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SOME FEATURES OF THE CRISIS IN
MASS EDUCATION
/v>
Diamond: Introduction —

In this session we will engage in a more systematic

continuation of what we bedan yesterday mgrning. As you know
it is _on "The Nature of the Crisis in Mass Educatién.f I
have a few obvious remarks to make about that before in-
trodueiné our-séeaker of the morning.

National universal education is, of course,. a
rglatively new idea. ferhaps we can trace its'philosophic
and political origins to the Western European Enlightenment,
particularly thé French version_of that, td the'mysteries of
writing and of literacy that finally emerged from the church
which had previously been confined exclusively to the temple.
" The United States has probably been the world's major
laﬁaratory for this new expgriment. The only other nation
or world area which compared in size and which has under-
taken.a similar program from the beginning as part of a kind
of constitutional notion is the'Soviet Union; and many of our
problems converge toward.those of the Soviet Union in this
particulaf area.. The notion has been spreading rapidly’
throughout the world both as an idea, that is as something
which is 5éing diffused, and aiso because similar conditions
in the modern industrial world tend to generate similar re-

. sponses. So the crisis in the goals, in the means and the
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method, in the assumptions of mass education, both in this
country and throughout the world share a common character.
There is an educatlonal gap which is growing within nations
and among them parallel to the socio-economic gap which has
been traced by the Scandanavian economist, Gunar Myrdal.
Generally I.think we must retcrn to Plato's ruthless and

comprehensive inquiry.into this problem. In The Republic

the problcm is laid out in its entirety as a philosophic

. problem, and it is basically a bhilosophic problem. From
Plato to John Dewey the major philosophérs in our Western
tradition have-examined the prereéuisites_for the good man
in the good society. Plato's solution is one that we
should probably -reject and yet in a curioué:sense'without‘
)reflection we have begun to adopt it. In this spirit I am .
delighted to introduce Professor. Thomas Green who is a
_philosopher in the School of éomparative Education at

Syracuse University, who will discuss in some detail the

nature of the crisis in mass education.
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Thomas F. Green

It would be an indefensible egotism for anyone
to suppose that within the limits of a single eésay he could
adequately describe the nature of the crisis in mass educa-

tion. The most that can be done is to raise certain ques-

tions, formulate some problems. These remarks should

therefore be viewed as adequate neither in depth nor in

scope, but 'simply as pointing in the direction of certain

.studies which might have long-range implications for the

health of American education.

It is essential, at the outset, to mark a
distinction between education on the one hand and schoqling
on the .other. Lawrence Cremin has pointed out that when the
idea of popular education--itself as old as Plato--reaéhed
John Dewey, a subtle shift of emphasis oécurred. Jefferson,
he points out, "was a great believer in schooling, but it
never occurred to him that schooliné would be the chief
educational influence on the young. Schooling migh; provide
technical skills and basic knowledge,'but it was the press
and participatioﬂ in politics that really educated the citizenry.
Public education was to be only one part of the education
of the public; and a relatively minor part at t‘haw‘:.;"1 There
is no doubt that a richly diversified patfern of education
was alsowaccepted as an asédmption by the generation of

Horace Mann. Dewey's complaint, however, was that though all

of life is educative, nonetheless, many of the agencies of
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deliberate education, family, shop, union, neighborhood
and the church, were no longer doing their job in industrial
America. Some other agency must taks on their educative

functions. It became almost a folk assumption that this

. agency should be the school. Public schooling then tended

to become coextensive with education of the public, and it :.

has since become increasingly difficult for us to separate

our understandlng of education from the quite ‘different matter

-of understanding schooling. Thus we should expect to £ind-

that the assumptions underlying the American emphasis on

mass education would become transformed in their apolication

so that what was a strong justification for mass education
now becomes interpreted as providing a strong justification

-

for mass schooling.

This transformation in the American understanding
of mass education needs historical study. It is my own
j&dgment that it needs historical study from within the
framework of a structural-functional model of the type re-
presented by Robert Mérton or from the more comprehensive
perspective of Pérsonian analysis. Such a study needs to be

balanced, moreover, by comparative studies of other societies

and other countries which either have notobeen‘rich enough

to follow the American experiment or which for some historical

reasons have adopted a different way of thinking about the
relation between mass education and mass schooling. Yet,

to the best of my knowledgé, there is but one book on the

T N
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history of American education written from the perspective
". of modern sociologicai theory. It is the rather indecisive

book of Bernard Bailyn, Education in the Forming of American

Society.

For purposes of examination I would.iike to lay .
aside the assumption that public schooling or mass schooling
is in any sense coexten31ve with public or mass education.
The fact that schoollng and educatlon have been historically
dlstlngulshed is suff101ent evidence that there is no
loglca nece331ty for 1dent1fy1ng them. I wish to propose
that there are certain social condltlons under whlch the
demand for mass education must be translated into a demand
fo; mass schooling, but that there ere certain other social
conditions in which this relation does not hoid at all.
Indeed, it is my central contention that there are circumstances.
in which mass schooling may become dysfunctional for the
purpoees of education. One might assume that there is a
crisis in American mass ‘education, and from some points of
viewing that seems an assﬁmption beyond question. But what
are its elements? What is its nature? By adopting this
perspective, I wish to point to some of its features. My
. somewhat wild contention is that in conteﬁpo;ary.American
society mass schooling has become dysfunctional for the
fulfillment of the ideals on which we sought to justify mass
education.

Let us begin with the assertion that education is
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glways and everywhere the same in its main fﬁnctions.
Educatlon, even deliberate educatlon is always concerned
wlth (l) SOC1allzat10n, (2) cultural transm1551on, and (3)
the development of self-lden ity in the 1nd1v1dua1 These_
functions, of course, overlap, but I think it is well to
treat them as conceptually distinct. By "socializafion"

I mean to focus on the structural.aspects of society and the
" process -of inaucting the yound into the adult roles of the
society structurally defined. By "cultural transmission"

I mean to emphasize fhe value componenf of\society and éhe
process of learning, ad0pting,'and‘adapting the beliefs and
values which éiovide some rationalization for the social
norms and practices which.éhe child learns. By "the
de&elopment of personal iﬁentity,"”I mean to focus upon two N
fundamental but discriminable requirements of education. ‘
'The.first is the demand for some meaningful participational
reles in a contemporary cemmunity, and the second is the
hecessity for a sense of identity in some histocrical community.
I shall comment on each of these matters shortly, but first

I want to turn ffom the idea of education to the idea of
" schooling.

It is a modest suggestion, and one Which I think
cannot be queetioned, that schools, wherever they exist,
ehouid be the institutions thrpugh which a society seeks
deliberately to advance the social functions of education.
That is to say simply that schools should be educationei

institutions. That proposition seems self-evident, even
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trivial. Yet it is highly suggestive; for unless we take

- that statement to be analytic, which it!supelyvisn't, then it

follows that in saying schools should be educational insti-
tutions we are tacitly confessiné that they might‘not be,i
and the possibility that schools might not be educat10na1
institutions is precisely the possibility I wish to study.

Consider. Jefferson wrote that "if a.nation ex-
| pe6£s to be free and ignorant'in a state of civilization,

it expects what never was and never shall be." But this

contentlon that mass education is indispensable to a
democracy does not imply that mass schooling over 1ncreas1ngly
extended periods is 1ndlspensab1e. In his proposal to the
Vlrglnla legislature, Jefferson urged three years of school-
ing to every white child of the Commonwealth and grammar
school' and advanced education at public expense for the
bright ones. That is not much of a requirement in the way of
mass'schooling. A great deal of education is anderstood to
occur outside of schools altogether, but enough will take-
place in school to allow for active participation in the |
polity and the economy. Here the function of schooling is
clearly educative. This view of education for a democratic
. society presupposes that the process of sbcialization does‘
not reqaire very much in the way of extendedxschooling.
Adult roles in the polity aad the economy 2are available
with a minimum of formal education in schecols.

There is another set of necessities which has shaped

our assumptions about mass education. The common school

, ..




179

undoubtedly played a large role in the process of
assimi:lation in America. Historically, mass education was
required to minimize cultural élurality. It was to produce
Ameriéans out of Irish, Italians, Germans, Swedes and all the
rest. The function of the common school was clearly educative.
It was to teach English, tone down the cultural differences
and equip the immigrant with an historical memory which
Qouid éllow him to f£ind his identity as an American. And
althouéh this educative functioh was carried out in many‘kinds
of schooling at many age levels, it was never un&erstood to
imply mass schooliné over a very éxtended pexriod of time.
Thé process of assimilation was aided even in the very
begiqning by the fact that participation iﬂ theleconomy~
and the polity required the immigrant to shed some of his
distinctive behavior in favor of what was more functional
.ip American society. h

Under both of these hiétoiical conditions the primary
function of the school is education, and under neither
historical set of circumstances does the idea of mass education
priﬁarily imply mass schooling. Socialization, cultural
transmission and the development of self-idenﬁity may be
advanéed in the school, but they are primarily sustained and
continued in the home, the polity and participatipn ihithe
econony. Adult roles are accessible to those with common
or elementary education, and identity through some vocation

is-bossiblé to attain without substantial prerequisites in
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the form of schooling. But now we have a new set of social
conditions. We are passing from an industrial to a tech- |
nological society, from‘a rural to an urban society, from
an inaividualistic to a corporate, highly organized
society. Now the socialization process is different. The
adult social roles requiéed in the economy and the polity
are heavily loaded with technical prerequisites, and the
éatisf;ction of those prereéuisites requires extensive.mass
schooling. Permit me an essential distinction here. Whether
the éocial roles defined in the vocations, the pfofessions
and in the econonmy éenerally, actﬁallyArequire greater and
more extended schooling is a questidn of fagt. And, like
any questién of fact, it can be disputed. But what cannot
“"be disputed is that people widely believe tha£ the fulfill- '
ment of these social roles requires more extended schooling.
.Tbi; laféér fact--this certainty--~is the decisive point.

In an agrarian society the idea of mass education
did not imply mass schooling of an extended sort. Nor was
extensive mass schooling required in the initial confronta-
tion of the American society;with its immigrant minorities.
But this was so because the functions of education could
 be adequately met without mass schooling. In present society
this is no longer true or at least is widely believed to6 be
ho longer true. Consider an example which is in ﬁany respects
paradigmatic. Not long ago, Governor Rockefeller vetoed an

act of the New York State legislature which would require a
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college degree as a prerequisite for certification as a

mortician in New York State. Had he allowed the act to be-

come law, then access of the position of mortician in New
York State would have been unavailable to anyone except
through schooling. Again, it was at .one time possible for

a farmer, for example, to "read law" under an attorney and

then tbrough examinations, gain admission to the Bar.
Abféhaﬁ Lincoln did not have a law degree. That wés nét | &
then tﬁe normal method of becoming'an attorney. He read ' o
law as a clerk. This path for entrance into the.profession
is now virtually clésed. "Reading law"” now takes the form
of‘sdhooling undertaken in pursuit of a law degree. Mosf

law clerks, a virtually vanishing breed, must now have law

A S At 2o b o Y W n PR e

degrees. Schooling is becoming an increasingly pervasive
path in ﬁhe process of socialization. Not even by joining

- the Army can one avoid the necessity for schooling as the
means of gaining access to adult social roles in American
society.

Thé point I wish to stress and reiterate is that
undér these conditions the actual social function of school-
ing becomes transformed from what was a primarily educative
function to what is potentially at least a very different
“thing, namely, selection and certification. Both for
Thomaé Jefferson and the generation of Horace Mann and also
in the initial stage of ethnic assimilation schooling had a

primary educational purpose. Schooling was an important part
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of the process of developing a democratic society, but it was
only a part of that process, one among many alternatives.
Now, however, schooling has become very nearly the sole path
for entrance into adult roles. It is no longer one among many
alternatives. The resul§ is that the schools have had to
assume a heavier burden of certain functions which heretofore
were accomplished in other ways. Schools have had to assume
é héavier share of the task of certification and selecfion.
the seif-éonscious process of détermining;whO'will assume
which kinds of positions in the work force and wﬁich:will
receive which forms.of'subsequent education. The schools
have had to assume a primary function of certification and
selectiqn rather thar education, and these.two things—-—-
certification and education«aré not necessarily compatible.
Ve began.with a belief in mass education as essential for
- the formation of a democratic society. We then learned to
equate the ﬁeed for mass education with a demaﬁd for mass
schooling and in the process we have managed to transform
the fﬁnctionzof schooling from a primary function of education
to a primary funiction of certification and selection.

The impact of this movement can be mcost easily seen
in higher education where the certification function is
quite properly dominant. The one thing which schpol§.
possess, especially colleges and universities, that is,
the one indispensable legal power they exercise, is the

power to grant degrees or diplomas. In New York State this
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pover is constitutionally lodged in the Board of Regents.

It is.a power delegated to the universities by charter. No
ther agency has this power. This is the respect in which
collegés and universities, but also the lower schools are

. - unique agencies. .If institutions of higher education did
not have this function of certification or degree-granting,
then there are certain other institutional arrangements
WEiéhquuld be unnenessary. There would be no need fof
gradesf examinations, registrars; records,for preredguisites.
1t would be possible to dispense with the programﬁgtic aspects
of division into scﬁools, divisioné and departments. In
shbrt, separatéd from the function of.certiﬁication and
selection, a coilege or university could cléarly-resemble
an educational institution, a teaching and résearch center.

But certification and selection is its leéal function, and it

.is a socially necessary one. If the colleges and universities’

and the lower schools did not perform this function, then
some other agency would have to. The recent rise of the
so-called "ffée ugiversities" in America is an excellent
illustration of what is at stake here. The thought behind
the establishment of such schools includes the idea that
education to be really effective has got to be separated
from the function.of certification for entrance iqto the
adult éocial roles of middle-class America. The thought

is that though higher education must make its contributions

to socialization, that function is not incompatible with
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social criticism and a cultivated and disciplined desire.
for change. It is not socialization as an educative goal
tﬁafiplaées a prémium on the status quo;-ifiis certification.
When schools and schooling are functionally tied to certifi-

cation, then they are suited to persons who aspire to high

- positions in the society. But, as Edgar Friedenberg has

pointed out, "aspirants do not criticize, they accommodate. "3
I stress this point not because I think there is
anything particuiarly,profound or new in the idea, but be-
cause I wish to reiterate the fact thaf the social function
of schools is not‘necessarily the samé as the social
function of edﬁcation. What we see happening in the lower
schools of America is the ihcreasingly rapid growth of the
function of selection and certification. The crisis in
mass education, seen from one perspective, is that the
institution of the school is now set in a technological and
urban society in which the task of'certificagion and
selection is increasingly paramount. This fact, as much as
any other, means that the school maf Be becoming dysfunctional
for the purposes of education. Put in another way,‘this
would mean that the schools aré becoming poor places. for
education at precisely that juncture in hisic.y when the
entrance’ into adult social roles. We are réluctant;to
entertain alternative methods of socialization and the

development of personal identity not only because we are an

. ¢
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incfeasingly secular society and therefore cannot depend
upon the church and other ethnic enclaves, but simply be-
cause the schools have come to own the powers of certification

and selection and because we have come to view that function

~ . as indispensable to the process of socialization.

If we view my £ﬁesis as a hypothesis, then if it
has any merit, we would expect it to be reflected in the
6onére£e affairs of the schéol. I wish to focus on three
interrelated ways in which this change of emphasis in- .
fluences the conduct of the schools and shapes the school
culture. First, cohsider how_the.overeenmhasis on the
purpose of certification influences the conduct, indeed the
very conception of teaching. In the firsF'blace.then we
would e#pecttthe activity of teaching to.becomé focused
primarily on its results. What counts is the outcome..:

. The consequence. The tendency Fhen is to view téaching
and to assess its excellence in tefms of its product. The
same would be said of the school iéself; It too is to be
evaluated in relation to the excellence of its product.

This perspective, in fact, permeateé_the entire

language with which we examine tﬁe conduct of teachihg.
It g;ps to be'viewed.as a practical skill in "making some}
thing" oxr "making something hapwpen." Indeed,.there may be
aﬂ alﬁoét irrestible tendency for teachers to inéist on a
"process—-product" appraisal of their teaching in ordef to
escapé the possibility that their efforts may lack some

determinable consequences.
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It is comforting, perhaps even necessary, to know that one's

best efforts have had some identifiable and durable results.

¥ 'Under the aegis of the demand for certification, teaching

g . gets to be viewed.as a productive enterprise, aand the school

| as a produétivé institution. 'If would.be important to examine
the ianguage, self—inmge, and self-defenses of teachers to
see whether this is really true and how, if it is true, it
gets related to the transforming function of the school and
schooling, It would be equally important to contrast these
studies with what is discoverable in other -societies where

- the ‘'social function of schooling is different and the per-

vasive model of teaching is different. Do we have examples

of a different view? What would oOne look for?

PTG R AR TN TN
.

Allow me fo éuggest'as a counter-model the view
that teaching must be fun, and that it cannot be understood
in the light of its outcomes. Consider an analogy. There 3
is é jungle-gym in the yard. There it standS'Qith its i

ladders and bars for climbing and its cross-pieces for

swinging apd jumpiﬂg. The jungle~gym is an objective facém

; ' ityexistsxwhethef tﬁere are any children t6 play in it or
not. It has its own structure to be sure, but it is
essentially a thing to plav with. The object is to get

" the child into the structure to play. Consider the so-called
academic concerns of the school in this light. TIanguage has
its structure too--its logical operators, its functions and

models, its peculiar metaphores. This is so even of the

- .
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“language of the stteet," of the shoe-shine boy and the
“disadvantaged". The structure is already there. What is so
often laeklng in the school is the recognition that it can be
.played with, modified and enjoyed. This enjoyment and play
..becomes increasingly difficult to develop in preportion as
ﬁﬁe function of the school becomes more heavily laden with
the nece351ty for certifying achievement 1n a particular
standard of usage. The focus must then fall on the outcome
-rather than on the enjoyment of the language.

Or consider a différent subject, a dlfferent jungle-
gym. The study of hlstory has its place in the socialization
of the child. It is one way we attempt to shape his memory.
to assist the attainment of his identity with. some historical
community. The end result may be to.shape his membership
in a community, but the immediate goal is to get him to
enter the jungle-gym and play. It is to get.him.to enjoy
using his swing as an historian. I have seen this happen in
elementary schools. The result is alwafs electrifying.

The point is ttat learning understood.in this way has its
own immediate motivation and cannot be understood in.relation
to some remote goa“. The value of teaching and of learning
on this view is like the value of play. 1It is intrinsic to
it and iﬁmediate.

| This was ‘a fundamental iﬁsight of Dewey's and is the
element of truth in the idea of the play-school. The idea,

of .course, can be cheapened and misconstrued. The playeschool

i
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idea was seldom extended beyond the elementary school, be-
cause play was not rightly seen as having its own_intrinsic
discipline4 aﬁd the academic disciplines were not seen as
havin§ their own intrinsic element of play. But the model of
teaching I am describing is as applicable in higher education
as it is in the elementa£y school. However, the fundamental
point I wish to stress is that when the social function of
fﬁe.scﬁool becomes cert}ficétion and selection, then the
whole language of teaching and fhe-behavior of teachers be-
comes transformed from the language and béhavior'of play,
fun and appreciatioh, to the 1angﬁage and behavior of work,
making, and producing. It would be a point of extraordinary
iﬁportance ﬁo study this transformation as an aspect of the
school culture.

I wish to press the point. Teaching must be fun,
. and the motivation for learnihg immediate rather than remote.
But we may play a game to win or we may play it for the play.
When the function of schools and schooling becomes excessivély
weighted with the demand for certificatioﬂ, then the game
becomes deadly serious. It becomes a matter of what one
can get out of the teacher in the end. Then the successful
studeﬁt must learn to take.the long view and it becomes
espe~inlly important for him to view the school as a. kind of
con—game; the object of which is not the immediaté pleasure

of playing on the jungle-gym, but rather to con the "system"

into granting the right stamp of approval. The purpose is to
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get the right "out-come,' to be certified as a “proper pro-

duct". It would be interesting to study the school culture

'for the way it rewards the con-artists, even to the point of

influencing the shape and content of the curriculum. I
suspect that this has a great deal to do with the differential
responSe of students to the school who come from different

social and cultural backgrounds. Some children come to the

-school with great skills as con—artists.  Others:come from

backgrounds in which such behavior is not normative. This
differential adaptation may have much to do' with the certi-
fication monoﬁoly of the usual -elementary and secondary
"establishmentﬁ.as opposed to the more woluntary trade and
vocational schools such as barber colleges and business
schools. In the more voluntary trade schools we would ex-
pect the students to feel less strongly the "obligation" to
graduate, and therefore we ﬁould expect failure to be experienced
in a different way.

The second point I wish t§ stress is the way in
which the overemphasis on the function of certification iﬂ-.
fluences the ways in which children are treated. My main
point is that when the social function of the school falls
most heavily on certification then we cannot any longer treat
pending adult. The courts have long recognized in the
principle of "attractive nuisance" that one must take more

than moderate caution against the vagaries of youth. They
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cannot be expected to behave like adults, and so whet may be
&easonably prudent behavior in guarding agalnst 1lab111ty for
acc1dents to adults may not be regarded as suff1c1ent prudence
in guardlng against 11ab111ty for 1njury to youth. The
principle is the court's way of acknowledglngithat'boys will
be beys, ai:d children unaccountably adventurous. And yet in

our schools we seem to be bent on treating children as

' though they were already adults, as though their behavior

nust be orderly, regulated and disciplined at all times. The
ireny of what I have‘in mind is beautitullf illustrated:by an
incident that occurred not long ago 'in an elementary school
in my own neiéuborhood A‘child who had spoken "out-of-turn"
in gym class was made to 51t perfectly motlonless for the
entire recreation period under pain of having to repeat his
immobility if he so much as moved a muscle during the period.
Or again, there is the Junior High, not particularly ex-“
eeptienal, in which the students are prohibited from sveaking
in the cafeteria line and must go from class to class in -
single file. Is thts kind of behavior normal for childreu L
twelve and thirteen\years 0ld? The common pleading in
defense of such control is usually that it is essential for

the order of the school--and secondly that it is a part of

preparatlon for the adult society. But, one must answer,

it is also normal for children to be children.
One is tempted to observe that just as the certi-
flcatlcn function of the school serves the symboli .C purposes

of the adult world, So the emphasis on social control in the

-

-
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school serves the purposes of the managers and other adult
- incumbents of the school. It is, in part at least, a con-
sequence of the focus on ocutcome. That the social control

in the school may become dysfunctional. for education. The

school is then likely to become an institution structurally
and culturally so ordered as to serve the adult productive
goals of those who manage it rather than to serve the purpose
| of.éducating the stuaehts in it. In thié strict sense one
can say that the school becomes a pathological institut;qg. .
| My third point has to do with thg fact that aé'
ceffifiéétion and sorting become the primary functions of
schooling, as.0pposed to education, then we ﬁoulé expect
certain social roles in the schools to be strained, twisted,
ané given a weight all ou£ of proportion to what otherwise
would be expected. James McClellan and Paul Komisar have
clearly and accurately pointed out the most significant :
changes taking place.5 Schooling in modern American life, / % g
they point out, has;increasingly taken on the character of'
a contest, a contest whose rewards are substantial, “isibie}
and tangible. As a consequence, in this contest, as in any
other where success is of such enormous importance, it be-
_comes necessary to make increasingly precise discriminatioqs
between diffe;ent levels of success. In the contest of o
schooling, that means teéting, and testing with increasiné

powers of discrimination. As the selecting and sorting

function of schooling becomes more important, as it surely
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will, then the schools will increasingly require technically
competent professionals to carry out its main tasks. The
strategic peréon in the school will become not the teacher
but tﬁé guidance counselor.

What interests me here is the power and status of
the guidance counselor ana the conflicts and tensions
generated by his professional training as over against his
éhahgihg social role.. The éounselor is a man who has cer-
tain téchnical.knowledge not shérgd by other members of
the school staff. He knows about internal and eXterpal
testing programs, about means, noims, standard deviations.
and diagnostic tests. He is the keeper of certain records.
He knows about applying to colléges, entraﬁée exams, advanced
placement and all the rest. These are not matters of primaxry

importance in the day to day tasks of the school, but they are

. of extraordinary importance to the certifying and sorting

tasks.

In the educational profession, however, there is a
custoimary distinction between the counéeling function and the
guidance.functioﬂ of the staff. It is a fact, I think, that
the training of the guidance counselor places a greater
weight on the clinical -and therapeutic task of counseling.
But I have been arguing that the actual social function of
the schéol.makes it incumbent upon him to focus 6n the
quite different task of guidance, selection and sorting.

The légistical problem of getting the right student together
with the right teacher at the right time and the right
financial assistance to the right student for the right

college, these are technical problems which require a high'
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level of professional competence, and a well developed program
of publlc relatlons, and these functions, of such enormous

1mporLance, conflict with the therapeutlc and cllnlcal focus

of the professional's training. It constitutes a role con-
flict of great importance to study.

L . As the function.of scﬁooling becomes more focused

: in the sorting and selecting function, other role conflicts
will emerge and‘reqdire some resolution. In the first place,

as the technical competence of the guidance staff is more-

TR ST

clearly articulated we should expect the guidance counselor

TR AT

to take on a kind of -"priestly function." He becomes

Lo

possessor ~f certain skills and technical knowledge whlch set

ST

" him apart from the rest of the staff and establish him in a

quasi~administrative position of enormous influence and

increasingly distinguished from the feacﬁing faculty. This
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would produce a new, elevated, and in many ways protected

status in the social organization of the school. In the

second place, it is quite clear that this same development
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cannot help but make the guidance counselor a primafy
séokesman for the school in its relations to parents, other
é schools, and to the community in general. In short he must
be expected to take on some of the functions previously

exercised by the principal.

In short, the role of the guidance counselor is
strategic to étudy because of its importance in reinforcing

the tendency to couch the language of teaching, schools, and
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schooling increasingly in terms of output and product.
Moreover, the changes of role and status which I have been
.déscfibihg aré ciéérly taking.place in Aﬁefiéan schools.
That in itself is_stroné evidence that the social functions
of schools énd schooling are in fact being transformed and
that increasing emphasis is f£alling on the taék of sorting;
selecting, and certifying the human resources of American '
' society. Whether we like it or not, the tendency is strong
and the evidence is convincing that the function of school-
ing in Americen sociéty is not so mnch'to provide aninféfmed
electofate as it is to shave the human resources of the
nation to "fiﬁ; its economié_and military requirements.
Youth are resources.

Of these observations, the oné I wish to stress
most strongly is the one having to do with the ethos of“the
con-game. I have found it extremely helpful to éfudy the
mechanism of the con-game, and have been startled to dis-
cover, for example, how closely the language and school
behavior of.secondary students parallels the technical
argot and social behavior of pick-pockets and "hustlers".
There are stark resemblances yftween these activities. They
all depend upon the development of certain social skills.
.The con—game,.for example, depends upon the éaéacity to
discern how the "mark" defines himself, realizing of course
that a "good" mark will idealize himseif as possessing

certain characteristics which he does not in fact possess.
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Thus, the con-artist defines a likely mark as one who
fancies himself as shrewd in matters of finance and a keen
judgé_of man. The con-artist then plays upon this idealized

self-perception in order to "take" the "mark" for a substantial

. - sum Of money. The mark is a person much less capable than

h« thinks, a sucker rather than a shrewd operator.

There are two features of this phenomenon worthy
of further comment. The first is that the con-artist £ries
to getQWhét he.wants by acting in such a way as to reinhforce
the self-image of his victim. This frequently réquires
the adoption of a rather ~alculated mode of behavior, i.e.,
a fairly "cool" presentation of cne's self. This usually
means that one must contrive to act the way one's victim
wishes one to act. It is helpful sometines in the con-game
for the artist to appear fumbling, inept, and in need of
' sage advice. In the school, the same process oféen requires
. one to appear duiescent, agreeable, and well disciplined,
but in both cases what one learns is to play a certain role
in a éalculaééd fashion. The second point I wigh to stress
is an immediate consequence of the fifst. It is simply
that the .con-game stresses the capacity not to take the
overtly defined situation seriously. Thét is, the con-artist
‘must act inept without being éo: he must be able to elicit
advice, appear to take it seriously and yet not do so. In

other words, the con-game is an interesting miniature of

what we often call alienation. It involves a kind of

S o 3 . o s
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detachment. It involves a presentation of the self with-

out that presentation actually‘belng the definition of the

self. This represents a hlgh soc1al skill. I would

hypothesize that it is thls high social skill.which is re-
. warded when the school's Qrimary function is certification
aﬁd selection, and that many so-called academic failures
are in fact failures simply to learn the con-game of.the

schooi. In short} the development of this detachment and

calculated mode of behavior may be more important to

academic success than many other factors of socio-economic

status and mentai ability. N .; 3
The high social skills involved in learning the

. con—-game of the school may be highly functional for modern

American 1rfe for the simple reason rhet we are becoming an

urban society. What can we say about the phenomenal experience

of people growing up in an urban, secular, highly organized
seciety in which there is an attenuetion of primary
associations? There is one proposition which is clearly
beyond guestion because it is virtually analytic. It is
that urban socieﬁf is filled with strangers. fhe second
proposition is that in such a society the seedndary, casual,
fairly structured encouniiers between people gain in

significance. Most of the peeple that we.deal with are
strangers. And yet in dealing with these strangers one must
be abie to communicate efficiently and effectively, and

that often means that one must present oneself as something
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that one really is not-~just a bit brighter, a bit more

competent, a bit more sophisticated than one really is.
Moréover, in tho;e.dealingé one must be contént to let
strangers remain strangers. Thg iaeals of intimacf, af
primary associations, of I-Thou relations tend to atrophy
and become irrelevant for large segments of urban life.
Urban man is more profoundly public in his actions, and by
' the same token he can become more profoundly personal in the
smallef sphere of his privacy. Under ghese conditicns a |
premium is placed up&n the efficiency of tﬂé actor and ﬂis
caﬁaciiy-for a.certain detachment or alienation from his
activities. ﬁe must learn not to take them too seriously.
In short, I wish to suggeéf that the high social skills
of.the con-artist may be inéispensable in the urban setting
of life. It may be precisely these skills which it is’
essential to develop in young people for life in modern
A&eriéan society. The school whose primary function is
certification and selection is well adapted to serve this.
purpose, and for that reason such a school is in a strong.
position in Ameri&an society. But the cost in human lives
and human failure is enofmous.

It is clear that this state of affairs is precise}y
what for years we have viewed with alarm and even condemna—
tion. Wé are not accustomed to view with approval the
calculated, contrived skills of the con-artist with their

potential for deception. Read, as I did, the plays that were
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popular in American in the last decade of the nineteenth
century. They have, almost without excep;ion, the same
theme. The ﬁéro is the clear—headed, transparent,.honest
and sihcere country boy'ﬁho came to the city from up-state
New York or down-state Illinois. There he was confronted
with the calculating, schéming, false city boy. He was a
stranger and he was taken in. But in the end, it was always
the clean, forthright, plaiﬁ spoken, and sincere boy from
the codﬁtry“whq won out. Not even.then was virtue its own
reward. Its reward was rather the success of this world
which always comes to the boy of Virtue and honesty if he
will but persevere.

‘Need I make the point explicit? i am suggesting
that in our intellectual tradition, we have little on which

to draw to celebrate the life of the city and endorse the

_kinds of social behavior which it seems to require. What

was condemned as bad and coxruptin¢ in the plays to which I
referred may be exactly the kind of skill, exactly the conception
of the moral agent which makes sense in the city. The trans-
formation of Ameféca from a rural and agrarian to an urban

and technological, manipulative society may reach so far

as to carry with it a literal transformatica of the very

idea of a moral agent.

Throughout the history of western moral theory

there have been three fundamental metaphores which have

.goverﬁed. .There has been the idea of man the pilgrim, the
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searcher and creator of what is good. The idea is central

in ‘classical thought and in the utilitarians of the nineteenth
century. The central question was "What is the good for man?"
The seeond image has been the vision of man the 1aw~giver,

the legislator to-himself: The central moral question from
this perspective was "What is right?" "What is lawful?"

Thls 1s the fundamental question in the theory of duty. The

. thlrd.metaphore has had to do W1th the image of man the
artlst., The central moral questlon becomes not what is’

right or what is goqd, but what 1; "fitting," what is
appropriate. This is the central focus of the moral-sense

school and is a strong element in the Greek conception of

hamertia and of life as an art, a techne, or a skill.

I wish to suggest that in the American experience
the concepntion of the moral life has been powerfully éﬁaped
by the character of life in the New England town and the
frontier. It has ‘been an experience informed by religions,
spec1f1ca11y Puritan, ideas with their focus on the theory
of duty as onposed to prudence; a frontier exoerlence'whlch
afforded the individual a considerable space to maneuver
end permitted him a consicerable panche. In short, the
focus.has been on the right and the good with relatively
little emphasis on what is effective, prudent, precticel;y
WlS° ‘and technically efficient. Yet in modern American
soclety it is pr°c1se1y these latter emphases which count.

-In the modern,urban, technlcally orlented, hlghly organized

——TTT
o -
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world, the initial moral question may not be what ls right

. or good,.but "what.is happening?" What is. happening to me,
to my neighbor, and how, by what techne, can.I do something
about it? The moral agent becomes much more the public
agent, the political agent. He becomes the man who is able
in effect to "read the signs of the times," to discern the
occesions for action as they present themselves, to-
Meccurately pick and choose where it is best to act, through
what_meass, and with what expected temporary gains and
losses. This is a much closer weddlng of prudence, polltlcal

sense, or what. Arlstotle called phrenesis, practical wisdom,

than anything we have understood as moral action before.
The moraloagent.in this sense has need of techne, social
skill, and the needed skills are largely captured in the .
techniques of the con-artist. -

] The trouble with the high social skills of the
con-artist is neither that they are bad nor that they are.
inappropriate for American society. They are essential
skills to develop,in the process of socialization. One can
and must possess these skills without being a thief. The
ene does not imply the other. The difficulty is rather that’
' .they are simply skills. The ideas of effectiveness and '
efficiency of action are not moral concepts at all. They .
are technical concepts. The danger is that we shall develop

technical competence without developing a technical conscience.

The skills of .the con-artist are indispensable for urban




BV Rt s & AR AN el IS A A

DR A | A D

ST T T A T AR T T RS R T AN S SR,

201.

America. The schools, partly because of their overwhelming.

function of selection and sorting are successful in producing

- these skills. Yet- it is precisely this technical social skill

which the school develops in practice and repudiates in theory.’

This places a hopeless burden on teachers and young people,
and it is fraught with danger for American life. No society,

to the best of my knowledge, has long survived with a technical

_ethic. The best example, is Hpmeric society in which it could

" be said, "The qualities of a man are best displayed in ambush, "

this.is the ultimate .in the ethics of success. It is a.view
most suitable to a society which cherishes the arts of war.
This' then is the more profound sense in which there
is a cris;s in American mass education. It is a crisis in the
very conception of a moral agent and a member of society. The
problem is not~éimply the universal contrast between the real
and the ideal. That contrast must always exist in every
soéiety. The problem is not to overcéme that distinction,
but rather to make it intelligible. The problem is the forma-
tion of a technical conscience. It is to interpret the human
values of tﬁe American and Western tradition so that they can
be formulated in technical terms. How, to be specific, do

we educate to an understanding of service as a matter of

-technical competence? If we fail to do this we shall have °

failed to communicate what it means to render service in the
concrete life of the professions and theofamily, and in the

political affairs of the community. This then is the problem.

Y
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The dilemma is somewhat different. When the schools become

excessively concerned with the social functions of certifica-

tion, selection and sopting, then schooling becomes'g technical
problem of providing suitable technical skills for aspirants
in a téchnical society. When that héppens, the schoéls mnay
"?ecome suitable places for developing technical competence,
and poor places for the formation of a technical conscience.
But when schools and schooling are separaﬁéd ﬁrom.the process-
* product image of schooling and liberated from the certification
.function.'then they can be truly liberal and educative. For
this réason we must look for ;he real revolution in American
- education to gro& from those educational agencies which are
a part of.the education of the public supporteq by the public
and yet outside the usual "system" of education. This is the
revolutionary significance of the Frée University movement 4

The national tutoring movement, the job corps and similar

agencies.
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Discussicn Following Green Paper

Kimball: I would like to comment first on the %itle which
w;s "The Nature of the Crisis in Mass Eduéafion," and in
particular on two_aspecis ;f the title. One éspecﬁ is mass.
The person‘most actlve in promoting this idea of "mass soc1ety"
was Paul Lazersfeld who did his research on the basic assump-
tion that you could use survey techniques and treat individuals_
" as’ if there were no structure ‘to the society at all. By treat-
| ing each individual as one you could handle things statistically:
But when Paul began to look at this materidls he began to see
that people didn't behave in this:way; rather they behaved
out of socialicohesion that came from group memberships. He
then modified his techniques and really abandoned the whole
approach. I would like to suggest that the concept of "mass"
society, "mass" education, leads us in the wrong direction. ‘
We can talk of universal education. But American society is
cbmposed of innumerable types and varieties of human group-
ings solving a varigty of purposes.

My comment on crisis is slightly different. At

a meeting some years back Kroeber made one of his off hand

remarks on crisis. He said he hopedwe would get over this

sense that we are living in a period of crisis and added’
. that the crisis concept is relative. Kroeber didn't see
ény crisis at all. He felt this was jugt an idiom‘we were
using. I would like to suggest that while it may well be

that we are in a state of crisis there is also another way

of looking at this and that is to say that we are in a
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period of accelerated change. When you use the word crisis

this sugygests a certain tone and places things in a particular

context.
I would now like to place your remarks in some

kind of context. In your paper you are concerned with the

*  nature of the congruency between the ‘educational system

schooling and society. But is your description a report on
the remnants of an agrarian culture in American society which
- is dysfunctional to coptemporary culture or is what you re-
port a foéecast of the future? Is what you report sométhing | 3;
we are moving out of or something we are moving into? I ‘
think we could probably argue both of these and I would like
to develop the framework from which T would ma];e my arguments
on either side..

The agrarian cultures of the world, and this in-
cludes American culture to the modern period, ali resemble
" each other in that they are societies of fixed and limited
positions, of limited wealth and goods, and of unequal
diétributionf The school systems reflect these differentials
in thé kind éf schooling that is available and they are
essentially conservative. This is true of Amefican society

in-the very “recent past. But we are now in a period of

accelerated ch.nge in which we are moving to a kind of

i e M e A et v ot .

society of immense potentialities and possibilities for
everyone. 'Part of our disturbance is that the society we

are emerging from has not had this pattern of potentiality.
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Connected with this is the fact that there are now skilled

aﬁtempts by people in our major institutions, universities,

hospitals, government, etc. to develop rational understand-
ings about the world and fo use such.understandiﬁg to pro-
duce. Why we do this is a moral question that does not con-
. cern us here. But the high priests of contemporary society
. are the séientists and the ethic of our society is a
scientific ethic. There is a Question concerning the nature
_ 6f.thé conhectibn'between what occurs at these rarified
-scientific levels and in the rest of the society. 1Is the .

rest of society being increasingly separated from or being

manipulated.by-fhose'who have developed these insights into

the contemvorary world? 1Is it participating only in the

material consequences of such developments? I cannot answer
this question but I would say that the highest form of morality

does exist among those engaged in the process of discovery.

- I would also suggest that in moving from an agrarian
society to a modern scientific metropolitan one all aspects
of our society have not changed to the same degree. Educa-
tion in particular has changed less fhan other a:eas because
in some sense it.is the most conservative of our institutions.

But there is a more important reason than conservatism for

this lag. In large measure the peoprle who are administrators,
teacher'trainers and the teachers themselves until recently
were basically removed from the main currents of developing

intellectuality in our society. The closed system of teacher
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education kept out the flow of ideas. This is now changing

and groups outside professional education have become interested

in the schools and in the content of material—-physicists,
mathematicians, etc., This meeting itself is a sign of that.

Another point is that onlf recently have we dis-

'f?overéd the power of deliberate education. Partly out of the
process of consciously looking at ourselves we have come to
ﬁisco&er how significant what happens to the perscn:'in the

" educational system is. If he is not successful in school
.hé is a casualty of our society. The school is the one
institution through which everyone must move successfully
to become incorpérated into the adult world.

My last point is a hﬁmoroug one. Education may
be in a crisis because anthropologists have discovered it.

I want now to refer to a few of the main ideas you
presented. You say the functions of education are socializa-
tion, transmission of culture which I wouid ca2ll enculturation,
and self identity. Then you argue that the function of the
school is qertifiéation and trace the consequences of this.

If the evidence shows that the certification function is the
basic one then I would be concerned because the basic function
should be enculturative. I doﬁt know to what extent certifica-
tion is primary. Certainly it is and must be present in our
schools—-I can conceive of no system without selection and

certification.

With reference to thé consequences, I would like
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to .talk only of the con game. This is an intriguing and
ingenious idea, and I agree with you that it is a high
soéiéi.skill.' I only caution that we should not get
- “conned" by this idea. While the con game apd phoniness
and superficiality and other things are in the ‘system we
musf also récognize fhatlthe educational system in the
United States has done a remarkable job. This doesn't mean
this is the kind of system we want nor does it mean that
' changes aren't needed but we must give.recognition to what
we have accompiished thus far.

Another point that you make is that educational
institutions are arranged to satisiy tﬁe needs and convenience
of those who run them rather than of the clients. But ﬁhis
is also true of hospitals, prisons, the army, etc. There
has to be a revolution in our procedures so that they are
run for the students.

) The last thing I would like to refer to is the
notion you posed of the morality of responsibility. You were
usiﬁg‘it in a different sense than is ordinafily the case, in
the sense of regpond-ability which is adjustment to. Is this
correct? |

Green: Well it is a slippery term. How can one be responsible
with respect to the practices of advertising if oné does not
kﬁow or there is no social method for holding people account-
able? Reséonsibility requires respéndability in the society.
Kimball: But if there is no accountability we are gliding

along the surface of things. I mentioned the word prudence

‘
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and I want to speak of that. Our society demands prudence
because we cannot run the complex technical and social apparatus

. without people being responsible, by which I mean accountable,

and having a deeply ingrained sense of prudence.

Now your point about war. I can conceive of no
sopiety in the world more aggressive than American society.
But one must remember that this agressiveness is both des-
tructive and constructive. We have war in Viet Nam but we
also have war on poverry, ignérance, river pollution and the
like. I recently read the repbrt of the President of Harvard

University. What he said was thls. If only the power of

Harvard could be brought to the whole world we would make
slgnlflcant changes in the world. ThlS is aggress1ve imperial-
igm. I don t want war either but aggressiveness is deeply
built into our society and is one of the things that makes

it. ;f you eliminate this we don't have our kind of world

3 anymore.

Green: Kimball asked if I was talking about the remnants of
agrarian society or sométhing that is coming. I don't know
but that isn't the important thing. Part of what I am trying
to get at goes back to the fact that I find it hard to under-

stand how to develop a sense of self-identity through educa-

_ tion without some historical continuity. ‘Education is not |,
describable simply in terms of enculturation; it has other
meanings, humanistic ones. Education must express ‘something

of what we have understood of our past in our tradition about
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the nature of man. When I say the school's certification

function is dysfunctional for education I am saying it in

- both senses: it is dysfunctional for the development of a

sense of self-identity @n.so far as this is involved in
enculturation, and also this notioﬁ of the con gamé, of the
man of too cool prudence, does not.represent our past tradi-
tions of values on thought and education. Kimball stopped '
just short of the point of saying that education goes beyond
.
‘There is a whole morality connected with the con

game; themoral agent is the accommodator, the adjuster. But

this does not represent our historic tradition. We have got

to find a way to preserve the values of the paét in a setting
which is ﬁore heavily laden with prﬁdential considerations
so.that the child can gro& up respecting the agrarian past and
its values and cherish something important in American life.
Diamohd: I don't think if we view American history we can
profitably explain our exercise of prudence by our technology.
We have tremendous waste and pollution of natural resources
and this is not the sign of an advanced industrial society
which has grown prudentially. I would like to have some

specific examples of the prudential use of internal power,

Hanvey: I wanted to suggest that it might be possible for

schools to stay preoccupied with certification and at the

sametime increase their educative capacity. Do you think

this is a possibility?

. L




AT LT P SRR AN LS N
N TR RTINS E

211

Green: I think it is necessary to find a way to do this

but on this point I'm not optimistic. I don't see mahy
signs of this in the university.
Wax: I think you did something interesting in your paper

because you appealed to the spirits of Merton and Parsons

- .and then gave us a Goffmanian analysis of the school. But

your application of Goffman is limited since you speak of

'~ the con game exclusively on the middle-class level and in
. relation to certification. Of course the con game is more

‘richly played at the lower class and ethnic level. This

ties in with what Kimball was saying about the‘Qay in which
our culture is aégressive, one can look at the school system
in some sense as being aggressively direéted'against ethnic
and lower class elements. We are going to go in and change
these people. That is what the war on poverty is about;

its not a war on poverty,its a war on the poor. The poor
respond especially in school by a variety of the con game
which is directed back against the teacher. We have to

see two different kinds of con games: the middle class one
thch is directed towards getting that certificate and fhe
lower class one which is designed fo keep one's self-identity.
Horton: I would like to by-pass the question of the con game
and appgoach the whole question that has been raised in a
different way. One of the most thrilling experiences of re-
cent yeérs has been the emergence of the student movement of

a congiderable and effective dedicated group of college and
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high school students. This is one of the best products

‘of our educational system. In contrast to this we can see
another phenomenon most recently exemplified in ‘Truman

. / r’/ I/
Y .
Capotetsfxm gdiD gLOOD,‘the emergence of completely amoral,
. /

conscienceless, confused and cruel men who are also a product
_of_our society and of whom we apparently have a great number.
The latter represents oné of thé least educated segments of
- oﬁr poPdlation, the former, represent the maximum of our
: édﬁcation since they have gone through the entire system.
Does tﬁisohave_any'neaning? If.it'were true that the system

had a destructive effect the more you had of it the mbre

destroved you would be. Yet it is just the opposite which
is true. Perhaps we need examine not just the school but
the other educational institutions to which our young people

are exposed. The mass media, the whole advertising and

'merchandising industry that exploits our young people, these

: cpnstitute another school system and that has not been
sufficiently examined. It could be argued that the less
forma; schooling people have the more they get educated in
the mass media. |
Coheén: Dr. Horton has made a very important point, namely
that we often tend to look at one or another aspect of our .

society depending on which axe we have to grind and say that-

this is the product of our system forgetting completely the

other products. Go back to the tightly knit clan community

.at the horticultural or peasant level and try to have the
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equivalent of a teach-in movement or a Viet Nam Day

Committee and see what the consequences of that certification
system -are. One of the things we can ask is why has the
certification system been taken out of the hands of the
1ocalogroup and placed in the hands of the educational system?
What implications does tbis have? Then I think we can
legitimately come back to the question you have raised con-
cerning the consequences this has for the educational system.
: ﬁuf let us try to keep these things in some perspective.
ggggg:. This is what I would hoﬁe for from the anthropologist,
a knowledge of the variety of social institutioné thaé pexr-
form these functioﬂs.

gggggz But aren't you making some kind of a judgement by
calling it a con game, which incidentally you find iﬁ_every
society?

Diamond: What you would call a teach-in in tribal society

- is a perfect example_of the misplaced concrete. Oné Q}mply
couldn't imagine that kind of a dynamic.

Cohen: That is exactly the point.

Rosernfeld: éecaqse Green looked at the schools as being

non-educative in their functions he examined the non-educative
aspects only. Obviously along with certification some educa-
tion goes on. I would therefore hope for a companion paper
on this at some future meetiné.

Green's paper has pointed out some things we should

have known not precisely in this perspective. However, if we
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take this analogy of the con game and extend it, it does

not hold up in all instances. 1If there is a con game in
which child is pitted against teacher then we have left
out -the real.con agent,.the teacher. But if teacher is

really con man how do teachers come into this game when

-at ome time they were its victims? Do they go into teach-

ing because they couldn't con their way into other positions

or is education the best of all con games? Again, neither

- teacher nor child controls the course as it were, since

‘both are conning one another in the school over which they

have little control. WwWho then is the con man? Finally one
of the distinctions between teacher as con man and a gambler
or hustler is that the hustler does it without a sense of
guilt but teacher lives with guilt and so doeé child. : Thus
when one extends the analogy mary questions arise concerning .
its usefulness. |

Nonetheless, this session bresents exactly the
type of discussion I would have hoped for at this meeting
since we are really talking about values. There is nothing
ﬁore importént that we canaddress ourselves to than this
question and guidelines should be mapped out at this meeting
to determine what is the instruction by way of values and
belief systems that we pass to our children in our public
schools.
Gusséw:. Reference has been made to the American agrarian
society but I wonder how many of us here actually have our

roots in that society and how many of us have our roots in
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Europe. Perhaps many of us are still in the process or
socialitization or enculturation to American national
character and hence find it difficult to iive in a society
where others find it easy to live. One way that many
' q@nority groups handle the prdbimm of trying to become
Americans is to professionalize the stigma and become
social scientists. You study the system and try to understand it.

I don't like the term con game; I don't like |
Goffman. .GSffman is nct telling us anything ~ew, he has
just developed a new vocabulary. There are other ways of
referring to the.process besides con game, learning the
rules of the cognitive map of society. His reference
to con game is nothing more than what he talks about in
reference to total institutions. Elementary and secondary
schools come close to some of these notions about total
institutions. They face the bureaucratic problem of
managing and moving large numbers of éeople with a small
staff. Obviously in this situation many things become
routinized. I think we can put it into other language
besides con game.

I'm also surprised that no one made reference
to the free Universities that:are springing up. Horton
spoke of students who are saying, in fact, that they want
td be eﬁucated not certified. I think this is the
philosophy underlying the Free Universities. There is a

lot of public disfavor of these people--we call them
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beatniks and the like--hut they represent philosophically

some of the things we appear to favor here. However, I
think that if we took a poll amongst ourselves of some of
our mofe personal attitudes to the Free Universities some of
us would be ambiguous or-embivalent about how we wanted to
characterize them.
1'd also like to discuss the concept of crisis.
- Aptﬁrepoiogy is a funny science; it always has to re-dis-
cover ﬁhe.world all by itself. .I think we're
doing this.now in education. We've discovered iﬁ, its a
new toy, and we're disturbed by it. But after a while we
might calm down a little and look at it with perhaps
another eye.
Green: I hope people won't focus on con game. I don't give
it any particﬁlar emphasis. I just use it for convenience.
- Gussow: You can®t get away ffom it that easily.
Green: It's just e-way of making a point.

Gussow' But you make the wrong point.

g\w\' Ma%-cg:lm Colller- I would like to comment on one aspect of
the curriculum development projects which I thlnk touches
on the relationships between education and society, educa=
tioﬁ moral quality and education and interpersonal reia-
tionships. For the most part these projects have been
focusing on induction as a pedagogical strategy.' It seens
to me that its focus on induction has something to AB”QIEh

the rest of society since it related children in school




to those researchers and scientists from whom the educa-
tional system .had become separated. It has something to do
~ with education and moral qualities since in contrast to
systems where textbook is kiné the youngster has a chance
to become responsible for some of his own activities and
growth within the school. Finally an induction method
offgrs a chance to redefine and rethink the student-teacher
- relationships. To the extent that this method works it
may changé somewhat the qualities we have been attributing
to the teacher. But if these projects have tﬁis quality
of induction it is interesting to consider the system and
.- whether the nature of the system makes it m~re or less
likely that theyxwill'work._ Those of us who ﬂave been
working on the curriculum development program ﬁave no
doubts about their validity or potential contribution:; the
"question is how do you get it to work.
Foshay: It seems to me that it is the proper province of the
spcial sciences to point out moral outrage where it occurs
"and iﬁ is ouﬁrageous that among other things schools teach
a con game. It seems to me that anthropologists should
go right ahead and examine the operation and call it to
the attention of the general society.

Second, with respect to certification I suggest
that the difference between the agrarian society my father

was part of and the urban society I am a part of is that in
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the agrarian society certification was not necessary in

- any official sense since towns were small, standards were

there and available all the time certificatiqn.became

necessary when the number of people got larger. It is

. ironic that at present we have placed the power in people

who by definition are more or less alienated and rejected,

the teachers. Business men complain that the best college

- graduates want to go where the power is, into education.

It

They may talk idealistically but I would hypothesize that
people are drawn to the point of power and education is
where ﬁéﬁer is right now. | |

As you read your paper I remembered Wiley's
VfEZAGE ;&'Tﬁé?V?UCLUSEf The villaée was populated by
p;ople who had one thing in common, they were féjected by
the Lycee when they were 11 years old. Here is a town made
up.of people who early in 1ife.had an official and powerful
rejection and today they vote for fringe parties and for
communists. And I though of revolts, not only in Harlem
and the like but also I wondered whether the Berkeley
revqlt might not be related. Berkeley changed its entranée
requirements and five years later they had a revolt.

I agree that there's a crisis in mass
education and this has to do with our treatment of people

as a mass instead of as individuals; our ‘treatment of the

school as a place that certifies people for sccial menbership
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rather than as a place where you realize your personal

hopes. What would the solution be? We must place

certification back in the hands of the individual, allow

him influence over how he judges others so that he doesn't
use certificates as the major information but asks "who are
you?b rather than "what ébllege did ybu graduate from?"

- Idid a little study in Missouri some years
ago. and discovered among other things that these children

didn't have a vocabulary of praisef They had a wonderful
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vocabulary of scorn, they had various terms like helpful- @ﬁ

ness or nice but they had no means of expressing positive
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human relationships.

Sy 1T

Fuchs: Dr. Foshay has touched {ﬁg} one point I wished to make,
+ the selectivity function. Selection goes on all the timé.
the schools know it happens, but we get. difficulty within
; the educational system.in‘reiation to this sorting function
‘when there is intense competition for limited numbers of high . ié
status positions in society. This is something we should
look at.

I.élso think that as anthroﬁologists we
shouldn't be so worried about the ideal and real. There's
always an ideal and a real and if we really want to know
what education is we have to look very hard.

I agree with Green about the need for

historical perspective. We have come a long way since
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Jefferson and we no longer live in the kind of society

that can afford to keep children in school for just three
yeafsQ:.We must find ways of containing the vast and grow-

- ing number of unproductive people for longer and longer
times. Thus it becomes frightening to the larger society
when people refuse to fit-into the container, to stay in
school. The Free Universities Gussow spoke of are unpopular
because they are feared; they don't f£it. The same is true
of the drop-out problem. Why is it such a problem? We
know that the kind of schooling thé drop-out gets when ﬂe

is pushed back into the container does not do him much

good in terms of life chances; but at 1éast he's in the
container. One gf the problems we might conéern ourselves
with is what are the alternatives, what can we do with
people whom we don't need for production?

Horton: I want to offer some reflection on this conference.
I wouldi't know if I hadn't been told that this was a |
conference of anthropologists concerned with education.
There has been criticism and moral indignation but there

are educational critics who do a better job on this. More-
over; its more sﬁecifically an anthropologist's job. What
does the anthropologist ha&e to bring? With regard to our
society I don't know Whééher a group of anthropologists can
dffer to do anything the sociologists haven't done or
gouldn't‘do.bettér. Perhaps we do have a special angle to

contribute, the study of the place of the educational

{3t vy RN
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institution in American society, but we have been approach-
ing the whole thing in the opposite way. We have approached
the educatiocnal institution first and rather neglected the
society. What is the con game but a reflection of the fact
that we -live in a society organized on the basis of competi-"
tion? We build an educational system which is highly com-
petitive and this conning by student of teacher is no more
than the use of devices that are.standard in all forms of
competition in our society. As & matter of fact, if you.w§nted
to defend education you could look at students getting together
to cheat oﬁ an exam as a way of mitigating the cruelt& of our
concept of competition; it's something to celebrate., If we
really followed the book we'd be prodﬁcing monsters but the
social processes in the schools tend to mitigate this; the
kids get toéether énd refuse to accept this level of competi-~
tiveness. My point is that as anphrOpolists we ought to look
at society and ask what it is doing to our schools rather
than the other way around, If we don't do this we will make
fools of ourselves since we will f£ind out what the school.
people already know.. |

| QThe other point is that everyone looks
at. the anthropologist as the man who has tﬁe.ability to
make cross-cultural comparisons. Yet we haven't had a

word on this here. There's been no reference
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to schools in other parts of the Qorld which might give
us perspectives on American schools. Thus we must do one
or Sotﬁ.of these things: either approach'the school from
* the point of view of the whole social ordér or approach it
from a comparative point of view.
‘ggggéz I would like to offer a few empirical comments on
-certification. I detect’an attitude in parents and teachers,
a feeling that while it would be nice if the child had a
- good experience it doesn't feally matter what happens to
him in sch601 so long as he stays iﬁ school. This is wﬁy
the drop-out .problem has captured our imagination; we recog-
nize that if the certification function is not fulfilled
something terrib}e has happened. ' -
; : Another thing that is happening is that
there is a tremendous emphasis among students to pick the
occupation that will interest them. This‘épproaches a quest

for the Holy Grail. It is obviously connected with their

sense of idéntity, with some sense of what interests them,

and all of this is related to occupational choice and certifica-
tion. This trend'is growing. Finally, as a teacher when I
took -to educational records as certification what I look

for is evidence that the éandidate has been exposed to the
educational system.and has responded. This kind of certifica-

tion is not an alternative to education.

Wilkie: It seems to me that we do have thié characteristic

in our educational system of manipulating people and not
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treating them as true human beings. But I know of no
culture, including our own agrarian past, in which this is
less true. Today it seems to me among ny students there

is an interest in Martin Buber's I-Thou relationship and

in treating people as human beings and not in manipulative

fashlon. This is a real vogue 2n college campuses. I kncw
of no other time or no other culture when there was more
concern with this or more interest in it on the part of
teachers. . I. think one of the things we are talking about
hefe comes from an increased awareness of the discrepancy
between the ideal and real rather than the development of
eomething new.

I think the distinction between educatibn )
and accredltatlon is extremely 1mport?nt and one that I
personally face in my teaching. One of the most obvious
problems is the grading system, how do you grade students?
Some of the better medical schools are separating the
education from the accreditation function. Without wishing
to oversimplify I think the separation of these can ﬁe |
handled at a very simple level without changing the whole

society by separating roles so that one person evaluates and

another teaches.

Leacock:  We all appear to be interested in change but as I

sit here I feel very uncomfortable because we seem to keep
veering back and forth. Certainly the society has produced

our school system and we can't exactly sit here and decide

L]
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how to change society overnight. At the same time the sources
of change within the sc;,:ool seein to be very limited. What
theﬁ één we do? What are the sources for_'change? It seems

" £0 me the real source of ‘change are the unaccredited: the
student movement which is concerned with education and not
schoo.ling, and community §eop1e who have been complaining
about .:his system. There is a tremendous concern in our
communities where people look to schécls as an avenue of
mobility. . In lower income Negro- aqd White schools youhgsters
i:hdicate a wish to go to college with time?* Parents and
children come to realize that the school serves to block
rather than aid them and there is a treﬁendous disillusion- .
ment which is valgi'ousiy, expressed, increasingly in group i
forms. This is a real avenue for chanée which we have not
»discussed. We are so far rerﬁoved from it. What ;:an and" -
should be done here? Certainly there are things individuals
.cah do but can we as a group do something to assess more
seriously the nature of these pressures and determing if
there is some way they can be made more influenfial and more
adequately organized in their attempt to influence the schoo]_.'
system? )

Metraue: I usually assume that a discussion of this kind has
as_oné of its purposes a kind of increasing self awareness——
what are we saying when we say something. My comment is

largely at this level. When we say we are going to discuss

the crisis in mass education it seems to me that by definition
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American culture crisis simply means that you are at
the point where you think you should do something.

To take up the increasingly-discussed con
game, I think that what has been disturbing us is-our
habit, when we want to say something good, of phrasing it
" in a hegative way. What we are actually talking about on
a larger scale is that we have developed a culture vith
.situational adaptation and the con game is one version of
it. We don't like the extent to which it seems to be taking
over but shouldn't we-?e focusing on the larger issue, the
fact that we have a society in which we do not have fixed
goals, fixed types of moral judgement. The school here is
the expression of our society. . .-
Green: What you say is extremely interesting té me. I‘ve
always had the impression that a doﬁinant metaphor in
anthropology is what I have come to call the‘xesonance
metaphor; that is, in most culture you want to see the
fashion in which differer ¢ conceptions such as male-female
harmonize and resonate with each other. Now it seems to
me if I undérstand.what you are suggesting, that the reson-
ance metaphor which is contextual and not situational would
be inapplicable to American culture.

‘Potash: I would like to go back to our earlier discussion -
of the role of the school in the total social system. It
seems to me we have said very little about the relationship

of the schools to the economic system, perhaps because much
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of this is self-evident, but I would at least like to
. point to the ocbvious link between occupation as an index
.cf social.status,”oﬁr ideal-committment co A system.of
achievement based on uni&ersalistic'cr;teria and the
utilization of schools as agents for certification. In so
far as schools select for technical competence and person-~
ality those individuals who meet eligibility requirements
for various occupaticnal positions there is pressure not
only on the studentsggg also on the teachers to make judg-
ments in a “fair" and“objective“ way. I think it is wroﬁg
to ettehpf to cast the teacher as villain of the piece
or con agent, I agree that certification is in many ways
dysfunctional to education in a humanistic sense but it
,seems to me that much of the pressure for certificaticn
relates to our economic system and our social stfatification
systen, anc perhaps we need to take a closer look at this.
As'a small example one of the major selling points for educa-
tion is occupational advance. Children are urged to stay
-in school in order to earn X dollars more per year. This
kind of orientation relates to our entire culture and system
of values: it has tremendous impact on the way in which we
view education, o&%he motives of students and is not simply
a product of the increased certlfaetlon role of the school |
- alone. In similar fashion there are, 1 suspect. numerous
influences on curriculum.development and selection which

relate to our economic system and the stress placed on
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technicz)l rather than humanistic values. Thus I see
some of the problems of a humanistic education as relating
in a more genetal way to our culture.

John Collier: There is a powerful factor which has not

been mentioned at all today and one that teachers meet

.fgom all sides, the influence of mental health consideration

on education. Schools are terribly concerned with prcoblems
with reference to personality and individuality of mass
education. Students in particular, but educators alsoc are .
concerned with the problem of spontaneity. 'Decision making
about mass educat;on is very much concerned with problems

that fall under the rubric of mental health and the growth

'Qf counselor departments in teachers colleges show it. Thus

there are efforts to offset the threats posed by mass
-educatidn. . . | )

Cohen: Dr. Horton spoke about students joining together'

to ‘'resist pressures from teachers. I'd like to report my
experiences in connection with thi;; The community in

which I lived was made uﬁ largely of cdlleée people from:'

the university and:feople from the high school, of professional
educators. This is one place where students not only never
cheat but they won't even help each other with home&ork.

And this :eflects the values of professional educators;

There's one theme that seems to have been

running through'this conference and which we keep coming

. back to, almost as though we're surprised by it--that we cannot
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think of the educational system as a self-contained system
but that it exists within the soc1ety and is respondlng to
the total soc1ety° Thls seems to be one theme on whlch
Ehereqis consénsus. .

Another thipg that I think is very important
is‘our awareness.that the educational system has taken over
asthe prime mover or prime agency of cultural transmission.
In thls sense it is not a question of the school being an
agent of change or stability since as a prime mover it is
both. One of the things we need to find out is how does
it work, how does it transmit both simultaneously.
| Kimballz T would like to amend your statement. The school
'is not becoming the main focus of cultural t?ansmission.
Goodeﬁough points out in this book as McClellan:and.I do
in ours that there is a public and a private world, there
is a dichotomous nature to our society. The family is
stiil a very significant element in fhe socialization of
the child, as is the peer groupsand all of the aspects of.

individual behavior in informal and private arrangements.
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GREAT TRADITiON, LITTLE TRADITION, AND FORMAL EDUCAT ION
Murray and Rosalie Wax

From a comparative and historical perspective,

*

the vast body of reseatch literature on schools and edu-

cation appears both psuedo-empirical and psuedo-theoreti-

" cal. Researchers have béen'administering hundreds of
tests to thousands of pupils. Meantime, intellectual

. exritics have devoted countless pages to the criticism of

textbooks and other curricular materials. Yet, the bulk
of their efforts contrasts markedly.with its quality and
its impéct; because. their vision has been constricted by
an interlocking chain of assumptions: that schébls are
primarily and exclusively agencies of.forma#“education
}rather than being social institutions); thaﬁipupils are
isolated individuals (rather thaﬂ sbciai beings who parti-
cipate in the life of peer societies, ethnic groups, and
the liké); that formal education is synonomous with educa-

tion; and that the principai task of the teacher is to

educate, Thus, instead of inquiring what sort of social

processes are occur¥ing in -~ and in relation to -- the

schools, researchers and critics have defined their pfob-

-

lem as being one of discovering how to make the schools

teach their individual pupils more, better, and faster. -

1

Only a few™ of the many researchers and critics have had

the patience,'fortified by ﬁhe faith in ethnographic em-
piricism, to observe the social processes aétually occur-

ring in relation to the schools: among the pupils, among
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the féachers, within the classrooms, between the pupils
and their parental elders, and so on.

'Teachefs and pupils Being docile and available,
it Khas been far easier and far more pretentiously scientific
(while less threatening to the local power structure) to
administgr.reams of tests fhat are then scofed mechani-
callyi As a-result, the research literature lacks a solid
body of data on the ethnography of schools,

Seemingly; the theéretical literature on educa-
tion would be far superior. The intellectual critics
number some of the most formidably;trained scholars in
the country, as well as some‘of the most irate journalists
and pontifical classicists, Unfértunately, most seem to
lack that sense of history and feeling for comparison that
the True Curriculum’is presumed to produce. As but a
small instance, considef that.most of the classically frain-
ed critics laud the Heilenié system of education and, from
that vantage point, denounce as trivial and unworthy of -
our schools such courses as Driver Training. Yet, it is
surely arguable that being able to drive an automobile
courteously, ‘deftly, and responsibly, restrainingaggressive
impulses, and focussing attentibn upon the task, is a
sign of good citizenship and moral excellence. 2 really
good training in driving an automobile wéuld merit as much

-

approbation as the Hellenic cult of body culture. If the
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- inwidious slur on Driver. Training is typical of-thé'logic

of ‘the critics(and we take it to be so) then they are

sadly deficient in the perspective and knowledge requi-

- site ‘for evaluating modern schools,

Asking the right questions is the path to ac-

_quiring wisdom,ﬂbut to ask good questions, rather than

trivial ones, the investigator has to break out of con-
Ventionai frameworks. In the early part of this essay

we proceed autobiographically, outlining how this happenéd
to us so that wé came to perceive freshly some of what

is going on in relation to the schools}‘ Later in the
esséy, we build on these experiences énd elaborate a

more theoretical argument which, inm turn, leads to a series

of research questions for the study of the culture of schools.

The School and the Little Community

We begin in’ traditional anthropological fashion

by sketching some of what we learned about the educational

problems of the-Oglala Sioux on the: Pine Ridge Reservation.

The patient reader will find that this is not simply an
ethnographic excursion but leads to a consideration of the
nature of education in a modern industrial society.

Our interest in indian 9ducati6n developed during
the several years in which ﬁe directed the Workshops for

American Indian college students held during the summer on
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1

the éampgs of the University of Colorédo. These workshops
had been designed to provide young Indiﬁns.with a broad
perspective about Indian affairs, so that they could
serve their communities as advisors and leaaers. As
we worked with these young people, we were appalled, Sup-
posedly the cream of the Indian'populagionf they were so
provincial in the Fnowledge-of the U.S. and so ignorant
of_Indign history and current affairs. as ?o make us dqpbt
theig.rankua§ college studengs; Yet, at fhe same time,
nost of them;éould be furned on, and to an intense glow,
by lectures on Indian history, or Indian religious cults
or.social organization, in which we treated these phenomena
"as worthy of serioué intellectual attention. Judging by
their responses, none had ever participated in a discussion
that treated Indian religious cults as vital and meaning-
ful (rather than as superstitious, primitive, or archaic).
Accordingly, we developed a critical curiosity about the
nature of%the educational system wherein these students
had been schooled, anG we deliberately decided to study
an Indian population (the Pine Ridge Siouﬁ) that had for
some years been subjected to federai programs for educa-
tion and assimilation., |

At the time we deéigned the study, we envisioned
the school as a battleground: on the one hand, the@educaQ

tors -~ flanked by the Bureau of Indian Affairs, the mission
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-churches, and kindred agencies -- would be fighting to pull
the children out of Indian aociety, while,'on‘the_other
hand, the Indian elders would be clinging desperately to
their young, trying to hold them within their traditional
society. Indeed, this was exactly the picture drawn for
us by a high BIA off1c1a1 on our flrst day on the reserva-
tion, . except that, 1nstead of the Indian elders, he blamed
"g;andma," who craftlly lured her grandcplldren "back to
the blanket "

Our hypothesms about battlegrounds was to prove
as inaccurate as his about grandmas -and blankets. Never-
;hcless, it turned out to be extccmely advantageous, for
it predisposed us to approach the Sioux pupils, their
teacﬁers, and the administration, as living members of
.social gfoups rather than as isolated respondents to ques-
tionnaires admiaistered from a distance. Thus, we were
obliged to sit for weéks and months in classrooms, watch-
ing vaiat was going on and, in like manner, to talk not
only to administrators and eaucational experts but to
Indian‘parents_and to the children themselves, In due time
we realized. that fhe educators and Indian elders were not
locked in battle for the soul of the Indian child, because
the Sioux elders, faced with che power -of the educational .
.establishment, simply withdrew. In this tactic they were en-

couraged by the adhcational administrators who exhorted
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fhEm: juét send your children to schocl every-daQ'and
we will educate them: - The educators found the absence

of the parents convenient and proper, since the pafents

-would have had no background for understanding the

Qperafions'df‘the school and could only have interfered.
Yet, heré,'thé‘educators were over—confident, for within
the schoo;roéms they were confronting children who were
alien and who could elude their ministrations. Issuing
from small local communities of kith and kin, and shar-
ing a common sét of values and understandings, as well

as a language (Lakota) that was unknown to most "teachers,

the Sioux children could and did create within the formal

structure of the educational institution, a highly

cohesive society of their own. As the children matured,

-their society of peers became ever more solidary, and

the teacher confronting them was reduced to operating

~at the level they would permit., While an occasional

teacher might gain the approval of this peer society,
most of them found themselves talking to a wall of
apparent indifference and assumed incompetence. Inter-

estingly, many teachers remarked that after the six or

‘seventh grade their pupils became more "withdrawn" or

“apathetic" ‘every year, but not one reaiized that the

wall was the outward manifestation of a subtle and

-~
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' highiy organized rejection. The withdrawal remained
a mystery to the educators.
In another“respect, the design of our study

differed from the more ,conventional ethnographlc or

social anthropolotlcal investigations, for we com-

. mitted ourselves to a study of the Indian children in

the schools. This meant that we were obliged to con-

sider and -try to understand not only Sioux society or

culture, but the reservation system (teachers and
administrators), and how the Indians related generally

to the agenc1es of the greater society. This committ-

ment helped us to perceive very early that the adminis-

trators and most of the teachers looked upon the Sioux

" children not as members of a different or exotic culture
-but as members of an ethnic and inferior,caste. Their
task, as they saw it, was to help their pupils become
members of the superior caste.
. The status of the Sisux as beiné lowerxr caste
- was so consplcuously visible among the educators that
we smngled out one of its manxfestatlons for analysis
under the label of "The Vacuum Ideology." The reference

'is to the experiential background of the Sioux chlld.

for the educators, especially the admlnlstrators, did

*.'.

not regard this child as participating in a distinctive
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culture and society -but, instead, as lacking in those

preschool experiences- which distinguish the desirable

o S

kind of pupil. Judging by the exﬁeriences that were
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. listed, the ideal pupil would have been of urban middle-
class, Protestant (an@ White) background, and, insofar
as .the Sioux pupil lacked those particular experiences,
it was not that he had had others but that he was .
'deficiént. Since his parents had not read Peter Rabbit

to him, he lacked familiarity with stories; and since

they did not sipg Anglo-Saxon lullabies to.him, he lacked
familiarity with music. The same ideology is also pre-

valent among educators confronting children of urban

2% et A i A acent N v f

lower-class and ethnic backgrouﬂds.
Subsequent experience has convinced us that
; . many educators are passionately attached to the notion

that their disprivileged or pcor pupils come to them

N Coeag T

with empty minds which must be filled before they can

; : compete with youngsters from "the usual middle-~class home." .
Nevertheless, they withdraw in hoiror from the suggestion

that a denial of experience constitutes a denial of

socialization or human development. That a little child 3

might not respond warmly to a teacher who sees him and
his folks as empty vessels does nhot occur to them.

Almost in spite of ourselves, we have been led
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to the conclusion that some of our most important

general educational goals constitute ruthless attacks

on the solidarity and self-respect of the ethnic and
lower-class communities, and, indeed, on their very
existence. The Vacuum Ideology is-only one of the more

~ recent tacticél offenses. Another ié the goal of
individualistic achievenment.

| | The moaern school system is premised on the
notion that its pppqlétion is ap.aggregate of éocial
atoms, among whom there are né significant or permaneh£
linkages. In the ideclogy of the educators, these social
atoms begin at the same starting line and then move on-
ward in haphazard clumps, each atom achieving independently
of the others and according to its own inner strengths

.and motives. What an individual does in school, and later,
in his vocation, is an achievement -- his individual
achievement -~ deriving from his own initiative and effort,
and of benefit only to himself and his immediate family.
Contrary to this ideology is the normative system of a
folk community which confronts an alien society. For in
this system the individual may excel only when his
'excellence.enhances the position of his brgﬁhrqn. If

this achievement were to derogate them before others, then

if*would be incumbent on him to conceal his falents. Thus, -
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g in°the schools on Pine Ridge, our staff observed class-
rocoms where, when the.teacher called upon a pupil to re-
cite he would become the target for jibes and jokes,
.whispered in Lakota and unperceived by the teacher, with
thé result that he would stand or sit paralyzed and un-
able to ;espond: meanwhile, the teacher, being oblivious
to the secrét'life of the classroom, would be pérplexed
and diséreéééd at her inability to secure responses in-
dicating that she had covered the day's lesson. In like
mannexr, there ére the observations of Harry Wolcott who,
for his doctoral dissertation taught in a one-room school
among Indians on an island off the Nérthwest Coast.
Wolcott reports that, although he taught for a full year,
living among the community, he was never able to learn
.just how much or how little most of his pupils knew, be-
cause, no'matter what the nature of the classwork -- whether
test or sgatwork or whathaveyou--no one could be induced
to work solely .for himself.

The fact that the educators themselves seem
unaware th# individualistic achievement as they define
it is considered grossly immoral behavior by the children
they are trying to instruct is an obvious case of selective
inatténtion; But the fact that social researchers are

gso often indifferent to this type of conflict and to its.
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implicatiéns is more surprising and puzzling. - This
brings us to the second part of this paper: a considera-

tion of the inadequacy of past and current research on

-schools and education.

. Psuedo-Empirical Research on Education

' Because of the fundamental orientation of their

.research)‘most investigators have managed to avoid look-

ing at what actually occurs within schoals. Since they
collect ﬁﬁch'aata,'ﬁheif'research.appears to be em@irical,
but in actuality they have been selectively inattentive
to important classes of phenomena. Educational physcholo-
gists, for example, convert the society of pupils into

an aggregate of individual animals, each of whom must be

trained to perform certain tasks established by the

curriculum. Discovering what the pupils are actually

engaged in doing and experiencing is irrelevant to the

" job which the psychologist has defined for himself, name-

ly structuring.the school situation so that each of the
human animals is made to learn more and to learn faster.
The educational bsychqlogist thus comes to function like
the industrial psychologist.whose role it is to help
increase production. ' For both, the fundamental tasks
are established by the bureaucratically given structure,

and the researcher accepts as his goal the devising of
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.qeys to accomplish those tasks most expeditiously. What-
ever else may be going on within the school, or however
else the child may be being educated, becomes relevant
for the researcher only insofar as it cleaflf affects

" the pefformance of the curricuiarly given tasks.

In 11ke manner, structural—functlonallsts among
soc1ologlsts have tended to orlent themselves by defin-
ing their dlsc1pllpe as "the.soc1ology of education" and
by assuming that the school is that institution having
eéucefion.eejit%primafy funefion. In effect, these
plausible assumptions serve to transform the scientific

problem of the nature of the schdel (and its relationship

to other social activities) into the problem of evaluating
the school in terms of the extent to which it performs

a particular educatlonal functlon (cf Brotz, 1961). If

further. the sociologist relies principally upon survey
procedures, with rigid schedules administered to large
numbers of pup%ls, then he has thoroughly inhibited him-
self from:the .observation of the school as a species of
eocial organiza;ion. The pupils are perceived as social
'atqms, differing from each other in terms of their ethnic-
religious and social-class backgrounds, but the“school

is rarely studied as a society or social system which is

more than an arena for the movement of these atoms..
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Lest we be misunderstood, we should like to
emphasize that the issue is not the learnlng theory of
some psychologlsts ncr the structural-functionalism of
some sociologists. Either theory and discipline could
be utilized in fhe empirical study of schools, but in fact
they seldom have ‘been, and the research which is done has
a flavor that is tragi-coric. For example, investigators
known to us are now engaged in elabotate-investigatioﬁs
involving, on the one hand, the administration of large
betteries of tests to hundreds of Indian and While pupils,
and, on the other haqd. the observation in detail of the
Telationships between Indian mothers and their children.
The hypothesis informing the reééarch is that the progres-
sive "withdrawal" characteristic of Indian pupils in
-schools is the outcomé'of a psychic iﬁadequacy related
to their upbringing. Were these investigators to perform
some elementary eﬁhnoéraphy, inquiring as to how the
Indians perceive their community situation and the role
of the schools, and if they were then to observe class-
room interactions, their comprehension 6f'what they pre-
sume to be a psychic inadequacy might be thoroughly trans-
formed. But for this to occur, they would have to be pre-
pared to examine the school as a real Enstitutioﬂ affect-

ing a real inter-ethnic community of Indians and Whites,
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instead of reducing the school to an educational function

and dissolviné the Sioux child cut of his community and

his lower-caste situation.
On the other hand, research conducted along
Community Study lines has often contributed a great deal
.to the undefspanding of the schools (whether or not the
. research-has utilized a structural—functionélist or
learning fheory conceptualization). Tﬁe‘major endéavors
(Hollingshead, Havighurst, Wylie, etc.) which have had
the school aé.a fdéus of the community study are well '
recognized, but it is important to note that almost any
é | thorough study of a éeographic community can contribute

to our knowledge of the schools.” In Whyte's study of

LSS PR

Cornerville, it is necessary to read between the lines
,to learn about the schools, but in Gans®' later study of
an ethnicélly similar community, much can be gained from
5 the brief pages on the topic (1965:129~136). Similar

18 ' _ value can be found in the pages relating to the schools

in the studies by’wifhers (1945), vidich and Bensman
(1960), the Hyndg. Hughes (1963), Warner and associates
{1949), et al. Indeed, the fact that these studies are

not focussed on the schools has a certain advantage, for

the eaucationally focussed studies allow their research

to be oriented overly much by the ideology.of the schools,.
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and so they spend too many pages in‘demonstra;ing'fﬁat
fhe schools do not prq&ide equal opportunity for achieve-
ment and too few pages to describing what the schools
‘actually are doing.

In contrast -to these contemporaneous varigties
of social ré;éarch on education is a study so old as to

be dated, haviﬁg:been published over thirty.years ago.

Yet this Study. which, to our knowledge, has had no

successor, is the only one which comes close to describing

[ 4

the schoonl as an institution. We have in mind Waller's

The Sociology of Teaching. His research procedures appear
to have been informa}, and he éeems to have relied mainly
upon hié own experiences and the reports and diaries of
teachers who were students of his, yet, nonetheless, he
_systematically reviewed the major sorts of interactions

associated with being a teacher. As compared with the

several, methodoiogically-sqphisticated readers in the

| sociology of education now on the market, his is the only
book that discussed such significant topics as elementary
forms of collective behavior within the classroom or the
role of ceremonies in the life of the school. 1In a sense,
Whllef‘reviewed the schoolas a community, and its educators
and pupils as socialobeings participatingiin thé life of -

the community, and so he produced a monograph that can
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serve to suggest directions for research on contemporary
.schools. Stimulated.by his book, we would‘like here to
advance several -questions for‘reeeerch on the schools:
What‘kinds of sociel roles emerge within the echools.
among the teachere, the pupils, and the lay public ass~
ociated WLth the schools° What social forms emerge with-
in the context of the schiools? Are there typlcal cycles
of reform assoc1ated'WLth the school system, similar,

perhaps, ‘to the refonmlng movements w1th1n the Cathollc

Chnrch, of whlch some culminated in the founding of
rellglous orders and others in the rise of new sects?
What happens to chlldren within the schools -- how are
.chlldren transformed 1nto pupils?

| o A;knowledgeable anéd shrewd anthropologist can
advance a number of hypotheses in respose to the guestions
re have just raised. He could, for instance, point to
the differences beteeeo the kind of age-grading that
occurs among the ehildren of hunting peoples who roam
in small oands end that which occurs within our public
schools, where children are associateq with a narrow
stratum of others of almost exactly the'same calendrical‘
age. From there he could argue about the differences
-that would develop because‘the first kind of children

would have the opportunity to associate with others much
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older than themselves and would.have also the_essbcia-

tion with and responsibility for other children much

younger than themselves; and, continuing the train of
‘logic, he could argue as to the kinds of differences in
personalicf that might ensue. Yet, much as we welcome
such.broad speculatlon, we do wish to insist that there

is much about our schools that we don't know for such

Ll Ty o A

because lnvestlgators have not been 1ook1ng -~ they have

admlnlstered tens of thousands of tests and conducted

’

hundreds of 1nterv1ews, but only a handful have looked

systematically and dlllgently and sympathetically at

all phases of the school in relationship to pupils, edu-

cators,aand parencs.

Just as we need to know more about how chilcren
_are transformed into Eugils, so we need to know more
about how‘young persons (usually college students) are

transformed into teachers. The research here has been

" limited and is mostly represented by that variety in
which tests or other fixed schedules of questions are

administered to samples of teacher trainees and veteran

teachers (cf. Guba, Jackson, and Bidwell in Charters and

Gage 1963: 271-286).) 1In accounting for the attitudes
and conduct of veteren teachers, most critics have

stressed the relationship between the teacher and the
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~school administration, the latter usually being bureau-
cfatic, conser;asive, ano cimorous. However, we would
also be inclined to suggest a. Goffmanlcal posture of
inguiry that would inquire as to the effects upon a per-
son of having to be on public display before -~ and in

constant dlsclpllnary control of -- a large audience of

a11en children for many hours per day. It is not, we
would guess, the school admlnlstratlon per se that develops
the teacher type, but the admlnlstratxve requlremsnt of
facing and controling‘so large a body of youngsters. We

are impressed by the fact that the problem of maintaining

discipline in the classroom is Ecremost among the
..anxieties of the novice.teacherb and also foremost among
‘the demands made upon the teacher by his supervisors,
and yet the literature of sccial research on the issue
is so weak and s0 focnssed on individual children as

“discipiinary problems." We are also impressed by the

fact that most novices do manage tc maintain discipline
in their classes. and that ceritical attention is usually
directed only to the conspicuous failures of discipline,

but that few schclars ask how the stunt is turned. Yet

. the guestion of how discipline is raintained throughout
a school is, we suggest, a paradigm.fog the question of

how order is maintained in civil society.

*
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The School and the Great Tradition

To propose the foregoing questions -- how do
children become pupils? how do young people become
- teachers? how is discipline mairntained within the school-

room? -- is to declare that the cross-cultural comparisons

that anthropologists have conventionally attempted are
limited in their relevance to formal education. By com-
} ' ‘paring the experiences of the contemporary schoolchild

| in the Bronx with that of a juvenile in New Guinea thirty
Years ago, we oan say something significant about the
personality development of the child, but we are in limbo
; so far as concerns much that is significant about formal
education. As much is evident in terms of the content of
4 the readers and textbooks on anthropology and education
Te-rprodueed but a generation ago. The authors are well

quallfled. their essays are frequently of intrinsic

interest, but their pertinence to the contenporary educa-

" tional drama is negligible. For these anthropologists,
trying to be cultutally relativistic, defined "educa~
tional practices" in broad ternms. Viewing cultures as

Separate and distinct entities that could be compared as

independent individuals, they conceived of each as having
its own system of child-rearing and, therefore, of educa-

tion. 3uch a procedure did have and still has some uses, |

but it cannot hope to characterize the contemporary sit-
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uation where education is of the order of an international

mission activity, being exported from the U. S. and other

Western societies. Education in this sense is avowediy
intended to decrease the isolation of other ("backward")
societies.and to alter drastically their cultural con-
fiéurgtigps, and in its aggressive impact, this education
is s%mi%é; to fhe spread of Christianityq-Iélam, Communism,
Or capitalistic business practices. |

Indeed, the traditional anthropologiéal procedure

was not even accurate for the history of Western society

or of other civilized societies. For the Western system
of formal education is rooted in its Great Tradition
(Redfieid, 1956: chap. 3; Singer, 1960) and can only

be understood on that basis. Great Traditions, it will

be recalled, are borne by a literate corps of disciples,

~and they are in tension with the Little Traditions trans-

" mitted informally within the little community. Or, in

 the pithyhlanguage of Bharati (1963):

What the missionary in a particular religion
wants the less knowledgeable votaries to do, _ 2
defines the "big tradition," and what he wants RN
them to give up and to desist from in the ~ , L)
future, defines the "little tradition" in any §
religious area. ' a

.Christianity has epitomized that tension, for on
the one hand, there have been its dedicated o:lisci.ples,~ B

oriented toward the millenial creed of its'é:riptures,

%
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- while, on the other hand, there have been .the folk, who
have required a religion which, through its values and

symbols, expressed the unity and morality of the little

community. The tension has been éiearly'visible in the
U. S. churches, especially of the contemporary éouth:

for, as its dedicated ministers affirm, the Christian
message would rquire tho;ough desegration, since all

men afeoﬁrothers in Christ; yet, to the members of the
local White community, the local church embodies their
moral-unity,and neceséarily excludes the Negroes as

alien and profane. The school stands in a similar situa-
.tion, for, on the one hand, it téo,'is a kind of local
church, embodying the sacred values of the little communify.
Yet, on the other hand, the school is connected, organiza-
,tionally and ideationally, with the greater society and .
with the Great Traditions of the West.

In their relationship to the contemporary and
actual school systems, intellectual critics -~ such as
ourselves -- play'somewhat the role of the fervent
religious orders within the medieval church. The critics

are painfully conscious of the true message; they are

prepared to be tolerant of some of the little traditional
beliefs, providing they can be incorporated within the
body of dogma; but they are appalled at the heresy and

corruption within the institutional church. They debate
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theories of education with their fellows, as if these
were theolocical creecs, and they are perturﬁed that
the'school as a reality bears so little a resemblance
to the school as the gateﬁay to salvation.

If we may be permitted to continue thls meta-
phor, we would suggest that what social scientists,
especlally anthrcpologlsts, could now accomplish in their
reseerch-ugcn-education is a purification of the dogma.
The world of today is in the midst of a vast expanSLOn
and elaboratlon of the system of formal education:
more peoples are sending their children to school; and,
once in school, more children are spending longer periods

of their lives. This transformation is of such magnitude

and abruptness as to deserve the label of revolution, and
it appears quite compatable in scope to movements, such
as the spread of Chrlstlanlty in the anclent world, or
to the Industrial Revolutlon. While both of these d4did
become worldw1de, in order to do so each has had to
purify itself of much ideological dross. Christianity
did not become really effective in Northern Europe until
its populace had eliminated from the dogma many of the
-peculiarities distinctive to the Mediterranean world
and reformulated it in terms of their own ethnic tradi-
tions. The Industrial Revclution did not begin to per-

meate many areas of the world, until its dogma of
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Manchester Liberalism was .dismembered and.replaced by
local or nativistic creeds disguising themselves behind
the fléxible vocabularies of ﬁaitibnalisin and socialism.
Now,- we should like to suggest that our U. S.. éducational
system is similarly loaded with ideological irrelevancies
thgt make it uns in'.t_eé to .other countrie_s (cf. Thomas,
1966.:-72-74) "and ha\{e made it clearly unsuited to our .own
ethnic and l&ér-clgss populations. We would hazard that
the ugsqitaipi’lity_ in other countries is, at present dis-
guised .by the. outpouriﬂgs of financial and moral a;ssis-
tance fromthe West coupled with the natis;e willingness

to ;'mcept our institutional comple;:es in the dizzy hope
of becoming as prosperous and powerful as the U. S. 1In
about a decade, the twin impetus should have given out,
and ‘anthropologists may_ be -in a positioh to observe some
interesting attemﬁts to reshape the educational structure.
More than this, it’ shoild be possible for anthropologists
to be of marked ,assi..stance in 'the reshaping and purifica-
tion of education, providiﬂg that they are astute, critical,
begin their work in the near futur'e, and discard the re-
strictive blinders of irrelevant of system-biased research
as wé noted earlier. .-

| Let us give an example of an ‘i.-deologic_al tenet
that, as we have indicated, hampers the adjustment of some

peoples to the Western system of formal education..U. S.

s de
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_and. Western schools, generally, have be_eq organized about
the notion of individual achievement with _t-he reward of
personal advancement and benefit; Looking historically'
and.comparatively. we believe it can be argu_ed that this
tenet.may not be essential and may even be somewhat of

a hindrance, unless suitably modified. Great Traditions,
géiier‘al-ly.' a;nd West:.efn scholarship. specifically. "have
been borné by associations of disciples, who have shared
com;rton goals and been subject. to a comm;n.discipline.
Ahfhfbpélbéiéfs (or other social-scientists) would not
accomplish wﬁat they do, wrestling with the hardships
théY'muét face, unless sﬁstainedﬁby their association of
c;ompeers. There is indix.ridualistic cémpetition. and it .
does stimulate to achievement, but it is a competition
that is reguiéted by formal norms against décei.t and
i)lagarism and by informal norms of courtesy, fellowship,
and comradehood. Whenevér previously, the attempt has beex
made to disseminate widely Great Traditional knowledge |
t.hroughout a poimlation, it has been associated with a
social movement having superpersonal goals. The Jews
were among the first to accomplish widespread literacy,
and it was strictly in a religious context.' in order to
bring about the salvation of Israel and the participation

. of the individual in that joyous event. With Protestantism

a similar movement for literacy developed, more individual-
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~is£ic°perhaps.but nonztheless set in the context of a
social movement and communal aspirations. Today, in
the U. 5., we seem to be pushing the notion of indivi-

' - dualistic competition within the framework of the school
.to an almost superhuman pitch. Yet, it is striking that
_real_progress toward spreading literacy among lower-class
or ethnic groups has so often occurred in the context of

' socmal movements. civil rights, the Black Muslims, and,

as always{:the.evangelistéc churches.
‘Another example of an ideological tenet has

hampered the edjustment‘of some peoples to the system

of formal education is, we believe, the notion that each
child must bé identified with a unique euclear family and
that the community encompassing the school is a community
Of.nuclear families. As anthropologists, we are bound to

ask whether as efficient an educational establishment

could be fltted into a society with extended families

and elaborate systems of kinship? Speaking from our
Observations among the Sioux (and our readings about
other people, or even about the Hutterites and Amish),
this is no idle question. So much of the procedures of
the systems of schoollng and welfare and public health
are geared to the assumptlon that -each child must be part

.of an intact nuclear famlly or else he is a:-neglected

child, and the power of the state and the wealth of its

P o e ot Ao, sttt e s
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agencies is thepgpy used to disrupt the_egtendgd‘family
and cement .the nuclear. In the case of the American
Indian, it is not yet too late to ask.whether we sﬁould
be doing this, and we may also bear in mind that many
more peoples of the world are and will be increasingly

involved with this issue.

PRI e A T Y

The School énd thé,Little Tradition

.;ecaﬁsé researchers have focussed on curricularly
givenutésks“(éf. section 2 above) and critics have
focussed on Great Traditional knowledge, no one has been
looking systematically at the impact of formal educational
institutions on little traditional processes of child
rearing. Instead, there has been.recourse to the concept
of “cultural deprivation," which (like the Vacuum Ideology
Of Sioux educators) has enabled the theorists and adminis-
trators to ignore the culture of the impoverished and
ethnic peoples, on.the.grouhd that it éither scarcely
exists or exists in such distorted form as best to be
suppressed. Some social;scientists have been arguing as

if these peoples are lacking -- linguistically, psychi-

cally, afd culturally (Roach, 1965 and the retort by Hughes).

Surely, here it is necessary to be concrete and ethnographic

and to ask in specific detail about the experiences of the
child in various contexts. Continuing our usage of the

Great/Little Traditional dichotomy and tension, we would

N T
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. suggest that the process of formal schooling is, to é
large degree, the struggie to substitute one kind of
tradition (or knowledge) for another within'tﬁe mind of
- -.the child. Where, in a folk society, the child would have

to master a great variety of particular bits of knowledge,

.cqncgrning partigular persons, topographic features, rites,

. skills, and so on, the archetypical urban sch601 is orient-

" ed towaré instilling a knowledge that is abstract, general,
and in some ééﬁéé. ";atiogal." and, thereby, deracinated.
In like méﬂnef,ﬂwhere in a folk society there is a great

stress on the function of language to promote consensus

and maintain the integrity of the comﬁunity (W%ight). in
the urban middle-class world and its schools the stress
is on language as a vehicle for imparting "rational” know-
‘ledge to strangers. Within the hierarchy of schools, it

is the elite university with its graduate education that

has epltomlzed this type of knowledge and language dia-

lect. but the demand now is being made that the elementary
school system;participate even more intimately in this
effort.

But knowledge or tradition does not exist in a

vacuum; it is borne by individual human beings, and the
demand that is being made on the schools to rationalize
their curricula even further is, also, a demand that .they

produce a certain variety of human being -- abstract,

e e M e e ot e o n
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theoféfical,-rational, and, hence, deracinated -- the
academic man wri? large. But we are sufficiently dis-
enchanted with our colleagues, and with the middle class
of the U. S., to:ask'thét researchers and critics examine
the issue. In making the school more efficient in its

transmission of formal knowledge, to what extent will the

'rgformers‘be helping to create human beings who are more

thoroughly deracinated and dehumaﬂized? Conversely, t6
what extent are the current, so-called "inefficiencies"
and stupidities of the school system feally a blessing or
a source of hope, because it is in these interstices (and
drrationalities) that the child stil; has éome chance of
developing as a human being? We éan. here, even ask

about thé Little Traditions of the school, the lore and
experience that 1s transmltted 1nformally among pupils,
between teacher and.puplls (and vice versa), wlthln the
school system. How much of what it means to be a man does
a boy learn from his schoolmates (rather than from the
curricular conﬁent of the school)? .As reforms eat éway

at irrationalities and inefficiencies of the school, will
they likewise reduce e;én further the opportunity to obsexrve
ﬁnd experience the meaning of manliness? The skepticél

reader maf counter that we are here indulging in ethno-

"graphic nostalgia, and to be frank we are recalling the

youthful Sioux, and their fine personal sensibility, the
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of their singing, the v1r111ty of their dancing, their

A
exuberant vitality. Last summer, we.were examining Head

Start programs operated for Indian children, and we vivid-
ly recall one occ¢asion in which we stepped fiom a powwow,
that was distinguished by the most exciting sihging and
dancing, into a cléssroom:where some well-meaning teacher
was leadlng dhlldren through the familiar, dreary, off-tune
rendltlon of ‘a mursery song. ILater, members of this staff

were go ta}k*w1th.us about'what they were doing for these

culturally deprived" children.
As we look at the youth of .the contemporary

U, é., wé_are not 1mpressed.by the success of our system

of education and training. So many of our young men can

perform well on the national tests of achievement and yet

they_laék the pride and.self-confidence in their manliness.
' We recognize full well that to an audience of anthropolo-

gists and intellectuals, these criticisms may seem overly

familiar. .Yet, we tﬁink someone has to raise these ques-

tions, as research questions, and we think that this is

part of our task as inteilectuals and anthropologists, be-
cause otherwise all of us tend to concentrate so exclusively
on the issue of educational tasks =-- how the schools can
teach better, fastef, and more: “how caﬁ'kids be taught
Russian at three, calculus at four, and nuclear physics

at five -~ and neglect to ask a far more important question:
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what is hapéening to our children as human beings?

.Let us summarize by using én‘ecénomic model.
Theoretically, it would be possible to isolate children
in an environment free of all stimulation. Such environ-

ments, we would surmise, are pretty rare and would exist

only in the most misguided,and understaffed institutions.

leen an actual environment, wnether it be Harlem, Pine
Ridge, or Summerfleld, children will be experlen01ng and
learn;ng...If they_are part of.a_folk society, they will
be learning a folk culture. If they are part of the .
general U. é. middle-class, they will be learning its
culture, and, if this latter, they will be better fitted
for early achievement in school. 'For example, the child.
reared aﬁong the middle~-class may acquire a larger voca-
bulary than the child reafed in the slum or the reéerva—

tion. Yet, while the size 6f roabﬁlary iprxedicéive of

-early scholastlc achlevement, it is not a statement of

llngulstlc or social maturlty, for, as but one illustra-

_tlon, consider that some people of a modest vocabulary

- can be far more eloquent than scholars whose vocabulary

is huge. What the child. experlences in home and school
is but a selection from a vast possible range, so that

in economic terms, if the child is having one kind of

- experience, then he cannot be having another. - If he is
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learning calculus, then he is not simultaneously learn-
ing to daﬁcg, powwow styie, We are suggesting.that most
_intellectuals, including anthropologists, are so sold

~on the value of children learning calculus, that they
have forgotten about the value of dancing, and that they
are made so irate by the diction 0f incompetent educators‘
.wﬁo érate'abouﬁ the value of learning to play with others,

- that they have forgotten the intimate relationship between

play and freedom.
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NOTES

1. Since we do not have occasion later in our text to
refer to some of the outstanding studies of contemporary
schools, we would like here to note that Jules Henry

(1963) and a number of researchers affiliated with the

Bank Street College of Education -- notably, Donald Horton,

Zachary Gussow, and Eleanor Leacock ~- have been excellent
and diligent observers of the school system. We should
mention, as well, Edgar Z. Friédenberg (1965), who uses’

dquestionnaire schedules to rationalize his studies and

essays, but whose shrewd observations of contemporary

schools burst through his attempts to perform a mechanical

analysis-cf his formal dat:.
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WAX SESSION - SUMMARY OF DISCUSSION
Much of the discussion that followed Wax's

presentation centered on the concepts of the culture of

poverty and cultural deprivation. The first speaker

compared education among .the urbap poor with that of the
Sioux. Among the.paralleis she notedﬂﬁi%% the enthnocentrism
of m@ddle class teache;s, particularly as reflected in the
vécﬁum'ideology. Educator'§ conceptualizationé of children

go'fro@ very gross descriptions to ‘more sophisticated views

P tadadd

of the poor as youngsters who require a "head staft“_ﬁé-

Am———

cause they are from a deprived_én&ironment. This view is
ludicrous when one considers that upper incqme youngsters
have been getting pre-school nursery education for a long
“time, as has been the case in many European countries. Yet

when the United States wishes to extend school to an

.eg;lier age we wrap it up in an ideology that says we must
get children away from their families in order to prepare
them to learn.

Another parallel is found in parent-teacher con-
flict and the views they hold of each other. From the
teachers' viewpoint the parents are pulling the children

down while the school tries to pull. them up from the private

world to the public world. There is a clash between educa-

tors in terms of what they want to do and parents; particu-

larly as regards their perception of the system. Tradition-
ally échool people see parents as problems: they won't

cooperate, they won't come to school when you want them, and
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so forth. What really happens is that school people call
_ parents in on their terms and don't communicate well with
.pa¥ents.. |

The ideology of deprivation and the conflicts
it gives rise to was exemplified inthe following anecdote.
One Néw York City principal tried to érient his teachers
tn help them understaﬁd and aid their Negro students, However,
'what he communicated to his staff was a sgggggs-of cliches

" about the difficulties such children have as a result of

their envirorment.  He pointed to the noisy home atmos- °

]

phere, ‘the lack of encouragement and motivation, father- -
less families,{. the absence of communication between parent
and‘child, poor nutrition and the like. 1In facf, what he
was saying was that you cannot expect children of these back-
grounds tc perform as other youngsters. When parents
learned of this they became furious and demanded an
aﬁblogy. The pafents were concerned that such a negative
. view on the part of teachers would prevent their children
from getting exposure to the.larger culture and from acquir-
ing needed skills. A vacuum ideology interfers with this
and sets up a block between teachef and student. f
Developing this idea further another speaker
.pointed out thét the conéepts of poverty and/or cultural
deprivation merely serves to support the present power struc-

ture and gives it an intellectual stamp of approval. What

we are in fact saying is. that our society maintains a
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cultural‘pluralismkin which there are people who are e}i—'
gible fpr privilege and people who are ineligible.. This

is one of thé definitions of sodiai.stratificatioh. .in |
American society there is a subculture or series of sub-
cultures whe have no access to privilege. One of the fhings
.éhat Négroes are objecting.to is that they‘don;t wish to

be confined to tha subculture to which they are relegated.
It-is not a questien of technique, of what you teach or how
you teach it; rather we are dealing with a total system which
is.using various mechanism to maintain itself. Historcally
in American scciety the only way to move from one subculture
to anofhgr was through the educational system. One of the
ways in which we are keeping people out, and we have a vested
interest in keepiSB“them,out, is by giving intellectual
respectability to the concept of cﬁlﬁhrai deprivation.
Accrédited sociologists and quasi sociologists like

Moynihan are in fact saying it is not society that is keep-
ing people out but rather /it is their culture.

Some disagreemé;t was voiced with the above state-
ment. One speaker sugge:isted that where the older agrarian
society had a limited nunber of status positions with
limited access the ‘contemporary system is an expansive one
in which there are innumerable positions open to those
of demonstrable capability. Older views of social .class
are no longer épplicable..CIass todéy has'a hew meaning--a
casualty of the system. We mﬁst open up education to people,

not todestroy their culture but to give them needed skills.

1
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‘poverty in tetms of the conceptual framework that has been
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In reply to this it was suggested that we are

lip service to clos1ng the gap but all we do is w1den it.
Thus in the Job Corps program'we are teaching skills such
as typing which are about to become obsolete.

Another speaker voted that while there are nega-

tive aspects to the recent social science interest in

" developed ‘there is also a positive contribution in that we

are now calling attention to tﬁe fact that our schools : g
have failed to enable the sluvm child to move into the
public world. |

' ' One speaker suggested that the argument of self-
petpetuation was treacherous in that it suggests that the
system wishes to sustain itself. Perhaps whet we are
really saying is that the best laid plans go awry. There
is considerable evidence.that the system does not wish to
perpetua te itself but that'we do not know enough to know
what to do to change it. The same participant noted that
while half the social science world is talking about
cultural deprivatiou the other half is talking about the

culture of the poor. This is not rea11y a dialogue. Both

statements are true: the poor have a culture. the poor are

culturally deprived. But this istoo gross and obscures
more than it reveals. The question is how to avoid getting

"hung up" on this issue; how do we devise strategiecs for
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dealing with these problems. One suggestion might be to

equalige the background of children in heterogenous situa-
tions by providing study units deaiing with culture with
which none of the children are familiar.

It was suggested that there was a basic'aifference
-Betweeﬁ the Sioux and the ﬁrban poor in that the Sioux .
represent a subculture whereas the urban poor fepresent
a variant of American culture. The value systems such
ghildfen qxéress are American values and these are the
same values that are found in private boarding schools, small
country schools and the like. What worked in urban areas in
the past worked because we were dealing with immigrant child-
ren who were strangers to American culture and who had to
learn that culture. Now we are dealing with people who share
the same values. We can't éay to childrén 6f the poor you
are strangers to American culture.

Some participants yoiced agreement with this view,

One speaker noted that the problem is not one of the poor

having a different culture but rather that they lack the
instrumental means to live by the values they do have. He
suggested that we need to concentrate on how to provide
these instruments. = However, others disagreed. A diversity
of opinions were in fact expressed on whether or not the
poor can be said to share American culture. Some partici-

pants. felt that they did not and pointed to_studiés such as




268

Moynihan's which stress the cultural heterogenity of
Amerlcan society; others felt that the poor shared in this

culture but were respondlng to the recognition that they

had little opportunity to live by its dominant values.

In reply to thls concern over the conflicting con-
cepts of the culture of poverty, and deprivation, Wax
suggested that there might be another way of looking at
this. What we have are tréditions of folk people in an
urban context, such as Southern Negro migrants, or folk
peoples likeotﬁe Sioux. The particular subculture they
have can be compared to what the schoo; is trying to‘do
on the one hand, and both can be compared to what we as
intellectnals would like to have our schools do on the other.

.These are three different things. .What one views are depri-~

vation depends on the positive or negative values given to
.the folk tradition of the child. Perhaps culture is a‘
poor concept to use here. Are the psychological damages
of slum life cultural? It is part of a tradition, every
child-experiences certain phenomena of slum life, but it
is not passed as culture.

Much of the discussion dealti. not only with the

issue of culture and cultural deprlvatlon but also some

w*%% given to the question of whether or not it was desir-

able to attempt to turn the poor into middle class citizens.
It was suggested that whether we take the position that

the poor have a separate culture or whether we argue that
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they lack the instrumental means to achieve middle class
life, implicit throughout this discussion is the icdea that
we must make these people middle class. He objected to this

aim and argued that middle class culture is in many ways

ture represses many things: sensitivity, rich interpersonal
relations and the like. Therefore he urged that we think
6f.thé kinds of human béings we want to see pedple become
and not simply assume that our task is tc help the lower
class become middle class.

In much the same vein Wax stated that while he - B
does not wish to isolate and preserve any group in the
populétion he likewise does not wish to uncritically
accept what our society does. While.he recognizes tha£ many
lower class people want to-move into the middle class and
are unhappy about their position in American society he
féels that many middle class people are likewise extremely
unhapry. Consedquentlyv, we should not be the passivg tools
by which lower ;lass individuals are turned into sterilemiddle
class people. ~ B

In contr#st to this view some participants argued
that if we wish éo.bring the poor into full participation in
American society it is necesséry that the& learn the be-~
haviors and skills that are acceptable. These are middle
class patterns. While there may be ﬁany things wrong with
middlé class culture the failure to help children acquire

o«

these skills and behavior patterns automatically relegatesq

them to a low status position.

!
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Turning to the question of teacher-student re-
lationg frcm the point of view of the cultural backgrounds
of children, it was pointed out that few teachers have an
awareness of ﬁhis'backgrbund. The group then considered
some of the reasons for this. One problem is that téachers
.héVe.né prgparation for unaerstanding or seeing the environ-
mépt’ from ;Jhich the children come. Anthropology might help
here ih,tha£ there is a need to tréin teachers -in how to
-, look so that the? méy better understand the environment,
va%ues and richness of the child's culture. Such an approach
is being used by~qne'partiéipant at his school. Another
reason for the vacuum ideology is the conscious or uncon-
‘scioué'leafning theory which is prevalent in American educa-
tion. Teachers assume that the child comes in empty ana |
" must be f£iiled with factsi This vieﬁ is found not only on
reservations and'in slum échﬁolsbut throughout the United
States.. It was suggested that- anthropologists could help
by providing a more acceptable learning theory. Perhaps
the induction method suggested by Malcolm Collier in.the..
morning session has relevance here. Finally'it was noted
that on some Indian reservationsthere ispot only a failure
to see but a denial of Indian culture on the part of
teachers who disvalue this culture. )

In connection with this poin£ it was noted that
we need to recéénize that both 1earhing and unlearning

goes on in the schools. One of the problems of dealing

PR NN -
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with the children of poverty is that much of what they

. have learned is unacceptable to the schoql. The school

expects the child unlearn this. Thus at the same tlme that
the teacher is trying to teach the chlld she is also correct-
ing. him. From the child's point of view he receives as
much punishment in having to unlearn as he_redeives reward.
The teacher has not been taught to deal with the qaestion

of ahlearning: she has not been taught to deal with children

. comlng from a half a dozen dlfferent subcultures - Puerto

Rlcan, -Negro, Southern Negro and the like; rather she has

been taught to treat a class of students as if they had a

. common background. Lacking the time or training to inquire

into the backgrounds of these children and given the fact
that she is limited in the kinds of questions she is per~
mitted to ask a child she cannot obtain the necessary know-
ledge even if she wished to.

| But if one child must unlearn while others learn
there is something wrong with American education. The
quality of education should be such that everyone has a
chance to learn within his limits. Education must be adapted
to.the learning culture of the child whatever that culture is.

In connection with this it was suggested that it_

is necessary to let the child draw on the strengths of his
culture. This means that teachers must come to understand

the values of the culture and use them. The culture of the

poor can be very rich. As an example the speaker cited the
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winning essay in an American Legion contest on "Why I
wWant tq_go to the Country for the Summer". One winner of
the contest wrote instead on "Why I Wouldn't be caught Dead
in the Country" pointing. to the joys of Houston Street.
The spea;ker suggested that this essay showed the richness of
urban lower élass. life. |

Another speaker cautioned about the dahgers of try-
iné to change the culture of Anmerican Indians or urban poor.
He cited the psychological dislocations ‘that occur when. you
dissecé a pei:sénality out of his cultural milieu. In order
to preserve personality integration we must deal witfx the
culture of these children as it is.

One participant took issue with a'numb.er of these
.views. She suggestéd that perhaps we are romantic¢izing the
culture of the urban poor and of American Indians. These
are not integrated cultures providing a meaningful way of
1i fe foi people; they are broken cultures representi_ng
varient adjustments to the power structure of our society.
The spontaneity and rich interpersonal reiations we claim
to see exemplified are counterbalanced by much restraint in
some relationships, particularly those with more powerful
segments of our society.

Not only is our view idealized by any attempt to
perpetuate the "culture" of these people, if indeed it is
a culture, necessarily .means perpetué.tion of their status

position in American Society. Full participation and accept-
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ance requires the acquisition of skills, skills which in-—
volve behavior patterns as much as technical proficiency;
‘iﬁdéed that is part of what Green spoke %0\ this morning in
describing the con game. It is paive to assume that we
are going to immediately change this. We must opt either
to pefpetuate the.stratification system in order to pre- |
serve the "folk" culture or to train students in middle
class behaviors. Whether such- training necessarily in-

- volves major shifts in values or merely shifts in cognition
is a moot point. Perhaps one can acquire new cognitive:
frameworks and-leain different patterns of behavior while
hOlding to older motivations and values. The type of be-
havioral analyses offeréd by Goffman and Wallace suggest
this as a possibility. 1If so,fearéd personality disloca-

tion need not necessarily occur.
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METHODOLOGICAL PROBLEMS IN STUDYING THE CULTURE OF SCHOOLS
ELEANOR LEACOC_:K

To study schools‘from.the viewpoint of“culture.
with its relativistic ana holistic implications, brings |
.one head on against a fundamental methodological dileﬁ;.
Thé need for evaluation and comparison of "better" and
"worse" teaching and learning situations célls for cbdifi—
éaﬁioﬁ and quantification of data. However, to the extent
that one attempts to quantify, one violates thé complexity,
hence the reality, of thé totality being cémpared. There
has beeﬁ a receﬁt-teﬁdency'in the social sciences to go
overboard on quantification as virtually synonymous with
scienfific method. It is too often forgotten than quantifi-
cation is secondary to detailed, intgnsiye description and
analysis of single entities. After all, it is such analysis
that yields the ' basic materials with which science builds.

‘ Quantification can be no more than a short-cut for
making generalizations and comparisons, or for isolating.
consistent relationships. Although it can demonstrate the
frequency of preéﬁmed correlations, or give clues as to
which of them may be more significant, it cannot of itself
define cause and effect -- it is not itself analysis. Yet
a highly.quantitative orientaﬁion has chaiacterized nost
past research on the teaching process. I see the increasing
interest in school‘"cultdre", as evidenced by this conference,

as a reaction to the inconclusiveness of this research, and
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as a response to the need to deal more effectively with

. the complexity of schools and classrooms.
I do not feel we should be defensive about the
use of traditional anthropological.field methods for work

in the schools. Contrary to the positinsn taken by Dr.

Gussow this morning, I think Jules Henry has done an ex-
cellent job documenting certain aspects of classroom life.
He does not tell the whole story, but this no one field

" worker is expected to do. Henry was interested in con-
formify and dociiity, and described processés whereby
they'aré'fransmittéd to school children. What we need is

a great many sﬁch "field trips," undertaken in a wide range

of schools, and with a variety of foci, to give us the

wealth of descriptive material on classroom processes
necessary for developing generaliizations about formal
educationsl techniques and their results. To those who

woﬁld continue to argue fbr more rigorous methods at the
present stage of research; lgt.ne call attention to

Anderson's review of studies on "authorization" and."democratié
teacher behavior.. For virtually two decades, studies employed
the most exacting methods, often experimental, to explore

the effects of those two stylés, according to Anderson, yet

"they have not led to consistent or easily interpretable

results." He attributes this in large part to the narrow
conceptualization of teacher behavior involved, and writes,

“When a satisfactory body of knowledge about learning in
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social situations is available, it will then be possible |
to describe the behaviors which a teacher can exhibit to

achieve a given learning outcone. "1 B s ' ’

1. Anderson, Richard C., "Learning in Discussions: A-resume

Democratic Studes. of the Authoritarian-Harvard Educaticnal
_pP. 212, ‘Review, Vol. 29, No. 3, Summer, 1959,

In the research I am about to describe, however, -
our charge was both to study the complex total, “social
psychological processes in the classroom,"2 ana to evaluate
and éompafe.classrooms, with a view to drawing impliéatiohé
for the improvement df tea?her training. Thus we were in
no position to adopt the anthropologist's field work
, approéch, but had to make compromises between it and more
abbreviated methods of data collection and analysis. In
short, we wexre faced const&ntly'with.the.dilema' I have
been discussiﬁg -- how to study an individual classroom in
all iis complexity and compare it with another -~ and how
to aSsess the typicality of either, or the relevance of

the comparison.

2. The Study of Social Psychological Bocesses in the Classroom
was conducted as part of the Schools and Mental Health
project at the Bank Street College of Education, a project
sponsored and supported by the National Institute of Mental
Health,

We based our sélection of classrooms to be studied !
on the premise that the general character of a school -- its
“culture", so to speak -- would be more relevant to under-

standing what children were learning in any given classroom
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than the personality of the individual teacher. Focusing

on an ipdividual teacher contradicts the simple fact that
children will continue to learn =- or not learn == f?om, ox,
' ‘perhabé, in spite of, a succession of different teachers in
the same school: and children in one school will, as 5
“;.f . éréup,.consistently learn ﬁore, the same; or less than
k Aphildren in another. We know a fair amount about the way
teachers are both selected and select themselves for schools

{f where .they "fit." 1If the fit is not good, a teacher either

leérns to adjust, and conforms to accepted 'school practices
to some ‘acceptable extent, or leaves. Thus continuities
develop in the culture of individual schools, and teachers,
‘whatever their personality differences (and in spite of al-
ways notable and interesting idividual exceptions), devélqp
remarkably similar attitudes towarés'ﬁow.to work with a
given group of children.

To select our samp;e classrooms, therefore, we
started with schools, and then took a "middle" second and
fifth grade in each ("homogeneous grouping" being the nqrm
in the New York City). The selection of the schools themselves
was based on the further premise that the most significant
variable would be social-economic backgrounds of the children

served. Since the American educational system is the

socializing institution second only to the family (if it is
not egual to it), it peiforce plays an active part in train-

ing children for aﬁpropriate roles according'to'the primary
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so¢ial-economic variables in our society, class and race.

Hence the schools chosen were: middle income Negro, middle

_ income White, lower income Negro, lower income White.
| Attempting to equate Negro and white schools
for income level posed something of a problem. We found
free lunch data to be the best available up-to-date indica- %

tion of income, since neighborhood transforimation with the

building of large low or middle income projects, or "luxury"

residential units, can so quickly render census data in-

accurate. We could not select among the higher iﬁcome white
schools, or the lower income Neéro schools, since the in-
equality that pervades our society means that there would
be no counterpart in the other group. The Harlem schools,
‘without exception, had a percéntage of free-lunch children
so far hidher than any all-white school, that we chose a
"Negro school in a relatively stable working class neighbor-
hood in the Bedford Stuyvesant area of Brooklyn. Similarly,
many white schools, such as those on New York's East Side
showeé incomés so out of.reach for schools in the one
Negro middle-income neighborhood in New York City, that we
selected a white school in a rather modest neighborhood of
Queens. These are important considerations in the £inal
evaluation of our material.
The schools thus chosen showed all the differences
in overall size, degree of overcrowding, achievement leyel
of pupils, and so forth, that have been well documented in

recent years, most notably in Patricia Sexton's "Education
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and Income. There has been a great deal of buck-passing

between the community and

1. Viking Press, New York, 196l

the school as to whether it is the neighborhood and family;
or the educational system which is primarily, responsible
for this inequity. Certainly the interplay between the two
is clear. However, the active role of the school in social-
izing qhi;dren for their class and race roles is also clear.
Different expectéﬁons for different groups of children are
built into. the entlre school system, and are consistently
conveyed to them. Therefore we considered Merton's "self-
fulfilling pr0phecy" as an important concept to keep in

mind when formulatlng our research plans, and we were 1nter-

ested to explore in detail its enactment in the classxoom.

Another central theoretical concern was to avoid

' the erroneous implication that culture is a mold, casting

all children in tﬂe séme impreséion;' We wished to study

the means whgreby, in a classroém, as in any other social
situation, a variety of alternative roles are structured

for the childreﬁ. Children £ill them according to their

own predispositions and prior history in the school, and
according to how they are seen by the teacher. Some of this
operates at a relatively obvious level;, A series of roles,
the "fast" and "élow" children, compliant and rekellious
‘children, withdrawn children, and so on, are accepted and

expected by a teacher, who assesses the types of children
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in a classroom during the opening days of the school term.
Some qhildren will alre#dy have been discussed with previous
" teachers, and will have reputations as bright, duli, help-
ful, naughty. Clgssroom gradiants will vary, so that a
child identified as "bad" in one groué might be closer to
the normative expéctétion in another, and a much more
rebellious child will play the role of the "really bad"

boy or girl.

| We were particularly interested to see how the

constellations of roles varied from classroom to classroon,

and what contrasts there were in the association of behaviors,

attitudes, and expectations. For example, is it true that
the quick, capable and highly achievement-oriented child
is more likely to be teacher-favored as well as over-favored
in a middle income school than in a lower income school?
Is there, as a result, more concordance, less conflict,
béfween school achievement and other goals? We did find
suggestions of this; by the way, although the converse did
not automatically follow. It was not the most rebellious.
children who werée peer—favored in.the lower income schools,
but seemed rather to be those whose rebelliousness wasmore
under control. How such differences are built into class-
room structure through a teacher's management techniques
as well as attitudes towards and goals for the children,
was a central focus of our study. | |

In comparing classrooms along such lines, we ‘did
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not conceive our aim to be "proving" one or another pro-
positiqp. Our small sample size, in addition to the
cénsiéérationé discussed above, would rulé this out. We

" considered our "findingsh to afford clarification of the
way the total "enculturation" or "socialization" function
of the classroom éffects its function'of "éducating",in
the specific sense. We were concerned to relate classroom
differences to what we know about the general conditions
and expectations for major groupings in our society, so
that tﬂe impiiéations for educational innovation drawn from

comparisons and evanations would have a broad and realistic

basis.

>
\_‘.k
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Our data collection procedures included teacher
and child interviews, as well as classroom observations.
In each case, however, we:were able to keep the material
réasonably limited and focused, - The teacher was inter-
viewed twice, once before and once after the observations,

and in the second interview she1 was asked whether she had

1. All of the teachers were women.

any comments to make about the observation sessions. The
schedule was direct and straightforward, and did not employ
the personality-type questions of psychologically oriented
questionnaires. We respected the fact that teachers have
goals they are trying to attain, with which we should bé

familiar, and focused the interview on teaching aims and

DN
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methods. We did, however, concern ourselves with
teacher values as the more meaningful way to handle signifi-
. cant material which is generally included in the category,
“persoﬁality." Several questions about different kinds of.
children in the classroom were included in the interview,
and during the second session, the teacher was asked about
any children who had not been mentioned during the first.
The objective was to have some material on every child in
the cl#ssréom,-aﬁd on this we based a rather detailed and
intensive analysis of the teacheré convert, as well as
overt, attitudes towards the children and expectations f&r
them. |

The child interview was also straightforward, al-
‘though quite short. We asked questions like: What kinds of
things do children do that the teacher likes? that she dis-
‘likes? What does she do when she likes, dislikes something?
What do the children learn at school, like at school? What
- would ' they miss if they did not go? (Here sometimes getting
the aﬁéwer ffom lower income children,"lunch.") We asked
about school in relation to future goals. The children's
stated occupational goals by and large reflected the
occupational levels of their parents, although many of the
lower income.children spoke of going to college, a well-
defined goal for our society as a wholé. However, their
undexstanding of the steps toward coliege, and the precise

relation between it and occupational preparation was not clear.




283

We also asked some sociometric questions, in order to examine

teacher-favored versus peer-favored children in relation
'£o role definitions.

Our observations were fairly short -- thrée periods
of an hour and a half each. Yet the d;apth and richness of
the méterial was such that it seemed safficient for carry-.
ing further the questions we were asking. A number of studies
"have demonstrated a high reliability for the'analysis of
" teacher performance from relatively short periods of class-

room observation. Withall found that the characteristic

style 6f a teacher's statements taken in any two-hour period

matched that drawn f£rom much longer periods.l

1. Withall, J., Assessment of the Social-Emotional Climates
Experienced by a Group of Seventh-Graders as they Moved
from Class to Class, in Coladarci, A.P., ed., Educational
Psychology, New Yoxrk, Dryden, 1955, pp. 193-205.

Beecher states that scores made after two observations of
teacher performance, as broken down into many detailed
dimensions, were not substantially revised in his study

after a third obsexrvation period.2 Similarly, in the School

2. Beecher, D.E., The Evaluation of Teaching, Syracuse
Univexrsity Préss, 1949,

-Experignce Study now being completed at tﬁe Bank Street
College of Education, the classroom resumes written after
Ithe first few visits were tremendouslj anmplified and
deepened, but not contradicted by subsequent observations.

As for teachers showing only their best behavior to the
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observers. and not "hollaring" at the children as loudly

as the child interviews might indicate, this did not
sériously affect the analysis of their basic style.
Indeed, the very_fact that they might beoexaggerating what
they felt to be most desirabie behaviér. even brought out
contrasts more sﬁa:ply.
Two observers worked together in a classroom,

one concentrating on the teacher, one on the students. The
two records were than put together, affording highly detailed
running accounts of classroom life. FEach observer had a seat-
ing plan. so that ‘all teacher statements about or to every.
individual child could be recorded. It was central toair

- design, to see how a teacher differentially allocated her
rewards of reprimands, and fo see how different children
were experienced different aspecté of both her teaching and
management style. We also attempted to get in as much de-
tail as possible particularly value-laden incidents, and
clearly goal-defining statements or dir.ctives. For the
sake of comparison,othe observers also rated the teacher,
after leaving the classroom, along certain commonly de-
fined dimensions, such as permissive-strict, consistent-
erratic, supportive-undermining, and so forth. However,

" these were little used in the subsequent analvsis.
The research team included people with teaching

as well as research experience, and, fo£-the analy;is of

» teachirg style, we drew in other teachers as well as teacherscz;




In order to awoid the unhealthy results that ‘
accampany thé bureaucratization of research, all team mem-
bers participated in the study at all levels--the formula-
.tion éf research design and techniques, the actual collecticns
of data, and at least the nreliminary analysis of materials.
¥ % ¥ % % % % % * %
. In our analysis, we differentiated between- the

curriculum itself and the teacher's classroom management

practices, Our cobservation periods were selected to cover
at least one long session each of reading, mathematics and
social studies in all classrooms. We tore the record apart
in detail, rating and analysing the.teacher'soacademié
techniques along a number of dimensions; and the level,
depth and breadth of curriculum materials, In examining
ciassroom management, we dealt both with formal structural
aspects, the stated rules and routines, and with informal
or indirect aspects, that is, what the teacher responded.to
or ignored, and how, to whom, and for what she meted out
approval and disapproval. In both instances, vwe examined
both the objective material and the values it implied,

the goals it set up for the children (either to accept or

reject), and the expectations it communicated.
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For example,we inquired into the value content
of curriculum materials.in relation to the children's
background and general experiences.'

-After '‘coding ali questions, directives or statements the
teacher addressed to an individual or to the class. we
compared the number of those concerning the curriculum
with those concerning behavior, to see what the rela;ive
'impoftancé Sf each was to the teacher. However, this |
relationship turned out to be less relevant to the value
placed on learnihg than the total number of remarks con-

cerning curriculum made by the teacher in a three-hour

period, and the number per child in the.classroom.

In developing methods of analysis,we attempted
to work both with quantitative and "objective" measures
and particularly significant observational materials (one
could think of them as "key" incidents), without losing
the explicié content of the latter. We collated profiles

of each child in .a classroom, including material cn how

. he saw himself and how other children saw him, both in
descriptive terms and as sociometrically favored or dis- 1

favored, as well as how the teacher saw him, and how he

emerged in observational materials. We included a count
of all teacher statements tothe child in the observations ’
and whether positive, negative or neutral, as well as a

scoring of her attitude towards him as revealed in her




. interview, We ar;ived at the latter score by coding each
teacher mention in her ;nterview as either positive,
negative or neutral - a rather comﬁlicated procegdure,
since a teacher can say something generally positive
about a child, but with a derogatory inference, or some-
thing negative in a supportive or aCEepting way. The
piééure that émerged.of vhat the teacher actually valued
in the children, which could then be matched against the
chiléren's views of each other, was extremeiy-rich. we.
subjécéed it té quéntitativg aﬁalysis, for clues on role
constellations in the classroomn, and also used it to fill
in the picture of teacher values as'developed through
coilated incidents and value-laden- statements from the
observational records. None of this was very neat, nor
did we consider we had agrived at definite answers about

the way to study classroom culture, but we did feel the

—e———ww

attempt to combine "“objective" and "descriptive" materials
have proved ‘valid and productive.

* ¥ * * % & * %

The results of our research concurred generally
_with the plethora of critical material on our educational '
system, Although all of the teachers we obzerved were
experienced and competent by public school standards,much

of their teaching was extremely poor. Moreover, while

better teachers were at least clear and organized in the
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exposition of ‘their material, their teachlng was aonc-way
process. They had not mastered techniques for real in-
volvement of the childrén in learning{ and there was little
unde;standing how to relate material to where children are
at any given point, The Deweyan concepts which are employed
to one extent or another in private, more successfully pro-
gréésive schobls (and now being rediscovered as "new! ideas
in programs for educating lower income children) are obvious-
ly not made real to public schéol teacﬁers'in their training
coufséé.'It also became clear that Deweyan principles cannot
be applied where a child's experiences and capacities are
not respected.

The kind of findings on which I want to elaborate

he.e, hovever, relate to the total socialization processes

"as it is enacted in the classroom. We observed some children

who were learning in spite of poor teaching, and, in another

school, others who were not learning because of poor teach-

ing. What appeared crucial was the general expectation of
the teacher for £he children's performance, as school life
actively reinforced out-of-school differences arising from
the children's social position according to their class and
race, The similarities between the seccnd aﬁd fifth grades'

in the éame school, and the contrasts anong schocls were so G

striking, and so in accord with what we know of class and

race roles, that it appeared our classrooms had been select-

ed on the basis of how well they paralleled social differences.




The mlddle income white classroom almost paro—
died the‘world of tne much~dlscussed organlzatlon man,
replete with its committees and commlsslons. In the
class;oom, initiative was encouraged and rewarded, but
only to a certain degree, or along certain lines, It
was fascinating to observe the point at which authority
in the person.of the.teacher ihtervened, and the sensi-
tivity (or "other directedness" with which the children
looked to her for cues as to how far to go: Some examples,
humorous, yet at the same time dismal, illustrate the
relationship between teacher and children in this and
other classrooms.

. During the second grade spelling lesson, the
children were spelling "fish," and the teacher asked how
nany liked fish. Scattered hands were raised, and the

teacher pressed the poirnt, saying, "Those who like fish,

stand." At this, all but six stood, and the teacher said,

"I'm sorry you are not all standing. I am sorry, since
fish is good for &ou." At this, another chilad slowly and -
uncertainly shoved himself up from his seat, but one girl
near the observers snapéed her eyes resentfully, The
teacher closed this part of the lesson by asking the
children to list different kinds of fish for their home-
work, Later, when rerinding them, she said, "wWith the

‘fish, I hope you will list the fish I like, I will tell
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tomorrow,." There is arising whisper in the class, "Tuna,.."
A contrasting incident in the lower income all-
Negro second grade shows the children's lack of interest in

teacher preferences -- but in the content of an episode in

which the teacher has summarily rejected a child's long and

enthusiastic account of a personal experience. The lesson

was on transportation, and the teacher asked if any children
. had been to the airport. Many raised their hands, and she
called on a boy who gave a.full account of watching various
airplanes land and.take off, The characteristic response of
the above-mentioned teacher to such expositions was, "oh,how
wonderful," or, "isn't that nice" (academically meaningless,
perhaps, but at least accepting). However, in this case,thé
teacher responded not to the child; but to her own curioﬁsity,
with the implication that all was not quite right. "Who took
you?" she asked, meking no reference to the content of his
talk, "Day care," he responded which ended the incident,
Shortly thereafter,.the feacher remarked to the children,
"You know, I've never been on an airplane," and continued,
after a stagey pause. "What is something Mrs, M.is going to
do very soon? There was no response from the children,
Material such as this made us realize how over- °
siﬁplified the assumption is that a major difficulty for

lower class children in school is identification with its

"middle class values," by comparison with middle class




chlldren wvho identify readily. In classroom incidents like
the ;bOVc one could observe the teacher dlrectly negatlng
a cﬁild’s enthusiastic recounting of experience, and the

' children responding in kind. This was made all the more
¢lear in this classroom, since the teacher was friendly

and the atmosphere pleasant. Its main drawback was that it
Jacked real educational goals for the children., Indeed,
this enabled it to be relaxed and amiable -~ there were no
real demands on the children to achieve, By the fifth grade
in the same school, the children had become much more apa-
thetic. They gave the impression of rather patiently sitting
through the day. We came to understand. that flatness and
boredom are more characteristic of classrooms in Negra
neighborhood schools than the jazzeé upofeatures deduced
from the "blackboard jungle" stereotype.

The.fifth gradé teacher in the Negro lower income
school stated discipline, not learning, or even "social
adjustment,” to be her primarv aim for the children, Whén
asked what she felt to be the main thing they should be
getting out of school, she answered, "rirst of all discipline,
They should know that when an older person talks to them ox
gives a cormand that they shoﬁld respond} they should listen."
Yet she was not authoritative as a person, but was instead
friendly and accepting of the children, who were allowed

considerable freedom in the classroom. Her conception of her
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role,:which paralleled the "boss" the children would be
.tékiAg orders from in their adult 1ife,&as indicated by
the classroom structure. When a child gave a report,it
was she who questioned him, By contrast, the white
middle income Fifth graae had an elaborate committee
and class leader structure. When a child reported,
another child led the session and asked for questions
and discussion from the floor,-

The minimal educational goals in the lower

income Negro fifth grade were further revealed when a | !
count was made of all questions or responses about the

curriculum that the teacher addressed to individual

R NI AR SR LA

children., The number was markedly lower in this class-
YOoom thap in any other, both absolutely, and relative
to the number of children., Furthermore, the ratio of
positive to negative responses.by #he teacher to

children's work was one to one, while the lowest ratio
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in any other classroom was one to one, Usually it was
one or two or three, This ratio is more than a simple
function of whether an answer is correct. A wrong

answer can evaluated "positively," with a remark like,

PALRE G A A DAL A el S i A

"You're close to it," and a correct answer can be

derogated. In the classroom we are discussing, a child
put an arithmetic example on the board, writing the

correct answer, "45," "45 what?" the teacher said. The

child answered, "45 cents," "Show me that it's 45 cents,"”
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“Suppose Group Three puts their tray in the closet and

) said the teacher, "It doesn't look like 45 cents to me,

It just looks like.45." In and of itself, such a remark
has little significance; As a recdrrent type of stétement,
however, in conjunction with low goals for the children and
little intellectual stimulation, it becomes part of a con-
sistet and undermining trend,

Thé apathétic quality of the fifth grade Negro
classroom was marked, and the level of the curriculum
pitiful, yet the children respénded eager1§ when anythihg
of.inférest oqburfed. A science planting session afforded
an example of a promising lesson which ended in sheer
frustration for one group. The teacher distributed seeds
aﬁd the children filled their boxes, climbed to the top
of the closet for the water pitcher, and rummaged in the
teacher's desk for markers with independenceand enthusi-
a;m._However, the teachér made no cocrment, led no discus-
sion, This was a fifth grade, yet the standard of the
"lesson" would not have met that of a good kindergarten.
The teacher simpiy announced what each group had planted,
then added, perhaps for the benefit of the observers,

sees what happens if there is no light." There were little

cries, "In the closet?!" Some of the children had been
taking detours from time to time to look at the table of
stringy rlants at the back of the room; they knew well

what would happen. The teacher repeated, "We'raz going to
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- use Group Three's seeds as an experiment to see what lack

of light will do," and this terminated the session., The
children forlornly obeyed, but toISpeak of "experiment"
was a mockery. For them this was nothing but punishment.

Classroom atmosphere in the middle income Negro
school differed sharplv from that which I have been des-
cribing,.and along iines one ﬁight guess if one considered
the differing social expectations for the two groups of
chiléren. That children in theniddle incomé school were.
being éféomed for ﬁeavy competition in a relativel&
hostile middle class world, which meant, as James Baldwin
has commented, being the most scrubbed and polished group
in our society. They were being asked to be better than
best, more controlled than controlled, "Now you've had
many complipents," the teacher said to the fifth grade,
as they vere getting on line, "but I think we need to

stop once more and ask, -is this the best we can do?

However, thé children were also being taught., We observed
some of our best technicians in this school, I use the

term "technician," because they were effective in getting

across a specific body of material to the children, and in

drilling them, in a consistent and businesslike manner,
Their teaching was limited as far as real education is
concerned, .

When the "middle class" neighborhooé of this school,

with its single family houses set in small lawns, changed from
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. white to Negro, the principal had refused -to allow the

school to be categorized as "special service." She .stated

it would prejudice the children's chances for entrance

into.the better junior high classes., In order that acade- '

mic standards woﬁld not slide, she had tightened the
control and organization of hgr academic program, For
instance a "single track" system for reading had been
institutea. Each entire classroom read together, and

at 11 q'qlock promptlyf_childrgn changed classrooms to
read wi£h others at their level, As a result of the
principal’s attitude, morale had remained good, and
there had been no acceleration in the rate of £eacher
turnover. However, the rigidity of the classroom atmos-
phere was such that we wondered at the cost to the child-
ren's individualities, Yet the children were being effec-
tively prepared to compete for positions in a specific
and narrow éécial slot; they were being fitted for the}r
social role.”

The atmosphere in the lower income white
classrooms was rather amiable, and, like the lower income
.Negro school, related to the lack of strong pressure on
the children to achieve. Teaching standaids were higher,
however, and teachers more supportive, As a matter of
fact, the school was developing a more "middle class
character" during the period of our observations. A

decision had been made to keep the neighborhood from
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'o"going‘down hill", a middierincome project.was being
built, and the school district rezoned to segregate.
the growing-Negro'and Puerto Rican population)., (We

" discovered that, inspite of the hue and cry about bus-
sing, school districts-are still largely zoned‘to
‘segregate.)

I hope these brief remarks indicate the
kinds of things we looked for, and the methods we used, -
in studying qur schools that contrasted by class gpd-
race, One can.-speak of them as répresenting different
"school cultures" only in a superficial or descriptive
sense, What is in fact involved is the differential

training of children for different positions in a single

integrated culture, Thus it is naive to think it is only

necessary to discover "correct" methods for teaching

-lower income children in order to improve their education,
The total institutional structure of the school as it fills
its socializing role must be examined for sources of

change,
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Ieacock Session - Summary of Discussion

The discussion began with a consideration of methbdology.

It was -pointed out that gualitative studies might have an ad~

vantage over quantitative ones on terms of communication. While
much. work has been done on the schools, there has been comparat-
iveiy'little feed back into the syst2m, perhaps because quant-
ification prevents this. Since ethnographic stu@ies are of
greater interest to teachers and the public in generél,-their_
use migﬁt heigﬁten the possibility of communication of results
to a wider audience.

' It was also suggested that we need to take into account
-educatcrs' desires for informatiOQ, both as a matter of strat-
eéy, since this should aid in getting accéss to the school, and
because it would be helpful, There has' been much conscious
planned change in the schools: team teaching is an attempt to
change school culture by rearranging time, space and student
group arrangements; curriculum innovation has touched almosé
every area of improvement; rating changes have occured and the
_ liké. Educators want-information on what changes have been
elicited by these inovations. If we bring into our research
people froﬁ the National Association of Secondary Schools,

. principals, deans of schools of education and the like, and
take into account their.research needs and desires in our
planning tﬁe problem of access to the ‘schools weuld largely

disappear.
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But taking into account felt needs is only partly a matter

offstfatégy. It was pointed out that if we approached schools
as applied anthropologists. one of the first things we would do.
would be to find out what the felt needs of the system are
anqibegih our research from that point. But this has been
largely.ignored in the planning of the Culture of Schools

Program, At this meeting we have been discussing what we

should do, without asking what people in the system wish done,

Sﬁch’queétiéns_would not only help solve the problenm,of

access, but might also keep us from falling flat on our face,
It _was furthef pointed out that talking to school peOPie

would not only affect results, but might also influence what

we looked for in our research. Thus, it is not merely a-
question of helping teachers improve, or of meeting their
needs; rather, speaking to teachers in advance of research
might help us-ideﬁtify the things that are going wrong in the
schools and might deeply affect what we look at. |

~ Furthermore, it was suggested that felt needs refers not
just to the felt needs of the school but also the felt neéds
of some educators at the top of the hierarchy. There aﬁe&moré
sophisticated people at this momeﬁt'Whonknow‘mofe“bftwﬁat.ié.going
-- on than the anthropologist does. They should be drawn into |
research planning. |

In iike vein, it was noted that there are many educators,

principals, teachers, superintendents and the like who have had

some anthropology. While they are not trained anthropologists,




they do have some idea of -what the anthropologist looks for.
People like this should be utilized. ‘ﬁe are not in a position
where we have to choose between someone who knows nothing of
education and someone who knows nothing of anthropology. There
‘are people who know a little of both. Why weren't such individ-
vals invited to this conference? While they may be somewhat
difficult to identify, many of the conference participants could _‘
put their fingers on people they have trained. It was suggested
that sucﬁ’perle'be brought into the'éulture of Schools Piogram
and invited to. future meetings,
e_A further suggestion concerned the use of teachere and

former teachers in research as observers., Whlle having been
a teacher may bllnd one to some things, lt is alqo poss1ble
that a former teacher might see some thlngs in a situation

that would escape those who had never taught. Perhaps college
teachers might be used One Speaker noted that he had used
teachers in this role and he found them to be excellent ob-
servers since they were there all the time. They could only

- do what tﬁey had been trained to do, look for a categoryior

- categories ef evenfs, but the materials they reported were

rich., The lipitation here was that there was no Way of knowing

what proporticns of all events that might have been recorded
were in fact recorded. It is useful to involve the teacher
as observor, not so much in his own teaching but with reference

to the youngsters,
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The role of teacher as informant was also discussed.
The same’ speaker pointed out that if you ask a teacher what
his problems are he will tell you whatever he can. But what
he can tell you is limited by what his theory peimits.' In
one study teachers were interviewed about;their problems at
a éime when they had just been through a Prescott child study
program. They ta;ked of schoél problems entirely iﬂ terms of
soéial and eﬁotionai dévelopment aﬁd not at all Qf learning
prohleﬁs. This was all that they could see. This places dﬁé
limitation on the information and research guides educators
can é@ve. : |

leacock, drawing on her own research experience, offered
some comments on access,_the use of teachers as researchers,
and on the épmmunication of observations to educators. In
her study, observers had access only to the better teachers
singe they were not fermitted to observe problem classrooms.
This, while frustrating, had some advantages as it'permittéd
an assessment of good teaching in the different schools. As
far as communicatiqp of findings'to teachers, leacock notéd
that time did not permit this. This was. unfortunate since
she felt that observgtioﬁé that were made would have been
. valuable to teachers in helping with their problems, and
suqh-aidow§uld have been welcomed. Finally, her study did
make use of teachers as researchers,-particuiarly in teacher
interviews., They related wéll to other teachers who seem to

have enjoyed the interxview and learned much from it.
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A number of suggestions were offeraed concerning research
éersonnéi. In addition to the possibili?y'of using teachers.
as researchers, it was suggested that foreign observers migbt
be used. In particular, Japanese and Indian anthropologists

" as well as Negroes might bé brought in by the Culture of
Schools Program., Leacock noted that in her study rather than

- relying on the most easily available group of observers,
white women, a real attempt was made to have a varied staff

of ciassrooﬁ observors, Negroes as well as whites, men as
well as women were used. This provided insights that might
not otherwise have been available since such observors couid
more readily identify with the children and their perceptions
were aided by thié identification,

Sources of infor&ation and data collection were also
discussed. One suggestion was to do an analysis of the lang-
uage of educators, Such words as "self-dis scipline" and
Procedural terms like "progress réporf" which are used in
teacher conversatlons are a valuable source of material about
the culture of the .schools. Thus, observatlon and analysis of
coffee room.conversation, planning meetings and the like
should be undertaken. The same considerations apply to
school documents which should be examined from this point of
view,

The application of standard field technlques to the
study of schools was also Suggested. In particular, the use

of biographies and auto-biographies was mentioned as well as




" the need for a Gcscription and mapping of the physical .
charecteristics of the environment, ILeacock noted that in
her study they had mapped- classrooms and made ncte of the
pictures on classroom walls which gave.much useful material
bn.values. She also did a demographic analysis of the school,

Another suggestion concerning technique centered on the
use of the comparative method. It was pointed out that while
the ccpference had discussed the possibility of comparlsone.
of American schools with schools of other national cultures,
nothing was said about the gomparing of different lecels of
schools in the Uniced States, The speaker noted that there
seem to be differences ig school culture at different levels.
Thus, colleges show an extreme aggressiveness in intellectual
acticities which is absent at lower'lévels, perhaps because
of the intellectual isolation of the pre-college teachers,
Useful comparisons of school culture might be made of college
and pre-college levels, of elementary, secondary and college
culture. ‘ '

A major focus.of discussion which turned into something
of a dialogue concerned the question of ideology vs. organ-~
izational form with .particular change, the redeployment of
people had no effect on achievement. Two examples were cited,
;’siudy he had done in Greenwich on team teaching and a
recent acd quite elaborate study done by Miriam Goldberg on
homogenious or ability groupings- in Queens. Both of these

studies and countless others done since 1920 show that
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organizational change has nn effect on performance. Given

this-fiﬁding, several things emerge. First the continued

.attenpts to bring aoout substantive change through orggnlzat-

ional change are based on faith rather than empirical fact

- Practically speaking it does not seem to matter what is done,

if you believe in your prediction you may fulfill it regard-

less of what forms you employ. Second, this finding suggests

that any attempt to bring about change must couple structural

- reorganization with something else, a change in educational

intent, Perhaps ideology rather than structure is crucial

to real substantive change.

The finding on homoéenious groups was questioned by one
participant who suggested that homogeneity, at least of lower
class existance, does impede achievement. In response to this,
the speaker elaborated on the Goldberg study which was done in
a middle class area., Here homogenity was based on I.0.'s, and
social class was not a prominent factor. But the general
character of the findiﬁg, that homogenious groups have no
effects.favorﬁble or unfavorable on achievement has been made
countless times, 'Abrahamson did it in New York. High school
students were followed into college and the first two years
of college grades were examined. It appeared that there were
no differences which could be associated with whether of not
they had attéended honor.classes, special academic high
schools, regular schools and the like, Neither achievement

tests nor grades show any relationship to ability grouping.
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Miriam Goldberg couldn't eeen £find any differences in attitudes
towérdéfechool-which correlated with such éfeups, There were
.some slight differences here and there but they were scattered
through the data and made no particular semnse,.
The questioner then took issue with.the idea that change
of form does not change anything else., He suggested the
~ reason the school is conservative is precisely because it has
,maintained the same form. To this, the first speaker replled
that the reason the school is conservatlve is because if hasn't
changed its intent. Citing an international study he had heen
‘invqlved in he noted that one of the finaings was that at Ege
13 mass scores are homogenious across Western Eufqpe and ﬁhe
United States. Nemerous things seem to make no difference
eo the results., Thus, age of entraece ineo school which varies
from 5 yeare in England, 6 years in most countries, 7 years in
Sweden and Finland, etc., has no effect By age 13, the
reséonses are the same. In a pllot study where the samples
were not'descr;bed, similar .findings were noted., Reading
was homogenious, knowledge of general science was not quite
-homogenious, but that is ascribed to television, and math--
ematics were homogenious. Where scores varied ?0% to 80% of
-the variance were explaiﬂea by factors over which the school -

‘had no control, in particular, father's occupation explained

almost all of this. This is a finding that is extremely un-
popular and people reject it because of their faith in struct-

ural alterations. Nonetheless, it crops up time and again.

UV
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Given these factors several things seem to be true, One,

'a common sense obsexvation, is that teachers ehouldobe permitted

to choose the types of groups they WlSh to teach This was

done at the Unlver51ty of Chicago ILab School under the term

FRFPRISTRIESIVE | P WRRE

"teachable group." Here the staff agreed to experlment Wlth ,
this and further agreed that all students in the school had
to be selected by some instructer.‘ Each teacher selected the

“ children he felt he could teach. Presumably the brightest

and most charming were chosen first, but whén they got dewn
~to the problem children the teachers were forced by this

; system to say ny think I can work with that kind of a problem®

i or "I think I can work with that other kind of problem,"”

: Citing his own experience he pointed out that when he had
taught he felt he could work more effectlvely'WLth a child
who acted out than with chlldren who were withdrawn. - Other

- teachers might make different choices. By asking teachers to
choose they are in fact predicting that they can work with

these types of youngsters” and are committing themselves to -

. L

working with them.

Second, he suggested that a school exists by virtue of

. its.ideclogy and that a great deal of this.ideology is expressed
in_academic content., Perhaps if we changed intent alone, it
would not work, We need to couple organizational éhange with
change in intent., But if you change everything else and.not

the ideology, the change is meaningless. ILooking at the new
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math, the new physics and other new programs as ideologies,
it is aﬁparent that-they have a different conception of the
student in mind--they want him to become an iaquirer., In
that sense you havé changed the ideology. If, however, you
" believe the school exists to teach children how to obey rules
and orders, that discipline is the mein thing, you act
according to that.
The importance of intent as a factor in achiévement‘

came out in a number of comments, Ieacock noted that in . one

study of the various programs for deprived children they
found that no matter what was done there was always'some
improvement, even if only a modest one. Thus, the Hawthorne
effect., You go in to help-the children and they respond
immediately because what they usuaiiy live with is apathy.

t was also noted that Clark claims that any educational
expeiiment produces a two year gain in onexyear. It is the
intent that matters, not the form of the change. Closely
related with this is'the.impdrtance of personalization of.i.
education., The develcopment of materials for teaching anth-
ropology has tried to take this into account. It is important
for the child to be recognized and valued in the teacher's
‘and in his own eyes for what he does with materials, This
waé the quality of the old activity units and teachers used
to take much pride in them. While much was wrong with the

old activity movement, particularly the random organizat-ion
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of currlculum, it did introduce an experimental flavor into
normal teachlng. The unit was never the same from year to
year and the children had to make it work. Thus there was

excitement in the classroom. While no one is working much on

'éuch pfograms today, the ideas are still there to be recaptured.

All it requires is a little thought on how to manage a class-
room in such a way as to have a legitimate thing for everyone
to do that contributes to the group experience. However one
sPeaker suggested this might work differently at various
grade levels. It could work best during the early grades of
elementary school. but the fourth to sixth grades are more
~subject matter oriented and children can participate less,
| The group considered the usefulness of the concepts of
culture vs. subcultures in dealingkﬁifh the school's role in
socialization and enculturation. This discussion began with
a questlon to Ieacock concernlng her view of schools in which
she treats them not as separate cultures, but as fitting the
individual for participation in a culture. The sPeaker aéked
if perhaps the schools themselves could be viewed as sub-
cultures. Moreover, she wished to know what cultural mold
ILeaccck believed the children Qere being fitted for, metrop-
olitan culture, continental United States culture, etc,
| Ieacock responded by stating that she has néver gotten

terribly interested in discussion of what is or isn't culture

or subculture. Perhaps there has been too much emphasis on
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.“lqwer class culture" as a kind of monolithic ‘Separate entity.
This is a part of the total culture in the sense of a total
society Wlth its various 1ntegrat1ng mechanlsms its 31ngle
value system and so forth, Obviously, aifferent individuals
are goingto take different bits and pieces of it with some
variations for groups of people who fit into different niches,
roles, slots of one kind or another. But, these are not
‘separate cultures in the extreme sense, What we see is an
educatlonal system.whlch ls‘;ne system, Witnin the total
system.pecple ate being trained to fill different rcles in
the society and.class and status differences are being per-
petuated, This occurs even in "integrated” schools where you
have fast and slow classes, a double track system, etc,
Whether or not the term sub-culture should be used is a moot
questlon, but Ieacock tends not :to use it, Moreover, the
cultural concept is now being substituted for race as the
explanation for group differences. The worst instance is the
discussion of-"Dregs" culture in a highly reputable book on.
social issues and_education. Likewise a study done by a
professor emeritus at Harvard reflects this approach, In a
-discussion of Negroes, Mexican-Americans and Puerto Ricans
he‘cffers a terrible mixture of generallzatlons and stereo—
types. It is almost better to say people -are 1nfer10r than

to say people have dregs culture or are culturally deprived.

This is very genteel, and sounds reputable, It is therefore
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harder to fight.

'Anéther £opic discussed by the group was the-degfee of
cqmmunication among teachers. One speaker sugggsted that
mapping might be useful to point out the degree of teacher
to'teacher contact, He felt that there was much isolation

of the teacher in her classroom with very limited contact

with other teachers within the school. As for teacher to
teacher contact between schools it was suggested that this

is almost non-existant and that schools within the same systém

L)t adakitie dba Y

are isolated from each othey to an extraordinary degree.

This suggestién of isolation was corraborated by examples
offered by another participant. He cited a study he knew of
in which the researcher had engaged teacﬁers as observors
and sent them to other schools. Tﬁésé teachers becamé very
excited because they saw for the first time a variety of
f : education and educational approaches that they had never
; “ witnessed heretofore. Anothei illustratibn concérning teaclier-
teacher contact derived ffom a study with which the speaker
himself was involved. Here the reéearch‘concerned event
sequences of student question-teacher response-and child
reaction, For this .study teachers were used as observors,
but they insisted on being paired off so that the observor

and observed worked with each other. Teachers seem to have

objected to obsérvation unless it was confined in this

fashion.

Teacher contacts seem to differ somewhat in large and
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small systems. In the larger school systems where there are
'8 to lO.teachers the distribution of interaction may be widexr
but there are still one or two strong friendships that occupy
nost of a teacher'é time outside the classroom.

It was suggested that children might be useful inférmahts
on such friendships. fhey always know about teacher friend-
ships and how much a given teacher is apt to know about them
.from former teachers who are friends,

Another speaker noted thatoteacher'contaéﬁs relate to
thel r roles and to the dggfee to which facilities are avail-
able fér meeting and contact within the school. There is
segmeptation along age, sex, departmental and specialty liﬁes,
tenure, eftc., all of which .affect teacher to teacher contact
and conversation.

Apart from the freguency of teacher contact itself the
ontent of discussion between teachers was commented upon.

One speaker noted that in her experience teachers appear to
have few ways of talking.abouﬁ teaching. When they discuss
it at all it.is generally in terms of ycungsters who are
great problems or greaf successes. Another speaker agreed
and noted that this paralleled her own experience. In her
research she encountered one teacher who tried to talk about
Wh&t weﬁt on in her classroom to feachers with whom she was
friendly but no one would listen. This went on all the time.

If teachers do talk about what goes on in the classroom it's
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.generally in 1nd1v1dual terms and never in terms of technique.

Some teachers app arently do dlscuss technlque but fhls seems

confined to places .where experimentél ppograms are gsing on,
Ip'was pointed out that there are several people interested
in teacher contacts at Teachers' College and one sociologist
has some material that is about to come out,
" The sessisn concluded with some comments on the usefulness
" of taklng community opinion and/or profess1onal opinion to det—

ermlne which are the good and bad schools,
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Introductory Remarks

Stanley Diamond

We began the Culture of Schools Program with the
assumption that there is é permanent c¢risis in éhe techniques,
the means and the goals of mass, or universal education. wWhen
thé Buregu of Research of the Office of Education in the pexr-
son of Professor Ianni invited me to submit a perosal on
the culture of schools and schooling, we both understood
that the tlme had come formally to anulre as comprehenszbly
and cand;dly as possible 1n§o the development of education in
cross-cultural perépeétive. This meant, in effect, gettin§
the issue away from the bureaucrats and into the hands of
the liveliest professors and intellectuals we knew. In.
this effort, I can report some progress; but I shall not now
outline the scope of the program. Several of you are members
of the steering committee of the program and you will get
the requisite reports at the appropriate time.

Now, it ﬁardly needs to be said that schools are
pefhaps the ﬁost ubiquitous institutions in contemporary.
urban, industrial society, and increasingly the central
arenas for the affective, cognitive and instrumental develop-
ment of persons. As extended kin or quasi-kin continuity be-
comes foreshortened, the need for specialized train@ng over
long periods developed, a need which may turn out to be a

function of the arrangement of our society, rather than an
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"imperative of technique. As socialization, in the general
sense becomes increasingly associated with formal scpooliﬁg.
we are accordingly faced with the terrific problem of re-
-ereating an educational system that will be adeqﬁate to
the needs and potentialities .of vast numbers of people dur-
ing the greater portions of theirx lives. ) § w:.ll make no
effort to anticipate the problems and possxb:.l:.t:.es that
are going to be discussed during these next two days.

These are not pro‘blems. by the way, that can
be safely left to the experts. ‘1‘_here are no self, or other
identified educational experts as such in this room. The
very notion of the educatiomal e:r:perr is of a piece which
the fragmentation and bureaucratization of the contemporary
social process generally. |

It's really interesting, for example, to listen
to a distinguished academician who has spent one or two
generations in teachix;g and research at a succession of
universities following on his own cafeer as a student, deny
that he knows anything about education. This fascinating
aspect of self-alienation is in the same category as the
" well-known French gentlemen, who discovered, perhaps too
late in life, that he had been speaking prose. In other
words, we are all involved in education and it is time for
us to introspect our experiences to discover what we know,

~which Socrates considered to be the truest and highest form
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of knowledge.

To believe that there are educational experts who

' somehow possess the key to our dilemmas is both to shun re-
'sponsibility and to believe in a kind of academic alchemy.
Interestingi§ enoﬁgh. most of the sigﬁificant educational
theorists in Western civilization have been and had to be
philosophers. And most important Western philosophers from
Plato, to Rousseau to Dewey have engaged in analytic or
utopian.effofts.to construct or recreate the educational
process. Education is, after all, a synonym for the cultural

process at large., It is both the special and the general

problem of mankind.
May X make two general pqinté about the crisis in -
mass education before iﬁtroducing Dr. Everett, who is, as I
mentioned, the President of the New School as well as a most
diétinguished figure in the educational field.
| The first of tﬁese points is quantitative. There
are millions upon millions of people within the sphere of

our own civilization and within traditional areas now subject

o s

to modernization who are going to have to be educated in
| more or less formal structures in ways that differ from the

customary familial modes. But the quantitative problem is

that the gap'between the rich and the poor manifests itself
increasingly in the field of education as it does generally

throughout the world interlocking social economy. That is to
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-say, the law of circular cansation and cumulative effect,

worked out by the Scandinavian sociological economists,

primarily Nuvase and Myrdal, operates between the North

Atlantic communities and most of the rest of the world.

That is, there are upper class nations and lower class na-

t :.ons. bound together by an 1nternat1.onal class structure
_and these class dlsts.nct:.ons incorporate educational dJ.stJ.nct~

‘ion. Moreover, w:.th:.n 2 given State. whether new or old. the

educat:.onal gap also appears to be grow:mg.‘ That is, in the
most indlistrial_ized areas, although more people are being
educated in one way or anothe:r and to some degree, a pri-
vileged stratum of the best .educated'. originally selected for
tha;: chance in a harmfully 'competitive manner, and defined
bir the inadequate formal and narrowly instrumerxtal criteria
we are prone to use, is also growing.

| In the poorer, or less industrialized nations, for

the most part, ex-colonial or quasi-colonial, the gap is

. less subtle and more inclusive. A tiny elite confronts a

¢ o . “ 75 { o o
vast illiterate peasantry, whoe /traditional structures are,

to compound the problem, brxeaking down. So we are faced

. ywith-the sheer quantitative dilenma.

4“ .

For example. just how\ the three quarters of a
billion Chmese or four hundred mxllxon Indians proceed to

educate themselves in a contemporary context:
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In the b_ibiiographical effort we are'making we
have encountered séme ex‘gremely interesting Chinese material,
:by the. way, and we shall analyze it in our final report.

But the very notion, not only the Qimension of the
Problem is new, The idea :of formal mass education is the
heritage of the European enlightenment, the axial age is o5
céntémﬁbrary civilization in.whatever Place or form.

But we are also faced with a qualitative problem;
the particular problem that intrudes itself in societ_ies
presumably iaa;sed on the notions of universal demccracy,
havKing rejected or rendered obsolete previous modes of
family and community organization.

| One way of phrasing the qualitative problem is
as follows: What are the most appropriate ways to help
.cu!.tivate individuation, relatedness and vocational commit-
ment of persons? How, in short, ‘may -we develop systenms
through which persons may learn to love and work i‘s( still
a pretty good definition of tﬁe human goali without surplus
repressions, without bearing the burden of irrelevant pain,
by which I mean more than that which the fact of being human
exti:aéts from each of us?

We are therefore confronted with the obligation
of criticizing our present system, which has failed in many

'of most significant ways; a signal failure since we have

been the worid's laboratory for mass education. The problem
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of education then is the problem. of culture; the natural
habitat of the anthropolqgist whether professionally identi-
fied as such or not. Education is the critical anthropo-
logical problem and the purpose of this colloquium is to
help us further to formulate it.

Dr. Diamond then introduced President Everett of the New School
fér gocial Reséarch; br. Everett expressed his delight at being
present'and his confideuce in the ability of the colloquium partici-

pants to handle the subject at hand.

’




© Some objections wers raised concerning Goodman's
definition of desirable Felationships between tsacher and
pupil, HNonz had taken any account of authority principles;
between pupil and .teacher there is inequality, hence
authority is invoked soonaxr or later,

Goodman admitted this, but modified the texrm

"authority" €o include both coersive as well as non-coersive

principles (by virtue of holding superior knowledge an

LN
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uca a child to imitate him without foacce). 3

e
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adult might well in

There was also a difference batween the authority of adults

3,

; and that of peer group members,

It

«t
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vas generally agreed that legitimate authority

did grow out of knowledge oOf objective facts or truths, buc
there were, after all, limits to the "natural® choices a
child could make. Not all children were equally curious,
and one could actually discourage curiosity by not
encouraging it.

Gdodman.contendad that limitings;hild‘s desire
to explore would cause "reaction-formation." At best,
education should be aimed to removing the blocks in the
yéy of a child's natural propensity to be curious.,

Objection! Goodman doesn't simply "open up" to
his own children,..hz stimulates them. - '

True, admitted Goodman, but only to the extend

of varying their environment, of inducing responses by -

introducing new stimuli,
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Enlightenment, the process of testing the
assunptions of a culture, usually leads to such ques-
tibné as, "Is.our form of political economy the best |
and the only moral one?" ""Does my life have meaning?"

"Is goodness always rewarded?" "Is oui form of mar-
fiage réally the best?" "Are whites really the superior
race?" "Is it right to be rich when others are poor?"
And so on. There is no enlightenment unless the con-
vgntional answers to these questions, and many othefs,
like them, are constantl& examined, and there can be no
educatior. unless there is enlightenment. Any so-called
educational endeavor that does not do this is doing no
more than tooling up for conventional occupations.

The question then arises: In our present world
situation is enlightenment possibleé ‘Since 1917 almost
a third of the earth's surface and a thixd of its people
have developed political economies radically different
from our own. These are the peoples who have already
become socialist; meanwhile, other millions want it. The’
emergence of a new socialist humanity has been accompanied
by the disappearance or extreme weakening of many capital-
ist powers, to the degree that, feeling beleaguered amidst
the diminishing strength of its allies, America, according

to Secretary of Defense Robert MacNamara, "has devoted
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a higher proportion of its gross national product to its

-militaxry establishment than any other major free-world

nation. This was true even before our increased expendi-
tures in Southeast:-Asia.
"We have. had, over the last few years, as many

men in uniform as all the nations of Western Europe com-

~ bined -~ even though they have a population half again

greater than our own."*

The rise of socialism and the doubling of the
number of violent revolutlons since 1958 (also accoralng
to Mr. MacNamara) has left the United States with such
an extreme feeling of vulnerability that one wonders
whethexr it can tolderate enlightenmént, for enlightenment
always involves a reexamination of basic assumptions
about political economy.

Since 1939 the central position of armaments
in tho American economy, the fact that the arms industries

are its "balance wheel," as one Presidential commission

put. it; the fact that the balance wheel has become the

pivotal gear, growing in importance each decade with our

fear, is now taken for granted, because the fear has be-

" come domesticated. We are like those Afrlcans among whom

schistosomiasis is endemic, SO that they thlnk bloody

urine is normal; or like the Kaingang Indians, whose. -

"teeth are so rotten, they wondered whether mine were-real.

*From the text of Mr. MacNamara s address before the
American Society of Newspaper Editors, as reported in

The New York Times, May 19, 1966,
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When we ask therefore, under what conditions
is énliéhtenmeht possible, and realize that it seems
"possible only when fears are few, while our own are
numerous, we must wonder about our own possibilities.

) With suéh génerél considerations in view,
I shall examine the problem for our coliference under
the following headings: Politicai Economy, The Gross
National Product, War, The Historic Necessity of
Stupidify,oTﬁe bccupational System,‘Leisure, Vualnera-
bility, Narrowness, 'and Education of the Deprived.

Political Economy -~ The citizens of any

society must be taught to believe that their form of
political economy is the only satisfactory existénce.

In our own society this is accomplished not only through
verbal depreciation of other types of political econony,
but, especially in the lower grades of’school, by present-
ing educational materials as if decent human existenﬁe
occurred in our type of political economy only. Element-
axy arithmetic,_eben the new mathematics, are presented
in narrow middle-class settings. All of this restricts
the possibilities of en}@ghtenment.

Gross National Product =-- At no point may |

anything be faught that might interfere with the gross
. national product. This means not only that materials

suggesting the possibility of an austere life, or one
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dedicated to materially unproductive activity must be

excluded from, or muted in curricula, but also that
.peéplé ﬁust be portrayed as spenders. Clothes design-
ers must surely have been employed to develop illustra-
tions for current élementary schéol readers, for when

'pick and Jane series tell about the activities of the

same family in a succession of stories, the entire family
is wearing a different and attractive set of clothes in
.each story:

War -- School does not interfere with the idea:
that all wars fought by the United States are just.. No-
thing must be presented there that suggests that we could
have done anything to avoid them, or that war is an un-
thinkable solution to contemporary problems. Pious sighs
over the horrors of war have always.been permitted, and
sundry generals quoted, but little‘insight.is given into
war's causes, into American responsibility, into the
~general human responsibility for entertaining the poséi-
bility of war, or into the possibility of our citizens
having the right to reject the bellicosity of its states-
mer. Since the most important thing for a child to learn

is that the United States must always have freedom to
choose war when it pleases, nothing can be taught to dim

this view. We cannot, for exémple, teach that violence

is the last resort of even madmen, that a population has’
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a rlght to voice its fierce objectlon to war, or thaf
hOStlllty in the face of the p0551b111ty of universal .
.bloodshed is unconscionable.
.Education for - docility is the first necessity
of'a civilization oriented noward war, and a danger of
enlightenment is that it undermines docility and replaces

it with courage.‘ One of the many paradoxes of modern

warfare is -that it exploits docility to train killers.

The Historic Necessity for Stupidity -- Throughout | . 3
history, whether among the So-called civilized, or so-called
primitive, people have had to be taught to be stupid. For f g
to permit the nmind to expand to its outermost capabilities

results in a challenge to traditional ways. Hence the

paradox that while man is intelligent he must also be ' 1
trained to be stupid, and that a certain amount of in- |
teilectual sabotage must be introducéd"into all educational
systems. It is better to have a somewhat stupid popula-
tion than one trained beyond the capacities of the cult-.
ure to absorb_intélligence. It is clear that teachers
with incisive minds, willing to take their students along

all possible 10g1ca1 pathways, willing to entertain all

1nte111gent questlons, are a danger to any system. Hence,
all educational systemsimust train people to be unintelli-
‘gent within the limits of the culture's ability to survive.

That is to say, there seems to be a cutting point, where
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if a people are too stupid the culture will fall apart,
and where the-culture will fall apart if they are too
intelligent. The cutting.péint is where the upward
curve of intellect meets the downward curve of cultur-.
ally necessary stupidity.

' Common controversies in education revolve not
so much around what students should know, and how they
shéuid’learn; but hbw stupid we can permit them to be
withogﬁ wreéking the country and the world. 1In educa-.
tion for stupidity a nice line has to be draﬁn between
teaching.the chii&'howiéo make obvious inferences and
letting him make inferences that are too far=reaching
for comfort, between training him to see the validity or.
the truth of a proposition in plane gepmetry and teach-
ing him to perceive the fraudulence of a proposition in
adv§rtising, political econony, international relations,
and so on. Teaching a child to think has obvious perils,
and for this reason has always keen a delusive goal of
education in our cqlture. In bur culture, nobody can
be taught to think, for example, where private enter-
prise, war or the grpés national product might be
threatened.

.Spcialist countries, of course, have their

forms of°socia1;y necessary stupidity. The fruit of

stupidity is invulnerability, for when one has. been
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rendered too stupid to penetrate an issue, he can only
" follow the crowd and the crowd always follows what is
popular and what it thinks is safe, even thougﬁ it
often leads to perdition. In any culture, stupidity
- pays off in the social and political areas over the
short run. This being the case there can be little
inducement to being intelligent because intelligence
leads-to separation froﬁ the crowd and the crowd wants
‘only to be'safe from criticism and to have a good time.

Thls 51tuat10n confx onts the teacher at the
college level in the “stone wall" effect: students who
will not discuss, who will not obgect, who will not
examlne, and who are likely to become withdrawn and
morose if forced to it by a determihed teacher. What
most of us encounter in the university are rows of
moving.hands that obediently write down whatever is
said, and one need not wofry about voicing the most
radical opinions because they merely go into the note-~
book, along with the algae, ions, historic places,
dates and names, equations and the dates of the next test.

Occupational Systems -~ The occupational

" system in any culture has inexorable requirements be-
cause jobs must be filled if the culture is to survive,
and in our culture the fundamental outlines of the oc-

cupational system are congruent with the economic system.
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and with the requirement of the gross national
product. The occupational system is a fixed reality,
like the sky, and this is true the world over. It

follows that our educational system cannot enlighten |

‘régardihg the possibilities of the soul, but must

train children to fit the available jobs and teach
students resignation to the occupational categories

of the census bureau. |

| Children must be taught to accept the idea
of fixed occupational .niches and be so instructed that

the freshman's question, "Philosophy is interesting,

‘but what can you do with it?" will never become ab-

surd. The guestion, "What am I doing with my life?" is’
the enemy of the question, "What job can I get?" The
occupational system requires that the question "Is
this what I really want to do?" should not rise into
consciousness, for it is an iron law of culture that
to the degree that education touches on occupation

at all it must not permit the question to exiét. Cul-
ture as a system of thought must exclude dialectical
opposites, for when these are permitted to enter con-
sciousness, they shake a culture to its foundations.
The dizl2ctic, however, is a magic quern that grinds
out its contradictions no matter where it is; so that
socialist countries, where the quern presumabiy came

to rest forever, now have to copc with it too.
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Leisure -- Nowadays since there is much talk

about leisure, it is necessary to say a few words about

this tired subject. For the average person, leisure is

- the time left to him after he has stopped working for pay.

That is to say, for the overwhelming bulk of the labor

force, from lathe 6perators, chippers[ riveters and truck

drivers, to switchboard operators, secretaries, nurses,
teachers, doctors and so on, the main issue is what to
do with. themselves when they are.not getting paid for
doing it, or learning a trade, as in school.

It is obvious that no use of this time can be
tolderated that will interfere withAour.political econony,
the gross national product, or with stypidity, and that,ﬂ
therefore, there can be no education for enlighténment

after hours. Fishing, boating, bowling, cabinet making,

sex, and fixing up the basement can be engaged in be-

cause they help magimige the gross national product, but
painting and reading not only make very minor contri;
butions, as compared to the others, but too much reading
of philosophy, history, etc., can be threatening to the
system for they bring enlightenment.

People who hayq been through our educational
system, however, will not use their leisure for anything
but fun and gémes, It must also be borne in mind that

an educational system that trains people for enlightening




-X1-

activities during leisure would threaten the occupa-
tional and even the ‘class structure. If too many
people, on the basis of leisure time learning, were to
start changihg their occupations; considerable in-
.stability would be'introduced into the occupational
structure and hence into the glass system. Hence,

there is a fundamental contradiction between the idea of
-productive leisure on the one hand and the maintenance
of our present political economy on thé other.

. 'Vulnerability -- There is no more vulnerable

white collar group than educators. For the most part
without unions, subject to the whims of principals,
superintendants, bcards of education, and local parent
organizations, elementary and high‘school teachers
stand unprotected at the bottom of one of the most ex-
tehéed pyramids of power ‘in the country. Hence they
are in no position, even should they desire, to teach
anything that might Ehaliengé the cultural features of
which I have spokén. What I have said applies equally
to so-called higher education, for there we see that
educators are, on the whole, untroubled by problems of
.academic freedom, because, having come through the mill,
they have divested themselves of dangerous thoughts, so
that they have, on the whole, no freedomofo worry afout.

They are self-imprisoned without knowing it. What would

they teach that is unconventional? In my own discipline
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there are some brave men, who have spoken in public against
‘the war in Vietnam, but anthropology as an academic disci-
éliﬁe is more innocent of dangerous thoughts than the late
Pope John. What has become invulnerable also becomes rigid,
because life has become safe. Thus invﬁlnerable peoble
are frézen, no longer because of fear alone, . but because,
by the miracle of the dialectic they have come to feel so
prxotected. Why venture out? Since invulnerability is
‘thus a self-reinforcing system, it acts as an immovable
obstacle to enlightenment.

* . Education must be narrow, it must not ask .ques-
tions like, "Ddés 1ife have meaning?" "What is meaning?"
"What is the purpose of social life?" "What is the place
in life of compassion, solicitude, Wisdom?“ "Is therxre a

world history?" "Is one country's richness a function of

another's poverty?" "Is my country best?"

It is clear that broadening the guestions asked
would also question our political economy as presently
constituted.. A general examination of the question of
meaning in life b& the whole population would immediately
drive the Dow Jones index through the bottom, because
. people interested in the question would not play the
.market. | |

The Culturally Deprived -- In this segment of

the population, the question is not quite as I stated it
in the preceding paragraphs, for the culturally deprived,

the most degraded of the Negro poor, have to be brought
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up from.the abyss before they can focus the issue of
eniiéhﬁéﬁment.' That is to say for this group basic
‘tooling up to achieve a higher standard of living and

equality with whites is the first order of business., The

ghetto child has t6 be gotten out of it, and the only way

to do it at the present time is for him to master the

. educational meterials presented to him in school. In

; these circumstances it ks inevitable that he will sup-
4 port a s&stém'that helps him, and be less interested in
enlightenment.

There are many technical probiems still to be
solved in upgrading the Negro child. For example, though
3 Project Headstart results demonstrate that deprivéd child-
E ren can indeed be given a head start in the pre-school

years by special training, follow-up studies indicate that

it‘hay not do much good, because ﬁhe kids start to.lose
ground anyway as soon as they enter the formal educational
system. Something happens to the ghetto child either at
home, in the peer culture or in the school, or in all
three, that undercuts the strength he gets from Headstart.
Finally, I wish to modify somewhat what I said
ea:lief about the ghetto child. Although technical
beefing-up ;nd.protection against destructive environ-
mental forces must be in the forefront of his education,

somewhere along the line the Negro child has to be en-
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lightened about the anti-Negro power structure, and how
to fight it. - Knowledge of ths structure cannot be
picked up simply by belng a ghetto Negro, any morxe than
knowledge of the white power structure comes s2 inply
from being white. Its complexities need teaching.
Nebro children need to know how, a century after emanci-
patlon, they are neither free nor equal and how they
are denied equal protectlon under the law, and equal
opporthnity,‘ They need to have an exact analysis of
the processes whereby, in thelr case, it has been pos-
sible for whltes to act as 1f the €onstitution ‘did not
'exist.

In conclusion, I repeat that &ll cultures
must introduce some intellectual sabotage into educa-
tion. Some might argue that since, in the present stage
of evolution, man is unable to develop a social system
that will not make millions miserable, organized soci-
ejty would be impossible if everybody was smart because
they would see through all seems, and social organiza-
tion is impossible without sham. Others might argue that
if the scales wvere ;ifted from the eyes of all, the hands
of all might be against all, for each would see that the
other is a liar. Some might urge that since man is in-
cépable.of censtructing a system without massive fiaws,

it is better for children to be unable to perceive them.
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.However, I see no _evidence that nature has set
a certain pace on the clack of evolution, so that our
brains will be regulated until such time as, having con-
- structed a utopia, men may look the truth in the eye
without murdering their neighbors. This being the case
I see no choice but to seek enlightenment.and introduce
_it into education.

Although education is the most safely armored
bureauc;aqy in our culture, ﬁo armor is without chinks.
We must plan, we must usé every device of which we %re
capable; we mast hammer at supervisors and teachers; we
must lobby among legislators; we muét besiege publishers,
in the interest of enliéhtenment. We must find ways to
breach the walls of fear and self-serving if we are to

avoid repeated economic misery and world war.

[




SUMMARY OF DISCUSSION FOLLOWING HENRY'S PAPER

The discussion which followed Henry S paper
focusea prlmarlly on the possibilities for change within
' the condition of education in our society, described
so cqpvincingly in the paper. One of the essential
problems, suﬁmariéed by Diamond, is té develop informal
modes of transmitting knowledge in the service of en-
lightened action, which again is the problem of education
defined in-its broadest sense. Diamond stressed the
importagce‘bf défining education in this broadest sense
rather than?merely as formal schooling._ |

The problems and role of the culturally dis-
advantaged within society were discussed, Henry having
.éommented that the first priority in educating the ghetto
child may well have to be teaching skills and other
means to cope with the economic system. Lewis remarked
on.the apparent contradiction in any attempt to help the
lower class. by integrating them into the institutional
system described by Henry. Reisman pointed out that it
is just this fact of absorption into the system that holds
some promise for improvement in the system. That is, in
its demand for entrance into the present system, the pro-
gressi&e underclass is msking criticisms that are beginning
to create openings into which concerned and "enlightened"

professionals can move in an attempt to bring about
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improvements. These criticisms are forcing deliberate
and speeific thought about the educational system. 1In
their demands for éarticipation in the larger sociéty,
Reismah'predicts that thé lower class will "change
dramatically the occupational system,.the educational
system, the mental health:system, the bureaucratization
of the society."”

| In response, Lewis.cited some of his own work
and the:studies.by Glazer which indicate that in fact
many familieé remain in poverty generation after genera-
tion and doiﬁot, as Reisman statéd; manage somehow to
rise out of poverty to become incorporated into the

middle class. He suggested that even increasing incomes

of the lower class may not have much effect on the cul-

ture of poverty. Reisman replied that his use of the

term progressive underclass referred to only a segment

of the lower class; the point he.wanted to make was that
it is the demands of this group for entrance that serve
as a potential lever for change and that the fact of
absorbtion into tﬂe middle class could not completely
erase the changes brought about by the existence of the
oiiginal demands.

As an aside Lewis remarked on a positive

feature of the culture of poverty--~the wide and varied
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range of jobs held by a single individual giving him
a kind of adaptability which individuals in the middle
ciasé’so often lack. |

Jencks suggested that perhaps society is not
so well organized or integrated as moét of the previoﬁs
aiscussion seemed to assumé, which makes it important
to ask in what ways the condition of education is dis-
tinguishable from the condition of the larger society.
In some areas schools may well be doing something to
contribute to a solution of some of the problems dis-
cussed by Henry,-while in oth=r areas the schools seen
to be making the situation worse than it might otherwise
‘'be. Schools, for example, probably cqngribute less to
society's desire for material affluenée than large
industrial corporations, such as IBﬁ.. On the other hand
schools would seem to promote an even narrower range of
occupations than the already narrow range which presently
exists. Jencks also made the point that schools seem to
be in the control of a minority of professionals or an
organized group that does not always promote the same
kinds of values or standards or the same form of social
organization that society as a whole may promote; he
indicated the need for further development of this area

of inquiry.




TEE FOUR STAGES IN TRUCATION

Frank Reisman

The first ses;ion allowed us to.deal with
stances, postures and positions. I would like to be more
specific about education in American schools.

There are, I believe, significant potentials
for change in the schools. " The key potential is that
ignited by the integration movement. There are others -
though, reléted to the tremendous affluence of our society
which, in.sfite of'being generally depicted negativély,-
pérmits enormous educational programning. My own feeling
is that the major slogan of the future will be "Welfare
. versus Warfare." Some groups have already adopted this
slogan. .Floyd McKissick of CORE, I think, hit it very
hard at the 1966 White House Conference of Civil Rights.

. This country has potential lying unused because,
as Jules Henry and other people have said, of its devotion
to an economically unnecessary war economy. It is a
political questibn and it is therefore imperative to point
political, civil-rights, anti-poverty and other groups to
welfare programs which includes, in its formulation,
educétion.

I do not suggest that we overlook criticisms of

the society made here today; I merely indicate that to

provide forward motion, one must concentrate on things
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othgr than negatives,

In formulating goals, méreover, it is'hot.possible
to work independently of historical trends. Education does
not exist in the abstract for me, though it does fof some
‘péoplé from whose opinioné we can benefit. Therefore I
have to look at what I see as a major force in society in
terms’ of economic development in the next 20 years. And
what I see is a major break through in human services, an
enormous increase in the number of professional, sub-~
professional and non-professional human services workers.
A- number of economists have postulated as much as 50% of
the society will be engaged in this kind of activity 30
years from now. We must examine this trend to utilize and
maximize it positively, to reduce.aiienétion. The educa-
ticnal system is simply not preparing people for these

future developing jobs in society.’

My programming for the future is in fhe direction
of this developing strata, the professional and non- |
professional human service workers, whom I think are coming
to be an extremely dominant force in the society, and I |
want to see education in relation to that.

Our educational system, as we have said repeatedly,
is not educating at all. By extending experience.gained in
working with the educationally diéadvantaged, it may be | ]

possible to derive education technology appropriate for

all people in society.
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FOUR STAGES IN EDUCATION

The following four-stage schema though related
to, most narrowly, ,the educationally disadvanéaged,-has
-widex- - applications if one were to modify it.

As a preface, let me state the need in a drastic
.rgvamping of the‘whole curricuium. For example, history
as presently taught is neatly compartmentizedointo periods
' adjuéted'té the length of the class term.

Whether the kids can read oxr not, whether they
are interested.in héstory or not, or whether they know any-
thing at all in the area covered, is immaterial; the
teacher teaches what the curriculum dictates.

I would suggest that this. approach be abandoned.
Let the first stage be what Weinstein and Fantini call in
a forthcoming book Contact Curxiculum, or curriculum directed
to contact and motivation. -

In other words, let all of our methods, tech-
niques, iﬁsights, and teaching skills be turned to making
contact with the youngstexr, to interest him in léarning.
He would have been interested in learning in the first
place had he not been smashed by the existing teaching

system and environmental “cultural features."

Parenthetically, let me say that youngsters do

not do well after Operation Head Start, not because of

their family, but because the schocl system regresses them.
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Operation Head Start and other pre-school programs give
kids a little of school know~how and a little push. When
they enter the school system itself{ they respond to its
inadequacy by regressing out intellecﬁually and emotion-~
ally. |

I suggest that the phrase "children progress
through the school system"” should be changed to "they
regress ;hrough the school system."

These kids are very bright when they come to the
system; they don't so much need a lot of head starting as
they do contac¢ting. |

I am suggesting the development and application
of a new and varied approach, particularly at Stage-One,
€e.g. games, role playing, dance, étc. |

This Contact Stage may be slow. It takes time
to win a child's interest and motivate him to learn.
Teachers must be trained for contact teaching. Some
teachers can interést éhildren marvelously. Some cannot; .
Forces are efrectively deployed. Good contact teachers
are filmed, the latter are then projected in classrom%s.
Both teachers and children learn together how to contact,
how to be contacted. ' '

| Stage One was concerned with motivation. Stage
"Two is much more concerned with learnin§ how to 1éarn.

I would have them learn how to use what Jensen calls
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Verbal-mediating Techniques. Many youngsters do not know
how to use words as problem-solving tools, and Jensen has
de#eloped a whole series of ieinforcing.techniqueé for
developing this skill or set.

I would have youngsters function as teachers and
helpers as a form of becoming self conscious about learning.

We might use individual tutoring instruction at
this stage, to assist the youngster in developing his
style.

Stages One and Two are slow; vefy slow. Stages
Three ‘and Four, on the other hand, are rapid. Paul Good- -
man and many'ethers have pointed out that with new pro-
grammed technology and individualized instruction, once
the youngster is motivated and knows how to learn, skills
and subject matter are rapidly acquired.

The mistake of program learners is to think that
ﬁhey'can begin with proérammed learning. They succeed to
the extent that the program catches the child's interest,
and in a sense they skip thfough the contact stage quickly:
or they are selective where some kids have been contacted,
and the program is a useful speed-up learning for them.

But if one systematically contacts and teaches a
large number‘of youngsfers one can then expect rapid .
developments with programs. of skill leexning in spbﬁect

matter. These programs can be monitored by non-profes-

sionals and sub-professionals. Non-professionals immedi-

5%




ately.can play a tremendous role in releasing teachers
from many of the non-professional tasks, such as attendance-
taking. The non-professional can provide a connection to
the child, providing a model to the cﬁild as a human service
worker. |

Individualized instruction, lightly emphasized in
the first twd stages, becomes. very important in Stage Three.

. In Stage Fouxr, occuring simultaneously with Stage

Three, one might begin with discussing issues, thinking
about -problems, developing understanding rather thaﬂgkills.

A great variety of approaches and techniques can
be used throughout. For example: role playing can be used
at many of the stages, but with different purposes in mind.

In Stage One, you would.use it as a contact, or,
using the action style of the youngétér to involve him in
the learning. In Stage Two, you would have him use it to
learn school know-how, having him role-play the teacher,.
etc. It might not.be ﬁsed in Stage Three, but could |
certainly apply it in Stage Four.

I would not aim merely to bring kids up to grade
level as Sheppard does so successfully in St. Louis. I
want to bring them far beyond grade level, and smash the
grade levels. The major deterrent to accomplishing, is not
the home, but che fact that the kids mQQe out of éhe school

area. Home environment is fredquently more positive than the
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schools know how to utilize; but what happens is that
when a kid is functioning well, starting to develop, and

starting to learn,and he suddenly is physically moved.

s
The mobility and the migration in the neighborhoods.of the
‘poor is enormous.

How to deal with that question? One must either
-effect adjourning schools or permit youngsters who move

out of the area to shuttle back to school. One might also
think about compelling neighborhoocd changes whiéh will .
reduce-mObility..

School improvement itself has the potential of
reducing mobility., though it is only one factor. In some
neighborhoods, mobility has decreased due to increased
sexvice integration of what is a ﬁiéhly'fragmented system.
The education sysfem can be utilized to promote this co-
ordination. I would argue for planned intervegtion in the
community, not only to chaﬁée the school system, but also
to change the service system and jobs in the neighborhood.

Many groups in this country are concentrating on
proposals such as guaranteed annual income, Rather than
demanding concrete things such as one million non-profes-
sionalgservice jobs. The New Republic, for example, is

filled with criticism of the Anti-Poverty Program, but has

no program of its own. The civil'rights movenent, likewise.

ﬁ_
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Or perhaps only programs for people on welfure or . . . .

not the sort from which orie produces a social movement.

| - _ People want jobs and services, not just participation:

you can get them to participate and ofganize around jobs,

and the governmeﬁt can be made to deliver those jobs.
Anti-poverty is spending the money. We should
. be upgrading-jobs. - The social and political significance

of new careers for the poor has not penetrated through

yet, though we are working vexry hard in the civil rights
movement- to make this kind of demand. Too many people
are still talking about jobs such as public works.

The fundamental direction of the society is

towards the development of -jobs in the human service
field. And even people who are hiéhly deprived and im--
poverished can very quickly move, learn and become in-
volved when given jobs with systematic training built in.

The current mythology is America about education
is that everybody ﬁas ﬁo go through the school system;
that that is the only way to get a meaningful job in the
future professionél'world.

That's a terribly pieasing idea. From the

President on duwn, everybody talks about the great future -

éﬁtomated world, where you're going to have lots of
education, and you have to start the kiﬁs younger'and get

them through the education system.
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But, this leaves out all of the people who
Eann6£ go all the way through the school.system as well
as those older than eidﬁteen. I happen to he very fond
of people older than eighteen. I think they're going to
be very iméortanf: and ébnsequently.l am interested in
i them, no matter what their education has been. I agree
f with Paul Gcoodman that one could immediately provide them

with sub-professional jobs while expanding toward educa-

tional system,

S - b

"I never oppose centralization agd coordinétion.
I simply fight concommitantly for participation and for

local basing. I think it's regressive.to throw out

R 2 A
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| . centralization. I think centralization is a part of
history, and a positive part of history, and I think it

produces things much more effectively, and I don't say

that because they centralize they're going to do some
bad things. I think then you give up, because centrali-

zation does. in »art produce efficiency.

B3 A e L A Ay

I1f ypﬁ have some goals, you want them efficient-
ly done. You also want decentralization. I think you
can get both. There are mechanisms for doing this.
Thefe are too many people philosophizing about it, and

very few people even think in terms of mechanisms. For

example, the local neighborhood service centers, which

| wé'can have for all of the poor people in the United
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States for one hundred million dollars! We can have’
.these local storefront centers, and have tremendous

participation built into then.
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. home environmznt had encouragad this, Riesman'’s concern

Discussion following Frank Riesman's paper
Dbap

. While impressed py the need for “tooling-up"
educationally, Jules Henry felt the whole quastion does

not address. itself to the growing gap between poor and

. rich nations and do=s not confront the pfoblem of the

causes of wars,

Vidick pointed out that Riasman's spaculations
of.educational "tooliné-up" is.going to demaﬁd a good deal
of bqreauératic control, mors than already exists., Students,
as_i; is,.already consider showing how to gét by a schoél‘s
bureauéfacy moée importént thaﬁ learning in depth.’ Real |
learning, in fact, seams to take placs only whan teacheré
ignore the school system’s formal réquirements.

Diamond confirmed this thesis by reading quotes
collected by his daughtar in high school. Tha quotes
reflected the feeling that students have of beaing treateg,
waighad and measurad, but never encouraged to think for
themsalves. |

Guodman felt that considsration of educational
technology is philosophically meaningless, His own

daughter had solvad complex logical problems bacause her

with instilling motivation to lsarn was a waste of time.
Motivation shculd come out of pleasant and concrete
experiences, not artificial stimulation. The potential

to learn is found in all children,.
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Diamond took issu= with this, noting that it was
never. really too late to ignite a child's motivation to
grow ;ntellectually and emotionally.

| Riesman repliaed that he merely wanted to change.
tha school environment, not society or families., He wanted

to retain kids in school so as to make possible their

learning something.

| Reisman reiterated that the business of schools
is to feaéh_people skills and t6 involve them in the
thinking process. Childran learn outside of schéol,_of
é ' course, ..from their environment; from political evants
an& so on,
§ He disagrees with Goodman & Bancfoft that all
"that is necessary to get kids to learn is to "turn them

loose," not in a culturally-deprived environment, anyway.
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Henry wanted to know mora about how kids regress

out of the school system, He felt this was more important

than the curriculum content. He also disagreed with
Riesman whenzhe said that the home is not an important
influence on education., Major deterrent is not known,
but certainly the home is most important., He again made
his point that the Amesrican political economy, problems
of wars, etc., make it exceadingly difficult to create
nenlightenment." You can bus kids from here to eternity,
but everything depends on what they think about., Where's

this going to come from? Not from home, not from textbods...




the word slum doesn't even appear in most texts.

| Ancther participant was even more pessimistic
- than Henry, feeling that- there was no way of panetrating
into the US and indeed the world dominated by modern
corporations, Such corporations do not permit the
essential interpsrsonal processes leading to effective
growth, This has been Paul.Gdodméh's central point for
the last 10 years. Thus in school, kids leérn how not
to react, just'aé teachers learn how to judge largely
in bureaucratic criteria.

Jencks wanted to modify Goodman, pointing out
that eclectic institutions do not necessarily confine all
aspacts of all'pérsonalities. In the basement of such
institutions, so to speak, all sorts of learning act1v1t1°s
take place.

Green felt that perhaps the function ofAschools
is not to educate at ail, noﬁ to brihg "eplightenmeﬁt."
Riesman's concept of reform is quite modest, The big job
is to conceptualize a radically new definition of aducation,
in which the scﬁool is only a part,

Riesman rebutted by reminding him that millions
of dolk rs are being fundad to school administrators --
and they are g01ng in the wrong diraction.

Nelson objectad to the absense of a common center

in the discussion. Goodman wants to raconstruct soci iaty,
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Henry to bring enlightenment, Riesman to deal with schools
only. He felt the group should tak about actual. centers
and dynamics of actual societies,

Ianni agreed with Goodman that schoois are hot
‘so.much captive institutions as institutions with their own
hierarchy and strengths.

Riesman points cut that within bureaucratic
hierarchies are contained anti-systems which crsate change
and movemeﬁtl Thus student, parant, civil rights participa-
tion in education wil} hélg_change the system while not
changing the character of our war economy. And lastly --
~his reforms were not all that modest! ' ;

EDUCATION AND SOCIAL CHANGE

Christopher Jencks -

Everybody's remarks so far have covered things which they thought

were so. I want to make an opposite tack, with an hypothesis which

I am not at all sure I can defend.




I'm going to assume that Dr. Lewis will talk
.about’education as it relates to the culture of poverty.
I'm going to talk about education as it relates to a
cultufe of affluence.

In general, the hyéothesis begins with the pro-
position that America is being taken over by a new class,
a new middle class, if you will, and that their power rests
'nof on property like the oid middle classes, but on con-
trol évetﬁgpegialized knowledgé, or expertige.

From that hypothesis you can derive séveral
fairly obvious correlaries. One.is that professional
credentials will become increasingly important in every
aspect of American life, because without 6redentials lay-~
men can't tell experts from quacks. We need some kind of
identity cards to pick them out.

The second correllary is that as a result of the
demand for certification, there is-an inexorable increase
in the amount of time people spend in school, so that you
can prediCE that by 1980 that people will stay in school a
year more than they do now. Indeed if one makes the kind
of trend projection dear to the hearts of policy planners,
you can show that in another two hundred years, we'll spend
our whqle life in school.

. It seems to me that in that context, there is a

- grave question confronting Americans, America, and the
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educational system, as to how the professional experts

are going to be contolled and administered and organized.
- There are two models for this. One is that professional

expertise is directed by one kind of bureaucracy or other,

S [T

with top down control. The public school system is a good

example of this.
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The alternative pattern is what we have tradi-
tionally called the independent professions, in which there
is no central bureaucracy controlling the professionals;
but 4 semi»autbnomous group of ehtrepreneurs, gmall
businessmen of a sort. Contrql,sometimes exercised by

colleagues over each other, sometimes not at all.

You can put this question in an over-simplified

form. Will corporation lawyers be responsible to other

corporation lawyers or to corporation directors; will

university professors look for standards to other univer-

-

.8ity professors; engineers feel-.answerable to other en-

R

gineers, or salesmen? Or you can put it in a more

mechanical way. One development has been the growth of

r LR Sty

the ratio of engineers in engineering firms to engineers
2 employed by bureaucracies.
I have no great enthusiasms for either bureau-

cratic or colleaguial.éontrol, but as between the two, I
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prefer the latter. It seems to be that loyalty‘to one's

colleagues is more likely to generalize into loyalty
to one's fellow man, whereas loyalty to one's superior is

more likély to become loyalty to the status quo.
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Regardless of one's preferences, though, it
seems clear, that the American educational system is a
contlnuum in which control is very. bureaucratic at the
lowest levels and becoiies more colleaguial as one moves up.
The kinds of jobs students head fof seém to reflect the
o.kind‘of control they saw when they chose careers.

An elementary school ig\a bureaucratic, mana-

. gerial enterprise, run by a Board of Education, a Superihn
tendent, a Principal, curriculum coordinators, and so on:
down the line to the proletariat---the students.

At the top of the educational system, the model
is much closer to that of the independent professions.
Each university professor is something of an entrepreneur,
although there is, of course, an eleﬁént of the bureau-
cratic and managerial in the university.

I think it is very unrealistic to think that
bureaucratic eduéation will make room for the culture in
which most of the people ih this room 5elievé.

This sort of thing may survive somewhat clandes-
tinely in the basement from moment to moment, as someone
said yesterday, but basically, it seems to me that the
possibility of sustaining and spreading it in public
schools which are bureaucratic and managerial is very smiall.
| At the top level of this system, in the major

universities, and especially in the graduate schools, the
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system is unbureaucratic in most ways, I say this very
advigedly. For three months last year I worked with the
‘Board of Regents in California, and I think I've seen as
ruch bureaucracy as a lot of people, but basically, I
think that The University of Célifofﬁia; for all of its
follies is much closer to the way that Clark Xerr des-

cribed it in The Uses of the University: "A federation of

entrepreneurs held together by a common grievance over
parking." That quip comes closer to the truth than the
views of the Free Speech Movément which saw Berkeley as a
factory managed by the State, the Regents, etc.

Cohpared with the school system, I would say,
the uﬁiversity model is pretty flexible. it can accomo-
date a good measure of genius along with fools. It can
accomodate at least a cexrtain amount of intelligence-along
with pablum. There are some good books in the library and
"some bad ones. There's even some room for heretics and
despite all that's wrong, the university seems to be to
give rise.to a goﬁd p¥0poftion of what's best in Americél
from the moral protests to the cultural and technical
edifices. That's not saying much, I recognize. Certainly
the university is not enough to save us from World War III.

Now if you look at that model a bit further, yoéu
find the point at which a student leaves the system has a ;
rather close relationship to the kindobf adult wérk that

he goes into.
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In other words, the students who enter the economy

. early from the more managerial sections of the educational

system, are chanelled into occupations dominated by
buréaucratié and managerial control. The longer they stay
in this educational system--the closer they get to the
graduate school level-;the more likely they are to gravi-
tate into the independent professions.

| I think this trénd is especially clear if you
look:atlthe pattern of occupaiional choices at the leading
unlvercltles Students are becoming more and more profes-
sional and less and less bu51ness—or1ented They don't want
to work for an organization or corporation which keeps them
at a long chain of command, a long dis*+ance from their
ultimate boss.

The reasons for this are pretty clear on the

whole. Most students who go through the university are

influenced by the life-~-style of their professors, by the
university's form of organization. This pattern attracts
them more than any other they have been exposed to, and
especially more than to the bufeaucratic model of the
public schools.

The idea of being a professional and knowing a

- lot appeals to them more than the organization-man image.

I sdy this recognizing that there is a minority in the
university which rejects the professorial model, as well

as rejectlng the university model or organization.
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Now, the educational system can move in either
of two directions in the next 20 or 30 years. One possi-
bility is that the university will become more like the

school systems, will become more managerial, will become

‘more centralized. In a sense this would mean going back
td the collegiate model which prevailed before the rise
of the research-oriented university. Then the President

was much more of a king than he is now and the whole sense

of corporate control was greater. The trustees were much +

more omipresent and dominant than they are now. Ve
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could recapitulate this only on a larger and more.success-—
ful scale, If this happens, the universities will becomé
more organized from the top down--there will be less
room for entrepreneurs, less room for Aissent, etc.

An alternative possibility is that the schools

will become more like the universities., They will become

more professional, more open, and less dogmatic, more
pluralistic, moxre ready to Sustain a minority culture, or
a number of them.

Today 1 see movement in both of these directions.
If you look at the fastest growing institutions of higher ...
3 learning, theyv are the junior colleges and the former

teacher colleges, now state colleges. These still have

a tradition like that of the public schocl in some ways,
and the students who come out of those institutions make

occupational choices which reflect docilg, managexrial
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tradition. They're more likely to be eager to go to work
for a bureaucracy, either public or prlvate then are

students vho come from the leading unlverSLtles and pre-

graduate liberal arts colleges.
They're less likely to be oriented to the
1ndependent profe551ons, and they have much less confidence

in their own ability as entrepreneurs.

There are other forces working in the same
direction centralizing power -in the universities. One is
the'Big'ofgénized research project, which has led to a
bureaucratization of the intellect. The recént'efforts to

channel university funds through university administration
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rather than have individual professors negotiate directly
with Washington will have the same effect, restoring the
central power of the university to control the individual % f
faculty member. The administxators, argae, of course, that
i ‘otherwise there will be absolute chaos.

The impulse to centralize power and control
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professorial activity comes from the faculty as well as

the administration. Faculty exercise very little prior
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control over one another's research, but they exercise a
lot more pre—censorsbip in teaching. A man can't teach in
a new way without getting permission, and that is more
than a formality. I would say that the faculty as a whole
has the éame impulse as the administration to check up-on
people, althouqh each individual member of the faculty may

resist it.
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On the other side of the coin is the fact that
top academic teachers are in short supply and they're in
a. position to set thgir own terms of employméﬁt. This
means they have more autonomy than they did a generation
~ ago.

If you look at the school system, you can see
signs of movement toward the university model. I had a
.drink yésterday with a friend of mind who is in the
) pﬁblishihg business, and he sees a major change in the -
publishing industry, which is essentiaily a by~product of
the.paperback-book. The nunber of bocks published has
gotten so large that school boards cannot possibly read
them all. Not only that, but the school adninistration
can't read them all. So the whole process of approving
and adapting books has begun to break down. The decision
has to be left to the teacher, who has much more of a
choice of what kind of a book he wants to use. This seems
like a small thing, but it relates to the general problem
of giving individual teaching more room to maneuver--more
powexr and resﬁonsibility. “

The introductions of contact between the schools
and universitiés seems to me another thing that is hope-
ful.. A teacher who wants.to do sometﬁing'new has another
source of authority to which he can appeal. "Professor
Zacharias says that we should teach it this way." That
is.a good. answer to a stodgy principal or even to a

school board. I think giving teachers more fellowships
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and more summer study programs help. Anything which gives
them some kind of negotiable credentials to show a pro-
spective employer helps provide job mobility. That makes
it easier for a teacher to bargain with his present em-
ployér. Almost anything that gives.public recogniation to
a barticular teacher, which he can use outside of the |
system which employs him, gives him leverage on the local
‘bureaucracy.

Taking all of these observations together, I
would say that we're moving towards a system that will be
‘more homogeneous from top to bottom. I think we will end
up with a system that runs from pre-school to graduate
school, dominated by the academicians, shaped more by
-professional than by managerial values,

Now, I can hear everybody saying - at least I
can hear myself saying - that the idea of remaking the

* schools in the image of the univefsity is not really very
exciting. If that's the best we can do, maybe we should
just burn the sdﬁoolé down. Maybe Paul is right.

The same thing is true of society as a whole.
Replacing General Motors with the University of Califor~.
nia isn't my idea of a cause worth dying for. And, to get

back to Jules Henry's point, I'm sure that it isn't going

to prevent World War III or most of the other disasters e
fear.
But if you want a more radical sort of change,

if you want education to produce what Jules Henry called
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"enlightenment, " if you really want to alter the society
in which we now live, you have to go outside the formal
sygtem of schools and universities. |
I think thét's true even if. you waut to sustain

or spread a minority qulture. You're not going to be able
to do it,within the system of forﬁal education to any
significant extent. The most we can hope for is the kind
of transition which I've described, from managerial to
-professional values.

| o If fou despair of the system of formal schooling,
vhat are the alternatives? We always say that thé schools
are only one part of education, but we usually end up
talking about the school anyway. It's a ritual dis-
claimer-~"I am not and never have been guilty of assuming
that all education takes place in schools." After we
repeat the formula, though, we ignore it.

| Now I think that one of the fundamenfal questions
that we ought to address is why is it that we're so mes-
merized and paralyzed by the school system. Why do we think
of it as the only educational tool we have?

A c¢hild's year has about 9000 hours. Of these,

about 1000 are spent in school. Of.those 1000 hours, the
school is lucky to get the child's attention for 100. You

also have to remember that schools have legal control over

the child for only 10 out of 70 or more years of life, and

not the most important ten years either.
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Why is it that the school system seems to be

able to monopolize all of our thinking about the educa-
tionai possibilities in.this society? 6r, maybé we can put
it the other way rouﬂd. Vhy is it that the school system,
with what appears to be a rather modest economic resources
'(less than 5 percent of GNP) still has such a-hold:om
society?

I propose that instead of discussing what I've
just said about the school system, we consider some of the
non-school possibilities, some of the other éducational
‘institutions. What are their possibilities and - why aren't
they being fealized?

I've made a list of half a dozen things which we
"could talk about in this context. Political action groups
of various kinds are probably a more appropriate forum
than educational institutions for some of the things that
. we'fe talking about today. They are prdbab;y more educa-
tional in some respects than an? system of formal schoql-
ing can be. Certainly tﬁey encourage people to learn by
doing.

Then there is a gamut of ameliorative groups
which are formally apodlitical--welfare. agencies, the
~Juniorxr Leaéue, etc., etc., etc. There is a whole range
of Cultural Institutions with a capital "c", erm museums
to magazines to T.V., Stations. There.is that wonderful
old institution known as “The Church", which has a great

deal of money, and has' a hold over large numbers of people.
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It reaches a much wider span that the schooling systenm,
and in some instances runs a school system of its own.

Not only that, but tbese church schools at least claim to
deal with a lot of the questions which we have accused the
public school of begging. I thought of this yesterday
when Jules Henry spoke. The kinds of fundamental questions
that are not raised in public education are in principle
raised in the.parOChial schools. The ansvers vhich are
given°t6 them may be ritualistic and.uninterestiﬁg, but.
the proposition that =chooling is dbou£ these questions is
at ieast aééepted.4 '

Then you have a whole set of organizations
noninally for amusement, like télevision, newspapers, etc.
Children spend an enormous amount of time in the clutches
of such organizations. The children I know are more
influenced by these organizations, and sometimes in more
educational ways, than they are by former schooling.

Finally, there's our old friend the family.
Instead of saying, well the family is in a decline or
something liké this, and that's why the school system has
to do the job, I think it would be useful to question
whether the faﬁily actual}y is in a dgcline, which I
seriéusly doubt. If it is, why? 1Is that good or bad?
What can you do about it? .

In many wayé, the family is at least as subject

to ameliorations as the formal school systemn.
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IDISCUSSION FOLLOWING CHRISTOPHER JENCK'S PAPER

The ‘discussion focused on two quite Opposite
podeﬁjof the. education and social change question: From
what diréction could one expect change and would students
act as agants and'promotérs of change? And how much of
an agent against change were educational bureaucracies?

Jenck's pessimism; Henry felt, might be moderated
by being conscious of all opportunities open to those
concerned with change: 1In the bliézard of textbooks,
for example, consultants to publisher might wall promote.
the kind of books conducive to social change, Jencks

agreed but reminded of his point that, at best, schools

can improve themselves to reach the levels Oof university,

but cannot overreach this level,

Vidick followed this wp by noting that, try as
ore might to £ind outside leverages to induce change in
education, leadership coﬁtinues to c;me from the précinct
of universities, As an example, he cited the students in
revolt who, unsatisfied with passive learning, not intimida-
ted by the System, lmve come to develop ideas contributing
to social change, Many middle class students, however,
enter the professional world, move to the suburbs whare
they reproduce, in a sense, the cultural and social milieu
of the uniQersity. They might even, while working for a

éorporation, pay lip-service to anti-establishment causes., , .,
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not_suﬁficieptly loud, to be sure,to be heard very far, 1In
the iong run, then, the educationai system itself works fox
the éstablishﬁent.

Yes, someone p01nted out, schools provide leader—
shlo of the future -~ because everyone gozs to school, So
what?

School, Goodman felt, have become parent-surrocates
and thus nust absorb much of the rebﬁlllon that middle class
chlldren are afraid of directing against their parents, 1In
thus providing the milieu, the occasion to "react against!
schools are actively fostering social change,

To argue that social change should or might be
e"pecLec to come from profess1onals is to accept the |
premlses of "mandarinism," Goodman a1so felt To address
oneself to the question: Where does the professional owe
his loyalties - to his peer group or to the bureaucracy, is
to face the wrong problems. The old-fashioned proiessiomal,
perhaps, he who owed loyalty to the client, the community,
students, might be a relevant agent of social change,
Students contributing to £he kind of social change desired
are those who demand informal, activist education,

" The "student movemenﬁ," it was pbinted out,
is an inadequate term to describe youths in rebellion, for
tﬁey are not liﬁited to the coliege campus. Many such

youths were to be found in high schools, down to students
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in the ninth grade. The movement, furthermore, is not

uniguely aimed at highly visible sources such as the war

in Viet Nam, civil rights and so on. "They want a
different kind of society. They want different levels
of honesty in theirx student-teacher relationships....

they're intolerant of the culture as a whole.," Tais

‘movement is becoming a-separate culture. When we talk of

changing school patterns we mean changing the administra-
tion ‘and the faculty. But in the future, we'll have to-
deal directly with the victims-as well -~ the students.

The existence of student movements was not
deniad, but surely, someone replied, such movements could
not be expected to lead an educational revolution,

Wallace then turned the attention-of the session
to the role of bureaucracy in social change, He referred
to a coﬁcuriently running conference in bahavioral
science reseaxch at.whiqh he haa noted that, when a large
number of scholars were working in projects calling fox
cooperation, a sizeable bureaucracy was inavitable. There
was no way of avoiding the formation of this apparatus,

either in research or in school systems. . The problen,

therefore, was how to design a “good" bureaucracy, one

capable of internal flexibility and of effecting signifi-
6ant social cﬁange as well, The role of.bureaucracy in
school, moreover, should be set while.keeping in mind that
schools themselves played a relatively small part in the

total scope of education,
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The church, Seeley remarked, can almost be

defined as a pure bureaucracy, and yet manages to sponsor
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novelty and spontaneity.. This example would be worth

A

iﬁitating. One might also p;gce within évery bureaucracy
s - " a counter-bureaucratic bureau.

Jencks recognized the fact that a bureaucracy would
emerge as a result of the need for coopesration, but he
wondered if the need for sequential cooperation was not
frequentl& éxagerated. There is an insane amount of

planning involved in a four-ye2ar college curriculum.
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The amount of bureaucracy should bz directly
related to the imperati§e needs of avoiding serious exrors.
Doctors, who are relatively unplaguad b& bureaucracy, can
make serious exrors leading to death; and never be brought
to account for their action, In education, on the other
hand, where many small mistakes can be tolerated without
serious harmful effects, much less bureaucracy should be
called for,

The session ended with the observation that ié
E was not so much the mere existence of an educational

bureaucracy which was of concern as a self-aggrandizing one.
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THE ART AND SCIESNCE OF TEACHING

Francis Ianni

The title of this session, The art and Science
of Teaching; epitqmizes both the essen£ial dichotomy of
the eéucationél process: the science or theor? of instruc-
tion as contrasted to the art or practice of teaching,
‘and the two different levels of scholaxly interest in:
" the study -of the teaching process~here the distinction
being between the structure of what is‘taught and how wa
go aboiit teaching it. Both the theory of instruction and
the structure'éf the disciplines have received far more
scholarly interest and coﬂcern in recent years than the
art of teaching or any new insights into pedagogy. In
fact, they may have received far more intereét than they
deserve, The cognitive psychologist, for example, having
sated himsalf on learning theory has, in almost the manner
of the anthropologist rgﬂhing short of e#otic cultures ’
discovering. modern American.society, bagun to systematize
a theory of instruction which is companion to learning
theory, Still crude and untried, still more a series
of propositional theorems than a comprehensive theory,
this beginniné at least(givas some comfort in knowing
that som2 competent pzople are at work, At the same time,
6ne of the more recent of the many “revolutions” in

education -~ the reform of the curriculum -- has attracted
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) the attention of the unmversmty scholar who joining with

hls colleaguﬂs in physmcs or mathematlcs or in mu51c or
the social sciences, has attempted to ;mprové the course.
content of what is taught in the schools with varying
results, Where the community‘of scholars has shown the

least interest, however, is where the educationist has

'skown the need for most. help in the analysis of the

instructional process as a transmitter and amplifier of
culture and in the role of the.teacheriwithin the sociai
system of the school. ILet me just point to a few prolems
in each of thééa areas and suggest some possible interests
forﬂfurther discussion, |

Thé Analysis of the Instructional Process

One of the important steps still to bes accomplishead
is the development of a theoretical framework for the study
and the practice of teaching which transcends the bshavioral
elements of the ach;;coénlzes the cultural context within
which it takes place. A few examples:

(1) If we rule out, for the moment tha many
cﬁrrelative studies of intelligence and family background
or Chilq rearing practices and persdﬁality, little systa;
matic study aépears to have bean given to the child
rearing éntecedents of cognitive behavior and even less

to the development of teaching strategies based upon such

knowledge., And yet, if we consider learning as essentially
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an exploration of alternatives and one of the functions

of feééﬁing as the @conomizing of random éctivity'in such
choice, then any attempt to encourags such exploration
through the art of teaching must take into account the
fact that the proﬁensity-to explore is heavily conaitioned
by the cultural context within which it takes place. That
is to say, every culture produces nradisposing factors
which develop or inhibit the childfs drive to explore and
to consider élﬁernatives; " an adequate pedagogy, then,

must undarstana these factors and ‘develop an instructional

strategy which builds dpon or vitiates the predisposing

factors,
(2) The present nood of so-called diagnostic
teaching which places strong =mphasis on the individualiza -

tion of instruction posits certain optimal conditions for

instruction: specifically (a) that ths teacher should

oparate within a system which identifies and axploits the
antecadant experiences and encounters which pradispose a
chilq to lesarn; {p) that the information to bs transmitted
must be based ia a careful structuring of knowledgz that
is optimal.. for comprahension and which is presanted in
thg prperly programmad sequenc: and, f£inally, that tha
system must comprehend the nature ana pacing of rewards
and punisﬁments. Here again the cultural context becomes

a critical if largely overlooked factor, Obviously such
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cultural elements. as the dagree of intelléctual stimulation

the child receives from his family,
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the value the society .

A LA

places upon learning, and the richness of the cultural

' environment will structure his predisposition to learn,

| Again, the structure of knowledge and the mode of presenta-

tion are heavily da

pendent on the complexity of society.

We see, for example in our own society, instructing the yo ung

by telllno about in abstraction - telllng out of

contekt —~-

as compared to the show1nc ¢nactlon which forms the 1nSuruc~

tional mode in primitive societies, Finally the numerous

exXamples of cultural differentiation of rewards and punish-

ments are as obvious intra-culturally from class to class

as they are cross culturally., It would seen that it is

regional as well,

. A thlrd problem -~ One of thg great padagogical f

inventions o0f the new educatlon — as it was the last tine

~

it was an°nted in the days of Socrates -- is inductive

; teachlng. As important as the inductive approach s2ams

to be in the teaching-learning saquence, there are ceftain

obvious problems it presents as a model for how a society

should procesed to transmit its culture to the young, Given

the limited amount of time available for learning in modern
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society and the vast amounts which could profltably be
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learned, there must be some emphasis placed on economies of

time and effort.

N 2idain

Not everything can be learned inductively,
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nor is there tims to try, We may yet bless the computer as
a resource for the presentation of general rules and that
which ﬁust always be taught by rote. Even so, it would
seem that as knowledge egpands, we must increasingl§ face
the companion questions of "what shall be taught amd to what
gnd?" and "what information_has become technologically and
culfurally obsolete and should be given lowexr priority.or
perhapé nbt’be.ﬁaught at ail?”

Schools are not random associations of.teachers,
'stpdents and administrators but'rather'are wall ordered
systems with a well defined institutional structure and
normative system, Schools are part of a wéll articulated
~ institution which has an existence apart from the church,
and even the state. As in any organic structure, all of
" the parts must be understood before any of the parts can
be systemafically<kve10ped. If we ¢onsider that the
school consists in four majér domains, the students or
learnérs, th; instructors or teachers, the materials
taught or the curriculum and the environment within which
all of this takes place, - the spatio and temporal arrange-
ments within the school, the "administrative climate",
the ways in which teachers and pupils are deployed, the
traditions, customs and folklore of that school which
makes it different from others - if we consider all of

these factors then we are looking at the school as a




social:.system and it becomes amenable t0 the same kinds of
structural analysis as any other social system, Most of our
studyifo date, however, has centered on the learner as paft
of this system and in recent years on what is taught in that
system. Iet's consider éhe teacher as a part of the
organizational structure for a moment, Three exampleé will
sufflce o
(1)  For the moment aécept all of the characteriza-
tions of the school as a series of cubicles into.which the
children and the teache ers file evéryday and in which the’

teacher must assume an essentially custodial role, Further,

lets not argue with the obvious fact that fole conflict is
"a constant.and aggravating part of every teacher's daily
life where she ié, for example, told to be creative, yet is
.g%ven neither the time nor the space within which to even
think how she might go about this and where she is commanded
to be innovative while remaihing the fountainhead of the
traditional values of the society., 1Iet's accépﬁ all of
this-and then ask what would be necessary to change the
teacher to make her into the preceptor, tutor, analyst and
mother we would have her be? I hasten to say I don't know
the answer but I do suspect that what we are really dealing
with here is much more than changing the job-description

of the teacher or giving her a private office and time to

think and plan or even firing every teacher in the country
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and replacing them with inspired amateurs, scholars,
bﬁsinessmen 6f evén a tree wnd a swimming pool or computers,
" Rather we are dealing wiéh a complete redefinition of
what and who the teacher is and, more imporxtantly, what
teaching shoﬁld be in a pérticular social system, Either
in spite of or because of the emphasis of the curriculum
référm:movement, the schooié tend to teach subject andf
no longer teach children, Any such redefinition of the. role
of the teachér must not only relate the teacher to the social
system of the school but must come to grips as well with-
the extirpation of learning from the action that takes
pPlace in the general society and question tﬁe very existence
.0f schools, |

(2) The preparation of teachers is a second area
which haé.been left to educationists with less than happy
feéults. Here again, in the interest of econony let's
dispense with any-disciplined—appfoach to the qguestion and
.accept- the proposition that what has been lacking in the
preparation of teéchers is that illusive quality which is
at once the mark of the true professional in any field and
the most austere of all .mental qualities -~ the sense for
style. Style inat, style in literature, style in logic,
style in science and style in teaching all ﬁave funda-
mentally the same quality -~ an admiration and striving
for the direct attainment of a forssen end, simply and
without waste, As in art, archaeology or culture history,

however, style in teaching can best be understood as a




- manifestation 6F the culture as a whole, what Shapiro

has called the “"visible sign of its unity" and "the inner
| form 65 collective thinking and feeling", The paradox

here. is that while the enlightenment came at least partially
as a reaction against sch;lasticism, we continue to expect
the school and the teacher to foster enlightenment without
any understandlng of it, The*elements of style in teach-
ing as.well gs_in learning their relationship to the culture
and how one goes about 1nstllllng a sense of style in
teachers are all quostlons still to be answered.

| Finally, there is the question of the role of

teacher in the transmission of cultural valﬁes. +Is the
‘teacher to be the objective purveyor of knowledge or does

he have a éefined role to play in acculturation? The
-general materialization of Western Culture and the high
value placed on technlques have seen’ education progressively
degenerate into instruction, ~ Remember that instruction is
the process of putting information into the person - it
literally means "to build igté; whereas education, in the
sense G- the Latin word from which it is derived - educere
~ "to lead forth ~-" connotes much more responsibility
for socialization. The social function of education

formal or informal in any society is to introduce the
youngster to the founding myths and rituals that bind

together those who share a common practice and doctrine
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-.and to'shape their personalities to conform to certain
ideal types. The introduction, in modern societies, of the
teacher into this process of sociaiization at increasingly.
earlier ages and with.a broader social range of children
requires attention to the guestions of who explicates the
values’and how does society determine that they are
prééérly taught? |

'All of these questions remain to be answered and
each of them has an urgency for-answering.. In a deep sénse,
they agé all.pért of that wondérful yet maddening character-
‘istic of American‘educatiqn and of the culture which has
produced it - the faith in a procesé rather than in any
particular product or attained result., As a colleagus of
mine recanély observed, social problems in Europe lead to
rgvolutions while in this country we attempt to solve the
problém by inventing a new course into the curriculum,

Until we understand-the art as well as the science of

teaching, more courses are hardly the answer,
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SUMMARY OF DISCUSSION FOLLOYING FRANCIS IANN 1'S PapisR

A major portion of the discussion following
iaﬁni}é paper°foéused on the problem of creating conditions
under which the teacher.can function in a more creative and
innovative capacity., Ianni inaicated that a prime difficulty
‘deri§es from the Qay in which the teacher's role ié defined.
First there are a number of Ffunctions in addition to actwml
teaching taken on by schoolé, and for one reason or another,
many of thess functions have conie to be defined as part. of
the teaﬁher‘é job. .Thus teachers must also be custoqians,
record keepers, etc. One solution then is to use other
kinds of individuals as well as machines to relieve the
teacher of many “secondary” responsibilitieé.

Secondly, the teacher's role has been defined
as one which allows only for teaching. Witness the fact
that any outside income-producing activity is called moon-
.liéhting. Unlike all other professions teaching is one
in which all of the teachers time is spant in the classroom;
teachers are provided with neither the timé nox the‘environ~
ment For planning, thinking or undertaking any other
activities which nurture professional gerth. Ianni
suggested that what we need instgadra situation allowing
for part-time teaching, the resgtof the teacherx's tiﬁe
being devoted to non-teaching activities providing
Opportunity for professional growth outside the educational

system,’
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Jencks commented on the incongruity between
speaking on the one hahd of increased professionalization,
which he seemed to associate with increased spécialization,
and of encouraging teachers to engage in a raﬁge of -
.activities outside the classroom, |
. Ianni, however, was not talking about increased
specializationvin its narrowest sense, but rather the
.type of prbressionalization represented by the conference
‘éarticipdnﬁs themselves —- a professional;sm that aliows‘
varied activities of many dimensions within a particular
job. In this cohte#f teachers might undertake any varieéy
of vocations or avocations during their non-teaching time
on the job -- research, social work, government activity,
eté. This suggests also that individuals who hold jobs
outside the educational establishment might profitably be
granted some released time for teaching so that there would
be a two«wéy £low of individuéls between the éﬂgools and
institutions outside the educational establishment.-

Thus, as Diamond commented, “any professionai.
has to be more than a reduction to a particular function,
-It is one of the critical problems of all modern organiza-
tion, It's a question of enriching one's exparience in
life generxally in order to be a more effective person and

also, therefore a more effective teacher both on the formml

and ipformal level,"
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THE CULTURE OF POVERTY

Oscar Lewis

The Story of Catin

.',' . I speak God's truth. I am just a little girl,

nine years old, and don't know much but I do know that
I love Arturo, Grandma, Crucita and mani very much.
.Mami,is good and gives me love. She says all the‘time.
"I have my children. I am not alone. I don't abandon
my children." Tbat's-whyrrwhen I grow up, I want to be
a doctor or a chambermaid. So when I work and earn
money, I‘'ll put it in the bank and give mami the bank
book so she can take out what she wants. Then I'll send
for Arturo and Quique and I‘'1l1l buy mami furniture and
everything. This furniture we have is no good.

I'd like to be happy like_other gir}s and have
a papa so that when mami gets sick she can run and tell
him. I 16ve my mama and will never leave her alone.

And neither will she leave me. ,

I am a good girl. I am clean, I sweep, I do
everything, and I behave myself. I mind others, obey my
teacher and all that. I don't ask my mama to buy me
things. I say to mami in a nice way, "Mami, are you going
to buy me that dress?" If she can}t. then she doesn't
buy it. The nuns say that's how you have to be good.

The boys say I am pretty, that I have pretty hair

I\ RY S




I5D

-2, -

but I think I am ugly. What I would like now is to get
ihis.iég of mine cured. .

ﬂenedicto said to me, "Don't you worry. One
of these days we're going to take you to the hospital and
havé’you fixed ub." .Maﬁi says so, too. But I am afraid
of the doctor and I don't want to miss$ school. So, what
I do is go to church a lot so I'll be cured.

. The things is, I am a coward. I'm afraid of the
hospitél. 1'd rather stay home. I'm afraid they will
. stick a needle in me and open me with a knife. The'only
way they will ever be able to catch mé and give me an
injection is if they get me when I am asleep. They told
~me they were going to take X-rays and I got so Aervous
you could hear my teeth chattering. Toya came over right
away and said, "Did they cut your leg?" I was afraid I
was going to die and then they would pull out ail my guts.
That's what they do in the hospital. They cover you with
a sheet and put you in a coffin and bury ycu. Nobody ever
sees you again after you are buried.

I cry when mami gets an attack and goes to the
hospital, because I hagg to stay with the children. That
pra'doesn‘t obey me and begins pestering me. Mami tells
her to do something and she doesn't do it. When she be-
haves badl& I smack her in the face. Mami doesn't want

me to hit her, but I do it so she won'’t be calling me nasty
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names.. I'm tired of taking care of the children and it
makes me mad.
If my cousin Gabriel stays over it's even worse. -

If mami leaves a sausage, Gabi and Toya eat the whOle thing.

They eat all the bread, and when mami comes home I am the

one who gets all the blame. That's why I smack Gabi in

the face, too. That child is a big rascal. When I go

to his house he doesn't want me to touch anything. Aunpie

Flora sﬁys to ﬁim, "Whatever is here is for everybody, not
just for you." |

That boy! One day I dreamed that Auntie died
and Uncle wanted the things in the house for himself and
‘he brought his girl f£riend Lella there. But I told Léila
no, she couldn't have the g}ngs. Then, right away Gabi
éame and said, "Flora told me that nobody was going to get
those things." '

And so I said to him, "Look, Gabi, you get ouﬁ
of here! Those things are not yours. Auntie told me way
back to take care of them." That child is always butting
in.

What I would like is to go back to Puerto Rico.
I am éding to tell mami that when school is over we should
leave. Thgy don't cure her here and the doctors are making
her nervous. 1In Puerto Rico they will cure her. Then she

could go back to work. She can't do that here because she
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is in the hospital so much. She says that when I am ‘a. big

girl and she is working, she is going to buy us realopretty

c¢lothes.

My own mother is bad. She has about a hundred

children. She gives some éway and the others she neglects.

She dresses herself up real pretty but the children go

aroind the house with shit in their pants.

They say that a man who lives with my mama was

my.papa and that he gave her a beating for mistreating me
and so she threw me against the drainpipe ané broke ny leg.
That's why mami asked her for me. Mami wanted me and asked
" her for my clothes and took me to a hospital. She says that

she alone is my mama and Arturo is my papa.

I remember that we were living in the country

with Arturo. Mami and Arturo used to fight there. He

g would hit her hard becauge she didn't listen to him. That was
z‘. why we left and went to La ﬁsmeralda. Arturo was paying-for
n the room but one day mami began to fight with him and she
picked up a knifeé and went after him. We took it away
from her. Arturo left but he came back a few days later.

Then mami went to work in don Camacho's bar.
She worked selling, collecting the money and serving the
tables. She sold rum. She worked and paid the rent and
Arturo took cére of us. He would éet up at one to go to the

store and he brouéht us lunch. Then he would go for Quique
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and 1e§ him play in the street. Mami continued in the
Iife é;a she would leave us with Arturo.

I remember mami's dead husband, Tavio. He was
very good to me. He gave me a very pretty dress. He was very
stroﬁg, taller than mémi} and he could jump the fence with-
out hurting himself or anything. But one day he went out
with his friend to get some things for mami . . . a lot
of things all of gold . . . Then when he was coming out,
they were waiting for him and they.shot him. I think ﬁe
used to go out to steal, because that's what Mami said.

Thatfs when mami's attacks first began. She
loved him very much, just like Arturo. The funeral was
~Yeal pretty. We still have some pictures of thé funeral.

Afterward don cémacho used to come to La Esmeralda,
but I didn't know him well because he would be in the living
room in Grandma's house. What I know is that don Camacho
was an old man with a house and a wife. But he was.real
rich and had bars on every street.

Simplicio began to work for don Camacho, too,
because he got married to Flora. I knew Flora when she
lived with Fontanez. I used to go there, but Fontanez
didn't like me because-f would come to tell Flora that
Uncle wanted to talk : to her.

i remember once I saw Simplicio giving Alvaro's

wife some beer and I went and told Grandma. Fernanda and
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Flora went over there and started a big fight! Alvaro's
‘wife hid because Auntie was going to kill her. Then Uncle
took a bat and was going” to beat me, but mami came and
started to fight v;ith him. |

After that don Camacho paid the fares for all of

us to go to New Jersey--Simplicio, too. We went to live

.with Felicita, who was the Edmundo then. Edmundo made a

. lot of faces over that. He always had a long face. Simplicio,

Flora, Felicita and all the children were living there, except
Felicita's twins, Angelito and Gabi, who stayed with Grandma
in Puerto Rico.
| One day in Fela's house I went through the bedroom
and Fela was naked and so was Emundo. Fela began laughing
and I said to her, “"You shameless thing," and I went out. I
told mami but she didn't say anything. And then Felicita
made fun of mami.) So we did it back at her and Quique said,
"I have to defend her, she is our mama."

| Mami took a room and we began living in that other -
house. It was a real big one and mami worked right there.
She kept on working and began to live with Eddy: He was

all right. But I hate all the husbands mami takes and I

"don't call them "papa" or anything. Once he started to

fight with mami and she went and burned him
On my birthday they made a p_afﬁz. That was when

mami went crazy. The day of my party there was such a .

fight that mami was screaming. She gets very nervous. She
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was. very pretty that day and they knocked.herfﬁrrings off.
There was a nice glass door there and they smashed'it and
everyﬁhing else. Mami was biting the man, so he hit her
and Cruz grabbed a knife. Mami got nervous and began
screaming, "Get out of here or I'll kill you!"™ And she
nearly did. Well, he 1éft.

‘They took my mami.to the hospital in a car and left

her thére: Thg thing is she can't stand it if she gets hit
in the head Qery many times and she was in the crazy house
for two moﬁtﬁs. Théy took everything.away from her in the
crézy house, her watch and all.

Eddy used to go to see her, and Cfucita, too. We

‘used to peek in and see her through the window. The

window was all barred up, because she threw out evervthing
. they gave her.

. We stayed with Crucita, who was good to us. At
lunchtime she fried us egys and gave us potatoes with sweet
sauce; and for dinner she made soups and éverything. Crucita
wasn't working oﬁtside, as there was a man by the name of
Jorge Luis who was in love with her and bought her every-
thing.

' Crucita wanted to go back to Puerto Rico and
abandon us. She had her ticket and money. Then they got a
ticket for mami, too, while she was in the hospital, and

Crucita got tickets for us and we all went to Puerto Rico
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When we were in the airplane, I said to Crucita,
"Conmb my mami nicely." Grandma was glad to see us. She

was living with Hector when this happened. Grandma made a

special vow and that was why mami got cured. So then mani

began working for don Camacho again. He gave her money and

mami rented a room.
A Arturo used to take care of us. He is really nice
and I love him and he loves me. I had a lovely photo of him,

and Emilio, Crucita's husband, tore it uwp. He thought.it

was some sweetheart of Crucita's.

Tﬁen, I dbn't know, bht.when'ggmi carie here to New
; York she left ﬁe behind. She said she didn't have the fare
for me but only ‘for Sarita and Toya and I.ﬂad to stay but

- that she would come for me later. Quique didn't go either.

because he didn't want to.

AT Y

Well, so I stayed. In the daytime I was at Nanda's

héuse. It was good there because Hector was nice to me. He
worked and bought the food and she would cook a great big
potful for everybody. She would give some to Arturo and

to Eufemia, the-ﬂext—door neighbor. I nate a lot, but Grand-
; ma always gave me plenty. One day she took one of those

; short sticks and beat me with it because a neighboxr haé hit
| re and I had scratched her. I wasn't going to let her get

aWay with it. I hit right back. So they came and told

Grandma. I got sick with a fever. I would get asthma and

I was.always catching cold. That's why I am so skinny.
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Fernanda didn't pay any attention to me at that
time because she was in love with Junior. That is why I
hate Junior. I don't like him: I love Hector. When

Hector went to work, Fernanda would open the window and

. - begin whistling. "Who are you whistling to?" I would say

to her.
"Junior," she answered.
"What if Hector catches you?" I'd ask her.

'On Thanksgiving, Hector boughtNanda a roast

turkey, and he gave it to her and said, "For you, negra."
And would you believe it, but thaf afternoon when he came
back from work he found Junior and Fernanda kissing. So

Junior left and ‘I went to his house and said to him, “Why

. don't.you go away?"

Crucita went and said to him, "Junior, vhy don't

. Yyou go away? <Can't you see she loves Hector more? Because

when she's broke Hector gives her money."

I slept with Arturo and Quique. I didn't stay
at Fernanda's because when she got drunk there was no
living with her.. She woulq put on pants and begin dancing
and carrying on and Crucita pulling at her to try to make
her stop. There was no living with her when she was like

that.

Arturo lived alone. He says he doesn't maxrry

Dbecause mami is his wife. He didn't dare bring many women

arouna because of Quigue and me. I would knock on the door

real loud and say, "Arturo, let me in. It's nighttime."

F&7
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When he didn't open, I would go looking for Quique and he

would come back with me and say, "Papi, open up, it's me -

" and Catin. It's raining." It wasn't really but he said

it just so he would let me in. If he didn't open, Quique
would climb over the housc and go in through a window.
One time I had to throw that drunk Pucha out of

there. I said to hey "You get out of this house. You

. don't live here and can't give orders." I got her out but

she gave me a slap, a real hard one. Crucita heard and
came right over. I was crying and she spoke real nasty:to
pucha.- .Pucha is a fresh one and that is why Crucita
insulted her and bawled her out.

Finally Nanda left Hector. It happened on a day
when we were eating at Crucita's house. Arturo was very
warm and Quigque was sweating, so we moved to the bench out-
side to eat. Hector came and caught Nanda and Junior |
kiséing and said, "What fine thing this is!" So right then
and there Nanda pulled out a Gem she had, broke it into
pieces and cut Hectér. .Artuio jumpéd in and held her to
stop the fight. They were going to send Nanda to jail but
Hector didn't want that. I kept quiet because there were
a lot of people around.

Arturo left for the country and we went to live

in Crucita's house. Bendito, but Crucita didn't have money.

. She had so many things to pay for and the sick baby to take

care of. The little house was so small.

e MmN e L~ -
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Then Crucita lived with Alejandro. He was good.

" _He boudght Crucita a bed and I slept with her. Whep he
came off the ship he would give everything to Crucita and -
tell her to go and pay the grocery.bill and buy whafever
she wanted. It was fine, except that Emilio still loved
her and always kept spying on her. He came to Crucita's at
night to fight. "Why do you open the door for him?" I asked

her. "He threatens you with é gun but that{s nothing to you.

1f I.were'you I wcul@n't open ;he door . "

. Crucita is lame. They are going.to send her éo
New-Yo;k to éeé if she can't bé cured; but she doeén3t wanf
to leave the children with anybody. I feel sorry for her
and would like to see her again. She was really nice and
would play with us and everything. I would call. Angelito
and‘Quique and tell them ta get together a gang because
Crucita was waiting to play with us. So we would go there
and she would tell us all to line up to play hide—and~§eek
or whoever-touches~this-wins. I'd run and run and win.

Once a.fight started because Quique called me
cripple, even though he doesn't like it when they say that
to Crucita. A kid was saying it to her and Quigue punched

" him in the mouth. Angelito held the boy ‘and Quique punched
him. Crucita said, "If he c¢alls me cripple again he better
get away because my nephew will beat him up." |

But Quique teased me by calling me "cripple.”

He likes cats and has a lot of them. So I told him thét
if he called me "cripple" again I would throw out his cats

and he said, "O.K., I won't call you 'cripple' any more."
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Crucita was the one who bought things for me.

Mami sent Fernanda money but I never saw any of it. Fernanda
wanted it for Junior. Crucita put me in school and I liked

it véfy much. I was going into the second grade, and

Felicita was still saying I didn't know how to write, that

Gabi was the one who kne&. But I was good in school. The

teachers hit me only once. Crucita would fix up my clothes

to.go fo school and so did my Grandma. Nanda would buy me

my uniforins. Once she said to me, "Catin, go and pawn_ this

chain for mé. You have to go to school tomorrow and you
have no sﬁdés."

It was Saturday and Axrturo had not come for me
that day. Arturo came for me on Saturdays.and brought me
. backfanunday. When I was going to pawn the chain, Emilio
went to Crucita's house to’ beat Grandma. Emilio owned a
. gun and he had traded it with Hector for a knife, "You're
a no-good‘pgg," Nanda said to Emilio and he hit hexr. I put
down the money I got for the chain and went for Auvntie. I
knocked  ana knocked, and in a minute the'police were there
and they caught~ﬁmilio with that 1qng knife he had. Arturo
and nearly everybody -came to see. Crucita did, too.

What happened.was that Hector gave Emilio the
knife to kill Junior. Hector didn't want to get into
trouble, so he sent Emilio. And Emilio said, "All right,
.if I get into trouble, you will too. I know you're a good

man, Hectorl You treat my children good." So Emilio was




TP £l

N 35/
looking for Junior. But Junior went running home and Hectox
sgid,_?I'll get even for this sliced-up face of mine. That’s
ho& she is, m& negra'"

| Look how nice Hector is. He told Nanda about the
job at dona Ofelia's. Otherwise Nanda wouldn®t have gotten
it. Sometimes I used to éo over there to help Nanda sexve
the tables, and wash the dishes and scrub. After Nanda
sexved all the people and e&erything, we would shut the door
tith and 'sit down to eat ourselves. Then we would clean off
the tables aﬁd all that.

I can say that Crucita never beat me. But Fernanda

did. When I got home from school, Crucita would send me to

wash Chuito's diapers. I liked doing it. And she would £ix

.my clothes for me and all so that I would be neat and clean.

Crucita loves children, but ﬁust imagine, Emilio nearly took

“her little girl away from her:

Once there was a real big fight in Papo's place.
What happened was that CGladys came to Cruz's house once and
Alejandro fell in love with her, but Gladys is a cdward and
doesn't fight faii. Inckily, Fela and a friend mixed in and
defended Cruz. You see, Gladys was carrying on with Alejandro.

"I knew Alejandro before you did," Crucita told her.

' "We knew him before anybody here. If you think you're going

to get him, you better beat it right now."
The next day Auntie Fela went out on the street
singing, and when she passed by on the side where Gladys'

house is, they tried to hit her with a bottle. Auntie Fela
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fought back, though. They took a punch at her but she
ducked;'and it hit a friend of Auntie Fela's, but he
. grabbed her and heldhex back. Then Crucita got in it and
said, "Drop that bottle! I know my husband is in there.

You c¢an have -him!"

And that'is how life went along there.

Felicita spent all her time picking up men, and
she would say to me, "Put the children to bed for me and
I'il give &ou money." She didn't pay Crucita anything for
taking care of the children at night and that was‘why
Crgcita got angry. Because she can't work much on accoﬁnt
of being lame. She was always fighting with her sister ﬁ

because Fela negiectéd the children. Cruz spoké real

‘rough to her. “Great whore, why don't you attend to your
children," she would say. Taking care of those children

‘of Telicita's was killing me. I was so skinny that I hardly

had any strength to do anything. And I was so nervous I
couldn't even pick up Chuito because I was afraid I would
drop'ﬁim. Tﬁen on e day when I was coming out of church
with a lot of people around, Felicita got hold of me and
slapped me. She always does things like that so people will

talk abcut us.

Arturo and his son once wanted to take me to the
country. chirpa is Arturo's son and he has a little girl
who looks like Sarita, and a very pretty wife. I said yes,
yes, I wanted to go. Because there is a rowboat there that

relongs to him and a long bridge. I ride in the boat and
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jump in the river. Arturo made a little playhouse for us
and wéoused to climb up on top of it. At this house he
would‘be having us ride horseback or be bathing us in the
river or playing with us. He is vexy good. I would like
mami and Arturo to get ﬁogéther again, but she doesn't
want to because, she séid, he is black.

So that is how things were wvhen I was sleeping
one day in Crucita's house. At about one in the morning
there was aoknoék on the door and it was mami. She hﬁgged
me right away. I didn't sece Sarita but I heard her talk-

ing English: "Mami, come over here." and "Mami, vour friend." '
g 3 ,

Mami. didn't know any English, though.

iégg;étayéd at Crucita's house. She went to
visit Hector and when she saw his cut-up face, she got
furious. "How did that happen?” she wanted to know.

"Your‘ggmg, But that's nothing, she's my negra,"”
he told her. Then Lebnor, the wife he has now, came out
and gave him a shove. So Hector kicked her and she hit
Gabi: Memi said to her, "Leonor, if you beat that child,
you are going ﬁo'get into trouble, because he is my nephew.
If you touch him, you are going to have to settle with me"

The next dayhhami asked me what Cruz said about
her. "Nothing," I told her. "Cruz said you got attacks of
hot pants." .

"Oh, that's nothing. Don't pay any attention."

I told mami I wanted to go back with hex, that I

was tired of Puerto Rico and didn't want to live there.




I saiq I was dying because Grandma hi£ me all the time, and
i.coﬁiAn't hold out much longer. yggg;tbld me - vas a
good' thing she came to see me. So than I told Cruz and |
she said, "Don't go. You're in school. Soledad will cone
again next year and you.can leave with her then."

I said to her, "No, I'm leaving. I have to learn
English. I must learn:i”

"Write me,"Crucita said. I would but I don't know
her address. | ‘

.The trip was all a blank. I got airsick. When

I came to, they were saying, "Fasten your seat belts. We

are about to land." I asked mami where we were going, but
she didn't say anything.

When we came out Benedicto was there, but I didn't

recognize him. I kept looking hij. over because Toya called
Xim papi.
"poya, don't be calling him papi. That'é not
your papa,” I told her. Toya's real papa is Tavio.
"Yes, he is my papa," she said.

When we got to the house 1 asked mami, "Mami,

vho is he?"
"That's my ﬁﬁéband," she said.
"Hushand? Oh. I'm going out, mami. I can't
take that;" I told her. So I went outside and ate a piece
" of cake.
.I cried all the time when I first came to New

York. It was the beginning of the cold weather and I

didn't like it. I missed Arturo and kept calling for him.




At night I couldn't sleep. I missed Chito, too.

I Benedicto never did anything to me. But it's
that I hate all the husbands mami ever had. And he beats
mami. -He stays out all night and they fight over that a
lot. Mami gets furious and beats him. One time he vas
going to punch mami, and.she ducked and he hit his fist on
a drawer. Then he said to her, "Ay, Soledad, fix up my
hand for me."

"Drop dead! she told'hiﬁi
I-loved that. Mami had got the better of him.
I hate Benedicto because he says that if I keep on hanging

out in the street he is going to send me back to Puerto

Rico.. That is why, when he is around, I lock myself in

the bathroom and don't come out. The thing is, he beats

mami and drives her crazy. He punches her so hard he

knocks her.against the wall.

I keep safing to mami, "Let's go to Puerté Rico
to Arturo. Leave Benedicto, because one of these days he's
going to hit you-and kill you." But she doesn't listen to
me. So let her stay with him!

When I am big, I am going to say to Benedicto,
"How much money do you.ﬁant to leave my mami?" Then I'll
sénd for Arturo and Quique. If Arturo is around when

Benedicto tries to take advantage of mami or if he grabs

us and smashes us against the floor, he won't get away with

it.
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I don't know why, but once there was trouble .
and.mgéi sent-me over to Uncle Simplicio's house. I
slept. on the caucho there and Flora took me to Delancey
Street. I put on shorts and washed the bathroom and
scrubbed and washed dishes for her. Then, when Flora
began to work, I came back home. But now, since Gabriel
is there, they don't want me. I say to him, "Uncle, can

I go for the weekend?" But he won't let me. When Gabriel

isn*t here, .though, he does want me. That's the thing.
Now vhen he wants to take me home,®I tell him I won 't go
with him. "You want Gabriel?" I say to him. "Then stick
with your Gabriel."

I beat Gabriel because he hits me:. If he hits
. me, I am not just going to take it. He is a very nice-

looking boy and thinks he is Superman. The only difference

" is, evervbody loves Superman and I ha&aGabrie;. Uncle is
always buying him a.gégg and everything, and telling me
what a good.boy he is. He aever stops'taling about it.

He téﬁk him to Pennsylvania twice already but he wouldn't
take me. It doesn't matter though, because mami is going

" to take me any day now.

Uncle is no saint. He doesn't gamble because he
knows they might arrest him. He drinks, though,_and has
girls. He is in love with the little girl  from across
‘the street. "Let's you and me kiss," he says to her.
"Catin, cover your eyes. Cover your eyes." And he goes
chasing her around the table. I know he tries to make love

to that little girl. Then she gets mad and says, "If papa
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" herself on the floor and bites her tongue. She wants to
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knew you were trying to kiss me . . . I am going to tell

" my papa." Simplicio is no saint, even though he tries to

make people think he is.
I don't like to play with anybody, just mani. We
jump.r0pe, but mami comes home late from work. I don't |

have many girl friends. Those friends of min-just give a

- pexrson trouble.

. One day they said that mami is a whore. I
ansvered right back, "Isn't your mama one,-too? She picks
up men and takes money from then."

Riqht away, Aida says to me, "No, she never does
that."
“Oh, no, never'" I said to her, "Wait till she

sends you outside with the baby so she can get the money

from the men. But don't worry, I'm going to tell mami now.'

So I went and told her, “Mami, Aida.says you're a
vhore and pick up men." Mami went to Aida's mama and said
.to her, "say, tell.Aidé I'm not a vhore." Then she went .
and locked herself in the house and right away she got an
attack. She can't have bad things happen to her because
she gets that way and can't speak or breathe. She throws
bite it off.

They say that mami. goes to meﬁ“s houses fut mami
says, "Nobody can say anything about me because I do it so

my children can eat."
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I feel sorry for mami. I wish she wasn't in trouble
with anybody. Let héer not talk to Rosalia because that old
woman has a longer tongue than I. Rosalia is the one to

blame for everything that happens because she introduces men

to my mami and then gets her into trouble. I think she told

Benedicto that mami was in love with Elfredo.

One day I went looking for mami.and they told me,

Your mama is at Elfredo's house."

I acted innocent and said, "Who is_. Elfredo? I

© don"t know him." I-was afraid on account of Benedicto

because they fell in love in his house behind his back,
Elfredo says he doesn't beat women and I like men like that.
Elfredo brought us records and played them. Benedicto came

and saw them so I took and gave them back to Elfredo. "“"Here,

Elfredo," I said, "take them so mami won't have trouble."
Right now we have to take advantage because

? Benedicto has a lot of money. He came back from the ship

/ with it., I am going.to fsll.ggggzto ask him to get the

television out of -the punchoff so that when I come home from

school I can sit on the couch and take a rest watching

. television.

Yesterday I told mami that Benedicto was talking ,
English to Rosalia. They just said a few words but I went

and tcJu mami because she gets mad when he speaks English.

My mama hates English. So she said, "Listen, go tell

Benedicto to come here."

gy
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When Benedicto came he said about me, "That.child
should have her téﬁéue cut sff; One of tﬁeée.days éhe's
going to get us all put ih jail."

Elfredo and mami ﬁept seeing each other, but mami
wanted him to give ﬁer money and buy her things whether he

wanted to or not. He would say to her, "Wait a moment!
Take it €asy, Aaughtef. I haven't collected yet."

| One time mami slapped Elfredo because she saw him
with é woman.. Then sﬁe got ver§ nerxvous and had an attaék.
Elffédo"sﬁoppedjcoming around to the house and I said,
"Elfredo got married." Mami told me he was not mariied and
to stop coming around.with gossip.

. The thing’is that Elfredo knew that mami was in
love with the Colombian and I think Benedicto did, too.
It's Rosalia's fault. because she told mami that this
Coiwmbian was nice and so he gave‘mgé; the eye and invited
us to the movies.

I gave mami a dirty look and later I said to her, .
"Mami, is that maﬁ going to the movies with me? I won't
go. You know I don't like Colombians."

Wnen mami is in lowe she acts different. She
stays out in the street. I think she is going to stop
going with men because she has these attacks. If she is
going to have bad times with nen, she better leave them.

Oh, my Lord: I want her to leave them.
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Imagine, that Colombian left mami in the lurch.

Every few minutes mami would tell me to go see if he was

coming. And I would answer, "Oh, mami' I'm not your
servant. I'm not going to be on the lookout for him: I
.Qiéh all Colombians would arop dead." .So she grabbed me
and hit me. 3She gave me two slaps in the face in front of
Uncle.

Mami was even going to poison herself on accont. .

of him. She was lying back on the couch when she called me

and said, "Catin,.bfing me ‘a glass of water. I am going to
‘take thesexpills to poison myself."

‘ I gavé her the water and ran out yelling and
crying. When I came back she didn't open her eyes any'more
or answer, or anything. They called.the.ambulance and
tbok her away. We stayed with the lady next door but they
brought mami back right away and she was well.

I am afraid that if Benedicto comes béck there
is going to.be trouble here. Rosalia might tell him abpdt
nami and the Colommbian. The thing is that they lie down
in mami's bed and we get into the bed in the other room.

I have seen them kissing.. Yes, that's the trutﬁ. If
Bernedicto goés after mami and hits her, I am not going to
talk to any of them again.

WhatiI would like to see is Uncle beat up

Benedicto. If the'police came he could say, "This man

¢
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began beating my sister and I just defended her." And
he éould briﬁg‘mgmi as a witness and nothing would happen.
Mami put me in school now, and it's better there.
I can learn English. I love to talk.English. After I know
'hgw, I can talk in English and she won't know what I am
saying.
I have been here for a long time already and so
I am forgeﬁping Spanish. English is what comes into my
ﬁeéd. In school, I want to say "Ven aca" and what comes
out is “Come on." Mami savs that if I learn to talk
Enc:lish she'll beat me. But I tell her I would love to
- learn English. I start talking to Sarita and mami says
to me, "Listen, you shut that mouth. §0u are not éoing to
talk English around here." She gets very mad.
So I tell her, "But, mami, I have to learn to talk
English, because if I don't I'll get left back in school."

Mami says, "I hate the Americans but not the

ones who speak Spanish."

Mami didn't want to buy me a notebook I needed
for school. I began to .ry but then I stoppred. She just
left and didn't even listen to me. That's why they gave
me F. And at home the kids .  throw my things.around and I
can't find anything. Now I can't find my pencil case.

The schools are better here. They mistreat you

in the.schools in Puerto Rico. Mrs. Guerra, my teacher in

A A
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Puerto Rico, was a bully and made me kneel down and all.
1f you come late here they leave you aloné, but in Puerto

" Rico you have to go to the stupid principal. They grab the

children by the hair there and they don't let you play.
They.tell you to go to the bathroom and come right back.
Not here. Here they let you play a lot and the lunches-
are better. They give fresh milk and all kxinds of fruit.
That's why ‘I like school better here.

But the children here aré worse than the ones.in
Puerto Rico.: They bully me. They muss my hair and one
girl scratched me and Sarita and didn't let us eaé. But
that doesn't matter. If that girl hits me I hit her back.
I have two good hands and I can hit back. But bélieve me,
I used to be afraid. When I got home I told my.mother and
she said not to be such a dummy . . . that whoevever hit
.me} I should hit back. Since that time I don't let any-
body hit me any more. |

When I grow up I am going to get even with all
of them. I want to go back to Puerto Rico, but only after
I know English so as not to talk Spanish to anybody. ¥Not
even to mami. I will talk to her in English. I'll call
her "Mother." As I won;é know much Spanish, I will take
somebody with me and I will pay their fare just for them
to speak Séanish for me. And so, I'll tell this friend

of mire who speaks Spanish, "Tell my grandma to leave Junio¥

792
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because Junior won't do her any good."

Then I'l1l go to Hector's and I'll tell him,

' "Don't worry, Hector." Hector knows English. He is a

merchant marine and the merchant marine know a lot of

English. So I will be able to talk t6 Hector and he will
understand. I will say to him, "Don't worry, Hector. One
of these days, Grandma is going to leave Junior and go
back to you. Mami is coming over here to fix it up.”

| I ém going to tell Junior's mama, too, "Now
look, dona‘Celestina, tell yourson to go look for some-
body else. and that Nanda is not young. So let Junior

leave her, because I can't keep on spending money to be

.coming here."” Maybe Celestina will tell him, because she

used to hate Nanda.
Oh, how Grandma will cry when I get hold of her

and say, "When we were little, you didn't want to take

- care of us. Now you can't be with Simplicio because he is

with me in New York."

And if Simplicio is there, I'1l say to him,
"Listen, Simélicio, tell your mama to forget about me. I
didn't come to see her. I just came to see Crucita."

And theﬁ I'll go to Crucita's and I'll say,
Crucita, do you remember how it used to be, Sure you
remember. You don't know English, Crucita, but come to

New York and I will help you take care of the children.
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You'll live with mami. You know, I'll give you a room for
.'yourself-and for Anita and Chuito."

Benedicto has to fix up this house and hot keep

it like a dump. We have money in the bank. This is a

b

" good house. When mami fixes it up it is as pretty as it

can be. The bad thing is that the neighbors don't let you
sleep and those children turn the place upside down. That
_Toya has her bed all rotted out with pee and that makes
mami mad. |
. -Oh, my Lord! If only mami wouldn't get any moxe
of those attacks. She gets the attacks more on account of
Benedicto than anything else. It's:because he wants to :f
use her like she was a servant. “Soledad, put my shoes on i
for me. Soledad, my shirt. Soledad, go buy me this." He
orders her and ordexs her anduggmi'cqp't walk‘much. And

how they fight! One day mami was goiﬁq out and Benedicto

had to go somewhere too, So mani toid him, "I'11l be back
when you are, because I'm not going to be shut in the
house here ﬁy myself.”

So he said to her, "Who gives the orders? You

or me?"

"Me,;" mani said to hil, “because you are not my
husband any more."
Sc he grabbed her and punched ler and mami pulled

a knife and was going to stick him with it but he held herx
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~off. Mami nearly killed me because he grabbed me and
.shéved me in between the two of them. He tried to cover
himself with Sarita, too. He hates us both. Mami would
have killed him if he hadn't covered himself with us. Then
Benedicto tried to get the knife away from her and tried té
bernd her hand until finally the knife stuck in his finger,
‘"I cut my own self," he said.

I called him a liar and Toya called him a fairy,
a son of a whore, and all kinds of bad things. I felt like
taking “that cover off the knife and sticking it through his.
head. It is a-strong thing and if you stick it inmto some-
body he dies. I wanted to stick it. into him, but I got |
into bed all nervous and shaking.

This is the last time he is going to hit her,
because if he does it again, I am going to stiék a‘knife
into him so he can't take advantage of mami any mére. Men
are bad, all of themn. ?here isn't a single good one. Thet's
why, when I grow up, I am nof going to get married. I am
going to be a nun. That way you can be alone and Qork and
earn 2 lot of money.

Nearly every week we go fo the Pee House. That's
“what they call the movie theatre, because everybody pees on
the fioor. It's down Eagle Avenue and it's cheap. All it

costs is a quarter. We go in at one o'clock and don't get

back sometimes until ten when the pictures are good.
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Oh how I like going to the movies with mam1
Because mami likes the funny pictures and enjoys herself.
She laughs the most at Cuguita. He is a man who dressed
up like a woman. He puts on a dress and a wig and ribbons
and he.looks like a fat wéman and he dances real nice.

I like the one we saw about Zorro. It was real
good. ' Antonio Agquilar was in it and Antonio Aguilar's
brothcr. He played Zorro. He had daughters and when they
glew up they could ride horses and everything. So they
grabbed- the bad-mgn,.the rich ones, and took their money .
and gave it to the good ones, you know, the poor people
the ones who send their childrei to school dirty and all
that. I feel sorry for them. Then after that the fatﬁer.
Zorro, got old and they shot him with an.arrow, but the
daughters saved him.

When I grow up I would like to be one of the
Zorras so when I go back to Puerto Rico T can put on.the
Zorxo clothes and get a horse and begin helping theipoor.
people and kill the rich ones. They have to get what's

coming to them, and I will kill the crooks too.
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SUMMARY OF DISCUSSION aAFTHR 0SCaR IkwIS pPop3R

" The discussion centered largely a round three
topics: the Puerto Rican cultural background, anxieties

and fears rising out of that background, and the problems

' of Puérto Rican children in s chool,

In general, Oscar Lewis pointed out, Puerto Ricans

have far more physical mobility than Kegro slum dwallers;

. while the latter are frequently locked into their own little

world of the ghetto, Puerto Ricans tend to travel between
the island and .the mainland a great deal., Some 3% million
Puexto Ricans make a million such trips every year.

Lewis tended to think they were thus "escaping their
problens,” though there was a sharp rebuttal that ﬁew Yoxrk
slums are as much of a sewer as Puerto Rico's, hence provide
no escapa,

Iewis was struck by the differences between Mexican
and Puexrto Rican slun dwellers, The former had far more
sense of identity; ﬁe haﬁs because they had as a people,
fought for their independence. Historically, Indian
civilization in Mexico resisted conquest to a degree

unknown in Puerto Rico, Over a 300 yzar period, some 300, 000

‘Spaniards had been absorbed, creating a specifically new

Mexican culture. Puerto Ricans, on the other hand, had
remained a colony of Spain for 400 years énd, in 1898,
when the US took ovar, had just about reached commonwealth

status. Thereafter, they were once again, subject to naked




colonization, this time by an English-speaking culturé.
The‘améunt of cultural disintegration, furthermore,‘could
be gauged by the relative disinterest Puerto R%cans have
in their African origins - unlike Cuba, where African
'CPlturé has bean a subject of intense interest,

No one, of course, could deny the material progress
of Puerto Rico made in the last.20-25 y8ars, but one should
remember that this progress was unevenly distributed.

The effect of this history was to create a deeply.
alienated people, a people with little pride in themselves,

Oscar Iéwis' material, it was felt, illustrated
the basic fears, hates and deprivations of Puerto Rican
slum children, Cextainly the deepest féar in the hineéyear
0ld girl was that of death and illness, ‘Recurrent.themas
also were: violence, lack of constancy in marxriage and
saexuality, and the fear of being abandoned. Curiously
enough, references to food wére few., But all in all, the
humanity of these kids pierced through the terror and
violence of theix- lives. Paul Goodman wondered whzther
the large number of adult figures which entered into
Catin's life (as contrasted with the usual pair important
to a middle class child) did not intensify this comparative
sense of what is hunan, A slum child, he noted, can also
be expected to see through certain kinds of frauds teachers

try to.put over on him, probably bescause of the "honesty"
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of his harsh background. The same background, on the other
hénd, had institutionalized the ¢hild's family role into
that of a nurse for smaller children., These conditions

not only prevegted kids from doing things like homewofk,
bﬁt'alsb, in some cases, pfevented a child from even knov-
ing how to play.

The constant search for security in - Catin and
other slum children, which was both a personal and class-
wide neurosis, drove her to schocl, It was- important to
note that she felt that learning English provided some
distance from her home., Other positive reinforcements
motivating her to attend school were the relative kindness
of fhe teachers and the school lunches, |

On the relationship of teachers to slum kipds,
Goodman noted that teachers had frequently come out of
slum backgrounds themselves, though perhaps several
generations back, As a result, they feared the kids and
sought to defend themselves from them by dressing weil, .'
polishing their ndils and so on, Furthermore, their fear

of the kids drove them to be more punitive than they would

" be with middle class kids. ("We must have discipline”).

There was no way of improving this tendency other than
talking to teachers, one by one, and explaining the root
of theix behavior. The children, on the other hand, could
be helped by making it possible for them to interact, not

necessarily in a formal learning situation, with "warm"
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adults, In such a setting, they might also come t2o discover
that they were not unique in their suffefing, that many other
~kids were going through the same thing. This discovery
might éone down their anxieties,

No, someone said, the main thrust of the educational
experience in school should not be to teacﬁ kids about slums,
That was pricésly why Catin wanted to go to school -~ to
get away £xom home,

| | éha point was refined not whether slum nor middle
class children understand the uniqueness of their cultures,

hence they must be taught the salient characteristics,




SCIENCE OfF TEACHING

Paul Goodman

In a sense there cannot he teaching at all,
since learning must start from the learner's intrinisic
~interest and need, which provides the enexgy f£or the
Gestalt of what is learned and assimilated as second-
nature, Because of this, Carl Rogers denies that there
can be teacbers at all, though people do learn..
| Attempts at teaching -~ either to proQide
"motivation" or to provide,K experience not meeting
intrinsic need —~.can be positively harmful., Children
learn to speak excellently where no formal attempt is
made to teach, but parents and peers pfovide a milieu -
O0f code that is picked up because of the child's need.
On the other hand, teaching reading in many cases seens
to prevent learning reading, and in the majority of .
cases it results in superfiéial reading~gkill. and
wooden writing, Likely most normal children, in not-
undecprivileged urban milieu, would pick up the reading-
and-writing code anyway by age 9 or 10, without Fformal
teaching,

To learning, the child brings: - exploring,
questions, aping, taking purt, coping, sociability.

"Teachers" can meet the child by answering

questions, making environment fairly safe and copable,
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making -it authentic and relevant to child life, providing

good parsonal models, and also besing sociable,

There is no need at all for a pre-sat "curxiculum"
.in the elementary years (to age 12); trying to meet the
f child's devaloping interests is sufficient, The important
é : task is not to motivate but to avoid discouraging the |
, éhild's intrinsic motivations.
Typas of "Teaching”

l, Training -~ processing - instruciion (in the
1 | sense of Skinner's oﬁgrant'conditioning):

This is a procaess Of excluding all alternative
motion or motive (by isolation of punishment) that does mot
; ' lead to the programmer's goal, Suffexring inasvitable
: éefeat in his own desires, ths subject identifies with the
experimenter and temporarily takes on his motions,

Such conditioning dis labile, and is lost at
any negative re-enforcement., (So K, Goldstein),

Contrast with sacond-nature learning, e.g. riding a
bicyle, which is never lost

Most successful examination-passing is to be
b ~ interpreted as follows: the real-life situation of the
| student is the need to pass; what is “"learned" is a means

to this end, apd is forgotten as soon as the need vanishoes.

(2) Sometimes incidental lzarning occurs

during the training, when the program happens to touch on
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-an intrinsic nzed. . My hunch is that very many pedple who
have really learned to read and write did so‘by being
processed in ths code during the first grades, and then
really learning to read with their own books at their
own pace and according to their own interest.

(b) Processing can also look like learning when
it meets the intrinsic need to don the social uniform and

ba like ths others.

. 2. _ The most natural kind of learning is objective
interest in a real enterprise. The "teacher" in tﬁis
case is really providing an apprenticeship.
In my opinion, at the secondary level (high sclool)

the best method of "teaching" cultural subjects would ba

to provide many small resal enterprises, like TV and radio
stations, scientific labes, design offices, local news~
papérs, little theaters, etc., where adolescents would serve
apprenticeships accoxding to their choice, with option to
changa from.one to another,
In this kind of learning, energy is provided by

the desired worth of the product and by the animation
of cooperation., The primitive integrdted community as
an example,

3. Teaching of professions is a further stage of
the same master-apprentice method. Here the teacher

must make a spacial effort to help the young apprantice,




Rrsd A SRR

aree Tt R S Sl 54

L

3
s
1

S e T AT e TR - R «
:!
?

v L

for thé'subject~matter is too complicated simply to bhs
picked up in the course of carrying on the enterprise,

Why does the professional make the effort?
Noblesse oblige, erotic attachment to the young, and wish
to have his own professional identity continued in the
profession, 4as Veblen said, contact with the young in
this sense keeps the professional undesiccated and
relevant to new ﬁroblems.

Mother cooking and haelping the small child make
a small pie; A. humanist explaining his appreciation of é
Po2m, Ai &t xdilfll s,

4, Guru aé teacher, The guru (e.g. Frank Lloyd

wright) confronts the young with his own reality, concerns,

prejudices, as fact, He is a source of powar in the

"environment, The student's enerxy of learning in this

confrontation is the fascination of the real, and his own
confusion needing integration.

The guru seems to put up with the student either

for erxrotic reasons or out of hostility to anything different

from himself, that is, h= needs to proselytize,

(a) A milder form of the same method of teaching-
léarning is teacher as Model, where the student grcits by
temporary identification, and the teachesr has the satisfac-

tion of showing off,
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A good dsal of good teaching is just providing
entertainment.,

5. Different from the Guru is the negative~reality
provided by the maieutic (Socratic midwife) method, or
psychotherapy. Here the therapist-teacher maintains his
own reality like the guru but severely limits his power
to his own ego-boundary, and the student or patient is
étrengtheﬂeé in his own integration,

Th2energy of the, teacher in this situation seams
to come from a need to have allies in the political,
. cultural, or moral Republic, He wants a world of plural

free centers in which open axploration can occur, so that

ha too can transcend himself,

The (Socratic) means is often shaming, whereby
the student expresses himself freely, finds his expression
is not acceptable in the universal Republic, but his
potential self is respacted, so that he is encouraged to
integrate himself.

6. The Saint or Nurse finds fulfillment precisely
in the creative growth of the other., This is a kind of
agape, or parhaps the love of growing things that a
gardaner has,

| Teaching as service; Sylvia ashton-Warner is a

good model of this kind., Progressive education in genaral

is on this thesory: it puts things in the child's way




that ths child is (guessed to b2) reaching toward.

: (a) ° Good academic teaching is a species.of this
serviceable kind: the tezacher is really living, and ful-
filling himself, in memory, in repeatiny the great moments
(e.g; St. John's oif Annaéolis). He is a servant of histcxy
and civilization,

(Mo doubt, also, much of the’inergy for the
psychotherapist in ma aleutic teaching is to use the process
as a bridge to his own past; so Socrates is trying to
“remembar-® the courts of Jove.)

(0) Second-~rate academic teaching is a psrvertad

(9
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version of this type. There are s bad variants:
(1) Txying to impos2 on the studsnt a

theorizad schadule of davalopmant, (So Martin Dautsch's

head-start theory, with its revival of “transfer of

.trhinlng". So often Piaget.)

This soon bacomzs operant-conditioning: an
apstrapf school-environment is imposed on ths young in
which they cannot cope intrinsically, and must mest the
extrinsic schedule, Typically: it is beliesved that
children first leaxrn mogqsyllables like -~cat~ ana ~rat-;
put indeed Tyrannosaurus Rex is to a child just as much a
word as any monosyllable,

(2) A bad 'variant at the level of higher

education is the notion of the "wall rounded academic
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syllabus" with its requirad subjects; rather than relying
on the acquisitién'of well-rounded learning by the branch-

ing out of intrinsic intexrest,
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DISCUSSION FOLLUJING GOODMAN PRESENTAT ION

Goodman's thesis stirred a good deal of animated
and not always connected discussion., His charactarization
of Piaget's stages, for example, was immadiately attacked
on the grounds that Piaget had written the book some
30 years ago and had since then clarified som2 of the
issués raised; and furthermore, that the book dealt with
the first two years of an infant's 1life, described the
learning procass and not the educa?ional one, Goodman,
admitted that children did pass through stages, notably | ;
sexual stages. But that to construct rigid lz2arning
techniquas corrasponding to learning stages simply did

not make sense, for it might well inhibit children.froa

devaloping at their.speed and in their own natural way,

q
. The question of what is "natural® to a child
was to run through the balance of ths discussion. When,
someona asked, do the natural cognitive process:.;of
children becoﬁe contaminated or imposed on by adult

culture? As soon as parents and children begin to interact,

someona later answered - sometimes at the very breaf, when

the sucking child is removed "because it is time."
‘More generally, both Goodman and Diamond pointed out adults
impose connotative meanings on children who tend to think

only in concrete terms,




This was all very well and trus, but when
institutionally did the .process of inhibiting "natural"
growth start to take place? What were its concrete

manifestations?

As no clear answer was forthcoming, someone else
poipted out even bafore social institutions had their
chance to impose themselves on a child, a simple powér
struggle ;5r ‘have taken place between child and parents;
theﬂéhild,_in fact, .might have provoked his parents into ;f
assarting their capacity for domination,

Participants engaged in a good deal -of good-

. _ P
natured 9rwnollng at this, noting that in contemporary ’

American culture, the parents vere fraquently the losers | ff
in this contest between themselves and tha chilg, while
in many other_cultureg paxrents usvally assum°d the upper
hand, thus permitting the orderly Lrans&ec of donxnaﬁt
cultural cna“*cterlsulcs.

Goodman: objected to any analysis using concapts

such as domination and submission. Children adapt

themselves to a given environmant without necessarily
being forced to. Mothers must, in'a sense, act the’ B

role of the Professional~who~Teaches~0ut~0f—¥oblcsse~0blige.

We must also mold our enviconment to mxnnnu¢~ the occasmons .

on which a child must be disciplined in an authoritarian

mannar, Chidlren, Goodman, said are naturally cautious,
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hence can be trusted far more. often thén is usually realized.

| The trouble with viewing mothers as pfofessionals - who -~
teach, etc., was that many mothers were clearly not anxious to
fill this role; they preferred to send children to school as
soon as posgible to get them out of the way.

Goodman and Diamond pointed to this cultural trait as
being an element inhibiting learning, one concrete manifesta-
tion of ghe crisis in mass education.

Dianwnd'ciosed the discussion b& remarking that Rarticipénts
had; to some extent, been talking.at cross-purposes; those
referring to the possibilitiecs of éontinuing traditional modes
of behavior without invoking authoritarian principles had exper-
ience of the pas.;.ing on of knowledge in _non-westeﬁ cultures. But
in the United States, a modern iﬁdustrial culture, includiné mass

production, fragmented bureaucracies and so on, further elaboration

- of that tradition implied authoritarian mecas.’

'




