in the case of
Wtﬁ;inagrihia?:rmal. surface qualities of Coppola's “Apocas @ seminal thinker like Karl Marx, that his particular views
lsypse Now,” for example, simply does not disclose the full on aesthetic matters will be interpreted apart from the

- is work.” When we abstract from O% larger corpus of writing that comprises Marx’s collective
significance of this ) g p

- soctal, political, and persond work. Yet to fully understand the nature of Marx's writings
expext-lsentl?l:ltofnft:)nrfnﬁtlhn; trﬁ::;ing of ﬂﬁ: images that flow a + y g
even

sthefid tn aesthetics, one needs to see how they are part of that
cross the screen, it loses an tmportant part of its ac . iarger body of writing. This obviously requires a more ex-
significance and power.

tended analysis than is possible here,10 Thus, the context-
Second, what these approaches to wqus of art m 1 ialization of Mard's Witting on art 1 this esaay dl L oo
in a sense, is the content of the a;;ﬂ:et:;eg:[;zﬂteg:f. -...::' essarily brief, undertaken follo wing a review of his more
i f Formalis L
can be seen in a variety o rtak

& cific ideas on the arts and aesthetic experience,
ical traditon.B Attitudinal theo iy Attempts to arrive at the true, faithful, or unmediated
g:::l?ﬁi‘: v;)rftu;hll; i?iilx(l:t-less experience, leaving the pef P

3 sion of Marx's general thought are notorious and contro-
cipient to savor only those presentational featurfit; il‘tﬁm : versial. This commitment to faithfully recounting Marx's
jately perceptible during the actual encou_nter wi e s 4 Pwn view is especially problematic in the case of the arts,
work. A sustained analysis of how aesthetic content may g

min b]i t o t l t _

T tational features i fnce one is obliged to admit early on that neither Marx

beyond such a delineation of presen 3 por Engels provided anything like a fully d eloped aes-
disallowed. . ev

tuetic theory. This lack of a comprehensive theory of art is

. As a result, third, something of importance is lost a-
i bout the nature of aesthetic value when attitude theories
form the basis for aesthetic €xperience. Whether in their
‘more prescriptive or suggestive versions, they share an
 essential conceptual orientation which severely limits how
aesthetic objects may prove valuable. Essentially, these
| theories reduce aesthetic value to an appreciation of the
rart work's formal structure, valuing only the depiction of
surface features which exist (the qualities of line, shading,
brush stroke, symmetry, etc., in painting, for example).

. That separation of art from our personal and social
‘lives which represents an important aspect of classical aes-
thetic theory, and the rather denuded, encapsulated, and
ephemeral nature of art which follows from this view, must
ibe rejected. For in separating art from life, in severing the
Ues among aesthetic experience, ethical deliberation, and

']
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enigma. For Marx

itself something of an
the arts, especially literature,

had an abiding interest in

from the beginning of his formal schooling {e.g., his study =

of the history of art and literature at the University of Bonn

and of aesthetics at the University of Berlin). This interest
life, as Marx reportedly knew &
portions of Shakespeare’s plays from memory, and as late @
comply with an offer from the New =
article on aesthetics—an under- E
not to be completed.1l Whether :

continued through-out his

as 1857 sought to
American Cyclopedia for an
taking that was, however,

we subscribe to the view that this lack of a systematic aes-

thetic theory is due to “the

cumstances, the fact remains

his analysis of political economy.

One of the first events in Marx's professional life rele-
view on art concerns his reac-
tion to attempts at censorship of the press. Rather than re- E
acting simply to the specific question of press censorship, =
Marx saw this issue as intimately related to the status of *
division of |
brought about by a capitalist econ-
what has been called commodity fetish-#
jsm. Because of fetishistic quality of social life, activities:
and objects of all kinds— including works of literature andi
the arts—could become regarded as commodities, to bel!
“purchased” and “used” as such.13 Within such a society,s
“the bourgeois...tries to use in literature, the same cri-}

vant to piecing together a

literature generally in bourgeois society. The

labor and other changes
omy contributed to

terion which he applies to sugar, leather, and bristle.

considers freedom of the press a ‘thing,’
trary to its character.”14 In reducing literary works to

status of things, their value becomes transformed 2
debased. As Marx put this, “the exchange value of a pals
can be expressed in a certain

blacking. On the contrary,
blacking have expressed the exchange value of their

boxes of blacking, in palaces.’15 In a society suffused wi

evidently s

fact that Karl Marx had more 3

urgent tasks on his hands,”12 or to some other set of cir- 8
that no treatise on aesthetics =

was ever formulated by Marx of the sort that might paraliel -

and this is con: ]

number of boxes of shoe
London manufacturers of shoes

Beyer 77

| and enamored the exchan

; role ;hnd :alue otpgrt b:comes mgr.ftavt:ilue °f commoditis, the
I e )

o mgc;ddeirt;cy} ::rt:iatemtme to be reduced to the status
- e de, thus, propelled Marx’s reaction
R, eobts at sorship. In addition to the view that liter-
g, ks a nothing more than goods to be bought and
= e market, commodity fetishism propounds atll:lxe

vlew that literature
is a
writer. Yet literature, merlf}l;an s of subsistence for the

...is i

mtera]nanegdfm itself, so little is it a means for [the
e e:dsten(::z oil;rs that he sacrifices his existence
s consists' en necessary...The freedom of the
B oon: Primarily in not being a trade. Th

wmter \; 0 degrades it by making it a me;t riag
o Cemz::ggﬁ.o?sra[;hMShment for this inner :lav-
e i er his existence is already his

e ?\n&er, Marx asked rhetorically,

i

grad:sl:;rt::lsf true to its character, is it free when it de-

Graces lse to the level of a trade? A writer naturall
money in order to be able to write bu{

under no circumstan
ces m
order to earn money.17 ust he live and write in

corrupting influence of the process of
co

. .u;e:fut;ie:vi:i ti:c:;:zois at the heart of Marx?;n::z?lig:rar;
_ me a tradesper
i I:lvgzn:i so:)ti;:.ctonomic survival. For Ma:Px tf;:::-eavfrl:reuglr:zuie
.o “prodfm :gpes of writers and literary works, Wher:a;
B o duce Paradise“ Lost for the same reason that a
e unde;:- th:c:l:s si.lk. another author will “fabricate
B e the ir:;uo.n of his publisher,” as a result of
B e i eer a;] ”c;gs work is “from the outset sub-
; inder bepi : Literature, to be faithful to its

ot b organically conceived and carried out,
e fnd artirtake(:ln as a means of capital accumulation,
842Marx19 s st e on freedom of the press, written in
: p S an important duplicity involved in the

ﬂon
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Prussian government's attempt to reintroduce and enforce
state censorship. In its censorship instructions, the govern-i
ment had said that, partly for the sake of national unity,
criticism of its measures must be “well intentioned and:
not spiteful or malevolent.”20 In this rationale Marx saws
the pitting of one class against another, in spite of officiz

declarations to the contrary. Marx said of the censorship!
instructions: :

A law like that is not a law of the state for thel
citizenry, but a law of a party against another party.
The tendentious law cancels the equality of the cit=
izens before the law....One person may do what an
other person may not do, and not because the lattel
lacks the objective capability for the action...but rath-
er because his intentions are suspect.?} :

Criticizing attempts at instituting a broadened conceptior
of censorship, Marx exposed the presumed attempts a
promoting patriotism and unity as the pitting of one groug 3
the state, as represented by the censors, against the peog
ple, as represented by the press. g

Marx also protested the censorship edict because 1@

mandated a grayness or dullness of style, as well as a flats 1
tening of what was considered appropriate content. ¥ fama Franz von Sickingen, by Ferdinand Lassalle.

disallowing inquiry which fails to aim at “Serious and :‘3'1‘1115 drama deals with a 16th cen i
restrained pursuit of truth,”22 Marx saw an unjustiliz liwhich the insurgent peasants are l:l;r{)yG&r;n;;lttl;P::g;f
constriction of what constitutes the “pursuit of truth.” H8 i as personified by von Sickingen. After a few curso
provides a rather poetic taunt of the censorship edict gmments on some formal features of this work Mag
under discussion: £ § nments more substantively on the conflict repr:;sented

Every dewdrop in the sun glitters in an infinite play - Marx admired Lassalle’s attempt to draw analogies

of colors, but the light of the mind is to produce on I Htical of ]:‘gth o 18t century Germany, but was
one; only the official color, no matter in how man g e explanation for von Sickingen's actions. Rath-

Ay =
individuals and in which objects it may be refrac 4 .':." \;:;n Sickingen failing in his role because of some
The essential form of mind is brightness and light B ecl a:e Ctllllaracter. as Lassalle apparently intimates,
and you want to make shadow its only approp s that the tragic hero
manifestation. It is to be dressed only in black, ant i ..went under because it was as a knight and a
yet there are no black flowers. The essence of ming i1 representative of a moribund class that he revolted

_ is always truth itself, and what do you make its e against the existing order of things....The fact that he
: began the revolt in a guise of a knightly feud means

sence? Restraint. Only a good-for-nothing h

olds
back, says Goethe, and you want to make theg mind a
good for nothing?23

ihe truly creative spirit, in pursuing truth, does not flour-
__:‘_I- in some neutral, aseptic realm where passion, color,
n d commitment are excluded. The genious, the impas:
-_.-u writer of true literature, sees and reveals life in all
18 colors, using language, images, and concepts that, con-
fary to the edict of 1842, indeed may be unrestrained,

3 Literature and the other arts are to be the agents
fien, in the pursuit of truth, a role which places a prem:
gm on discovering and deciphering those realities where-
_truth presumably resides. Rather than thinking about
e arts as vehicles for the exploration and expression of
_theﬂc form—as is the case with at least some propo-
-. ents of classical aesthetic theory—Marx saw literature as
fommitted to an impassioned, unrestrained search for
uth, a search compromised by the censor.

* Yet what constitutes the arena for this search, and the
sulting emphasis of realism, in Marx’s view? A number of
e important principles of realist art in the Marxian sense
re to be found in the responses of Marx and Engles to the

L-
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simply that he began it in a knightly fashion. Had he
begun it otherwise he would have had to appeal di
ectly and from the outset to the cities and peasanis
i.e., precisely to the classes whose development wa
tantamount to the negation of the knights.24 :

The tragedy of von Sickingen occurs not because the hew
was somehow personally defective or incapable, but bé
cause he represented the collision of modern ideas witk
the material interests of a reactionary class, intel
which capture his real social roots. Continuing his critk
cism of Lassalle’s drama, Marx says that rather than giving
the aristicratic representatives of the insurrection &
much play, the author ought to have allowed “the repres e
tatives of the peasants and the revolutionary elements i
the cites” a more active role.25 What Marx is essentiall 3
suggesting, hence, is that Lassalle’s drama did not fully. g p:
accurately reflect the actual historical currents which
created the revolutionary situation discussed in the dramg
The author's treatment of the event was not, in shor
sufficiently realistic. 2

Engels’ criticism of Franz von Sickengen, while on til
whole more laudatory than Marx's follows the same ou
line. In recalling a specific scene in the drama, Engles
echoes Marx's recommendation that greater emphasis
given to the peasants: F

In accordance with my view of drama, which ca
sists in not forgetting the realistic for the idealis§
Shakespeare for Schiller, the inclusion of the sphé
of the so wonderfully variegated plebian soclety:
that day would have supplied...entirely new mate
for enlivening the drama, an invaluable backgroeg &
for the national movement of the nobility in
foreground, and would have set this movement
the proper light.26 ;

After discussing another possible modification in Lasss
work, it becomes clearer what the “proper light” mig

i

.0

consist in: “This is,” Engels admits, “only one ways e
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wialy

fhich the peasant and plebian movement could have been
orporated into the drama. At least ten other ways of

g this just as well or better are conceivable."27 What

Engels is suggesting is a reworking of Franz von Sickingen
0 that the ostensibly central historical movements of the
asants which underlie and shape this tragedy could be

clearly delincated and exposed. Again, we see an
asis on realism within art as a key featur i
nent of literature. €y feature of Engles

Central to the view of literature discussed above is a

ept with wide-ranging application (and mis-appli-

-...I ons) within a Marxist Aesthetic, the notion of typicality.
i matjlrla 1:nderstand ‘typicality’ as the view of Marx and

-..progressive literature had to reflect truthfully the
deep-lying, vital process of the day. to promulgate
progressive ideas, and to defend the interests of the
progressive forces in soclety. The modern term the
Party spirit in literature expresses what they under-
stocd by this. They felt that the very quality that was
lacking in Lassalle’s play—the organic unity of idea

. and artistry—was the sine qua non of genuinely

realistic art,28

m express typicality is to capture, in artistic form, the
0 social and historical currents in the era depicted, in

which captures their essential— if hidden— nature and

halities. Connecting this emphasis on realism and typical-
Marx's insistence on a sense of commt{tl:nent
ek accgmpanles those who seek the truth, we have the
that “only partisanship in art...can give the modern

that precision and concentration of will, that

'r.-"- e ‘one-sidedness,’ which is essentlal to genuine
pres Whereas capitalist society conceives of literature as
tommodity and a means (something to be marketed as a

ct and produced by a craftpersen), and limitations on

grary activity through censorship reflect the disguised

g of one class against another (the result of which is a
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barrenness of content and style), the true literary geniusg
whose writing represents an organic pursuit of the trutl ?
depicts the typical characters within typical circumstances
and situations, displayed in all their various colorations. :

Further insight into Marxist realism and typicality
provided by Marx and Engels in their first collaborativ
work, The Holy Family. This collection deals in part th.._
critical appraisal of Eugene Sue's The Mysteries of . nl
and its analysis by Szeliga, a Left Hegelian. More %en allyg
The Holy Family can be seen as a treatise against “sped
tive aesthetics™ as a whole, since many of the auth
comments apply to “not only Sue's novel‘ but also the
entire moral and aesthetic creed of the dong%ant per
sonality’ of the nineteenth century— the bourgeofs. '

Marx and Engels begin their discussion of Sue's ]
and Szeliga's reaction to it with a more"general "“_'_"-_l_
of “speculative construction in general” The authors say
that, starting from real material objects SElch a”s app
pears, and strawberries, the general idea “Fruit may
imagined. The speculative philosopher will suppose |
this general idea somehow captures the essence or being
of these separate physical entities, and tha? thus, "Thg
Fruit” is itself a real, objectively existing entity separabis
from the speculator herself/himself. Apples, pears, and 3
on, are perceived as mere instances of the realu subject
“Fruit”. Individual apples and pears thus become “no m o
than semblances whose true essence is ‘the substance :
Fruit."3! Having postulated an idealized category to whick
individual objects are mere semblances, the specula e
philosopher now faces something of a problem— .....
move from the ideal category to the material '”f.'__
He/she must explain why there is such diversity am ong
objects which, ideally, belong to the same category. To dg
this, Marx and Engels, say, the idealist proclaims tha
“Fruit” is "not dead, undifferentiated, motionless, but:
living, self-differentiating, moving ess'ence....'l‘he .diff n
ordinary fruits are different manifestations of the '11fe of
‘one Fruit: they are crystallizations of ‘the Fruit itself. 7

4

‘Thus real, physical objects, which we perceive through our
isenses as objectively existing, become mere signifiers of an
allegedly deeper, abstracted reality. Real fruits, in this
ischeme of things, become the miraculous creation of the
imaginary powers of the mind; they are created out of ab-
stract reason which is considered external to the person
involved in this idealized activity, as the product of Abso-
lute Subject.

. This same sleight of hand occurs, Marx and Engels
argue, in idealist aesthetics. In the case of The Mysteries
ef Paris the “real relations” of law and civilization are dis-
solved into the category of “Mystery.” This idealist cate-
fory then, like the category of “Fruit” in the previous illus-
ration, becomes a self-existing Subject which is in-
camated in real situations, actions, and experience. Two
examples will indicate how this process of transformation
0 in Sue’s novel.

During the course of the novel's progression, there is a
fransition from the “low world” to the “aristocratic world”
through the figure of Rudolph. The disguises which Rud-
olph has at his disposal allow him to move about freely in
the lower strata of society, just as the title of Prince per-
mits him access to the aristocratic. As Marx and Engels say

of one aspect of Rudolph’s transition, “on his way to the
aristocratic ball he is by no means engrossed in the con-

s of contemporary life; it is the contrasts of his own
ises that he finds piguant. He informs his obedient
mpanions how extraordinarily interesting he finds him-

selfl in the various situations."33 The variability of Rud-

Biph’s disguises, their apprehension as one aspect of the
idealist characterization of Mystery, becomes the guiding
Bpirit behind this transition from one world to the other:
he realities of contemporary life itself go unnoticed and
inexpressed. The latter are transformed into the neces-
gary background within which abstract Mystery unfolds,
ather than being central to the content of Sue’s novel.

* The novelist’s treatment of sensuality represents anoth-

r speculative construction. Marx and Engels tell us that
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. Realism, typicality, the depiction of actual

In real situations characterize? the central ten:rcxf:rf;nfgz
View of Marx and Engels on literature and art. Literature
imust capture the central social and historical trends of the
e. depict the real material conditions of the day rather
than use them as a backdrop for the exploration of some
s_et of Idealist categories, and must reinforce or propel
progressive ideas. To capture such social and historical
rends in their progressive guise is not, however, to
reduce the political value of art to any sort of proselyﬁéing
As previously noted, it is the organic unity of artistié
excellence and political sensitivity which lies behind the

“it is not sensuality which is presented as the secret ofi
love, but mysteries, adventures, obstacles, fears, dangers,
and especially the attraction of what is forbidden."34 Count=
ess MacGregor, another character in Sue's literary works
becomes “a person of abstract reason. Her ‘ambition’ and
her ‘pride,’ far from forms of sensuality, are borm of an ab<
stract reason which is completely independent of sensual¥
ity."35 In the view of Marx and Engels, true sensuality
—inspired by “the rapid circulation of the book™ and “thel
nerve currents which connect the organ...of sensuality wi
the brain"—becomes transformed into another aspect off
mystery within this idealist novel.36 Thus, for the critdg
Szelig, “dancing” (another Idealist category since it doess authors’ notions of icali
n't denote a specific dance but only dance in general) is whereas “tendency tljizgi,eratutlsfe“ anwgasreatlljsserg To ﬂ:le o
perceived as “the most common manifestation of sensualg tertain politically biased art by the Young German: .
ity as a mystery.”57 i ment, Engels states that this term is used by him ig mo:g-

In both the above examples— Rudolph's use of disguises ér way: “the tendency,” Engels says, “must be b al;o -
and Countess MacGregor's representation of a pseudos; ituation and the action themselves without o orréto Fhe
sensuality— it is not the real flesh-and-blood experiences of being expressly drawn to it.."39 In a cor‘rlr 9 e;; o
people in concrete social situations that are elaborateds @iddressed to a writer, Engels says: B

upon by the novelist, but the Idealist categories they specq

u})ativelg; represent. Not the lived experience of lower : :l:an o t'nlt‘:m S e

and aristocratic people, but the ability of Rudolph to move no%re‘im e Germans. cab 1t o . tooden:

among them by adopting various disguises which contris cﬂs:or's 0 . u;;:_Gennans A

bute to the development of the Mystery: not the actual eles all wha:? N A R
meant. The more carefully concealed the

ments of human sensuality, but their embodiment of othey author's opini
categories and aspects of Mystery. It is the latter which bes art. 40 pinions are, the better it is for the work of
come the center of Sue’'s novel and Szeliga's criticism of iE )

Speculative construction, imagined categories, are ce€ s - is not an arm of political propagandizing, but a vehicle
stage for the novelist operating within an Idealist Aestheti for the expression and elucidation of real ;situations and
framework: social, historical conditions and concrete ex events, within which one’s political and social views are, of
perience have little place. Commenting on the distinctiog lecessity, exemplified. i

: What can we conclude regarding a possible Marxist
e hetic theory, one that combines Marx's comments on
e arts with his general theoretical constructs? What is
e relationship between art and social life for Marx?

between an idealist aesthetic and the criticlsm leveles
against it by Marx, Liftzhitz says: “The self-development 'of
sensuous, concrete reality, or its subordination to an aller
force: fight or submission: such in the final analysis is the
fundamental distinction between the aesthetic—phila
sophical ideas of Marx and those of Szeliga and Sue.”38 '
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Fourth, while a Marxist aesthetic stresses the typifica-
‘ton of actual events within concrete historical circum-
‘'stances, and in this way places value on the progressive
mature of art within an historical materialist framework, at
east the more vulgar forms of Socialist Realism are a one-
sided misinterpretation and simplication of Marx’s
thought. Such interpretations seize upon a selective por-
ition of his views while effectively discounting others. They
Bighlight the insistence on realism without recognizing
the complexity of typicality in the broad sense; stress the
importance of progressive content while forgetting the
fessential Marxian unity of such content and aesthetic
excellence; reduce cultural activity to an epiphenomenon,
A reflection of the base, a view which glosses over the com-
plexity of notions of “uneven development™ and dialectical
relations in Marx's thought; and to reduce art to “ten-
fiency writing” or political propaganda, a view rejected by
and Engels in their own writing on art. As one
nmentator has pointed out:

First, we should recognize the peculiarity of the latter
question for the methodology of historical materialism gen-
erally. For it asks us to determine how the categories and 3
“society” may be superimposed on actual lived experience:
and human action, a request that Marx and Engels woulc'l‘ 3
no doubt reject as an example of “idealist construction.”:
There is no universal, abstract relationship between-._
“Base” and “Superstructure.”#l Rather, there are particu-:
lar artistic works which exist within specific socio-histor- &
ical circumstances, which exhibit various relations and:
which, in general, follow certain tendencies. ;

Second, a Marxist aesthetic theory must be cognizant:
of prescriptive nature of art as discussed above in the au- |
thors' insistence on realism and typicality in art. While re-=
jecting political proselytizing as the essence and purposes
of art, Marx and Engels repeatedly point to the necessity:
of creating works which typify the development of social_
and historical forces. In their criticism of Lassalle’s von
Sickingen and Sue's The Mysteries of Paris, for instano .
they repeatedly insist that literature typify the unportan;
elements of social life; yet this typicality is not to be in-3
dulged at the expense of artistic integrity or aesthetic ex-
cellence. y

Third, in rejecting the notion of literature as a comg
modity, a means, and a part of commercial trade, a Marxist
aesthetic theory proclaims the importance of an impas=
sioned, partisan pursuit of truth. The truth that is possib e
for literature to pursue is, of course, partly revealed .
Marx and Engels’ emphasis on typicality. In addition, their
opposition to idealist construction in general, and in the
arts in particular, mandates the “development of sensuousj
concrete reality.” As in their more general views regarding
historical materialism, the artist must begin with real peoj
ple in actual situations and conflicts, rather than see ing
to illustrate some speculative, idealist category such as
Mystery or Insurrection, for example. The work of a
must deal with particular interactions of those involved iz
actual activities, and yet somehow capture their socio
histerical essence, thus ascending “from earth to heaven.”

Vulgarized dogmatic views on the character of the
link between art and politics are profoundly alien to
the Marxist-humanist understanding of art. A truthful
and diversified representation of reality cannot be re-
placed by any didactic illustration of political slogans.
Such substitution cannot be lead to a belittling of
artistic truthfulness and hence undermine art's
social impact. The socio-political significance of pro-
gressive art is determined by its truthfulness, its
¢ convincing reflection and profound revelation of the
¢+ leading trends to be observed in the life of society.42

. Fifth and last, a definitive, unassailable version of a
larxist aesthetic is at best evasive and probably impossible
i conceptually pin down. There do appear to be, however,
g range of possibilities which legitimately fall within the
famework outlined above. Those views which stress the
portance of searching for the truth by depicting actual
¥perience in its typical configurations and complexities,
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in the process combining progressive content with artistic
mastery, would seem to characterize something -,-!.
about the nature of art in a Marxist aesthetic. As a formgl i
ideology, works of art can profoundly illuminate the majg itz ﬁom while at the same time emphasizing the traditional
currents of social life; in evoking progressive imagesig feliance on the creation of aesthetic artifacts, within art
social import, they provide a means of expression to soms education.
of our most important political acts. e A Nation at Risk, the report of the National commis-
The view that the arts are an important aspect of soc i fion on Excellence in Education, offers perhaps the bleak-
life, connected with material interests and realities withiz Bst vision of the role of the arts in contemporary educa-
multiple of complex dialectical, and even contradictory B ion. The Commission makes little mention of the arts in
lationships, forms a striking counterpoint to classical 5 analysis, excluding them from what it calls “the New
thetic theory with which we began this section. How migh asics.” It says merely that “the high school curriculum
this view affect the possibilities for aesthetic educa fhould also provide students with programs requiring

e arts as well. In this way, The Paideia Proposal appears
ja lend support to certain aspects of classical aesthetic the-
» In insisting on a particular mode of aesthetic appre-

within schools? _:_ gorous effort in subjects that advance students’ personal,
4 educational, and occupational goals, such as the fine and
M. Aesthetic Theory and Educational Practice periorming arts and vocational education.”4® A Natfion at

Ris then, relegates the arts to a personalized, vocational
nd occupational function, on the periphery of the secon-
y school curriculum.

In sum, the recent past seems not to offer the sort of
':,a~ lile ground from which new approaches to the arts and
fiesthetic education might flower, Even the occasional sup-
_._... evidenced for the arts in schools seems to hearken
pack to that vision of aesthetic experience which, as we
gaw earlier, is both conceptually and socially wanting.

. Yet there are some signs that support for some artistic
u-u in schools is substantial. For example, in a survey
fonducted in 1981, 70% of the respondents expressed
pport for arts education in schools, on a full-credit basis.
it addition, public expressions of support for the teaching

In many respects, the current educational situation ff
the U.S. seems hardly supportive of new directions for
thetic education. With the nearly obsessive concerns of thi
“back to basics” movements in the last decade or so, thg
arts came to be perceived by many as an educational fril
to be curtailed or eliminated altogether in times of fiscd
uncertainty. Recent reports on the status of Americas
schools have also been mixed in their analysis of the role'd
the arts in public education. The Carnegie Commissiof
tells us: “Now, more than ever, all people need to see cleat
ly, hear acutely, and feel sensitively through the arts]
Such practices “are no longer just desirable. They art
essential if we are to survive together with civility ang
joy."43 The authors of The Paidein Proposal, on the othes
hand, include “The fine arts” as integral to that body'a i art actually increased between 1975 and 1981, just as
organized knowledge which all students are to acquireX tr e “‘back to basics” movement was gaining momentum.
At the same time, this group also says that while works'g again, in 1981, 75% of those surveyed favored regular fin-
art may be dealt with in seminars where discussion g g of arts courses in the public schools.47

Socratic dialogue dominate, “they need an additional treal § While public support for arts education does seem
ment in order to be appreciated aesthetically—to be enjog bstantlal two other phenomena reflect mitigating social
ed and admired for their excellence.”45 The report goes economic circumstances which may undermine such

on to stress the importance of the performance aspect essions of support. First, financial information on who
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Uispositions  (disinterestedness, distanced perception,
morally cleansed attention, etc.). Given such tendencies,
ithe creation of a cultural elite that can partake in such
gtypical, personally removed experiences is understand-
ible. Because art has been “lifted above the stream of life,”
it has become the almost exclusive domain of those with
ippreciable  wealth, power, and status. Indeed the ap-
fireciation of aesthetic productions then becomes itself a
fark of social status and privilege.

+ The notion that education in the arts is incidental to
fIElr appreciation and evaluation also lends support to the
iotion that art constitutes an elitist domain. For if art ap-
freciation is possible primarily because of some inherent
lBpacity on the part of only some of the populace, and if
{iis capacity remains relatively unaffected by formal train-

8. those who lack this alleged capacity will remain ex-
juded from the experience of art. Moreover, since large
egments of the population in fact remain excluded from
e art world, we have the makings of a self-fulfilling pro-
lbecy regarding legitimate appreciation experiences. Lim-
gl by both a perceived lack of “naive talent,” and a lack
flexposure to the arts in their personal lives, the majority
ftitizens soon learn to discount art as a life force,

¢:The reintegration of aesthetic value and social conduct
itlined in our discussion of a Marxist aesthetic can pro-
4t one important counter to the sort of elitism fostered
i contemporary approaches to the arts. If we can incor-
Ate such a perspective into aesthetic education, more-
r, we may work toward cultural shifts that could propel
ger social changes as well.

i What I want to stress, initially, is the rejection of that
jaratist notion that characterizes the place of art in clas-

gl aesthetic theory. As Raymond Williams has expressed

f. “we have to reject ‘the aesthetic' both as a separate

firact dimension and as a Separate abstract function. We

€ to reject ‘Aesthetics’ to the large extent that it is

died on these abstractions.”S0 Instead, based on the

@ithat aesthetic forms are one of several types of mat-

dl productions, I want to urge recognition of the arts as

is rather interesting, to sayl
ttends performing arts events : s
?he leasg In 1978, the U.S. median income “gas i:ti: s
The same year, the median income of tfhoseper : ;:) o :
hile for o , the
seums was about $18,000, wi he
glgl;re was $21,000. At the same time, over.BO"t/te1 ot;a ﬂvt?’l a3
museum audience had attended colllege w;x;li;d oosnly s
i i igh school com
education stopped with hig ] Np B
; r those who :
the museum audience; the figure fo o
‘a)\itend high school was about 5%.48 Thtﬁseusosrtsaof CIfjll -:r :
i ists in the U.S. hirs
support the view that there exis o
elifg" whose levels of income, status, educ?t;r;rtl,anan 1 .
sure time combine to makedthe t;:’cipt:;:rigr;z r?d R
sive, privileged, class-based ac th.t ece al')preciation .
ently general presumption tha b
?I?;);er posiibgle or enjoyable because of native talerg’.S xra .
than being dependent upon education or trainin, tﬁ;le  Lavy
Chapman reports in her recent book, this atti
shared by the cultural elite:

What is striking about the cultural elite is theiirx; -. :
luctance to acknowledge that formal educati%r;rs “-.:5.
is really essential for one to enjoy and t;-;m g
art. Equally striking is their belief that the ! A
of art hinges on talent more than on trainineg.l:l.0
attitudes would be harmless enough if it wen ot
the fact that the cultural elite is not j‘ust a scli)c 1L
defined by statistics; increasingly, it has e:au
well-organized lobby seeking to mﬂuenc:[ e 3
and state policies on the arts and arts educaton.

At the same time that art apﬂxl;eciat:ion t];;i liate%)::; .
ce of a privileged class, e view E
?:;ﬁe traininylg). acquired sensitivity, and educated jud]
ment is entrenched in our culture. e Recall the 28
These tendencies are hardly surpris‘.mg.tlm all et

or tenets of classical aesthetic th:{y. as t;‘: asseumptions
ginning of the previous section. Art, on - <)
this thgeory is aP;l abstracted, isolated, and s'omally atr} ;
ally ephemeral phenomenon, the appreciation oh 5
mandates the adoption of a particular set of psycho gi.



92 Journal of Curriculum Theorizing 7:2

Beyer 93

-.u: 2 for investigating the perspectives and values of
Third, and related to the importance of developing
2p a}‘.ive capabilities, an important part of broadening
__sigmﬁcance of the arts is tied to their communicative
:__-- While works of art can be regarded from a num-
of vantage points, it is their capacity to communicate a
fticular point of view, set of values, or perspective on
world that is most telling if we are to realize their
s and ethical connotations. Through a variety of sym-
iC arrangements, they communicate something to their
dlence that can enhance, modify, or transform the way
#see and understand ourselves, others, and existing soc-
parrangements. Paying attention to the communicative
b matit"eaesﬂ:::ic forms means, then, understanding how
o a statement about some
i' piiosiivey aspect of our own and
iFourth, inasmuch as works of art provide a kind of
nunicative agency, their latent connection to our ac-
88 outside the aesthetic encounter must be emphasized
Blec differently, “the aesthetic encounter” must itself be
: 'as isolated and in the end unsustainable. To accom-
ik this, it is crucial that students see the aesthetic
Age. social consciousness, and ethical conduct as con-
ged. There are at least two possible avenues for this
inded perception. On the one hand, the aesthetic
e can become a crystallized vision of what is true
&, OI proper—a representation of society, personal rela:
ghips, or political practices in what is regarded as
I proper light. Such visions offer alternative concep-
of what ought to be—conceptions that, in their
filnation and insight, may prove existentially provoca-
:_; the other hand, works of art can provide a critique
urre t situtations and predicaments— a way of challeng-
oe accepted order of things. Now in practice these
possibilities often coincide: the affirmative image emer-
igith the critique of current situations, or the vision of
natives implies a grounding for a revised aesthetic

one sort of lived experience, as part of the social totalf
from which creation and appreciation, as generic hums
processes, spring. This does not mean that aesthetic pm
duction is identical to other kinds of productive actis
ty—any more than, say, the material production of aut
mobiles is identical to the production of political party [
forms. Yet from a more global perspective, if we pe cigh
of social life as composed of multi-faceted, historica
variable and personally complex sets of processes, we I
be able to carve out a space for aesthetic understanding
a productive force in its own right. i
The changes necessary for this to take place with
educational institutions are numerous. First the distincti¢
between the “fine arts,” on the one hand, and the “pg
ular arts,” or crafts, on the other, must be seen as a spf
ous one. We have tended to place the former in spegk
arenas—museums, institutes, and galleries—which helj
ensure their separation from the rest of social life for ma
of us. Conversely, we tend to denigrate products of craft§
somehow un-artisitc, or at least on a lesser aesthetic plaj
as compared with Renaissance painting, opera, or ba I
The logic of the analysis of aesthetic forms as products
fundamentally social and moral phenomena presex}
here, entails the legitimation of the popular arts and cr@
as a piece with other forms of artistic expression.
Second, the separation of art in schools—as an elect

frill, or “special subject—needs to be overcome. This} g
tails not only the increased availability of courses i
arts, but a change in their orientation as well. As noted
ready, arts courses currently tend to emphasize the peu
mance or constructive nature of art—as exemplified infi
creation of paintings, drawings, poetry, dramatic DET
mances, and so on. While such creative ventures
obviously crucial for aesthetic education, it is equally imf
tant for students to develop appreciative and evaluative:&
acities with respect to the arts. That is, not only doi
arts serve as a vehicle for the expression of one’s ¢
ideas, emotions and perspectives: they also create Opg
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vision to become incorporated into schools. Our students
need encouragement to use aesthetic forms to illum Atk aesthetics into social lifi ;
or challenge a contemporary issue (the patterns of sexis my fmage so that its soci ale' the rejuvination of the aesthetic
racism, or social class exclusion, for example). Their V& become manifest. This r ot and political import may
sions of justice and fairness may become the framewors ensitivity to the .aesth grocess. 1.”111 require both a greater
for artistic ventures, exploring them with the insight fevised theory of aest_l;: ¢ qualities of all experience, and a
provided by symbolic forms which the arts provide. ] ereation and sign iﬁcanczucx forms that contextualizes their
Fifth, this revised conception of aesthetic education essitate and help evolv - in ﬂ.’le end, this process will ne-
entails a withering of the divisions hetween the arts ang fer within which the arf a revised education and social or-
other curricular areas. Not only do we need to infuse ths fnman acheivernent— ¢ Sf—l- as perhaps the highest forms of
arts with greater social and ethical significance, we nee i an flourish.
also to investigate the aesthetic components of the lang;
uage arts, social studies, the humanities, and the natural
sciences.5! Integrating aesthetic expressions into thg
other curricular areas of schools is, of course, fraught with
peril. For it is all too easy to regard the arts as an instng 3 I ha
mentally useful tool with which to articulate preconcel e o ve e{'fplored the nature of attitude theori
ideas from the sciences and humanities—e.g.. the occasion : etic experience more fully in Landon E Beones“ e
al visual display of an abstracted idea or concept, the use g P and the _Curl'imllum: Ideological and éultz:;i Aest.h?:-
the arts as depicting central themes, etc. Instead of such 1 Practice,” Ph.D. thesis, University of W_Form o
instrumental uses of aesthetic forms, what 1 am urging f » n. 1981. 1sconsin-
the development of our awarenss of how scientific, social ee 'Stolnitz. op.cit.; Edward Bullough, * i
and humanistic enterprises all have aesthetic componen_ iy ‘-' as a Factor in Art and an Aestheti ng chical
¢ aspects. For example, we might show how the patterd e British Journal of Psychology. Volums V. 1008 i,
. . il ime Stolnitz, Ae » Volume V, 1912; Jer-
of geometric shapes in nature have both mathematical anj e . Aesthetics and Philosophy of Art Cri
aesthetic qualities; or show how the development of histo E&HOUghton Mifflin Company, 1970); Geo LG
ical trends is related to developments in the arts of a pat A ard J. Sclafani, editors, Aesthetics. ;ge e
ticular society, etc. The basic notion here is to increas ' Critical

Anthology (New York: St :
b Part ! St. Martin's Press, 197 .
our understanding of how aesthetic, humanistic, and scies Seven; for some of the phﬂosc;pmcg)'upgn Six
tific matters are intertwined. i nderpin-

of these conce
pts, see Immanuel Kant,
Sixth, more attention needs to be paid to the aesthet dgment, translated by James Credd Mér;il;t; ?ggque
qualities of teaching and evaluation generally.52 We hal and

0 }- and Arthur SChOpenhauer T
been obsessed with guantitafive, technical, and individug B translated by R. B. Halda.r‘1e ::d“?rlgeas Will and
istic forms of pedagogy and evaluation, t0 the detriment! ) - Kemp (London:
other modes and approaches.53 Both as teachers at
teacher educators, we need to uncover the aesthetic dym
mics of our interaction with others, and how we eval 13
student achievement.5% :

-] me e
- aim of these proposals is the reintegration of
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 Art and literature are twin handmaidens of culture
ind, in spite of the invidious comparisons of their prowess
phich surface in cliches like “a picture is worth a thou-
and words,” they have always served society in a com-
flementary rather than a contentious fashion. But these
wins are, of course, night and day to one another in many
Bspects. Art is space-bound but temporally free; literature
8'bound in time but not by space. They are clearly mirror
mages of each other in this regard. In a like manner, and
gecause of the space-time dichotomy, they are perceived
g'opposite ways. The visual art form is directly and immed-
tely apprehended. One takes in the whole at once in a
iobal fashion, then begins to absorb it in a partial way. The
grbal mode must be apprehended by indirect means, and,
fer a period of time: the reader must turn the letters into
prds and these words into images; he is constrained to
tcode the pages one at-a-time. The pictorial mode, too, is
Enerally displayed and consumed in a public manner; the
thal is packaged for single, private consumption. But the
intriguing difference between the two art forms may
zaled by the recent and fascinating investigation into
28 two hemispheres of the brain. Neuropsychological re-
firch, popularized by Robert Ornstein and others, sug-
§ts that the left brain works along verbal, linear, analyti-
['lines, while the right brain responds globally, relation-
¥, spacially.l Thus, literature is fodder for left brain acti-
¥; art falls into the domain of the right hemisphere. This
iy explain a persistent tendency in the two art forms
Foughout the twentieth century to become mirror
ages of one another, to move into the obverse mode.
&y seem to possess an envy for the riches that reside in
8ir counterpart form: the precision of one, the accessibil-
Fof the other; the flow of the one, the holism of the



. o
98 Journal of Curriculum Theorizing 7:2 finer.99

;-ﬂ"- ANSVESTITE'S RETURN: THE SYNTAX EXCHANGE OF

48. Ibid., pp. 171-172. THE VISUAL AND VERBAL ARTS

. p 8
gg g}ixlclliaxﬁs Marxism and Literature, Op. cit., p. 156.
51. See, for example, Elliot W. Eisner, editoF. Rea'dil:Tlg. .
Arts, and the Creation of Meaning (Washington: Natior
Art Education Association, 1978); Peter Abbs, a
Within the Arts (Toronto: Hodder and Stough.ton. .'3
Masha Kabokow Rudman, Children’s Literature: An Is:
Approach (Toronto: D.C. Heath and Company, 1976).

1

Joseph Milner
Wake Forest University

. Art and literature are twin handmaidens of culture
and, in spite of the invidious comparisons of their prowess
phich surface in cliches like “a picture is worth a thou-
] words,” they have always served society in a com-
52. See Elliot W. Eisner, The Educational Imag ' mentary rather than a contentious fashion. But these
(New York: Macmillan Publishing Co., Inc., 1979)-Y Mins are, of course, night and day to one another in many
Maxine Greene, Landscapes of Learning (New ‘_ [Bspects. Art is space-bound but temporally free; literature
Teachers College Press, 1978). -3 i bound in time but not by space. They are clearly mirror
53. Michael W. Apple and Landon E. BeYel't-i o ages of each other in this regard. In a like manner, and
Evaluation of Curriculum,” Educational Evaluation & tcause of the space-time dichotomy, they are perceived
Policy Analysis, Volume 5, No. 4, Winter 1983. 5 i opposite ways. The visual art form is directly and immed-
54. 1 have explored some of these issues in Lan .. ftely apprehended. One takes in the whole at once in a
Beyer, “Aesthetic Experience for Teacher Education 3 jobal fashion, then begins to absorb it in a partial way. The
Social Change,” Educational Theory, Volume 35, No. 4, frbal mode must be apprehended by indirect means, and,
1985. : fer a period of time: the reader must turn the letters into
ords and these words into images; he is constrained to
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g revealed by the recent and fascinating investigation into
8¢ two hemispheres of the brain. Neuropsychological re-
|arch, popularized by Robert Ornstein and others, sug-
8ts that the left brain works along verbal, linear, analyti-
[ lines, while the right brain responds globally, relation-
¥, spacially.] Thus, literature is fodder for left brain acti-
y; art falls into the domain of the right hemisphere. This
iy explain a persistent tendency in the two art forms
Foughout the twentieth century to become mirror
fges of one another, to move into the obverse mode.
£y seem to possess an envy for the riches that reside in
Bir counterpart form: the precision of one, the accessibil-
of the other; the flow of the one, the holism of the
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other. So the artist of the visual form might naturallys
seek to make strong contact with the hemisphere that?
form has generally failed to touch: the artist of the verbal §
mode might reach out to the global nature of the right
hemisphere which earlier writers had seldom contracted.

The transvestite yearnings of these twins has not ini
the past been wholly kept in check by clear sense of defini-
tion or boundary. Even in the ancient world, technopaegn:
jan (iconographic) poets like Simmiad of Rhodes (who in:
300 B.C. constructed a poem in the configuration of an'
egg). and Dosidas created verbal art forms which stretched?
toward visual mode. The technopaegnian continued as and
androgynous form through the Middle Ages and is repre-
sented in the seventeenth century in the craft of Georgel
Herbert, who used the shapes of the altar and angel's}
wings to add an iconographic dimension to his worshipfulf
verse. This increasing visual tendency through the “Gutens
berg Era” is plotted in John Hollander's Vision and Resons
ance, whose “chapters move along an axis from the aural
to the visual."2 Hollander marks modern poeiry’s expard
ed use of techniques like the pause and enjambment a8
testimony to the rise of the printed poem. He understands
the movement from “utterance” to “text” as one that is
essentially captured in the change of the basic poetigs
analogy from “music to picture.”3

The increasing intensity of the move from audito
visual art, especially poetry, is ever more difficult to ignorg
in the twentieth century. McLuhan's arguments make u§
better understand the verbal artist's impetus to switcl
media. Ezra Pound, an early exponent of imageful, com
crete poetic expressions, was much influenced by whal
F.S.C. Northrop in The Meeting of East and West has calleg
the dominance of the aesthetic component in Eastem arg
In his exuberant devotion to the East, Pound celebrateg

#

-
5

the vehicles which had been too truculently ridden by the .:

tenor-centered poetry of the West.4 He learned to appre
clate aesthetic component for its own sake and featureg
the cherished image through lines of verse cinemagraphs
cally: The classic haiku-like “In a Station of the Metro}

Milner 101

“focuses the reader's (viewer's) attention on two scenes—a

of the subway crowd and a closeup of the simple petals

on the single bough.

Willlam Carlos Williams can be seen as a major figure in

ithis visual movement because of his concern for th

: e power
:._ the image set apart. Hollander suggests that his SiSual
hent is seen most stikingly in poems like “The Red Wheel-

»

o
DWW,

where he “etemologizes his compounds into

their prior phenomena.”> He says that “so much depends
pon. a way of seeing, trained and framed by photography’s

y of cutting out rectangles of scene, and u !
. on poe

of cutting and framing bits of language."6 pon poctiy’s

The sense of the structural visability of the poem was

even further explored by e.e. cummings, who was begin-

o
1

piog to exploit visual ambiguity rather than the traditional

al kind which was lost wholly on readers who eyved but

never mouthed their words. At the formal level cummin

e 5 gs
4 t far beyond the line-boggling enjambment of Williams
- others to the welding of total pictures, such as that
presented by the word arrangement of poems like “Stad-

m” which hardened back to the technopaegina of the

‘ cred poets. (He may, indeed, have used such seemin
frotane images rather than the traditional altars ailzlr

igelic wings as a way of denying the exclusive rights of

the sacred poets to this iconic style.) At the micro or let-

er level, too, it is clear that he was aware that poems were

0st often seen but not heard. His work with the eye pun

Foich arises out of manipulation of type makes visual pl
; a
penetrate each dimension of the poem. In “l(a,” cﬁml_f

f'“'u'_. lets the reader's eye discover the relationships

ween l-ness and one-ness both through letter enjamb-

ment (isolating the “one” of loneliness on a

; single line)
- through the ambiguity of the typeface 1 as either the
Bt arabic numeral or the twelfth letter of the lower case

alphabet. Moreover, “1{a” not only plays on the vis-

3l pun of the one and I, but as a structural whole pres
; . ents
i¢ picture of a slowly descending leaf, P

& While cummings achieved visuality at both the macro
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created a kind of partiality which further forced the
iewer {0 a linear, gradual reading of their paintings.

¢ But long before these attempts to escape the spacial
._1..-. of the canvas, the Futurists under the leader-
Bhip of Emilio Marinetti sought to have both literature and
jainting “freed from traditional syntax.”® Gino Severinf’s
pork as a part of this movement shows a distinct affinity
or letters. His “Dynamic Hieroglypic of the Bal Tabarin"®
R as both art forms as once. Its color and image offer
fie thythm of the dance in an unmediated fashion, while
e letters which do not emerge at first view soon begin
jmbolically to articulate and accentuate the joy of the ball
he viewer thus finds himself seduced into the linea.:-'
fiode of perception, “decoding” the VALSE, POLKA, and
ithe dances written into the “text.” Carlo Carra’s
fatriotic Celebration,” a collage of letters,10 is a clear
i ple of this same thrust. His visual presentation is
poded with letters which jut out in every direction

fimost forcing the viewer to spin the canvas so as to allovs:v
o convey verbally the full impact of the festive occasion.

; The work of Stuart Davis is particularly interesting. as
ticelebrates the letter. As a pop artist, early in his career
Bvis was clearly fascinated with these symbols as trans-
fitters of the full impact of the culture. In “Lucky Strike”
P21) he lets the letters speak for art much as the
jarketing expert lets them push cigarette sales.!l They
his pitch, his hype on art. Forty-three years later Davis

E d not lost that fascination with the verbal realm, for

:“_' tghskycs Syntax” he tells us more than even't.he

oo g?_la ge_lHAM2 PION™ can say about the shift in art’s

'Ihe verbal mode gains strange power in the Dada ex-

essions of Duchamp in such well known works as “The

fide Stripped Bare by Her Bachelors, Even.”13 The visual

Ese: tation is so enigmatic that the “communication™ es-

hiis hed by the title dominates; the anxious and uncertain

e of necessity seeks guidance from the verbal mode.

e Plentiful and rhythmical words seem almost a line of

and micro levels of the poem, the Concrete Poets have tak<
en the macro approach to fruition in their graphic designs;
Eugen Gomringer of Switzerland was one of the earliest of
this consciously international set who wanted to eliminate
some of the unnecessary boundaries of language and o
responded with “word constellations” like “Silencio” andi
«Avenidas.” He championed a kind of poetry which he
reader could perceive “as a whole as well as in its parts. i
“Forsythia,” a concrete classic, is also clearly more pictors
ial than verbal; we only come to the verbal dimension of
the poem after we view its bushiness. This extrord
emphasis on the visual arrangement of the verbal elements
of the poem grew to an intense level in Vaclav Havel's!
“Estrangement.” Although as a dramatic artist he was arti3
culate and verbose enough to have managed a rather wells
done play, “The Memorandum,” here Havel only suffered
the J and the A key (in the midst of well over 100
labyrinthian dots) to slap dovwm on the carbon ribbon of his
typewriter. All that surpasses these non-verbal forms of
poetic communication is the “found” poem which uses the
coincidental intersticies of a lunar photo, containing €
row, by 8 row hash marks, as the stuff of its “Space Shof
Sonnet.” :
The visual arts seem comparatively less distressed inl
this non-print age by the limitations of the visual modg
but transvestite tendencies are to be found in twentietl
century art as well. From the century's onset, art has
shown increasing restlessness with the representa ond
mode, attempted to escape the spacial bounds of the form
and sought means of avoiding the limitations of the pig
torial. Picasso and others used their multifaced, his]
form to elude the entrapments of perspective and space
The work of Kandinski, Pollock and other Abstract Expres
sionists further obliterated the notion of pictorial, known
space so that the viewer no longer had a totally occupiel
and united visual field, but a set of parts or sections Wi o]
had to be “read” in piecemeal fashion. Even the han
edges of Kenneth Noland's and Morris Louis’s color fiell
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jpass ng lgvell_'l into the verbal mode in much the same
manner. e presents a highly lettered surface

must be absorbed by the reader of the picture in bo:lmacg
immediate and in a delayed, decoding fashion. In his title
: » he directly mimics the verbal artist: the triplt;
jres atement of “love” seems clearly to point to Stein's
.'“.f agistic view that “a rose is a rose is a rose.” For Stein
Willlams, Pound and that very special school of aesthe:
ticians, the object is to be honored as mere object; its ob-
Hect-ness must be sufficient. As if to beat Stein at iler own
game, Demuth takes not the rose (the solid object with
poignant shape, color, feel and smell) but the difficuft

protean abstractions “love™ and reifies it into a state of full
o bjectification. He paints the work; he honores the poet;
jhe celebrates the objectness of even the abstract. '
i Robert Tauschenberg's work displays a verbal cross-
over which follows his near obliteration of the syntax of his
A form; as such it is analogous to that visited upon music
Oy John Cage's “Silence.” Rauschenberg began a string of
works in 1949 which moved away from all of the basic syn-
tactical feamih off art other than color.1®8 His “Mono-
¥ coromatc uring

The work of Charles Demuth brazenly shifts into the merely one solid hueogsowt?li ecéidence :)l}em:a;llsg ﬁﬂ:es b
letter world at even more levels than did Duchamp and the canvas. His “White Painting™ series of 1951 (l)sm:her oot

Magritte. In “I saw the Figure 5 in Gold” he uses the biaj gpectacularly blank until the next year h d his

zened numeral as the center of his art.16 Its golden power fErased deKooning Drawing” Whic{le is” “ 1‘1:011; e

generates an aesthetic explosion in him and wholly domiy romplete denial of his form's syntax. B;ﬂ:-‘ ;Jm)‘;dlvmd' »

nates his visual presentation. A second level at which Des e was turning to the power of the letter. In “Gl : ﬂ"ﬁies

muth is paying homage to the verbal mode is found in the plays with both letters and Warhol's noﬁon f e

referent of his titte. He is trying to capture the experi image repetition. Some of this interest is forec(;stp?rl:mh?;

poetry, but the end word, “even,” reintroduces his enigma
and leaves the viewer at sea once again. In “LHOOQ" Du
champ once again makes use of his title, by involving the:
viewer/reader in the multiple verbal layers of his naughty:
pun.14 He equals the pictorial vioclation of the divine Monai
lLisa’s smile (the drawn-in mustache) with the foul suggess
tion found in the duplicitous use of those letters. The:
sacred anagram can also be read as a French vulgarity, as
low a blow as the vandalization of the visual. Like cum+
mings who “crossed over” to the syntax of the visual mode
by creating eye puns, Duchamp is here using conventional
verbal puns, a staple of the opposite mode. i}
Rene Magritte is playing with language even more obvi-t
ously in “The Art of Conversation."15 He uses the letters ok
his own first name to form a crumbling monument Wi ichi
speaks verbally as well as visually of his own morality.
Moreover, he turns the cliched description of one's abill
to exchange small talk with friends info a statement abouf
his visual art form. He seems to be admitting that as an arts
ist he depends on conversing through the verbal medinm3
He is subtly, cleverly telling us how he is using those four
letters of his name, ;

ences as it had previously been stated by the word artist yery early “Lily White” where hi
William Carlos Williams: his title is a direct quote from tha8 factivated™ by numberals in aemazse Z?tll;;spal?ljg fcanvas .
concrete poet's work. Finally, his devotion to the verba he one word “FREE" which seems the exit poizlctuso‘;‘s 1?11;

mode and his openness to a kind of aesthetic duality arg banvas. The heisht of his ¢

reflected in the fact that Willlams was a radical kind of geen in "Painﬁnghw.ith Red fgtcti?' ?I;r:h;e"zr?aé rr:ode is
poet, one who had devoted his artistry to honoring the bpecialness of the letter and the-power of thee ec:? esﬂl:ias
visual image, the discrete concrete chunks of realify upod gives it body. His sixties work continued to or that
which so much depends. Demuth's “Love, Love, Love” I8 Of letters as they appear in collage and in foug:o ci?);e:tsse



106 Joumnal of Curriculum Theorizing 7:2 Milner 107

but his trespass into the letter world was never so Strong Pemuth’s and Magritte's art.22 His visual of Europe is fet-
as it was in the early fifties’ experiments. ; ing, but what captures us is his title and the word litter
The full pop work of Andy Warhol, Robert Indiana ar ' fhich pelts the map of Europe with the ravenous names of
Roy Litchenstein centers on the popular culture about lexas towns. The full play and delight of Allen's work
them and in so doing makes the letter a powerful fould be lost without his clever title which suggests the
of expression. Although Warhol was clearly working igly American abroad, and his devilish, oxymoronic place-
break down other barriers, his uses of the label in his mass of dusty, rawbonded Lubbock where some splendid
production art, which featured Brillo, Campbell Soup and gssmopolitan European city's name should appear.
Coke, attempt as well to rearrange the basic elements of i Joan Snyder shows us in four of her recent pieces of
painting. Just as the picture label tells even the untutorec fansvestite tendency which these earlier visual artists
infant the soup maker’s message without need of literacy iave exhibited as a group. In "Love Your Bones” we see her
training, Warhol conveys meaning through his large Camp= frtation with orthography.23 Her canvas is alive with
bell letters without depending on the conventional syntax hteresting shapes which approximate letters yet look
of visual art. He goes further in this exposition of art® more like squiggles or bones. The rhythm of her muted
limits in “Close Cover Before Striking” where he again folors makes her squiggles serve only as contours over
makes use of the world of advertising.1® He presents the ghich the perceiver's eyes rock along. In “Strokes for
functional match pack and its verbal instructions as thg iink” the squiggles are clearly moving into more definable
immediate object, but we move quickly to the vivid datterns or strokes; some are recognizable letters. With
memorable Coke inscription which tells us the reason fof ory” the verbal mystery is solved, for her canvas now
the object's existence. We suddenly find ourselves read s to present itself as ancient papyrus to be deci-
the art. e Bhered. The history sits in front of us to be read though in
Indiana does not offer so many layers of picture ang iminist terms her mis or even mys has replaced the male
inscription to penetrate, but his use of the letter is all the pminated record of the past. Finally in “Small Symphony
bolder because his art is so evenly balanced between botll br Women,” Synder reveals her intention of moving into
worlds. His “LOVE" is a clear example of how the objea dnother medium of artistic communication by use of the
for him has become the letter itself20 Line, color, space fusical term to name her art and by the use of squiggles
are all invested wholly in his four letters. Little elsg fhich have turned into letters of a full blown poem.
matters. Litchenstein's comic art also trespasses deeply i fecause we are compelled by their miniature size to squint
the the lettered world. Comic books and newspaper comig ¢ these squiggle-letters, we are all the more conscious of
sections are the tradition from which he draws “V ML e fact that we are reading.
and “I can see the whole room."?1 This is particularly trué | But the letter takes charge most completely in David
in the latter where the viewer enters only through ths mith's VACANT. In his caustic attack on contemporary
keyhole perspective; all but the narrow slot is blackenet it in The Painted Word. Tom Wolfe points to Smith's
with the lettered caption dominating the canvas and the ank canvas with the letters VACANT standing as its sole
imagination. It's what we can't see but are told by the prir pants.24 Wolfe uses the piece to point to the vacuous,
that allures. 4 icommunicative nature of the visual arts today. He sug-
Terry Allen's “Texas goes to Europe” offers a very lai gsts that because the critics’ word (theory), which was all
bit of pop art which has some of the word play found if iese contemporary artists were able to paint, was
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missing, there was shallow artistic silence; there :
nothing to paint but the fact of nothingness. Tom Wolls
may indeed be correct, but the use of the verbal mode t&
express the nothingness seems quite as important as the
message itself, It is as if Cage were to place a SILENCE &ging or outlinin . 06 T3
sign on top of his piano. :j_r es of nuaicima;ii His S%alﬁesmmctorporate verbal
Such transvestite tendencies are not restricted to art Etters and words he uses to carve o t B Strﬂfmgly the
literature alone; syntax exchange of like magnitude ha & are turning the nubile, proteanu sgrlithekm Love Let-
been noted only recently between music and art as well fr the outlined shape is the letter L itself 25':'0 e
Raymond Ericson has made a strong case for this trans fnsciously or intuitively be stating th : Ier seems to
ference of music, pointing to John Cage's “Notatio : it form in the work of art itself. Thegh- DIl
Albert Fine's “Supermarket Song for George Brecht” (wifd i . ansvestite returns.
its King Kong stamps featured in the composition), ang
others in which the scores have a clear appeal to thi
eyes.25 The strength of the move from ear to eye in the
medium is most easily seen in the oddity that some of B
recent scores have lately been “exhibited” in the Drawin
Center in New York— sound confirmation of the syntax s il
in the world of music.
The recent art assemblages of Judy Chicago mirror
shift in syntax seen in music. While the scores of content
porary music have taken on an unusually strong visual chat
acter, the manner in which her art is formed and pé
formed conforms in essential ways to the pattems 10
music. The manner in which “The Birth Project” has be
conceived, gestated and delivered resembles the cres s
process of both composer and conductor of music. L
the composer, she sets down on paper her notatig
indicating the exact manner in which her art should
performed. And like the conductor, the original creatol
interpreter, Ms. Chicago fusses over the performance?
her visual orchestra. She prompts, revises, prods, &
consults with her secondary creators much as the gk
snickerty conductor lords his faithful interpretation a
the members of the philharmonic. -
The art/literature relationship may, however, have mg
ed a step beyond that of art and music. A new COIE
seems to have just been turned. An androgynous form H

_-_ |t.-- p: .replaced the transvestite mode. For in John
G er's intricate and exciting shapes such as “Swan
-_:-.- Shadow” and “A State of Nature” (New York State), he
§88 managed to keep the letter alive as more than a II.IEJ.'E
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The power of words (languaging) is probably the most orrowed from the natural sciences simply do not sum-
overlooked, least understood, and ultimately neglectec parily fit the social sciences. Exactness and precision are
phenomenon in the field of education. Words serve to pros eeded when dealing with things (natural sciences) for
duce a paradoxical situation: both the freezing and unf ---=j purposes of prediction and control. However, latitude and
ing of reality. With the technical emphasis in the field of ity are needed when dealing with humans for pur-
education on the operational definition of terms along with of growth, evolvernent, emancipation, and under-
the use of observable behavior to explain the human com tanding,
dition, words tend to provide more of a freezing function.2 3 | If the cause-effect model borrowed from the natural

Educators invent words to serve as tools and their per cences was transferable in its entirety to the social
ceptions become controlled by these creations. Languagg glences, then economists could be more accurate in pre-
which is intended to explain or describe reality becomes -'-' ing inflation and interest rates, and certainly political
reality What can't be CJCplained (Or for that matter pro i ﬂsts would be more accurate in forecasﬁng the
grammed into the computer) is too often ignored and ulil gtcomes of elections. If the model is not applicable in
mately dismissed. We are suggesting that the way we talg
about a phenomenon determines what we see before W
look. The language of a field encourages human encountes
to be a priori. If we are to pursue the reality of the teacly 'nm te thrust of the cause-effect model is prediction and
ing-learning act, educators must uncover the meanings o introl; emancipation and wunderstanding are secondary
words blurred by custom and usage. 1 neems.

More than half a century ago, E.K. Wickman (19 _ | Apple (1975) contends that “two major problems in
concluded from his studies on teacher perception of chilé fucation historically have been our inability to deal with

ise social sciences that lend themselves to exactness,
oy have educators become so infatuated with the power
fithe cause-effect concept in the study of children? The

ren’s behavior that no act of misbehavior had been comix i ."‘ g ty' to seeit as a posiﬂve characteristic, and our con-
ted until someone judged it as such. Assuming the validity Nt pursuit of naive and simplistic answers to complex
of this premise, it seems reasonably safe to assume thg @iman dilemma” (p.127). He continues, noting that
opposite, that no act of behavior has been committed unt henomenologists seek to cast aside their' previous per-

someone has judged it as such. The reporting of perceg entions of familiar objects and

tions {reality) requires judgment which in turn reflects t fiem. The work of the pjhenomenolo?itsetnilg ttotze: etcl::): ;g:;f

value posture of the one doing the reporting. menon as it is rather than as suggested. The basic ques-
The encouraged mode of perception in teaching is of in becomes one of whether or not “familiar” educational

of value-neutrality in the form of observation.3 Certalf nstructs for viewing and speaking of children are

behavioral characteristics of children are classified and lal iquate relative to the potential children possess.

:l{;d ax:liid ttyh‘: ttz;cl:e:'h is éril;neg ttO 8;:8 thgse ;he l'isoum : 'n'anel (1981) supports Apple's contention about edu-
s ac s that the field of teacher education aboung

with an “if-then” mentality which is a reduction of 1 jtes: poviiingness fo deal wih amblguly whes be

cause-effect model borrowed from natural science.? If

child exhibits a certain behavior, then an appropriate trea

ment is prescribed.
Patterns of thought or the usage of language s -:--";

¢ The cause and effect model was first discredited in
" physics by Heisenberg's conception in 1927 of the
. ‘“uncertainty principle.” If, therefore, this model is
~ inapplicable in the world of material substances, it is
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all the more inappropriate and misleading in the ung pmery.5 The education profession could not have been less
ue world of the individual, where measurement ang maginative. As a consequence of these constructs, with
gredictabi]ity are inherently precluded (p. 425). : heir inherently limited vision, there have evolved essen-

, e fally three sets of metaphors used in talking about child-
Pr9fessionals must dear:c:tu;;;)ynbsfe?t?h‘;hiast ;h:gnspel: = En: 1) military, 2} industrial, and 3) disease. Examples of
also w1tht u;:tlyn tlr:eeye j:ﬁglhﬂ - almc')st totally overlookes e language associated with each of these three meta-
and neglected. The way educators look at (perceive), SRR <7 ) mitary metaphor target population, infor
about (language). and live with (experience) children is 2§ ch ulinsg discipline, govern maigtain' objectives, stra-
area worthy of critical analysis._The re;n;irndi; ofe::; 'r..-_:." > e g ﬁl:-ing' H%le. iri-the-trencl';es: 2) in dustrial
and fJEZETgZ inﬁef)rﬁﬁi;ff l;mnl:ct)lggsfozegcpl:mmgpthe g poor— S ":f;mffe"“"e“esf" efficiency, -
play of perceptions, language, and values and the effects '@ . fee dbagk def g.ﬂpmi t- g, outpu ntleasu:;;. prod-
: i ducational experiences of childred 2 » ectve, input-process-output, quality con-
'(I:%rtmn 1;1:xiess c%icﬂiéeg by providing an alternative mod and 3) disease metaphor— diagnostic, prescription,
e pap i

. . tment remediation, monitor, label, deviant, impaired,
for looking at, talking about, and living with children. fferral procedure, special needs.6

' Hueber (1963) classifies values into five frameworks:
) technical, 2) political, 3) scientific, 4) aesthetic, and 5)
fthical. Technical values have resulted in an ideology
iimost totally concerned with activities that produce de-
lned ends, usually in the form of predetermined behavior.
flitical values tend to promote the notion that a person's
prth can be judged by his/her influence. Power and
ontro] become the end. Scientific values promote activi-
ies which produce new knowledge with an empirical base.
Esthetic values tend to generate activities that can be felt
nd lived by children. Ethical values promote the idea that
ducational activities are life and that life's meanings are
fimessed and lived in the classroom. None of these value
ystems is inherently evil; however, the exaggerated depen-
Ence on some to the exclusion of others is dangerous.
irrent  educational ideology reflects almost completely a
fchnical and political value system. In summary, educa-
s use essentially three constructs, three metaphors, and
e value systems when looking at, talking about, and
iing with children.

Assumption i
1. The way educators talk (word usage) affects wh_at he
see (perceptions). This phenomenon also works in a
ciprocal fashion. Causal priority does not seem pz

ly important. :

2. gﬁ;ﬁor?s and language are reflective of the ph 1:*-.
sophic posture (value system) of the person obServig
and talking. ]

3. The interplay of these three variables {percep oz
language, and value system) determines thf: nature ¢
the teaching-learning experience (communication). ;

4. The language of a profession can a priori determiy
perceptions and consequently human experience.

Perceptions, Language, and Values

When teachers are asked to picture and describes
“good student,” without exception the description
within the range of the two constructs of intelligence o
behavior. Educational decisions are made and instruction
experiences determined on the basis of whether or )
students are smart or dumb, fast or slow, and good &
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consistent with the concept of self” (p. 507). The child
Wno perceives self as inadequate academically, socially, or
persenally will generally behave in such a manner at school

An Alternative

We are suggesting the need for alternative construcis
and language for viewing and talking about children im
order to enhance their educational living experiences. W 8s does the child who perceives self as adequate in these
believe these new constructs and language can be derived g Purkey (1978) states that “one's self-concept is a
from aesthetic and ethical value systems. Among the Complex, t?ontinuOusly active system of subjective beliefs
sources in the literature are the work of Eisner (1979 sbout one’s personal existence” (p. 30). The self-concept
Berman (1968), Macdonald (1968), Leonard (1973), 2l Btrves as a guide or a reference point for one’'s behavior
Dobson and Dobson (1976, 1982). l°°k' 1972). Therefore, all that children experience is
ilitered through and mediated by their concepts of self,
images they have learned from significant others over the
ears. If the self-concept serves as a mediator of percep-
fons, thoughts, and actions, then the images children

Aesthetic and Ethical Viewing

Rogers (1951) presented the theoretical formnulations
of his theory of personality and behavior which were used hold .
in part) a6 the wonceptual framework of vicwing childred ; of themselves are of utmost importance.
from an aesthetic and ethical value base. Central to looking [ .
at children is the premise that “the best vantage point o E and Ethical Language
understanding behavior is from the internal frame of i Macdonald (1968) opens the way for the ethical talk
reference of the individual himself " (p. 494). Too oftens wWhen he suggests that the curriculum be assessed with
teachers observe children's behaviors and evaluate them moral constructs; these constructs can be extended to
from their own or an external frame of reference. en} View the instructional act as well. Among his suggested
viewing children's behaviors, teachers must be cogn anf poral constructs are dialogue, promise, forgiveness, ser-
of the premise (Rogers, 1951) that behavior is goal direct fice, beauty, vitality, and justice.

Creating an instructional experience that is sensitive

ed and is in response to the private world of children a

their realities. Granted, children’s goals and their realitie§ 0 open communication requires that educators take into
may be only partially in their consciousness and, thereforg fonsideration the notion of dialogue, which implies that
not completely in children’s awareness. However, there [ hat everyone has to say carries equal weight.7 This does

the potential for children to become aware of and undeg ot fmply that children have all the decision-making pow-
stand their personal goals and realities. The teacher, of N but rather that what children have to say is important
the other hand, will never completely understand the fnd must be seriously considered.

private world of children. Rogers continues, “...no matieg , That teachers should promise that educational exper-
how much we attempt to measure the perceivin fices have personal meaning for the learner is a basic
organism—whether by psychometric tests or physiologics e learning right. Teachers must be secure enough in
calibration—it is still true that the individual is the onf§ iemselves to promise caring and follow through on the
one who can know how the experience was perceived” (g ersonal, psychological, social, and emotional needs of
484). -fl!ll Too often caring exists without a concomitant

The importance of self-concept is stressed by Rogeg femonstrated promise on the part of the teacher.

{1951) when he states, “Most of the ways of behavin _RiSk taking is necessary in learning and growth,
which are adopted by the organism are those which & thool environments that function solely around the right-
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matter of aesthetic and ethical consideration. Teaching is
ifirst and foremost a moral enterprise because we intervene
in people’s lives. What we decide to do to, for, or with
children is value based and of primary importance. Mac-
idonald (1968, p. 38) illuminates the significance of the
person when he states “...a person has worth not because
of his unique individuality but primarily because he is a
person.” He goes on to say, “A person is not to be thought
as a bundle of needs, or interests, or unique purposes
that can be directed or guided or developed to sormeone’s
satisfaction” (p. 30).

In considering the value base of the relationship of
persons in a classroom setting Frymier (1972, p. 13)
suggests “...there are languages of conditional relationships
and the relationships without conditions: the first is a lang-
uage Q'f “control”; the second is a language of “love and
The language of the technical model applied to the
tlassroom experience suggests scientific accuracy and pre-
i tability (scientific values) and the nature of this model
has an interest in control (political values). The historical
Toots of these orientations have been outlined by others
[Apple, 1979; Giroux, 1980; Kliebard, 1975). Tabachnick,
opkowitz, Ziechner (1979-1980), in their research on
the student teaching experience, observed that students
were engaged in the “routine and mechanistic teaching of
precise and short term skills and in management activities
d giigned to keep the class quiet, orderly, and on task” {p.
*  Dobson, Dobson, and Koetting (1982) have written that
the language of the technical model applied to teaching ef-
fectiveness research has contributed to simplistic input/
output understandings of educational experience (“student
las product” orientation). The technical model, along with
the language of technical rationality, suggests that the
ght mix" of technique and content will significantly in-
crease student performance. Teaching is viewed as a “sci-
ence and technology” with identifiable skills that lend

wrong answer and behavior syndrome might do well to eny
tertain the alternative of “goofing up.” There is a vast dily
ference between “goofing up” and being wrong, Fo give:!
ness becomes a necessary variable in such an environment.

One major purpose of schooling is to foster the unlims
ited potential of the child to love, to learn, to create, and
to grow. If educators accept this basic premise, then on gt
function of the school is to provide service to the partls
cipants. All decisions and activities are actions geared tos
ward providing service; administrative convenience and
teaching comfort become secondary in importance. }

Judgment without justice is an inhumane activity that
degrades the dignity and worth of the individual. Rules oF
guidelines are a necessary part of a smoothly functio
school and are created to help, rather than hinder indivi-§
duals. When rules cease to fulfill this obligation they shouldi
be eliminated. To establish a single rule that would take Erov
into consideration all the complex variables associated
with a given situation would be an horrendous, if not an’
impossible task. Each situation has its own elements of
justice and rules. Rules must be used only when '
facilitate an individual's growth. j

The concept of beauty as it relates to children lies '
their potential to extend, create, and grow through per3
sonal meaning, rather than in their being judged on ou
comes determined and desired by an outside agent. =it
children become mere objects or pawns of their schook
environment, then the vehicle for extension and realizas
tion of beauty is subjugated.

All of the constructs previously mentioned are depens
dent upon the moral constructs of vitality, emancipa ol
and praxis, i.e., as inhabitants within schools gain _
understandings, they must be willing to change the ex
ing structure of the school. .

Aesthetic and Ethical Living Experiences

The focal point of the school experience is the person;
and .what happens or does not happen to the person is &
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themselves to short-term teaching goals that focus on a
utilitarian perspective. Tabachnick, et.al (1979-80) sug:’
gest that this view leads to managerial understanding of
teaching. i

A case has been established that aesthetic and ethi al
considerations have been slighted, if not totally ignored, in
the creation of living experiences that occur in classroom
settings. In light of this condition Greene (1973, p. 6
suggests that if teachers want to be themselves and as
chieve something meaningful in the world that they subs
scribe to a proposal “..which is nothing more than i
think what we are doing.” ]

The method we propose for beginning the search fog
conditions that reflect aesthetic and ethical values in the
classroom setting is the awakening of consciousness
through dialogue. According to Freire {1981) an education
experience that places dialogue at its center starts the
dialogical process. “It is a questioning process about pos:
sible ‘thematic universes' expressing the relationships off
the persons involved in dialogue with the world” (p. 86). g

A dialogical situation serves the purpose of clarifying
the teacher's and learner's thoughts with one another; in
this process they no longer learn in isolation, but rather inj
world contact with one another. This is a process invo g
not only the cognition of a given situation, but it is also @
process of reconsidering their own ways of approaching :
the situation under study. When teachers and students psophic position. Well-intended proponents of differing
reflect on their being through the building of new stru . positions sometimes are more concerned with rhetoric
tures of meanings they become aware that they aré (hia, with what is best for children and society. We are
building themselves in the process. For Pritzkau (1970} Buggesting that responsible educators might well afford to
dialogue Is, “...conversation between two or more PErSOns Bpend time and effort in examining the value basels) of
in which each transcends his solitude and accepts his inelr perceptions and professional language used in “look-
aloneness and that of the other person, thereby seeking & ng at and talking about” children. Only then will the roots
form of transaction which maintains the maximum recs f their philosophic stance be uncovered which influence
dom of each” (pp. 11-12). lhe kinds of living experiences provided for children.

Dialogue for Freire (1981} corresponds to a dual pros
cess of denunciation and annunciation. As he expresses:

_Our pedagogy cannot do without a vision of man 2 d

the world. It formulates scientific humanist concep-
ton which finds its expression in a dialogical praxis
in which the teachers and learners together, in the
act of analyzing a dehumanizing reality, denounce it
while announcing its transformation in the name of
liberation of man (p.338).

¢ Denunciation and annunciation are both hope and
action. Hope is the belief in our inner capabilities for
pecoming whomever we decide to be, guided by value
tonsiderations. Action is the actualization of one’s hope. It
g one’s intent to direct the course of his/her life through
the use of human freedom.

4 It is immoral to expect teachers and leamers to
continue to leave their “person” outside the door as they
enter the classroom. Teachers and learmers need not be
e ccted to assume a posture as they don the mask of
the: assigned roles, Dialogical praxis is a process for
fealing with human qualities (internal manifestations of
beliefs and values) that persons bring to the arena of
human interaction.

- Edelman (1973) suggests that language used by
£d cators tends to establish their reality and subtly justify
their actions. This function is not unique to any one phil-
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lalogics for education, see J. Randall Koetting, Toward a
Jynthesis of a Theory of Enowledge and Human Interests,
fducational Technology and Emancipatory Education: A
reliminary Theoretical Investigation and Critique. Unpub-
Bhed Doctoral Dissertation, (University of Wisconsin-
adison, 1979), especially chapters four and five.

FOOTNOTES

1. Technical reports by professionals tend to “fix" objects
(humans) in their environment. See Arnold Wesker, Word
As Definitions of Experience (Great Britain: The Write
and Readers Publishing Cooperative, 1976). He states
«words not so much used, as poured like concrete: so thal
they become literally, unthinkable.” i
0. See Wesker, op. cit. He suggests that language is o
passive, not neutral, not something we can €ver take foF
granted. Either we use language justly or we will be bad
used by it. Also see Michael Apple, “Scientific Interest ang
the Nature of Educational Institutions™ in William Pina ' . Commonsense categories and curriculum
(ed), Curriculum Theorizing: The Reconceptualists (Bes | thought. In J. Macdonald and E. Zaret (eds.) Schools in
keley, Calif. McCutchan Publishing Corp., 1975) and Paul ' Search of Meaning. Washington, D.C.: Association for
Freire, Pedagogy of the Oppressed (New York: The . Supervision and Curriculum Development, 1975.
Seabury Press, 1970). | - . Ideology and Curriculum. London: Routledge
3. The non-neutrality of methods of inquiry is of critica + and Kegan Paul, 1979.

importance to our discussion. See Jurgen Habermas, Knows Berman, L. New Priorities in the Curriculum. Columbus,
ledge and Human Interests (Boston: Beacon Press, 1971) & } Ohio: Charles E. Merrill Publishing Company, 1968.

4. Apple, following Kaplan's notion (1964), points out thal Bloom, B. New views of the learner: Implications for in-
educators have borrowed the reconstructed logic of sci ! struction and curriculum, Educational Leadership,
ence and applied it to curriculum development and re " 1978, 35, 558-561.

cearch. See Michael Apple, Ideology and Curriculud obson, R. & Dobson, J. Humaness in Schools: A Neglected
(London: Routledge and Kegan Paul, 1979). i 'Force. Dubugue, lowa: Kendall/Hunt Publishers, 1976.
5. Bloom argues that in order to improve the schooling Bobson, R. & Dobson, J. The Language of Schooling. Wash-
perience we must remove from our minds certain coml * ington, D.C.: University Press of America, 1981.

structs relative to our perceptions of children. See his artl Bobson, R, Dobson J., & Koetting, J. Randall, “The langu-
cle entitled “New Views of the Learner: Implications Iof . age of teaching effectiveness and teacher competency
Instruction and Curriculum” Educational Leadership,1978. " research,” in Viewpoints In Teaching and Learning
6. For further discussion of these metaphors and their relds . 1982, 58(2), 23-31.

tionship to research on teacher effectiveness and effict fdelman, M. The Political Lanugage of the Helping Pro-
ency, see our article “The Language of Teaching " fessions. Unpublished paper, University of Wisconsin,
Effectiveness and Teacher Competency Resea " Madison, 1973.

Viewpoints in Teaching and Learning, 1982. : fisner, E. The Educational Imagination. New York: Macmil-
7. For an explication of the notion of dialogue within the ' lan Publishing Co., Inc., 1979.

educational setting, see Paulo Freire, op. cit., particulari Freire, P. Pedagogy of the Oppressed. New York: The Sea-
chapter three. For the implications of Freire’s notion cr-' * bury Press, 1970.
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iht problems. Unfortunately, contemporary American ed-
eation seems to ignore many of the vital issues that bear
i survival and the future of mankind. Those who plan and
smstruct the school curriculum must identify and address
hese issues if youth are to have the opportunity to solve fu-
pire problems.
i The “age of exuberance™ of the past 400 years flour-
ged on the abundant natural resources available to Euro-
s by the discovery of a second hemisphere and the
4 fvention of technologies necessary to exploit them.2 The
. not belong to man pvironmental problems of the present are the result of
This e tnow. Ttlliz :ﬁ %,fi: we know. gAll hings Pproaching or exceeding ecosystem capacities which
e t(;ik the bl(;od which unites one fam Irm natural limits to growth. Interrelated aspects of cur-
are connected like noected. Whatever befalls thi 0t environmental problems  include overpopulation;
ek c:ls of th;: earth. Man did ng Epletion of fuels, vital minerals and water: degradation of
carth el thef si(i:‘fe he is merely a strand n i and by overuse and erosion; loss of wildlife habitat to
weave the web 0 the' web. he does to himself. i Evelopment; extinction of species and consequent loss of
whatever he does to ’ panetary gene pool; diversity and stress on ecosystem
plierance; limits for toxic byproducts of human activity,
uch as oxides of nitrogen, which form acid rain, and
irbon dioxide, which contributes to atmospheric heating
firough the “greenhouse effect”).

BEYOND 1986: EDUCATION FOR SURVIVAL

Charles W. Beegle‘
University of Virginia

Michael L. Bentley _
University of Virginia Continuing Education

James H. Bash
University of Virginia

Introduction

i i ies is in the mids

Many futurists believe that our speci 4
ofa cris?s and that western civilizatitc;ln 1tls‘. mole:l%3 :;tawﬁild i
i t that we un the

historic watershed. It is importan &
factors that will influence this change. To addr.ess cul ,:I.
and educational needs of the coming generations, ; -}.
vision of reality involving fundamental changes 4

thoughts and perceptions is necessary.

Limits to Growth

\ Meadows, et. al., in The Limits to Growth suggest that
Here are both physical and social requirements for contin-

) . e _ g6l economic and population growth. Physical require-

This paper is designed ditions of our Spd flents include food, raw materials, fossil and nuclear fuels

1. describe important, present condi 1 nd the ecological systems of the planet which absorb

cies; . @stes and recycle important basic chemical substances.
vision ¢ z

2. identify implications for an alternative _ ese ingredients are in principle tangible, countable

reality; and itms, such as arable land, fresh water, metals, forests, and

3. consider implications for education.

The strength of our species is the ability 1t‘don solrwla;ein
blems. In Ross Mooney’s view, the problem-so toglife 9
our primary adaptive instrument— our meansd o .
tinuing and developing.! Though we are goot at sl
problems, if we are to survive, we at least must a .

g

e oceans,

. There are also social requirements. Meadows, et. al.
*  Even if the earth's physical systems are capable of
. supporting a much larger, more economically devel-
oped population, the actual growth of the economy
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many of the people of the world are under-or malnous
ished. There is, however, general agreement that the num
ber is very large. Perhaps, the percentage of the populatl or]
of the less industrialized countries is as high as 50 to &8
percent. Robert McNamara claims that,

Among the 2 billion people living in the more an
100 developing countries that the World Bs '
serves, there are hundreds of millions of individuals
barely surviving on the margin of life, living undes
conditions so degraded by disease, illiteracy, malnu
trition, and squalor as to be denied the basic hum an
necessities. These are the marginal men, men anc
women living in absolute poverty, trapped in a cond!
tion of life so limited as to prevent realization of the
potential of the genes with which they are born, &
condition of life so degrading as to insult humad
dignity—and yet a condition of life so common as
be the lot of 40 percent, some 800 million, of the

peoples of the developing countries.1!

Certainly the race for food is one of the most pul¥
licized aspects of the population explosion problem, bufs
according to Heilbroner, more threatening is the conse!
quence of urban decay.

For the torrent of human growth imposes intolerablé
social strains on the economically backward regionsy
as well as hideous costs on their individual citizens;
Among these social strains, the most frightening is
that of urban disorganization. Rapidly increasing pop:
ulations in rural areas of technologically static soct
eties create unemployable surpluses of manpowel
that stream into the cities in search of work....The
cesspool of Calcutta thus becomes more and mor
the urban degradation toward which the dynan:izcs i
population growth are pushing the poorest lands.

Heilbroner envisions the descent of large portions
the underdeveloped world into steadily worsening socid
disorder. He identifies aspects of the worsening soc 2

fisorder as shorter life expectancies, further stunting of
bhysical and mental capabilities, political apathy intermin-
fled with riots and pillaging when crops fail. He expresses
foncern  that such societies easily fall prey to dictatorial

ments serving the interests of a small military

fipper class:
¥

Thus the eventual rise of ‘iron’ governments, pro-
bably of a military-socialist cast, seems part of the
prospect that must be faced when we seek to ap-
praise the consequences of the population explosion
in the underdeveloped world. Moreover, the emer-
gence of such regimes carries implications of a far-
reaching kind. Even the most corrupt governments
of the under-developed world are aware of the
ghastly resemblance of the world’s present econo-
mic condition to an immense train, in which a few
passengers mainly in the advanced capitalist world,
ride in first-class coaches, in conditions of comfort
unimaginable to the enormously greater numbers
crammed into the cattle cars that make up the bulk
of train carriages. To the governments of revolution-
ary regimes, however, the passengers in the first-
class coaches not only ride at their ease, they have
enriched their lives by those who ride behind them.
How long will the rest of the world permit this social
injustice to continue? The problem of war as the
second of imminent dangers is great indeed.13

Problems of Development

The context for future economic development is that
[ finite and ever more inaccessible natural resources.
Meadows, et.al, call for an immediate reduction of 75
percent in the rate of usage of natural resources. They see
no prospect of providing for the rest of mankind the cur-
rent standard of living in the U.S. and Europe. Non-renew-
gble natural resources, increasing pollution, and nuclear
problems add to the problems of development.
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£ 3. The presence of natural delays in ecological process-
: es increases the probability of underestimating the
control measures necessary, and therefore of inad-
¢ vertently reaching those upper limits.

i 4. Many pollutants are globally distributed; their harm-

ful effects appear long distances from their points of
generation.15

Nonrenewable Natural Resources

Despite the certainty of our knowledge that there 158
limit to increased demands on planet earth, little is kna
of how much time our species has to adjust to a iy
growth” life style. There are so many variables with v hic!
to deal. The consumption of nonrenewable natural resous
ces, such as petroleum, iron, copper, nickel, chrom o
and lead, is now a crucial problem. If the current rate-,
consumption continues by the year 2050, some minera
may be exhausted.

:; Pollution is more than a nuisance; it can destroy the
foductivity of biological systems. Too much waste is toxic
plife in the soil, in the oceans, and in fresh water lakes

Other nonrenewable natural resources are productiy ilid streams. There are limits to the ability of natural sys-
farmland and aquatic habitat. The prospects of increasit s to reintegrate the by-products of human activity.
global food production are dim because of the precariol Ature can only tolerate so much waste. Oceans are becom-
present condition of the resource base. Unfortunately, ti g massive sinks for humankind's waste. Oil, chemical
world’s biological systems are under great stress. b ents. radioactive waste, organic waste from humans
Agricultural production is diminishing where land is b oL id animals, pesticides, and other wastes are routinely
degraded, (2) fish catches are hjt;lleclinintg du{'i t(:l *"_" a p;.:icllI in thedocei:-la.ns. ;Iuhe decrease in fish catches, major

deserts are encroaching on farm lan o h S, and oil spills are reported with increasin,

::;zsi'z'n (?s) widespread {especially in third World Count pquency in the news media. ¢
and (4) fuel is increasingly scarce in the Third World, cau i By-products of human activity are putting great stress
ing more and more villagers to bli'lin cow dung which the i 'the ability of the atmosphere to maintain the protective

rtiliz fields. : one layer, without which all life would be sub t -
onc%‘izedciiiqua:eono?lesoﬁ depletion and degrada " _veygtraviolet radiation from the sun. Ti:; -Ii:)elﬁni?lgdzf
will be lower food production, with severe consequence arbon compounds, including wood and fossil fuels, add to
for a critically limited sustainable human population. £ carbon dioxide in the atmosphere and contribute to
linatic change. The same fuels, when burned, release ni-
)gen and sulfur compounds which form acid rain which

rtain f environmental deteriorath g the productivity of lakes and soils.

T{m ult}mggirgimﬁ %af:ral resources is anothl ' The present rate of extinction of plant and animal
A o (c)lb opulation and economic growth. i Pecies is higher than at any other time during the history
threat posed by pop tually have b3 fthe earth. Diversity of global life is diminishing. If too

1. The few kinds of pollution that actually ol iny species are lost, the complex interconnecting biclog-

measured over time seem to be increasing exp @l web could begin to unravel. All living animals depend
tially. t where the Ul fectly or indirectly on plants for food. Plants depend on

2. We have almosgl no klzoﬁ”lggie garg“’:mwc ere o mid fill isolation: forms support other forms of life.

per limits to these pollu arve :

be.

Increasing Pollution

Hi A (o

ficlear Problems
* Meadows et. al, referred to the social necessities for

F:
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A great barrier to the kind of education that is needed
is that we are trying to apply concepts of an outdate
world view to the contemporary scene. This concern Toffler states:
expressed by outstanding writers in a number of fields

cuch as the physicist Fritjof Capra,20 social forecaster John . In all intellectual fields, from the hard science to
Naisbitt 2! biologist Rene Dubos,22 economist Robert Hell3 sociology, psychology, and economics—especially eco-

. mics— -
broner,23 futurist Alvin Toffler?¢ and many others. The no CSg“;z agr:mlgill_:ly ﬂ::og;e a r;tlt;mp ;ctaﬁila;ngsctalul:
mechanistic view consists in breaking up thoughts and pieces back together again. For it is be g to
problems into pieces and arranging these in a logical or dawn on us that our Obsessive emphasisghonumqluan-
der. The belief that all aspects of complex phenomena can tified detail without context, on progressively finer
be understood if reduced to constituent parts is the domins and finer measurement of s;n aller and smaller pro-
ant attitude in science and is f.ollowed in.other disclp . blems, leaves us knowing more and more about less
as well. Cartesian methods of scietific inquiry aim at an “ob; and less.26
jective” description of nature that is “value-free.” Newton e
ian-Cartesian probem-solving techniques are not wrong | Contemporary problems have resisted solution by old
but modern science has come to realize that all theorles methods. What is needed is a new paradigm, a new concep-
are approximations to reality. According to Capra, the ual framework which transcends the reductionist point of
question then will be: 4 flew. A systems view that is holistic and ecological is the
fonceptual framework that is needed now. This view is bas-
gl on an awareness of the essential interrelatedness and
nterdependence of all phenomena-— psychological, physi-
gzl, biological, cultural and social.

it is dynamic, not static. We need to become better synthe-
Bizers to ward off fragmented, haphazard thinking.

How good an approximation is the Newtonian modg
as a basis for various sciences, and where are ibs
limits of the Cartesian world view in those fields? I
physics the mechanistic paradigm had to be aban
doned at the level of the very small (in atomic ang
subatomic physics) and the level of the very large (I
astrophysics and cosmology). In other fields thE
limitations may be of different kinds: they need ng
be connected with the dimensions of the pheng
mena to be described. What we are concerned witl
is not so much the application of the mechanisti
world view on which Newtonian physics is based
Each science will need to find out the limitations g
this world view in each context.25

A systematic approach to research can be heurist
many futurists would have us embrace—not dismiss— par
adox and contradiction, hunch, imagination, and synthesi
There is a need to look at interrelationships, to look i
larger frames of reference. The future is fluid, not frozen

ucatio As A Dynamic Connector With Past and Future

Living things exist only in an environmental context.
iving organisms must continually give and take with their
onment. As humans interact with nature, they change
ie environment, which in tum brings about changes in
fiman behavior. Life is creative by its very nature, fitting to
iworld that is in continuous change. The organism grows
@ this reciprocating relationship with its environment.

[ There is, today, a new vision of the possibilities of man
ind his future, provided by the growth of science and tech-
fology. In a sense, the earth becomes smaller and smaller
B our horizon becomes enlarged in the search for under-
fanding of the earth and the universe. This brings about
gw goals, which in tum changes future potentials.

i Social and ecological problems are increasing and they

-
b
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place stress on our ability to cope. More than ever, there £y
a need for healthy people who have the characteristics thag
Maslow describes in his concept of self-actualizing people:

gible to it."29 Thus consciousness is interger within the
ecosystem on out to infinity. The key to this concept is
that it focuses on larger frames of reference to larger and
sequentially larger systems, to the individual's seeing his

1. Superior perception of reality
2. Increased acceptance of self, of others and of nature place in the universe. This system approach is growth in
3. Increased spontaneity a0 ever increasing inclusiveness; thus life is an integrating
4, Increase in problem solving - " UCESS.
5. Greater freshness of appreciation and richness of .

emotional reaction _ i nceptual Framework of Integrating the Disciplines for
6. Increased indentification with the human species ', oblem Solving
7. More democratic character stn;cture ! | A society or a culture can be either growth-fostering or
8. Greatly increased creativeness27? ] growth-inhibiting. The sources of growth and of human-

mess are essentially within each person, but society as a

standing of man's interrelationship with his environment whole can help or hinder the implementation of human-
should be central to education. In essence, education - The world is in itself interesting, beautiful, and
should be embracing an holistic view of the reciprocal re =L,: ating. Exploring it, manipulating it, contemplating it,
tionship of man and the rest of nature, it should serve as 3 foioying it are all motivated kinds of action (cognitive,
dynamic connector between the generations coming on motor, and aesthetic needs).30

and those who preceded. To live fully human lives— free; i The kind of education that will develop systems think-
strong, and in peace—man must feel his connections with iBg in students cannot be experienced entirely within four
the generations past, present, and future. Being concerned walls of a classroom. If the young are going to explore,
not only about continued life, but also about the quality 0 manipulate, play with, contemplate, integrate disciplines
life, educators need an ecological perspective which is nof Bnd enjoy the world, it is necessary to get them out of the

now present in many educational institutions. artificial environment of the classroom and into the natural
environment.

The quest for identity, for self-renewal, for the under

A System’s Vie : n
ystem w ! Interrelatedness of Global Communities

A system's view adopts a frame of reference that is of 1 Historically. th.
“fields"~of more or less inclusiveness. “Universe” is the B o, o consisted of separate and isolat-

name of the largest field of the known and knowable. Be; #d regional societies. The social structure of the world has

yond is the still larger field of the unknown and infinite. o8 pcor e progressively more globalized. Evidence is clear
Within the universe are concentrically arranged fiel ds: .I at nations are becoming more interconnected. Yesterday
the galaxy, solar system, earth, system of life on eartl over and we must adjust to living in a world of interde-

system of life to species-man, species-man to individua dEe;tu;anuon:l
and individual to his/her consciousness. These are opes . One programs need to be developed in which

systems so that each is accessible to the next—going in @ deni;s develop a conscious awareness of perceiving
out. “...the largest, the infinite, is thus accessible to mj c:uravolvement in a global society. Social skills which
consciousness, and my consciousness, in return, is acces 3 ge individuals to reach judgments, make decisions,

~ 1 feke action, and be responsible in a global society need to
D deveioped
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) es iass society, while the Third wave will “demassify” us.
Conceptual Shift from ShortTerm to Long-Term Const _ Be entire social system is moving toward a higher ilfi:rvel of
(e 3 ersity and complexity.3! This point of view helps to
The reductionist point of view has influenced also th #plain the collapse of consensus. People lament, “We have
way in which we look at time in planning. Ameri it our national purpose,” or “Schools are not fulfilling
institutions have been locked in short term planning. i needs of soclety.” Moreover, special interests make de-
often, planning is done at the expense of the future % fands on Bureaucrats and legislators.
make the quarterly report look good or to make the bof || The increase of diversity means that, even though our
tom line of the annual report more attractive. Blame -_-_.' irm of government is theoretically founded on majority
the national economic decline is placed often on America it may not be possible to form a majority. As educa-

business managers. Their preoccupation with short-teri s, we need to look at this issue. The wide range of
results and quantitative measurements of performang foices which the generations coming on will confront
caused them to neglect the kinds of investments T feate multiple options. Work arrangements, new defini-
innovations necessary to increase the nation’s capacity # pns of family, diversity in the arts, and life styles in

create wealth. r fneral are only some of the issues. Traditional values and
A shift from short-term to long-term planning is neces fid fashioned” concepts to the contrary, the schools of

sary to transform education. Education, historically, has ‘near future must increase the options and the choices

been geared primarily to cognitive learning, the acqul esented to children if we are going to be prepared for

sition of information. Much of education has been orients i fnevitables of the future.

towards training for earning a living. Skills are necessag _

for living, but not sufficient. Students need to learn abon

feeling and valuing and they need to leamm that long terg : Summary

planning is necessary in order to present realities. Thi 'Ihe world of the future seems destined to be defined
world we now inhabit is too complex, too ambiguous foy y eonditions of ecological scarcity, an undeniable conclu-
easy generalizations or simplistic “quick fix quarter} bn, given a finite ecosystem and ecological laws. The pre-

reports.” As decisions are made, attention must be givel
to the long term consequences.

tnt time is an historic watershed, the passage from “the
e of exuberance” into a “post-exuberant age.”32 Patterns
fbehavior, based on old world-views and values which
jight have been adaptive in frontier times, may be mal-
daptive in the future.
* The most remarkable adaptation of the human species
_ is point of view we ha the ability to learn. Hence, environmental problems can
:ﬁ:i?é:lg fs:intﬁeo;rmlitvggav?z;nclﬁl:n l;: b; (:he mventiool paddressed. If the foregoing analysis is correct, efforts to
agriculture. The Second Wave was touched off by cate the population about the consequences of popu-
industrial revolution. We are now the children of the neg fon growth and resource consumption are imperative.
transformation, the Third Wave. Many have attempted § ) schools alone canrt%g set 1t right. But it cannot be set
describe this change. Some speak of the Electronic Ep : ﬂwithouitsthe schools — . —
Space Age, Information Age, Global Period, or Techn 1l man is to survive in freedom and peace, many of the

tronic Age. Toffler states that the Second Wave produced fties addressed in this paper must be placed on the agen-

Shift from Narrow either/or Society with Limited Option
Into A Muiltiple Option Society

Toffler makes the point that a new civilization
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da of mankind. The development of a new holistic, proB
lem-solving, conceptual framework is essential if we are
deal effectively with the problems at hand. Attention mug g o ’
be directed tgward (1) A new systems view of life, ming g (Life Giving Enterprises, Inf.‘..) 1976. .
and consciousness; (2) a new conceptual framework of intg i Viliam R. Catton, Jr. and Riley E. Dunlap, "A New Eco-
grating disciplines for problem-solving: (3) a new undé Ve ” Para;;hgm for Post-Exuberant StOCietY- American
standing of interrelatedness of global communities; (4% b or Scientist, (October, 1980) 24 (1): 27.
shift from short-term to long term considerations; (5)% B e (New
change in perception from a narrow “either/or" soci€ i ;g‘:t"e{:iB“lﬁ"- 13731-.1’- sgdl 4 Donella H. M
with limited options into a multiple option society. Educs e 00oc 5 Tel::; . L;::; ‘Sél eth 0;1 kE} o ea-
tional patterns that move in these directions need ;‘.10 b etl.972.) b ;’7 ts to Growth, (New York: Universe
iscover, searc 00X, + P 37,
gﬁ:é?p;i pg'e ;32 nc;f :’tﬁst;g‘:hs;?ﬂf ezicz e. analyze, S -..._' .___I.ester R. Brown, The Twenty-Ninth Day, (New York: W.
direct, involve, question, reexamine, reevaluate, reveal, "ggbr;?—tng %,ittahll:c 1378)- l::.nlitit 4 Ecosvet ond
pand, explore and stretch out beyond should be commag 3 INT: M e efl;l'.‘lbliomhil:ll pa ;35 3111975 053’39 S%ms- 1
in our description of educational programs and shot -.._ " aHardiE:I]n s shing ti)n nzlu-u )P-z . b
become reality in all educational experience. As Erl e ;‘nl"; R scriminating ism,” Zygon (Feb.
Fromm has said: : 8. Gerald O. Barney, The Global 1000 Report to the Presi-
We are in the very midst of the crisis of moders lent: Entering the Twenty-First Century (Washington, D.C.,
man. We do not have too much time left. If we do ng

.5. Government Printing Office, 1980), p. 3.
begin now, it will probably be too late. But there i 8. W. Ophuls, Ecology and Politics of Scarcity, (San Francis-
hope- because there is a real possiblity that man cag

£0: W. H. Freeman, 1980), p. 131-137.
assert himself, and that he can make the tecly 0 Daniel G. Kozlovsky, An Ecological and Evolutional
nological society human.34 3 Ethic, (Englewood Cliffs, NJ: Prentice Hall, Inc., 1974), p.
50,
11. Robert McNamara, “Out of the Dark Forest of Depres-
glon,” Saturday Review (Dec. 14, 1974).
*" . Robert L. Heilbroner, An Inquiry Into the Human Pros-
, New York: W. W. Norton Co., Inc., 1974, p. 37.
3 Ihid p. 39-40.
14. Donella H. Meadows, et. al.,, The Limits to Growth, New
York: Universe Books, New York 1974, p. 69.
5 Meadows, op. cit. p. 78.
6 Study on Nuclear Weapons, 1980. Report of the Secre-
tary-General to the General Assembly of the United Na-
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17. Sally Zukerman, Nuclear Illusion and Reality, (New
fork: Vintage Books, 1982.
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