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For if you could see for yourselves reproductions of the
murals which are now found in public buildings from
Maine to the Gulf, from the Atlantic to the Pacific, you
would see that the paintings combine the values of the arts
which nourish the human spirit with the accomplishments
of our past history which strengthen that legitimate pride
which enables one to say,”l am an American citizen.”
Secretary Morgenthau, Mr. Bruce, may your work go
forward to even greater triumphs.

John Dewey, radio address for NBC Blue Network,
broadcast April 25, 1940.
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Editor's Note

This issue of the JCT opens with Staniey Aronowitz
and Henry Giroux's thought provoking account of the
nature of educational reform. This essay—an excerpt from
their important book, Education Under Seige— analyzes
current reform programs and suggests some insightful
ideas concerning schools as democratic spheres.

Democratic education is also a concept discussed in
the second essay written by Gene and Virginia Grabiner.
Their discussion of self-determined education and the
American Constitution sheds new light on what the
struggle for education has been and perhaps should be.

Qualitative understanding of teacher thinking and its
relationship to classroom activity is the subject pursued by
Richard Butt and Danielle Raymond in their discussion of
the uses of biography and their potential. i

John Miller in his comprehensive study of the various :

aims of education presents some interesting perspectives
for us to consider. Transformation as an aim of education I
demands as John states: “a great deal from us.”

John Albertini and Bonnie Meath-Lang's study com-
pletes the essay section with a penetrating and sensitive
look at the uses of dialogue journals and their effects on
language development with young deaf aduit learners.

In this issue also are all of our regular sections. The
topics covered in the sections range from Accuracy in
Academia to legislation centered on bilingual education,
and from curriculum improvement to the school as shop-
ping mall metaphor. These sections complete the issue.

I want to thank you all for the confidence and support }

that you expressed at Bergamo.

W. R

Lssays

Ideologies About Schooling: Rethinking the Nature of
Educational Reform*

Stanley Aronowitz
Columbia University

Henry Giroux
Miami University of Ohio

After nearly two decades of benign neglect, schools are
once more the subject of an intense national debate. In the
recent past, discussion has centered on whether schools
can be the f:entral institution for achieving racial and
sexqal equality: or in higher education whether the
traditional liberal arts curricula are still “relevant” to a
changing labor market; or whether the authoritarian
classroom stifles the creativity of young children; or
conversely how permissiveness has resulted in a ge'nerai
lowen{lg of educational achievement. All of these issues are
still with us, but they have been subsumed under a much
larger- question: how to make schools adequate to a
changing economic, political and ideological enviroriment?
AmAs has been the case with most public issues in

erican society, the conservatives have seized the
initiative and put liberals and progressives on the
defensive. Their arguments have force not only because
conservatism has become dominant in the ideological
realm, but because their critique seems to correspond to
the actual situation. In the first place conservatives have
Joined radical critics in announcing that the schools have
failed to educate, a perception shared by most parents
teachers and administrators. And, secondly, they havé
coupled their point with a clear analysis of the causes and
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a program for curing the afflicion. To be sure their
analysis is by no means original or intellectually challeng-
ing. They have taken their cue from radical critics who
claim that schooling is merely an adjunct to the labor
market. But, unlike the left, conservatives criticize the
schools for failing to fulfill this. function. With some
exceptions, they are happy to jettison the traditional
liberal vision that schools must be responsible for
transmitting western cultural and intellectual traditions.
Instead, they have repeated the 1960s radical attack that
schools are not relevant to students’ lives, but in a time
period when nearly everyone is anxious about their place
in a rapidly shifting job market, relevance has come to
mean little else than job preparation. While many jobs
require applicants to know how to read and write and to
possess skills for specialized employment, few employers
require mastery or even familiarity with literary canon, the
arts, and music much less a secure command of history
and the social sciences. Conservatives demand “excel-
lence” by which they usually mean that schools should
offer more rigorous science and math curriculum because
they have accepted, uncritically, the idea that the mastery
of techniques is equivalent to progress. Their language of
“achievement”, “excellence”, “discipline” and “goal orien-
tation” really means vocational education or in their most
traditional mode, a return to the authoritatian classroom
armed with the 3 Rs curriculum.

The ascendancy of this critique and program was
prepared unintentionally by the successes of the educa-
tional movements of the 1960s. These movements were
aimed at both preparing black and other minority students
for the job market, and changing the relations of power
within the schools by transferring curriculum determina-
tion and administrative authority, in part, from teachers
and administrators, to parents and students. In the 60s
the traditional liberal arts curriculum was attacked for
being culturally biased: since intelligence and achievement
tests were based on knowledges that presupposed “middle
class” culture, grades and testing were scrapped by some
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elementary and secondary schools, but more importantly,
their status was severely reduced as a measure of
achievement, even when these practices survived the
reform onslaught.

In the halcyon days of apparently unlimited expansion,
the fundamental impulse motivating education reform was
how to help the excluded get a piece of the economic
action. The widespread assumption among school critics
was that their “levelling” function remained unfulfilled as
long as minorities and women were excluded from the
mobility routes that seemed to be available to single white
men. The “levellers™ tried to change union and
corporation restrictive policies as well as transform
schools, but their focus on education was based on the
largely correct perception that social welfare institutions
were somewhat less intractable than the economic
behemoth because they were public rather than private in
nature. Those who concentrated on wunions were
interested in bringing minorities and women into the
working class. Those who fought to make schools
instruments of social and class mobility were fighting a
different battle: they wanted the opportunity to become
professionals and managers and believed that credentials
were the rmost appropriate weapon. In neither case,
except for the criticism of the school curricula as class,
gender and race oriented, did most reformers ask the
question about the external and intemal orientation of
school knowledge because they assumed that curriculum
should be articulated with the labor market. Thus, the task
was accurate forecasting. For the minority who cared about
political power in schools, the main issue was who could
hire and fire administrators and teachers. In 1968, the
conflicc between radical nationalists, school authorities,
the unions and liberal politicos came to a head in a
teachers strike over whether and to what extent the
‘community” (read blacks and Puerto Ricans) should
exercise power within the system. Community control
advocates assumed that if they had power over
employment in the schools, the rest would follow. They




10 Journal of Curriculum Theorizing 7:1

made no profound critique of the existing curriculum, just
who would implement it.

Among the most dramatic victories of the 1960s was
“open admissions” for minorities to colleges and univer-
sities. The right of any high school graduate to attend post
secondary schools regardless of his/her grades or test
scores did not signify full democratization of higher
education because reformers did not demand integration
at all levels of the academic system, but it did signify a

sharp rise in college enrollments in vocational programs, |

particularly community colleges and the

wholesale |

creation of an entirely new level of higher education i.e., |

the second tier public liberal arts colleges. But the

Carnegie Foundation and other major institutional leaders |

in higher education made sure that open admissions did
not jeopardize the elite schools. New York's City University
Chancellor, William Bowker, later president of the

University of California at Berkeley took care that open |

admissions would not mean weakening academic stand-
ards at Queens, Hunter, and other top level city colleges,
but, instead, would require organizing new campuses as
“open enrollment” institutions. Open admissions meant a
new era for those historically left out of college, but also
reinforced the hierarchical character of higher education.

The new education debate has little to do with
fulfilling the American dream of social equality; justice is
quite beside the point for the new conservative reformers.
Their major concern is the changing world economy and
the new international division of labor. Schools,
appropriately, are considered producers of human capital,
because, consistent with some tenets of recent neo-con-
servative wisdom, after a century of an underground
existence in economic doctrine labor has been re-
discovered by the supply siders. Supply side economics
blames the relative decline of US manufacturing on
lowered productivity in the
environment. In turn, part of the productivity picture is

ascribed to declining school effectiveness. Industry has §
rediscovered education because it has lost its once secure

new, more competitive §
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markets. Supply side economics argues that government
should get out of the way of investment by reducing taxes
and thereby increasing business incentives to enlarge and
modernize our decrepit productive plant. On the other
side, education conservatives advocate reducing federal aid
to education in the form of categorical programs, but have
intensified their ideclogical intervention by insisting that
schools upgrade themselves through changed curriculum
and new management systems rather than massive
financial inputs. “Human capital” theorists articulate “back
to the basics”, increased salaries for math and science
teachers, and reducing the cultural and recreational cur-
ricula to a bare minimum, as responses to the leaner
economic environment. School conservatives have attri-
buted to the multiple sins of the schools to the education
reforms of the 60s. If students have failed to perform at
the workplace as well as the classroom, this condition is
due to the loss of power over curriculum and discipline by
teachers and administrators. Chester Finn, has succinctly
stated the case:

The sad fact is that for close to two decades now we
have neglected educational quality in the name of
equality. Trying to insure that every child would have
access to as much education as every other child, we
have failed to attend to the content of that education.
Seeking to mediate conflict and forestall controversy
over the substance of education, we begin to find
ourselves with very little substance indeed. Striving to
avoid invidious comparisons among youngsters we have
stopped gauging individual progress by testing. . . .
Hesitant to pass judgment on lifestyles, cultures and
forms of behavior we have invited relativism into the
curriculum and pedagogy.!

Although Finn does not explicitly reject the goal of
equality, his emphasis on “quality” is framed in the
discourse of absolute standards that can constitute some
kind of objective measure of individual and group progress.
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These measures are needed to insure “the kind of society
we want to inhabit, the kinds of people we want our
children to become, the productivity and competitiveness
of our national economy” and “our sense of national
security and national purpose.”? What follows from these
objectives are a dozen prescriptions which combine the
neo-conservative slogan to “get the federal government off
the backs of the schools™ to the demand that we “throw
the special interests out of the schoolhouse” by which he
means any “greedy/singleminded group” such as the
handicapped and linguistic minorities whose demands,
however abstractly valid, prevent schools from marshalling
“enough resources to pay for solid instruction in the
basics.”®

Finn's no frills educational program does indeed
signify the kind of society and people the neo-conserva-
tives want: workers who can willingly perform the spec-
jalized tasks required by an economy facing increased
competition from abroad. Of course, Finn enters the
obligatory caveat for pluralism in education which means,
among other things, the free choice of even poor students
to attend non-public schools if they could receive vouchers
from the government to pay for it. And, of course, “basics”
signify student subordination to. school authority. Finn
wants no more of this “student centered” curriculum in
which courses are designed collaboratively by students and
teachers rather than being left to administrators and
teachers. After all, teenagers cannot be expected to know
what’s good for them.

To those trained in the varieties of progressive
education movements the platonism inherent in this
program will seem arcane and even ridiculous. Finn's rejec-
tion of educational relativism and his assertion (nowhere
argued) that sgtandards™ exist and are, IMOreOVer,
knowable, have the ring of falsehood for anyone aware of
the chaotic state of our moral life. However, to dismiss neo-
conservatives as reactionary utopians or to discount their
program as, in any case, a measure of the degree to which
they are wedded to the past, would be a grievous error.

e Sy PRy
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The neo-conservative’s stren lies in i
invocation of morality in edgg;tjon. their htf:gl:is ]tJ}i);Cil:
dec_lares.t;:ley know what truth and the good really are, and
ﬁexr ability to speak the language of possibility even as
: c;yoo h.:}g)ropﬂate the left's critiqgue of contemporary

In contrast, radical critics remain mired in
language of critique even as its own constituency ml?(,:llel
less the majority of teachers, parents and students l:lave at
least for now, tired of this discourse. The impreséive
corpus of radical and marxist analysis of American
Canadian and British education has accumnulated evidence'
from many angles against the liberal vision of schooling as'
a broad preparation for life, as an effective means to
reproduce the kind of society and individual consistent
with the western humanist traditions. In what amounts to
almost a theoretical overkill, left discourse demonstrates
that schools are something other than transmitters of
humanist values. Instead as Bowles and Gintis, Paul Willis
Martin Cammoy, Michael Apple and others have argued'
school knowledge is instrumental for the reproduction oi‘
capitalist social relations, which are not confined to
preparation for a hierarchically arranged occupational and
cla5§ structures, but also transmit the discourse of
domination. According to left theory, tests serve to blame
the victim for school failure. Students are prepared for
sulgordination because they view themselves as possessors
of “free will", As Willis shows, school leavers march out in
rebellion against middle class cultural capital and
knowledge forms and thereby “condemn” themselves to
working class existence.4 However positive such resistance
may be it generally contributes in the long run to a form of
school failure that is the mechanism through which the
mrl?hng class reproduces itself culturally.

e agony of marxist and radical social

including education, is that its anti-reformist ﬂleetc;lrgrs.
prevents programmatic discourse within institutions.
According to left education theory, schools cannot truly
serve workers and other subordinate groups because they
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are, in the last instance (and increasingly in the first as
well) reproducers of the dominant relations of production.
Consequently, marxism has found its critique and even its
language appropriated by the right which, as we have
argued, is entirely sympathetic to an economic
interpretation of the function of schools, including their
role as reproducers of prevailing social relations. Further,
since left morality prevents a serious consideration of
altematives under mnon-revolutiorary circumstances, it
appears to be devoid of possibility and often presents itself
in scientific garb that, by definition, even disguises its
ethical foundation. For marxism claims that history
replaces ethics, that class analysis precludes reform and
that the language of possibility must address only the
project of global social transformation. Lacking an im-
mediate prospect for the latter, marxist education theor-
ists are constrained, at a certain point, to shut up.

A second, and equally debilitating problem is the
orthodox marxist conception of ideology, which it shares
with many radical populists. According to this view,
ideology is a kind of false consciousness, a set of ideas and
beliefs that distort social reality. Marxists take seriously
Marx's statement that the ruling ideas of any society are
the ideas of the ruling class and that the task of the left is
to de-mystify them through relentless critique. In turn,
the left regards school knowledge as an instance of
bourgeois ideology. Ideas such as freedom and equality are
far from the objectives of school authorities who are,
perhaps unwittingly clerks not only of the state, but also of
the class that dominates it. Thus school knowledge within
capitalist society is an instrument of ruling class power
because it reproduces the ideoclogy that in this society
individuals possess, not only rights, such as school atten-
dance, but also equal opportunity to advance on the social
ladder. School knowledge is viewed negatively as an
instrument of domination; therefore, given the structural
limits imposed by bourgeois hegemony, the chance for
genuine education through schooling is virtually nil. Almost
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nowhere in marxist educational theory and critique can
one find a discussion of counterhegemony as a category for
enabling students, parents, and teachers to wage political
struggle within schools. Marxist education theorists have
spen.t little time discovering the internal contradictions
within prevailing school knowledge, disruptions that could
provide a basis for a real educational movement. The
discourse of demystification prevents the question of in-
ternal, counterhegemonic moments within school know-
ledge from being asked. Further the power/knowledge
antinomy is rarely, if ever explored as possibility. That is
the left ignores the degree to which popular forces mlght
appropriate the democratic ideology of schools, elements
of existing school knowledges, and on the basis of these
find the possiblitiy of accumulating power within the
schools. Instead, the left has worked itself into a
theoretical cul de sac. For if school knowledge, governance
and finances are, for all practical purposes, subsumed
under the capitalist state and the state is, in any case, an
instrument for ruling class domination, what possible
perspectives for political struggle are there within the
education sector? What are the points of intervention of a
putative social movement aimed at countering neo-
conservative hegemony? Unless we posit the existence of
internal contradictions and a positive relation of
knowledge and power rather than posing them as
antinomies, theory remains abstract and critique sterile.

Before suggesting some paths out of the dead end that
currently afflicts left educational theory, we must returm to
the original culprit against which both radicals and
conservatives have inveighed--liberal humanism. We will
argue that far from constituting a linchpin of bourgeois
mystification, progressive education, the core American
doctrine of liberal educational humanism, contains a
language of possibility for fruitful intervention into
contemporary educational battles because it has posed the
relation of power and knowledge in a positive as well as
critical way. To begin with, we want to make a distinction
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between the progressive education movement as it evolved
in the early decades of the century, reemerged later in the
60s, and the ideas of its leading theorists, John Dewey and
the Columbia school (Kirkpatrick, Rugg, Hook and Mike
Hohn). The movement never achieved hegemony within
school ideology but was appropriated, piecemeal, into a
hybrid discourse of liberal reform which dominated our
schools since the turn of the century. Moreover, in its
latter incarnation, radical school reform of the 1960s
adopted an anti-intellectual stance that helped prepare the
victory of the right. By surrendering the concept of
systematic knowledge acquisition and uncritical privileg-
ing of student experience, which constituted merely the
mirror image of the cognitive orientation of school officials
which prescribed a set of learnings prior to any possible
experience, the radical reformers were prey to the charge
that they had betrayed the interests of the poor and
minorities who desperately needed to learn how to read,
write and calculate. We want to make clear that while

recognizing the achievement of radical school movements, §

particularly their program to empower students, parents
and the community in schools, we distance ourselves from
their refusal to grapple with the specific intellectual and

political issues entailed by the reproduction and dissemin- §

ation of school knowledge and social practices.

It is hard to imagine how far we have come from the
philosophy and program of early progressive education
theorists. The movement is now eighty years old and has

had several incarnations. Each successive resuscitation of I

radical school reform has added new dimensions to the

ideology, but lost some 00. We may see in the 60s demand §

for relevance in school curriculum an appropriation of
John Dewey's philosophy of experience, one that manages
to misunderstand and even discredit his arguments. When

Dewey places experience at the center of the educational
from adjusting school know- £

process, his thought was far
ledge to the vicissitudes of the labor market:

—
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Gardening, for example, need not be taught for the
sake of preparing future gardeners, or as an agreeable
way of passing time. It affords an avenue of approach to
knowledge of the place farming and horticulture have
had in the history of the race and which they occupy in
present social organization. Carried on in an envir-
onmental educationally controlled, they are means for
making a study of the facts of growth, the chemistry of
soil, the role of light, air and moisture. . . 5

_ For Dewey, the point of occupationally and recrea-
tionally based education was not only to prepare students
for jobs, but for the broad requirements of citizenship in a
flemocratic society. He held to Jefferson’s belief that an
informed citizenry was the best assurance that democracy
would not degenerate into dictatorship or authoritarian
regimes. Contrary to many of his followers, “learning by
doing” did not signify a devaluation of theoretical know-
ledge in favor of the practical. Dewey's claim was that
transmitting theory apart from practice reduced the
student to that side of experience he called “undergoing,”
that is, a passive object of education. Instead, he wanted to
stress the active side. Experience was not merely the
undergoing of a particular event such as when a child puts
her hand in a flame. The child must understand the
consequences of what has been undergone for experience
to come into play. For Dewey, the aim of education is to
help the student gain conscious direction and control of
the learning process. Work and play are understood as
means by which control may be achieved because they
make concrete the social and cognitive function of
theoretical knowledge.

Here Dewey makes a distinction between habit and
knowledge:

Habit means that an individual undergoes a modifica-
tion through an experience, which forms a predispo-
sition to easier and more effective action in a
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like direction in the future. Thus, it also has the
function of making one experience available to
subsequent experiences. . . . But habit apart from
knowledge does not make allowance for change of
conditions, for novelty. Prevision of change is not part
of its scope, for habit assumes the likeness of the new
situation with the old. Consequently, it often leads
astray, or comes between a person and the successful
performance of his task, just as skill based on habit
alone, of the mechanic will desert him when
something unexpected occurs in the running of the
machine. But a man who understands the machine is
the man who knows what he is about. . . . In other
words, knowledge is a perception of those connections

of an object which determine its applicability in a "

given situation. 6

The important point to be stressed here is that the
program of neo-conservative school theorists is to intro-

duce habit into the curriculum, to program students in a §

certain direction so that they will behave in set ways,

responding to predetermined situations. Since they have |

renounced critical intent of education which begins,
according to Dewey, with “knowing’ what we are about
and being able to make connections between our formal
knowledge and the changed conditions under which
activity takes place. Thus, Dewey’s philosophy of education
is to direct schools to devise curricula that orent around
critical thinking--to know ourselves as the key to our
knowledge of the world. Specifically, to make the
connections between contemporary experience and the
received information that others have gained through their
generalized experience which he calls theory.

The object of theoretical knowledge so defined as
making available to the individual “former experiences for
subsequent ones is: {1) increased power of control, and (2)
it also increases the meaning, the experienced signifi-
cance attached to an experience.” Here Dewey wants to
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avoid “merely reacting physically to new circumstances.
There is no mental reward in such responses.” Rather,
knowledge is prospective if it permits us to “experience a
meaning” in situations, even if we have not succeeded in
enla‘;fging our control over it.
¢ may fault Dewey for not bringing his theo

edut.:ation into the context of problfxlnrl;g of state 1‘Yan(:if
institutional life. Although he has a clear idea of what
schools ought to be, he carefully avoids making a social and
political analysis of what schools actually are. He argues
that schools should be a community, in effect a small
society in which “intercourse, communication and coop-
eration” take place all extending the perception of connec-
tions. He wants to break down the conventional separation
of theory and practice, schooling and education so that
learning can take place both within and outside the school
walls. Yet he does not come to grips with the concrete
obstacles to his objective of linking knowledge and power,
by which he means enlarging the student’s capacity to
control his own social destiny by consciously shaping
experience. Thus, implicit in Dewey's philosophy is the
notion of schools as vessels waiting to be filled by those
who pour enlightened, democractic and critical learning
modes into them.

Radical theorists have generally ignored Dewey for his
lack of sociological and political insight and because they
have concluded that, under capitalism, schools could never
fulfill the goal of social empowerment. As a result, Dewey’s
best ideas are all but lost to American educational practice
in proportion as humanists and progressives have been
discursively defeated by orthodox left and conservative
critics who have labelled these ideas either as bad ideology
or destructive utopian fantasies. The left argues that
schools habituate individuals to the real world of
domination and the right argues that the ideology of
student-centered education has destroyed the ablility of
schools to help the economy as well as its workers to
survive and perform in an everchanging market economy.
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The failure of the progressive humanist project t}v.;ai
not the inadequacy of its ideas. It can Pe shm:rhn bezt
Dewey’s educational thought closely ap_proxunates_ i et ost
marxst and radical education theory, little of which ste
from contemporary western sources. For exam_p}e, wefmt?er
compare Dewey's work with the education wnhpgs o .
Italian marxist Antonio Gramsci. “Every relatmr}shlp_ o”
‘hegemony’ is necessarily an educational relationship,
writes Gramsci. In order to receive the activ-e or piassive
assent of the general population, nations, dommant" c;}al\s:;ei:
and ruling groups must generate a “comon fe_n‘se at is
broadly disseminated in what Gramsci calls cqnl_som;_ty.
by which he means everyday or private Ii.f? as dxst.mct_ Ii?llcn
either economic life or the state and politics. Gramscxi ; e
Dewey, distinguishes between specific school 'lmo_\;re gg
and knowledge acquired in the ensemb}e of socu_al life an
thereby broadens the concept of education from. its narrou‘r
bureaucratic construction as merely instruction. Nle\:ier
theless, his prescriptive discussion of school knowledge
draws strikingly similar conclusions wit.‘t.1 those of De\talrezl
In the first place, he separates habitual and critic f
knowledge and relegates the former to the early years tl-?
the common school because of the need 'to inculcate the
routines of study discipline among chﬂd}'en. However,
although he favors vocational and specialized fducationf
that is directed to specific career goals, Gramscgs idea gl
the secondary school corresponds to an instltu;c]ion o
which not only instructs pupils in “dead knowle ged .
though he makes an eloquent case for this k.in of
learning), but also participates in the formation o

individuals who are not only prepared for the world of E

rk but “contribute to developing the . element of
mependent responsibility” in then_l. Gran_15cis c?‘ncepttivgf
the two stages of schooling culminates in the “crea i
school where “learning takes place especially mm‘ltlhghthe
spontaneous and autonomous effort oi: the pup?l. wi e
teacher only exercising a function of friendly guide. . . . o
discover a truth oneself, without external suggestigns
assistance, is to create--even if the truth is an old one.

iy y—
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Gramsci's marxism did not prevent him from
undertaking prescriptive work even under conditions of
fascist Italy and while in prison. The originality of his
marxism consists in this--that he was capable of speaking
the language of possibility even under the most objectively
onerous circumstances. The reason Gramsci entered into
the discourse of institutional reform was based on his
theory of hegemony as education. Unlike orthodox
marxists, the revolution did not consist, for Gramsci, in
some kind of a big bang theory, e.g. the insurrectionary
sefzure of state power by a radicalized working class and
peasantry. Having experienced both the abortive rad-
icalization of the Italian workers immediately following the
first world war and the painful course of the Bolshevik
revolution, he came to understand the crucial importance
of those aspects of the social sphere called civil society--
the ideological, cultural, religious sphere (the so-called
superstructural relations) where humans live by ingrained
concepts of justice, morality and truth. Gramsci believed
that the left could not merely contest the political and
state sphere or remain locked in factory struggles as it had
previously. His program was tantamount to what became
known in the 60s as the long march through institutions--
to contest moral and intellectual leadership of society, by
entering the public sphere of institutional as well as
political life where people debated their “truths” about
education, morality and law as well as struggled over their
immediate and antagonistic interests. Put another way,
Gramsci understood the necessity of making the political
more pedagogical.

Since Gramsci's concept of education presupposes the
reality of Italian capitalism in the 1930s, industrially
incomplete, a weak professional and technical cadre,
gaping regions of underdevelopment within a relatively
weak national identity, we may expect a different idea of
the need for vocational education than his counterparts in
more developed societies. Yet, for him, the task before left
educators was to appropriate critically those best features
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of traditional educational practice, which constituted the
pedagogy of the ruling and *“mandarin” classes. Although
Gramsci was pessimistic about the chances of maintaining
Latin and Greek centerpieces of the elementary and se-
condary school curricula, he was concerned to find the
moral and intellectual equivalent provided to elites’
children: “to understand the historical movement of the
whole language,™ the entire philosophical and logical basis
of western thought and civilization and to inculcate the
habit of scholarship among ordinary people.

Gramsci wanted to find a school form that would
enable children of the “subaltern” classes to achieve not
only what ruling class students learned in earlier times,
but also to critically appropriate the best dimensions of
their own histories, experiences, and culture. For him that
form is an institution that breaks down the wall between
vocational and academic education and brings students to
the threshold of the world of work with a broadly based
education in both aspects of school knowledge. He rejects
the traditional vocational school because it “tends to
perpetuate traditional social differences” just as Dewey
was opposed to schools that “try to educate individuals
with an eye to only one line of activity.” Dewey was fairly
blind to class analysis, but his concem for the free
development of independent and critical individuals, able
to gain meaning from their experience, including educa-
tional experiences, forced him to oppose the dominant
tendency of his time.

Working under radically different circumstances, Paulo
Freirel® drew conclusions that are by no means far from
the educational philosophies of Dewey and Gramsci. His
overriding goal of empowerment for oppressed Brasilian
peasants entailed distinct but closely related steps: the
validation of the “voices” of the people who are tradi-
tionally deprived of legitimate participation in political as
well as civil society. Thus, Freire's pedagogy is dialogic:
learning occurs within conversation, and not as top to
down instruction between the teacher and student.

e e e

Aronowitz and Giroux 23

Dewey's still wunrefined idea of communication and
cooperation in schools is made into a detailed method, but
the foundation is the history., experience, and cultu;e of
the le.amer herself. Freire’s reflexive concept of know-
ledge is compatible with Dewey’s notion that experience is
not reactive but a creative and meaningful relationshi
between the individual and her historical and contemrf
porary situation where changed circumstances produce
new and transformed knowledges. Similarly, Freire inserts
education directly into the political sphere by arguing that
education represents both a struggle for meaning and a
struggle over power relations. Thus, education becomes a
central terrain \_where power and politics operate out of a
dialectical relation between individuals and groups who
live out their lives within specific historical conditions and
itirulctu_ral constraints as well as within cultural forms and
. ;3 gogil:? that are the basis for contradictions and
Of course, Gramsci and Freire formed their -
tional theory in the framework of a historical ande:;fi;
understanding of the collective fates of classes within
modern society. Their objective is not to empower the
individual to take a secure place within democratic society
as Dewey seems to hold, but to transform society itself to
meet the collective needs of individuals. Education be-
comes a radical project for economic, political and cultural
change in which relations of power are transformed. Yet
what unites these writers is their understanding tha‘t the'.
core of popular democratic power resides in the appro-
pration, by the vast majority, of past knowledge as well as
knowledge of one's own creative powers. Similarly, the
dialectic between education as the transmission of cuitural
values and knowledge and the new knowledge produced by
the creative acts of the people themselves is the guidin
educ‘;ﬁonal principle in all three positions. ¢
e are not claiming that Dewey is a revolution
thinker in the socialist or marxist sense. But the pench:;{

_ of radical and humanist thinkers to ignore his contribution
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or, worse, to dismiss his work as idealist, utopian,
reactionary, etc., is informed by the profound pessimism
to which critical educational scholarship has descended.
We invent a language of possibility that proposes extensive
philosophic and programmatic changes in education only if
we can imagine a public sphere within which alternatives
are seriously considered. Epistemologically, the language
of critique turns in on itself and loses its emancipatory
character when political imagination has disappeared. The
theorist becomes overwhelmed by the immediate circum-
stances which, admittedly, since the early 1970s have
become unfavorable to such proposals. On the other hand,
the fajlure of the theorist to find a field of practical
contestation to “test” such proposals simply strengthens
the hegemony of conservatives who today have the field to
themselves. Part of the job is to establish links with par-
ents, students and progressive teachers who are obliged,
by necessity as well as their ideological proclivities, to
engage in the debate.

Here we might draw a contrast between the Frankfurt
School whose fate in prewar Germany was sealed by the
rise of Nazism, on the one had, and Gramsci and Freire on
the other. The leading figures of the Frankfurt School draw
the rational conclusion that all “positive” discourse had
been foreclosed by fascism, and went further to assert that

the language of possibility within the framework of §

repressive societies was a kind of crackpot positivism
which could do nothing but strengthen the existing
regimes. Thus, in their view, the task of theory was to
deconstruct the link between liberalism and fascism. The
Frankfurt School justly objected to the tendency of nearly
all other marxists to make a radical break between fascism
and liberal capitalism. They insisted that the absolutist
state, the command economy and cultural *barbarism”
characteristic of fascist regimes were all prepared by the
one dimensional thought modes of advanced industrial
societies in which technological domination prevailed.
Their critique, which stemmed from a close reading of the

T TS T
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darker side of the enlightenment, particularly the
clevation of the domination of nature and of humans to the
status of a new quasi religious creed, constituted the heart
of theory.ll Lacking a practice with which to oppose this
development, the Frankfurt School gloried in its margin-
ality and tended to elevate intellectual work and art to the
status of subsersive activity. The Frankfurt Scheol was
always too realistic to imagine that its theoretical and
critical works were engaged in some kind of struggle for
hegemony: to them such illusions were immature at best,
dangerous at worst. They were upholding that rare
commodity, reason, whose existence became more pre-
carious with each passing consumerist fad.

History played a cruel trick on the Frankfurt self image
of towering loneliness. For a brief instant the famous
society of total administration disaggregated in the 1960s
and Marcuse and Adomo, if not the others, became instant
organic intellectuals to a youth and student movement that
became visible and sometimes powerful in all western
democracies. Along with Henri Lefevbre, C. Wright Mills
and a few others, the Frankfurt School's knowledge was
linked with oppositional power.12 Although its weight in
the political institutions was always problematic, the new
left succeeded in exerting considerable influence among
intellectuals, even if something short of hegemony in the
Gramscian sense. Its work in all countries might well be
described as pedagogical and sometimes its critique of the
cultural forms of capitalism reached deeply into other
social classes and strata. Ideas such as grassroots
democracy to replace the oppressive structures of
representative government, the critique of consumer
society, the demands for community control and individual
freedom in major institutions such as schools became
commonplace public issues. While no set of ideas can be
traced to the work of intellectuals exclusively, insofar as
they played an important role in transforming the
experience and the power of an entire generation of youth,
the Frankfurt School's sway proved exactly the opposite of
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what their critical theory had suggested. Technological
domination was not complete; in some places resistance
and imagination were still possible and, in limited
spheres, it had come to power.

Horkheimer and Adorno never acknowledged that
their own critique contained a hidden discourse of
possibility. When they attacked the domination of nature as
a mask for human domination, some of their readers began
to question the efficacy of scientific rationality that
subordinated all environmental consequences of tech-
nology to profit and consumption; others interpreted the
normal processes of bureaucratic institutions as assaults on
individuality and freedom and proceeded to organize
popular movements for civil rights and against the appar-
ently unstoppable war machine. In short, while Dewey,
Gramsci and Freire are intellectuals who made the
political more pedagogical, the Frankfurt School denied
the possiblity of genuine politics in technological societies,
yet each has contributed to engendering the language of
possiblity in the late 20th century.

Still, Marcuse’s darkest prognostications cannot be so
easily dismissed. For, even though feminism, ecological
movements and the peace and black movements serve to
remind us of the ineluctability of oppositional politics, the
post-sixties years have been marked by a resurgence of the
technological rationality that Marcuse feared. Its most
ubiquitous current form is the so-called computer
revolution. Since the energy crisis reminded Americans of
their economic vulnerability, a perception strengthened by
the economic decline of the early 1980s, the computer
has been touted as the solution to (almost) all of our
economic problems. This wonderous machine once used
exclusively for payrolls and as a tool for storing infor-
mation, has now been elevated to a savior, the embodiment
of technologically based culture, a way of life for millions of
Americans. For us, the rise of scientific culture finds its
most ambiguous expression in the rise of computer
technology. Our call for the pedagogical to become more

political gaines reactionary expression in the almost stri-
dent call of liberals, conservatives and others to establish
technocratic rationality as the basis for all learning. This is
not meant to dismiss scientific culture and technocratic
rationality as much as to subject it to the dialectical
interrogation it deserves.

The computer's functions have been dramatically
expanded to include industrial design, manufacturing and,
important for our discussion, computer-aided education.
Writers, researchers and kids who play games with them
have taken computers into the home. For some, they have
replaced television as the constant companion that has
been missing since personal interaction went the way of
the horse and buggy. Computers have mediated work,
leisure and virtually all communications. And this is the
sense in which they have become a form of culture.

The pervasiveness of computer technology has evoked
two distinct and contradictory responses. Cntics such as
David Noble regard the computerization of the workplace
as a political as well as economic arm of capitalism.}3
Drawing on the results of the industrial revolution, Noble
sees computers as merely the latest stage of capital's
offensive against labor, a means to subordinate workers by
degrading their labor and eliminating them from the
workplace. Nobles's new luddism despairs that workers
could gain a measure of freedom from onerous, boring
labor through the technology of the computer. Further, the
computer facilitates centralization of control over the
workplace. The warp and woof of computerization is that
information has become the foundation of production and
administration. But information, although it can aid in the
production of things, also replaces corporeal objects and
makes many industrial functions, once anchored in geogra-
phic space and a large quanitity of living labor, subject to
radical decentralization of execution while facilitating
centralized control. Machine operators, designers as well
as data processors can work from their own homes, or in
rural communities, or in suburbs far from control centers
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which may, or may not be located in large cities. The
traditional basis of workers' power, the factory and the
industrial center of which it was a part, seem destined to
follow the typewriter and the belt driven lathe into the
museumn.

For Noble as well as his progenitor, Harry Braverman!4,
technology embodies social relations. Far from being a
“tool” of a neutral production process, the computer is
value-laden. It embodies, for Noble, elements of econormic
and social domination because, like Marcuse, Braverman

and Noble regard rationalization, that is, the division of |

labor according to productivity norms, as ideological.
There is no question of resituating the computer in a
democratic workplace where workers
decision-making. They view the machine as the reified

form of social relations of domination. And, following

Marcuse's critique of technological thought, the computer
represents the apogee of
reduces things to processes,
and quality to quantity.

The most sophisticated critics
technology are merely extending Marx and Weber's
critique of capitalist rationality to processes of production
and administration. Like George Lukacs,!S they find the
key to understanding the modemn world in Marx's analysis
of the transformation of value into exchange values
through the permutations of the commodity form; and
concomitantly, Weber's argument that our epoch is
marked by the disenchantment of the world through
administration, especially the formation of industrial and
state bhureaucracies.

The underlying presupposition

the concrete to the abstract,

of the computer's

fervent advocates is that science and technology, one of B

the crucial moments in disenchantment, and its accom-
panying rationality, constitue the basis of unshackling
humans from the religious world view. Although mostly
unstated, the computer is viewed as the latest step in owr
progressive domination of nature which follows from the
unleashing of rational thought from mystical constraints.

T TR T

participate in §

this development because it §

of contemporary

Aronowitz and Giroux 29

Thus, even when celebrants declare the com
nothing more than a tool wielded for human psrgggeéoar?g
subject only to the constraints of manmade social context
this neutralization of technology reveals complete supporé
for the scientific ideology of objectivity through experimen-
tal mr-:*thod and value-free research. Consequently compu-
ter scientist Seymour Papertié wants to harness this tool
to h;}p solve the education crisis.

apert has invented a new computer 1
logos in order to assist students legm maatﬁglr:;ggcsc a;lgg
science. Students could master a new language, learn
elem<?ntary logical processes, and most important‘ of all
acquire a sense of mastery of the external world, especially
a significant machine of our industrial and commercial
system. Unlike those like Herbert Simonl? for whom
human§ are merely ants with information processing
apparati, Papert is a humanist for whom education is a way
to empowerment through knowledge. He sees the
computer as an instrument for these ends precisely
because it embodies nothing other than the intentions of
its user.

But E;dmund Sullivan’s critique of this perspective is
worth reviewing because he regards Papert as an advocate
but his objection is not made from the standpoint of those
for whom computers are inimical to social freedom.!8
Sulliv?n believes the computer has both positive and
negative features, but its value depends on the “human
intentions™ that guide their use. Papert's book is
interesting not only because it tries to devise a program
for computer-aided instruction, but also because it adopts
the view that the child programs the computer and
consequently acquires a sense of mastery as well as
intellectual adventure. Sullivan praises this goal and other
aspects of Papert’s viewpoint. Far from “programming the
@d to work with computers” his position is to place the
child at the center of the process. Moreoever, he sees the
computer as a part of culture, not merely as a tool. It is, of
;:]t:uxl'lsq. consistent with scientific culture of which we are

e heirs.
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But Sullivan faults Papert's conception that the

computer enables education to become a “private act,” |

removing the child from the competitive environment of
schools that have suppressed learning because they have

subordinated the child to grades and the approval of |

elders, particularly teachers. Papert’s vision of private
interaction between the learner and her machine may be

attractive to those who are repelled by the authoritarian- |

ism of the classroom, but for Sullivan this view suﬂ'.ers from
an essential flaw. Learning is neither a purely cognitive act,
nor a private one. Sullivan insists that machines cannot

truly replicate the I-Thou interactive relation between two ]

or more persons since it is not genuinely other by Papert’s
own admission (the machine, for Papert, is subordinate to
human mastery). Hence it cannot provide the moral side_of
sociability but does not even satisfy the cognitive

requirements because human interaction is really a two- i
way communication and person-machine interaction is §

not. At the same time, Sullivan approves of the use of

computer-based learning for the limited purposes of §

helping the child to understand that “knowledge is a
system” which is ordered according to abstract logical
principles and is “not arbitrary.” Second, Sullivan agrees
that Papert’s “systematic use of error” to enhance educa-
tion “has revolutionary import for contemporary educa-
tion" since most school's discourage error within its walls.
Sullivan’s and Papert’s return to experimentalism is a
breath of fresh air in an educational environment suffused
with conformity, fear and hierarchy. At the same time
Sullivan is justly critical of Papert's reliance on Piagetian
psychology and epistemology because he places this
perspective within the framework of artificial intelligence.
As Joseph Weizensbaum has argued, artificial intelligence
does not give us the opportunity to transfer mental
processes, particularly activities such as judgment a.n.d
value, to machines.]? Sullivan concludes that Paperts
mind/body split--his reliance on a purely cognitive model
of learning--results in distorting the education objectives
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he so fervently desires. Sullivan goes on to review the split-
brain literature with a view to correcting Papert's
rationalism by pointing out that the affective side (the left
side of the brain) remains underdeveloped in all computer-
aided educational models.

Sullivan argues for a dialectical approach to the
learmning process in which the cognitive and the creative
sides are accorded equal weight. But by using split-brain
research he has succeeded in reproducing the dicho-
tomous existence of the two models of leaming. Now for
Sullivan the split-brain is a heurism, a device for showing
that the brain is not a computer but is also endowed with
artistic features that should not be subject to ration-
alization, particularly quantitative abstraction.

While it may be that the creative and analytic aspects
of the brain can be located physically in different sides, we
object to the use of a biological metaphor to refute the
abstract--cognitive orientation of artificial intelligence and
other computer-mediated theories of human interaction
and intelligence. One need not resort to theories of human
nature to argue that the brain is not a machine. Rather we
approach this question in a historical framework: the
doctrine of “man the machine” is deeply rooted in pre-
Freudian psychology and French materialism of the late
18th and early 19th centuries. It corresponded to the
fallacy of all analogical thinking of the period that derived
its world view from Newtonian physics and Cartesian
metaphysics. According to this doctrine, humans were
endowed biologically with cognitive capacities that were
abetted or retarded by the socialization process. In effect,
biologism was the other side of environmentalism. In the
20th century, these views have been echoed in the
behaviorisms of B. F. Skinner and organizational and
Information theorists from Shannon to Simon.20

We do not need “scientific” support to see that these
mechanistic views of the world ignored the “active” side
of human understanding--production, social interaction,
intentionality, interpretation. For it is not only that we
make the world according to the limits placed on our
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ion b rior conditions (Marx), but educaugn. as
z;t;osed 2:) t[;alning is the process by which we assumla‘;e
our environment in relation to our desires. We are not or} y
needy organisms, but desiring ones as well. A_nd desu'ti
cannot be limited to goal-oriented behavior ‘dnre_cted 21
achieving ends that are dictated by our social-biologic
“needs.” We learn as much by assimilating the “:orld Fo thti
dictates of the sphere of what we call our imaginary
(which cannot always be adjusted to practical tasks) as we
do in the so-called "socialization™ process, one that is
increasingly technologically directed. .By imaginary t;ve
mean the proclivities towards creating an alt_erna ve
world, not representing that which is. The imaginary 113
the foundation of play; it is the way we make a new wor
as well as achieve selfhood. Play can be understood as the
interaction of two imaginaries, especially among c.hlldren
where the activity itself is directed both to crea’un% the
social self, but also creating a self that “goes beyor.ld tl?e
givens of existing social structures. The 1:elat19nsh1p
between education as socialization which is directed
towards suppressing the imaginary and learning astha
means by which the imaginary takes .commanq over the
ego is inevitable in any society that wishes to insure e
adaptation of its young to prevailing norms, but retam.s the;_
democratic aspiration for progressive cult_ure. .The point o
technological domination is to make the imaginary into an
instrument of the prevailing order. This struggle hgs been
theorized in various ways; Reich?2! posited_ 11ber:.;1ted
sexuality as the subversive element in repressive sgcnetg.r.
Deleuze and Guattari22 have called this “desire” which is
constituted by its transformation into a machine (Fhe
desiring machine) along with the surplus that rema.ltﬁs
unharnessed by the environment; Habermas%‘ speaks ] i
utopian language of undistorted cqmr.numca?ion. u
retains a rationalistic framework within which more
interaction may take place.
perf?l%ilsnties not the yplace to enter the import.'fmt debate
about alternative theoretical formulations to the mstrumegi
talization of everyday life, the repressive character of soci
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relations, and the loss of civic courage that accompanies it.
Suffice to remark here that we firmly reject the notion
that computers or any other machine address the crisis in
education. We do not held that machines are, themselves,
responsible either for historical progress (whatever that
may be) or our present malaise. On the other hand, they do
embody social relations; science and technology, far from
being saviors of our distressed public sphere, have been
subordinated to the interests of domination. We agree with
the critics of scientific and technological culture insofar as
we are persuaded that it is by no means separate from
ideology. Social relations constitute the invisible content of
many things including science. Yet, with Sullivan only the
most backward looking position could maintain that
scientific and technological developments are unmixed
evils. Here we only wish to emphasize the point that
education alternatives require more than tools of
administration. Schools as a democratic public sphere, a
concept that corresponds to the way many advocates of
public schools at the turn of the century understood them,
cannot be created unless learning itself is a democratic
process. While we do not offer here an algorithm for
achieving this end, some of what follows suggests a
different way to think about schooling and education.

Among the first steps is to specify what we as a
community want education to be. This means acknow-
ledging both the importance as well as the limits of the
language of critique. It means moving beyond analyses of
the ideological and material conditions of public schooling
to the language of possibility. In this case, we move to the
terrain of hope and agency, to the sphere of struggle and
action, one steeped in a vision which chooses life and
offers constructive alternatives.

Secondly, rethinking the purpose of education also
means reformulating the social and ideological role of
educators. We believe that educators at all levels of
schooling have to be seen as intellectuals, who as
mediators, legitimators, and producers of ideas and social
practices perform a pedagogical function that is eminently
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political in nature. By viewing educators as intellectuals,
we want to expand the theoretical insights provided by
Freire and Gramsci on the role of the intellectual in
modern society and, specifically, of the role of educators in
public schools and in higher education. In effect, we are
offering a set of categories that allow for a better
understanding of the nature of intellectual work, the
conditions under which it operates, and the social
functions it legitimates. The categories around which we
want to analyze the social function of educators as
intellectuals are: l)hegemonic intellectuals, 2Jaccommo-
dating intellectuals, 3)eritical intellectuals, and 4)resisting

intellectuals. We want to delineate briefly what each of b

these categories suggest as a mode of inquiry into the
nature of intellectual work and the interests that inform it,
and will begin with those intellectuals who represent a
small minority.

Resisting intellectuals?4 is a category that draws from
the insights of both Gramsci and Freire. On the one hand,
it is indebted to Gramsci's notion of the organic intel-
lectual. That is, to the notion of individuals who as
intellectuals provide the moral and directive leadership to
raise political awareness and simultaneously promote
collective forms of struggle within the working class. Such
intellectuals develop an organic political relationship to
the working class and give it a sense of theoretical
coherence and ideological unity. Our notion of resisting
intellectua! differs from Gramsci's notion of organic
intellectual in that we believe that such intellectuals can
emerge from and work with any number of oppositional
groups advancing emancipatory traditions and cultures
within alternative public spheres. Central to the category
of resisting intellectuals is the interplay of the languages of
critique and possibility. Utilizing the language of self
critque, resisting intellectuals employ the discourse of self
criticiem as well as forms of critical analysis that
interrogate the ideological and material practices of do-
mination. More specifically, resisting intellectuals talke
their cue from Freire and develop a critical vernacular that
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is attentive to the problems people experience at the level
of every day life. The language of critique couples with the
language of possibility when it points to the conditions for
new forms of culture, alternative social practices, new
2:3::. of communication, and a practical vision for the
Critical intellectuals, on the othe

ideologically subversive but do not see thenl;sehl::sn gs c;r:
nected either to a specific social formation or performing
a general social function that is expressively political in
nature, Their protests constitute a critical function which
they see as part of their professional status or obligation as
intellectuals. In most cases, the posture of crtical intel-
lectuals is self-consciously apolitical, and their relationshi

to the rest of society is best defined as free-floating.25 Ars)
Individuals they are critical of inequality and injustice, but
they refuse to move beyond their isolated posture tc; the
terrain of collective solidarity and struggle. Often this
refreat frgm politics is justified on the basis of arguments
that p_osu the impossibility of politics for reasons as
ideclogically diverse as the claim that we live in a totally
teadmmcmof‘»tged i,oc;ety, or that history is in the hands of a

ogy out of control i i
bhat Fann e ny matt:ré.or the simple refusal to believe
Accommodating intellectuals operate s

an ideological posture and materia? cultureq1t1haaltwttﬂ};111‘;‘;1:(:1::51
and benefits the dominant society and attendant ruling
groups. Such intellectuals also define themselves in terms
that suggest a privileged free-floating relationship to the

. worlds of power and political interests. But in spite of such

zlationallzations. such intellectuals function primarily as
erks of the empire by producing ideas and social
practices that mainly legitimate their social priviliges as

. well as reproduce the society that protects them. These

are the intellectuals who decry politics while simultan-

' eously refusing to take risks. Another more subtle variation
: Is the intellectual who disdains politics by proclaiming
. professionalism as a value system, one which often entails
__ the spurious concepts of scientific objectivity.
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Hegemonic intellectuals do more than swrender to
forms of academic and political incorporation, or hide
behind spurious claims to scientific objectivism, they self-
consciously define themselves through the forms of moral
and intellectual leadership they provide for dominant
groups and classes. This stratum of intellectuals provides
various factions of the dominant classes with a homo-
geneity and awareness of their economic, political, and
ethical functions. The interests that define the conditions
as well as the nature of their work are tied to the
preservation of the existing order. Such intellectuals are to
be found on the consulting lists of major foundations, on
the faculties of major universities, as managers of the
culture industry, and so forth.

If we are to fight for schools as democratic spheres, it
is imperative to understand the contradictory roles that
educators occupy within the various levels of schooling. It
is also important to understand who resisting intellectuals
are to build alliances with and whom we have to attack and
oppose on all fronts. Clearly, if we are going to face the
task of developing the ideological and material conditions
from which radical educators can rethink the project of
schooling and human emancipation then surely we cannot
accept the near hysterical description of education as
providing human capital to commerce or socialization
models that speak to the limited task of transmitting
dominant culture to succeeding generations. If we want a
creative citizenry that is capable of constituting itself as a
democratic public sphere, then curriculum, and school
organizations must address the imaginary, and refrain from
finding techniques to displace it by fear to the prevailing
order. Of course, we do not expect this hope to become a
majority movement in the near future. There are political
and cultural limits to such aspirations. But this essay may
stimulate some who would organize a social movement in
schools and outside them to restore education to an
honorable and autonomous place in our culture. To these
educators, parents, students and citizens we address
ourselves.
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. INTRODUCTION

This article examines some of the aspirations for free,
public education in the United States. Although the most
important of such hopes were expressed from the “bottom
up,” we begin with an outline of Thomas Jefferson’s “top
down™ position on education. His thought, while not
emanating from among the ranks of the *“mechanics,”
small farmers, free Blacks and Indians of his period, was
nevertheless exemplary of the most enlightened and

. democratic views on education, circa 1779.

This presentation of some of Jefferson’s educational
conceptions helps set the stage for our discussion of the
still more advanced visions of the workingmen's parties,

. David Walker, Henry Highland Garnet and Emma Willard.

. I JEFFERSON, THE AMERICAN ENLIGHTENMENT

AND THE CONCEPT OF FREE, PUBLIC EDUCATION

In 1779, Thomas Jefferson, author of the Declaration

| of Independence and a major figure behind the creation of
. the Bill of Rights, attempted to get a “Bill for the More
. General Diffusion of Knowledge™ passed in the Virginia
- Legislature. His bill was defeated. However, it remains
¢ Important because of its two-sided character. On the one
. band, it required free, state-supported, public education.
- On the other hand, such education was not intended to be
* fully egalitarian. White women were to be pupils only up to
- a low level of development and unfree Blacks and Indians
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I. INTRODUCTION

This article examines some of the aspirations for free,
public education in the United States. Although the most
important of such hopes were expressed from the “bottom
up,” we begin with an outline of Thomas Jefferson’s “top
down” position on education. His thought, while not
emanating from among the ranks of the “mechanics,”
small farmers, free Blacks and Indians of his period, was
nevertheless exemplary of the most enlightened and
democratic views on education, circa 1779.

This presentation of some of Jefferson’s educational

f conceptions helps set the stage for our discussion of the
. still more advanced visions of the workingmen's parties,

David Walker, Henry Highland Garnet and Emma Willard.

I. JEFFERSON, THE AMERICAN ENLIGHTENMENT
AND THE CONCEPT OF FREE, PUBLIC EDUCATION

In 1779, Thomas Jefferson, author of the Declaration

. of Independence and a major figure behind the creation of
- the Bill of Rights, attempted to get a “Bill for the More
* General Diffusion of Knowledge” passed in the Virginia
. Legislature. His bill was defeated. However, it remains
* important because of its two-sided character. On the one
. hand, it required free, state-supported, public education.
. On the other hand, such education was not intended to be
. fully egalitarian. White women were to be pupils only up to
- a low level of development and unfree Blacks and Indians
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were altogether excluded. Furthermore, after chg(l'.li enﬂrcs)'t:‘
three years of instruction, only a few male ldres o
laboring whites were to have access to these schoo ts that
Jefferson’s bill had both a strong democratic thrus u;n) hat
public educational claims were made on t_he‘ Stat;:. u !
was simultaneously limited by the contradiction of racism,
sexism and classism.

ed for a three-tiered system of educa-
tion:JE'Iﬁ.‘lf;S?ir;st?r fg]elvel was to be comprised of elementary

schools offering three years of schooling at State expense.

schools shall be taught reading,
ﬁ'itfnvgryangf cglrgf:on arithmetic, and the books whicih
shall be used therein for instructing t-he children to
read shall be such as will at the same time make then;
acquainted with Grecian, Roman, English an

American History. At these schools, all the free

children, male and female, resident within the

to receive tuition |
respective hundred shall be entitled

at I;rad*.is, for the term of three years and as mg;:sh i
longer, at their private expense, as their parents,

guardians, or friends shall think proper.!

He also urged the creation of secondary or “grammar” §

although some

schools. These were not to be free, s

scholarships were to be given to those

have been two years at least at some one of th; dem:ntaf'ye ]
schools in the ward and whose parents are too poor 3 gtih : :
them further education.”? Therefore, Jefferson wante |
State to make provision for “some of the best :mi mt?hse
promising genius and disposition, to procee t;l bt

ar school of his district.” Furthermore, he hoped |

that one of the seniors in each grammar school would be §

chosen to proceed to the third level, Wiliam and Mary

College, there to be

"4
Treasurer on warrant from the Audito.rs.
e It can be seen from Jefferson's failed piece of

dren of poor but free
legislation, that some few male chil
fnlg‘}r were to be educated at State expense through the

“educated, boarded, and clothed, |
three years; the expense of which annually shall be paid by
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higher levels right alongside the children of those who
could afford to pay.

Thus, though limited, this proposal acknowledged the
importance of one segment of the “masses,” namely, the
male children of the overwhelmingly white, working-class
and small farmers. But why was it necessary to include
them?

The widening of educational opportunity for these
people was part of a larger set of events. The Northern
bourgeois power and the Southern slave-holding power
had allied with what James Madison referred to as certain

. “other social forces.” These were, in fact, the working-
. class (“mechanics”) and small farmers. In the American
. Revolution, these groups had defeated the possibility of a
| threatened English feudalism or feudalization. Having won
. the Revolution, however, the task of setting up a
¢ government remained. It was a period of ungestionable
. instability, one expression of which was Shays’ Rebellion.
" There, in opposition to certain ruling social forces the
i American “mechanics”™ and small farmers found their
. voice. The immediate result was that the central power
' guaranteed a republican form qf government fo the states.
. James Madison presented the argument for this position

In Federalist, No. 43. He cryptically referred to Shays’

| Rebellion as a ‘“recent and well-known event among
| ourselves (which) has wamed us to be prepared for
' emergencies of a like nature,”® prevention of which was to
¢ be accomplished by the centrally-guaranteed republican
. form of government. Additionally, Madison saw another
| social group as comprising potential “social dynamite.”
" These were the slaves.? He was quick to pose the question
. of what may happen when:

in fine, the minority of cifizens may become a majority
of persons, by the accession of. . .those whom the
constitution of the State has not admitted to the rights
of suffrage? I take no notice of an unhappy species of
population abounding in some of the States, who,
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during the calm of regular government, are sunk below
the level of man; but who, in the tempestuous scenes
of civil violence, may emerge into the human character
and give superiority of strength to any party with
which they may associate themselves.8

Though mainstream scholarship has long suppressed,
denied, or ignored such reality, it is now well recognized
that slaves played a significant role in the period from
1775 to 1783. Herbert Aptheker observes that “when
possible, Negroes joined the American rebels, only fleeing
to the British when the former alternative was not
available. When neither of these was possible, they often
simply ran away into the swamps, forests and mountains.™

None of this was wasted on James Madison. Indeed,
Shays’ Rebellion had occured the year before the Constitu-
tional Convention. And, Jefferson, who was in France at the
time of the Convention, Wwas concerned about the
possibility of an Indian attack as well. Of course, slave

unrest was, likewise, soon to become common. Indeed, in |
1791, two years after the American Bill of Rights, or °
“second Constitution,”10 was secured, “there was the |
great slave insurrection on Saint-Dominique under the §
leadership of Toussaint Louverture,”1! Thus it can readily |
be seen that there was much movement from those at the |

“bottom”. These social forces {at least the white
mechanics and small farmers) had sufficient: strength to
secure democratic concessions in the founding documents

of the new nation, (l.e., the Bill of Rights). And, as will be |

shown in the next section, the aspirations of these social

forces included the demand for free, public, and self

determined education, not only as envisioned by Jefferson,
but greatly expanded.

Although Jefferson’s bill represented a major thrust
toward general public education, he did acknowledge §
divisions between the “laboring and the learned.”?
According to his bill, some of the laboring classes could
become learned since scholarship would allow “those |
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persons whom nature hath endowed with
virture” to be rendered by liberal education, re"?vso?zhyantg
rut;.)cei\fe and able to guard the sacred deposit of rights and
ertics of their fellow citizens."1® From Jefferson's
perspeegtive. such a system of public education would
succeed in “raking a few geniuses from the rubbish.”14
seenHetll-f' in his §earch for these “few geniuses” may be
o e connection between Jefferson’s notions of civil
erties and his educational philosophy. From his
f:rspective, free public education had to be such in order
andC(i))mplete the revolutionary process, defeat feudalism
ring about a true social transformation. These ideas:

i In turn, must be understood as part of the thought,

revolutionary requirements, and
i methods of En -
pédisme in the French and American Enlightenments. cyelo

| 1L CONTRIBUTIONS OF ENCYCLOPEDISME

The problem of education and social transformation as

1 initially posed by encyclopédiste thinkers was this:

The developed thought of the enligh
tenment
human life was irrational because of the f;v:galthg:

frrational social circumstances or social customs or
social traditions or social environment of human life. It
was necessary therefore, to change these m-aﬁo;xal
social circumstances through the force of rational
social education. The feudal alienation must be swept
. away through social education. This explains tl'I:e
importance of theory of education to the

o Enlightenment.15

how could this be accom é
] plished? Encyclopédisme’s
irrational “solution” was based upon the asls)umption

that there would somehow appear a rational, enlightened

gen, ugh legislation, he would create new social
stances in which rationality would be the basis of
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education, and this in turn would deal the final blow to
feudal irrationality.16 Professor Mitchell Franklin terms
this enlightened educator, the “unhistorical prince.”
unhistorical  because this enlightenment conception
“forgot that the educator himself must be educated, and
because it divided society into two parts, the educator
towering over and directing those to be educated.”!”

This difficulty was conceptually ~ overcome by
Condorcet in confronting the question of whether
“republican, state-controlled, public education does not
involve the risk of a new alienation in which the republican
state would appropriate or alienate the consciousness of
the student and citizen.”1® Professor Frankiin tells us that

Condorcet solves this problem by advancing the concept of

the independence of the teacher, once the republic is
established.

(Olne would both submit voluntarily to the laws, and at '
the same time engage in the pedagogy necessary for ¢

correcting their defects, or rectifying their errors. 19

This would then preserve public order without mystifying

education into a form of respect that would only result in
shackeling the intelligence or arresting the progress of

enlightenment and sanctioning errors."20

Essentially the same solution appears in Jefferson’s |

thought concerning pedagogy at the University of Virginia:

[Tjhis institution will be based on the illimitable -
freedom of the human mind. For here we are not afraid |
to follow truth wherever it may lead, not to tolerate}
any error so long as reason is left free to combat it.

(emphasis added)?!

there be any among us
Union, or to change its republican form,
undisturbed as monuments

let them stand,]
of the safety with which error;
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of opinion may be
s y tolerated when reason is left free to
Of course, these

) 5 solutions were n
Evzizibﬁties. Indeed, there have since b(-:er(x)t ot‘:;is :;11211{
T anﬁZiterd as hilorrifying reality. For example, a
of the unhistorical ;rifltzedab;s al.nc;l%hevint e ptalninmblem
A g and
omination of the State and then using that Ig?ar:e as g

power over and ainst th
Franklin points ou:g e people. Thus, as Professor

I <

opﬂu:fo:r;?yac;p;cli:;? adnvl?;l;:ed the idea that the public
ee tened and ruled

the Nazis advanced the idea that the State enmligh?:i‘:i

and ruled the peo
ple through the Mini
Enlightenment of Mister Goepbels.?s |

. Of cours
: e, an anti-fascist approach to the solution of this

. problem is to be found in
il iy the Bill of Rights, particularly in

b Th
1 ¢ First Amendment was designed to surpass the

unhi i

educ:izls.lca& 2olt111tiiop by which an unhistorical educator

e storically alienated for fettered or

AmendmeI; 3 lz_l-fot It is the theory of the First

e at the determination to educate or to

= S ra(;%unon is a self-determination of a self-
termin nal person. Hence the Congress is

forbidden to “abridge”
the press.24 ge” the freedom of speech and of

: key here is that it is the *“self-determined rational

who creates public opinion and engages in

(ﬁ‘i:: Tl;e test of rationality and science (as opposed
j tsm) is the determinant of public opinion

geomplished through free speech.
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f the demand for
practical and philosophical expression Ol emand

rmin its demo
- ed education. In both and
ﬁggg aspects may be seen the class struggle which

)
continued long after the bill itself was defeated and largely
forgotten.

-

V. EDUCATION AND CLASS STRUGGLE

A. Education as Ruling-Class Control

In the United States the two social forcesl.) eof waf:(;
labor and capital have been and continue to ol mame e
against one another. With respect to education,
side were those advanced elements of

Black and women educators.

there were (and are) those who sought (and seek) to use

trol.
blic education as a tool for ruling-class social contro
%?n further analysis begins with the latter group-

sts of the role ©

ation rrtltixna%l-;lasn:rroﬂ;;%ﬂdeﬂ’erson's conceptions lami
educatk:in t;eir democratic content. Instead of at r::li
ﬁ’gﬁ; the lamp of learning for a few, white, mostly )
poor but“bright” students as Jefferson SO

£ all flame.
commentators wished to extinguish even that sm

The words of Reverend George Washington Hosmer
this deve
ixlllg:sga l:: for general enlightenment, but for control.

Thousands among us have n
of popular education; they have tc
expensiveness, 1ot forseeing tha
vagrancy,
antidote to mobs, and prevent h
our own people in order; every peop:

own choice ‘to pay =,
to supc;lort schools or constables and watchmen.

the “popular” forces 1

ents artles and va.rlous !
represented by the workingr'I;lmse gr%ups and individuals §

do ]
demanded self-determined education. On the other han

f public |

ught to do, these .

lopment. Free comumon schooling was |

t dreamed of the effects
| omplained of its]
it will diminishj

rime: that it will be an
L - the necessity to keep
may make theif

teachers or recruiting gergeants,
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At this point, it must be asked, whose interests this
“order” was to serve. Homer Bartlett, an agent of the

Massachusetts Cotton Mills, writing a year after Hosmer,
said that:

From my observations and experience, I am perfectly
satisfied that the owmers of manufacturing property
have a deep pecuniary interest in the education and
morals of their help; other things being equal, that
which has the best educated and most moral help will

give the greatest production at the least cost per
pound.26

George Boutwell, Horace Mann's successor on the
Massachusetts State School Board, clearly articulated the
desires of those seeking to maintain the governance and
curricular content of the common schools from the “top

. down™:

The owners of factories are more concerned than
other classes and interests in the intelligence of their
laborers. When the latter are well-educated the former
are disposed to deal justly, controversies and strikes
can never occur, nor can the minds of the masses be

prejudiced by demagogues and controlled by tempor-
ary and factious considerations.2?

B. The “Labor-Education Thesis": Organized Labor

Euphemistically then, a “well-educated” population

\was one that had learned “never” to strike. But as William

*f_..

indicates in a paper entitled, “Labor’s Contribu-

itions to the Establishment of Public Schooling in the
‘United States (19th Century),"28 these were not the
leducational aspirations of the members of the working-
men's parties. Russell, and a few others2® who have
studied this movement extensively, have advanced the
motion of a “labor-education thesis.” This perspective
holds that there existed an autonomous movement of
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the public-educatlon—for-control

interests of the American bourgeoisie. Furthermore, this
autonomous movement had its own ideas about education
and attempted to mobilize State power throught its public
leverage to secure these goals.

Russell's data indicate that between 1827
there was a significant organized labor movement in the
United States, and a substantial portion of its concern was
centered around the education question.30 Between 1828
and 1834, “Mechanics and workingmen established
independent political parties in over 60 towns and
cities.”3! They began in Pennsylvania and New York and
spread to Delaware, Ohio, New Jersey and to all of New
England

workers in opposition to

The New York Workingmen's Party. founded in 1829,

was the first of these groups. On October 19, 1829, the
party adopted the Report of its Committee of Fifty which
included, among such demands as, a “redivision of landed

property, and end to
inheritance, and a guarantee
citizens” upon maturing,
and instruction at the public expense”
Only two months later at the December
lic education had become a central plank in
program. The major
education was claimed as a
funds were to be appropriated

for all children. This was to:

enable all before the
competent knowledge
arithmetic, geography,
geometry, and chemistry, as applied to the arts.3®

These demands represented
working people’s sentiments
appeared in the Working Man's Advocate,
the working peoples’ movement in New York City:

transmission of property by
of equal property to all }
a call for “equal food, clothing
for all children.32
1829 meeting, pub-
the Party’s |
thrust of their first report was that; 1) |
right, not a privilege, 2) public
for the equal, education of
all children and, 3} the same education should be provided

age of twenty-one, to acquire a
of the language of their country,
history, natural philosophy, :

the crystailization of suchi
as the following, which;
a labor paper o
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thCa;:: ‘ltcl;e Ow\;vorking people expect that they who know
that lno edge is power,’ and who lmow that the only
ign};ranc :eI:m t(lile ﬂ:lP:tmt‘.h in subjection is to keep them in
: e only way to keep th
their rights is to put it out e
of their power to ob
tal?du; ;t:owledge of them; can they expect these mtzj::l tz
o e a system of education which, while it
'gh:)?:::iett;e people, at the same time takes from
their a
- portion of their often-times illgotten

Stat:rg C;)mmon Schools were secured in the New York
: gislature in 1832. The Pennsylvania Workin, ¥
3 Part)Irnhag ili;nﬂar success in 1836.35 gmens
3 0 states, however, the workin i

. \ gmen’'s parti
] :zt;u:::ei‘?:lzn ﬂ;;uié':)lnel:l of 3 victory. All white childrgn d?csi
ucation in those states. And

. systemn of African schools wa - < Sate
E s opened in New York Sta

1 ailw if any, Black youngsters attended Common School t::i':
; méten}?‘urﬂ:grmore. the curriculum content, as finally
S a]izeRe o;twa? not the same as that called for in the
g D of the New York party, labor received
_Whe&a on-for-workers” as articulated by Hosmer, et al
perhae; irtlhe:m was potential for a broader m(;vement:
-groupIsJ - c;ogj;xnngﬁgr:h wi;hm abolitionist forces and those
: e e can schools, remain

wllalich further research must be done. > an e
E lmn:afumwhﬂ'e. as the self-determined educators of the
'.what \%as er;1 s parties were achieving partial success
eoat ms appening among that “unhappy species oi'
ation” whom Madison so0 worried might “give

associate themselves™ in
: periods of civil turmoil? What was
pening among Black Americans in this period?
3. EXPANSION OF THE "LABOR:
-EDUCA THESIS™:
UNORGANIZED LABOR TION 157
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A. Afro-Americans’ Struggles for Education

As stated earlier, Jeffersons’ 1779 “Bill for the More
General Diffusion of Knowledge” did not, of course, make
provision for the education of Afro-American slaves. In the
northern United States, and prior. to the upsurge of the

workingmen's parties, some segregated Afro-American §
schools did exist. A few white schools even accepted Black |

pupils. But, in the main, what formal education that

existed was segregated. Even Northemn, white abolitionists =
supported segregation. For example, in 1804, William 3
Griffith, President of the New Jersey Soclety for |
Promoting Abolition, suggested that since white schools |
would not accept Black pupils, there should be Black §
schools staffed by Black teachers. By 1810, a law was |
passed in New York State requiring that Afro-American 2

youngsters be taught to read.36

Meanwhile, there were some whites who desired |
integrated education and who were genuinely concerned |
to overcome racism. For example, in 1795, James Sullivan, |
a prominent Boston lawyer and founding member of the |
American Academy of Arts and Sciences, suggested that 4

upon attainment of legal emancipation, the:

children of the slaves must, at the public expense, be |

educated in the same manner as the children of their
masters; being at the same schools, etc., with the
rising generation, that prejudice, which has been 50

long inveterate against them on account of their }
situation and color, will be lessened within thirty or

forty years.37

B. Pioneers in Self-Determined Education

1. David Walker - In the same year that the New York |

Workingmen'’s Party was founded, another Bostonian,

David Walker, born to a free Black woman in North
Carolina in 1785, published a pamphlet comprised of an
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Appeal in four articles. It called for, if necessary, the
armed, militant and revolutionary liberation of the Afro-
American people. Subsequently, Walker, who had already
contributed articles to Freedom’s Joumal, the United
States’ first Black newspaper (founded in New York in
1827), had a price placed on his head by some residents of
the State of Georgia for the publication of his Appeal3®
Furthermore, the Mayor of Savannah and the Governor of
Georgia both asked the Mayor of Boston to arrest Walker
and suppress publication of his Appeal Harrison Grey Otis
the Mayor of Boston, refused to “hinder Mr. Walker from
pursuing a lawful course in the utterance of his
thoughts.”3® Thus, it cannot be denied that the Appeal
was taken seriously or that it was an important social
document in its own time.

In the Appeal, Walker not only called for the liberation
of Blacks, but also presented an example of the Afro-

. American people’s participation in other aspects of the
b class struggle, particularly around the education question.
. After the discussion of African contributions to humanity in
i general, and contrasting the treatment of Israel by pagan
Pharoah as gentler by far than that of Black Americans by
* white Christian Americans, Walker noted that:

Ignorance and treachery one against the other--a
servile and object submission to the lash of tyrants, we
see plainly, my brethren, are not the natural elements
of the Blacks, as the Americans try to make us
believe, 40

. Here, in claiming that ignorance is not a natural condition
; of Afro-Americans, Walker's thought paralleled some
- aspects of Encyclopédisme.

As a self-determined raticnal person who sought to

'_(_aducate or create public opinion, David Walker aimed to
_-*;surmount the disunity of Afro-Americans typified by a
situation where some Blacks could make a living catching
"{unaway slaves and returning them, or where some Black
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beat their wives and mothers “all to pacify the
g:srslsi::fh Ef unrelenting tyrants.”4l1 Hence Walker urged
Afro-Americans to “let the aim of your labors be among
your brethren, and particularly the youths, be the dissem-
ination of education.”™2 Only under conditions of education
will people become fully aware of. what real alternaﬂv_es
exist to the reality of their miserable and oppressive life
conditions. However, he inveighed against the shallow
appearance or semblance of education.

ignorant father, who knows no more than what
lx::tuf: has taught him, together with that little he
acquires by the senses of hearing and seeing, finding
his son able to write a neat hand, sets it down for
granted that he has as good learning as anybody; the
young ignorant gump, hearing his father or mother,
who perhaps may be ten times more ignorant, in point
of literature, than himself, extolling his learning, struts
about in the full assurance, that his attainments in
literature are sufficient to take him through the world,
when, in fact, he has scarcely any learning at allin4s

Furthermore, Walker opposed those who had some ;

formal education and used this knowledge to hustle their

more ignorant fellows rather than to learn more and “go to |

work and enlighten [their] brethren."4

While recognizing that many Afro-Americans Wwere ’

engaged in servile occupations and “not wishing to speaz:
against the occupations by which we acquire enough an
sometimes scarcely that, to render ourselves and families
comfortable through life,” David Walker called for

education which would ensure “higher attajnmen}s4 5thg .
wielding the razor and cleaning boots and shoes. i

pointed out that:

For the Africans to acquire learning in this country |
makes tyrants quake and tremble on their sandy §
foundations. Why, what is the matter? Why, they know ¢
that their infernal deeds of cruelty will be made known |
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to the world. Do you suppose one man of good sense
and learning would submit himself, his father, mother,
wife and children to be slaves to a wretched man like
himself, who, instead of compensating him for his
labors, chains, handcuffs and beats him and his family
almost to death, leaving life enough in them, however,
to work for, and call him master? No! Nol He would cut
his devilish throat from ear to ear, and well do
slaveholders know it.46

i And, as in the education of colonized people, the
. enslaved (and free) Afro-American people, when they had
| some education, were given a worse than second class one
~at that. For example, David Walker noted that he had
spoken with

a young colored man, who has been to school in this
state (Massachusetts) nearly nine years, and who
kmows grammar this day, nearly as well as he did the
first day he first enter the schoolhouse, under a white
master. This young man says, ‘My master,would never
allow me to study grammar.’--I asked him why? ‘The
school committee,” said he, ‘forbid the colored
children learning grammar--they would not allow any
but the white children to study grammar.' It is a
notorious fact that the major part of white Americans
have, ever since we have been among them, tried to
keep us ignorant and make us believe that God made
. us and our children to be salves to them and theirs.
i Oh! my God, have mercy on Christian Americans!ii47

be. David Walker's Appeal closed with a quotation from
the Declaration of Independence, a quotation referring to
oppressed people’s right to infame an alien sovereign, a

: standing outside and over and against
] selves. This right is the claim to make revolution in
order for the people to emancipate themselves. It is a
tlaim for self-determination. As Ruchell Magee has said;
it is right for a slave to rebel.”

EOVereien
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David Walker was not the only vanguard, self-
determined educator of the time. Two others will be noted
as further illustration of the demand for education coming
from within the ranks of the oppressed; Henry Highland
Garnet and Emma Willard.

2, Henry Highland Gamet - Gamet was another Black
American who was willing to fight forcefully for education
for himself and other Blacks. Moreover, his practical
demands for education included poor whites as well.

In 1843, he addressed the National Negro Convention
in Buffalo, New York. The address, however, was directed
at his enslaved people in the South. In i, Garnet claimed
that it was the responsibility of the slaves to refuse to work
under their conditions and to demand renumeration.
While noting that a general uprising was impossible, not
because it would be wrong, but rather because it would be
doomed, Garnet urged slaves to strike, to refuse to work
without payment and freedom. They had suffered so much,

he reasoned, that even death would be superior to a life of

slavery. And significantly for an understanding of his
educational philosophy, he claimed that:

Your intellect has been destroyed as much as possible,

and every ray of light they have attempted to shut out

from your minds.48

Continuing, Garnet argued dialectically that slavery had
destroyed not only the Blacks but their captors as well:

The oppressors themselves have become involved in
the ruin. They have become weak, sensual, and
rapacious. They have cursed you--they have cursed
themselves--they have cursed the earth which they
have trod.4®

Thus, it may be said that Gamet's vision of education
for Blacks, the rebuilding of their intellect, was not only |

necessary for the Blacks themselves, but also for all
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| mnhabitants of the South. The reclamation of Blacks' social
| being could be seen as also the possibility of whites
 regaining their social being.

His address was not endorsed by the convention, being
. defeated by a vote of 19 to 18. In succeeding years,

| however, even some of those who had argued against it,
. notably Frederick Douglass, who had cast the deciding
. vote, came to see its merit. In any case, Gamet’s call for
. “RESISTANCE! RESISTANCE! RESISTANCE!"0 could not
| be discounted. Clearly it represented a significant and
. recognized position.

Garnet sought his own education with characteristic

. determination. It is noteworthy that at a post-secondary
| level the educational enterprise in which he was involved
| included both Blacks and whites. In 1831, he had entered
. a Black high school in New York City, there studying Greek
¢ and Latin. Four years later though:

when he and several other Negro youths were
admitted to a school in Canaan, New Hampshire, the
townsfolk rebelled. On the Fourth of July the local
farmers organized to halt this affront to their
community and a month later used oxen to drag the
school building into a swamp. Under Gamet's
leadership, the Black and white students prepared for
the assault on their residence by securing guns and
molding bullets. When the night-raiders appeared,
Gamet opened fire with a double-barrelled shotgun.
The raiders fled. Recalled classmate Alexander
Brummell: “That musket shot by Garnet doubtlessly
saved our lives.” Finally, Gamet, Brummell and the
other Black students were force to leave Canaan.

B. Women's Struggles for Education: Emma Willard

Although no militant, Emma Willard sought education

| for herself and for other (white) women. Willard was fortu-
| nate in that both her father, and later her husband,
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ouraged her to develop her intellect--a rare phen-
glx;fenon i‘gr the women of the times {circa 1800). Since
educational institutions for girls were more ﬁn}saznﬂg
schools than houses of learning and since the u{
needed money, Willard opened 2 schqol in her home
1812. This school became a success with willard teaching
mathematics and other “higher subjects” to young womern.
Next, Mrs. Willard sought not only to educate but to
train women as teachers and to establish a publicly

financed school for women as well. After several years of °

the Troy
ess effort, Mrs, Willard succeeded in getting

geide Seminary established and financed by the Troy
(New York) Common Council. The school opened in 1821

with 90 girls, some of whom came from as far away as |

North Carolina and Georgia.

d bedding,
The cost was $200 a year for board, bed an

furniture and room rent, fuel, light, washing, and ;
tuition, The girls were asked only to furnish a

tablespoon, a teaspoon, and towels. Certain courses,

music and French, for example, cost an extra $10 §
considerable. But for the scholarships provided by Mrsdl :_
Willard herself to deserving girls, enrollment would 3

annually. For the times these charges

have been limited to daughters of the prosperous.52

Indeed, Mrs. Wiilard estimated that by 1844 her

institution had educated:

5,000 pupils, of whom as many as one in ten. .

without present pay. . . 53

Mrs. Willard's was the first school for the “ra;.il;)m:i
ion” n in the United States. As such, _
e L not only in the United States, §

but also in Europe. Her methods reflected the fact that she

served as a model for others,

Jhave :

been teachers: and of these teachers, 1 think more |
than half have been those whom I have educated E
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was a “well-bred” woman of her time. That is, she sought
education for women via the genteel and persuasive
language at her disposal. Nevertheless, she was a pioneer,
a true self-determined educator, refusing to relegate
women to lives of ignorance and servility. She wrote that
women, like men, are “primary existences. .the

companions, not the satellite of men. . . ."54 Consequently,
education:

should seek to bring its subjects to the perfection of
their moral, intellectual, and physical nature. . . in
order that they may be the means of the greatest
possible happiness of which they are capable, both as
to what they enjoy and what they communicate.55

" V1. CONCLUSION

1 In this article, we have illuminated some important
- raspects of the relationship between the American
|| Constitution and the struggle for education. We have
. argued that self-determined education as materialized in
.1; the New York Workingmen's Party, and the words and
pdeeds of David Walker, Henry Highland Garnet and Emma
. Willard was consistent with the Enlightenment-rooted,
democratic thrust of the Constitution.

3 It is important to recognize that education from the
. ‘bottom up,” self-determined education, is the form of
- education demanded by the American Constitution,
‘rwhereas education directed by unhistorical princes is not
. only inadequate in practice, but unconstitutional as well. In
| America, the latter has taken its most vicious form in
Lsegregated education, which is ultimately aimed as the
“destruction of the people’s intellect. Segregated education
His unconstitutional because it denies self-determination to
tboth minorities and to whites. It limits democracy and
diminishes civil liberties. And the fact that both racist and
: education continue is a reflection of the persisting

ABEXS
tand antagonistic class character of this society.
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In Understanding Teacher Thinking:
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Infroduction

The teacher is the major arbitrator within the
influences on the classroom’s curriculum and pedagogy. |
is of vital importance in the 2
classrooms come to be the |
might become otherwise. In §
pursuing the understanding of teacher thinking and its

relationship to classroom activity, the question arises as 10 |

how to proceed: what methodologies might be fruitful. ;
e the epistemological

for understanding how teachers feel, |

Teacher thinking, then,
endeavor to understand how
way they are and how they

This paper attempts tfo €xpos
potential of biography
think, and act.

A BRIEF CHARACTERIZATION OF BIOGRAPHY

“A Biography
life experience”

events. It not only addresses
and actions but also examines

be the way he/she is. A biography is a story of a life or pe
thereof. It is a construct, an
record of someone's activity..

is the formative history of an indtvidual's
(Berk, 1980, p.90). It not only focuses on
what has happened in someone’s life but also addresses

how that individual responded to or initiated various}
attitudes, feelings, thoughtss
the relation between -earlier.

and later events. It attempts to infer how a person came to}

artifact assembled from the
~“a selection of incidentst

from a life arranged and linked with respect to an outcomes
so as to render an intelligible account of how that outcome
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came to pass” (pp.94,95)...“Biographic study is a dis-
; icrilplliinec: w?y of interpreting a person's thougl'ﬂ: and action
ght of his or her past” (p.94). Berk also makes the
mrtant point that a biography is not, as some might
, the chronological record of tapes, fleld notes and

the like. Rarely does the record contain the events that
::;nstitute the biographer's story. The events are inferred
1 them uifheir taanscribed record. The record is testimony to
o ed events and interpretations construed from

. the events. It is a deliberate critical procedure that atms to
] make educational sense of thoughts, actions, feelings
attitudes and experiences {pp.97,98), ' &

. Types of biography

- Until recent years biographi
? phic studies were conducted
_ 11:1e egisciplines other than education. These studies have
: e:ustenmtia_l ﬂi\:, aitl'laly(t:itc. psychological, psychoanalytic, and
2 character. As well as focusin
| individual, they also ha F collective
R ooty ve taken the form of collective
*  The narrative form is based
. on an integrated life
hlsbtory.' w.hereby all experiences in every aspgzil of the
$ ject's life are candidates for inclusion in the narrative
: story. If they are considered important to the
I_understa;:rxtn;iing of that life, they are included.
Analytic, psychoanalytic, or psychological bio hi
cs
‘emphasize understanding individual case histogxr'iael; in
. g;jrahology. through the lenses peculiar to that discipline,
§ t:_',ref are quite different in appearance and style
‘therefore, from a narrative life history. The existential
dorm can be biographical or autobiographical. They go
nd a description of events in one’s life in the narrative
;}e toa dee_per examination of patterms underlying one’s
L ry c.:f living, to reflection, to psycho-analysis.
| s ; (::.:%1::;1 prilz:lcip;es of explanation have also enjoyed a
lor on iographies within
:.I“: s the discipline of
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in history there is another long tradition of
research called collective biography, whereby the focus is a
group. Various particular principles of explanation might
be utilized whether economic, sociological, demographic.
The main aim is that these principles tap what
commonalities do exist across many jife histories. This
particular approach to biography is intriguing because it
appears to violate the notion that since life histories are
unique, they are not generalizable. Collective biography,
prosopography or ethnobiography have developed into
valuable tools of modern research historians, sociologists,
and anthropologists (Stone, 1972: Clapier-Valadon, 1980).
It is “the investigation of actors in history (or currently
living) by means of a collective study of their lives” (Stone,

1972, p.107). One initially establishes a universe to be |
studied then asks a series of uniform biographical |

questions deemed particularly important for deriving an

understanding of this particular set of actors or events in _

history. The various data about the individuals are then

juxtaposed, combined and examined for “significant vari- §
ables”. They are also examined for internal relationships 3§

and relationships with other forms of behavior or action.
Collective biography has been use
thinking behind events:

to make sense of political action, to help explain
ideological or cultural change, to identify social reality

and to describe and analyze, with precision, the

structure of society and the degree and nature of

movements within it. (p.108}

Prosopography, though it has b

increasingly become quantitative with the

d to understand the !

een heavily qualitative

since it emerges from a biographical tradition. has
advent of
statistics and the computer. One can Se€ signs of the:
sometimes debilitating struggle between those who favor:

either side beginning to emerge. The irony, from my
vantage point in education, is that collective biography, in

its moderate form, illuminates the Synergy and the?
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complementarity of using both qualitative and quantitative
azg;'ioaches. This consists in thorough investigation of the
quality of individual experience which undergirds

. warranted quantitative analysis of evident commonalities

am'osss individuals’ lives.
tories of lives have been with us

since antiquity, b
biography in its modern form, Berk (p.90) noi‘:;es,tydat;l:

i from the late eighteenth century. Written by both scholars

and lay people, blographies about famous persons were

. written and read in great numb
1 ers at the end of th
1 ;nd eea.r:y §0th centuries. Berk claims that theye :g::
. prevalent, despite the time and effort tha

. t pursuin
1 zﬁiph&h required, because for social scienﬂzts ang
E 'h o were concernmed with formative experience

gr:c}) tg wzruaz u(navoidable because it defined what the;r

i study (p.92). We hope to illuminate in thi

: wish S
j iat illzolltogr:-lphy. suitably adapted for education, deﬁng:)sa pii‘xr
3 egrative way, what educators wish to Stl.;d
. particularly in regards to teacher thinking, >

. A METATHEORETICAL CONTEXT
. BIOGRAPHY co FOR THE USE OF

In approaching the task of presenting arguments for

‘the use of biogra i
phy, it is important to consider th
- metatheoretical context pertinent to such questions as t:

i why and how one sh
* education. should use blographic inquiry in

| The Crisis in Scholarly Inquiry:

Inquiry in the social sciences, in general, and

_:g;catlon in particular, especially in North America, have
| e;ied from an overreliance on the empirical-al:lalytic
g;;amagcthn.WhI;‘Ehrﬂiermore. aberrations of the scientific
21 abuse the basic tenets of science, such as
flogc positivism and behaviorism have taken educational
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research and inquiry into blind alleys which haye paid
minimal attention to the phenomena they were supposed
to address. These efforts lacked in direct observation and
also focused on isolated fragments of reality which lost the
dynamic complex interrelatedness of active classrooms
(Bemstein, 1976). :

We are not arguing for the abandonment of the
empirical-analytic approach (see Butt, 1980) but for the
complementarity of multiple paradigms such as crifical
theory, phenomenology. and appropriate scientific
approaches (Bernstein, 1976; Smith, 1978, Denton, 1979,
p.J). All are legitimate epistemologies that can flluminate
varous similar and different aspects of problems in
education. When these approaches are combined they can

provide a rich understanding of educational phenomena. At §

the moment education is enjoying 2a renaissance and
creation of many qualitative approaches to inquiry and

research. This is parallelled by the return of the empirical- *
analytic paradigm to its roots of naturalistic observation ¢
and inference combined with well grounded quantification. §
After a hiatus of several decades where research findings 3
in education did not contribute significantly to improve- 2
ment in the field, we are now, through both qualitative and |
guantitative efforts, encountering a new understanding of 3

teaching and how it relates to pupil learning.

The Crisis in Professional Knowledge:
Towards Theories-in-Action

i Butt and Raymond 67

solutions in each area. Much research has
. been diverted
g:;:cuntgmzherstanding the phenomena concermed to
e presence, absence and
e e outcomes of naive
Eisner (1979, 1983) has been
5 instrumental in
gzgvidmg compelling arguments which enable educational
1 olars and practiioners to understand the limits of
ogical positivism, behaviorism, and technological para-
digms of inquiry and practice. Through his work he has

A revealed the nature of teachin
: g as being a uniquel
. personal and intuitive activity that requires us to fOCl‘:lS og

its qualitative rather than quantitatve nature.
He makes the case that due to the changing unique-

ness of practical situations, onl

. . only a portion of professional
. practice can be wusefully treated in the manner of
] presﬁpﬁve science. The gap between  general
_ gres ptive frameworks and successful practice is
. dependent more on the reflective intuition, the craft, and

- the art of the professional practitioner than on any

1partlcular prescriptive theory, model or method.

Within education, over ten years ago Schwab (1969,

| 1971) urged us to focus more on th
e practical than th
| theoretic. Though we have concurred with much of hi:

analysis and the need to focus on the practical, we

_' _disagree with his blaming of the inherent wealknesses of

theory as the major cause of the lack of progress in

‘educational research but rather argue in terms of the abuse

.and inappropriate use of empirical analytic approaches and

' 'the use and production of theories w]

"in the phenomena of education (Butt, lgiscg).are ot grounded
: Refocusing on the practical, however, has bhecome
P oblematic. The imposition of a prescriptive science of
'ucation into the school and classroom during the last
' several decades has left us with what might be called an

¥

Problems in scholarly inquiry and knowledge are |
closely related to the crisis in professional knowledge that |
has become more evident in recent years. This 3
phenomenon, although noticed and documented by many &
others, has been given comprehensive treatment by Schon 3
in his most recent book The Reflective Practitioner §
(1983). He provides ample illumination of the way:
research in the professions has been preoccupied with the?
invention and discovery of sure-fired prescriptive models
and which would lead to easily generalizable problem §

_1-: dware, new curricula, the legislation of minimum
e mpetencies, management by objectives, and other forms

_ju-: cher training, together with the dysfunctional effect of
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! Inquiry into the failure of reform has revealed a two-
¢ fold error in attempts at change, firstly the substance
. relied on prescriptive science and, secondly the
. relationship of those outside the classroom (reformers) to
¢ those inside the classrooms (teachers) was unequal
. (Connelly, 1980; Butt, Olson, and Daignault, 1983; Butt,
. 1982). In most cases, teachers were not able to participate
. In determining the changes which were foisted upon
. them. In general, reformers did not participate with
. teachers in understanding classroom reality and they were
. ignorant of the culture of schools (Sarason, 1971). In the
© few cases where insiders and outsiders participated with
i each other in negotiating mutually acceptable changes that
¢ took account of both reformers’ dreams and teachers’
b realities, reform was more successful (Berman and
' McLaughlin, 1978).

_ The problem of reform, then, is intricately related to
. the crisis in scholarly inquiry and professional knowledge.
. The separation of research inquiry, and reform from
. teachers has been a dysfunctional reduction and implicitly
| critical of teachers (Connelly and Ben-Peretz, 1980). The
! major faulty assumption underlying the failed attempt at
i reform has been that the outsiders and reformers are
- Ignorant of classroom reality and the forms that successful
practical pedagogy might take. It is evident, that, as far as
 possible, research, inquiry, reform and professional
- development, (of both insiders and outsiders) should be
' collaborative effort. A biographical approach to the
understanding of teacher's thoughts and actions provides
dor and requires both close and continuous collaboration

etween the teacher and biographer.

the “prescriptive science” of school admimaratiion in a:::
attempt to bureaucratjfle. S{;tse;?a:::é :ﬁct;lg t‘:)-i%i)ﬁed o
ucation (Henchey,
zggftiﬂgegvhat Pinar (1978) has called a techrﬁ((l:a:) Eant;yé
The problem has become one of geu_:ing beyonh oalja £
useful and useless forms of technical parap. ertn i
education into the unique human realities of tfhe ea g
learning situation. Qualitative approaches © mq;lnlrrgugh
general, biography in particular, enable us to move ey ,_
the technological pe:riphecrl{fl of sght::}:itr:jigto the ¢ .
d actions of teachers an 5 ;
thougll-,ljtﬁpar.}ackson (1968) and others in recent' 1t.imeshrl:a{c\:i .
devised ways of getting beyond education's tesm oo _.
reality into classrooms. This work reveals the ng ch :
dynamic, and stressful nature of classrooms e ;
demands a practical and situation-specif.ic respon]fe t?ion 3
part of the teacher, rather than any direct app ca en %
prescribed models. The realization Pf the limits :_h e 3
present prescriptive science of teaching togetherdwi b
centrality of the individual teacher to the art an c.'; Lo 8
pedagogy has led scholars of curriculum to examinal 1
individual teachers, rather than teachers in general, think

and act.
The Crisis of Reform: Towards Collaboration

There is mounting evidence to support Schon’s claitrinnt‘l:ra: |
few professionals, especially outstanding practitio p |
utilize prescriptive models, theories, or techniques as ecgr
are found in many professional texts or innovative proj rst .:
Within education, this crisis has had its woﬁve ;
manifestation with failure of reform based on prg;«;x:pﬂns ]
science and technology. Good teachers do not u

Goodlad, :
type ofJb;\:ledgelsig;ﬂng“?;:“ gaasls]m;glt 1?5?: St_t[mir oW Until recently educational inquiry or prescriptions were
1974, Jackson, ’ '

with seldom based on classroom reality especially as
4n- that bear intricate relationships e
tt.lt.llgog::(s:cier;:fgli 0;I;ract.ice of their profession, as they see 1, QEstenced by its participants. There has been minimal

owledge? dialogue between teachers (as they perceive their
i cx;r;g;lt e ¢ ] professional lives) and scholars of curriculum not only
(Doyle and Ponder, 1 . ;

e Teachers'’ Perspective



70 Journal of Curriculum Theorizing 7:1 Butt and Raymond 71

because of the nature of the relationship of outsiders to
insiders, but also because of the lack of an approach to
inquiry that effectly grasped and represented what c:jr:;
might call the teachers's voice. The lack of this essen E
perspective has seriously hurt the quality of much °
educational scholarship, resulting in knowledge inferior in

cal and intellectual usefulness.
“ p{nacgrder to remedy this situation curriculum scholars
need to engage with teachers, as co-researchers/co-dev- ¢
elopers of classrooms as an important part of their
research endeavors. In the short term, there is a dire need 1
to develop a body of knowledge which represemnts thef |
teachers’ perspective, to redress the current dearth o -_-
suchocrlli:c zau;sfn which outsiders can both learn about class- |
room reality and create knowledge which carries the *
teacher’s voice is through the use of biographical and 2
autcbiographical accounts as to what they think, exper- _
ience and do.

Specific Arguments

teachers' actions and thoughts are as much (if not ¢
iog:e?d guided by their own lmo?vledge. intuition,
experience, craft and theories-in-action, as by anyj
prescriptive framework or models, (Eisner, 1983) what 18
the nature of that knowledge? (Elbaz, 1981; Connelly and
Elbaz, 19080). How are teachers’ theories-in-action ant%
teaching styles formed? How do these guide teachersd i
thoughts and actions and in what actions are unexamined
habits shaped more by circumstances than teachgr
thinking? In approaching such questions as these how 0
we best proceed?

with, and be built upon an understanding of the
everyday life of the members performing those
actions.” (Douglas, 1970 quoted in Janesick, 1981,
p-15}

_ In the particular case at hand our interest is in teacher
 thinking and its interrelationship with action. It is logical,
' then, that we focus directly on the qualitative nature of
' teacher's thoughts and actions. How researchers see and
 interpret these thoughts and actions may be assisted in
' some ways by their detachment and non-involvement in
“teaching. This also carrles with it, however, the disadvan-
tage of a lack of experience of the phenomena concerned
rand a lack of personal knowledge of the participants
-perceptions, motives, and intentions. Human beings,
“through their consciousness, can be understood in ways
‘that non-human subjects and objects of research cannot
Wanesick, 1981, p.20). What teachers do and think within
their professional lives depends, as the phenomenologist
iwould say, upon the meanings those individuals hold and
nterpret within their personal, social, and professional
irealities and everyday-life situations.
¢ Just observing an event or a phenomenon, even
through the eyes of a participant is not sufficient. One
ineeds to go further to understand the relationship among
antecedent, subsequent, and consequent events through
engaging in dialogue with the teacher. One can pursue
eaning, motive, beliefs, and intentions—all those
ghts judged pertinent to the events by both re-
er and teacher. This process not only permits
Becess on the part of the researcher to a teacher's
thoughts and actions, but also permits access to unexa-

it The appeal, in the foregoing paragraphs, is for us to
peturn to the roots of science in order to understand the
. of the phenomena from an insider's perspective as
gell as through our own eyes. Aberrations of science have
gommitted the original sin of what might be called vertical

The nature of teaching: qualitative studies as basic}
research

ction, at}
“Any scientific understanding of human a , 8t
' whgtever level of ordering or generality, must beging
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reductionism— the separation of abstraction from the |
phenomena themselves. Research has also split education- 2
al phenomena into fragments that might permit some |
form of control variables. This has resulted in what might
be called the horizontal reduction. The complexity and =
inextricable interrelatedness of human phenomena com- &
pound the errors of this reduction. !

As opposed to being a simple set of phenomena which #
are devoid of motive and interest that are easily mani- 2
pulated and controlled, teaching situations, as quantitative
studies have discovered, are Very complex multivariate =
phenomena. They are exceedingly difficult to generalize |
about, and even more difficult to control. Each teaching®
situation is different in significant ways from others,
whether due to pupil, teacher, curriculum, environmental 3
or other characteristics. The teaching act, itself, is not 3
subject totally to a rational treatment but is a combination '
of science, craft, and art and “on the spot” human
ingenuity and intuition (Eisner, 1983}. The 200 or more g
(Jackson, 1968) decisions a teacher makes per hour are:
just as likely to be determined by dynamic situational §
factors as any predetermined stance on the part of}
teachers, indeed less so by experts’ prescriptive models. :

Teaching is riddied with so many competing’
influences, dilemmas, paradoxes, and contradictions that}
prediction of specific thoughts and actions of teachers by!
researchers is, at this point anyway, sO difficult as to bed
futile. Each teaching action and the thinking associated?
with it is nested within uniquely personal, situational and?
contextual determinants and influences. Which of those!
influences will hold sway in a particular situation to result:
in one of many possible and paradoxical outcomes 1sd
difficult to predict. The dynamics of the classroom leaves
room for myriads of alternative outcomes for similar mixes§
of variables. It is no wonder, then, that in most empirical] _
studies teachers still remain the largest source of variance. finfluences which emanated fr

At this stage of our understanding of teaching,: fwere seen as important—ﬁaglﬁ(x)rrxnize(c}luﬁz: at?lzc:ii?:r (:;2
especially teacher thinking and action, to utilize only} those curriculum areas that were currently receiving most

. hypothesis-driven quantitative studies seems shorts

i "Discrete variables and their relationships do not ségg:ltefc;
be sufficient to deal with complex interactions and
.:gast:t]arns of human hehavior” (Guba and Lincoln, 1981,
: This is not to say, however, that an empirical-
!munent will never be fruitful. There anf ghmmc'all a.t;lisalyﬂ;cf
._:hope within the careful research being conducted that has
established links between certain teaching actions and
t pupil achievement using a time on task approach. We are
'not claiming here, then, that generalization across
'_twehers is impossible not that any generalization that
;_mig,ht exist is or will necessarily be educationally
| Insignificant. What is apparent is that what is both
*_rgeneralizible and educationally significant is going to be
:;1::11:::;: ai:éiivli);rlzlaps a?ffrado:dcal. leaving room for some
i nal mani

i hjirn vy estations within different person-
| For example in a recent exploratory qualitative s
-tmcher commitment to various currigﬂgm arealse (Btzstyzi
-al 1982b) it became clear that there were no comrilon
:' commitment patterns among elementary school teachers.
' Teachers were quite unique and personal in their patterns
._ commitment to various subject areas with the exception
.:- a common commitment to basic communication skills.
Regardless of the differences in commitment patterns,
however. when teachers were asked about the deter-
‘minants of their different subject matter commitments, a
“common pattern of influences was discovered. 'I:hls
pattern consisted of mostly classroom influences includ-
‘ing: personal interest and enjoyment in the curriculum
a; personal expertise and perceived competence in the
a; pupil needs and the relevance of the curriculum area
itp them (as perceived by the teacher), pupil motivation
and enjoyment; and resource availability. Only two
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attention from stakeholder groups. Each influence, then,
in this common pattern could take many different values
allowing for both the uniqueness of each situation and the
teacher to produce many different personal patterns of
commitment to curriculum areas.

From this perspective, therefore, qualitative inquires
into the nature of teacher thinking and action can be seen
as a type of basic research that is necessary to provide the
depth
required for empirical studies based on complex hypo-
theses.
individuals latterly to groups of teachers.

Inquiry into the complex and personal nature of |
teachers' thoughts and actions is not a task that can be 2
undertaken by the researcher who functions mostly
outside the classroom. This type of inquiry requires the
active collaboration of the teacher as co-researcher who |
can engage in a dialogue with the outsider. In the end, who |

possesses teacher thinking, not researchers but teachers?

of understanding of educational phenomena |

Initially these studies might be applied to &
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¢ reasons. Firstly, the cases for the use of phenomenology
' and ethnography have been well made, whereas that for
| biography has not received sufficient attention. Secondly,
. though phenomenology and biography have very different
| histories, their interests intertwine easily, sometimes
. usefully and legitimately, but at the moment at the expense
. of certain strengths of biography which lie buried or
. neglected under the trend of phenomenology. Thirdly
. blography, despite its similarities to certain aspects of
' phenomenology, does have unique differences which made
. it better suited than phenomenology to address certain
' requirements argued previously in this paper for the study
of teacher thinking.

.~ One can understand the potential miscibility of
‘phenomenclogy and biography in that phenomenology
“strives to re-introduce the personal elements in knowing
in order to understand how human knowledge Iis
desire, and will”

The traditional empiricist considers himself (as a §
scientist) to be the primary source of knowledge and |
trusts his own senses and logic more than he would 3
trust his subjects. The participant observer on the ;
other hand considers the interpretations of his §
subjects to have first importance... By taking the role of
his subjects he recreates in his own imagination and s
experience the thoughts and feelings which are in the
minds of those he studies. (Severyn Bryyn, 1966, p.12
quoted in Janesic, 1981, p.21) :

i Many aspects of current quantitative and qualitative
methodologies are biographical in nature. The problem,
is, without being acknowledged as biography and
ed by its principles and processes these efforts might
ot take full advantage of the biographical approach.

P Jackson's (1968) study of life in classrooms and
fieema Elbaz' (1981) recent work, a case study of one
her, are clearly biographical in nature. Similarly,
glerle J. Janesick's (1981) case study of a professors of

On the Need for Biographical Studies

The foregoing arguments besides being appropriately
applied to biography can also support the use of qualitative §
studies of teacher thinking. The focus, in the remainder of
this paper, is on making a more specific case for the use of }
biography in understanding teacher thinking for several .

dphy, phenomenology, and symbolic interaction is "the
ity of one person” (p.15), as is the current work of
elly and Clandanin (1983). That biography forms an
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| represents another strength of biography; especially since
' the art and craft of teaching is a personal statement. A
- longitudinal approach to biography, whereby past. present,
and potentially future are combined, has the significant
‘potential of recording the development of teacher
‘thinking, as it happens. It can also be claimed that the
dintimate way in which the biographer and the teacher
work together, assembling the record of events significant
io the development of one teacher's personal practical and
iprofessional knowledge, makes the relationship as collab-
'orative as it necessarily should be for fully understanding a
teacher’s thinking. This provides for a constant and
icontinuous personal verification on the part of the teacher
fof the biographers’ data, inferences, and form of biography.
iThis is in contrast to many phenomenological studies
which appear to gather feedback when their interpre-
tations are more fully formed. This constant correction of
existing bias may be somewhat safer, perhaps, than the

important aspect of these and many other studies is :
testimony to its usefulness, as instinctively recognized by
researchers. It is important, however, that this aspect of
the work be explicitly acknowledged so we can begin to
make judgments as to how biography might be most :
fruitfully used in education. 3

Biography and Education

Len Berk (1980, p.89) reviews the history of biography
in a way which enables us to understand potential early |
links between biography and education. He provides a’
rationale for examining, through biography, what is
educative, in a Deweyian sense of experience, both as it s
felt by an individual and as it influences later experiences._'
He argues that Dewey employed what might be called a
biographic conception of education. He contrasts the_
usefulness of biography for assessing education against:

logical positivism's restriction to being only able to assess| process engaged in by phenomenologists of education, who
schooling. He creates an argument for the use of dttempt to “bracket out” their preconceptions without the
biographic studies of pupil’s lives in the assessment of thel ponstant monitoring of the teacher.
real educative merits of schooling. Berk's arguments can; A
be transposed to apply to the study of teacher thinking and!
action. I would argue, in this case, that biography is usel _
in not only discerning what teachers’ actually think and i1 The very level of personal collaborative work between
do, but more importantly, what events in their past] ghe biographer and the teacher, while being one of its
personal and professional lives were and are influential in Birengths, provides the context for its major strength. It
shaping how they think and act in cwrent classrooms provides a  vehicle for recording and interpreting the
situations. . teachers voice. The notion of the teachers voice is used in
Access to past influences on present actions can only Several literal and metaphorical senses. In a physical and
be gained through individual teachers themselves. istaphorical sense, the tone, the quality, the feelings that

Biography emphasizes revealing the potential and actual Fe conveyed by the way a teacher speaks are important to
influence, both conscious and unconscious, of the past om nsider in investigating the nature of teaching. In a

the present. This represents one strength of biography Inj plitical sense, the teacher's voice attests to the right of

comparison with the preoccupation of phenomenology geaking and being represented. It can represent the

with the present. The fact that this potential is flluminatec of both unique individuals, and of a number of people

directly through the person him or herself, as opposed t°, @ collective voice. “Voice™ also connotes that what is said

phenomenology’s preoccupation with classroom  eveniss 8 characteristic of teachers, as distinct from other
g otential voices.

"__"-- teachers voice
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| also in terms of liberating them from the dysfunctional

argum made for bio (in contrast to SN
An Sl graphy . structures of previous roles and relationships.

uncollaborative autobiography} in that teachers have
expressed the need for someone outside themselves to |
assist them in making sense of what they do (Flanders, -
1983, p.147). Conversely, researchers need biography
among other methodologies in order to learn more about |
teaching reality. They also need approaches that structure |
and facilitate collaborative work with teachers’, within =2
collegial rather than vertical relationships (Butt et al &
1983). These types of relationships are necessary to gain
access to teachers’ true feelings and attitudes that shape :
their thinking. ]

If, then, one's purpose is to understand teacher
thinking and its relationship to action, then the proper |
subject of inquiry is teaching as experienced by teachers.
Knowing the quality of experienced thought and acton §
through biography makes it possible to disclose what 3
significantly influences what a teacher does or does not do. :
How those thoughts came to be is understood through
making educative experience intelligible. Through
examining the transformational quality of significant §
experiences in personal and professional lives, we can i
apprehend a teacher's formation or development in an
educative as well as a training sense. We can focus on how}
teachers might transcend the stress of daily teaching
life—how they grow personally and professionallyi
(Flanders, 1983, p.144). :

Collaborative biography enables both researcher and
teacher to raise their consciousness as to the interrela- |
tionship of thought, action and experience. It facilitates
reflection, development and growth on the part of the
teacher, potentially enabling him/her to transcend_
problems. It creates researchers literate in classroom}
reality and teachers “who see themselves as responsih
for the shape and texture of their own experlence...Agents_s
of their own visions and commitments™ (Grumet, 1980}
Thus biography can be seen as emancipatory, not only for__
the teacher and researchers’ knowledge and growth, but|

Biographical Vignettes on Teaching and the Curriculum

. How would one use a biographical approach to explore how
| teachers think about the mandated curriculum?

After a few weeks of trying to teach my kids

according to the Ministry guidelines and the
approaches I had been taught in my teacher training, I
knew that I would either have to change my entire
approach or sacrifice my stomach. My health had been
suffering, I continually caught colds, had dizzy spells,
. stomach cramps. Sometimes 1 threw up in the staff
'+ washroom after a hard day. (McLaren, 1980, p.25)
o Each day the build-up in my mailbox grew.
. Curriculum materials, surveys, advertisements for curri-
culum materials and surveys to establish an advertising
policy. Subject guidelines, policy guidelines, guidelines
for guidelines— it seemed endless.

At first, in my naivete, 1 figured everything was
important and actually read it all. Somehow the
educational system was nourished by all these forms
and papers. However, 1 soon realized that I'd receive
something worthwhile maybe once a week. (p.22)

- This excerpt from a teacher’s autobiography speaks
gery plainly but eloquently about teaching reality and the
antasy of curriculum documents and curriculum imple-

iritical incidents in his past professional life that can be
mterpreted as  significantly  influencing his current
houghts and actions as a teacher. Even though this
Ar ar situation might be thought to be “extreme”, that
8.1t addresses an inner-city type of environment with
hildren of immigrant families, other teachers in more
classrooms seem to think in similar ways., Views
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3 Another teacher from a more conventional, less
¢ stressful, classroom situation still finds it necessary to
. pursue a similar, if less extreme, path. It illustrates what
- one teacher thinks and how she acts with some fairly
- useful curriculum guidelines.

from the margins or extraordinary situations do illuminate
or magnify an understanding of the ordinary.

We can follow some of this teachers’s later trials and °
tribulations in his personal exploration of the issue of &
curriculum guidelines, relevance, and classroom change. -

...When 1 think about what I want to teach it always
seems that I am reacting to the mandated curriculum
I do not honestly feel that at this point in my teachiné
} could say what I want to teach were I given complete
carte-blanche’, (unless 1 had a year’s sabbatical to
work it out). The mandated curriculum does offer me a
guideline to reflect upon, I use it as a starting point to
decide what and how to teach, and with what
&hausiis. I think this is reasonable, as no one
teachir 'um can meet the needs of each class and each

A large part of the grade one program is the lan
arts program and I feel I coullz:l competently teagcli'xagi?:
without a mandated curriculum...At times I do
begrudge the material {workbooks) I must use but I do
manage to work around them in a way that 1 am
comfortable with. Only rarely do I find myself using
0 mandated curriculum and detesting it. Possibly I use
. the curriculum guides as a check against my own
i curriculum and that is why they do not disturb me. If I

- gnmjlt.llf:lg con;ﬂlfrtlelyl the manner in which I deviate

ven culum
et Lan ot then 1 have no qualms about

My decision to try to provide my kids with more
opportunities for self-direction was unpopular with a
few teachers, who regarded with skepticism my
attempts to experiment. They pointed to the results of |
a meeting we had held with some of the neighborhood |
parents, who preferred a more authoritarian system. In 2
fact, several parents had complained that I was not
using standard readers. Instead, 1 preferred to create |
readers out of the kids’ own stories. 3

But to my surprise, the biggest obstacle to creating a §
freer attitude in class do not come from the parents. I
came from the students themselves. 3

All their lives they had been ordered to obey rules.
They asserted themselves, logically enough, by going 1
out and breaking as many rules as they could. |
Removing the rules made them uncomfortable; it left 3
them with nothing to push against. :

It took months before the kids were comfortable
with my policy of having them plan their own3$
timetables, choose their own topics for discussion and
reports, and explore their own questions. It also took 3

time for me to free myself of the odd feeling that,

because 1 wasn't following the standard list of teacher?
topics, 1 was somehow not actually teaching. (McLaren, §

1980, pp.99-100) f I

PP # This excerpt is an interesting portrayal of the way one

acher responds to curriculum guidelines as the prime

b culum developer for the classroom. Assessing, always
igainst learning needs and her own philosophy: rejecting
i adapting and elaborating her own materlal; infusing
&ternal curriculum intentions with hers and those her
5 would enjoy. It is interesting that even though she
sn't use these curriculum guides and materials to teach

Many issues raised over the last ten or more years inj
curriculum development, implementation and change ares
contained within these two short excerpts from one
teacher's biography. This illustrates the richness of illuc-3
dating power of biography. It illustrates how biography can
encompass the universal within the particular (Tuckman,

1979).
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from she does use them as a checking device and to
provoke her to justify her own “deviations™ or “creations”
in a dialectic manner.

Biographies in Education: How Might They Be Done?

Biography does not have a particular unwavering

“method” as to how it should be conducted. The details of ":

each approach are worked out by the biographer to best
investigate and portray the significant aspects of the life

history concerned.
The best means, therefore, of understanding how one

might conduct a biographical study beyond knowing the 4
type or characteristics appropriate for a particular ¢
individual or situation, is through biographical examples &
from education which have appeared recently. These, it §
should be noted, represent an increasing trend to the use 2

of scholarly biography in our field.

Obviously conversations, interviews, observations, |
video and audiotapes, field notes, stimulated recall, &
stream of consciousness” journals, and logs, are all
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. the most difficult and tedious work is the interpretation of

the record.
Berk (1980) searches for educational episodes, which

' are moments of insight, moments which change us,
| gestalts that provide a leap forward, a way of resolving a

. conflict, or of surviving, How did what baffled a teacher—a
¢ paradox or dilemma-—become clear? These “are the marks
. of an educative experience... And an educational episode is
i the story of how one of these insights happened”.

3 So one looks for moments of insight, searches for the
. problematic situation that required the insight, and the
| activity it provoked. Lastly “because the experience is
- supposed to enable later experience, one looks for evi-
3 dence that the experience has had fruitful consequences”
' (p.98). Pinar (1980,1981) and Grumet (1980) provide
. examples of autobiographies which are existential, literary
7 and perhaps psychoanalytic in character. Pinar’s approach
| involves providing descriptive autoblographical narrative
" from ones’ childhood and development (regressive),
| scrutinizing that data for important educational episodes
, (analysis), recording ones’ imagined future (progressive)
‘and bringing this together as a statement of oneself

legitimate means by which data might be gathered for the 3
purposes of biography. In what order and fashion these are
used would depend upon the particular purpose. The
manner in which one might interpret this record: how i
one might make and check inferences; how one might |
collaborate with the subject are all matters that would ;
depend upon individual needs and circumstances. i

The means by which Elbaz (1981), Janesick (1981), ¢
and Connelly and Clandanin (1983) pursued the elabora- §
tion of the stories of their teachers could be considered as
legitimate for biography provided those means are used to
investigate what from the subject’s past as well as present
life significantly influences current thought and action.
“Biographic studies of education...deal with the formation 3
of an individual consciousness through his or her §
experience” Berk (1980, p.140).

Whereas the gathering of data in biography, through §
whatever means and design, can be difficult and tedious,

' (synthesis). We give this all too simplistic description only
to provide the reader the choice of whether to investigate
‘this further or not. Pinar’s in-depth treatment of autobio-
‘graphy must speak for itself as must other examples we
ave only characterized in a superficial way here.

Grumet (1980) explains how she uses reflexive

eurricula.

Biography and autobiography are also beginning to
feature as an approach to portraying the thinking of
um theorists. Schubert and Schubert (1982)
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present reconstructed dialogue

graphical piece by Ted Aoki (1983) which describes the
interplay between his life's history as a Japanese Canadian

and becoming a teacher and teacher educator shortly after ]

being intermed as an alien during the second world war.

Another rich body of work in biography that bears 1
examination both within education and other disciplines, &
is that of Francophone scholars from Quebec and Europe. &
Although most of this work is published in the French |
language, Bertaux (1981) has edited a useful background 3
volume in English which outlines the use of biography as a 3
means of research in history, sociology, and anthropology.
We will examine selected examples from articles in French £
to provide readers not fluent in that language with the 1

flavor of that work.

Ditisheim (1984) makes the case for the use of what
she calls a life-history approach as means for both research 3

and professional development of teachers. She describes

how she uses the life-history approach in teacher §
education for the purpose of showing how ones’ past |
experience as a leamer might influence the way one §
thinks and acts during teaching and also how one might
interpret the experience of teaching. She finds that the 3
life history approach has cathartic, structural, cognitive (or ]
communicative) and energizing functions. Through life
catalytic §
questions designed to stimulate recall of past and current
experiences, and through a guided analysis of the data
revealed by this process, Ditisheim aims to enable her.
students to express and unearth their feelings with
respect to teaching, to be able to deal with them explicity §
(cathartic function). This function is seen as providing the :
potential for liberating the teacher from hidden knots (see |

(written or spoken) to

history responses

Wagner, 1984) through the process of conscientization. |

between curriculum
theorlsts, with themselves as both questioner and the one
who responds. It represents a clarification of their own ¢
thinking about various aspects of curriculum. Similarily, a §
recent issue of Cuwmriculum Inguiry included an autobio- 3
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© Analysis of the life-history data enables the teacher to give
conscious form and explicit structure to their experience
. where before the daily routines, stresses and immersion in
- teaching had submerged the sense of their experience.
| This form-giving is enabled by and, in cyclic fashion,
| enables the discourse and communication among teachers
. about their practice. This serves a cognitive function and
| can be considered as an approach to collective biography
whereby a group of teachers might examine what is
ccommon and unique within their experience of, and
- approaches to, teaching,

i In arriving at a personal synthesis of one’s approach to
‘teaching as influenced by our life-histories, and through
collective discourse, the devaluation of professional's
- practical knowledge that has occurred during the last
 several decades (Schon, 1983) and the alienation that
‘teachers have experienced (Trempe, 1983, 1984) is
' countervailed. The teacher is once again placed at the
| center of the teaching act. Ditisheim has found that this, in
‘many cases, ‘energizes’ teachers, giving them renewed
‘commitment through the personal and collective
empowerment generated by the life-history exercise. She
iincludes guidelines to her approach and vignettes from life
‘histories to illustrate the outcomes. Volume 72-73 (1984)
‘of Education Permanente (Adult Education), the journal in
which Ditisheim’s article appeared, is devoted to the use
‘of life histories within research and training, including to
professional and personal development. It also illuminates
the power of biography within self-oriented professional
\development of teachers.

it Of particular interest within the volume with respect
to the issue of understanding teachers’ thoughts and
actions is an article by a Swiss educational researcher,
Michael Huberman (1984) which addresses the notion of
the development of professional biographies of teachers.
Huberman’s approach during the last ten or more years
has not so much focused on elaborating comprehensive
personal-professional biographies of teachers, but has
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rather been directed towards determining life cycletsau::
teachers’ professional lives from a neo-developmen "
perspective using simple quantitative as well as qualitative
approaches. Readers might wish to consult one earclly1
English work which addresses the life-cycle approa
within adult education and research (Huberman, 1972). :
A book, recently published in Montreal, by Pineau am
Marie-Michele (1983) entitled Produire Sa Vie: Autoforma-
tion and Autobiographie details a fascinating collaboration
between a researcher who utilizes a life-history approach
and a Quebecoise housewife who wanted to discover, i.r:1 a:f
explicit manner, what she had leamed during a perio y
significant personal development. In attempting to develop
some sort of autobiographical narrative of her experienccat;
which identified how she evolved through psychologh
knots fcritical incidents, blocks, problems, issues—see
Wagner, 1984) she experienced a need to talk, discuss,
verbalize with significant oth:rs s
clarifying what she would write an
then, thgat autobiography need not be solitary in nature,
but, indeed, is made better bytatj .
vor whereby others interpretabion (
ef-ltakedf.::il into acc::zynt. She found the interpretations
colleagues and friends to be very
served a function of legitimizing
triangulation). This sequence

narrative followed by similar

the book was twofold. Firstly,

research and

inquiry,
sociology, anthropology.

history,
domains in both

Michele's life-history narrative.

In order to illuminate his understanding of the lifz-f'
history self-education process, he asked a number 4

as a necessary step in ¢
rewrite. She realized, |

making it a collective 3
are included and
of her
rich and edifying. They |
her experience (cf 3
of oral presentation followed |

small group of colleagues and written 2
e ollowed a ?eedback. gave rise to her ¢

it to
drafted life history. Gaston Pineau's contribution
e b - T prior to the life history he |

related the results of a very extensive literature review of

f L
blography and autobiography as a means Ob |
e e O csemeh & development within literature, |

psychology and other '
the French and English language.
Secondly he conducted an analysis/synthesis of Marle _
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questions of both the narrative and Marie-Michele. Were
there any steps, moments, phases? What were the objects
of the self-education process? What are:the means or
processes involved? This process of analysis/synthesis was
" not restricted to a content analysis of the narrative but
. involved Marie Michele fully and equally as meanings and
. words were constantly negotiated. Through this process,
. they found that a rapprochement takes place between the
researcher and the researched (which they found desir-
. able) however, the roles within the relationship can
. become blurred (which was not desirable) (See Butt, Olson
. & Daignault, 1983). Whereas it is desirable for power
. relations between what one might call “external
- researchers” and ‘“internal researchers” to provide for
. equal input to the process (furthermore that they be
. regarded as co-researchers), it appears of vital importance
. that each maintain some distance and remain conscious of
- their uniquely different yet complementary roles.

3 Marie Michele found that, within the self-education
| process, it is hard to separate subjects-objects-means. The
. way of knowing is not visual or auditory, as such, but
. experimental without impersonal distance. It is personal, a
. direct confrontation of self, things, and events; therefore it
. Is sensate “hot knowledge” in the broadest sense. It is the
. opposite of education-by-others, in the didactic sense; in
| the end adults find education-by-others alienating.
. Autobiography provides one alternate paradigm for the
. education of adults wherein the power and responsibility
. belongs to the persons in the process. It also has the
. property of linking self knowledge to action, through a
| conscientization process that propels the learner/teacher
"“to action, thereby integrating thought and action, theory
- and practice. This property is rare among most episte-
" mologies dominant in society today.

. Whereas this example does not examine teacher
 thinking and action in the narrow sense, it does illuminate
how research, enquiry and self education can be combined.
A similar approach applied to the issue of understanding
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how teachers’ thoughts and actions came to be the way
they are and how they might become otherwise would

surely be edifying.
Summary

We have tried to convince the reader of the merits of
using biography for understanding the real phenomena of
teaching as experienced by individuals in their own
personal way. Whereas we see the need to capture unique
individual experience as a means of breaking through
barriers to understanding persisting problems of the
classroom, we also see individual experience as repre-
senting the general, especially if individual teachers have

been involved in the same of similar professional events. 3
Both unique individual experiences of the same events and |

collective understandings can be examined through forms

of collective biography. We see the use of biography as &
having strengths which are in some ways different from,

but complementary to, phenomenology and other qualita-

tive forms of enquiry. These potential strengths can be '
viewed as contributions to basic research into the
phenomena that concern us. Furthermore, besides making |
a contribution to fundamental gualitative understanding of 3

teaching, biography (especially the collective biography)

can utilize ancillary quantitative approaches to truth *
claims. The way biography brings together experience, ¢
thought, action, theory, practice, research development °
and self education, and the way it makes research §
relationships among insiders and outsiders more colla- |
borative, gives blography, as an epistemology, tremendous

integrative, synergistic, and emancipatory potential.
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Endnotes

. (1) A brief portion of an earlier version

_ of this paper was
. published in R. Halkes and J.K. Olson (Edp) pA New
i Perspective on Resisting Problems in Education, Tilburg

: Holland: Swets and Zeiklinger, B.V. 1984 under the ﬂﬂ(;

. “Ar
| gum;gts for using Biography in Understanding Teacher

i (2) We are deeply indebted to our typist B
_ eulah Sinclair
¢ her patience and endurance. P . or
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TRANSFORMATION AS AN AIM OF EDUCATION® American Progressivism writ large. In effect, progres-
sive education began as Progressivism in education: a
many-sided effort to use the schools to improve the
John P. Miller lives of individuals. (p. viii) P
The Ontario Institute for Studies in Education
Just as progressive education was linked to a broader
¢ social movement, so too transmission and transformation
_currlcula have been related to various social contexts.

4 In this article the three major positions are outlined in
f detail. As an “advance organizer,” the three positions are

- now briefly described.

Transformation as an Aim of Education

In 1972 Kohlberg and Mayer published an article
entitled “Development as an Aim in Education.” In that |
article the authors defined three basic educational §
ideologies: cultural transmission, romantic, and progres- §
sive-developmental and argued that the latter position was 3
the most appropriate for developing educational programs.

‘Transmission Position
.

. This position focuses on mastery of traditional subject
In this paper I also describe three positions: smatter. In this position there is a general concern that
transmission, transaction, and transformation. Two off students acquire the basic values and skills that are
these positions - the transmission and transaction-parallel} necessary to function in society.
the cultural transmission and progressive-developmental L Specific orientations within this position include the
ideologies. However, as the title indicates there are major; gubject orientation, cultural transmission orientation, and
differences in the Kohlberg-Mayer position and the one! ompetency based leaming. The subject orientation
outlined here. First, the transformation position, although ses on student mastery of traditional school subjects.
it includes elements of the romantic, is not identical tof tural transmission is concerned with passing on
the romantic ideology described by Kohlberg. Second, I gultural values and mores to the student. Finally,
argue that the transformation position provides a more! gompetency based learning attempts to develop student
comprehensive framework for developing educational glidlls through specific instructional strategies. The
programs than Kohlberg's developmental position. Third ssion position can be diagrammed in the following
the positions are linked with specific social contexts.) :

Lawrence Cremin {1961) has made the connection :
between educational ideologies and social movements: i b
Actually, progressive education began as part of a vast i3 —
humanitarian effort to apply the promise of American p
life— the ideal of government by, of, and for the people - :
—to the puzzling new urban-industrial civilization that

came into being during the latter half of the
nineteenth century. The word progressive provides
the clue to what it really was: the educational phase of

In the transmission position there is primarily one-way
i vement to inculcate the student in certain skills and
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This position has its philosophical roots in logical
positivism where the focus is on breaking language into
logical components. The philosophical-scientific paradigm, ¢
then, in this position is an atomistic view of nature that
sees reality in terms of separate, isolated building blocks. =
Psychologically, this orientation is rooted in behavioral |
psychology. The work of Thorndike and Skinner with their 3
focus on behavioral components provides, in part, the
psychological underpinnings of this position. Finally, the &
position tends to be linked with various forms of conser- 2
vative political philosophy. Conservatism is characterized &
by an emphasis on traditional values (e.g., the work ethic, '
patriotism) and minimum government interference in the !

economy.

- P:'hoblem solving focuses on dialogue between student
> re:o rt::;_ﬂu:::\:slu;; Tlhf:l student is viewed as someone
i owledge in this process. The transac-
pon p‘;);iﬁon is philosophically rooted in Dewey's pragf::-
exitlﬁce IrI:htil}losophical paradigm of the transaction is the
Sl me od. This method or process has formed the
o ; any inquiry learning models. The position has
e psych ological roots in the work of Piaget and Kohlberg
. ?;ntbfrttx thethPIageﬂan viewpoint results from
interz etween e stu

tellectua) e dent and a stimulating
k. il}.ly. the transaction position can be linked with
:' : liberalism. Liberalism has been characterized by
3 lying rational intelligence to social problems.

Iransformation Position

The Transaction Position

The transaction position focuses on problem solving s
and cognitive growth. It contains the following specific’
orientations: cognitive process, democratic citizenship, 3
and the disciplines orientation. The cognitive process i
orientation is seen in the work of Ausubel (1968},
Robinson (1972) and more recently in the work of Driver
and Erickson {1982), Posner (1983) and Ross (1982)%
These theorists have emphasized curriculum strategies]
that facilitate problem solving. Sometimes this problem}
solving occurs within traditional subjects or it is applied to!
solving personal dilemmas. If problem solving skills ares
applied within a social context then, this usually is within a
democratic citizenship orientation. Educators like Shaver
(1976) have stressed the importance of developing
citizenship skills within the context of the democratic
process. Finally, the disciplines orientation has emphas
sized cognitive skills within academic disciplines. Driven
and Erickson (1982) and others have articulated how
thinking skills can be developed in such areas as sclencel
The transaction position can be characterized in the

following way:

1 This position focuses on personal and social change. In
-1':;: po‘;ition the teacher attempts to pass on to studeﬁts
gels at allow for personal and social transformation’
pre s work in Brazil can be viewed in this context Ir;
:E'f' position social change is sometimes placed w-lthl;x a
...... l:‘slpﬁonal framework. In other words, change is seen
:m oving toward harmony with the environment rather
: exerting control over it. Transpersonal techniques are
f-"" used to work with the inner self. Centerin,

fevices such as meditation, visualization and morvemen%
tchniques are used to enhance inner awareness. With a
' spersonal orientation the environment also takes on a
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. education of the rising generation shall be right education,
- of which the citizen and not the criminal or insane is the
¢ outcome” (p. 3). Instruction, then, places a strong em-
* phasis on cultural transmission as it is conceived as a
socializing process.

4 Curriculum is the basic framework for planning
. instruction. For Morrison curriculum is in it's “nature
. constant and universal.” Curriculum assumes that “human
. nature is at bottom the same world over.” The curriculum,
~ then, is the same in its essentials in most schools.

] Morrison argued that literacy skills were essential in
 the elementary school curriculum. He thought that the
- elementary school should focus on the three R's. Morrison
. felt that reading was the basis for the school curriculum
. since it allows access to the rest of the curriculum. The
| next important element in the cwrriculum for Morrison
‘was the development of computational skills. Morrison
indicated that the main task of mathematics education was
| to acquire elementary concepts of number and the ability
‘10 deal with basic mathematical relationships.

: Handwriting is the next essential aspect of curriculum.

spiritual dimension as the ecological system is viewed M]t:)h
respect and reverence. The transformation position can e

diagrammed in the following manner:

0

In this position the curdeulum and student lnterp«;netraﬂnste :
each other in a holistic manner. The paradigm for e
position is an ecologically, interdependent perspe ]
that emphasizes the interrelatedness of phenomena. o what i
Philosophically this position has its rootshﬂ b 3
Huxley (1970) called the “perennial P osop(;l gr.
Psychologically it is attuned to transpersonal. psych th% .
which emphasizes spiritual fulfillment. Falmauyéworks _‘
position is linked with decentralized political ne ¥ .
and “small is beautiful economics.” 8 ‘Morrison felt that writing encourages the student to
We turn now to the three positions. First, [ disscussth Jecganize his or her Wdeas in a clear and concise de
example of programming that can be linked withmcaf ] | At the secondary level, Morrison developed the unit
position. Then 1 tum to the historical, philosop ch ‘approach to le e e
psychological and social contexts associated with each! organized into alumrmtsl e argued that material should be
L : or she is to progress to the next level. His concept of
' is similar in some ways to the current concept of
learning. Morrison's unit method involves the
wing sequential steps: (1) pre-test; (2) teaching; (3)
ing the result of instruction; (4) changing the
astruction procedure; (5) teaching and testing again until
the unit has been completely mastered by the student.

i Mastery involves a fundamental grasp of subject matter.
mastery learning is derived, in part, from the wor B Gevloping the  concept of - mastery . Marrison
Morrison (1926) between! istinguished between learmning and performance. The

Morrison  (1940) draws a distinction D€ 1 igplication of le e e
curdeulum and instruction. Instruction is the | erfo e aIﬁrslmt.l e
process by which the community seeks to guarantee e guan

Henry Morrison. Although he died in 1945 his thinking is
similar to many subject centered and competency -
educators today. For example, Bloom (1981) states
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learning a skill; then once he or she has achieved a certain
level of learning the student attempts to apply the skill.
This application is called performance.

Once performance is achieved adaptation is realized;
that is, the students can apply their learning to any
situation. Adaptation is seen as unitary and permanent. It is
unitary in that one either masters a skill or does not
master it. Second, mastery and adaptation are also viewed
as permanent; a skill does not fade away.

There are three different types of adaptation. First,
there are special skills such as bicycle-riding adaptations.
Second, there are “understandings” or cognitive abilities;
and third, there are “attitudes of appreciation.”

Morrison has had a strong impact on education and |
the transmission position. Morrison’s unit model encour- §
aged the use of worksheets which are still used today so °
that the teacher can assess whether students have achiev- 3

ed mastery.

Morrison's conception of curriculum is an atomistic ¢
one. Learning is broken down into small units that are |

separate from one ancther. Once an adaptation or skill has

been achieved, it is simply checked off on the teachers g
worksheet. Since mastery is permanent, the teacher can 3
forget about the skill once the initial adaptation has been
achieved. Bayles and Hood (1966) come to this conclusion &
about Morrison: “This is an elementistic-atomistic theory |
in curriculum construction as well as in teaching method, *
and for this reason we feel obliged to classify Morrison as a

specific objectivist” (p. 214).

Historical Background

In North America, the transmission position can be
traced to colonial times when Calvinism was predominant |
in New England. The student was seen in the context of |
original sin and thus strict discipline was the order of the
day. Teachers were not reluctant to use corporal punish-3
ment to control student behavior. Reading and religious}
instruction were the principal areas of instruction as
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students learned to read through the alphabet method.
Reflecting the atomistic paradigm, students would first
. leamn their letters, then words.

The demands on teachers were onerous. Often one

¢ teacher had to work with over 80 students. As a result of

: these demands, teachers often relied on rote learning and
recitation (Burton, 1969). Students in groups of three or

a fioour wot;ﬂd be asked to recite what they had memorized

. from a book. Arithmetic was learned by copying rul

- anotebook. d g rufes fnfo

A feature of nineteenth century education was the

¢ monitor system developed by Joseph Lancaster. In this
; system, the “bright” pupils were selected to teach groups
- of students. The teacher would instruct the monitor and
b the monitor would instruct a row of students. Influenced
by faculty psychology this method was based on the
. assumption that the children’s faculty of memory was well
. developed. However, children were not expected to

engage in independent thinking or analysis. Tanner and

Tanner (1980) argue that programmed instruction is
 similar in many ways to the monitorial method:

A century and a half later, advocates of programmed
instruction are extolling the virtues of mechanized
instruction for educating disadvantaged children. Once
again “mechanics” {rote learning by reading, writing,
and arithmetic) is the whole of schooling for many
urban youngsters. Education is seldom valued as a
potent social force for the poor. In a climate of
retrenchment, the concem is with a few namrow
: outcomes that can be taught economically by rote and
. drill, and can be easily measured. In many respects,
2o the situation today parallels that of the early
Y nineteenth century. (p. 210)

in. examining the transmission position, it is clear that it
pecomes dominant in difficult economic times as

politicians and educators opt for inexpensive solutions to
t educational dilemmas.
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In the latter part of the nineteenth century, William T.
Harris articulated the transmission position. For example,
in the science classroom, he felt that textbook learning

should be used instead of the laboratory, experimental _
approach. In 1880, he wrote an article entitle “Textbooks !

and their Uses.” For Harris, the textbook was the center of
ecurriculum and instruction and should reflect “what has

been tested and found essential to civilization™ (p. 9)—a 3

classic statement of the transmission position.

Harris was concermed that the newspaper dominated |
public thought. In an argument that is similar to one used |
by Neil Postman today. he felt education should counter
negative trends in society. Postman (1979) argues that 3
television is the first curriculum and must be countered by |
the more formal curriculum of the school. Harris, in his
time, argued that newspaper must be countered by the |
textbook. In Cremin’s (1961) words, Harris was clearly 2

conservative:

His emphasis is on order rather than freedom, on °
work rather than play, on effort rather than interest, §
on prescription rather than election, on the regularity,
silence, and industry that “preserve and save our civil |

order.” {p. 200)

In the 1920's and 30's, the transmission position was |
represented, in part, by Franklin Bobbit of the University
of Chicago and W. W. Charters of the Carnegie Institute.’
Bobbit thought that curriculum could be improved by:
employing techniques he called “scientific management.”

Scientific management techniques, he felt were being

employed in industry and should be applied to the more;
“backward” institution of education. Bobbit (1913) reflects;
the transmission position when he says, “education is ag
shaping process as much as the manufacture of steel rails”
(p. 11). Education, then, must focus on product:
development and this was to be accomplished through the
introduction of uniform standards. In fact, Bobb i

Miller 103

E suggested that business and industry should set the
3 appropriate standards. Tanner and Tanner (1980} contend
h that “the trend of education catering to the demands of

business has been a continuing trend of American Educa-

Hon™ {p. 329). A recent example of this phenomenon was

in the 1960's when school systems tmrned to business to
develop “performance contracts”™ in order to improve
| pupil performance in the schools.

In 1924, Bobbit published How to Make a Curriculum

i In this book, Bobbit argued that the cwriculum should

| prepare the student for all the activities he or she will
- encounter in daily life. The curriculum, then should

. consist of activities that can be readily identified and

" measured. This mechanistic view of science dominated

'~ education in the 1920's. In Cremin’s words:

The scientific movement exerted its greatest influence
on education at a time when the study of education was
making rapid headway as a university discipline. One
need only check the dissertation lists at Columbia
Chicago, and Stanford after World War I to see the vas;:
enthusiasm for scientific topics. Here was no dabbling
with the tricks of the trade that had been the
earmarks of the normal school; here was Wissenschaft
with a vengeance. (p.200)

The transmission position has tended to have two
gtrands. One strand is represented by Harris with an
emphasis on traditional academic subjects taught through
trad tHonal methodologies {e.g., textbook learning). The
other major strand is seen in the work of Bobbit and in
pompetency-based education. Applying a narrow concep-

. The psychological roots of the transmission can be
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found in the work of Thorndike and in recent work of B.F.
Skinner. Both of the psychologists developed the
behavioral orientation to leaming.

Thorndike's Stimulus - Response Leamning was
interested in animals and his dissertation Animal Intelli-
gence (1911) was published by MacMillan. Influenced by
his study of animals, Thormdike saw human behavior in

terms of S R The S for Thorndike (1913) was the

situation which stimulated a particular response. “A man's

intellect, character and skill is the sum of his tendencies =
to respond to situations and elements of situations. This |
number of different situation response connections that 3
make up this sum would, in an educated adult, run well up ¢

into the millions” (Vol. 2, p.4).

Thorndike reduces learning to the physiological 4
mechanism. According to Thorndike “The physiological &
basis for education is the modifiability of synapses between |

neurons. Learning, then, is concerned with facilitating the

connections between neurons. Thormdike developed a |
number of laws in relation to this physiological view of
learning. One of these laws is called the law of use and 3

disuse.

to be as important to learning.

Another Thomndike (1913) principle is the law of |
effect which anticipated Skinner's law of reinforcement. §
“When a modifiable connection between a situation 1
(stimulus) and a response is made and is accompanied or
followed by a satisfying state of affairs, that connection’s |
strength is increased: when made and accompanied or
followed by an annoying state of affairs; its strength 1is 8

decreased” (Vol. 2, p. 4).

Problem solving, for Thorndike, involves trial and |

error. Thomdike (1913) wrote:

Similarly a person whose general aim is to solve a:
mechanical puzzle may hit upon the solution, or some

Thorndike believed that connections between neurons
are enhanced through exercise and diminish when not in
use. When applied to the classroom, repetition is believed 1
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part of it, in the course of random fumbling, may hit
upon it sooner in the next trial, and so progress in the
learning-all with little help from ideas about the puzzle
or his own movements. (p. 131)

In the transaction position, problem solving is charact-
- erized by rational assessment of alternatives. For Thorn-

. dike, problem solving is random fumblin

: g. Since people
- are viewed In a passive manner, they can onlypsoll)ve
__problems through trial and error.

_ Thorndike argued that “Teaching is the arran

: ement
| of situations which will lead to desirable bonds andg make
- them satisfying.” The definition is similar to Skinner's

' definition of teaching which he called “the arrangement of

"eontll.lrllgenc;gsé under which students learn.”

1 Skinner published The Techno
Teaching. Although he does not consider h.imselflogai agxf
gducational psychologist, he has written extensively on
educatlon. In the second chapter of this book, he asserts
that “recent improvements in the conditions which
‘control behavior in the field of learning are of two
‘principal sorts” (p. 10). The first is the law of effect which
_allo:ws us to shape “the behavior of an organism almost at
{(p. 10). The second advance allows us to “maintain
‘beh -vlor in given states of strength for long periods of
fime (p. 10). In the second law, Skinner is referring to
the use or reinforcers. Reinforcers are the central
eomponent of Skinner”s theory of operant conditioning.
#n operant is a behavior that can be controlled through
iorcement. The basic law of operant conditioning
nvolves reinforcement. “If the occurrence of an operant is
C lowed by presentation of a reinforcing stimulus, the
girength is increased” {p. 4}. In education, teaching is
the arrangement of contingencies of reinforcement under
fhich students learn” (p. 64). By arranging reinforcers the
tacher can increase certain desired hehaviors.

b Skinner distinguishes between negative and positive
einforcers. Positive reinforcers, when added to a
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situation, will increase the behavior. A negative reinforcer
will increase the frequency of behavior when it is removed.
In general, Skinner supports the use of positive |
reinforcers. Aversive education, in Skinner's view, uses |
negative reinforcers and leads to “maladaptive or
neurotic” behavior. E

Natural reinforcers occur in the environment. How- :
ever, Skinner suggests that natural reinforcers are too §
slow: to bring about change. In Skinner's opinion, if the
teacher relies on the environment he or she actually aban- ¢
dons the role of teacher. Instead, the teacher must °
intervene to manipulate the environment. One technique *
that Skinner (1968) recommends is programmed learn- |

ing.

adjusted by the manipulation of others
. Emerson's
vision? Only the hubris of science could take Thoreau's
:;a;ien. andtattiiare to appropriate a word with such
connotations, for such a vile vi
Toar aa5 a0 e vision. (Becker,

{ Philosophical Context

. The transmission position can be linked to

“philosophy. This philosophical movement in its dmi
iforms has also been called logical atomism, logical
 positivism and scientific empiricism. Analytic philosophy
‘attempts to break language down into small components
iso that there is clarity and verification. The thrust to
language and reality is at the heart of the atomistic
‘paradigm and the transmission position. Barrett {1979)

Programmed instruction is primarily a scheme for §
“summarizes the core of analytic thinking:

making an effective use of reinforcers, not only in &
shaping new kinds of behavior but in maintaining
behavior in strength. A program does not specify a |
particular kind of reinforcer (the student may work -
under aversive control or for money. food, prestige, or
love), but it is designed to make weak reinforcers or §
small measures of strong ones effective. (p. 156) '

ENhat is this vision? The position may be labeled as
Logical Atomism,” a phrase previously introduced and
put to use by Russell. But Russell advanced this new
style in philosophy merely as a mode of procedure: as a
kind of philosophical analysis that proceeds by the
: plecemeal decomposition of any complex subject into
In starting a learning task, Skinner suggests that ! its logically ultimate components. (p. 36)
students be rewarded immediately. For example, inj
pro ed learning steps should be small and thus ¢ Ludwig Witigenstein played a crucial role in the
gramim : development of an c Tract
behavior is broken down into small bits (e.g., reinforcers) Logico PMOSOthCUSal{lE gftgﬂgosoﬁlg .mlgtl:? el:noo kiﬂCism atug
so that it can be manipulated. Programmed learning also’ foc atomistic paradigm when he asserts “agy fact =
contains small identifiable components so students pro-g glher be the case or not be case, and everythin clm
ceed through sequential steps. However, we can wonder: ppoains the same.” In this view the universe is msd: S?
how these pieces fit together. For many critics these} isolated “facts” or atoms that may or may not be related :
pieces don't come together particularly in Skinner'ss gach other. There is no link or bond between these facts °
Utopian visions such as Walden 1. Criticisms of Walden II§ . According to Barrett (1979) the early work of Witt-
hoor been abundant: 3 enstein is tied to the thought of Russell and Whitehead
i arly Russell's logical atomism: '
A vision of the future in which man is controlled by

science, made happy by technique, rendered well-§
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Now we have to take only one tiny step further in
order to arrive at the logical atoms that make up the
world. Logic analyzes statements into two kinds:
complex or molecular statements into which these are =
resolved. But what holds for the items in the mirror ¢
must also hold for the realities the mirror pictures. |
Hence, in line with our picture theory of language, the =
world must ultimately be made up of atomic facts that &
correspond to the atomic statements with which
logical analysis terminates. And the various groupings
of these atomic facts make up the complex facts that &
constitute our experience. We thus arrive at the full-
fledged doctrine of Logical Atomism. (p- 39) ;

make progress if only the philosopher would rather be

g;?nitely wrong than vaguely right. (Kaplan, 1961, p.

: Instead philosophy should attack specific problem
:ngi;(t:ie:lgﬁlﬂ :safi;. Using the gains of spclence I;s a mzdgﬁ
i ers su

| cum:lnazljve gainspbe Inad(fgest that through analysis small,
3 ytc philosophy has focused on lan

: "P’lttgenstei.n‘s view philosophical problems arig::g the?
; bc;ur language has gone on vacation.” Thus, problems can
'be resolved by clear and precise language. The analytic
phﬂosopher focuses on overcoming the functional
disorders of language which often have arisen in traditional
‘philosophic  discourse. By analyzing language, then
:phﬂc;,slfjll)lnc confusion can be arrested. ' '
: osophy, then, abandons metaphysical

‘the words of Wittgenstein “whereof ogey:anno%use;g:;s;)rl:;
;tlxst be silent.” Instead philosophy becomes a servant of
e(r:l;:e. Analytic philosophy first attempts to identify
which questions are worth pursuing. Once the appropriate
_-estions have been identified, science then takes over
| a d c;:;eirms which statements are true or false. The basis
ssnaty, gy rsen e sppecnc o MR ot T By oy
a number of world views, each essentially complete in 3 m g.” Some statements " e )
itself, and impossible to assess in terms of some other § ey s
philosophy without begging the fundamental questions.
One is either a Platonist or Aristotelizn, Spinozist org philos

Thomist, Cartesian or Kantian, and so for the rest. And: abo op}clijitt:faelr;ptpm?ycp}leess n::,a;de SR
the choice between the great systems seemed to be a i opositions in traditional hﬂe;;’;er;xiences- e
matter of taste or temperament; no wonder the lew of the analytic Phﬂ°::’ h pb S e
controversies were endless. Now, says the analytic jerifiable: pher because They are not
philosopher, the time has come to put an end to such 1
pointless disputation. When a philosophic thesis 1S
formulated in sufficiently exact language. there is nog
longer room for debate—the thing can be settled one
way or the other, and once for all. Philosophy coulds

It has been argued that Wittgenstein takes empiricism ¥
to its conclusion— the universe is made up of atoms or facts
that are disconnected from one another. To attempt to -
theorize is not worthwhile in the empiricist's view. 3
Synthesis should not be attempted until the basic |
elements have been identified and analyzed. A

Analytical philosophers may not even acknowledge that
there are different world views or metaphysical &

conceptions:

i In short, for analytic philoso

: phy the questions raised
T itrli traditional metaphysics are unanswerable because
ey are not genuine questions. Philosophical
i arguments have been interminable because in
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. separation between rational and intuitive modes of thought
of course, is not just common to analytic philosophy, it has
'tended to dominate most of academia and has permeated
‘educational philosophy and psychology for most of this
‘century. There have been other currents such as
' existentialism, and humanistic psychology but these have
| generally been isolated from the academic mainstream. In
ishort analytic philosophy has reinforced the shizoid split
‘that separates head from heart in our culture.

It is this same dichotomy that is apparent in the back-
‘to-basics movement. The curriculum is reduced to basic
elements (e.g., the 3 R's) which are taught separately. Of
fcourse, there are different strands within the back-to-
‘basic movements but generally the transmission posifion
‘breaks the curriculum down into small segments which
Jare unrelated and cut off from the affective and spiritual
dimensions of life.

principle there is no way to establish that one side s ¢
right and the other wrong. What is crucial, from the |
standpoint of analytic philosophy, is that metaphysical |
questions are unanswerable because of defects in their
formulation, and not because of any alleged limitations &
of the human mind. (Kaplan, 1961, p. 66-67)

In its most radical form, empiricism is seen in the
principle of physicalism—that all the science can in
principle be reformulated in the language of physics. Even |
psychology from this point of view is reduced to
observations of physical behavior. Physicalism, then, is the
link between the philosophy and psychology of the trans-:
mission position. ]

In analytic philosophy humans are connected only:
through the rational use of language. Human experience is §
reduced to what can be logically verified. We are left again
with Wittgenstein's two statements. §

i [Economical /Social Context

- “Any fact can be the case or not be the case, and :
everything else remains the same.” '

- “Whereof one cannot speak, therefore one must be?
silent.”

“. The transmission position can be linked to
iconservatism. There are varieties of conservatism which
fnclude religious fundamentalism, Tory conservatism,
i laisse-faire conservatism, Social Darwinism, and technolog-
In the world of the analytic philosopher values are: dcal  conservatism. The conservatism which will be
removed from the rational discourse, instead they are ag discussed here is laisse-faire conservatism, since it is
matter of personal choice. There is no connection between plosest to the atomistic paradigm and is the predominant
philosophy and one's personal values. They are simply? ponservative viewpoint in North America.
separate from each other. In Kaplan's (1961) words “What§ G
he identifies as philosophy is not something that he lives:
by, but a purely intellectual pursuit, like the study of®
mathematics or physics with which it is so intimately?
associated.” (p.88) i
The world view of the analytic philosopher is made up}
of isolated segments that may or may not be related to}
each other. The analytic philosopher focuses on science,
observations, inference, clarity and precision. Art, beauty,?
ethics, spirituality are separate and unrelated. This

i3

5

g

Laisse-Faire Conservatism

i Laisse-faire conservatism can be traced to Adam
Smith, whose Inquiry Into The Natwre and Causes of
Wealth of Nations was published in 1776. In this book
Bmith attacked the dominant economic system of the day-
-;"- cantilism and argued for the free market system.
Smith's conception of the free market was based on
ndividual self-interest and competition. Individual self-
nterest results in competition through the market and
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the market results in the provision of those goods that
society wants. Self-interest drives man to work for what
society is willing to pay for and competition acts as a
restraint to self-interest. These two factors - individual self-
interest and competition - act as checks on each other to

provide the best possible goods at the lowest possible

price. Heilbroner (1980) summarizes Smith's conception
of the market as “atomistic:”

The world of Adam Smith has been called a world of *
atomistic competition; a world in which no agent of |
the productive mechanism, on the side of labor or |
capital, was powerful enough to interfere with or to §
resist the pressures of competition. It was a world in |
which each agent was forced to scurry after its self-

interest in a vast social free-for-all. (p.56)

Today one of the strongest advocaies of laisse-faire
capitalism has been Milton Friedman. Friedman has argued §
that government has intervened too far into the social and §
economic life of the country. For Friedman this interven- 4
tion has reduced the freedom of the individual. Friedman |
(1962) believes that the economic and political freedom

are intertwined:

Economic arrangements play a dual role in the |
of a free society. On the one hand. freedom §

in economic arrangements is itself a component of 4
freedom broadly understood, so economic freedom is |
an end in itself. In the second place, economic |
freedom is also an indispensable means toward the:

promotion

achievement of political freedom. (p. 8)

In Friedman's view

alternatives is stark:

“capitalism is a necessary |
condition for political freedom.” Friedman's view of
capitalism is derived from Smith and his view of economic
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Fundamentally, there are only two ways of co-
ordinating the economic activities of millions. One is
central direction involving the use of coercion—the
technique of the army and of the modern totalitarian
state. The other is voluntary co-operation of individuals
—the technique of the marketplace. (p. 13)

. He also adopts Smith's atomistic view of the individual in
. the marketplace. “In its simplest form, such a society
; _consists of a number of independent households—a
| collection of Robinson Crusoes, as it were” (p. 13).
: Friedman's choice of terms is revealing as he sees
 soclety as a collection of Robinson Crusoes. The only link
:for individuals is through the marketplace. Government, in
: Friedman's view should act like an umpire to make s'ure
,_that one individual or group of individuals does not take
grm t;hﬂz:,edr?arketplace. In this way economic freedom is
Friedman also has something to say about education. In
‘brief, he applies free market theory to education. He
rargues that parents should be able to choose and pay
idirectly for the kind of education they prefer. He suggests
that until 1840 this was the case in the U.S. where schools
‘were financed by fees paid by the parents. After that time
: hooling was taken over by government, and since then
most children in the U.S. have attended government
Bchools. As government has played a larger role, the focus
f- schooling has changed. He feels that schools “are still
Expe t?d to teach the three R's and to transmit common
alues™ a classic statement of the transmission position. He
4lso suggests, however, that schools have become involved
in the issues such as social integration which he feels are
“gs)tanﬂy related to their fundamental task.” (e.g., the
Lare: S).
¥t To restore the health of education, Friedman advocates
the voucher system. The woucher system means that
pares ts would receive a voucher, or a piece of paper for a
esignated sum of money (e.g., $2,000) which is only
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mab f schooling. The
le if it is used to pay the cost o

:::e:her then, allows the individual or parents to choose
the type of school they want their child to attend.

Transmission Position - Concluding Comments

transmission position, then,
atoxr'InT;:ic world view. This world view has made some
ture.
significant contributions to our cul
One contribution has been the emphasis on ty ans
precision. Analytic philosophers have forced think:
define their terms so that clarity

behaviorists’ emphasis on specificity has also contributed ¢

to clear and precise objectives. Clarity and precision have

enhanced communication;

to define things clearly people can communicate more =

readily.

our scientific knowledge,

e e has also led to a healthy

grown exponentially. Empiricism

skepticism as people have guestioned entrenched assump-

tions and untested dogma.

here the freedom of an individ
In e ool goode marketplace is, at ﬁrst_
problems of centralized

goods in an open

d sell
to buy an o

glance, an appealing vision.
lanning in
Ere aregalso well aware of the excesses

scarred by industries that are more concerned with

than the ecology is only one o
biected to exploitative cap

goilservatives tend to focus solely on the jmportance of

free market.
The atomistic position has

including industrialists to compartmentalize life. In this

position, life is broken into segments that

T, O e and However, this work

unrelated to the personal life.

is rooted in an |

clarity and °

is enhanced. The 3§
since there is more of an effort

sitive influences. By using ;
Empiricism has had some po e o el

mim Yet:
t countries are also well known. _
e of unregulated-

capitalism. Today a fraglle environment that has beenj

philosopher comes to work and focus 5
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| philosopher’'s values, spirituality, and aesthetic sense do
¢ not enter into the well defined world of analytic philo-
- sophy just as an ecological sense is remote to the
. industrialist.

. The behaviorist also tends to work in a segmented
} world. The extreme behaviorist disconnects consciousness
. from behavior and is only interested in the external world.
i The concern of the behaviorist is to be able to describe
and predict behavior; the internal world of thoughts and
- images is seen as irrelevant. The separation of our inner
- and outer worlds is similar to the dichotomy between the
' personal and professional work of the analytic philosopher.

. The atomistic paradigm may be at the root of alienation. In
'a social world where individual self-interest is prominent
‘then we end up isolated and cut off from each other. In the
- words of Philip Slater (1970):

i

It is easy to produce examples of the many ways in
which Americans attempt to minimize, circumvent, or
deny the interdependence upon which all human
societies are based. We seek a private house, a private
laundry, self-service stores, and do-it-yourself skills of
every kind. An enormous technology seems to have set
itself the task of making it unnecessary for one human
being ever to ask anything of another in the course of
going about his dalily business. Even within the family
Americans are unique in their feeling that each mem-
# ber should have a separate room, and even a separate
i telephone, television, and car, when economically pos-
0! sible. We seek more and more privacy, and feel more
. and more alienated and lonely when we get it. (p. 7)

::: The Compassionate Teacher Miller (1981) demon-

trates how the separation between our inner and outer
forld is upheld in schools:

Schools reinforce this separation. To succeed in school
¢ it is important that an individual succeed in conceptual
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terms. The individual must gain technical skills and
abstract knowledge, but there is little empha.sis on
empathy or compassion. In fact:‘ compassion lia:
negatively reinforced in favor of “playing it cool.
Competition and quick-wittedness are stressed over
tion and warmth.
coﬁvp:mcietach the head from the heart because we want to
hide behind the illusion that we may have create“d for
ourselves. A current illusion in education is the “back
to basics movement.” By suggesting that we must focus
solely on the 3R's, we are continuing to perpetuate the
split between the heart and head. By stressing =&
cognitive skills over affective and spiritual integration, =
we reinforce the schizoid culture. (pp. 15-16) i

When we break the world down into isolated segments we |
can feel cut off from those elements. We move from the I- 3
thou relationship to the I-it position. The extreme end |
point of the atomistic viewpoint is the survivalist. The
survivalist is prepared for the breakdown of society; almost =
everyone is conceived of as a potential enemy. Thus, the #
survivalist is prepared to defend his or l?er home with a
shotgun. In the survivalist’'s world, Crusoe’s household has 3§

become an armed camp.

TRANSACTION POSITION

Science educators have been leading advocates of the }
transaction position. They have described how cognitive 1
processes in scientific inquiry can be used as a basis for_
designing curriculum and instruction. In general, tht; E
transaction position has beﬁg associated with forms o 3
in within academic disciplines. :

unirzrcenﬂy Driver and Erickson (1983) have described &
research which integrates cognitive psychology with work
in a discipline such as science. Driver and Erickson
summarize the thrust of this work:
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Empirical Premise One. Many students have con-
structed from previous physical and linguistic
experiences frameworks which can be used to
interpret some of the natural phenomena which they
study formally in schoo! science classes.

Empirical Premise Two. These student frameworks
often result in conceptual confusion as they lead to
different predictions and explanations from those
frameworks sanctioned by school science.

Empirical Premise Three. Well-planned instruction
employing teaching strategies which take account of
student frameworks will result in the development of
frameworks that conform more closely to school
science.

Value Premise One. One should conduct research
which will lead to a better understanding of school
science by students.

Conclusion. We ought to engage in research
endeavors which will uncover student frameworks,
investigate the ways they interact with instructional
experiences and utilize this knowledge in the
development of teaching programs. (p. 39-40)

Driver and Erickson claim that until recently the

phasis In science curricula has been directed towards
‘the structure of knowledge to be taught. Now it is shifting
ito the idea that students possess “invented ideas™ or
drameworks that are based on sense experience and

These invented ideas influence student

found that these *“invented ideas" can confuse

investigation and lead to inaccurate conclusions. Teachers,
then, need to concentrate on strategies that will take into
@ccount these student frameworks.

" Some of the recent research in this area has focused
i how students tend to develop conceptual frameworks.
Strauss {1981) has argued that student's common sense
nowledge is “spontaneous and universal” (e.g.. acquired
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by individuals without formal instruction). Researchers
such as Brown (1982) have argued that detailed descrip-
tions of novice frameworks should be developed in a
number of areas (e.g.. mechanics, energy or evolution).
After these novice frameworks are identified then instruc-

tional strategies can be developed that help students 1

examine their own frameworks.

Students, then, do not enter a science experiment _
with a “blank slate.” Instead, students through sensory and

linguistic experience have developed some basic concep-

tualization about the problems at hand. In science the

novice frameworks are usually in place in such areas as
mechanics, heat and temperature.

Research is currently being conducted on how student *
frameworks interact with instruction. Some of this work is
descriptive. For example, Anderson and Smith (1983) have =
conducted studies that describe student conceptions of
topics such as light, color and photosynthesis before,
during and after instruction. Tiberghien (1980) and her &
associates at the Universite de Paris have also been examin-

ing student frameworks about heat during instruction.

Finally, there has also been research examining how &
student conceptual frameworks can be changed through:
instruction. Some of this research has focused on changing:
frameworks through cognitive conflict similar to Piaget's:
“equilibration” concept of Festinger's  “cognitive disson-;
ance.” For example, Stavy and Berkovitz (1980) developed

strategies which brought children's qualitative-verba

representation systems into conflict with their quantitative-s
numerical representation systems. This conflict was used
in relation to children’s thinking about temperature:
change. Research by Hewson (1981) and Posner, Strike,’
Hewson and Gertzog (1979) integrates the philosophy off

science with information processing psychology. This

search “has also provided specific instructional prescrips
tions for changing secondary school student’s intuitive
notions about the concepts of mass,volume, density ang
particulate nature of matter (HewsonM., 1982, J:.
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M. and Hewson, P. 1981) and for diagnosin,

. P g and subse-
quently altering students’ ‘alternate conceptions’ about the
concept of speed using a microcomputer as the means of
presenting and pacing the instructional materials™ (Driver

L and Erickson, p. 52).

| Historical Background

The transaction position views the student

as capabl
of intelligent interaction with the environment. Evel:1 u:
colonial times there were educators who did not accept
the Calvinistic view of the child. For example in the U.S.,

| Benjamin Franklin developed a vision of secondary

education that moved away from a narrow view of

- education.

In the early nineteenth century many U.S. reformers

| were influenced by Pestalozzi, the Swiss

. Pestalozzi felt that teachers should be able to ur::tliet;g:at;lt-i
- the needs and wishes of the child. Pestalozzi developed a
| curriculum based on “the Art of Sense Impressionism.” He
3 felt that students learn through observation of nature by
' being presented with opportunities to analyze and make
inferences on experience.

Pestalozzi influence was present in the so called

: "object teaching method” which became
;. 0 popular in the
U.S. in the 1860s. In the U.S. the object method was

promoted by William Sheldon. Object teaching was similar

to Pestalozzi's “Sense Impressionism.” In the object

ethod the child would observe an object and then

_op concepts about the object which then would be

slated into words. Tanner and Tanner argue that

pbject teaching was a “tremendously important reform

because direct experience concerning an object was

B stltu'ted for teacher verbalism.” (P. 215) In the
fanners’ view object teaching was also a forerunner of

: learning.
. A late nineteenth century figure who was also
pil enced by Pestalozzi was Francis Parker. Dewey
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‘provided the philosophical underpinnings of inquiry
‘approaches in curriculum. Dewey's thought can also be
ilinked with liberal political philosophy which attempts to
ifacilitate social and economic growth through active
government intervention.

. Dewey claimed that schools should focus on
cooperat:lon and sharing. Schools should be miniature
lcommunities where teachers and students develop shared
goals and solve mutual problems. Dewey's social vision is
clearly different from the atomistic vision of the transmis-
sion position. Dewey (1916) criticized laisse-faire capital-
Hsm because in this system he believed that a few
duals exploited the majority of workers. In other

referred to Parker as the father of progressive education. :
In Quincy Massachusetts he became Superintendent of =
Schools in 1875 where he introduced a number of =
innovations. He advocated the whole word method of =
reading and introduced the discussion method into the
classroom so that children moved away from rote -
recitation. Writing in the classroom focused on having .
children describe their own activities. Arithmetic was :
taught through induction rather than by rote memori-
zation. Field trips were used to teach geography. g

Another figure who helped usher in progressivism was ¢
Lester Ward. Unlike Parker, Ward was a Social Darwinist, &
or more accurately a Reform Darwinist. In 1883 Ward's
book Dynamic Sociology was published where he criticized
Laisse-faire economics and proposed instead a planned &
society. Education had an important role in Ward's scheme |
as it must inform the student about his or her relationship g
to society. Ward argued that social sciences should play a ¢
significant part in this process as they would allow the §
student to participate in public affairs in an informed |
manner. An important aspect of the transaction position is
the development of the student as an individual who can |
intelligently resolve social problems. !

This social strand of progressivism was continued with |
John Dewey. Dewey's laboratory school remains a classic |
example of the transaction position put into practice. The
purpose of the school of Dewey’s words was: .

too much toward the individual. Laisse-faire capitalism was
on individual interest and competition, while
wey's social vision was centered more on group

" Dewey argued the aim of education was growth. Dewey
{1938) claimed that growth involved the reconstruction of
iexperience and knowledge which helps in refining and
controlling future experience. Educational experiences are
Judged, then, on their ability to promote growth. Positive
experiences facilitate growth while negative experiences

rrest or retard growth:

Some experiences are miseducative. Any experience is
miseducative that has the effect of arresting or
distorting the growth of further experience... An
experience may be immediately enjoyable and yet
promote the formation of a slack and careless
attitude...(which) operates to modify the quality of
subsequent experiences so as to prevent a person from
getting out of them what they have to give... Just as no
man lives or dies to himself, sc no experience lives or
dies to itself. Wholly independent of desire or intent,
every experience lives on in further experiences.
Hence the central problem of an education based on

“to discover in administration, selection of subject-
matter, methods of learning, teaching, and discipline,
how a school could become a cooperative community
while developing in individuals their own capacities |
and satisfying their own needs.” (Mayhew and '
Edwards, 1936, p. XIV) ;

The Philosophical Context

The transaction position has its philosophical roots in ]
experimental pragmatism. John Dewey, in particular, has 3
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-;und purposes of the leamer, and so becomes just a
1 ;?n;‘egtf‘!;ing to be memorized and reproduced on demand”
: School should not be merely a place of activi
_instead should focus on problem):solvhlzg. The teache:yln?;cl;
' the external environment with the needs, purposes and
.mterests of the child. Too often Dewey (1938) felt progres-
L sives romanticized the child and merely succumbed to the
' child’s impulses. Instead he felt that schools should
 facilitate inquiry rooted in the scientific method. In
- Dewey’s (1938) words:

experience is to select the kind of present
experiences that live fruitfully and creatively 1§
subsequent experience. {p. 25-28)

Dewey felt that growth is developed through the
individual's interaction with the social environment. In 2
particular, intelligence arises through solving problems. §
Ideally this problem solving should occur in a cooperative &
social context where people can work collaboratively. §
Dewey's concept of problem solving is rooted in the
scientific method. The first step in Dewey's concept of !
problem solving is the problematic situation. Here the |
individual confronts a situation that causes confusion or
puzzlement so that he or she must resolve the difficulty. In
the second step the person must define the problem. 3
Exactly, what is the problem? The third step consists of
darification of the problem where there is a careful 8
examination or analysis of the factors contributing to the
problem. In the fourth step the person develops
hypotheses or “if-then” statements that are possible -
solutions and consider the possible consequences of each’
alternative. In the fifth and final step the person selects’
one hypothesis or alternative and implements it. If the?
alternative is successful, the person continues his or her!
activity. If the hypothesis does not work out, then thed
individuals selects another alternative. :

fn the transmission position knowledge is viewed as
more static; students master the core curriculum which is
seen as relatively fixed. For Dewey knowledge is related to}
experience; it is not something which is passively?

It means that scientific method is the only authentic
means at out command for getting at the significance
of our everyday experiences of the world in which we
live. It means that scientific method provides a
working pattern of the way in which and the
conditions under which experiences are used to lead
ever onward and outward. Adaptation of the method to
individuals of various degrees of maturity is a problem
for the educator, and the constant factors in the
problem are the formation of ideas, acting upon ideas.
observation of the conditions which result, and
organization of facts and ideas for future use. (p. 88)

iln sum, the scientific method allows the person fto
‘examine and control experience. The Individual working
drom the transaction position places his or her faith in
emalysis and rational intervention.

recetved, but is acted upon by the student as the student] iPsychological Context

tests out ideas and hypotheses. Dewey (1916, 1966) stated] :

“when education under the influence of a scholastc] L Lawrence Kohlberg has argued that his work and the
conception of knowledge which ignores everything buts :evelopmental theory of Jean Piaget has been in part the

chological extension of Dewey's thinking. While Dewey
812 ed that growth was a principal aim of education, Piaget
@nd Kohlberg have more clearly defined the stages of

growth. At the heart of the Pilaget-Kohlberg conception i
the interactionist position: ¢ P °

scientifically formulated facts and truths, fails to recognize
that primary or initial subject matter of an active doing)
involving the of the body and the handling of material, the
subject matter of instruction is isolated from the needs
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The child is not a plant or a machine; he is a
philosopher or a scientist-poet. The dialectical meta-
phor of progressive education is supported by a
cognitive-developmental or interactional psychological
theory. Discarding the dichotomy between maturation
and environmentally determined learning, Piaget and

Dewey claim that mature thought emerges through a &
process of development that is neither direct biolog- &
jcal maturation nor direct learning, but rather a :
reorganization of psychological structures resulting |

from organism-environment interactions. Basic mental

structure is the product of the patterning of inter-
action between the organism and the environment,
rather than a direct reflection of either innate
neurological patterns or external environmental

patterns. (Kohlberg and Mayer, 1972, pp. 456-457)

In Kohlbergs view, cognition is seen in terms of |
structures of “internally organized wholes or systems of |
internal relations.” These structures are rules for 3
processing  information. The child's experience is J
organized through these internal structures which interact 8
with the environment. Development occurs when these |
internal structures become more comprehensive in the &
way they can deal with cognitive conflict. In Kohlberg's |
words “The theory emphasizes that the core of ¢
development is cognitive change in distinctively human, §
general patterns of thinking about the self and the world."]
{p. 457) At the center of the Piaget-Kohlberg theory is the 1
concept of life stages with each stage implying distinct,

qualitative differences in children’s thinking.
Piaget and Kohlberg have been powerful influences 0

education over the past two decades. A principle strengl hi

of their work has been the attempt to understand

world view of the child at different stages. Their work hasi
made us inquire more seriously into how children think:
Yet there are serious problems with their view. U e
difficulty is that they have dismissed the childs!

imaginative capacity. In Sullivan’s {1977) words:
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There is something lacking in all of the conceptual
elegance of both Piaget's and Kohlberg’s structural-
{sms. One significant gap is in the area of the
aesthetic imagination” and the potential role it may
play in the development of intellectual and moral
understanding. It can be said of Kohlberg, as it is said
?f Piaget, that his theory is confined to an analysis of
decentering” in logical and moral structures. The
imagination is the thorm in the rosy development of
most theoretical rationalists. We noted earlier that
Piaget seems to pass off figurative knowledge as simply
a lower form of intellectual development. Kohlberg's
theory has no systematic place for it. In our everyday
life, value synthesis is not a science but probably
encompasses, when done well, the virtuosity of an
artist. (p. 23-24)

. Another problem has been pointed out by Gilligan
*1982). She argues that Kohlberg's view is male oriented

Just as Milton Friedman has been the principle
spokesman for the laisse-faire position, John Galbraith has
jeen the most prominent spokesman for liberal interven-
pnist theory. Gambs (1973) claims that Galbraith and

y share a common world view:

i Both have been active in reform politics. Both saw that
g their fields of study—philosophy and economics
jFespectively—have not really been a search for truth.
§ but rather a search for myths to explain this curlous:
- nd unreasonable world: such things as high and low
rank, abject poverty and ridiculously great wealth
s tdomination and cobedience. Both saw that these myths:
i though perhaps once serviceable to mankind, are no
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longer relevant. Dewey invented instrumentalism as a
guiding philosophy and Galbraith is (seemingly) an
unconscious instrumentalist who, like Moliere’s M.
Jourdain, had unwittingly been speaking prose for
forty years. (pp. 113-4)

One of the most complete presentations of the 3
Galbraith position can be found in his book Economics and

the Public Purpose. This book has two major components.
In the first there is an analysis of the economy and the
second part there is a theory of reform.

Galbraith claims that one of
the economy is the large corporations. Corporations such

as Mobil and Esso have vast powers to control prices and |
even the demand for goods. Each of these firms has a =

technostructure which is the corporate bureaucracy. The

technostructure, in Galbraith’s view, is most concerned
with survival and thus there is much interaction between
the corporate technostructure and government. For

example, people move back and forth between government

positions and the technostructure. These large firms in |
Galbraith’s view act virtually independent of their Boards

and the shareholders.

Besides the large corporations, Galbraith argues that'
there is a market system composed of smaller corpor- 4
ations and businesses. This section of the economy is®
closer to laisse-faire capitalism and includes small stores, |
restaurants and other small businesses. Galbraith argues
that government should stimulate and support the market?

system so that it is not swallowed up by the

corporations.
The third element in Galbraith’s economy is !
government. Galbraith feels that government has ani

essential role to play in the economy

price controls.
Galbraith (1973) argues that to rely on

the main components of ]

in providing essential
services such as education. Government also must be tl
principal party that combats inflation through wage and}

the laisse-faire
system leads to “unequal development, inequality, frivolous
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. and erratic innovation, environmental assault, indifference
¢ to personality power over the stage. inflation, failure in
- interindustry coordination.”

. An important aspect of his proposal is changing govern-
- ment so that it serves the market system rather than the
| planning system of the techno-structure. Galbraith feels
 that government now is a servant of the big firms and that
 voters must stop electing incumbents to Congress so that
;-the new members will not continue the cosy relationship
- between government and big business.

; Government, as mentioned earlier, should actively
: support the market system which includes allowing small
__businesses to form guilds. Government should also imple-
. ment a guaranteed income to people who cannot find work
‘and he argues that excessive incomes should be reduced
ﬁn'ough progressive taxation. Government should also be
tinvolved in nationalizing certain industries. Galbraith feels
‘that housing, medical service, public {ransport and the
'defense industries should be publically owned. Galbraith’s
(socialism” is not ideological but more pragmatic in
nature, based on his view that these particular industries
icould function better if they were made public enterprises.
In general, Galbraith argues that government expenditures
should be made for public services rather than space
programs. Public purpose is the main priority for
Galbraith’s government.

. The free market system cannot adequately bring about
changes that Galbraith feels are needed. In a word
-faire economics is irrelevant. The only solution to

s /ocates  that  governments of different countries
pperate in planning to control distribution of capital and
at inflation.

ont Position - Concluding Comments
| The transaction position, then, is rooted in pragma-

and liberalisrn. Abraham Kaplan claims that pragma-
Bm can “be described as providing meaning to the old






130 Journal of Curriculum Theorizing 7:1 Miller 131

. Confluent education has employed such techniques as
‘ guided fantasies and nonverbal awareness exercises to
‘enhance traditional learning experiences. For example, in
working with the book Lord of the Flies one teacher asked
‘students to imagine themselves as animals in the forest
encountering other animals. This exercise is related to
animal imagery in the book where the boys visualize
themselves as animals. Another example comes from a
ivlass where students role played words and their
opposites. A college instructor used this approach to
examine word meanings. These exercises attempt to link
‘the internal world of the student with the external world
of subject matter. At the same time there is an attempt to
fmotivate students toward traditional learning goals.
& Confluent education has also used techniques associat-
ed with humanistic education such as developing interper-
sonal skills. Thus, confluent education uses both humanis-
Hc and transpersonal techniques in the classroom. For
Example, in a unit on racism students fantasize that they
are entering a room full of persons of a race different from
their own and then to share what they have experienced.
in another exercise on sex role stereotyping, the males sit
in the center of a circle with the women on the outside.
Both groups, then, share their perceptions of sex-
Btereotyped behavior that they associate with each sex.
fhese latter examples show how social awareness is
mtegrated with transpersonal techniques {e.g., the use of
b imagery). This integration is central to the transformation
It can also be argued that a fourth dimension, the position.
transpersonal surrounds the first three. 'l'h'ls'refers to the
cosmic or spiritual dimension of the student’s experience;
The transpersonal provides the universal context for p
g basic questions of meaning and spirituality. _ i Historically, the transformation position has been
Confluent education has three broad goal categories— fpresented by two different strands. One strand is ﬂ*{e
“to achieve traditional subject matter goals, to achieve jmantic element which can be traced to Rousseau's
ontraditional goals of personal and interpersonal or socid Beory and is also found in the work of Froebel, Tolstoy,
n d to learn process skills that will help 5. Neil and John Holt. The other strand is the social
development, &n their own goals” (Brown et al., 1976, pl ge position which is represented in the work of
i‘é‘;d‘?“ts L : ge Counts, Jonathan Kozol and Michael Apple.

confluent also refers to the integration of the intraper-
sonal, interpersonal, extrapersonal, and transpersonal._ 1
Intrapersonal refers to the person’s internal space- .
feelings, and self-perceptions. The intrapersonal also |
refers to each person’s subpersonalities such as aggresstve_
or passive masculine and feminine, as well as other
subselves. Confluent education attempts to facilitate:
awareness of the different subselves and eventually bﬂn% _

harmony. ;
theu‘i‘li;::ointerperssénal dimension consists of relations with:
others. It involves how students perceive other people ancl
how they communicate with them. The next dimension,
extrapersonal refers to the context or social structures:
that encompass the experiences of the student. These:
include the structure of the school, the community and
the society. The most desirable education is where all
three dimensions are integrated:

For example, if a cuwriculum is designed to teach!
democratic processes, and individual students share in:
decisions affecting them, work in small groups in &
decision-making process, and participate with  thej
teacher in setting classroom rules, a confluence exists
among intrapersonal needs, interpersonal relations
and the extrapersonal setting. If the teacher governs
the class autocratically, however, the situation is not
confluent. (Brown et al., 1976, p. 11-12) £

o]
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L
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When my first wife and I began the schocl, we had one
main idea: to make the school fit the child— instead of
' making the child fit the school. . .

. Well, we set out to make a school in which we should
. allow children freedom to be themselves. In order to
do this, we had to renounce all discipline, all
directon, all suggestion, all moral training, all
religious instruction. We have been called brave, but it
did not require courage. All it required was what we
had—a complete belief in the child as a good, not an
evil, being., For almost forty years, this belief in the
goodness of the child has wavered; it rather has
become a final faith. (p.4)

The romantic element of the transformation position .
can be traced to Rousseau and his work Emile. In Emile 1
(1911), Roussean advised “Therefore the education of the &
earliest years should be merely negative. It consists not in
teaching virtue or truth, but in preserving the heart from 2
vice and from the spirit of error” (p. 57). Rousseau felt
that children in their natural state are good and that they
become corrupted through their contact with society. |
Education, then, should not attempt to manipulate the |
child but simply let the child’s inner nature unfold. =
Education as unfoldment has been a pervasive theme in ¢
the romantic strand. 3

Friedrich Froebel (1887) was influenced by both 3
Rousseau and Pestalozzi. However, his mysticism clearly =
places him within the transformation position. The:
following statement reflects his belief in the 1
interdependence of all things: -

By 1969, Summerhill was selling at a rate of more than
/ hundred thousand copies a year. It influenced a
number of writers such as Paul Goodman, John Holt and
; Herbert Kohl, as well as the free school movement in
By education, then, the divine essence of man should: Jorth America.
be unfolded, brought out, lifted into consciousness, ¢ i*  Another person who initially was a romantic critic of
and man himself raised into free, conscious obedience: schools was Jonathan Kozol. His first book Death at an
to the divine principle that lives in him, and to a free Early Age is a condemnation of the Boston public school
representation of this principle in his life. . system and its effects on children from the ghettos.
Education, in instruction, should lead man to see and However, Kozol quickly moved to the social change orien-
know the divine, spiritual, and eternal principle which® tation. He was critical of free schools and wrote a book
animates surrounding nature, constitutes the essence 11978) on Cuban schools which he feels are an appropriate
of nature, and is permanently manifested in nature.” tnodel for social change. In these schools, the Cuban
(pp. 4-5) I Btudents are sent into the countryside to teach others
basic literacy skills.
' Kozol's work, then, represents the other major strand
nithe transformation position—the social change position.

Froebel is best known for his development of kinder-:
garten. Some of the features of Froebel's kindergarten’
included play, singing and dancing. : is

Perhaps the most famous example of the Rousseauiant Bounts. Counts believed that teachers should be actively
posttion in practice is Summerhill. Founded in 1921 by A.J Ivolved in soclal change and even run for political office.
S. Neill, this school is still in operation. Neill (1960)2 e prodded progressive educators to take this stand in his
describes the philosophy of the school in his book, ok. Dare the Schools Build a New Social Order?, which
Summerhill: gas published in 1932. Counts argued that educators
ghould collaborate with other groups to effect social
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person and the universe. Pythagoras designated the word
psyche to represent this “inner self" which corresponds
tto the highest principles of the universe. The individual
imust attend to the psyche to realize this connection.
fAccording to Jacob Neddleman (1982), Pythagoras felt
ithat “the cosmos, the deep order of nature is knowledge-
able through self-knowledge—man is a microcosm” (p. 59).
IThus the individual must contemplete or meditate to gain
laccess to this understanding. Pythagoras suggested that
Lcertain techniques such as “the use of parable and symbol,
bof meditation, of the discipline of silence, of the study of
‘music and sacred dance” (p. 45} as well as other methods
be used in the search of self-knowledge.
i In this section we will discuss the four basic principles
in relation to different traditions as represented by two
individuals: Ralph Waldo Emerson, and Mahatma Gandhi.
For example, in the nineteenth century many of the
principles of the perennial philosophy were articulated in
transcendentalism, Ralph Waldo Emerson argued that
within each person there was the “inner self” that was
iconnected to the unity of the universe or “the oversoul” as
i Emerson called it. Other transcendentalists included Walt
-the interconnectedness of reality and the fundamenta Whitman, Bronson Alcott and Henry Thoreau.
unity of the universe; i L. Just as Eastern thought influenced the transcenden-
-the intimate connection between the individual's falists, Thoreau affected Gandhi, particularly Gandhi's
inner or higher self and this unity; ¢ g about non-viclent action. Gandhi's work repre-
-the cultivation of intuition through contemplation and ents the perennial philosophy in eastern terms and he
meditation in order to “see” more clearly this unity: 3 was able to integrate his spirituality (Hinduism, in this
-the realization of this unity among human beings i tase) with social action. A person who also integrated
leads to social actvity designed to counter injustice ' gnirituality with social action in this century was Martin
and human suffering. uther King, Jr.

Fhe Interconnected Nature of Reality and the Fundamental
ity of the Universe

change. Counts also felt that schools cannot be |
morally neutral. In Counts’ view, educators should clarify
their assumptions and values and make them explicit.
Counts was particularly critical of progressive educators E
who espoused a position of value neutrality.

In recent years, the romantic strand and social change
position have been integrated in such programs as?
confluent education and social literacy training {Alschuler,
1980). Integration of these two strands is essential to the®
transformation position and distinguishes it from Kohl-
berg's romantic ideology. :

Philosophical Roots

The transformation position is rooted in what Huxley
(1970) called “the perennial philosophy.” At the center of
the perennial philosophy is the view that all phenomena:
are interconnected and part of a unified whole. The}
individual is also part of this unity., In this section we will
outline a few of the main principles of the perennial
philosophy. These principles include:

i

These principles have been articulated in different!
spiritual and intellectual traditions in both the East and
West. In the West the perennial philosophy can be traced
to early Greek times. For example, Pythagoras was a Greek!
philosopher who made the connection between the inn

_Emerson (1903) argued that the universe revealed this
gity in a number of forms:

_'There is one animal, one plant, one matter and one
force (that is, energy). The laws of light and of heat
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translate into each other, —so do the laws of sound and
of color; and so galvanism, electricity and magnetism &
are varied forms of the selfsame energy. While the &
student ponders this immense unity, he observes that

all things in Nature, the animals, the mountain, the =
river, the seasons, wood, iron, stone, vapor, have a |
mysterious relation to his thoughs and his life; their |
growths, decays, quality and use to curiously resemble ¢
himself, in parts and in wholes, that he is compelled §
to speak by means of them. (Emerson, 1903, p. 4)

Emerson’s thinking is similar to Capra's (1975) idea that i
new physics reveals “a basic interconnection of matter
showing that energy of motion can be transferred into J
mass, and suggesting that particles are processes rather ¢
than objects” (p. 275). '

For Gandhi (1980), this unity reveals itself in the:
immediacy of daily life. He also claims that this unity lies
behind all religions. He said: “The forms are many, but the.
informing spirit is one. How can there be room for ¢
distinctions of high and low where there is this all-
embracing fundamental unity underlying the outward:
diversity? For that is a fact meeting you at every step in}
daily life. The final goal of all religions is to realize this
essential oneness” (p. 63). Gandhi's position that this unity
is evident in everyday life reflects the notion that the
interconnectedness of reality should not be relegated toj
remote forms of mysticism. %

The Connectedness Between the Individual's Higher Self:
and the Fundamental Unity of the Universe I

The higher self has been referred to by many differe: t
names in many different contexts. For example, Carl Jung,;
the Swiss psychologist, called it the Self while the Hindus
name the higher self, the Atman. :

Emerson (1965) referred to the connectedness:
between the inner self and the fundamental unity

frequently in his work.

b

g

.‘:-:I| [

We live in succession, in division, in parts, in particles.
Meantime within man is the soul of the whole; the
wise silence; the universal beauty, to which every part
and particle is equally related; the etermal ONE. And
this deep power in which we exist, and whose
beatitude is all accessible to us, is not only self-
sufficing and perfect in every hour, but the act of
seeing and the thing seen, the seer and the spectacle,
the subject and the object, are one. We see the world
piece by piece, as the sun, the moon, the animal, the
tree; but the whole of which these are the shining
parts, is the soul. (p.29)

‘ Gandhi referred to the same connection between the
ndividual and the interconnected nature of reality. He

said: “I believe in the absolute oneness of God and,

herefore, of humanity. What though we have many bodies?
We have but one soul. The rays of the sun are many through

T raction. But they have the same source. I cannot,
iherefore, detach myself from the wickedest soul nor may

jobe denied identity with the most virtuous™ (p. 72).
_ continually made the link between the concept of
nterconnectedness and his relation to all other human
tings. Again he does not use spiritnality as a way to escape

rom humanity but as a means to renew his encounter with

Hhers.

e Cultivation of Intuition and
and Meditation

Insight Through
§ How is one to see the interconnectedness of reality
nd the fundamental unity of things? A consistent thread
the perennial philosophy is the need to cultivate
Otuition so one can “see” clearly how things are. Emerson
$902), for example, refers to Intuition as the primary
Bdom:

1

]

reami

. inquiry leads us to that source, at once the
. essence of genius, of virtue, and of life, which we call
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ntaneity or Instinct. We denote this primary
\?rli):dom atg Intuition, whilst all later teachings are
tuitions. In that deep force, the last fact behind which
analysis cannot go, all things find their common origin.
For, the sense of being which in calm hours rises, we
know not how, in the soul, is not diverse from things,
from space, from light, from time, from man, but one
with them, and proceeds obviously from the same
source whence their life and being also proceed. (p.

267)

Gandhi refers to intuition as that “still small voice
within® that prods him to social action. “There are
moments in your life when you must act, even tl.'lough you
cannot carry your best friends with you. The ‘still small
voice' within you must alway;s be the final arbiter when

is a conflict of duty” {p. 62). _
thm;peciﬁc approachtgsn have been advocated with the |
perennial philosophy to cultivate intuition. These methods,
such as contemplation and meditation, have been develop- |
ed to help one to “see.” Emerson, for example, suggested §
that it was helpful to be quiet and to listen. In this quiet, :
one can begin to see one's relationship with the |
environment. Gandhi believed that silence was helpful in
seeking God. He said: “It (silence) has now become both a |
physical and spiritual necessity for me. Originally it was }
taken to relieve the sense of pressure. Then I wanted time
for writing, After, however, 1 had practiced it for some
time, I saw the spiritual value of it. It suddenly flashed:
across my mind that that was the time when I could best:
hold communion with God. And now I feel as though I -.
naturally built for silence” (p. 101).

Soctal Action as Means to Relieving Human Suffering

f
The last component is a logical extension o _
interconnected perspective. If indeed I am intimately:
related to all other beings then I cannot ignore injustice ta
others. ‘Gandhi frequently made this point: ;
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Man’'s ultimate aim is the realization of God, and all his
activities, political, social and religious, have to be
guided by the ultimate aim of the vision of God. The
immediate service of all human beings becomes a
necessary part of the endeavor simply because the only
way to find God is to see Him in His creation and be
one with it. This can only be done by service of all. And
this cannot be done except through one's country. I
am a part and parcel of the whole, and I cannot find
Him apart from the rest of the humanity. My
countrymen are my nearest neighbors. They have
become so helpless, so resourceless, so inert that I
must concentrate on serving them. If I could persuade
myself that I should find Him in a Himalayan cave I
would proceed there immediately. But I know that I
cannot find Him apart from humanity.” (p. 51)

Mother Theresa in Calcutta is another person who has

tapplied this principle in her work in India. What are the
 implications of these principles on education? Again,
' Gandhi draws the most direct conclusion:

I hold that true education of the intellect can only
come through a proper exercise and training of the
bodily organs, e.g.. hands, feet, eyes, ears, nose, ete, In
other words an intelligent use of the bodily organs in a
child provides the best and quickest way of developing
his intellect. But unless the development of the mind
and body goes hand in hand with a corresponding
awakening of the soul, the former alone would prove to
be a poor lopsided affair. By spiritual training I mean
education of the heart. A proper and all-round

¢ development of the mind, therefore, can take place
* only when it proceeds pari passu with the education of
b the physical and spiritual faculties of the child. They
. constitute an indivisible whole. According to this
' theory, therefore, it would be a gross fallacy to suppose
* that
¢ independently of one another. (p. 138)

they can be developed piecemeal or
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Unlike the other positions, the transformation position
cannot ignore the wholeness of the child. To do so would
be to deny the interdependent nature of reality.

Psychological Roots— Transpersonal Psychology

Transpersonal psychology is based, in part, on the
perennial philosophy. One of the most prolific writers in

the field has been Ken Wilber. He has written several |

books which keep redefining new perspectives in the

field. In his recent work, Wilber (1983) integrates a broad
spectrum of thinking to construct a developmental view of
the person. This view contains the following levels of |

existence.

At the base of development is what Wilber calls the
archaic level. The focus of this stage is on physical |
sensation and emotional, sexual energy. According to |
Wilber, the person operating at this level is dominated by
is parallel to Maslow's |
physiological need level, and Kohlberg's stage one morality:

his/her physical needs. It

level that is organized around punishment and obedience.

The next level is the magical stage. Here the person:
begins to think instead of just react to physical needs.
However, the thinking tends to be magical or in Piaget's:
term preoperational. This stage also parallels Maslow’s:
safety needs and Kohlberg's stage two morality that is

based on egocentric needs.

The third level is the mythic. Here the person begins:

concrete operational thinking (Piaget); that is, he or
can figure things out without being deceived
appearances. However, the child at this level cannof
reason abstractly {e.g.. hypothetico-deductive reasoning):
This stage is correlated with Maslow’s belongingness
needs and Kohlberg’s conventional morality. In general

personal relations. 4
The next level is the rational Here the person i3
capable of abstract thinking. The individual can alsg
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| hypothesize and then rationally examine the variables
| which may or may not support the hypothesis. Thus, the
. person at the rational stage has entered Piaget's stage of
. formal operations. This stage correlates with Kohlberg's
. post-conventional morality and Maslow’s self-esteem
. needs.

; Many hierarchies of development end at this point.
| However, transpersonal psychologists suggest that the
. individual is capable of higher levels of consclousness.
 Wilber believes that it is not outrageous to speculate about
. the evolution of human consciousness in this way:

The point is that the general concept of evolution
continuing beyond its present stage into some
legitimately trans-rational structures is not a totally
cutrageous notion. Look at the course of evolution to
date: from ameobas to humans! Now what if that ratio,
amoeba-to-human, were appled to future evolution?
That is, amoebas are to humans as humans are to—
what? Is it ridiculous to suggest that the “what” might
indeed be omega, geist, supermind, spirit? (Wilbur,
1983, p. 24)

peyond the rational is the psychic. The psychic level goes
peyond the rational level by forming networks of
pnceptual relationships. Here the person moves towards a
ber order synthesizing ability. The individual makes
ections, relates truths, coordinates ideas, integrates
Bcepts.” This stage is parallel to Maslow's self-
imalization stage. Wilber suggests persons at this stage

" also result in a type of vision, noetic, numinous,
Spiring, often enstatic, occasionally ecstatic® (Wilbur,
B3, p. 29)

¢lhe next transpersonal level is the subtle. Here the
sont  experiences what Maslow called self transcen-
nce. According to Wilber, the disciplines and insights of
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the great saints reflect this level of development. At this
level the person experiences the highest level of intuition.
Intuition is not emotionalism or some form of hunch at &
this stage, but direct spiritual insight. 3

The highest level of transpersonal development is the 3
causal. Wilber states: “Passing full through the state of °
cessation or unmanifest absorption, consciousness is said |
finally to re-awaken to its absolutely prior and eternal
abode as spirit, radiant and all-pervading, one and many,
only and all” (p. 31). Here the person becomes identified | - developmental framewor
with Tillich's “Ground of Being® or Spinoza’s “Eternal '_'questign. Is humane“idoexlr{elo;fne‘r)lvtﬂbl?lze 1:11 a:::al c;penthto
Substance.” At this level the person does not have 2 ¢ inevitably moves us along or is it more ﬂ?n‘g at
particular set of experiences but transcends the} 'spontaneous? His vision of development beyond and
“experiencer.” Thus subject-object duality is transcended. : ‘tional models is needed, yet must we also azz: t ﬂ;:or;ve;—

It can be argued that the form of education should lstep nature of the model? There is not D ﬁ € lock-
match the level of development. Thus, for children humans grow and develop but I question q“fls &tl)n thgt
operating at the archiac stage there should be a good deal & movernent occurs in the lock-step manner ‘1"1’ tageste
of physical experience and the opportunity to move about. 2 Despite these problems Wilber offers a broag :uggis:is.
At the magical stage, play is crucial to the child’s} view of development that moves beyond the yﬁmig
development. Play allows children to experiment with} rationality of the Plaget-Kohlberg models. We are no I =
their growing conceptions of the world and to learn to get: dealing with a view of development that .is narrowlo rgl;tge;
along with others. : in cognitive processing. Instead we have a mocjlrel thet

At the mythic level the student'’s thinking can be’ Bcknowledges our spiritual potential a
developed more fully. The student can be presented with ; ’
problems that stimulate his or her thinking. The problems] The Social Context
are best presented with concrete materials that th 4
student can test his or her logic. ] ' In his book, N .

At the rational level the student should focus oni fhere are fou:-{’ prfnwci;)qlii ngﬁf:ﬂx:fkmt;; Sugdgests that
developing abstract thinking skills. In terms of personall focial thrust of the transformation position unTherlie fthe
development self-esteem needs are important so tn3 thics include: 1) self-development: 2) e . ege LTS
educational approaches designed to facilitate self-concepti feliance /cooperation; and 4) non- violence cology; 3} self-
are appropriate. These approaches include varlous | Self-development ethic—This ethic suggests th i
humanistic education curricula such as Purkey's (1983} Blid for persons to seek growth and ggF at it is
Invitational Teaching and Weinstein's (1976) Self-Sclencg Bssumed that it is natural, even lawful, for mdisil:it{;a}; iﬁ
education. : move toward higher, integrative states (e.g., Wilber). To

At the psychic level the individual is capable of genuing jcilitate self-development, various forms of ciis .tl
spiritual insight. The person at this level can work with fased on race, sex, and age must be elimi teudinmlnlat 02
various transpersonal techniques such as visualization, ang gere should be a maximization of cultural, intell S
dreamwork. Yogic disciplines may also be used. i Shiritual freedom. +» intellectual and

: At the subtle and causal levels the individual

§ with various forms of meditation. At the subtlen;gelwgll;l:
. meditative experience allows insight, while at the causal
: level Atlhﬂi personal merges with the ONE.

; ough much of Wilber's work is impressive, th
are certain difficulties. For example, he haI; developeder;
© peculiar jargon that can make his work inaccessible. Such
| terms as pleromatic and uroboric which abound in The
“Atman Project and other works obscure his thinking. The

y
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| in the transformation position to follow Thoreau’s dictum-
. Simplify, simplify, simplify. In other words, people
" attempt to simplify their lives so that their wants and life
style are not excessive.
! Quality. In general there is an emphasis on the
| qualitative aspect of life over the quantitative. Pirsig
. (1974), in his book Zen and the Ar of Motorcycle
. Maintenance discusses the concept of Quality and how
¢ fixing a motorcycle can be a higher quality activity than
| attending the University of Chicago.
3 The ethics and values outlined by Satin have been
translated into many domains of action such as economics.
: Transformation economics is based on the concept
| that economics cannot be separated from social realities.
- Economic well being, then, is not defined in terms of GNP.
. Gary Synder (1977) has argued that GNP fails to measure
. what he calls the “real values” of “nature, family and
' mind.” He suggests that accounting measures should be
:,."'What is the natural spiritual price we pay for this
particular piece of affluence, comfort, or labor saving.”
Thus transformation economics attempts to grapple with
| personal, social, ecological costs of economic activity.
| Economics from a transformation perspective is based on
~the following principles:
.~ - Social purpose and profit are valid goals in
- transformation economics. Profit is not seen as a valid goal
dn itself: instead it is connected with right livelihood.
_Right livelihood is work that is not exploitative in any way.
i - Appropriate Pricing—Prices are not marked up to
thighest possible level. Instead goods are priced at a level

Ecology ethic—As individuals move toward higher
stages of functioning, they become more aware of the °
interconnectedness of life, Thus, the personal, social and &
economic behavior are not isolated events but are |
interdependent.

Self-reliance/cooperation  ethic—The transformation =
orientation focuses on the connection between our inner
life and community. It emphasizes the possibility of being ¢
more in touch with one’s inner self and at the same time &
communicating with others. According to Satin, “we need
to maximize self-reliance of communities, regions, and ;|
nation states, and maximization of the cooperative
potential of communities, regions, and states” (p. 102). ]

Non-violence ethic—At the heart of the transformation 3
position is reverence for life. The thought of Thoreau, -
Tolstoy, Gandhi, and King extend this reverence to non-
violent political action. No matter how valid the cause, 3
violence is not condoned in pursuit of social and political &
action.

Satin suggests that these four basic ethics are reflected ¢
in more specific values. These values include: '

Enoughness. The transformation orientation argues3
that more is not necessarily better. Instead there is a focus§
on appropriate technology. 3

Stewardship. Focuses on a concern for the present |
environment. Earth and its resources are not to be used in
an unconscious manner, rather they are something that3
should be cared for and nurtured.

Diversity/Pluralism. The transformation orientation;
places value in pluralism. Through diversity people are:
more able to realize wholeness. If the culture movess
towards a monolithic ethic, then conformity tends to3
override diversity. Satin suggests that this diversity canj
also occur within ourselves. Thus, we can acknowledge thef
different parts of ourselves - masculine/feminine, young/
old, active/passive, independent/interdependent. In this
sense, we are multidimensional persons. ;

Voluntary Simplicity. Duane Elgin (1981) explores this’
concept in a book by the same name. There is a tendency’

fecision making, Hierarchial organizational structures are
eplaced by small human scale organizations.

- Cooperative Economics— Cooperatives are often used
s a way to pool capital and resources. Cooperatives are
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preferred over competitive modes, although competition
still has a role in making business less wasteful.

- Blending of Work and Play—Work is not seen as
separate from play. In transformation economics work is
seen as rewarding in itself.

- Integration of Economics

or her job is as important as any product; thus,
not override means.

- Ecological Consciousness— Economics are viewed as a &
business activity should take

relationship with the surrounding

part of a larger whole, thus
into account Iits
environment.

- Appropriate Technology— Technology is used as an
become extended beyond

technology remains a tool §

appropriate tool and does not
basic economic requirements;
rather than a master.

We have then, a different social context than found in 4
The individual is |

Crusoe” who is atomized in the
the person a rational planner who
the social and economic environment.
Instead the individual is intimately linked with those

the |
person cannot compartmentalize life as in the case of the
philosopher. Because he or she’
life must be treated with

the transmission or transaction positions.
not an isolated “Robinson
marketplace. Neither is

intervenes in

around him or her. Seeing this interconnection,

capitalist or the analytic
cannot compartmentalize life,
respect even reverence. it is much
others as objects

life, as in the case of Gandhi or King,
view the other as object.

The transformation position demands a great de
interconnected, where dof

from us. If, in fact all beings are
my responsibilities end? As an
other difficulties. The
to some. The language used to explain the interconne

overall position there a

and Spiritual Values— Work

is not separated from one’s spiritual life. How one does his 3
ends do ¢

from the transformation perspective; in’

fact, if the person perceives the interconnectedness of}
it is impossible to}

links with mysticism are alienath
‘e

edness of the universe is not alway accessible. One of thef
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. biggest problems is that empirical and analytic methods
.'aI;:te :crleq;::nlzla{’ . Itlgtt apptroprti:te within this position.
. urn to other modes such as (3
g}ge m::;lcl. 1myth. and spiritual insight. We ::nag alrs%
e ncw physice” (Capra, 1675 bt we. shouln bo sveans
‘that synthesis between écience axl:; Yne Sll:’im‘uld peliind
) cism

] et;eil;lgte. Physics may just be another me);saphor tom;:rpr::;
3 Det:;(;(:?ngztednessbof the universe.

:” ese problems the transformation posi

e:s on;ym_major ideology which acknowledges tFl"le ?v?;l;?
: ol e. The perennial philosophy and transpersonal
psychs_ otogkado not leave us atomized or in a cognitive
i_nl:raiﬂgh Jacket. When I listen to Mozart or Beethoven or sit
b tesrc ent meditation I sometimes get just a glimpse of this
5 e 1:nrw:o::tedno.ess and wholeness. The perennial philoso-
mm attempt to articulate this sense of unity, and
b . Inadequate these attempts are the transﬁ’)rma-
ton position is more spiritually satisfying than th
it e other
. Educational programs which have been

j" the transformation position have many pro;}:ﬂfsd
- :;e difficult to evaluate and are the first to bc;
',.: mth feriods of retrenchment. Yet we can
e e ath it is only within the transformation
o At e child is not reduced to Thorndike's
o fu fer or an abstract set of mental processes.
. of such programs such as confluent education
= social literacy training is the alm of personal and social
ntegration. Even more important than these aims are th
inderlying assumptions or world view which ackno\a;E
the interdependent nature of reality. However,

lematlc these
. : programs reflect th
% Theilard de Chardin {1965) € vision articulated

LR ES

_. :::tt farther and more deeply we penetrate into
g er, by means of increasingly powerful methods
] more we are confounded by the mterdependencé
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of its parts. Each element of the cosmos is positively
woven from all the others... It is impossible to cut into
this network. to isolate a portion without it becoming
frayed and unravelled at all its edges. All around us, as
far as the eye can see, the universe holds together, and
only one way of considering it is really possible, that is, =
to take it as a whole, in one piece. (p. 43-44)

: Bméogpalﬁegﬂrft;ngﬁm and De;elopment: The Problems of
, Access and Induction. Hi
ment 25, 1982, 89-115. vman Develop-
1 BrownAnGeI::E‘e,d I. Human Teaching for Human
; uction to Confluent Educa :
| P tion. New York:
- Brown, George I., Phillips, Mark and Shapiro, Stewart.
gftﬂ.ng It All Together: Confluent Education.
oomington, Ind: Phi Delta Kappa Educational
Foundation, 1976.
‘Burton, Warren. The District School As It Was. New York:
: __CapmAr;g ;rfss al:ld The New York Times, 1969,
i 5 of The Tao of Physics. B H
: e ysi oulder, Colorado:
' Counts, George. Dare the School Build a N
3 New York: Day, 1932. e Soclal Order?
;?remm. Lawrence. The Transformation of the School. New
: York: Random House, Vintage Books, 1961.
l?ewey. John. Democracy and Education. New York:
A MacMillanE)/q}:ree Press, 1916, 1966.
erience and Education, N H
MacMillan/Collier Books, 1938, 1969. e York
er. Rosaline and Erickson, Gaalen. Theores in Action:
- Some Theoretical and Empirical Issues in the Study
of Students’ Conceptual Frameworks in Science
Studies in Science Education, 1983, 10:37-60. .

In the final analysis curriculum must also recognize
this interconnectedness. The transformation position can |
restore an image of individual growth that is spiritually =
satisfying and deeply connected to community. :
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AN ANALYSIS OF STUDENT-TEACHER EXCHANGES IN
DIALOGUE JOURNAL WRITING

John Albertini and Bonnie Meath-Lang
National Technical Institute for the Deaf
Rochester Institute of Technology
Introduction

The significance of educational autobiography and

. individual experience in social-educational situations are
| the central preoccupations of reconceptualized curriculum
. theory (Pinar, 1975; Grumet, 1979; Pinar & Grumet,
. 1976; Huebner, 1975; Berk, 1980; Mazza, 1982).

Similarly, the personal uses of language in context have

| recetved increased attention from linguist (Ervin-Tripp,
. 1968; Fishman, 1968; Cazden, John & Hymes, 1972, p.
' xil). Such communication may occur, however, if the
i methodologies of curriculum and sociolinguistics converge.
| For the linguist, this may mean increased use of pheno-
' menological approaches in the framework of educational
. autobiography. For the curriculum theorist, the supplemen-

ting of traditional social science paradigms with elicitation

" methods associated with language study may be particu-
: larly useful.

Language is, among other things, a means of

"t_:ommunicating information, opinion and state of mind. To

‘enable non-native or hearing-impaired students to
communicate in English, instruction typically focuses on
mastery of specific forms (such as grammatical structures
and vocabulary) and appropriate usage of these forms in
inguistic and social contexts. The difficulty in many
flassrooms is that, because of the complexities involved in
teaching language forms and usage, the student has
relatively little opportunity to use the target language to
fommunicate about other topics. The student is expected
b practice the language in a variety of communication

ations and for a variety of purposes outside of the
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AN ANALYSIS OF STUDENT-TEACHER EXCHANGES IN
DIALOGUE JOURNAL WRITING

John Albertini and Bonnie Meath-Lang
National Technical Institute for the Deaf
Rochester Institute of Technology
Introduction

The significance of educational autobiography and

| individual experience in social-educational situations are
| the central preoccupations of reconceptualized curriculum
theory (Pinar, 1975; Grumet, 1979; Pinar & Grumet,
| 1976; Huebner, 1975; Berk, 1980; Mazza, 1982).
. Similarly, the personal uses of language in context have
| received increased attention from linguist (Ervin-Tripp,
! 1968; Fishman, 1968; Cazden, John & Hymes, 1972, p.
xii), Such communication may occur, however, if the
i methodologles of curriculum and sociolinguistics converge.
| For the linguist, this may mean increased use of pheno-
" menological approaches in the framework of educational
| autobiography. For the curriculum theorist, the supplemen-
' ting of traditional social science paradigms with elicitation
-methods associated with language study may be particu-
- larly useful.

Language is, among other things, a means of

communicating information, opinion and state of mind. To
‘enable non-native or hearing-impaired students to

communicate in English, instruction typically focuses on
mastery of specific forms (such as grammatical structures
and vocabulary] and appropriate usage of these forms in
linguistic and social contexts. The difficulty in many
flassrooms is that, because of the complexities involved in
feaching language forms and usage, the student has
relatively little opportunity to use the target language to
fommunicate about other topics. The student is expected
{o practice the language in a variety of communication
fituations and for a varlety of purposes outside of the
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classroom. In-class communication, when not abOut. tl:g 3
target language, often occurs for a single purpwti::.:é bt
report. Here the student isdmcpectec:n}g r;{):gfnogn e o g
11 audience, provide new "
?oll%:v glr.lalassigned organizational schema. Such conen:&.llréli::s :_
tion, while important in Western education is nev _.
mghl'lywl;)es:xlr‘i;utﬁents *for the use of dialogue jOumc';xls t;n t:: :_
language class are 1) that they encourage sti?ate:; 2
attempt a greater variety of language funct.tr.:ns.2 e 'they 3
of the language for different purposes, and Ao =)
encourage the student to assume greater responts1 - ]
control of successful co:gmuggzﬂ;m 11:;1 tgsdti:;l;gg ?iinjzgue ;
uy & Kreeft, a). on, .'
;sfla;o;s Srlxlliglylt provide the mstruc?or with valu:;l;l:
information regarding the student's communication:
d abilities. d
pmf?:)miaxiﬁegi:rfiomals have recently been used byt a“Ii;c:ﬂs1
Angeles elementary school teacher to communig? tiﬁn guaf .
and improve the writing of mono-lingual and n;t 1982a. 4
elementary students (Staton, Shuy & Kreeﬂ; ok E
1982b). Dialogue journals have been used wi Mo !
adults learning English as a second language af( a:u e
1982) and have been proposed for use with deaf s .
. 1982). .
(StOII‘;e this I:aper, we analyze a set of dialoguehjo E .
written by ten young deaf adults learning Englis idan e
one hearing adult, their instructor. Initially, we l‘:men -m.!
and classified language functions (such as as ; g =.-'-
advising) and structures (for example, object cm:lp e:;er '.
and relative clauses) that appeared in the _1ourﬂr.11 ver 1§
ten-week instructional period. The purpose of ._. oy
was, first, to determine whether any change in eithe By g Joumale, Lost, e S sszcson, 21
f language functions or structures occurre 8 pctor :
Siudents. an bad the opportunity to bring Il glure of analysis,” the method and procedure of
e ertnceand. Interacti into their writing. It sodi jmining these student-teacher exchanges must live
berasme. apparent, hewever, that differences existed at t trough discrepant and congruent perspectives, defined
e el rathes than & tence level. ' &plicitly and subject to scrutiny. The intricate and often-
i i fmplex interplays between student and experienced

It should be apparent that the relationship between
. function and structure is not isomorphic. That is, one
| function may be expressed by a variety of structures and
E conversely, one structure may express a variety of
| functions. Yet, certain structures have traditionally been
¢ assoclated with certain kinds of writing (for example, the
| passive voice in technical and scientific writing). Thus,
. another goal was to determine whether the expression of
¢ different functions would, in any way, trigger the use of
. different structures. Knowledge of such connections would
¢ be important for language pedagogy. Discussion of the
- method of analysis and the participants is followed by
| analyses of the language functions and structures in the
{journals. In-the section on language structure, journal
Lwriting is compared with composition writing in order to
highlight structural features of the joumnals. Finally,
i educational and curricular implications of journal writing
Land of the analyses are suggested.

The Method

“We need to leam to shift back and forth between the
perspectives, and even to focus on both at once, as in
Btraining to see both aspects of an optical illusion...to strain
o experience one’s acts not only as subject and agent but
B recipient, sometimes victim..."

Sissela Bok. Lying, 1978, p- 30

i Sissela Bok's notion of dynamic viewpoint applies to
fie analysis of linguistic and pedagogical interactions
bund in dialogue journals. Lest, like Susan Isaacson, E.L.
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: length, making corrections only if invited by the student.
¢ Confidentiality was assured, and the observer's involve-
. ment at a later date was contingent on the students’
¢ permission.
§  The journal was initiated by a question asking students
.:' describe their past experiences in learning English, a
| question that could allow for a range of “essayist,” forrnal
.:writing to more colloquial reflections. Following that initial
| topic, students and teacher selected topics of individual,
fpersonal interest and concern. The students were strongly
3 gx;iouraged to select and explore their own choices of
" topic.
. Approximately one year after the course was taught,
_fhe journals were analyzed over a two-month period by the
teacher and the observer who are colleagues at the
paﬂonal Technical Institute for the Deaf (NTID). Following
rocesses suggested by Pin

example, ask learners, and not just teachers, for their! anen (1975% ‘Wil]isy (19’?;).(12;?’ ﬁ;ﬁ?{aggw?)fg;g?

recollections and interpretations of classroom events. we— participant and observer—engaged in the proce f

Together with our own, the researcher’s, that will analysis outlined below. provess ©

make three points of view, none of which can claim to: . The journals were d

have the ‘“truth,” but all of which need to be taken into: periods, iiaach spanning t}il‘:des(tiudi:r::s' ﬁ;-:Vr‘:trh(::n. %r\lrzi-ogit:a;

account in our attempt to understand classroom: fweeks. Initial reading of the entrles across students in

language learning, (Allwright, 1983, p. 193) ] m(:ih ﬂmcclal period focused on the utterances of the students

i mnd teacher, and similarities and di

Mindful of Bok's exhortation to move back and forth function and affective concerns dag:fsesrerl;:s;ainhiggu:ngg
between perspectives, combined introspection and obsers ippnversational lines. A set of journals from one I;))eriod was
vation seem warranted in examining dialogue journals fon @lso selected and compared to student compositions for
language structures and functions as well as for curriculad language structures. Reading was limited to no more than
meanings. The perspectives in the present study are ien entries In a given day, and journalistic notes of
provided by ten students, one teacher and one observer. ' furricular and linguistic concern were made during and
ollowing reading. This phase required several weeks and
8-10 re-readings.
; The second phase involved reading the journals within
hemselves. Each student's journal, with the teacher's
esponses, was read at least three times. The student's
giterances alone were also examined, as were the
eacher’s entries in themselves across time.

Others within text, between student and teacher in the &
journal, between observer and students, and between 3
observer and teacher-participant bear careful investigation.
In the recent literature on classroom-centered research in §
second language teaching and learning, writers such as =
Allwright (1983) refer to these various relationships of |
subject, agents, recipients, and observers as triangulatior: :

Triangulation refers to the important point that |
multiple viewpoints (at least three, as suggested by the
term itself) may be necessary if we are to understand -
what goes on rather than merely record it in a way that |
confirms our personal prejudices. In practice, the |
principle of triangulation can simply mean that it is’
wisest to opt for a combination of observation and
introspection and, within each, for a variety of!
observers and ‘introspecters.” We might well, for

Procedure
T

The ten journals were written during a ten-wees
course. While part of the course requirement, they werg
not graded; rather, the teacher (JA) responded to the
student's entries with entries of approximately the same
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The participant and observer each made independent i
notation in their jourmals of the language structures and
functions observed in the process of analysis. We also made
note of the categories of educational, pedagogical, and
curricular concern informing and transforming our notions
of praxis. We then met to examine our notes and our '

analyses.
The Participants

The Students

The hearing-impaired college students in this study |
were either born deaf or became deaf before the age of one |
year. Their profound hearing loss has prevented normal
acquisition of English through the auditory channel. This is
evident in their reading behavior and in their writing. For
some, it is likely that acquisition of their first language-- -
whether it be English or American Sign Language (ASL) or |
a combination of the two—occurred primarily in the’
For such;
students, dialogue journals may be an important teaching?
and research tool for both the curriculum theorist and the!
linguist. While low achievement levels on standardized’
tests for hearing-impaired students have been well’
documented (Moores, 1978), comparatively little is known®
about the educational experience of these students. As
reported in recent biographical studies (Meath-Lang;}
the
writings of 80 hearing-impaired college students revealed:
perceptions about schooling and language learning that
were common to the group yet probably unusual when]

process of formal schooling (Moores, 1978).

1980; Meath-Lang, Caccamise & Albertini, 1982),

compared with those of other language learners.

Moreover, descriptions of English language learning by the:
hearing-impaired student are typically based on the results’

Il

of standardized objective tests or, less frequently,
analyses of formal written essays (Kretschmer

Kretschmer 1978). Such tests may fail to elicit the full§

Albertini and Meath-Lang 159

irange of language functioning of these students given the
formality of the situations, the individual sentence orien-
‘tation (Wilbeur, 1977), and given that an assigned essay
‘topic may limit the range of language functions and
structures. For assessment of written language use and
language learning then, as well as for curriculum study,
other, more spontaneous elicitation procedures need to be
ihvestigated and responses to those procedures compared
to assigned formal discourse.

'Ifwfnsbuctor's Voice

¢ The objective of the course, “Advanced Vocabulary,”
s to teach English vocabulary to advanced English
ianguage learners. As stated to the students, one reason for
nsing dialogue journals was to encourage experimentation
Bnd practice of new vocabulary in informal writing (short
compositions were also required, and these will be
sed below). The second reason was to encourage
angoing evaluation of the course. Since these students
Were reaching the end of their formal training, it was
finportant that I know their expectations for the course
and how they wanted and were best able to learn new
ary. Therefore, the students were required to
| bmit journal entries weekly., Students received credit
but no grades for their entries. Only one student requested
hat I correct his grammar and I did this on two of his
fntries. When intent was unclear, I asked clarifying
questions such as “Did you mean...?”

# Beyond vocabulary practice and course evaluation, I
ad two additional reasons for using dialogue journals. The
".__* was that I had been attracted by claims of “getting to
mow your students better” through dialogue journals, and
vanted to learn more about my students’ backgrounds
Bd goals than was possible in a mere 20 hours of group
truction and limited contact outside of class. In the
---f-l d place, I felt that dialogue journals might provide
tic” language data. In other words, 1 was looking

'II‘

ih’l
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for information on the use or avoidance of certain}
grammatical structures in students’ informal writing
which would augment formal assessment of their English?
proficiency. 3

Analysis of Language Functions

The studies of speech acts (Austin, 1962), speech act
| phenomenology (Lanigan, 1977) and developmental prag-
‘matic functions (Halliday, 1975) all present a number of
'schemata for defining and breaking down topics and
Ieonventions in language. The rationales for study develop-
L ed by Austin, Lanigan, and Halliday are useful touchstones
ifor dialogue journals, it is necessary to see “the things
ithemselves™ for what they represent and communicate,
These journals, then, were not studied to map cognitive
per se but communicative, relational growth and
‘understanding. Both student and teacher language
_functions were examined, and summaries of these are
ipresented in the tables below.

The Observer’'s Voice

In Nel Nodding’s remarkable essay on “Caring’
(1981), she speaks of the danger of studying apprehended
reality. Suspended in the troubling duality of subjective and;
objective effort, she declares her intent to “tie my:
objective thinking to a relational stake which stands at th
heart of caring” (141). Tethered to this stake, I begin this]
examination. y

The journals of these deaf students are, in form,:
testimony to lives of silence or distorted sound. In
substance, each is uniquely joyful, uniquely businesslike,
uniquely Deaf, uniquely angry. The life reverberating from
the pages engrosses me, as I try to picture each writer [
never met the students). The process of composing a
mental picture objectifies, to some degree, and helps me
move between what the student says to how. Through
reading and re-reading, the features come into focus; butd
am ever-conscious of what I do not, cannot know beyond

iPeriod One: The Rhetorical Phase

. As was discussed in the description of the method, the
journals and responses by the teacher were divided into
five chronological periods of approximately two weeks in
f.a-; h, In the first two week period of the quarter, the
journals were begun through a question asking students to
describe past English language learning experiences. The

the pages. i fquestion itself was what Hallid

: : ay (1975) would call
John's responses in the journals pull me in, reminding heuristic, or “formally intellectualy and ti:e res on(;es
me of my limitations. Teacher, colleague, mentor, iriend, were equally so: ?

father—his responses reflect and amplify these varled
roles, challenging my analytical powers as well as my own
pedagogical functions and beliefs. His language, t00, is
shaped through the experience. i

In the course of the analytic process, many directions
could be taken. In a very real sense, the examination o
these journals will never be completed, as readers replace
me as °“the observer.” I depend on my colleagues
discourse and compassion in the evolving process d
bracketing, defining and re-defining the experiences of
John and his students. 3

“English is one of the important tools of our
life...(Without English) I'd be more like an ape or a
cave man.

“I feel English is fantastic to learn to communicate
each other. As myself, I brought up as hearing world.

“When I was young, I had some difficult to leam
English. I was eager to leam a lot of mistakes in
grammar and other things...”
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RN: “I dont believe in being negative about
communication.”

These unpaid political announcements, characteristic
of the way many deaf students feel obliged to speak of their
English language learning (Meath-Lang, Caccamise, &
Albertini, 1982), serve a sort of intoning function through-
out all 10 journals. Two other functions come into play
quickly, however, those of complaining and expressing
frustration.

ES: 1 cant remember how the people taught me 3

English. During high school, T lost motivated in

English because the teacher taught me the same ]
way as | was young in school. He gave me the book ]
about English and he explained it again more than '5 __
times which made me boring. Also, he didn't §
explain or clarifying any problem that I had in ;
English. I decided to read some books because I 2
wanted to improve my English skills and to get J

better understanding English.

When I came here at NTID, English level 5 helped 3
me a lot. When I made mistakes in writing sen-:
tences or story, the teacher classed out and explain.
me why I got the wrong one and which one should ]
be right to make sense. 'm sorry I can’t remember’

everything and try my best to write this one.

FT: My past eriences in English/Communication was?
ngt I;hat eg):‘l;atl I have a lot of problem with verbs.:
When I came to NTID last year, I improved a lot.'
from level three to five in 3 quarters. I am blaming a3
teacher in BOCES (a special program for the hearingg
impaired) in a regular high school for my poor:
English grammar. A teacher wasted a lot of time _f
talking about the trip plan, TV programs, etc., and;
most af all, talked on the phone. Her class always
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went far behind school work! She don't taught me
enough on grammar rules.

I feel that English/Communication department
needs several improvements. The teachers are the
ones who really needs lots of skills to be improved
in order for deaf students to understand them
better and vice versa. I am not critical of the system
but I feel that is has to be changed as soon as
possible,..

I would have to admit the truth, I never really liked
English until I had Mrs. X for English Composition
as my first general studies. I guessed I have changed
my feelings about English than how I felt in
grammar and high school.

After I have looked back at my life in school, I would
say it started in six grade when English was my least
favorite subject. My class was required to read the
book Charlotte and underlined every word that did
not know the meaning of and looked up in the
dictionary. The class was to hand in the list of words
and meanings to the teacher once a week. The
quota depended on the individual. It seemed to me
that I had the largest list in the whole class every
week. | really got tired and lost my patience for
looking up every word.

Another time, I really got the desire to give up on
English was in high school. All through my four
years in high school I was placed in the high
English classes since I was in the program for
college prep. My senior English teacher taught the
class by films and movies which was very frustrated
for me since I had difficulty reading the lips from
the movies. The films there was no actions to tell
me what was going to happen. The teacher gave the
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students tests and theme based on those films and
movies. He would give the students an ‘E’ for three
grammar mistakes on themes. I was trying very hard
to get good grades but kept getting bad grades due
to my grammar. I kept refering to a grammar book
after 1 finish my other homework. I guessed it
helped me since I achieved better grades toward
the end of the school year.

While frank, the overall mood is cautious throughout
the first two weeks. The journals written by the students =
are polite, open with regard to past frustration with other
teachers (a safe candor), and limited, although students 3
knew that a dialogue was being initiated. Little self

ure beyond frustration occurs.
dISdI;.lsitially?yo this appears to influence the way that the 3
teacher's (JA's), responses are framed. Careful and :
reserved, the teacher functions are questioning and |
eliciting (mostly on the topics of professional goals and |
language learning), prompting (“Tell me more about...") .
and explaining words and concepts:

JA to KR: Your writing is generally very clear. I hope this -
class is more useful and pleasant than the ones you =
described. Let me ask you a few questions about @
what you wrote. What's the best way for you to learn -
meanings of new words and how to use them? Do
you remember anything (words) from all that
looking-up of words in Charlotte? 3

You said you referred to a grammar book in your 3
college prep class in high school. Was that on your -
own or did the teacher assign homework in the S
grammar book? How do you think it helped? =
Obviously your hard work has paid off. You are in3
Level 5 and seem to feel that you want to learn)
more. I'd be interested in knowing what your goals_
are. Could you tell me again what your major is and ¢
‘what you want to do after graduation? What kind of
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people do you want to work with and where? How
do you like to meet people?

I guess I've asked a lot of questions but it is only
because your response was so interesting. Don't try
and answer all of the questions at once, if you don't
want to.

| JA to KS: What specifically do you think needs to be chang-

ed so that teachers and students can understand
each other better? Both students and teachers share
this responsibility.

Is my signing clear? What would make it clearer to
you?

I was interested in your saying that your friends at
RIT help you with speech and writing skills. Can
you tell me how they help you. You also said you felt
that certain communication courses were neces-
sary. Which ones and why? Can you relate this to
your professional and personal goals? That is, what
communication skills do you need for the job that
you want after graduation? What kind of people
would you like to socialize with when you graduate?

'_ A to ES: E, you obviously have leamed a lot of English.

What techniques were interesting to you. What kept
your motivation? You said that you decided to read
some books to improve your English. What books
were they? What books do you like to read? I like
books about travel. Right now I'm reading about a
man's trip to Iran, Pakistan, India and some other
Moslem countries. The author is from Trinidad.

Could you please tell me again what your major is.
Also, where would you like to work when you
graduate? What kind of people do you want to work
with or live with?
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The last response is particularly interesting in
highlighting the issues of readiness in sharing personal
information and maintaining focus. The teacher here has
spent some time in the Middle East in the Peace Corps,
but chooses not to discuss this at this point in the journal.
To maintain a more continuous dialogue focused on the
student and to respect the early reserve appropriate to |
sensitive relationships, what is not said is as important as
what is said. ;

Thus, in the first period, the students intone “what ¢
the teacher would hear,” complain of the past, and
express frustration. The teacher questions (about goals),
prompts, and explains some concepts (for example, the &
interaction of hearing loss and language learning). In the ¢
first dance of words, formality is evident, but honesty
begins immediately. i

Period Two: “You Really Mean It..."

The journals all change perceptibly in the second ¢
period. By now, all of the students have written at least one 3
entry, and have seen at least one response from the !
teacher. The teacher’s response appears to have drawn
from the students not so much change in length of entxies, &
but a good deal more variation and expansion in function, &
even in response to John's direct questions: ;

KS: I feel that both students and teachers should shared
the responsibilities. Sometimes the students told
the teachers what they didn't like or would like tof
have teachers to change their habits, the teachers;
continued doing it - they (teacher) believed in their]
own systems.

Yes, your signing is clear enough for me tof
understand. Some teachers just screw up their sign

language— don't sign smoothly.

The communication courses like ‘The Advanced
Vocabulary' and ‘Idioms and Slangs’ and the one has
something to do with improving your listening
skills— for example—~ are far more important because
in my opinion, if you take the Speech Therapy—you
Just talk or practice with therapist for just 1 or 2
hours a week and you just practice on how to
pronounce some certain words...

My professional and perscnal goal is to use a lot of
vocabulary that I should use while I'm speaking to
and writing too. Why I should waste my beautiful
voice? Some kids are alike as me, they dont use
their voice at all. It looks dumbi!! That’s why good
English and speech are important to me. Is that
good enough information, huh?

In my past, the English was okay for me because 1
was in so many school that my mother didn't know
what to do with me. I find that English was most
complex subject to learn especially going to
different school. It made me mad because 1 felt that
English was no use for me to learn while I was
young girl.

I'm majoring in printing and I'm hopefully 1 can
finish by next year.

Recently I was in English class with X. She seems
nice as she want to be nice. In the class she said
when you are finished with English requirement
here and ended up with C average and take English
Composition over at RIT you might get an F!! What
do you think of that? Hey! What kind of teacher that
we got to ended with? I can see her point of view
but just because she know about it. We aren't too
stupid either. I found English Department sure have
weirdo teacher to keep up with. I think I better sign
off because I don’'t want to waste my time to talk
about it.
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It is in the second period that the journals come to life A
and the spontaneity and vivacity are striking. Here, more 3

emotional states and concerns are expressed. With the §
communicative functions °

expand, as can be seen above, even where students are

freedom of topical choice,
continuing to talk about English language learning per se:

KR:

better take his advice on the grammar book.

I have spent more time on my English subject than:
any other subjects that year. At the end of the school !
year, I guessed ! have developed a habit of looking

up words or the correct grammatical ways.

I think the grammar book helped me to improve

English and to use the words correctly. Also,
grammar book helped to remember

and again.

Now, I have a curious question for you. I am’

wondering if you ever took calligraphy lessons? The
reason | am asking this question is due to your

handwriting.

Requesting personal information of the teacher,
above, began for 4 students in the second period.

Requesting John's opinion on issues and life-concerns also

took place for 3 students. Other functions which appesz
for the first time were asking for help, verifying
teacher’s expectations and sharing goals and dreams. :

Faced with a burst of communication in this period;

the teacher engages in finding a voice,

Well, 1 think I better answer the question about the 2

book 1 have used in high school. The 1
teacher passed the books to the students during the
first week of school. He said the book was for your:
own uses and there would be no homework in that =
book. I figured if I wanted to pass the course I}

some.
grammatical ways from all of the looking up _:.
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(appropriate for each student. This is a complex and
‘unchartered time, and a critical one in the continuation of
the dialogue. In the case of BR, the student indignant about
‘the former teacher’s evaluation of her skills, John's
jresponse is torn between concern and professionalism;
fand he finally moves to another topic, uncertain about her
last ] don't want to waste my time to talk about it.":

BR: You sound upset by what Dr. X said about English

composition. I wasn't there and don't know all that
she said but from what you quoted, it sounds as if
she was trying to be realistic with you. In other
words, if you just get passing grades in English
classes, you probably will have a hard time in
English Composition. This may sound harsh and
unsympathetic to you but it's probably true. Maybe
you should talk to her about it and ask her what she
meant. By “professional goal,” I mean what kind of
job do you want to get and where? Any definite
plans or will you go anywhere you can find work?

JA to

What do you like to do for fun or relaxation?

ceept challenge. In the case of John and JD, a student
ho clearly accepts responsibility for his actions and
pinions, a dialogue rooted in challenge and concern
s, one which will be maintained throughout the
e and the journal:

Yes, I do know what you mean by picking up new
vocabulary myself and you are right that I will use
the word which 1 picked longer than yours.

A teacher at P.S.D. was very strict and she used 10
to 12 words for one week. She used to give out
matching from A to B column. But she used a
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sentence instead of a definition. I had to remember -
all of the words that's how 1 know those words |
easily. But now I forgot most of what I have learned.’:
I mean I don't like the Reading Lab because I can
play around there. I know I should Le a responsible:
person. 1 prefer to have a Reading class. well 1
really doesn't matter because I'm finish with thel
Reading Lab. '

My major is Manufacturing Process and my goals are
to have a very good pay and be a top machinist. I
would get my dream car with that money. I would:
like to work outside Philadelphia, Pa. I can work]
with anybody else but no blacks...could you tell me
where you come from?

JAtoJD: Is one of the reasons that you don't liked
Reading Lab that you don't like reading? Is that
true? If so, why do you think that is the case?

OK, what's this dream car going to look like?
Flashy? Red? Custom everything? Are you from;
outside Philly? It's a free country and you can work
with anyone you choose. But suppose you find a Job
you really like, good pay, etc., and you have to work
next to a black. What will you do? What if
foreman or supervisor is black?

classic. I wish that I am a car collector. I love cars
and they are beautiful. I always wanted to get a 74-
75 Chevy Caprice “Convertible” in good condition
with low mileage. It’s very hard to find one like this.

I was born and raised in Philly for a long time until
last summer my family moved outside of Philly. I
really missed my old hometown because there were
a lot of actions in Philly. The town where I live now
is a very quiet place and I don't like it. I like to live
in the city.

If T have to work next to a black, I hope that he is
very nice. I don't like wild black person if you know
what I mean, the way black people live, the way they
act, etc. I should tell you that before, there are few
blacks in Manufacturing Process. I forgot to tell you
my another goal, I would like to get my apprentice-
ﬁp after graduation. I would have to go to a night
S.

Can you tell me what college you graduated and what
make you interested in deaf people?

seling, sharing some personal information on family

places visited, explaining concepts, and asking

1 come from a small town southwest of Bostony
Mass. called Dover. My father, brother and his family
still live there and so do my wife’s parents. So wé
usually make the trip once a year at least. We wenk
last summer and I pigged out on seafood. j

. of one student with very sketchy entries)
Ape nd functions and topics and disclose more personal
fiormation. The relative caution on the part of the teacher
ex;c)llores his communicative possibilities with the
A gfldents does not prevent the e
No, I really do like to read anything. I just don’t like fest written mteraclt)lon. mergence of unusualy
their system because I didn't learn anything. ! ;
i€ Third Period: Balancing Acts
My dream car will be a 1982 Chevrolet Co i |

* “Edition.” The color will be all silver and it will be & "l‘o this point, the teacher has demonstrated more

.,
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variety of communicative functioning in his responses to |
the students, partly as an artifact of the eliciting he has
initially been doing. The stabilizing of the relationships
apparent in the journals acts to balance the language |
functions on both sides of the notebooks in the third ¢
period. Students begin to question John more frequently,
and have the idea that it is all right to do so. Further,
students begin to ask John why he asks certain questions,
and question him specifically (in 3 cases) as to why he
became interested in deafness: B

last spring quarter!

Anyvray, I better go back to stud little bit
and then sleep! ving ° R e

Have a good weekend!

P.5. I am also have to write formal lab report which

it due Monday (10/18} I haven't start yet! 1 will
it this weekend! Y start

{ JA to FT: 'Hope your Technical Math Il exam went well. I
don't mind if you complain about English. What's

the problem with the class now? A new problem or
an old one?

KS: Td be interested in knowing your background and ¢
how you got interested in working with deaf people.
Why did you decide to work at NTID? What made |
you decide to get into the little part of the deaf
world?... ]
I'd be interested to know what kind of vocabulary
you need for your lab reports. Could you make me a
list or show me one of your reports?

Other than questioning the teacher's background, |
rationale for certain activities, interests, and motives, the
students’ entries are characterized by joking, praising, ¢
responding to previous questions, and including the
teacher in certain life events: :

Thanks, I had a great weekend. Did some serious

! I?Ia;hwgraghyt for the first time in a couple of years.
j abo

FT: Boy, guess what time is it? It 12:09 a.m.! Anyway, I now? ut yourself? Are you finished with math

will have to make this journal short! I study very:

hard for the Final Exam tomorrow (Tech. Math I8

Anyway, I learned the your words about the kind off

feeling. I enjoyed to learned those words. 2

' On balance, the teacher is now, in addition to
Te] esting information, expressing concern for situations,
fncouraging, clarifying, explaining discrete points, and
ol nteering more information about himself in response
{0 questions. The communication is very much individual
0 individual from the chatty, “Trekkie” FT quoted above
to the more reflective, intellectual KR, and her dialogue
gith John during this period:

Oh yeah, I gave up to study the vocabulary every
night because 1 have other works to do and gef
some sleep for morning class! I am working hard or
my technical courses. However, I am not working
hard on English 5. I feel like to withdraw it and: &
hope 1 will pass the English Composition Placement
Test! I am getting bore with my english class!

I am from (name of town}, a town near Morristown.
Yes, I do know where Madison is since it is near my
hometown. 1 went to public school since kinder-
garten until T graduated from high school. I took
college-prep courses in high school.

Excuse me that 1 complain about my english class
Do you know that I have same english teacher from
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I am majoring in Data Processing at NTID. I am
planning to transfer to RIT or University of
Pennsylvania for BS in Computer Science after I i
finish with AAS at NTID. I hope to be a computer 3
programmer and to work for a well-known °
company... Also, I would like to have the opportunity 2
to meet other people who have different culture and 4
environment if possible. -

Have you gone on a co-op yet? It would be
interesting to try one at Nabisco to see if you liked
the company. Does U of Penn have a good Comp-Sci.
department? Are you interested in systems program-
ming or what? By the way, how did you learn new
vocabulary in D/P? Do instructors here help with
that or are you on your own?

According to my dictionary (American Heritage) the
Cheyenne tribe were originally from Minnesota and
the Dakotas. Did your great grandfather come from
there? Are you recording your grandmother's
stories? Do, before she dies and you forget them.
Either write them down or turn on your cassette
tape recorder when she's not looking. I always
regret that I didn't do that with my grandfather (his

grandfather owned a merchant ship that sailed to
China).

I have another goal in my life which is a little more i
personal, which happens to be about my great |
grandfather, who is still alive in Pennsylvania. I
would like to find out more about my ancestors on
my mother’s side since some of my ancestors were |
Cheyenee Indians. My grandmother still tells my
story about what my great-great grandfather did
with the animals’ bones and made music with the !
bone.

Also, the reason I preferred to work in Pennsylvania
is that all of my relatives from my mother’s side’
resided in that state. I am very close knit to my:
mother’s side of family. | seem to be a little old:
fashion and still contain some values of farm life”
from my mother’s side. I may be the only person in:
the family going to college but it does not mean that:
I have rejected rural ways of living. I still would loves
to live on a farm but I also wanted a challenging:
occupation as well. I guessed I am trying to live
completely different lifestyle to satisfy myself. I am
very concern for my bliss in my future. _

It seems like you've chosen the right profession if
you want to choose your life-style and where you
want to live. Programmers are very mobile and able
to find work in a greater variety of places than many
other professions.

The relaxation of communication on both sides
generally remains through the rest of the quarter. The
third period dialogues are critical in cementing a
foundation to withstand the onslaught of deadlines,
assignments, and external pressures and interests which
loom large in the last four weeks.

JA to KR Small world! I really enjoyed Madison ma e Fourth Period: Expansions and Contractions

. The fourth two-week period builds on the third period
language functions. For the students, added to those
unctions  previously mentioned are intellectualizing,
confiding, defining social roles (deaf vs. hearing),

Diner (good cheese blintzes, O'Brien's (a bar) and
barber shop that we picketed because
refused to serve black students.
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expressing confusion
interpreting experience,
who has in the previous

lashes out:
v 1
[ am sick of some people playing games with me

KS:

in th
The entry is confusing juxtaposed against others in the
group. The journal is disrupted at

been stolen— b
must be considered with the entries by this student in :

last period to be more understandable,
should serve as a remin

ournals expose .
gtamiaﬂon. Frustration and pressure are expressed a

this period more than any
some degree).

BR:

DL:

ES:

JAtoJD: There is a lot

am trying to help you no
times in my class,

f:
Despite the feelings of pressure, however, s-everal of
the students continued to express themselves openly:

and fatigue, suggesting activities,
and, in one case, attacking. KS,
two periods praised the teacher,

t insult you. Well, ‘some- 3
I dont get your words in 1:)11{
mind— just pass my mind. You should try to sign a
faster... It turned us off. Thank you.

this point because it has s
the “games” the student refers to. The entry

but this entry

der of the pain teachers using |
themselves to in the course of

other (by 6 of 10 students to |

“I hope youll get some ideas gvhat I'm trying to tell :.
you what frustrates me enough.

G4
“1 question please? ”I THINK THAT I'M FAILIN .
THIS COURSE! Pazzo.

lot of problems
“It’ e that DP students had a .
vlr:tix tt;-:: system... | had the same problems... and fell ._

behind a little.”

of powerful feeling inl y:mr
. T got lost 1o}
bout you and your brother _
g;secglp:izntgough.yzll of a sudden yogdreltﬁgzn;t;in;;
th sentence “
changed {(beginning Wi

JD:
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taught me about everything..). What happened
between this sentence and the previous one to
change your relationship?

...About my brother and me. I hope you will find your
way out.

At the time we hated each other, my brother didn't
really wanted to bother me. He just wanted to be
with his friends. And I wanted to be with them. So I
bothered my brother. I joined in myself by playing
games with them... in the summer., We played
basketball, ‘Who's afraid of the lion," football and
many others. My brother and I used to dominate
them. Most of the time we used to be teamed up
together. Sometime we played against each other,
like I was on one team and he was on the other
team. We always played one on one in basketball.
Somehow, I guess playing game together brought us

together. We became close. Then Tom started
teaching me.

JA to JD: Thanks for the clarification about your brother.

Your description now makes more sense, and it is a
realistic description of how a personal relationship
can change. I hope you will use this deseription as
“raw material” for the next composition.

I never really liked my older brother until I was in
graduate school. He is five years older than me and I
was never any competition for him in sports or in
fights. The older we both got, the more we both
became interested in each others work and families.
Now of course, I'm sorry I can’t see more of him.

JD's humor in the text of a serious conversation

‘(hope you find your way out’) belies much of the
Aiterature on deaf students’ abilities to engage in word play.
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The topical switching in the next entry—in addition to @
word play— suggests as well a level of comfort with the |
journal form which is often absent in more formally organ-
ized essays. Moreover, the “play” aspect becomes a short |
hand for personalization, an “insider” language which
engages and is supported by the teacher—an experience |

very foreign to most of these students:

FT:  Star Date 8210.22 (Friday)

Whew, ] finished Tech Math III course on Time! I °

got A on it! Not bad, I thought I will get B!

Oh, there aren't any vocabulary I need to know for |
lab report. But maybe I do in the future (next
quarter). Fine, I would like to show you a lab report &

but I didn't get it back yet!

Anyway, I still have a lot of work to catch up. I will |
prob. do my homework tonight because my family i

will visit here tomorrow (Saturday). First, my parent

and little sister Theresa will pick my another sister 3
Lisa up at William Smith College which is only 50
miles way from here, then they will arrived here by
around 3 p.m. Anyway, I am looking forward to see
my family this weekend. I have no idea whether my
family will sleep at Hotel or not! Oh yeah, do you!
know that my both sisters also have hearing
impaired? Lisa (age 18) is hard of hearing. Theresa:
(age 15) is profoundly deaf like me. I also have a;
brother, namely Michael (age 19) who is hearing =
Yes, I am the oldest, age 20! I also have no idea’

whether my brother is coming or not to Rochesteri

1 am curious if you have any children or wife? Can|
you describe what does your wife look like? Hope

you don't mind about that!
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OK, I guess that's enough, I can write more about
my family next ime. Any questions?

Have a great weekend SK, SK.

'JA to FT: Congratulations! Glad you aced Tech Math. Don't

forget to show me the lab report when you get it
baclk.

Sounds like you had a busy weekend. When did
everyone arrive? What did you do around Rochester?
What are your brothers and sisters doing now? Do
your parents both work? Are they deaf or hearing?
Do they visit you at RIT a lot? Where did you grow
up?

I have a wife and two kids. My wife, Kathleen (Kathi)
looks very Irish with dark hair and fair complexion.
She is a computer programmer and is in charge of
the graphics package for a small company near here
that uses computer-aided design to design circuit
boards. She works three days a week. Am is our 5-
year-old son who just started kindergarten. He acts
like a B.M.O.C. (Big Man on Campus) especially in
front of his sister, Dorothy, who just turned 3.
Dorothy thinks she should be in kindergarten too.
They're a lot of fun! Any questions? That's it for
now. Beam me up, Scottie!

The teacher maintains the language functions of the

thir period, but two perceptible categories of function

erge more distinctly at this time. First, there is more
g of those students who have been “quiet” to this
Second, and more significant, there is more

omising” - promises of various forms of help, promises
b books promises of contact. The promises appear to

se and continuous dialogue. And promises create
s, even for a very short time.
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The Fifth Period: Final Days

The communication of the last dagsbyi;l setr}llsii
ressed set of biographies is characterize
z?nslgparation. Two areg;s indicating a terminal period are,
again, the language functions and the topics generated by :_-
some of the students themselves. Formally speaking, as has §
been mentioned, an elliptical quality hangs over the .
journals, signalling the reality that more could be said—if ._.
were time. i
tlmn}:Pragmatit:a]ly, the students engage in “announcing’
{their plans, their last entries), teasing, requesting the =
teacher's evaluation, thanking, phﬂosophizing.“ reversm% 1
questions (as in the fourth period), evaluating, “repairing,”
confiding, and including. The thanking, philosophizing, -
repairing, and announcing functions are particularly tied to
moving on and beyond the dialogue. For the teacher, the |
functions are equally diverse and anticipatory: expressing =
concern and affection, inviting (to continue the relation- .
ship}, questioning, some confiding, thanking, requesting 1
feedback, offering help, and counseling toward future 4
oals. E
. The sense of ending is particularly compelling in two"
instances. In the first, KS, the woman whose angry
outburst marked the fourth period of her journal, re-3
establishes contact: ;

: accepted a new responsibility— Resident |
s Ld?i:zﬁfﬁwo wepeks ago. I was the Resident Advisor§
last summer— Summer Vestibule Program ‘82. I-
enjoyed working with students who had some:
problems and setting up some programs. :

One R.A. decided to move to apartment and take it
easy. The Area Complex Director asked me if I coul
replace the other RA. I replaced her 2 weeks ago K
spent most of my time moving my stuff into the nes

room. | was so frustrated at that time.
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What made it so worst was that pressures were
loading on my back at that time. I was and am
behind in the homeworks. I felt so depressed that I
could not able to do all that works. I never felt that
way before. I thought of getting away from this

campus and go straight to home, but inside me— my
heart said, “don’t give up.”

Now, 1 felt the same thing. I lived through the hard
times when I was young and I somehow succeeded.
I think that I am back to the same old phase. The
problem is that I am stubborn in some ways— like
refusing to give up. I Ioved all the challenges I had

experienced in the past and now, the new challenge
is here for me.

The question is: Should I challenge the pressures

that are on me now? 1 am asking you for the
opinions.

JA to KS: I know how you respond to challenges. You seem

to enjoy them. Yet, there is a limit to how many
challenges a person can handle at one time. The
question becomes: am I giving this challenge or job
the best I can or am I only doing half a job. As
exciting as any ‘challenge’ can be, I find one of the
most difficult ‘challenges’ is saying no when 1 don't
feel that I have the time to do a really good job. The
process includes deciding which things are most
important to you and then limiting yourself to a
reasonable list. There is also the famous ‘fudge-
factor.” Every big and important project will take 2
1/2 times longer than you think!

Of course, it helps to know your ability and just what
is ‘reasonable’; but that only seems to come with
experience (trial and error).
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It sounds like you really wanted to try the R.A. jotl,):
but you're still a student, so there will have to be 3§
some compromise in how much time you spend otr;
the job and studying. Does this all make sense :
you? I'll respond to some of your other questions

later.

The act of repair on the student's part and‘measur:g .:-
response on the teacher's part in effect begin a nthe ;
potential dialogue. Regardless of the outcome O\I;al -
incidence of future encounters, a lesson in survi .
communication has taken place for both participants. :

Topics, too, reflected concern for the importanl::le tlge
ending well and creating possibilities for the future. a
last interactions of John and JD, the .student becomes 3
teacher, reversing the questions, eliciting an honestt:algd ;
poignant response and personifying what a deaf stree _

from Philly might tell us:

t all so far. I |
. 1 have no complaints about this course al :
7P really do like this course because I learned many |

new vocabulary. And I enjoyed this class.

You dom't have to answer the question below but I.‘
hope you do.

Are you afraid of getting old or how do you feel when'
you get older every year? .

JA to JD: That's a very interesting question! Getting older, |
itself, doesn’t scare me. What does bother me3
sometimes is when a year goes by' and 1 haven¥
accomplished personally or professionally 1}wt P
had hoped to accomplish. The thought o .
young {or anytime) is troublesome. Wh‘en I -
things I should have done— and _haven t—to prol:rio
for my family. The annoying .thjng ad :

_ getting older is that the body doesn't respon .

. :JD:

quickly as when you're young. I play tennis and have
a lot more trouble with pulled muscles than I used
to. What about yourself? Are you thinking about
aging?

No, I never think about age. I am 20 years old now
and I feel like I'm 23 or something because I am a
responsible person. My mother never take care of
me. I always take care of myself since I was a little
young teen. I always handle the problem myself,
Remember that my brother and ! never got along,
we solved the problem ourselves. I don't have a
father, he died of cancer when I was about 3 1/2
years old. That made me a responsible man. I am
always ready to face the problem if there is one. I
feel like a man not a kid. I don't know if I will be
scare of getting old in the future. But I doubt it.

JA to JD: You sound confident and ready to face the future,

Joe!

I think your compositions have really improved.
They've become a lot more interesting maybe
because you like the topics better but you seem to
be spending more time on them.

Any big plans for the holidays?

Thanks for what you have said, I really appreciate it.
I really enjoyed this class and 1 did learn a lot of
new vocabulary. I don't think there are any big plans
at home for the holiday for me except watching
sports on cable. I am looking forward to watch the
footbal game on TV. It will be my favorite team
(Notre Dame) against my brother's favorite team
(USC) after the Thanksgiving Day.

Do you have any children? Again, thank you for
having me as your student. The last composition I
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. was, however, no marked increase or decrease in sentence
- length nor change in sentence complexity within the
| journals themselves. Sentence complexity is defined here
" as the occurrence of embedded complement and/or
" relative clause constructions.

# Since variety of topic appeared to be at its peak at
. Period 4, this period was chosen for all 10 students. The
. entries at Period 4 were compared with the third
. composition, since the assignment for this composition
| (‘Write about an unpleasant experience or write a horror
story”) seemed to elicit the students’ best efforts. One was
| missing, and for this student, who consistently performed
well, we chose her fourth composition. thus, for each

wrote was my best one because I like to let go of my
own ideas.

JA to JD: I have two kids: Arn a 5 year old boy in
kindergarten, and Dorothy a 3 year old girl who
thinks she should be in kindergarten. They're fun.

I agree. Your last composition was one of your best. |
But not necessarily better than the one you wrote
about you and your brother. There was a lot of strong
feeling expressed in that composition and becausg 1
you expressed it clearly and honestly it was vivid ¢
and one that I will remember a long time.

' journal entry was chosen and compared with a compo-
| sitlon written at about the same point in the quarter. The
Objective of each composition was to practice using
| vocabulary introduced in the course. For the third
* composition, students were asked to draw from a set of
‘adjectives that included “awkward, hurt, depressed,
- uneasy, nervous and terrified.” Compositions were graded
| solely on the basis of correct semantic and syntactic use of
ithis group of words. No instruction was given with regard
'to theme or paragraph organization. Occasionally, sentence
level grammatical corrections were made on the papers to
improve intelligibility. Thus, the students’ attention in the
‘compositions was focused on correct semantic and syntac-
itic use of new vocabulary.

" When we compared one period (period four) of
idialogue journal entries with one set of compositions, we
dound no consistent differences in sentence length and no
particular sentence structures favored in either type,
except for the obvious use of direct address and question-
in the dialogue journals. Also, there were no consistent
ditierences in length between journal entries and composi-
tons. That 1s, if a student wrote long entries, he or she
tended also to write relatively long compositions. We were,
However, struck by one obvious difference. All students,

Hope the best man's team wins on Thanksgiving &
Day! Thanks, I hope you have a great holiday, tool :

Please stop by to see me if you have a chance next |
quarter and let me know how you are doing i
Someday, I'd like a ride in your Corvette!

Analysis of Language Structures

We have considered the expansion and contraction of
language functions over the five periods and also tvl;e:
growth of relationships between teacher and student. e-_
now turn our attention to the language per se of these
journals. At the outset, we hypothesized that there would ¢
be fundamental structural differences between t.he._
language in the journals and the language in thed
compositions which were assigned during the same ﬁtlll;:'
period. We also wondered how language structures in - r.-
journals themselves would change over time, if at >
Consequently, our approach in this analysis was both cross-|

ional and longitudinal. ;
secul‘*‘irst. we é:)?lsider the journals over time. As noted
earlied, there was a slight increase in length of joumalf
entry at Periods 3 and 4 and a decrease at Period 5. There
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except one, broke down their dialogue journal entries into
paragraphs. Their compositions on the other hand. while
of a comparable length, were most often written as a
single, long paragraph. Of the 10 students, one paragraph-
ed her composition as well; two students paragraphed, but
poorly: and the rest (seven) did not paragraph at all. What
do paragraphs represent and why did students paragraph
in one kind of writing and not in the other? In attempting
to answer these questions, we will consider topic shifts
and the linguistic markers that are used to create or clarify
such shifts.

Teun A. van Dijk (1982) regards paragraphs as surface 3

manifestations of episodes in certain types of written
discourse. van Dijk conceives of an episede in temporal
terms as being part of a whole and having a beginning,

middle and end. Both the part and the whole consist of 3

sequences of events or actions. The word episode is
derived from the Greek word epeisodion, which meant

literally an “addition” or something which followed upon 3
the opening of a Greek tragedy: in other words, an episode 3
was an act in the tragedy (Morris, 1980). We speak of @
episodes—and episodes within episodes—when we talk of, =

for example, a battle or an attack (179). These are events

or units of action characterized by certain types of action,
certain participants, and temporal limits. A sequence of 3
sentences denoting such episodes should manifest a
conceptual unity; and the thematic and linguistic ¢

characteristics of such a unit should be identifiable.

van Dijk takes as his corpus an article from Newsweek
and specifically limits his conclusions to this type of
“action or event” discourse. His analysis seems worth =
considering here since both the dialogue journals and
compositions are journalistic in that they describe events. 3
The difference is that in the journals, students had more §
latitude in their choice of what to describe. For van Dijk, &
the ultimate criterion for considering a sequence of |
sentences as an episode is thematic. A change of place, §
time or participant in an event generally coincides with §
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; the‘ boundary—either beginning or end—of an episode. In
- KS's story (Compeosition Four) about one Halloween night,

the sentences are clearly grouped according to place and

- time.

. KS: Veronica was alone in her house on one halloween

night. She felt so uneasy for the first time. She
never felt that way before. It was so quiet that night.

She jumped when the doorbell rang. She opened
the door and was horrified by some monsters (the
children in the costumes). They were wearing the
most frightening costumes. She gave them some
candies. She went back to her room and sat down.

She heard something downstairs. It was a noise she
never had heard before. The squeaking noise got
louder and louder and nearer and nearer. Veronica
was scared by the strange noise. She thought that it
could be the night stalker.

She ran around and hid under the bed. She was
afraid that someone may see her under the bed so
she grabbed the shoe boxes and putted them beside
her. It was impossible for her to see the stalker. The
noise got louder. “Someone is near me,” she
thought. She froze a when she realized that the
squeaking noise disappeared.

The box moved about an inch. She got up laughing
and screaming at the same time, then ran around
the room.

She stood on the chair and looked down at the
innocent thing, the mouse. It wasn't the stalker, it
was the mouse.

Shell never forget one halloween night. It was her
first frightening experience.
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The participant is the same throughout. Once thg |
scene is set, each paragraph describes an event connecte ]
with a sound, a place or an object (doorbell, squeaking, |
noise, box, mouse). Her journal entry (quoted above)
likewise describes a single event, her new job as 2 :
Resident Advisor in the dorms. Thematically, the entry i(si
broken down into introduction, problem, reflection and 2
question. Interestingly, in this entry there were a.lso hir}lton; :
linguistic markers to indicate episode boundaries: s t?o .
participant (I to “One R.A.7), shift of tense (paislt" ; :
“Now, I feel...") and shift of address or perspectw-e (‘T" to :
“you" and a direct question). van Dijk calls these lmguistis ]
markers “cast change markers,” “time change markers ,'
and “change of perspective markers” respectively.

(T to
In JD's brief journal entry, his use of pronouns .
“you" and a direct question) are the linguistic signals of a

change in episode,

i t all so far. I

JD: I have no complaints about this course a ‘
really do like this course because I learned many -

new vocabulary. And I enjoyed this class.

You don't have to answer the question below but I_-
hope you do.

Are you afraid of getting old or how do you feel when
you get older every year?

that JD wrote leamed and enjoyed in his firs
g:::graph but probably should have written have lea sr.:
and have enjoyed to indicate actions begun in the past an
continued into the present. Thus, they probably do o
represent a shift in time from the i.irst two \ferbs in : is
episode. In JD's composition, Whlcl'.l describes fse
unpleasant experiences, JD uses linguistic signals for new
episodes but does not paragraph.

r:r [

An Unpleasant Experience

When my brother, Tom and I were little we used to
hate each other because he was in a hearing world
who doesn't comprehend deaf world. And I'm in the
deaf world who doesn't comprehend hearing world.
I tried to go out with him and his friends at the
time when 1 felt alienated. He wouldn't let me go
with him. We said all the dirty words to each other
so loud that the neighborhoods heard us. We were
fighting everywhere and most of the time we were
fighting in the middle of the street in front of all
onlookers. I felt awful and discouraged. My brother
used to play with his friends every day and I was
miserable because I wanted to have fun. So I tried to
Join them and play with them. My unkind brother
kept giving me a hard time and I was hurt. I kept
trying and trying and finally he gave me a break. I
played games with them. We played basketball,
football, “Who's afraid of the lion” and many others.
My brother and I were used to dominated other
friends. Sometimes we played together against
other team but we played against each other. All the
time like he is on one team and 'm on the other.
When we were not with friends we always play one
on one in basketball and he always beat me. Some-
how I guess that playing together really brought us
closer. Right now we love each other so much.

5 use of pronouns falls under van Dijk’s “cast change
arkers.” New members of the cast are introduced with a
ull noun phrase (name, noun with indefinite article or
ther determiner) and repeated mention of the same
iharacter is accomplished with a pronoun (he, she, etc., )

ien a character is reintroduced, as van Dijk points out,
he full noun phrase is again employed. Note that JD

with “When my brother, Tom, and I--—-" and

'tlnues with “he,” “him,” “I," and “we.” But midway
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down the page the full noun phrase is used to
“reintroduce” the brother; “My brother----," “my unkind
brother,” “my brother and 1.” One could argue that a new
episode begins with each full noun phrase except for the |
presence of an additional perspective marker: “used to.”
On two places, JD uses this verb phrase in conjunction 3
with the full noun phrase to indicate and introduce §
repeated actions in the past. Taking “When my brother 3
Tom and L., “My brother used to play...,” and “My.
brother and 1 were used to dominated..” as episodes
markers we have three episodes which set out 1) JD's:
feeling of alienation, 2) the incidents that caused this
feeling (including the “break” and changes in the relation-;
ship), and 3) the new relationship between the brothers.
Note that JD signals the end of the third episode andj
indeed the end of the composition with a shift to thel
present tense. ;
Other students used lexical markers for the beginning:
of new episodes: “Well, 1 think I better answer...” and
“Now, 1 have a curious question for you.” (KR} FT began 2
of the 4 episodes in one entry with “Anyway....” This same! bur own educational history, and, perhaps, listen to the
student, however, did not use lexical or other lnguistic language of a new cwriculum rooted in experience. By
markers such as pronouns {in place of his character's fliscussing the implications in the utterances of students
names) to delineate episode boundaries in an otherwise : teacher, language functions, language forms, and
well written horror story. A fourth student (DL) began felationships, we do not propose to generalize; rathér we
three out of four episodes of his “Unpleasant Experience propose  that continued efforts to interpret indivi'dual
composition thematically by introducing a new character: sucational experience through language study take place
Unfortunately, DL shifts his pronouns from third to first flie exploration of such experience can thus inform our
person half way through his composition and confuses hig edagogical acts and pave the way for future dialogues
perspective: i )

3 DL represents another possibility. KS's composition
' about the mouse was segmented thematically and
graphically (i.e., with blank lines or indentation). JD's
. composition about his brother was segmented thematically
vand linguistically but not graphically. FT segmented his
‘horor story neither linguistically nor visually; and DL
seg;mented thematically and graphically but imperfectly by
imeans of language structure. The point is that there was
great variation in ability to mark episodes in the composi-
tlons, whereas there was a notable consistency in marking
episodes in the journal entries.

i Curricular Implications
U The visible words of these written dialogues teach us,
ithe observer and readers, much in the way deaf students
themselves are taught. Disembodied phrases, visual voices
on paper draw us into a metaphor of deafness. In them-
selves, the journals are compelling. Beyond form, we can
listen to the issues raised by these written voices, listen to

3 plications of Language Structures
DL: While they were discussing about the problem tha ¢
Duane had, DL came home and was confuséf
because they were talking too rapidly for me and
didn't wnat to disturb them. Although my da
stopped me and asked me if I could help him. I sai
HOK.N k

v'Staton (1983) has suggested that second language
. ents may model instructors’ language in the dialogue
prnals. No evidence of structure modeling, change in
igth of sentence, or use of particular language structures
noted here. Perhaps, in a less restricted time period
4 ich changes would occur. What was noted at the
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discourse level was a clearer sense of episode in the ]
dialogue journals than in the compositions. Most of the
students marked episodes graphically and linguistically in
the journal entries but not in the compositions. van Dijk’s |
notion of episode focused on lexical, pronominal, temporal
and aspectual linguistic markers. Syntactic cues such as’
the choice of passive versus active structures have been?
suggested elsewhere in the growing literature on dis-
course analysis (for example, Coleman, 1982). Further.
research in the identification of such markers can only
have a salutory effect on second language instruction in:
general and ocur students’ written English in particular. E

The students’ ability to clearly “chuck” discourse in 'ES: Reading and writing letters kept me motivation to
their dialogue journals was due, we submit, to an increased: E learn English better. I usually read adventure, non-
control of topic, a knowledge of the audience and} fiction and United States history. The last time I
confidence in the “genre” (recall JD's word play and} read a book which was called ‘1984". It is good one
personalization in the entry quoted above and his control with a lot of vocabulary which I didn't know. It is
through questioning quoted above). The implication for the about a man who find love and tried to get freedom
teaching of writing to these students is that one might in Russia. I was not sure because I read it in 1981. I
proceed from a form of writing that is more easily used to read a lot during my teen years. I tried to
controlled by the student to a form (such as, the essay); read more during college life but it is possible for

where the topic is assigned, the audience is more me to read a lot of books except comics and joke
generalized, and the organization is dictated by criterias books.

other than the narration of events.

. be noted. First, the length of the journal entries remained
 fairly constant for each student. It was the pragmatic, com-
' municative functioning which increased as both student
' and teacher connected, shifted, queried, and responded.
¢ Secondly, this variation and increase in functional use
began for most students in the second period with some
| seminal sharing of goals and dreams (2 students), inquiries
' of the teacher of a personal nature (3 students), and
requests for the teacher’s opinion on issues and concerns
| (3 students). The openness of the students is immediately
¢ striking in the absence of an assigned topic of discourse.

I'm studying Data Processing in second year. My
goal is to be computer programmer after I graduate
from this college. I would like to work in Long
Island or Midwest. I would like to work or live with
the people who are friendly, show love, and don't
care about the race. Also, I would like to see people
respect and show interesting to meet deaf people.

Implications of Language Functions

In the restricted context of a quarter system,
expansion and personalization of language functions was
dramatic. The first period of time observed yielded little|
language variation or self-disclosure beyond frustration:
with past teachers and rhetorical commitment to the duty
of learning English; the fourth and fifth periods included]
confidences, comparisons of experience, expressions of
immediate anger, philosophizing, teasing, and articulating
concern for the other. While one might argue that this
expansion would probably occur in the presence of amy
humane classroom approach, certain considerations must

i The teacher's utterances, in the observer's view, also
Bhow immediate increases in communicative function in
e second period of time. In the first weeks, he is limited
b explaining, prompting, and questioning. By the second
jeriod, these functions remain, but are supplemented by
fivising, joking and challenging: and, by the end of the
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| other than those he brought up if she wished. Inexper-
| lence with flexbility In dialogue may confuse some
. students whose experiences and opinions have not been
b elicited or valued. Other students, like three of the
. students in this group, will prefer to maintain distance or
* simply be involved in other matters (the programming
i student who told the teacher that all of his time was spent
in Student Computing Services). The teacher must be able
. to apprehend and respect the Other in the dialogue, be
open to attack or criticism (as in one case here), and be
| willing to choose a “voice” or level of formality that is
' comfortable for the student. The injunction to *be flexible”
tin hundreds of teacher education texts, however, never
‘prepares one for the gamut of topics and concerns
(students may communicate. Thus, a teacher must
‘approach such an experience with a readiness for hurt as
i well as a willingness to share in writing.

. In the face of working with a “special” population or
idifferent culture, moreover, the chasm to the Other in
'dialogue can appear endless. In one example from this
group, the teacher did not—could not— respond to one
man's dream of being “a deaf black leader...to encourage
ideafl black people.” Rather, the teacher suggested the
Student think about recruiting other students from his
jgrea after graduation, but left the dream respectfully alone,
ihe student had said all that could be said and the teacher
eould never know the experience of being deaf and black,
Purriculum can emanate from shared and compared
experience. But shared experience can never deny
pdividual sensibility, or translate other-ness into simple
erms. The use of the journal in any curricular context
pust proceed from respect for the culture, biography,
gender, and affiliations of the student, even in the face of
mnger and silence. On the other hand, as in the case of the
fudent who said that he hoped never to work with blacks,
fteacher can and must make his or her position clear, and
giuse the violation of his or her own moral sensibility. The
acher in this case presented the student with vignettes

course, expressing concern and affection, sharing past |
experience and requesting continued contact and feed- :
back. Reserved but honest, the teacher assumes responst- &
bility for what he might be asked, and responds in ways :
that open him to challenge: ;

JA to ES: (response)

You said that reading and writing letters has kept |
you motivated. Do you still write a lot of letters? If :
so, who do you write to? Another way of saying your °
last sentence with a word that we practiced today in ¢

class would be:

Also, I would like to work with people who respect |
me and are interested in meeting deaf people. :

Have you had a co-op experience yet? Where would
you like to go for that?

How do you feel at NTID? Do you feel that people
respect you? That's enough questions! Good luck on
your major. It's a difficult one, but one that can lead

to satisfying work (I married a programmer).

The Teacher and the Journals

The teacher's role and curricular implications of thes
dialogues are radical in the context of deaf education, :-'i;
Stokoe (1982) suggests. The notion of writing back to a
student for clarification and without correction (unless:
asked), may well be puzzling to students andi
uncomfortable for teachers {for discussion of the effects of
corrective orientation, see Meath-Lang, Caccamise, &
Albertini, 1982). Indeed, in the third period of entries
one student was still writing “on 10/11 you said ‘if thats
boring, change the topic'—what do you mean by that?
When the teacher had told her to write about matters
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of choice, asking the student to think of them carefully in |
characterizing a group. For a while, it appears, the student
did.
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POLITICAL NOTES @ NOTICES

Political Notes and Notices _
Landon E. Beyer, Editor
Cornell College

As regular readers of The Journal of ﬂncsnmlum
Theorizing are well aware, previous volumes of jt‘.)humalthe :
have fallen behind our schedule of publication, wi d'
result that time delays for contributing authors atllle ;
readers have been frequent. To rectify this situationf. the-
editors have attempted to print several issues cct> Re
journal more quickly than might have been expei € of-
view of recent publication dates. Accordingly, this szx:; b
The Journal of Curriculum Theorizing went to press Deloreg
the previous issue had been disseminated. ;

In the “Political Notes and Notices” scactior:Jl _ 7
appeared in the previous issue, I oytlined the results of
discussions that took place regarding its direction glner
focus at the 1985 Bergamo conference. AmMONg \?vh 4
things, this section will incorporate a citatior:;11 e
submitted, that readers can respond to for pu c;a __
consideration in the following issue. The previous ss:
contained such a citation, from the work of Ja}?ﬁs -
Macdonald, as a follow up to the recognition given to &
his work in the journal. I would like this citation . 3
used as a source of commentary for Volume 7, Num terbé
since there has not been time for responses to 11(:1 di?i
written for inclusion in this installment. . Inva1 eog.
political notices will be included beginning with Vo l;.ll;n ,.
Number 3, again in response to the current publis 3
schedule for the journal. _
Two letters were submitted since
“political Notes and Notices”

the last installment

¢ went to press
o 3

i

BEVETE

. Interestingly, they both deal with the same general issue,
namely the encroachment of the political right— through

- ‘Accuracy in Academia”— into higher education policy and
- teaching,

Bill Reynolds, University of Wisconsin-Stout, notes the

growing movement by people involved in this group to
keep alive the McCarthy-era activities aimed at rooting out
‘the purveyors of untruth”, “Accuracy in Academia” claims
{ that “there are over 10,000 Marxist professors in class-
irooms in the United States.”? This group is engaged in
Tecruiting students to serve as spies on these 10,000
professors, and to date claims that 600 students have
Bigned up across the nation. They have reportedly

=

ablished a new chapter at the University of Wisconsin-
waukee, where an unnamed sociology professor has

been selected as their initial target.

Gene Grabiner, Erie Community College, submitted
pieces of information regarding Accuracy in
ademia and efforts to expose and confront that group’s
arges. For example, a recent article in The Buffalo News
that a group of students has been monitoring

flassroom statements by some professors who allegedly
ihow a “liberal bias".2
i At the same time, resistance to Accuracy in Academia

45 also grown, even in places where an affinity with right
fing political causes could be expected. Joseph S. Murphy,
aancellor of the City University of New York, has
autioned against taking the AIA too lightly, citing previous
ttacks on universities in Fascist Germany and Italy.
ichard Pipes, a Professor of History at Harvard University,

iid a self-described conservative, has commented that,

#hat goes on in the classroom is sacrosanct...I don't want
i'be obliged by anybody to deal with views in ways I don't

right.”® Within the current fiscal, political, and

ucational climate, Accuracy in Academia may well pose a

rious threat to the alleged ideals of American higher

Hucation, even though those ideals are not practiced to

e extent that we would like.
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targued that since other institutions follow similar
 practices, to disallow such activities would be “to disarm
 unilaterally”. A University attorney added that athletic
practices aided “disadvantaged” students even if they did
i not graduate. “We may not make a university student cut of
him [the ‘disadvantaged’ athelete],” this attorney stated,
. *but if we can teach him to read and write, maybe he can
. work at the post office rather than as a garbage man when
: he gets through his athletic career.”s

. This incident raises a number of interesting questions
and possibilities. Given the admissions of University of
' Georgila administrators and other officials, it would seem
 that former atheletes of that institution have a reasonable
i cause to bring suit against the university—an acton that
i might make the $2.57 million awarded Professor Kemp
i seem almost negligible. On another level, the Georgia case
‘represents only one example of the exploitation of athletes
‘at major universities— especially those involved in revenue-
iproducing sports. This case also points, obviously, to the
contradictory roles and purposes universities are expected
“to fulfill in contemporary society.

Among the groups that has organized in opposition to
the activities of Accuracy in Academia is, “Scholars Against |
the Escalating Danger of the Far Right”. They have some |
written materials available, and contributions to help resist
the AJA can be submitted to: Scholars, P.O. Box 133, New !
York, NY 10011. E

The remainder of this edition of “Political Notes and
Notices” will be taken up with summaries of recent news
items. 3

* ® ¥ %

The University of Georgia's Developmental Studies
Program has been in the news of late, in regard to their |
programs for varsity athletes. Professor Jan Kemp,
formerly of Georgia, filed a civil suit in U.W. District Court |
in Atlanta, claiming that she was fired because of her °
exposure of preferential treatment for athletes who were |
enrolled in this program. “The interesting thing about the
Atlanta trial,” one reporter notes, “was that most of the
information damaging to the university didn't come from
Ms. Kemp or others who might be classifled as
‘disgruntled’... It came from present officers and
professors of the Athens, Georgia Institution.”* Testimony
at the trial established that: the University gave athletic’
scholarships in violation of NCAA regulations that’
recipients have a “C" high school average; Virginia:
Trotter, University Vice President for Academic Affairs;
ordered that nine football players who failed remedial’
courses be promoted into the regular curriculum in’
1981—just before Georgia played in the Sugar Bowl game;
Leroy Ervin, University Assistant Vice President, said that se appropriations hearing: *Dare we say, simply, that
academically deficient athletes were recruited by the! pur nation, perhaps the first nation on earth explicitly
University of Georgia only to “produce income” for : founded on knowledge, is now ready to disintegrate and
university, and that “they are used as a kind of raw its own foundations?"7 In response to the current
material...and get nothing in return."s 8 financial predicament, the Library is, among other

University response to the suit brought by Professor_ measures, cutting book purchases by 13%, reducing book
Kemp was quite interesting. President Fred Davisonf festoration activities by 16%, and closing its reading room

® 2 % 2

-~ The influence of the Gramm-Rudman budget balancing
law is beginning to be felt in a variety of academic and
scholarly pursuits. For example, the budget of the Library
iof Congress— containing the world's largest collection— has
peen cut by $8.4 million this year and the Gramm-Rudman
aw will necessitate additional cuts of $10 million. Daniel
tin, the Librarian of Congress, inquired at a recent
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\per capita expenditures were: $992 for whites; $653 for
Indians; $341 for coloreds; and $141 for blacks.!® Pupil-
‘teacher ratios follow this fiscal picture: 19:1 for whites;
:23:1 for Indians; 26:1 for coloreds; and 41:1 for blacks. A
University of Cape Town researcher has also reported that
f the illiteracy rate for blacks is 33%, while the illiteracy
Evidence of another sort of continuing discrimination; rate for coloreds, Indians, and whites, is 15.5%, 7.6%, and
this time in the Canadian public schools, has also been 10.72%, respectively.11
aired recently. Patricia Swenson, a graduate student at = In this country, 200 students at Smith College took
Simon Fraser University, conducted a study of Government; over the College's administration building on February 25,
authorized language arts textbooks in British Columbia; 1086, in response to the Board of Trustee's decision to
According to Ms. Swenson, the typical family portrayed inl fetain investments in companies doing business in South
these texts had three members, no ethnic identity, and Africa. The College reportedly owns $22.3 million in
lived in an unspecified, though probably North Americanj Btocks in 22 companies that do business there. Smith
setting. Moreover, the women in the stories were morg follege has sold its stock in one company that has refused
likely to be mothers or farm workers, while the men were 10 establish a policy designed to assure racial fairness, and
likely to be farmers, fishermen, and hunters. French: Will “review what steps the other 21 companies could take
Canadian and Ukranian-Canadian families were n g'_« 'bring about change in South Africa’s racial system”,12
featured in the texts Ms. Swenson examined.8 . ' Meanwhile, at Dartmouth College, 12 right wing
It is also interesting to note that most of the read "i. gtudents, 10 of whom have links with the publication. of
used in Canadian schools are produced by U.S.-based ilbe Dartmouth Review,” were recently suspended. They
multinational corporations. Rowland Lorimer, a Prof SC e charged with the sledge hammer destruction of a
of Education at Simon Fraser, commented that the prob duster of shanties that were erected on that campus in
lems identified by Ms. Swenson are also common in othes =‘=- ary, in opposition to the racial policies of South Africa.
Canadian provinces. Multinational, corporate text pulbs former editors of “The Dartmouth Review™—a right wing
lishers typically develop readers that can be quickly ang ternative to the college-sponsored “The Dartmouth
cheaply adapted to any country, thereby increasing profil .:_;.- ew”— Include William Cattan, speech-writer for George
margins.® Thus the problems seen in this country regard sh, and Ben Hart, director of studies at the Heritage
ing racial, gender, and social class stereotyping that ard ation 13
sometimes fueled by the existence of such things as texd .
bock adoption committees, has international analogues.
The practice and policy of apartheid in South Africa i
and its furtherance by U.S. corporations doing busineg i W. Robert Houston, Associate Dean of the College of
there, continues to draw fire on some university anj tication at the University of Houston, has added yet an-
college campuses. ier proposal for educational reform, entitled, “Mirrors
Further evidence of the glaring discrepancies acros Excellence”. Dr. Houston’s study recommends that
the four racially segregated educational systems of Souf provements in schooling could be aided by a closer look
Africa has recently been revealed. For fiscal year 1983-84 Corporate management. For example, he recommends

on Sundays. Because of the decline in funds for restoration’
work, some photographs, prints, and books are likely to b
frreparably damaged. !

i
f
® 3 &k %
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. private, profit-making schools would be less restrained by
i ‘legal and administrative obstacles that permeate public
. education”; private schools, for example, can impose
. “search and disciplinary procedures” regarding the search
: of students and lockers as a condition of admission. *“What
. we especially need is technology that will reduce the
. exireme labor-intensiveness of education,” Lieberman
. continues. “We need the educational equivalent of
3 refrigerators in place of iceboxes. Only then can we buy
. better education for the same amounts now spent on
- schooling... Eventually,” Lieberman concludes, “Business-
. men trying to generate profits will bring about improve-
. ments beyond the reach of our morlbund educational
-~ establishment."20

‘ What stories such as these ought to help remind us,
| among other things, is that while attacks by groups like
. "Accuracy in Academia” are potentially disruptive and
; need to be resisted, more subtle and perhaps dangerous
. threats are posed by the ways of thinking about education
. that are becoming accepted as commonsense by
' educational decision makers like Finn, Bennett, and
others. The confrontation of such ways of thinking,
. perhaps on our own campuses, is as urgent as any venture
- on the agenda of a politically progressive educational policy
and practice.

that principals (the analogue of plant managers) do more
of the hiring of teachers; part of the teaching problem, he =
suggests, has been that many teachers are hired by a |
central personnel office and assigned to schools, arguing 3
instead that, “we must use more participative management 3
and get teachers involved.”!4 He also recommends teach-
ers and principals working together, especially with =
“problem children,” in the construction of “learning
blitzes® that would be “similar to the extra marketing &
efforts made by company teams."15 :
Predictably, Chester Finn, currently Assistant |
Secretary of Education, takes a different view of |
educational administration. According to Finn, “a principal -
should be more an executive than a teacher and more an
executive than a civil servant.”16 Like corporate executives, |
Finn believes principals should be hired on a twelve month
contract, and that they should be recruited not from the 2
ranks of teachers, but from the pool of “business
executives, retired military officers, and public officials.”17 3
The irrepressible Dr. Finn was featured in another §
recent story, dealing with a recently released ETS report
on bi-lingual education. In responding to the ETS finding
that Hispanic children are far below the national average in §
reading proficiency, Finn charged that, “the report cited a §
‘neo-Marxist account of American society’ that suggests |
discrimination and an American ‘caste’ system are to
blame for the low aspirations of black and Hispanic
children.”18 :
In the same vein, Myron Lieberman, Ohio State
University, has published a study entitled, Beyond Public
Education, espousing conservative ideology applied to’
school reform. The reason for school reform failures, |
according to Lieberman, is that “effective reform will not
come until we find a way to encourage a market economy E
approach to education. That means having profit-making
schools competing with both public schools and the non- |
profit ones that now predominate among private §
schools.”1® Among other things, the author believes that

* 2 & =

= At Thornlea Secondary School in Thornhill, Ontario,
‘students are involved in “Theme Courses,” inquiring into
‘such topics as “Space and Man"™ and “The Cold War".
iThese programs provide “individualized instruction” with
ia new, technological twist: everything is to be done on
‘computers. Brian Mclean, the school's Vice Principal, says
that “the teachers really should become dispensible and
‘fade into the background. That is our thesis.”2! The
sapparent goal of this and other programs is to minimize
‘the role of the teacher, often in the guise of helping
 students become “independent”.
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Combining high technology/mass production and |
consumption/free market education, is the current trend
toward national franchises in education. For example, the |
Sylvan Leaming Centers offer intense, one to one
instruction in reading and mathematics.22 Similarly, |
American Leamning Corporation of Huntington Beach,
California, and Hunington Leaming Centers of Oradell, |
New Jersey, are concerned about low test scores and |
deficlencies in under-funded public schools. Such.
franchise operations cater to some of the worst fears about
the quality of American public school education, while |
promoting remedies that further the right wing efforts to
extend the arm of capital further into the field of
educatonal practice.

 Appeals ruled 3-2 that Ontario Government is not violating
. Canada’s “Charter of Rights and Freedoms” in providing
L full financing of Roman Catholic education. The majority
‘decision found that since Canada “was founded upon the
‘recognition of special or unequal rights for specific
‘religious groups in Ontario and Quebec,” the law
| permitting such funding of religious schools passed in
1982 was constitutional.?®* In anticipation of such a
“favorable decision, Ontario's Roman Catholic school boards
thave drawn up plans to add another grade to their high
ischools this fall. Enrollment in Roman Catholic schools is
expected to increase by 6,000 students that year.26
. In addition to raising a number of interesting legal
questions about the relationship between church and state
“of the sort that may become crucial in the U.S. as well in
‘the near future, some commentators see the current
‘controversy in Ontario as “a debate between two wealthy
tand power-hungry education bureaucracies.”?? Elements of
igious bigotry, differences of view about quality
education, and political power manueverings have all
‘played an important role in this continuing debate.28

* % £ &

Several interesting and complex issues have arisen |
regarding the relationship between church and state. ]

In the area of applying fundamentalist beliefs to the
workplace, one entrepreneur has come up with a |
somewhat novel, if ethically reprehensible, approach. Bill |
Watts, of Como, Texas, owns a factory “which awards ¢
bonuses of an extra fifty cents an hour to workers for each |
child they rear and an extra dollar an hour to those who ¢
are a family’s sole wage earner—which induces some men ¢
to keep their wives at home.”23 Carol Sobel, an attorney in
the Los Angeles office of the American Civil Liberties |
Union, notes that, “with the rise in fundamentalism...more |
people believe that their messianic duty is to share their
values with other workers whether they like it or not."24 §
Given the populaton explosion and food shortage
worldwide, paying people to generate more offspring in |
the service of some allegedly religious mission, is a curious §
paradox. ]

In Canada, Ontario has decided to extend public schoo! *
financing to Roman Catholic high schools. In a decision
handed down on February 18, 1986, the Ontario Court of
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Pondering Education Policy

. . The presidential commission report, “A Nation At
' Risk,” released three years ago, established education as a
| central policy issue for this country. Since then, hundreds
I!';of books, articles, and reports have been published
' detailing directions for improving education. Perhaps it
would be instructive to ponder the impact of this
unprecedented outpouring of proposals.

. To make sense of this flurry of activity is no small task.
 Various groups and individuals have locked at schooling
“from particular vantage points. Thus, what was addressed
‘depended on individual perspective and persuasions. Many
reformers, for example, limited their focus to high
‘fchools. Only recently have we seen attempts to extend
' focus to elementary schools and colleges.

. A factor that complicates an assessment of the impact
of the current renewal effort, is that so many of the
supposedly new ideas are not new at all. They have been
around for years. For example, the emphasis in several
reports on the need for character development and
education for civic responsibility is well articulated in the
1960 social studies materials of the Harvard Project Social

. The much maligned currculum of the 1960's also
predated the latest and most fashionable trend in
education: thinking skills, The curriculum reform of the
1960's in such areas as social studies, science, and

glish, stressed deductive and inductive reasoning,
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‘of books, articles, and reports have been published
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. To make sense of this flurry of activity is no small task.
' Various groups and individuals have looked at schooling
‘rom particular vantage points. Thus, what was addressed
'depended on individual perspective and persuasions. Many
reformers, for example, limited thefr focus to high
‘gchools. Only recently have we seen attempts to extend
the focus to elementary schools and colleges.

. A factor that complicates an assessment of the impact
of the current renewal effort, is that so many of the
isupposedly new ideas are not new at all. They have been
around for years. For example, the emphasis in several
I s on the need for character development and
tducation for civic responsibility is well articulated in the
1960 soctal studies materials of the Harvard Project Social
+ The much maligned curriculum of the 1960's also
predated the latest and most fashionable trend in
education: thinking skills. The curriculum reform of the
1960's in such areas as social studies, science, and
English, stressed deductive and inductive reasoning,
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" matter of fact, we may be hitting the basics too hard!
i Nancy Borkow, of National Institute of Education (NIE),
. cltes evidence that the emphasis on basic skills has hurt
¢ the development of higher order thinking skills and
| belped bring down the test scores of high achieving
| students. Consultants for the National Assessment of Educa-
¢ Honal Progress (NAEP) mathematics program blamed at
 least part of the decline in problem solving during the
'1970's on the back-to-basics movement.

. Amidst the rising rhetoric on public school education,
ithere is a reality. It is not a simple reality; it is very
fcomplex. It is hard for people to comprehend the
\complexity of American public school education and how
Varied public school districts are. There are over 15,000
ischool districts in America ranging in size from under a
ithousand students to nearly a million students.

" When we talk of bringing about change in American
fducation, we need to understand that it is a complex and
ong-term venture. Effective school slogans and sayings,
excellence recipes, and teaching formulas, do us all a
disservice by suggesting that there are quick fixes and
lacile features to educational success.

Despite contradictory proposals and perspectives, a

critical thinking, problem solving, and attention to real- 3
1d problems. ;
o Ar?other factor which may cloud more than claﬁfyb arig :.
our reliance on standardized test scores an;lia1 colle%euc tci)vity
tio: pro
as the central measure of educal v
z;(geismpact. Every person should look critically at irlllctizlad_
tors of school productivity, and those indicators s. :.
de more than test scores.
inch.;v: need to be much more cautious in attactl';nmg zc;
much value to test scores. The box score men mistrieaJ
quantifiable educational measureglen; lfadt: t;l :::ure neas
ized tes hs
surement of education. Standar e i
ure; not necessarily what has ee !
ﬁzym::sses the curricular content (what's taught) .
what's tested are widely divergent. It's as though '.I.IT'_-i.
was given the Virginia driver's manual g:l tstudgtha; a8
- an s
ted on international driving rules. s
::151;1 nationally normed tests ask questions onthcortl:st ;
and skills students have not been t?ughtl;mﬂ;en e
teac . _
imperfect measure of the success o B
= F\lj:ther, if we look at what we actually test in SChen _'
we find that we are sampling only limited and .-1_.','-._
arts of student knowledge and learning. We are Sinl
o k and white snapshot while missing a u ¥ consensual items emerged clearly from the reform
gt tec blacl r production. For example, schools amf dovement: higher standards and expectations, sharper
mogt o the reform orts, talk of the critical importand Pcus on academics, more math and science requirements,
of teack _ﬂ"em rgid vn;riting. Yet, most of our e more attention to language and thinking development,
of teaching t ung does not tap creative or imaginauy mproved teaching and better leadership, more com-
Stam;;idiﬁﬁlen:; ofgthought or the process of writing, £i8 junity involvement, and development of a common core
thou + » ut ] By Flearmiing for au StleentS.
inted out, the single-m . g
e Tor ‘igher tet scores. | Many of the reform recommendations that have

has narrowed the schoof
quest for highert testt ?:c’;f:st easily measured; therefof perged are valuable; but they must be implemented with
agenda to content tha . e and fitted properly within the total educational

oals such as learning
less attention is paid to other g gmework, For example, when we mandate more math

If-esteemn, becoming eff€
make decisions, devempihl;ggh;e lefrel thinking skills, fd science requirements for high school graduation, we
tive citizens, acquiring ed to ensure that the foundation for such learning has

developing aethestifc :%I;Sri?:t:-zgérberates through the -_.__; en built at the elementary level and that these new
Yet itjil; nT: b(:gic c;ldlls teaching that is our problem. AS irses are taught so that all students can learn.
€ A
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Yes, the current dialogue over education policy and the
rain of reform reports have been constructive and schools

will be stronger. The focus on education has been and
continues to be helpful. Many of the recommendations for &

change make solid sense. However, in the final analysis,

the true test of this renewal effort will be in the careful
crafting of the implementation of change in local school =
districts and in individual schools. Better schools will be =
built by teachers, principals, and other school staff who °
care deeply about children and about the future of this .
country. They will need to be supported by a public that

o
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Significant Oihem: Notes on the Education of

. Deaf Persons, Special Groups, and Linguistic Minorities

Bonnie Meath-Lang, Editor
National Technical Institute for the Deaf
Rochester Institue of Technology

values leaming,

The Icarus Image

By the time we see these words in print, the freighters
have scoured the seas for the last shard or remnant or
e; the cloned rows of expert panelists will have
peared from our television screens; this high school,
3at town will have laid plaques for future generations to
jurry past. Yet still I meditate on Sharon Christa McAuliffe,
e teacher who flew too close to the sun on the wax wings
i others’ vanity and instrumental thinking.

. However we may view the politicization and

Bger to market her adventure, we must, in the final
falysis, return to the person and the hope. Go back to her
gays and to what is left of her journal. Go back to her joy
d wonder at the opportunity to seek a new kind of
gwing and to communicate her experience to young

. In developing my course, The American Women, I
. discovered that much information about the social
history of the United States has been found in
i+ dlaries, travel accounts and personal letters. This
~social history of the common people, joined with
¢ our military, political and economic history, gives
¢ my students an awareness of what the whole society
. was doing at a particular time in history. They get
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By the time we see these words in print, the freighters
have scoured the seas for the last shard or remnant or

- ne; the cloned rows of expert panelists will have
flisappeared from our television screens; this high school,

town will have laid plaques for future generations to
aty past. Yet still I meditate on Sharon Christa McAuliffe,
teacher who flew too close to the sun on the wax wings

if others’ vanity and instrumental thinking.

. However we may view the politicization and

lanipulation of Christa McAuliffe’s dream by a government

ager to market her adventure, we must, in the final
sis, return to the person and the hope. Go back to her

ays and to what is left of her journal. Go back to her joy

. In developing my course, The American Women, I
. discovered that much information about the social
o history of the United States has been found in
b diaries, travel accounts and personal letters. This
- social history of the common people, joined with
wour military, political and economic history, gives

. my students an awareness of what the whole society
. was doing at a particular time in history. They get
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; Perhaps in the way that abnormal responses to abnorm-
‘al situations become defined as “normal”, extraordinary
lactions by extraordinary individuals ultimately are classifi-
ted “ordinary”. Christa McAuliffe viewed history as a
eollective life, a fabric of interwoven actions and possibili-
tles, and viewed herself in a much larger context while
maintaining personal ties and recording an individual
story. Her fall to the sea is the more poignant for our
knowledge of her journal keeping, our desire to know
i what she would have said and did write in the final days of
My perceptions as a non-astronaut would help] drama. In an explosive moment, the public person
complete and humanize the technology of the Space ibecame private.
Age. Future historians would use my eyewimess ¢ Christa McAuliffe is not the only Icarus, though. For
accounts to help in their studies of the impact of the those who work with special, nontraditional, deaf and
Space Age on the general population.! : minority students, the image is all-too-real, the metaphor
too applicable. Our colleagues and friends engage in
exuberant flights, T-minus-moments of anticipation as
students discover and communicate the momentary
strength of being different. These teachers and students
write, however haltingly, letters to the world and to each
other, hopeful of acceptance.3 They often see themselves
end their students as parts of communities (the Deaf
eommunity, the Hispanic community) with a shared
history to explore and express. And frequently, they are
immolated: by administrators, by collegial indifference, by

the complete story. Just as the pioneer travelers of}
the Conestoga wagon days kept personal journals, I._
as a pioneer space traveler, would do the same:. 3

My journal would be a trilogy. I would like to begin it
at the point of selection through the training for the
program. The second part would cover the
flight. Part three would cover my thoughts a d.
reactions after my return.

Many commentators, at the time of Challenger disas,
noted the irony in politicians’ definitions of Ms. Mc/ iffel
as the “first ordinary citizen® in space, when, in fact, the
adjective was anything but appropriate. Yet Ms. McA: i-
celebrated her own “average person” status as invaluable

to her ability to observe and record: :

As a woman, I have been envious of those men whe
could participate in the space program and W ”'5 :

were encouraged to excel in the areas of math and parental misunderstanding, by their own burn-out and
science. I felt that women had indeed been left flisillusionment.

outside of one of the most exciting careers availabled f

When Sally Ride and other women began to train -:-::r
astronauts, I could look among my students and seg
ahead of them an ever-increasing list of oppor;

tunities.

Before they disappear from the sky, Icarians, on a
stronger, brighter wing, must hold them up until the
jamage is repaired. For we, like our students, are
members of a community, and as John Donne knew, are
fliminished and lessened by the loss of our fellow-
Favelers.? We in special and cultural education must
pourish the explorers in our midst, who, like Christa
fdcAuliffe, can be victimized by bureaucracy and
ndifference, And the lesson of her life—the lessons of our
fves—will travel beyond the plan to the infinity of
MAaFInanon.
-a

I cannot join the space program and restart oy g
as an astronaut, but this opportunity to connect my
abilities as an educator with my interests in histo y
and space is a unique opportunity to fulfill my eariy
fantasies. 1 watched the Space Age being borm and |
‘would like to participate.?

* & & ¥
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The debate on bilingual education shows no signs of
abating. A county grand jury in the city of San Diego
recommended in the past year to eliminate such programs |
from the local schools because they were “impractical,
expensive, and... un-American.” The County Board of Super- &
visors chose not to act on the decision.5

Kaleidescope is a magazine committed to hel

i in,
_!establish and expand a body of literature and art onpt.hg
. 'subject of disability and the disabled individual's

. perception of the world. For further inf
iwrlte 1 ormation, please

Kaleidescope/UCPSH
326 Locust Street
Akron, OH 44302

& % h X

Two views on bilingual education were quoted last :
November in a special education supplement in the New.
York Times which focused on the controversy: -

In an address to a business group in Manhattan six
weeks ago, Secretary of Education william J. Bennett
argued the Administration’s case for changes in the:
Bilingual Education Act. “As fellow citizens,” he said,“we:
need a common language. In the United States 3
language is English. Our common history is written in"
English. Our common forefathers speak to us, through the:

ages, in English.”

Not everyone agrees. “The first university in this’
hemisphere was in Mexico in the 1400s,” sald Gene T2 SW. Norton & Company.
Chaves, president of the Bilingual Education Association: “The New York Times: Education Supplement November 10,
“My ancestry goes back 400 years in the Southwest. My page 46.
sense of history predates the landing on Plymouth Rock."® & iy

Reference Notes
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Associated Press, January 28, 1986. Competition. Quoted in the
21bid.

3 “See JCT notes on the work of Staton, Walworth, Albertini
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_.*_&Iohn Donne, Meditation XVIE: Now this bell tolling softly for
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A new organization, Deaf Artists of America
Incorporated, is a new national arts organization dedicated
to the support and recognition of hearing impaired visudl
and performing artists. Membership and subscription
information is available for disabled/hearing impairtg
artists and supporters. Write to Deaf Artists of America
Incorporated. Post Office Box 2332, Westfield, NJ 07091.

L
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Pretexts

Pretext: Review of The Shopping Mall High School:
Winners and

and David K. Cohen. Boston: Houghton Mifflin,
1985.

Democracy, Free Enterprise,
And The Curriculum

Stephen J. Thomton
University of Delaware

The Shopping Mall High School, by Arthur G&ulfowell. :.
Eleanor Farrar and David K. Cohen, is an insigh riabmkte ;
that leaves the reader with an altogether approp: .
of incompleteness, a naggingf
of

's  Horace's |
and follows Theodore Sizel:s S|
The Shopping Mall High School's |
ggests— for anyone who has_~
the authors have captured
we are forced

to confront the fact that curriculum issues rarely, perhaps |

disturbing, feeling
32?:’2 for closur%. It is the second report from A Study
High Schools,
Compromise (1984). :
portrayal of classroom life su
spent time in schools—that
“what it is really like.” In its lack of closure,

never, are subject to final resolution.

k's lack of closure!
Nevertheless, it is not only the boo )
that leaves this reader unsettled. Virtually everyone in e

curriculum field learns to live with uncertainty
incompleteness—
2solv§s curriculum problems once and for all. N:j,s ;t
something else; Powell, Farrar and Cohen do not raise,

quickly pass by,

analysis. Like the
problems are not so easily disposed of.

Losers in the Educationdl _
Marketplace, by Arthur G. Powell, Eleanor Farrar

there simply is no “one best system” that

al to theis
some questions which are .centr 5
blooccll on Lady Macbeth's hands, som
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Before turning to these concerns, however, 1 will
| consider some of the substantive contributions to curri-
. cular understanding provided by this book.

i The book’s use of metaphor is arguably its greatest
* strength. Conceiving of high schools as shopping malls and
. specialty shops, entails appreciation that the curriculum
. caters to a wide variety of tastes. The metaphor also
awakens us to the strong socializing influence of the high
- school - like shopping malls, high schools are places where
| youngsters spend time and learn cultural norms.

3 Following the consumer metaphor, Powell, Farrar and
| Cohen observe that most high school students are satisfied
_customers. Since the shopping mall curriculum provides
i something for nearly everyone, this consumer satisfaction
'ls not especially surprising. Importantly, this reported
satisfaction stands in stark contrast to recent, well-
(published reports on the need for curriculum reform. It
iseems that despite the criticism of academe and other
tlearned bodies, students do not perceive their day-to-day
 curricular experiences as inadequate or substandard.

i The substance of the book flows naturally from its
central metaphors. For example, “special students,” such
85 those in advanced placement classes and those
protected by federal and state laws, enjoy a higher
tducational standard of living than the great mass of
ordinary (“unspecial”) students. Further, life in classrooms
is generally unremarkable—it is orderly, seldom intellec-
tually taxing, and teachers and students accept this
scheme of things as natural. “Treaties,” negotiated among
leachers and students, assure that teachers are not too
demanding and that students comply with the basic
' ements of classroom management. At both the
fchool and classroom level, curriculum decision-makers
ire responsive to consumer demands even though these
nsumers may be unaware of the range of possible goods.
soncurring with Mortimer Adler, the authors feel that
flany students voluntarily downgrade their own education
Powell, Farrar and Cohen, 1985: p. 81; Adler, 1982: p-
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in which this “body of professional knowledge™ has been
I;npeded. Establishing that the shopping mall model
impedes good teaching does not necessarily imply that
otherwise there would exist a “body of professional know-
lledge.” Moreover, what would constitute this corpus of
knowledge? Efforts to identify a systematic body of
pedagogical knowledge have, thus far, not met with much
ggreement. Furthermore, Powell, Farrar, and Cohen, may
unintentionally create the impression that such knowledge
would solve our existing educational problems virtually
overnight. This seems to me to raise unreasonable
hopes— to  promise what cannot be delivered. As Philip
Jackson has observed, what good teachers “know about
i---' to educate, most other educators know as well. The
determination to act on that knowledge is another matter
entt . Jackson concluded, rightly to my mind, there
are “few, if any, secrets to divulge” (1981, pp. 94-95).

i Although Powell, Farrar and Cohen are correct that
ftudents come to accept “ersatz intensity” (p. 103) in
place of intellectual engagement, they provide little in the
W) of “images of the possible.” A few outstanding teachers
are profiled, but they tend to get lost in a book of this size.
Even in private schools, which are closely examined and
praised for the most part, the life of the mind plays a small
part in the curriculum: “most private school classes
gmphasized... academic engagement rather than intellec-
nal engagement” (p. 215). The reader, again, is left
wundering, “To what might we aspire?”

¥ My final concerm is the most troubling: What
felationships can, or should, exist between education and
democracy? It is here that the parts of the puzzle— that the
uthors so painstakingly lay-out-— must fit together. They do
; ot. Although the authors may not disagree with what
pllows, their comparative silence is confusing.

#. I take the pleces of the puzzle to be: socialization,
fducation, and democracy. The authors argue that schools,
ind shopping malls, succeed well as socialization agencies.
The free enterprise system, at work in both institutions,

21), and confront us with the sobering thought: Can we
change the curriculum when there is such widespread
satisfaction with it? '

Much of the foregoing is familiar to anyone who reads
the curriculum literature. John Goodlad’s A Place Called
School (1984), for instance, makes many similar observas
tions and like this book includes a vast amount of data. The
imaginative use of metaphor in The Shopping Mall High
School, however, coheres its data and this makes it more
readable than Goodlad's book. Moreover, rich descriptions
provided in The Shopping Mall High School avoid he:
reductionism of the “effective schools” literature. 3

In any book that spends more than 300 pages
dissecting the existing curriculum, it is reasonable to ex3
pect some clear guidance for curriculum improvement. PG
be sure, Powell, Farrar and Cohen do tell us something of
how to effect educational change. For example, they wisely
point to breaking down the professional isolation af
teachers. The authors, however, have surprisingly little 0
say about the content of the curriculum they would like tp
see replace the shopping mall model. I identified thres
major clues to their vision: the curriculum should “take ali
students seriously” (p. 297); it should be preacti
—designed by teachers prior to instruction (p. 320); and i
should “cultivate those qualities long valued in educateg
men and women—the ability to read well and critically, 12
write plainly and persuasively, and to reason clearly”(p
308). While these seem reasonable goals, they are &
general that they provide little guidance for curriculum
decision-makers. One is left wondering, “Where do we &
from here?” g

Deficient pedagogy is linked to deficient curriculum
when Powell, Farrar and Cohen posit a relationshig
between the shopping mall curriculum and the quality:
teaching, arguing that “because the schools have embraceg
s0 many purposes, they have impeded the development @
a body of professional knowledge about how to teach well
(p. 308). Nevertheless the authors fail to specify the way



296 Journal of Curriculum Theorizing 7:1

- - Thornton 227

er satisfaction. Yet, this satisfaction is
ysiflacliliw.c:::t}:;. not the right stuff. Education, as oppo;;t: :
to socialization, is at once tougher and more fulﬁlling.fmmsly :.
paradox left for the reader is: are not consut;ers s
choosing what they want? If so, and Powell, ?mWould a
Cohen seem to think so, is this not democratic vand 1
not be undemocratic to restrict consumer choiceh s &
seem sensible questions given the consumer and shopp! g,_
rs.
mallé?ez?ﬁge, the issue is not that simple, but ﬂaft: ri:
where Powell, Farrar and Cohen leave it. The au c(:nd
might have consulted John Dewey's Denwcracgs :
Education for some guidance on this issue. Dewey O melveda_.
that socialization and education are proximate thel
democratic community (1966, p. 83). It s wi‘;)entame
shadow of communal democratic life, not its subs ..
predominates that socialization and educati:n e
desperate and undemocratic. Dewey was at painusi.fr o fand i
out that democracy is more than just universal :% 3
representative government. He said, democra 4
entails “more than a form of govemmenlt: it is pﬂmumaﬁl}{ed
mode of associated living), 113‘1;1_ coinjcni;:l d:;?ga ticcah :
erience” (1966, p. 87). e is , he
:ﬁﬁnued, whenever people “are engaged ti.llal adc;igtozi :
which is socially serviceable, but whose service L ?966 j
understand and have no personal interest in ( : p..
85).

I one accepts Dewey's reasoning, then the true
| problem with the shopping mall curriculum is that it
 honors what the society honors: consumption, not quality
of life; a form of government, not a mode of associated
'living, This problem is at the heart of the shopping mall
| dilemma. Periodic appeals for a more academically-
‘oriented curriculum conspicuously failed to change the
| curricular course charted by schools—regardless of
whether the academic appeal is tied to pleas on behalf of
| the democratic ideal. In this respect, Powell, Farrar, and
i Cohen are faced with the same limits to their analysis as
‘were Robert Maynard Hutchins (1952) and Mortimer
(Adler (1982). The latter two argued that education, to be
\truly democratic, must take precedence over socialization:
‘this can be accomplished, they felt, by providing the right
‘kind of curriculum and teaching. While Powell, Farrar and
‘Cohen plainly are less optimistic than Hutchins and Adler
jabout the prospects for educational change, the
fundamental problem remains unaddressed. The school,

‘alone, cannot negate the influence of a consumption-

Loriented society where democracy is seldom participatory.

‘To turn George Counts (1932) on his head, the school

alone cannot build a new social order. As Plato put it,

“What is honored in a country, will be cultivated there.”

i Now, I do not wish, and hope I have not painted too

dark a picture of the prospects for educational change.

Rather, I want to point out that the shopping mall is well-
In other words, Dewey believed a democratic ientrenched—as I am sure Powell, Farrar and Cohen would

. Socialization and: agree—and that far-reaching educational reform surely
community is 22 ilx;;luirir;g ﬁ?tr:;:lm tp?rrocess in such & involves clear explication of how socialization and
education WouldD oﬁas been widely misunderstood on! gducation are related and what this means about the
coplmumw. come h:::yclajmed he advocated socializationi nature of American .democracy. While the authors imply
this issue—some tion {see Egan, 1983: pp. 195-214; that “education and. democracy” (p. 321) have some
rather than e<?uca (:13-47)— does ::not diminish the power: relationship, it needs to be clearly articulated if we are to
Loy s plg : saw, socialization is inevitable; move forward. As long as the life of the mind is regarded
of his insight. A ev:ieyn de 'ends upon the nature of the! s suitable for the few, not the many, then the socialization-
i eduewey'ca 0 tagda.rds we do not live in ans education dichotomy will persist. Schools cannot be
comﬂmw‘gﬁw s ' democratic as long as our society confuses rising
inquiring co g 3
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consumption with quality of life. Tightening “academic”
demands on students, does not, and cannot, alone undo
the broader lfe experiences of today’s youth. The
shopping mall curriculum is a wholly understandable out-
growth of society-at-large—a society that values socializa- ¢
tion over education, that values limited democracy and
consumerism over Dewey’s democratic communal life.
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I e hand which directs the social machine is invisible.”
; o Tocqueville, this invisibility was not due to the
hegem onic power of a few exercised in corporate board-
] s but the democratic authority of the many living in
small towns dotting America. Despite the dwindling
umber of people living in rural America, most citizens are
celebrants of this icon of the American town. We avidly
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Judging a tovm 4 district's required reading series (published in 1983 by
Walter C. Parker i Holt, Rinehart & Winston) contains stories in conflict with
University of Texas at Arlington their religious beliefs. Herein lies the old, old complaint:
the schools are teaching the values of “secular humanism.”

. The religion of secular humanism has evolved over the
quarter of a century. It rests upon the philosophies
and writings of many, including John Dewey and B. F.
Bkinner, as well as members of the early 1960s Supreme
Eourt and a host of “liberal thinkers.” Many conservative
eligious and political leaders, including the Reverend Tim
@faye, one of the founders of the Moral Majority, and
Senator Jesse Helms, have been instrumental in coalescing
Putting down the pencil but so his variety of perspectives into a single but still nebulous
Harassed (or is it hamessed?) : tonstruct called secular humanism. When elements of it
During the writing and .- are found in school textbooks, violation of the First Amend-
Wondering what Sartre really thought . ment’s separation of church and state can be claimed.

About chestnut trees anyway and i So this summer, this old, old complaint has reached
What Will Rogers said about being able lederal District Court in Tennessee. The fundamentalists
To Judge the character of a town _ a8k a simple question: “[DJo parents have the right to
By the quality of its chili and - ihield tbeir children from public-school teachings that
What Dilthey said about language being b plate their religious beliefs?"! Never mind that few folks
The only way out (or was it in?) and
What Lao Tzu said about understanding
Being the booby prize, its

Distance from the middle so great.

1 was wondering why I was

In the less comfortable of

The two chairs again and how

1 was sitting there, wondering

Again if the how question was more
Important somehow than the why question,
Wondering next why (or is it how?) I

Felt so ready to write after

round Hawkins County appear to be terribly interested in
hie controversy. Never mind that the woman who claims
gsponsibility for initiating the suit took her child out of
i& public schools two months after school began in 1983
Bid has her enrolled in a Christian school. Local realities
e’ not at issue here. This is a principled contest with
recedent-setting possibilities.

§'But I mentioned at the outset that this battle brings a
gw twist to this tale—one of potential interest to curricu-
m workers. Typically, the motives of schoolbook protest-
@ 'can be slotted rather easily into one of two categories:
msorship or consclousness raising. According to Edward
snkinson, a noted scholar in the field of Textbook censor-
Ip, “When persons involved in consciousness raising
either overtly or covertly—for the removal of books,
have crossed the line and have begun acting like
frisors."2 Fundamentalist protesters are routinely seen as

a x & &

One Curriculum Worker’s Dream

School textbooks made the national news this summes
in a story with a new twist on an old, old complaint. As &
“curriculum worker” interested in textbook decision
making, I find some intrigue in this particular schoolbook
protest. I can't wait to see how it tums out in the end.

In Greenville, Tennessee, seven fundamentalist C
tian families have brought suit against Hawkins Countyg
School District officials. The families claim that the
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dnclusion of multiple textbooks in the classrcom. So much
jor the blackness and whiteness of textbook censorship!

i So how will the defense argue? The school district will
ot argue that what these parents want is to bring parti-
fular religious teachings into the schools and that that is
anconstitutional. Nor will they argue that their schools do
ot teach secular humanism and, thus, are not violating
e religious beliefs of their accusors as alleged. No, the
fistrict s arguing “that accommodating the parents [who
arought suit] could seriously disrupt classes and, as state
‘- ocate General Wiliam Farmer testified, potentially

censors, while the NEA and various groups who protest
the treatment of women and minorities in textbooks are
routinely identified as consciousness raisers. The twist n
this Tennessee case {(and a similar one due to be heard in'a
Mobile, Alabama court in October) is that the fundamentals
ists are not asking that the reading serles be removed
from the schools, nor are they asking that the publishes
alter the texts in any way. Rather, they are petitioning the
court to require Hawkins County schools to provide alternas
tive texts for their children (and presumably any others
who would wish to use them) which do not teach the
“religion” of secular humanism. : the public-system as we know it.’ It will be up to
It's a novel move indeed. Those who follow schoolbools §S. Dist. Judge Hull to draw the line between the parents’
protests might have seen it coming. During the 1983 fght to exercise religion without interference and the
Texas textbook selection and adoption process, a bevy a gtate's right to operate orderly schools." Incredible.
citizens protested virtually all of the reading series being A decision for the plaintiff in this case would be a
considered for adoption. Their arguments were standard: furticulum worker’s dream. No longer would classrooms
too much violence, anti-American sentiments, absence Gk pe constrained to one textbook publisher’s scope and
traditional values, etc. Their wrath was spared, howevery equence. Publishers would eventually deliver texts and
on one particular series which was heavily phonetic in its geries reflecting clear differences in their treatment of
approach. When this “acceptable” reading series was nol juch things as religion, cultural mores, and social values.
selected for adoption by the State Textbook Committees B time there might be three, or five, or eight different
the Commissioner of Education arranged a “special call Exthooks used in every subject area, and all students,
for phonetically-based readers. He argued that somé arough classroom lessons and discussion, would at least
schools may prefer this system over those more common Y pe exposed to multiple versions of reality. Parents and
used and that Texas schools ought to have a wide spectrum gachers, both proponents and opponents of the new
of textbooks from which to choose. People involved in tha &xthooks, would start paying attention to the curriculum
event believe that the protesters had a lot to do with th ) ways that most of us have only dreamed about. And
special adoption.3 Whatever the case, the shift in emphasi eryone affected by or responsible for the formal curricu-
from wanting parts of books changed or entire DOOKE m would end up arranging the sorts of collective discus-
removed to wanting books added to reflect a varlety € fans regarding curriculum matters that all our curriculum
methodologies for teaching reading was noteworthy., In thg poks advocate. Imagine the possibilities.
end, Texas schools did get a phonetic reading series . These Tennessee fundamentalists want students to
included on their approved list of textbooks. This sum ve a choice, and they've gone to the courts to get what
mer’s Tennessee case takes the fundamentalists one stef ey want. They ask that the public schools serve as a
further away from their old ways. Here, they are asking nd jarketplace for ideas. They desire a broadening of the
for the right to remove or alter textbooks nor for the righ fmal cwriculum to include information reflecting differ-
to have their favored textbooks included in the curricului it attitudes and beliefs. Frankly, I find myself unable to
decisionmaking process. Rather they are calling for the ot for the defendants.

-
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P.S. Too bad that this is just a dream. ‘I:he ﬁmdamentalis:s
won't win this case because they haven't got the power to

change the way schools handle ideas or the way people .

think about curriculum or textbooks. In that respect
they're similar to curriculum workers.
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