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GREAT TRADITION, LIITLE TRADITION, AND FORMAL EDUCATION

Murray and Rosalie Wax : / Q

From a comparative and histgrical perspective, the vgst body of research
' literature'on schools and education appears both ps.;uedo-empirical and ps.uedo—
théox;gtical. Researchers have been administering hundreds, of tests to thou-

sends of pupils. Meantime s iﬁtéllectual critics have devoted countless pageé

to the criticism of textbooks and other curricular materials. Yet, the bulk

of their efforts contrasts markedly with its quality and its impact, because
their vision haé been constricted by an interlocking chain of assumptions:

. that schools are primarily and e;cclqsively agencies of formal education (rath-

er than. being social institutions); that pupils él:e isolated individﬁal.s
(rather thé_m social beings vho ;participate in 1:,he life of peer societi'eS ’
.et,hnic.groups , and the like); that formal education is synonomous with educa-
'tion; ‘and that the principal task of the teacher is to educate. Thus ,' in- ’ _
stead of inquir‘ing" vhat sort of social pi'ocesses are occurring in -- and in
relation to -- the schools , researchers and critics have defined théil.; prob-

.. lem as 'being_;_; one of discovérir;g hc;w 1.:.0 ma.ke.t.he: séh;)ols .téacl.l fhéir ind;tviduai
) pu"piil.s' more, bet;ter , and f;ster Onlsr 'a fewl of the many%rese'arche.rs and

- critics have had the patience, fortified by the ‘faith in ethnoéraphic empir-
icism, to observe the social prbcesse;é actua..lly “occurring in' r.élatior'l to the

schools: among the pupils, among the teachers, within the classrooms, be-

" {wéen the pupils and ith'eii' parental elders, and so on. ' SRR e
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'_reachers and pupils being doc;ile a.nd available , 1t has béen far easier
and far more pretentiously scientific (while less tﬁi‘eatening' to the loc.:ai
_'power'strﬁcture) to édmi’riister‘ reaxr;s of tests 'the;t; ar;a then scored mechani- s
cally. As é resul'l?, the research 1itera:tﬁi.'ez_ Jacks a solid I;od'y of data on

the ethnography of schools.




. Secmingly, the theoretical literature on education would be far superior.

" The in cllcctu::.l critics number scme of the most forun.dably trained scholars .

in the country, as well as some of the most irate journalists and pontifical

' classm;sts. Unfortunately, n'xost seem to lack tha‘c sense of history‘and

feellng for compari. son that the True Curr 1cu1um is presumed to produce As

but a small instance, consider that most of the classmally tramed crltlcs
laud the’ Hellenic system of education and, from that vantage point, denounce
as trivial s.nd unworthy of our’ schools such courses as Driver Training. - Yet s
it is surely-arguable that oeing able to drive an automobile courteously,
deftly, and. res;oonsibly, restraining aggressive impulses » and focussing at-~

tention upon ‘the task is a.sign of goo'd citizenship and moral excellence.

‘ A really good training in drlv:mg an automobile would merit as much approba-—

tion as the Hellenlc cult of body culture. -If the 1nv1d10us slur on Driver

Training is ,tyjplcal of the logic of the critics (and we take it to be so)

then they are sadly deficient in the perspective and knouledge requisite for

evaluating modern schools.

Askitig the right questions -is the path to 'acquirihg’ wisdom, but to ask:

good questions, rather than trivial ones » the investigator has to break out T
of conventional framevorks. In the early part of this essay we proceed auto-

]
biographically, outlining how this happened to us so that we-came to perceive |
freshly some of what is going on in relation 1".o the schools.- Iater in the

essay, we build on these experiences and elaborate .a& more theore ical a:cgu- . ol

ment whlch in turn, leads to a series of research questlons for the study

of the culture of schools.

The School and the Little 6ommunity ‘ S L .

We begin in traditional anthropological fashion by sketching some of

vhat ve -learned about the educational problems of the Oglala Sioux on the
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Pine Ridge Reservation. fThe patient reader will find that this is not six;xply
an ethnogxaphlc excursion but leads to a consideration of the nature of educa-
tlon 1n a modcrn industrial- society.

Our interest in Indian education developed during the several years in
vwhich wé directed the Workshops for American Indian college students held
durlng the summer on the campus of the Unlversn;y of Colorado. These-work-

A\

shops had been designed to provide young Indians with a broad perspective

about Indian affairs, so that they could serve their communities as advisors

‘and 1eaders. ‘As we-worked with these young people, we were appall ed Sup-

posedly the cream of the Indian populatlon s the5r were so prov1nc1al in the

: knowledge of-the U,8. and so 1gnorant of Indlan history and current nffalrs

- as to make us dou'bt their rank as college students. Yet, at the same time,

most of them could be turned 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 serious intellectual attention.

Judging by their responses » Jone had ever participated in a discussion that

treated_lfndian religious cults- as vital and .m,eaningfulj (_rather, than as ,super-
stitious, primitive ) or archaic). Accordmgly, we developed a critical curi-
osity about the nature of the educational 'system wherewn these students had
fneen schooled, and we deliberately decided to study an Indian Ppopulation

(the Pine Ridge Sioux) that had for some years been subjected to federal
programs for education and assimilation. ' .A

At the time we des1gned the study, we envisioned the school as a ba.t-

~ tleground: on the one hand, the educators - flanked by the Bureau of Indian -

Affairs, the mission churches, and kindred agencies -- would be fighting to

| pull the children out of Indian society, while, on the other hand, the Indian
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. drew. In this- tactlc they were encouraged by the educat:.onal admlnlstratorc'

&7/

elders would be clinging desperately to their young, trying to hold them
mthln ‘Lhelr traditional society. Indecd, this was exactly the picture

drawn for us by a hlgh BIA off:.cmal on our first day on the reservatlon,

except that, mstead of the Indlan elders, ‘he blamed "grandma, who craftlly

_ lured her grandchildren "back to the blanket."

~Ouz‘ hypothesis a'bout. battlegrounds was to prove as- inaccurate as his
sbout grandmas and blankets Nevertheless, it turned out t'o be extremely
advantageous , for it predn.sposed us to approach the Sioux pupils, their
teachers, and the admn.nls{:ratlon, as living members of social groups rather
than as isolated respondents t‘o questlonnalres admwnlstered from a distance,
Thus ,. we were obllged to sit for weeks and months in classrooms , watching
vhat was g,o:mg on and, in like manner, to ta]k not only to admlnlstrators
a.nd educational experts but %o Ind:Lan parents and to thie children them-
-selves. In due time we realized that the educators and Indian elders were

not locked in battle for the soul of the Indian child, because the Sioux

elders ) faced with the power of the educational establishment, szmply with-

who exhorted them: -Just send your children to school every day and we will

educate them.” The educators found the absence of the parents convenient

-

and proper, since the parents would have had no background for undexrstand -

ing the operations of the school and could only have interfered. Yet, here,‘
. the educators were over -confident, ‘for within the s_chool.rooms‘ they were

confronting children who were alien and who could elude their ministrations.

°Issuiné from small local -communities of kith .and kin, and sharing a common
~ set of values and understandmgs , as well as.a language (La.kota) that was

‘ unknown to most teachers , the Sloux children could and did create within

.
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the formal structure of the educational institution, a highly cohesive

" .society _’of:,tho.ir own. 'As the children matured, their society of pcere )
became ever more solidary ,.an.d the teacher confront.ir.lg' them wes redﬁced

- to operating at tﬁe 1evel~uhe& would permit.. While ao occasional teacher
might gain the approval of t'his peer society, most of tilém found themselves
talking to a wall of apparent indifference and.aseumed incompetence. - Inter-
_ estipgly, me.ny oeachers remarked that after the sixth or seventh grade their
pupils became more "wit‘n.dre.vm" or "apathetic" every .y'ear , but not one real-
ized that the wall was the outward mamfestamon of a subtle and highly
orgamzed. regec‘clon. 'T‘he withdrawal remalner? @ mystery to the educators.

| In another respect the des1gn of our stuldy dlffered from the more con-~ -

- ventional ethnographic or social anthropologlcal 1nvest1gatlons , for we com-

mi.tted. ourselves to a study of the Indian children in the schools. This
meant that we were obliged to consider and try to understand nct only Si,oux
society oxr culture, but the reservation system (teacher_s and adminietrators,),
and hov'ir the Indians related gene ally to the agencles of the greater society.
Thls committment helped us to percelve yvery earily -that the admlnlstratoro
and most of the teachérs looked upon the Sioux children not. as members of a
- @Qifferent or. exobtic culture but as members of an ethnic and inferior caste.
Their task, ‘as they saw it, was to help their pupils become mem'bers', of the
superior caste.
The sj:.atus of the Siou.x as being lower caste was $0 cpnspicuopsly vis-

ible among 'the. educators that we s;ngled out one of its manifestations for.
analys:vs under the label of "The Vacuum Ideology - The reference is to the
"experlential background of the Sioux c‘hlld for the educators, especnally |

the administrators, d4id not regard this child as participating in 5 dis-

tinctive culture and society but, instead, as lacking in those preschool

e
oo dd




675 .

érperiences which!distinguish the desirable kind of Pupil. Judging by the.
exprriences that were listed, the ideal pupil would have'been of urban

. middle-class; Protestant (a::a wﬁite) background aﬁd 'insofar as the Sioux

pupil lacked those partlcular experlences, it was not that he had had others
but that he was def1c1ent Since his parents had not read Peter Rabblt to ?
him, he lacked famlllarlty'w1th storles, and since they did not sing Anglo-
Saxon lullabies to him, he lacked familiarity with music. The same ideology
* is also prevalent among educators confronting children of urban lower~elass
and ethnic packgrounds.'

Sdbsequent experienoe has conyiﬂced us that maﬁy educators are:pas~
.sionately attached to the notlon that their dlspr1v1leged or ‘poor pupllev
come to them w1tb enpty minds which must be filled before they can compete
with youngsters from "the usual m1dd1e~c1a$s home:" Nevertheless, they

wiihdraw in horror from the suégestion that a denial of experience con- i

stitutes a deadal of socialization or human development. That a little
_chi;d.might not respond warmly to a teacher who sees hia and his folks as
eﬁbtyfveéeels does not oceur to then,

Almost in spite oﬂ,ourselves,_we have been led to the conc;usion,that
some of our most important general edueational goalsﬂconstitute ruthless
attacke'on‘the‘solidarity and self-respect of the ethnic and lower-class
communiﬁies, and, indeed, on their very existence. The Vacwuum Ideology
. 1s only one of the more recent tactical offenses. Another.ds the goal of

individualistic achievement.

The modern school system is premised on the. notion that.its population

_ is an aggregate of social .atons, among whom there are no 51gn1f1cant or

permanent 11nkages. In the ideology of the’ educators, these social atoms

L3
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begin at the same starting line and then move onward in haphazard clunps,
each atom achieving independently of the otnors and according to its own
‘inner utrengths and motlves What an individual does in 'Schdol and later,
in his vocation, is an achievement -- his 1nd1v1dual -achievement -- deriv-
1ng from his own initiative and effort, and of benefit only to hlmself and
‘his iqunediate i‘amily. Contrary to this ideology is the normative system of
& folk community which confronts an alien society. For in this system the
-individual may excel only when his excellence enhances the pos1tlon of
.. .hls brethren If this achlevement were to derogate them before others,
’chen it would ‘be incumbent-on him to conceal hlS talents. Thus, in the
. schools on-Pine Ridge," our staff observed classrooms where, when the teacher
célled upon'a pupil o recite he vould become the target for jibes and jokes,
whispered in Lakota and unperceived by the teacher, with the result that he
would stand or sit paralyzed and unable to respond; meanvhile, the teacher,
being oblivious to the secret life of the classroom, would be perplexed and
- distressed at'her inability to secure responses indicating that she had ,
c'overed'the day‘s ies'son. " In like manner', there are the observations of

Harry Wolcott who, for his doctoral dlssertatlon taught in a one-room school g

'a.mong Indians on an island off the Northwest Coast Wolecott reports that,

although he taught Tor a full year, living among the cormnumty, he was never

able to learn just how much or how little most of his pupils knew, because
no matter what the natu.re of the classwork -- whether test or seatwork or
whathaveyou -~ no one could be 1nduced. to work solely for hlmself | -
I’he fact tha.t the educators thems: 'lves seem unaware that 1nd1viddal~ ’ . .
istic achlevement as they define :|.t 1s considered grossly 1mmoral behavmr
by the children they are trying to instruct is an obvmus.case of selectlve'

inattention. But the fact that social researchers are so often 1nd1fferent
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to this type of conflict and to its }implicatioxxs is more surprising and
puzzling. '.l'hn.s brings us to the second part of this paper: a consideration .

of the 1nadcquacy of past and current research on schools and education,

Psueclo-Ehp‘irical Research on Education

Because of the fundamental orientation of their resear‘ch, most inves-
tigators have managed to avoid looking at what actually occurs within

schools. Since they collect much data, their research appears to be em-

'.pirical., but in actuality they have been selectively inattentive to impor-

tant elasse_s of p@enoména. Educational psychologists, for example, convert
the society of pupils into an.aggreg‘ate of :jmdividual an:%.mals , each of wilem
must be rrained: to perform certain tasks .established by the curriculum..
Discov;ering what the pupils are. actualiy engaged.in d.oing and experiencing
is irrelevant to the ;job which the psychologist has deflned. for hinself,
namely structuring the school situation so that each of the human anlmale
is made to learn more and to learn faster. The edacatlonal psychologlst

thus comes to function like the industrial psychologlst whose role it .is

'to help inc':rease produc%i.en. 'For both. the fuﬁdament{al tasks are .estab-

lished by the bureaucratlcally given structure, and the .researcher a.ccepr,s

_as hlS goal the devmlng of ways to accomplish those tasks most expeditiously.

Whatever else may' be gomg on within the school, or however else the child
may be being educated, becomes relevant for the researcher only 1nsofar as
it clearly affects the performance of the currlcularly given tasks.

In- like manner, structural-functlonallsts a.mong soc:n.ologlsts have

tended to orient themselves by deflnlng thelr dlsclpllne as "the socnology

of educa’clon and by assumn.ng that the school is that instltution havmg

education as its primary function. In effect, these plausible assumptions
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serve to transform the scientific problem of the nature of the school (ana

. ) .its rclationship to other social activities) into the problem of evaluating

the school in terms of the extent to which it performs a particular educa-

tional function (ﬁf Brotz, 1961). If furtﬁef , the sociologist felieé prin-

.cmally upon survey procedures, with rigid schedules admmlstered to large
numbers of pupils, then he has thoroughly 1nh1b1ted himself from the obser-‘
vation of the school as a species of social organization. The pupils are
ﬁercéi\}ed as socie.ll atoms,. differing from each other in terms of their
i.ethnic~religiods and éoci'aio-class backgrounds, b}lt the school is rarely
studiea as a society or social syst':em ;Jhich is more tixan an arena fo;' the
mévex.ne‘:-nt‘ of .‘t'hes.é é.toms'.‘. .

Iest ve ’be m:i:sunderstood, ‘we should like to emphasize that the i.ssue ‘
is not the learning theory of some psycholoéists nor the’ structural -
~ functionalism of some sociologis.ts. ‘Either theory and discipline could
'be uté.ized in the empirical s;tudy of schools. but in fact they seldom have
‘been, and the research which 1s done lias a flavor that is tragi-comic.
For example R 1nvest1gators known to us are now engaged in ‘elaborate inves- -
ti.ga_.tions involving, on The one hand, the administration of large 'batte;cies
“of tests to hundreds of Indian and White pupils, and, on the other hand,
the .Observation in detaii of the relationships between Indian mothers and
‘their children. The hypothesis informing the research is that the progres -
sive "withdrawal" characteristic of Indian puplls in sc‘lools is the out-
come of a psychlc inadequacy related to their upbringing. Were these in-
vestigators to(perform some elementary ethnographj, inquiring as to how
the Indians perceive their community situation and the role -of the schools,

end if they were then to observe classroom interactions their comprehension
J

of what they presume to be a psychic inadequacy migﬁ’c be thoroughly ‘trans-
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formed. But for this to occur » they would have to be pr epared to examine
the school as a real institution affecting a real inter-ethnic communlty

. of Indians and Whltes, instead of reducing the school to an educational

function and dissolving the Sioux child out of his community and his lower-

caste situation.

On the other hand, research conducted along Comrnunlty Study lines has.
often contrlbuted a great deal to the understandlng of the schools (whether
or not.the research has utilized a structural-functlonallst or learnlng

. theory conceptualuatlon) The maJor endeavors (Hollmgshead Hav1ghurst
" Wy:lie , ete.) vhich have had the school as the focus of the community study
| are well recogm.zed but 1t is 1mportant to note that almost any thorough
-study of a geographlc communlty can contrlbute to our knowledge of the :
schools. In Whyte's study of Cornerville, it is necessary :to read between
the lines to learn about the schools » but in Gans' later study of an ‘eth-
ndcally similar community, much can be gained from the brie:‘t_"pages on the
topic (l965-]29-136) Similar value can be found in the pages relating to
the schools in the studi ies by W:Lthers (191L5) , Vidich and Bensman (1960) )
~ the Iwnds , Hughes (1963) s Warner and assoc:Lates (191L9) ). et al Indeed the
fact that these studles are not i'ocussed on the schools has a certaln ad-
vantage, for the educatlonally focussed studies allow their research +o be
, or1ented overly much by the ideology of the schools , and so they spend too
many pages in demonstrating that the schools do not provlde equal oppor ~
tunity~for achievement and too few pa'ées‘to descrlhing what the s.chools‘
.actuallv are 'doing

In contrasb to these contemporaneous var1et1es of social re.search on
education is a study so old as to be dated, having been publls‘heo. over

thirty years ago. Yet this study, which, to our knowled.ge, had had no
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successor, is the only.one which comes close.to describing the school as an

institutior_l,. We have in mind Waller's The Sociology of Teaching. His re-

search procedures abpean to have been infonnal, and he seems te have relied
nainly upen his own eicperiences ..and the reports and diaries of teaehers who
were students of his, yet » nonetheless, he’ systema}tieally reviewed. the major
sorts of interaet.;i.ons associated 'with being a teacher. As companed with the.
several, methodologically-;sophisticated. readers in the sociology of education '
‘pow on ‘the market , his is the only book that discusses .such significant top-.'
ics as elementary fonﬁs of collective behavior within the classroom or the

-

role of ceremenies in the life of the scnool. | In a sense, Waller vieved the
schooi as a eorfnnu.nity; enci its ‘educa-..tor.s'an.d pupils as. social bemgs partic-
' ipating in the life of fhe connnun.i'ty, and so he produced a monograph that
can serve t‘o suggest directions for reseanch on contehi;orary,schools. Sti-
 mulated by his book, .we would like here to advance several questions foru
' kresearch on ‘the schools: What kinds of social_ roies emerge wit}i;’.n the
schools, among the teachers, tne pupils, and the lay public associated with
_the schoels" What social forms emerge. within -the context-of the schools?
" Are there typlca]. cycles of reform assoclated with the school system, sim-
' ilar s perhaps s to the reformmg movements within “the Cathollc Church, of
' which some culminated in the foundlng of rellglous orders and others in-
' ~ the rise of new sects? What happens te children within the schools --
how are chi]dren transformed into pupils?
‘A knowledga'ble and. shrewd anthropologist can advance a num‘ber of hy- -
'potheses in response to the q_uestlons ve have ,just ralsed He could, for
instance, point 'to the differences between the kind of age-grading that

occurs among the children of hunting peoples who roam in small bands and

that which occurs within our public schools, where children are associated




with a narrow stratum of others of almosi exactly tho same calendrical age.
. From theze he could argue about thc, dlfferences that would develop because

the first kmd of chlldren would haye the opportum.ty to associate m,th

others much older than themselves and. would have also the assoclatlon with

and responsibility for other children much younger than themselves; and,

contin_uing the train of logic, he could argue as to the kinds of differences
in personality that might ensue. Yet, much as we'welcome such broad specu-

" lation, wedo wish to insist that there is mach about our schools that we. - |
don't know for sure becau.se investigators have_ not been looking - .they
nave administered tens of thousands of tests and conducted hundreds of
1nterv1ews s but only a hand:i'ul have looked systematlcally and dlllgently
and sympathetlcally at all phases of the school in relatlonshlp o puplls s
educators , and parents. . . ~ J

Just as we need to know more about how chlldren are transformed into
pupils, . 50 we _need to know more about how young persons (usually college
students) are transformed :mto teachers. The research here has been litnited

-and '1s nmostly represented by that variety in whlch tests or other f:uced
schedules of questions “are admlnlstered to samples of teacher trainees and ‘

veteran teachers (cf Guba, Jaokson, and Bidwell in .Charters and Gage 19&3:

271.-286). 'In-accounting for the attitudes and conductiof veteran teachers,

most critics nave stressed the relationship between the teacher and the

_ school administration, the latter usually being b.ureaucratic, conservative5
| and timorous. However, we would-also be inclined to suggest a. Goffmanical .
posture of. inouiry that would inquire as to the effects upon a person of
having to be on public display before =- and in: constant dis'ci,plinar.y con-
~trol of ~- a large audience of alien children’ for many hours per dasf. It

is not, we would guess, the school administration per se that develops




the teacher type, but the administrative requirement of i‘ac:mg and- control-"-
mg SO 1arge a body of youngstero. Ve are nmprcssccl by the fact that the
proble'n of malntalnlng, dlsclpllne in the classroom is forcmost among the
anxletles of the novice teacher , and also foremost among the demands made
upon the .’ceacher by his supervisors, and yet the literature of social re-

‘ seanch on the issue is so weak and so focussed on individual children as.
"gisciplinary problems.” We are also impressed by the fact that most no\'ri.ces
do majnagc to maintain discipiine in their classes, and that critical atten-’
tion is usually directed oniy to the conspicuous failures of discipl'ine)but ’
t.hao few scholars ask how the stunt is turned. Yet ‘t::he question of how
discii)fine is main’cained tfnr'oughont a school is s we suggest , a paradigm

for the question of how order is maintained in civil society.

- The School and the Great  Tradition

To propose the foregoing questions -- how do chlldren become puplls?
how4 do young people become teachers? how is dlscz.plme maintained mthm
“the schooh'oom? -~ is to declare that the cross~cultural comparlsons that"
anthropologls’cs ha;re conventlonally attem;oted are 11m1ted in their rele-
vance to formal education. By comparing the experiences of the con'bem-'
po*ary schoolchild in “the Bronx with that of a juvenlle in New (:ulnea '
thlrty years ago, we can say something s1gn1f1cant about the personallty
development of the child, but we are in limbo so far as concerns much that
: is,_slgmflcant about iformal education. As much is evident 1n terms of 'bhe'
conteht of the readers and text'booﬁs on anthropoiogy and. education produced
but a genera’clon ago. The authors are well quallfled their essays are |
frequently of intrmslc 1nterest but th°11‘ pertmencc to the contemporary'
‘educational drama is negligible, For these anthropologists , trying to be




culturally relativistic, defined "eddca@ional practices" in broad tcfmsl
Viewing cultqres as scparate end distinct entities that coul@ beicompared

as indepeﬁdent individuals, they ccnceleed of each es Heving }ts.own systeﬁ
of ehlld—rearlng and, therefore of educailon. Such a proceduie did have and
still has some usea, but it cannot hope to characterize the contemporary 31t-
uatlon where education is of the order of an.lnternatlonal mission act1v1ty, ﬁi

being exported from the U, S. and other Western societies. Fducation in this

' sense_is avbwedli'ihfended to decreasethe isolation of other ("pbackward")
eocieties:and to alter drastically their cultural éonfigufations, and in its.
aggressive impact, this education is similar to fhe spread of Christianity,
Ielam, Communism, or cdpitaligéic bpagness practices.

Ig@eed, thertreditiona; anthrqpologica} procedure was net even accurate

‘.for'fhe history of Western society or of other eivilized societies. For the
Western system of formal education is rooted in its Great Tradition (Red -

_ %ield,l956: chap. 3; Singep,l960)-and can only be understood on that basis..

Great Traditions, it will be recalled, are bofne iy a literate corps of

_diséipies, and they are in tension with the ﬁﬁ#tle Traditions transmitted

1nforma11y w1th1n the llttle communlty' Or, in the ﬁithy language of

_Bharati (1963) - | 0

what the missionary in a particular religion wants the less know-

" ledgable votaries to do, defines the "big tradition," and what he

wants them to give up and to desist from in the fubure, defines

the "little tradition" in any religious area..

Chpiétianity has epitomized that tension, for on the one hand, there
;have been its dedieated disciples, oriented toward the millenial creed of
. its ccrlptures, vhile, on the other hand there have been the folk, who have

required a religion whlch, through its values and syMbols, expressed ﬁhe

-unity and morality of the little community. The tension has been clearly




. as the gatewe.y to salvation.
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visible in the U, S, churches, esp.ecially of the contemporary South: for,

" .as its dedicated ministers affirm, the Christian mcssage would require

thorough desegregation, since all Amen are brothers in Chrlst, yet, to the
menbers of the local White community, the local church embodies their moral
unity .and necessarily excludes the Negroes as alien and broi“ane. The school
stands in a similar situation, for; On the one hand, it too , is a kind of |
local church em'body:mg the sacred values of the little community. Yet, on
the other hand, the school is connected organlza.tlonally and ideationally,
with the greater soclety .and with the Great Tradltlons of the West

<. In thelr relatlonsh;p to the contemporary and actual school systems )
:mtellectual cr:.tlcs - such as ourselves e p]:ay somewhat the role of the

:f.‘erv_ent religious orders within the medieval church. The critics are pain-

fully 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; hut they are appalled at the heresy and corruption

wlth:m the :mstltutlonal church. They debate theories of education with
their fellows , as if these were theologlcal creeds s and they are perturbed

.that the school as & reality bears so little a resemb_lance to the school

. If we may be permitted to contin this metaphor, wé _would sdggest that
.whé,t social scientists, especially anthropologists, could now accomplish in
fheir research upon education is a:purificat'i-on of the dogrna; ‘The world of
today is in the midst of a vast expansion and elahoratlon of the system of
formal education: more peoples are sending their c‘nldren to school and,

once in »school,.more children are spending, 1onger periocds of their lives .,:

This transformation is of such magnitude and. abruptness as to deserve the

label of revolution, and it appears quite comparable in-scope to movements,

- e - e e e b b "
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such as the spread of Christianity in the ancient world, or to the Industial
Revolution ¥hile both of these did become worldwide, in order to do so =

each has had to purify itself of much ideological dross. Christianity did

- not become really effective ih northern Burope -until its populace had eli-:

. minated from the dogma many of the peculiarities distinctive to the Mediter-
ranean world and reformulated it in terms of their om ethnictraditions. s
The Industrial Revolution did-not begin to permeate many areas of the world,
until its dogma of Manchester Liberalism was dismembered and replaced by

elocal or, natiVistic creeds disguising themselves behind the flexible vocab-

I Sl i Va7 5
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ularies of nationalism and socialism. Now, weé should like to suggest that

our U. S educational ‘system is similay 1y loaded with ideological irrele-
S .
~ vancies that make it .unsuited to other countries (cf, Thomas, 5 1966: 72-7#)
and have made it clearly unsuited to our own ethnic and lower-class popula-

tions We would hazard that the unsuitability in other countries is , at

present disguised by the outpourings of financial and. moral assistance from

' the West coupled with the native Willingness to accept our institutional

g WARITR TR

o

L | complexes in the’ dizzy_ hope of becoming as prpsperbus and powerful as the

: 'U S In a'bout a decade, the twin impetus should have given out, and an- |
thropologists may be in a pOSition to observe some interesting attempts

,{ o to reshape the educ_ational structure. More than this 5 it should be pos-
sible i‘or anthr0pologists to be of marked assistance in the reshaping and
purification of education, providing that they are astute, critical begin
their work in the near future s and discard the restrictive 'blinders of ir-
relevant or s'ystem-b'iased research asvwe noted earlier. |

Iet us give an example of an ideological tenet that ;. &s. ve have indi-

cated, hampers the adjustment of some peoples to the Western system of for~"

mal education. U, S, and Western schools s generally, have been organized . '
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about the notion of individual achievement with the revard of personal ad-
vancement and benefit. Looking historically and comparatively, we believe

"it can be argued that this tenet ‘may not be essential and may even be some-

vhat of a hindrance unless suitably modified Great Traditions, generally,

and Western scholarship, spec:.fica].ly, have been borne by ‘associations -of

' disciples, who have shared common goals and been subject to a common dis~

~ cipline, Anthropologists (or other soc1a1-sc1entlsts) would not accomplish
.what they do, wrestllng mth the hardships they must.face , unless sustained

. by their association of cqmpeers. There is individualistic competition, and

it does sti.niulate to achievenent , but’it is a competition that is regulateti _ | 5
_ by _itormal nonns against deceit anci Plagarism and by .informal norms of cour-
tesy, feilowship, “and comradehood. Whenever pr;viously, the -attempt has
been niade to disseminate widely Great Ti'aditional knowledge throughout a .
popl'llation, ,it has been associated with. a .social movement. having super-
personal goals. The Jews were amoné the first to accomplish Wid.esprea.d

literacy, and it was strictly in a'I"eligious context, in order to bring . . i

about 'bhe salvation of Israel and the participation of the 1nd1V1dua1 in

[ ] that Joyous event. Wlth Protestantism a similar movement for 11teracy de-
E o veloped more 1ndiv1dua11st1c perhaps s 'bu+ nonetheless set in the context

"of a social movement -and communal aspirations. Tod.ay, ih the‘I_J, S. » We

seem to be pushing the notion of individualistie competii;ion within t’ne o i

framework of the school to an almost superhuman pitch. Yet, .it is strik-

.ing that re_ai proéress powa.rd‘ spi'eading literacy among; lowver ;class or eth~ ' '

nic groups has so often occurred in i,he context of soeial..movements° ci'vil.

rights ) the Black Muslms , and, as always P thefevangellstic chu.rches : | .
.- ik - . .

Anot'her example of an :meologlca] tenet \has hampered the adaustment

of some peoples to the system of formal education _is , We 'believe, the
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notion that each child must be identified with a unique nuclear family and,
that the communlty encompavslng the school is a communlty of nucledr famllles.
As anthropolo 1sts, we are bound to ask whether as efflclent an educatlonal

" establishment could ié fitted ioto a society.with-extendcd familles and elab-
orate sys?ems of kinship? Speaking from ocur obsepvations'aﬁong the Sioux -
(and our readings about other Ppeoples, or even about the Hu@terites and‘
Amish), this is no idle question. So much of the procedures of the systems
-of-schooliﬁg and welfafe and phblic health are geared to.the assumption that
each chlld.must be part of an intact nuclear famlly or else he is a neglected
chilg, and the power of the state and the wealth of 1ts agencies. is thereby
used to dlsrupt the extended family and‘cement the nuclear. In the case of
the American Indlan, it is not yet too late to ask whether we should be doing
.this, and we may also bear in mind that ﬁeny more peoples of the world . ané

and will be increasingly involved with this issue.

The School and the Little Tradition

Because researchers have focussed on curriculaxly;glven tasks (cft sec-
. tion 2 above) end.critics Pave focussed on Great ﬁraditional knowledge, no

ione has been looking s&stedaticelly ét,the inpact of formalleducational in~.
stitutions on little traditional processes of child rearing. lnstead, there
has been recourse to the cohcept of "eultural deprivation," which (like the
Vecuum Ideology of Sioux educators) has enabled the theorists and admlnls-

‘ trators to ignore the culture of the lmpoverlshed and ethnlc peoples, on the
. "ground ot it elther scarcely ex:sts or ex1sts 1n such dlstorted form as
best. to be suppressed, Some. SOCl&l-SClentlth haye becn arguing as if these

: peoples are lacking -~ llngulstlca]ly, Dpsychically, and culturally (Roach

1965 and the retort by thhes) Surely, here it is necessary to be concrete ‘

.
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and ethnognaphic and to ask in specific detail about the experiences of the

child in various contexts., Continuing our usage of the Great/Little Tradi-

" tional dichotomy and tension, we would suggest that the process of formal

schooling is, to a large degree, the struggle to substitute one kind of
tradition (or knowledge).for another within the mind of the child. Where,
in a folk society, the child would have to master a great variety of par-o

ticular bits of knowledge, concerning pafticular rersons, topographic fea-

i

. tures, rites, skills, and so on, the archetypioal urban school is oriented

. toward 1nst1111ng a knowledge that is abstract, general and in some sense,

ratlona] " and thereby, deracinated, In like manner, where in a.folk

society.there is.a great stress on the function of language to promote

~
consensus and maintain the integrity of the community (Wright), in ‘the urban

middle;class world and its schools the stress is on language as a vehicle

for imparting "rational" knowledge to strangers. Within the hierarchy of

schools,. it is the elite university with its graduate education that has
epitomized this type of knowledge and language dialect, but the demand now

is belng:made thai the elementary school sy tem participate even more in-

) tlmately in thls effort

-

But knowledge or tradltlon 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, theoretical, rationa1,

"and, hence, deracinated -- the academic man writ large. But we are suf -

ficiently disenchanted with our colleagues, and with the middle class of

the U; S., to ask that researchers and critics examine the issue. In makiné

‘ the school more eff1c1ent in its transmission of formal knowledge, to what

extent will the reformers be helping to create human beings who are more

.
e n e e 7 w e oA aw e
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thoroughly deracinated and dehuwnanized? Conversely, to what extent are the

current, so-called "inefficiencies"

and. stupidities of the school system

" really a.blesging or a source of -hope, because it is in these- interstices
(and irrationalities) that the child’still has some chance of developing

as a human being? Wé.can, here, even é@k about the Iittlé.Traditions of the
" school, fhe lore and éxpérience-that is transmitted informally among pupils,
between teacher and pupils (and vice versa), within the school system. How
_mucﬁ gf what it means.to'be.a man dogg a boy learn from his schoolmates -

_ (vather than from the curricular content of the school)? As reforms eat
avay at irra£ionalities aqd inefficienéies of the school, will they;li?é~¥d
.ﬁise redgqg.even fprther the gpportun;ty to observe and experience the
meaping of manliness? The skepticalﬁieader may counter that we are here

indulging in ethnographic nostalgia, and to be frank we are recalling tﬁe

youthful Sioux, and their fine personal sensibility, the brilliance of their

singing, the virility of their dancing, their exuberant vitality. Iast sum- .

mer, we were examining Head Start programs operatéd‘for Indian Childfen, and
we -vividly recall one occasionm in which we stepped from a powwow, that was

distinéuished by the most exciting singing and dancing, into a classroom

-

-+ _vhere some Welleﬁeaning teacher was leading children through the familiar,

dreary, off-tune rendition of a nursery song. lLater, members of this staff
were to‘talk‘with us about what they were doing for these "culturally de-

prived" children.

As we look at the youth of the contemporary U. S., we are not impressed

by the success of our system of education and training. So ﬁany of our
~ Yyoung men can perform well on the national tests of achievemeﬁt and yet
they 1ack.the pride and self-confidence in their manliness. W@'recognize

full well that to an audience of anthropologists and inteliectuals, these
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criticisms may seem overly familiar. Yet, we think someone has to raise
thcsc que tlons, as rescarch questlons, ana we think that this 1s part of
our tasP as 1ntcllecbuals and. anthr0pologlsts, because otherw1se all of us
tend to concentrste-so exclusively on the issue of educational tasks --
“how the_schools can teach bettes, faster, and more: how can kids be taught
Russian at thrée, calculus at four, and nuclear'physics at five -- and
neglect to ask a far more important question: what is happening to our
chiidres as human bsiﬁgs?

. Iet us summarize by using an economic model. Theoretically, it would
* be possible to isolate children iﬁ an environment ffee of all stimulation.
Sudh.environmeﬂts,'ﬁeiwouid'surmise, ?Fe pretty'sare'and would exist only
-in the most misguided and understaffed institvtions. Given an actual en-
vironment, whether it bs Harlem, Pine Ridge, osfsummerfield, children will
be'experienqing and learning. If thsy are part qf a folk society, they
will be learning a folk culture. If they are part of the general U. S,
mlddle-class, they will be learning its culture, and. if thls latter, they
will be bet*er fitted for early achievement in school . For example, the
¢hild reared amgng the middle-class may acquire a largsr vocabulary than
~the child reared in the slum or the ressrvation. Yet,.while the size of
vocabulary is predicéive of early scholastic achievement, it is not a -
ssatement of }inguistic or social maturity; for, as but one illustration,
consider that some people of a modest vocabulary can be far more eloquent
than scholars whose vocabulary is huge. What the Chl;d experlences in hsme
and school is but. a selectlon from a vast possible range, so.that, in eco- -
nomic terms, if the child is hsviné_one kind .of. experience, then he cannot

be having another. If he is learning calculus, then he is not simultane-

ously learning to dance, powwow style. We are suggesting that most"

U $1
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intellectuals, including anthropologists, are so sold on the value of chil-

dren learning calculus, that they have forgotten about .the valuec of dancing,

and that they are made so irate by the diction of incompetent educators who

"prate about the value of learx{ing to play with others, ‘that they have for-’ .
gotten the intimate relation.ship between play and freedonm. d

-t
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NOTES

1. Since we do not have occasion later in our text to refer to some
of the omtstanding studiss of contemporary schools, we.wonld like
‘here to note that Jules Henry i1963).and a number of researchers
afflllated with the Bank Street College of Education ~- notably,
Dorald Horton, Zachary Gussow, and Eleanor Leacock -- have been

eicellent and dil;gent observers of the school system. We should

- mention, as well, Edgar Z. Friedenberg (1965), who uses quesiionnaire

schedules to rationalize his studies and essays, but whose shrewd

o obserrations'of contemporary'schools burst through his attedpts to

E';' -~ " perform a mechanical analysis of his formal data.

. . H
-

2. After reading this essay in manuscript, Howard S. Becker commented ":, R

. that we "may have understated a little the di'fficnlty of observing
contemporary classrooms. It is not just the.survey'method of educational
testlng or any of those thlngs that keeps people from seeelng what

- is 901ng on. I th1nk 1nstead. that it is flrst and foremost a

‘matter of it all be1ng S0 fam111ar that it becomes almost 1mpos31ble
to 51ngle out events that occure in the classroom as things that have
occurred, even when they happen r1dht in front of you. I have not
had the experience of obscrv1ng in elementary and hlgh school class-

’.rooms myself but I have in college classrooms and 1t takes a tremen-
dous effort of will and imagination to stop seeing only the things
that are conventionally "there' to be seen.. I have talked to a couple . 5
of teams of research people who have sat around in classrooms trylng

to observe and it is like pull1ng teeth to get them to see or write

anything beyond what 'everyone' knows.
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Introd uctivon
As anthropologists, our talents arc best realized when we can deal \v1th the

msututlons of human socwcttcs as ecpressions of viabie commumtms of people ;

" dealing with their environment, It is not with the exotic aspects: of "culture" -
that we are concerned so much as with the pProcesses of human viability, We
are bound to see education as part of the general human process of socialization
whereby young };eople' are prepared to fit stlccessfully into the internal environmént
of the commumty of their upbrmgmg and into the external el.lvu'onment W1t};m
wluch emsté the tot.al c;mmuntty of human be;1ngs of which they are a: part,
Schoqls, where they exist, we treat as a specializgd institutional arrangement ‘
designed to.acezomplish some; s;;ecified part of the educgtiona.l process which

“relates individual humans to.their communally untlerstood environment,

Although anthropolc;gists have sympathetically dealt with the intricate a;1d

alien educa.tit;n gfven to _thg young of n;a_ny distant societies, we still generally ‘
dzal with such communities as a: closed system -~ e, g. with a single African .
tribg, heuristically isolated. It is for this reason that so little anth;ropological
knowlédge has been transfera:bie 't; the educational problems encountered I.>y~
communities of people in the United States and by those who educate them, By

" virtue 'of' this methodology, we are seldom équipped to do more than 6ons.u1.t :on
the ctégree of - fit bet\yeen given educational institutions and people;of a g:'tven
culture, To the extent that we bec;me able to comprehend our total national

socicly as the context wherein the life of small communities is enacted, we

find that it is not the nature of the communities encountered within it that causes

us to pause. We find that Yaqui Indians are Yaqui Indians, whether they live in

: E KC mammmeo-\a--'}luemwa g
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. : national destiny on the assumption that as 'iridiv'icfl.uals;. th?gugh' education, we

-

national expectation of social mobility, and our imposition of education as

“nothing about our national social system, then we are learning nothing abou

Lo o5

communities in Tucson Arizona oxr Potam Mexico, and Kickapoo Indians arec

Kickapoo Indians whether their communitics are in Jones Cklahoma ox Naci-

miento Mexico. Rather, the nation-as-environment presents us with new

i

N . . - . ' ° . ° os \ N
factors to consider, We are accustomed to dealing with communities where ..
only famine, disease, or, perhaps, conquest constitute serious threats to
ccmmunal viability, Now, when we turn our attention homeward, we must

suddenly add to this list of environmental variables those threats to survival

4

posed no\'z.'g just by urban civilization with its univer _s'al tendency towards de-

-
-

humanization and alientation, but also by the centralization and stratification
of power and technology in our wn national variant of urban society,

For the many tribal and folk-like communities in our country now,. our

L4

E

“an instrument of mobility, are cardinal facts of the total environnient, I@hes.e

are conditions for viability demanded of such communities by thé increasing -

r

number of highly urbanize;d people who, as a corporate elite, guide our

-

all learn to become successful participants in a national social system.

Within this environm'eﬁt; as within any other, we are only a'.ble to know
how much and in what ways individual human beings learmr by seeing how and

. -/ 4 [ - ; :
with what success whole communities of human beings function in context.

.t

Only from this can we determine the effectiveness ofhthe/ educational process,

Anthropolegical research on schools and education is meaningful under these

circumstances only to the eé_tght'tha‘.t it is an aspect of research on the -small

o 4 '
community "in process', Research on the small community in process of

s

dealing with a national environment is reflexive; if our studiers teach us
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the community, its educational proccsses, or its scholastic problems. It is the
process of coming to terms with an ecnvironment that is causal of human action,

and it is defects in this process which are causal of human problems,

' Indiar;s, Folk:Whitcs, and "The.Sys'tem"

Our own knowledge of Indians, folk-whites, and their schools has been

gained illl the Ozark area o.f Eastern Oklahoma, Within this area, we find all |
the :’Engrqdignts -of the American "educational problem! as well as most of the
latest gimmick_s‘ 'de'vi’sed to solw; it, . ' T
Befc;r'e 1967; this éntire area was part of the Cherokee Nai:a':on. Twelve '
‘thousant}Cherok=e Indians live within it now, -9, 500 of them in traditi&naily—-
struct'ured:sma.ll C-herokee-speaking settlements. The educational level of

these Cherokee Indians is one of the lowest in the United States and their drop-

out rate one of the highest, Fort'y‘ percent of 2dult Cherokees are functionally

. illiterate in Englisfx. Roughly one in three heads of Cherokee houscholds in

couritrir Cherokee settlements cannot speak English. Cherokees attended.their

. . N -

. own schools for half a century and the school system of the Staate of Oklahoma for
sixty yéars thereafter, FEven so, the Cherokee communifyﬁf :eastejrn Oklazhoma is
oné of the le.asfv educated in'.our nation,

: Intersperse.d among the Cherokees are rural communities of what .we shall

' cé'.‘ll.".folk Anglo-Saxons", Elsewhere in the United States these people might
be called '"hillbillies" o:.r ""Okies", but the terms are perjorative and do vnot
match the local self:imag.e. Mo.st_of these. white familiesﬁrnoved into the Cherckee
!*iation éithéi as. "int_érmarried WilitCS" or as iiieéal .intrudé.rs during the 1890's,

They were the restless, rootless seckers after opi:ortu.xity who moved west froin_

Arkansas, Kentucky, and Tennessee. Some have "made good" as the backbone of

L] .




A-

the local small town middlc{class, Most are "just country folk', "respcctable

people' in their own cyes, but as culturally distinct from the Oklahomz middle

class as they are from Cherokee Indians, While their level of educaton is low

anc{thcir drop-out rate is high, they are slightly better educated than their

e —————

Cherokee neighbors,

Folk-Anglvb—oSaxon's are very poor, and Cherokees are poorer still. Both’
populations work predominantly at unskilled jobs,” Among both populatic;ns un-~
| employment rates are astronomical, In short, both populations ra'nk among the
peoples I}mericags feel pr.ivileged to c.all "undér-privileged". Or;ly recently have J.%
the povérty and lack of education of the se.people been off_ici.ally recognized, but
-alreac‘iy il;tensg effdn.rts .a.re bemg rna.d‘e to help them to (in the current idiomj
"pafticipate in the mainstream of American life," A )

Such solutions to the problems of these folk as are being put into practice

reflect great faith in education as a palliative.' In addition to renewed state

9

concern with school consolidation and administrative reform, ﬁnew federal
p?ogran;xs are being introduced: Project Head Sf:art, an attempt to ifnpri,nt
underprivileged children with the school.mother-ima.,ge; Neighborhood Youth

' Corps, which offers cash and the promisec of a student cor‘x.sumption ievél equal
to’the more privileged stt;dent body as an inducemeént to continuing education; and,
to be implem »nted in the near future, Upward.Bound for the survivors of high
:.s.chool. :At the same time, other new vocabula.ry and another new complex of
programs indicate that local pianners see a relationship between .non-participatioh. |
and cultural d.i.fference.:s. The forx:ner Ch eroke.e Nation ,is coming to be identified
.. ?:s a part‘c.)f a newly-discox;ered culture "e;rea,. "0zarkia",. .for whi;:}i a special

web of legislation is being woven, The Bureau 6f Indian Affairs has been

-




entrusted with setting up new adult educatinn courses within Indian communities,

" The leading educational establishment within the state, the University of Okla-

homa, has joined with socially conscious state politicians to form a powexrful

new organization, Oklahomans for Indian Opportunity (0IN). The OIO program

depends heavily on creating a better fit between Indian communities and local
school systems bj inviting selected members of Indian communities to attend
"jeadership training seminars" at the University, and by establishing ""human

relations centers" in Indian communities to promote programs of educational

-

encouragement, Taken together, such programs reflect a pervasive concern

with fitting people as individuals. (and perhaps even as communities) into a

school system. There are even some indications, such as a proposal by the OIO ‘

~ to teach educatbrs and school administrators more about Indians, that in some

~

instances the school system may be altered to fit people and their communities,

In eastern Oklahoma, we see the stereotype of the "education problem" in

-

the United States' a 'pepdibfiems "problem" population lJow in income, education,
. and social rank dealt with by an administrative elite attempting to solve problems

" by acé)uiring power a:.nd money with which to 'a'mplify. and st.riengthe'n educational

.and social 1nst1tutions. )
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Ve maintain that the problem is not in the fit of onple‘

to their schools and institutions,

-,

asAhas been sugg ested by SO

nan
y modern ~academic critics of the American school system
¢ [ ]

. : . .
t is true bbat if a community is faCing a stable enVironmenu and

31m01y wants to maintain its life style, there will of course te

a periec
P v fit between school and community, However if a communi y
| [V

fa .
c1ng a rapidly changing environment re8ponds by W1sh1ng to train

1ts chi
| ldren to live in a di*feront and nore advantageous”way'
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Then members of the community will déiiﬁérately create or utilize

"an educatiopal system which does not it themselves oxr their

chlldren. This was the case with immigrant communltles in American &

. ¢ities in the 1900's, with Cherokee Indians who entered mission

schools in fhe eériy 1860'3, and possibly is true of some Yest

Afficaﬁ'peOpléé today. Modern critics are convinmed that the

L

f1% between school and community is-a prdblem because. so often

o

'theJ observe schools that do not "belong" o the communities they

serve., It is the experlence bf the student for whom school is |

a éaily symbolic reminder that he is &n unwelcome alien in a
foreign province That makes the question of "fit" seem important,

It is not the fact that he does not fit tne school that damﬂges a

-student, it is the expectatlon that any "normal" student ought

to fit, or be made to flt. 50, ‘the problem llQS in who dogs the

-
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llttlng and why.
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- Ozark area of Oklahoma is of interest not so much because of the pecuhar ethnicity
.of its population, ‘but because it is an area involved in catching up with-a
"culture lag", The social change which in more urbanized parts of the United

States took place steadily since the early 1930's is taking place in the isolated

.
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Ozarks now, at a mér_c acccllerated pace. In ecastern Oxlahoma we are able
to sce nccapitulated the history of small communities and their school systems
o thr.oug.hout'thé United States as tiwy' were affected by the increased urbanization
"and centralization of power whic_.h betokcqs'partic_ipation in the modern American
gocial system, As the social system of this area has developed and Secome
more akin to modern middle class America, both the Cherokee and the fOI,k
Anglo-—ngons have°become f:asualties -~ educationally and socially,
increasingly, ealstern O.hlahoma is coming to b'e- an integral part of the
A.merican social systejx.a; increasingly Ch erokees gn@ folk Anélo- .Saansﬁ are
© out of it, No n:xatter_-how :gfeaf;l_y Cherokees and folk Anglc-Saxons differ in
the ethnographic paf;:icular, it is thei.f common role as "out of it" c;,ommunities
in the rn:;Ldst of an evoiving and ceaselessly closing socia.l "systemuthat is
definitive of their prollle}ns. The'relationship of these com_munities to the
educationalnsystem which now confronts thefn - their.position vis-a-~vis .'
‘the schools which now serve as intermediary between individuals and @thg
.sy.stem" -- tell us. ;axplicitly h-ox'v .thic'a United States’is pilt'.to'ge'thér. .
' Adminis.:trata.rs, educa;:ors,.a.nd a whole school of social scientists see
such commuximities as aggregates of underpriviliged individuals, .Lackinjg, it
.seems,. the ability to perceive 'a funct,ioning community in the.first place, they

perceive the problems of such communjties as caused by an unsatisfactory

relationship between individuals and "Society', Given this perception of

causality, a sclution based on giving more power to institutions (such as schools)
. on the assumption that deprived individuals can be encouraged to participate in o
them follows logically enough, In this paper, we assexrt that this very set of

perceptions, assumptions, and power relationships is the cause of the problem,

© Vhen scholars and administrators can gather in Denver, Colorado to discuss
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the "Indian problem' in castern Oklahoma, that is an Indian problem. Human

husas,

beings exist within systems ofjrelationships. Human communities exist within

the broader reaches of these same systems of relationships. Their problems,

as communities of people, are caused by the relationship of community and
social systein.
‘It takes no great sociological insight to see that this is the case. Even a

very brief historical sketch of the relationship between Cherokees and their

~ schools demonstrates that when the Cherokees as an on-going people realized

that ‘they ncoded education in oider to deal with the conditions that confronted them,

they gradually developed for themselves a means of education which, of course,

- being of the cnmmnnit}‘r fit the cornmunity: Whenever the relationship of Cherokees

to their ém_rironment was disrupted and traumatic events left the Cherokees
incapacitated, their school system, in the alsence of conditions which demonstrated

its utility, then suffered precis ely the problerns (lack of fit and alienation from

- "~

| community} which now beset it and other contémporary Amencan school systems/

Cherokees _ .
G Rasss¢<and their schools ' '

R o e s
Y. L .

Thfoughout the entirety of their known history, the Cherokees have been a

S e gy

populous, classically "tribal", conservative, but astoundingly pragmatié qaeoble.

In the past four hundred years, the Cherokees have faced a continual procession

of dramatic, complex and traumatic occurrences. As a tribe, they wetithered

thesé, and learned. They were never smashed to the earth and disintegi'ated;

as were many tribes. When, like the mink, their foot was caught 1n a‘trap,

Sons’

they gnawcd it -off; when for their protectmn they needed EOTRE with the knowledge

and cunning of white men, they '"farmed out" their own sons and let them scout the

destiny of the tribe; and when thcse sons worked against their fathers and brothers,

thcy cut them adrift, drawing the ranks of the t1 1be close agamst their m{luence
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and leaving the cast offs to marry whites and become a part of the society that
" had so turned their heads.

The modern Cherokee community participates in a way t>f life that has been
consistent in.f_orm and directiown since before the_cor_ning of white men'. In t}ie ‘
1700's, Cl_leroltees lived in small settlements, each consisting of a single group
of ititismexi, ‘clustered arouiid l'a:rger.’ "mother towns". Peripdicaliy, kinsmen from
smaller settlements joined with relatives in the mother towns to enact tcgether

the sacred ceremonial events which assure the whole!people of a healthy, prosperous

and satisfying exi stence. ' These meetings of the people at their seven major
: ceremonies were periods of rputuql deliberation. Life in a housghold is no more
rewarding than a mother in-law will allow it to be, and no mother-m-law is
- (’ Ciepistble

satisfied with witless, routinized, propitiation. g;ps-&b&c man takes his mother-

in-law problem to his father, where‘in the shade of a tree an old man can be

*. listened toga.-cl even é,rgued with, So it is with a people. Even in times of peace
and security, it takes the resources of all to adjust the intricate mechanisms <;f
a sha:re(i life. "Four himdre"d'yeéx'i's; lalt'er., transported by death march from the’
Southeast 'over' ai "Trail of Tears'" to Oklaht:nia and siu'r"ounded by .a. nation of
intrtidei's, this'is the' consistenC}; of Cherokee life. . In eastern Oidaimma, 'small
groups of Cherokee kinsmen live in nearly sixty settiements. The aboriginal
village ébupcil of ""beloved men" lia.s shed its formality arid sharp delineation.
Instead, 'afte.r dari< and every Simday, the 'yards- of ""white headed'" men are

‘ -crciwde'd‘ with the' cars of neighbors bearing news an.d seeking adx}ice. The
t:eremonies have moved under the roof of 2 country Cherokee Indian Ba:ptist

Church and,‘ exccpting a minority of ''pagans', at the precise secasons of the

ancient cercmonials, dclegations from country settlements join to reckon with

KC he grace of the people durmg the scven days of the Cherokee Indian Baptist
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As sociation‘Convocation. ‘The Cherokece social unit is unchanged; its supcex-
ordinatc purposc -- simply "to be" -- persists. But tribal pcople are, by

. definition, ?c.oplc who live in responsc to environment and who, because
environments are everchanging,. changc through time. 'ijcntiel;h centufy
7America is the twentieth centur& Cherokee's envi:rontnent, and, for si;;ty
yéars-, the Cherokee response to that environmeit has been inertia. Hence,
the Cherokees are poor, uneducated, and out of it.

'Cherokées are totally withdrawp from the school system of the state of

. - Oklahoma., Their median e'ducatiohal level of 5.5 school years comes about

because (.Jhe;'okees, on the w'hdle, d1;op ;mt of school at the earliest péssible

momen.t.. Th1s, h;wg;vef; nis no.£ l.)elcaus'é Cilerolﬂcees fail to apl;récia:te -the

benefits _o.f‘ education. When this country was in its infancy, Cherokees mastered _

.
the art of civilization. They were once a universally literate people. They

once established for themselves the finest school system in the western United

L
-

States. Cherokees know more about the consequences of formal education than
do we. '
I:u Fhe late eighteenth and early nipeteent'h centuries, tihe Cherokee tribe faced

its greatest crisis. Epederﬁic disease, decades of warfaré, and émcroachihg

whité colonists disrupted the Cherokee style of life. Whole t&vné had béen burnt,
: xand the eastern lands of the Cherokee nation were lost, Refugees lodged with

distant Kin. ~The day to day relationships of a man to his neighbor s became now

more challange tl.lan comfort. Men who were entrusted with irreplacable

knowledge - of the past of the people, of curative m.edicine, of thg sac_:remeﬁts

‘whach kept the people united and invulnerable -- were dead before their appren-.

tices had been trained. Americans had become powerful and demanding.

© (ame was searce, the hunting grounds gone; Cherokee husbandry was demonstrably

q '7‘ «
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inferior to that of whites and no arable land was safe from seizure. The people,
high temper ed .and smarting, could not restrain their young men from striking
ba'ck at .thc “;hités.. When the irréspoﬁsible 510\;1 was struck, a.f‘;cont'iers'man _
burnt out and his wife carried off, t.hc whole pecople were made to answer., Each
Cherok.ee. act of vengeance against whites netted in reprisal a war of destruction.

Ea ch man's answer to the problems posed by a white nation to an on- going tribe

- was prized, and the answers, couched as responses to individual difficulties,

were many.
To the problem of an Indian tribe unable to answer to'whites for the uncontrolled

actions of its individual members, nor to contest policy, came the answer of a

Cherokee Nation Over a base of constituent small face-to-face communities,

througﬁ arrangements tha;t ensu}red that a common conhsensus ’among them determined
the q;our.se of nati onal ~p01ic_y, the Cherokees built a ''voluntary native state" with
+ a constitution, code of laws, and-bicameral legisl;'a.tu.re.

To the problem of t.he loss of tr?.ditional knowledge through the pré:matpre
death of Che rokee sp;aci.alists.came SeqL;oyah's. simswexlz the. x;ati.ve it.lvention of
a Chero'k.e.e syllabary. In the three or four years folloQing the p‘erfect.io.n of
thé°syllabary in 1821, th.e 6herokees beca_.me universally lite‘ratg m their own
'lang.uage. A rash of innovation followed. Cherokees became printers, réadérs,

Bews peser editors

létter writers, jt_lrists, chifiers of lvaw,/\b,iblical scholars -- the printed word

: ‘was woven into .the texture of Cherokee 1i fe.

To the problem of white men who manipulated their laws.so as to sanction

the expulsion of the Cherokee from their homeland, and inte.rpr.e.t‘ed with oratory .

and Scripture the morality of this expediency, came the answer of Cherokces eclucated ;

- to contest whites on their own grounds. Equally, Cherokees imported white tutors

Full Tt Provided by ERIC.
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ERICito their own homes and sent sons to the best school g in the United States.




"ofa ﬁeople now of many opinions about how to survive. The tribe formed into

To gain education in the interest of preserving their tribal community, the

Cherokee were for a while willing to tolerate the growth of a "cultured" chtc

thn the elite proved too little subservient to the dir eclion of the trlbc, the

Cherokees turned to the principle of universal cduca:fion, in-their own langué.ge
and in their own schools.
The Cher okees, already a tribal state before their removal in 1839, estabhshed

the autonomous Cherokee Naijon j in Indian Territory (which later became Oklahoma).

-

The struggle to cope with the greed of the Statc of Georgia and an expansionistic

~

Federal Government, the rapid and differential acculturation witich had been

unidertaken to rise to these tasks, and the trauma of Removal, broke the consensus

. factions and was able to wnite only as a coalition. Even this was done. In the

S West,‘ the Cherokee Nation was established in 383?. It was controlled by

LSRNy, s I ) TR R
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...on their own nationalﬁe'adership. By the 1850's, theCherokees were inseperably

"traditionalists" not only in electoral office, but at home along the creeks and
hollows of the Oklahoma Ozarks where, by rumblings of mass armed nativistic

, | ' o . S erocked

reaction, the most isolated and deeply traditional of Cheroke__es "Guaked the whip"

both a.technologically modern, educated, literate, mation-state and a functioning

tribe, unified by person- to-.pers on interaction acd an unyielding tribal world view.

" If to survive as a tribe, one had to compete &s a nation, this price could be accepted

© with di gnlty.

Investment in educatipn was, for the Cherokees, what lnvestment for na.tional

$

. :
[

defense has become for us, and Cherokees equalled us in lavishness and cornpulswenes

building for thcmselves a school ayetem that was known to be the finest west of the

M1ssms1pp1 What was defended by education was, ultimately, the counﬁry kin
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scttlement. With all the tendency of tribal pcople for sh.aring the skills

esscntial to survival, still talstasting the bitterness of being sold out by an

elite of "treaty signers', the Cherokee community repeatedly tugged at its

g'ovcrnmcnt in an cff01.‘t to.maintain a school .ssjrstem adapted to th‘c demands of
the ioca.l cor;flfnullity. For the"cra;litional Cherokees, thc Civil War s‘eemed to
break suddenly. When the armies finally dispersed, virtually no house was left
standing, no field unscorched. The people, as a ‘consequence of being blind to

perilous developments in their relationships to the world of English- sp?akers,
| punshel
had been spared extermination, but they had been grievously Runsilied for their

1ack of attention to their environment. When the smoke cleared, they began to
" force their government to hand over taeir schools, and when their schools were

.- at their é:ommand, they poursd in their children. In 1873, the Cherokees were on

-

the threshold of_ this resolution. Chief William P, Ross told his Nation:

If the public schools have not been attended with all the success that
might have been wished or expected, no deliberate, candid, mind, it
appears to me, can deny that they hueve been productive of great good
and are still the means of imparting much knowledge to the children
- of our country. No one denies benefits derived from public-schools by '

- that portion of our people who have a knowledge of the English language.
But there are those who contend that the present system has been a
failure so far as those are concerned who have not that knowledge.
(Thornton 192.6}36, jtalics ours)

That year, the Cherokee-speaking community showed its muscle: Immediately,’

bilingual school teachers were assigned to Cherokee- speaking communities,

text books were printed in the Secitio}rah syllabary, and Engiish was taught as
" a second’ ianguage. Pupils became both learned and bilingual. Graduates of

neighborhood schools poured into the Cherokee Male and Female Seminaries

which were by then among America's leading institutions of higher education.

For the first time, sizable numbers of children from the "traditional" faction

A -
- - .

ran the gamut of their national school system and emerged as young profcssionals




B%:

in the service of their natal communily. As these men took their places on the

floor of the National Council, bchind couuntry phlpits, o> simply on their

front por.chc-s: thc Cherokees reached the zenitly of the.ir expericnce with cducatiorn.
For 'even in the 1890's when the fir.st generaiion of educated traditionalists was
taking its place with.in the Cherokee Netion, their faction -- by then knovyr_n as
"fullbloods' -- .became alienated from their own school system.

The rift between the traditionalist Ross Party and the acculturated but

unassimilated Treaty Party in the Cherokee Nation grew into a complete falling-

out between a 'fullblood" and a "mixed-blood" faction. The majority "fullbloods" N

: held the "mlxed bloods" responsable for the1r mutual disasters durmg the Remc’waI-
- and the Civil War. Slighted, mistrusted, possibly misunderstood or possibly

: ' ' _
-~ understood only too well, ‘the mixed-bloods increasingly marxfed white intruders -

in the Nation and became anxiously responsive to the growing and aggressive
. population of Boomers in Kansas, Sooners in the west of the Indian Territory,

Railroad .Boosters, and land promoters. By the late 1890's, the mlxed bloods

-
-

= : had become not only a roomx maJo-r1t).r, but were answerable to the expectat1ons
not of the tribal fact1on they had bested but of their aggress:we white ne1ghbors
Their last strategy of survwal was to coerce their Cherokee Nation ints becoming
. more "American" than America. The only sure vehicile for the production of men
. who would be both Cherokee nationals and super-.A.mericans was the Cherokee'

" national sch .1 system The 'mixed-bloods" did become superbly educated but

" as early as the 1890's the fullbloods were .onfronted with a school system predicate_d

on forcible acculturation.  Gone from Cherokee' gove_rnment was the presuription that
a Cherokee tribal community could survive. By intent, the school system no

-

longer fit the Cherokee- speaking country settlements. Even thcn, the cxpcruencc

Aruitoxt provided by Eic:

i "KC attending a school intended to rcshape a community was mlserable Angic Dcbo
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says of the Crecks, who were in a similar predicament:

Pecrhaps it would have been wiser to conduct theday schools in Creck,

for they werc almost a complete failure in teaching English. The

a-b-c mtthod in vogue at the time was bad cnough for the English-
speaking children, but it was worse for the young Creeks. They learned
to pronounce nonsense syllbbles like parrots, and to read rapidly in

the First and Sccond Readers before they dropped out of school in dis-
gust without knowing the meaning of a single word. Some of the teachers
tried to work out a fochoixzxx technique of their own by the use of objects,
but they were under such strong pressure to show results in the glib
reading of meaningless sentences that few were able to resist it. To
make matters worse, none of the white teachers and few of the mixed-
‘blood Creeks were able to speak the native language. (Debo 192?:309)

Nearly eighty years ago, the Cherokees were alienated from school. In

the interval, the entire mixed-blood faction assimilated i@o the genéral society,
the Cherokec Nation was dissolved, and tne State of Oklahoma was established
Y in 1907 with stewar}dship of all formerly Cherokee institutions including the

school system. When the'C?herokgae commjunity lost the power to deal with

9
-

¢

" - its circumstances and thus the power to dictate the terms of its education,

. participation in schools ceased.

~“Folk Anglo-Saxons and tirentx their schools

Cherokees were coerced into the Indian Territory. The institutions they

created there represent an attempt to make the best of an unfortunate. situation,

~ Folk Anglo-Saxons, by'.oontrast, migrated into the Territory spontancously
a..nd voluntarily. 'The institutions they created reflect the free working out
of the kind of com.rgx_uni!:y they most desired.

Indian Territory was the last stop (short of California) for the original,
individuali;;tic; liberty-loving wandere;s of the Am.e'r'icanﬁfronti'er. The folk
.Anglo'-Saxor.l;s who moved from li\rkansa's, Tennessée, énci Kenh.lcky .a'.t the tﬁrn !

of the century were drawn by the same selective process that caused whites to

populate the entire g=zthcast of North America., They were the perennial ex-

panders-of-frontiers. Life on the fronticr, for some people, is rewarding. On
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the frontier, with its sparsc population, nobody crowds in on a man. The Nprth
American environment is lush and rich. A man can live on fish and gan.le, can
crc':ate hi.s en;rironrr.xcnt to his own liking, can fcel that he alone g‘didc;;his

own destiny, can bear the responsibility for his own actions.. But frontiers

. in this, country have always becen temporary. Increaszxing/numbers of people
crowd in_{o newly opened territc;ries. Towns are élanted. Commerce ﬂ(’Jurishedis.
A more complex division of }abor is established. Instititions such as the church,
the bank, and '"the la\.v" become powerful, and thos.e wim creat.e for themselves a
sedenta;ry life which contributes to the g;.owth and respecté.bility o.f the community
rank high in their favor. Ap.d the man who seeks to make life for himself and his
fz;tmily an individual creation, for whom this total responsibility is the essence of
manl.iness, feels emasculated, boxed in, and Yout of it". For such men, the time

-

to m_’ove has come. His place is one jump ahead of the establishment. This kind

soker -

of man, a secko of the good life, a pirate, strong minded, an authoritarian within

his home; a macho, often enough an sutlaw, settled in the hills of eastern Oklahoma,

wherever the (:Jherékees.: left(\:a h{.alh.aw uﬁi)opula:téd.. :
Folk Angio-Saxéons seldom cal‘r{e as single men, Usuall;j by the t'?me they felt
: re;atdy to pull up stakes, th(;y had a wife. and a healthy number oflchildren: ‘Oftcn
siblings moved together with their families. Often, as immigrants frequently do,
| they settled and sent for thei;c' Toinfuk kinfo}k. As the§e whites filled the hills qf |
- the I;mdian Nations, they settled with their kinfolk around them in séparate, small,

© kin-united communities. Even as they fled "the establishment" they brought the

sceds of the establishment with them. Perhaps the deepest contrast between the'

folk Anglo-Saxon kin based community and the Chc_rofc.ee kin-based community is,

among Folk Anglo-Sa_xo~ns, the irreperable tension between individual manly auéhority

, and the demands of community life. Folk Anglo-Saxons do not consider life complete
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without the minimum of community institutions, They concede that to deal with
life, a man must learn more than his dad can teach him, for always the bankers,
the la;vyer s, the womenfolk and the supernatural loomy before 2 man and his sons,
They assert only the right to creab;; their own institutions as they wish them,
schools inch:xdcd. h
Folk Anglo-Saxon iwsx demand in.stitutions aecomondated te what they themselves
are. They are livers, In Madison and Newtown éountiee of Arkansas, an en-
vironment pr ec1sely s1m.11ar t‘o'the Oklaho.ma Ozarks, live the Anglo-Saxons who
stayed behind. Their houses a?e sturdy, trim, ample, and rooted in the land.
| Their fields are meticulously cultivated, fl}eir gardens»large. Orchards aﬁd
flower gardens surroui‘;d the houses. There are always several outbuildings and
a large cen.mplement of domesticated aﬁirpals. These farms are to provlde an

ample life, to load groahing tables with a variety of dishes, to pass on to one's

sons. Churches and schools, too, have an aura of permanency and elaboration.

These are communities of builders, Pride in community here is pride in the
thmgs you are bu1ld1ng and in the thmgs that have already been built bv people

participating in the constructmn of a way of life. In the Oklahoma Ozark\ houses

\a

are seedy, farming.is done with a lick and a promise, church in.a parlor ox\m
af-maélé-over log cabin is as .good as in a church houae, and sche.ols.lileewis‘e. V
.Community pride is piide in the quahty of life that can be tifimix hved here, in \
the color and passion and freedom of 1t and the kind. ef ﬁan that can be produced
by it. Whereas the people ef Jasper, Arkansas feel grat1f1ed bZr an imposing |
' i, - "

courthouse, the people of Bunch, Oklahoma take pride in & i who Mghows up -,

finc¥™ .as Queen of the Strawberry Festival or in a boy who outdoes the pros at

the local rodeo, or even when a gutty young burgler (who after all was only robbing

[KC town mecrchants) accomphshcs a daring "human fly" escape from the county jail,
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What these people demand of communal instituti.onks is an environment w‘hich z.tllows
for a maximum of passionate concern with othe?:s in z‘m atmosphqre of‘ min.n.:imum
cocrcion to bar‘tici.patc. To submit to coercion is the end of manliness; to have
the strength and conce;'n,ti;o "carry"qanother man through hafd. times without
putting .him under obligation is the fruition of manliness. Thus, 1;he folk Anglo- '
‘Saxon church is usually a Baptis;: or Holiness church, churches where hierarchy
is at a minimum, 'wh.ere p;'eachei's a;'e of az&chosen by the bongregation, where a
man caﬁ join his power with God's to heal his brother, where a man can shoutl
pr.a1sc where praise is due, but where the final respon51b1l1ty is 1nd1v1dua.1 a man
must see the light hvmself and be saved by a revelatmn which is strictly an affair
'if . of honor between himself and his God. The political arena is the front parch of 2
crossfoads store, not the county courth'ouse. i\Io rnan.is bounci to parti.cipate in |
.di’scussing the affairs of his corﬂmunity, but thos;a with an ax to .gring c.an count
on an established place and'_!a. concerned aﬁciienée.

The folk Anglo-Sexon school h'as tr,adit_ioné.lly Been an- instituti.or}.outsidg the
- esta{blish.ment. The folk Anglo-Saxon sees his house as a citac_lel,‘ Men say
"as long as I'm uﬁder my own roof, 'I'll do as I pléése;', and, to their sons,
'.'a.s lbng as ;rou're under my ;oof, yc;u'il do w};ai: I say.. " The comrfmr;itl:'}; it;eif
usually a claster of related patriarchial families,. is an.ex.tention of the home,
The major .iﬁstttution§ of the folk Anglo-Saxon commuﬁityl, the churcl.l,’ the
sc.ho.ol, and the store, are imi)orta:nt ~- just by existing -- as.evidepc'e of the

-

completeness of life. , The.y are each((an‘d often inter_ch_angably) places‘wl}ere - .

~the communit}q’can assemble for the pleasure of eating, playing, darcing, making

music, and enjoying a demonstration that life is as it ought to be, or for serious

{ .

d1scussmn and demswn makmg that involves the community as a wh olc The

EKC

work Anglo- Saxon community, emby acing these institutions, is a Mmed
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- keeper, with their relatively greater education and sophistication, are expected to

' arithmatic are as necessary for personal protection as i;:a "hogleg" pistol.

. some of the tensioﬁ‘b.etwecn father ‘and mother in the folk Anglo-Saxon family. ' .

%4

social unit. As individualS folk Anglo-Saxons arc strongly "anti-cstablishment. "
. In the Cookson Hills, they produced and sheltered gnntl ations of Robin-Hood- hkc
4' outlaws who stole from the rich-and gave io the poor. To them Pretty Boy Floyd
- is a folk hero. Their vote must be cotl1~ted b.y promising to represent "thepeeople,

3 not just the blg shots in the county seat. " mm&xxsgm Banker S "big shots",

and the lawme%vho represent them are the enemy. Teacher, preacher, and store-

sleeve'" and acting as spokesmen for the interests of the rural commumty There

is, then, a clear boundary between the community with its institutions and "the system."

Th e schools tiat folk Anglo -Saxons bu11t rather than being the vehicle for

-

entry into the establishment, weie the last line of deﬁense against it. Folk Angm-

Saxon men consider schooling (and schoolteachers) "sissy" and essentially feminine.

At the same time, they believe that a practical amount of readir{g, writing, and

They (hsr'ourgge any child frorn leaving qchool before he can read a newspaper,

.write a letter, and add a grocery bill. Beyond the atta.mment of these sk1lls, urrless
a child seems interested in oe‘coming an accepted professiona1 withirl the community - -
such as a teacher or veterinarian --. they consider education an affectation,

As Iolk. Anglo-Saxons eee_it, the primary function of school is to impart useful
defensive skills. The secondary function is to socialize and e\;en Yeivilize"

children within the community. Placing socialization within the school resolves

Fathers encourage their sons to be a reflexion (perhaps idealized) of themselves

in their youth: wild, headstrong, reckless, and tough., They prefer their daughters

to become polished ladies and, eventually, competent mothers, but if their girls are
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a little f}ashy and "'liéh stepping", they arce not displeased. For children (;f both
sexcs, mothers are refuge from the strong and often wrathful hand of the fathc;:c.
Mothers. are the source of warmth and stability in the ho_usghold. .As _suc;h
thcy cannot also be disciplinarians, nor dare they thwart the wishes of their man.
But mothers ;!h‘opc their cﬁildrcn will surméunt thc.a"very "evils' which th'e father
encc;urages in them. .A They. aspire toward gentle, do'cilo; childre.n, free of the curse

- of wanderlust, who will stay rooted and sedentary, Between father and mother
stn;ldé the schoob The conflié_t is resolved by. granting paternal authority to the
school and insi sti'ng.that it teach children "discipline" and make them ";rs{ork hard. ",
B}; demar_ld_ing sc%hool_s that Qisc'ip_line a 'chi.lcil and .wor.l.c hil‘;‘l hard, folk .l.\n.glo~Saxoﬁs.
;nsi;.st on' the same oppo.rtunity the).fwoulld .éive e%child at h.ome - - a .situa.'tion in
which he can demonstrate his own personal worth.

The schools of a folk Anglc;- S4xon community are paft of the socialization '
syst.em of a stable community, Within the community they su_pport a sense of

communal and of personal worth, They and the students who pass through them

3 - to take their place within the community are an essential part of the completeness

b

- vewen,

- of this cor;rxmunal life.

Sch/ool, community .and social system in easte:.:x{ Oklahoma
In the 1930's, the amount of education attained by the various populations of
' eastern Oklahoma was little different than it is now. Cherokess did not go to

school (the median number of school years completed by Cherokees was 3, 3).

They had long since &ithdrawn_frofn participation in the general society. Folk .
Anglo-Saxons stayed in school long enough to learn the three R's and then, even
as thcy.win independence from an authoritarian father and acceptance as an adult

.member of the family by knocking the old man on his ass, qu'it. Children from
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small town commercial familics obtained cnough cducation to enter and expand
the family trade. Children who aspired to the professions finished school.

Tixc rcl.atic.m. of schoc;l to the folk-like communities in the region was not ideal.
Stili, schoo?'{s succeeded in imparting thosec skills which their‘consti‘hent
;:omrm.mities c.lcrnanded_. No one then concluded from contemporar‘y' s:;tatistics on
| e‘ducatim.lal attainment that eas.tern Oklahoma had an educational problem.

Now lea}mma has a'fu11~blown "educational problem'., But the rough outlines
of regional life are:not that greatly changed, nor are‘new. §_ki__.1ls necessary for-
successfully liviﬁg there. Now, just as much as ‘former_iy, a p-r(;sperous

" merchant, s.ec.ur;a in the midcile class of a county seat, is as likely to have a

.fourth grade education as a college degree. In these:’decades, it is the requirements
for ;tatus_ and social mobilit‘:_)r‘that have most c;,hangec}, and the newly formulated
expectation that neducation" will confer both. ‘Completion of education is equated

- with arrival in t};e middle c;lass. But, although many academic critics “of our

" educational system overlook the point, this was no less so in 1936. . What. is

new is the expectation that all youngstérs must arrive in the middie €lass by

_' completing their education along with new requirements for class mobility to
which schools are tailored. Because schools are now exclusiveiy producers of
new entrants into the middle class, and because this is done by expanding the

school's control over the student's environment, "school" acquires a new meaning
5y . . - v R . . .

even where the traditional formal relationship of school to-community is unchanged. .

These relationships, too, have changed, but the relationship of school to commun-

- L

ity is now far more changed by the fact that school itself has become something

_different than what it w;—ls;

N M N R
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There was in castern Oklahoma in thc 1930's "the system!', a status ladder, -
and differences in power and pljivclcgc, but, unlike the Cherokces and folk Anglo-
Saxons today, no onc was Youl of it". Chcquecs iived ata sub.s.i.stence level with
a ""make do"-eeonorny that combined petty farming and wage peconage, .Folk Anglo-
Saxons, living as rural farmers and stockmen, were the maj.oi'ity pop'ulation, and
' from their ranlcs'sprané prosperous town dwellers to take places alongside the .
urbane '"old settler" population of as smnlated Cherokee mixed!bloods. Tov:m and
' country'coinbined formed a self sufficient social system, with people at each ex-
.treme of rank united by kinship. Countrymen, both as voters and producers, were
securely in power, well able to recipro.cate the favoi's they asked of their educated
and s‘olihisticated cousins .in town. |

Only this personal and reciprocal relationship between rich and poor was
acceptable; beyond it countrymen ‘resisted the expansion of power, repeatedly and
forcefully. In 1917, Indians)Negros ‘and whites of eastern Oklahoma entered the
: Green Corn Rebelhon as tenant farmers bucked against the abuse of tenancy and
 the military glraft. In following years, the g,roxving forees of ch.ial.isrn and |
Pepulisxn in the state checked the power of townsmen, T'hrough the l930's, the
shelter and protectien counti'yfolk gave Pretty l?:oy Floyd made .of .his career a
morality play which illustrated the imhlnerabilit.y of l)ankers and big shots in the
establishment. Status was based on wealth and family. To acknowledge country
kin and eonform to the behavior they dictated and appreci.ated was the only-means ..

to sanction and secure social position. Seemingly diverse routes of mobility were

equally based on kinship. Often an extended family would "back" the yéungest son
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zu'xd scc to it that he was groomed for a "high class'' life. Alternatively, an

extended group of males would pool their resources, marry their sisters to

advantage, -and, as a kin group, become mob_ilc, (And elscwher(t,.i.n the United

States, entire immigrant communities became mobile). B‘jecausc there \.,vas rapid
mobility by a variéty of processes, .yet mobility wh ic'h-w'a'sj ciependent on courting

- the .po'w';:r-, kin'simip, a}nd' sanction of country folk, those who "rr;ade it" into the

town middle class did not distinguish thernse-l‘ves,’ by their behavior, -from country-
folk. The country set the expectatidns of behavior for the whole social system,

Only ;hosg few who were securely in the establishment could affoxd the appearance

of being "cityfied" or '"dandy". " In no wa& was mobility cc;ntingent on bchavior symbolic

L4

‘of allegiance -;B\tj' ancther class.” Even now, the Senaforial candidate with the decpest

t

E. drawln_and the best banjo picker in his entourage draws the vote.

-

In the 1930's, eastern Oklahoma schools reflected the communities they served.
Policy was made by neighborhood school boards and adj.usted to local conditions.

Always, ‘school recessed in time to allow children to work through the peak agri-

«
L]

cultural season, whenever in the year it fell. School functioned outside of the

NADE AR

establishment. Teachers were épecialized members of the local community, working
Whe.re.th'ey were born and raiéed, and the school, iending its facilities to pie suppers,

dances, and "socials" was a focus of community social life. Neither tieachers

DR L A I b
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nor administrators had extensive specialized training, nor did they conceive of them-

selves as professionals, Jobs within the s'c;hool system wezre not channels of mobility,

3
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. To the extent t}}at school personhel sought mobility for their students, they, in

league with parents and neighbors, sponsoréd and groomed selected pupils, T&
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To the community of which they were a part, they t-aught such skills as would

enable its members to come to terms with the surrounding socicty.

In the year-s smcc 1930, castern Oklahoma lost its in'tegfity within. the American
‘éociai system. As an agrarian ‘aud rural state in an industrialized nation; its pow,ér
_;ar-ld self sufficiency were bled off. By the end of the 1930‘5, the Americ?.n small.
.jfarm e(;onomy étalled, and dispiace.d farr;n handé ;avere sucked into the industrial ma\a‘r.
%The Oklahoma dountryside depopﬁlated as th-e'opportunistic and the disenfranchised
:moved by the thousands to cities on the Pacific c9ast. The Iocalt ecx{m.)'nng'dissolved,
Ekm g‘roup; fragm ented; and c':ox-mti'y men became pov;-/erless ax;d ﬁn-.influencia.l.

,'F'or lack of personnel and'powér,, the politifal and social institutions which linked town

to 'country evaporated, and with them, the customary channels of mobility. Time widen-

ing gulf between town and country was accompanied by a back-wash of urban immigrants

3

into small towns, drawn by the opportunities for expanding service industries outside

3 .
of the familiar grind of big cities. Rustic busines;,‘sm en forined 2 community in inter-

action with urban newcomers adept at _maxiipulating the system. At the same time,

- .
- -

?federal and state ir-léstitutions, cen';ralgz‘ing ané exi)z;nding their -cc;x;trol ir'xt.o rurr’_tlr
meas, becaine "gate keépers' controlling the flow of cash into the local ec_onom)_}.
i\"‘!_\lienat'ed from powerless cou-r;t':'ry communiti_es, the expanding population of townsmen
i:ame to depend on members of the snsdx intrus.iv-e urban middle class to sanction their
lsta'tus. In a diffuse way, the opinion of urban Americans was empowered te dictate
;tafn'dards of behavior to eastern Oklahorpans, for the only channel of mobilify remaining
pen is to joi'n with the ekpandiﬁg generélizgd urbén middle class on th; terms 1t sets,
acking any conc ei)tion of the viability -of rﬁfal comrm;nigy lif;e; t}}is'ﬁé&v ﬁiddlé

lass seces as its mission the incorporation of Cherokees and folk Anglo-Saxons into
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In a stagnant rural area, bereft of both farming and industrialization, with
serious problems of unemployment and, because of migration, an under- . l
represgntati.on of competent young adults, the rc; is no ladder of occupations linking l
folk-like count'ry communities and the new middle class. Only thosc indi;ridua.ls'
who can make the behavioral ;djust.ment to working in a servi.ce industry, dependent |
on the goodwill of an impersonal middle clgss clientcle, is assured mobility, and

" no scquence of occupations exists which allows Cherokees and folk- Anglo-Saxons

to experience the behavior which pleases middle class consumers. As conditions
for an imper sonal-but secure relationship, the new middle.class demands of

Cherokees and folk Anglo- Saxons an uﬁspeci‘fied and mysterious personal trans-
f_ormaﬁoﬁ. The person that they are is ‘unacceptable (what harried execulive would

~

purchase insurance from a salesman wearing coveralls, rolling his own cigarettes,

. and speaking hayseed English?) Including Cherokees and folk Anglo-Saxons

" within the prospering class of the region demands the construction, from them,
of acceptable persons. To the schools has been entrusted this a.ct]of creation.
A As these changes occurred, the s chool system was_.taken over by the establisshment. .

School budgets were increasingly supplied by state and federal government, and control °

: 'ov_er schools was tthéreby centralized. Power n;oved away frm;n the local community
school board and was bestt;wed ‘on county sﬁperintendants responsive ‘to state legis- s

latures. Teachers colleges and institutions of education grew in “wumbexr and influence
while teachers became a corporate group with their own professional associations.
Requirements for teachers were set by the state ri.ther than the country comximn'tiy.
Administration was .c.entralized in the intexast '.':f effeciency, and, as roads were
improved and bus services offered, schools ;avere consolidated -- alwa:ys c'w.cr the

\

protest of locél people. 'The school system became an arm of the middle class,

o teaching became 2 route into the middle class, and teachers, of necessity, were
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‘it does not occur to them to provide opportunities whereby entire commucities of

Set 'é/w fong

" the middle class iff an environment. Middle class students, naturally, are un-
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¢ responsive to middle class definitions.

In the absence of reciprocities that bind it to country communities, the Oklahoma

F middle class conceives of itself as "the world" and of its behavior as the American

| norm.. Lacking c>.cpericnc_e of the viability and vitality of Cherokee and folk 'Anglo-

Saxon community life, members of the middle class see before tﬁem only lov;r--
ranked ethnic groups -- individuals who for some reason have not "made it" --
subsidized by middle class productivity. Inthc absence of reciprocity, the po.wer to
coerce these 'peo'ples into entering the mainstream of middle class iife is seen as
en.ti?ely legitimate. Through the school system, the middle class dictates to
Cherokee.s and folk Anglo-Saxons the ind ividual behaviors tﬁey must adopt before

4

being admitted to the system. ~ Since the middle"’class is an aggregate of individuated

‘people who conceive of success. as the result of individual goal-oriented self improvement,

people may improve their collective rank, nor do "deviant" communities of Cherokees

and folk Anglo-Saxons have sufficient power to demand this concession. Thus, t6
all but 'mobi.le ix_ldi.viduals, the system has closed.

In the, Oklahoma school system, as it operates now, the expanding new middle
class has taken over. .Except; in the deepest back b;zoods,' middle .class students

pregdominate in the classroom Thus, for Cherokees and Anglo-Saxons both,

threéi:ened by this environment. It demands ‘of them only that they "be'". But,
conspicuously demonstrated to Cherokees and folk Anglo-Saxons by the successes -

of middle clas_s students and the awards given anyone who approximates their behavior,

is the necessity of learning to become middle class. In this situation, Cherokees

and folk Anglo-Saxons, both people with a strong sense of self-worth, see only

v
.

a reflection of the low rank definition of their communitics. Being men whose

* Q
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. " at which students transfer from backwoods schools, where they are a majority, to

" American schools and the "out of it" .
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existence is embodied in 2 community, their experience of a school system which, §
with newly implemented iechniques for dealing with the "under-privileged!, attempts
to oring them up to an abstract standard of middle class compctence,r denies their
own communal conce-pt of worthiness. As studcﬁ.ts, none of them having internalized
the middleclass conception of a peroctually in;xproving' seli, do daily battle with this
judgerﬁent of them, school becomes 2 discomfo'rt disporportionate to any knowryreward -

it can offer. Significantly, the Cherokee drop out rate reaches its peak at the point

o:onbna:lm.oaibxgh consohdated hlgfa schools, where town middle class students are
the maJonty Bemhpa:s Perhaps, then, since for these students the school is a ' j
middle class env1ronment dropping out repr esents not failure but learnmg Badbapacs

Perhaps there is a lesson to be learned from the image these students have constructed

of their environment, And perhaps the lesson that students are learning is that

the middle class-as-environment does not permit itself to be dealt with when a

community strictly demands that its children be educated but not transformed,

L 4 . -
. -

What has happéﬁed' in eastern Oklahoma, an area where there has been a "culture . |
lag', is the start of what has happened elsewhexre in America. ’ T LT
We hypothesize that in metrooolitan ghetios as much as in country hollows, schools

have become something "out of it" communities must deal with. Many scholars have

eloquer{tly told us already that cur schools are the colonial service of the riddle class,

that they do not fit the working -iass and ethnic communities, and ’that‘programs

designed to &id the disadvangaged are 2 fiercely disintegrative experience for the
"disodvantaged" youngster, W'hy, then, this state of affairs? We suégest that

the American social system, which in the 1930's included within it everybody from

th~ working class to the aristocracy, has puffed into a mifldle class monopoly
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The new middle class, educated by its own school systcm'to think that it is Amecrican
life] has so expanded as to be itself "the system!, There is, then, a double structuce
; to America, for always what we have called '""classes" have actually been ranked
cthnic groups following. onec another th?ough t-he experience of urbanization in an
expanding, industrial society. .No“.r, with a society tha.t‘ requifé's instead of
productive laborers the expansion of producers and consumers of services,. catering
to the taste of an affluent middle class, the procession has halted. Groups retain
: 2 s
their ranks, the Germans being higher than the Pbles, and the Poles higher than T
the Puerto Rigans, .but the real distinct.ion is between those in the system and
‘those out of it. No new enterprises will suck in the rema:ining communities of
. : . . apmeb _
people in the way that the expansion of the gewrzet industry set Jewish feet on
the url.)an ladder, and the expansion of construction contracting.broke in the Italians.
In the 1930°'s, America ;'e.ﬂectgd the slow .process of ﬁrbanization-through-e>.:perience.
The working class defined American mass media, Ieavihg.. its mark on Fred Allen's
;'Alley", broadway musical comedies, hearts and ﬁmvers greeting‘card.s, ;'amd
Vcinematic'base.ball biographies. Each. of_th__ese 'r_eflected, as, oply the Maggie ax;d.
Jggs comic st.rip and a few Jewish monologists do now, days when American_s
(.:oul'd climb the class laddex .and still retain working clg,ss b'e}’xavic‘)r. Now, the
midgllxe c*lass. is the Hsystem r;tnd the system is ciosed.'
Formerly schools faced a pool of immigrants, flowing from the springs of
' E\i'rope? naturalizing them as entire colonies, allowing one ethnic'gr’oui: after
another to climb ;fr_om gﬁettos and field }.1'a.nd‘s barracks, imparting technical
skills with which workers; could plunge into a proéuctivg e;onomy a’mé claw their
way upward via social, politic.al, .and econoﬁmic institutions .t};at related muscular

L

new communities to the expanding system. Now, schools face a stagnant pond

of "deprived" individuals who were left behind in the fush, cut off, as are the
Q
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~Cherokees and folk Anglo $axons of Oklahoma, by the evaporation and contralizagion

‘of local institutions. The stink of a man's sweat in a steel mill no longer counts;
rather, individual aspirants must be deoderized to fill the slowly expanding
niches in corporalions and service i dustry '"dealing with the public" where |

correct behavior, not productivity, is valued. We know full well that it was

the experience of participation in urban life, not schools, that transformed the

behavior of those in the system. How, then, can we f»résume that scl}oo'ls can

teach urban behavior to "out of its" who do not experxence partlmpatmn in urban 11fe"

) 2rlLnid u'hqt :
We know, too, from omee):(a{imwf American INdians as well as from our red-faced

dogacdls . ~
‘retraction. of the "thewwal themy of the meltmg pot" how suﬁ:ﬁz‘ intact ethnic commuhitie.;

resist attempts at.( for.ced. gqcultgr_ation'or a'ssimilittion. Yet heedlessly, without
_regard to the well-being of fhe communitf in which the student is rboted, our schools
= _are directed to prepare students piecemeal for emplo?ment situations where each
must pés; the inspection of a middle class ."gate kéeper'! Can any the.ory of learning
or social integration justify this arrangeme;lt to us,.. as.i..ntellectuals,_ and to the
""gut of its" who experience it? Or is it possible_ that what these communities

(to the extent'tha;t they are, in. fact, (lzommuni.ties)~ are learning from this enforced

)

manner of dealing witﬁ the system-as-environment is a les son in their own lack
o.f p'o‘wer? And if, though powerless, they refusle‘ to surrender their communities,
‘eve‘n‘ at the price of remaining "out of it", what will be their response? And ours ?
Spe;:ifically, we should ask: |
i[f sch;ols do exist to naturalize individu.als from ;'out of. it" communities émd
s'ocializ<=;°thc_em iﬁt‘o the middle cﬂlas.s., and if this is a‘legitimat.:e job .for the school ‘.

system, how successfully is it done? What kind of ‘out of it children make it .

thox;;.:gh school?. Under what conditions do schools become a vehicle for entry

2

-~ 4

_into the system? How many children take over the self-definition presented th'em'

f "KC the school system?

[
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How resistant are individuals and communities to this kind of naturalization?
What happéns to individuals and communities that reject the school system's
- definition of themselves? Is their resistance uniform, or do some lcarn

.new way::. to deal with thc; middle class (by "having a hustle", as Malcomb X called it)
whilc othexrs are embittered? ‘
What is the real learmnéthat takes. place in school7 From what they have -
expericnced, what lessons do "'drop outs! bring back to "out of it" communities?
And \vha;t is 1t 11.1d1v1dua1 ""out of its" learn that enables a few of them to "make it"?
Is it poss1b1e -- and if s;o, how -- for 1nchv1dua1s and communities who are
"out of it'" to use the existing educatmnal system for their own goals‘? Is it
pos sib_le.for "out of it individuals and "out of it" coxnmur.xihe;: to have e:ducation
- a1.1d a slice of the pie in terms of the kind of peo;ﬂe they already are and the kind |
-of community they already li_vé in? |
If the middle class is now thé permanent environment of "out of it'" communities,
and if '!out. of it" communities (as have most American Indiar; tribes) i)rcve un-
assimilable, under what circﬁr;mstérices can such 'corﬁm;mitie'sr'have ;viable

relatmnslup to their env1ronment? What kind of learning W111 have to take place

" before this is pos S1ble? Who will dictate the terms of this learnmg?

L4

Cn vy e . _ .. A . ~ v




. all point in the same direction-~that the culturally deprived child starts

" school with initial handicaps that make failure almost a foregone conclu-

-language and usually stress the absence, in the life of the culturally

-sion. Since,'in spite of the evidence for the low probability of educational

" to find out why they do in order that we can make more of them succeed.

ﬂlhe,onlying to find out is to stuﬁy indiyi@qa{ children; and one of thei'

Missourl, under grant . o - Miss Jones is Negro.

. : *
EDUCATION OF THE NEGRQO CHILD

B& Jules Henry

the education of the deprived child is now associated ﬁith tﬁe

. it _
names of many workers., All of these studies are of groups of children

and most of them rely on test materials. Many emphasize the effect of

deprived ch11d of a varlety of cognitive experiences and material

conditions not present in the life of other ‘children. The conclusipns : |

-

success of the deprived: child, we know that some succeed, it is necessary

best ways to do this is by a natural history method, in which research

focuses not on groups but on partfcular children followed through ihei;

- educgtioné[ experience.for a length of time manageable by the uéua} _

' -strategies of investigation.

*frepared during the author’s tenure as Fellow at the Center for Advanced

Study in the Behavioral Sciences, Stanford, California. The material on which™
tlris paper is based was collected by Miss Gwendolyn Jones, as part of a study
of the Pruitt~-Igoe Project, a de facto segregated housing pro;ect in S¢, Louis,

A few refexences, directly relevant to this paper are contained in the
bibliography at the end. For an excellent review of the field, as well as
massive bibliographic materials on deprivation and education, the reader is .
referred to The Disadvantaged Child, Joe L. Frost and Glenn R, Hawkes (eds.),’

~ Boston: Houghton Mifflin Company, 1966.




. education of the poor Negro child, The natural histoiy of the educatic

In. this paper I report on a very small pilot project in the natural
history of the education of two Negro ghetto children from kindergar*en

through the first grade.

Objectives

The purpose of this project is to study the natural history of ‘the

.0f a child is a description of the learning experiences of a child in its

natural hahitat. The question is: What is the habitat? What is a

- learning ‘experience? .Over how long a period. is the history to be studied?

Q

’

;The child's habitat is home, school, and areas frequented by the

P

child outside the home, .together with the people in them.
,'?of the oquose of this projeet education is defined as all the
experiences of a child, because in all contacts with the,external world the

child may learn something. Under such a definition being beaten, hearing

_onefs confused great-graﬁdmother-earetaker.be gulled by a sewing machine.

salesman or miscount a dozen and a half eggs are just as much learning

' experiences as sitting through a reading lesson in school. It can be

seen, especially, from the example of the confused great-granquther;
that {in humans there are both positive and negative learning; positive

leamning being learning congruent with dominant cultural conventions‘

'(including cognitive systems) and negative learning being learning not

congruent with such systems. It can be seen from the above examples

" that "negative is not synonymous with "“aversive." One hypothesis of

this study is that much more learning is negative among the poor than

among other classes.

: *Six children are being studied.
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The xi:i:t.t.xral history of a single organism covers its life; .but. this
study will be limited to the child's learning cxpt;zlienccs in kindergarten,
in the: first year in elemeﬁtaryr school and in his home peer-grox.xp during
that ~éc‘nc iod., | |

The rationale for a na;ural .history of the education of any child
is thét,by studying the same child over a wide range of his activities we:
: get a more _coritp'lete idea. of Vhat helps 11__:5_@ and hinders him in learning.
- _ ‘When the g_a_t_m:_g ci’xil‘d is .studied ;‘.’or twé years .in the home, in kinderga;:tex;,
in the first grade and- with peers, one obtains a better picture thén_
when one s,tudies;:. him in only one of these situatio.ns. Furthermore,
by following sge‘Z:ific c:hildren ovef time, one obtains a more detailed and
Vf,ai..thful picture of the vicissitudés of the educational expe'r;',ence of

" particular children than when one studies groups at a single moment in time,

-

without reference to the question of the varieties of experience over time

of .each particular child ._.° Thus in this study we aim at the significant

detaii .éf life experience of- particular. children rather than at global
sfgtistiea,l formulations based on group studies. .ﬁe ‘think that study ..

" of the natural history of selected children will enable us to articulate,.
or, .at': least, to approximately articulate, the varieties of experience
with one another. From the wor}c_.of Deut#i:, Riessman, Bruner and others
we h;yé b.e.en,. made aware of' the probable felat:i‘ons};:.lp between miliéu

Chome. and peer) .and school learning in culturally deprived children; we .
- want to be able to specify that_ relationship in g:{-eat:qr‘ detail and with_

L
’ . . * : .

éecurity.’ '
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".There are.factors in.the nome that are as important to school per- | %f
fotm;nce as cognitive capabilities and reinforcéménts narrow1y°const;ucd. T
~ﬁ§ refer to factors generaily called emotionals The casés'of two poor

Negro children, David Smith and Rachel Potter, cast light on the issue.

Pavid and Rachel

‘David and Rachel are described by thé researcher as odtgoing and
.~aleit wh;n first observed in kindergarten fn 1964. Now both are .in
Mis. Trask's fir;t gréde class. Both chiléren live in th; same public
. housing ﬁrbjgét..,Raéhél's ﬁuilding has po°bad odor, the halls in David®s
smell of urine. Rachells family is stable “"middle-class-like," David's
is not.” o : g
Rachel
Rachel is- one o§ five children ané lives with her father and mother.
Father, an unskilled‘wbrker, is a family man, but seems rather cloof
from,th; chil@fen. Mrs. Potter.wa;-observéd to te alyaysidg£p1y involved.
in themn. . . : 2 . i . . li : -
.The°Potter's éparfment has four rooms: a combinaéion living room |

-

and kitchen-dining area and three bedrqpms. The apartment is always’neat

and éhe.furniture is so arranged as to make a clear distincéibn between - | 7&
living room and d{ningfkigchen areas. The front area preggnts the fam;ly
“Front" but the rear xooms ;re drab and bare. fhe éﬁildren.all ha;; |
pexmanent bedroom gssiédments. Only meﬁbers of the nuclear family live

in the apartment. . o . B L o o e .

*_ . : . :
It i{s well known, of course, that ghetto Negroes are not a homogeneous
class. Gee '

o b g
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.Mrs..Potter scems affectiqnate with the children though f?rm. .She
is_always.clear~heaQed. She is active.{n a religious ﬁovemeht, there is
literature of the movement around the house, and the fémiiy.has study
periods devoted to the ideology of the movement,

The Potter children are very éompetitive with one another but are
ébedient to maternal intervention, which is gegerally-in the interest
of ma.i;x;:aining préper éon.duct--"Give Pam a chance Rachel, 1t's not your
turn. " ihe chiidfén often play at school work and TV-watching seems to

be subordinated to it.

David's household is held together by his illiterate 59-year-old
great-grandmothexr Mrs. Thompson. fhe following persons seem fo live
there at presené with ;ome ;ontinuity: David'and hié four sistérs; his
violené,(diagnoséd) psychopathic but probably §6rder1ine psychotic,
3S~yea§~old great uncle James, son of Mrs. Thompson; Mrs. Thompson*s
15-year-old "dgughter".Joéephine;* Thomas, a grandchild of Mrs. Thompson.

Dayid's mother and father are separated and neither lives in the apartment.

Marilyn, the mother, characterized as "wild" by Mrs. Thompson, is

irregularlf resident.in the home, as isASandra, another daughter of.
Mrs. Thompson. |

The apartment has the same physicé{.layout as theé Potters'.but is
alﬁays in disarray, furﬂitu;e is moveqyixgund frequently and no clear
distincéion i; maintained b;tweeg {iving room and kiﬁchen~dining areas.
The only person who has a fixed sléeping-place is’iames..

Mcs. Thompson is almost entirely dependent on public agencies. ADC

*fhe Housing Project has not been able to verify Mrs. Thompsdn's claim
that Josephine is her daughter.

I
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y 4
_checks go E@“Marilyn_(néyid's mother) but none of it has been used to.
suppoxt the children. ) o - :\ - o ‘E
Mrs. Tﬂompson s@jé she could ﬁot live without the children. ObserQa-. o E

tion indicates she is well-disposed toward them but her contacts with them

are rather impersonal. In spealkiing about them, in their presence she

: often belittles them and herself as Vgll. She has had a stroke, her eyes
a.re bad ;fmd she is quite confused but far from mentally i11. She is | . | i
. unable to di;sciéliqe the children and has .littile authority or respect in
the house. Mrs. _Tl.lomps.on'sdcon}munica‘l_tion with the children is .limited '
la'rgelj to commands and é@moriitions. 'In'g;aneral , it 1s .infrequent.
Da{rici and his siblings interact competitively but most time at hom;a is

- spent wvatching TV. The children were never seen to do school work at home.

., . James is a punitive and threatening figure.

Observation in Rachel's Home

. Both Mr, and Mrs. Potiter are st;able figures Eln the iives of ;Heir
children. -ﬁrs. Potter has freclluen.‘t, int'i.n;ailte, ;ﬁd af.fei:'tio.tia.té cc’ir.xtact' '
.with"them.-. The fat;her‘is absent from the hou;e duFing wprk and is at v
'iﬁ the evening. Mrs, Potter is a housewi fe a;xci Mr. Potter is definitely
a “"family ﬁ\an."‘ 1‘.‘here' is a very wérm relationship between Mrs. P‘o't.t:gr‘
and her children, and she appears sure of her position as an authority
an;l alfs a mirtpraqt fig;tre.‘ Rachel Spontaneéus.ly includes her moi;hex: in -
her piay. |

- .Rachel .°and several i)léymates ‘Aare 3umping 'tjope.

" .. . R: Mama, let me sece you jump rope." Mrs. Potter
smiled, said OK, and jumped rope. ‘




(Rachel and several of her friends are playing school,}).
Mrs. Potter looked over at the kids, saw that Rachel was
holding all the pencils. Mrs. Potter asked Rachel why
she had all the pencils.and Rachel replied that the -
other kids weren't supposed to be doing anything now. 5
Mrs, Potter told her to give the children their pencils . E

. and Rachel repeated that they weren't supposed to be doing :

- anything now, Her mother then told Rachel to give them
their pencils. '"Now--give Betty her pencil." Rachel sat
pouting for a couple of seconds, and her mother said,

"Give it to her!" and Rachel took one of the pencils and - |
threw it to Betty who picked it up. Mrs. Potter told Betty
to put the pencil back down and for Rachel to give it to _ :
her. Betty did, and Rachel handed her the pencil. She : F
then gave Alice and Jennie their pencils back. Rachel T

immediately turned her paper over and told the kids what to draw. {

‘The kids were still playing school -and Rachel now was -
just sitting and watching the other kids as they worked
and Mrs. Potter said, "Look at Rachel. Rachel is lazy."
And Rachel said, "I ain't. I ain't lazy either." And ‘ |
Mrs. Potter said, "You just have one thing to do #nd that's . :
vipe off the table, and you didn't do that well today." : :
And Rachel kind of grinned when she said:this. : |
. . ]

We continued watching the children and. every once in a while
Rachel would ask her mother something related to the work !
. she (Rachel) was doing, or her mother would comment. At one ;
» point Rachel said, "I'm going to make six mice with cheese," :
and her. mother said, "Mice with cheese. Show me how you {
|

. draw that Rachel." And Rachel began. When she finished she
went to show her mother.

Rachel was telling the other kids that, "When i finish this

you're going to.-have to draw it," and her mother said,
"They're going to have to draw it, but yowdidn®t draw that. __— : g
Alice drew that." And Rachel said, "I know it, but I'm the . {
teacher. They're supposed to do what I say." }
Tbese!data show that there is a high level of verbal interchange t
between Rachel‘and her mother, that the mother intervenes constantly.in 4 'Aé
Rachel's play ‘and will participate in it if asked, Mrs., Potter®s inter- .

vention is in the framework of ppsiiive learning: she teaches Rachel the

right thing to do--not to be selfish; to give other children a chance




j?év
(fair play), -not to. try to run things. .She Intervenes in the interest
of moral learning and justice. Her intervention is non-violent and she
does not threaten Rachel with beating. There is .am easy interchange

between Rachel and her mother and she brings her mother her work to see

as if she knows her mother will be interested,

.Observation in David's Home
David's home is usually in a state of.disarray,‘while Réchel’s is
alﬁéjs ;rdérlx. .Tge diff;rent arrangement of furﬁiture”im the.tﬁo
.apartments is illustrative. The furniture in David's house is usually
. éove;éd witﬂ an éssortmené‘;f arficlés;’outséandiAg are the persistent
piles of clothes that Mrs. Thompson is to iron. | -

The observer (R) asks: "Whose room is this? Who
sleeps here?" Mrs. Thompson: "Room? Whose room?
Oh well, I guess it's Josephine's room: I guess shels
supposed to sleep here, but you never can tell. The
kids just sleep all over. You never know who's going
to sleep where. Sometimes I have a hard time finding a
place for myself." R: "Oh, the kids don®t have any
special place they have.to sleep?" Mrs. Thompson:

- "Wo, they just sleep anywhere they want , "

- We then watched television and there was very little
comment during the program except for the kids laughing

- at some of the an“ics or jokes. When this program went
off, "Petticoat Junction" came on and we watched it. .
During this program, David. was ‘sitting over on the bed
also. Lila went over to where Mary was and tried to

get her to move over so she could sit there too and Mary
hit Lila saying, "Go away, move." The girls started
hitting each other. Mrs. Thompson: ™You all stop that. -
You. all cut that out. Tillie, give me my switch, give me
my belt over there." Both girls were crying by this time

. and Tillie locked in a drawer and came oat with what

scemed to be a plastic-covered extension cord, or a
clothes line. It was looped several times over and she
gave it to Mrs. Thompson who shook it at them saying; .
"You all hush up that noise, you just hush up that fuss,"
and she sat back down. Lila hit at Mary again,




Mrs. Thompson: "I told you about that," and shc .got up, and
with both hands hit Lila on the ears several times, saying,
"I told you to stop that." Lila started to cry and Mrs.
Thompson said, "Go on in there and clear. up them dishes."
On the table, where apparently someone had been eating, were
three plates with a lot of bones on them. They looked as
if they may have been pig knuckles or pig feet bones. Mrs.
Thompson: "Go on in there and start them dishes.” Lillie
went also and after a few minutes David went too. R: "Where
is Josephine tonight?" Mrs. Thompson: "Oh, I don't know.
I don't know. 1I'il probably have to send these kids out

""" to her again. I just don't know what I'm going to do with
that girl.".

L
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It will pertainlykstrike middle class readers.as sfrange that nobody -

_ should have 2 permanent sleeping place in this home; but when one
considers that in this, as in many ghetto homes,.the populatlon of the.
household is in constant fqu, and that each new person (in the sense

of new.ar;ival or of a former inhabitadt ;eturning) may require new
adaptations, it makes sense not to insist on rigid sleeping arrangements.
Nevertheless, haviﬁg a fixed sp;ce giQes Ehe child a certain advantage

in learning over a child who is strange to such stabillty.

Note that there is no play and verbal communication i; low. " The
observer never saw any school'work being done in David's home, not even
'in play. Note also how quickly Mrs. Thompson moves from admonxtion to
extreﬁe v1olence. Readers not familiar with ghetto culture may n&t
.understand the significance of the plastic-covered éxtension cord: in some
‘éﬁétéoihdﬁes the cord is used to beat chlldren, apparently because blows
vifh the-hané'are so common that they lose effectiveness. At any rate;
it i; clear that Mrs, Thompson comes to feel veryﬂhﬁickly that.éhe

_situation is beyond éimﬁle scoiding§ that the situation is béyond her

unless she uses violence. Note that as soon as the fighting blew over
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.and the children were ordered to clean up the kitchen, all verbal inter-
change ceased. . T

The answer to the question about Josephine is relevant to ghetto life:
Josephine is 15 years old ard probably already deep in the ghetto female

‘ *
sexual cycie. Note that Mrs. Thompsor feels helpless and that she
objects to vhat Josephine is doing, even though she must know that such
behavior is typical. Rejection of the ghetto female sex paﬁtern in

' judgﬁent, but accepting it eventually as a fact, is characteristic.

The next observation is of James and David. James, arrested because
of violence to one of his sisters and for having smashed Mrs. ThOmpson's
furniture, has been diagnosed as "psychopathic personality." The
observation fol}ows.

James entered the room and said to Miss Jones, the
researcher, "You David's teacher? You taking him
somevhere?' And (Miss Jones continued) I said,
"No, I'm not a teacher but I'm going to take him out

. today." Lillie (a sister) said, "Granma said he could
go. She said he's supposed to go." James grabbed David,
‘put his arms around him, and all of a sudden slapped him
hard on the head. I guess I must have shown some obvious
signs of shock, because’ James then rubbed David's head’
and said, "He knows I'm not mad at him. He knows the
difference between my hitting® him when I'm not mad and
when I'm mad." I gave a kind of half-hearted smile,
nodded my head, and sat dovm. When we left, James was
careful to pin up David's coat.

In the summer of 1965 pavid "took to running away,” says Mrs.
Thompson, "yith a group of them little bad boys around here." Sometimes
he wouldn®t come home until two or three o'clock 1n_the morning. People

vho knew him would report seeing him all over the. place. Oﬂge hg_went all

the way down the river. At her wits® end, Mrs. Thoﬁpson got somebody

*Sce_Lee Rainwater, "The Negro Family, Crucible of Identity," Daecdalus, Winter 1966. "

%% not at all sure that this very good king's English isn't Miss Jomes' "
modification. . '
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. to round up David's father, in the hope that he could stop’ the child from
running away. Though David's father shows no interest in him, is not
‘_iiving with David's mother and never appeared rn the home,.he did oome
in answer to this summons and, Mrs. Thompson said, "When he brought
Devid back he beat the living.daylights out of him. He beat the boy hard
for an hour; he just took off his belt and just wore him out."
.’Whenluiss Jones was stiil getting to know the femily; she paid a

LI 4

) vxsit one day, and David, whom she already knew quite well, was called

into the room by Mrs. Thompson, but was quite shy in responding to Miss

Jones:

Mrs. Thompson sat down in the armchair by the window
and asked me (Miss Jones) if I thought something was .
wrong with David, if maybe he couldn't learn. She said A
she tried and tried to get him to speak up and to say
something but he just won't. She said she tried to. get
him in every program at school and then she corrected
herself and said in all the programs at church. She said
that there's going to be an Easter program and that there
-was a real good part in it and David was supposed to be in it
but ‘he won't say anythlng., He'll just get up there and
. mumble and you just can®t understand him. -She -asked e
again if I thought there was something wrong with him,
that he couldn t learn.” I told her I was sure there
wasn't, "I then asked her what church they attend and she
said, "The People's Church." She said that "pavid just
acts so dumb at times."

Mrs. Thompson belittles the other children, and herself. Thus David
does not get anything at home that makes him feel 1ntelligent. Observed
.1n kindergarten with hls peers at their desks David is very talkatlve.
When Miss Jones brought him and Rachel to the University to visit me he
talked a blne streak, and coherently. |

In the next excerpt from Miss Jones® observations we get a good picture




‘of Mrs. Thompson's confusién and the lack of respect for her by other

adults that come to the house. The reader should rccall that Mcs.
Thompson is illiterate and cannot see well. The project had been trying
to éét her to an eye clinic for some time, but when I left St. Louis in

June 1966, we had not yet succeeded, even though we were going to pay

_ the fare and the cost of the glasses.

I {Miss Jones) entered the apartment and sitting on
the right hand of the table was a white man. .On the .
‘table was a new portable Singer sewing machlne Mrs.
Thompson sat down and said that she just wasn't too well,

. that she.-had just gotten back from dowtown (on a table
and chair where ‘the sofa had previously been were a lot .
of packages) and that that girl (her 15-year-old niece) had
just talked her out of spending every penry fn her pocketbook.
She shook her head and said-she just didn't know why she had
done it, she just didn't know. I asked who she was referring
to and she said that she was talking about that big girl that
had been there when I was there before. She told me that she
had said that she wasn't going to buy that girl anything
for Easter because she had been disobeying her for about
the past threes weeks but somehow or other she had talked
her downtown and just talked her out of all her money and
buying her a new dress, pocketbook, shoes and just every=~
thing. She kept .repeating that she just didn't know why
she had done it. She then asked me if I thought maybe she
was losing her mind and I said that these things happen
to a lot of people. She shook her head.again and repeated
that she had said she wasn't going to buy that girl anything.
She then said, “Someone must have sprinkled some [goo
dust on her." “ o e : ' :

The white man looked in his pocket for something or other
and stood up and began talking to Mrs. Thompson about this new
sewing machine on the table. -I think they were continuing
the conversation I had interrupted when I arrived. Mrs.
Thompson told me that she would have to give him the $12

. next week and that she guessed he'd take the new machine
back and she'd keep her old machine until she had the money
and the salesman then said it was supposed to be $20, that she
had already given him $8 so she could keep the new machine

and he'd just pick up the money next week, She said no, she | T

guessed he'd better take the new machine on back until next

" r——— 2 e e a0
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week because you're supposed to have the $20.- The salesman
then explained that the $20 had already been paid to the |
company, that he had taken the $8 she had given him and put
the other $12 in from his own pocket and given it to the
ccompany; so the $12 she would give him next week would be
his, and the company had its money for the machine. . . .

The salesman went and brought in what was apparently Mrs.
Thompson's old machine. He sat it down and Mrs. Thompson
said, "You don't reckon I've got $50 in that, do you?" He
. said, "I beg your pardon." She said, "You don’t reckon I've
got $50 in that?" He asked if she meant that the machine wasn®t
"worth $50, and she said, "I didn't think so but look in the
drawer." She looked in the drawer and started taking some
pins out. The salesman said that he had taken everything
else out of the drawer and put it on the table back there.

(I am unclear myself as to whether Mrs.Thompsm was wondering
if the machine was worth $50 or if she had $50 in the drawer

" of the machine.) . . .

Almost as soon as he had left the apartment, Mrs. Thompson's
daughter Sandra, a woman in her middle or early 30's who

looked as if she ware about 7 months pregnant, entered the -
room. She was wearing a red and white striped maternity top
and Jamaica pants. She was wearing- a wedding ring. Sandra
picked a cloth bag off the.table that had the Singer emblem on
it and said, "What this go to? I could sure use this. I

could use this." And Mrs. Thompson said, "Put that down,
Sandra, that's to my machine." The giri said, "I could sure
use.this; aw, it's not important." The salesman then re-
‘entered the apartiment and looked-around and- M¢s. Thawson said,
."Sandra, get up and let the man have that seat." The girl said,
"I'1l get up when Sandra's ready to go." The man said, "oh,
that’s all right;" and he opened his attache case on the floor
and took some papers out of it. While he was doing this,
Sandra looked at him and said, "You don't want this seat,

do you?" And he said, "No." Mrs. Thompson said, "Give the
man the chair." Sandra said, "I done ask if he wanted it and -
he said no." - She was still holding the cloth bag and Mrs.
Thompson asked the salesman, "Is that bag mine? Does that bag
go to the machine? What's it for?" He said, "It's to cover the
_foot pedal with, to hold the foot pedal when you.aren't using
it." She said, "Put that down, Sandra, it's mine." And Sandra
‘said, "You don't need this. It'll be on the floor more than
anyvhere else anyway." ' ‘ B '

Mrs, Thomps‘ori then told the salesman, "I don't know, maybe.I

should keep my old machine this week. I made two dresses already
but ‘I've got three more Easter dresses to make tonight." (On

-
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a pole lamp by the sofa two new dresses were hung. 1In all

" probability these are the dresses Mrs. Thompson has already completed.)

. The salesman said, "It's easy to use this machine. You'll :
be able to sew so much better with it." Mrs, Thompson then
said, "But I don®t know if I know how to work it and I got these
three dresses to make. Maybe X should use my old machine to
finish those dresses.”™ The salesman said » "Here's the book
and do you want me to show you how to use it again? 1'11
show you." Mrs. Thompson: "Not right now. I still think
I ought to keep my old machine now, even if it is old. I've
had it 20 years, let me see . . . yeah, been 20 years and I
‘don’t know if -I can change now. It doesn®t act right sometimes
and it skips stitches at times but I know how to use it. I'm
used to it." She then asked me, “Don't you think I'm too

~ old to learn this new machine, these new things now?" And
I.said, "0h I don't know about that." And Mrs, Thompson said,

"I don't know, I'm too old to be getting into all of this debt.
I'm paying- $400 for t;hat'machine," ‘ - .

By this time Sandra had gone into the kitchen area and was putting

something in a paper bag and she said, "Hmmp » this one's

cracked,” and laid an egg to one side. Mrs., Thompson: "Those

are hard boiled eggs." Sandra: "No they ain’t. I just took

these out of the refrigerator." Mrs. Thompson: "Oh, how

many eggs you taking, Sandra? I know you. taking a dozen and a

half. I know 12's in a dozen-and a half a dozen would be about

six more. You ain't fooling me; I know you taking more than a

dozen." Sandra: (who in the meantime keeps putting eggs in

the bag) "Aw mama, you don't know." . iy
M&%W&lﬁﬁw&ndnﬂwﬂu.man%

' MMQW@M&%WWM&J&%M&&&# '

gy TS T W%%men"‘mﬁ\e&mmﬁybﬂaxﬁﬁe&%r
thattewhosIin-taticng-aboutsds Mrs, Thompson: “Sandra,

don't ‘take all of ‘my eggs!" Sandra:(looking in the bag)

“Aw, I'm just taking a dozen and one in case :one of 'em breaks o
so I'11 have an even dozen. I just took 14, maybe 16 or 18." _ 3
Then she stops taking eggs and puts the bag to one side, The B
salesman has left the apartment again, I guess to go back to ‘ ]
the car for something. Sandra then goes over to the piano ‘
and begins playing something. Mrs. Thompson: “Sandra, don't ' . B
play the piano, it makes me mervous. I. can’t. take it today."
And Sandra keeps on playing and says, "Aw it*s not long."
Mrs. Thomspon: “Sandra, don't play the piano, 1t's making me
nervous I say." Sandra: (£fnishes what she was playing) "1
don't know but one number anyway." T '

hd .. . . - [
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K The fol.ldwing points should be stressed in cormect-iox; with these
observations: (1) Mrs. Thompsonfs general confusion and inability
" to make a décision and st;[ck to it. (2) The ease with vhich adults,
co.lorc.d or’ white, push her around. 3) The chicanery of t.he white
salesman, who insists on selling Mrs. Thompson a sewing machine when she
obviously will not be able to run it and when she is obviously confused
about costs, and about her ability to pay for it. (4) The lack of respect
for her b); menbers of her own family. Thus David does ;iot have’before him
- models of adults who are honest or solicitous; and the major adult
influence in his. life, his gréat-grandrx;other » does not provide him with.
any firm basis for making a decision. She can't even make clear t;.'> .
him how one counts~-not 'even the differ;:nce between a d_ozen and a dozen
- and a‘half eggs. In sum, David's home envirc;nment lacks important
dime-x_xsi-ons that us;.:‘ally give firmness to 1ife » Including perception and
cognifit;i{. - |

The following suggests a further source of confusion and even despair.

. Mrs. Thompson began crying and said, "I Just don't know,
I'm at the end of my rope; all of the knots are being
pulled and I've just nowhere to go now." She then said,
"Excuse me." ‘She went into the apartment and got a -+
handkerchief and came back out and wiped her eyes and sat
back down and said, "You see, that's one of the reasons
I'm cleaning out all this junk now, so that when we move

. we won't have so much stuff to worry about." .I then asked
Mrs, Thompson where she was plamning to move. "She said,
"I' don't know, find someplace I guess, I don't know."
I then asked her when were they going to move and Mrs.
Thompson said, "When they throw us out of here, when ‘they
come and lock the door and set all our stuff outside, that's
when we gon moéve cause we can't pay the rent and I don't see .
where any money is coming from so I just don®t want to have
all of this stuff setting out here when they lock us out of

. the house." ’
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’ Mst ihompsoﬁ was in constant trouble with the housing adminigtration
because of falling behind in her rent;.thcy threatened to sue her and to
throw her'cut, until they realized that sﬁe wa; a confused woman Af
eigéedingl& limited financial resources. Thus, at this poiﬁt, David's
problem is two-fold: constant material insecurity, and constant

fleuce
e . O Gus
confusxonjh fn adultkwho, on the one hand, never knows where the money

-is going to éome.from to pay the rent, and, on the other, does not know

how to protect the money she does have, by limiting expenditures.
Summarizing,- one would have to say that the environment of David®s

home does not prepare him for the expectations of school.

Results from Kindergarten and First Grade Analysis

It would seem, now, as if the stage were set for the conclusion

that David®s performance in school was miserable from the beginning and

that "he never had a chance," considering his background. Our studies

"of the two cases do not f£it the stereotype. We give below a partial

4 '
1
:

analysis of the data up to February 1966.

.

'A.'Wg coded observations of David and Rachel in kindergarten and
first grade as‘fbllows:

1. Shows leadership or helpfulness.

.2. Neglects work or acts up.

3. Gives right answer to teacher's question. -
4. Gives wrong answer to teacher's question.

5. Gives confused answer to teacher's question.

3

The results for the two children are as follows:

.
 J

PO R re A T




Percent of type of answers .as related to total. answers

4

Kindergarten ;
David Rachel E
) Right answer 54 80 ;
Wrong answer 20 19 R
Confused ansver 26 1 >
: ' ;
Number of times 8% 0
showing leadership '’
Number of times 8% 0
acting up
First Grade
Right ansver 70 35
Vrong answer 30 45
Number of times 2% 0
inattentive | L
Thumbsucking in 2% 0
class

T AR A PESSA A T A 2
R AR A T LA N 3
.
. .
.
*
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study his words.

»

(The researcher reports) :
good student who usually thinks.

% : L L .-
The last two items are not percentages

Mrs. Trask told me that Racbel is a
she said the reason for Rachel's
success in school appears to be more one of control and discipline
. . - .than of capacity; with drive and push Rachel will be consxstently
"7 " good. David has it but he's not so controlled and he's getting -
into trouble in the school yard.

B. In February 1966 the ch11dren received identical report cardﬁz

" The teacher s comment on the two chlldren follows~

He's becoming a behavior problem.
He's very aggressive and is generally a little tough boy and won 't

.but ects;.

in \'L, (—\v&k 7(‘)1&
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Dayid, took ‘to disappearing from home for many hours in the summex of 1965

and was beaten black and blue for it by his father, who was espec1ally

. located for the purpose, but who definitely has no interest in David,.

David is bcaten by James, whe has created violent scenes in the household,

Davii was recently whipped by the school principal for urinating on the

playground. He wasfalso seen by the researcher to be struck by the teacher

: in kindexrgarten. Oa the positive side: Mrs. Trask, as contrasted with

T 0

Dayi"‘ kindergarten teacher, is interested in him and plans so that ke '

will perform at the best possxble level in her class.

This brings us to the problem of the school

The Culture of the. School

' ~_ﬁhether or not David and Rachel will or will not succeed in school
is a function of the intexplay between the culture of the school and the
culture outside. The question is, What do ue mean by "the culture of
the school"? The answer to the‘general question is obtained by getting
ansuers to the following subsidiary questions among otherS°

.- 1. What are. the values, perceptions and attitudes of the people in ‘
the school? Since, when the child is in school, he is a member of the

school culture, answers to the question apply to him just as well as to

.the school personnel. Thus for example, we study the class position of

pupils, teachers, and principals, their values, their perceptions of

“omne-another, their attitudes toward the school, an¢ so on, We. want to.

know the general value oriantations of school personnel as well as the

* values they use in judging one another and the pupils; and we want to know

the same about the pupils. We want to know also how the pupils perceive
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‘processes determine turn-over, advancement, etc,?
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the teachers and vice versa; how the teachers perceive oné another and

the principal and how he pgrce%vcs them. We want to know what the attitudes
of all tpe_members of the school culture are tgﬁard the school itéelf.-

‘2. What is ‘the internal struétuye of the school? What is the hieggrchy
of power in each schéol? Who are the pace-setters, the cultural maximizers,
the arbiters of value judgments? What are the roles of the teachers and
the principal? How much freedom of choice is there for a téacﬁer? What
are the relagive pover positicns of the newcomers and the old hands; thé.
insiders ard the-outsiders (if any)? What in general.are the lines of |
formal and informal communication and oiganization? Is it possible to ;
evade the formal structure? Does it feal}y exisg?. What is the relation-~ ?

ship between types of structure and communication and getting anything

done? What are the patterns of socialization of new teachers into the
on-going “tradition" of the particular school? What are the patterns

of recruitment into the school? What are the "quit® patterns? Vhat

N Whag are the formal and.infdrmal relationships b;tﬁeen-the
educational bureaucracy and No. 2 above? ‘
| k. What is the relationship between the pa&ents’and the school Sysfem?
5. What goes on in the classroom? The format of the answer to this
que;tion is‘gi?en in "A Cross-Cultural Outline of Education" (ﬁenry 1960).
Some 11}ustrati§ns from the kindergarten class bf David‘and Rachel are

-]

appended. o . .

The dynamic sum of the answers to questions 1-5 constitute the

ethnography of the school; and from this one should be able to derive a




'gg?t
'gcneral'anééen to the question, What is the culture of the (particular)
sehool? This should yield an answer to a question like, Why did David's
kindergarten teacher 'hit him? At the end of the study, the answer to the
question should look like% the following David's teacher hit him for
the following reasons: (1) He acts up in a school which insists on strict
order. and discipline even in kindergarten (value of order). (2) The
teacher is a mlddle class teacher who devalues David because of his back-
. ground, (3) The pri nc1pa1 and teachers be11eve that the only thing that
"makes an impression on kids" is a strong arm. (4) The.school disttict
is under pressure to "make a showing" and "ifs kids like David who glve
us all a black eye." (5) The teacher s promotion is related to the
achlevement records of her chlldren. (6) The prmncipal is a 'no~nonsense
man vho be11eves in holdlng a tight rein on hls Youtfit," (9) The pr1nc1pa1
knows he is under scrutiny by the dxstrict superintendent whose ambitlon
it is fo make a showing with hls plan for betterxng the conditxon of the
children in his distrzct. (10) Since David has his own emotional problems.

that do not allow him to toe the mark he is often inattentive, etc., and

80 arouses the teacher who, under the condxtions stated, is prone to

express her irritation with children by violence,

" Hode)
If we letlo‘etand for the outcome of David's‘total educatienali
: experfencé, E for his experience at home, P for his peer-group experience,
and S for the influence of the school culture and T for time; then . - 3 .

0 = £(EHSHP)T

ffhis is merely a paradigm, not a conclusion.
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- The fact that David's teacher struck him or that hc.succccds'is the
first grade is a function of the influence of the school culture, and
of his relationships with his peers and of his life at home=~~in the
lwidest sense, of an emotional as well as a cognitive experience.
Complex as each of its elements is, the model suggests tﬁe following

hypotheses, among others: (a) that the outcome of schooling depends on

' 2 complex of factor3° (b) that if one factor, let us say E, takes on a

largely ncgatlve s1gn1f1cance--negative learning exceeds positive~-~this
.- might be oyercqme.lfxqergaln_fsctogs in 8 were maximized--like an
improvement in teaching.methods; (c) tﬁst if one factor is maximized-=-
like, for an example, a great improvement in teaching methods-~it might
be cancelled by a negative indication in another,.as in the home or peer

group situation, for example. We have entered T as"a multiplier with some

hesitation, and with the reservation that T is no more a simple multiplier

than E-+S+p is a simple sum, we ‘have in mlnd the fact that the longer

any process contlnues the greater effect it will have on the outcome.
We add the time dimension also because, the study é§ a 1ife~historical one,
' Meanwhile, the presence-of ¥ suggests sampling 0 for particular chlldren

~at particular times.

Conclus ions and Positxon

Understanding of the educational vicissitudes of children will be
éxpanded by passing from correlational analysis 6£'groups to tHe study °
of individual children in their natural habitat; and it is not .only the

culturally deprived that will be helped in this way but all children. -

Ly
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Our findings, miniscule though they are at present, suggest the obvious:

F v

that the outcome of a cﬁild's éxpcrience with the formal educationai s&stem
is the sum of several -types of’e%perience~~home, school and peer gfoup.

Aqy one factor taken a{one cannot explain why some fail and others

succeed. Plans fér improving the education of ;hiidré; must be b;sed,
therefore, on an understanding of the relationship among the factors.

while we cannot know:what is going on in the life of g!égz'child,'we

have to assume ‘that among deprived childrén they always suffer a heav&
-burden of extra-cdrricﬁlap\environméntal disability. ‘Provision ought

to be made for it in the school culture: Most obvious is the training -

g ,Q\\i - “ A

of teachers to handle these children. Too often, among Negro as well as
among white teachers, the attitude toward the ghetto child is such as to
.make his life in school almost as haxsh as his environment at home,

The result is an accumulation of anxiegies.beyond the point where school

] .iegfning is possible.

.
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O.bservat:ioné in Dayid and Rachel's Kindergarten Class

Mrs. B.: "Michael, will you collect all the papérs, pleasc."

David said, "Mrs.DMymgy, can I help?" Mrs. ?.: "He can do
it by himself." -

Mrs.Ps. left the room....The noise level is 3....,David came
"up to me and asked, "You want me to keep them quiet?" I

told him that I was not in charge and he returned to his seat...,
The noise-level is up to 4....David yells, "Everybody be quiet! .
Be quiet:" The noise level drops to 3. :

However, several months. later.he began to be inattentive in class, helping
others with their work rather than doing his own, and getting into

"trouble with Ehé teacher:

Everybody is at the weather dial paying attention except for
David who is opposite me looking it a book...,Mrs. B: "ho
can tell us what the weather is outside today? Raise your .
hands. David." David was running around the book table

at this point. He didn't say anything....Mrs. B.: "Let!s
come back to the piano,- little people, " and everybody was over
to the pianc except David who is still runmning around the book
table. - REERE : . . . . Tee e * .

» Mrs, . "Let's bow our heads," and the class began saying the

. prayer., However, David, George, Frederick, and Maurice were -
' not paying attention. ' '

-To a considerable extent school for David is now an institutionalized
version of the harsh, impersonal treatment he receives at home,

When I arrived in Mrs., fi's class, ' the children were seated-
around the piano and she was slapping some little boy (Benny)

on the side of his head saying in time to the slaps, "You will
listen to me." L ' S

11:30. Mrs, flo: "We will all wash our hands at one time, _
. children. Do not wash your hands now, pleaseé, 11:31." "Children, .
what's wrong with your ears this morning” What did I just say?"
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-She was referring to washing hands. 11:32, "Billie," and he says
"Huh?*" Mrs. fl.: "Come here...Where are you going?" Billie .

says, "In the bathroom." Mrs. W.: "For what?1" Billie: "To e~r™"
wash my hands.” Mrs. Bh: "What did 1 just say? Boy, if you wee-..
don't sit down," and she paused, "I'm going to spank you," materemtin s

. drs. B.: "pavid » I asked you to use your hand, not your mouth." ..
She whipped David rather hard with the pointer.

oo

v . Mrs. B, returns and says, "Little people you are not to do

anything with these papers. Now I didn't tell you that. All
little people vho have put something on your paper, ball the
"paper up and put it in the trash can please." About thirteen
students do....She reiferates about putting the paper in ‘the can
and says, "You children are so hard-headed »- why did you mark on :
that paper? I didn't say anything about it. You didn't know what
I wanted to do with them." Some little girl balls her paper and
«~— Mis.Tf. hits hér on the atm several times with the pointer and-
says, "Why did you mark on this paper?" Then she says, "Lock
your lips. All those who have to throw papers avay line up at
the desk.” When they do so she gives them another piece of
paper and says, "You're going to have to get a spanking."
However, she does nothing to.carry out her threat.

L — Mrs.'B,: "Children, why did you draw lines? Why did you draw

lines" I asked you not to make lines. You little people don't
listen. Those of ycu who drew lines » put your papers ‘in the
waste can. You'll have to do your papexrs over. You'll be behind
«the other children." .
- Mrs. B.: "Little people, ‘stand behind your chairs, don't bother
the crayon." And the children still played with the crayon

. whereupon Mrs.{. went over to Pamelemiswncia and David and hit -

them vhile she was saying in an angry voice, “Keep your hands away
from the crayon. You little people are hard-headed." She really
hit these kids this time. -

Proper, correct behavior is very rafel.y rewarded and about the only time

Mrs, m‘&:m;r appeared aware of the child-_ as a per'sc_m, as an individual,

vas in a punishment situation. Since Rachel was well-behaved, did as

"she ‘was told and never volunteered, we have no observations on‘her that

parallel those on David.
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" socialidentity, his neurological development, and the development of .

- '“ancient men nround ¢he world became s through long trial and error,

Recent history scems to have created three new social £acto vhich
. the achoola , with ingenuity and much luck, may (or may not) bo able to
handle. These new social fects ara most clearly evident in the primary
.. 3tade§ y kindergarten through tﬁh‘d };r#de. |
‘ily recent his-t.o.ty wc; men:n' fxictory o;ncé men.atarteci congi'egatins :
S m cities and started building economic eysiems and political systems
centered fn the cities, which {s to say, history since sbout 3000 B.C.
By recent h_igtory ve also mean very recent history, since the conten~
', porary ievélut‘ioxi in ocience and technology go‘t under way, since 1945, say.
’ These threa social facts ava most evident in the early grades. |
. We: shall here briefly look at three 2spects o{:' a child's growth s all pade f

nevly more difficult and riskful: the development of the child’s

his cognitive ebilitfes. We shall be looking at thesa -matters from
vhat may seem a curious perspective , the perspective of anthrqpology
. wilch reminds us that history &s men goqm_oqu- think qft’it--thg_\ humen
caree.r since men began to congregate in cities and began to leave ,
~ written records;--comprises less thon 17 of human his.i:ory. That leaves
vittually the total human career unexamined. Thex:e is oome probability ’ -
- as we shall show, that the human nervous system, through namral selecs .
tion during the 10‘13 duration of thar. eatlier 99% of the human oxperieuce,

became biologicauy adapted to earl! Qr co*xditions of human 1ife when

all men li.ved in comgnitieo of some 50 to 500 aouls and there vere no

" elties. 'fhore 4s vhmal certainty, as we shall alao ahow, that:

L culturally adapted to 1ife 4in those vory small comsunitics and that more “
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recently, urban men long have suffered becsuse of cultural adaptations
vhich are grossly inadequate to 1ife 4n cities and in natfons run from
the cities,

This last can of course. be seen today 1n war and the threat of . :-

war and in the now«annual Ssummer riots. Th:ls can alao be seen as dramati.- E
cally in any Hndergart:eu, in the iorm of the child’s struggle for
comfortable identity, in the riaki’ul and halting course of the chtld' '

neurological growth, and in the evident difficulties in adequately . ) ;.‘,;"‘.f_'.

deveIOping the ch:.ld'a cog,nitive Skﬂl: given the vorld 1nto vhich he _

» . soon will move,
About each of these .thrc.e realms enough is now knowm .t.o s.uggest
lines of cautious and wat:chful applica\.ion in the schoolo ’ thua to
. 3 learn more, In this » s in every interesting or sexious matter bearing

'."on education, the éociety 5.0 ultimately dependent on the energy, it}genuit);.,'.‘ |

"-.'-.-:'tvand wisdom of the good teacher. Others can only stand back and watch

- . closely and hope s thereby, to tecognize the gross contours of fact: and
£ 2 problem._ . 4
Tlie anthropologi}:él habit is to stand ffar 'back'ihc'ieéd.), to view i

the here-and-now againet the backdrop of the t:otal human career and the . |

P total resulting divc:rsity of contmporaty human kind, That: habit wi.ll
.'—..5-,:‘:';.':':’-'{; S IS _!-.3“.".:""':_:'::.'_- .
be 1ndulged here, Paradoxically perhaps sy frequent allusiono toa RRELES

St

PR very modeat ’ local experimex?tal progren vill be made. That patochial e
T LICHLI SEAER N L
g impulse will also ba lndu!.ged. Tha progtam 13 shapad by the 1deas here
STt reported nnd 1n it the writer hao enjoycd playing ‘voas pazt:. B PRETTIT I
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Urban heteropencitys the problem of identity.
. Mankind has passed virtually the totality of the human career {n
communities that were very small, Measured by political boundariee (as
Lnown from direct observetion of lattet day tribal peoples living under

" conditions anelooous to those of earlier men) thaese communitiea vere
small indeed, little "sovereignties" of some 50 to 500-aou19. These nmell
communities vere rarely Wholly isolated one from the other' frequently
daughters in one became wives in the other in systematic exchanga,

-

there vas o good deal of economic exchange among them and & great

LI 1

_.deal of routinized feud~and-alliance and of less routinized var., It
" would .strongly appear, however, that, wnateVLt the vaxyin& amounts and
kinds of bumpings»together, the social boundaries of these emall groups

were clearly markeds in such communities there was little room for

ey questieh as to vhether any single person at any given time was "n"

'fif;pr not.
In small, closed socfeties 65 this kind, one thing seems almost

:alvays trde: there 45 great homogeneitv oi’mind.z The culture of a .

HRE

people is ke a code, carried in the heads of that people, - In even
- 1..: very small societies, that cultural code is etaggeringly complex (s0 much |
80 that no anthropologlst has even approximated tbe full, dascriptiou oﬂ- S

: -
Fof

.any peopléb culture) Among the items of euy cultural code {5’ a,very ; ff?;f?*
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large set of shared $deas by which that population arrenges iteelf, ';;‘3:"".

and hour~by-hour rearranges itaelf, es pereonne1-~a battery of. public .
ddentities men are expected on occasion to eaeume and a corresponding
‘ :battery of public roles men, 6o identified, ara expeeted to act out.
i‘ln the simpleat human aociety the fdentities e.man 18 eypccted to |
: e e

- assumo 1n a dey ox year numbera aeveral dozena, end over the Lotal lifetima

‘ ,:'.. s S it :.,..s:‘.: . R

el
i AT
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i‘ clarity as to his public identity--clarity in respect to the boundaries j

':‘ and in the context of that clarity children grov into the sense of

> men dramatically increased~~traders, soldiers, and priests, and others

':,.i
.

'5'z=‘came i..20 being as a social fact. Cities same to command power over:

‘l."

R A LS e S

of that man the number is certainly far above a hundred, However,
in any work-a -day encounter among fellow members of such a small
}o"iety there can be 1little question as to the particular public identity

cach man should assume or about the particulat public role each 80

identified, should play. Whether all men equally "like" those cultural =~

dictatea or always conform is a separate matter. Small communities

enjoy homogeneity of mind, a homoyeneity of understanding as to the

. .;:"f cultural code in all its fnternal complexity and differentiation. '{h*q;

For a member of such a small society, there is thus remarkable
]

~of his- little "society and his own membership’ in it, and clarity in .

reSpect to the multiplicity of public identities he can publicly assume

as & member of that community. Into such societies children are born, f'

identity every.human.nmst acquire, psychologically to survive.

A few thousand years ago in the Near East (and, roughly simultaneonsly ’

in two or three -other places) men stumbled upon. the art of growing grain..

In a brief while, by 3000 B.C. in the Near East, ‘cities had appeared on

R

f* the scene, made possible and- in some complicated sense made. necessary

by that invention, agriculture. With cities the goings and comings of

0
_o

,.variouoly caught up or displaced by them, moved about over great. dis~ 7.;

-
.

tances in greatly increased numbers, It is almost true that the “stranger"

the hinterland and other cities and large states £ormed, and this
further increased the movement of men. With all this, homogeneity of

_ mind began to be replaced by degrees of cultural heterogeneity and, by

,.,_ i

.'8.":
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the pane token, carlier clarity as to & man's public fdentity began to

give way to varying degrees of ambiguity ard to hostile dispute, We

. ave todoy a remnrkobly.heterogeneoua nation, and as o natio:\'-wo .are.
¢logely tled to othera fn an .even more heterogeneous world, There s

: | some question as Lo vhether man is biological y able to live with' such .-

heterogeneity, though able or not he so far does, Thete 48 no quesﬁion |

at all that human wits have badly lagged in ideas and devices which

‘might bring the discomfort and risk of 80 living within tolerable limita. e
The marked het.erogeneity of mind of adult America is obvious and i
spec,ifically evident are the ambiguit:les and the acti\re f.ears and hos~ |
til:_lt_ies" as to _g:ho many identities men ascribe to tl_lemselvas and their . .
fellows bosed on public perceptioos of race, economic class, and ethnic ’ ;
memberéhip. White literals end White racists, fov evid'oni: example, o
are at.: bottom curiously alike, .Racista‘ can think of Negroes 'only fxs

Negroes; many liberals try herd to think of Negroes only as feliow fian

S C S i £ st A A i O £ e R S AP A b N A R e
. ot .

and can hardly utter in i)ublic contexts the word Negro: - Both are

Mt R

curfously "locked" (probably because both feel equally oeaperate). 0f o :'
~course the fact is that ) dn this: gcnexation at. Zeast, avety Negro man ic

both, but neither he nor his White fellows can today find- much confoxrt ..-‘

P . [ .
. [ R

{n that fact, S : _ et BRI ST
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Into such an adult world children are born and {n that context
children must develop whatever sense of identity they can, In the
:chobls the painfully vulnerable sensa of identity of young children- .

s quite e{rident. As. every teacher with relevant expérience knows,

o wheu’ Negro childzen come to kindergarten, their niost: angry epithet for
o tellow Negro children is, “You're black!" Ié vould appeﬁr that for

great nultitudes of Negro youth the first time they announce to t.ha -

White world "I'm black'" ta with a uolotov cocktau in watto. .

e !.-
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"~ all children in his universe of ewperience, to his sense of speclal. @

§ 76

Human identity includes social identity and' this has always been
multiple~~-that s perhaps the most- eLriking feature of the human animal.
Thus by a child's identity we here especially mean the multiplicity of
a ¢thild's gsocial fdentity (that much-of ,thg total psychological entity

of his sense of self).* We mean the ¢hild's sense 6f ‘comtonality with

comnonality with some clifldren in contrast to others, to his ability -
to wova from the wider-identity to one or another: more' narrow identity -
and back as appropriate to his purposes, and to his general sense of
confidenc,e. about himself and respect- for himself in all this,

. The narrowed fdentities of the children in our schools .arey, of couraé
.many (as boys in contrast to girls, older in contrast to younger, etc., ete,)
" but in our society these narroved identities certalnly include the arvay
of aocf.aurrecogni:%ed categories of race, economic class, and ethnic
or:lgin‘ Theae last are "noiay"--to a youno child confusing and |
threatening--and it s in rvespect: to these that t.he child's sense of
“who he {s is usually most vulnerable. That vulnerabxlity takes very
. diffexent forms as between "majority“ and sundry "minority" children and
" 19 pcrhaps more visibly paraded by Lhe latter, but t.he vulnerability
48 almost inyaria_bly present on both e:}.des; this 4s one of the pxices
a1l children pay for the great isolations in contemoorary 1ife,

Thio much we grosoly know, How can we learn-more and get on uith

‘i«s‘ s

g the task of educating cluldren? Desegregated primary claesrooms for- SN

: '2' tunately make evident, thua potentially handleable, t‘ne undeveloped

: and vulnerable state of a child'a ‘sense of :ldentity in theoe dimen= o

» e:lona. Deoegregated classrooms alao p..bvide a setting, apparently tha

most riol*ful yec tha bast oottms, for getting on’ vit:h t.he deIOpmm:; e
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and strengthening of each child's sonse of his social solf, this to j
tho advantage of all the children, _ %
To the ends of both revenling those vulnorabilities nud handling i

| them, an nnthrOpOIOgical atrategy hes shown promiee in modest eaperi* -
- mental use in local integrated classéeems. The etudy of some‘“third _ | "]

!

'a.: ?fﬁiculture“ seems to provide a clnssroom clﬁmate which allows young
e children to see themselves and their fellows afresh and to begin to

z,? ’ofeel comfoltable with wnat they see. "Third cultuze" 18 a figurettve

. .:F \.
A J

:.Ii_tnenner of speaking; "N plus 1 culture" would be.more accurate, N’being .

© U the number of eubcultures represented in the claseroam. The etrategy
T . ’ . s

{jfu?'{jf recommends the classroom etudy of soma aiien culture, any nlien culturo

.;} " not represented in the classroon.s. ' S :, . : 1giéif%{;

:' g An early report on this experimental work as o£ 1963-66,.prepared _
éj‘ . b} ;ﬁe present wricer, reads in part as follows: ' , : f;%?“tfjié
aat‘*;;iféfé‘ We are a remarkably heterogeneous nation. In the achoois Tk’iffﬁéf?t:'

- i therefore, classes include children drav from the ethnic and i
R racial variety vhich 4s the nation. More nerrowly, most classes = - X
okt . now include some students. from families who fully participate in
.z the national social and economic establishment, and include othey
. ooii - students from families (minority mostly) who, in varyingly exe
. plicit degrees, are pitted against the establisyment as it 4s -
fﬁni,gkﬁg;f{n now constituted, ' A struggle is joined and of this complex
-19'@§ﬁ1”‘_13“ struggle, the most conspicuous part is the Negro struggle for
CiuiineSed voequality, A1l children of five have lesrned, long before they
R L,'; appear at school, that some f1i~defined struggle 1s going on and
eedi] oo that 4t 48 a realm {raught with tension and, to them, mystexrious
:"..”'fl " danger, Thus 4n clas: the student “of" the establiehment is
< ineio T o typleally asked to attend matters which are to him "mine", while .
Ji®T i . the othep student, from a family pitted against the established
SERE A order, 48 asked to attend those same matters which to him are
iownil . often less familiar and somehoi. "theirs”, and these two young
w0 students look to each other cautiously, trying to comprehend,

. .
» -t
.

e Xt would be difficult to gauge the degrees of differential ;
P S e advantage and motivation such contrasts create.. It. would seem, L
ey e however, especially unvise to under-estimata the possiblie effccts
jﬁf@}}i?f, .caduring the carifesat sehool years-«the years before those mysterdous -
P fears are at el wadevstood and handlea kle. “This, 4n tha usual
(R TR clasa uging usual, currdculer mmtexiala. 'rc-;gg-;; féf.ﬁ" L
RRRFRE 3 3 R e e e eyl e B et s T *
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[Two experimental classes are) studyfing Amerfican Indians
and [are] in somo literal sense equalized by that. All the
[children] find the Indians equally unfamiliar, and none can quite
CIOim thcm. L
© A [second] more profound result is possible as well. -Each .
child of five {8 fmuch preoccupied to discover who he is, At St
.+ school, when children of various racial andcthnic groups join in T
. -2 woxk or play, that becomes additionally difficult because those
« «vory raclal and ethnic differences scem to the child often to be s
t... gomehow charged with half-understood meaning and dangex. Big Cat)
& " recall, is also trying in the story to discover who he 13; Big Cat
'+ i 48 trying to learn and to cope with a set of rules about being °
;7" a boy and about becoming & man--one kind of boy and one kind of
iveer iR ‘man. [These experimental classes are] made up of Negro and White
Whnlew™  children, and the children are studying Indians and Big Cat. - A
. st pemarkable thing often happens,. The children seem often caused
"+- v to relax, to loosen-up, to think differently and perhaps more
¢+t ~ clearly about themselves and each other and sometimes to speak u:it:h
w0 move candor about themselves and each other in the context of . T
“ihtF ¢ -thelx” Joint preoccupations with Indians, In such a context a = . RN
te i child's world necessarily becomes very bigy not Negro-and-White, :'". 1 ... .|
{388 but- Negro-and-White-and-Indfan, which is, to a child (and toa ... .. .i-7
17y thinking adult), not one-half bigger but incomparably bigger, - -
.+ * an altogether different kind of world, - The children seem able; + . ~.--
.i~ in & word, to triangulate, each with the Indians and with each ;. = ... -
s % other, Mat(.ers which bother them and-which in other contexts. .. . .:i.i-
.+ ¢ ~would be too fraught with tension to think clearly about, leavae st & 7% T
. #'r alone utter, can be thought and said, and can become to the = . "2
= 7+ child somewhat. objectifieg and more nearly handleable by the
. mere public utterance;... '
, Experience to date strongly suggests that children newly Dot
- gee themselves by looking at those Indians--newly see their owm - . ‘%0
©.07 . famllies by locking at Indfan -families, and by extension, sece e R
2 thelr own education newly by looking at.Indian educationy see -~ -Ipbe
. thelr comimity by looking at the organization of an Indian o ‘
3 cormmnity..., and so on, .
o .Nor is this puzzling., It is built into the very neurology of '
‘man that we see best by comparison. ‘A lsaf, on f£irst, hard visual
- jnapection {s but grossly comprehended; but 4f one picks up a
second leaf and looks at the two, a host of features of that ﬁ.rat
leaf newly reveal themselves to the mind, This elementary fact
appears to be built into the wvery stmcture of the brain of t.hi.s
symbolizing animal, man, :

A Negro-and-mﬁte-and~Indian world 19 e fax different y renarkably
. wider thing to a child than the Negro~and~m1ue world ha ‘has heard
about: and has seen glimpses of and now directly knows in microcosm in .
._  his heterogeneeua classroom.. It; is evident, nlao, that a Ncgro-andc-’ |
i : .!ﬂxit.e-and-n.ldian world seema znore comfort:able t:o t:he children and helph

o to provide a climatc i.n which cach child can 1ook into himsnli’, ccm see
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 himself newly in some measure, and in his owm time, when he feels for

whatever reasons ready, can publicly offer something of himseli‘ to

" his fellows. One little Lindexgarten boy, a lower class -Negro child,
fn such a content asked of -the teacher, "Do the Indiana cuss like we
' do when they get mad?" It 15 at least poosible that that child wag in
) ."effect saying to the upper-middle~c1ass White child next: to him, and
to himself, "Do you want to know who I am? . 'l'his is who." II 80, - it iei ) ’
..also possible that that child Srew a foot at that' moment.7 | Y
; Human social identity‘ is multiple. Children necessarily seese a | )
i;.‘_ : commonality with g1l other children, as against adults; children also h
‘. _necessarily sense special 3 narnover commonalities with some children
- as contrasted with others ) including those epecial identities which . :

are t:oday loaded with fear and host:ilit:y. One matk of a vital s growingm |

- fe . sense of self fs the chiid's increasing capacity to move emong his - S
E - : '._"several social ide“at:itiea in some confidence ond comfort.s L
:‘: . - LI - . - . - b * ¥

E. '- ‘Urban life and the problems of neurological and cognitive development. _

j'f;.':;._j_,‘. : Buman history goes back at least 500,000 yeere.» Of t:hat time, . o .
3 . "..'we saw, man has lived with cities but the last 5000‘. Before, 811 men ’
" lived by hunting vwild animal 1ife and by gathering wild vegetable food, T

. and as we have seen, ell men 1ived ‘in communities which were very small, D

Human biologv 9 including tba human nervous syotem, appeara quit:e adequately

' .. adapted, as one might suppose ; to the neceaeities of thar. earlier coudi- .
?i?lf’?: " tion of liffe. Seleotive pressures, during thoae hundredo o£ thouaands of
o yearo were cevere, and, given chose ptessurea ’ tha(: vasg time enough for |
: c , ::f;:‘ : e :" ‘." L "‘ i ;‘ : ’..i-l SR
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the processes of naturai sclection to bring about the physical bging
we now are. Of course most men no longer live by the hunt and no
ionghf l'ivc in amall sovereign conmunitie-s. |
The schoole mst live with the new fact that men. have behome urban. '
Spccifically P thc echools lwe with the fact that the humun child :
appears “to be biologxcally equipped to. leam what: he would need to
learn, when he would need tc leam it ’ in order for the‘child-b ecome-man “
‘ to take his effective place in small ) hunti.ng communitiea. yet the
schools must somehow help prepare today 8 child to take his place in
- another kind of world, whether or not: he i.e biolog‘.cauy best-equipped
to lenrn what he needs to learn; N
| I briefly raise three qunsf‘.:i‘oua y each of them :ln reapect to a
learning child in & small lmnting society s then in respect to the
- “ children in our homcs and schools. Pirst s hoy how do t:hey go about: learnin,,?

Second, wha., umst they learn? Thim ; how lono, do they have in which to

1ea1 n?

_ How do they lenrn? Children in small, hunting and gathering - ~
! societiea learn, surely in very significant part, through imitat:ion.
Pxeachment ) of a direct educational nature, ie not unknotm in such

societies ’ but this typically occurs mainly at critical. POints, as when :

a boy becomes, through ritual passage, a man, or as at marriage. In

T L

cuch societ:.es P howcver 3 young children are alnost invariably found '
playing at hunting with toy bows m\d arrows and plaving at gathering
w;lth foy digging sticks, every day acting out in general the adult 11£c
they see around them, in these and other critical dimensions. Such |
learning tbrough imitation includes ’ crit:&cally, learning the language,

|},
.

lenrning tho namea ox.’ thingn like bowo “and dear, and lcaming huntm,

‘~:8! c.

e 7 s -
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- and the like as that s osointed by language. The human child's
" developing neurological equipment permits that this learning t'hrough
- imitative play can be actively under way &8 soon ag the toddler gains
enough mobility to keep up with 9lightly older children. I"urther, this

. sort of learning, through imitative pley ’ with tho required coordination
: of hend and eye and body and ear and whatever else, a11 mediated by
'_. language, this activity iteelf is » Ve are told g the bcst e:cercise of
: = '_tne child's developing neurological systc«n. . »
We must ) 1ndeed ’ go otill i'urther back, to the prehuman primates

: 'f':x._f'vhose hmlopical s,stems man.in large part inherited. Here learning
X occurs, virtually exclusively ’ through imitative pley , for I:hese animals -
| ; do not ofoourse enjoy that wonderful aid and r:lshiul substitute 2 lanouogo.: :
o The children in oui® homes and schools would appear to have the sama :

%L ) human neurological system a3 earlier men, developing in the same way. .

: - But: they hardly havo the same occasions to pat it cffectively to worh..
£ ‘ These chi.ldren are more lﬂ.ely to play at child-like perceptions of |

cowboys and Indians than at any of the adult roles around them, es-

. .. P el e
(] . ot At et
o + 3 .

: pecially the male adult: roles around them. In a word, the child today
, i-;;::;f}inmot learn uuder some handicap, depending relatively lit.tle on acting-'_' ;

]

: . LT to him. . - . | SRS P .. ‘. C .. HES A SRy e
EERS S i . : ‘

LR . . .o s * i )
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g j:-:-iout s depending much moze on words and whatevet they can come to mean

What do they leam? I refer here, not to the spev!f:lc mfomation £

,.. Leteer T3, .
Y + o

i .8 ohild st acqu.{re (for this obviouely variee vith each peOple, indead .

- with each family and each individual) but rather with the basic coanitivea "

. skills a child must mast:er. This is of course a very co:nple:m matter; el

K : '\“3

L knowledge is sketchy, and X shall 91mpli£y egregiously. A chﬂd, bom |
:':1nt.o a amall hunting society can li.va an effect:lve ndult. lifo 1£ ha |

' 1

£ _;"""co:nen to com.and a modoot array of ﬁmdcmentnl cognit:ive aki.uo. Oﬁ theoe ’
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I shall describe one that is pivotal: classification of onc cort, :
. clasuificat,ion as guided by language, by the names. of things in the . ..,' |

vocabulury of that pcOplc. Above ’ we imagincd children at play imi- .'

| I ¢ i

: ,; f' .teting hunt:ing ane imitnting t’he gathering of wild vegctable food nnd
- ‘:: 80 l,ear'ning the;z'e a'eelt akills. But of .courae, those cl;iidrex; are oy : )
T n- ,.‘ .jlmr'arinbly found to be .('l.o;ng mo.re; .t}:e.y are acting, out:. .nd'ult toles ) |

: “. .! : .tl}e ;o.le.c.of named adult identitiea as that of a "father" : and 8o on, .. ;. :.: ..
CRb ’Boyt; ,‘ x;o.t.!g;r.le, usually hunt' girle ’ not boya , usually éa.cher J eccord- B

o e .
3 e ' l ' ;. e
. .

2 1ng, of cox..rse, to the aduli: d vision of labor vhich 18 being imitated- o

ment:al command over certain named clas.,es of things as recognized by

.........
.. .3 . LA I

hio co:rmuni.ty 3 on’ the scciaI side s sundry named male roles (as husband ’

:;i.fj'.;‘father ) ctc) and eundry female roles ) aud in t:he realm of that people ) :
B ’:f;":exwiromnent: ] sundty named animals and sundry named plants. All of t:heae
. are, of course, named classes. This cognitive skiu s the abil:lty to

‘ -

thinL in terms of named classes s ;.s acquired very early»-—it 8 develox)- .

e N T AN St

. '.'.ment: goes hand-in-hand vith the child' leaming of his native, language. N -

as cog,ni..ive skills are concerned , effectively ptepared for adult life

: '.’:f:_ onca a modest array of cognitive sLills are acquired, as the example,

e least, would i“dicate‘u The e‘luipment of the hig‘aer bratn centere B 1

. waich underlies the develo;:ment. of these cognitive skille appears t:o

se et H
- .gxl, Dottt
pe A : B

:'_::'-.'-- :, have become adequat.ely adapted over the long stretch of human history,

to ‘the necessities of education £or eftective 1ife fn sxnall hunting

i‘ G

' eocieties. 'L‘his would séent .'mdi.cated by the very eaoe with which

0'- 'l.- -8

5 -

these skille are acquired' t‘hey aro not R on the face cf.' 1t, "simplo." ,
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Our children become m-arvclously adept et these same cognitive
ckills at very tender ages. A child of three or four, simply by learns

ing how. accurately to use less than a dozen English words, comes to

., comnR n4 for onc example » one-very complex system of- classes--namely h:la

: in the American child's kmship System, one would have to provide an

_:array of blocks having (at least) three colors, two sizes 3 two. shapes , 5 .

. own kinship system; most preschool childreu can use thesc wouls (£ather,
votlicr, brother, etc. ) correctly, and, beyond that, can in their imaginau | |
| .tion take the position of the child next door ("Johnnie's eister") or -

" any of several positions in a hypothetical family (as in playing house).

I ordcr to simulate with blocks thc classification problem entailed -

R

two textures (i.e. 24 different kinds o£ blocks and one or several of 3 :

" edich), and the child would hava to work smult:aneousl)' With all these

.'3.";‘attributes , using two »h*ee-vdimensional matrices, A normal child of

" three or four usually can, in effect, handle this complex system of

”‘:_" kinship classes ’ gu‘ided of course by the kinship vocal;ul'm:y of his .

lanmagc. (But he cannot handle the blocl\s’)12 g | "-}:

But what, of necessary cognitive skﬂl ’ have we added to the childt s - .

e eJucat:.onal burden in this last 1% of t.he human career? We have added,

)

among other things," attribute blocks. I speak figrcatd vely but seriously. .

" The e..sential dif.fexence between handling the classif icatfon problem

M posed by the child's kinship system on the one hand, and handling the

AR élassificatipn problem posed by an analogous ‘set of attribute blocké on

".i..: .'. the other, is this. In the first case, kinship, the’ cla.,sea in queetion

"’ - are named named each has a verbal label as "brother" acands iot a clasa; tho

5 'child, indeed, knowa the varba; label £1ret, tmd he gradually comes

accurately to comprehcnd the class i o8 fira(: he wrongly appliea t.he ‘:_ .

X
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.9; colors and two shapcs--tour kinda of blocks ) what would he consciously

;i know abo.xt those blocks aftar casual observation 1f,

W77y

word "brother" to all children, perhaps then gradually learns the

narrowed, correct meaning of the word. In the second case, attribute

blocks, there are no prior verbal labels for the classes {only for the:
severn; attributes) and the child mist comprehend any class withbut tho

help of- language in that sense. When we ask a child to learn the . .‘.- ‘.

" complex classification system repreaented by bis kinship, ve ask him ) ..' S

to learn the known, the nh‘eady named. ‘When we asL him to classify

attribute blocks we ask him :ln effect, to tackl o th_e unknown, the . |

notwyet named, = . S B Lo .'"'
| Probabl 7.1t 16 precisely in this realm that one ennounters the |

basic contrast in the habitu 1 cognitive ptocesse° of men in Very

.-mMIJ. societies as against the cOgnitive skills needed, and ‘enjoyed qn

varying degrees; by men :ln larger urban societics.. In the finite

vorld of small, ciosed conmunities 3 1t would seem, vinually everything N

" can be named»everything that could neet men' § senses in any frequency IR R

has long met the senses of men, has been perceived in some accepted
" m3mner, and {t woald seem has received a name, Into such & universe of
named things a child is born and in such a context he develops his cog-o' o

“altive abilitics ag’ those abilities are shaped by a universe of fully

naved parta, . . .

M 2.8 e
* LR T [ I
f

- To return l:o the hypothetical exa.nple of attribute blocks- 1£ &

man had paraded bei’ore him, sez.ially, a set of bloclrs made up of two

£

f:lt'st » cachi of

the fout kinds had traditional , established names? and- what would ho

know it the four kinde had no names? In the first cane, lt would aeem, -

f
,',o

the mzm would ba ablo later to recall that he had seen pacs batore him
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. :' ';-;_Bcience sy our visions of tﬁe natural environment undergoes transfornas :
2] . tion every generation; with technology -our social atructu;.je is S“bjecé

T o moat arasttc, continuat transfemation. The future is, quite . -
: j’;:"; unmistakably, unknown. That future is what ‘the ehild«becomc-?“an will .

T be living in, If every child is not educated to tackle ihe_ux_tknmm
. . tangibly suffer in evexryday life ) is very new, For that reason alone

S 'named.
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blocks of those four named classes , and he might very well not be
ablo to recall how many colors or how many shapes he had oeen, in the
. later case ho would be able to recall that he had seen pnsa blocks
' having two colors and having ‘two shapes, but he would almost cercainly
| be tnable to recall whether all or only some of the possible combinatlono
of shape and color had been paraded 13 | .

History has, tecognized or not, recently added the handling of

. attribite blocks to the child's aducational burden, This began with
L citiea and vith the ever-increaaing widening of horizons--new things,
- _ new peOples » new places~=~which came with cities. . Very recent histoxy = _ I _

5.:_2’ has drametically inc:;eased this -same’ educational burden, For with

L0 he s -today not educated. The ab{;elute edi:cacional ncceasity ef this ']

P :‘..cognitive skill, the necesslty that all children acquire the ki1l or i"_f-f'.f.,

e .
‘ I )

' > there is some queation as to how well some. or' all very young brains are "', ke

equipped to handle attribute blocks, to tackle the unknom, the not-yet , B

14

Vel nt
1ed t. .
:

o

How long does the child hava in vhich to learn? Bow many years

: are there in which to establinh the fundamental mental hab:lts the child S

.- will need as on adult? Grosaly, 80 far a8 any. fomle nchooling is con-

-'.’3'.'11: :z-':'_cerned ’ t:he nnewor would seem to be aix yoars, roughly from age chree

. through age eighe, .‘ Unttl a child cmergos from the ntago of coddler PR

3 g N . B
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not much of a formal sort can be donc (or is likely to be done), and
 psychologists and neurologists of various perauaaionn seen in rough
agreement that ', after about eight yeara , the basic oricntation of a )
psyche becomes dramatically more difficult to change and that .learning

H

in general proceeds, after this age, at a much olower rate. L .c;;;;, B
, For & child born into a small hunting society, this brief period ', . '

. of ready educability would seem ample time for, the iearniﬁg he must:

'.Y'{fi accomplish ‘ Such .8 child, long. before the age of nine, in learning
his language and through Amitative play assisted by language, would
. seem to leazn almost 1nev£tab1y the basic cognitive skills. (not the
1nformation) he will need as an adu1t~-for example, the mental habito‘-’~h:t
;:3ff€ of verba11y~assisted classification. .The child's brief.period of . |

p nmximum educability, seen in this anthropological perepect!ve, vould

weem to be thc adequate results of a long process of biological adap- .
tation, adequate £or each new generation to learﬂ what 4t needs to Lnoo tv;iié.

. to live in omau, hunting oocietzics.l5 . K

But, in thio lost 17. cf human oxpeoience, with the coming of .

agri.culture, then cities ’ then 1ndustrialization, and nov the on-goino
revolutions in knowledge and. oechnolopy, the. child ixeeds to leatn, in |
addition, the habit of inquiry into ‘the unknoxm-more than that P he |

needs the awareness of himself 1nquiring and needs some conﬂ.dence £n

i ‘,!l . ‘..-:' .'

:!' himself as inquirer, Evidently the serious beginnings of this additional
‘. leatning must be fitted tnto those aame 8ix years, age three through |

oight--ospecif/icany to our immediate purposes, the primary years.

Xo recavitulﬂte. Today's child, because he has little real oppor- A

. tunity to 1mitate in play the adult world, is to that degrce forced to

loarn through verbally-transmittod informatiom perlmpa the young-child'o

e -'.x e '.

e
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neurological equipment fs adequate to this new manner of lem'ning.,
perhaps not., A, the same time he is required by circumstance te learn
not: oniy long-~established cognitive skills, but in addition to learn

. the habit of inquiry as to the unknown. perhaps - the young child's cogni*

A R
g, iR L

tive equipment is adequate for thia nev learning, perhaps not, Finally-,
'. it would appear that all this’ must be well under way duri.ng the brief |

. years , age three through eight , the child' ¢ more: formative years;

N . - LF}

'~ perhaps that is adequate time, perhaps not,
Teachers s to hope to cope well with these very real strategic

. .' 'difficulties s will need the closest, concrete, up-to-the-miuute inforu .

I T
I R ERCI

’matiou as to the child's cognitive development, will need the wheres )

e “ withall not only to diagnose but to "teach" these; thus to move with

. 5 ‘_surene'ss and dispatch-as -each child is able , hopefully to bring most |

".:j"_:'.chﬂdren along and to turn over to fourth grede eeachem' finished

L ':- _"adults ; a8 it were, in the ‘basic senses here treated.

This brief look at these neurological and cognith.'te facts, se.en.

HE A in anthropological perspective, perhaps. gives to- the facts‘a'n' edditi.onel. '
"toughneaa;" We may be-—--blluntl.y-’-an animal imperfectly adapted to . _‘ :‘
‘learn, in the ;way we must learn, what we mst learn, iswhen ve niust learn '._':: - '?

. it Tolive effeetivc.ly with that ‘possibie fu»t will tequ:he the higheat |

T serfousness teachers and schools can mus(:ea:'."6 L e *.

So much it seeins possibie to say. ‘It again becomea necessary to

- . LR :
. . . . e o 32
» 0 - . . .. 4

“turn to the teacher, to seek there cautious classroom applications of

imparfect knowledge ds it stands » thus to learn more.’ Specifica11y’ : A
eatlier mentioned claasroom experimentati o in local achoola Plomises :
. to provide new 1nformation of. 1nterest and utility in theae neuro) Ogical it
. and cogin !A:ive‘realmo, as well as the real.m of 1dent£ty-dwe109ment o
'discussed above. J ' ‘ ‘t|‘ "x'x L |8
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r;.”:fand simmltaneously to pursue, as appropriate for each normal child,

=._%F;;;: n-going professional guidance and other assistance.

w 778

py the phrase neurological development we have referred, of conrse,
to the array of matters bearing on the maturation and the trained
development (purposeful or otherwise) of visual pcrécption (near- and
' far-s;ghtedness, dominance, tracking, etc.), to the analogous develop-
| ment of auditory perception, to the.very intimately connected array of

Q;nmtters bearing on the maturation and training of motor habits (skill

': balance, general motor orientation, etc.), and finally to the complex .

3 connections of all these with verbal skills. The ideas of the pedia-
1trician Clement Papazian and others of his general orientation are

familiar,to educators in this region; these ideas have been taken up

{'rﬂf in local experimental use and carried into the classroom by _teachers,

' ?ﬂ.I merely allude as an outside observer to these 16638 and I hazard but

E?{one non-technical and altogefher practical observation._ It seems how

‘*:fﬁé?freolistxcally possible for any primary teacker to carry on’a running,

3ai:;?week-by~veek preliminary neurological diagnosis of each child in a class ,

< <

Zj‘f;;i;;ea training program to nurture the child's neurological development,. L

- fwiéthis in usual-sized classrooms, with realistically nwdest anounts of

l
t

’h‘::ﬁz':°equipment and speCial preparation, and with quite modest amounts of

¥
[l

. By cognitive deve10pment, we have referred to the'thought of

Piaget and of many influenced by him, as Bruner. The logical constructs

} of Plaget as'to the child's' "stages" of cognitive development are
probably not adequate representations of much, even most, empirical

reality s but to a teacher these formal constructs promise to make more

intelligible the otherwise imponderable variety of any child's intellectuaI o

struggles with his world of facts and words and to make more nearly ”
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lutelligible the more formfdable varicty of such fntallectual nt;ruggles
by tho eeveral children in any primary class, An outsider may (.affcr',

- again, csuly_ 8 very pr_gc;ical obuc{l‘vati.t)n. Hnterialz? are becogxing
avallable which promisa realit.;tically to permit a primary teacher
siszultaneously to pursue on-géing im.iividu.alizcd dingnos.is' and individae

. alized instructior in respect to the roughly sequential development

" of each child's thought proc;ascs. Experimental .primary. materials of ) -

| this sort have been recently produced, jointly by thé_l‘l'ew York City : ] i L

- Schools ‘end Educatfonal Testing SGMCQ. thase too, ara boing taken ERM

"1 by teachers into the local cxp perinental classrocms- O L
S A IR PSR LR
o v % i

Recent history has been wather hard .on' man, and very hard indeed _
L on tha schools, The dmpending tranaformations of human 1ife may lead
. men out of the city-created inaze, and that vecent history, since men B e

N | Ju:zt: gatl ered in cities, may gomedsy be recognized a3 the brief i.nLe.«:ludo

EREERI U probably is. neammi.le moR fiust nurviva L w;'.t:h w’aatever mengal eome . i LA
fort they can fmd. 40 such hopes ’ not. "solutions" meoe noi.s.oms m:e '
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1 An curly version of this essoy appears in the 1967 Pxoccedings of tha NI
- Claremont: Reading Conference, Ceortein passages are taken directly L
frem that paper with minor cditorial change, especially in the section =~ -
on neurétlogical and cognitive growth, and other passeges exe here e BT
2 2neluded as footnotes, , : : A T
. 2 This fact ia importantly qualified among peoples who are unusually PR
-+ hard-pressed by the severity of their naturel environs, as among s L
Shoshoni-speaking Indian groups vho lived and still live in the desert '
rogfons of Heveda and environs; there 45, emong such hard-pressed
pcople, a great deal of nomadic novenent, ruch catch-ag~catch~can ;
marriage mmong groups of different language and dielect, and the local
group durin'g great parts of the year is an isclated elementaxy family.
Tt would seem to follow that homogeneity of mind would be much reduced
in such contexts; in fact, the patterns of 1ife among such people often
h ave n degree of randomness, a certain "ad hoc” quality.

ERCON AT SR A SRS L i VR R i ol O S L C I IRCD SRR St A D g e NS S
- A R S . . . - R .
LY L - s . ) .
EE I " .

... +3 That 19 to say, any alien culture not fmagined by the children, rightly
.. o wrongly, to be represented in the classroom; in a classroom including
: Negro children, the study of en African people would, to these purposes,
not: te recomaended, in these primary years. In the local experimental
.. ..  clansrooms, the study of certain American Indians served well, but -
s i would not have so sexved a few miles away where classes include Indiens,

SRR YRk Sl s A8 g
PIPUE W Rt R .

-’

. Recent studfcs (in New York City) have indicated that the content of - : -
... .."readers," as to the prescnce or absence ‘of interracfal storfes, makes: - !
Lo no difference in the Negro child’s achicvement, To this writer the ' |
" results of that study do not pcrsuasively touch upon the natters here .
raz.scd o

o The allusion is to a Yreader® especizally prcpared for this expermental
PR clns Big Cot 43 an Indian boy, n .
. - - '
We still speak figuratively; the actual cultural diversity of the classe
room is broader; still, the addition of one more people, experienced
© by the children vicariously s tends to transform the climate of the class,

-7 Extonsive measurements by sccfal paychologists were compiled duriﬂs . - T
i the 1966-67 year; these are currently being proceased | R

In the realm of practfcality, two add{tional comments can be offered:
"D The third culture and the three R's, .
"It 46 ovident that tho child's world could not be transformed during
the few minutes of the week normally allocated to "social studies,."
-Studying e third culture means, to these purposes, taking over a very
large proportion of the school day for at least two or three weeks at
a time; the clase must virtually fmmerse {teclf in the culture. This
_docs ‘not mean that the class drops reading, writing, arithnetic for
- the duration of the study, It does mean, however, that the clnos
..renda nbout. ] vritea abau,, and parhaps addo Indians (o: vmcmevcr).

-
-
-
-
.~
e et
*
-
-

-
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That, in turn, neans that the child at early stages of learning to
read, neceds primers and readers with appropriate content, Tha
lingulstlc approach to reading mokes thia more readily possible,
.. 7. . but teachers and schools lmvc to write thelr own, for the here-and-
3 ©* pow at least, Or the teacher can, not following the Mucuintic
approaci, simply have the children '.rrit:c their own books, as £s
often done,
2) A child's bridge to an alien culture, -
, Tha specific content of the gstudy of a third culture rmust be such
..t that the young child {3 given a meaningful bridge from his om
-1 axperience to the world of Indians or whomever., Again, to quote from
. that early report of the local experimental programs
{An Indian study) would, perhaps, becauss of the romance surrounding
S SR . Indians, engage most children, at least briefly. [This] Indian
L. el .- gtudy is, however, drawn so as to engage the child most serfously
a0 Y and over some duration, The study focusses on a realm of child-
- hood experience that carrics for cvery child a good deal of pleasure,
© a little pain and above all, a binding mystery~-a realm of experience
+ - ‘which, in a word, matters to a child. The currfculum focusses upon
growin‘, s 3rowing as viewed from "underneath,' as a child views it,
Jo - Growing,- to 4 ¢hild, involves mere phys:lcal size, of coursces
- 1ittle people and big people and little people becoming bigzer,
i+ - But growing, to a child, also involves another dimension about
Lot which most adults need occasionally to be reminded, An infant
P Tavon very early learns from parents the gross fact that lie £3 & boy and
ot itiighe a girl, But beyond that, the infant and child faces the drawm~
i T 7 out and very difficult task of learning an a:x:ray of often_subtle
s a1 things about how boys appropyiately act; how, in contrast, girls
P - -rwitils sppropriately act; how boys must anticipate becoming men end girls
Fnnt UV vomeny and so on, A difficult preoccupying task it 1s for the
citeios o HE child, The array of "rules™ 43 so very complicated that parents can
L = lr’eonvey only a few of the rules verbally; rather, most of the leara~
"i-ing occurs as parents and others, without conscious thought and L.
¢ ¢ * usually through cues rathexr than words, correct the child's behavioz
-~. . ' vhen the, child chances to act counter to the rules, The child, fn
“ L0 all this--in learning the difficult xules and acting cut the apprope
" riate part--finds plcasurc, some pain, ond always much mystery. It
“t. 38 a realm which preoccupies the child and deeply matters--he 48

1
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CLn ot ., The main curriculum wehicle, o &5 the story contained in Big cat
Cio 0 i end its sequels, Big Cat's Wish, and Amity; through these books
.. x o - the instruction in reading at whatever level, is given, thus the
... - storles receive long, close attention. The story £s about a few !

boy (specifically an Indian boy of the north-eastern states in the
1600's) and as-viewed by his sister end parents, The boy Big Cat .
ie ddscovering vwho he i3 and experiencing humnn pleasurc, a little
. pain, and wmuch mystery fn that.... P
= It fa, of course, genarally true that the mind of the child (and of
.- the adult, too) can move only £rom the known to the new and unknowas
“The 1n£orcnce i often wrongly drawn that, since the concretoely
known for a young child is most often here and now, tha young child's
mind ot nova out: from tha Lnom by small 1ucrcmenf:s of spstial

. :
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discovering vho he 18..4. G

moments of growing up, but about that as lived by an Auwerican Indiam - : '
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distance and small fncrements of time, (Of course, insofar as we
purposefully choose at aome juncture to teach the children “space"
and’ choose. to teach "time," that perhaps s nccessary,) But it does
not seem that chfldren especially care where dinosaurs were or pre ~
ciscely when they were, or care where or when Batman is or wag. Many
= of those children know a great deal dbout both; they are not learning
= - about time and space, but they are learning something of interest
S or fascination., Similarly, where Big Cat is and when he is s this 4s
-quite {rrelevant to the purposes. Big Cat »robably séems to the
" © children suspended in time and space but it appears that that is a
' matter of no great concern to the child, | - ' :
The bridges over which the child can get from his world of experience
" to that of another people are many, and among, them, some one must : _
-be selected, with an eye to the educational purposes at haud, Peoples . - |
who are spetially remote or temporally remote are not necessarily R
. @xperientially remote to.a child; indeed such people probably seem '
e * . less remote to a young child (vho is incompletely sociaiized) than * °
3 o to his parent or teacher, About the thirzd or fourth grade, however,™ -
E children begin to be bothierad by the "irrationslity" of rain dances
- and the like; -such strange behavior seems ussally to si¥ike younger - -
‘ children as a good idea. ' T ' :

o
AN o g it LA T :

o
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-~ 9 In part this dependence on words is irreduceable, but only in part, It
... ¢ - seems evident that greater, systematic use of play could ‘be made in the
schools. Xt would be quite impossible to show that urban children fare .
poorly in their genexal meurological development, relativé to the oo o
children born into small societies. Pedfatricians and schools are be-~ PN

coming increasingly aware of the neurological undevelopment of many

children. Comparative psychology is building a fund of knowledge

generally around the effects of use upon the growth of neurological

networks. One study of menbers of a contemporary “small" community, the

. Eamous in-steel working Iroquois » 83es earlier pavallels to those con- -

. temporary abilities in that work and ascribes that to early forms of e

" physical play. All this hardly begins to attend the problem, but - R DR T
. L, all these facts are roughly consistent with vhat is agserted here: that '
w0 children are newly handicapped by conditions of latter-day urban 1l4fa.- o

17740 A child born into a ¥mall society must, beyond this s Come to command a | ... .
Foteindt gpecial, common sort of inference--he must recognize the possibility of - . L
i: 5 - veading Yclues" so that, from less than complete information he learns . - .. "™

HUL to attempt to infer the whole: tracks of a certain configuration imply =+ ...

.0 the animal itself, or a certain item of adoxnment or demeanor implies a . :

- xole, ete, This skill of implication, too, it would seem, is acquirved : -
very early, a rather direct and “natural outgrowth of experience as .
that accumulotess (The child's powers of correct Inference, of course,
.. increase as experiences continue to accumulate, well {nto adult life,)
.. Sinilarly, the child must jearn infercnce by analogy; ‘essentially this
is a matter of simple inspection of semeness between classes of things,

es & spotted 1llness may be seen as like a spotted animal and the two
E . may be therefore associated; this skill, too, scams to coms to a child
carly end veadily., There are, of course, other such cognitive skills
requirved, - o7 0 et et M -

.
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This 18 not, of course, to preclude the wsual human incddence of
genfus in such societies) we are only dealing with the cognitive
competence required for a successful 1ife in such societies,

Simiim;}y » @ child today learns very early to infer by analegy, and a
child learns to infer from incomplete facts s 88 a feather in the yard _
fplies a bird (a very young child 4s iikely, erroneously, to lock up.)

' - "He have embarrassiﬁgly 1ittle knowlnge about the cogriitive aspecte of ',
t~i:; . the mentality of men in small, closed societies. Gladwin has recorded

7 trouble-shoot a gasoline engine. It seems possible that that contrast .. .

that the men of Truk, who can pexfornm prodiglous feats of navigaticn
salely by dead-reckoning, simply found it impogsible to learn how to - . .

in cognitive ability could be described in temms of facility with named R

4

i classes of concrete entities as against lack of habitual facdlity dn - -0

- "thinking attributes." Such a contrast would be generally true RS S

: at all, only {f other things were alvays equal, Other things are not

':, i . facility with attributes in general?

- A psychological bent, *

alvays equal. For example the grammar. of Navaho forces all objects

into ti0 classes according to shape (as Spanish gramnar forces all
objects into tvo genders and Enalish into three); it has been shown, :
fafrly conclusively, that Navaho children wvho speak Navaho think readily
. in_terms of the attribute “shape," while Navaho children who habituslly

- speak BEoglish think “shape" less and think "color™. tore, when the two

© groups vere asked to sort blocks. A key question would be s vhen the
language spoken by a small community forces attentfon to some one

. ettribute of named things, £s there any. diffuse effect toward creating

“Je have similarly added yet another minimally necessary cognitive skiil,
. ' a mew, altogether necessary mode of inference beyond simple analogy and

- implication; This additional manner of inferring requires thé learned
ability to devise (or adopt) and apply abstract standards of measurement ’
-as to length, volume, weight, etc., a skill not readily acquired by RETHE
young children, as Piaget has shown, but a skill vithout vhich the merest R

beginnings of scientific investigation are ﬁriposs;ble. ' R , %‘3_}-_':

There is, of coiirse, a great deal more to socialization than acquiring .17

cognitive skills; we have not dealt with the affective domain, which
has pre-cmpted virtually all the curiosity of anthropologists with

In the interests of pragmatic application, one observation: Y

If the strategic problem of teachers and schools hes seemed difficult so . -
fery 4t cemes to appear, doubly sc when one thinka in addition, of reading, -

- We deal with the brief span of time s ége three through eight, 1It- R
would appear that almost no child of three is tnourologically equipped )
. to read normal printing at near-point; some few children appear scarcely
ready et eight, Most children, one by one, become neurologically pre-
pared in-between, If 1t wore somehow possible to isolate reading from
other pressing educatfonal needs, the "safest" strategy, neurologically,
vwould appear to be simply to delay reading until very late, say third
grade. Lo hele i T S




... of elght the child should have acquired not merely knowledge;  but based

- wfolds, -~ This applies quita practically to the teaching of reading,
O 7.+ pre-kindergerten and up. A little ingenuity in recucing the near-point

L many tasks to get done, Time devoted to reading in primary classes is,
atoealls given the etill standerd veading materials, time away from other edu-
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Reading, however, is not fcolatable in that sense. We said carlier
that today's children must heavily depend on information that is verballye
tranmitted. Add to that the fact that, having become a literate people,
we as adults have become utterly dependent on the printed word, In
 noa=~literate societies including these small hunting socicties we have
discusses, cvery adult (ox every male adult, or every female) is a
atory-teller and many adults arc excellent storvy-tellere. Verbally-
Cgranamitted information ox preachuent is by these practiced racontcurs
affectfvely relayed to children s the need requires or vhin Indicates,
Amena curselves not one in fifty can hold a child's attention during a
. story (unless we nre oursclves reading). In a word, until the child has
aseess to the printed word, he is seriously cut-off from the world of
verba) infermation eround him, - Add, finally, the fact that by the age

.on that, the habit of inquiry and some confidence in himself as Inquirer.
Lack child, it {5 clear, should read at the moment he neurologlcully

‘- can read,

Fortunately. a blonket; across~-the-board rush is not necessary., Given
" curvent kuovledge as to ncurological and cognitive development, it

would seem feasible that primary education can now bécome effectively
$ndividualized as each child's neurological and cognitive development

. work in the carly stages also helps, ,
There is, houever, o sccond preblem~~a matter of simited hours and

cacforal tasks, which may be, as we sew, quite pressing., "Dick and Jane"
end the eundry equivalents are handly helping the child learn to inquive

.5 dnte kuovn or the unkaowm.,

Much has, of late, been wiitten of "the linguistic appronch.” The

e enthzepologist Henry Lee Smith is & lecader in this direction, I udd

‘to the discussion one little-noted faoct. The linguistic approach is

' © < deomatically 1iberating as to the content of prizers and readers. By’

. this linguistic epproach the word, Ypemicen," for cxample, fs very soon
accessible to a child--that he perhaps never heard the word before 4s by
. this strategy, no matter, for its clewents (as it happems) ave "regulay,"
- and predictably he will readily read the word and come to learn its

;- wmeaning, The linguistic epproach ellows the schools to make primers

- (and the time spent in reading) do deuble work, for it permits new cone

" tent, selected with other purposes also fn mind, The formideble educa-

tional tasks of the primary years would seem to requixe such double-duty,
possibly to the mutual advantege of the several objectives, including '

¢- . [ - the teaching of reading per se. "Readors” which:teach only reading b x
oo, will poon be shown to be obsolete. . --iudghididiiiiioag et v '
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. University adult education in the United Statps has historically
incorporated three major trends. One might be called "the pur.suit of
high culture, " which characterized the early days of what c;.me to be
called '"university extension. This movement flourished briefly in
the 1890's, gave impetus to the initial rapid growth of extension, then
declined, but has never died. The second centers around "the pursuit

~——

of vocational competence, ! ‘which began with the revival of extension

at the Univer sity of Wisconsin in 1906, icharacterized.b).r a heav.ily
vocati.oz;al "oi‘ienté.ti(_;n an-d coopérativé involvements between un.iversity
extension divisions and business and industry. In university adult
education alone, vocational courses still account for somewhere be-~

tween one-third and one-half qf all course enrollments.

The third and most recent trend might be called "the pursuit of
social .equil'ibriurr}" and involves thus far ra.'ther. gingerly efforts to ;;ut
university extension to work in."'solving community problems.' This

' trend, which at the moment includes programs under new federal ‘
legislation for what is coming to be called "urban extension, " is not
yet adequately reflected in enrollment statistics. Yet it ié currently a

' majbr foc .5 of deliberation and dev’elopme.nt within university extension g

circles and in government,
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Both the vocational oricutation and the new emphasis on social

problems reflect a major shift from classical conccptiohs of the pur-

poses of universities and share a concern for the satisfaction of S

national interests, on the one hand, in terms of meeting "manpower

requi;'ements" and, on the other, in the ea:si.ng of "social frictions''.
Related to '}ﬂese deve.lopmentslis the growth of university extension as
a.nation.al establishment devoted to the concept of 'public service" in
"the nat?ona} interest", however these. terms may be defined. The
c.le.veloprhent of un'iv.er sitj_r extension in this direction is but one a.spect
of shifts in values and functions in American universities in ge'nera}.
For better or for worse, this development is liicely to accelerate, and

it raises issues and problems which the academic community must

-face and solve.

’ I

>

Universities grewup in the Middle Ages so that scholars might

-

esca.pe‘from the larger co.rr;rriunit}; an& in r}lﬁtual self ffrotect.ion pursue
goals which might run counter to the interests of the c.>uter con;munity;

these goals reflecteél values and.issued in practises 2ssentially incom-
patible with participation in ordinary life. From the beginning the pur-
suit of truth and the sharing of knowledge genera.ted counter pressures,

but ‘even the Medieval univer sity'took on social functions, such as the

“training of physiciaﬁs, which to some degree mitigated hostile influences

+
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and helped to guarantee its right to existence. Modern universities for

_the most part still adhere to the classical goals. Although the pursuit

of truth has evolved into "the production of knowledge'’, it is customarily

invoked, along with the dissemination of knowledge, as defining the pur-

- pose of contemporary universities.

As an institution whose primary functions are to produce and

disseminate knowledge, the university has traditionally required a degree

- of autonomy .not easily woh and difficult to maintain in the face of con-

stant p.ress'ureS to change its.values a.llud to .adopt otl';er goals. The.free*
dorh.'to ir;q.u.ire ;nci to t.each réquife aikind of autono.my which, society does
not readily grant to its institutions, but which the university sees as an
absglu.te necessity if it is to resist éhange which would ultimately subvert
its primary functions. II} Robert Maynarci Hutchir;s' wordsg"Ex;:ernal con-~
trol by definition prevents univer sit.ies from being. centéfs of 'independent
tl;oﬁg.ht.. By definition, if the};. are dominated by c;utside_ agencies or in-?
fluences, they are not independent and can engage in'independent thought

; .
only by sufferance. §uch sufferance is likely to be short-lived in the
absence of a clear understandir;g and a strong tradition suppor.ti.ng i.ndepen-
dent thought. ol The absolute character of its requirements has led modern
universities to develop as organizations with a variety of characteristics

which are strikingly différ_entiated from other complex orgahizations. It

is not surprising, therefore, that the university, as a community, has

.';..
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fraditionally had problems both delicate and unique in its external
. relz.ttions with the outer community.
The university, exi‘st.ing in a society to whom its primary goals

are a matter of indifferenc;e, if not hostility, has rea.cfed in'a variety
of ways. Society appears to require of the university that it pursue -its
unique purposes in the service of the genéral goals of the larger com-
y munit};, or that it at least justify its functions in terms of. some concept
of public service. One university response has been to devise what
. .might.: be called a rhetoric of "service in the loné run''. This is the
attempt to ratio.n.aIize t':h'e wo1:k of tile universit.y in .terms of the broadest
and most general goals of s‘oéiety and is expressed in a rhetoric that is
both hortatory and evgngelistic, though not r;ecessa,rily fa.lse. Thus ''the
truth makes men f.ree" and therefore tl;ze .instii.;u.tion whose function is the
pursuit of truth is engaged in the noblest work of free ‘men in a dem'ocra.cy.
A somewhat less general version argueé that scientific knowledge is thg
foundation for all progress, materiﬁal and otherwise, and the;‘efore ulti-
mately prov.ides t}{e means for "the good life, " 0;1 this view, the univers-
ity perfofms a service by fuifilling its primary fuﬂctions; and no special
activities of other kinds are required.

“U“Service in the short" run involves more than rh.etori;:. It com-.'
mits the university to extendiné its resources to the commuﬁity, eithér

by granting various kinds of limited membership in the university .

L}
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community to outsiders, or by directing a portion of its resources to
the solution of community problems. A full commitment to seryice on
the part of the ur.live.lisity goes far beyond this. 11.1 extreme .cascs it
involve.s' the _adoption by the university of society's goals as primary
. . and the subordination or the denial of its own goal.f;. It is this view gf
service which ha.s gained increasing influence in most of our univér si-
ties and has become the dominant, i@eology in some.
The production of knowledge and its dissemination are thus

justified; when jugtificatipn seems neéesséry, on the basis of one or
both of two propositions. On the 6né.hahd, kngwlec:ige is said .t.o be in-
triﬁsically worthwhile and to provide its own justification; on the other
hand knowledge is justified on the princ;iple of its sc..)cial utility, whether
‘immediate or remote. Over the&aét century in American highc.ar educa-
tion, however, the principle of utility has to a considerable degree
..emerg-ed as a concept distinct from both the pursuit and the dissemina-
tion of knowledge, rc;presenting a third and indépendent goal.and a
separate set of functions. This relativelir new area of university activ-
ity generally goes by. the hamé of "publ:;tc serv:ice. " .The term itself is
ambiguous. It he.).s been used to cover such divérse activities as certain
kinds of government-sponsored research, professional t.rair.xing of \;ariogs '

sorts; technical assistance and in some cases direct intervention in the

affairs of conamunities around the world, even performance of quasi-

-4~
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military functions under the guisc of foreign cducational missions.
For the most part, however, the term is most commbnly uscd to refer
to the'widc and somewhat bizar;.'e variety of activitie§ cor.xducted under
the rubric of university extension divisions. These include the¢ univer-
-sity teaching of adults at a variety of levels and .by various means, but
they also range from the sponsorship of 4-H clubs to the operation of
rgdio and television facilities to the organization of international
spholarly conferences. Despite the bewildering assortment most public
service functions are, in'fact, simply teaching and'rhany inyolve re-
search. But: t};ey are v1ewed as'teachiné and research of a special kind
. which requires justification in terms of short;-run utility rathexr than; on
the basis of intrinsic value. Ancillary to what .a,re regarded as the pri-
" mary scholarly functions of the univer sity., they are grouped undezf a
rubric with a decidedly pejorative flavor. I.t is these activities which
'hav'e come to.chal"a.cterize the seryice-oriénted universify.
The service orientation in American higher education burst
into flower about a cerntury aéo. Its first major expression was the

land grant college, established by.the Morrill Act in 1862 to promote

teaching '""related to agriculture and the mechanic arts.'" Although the

-

land grant colleges were founded in response to genuine needs, they
: als.o'reﬂec.:ted a popular antipathy to higher education undergirded by

a pervasive anti-intellectualism. This was most clearly evident in

[ ] . »
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the anti-university activities of such pressure groups as the Grange.

In part such pqpular opposition to higher education was justifigd by
t.’.}.lc manifest. inadequacies of the mid-ﬁineteenth ceritury c.c;lleges..
Their resistance to change n.':ade the creation .of new institutions man-
-datory. .

As Lawrence Veysey has recently shown, the temporary
alienation of American higher e(.iucation from the public in the two
flecades following the Civil War had important consequences. ‘It led
to 1;he appearance of the public-relations;-minded university executive
who involveéi his ;ih'sti'tu.ti'on .in p'olitical manéuvering and ac.tively pur-

. sued public favor and private mnoney. At the same time it attracted to

the universities alienated intellectuals who saw the gap between the

university and the public as z‘1 positive advantage. 2 Some of the latter,

like Veblen, would i'nevitably' collide with the new breed of university
“administrators,. whom he name( captains of erudition", The essential

incompatibility of both peop.1e and ideologies witﬁin the university

};elped to gen.e rate intern.al éompetition and.conﬂict and hastenecd the

development of such pluralistic s'olutior}s as the "multi-purpose univer-

sity'’,

Until extension became a pa.:;'t of the formal structure of univer-

sities in the latter part of the nineteenth century, adult education activi-

ties on the university level had consisted in sporadic ventures by regular

2
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faculty into the outer community. Such excursions were discreti onary
with the individual professor; they were not regarded as a professorial
duty cr as a special obligation of the university. With the growth of the
servicé concept and the entry of extension into the formal orga.nizatic;n
of universities, the instruction of adults became a recognized obligation,
and a cluster of vexing problems arose: Who shall teach extension
courses? How shall they be financ ed? What should be the proper re-
lationship between extension teaching and the regular teaching of the
univer sity.? 1\.Ione of these problems 'has };et been solved.

The_.ra;nge .of p1'°ob1ems in.vol-véd .in the uni\.rersity's total res'ponse-
to the cc\;"rfi‘qmunity have been acted out on a smaller. stage in the history
of university exten.sion. Decisions made at the tirﬂe of extensions' origins
and for the most part followed through if;s history have genera;:ed a set of
persistent problems. The often uneasy relationships between extension
di.visiopé and their parent.universities is reflected in :perennial questions.
“about the quality of extension work and the .marg.inality of its organization
rooted in thesé classical decisions. One .was' the decision that extension
work .should be seif-supportix;g. The other was the organization c;f exten-~
sion with faculties separate from those of the central universities. Both
&ecisions reflect an ambiva;.l;ence about eicténsion present f:;'om the .start, o

rooted in confusions inherent in the concept of public service. In the

process of relating the university. to the community, University Extension

+




grew closer to the community than to the University itself.
I

‘ Organized university adult education sprang from a 'val.'iety of
sources. Borro.wing the na;rfz.e "University Extension! from its English
.models, it took over as \yell the con;:ept of providing education beyond
the university's walls to those who ha.d- missed opportunities for univer-
sity study but. retained an appetite for knowledge and a yearaing for
high culture. ."The great object of Extensijon," Richarc.l Stqrr has noted,
: ;'wézs the cuitural redemption of America. "

Extei}sion"grgaw rapidly in the 1890's at the same time as Ameri-
can colleges suddenly became universities, expanding their purpos.es
and proliferating their functions. Ado;'ptin_g the Eng}is}; version of the
lecture c_ou;'se as its basic format, Americ_;an u{livers’ity extension spread
_rapidly across the country, then, before its fir st decade had ended, sud-
. denly declined. When it reyived, a fe;nr years later, it was animated by
the hew and indigenous. conceptim.l, public service, aI.l(i took -on additional
: fuﬁctions not limited to the cultural enrichment of individual adults.

Planning the first 6rganized extension division in an American
university in 1891, William Rainey Harper began with the notion that ex-
tension should be a re;gul-a'r functiox}' of the new Universit} of Chicago.

The reasons for this decision are somewhat obscure. Certainly Harper

genuinely believed in the value of adult education. He had invented

3
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correspondence study while at Chatauqua and later as a university presi-
dent continued to teach Hebrew by mail. in addition he was familiar with,
ar;d respéctea, the extension work that was being done by 'Englis.h univer-
sities. As a shrewd administrator he was perhaps awafe, as well, of

the possibilities which a vast network of extension lecturers presented

for quickly establishing the name of the new univer sity. The flavor of
. Harper's ambivalence about the purposes of exteansion is captured in the
following statement, written before the new university opened:

To provide instruction for those who for social or économic
reasons cannot attend its classes is a legitimate and necessary
part of the work of every univer sity. To make no effort in this
direction is to neglect a promising cpportunity for building up
the university itself, and at the same time to fall short of per-
forming a duty which from the very necessities of the case is
incumbent upon the University. It is conceded by all that cer~
tain intellectual work among the people at large is desirable;
those who believe in the wide diffusion of knowledge regard it
as necessary; all are pleased to see that it is demanded. This
work, while it must be in a good sense popular, must also be
systematic in form and scientific in spirit; and to be such it
must be done under the direction of a university, by men who
have had scientific training, For the sake of the work it should
in every instance come directly from the university, that thus
(1) theré may be a proper guarantee of its quality; (2) charac-
ter may be given it; (3) continuity may be assured; (4) suitable
‘credit may be-accorded. The doing of the work by the univer-
sity will (1) do much to break down the prejudice which so
widely prevails against an educated aristocracy; (2) give to a
great constituency that which is their right and due; (3) estab-
lish influences from which much may be expected directly for
the university; (4) bring inspiration to both professor and * ..
pupil in college and university; (5) bring the university into
, direct contact with human life and activity.

3
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Extension was thus launched as a formal, and presumably
coordinate, division of the new University of Chicago. At the same
time..it began with a special faculty. whose duties and status remowved

it from the central faculty. ' Extension was.éstal;lished as a central

* ‘function of the university, but not as a function of its central faculty. .
s The separation of the extension faculty was geographical as i
‘_ . well as spiritual. Richard Moulton, the most popular of the special
-extension l.ecturers}had been imported by Harper from Cambridge.
3 Normally Moulton spent twelve hours a week on tl;e lecture platform
and at least twen.t)‘r-'eight l.nours' on the road, writing his lectures in
hotels, on trains, and at rural lunch counters. In 1895 he wrote

Harper: ''"The strain is becoming intolerable; and I am fit for nothing

but the routine and hardly for that....I fee'l like breaking down already

< . ....1have...been as much shut out of the social life of the University
a.s if 1 were an agent abroad.... "o
Fc;llowipg Chicago, the second major pattern for University
Kxtension wa.s established at the University of Wisconsin. - At first
- the eiforts were ad ..}_1’.9_9_, following the English pattern of the lecture
g series. In 1890, for example, Frederi~k Jackson Turner presented é’.
.series on North American Colon.izé.tion. Scon President Thomas C.

A . Chamberlin, like Harper, saw possibilities in extension as a means of

public relations and recruitr_naent.fo_r the university. In the early 1890's,

< e -
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thercfore, faculty members were encouraged to give lecture courses
in outlying areas, although they were restricted to week-end appear-

ances. The railroads cooperated by giving them special rates. In

1896, again following Harper, Wisconsin began correspondence study
on a small scale, |

As at Chicago and elsewhe_re, Wisconsin's extension lecture
courses on university subject-matter flourished briefly, then declined.
Extension was revived'in 1906 only after the "cultural." épproach was
dropi)ed. ' The new orientation }:lad Béén foreshadowed in 1901 by éhe
ix.lt.:r;)du:;:.tion of c_.ours‘es for electric.and steam pla;l managers. When
Charles Van Hise was inaungurated as president of the University of
W.is.cons.in in 1904, he declared his ge;ner.al intention of extending its

scope, and two years later announced that the revival of university ex-

tension was part of his plan, In the interim, although both .the faculty
a.nci t'-he'general public appafently lost interest i.n general education by

- means of lecture-courses, new interests had made tl'lemselves known
from the external community, principally from manufacturers; and
merchants. The revived exfension responded to these interest groups

by placing its emphasis on engineering and hiring as its first dean,
‘Louis E. Reber, former engineering dean at Pennsylvania State College.
As extension thriyéd under Van Hise and Reber, its work was carried

"on by a new faculty, separate, and lower in status than the central

" 6
faculty.

-g&




Tl'le patterns at both Chicago and Wisconsin began with certain
similatities. At both institutions extcnsion originaliy devcloped as a
means of formaliziné -and regult;trizing the Univc_rs.it):r's the ﬁnivergity's
teéching role outside the university comr.nunity, in ax# attemét to systema--
tize and expand faculty interest which had hitherto beén.largely voluntary.
The values which i;litially underlay these efforts were egalitarian and
. humanistic, although, as in othexr colonial ventures, mixed with considera-
tions of self-interest. A-s extension became regularized and institution-
alized, these functions were removed from the fac;:llty and placed :under
the.-(;oni:'rbl. of fuli-tir;e b.ure'aucrats.' At Chicago the.empha'sis on academic
subjgct-matter w;vas never givep.up and extension eventually found its way
back to the faculty. But at Wisconsin the.original concept of service which
had involved extending the university's resources for the benefit of in-
dividual adults was replaced by a notion of service whose object was groups
" in tl.le community, groups wi't_h "needs".which the university must "meet'".
.f\s_ extensiog became service-oriented in the direction of interest groups,
rather than individqals, a rr;ass l;ase wa.s created which took e;xt'ension out
of the hands of the f.aculty and pfaced it under the control of adn;inist.rators
who could identify with interest gfoups in the community and, who, in
: fufn, created special cur.ricula and a special. 'facuh':y whosé f)ri;nary alle-
giances belonged to its new clientele. University Extension in turning

away from the e.a_.rl}; model and from its English influence, in the process

.
'Y L 4 -
. .
.




TR T A SN R TR T PR AT AN T WS AL
- ~&

moved away from the central university itself. Wisconsin's pattern
became_the new model for university extension in the United States, and,
a.lth.ough a s;ignificant minority has gc;ne in other directio'x;s and adopted
other styles, it remains the:basic model into the nineteen-sixties. '
- I
University Extension today is only one segment of a large adult

education establishment in the United States. Estimates of the numbers
.of adults engaged in formal study range from 25 to 50 mill:'g;m. The
most‘recent and most comprehensive study reports that about 25 miilion
American adults were involved in some form of systematic study in the
year ending in June, 1962. This number includes about two and one-half

million full-time students.' The same study shows that over 2.6 million

adults were enrolled as part-time or extension students in universities

and colleges, nearly 3.5 million course enrollments. Twenty-one per-

. cént of aduli; education courses were offei'gd by univel_'si‘ti‘es ‘and colleges.
Enfollrnent data from the two major university extension organizations
z.'e.}>01"t over 4 million course enrollments f(.).r 1965-1966. 8

The data cle.arly show that the orientation of university extension
is stiil heavily vocational. In 1965-1966, slightly less than half of exten-

sion enrollments were in the sciences, social sciences, and the humani-

ties. The majority (52.7%) were in agriculture, business, .education,

engineering and other professional and vocational categories. An
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earlier and less comprehensive survey showed that "professional and

technical'' courses were nearly twice as numerous as’"arts and sciences"
10 ., ’ * . L )

courses. (\¥vkertom) University extension appears to be even more

vocationélly oriented than adult education in general; the Johnstone sur -

11

vey estimates that only 32% of ?.11 adult education courses are vocational,
Thus, althoug}; vestiges of the early cultural orientation remain,
the shift toward utilitarian ends which marked the revival of university
extension at .Wiscons?in has been the dominant element in the rapid growth
of univer.s'ity a.d'ult. education. In addition to its dominance of so-called
Y'genexal exténs.;ior.l,." t'hé uifilitarian empﬁasié ‘i_s at the heart of.the ggri- .
cultural extension mov'emént through most of its h'istqry and is reflected

as well in the growth of urban evening colleges which began in the nine-

© teen-thirties. For although evening colleges have traditionally offered

standard uni.versity credit courses for pa.rt:-time students, their emphasis
jhas‘ been on undergraduate 4'degree pfogra_tms, especially in the "practical”
disciplines. |

The emphasis on training adults for vocational competeﬁce has
at its basis the objective of helping to stock the manpower pool with
varieties of workers in a range of categories. The policy statement of
the ‘National Universityf Extension As4sociation puts it as foll'oxivs:. "In all
ﬁgids, the rapid accumulati;m of knowledge gives the alert professional

man or woman no alternative but to continue his ox her education.
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.Accountants,Jawyers, journalists, artists, teachers, industrial managers,
doctors, agriculturists, chemists, engincers--all professional people
" -- <-must go on for further education if they are to scrve as effective mem-

bers of their professions. 'If our economy is to maintain dynamic growth,

the findings of on-going research must be m.ade available in the form of .
post-:graduate training.- « « « As important as this proﬁ.‘:ssional retrain-

. ing bas been in the past in most extension divisions, more must be done
in. t.he future. "12 The I;Oiﬁt is stated somewhat; mor.e bluntly. by John
‘Gardner ir'1 éhe forvs{aré .to a volume, celebrating the fiftiet}.l anniver sé.ry
'of_The..Nat.ional University Extension Association. "Our aim is to educate
and re-educate for participation in the world of work. . . . Our ‘complex
s:oc'i'gty cannot survive without a high percentage of able and educated

13

p,éaople who keep their skills abreast of the times."

From this point of view it is a short step to the enlargement of

t}le serﬁce function to other kinds of programs '"in the national interest. "
Inlarge part this is a re'sp<.>rise.to new.' demands by ti;e federal gos}ezi'nment;‘
.accompanicd by the gc;vernfnent'-'s willingness to pay'for'such_service.

Title I of the. Higher Educa..tion Act of 1965 auth;u'ized $10. million for
Ycommunity service programs.. .« designed to assist in the solution of com-~
munity problems in zjural, urban; or suburbgn areas wit'h. particular em-
phasis on urbar; ar;d suburb.an problems....where course offerings are
involved, such co\i}rses must be .university

N,
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extension or continuing education courses....'’

In the turn toward comrriunity service, the vocational orientation
has not be;:n left bel;in'd.. In the.fii'.st year of Title.l érograrﬁs, 26% o.f
funds appropriated were .spent on in-serv.ice training f;)r gov;rnment
- personnel at the state and local Levels--the largest .si'n'g.le category of.
. expenditure. This involved a total of 160 projects, conducted by 95
. colleges and universities, more than a third of which were "gm.rernment
- operations'! cc;urses, such as "management te_chniques"' for supervisors,

refresher courses for government aécountanté, and budgeting for fiscal
15 |

offi.-c.ers".

Recognizing its opportunities, the National University Extension
As.so.ciation has rapidly mobilized itself t6 provide service and to solicit
new demands. Organized in 1915, the Association had as its cha..rter
members four private univer s..ities, Chicago, Columbia, Harv.ard, and
i’éﬂnsylvania, as well as ;8 ‘state universities. In 1965, with the passage
of Title I, and now grown to a member ship of over a hundred universities,
it established a sec;'etariat in Washingtc;n with a full-time executive di-
rector :;md staff which negotiates contracts on a national scale with the
Fe;deral Government and sends out a steady barra.ge of lobbying directives
- to its member deans.

In responding to these new demands, university extension may be

simply following the new mood of American hig};el: education in general,

...y.f..
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as expressed by Clark Kerr: "Today, more than ever, cducatien is
inextricably involved in the quality of a natjon. And the univer siﬁy,
in pa1'ticulef, has become Kin Ameréce, and‘in other natiees as well,
a prime instrument of netioﬁal purpose. Thie ie new. This is the

- 16
- essence of the trausformation now engulfing our universities.'.
Along with the ascendance of the service concept comes explicit
recognition of the potential of universit;r extension for responding
.quickly and efficiently to demands for service. Kerr goes en to say:
"E.xtension‘ divisions are proving to be increasingly effective admin-
istrative devices for linking ca{'npus ‘and community in the further pur-
suit of knowledge. Freer of traditions and rules than regular univer-
sity academic deRartrr.lents, exteesion units can respond quickly and
in a variety of patterns_‘to meet societyfs' needs 'f61; current information

and training, w1

) Universities have contributed to the need for extension sexrv-
ices simply by fulflllmg their primary functlons, that is, by adding to
knowledge and by educating increasing numbers of youth The‘ accel-
_erated production oi: knowledge makes cqntinuing education a necessity,
.and the rising level of education swells the grou;; who are the prime
_candidates for further eddcation, as the Johnstone study shows:, and '

- who are most likely to demand that universities meet their needs. As

such pressures increase it is unlikely that universities will be able to

’v’
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. can never become a primary function of universities. On the other hand
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ignore them, even if they want to. The probability is, therefore, that

universitics will continue to change in the direction of increasing involve-

ment in extension work. As the Johnstone report says: "The most import-

ant conclusion ic be derived from the study is that America is likely to

- experience an adult education explosion during the next few decades.

The typigal adult student is young, urban, aﬁd_fairly well-educated, and
this is -exactly the t,pe of person who will be around in greatly increased
pumbers in the very near future. nl8 |

TitI.e I. of the Higher Education Act of 1965, as well as o.ther‘
recent federal le'g'i.sla:ti‘or'l, has fapened the \;vay for some universities to
take thei.r first plunge into extension \;vork and for others to expand their

activities. Yet it is clear that extension, despite a growing sense of .

obligation, intensified community pressures, and new financial incentives,

. continued growth in the scope and importance of extension activities is

virtually certain. The problem for universities, therefore, is the di-

. rection of their response. How can they expand extension activities, at

the same time relating them more closely to the central functions of the
university and to its central faculty?

In general univer sities have-.traditiona:lly followed one or the

- other of two major directions in the organization and administration of

their extension activities. These may be characterized as, on the one

hand, a "faculty-orieqted" approéch and a "community-oriented' approach,

-U-




on the other. The first regards extension as a function of its central

faculty, .and the character and style of e:étcnsion activities are deter -

mined by the interests and commitments of that f.a.culty.‘ The e.iterna-

tive ap.p'roach takes the "nee'c.ls" of the community as primary a.nd

developes actiyities designed to meect those needs, whether or r.oif these
. e.ctivities are carrieci on by the regular faculty.

Beginning with Harper, universities have for the most part
adopted _;ile.second alternative and employed a separate faculty to carry
out ‘ex.terolsic;rf work. Data on this question are hard to come by. 6ne
recent furvey of 95 evening colleges reports that 59 evening celleges _
staffed their c‘redit .cour ses using lees than 60% regular faculi:y.
Another" surv‘e which took a sample of small universities. (less than

'4,000 students) shows that part-time teachers make up about 39% of the
total tea.chirlg staffs. 20 ‘A random glance at university e:::terrsion catalogs

‘bears out the fadt that the 1nvolvement of regula.r faculty is not great.

-

For’ example, at|the Umvermty of Cahforma (Berkeley) in Sprmg, 1967

.a.bout 10% (31) of\he 301 instructors listed are regular fa.culty members
(including lecturers) and another 10% (29) are unlverS1ty staff members
w.ithout faculty rank.

-..The creetion of a separate _fa.culty.for_ extension work guarantees
the margirxaiity of university adult education. A separate.fa.cu'lty, by -

accident or by design, is a group without power in the university. Usually

. *
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. it is a part-time faculty whose members have primafy commitments
elsewhere. Since neither extension faculty nor extension students are

full membexrs of the university community; it is certain that not too

much importance will be attaéhed to extension work. With this system

L4

a university is able to satisfy to a degree an outside constituency at
‘the same time keeping thc; whole enterprise at arm's length.
Professionals in adult education have contributed to this margin-
ality by overemphasizing the distinctness of extension from the no.rmal
teaching .and re:s_ea..rch functions of the 'univérsity.. Stressing the differ~
ences betwee;x ;:ile aaﬁlt .lea..rner and 6!‘.1'1e.1.'s, as.well as differences in
'li:fe .patterns and learning situations, they have tended to play down sim-
ilarities. In addition they have by and iarge advocatéd separate admin-
.istrative structures on the grounds of diff.erences in goals and functions.
They have bc;en more tha.n willing on the whole to allow extension activi-
;. ties to _gp'under the. na_rhe.o_f ""service", even _wher_; ﬁhejw_ez:e §.imp1y |
teaching aﬁd research, fundan_xéntally'no' different fror:n the main business
% | - of higher education. c |
For the ﬁnivé;rsity the chief advantage of a parf—-tim’e extension:
faculty is, in addition to the obviously lower cosf, the \;esting of
atifhority in i;he admin.istrati;r.;a apparatus, with the accompanying flexi-

bility, adaptability, and speed in the decision process. Of course, this

is also a central disadvantage.




’

Faculty control, on the other hand, anears to have a number of
aglvanta.ges, amonyg them the following: only faculty control can relate
extension.to the prima..ry functi;)ns of the univer sit;y, | de-telinr'xining' its
proper place in an order of 'priorities. 6thei-wise.it' becomés a compet-;
itive function and produces conflict. Faculty participat.ion can become a
voluntary activity, stemmiz{g from genuine interest rather than from
- bribery or. coercion. Control and participation by the central facuit-y
guarantees standards and sets norms for "uni‘versity*-leye}" work, elimi-
na.tin.g tr'oublesorpe debates which have histor‘icall}‘r focussed on this issue. |
Ac;'a:-der;xi.c' 'deci.sijons :Zv.i"e thus made by those best qualified to make them.
In a faculty-oriented extension arrangement, extension is a literal exten-
sion. of the central university; but this is-also true in’reverse. The input
of the outer community operates directly on the central university wit.h
© benefits for ti;e faculty as well as for the community. “The community can '
difecf:l_jr influence the wo;k_b_f‘?he faculty in terms of _researc};, experimen-

tai;ion; -and publication,. and expos;lre to matu;'e. st'uéents, f;'ee of some 6f ]
.tl.le less des:irable attrii)utges of the full-time si.:;1dent, may operate to im-

prove teaching.

In a university in which extension is a responsibility of the central

.fac'ulty and under its control some of the problems which are characteristic -

of service-oriented organizations do not arise. Perhaps chief among them

is the préblem of legitimation. Service functions akre'l'egitimized solely on

L
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t'h.c grounds that the faculty chooses t‘o perform them. Those extension
activities which the faculty chooses to perform are th?se likely to reflect
most closely their scholarly in;:ere.sts and in fact“to .rein.forjce them, that
is, those related to 'reséarc'h efforts, wl;ich coni:ribt;.te to thé: clarifica~
tion of issues and theories, or, more crassly, those wﬁich might culmi- -
nate in scholarly publication.

: F.‘aculty‘-oriented extension in a university is"lik‘el‘y to ‘entail the

following structural consequences: 1) Some formalized means of direct

faculty control over extension functions is provided. 2) Public s"ervice.

functions tend tc.). be decentralized. 'No single extension unit is permitted

to consolidate all service functions and become a powerful force in pos-

sible opposition to the faculty. 3) As a consequence whatever central

‘extension unit may exist tends to be weak and to have sharply limited

powers. 4) Public service activities tend to be somewhat ad hoc, Large
scale and long term commifments to specific programs are avoided. This
limitation on the scope and continuity of public service commitments may

also constitite a serious disadvantage inherent in faculty-oriented organi-

.zation. To the degree that programs depend on the interests and inclina-

PO

_ tions of individual facult}.r members at specific times essentially of their

* own choosing, ‘the difficulties of offering a stable range of activities are.

increased and may even become unmanageable. However, an extension

organization can overcome these difficulties if its power is based in the
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faculfy and if it shares f.aculty values.
v

it- is a commonplace that téchnological advances have produced
both the conditions; which ma;ke continued education neces szfry and the
‘leisure ‘which makes it possible. At the same.time accelerated tech-
nological and social char;ge ila.ve eniarged the univergity's role as a
center of influence, more available, for better or fpr worse, té take
on action rc_>1es and problem-~solving functions. The American univer-

-

sity appeais to be in the midst o-f another period of rapid ﬂevelopment
pa'ra.lleling'the. pe.r.io'd of -fe;rmez;t in the late 19th cc;ntury whic‘h trans-
. formed the college into the modern university. Part of the new trans-
formation involves the expansion of the; univer:sity's public service
function, whether carried on by formal e;:ténsioil divisions or xlot.
Aiong with the university a; a w}iolie, the emphasis of e;:tens.ion as an
or.gani_.zeél movément has become ever mofe_conc;ex_{ne_d with pregrams
:"in the national i.nte;est". Although earlier goals, f.:ultural enrichment
and vocation’al.“comp.etence, have never been abandoned, the cuz.'rent
thrust of university .extension is toward its functioning a.s a useful
corrective for economic and social djsfur_xciions;

If the dangers of this development are to be avoided and its pos-
sibili?ies.'realized, it rr;ujst be integrated into the central coie of. the

universities and must be con'tr’ollegl by the members of the academic

"24". Dot
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community itself. Although academics are no more competent than any-
one.elsfq.to determine the public interest or to establish national goals,
they must be fre;: to ldecide the degree and the mz;nner in which univer-
sities -siuall fespond to né.tior'xal needs, whatever'.they may be. .They do

" 50 by deciding, as in.dividuals’, the chara.ctetr and direction of_ their own
responses.

In doing so they must face not only the administrative problems
described, .and .per_sonal problems of their own commitment, but a very
real intellectual ;md moral dilemma. Reference has alreac?y bee;l made
to the Unive'r‘s.ity z;s a é_olc;nizer in the mass ls.ociety Surroundi;lg it, By
the same token the a;:ademic community finds itself in a situation simi-
lar to that of the members of a minority culture in'.the process of
';in;:Orporation" by the majority culture. .As the marks of difference
distinguisl;ing the university from the community at large are diminished
and as allegiances with the national com_n;unity are simultaneously rein~
forced, the values supporting the unive.rs;ty's existence as a;. discrete
sub-culture are tﬁreatened. The obvious danéer' is fha.t the dis;‘.inctive
values which the a;ademic community finds necessary to fulfill its. goals
will be impossible to maintain. |

One method the univer sity has available -to it as a counter.-measﬁre

is the diffusion of its own values in the outer community, broadening itz .

~ base and, in effect, subverting those more generally shared values of the

g/lo




majority culture which constitute a threat. To the degree that univér-
sity education is made increasingly available to. adults, as well as to.
youth, these op;.mrtunities are maximized. In fact, this islwha'.t is
taking. i)la.ce today. But as the university extencis its influence thérgi"
is some question as-to whether it is "undermin.ing" cqmmunity values,
or whether the reverse is 1.:he case.

-Any such struggle implies the issue c;f whether an inteliectual
elite can justify forcing its values on-a p.erhaps unwilling societyf even
if it cou'ld.. In.deéd, to the degree that a faculty resists providing s;pecific
services ox;.démafxd, and .is reduced ~- or elevated -~ to providing "edu-
ca.tion" to adults (as distinguished from younger éapdidates for degree's)

it faces what may become its most difficult dilemma.

- Anthropologists agree that education of the young is socialization, -

-

a process in which tradition a.;xd the general cultural heritage are trans-
n;iitted.in linear fésh@on from each ger.ler.at.ipn to the _sgcceedipg one,
ﬁigher educai:iqn is, in a sense, cross-cultural, As: we shift from pri-
marvyh'an‘d secondary .to higher -education social;iza.tion begix;s té ta'.lf&e‘ a
peéuliar turn. The: tradition passed along is in many 1.~espects no longer

the general tradition, but is rather the "tribal wisdom" of the academic,

which members of that sub-culture are attempting to sustain and- diffuse

to the majority culture. For thée most part the national state is willing to -

overlook such subversion as long as it is out.weighe'd by more functional

..7/5..-(
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contributions, as in the training for vocations and professions. When
- the umversﬂ;y turns to adult or "contlm.mg" genecral educatlon, however,

3 L the problem of whose culture shall be transmltted becomes acute. In

the new multi-tribal nations'(as in the older colonial situations) the

. problem is critical. In the United States i: may become more vital as

such education becomes less sporadic and voluntary and more central-

ized and necessary.
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. - _ THE INTERPLAY OF FORCES IN THE DEVELOPMENT
: OF A SMALL SCHOOL SYSTEML

Ponald Horton

- . Bank Street College of.Education

4

Members of the mental health professions and social scientists concerned

, with the role of the schcol in social welfare would probably agree that there

".'35.19 a scarcity of regearch designed to orient us to the structure and Operations f:: _

"= of -the- pablic schools, Most of us have some acquaintance with the schools

“F*f'fronxhaving been .through them.ourselves or perhaps from helping to steexr our

s . ',1‘:. .

“'Tflﬁ_children through them, and this may be useful to us on occas1on' but our

. "fjlrecollections concern 1nd1vidua1 schools; not school systems, and it is the .

':'x:; system that we usualiy have to deal with when we are proposing new educational

7 or mental health programs or undertaking extensive research in the educational

;{zﬁfi:.field.' Then we not only need to know something about the structure of the

.:.:Jri{system,'which is of course nuch more complicated than that of a single school,. :‘f:.

'5.;:E§:but also to arrive quickly at some understanding of the dynamics of the system, _i"

;F:T?kffrof the changes that are going on and the direction in which- the system is nov= -

l?ﬁzing. "For this we need the aid of a conceptual.model or, more 11ke1y, a numberlz;.."

-ij" of models for different kinds of systems. The present paper represents the '

‘:first stage of an attempt to develop such a model on the basis of a study of

o a'suburban school system. The field-work was carried on during the years 1961 S

"'.and 1962, and was supplemented by some research on the previous history pf the ;' '

?system and occasional contacts since that time.2

-1, Paper prepared for presentation at the annual meeting of the American
Orthopsychxatric Assoclation, Washingtoen, D.C., March 1967. -

2, The study was conducted mainly through participant observation and 1nter-
. view, It was part of the Schools and Mental Health Program of Bank Street
. College of Education supported by grant 34-9135 from the National Institute
-...vf Mental Realth U S. Public Health Service. . : o
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Within the limits of a short paper I can introduce the subject only in

outline, an out:er frame of reference to be filled in in later publications.

" The course of the system will here be described in gross terms as a product

~ of transactions among and within four powers: the school system itself , the
'loeal community, government, and the educational world, Since the base is a

single case~study, my presentation will consist partly of an abbreviated

e ‘,”’.; .. account of actual events, arranged to suggest general processes, and partly

of generalizations from these data where I feel that established theory or

| common knowledge would justi‘:‘:‘y it.

. - f, - The Community and School System of Brookview '

The publ.ic school system referred to serves a suourban, resi;lential

community of more than 30,000 and less than 50,000 population in the New York

area, It will be called Brookv:.ew in this discussion. The system was chosen -

: - for our research not because it was considered to be representative of all

‘i"'f-: : .:' systems of this size, but because it was reputed to be a "good" gystem, well-

3‘.3’;" supported by a conmmnity of mo&erate means, and wag therefore judged to be a .

i 7 favorable location for .certain educational innovations to be introduced in .

; cne of its schools by other members of the Bank Street College etaff.3 _

For present purposes, the most significant demographic facts. about: the
- community are that its population is rather evenly divided between blue-collar
~. and white~collar families; the class spread is narrow -~ there are few very

. tich or very poor families and the average income is close to the county. median.’-;

. _'-' Catholics, Jews and Protcstants each constituted about a third of the popula-

R tion in 19607-61. A majority of the Catholic children‘ attended parochial

'3, The sociological study on which the present papex is based was intended to

~ provide. a perspective on the structure and dynamics of the system for the
participants in the educational project., Invaluable agsistance in the field
- gtudy was given by Mr. Haxrry Gracey and Miss June Greenlief and, in the analy-
' sls of data, by Miss \.arla Drije, .y




~ - school system, but the problem of racial 1ntegration had not begun to arise.

°"}'? H'thé prevailing custom of building single family.houseé on individual plots.,

i7" In the decade from 1950 to 1960, as the population increased, there were upward

..f““-:_ class, more prosperous, older and more Jewish,  These and related changes
}fﬂfﬁjizjayateh;by community groups.

f i'{itwo'junior high schools, a comprehensive high schopi, 4 qentr31 adminis;rative

- ?’;f% office and a nine-member board of education, Three board menbers are elected

.i"gi,b. Comparison of the census figures for 1950 and 1960 shows.a higher propore
P @.f, education (down 25 per cent), a 29 per cent increase in the number of persons
: “oi it 65 ox over, and an increase in families with incomes of $10, 000 from less than
e”Eiﬁfyj 10 per cent to nearly 35 per cent of all families. -
*f'?'}-'s. It should be said that this degree of citizen participation in school

- :;."‘Amembers is commoi, occurring in 87 per ceut of all systems, according to the

7
clementary achools, but went on to the public high school, The number of

Negtocs in the community was .nsignificant. Tensions associated with class,

- religious and ethnic differences operated within the Brookview community and
-The population of Brookview had been expanding rapidly since the middle

'fortiesg by 1961 it had nearly reached the 1limit set by availab}e land, given '

. shifts in the medians of age, eduéation'and income.é' There is some evidence

" that. the Jeuish -population. increased more than the Catholic and Protestant -
poﬁulations during the decade, The town was becoming larger, more middle

" contributed to the kinds aﬂd energies of the demands made upon the educational .
_ The Brookview public school system consists of sevetél elementary schools,

“each year for a three-year term. School b@dgets and bond issues are submitted .

" :to the electorate fér‘approva1.5

tion of college graduates (up 18 per cent) and fewer with eighth grade or less

affairs is not typical for the country ds a whole, Although election.of board

N.E.A. (National Education Association, Research Bulletin, Vol, XXVIII, No. 2,
April, 1950, p. 58; and see also NEA Rescarch Memo, 1966-~19, August, 1966),
only 28 per cent submit the budget to the electorate (13 per cent in a town’
meeting, and 15 per cent by ballot), "It may be presumed that in other kinds
of systems the forces we are concerned with opetate in other and less publie
ways, ; -
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R Ihe Dynamics of the School System; Transaction and Coqpromiae

I have suggested that the developmeént of a school system (that is, an

American public school system in the 1960’9) can be understood as a product of

its transactions with the local conmunity, the educationai world, and gobetﬁ-

ment agencies, In a transactional modg{, of course, each of the tributary ; ;
B systemé is adbject to a similar analysis-and it is only by arbitr?ry choice

:tf;{:?ang giﬁplificggion tha; we describe the internal structure and dynamics of

'.:':f'?? one as an integral system, while treating the others only 1n their partial

: 3-1connections with it. 1In this perspective, the objec; system is secn as a
"..:§{3 self-ditected and qg}f-gqt@vaqed 9rganizagion ghose course of development is

;?3€§%f:.inf1uencéd in various ﬁays through its fnterdependence with the external

' ':;fi'world. o o

It is a femjiliar observation tlat organizationai pefsonnel tend to de-

?;"”Jfﬂ: < fend their organization against demands for change made by Youtsiders." They j

2'; - develop an internal program and mechanism of regulated change which i{s to some o

f.‘:f; degree autonomous. They try eSpecially to initiate and regulate 1n their own
f‘ffff;t.interest changes in such definitions of the aims and functions of the organi~.
o ?iﬁéljzatzon as may be required by changes in environing systems and to devise ‘and
;:ff%ié,: control the structural innovations that may be called for by cbanged functions.
:;.fMﬂz;i In school systems the critical processes of developmental control include the
N Tftff reformulation of educational goals, planning for curriculum innovation, hataff

4"5;(”development," etc,, and hese self-ste;ring processes are protected by claims
*é:ﬁ;fﬁfd of professional authority, colleague solidarity, rejection of lay "1ntetfer-:‘.'
iislf?if ence" and other defensive mechanisms, |
( On the other hand, the school syétém, like other prgaﬁiéétiéns, hay,be -

| subject to coercion by external agencies such as the legislatuze and the

.'. . ' . . K ]
¢ i courts which may impose unwanted regulations and obligations, against which
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the defense mechanisms are ineffective, eapecially since tke school system {8 a

:'?j itself, legally, an instrument of the state government.

| Between the poles of completely sutonomous and coerced change (both. of-

' } %: which may be more theoretical than actual) lies a-wide zone in which proposed '

'i changes are negotiated between the personnel of the system and the spokesmen

'npl of external groups, particularlp those of the local community, whose financialpiipzuf

;.:technical and political cooperation-is needed to keep the speteuzin action, o

?:if;ﬁf'.1h9 structural ehangee.that are agreed £0 represent comprondees between the |

.:;.;f??'denmnds of the staff, following the logle of their own system, and the demands R

:P“.i::: of the outside agents. No doubt there is great variation io the extenp to

';' "which compronises involped in organizational chaoge involve conflict and the

272 veconeiliation of contrary interests, but conflict is so peevasive that it |

:' 3 Ei.aeeme Justifisble to assert that organizational change typicslly includes a :;?ik"i

4 i?epolitical element, Political processes are as characteriseic of the 1nterna1 _ﬁuﬁ:

; :;:_ dynamics of the'od:ganization as of it 8. interchanges with the milieu, what we
;Eﬁﬁiﬁfhave called autonomous change may involve an intra~organizational form of

'”};?Eail"change politics.". In & more developed model, the relations between the in~‘

;2L ternal and external politics of organizational change vould be considered; Qﬁa’jf‘

%{lggifiyhowever,_in this papeg.l wish to view the development of the Brookview eysteq "7?;’*’
: f:t}ffjin:the large, as a product of the tzeosactiOne in which its own.progran\of
.,:" development is modified in responge to the demands of conmunity groups, govern-.
S E.jmental agencies and educational organizations. T shall have to disregard the ;d...
'“a:.internal processes through which the policies and strategles of the school

system itself were arrived at,

P Tendeneies in_the Development of the Brookview School System e

As one looks at the development of the Brookview system, ic 18 apparent
,that £our basic trends can be dlffereutiated- (1) an enlergement in slze, -
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(2) an elaboration of structure and.functions; (3) an intensification of the |
. baeie educational work, and (4) an upgrading of positions, By enlargement 1
:;;; mean an increase in the numbers oi schopls and other facilitles and in numbet
°.;:{ of eﬁwloyeesg by elaboretion an 1ncrease in the variety of positiona and units
'-:f:f'within the organization, accompanying further differentiations of teske and
"it:'functions' by intensification 1 .nanges in task performance that are regarded by
;f?the personnei themselves as "improvements" or Yenrichments! of perfonmance, tut
;%gﬂh;ﬁz?ﬁhicﬁ.mightzbe defined neutrally as tepresenting an increase in the demands
i:f;f?;{made upon pupils and teachers «- demanes for more work, at more sophisticated
L :.levele, at earlier ages, for examp1e° and by upgrading of positions is meant
':j'l:attributing professional statue to them, 1ncreasing the degree of autonomy in
- :fJ":work allowed them, increasing remumeration, ete, All four tendencies as des-
: z-fg;itctibed here involve ekpansion in some serse,

' . These exepnsionist forms of developnmnt.foliow consistently from the logic'?;;f
: tjﬁ'f?i;:of the system itself: ) 3
- A Enlargement 13 @ necessary response of the organization'to increasing
.-.‘;:é%lpupil pOpuletion. During the period from the mie-forties to 1960, for example, :;:g,
:Tthe people of Brookview invested approximately nine million dollars in new .
:j{;*i”school buildings and equipment. A concomitant increase in staff and materials
..“;}fwas reflected (along with the effects of inflation,during those years) in an ._:;??;
: ?ii.tncrease in the annual school budzet £rom half a million dollars to four :

':ﬁ: millions, Elaboration of structure and intensification of activities both

ORI |
i o - -
o

‘i fifi:igeaopear.to follow from two principles, one ideoloéical and the other organiza-
- f;{?tionali Ydeologically, the Brookview system {s comnitted to a highly 1“d1V1d"

t:ﬁ.ualistic.form.of education, in whieh a unique pattern of "developmental needs"
is postulated for each child and it is believed that the educational process .l'f

should be adjuated to this pattern in such a way as to Mnaximize" each child's
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"learning potential" and "creativity.". This aim is far from being achieved,

but rhe educators press towards its accomp]ishment. The ideolooy of extreme - B
individualism implies an ever-decreasinn class~size and increased provieiov |
" for eutorial relations and practices,.with an accompanying increase in the
" xatio of teachers to pupils (although the optimum conditroﬁs are not known).6
ihere is also implied a correlative increase in irdiridual psycﬁologicalttest~
.1nv and in counselling or therapy, a higher minimum. level of educational train-
.ﬁﬁ_ . ing and psychological 80pdi8tlcation of teachers; a premium upon graduate |
\%‘“::u | traxning and continued in-servxce train:“g, and a demarid for experimentatlon '
;%_f;j-f with new contents and nev forms of the educctional enterprise.
| The organizatiqnal principle to wh}ch the system ‘regponds is that of

fi;fj_¢ ‘occupational specialization. When specialists are introduced into a system

;.they‘reﬁd to push for the eddition of others like themselves, or complementary
@ff;j;gi to themselves in function, partly.in order to achieve the aims of the specialty ;
::'.}more fully, and partly to strengthen the position of the specialty within the
:‘,;?gziésystem. In Brookview, for exanple, during the past decade school psychologists,'
i%@};ﬁzigilxbrarlans and counsellors had been introduced.and there vere recurrent demands K
;i?%;for an increase in their numbers on the grounds that more were needed to do an

.-éf-g;adequate job according to the standards prevailing in the educational field

What we have called "upgradino" is inh large part a result of a drive for
- professional status on the part of lower-ranking occupations, and for increased ::;5

"professional privileges and rewards on the part of the already recognized

6. These tendencies appear to be approaching their logical limit in the new:
programs for the education of culturally deprived childreu. According to an
© 5. NEA enalysis ('Class Size in Elementary Schcol," NEA Research Bulletin, Vol, 43,
|+ No, &4, Dec,, 1965, p. 106)¢ “The focal point in this new educational movement
2L " {g the individual child,...In some extreme cases a single pupil may constitute
" the full load of a specially trained teacher and in many other 1ustances the
C service of a teacher will be limited to a small group."
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professions, The drive for professional status goes hand in hand with special~

. - 1zation and aims at raising the level of prestige and salary of each specialty,

in competition with others, and 1n 1ncreasing occupational autonomy, 2specially

L -_as against control exexcised by laymen either in the organization or in the

community,.. For example, the school nurses in Brookview were demanding to be

" put on the same professional salary schedule as the teaching staff. There were
f'-?recurrent requests for additions to the staff and facilities of the audio-

.:?3:fvisual center, The Teachers' Association was becoming increasingly aggressive

.in demanding a greater share in the decisions of the board of education, pro=

?u;jz? fessional autonomy in such mattexrs as development end enforcement of a profea=~

Ag‘féf{ sional code of ethics, and an ever-rising professional salary schedule,

.. The Educational World

....

Althcugh the specific.demands for expansicn arise within the system.itself;
| .;they are encouraged and given form by influences from the educational world, a
- . complex of educational associations, teacher training.and research institutions,
;GSQ;'publishing enterprises, accrediting and regulatory egencies, and governmental
}iiiadvxsory bodies and conmissions, a11 of which are in turn linked with the
jfgguniversities and other institutlons of the intellectual establishment. The g
.é? . local school system has many connections with this world the most 1mportant
. of which is the participation of its profesaional personnel,in theit reapective f‘:°
"f“ state and national associations, The associations and the training 1natitut;ons:.;
”m:v(eupélemented by the publishing industry) provide the main chaﬁnelsltﬁrough

which modifications of educational standards and practice.are made known and

advocated, in this way influencing local sysceﬁs to'lhéensify thelr educational

- programs. Tﬁe associations also have a unique role in advocating and supporting

the demands for occupational advancement of their members, providing forrulae

tions of aims and suggestions of strategy to be used in drives for occupational

.. .
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benefits apd enhancement of status. They eupply the statistics which enable E
the members of any local system to compare their occupational benefits with |
those of othexr school systems, end to play the_competitiye gane in which a '
‘;;iséff_boost in salaries or benefits in one system is used to press the ooards in
..f-.otﬁer°systems to meet or surpass it. There is a continuous stimulation and
S t steering of educational innovation, of the occupational differentiation that
' "::' eccompanies innovation, and of the professional elaims that grow with'both 7
| }..Although these claims may be partly reduced and modified by the adminiatratcrs
; o within the system, they are eventually passed on and become an elenent in the ) i
. §:f7 pressure of the expandipg,system against the loczl community,.

:" " Yhe Local Community

Innovations in the system bear differentially upon a,cohmunity consisting
1}5;: of numerous categories and groups of people who stend in different rolenrelationé;“
;€}? ships with the educational system.~- as citizens, voters, taxpayers, businesg=
;.fﬁzmen, politicel leaders, end as parents (to name the most important), These |

- roles may be separated or may overlap in various combinations. For present

?i:i;' purposes we might make a crude distinction ‘between personal and impersonal

relations with ‘the schools, - The most significant personal relationship, that j'f;'

between school and parents, also creetea a direct link between the achool and |
-fthese parents in their other roles as; say,’ taxpayers and voters in school-
_tlboatd elections. Taxpayers and voters without children, or whosge children i‘ ;. i

" attend hon-public schools, perform important functions in the cycle of schools '§;~

”f_community interchanges,.yet lack the personal contact end fnvolvement of the

. others, _ ) : ) SRS

Innovations in the system have different meanings.and ehtoil'different

7. The educational world, of course, interprets and transmits large-scals
societal demands, At the time of our field-work, the post=-Sputnik demand for y
the intensification of sclence and mathematics training was still strong. |

[ 3 *
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obligations for these two categories; for those with no children injthe schools,

- innovation means an increase in annual taxes in return for 1ntangi61e future
Senefits-to the welfare of the community as a whole; for those with children

* in the schools there may pe immediate benefits in addition. In some cases &

":: special group of parents will benefit, for example, the parents of brain-

| damaged children when special c;asses are instituted for these; or the parenrs

E of "bright! children who are afforded accelerated programez in other instances,_":’

for example, an eXpadsion of library resouxces, all parents wili, in theory at -

leaet,'receive.e benefit, But the changes are not necessarily seen as unalloyed. :;_:

+ benefits, even by parents, since gome innovations may involve new and unwelcome

e

?g'~;. obligations. The introduction of new programs oriented tewards‘college entranee‘.ti
may encourage an interest in college educarion on the part of students whose

parents do not welcome this irterest. Tﬂe introduetion of psycholcgical ser-

;g:f:‘ 'vices'may mean that parents ere pressed'to learn a new wa& of loqkirg at

;E..i' children's conduct; they may also be asked to re-examine their o conduct and

' '.to redefine their parental responsibilitie8° and some may find ﬁheir trad*tional ’

- patterns of family life under attack, Or, if the parents do not feel that the . -
._”..7.;pattern of their relations with the schcol has been affected directly, they may

. “resent the special attentions and services being given to others. in any case,

' . they may weigh any given innovation unfavorably against its money cost. ' "?:,_ 1}

;QY;&FS Social Class Influences
Such calculations of immediate end'future personel'benefite and costs are:"”

f“;fii also affected by soclal ¢lass perspectives in which the nature and desired ends

fi??:;:of educatdon are def{hed differently, Nearly everyone in Brookview would agree
hgiﬁéi%‘that every child should Yachieve his maximum potential R but the full implica- .~_
i (tf; tions of thies slogan appear to be especially congenial to the outlook qf the
';fivff most ﬂighly educated; the upper-middle-class prefessibnala and 1ntelieerualg,‘:

"
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Exi__me1ts for success at higher occupational levels is likely to be unconvinced of

" . school people to professional status and salary levels, regarding school teach-~

"':tto be part-time work than men who are.family heads’earn for a full-time day in :

- the factory. It is not uncommon to find among them people.who view all organ-

i,:' administrators are lining their pockets in some‘way with taxpayers' nwney.
'_.i .Among the storekeepers who regard themselives as representatives of the business
;i;;-world, it is often assumed that the schools are managed inefficiently by men -

-{;1“ who have no "business sense;" _Among the elderly, there is a tendency to be-

» I, unnecessary.-

. Religious Influences

§25

.Hﬂ

vhose own success is seen by them as denending upon intellectual competitive-'
ness. and self-discipline, inventiveness, and personal style; the petit-bnsinese~

. : : -
men, whose "service club” speeches extoll competition, seem to be more concerned _
.1 in practice that their children learn the values of teamwork and conformity ﬂ

appropriate to the corporation office; the blue-collar class, on the other

hand, with its limited perspectives on'the personality and educationnl require:wi;

- the need for more intensified or extended education, end inclined to resent

L]

i.having its tnx money spent for the college preparation of other people's
- children.

The blue-coller workers aiso seem most likely to resist tne claims of the"‘_".;

"Q_:ing as a soft job which.ought not to pay unmarried women more for what appears

izations as inherently corrupt and self-serving and who assume that the school

]

lieve that "an education" more elaborate than they received fifty years ago is

Cutting across and modifying or intensifying these general class perspec-
"% tives run the influences of religious ideologr In particular, the orthodoxies
' of fundamentalist religiona and their assoclated nationalistic pieties,

especially strong in the blue~collar and lower~white-collar classes, make

-
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these groups receptive to charges that the psychological services of the schoole
are 'medd'ling with parental authority, and tndeed with the foundations of .belief '
and they are alienated by the unorthodox ideas and unconventional behavior that |
. seem to result from "mcdern" education,
o The extent to which organized religieus groups influenced educational
-affairs could not be established without an intensive community study, Church
a ".in-terv'ention 1s generally regarded as highly improper, and. although there was
" much private gossip on the subject, public reference to it seemed to be subject
s to an.absolute. taboo, even in the heat of election controversy, as if merely to
":'::. - 'meneipn_religion would be regarded’as evidence of prejudice. Such interventi.onl_
i as came to our notice was chiefly a matter of cﬁgrch leaders acivising their
% ‘followers with respect to their vote on the budgeg: and reeonhending preferred
board candidates. Private adv.ice of this kind was reported from most denomine-.""
tiorls. Jewish congregational leaders were generalli' reported as fevoring the
" expansionist trends of the school system while the Catholic leaders were said
' to op'pose them, and the Protestant churches were di\fided. How much influence
these leaders had we could not determine. V!otieg pattex.'es. showed that‘ t.he
- buelgets tended to be s{xpperted mest strongly in areas where'Jewish regidents
predominated, and defeated in Catholic areas ’ but it was impossible, in this
.' type of analysis, to separate religious affiliationa from t:he class and 1ncome

factors with which they were associated,

The Educatioﬁal-;rolitical System

n The state law govei‘ning the educational system of Brookview ptovides.'three
meang by which the conmunity may act to control the develoPment of the system:

Sa : the el.ection of board members; a referendum on the annual budget; and referenda

on bond 1ssues for acquisition of property and expansion of physical plant,

In these electiono the commnity passes judgment on the adequacy with which
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‘i 0 munity, The organizing of this decision ‘has become, in Brookview, the work of

an informal educational politicsl system vhich stands outside of, and is only

-

_ the systcm has performed its functions, and makes decisions on the proposals of
the administretors for ..chenges and innovations in its.st.mcture.and performance,
~ Into the annual debate are fed the argﬁments foc and against the current state

‘ " and direction of the system that arise at the various crucisl points wbere the

. educational process affects the interests and values of sub-groups of the.com-

= N remotely connected with the ofhcml politics of municipal and gtate government.

- .. The law provides merely that properly qualified citizens may register . and run as

candidates for the school board, and during the nineteen forties candidates

:.ff";}f;.'.f-'.‘presented themselves in this "independent" way. In the fifties a political

: : ’ association was oxrganized to support the physical expansion program of the

B school system by mobilizing a favorable vote on bond iseues and budgets and

electing candidates who favored the expansion plans. Opposing _candidates still

" van as independents, In the sixties, as the opposition to continued development

of the system increased and hardened, an Opposition group vas orcanized and a

- typical bipartisan system emerged. As might be expected this political dichot-

omy. tended to polarize the educational issues -- a liberal party tending to

synthesize the various demands from the cormmnity and from wi"hin the system

. itself for elaboration and refinement of the system and a conservative party

_'.tesisting this trend on the basis of an amalgam of the ‘currents of criticiem

: - and discontent,

In general, the conservative party appeared to receive its basic support °

. £rom the low-income people, predominantly t;lue-coll'af workers or elderly pen-

: eioners, and in religion either Roman Catholic or Protestant fnndamentalists;

. The large Italian group played & prominent role in this party, The liberal party

¢ typleally received its support from middle~ end uppes-middle-class Protestants
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and Jews of higher income and education. The political associations received
~ informal support from many of the local organizations -~ churches, service clubs,
patriotic and'cultural gocieties, etc, == but theae generally opqrated in the
B .background_ because it was considered som.ewhat illegitimate for them to partici-
paté in "partisan" politics of any kind, 1In particular, the churches are under h
the official taboo of separation of church and state. Ir this more-or-less
| behind the scenes mobilization of political forces, the school people have tixe
B advantage of their connections with the PTA organizations which, in Brookview at
N least (apparently not so in‘l{anem) , are identified with the profeseior;al stafi
of the schools and are led by people imbued with the educational culture who |
have become, as it were, quasi-official participants in the aystem.

]

P 'Ccmtrol of the System N _

. Tl}e vote on the gchool budget is the clirr;ax of an annual cycle of develop~ )
- .ment of educational plans in which the school adxhiniétration, led by the Super-
: intendent, works out its compromises with the various factions of the board of
education. COntrol of the board through a majority of members is an sven more
substantial basis for power over the system 8 course than is a party's  success

; ; in the budget referendum; and a sympathetic adminzstration is still more relisblg,
'lé::...because more permanent, than control over the board, The political struggle - |
thexrefore inevitably inv.olves control over the &p'pointmetit and tenure in pffige

: of the Superintendent., It also follows thet the farthet down into the system

o the. control of the dominant party extends, the more it can &ifect the -proposals

of the staff with respect to organization &nd program. If the superintendent s -
like-minded, the control ie exerted th*ough him and fcl:.ows the mnctitnted lives
?:';;._:jof. authority; but if he is antagonistic, the domiaant pazty may try to dislodge
j.-'l'him, or to get at his staff directly, or both, But it cannot get at thc staff .

" and exercise control of the internal phages of program development without )




v great'_deai._ This movem:nt came into heed-oz{ conflict with the drive by the ~ .
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violating the line of privilege which separates the 'admi_nistrative sphere from
the poiicj?:x;mlcing sphere, and without affronting the organizeci pr;feasional staff,
Under the most favorable co’ndiéions, the relations between board, superin~-
tendent, and staff must be equivocal since they depend upon an understanding of |
" thelr 'reepective functiens wﬁich .appears. to be a product more of custom and the-
intra-ingtitutionsl power struggle than of legal authority., The notion that the'
- proper role of the board is to determine pol:lcy, of the superintendent to recom-
-mend and administer it, and of the technical staff to execute was thoufrht: of b,'

" many people’ in Brookview as an assignment of responsibiiities having the force

. of ar elementary constitutional separation of porwers' but in fact the state
PR " stat utea begtow vnon the board almost. unlim,.ted power and responsibility over

every detall of the educational process. What authority the board delegates to

t:he auperinten&ent appeaxs to be less a matter of 1ega1 requirement than a matter
of mmtusl agreemen t, supported by customary expectations » and by the limits of

what the administrative and technical staff end their supporters would put up

i.iif_":._'-_ with. Consequently, the_distribution of functions depends to & considerable

" degree upon a largely tacit bargain with the board which may be relatively

B stable in sone circumstances, byt quite unstable in others. It appeared to us

that the teaching staff in Brookview, in it drive for increasing professional

. _autonomy, was attempting to change the terms of the bargain in fts favor by re-

ducing the powers of the superintendent a little, and the powexs of the board a =

h .consexrvative board members to reassert lay authority over the system and to

resist the expansion of program and costs. ~Both forms of nggrandizement of

power operated to diminish the pover of  the superintendent who stood betwsen

the two parties, ST IR A L
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Intervention by Professional Asgociations

During our two-year period of observation, the conservatives succeeded in
defeating a budget and electing additional conuervative members to the board:

the boaxd was then balanced', four to four, between conservatives and liberals,

| ) with a ninth member holding the balance of pover and shifting from side to side, :

The consexvatives obtained majorities for several actions on courses of study
and staff appointments which were interpreted as invasions of the prerogatives
\" of the.pro.feesional staff, and whicn served to increase the militancy of the

it professionels °and of their leaders in the teachers' association: moreover, after

1 brought these leaders into ditect confrontationa with the board.

During this ominous period, the backing of the local school people by their ]

" board to introduce changes in the high school’ curriculum without -the approval

._of its principal, the board was forced to back down by a threat of loss of

-';1 s accreditation by the regional accrediting agency. Thus, in the critical

‘sional staff and reducing its autonomy, the educational world with which it is :

s allisd, and from which it receives its ideological direction and moral 8@!’“?: _.

Gove*nment s the fourth major participant in the Brookview educational
field, was relatively unobtrusive during our field work and we have not

attempted to etudy its role in detail. "“1e atate government: ectablished the

: .the first superintendent'e resignation, the temporary gbsence of a superintendent'

outside educational organizations played a significant and, on occasion, decisive .
. role. For example, a representative of the state teachers' organization partici- .
A .-“_,: pated in the strategy meetings ‘of the executive committee of the teacbers' aeooc~ _. |

i .":':3 fation in its conflict with the board; and at the climax of an attempt by the v A

A :.._'_-;_ moments, when it appeared that community interests were overriding the pro fege

’ ""'.:'-:j.-'i_fg-;."}_f became an active agent in resisting local power, : - . ‘
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" ground-xules of the local organization and its procedures =- especially economic

and p’olitiéal. It prescribed and supervised a complex accounting procedure to

o guarantee the safe custody of the taxpayer's money, end an equally complex pro-

i1 7i cedure to guarantee honest elections} it provided for the licensing of school

" 1%." " personnel and assured them various safeguards and benefits; but it had relative~

1y little to say about the standards of education or the internal operations of

L ‘ac_hooll systems except to promulgate minimum curriculum requiremente emphasizing

: “,. 3 .- essentially local and competitive enterprise.

become significantthere, o

‘."'._p_at‘riotism and good citizenship, In short, the state's role appeared to be the
o - traditional role of government in the market place under a laissez-faire economy: ‘.

. to guarantee minimum standards, oxder and fair play in what it assumed to be an

8

Perhaps the most important thing to be said about this fourth factor in the

,‘if‘,' Ay .. educational scheme of things is that the government's role is one of the usually
- .unseen and taken-for-gz;anted-consttaints which prevent the gducational-politicall -
conflicts from getting out of hand and destroying the functional coherence of R
... . gchool 'system_ and com.munity. It embodies, in a way, the taken-for-gr.anted' |
e agreemen.ts and expect;ations to wﬁich all mc;.m.bers of. the .community‘ assent -- the
agreement that pubiic educ.ation“:lg a necessery function of the community, and
FREES ':t:hat: it has to be effected at something approximating the stanélards sét in

i ';.-.:‘;Ameri‘ucan society generally. The parties are able to quarrel éafeiy only because"_:

tfhey are already united on these premises.

" Yet the state government, too, exerts a long range {nflationary pressure "

". on the local system as it gradually falls in line with the movements of the )

educational world -~ periodically raising .mandatory.s‘élary minima for teachers,

"8, The role of the national government had begun to‘_be foreshadowed in small

ways -such as in grants of money for upgrading science teaching, but given the
absence of minority groups and of slums in Brookview, it will probably be some
time before the more recent expansions of the national government's xoie will
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increasing minimum fringe benefits, recognizing and licensing new apecialtiea,

. and gcnerally consolidating professional eains. The equilibrium it protects

moves on an upward course,

~d e - The Battle of Educational Expansion

The discussion up to this point may be summarized by saying that the .

general course of development emerging from the transactional network we have

'"’roé_:°u¢11ned has been one of generally uninterrupted expansion in the size, range

e ;'5 of services and organizational complexity of the educational system, led by the

© - demands of the professional staff, supported by the advice end, at critical

{gfwﬁj'dmOments, the active intervention of the professional associations, looked upon

?ﬁ%éiﬂ; favorably (or at least not interfered with) by the state, supported by a polit~

:Ef;EEF ical coalition of local eitizens, and opposed by a coalition'of roughly equal

5 e power,.

We may surmise that Brookview reached a critical point in this expansion

%fifﬁflwhen it began to be apparent, probably in the mid-fifties, that the educational

;é;;ﬁﬁi cost cuxve was not levelling off, as many must have expeeted and hoped for, as

: ;?'g population growth began to reach its limits. The extent to which growth was

'.:;}}{:increeeingly a function of the ideology and interests of the professional staff

;:,:g;? and of their educational world rather than of the pressures of increasing en-

%{h *.+ rollment must have been gradually revealed In 1956 for the first time, a

"f-ﬂf: proposed school operating budget was disapproved; the budget'was again defeated'

Ei€§i;a,1ﬂ 1961, to the accompaniment of a bitter political struggle which led to the -

?Fiﬁiffresignation of the then superintendent., In 1965 the budget was again defeated =

_fi}ﬂ:i'and the superintendent, who waa;brought 1n to put the system to rights in 1963,

'-o'tff,resigned in 1966. The struggle over whether the system should be stabilized or

.z:.ishould as 1t9 defenders would say, "move forward " continues unabated,
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Frofessional Power and local Autonomy

“In connection with the continuing political struggle there wee (and still
. 48) in Brockviev an atmosphere of bitterness and reciprocal hostility which was
L ;:damaging to the morale of the educetional etaff and to the unity of the tovn,

..f Although the hostility of one side was answered by the hostility of the.other,

and so built up to periodic crises, it was the conserxvatives who typically

-ﬁf‘initiatee.these attacks and nho injected the emoticnal violence into educationelz:”
:{;ffcontroversy. Grented that the pressures of expansion bore eepecially heavily

:'jf upon the religious sectarians by constantly raising the competitive standards :
‘“fﬁand price of'private,educatipn; and upon.the lover classes because they served

f " -to advance a "middle classification" of education which might seem inappropriate

in content and cost to these classes; and granted, too, that'becanse of the

'.*zf:superior organizing skills of the middle class sdnpotters of educational expan-
-_f" sion, they more often dominated the board of.edhcation -~ gtill there seemed to h.nf
: ?:tl be something digproportionate, over-determine&'in the opposition response,
l . In Brookview it.was sometimes said that the emotionel level of controversy
;}ff;?:about the school budget<was high because the.budget determines the only tax rate l:
‘:%?;f}over which taxpayers have any cbntrol and 80 . they take out on this tax the - -
%‘éﬁ?}itesentment they feel about the intractable state and national taXes. Perhaps
he;la_so.' But the exasperation of those who wished to cut the school taxes seemed to': -
fl*ffi be greatly increased by the fact that they appeared to be unable to do it, even'-E.
.k'during those petiods when conservatives controlled the echool board., The con~ |
f}f?;:vergence of forces behind the expansion of the system.was such that in spite of.g‘
" the appearance of locel control, the community'was limited in its _power to
gli‘;: affect either the content or’ direction of the aystem's development, although it

. 38 the community that must pay for it, The board could apply restraints to the

- budget, that is, to the rate of growth but could not prevent growth entirely,




y: f;:'ly marginai forms of elaboration of the basic program such as a summer cemp

S program, an expanded in-gervice training program, and the like, During the

:‘fﬂéi control is becoming something of a fiction. Aside from the economic problem

L?:fi§£ painful attack upon one of theia sacred values, local autonomy, a value'which

y"'ﬁ'-appears to be increasingly anac"ronistie in the current era,

§3%
- 2 -
This condition is symbolized by the fact that in Brookview a struggle so
bitter that it has driven two superintendents out of office ;n the span of five
yeare has actually been concerned with differences on the order'of a few hundred

kithousand dollars in budgets of five millions or more, sums proposed for relative-

1 )

; 'if; same pericd there has been a steady increase in staff andlfaeilities, in

':;7_'9alaries and other costs, The determination of these basic costs 1s a product

. - of forces which the conservative group in the community cannot.effectively re-

"7:. sists thé rising educational requirements of the work world, the incréasing

i_t‘§:-nationai standardization of educational practices running with an increasingly

... uniform national cuiture; and these constraints reinforced by an increasingly

"i;iaggressibe coalition of national professional associations sometimes using the

-

i“"fﬁ%"agenciés of government as their instrument.. Although the forms of local deter;_..:.;

ﬁi};uﬂnatian of ‘the school system cont inue in effect, it would appear that 1oca1

% this creates for many of the local residents, it also repregents a further and f‘if',

]

- ¥ ‘The Problem of the Open End L g S By

From the educators' point of view, the unending and often violent political~

'1conf11ct in which they wvere engaged in Brookview was & sign that too many people

T”{~f':in the town did not "understand" or "appreciate" the meaning of "good educatzofn"

. It was of’ .1 said that poor communication was at fault, and that if only the

right means of communication ceuld be found the troubles would disappear, But,

;"1™ 4n fact, even amongz the supporters of the expansionist policy there were some

.- who were concerned because the educators scemed unable er unwilling to suggest

E
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that some optimum state of the system might be reached at some foresceable time
-in the fﬁtuge. It seemed to us that, like other organizations serVieg other
functions in American life, the school system is assumed by its leaders to be
.moving forward through an endless progression of improvements in quality as

new discoveries of science and technology contribute to its infinite perfecta-

. bility, Although there are some internal controls on development, the system

E?pfdepends_chiefly upon external resistance to aet its limits at any given time. |

The resistance is a product of the competition among various agencies and

Fa Ak

1nstitutions for lindted commnnity resources. Until some more rational pro~'_ - E

P

cedure is available for the plamning of community life, it w%uld appear that ’ 'i‘ ‘

v
-

a political struggle among the 1nterested parties is & nscegsary condition of .

orderly growth of the eystem and, of its adjustment to covmunihy needo, howevet
r
s ".:..:. Y t’ .x:,.. “ ,. o '
much deplored by the edeeatoro themselves. . PR ARES I
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. PSYCHIATRY AND THE scndOLs

- Ronald Leifer, M.D., M.A,
Assistant Professor, Department of Psychiatry
Q1;ate Umversnty of New York, Upstate Medical
- .. Center at Syracuse -
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Hen generally have the desire for self-instruction only
in so far as they are freed from the yoke of tradition; for
as long as the latter governs intelligence it is all=sufficient

and jealous of any‘rival."_

Emile Durkheim, (1, p.162.).
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An understanding of the role of psychiatry in modern education
.féqdires, first of all, the debunking of the popular-idea that-psychiatry
is a medical discipline which deals w}th health and illness. This commonly
" held viéw is not so mu;h idea as it is f&eologyi it is a more or less
‘conscious disguise of fhe social and ethical nature of péfchiatric theory
and practice for certain social purposes. (&)

.The medical physician is concerned with the understanding, diagnosis,
-treatment anq.prevention of-diseases.of the body. Medical theories employ

the language and methods of the physico-biological sciences in order: to

" . facilitate interventions in undesirable bodily processes. (3,4) Although

the health of the Body may influence social performgnce, and although in

~ the pursuit of bodily health the physiciaq is often concerned with social
anq'bultu}al proces;és Qﬁch as dietary patterns, food handling, sewage

disposal and sexual practices, his ultimate interest is in the breakdown

"and repair of bodily structure.and function. |

PsYcHiatrists,,on the othér hand, aithougﬁ they often employ the

- rhetoric and trappings of medicine, are ultimately concerned with individual

conduct and social relationships. .The}e is no facét of the humaﬁ drama

. . which has escaped psyéhiatric interest f}om the phenomena of_coqsciousness,

birth, death, religion and art to crimé, poverty, the cold war and the

. future of civilization. The interests of psychiatrists are not limited to

;bserv}ng and theéri;ing. Théy are active particibanfs in modern so;ial

"Tife: they analyze and.counsel troubled individuals; they as§ist in the

legal determination of who. is fit to stand triél,hﬁake a will or be executed;

5§38
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they rehabilitate criminals and mend broken marriages; and they advise
business, government, schoois and the military about personnel manﬁgemehi
prbb!éﬁsf. Receﬁtly they have become involved in programs for the creation
“of a "Great Society! and for the elimination of social eV|ls such as poverty,
illiteracy, boredom and crime. (5,6) anally, in all these activities the
.psyéhiatrist, unlike other medical physicians, possesses great social power

by virtue of his ability to deface an individual by labelling him as mentally

itl and ‘to deprive him of his liberty by means of involuntary psychiétric

hospltallzatlon (7)

This dlfference between medicine and psychiatry is also manifested in
séhpol health programs. The school dental consultant, for instance, is.
interested in the status of the student's teeth.éﬁd not in his social

“adjustment. The school physician is interested in the growth, development

and health of the student's body and not (or only secondarily) in whether

‘he-is a disrupting influence in the classroom, whether he is peéforming up
to his potential or whether he displays the proper sexﬁai attitudes.
The psychiatrist, on the other hand, has becéﬁe fully involved in the

- form, content and technique of the educational process. There is a trend

SRttt &Ll - N L UL R R R A I A AL MG LW Ik S - X

towards the increasiﬁg pérticipatio.n of "mental health wo'rker.s" in the
schools. Guidance counsellors, psychologists, social workers and psy-
" chiatrists are joining the teacher to form a "mental health team" which
fpnctions to supervise the character development, intellectual achfevement
" and social adjustment of the gtudenf. These functions are accomplished by "
~ means of-"diagnostic“ psychological tests,'Speciél classes for "emotionélly

disturbed" and "exceptional" cﬁildren, counselling, bsychotherapy, group
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therapy, family therapy, social casework and consultations with teachers
and school administrators. (8,9,10,11)

.Thé.intimate'parﬁicipation of psychiatrists in the schools ig due to
" the fact that like educators,fthey eggage in social and moral activities
the cha}acter of whlch is deeply rooted in socio-historical process and
change. The aims and technlques of educatlonal and mental health practices
overlap. This accounts for similarities in the formulatson of their ideals,
for instance in terms of the full development of potential or the successful
adaptation of an fndividual to his society; it aiso accounts for thg in-
teipretat}on of.ps§chotherapy as educational and of education as therapeutic.
(12,13) The description and explanation of psychiatric practicés in.the
language of medicine, as é medical specialty which deals with mgntal health
aﬁd illness, is a disguise. It disguises the social “and moral aspects of
_psychiatric practiées in order to justify and facilitate certain social
functions. Those who wish to understand the role of psychiatry in the modern

school must penetrate this disguise:

" WHAT 1S PSYCHIATRY? |

-

The rhetoric of health and.diseasé. S _ ‘ﬂ . ’ -
The rhetoric of'&edical practice is uniquely suited to perforﬁ éisguised
social functions. This is particularly true of the concepts of‘health and
dlsease which are actually positive and negative |deals the ethical nature .. ,
of wh!ch has become obscured by the illusion of SC!eﬂtlfIC obJectlv;ty. they
pass.as §cientifically gpgcified states which are.a)lggedly'free from the

arbitrary.influence of human interests. However, the concepts of health
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aﬁd disease, in medicine as well as in psychiatry, are the restatement of
'.humqn values in the lexicon of science. (14) Thgy tberefcre lend themselves
to be‘used to fustify ;;tions in teﬁns of the unimpeacﬁable (and often un-
intelligible) authority 6¢ scientific (or aedical) technology rather than
~.in terms 6f explicit social values,

There is thus an advantage tc the definition af psychiatry as ; branch
i of medical science. Claims which bear the mark of science are generally

7sp

considered to carry the guarantee of truth, insofar as that evanescent

.quality can §é.guaranteed at all. Consequently the claim that certain

" statements are scientific may serve more to persua&e ;thers to belie;e
them.tg b; true thh to- denote that théy have successful ly péséed the
rigoroqs tests of logic and empiripal falsificati;n. thwithstanding.the
validity of the assertion that recommendatidhs'for éctioﬁ cannot be derived
. from statements of fact, the testimonials of science have becomé,_in our

age of the scientific authority, the most §onvincing'justifications for

social action.

Voo ¢

. As a pseudo~-scientific crypto-ideal, the term ''disease' may be applied
" to ;n9 situation which %s'judged to:be undesirable and in need of corrective
aciién.. Siﬁfléﬁly, any ideal towards which it is deemed desirable to stri;e_
may be labelle& as Yhealth." The interventions by means of which the t(ans-'
f_férmatjon from the undesirable to the desirable state, from "disease" to

"Mhealth" is accomplished may be described as the technology of medical or
psychiatric science. The rheioric of health and disease is thus flexiblé
" enough to encompass virtuall* all human activitieé;.including-education.

indeed, the involvement of mental health workers iﬁ-the,schoqls should not




56’5/5‘”

be construed as the progressive expaesion or medical services; it should
. be yiewed as the expanding application ef medical and psychiatric rhetoric
to the schoel situatren; o o

The involvement of psychiatrist; in the modern schoolvsithation is
_only one manifestation of the generalized expansion of psychiatric practices.
This expansion is related to critical and complex changes.in the character
of Western life, which although they are of ancient origin, have accelerated
recehriy and penetrate into ‘every aspect of the modern (urban) experience. |
" Three related aspects of "this change are dlrectly relevant to the deve lopment
of’ psychlatry as a modern socual ins* |tut|on and hence, to the empleyment of
psychia;rists in the schools. First, the transformation of the character of
social power, Seeond; the erosion of the rraditional structure for evaluating
,aEd geiding human conduct. Third; the emergence of the individual as a

~distinct social unit.’

Psychiatry and the transformation of social power.

In ancestral social orders, the prlmltlve and peasant commun:ty, the
individual was bonded to the larger group by means of the primary assocnatlve
structures: the°family; the elan and the small settlement. Systems of
authority and social “control were diffusely dietribueed throughout ihese
groups and Qere exercised in an intimate and eersonal; albeit often cruel,
coercive and arbitrary manner, (15) With the move towards urbanization and
"c|V|l|zat|on the ‘influence and authority or the small, mediating associative
group declined and the .individual and the coilective emerged as the pre=~

dominant units of social life. (16,17,18)
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With the curtailment of the influence of the family and the'community,
the increase in the size of social groups, the specialization of socual as
'well as technical fuictions and the emergence of natlon-states, the exercise
of social authority and socual power was |ncrea51ngly allocated to the
collective, partlcularly to centrallzed government [n contrast to
communities, collectives_tend to be large, impersonal,'bureaucratically

organized groups which participate in the technicalized, specialized,

- routinized, round of modern industrial 1ife.

The dissolution of .the primary associative bonds and the heterogenization'

' and weakenlng of tradltlona! values, standards and |de0109|es contributed
to the progressive cultural defrocklng of the individual, pnly in this
nakedness could man dlscover his true nature as a social animal,.yet the
conditions of this self-discovery were also the conditions of his agony:

his moral uncertainty, confusion of identity, existential anxiety and

‘- alienation. 2

At the same time, the emergence of the individual as a social unijt gave
_ rise to a spirit of humanismOand individual freedom. The polltlcal structure
which was delegated the task of preserv1ng thlS Splrlt was constntutlonal
government, based on the pruncuples of contract and rule of law. In one
sense, government by rule of law is anarchic in that it serves as a restralnt
on the arbitrary use of power by the state. The centrallzatnon of authorlty
and power in the state and the simultaneous valuation of individual freedom,
which requires a reatraint on.the:uae of'that'power;.combihed to create a

deep tension in Wastern civilization which has been a major factor in the

development of modern psychiatry.




In spite of the transfer of civil authority to the State and‘the
transcrlptlon of moral standards into law, many elzments of traditional
'morallty persist which-are not codified in law. In other words, guidelines
for conduct in modern societies are provided both by oontractf(law)‘and by '
traditional formulae of obligation (morals). Formerly, these traditional
. gdidelines were enforoed.by family, clan and community authority; now,‘
many of them are unenforcable by the State which must evoid framing laws
.which.are so strict that:they violate our sense.of individual freedom,

. There are no'!aws‘against talking jibberish, believing that one is Napoleon,
grieving without proper social cause or protecting oneseif egainst an
imaginedmpersecutor. While.we valde ruie of.law and the individual frcedoms
it safeguards, we are disturbed by and demand the control of Beharior which .
is not illegal, but which.is in violation of certain traditional social
standards of conduct. Yet with the weakening of those social structures
which formerly enforced these standards, ne lack legitimate machinery for
this control. | |

ln these curcumstances a’'new social institution was required whlch
under the ausplces of an aeceptable modern authorlty COU]d-lnuonSplCUOuQ]V
'and Justlflabiy supplement the social control exercused by law without
violating our publicly avowed ideals of individual freedom, Psychiatry is
perfectly suited for this task. |

Having deveIOped as a medical discipline, psychiatry can offer the
'icredentlals of ‘the blo-phyS|cal scuences,'lt may thus trade on the‘prestlge
~.and lnfluenoe ‘of modern science which is in the process of replacung the
edthority of religious belief, myth and dogma as the source of certainty

e
P

and truth, By employing the crypto-ethical rhetoric of heaith and disease,

et v e TR e
;- x TR N re B .
3 e ST . T Sl TS INNen e




e A PR e SR Ak ik ol MM
o 7 SRS E

- o : o FIS

In this function, psychiatrists have joined hands with and serve as

the agent of the state which supporis and administers a vast network of

°"méntél" institutions.,” The fact that these institutions serve as re-

positories and reformatorles for the morally and socnally deviant has not

- gone unnot iced by the general publqc, particularly by the poor against whom

it is mainly used. (20) The well-known power of the psychiatrist to deprive
3 - individuals of their freédom by labelling them as mentally i1l and committing
3 - . them or detaining them in state institutions colors all of his other activities
| .and hangs as a Damocles Sword over anyonz who is the object of his professional
attention. (21) ¢ potentiates the psychiatrist's power to deface; and it

magnifies his capacities as an agent -of social control. The -psychiatrist

A A

thus may be a valuable asset to a school which requires his assistance for

maintaining discipline and for excluding disturbing students.

-
-
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Psychiatry and the erosion of traditional quidelines of conduct.
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With the decline of ccmmunitybthe complexity of the social environment
) has increased immeasurably, At the same time, relatively little provision

has been made for preparing individuals with adeduate.methods for guiding
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and evaluating conduct in this environment. In "Little Communities' the
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socialization.proces§ involved the intimate encounter of children with
virtvally all of the dimensions of a well~deffned, well-bounded, relatively
undifferentiated cultural territory. (22) The rules of social conduct were

-clearly set forth by the obligations of status and custom; ‘the social

B R R i e, St SadE B
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environment was relatively stable and predictable and significant social

choices were guided by precedent and group 0pini6hL The daily round of
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psychiatrists have codified social standards of conduct in scientific~
sounding language: behavior which violates a social sense of propriety,

safety and stability is labelled as "mental illness"; bchavios which is

; : considered to be proper, safe and productive is labelled as '"mzntal health.'

TN G it

(19) The social uéility of the medical rhetoric ir. psychiatry Is thus'that

?

" psychiatric activities are classified as scientific and medical rather than
social and ethical. This, in turn, permits the substitution of scientific

(pr medical) authority for social authority. More precisely stated, it

7

f with scientific credentials and

-

permits social! authority to mask itsel
scientific éredibility. _ o °
As '"experts'" in the modern "scie6ceﬂ of human enginee;ing, psychiatristé
enforce standqrds"of conduct by th ﬁethods: .Fffst; by defacing an& stigmétiz;
.ing persons who violate these standards by labell}ng them as mentally ill, |
In spite of attemptg to "educate'' the ﬁublic to the contrary, the iabel of
_:méntal illness is unlike that of any other illness in that it carries the

implication of social de?jance and it implies that the individual to whom

" it is ascribed is .not responsible for his actions. There is no more

1 : 'devaséﬁting form of s;cialadefacemént'fhan to treat a man's actlons as
3 | -:thé irrelevanttutterings ;nd gestufes of ; madman,

'iii.--“' The.second method of social control i; bf means of involuntary psy-
chiatric comﬁitmené. Under tﬁe guise of providing diaghostic'énd frea&ment.
services for the mentally ill, psychiatrists may detain, punish and ''correct't %

.individuals who, while theyhﬂave violated no laws, have transgressed certain ;

'_rdles of social demeanor., Involuntary mental hospitalization thus affords

~ ; - a greater deéree of.protéction and social controi than is provided by laws.'

'”E - which must avoid being so strict that they violate the principle of .individual’

-7 freedom,

s
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life was a comparatively harmonious integration of the economic, social,
political and religious dimensions of existence: it was anchored in
mofal.céréainty and a coherent world view; and it was ratified by.myth
and ceremony. (17)

Today, the complexity of life has been increased by technoldéical
5nVention§, the mixing of cultures and values, the abstraction, bureapcrati-
zation and impersonaiization of social authority, rapid social change ;nd

population growth, At .the same time, old certainties, standards and customs

have been assgu!ted, contradicted and rendered obsolete, The.weakening of
the traditional primary associative structures has also weakened the major
historical mechanism for the socia[ization and education of the young.

Thus, whilg the individual has been emancipated from tﬁeshéckies of ancestral

social authority, his new found personal freedom has increased the burdens

and confusions of choice-making for him; and the personal freedom of others

has ‘diminished the stability and predictability of his social environment.

Tt is, of course, an error to think of the modern individual as com-
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pleiely'emancipated; there remains and will always remain social, legal and §

é economic obstacles, in varying degrees, to the uninhibited fulfillment of

his desires. Also, the persistence of traditional moral values, as they

“ " are transmitted by thé family during socialization, represent rescraints f
-oﬁ choice, albeit psychological restraints. In this sense, tﬁé famiiy.is %
. @ coercive social unit to whose values the child is obliged to adhere (or
rebel) . Thus pﬁycholégically, the modern individual experienées both a

sense of liberation and emancipation from the tyranny of traditional and’

‘familial social obligations and also a continuing sense of loyalty and an
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inclination to conform to them. Consequently, he is subject to deep
psychglogjcal cqnfl%cts: on the one hand, he feels justified, b[ the spirit
of.{ndf;idual.freedom, to make déw, creétiQe, auténomous cﬁdices; oﬁ the
other Hand, he feéls obligatedito conform his.behavior'to traditional,
familial moral standards.

o Thu;, modern life has.increaséd tﬁé difficulties and hazards of g(owiné
up. There is an increasing contrast and incompatibility between the patterns
of socialization of the child and the complicated eXpectafions and privileges

" of adult life. {23,24) The persistence of childhood patterns of learning
may have no value to the adult, or they may even be maladaptive for him.
~The pérsistenbe'of.éh.gféitudé of obedience, which is requiréd of the chifd,
" may be an asset to the adult in a Little Community; however, it may iéave'
"the modern adult subject to the influence of others, or io.the influence of
" fixed standards and principles of conduct whffh may seriously hand%cap his
ability to.use His own independent, empirically based judgment so essential

for solving problems of conduct in complex modern societies,

. ';.Vnder"these éjrgumstancés} the casualtiés of- social life were bound -
to ipcreaée; and a specialized means for déaling.with these casualties was

bo;nd.to develop and to th;ivé. .Psych?atry i;.such an in;titutién. By

means of psychothérap;, psyéhiatrists may ‘provide supplémentary social{zation

and educational experiences to individuals who are judge& to be unprepared

(or unwilling) to meet éhe complicated Qppqrtuﬁi;ies and obligatidns of

modern life; Althéugh their theories have been expressed in the language
.:of"biology'and medicine, psychiatrists have codified prevalené ideals of

socialization and educa;ion,in their definitioﬁs_of'mental.health and the




goals of psychotherapy. By garbing their practices in the mantle of
mecicine, they are able to implement those aims with the authority of
science. Thus, psychiatry may be construed as a secular, pseudo-scientific

priesthbod, which”by codifying rules for evaluating and guiding conduct

as principles of hental hygiene, provides a secular ethic for modern man,
who, having lost the guidelines of traditional social authority, eagerly _ ;

grasps for substitutes from the modern authority of science.

Psychiatry, the group and the individual.

~ -let us r;view what has been said thus far. Modern psychiatry is a
social practice-whigh develops wh?re the small egmmunity and the extended
family disintegrate thus releasing the "alienated" individual as a social
unit; and it develops in the economic and political context of industrial
democracies where covert- forms of social control are required to supplement

rule of law. Where the family remains strong-and -influential and where the

‘state is powerful and unrestrained by laws which favbr individual rights
and .freedoms, psychiatry (as it exists in this country) is poorly deve loped
or non-existent: | | - | | |

One of the fﬁnctions of psychiatry is to serve és;én instrument for
the social control of .individuals., (As such an instrument,-the mental
health rhetoric is particularly well suifed for use against iﬁdiQiduals
rather than groups.) In the guise of the physician, psychiatrists respond

"to 'a public mandate for a degree of social order and tranquility which is

greater than can be provided by democratic institutions and rule of law.
" This control is accomplished by the employment of psychiatric bower to

influence and restrain individuals by defacing them with the lébel'of mentél' '
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illness and by depriving them of their freedom by mecans of involuntary

_psychiatric commitment.
. Anothér functioﬁiof psythiafryifs to provide.s;ppiementa}y educégional
and so;ializatiod experiences:for individuals who haye'been judged (or who
judge themselves) to be inadequately prepared to meet the.complicated demands
~of mod;;n life. In this functian, the psychiatrist‘as a psychotherapisé,
most closely resembles the educator. Psychotherapy, like education, is a
method of influeﬂcing pedble. In generai, there are two techniques for
"exerting influén;e. over ‘others which, althougk they may be employed

simultaneous] are distinguisnatle from one another: First, by means
’ 4 3

of emsloying social power over them, that is, by systems of réward and
VY d ’ ’

punishment; second, by means of conveying information to them, In the

first case, the influgnée results in specific alterations of conduct; it

reduces choice by encouraging some actions and diécouraging others. In
the second case, the influence results in the alteration of the capacity - ;
to act; it increases choice by maximizing alternatives, refining skills

and prdviding foresight., [ will first briefly.discuss two forms of

psychotherapy which roughly correspond to these two forms of inf]uence;

then | will outline the relevance of these to mental health practiées in

the school., . | |
1. Psychothé}apy as the supplementary ethnicization ot the individual.
Ethnicization has been defined by George Devereaqx as " ... an area

of cgntfbl]ed and direct experience whose manifest purbose is to polarize,

orient and mold... unoriented capacities, in a particular manner, which is

aaépted to, and oriented with reference to, the prévailing cultural pattern,
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The process of ethnicization can, thus, be viewed as a process of directed
choice." £|3; p. 15) Ethnicization, in other words, is a form of in-
éocérinatioﬁior trainihg for cultdraily specific fra}té, attfthdes and
acti;ns. -

While eve;y psychqtherapeutic encounter may advance the ethnicization
of the éarticipants, there is one form of psychotherapy.in which this.is

the explicit aim, It is characteristic of this type of therapy that its

aims may be Specified in terms of particular.traits, attitudes and actions

."to be adopted by the patient; and it is characteristic of ;hese aiﬁs that
they cdrrespond to brevalent patterns Qithin thé group or sub-group %n
whicﬁ’fhe"pafienf Tives or works. For instance, these goals may include:
transforming an inﬁividual's homosexual patterns into heterosexual ones;
influeﬁcing a criminal to £e lawnébiding; inducing an alcoholic to give

" up a}cohol; replacing a pérson's.depressed_mood with one which is more
euphoric; replacing paranoid ideas with ideas which are closer to the
general conseﬁsus; encouraging a truant student to attent school regulariy;
1mp;oviﬁg.the academic perfohn;nce of an "under-achiever'" and so on.

It is important to note that Devereaux describes e}hnjcizing experiences

-as.controlled énd directed,. This is also true of ethniciziné psychotherapy.

The therapist may exeicise control.and direction of his patientin a number-

of ways, all of which involve the use of social power. First, he may exercise
: §ocial power over ‘his patient by refusing to repounce_ihvoluptary_psychiatric

commitment by explicitly threatening his patient with it or by actually

committing him, Second, he may exércise control over his patient by refusing.

to guarantee absolute confidentiality, by threatening to communicate or e




actually communicating with a third party who has power over the patient,

. such as his employer, his school, his family, the police, the courtsor

governmental agencies. Third, he may wield influence over his patient by

setting con&itions'for the conduct of theéapy which invoive tﬁe patient's
. outside activities; for instance, he may dis.pprove of or direct that his
patient desist from crime, suicide, homosexualiky, divorce and other actions
which he may consider to be contrary to the patient's welfare or thaé of
.otﬁé;s. Finally, the thérabist may control and direct his patient by
formulating'tﬁe goals of.therapy which represent the 'standards by which
the patient's progress is-judged. Reﬁresenfatives 6} these goals a}e
_ tho;e.megﬁioneaibi Kari Menninger: ihe eliminationjof "immature" modes of
sexua]ity; improved relationships with one's parents; a 'mature" heterosexual
partnership, ,preferably in marriage; acquiéition of sexual attitudes appropriate
to one's gender; an improved Qork pattern; moderation in play; a'highér degree
of sbortsmanship and social participation; increased productivity, creativitf’
ang satigféction; the use of persons as ends and things as reans (rather than
vi;e~Versa); and a disappeararice or dimunition of feelings of covetousness -
-and power seeking. (26,'pp.l65-l7l). (For an interesti;g.insight into psy;
chiatric ambiéélence-towards §ociai values and the ethniqizétioa of patients,
see the sectién_of'this book entitled "Neutrality and Ethics of ;hé Thgrapigt,"'
PP 93-§8-) ' .
The control.and direction of another person's expérience requires the
use of social pdwe};,ana it is the social power of.the ethnicizing therapist,

explicit and covert, which is the effective instiument for influencing his
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patient's behavior. This is most true when the patient enters therapy
involuntarily, fer instance, if he is an inmate of a ps&chiatric hQSthal'
or rf he.has been ordered to enter theraby Qy his employer, his parent
(in the ease of a éinpr), a scheol oificial, a judge or some other person
~ who is more socially powerful than he, In all forms of therapy the patient
may.w%sh te become better ethnicized, better adjusted to the prevalent §ocial
rules of conduet. The distinctive feature of ethnicizing therapy, however,
is that tﬁe therapist'fdrmulates goals for the patient which correspond to
. the moral codes and ideals of his culture, if the patient engages in actions
which are considered to be socially deviant or repuénént, the therapist will
either emp loy his'PoWer.to éorrect'or-punish the patient, he will employ his .
psychological and charismatfc powers te'alter the patient's behavior, or he
wfll terminate therapy. S .

No doubt, many ethn:cuzung therap:sts would deny that they employ
social power, real or psychological to mould their patient's behav]or to
prevailing social codes. The alternatives to this, however, are either
that.they reason with their patients towards this gdal that a brOper
emotlonal balance and |ntegrat|on of the patlent's personallty would reeuit

in the achievement of this goal or that they are willing to concede to thelr
patients the right to be deviant., In the first case, they tacit]y assume
the Hegelian principle that prevailing social codes are rational and thet
the rational ﬁen would fellow them. 1In the second case they aseume,an even

".more bizarre proposition, that prevailing social codes are most harmonious

with.man's_émotionai nature‘qn& that the well integrated man would adapt

3
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“himself to prevailing morality. In both of these cases, the relevance of
social power to social values is ignored, In the third case, they would
be practicing educational and not ethnicizing psychotherapy; and if they
claimed this to be true, the burden would be on them to explaln why they
practice psychiatric commitment and why they often breach the rule of

‘sbsolute’ confidentiality.

There are thus.two features of_ethnicizing psychotherapy which must

be kept- in mind. First, in this form of therapy the therapist exercises
real social power over his.patientﬁ or he leaves open the possibility that
he may exercise this.power; or he does not disavow the intentional use of
his psychologlcal power to lnfluence his patlent s behavior outside of
therapy. . It is not sufficient for the therapist. to disavow in hlS

writings or speeches an interest in transmitting his ethics (and those ofl:
society) to his patients. In order to actually disavow the use of social
power to influence his patient the therapist‘must adhere absolutely to the
principle of confidentiality: under no circumstances whatsoever must.he
cofmunicate with anyone about his patlent Also the theraplst must avoid
any socual evaluatlon of his patlent's conduct. This means that he must be
able to tolerate any kind of behaV|or even of the most extremely anti-social
varlety, outside of therapy. This tolerance must be expressed in his formu-
lations of the goals of therapy; and it must withstand the‘vicissitudes of
its being tested by the patient,

| Second, in thlS form of therapy; the patient is expected to govern and

judge hls behavior on the basns of explucut culture-Speciflc and socnally

desirable standards of behavior. This implies that he ought to avoid behavior
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that is criminal, morally deviant and socially undesirable. Often,
therapists attempt to disguise this expectation by formulating the ideals
of mental health in abstract terms such as the integration of bersonality,

‘ adaptation, the achievement of potentlal and so on; When these terms are
|nstant|ated wlth concrete actions which systematlcally include cultural
virtues and exclude cultural vices, then they are simply crypto-ethical i.
restatements of prevalent social standards of conduct and express the aims
of ethnicization in an abstract spirit if not in a concrete form.
It should-be apparent that both features of ethnicizing therapy are
.similaf to all other instances of ethnicization: the child by the fémily,
the student by the'school, the prisoner by the prison, the soldier by the
military and so on;
Sinoe ethnicization: aims at.noulding specific patterns of action, it
. fosters inhibition oy discouraging actions which are prohibited, It is a
| simple fact about social power that its primary function:is to influence
and oontrol hunan conduct. Consequently, the exercise of social power is
alnoys_ESeociated with the inhioition of some individual's range of.actions;
and because of the intimate relationship between thought and action, the

" Inhibition of thought, repression, also occurs. (27) -Of course,.the in-

-

hibition of action may stimulate fantasies about the proscribed conduct,
however this amounts to the same thing from the educational viewpoint. It
is difficult to deveIOp reflned |ntell|gence about matters wuth whlch there
is no - direct personal experience or about which there is no Opportunity at
least to engage in self—correcting discourse, (28) Thus, the use of social

power leads to repression in this weakerssense of inhibiting the development

of practical intelligence.




Herein lies the Achilles heel of ethnicization. Both psychotherapy

and schogling may provide ethnicizing experiences: they may involve the

use 6f ;6cial power to orient and polarize behavio} along culturally pre~
" scribed patterns. This training, while it enriches the capacity to engage
in socially approved conduct also fosters repression and diminishes the
capacity to engége inibehavior'hhich is definéd'as deviant. Héwever,_
behavior which is defined as deviant at one stage of life, or in one
- socidl context, may be defined as desirable or even obligatory at other
times and in-other confexts. For insténce, tréfning a child to avoid sexual
practices be;au;e ;hey are "morall; dirtf” may have the effect of’disébling
him sexually at a“time When'sexqal_practibes are socially accepéable.

In a complex society it i§ imposéible for child-rearing practiges

to anticipate and prepare the individual for ali the:contiégencies of adulf
.llife; nor }s it possible to cancel the many rules, habits and styles of
| yoﬁth which.become obsolete later. Modern life is far too compl}cated and
diverse for individuals to be SpeC|f|cally prepared to functlon within all
.‘_po;51ble sub-groups and in all possible sntuatlons.. ThIS means that the

:use of flexlble.lntelllgence in the solution of practical problems of
;onduct'is indispensable to Qéaern man., However, the peréisténce of many
“-fchilqhood patterns.oé ethnicization predisposes to conflict, automaticity
and to idiosyncratic sympblic ("neurotic"),rather than practical solutions -
to problems., Repression, inhibition and the doctrinaire compliance with
contradictory and obsolete precedents of earli learning also.hamber ihe
intelligent resolutién.of_thesé problems, Thus, ethn}cizat}on'runs couﬁter
to certain ideals of education, namely the unhampered development of flexible ,
skills of intelligent choice-making which Is a supra-cultural rather'than a

| culturally specific capacity.
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2. Psychotherapy as the supplementary education of the individual.
In contrast to ethnicization, education, as the term is used here,

refers to the acquisition of information and skilis which, elthough they

" do not omit moral problems, are neutral in terms of the prevalent value

systems of a particular culture. Education involves the development of
the capacity for intelligent Jiscrimination in observation, formulation
and action. “In this sense of the term, education is a continuation of the
development of biologically inherént human potentialities such as the
capacuty to communlcate symbolically. -According to this terminology,
schoollng consusts of a comblnatlon of education, ethnicization (or in-
doctrination) and'train!ng “(the acquisition of occupational'skills.)

Education is thus more ‘inclusive than ethnicization. It includes

learning cultural lore, attitudes and actions, but it does not require the

.represeioﬁ and inhibition of thoughts and actions which may be classified
-as socially deviant. For example, sexual ethnicization involves acquiring

;information and skills in socially acceptable and prescribed forms of sexual

'conduet3 it also-involvee learning to avoid thinking about and doing sexual

practices which are legally or morally defined as wrong. If the precepts

_ of educatlon ds they are deflned here and as they are usually applled to

non-moral subjects, are applled to sex, it would |nvolve acquurlng informat ion
about- all aspects of sexual and practice; it would include learning about the

social rules of sexual practice and the consequences of following or violating

" those rules, However, it would leave the .individual free to engage in any

sexual activity he chooses. Education, in other words, respects no taboos of -

thought or action. It eneburages the individual to be free, but not to be stupid.

.y
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It ‘involves the maximum development of the capacities of intelligence and
- choice-making, even with respect to socially deviant behavior. In contrast

to ethnicization, therefore, education does not require the use of social X

power. . it does require superlor knowledge discriminating'capacltles and
. skills, |
The model for psychotherapy as an educational experience for the
|nd|v:dual is class:cal psychoanalys:s or autonomous psychotherapy. (29)
.ln order to understand psychotherapy as an educatlonal rather than a medlcal
actuv:ty it is necessary.to v:ew the |nd|V|duals who avail themselves of it
as dlstressed by problems in living rather than by mental i1lness, They
; “ suffer from confus:on uncertalnty and ineptness in conduct as a result of
misleading or inadequate rearing. (30, 31, 32) |
?reud's early_ patients were plagued wlth dilemmas of conduct (the so~-
called "neurotic'" conflict) which they resolved with symbolic compromises

that'sometimes resembled physical diseases. (&) Eager to have his new <

d:scover:es bear ''the serious stamp of sctence" rather than the mark of

the novel (33), Freud described these conflicts in terms of the natural

opposition of indwelling b.iological instincts (the id, or in soclal language,

the anti-social potentialities of the individual) to the lnternallzed demands

of society (super-ego.) By employing the rhetoric of biology and medicine

to express the conflict between the individual's expression of his personal
. freedom and traditional social morality he could appear to be providing a:

socially and ethncally neutral theory of human conduct (and mis-conduct.)

advocated the practice of it by non~physiclans. (34). By analyzing his patients, | i

!

|

l
However, Freud recognized the non-medical nature of his "therapy" and §f

;
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Freud provided them with an understanding of the nature of their social

selves in relation to the demands and opportunities offered by their social

environment; and he provided them the chance to learn new patterns of conduct

(working-througn) while their behavior was simultaneously under the scrutiny

of refined examznatlon. Thus, psychoanalysis (or educatlve psychotherapy)

is actually an educatlon in persona. blography in which unreflectlve ‘un-

'skillful, habitual patterns of conduct are replaced by intelligent, skillful,

* flexible choice-making. (35) -

In contrast to ethnicizing psychotherapy, educative psychotherapy

. attempts to avoid and reverse repression and- inhibition. This requires that

the therapist avoid the use of social power to |nfluence his patlent s conduct..
Free discussion wlll not be possible in the therapeutic situation if the

patient anticipates that the therapist may be either useful or dangerous to

_him outside of therapy; if he does anticipate this, then he will tend to

" express that which will be to his advantage, or he will tend to suppress

and repress that which may be harmful to him, The therapist's assurance

" of absolute confidentiality and non-intervention in the life of the patient

Ls thus a prerequisite for educative psychotherapy. In addition, any.. >

- possibility that the patlent is identifying .with the super~ego (adoptlng

the values) of the therapist must be scrupulously brought to his attentlon.
Since the therapist does not wish to alter his patient's behavior to
c:onform to partlcular cultural standards of conduct, but rather to enlarge
the patient's capacntles to act, the patient is the sole .determinant and
judge of his plans, actions and social arrangements. The ,therapist's task

is to discuss the historical determjnants, situational contexts, consequences

Rt B sort b af s R T B b bl gt Pt = Y s e e




ST R N T T T e T R L T IR R O TR SN T S TR e

o, 360
and alternatives of the patient's actions, including'actions which are
socia!l} deviant.

By.refus}ng to employ socia{ power'ovér his batients féé the benefit
of the{r.familiesfand sociétyi.Freud Jevised a new function for psychiatry
(29) oné in which the psychiatrist acted as the agent of the troubled
}ﬁdfvidu;l to help him to éttain.a greaéer degree of mastery over the
problems of his life than was provided by his socialization or school
expefienhes. By refusing to act as an agent of social power, Freud also
contributed to our understanding of it as an influence on human conduct

and social affairs.,

Prior to' the invention of psychoanalysis,

né educative Jf socializing
practice had the exclusive goal of liberating the individgal from the psy-
,EhOIOgical restraints of repression and inhibition. To the contrary, all

" forms of social training involved the negative learning of prohibitions,
taboos aﬁd'forbiQden thoughts., The process of socialization is intimately
linked to the biological helpléssness'of the child and the consequent power
of ﬁis parénts over his life and conduct._(§6) In communal life, parental
authority is linked more Open{y to the authority of the group than in our
‘:cibiiization; éhd the socialization experiencé.involves the transmission

of cultural values, lére and tradition from the group to the individual.
Intrinsic to the success of this transmission is theiréspect by the individual
. for the group and its répresentatives¢. Obgdienpg, in other gwrds, is the |
silent partﬁer in successful socialization, (37) Freud's attention to the

role of parental (particularly paternal) power and authority in the sociali-

zation of the chiid is a reflec{ion of the isolation of the nuclear family
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from the fabric of the community in which (he, as a Jew and) we live,
The Oednpus Complex, which represents the struggle of the individual with
authorlty, perta|ns to his struggle wnth all forms of social authority. (38)
The resolution of the Oednpus Compiex, which must be accomplished in
_order to overcome repressions and inhibitions, thereforeinnvolves the
cr%tical examination of the in%luence of all forms of social {Enciudin§
parental) authority on the life an< conduct of the individual. If the
.fﬁd%viéual is to bé the master of his actions, then the automatic ‘influence
of social power on those.actions must be unrelentlessly challenged. (To
pﬁrase the same thought in psychoanalytic language£ if the ego is to super-
vise conduct then it-must aominéte the super-ego.) This does not mean that
all habits must be obliterated, for habits are necéssafy organizations of
action; however, they should be at the céll of-thé actor rather than unwanted
and intrusive. (35) F;om the psychological point of view, the maximization
of self-mastery over conduct requires the obliteration of the coercive,
dogmatic influence of sociai institutions on conduc;. It requires the trans-

. formation of the attitudes of automatic obedience and respect for social

authority into independent critical judgment and the capacity to be deviant.

Education when it is applied to conduct, is thus potentially psychologically

(rather than politically) subversive to social order and social standards. It

serves the individual by enabling him to develop self-control and unrepressed
intelligence; but it also requires that he be able to choose to be deviant.

without s;ffering from feelings of sl.mames guilt and anxiety. Frém_the tiﬁg
of the death of Socrates,'pdrveydrs of this kind of educativ; influence.have

been opposed, condemned and punished by society. It is perhaps for this.

(10)




reason that the spirit of psychoapalysjs has been permitted to thrive only
in the secrecy of the analyst's private consulting room and c¢nly to those
who ére'd;althy enough to purchase it irn a private contract; and even this
-has been tolerated only because its character as a potertially subversive
social instrument has been-disguised from public awareness“by the ideclogy
and rhetoric of medicine and biblogy. | .

This interpretation of psychoanalytic therapy reveals a deep conflict
in the patterns of education in the modern world, - The complexities, con-
tradictions and disharmonjes of mass industrial life and the inadequacy of
preparation for ‘it may be transformed by tﬁe individual into confus;d, con-
tradictory and irrelevant (mad) conduct. unless he is able to‘ach}eve rmastery

and'self~c5ntrol by developing a commanding pergpective of his cultural territory

and a psychological liberation from coercive social ipfluences. The.achievement
of these social skills requires the institutionalization of educative experiencés
'which.serve the ihdiyidual; and it requires an enduring skepticism of social
authority. However, socialization and schooling have alw%ys primarily served
éroup purposes and as |nstruments of the group have tended to foster the
antu-thetlcal qualltles of repre55|on, inhibition and the unquestlonlng resbect
for authority. . ‘ . | o .

There are thus tﬁree themes in terms of which the function of psychiatry
in the modern school must be understood. First, the psychiaérigt may act as
an instrument of the group to exercise social control over individuals by
means of defacing and committing them. Sec;nd, the psychiatrist may serve
the group as §upplementary socializer to influence individuals to éonform

their behavier to socially acceptable standards. Third, the pﬁychiatrist'
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‘may serve as educator of a new and revolutionary type to serve the individual
by helping him to gain self-contro! by means of a commanding perspective of

his biography and l}berétion from the influence of automatic learning.
PSYCHIATRY, THE SCHOOLS AND CHARACTER FORMATION

The school and social power.

Patterns of schooling are as varied as patterns of culture and may be
“conceptualized from as many different perspectives. Generally speaking, - ; ;
the philosophy, aims and methods of schoéling are determined'aﬁd legitimateq
~ by society. Depehding on particular social.values, the school experience

may emphasize the indoctrination of .its individuql members according to

existing traditions, attitudes and mode; of behavior, or it may emphasize
the relatively unhindered growth and development of the:indivjddal and even
sanction socfal.criticism.and social ipnovation from him. (hl) These two
possible variations have been formulated into two well known phiIOSOphieé
of education: the traditional and the progressive. Although neither has
been.impleménted in pure form in our culture, each ﬁas received more ;r'less .
. . emphasis at different times. This philosophical polarity is usgfuj to embloy
in a discussion o?.mental health and education becauge i; éﬁntrasté two themes .'
which are pervasive ané conflicting in modern life: the values, needs and
demands of the group versus the values, needs and demands of the individﬁal.
- Traditional educétion consists of the systematic, didactic instruction
of information and skills, and the indoctrinatién and discipline of thé
. student according to puﬁlicvstandards and rules of conduct, fhe objectives
of this form of education are to prepare the young to meet socially def ined

responsibilities and to achieve socially defined criteria of success.




Progressnve education consists of the more or less free development
of the child by means of spontaneous encounters with nature ’culrure
llterature and people. It emphasizes and aims for free activity,. learning
“from experience and_the.self-d?fferentiation of the individual. (42)

Traditional education aims at the moulding of character along specified
patterns, the transmission.of cultural lore, ettitudes and belief, the
teachlng of prescribed didactic material and training |n occupational skllls.
Each of these aims and the methods" by which they are to be attained are
determined in their fundamental design by an. agent other than the student
namely by school offncuals and teachers who represent the wishes of society.
Traditional learning, particularly of patterns of conduct, therefore requires
repression and inhibition (of.sociatly'deviant natterns) uhich is fostered
and supervised by school authorities. It also requires a considerabie degree
of docility, compliance,.reliance on others to provide learning experiences,
and obedience from the student. Prodressive education, on the other'hand
(purportedly) |nvolves a lesser degree of "imposition from without and above"
and therefore at least. theoretlcal!y, a_lesser degree of repressnon, in-

hibition and obedience.

The twe educational pn}losOphies may tnus be d}stinguished from eaeh
other according to the infiuence exercised by the school on the student.
The traditional method involves the employment of social power'by the school
" on behalf of society; the progressive method involves.the relative restraint.
‘on that power on behalf of the free development of the student. The dis-
tinction between traditionel and progressive education is therefore balanced
on the pivot of soclal power which when exerc:sed represents educatuon ‘from

without and when restrained represents educatlon from within.

. - . "




With this aistinction in mind, we may classify types of psychiatric

] iﬁfluence'together with types of educational philosophy. This will better
enable us to understand tﬁe role of mental health practices in the schooi;
and it wull permit us to illuminate educatlonal and psychotherapeutlc.
practlc s by comparing and contrastlng them with one ancther. Psychiatric
social control and ethnicizing psychctherapy both employ social power apd

- social autkority to influence thé student to conform his behavior to
socially prcscribed patterns of conduct, As a school practicé, it therefore
must be classified with the traditional philoscphy of education. éducative
psychotherapy requires‘the avoidance of the use of social power; as a school

practice it therefore must be classified with the progressive philosophy.

Psychiatry as an instrument of socialization and social contrcl in the schools.

The school develops as a supplement to the family and the clan as
they have become inadequate to prepare the young for specialized roles in
social and economic life. In part, the functlons of the school are deterwined
- by ideals of adult functionxng which vary from cultu.e to culture and from
time to time., (43) As a society increases in comple;ity and refines its
: ccnception of.itselﬁ, its formulations of the aims of schooling wlll multlply._
It should be possuble to distinguish as many of these aims as it is possible
.‘to distinguish dimensions of adult functioning. Indeed, as Dewey saw, any
- sophisticated account of the aims and functions of schooling either pre-
scriptively or as they exist, will require the full mobilization of man's
knowledge about himself, (4&4) By and iarge, such a SOphistKated account

is only ful]y articulated by scholars and educatlonal sub-speclalists for
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purposes of understanding the school in society and for intelligent
planning of schooling methods and techniques, )
S};bler formulae for expressing the aims of education are necessary
for public use, These familiar formulae may be found on any report card,
student personnel file or recommendation form. They capture the essential
elements of the ideals of socialization in simple language. For instance,
"the capacity to gef along well with authority' embodies the educational
aims of fostering respect for authority, transmitting cultural attitudes
and rules of conduct and even creating a spirit of patriotism; fthe capacity
to get élong well with peers" captures tﬁe,goal of forming social.skills
which are necessary for harmonious participation in social life; ""the
development of good work habits" represents tﬂe aim of providing training
" in oecppational ski[ls and stimulating the traits of.ereativity ana innovation.
~ Academic grades codify success or failure in acquiring in%ormation about the
pﬁysical aqd social environment and developing skills in reasoéing and so on;
Simplified formulae for expressing the aims of educatioﬁ also serve as
a.shor;Hand device for evaluating the student, Such evaluatlons may serve
.swo purposes. First, they may be used to cell attensnon to areas of the |
student's deveIOpment which require speclal attention or remedral work.,
Second, they may be- ‘used as a condensed assessment by which to judge his
fitness for adult roles. This is, in a sense an extra service Wthh the
schools provide in a competitive society which pays the bill and demands a
high degree of social conformity, skill and talent for Speclalnzed JObS.

- Thus, we must dustinguush two different uses of the school by society; flrst,

"the school is used as a moulder of charactef; second, it is used as a judge
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of character. In the first case, the school serves both the individual and
society as ethnicizer by preparing the young for adult life. In the second
case the school serves socnety as an instrument of social control and
personne! management by certlfy:ng youth as ready for aduit soclal and
economic roles, by screening potential employees for -ocial, governmental
and commercial groups and by filtering out and refusing to certify those
who fail to meet socially acceptable standards of performance. These two
funct{ons of the school have predom}nated over the function of the school
as an educator and is’the primary reeson that the philo50phy of traditional
education has prevailed over the philosophy of progressive education.

It is in the context of these tunctions of the modern school that the
role of the psychiatrist.must be conceptualized. His primary role fs to
serve the school and society as an ethnicizer and an fnstrument of social
power. . .

The vast” majority of.students who come to the attention ot school psy-
chiatrists, particularly in primary and secondary schools do not initiate
the consdltation. They'are,’in.other nords,‘fnvolnntary bet}ents, through
o;ert or subtle pressure. Most often, the; are brought to the psychiatrist
by a school offlclal, usually the teacher, the guldance counsellor or the
dean, Thls means that before the student is diagnosed as mentally |Il he
" has been identified troubled or troublesome by the school: he has demonstrated
ceViance from the ideals of schooling. |

.' Anyone who is identified as a problem studer.t may be referred.to the
psychiatrist. 'The foilowing traits exemplify the student as a problem:

sadness,_eletion or self-absorptionf suicidal.ideas, threats, gestures or .
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aitempts; restlessness or apathy and indifference; truancy, vandalism,
theft, cheating, plagiarism or other delineuency; the use of drugs or
.éexdal deviations; under-achievemént or over-achievement; peer group’
problems and disobedience to authority. (h5,46) This list demonstrates

the fundamental similarity of psychiatrtc diagneses to judgments of soc}al
.devience (in contrast to medical diagnoses which are independent of sucg
judgments.). It also illustrates the fact that the mental health ethic

" derives from the same cultural values.which delineate the ideal of character
-development in.the schools and society. (19,47) Behavior which has tradi-
tionally been defined as immoral, criminal, ineet, unﬂesi;able or obnoxious i
has ¢ome to be defined in crypto-moral psychiatric terms; indeed the psy-
chiatric'"diagdosfe" which is probably.most frequently used in the schools,
nemeiy'"character disorder" may be used to classify any individual who
dviates from any ideal of social deportment.
| At the same time, behavior which formerly called for criminal prosecutioq,
suspension, punishment or remedial work is now often handted instead by a

cail tor esychiatric interventipn. However, elose:examination.of these
ipterventions will demonetrate.them to be more similar_te those taken.by

the school than. to those taken by medical physicians. Thes,'one'of the
functions of the psycﬁiatrist is to assist the schocl to screen students

who are judged to lack the character to receive the diploma which entitles

. them to enter into the hlgher levels of economic life, De~se|ect|on may

be accomplished by declarlng a student to be mentdlly ill and in need of
(lnvoluntary) psychlatrlc hospitalization or other_institutlonal placement.’_
Or, the school authorities, with the psychiatrist's advice or approval may C

! ) H

suspend the student with the recommendation that he receives psychlatrlc
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care. In other cases; the psychiatrist may justify suspending a student
as necessary for the mental health of others.

- These actions alleviate the school's problems with a student by re-

moving him from the premises, - They are equivalent to non-psychiatric
~expulsion from school in every importanf reSpecé except two: the action.
‘is usually defined as for the benefit of the student because he is suffering
from "mental illness"; and the school's function of denying cértification
is disguised by the rhetoric of medicine. .
Another'fqnctfon perfqnned by the psychiatrist is té assist the school
;: ' to evaluate students, These evaluations may be used to accept or reject |

-~ an applicant, to promote a student, to require remedial work or for other f

~administrative decisions. lhey become a part of the student's dossier ard

3 may be used to make recommendations to future employers, to more advanced

schools or to governmental agencies, for instance which request information
3 - for security clearance purposes. As an expert in evaluating human behavior,

the psychiatrist thus assists the school in its task as a personnei screening

' qgeﬁc* for society. ‘
In most cases the cémbined power of éhe'psychiat}igt Qnd éhe school

are brought to-bear on tge-tréyb]ed.or troublesome student to alter his
| Sehavionz to pfovidefsupplementary ethnicizing experiences. .This is

accomplished by means of (ethnicizfng) psychotherapy, by counsefling, by
_special classes, by group therapy, by conferfing with his family, his teacher
thf : 6r.dther school officials about héw tﬁey méyvinf1;epcé';he ydudgséer. Some-
: .f times, the.student will be required tQ enter psychotherépy as a condi;ion for.

remaining in school. In other instances, administrative investigations or

penalties may be dEOpped as a reward for the student who demonstrates a zeal
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for self~correction by entering psychotherapy. The power of the psy- |
chiatrist to soil the student's personnel file, to recommend SUSpension
from school, to communicate with the school admnn:stratnon, the pollce
pr05pectsve employers ;né governmental agencies is gq strong factor towards
influencing the student. |

Finelly, the psychiatrist is often oa%led'upon to confer with college
personnel: the deans, the library staff, the_cotlege police, the financial
officers, the registrar, dormitory advisors, chaplains, medical physicians,
teachers and counsellors. .In these cooferences, hfs fooction is to advise
on matters of ‘administrative policy, personnel managemént and even curriculum
plannnno in order to help avoid crisis sntuatuons and.undue stress, lh order
to foster the cond:tnons for the opt:mum development of the student's per-
sonality and in order to " .., improve the level.of mental” health of everyone
connected with the institution.'" (46,p.20)

in addition to the socio-historical factors which have stimulated the
general expansion of psychiatric practices, the dynamics of the modern
'school account for the increasiog prominence of mental health programs,
Students:are quick to perceive that the social power of the school is enp loyed
~in the service of social order ‘and social needs.‘ They become aware that the
school may exert a strong influence on their ‘social and economic destiny
either by certifying toem for.partioipatioh in the adult world or by denying
them this certificate and defaciog them. The power of the school! is an
"important instrument in the socialization of some students; those with.
ambition and opportunity may be strongly motnvated to conform their behavior
'to the ideals and standards of the school. lndeed, the possibility of fail-
ing scholastically or as a person and consequently of being rejected by the

"college or employer of one's choice," is a source of great anxiety t

ambitious students. Often, they learn how to play a ¢lever con=game in which
they collect a blotless personnel folder, an image of ideal social adjustment

W]




and a hfgh grade average, by cheating if necessary. Meanwhi]e,-the

turbulent drama of their lives is driven under-ground into a separate

Sphere wuth whlch all are acquainted by wh|Spered publlclty, but which

is cccessable to the influence of neither education'nor social control.
0ften, schooling occurs in the context ot open antagonism between

.the'student and the school. This is partlcularly true for "outsider"

: Qroups such as oppressed minorities and the poor, lnduvuduals from these

groups often see compulsory schooling as captivity in an.alien system which

tantallzes them with promlses of 0pportun|ty, demands conformlty and offers

contempt degradatlon and the scraps of an affluent society. If the antagonism

between the teacher-(and_his main group of identification) and the student
(and his main group of identification) has become a public event, for instance

‘as has occurred in many localities between Negro and white, then the school

| " experience becomes a thinly disguised civil war; and the insurgent students

P

- are then often deffned as culturally depriveo and emotionally disturbed and

in need of ''special help," Even in a homogenous school the unredeeming

power of the school over the student is often the occasion for his rebellion,
'as "the contemporary cpldemlc of school vandallsm wlll testlfy,.or it is .

this occasion for his apathy, as the statistics on dropouts will.testify.

A1l of the compiexities, absurditjes and difficulties of growing up in”
the modern world.come to a focus in the classroom. (48,49,50,23) However,
teachers as well as students are unprepared to deal with rapid'sociai change,
challenges: to traditional codes of conduct-and the cultural intricacies of

modern life and modern education. This is manifested in their own uncertainty
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about how to maintain discipline, how to advise students on moral matters
and how best to guide their character development. The numerous and
multiélying fads in behavioral séience.and psychology tendaéé undermine

the teacher's senﬁe of confidéhce to tread where the experts themselves
seem to be confused and in conflﬁct. In addition, the combination of
rapid.pOpulation growth, the importance ‘of education for employment and
income, the poor salaries of teachers and other factors have resulted in
the 6veé~crowd}ng oé the classroom and the diminution of ‘personal attention
-thag can be given to the students,

These.conditions provide the fertile soil in wﬂich psyhhiatry thrives,

In the disgufse‘of:énothéf ée}viée, the diagnosis, treatmént'and prevention
. qf mental illness, the "mental health' teams serve as trouble shoote}s to
assist the school in its desperate plight. These teams supply “personal
attention to problem students while the remainder of the student budy must
be satisfied with the anonymity of the large classroom. They assist in-
&ecisive school administrators in the selection and desel;ction of students,
'They_provide "scientific" criteria for evaluating the student as a person
to replace the obsolete standards wHich lack stature in.a technological
'sgﬁiety. The;.gthnicize aﬁd refoém students.by employing social power
disquised as benevolént medical trea&mqu: no small consolation to schools
which recognize the negessity to use social power but are unwilling to use
it openly. Finally, as cadres of character deygIOpment specialists, they
guide the bewildered school in all aspects of its task of preparing the

young for adult life.
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Psychiatry as _an instrument of education in_the schools.
The psychiatrist functions in the modern school primarily as an
instrument.of ethnicization and social-power. Three facts are responsible

for this. First, psychiat?is;s Gndeéd, all mental heélth workers) have

. generally. accepted and sought this as their primary social task. Second,

1fhe-schobl psychiatrist is emplé&ed and pSid By the school (and often

theréfore,by the state) and is therefore responsible primarily to the

school rather than to.the student. Third, the main func;}on of the school

... is to ethnicize and train the young for participation in adult life,

. This does not mean that the psychiatrist cannot or could not con-

' tribute to the education of students. However, he can.make such a contri-

-

bution in only two ways: as a therapist and as a social scientist. In

“both cases, certain conditions must prevail for this to be possible. As

a therapist, the psychiatrist must exercise no social power over the student.
He'must under no circumstances practice p;ycﬁiatr}c commitment; for if he
does, then the possibility that the student-patient may lose his freédom by
sa?ing«or:doing’the wrong thing_wi]] Hang jike:a pall.over the enti.re reiatioﬁ-
ship and inhibit free discussion. Also, the psthiaffist must practice
absolute confidentiality; this means he must communicate yiqb'nd one about
t he student, not even at the studeni’s‘requegt.. The possibility that’the
fherapist may have a beneficial as well as harmful effect on the student's
life will foster the suppression, repression and inhibiiion of thoughts and
actions which might Qork to the studént's digadvanfage. . | |
,OSecon&, the student must be éhé sole determinant of the'go;ls of theraé;‘

to the extent that these goals represent specific actions or arrangements he
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may make in his life. It is central to the very coricept of education
(as the term is defined here) that these actions or arrangements may be
judged-to'be deviant. This does not mean that the therapist.sanctions or
promotes deviance: it means that he retuses to function as an ethnicizer ”
or a policeman, Other social agents will functlon in these two roles and
if the patient chooses to be deviant it will be their responslblllty to
apprehend, punish or reform him. The therapist limits his social operations
to discussing the student's life with him. The usefulness of the psychiatrist
will therefore be measured by the stndent-patient rather than'by(the psy- |
chlatrlst or.soclety.. | | |
The discussions between the therapist and the patuent constltute a

certain kind of educatlonal enperuence. There are many accounts of the -
nature of (psychoanalytlc) psychotherapy but any account which is to be
relevant to schoollng must be phrased in socually relevant, ordinary language.
: In these terms, psychotherapy is an education’ in the creatior of auto-
biography. | . |

- Briefly stated there are four central elements to autoblographlcal
educatlon. Flrst, there must be 4 detalled unvestlgatlon of the |nd|v1dual’
history. " The significance of this investigation is that for man, hlstorlcal
‘events serve as precedents for contemporary behavior. To the extent that an
‘lndlv1dual is unaware of these precedents he is the victim of thelr automatlc
(unconsclous) influence, To the extent that they are conflicting, stereotyped
gand llmltlng,the lnd|V|dual's current behavior wull be conflictual, stereotyped
_ and inhlblted An awareness of one's history, to paraphrase Santayana, pro-

vides: the opportunity to set precedents (to act creatuvely) rather than to

follow them. (51) .n P o K ';':
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‘psychology to the understanding of man. (53,5#) The practncal uses of .

in whlch one operates, an awareness of the impact of other persons’ (including
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: posslbilities, Ilmltatlons and restrictions lnfluence ‘present cholces.
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Second, auto-biographical education elucidates the influences of

gresent context on behavnor. (52) The discovery of the situationai

context of behavior has perhaps been the most important contribution of
this dlscovery involves acqunrlng an awareness of the "cultural terrstory

the therapist), groups, ideas and social rules on personal conduct.
'The first two elements of educative psychotherapy involve the past
(hlstory) and the present (socual context) . The third involves the in-

fluence of the future on the present and the present on the future, " To-

gether, these three temporal perspeetives take into account the historical
and symbolic -nature of man for whom past, present and {uture are bound -
" to each other bn.action and meaning: his history is fixed and "determining"
yet it is created as his present choices recede into the past; and the |
anticipatdon of the future may mould his current actions, yet these actions

may alter the course of events to come. (s5)

ln educative psychotherapy one learns about the jnfluencesof the

future on the present in the sense that real or percelved opportunltles,

For |nstance, a mlddle-aged widow who sees no possibilities for rounding

out the.drama oh her life as a wife or mother may drift into lethargy and
inaction. (31 56) A negro chlld from a poor famlly may strlke out at
representatuves of a soc!ety whlch has dufferentlally obstructed opportunltnes
for him to participate in the "Amerlcan dream." (57) .

One function of the study of past, present and future is to gain an
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awareness of the manner in which they ﬁay restrict current choices so that
these restrictions may be counteracted when possible. This is the sense

in whlch educatlve psychotherapy is psychologlcally llberatlng. it aims

at maxumlz:ng self-control over the l|m|t|ng.conditions of behavior thus

increasing the range of possible 'uses" to which an |nd|V|dual may put
himself

However, there is more to education than liberation; there is also

the development of discipline which erables the enactment of choice, At

requires at least as much intelligence, talent and skill to make a personal

decision about one's life as it does to fix a.car, to paint a canvas or

to close a firancial deal.” In order to make intelligent personal decisions
- one must be free of intrusive habits, rigid precedents, dogmatic prejudices

and absolute maxims; one must also possess the capacity clearly to identify
. a problem, to assumllate relevant facts, to fonnulate posslble solutions

" and their consequences, to welgh the relative value of the various solutions

in terms of one's biography and to select a course of action without re-”

‘quiring assurance_about the.correctness of one's.choice‘or the certainty

of the outcome ., (25) _ A é

| "We have béen hypnotized by the modern "science" of personality into

believing that the correctness of personal decisions will be assured if

only the forces oi personality are properly balanced. lntelliqence is
_treated as if it were a naturally acqulred |ndwell|ng capaclty whsch is

won or lost at the moment when sperm and egg fuse rather than a sklll whlch
..can be learned and'nurtured or suppressed and extlnguished by,soclal influence

$

- and social power.
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" be theoretical and abstraot. 1t ‘involves, in the words of John Dewey,

bo, §77

Inteliigence is a social quality. Whatever social forces encourage

automatic responses, conformity to pre‘fv-mglcfed maxims, obedlence to

authorlty, repre55|on and |nh|b|t|on wall frustrate the deveIOpment of

intelligence. In this sense "rigid sociai tradltlons ‘a morallty of

absolute maxims an.' attitude of uncrltlcal obedience and the denial of

_the Opportunlty for personal encounter are the enemies of intelligence. (l 8)

This is the ineluctable contradiction of human existence which must be faced

~

by those who wish to foster both a strong moral consciousness and the

capacity for-critical intelligance.

*

The fourth element of auto-blographscal education is that it cannot
."Learniné to do by knowing and to know by doing.'" (59) This means that
.tne student must be permftted the freedom to know and to do. One cannot
master the influence on him of social forces.wnicn he cannot identify,
verbalize, examine and evaluate; nor can he master areas'of'behavior with
which he does not have direct experience, This does not imply that license
is ; requ{rement for fearning. ‘It -does imply fhat the°possibilitie§ for

education are maximized in an open society governed by rule of law in which

education and social control are clearly separated enterprlses. Conversely,

-

educational possibilities are reduced under totalitarian political conditions

and under conditions in which the educator functions prlmarlly as an ethai-

cizer and an agent cf social control.

This form of psychotherapy may thus be viewed as &n educational experience

by means of which an individual learns to apply the methods of science to

the problems of his personal conduct.'(BS) It is a ‘specialized response tc
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- moral standards which are determined by public policy versus the extent to

- the psychiatrisglshould'fuhctioq a§'a_§oéfai.s§ien
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the troubled individual of the modern age who dces not find traditional
moral guidelines to be satisfactory and who has not developed skills in
ahtOAdho;s chofce-making with which to replace them. -

This vien of educative psychotherapy suggests three relevant'queét}ons,

about the modern school., First, if an education in the creation of auto- .

-Bidgrapﬁy is useful to some, would it not be useful to all whe must Eppe

with the complexities of modern social Iife?'_ls it not possible to provide
this educative experience more broadly through schooling? Second, how is

it possible to reconcile the incompatible conditions for ethnicization and

education in the school since the former requires the use of social power

and the latter-requires the restraint of it? Third, how can this kind of .

~-

educative experience be incorporatéd into the school program?
When we de-medicalize the rhetoric of psychiatry it becomes apparent
thaf the ideal of “mental health" is actually an ideal of adult sdcial
functioning; and the ‘concern about éhe relat}onsﬁip of mental.h;alth to
the schools is actually a concern ggout the aims and methors 6f character

development in the school. The alpernativés posed are: The extent to which

the schools should function to develop character according to certain specific

which they should assist the individual.to develop flexible capacities for

choice-making and to guide his own conduct on the basis of his own autonomous

judgments. To the extent that the latter course is selected at all, then the

benefits of educational psychotherap9 should be qxténded beyond the private..

o ;onsu]ting'ropm and given.thé widest possible'distFibution. In this case, .

}ist, to study the problems

i
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‘of the individual in the modern world and to give this knowledge the
:Qidest possible distribution; |

. There are basic similarities between ethnlciiing psychotheraoy'and
- traditional education on the one hand and between educative psychotherapy
and progressive education on the other. Lessons learned aboot human nature
from osychotherapy may-have relevance to the schoo! situation and vice-versa.
For:instance, it has been learned that people who have not achitved a certain
degree of ethnicization are not candidates for (cannot engage in) educative
psychotherapy. (60) Simply stated this |mpl|es that an |nd|Vldual must be
ethnicized, he must have a minimum capacity to partucupate in socual llfe
. before he can be educated ‘before .he -can -engage in sophlstlcated reftnementsl
: of choice. This means that tradltuonal (ethnucuzung) and progressive )
(edUCatuve) schooling are not poised as. mutually exclusuve alternatlves._
:f.They represent an ancreasungly dufferentlated hlerarchy of development in
| _whuch the former is a prerequlslte for the latter.

The serious question therefore is not which to choose but whether or
‘:hot.an.educative experience will be provided'at all,‘jThe.malh tash.of_
.'ghlldhood is to learn to be a member of the culture in which ohe lives. No
matter how "spontaneous" a child's early experiencés may he, as long as he
grows up in a soclal°grouo he‘will not escape from being lnfluenced.by adults
‘whom he will'attempt to emulate,.please, anger and disobev. If the standards
of the adult are not made explicit, then the child will merely have to struggle |
. harder-to udentufy and re5pond to them, Nevertheless, he will learn the|r
:-language thelr customs, thelr prejudices, thenr taboos and their idols.

The learnlng of social skills |s inseparable from learning the partucular

* ethnlc context ln which they are used., Therefore, a degree of repression
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and inhibition‘always accompanies a child's learning of the fundamental
social skails of communication and social deportment. The chlld who
'deveIOps without repressnon and |nb|b|t|on will not be a socialized
" member of his community. He wull be unsocialized and 'inept or anti- _.
sociai and deviant. ln elther case his ability to engage in more compli-
cated social chonces wlll be crlppled -
The relationship between ethnicization and education is much like

.the reiatlonshlp between dsscapllne and creativity in scuence, art and
the crafts, : The scuentlst must be well trained in the theory and technlque
of his fieid before he can engage in |ndependent research; the artist must
first'discipiine himself in the use of his materials before'he ean eciploy
._‘then creatively;.anduthe navigator must first master the use of navigational
" equipment, the handling of vessels and the science of the seas before he
'rfcan sail to the port of his choice. In each case, the individual must learn
- the cababilities and Iimitations of his medium within the boundaries of
.nhich he functions, The discipline in these areas of iearning is simply a
.’more_speciaiized'vereion of the disciniine involved in.ethnicization. The
'medium of human conduct is the social transactuon,un whleH one must be’
- discipllned and skliied |n order to be able to exercuse his freedom and
creativity. (It shouid not be surprising therefore, that attempts to 'soften
the use of authority and discipline create more prbblems than they solve.
(61) ) e

. The ‘necessity of autnority and discipline for ethnicization has become
ttansformed into a norai virtue which is more often used adainst thetindividuai

in the service of the ideology of the state than it'is used in the service

of human development; ‘However, the problems'oi the.individuai in anomic,
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rapidly changing mass society suggest that learning the skills of
' autonomous cno'ce-maklng is also a nece551ty for his survival, forx
those who accept this nece551ty, the controversy between the tradutlonai i
+ and progressive theorles of schooilng should be transformed into one of
JLmulg, When is it appropriate to shlft the school experlence from one
whlch is primariiy ethnicizing to one whlch is primarily educative: i.e,,
at what point should the school relinquish its function as ethnicizer and
agént'of'social=cOntroi? | .
whether thlS should occur at the Junlor high, the high school or the
"coilege level is open for discussion, Certainly, if we wish our laws to
'.be relevant to our social‘infe; the age of majority should be'considered
to be the appropriate point of transformation. Prior to thlS point, the
school should function openly as an ethnicizer, employlng its socia! power
to '"brief'' the young in the rules of sociai.life. .Of course, preparation
“for the final goai of autonomy may be included in this phase of character
. deveIOpment JUSt as preparatlon for making complicated moves in chess may
be |hcluded in the iearnlng of -the rules governing the use .of chessmen.
However, it is |nev1table that ethnicization will aiso foster conflict,
repreSS|on, inhibition and self-doubt. = o
. A period of education or cultural "debriefing" should‘therefore follow,
The principles of educatlve psychotherapy permit us to specify the necessary
| cond:tions for this expernence. Ferst the school mus t exercise no social
power over . the student. This means the abandonment of the principle of
“"in. Toco parentis" yhnch literally continues the ethnicization (and in-

fantilization) of the young adult: The influence of. the power of the
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school on the learning process has been |nsufflc|ently studied (for obvuous
reasons) however, there is reason to believ:: that JUSt as the.socual power
of the parent fosters repressuon and lnhubutlon in the child, so the sociai
power -of the school also fosters these and therefore 1nterferes with its
alleged aim of encouraging free |nquary. Schoolnng is an extremely.personal
process no matter how bureaucratized and massified modern public education

has. become, The power exercised by teachers and school. officials over students

‘will have a dominating influence on their thought and action (either- in the

direction of conformity er rebellien); and efforts to master the influence
of social power wlll be overshadowed by the lnfluence of that power ltself

The laws of the land should be sufflclent to regujate the student's behavior,

- Attempts to supplement or evade these laws with administrative rules only

promotes ignorance and -disrespect for law.

| Second, the school which wishes to provlde educatlve experiences musr
cease serving commeq\?hl military governmental and socual |nterests by
maintaining surveillance and doss:ers on student conduct. Such a system
of spynng, let us call nt by |ts proper name, is a subt'e method for con~
trolling the student who wishes to enter these areas of llfe upon completion
of his career, These interests should be capable of evaluatnng prospectnve
employees without the aid of the school; and the student should be free to "
declde for himself that he wishes to be helped with his personal problems._'

- Third, at this pount in his llfe the student should be free to make |

his own livnng arrangements accordnng to hls personal preferences and styles

and sthect to the control only of legutnmate soclal authorrty. The school




should not regulate or judge his grooning, his personal associations,

. his sexual practices, his use of alcohol or drugs,.or any other aspect

of his behavior. Like the educative psychotherapist the school should

.llmlt its function to undoung repressnons and inhibitions: to refining

the student's perceptions of his life and expanding his capacltles to choose

and act. |
Fourth, the curriculum should be designed to provnde the student with

a commandlng perspectlve on h! social world The burden of this task of

. course, falls on the soclal.s!\ences and humanities; and the formulation of

such a!curriculum_is no.doubt the major task of educational research. li

it is to serue an educative function; such a prooram must have the same

intellectual orientation as educative psychotherapy, albeit on a cultural

rather than an auto-biographical level. o

‘First, it must be oriented to contemporary problems rather than to

faddist and abstract d|scipl|nary conventions. Second, it must provude an

S hlstorlcal orlentatlon to these problems (contemporary history.) Thls

serves tha same function as the investlgatlon of personai hlstory |n

e ]

educative psychotherapy: to provide an awareness of culturally conditioned
. influences on conduct. ;Third, it must conceptuallze contemporary problems
in terms of world |ssues, cultural context and social sutuatlon of the

“particular students involved in_their relationship to one another. Fourth,

. it must include ‘the: future dimensions of life by-providing an understanding
of the blologlcal basis of chosce and meanlng, the influence of soc|al
authorlty and socnal power on behavior and the appllcation of scientific

thinking to problems of conduct.

4, §97
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In its basic design such an educative program embodies the principles,
aims and ﬁethods of educative (psychoanalytic) psychotherap;. It fépresents
the bréadest poss:ble |mplementat|on of the prnncnples of mental health in
the school situation-in the sense that the ideal of mental health and the
.ideal of character deveIOpment both refer to the acqunsntlon of refined

self-know!edge and self-mastery of one's socnal perfonnance. (62) of course,

L 4

certain individuals may wish a more personal educative experience, but this

would constitute a suﬁplement and not a substitute for educative schooling.

P L

. : EPILOGUE

The social conditions which are responsible for the alienation of

modern .. = are also responsible for his freedom: the loss of community

]

" and primary affiliative structures and the rise-of the industrial democracy.

. The search for an antidote to alienation has:ofteq involved the organization
of social life under the dominion of the state and the collective. Although - |
social cohesion is no doubt increased at times by social power and social

authority, there is reason to.question whether the ha}mény énd°integéity
of qommunél life c;n be re;riéved by the exercisé of goyernment power in
a ﬁeterogeneoué, comp lex wéflé society. ‘There fé ro .doubt that.human
freedom can be éxtingui;hed by the use of that bower. |

We must not férget that the schools accomplish their task of forming
and:reforming character in part, by gﬁploying (state sanctioned) social ]
power, Tﬁé invasion of the'schpols‘by psychiatric "mental health teams' is
él;6 an instance of the use Af state sanctioned power to promﬁte soci;I

A

order, to ethnicizé the young and to buttress vénishing moral ideals. As
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" 1s to be expected in an age of science and humanism, this power is

disguised as scientifically grounded and humanistically motivated.

Power is power, and while it is necessary for rearing the youhg it should

"not pose for something other than it is. There are disadvantages to the
use of social power the most notable of which are the loss of freedom and
‘dignity and the inculcation of attitudes of obedience and slavishness.

.'Therefore, to be intelligently utilized that hower should be open and

recoghized rather than covert and disguised.
- One maJor antldote to the dlsruptlve effects of alienation is the
educatlonal experlence in which the lndlv1dual is |nformed of his predlcament

and is provided with the skills to function as a social unit in a complex

:soclety. Whlle it is evudent that this educatlon is becomlng uncreassngly

lhdlSpensable to the. lndIV|duaI, the reason for our fallure to provide |t
for hlm are also evident.

The transmission of moral values has long been conceived as one of

the main functions of the school. The failuré of a school to vigorously

.

indoctrinate iis students in prevailing moral values, or to prosecute deviance

from those values is often cited by citizens groups and government offlclals

- as subversive to social cohesion and social order. However. such |ndoctr|na-

'tioh, if pursued to the exclusion of a period of_&ebriefing,.willitend to

duplicate precisely those conditions which incapacitate the individual in

the'modern world: |t wlll make hlm the vnctum rather than the master of

- - the confllcts and dlsharmonles of hls culture, it will |nculcate repression

and inhlbltlon in critical areas of conduct and it will encourage an attitude
of unreflective obedjence to authoritative social influences..




" psychotherapy the aim is to eliminate the automatic, compulsive influence

. the adoptuon of SpeCIflC moral qualltles which are congenlal to social order

- in which case it is,iﬁcompatible with self-control and self-direotion: or

_case it is |ncompat|ble with maximum social order and securlty. The pursuit

‘the agent of society or the agent of the individual.

4y, 556

- The repugnance and opposition both to osychoanalysis and to '""educative"
chooling therefore, stem from a persistent commitment to traditjonal-. |
morality and from a commitment :to a meta-ethic of obedience (group values)
rather than to a meta-ethic of autonomous, inteiligent choice-making
(indiyidﬁal values.) This demonstrates that education, }n its basic

design, is not morally neutral: on the contrary, just as in analytic

of the super-ego on conduct, so in analytlc education the aim is to ellmnnate
the automatic, compulsive influence of cultural values and social power on

conduct.

'Thts is theopsychological dimension of the otd conflict between the
values and needs of the individual and the values and needs of society.
From-this point of view, education is potentially sociaily subversive in
that it involves a challenge to the aothor{ty of conventional soc}al ouide-

lines and it involves the development of the cagacntx for dlsobednence to

all that is sacred in the socnal order. ThlS confllct is both obscured and

lntensnfned by the rhetornc of mental health. Mental health enther represents |

it represents the capacity for self-control and self-direction, in which

of one or another of these themes is implied in the choice between tradltlonaf
and progressuve schoollng.. And the pursuit of one or the other of these

themes will indicate whether the;psychiatristgfgnctions'in the school as
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CITIZENSHIP OR CERTIFICATION

Thcmai Green

In the past eighty years or so of American history there have occurred.
at least two important transformations in the role and conception of schools
andfschooling. The rirst deueloped when the conception of educating the public
. became closely linked to public school education SO that the education of the
public tended to become coextensive with the conception of public schooling.
'.Jefferson argued that "if a nation expects to be free and ignorant in a state

+ of civilization, it expects what never was and never shall be," and this

remark is often taken to express the fundamental necessity upon which the American-

. -system of schooling rests, This basic axiom is one way of expressing the con-
viction that whatever else education way accomplish its fundamental purpose
'is political. Its most basic contribution is in the formation of a democratic
public: its most important goal, the development of citizens.- But not even in his
famoys proposal to the Virginia legislature did Jefferson express the belief

tbat formal schooling would become the primary instrument in the education of the
'publicf By way of public schooling, Jefferson proposed to offer three years of
grammar school for "every white child of the Commonwealth," more advanced
education for some promising ones, and free higher education for a very select
group, which he referred to as "the natural aristocracy." That is not as

extensive a proposal for public schooling as we might.expect from a man who

belieued so strongly in the political importance of educating the public,
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For Jefferson,.the wost fundamental function of education was defined in
relation to the formation of a civic body, But he clearly distinguished
between education and schooling. The basic skills transnitted thfough the
common érammar school were to be the.necessary prerequisites‘tather than the
definition of one's education. Thus schooling, toough necessary, was less
1mporteqt in.educating the.public than participation in the polity and the
eeonomy.. Politiqal'participation and a free press, these were the primary
means ofjeducatiog the public. Not even for the generatdon of Horace Mann
did the demand for dass'educetion impiy mass schooling over increasingly
extended periods of one's life. Schooling aﬁd education were not synonymous.
"Edocation" was the more eométehensive term and was tied directly to the

formation of a civic order.

In the same light consider the underlying function of education in the
American encouoter with. immigrant groups. The -"common school" undoubtedly
played a large role{in the process of assimilation. Mass education was
' required ?6 reduce the dangers of cultural pluralism. Thé function of the
common school vas, amnong other things, to tone down cultural differences and
equip the immigrant with an historical memory which would allow him to find
ﬂhis identity as an American, This educational goal was pursued tHrougb:many
kinds of schooling at marny age levels, but it was never understood t
require mass schooling over very extended pexiods of time.  The ptocess of
assimilation, .was aided moreover, even at the outset by the fact that par-

ticipation in the economy and the polity often required the immigrant to

L
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shed some of .nis distinctive behavior in favor of what uas. more functional
' .in American society. .And.so, not even in the process of assimiletion was

the mass education of the public iocused in mass schooling‘. It'was‘ cssumed

throughout that, quite apart from echooling, there were many

ways of securing an._educat'ion; many' agencies of education, and a.uariety

of paths to dignified adult status and full-fledged membership in the public

body. A 'richly diversified pattern of. educating the public was understood

. to exist and ‘schooling was but a small part of.it.

.
T ey s gk

The first significant shift in.these assumptions occurred, or at least
became evident, in the' first two decades of the present century. Dewey, for y
example, clearly recognized that education and schooling are not the same -

thing. He argued that all of life is educative in the sense that every

experience has.consequenc_es in developing habits and therefore in bringing
pattern to the release of human impulse in action. Some experiences, however,
can he miseducative because they tend to develop patterns of habit which

are res.tricting rather than liberating. They tend to minimize the subsequent
capacity of the child to respond appropriately to a changmg environment.
.The only proper solution, he thought, was to develop the habits of mtelhgence,
the habits of reflection which alone are sufficient to adjust the pattern

of human action to changing circumstances without limit. Education was

growth and whatever tended to limit the capacity to grow was miseducative.

" Dewey's complaint, was that many of the agencies of deliherate education
were not doing their Job. The process of industrialization had contributed

. to the decay of the family and the education of the church was either ineffective
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or inherently damaging in the process of developing people who would partic-
.ipate in a democratic society. Neither they nor the press, unions, neighbor-

hoods or shops were effective in-educating,properly. Some other institution

must take on their educative functions. It became almost a folk assumption

3 that this institution should be the schools It was Dewey's vieu not that the - 3
school played too large a role-in the education of the public, but that its
role was too narrow.' He did not deny that there were other forces for educa-

. tion, but he turned constantly to the school as the best hope ‘for assembling

the educational resources necessary for the preservation of a democratic

'public."

s

On this view it became increasingly difficult to separate the education of

the pubiic from the institutions of.public schooling. The function of schooling
was no less political in conception, nc less directed toward a civic ideal,

but the role of schooling in education vas greatly expanded. Jefferson's
assumptions concerning the political necessity of cducating the public were -
.retained, but in achieving those ends, the sphere of schoois and schooling

" was,_ greatly expanded. This represents a substantial shift in emphasis.

The second transformation in the conception of schooling is more radical.
It is also more recent, end for that reason alone is more difficult to define
end wili require more extensive exploration. ihe fundamental point is that
as.the role of schooling in the education of the public is expanded and insti-
tutional differentiation proceeds, it may turn out .that schoois_take on

not simply enlarged, but entirely different responsibilitiesc As their im-

portance grows, their actual social function may be transformed. As such a

change occurs moreover, it would not be unexpected if the course of social
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development would out-run the i@eolog& which is 1nteﬁded to provide';he
.ratidhaliiat}on for schools and schooling. The traditional rationhiiza;ion,_
tﬁough continually appealed to, would no lqnger reflect what actually is
. done in schools and th;ough schogling. It is pfecisely this ﬁind of trans-
formation that hés occurred in American schools and in American society. ‘At

least that i{s the thesis I wish to explore.

Lép ;s recogni;e, t; ﬁegin with, that education, wherever it is found is
hlways.concerneﬂ with tﬂreé fundamental functions. Education is always con-

" cerned with (1) socialization, (2) c&ltural transwissién, and (?) the develop-.
ment of sélf-identity.in‘the.iﬁdiviéual.' These functions,.of cqursé, overlap,
but I think it well to treat them as conéeptuallydistinct. . By “soqﬁalf
ization" 1 mean to focus on the structural .aspects-of society and the process

of inducting the young into the adult roles of the society structufally defined.

]

By "cultural transmission" I mean to emphasize the value component of sqcieéy
and.tyg process of learning, adopting, and adapting the beliefs and values
which provide some'ratfonalization for the social noéms_aﬁd_pracqices whi@h'
.thf:child learns. _By "the devglopment of personal identity", I mean to focus
_upen two funﬂamenfal bﬁt discf&minable requirements of educaﬁioh. The firsc
is the demand for some éaaningful-particip;tional roles in a contemporéry com=
munity, and the second i§ the necessity for a.sensé of identity in some his-
. torical community. It seems to me a prpposition in no need of éemonstratioq
that schools, whérever'they exist should be the institutions through wﬁich
society seeks deliberatéiy to'aavance the social functions of eéucation. That
is to séy.simply.thgt_schools should be educational institu;ion;.,_Wbatever_their .

réle may be, it must be defired in relation to these purposes of education.
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The scope of formal schooling was relatively slight in the mind of Jefferson
and was not greatly enlarged in the assimilation of ethnic minorities ‘because
..'the social functions of education could be'satisfied in other ways than by
formal schooling. The process of socialization did not require extensive
schooling; Adult roles in the polity and the economy were readily accessable
through other means. They were accessible to those with cormon or elementary
education. .Seli-identity throdgh some vocation could be achieved without
extensive formal preparation and cultural transmission, being Erequentlv
regional and ethnic, was accomplished through a myriad of local arrangements,
“folk clubs, trade associations, Sunday schools, and national celébrations

such as Independence Day. Extensive schooling is simply unnecessary in such

a society in order to satisfy the functions of education.

But we no.longer have that kind of society. We are passing from an
industrial to a technological society, from a rural to an urban society, and
from an indiv1dualist1c to.a corporate and highly organized society. The
process of socialization is-different; The role of cultural transmission
does.not occur with the same.clarity and the path.to a clear historical and
meaningful contemporary.identity is not as easy. Now the adult social roles
defined in the economy and the polity are heavily loaded with technical pre-

_requisites, and the satisfaction cof those prerequisites.requires.extensive
schooling. Consider an example, which is in many ways paradigmatic. Not
long'ago Governor Rockefeller vetoed an act of the New lork State legislature
which would require a college degree as.a prerequisite for certification as

. . ¢
& mortician in New York State. Had he allowed the act to become law, then
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access to the position of mortician in New York State would have been un- _

available to anyone éxceft through Schobling. Agein, it was at one Eimé

possible for a farmer, for examplé, to "read law" under an.attorney'hnd
then through examination, gain adnission to the Bar. .Abraham Lincoln did
not have ; law degéee. Tﬁat was nst then the nofmai méthod of becéming

. @n attorney. He read law as a clerk.” This path for entrance into the

- profession is now virtually closed. ‘""Reading law" n=~ sakes the form

:.6f schooling undertaken in pursuit of a Ia? degree. Most law clerks, .

a virtually vanishihg breed, mmst.pdf have law aegrees; Schooling is

becoming an increasingly pervasive path in the process of socialization..

. Not eéeh'by joining the2 Army can one -avoid the necessity for schooling as
the means of gaining access to adult social roles in Amgfican society.
The point I.wish to stress is that under these conditions, the actual
soc?al functions of schooling became transformed. Schooling was an important '
 part o% the pfocess of éeveloping-a democ;atic §ociety,.bﬁt_1t.was:on1y_a,pargt
one among many alternatiye paths to adult soclal roles. low it has become
.very nearly the sole path for gaining access go full-fiedgediadult ﬁember-
.ship in American soc#ety: The result is that the schools have had to assume
a heavier burden of certain functions which heretofore were ;ccdmplished in
_'oﬁher:ways. Schools have had to assume a heayier share in thé‘tgsk of certi-
: fyiné, sbrt%ng and éele;ting; the self-conscious érocess of determining who.
will assume which kinds of positions in the work forée and vhich will receive

 which forms of subsequent education.
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" The. impact of this chﬁnge is perhaps most vividly seen in the so-called
"drop-out problem." It seems to me a scbering fact gh;t’;riSr té 1950 éhere
.‘Qas no drop-out problem in the séhools of thié caqntr&, n&t because everyone
finished “welve yéars of school but becauéé we did not def;né the failure to
do so as a problem, There were youngsters whe left the formal school systém,
but we did not view.this as a serious matter because there were other ways
- availaﬁlé for a person to déveiOp his pdwers and to demonstrate his capacitieé.
A.drop-oup froi'échocl &id ;ot mean in any sense a drop-out from society. .The
term "Qrgp-outf is a fairly recent addition to the'vocabulary of educaéion. It
~ does not re;iect aA increase in:the numb;r of youngsfers ﬁho fail to finish
. high-school. In fact the proportion of students who fail to finish twelve years
of schpoi is probably- less now than ever before. The use of the term to designate'

an important social problem reflects a profound shift in our conception of

.schooldng and in cur understanding of the social functions of the schools.

The "drop-out" problem can become a problem only if we adopt the view that the
fundamenfal function.9£ schooling.is to meet the "man-power needs® of the
.economic and militéry institutions of our sbciefy. The failure of students

. to complete their education throuéh high school did nog, in fact, become de-
fined as a protlem until the scﬁool system begaﬁ to be éidely'vieWéd in this way..
In short; the growing authority of the schools to perform the function of certi-
.fyihg and sorting has .transformed a drop-out from schoo} into a dropro;t from;

| society. Failure in schéol has become one ﬁay in which society has learned

.to say to many young people that they are simply.no.good.

The important point, however, is that the schools have been made to

s .
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. assume a greater share of the task of certifying, sortins and selecting.

The point is not that this is a new function in American society. What is

.new is that the task is so heavily bound up with the powers of schools and

schooling. It is equally important, however, that this change in the
function of schooling has carried with it corresponding changefin the assump-
tions within which we tend to understand the purpose of schooling. An emphasis

upon the certifying function has led to a deemphasis on the political function.

L]

" The purposes of schooling have tended to be defined less in relation to the
. . formation of a oody_politic,fless_in relation to a divic ideal, and more in

7--re1ation to the "manpower" demands of our economic and military institutionms.

In short, if there is some tension between the idea of schooling for citizen-

"ship and schooling for certification, then in American schools, we have

tended to move away from the former in favor of the latter. This constitutes

T a trully radical departure from the assumptions about the function of schools

held either by Jefferson or by the.leaders of the Progressive Movement such

as Dewef.' It means in effect that the4connection between.public schooling

P
ﬂ -
C / T . e
It might be argued that I have provided a distorted view of the trans-

formation of the role of American schools., If the schools have had to assume

a heavier share in the tasks of certifying, sorting, and selecting'andla lesser

chare in educating a public, that is due simply to a transformation in tHe
economic structure of American society, That is a consequence of the schools

reacting appropriately to'a transforming Job structure in society. The
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. : number. of uﬁék111e4 jobs"1§ declining. .Increasingly.the available adult
roles require technical skills aqd these can be acquired ;nly thébuéh séhool-
-.1ng, and schooling, mbfeover, carried on over.expanding p;riods o% time,
Hence, schooling through high school is.a necessity, not because the schools
have made it so, but because the nature of the economy quite objectively’
viewed has madé it §0. | .

No doubt these observations are true in some sense and to some extent.

But the vital question is "In what sense and to what extent are they true?"
It is doubtless true that our society requires more education in order.for
people to effectively participate 1n'1§;, But where is the connection between

that fact and the conclusion that it must require more formal schooling? The

fact is that there is not and in principle, cannot be any close correlaéion'
. between the actual technical skills acquired-through school and the specific
._ technical prerequisite for any particular.job; There cannot be any very
‘close,relatipn between éhe skills required %6r a particular job and a high
~ school or college diploma. Im fact, what ‘is increasingly reQuiréd in American
..soéiety is a diploma, a proper note of certiiication and not a particular set
: ;f capacities 3e§e10ped:in school. And what that diploma attests éo in fact
is not a specifié set of abilities but a.c;rtain measure of depeqdability,
acquiescence and plasticity of personality -- the capacity to take directions
. and to be punctual. These ére important qualities to develop for pérticipafiop.
in the econem}, and a diploma or cergificate £rog a school is evidence that

they have been developed. But this, which the schools do certify is not a

.. mew thing. It ddeé'not result from the increasingly teqhniéal preprquisices

for jobs in American society,




TFG-1 703

Whether the actual fulfillment of adult roles in modern America in fact needs
to require more extended schocling is a highly debatable point. It seems to

me doubtful. But the fact is that many people believe it to be true, and

~ 4f they believe it to be true, however erroneously, it wiil turn out structur-
ally to be so. If a garageman believes that a good mechanic must have a
high school diploma, or a banker that the duties of a teller require a college

educatidn, then thé fact that their beliefs are mistaken is no comfort to

a young person geeking a job without a diploma or degreg. He must return to

school got to acquire the necessary skills, but to acquire the certification

essential in order to gain access to a role where his skills can be displayed.
i The school in this sense fun;tiohs'as a sorting and certifying agency for

admission to adult roles, and this function of the schools is not a consequence

? . of the growing demand for technical skills in.the economy. It is a consequence

of the way in wﬁich we'ﬁave translated the demand for more zducation into a

demand for more schooling and have as a consequence transformed the role of
the school from an institution for the education and development of- a civic

Z, ~ body into a certifying agency for economic and military purposes.

Th}s then is thé secoﬁa.and more radical transformation in the conception
'6f schools and schooling. We began with the assumption that the education of
. the public was essential be;ause we are a democratic séciety. Schooling had
its role to pléy in this process, but the purpose of schaoling was defined
: p;iﬁariti iﬁ civic terms., fhen éhrough time the role of the school in the
“formation of the public was enlargeé though still related to a civip ideal.
Finally, Qe have managed to expand_the,¥ole of the public schools to a virtual

mondpol} 1n.determiﬂing access to adult roles in American society. In the
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process the ci.;ric function of the public schocls, their golitical role in the
education of the public has atrophied., This development and its signifdcance
may be ‘a consequence of other changes in our soc:.ety, mnore fundamental and
profound changes in the very concept:.on of the public and of pol:.tlcs. In
"view of these more fundamental ché.nges s it is an open question whether the

schools can really turn from a concern with certification to a more explicit

and forthright concern for citizenship.

The .idea tha.t schools and schooling. should be directed toward the:
formation of a public is a troublesome notion. Iﬁe concept of a public
or civic body, is one of those Gfruitful jdeas at the same time central to the
tradition of social thought and amenable to endle ss change. It is an idea
- both pregnant and equivocal. And so. when i.t is said that education must |
be a public affair, what public is it thet we lnave in mdnd? What do .we |
mean by "sublic"? |

The idea of a public is uroublesome, however, not only because it is
so slippery, but because it ha: recelved 50 little dlrect and sustamed -
attentlon. There a:z:e certa:.n resources upon Wthh to draz—f, but they are
perhaps most nota.ble for their inadequacy 1n modern America. There is,
 for example, the polis of Arlstotle, the space where the heads of families
met as equals under no other necessity than their commen agreement .to
speak and to sct. togetheru. The public in this sense was synonymous with .
& politier” body and n embership in it required part:.cipation in the affairs
| | of that body. Membershlp in it was ind:.stlngulshable from bemg a polltlca.l

agent and was 1ndispenaab1e to bemg a huma.n bemg. Aristotle s .famous
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pfinciple was not that man is by nature a sccial being, but that he is by
nature a .pclitical animal, nof that man is by. nature simply gregarious )
oz".thafc he" ha'p';:)'ens tc live in the presence of others, but that he is by nature
a nember of a civic bedy. The opposite of "public" in this sense would be

"non-political" rather than "private". Typically in the ancient world the

power' of the head, the patria potestas, was without limit. Rel'e.tions in

the family were, by definition, relations among unéguals, and so the affairs
of the family fell outside the public not because they were private, but

bectuse they wvere non-politicat. The public then was a political body and

| . education could be conceived in po othe.r contexﬁ than preparation for
- entrance into that body of "free .and equals”. It was natural that both

" Plato and Aristotle should deal. with education within' the context of a

concern for citizenship, and that they should see the exerc1se of citizenship

as 1nseparable from the cult:wat:.on of both civic and human arete. Educatn.on

was at once both. technical and moral and at the same time civic.

rl

Though the ancient polis remains for us a kind of haunting memory of

what we mn.ght mean by "the publlc ," nonetheless , it cannot constltute the

- model of what we mean by that word in dlscussn.ons of pubhc educatlon and

"public schools.' In the modern city, and certainly in the natlon s’cate 3

. to say nothmg of a world -wide ¢x regional "famlly of na.tn.ons " there is

precious little to remmd us of the public in the classn.c sense. Where

1s the res publica in a modern clty', in Chicago or New York for example?

‘ .Bot‘\ Plaw an:l Aristotle, as wsil as others in the anciént world recognized

that the polis must be small because it must be intimate and face to face.

Indeed that was the problem of Rome, how is it possible ’eo govern an empire
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" ‘on the model of the civitas? Such a public annot in prinéiple be expanded
beyond limits permitting a meeting of free and equals and a verbal exchz}ngé
anong f:hem.

The polis, insofar, as it pro\.rideS' one model for the meaning of "public,"
.is. more closely rela’cgd to a'publi'c defined by the concept of ébmmunity than
a pubJ:ic defiped by the concept of society. -

fhe model of societas is that of a social relation founded on contract,
a kind' of agreement, the result of will? serving sometimes the temporary and
someti:;les. thé more 'durab.;l.e .needs of men. A contractual fela.tion,however ’
is like a promise. It is something one can enter and from which, t.hefefore,
one 'can be a.bsolv.ed. The concept of society, or:societ.as, .v.ras frequently
based on the idea th.a.t Q\én'may .be.a bou;xd together by a'common" interest.
But, the word "interest" is a metaphore, a metaphore, moreover, which
beaut.:ifully belongs to the conception of {lic public as societas. For an
interestg, (g‘_._rlt_:g_zl g_§_1_:_) s understood literally is that which is ‘.between two
men. It may be understood as that which .in coming between them either
separates them or joins them. Between the North American continent and Europe
there stretéhes. the'Atldntip Ocean. Does it s'eg")arate _fhe ‘c.ontinents .or unite
them? It depends hpo'n one's point of view. From qﬁe per“si;c;n.ve the ocean
'is surely an'unclutﬁer.ed highway whicia connects the two. The poiht of view
of societas is th;at 6f séparafe_men who are bound t:'>ge'ther i:y a kind .of.common
interest or common fate. Buf:. that which unites them, which is_between them,

1s of a different order from kinship or blood, common religion or 1oné and

mutually acknowledged historical loyalties. These latter are .'more of the

nature of. communitas » for they bind men in a public, & bfothérhocd as opposed
to a partnership, even when their interests diverge. The poi:nt is Beauﬁimlly | *
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put by monnies when in Community and Society, he writes,

The theory of the Gesselschaft deals with the artificial
- construction of an aggregate of human beings which
superficially resembles the Gemeinschaft insofar as

the individuals live and dwell together peacefully.
However, in Gemeinschaft they remain essentially

united in spite of all separating factors, whereas in
Gesselschaft they are essentially separated in spite

of all uniting factors.+ -

N The classical polis does not provide a useful image out of which to

build a modern understanding.of'the "public." The dﬁcienﬁ res publica

is.nct much better. Both are essentially political conceptians and the
modern undérstaﬁding of publié is not. Tﬁe latter ferm,'moreover, callé

to mindliﬁe ;6n§épt£oﬁ of ‘the legal orgenization of the publip,'nameky,

the state, and that'is not what we mean by the public either. The notién

of a natiénal §ociety, with its hisé&riq relation to social contract
theory‘;nd the Roman societﬁs is to§ large and indefinite, too much connected
with the ide; of pélity and too likely to admit many publics in a society
without seriously coming to grips with the term “"public" at all.

If we are to understand-ﬁhe meaning of "public" in discussions of
"publig" education, "public" schools, and the education of the."public,"
'then‘part of whatxis needed ié some symbal of thé public adequate to express
and to evoke the needed';ocial commitment of our time. What we seek is some
‘fbrmulation of the idea of "public" so that through the process of education

men may find it beligvable,that they are :in some sense "united in spite of

all separating factors." In that respect, our understanding of a public

J . Community end Society. Charles Loomis jT and ed. (New York: Hafper
Torchbooks, 1L 963) Pg. 6l, -(Italics addeds. - , o
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must .be.ar some of the marks of Gemeinschaft or Communitas. Such a symbol |

cannot be dlscovered in the mere fact that from time to time we are prompted
.to associate with one another around some shared interest. Nor can it be
found, as c:.cero would have it, in some "common agreement concerning what
is right." The public must contain .dis.agreement._ An adeq\rate symbol
of putlie life must transcend mere irxterest. .

The kind of thing that is wanted is perhaps best dzsplayed in that
panoply of- symbols surround:.ng the Hebrew notion of "the people." When
the Bar Mitsvah declares "I am a Jew," there is ea’.led forth the memory
of a long history of belonging to a people or a public, -and that public
transcends differences 'of-interest, geographic boundaries, and economic
and political distinctions. But the important poir_lt about this illustration
is that what constitutes the public, what evokes its consciousness in people,
is not e shared interes-t or“an agreement about. vhat is good. It is a
common memory transmitted through 2 set of shared symbols adequate to‘ ' .
communicate that membership. And what is even more imf)ortant, this conception
of a pu.blic does not .es.tablish any solid division oetw_een Wwhat is public and
what is private. Membership in a publie in the Hebraic sense is not set
* over against membership in a family. It is in no T;:ay confined to political
- e.f.fairs or civic affairs ,..yet it leads to participation in the shared life of
‘.a people.
. That is the kind of thing we see in the Hebrew notion of "the people."
It suggests that what is required for the education of the public is some
conception of ‘the public and some way of conununicatihg that concettion =

that the public is seen to extend back into the past end forward into the

future., This is simply to say that one of the functions of educating the
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_ p?blic is to assist in forming a self-identity not only through participation
in a conﬂemﬁd;éry community but also through memory of some histétical com-
munity. This is one of the Qecisiﬁe points at which the soci;i function

of certification obfugcates the educational issues; for when it is the
primary:fuﬁétion of'schooié to sort:and certify, fhey must be concerned with
modernitj above all else, and the necessity to fbrﬁ the kind of memory which
. establishes a person in some public is -likely to go not only unrealized but
even nnrgcognized, : .

There ére; of’cdurse, alternative ways of understanding the idea of a
public, approaches which rely less than the.berew;view on the effects of a
common history and shared mythology. Perhaps the m&st sustained and direct
‘attack on the idea of the public is to be found in that most-neglected of

all Dewey's writings, The Public and Its Problems. There he set out directly

to answer the question "What do we mean by the Public?" His answer rests
neither upon the ideé of a common interesf, noxr upon the idea.of contract,
Neitﬁer'does he suggest that the existence of a gublic stgmé from ﬁhe
existence of a state or from the way the state is organized. Hb'ﬁoinfs out
'1nstgad that,amoﬁg'the transacfiong which occur arniong men therehare some
- whose effects d§ not gxtgdd beyond theilives of those immediately.engaged, but
-there are others whose consequences reach far beyond those immediately concerned.
. Here is the germ of the distincﬁipq between public and private. In the latter
case, whéﬂ the.consequences-of'an act go'f&r bé&ond'ihbse directiyﬁcéncerned
“then it takes on a public character, whether, as he puts it, "The conversation

- be carried on by a king and his prime minister or by Ca@aline and a fellow

. <., - - PY
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conspiritor or by merchants planning to monopolize a market." 2 A
. public then is constituted by all those who are in fact efi_‘ected for good
,or ill by actions. Dewey says, "Those indirectly and serlously afi‘ected...
form a group dlstmctlve enough to deserve a name.. ‘The name selected is
The - Public."3

This view has several consequences. In the first place, it follows
that.the .e_}_cistence of .a public is a question of fact. It js not something
which needs forming as much a.s it simply needs recogniziné. There are at
- least 1;wo ways ir; Which a public may fail to be recognized. In the first
Pplace, it may fail in eelf-rccognition. F.or example, those yzhose lives will
be serio_usly affected by the loca.t.ion of a‘school may'b-e un'a;rare not only of
how the decision will influence them, but of the fact that it may touch them
at all. Hence they may. remain an 1ncohate ‘'public, lacking self-consclousness.
They are, according to Dewey, a public, onetheless, and potentla.]_ly an artl-
culete public. On the other hand, a publlc may fail to be recognized by those
wixo are, resporis1ble for acting. Hence, the school autholjltles may fail to
recognize who is touched by tﬁeir actions or tliey may 'simpiy 'ignore 'then;.
This is a fairly accurate descrlptlon of the relation between the public and
school officials dunng the recent controversms in New Ycrk over the cont*'ol
of I. S, 201 and P. S. 36-125. What was for a long time an incohate public in

Harlem has become .wha.t, Dewey calls a concerned public. But the decisions of

“the school authorities often appear to be made without reference to that-

- 2. John Dewey. The Public and Its Problems, (New York' Henry Holt and Co.
: 1927), p. 13. ,
3‘10 Iblde, p. 35
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concerned public. Public decisions are then seen as removed from the public, B
as-in no way express:we of the concerns of the effected public. In any
case, the point is that a public is defined by the actua.l consequences' of -
actions taken. A concerned public .e.rises when people are aware of the con- .
sequences of those actions.

In the second place, Dewey s view implies that there are many publics.
Presumab]y, there are as many publics as there are consequential issues
'calling for action. Here it should be observed that a public in Dewey's
- sense is not confined to people who have a common interest, or the ‘s_a__m_e;
Interest in some issnes; A public contains people who he.ve divergent or even

conflict:mg interests. Hence, the public defined in ‘many- current school .

" econtroversies such as those so publicized in New York City, 1nc1udes not only

parents and children, but. teachers and other _professionals, political repre- '

sentatives, busmess associates and many others who see their interests as
divergent and who. are differently persuaded. The fundamental political

task is to bring into some comprehensive whole not only the diversity within

L 4

_each such public, but between various publics which may come 1nto existence.

. From within this framework of thought, there are important things that

can be said about educating,  fhe public and education for public participation.
To begin with, the existence of a public ,- is for Dewey a matter of i‘a_.ct and

not a result of education. But what isuoften needed is the transformation :of
an incohate public into a concerned and articulate public. That does require
education. One must learn how it is that decisions do touch one's life.

If we were to introduce & .distinction of GilberhaRyle's between "enowing how".

and "knowing that," between skills and information, then we can say that the




SRR R " I A A

TFG-28 /2
creation of a concerned public requires a great many kinds of "knowing that" --
k.nowiné that -j.s'uch and such decisions are pending, that.they are likely to
have such and such consequences ’ they they are likely to be made by sucn
and such persons or ofﬁces R that orie has certain rights to information relevent |
to these decisions and so forth. But participation in a concerned public
is also likely to require many kinds of knowing how-- knowing. how to exercise
. one's rights, how to make information widely available, how to influence those

in authonty, how to conduct meetings, how to contact allies, and so forth.

" The point is that education of that kind of public for that kmd of public

is heavily laden with instruction in the exercise of skills. For preparation
for citizenship 1t may become less important to be right and more mportant
to be effective. It may be that the good man is not in ciemand if he be good
for nothing; In short eoucation of the public tends to more closely resemble
technical education, civic action becomes tied to a kind of technical reason,
and civic proble;ns to technical problems.

| It is impossible to stress too much how extensive a transformation

these remarks imply.for tracitional American views of civic and moral
education. Within Western moral theory, there have been three fundamental
metaphores which have tended to guide our understanding of moral education.
Gn the one hand, there has been the image of man the giver of law, the legislator.
From that perspectiue the basic moral question has been "What is right?* That
is the central question in the theory of duty. The second metaphore has - been
the image' ofman as the searcher for and creator of value.' From this point

of view the crucial question is always, "What is the good for men?" This

‘was the basic question which guided the utilitarians of the nineteenth century
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1 Greek ethics. It is the view of moral theory which takes as fundamental
the problem oif value., The third gu-iding metaphore has been the image of man
the artist, and frorn this view, the crucial question in the morajl life is not
vhat is right or what is good, but what is fitting. This is the central
focus of the moral sense theorists and is a strong element in the Greek
.conception of hamartia, the notion that life is an art, that it requires the
cultivation of techne or skill. These are quibe distinct though related
approaches to .the .topics of ethical 'theory.

.The American experience, however, 'has_. been strongly influenced by
the character of life in the New England town and on the frontier. The

prevailing moral understandlng has been strongly shaped by religious tradition

and in partlcular " .by Puritan influence with 1ts strong focus

on the theory of duty, and a correspondmg reject:.on of a life based upon
prudence alone, In short, the focus has, for the most part, been on what is
rlght and good , and relatlvely less upon what is prudentlal]y wise, effectlve,
and efflclent. But in the vorld of modern Amerlca, more hlghly organlzed ’
more urban, more technologica]ly oriented, it may be precisely these later
features which must count most heavily. "In the sett1ng of urban life, 1t
._can easily turn out that the most fundamental moral and civ:Lc quest:.on is

no longer what is right or good but ¥hat is happening, what is happenmg to
one s nelghbor and to one's self and how, by what techne, somethmng can bé

done about it. One's duties -to::neighbor may be unchanged, but the context

in which they are discharged is greatly changed. They are more likely to be

to searcb for the underlying brinciple of value. It is also a strong element

TS T AT
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referred to as the business of some institution, some agency, or scme public

t

. body,. such as the police » hospitals, schools, or churches. To discharge one's
duties to neighbor in this sense becomes much more a matter of skill and

efficiency. The moral agent becomes much more the pnblic agent. He becomes

a man with a particualr set of. skills, the man who is able fo "reed the signs of
the times," determine what is happening, wh.a;t.: can be done about it and by what |
means, when actlon can te taken and when it cannot, and m.th what permanent

| and wha.t temporary gams. This is a much stronger element of prudence,

effectlvemess and pubhc involvement than Americans have been accustomed to

assoclate w:.th the conceptlon of a moral agent. It is a view strongly
reminisent of the trad:.tlcnal morel metaphore of man as an artist, but 11:
- would be better in the American context to view it as the model of man the
technnloglst | .
e The prplsl_em is too difficult to deal with in detail within the limits
of this essay, but one might hypothesize nonetheless, that it is precisely
this tr%nsforma.tron in the soc:.al gontext of CIVJ.C and moral a.ctlon which has |,
€0 tapcriantin the pcdern wnld, T s ag cartfen G vk i Lt Eenling 13 pands Ao
xnade the concert of respons1b111tm1n the western tradltn.on ‘of moral thought. Ac ._'.'_,,5, b
.As far as I can de{;ermlne, there are only two paragraphs in all of Aristotle's
writings vhich deal with the idea, and those have to do with the problem
of identifying the conditions for free choice. . They do not deal with
responsibility in the sense in which moderns understand it. As far as I am
gbie - to determine, the term-itself, or its eeuivalent does not figure at all
in any of the wrltings of classical moralists. One will search in vain for
any' ‘treatment of the idea in the utilitarians of the nineteenth century.

In Durkheim's lectures ‘on moral education, in many reSpeéts the most mature T

expressicn of his thought; the idea of responsibility does not enter at all
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as a fundamental category of moral conscience. The .id.ea of duty is the_.re,

but that is not quite what 1s meant by the modern "ethic of responsihility."

To the best of my knowledge the notlon that "responsmllity" nght be placed
along side the concepts of right,” "good" and "fitting" as a fundemental moral
- category is a distinctly twentieth century idea.

As far as I can determine, Richard Neibuhr's book, The Resvonsible

Self is the first major work of maral theory to make the moral '
concept of responslblllty more fundamental even than the 1deas of the right,

~ the good, and the fitting. He understands respon51b111ty.to be gquite liferally |
the agbility to respond to what is happenmg in a public network of relations.
His thought is based upon the ideas of George Herbert Mead, but the significance
of his work is that he interprets moral behavior in the context of 2 public
in the modern sense and sees the moral agent e.s possessing a certain kind of
civic skill. He sees the responsible self as a kind of moral technologist,
the possessor of a technical conscience s ho different in kind, howev"er, in
his pubiic and private life. The responS1b1e self is able to respond to acts
of love and 1nt1macy and return them as well as he is a.ble to respond to the

' acts of public offlclals on public questions. };elbuhr 's conception of the
respon51b1e self is the conception of a man who 11ves and acts wlthm a
public in the sense in which Dewey intended, and yet it is not a view of xnor'al
agency which sets up any hard and fast dichotomy between the social skills
required in public life and the capacity to respond in the intimacy of one's
private associations.

Such an appro‘ach'to the nature of civic education might provide a

means of preserving the unity of the Hebrew view between public role and private

life. It is heavily laden with the political connotations so central in '
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the classical view of the public. It also places a prémium on the cultivation

'_of the necessary social skills which are so funétional a requireinent for life

in modern urban societies. But the sphere of 1nt1macy is very limited in the .
urban settmg, and the social skills essential for participation in the publ:Lc .

mey nonetheless be exercised in relation to a narrowly circumscribed image of

- who is one's neighbor. What is at the same time crucial and also ommited

from these suggestn.ons is any means of representmg and communicating in the
pmcess of education the kmd of soclal comm1tment wh:.ch transcends temnorary
interests and 1s the basis for a soclal concern that extends beyond one's
immediate pubhc in Dewey' S sense. In short, the education of a public
requires an image of the solidarity of men in a public sufficient to evoke

a sociai commitment of the suburbanite in the solution of the’ problems in the
city, and a social commitment of the rich to the. poor, of the religiously
diverse to the service of those who do not sha're their .peculie.r history or
their uniquely défined community. What is demanded for the modern education
of the pubhc is a symbol of the social commtment S0 necessary in our day,

a vivid mage of how it is that we are umted in’ spn.te of all d:nns:.ons ’

" & conception of the public which bears the marks of communitas in the midst

of urbe.n teohnologio.al society but which at the same time does not involve
us in the nostalgic retnrn to the small, speciallly limited community of New
England or the frontier.

It does not seem to me in any sense obvious that this gosl is e,tta:'fn-

able in a societj whose schools are structurally and culturally devoted to

the task of selecting, cei'tifying and'sorting. The social skills essential

for participation in t'ne ‘public might well be strengthened in sn_ch & system
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of schools, because such schools, place a premium on the capacity of the student
.to learn to teke.the long view and to manipulate the school .establishment (o)

as to get the "proper certification." But it is extremely doubtful, in my

mind at least, that such a school system can'properly turn its aftention

f " to assist young people in interpreting their lives, end to vividly transmit
- the neeesea:y civic mythology essential for the fbrmation of a public. If
there.is Some tension between certification and citizenship as the fundamental

- function of educat1on it must be most poignantly evident 1n the sbruggles of

Yyoung and old a11ke to meaningfully interpret their lives and thelr place ;-

with others_ln.some kind of public. In this sense, the most fundamental

prohlem of modern education is anthropological in the classic sense.

-




