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INTRODUCTION

In volume ono of this series of background papers to the House
Select Subcommittee on Education of the Education and Labor Com-
mittee hearings on the proposal to create a National Institute of
Education, there were published a series of essays on the record and
problems of Federal educational research. In this volume that series
continues.

_Here, however, the essays are more than a catalog of subjects for
research and reports on work that has been done. One of the most
important tasks in education is the continual redefinition of purpose,
and this is a fiekl in which there can be significant disagreement.

Two essays reprinted here make this point acutely vivid. Walter
Karp, a philosophical young New York editor, maintains with fero-
cious directness that since the foundinAr of the American Republic
education has strayed fiom the ideal of "education for free men," a
theme echoed by Ivan Illich in his paper "The Breakdown of Schools:
A Pmblem 01,9 Symptom ?"

Whether one shares the views of these writers or not, one must
recognize in their writing a. conviction which represents a strong
challenge to define satisfactorily what ar e. our goals.

Kenneth E. Boulding, in an address to the American Educational
Research Association reprinted here, inquires whether the "schooling
industry" is a pathological sector of our economy. Pointing to the rise
in the costs of education, the problematical nature of its benefits and
the consequent difficulty in knowing what processes are cost effective
by what standards, Boulding outlines issues which will be the grist
for much hard thought for years to come.

David Reisman, a Harvard sociologist. is equally ivide-tanging in
his paper adapted from his recent Festschrift to Erich Fromm. Taking
Fromm's psychological work as his guide, Reisman explores the wide
array of criticisms made of American higher education, and some of
the solutions being tried at the moment and weights these alternatives.

All these papers have considered American education philosoph-
i cal 1 y, looking to aims and I:onsidering whether the forms and tech-
niques of education are in fact suited to thmi aims.

In his contribution Prof. Forest Harrison of Claremont Graduate
School compares American education at the elementary level with
that of five other countries and assesses the ability of each educational
system to proykle equal learning opporemiities regiiLes of holm)
background or learning ability.

Harrison's intercultural assessment of educational opportunity
leads us miturally to consider another manifestation of intercultural
education, our own mulfiplicity of cultures in the schools. The gulf of
opportunity between white and black Americans has narrowed in the
past decade, but for all of this it is nonetheless an urffent subject for
our study, particularly to the extent that errors of omission or commis-
sion in our schools may contribute to that gulf. Paul and Happie

(V)
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VI

Byers contribute the results of their most. interesting study of the dif-
ferences in communication styles between white and black children
and draw sonie conclusions in the form of suggestions for working as-
sumptions in our schools. Steven and Joan Baratz, examine the
underlying assumptions of intervention programs that tacitly label
Negro behavior as pathological and suggest that failure to recognize
and utilize existing cultural forms of the lower class black community
dooms such programs to failure.

Following are papers by Susan W. Gray and Michael Lewis who
report their views and research results in very early childhood pro-
grams. Norman D. Kurland gives a graphic report on innovative
planning that. failed and innovative planning that seems on its way
to success in the New York State educational system.

Robert Weber brings a State official's viewpoint to his overview of
proposals for advancing accountability in education, and Geoffrey
Castonl the Joint Secretary of the English Schools Council, writes
about the aims and methods of the organization in which he works.

Because the relationship of scientific research to governmental policy
is often a most difficult problem, volume II closes with a thoughtful
essay on jtu-A that subject, Sheldon White's "Human Research and
Human Affairs." I feel that his paper lends depth to our thinking
about the purpose and pmeess not just of education but of the scientific
knowledge base upon which it. must rest.

JotrY BRADEmns,
Chahman, Select Subcommittee on Education.



PURPOSE AND PROCESS: READINGS IN
EDUCATIONAL RESEARCH AND DEVELOPMENT

FREE SCHOOLS AND FREE MEN

By WALTER KARP

Miseducating children in our schools is not. a difficult task but it
raises large and difficult questions about American education.

In the black ghetto elementary schools of a certain large e,astern
city new teachers are. warned by their superiors that they will be
judged by how well they keep order in their classrooms. This warn-
ing, which is not given once but. underscored in innumerable ways,
achieves two significant results with notable efficiency. It subtly in-
forms the teacher that his students arc not expected to learn, and it
turns the children into the teacher's enemy, for unruliness is presented
as a direct threat to the teacher's job. Conditions of fear and an-
thorized failure are created and under these conditions ghetto school-
ing proceeds, while educational spokesmen inform us that black chil-
dren fail to "achieve" in school because of the "socioeconomic" handi-
caps of their ghetto backgrounds.

Miseducation is scarcely confined to black ghetto schools. In the same
city's schools, middle class white children are frequently told, for ex-
ample, that their misdeeds are indelibly recorded in "the permanent
records," an archive which will follow them through life and be con-
sulted by officialdom when they later apply for colleges or jobs. Snch
warnings about the permanent records (to alter by one jot or tittle,
children are reminded, is a. major felony) provides impressionable
nine-year olds with an awesome picture of the adult. world : a sort of
universal bureaucracy leading from the highest authorities to one's
third grade teacher, which inexorably rewards and punishes on the
basis of imperisliable dossiers.

The question raised by these two examples is why? Why should
ghetto school prineipals deliberately put obstacles in the path of their
young charges? Why should teachers try to cow young children with
a slave's picture of the world they will one day enter, ostensibly as
free citizens?

That edumtors might. deliberately and systematically miseducate
childrenand the two examples merely suggest the range and snbtlety
of prevailing misedncationis difficult for many people to accept.
Yet consider the ramifications of just these two examples. The first
shows ghetto school managers instilling mutual fear between chil-
dren and teachers, while relieving their staffs of responsibility for
their resulting failure to teach. Is this pernicious practice exposed by
educational leaders, by state conunissions of education, by teachers
unions, professional associations, by the U.S. Commissioner of Educa-
tion? Far from it.

(1)
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To explain the failure of ghetto children to "achieve " which fre-
quently means failure, to achieve literacy, our educators 'lave recently
been propagat ing a new theory of educational sociology, to wit: that
a black child finds it difficult to learn how to read (although he found
it easy enough to learn how to speak, a far more intricate task) be-
cause of factors in his "socioeconomic" background. Instead of
blaming the schools for their failures, they lay the blame for the
schools failnres on the children they fail. The ghetto school manageN
are held to be equally blameless by more "radical" educators who
declare that there is no chance whatever for black children ill school
until "social justice" is establishedin effect defending the status quo
while calling for the millennimn.

This is not all by any means. The recent sociological explanation for
he academic failures of poor and black children was fommtlated. in-
terestingly enough, soon after a former explanation had fallen into
disrepute. This was the explanation provided by the IQ tests, which
beginnimr in the 1920's purportedly measured the genetic endowment
of- educaGility in every child and proved mitil 1951. that perhaps lialf
the school population (including the poorer and darker-skiimed pa 11-,)
were biologically incapable of ever learning much in school. In 1957,
however, Russia, sent up its Sputnik; government officials hotly de-
manded that our schools produce more scientists, engineers, and mathe-
maticians. The increment had to draw on that portion of the sehool
population hitherto deemed biologieally incapable of learning even a
vapid academic program in high school (as late. as 1955 official educa-
tional circks were debating whether as much as 20 per cent of the
high school population was "gifted" enough to learn even one physical
sci(nce). Since the nation's needs came first, the educators had to shelve
the IQ results as quietly as possible. Overnight hundreds of thousands
of formerly "stupid" boys and girls becanw "college material." tn-
fortunately this made the educators' judgment about who can and who
cannot be educated look exceedingly arbitrary indeed; for the IQ. after
Sputnik, was no longer convincing. To replace it the new sociological
rules of educability were coined to account for the considerable number
of poor and black children who were still not being educated.

Nor is this all. When the educators. after some initial confusion,
worked out this educational sociology. the .federal government stepped
in with its enormous authority, infhwnce, and financial resources to
mulerwrite it. This is what the contemporary Head Start awl Follow
Through prorrrams are : billion dollar fiumwing of the new official line
tlmt certain C-hildren, because of their lowly social backgrounds. are
not good enough for the schools.

Such are the immediate ramifications of the first example. Tlwy
CtIll be summed up succintly: It is deemed by the highest. authorities
which are political, not educationalthat only a certain proportion
of the less affluent is going to be educated. (Why we shall see see
latm) Leading educators then blame miseducation on the children
foredoomed to ignorance and semi-literacy, becam obviously the
sdiools cannot be held responsible for it. Finally, the highest author-
ity accepts. propagates, mil even finances the new educational doctrine.
Down at the battlefront where the children are, ghetto school man-
affers, making the "facts" fit the "explanation." run their schools so
did those children who are not supposed. to be taught have a, difficult
time trying to learn.

'7
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The ramifications of the second or middle-dim example are more
subtle and ideological ; the non-poor and non-black must be handled,
for obvious political reasons, more tactfully. The lesson "the perma-
nent records".propound is that society is a unified and tightly erira-
nized enterprise, that its leaders can cooperate with each other'-by
inter-offiee memo. as it were, and that in such a system want of the
cooperative spirk will be unfailingly detected ftnd dealt with. This de-
grading lesson, scarcely, unique, is simply ft dramatic compression of
ihe educational "philosophy" that has ollicially prevailed in most
of our public schools for half a century and more.

The decisive element of modern educational doctrine lay in its
radical reformulation of the purpose of education in America. The
new purpose, as its pioneer theorists laid it down after the turn of
the century, was that education must be adapted, as John Dewey put
it, to "the requirements and opportunities of an industrial society."
What that industrial social order required must determine the form,
the content and the spirit of public education. By that standard, the
children in the schools would be looked upon, perforce, as future work-
ers and members of industrial society, a view echoed in a 1969 Presi-
dential bud,c_ret messaffe wherein the purpose of public education was
officially deemed to bet-that of helping students increase their "earning
power."

Given the requirements of Mdustrial society, the specific goal of edu-
cation, again in Dewey's words, was "the forming of ft socialized dis-
position' in the children ft disposition toward the kind of coopera-
tive "social living- that tlie new industrial order required of its mem-
bersespecially the lowlier ones. Since most children would be em-
ployees in the new order, another educational pioneer, Jane Addams
of Hull -House, suggested in her 1902 work, Democracy awl Social
Ethks. that children be made to study the industrial development of
the country and taught about the modern division of labor. Made
aware of their future role as cogs in a giant cooperative enterprise,
these future workers, she pointed out, would not only feel coopera-
tively disposed, they would find their work "much more exhilarating."
Given ft rising concern to adapt the industrial workers to emerging
industrial society, it is little wonder that the first public school sys-
tem to adopt the new educational philosophy (in 1909) was the town
of Gary, Indiana, a company town created and controlled by the U.S.
Steel Corporation and named after its president.

On the same principles, the new educational pioneers added to the
school curricum ilu ft subject hitherto unknown n the history of edu-
cation. Designed to replace that study of history (and actually re-
placing it in many public schools, for history was deemed irrelevant to
social living in the new era), it was called "social studies." Its pur-
pose was to enable children to glimpse something of the complexity
and interdependence of industrial civilization. Students would make
reports; for example, on "how milk is brought to the city," ft topic

which, like many other social studies "projects " was designed to im-
press juvenile minds with the ftwe-inspiring division of cooperative
labor required just to supply him with his daily drink.

Social studies were also mtended to impress children with the sense
that things were constantly improving and such topics ft "the evolu-
tion of transportation" were highly regarded by the new educational
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theorists. Not only improving but already benign. In the social studies
program of the trail-blazing Gary schools, children in that. smoke-
fouled steel town were asked to make reports on the topic : "The City :
A Healthful Place in Which to Live--a piece of mendacity which
did not prevent Dewey from singling out Gary for praise in Ids book,
Schools of Tomorrow. Actually it was a double piece of mendacity, for
the reason the new educators deplored the old-fashioned study of his-
tory was that. the past. being past, tlid not present, children with the
"real life situations" they allegedly required in order to learn at all.

To denim that. American children were future citizens as well as
future workers, that America was a republic as well as an industrial-
ized civilization, that Kaiser Wilhelm s Germany too, after all, was
an industrial civilization, the. new educational philosophers had a
ready answer. "Democracy." Dewey declared. "is more. than a form of
(Tovernment: it is primarily a mode of associated living." What dis-
tinginshed democracy from other forms of associated living. Dewey
argued, was that. it, was more intensely cooperative than others. Thus
by 'in easy transition, the same requirements of cooperativene.ss that
industrial civilization set for the schools. "democracy" also set for the
schools.

This conception of "democratic education" was so suitable to those
actually wielding power in the Republic that from 1917 onward, the
leading supporter and propagator of the new educational doctrines
was none other than the, federal government, which also in 1917 began
to support vocational training, the first federal intervention in local
schools. Since local eommunities which elected their own school boards
were at that time still less than enthusiastic about adapting their chi).
dren to "industrial civilization." state legislatures with federal sup-
port, all over the country began a titanic effort, starting in the 1920's.
to "consolidate" several score thousands of local school systems into
larger. less locally controlled units. At the same time they passed laws
which put real control over education in the hands of stale educational
associations, teachers' colleges. and state education commissions which
could be relied on to instituie the new edEcational doctrines.

So, clearly, teachers in the large eastern city who frighten children
with the bogeyman of the, permanent records have not, pioneered in
miseducation. They have fully accepted the task of disposing children
for their places in a highly cooperative industrial civilization. They
have merely added a final dramatic touch : industrial civilization
keeps continuing dossiers on its members. The 13-year old student, in
that same city, who. in a newly published anthology of "radical" high
school writings. adjudged the United States to be "a horrific beast,
who will suffer not the slightest defiance, the merest, disobedience." has
not summed up any personal experience of politics. He is simply re-
peating what his teachers have taught him.

Again the question is why. Why should American schools deliber-
ately practice disguised class education ? And the answer is, because
they cannot practice open class education in this Republic. Why
should our children be treated as little more than future recruits for
the industrial army ? And the answer is, because they are much more:
they are future citizens. The kind of education we have today was de-
signed expressly to prevent, us from having the kind of education we
were supposed to have in this Republic. Until we understand this, we

9
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will not be able to understand the nature of contemporary miseduca-
tion ; indeed we would have no standard for judging that it is, in
t ruth, miseducat ion.

The kind of schools a republic must have was understood clearly
by the founder of the Republic. and described for all time by Thomas
Jefferson. Whatever education might be under other political systems,
tbe goal of republican education, he said, was "to enable every man
to judge for himself what secures or endangers his freedom." That is
the principle of republican eduntion. Let us explore several ramifica-
tions of this principle, for to grasp its meaning is to understand why
in 1970 our schools are what tbey are.

First, those to be educated would appear in republican schools as
future citizens and nothing else. least of all as future jobholders. It
cannot be otherwise, for the onc thing no child will ever learn in any
school that treats him as a future member of an industrial civiliza-
tion (i.e., a jobholder) is how to judge for himself what secures or
endangers his freedom. Jobholders have to know many things but this
surely is not one of themask any employer. A citizens on the other
hand, is not. a mere member of an industrial civilization. The citizen
and the jobholder are two orders of being that cannot be merged
except in the equivocations of John Dewey, who accomplished the
merger by redefining democracy as a form of social lift.

A citizen is a member of a republic constituted for self-government.
He is one who holds a regular share in public power, a regular voice
m bis own government, and thus has the capacity to act for himself
in public concerns. It is that capacity to share in self-government which
constitutes the freedom of the citizen. Without that share he is not
truly free ; he becomes instead a mere subject of power that is out of his
reach and unanswerable to him.

The question of education posed itself to the founders precisely be-
cause they knew that. even in tbe Republic men of ambition would try
to usurp the citizen's share in power. From the perennial ambitions of
would-be oligarchs, in short, the freedom of the citizen is always in.
danger. It would be up to them to defend their own freedom for who
else but they could be expected to defend it ? The best way to make sure
that evely citizen could defend his republican freedom would be to
establish schools that would enable every man to judge for himself
what secures or endangers it. Such republican schools would help edu-
cate a body of citizens who would know to ask of any public action the
ultimate republican question : does it enhance or impair the citizen's
share in his own government ? When the first organization of American
workingmen, the Mechanics Trade Union of Mechanics Associations,
began calling for education for their children, it was republican edu-
cation they demanded. the kind of education which, in their words,
would teach the nation's children "to be jealous of naught save the
republican character of their country."

Second, it follows from its plinciple that republican education must
be available frwly and equally to all, for all are future citizens. A re-
public in which only the affluent are educated is one which, as Jefferson
noted, the rich and the well-born would easily monopolize public office
and pervert the republican character of the country. To prevent the
rise of such a governing class in the Republic it was obvious to earlier
Americans that free schools could not be charity schools, mere supple-

10
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rnents to the private schools of the well-off, for their object was not to
educate the poor as such. but to educate free citizens. They would have
to be public institutions for the overwhelming majority of future citi-
zens. -common schools" as they were called in the 19th century.

Third. to the question what must every future citizen be taught in
order to play his public role as a citizen, Jefferson replied they must
learn history, by which he did not mean the "evolution of transporta-
tion" or the "industrial development" of the country. By history he
meant political history, history which would teach future citizens to
"know ambition in all its shapes." Such an understanding, as repubh-
cans like Jefferson never doubted, was not narrow and sectarian, but the
basis of it true liberal education. As Montaigne long ago observed, "the
liberal arts are the arts that liberate." The "educatee man who pre-
tends to culture and an appreciation of literature without having any
grasp of politics and power is a twaddler and, it is worth remarking,
was always thought to be one. Such a man cannot even understand the
world's literature, for the greatest novels, epic poems, and plays, most
notably the plays of Shakespeare. turn to an eminent degree on con-
siderations of power, authority, rulership and usurpationa truth that
may suggest to those who perhaps think of politics as the narrow pur-
suit of "politicians" how deep and humane is an education which
teaches young people "to know ambition in all its shapes."

Other features of republican education, too, follow logically from
its principle. Schools which are to look unon their charges as future
citizens must treat tbem equally, for citizens are equals, however dif-
ferent their social destinies or biological capacities may be. Indeed
there is no way children can be treated equally in school except as
future citizens, for they are unequal in every other way. Schools which
provide republican education must also treat children with gravity
and respect, for they are future citizens who must one day have the
courage to "judge for themselves." There is no place in republican edu-
cation for inculcating the spirit of patriotism; a citizen, in Lincoln's
words. loves his country because it is free, not simply because it is his.
There is no place in republican education for indoctrination in servil-
ity, or for moral bullying in general. Citizens who nmst be prepared to
enter the public arena to defend the republican character of their
country are not to be taught as children to look on "their betters" with
awe. and submissiveness. In general there is no room in republican
schooling for any lesson useful to those who wish to perpetuate irre-
sponsible power at the expense of self-governing citizens.

The converse of this is equally true. Those who would wish to wield
irresponsible power do not want the citizenry to be able to judge for
themselves what secures or endanErers their freedom. For this reason
Americans wanted their schools to be, in the words of the Mechanics
Trade Union, "under the immediate suffrage" of local citizens. Who
else could be entrusted to see that children were taught what a free
citizen must know except self-governing citizens themselves? To give
control over public education to any wielders of power more remote
than the chosen representative of the local community would be to place
one's trust in those least to be trusted with the education of future cit-
izens. The free public schools of the Republic would be community
institutions, not arms of the government; public schools but not, as in
other countries, government schools.

11
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Such is the framework of republican education and in accordance
with its principle our system of public education was, in part, laid
clown during the 19th century. Our schools were the common schools
of the citizenry, not charity schools for a particular social class. They
were under the immediate suffrage of local communities (except in
cities'and Southern states). They taught children to read. They taught
little more however, since they did not teach history and introduce
children to "ambition in all its shapes." On the other hand they did
look upon their-Charges as future citizens sincethere dkl not yet exist

iany rationale for dohig otherwise. In short, f the common schools
were not fully republican they were not antirepublican either. That
is no small thing considering what. wouhl come in the years between
1896 and the First World War.

During that period, the political leaders of the country faced two re-
lated challenges, one political, the other educafional. The political
challenge was a vastand growing insurgent movement directed against
the power of political party machines, against irresponsible govern-
ment and the special privileges and interests it created and fostered.
It was a movement to protect and restore republican institutions and it
was strong enough in 1912 to almostbut not quitecapture control
of the Republican party. What that insurgency nmde clear was that
even without republican education, a great many Americans still
judged for themselves what secured or endangered their freedom.

Tho educational challenge was the nationwide demanci for public
secondary education (Aill negligible at. the -turn of the century).
Since there was no way in this Republic to leave that demand unan-
swered, it was the almost unanimous verdict of the political leaders
and their educational spokesmen that the great majority of future
citizens nuist be denied a liberating education once they got to the
secondary sehools. As J. E. Russell of Columbia Teneher's College
asked in 1905 : "I-Tow can we justify our practice in schooling the masses
in precisely the same. manner as we do those who am going to be their
leaders ?" In reply, Charles W. Eliot, president of Harvard said in
1908: "Here we come upon a new function of the teachers in our ele-
mentary schools, and in my judgment they Inwe no function more im-
portant. The teachers of the elementary schools ought to sort the
pupils and sort them by their evident or probable destinies." Concur-
ring in this, Woodrow Wilson declared before the High School
Teachers A ssoci a tion in 1909 that "We. want one class of persons to have
a liberal education and we want another class of persons, a very much
larger class of necessity in every society, to forego the privilege of a
liberal education and fit themselves to perform specific difficult manual
tasks." What the foregoers of privilege should get had already been
outlined in 1905 by the influential Douglas Commission on education :
the inculcation in futnre schools of what the Commission rightly called
a "new idea"- in education, namely "the diffusion of industrial intel-ligence."

In short, the nation's educators were told that they must somehow
prevent "the masses" from learning enough to eompete with their
natural "leaders".for public office and power. To accomplish this threethings were required. First the educators would have to devise someacceptable means to sort children out by their social backgrounds
(accomplished after 1920 by the IQ tests). Secondly, they would have
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to develop a new kind of educational curriculum which would preventthe. (Treat majority from learning what a future citizen must know.Thn7dly, they would have to make this new system presentable as thefulfillment of "democratic ideals."
The challenge was met by the previously cited pioneers of the neweducational philosophy"progressive educators as they were called.It was they who justified education that diffuses "industrial intelli-gence" by proclaiming that it was industrial civilization and not theRepublic itself that set the goals for public schooling. It was they, too,wbo provided the theoretical justification for treating children accord-ing to their social backgrounds. They did this with their novel notionof a "child-centered" education, one in which it was said, "the inter-ests, needs, capacit ies and social heredity" of tile children would deter-mine the content of their education, while the educators of coursewould determine what the children "needed," namely a "socializeddisposition" and the habits of cooperation.

By 1929, state and federal governments succeeded in "reforming"the nation's schools along the liiies of the new philosophy ; they are thekind of schools we have today. What kind of schools they are now be-comes clear; they are schools which are not merely non-republican,they are deliberate and systematic inversions of republican education.Republican schools were intended to compensate the mary for thepolitical advantages enjoyed by the few. Our public schools resort.to endless subterfuges to track ihe poor and the black into ignorance,semiliteracy and "Vocational training." Republican schools were toeducate future citizens. Our public schools treat children as futurejobholders and tell them, indeed, that. the very purpose of educationis to "get a better job." Republican education was to be based on thestudy of history. Our public schools provide social studies, the exactopposite of history, or else they provide jingo history texts in whichdangerous political ambitions are seen only as threats from outside.Republican education teaches future citizens that republican insti-tutions are always in danger. Our high school civics courses teachstudents that the very opposite is true, that a system of "checks andbalances" automatically preserves democracy and without any helpfrom them. Republican education encourages students to be judicious-ly independent; our public schools try to train children for un-thinking docility. So deliberately do our schools work to prevent any-one from learning about the republican character of their country,that the writings of Jefferson, Madison, and Lincoln, the three great-eA, republican thinkers in our history, appear in virtually no pub-lic school curriculum from one end of the Republic to the other--all this while our educators cant of "relevance" and "enrichment.""There's richness" as Dickens' Mr. Squeers observed while passing outwatered milk to his students.
One last thing needs to be said. Some will deem that this is tooone-sided an indictment of our schools, that the single standard of re-publican education is too narrow a basis for judging contemporaryeducation. Some may think that republican education is not neededtoday as urgently as it might have been in earlier times. These areunderstandable contentions, but the answers to them are vovided byour schools themselves. It is they which demonstrates the importance,the comprehensiveness, and the undying relevance of republican edu-cation, for they have been forip.e4contravening it at every turn.



THE BREAKDOWN OF SCHOOLS: A PROBLEM OR A
SYMPTOM?

By IVAN MACH

Schools are in crisis and so are the people who attend them. The
former is a crisis in a political institution: the latter is a crisis of
political attitudes. This second crisis, the crisis of personal growth,
can be dealt with only if understood as distinct from, though related
to, the crisis of school.

Schools have lost their un-questioned claim to educational legitimacy.
Most of their critics still demand a painful and radical reform of
the school, but a quickly expanding minority will not stand for any-
thing, short of the prohibition of compulsory attendance and the dis-
quahfication of academic certificates. Controversy between partisans
of renewal and partisans of disestablishment will soon come to a head.

The breakdown of schools, since it affects all members of the societb
will become a fascinating and consuming preoccupation of the public
forum. As attention focuses on the school, however, we can be easily
distracted from a much deeper concern : the manner in which learning
will be. viewed in a deschooled society. Will pc;ople continue to treat
learnhig as a commodfitya comniodity which could be more efficiently
produced and consumeil by greater numbers of people if new insti-
tutional arrangements were established? Or shall we set up only those
institutional arrangements which protect the autonomy of the learn-
erhis private initiative to decide what he will learn and his inalein-
able right.to learn what he likes rather than what is useful to some-
body else? We must choose between more efficient education of people
fit for an increasingly efficient societyand a new society in which
education ceases to be the task of some special agency.

All over the world schools are organized enterprises designed to
reproduce the established order, whether this order is called revolu-
tionary, conservative or evolutionary. Everywhere the loss of peck-
:, inoxfoical credibility and the resistance to schools provides a funda-
mental option : shall this crisis be dealt with as a problem which can
and must be solved by substituting new devices for school and read-
justing the existing power structure to fit these devices? Or shall this
crisis force a society to face the structural contradictions inherent in
the politics and economics of any society which reproduces itself
through the industrial process.

The problem-solving approach to de-schooling could serve as a
means to tighten the alliance between the military, the industrial
sector, and the "therapeutic" service industries. De-schooling, as a
merely administrative program, could be the accommodation which
would permit the present political structure to survive into the era of
late 20ch century teclmology.

On the other band, the crisis of school could be understood as a
breakdown of the most important, respected, non-controversial sector
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of society, the branch which employes 60 of the 140 million fnll-time
institutionally active Americans as either pupils or teachers.

In the U.S. and Canada huge investments in schooling only serve
to make institutional contradictions more evident: Experts warn us:
Charles Silberman's reports to the Carnegie Comnussion, published as
6448 in the Olassmom, has become a bestseller. It appeals to a hirge
public because of its well documented indictment of the systemin
the light of which his attempts to save the school by numicuring its
most obvious faults palls to insignificance. The Wright Commission
in Ontario had to report to its government sponsors that post-second-
ary education is inevitably and without remedy taxing the poor dis-
proportionately for an education which will always be enjoyed mainly
by the rich. Experience confirms these warnings: Students and teach-
ers drop out; free schools come and go. Political control of schools
replaces bond is.sues on the platforms of school board candidates and
as recently happened in Berkeleyadvocates of grassroots control are
elected to the board. On March 8, Chief justke Warren E. Burger
delivered the unanhnous opiiiion of the court in the case of Griggs et al
vs. Duke Power Co. Interpreting the intent of Congress in the equal
opportunities section of the 1964 Civil Rights Act, the Burger Court
ruled that any school degree or any test given prospective employees
must "measure the man for the job" and not "the man in the abstract."
The burden for proving that educational reptirements are a "reason-
able measure of job performance" rests with the employer. In this
decision, tho court ruled only on the use of tests and diplomas as means
of racial discrimination, but the logic of the Chief Justice's argument
applies to any use of educational pedigree as a prerequisitie for em-
ploment. "The Great Training Robbery" so effectively exposed by
Ivar Berg must now face challenge from a congeries of pupils. em-
ployers and taxpayer&

In poor countries schools rationalize economic lag. The majority of
citizens are excluded from the scarce modern means of production and
consumption, but long to enter the economy by way of the school door.
The legitimization of hierarchical distribution of privilege and power
has shifted from lineage, inheritance, the favor of king or pope, and
ruthlessness on the market or on the battlefield to a more subtle form
of capitalism: the hierarchical but liberal institution of compulsory
schooling which permits the well-schooled to impute the lagging con-
sumer of knowledge the guilt for holding a certificate of lower denomi-
nation. Yet this rationalization of inequality can never square with the
facts, and populist regimes find it increasingly difficult to hide the con-
flict. between rhetoric and reality.

Upon seizing power, the military junta in Peru immediately decided
to suspend further expenditures on free public school. They reasoned
that since.a third of the pnblic budget could not provide one full year
of decent schooling for all, the available tax receipts could better be
spent on a type of educational resources which make them more nearly
accessible to all citizens. The educational reform commission ap-
pointed by the junta could not fully carry out this decision because of
pressures from the school teachers of the. APRA, the Communists, and
the Cardinal Archbishop of Lima. Now there will be two competing
systems of public education in a country which cannot afford one.
The resulting contradictions will confirm the original judgment of the
junta.

..;!
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For ten years Castro's Cuba Ims devoted great energies to rapid-
growth popular education. relying on available manpower without the
usual respect for professional credentials. The initial spectacular suc-
cesses of this campaign, especially in diminishing illiteracy, have been
cited as evidence for the claim that the slow growth rate of other Latin
American school systems is due to corruption, militarism and a capi-
talist market econoiny. Yet, now, the hidden curriculum of hierarchi-
cal schooling is catching up to Fidel and his attempt to school-produce
the New Man. Even when students spend half the year in the cane fields
and fully subscribe to lidelismo. the school trains every year a crop of
knowledge consumers ready to move on to new levels of conqumption.
Also, Dr. Castro faces evidence that the sdiool system will never turn
out enough certified technical manpower. Those licensed graduates who
do get the new jobs destroy, by their conservatism, the results obtftined
by non-certified cadres who muddled into their positions through on-
the-job training. Teachers just, cannot be blamed for the failures of a
revolutiomtry government which insists on the institutional capitaliza-
tion of manpower through a hidden curriculum guaranteed to produce
a MI I versal bourgeoisie.

This crisis is epochal. We are witnessing the end of the age of school-
ing. School has lost the power, which reigned supreme during the first
half of this century. to blind its participants to the divergenw between
the egalitarian myth which its rhetoric serves and the rationalization
of a stratified society which its certificates produce. The current. col-
lapse of schools is a sign of disaffection with the industrial mode of
pmduction. The dropout manifests consumer resistance, which rises
faster in the service industry than in the market for manufactured
goods. The loss of legitimacy of the schooling process as a means of
determining competence. as a measure of social value, and as an agent
of equality threatens all political systems which rely on schools as
the means of reproducing themselves.

School is the initiation ritual to a society which is oriented towards
the progressive consumption of increasingly less tangible and more
expensive services; a society which relies on worldwide standards;
large-scale and long-term planning; constant obsolescence through the
built-in ethos of never-ending improvements; the constant translation
of new needs into specific demands for the consumption of new satis-
factions. This society is proving itself unworkable.

Since the. crisis in schooling is symptomatic of a deeper crisis of
modern industrial society, it is important that the critics of schooling
avoid superficial solutions. Inadequate analysis of the nature of school-
ing only postpones the facing of deeper issues. Worse still, superficial
reforms can ease present tensions, only to promote a smooth transition
from antiquated industrial forms to a post-industrial society which
would lack even the saving graces of the present system.

Most school-criticism is pedagogical, political or teclmological. The
criticism of the educator is leveled at what is taught and how it is
taught. The curriculum isoutdated, so we have courses on African cul-
ture, on North American imperialism, on Women's liberation, on food
and nutrition.Passive learning is old-fashioned, so we have increased
student participation, both in the classroom and in the planning of
curriculum. School buildings are ugly, so we have new learning envi-
mnments. There is concern for the development of human sensitivity,
so group therapy methods are imported into the classroom.

63-714-72-2 16
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Another important set of critics is involved with the politics of ur-
ban school adininistration. They feel that the poor could run their
schools better than a centralized bureaucracy which is oblivious to the
problems of the dispossessed. Black parents are enlisted to replace
white teachers in the motivation of their children to make time and
find the will to learn. Still other critics emphasize that schools make
inefficient use of modern technology. They would either electrify the
classroom or replace schools with computerized learning centers. If
they follow Mcbuhan, they would replace blackboards and textbooks
with multi-media happenings. If they follow Skinner, they would com-
pete with the classical teacher and sell economy packages of measur-
able behavioral modifications to cost-conscious schoolboards.

The pedagogical, the political and the technological critics of the
school system do not call the institution itself into question. Nor do
they recognize the most important effects of schoolin

1 believe that all these critics miss the point, baause they fail to
attend to what I have elsewhere called the ritual aspects of schooling
what I here propose to call the hidden curriculum, the structure under-
lying what has been called the certification effect. Others have used
this phrase to refer to the environmental curriculum of the ghetto
street or the suburban lawn, which the teacher's curriculum either
reinforces or vainly attempts to replace. I am using the term hidden
curriculum to refer to the structure of schooling as opposed to what
happens in school, in the same way that linguists distinguish between
the structure of a huiguage and the use whieh the speaker makes of it.

THE HIDDEN CIIRRICULUM

The traditional hidden curriculum of school demands that people of
a certain age assemble in groups of about thirty under the authority
of a professional teacher for from 500 to a thousand times a year. It
does not matter if the teacher is authoritarian so long as it is the
teacher's authority that counts; it does not matter if all meetings occurin the same place so long as they are somehow understood as attend-
ance. The hidden curriculum of school requireswhether by law or byfactthat a citizen accumulate a iniMmum quantum of school years
in order to obtain his civil rights.

The hidden curriculum of school has been legislated in all the united
nations from Afghanistan to Zambia. lt is common to the United
States and the Soviet Union, to rich nations and poorl to electoral
and dictatorial regimes. Whatever ideologies and techniques are ex-
plicity transmitted in their school systems, all these nations assume
that political and economic development depend on further investment
in schooling.

The hidden curriculum teaches all children that economically valu-
able knowledge is the result of professional teaching and that social
entitlements depend on the rank achieved in a bureaucratic process.
The hidden curriculum transforms the explicit curriculum into a com-modity and makes its acquisition the securest form of wealth. Knowl-
edge certificatesunlike property rights, corporate stock or family
inheritanceare free from challenge. They withstand sudden changes
of fortune. They convert into guaranteed privilege. That high accuimi-lation of knowledge should convert to high personal consumption
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might be challenged in North Vietnam or Cuba, but school is uni-
versally accepted as the avenue to greater power, to increased legiti-
macy as a producer and to further learning resources.

For all its vices school cannot be simply and rashly eliminated; in
the present situation it performs certain important negative functions.
The lndden curriculum, unconsciously accepted by the liberal Peda-
(roomes frustrates his conscious liberal aims, because it is inherently
inconsistent with them. But, on the other hand, it also prevents the
takeover of education by the programmed instruction of behavioral
technologists. While the hidden curriculum makes social role depend
on the process of acquiring knowledge, thus leaitimizing stratification,
it also ties the learning process to full-time abttendance, thus illegiti-
mizing the educational entrepeneur. If the school continues to lose its
educalional and political legitimacy, while knowledge is still conceived
as a commodity, wo will certainly face the emergence of a theraputic
Big Brother.

The translation of the need for learning into the demand for school-
ing and the conversion of the quality of growing up into the price tag
of a professional treatment changes the meaning of "knowledge"
from a term which designates intimacy, intercourse and life experience
into one which designates professionally packaged products. market-
able entitlements and abstract values. Schools have fostered this trans-
lation; they might not be its most effective agents. The news media
people might be able to distribute knowledge packages more ration-
ally. more efficiently and more intimately; many of them would like
nothing better than to eliminate school achninistrators out of touch
with the latest technology.

Personal knowledge is unpredictable and surprising with respect
to both occurrence and outcome, whereas official knomiedge must be
anticipated and directed to measurable goals. Personal knowledge is
always incomplete, because there are always further questions to be
askeil. Official knowledge is always unfinished, because there are al-
ways newer packages to consume. The progress of persomil knowledge
is governed by intrinsic rules of inquiry. The acquisition of official
knowledge is measured by compliance with extrinsic rules of attend-
ance. Personal knowledge is confident even while incomplete because
it. obeys its own restlessness. Official knowledge rests uneasy because
its current value depends on institutional acceptance. Official knowl-
edge only can solve puzzles within the present frameworkonly per-
sonal knowledge can lead to investigation which aims at change.

Schools are by no means the only institutions which pretend to
translate knowledge, understanding and wisdom into behavioral traits,
the measurement of which is the key to prestige and power. Nor are
schools the first institution used to convert knowledge to power. The
Chinese mandarin system, for example, was for centuries a stable and
effective educational system in the service of a class whose privilege
depended on the acquisition of official knowledge. About 2200 BC
tile emperor of Chine is said to have examined his officials every third
year. After three examinations he either promoted them, or dismissed
them forever from the service. A thousand years later, in 1115, the
first Chan emperor established formal general tests for office : music.
archery, horsemanship, writing and arithmetic. One in every hundred
who presented himself for competition with his peersand not for
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competition against some abstract standardwas promoted through
the three degrees of "budding gz e iiuses," "promoted scholars" and
those who wem "Ready for Office.'"Fhe selection ratio of the exams to
three successive levels were so small, that the tests themselves would
not have had to be very valid in order to be useful. Promotion to a
scholarly rank did not provide entitlement to any of the coveted jobs :
it proviiled a ticket for a public lottery at which offices were distributed
by lot among the mandarins. No schools, much less universities, de
veloped in China until she had to begin waging war with European
powers. Voltaire and many of his contemporaries praised the Chinese
system of promotion through learning acquired. The first civil serv-
ice examination in Europe and the U.S. used the Chinese system, di-
rectly or indirectly, as a model. Civil Service testing was introduced
by the revolution in 1791 in France, only to be abolished by Napoleon.
The English Civil Service system began as a selection for service in
India by men familiar with the Chinese system. Congressman Thomas
Jenckes, one of the fathers of the U.S. Civil Service, sold his program
to Congress in 1868 by praising the Chinese system.

For a while, public schools parlayed the consumption of knowledge
into the exercise of privilege and power in a society where this function
coincided with the legitimate aspirations of those members of the lower
middle classes for whom schools provided access to the classical pro-
fessions. Now that the discriminatory effects of the use of schooling for
social screening become more apparent, a new mandarin system be-
comes an appealing alternative to many people. Christoper Jencks,
misread by uncritical followers, could easily turn "tuition vouchers"
into identification tags of the new mandarins. It becomes equally tempt-
ing to use modern techniques for seducing individuals to the self-
motivated acquisition of packaged learning. This can be done without
the protection of schools in a society already trained to conceive of
valuable learning as a commodity, rather than as an act of total par-
ticipation by an individual in his culture.

Ax EXPANSION or T itn Coxem or Amnxgriox
Since the Nineteenth Century, we have become accustomed to the

claim that man in a capitalist econonq is alienated from his labor : that
he cannot enjoy it, and that he is exploited of its fruits by those who
own the tools of production. Most countries which appeal to Marxist
ideology have had only limited success ip changing this exploitation,
and then usually by shifting its benefits from the owners to the New
Class and from the living generation to the members of the futurenation state.

Socialist failures can be explained away by ascribing them to bad
readings of Marx and Engels or to inadequacies of the original theory.
Then again, blame can be transferred to war, blockade or invasion. Or
it can be interpreted in terms of inherited sociological conditions, such
as a particular type of rural-urban balance. Whatever the argument,
however, Marxist orthodoxies and revisionist heresies and value-five
rebuttals now put up smokescreens against independent analysis.

The concept of alienation cannot help us understand the present.crisis unless it is applied not only to the purposeful and productive
use of human endeavor, but also to the use made of men as the recipients
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of professional treatments. Language reflects this alienation when it
translates these verbs into substantives, which make it possible to say
that -1 have" leisure. learning ... transportation, rather than that "I do
enjoy. learn, move, or communicate. An expanded understanding of
alienation would enable us to see that in a service-centered economy
man is estranged from what he can "do" as well as from v-hat he can
:4 make", that he has delivered his mind and heart over to therapeutic
treatment even more completely than he has sold away the fruits of his
labor.

Schools have alienated man from his learning. He does not enjoy
0.oin 0e to school ; if he is poor he does not, get the reputed benefits; if he
does all that is asked of him, he finds his security constantly threatened
by more recent graduates: if lie is sensitive, he feels deep conflicts be-
tween what is and what is supposed to be. He does not trust his own
judgment and even if he resents the judgment of the educator, he is
condemned to accept it and to believe himself that he cannot Change
reality.

The mutation of the concept of revolution cannot occur, however,
without a rejection of the hidden curriculum of schooling and the cor-
relative attitude toward knowledge, for it is this curriculum and this
attitude which turns out disciplined consumers of bureaucratic instruc-
tions ready to consume other kinds of services and treatments which
they are told a regood for them. The converging crisis of ritual school-
ing and of acquisitive knowledge raises the deeper issue of the toler-
ability of life in an alienated society. If we formulate principles for
alternative institutional arrangements and an alternative emphasis
in the conception of learning, we will also be suggesting principles for
a radically alternative political and economic organizaiion.

Just as the structure of one's native language can be grasped only
after he has begun to feel at. ease in another tongue, so the fact that
the hidden curriculum of schooling has moved out of the blindspot of
social analysis indicates that alternative forms of social initiation are
beginning to emerae and are permitting some of us to see things from
a new perspectiv0Today, it is relatively easy to o.get wide areement
on the fact that gratuitous, compulsory schooling is contrary Co the po-
litical self-interest of an enlightened majority. School has become
pedagogically indefensible as an instrument of universal education.
It no longer fits the needs of the seductive salesmen crf programmed
learning. Proponents of recorded, filmed and computerized instruction
used to court the schoolmen as business proipects; now they are itching
to do the job on their own.

As more and more of the sectors of society become dissatisfied with
school and conscious of its hidden curriculum, increasingly large con-
cessions are made to translate their demands into needs which can be
served by the systemand which thus can disarm their dissent. I here
describe some of these attempts under the general label of "coopera-tion."

As the hidden curriculum moves out of the darkness and into the twi-
light of our awareness, phrases such as the "deschooling of society" and
the "disestablishment of schools" become instant sloceans. I do not think
these phrases were used before last year. This year triey have become, in
some circles, the badge and criterion of the new orthodoxy. Recently I
talked, by amplified telephone to students in a seminar on deschoolmg
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at the Ohio State University College of Education. Everett Reimer's
book on &schooling* has become a popular college text, even before
it is commercially published. Unless the radical critics of school are
not only ready to embrace the &schooling slogan but also prepared to
reject the current view that learning and growing up can be adequately
explained as a process of programming, and the current vision of social
justice based on itmore obligatory consumption for everybodywe
may face the charge of having provoked the last of the missed revolu-
tions.

The current crisis has made it easy to attack schools. Schools, after
all, are authoritarian and rigid; they do produce both conformity and
conflict they do discriminate against, the poor and disengage the privi-
leged. These are not new facts, but it used to be a mark of some bold-
ness to point them out. Now it takes a good deal of courage to defend
schools. It has become fashionable to poke fun at Alma Mater, to take
a potshot at the former Sacred Cow.

Once the vulnerability of schools has been exposed, it also becomes
easy to suggest remedies for the most outrageous abuses. The author-
itarian rule of the classroom is not intrinsic to the motion of an ex-
tended confinement of children in schools. Free schools are practical
alternatives; they can often be rim more cheaply than ordinary schools.
Since accountability already belongs to educational rhetoric, commu-
nity control and perfomiance contracting have become attractive and
respectable political goals. Everyone wants education to be relevant to
real life, so critics talk freely about pushing back the classroom walls
to the borders of our culture. Not only are alternatives more widely
advocated, they are often at least partially implemented; experimental
schools are financed by school boards; the hiring of certified teachers
is decentralized; high school credit is given for apprenticeship and
college credit for travel; computer games are given a trial run.

Most of the changes have some good effects. The experimental schools
have fewer truants; parents have a greater feeling of participation in
the decentralized districts; children who have been introduced to real
jobs do turn out more competent. Yet all these alternatives operate
within predictable limits, since they leave the hidden structure of
schools intact. Free schools which lead to fur'.,fier free schools in an
unbroken chain of attendance produce the mirage of freedom. Attend-
ance as the result of seduction inculcates the need for specialized treat-
ment more persuasively than reluctant attendance enforced by truant
officers. Free school graduates are easily rendered impotent for life in
a society which bears little resemblance to the protected gardens in
which they have been cultivated. Community control of the lower levels
of a system turns local school board members into pimps for the pro-
fessional hookers who control the upper levels. Learning by doing is
not worth much if doing has to be defined as socially valuable learning
by professional educators or by law. The global village will be a global
schoolhouse if teachers hold an the plugs. It would be distinguishable
in name only from a global madhouse run by social therapists or global
prison run by corporation wardens.

In a general way I have pointed out the dangers of a rash, uncritical
disestablishment of school..More concretely, these dangers are exempli-

*Everett Reiner. An ESsay on Alternatives in Education, available from CIDOC, Apdo 679,
Cuernavoca, Mexico.
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fied by various Idnds of cooption which change the hidden curriculum
without. changing the basic concept. of learning and of knowledge and
their relationship to the freedom of the individual in society.

The rash and uncritical disestablishment of school could lead to a
free-for-all in the production and consumption of more vulgar learn-
ing, acquired for immediate utility or eventual prestige. The discredit-
ing of school-produced complex curriculum packages would be an
empty victory if there were no similtaneous disavowal of the very
idea that knowledge is more valuable because it comes in certified
packages and is acquired from some mythological knowledge-stock con-
trolled by professional guardians. I believe that only actual participa-
tion constitutes socially valuable learning, a participation by the
learner in every stage of the learnin 0. process, including not only a free
choice. of what is to be learned ancr how it is to be learned, but also a
free determination by each learner of his own reason for living and
learningthe. palt that his knowledge is to play in his life.

Social control in an apparently &schooled society could be more
subtle and more numbing than in the present society, where many peo-
ple at least experience a feeling of release on the last day of school.
More intimate forms of manipulation. are already common. as the
amount learned through the media exceeds the amount learned through
personal contact in and out of school. Learning from programmed in-
formati on al ways bides real ity behind a screen.

Let. me illustrate the paralyzing effects of inogrammed informa-
tion by a perhaps shocking example. The tolerance of the American
people to United States atrocitie.s in Vietnam is much higher than
the tolerance of the German people to German atrocities on the. front,
in occupied territories and in exterminaton camps during the Second
World War. It was a political crime for Germans to discuss the atroci-
ties committed by Germans. The presentation of U.S. atrocities on
network televsion is considered an educational service. Certainly the
population of tbe United States is much better informed about the
crimes committed by its troops in a colonial war than were the Ger-
mans about the crimes committed by its SS within the territory of the
Reich. To get information on atrocities in Germany meant that von
bitd to take. a great risk in the U.S. the same information is channelled
into your living room. This does not mean, however, that the Germans
were any less aware that, their government was engaged in cruel awl
massive crime than are the contemporary Americans. In fact, it can
be argued that the Germans were more aware, precisely because they
were not physically overwhelmed with packaged information about
killing and torture, because t.hey were not drugged into accepting that
everything is possible, because they were not. vaccinated against reality
by baying it fed to tbem as decomposed "bits" on a screen.

The consumer of pre-cooked knowledge learns to react to knowl-
edge he has acquired rather than to the reality from which a team of

iexperts have abstracted it. If access to reality s 'always controlled by
a. therapist and if the learner accepts this conrtol its natural, his en-
tire worldview becomes bygenie, and neutral, he becomes politically
impotent.. He. becomes impotent to know in the, sense of the Hebrew
word "jdh" which means intercourse penetrating the nakedness of
being and reality. Because reality, for which lie can accept responsi-
bility is hidden for him under the scales of assorted information be
has accumulated.
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The uncritical disestablishment of school could also lead to new
performance criteria for preferential employment and promotion and
most importantly for privileged access to tools. Our present scale of
creneral" ability, competence and trustworthiness for role assignment
is calibrated by tolerance to high closes of schooling. It is established
by teachers, and accepted by many as rational and benevolent. New
devices could be developed, and new rationals found, both more
insidious than school grading and ecpially effective to justify social
stratification and the accumulation of privilege and power.

Participation in military, bureaucratic or political activities or status
in a party could provide a pedigree just as transferable to other insti-
tutions as the pedigree of grandparents in an aristocratic society,
standing within the-Church in medieval society or age at grachiation
in a schooled society. General tests of attitudes, intelligence or mechan-
ical ability could be standardized according to other criteria than
those of the schoolmaster. They could reflect the ideal levels of pro-
fessional treatment espoused by psychiatrist, ideologue or bureaucrat,
Academic criteria are already suspect. The Center for Urban Studies
of Columbia University has shown that there is less correlation between
specialized education and job performance in specialized fields than
than there is between specialized education and the resulting income,
prestige and administrative power. Non-academic criteria are already
propos-ed. From tlie urban ghetto in the United States to the villages
of China, revolutionary groups try to prove that ideolog3r and mili-
tancy are types of "learning" which convert more suitably into politi-
cal and economic power than scholastic curricula. Unless we guarantee
that job-relevance is the only acceptable criterion for emp- loyment,
promotion, or access to tools, thus ruling out not only schools but all
other ritual screening, then &schooling means driving out the devil
with Beelzebub.

The search for a radical alternative to the school system itself will be
of little avail unless it finds expression in precise political demands :
the demand for the disestablishment of school in the broadest sense and
the correlative auarantee of freedom for education. This means legal
protections, a poblitical program and principles for the construction of
institutional arrangements which. are the inverse of school. Schools
cannot be disestablished without the total prohibition of legislated at-
tendance; the proscription of any discrimination on the bas-is of prior
attendance and the transfer of control over tax funds from benevolent
institutions to the individual person. Even these actions, however,
do not guarantee freedom of education unless they are accompanied
by the. positive recognition of each person's independence in the face
of school and of any other device designed to compel specific be-
havioral change or to measure man in the abstract rather than to
measure man for a concrete job.

TOUCHSTONE FOR REVOLUTION

Deschooling makes strange bedfellows. The ambiguity inherent in
the breakdown of schooling is manifested bY the unholy alliance of
groups which can identify their vested interests with the disestablish-
ment of school : students, teachers, employers, opportunistic politicians,
taxpayers,- Supreine Court justices. But this alliance becomes unholy,
and this bedfellowship more than .strange if it is based only on the



recognition that schools are inefficient tools for the production and
consumption of educatim, and some other form of mutual exploita-
tion would be more satisfactory.

The insurmountable problem of inefficiency, consumer resistance and
political scandal which the school system can no longer hide, could
be solved by more rationabattractive and specc learning packages,
the diversification of educational procedures and a cloud-like diSpersul
of production centers. A new educational lobby could even now be or-
0-Inized on behalf of more effective training for jobs .and social roles,
more job-related measurements and more. benevolently cooperative ac-
culturation. The hidden curriculum of schooling could be transmuted
into the unseen mask of a therapeutic culture.

We can disestablish schools or we can deschool culture. We ean re-
solve prov

iisionally
some of the administrative problems of the knowl-

edge ndustry or we can spell out the goals of political revolution in
terms of educational postulates. The acid test of our response to the
present crisis is our pinpointing of the responsibility for teaching and
learnina.

Sam% have made teachers into administrators of programs of
manpower capitalization through directed planned behavioral changes.
In a schooled society, the ministrations of professional teachers be-
come a first necessity which hooks pupils into unendinff consumption
and dependence. Schools have made "learning" a spechilized activity.
Deschooling will only be a displacement of responsibility to other
kinds of administration so long as teaching and learning remain sacred
Activities separate and estranged from fulfilling life. If schools were
disestablished for the purpose of niore efficient delivery of "knowledge"
to more people the alienation of men through client-relationships with
the new knowledge industry would only become global. Deschooling
nmst, be tEe secularization of teaching and learning. It must involve a
return of control over what is learned and how it is learned to per-
sons, and not a transfer of control to another, a more amorphous
set of institutions, and its perhaps less obvious representatives. The
learner nuist be guaranteed his reedom without guaranteeing to
society what learning he will acquire and hold as his own. Each man
must be guaranteed privacy in learning, with the hope that he will as-
sume the obligation of helping others to grow into uniqueness. Who-
ever takes the risk of teaching others must assume responsibility for
the results, as must the, student who exposes himself to the influence of
a. teacher ; neither should shift guilt to sheltering instihitions or laws.
A schooled society imist reassert the joy of conscious living over the
capitalization of manpower.

The touchstone of mutation in education is the honest recognition
that most people learn most of the time when they do what they enjoy
doing. Most people are capable of personal, intimate intercourse with
others unless they are stupefied by inhuman work or snowed under by
treatment with programs. Once this is admitted, we will understand
that to increase learning opportunities means to facilitate communica-
tion between the learner and his world, between the learner and his
fellows, between the learner and those who can point him towards
traditions and methods tested by their experience. Once we take hold
of the simple insight that personal knowledge is always unpredictable.
but never unconnected. we will undertake the real task of setting up
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institutional .zements which guarantee the freedom necessary for
independent We. will multiply the roads, bridges, and windows
to learning opportunities and make sure that they are opened at the
learner's bidding.

THREE RADICAL DEMANDS

Any dialogue about knowledge is really a dialogue about the in-
dividual in society. An analysis of the present crisis of school leads us,
then, to talk about the social structure necessary to facilitate learn-
ing, to encourage independence and interrelationship and to overcome
alienation. This kind of discourse is outside the usual range of educa-
tional concern. It leads, in fact, to the enunciation of specificpolitical
goals. These goals ean be most sharply defined by distinguishing three
general type's of "intercourse" in which a person must engage if he
would grow up.

Get at the facts, act access to the tools, and bear the responsibility for
the limits within mr--hich neither can be used. If a person is to grow up,
he needs, in the first place, access to things, places, processes, events
and records. To guarantee such access is primarily a matter of un-
lockina the privileged storerooms to which they are presently con-
signed!

The poor child and the rich child are different partly because what
is a secret for one is patent to the other. By turning knowledge into a
commodity, we have learned to deal with it as with private proiwrtv.
The principle of private property is now used AS the major rationale
for declaring certain facts off-limits to people without the proper
pedigree. The first goal of a political program aimed at rendering the
world educational is the abolition of the right to reserve access neces-
sary for the purpose of teaching or learnin. The right of private
preserve is now claimed by individuals, but it is most effectively ex-
ercised and protected by corporations, bureaucracies and nation states.
In fact, the abolition of this right is not consistent with the continua-
tion of either the political or the professional structure of any modern.
nation. The end of property protection would mean the abolition of
most professional secrets and the consequent removal of the rationale
for professional exploitation. This means more than merely improving
the distribution of teachine. materials or providing financial entitle-
ments for the purchase of Aucational objects. The abolition of secrets
clearly transcends conventional proposals for educational reform

'
yet

it is precisely from an educational point of view that the necessity of
stating this broadand perhaps unattainablepolitical goal is most
clearly seen.

The learner filso needs access to persons who can teach him the
tricks of their trades or the rudiments of their skills. For the interested
learner, it does not take much time to learn how to perform most skills
or to play most. roles. The best teacher of a skill is usually someone who
is engaged in its useful exercise. We tend to forget these thino in a
society when, professional teachers monopolize initiation into all fields,
and disqualify unauthorized teaching in the community.. An important.
political goal, then, is to provide incentives for the sharing of acquired
skill s.

The demand that skills be shared implies, of course, a much more
radical vision of a desirable future. Access to skills is not only re-
stricted by the monopoly of ,schools.axl unions over licensing. There

.2a
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is also the fact that the exercise of skills is tied to the use of scarce tools.
Scientific knowledge is overwhelmingly incorporated into tools which
are highly specialized and which must be used within complex struc-
tures set up for the "efficient" production of goods and services for
which. demand becomes general while supply remains scarce. Only a
privileged few get the results of sophisticated medical research, and
only a privileged few get to be doctors. A relatively small minority
will travel on supersonic airplanes and only a few pilots will know
how to fly them.

The simplest way to state the alternatives to this trend toward
specialization of needs and their satisfaction is in educational terms.
It is a question of the desirable use of scientific knowledge. In order to
facilitate more equal access to the benefits of science and to decrease
alienation and unemployment, we must favor the .incorporation of
scientific knowledge into tools or components within the reach of a
great majority of people. These tools would allow most people to de- .

velop their skills. Any peasant girl could learn how to diagnose and
treat almost all the infections which occur in rural Mexico if she were
introduced to the use of techniques which are now available but which .
were undreamt of by the doctor of a couple of generations ago. In
poor countries most people still build their own houses, often. using;
mud or the covering of oil barrels. Now, we want to give them low-
cost, prepackaged housingthus "modernizing" them into regarding
housing as a commodity rather than an activity. We would better
provide them with cement mixers. Certainly the tools used in learn-
ingand in most scientific researchhave become so cheap that they
could be made available to anyone : books, audio and video tapes and

:3the simple scientific instruments in whose use is learned those basic
skills which form the basis for the supposedly advanced skill required
of the very few who might have to operate an electron-microscope.

Insight into the conditions necessary for wider acquisition and use
of skills permits us to define a fundamental characteristic of post-
industrial socialism. It is of no useindeed it. is fraudulentto pro-
rate public ownership of the tools of prodmtion in an industrial,
bureaucratic society. Factories, highways, heavy-duty trucks (. . .)

can be symbolically "mimed" by all the people, as the Gross National
Product and the Gross National Education are pursued in their name.
But the specialized means of producing scarce goods and services
cannot be. vsed by the majority of people. Only tools which are cheap
and simple enough to be accessible and usable by all people, tools which
permit temporary association of those who want to use them for a
specific occasion, tools which allow specific goals to emerge during their
useonly such tools foster the recuperation of work and leisure now
alienated through an industrial mode of production.

The, development and wide dispersal of simple and durable tools
would discredit the special privileges now given to technocrats. The
growth of science would not be jeopordized but the progress of complex
scientific technology at the service of technocratic privilege would be-
come scandalous. This style of progress is now justified in the name
of developing a. necessary "infrastructure." A new style of research
would reveal this infrastructure as the foundation of privilege.

To recognize, from an educational point of view, the priority of
guaranteeing access to tools and components whose spriplicity and
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durability permits their use in a wide variety of creative enterprises, is
to simultaneously indicate the sohition to the problem of miemploy-
ment. In an industrial society, unemployment is experienced as the sad
inactivity of a man for whom thieve is nothing to make, while he has
unlearned what to do. Since there is little really useful work, the piob-
lem is usually "solved" by creating more jobs in service industries like
the military, public administration, education or social work. Educa-
tional considerations oblio:e us to recommend the substitution of the
present mode of industritil production which depends on a growing
market for increasingly complex and obsolescent goods, by a mode of
post-industrialproduction which depends on the demand for tools or
components which are labor-intensive, repair-intensive, and whose coin-
plexity is strictly limited.

Science will be kept artificially arcane as long as its results are incor-
porated into teclmology at the service of professionals. If it were used
to render possible a style of life in which each man can enjoy housing
himself, healing himself, educating, moving and entertaining himself.
then scientists would try much harder to re-translate tlw discoveries
made in a secret language into the normal language of everyday life.

The level of education in any society can be gauged by the degree of
effective access each of the members has to the facts and tools which
within this societyaffect his life. We have seen that such access re-
quires a radical denial of the right to secrecy of facts and complexity
of tools on which contemporary technocracies found their privilege,
which they, in turn, render immune by interpreting its use as a service
to the maprity: A satisfactory level of education in a teclmological so-
ciety imposes important constraints on the use to which scientific
lmowledge is put. In fact, a technological society which provides con-
ditions for men to recuperate personally (and not institutionally) the
sense of potencyto learn and to prodnce which gives meaning to life,
depends on restrictions which must be imposed on the technocrat who
now controls both services and mamifacture. Only an enlightened and
powerful majority can impose such constraints.

If access to facts and use of tools constitute the two most obvious
freedoms needed to provide educational opportunity, the ability to
convoke peers to a meeting constitute the one through which the learn-
ing by an individual is translated into political processand politi-
calprocess in turn becomes conscious personal growth. Data and skills
which an individual might have acquired shape into exploratory, cre-
ative, open-ended and personal meanino only when they are used in
dialectic encounter. And this requiresthe guaranteed freedom for
every individual to state, each day, the class of issue which he wants
to discuss, the class of creative use of a skill in which he seeks a
match.to make this bid knownand, within reason, to find the cir-
cumstances to meet with peers who join his class. The right of free
speech, free press, and free assembly traditionally meant this freedom.
Modern electronics, iYhoto-offset, and computer techniques in principle
have provided the hardware which can provide this freedom with a
range imdreamt of in the century of enlightenment. Unfortunately the,
scientific lmowhow has been used mainly to increase the power and
decrease the number of funnels through which the bureaucrats of edu-
cation, politics and information could be used to make peer-matching,.
meeting; and printing as available as is now the private conversation
over the telephone.
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On the other hand, it should be clear that only through the defini-
tion of what constitutes a desirable society arrived at in the meeting
of those who are both dispossessed and also disabused of the dream
that constantly increasing quanta of constunption can provide them
with the joy they seek out of lifecan the inversion of institutional
arrangement here drafted be put into effectand also with it, a tech-
nol ogierd society which values occupation, intensive work, and leisure
over alienation through goods and services.

4q,74
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THE SCHOOLING INDUSTRY AS A POSSIBLY PATHOLOGI-.
CAL SECTION OF THE AMERICAN ECONOMY

By KENNETH E. BOULDING

The schooling, industry may be described as that segment of an econ-
omy which mamtains the institutions of formal educationkinder-.
gartens, schools, colleges, universities, and so on. One should really
Include private schools, technical schools, occupational schools and
perhaps little more doubtfully training programs in industry, especial-
ly where these have independent organizations. As a segment of the
American economy, this is now between 6 and 7 per cent of the total..
It has risen from somewhat imder 3 per cent in the last thirty years.
It is now a larger segment of the American economy than agriculture,
and there are good reasons for supposing that it will continue to grow
at least until the end of the century.

Like the war industry, which is that segment of the economy which
produces what is purchased with the military budget, it is supported
mainly through public or private grants, that is, one-way transfer pay-
ments rather than by the sale of services in an open market. The war
industry, incidentally, at 8 per cent, is not much larger than the school-
ing; industry.

I have used the term "schooling" rather than "education" deliber-
ately, "schooling" being what is done in schools and other places of
formal education, whereas "education" is a much larger phenomenon,
which includes all human learning. The education industry would in-
chide not only schooling but would include agreat deal ot child rear-
ing, travel, books, newspapers, television, radi o, public speeches, meet-.
ings, churches, all situations in human life indeed where sonic kind of
clninge is effected in the cognitive structure of the human nervous sys-.
tem. Fritz Machlup 1 has devised an even larger concept which he calls.
the "knowledge inthistry" which includes not only all forms of human
learning, but entertainmeht and any situation where some kind of
coimnunication passes from one lunnan being to another. Machlup in
1962 estimated the knowledge industry as some 29 per cent of the Amer-
ican economy, compared with the 7 per cent which is devoted to school-
ing. What happens to the schooling industry, therefore, must always,
be considered in the light of the larger educational and knowledge in-
dustry, of which it is an essential part, but still only a part.

The schoolina industry has a number of peculiarities. In the first
place it is prodbucing a product or rather a set of products which are
hard to define, measure, and even to identify. Its first product is knowl-
edge, that is, changes in the cognitive structure of the nervous system
of particular individuals which increases that structure in extent and
hopefully in realism, that is, in correspondence with some outside

'Fritz Moch lop, The Production and Distribution of Knowledge in the United States,.
PrInccton Univorolty Proms, 1962.
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reality. An unlettered lady from Appalachia who was asked if shehad ever heard of France said, yes, she thought it was a place some-where the other side of Asheville. Every person who has been throughthe eighth grade probably knows that France is a country on theeastern side of the Atlantic Ocean, that its people speak a languamecalled French, and. so on, even though 99 per cent of the people wriohave this knowledge may never have been to France. Without school-ing our knowledge is confined very largely to what our unaided sensesbring into us and it is therefore confined to our specific environment.One of the major purposes of schooling is to expand knowledge intoa larger environment to include the whole earth and indeed the uni-verse, and to expand it also back into time far beyond the direct per-sonal experience of the individual, so that he knows not only about hisown contemporaries, but about people who lived thousanas of yearsafro and thousands of miles away:The quantity of knowledge acquired by any person can be investi-gated by examination, that is, by asking questions to which the personhas td respond. Examinations, we all know, are imperfect samples ofthe knowledge of any one person, but they are usually better thannothing- Schooling is frequently criticized that its only product isexaminations and examination results and there certainly are types ofschooling, perhaps less important than they used to be, which aredirected towards passing examinations rather than acquiring knowl-edge, in which case the measure is usurping the thing which it is sup-posed to measure. I am not sure, however, that this criticism is a verysevere one, for the ability to pass an examination is certainly posi-tively related to the amount of laiowledge whicb the examinee possesses,and furthermore is in itself a skill which is not valueless.
This suggests that the second product of schooling is skills, whichis not quite the same thing as knowledge. I can have knowledge aboutFrance without knowing how to get there, or without this knowledgerequiring me, or even enabling me, to do anything at all. There aremany kinds of knowledge, however, such as literacy, knowledge ofother languages, and knowledge of practical skills, which are of im-portance mainly because they enable the possessor to do things thatotherwise he would not be able to doto read, to write, or to makepottery, weld, or to mend clothes, or to do any of the innumerablethings which life requires of us. There is a certain tendency amongpsychologists especially to identify knowledge with skill under theimpact of behavioral notions. This identification seems to me to be un-warranted, but we could always get around it. by defining knowledgeas the skill in 'passing examinations and a skill is the ability to do otherthin ns. It is possible, however, to have knowledge without Skill ; it is notpossible to have skill without knowledge, even though the knowledgemay be at the level of the lower nervous system rather than at thehigher, as in the kind of knowledge which is required to play tennis.It should be noted that schooling usually includes this non-verbal kindof knowledge, especially in the athletic department and in vocationaleducation. Know-how, *however is just as much knowledge as know-what, and it is just as much a legitimate part of schooling. The teachingof practical morality, incidentally, can easily be regarded as a kindof sidli. It. is the know-how of b iow to get along n the particillar Society

in which one is placed. This also is clearly a part of schooling.
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The production of knowledge and skill may be regarded as the
most legitimate products of schooling. There are, however, other
products which are not usually mentioned as much, and which perhaps
have a certain flavor of illegitimacy about them but which are never-
theless important in determming the willingness of the society to ex-
pand or contract the schooling industry. One of these less legitimate, or
perhaps merely less recognized, products is custodial service. or "child-
sitting." In an industrial urban society, especially, children are some-
thing of a nuisance to their parents if they are around the house under
foot all day. The schools by taking the children off their parents hands
and by taking young people off the streets into high schools and col-
leges perform a public service somewhat akin to the garbage collector,
in the sense that they remove sources of disutility and segregate them
away from the rest of the society at least certain hours during the day,
which releases parents for productive activity of some kind, either in
a job or in preferred leisure time activities. Tr h e actual economics of
the schooling industry may be more closely related to this by-product
than to its main products of knowledge and skill. The willingness of
people to raise their school taxes is remarkably enhanced by a school
system shutting down for a few weeks and delivering the children to
the. tender mercies of their parents and the streets, or even by going on
double sessions so that the children are released into the outside world
at unusual times. It may be indeed that the great. virtue of the tradi-
tional summer vacation, even though it may have originated in an
earlier agricultural age, is that by the end of the summer the willing-
ness of adults to get children back to school is considerably augmented.
A wise school district indeed will always put up its tax votes just be-
fore Labor Day. I would very much like to see It study indeed of the
success of school bonds and millage increases related to the time of year
in ',Nth they are voted on.

The. custodial role of the school industry, while it has undoubted
positive aspects in releasing adults from the. worry and inconvenience
of having children and young people around them, also has consider-
able. social costs, which we are only just beginning to realize. It is
impossible to exercise custodial care of any group of people without.
segmating them. We see this, for instance, in the most, extreme fonn
iu prisons, which are optimistically called reformatories, but which
are. Psn ail y schools for crime. It is likewise, impossible to segregate
children and young people in schools, colleges and universities with-
out. creating a "youth culture," which may easily become patho-
logical. In all human societies, almost before the last hundred years,
schooling was the privilege, of a very small elite, typically perhaps
not more than 1 per cent of the population. Most children lived
around the. house with their parents ; when they became voupg people
they lived in an essentially adult world, working with adults and
developing a "youth culture" only in their free time, which was
not very much. By 1900 most Western conntries had virtually all
children in the schools up to the afre of fourteen. In the. United
states we have gone from about 10 per cent of the corremondin'T
age group in high schools in 1900 to about 80 ner cent today, with
ail even more striking proportional increase in students ip college.
This is an absolutely unprecedented change in the condition of
s-ciety, the full consequences of which have. by no means been worked
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out. Some of the consequences, of course, are very desirable, in the
shape of a much better informed and highly skilled population.
Other consequences, however, in terms of segregated youth cultures
may be quite undesirable and may produce startling social changes,
perhaps considerably for the worse in the next thirty years. Me
"generation gap" which is so much observed and is unquestionably
pronounced today, is precisely a result of the fact that the okler
generation, as it were, is a product of an age in which schoolina was
much more a privilege, whereas the younger generation takes it for
aranted and perhaps therefore vahies it lesF.

Another slightly disreputable, but extremely important, product
of the schooling industry is certification. A high school diploma and
a college degree are worth something in the job market and these
equivalences have been studied in some detail. Certification, of course,
is not the same thing as either knowledge or skill, although it is
presumably positively correlated with these desirable products, even
though the correlation may not be as high as we would wish. Certi-
fication is like the stamp on a coin. Once it is the certificate that. has
become important rather than the lalowledge or skill which it is
supposed to represent, there is always danger of inflation. A high
school diploma today, unless one looks behind it to the actual course
of study which has been taken, is a very different thing from what
it was in 1900. It now may represent a great deal more semi-voca-
tional skills in basket weaving, and shop, than it does knowledge of
even quite small segments of the universe. The rise of students to
political power in the colleges and universities is almost certain to
result in an inflation of the college degree. After alb if one can
fret certification with less work this looks like an improvement in
productivity. The only physical product of the. teacher is a grade
sheet and the only physical product of the school or college is a
piece of paper, or maybe parchment or vellum, with some sort of
certification inscribed on it.

Certification may be overvahied, as well as undervalued. It may be
an inflated measure of the achievement that it is supposed to certify,
but it may also be overvalued, especially in the job market, as a sur-
rogate for detailed inquiries into the real capabilities of the iob ap-
plicant. High school diplomas are frequently required for jobs of a
relatively unskilled nature, which clearly do not require the high
school experience as a prerequisite for their performance. The same
may be said of college degrees. I frankly do not know what can be
done about this. It is a very puzzling 'question in social policy. Some
of the imperfections in the labor market raise very serious problems,
especially in American society, such as hindering us from achieving
full employment without inflation, may be attributed to the over-
emphasis which is placed on certification. On the other lmnd, unless
there is some distinction between the certified and the uncertified the
incentive to obtain certification is considerably lowered, and if the in-
centive to acquire knowledge and skill is less than tbe incentive to ac-
quire certification, certification may be the major avenue in society
through which a demand for knowledge and skill is encouraged. I am
afraid I do not hold the optimistic 'view that in the absence of any
reward structure young people will spontaneously engage themselves
in the arduous and frequently unpleasant tusk of acquiring knowledge
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and skill. Just what the optimum relative reward structure should be,
however, is a very difficult problem which we are still a very long way
from solving.

A fifth, and more positive product of the schooling industry is that
its institutions are often the focus for community 'activity. The high
school especially in an American community often plays something
of the role that the church did in the Middle Ages as a focus for the
community, as a symbol of its pride and as a place where people gather
for school concerts, school plays, and so on, or as a center for adult
education. This is a positive aspect of the schooling industry which is
often overlooked by its critics.

The second great peculiarity of the schooling industry is that its
revenue, unlike that. say, of the steel industry, is not derived from the
sale of its product in the market, except in relatively small segments of
the, industry, but is derived mainly from what I have been calling the
cgrants economy," that is, by essentially one-way transfers. A "grant"
differs from an exchange, in that an exchange represents a reciprocal
transfer of conventionally equal values, so that in an exchange the net
worth of the exchanging parties does not change in total, although
their assets change in structure, whereas in a grant the net worth of
the granting party is reduced and the net worth of the grantee is in-
creased in the moment of the transaction. Outside of a rather small
private sector of adult education, such as Berlitz language schools, sec-
retarial schools and so on, where the student himself buys the educa-
tion out of his own money and the product of the school can therefore
be considered as being sold in a .market, the schooling industry is
almost wholly financed by grants, either public or private.

Even in the case of private schools, it is usually parents who pay the
bills, and the children who receive the schooling, so that what we have
in fact is a grant of money from the parent to the school and a grant
of schooling from the parent to the child. In the case of the public
schools, the grants element is even clearer. Taxes are a grant from the
taxpayer to the taxing authority, in the sense that when a person pays
his taxes his net worth diminishes and that of the recipient increases.
Schools may be financed directly out of school taxes, in which case the
school system itself is the taxing authority and there is no intermedi-
ary, or they may be financed by grants from other toxing authorities,
such as states or cities. In any case, the persons who receive the prod-
uct whether this is knowledge, skill, custodial care or certification, are
not the people who pay for it. This divorce between the recipient of the
product and the payer of the bills is perhaps the magor element in the
peculiar situation of the industry which may lead to pathological re-
sults. It is hard to resist quoting from Adam Smith at this point,
who held a low opinion of a situation in which the producers of a prod-
uct were effectively divorced from its consumers : 2

"Those parts of education, it is to be observed, for the teaching of which there
are no public institutions, are generally the best taught. When a young man goes
to a fencing or a dancing school, he does not indeed always learn to fence or to
dance very well : but he seldom fails of learning to fence or to dance. The good
effects of the riding school are not commonly so evident. The expense of a riding
school is so great. that in most places it is a public institution. The three most
essential parts of literary education, to read, write, and account, it still con-

2 Adam Smith, The Wealth of Nations, Modern Library Edition, p. 721.
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tinues to be more common to acquire in private than in public schools; and itvery seldom happens that any body fulls of acquiring them to the degree inwhich it is necessary to acquire them."
The schooling industry, and indeed one might even acid the wholeeducational industry to this, is notoriously unprogressive when it comesto productivity. It is hard indeed to measure the productivity of theindustry. A rough measure of its backwardness relative to the rest ofthe economy, however, may be gathered from Table 12 in which theschooling industry as a percentage of the total product, m ciirrent dol-lars, is compared with almost the only measure of its physical productwhich we have, which is the number of school years as a proportion ofthe school population. It will be seen that the schooling; industry as aproportion of the total economy has risen much faster than its physicalproduct, suggesting that there has been a substantial increase in the"real pi ice of education, that is, in education's terms of trade, whichhas almost doubled since 1950. This is to be expected if it is an indus-try which is not increasing in productivity as fast as the rest of theeconomy, humus, the sheer pressures of the labor market will forceup wages in the schooling inlustry to something which is comparableto the rest of society and if productivity is not increased this meansthat the real price of schooling will have to increase in order to paytlie increase of real wages, and other costs.

TABLE 1

Year

Total school expendi-
ture as a percentage Percent of

of gross capacity children (age
product 5-19) in school year

Index of terms of
trade of schooling

1930
3, 3 0.80 100

1940
2. 7 . 85 771950
2.9 .91 771960
4.7 .90 1271969
6.0 .93 '.56

Note: Table provisional and subject to revision.

Whether we regard this as "pathological" or not depends on ourestimate of the extent to which the failive of the schooling industryto increase its productivity is something fundamental and unavoid-able in the nature of the industry itself, or whether it is related tothe particular form of social ana economic organization which theindustry possesses. I frankly know of no way of making a very accu .rate juagmen
it in this matter. If there is in fact no way n which theproductivity of the schooling industry can be increased in the sensethat there aro simply no other techniques which are possible whichwould result in, let us say, more knowledge and skill acquired perreal dollar of expenditure, then there is nothing 1)athological aboutthe present situation, just as there is nothing pathological in the in-ability of a human being to jump a hundred feet up into the air. Iuse knowledge and skill, incidentally, as the measure of productivity,simply because the custodial function obviously is not capable of anyincrease in productivity, except at the sacriiice in the increase inknowledge and skill. We could I suppose simply build very cheap hutsin which we keep young people under sedatives all day. Indeed, where
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the attitude of the public toward education is primarily concerned
with its custodial aspect, this is often the real meaning of "cutting out
the frills" of the classroom being a cheap and respectable sedative.

The certification aspect, also, can only be subject to pathological
changes in productivity if it is unrelated to the development of knowl-
edge and skill. The kind of certification which consists of a diploma
from Groton, Eton or Harrow may have very little to do with knowl-
edge, though it may have something to do with the skill of belonging
to the upper class. It is, however, the kind of certification which is
incapable of generalization without defeating itself. There is a good
deal of evidence indeed that high prestige universities, colleges, and
schools produce certification rather than lmowledge and skill, in tho
sense that it is only in certification that they have a comparative ad-
vantage over the km prestige institutions, who seem to produce about
as much knowledge and skill as the high prestige ones. This all the
more underlines the principle, however, that certification is not sub-
ject to developments in productivity, and from this point of view
it is only productivity in knowledge and skill that is significant.

One would have to be a very great pessimist indeed, however, to
believe that no further improvements in the productivity in schooling
in terms of knowledge and skill per real dollar expenditure could
possibly be achieved. It may well be that the major obstacle to any
substantial increase in this productivity is the absences of any ade-
quate theory regarding the nature and machinery of the human learn-
ing process. Almost all that we really know about)iuman learning coulcl
probably be put on a page. We know it may be discontinuous, that it
exhibits problems of "readiness" rather like the imprinting phenom-
enon which is well docunlented in some animals, we know that it is
related to the system of rewards and punishment in the perception of
payoffs, that knowledge tends to grow towards the payoffs. On the
other hand, we also have to learn what the payoffs are, so that this
makes the whole process remarkably unstable dynamically. We know
that emulation sometimes produces greater productivity and some-
times produce less, and we don't know very much about when it does
ono and when it does the other. We know a little about reinforcement
and the acquisition of skill, we know astonishingly little about the
acquisition of knowledge and concepts and we know still less about
motivation towards the acquisition of knowledge.

It is this absence of a basic theoretical framework which I think
makes most educational research have the fatal quality of lack of
cumulative additivity, so that we are by no means sure that we really
know much more about how to educate people than we did, say, MO
years ago, in spite of all theeducational research which has been done.
Educational practice exhibits fashions and cycles, but one does not
get the impression that it has the kind of strongly increasing trends
in productivity that some other industries do. the trouble here is
that it is impossible to predict technical change. It is, in particular,
impossible to predict undiscovered ideas, otherwise, we would haye
them now. It is, theryore, extremely hard to estimate the potential
for increasing productivity of any industry, and it is particularly hard
in the case of education, where ihere is very little history of increas-
ing productivity, so that we do not even have any trends to project.
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What I think one can assert is that if an increase in productivity
were better rewarded than it is now the probability of productivity
increase would certainly be greater, even though there is no way of
knowing by how much. The present system certainly militates against
any increase in the productivity of education. _Educators receive their
incomes mainly, let us be frank about it2 from the by-products of
custodial care and certification, and that if an educator develops an
exceptionally productive method of increasing knowledge and skill, he
is not likely to be particularly well rewarded for it. The same goes
for educational institutions. There is really no way in which the
educational "firm," that is, the school district, even the private school,
or the college or the university, can make the public aware of any
substantial increase in its own productivity and so increase its share
of the market. In industries in which the revenue is derived mainly
from the sale of product to people who directly consume it, if the
product is not good people will not buy it, subject to sonie modifica-
tions of this proposition by the arts of Madison Avenue. If a tirm
discovers a substantially improved method of production which in-
creases its productivity, it can sell its products cheaper so that it will
have a competitive advantage and will expand. We even have a patent
law to give people property in innovations, which is presumably more
in the public interest than secrecy, which would be almost the only
other alternative.

In the schooling industry, by contrast, price competition is very
ineffective. The ditlerence in price, for instance to the parent. of
private schools versus public schools or private universities veins
state universities, is a striking example of the dominance of certiliea-
tion over knowledge .and skill, for there is very little evidenee that
private schools or private universities produce a much better knowl-
edge product than niany of their public equivalents. There are out-
standing teachers at all levels of education who inspire an abnormal
proportion of their students to go on to acquire increasing amounts of
knowledge and skill. Their reward all too often is, in the words of
W. S. Gilbert, "the satisfying feeling that our duty has been dom.."
and though this internal satisfaction may be a substantial reward it
is neither patentable nor duplicable. One of the most frustrating
things about the schooling industry indeed is this apparent almost
total incapacity of good teachers to be able to pass on this particular
skill to others. Them is a parallel indeed in manv other fields, in
music, for instance; nmsic schools can teach the Aements but they
cannot undertake to produce a great artist, and the great artist is quite
incapable of explaining to anybody else how he does it in a way that
would enable him to trausnut the skill to others. In the schooling
industry, however, the difference in productivity between the great
teacher and the mediocre one may be large. The bad teacher, further-
more, may have a negative productivity which leads to a positive
destruction of motivation and ambition in the student. One some-
times suspects indeed that the main problem of the schooling industry
is how to keep out of it those teachers who have negative productivity
and who destroy the incentives and the identity of their students.

The question then remains "Are there any organizational devices
which might be applied to the schooling industry which would en-
courage the growth of genuine productivity?" A considerable number
of suggestions to this effect haye been made; none I think have really
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been proved. One great word these clays, of course, is "performance
cmtracting" and "accountability," as expressed particularly in the
contracting education out to private firms. Theoretically one might
suppose that a firm which developed unusually productive techniques
would be able to patent these and would have remarkable competitive
advantage. There are, however, real difficulties which cannot be laid
wholly to.the traditional conservatism of the teaching profession. One
can certainly expect teachers who have been comfortably inefficient
pot to like the risk of occasionally rather plush competition. The ob-
jectmns of the teaching profession, however, may not be entirely a
result of blind conservatism and the defense of special interests. The
yery peculprities of the schooling industry unfit it to be treated as if
it were a simple commercial operation like the production of fat hogs.
It is not merely that students are extraordinarily complex pieces of
apparatus and we do not really know what it is that induces them to
perfo rm, except very superficially, but, what is more hnportant, school-
ing i.s something which almost always takes place in a community
settmg. This is something which is not alwaw realized by technicians
and the destruction of the community of the school or even of the
classroom, imperfect as it is, can easily be disastrous to the total develop-
ment of the student. Schooling on a slick assembly line basis may
Produce "results" in the short rim, but it could easily have disastrous
long.-term consequences of which at present we know very little, and
perhaps care less. I am not saying that these more subtle phenomena
could not be taken care of by commercial enterpriFes. I am inst saving
that the atmosphere of commereial enterprises is very different from
th(we in an educational institution, and that the fulfillment of clearly
defined short-run objectives may easily be contrary to certain very im-
portant and large long-run objectives which are hard to pinpoint
but which have been developed over long years of experience in what
might be called the "folk knowledge" of the schooling industry.

Another proposal which is receiving some favorable attention at the
moment is the so-called "voucher plan" by which the student is sub-
sidized rather than the school, the student being given a, voucher of
so many dollars a year which can be exchanged -for education at any
recognized establishment. We have had experience with something
like this, of course, under the GI Bill of Rights, so it is not wkolly un-
familiar, and that experience was by no means ylverse, even if it did
produce a few fly-by-night educational operations..The great virtue
which is claimed for the voucher plan is that it permits the student (or
Parent) greater freedom of choice in the seleetion of schools and .also
it forces the schools to compete for students, so that here again a
school which achieves a greater productivity may be.able.to attract a
larger number of students and hence will expand. Likewise, me.thodq
which have proved themselves in one place will have to be imitated

iin others if the competing institutions are to survive. There s enouell
logic in this moposal to make it. seem worth a try and some experl-
wilts in this direction are now being proposed.

This nropocial also meets with substantial opoosition from the edu-
cational establishment. In this case, however, one is a little afraid that
the opposition of the establishment is not wholly unrelated to its un-
willingleas to move out of a highly protected market, for which after
all it can hardly be blamed. Perhaps the principal argument against
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the voucher plan is that it would permit too much variety in education,
would permit, for instance, the development of parochial schools and
subcultural schools of all kinds, and that it would fragment the society.
In the United States, especially, we have always visualized the educa-
tional system as an Americanizer, especially for the enormously diverse
subcultures which have populated this continent. In the early days one
could make a strong argument for this point of view; today, however,
the society seems well enough established that it can afford diversity
and indeed it may be more threatened from an enforced conformity
than it is from a tolerated diversity. If the state retained the power of
licensing the approved schools which could compete for students. this
would seem to be enough reaulatory capacity to deal with any extreme
cases which went beyond the-bounds of the acceptable middle ground of
public and private custom.

The voucher plan would still leave the revenue of the school systems
pretty much in the hands of the grants economy, especially the public
grants economy. It would permit the development of supplementary
markets at the edges, where parents who wish to put a little extra would
be able to do so. It might be argued that this would interfere with the
equalizing function of the public school system. This, however, is not
too strong an argmnent even now, simply because of geographical
segregation by income which permits the rich suburbs to have expen-
sive school systems and the poor areas to have poor systems. If the
voucher were generous enough it could act as an equalizer far beyond
what the present system does, although it is a little doubtful whether
this would be politically feasible. The great problem here is the prob-
lem of the grants economy in generakin that its total size reflects the
strength of the community and the willingness of individuals within
the community to sacrifice for public goods, especially those which they
may not enjoy personally.

Them are several reasons for suppming that the grants economy,
especially as applied to the schooling industry, is likely to run into
increasing difficulty in the next few decades. One reason for this is the
changing age composition of the population. As the birth rate declines
and as the older age trroups fill up we may find that the proportion of
the population which'-consists of parents with children is quite likely to
dechne, particularly once the present "bulge" of births from 1947 to
1961 has passed through the age of chikl bearing, which is now just be-
ginning. A voting population which is heavily weighted toward those
past child rearino., or even those before it, is less likely to vote large
sums of money kir the schooling industry whether directly through a
public school system or indirectly through a voucher plan.

It may well be, therefore, that we will have to look for some way of
getting the educational industry ont from under the grants economy,
or at least to get a larger proportion of it into something that looks
more like a market exchange economy than it does now. One very in-
teresting proposal for this I have been calling the Killingsworth pro-
posal, originated bv Professor Charles Killingsworth of Michigan
State University.' This proposal is to set up educational banks. fed-
erally financed, which will lend the student the full cost of his educa-

Cluirlen C. Killingsworth. testimony to the United States Senate on Employment of
Manpower. September 20. 190S. Also. "flow to Pay for Higher Education." Presidenthti
Address to the Economic Society of Michigan. 1907, mimeo.
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tion,the loan to be repaid by a surcharge on his income tax for the rest
of his life. This scheme is particularly valuable perhaps for college
and beyond, as in this case education is very clearly an investment to
tho individual whose income does not happen to be increased by his
why an appropriate financial system should not be devised to take care
of what is essentially a private investment. We cannot, of course, use
tho chattel mortgage system, as this would put too great a burden on
the individual whose income does not happen to be increased by his
education. If an individual's income is increased by bis education, )iow-
ever, there seems to be no reason why he should not use part of tbis in-
crease to pay for the education itseli. In a rough way, of course% this is
what already happens insofar as the progressive income tax is used
to finance education.

Actually, however, at present the finance of education comes far
too much out of regi:essive local taxes, especially property taxes, so
that all too often it is the poor who are really subsidizing the edu-
cation of the rich and the middle classes. The Killingsworth proposals
are not so appropriate at the high school level or below, mainly be-
cause we have the ideal at any rate of educating everybody up to this
level, in which case education is no lono.er a privileme which provides a
higher income, but a kind of standaP.rd base whi% is, as it wire, a
ticket of admission to the system in general. For some time to come,
however, higher education is likely to be an investment for the in-
dividual, and under these circumstances something like the Killings-
worth proposal seems to me sensible and may be almost the only way
of averting a major economic crisis in colleges and universities in the
next generation.

In any consideration of the economics of the schoolin. industry it
must never be forgotten that it always is embedded in thte larger edu-
cational enterprise, much of which is conducted in the family. One of
the most striking of all educational statistics is the relationshie be-
tween the nmnber of years schooling which is obtained by any indi-
vidual, and the number of his siblings on the one hand, and the educa-
tional level of his parents on the other. The larger the family, the
poorer the educational achievements of its members, and the poorer
the educational achievement of the parents, the poorer the educational
achievement of the children. This effect is probably more significant in
determining the distribution of education and even its total quantity
than all the reforms we might make in the schooling industry.' These
relationships relate to the demand for education perhaps rather than to
its supply or to its productivity, but they do suggest that the self-per-
petuating character of poverty subcultures and large family subcul-
tures may be the greatest source of what might be called "educational
wastage,b that is, unused capacities for knowledge and skill. We cer-
tainly cannot rest content with the present situation in seeking for a
solution of the very difficultproblems which lie ahead however; we

imust look at the educational ndustry or even the knowledge industry
as a whole, as well as that part of it which is comprised by schooling.
Otherwise, we may find ourselves trying to providea supply for whicli

1 fife Beverly Duncan. "Trends in Output and Distribution of Schooling." Indicators of
Social Change, edited by Eleanor B. Sheldon and Wilbur D. Moore. Russell Sage Founds.Hon. 10613, especially pages 645-653.
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there is quite inadequate demand and we may find ourselves destroying
the subcultures within our society which actually keep the schooling
industry alive and prospering.

It now looks as if we are at the beginning of a great outburst of re-
search in educational matters, something w ihich s long overdue. Our-
educational statistics and the whole information system in this re-
gard, is woefully inaciequate, as we all know. The theoretical basis in
human learning, as I have suggested, is even more inadequate. Never-
theless

'
it does seem to be an area where a substantial intellectua effort

would have very substantial results and I would put it myself as
virtually the higliest priority of our society in the next generation.
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NOTES ON EDUCATIONAL REFORM*

By DAVID RIESMAN

Keeping in touch with efforts at educational reform in American
universities has become increasingly difficult. Several years ago only a
few pacesetter institutions were experimenting with interdisciplinary
courses, field study programs, student-initiated courses, and independ-
ent study in their undergraduate programs. But today these innova-
tions have spread throughout. academia in response to changed faculty
attitudes and the newer youth subcultures.' Exceptional places like St.
John's Colleges at Annapolis and Santa Fe fight a continuing engage-
ment in defense of traditional enrricula resting on a program of Great
Books which must be accepted in their entirety. Elsewhere, however,
students as well as faculty, who have been in constant communication
with each other, have helped to spread experiments begun in one locale
all over the academic mapgenerally with the consequence. of mini-
mizing the traditional curricular requirements or eliminating them
altogether.

Understandably, educational reform also reflects the attack on
science as stultifying, "irrelevant." or dangerous to mankind. It re-
flects the aim of doing something about white racism or ghetto poverty,
perhaps by giving a hikh priority to black studies or urban studies on
a campus. Furtherinore. student and faculty proponents of participa-
tory edurationd democracy, who bring to voluntary associations both
on and off the campus the principle of "one man, one vote," contend
that participation per se is a more important reform than any sub-
stantive changes in styles of teaching and learning. The consequence
has been drastically to reduce the leoltimacy of authority, whether this
be the authority of scholars and praessionals, of curricular programs,
or of the core traditions of learning. In the place of tlie older authority
there has arisen what Erich Fromm in E?teape from Freedom and Man
for IlimRelf described as anonymous authority: in this case the au-
thority of whatever is described as relevant, participative, nuilt-re-
ducingin short, whatever extra-curricular preoccupations se-tudents
and faculty now press upon their institutions.

Though I do not agree with Erich Fromm in some of his specific
judgments on education, in particular his reflections on Summerhill
School in England, I believe that the implications of his general phi los-

. Revision of my eontribution to n festschrift in honor of Erich Fromm: In the Name of
Life edited by Dr. Bernard Landis and Dr. Edward Tauber (Holt Rinehart. and Winston,
1971). I nm indebted for helpful suggestions to Edwin linrwood. Harold Ilodgkl»son.
Michael Maccoby. Robert Gorham Davis, Robert Bellah, and Judith Hemming. My re-
search on higher education Is supported by a grant from the Ford Foundation.

Roth the sheer magnitude of change and the degree to which ft may promote bomogeneitY
are suggested by Harold L. HodgkInsen. Institutions In Transition: A ENO of Change la
Higher Education, a publication of the Carnegie Commission on Higher Education. 1970
for silscussion of change in some pioneering liberal arts colleges, see Morris Keeton
and Conrad Hillherry. Struggle and Promise: A Future for Colleges (New York McGraw
MR Book Co.. 1000).

(30)
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ophy of education are important. Indeed, my own thinldng about,
education and my work over many years as an educational reformer
have benefited from his work and personal example from the time of
our first meeting in 1939. His distinction between rational and irra-
tional authority, analogous to the one he draws between rational and
irrational affects or emotions1 has been useful to me in understandmg
current conflicts over authority in higher education.3 When he first
drew the latter distinctionhe argued that hate as well as love could be
rationally basedmost academic intellectuals tended to regard ration-
ality as completely affect-free, therefore., as generally good and trust-
worthy and somehow not, simply a, screen for passion. Now as we move
unevenly into an era which regards irrationality as life-giving and
rationality as merely a hang-up (to put it, in an extreme way), the
distinction has taken on a new meaning: that irrational anger has as
nine!u legitimacy as rational hate.3 Fromm's thought is syncretic, not
only with respect, to this ancient dualism of thought and feeling, but,
also with respect, to the differences among the great world religions
and such civic (or nonreligious) religions Rs patriotism, socialism. or
hunumism. It is characteristic of him to insist that the past, should
not be junked (an impossible attempt in any event), while one is
making every effort to move toward a more hopeful future; thus he
has recently written : "For many of the young generation who belittle
the value of traditional thought, I should like to stress my conviction
that, even the most radical development must have its continuity with
the past; that, we cannot progress by throwing away the best achieve-
ments of the human mindand that to be young is not enough!" 4

Beyond this, be has led me to a greater appreciation of the impor-
tance of moral qualities in the scholar and teacher. Just as he asks
scientific investigators to be open to impressions and hunches, as well
as careful observations, so too be argues for openness that lessens de-
fensiveness and the need to impress others both in teaching and in
psychoanalysis. Contrary to the ideology of many Americans, espe-
cially males, he stresses the importance of vulnerability as one of the
qualities of humaneness.5 While I know that in dealing with sullen oractively hostile students my own resiliency leaves much to be desired
and my good humor often deserts me, Fromm's model of unsentiinental
openness is something I try to attain. I believe that this attitude does
not nnply seeking a false binnifity with students on the ground that
the tericher possesses.no special expertness or exper;ence, but rather
a willingness to admit.error, confusion, and self-doubtalthough inall such ventures there is the danger of a kind of moral one-upmanshin
disguised as fallibility. In Fromm's view, creative intellectual work

'Many social critics, when they encounter what they regard as excesses of renson,are tempted to turn against reason Itself nnd to defend irrationality as somehow moredeeply human. Fromm's distinction preserves reason as essentially human. undercuttingthe despair that lends to praising irrationality per se. Cf. the candid. troubled discussionin George P. Elliott. "Revolution InsteadNotes on Passions and Politics." nn essay prin-cipnlly concerning education. The Public Interest. 20 (1970). 05-80. especially pp. 8511'.sThese distinctions are not simple ones. Fromm considers rational those affects whichare conducive to the optimal functioning of human beings, to the growth and unfoldingof life: irrational affects are those which diminish or weaken the capacity for the art oflife. Lore might then be rational if not based on masochism or possessiveness. Hatredwould generally be irrational, markedly AO when it Is of an idling kind, no In an idlingmotor, waiting for targets of opportunitrbut arguably rational when reactive to nspecific threat to lite. Whether an affect is rational or not says nothing about is com-prehensibility through reason : both alike can be in principle understood.
+See Erich Fromm. The Reroluflon of Row Toward a Huntonlzed Technology (NewYork : Harper & Row, 1908). Foreword, p. xxvii.
&See p. 85 and elsewhere.
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demands moral qualities such as courage and faith; intelligence un-
anchored in the effective life is in my own view as limited as the
extreme of those proud proclamations of subjectivity that one hears
today from some social scientists who boast of their commitment.

CURRENT THEMES OF EDUCATIONAL REFORM

During the academic year 1968-1969, while on leave from Harvard,
I discussed educational reform with students and faculty at various
places of widely differing styles: Stanford University (then engaged
in a large self-study) ; the University of California at Davis and at
San Diegro ; the University of North Carolina (where the first two
undergraduate years were being examined hy a student-faculty com-
mittee) ; the new College of the State University of New York at Old
Westbury which had )ust opened that year; Oakland University in
Michigan ; and, briefly, Pitzer College in the Claremont group of
colleges. In addition, I perused the student press at a number of-col-
leges and followed the discussions of reform in the educational journals.
I have already indicated the similarity of concerns that one meets from
coast to coast. Everywhere one encounters the desire for a more egali-
tarian university. Meritocratic distinctions are under attack and so is
the apparatus of grades, course prerequisites, and selective admissions.
One often finds encounter groups or sensitivity training sessions
praised as the optimal situations for learning, on the ground that if
faculty authority and expertness can be reduced, true mutuality will
result. Some encounter groups do succeed in opening people to them-
selves and to others, at times intrusively and at other times creatively
when done with care and tact; more often, however, they are likely
to be what a friend terms counter- or anti-groups.

There is a parallel effort to get students and faculty out into field
situations, such as community organizing:3, 7

yhe rural .and small-town poor tend to he neglected in comparison
with inner-city ghettos and other pockets of poverty. This reflects a
search for what is regarded as authentic expedence and an effort to
overcome the specifically American forms that tho guilt of the priv-
ileged tends to take. These moral, often polemical convictions and
searehings lead students to ignore suggestions that they involve them-
selves: for instance, in the life of a suburban church, a business cor-
poration, or a small non-exotic town.

In any event, the trend is away from what is regarded as alienated
leaming and toward first-hand experience. An amateur spirit prevails,
which has its benign sides but also certain dangers. The frequently

n Of course. I am not Implying that learning could not occur in field settings: I do
my best to encourage my own students to do manageable pieces of empirical work, for
instance some enterprise of participant-observation or a small-scale interview study. How-
ever. many newly developed programs that boast of putting students out into the field
do not provide the kind of preparation that a good anthropology department would. More-
over. as implied in the text, students may not be willing to dress or behave In the manner
required by the field setting, justifying the refusal in terms of their own need for authentic-
ity. Even in the best case, the educational consequences of a field work project, like those
of classroom work, cannot easily be predicted and feedback is often lacking as to whatactually oceurred as against what was planned. (For a further note on encounter grownsee footnote 20.)

Tim term "community" comes up constantly In these discussions: there is the academie
community, the black community, the student community, the Third World community,
etc. The Mrm carries none of the tentativeness with which Erich Fromm speaks of the
formation of Groups in the last chapter of The Revolution of Hope (pp. 158-162). There Is
instead in these discussions a naivete in assuming that people who share contiguous turf
will have something in common, and that they already form a community rather than aseries of competing barrios or fractionated sects.
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stated belief that theoretical work gets in the way of experience shows
a naive neglect of the epistemological problems of experience itself.
Related to this is the rejection of rationalism and ob)ectivity already
mentioned, an attitude which assumes that spontaneity requires irra-
tionality and that, cognition is necssarily deadening. The effort to
categorize isAlelioimced and is taken as a sign of something close to a.
necrophilic tendency.

These ideas of educational reform originated in the elite colleges
and amongarticulate critics, and often had the support of the student
'press. But they have spread to many campuses in what were once pro-
vincial parts of the country, including the "provinces" of large cities,
where most students are the first generation m their families to attend
college.8 The vocal students, who have been the carriers of educational
change, are apt to be the more affluent, to be majoring in the humani-
ties or the "softer" social sciences, and to be male and white.° These
students contend that the educational system oppresses them, though
most aro not as despairing as the violent activists who see in the univer-
sity the symbol of "the corrupt society" and seek to stop its operations
altogether. Nonetheless, even moderate student reformers and their
faculty supporters share with anti-university activists an ignorance
of the history of American higher education." This lack of historical
knowledge helps sustain the mythology that American higher educa-
tion was once uncorrupted by commercialism, careerism, or other
worldly constraints.11 It is ironic that many in other industrial socie-
tis are seeking to incorporate the American practics now under attack
in order to strengthen and liberate their own systems of higher
education.

Many students continue to read. When I ask them what books have
influenced their ideas of educational change, they mention the writings
of john Holt, George Leonard (Edncation and Ecstasy), Herbert
Marcuse, Norman 0. Brown, A. S. Neill, Edgar Friedenberg, Paul
Goodman, and others." The students draw from these a critique of

8 The same is true in the high gellOCIIR. See How Old Will You be in 1984: Expressions of
Student Critique from the High School Free Press, Diane Divoky (ed.) (New York : Avon
Books, 1969).

1' Black students on the white campus may come together to demand Black Studies pro.
grams and greater "relevance" to the urban scene or to the problems of blacks : but in
general they do not favor radical educational reform, but feel more secure with tradi-
tional "collegiate" structures both in the curriculum and the extracurriculum ; they are
often at odds with white radical students who, the blacks feel, can afford to dispense with
universities whereas they, as members of a previously deprived group, need all the edu-
cational benefits they can get.

I know no coed campus where women have taken the leadership in educational reform,
and I believe they suffer as blacks do from eome the current temptations of reformers,
since the women need to make full use of their undergraduate years to establish quasi.
professional competence if they are not to remain dependent on the chances and mischance',
of marriage and to have the opportunity to enter careers outside the prevailing range of
"Women's Jobs." See David Rieman, "Observations on Contemporary College Students
Especially Women," Interchange, vol. 1.1970, pp. 50-03.

18 There are some notable exceptions. Thus, three years ago Ira Magaziner and Chris-
topher Coles at Brown University complied a massive dossier on educational reform ; im.
pressing many faculty members with their seriousness, they succeeded in many of their
aims of loosening the curriculum, abandoning traditional grading. etc.

11 The best historical work I know is that of Laurence Veysey. The Emergence of the
American University (Chicago : University of Chicago Press. 1905) ; Thorstein Veblen's
The Higher Learning, to America: A Memorandum on the Conduct of Universities by
Businessmen (New York : Viking Press, 1918) is a caustic account ot philistinism and
seemly pedantry.

22 A few mention the writings of Judson Jerome. Professor of Literature at Antioch
College: see for instance, "Portrait of Three Experiments," in Change 2 (.Tuly-August,
1070). 40-54. included in Culture Out of Anarchy (New York : Herder and Herder, 1970).
Some students draw from my own writings on education what I would regard an over-
generalized or misapplied conclusions. Thus, they scan Christopher .Tencks and David
Riesman. The Academic Revolution (Garden City, N.Y. : Doubleday & Co.. 1003) in order
to find ammunitionand there is plenty there Ito throw against the graduate schoole
and the hegemony of academic departments. (Others read the book, also too simplistically,
as a complacent defense of the educatickaal status uo.)
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prevailing educational practice joined with an attack on the research-
oriented university as an enterprise run for the benefit of the faculty
and not of the undergraduates. They think there are no problems of
scarcity, either of talented teachers or of other human resources; they
see faculty as willfully refusing to teach, and they believe the society
insists on dehydrated mid irrelevant learning."

Many faculty members, and not only the younger products of the
gradimte schools, agree with these condemnations. Bored by their
own research in many cases, excited by the cultural revolution, eager
to identify with what seems to be youthful and energetic, they read
into the student movement support for their own educational ideals.
Students can also find in Fromm's writings passages which support
the way they view matters; consider the following from his contri-
bution to a symposium on Sununerhill School:

What is the student rebellion all about? The phenomenon is somewhat
different within each country. In some. it represents socialist demands; in
others, a fight for greater student participation in the deliberations and the
decisionmaking of the university establishment. In these struggles, some
groups have rejected violence ; in others, various degrees of force have been
employed. In some cases, institutional methods have been attacked ; in others
particular individuals have been damned. Yet behind all these apparent
differences, all the marching, sitting, and shouting students have something
in common : they arc all experiencing a deep hunger for life. They feel that
their education is being bureacratized, and that at best, they are being
sufficiently prepared to enable them to eam a good living. But paramountly.
they also feel they are not being offered stimulating intellectual food in
large enough portions to enhance their sense of aliveness. nese students
insist that they do not want to be dead in the midst of plenty ; they insist
that they do not want to study in institutions which, in their yielding to the
vested interests of professors, administrators, and governmental forces, pay
too little attention to their generation's need for a critical examination of
today's conventional wisdom.

The campus rebels, even though sometimes misled through political naiveté
and lack of realism, and even though sometimes motivated by destructive
drives, at least draw attention to the fact that today's processes of higher
education are deemed unsatisfactory by a large number of the young element.

The educational failure of our high schools is even worse. By his very
action, each drop-out casts a vote against the education he has been receiving.
Who would deny that juvenile delinquency is related to the failure of our
educational system to provide stimulation and meaning for our adoleseents.0

Fromm might not make exactly the same statement today, and
taken as it stands, it seems to me a considerable overgeneralization.
Indeed, reformers like Fromm :are apt to suppose that protesters
largely share their 'agenda, especially if they say they do.

The litany of attack on bureaucratized education and on the vested
interests of academia got a good deal of its start among the campus
rebels of the Free Speech Movement at Berkeley in 1964-1965. But
careful studies of the protesters show they were more appreciative of
their courses and education and less critical, except for public rela-

13 There Is a more somber note that occasionally crops up In the discussions I havehad with students. especially on the more avant-garde campuses ; thls Is an insistence thatthe heights of culture are In themselves an offense to the impoverished masses of the so-called Third World. and that the heights should be pulled down in the hope (a vain hope, himv judgment) of filling up the abrses. Sometimes the theme is explicit: If not everyonemin share in the joys and illuminations of high culture, then no one should.One can hear thls expressed In a very primitive form by many young students: andalso expressed in a vide& highly sopldsticated form. In the writings of H. Marcuse.
the critique of Herbert Marcuse in The Revolution of Hope, pp. 100-107, and the critique
of relativism on _pp. 87-88.1

24 See Harold H. Hart, ed., Summerhill: For and Against (New York : Hart Publishing
Co., 1970). pp. 251-252
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tions purposes, than the inactive students; what originally led them
into action was neither a demand for greater sttident participation in
university affairs nor a search for "stimulating intellectual food," but
the civil rights movement in the Bay Area and their desire to use the
campus as a plat form for it." When after the Movement began, Martin
Myerson came in as the new Acting Chancellor and asked students for
suggestions about educational reform, hardly any responded.

rkeley's story has been pretty elaborately covered both by the
media aria by social science mearchers. Many other campuses have
picked up the slogans developed there, but not necessarily the same
gamut of motivations or the same array of political and pedagogic
coalitions. What Fromm terms "the student rebellion" has been chang-
ing even in the months during which I have been working on this
e.may. But the tedency of both educational and political radicals and
reformers to um various versions of rebellion as leverage for their
own ed neat ional or political programs does not abate.

I ani siniilarlv cntical of Fromm's statement that each dropout can
be seen principally as a vote against our high schools, although surely
many are just that. Such a notion is apt to lead the dedicated and
idealistic high school teacher toward the pedagogic equivalent of
therapeutic despair because it va413- overestimates the impact of for-
mal education as against the more compelling influences of the home
and the street, as the Coleman Report suggegs." Many students and
many teachers experience a deep hunger for life, and many resist con-
ventional notions of career and consumerism. But some in my observa-
tion, in rejecting what they see as mindless and puritanieal work for
meaningless ends, have felled on a counter-cultural repertoire which
also turns out to be limited, lacking in imagination or conructive
ideas. Decency, ingenuity, sensitivity can often be found. nut I see
a fair amount of drug-inspired aliveness which, though sometimes
angry, commonly turns sullen and despairing. Indeed, so rapidly do
the student movements change their mood and style and so intermit-
tent has been the interest in educational mform (as distinguished from
reforms in governance and politics) that it is hard to know what the
impact of the changes already taking place has been on the gnat major
ity of uninvolved students, or what the consequences have been for
the majority of uninvolved faculty.

Were Fromm writing about the shident movements today he might
well put even greater emphasis on destnictive drives than appears in
the quotation above. Indeed, toward the close of his contribution to
Summerh$771: For and Apahmt he writes very critically :
And then there are many of the prang who !lettere that freedom moans absence
of tradition. absence of stmetnre. absence of plan : what is desirable is un-
structured. spontaneous action. 'They often heliere that "the old ideas" and ralnec
are of little at no nse today. that to know tradition, not to speak of accepting
some of it. is in itself an obstacle to freedom'

Similarly, the Fromm who writes in The Rerolution of ilepe about
the literacy campaigns of Professor Paolo Freire in Latin America

Is There ift a bre literature. See, C.a.. Robert 11. Semler., 'The Maborprtne. nt the
Relyellfon : A :Intel,- vif Rerkeley Student. in Noretnhet 1944.- In Seyrnoor Martin Upon
and Sheldon S. Wolin (ed..). The Berkeley Blivelehl Beret: Teets e7h4 loferprelatioso
(Nell Tort Thnibledas--Anehot Boob.. 1945), pp. 520-555; Pee Alpo the diaeradon in
Nathan Glazer. Rewtemberiny The Ammer* (Nem- York : Mimic Rook.. 1970).

I" rot a fall di.enolon, see Chtlatopher /mem 'The Coleman Report and the Conren-
mynal wiadous,^ poitatea for On Erman, of Belocellohol Opporirmity, Fredertet Mcotet-
ler and Daniel P. Moynihan (ed..), to be pnbliabed by Random Rom*.
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would not be sympathetic to some anent white radicals whom I over-
heard saving to black underprivilegedstuden ts, "Man, you have a great
oral traaition, wlmt do you want to learn to write for!" Suds com-
ments convey the impression that midi of the counter-cldture is tin-
consciously aesigned to ignore the possibility of downward mobility bythe already arrivedalthough many other affluent students precisely
num to be downwardly mobile.

In a reeent disens-ion at Harvard with student educational trform-
ers, I suggested tlutt students could actually become freer by learning
tangible skills and accomplishments. and sx) be able to do something
and earn their own living rather than eontinue to remain dependent.
To counter this, one reflective student cited Suniturrhill. siting that it
didn't matter it a student Fat around for a year or so keawe eventually
he might want to do something, soul then he %Todd do it milder his
own motivations and without pressure. This is fine of coun.e for thosewho do find themselves. lint many become utterly lost. Another student
cited Erich Fromm to support his contention that contemporary social
s:ience consisted of a senes of pigermboles for compartmentalized d is-
etplit.es which bear no relation to the problems of the great world."'
Again. this is an exaggeration. Not ail social science is like that. More-
over. I snspeet that such students have missed or misconstrued Fromm's
dichotomy between order, which he regards as mechanical and dead,
and stnirture. which he defines as a property of all living (and indeed.
nonliving) things and is essential for Err-mai and creativity." Pro-
fessor Robert Gorham Davis has milled my attention to the increasing
interest of many American radicals in Levi-Strauss and other versions
of structuralism, an intetest that may eventually moderate their an-
tarronism to structures in rneral, including those ifl higher education.

What is evident to me in many diseussions is an idealism about the
tray learning should go on which can find some support in Fmmin's
work. It is idealism that tempts us to believe that we can get ridof all the mixtures of motives with which most. of us lire, and that
then we can find onr way to a purity of lmmane experience unmediated
by ordinariness, strnctnre, or routine. An education is worthless whichis in any degree compromised by imposing schedules or by the desire
to win approval or to pet into graduate school: and tlw fear of basing
a "corrupt" or impure motive kids to a great. watchfulness rather
like that of the Puritans Ent unlike the Puritans. work is not thera-pentic or seen as inflicatir of election : it is apt to be seen as re-
pressive. Thus, this idealism appears in some students to lead to
vacillation between srlf-conternpt for not living up to the ideal and
a somewhat passive waiting to be captured by some all-encompassingactivity.

The ways in which such students scrutinize themselves and each
other hare been influeneed by popularization of both psychoanalytic

rlrromm in not alway-n Peen as an ally by critical students. Att 5115 leader at a !Oat.nnlversity on being introineed to mo . bunched into a vehement attack en Fromm's"revisionism" of Karl Marx. Thin student solid that Marx was InTline the Inmrreofziein his early hnmanfsti,! writings: these were purelr propagandIstie in intent: Frommwas robbing mirk of his toughness and tnrning him into a net limn-rents tomantie!315ee gronmerkM: ror trod Against, op. cit., pp. 2t2-2113 : note also in Fromm'. Forewordto A. R. Nmn. SommerhilT, A Rorticol Appttmeli to ChfIll Rettritvg Mew Torit : Hart Dobilsb-Mg Co. 111001. p. rat, bin emphasis( on the ImyKortattre of 'Mira own extraordinaryfinalities as a eantion agstroct assuming that a school like SummerMil van he Imiit any-where. any day. On the peer presumes that mar exist at suminerbill at the mvsent timeIn the reistive olovettee of *dna eontrni t. see tbe account by a risittne edneator: MaryReohane. A. R. Neill : Latter-Day Dewey-" Efrotentoryt Seto& Jootwol. 70 (15701. 401-410.
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and Marxist, thought. Either line of interpretation, though it cln de .
bunk the other, can also be called in to demonstrate how rational-
izations masquerade as rea.sons. Things ale never what they mem : they
are always worse than they seem. I have already mentioned that ninny
students and faculty consider encounter groups as ideal settings for
education because diey supposedly get away from "excessive" cogni-
th-e emphases and formal relations and allow people of different ages
and backgrounds to experienee each other directly. These devotees are
generally unfamiliar with Erich Fromm's insistence that what is
repreased and what is evoked in a pailicular setting is not some pan-
human flow of sex and aggression. but rather what a particular cul-
ture and a particular social character find no way to categorize or
to use." Fromm is critical of the common notion that what. is "rear
as in the expression "the real me"--is an umlerlying aggression or
racism or rampant mxuality: in encomiter groups it often happens
that people manipulate their aggressions or, indeed. their sexuality,
sometimes in fake humility, in order to establish a new moral he-
gemony in which the most. apparently maid come out on top. What
then may be repressed is sensitivity of feeling. delicacy (or snobbery)
of tractions to other people. sinee one would be made to feel guilty for
such reactions."

Many of the adult and student educational reformers have had ex-
pensive secondary and nniversity educations (I include myself here)
and start their critique from their own backgrounds of cultivation and
literacy. Many have bad an interest in ideas since childhood and could
have managed to educate themselves in the absence of rrquitvments Iii
talking in recent years with such reformers I have reeognized that
many are mare dint their own college careers are unlikely to be af-
fected by their proposed reforms; they are seeking to be genemus to
their sueeessms. Yet they may not fully appreciate how high is the.
platform on which they themselves are standing and how hard it is to
reach if one comes fmm a family that is not only nonaffluent lint also
skeptical of ideas and of education.

Because these students come from families that have arrived. and.
indeed, at times from professional and intellectual families. they nie
apt to say to themselves that they want to "be- rather than to "do."
They have a point when they declare that America and perhaps the
whole Western world have been undone by an excessive emphasis on
performance and achievement. but given the populous world we in-
habit. it is an ambivalent, and complicated point. To reject competence
will not help the Western world to surrive or to become more 1111111alli'
toward other parts of the world and its own deprived. It is a common
Who"- to lump together rivalry with others and what might be called
competition with the ding an sirhnith the damned thingmanship of
a discipline or an instrumert, a violin, for example. I3ecanse much

14' Cf. Fromm. Refrotst the Chess of_ITtosion: Me rumen fee with Mem owl Fenn? (New
York : Pocket Ronk*. 19621, chalk 9. Mre Serial 11 neonselom."

5' I do orrt Intend here to be making blanket statetnenta shout all enermnter grottos Inan sorts of *foetal strata and entity...Its. I am talkIne about liberal arts colleges where themanipulative tend to get Involved *with the shy. Consommeou might he finite different
among a 'map of older people of lower middle elms oligIn where everyone Is Inhfilted. It
not aliraYs *hr. Furthermore. I do Mit epeak out of personal expetiener with *neh group*.bat out of obierrIng Instate,* an televlslon. reeding some of the Hteratnre. and talking
vith many devoteeti. The erangenton of some proponents of the movement reminds me ofthe slmilatitle of some ettemmter grown.. at the extreme. to Chtmo!we thought reform
session* as deseribed In Robert J. LIfton Thoirght Reform and the Psychology of Totalfam
(New Tork : W. W. Norton A Co.. 1991).

t 14-72-4
48



44

envy mid rivnlry seek to others down rnther than to raise one's
own stnndards of performance. 90111C student mid faculty critic:, hove
been inclined to reject nny kind of strenuous effort ns an ego trip. Some-
times they wait to fall in love. as it were. with n topic or n vocation or
n croft, rather thnn 'finking on fictive effort out of which a further
commitment might develop.

Sometimes I hove nsked students of this persuasion whether they
believed that there are onv skills at all that their culture is hist ified in
making them to acquire. e.ome do not think there ore. .11a1 if I inquire
whether in their own development there is any point up to which they
believe that they need the counsel of adults. some t think there is
such n point.

The analogy sometimes offered me is the finding that neonates will.
like other animnls. know how to feed themselves properly, to flnd the
right amount of sat mid other nutriment. when faced with a choice
of pmsible edibles. Similarly. students claim that they will know what
it is they want and need mid that in due course they will nrovide it for
themselves At the extreme to which these students often push the
issue. there is implicit heir a &mini of the concept of culture itself :
belief that people will grow up into some pan-human protoplasm able
to communicate with other protoplasm withont either the freedoms or
the restraints of a cultural inheritance. The unanthropological and
unhistorical nature of such a view is striking."

Between these i, teologically defended positions that some students
take and what they actually do, there is of course a good deal of slip-
poor. as with the 1-est of us. Most do welcome adults as teachers and
friends. They make exceptions. Furthermore. the overlap between
political. cultural, and pedagogic conflicts tends to sharpen each of
thee and to hide the very great differences in the conduct and out-
look of students and faculty when not facing each other across a po-
lemkal barrier. Nevertheless. taking into account these shadings and
flutings of view. it seems fair to say that authority is more openly
challenged now.

TIM CULTURAL REVOLUTION: AUTHORITY OPLIXIMMIZID

In pondering such discussions with students, I have kept. looking
for settings in which they are faced with an authority that cannot
easily be personalized and, hence, where issues of fiihting against
fears of being dependent would be less likely to interfere with educa-
tion. One example is the responsive reaction many students have to a
coach of a sport such as track, tennis. skiing, or fencing: they see this
person as their ally in improving their skills or pleasure in the sport,
especially if he is critical of them for indolence and faihire to practice.
Another is the response of students performing in orchestras or cham-
ber music groups, where the conductor may be seen as the transmitter

In the disenssion ef educational (»vitt/ants that harass them. students gplite rem.
monly attark the lar,guage requirements in colleges and graduate school.. and everywhere
thew, are Ming abandoned. My response bag sometimes been to my to such stndentw that
theft eriticiam of the inademincy of moat language requirements la unite enrrect and
that they should insist on a language-Immersion program n Peace Corps style in stifle))
they will he exposed to another (ultra" so intensely that they will for a period net lat
able even to swear or to make love in their Mother tongue. and in which all aspects of the
non-Amorkan enithre win be available to them frotn its literature to its vernacular
slam and songs. Students tend instantly to reject such a demanding alternative. I fear
that many Amity members would also reject ft.
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of the imperative imposed by the score, rather than as an roithority inhis own right, (and, therefore, wrong). Of course, a conch or a con-ductor may exercise irrational authority and subordin..te players tohimself rather than to the rules of the game or to the score. Player3 are
very sensitive to this. Yet, at their best, musical groups get sorted outliv competence so that the first violinist or solo French horn does nothave to de elected or chosen by lot."

Perhaps as late as lt167. it was still true that most stinktits in thebetter colleges sought to perform well in regular aratlemie terms because they did not really question the curriculum, and because men itthey did, they wanted to be able to enter good graduate aid profes-sional schools." Students were coining to a. growing numbet of a va nt-gurde colleges with ever more precocious intellectual eqnipment. In
the middle-1960s, college presidents of such inst itut ions sow their taskas a struggle to reerni college pmfessors in a market extremely favor-able to the latter. Few, if any, observers suslycted that major institu-
tions would by the end of the 1960s face declining public esteem.financial bankruptcy. and more to the point her.., moral dekgitimation
and loss of authority.

Ifowever, when m June. 1910. I attended the annual histitate forincoming college presidents run by the American Collura on Educa-tion, most, of the men and women in attendance were deeply tumbledover the issue of legitimacy. They were aware that many state legis-
latures expect them to act like otlwr corporate executives (or, rather.as the latter are in fantasy supposed to net) and to be able to control
campus turmoil and fire dissident or destructive faculty and students.
Inside the institution, in contrast. faculty, students, and staff expectthem to he egalitarian and infinitely aceessible. and they are con-stantly heing told that they must maintain "dialogue." or that "boor
communications" are the answer to all conflicts of interest. Most shrink
from the accusltion of being authoritarian or high-handed. The dis-tinction Eridt Fromm makes in Mon for Ilimarif between rational andirrational authority is almost impossible for them, as for many otherAmericans, to makeunderstandably. of conrse. when it involves their
own conduct. And like most people. they consieer it part of their job
to be well li ced as well as to be respected.

If authority is not to lie in themselves and their own behavior. does
it then perhaps lie in the curriculum which has been handed down
to them! Can they defend the curriculum even while recognizing its
undeniable biases and limitations! A handfnl of the men and women
at the Institute were of this persuasion, believing that in the prevail-
ing vorme of irrationalism, they had to defend t? e authority of seholar-ship and of cultural traditions, even if the particular carriers of thesetraditions on their campuses are all too human, fallible in their

To be !lute, meh vettings RPM come Tinder ittndent attach for their compeildrenev. andtheir inelvtenee on equality of opportnnits rather than equality of ontcome. gtm'efita tellme that In Fume vehoolit which recently had active at:Arica! awl chamber orchelt.v amp'.the only performed music that now prevalla I. that n/ the guitar. pinched and Anne to inan untrained and camal way. And In POMP collegfa of mnvic and art. itbP1P ATP vtildentvwho wit! Inalet that theft creativity would he atnnted If they had tee !Inbuilt to vnperiivionand critlelemthey declare that no one I. entithid to evaluate them except theinadrea. Itpnimble that thia kind of collective narcividern Ia pavt the peak of it% Ingo/lye .per.haps reflecting the Ineyitahle change of fachion. pethaps alvo the decline In the rennc,rpv.el At Harvard College. for ctarnple. the "gentleman's C" of the ilmouciant arktorrat1TAA no longer an admired trial but a depredated legacy. For a picture of Harvard Col-lege in tile period. critical of Its complacenciev while aware of Ha advance., see McGeorgeBundy. "'Were Those the Days?" in Deedeawa, 9g (Sortimer. 1970). 7411-5d.
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pednutry. their vanity. their rationalism. and all .the other sins
charged over the centuries against scholarship. In being prepared to
make such a defense. these presidents are only too well nware.that
they can readily be defeated mid ousted. and they know.they will be
attacked as reactionaries. Most of thees men nad women did not regard
themselves as stand-pattersof course few Americans do Ibut rather
as what. might. be called Tory reformers.

Yet another cadre of presidents is taking quite a different road.
mmiely, to form an allance with radical young faculty mid students
in opposition to that segment of scholarly faculty who insist on the
authority of the curriculum over students and of the academic profes-
sions and their standards over faculty members. The convictions of
such presidents in favor of participatory democraey outweigh such
convictions as they have about the elnims of scholarship or the impor-
tame of inherited enitural traditions. Indeed, within this small but
growing gronp, the presidents. like many faculty, believe thnt to take
any other position wonld be elitistand the accusation of "elitism"
has in ninny university circles become almost. as damaging as the
accusation of mcism (the two are often interchangeable).

Another problem that the presidents face in a situation of in-
creasingly strained or diminishing resources is the judgment. lw many
students and a number of faculty that lectures are by definition au-
thoritarian and that they compel the listeners to be passive recep-
taclesand the speakers to be oracles. The discussion gronp or
rap sessions that are preferred are almost always more costly: so in most
instances is Independent Study, which tends to be cannibalistic of
faculty time if it is to amount to more than pro forma licensing of
whatever stndents want to do or not. do. The presidential problem of
how to optimize the limited talents. resources and spaces of students
and faculty are grave enough even when ideology does not dictate that
only certain kinds of grouping will provide real leaming.24 It is a
common error to suppose that one can tell a priori what forms of learn-
tne are active and what are passive. The assumption that listening to
a lecture or a concert is neeessarily passive. while "rapping" or even a
one-to-one tutorial is active, seems to derive from an old-fashioned
American judgment about strenuousness : ironically, a judgment voiced
by many who regard themselves in politics and culture as "anti-Ameri-
can." Students could vastly improve their own edncational experi-
ence, whatever the deficiencies of their institutions, by learning how
to learn in less than optimal settings. This would require overcoming
the narcissism of supposing that one can only get along with "the
best."

sour. sraATIMMS i tX1)11:011.'tnrATE EDUCATION

I can offer no solution, even a partial one, to the educational prob-
lems that beset us. The great social and cultural shifts of our time
have unsettled educational institutions as they have unsettled the

o Stich considerations hare led me to an Interest in the effort of Parsons College In Fair-
field. Town. to limit the number of conrses taught tox facility while miring high salaries
and lasing on a large amount of remedial work. Wben Joseph tins&ld and T examined
the Pollens CODPIre storv few years ago, we concluded that the venture miscarried more
because of the bombastic entrepreneurship of Its former President than because of In-
herent weaknesses In the basic plan. see Joseph Gnsfield and Dark! Rieman' '11Mo-
-ration It Higher Education: Notes on Students and Faculty Encounters in Three New
Colleges." and Bow-earl Becker, Blanche Geer. David Merman and Robert R. Weiss. FAx.,
lforitettnns cord the petvon: Easegre fa Honor of Etereft C. Might*, (Chicago, Aldine.
ISMS).
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churches and many individual families. In such a fluid setting my own
recommendations tend to be conservative. I am often asked about
starting a new experimental college, and.having observrd a few such
colleges in recent years, my inclination is to say that ill the present
climate they are apt to attract both faculty and students who are
visionaries with competing sectarian visions, and that one needs an
extraordinarily firm leader to avoid repented fission. As I have just
said, I am more sympathetic to innovations within relatively stable
settings. I have seen student-led courses which have been useful be-
cause of the particular group involved and their dedication; I have
FCC!, others turn into therapy sessions or rapidly disintegrate. Ai0 I
have seen some of the most hopeful innovations occur in denoimna-
tional colleges, such as Immaculate Heart in Los Angeles or Florida
Presbyterian in St. Petersburg. Of course, these colleges and others
like them quickly lose their denominational restraints and may conic
to float like many others upon the counter-cultural tide.

It seems to me wrong to tear down given educational structures and
curricula, no matter how inadequate, unless one has something one
believes can be put in their place. The attack on arbitrary custom and
inherited tradition, in education as in other spheres of lite. has gained
an extraordinary momentum in our time. One approach is to insist
t hat schools and colleges are inherently stultifying, "total institutions."
and that young people would be better off without them. Anotherap-
prmich is to set against the existing institutions the vision ofnew ones
which would be staffed bT wholly devoted, wholly empathic teacher-
learners, not committed either to the political or the pedagogic status
quo. However, proponents of the counterculture tend to oppose institu-
tions as, such, igid to believe that free-form education requires no plan-
ning, no oirmizrition.

In my first book on education I argued that it was rv mistake for
high-brow critks to assail secondary school teachers for not being
geniuses ot emrthy and paragons of wisdom when the result was
chiefly to demoralize those who listened to the critiques." Many acade-
micians and critics grow up in the United States with the view that
they live in a profoundly anti-intellectual country and are virtually
without influence; but in fact. as I have argued, intellectual fads can
spread with extraordinary speed, and over time, have a cumulative
gnpact. We see in our secondary schools and colleges many demoralized
instructors who concluded that the subjects they teach are too com-
partmentalized and that the reforms of which they are capable are
miniscule. They see themselves condemned as Apollonians when their
secet sympathy is with the Dionysians.

:Naturally, what has been said just now can readily become an
alibi for complacency: one has to examine the social context before
co ming to a decision as to the appropriateness and the tone of criti-
cisms. Since a systm of higher education with 600,000 faculty mem-
bers and seven million students is not capable of makin,g quantum
jumps, the effort at instant transformation will bring chaos rather
than creativity.

sx This discussion wits first published as "Teachers Amid Changing Expectations." Mir-ror'', Educational Retie', vol. 24, 1054, pp. 106-117: and then as "Secondary Educationand *Crotnter-Cyelhal Polley? in Coostrninf and Variety In American Edict:Hon (tnirer.sity of Nebraska Press, 1956), chap. 3.
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We nre presently moving from a system of mass higher education
in which half the age-grade Ames beyond high school and in which
enrollments more than doubled between 1960 and 1970, to a system of
near universql higher ethication up to the fourteenth grade. Our prob-
lems would be somewhat less grave if it became general practice after
high school to enter on a period of employment or of voluntary service
and to rely on adult education rather than wan automatic assumption
of post-secondary education for intmy students who are neither mature
eiimigh nor eager enough to profit from college. The majority of these
stmlents are pursuing vocational or preprofessinal curricula which
will lift them soeially from blue eollar to (often more poorly paid)
white collar work: 24 the status of students, their families, and their
prospective occupations (along with the draft) all press in the direc-
tion of college. For most of thes2"first-generation" stndents. college is
seen as a somewhat less lwiring option that its alternatives. and the
programs and prospeets for educational reform seldom come from
them. Intensive teaching and advising might in some cases help sneh
stmlcuts redefine their aims while they are in collerre without neces-
sarily pulling them way from attainable post-college goals. :hist this
occurs in some fortunate encomiters. But while such colleges often
have devoted teachers and hard-working counselors. the matehinz
between these and any particular strident- is nsually fairly accidental.
The adviec such students get often depends on the tilt of the curriculum
and the ever-present grapevine.

In more favored settings with carefully selected stndent bodies and
the cushion of private endowments. 1 am inclined to think that it makes
sense to shift resources toward more intensive advising. even at the
expense of course work. I have in mind here Erich Fromm's comment
in The Rrrobtfion of Ilope.2 already quoted. concerning the futility
of complaining about student dissatisfaction and the need for faculty
members to become, in his term, "vulnerable." and responsive to stu-
dent interests.

By "vulnerable.' I do not mean "apologetic." Many student are capa-
ble litigants and rhetoricians, used sinee childhood to disenvering and
exploiting adult weaknesses. What I do have in mind is the openness
to listen to the student in order to catch the latter's concerns and pre-
occupations as possible foci for more systematic learning and explora-
tion. "Vulnerability" may also mean recognizing how threatened one
is by student antagonism and attack without having to suppress these
reactions to appear to oneself impregnable and unaffected. N ulner-
ability might require a decision that other faculty members. less
threatened in this particular way, could be more help to particular
students. At the SIITIle time a college of modest size whose faculty took
seriously the demanding enterprise of teaching would also need to ask
itself bow students could be helped to beeome more vulnerable. mom
open to an awareness of their limitations as well as their strengths.

Cliildren hare been taught from their earliest years to play always
from their strengths and to conceal what they or others regard as their
weaknesses. When this life-long habit is coupled with narcissism, it

og The derlIne of hIne-enllar work thnt int* (olmmell to follow npnn the tIpe of Anton/stint,
hp. been mob- eicarreraterl. See Robert S. WelPfs. David 111eiman. and Edwin 17nrwrood.
'Work and AntamatIon : Profile/hp and Provertfa.^ In Robert R. Merton and 116bort A.
Nlehof (MO. Confrnwporgrp Prefal Probitma. aril ed. (New York : rinreonrt. &
Wm-M.1mm

r: Op tit., p. 115.
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becomes difficult to persuade students to listen to a faculty adviser
who urges them to confront areas from whose risks they had previ-
ously protected themselves. Such a conference could come only after
there had been rin assmsment of the students' capacity in a variety of
areas of cognitive and emotional functioning. The aim here wouhl be
less to make them "well rounded" in sonic abstract and standardized
sense than to enconrage them to develop their potentialities and to
discover new modes of enjoying their own activity. If stndents were
simultaneously given the chance to continue in areas of achieved com-
petence. they might better he able to eudnre fallow seasons or areas of
(hopefully diminishing) vulnerability." Such' an adviser might help
students tom on their possible career aspirations. and I would like to
see many begin at once as freshmen on a professional program studied
in a broad, liberal way. (I recognize the bias against preprofessional
educat ion prevailing among both elite college faculties and their stu-
(lents: however, much education in the liberal arts is actually prepa-
ration for a career of an academie or literacy sort, and need not in
fact be "liberal" in the sense of emancipating. whereas preprofessiona
work in medicine or engineering or law does not have to be narrow.
I rowever, the development of such programs for undergradnates would
FCC111 to be a long-term task. presently adumbrated in a number of
efforts in engineering, nursing. and edncation but not as yet in the
post-baccalaureate professions.)

Ideally, the adviser would help students become aware of ways in
which they can learn from educational settings previously defined as
Mter ly dismal or boring. Especially today. when there is such an
animus against all large and allegedly impersonal milieus, stndents
need to learn how to listen to lectures with what in The Rrrolufion of
Hope Erich Fromm terms "activeneK:7 mixing their own thought with
that of the lecturer and attending to what the anthropologist Edward
Hall calls "the silent language" as veil to the spoken words."

In the state imiversities and in many private colleges. teaching and
advising have become increasingly separate. Faculty do academic ad-
vising, using the curriculum as a guideline: some venture into more
personal advising with the understandable miseiving that they will
be swamped with students in search of a eurn. However, few facility
members are equipped either for academic or more directly personal
counseling. They often know too little abont their own or other in-
stitutions, at least outside of their own specialties. And they are im-
derstandahly hesitant to be candid in talking with stndents about
other faculty members, since this power could so easily be exploited

" A nnmber of colleges hare abandoned or minimized their traditional grading systems in
hope of overcoming sIndentle inhibitions against ventnring into new terrain based ea their
fear of not making the grade and. benne, permitting themselves in terms of further work.
For an empirical diseeetion of the ways in which grading polie y. in tin earlier day at the
rnlyersItv of Kansas influenced stmclents choice of conruss. levels of work and of etfori. see
I-Toward Recker. illinche Geer. and Everett Hughes. Poking the Grade: the Academie Wore
of Conroe Lite (Nen? Tork: John Wiley. 11t651.

m' A handful of ..ollegiss ench as Sarah Lawrenee and Bard approach the model here
sketchoi. There. th. personal anthority of the don or connselor takes the plane of the ron,
Mete absence of formal rut-rimier requirements. The don peek to enconrage students to
explore the curriculum and to abandon seelf-proteetlyeness. Since nntll inst now Sarah
Lawrenee has been a wornan'e enTlege, and !since a great nnmber of the facility have been
lively and talented yonng men. the Anne have had a certain anthoritv : they have only rarely
met Ondents whose mask of independence trnenlently declares : ''Ton can't make me . . ."
Tn inr own obserration of coeducational netting., women !students hare been more respon
dre and responsiblethough these qualities rioniellmest arP dikarivantarPn". to their ednea
firm and derelopment, and freriently are too easily dismissed ats mere docility.
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in a vindictive or self-serving way." Furthermore, n student may have
ample reason not to be candid in talking with n faculty member who
is also an adviser, for he may want a recommendation to graduate
school from the latteror may fear nn effort at seduction. (The latter
is one generally unstated reason why attractive women students some-
times wish for more women faculty members to whom they can talk
without the risk that their confidences will be taken advantage of.)

Porde de miemr. the advising fiinction comes increasingly to be lo-
cated in n separate group of counselors (who are sometimes also dormi-
tory residents) who nre frequently trained in Rogerian methods of
sympathetic reassuranci. and occasionally in n more psychoanalytic
mode. This division of labor, unavoidable ns it may be, tends to rob
fivAlty members of feedback concerning the extent of their impact.
perhaps especially on the shy mid unself-confident students who feel
more at ease in talking about their dilemmas with unthreatening coun-
selors than in talking back to preoccupied faculty members. And the
counselors, becntwe they are clearly not academic. can only at best
bind up the wounds, not change the rules of the game. In the present
climate on the campus. counselors mny join with other academically
marginal people such ns campus ministers to support students in op-
position to faculty expectations and curricular demands. They may
thns serve to bind up wounds than to show themselves as swingers.
in sympathy with student hedonism and a variety of antirational cults.

Of cours?. it would be wrong to make a sharp dichotomy between
faculty scholars and anti-academic counselors: ns pointed out earlier,
many faculty have themselves become anti-academic. and t1wre are
many counselors who take seriously the academic side of college life
mid seek to show students what it takes to profit from that side.'

enn illustrate from an experience of mine several decades ago in
the College at the "University of Chicago how the interweaving of
academic and persoaal concerns may escape both faculty members nnd
counsdors. I lincl in a section a young woman of seventeen who since
the.age of eleven had belonged to n radical Zionist youth movement
wlnch prepared people to go to Israel to live in n kibbutz run by the
same movement there. Men she had expressed her desire to come to
college. her fellows luid insisted that Israel had no need of college-
trained women and that, if she did atteml collefre. she would be lost
to the Movement. She had pleaded to be allowed to attend only for a
year, promising that after that she would go to Israel. She came by
chance into my section of a eourse on "Culture and Personality" 32
which focnsed on multi-ethnic societies: we discussed in a common

le I om not !sore vrhat would he the ronfiermeneex on a particular (1121PW1 of hrepkinc down
the orrery of the classersom and encouraging mutual ?felting and etttle1421 fin that facnIty
membefe conld adrise etudents bktpt a. well as learn something snlotantirely shout other
&Mg, I m Inclined to think that fanny members who whits to he retained or promoted
principally because of the quality of their teaching cannot rightly inelet on priracy. nor
shonld ther he asked to dePend on hearsay eren when combined with etndent evaluation, as"
the eole baste. for judgment. There hare not been enough experiments of the !Me-effect of
rieiting to etre me confidence that the tact and generosity requieite for such a procedure
will he found.

See Wiliftim B. Perry. Sr.. Forme of Intellecttml raleal herelopment in Me re.
term Tear* (New Trot: Holt Rinehart and Wineton. 1970). deemibing the work of the

TInrean of Study Contwel: the Bureau not only 'woks to help student . grapple vrith
the demands" of their aendemic won fast alms offers facility member' the opportunity to
hare their claegree recorded and played hack under the sympathetic criticism of a conneelor.
In the hope of helping them to become better teachers.

Sep for a enntemporary diecnodon. David RIPP22111. "ROMP Problem!" of 2 COMite hi
Tnitnre and PeroonalitY.'" Journal of Gement! Ethwaliorg, V (1931).122-1.
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vocabulary Black Muslims, Zionists, French-Canadian Nationalists,
and so on. The young woman did not speak in class, and I .was not
aware of her inner turmoil, though she was evidently attentive. Dis-
covering that she could not study, she eonsulted a psychiatrist who,
according to her own later report, told her she was suffering from an
Oedipal conflict. Dissatisfied with this diagnosis, she. went then to the
Counseling Center; there, again according to her report, a young
woman counselor listened to her in a non-directive way. reflecting
back the strength of her ambivalences. but unable to interpret these.
One would have had to be intensively immersed in or vicariously sen-
sitive to the. College setting to grasp more fully the ideological impact
of the course on the student's continuing work in the Movement. One
would perhaps have had to take ideas more seriously than either fac-
ulty members or therapists are generally apt to do. Certainly I co.iN
have been more alert to her conflicts even thongli this might mmo have
led me to alter my conduct of the course.

Strategies of teaching and advising, as of therapy. must change as
the cultural context changes. When I was working on this paper (slim-
mer, 1970), a researcher came to consult me about criteria for innova-
tive, liberal arts !programs, and I think I startled him by saying that
the two St. John's Colleges in Annapolis and Santa Fe. along with
Shimer College, had to be seen as among the most innovative because
when everything else was changing, they had stayed the same As
readers will know, St. John's at Annapolis developed in 1997 a totally
required curriculum including music. languages, mathematics, and
seience. and the famous seminars on the Great Books."

In the eclectic atmosphere of Berkeley in 1965, Joseph Tussman,
professor of philosophy, sought to provide a structured and wholly
required curriculum for one hundred and fifty freshmen and sopho-
mores. necniiting five colleagues from different parts of the University
nnd someteacliing assistants, lie presented freshmen with an intensive
introduction to Greek (largely Athenian) civilization in its cultural,
political, aesthetic, and religious aspects; the second year was similarly
devoted to American Tusstnan faced hostility from some
faculty members who believed that mixing together materials on
Greek politics, art, and styles of life was unprofessional, especially if
one was not at home in the Greek language. Many students and teaching

"Cf. Harris Wofford, Jr.. Embers of the World: Conecrsatione with Reott Buchanan(Santa Barbara Center for the Stndy of Democratic Institutions. 19i0). In The Rerolaffonof Hope. op. cit., p. 115, Erich Fromm has a passing comment on this type of Program.speaking of "one college students (whol are literally 'fed nie becanse they aro fed, notstimulated." He continues, "They are dissatisfied with the intellectnal fare they get inmostalthongh fnrtnnately nnt in allInstances. and, In thin mood, tend to discard all
traditional writings, vnInes. and ideas. It is futile simply to complain about this fact. Onehalt tn change its conditions, nnd this change can ocenr only if the split between emotionnl
experience and thought In replaced by a new units' of heart and mind. This is not done by themethod of reading the hnndred great bookswhich Is conventional and unimaginative, itcan only be aceomplinhed If the teachers thenuseh-es cease being bnreancest. biding their
own lack of aliveness behind their role of bureaucratic dispensers of knowledge: if theybecomeIn a word, by Tolstoylhe eo-dinelples nf their stndents.'" I think that indeedthere are problems In the Great nooks formnla and that the textual analysis that collegeshave hunt on that formula can become rontinined. In dismissionn at both St. John's col-leges, I hare made similar criticisms. Moreover, neither of the St. John's colleges norShImer escapes from the conflicts discussed in this article. Nevertheless, it can be refreshingto nee the seriousness, even soletnnity, with which students and faculty frequently read andanalyze the net teSts. especially In contrast to many other amaii. experimental liberal artscolleges where, for example, a complicated vocabulary exposes students to the charge ofbeing twetentions nr insuffklently eRrthy.

*4 See Joseph Turanian, Sepertmest at Berkeley (New teak : Oxford rniversIty Press.
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assistants ,..egarded as authoritarian the very idea of a prescribed cur-
riculmn. In their view, a curriculum conhl be arrived at, if at all, only
through participatory democracy; and while Tussman was willing to
discuss and argue indefinitely with students, he was not prepared to
submit to their decision as to what they should learn. Of course, many
felt that Greece was "irrelevant." The noise of these politkal-cuultural
struggles tended to conceal flue actual accomplishments of the College
for many of its students. fewer of whom dropped ont of Berkeley than
the general lower-division norm.

None of these experiments in General Education came about through
academic laissez-faire. All present the entering student with a sharp
profile of the themes to which all are to be exposed, though few expect
that students will expose themselves in all areas with equal intensity
and talent. The General Education component at my own institution is
imich less ambitions. It offers students a great variety of ways to meet
ihe requirement that they venture into a course or two in the !humani-

ties. the Social Sciences. and the Natural Sciences. No agreement among
faculty is expected as to what an educated American ought to know.
Many students seek to meet their requirements or a minimal level. A
shulent with an interest in literat..re who is hostile to science may cast
around for that introductory Natural Science courseit is Astronomy
this yea r, or Geology ?tliat is least taxing and least threatening. (The
natnral scientists at 1Tarvard are much more ready to explore the other
culture.") Nevertheless, even such a minimal program may exirse
students to different ways of thomrht and different modes of inquiry.

lowever. the preseht tendency in most lil wral arts colletres is to abolish
or relax requirements so that, despite the frequent attack on pre-profes-
sional education as fitting students into slots forn world they disparage.
General Education also suffers from a crisis of legitimacy.

I began teaching in Harvard's General Education Program a dozen
years ago. offering a one-term course on American character and social
structure and recruiting a sta ff of ten or a dozen men and women
who shared an interest in proldems of learnimr and teaching. and who
have come from sociology, political science. history. law. clinical and
social psychology. comparative literatnre. and anthropology. When we
began. we fonnd it extremely difficult to persuade Harvard under-
graduates that, in writing their papers for the course. they could make
any serions contribution to the miderstandinfr of society. A great many
had lind the disheartening experience of finding themselves as Harvard
freshmen no longer the briplitest stars of their respective high sehools,

surromided with himdreds of outwardly impressive fellow valedic-
torians Many came to doubt their own powers: they reacted guardedly
to their courses and to each other: their curiosity concerning the world
was dimmed by the fear of revealing their inadequacies. The great
majority knew their way around the libraries. and we sought to per-
sunde many to embark on a small-seale empirical investigation, per-
haps drawing on his accesq to a particular segment of our society: a
sehool. a job. a dormitory floor. We published three volmnes of stuaent
papers. not neeessarily the most elegant. in order to suggest that it was
possible for a neophyte to add to the limited stock of knowledge about
the details of variom soeial worlds: ue tried to make clear that these
papers were intended as illustrations, and not as fixed guideposts.
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'The political and cultural revolutions on the campus have in the
last few years altered what many students bring to such a course and
what they expect. from it. Whereas our principal problem once was to
encourage self-confidence in students, a growing problem today is to
broaden their curiosity. Paradoxically, not only too little but too much
self-confidence inhibits curiosity: some precocious students arrive at
college believinr. Hint they already know what society is likeand that
it is utterly vicious. To spend any energy exploring the details ap-
pears to them a delaying tactic at best, at worst. a kind of counter-
insurgency. Many of these students have. been exposed to ideas of lib-
eration from very early on: some have been taught in secondary
school by young radicals avoiding the draft or by young antieareerists
avoiding what they regard as the rat race of university life. They may
not actually have read Nietzsche. Sartre. Cams, Fromm, Fanon, but
they have been exposed to the ideas of such writers osmotically in a
kind of post-McLnhau way. In many areas where most adults are un-
informed. these students are quite sophisticated. Yet in some respects
they are provincial while regarding themselves as fully cosmopolitan.
Because their emotional and. hence. intelleetual interest is so largely
focused upon America's underclass, it is difficult to evoke their interest
in the full range of human experience. "Manv say that they want to
share "the Nark experience," assuming that there is only a single ex-
perience and that in any ease it is only of suffering and debasement
on the one soide and joyful naturalness on the other. It is hard to get
such students to extend disciplined em»athy and curiosity to a wide
variety of life in this country (thoup.h the tiny minority of aetive
revolutionaries among them talk about contacts with the "working
class')."

Now we have nuich less of a problem of persuading students to do
some piece of empirical work outside the libraryour problem is often
the opposite. of getting students to look at books at all, if they do not
fall within the cnrrent canon. Reactions to our reading Alexis de
Torqueville's Demorrarq i» Amerfra are especially revealing. Many
students and some staff members tend to dismiss him as a French
aristocrat, a liberal-conservative, who is abstract and out of another
century. They cannot identify with this young Frenchman and his
remarkable experience of America. Some resent his detachment (not
seeing that he was passionately arguhr with his fellow French aristo-
crats and conservatives as to how they might respond creatively to the
coming (lemocratic world rather than dig in their heels for rear-guard
action).

Toeoueville would not be astonished at sonic aspects of the cultural
revolution insofar as it is a reaction against hierarchy. tradition. and
elites. Because egalitarianism has always been stronger in America
than in other industrial societies, the cultural revolution forces faculty
members to confront not only resistant student but also ambivalence
within themselves to the degree that they identify with students
Indeed, if one looks around the world at the student movements else-
where. one might surmise that the cultural revolution is strongest in
the United States. It is a postindustrial phenomenon in the (mite con-
crete sense that many ;Anent American students believe that. hard

=Michael Lerner, n former Barran! College stndent. describe:4 such elite student snob.
berles In "Respectable Bigotry." The American Scholar, 33 (Autumn. IDO), COO-617.
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scientific and technical work, or work in organizational harness, is
no longer necessary in the affluent society. Here they share Herbert
Marcuse's view of surplus repression.

Even at an avant-garde institution like Harvard College, however,
such judgments, at once hedonistic and despairing, are widely xoiced
but less widely shared. My colleagues and I have continued to find
students who are interested and alert. Sometimes they feel guilty be-
cause their interests do not appear to respond to the great causes of
war and peace, racial conflict, urban decay or environmental protec-
tion. They may need to be sustained in the hope and belief that it will
not help the abysses of our society to pull down the heights of culture.

And faculty members also need to be sustained against the dangers
of complete dependence on a student audience. This is especially true
among that growing group of graduate students who have come to
deprecate specialized research and who seek out positions in liberal
arts colleges where they can devote themselves wholeheartedly to
undergraduates. This very dedication is one source of the factionalism
and schismatic tendencies in many small liberal arts colleges whether
they are self-consciously experimental or not. Faculty members may
engage in a competition to show themselves more pure, more devoted.
than their colleaguesperhaps with the end result that their loss of
visibility in their discipline may mean that. their institution is stuck
with them jnst because tliey have been so evidently devoted.

Such considerations have led me increasinnly to believe that colleges
need to protect their facnity members against, the temptation of be-
coming missionaries in the canse of anti-specialist teaching and total
involvement with imdergraduates and with the institution. I think
it is often of doubtful value to students to face mentors who have no
other congtituencv than the local one. Yet when T have raised these
misgivings with faculty members aml administrators. !tinny have con-
tended that no one has the authority to interfere with their decision
to make a complete commitment to undergraduate teaching. Like some
young pepole attempting to develop new styles of life in communes,
these faculty members see themselves as building- an international com-
munity, uncorrupted by pressures to publish or otherwise to maintain
visibility in a larger world.

In a different kind of society, which gave teachers at all levels higher
status and greater authority, and in which values and concepts changed
rather slowly, it. might. be possible to sustain a life as a college teacher
with less anxiety about losing one's single constituency altogether.
But in the American academic world, that seems a very distant vision.
It is my judgment that those colleges have fared best over a consider-
able period of time where faculty members have been encouraged not to
limit themselves to their undergraduate teachina but to seek other
sources of stimulationwhich need not. necessarily take the form of
regnlar publication of standard academic output. For example, both
Bennington and Sarah Lawrence have made places where faculty were
involved in the arts or in community and political work. or who have
other ties to adult society.36

31' The late William Fels. former President of Bennington College. once reported to me t lin t
on the whole his faculty who had each connections were also regarded by students at better
teachers than those who were confined to their teaching. Ills judgment was based on student
reports of the finality of teaching which he then compared with faculty performance In
extramural work of all sorts. For further discussion. Cf. David Riesman. Joseph Ousfield.
and Zelda Gamson..4cadcmic 1-aloes and Mass Erlseation: The Early Years of Oaktaral and
Monteith (Garden City. N.Y. Doubleday & Co.. 1970). chap. 12 and 13.
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hat I am suggesting in these last remarks is that we must guard
against the victory even of our reforms, for while it is on the whole
a benign development that there is now more concern for teaching
than was the case a few years earlier, we must recognize that any social
advance turns up new problems or uncovers unsolved old ones. We
must continue to adapt our experiments to the local landscape, resist-
ing innovations that have come out of a different academic turf. This
means that we academicians need to decide what are the essential
issues on which we are prepared to stand firm and if necessary to be
defeated, and what are the arenas in which we can compromise and
temporize without giving way to the excesses of the cultural revolu-
tion. At many points my own position, immersed in ambiguities, lacks
the solace of clarity. My hope is a modest one, that what can be dis-
covered will become cunmlative, and that even our failures, if we do
not deceive ourselves as to why they occurred, may help our succes-
sors avoid our errors before they invent their own.



OPPORTUNITY AS IT IS RELATED TO HOME BACK-
GROUND AND SCHOOL PERFORMANCE

By FOREST I. HARRISON,. Claremont Graduate School

One of the major problems, if not the major problem, confronting
the educational researcher is an understanding of the nature of in-
equities in educational opporhmity and its effect on achievement. The
acquisition and immediate application of this understanding have be-
come primary objectives for many of us involved with education.
Stated operationally, the issue of concern is that if all students are
to succeed in school, then each must be afforded the educational op-
portunity to do so.

The study reported here represents an attempt to understand further
the nature of the. relationship between achievement and opportunity,
not just here in the United States but in other countries as well. The
foremost purpose of this study was to determine the extent to which
the opportunity afforded academically successful students differed
from that afforded nonsuccessful students within six countries.

Additionally, we know from such major works as those by Bloom,
Davis, and Hess,2 and Coleman et al.,3 among others here in the United
States, that opportunity is related not only to performance in school
bat to the home background of the shidents as well. In the Coleman
report,' it was concluded that what children in the United States
bring to school with them accounts for more of the variation in their
achievement than any other factor. Opportunity, however, was found
to be. significantly related to achievement. Thus, a further purpose of
this study was to determine the extent to which the opportunity
afforded the students from advantaged home backgrounds within each
country differed from that afforded the disadvantaged students in that
country.

One. additional purpose, of no lesser importance than the others, was
to explore the implications of studying educational opportunity as a
process. While Coleman et (17.5 have used the usual omnibus measures
of opportunitypupil-teacher ratio, expenditure per pupil on teach-
hip., and the likethe procedure used to measure the variable op-
portunity in this study was an attempt to measure educational op-
portunity as a proems.

The research reported herein was performed pursuant to n grant from the r.S. ()Ince of
1:duration, OF.0-3-6-00S200-16211. I would like to gratefully acknowhdge the Standing
Committee of the Internntional Projeet for the Evaluation of Eduentionni Achievement

I.E.A.1 for providing, as dntn source, tlie Data Dank. This study was reportNl to the
anatml meeting of the American Educationni Research Association. in Chicago, February 5.
Mu,

211. Illoom. A. Davie. and R. IiPss. Compensatory Education for Cultural Depriratian
(New York : Dolt. Rinehart & Winston. 19851.

3.T:trues Coleninn et al Equality of Educational Opportunity (Washington. D.C.: Govern-
ment Printing OtIlee.

4 Ibid.
Mel. Coleman. "Eqnnllty of Educational Opportunity Reconsidered" (ruiner presented

before the Symposium on Operatinos Analysis of Education. Washington. P.C.. November.
191171.
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Before turning to a discussion of the procedures of the .study, it
needs to be emphasized that the focus of this study was on speclfic group
differences within each of the countries, not on the differelices between
countries. Insofar as possible, the conclusions of thestudy were reached
only after generalizations were drawn from the results of the analyses
within each country.
Piweedure8

To resolve the problem as posed, an international data source with
extensive information on a large number of students was needed. This
mquisite was satisfied through the use of the data bank of the Inter-
national Project, for the Evaluation of Educational Achievement
(I.E.A.) . The I.E.A. Data Bank resulted from a recent international
study of achievement in mathematics.° This bank contains information
on over 130,000 students in twelve countries. With these data, it was
possible to secure student samples and approximateestimates of their
home background, school performance, and educational opportunity
in selected countries.
Educational 0 pportunity

Opportunity was measured by qualifying the teacher's perceptions of
the students' opportunities to study a particular topic in mathematics.
The teachers bad been asked to judge the extent to which their group
of students were a fforded an opportunity to learn to solve the types of
pmblems presented by the mathematics achievement, test administered
to the students. Each teacher rated all of the seventy test items as to
their appropriateness for his group of students. For each item, the
response alternatives available to the teacher were as follows: (a) all
or most, at least 75 percent., of this group of students had an opportun-
ity to learn this type of problem ; (b) some, 25 per cent to 75 per cent,
of this group had an opportnity to learn this type of problem ; and
(c) few or none, under 25 per cent, had such an opportunity. The
teacher's ratings were then scaled by assigning a value of 87.5 per cent
to the first alternative, a value of 50 per cent to the second alternative
and a value of 12.5 per cent to the third. The rating given by a teacher
to each of the seventy items in the test taken by his students were
averaged. Thus, for each teacher this was a measure of the opportunity
his students had been afforded to learn the content covered in the
mathematics achievement test. This score was assigned to each of his
students, and it wus interpreted as that percentage of the content of
the mathematics test which the student had the opportunity to study.
Home Background

As an indicator of the student's home background, the educational
levels of his parents and the status of occupation of his father, taken in
combination, were used. These variables are ones traditionally used
to estimate home barkground. The educational levels were number of
years of education completed by each parent: the status of the father's
occupation was represented by a coded occupational scale consisting
of seven ordinal categories.
School Performance

A cognitive variable. mathematics achievement, and an effective
variable. interest in mathematics, also in combination, were used as an

" Torgten fluan (s'd.L Internetionnl Study of Achievement in Mathematics, Vols. I and II
(New York : John Wiley & Song. I967). 62
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indicator, al biet gross, of performance in school. The achievement level
for a student was his corrected score on the 70-point mathematics
achievement test. The variable, interest in mathematics, was an 11-
point index, derived from the student's desired occupation and his
interest and grades in mathematics.7 The larger scores on this index
indicate greater interest in mathematics.
Samples

The samples selected for this study were thirteen-year-old students in
six countries : the United States, England, France, Japan, Scotland,
and Sweden. In these countries, nearly all thirteen-year-olds are still in
school. From the representative national samples taken by the I.E.A.,
the samples for this study were drawn selectively, using the multiple
criteria; father's education, mother'seducation, status of father's occu-
pation, mathematics achievement, and interest m mathematics. To
detail the selection process in the Ilmted States, the athantaged stu-
dents who were selected were those students both of whose parents had
completed at least thirteen years of education and whose fathers were
in occupations in the four highest-status occupational classes. The dis-
advantaged students were those students both of whose parents had
completed no more than ten years of education and whose fathers had
occupations in the three lowest-status occupational classes.Within these
groups of advantaged students and disadvantaged students, the suc-
cessful and non-successful students were selected. The successful stu-
dents were those students who bad achieved a score of 16.25 or higher
on the 70-point mathematics test and a score of 7 or more on the 11-
point interest in mathematics index. The non-successful students who
were selected were those students who had a mathematics achievement
score of less than 16.25 and also a score of less than 7 on the interest.
index. The application of the process resulted in the formation of four
groups of selectively sampled thirteen-year-olds in the United States :
the advantaged-successful, the advantaged-non-successful, the disad-
vantaged-successful, and tlie disadvantaged-non-successful.

This process was repeated for each of the remaining five countries.
The criteria for selecting the groups of students were adjusted, how-
ever, for each of the countries. Such adjustments were necessary to
assure that, with respect to all other students in their country, only
those students who were distinctly advantaged or disadvantaged and
who were either the most successfnl or non-successful were included for
study. The parents' educational levels of the advantaged students were
ten years or more in England, eight years or more in France,nine years
or more in Japan and Scotland and seven years or more in Sweden. The
disadvantaged students in each country were those students whose
parents' educational levels were less than the levels established as
criteria for membership as advantaged students. And, in all countries,
the advantaged students were those whose fathers were in occupations
in the four highest occupational classes; the disadvantaged were those
whose fathers were in the three lowest classes.

Within these advantaged and disadvantaged groups. the successful
students selected in England were those who had achieved a score
of 19.50 or higher on the mathematics achievement test; selected in
France were those students who scored 18.50 or higher, 31.25 or higher

Ibid., I. 212.
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in Japan, 19.25 or higher in Scotland, and 15.75 or higher in Sweden.
And, the successful students in England, France, Scotland, and
Sweden were those who scored 6 or higher on the interest in mathe-
matics index: in Japan, the successful students had interest scores of
7 or more. The non-successful students in each country were those
whose achievement and interest scores were less than those required for
membership as successful students.
Method of anazygy

In the statistical analysis for each country, home background
either advantaged or disadvantagedwas crossed with school per form-
anceeither successful or non-successful. An exact two-way univariate
analysis of variance for non-orthogonal designs was performed to test
these main effects in each country. Also of interest were (a) differences
in opportunity between advantaged and disadvantaged students, and
(b) differences in opportunity between successful and non-successful
students. The method of analysis developed by Bock s and programmed
for the computer by Finn 9 was used. The estimate of error in the
a tmlyses was the pooled within-cell variation. Opportunity to learn
was the dependent variable in each of the analyses in each of the
count ries.
lleRults

In each country, the test of the effect of school performance. con-
trasting the opportunity of the successful students with that of the
non-succes4u1 students. was considered to be the teSt of the central
query of the study. To reiterate this problem: to what extent does the
opportunity to leant afforded the successful students differ from that
a fforded the non-successful students? In the tests of the effect of school
performance, it was found. in fact., that the successful students in the
United States, England, France, Scotland, and Sweden had been af-
forded greater opportunity than the non-successful students to learn
the mathematics covered by the achievement test (statistically signifi-
cant at p <.05). The differences in opportunity between the successful
students and the non-successful students (and of the differences in op-
portunity between the advantaged students and the disadvantaged
students) in each country are graphed in Figure 1.

The length of a bar is the difference in opportunity between the
goups named at either eml of the bar. Differenees which were found
to be significant in the analyses of variance are so indicated. The mean
di fferences represented In Figure 1 were constructed from the statistics
in Table 1.

Elrborating on these results. in the United States the successful
students had been offered the opportunity to learn more than half of
the content. covered while the non-successful students had been afforded
the opportunity to learn less than half. In all countries except Japan,
the advantagea-successful students were afforded more opportunity to
learn than any of the other three groups of students (see Table 1). In
Tapan. the non-succmful students had been afforded the same oppor-
tunity as the successful students, the opportunity to learn more than
60 per cent of the content covered in the test.

R. Darrell Ttnek. "Prarramming Fnivariate and Multicarlate Analysis of Variance."
Terhnn,rtetrim V I February. 19931 94-117.

3. Finn. Muittrartatwcrntrariate and ihatiroriate Analyela of Variance and Coring-
nhcr: A FORTRAN IV Program, Version 4 (Buffalo: State University of New York at
fltiflain. 194A).
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UNITED STATES: Disr.:hntaged Advantaged'

Non.successful Successful'

ENGLAND: . Disadvantaged Ad` -ntaged.

Non.successful SuLcc. du!'

FRANCE: Disadvantaged Advantaged'

Nonsuccessful Stacwsful*

JAPAN: Advantaged - Disadvantaged

Nonduecescful- Stiececsful

SCOTLAND: Disadvantaged Advantaged'

Icon-successful Sueccs!ful*

51YEPEN: Disadvantaged -Advantaged

Non.succesrful Succeaur

I tstilttttltjtolttttitst sitittltti.tIttellit L..1

25 40 35 40 45 50 55 60 65 70

Staalcnt 'opportunity (percentage of content)

43*
1.-Group differences in each countiy

Though the effect of school performance was of primary interest,
the effect. of home background was also tested in each of the countries.
In four of the countries, the United States, England, France, and
Scotland, the students from advantaged home backgrounds had been
afforded a greater opportunity to learn the mathematics content than
that. afforded the students from disadvantaged home backgrounds. In
Sweden and Japan. such was not. the case. In these two countrks. the
disadvantaged students had been afforded the same opportunity as
that afforded the advantaged students. The differences in opportunity
between the advantaged students and the disadvantaged students in
each country are represented in Figure 1.

The interaction effects of home background and school performance
in all countries were non-significant in tile analyses. Hence. they are
not, presented here.

TABLE I-DESCRIPTIVE STATISTICS FOR EACH GROUP. BY COUNTRY. ON THE
STUDENTS OPPORTUNITY TO LEARN (MEAN ENTRIES R EAD AS PE RCENTA(I ES)

Country

Group

Advantaged
successful

Advantaged
nonsuccessful

DIsadvant aged
succes.q rut

Dtsaidvant aged-
nonsuccemtful

7 S.D. N r S.D. N S.D. N S.D.

United States 54. 66 13. 71 283 50. 68 14. 48 94 49. 73 13. itS 89 44. 71 11. 74 212
FEranenlecancl 711. 46

60. 00
9. Ca

12.31
413
22.9

36. 87
M. 33

18. 86
12. 99

37
79

61. 84
48. 16

14. 38
9. 67

.139
74

47. 68
43. 12

17. 97
8. 48

133
87

Japan. 111 DI 5. 54 150 52. 90 6. 93 46 tn. 67 6. 09 95 Kt 58 6. 05 150
Scotland 66. 96 9. at 397 45. 85 13. 50 155 59. 51 11. 41 21 41. 33 13. 16 41

Sweden 39. 57 8. 49 229 37. 57 8. 38 69 38. 91 9. 48 120 37. 44 9. 62 203

65

Int



Gi

One conclusion of this study is that. most non-successful students
are not, given the opportunities to learn afforded successful students.
This conclusion is supported by the results of the, analyses in live out
of six countries: the United States. England, France. Scotland. and
Sweden. Furthermore, a second conchision is that most disadvantaged
students are not. given the opportunities to learn that are afforded ad-
vantaged students. This eonclusion is supported by the results of the
analyses in four out of six conntries: the United States, England,
14' ma iee, and Scotland.

In Sweden, the disadvantaged students liad been a fforded the s:une
opportunity as the advantaged stialents. and in Janan all students had
been afforded equal opportunity to learn. The lack of relationship be-
tween home background and opportunity in Sweden and Japan can
be, plansibly explained by the centralizea core curriculum offered all
students through at least age thirteen in both countries. When a
homogeneons educational program is offered to all students. we should
not. expect to find opportunity related to the home backgronads of
the students, or to any other rhararteristie for that matter.

In Japan, the homogenous educational prognim would also ac-
count for the lack of relationship between success in school and op-
portunity. In a non-differentiated system with a homogeneous edu-
cational program, opportnnity to learn is a constant., not a. variable.
Thus, the differences between the successful students and the non-
successful students in Japan mnst be attributed to something other
than inequities in opportunity. The explanation for these differences
iii snccess rests on flame research.

The aforementioned conclusions have decided implications for
educational practices in the school systems of all countries. For one,
while the possibility remains that all students will not be able to bene-
fit. from such opportunities, the opportunities offered advantaged-
successful students should be offered to all students if success for most
is valued. Postlethwaite '" has also offered similar advice.

definitiveness of the results of this study ae attributable, to
great. extent, to the exploratory way in .whieli the variable, oppor-

tunity to learn, was measured as a process variable. Onr understand-
ing of the nature and lillpheations of educational opportunity would
be greatly increased if improved measnres of process were developed.
Serious consideration should be given to this measnrement procedure
iii studies that are, hopefully, generated from this one.

In generalizing from the results of this stialy, there are certain
cantions to be acknowledged. Socioeconomic-status characteristics weit
used to determine home background rather than variables which re-
flect the processes which are occurring in the homes." Fiirthermore.
only mathenmtics achievement and interest. in mathematics were used
as indicators of success in school. In spite of the limitations, the ma-
jor conclusion of this study remains viable: e(lucational opportunity
is related to performance in school and to the effect of one's home
background, not just here in the United States but in many other
countries as well.

Neville Postlethwalte. School Organization and Student iehierconcut (New York : Johu
WHIN & Sons. l)67). p. 130.

E.g.. It. Wolf, "The Identification and Measurement of Environmental Process Variables
Related to Intelligence" (unpublished doetorn1 dissertation. University of Chicago, 1903)
It. Dave. "The Identification and Measurement of Environmental Process Variables that are
Related to Educational Achievement" (Istunbli doctoral (lissertation University of
Chicago. 1963).



NONVERBAL COMMUNICATION

By PAUL and HAPPIE BYERS

We want to suggest some of the implications of a new understanding
of human communication for education in general and for the class-
room teacher hi particular. We will begin by contrasting an older and
a newer view of human communication. In the recent past the so-
called "behavioral sciences" were more focussed on behaviors or parts
of people than on whole people. Doctors were concerned with diseased
organs or organ systems ; psychologists studied reactions to stimuli,
psychiatrists looked for and exorcised neuroses; teachers were trained
to get the information into children which would enable them to score
high on assorted tests andi presumably, then perform well in college
and life. Human communication was taken to be the study of mes-
sages and almost always thesse were language messages. hile ani-
mals might howl, growl, bristle, or dance, people used language as
their principal, if not their only important, communication system.

The stuff of communication was information, organized as facts,
concepts, or beliefs and taught as knowledge. Each person was seen to
have a kind of filing cabinet where this information was stored. Ideally
each person's filing cabinet should contain the greatest possible amount
of this knowledge in a well-ordered and usefully cross-indexed filing
system. Much of a person's social worth and perhaps all of his educa-
tion was assessed in terms of his capacity to prochice this information,
competently encoded, on demand. If some children were difficult to
teach, it was because their filing cabinets (at the onset of education)
were both impoverished and chaotic or because they suffered from a
moti va t i on deficiency.

However one looked at communication or education, the key seemed
to be language. Parents competed to have their children speak and read
early. Schools still use reading scores as their most significant index
of success or failure in the early years. We have come to put such great
emphasis on language as our ehief communication modality, and we
offer such great rewards to children who can construct elaborate and
sophisticated messages2 that it is possible for some people to believe
that even human relations is a. verbal-message enterprise.

Today the human sciences are broadening their focus to include the
"whole man" and the milieu of his life is not only the technological
extensions of man but a human environment of other live people.
Where, once doctors specialized in organs, they now also specialize
in family and community medicine. Psychiatrists and psychologists
are increasingly concerned with a person's relationship to his familv
and society as the milieu for his mental health. Teachers are now read-
ing about and attending conferences concerned with "Open Educa-
tion," where children learn in an interactional milieu more nearly
resembling a socially interacting world of people engaged in discovery.

(02)
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Human communication is eominfr to be see» as the processes by means
of which people relate to each other.

The disadvantage of the older approach to communication is that
we tended to think that messages were somehow an equivalent of
people who 1u.oduced them. Our conmumication research told usa
great deal about the human capacity to generate. encode. transmit,
receive. decode. and act. upon messagesas though messages rmmed
behavior. But it told us little about human relations. Since tlw easiest
messages to find and analyze were verbal messages, we tended to
suppose that verbal messages cansed behavior and that nonverbal
communieation was probably only the unlearned reflection of inner
motional states. It. was difficult if not impossible to discover the
"meaning- of nonverbal Ivhavior and without "meaning- it was difli-
mit to think of inessap.es or communication. Even today one finds
popular articles which discess hinguage-use in great and even scien-
tifie but the same publications do little more with the so-called
nonverbal behavior than amuse (or embarrass) the reader with psy-
chological interpretat ions based on flimsy eorrelations.

When we study coiemuniention as the pnwess by menus of which
people relate to eaeli other, we must. look at the context in which it
ocenmthe human relationship. And when we examine a human rela-
tionshipsuch as a simple conversation between two peoplewe al-
most immediately discover that there are multiple modalities operating
ill addition to langnage. We discover that the modalities, verbal and
nonverbal. are learned as patterns of the culture (as language is
learned) and that they are systematic (laTruage has 5rrammar. for
example). Furthermore we discover that they all fit torrther: they are
systematic:illy interrelated.

A mother bolds and feeds her baby: two people enjoy "talking to
each other": a community of mathematicians contribute articles and
books to their academic community: a whole society maintains a par-
ticular political system. Each of these enterprises requires the partici-
pation of two or more people who have karned the required cultural
codes with some degree of code-competence. A person's competence in
using the cultural patterns or codes iR his abffity to participate in so-
ciety's life. When we use this point of view or model of human com-
munication. we can say that all of education is a matter of teaching
children to participate in the communication of their human world.
And we can begin to see that the fact of participation itself is more
deeply important than the content of the messages involved. When we
teach children how to participate in communication with others. we
are teaching them how to learn. And whatever is learned serves to pro-
vide the child or person with the proems for learning still more
through increasingly higher levels of participation. This is, of course,

clikken-and-egg cycle in which the content learned at one point be-
comes the process for learning on the next step upward. One must
know numbers to learn how to count. must how how to count to learn
arithmetic, must lmow arithmetic to learn algebraand so on to be-
come a mathematician who can master still higher forms of scholars-
manship. The basic elements of human communication. through all
modalities, must. be learned with an appmpriate competence before
that which is being communicated (the subject matter) can be placed
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in the appropriate human context. If we look at the content. as the end
product of learning. we see people as filing cabinets of information.
But when we focus. instead, on the process. we see people as increasing-

competent participants in lnunan society.
Let us look at some actual examples of behavior in communication.

In the sophisticated and subtle communication of the adult. world we
reeognize that two people cominr- together establish a tone that to a
large extent determines the quality of the interaction that follows. The
expression -we got off to a bad start- implies a recognition that begin-
nings are important. that they strongly influence the nature of the
interehanpr that follows, and that there are occasions which a tone is
interchanrr that follows, and that there areoccasions whena tone is
find themselves trapped in. This tone or quality appears to be set so
quickly. perhaps in the first fraction of a second of an encounter, that
it is difficult to observe or study : it is usually thought by each person to
be the fault of the other person when. in fact. both are participating in
it and neither finds it easy to change.

One morning a child came into the classroom "with a chip on his
shoulder.- The teacher apparently picked this lip without. realizing it.
and the day started badly between herself and the child. It is possible
even probablethat the child bad no "chip on his shoulder.' but that.
in fact. it got there in the first moment of the encounter. At. any event
both teacher and student. in fact. found themselves in communication
of an unpleasant mid even hostile nature. After several minutes. the
teacher called the child over and said. "Billy, we started all wrong to-
day. didn't we? Please go outside and come in again and well start over
again.- Billy went out the doors. closed it behind him. and after a few
seconds opcned the door again. This time the teacher greeted him with
a smile and a cheery "Hi. I'm glad to see you this morning.- Billy

ri. ned broadly, and the day started again quite differently.
We believe that the success of such a procedure may be possible only

when it is clear that the teacher does not blame the child. If she had
said, "Go out and when you come in again have a smile on your face,"
it is quite possible that Billy would have gone outside and cried. But
when the nature of the communication was acknowledged as some-
thing bet ween the teacher and child, as a matter of participation, then
the child could expect to participate in the new beginning. In popular
language. this is called "trusting the teacher.- Viewed as communica-
tion, it means that the teacher is not dealing with particular messages
from the child but with a situation that exists between them and to
which they both contributed.

Ameriean. Puerto Rican, and cluldren in many African societies
and presumably children everywherelearn how to behave appropri-
ately when being instructed or chastised by parents, teachers, or other
adults entitled to instruct or chastise them. American children are re-
quired to look at the instructing or chastising adult. If the. child looks
a way. he may be accused of not -paying attentim,- or of "heing dis-
respectful,- and we have seen American parents hit children who have
violated this rule of behavior. The Puerto Rican child, however, may
be expected to look at a teacher or other adult instructino- him, but
he is expected to look "respect fully- down when being chasti.,,ed. To
look a chastising person "in the eye- would be seen as disrespectful,
challenging, or arrogant. Many Puerto Rican children in mainland
schools have been thought disrespectful for doing the very thing that
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signalled respect in their own eidhire. The A tricot! child ( this is a
generalization that is not trae always and everywhere in Africa) is
taught to respect people of himber status by not looking directly at
thena. Higher status people in colonial Africa included parents. chiefs.
and all white people. This meant that when schools were introduced
and white teachers were brour-ht in. the teachers faced classes of stu-
dents who could not and did not look at them.

It is possible that the different simnificance of eye-contact to white
American, and people from African soeieties has played a part in the
history of the relations between white and black Americansand con-
tinues to play some part today. No doubt slaves bronoht to America
did not look directly at their white masters. Insofar as they were ex-
cluded from participation in white society this cultural practice could
continne to be a source ef hidden conflict. That is. the white!' could
observe that the blacks were "shiftless, untrustworthy. and unreliable"
on the evidence of their avoidance of eye-contact. This "evidence"
wonld also support the sot-ial mytholoo-y that accompanied slavery
and would be thour-ht to have no spec-inl discriminatory signifienne
since whites also interpreted avoidance of eye-contact as evidence
'of mistnist even when whites did it. The problem is. then, a circular
one. Comnmnication is a systematic. culturally learne(l difference and
it is not possible to adopt the cultural practices of another group ex-
cept. through participation in the other culture.

We do not mean to say that race nrejndice stems from different as-
sociations assigned to eye-contact. But it is probably true that differ-
ing cultural practices which are quite out of the awareness of the peo-
ple involved may act as the seeds of misunderstandinr-. When one
of the authors once told a class of 7raduate students that Arabs tend to
stand closer to each other in certain contexts, and that they look more
"piercinr-ly" into the other's eyes, one of the students expressed his
relief on realizing that a former Arabic roommate had not actually
been homosexualan American interpretation of such behaviorbut
had been only a normal Arab. It is perhaps worth remembering that
for every misinterpretation of non-American communication behavior
bv Americans there is a commensurate possibility of misinterpreh-
tion the other way. To the "inscrutable** Chinese the American is
equally "inscrutable.")

Some years arn a teacher-trainiiu o. institution was asked to arrange
for a teacher and four duildren in her nnrsery :4choo1 class to come to
the classroom on a Saturday mornin 0- to be filmed while Lroing through
a series of customary nursery school activities. The teacher is consid-
ered by the institution to be a !mod nursery school teacher. Of the four
children, two were from white middle-class backr-rounds and two were
Neo-ro children form Harlem. All the children were 4-year-old girls.
rer-ular members of the nursery school class They were filmed (and tbe
soun(1s were recorded) for an uninterrupted 33 minutes. Simultaneous
film records were made by two cameras, so that the scene was recorded
from two opposite directions and any person moving out of range of
one camera conld be recorded by the other. We examined this film only
to describe cultural contrasts we mio-ht find between white children
and the teacher and black children and the teacher. It is important to
understand that the people in onr film record cannot be taken as a
valid samole of white behavior, Ner-ro behavior, or nursery school be-
havior. We limited our observations in this film to two kinds of non-
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veela I rommunkation. Si nee eye-to-eye contart is. in most contexts
in white American soeiety, a InTesSary element in 'initiating comnm-
nication exehanwes, we counted the times each child looked at the
tearlier and counted the tin les in which eye-contact was aehieved and
followed immediately by some exelmnry of expressions. We also ex-
:mined those instances in which there was any form of physical con-
tact between a child and the teacher.

olparrrotion.v: The children are sittitnr aroimd a small table. The
teacher movos around the table, often bending down at the waist and
sometimes crouch in!, beside a child for a while. Her movernentswalk-
ing, (-Test urinp% movin!). di a i re smooth. even. unhurried. The rhyth-
mic character of her movenwnts and the rate at which she waik3,
moves. gestures, nods, smiles, varies little throu!Thmit the 33 minutes.
All the ehildren exhibit a !Treater variety of movement than the teach-
er. hut the white children's rhythms are more like those of the teacher.
The Negro children follow t he !Teneral pace. but punctuate it often with
small quick movements. -When walking or movin!.* around the room
the white children oecasionally jump or rim and the Negro children.
in addition, break intermittently into what appears to be dimcing
movements. On :1 few oecasions a white child appears to try bits of
dance nmvement in imitation of the Negro children.

In the first ten minutes of the film the children are cutting, pasting,
and drawinir. The teacher, after movina around the table behind the
children, sits tir:-t at one side of the tarile for awhile and then moves
to the other side. The children have about equal opportunity to A,e
the teacher in this period. One white child is considerably more active
than the other and one of the Negro children is considerably more
active than the other. In the first ten minutes (at the table) the more
active NerTo child looks or glances at the teacher 35 times and "catches
her eve" and exchanges facial expressions with the teacher fonr of
those.times. Each of these exchanges lasts from one to three seconds.
The more active white girl looks or glances at the teacher 14 times
and "catches her eve" and exchanges expressions eight of those times.

Comments: At first it appears that the teacher does not pay as much
attention to the Negro ehild as she does to the white child (and that she
does not pay as much attention to the less active children of either
color). This is true insofar as one is looking at the number and length
of interactions. Actually the teacher appears to be trying to distribute
her attentions equally among the children. But if one looks closely at
the Negro girl's attempts to establish comnmnication, it appears that
they are not timed to catch the pauses or general "searching-the-scene"
behavior of the teacher. When the active white child wants to get into
communication with the teacher she appears either to wait for pauses
or. after glancing at the teacher, to watch the person with whom the
teacher is talking. By watchiwr that person she Is not only being "po-
lite" in American terms. but she can anticipate the moment:when it will
be appropriate for her to initiate her own communication with the,
teacher.

Both the Negro girl and the teacher look toward each other often
(more often, in fact, than the white girl and the teacher), but they
rarely achieve eye-contact and the exchange of expressions which
woula follow. This situation might be summed up by a casual observer
as "the Negro child gets less attention." but it is more useful to see
that there is a mismatching of commimication systems. Research in
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human conununication is not sufficiently advanced to describe the de-
tails of the minnatching. But we can observe that the white child's
initiation of communication is both quite different and more succeful
than that of the black child in terms of subsequent communication.

01),?ereationx: Throughout the film the teacheroccasionally touches.
pats. strokes, or otherwise makes physical contact with the children.
Bet-AN een the teacher and the white child there is little trial-and-error
behavior: touching occurs in a smoth flow of events. The teacher, for
example. is stamhng and leaning over the table to look into a small ter-
rarium and as the white girl snuggles slowly hetween the teacher and
the table, the teacher's hand moves to the girl's waist and rests there
awhile. The teacher and the Negro crirl almost never manage to achieve
this. A common sequence is one in w%ich the Negro girl approaches the
teacher, the teacher readies out tentatively, the girl wiggles or twists
and the contact is broken: the teacher tries again, brushes the girl
lightly, and the encounter ends with only fleeting -physical codact.

Cowmeht: If we ask "who is doing what: to whom.' we can say with
eqnal justification that the teacher aroi(b contact with the girl or that
the girl r(.3;st.* contact by the reacher. But neither view allows for the
probability that the teacher and the Negro child do not share a com-
numication system in which the same pattern of cues leads to .physical
contact. We cannot yet be explicit about what those cues are m either
commnnication system. but we can see that there is a difference and
realize that systematic conummicatica. differences can result in con-
fused personal engagements. We suggest that when communication
systems are systematically different, it ts difficult if not impot%ible for
tile people involved to get: into communication at the lere-1 on which the
difference exists. As we will see in a final set of observations, there are,
however, other levels of communication at which cultural disparity may
not b-e significant.

()h.,-ervat:on.*: The Negro girl has looked or glanced at the teacher
more often than her white counterpart but with less ensuing personal
involvement. She has also moved toward physical contact on several
occasions and each time the contact has been missed, or fleeting. Near
the end of the 33 minute film the same girl went to a corner of the
room and pinched her finger slightly pla,ying with a toy shopping cart.
.She stood quite still in the corner ( in contrast to her usual continuous
movement) and there was an expression on her face which the teacher
eventually saw as "I'm hurt. She went to the girl. picked her up in
her arms, and carried her to a chair. 'The girl did not wiggle or move
away but embraced the teacher around the neck with both arms. The
teacher sat down with the girl in her lap and with both arms around
her. as the girl smiled visibly and nestled her head in the teacher's
bosom.

Comment : Here, at last, was a full. suc:essful engagement. It (lid
not. incidentally, begin with the direct, initiation of eye-contact by the
chikl. but flowed from a situation in which the teacher soupht eye-
contact with the girl, who was then in a situation the outcome of which
both could -predict. One is at liberty to say either that the teacher

ior the girl nitiated the involvement. But the more important point
is that both bad learned the classroom procedure for dealiir with "in-
jured children in the same way: no fine, low-level cues involving pre-
cise exprezsion and timing were involved.
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If two people do not !-peak a conmion langimge. we do not blame
either one for their faiinre to communicate through si wed!. But we do
tend to assiffn -fault- when the problem lies it-f-:-arenes in non-
verbal comumnication. When a child makes a mistake in usin! hm-
gome.e. we can correg.t bis mistake. But we ennuot correct :1 mi,take
when the ehiid does not know the langrunev as a whole system. Similarly
when a person is eominnnicain; nonverbally accordine- to a different
cliltnral Sys bill. lt is not possible to chanee the behavior by dimmingy
only some visible component. No sinule item such as the eye behavior
of the Nem.° child c9n be pulled out and -corrected- for this is only
one item in a whole pattern and the only possible -correction- is in
terms of that whole pattern.

Nor is it possible to ehangre sirole items of nonvednd behavior easily
when they are small aad ont-of-awareness. The reader can test this
by tryine- a simple experiment. When he is in eye-contact with another
person he can try to prolone, that contact for half-second more than
normal for the occasi.m. A wonnm walkincr alone- a busy street may
glance at or sweep ber eyes across passine- stran7ers and. occasionally.
she will be in eye-contact for a small fraction of a second with a
stranerr. If she were to prolongr this eve-contaet by half a second, this
prolonp-ation alone would be intermeted by some men as an "invita-
tion- even withont the additional bits of expression that would nor-
mally accompany sue]] an invitation. Other people mieht observe
only that the woman was behaving stranerely.

\-0 two people even within the sime culture learn and use their coin
munication cocles in tbe same way. As the psycholoelst would put it.
no two people have the same personality. But within any one enitnre
the communiention systems allow each nser to correct for the individual
variations of others_ If in dou!A an American listener can ask. or lie
can sirnal his doubt. perhaps. by a slight head tilt accompanied by a

lowerin e. or compression of his brows. and the American talker
will repeat. restate or whatever necessary to restore (miming com-
prehension. Although this is (-mite visible. people may not be explicitly
aware of it. But this meta-communication system (that is communica-
tion about comnmniention) allows for continuous corrective feedback
and means that people in communication are continuously einmged in
a mutual teachin7-1earnimr sit nation.

If. however, two people have different cultural backgrounds. thev
will also have different meta-comnmnication systems. That is, one per-
son may understand the other's words but not the accompanying sig-
nals. This is the nature of the problem in the white teacher-Negi-0
child conmmnicat ion. The two share the same language with di Iferenees
that. do not seem significant to them and they certainly share the class-
room procednres represented by "a hurt child gets picked up and
held." But when we looked at deeper or more out-of-awareness levels of
commimication we found that the patterning of elements that make
up the whole of an encounter were different between people with
different cultural learnin7.

It is accepted now that all of man's behavior and all of his knowl-
edge is orfranized in snch a way as to make it possible for man to
learn relatively great amounts of knowledge. It. is assumed that this
is related to the structure of the human brain, which is common to
all men. If all knowledge were to be learned as separate pieces of in-
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formation, and organized only by immediate aociation. the learning
task would be impossible. Instead, there is order in a mniti-level, hier-
arclual system. The organization of human communication in any
culture is the template for the organization of knowledge or in forum-
t inn in that culture.

We know a great deal more about the structure of language than
we know about the structure of non-verbal communication. We teach
language performanee thronOont the formal education of chihlren.
but w's do not teach comnumication competence in the sense that we
cannot teach a person to be friends or to love another person. This
conies 'int, when it does. hefirrf » two people and is not something
that one person learns to perform and which he then performs for
another. So it is with human communication. It happens hehrern peo.
ple and the competenee required is that gained throughout life by
participating in comninn ieat ion with other people.

There are. clearly, cultural rules of conmmnication : rules of Ian-
guageuse. of mathematics. of manners. politeness, and sceial deport-
ment in generaleven rules that. make the institution of marriage
work for those who share them and fail for those who do not. The
rules are not to be judged by the criteria of right and wroro* but by
the extent to which they enable the participants in a conversation, a
marriage. or a whole culture to be predictable to each other and hence
to cooperate.

Whether we are concerned with children. collefie students, or mem-
bers of an excluded minorit;. the extent to which people can be (and
see themselves as) members of a culture is the extent to which they
ean participate in the culture. Participation is communication taking
place between them. It is »nt the messages that. pass from one to the
other. The fact of talking together is. itself, more humanly significant
than the messages exchanged. The authors believe that. the special less-
than-adult behavior that. is called "children's behavior- in anv society
(apart from obvious developmental factors) is determined by the na-
ture of the adult participation in communication with children in that
society. And, of course. the same view ean be taken for college "chil-
dren- or members of an excluded minority.

Learning a skilled performance or accumulating knowledge is not.
a substitute for acquiring competence in managing human relations.
When this is applied to the education of children, we believe that the
only way nonverbal communication is learned is t hroneh the full par-
ticipation of the adult, the parent or the teacher. with the child. To
talk to. read to. lecture at . . . these are not. participation. These are
performances bv adults for children. In order for a child to acquire
eompetence in tile full rancre of hunun communication, some adults.in
his world must. share their competence with him by direct human in-
volvement. Only then ean a child discover the meaning and value of
the messages and the subject matter he is being taught and only then
ran he discover himself in the world of people.

As Alan Lomax has written in Folk Song Style and Crgture, "In
the end a person's emotional stabilky is a function of his command of
a comnmnication style that binds him to a hmmin soclety with a
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EARLY CHILDHOOD INTERVENTION: THE SOCIAL
SCIENCE BASE OF INSTITUTIONAL RACISM*
By STEPHEN S. BARATZ, National Academy of Science and

JOAN C. BABA= Education Study Center

To understand the present political and academic furor over the
efficacyand therefore the futureof such early-intervention pro-
grams as Head Start. it is nece-_sary first to examine the basic concepts
and ammptions upon which these programs are founded and then to
determine whether existing data can support such an approach to the
problem of educating children from black ghetto.

This paper ritempts (1) to present an overview of the intervention-
ist literature with particular emphasis on the role of the social pathol-
ou model in interpreting the behavior of the ghetto mother. and (2)
to illustrate how the predominant ethnocentric view of the Negro com-
munity by social science produces a distorted image of the life patterns
of that. community. The importance of this distortion is that, when
converted into the rationale of social action programs, it is a subtle
but pernicious example of institutional racisn.

This paper is concerned with the goals of intervention programs
that deal with altering the child's home environment, with improv-
ing his language and cognitive skills, and most particularly with
changing the patterns of child-rearing within the Negro home. These
goals- are, at unrealistic in terms of current linguistic and an-
thropological data and, at worst, ethnocentric and racist. We do not
question-the legitimacy of early childhood programs when they are
described solely as nursery school situations and are not based on the
need for remeaiation or intervention: nor do we question such pro-
grams when they increase chances for the employment of economically
deprived Negroes. Finally, we do not question such programs when
they are described as opportunities to screen youngsters for possible
phisical disorders. even though followup treatment of such diagnostic
screening is often unavailable.

We wish to examine in more detail, however, the social pathology
model of behavior and intelligence in Head Start I projects. We shall
attempt to demonstrate that. the theoretical base of the deficit model
employed by Head Start programs denies obvious strengths within
the Ne-gro community and mav inadvertently advocate die annihila-
tion of a cultural sysiem whicii is barely considered or understood bv
most social scientists. Some thirty years :Imo, Melville Herskovifs

*Thi:z parer 15 based on a paper presented to the Society for Research in Child Develop-
ment. March, 1969. Santa Monica. California. The work of the first anthor was done while
he was Ece-ntire Secretary. Center for Study of Metropolitan Probtems. National Institnte
of Mental Health. The work of the second anthor is !=nPported in part hy fonds from NTMIT
Grant MHIROTS.

I We recoantre that no two Head Start projects are exactly alike. Head Start 14 nsod 1,0re
as a renoric term for interrention pro7rams desianed for nnder-pririleced prc-achcol chil-
dren

(TM
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(1938-39) made the following insightful observation when talking
about culturally related behavioral differences:

[We need to recognize the existence of] . . the historical background of
the . . . behavioral differences . . being studied and those factors which make
for . . . their . . . existence, and perpetuation. When, for instance. ones sees

vast programs of Negro edueation undertaken without the slightest considera-
tion given even to the possibility of some retention of African habits of thought
and speech that might influence the Negroes' reception of the instruction thus
offeredone cannot but ask how we hope to reach the desired objectives. When
we are confronted with psychological studies of race relations made in utter
ignorance of characteristic African vitterns of motivation and behavior or with
7inciological analyses of Negro family life which make not the slightest attempt
to rake into account even the chance that the phenomenon being studied might
in some way hare been influenced by the earryswer of certain African tradi-
tions we can bin wonder abont the value of such work. t Herskovits. 19N-39.
p. 121 1

It is one of the main contentions of this paper that most, if not all.
of the research on the Negro has sorely missed the implications of
Iferskovits' statement. Rather. zesearch on the Negro has been ruided
by an ethnocentric liberal ideology which denies cultural differences
and thus nets against the best interests of the people it wishes to nn-
derst;ind and eventually help.

stielo-POUTICAL InEWPGY AND STUDIES (IF THE NECRO

ThoTrh it has ,eblom been roo(rnized by inves-ti!Tators. it has been
virtually impossible for ,ocial :4-knee to divorce itself from ideolo7i-
cal considerations when discussing contemporary race relations. As
Killian (190;S) has pointed out with reference to the social science
role a fter the 1934 Su preme Court Decision :

Ileranse of their professional jndgment that the theories were ralid aml be-
cause of the egtvlitatian and humanitarian ethos of the social sciences. many
sociologists p-Tchologists. and anthropoimists played the dual role of scientist
and ideologist with foree and conviction. Without gain&iying the validity of
the coneinsions that segregation is psychologically ha.-mfnl to its victims it must
be recognized that the typically skeptical. even querulous attitude of ,4dentists
toward each other's work was largely suspended in this case. IKillian. 11KS. p 741

Social science research with Negro gmups has been postulated on
an idealized norm of "American behavior- azainA which all behavior
is measured. This norm is defined operationally in terms of the way
white middle-class Amerka is sup,-od to behave. The normative view
coincides with current social ideologythe egalitarian principle
which as-rts that all people are created equal under the law and must
be treated as such from a moral and political point of view. The norma-
tive view, however, wrongly equate; equality with smeness. The ap-
plication of this misinterpreted egalitarian principle to social science
data has often left the investigator with the unwelcome task of deserib-
inr. Negro behavior not as it- is, but rather as it deviates from the
normative system defined bv the white middle class. The postulation of
such a norm in place of legitimate Negro values or life ways has
gained ascendance because of the pervasive assumptions (1) that to
be different from whites is to be inferior and (2) that there is no such
thing as Nm.ro culture. Thus we find Glazer and Moynihan (1963)
stating: 'The Negro is only an American and nothing else. He has
no values and culture to guard and protecr (Glazer. N. and Moyni-
han.D.,1963).
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Billingsley (196S) has taken sharp objection to the Glazer and
Moynihan statement, pointing out:

no* implications of the Mazer-Moynihtm view of the Negrn experienre i tar-reaching. To say that a people hare no culture to say that they hare no rommon
history whirh has shaped and tanght them. Aml to deny the history of a peopleis to deny tlwir humanity. t r.w.s. iv. 37)

Ifowever, the total denial of Negro culture is consonant with the
meltmgpot mythology and it stems from a very narrow conceptualiza-
tion of culture by non-anthropologists (Baratz and Baratz. 196)). So-
cial science has refused tn look beyond the surface similarities between
Negm and white behavior and, therefore. has disiniKsed the idea of
subth. yet endnring differences. In the absence of an ethno-historical
perspective, when differenees appear in behavior. intelligence, or cor,-
nition. they are explained as evidenee of genetic defects or as evidence
of the negative effects of shivery. poverty. and diseriinination. Thns,
the soeial scientist interprets differences in behavior as genetic path-
ology or as the alleged pathology of the environment: he therefore
fails to nnderstand the distortion of the Negro culture that. his eth-
nocentric as.sumptions and measuring devices have created. The pic-
ture that emerges from such an interpretive srhema may be seen as
culturally biased and as a distortion of the Negro experience.

Liberals have eagerly seized upon the social pathology model as a
replacement for the genetic inferiority model. But both the genetic
model and the social pathology model postulate that something is
wrong with the black Ameriean. For the traditional racists, that some-
thing is transmitted by the genetic code: for the ethnocentric social
pathologists, that somethingis transmitted by the family. The major
(lifference between the genetic model and the social pathology model
lies in the attribution of cauRilitv. not in the analysis of the behaviors
observed as sick, pathological. deviant, or underdeveloped. An ex-
ample of the marked similarity between the genetic and the social
pathology perspectives can he found in the liteniture concerning lan-
guage a bi 1 it ies of Negroes.

LANGUAGE Aini.mes OF NEGROES

Language proficiency is considered at length in both the social and
the genetio pathology models. This eoncem is not accidental, but is
the result of a basic. aF.sumption shared by both the social pathologists
and the genetic, racists that one's linguistic competence is a. measure of
one's intelleetual capacity.

Thus we find Shaler ( ISM), who believed in the genetic inferiority
of the Negro. writing:

Ills inherited habits of mind. framed on a very limited langarmewhere the
terms were well tied tegether and where the thought found in the words a
bridge of easy msstgegare him much trouble when he came to employ onr
speerh where the words are like widely semrated steppingstones which require
nimble wits in those who use them. (Studer. 1R11).
And later, Gonzales (1922) describes the. language of the Carolina
coastal Negroes called Gullahs in a similar manner:

Slorenly and careless of speech. thets Gnllahs seized npon peasnnt English
used by some of the early settlers and by the white servants of the wealthier
colonists, wrapped their clumsy tonznes about it as well as they could, and.
enriched with certain expres.sire African wonis. it issued through their flat noses
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and thick lips as so workable a form of speech that it was generally adopted by
other slaves and 1)ecame in time the accepted Negro speeeh of the lower districts
of South Carolina aud tieorgia. With characteristic laziness. these Gni lah Negroes
took short cuts to the ears of their a ndi tors. using as few words as possible. some-
times making one gender serve for three, one tense for several. and totally
disregarding singular and plural numbers. ((loma h.:4. 1922, p. 10)

Hunt. (1968) provides a similar description. but from the social
patholowy perspective. when he writes of the parents of Newro
eh il dren :

These parents thtnuselyes have often failed to utilize prepositional relation-
ships with precision. and their syntax is confused. Thus, they serve as poor
linguistic models for their young children. (Mut. 19(4z. p. 31)

And Deutsch (1961) writ i no. on the same subject. states:
In observatilms of lower-elass homes, it appears that speech sequences seem to

be temporally very limited and poorly structured syntactically. It is thus not
surprising to find that a major foeus of deficit in the children's language develop-
ment is syntaetical organization and subject continuity. (Deutsch. 1963. p. 174)

Green (19(4) gives us another example of the deficit orientation of
social imthology thinkers:

The very inadequate speech that is used in the home is also mused in the neigh-
borhood. in the play group, and in the classroom. Since these poor English
Imtterns are reconstructed constantly by the associations that these young
people hare, the school has to play a strong role in bringing about a change
in order that these young people can communicate more adequately in our
society. (Green, 1964, p. 123)

Finally, Thirst (1965) categorizes the speech of many Negro college
freshmen as:

. . . (involving) such specific oral aberrations as phonemic and sa1)-phonemic
replacements, segmental phonemes. phonetic distortions, defective syntax. mis-
articulations. mispronunciations. limited or poor vocabulary, and faulty pho-
nology. These variables exist moA commonly in unsystematic, multifarious
eombinations.

Because of their ethnocentric bias, both the social pathologists and
the genetic racists have wrongly presumed that. linguistic competence
is synonymous with the devehipment of standard English and, thus,
they incorrectly interpret the different, yet. highly aliStract and com-
plex. non-standard vernacular used by Negroes as evidence of lin-
guistic incompetence or underdevelopnwnt (Baratz. 1969). Both
share the view that. to speak any linguistic system other than stand-
ard English is to be deficient and inferior.

Since as early as 1859. when Mfiller (1S59) wrote the Hietory of
.1nrie»t SaoRkrit literahwe. the racist contention has been that lan-
guages (and their cognitive components) could be hierarchically or-
dered. Mfiller himself offered German as the "best" language for con-
ceptualization, hut it. will not surprise anyone to learn that at various
times and according to various writers, the "best" language has been
the langnage of the particular person doing the thinking about the
matter. Thus, the ethnocentrism of the social pathology model, which
defines a difference as a deficit, forces the misguided egalitarian into
testing a racist assumption that some languages are better than others.

THE LOGIC OF INTERVENTION

It is important, then, to understand that. the entire intervention
model of Head Start rests on an assumption of linguistic and cognitive
deficits which must be remedia% the child is to succeed in school.
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The current linguistic data, however, do not support the assumption
of a linguistic deficit. The linguistic competence of black children has
been well documented in a number of recent investigations (Stewart,
1968; Labov and Cohen, 1967; Labor, 1969; Dillard, 1969; Baratz,
1969; Wolfram, 1969). Many lower-class Nearo children speak a well
ordered, highly structured, but different, diZect from that of stand-
ard English. These children have developed a language. Thus one of
the basic rationales for intervention, that of developing language and
cognitive skills in "defective" children, caimot be supported by the
current lincruistic data.

Nonetheress, the first intervention programs assumed that the causes
of a Negro child's failure in school could be comiteracted in those
months prior to his entrance into school. Data soon became available
concerning the effects of Head Start, indicating that three months
was not enough time for intervention to be effective (Wolff and Stein,
1967). The social patholooists reasoned that the supposedly proores-
sive deleterious effects ofthe early environment of the Negro (7,hild
were so great they could not be overcome in a few months. This argu-
ment provided the basis for the extension of Head Start to a full
year before schooland by extension into intervention programs
which begin earlier and earlier in the child's life and which eventually
call for interference with existent familyand child-rearing activities.

This expanding web of concern is consistent with the deficit model.
Postulation of one deficit which is unsuccessfully dealt with by in-
tervention programs then leads to the discovery of more basic and
fundamental deficits. Remediation or enrichment gradually broadens
its scope of concern from the fostering of lanonage competence to a
broad-based restructuring of the entire culturar system. The end result.
of this line of argument occurs when iiwestigators such as Deutsch and
Deutsch (1968) postulate that "some environments are better than
others."

With tbe recognition of failures and limitations within Head Start
and like programs with a social pathology base, proponents of inter-
vention call for earlier and earlier intervention in th6 child's life. This
follows from an interlocking set of assumptions which they frequently
make :

1. that, upon entering school, the Negro disadvantaged child is unable to learn
in the standard educational environment ;

2. that this inability to learn is due to inadequate mothering;
3. that the ghetto environment does not provide adequate sensory stimulation

for cognitive growth.
The first premise is buttressed by the continued reports of failure of

black children in our schools. Indeed, the.y do not benefit from the
standard educational environment. (That does not, however, say any-
thing about whether they are capable of learning generally.) The
second premise is an extension of the earlier work on mothering of
institutionalized children as reported by Spitz (1945), Goldfarb
(1955), Rbeingold (1956), and Skeels and Dye (1939). Much of this
literature, however, is predicated on the total absence of a mother or
mothering agent. Indeecl, the Skeels follow-up study (1960) indicates
that a moronic mother is better than no mother at all. The difficulty in
extending this logic to the ghetto child is that he hae a mother, and his
behavior-derives precisely from her presence rather than her absence.
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Then too, the sensory stimulation assumption was an over-extension
of the earlier work of 1Cretch et al. (1962) where animals were raised
in cages with either considerable sensory stimulation or none at all.
Again, tho ktodel was that of absence of stimulation rather than
difference it1,1;ype and presentation of stimulation.

THE INADEQUATE MOTHER HYPOTHESIS

It is important to undeutand that the inadequate mother hypothesis
rests essentially on the grojnds that the mother's behavior produces
deficit children. lt was created to account for a deficit that in actuality
does not existthat is, that ghetto mothers produce linguistically and
coanitively impafred children who cannot learn. Black children are
neither linguigtically impoverished nor cognitively underdeveloped.
Although 0 ',:-..?iguage system is different and, therefore, presents a
handicap attempting to negotiate with the standard Eng-
lish-speakto it is nonetheless a fully developed, highly
structured syr,a), Wilt is more than adequate for aiding in abstract
thinking. PK:och children attempting to speak standard English are at
a linguistic disadvantage; they are not linguistically deficient. Speak-
ing standard English is a linguistic disadvantage for the black youth
on the streets of Harlem. A disadvantage created by a difference is not
the same thing as a deficit !

In addition, before reviewing some of the notions of the inadequate
mother hypothesis, it is necessary to stress that the data presented in
that literature fail to show anything more than correlations between
child-rearing behaviors and school achievement. As has been discussed
elsewhere (Baratz, S., 1968), these correlations cannot be utilized as if
they are statements of cause and effect. Although available data do in-
deed indicate that these culturally different Negro children are not be-
ing educated by the public school system, the data fail to show (1) that
such children have been unable to learn to think and (2) that, because
of specific child-rearing practices and parental attitudes, these chil-
dren are not able (and, presumably, will never be able) to read, write,
and cipherthe prime teaching responsibilities of the public school
system.

Nevertheless, the inadequate mother hypothesis has proliferated in
the literature of educational psychology. ()f chief concern in this liter-
ature is the mother-child interaction patterns of lower-class Negroes.
Despite the insistence that these patterns are the chief cause of the
child's deficits, the supporting data consist almost entirely of either (1)
responses to sociological survey-type questionnaires or (2) interaction
situations contrived in educational laboratories. There is almost no
anthropologically-oriented field work that offers a description of what
actually does happen in the home wherein the deficit is alleged to arise.

One of the chief complaints leveled against the black mother is that
she is not a teacher. Thus one finds programs such as Caldwell's (1968)
which call for the "professionalization of motherhood," or Gordon's
(1968) which attempts to teach the mother how to talk to her child and
how to teach him to think.

The first assumption of such programs is that the ghetto mother does
not provide her child with adequate social and sensory stimulation
(Hunt, 1961). However, further research into the ghetto environment
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has revealed that it is far from a vacuum ; in fact, there is so much
sensory stimulation (at least in the eyes and ears of the middle-class
researcher) that a contrary thesis was necessarily espoused which
argues that the ghetto sensory stimulation is excessiye and therefore
causes the child to inwardly time it all out, thus creating a vacuum for
himself (Deutsch, C., 1968).

Mom recently, studies of social interaction suggest that the amount
of social stimulation may be quantitatively similar for lower-class and
middle-class children. 'I hus, the quantitative deficit explanation now
appears, of necessity, to be evolving into a qualitative explanation;
that is, the child receives as much or even more stimulation as does the
middle-class child, but the researchers feel this stimulation is not as
"distinctive" for the lower-class child as it is for the middle-class child
(Kagan, 1968). Of course, it is interesting to note hem that, except for
those enviromnents where social and sensory deprivation are extremely
severe or total, a condition which is certainly not characteristic of the
ghetto environment, there is not evidence to suggest that the ghetto
child is cognitively impaired by his mother's sensory social i nteractions
with him.

It has further been suggested that the .t.lietto mother manages here
home in such a manner that the child has difficulty developing a proper
sense of time and spacei.e. the organization of the house is not
ordered around regularly occurring mealtimes and is not ruled by the
White Anglo-Saxon Protestant maxim "everything in its place, and
a place for everything." To the middle-class observer, such a home
appears to be disorganized and chaotic, while it is merel3r organized
differently. Thus we have data which tell what the mother does not do,
hut we arc missing the data which describe what she does do and ex-
plain how the household manages to stay intact. Again, there is no
extant research that indicates that the development of a concept of
time is either helped or hindered by a child's growing up in an ell viron-
ment where there are regularly occurring meal and bedtimes. There is.
however, a considerable literature concerning culture differences in
the concept of time (Henry, 1965).

Further, it is continually asserted that the ghetto mother does not
talk or read to her child, thus supposedly hindering his intellectual
arowth and language development. Despite the fact that no study has
ever indicated the minimal amount of stimulation necessary for the
child to learn language, and despite the fact that the child lum in fact
dereloped Icenguage, the ghetto mother is still accused of causing
lanfruage retardation in her Want.

The mother's involvement in reading activities is also presumed to be
extremely important to the child's development and future school
success. The conclusions of many studies of the black ghetto home stress
the absence of books and the fact that ghetto mothers rarely read to
their children. Although the presence of books in the home may be
quite indicative of middle-class life styles, and stories when read may
very well give pleasure to all children, there appears to be no evidence
which demonstrates that reading to children is essential for their learn-
ing to read, or that such reading will enhance their real language devel-
opment. Although Irwin's (1960) landmark study indicates that chil-
dren who are systematically read to babble more, it does not demon-
strate that they are linguistically more proficient than those children
who are not read to systematically.
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A further factor in the mother's behavior which is continually
blamed for deficits in the child is her lack of communicat ion to him ol
the importance of school achievement. Although the literature presents
a great niany cases which illustrate that the lower-class pother ver-
lazes great achievement motivations concerning her children, these
vedializations are largely discredited in the eyes of some psychologists
(Katz, 1968) who see little actione.g., helping with homework, join-
ing the PTAunderlying her statement of achievement motivation for
her child. (Here, ironically. the supposedly non-verbal mother is now
being penalized for her verbal behavior.) Indeed, her Nrbalizations
tend to exhort. the child to behave and achieve in class in relation to
some assumed behavioral norm rather than to some educational
reward ; e.g., learn to read because the teacher says so, not because t here
are many things that one can learn from books ( Hess, et al., 1968).
Nonetheiess, there do not appear to be any data which show that pre.
school children resist learning, avoid schooling, or generally do not
wish to achieve in the classroom; nor are there data tosuggest that
intrinsic motivations (learn for learning's sake) are effective for teach-
ing reading, or that extrinsic ones ((10 it because I tell you) are not. In
fact, the behaviorist literature tends to indicate that different sub-
groups (i.e. lower-class versus middle-class) respond di fferently to
various reinforcements (for instance, food versus praise).

The recent work of Hess, Shipman, Brophy, and Bear (1968) is sure
to add considerable fuel to the inadequate mother hypothesis. Hess
and his colleagues collected data on 163 black mothers and their four-
year-old children. The inot hers were divided into four groups: profes-
sional, skilled, unskilled-family intact., and unskilled-father absent.
Social workers collected data in two extensive home interviews. Later,
the mothers and children came to the university where IQ wild other
formal tests were administered. The mothers were also presented with
theoretical situations and asked what they would do or saye.g., what
would you say to your child on his first day of school. ln addition, the
mothers were asked to teach their children a block-sorting task and to
replicate a design on an etch-a-sketch box with their children. The
Hess et al. data furnished a good deal of information concerning teach-
ing styles of lower- and middle-class black women. These data, how-
ever, were undoubtedly influenced by the fact that the situations in
which they were elicited (i.e., interviewing and a laboratory task) are
much more typical of middle-class experiences. Nevertheless, many
differences in maternal language and teaching styles appeared. It
would be a mistake, however, to conclude that these differences in
language and teaching style cause tbe child to be unedneable. What
makes him appear "uneducable" is his failure in an educational sys-
tem that is insensitive to the cultural] y different linguistic and cog-
mtive styles that he brings to the classroom setting. The school, there-
fore, fails to use the. child's distinct cultural pattenis as the vehicle
for teaching new skills and additional enl hind styles.

One of the major difficulties with the work of Hess et al. lies in their
concept. of "educability." Superficially this refers to those skills which
every.child potentially posseises but which presumably are not devel-
oped if the mother's behavior is "restricted" and not similar to that of
those middle-class mothers who produce children who succeed in
school. Those skills which the child potentially possesses, however, are

82



78

not defined by Hess et al. simply as language development, but rather
more subtly as the use of standard English. Concept development is
not seen as the development of language for thought. (There are, of
course, no languages that one cannot think in !) but rather, it is de-
fined in terms of performance on standardized tasks or measures of
verbal elaboration. Again, motivation is described not in terms of
wanting to read, but rather in terms of books around the house and
the use of the public library. "Educability" then, is really defined as
specific middle-class mainstream behaviors rather than as the posses-
sion of universal processes through which specific behaviors can be

ichanneled. The lower-class mother s a priori defined as inadequate
because she is not middle-class.

In their discussions of the mothers' language. behavior, Hess et O.
rely heavily on the concepts of Basil Bernstein, who describes two
different communicative styles generally used by lower- and middle-
class English children. That the language and teaching behaviors of
lower-class Negro mothers are different from those of middle-class
mothers is beyond question. That the different behavior leads to cogni-
tive defects has yet to be. demonstmted. Carroll (1964) has discussed
the methodological issue of the relationship of language style to cog-
nition. To say that a particular language has a deleterious effect on
cognitive performance, speakers of that language must be tested for
cognitive ability on a non-linguistic tasksuch a task has yet to be
developed or tested.

The Hess data, while providing considerable information on ma-
ternal beluivior differences in lower- and middle-class black women,
do not indicate that the children from lower-class homes are any less
ready to learn than are the middle-class children, nor do they demon-
strate that these children will be less ableespecially if they are placed
in. a school that takes advantage of their experiences, as the present
school curriculum does in certain crucial regards for the middle-class
child. The Hess data do show, however, that the behaviors of the
middle-class Negro mothers are more typically mainstream and that
what these mothers teach their children is more typically within main-
stream expectations; therefore, such children tend to perform better
in a testingsituationand subsequently in a school situationwhich
requires mainstream behaviors and heuristic styles than do lower-class
children, who have learned something else.

There is much to be learned about maternal teaching styles and how
they can be used to help the child function better in interactions with
tlm mainstream culture. Research has indicated bow imlike the middle-
class mother the lower-class mother is, but there is very little descrip-
tion of who the lower-class mother is and what she does

TE F.T1t7RE OF INTERVENTION

Intervention programs postulated on the inadequacy of the mother
or the lack of environmental stimulation (Shaw fer, 1969 ; Gordon, 1968 ;
Klaus and Gray, 1968) fail after an initial spurt in IQ scores. This
appears to be an artifact of the methodelogy, for the first contact
with mainstream educational patterns (4n agent intervening in the
home, a Head Start Program, kindergarten or first grade in the public
school) appears automatically to cause an increase in IQ for these

83



79

children. The artifact is clearly evidenced in the "catch-up" phenom-
enon where non-ITead Start children gain in IQ apparently as a result
of exposure to a school environment. The additional observation, that
increases in IQ of both Head Start and non-Head Start children de-
crease after second or third grade, is a further indication that early
childhood intei'vention is not. where the answer to the failure of chil
dren in public school lies.

Interventionists argue that what is needed are school-based pro-
grams (Project Follow-Through) which maintain the "gains" of
Head Start by changing the nature of the school environment. In ef-
fect, this argument is a specious one since it was the intervention pro-
gram itself which was supposed to insure the child's success in the
schools as they are presently constituted. For the early childhood in-
terventionists then to turn around and say that the schools do not do
their job in maintaining the increases which the school itself has gen-
erated in non-Head Start children (as well as the increases of Head
Start, children) is indeed to point to the crux of the. matter : the failure
lies in the schools, not the parents, to educate these children. This
clearly indicates that critical interve»tion must be done, but on the
procedures and materials used in the schools rather than on the chil-
dren those schools service. Intervention which works to eliminate ar-
chaic. and inappropriate procedures for teaching these children and
which substitutes procedures and materials that are culturally relevant
is critically needed. It is important to note here thatsuch intervention
procedurese.g. the use of Negro dialect in the teaching of reading
(Baratz and Baratz. 1969)are not ends in themselves. The goal of
such procedures is to have the children perform adequately, on stand-
ardized achievement tests. It is the process. not the goals, of education
that must be changed for these children. The educational, problemR
of lower-class culturally different Negro children, (18 of other groups
of culturally different children, are not so much related to inappropri-
ate educational goals OS tO inadequate means for meeting these goals.

It.is not, therefore, a particular program for early childhood inter-
vention at a critical period which affects IQ scores. Rather it is the
initial contact with mainstream middle-class behaviors that tends to
raise temporarily the. scores of young children. As the test items, how-
ever, begin to rely more and more heavily on the language style and
usage. of the middle-class, these culturally different dialect-speaking
children tend to decrease in test performance. Unlike the behaviors
which initially raise IQ scores and which the child learns simply from
contact with the middle-class system, fluency in a new language style
and usage. must be taught formally and systematically for it to be mas-
tered. Indeed, this failure to teach the mainstream language styles and
usage by means of the child's already existing system may well explain
why the initial test gains of these Andrea are not maintained.

The. early childhood programs, as well as public schools, fail in the
long rim beeause they define educability in terms of a child's ability to
pprform within an alien culture; yet they make no attempts to teach
him systematically new cultural patterns so that the initial spurt in
test scores ean be maintained. Educability, for culturally different
ehildren, should be defined primarily as the ability to learn new cul-
tural patterns within the experience base and the culture with which
the child is already familiar. The iintial test scores of culturally di ffer-
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ent eh ihlren must not be misevaluated as evidence of "educability," but
rather should be viewed as evidence of the degree to which the child ls
familiar with the mainstream system upon which the tests are based
both in content and presentation.

Because of the misconception of educability and the misevaluation
of the test data, interventionists and educators create programs that
are designed (1) to destroy an already functionally adequate system
of behavior because it. is viewed as pathological and (2) to impose a
system of behavior without, recognizing the existence of a functionally
adequate system of behavior already in place. (Thus it is comparable
to attempting to pour water into an alrea(ly wine-filled pitcher.) Edu-
cation for culturally different children should not attempt to destroy
functionally viable processes of the sub-culture, but rather should use
these processes to teach additional cultural forms. The goal of such
education should be to produce a bicultural child who is capable of
functioning both in his sub-culture and in the mainstream.

However, since Head Start has disregarded or attempted unknow-
ingly to destroy that, which is a. viable cultural system, we should not
ha.ve been surprised by its failure in attempting to "correct" tlwse be-
haviors. Head Start has failed because its goal is to correct a. defieit
that simply does not exist.. The idea that. the Negro child has a. defec-
tive linguistie and conceptual system luis been challenged by the find-
ings of Stewart (1064, 1967, 1968, 1969), Baratz, .T. (19(9), Labov
(10(19), and by Lesser and his colleagues (1965, 1967), who point, to
the structurally coherent. but di fferent lingnistic and cognitive systems
of these children. Indeed, the deficit nmdel of Head Start forces the
interventionist, closer and closer to the moment of conception and to
the possibility of genetic determination of the behavior now attrib-
uted to a negative enviromnent. This position is plaintively described
by Caldwell (1968) :

Most of us in enrichment efforts--no matter how much lip service we pay
to the genetic potential of the childare passionate believers in the plasticity
of the human organim. We need desperately to believe that we are born equal-
Noble. With any failure to demonstrate the effectivenem of compensatory experi-
ences offered to children of any given age, olle is entitled to conclude parsimoni
onsly that perhaps the enrichment was not offered nt tlw proper time. (Caldwell.
1985. p. 81)

Elsewhere Caldwell refers to what she calls the Inevitable Hypoth-
esis which we interpret as backing up further and further (inter-
vene at, four, at three, at one, at three. mo»ths) until we are face to face
with the possibility of genetic differences between Negroes and whites
which forever preclude the possibility of remedial ion or enrichment.
We are. in Caldwell's debt, for such a passionate statement of the real
issue at hand. All educators concerned with intervention of any kind
and unaware of the culture (and the alternative conceptual frame-
work it. offers) respond at a gut level to the implications which the
failure of early childhood programs has for the overtly racist genetic
model. The frustration due to the failure of intervention programs
proposed by the social pathologists could lead to three possible lines of
respo»ses ?rom those watching and participating in the unfolding of
events. They are :

1. an increased preoccupation with very early intervention, at birth or shortly
thereafter, to offset the allegedly "vicious" effects of the inadequate environ-
ment of the Negro child ;
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2. the complete rejection st the poasibility of intervention effects unless the
ehihl is totally removed from his environment to be eared for and educated by
specialists;

3. tlw total rejection of the cavironmentalist-egalitarian position in favor of a
program of selective tbugenies for those who seem to be totally tillable to meet
the demands of a technological elwironmentsekntific racism.

Sake it. to say that recently we have seen an articulation of all
three of these unfeasible positions.

The clearest line of thought currently evident mines from people
sth as Shaefer (19(9a), Gordon (1968), and Cahlwell (1967) advo-
cating the introduction of specialists into the home who would not
only provide the missing sthnulation to the child, but also teach the
mother how to raise her ehildre» properly. Thus. tlw new input is an
intensive attempt to change totally the child's environment and the
parent's child-rearing patterns.

But the fear is that even such a massive attempt will still fail to
innoeulate the child against failure in tlw schook Recognizing this,
Caldwell (1967) provides the model for intervention programs which
take the chikl completely out of the home for short. periods of time
for the purpose of providing him with the experiences unavailable
to him during his first, three years of life. It is only a short. distance
from this position to Bettelheim's statement (New Yode Times. Mareh
1969) advocating total remora' of Negro chihlren to kibbutz-like
controlled environments in order to overconw the effects of the al-
legedly negative values and practices of the ghettoin short, the
annihilation of distinctive Afro-Ameriean cultural styles.

Finally, the appearance of the seholarly nil He recently publislwd
by Artlmr ensen (1969) in the Ilarrard Educational. Review repre-
sents the attempt of a former social pathologist, to deal with the failure
of the intervention progivms. He may find his position politically
distasteful but, for a scientist who IRAs a crosscultural perspective
and a historical frame of reference, it is the only way to maintain
his scientific integrity. Like most scholars who come to advocate an
unpopular thesis, Jensen luis done his homework. His familiality with
the data indicates to him the futility of denying (1) that Negro chil-
dren perform less well on intelligence tests than whites and (2) that
Head Start has failed in its intent to produce permanent shifts in
IQ which lend to success in the educational system. Since Jensen re-
jects the social pathology model but retains a concept that describes
Negro behavior as defective, it is not at all surprising that he has
no alternative other than a model of genetic inferiority.

However, like the social pathologists who had to create an explana-
tion (i.e., inadequate mothering) for a non-existent deficit, ensen is
also i.alled upon to explain the reasons for a relative theory of genetic
inferiority in the Anwrican Negro. His argument., similar to those of
earlier genetic nieists, states that the Negroes who were brought over
as slaves "Were selected for doeility and stre»gth and not mental abil-
ity, and that through selective mating the mental qualities present
never had a chance to flourish." (Edson, 1969). Interestingly enough,
this contention was deehnated almost thirty years ago by Melville
Iferskovits (1941) in his book. The Myth of the Negro Past. in which
he presents historical and anthropological data to reject the notion of
selective enslavement and breeding. It is precisely the absence of a
sophisticated knowledge and perspective of cultural continuity and
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cultural change which has forced both the social pathologists and the
genetic pathologists to feel that they have dealt with "culture" if they
acknowledge that certain test items aro "culture-boimd." Such changes
represent very surface knowledge of the concept of culture and, in par-
ticular, do not deal with subtle yet significant cultural differences.
Many social scientists believe that theyare dealing with the culture
when they describe the physical and social environment of these chil-
dren. One must not confuse a description of the environment in which
a particular culture thrives for the culture itself.

Because historical and political factors have combined to deny the
existence of a Negro culture (Baratz and Baratz, 1969), social scien-
tists have found themselves having to choose between either a genetic
deficit model or a deficit model built on an inadequate environment
(the -culture" of poverty). However, our view of the current status
of research on the 'Negro in the United States indicates that we are on
the brink of a major scientific revolution with respect to American
studies of the Negro and the social action programs that derive from
them. This revolution began with Herskovits and is being forwarded
by the linguistic and anthropological studies of Stewart (19644969).
Szwevl (1969), Abrahams (1967), Hannerz (1969), and others. The
basic assumption of this research is that the behavior of Negroes is
not pathological, but can be explained within a coherent, structured.
distinct, American-Negro culture which represents a synthesis of
African culture in contact with American European culture from the
time of slavery to the present day.

Since the pathology model of the language and thought of Negroes
as it is used in intervention pmgrams has been created by the super-
imposition of a standard English template on a non-standard dialect
system. producing a view of that non-standard system as defective and
deviant, then the data gathered in support of that pathology view must
be totally re-evaluated and old ConClusions dismissed, not solely be-
cause they are non-productive, but also because they are ethnocentric
and distorted and do not recognize the cultural perspective. The great
impact of the misuse of the egalitarian model on social Science studies
of the Negro must be re-examined.

As long as the social pathology and genetic models of Negro be-
havior remain the sole alternatives for theory construction and social
action, our science and our society are doomed to the kind of cyclical
(environment to genes) thinking presently evident hi race relations
researeb. Fortunately, at this critical point in our history, we do have
a third model avaihible, capable of explaining both the genetic and
social pathology views with greater economy and capable of offering
viable research and societal alternatives.

The major support for the assertión of a revolutio» in scientific
thinkin,, about the Negro comes from the discovery that the urban
Negro rias a consistent, throngh different, linguistic system. This dis-
covery is an anomaly in that it could not have been predicted fmn the
social pathology paradigm. This finding, if we can judge from the in-
credulity expressed about it by our colleagues, violates many of the
perceptions and expectations about Negro behavior which are built into
the assumptive base of the social pathology model. This assumptive
base, it is argued. has restricted our phenomenological field to devia-
tions from normative behavior rather than to descriptions of different
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normative configurations. In the present case, it woukl appear that the
defect. and difference models of 'Negro behavior cannot exist side by
side without a growing awareness of the need for change and radical
reconstruction of our modes of theorizing and conceptualizmg about
Negro behavior.

hiowever, there may be resistanee to adopting the cultural difference
model which stems not only from the inherent methodologies of the
soeial pathology theory, lmt also from the much more vague, and often
unexpwssed sociopolitieol view of the particular investigator seeking
to support his view of our current racial situationviews which are
ummarticulated and thewfore unexamined. Thus, the resistance we
antieipate may !me infe»silied by time fear that talking abont differences
in Negro behavior may nut omat ;rally produce in the social pathologist
the imstulation of gcnetie differences. This fear, so often expressed,
is related to the real fact that the genetic model itself relied on be-
havioral di &relives as the Im.is for its conclusions about genetic
determination. Three points con be made here to deal with this con-
cern: (1) it. has not and should not be the role of rational scholarly
discoum to dismiss data and knowledge simply because it does not dt

partirnlar ideological position extant at a particular moment in
history: (2) differences, which indicate that framing has taken place,
are not deficits: and (3) the view of the current social pathology
po,itioll is in many ways prone to the same criticisms leveled at the
gemwtic pathology model. The current scientific crisis will resolve
it,elf solely on tbe basis of seholarly research and not ideology or
polemic. Tlw basic assumptions of scholarly research must be examined
a»d models tried out that offer more successful and economical expla-
nations.

In smninary, the social pathology model luts led social scie»ce to
establish programs to prevent deficits which are simply not, there. The
fa ilure of intervention reflects the ethnocentrism of methodologies and
theories which do not give credence to the cognitive, and intellectual
skills of the child. A research program on the same scale as that
mounted to support the social pathology model must be launched in
order to discover the different, but not pathological. forms of Negro
behavior. Then and only then ean programs be created that. utilize
the child's differences as a means of furthering his acculturation to
the mainstream while maintaining his individual h.mmtity and cultural
heritage.
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HOME VISITING PROGRAMS FOR PARENTS OF YOUNG
CHILDREN *

By SUSAN W. GRAY

This paper will describe some of the work we have been doing
over the years with parents at Peabody College, now in the Demon-
stration and Research Center (31. Early Education, and before that,
in. the Early Training Project. Specifically, I shall report on certaiii
studies which have used a ).)rocedure based on visits to the home,
and shall try to pull out from these some general threads which
characterize the particular approach which we use. Our approach is
far from unique. It does have a certain flavor of its own, however,
and it is that fla vor which I shall attempt to describe.

Our first entry into the field of home visiting was rather casual in
inception. In tile Early Training Project (Gray & Klaus, 1970),
which Rupert Klaus and I began in 1961, we provided for the chil-
dren with whom we were working, an intensive program for ten
weeks during the summer. This program was planned to extend
though three summers beginning at age three and one half. Because
we were well aware that much for,getting could take place when the
child was sent back for nine and a half months to the limited environ-
ment from which he came, we planned a bridge from one summer
to the next. We met with the children once a month on Saturday
mornings; we sent monthly newsletters to the parents. Our most
important step, however, was the introduction of a home visiting
program. In this endeavor, a skilled individual, with preschool and
social-work training, met in the home with each mother for approxi-
mately an hour a week. She brought materials, and showed the
mother how to use them effectively with the child. We had one inter-
esting and unexpected finding. At the home visitor's suggestion we
tested the younger siblings of the children with whom we had been
working and compared them to younger siblings in the local and
distant control groups we had set up for our study. Here we fomid
that the younger siblings of the more extensive experimental treat-
ment showed IQs approximately 13 points higher than those in the
two control groups.

Because of this finding, our next study under the direction of James
0. Miller and Barbara Gilmer, was one in which we tried systemati-
cally to separat e possible effects of a home visiting program from those
of an assembled program. Our earlier study had confounded the two.
This second study, now in the follow-np stage, involved three differen-
tial treatments for the children. In one group the children were en-
rolled for two and one-half years in a special program every day for
forty weeks a year. This was in the years just prior to entrance to first
grade. There was no particular attention given to the parents. In fact,

*Demonstration nnd Research Center for Early EdnentIon, John F. Kennedy Center,
George Peabody College, Nashville, Tenn.
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we did fIS little as might be considered decent with this particular
group. In the second group, the children came to a specially planned
preschool in the same fashion as the first group ; in addition the mothers
were involved once a week in a carefully scheduled sequence of training
experiences. These activities were designed to enable the mothers to
take on some of the functions of t:he assistant teachers in the assem-
bled preschool and also to work more effectively with their young
children. There was a third group in which no one came to an assem-
bled program but in which there were weekly home visits during the
year. The whole study is a massive one and the findings are highly
complex. There are three very interesting findings, however, that I will
mention briefly.

With the so-called target-aged children, the age group with which
we worked in the assembled preschool, the additional involvement of
the mother did not increase the children's performance on usual tests
of intellectual ability. Both groups, however, were superior to the
home visitor group and to a comparison group that functioned roughly
as a control group.

With the younger siblings, however, superiority was shawn in the
performance of the younger children in the amp in which mothers
were involved along with the target-agedchildbren and also in the group
in which only home visits were made. Both of these groups were supe-
rior to the group in which there was no involvement of the parent and
to the comparison group. The highly economical treatment, then, of
the home visits appears to function as well for the younger children
as one in which the mother is involved for half a day and in which
the older siblincr is involved for five half days a week. A third finding
which is only aginningto emerge is a difference in the school careers
of the two groups in which the children met in an assembled program.
The IQs of the group in which both mothers and children were involved
in the preschool have tended to remain relatively stableat least they
are not significantly di ffereiltafter the children have gone through
their first two years of schoc. In the group in which the mothers were
not involved, however, there has been a decline in IQ. Whether this
sustaining e frect will hold up still remains to be seen, but it does sugcrest
to us that working with mothers may be valuable not only fromP-the
standpoint of immediate cost efficiency, but also it may have a more
lasting effect.

Two follow-up studies of this large project (Barbrack, 1970, 1970a)
have been concerned with training the mothers fTom the earlier study
to function themselves as home visitors. In a subsequent year they have
been trained to work as trainers of home visitors. The effects on parent
and child in these two programs are modest, but havebeen measurable.

Currently we are working with the mothers of very young children
indeed. Twenty mother and infant pairs are involved, this work with
infants fits with an emphasis we have always attempted to maintain
in our work, that of making our intervention programs developmertal
rather than remedial. We do not yet have data to report on 'our work
with infants, but to date it seems both feasible and promising.

As a research area, home visiting, as we do it, is extremely difficult.
The most obvious problem is the wide heterogeneity in family group-
ings. This is an acute problem when one is dealing with children under
five years. There are extremely few measures that are comparable from
age to age for this age span. In addition, home visiting programs are
carried out over a period ofAimeBnerally eight months or more.
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Thus one has problems of attrition, problems of major changes in the
family group, snch as the birth of a new sibling or the desertion of a
father, which disrupt the effectiveness of a treatment profrram. We are
enthusiastic. enough about the .promise of the approach'', however, to
find it well worth explorinfr in a research context, even if it does
present a fearful array of pro%lems in developing an adequate research
design.

This brief paper is not the place to go into great detail about the
specific content of our home visiting mproom, in terms of activities
which are carried out with the child and-with the parent. These are
importimt but. we think they are more appropriate for description
in guides and manuals for parent workers or for parents themselves.
We are actively involved in preparing such materials, and have just
completed a guide for home visitors which tries to express in con-
siderable detail what we consider the important aspects of home
visiting with mothers of young children. (Giesy, 1970)

Instead it. would seem useful to list what may be considered as the
common threads in the approach that we have used at the Demonstra-
tion and Research Center for Early Education in our work with par-
ents of children as old as five or six, or as young as six months.

1. There is a common general goal in our programsthat of
enabling the parent to become a more effective educational change
agent with her young children.

2. Our general handle to the situation is the basic interest of
the parent. Our parents want what is best for their children, but
are often lacking in the lamwledge of the instrumental steps. If
we can enlist a mother's interest in learning these instrumental
steps, our battle is half won. Equally important, in our approach,
is the need for respect for the digmty of the parent and a recog-
nition of the basic worth of the child himself or herself. Tlus
sounds fairly easy, but such an awareness is sometimes difficult
for an inexperienced person working in a home that is dirty and
disorganized, with an apathetic or distracted parent. Creating
such an awareness is often the first hurdle with a home visitor
trainee.

3. Our focus is on the parent rather than the child. Our reason
is that, if an hour or so a week is to have any lasting effect; there
must be some way to sustain this work over the remaining hours
and days between. The parent is the. most available sustaining
agent, and normally the one who is most interested in the child's
welfare.

4. It has been our approach not to exclude any family member
from the lesson during the home visit.. This sometimes makes the
visit, difficult but we feel it is necessary for two reasons. There is
obviously an important factor of rapport; often the parent cannot
avoid including younger siblings. It. is unfair to expect her to
make special babysitting arrangements for a home visit. Our sec-
ond reason is of course that of the spread of effect. Other children,
either joining in or watching, benefit from the lesson, and them-
selvOS, if old enough, learn new ways of interacting with younger
siblings.

S. We have concentrated on the use of easily available and easily
constructed materials. We use a few purchased materials such as
wooden puzzles and one-inch cubes. Typically, however, we use
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materhils constructed either out of inexpe»sive items sucl) as out-
ing flannel, or the things that are around the home such as dis-
caided coffee cans and plastic containers. One reason for this takes

us to our next point.
6. We attempt through a sequence of home visits to move the

parent towards increasing initiative and independence in plan-
ning the educational sthnulation of her child. For example, it typi-
cal procedure with us hits been for the home visitor to leave with
the mother eadi week a series of activities for the remainder of
the week. At first, the activities are supplied for the entire week;
then a fading technique is used, with the parent, initiating and
developing the activity for the last day, then for the last two
days, and so on. Ideas of parents are not rejected, even if some-
times they are inapproprmte. Although certain activities sug-
gested by the parent may not be partimlarly educational for the
child, they may have enormous value in developing the parent's
initiative and independence; over time we can lead the mother
to develop more appropriate activities.

7. We help the parent to imderstand and to use simple reinforce-
ment procedures. Tlms, parents can learn and see the effects of
their own behavior. They can begin to reward the behavior in
children which they wish to promote rather than paying atten-
tion only to the negative behavior, a common temptatio» to all
of us when busy. We felt we had reached an important milestone
with one parent when, after about six months of work, she said
to us, "I've found out, you don't have to beat kids to get, them to
learn." Unfortunately, the implicit learning theory of many of
these parents seems to have been one of viewing punishment as
the way to change behavior. We believe some concentration on
tlm effective use of positive reinforcement is of particular im-
portance for this reason.

S. Using the work with her own children as the starting point,
we have been concerned with helping the parent toward better
coping skills in all of her life experiences. For example, if she is
goMg to have some time to spend with her children, she has to
plan her schedule for the day, rather than living from minute to
minute, a. procedms which seems fairly characteristic in sonie of
our homes. If we can teach her to handle what little money she
has more effectively in planning her food purchases, not only will
this have a direct imtritional value for the children, but it will
help develop. in the mother a sense of competence in her ability
to cope with life's demands. This increased confidence in turn
spills over to other areas of her life.

9. Our program is a highly individualized one; a. major attempt
is always made to adapt, the home visit, and the suggested activi-
ties to the parent's partimlar life circumstances. Most of our par-
ents, being of fairly low education and limited experience, need
suggestions that are concrete and highly specific to their own
siutation. Our home visitors have become past, masters at work-
ing with parents to show them how they can interact in an edu-
cational way with their young children while they are peeling
potatoes, washing clothes, or cleaning house.

10. Our major effort. as home visitors is to help provide more
options for the mother, to enable her both to take advantage of
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the options that are available and to develop new ones for her-
self. Some of these options relate to her whole life circumstances.
Many of the objectives which have been our direct focus of con-
cern, however, have related to her interactions with her children
and to her increasing ability to shape the child's behavior rather
than simply to cope with it prom minute to minute.

Our program is certainly not unique. We believe that. it. does have
some particular strengths, however, based upon our focus on enabling
the parent to become an effective change agent in realizing her goals
and aspirations for her child and her family.

With few exceptions the parents with whom we have. worked have
wanted what is best for their children. They have not always been
entirely sure of what is best for themwho is in these days? For the
most part, our parents include in their aspirations such things as
having a child do well in school, having him able to get a good job
when he grows up, and in general, his being a decent human being.
The difficulty, however, is that the parents often lack the knowledge
of the instrumental acts involved in realizing the goals that they see
as important. for their children. For example, when we asked the
mothers in the Early Training Project. what they could do to realize
one of their stated aspirationsfor their children to do well in
schoolthe most typical answer was that they could send the chikl
to school clean and with his lunch money. No one will deny that these
are worth doing but this limited perception certainly opens up a wide
field for helping the parent become a. more effective educational
change agent.

A. second major recommendation for a home visiting program is
that of cost efficiency. We have found that paraprofessionals with ap-
propriateand extendedtraining, and with a sufficient amount of
consultation and supervision, can become highly effective. home visi-
tors. A home visitor, on the basis of hourly visits, can handle as many
as fifteen or twenty visits a week. Furthermore, we have data in our
studies which show that one can, by such technique, affect not only a
given child in the family and the child's mother, but also other mem-
bers of the. family group, mpst conspicuously the younger children.

Certainly, home visiting is not a panacea for the problems of the
low-income family in our present day society. Enabling the parent to
become. a more effective educational change agent, however, can have
an important contribution to make toward improving the life style
and general welfare of such low-income families.
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LEARNING TO LEARN IN INFANCY : THE DEVELOPMENT
OF COMPETENCE MOTIVATION*

By MICHAEL LEWIS, Educational Testing Service

In the last decade !Intel' effort has been devoted to the study of the
intellectual growth of infants and very young children. Most emphasis
has been placed on what kinds of environments and what kinds of
experiences are most efficacious for maximum intellectual development.
Alternatively, a larl,re amount of effort has been devoted to the study
of the personalit3r and social growth within the opening years of
life, for example, Goldberg and Lewis (1969) and Messer and Lewis
(1970). Attempts have been made to answer such questions as what
constitutes a normal and healthy personality and facilitates proper
social development.

It is clear from research with older children and adults that one
cannot separate these two aspects of human behavior. Indeed, maxi-
mum intellectual development can only occur within a framework of
a sound personality. Knowing this about older children should alert
us to its importance for understanding and affecting infant and very
young children's intellectual growth. Review of the infancy research
literature on the interrelationship between personality and intellectual
growth reveal relatively little interest and information on this most
important problem (see Lewis, 1967). It is as if researchers in infant
learning were somehow unaware of the results obtained for older chil-
dren. This lack of information is surprising but, more important, it
is essential to our understanding of how to effect positive change or
accelerate growth in the intellectual ability of infants. To understand
the importance of uncovering the personality and social factors most
conducive for optimmn development of mental faculties, it must be
remembered that the intellectual growth and development of human
beings start from birth (most probably even beforein the last tri-
mester of pregnancy). No longer will the evidence allow us to think
of the infant, as an insensate, unorganized mass of conftrsion. The
evidence is clear; in varying degrees from birth onward we have a
sophisticated organism capable and willing (we shall return to this
important point later) to learn and one which is influenced by his ex-
periences in his world.

The absence of sufficient information about the relationship of per-
sonality and intellectual growth is still more disturbing in light of
the recent social demands for far-reaching changes in the child rear-
ing structure of society. What effect infant day care centers and
programs will have on the intellectual and personality development
of infants is still to be determined as is the optimal conditions for day
care. Moreover, alternative models, such as parent-child centers with

*Prepared for the Select Education Subcommittee of the Education and Labor Committee
of the House of Repri?sentatires.

65-714-72-7
(01)

96



92

their emphasis on producing better parents rather than babysitting for
in failts, Mast be considered.

Of interest to this subject. is the slowly growing body of information
oil one aspect of personality, namely the issue of motivation to learn.
The remainder of this essay is directed toward this issue. It is proposed
that. without sufficient motivation the best intellectual climate, the
finest curriculum and materials will be of no avail. The motive to learn.
would seem to be natural in all humans. Look how easily and effort-
lessly children learn. Indeed they do and it has been proposed that
the failure of motivation must. be due to some aspect, of the child's
env ironment whkh does not give t his motive a chance to reach fruition.
ln the following argument we shall attempt to demonstrate that
this motive, is intimately t ied up with the child's belief in his ability
to affect his world and that this belief is acquired very early. A more
full discussion can be found in Lewis and Goldberg (1969) where a
more detailed review of the experimental literature can be found.

For parents and educators, one of the. most interesting developments
to emerge from the recent. psychology investigations is the strong indi-
cation that the intellectiml growth of an infant is closely linked to the
responsiveness of the people around hini. That. is, a baby, whose mother
or father, or caretaker pays attention to him, answers him when he
cries, smiles at him when he smiles, talks to him, and plays with him,
learns more and learns it faster and is generally brighter than a child
who is ignored.

1 n a series of. studies we have recently given much attention to the
nature of the ninernal response to the infanes behavior as the basis
for his intellectual growth und have suggested that. at least two dimen-
sions of the motlieVs response are important. in affecting the infant's
development. One is the total amount of stimulation provided the
infant by the mother, while the other is the relationship between the
infant's behavior and the mother's response (see Lewis & Goldberg,
1969, for (letails).

While recognizing the importance of the quantity of stimulation
provided the infant, it is the relationship between the infant's response
and its outcome that. is of primary concern. In this interaction an im-
portant motivational principle is established, namely, the infant's
belief or expectation that his behavior has consequence in affecting
his environment.

Let me present an example. The infant experiences some uncomfort-
able somatic sensation (call it hunger) to which he responds by crying.
Assume that, the. mother, hearing the cry, goes to the infant, picks him
up, and feeds him. If her behavior is consistent, it reinforces the event-
action relation (namely, discomfort-cry) and develops within the
infant. an expectation. The plan or expectation built by the infant is
produced in this manner: uncomfortable sensationaction--cessa-
tion of sensation. In other words. his cry or behavior was effective in
relieving his pain. ITow much different is this from the experience of
the. infant who cries under the press of an uncomfortable somatic Sen-
sation and is not. picked up and fed consistently or who cries and is not
attended to because his mother, busy with other children, cannot reach
him until several minutes after the onset ofcrying when he elm no
longer remember the event-action relationship. Or the institutional-
ized infant who, because of the institution's schedule, cannot. be held
when he wants to be and is held when he does not want to be. In other
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words, although he may receive equal amounts of sthnulation, these are
unrelnted to Ins action and thus the principle of affecting his environ-

ment by his netion is not learned well or is delayed.
In general form, what we have been hypothesizing is that. quantity

and t»»ing of =term] response to the infants behavior, and the de-
gree of consistency of her responses Imve important mofivational
qualities, namely, the nature of the maternal response develops and

reinforces the infants belief that his behavior can affect the environ-

ment.
The study of institntio»alized infants provides information to sup-

port, this motivational view. It has been shown that institntionaliwd
differed front home-reared infants not in whether they ex-

hibited a Ai II or when they reached 8 developmental stage. lmt,
whether they utilized the skill. For example, data i»dieate that the
institutionalized infant, stands Hp in his crib at about the same age
as the home-reard infant. That is, the matnratimud seque»ee was un-
folding at, the same rate for each of the groups, lout the Institut-4)nd-

ized infants showed no desire to practice the skill. Thus, it. wits the
motive rather the skill or structure that differentiated these groups.
It ifyin not how nowell Of the skill or structure Mat leas important hl
differentiating the infants, ?Whet it leo the mothwtion. o use the

skin. We suewest that the basic quality of that lack of nction was the

in fants belirtithat their behavior could not affect their environment.
With such a belief, it, was little wonder that, they gnve up. This i-,sne

of giving up can he seen in disadvantaged groups at, later ages. That

is, if they cannot, affect their environment, then what is the sense in
trying? Lower class children, in a number of studies, have demon-

strated that they lack the belief that their actions can a ffect their

environment.
Moreover, data on a ffectanee indicate that it is an hnportant va vial&

for predicting achievement behavior mid learning such that, the firmer

the, belief that one's actions are effective in controlling reinforcement .

the greater the achievement behavior and the better the learning. It
is the growing belief that individual differences in the motive of power-
fnlness are acquired in infancy as a direct function of the relationship
between the infant and his caretaker, most often his mother.

With this in mind, it becomes clearer that the role of the mother

in the ehild's intellectnal growth is not restricted to emotional security
but also rests in her ability to provide a strong motivationnl bais for
lea rn ing.
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CHANGING A LARGE STATE EDUCATION DEPARTMENT

By NORMAN D. KURLAND

The focus of this discussion is on change in a single state education
department..The effort to bring about change in the department, which
has been going on for more than a decade, provides an excellent case
study of the problems in bringing about large-scale change in educa-
tion and of the possibilities for major change when a proper approach
is taken.
Pcmt Efforts to Change

The leadership of the New York State Education Department has
been conscious of the need for change in the educational system of the
State for more than a decade. In 1060 Commissioner James E. Allen,
Jr. appointed an internal staff committee to look into the question of
the role of the Department in promoting change. That group developed
a number of recommendations, one of which lead to the appointment
of Henry Brickell to do a study of change in New York State. Brickell
produced a widely read publication entitled "Organizing New York
State for Educational Mange". He suggested a number of organiza-
tional changes for the State including the establishment within the
Department of nn office under the Commissioner concerned with
change.

In 1904 Commissioner Allen created such an office. the Center on
Innovation. Its charge was broadacross all lines of the Depart-
ment responsibility, and its focus was outward toward the schools
and the colleges, ln a way its creation was an explicit avoidance of
any change within the Department itself. There were those in the
Department who opposed the Center, and most of those who did not
oppose it viewed it with no particular interest or commitment. No
one in the agency had to ehange anything he was doing to make way
for the. new Center and it had no authority except that which might
derive by influencing the Commissioner.

Seen in retrospect, the creation of the Center was a characteristic
gambit of the Department for dealing with pmblems and new de-
mandsthe establishment of a new unit expressly for the particular
issue or new activity. Thus, over the years a wide variety of special-
ized Offices have been created in response to new demands on the
Departmentoffices for integration, for urban education, for Indian
education, for migrant education. for reading, and for each of the
Federal catagorical aid programs. This approach made it possible
for the Department to be responsive to new demands with2ut chang-
ing its old structure. No staff member. unless he were assigned to a
new office, had to change anything that he was doing. No offices had
their areas of responsibility altered as a result. of new organizational
units: and, most important. no existing program or activity had to
be dropped in order to make place for the new. All of tiiese new
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programs were "add-ons" to I In! agemy. This increased the scope of
Its work, made it. seemingly responsive to change. nmde it larger4 but
did not in any fundamental way alter the organization itself.

One consequence of this approach was, of course, that numbers of
divisions, offices, bureaus, centers, reporting to the Commissioner and
his key assistants greatly increased, and the, lines between their areas
of jurisdiction became increasingly unclear. It became harder for the
Commissioner to keep the work of his staff under control and the work
load on him, became very heavy. His response was to call in an outside
management, firm. It did a typical organization management study.
It, accurately described the existing arrangenwnts in the Department
and made niniwrons iwonnnendations for reorganization to make the
Department more able to carry mit its fundamental mission. Although
the study cost, $100,000, involved considerable time and many Depart-
ment, personnel, and resulted in lengthy reports, virtually nothing
happened as a result.

The reasons now seem clear. The study was an external effort : no one
in the Department (other than perhaps those at the very top who
commissione(l the study) had any great commitment to it., and, hence,
there was no commitment to see ilia its recommendations were carried
out. Department staff were treated as subjects of the study rather thIn
partners in an important improvement effort. Much of what was said
in the current status report any perceptive members of the Depart-
ment could have written, and almost everything in that part of the
report came from the interviews with the bepartment staff. As to the
proposed changes, while the'y may have had theoretical validity, they
did not, seem to most, in the Department to have grown organwally out
of the Department needs. Furthermore, there had been no discussion
in any depth about them. They were simply handed to the Department
for adoption. Finally, there was no real strategy for changing from
the existing organization to the new. To be sure, the report recom-
mended a number of stages for achieving the new arrangements, but
they were more mechanical changes in job titles and assignments than
real changes in behavior.

Most, fatally, the management firm considered its job done ythen it
submitted the report. It took no responsibility for implementation2 Ind
with no one really committed to implementation, it is not, surprising
that change did not, take place.

In 1965 the State government, adopted PPBS and required all
agencies to participate. Guidelines were utilized to acquaint staff with
the system. In 1969 a study was done on the process of hnplementa-
tion of PPBS in the Eductition Department. The results were sum-
marized as follows: "The study revealed a significant gap between the
blueprint and the operation of the PPB system. The overall evalua-
tion of the, implementation of PPB indicates that there have been
significant, accomplishments in institutionalizing the system, yet its
operational results were minimal. PPB did not have any significant
impact on organizational behavior, nor did it change the way in which
resource allocaton deciAons were made within the 1)epartment. Fur-
thermore, the key elements outside the Department involved in the
resource allocation processthe Legislature and the State Division of
the Budgetdid not, adapt their budgetary behavior to the require-
ments of the PPB system.
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'One of the major reasons for the diserepancy between concept and

!inlet ice lay in the strategy employed in the introduction of PP13. The

data. showed t hat there was no general hostility or resentment among
the organization's members toward PPB but rather dissatisfaction
with the way in which it had been introduced. PPB lind been im-
plemented essenthilly as a set of teclmiques and not as a brond rame-
work for improving the policy nmking process. In addition, the nn-
plenwntation strategy lacked several nnportant elements. There was
insufficient training and orkntat ion of personnel to the PPB concept,
and no deliberate attempt had been made to mobilize the snpport of
the key elements involved. The major conclusion is that PPI3 failed

since in the way lt was introduced it did not have a fair ehmwe to

&num.:tilde its pot ent jar' '

A NrIe Approach.
In early 1969 chnuges in the Department were initiated which do

seelil to be. making a real difference in the way that major segment

of the Department functions. First, almost all of the Department
nnitA concerned with elementary, secondary and continuing education
(ESC) were bronght together administratively under a new Deputy
Commissioner. This meant that ninny offices nnd officials who formerly
reported directly to the Office of the Commissioner now reported in-

stead to Ow Depnty Commissioner. This made it possible to bring the

program of ESC into sharpe focus because now most ESC units were
administnitively together under on office that could provide direction
tind coordination.

Semnd, within the new organization piniming was given increased
emphasis hy the, creation of a Planning Group romposed of all key
ES(' administrntors, and the old Center on Innovation was reassigned

ns the planning office with the title, "Center for Planning awl Innova-
tion for Elenientary. Secondary and Continuing Education." This
chR11,1r0 11111de it possible to develop new strategies for capitalizing on
the opportunities created by the administrative reorganization. It also

meant that, an office that had been set up originally somewhat outside
the main organizational strnctnre of the Department was now imt
into thr. line organization and charged with responsibility to operating
units of the Department.

A. third major change was that the person who formerly headed the
centnd planning office of tlm Department, was made the Executive
Depnty Commissioner, lie proceeded to give new emphasis to formal
planning procedures in the development of the Department's program
awl budget and gave stro»g support. to the emerging planning and
imia na!reunent approaches i» ESC.

The result of these changes has been the gradnal emergence of the
new ways of thinking Atilt the mission of the ESC Units of the
Department and new ways of organizing and acting to get the mission
necianplished. The balance of this paper will discuss this approach.

Puffing Action. Into Planning
It is one best labeled by a term nsed by one of our consultants,

Robert. Schaffer and Associates, "Pntting Action into Planning".2

*Moshe Shan! Admintatratirc Conirdcrattatta in a Planninp-Programming-lindgeting
Ramtem: The rime of the New York State Eosiention Deportment. Unpubllabed Doctoral
DIrmertntlen. Cornell Unlveralty, aline 1070.

2Robert H. Schaffer, "Putting Action into Planning," Harrard Bust/leas Review, Novem-
ber-December 1067, pp. 158-164.
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This term expresses sinvily what the thrust of our current change ef-
fort isto put, artion into planningto make happen. what the De-
partment wants to happen. chis means fornmlating what we want, to
liapjlen (which is all that many planners are concerne(l with), deriding
that we do want it to happen, and doing what is necessary to actually
make it happen.

Linking action to planning has as the first important consequence
that those who have the authority to act must be involved in and,
in reality. do planning. For only those plans will get acted upon on
which have the commitment, of those who must cari:y them out. And
the best way, we believe, to gain that commitment is to have people
inake their own plans. This means that line managers cannot depend
upon a specialized planning office to make their plans for them. If
they do not plan, planning does not get, done. This requires a trenwn-
dons shift in behavior. Every line manager and person involved in
operations is just too lnisy to plan. The common point of view goes
something like this: "We know we ought, to be planning and that

iplanning s a good thing. We will get around to it somethne when
there is time. However, there are too many immediate pressing jobs
that have to be done for us to take time out to think very far into the
future. So, in the meantime, since we should have some plans let's
hire some planners to do the planning for us. Of course, we know
their plans are going to be difficult to implement because they just
don't understand our real problems, but at least it will give us some-
thing to shoot at (and down ?)."

It is clear that if planning is to become one of the integral functions
of all operating personnel. this attitude must change. Somehow people
have to discover that they are really not too busy to plan, that, planning
is really as much a part, of "work" as responding to an immediate
need. attending a nweting, or writing a report. Indeed, they must dis-
cover that work done without planning is far less productive and per-
sonally satisfying than work that is carefully thought through, orga-
nized, and direcred to a goalwhich is another way of describing the
planning process.
Traflitional Planning

Another way of viewing the action approach is to contrast it with
another feature of planning as it is often practiced. In traditional
planning, much attention is given to needs assessment, goal setting
and plan making. Too often, after the list of assessed needs has been
drawn up, the goals formulated. and the reports written, nothing hap-
pens The reason, we believe, is that the gap between the goal and
present behavior is neglected. People may *ay that they want to change,

unl PCS there is capacity to change. little will occur except heightened
frnstration at the inability of the organization to accomplish its goals
and meet the assessed needs. When individuals permive fhe discrepancy
between the proclaimed goal and the actual practice of the organiza-
timi. the tendency is to blame others.

How common it, is to hear statements like these: from administra-
tors"we want to change but it is those teachers who simply will not
undertake anvthing new:" from tenclwrs"we certainly would like
to see things changed around here but those administrators are always
standingin the way and preventing improvement :" or if the teachers
and administrators agree on a change"we in the school system are
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ready to change but our community just can't be moved ;" while from
the community we hear"what this community needs is a lot of change
in its educational system but you just can't get those educators to
change."

In other words, in most, organizations people generally are dissatis-
fied with at least some of the existing conditions and would like to
change them, but they believe that is the "others" who are support-
ing the status quo and resisting change.

The New York State Education Department was no different than
any other organizations in this respect. There were many people who
wanted it. to be more effective in copincr with the. immense problems
that confront education and society toeay. Lots of people were ready
to "throw out the rules," and do things differently. Yet little seemed
to he happening. The result was that people had little confidence in
the willingness of others to change. Inaction was translated as lack of
commitment. People suspected that those who were in authority and
professed a desire for change did not really want it, while those at the
top thought that they were dealing with staff which simply was too
wedded to the old ways of doing things to chancre. Therefore, any
inclination to change at the top usually led first to*a consideration of
what, individual or organization could be brought in from outside to do
the jobt while any effort to initiate change within was met with great
skepticism"here we go again; they talk a good lino but nothing dif-
ferent will really happen."
Learning by Doing

Thus, the strategy of involving "operating" staff in planning had
as a first goal developing confidence at all levels in the collective capa-
city of the organization to accomplish more important tasks than it
had done before. To do this, we employed an old and well-tested prin-
ciple of learninglearning by doznglearning to plan by planning
and, most important, by planning the ongoing important day by day
work that had to be accomplished. The first approach then, was not
make "plans" but to get some current piece of work done more quickly
and effectively by utilizing planning processes to organize to get it
done. The first question put to a unit was not, "what do you want to
plan ?", but "what work do you have to get done?" As people learn how
to utilize the resources witbin the organization to accomplish some-
thing, they develop increasing confidence and competence in this ability
to undertake larger and longer term goals.
Search for Readine88

Implicit in this approach is another well-tested principle of learn-
ingreadiness. Only frustration can result from efforts to get people
to plan who are not ready, or try to get them to plan on larger scale
or over a more extended period of time when they cannot yet plan.
effectively to achieve limited goals over limited time. There is not
much point in trying to develop ten year plans in an organization
that cannot effectively plan its work for the next year, or next month,
or,_even, next week.

So we start with what people are ready, willing, and able to under-
take and, most particularly, with something that they really are con-
cerned with doing. In the seardi for points of readiness to begin, a
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group may talk about many broad sweeping long term goals that
everyone believes should be accomplished but no one feels immedi-
ately called upon to do anything about. As the group talks about what
it is that prevents it from accomplishing these longer goals, it gradu-
ally begins to come closer to more immediate matters that all can
agree really have to be done if thMgs are going to improve. When such
a point is identified, work can proceed. A realistic goal can be sharply
defined, assignments made and clue dates set. The discovery that co-
ordinated cooperative effort of this kind can get a job clone that had
seemed to be impossible before helps give everyone a. sense of accom-
plishment and a direct experience with what can result from time
spent in planning. From such a modest beginning more ambitious
projects can be undertaken with greater confidence.

To illustrate from our own experience: When tbe Center on Innova-
tion first began to look at its planning role, t-isie staff spent long hours
trying to decide on long term goals that it ought to seek to accomplish.
It was very difficult to settle on anything specific because there was
very little clarity as to what it was that should guide the decision on
longer term goals and very little assurance that there was any capacity
to carry out such goals. When the discussion seemed to be faltering,
our planning consultant asked the group if there were any more im-
mediate things that might be dealt with just as a way of getting
started. After som brief discussion, the staff identified several things,
ono of which was that a move of the office to another location was
anticipated but no planning had been clone for the move. It was de-
cided that this would be a useful short term planning task. The group
affe, reed that a subgroup should be appointed to plan the move and also
to explore the possibility that in making the move the design of the
new office should reflect, the new planning perspective of the office.

Staff members most concerned about the move volunteered to serve
on the work group. A time schedule was established and the group
went to work. From that point on, the planning for the move occurred
with minimum involvement of the top management of the Center.
Although the usual delays occurred in accomplishing the move, the
staff experienced little of the frustrations that usually are attendant
upon such changes, and, most important, a totally different approach
to the utilization of space was developed as a result of this effort.
The experience gave the entire staff insight into factors that go into
successful planning and produced an increase in confidence in the
ability of the office to carry forward a joint activity toward a success-
ful conclusion.

Since that early effort, the staff of the Center and, increasingly, the
staff of the Department have been able to identify similar "break
through" projects and carry them forward with increasing success.
The Department is now at the point where it is contemplating a major
revision of the way in which it organizes to carry forward the work
of elementary, and secondary and continuing education in accordance
with a totally new conception of its mission, all of this accomplished
within a space of little more than a year and a half of effort.
Building an. Strength

Another key concept inherent in this approach is the idea of building
on strengths rather than seeking to correct weaknesses, seeking out
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opportunities rather than trying to correct organizational problems.
Effort, is directed to exploiting the latent strength, unfulfillcid aspira-
tions and unused capabilities of the people in the organization raper
than by trying to correct their weaknesses, deal with misconceptions,
and overcome. resistance. As people grown in competence, and as real
work gets done, specific weaknesses seem to matter less, misconcep-
tions are corrected by experience, and resistance simply disappears.
This approach particularly avoids starting with the identification of
problems in the organization and the development, of programs to
cope with them. The problems are endless and the solution of one
problem is only likely to expose a dozen others. Problem huntiii g. is,
we believe, a strategy for avoiding positiveaction. People who want
to get a job done g,enerally find a way of coping with problmns as they
proceed. If there is no clear idea of the job to be done, solving prob-
lems becomes a goal in itself, and so, having problems is the way to
keep feeling as though something is being accomplished.
A ;ming for Success

Another key concept. in this approach is the idea of beginning where
the opportunity for success is high. For an organization to undertake
an effort that is really beyond its capacity at the time is a sure way to
create disillusionment, frustration and conflict. Instead, the planning
effort should focus on a few specific goals that some people believe to
be urgent or important. Around these goals projects can be organized
that tap in some new and rewarding ways the untapped talents and
energy of the organization. Build into the. project should to some ex-
perimental testing of new management techniques and new human
relations insights and understandings. That is. each project, should be
organized not only to accomplish its immediate aims but should also
be a learning laboratory designed to create a foundation for more far-
reaching, organized process of change.

Whatever the project, it is important. that all who are involved have
a clear and common understanding of what the task is. It, is amazing
to find how often, when a group runs into difficulty in accomplishing
a task, it turns out. that the trouble arises from the fact that the people
involved have differing notions about what it was that they were
trying to accomplish. Time spent talking through what is to be done
is well spent even though at first it may seem to take an inordinate
amount of time to reach agreement. in this process, it. is good practice
to put the task in writing. Verbal exchanges are too easily misinter-
preted and leave room for too mach vagueness.

Once agreement has been achieved on what is to be done, assign-
ment can be made and deadlines set. Every member of the groiip
working on a common task should know what others are assigned to
do, and the assignment should cover the full task. Each person receiv-
ing an assignment should be sure he understands what he is to do and
tha.t he has the capacity, resources and time to do it. Acceptance of an
assignment then becomes a _commitment to get it accomplished bv the
chle date. Deadlines are indispensable also to good work planning, for
without them it :s too easy to let work slide as new priorities intrude.
Help Needed

Just telling a.. group to adopt this approach and even gaining their
commitnient to it is not enough. People who have not. been accus-tomed
to the discipline of group work planni ....no. find it difficult to practice.
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When the pressures of on-going work begins to mount, old habits re
cr

-

assert themselves: manaers ask- employees to whom they have already

made assionments to tall on new ones; workers let routine demands

take precAence over task accomplishment; members of the team get
disheartened when progress is not immediately evident or others seem
to be failing to meet their conmiitments. In all of this, an outsider with
experience in the process of group planning and management can be
a great help. He can first help- the grouo be sure it has really clarified
its task and not just accepted a goal for the sake of agreement. He can

help sort out priorities among the tasks to be accomplished so that the

group has a clear notion as what is first and what follows on. He can,
as work proceeds, keep reminding people of the goals that they have
set themselves and can get them to review progress so that they realize
where they were and how far they have. come. The outsider can greatly
enhance the effort, but, ideally the effort should be directed to building
skills in the organization to enable it to carry forward without sucli

help. The loss of the "work" tlmt outside consultants do. the quicker
regular staff will learn the skills needed to carry on for themselves.

The approach described thus far may seem terribly unsophisticated.
It is our contention, however, that only as the organization develops
the capacity to use the talents and tools that it has, can it then employ
effecti vel y more sophisticated planningtools such as systems analysis.
One of fhe great mistakes in much Of the effort to improve educa-
tion is thep remature introduction of such planning systems. No system
by itself will change an organization or the behavior of people in it.
People are enormously skillful in finding ways to sabotage ap-
proaches that they do not understand, to which they have no com-
mitment., and which make them feel inferior to outsiders (often per-
ceived as "whiz kids" with some technical capacities but little experi-
ence in the complexity of the "real world" with which the agency
deals).

Our point is that before systems approaches are introduced, work
should first be done in building the capacity of the organization to
plan and manan more effectively with the tools t ihat t has. Only
when people fin they cannot, do what they want to do because they
lack the necessary skills or tools will they be receptive to the in-

troduction of new skills. Efforts to introduce them first may appear
to produce initial quick results. but, one only need look long enough
at organizations that have tried this approach to see its futility. tn-
less new behaviors are embedded deeply in organization and com-
mitment is devleoped to them, they will not outlast the initial burst
of enthusiasm that brought them into existence. The approach pro-
posed here is, to be sure, a slower one initially, but we believe that over
the long run it will prove far more sure.
Summary

The essential ingredients then of the process of change that is living
employed in the New York State Education Department are these:

1. Involving operating staff in planning.
2. Relating planning to the on:going,._ work of the organization.
3. Beginnmg wherever there is readiness and high chance of

success.
4. Emphasizing opportunities rather than problems.
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5. Spending, adequate time to clarify goals of each task.
6. Developing, clear assignments for each individual with dead-

lines set for their accomplishment.
7. Judicious use of outside help to support the process, /tot to do

the work instead.
The test of the adequacy of this aproach will be the extent to which

the Department succeeds in truly putting action into its planning so
that it rises to a new level of leadership in guaranteeing quality edu-
cation to all the people of the State.

As of the date of writing (February 1971), the approach appears
to be working. The Department is moving. More staff are engaged in
tasks related to the central mission of the Department. There is a new
sense of excitment and commitment. People can begin to see the pos-
sibility of a comprehensive redesign of the entire educatioiml system
of the State. New forms of collaboration are being developed between
the Department and the field and a new pattern of intermediate ar-
rangements is being forged. Indivichmls and entire units are asking
for and receiving help in acquiring command of the skills needed to
make the new approach work. Open, participative, objectives-oriented
management is beginning to be the department norm.

This is not to say that all is perfect or that the change has been ac-
complished. Change is occuring; whether it will continue until the
Department becomes a truly self-renewing force for educational lead-
ership in the State remains to be seen. The task of learning new ways
of behaving may be too much for people ; may grow impatient with
the seemingly slow pace of change ; the very real and tough problems
confronting education may defeat us; the public may be unwilling to
support the changes they will see occuring; and we may not yet lmow
enough about how to change large social organizations. But the effort
is being made and there is broad commitment at all levels of the De-
partment to make it work.

If the approach succeeds, it has application at all levels of the educa-
tional system. From school superintendent, to building principal, to
department chairman and classroom teacher the problems of organiza-
tional change that must be dealt with are similar. The relevance of this
approach at the classroom level is of special interest to us. One of the
key skills that the schools must begin teaching is the capacity to cope
-with and manage change. How better to teach it than by having teach-
ers who themselves are models of the desired behavio0 And how bet-
ter for them to learn to behave this way than to function in a system
which exhibits the same behavior at all levels right up to the State
Commissioner of Education? Thus do we in the State Education De-
partment see a relationship between what we do and the place of ulti-
mate actionthe classroom.
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MAKING RESEARCH FINDINGS AVAILABLE

By WILLIAM G. MONAHAN *

The proposal for inaugurating a National Institute of Education is
an exciting prospect not because, it is any longer a novel idea hut be-
cause it is now a realizeable one. Clearly the work of the Rand Corpo-
ration, under Roger Levien's direction, which provides a prehminary
set of views for guiding the structure and functions of such an institute
generates some optimism within the education R and D community
that NIE may indeed become a reality. For that reason, it is vitally im-
portant that as many aspects of the proposed institute as possible be
critically assessed by those of us in the profession who will both con-
tribute and benefit from such an annoy. It is in such a spirit of en-
thusiasm and support that this briebf essay is written.

It seems to me that in the field of professional education, when
we have talked (and even inst itut ionalized) Research and Develop-
ment we have not placed enough einphasis on the conjunction. Al-
though I have not engaged in a systematic analysis Gf this hypothesis,
I am convinced that such an analysis would disclose that the exist-
ing R and D agencies have not effectively married knowledge pro-
duction with knowledge utilization. For example, the Centers funded
under the provisions of PL 531 during the first half of the 60's
and located on university campuses (I think there are nine of these),
have generally placed more emphasis on the R than on the D, while
the Education Laboratories have taken rather an opposite course
emphasizing developmental activities more than research. It is my own
personal view that both of these kinds of agencies have performed
their functions well and within the environments of their functions
it is logical to assume that the respective emphases such agencies
have pursued have been appropriate.

However, there may be some basis for assertingthat of Regional
Education Laboratories established under provisions of the Ele-
mentary and Secondary Echication Act of 1965, the "unsuccessful"
ones (those forced to close)some of them at least,were considered
unsuccessful partly because they did attempt both research and de-
velopment. Reporting on his study of the successful and unsuccess-
ful Laboratories, David Flight stated :

Early in their development, the more successful labs demonstrated tightly
formulated process concepts . . and narrowly focused program specifications.

Referring to the unsuccessful laboratories, Flight further stated :
A single lab would use the word research to refer to fundamental study lead-

ing to new knowledge at one time and to the entire range of functions includ-
ing development, dissemination, and training at another time.=

* Professor, Educational Administration, The University of Iowa, Iowa City, Iowa.
1 David S. Flight, "Regional Laboratories and Educational Research and Development,"

Administrator's Notebook, Midwest Administration Center, University of Chicago, Novem-
ber, 1970, No. 3, pp. 2-3.

31bid,p. 3.
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Even though Flight. provides a variety of contrasts between suc-
cessful and unsuccessful laboratories, there is at least some basis in
his findings to speculate about the possibility that contributing to
the :-.uccess of laboratories was eniphasis, staffing, and programming in
the area of development and those that were not successful attempted
to deal both with research and development. This is not to sugrest
that the academic R and D centers have not engaged in devellp-
mental activities nor that the Laboratories have not enga!red in re-
search but only to point out a differential emphasis between the two;
moreover, and this is a point that I should like to stress, prior to 1960
there was practically no formal organization structure with the
educational establishment for either research or development. Those
that. attempted to fill this need were, again, either regional con-
sortiums of school districts generally labeled "School Development
Councils" and strongly oriented to the on-aoina needs of school sys-
tems, or philanthropic grants which may riavir been either for basic
research or for developmental innovations but in either case were
not strate(rically designed to do more than initiate activitynot sus-
tain it. 'Clic upshot of it all is that although it might be inaccurate
to conclude that educational R and D is in its infancy, it would be
even less accurate to conclude that such activity is very far beyond
adolescence.

Because thig is indeed the case, there is rare opporhmity through
the NIE legislation to systematically consolidate an Educational Re-
search and Development operation of truly effective dimensions. In
large measure, the preliminary document by the RAND consultants
moves precisely in this direction and even thong,h such a preliminary
statement will inevitably omit important considerations not yet per-
ceived and treat minimally others that may deserve more emphasis,
there is one aspect of the document that does deserve still pTenter con-
sideration ; I refer to those functions' concerned with mane- the re-
sults of both research and developmental activities more accessible and
more meaningful to the Education community. This involves two sig-
nificant concerns, the first of whichdisseminationis fairly obvious ;
the second is not so obvious but of equal importance and for lack of
something better to call it, I shall refer to this function as "explica-
tion:" By explication, I simply mean the systematic reinterpreta-
tion or translation of research and development data into language
which can be broadly understood and efficientlyutilized.

Problems of Dissemination
Dissemination is always a problem of noble dimensions and the

phrase "knowledge explosion" is a current cliche at the heart of which,
there is no little truth. A cursory examination of the documentation-
retrieval material in any university library will attest this fact.

For a few simple examples: The National Education Association
Catalog for 1970-71 which includes 62 NEA, or affiliated publishing
units ranging from the American Association of Higher Education to
the World Conference of Organizations of Teaching Professions con-
tains 1,449 titles for 1070 alone. But that is a small proliferation: con-
sider as another example that the Monthly Catalog of United States
Oom-nment Publications issued by the office of the Superintendent
of Documents included 1,494 entries for January, 1969 alone and for
the whole year, there were 17,443 titles. Incidentally, these were only
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documents for sale and did not include resolutions or bills before
Congress. For the Office of Education in that catalog, there was an
average of about 20 titles per month and, of course, there are dozens
of government agencies which publish information of importance for
educational research and development.

The 'Scholars' Guide to Journals of Education and Educational
Psychology (L.J. Lins and RA. Rees; Dembar Servics, Inc. Madison,
Wisc.) wluch is mainly just a guide for prospective authors as sources
for the publication of their articles, contains a total of 135 journals
al id the authors state that, "... no attempt was made to list ail ..." such
journals. As a matter of fact, Ulrich's Guide to Periodicals, 1963
edition, lists about 500 such journals and if one wants to include other
nations, the 13th edition of that work, 1967-70, lists more han 1,550
journals throughout the world. Education is of international signif-
icance ; Unescos luternational Guide to Educational Documentation,
1963, which covers 95 countries (of a total of 200 educational systems
throughout the world). has an index alone of 91 pages which includes
more than '8,500 entries : One of the excellent sources of document
retrieval is the America's Educational Press Yearbook; the 30tli year-
book (1969) contains a classified listing of more than 2,000 national,
state, provincial, regional, and local educational publishers in the
United States and Canada; moreover, 338 of the periodicals listed in
the 1969 edition were not in existence when the 1966 edition was
printed. In addition there are numerous special research-documenta-
tion services available ; Phi Delta Kappa international's Research
Ntwl Ths in, Education published annually since 1953 is la subject-author
indexed listing of field studies, research reports, and dissertations
which requires the cooperation of more than 100 universities and in-
cludes in the current edition 32i pages and more than 10,000 entries.

A. very conservative estimate based on a superficial analysis and
excluding books, monographs, and more sizable documents leads me to
conclude that each year there are more than. 50,000 pieces of published
educational materials that are cataloged in one way or another. There
is no way of determining how much elsefugitive materialis pub-
lished that never finds its way into the retrieval syStem as it exists
today. Unquestionably this leads to impressive problems. Arvid and
Mary Burke in an introduction to their Documentation in Education
ha ve enumerated some of those problems.3 First, clogging of the estab-
lished means for acquiring sorting, storing, and accessibility to
dcwuments; secmidly, decreasing the probability of knowing what in-
formation is already available with the consequence of loss of both time
and effort; third, less and less available time for critical review of new
material so that an increasing volume of what finds its way into print
is either worthless or of questionable quality. Finally, the scope of this
productivity increases the researcher's dependence OD catalogs such
that searching time. itself is beeoming more nervvting than research
activity. Even the excellent Education. Index no longer attempts to
index the variety of educational publications that it did prior to 1061
and, even so, its indexing by subject of only selected periodical articles
and serial publications for a single year PO(1111POS MOM than 000 na,Ts
of very fine print. And it should be remembered that little of wbat
have here surveyed includes book output; the Cumulative Book

3 Arvid. J. and Mary A. Bukke. Documentation in Education (4th Edition). Nw York .
Tmehers College Press. 1067.
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Indexonly for the English languagerequire over 2,000 pages to
cover the output of a single year.

It is true of course, that a sizeable proportion of this output does not
relate explicitly and specifically to capital "E" education but it is still
something of a monumental uncl.ersta tement to assert that the Educa-
tionally-related output is prolific.

The fact that this output has assumed an almost entropic condition is
reason enough for educational researchers to be little surprised that
when he was asked in an interview about Ins views of educational re-
search, Daniel Moynihan replied that he was, ". . . aware of promis-
ing projects 'although there isn't anything that has caused me to go
whammee.' " 4 How could be possibly lcnow ? How could anyone ?
Systematic Retrieval and Dissemination

It is precisely because of this literal explosion of content that the
need for systematic retrieval has been recognized and attempts made to
organize operational systems for managing it. In spite of chaoticnature
of published commentary relating to Education that exists, there are a
variety of operational retiieval systems providing search, classification,
and dissemination services to educational researchers and these systems
have been organized within both the public and private sector.

Responding to a report of the President's Science Advisory Com-
mittee, January, 1063, relating, to the essential nature of information
transfer for research and development, the Office of Education estab-
lished the Educational Research Information Center (ERIC) in 1965.
Currently, the ERIC system encompasses more than 30,000 documents,
provides systematic computer search procediires, and functions through
a decentralized organization of 17 regionally located "Clearinghouses"
These regional Clearinghouses, each primarily concerned with a unique
conceptual area (Counseling; Educational Administration ; Disad-
vantaged ; Reading; etc.) places reliance upon the abilities of experts
at relatively local areas to select significant content for inclusion in the
file.

Since its initiation, ERIC has been able to make its magnetic tape
files available to universities or other educational agencies having
access to appropriate hardware so that such institutions are capable
of doing their own storage and retrieval. At The University of Iowa
for example, having acquired the ERIC tapes, a procedure is now op-
erational whereby an "ERIC Questionnaire Search Request" is sub-
mitted to personnel in the computer center with a built in search profile
system using logical connectors but with what is technically known in
the retrieval terminology as a "100 hit limit." This means that of all
of the documents available, depending on the rigor with which the
descriptions are keyed by the researcher, the program generates a limit
of 100 sources related to that topic. This helps to control the costs in-
volved and, related to that, helps to guard against non-well-defined
search profiles. The costs might generally range from about four dol-
lars to twenty-five dollars although the system is still of such recent de-
velopment that reliable data on search costs are only beginning to be
available. At any rate, many universities and other agencies can pur-
chase the tapes and handle their own ERIC search and retrieval. This
is an immensely efficient innovation.

4 "D.C. Perspectives" Educational Researcher, September, 1970, p. 5.
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There are other systematic retrieval systems that are also rather
highly developed and of value to educational research. One of the
more recent is a system known as "DATRIX," under the management
umbrella of the Xerox Corporation. Associated with University Micro-
films Library Services, DATRIX is a doctoral dissertation tape file and
includes more than 130,000 theses written since 1938. This system is
economical and of much value to graduate students and other re-
searchers.

Still other similar kinds of clearinghouses for information storage
and retrieval include The National Clearinghouse for Mental Health,
The National Institute of Child Health and Development, and the
Science Information Exchange (SIE). SIE, associated with the
Smithsonian institution provides one page descriptions upon special
request which. disclose the nature of a piece of research, where and
when it was (or is being) done and a reasonably adequate teclmical
description. All of these, like ERIC, are computer-based informa-
tion systems.
Progress, Problems, and Prospects

All of this suggests that an impressive start has been made in the
retrieval, storage, and dissemination of material of significance to
educational R and D. Perhaps it is neither fair nor accurate to talk
in terms of a "start" for after all, the American Documentation In-
stitute, a non-profit organization of scientists, engineere librarians,
and otheis interested in such problems was founded in 1937. But just
as our knowledge expands at dizzying rates so also does the number
of specialized people interested in it. Manfred Kochen has suggested
that by virtue of this growth, researchers must confront the need to
express at least as much interest is synthesis as in access. He postulates
that :

If research establishes that there are signs of potential instability in the
growth of knowledge, then the most important and needed information retrieval
systems are those which restore stability, which help to consolidate fragments
into coherent, teachable wholes, which stress evaluation and synthesis above
aceess.6

To large extent, it is this problem to which the Levien draft of the
preliminary NIE plan addresses itself in the section concerned with
"Developing Structures for Information Transfer." ° In that section
there is a statement to the effect that,

* * * researchers in different disciplines do not communicate, even when con-
cerned with the same problems. Some deficiencies have to do with access to exist-
ing information ; many reports never enter the accessible literature.'

It can, be stated with some assurance that researchers within the same
discipline 'even when concerned with the same problem' do not al-
ways communicate and frequently that is merely due to the fact that
they are not aware that their interests are mutual. Effective use of
existing retrieval systems alleviates that ignorance but of equal prob-
lematic proportions is a condition of habit whereby a researcher, once
he becomes familiar with a particular system is increasingly de-
pendent upon that system and not as likely therefore to make use of

5 Manfred Koehen, "The Consolodation of Information," Educational Researcher, up-
plement, 1967, p. 3.

°Roger Levien, National Inatitute of Education. Washington : RAND Corporation, De-
cember 15. 1970, pp. 87-88.

7 Ibid.. p. 87.
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others. This, too, is an issue of articulation but it is tilso a problem of
allocation of time on the part of a. researcher and a,s well a problem of
becoming familiar with the ritualboth process and machinewhich
is necessary to make effective use of any existing computer-based re-
trieval iiystem.

The activities enumerated in the RAND report dealing with these
problems of information transfer and articulation are commendable
and appropriate but. obviously. do not even begin to chart tlw terri-
tory. Clearly, the solution of information transfer and articulation
problems nor even more than a superficial sample of such difficulties
was not. within the scope or purpose of the initial NIE document; On
the contrary, it. is only with the actualization of a subcomponent of the
National Institute dealing with retrieval and dissemination that an
accurate description. of the problems will become practicable,. But that
there are immensely difficult obstacles to the fulfillment of R and D
potentialities in the problem area of information processing should be

ximna tic.
NIE, whatever its final form. will of necessity confront considerable

organizatiomtl concern with information transfer, with search, storage,
retrieval and dissemination lint perhaps its maior contribution can be
focused in terms of articnlation. Unquestiomtbly such an agency as a
national educational institute will (and should) be. expected to supple-
ment and complement all existing information retrieval systems with
research-related potential whether in the public or the private sector
but beyond that, the major function should be in terms of explication.
As stated prexionsly. I use the word as involving the translation of
scientific language and 'bits of information into coherent and par-
simonious statements of the best currmtly available stems of our
1:nowle:1!re about X. There are a variety of strategies by which this
function nmy be realiwdfor example. the NTE should midertake
provrammatie responsibility for eommissioning research seholars to
review tlw literature in a field or area; such scholars. if carefnlly
ehosen and compensated. will be exrected not only to sea reh the area
Imt will automatically and deliberately exeit their own selectivity of
content. upon it., thus evaluatin g. as well as documenting. As is tradi-
tional in scholarly inquiry. other researchers wlio find quarrel with
thes,e commentn rins be encourn :Ted within organized procedures
to engage in dialogue and scientific, argumentation with them. Also,
such synthesis and mtienhition can be further expanded through
sponsorship of high kvel research symposth whose. subject focus may
be either empirical. developmental, basic or applied. substantive or
methodological. and preferably all and more. Widespread distribution
of snch examples as tlwse must be economical and visible.

Intensive effort is clearly demanded; the, significance of both access
to :md availability of research findinp.s is not as prominent in the
preliminary NIE plan as this small voice would prefer but, it is implicit.
throm.rhout the report. TTnless it occupies a very central concern how-
ever. I think we might not get. the emplmsis on the vital linkage in edu-
cational R D that is expmssed by that significant conjunction.
What iwrhaps all of us sometimes tend to forget is that. our major
interest is not specific.ally research. nor development., nor information
but rather understanding. Inquiry leads to understanding; develop-
ment and improvement flow from it.
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STUDYING ACCOUNTABILITYA VIEW FIIOM A STATE
DEPARTMENT OF EDUCATION

By ROBERT E. WEBER

LOOKING BACK

The history of mankind has been punctuated by man's quest for
greater accountability. Man began his existence unaccountable-4n an
environment of primal horde anarchy where he was subject to the
nigaries of nature. But his human attributes empowered hnn to im-
prove upon this nneasy relationship with .nature until he was able to
prochice the surplus which made the begumings of civilization pos-
sible. Once mere survival was no longer at stake and civilization was
possible., man created the division of labor; he formulated rules to
govern behavior; he devised laws; and he presc.ribed tasks for Ins
society and invented institutions to facilitate the workings of society.

His dreams for the workability of society are manifest in his notions
of justice, responsiveness, efficiency, fairness, economy, responsibility,
ethics, equitableness, quality, reward, and trust. But most of man's in-
stinitions a.re imperfect and man had to devise new institutions and
solutions continually in the hope that each new order would be better
than the old. Moreoverand this is the astonishing, thing about man-
created thingsman's institutions often behaved in ways that were
not intended and they had the capricious facility for developing an
existence of their ownsomething over and against man, so that his
own creations became alien to him (and him to them) and caused him
to experience dissatisfaction, powerlessness, and anomie, which, in
turn, sometimes became the slaw for increased accountability. As a
matter of fact the meaning of "imacconntability" (strange, inexpli-
cable, mysterious) overlaps with the meaning of alienation (estrange-
ment, helpless, powerlessness).

It is the recurring unaccountability in sonic of the major task areas
of culturelearning.. governance. security, production and trade
that has generated an enormous malaise among us and causes us to
raise anew basic questions about. the humanity of our endeavors
whether our major institutions, although man-created and ma»-op-
crated. are aloof from man and run out of human control or whether
they a re truly man-servi ng.

But the questions we raise are pertinent to the time in which we ask
them. In other words, there are limits to the accountability that might
be achieved and these limits are precisely the limits of the behavior
sciences (with special emphasis on measurement) ; the level of evolved
human consciousness: and the limits imposed by the nature of large-
scale. complex, bureaucratic systems. However. sub-perfect man need
not use his imperfection to escape all responsibility, for there are great
historical statements of accountabilitythe oath of Hippocrates or the

(109)
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'Magna Carta, for examplewhich light the way for him and which
reaffirm humanity. There are also ways of tempering his institutions
with countervailing forces (e.g., the rule of kings by divine right
tempered with noblesse oblige and laissez faire economics with enlig:ht-
ened self-interest) and there are mechanical procedures for achieving
interim measures of accountability.

The ulitimate form of accountability or the expression of the wish
to be accountable is, of course, loveit springs from pride in doing,
the non-coerced giving of one's self, candor, openness, responsibility,
humanness, and a natural and spontaneous feeling of what the phi-
losophers call the "sense of oughtness." With this as something to aim
for, our modus vivendi must necessarily depend on the evolution of
new individual and group statements of accountability, the formula-
tion of new human and professional standards, and the utilization of
all the techniques at handl that are man-ennobling in the workings of
society.

ACCOUNTABILITY IN EDUCATION

The concept of accountability in education, although not necessarily
referred to as such, has been with us for a lona timestudents have
been accountable for their courses of study, amework, attendance,
punctuality, paying attention, and behaving in an orderly manner.
Parents, too, are accountable, in the sense that when their children
began their schooling the children had to fulfill certain basic require-
ments : they had to know how to talk, they had to be toilet trained,
and they had to be at least minimally socialzed. While it is true that
chief administrators were always accountable to their Boards of Edu-
cation, this has been on a process basis and it has generally skirted
the question of end-productsthe increments of achievement gained
per dollars expended per units of time. Now, however, a shift is taking
place toward greater emphasis on accountability for the system itself
rather than on having the major burden placed on the student; that
is, the definition of accountability now tends to be conceived as a meas-
ure of the effectiveness of achieving well-defined goals relative to costs
(and sometimes other considerations, such as time) anid the periodic
community-wide reporting of this performance, hopefully in non-
jargonistic terminology. This shift had its origins in the period imme-
diately following World War II.

To be sure, there are historical antecedents. In a free enterprise
economy (or in any system in which resource allocation decisions must
be made) man has, of necessity, been preoccupied with profit and loss
sheets, time and motion studies, quality control, inventory control, and
the like, in the interest of increasing both productivity and profits.
These are the more ethically neutral aspects of accountability. How-
ever, a major impetus for increased efficiency and quantified measures
came with the development of techniques of cost/benefits analysis and
the design of systems such as PPBS (the Planning, Programming,
Budgeting System) and related systems. As this was happening, Con-
gress became increasingly concerned over what it was actually getting
for its appropriations of funds. Thus, as new Federal funding pro-
grams emerged, they contained in them a built-in constraint for evalu-
ation, which contributed greatly to the current thrust for accountabil-
ity. Examples of program areas requiring varing degrees of evalua-
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tion are education, juvenile delinquency, anti-poverty, and manpower
t raining, to name just a few.

Still another factor in the push for accountability was the beginning
of a movement. a few years ago, for a National Assessment in Ednca-
tion in the general popnlation. (loser to the operating schools. Dr.
Leon LesAnger and his colleagues in the United States Mice of Edn-
cation provided major leadership by introdncing ns to new concepts
in accountability and creating acconntaltility training pi.ograms.

The realization of widespread educational failure, particularly as
ma ni fested in the pnblication of reading scores and the emergence (in
the t wentieth century) of a new plwnomenonhirobsnhow Mowry
(functional illiteracy among pemons who had attended school for
twelv(' yea rs)shocked citizens into clamoring for lietter uses of their
money. ( It is worth inserting here that while it is true that the most
distlirbing data on reading retardation come from ghetto schools.
recent information on reading pmficiency in the suburbs is also bleak.
For example, Prof. .Tohn II. Bormnth at the University of Chicago
found. in "good- suburban schools, that "655, 38%, and .10% of the
children in the upper elementary. junior high school and high school
grades, respectively, read so poorly that they were able to gain little or
none of the information contained in their average textbooks and
roughly 34 r,; of the graduating seniors were similarly illiterate with
respect to the average passage in a sample of passages taken from news-
papers and news magazines.-)' Lastly was the development of the so-
called knowledge industry. the rapid growth in the number of private
corporations partially or totally preoecupied with problems of linman
growth and development. and specifically education. A combination
of "knowledge corporation- practices for measuring efficiency. Federal
guidelines, and the desires of serious school administrators moved the
concern for aeconntability still further. As a result of all this, parents
and school board members have now taken up the cry.

How do we respond to this cry? At the State level, we are trying
to get our thinking straight about, accountability so that, in our efforts
to respond to the cries of anguish and anger we do not react with
ill-conceived measures that at. best have only fad value and constitute
a mere sop. To begin with, concern about culpability and punishment
for past educational mismanagement and failure is fruitless. It is
much more important to focus our attention or redress, rectification,
and improvementhow to make things right and, by definition, bet-
ter. Neither is it the intent of those of us concerned with account-
ability to see 'lineation run on a strictly bnsiness basis. An aircraft
manufacturer knows how many pounds of aluminum goes in one end
of his building, how many pounds comes ont, the other end, and what
it cosis while it is in the building to bend it into various configura-
tions That may be well and 7nod for his pinvoses, although the recent
phenomenon of cost over-nms shows that this is far from being an air
tight system.

The point is that children cammt be eqnated with pounds of alnmi-
mini nor can teachers and administrators be equated with servo-
mechanisms. The educational system is an inherently human system
and must be preserved as sueh. And it can be preserved as sneh within

I John rt. Dormnth. Illifernep ;n the finburbst. Department of FAlnentinn. rnirerstty
or chiengn. mimn,"Tn.

.116



1 12

the. framework of the aceountability concept. Our main purpose is to
come to an understanding of how we ran be aecountable and to either
devise or identify evolving accountability assessment techniques and
put them into the hands of admi»istrators to be used as management
tools, in supplementation of the "sense of oughtness," to increase the
quality of the eml-products of the systemthe students. Thus, for ex-
ample, we are trying to understana the differences bet ween negative
acronntabilitythe things we are accountable not to do (e.g., damage ,
the persmmhties of children )and the things we are acco»ntable
to do.

We are also trying to discover the best ways to facilitate the ac-
conntability process. As indicated earlier, some accountability stems
from the sense of "oughtness." Other accoantability comes about as
the resnit of externally Unposed constraints. 1 Towever, it seems to ns
that aecountability is a two-party phenonienon. an accouplement in
which one party must deniand or make his wish for :wcomitability
known and the other party mnst respond out of the sense of "oturht-
ness" and/or as part of a &titled dilty.ieenantability does not Irwin y
come if it A 'not aRked for or mandated. So both partieS will have to
become educated: the one as to the ways and techniques of being
aecountable and the other as to what can be expected in the way of
accomitAility, the fiwnis of demanding it, and the information that
is needed prior to making demands.

The carrent academie areas receiviller the most vigorous attention,
in terms of aceonntability, are. readine. mathematies. However,
We should not. limit our focus to these two areas even thmigh they are.
obviously, basic. The notion of accon»tability. in broadest terms. !roes
beyond measures of teaching/learning effeetiveness. For example. we
are accountable to the intellect iml cariosity of the children and hence
ninSt provide, it relevant crirriculmn: we are acconntable for extra-
acatlemic services and therefore must improve oar comprehensiveness:
and we are accountablefor =king the right diagnosis of learner
needs, interests, and styles and for formulating the. right Kescription
and can no longer use labeling (including mislabeling) as a method
of escaping responsibility. We are also accountable for funcilonal
literates who are high school rraduates. for children mediae- bat
not. receiving special education. for both de jure and de facto dropouts,
and for the non-college bound student who receives no post-secondary
education/training benefits.

Aecommtability is also an intenlependent web. Thus. institutions of
teacher preparation are a cconiitable for turning oat requisite numl,ers
of adequately trained teachers: textbook Publishers are aceountalde
for the effectiveness of their materials: test makers are neconntable
for the applicabilit:% and reliability of their measurement instruments:
administrators are accountable to teachers for giving adequate
amounts of guidance and supervision and they are accountable for
stating system objectives: Boards of Education are aceonntahle to the
citizenry for the. nature and quality of educational program: and the

State, among other things. is acconntable for its own performance.
particudarly m the areas of leadership and teelmical assistance, and
for provkling the funds to carry out theaccountability responsibility.2

1Tc-ocher unions were omitted from this list slam they fore the first-order burden of
resolving the apparent lrrecolullabtlity between tenure and accountability and the con-
flicts between union objectives and tti.! public Interest.
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We are all, in differing ways, accountable. And it shonld be added
here that we are accountable not just for failure: we are also ac-
comitable for less than optilmun success. When we are dealing with a
broad range of individual differences and abilities it makes sense only
to talk about the optimal.

At the State level, we are also making distinctions between needs
accountability and operational accountability, that is, accountability
for meeting needs and accountability for performance in meeting
those needs. In terms of operational accountability, the minimum
number of parameters appear to be as follows:

(a) Cost,
(h ) Efficiency,
(r) Quality, and
(d) Appropriateness.

While a program can founder when one of these parameters is inade-
quately addressed, it is the more likely case that in a. planning or pro-
gram development, matrix, the administrator, because of chronically
limited funds, will work out various trade-offs. He should, of course,
account for these trade-offs quite explicitly.

In terms of needs accountability (pending findings of a formal
Needs Assessment Project), there are over a dozen measures that
school distrkts conkl be urged to take. immediately (with State as-
sistance), sonic costly and sonie not so costly, but. all within the state
of the .art, that would meet more needs and increase the quality of
education. These are stated in ramlom order as follows :

1. Expand extra-academic service capabilities at. all levels.
2. Provide inter-racial and inter-ethnic experiences requisite for

living in a pluralistic democracy.
3. Establish materials and technology centers.
4. Expand evening school and adult education programs.
5. Establich special iwograms with increased holdinp. power.
6. Participate more fully in all Federal and State nutritional pro-

erra ms.
T. Provide special education for an children who are in need of it,

includiag pre-school for children with learning disabilities.
S. Liauplirate student-initiated programs of participatory edncation

wherein released time. and academic credit, would lie given for inde-
pendent study and social service (and without elipibility require-
ments).

O. Modify the standard curriculum so as to make it more relevant.
10. Provide post-secondary opportunities for all non-college 1)01111(1

students, including student loan programs comparable to those for
college students and expand vocational offerinrs downward and
laterally.

11. 17tilize all existinr techniques of individualizing instruction.
12. Make maximum use. of paraprofessional personnel.
13. Require all administrators and master teachers to maintain

vigorous and continuous in-service I rninino- pro!rra ins instethl of abdi-
cating this responsibility.

These recommendations are only illustrative: obviously a host of
other recommendations could also be made.. In planning for the im-
plementation of these recommendations, the basic principles of opera-
tional accountability should be thought, through. However, in attempt-
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ing to fill a given need and planning its implementation relative to cost,
efficiency, quality and appropriateness, it would be well to abandon
the traditional posture which views the taxpayer as constituent and
the (economically and politically powerless) student as client and
which results in what the students call "the student as nigger" Philo-
sophy.3 The taxpayer is the investor and the student is the resource, the
co-investor, and the product. of investment in a task ard'of civilization
ca Iled culture-building.

Lastlyand this is very important in establishing accountability
we are investigating the standards of disclosure which must be set to
effect more parental involvement in the accountability process. Toward
this end we are following the work of Stephens Arons and his col-
leagues at the Harvard Center for Law and Education in establishing
the informational bases and access routes that parents need. The cri-
teria developed at the Center for Law and Education have fo»r ob-
jectives;

First, to provide parents ready access to information about the
school lives of their children; second, to provide parents and school
district. residents with detailed information about the operations of
their school districts and the individual schools within it; third, to
provide.statistics by which parents and residents can make meaningful
comparisons between their schools and those of other communities ; and
fourth, to provide machinery through which information about edu-
cation can flow out and involve the community in the processes of edu-
cation.'

According to many State statutes, this kind of information should
be freely available. However, in actual practice school officials fre-
quently fail to compile this information or, when they do, it is not
sought by parent. and community residents. By adding structure to
this situation the accountability accouplement can be brought about
One way of providing this structure, a way which looks increasingly
attractive, is the design of a Parents' Rights Handbook that would
articulate yarious accountability concepts, mechanisms for reporting
accountability, procedures for causing accountability and methods for
vahdat nig accountability statements.

PREVAILING STRATEMS TO INCREASE ACCOUNTABILITY

There are several current strategies for increasing accountability
that. are being employed in the nation which have, to be monitored so
that we can assess their effectiveness and their receptivity after a pe-
riod of operation. These are; performance contracting, independent
educational accomplishment auditing, and the use of behavioral objec-
tives in instruction.

We regard performance contracting as a rational alternative to the
traditional. often snb-optimal, expenditures of ESEA Title I and
other monies for the purchase of services (training and/or instruc-
tional personnel ), materials, and equipment (or combinations thereof)
on time basis of learning achievement guarantees. Among our concerns
with performance contracting are establishing the range of areas of

?John TlIrtnInchatn, ed., Oor Time IR NotrNnteg from flic Mph Reboot Undergroun4
(New York : Prncer Pnhlis)ier, The.. 1970).

4Steplien Aronst. "stnno:lrdo of D:Fielognre," Itnrvnrd Center for TAW and Ednetnlon,
mimeo, .1nminry 1971.
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applicability (e.g., special education), assessing the "fit" after a pro-
,gram has been turnkeyed, identifying programs showing the highest
benefits/cost ratio, determining the possibifity of formulating new
and possibly more permanent roles for outside contractors in school
districts (e.g., ombudsman, research and development, conducting ex-
perimental programs), and in developing more precise measures of
contractor performance.5

General educational auditing and the Independent. Educational
Accomplishment Audit. (IEAA) are other new management science
tools currently undergoing extensive application which must also be
monitored to ascertain their efficacy. Our major interest here is in
how accurately auditing works to identify eflicienciea and inefficiencies
in an educational system but we are also interested in ascertaining
the range of other benefits that can be attained from auditing. Toward
this end we are awaiting the evahmtion of the ESEA Titles VII and
VIII auditing programs and we are studying the various corporate
approaches to auditing, with a special interest, in the application to
areas considered more difficult. to measure. sudi as affective behavior.

Another technique to increase accountability is the utilization of
behavioral objectives in educational practice. The value of this ap-
proach is that it. threes teachers to think more in terms of disaete,
sequential steps and it. makes them more aware of individual diffe-
ences in pacing and of the need for more frequent feedback. The use
of planning charts, such as those developed by the New England
Educational Assessment Project,6 the formulation of terminal behavior
specifications, and the establishment. of performance criteria all show
promise of brinffing more precision to the instructional process and
more learning. Again, student. acceptance of and satisfaction with this
approach will have to be looked at. before large-scale programs are
undertaken.

The three. strategies dicussed aboveperfornmnee contracting,
educational auditing, and the behavioral approachseem to be gettioff
the greatest attention today. However, cimcern with accountability is
not restricted to these three areas. Sonic schools are adopting a Plan-
ning, Programming and Budgeting System; some schools are using
Computer Assisted Instruction, which makes the computer and its
programmers accountable; some are maintaining Computer Managed
Instruction programs; and sonic are considering the concept. of the
performance curriculum, an administratively imposed, non-contract
version of the performance contract which is tied to a merit pay sys-
tem. All of these activities and newly emerging activities will have to
be really studied before selecting the most atiractive ones for either
entulation or modified hnplementation.

At the State level, th ie ncrease in the amount of technical assistance,
the introduction of new criteria for state aid fornmlas. the develop-
ment, of Management, Information Systems (MIS). and the increase
in the sophistication of planning activities should also help to effect
increases in accountability.

r. Robert E. Stake and James L. Wt.:Oro!). Gain Renre Error* in Performance Contract-
ing. University of Illinois. Urbana-Champaign. mimeo (undated).

" New Enciand Educational ARSPSSIllpnt Project. "A Guide to Assessment and Evalua-
tion Procdures." (Providence. R.I. : State Agency for Elementary and Secondary Edu-
en tion. 19117).
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At, the Federal level, the 1T.S. Office of Education is developing an
operational concept, of educational engineering; it has conducted edu-
cational audit institutes around the country; it is pushing the notion
of the Management. Support. Group (MSG) , whose functions are to
assist schools with planning, problem identification, data collection.
progra1It design and development, proposal development, project
management, assistance, and so -forth. The Federal people are also
focusing great. attention On the feasibility WI the proposed educational
voneher system and the rair;fications of its implementation.

Loot:1Na Aim EAn

Articles and speeches during the past year have made repeated
reference to the credibility gap between the public and its ednca tional
system: the public dissatisfaction with sub-optimal results: student
unrest and rebellion ; the public, outrage over dropout rates and num-
bers of functional illiterates graduating from our schools; the estab-
lishment of storefront. schools by dissatisfied parents; the public in-
tolenince of "runaway" costs, as manifested in increasing bond issne
failures and premature sehool closings; and, especially in the minority-
group sector, increasing dew.ands for community control, in the hope
that greater accountability can be brought about: and increasing :we-
occupation with equalit y of msnit.s., as near as they are attainable, in
addition to equality of opportunity.

This is a multi-billku dollar problem in volvinp. millions of people
and it is a problem not amendable to quick and easy solution. .More-
over. halfhearted measures will probably not, be toleratedthe scope
and intensity of public suspicion and dissatisfaction are too great. In
all likelihood, then, the current push for greater accountability will
not, turn ont to be a passing fad and it. is likely that, we c:111 expect
continuing demands for accountability and we can expect. the Educa-
tional Establishment. to both respond to these demands and to make
improvements in the state of the art, of accountability. How quickly
and how sign i ficantly, of course, depends on all of us.

This response might. involve looking at, models in areas other than
Education that can be analogized from or that we can pattern educa-
tional practices afterthe "aecepta nee flight" in the :%.ir Force (the
plane is test-flown before it, is accepted), for example, might ha ve in-
teresting implications in education in the textbook, lmrdware and cur-
rieulmn areas. We. might, also look at, other systems (see the
chart, below) and draw analogies that will assist. us in the de-
sign of new programs. We might. also be the beneficiaries of spill-over
front developments involving legal rights of youth. The United States
Supreme Court, Opinion in In. Re 67aa1t, 3S7 I '.S. 1 (1967) held that
allegedly delinquent, children were to be given the procedural so le-
guards guaranteed by the due process clause of the 14th Amendment.

a leo,mards incbule, the right to adequate notice of cha 'res. the
right, to representation by an attorney, the right, to confrontation and
l'c5S-tXllfl iinatitm of witnesses. and the right to be advised of the

privilege of self-incrimination. While this decision confines itself to
the fact finding portion of the delinquency proceedings where gat
or innocence Ls determined, one of the most provocative implications is
that. the Court may very well begin to exercise a reviewing function in
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the area of treatment and rehabilitation. It has long been established
that a right to treatment exists for mental patients. See the Nascent
Right to Treatment, V.A.L. Rev. 1 134 ( 196T) .

CHART

POST OFFICE

1. Ca rriersTiley innxt ea rry (ii nd
through sleet. and snow and dark of
night. at that) letter to destination.

2. Station, sub-station, 4 classes of
offices.

3. Airmail, special delivery, first class,
pa reel post.

4. Third class, bulk limiting.
5. Continuity of service (6 days

week. 12 maths a year).

EDUCATIONAL ANALOG

Teachers can't reject students; must
get them to their destination.

Easy physien I access to all, including
isolated rural students.

Permits :01iie students to move slowly.

Permits some students to move rapidly.
a Allows temporal unlocking.

0. Multiple delivery systems (feet, car,
truck. train. plane. ship).

7. Special handling. fragile.

S. Numerous pickups.
0. Postage due.

10. Postal Inspector.

1 1. Wrong siddre.ss.

1. Insured.

Use all appropriate methods to get stu-
dents to their destinations.

Broadened coneept of special and/or
compensatory education.

Minimal lock step.
Higher per capita expenditures needed

to get children to their destinatimm.
Outside evaluation ; edueational om-

budsman.
Can't send student to wrong track or

inapprolwia te eurriculmn.
Edueationa I insurance ( when there 18

a gap between ability and perform-
ance, the claims adjustor appears).

The obvicnts »ext step would entail litigation which would question
the yin lity of rehabilitative programs for the adjudicated delinquent.
It wonld not. seem impertinent. to investigate whether incarcerated
invendes viving schooliv pursuant. to State CompulsoryEd»-
ration lets. One can readily. ima!rine cases grounded in the failure to
remediate in edncatiou in the context of a, funetionally illiterate high
schml rTaduate. It would seem logical that if the rip-ht. to treatment
(.0110(1)1-, is extended foe juveniles who air "in trouble." then suits
brought. on behalf of children who completed what is required of them
in the educational process and mnia in illiterate would be even more
compelling.

tlmis latter point, We ae following with great interest, the wok of
Shia rt A. Sandow and his colleagnes at Syracuse Univerity's Educa-
tion Policy Research Center on Emerging Education Policy Issues in
Law. It is dear that even nnequivowal administrative fiat, cannot often
bring about. accountability in a buevancracy and that. either the laW

or the threat. of litiration will have to be used to coerce aceountable
behavior. One shudders to think of the probable chicanery and sub-
terfuge in the response of maladaptive bureaucrats (one thinks im-
mediately of the possibility of an enormous increase in the enrollment
of kids ill special e(Iucation.) : however, it is one of several necessary
a venues that. must be pursued.

Sniart Samlow. Enscriftng Education Pnticy booms in LawPRAM Educational
Policy. Polley Research Center, Syracuse Unlversitb November 1970.
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Another important decision ; Griggs v. Duke Power Co., 9.1 8. Ct.
849 (1971), successfully challenged (under the Civil Rights Act of
9(-I-) tlie practice of using and other non-job-related examination

criteria, as conditions of employment. This certainly has implications
for education. One thinks immediately of the whole area of placement,
college entry, and admission to p.raduate schools, eligibility require-
ments for electives and honors courrns, and the practice of labeling in
student records.

We can also expect some spillover from other youth-serving agen-
cies. For example, there is a growing concern in mental health clinics
for the problems of discharged persons and in narcotics rehabilitation
centers for after care programs. Implications here are for the concept
of terminal education. The futurologists among us are predicting that
the emerging generation will live out its life without the educational
umbilical cord being cut and that it will require many new forms of
education if it is to contimutlly adapt to, modify, and control the
changing environment. The student in continuing education will, after
each matriculation, resemble an astronaut on a space walk, tethered to
a life-support system. But, for education truly to become a life-support
system, it will have to purge itself of all its present absurdities, begin
listening to the voices of the dolphinsHolt, Dennison, Goodman,
Kozol, Leonard. the Schoolboys of Barbiana, Illich, Kohl, Silverman,
Postman and Weingartneror suffer the fate of the dinosaur, and
create within itself an accountability commensurate with the impor-
tance of such a vital mission.

It is also possible that there will be sonie spillover from education
back into areas such as corrections and welfare, which are also badly
in need of showing themselves to be more accountable.

All of this would appear to indicate greater accmmtability rather
than less as we move into the future. The capable educational man-
agers, especially those with a more strongly developed "sense of out (Alt-
ness," will therefore endeavor to become more knowhAgeable about
the techniques of accountability and take the leadership in fostin.ing
accountability measures, thereby coming into possession of more ef-
fective management tools. Where the "sense of oughtness" is poorly
developed and/or the bureaucracy is particularly unresponsive and
rigid, the appeal to humanistic responsibility will have to be supple-
mented with coercive maneuvers.

Administrators should thus become knowledgeable about the tech-
Mques of accountability, take the leadership in fostering accountability
plans and programs (rather than merely allowing thenuselves, either
passively or reactively, to be coerced) and to seize upon the opportu-
nity to promote the development of new mtmagement tools to upgrade
their professional functions and those of their teachers, enhance the
achievement of their students, reverse public attitudes of disgust to-
ward education, and entice the community to return to the fold with
feelings of satisfaction, coopenttiveness, and perhaps even pride.
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THE SCHOOLS COUNCIL

By GEOFFREY CASTON

EDuCATIONAL VALUES

In nearly four years of work for the Schools Council I have devel-
oped strong personal aspirations for it; I want it to thrive because I
believe it embodies certain educational values which I think funda-
mental to the kind of vigorous and compassionate society of which I
want to be a member. I will summarize these values in two concepts
pluralism and professionalism.

First: pluralism. Philosophically, this means a system which ac-
knowledges that there are many good ends, that these ends conflict, and
no one of them is necessarily overriding. Translated into social and
pol itical institutions, it means that there areand indeed ought to be
many centres of influence, and that we should not worry when these
conflict.

Briefly, then, I use "pluralism" in this paper to mean "the dispersal
of power in education". Education is an area of social activity in which
the concentration of power can severely damage young.people. They
are, after all, compulsory inmates of schools, and thus, in a very real
sense, their prisoners. This is so eveu though the purpose of their im-
prisonment by society is not punitive, but beneficent. It nevertheless
involves the exercise of power over them; it is forceful intervention in
their personal development. They can be harmed by the misuse of this
power so as to mould them in the. image of the state. Or, to put it in a
less sinister way, by treating them as instruments of some national
manpower policy rather than as self-determining individuals. That is
the obvious danger, but in Britain it would be more probable that
concentration of educational power would lead not so much to its
damaging misuse but to a, disu8e which could be almost as bad. A
centralized educational system can be too timid to experiment, too
fearful of giving offence ever to allow its professional adventurers a,
free. hand. In such a system change, if it. is to happen at all, has to
happen everywhere all at once. The consequences of failure are then so
awful that no one ever dares to take the risk.

The second value is professionalism; and here too I must make clear
my definition. For educators, the essence of professionalism lies in the
exercise by individimls of choice and judgment in the interests, not of
ourselves or our employers, but of our clients : in this case our pupils.
These choices must be made in terms of a professional ethic which in-
cludes an obligation by the educator to provide service in an impartial
way to all pupils. regardless of any private preferences between them
that he may have. The obligation to the, troublemaker, the drug-taker,
is equal to the obligation to the academicor athletic star. Professional-
ism also includes an obligation to provide this service in the light of all

(119)

124



120

the relevant a»d up-to-date information which the practitioner can.
muster. Educators must always be learners, from our own colleagues,.
from other professions, not least .perhaps from our own pupils. With-
in this double ethicof impartiality and open-mindednessthe pro-
fessional can deny any outside authority the right to tell him how to do
his job.

ACTION AND REACTION

In this vonntry, as in niany others, educators have been losing profes-
sional self-confidence in the lave of rapid social changes that are re-
flected in the demands not only of governments, hilt of parents and
students. The laymen are asserting themselves; the clients become
more insistent. Faced with similar pressures sonic other professions
have retreated into gold and ivory towers, fortified by arcane jargon
and high salaries. Educators must not, cannot, respond in this way.
What we must do is to keep on the move, constantly demonstrating
that. we are prepared to deal with young people on tlie basis of their
needs as we, acting professionally and in co-operation with others.
perceive them. There will always be legitimate professional differences
in these perceptionsno one has a monopoly of edueational rightness,
and the science which underlies our craft, is not a precise one. Nor for-
that matter is medieine or, still less, law. But these differences be-
tween ns will remain kgitimate only as long as we continue individu-
ally to make judgments t hat are both eon fident and well-informed. That.
is to say, as long as we are secure enough in ourselves to have these
judgments challenged by our pupils and by society, to defend them
rationally, but to lv prepared to modi.fy them in the light of new
knowledge and new insights. And also as long as we are always seen to .
be putting in first place the obligation to our clients, the children. On
their behalf we can, if necessary, question social norms and govern-
mental expectations. But we eannot do so in our own interests.

It. is against the Imekgromul of these values that I see the presein
and future role of the Schools Council. It is not just a piece of ma-
chinery for spending research funds, or administering examinations.
It is mu witness to a rertain style of running an educational system.
And it is in dint context that it has attracted very wide attention from
educators overseas. Its essential quality lies in its potential to boost
professional self-conlidence in a plundktic setting.

The Council is concerned with all those problems which involve the
quality of education: what to teach and how. They are problems that
loom larger today than ever liefore. There is a world-wide pre(wcapa-
tion with "eurricidinn development""the organized improvement
of the curriculum". It is a platitude that the pace of Social change is
everywhere outrunning the capacity of the sehools to respond. This
change takes many different forms. and I can only hint at. a very few
examples in this paper Some are changes in the aspirations aml de-
mands of the young people themselves. Pathologieally these may be-
expressed in resort to drugs and violence. Constrnetively they involve
a demand by adolesrents for an early and effective assumption of
social obligations. an urgent clamour that their school hug be patently
relevent : .they are impatient with prolonged apprenticeshi». The
schoolslike universitiescannot wishfully pretend that their stn--
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dents are other than they are. They must. work with the clients they
ha ve.

Other kinds of change are those concerned with knowledge itself,
the nature of subjects and disciplines, the traditional "content of
education". In the natural sciences, for instance, the line between
physics and biology is becoming as blurred in the junior school as it
is the realm of Nobel prize-winning research. In the universities the
frontiers of academic disciplines are dissolving, and the schools must
face this. Nevertheless, the regrouping of subjects is hard to take. As
Musgrove wrote recently : "To ask a physics graduate to take general
science or an historian to take social studies is not only to expose linn.
as a narrow specialist, it is to threaten his sense of professional iden-
tity." ' The stress is one that all heads encounter when they. try to
change the departmental structure of their schoolsjust as the Schools
Council sees it ill its sixteen different Subject. Committees, each de-
fending its own identity. It. has an obvious effect on any development
of the whole curriculum, the total range of learning to which a pupil
is exposed, and how it is organized.

A third kind of change is in our knowledge of how children. learn. A
lot of research has since supported William James's assertion in 1892
that learning by discovery, experimwe, or activity is a principle -which
ought by logical right to dominate the entire conduct of the teacher
in the classroom." 2 But this does not dispose of the professional prob-
lem, which is just where to strike the balance between open-ended en-
quiry methods and the inculcation of those skills and knowledge which
teachers know that. children need to learn ? As Bantoek rightly sug-
gested in Black Paper No. 2,3 it is not a question of structnre or no
stnicture, but just how much structure, and this is a matter of delicate
professional judgnieut.

A fourth kind of change is in the skills that society demands of its
adults. As the Council Survey of Young School Leavers showed,
pupils want. to learn practical things, things that will help them to get a
good job and then to do it. But the skills that are in the highest demand
today--and more so in 1990tend to he those that are hardest to teaeli.
The number of jobs involving personal serviceswaiters, barbers,
tnivel agents, teachers, Schools Council Joint Secretariesis increas-
ing. Even vocationally, skills in human relations will soon be more
relevant than skills in the manipulation of tools. And it. is much more.
difficult to devise a curriculum for them. And even more difficult tc
examine it.

STYLE or lirseoxsu

The Schools Council is a part of the administrative system whh
helps the educational profession respond to these changesamong
other parts are local education authorities and head teachers. But tilt
nature of learning is such that only a certain style of administration

Ir. help. It has to be supportive, and cannot be hierarchical. Admin-
istration can be defined as the arrangement of an environment in which
individuals pursue plimoses. In the case of education the purpoQe is

F. Musgrove. The Contribution of Sociology in J. F. Kerr: Chnnytny the Carden/ant
truly. London Press. 1.00d011 1OUS I.

Tatkx to Terteher, on P,yeloologn (Henry Holt Nv York. 19211.
n G. 11. Itnntoch. Discovery Methods. Bina Paper Two (191191.
' Schook Council Enattiey 1--Yonna Rchnot Letterer( (11.M.S.O. Loudon 1905).
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learning; the active agent is the pupil. What counts is what happens
between learner and teacher. That is where the action is. It is essential
that we try to understand the nature of that actionor interaction
if the particular admhiistrative role of the Schools Council is to be
intelligible.

As a help to that understanding, I want to quote at some length
from a speedi made by my predecessor Derek Morrell not long before
he died:

"To understand wimt is really going on In school, we have to cOrne tO grips
with extremely complex, constantly cimnging and inunensely particular systems
of personal interaction. Involving complex relationships between the experience,
language and values which the pupils bring into the school from their homes and
neighbourhoods, and those which are Imported by the teacher. If there is positivc
reciprocity of feeling and aspiration between teachers and taught, satisfying to
both. there is a describable curricular reality ... If not, if there is a total absence
of imam! emotional satisfaction, the curriculum remains simply an idea in the
minds of the teachers. It. lacks reality, even though the teachers talk and the
children go through the motions of scholastic activity ... In the currieninm we
are concerned with human beings whose feelings and aspirations are far more
real and Immediately Important to them than the cognitive development which
is the educator's stock-in-trade. Value attaches to cognitive development only
because it enables people to organize their feelings in interaction with those of
others, to frame realistic aspirations, and to acquire know-how in giving effect
to them. It is not an end in itself : it is both a tool and a product of successful
living, a menIts of maximizing the emotional satisfactions of being alive, an aid
to coming to terms with the facts of pain, suffering and death."'

That statement is, I believe, of fundamental relevance to the process
of curriculum development. It means that curriculum development can
only be something that essentially happens in a school, and that it is
the mutual responsibility of teachers and pupils. The system must be
organized to support, and reinforce that responsibility, and not to
diminish it. The Schools Council does a small, but vita), part of that
jobthe part which it is sensible and economical to do nationally. on
behalf of all pupils, all teachers, all schools and all local authorities.

Research talent is scarce, and should not be dissipated in mini-
projects all over the country, though there is a place for these. Per-
haps even more important, we cannot afford to squander the ereative
approaches of the most inventive teachers by leaving them to work
unheralded in one locality. Teams nmst be brought together to develop
their ideas and to embody them in descriptions of new methods and
in new curriculum materials. These can be tried out by groups of
teachers m a. variety of different situations, and the resultsevidence
from the experience of different teachers and different pupilsfed
back to the developers for evaluation in the classic model first picked
up in this country by the the Nuffield Foundation, building on the
pioneering work of the Association for Science Education. Then in
the light of all this experiment the results must be published so that
professionals can choose to use or not to use them, as they wish.

Org-amzed m one way or another, national development work of this
kmd has been.going on in countries all over the world, reflecting the
Intel:est of society2 as well as that of the profession, in improving the
quality of education: But the views of societyexpressed through
various agencies outside the schoolsand those of the profession have
naturally not always and everywhere coincided. In the United States,
for example, the curriculum development movement started as a move

4 D. 11. Morrell, Paper rend to Educational As5ociatos (London 1960).
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bv university scientists to transform scienre tenehing methods. In the
early days there was a rerta in disdain for the schocl teachem. nart In
the process. an attempt to produce enrrieulum materials whieh were
rashly claimed to be teacher-proof. This is now see 11 to have been a
fatal fhtw. Whatever instructions are written down in the nmnual.
however carefully structured the pupils' work eards.may be. what !s
learned is inevitably the product of teacher-learner interaction.. It is
therefore heavily conditioned by the emotional prodnet of that inter-
action. As Jerome Brmwr said recently: "The effort to make the cur-
rieulum teneher-proof was like trying to inalw love people-m.0(4." "

In Sweden. On the other handand I am greatly over-si mph fying
national changes in curriculum have been, for the most part, based on
research in which teachers are fully involved. But there they are be-
ginning to find that even so, because the resultingnational changes
were prescribed to teachers, apparent compliance with them has very
often masked a stul)liorn and midemtandable insistence on the Dart of
individual teachers to go on in the sanw old way. And the pupils take
their cues from the teachers, not from the material.

But the British approach has been differnt. There has been in the
last five years a deliberate resort to demorracy. in attemot to secnre
the commitment of teachers by involving them decisively at evey
stage in the innovation programme. This includes the making of de-
risvOlis at notional level on police and on the spending or ii onvv.
at local level in the niana.roment of teaelter-l' centre- end local develop-
ment groups. Above all there has been a determination that national
work in the development of new curriculum should be converned only
to en lr rfze the freedom of choice of the tearher to determine. in !Ile Hien-
of the best availal& professional knowhidge. what is hest for hiq
pupils in his school. Somehow we were going to dispel the notion that
teachers were being forced to dance to a tune composed and played
by people who knew nothing about their problems. This is not jirt
politically convenient, in terms of pressure from teachers' assoeiat ions.
It is an edurational neregsit v. lmeause a teacher who feels pro feNion-
a II e roe reed i':111(14 unlikely to be nble to contribute to 9 111ThIlletiv, re-
lationship with his pupils. They cannot learn self-confidence from
teachers who have none.

This can be romantiriwd. of eourse: everything in the garden is
wver lovely. Teaching is full of stress, mid there are elements in it that

support the description of it as "tlie paranoid pro fession"suqpirions,
conservative, anxIolls to disclaim responsibility and to find scape-
goats for its fa dures. But the "we-ther- exciwe for lyre lmwihility
u..hich is found throughout our society, in labour-management rela-
tions. in teneher-loca I education nuthority relitt ion,: and. inirlia us eon-
set-wenn y. in student-teacher relations must be dispelled. A healthy
future f?r an educational system must lie in constantly asserting and
reinfgrcing the teacher's own responsibility for what he teaches, and
with it the pupd.'s responsibility for what he learns, rather than his
spbordmate relationship to authority or to all employer. All our educa-
tional intitutions.imist be concerned to do this and must be iitii in
ways which foster it. The Schools Council is an inst itut ion deliberately

.T. Ttruner. Tho Iteleronce of Skill or the Skill of Relernner. Poper prosonted to Educe.Ihns In Use Seventies; Conference (Eneyelopaedin BrItnnnlen Limited. London 1970).
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constituted for this purpose, and I believe that its success in the future
will be judged primarily by its success in this, and only secondarily by
the ingenuity of tlie new physics syllabuses that it may be able to devise.

SCHOOLS COUNCIL ANALYSED

So let me now try, using this criterion, to analyse the nature of the
institution how it seems to me to have worked during the lipt few years
and what might contribute to its success or failure during the next
few.

Its first characteristic is the nature of the partnership between cen-
tral and local government w ilia it represents. From April 1st, 1970,
the Council has received half its income in the form of a direct grant
from central government through the Department of Education and
Science, and the other half from the local education authorities, con-
tributing each according to the number of pupils in its.maintained
schools.-In the Council's early years, these respective contributions, al-
though about equal in amount, had been tied to particular purposes,
that from local authorities to research and development grants, that
from the Department of Education and Seienee to payment of
overheads, such as stair, accommodation. The Council is now free to
dispose of all its income exactly as it wishes. Its independence from
central governmentwhit+ in policy matters was always realhas
thus become manifest. This affects its public relations more than
its decisions. but by the criterion I am using (getting away from "we-
they") public relations are extremely important.

But the.un esual nature of this finictional arrangement is not so much
the contribution made by central government. 'rho mom significant
elementand the one which startles overseas observersis the com-
mitment represented by the investment of local government resources.
The local authorities have a. statutory responsibility "to provide edu-
cation." They decided, four years ago, to back this by investing tlwir
own funds in a natural institution concerned with research and de-
velopment work designed to improve the quality of that education.
What they were saying was that the creation of conditions in which
the curriculum can ht inimwed is their responsibility locallyt but that
they recognized that there is a part of this responsibility which could
sensibly be carried out. nationally. For this purpose they formed a
consortium, to be ealled the Schools Council. lt would produce curri-
eel um initerials, research, working papers, bulletins and other publica-
tions which it would be for their teachers in Derbyshire, Cumberland
or Exeter to adopt, adapt or discard as they wish. Butand this is
even npre unpoetantthe loeal education authorities were at. the
sam.e time committing themselves to making a. much larger contri-
bution to it local development effort without which the nstimml in-
vestment %conk] be abortive. As local administratom they would pro-
v!de tune, money and other resources for teachers to meet. together to
discuss, to vork, if necessary to re-educate themselves, so as to develop
their own mideas about the curriculu and. incklentally, to make use
of the imtterial which the Schools Council could produce. Hence the
Teachers Centre movement, one of the most encountging and exciting
phenomena in British education in the last few years. They flourish
in some. RIVIIS and languish in others, but they are an essential feature
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of the Schools Council's work. Nothing.which is written is real until
it is read. If you are trying to commumcate something you must pay
as much attention to the disposition of the receiver as to the quality of
the transmitter. So from the. beginning the Council has tried to stimu-
late local development groups which will provide teachers with a
reason for usiog its stuff, and which will set themselves tasks for
which they may hind its materials useful. The Council's role here has
been to stimulate and encourage. We do not ourselves finance local
work, and it cannot and should not be our function to equalize, to put
Loamshire's financial contribution to work in Barsetshire because Bar-
setsbire has decided not to make proper provision for its own teachers.

So here is the first, characteristic and the first streng..,rth of the
Council as an institution: local authority commitment to it. My hope,
and there are sions of it in the strength of support we get from
minty chief educittion officers, is dna this will grow. My fear is that
in cGmlitions of continued financial stringency it is the facilities for
local development work and inservice edu,:ation which will be the
first to be starved. There are signs of this happening too: for ex-
ample the reluctance in sonie areas to provide substitutes for teach-
ers who want to lake part in local development work in school time.
But, in principle the LE.A.s are fully involved in the Council and
for this we are much envied by administratois in other eountries who
have not suceeeded in finding a Way of committing local re-
sources to central research and -duvelopment work and thereby har-
nessing to it, the local enthusiasm without which it cannot be effective.

The second outstanding characteristic of the Council is that. public
agencies have been prepared to hand over control of these resources
to a body which is in theory and in practice controlled by the teach-
ing profession itself. Here I am certain that we underestimate what.
we have achieved. I know that, there are sonie teachers who are so
determined to be victimized that palming will convince them that
the teachers control of our decision-making is anything but a sham
and a facade. Perlmps at the beginning of the Council's life this was
understandably felt rather strongly. But I think now that all of
those who sit on the Council's committees and cannot always get. their
own wayand that is every one of usknow that it is not bureaucrats
but other teachers who frustrate them. The Schools Council thus pro-
vides an opportunity for teachers to see that whatever their different
perspectives as individuals or as groups they are all operating within
one system which demands compromises if the interests of
indiviaual pupils are to be safeguarded. Perhaps "compromise" is
rather a weak word. It is not just thatto use non-Council names
Michael Duane must trade in a. bit of his mish philosophy and Tom
Howarth a bit of his mash philosophy in order to produee a mish-
mash to which each can quarter-heartedly subscribe. 'What is needed
is a recognition that, in a society in which all pupils and parents
are increasingly aware of all the opportunities open to all the others,
the undiluted pursuit of values which may be appropriate to one
group of pupilssay the academically gifted in some special field
may actually damage the. educational interest of others.

There are .a number of examples of this "one world" problem; one
most in people's minds at the moment is that of the sixth form. The
contemporary sixth form curriculum is very often seen as a set of rules
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The first two characteristics then are centnil/local government part-
nership and teacher control. The third significant characteristic is that
the Council has no authority Over teachers. It. mayand I hppe it
doessometimes carry a certain amount. of weight of professional con-
sensus, and a great deal of the kind of authority which conies from
organized knowledge. But not authority in the Oxford Dictionary def-
inition, "the right to enforce obedience-. It cannot instruct anyone to
do anything. To my mindthough not always to thoso who conunand
a majority in our ranksthis is a great source of strength. It means
that the use of any of the materials or methods which the Council may
commend requires a positive act of agreement by the teachers con-
cerned. It is an educational axiom that if individuals do things because
they have chosen to do them they do so with infinitely more effect than
if they are passively acquiescing in authority. It is true for teachers
as for their pupils. "The right to enforce obedience" has no place in an
educational process, either between teachers and organizations, or be-
tween teachers and pupils. Once coercion creeps in, education begins
to go out.

But to enlarge the range of choice open to teachers is to make their
job very much more difficult. Just as for a doctor more research or
drugs make possible more accurate diagnosis and more effective ther-
apy but also require a constant refreshment of professional compe-
tence. The drug Companies. however, sell pretty hard, and there are
doctors who see in their brochures the easier way. So with teachers
there are many who want instant prescriptions and who insist in spite
of all the Council's dischtimers on regarding its words as law. This is
something that I am sure we must rebut on every possible occasion. The
most effective way of doing so is to issue conflicting recommendations
on the same theme, and I am delighted to say that we have several
times justifiably been convicted of this. By the same token I hope to
see not one Schools Council project in, say, mathematics, but several,
offering different schemes but offering each with objective descrip-
tions of what they aim at and what they might achieve. Our job is to
offer evidence.

The fourth significant characteristic of the Council is that it. operates
only in the area of the curriculum, and the organization of schools in
so lar as this affects the curricuhun. This gives the Council wide scope,
but nevertheless sets limits. It sees the curriculum as comprising all
those learning experiences which the school intentionally provides,
whether this be the fifth-form mathematics syllabus or its prefect
system if that is intended to provide opportunities for learning leader-
ship. The Council is concerned with helping teachers take. curricular
decisions in whatever school situation they find themselves, in special
schools, in pre-school play groups, in comprehensive schools, in gram-
mar schools, in direct grant schools, in independent schools, in prepara-
tory schools, in middle schools or in sixth form college.... It is not con-
cerned with arguing which of these forms of organization is best, but
how, given the form of organization in which he finds himself, the
teacher can best do his job. We live in an educational world which is
tom by arguments about finance and organization, and to be free of
these is a considerable advantage.

These are the four most important characteristics of the Council
as an institution : (1) central/local government partnership, (2) pro-
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fessional teacher control, (3) avoidance of authority, (4) restriction
of activity to the what and how of schoolingthe curriculum. I will
now make a few personal predictions about the directions in which
the Council will go in the next few years.

THE FUTURE

Firstly, I hope it will extend traditional Nuffield-type development
work into the more difficult areas of the curriculum. In a way it is no
accident that science and mathematics have come first in the United
States and here. They are subjects in which teachers are much more
ready, perhaps mistakenly, to accept the authority of the expert.
What we must look forward to is the far more difficult experimental
work in, for example, secondary school history or sixth form social
sciences. In a world in which all polkical debate requires an under-
standing of sociological aml economic evidence this is an essential ele-
ment in the education of the seventeen-year-old; the seventeen-year-
olds seem to agree, to judge from the popularity even of the rather
dusty syllabuses in sociology and economics which are all we oCer them
at present. But at the same time the earlier work in other subjects
must be re-examined. There must be no new orthodoxy. Tough though
it is, the work must constantly be done over and over again, even in
science. Perhaps especially in science.

Secondly, I expect the Council to act upon the increasing aware-
ness that teacher skills and attitudes count for a great deal more in
curriculum renewal than do changes in content and materials. It is
not the Council's job to provide in-service educationthough it is
high time it became a little more clear just whose job it isbut it
is our job to ensure that those who do provide it are fully acquainted
with up-to-date information about new approaches and mnterials.
So I foresee perhaps a chain of centres of in-service education and
curriculum research, linked in some way with our projects, perhaps
partially financed by the Councilon the model of the Modern
Languages Teaching Centre at York University, the Centre for
Science Education at Chelsea, or the Centre for Education in the
Humanities and Social Sciences about to be set up at the University
of East Anglia under the direction of Lawrence Stenhonse. Their
job will be to train the trainers. The people who do it will be those
who are themselves in the front line of new thought and research
about teaching methods and content.

Thirdly, I hopeI am not sure that I expectthe Council to be
the front runner in research and development work in new tech-
niques of assessment, designed to achieve a situation in which assess-
ment becomes the servant and not the master of the educational
process. In this we will work closely with all the examining boards
and with the National Foundation for Educational Research. A little
is being done already. Much more is needed and it is probably in
this respect that the Council has so far most disappointed its found-
ers. its members and its staff.

Fourthly, and here I am quite confident in my prediction, I see
increased emphasis on the stimulation and organization of local
curriculum development work, and an expansion of the Council's
team of field officers (mostly head teachers on secondment) and
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communications services. Not only, or even mainly, cow
from the centre to the circumference, but communications between
one group, one school, and another. We are already getting geared
up for thisthough no one yet has found the best means, given the
utter inadequacy for this purpose of the written word.

CoxcLusiox

This paper has tried to show the Schools Council as an institution
designed to promote the kind of freedom, both responsible and well-
informed, which I believe to be essential if the professional clients
of educatorsthe childrenare to grow up in the kind of society
which I suspect, most of us would like to see.

There are three groups of people within the educational profession
whom I would characterizeor caricatureas "the enemy" of this
freedom. They are all well-meaning and there is a bit of each of
them in everyone.

The first group aro the lethargic ones. They do not want their job
made any more difficult than it is already. They do not want to choose,
and so they do not need to equip themselves to choose by reading, or
by p.oing on courses. They do not mind change if change is the fashion.
They will try to do what they are told, though fundamentally their
attitudes will be the ones they inherited from their own sohoolmo. As
an .American science curriculum developer said to me the otheir day
"Teachers teach the way they were taught, not the way they were
tauo.ht to teach."

The second group of the enemy are the complacent ones. They know
they are doing a good job. They have been domg it for the last twenty
years and they are damned if they lire going to change it for anybody
else. They know there is a lot of talk about change and they have read
a few books. But it does not, seem to have affected the boys in their
school, and those that it has they have rejected. As for research. well
they are all ready to repeat the bit about lies, damned lies and statistics.

'1 he third group has a fancier name. The dirigistes or the techno-
crats. They have worked out just what the needs of the nations are in
trained manpower for 1988, and they know that in Sweden research
has proved that you can teach an infant Boolean algebra by the time.
he is three years old. They think that some teachersnot manyarc
competent technicians and ought to be paid more than others. But the
most important thing for them is to set a few really clever people to
work compiling programmes and work cards that cannot he fouled up
by the teachers who operate them. Even if they do not go to that ex-
treme the one thing they cannot stand is chaos. So let things be ar-
ranged so that somebody can sit at the centre and make quite sure that
everybody in education does what is best.

In my own career, the temptation has obviously been to fall into the
third group of the enemy. But it is a temptation that must he resisted.
Education is power over individuals and no ono is worthy of enouolt
trust to be given that kind of overall responsibility. So we emst dis-
perse power, disperse responsibility, and find ways of providing for
all of us, whatever our role in the educational system, alternative means
of responding to change. From these we can choose the one that will
suit our own personal style and the interests of the pupils or students
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who are in our care, or the teachers for whom as administrators we
provide a supporting environment.

The Schools Council is a most powerful force for decentralization
and phi nil ism iii British education today. It gives power to individuals
by organizing for them access to research and knowledge which can
be made available only centrally. It stinudates. but does not impose the
innovation wldch is the necessary response to change. All this is done
under professional control with loNd sources of finance and with no
authority other than that which it derives from its own representative
character and the evidence it offers. For that kind of enterprise to be
backed with over £1,800,000 of public money is quite a national achieve-
ment. Its importance is not just educational. It is political, and it
is in that context that the work of the Schools Council should be
scrutinized.

1%25



HUMAN RESEARCH AND HUMAN AFFAIRS '
By SHELDON H. WHITE

We live at. a time and hi a, society where a substantial amount of
resources have been committed to research On the development of
human behavior. All this seems natural to us, been we it has been so
within our niemory and because society's support of sncli research rests
on exactly the reasoning by which we have committed ourselves to
it . . . the belief that careful scientific analysis of human behavior
will sooner or later have value for hiunanity. ProbaPy. most of us do
not share the visions of total scientific utopias suggested by sonie in
the past * * * Galton's eugenic prospectus of Inman evolution.di-
rected by scientific mithropometry, Watson's argument for a society
organized towards "behavioristic freedom", Skinner's story of Walden
Two. But most, of us have shared a more modest faith in the ultimate
benefit of linman research. It conies as a little of a surprise to find
that. that faith is today called up for justification. We realize. with a
little effort, that social support for a scientific study of human de-
velopment has only existed since the turn of this century . . . since
G. Stanley Hall persuaded the National Education Association to sup-
port a Child Study Movement in the late 1890's * * * and that it
rests on a promissory note. Taken as a whole, psychological research
with humans should sooner or later make contact with everyday
litunan activities and everyday human concerns. It should be helpful
to people in some way. Our ability to deliver on that promissory note
has recently Come in for some discussion by government, by students,
and by some of us.

Suppose we concede some of the criticisms that have been directed
at the study of human behavior to datecriticisms that not all of it
means business, that some of it is ritualistic stamp-collecting, that
some of it. is unsophisticated, and that much of it is not relevant to
human affatrs and was not designed with such relevance in mind. I
think we would be wise to concede those criticisms, wise in
political sense, and wise in a very personal sense. I think the erk icisms
have some truth to them. Nevertheless, we must. now understand that
psychological research is playing an increasing role in the direction
of human affairsformally, through the political machinery, and in-
fcrmally, through its everyday role in human activities. We may not
lilce this. We may not, feel ready for it and we may not want the
scientific and human responsibility that it, places upon us. But it is
happeping and it is impossible for psychologists as a collective group
to avoid the task of controlling it and making it rational.

The stories of science tell us that basic research conies into rele-
vance somewhat unpredictably but when it does it. does so concretely

1 Paper presented at symposium. The Developmental Sciences: State and Fate of Re-
search Funding, American Association for the Advancement of Science convention,
Chicago. December, 1970.

(131)
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and definitively. First there is the basic inquiry and then, scine pos-
sibility ha ving been glimpsed and pursued, there is the engineering
that leads us to the new product, the drug, the dye, the transistor, the
inclusithl process, something better, something cheaper in any
ease. a clean, substantive contribution. But all this may be misleading,
because this may not be the way human research does come into human
affairs. There are special circumstances.

Consider, as an extreme, popular psychology. Every month. dozens
of middhbrow magazines and hundreds of newspaper and TV items
communicate a snnply astonishing quantity of purported psycho-
logical findings to the American public. The swarm of communica-
tions is very ephemeral, very mixed, and very irresponsible, and in
it reasonable statements by responsible men are jumbled all together
with unreasonable statements by wild men. "ESP proved" * * *
"The average American has the *intelligence of a 13-year-old" * *
"Children can improve their reading by crawling on the floor" * * *
"Twins speak more poorly than single children" * * * "Television
breeds violence in children" * * * "Scientist proves intelligence is
hereditary" * * * "Anxiety seen as cause of cancer" * * * and on
aud on and on. The flood of information comes and it goes. Everyonce
in a while one of us puts some serious work or seine serious writing
into the popular stream, but by and large we tend to ignore it. It is
slightly painful and it is, on the whole, incorrigible.

Consider right next to the popular psychology, semi-popular psy-
chology or semi-educated psychology. All around the margins of pro-
fessional psychology, there are those who have had only a brief
exposure to psychology, one or two selected courses, who have been
exposed to legitimate psychological literature but not a great deal of
it and who do not have the kind of seasoning or breadth of exposure
it may take to evaluate its weight. I refer here to the teachers and
social workers and nurses and business school students who now
regularly get some kind of psychology during their training and,
beyond them, to the hundreds of thousands of undergraduates who
will now take one or two courses in psychology as part of their diversi-
fied coursework. The vast majority of them will let it all slide by and
wg1 perhaps not use their exposure in any detectable way, but some
will use it and the effect can be quite startling. Anyone who lives in a
facul0: of education, as I do, is quite heavily exposed to it. American
education is quite chronically in need of reformeverybody
knows thatand no one is more fertile in proposals for reform
than graduate students in education. The great majority of proposals
for.reform in American education that one encounters are built upon
a kind of obsessional use of some restricted segment of psychological
research or theorizingsalvation through the principle of reinforce-
ment, salvation through discovery, salvation through group encomiters
salvation through creativity, salvation through Piaget, salvation
through the self-concept, etc.. etc. This is the semi-popular psychology
at vork, not only in education, but in mental health and all sectors of
soelal reform. One may disdain it or deplore it, but it would be a
serious mistake to underestimate its force.

I am not here suggesting that we ought to somehow try to clean
up the excesses of the popular or the semi-popular psychology, nor
am I suggesting that these are the central, arenas in which human
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research should be directed into human affairs. I am simply trying
to make a point about the way psychological research does come into
applicationnot via the scientific discovery, signed, sealed, and de-
liveredbut through very open channels, constantly, vsnally i?re-
maturely, the legitimate mixed in with the illegitimate in an often
uncontrollable way. Alone among all the scientific disciplmes, psy-
chology talks to consumers who are practicing psychologists. Any
random freshman in Psychology 1 is a gifted psychologist who has
spent years in the naturalistic observation of human behavior and
who is committed to years in which he will attempt to predict and
control human behavior. The adroit teacher of Psychology 1 might
contrive to avoid teaching him any psychology that he can misuse in
his naive practice but Psychology 1 is only a minor forum for the
dissemination of human research.

People use the results of human research because it is in some sense
inescapably necessary to do so. No other discipline faces this special
topsy-turvy situation, that knowledge may be generalized and applied
before it is knowledge. All this conies to a heacl when the government
takes responsibility for the betterment of human behavior and human
development. Then the informal diffusion of psychological research
into society becomes a semi-formal process. We have the policy maker,
the politician or administrator making. decisions that inescapably re-
quire him to speculate about the variables that control human behavior.
It is inevitable nowadays that major policy decisions about human
health. education, or welfare will involve an explicit or implicit con-
sideration of the weight of psychological evidence bearing on that
decision. Further, in the attempt or attempts to implement that
decision, there will somewhere down the line be the use of some of
the existing techniques of psychological observation or measurement
to establish more clearly the nature or the locus of the problem. to
monitor the course of the action program, to implement it. The
strengths and weaknesses of these processes do not. depend upon the
strengths or weaknesses of some intermediate discipline of "applied
psychology" . . . I am not sure, here or elsewhere in this diecussion,
what "applied psychology" is. Everywhere that one examines this
process in detail, its strengths or weaknesses depend upon what one
understands or does not understand about the basic substrate, the
nature of human development, learning, intelligence, socialization,
psychopathology, etc. and, as well, on our technical resources . . .
our ability to test, to measure, to observe, and to conclude.

The classic case history here, of course, is the history of recent gov-
ernmental poverty programsfor developmental psychologists, those
large segments of those programs that were directed at early educa-
tion or early stimulationHead Start, Follow-Through, Tale I of
the Elementary and Secondary Education Act and now, corning along
quite rapidly, the emergent national system of day care centers. Psy-
chologists, acting as conveyors or interpreters o? research on child
development, have played a continuous part in the establishment of
most of these programs. How decisive has their influence been? It is
extremely difficult to estimate this. Moynihan in his recent book 2rface-
imum, Feasible Misunderstanding assigns to the politicized academi-
cian a very heavy responsibility for the development of the govern-
ment poverty programs. Not only did he suggest way and means, he
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was unprecedented in deciding that there was a problem . that
is, in crystallizing the issne of poverty as a political issue. Certainly, it
has been true since the inception a these programs that the state-
ment of the, social issues and the justification of policy have appealed
heavily to the data of developmental psychology. The programs have
grown upon our knowledge. and techniques; they have tested them and
they have made issnes of them. This is not a benign process. I do not
know how many psychologists understand this but I believe it to be
true, that in recent 3rears the credibility and the meaningfulness of psy-
chological research have been placed at stake in Washington, im-
plicitly or explicitly, wisely or unwisely, necessarily or unnecessarily,
by some who have spoken on behalf of that research on the major
social piestions of oar time.

Head Start was jnstilied through scientilie arguments that human
intelligence could be modified if one began early enough in the child's
life. It happened that at the time of the inception of Head Start,
Hunt had just. completed his important, monograph in which he re-
viewed the historical definition of intelligence and intelligence test-
ing, disoussed the early intervention studies, reviewed the. psychologi-
cal studies of early stimulation and Pia.get's work, and argued that all
these showed that one might, indeed treat, the development of human
intelligence as more plastic than had theretofore, been assumed. Hunt's
monograph was a scholarly effort appealing in a sophisticated way to
a broad spectrum of psychological research and, in the perspective of
1961, it was an important. corrective to a tendency prevalent until that
time to regard hinnan intelligence as a fixed quantity that. would not
show changes during childhood except through errors in measurement.
There was another important monograph of that time, Bloom's Sta-
bility and Change in. Human Performance, which surveyed the cross-
age correlations of IQ scores and which conelmled that human intelli-
(rence must be least predictable, most modifiable, and most teachablet-
in the preschool years.

In the political discussions of 1964, the Hunt and Bloom mono-
graphs, summary representatives of a great, quantity of developmental
research, were taken as a scientific substrate for a policy argument,
the argument that society should invest heavily in the education of the
preschool child as a way of breaking the cycle of poverty. Political
discas.sion is not, a moderated or a shaded discussion. It is largely
conducted by lawyers and it. rests upon advocaey. Psychologists might
have. had a, hundred delicate or not-so-delicate reservations about the
conclnsivene&s of the evidence which, on balance. they regarded as
positive for the policy. They might have expressed their reservations.
but shadings or hedgings were not carried forward in the surge of
politleal diseussi on and action.

In 1964, the speculative argument. of Hunt and the, inconclusive pre-
school findings of Martin Deutsch took Washington by storm in one
direction and then, a few years later, the speculative argument of
ensen and the inconclusive summary evaluation of llead Start by
Westinghouse took it. by storm in quite the opposite direction..Any
psychologist, familiar with the classic mover of the heredity-environ-
ment controversy could have anticipated the ensen argument . . .

he might have mentally sketched it, while reading Hunt. But ensen
hi 1968 was startling and surprising to some of the policy people. They
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had not been led to expect. it. nor the negative findings of the West-
inghouse evaluation of !lead Start appearing at about the same time.
Subsequent counterattacks showing tile weaknesses of ensen's argu-
ments an(1 the short-comings of the Westinghouse evaluation did not
assuage the problem, but only deepened it.. The policy makers liad real-
ized, by a somewhat painful and cataclysmic process, the most funda-
mental truth about. our understanding of how to stimulate early hnman
development : that it is inconclusive.

During the development of Head Start, there were, roughly, three
foci of interaction between human research and Imman affairs. There
has been the broad level I have just been discussing. the policy level,
where general questions of the possibility and feasibility of govern-
ment action have been weighed using evidence and advice taken from
social science and social scientists. There has been a second level, the
implementation level, where a more random and heterogeneous min-
gling of research and practice has taken place. When the government
decided that there should be massive preschool intervention there
were few people who knew how to run preschools, and there were
few clear ideas about what the. curriculum of an educational pre-
school might contain. A period of intensive local improvisation began
which has not yet settled down today; much of that improvisation
seems to have capitalized upon the surface topics of the developmental
literature . . . and so one found heterogeneous preschools avowedly
ming the principles of reinforcement to achieve behavioral objectives,
thaching towards verbal mediation, Piagetian conservation, more re-
flectiveness, field-independence, classification skills, taking the role of
the other, perceptual differentiating, etc, etc. Many preschools have
been oriented towards the personal and emotional development of
children, but here one finds the adoption of goal statements from other
streams of human research : one finds various dilutions of the psy-
chologies of Freud, Rogers, and Erikson one finds notions like ex-
trinsic vs. intrinsic motivation, the competence motive, self-actualiza-
tion, ego strength. creativity, the exploratory drive, etc. Generally
speaking, preschool programs have sought to rationalize their prac-
tice using the concepts and the data of research on human develop-
ment. So far no one has had much success in curriculum development.
using these conceptual adoptions, and there is a perennial market for
the latest idea, the latest concept, the latest, data from developmental
psychology.

There has been, finally, a third interface between human research
and these educational programsthe level of evaluation. To an un-
precedented degree, the social legislation of the recent past has called
for objective evaluations, some attempt to measure the behavior of the
children administered through the new programs and to estimate the
program's effectiveness. Evaluations have been conducted and reported
for all the major educational programsHead Start, Follow-Through,
Title I, Sesame Street, etc.and these evaluations have generally fol-
lowed a fairly standard pattern. Children given the program have been
compared with children not given the program using some battery of
psychometric instruments. The major thrust of the instruments has
been towards the estimation of the intellectual development of the
children via intelligence tests, tests of linguistic development, school
achievement tests. There has been an accelerating argument about the
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limitations of our capacity for psychological evaluation, about the
compromises that inevitably must be made in the design of such studies
and. quite generally, about the grossness of our ability to detect changes
in intellectual development and our almost total inability to detect
human change in the social, personality, and emotional spheres. These
arguments have grown deeper and more pointed as, in most cases, the
early returns from the evaluations of government social programs
have failed to find strong evidence for their success.

We find, then, that in the compensatory education programs of the
recent past, the interaction of human research and human affairs has
been intensive but ultimately unsatisfying. At all three levels of inter-
action the level of policy, of implementation, and evalautionthere
has been a cycle from slightly elevated promises to slightly overreac-
tive disappointment. I am well acquainted with this cycle in the case
of educational policy. From a slightly greater distance, I have the
impression that it has occurred with regard to other social eues-
tionsthe need to establish whether malnutrition hinders mental de-
velopment, the effects of TV violence on children. the desegregation
issue. etc. The cycle of promise and disappointment need not be over-
emphasized. The interaction of policymaker and developmental psy-
chologist reached a new and intense level in the last, decade and,
undoubtedly, both still have something to learn about what to expect
from the other.

The point of all the foregoing is to assert that there is today an
important. transmission of human research into human affairs. What
was earlier asserted to be true of the popular and semi-popular psy-
chology is now asserted to be true of the more formal interplay
between expert and policymaker. Basic research transmits into the
policy sectornot teclmology, not methods, not simply these
thingsbut educated guesses about how to proceed. The prudent
research scientist may feel shocked when findings are rushed into
praehcal recommendations before he is sure Ihe understands what the
findings mean, or before he is even sure they are replicable. The policy-
maker may feel betrayed when he gradually discovers how elusive
and c.hanging his scientific support is from year to year. Probably, in
time, we will arrive at a system of interchange which will be more
accurately and realistically organized around the true transmission
of research into practice.

Given the history of the last decade, there has been mounting con-
cern about the meaning and relevance of research in developmental
psychology. Does basic research help? In the view T have been trying
to sketch out above, this is not the right question. But still, to
confront it directly, yes, basic research has helped, does help, and
will help in policy determination because that is all there is. Policy
decisions involve guesses, bets on courses of action ; responsible adinin-
istrators Will seek to make their guesses as educated as possible. They
are n-znig what we now know aboet how the human mind and personal-
ity develop, and they will use it because they must use it.

Assuming this use, one can ask if things are now arranged that
basic reseirch can be most helpful. My belief is that they are not, for
several reasons:

1. First, about the organization of basic research itself. There is no
question that we must fmd out more about the development of the
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child's thought, perception, motivation, emotion, etc. in order to better
our present interventive effort. The traditional agenda of basic
research on human development is fundamental for any substantial
improvement of education, training, rehabilitation, therapy, or social
welfare directed at children. But I doubt whether our institutionalized
conceptions of how to make scientific progress, those conceptions
deeply built into the way universities train students, faculty are hired
and promoted, journals accept articles, and the government awards
research support. I tend to doubt whether those conceptions can
and should stand.

To put a complex matter very quickly and very bluntly, I
tend to think that much of what we now do serves to per-
petuate old, dilapidated rituals associated with an old conception of
scientific development which now seems exhausted. We have stereo-
typed our view of what a. fact, a study, a finding, a theory, ought to
look like. We have divided our knowledge of human development
according to topic namesperception, learning, motivation, sex dif-
ferences, etc., etc.and then we have further subdivisions according
to the volume of existing research so that wo now have experts on
peculiar little fragmentary topics like "human verbal learning"
usually meaning "human verbal memory drum learning"or
i'crosscultural studies of children's social development". This kind
of expertise is not practical expertise, but it is not very meaningful in
a basic sense either.

One cannot quarrel with specialization or the need for it, but it is a
peculiar feature of our specializations that our sense of scientific prob-
lems and issues has become specialized as well, specialized and tiny.
Some say the solution to this problem is through interdisciplinary
institutes: get all the experts on sub-sub-issues together and we
will resynthesize the problem of human nature. I would argue that
the solution would lie in fostering the proper breadth of approach
call it an interdisciplinary approach if you likewithin the mind of
the specialized researcher. Consider Jean Piaget. The problems he has
worked on are. in and of themselves, not, broadchildren's ability
to give formally adequate answers to certain kinds of questions and
certain kinds of problems. He has looked at these problems quite
broadly, and people play the game of trying to decide whether he is
fundamentally' a biologist, a psychologist, or a. philosopher. Some take
his lack of solid professional identification as a clear sign that he is
(a) really and truly a genius, (b) really and truly somewhat sloppy
and muddled. My own inclination would be to believe that he is one
of the few men of our time to approach his problem in developmental
psychology with the proper perspective. All problems in. human de-
velopment involve biological, psychological, and philosophical issues.

There is now a need for more basic research in basic research, more
grappling with issues and less reporting of studies. Tno longer believe
that we will have some satisfactory, cogent, nontrivial understanding
of human learning through any imaginable extrapolation of what we
now consider to be "sound" research in human learning. We can begin
to sketch out interesting notions about human learning if we are
swilling to work with a broad range of information coming from avariety of sourcesand if we are willing to estimate and syn-
thesize. It would be helpful if the various institutions that maintain
basic research could facilitate this.
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Second, about the direction of basic research into policy. Given
the history of the.last.decades, it is more and more doubtful whether
basic researchin its good and proper sensewill directly
recommend policy decisions. Generally, basic research is ultimately
concerned with the basic texture of fundamental cause and effect and
process, and the historical trend of basic research in human develop-
ment has been towards an ever-increasing concern with microprocesses.
processes examined in ever-finer detail, and towards an integration of
behavioral and biological analyses. Policy is almost always concerned
with the large movement of human development, optimal growth in
the first year, the best kind of nursery school, the best kind of mental
health facility for the maladjusted child.

The intelligent management of such policy decisions will require
some R. & D. capabilities that are appropriately broad in scope. To
comprehend and make sense of a social issue, we may need system sm.-
veys of the size of the Coleman Report, Project Talent, or the U.S.
Civil Service Commission Report. To develop and compare alternative
approaches to social problems, we may need projects of the size of
Follow-Through, the Head Start Planned Vocations experiment, or
the National Laboratory for Early Childhood Education. To assess
the effectiveness of ongoing programs we may need large and complex
evaluate studies.

All these call for sonie active organization of research towards the
peeds and goals of policy, and it calls for new kinds of research-direct-
ing organizations such as the National Institute of Child Develop-
ment and the National Institute of Education, both proposed in bills
now before the Congress. Through such institutes, or through some-
thing else like them, we should arrive at a more adequately managred
communication between research and human affairs. The pohcymaker
needs to become sensitive to the complexities and uncertamties of our
information about human development, and the researcher needs some
sensitivity to the complexities and uncertainties of policy.

And now, third. about the development of developmental research.
We mayimagine a somewhat more adequate program of basic research ;
-w e nift iy magine certain new R. & D. facilities that can serve as break-
ers between human research and human affairs. Whether or not we do,
it is unimaginable that we can proceed forward in any kind of reason-
able manner with our present number of individuals committed to re-
search in Human Development and with our present level of support
for such research. At. the present time, this country contains about two
dozen people'committed in any kind of serious and sustained way to
studies of the development of human learning, perhaps a dozen devoted
to the study of the development of human perceptions, another dozen
to the development of language, another two or three dozen to the
study of the development of reasoning. One hears it said that develop-
mental psychology has been grrnving explosively, yes, but the growth
was from a base that was near zero in the middle 1050's.

There is no quick way to rapidly enlarge the number of competent,
sophisticated, seasoned mdividuals. If, as I believe, governmental plan-
ning on issues of human clevolopment is inescapably married to our
basic knowledge, its strengths and its weaknesses, then it would seem
necessary that government planning provide for strong, sustained sup-
port for the development of individuals who can build that base of
knowledge.
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