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INTRODUCTION

In volume one 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 le)liShcd a series of essays on the record and
problems of Federal educational research. In this volume that series
continues.

IHeve, however, the essays are more than n catalog of subjects for
rescarch 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 field in which there can be significant disagreement.

Two essays reprinted here make this point acutely vivid. Walter
IXarp, a philosophical young New York editor, maintains with fero-
cious directness that since the founding of the American Republic
cducation has strayed from the ideal of “cdueation for free men,” a
theme echoed by Ivan Illich in his paper “The Breakdown of Schools:
A Problem ora Symptom 27

Whether one shares the views of these writcrs or not, one must
recognize in their writing a_conviction which represents a strong
challenge to define satisfactorily what arcour goals.

Kenneth E. Boulding, in an address to the American IEducational
Research Association veprinted here, inquires whether the “schooling
industry” is a pathological scctor of our cconomy. Pointing to the rise
in the costs of education, the problematical nature of its benefits and
the consequent difliculty in knowing what processes ave cost effective
by what standards, Boulding outlines issnes which will be the grist
for much hard thought for years to come.

David Reisman, a Harvard sociologist, is equally wide-tanging in
his paper adapted from his recent Festschrift to Evich 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,

Al these papers have considered American education philosoph-
ically, looking to aims and considering whether the forms and tech-
niques of eduncation are in fact snited to thoge aims.

In his contribution Prof. Fovest Harrison of Claremont Graduate
School comipares American education at the clementary level with
that of five other countries and assesses the ability of caclh educational
system to proyide equel learning opportunities vegardless of home
backgroun(ll or learning ability.

IHarrison’s interenltural assessment of educational opportunity
leads us naturally to consider another manifestation of intercultural
education, our own multiplicity of cultures in the schools. The gnlf of
opportunity between white and black Americans has narrowed in the
past decade, but for all of this it is nonctheless an urgeut subject for
our study, particularly to the extent that ervors of omission or commis-
sion in our schools may contribute to that gulf. Paul and Happie
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Byers contrilnite the results of their most intevesting study of the dif-
ferences in communication styles between white and black children
and draw some conclusions in the form of suggestions for working as-
sumptions in onr schools. Steven and Joan Baratz, examine the
muderlying assumptions of intervention programs that tacitly label
Newvo hehavior as pathological and suggest that failure to recognize
aud utilize existing cultural forms of the lower class black community
doows such programs to failure,

Following are papers by Susan W. Gray and Michael Lewis who
report their views and research results in very carly childhood pro-
grams, Norman D. Kurland gives a graphic report on innovative
plainning that failed and innovative planning that scems on its way
tosuceess in the New York State educational systern.

tobert Weber brings a State ofticial’s viewpoint to his overview of
proposals for advancing accountability in education, and Geoffrey
Caston, the Joint Secretary of the English Schools Conncil, writes
abont the aims and methods of the organization in which he works.

Becanse the relationship of scientific research to governmental policy
is often a most diflicult problem, volume II closes with a thoughtful
essay on just that subject, Sheldon White's “ITuman Rescarch and
Human Affairs.” I feel that his paper lends depth to our thinking
about the purpose and process not just of eclucation but of the scientific
knowledge base upon whichit must rest.

Jotry Brabenas,
Chairman, Select Subconumitice on E'ducation.
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PURPOSE AND PROCESS: READINGS IN
EDUCATIONAL RESEARCH AND DEVELOPMENT

FREE SCHOOLS AND FREE MEN
By WALTER KARP

Miseducating children in onr schools is not a diflienlt task but it
raises large and diflicult questions abont American edneation,

In the black ghetto elementary schools of a certain large eastern
city now 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 are not expected to learn, and it
turns the children into the teacher's enemy, for unrnliness is presented
as a direct threat to the teacher’s job. Conditions of fear and an-
thorized failure are ereated and under these conditions ghetto school-
ing proceeds, while edncational spokesmen inform us that black chil-
dren fail to “achieve™ in school hecanse of the “socioeconomic™ handi-
caps of their ghetto backgronnds.

Miseducation issearcely confined to hlack 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-
snlted by oflicinldom when they later apply for colleges or jobs. Snch
warnings abont 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 bureaucraey leading from the highest authorities to one's
third grado teacher, which inexorably rewards and punishes on the
basis of imperishable dossicrs.

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

That educators might. deliberately and systematically miseducate
children—and the two examples merely suggest the range and subtlety
of prevailing misedncation—is diffienlt for many people to nceept.
Yet consider the ramifications of just these two examples. The first
shows ghetto school managers instilling nmtual fear between chil-
dren and teachers, while relieving their staffs of responsibility for
their resulting failure to teach. Is this pernicious practice exposed by
cducational leaders, by state commissions of education, by teachers
unions, professional associations, by the U.S. Commissioner of Educa-
tion? I'ar from it.

(1)

& 6




9

To explain the failnre of ghetto children to “achieve,” which fre-
quently means failnre to achiceve literacy, onr edneators have recently
been propagnting a new theory of edncational sociology, to wit: that
a black clhild finds it diffienlt to learn how to read (althongh he fonnd
it easy enongh to learn how to speak, a far more intricate task) be-
canse of factors in his “socioeconomic” backgronnd. Instead of
blaming the schools for their failures, they lay the blame for the
schools™ failires on the children they fail. The ghetio school managers
are held to be equally blameless by more “radieal” edneators who
declare that there is no chance whatever for black children in school
mitil “social justice™ is established—in eifect defending the status quo
while calling for the millennium.

This is not all by any means. The recent sociological explanation for
the academic failures of poor and black childven was formulated. in-
terestingly enough, soon after a former explanation had fallen into
disrepnte. This was the explanation provided by the IQ tests, which
beginning in the 1920’s purportedly measured the genetic endowment
of edneability in every child and proved mtil 1957 that perhaps halt
the school population (inclnding the poorer and darker-skinned part)
were biologically incapable of ever learning much in school. In 1957,
however, Russia sent up its Sputnik; government oflicials hotly de-
manded that our schools prodince more scientists, engineers, and mathe-
maticians, The increment had to draw on that. portion of the school
popnlation hitherto deemed biologically ineapable of learning even a
vapid academic program in high school (as late as 1955 official cdnea-
tional circles were debating whether as mnch as 20 per cent of the
high school population was“gifted” enough to learn even one physical
science) . Since the nation’s needs came first, the edneators had to shelve
the IQ resnlts as quictly as possible. Overnight hundreds of thousands
of formerly “stupid” boys and girls became “colleze material.” Tn-
fortnnately this made the educators’ judament abont who can and who
cannot be educated look exceedingly arbitravy indeed; for the IQ. after
Spntnik, was no longer convincing. 'To veplace it the new sociological
rules of ecducability were coined to acconnt, for the considerable nnmber

: of poor and black children who were still not being educated.

L Nor is this all. When the educators. after some initial confusion,
worked out this edncational sociology. the federal government stepped
in with its enormous authority, influence, and financial resources to
nnderwrite it. This is what the contemporary ITead Start and Follow
Throngh programs ave : billion dollar financing of the new official line
that certain children, becanse of their lowly social backgronnds. are
not 2ood enongh for the schools.

Such mre the immediate ramifications of the first example. They
can he summed up snceintly: Tt. is deemed by the highest anthorities—
which are political, not edncational—that only a certain proportion
of the less aflluent is going to bo educated. (Why we shall sce see
later.) Leading edneators then blame misedncation on the children
foredoomed to ignorance and semi-literacy, beeanse obvionsly the
schools cannot be held responsible for it. Finally, the highest anthor-
ity nccepts. propagates, and even finances the new edneational doctrine.
Down at the battlefront where the children are, ghetto school man-
agers, making the “facts” fit the “explanation.” 1 their schonls so
that those children who are not supposed to be taught have a difficult
time trying to learn. :
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The ramifications of the second or middle-class example are more
subtle and ideological; the non-poor and non-black mnst be haundled,
for obvious political reasons, more tactfuily. The lesson “the perma-
nent records” propound is that society is a unified and tightly orga-
nized enterprise, that its leaders can cooperate with each other by
inter-office memo, as it were, and that in such a system want of the
cooperative spirit will be unfailingly detected and dealt with. This de-
erading lesson, scarcely, nnique, is simply a dramatic compression of
the educational “philosophy” that has oflicially provailed in most
of onr public schools for half a century and more.

The decisive clement of modern educational doctrine lay in its
radical reformulation of the ]pm'posc of education in Ameriea, The
new purpose, as its pioneer theorists laid it down after the turn of
the century, was that edncation must be adapted, as John Dewey put
it, to “the requirements and opportunitics of an indnstrial 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 theschools wonld be looked upon, perforce, as future work-
ors and members of industrial society, a view cchoed in a 1969 Presi-
dential budget message wherein the purpose of public education was
officinlly deemed to be that of helping students increase their “earning
power.”

Given the requirements of industrial society, the specific goal of edu-
cation, again in Dewey’s words, was “the forming of a socialized dis-
position” in the children, a disposition toward the kind of coopera-
tive “social living"” that the new industrial order required of its mem-
bers—especially the lowlier ones. Since most children wonld be em-
ployees in the new order, another edncational pioneer, Jane Addams
of ITull Mouse, suggested in her 1902 work, Democracy and Social
Ithiecs. that children be made to study the industrial development of
the conntry and taught abont the modern division of labor. Made
aware of their future role as cogs in a giant cooperative enterprise,
these futnre workers, she pointed out, would not only feel coopera-
tively disposed, they wonld find their work “much more exhilarating.”
Given a 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 eduncational philosophy (in 1909; was the town
of Gary, Indiana, n company town create({ 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 curricnlum a subject hitherto unknown in 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 enlled “social studies.” Its pur-
pose was to enable children to glimpse something of the complexity
and interdependence of industrial civilization, Students wonld make
“peports,”’ for cxmm])le, on “how milk is brought to the city,” a topic
which, like many other social studies “projects,” was designed to im-
})ress juvenile minds with the awe-inspiring division of cooperative

ahor required just to supply him with hisdaily drink.

Social studies were also intended to impress children with the sense
that things were constantly improving and snch topics a “the evoln-
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 Tive"—a piece of mendacity which
did not prevent Dewey from singling out Gary for praise in liis bool,
Schools of Tomorrow. Actmlly it was a double picce of mendacity, for
the reason the new edneators deplored the old-fashioned stndy of his-
tory was that the past. being past, did not present children with the
“real life sitnations™ they allegedly required in order to learn at all.

To demmr that. American children were futnre citizens as well as
futnre workers, that America was a republic as well as an indnstrial-
ized civilization, that Kaiser Wilhelm's Germany too. after all, was
an indnstrial civilization, the new edneational philosophers had a
ready answer. “Demorracy.” Dewey declared. “is more than a form of
government;: it is primarily a mode of associated lving.* What dis-
tinguished democracy from other forms of associated Tiving, Dewey
armied, was that. it was more intensely cooperntive than others. Thus
by an easy transition, the ssme requirements of cooperativeness that.
in](lnstrial civilization set for the schools, “democracy” also set for the
schools.

This conception of “democratic edneation® was so suitable to those
actually wielding power in the Republic that from 1917 onward. the
lending supporter and propagator of the new edueational doctrines
was none other than the federal government. which also in 1917 began
to snpport. vocational training, the first federal intervention in local
schools. Since local communities whieh eleeted their own school hoards
were at that. time still less than enthusiastic abont adapting their chil-
dren to “indnstrial civilization,” state legislatures with federal sup-
port all over the conntry began a titanic effort, starting in the 1920'.
to “consolidate” several score thonsands of local school systems into
larger, less locally controlled mnits. At the same time they passed laws
which put real control over edneation in the hands of stafe educational
associations, teachers’ colleges. and state edueation commissions which
conld be relied on to institute the new edreational doctrines.

So, clearly. tenchers in the large castern city who friehten children
with the bogeyman of the permanent records have not pioncered in
misedueation. They have fully aceepted the task of disposing children
for their places in a highly cooperative industrial civilization. They
have merely added a final dramatic tounch: indnstrial 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 snffer not the slightest defiance. the merest Jisobedience.” has
not summed np any personal experience of politics. He is simply re-
peating what his teachers have tanght him.

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

-
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will not be able to nnderstand the natuve of contemporary misedunea-
tion; indeed we would have no standard for jndging that it is, in
truth, miseducation.

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,
the gonl of republican education. he said, was “to enable every man
to judge for himself what secures or endangers his freedom.” 7'hat is
the principle of republican edueation. Let us explore several ramifica-
tions of this principle, for to grasp its meaning is to understand why
in 1970 our schools are what they are,

First, those to be edncated would appear in republican schools as
future citizens and nothing else, least of all as futwre jobholders. It
cannot be otherwise, for the one 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 them—ask 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 life.

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
in his own government. and thus has the capacity to act for himself
in public concerns. It isthat capacity to share inself-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 thev knew that even in the Republic men of ambition would try
to usurp the citizen’s shave 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 every 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 piinciple that republican education must
be available frecly 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-
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nients 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 futnre 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 “evolntion of transporta-
tion™ or the “industrial development” of the country. By history he
meant political history, history which wonld teach future citizens to
“know ambition in all its shapes.” Such an nnderstanding, as republi-
cans like Jefferson never doubted, wasnot narrow and sectarian, but the
basis of « true liberal education. As Montaigne long ago observed, “the
liberal arts are the arts that liberate.” The “educatec” 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 oite. Snch a man cannot even understand the
world’s literatnre, 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 usnrpation—a truth that
may snggest to those who perhaps think of politics as the narrow pnr-
snit of “politicians” how deep and humane is an edncation which
teaches young people “to know ambition in all its shapes.”

Other features of republican edueation, too, follow logically from
its principle. Schools which are to look unon their charges as future
citizens must treat them equally. for citizens are equals, Towever 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 edncation 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 edn-
cation for inculcating the spirit of patriotism; a citizen, in Lincoln’s
words. loves his conntry because it is free, not simply because it is his.
There is no place in repnblican education for indoctrination in servil-
ity, or for moral bullying in general. Citizens who must be prepared to
enter the public arena to defend the republican character of their
conntry are not to be tanght 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 perpetnate 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 endangers their freedom. For this reason
Anmericans wanted their schools to be, in the words of the Mechanics
Trade Union, “ander 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 beto place
one’s trust in those least to be trusted with the education of future cit-
izens. The free public schools of the Republic wonld be community
institntions, not arms of the government; pnblic schools but not, as in
other countries, government schools.
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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
down dnring the 19th century. Our schools were the common schools
of the citizenry, not charity schools for a partienlar social class. They
were under the immediate suffrage of Joeal communities (except in
cities'nnd Southern states). They tanght children to read. They tanght
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 npon their charges as futnre citizenssince there did not vet exist
any rationale for doing otherwise. In short, if the common schools
were not fully republican they were not antirepublican either. That
is no small thing considering ‘what. would 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 educational. ‘I'he. 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 o movement to protect and restore republican institutions and it
was strong: enongh in 1912 to almost—Dbut not quite—capture control
of the Republican party. What that insurgency made clear was that
even without republican education, a great many Americans still
judged for themselves what secured -or endangered their freedom.

Tha edncational challenge was the nationwide demand for public
secondary edneation (still 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 must be denied a liberating education once they got to the
secondary schools. As J. E. Russell of Columbia Teachor’s Colleze
asked in 1905 : “How can we justify ouv practice in schooling the masses
in precisely the same manner as we do those who ate going to be their
leaders?”* In reply, Charles . Eliot, president of Harvard said in
1908: “Fere we come upon & new function of the teachers in our ele-
mentary schools, and in my judgment they have 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 ssociation in 1909 that “YWe 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 manunal
tasks.” What the foregoers of privilege should get had already been
outlined in 1903 by the influential Douglas Comumission on education ;
the inculeation in future schools of what the Commission rightly called
im' “new ”iden,”' in education, namely “the diffusion of industrial intel
igence.

In short, the nation’s educators were told that they must somehow
prevent ‘“the masses” from learning enough to compete with their
natural “leaders” for public office and povwer, To accomplish this three
things were required. First the educators wonld have to devise some
acceptable means to sort children out by their social backgronnds
(accomplished after 1920 by the IQ tests). Secondly, they wonld have
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to develop a new kind of educational cuvriculum which would prevent :
the great majority from lenrning what a future citizen must know. "'
Thivdly, they wonld have to malke this new system presentable as the .
fulfillnient. of “democratic ideals,” i
The challenge was met by the previously cited Ppioneers of the new ;
educational philosophy—“progressi\'c” 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 the
Republic itself that set the goals for public schooling. It was they, too, ;
who provided the theovetical justification for treating childven accord-
ing (o their socia] backgrounds. They did this with thejr novel notion
of a “child-centered’ oc ucation, one in which, it was said, “the intey-
ests, needs, capacities and social heredity* of the childven would deter-
mine the content of theiy ecucation, while the educators of course
would determine what the children “necded,” namely a “socializecl
disposition” and the habits of cooperation.
By 1929, state and feder] governments succeeded in “reformine®
8 nation’s schools along the lines of the new philosophy ; they ave the
ind of schools we have today. What kind of schools they are now be-
comes clear; they are schools which are not merely hon-republican,
they ave deliberate and systematic inversions of republican cducation,
~ Republican schools wore intended to comg)ensate the many for the 1
political advantages enjoyed by the few. Our 11))ublic schools resort
to endless subterfuges to track the poor and the black into ignorance,
semiliteracy and “vocational trainmg.” Republican schools were to
educate future citizens, Our public schools treat childrven as futuve
jobholders and tel} them, indeed, that the vepy burpose of education
15 to “get a bettey job.” Republican education was to be based on the
study of history, Qur public schools provide social studies, the exact
opposite of history, or clse they provide jingo histovy texts in which ;
dangerous political ambitions are seen only as threats from outside, ;
Republican education teaches future citizens that vepublican insti- Y
tutions are always in danger. Our high school civies conrses teach :
students that the very opposite is true, that a system of “checks and ;
balances” automatically preserves democracy and without any help
from them. Republican education encourages students to be judicioys.
1y independent; ouy public schools try to train children for un-
thinking docility. So deliberately do owr'schools work to prevent any-
one from learning about the p ublican character of theiy country,
that the writings of .J. efterson, Madison, and Lincoln, the three great-
¢st republican thinkers in oy history, appear in virtually no pub-
lic school curvienlum from one end of the Republic to the other—
all this while our educators cant of “relevance: and “envichment.”
“There’s richness” ag Dickens’ M, Squeers observed while passing out
, watered milk to hisg students.
: One last thing needs to be said. Some will deem that this is tog
one-sided an indictiment of ouy schools, that. the single standard of ye.
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3 publican edueation is too narrow a basis for judging contemporary
A education. Some may think that vepublican ec{ucution is not needed
s today as urgently as it might have been in earlier times. These ave
, understandable contentions, but the answers to them are provided by
3 our schools themselves, It is they which demonstiates the importance,
: the comprehensiveness, and the undying relevance of republican edu-
A cation, for they have been formeg f{;oontmvening it at every turn,
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THE BREAKDOWN OF SCHOOLS: A PROBLEM OR A
SYMPTOM?

By IVAN ILLICH

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

Schools have lost their un-questioned claim toeducational legitimacy.
Most of their critics still demand a painful and radical veform of
the school, but a quickly expanding minority will not stand for any-
thing short of the prohibition of compulsory attendance and the dis-
qualification 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 socicty,
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 péople continue to treat
learning as a commodity—a commodity which could be more efticiently
produced and consumed by greater mmnmbers of people if new insti-
tntional arrangements were established? Or shall we sct up only those
institutional arrangements which protect the autonomy of the learn-
er—his private initiative to decide what he will lemrn 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 eflicient society—and a new society in which
education ceases to be the task of some special agency. :

All over the world schools are organized entexprises designed to
reproduce the established order, whether this order is called revolu-
tionary, conservative or evolutionary. Everywhere the loss of peda-
gogical 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 strnctural contradictions inherent in
the politics and economics of any society which rveproduces itself
through the industrial process.

The problem-solving approach to de-schooling counld serve as a
means to tighten the alliance between the military, the industrial
sector, and the “therapentic™ 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 technology.

On the other hand, the crisis of school conld be understood as a
breakdewn of the most important, respected, non-controversial sector
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of society, the branch which employes 60 of the 140 million full-time
institntionally active Americans as either pupils or teachers,

In the U.S, and Canada hnge investments in schooling only serve
to make institutional contradictions more evident. Experts warn us:
Charles Silberman’s report to the Carnegie Commission, published as
Crisis in the Classroom, has become a bestseller. It appeals to a large
public because of its well documented indictment of the system—in

‘the light of which his attempts to save the school by manicuring its

most obvious fanlts palls to insignificance. The Wright Commission
in Ontario had to report to its governuent sponsors that nost-second-
ary education is inevitably and without remedy taxing the poor dis-
proportionately for an eduneation which will always be enjoyed mainly
by the rich. Experience confirms these warnings : Students and teach-
ers drop out; free schools conie and go. Political control of schools
replaces bond issues on the platforins of school board eandidates and—
as recently happened in Berkeley—advocates of grassroots control are
elected to the board. On March 8, Chief Justice Warren I, Burger
delivered the unanimous opinion of the court in the case of Griggset al
vs. Duke Power Co. Interpreting the intent of Congress in the equal
opf)ortunities section of the 1964 Civil Rights Act, the Burger Court
ruled that any schiool 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 requirements are a “reason-
able measure of job performance” rests with the employer. In this
decision, the cowrt ruled only on the use of tests and diplomas as means
of racial discrimination, but the logic of the Chicf Justices argunent
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 taxpayers.

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 marlket. 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 cou-
flict between rlietoric and reality.

Upon seizing power, the military junta in Pern immediately decided
to suspend further expenditures on free public school. They reasoned
that since-a third of the public budget could not provide one full year
of decent schooling for all, the available tax receipts conld better be
spent on a type of edvcational resources which make them more nearly
accessible to all citizens. The edncational reform commission ap-
pointed by the junta could not fully carry out this decision because of
pressures from the schiool teachers of the APRA, the Communists, and
the Cardinal Archibishop 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
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For ten years Castro’s Cuba has devoted great energies to rapid-
arowth popular edueation, relving on available manpower. without the
usual respect for professional credentials. The initial spectacular sue-
cesses of this campaign, especially in diminishing illiteracy, have heen
cited as evidence éor the claim that the slow growth rate of other Latin
American school systems is due to corrnption, militarism and a capi-
talist market economy. 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 fnlly snbscribe to fidelismo, the school trains every vear a cvop of
knowledge consumers ready to move on to new levels of consumption,
Also, Dr. Castro faces evidence that the school system will never turn
out enough certified technical manpower. Those licensed-graduates who
do get the new jobs destroy. by their conservatism, the results obtained
by non-certified cadres who muddled into their positions through on-
the-job training. Teachers just. cannot be blamed for the failures of a
revolntionary government which insists on the institntional capitaliza-
tion of manpower through a hidden enrriculnm gnaranteed to prodnce
a universal bourgeoisie.

This crisis is epochal. We are witnessing the end of the age of school-
ing. School has lost the power, which reigned supreme dnring the first
half of this centnry, to blind its participants to the divergence between
the egalitarian myth which its rhetoric serves and the rationalization
of a stratified society which its certificates produce. The cnrrent. col-
lapse of schools is a sign of disaffection with the industrial mode of
production. The dropout manifests consumer resistance, which rises
faster in the service industry than in the market for mannfactured
eoods. The loss of legitimacy of the schooling process as a means of
determining competence, as a. measnre of social value. and as an agent
of equality threatens all political systems which rely on schools as
the mneans 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 throngh 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 nnworkable.

Since the crisis in schooling is symptomatic of a deeper cvisis of
modern industrial society, it is important that the critics of schooling
avoid snperficial solutions. Inadeqnate analysis of the nature of school-
ing only nostpones the facine of deener issues. Worse still, snperficial
reforms can edse 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 technological. The
criticism of the edneator is leveled at what is taught and how it is
tanght. The curricnlum is ontdated, so we have conrses 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
curricnlum. School bnildings are ngly, so we have new learning envi-
ronments. There is concern for the development of human sensitivity,
so group therapy methods arg imported into the classroomn. ’
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Another important set of critics is involved with the politics of ur-
ban school administration. They feel that the poor could run their
schools better than & 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 teclmology. They would either electrify the
classroom or replace schools with computerized learning centers, If
they follow McLuhan, 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 schioolboards.

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 schooling.

1 believe that all these critics miss the point, because they fail to
attend to what I have elsewhere called the ritual aspects of schooling—
what I here ﬁ)ropose to cull the hidden cwrriculum, the structure under-
lfing 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 tle term hidden
curriculum to refer to the structure of schiooling as opposed to what
happens in sclool, in the same way that linguists distinguish between
the structure of a language and the use which the speaker makes of it.

Tire HiopeN CURRICULUM

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. 1t
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 occur
in the same place so long as they are somehow understood as attend-
ance. The hidden curriculum of school requires—whether by law or by
fact—that a citizen accumulate 2 minimum quantwn of school years
in order to obtain his civil rights. '

"Lhe hidden curriculum ot school has been legislated in all the united
nations from Afghanistan to Zambin. It is common to the United
States and the Soviet Union, to rich nations and poor, to electoral
and dictatorial regimes, Whatever ideologies and techniques are ex-
plicity transmitted in their school systems, all these nations assune
that political and economic developinent 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 cwriculum transforms the explicit curriculum into a com-
modity and makes its acquisition the securest form of weaith. Knowl-
edge certificates—unlike property rights, corporate stock oy family
inheritance—are free from challenge. They withstand sudden changes
of fortune. They convert into guaranteed privilege. That high accumu-
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 simlﬁy and rashly eliminated: in
the present situation it performs certain important negative functions.
The hidden curriculum, unconscionsly accepted by the liberal peda-
gogues, frustrates his conscious liberal aims, becanse it is inherently
mconsistent with them. But, on the other hand, it also prevents the
takeover of edncation by the programmed instruction of behavioral
technologists. While the hidden enrrienlnm makes social role depend
on the process of acquiring knowledge, thns legitimizing stratification,
it also ties the learning process to full-time attendance, thns illegiti-
mizing the eduncational entrepenenr. If the school continues to lose its
edncational and political legitimacy, while knowledge is still conceived
as a commodity, we will certainly face the emergence of a theraputic
Big Brother.

'1'he 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 abstruct values. Schools have fostered tais 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 cfficiently and more intimately; many of them would like
nothing better thaa to eliminate school administrators ont of touch
with the latest technology.

Personal knowledge 1s unpredictable and snrprising with respect
to both occurrence and outcome, whereas oflicial knowledge must be
anticipated and directed to measurable goals. Personal knowledge is
always incomplete, beeanse there ave always further questions to he
asked. Official knowledge is always unfinished, because there are al-
ways newer packages to consume. The progress of personal 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 becanse
it. obeys its own restlessness. Official knowledge rests uneasy hecause
its current value depends on institutional acceptance. Official knowl-
cdge only can solve puzzles within the present framework—only per-
sonal knowledge can lead to investigation which aims at change.

Schools are !i)y 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 centurics a stable and
effective educational system in the service of a class whose privilege
depended on the acquisition of official knowledge. About 2200 BC

the 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 thonsand years later, in 11135, 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 peers—and not for
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competition agninst some abstract standard—was promoted throngh
the three degrees of “budding geniuses,” “promoted scholars” and
those who were “Ready for Oftice.” The sclection ratio of the exams to
threo successive levels were so small, that the tests themselves would
not have had to be very valid in order to be useful. Promotion to o
scholarly rank did not provide entitlement to any of the coveted jobs:
it provided a ticket for a public lottery at which offices were distributed
by lot among the mandarins. No schools, nmch 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 introdneed
by the revolution m 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
Jencles, 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 ina society where this function
coincided with the legitimate aspirations of those members of the lower
middle classes for whom schoo]ls provided access to the classical pro-
fessions, Now that the diseriminatory 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 uneritical 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 withont
the protection of schools in a society alveady 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 Exraxsion or rie CoNceErr or Anmexariox

Since the Nineteenth Century, we have become accustomed to the
claim that man ina eapitalist economy is alienated from his labor: that
he cannot enjoy it, and that le 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 in 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 futue
nation 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 invasioun. Or
it can be interpreted in terms of inlerited sociological conditions, sneh
as a particular type of rural-urban balance. Whatever the argument,
however, Marxist orthodoxies and revisionist heresies and value-free
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 cnable us to see that in a service-centered economy
man 1s estranged from what he can “do™ s well as from vhat he can
“malke”, that he has delivered his mind and heart over to therapeutic
triatmcnt even mnore completely than he has sold away the fruits of his
, labor.
| Schools have alienated man from his learning. He does not enjoy
i, © going to school; if he is poor he does not get the reputed benefits; if he
does all that is asled of him, he finds his security constantly threatened
f 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 currienlum of schooling and the cor-
i relative attitude toward knowledge, for it is this curriculum and this
attitude which turns ont disciplined consumers of bureaucratic instruc-
tions ready to consume other kinds of services and treatments which
they ave told are good for them. The converging crisis of ritual school-
ing and of acquisitive knowledge raises the decper 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 organization.
} Just as the structure of one’s native language can be grasped only
i after he has begun to feel at case 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 b
beginning to emerge and are permitting some of us to see things from ;
3 4 new perspective. Today, it is relatively easy to get wide agreement 3
' on the fact that gratuitous, compulsory schooling is contrary to 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 nceds of the seductive salesmen of programmed
learning. Proponents of recorded, filmed and computerized instruction
used to court the schoolmen as business prospects; now they are itching
todo the job on their own.

As more and more of the sectors of society hecome dissatisfied with
school and conscious of its hidden curriculum. increasingly Jarge con-
cessions are made to translate their demands into needs which can be
served by the system—and which thus ean cisarm their dissent. I here
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4 describe some of these attempts under the general label of “coopera-
‘ tion.” :

2 . <\s 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 slogans. I do not think
these phrases were used before last year. This year they have become, in
some circles, the badge and criterion of the new orthodoxy. Recently I
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talked, by amplified telephone to students in a seminar on deschooling
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at the Ohio State University College of Education. Everett Reimer’s
book on deschooling® 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 deschooling 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 it—more obligatory consumption for everybody—we
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, ave authoritarian and rigid; they do produce both conformity and
conflict : they do diseriminate against the poor and disengage the privi-
leged. These are not new facts, but. it used to be a mark of some hold-
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
casy to suggest remedies for the most outrageous abuses. The author-
itarian rule of the classroom is not intrinsic to the motion of an ex-
:j tended confinement of children in schools. Free schools are practical
2 alternatives; they can often be run more cheaply than ordinary schools.
Since accountability already belongs to educational rhetoric, commu-
nity control and perfoimance contracting have become attractive and
i 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 cultuwre. Not only are alternatives more widely
b 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 twrn 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 fw”her free schools in an
unbroken chain of attendance produce the mirage of freedom. Attend-
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ance as the result of seduction inculeates 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
9 which they have been cultivated. Community control of the lower levels
5 of a system turns local school board members into pimps for the pro-
5 fessional hookers who control the upper levels. Learning by doing is
& not worth much if doing has to be defined as socially val uable learning
i by professional educators or by law. The global village will be a global
B schoolhouse if teachers hold all the plugs. It would be distinguishable
z In name only from a global madhouse run by social therapists or global
i prison run by corporation wardens.
£ In a general way I have pointed out the dangevs of a rash, uncritical

disestablishment of school. More concretely, these dangers are exempli-
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*Everett Relner. An Essay on Alternatives in Education, avallable from CIDOGC, Apdo 679,
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fied by various kinds of cooption which change the hidden curriculum
without, ehanging the basic concept. of Tearning and of knowledge and
their velationship to the freedom of the individual in socicty.

The rash and uneritical disestablishment of school could lead to a
free-for-all in the production and consumption of move 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 simultancons 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 learning process, including not only a free
choice of what is to be learned and how it is to be learned, but alsoa
frec determination by each learner of his own reason for living and
learning—the part that his knowledge is to play in his life.

Social control in an apparently deschooled society could be more
subtle and move numbing than in the present society, where many peo-
ble at least experience a fecling of release on the last day of school,
More intimate_forms of manipulation ar already common. as the
amount learned throngh the media exceeds the amount learned through
personal contact in and out of school. Learning from programmed in-
formation always hides reality behind a sereen.

Let me illustrate the paralyzing effects of programmed informa-
tion by a perhaps shocking example. The tolerance of the American
people to United States atrocities in Vietham is much higher than
the tolerunce of the German people to German atrocities on the front,
in ocenpied territories and in exterminaton camps during the Second
World War. It wasa political crime for Germans to discuss the atroci-
ties committed by Germans. The piesentation of U.S. atrocities on
network televsion is considered an educational service. Certainly the
povulation of the 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 territorv of the
Reich. To get information on atrocities in ffermany meant that wvou
had to take a greatrisk: 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 and
massive crime than are the contemporary Americans. In fact, it can
be argued that the Germans weve more aware, precisely because they
were not physically overwhelmed with packaged information about
killing and torture, because they were not drugged into accepting that
evervthing is possible, becanse they were not vaccinated against reality
by having it fed to them as decomnosed “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
experts have abstracted it. If access to reality is always controlled by
a therapist and if the learner accepts this conrtol as natural, his en-
tire worldview becomes hygenic 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 realitv. for which he can accept responsi-
hility is hidden for him under the scales of assorted information he
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
“general” ability, competence and trustworthiness for role assignment
is calibrated by tolerance to high doses 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 equally effective to justify social
stratification and the accumulation of privilege and power.

>articipation in military, bureaucratic or political activities orstatus
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 Chaweh in mecdieval society or age at graduation
in a schooled society. General tests of attitudes, intelligence or mechan-
ical ability could be standardized according to other eriteria than
those of the schoolmaster. They could reflect the ideal levels of pro-
fessional treatment espoused by psychiatist, 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
proposed. From the urban ghetto in the United States to the villages
of China, revolutionary groups try to prove that ideology and mili-
tancy are types of “lenrning” which convert more suitably into politi-
cal and economic power than scholastic enrricula, Unless we gnarantee
that job-relevance is the only acceptable criterion for employment
promotion, or access to tools, thus ruling out not only schools but all
other ritual screening, then deschooling 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 guarantee of freedom for education. This means legal
»rotections, a political program and principles for the construction of
institutional arrangements which are the inverse of school. Schools
cannot be disestablished without the total prohibitic: of legislated at-
tendance; the proscription of any discrimination on the basis of prior
attencdance and the transfer of control over tax funds from benevolent
institutions to the individual person. Even these actions, however,
do not guarantee freedom of ecducation 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 measnre man in the abstract rather than to
measnre man for a concrete job.

TOUCHSTONE FOR REVOLUTION

Deschooling makes strange bedfellows. The ambiguity inherent in
the brealdown 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, Supreme Court justices. But this alliance becomes unholy,
and this bedfellowship more than strange if it is based only on the
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recognition that schools are ineflicient tools for the production and
consumption of cducation, and some other form of mutual exploita-
tion would be more satisfactory.

"The insurmountable problem of inefliciency, consumer resistance and
political scandal which the school system can no longer hide, could
be solved by more rational, attractive and specific lenrning packages,
the diversification of educational procedures and a clond-like dispersal
of production centers. A new educational lobby could even now be or-
ganized on behalf of more effective training for jobs and social roles,
more job-related measnrements and more benevolently cooperative ac-
culturation. The hidden currienlum of schooling could be transmuted
into the unseen mask of a therapeutic culture,

We can disestablish schools or we can deschool culture. We can re-
solve provisionally some of the administrative problems of the knowl-
edge industry or we can spell out the goals of political revolution in
terms of educational postulates. The acid test of our response to the
})resept crisis is our pinpointing of the responsibility for teaching and

earning.

Schools have made teachers into administrators of programs of
manpower capitalization through directed planned behavioral changes.
In a schooled society, the ministrations of professional teachers he-
come a first necessity which hooks pupils into unending censumption
and dependence. Schools have made “learning™ a specialized activity.
Deschooling will only be a displacement of vesponsibility -to other
kinds ot administration so long as teaching and learning remain sacred
activities separate and estranged from fulfilling life. If schools were
disestablished for the purpose of morve eflicient delivery of “knowledge”
to more people, the alienation of men through client-relationships with
the new knowledge industry would only become global. Deschooling
must be the secularization of teaching and learning, It must insvolve a
veturn of control over what is learned and how it is learned to per-
sons, and not a transfer of control to another, n more amorphous
set of institutions, and its perhaps less obvious representatives. The
learner must be guarantced his freediom without guaranteeing to
society what learning he will acquire and hold as his own. Itach 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 ghe influence of
a teacher ; neither shounld shift guilt to sheltering institntions or laws.
A schooled society must reassert the joy of conscious living over the
capitalization of manpower.

The touchstone of mutation in education is the honest recognition
that most. peorle learn most of the time when they do what they enjoy
doing. Most people are capable of personal, intimate interconrse with
others unless they are stupefied by mhuman work or snowed under by
treatment with programs, Onee this is admitted, we will understand
that to increase learning opportunities means to facilitate communiea-
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 nunconnected. we will undertalke the real task of setting up

A e B ket =) et s it s




Q

ERIC

Aruitoxt provided by Eic:

¢

Ay e R TN T T A e ey

T

PEENIETTY

20

institutional »  rements which guarantee the freedom necessary for
independent iii.,.ary. We will multiply the roads, bridges, and windows
to learning opportunities and malke sure that they are opened at the
learner’s bidding.

THREE RADICAL DEMANDS

Any dialogne about knowledge is really a dialogue about the in-
dividual in society. An analysis of the present crisis of school leads us,
then, to tall 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 specific political
goals. These goals can be most sharply defined by distinguishing three
general types of “intercourse” in which a person must engage if he
would grow up.

Get at the facts, get access to the tools, and bear the responsibility for
the limits within which neither can be nsed. 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-
locking 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 2
commodity, we have learned to deal with it as with private proncrtv.
The principle of private property is now used as the major rationale
for declaring certain facts off-limits to pecple 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 learning. 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 teaching materials or providing financial entitle-
ments for the purchase of educational objects. The abolition of secrets
clearly transcends conventional proposals for educationsal reform, yet
it is preciselv from an educational point of view that the necessity of
stating this brond—and perhaps unattainable—political gonl is most
clearly seen. ,

The Jearner also needs access to persons who can tench him the
tricks of their trades or the rudiments of their slkills. For the interested
learner, it does not take much tiie to iearn how to perform most skills
or to play most roles. The best teacher of a skill is usually someone who
is engnged in its useful exercise. We tend to foraet these thines in a
society wheir professionnl teachers monopolize initiation into all fields,
and disqualify unauthorized teaching in the community. An important
po]li]ticnl goal, then, is to provide incentives for the sharing of acquired
skills.

The demand that skills be shared implies, of course, 8 much more
radical vision of a desirable future. Access to skills is not only re-
stricted by the monopoly of,schools-:gl unions over licensing. There
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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 specinlized 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 3

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 wili know
how to fly them.

The stnplest way to state the aiternatives to this trend toward
specialization of needs and their satisfaction is in educational terms.
1t 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
alicnation and unemployment, we must favor the incorporation of
scientific knowledge Into tools or components within the veach 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 housing—thus “medernizing” them 1into regarding
lousing as a commodity rather than an activity. We would better
provide them with cement mixers. Certainly the tools used in learn-
ing—and in most scientific research—have become so cheap that they
could be made available to anyone: books, audio and video tapes and
the simple scientific instruments in whose use is learned those basic
skills which form the basis for the supposedly advanced skill requived
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 use—indeed it is frandulent—to pro-
mote public ownership of the tools of prodnction in an industrial,
bureaucratic society. Iactorics, highways, heavy-duty trucks (. . .)
can be symbolically “owned’ 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 used by the majority of people. Only tools which are cheap
and simple enough to be nccessible 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
use—only 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 wouldl 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 priovity of
guaranteemng access to tools and components whose simplicity and
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durability permits their use in a wide variety of creative enterprises, is
to simultanconsly indicate the solution to the problem of unemploy-
ment. In an industrial society, unemployment is experienced as the sad
inactivity of a man for whom there is nothing to make, while he has
nnlearned what to do. Since there is little really useful work, the prob-
lem is usually “solved” by creating more jobs in service industries like
the military, public administration, education or social work. Educa-
tional considerations oblige us to recommend the substitution of the
present mode of industrial production which depends on a growing
market for increasingly complex and obsolescent goods, by a mode of
post-industrial production which depends on the demand for tools or
components which are labor-intensive, repair-intensive, and whose con-
plexity isstrictly limited. :

Science will be kept artificially arcane as long as its results are incor-
porated into tuc.lmo{ng_; at the service of professionals. 1f 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 the 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 ench of the members has to the facts and tools which—
within this society—affect his life. We have seen that such access re-
quires @ 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 majority. A satisfactory level of education in a technological so-
ciety imposes important constraints on the use to which scientific
knowledge is put. In fact, a technological society which provides con-
ditions for men to recuperate personally (and not institutionally) the
sense of potency to 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 mannfacture. Only an enlightened and
powertul 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
convole peers to & meeting constitute the one through which the learn-
ing by an individual is translated into political process—and politi-
cal process in turn becomes conscious personal growth. Data and skills
which an individual might have acquired shape into exploratory, cre-
ative, open-ended and personal meaning only when they are used in
dialectic encounter. And this requires the 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 known—and, 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, photo-offset, and computer techniques in principle
have provided the hardware which can provide this freedom with a
range undreamt of in the century of enlightenment. Unfortunately the
scientific knowhow 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 - %'so disabused of the dream
that coustantly increasing quanta of consumption can provide them
with the joy they seek out of life—can the inversion of institutional
arrangement here diafted be put into effect—and also with it, & tech-
nological society which values occupation, intensive work, and leisure
over alienation through goods and services.
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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 maintains the institutions of formal education—kinder--

gartens, schools, colleges, universities, and so on. One should really
melude private schools, technical schools, occupational schools and
serhaps little more doubtfully training programs in industry, especial-
}y 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 under 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 cconomy which
produces what is purchased with the military budget, it is supported
mainly through public or private grants, that is, one-way transferpay-
ments rather than by the sale of services in an open market. The war
industry, incidentally, at 8 per cent, isnot much larger than theschool--
ing industry.

T have used the term “schooling” rather than “education” deliber-
ately, “schooling” being what is done in schools and other places of’
formal edneation, whereas “education” is a much larger phenomenon,.
which includes all human learning. The education industry would in-
clude not only schooling but would include a great deal o child rear-
ing, travel, books, newspapers, television, racdio, public speeches, meet--
ings, churches, all situations in human life indeed where some kind of’
change is effected in the cognitive structure of the human nervous sys-:
ton, Fritz Machlup * has devised an even larger concept which he calls:
the “knowledge industry” which includes not only all forms of human
Tearning, but entertainment and any situation where some kind of
communication passes from one human 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 toschool-
ing. What happens to the schooling industry, therefore, must always:
be considered in the lght of the larger educational and knowledge in-
dustry, of which it is an essential part, but still only a part.

The schooling industry has a number of peculiarities. In the first

place it is producing 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 ontside

1 Fritz Machlup, The Production and Distribution of Knowledge in the United States,
Princcton University Press, 1002,
(24)
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reality. An unlettered lady from Appalachia who was asked if she
had ever heard of France said, yes, she thought it was a place some-
where the other side of Asheville. Every person who has been throueh
the eighth grade probably knows that France is a country on the
eastern side of the Atlantic Ocean, that its people speak a language
called French, and so on, even though 99 per cent of the people who
have this knowledge may never have been to France. Without school-
ing our knowledge is confined very largely to what our unaided senses
bring into us and it is therefore confined to our specific environment,
One of the major purposes of schooling is to expand knowledee into
a 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 his
own contemporaries, but about people who lived thousands of years
ago and thousands of miles away.

The quantity of knowledge acquired by any person can be investi-
gated by examination, that 1s, by asking questions to which the person
has to respond. Examinations, we all know, are imperfect samples of
the knowl%dge of any one person, but they are usually better than
nothing. Schooling is frequently criticized that its only product is
examinations and examination results and there certainly are types of
schooling, perhaps less important then they used to De, which are
directed 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 ver
severe one, for the ability to pass an examination is certainly posi-
tively related to the amount of knowledge which the examinee possesses,
and furthermore is in itself a skill which is not valueless.

This suggests that the second product of schooling is skills, which
is not quite the same thing as knowledge. I can have knowledge about
France without knowing how to get there, or without this knowledge
requiring me, or even enabling me, to do anything at all. There are
many kinds of knowledge, however, such as literacy, knowledge of
other languages, and knowledge of practical skills, which are of im-
portance mainly because they enable the possessor to do things that
otherwise he would not be able to do—to read, to write, or to make
pottery, weld, or to mend clothes, or to do any of the innumerable
things which life requires of us, There is a certain tendency among
psychologists especially to identify knowledge with skill nunder the
impact of behavioral notions. This identification seems to me to be un-
warranted, but we could always get around it by defining knowledge
as the skill in passing examinations and a skill is the ability to do other

thines, It is possible, however, to have knowledge without skill ; it is not.

possible to have skill without knowledge, even though the knowledge
mav be at the level of the lower nervons system rather than at the
higher, as in the kind of knowledge which is required to play tennis.
It should be noted that schooling usually includes this non-verbal kind
of knowledee, especially in the athletic department and in vocational
education. Know-how, however, is just as much knowledee as know-
what, and it is just as much a legitimate part of schooling. The teachine
of practical morality, incidentally, can easily be regarded as a kind
of ski1l. It. is the know-how of how to get along in the particnlar society
in which one is placed. This also js 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 determining the willingness of the society to ex-
pand or contract the schooling indnstry. One of these less legitimate, or
perhaps merely less recognized, products is custodial service. or “child-
sitting.” In an indnstrial urban society, especially, children are some-
thing of a nuisance to their parents if they are around the house nnder
footall day. The schools by taking the children off their parents hands
and by taking young people off the streets into high sc}mols and col-
leges perform a public service somewhat akin to the garbage collector,
in the sense thai they remove sonrces of disntility and segregnte them
awny from the rest of the society at least certain hours dnring the day,
which releases parents for procductive activity of some kind, either 1n
a job or in preferred leisure time activities. The actua! economics of
the schooling industry may be more closely related to this by-prodnet
than to its main produets of knowledge and skill. The willingness of
people to raise their school taxes is remarkably enhanced by a school
system shntting down for a few weeks and delivering the children to
the tendler mercies of their parents and the streets, or even by going on
donhle sessions so that the children are released into the ontside world
at unusnal times. Tt may be indeed that the great virtue of the tradi-
tional summer vacation, even thongh it may have originated in an
earlier agrienltural age, is that by the end of the snmmer the willing-
ness of adnlts to get children back to school is considerably angmented.
A wise schoo] district indeed will always put np its tax votes just be-
fore Labor Day. I wonld very mnch like to see a stndy indeed of the
anceoss of «chool bonds and millage increases related to the time of year
in which they are voted on.

The enstodial role of the school industry, while it has nndonbted
positive aspects in releasing adults from the worry and inconvenience
of having children and yonng people aronnd them, also has consider-
able sorial costs, which we are only just beginning to realize. Tt is
impossible to exercice enstodial cave of any gronp of people withont:
segregating them. We see this, for instance, in the most extreme form
ju vrisons. which' are optimistically ealled reformatories, but which
are msnailv schools for crime. Tt is likewise impossible to segregate
children and yonng people in schools, colleges and nniversities with-
ont. creating ‘a “vouth culture,” which may easily become patho-
loaical. In all human societies, almost hefore the last hundred years,
cchooling was the privilege of a very small clite, typically perhaps
not more than 1 per cent of the ponulation. Most childven lived
aronnd the house with their parvents; when they became vounsg neople
they lived in an essentinllv adult world. working with aduvlts and
developing a “yonth cnlture” enly in their free time, which was
not very mmch. By 1900 most Western comtries had virtnallv all
children in the schools np to the age of fourteen. In the Tnited
Qtates we have gone from abent 10 per cent of the corre~nondinn
age oroup in high schools in 1900 to about 80 per cent todav, with
an even more striking proportional increase in students in colleee.
This is an ahsolntelv nnprecedented change in the condition of
sreioty, the fnll 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. Lie
“generation gap” which is so much observed and is unquestionably
pronounced today, is precisely a result of the fact that the older
generation, as it were, 18 a product of an age in which schooling was
much more a privilege, whereas the younger generation takes it for
granted and perhaps therefore values it less.

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 knowledge 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 seements 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 all, if one can
get 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 vellhum, with some sort of
certification inscribed on it.

Certification may be overvalued, as well as undervalued. It mav be
an inflated measure of the achievement that it is supposed to certify,
but it may also be cvervalued, especially in the job market, as a sur-
rogate for detailed inquiries into the real capabilities of the job 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 hand, 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 the 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 task 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. o _

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
revenne, 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
“arants 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 taxing 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 maqor 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-

nct 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 genernlly 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 Fditlon, p, 721,
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tinues to be more common to acquire in private than in public schools; and it
very seldom happens that any body falls of acquiring them to the degree in
which it is necessary to acquire them."

The schooling industry, and indeed one might even add the whole
educational industry to this, is notoriously unprogressive when it comes
to productivity. It'is hard indeed to measure the roductivity of the
indlustry. A rough measnre of its backwardness re ative to the rest of
the economy, however, may be gathered from Table 1, in which the
schooling industry asa bercentage of the total product, in current dol-
lars, is compared ‘with almost the only measure of its physical product
which we have, which is the number of school years as a proportion of
the school population, It will be seen that the schooling industry as g
proportion of the total economy has risen much faster than jts physical
product, suggesting that there has been a substantial increase in the
“real price” of education, that is, in education’s terms of trade, which
has 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 the
economy, becaus the sheer pressures of the labor market will forco
up wages in the schooling industry to something which js comparable
to the rest of society and if productivity is not increased this means
that the real price of schooling will have to increase in order to pay
the increase of real wages, and other costs.

TABLE |
Total school expendi-
ture as a percentage Percent of

of gross capacity children (age Index of terms of

Year product  5-19) in school year trade of schooling
33 0.80 100

7 i 7

3 .90 127

6.0 .93 156

Note: Table provisional and subject to tevision,

Whether we regard this as “patholozical” or not depends on our
estimate of the extent to which the failuce of the schooling industry
to increase its productivity is something fundamental and wnavoid-
able in the nature of the Industry itself, or whether it is related to
the particular form of social and economic organization which the
industry possesses, I frankly know of no way of making a very accu.
rate judgment in this matter. If there is in fact no way in which the
productivity of the schooling industry can be increased in the sense
that there are simply no other techniques which are i)ossible which
would result in, let us say, more knowledge and skil acquired per
real dollar of expenditure, then there js nothing pathological about
the 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, I
uso knowledgo and skill, incidentall » &8 the measure of productivity,
simply becauso the custodial function obviously is not capable of any
increase in productivity, except at the sacrifice in the increaso in
knowledge and skill. We could I su pose simply build very cheap huts
in which we keep young people under sedatives all day. Indeed, where
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the attitude of the public toward education is primm'ily concerned
with its custodial aspeet, 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 knowledge and skill, in the
sense that it is only in certification that they have a comparative ad-
vantage over the law 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 roductivity, 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 human learning could
probably be put on a page. We know it may be discontinuous, that it
oxhibits problems of “readiness” rather like the imprinting phenom-
enon which is well documented in some animals, we know that it is
relnted to the system of rewards and punishment in the perception of
payoils, that knowledgo 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
notivation towards the acquisition of knowledge.

It is this absencs 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, fifty
vears ago, in spite of all the educational rescarch which has been done.
Tiducational practice oxhibits fashions and cycles, but one does not

et 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 have
them now. It 1s, therefore, extremely hard to estimato the potential
for increasing productivity of any lndt}stry, and it is particularly hard
in the case of education, where there is very little history of increns-
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 incrense 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 agninst
any incrense in the productivity of eduneation. Educators receive their
incomes mainly, let us be frank abont it, from the by-prodicts of
custodinl enre and certification, and that if an educator develops an
exceptionally productive method of inereasing knowledge and skill, he
is not likely to be particularly well rewarded for it. The snme goes
for educntional institutions. There is veally no way in which the
educations “firm,” that is, the school district, even the private school,
or the college or the university, can nmke 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 some moditica-
tions of this proposition by the arts of Madison Avemie. If a firm
discovers a snbstantinlly improved method of &)m(luction 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 togive people property in innovations, which is presumably more
in_the public interest than secreey, which would be almost the only
other alternative. .

In the schooling industry, by contrast, price ecompetition is very
inetfective, The diflerence in price, for instance to the parent, of
private schools versus public schools, or private universities versus
state universities, is a striking example of the dominance of certificn-
tion over knowledge and skill, for there is very little evidence that
private schools or private universities produce a much better knowl-
edge product than many of their public equivalents. There are ont-
stunding teachers at all levels of education who inspirve an abnormal

yroportion of their students to go on to acquire increasing amonnts of
Lnowledge and skill. Their reward all too often is, in the words of
W. S. Gilbeit, “the satisfying feeling that our duty has been done,”
and thongh this internal satisfaction may be n substantial reward it
is neither patentable nor duplicable. One of the most frustinting
things about_the schooling industry indeed is this apparent almost
total incapacity of good teachers to be able to pass on t'his particular
skill to others. There is a parallel indeed in" many other fields, in
musie, for instance; music schools can teach the elements but they
cannot undertake to produce a grent artist, and the great artist is quite
incapable of explaining to anybody else how he does it in a way that
wonld enable him to transmt. the skill to others. In the schooling
industry, however, the difference in productivity between the great
tencher 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 tenchers who have negutive productivity

and who destroy the incentives and the identity of their students.
The question then remains “Are there any organizational devices
which might be n}(:plied to the schooling industry which wonld en-
courage the growth of gennine productivity1” A considerable number
of suggestions to this effect hx\‘vkc_ been made; none I think have really
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been proved. One great word these days, of course, is “performance
contracting” 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 difliculties which cannot be laid
wholly to the traditional conservatism of the teaching profession. One
can certninly expect teachers who have been comfortably inefficient
not to like the rvisk of ocensionally rather plush competition. The ob-
Jections of the teaching profession, however, may not be entirvely
result of blind conservatism and the defense of special interests. The
very peculiarities of the schooling industry unfit it to be treated as if
it were n simple commercial operntion like the production of fat hogs.
Tt is not merely that students arve extraordinarily complex picces of
apparatus and we do not really know what it is that induces them to
perform, except very superficinlly, but, what. is more important, sehool-
ing is something which almost always takes place in a community
setting. This is something which is not alwavs realized by technicians
and the destruction of the community of the school or even of the
classroom, imperfect us it is, enn easily be disastrous tothe total develop-
ment of the student. Schooling on a slick assembly line basis may
produce “results” in the short run, but it could easily have disastrons
lone-term consequences of which at present we know very little, and
perhaps cave less. T am not suying that these more subtle phenomena
could not be taken care of hy commercinl enterprises. T am just saving
that the atmosphere of commercinl entervrises is very different from
those in an eduneational institution, and that the fulfillment of clenrly
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 manv 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 whollv un-
familiar, and that experience was by no means adverse, even if it did
produce a few flv-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 selection of schools and also
it forces the schools to compete for students, so that here agnin a
scliool which achieves a greater productivity may be able to attract a
larger number of students and hence will expand. Likewise, methods
which have proved themselves in one place will have to be imitated
in others if the competing institutions are to survive. There is enoueh
logie in this proposal to make it seem worth a try and some experi-
mentsin this direction are now being proposed.

This nronnanl also meets with substantial o}, yosition from the edu-
cational establishment. In this case, however., one is a little afraid that
the oppesition of the establishment is not wholly unrelated to its un-
willingless to move ont. of a highly protected market, for which after
all it can hardly be blamed. Perhaps the principal argument agninst
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the voucher plan is that it wonld permit too mnch variety in education,
wonld pernut, for instance, the dlevelopment of parochial schools and
subeultural schools of all kinds, and that it wonld fragment the society.
In the United States, especially, we have always visualized the educa-
tional systom as an Americanizer, especially for the enormously diverse
subeultures which have populated t]llis continent. In the early days one
conld make a strong argument for this point of view; today, however,
the society seems well enongh established that it can aflord diversity
and indeed it may be more threatened from an enforced conformity
than it is from a folerated diversity. If the state retained the power of
licensing the approved schools which could compete for students, this
would seom to be enough regnlatory 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 che grants economy, especially the public
arants 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 araued that this wonld interfere with the
equalizing function of the pubﬂc school system. This, however, is not
too strong an argument even now, simply becaunse of geographical
segregation by income which permits the rich snburbs to have expen-
sive school systems and the poor areas to have poor systems. If the
voucher were generons enongh it could act as an equalizer far beyond
what the present system does, althongh it is a little doubtful whether
this woul(rbe politically feasible. The great problem hero is the prob-
lem of the grants economy in generul, in that its total size veflects 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.

There are several reasons for supposing that the grants economy,
especially as applied to the schooling industry, is likely to rnn 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 groups fill np we may find that the proportion of
the population which consists of parents with children is quite likely to
decline, particularly once the present “bulge” of births from 1947 to
1961 has passed through the age of child bearing, wlich is now just be-
ginning. A voting population which is heavily weighted toward those
past child rearing, or even those before it, is less likely to vote large
sums of money for the schooling industry whether directly through a
public seliool system or indirectly throngh a voncher plan.

Tt 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
move like a market exchange economy than it does now. One very in-
teresting proposal for this T have been ealling the Killingsworth nro-
posal, originated by Professor Charles Killingsworth of Michigan
State University.® This proposal is to set np educational banks. fed-
erally financed, which will lend the student the full cost of his edunea-

3 Chiarles C. Killingaworth, testimony to the United States Senate on Employment of
Manpower, September 20, 1963, Alro, “How to Iay for Higher Education.” Q'rﬂldentlnl
Address to the Econoniic Soclety of Michigan, 1007, 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
the 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
the 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 his education, how-
ever, there seems to be no reason why he shonld not use part of this in-
crease to pay for the education itself, In a rough way, of course, this is
what already happens insofar as the progressive income tax 1s used
to finance education.

Actually, however, at present the finance of education comes far
too much out of regressive 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 longer a privilege which provides a
higher income, but & kind of standard base which is, as it were, 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 & major economic crisis in colleges and universities in the
next generation.

In any consideration of the economics of the schooling industry it
must never be forgotten that it always is embedded in the lnrger edu-
cational enterprise, much of which is conducted in the family. One of
the most striking of all educational statistics is the relationship be-
tween the number 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 nembers, and the poorer
the educational achievement of the parents, the poorer the educational
achievement of the children. Thiseficct is probaE]y more significant in
determining the distribution of education and even its total quantity
than all the reforns 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,” 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 difficult problems which lie ahead however; we
must look at the educational industry or even the knowledge industry
as & whole, as well as that part of it which is comprised by schooling.
Otherwise, we may find ourselves trying to provide a supply for which

¢ 8e¢ Beverly Duncan, “Trends in Ontrut and Distribution of Schooling,” Indicators of
Bocial Change, edited by Eleanor B. She
tion, 1068, especially pages 645-633.

don and Wilbur D. Moore, Russell S8age Founda-
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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 i? we are at the beginning of a great outburst of re- ;
search in educational matters, something which is long overdue. Qur-
educational statistics, and the whole information system in this re-

gard, is woefully inadequate, as we all know. The theoretical basis in ;
Ruman learning, as I have suggested, is even more inadequate. Never-
theless, it does seem to be an area where a substantial intellectual effort

would have very substantial results and I would put it myself as
virtually the highest 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 eduneational reform in American
universitios has become incrensingly diflicult. Several years ngo only &
few pacesetter institutions were experimenting with iterdisciplinary
courses, field study programs, student-initinted 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.
Jolw's Colleges at Annapolis and Santa Fe fight a continuing engage-
ment in defense of traditional enrricula vesting on a program of Great
Books which must be accepted in their entirety. Elsewhere, hawever,
students ns 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 map—generally with the consequence of mini-
mizing the traditional cwrienlar requivements or eliminating them
ultogether.,

Understandably, eduncational reform also reflects the attack on
science as stultifying, “irrelevant.”” or dangerous to maunkind. It re-
flects the aim of doing something about white racism or ghetto poverty,
perhaps by giving a high priority to black studies or urban studies on
a campus. Furthermore. student and faculty proponents of participa-
tory educational democracy, who bring to voluntary associations both
on and off the canpus the principle of “one man, one vote,” contend
that participation per se is a wore important reform than any sub-
stantive changes in styles of tenching and learning. The consequence
has been drastically to reduce the legitimacy of authority, whether this
be the authority of scholars and professionals, of currienlar programs,
or of the core traditions of learning. Tn the place of the older authority
there has arvisen what Erich Fromm in Ezcape from Freedom and Man
for Ilimself described as anonymous authority: in this case the an-
thority of whatever is described as relevant, participative, guilt-re-
ducing—in short, whatever extra-curricular preoccupations students
and faculty now press upon their institutions.

_ Though T do not agree with Erich Fromm in some of his specific
jndgments on eduneation, in particnlar his reflections on Smmmerhill
School in England, I believe that the implications of his general philos-

* Reviston of my contributlon to a festachrift in honor of Erleh Fromm: In the Name o,
Lifo edited by Dr. Beranrd Landis and Dr. Edward Tauber (Holt, Rinehart. and “‘lnstmi’,
1071). I nm indebted for helpful suggestions to Edwin Ilarwood, Hareld IHodgkinsen,
Michael Mnecoby, Robert Gorhnm Davis, Robert Bellah, and Judith Hemming. My re-
scarch on higher education s supported by a grant from the Ford Foundation.

1 toth the sheer magnitude of change and the degree to which it may promote homogenelty
nre suggested by Harold L. Hodgkingon, Institutions in Tronsition: A Study of Change in
Higher Education, a publication of tie Carnegie Commission on Higher E«‘nmtlon. 1070
for Jdrenssion of change in some Flonrerln;: libernl arts colleges, ree Morris Keeton
and Canradd Hiltherry, Struggle and Promise: A Future for Colleges (New York : McGraw
Hin Book Co., 1069).
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ophy of education are important. Indeed, my own thinking 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, Iis distinction between rational and irra-
tional anthority, analogous to the one he draws between rational and
irrationu] affects or emotions, has been useful to me in understanding
current conflicts over authority in higher education.* When he first
drew the latter distinction—he argued that hate as well as love could be
ationnlly based—most academic intellectuals tended to regard ration-
ality as completely affect-free, therefore, as generally good and trnst-
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 & new meaning: that irrational anger has as
much legitimacy as rational hate? 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 snch civic (or nonreligious) religions ns patriotism, socialism, or
humanism. It is characteristic of him to insist that the past. shonld
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 valne of traditional thought, I should like to stress my conviction
that even the most radieal development must have its continuity with
the past; that we cannot progress by throwing away the best achieve-
ments of the human mind—and that to be young is'not cnongh ! 4
Beyond this, he 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 carcful observations, so too he 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.® While I know that in dealing with sullen or
actively hostile students my own resilicncy leaves much to be desired
and my good humor often deserts me, Fromm’s model of unsentimental
openness is something I try to attain. I believe that this attitude does
not imply seeking a false humility with students on the ground that
the teacher possesses no special expertness or experience, bnt rather
8 willingness to admit_error, confusion, and self-doubt—although in
all such ventures there is the danger of a kind of moral onc-upmanship
disgunised as fallibility. In Fronun’s view, creative intellectual work

2Mnany soclal crities, when they enconater whnt they regard ar excesxes of renskon,
are tenipted to turn n,:nlnnt rensoa fteif and to defend irrntionality as somehow niore
deeply hnman. Fromnv's distinction preserves renson as eszentially human, undercutting
the despair that lends to prafxing frentionality per se, Cf, the candid, tronbled direnssion
in George P, Fllfott. “Revolution Instend—Notes on Pnssions nnd Polltics,” an essay prin-
cipnily concerning educntion, The Public Intereat. 20 (1970). 65-89, erpecinlly pp. SIM.

3 These distinctions nre not slmple oncs. Fromm consfders ratlonnl those affects whieh
are condneive to the optimnal functlonln‘x of hnmnn belngs, to the growth and unfoldingy
of life: treationn] nffects nre those which diminish or wenken the cnpaeity for the art of
life. Love wmight then be rational if not based on masochism or possessiveness, lIntred
wonld generally be frrntionnl, markediy so when it is of nn idling kind, as in an idling
wotor, waiting for tarcets of opportinltyv—but argunbly rational when renctive to
specific thrent to life, Whether an affect is rational or not snvx nothing about tr com-
prehiensibility through reason : hoth nitke ean he in prineiple nnderstood,

¢ See Yrich Fromm, The Revolution of llope: Toiward a Humanized Technology (New
York : Harper & Row, 1008). Foreward, p. xxvclf.

8 See #bid., p. 85 and elsewhere, P
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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 commitient.

CURRENT THEMES O} BEDUCATIONAL REFORM

During the academic year 1968-1969, while on leave from IHarvard,
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 Diego; the University of North Carolina (where the first two
undergraduate years were being examined by a student-faculty com-
mittee) ; the new College of the State University of New York at Old
Westbury which had just opened that year; Oakland University in
Michigan; and, bricfly, 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.
Thave already indicated the similarity of concerns that one meets from
coast to coast. Kverywhere 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-grou ps.

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

The rural and small-town poor tend to be neglected in comparison
with inner-city ghettos and other pockets of poverty. This reflects a
search for what is regarded as authentic experience and an effort to
overcome the specifically American forms that the guilt of the priv-
ileged tends to take. These moral, often polemical convictions and
searchings 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 sinall non-exotic town.

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

SOf course, I am not lmplying that lcarning conld not oceur in fleld rettings: I do
my bhest to encourage my own students to do manageable pleces of empirical work. for
ln'stance sonie enter| rlse ol;‘{mrtlclpant-ohservatlon or a small-scale interview study, How-
ever, many newly developed programs that boast of ‘mtuag students ont into the field
do not provide the kind of preparation that a good anthropology departinent would. More-
over, agr feplied in the text, students may not be willing to dress or hehave in the manner
rw_mlrgd by the fleld getting, gustlfylnz the refusal In terms of their own need for authentic-
ity, Even in the best case, the educational consequences of a fleld work project, like those
of clagsroom work, cannot casily be predicted : and feedback I8 often lacking as to what

aetnally occurred as agalnst what was planned. (For a further note on eneounter groubs
see footnote 20.)

*The term “comninnity” comes up constantly in these discussions: there is the academic
community, the black community, the student community, the Third World communlity,
ote. The term carrics nonec of the tentativeness with which Erich Fromm sgeaks of the
formation of Gron')s in the last chapter of The Revolution of Hope (m)); 158-162). There is
ingtend In these dlscussions a nalveté in assuming that people who share contignous turf
will have something In common, and that they already form a community rather than a
serles 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 objectivity already
mentioned, an attitude which asswnes that spontaneity requires inra-
tionality and_that cognition is necssarily deadening. The eftort to
categorize is.dénounced and is taken as a sign of something close to a

necrophilic tendency. . ) )
‘These ideas of educational reform on%nated in the elite colleges

and among articulate 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 in their families to attend
college. The voeal students, who liave been the carriers of educational
change, are apt to be the more aflluent, 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 are 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.’* 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 contintie to read. When I ask them what books have

influenced their ideas of educational change, they mention the writings
of John Holt, George Leonawd (Zducation and Festasy), Herbert
Marcuse, Norman O. Brown, A. S. Neill, Edgar Friedenberg, Paul
Goodman, and others.* The students draw from these a critiqne of

® The same I8 true In the high schools. See Hotw Old Will You be in 1984 Expreasiona of
g“",'f"‘l ‘%t)iquc from the High School Frce Press, Diane Divoky (ed.) (New York: Avon

ookg, .

? 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
genernl they do not favor radical educatlonal reform, but feel more secure with tradi-
tlonal “collegiate’ structures both i{n the curriculum and the extracurriculum; they are
often at odds with white radical students who, the hlacks feel, can afford to dispense with
universities whereas they, a8 members of a previously deprlved group, need all the edn-
cational benefits they can get.

I know no coed campus where women have taken the leadership in educational reform,
and I helleve they suffer as blacks do from some the current temptations of reformers,
since the women need to make full use of thelr undergraduate years to establlsh quasi.
professional competence If they are not to remaln dependent on the chances and mischancey
of marringe and to have the opportunity to enter careers outside the prevailing range of
“Wormen's fobs,” See David Riesinan, “Observations on Contemporary College Students—
Especlally Women,"” Interchange, vol. 1, 1970, pp. 50-63.

19 There are some notable exceptions. Thus, three years ago Ira Magaziner and Chris-
topher Coles at Brown University complled a massive dossier on educational reform : fm-
pressing many faculty members with thelr seriousness, they succeeded In many of thelr
aims of loosening the curriculum, abandoning traditional gradlng. etc.

1 The best historical work I know I8 that of Laurence Veysey. The Emcrgence of the
American University (Chicago: Universlty of Chicago Press. 19863) ; Thorstein Veblen's
The IMigher Learning in America: A Memorandum on the Conduct of Unitcrsitics by
Buah]wuztdcn t(l\'ew York: Viking Press, 1018) I8 a caustic account of phillstinlsm: and
reemly pedantry.

1A }ew mention the writings of Judson Jerome, Professor of Literature at Antloch
College: see for instance, “Portrait of Three Experiments,’ in Change 2 (July-August,
1070). 40-54. included in Culture Out of Anarchy (New York : Ilerder and Herder, 1970).
Some students draw from my own writings on education what I would regard as over-
zeneralized or misapplled conclusions. Tbus, tbey scan Christopher Jencks and Davld
Riesman, The Academic Revolution (Garden City, N.Y.: Doubleday & Co.. 1968) In order
to find ammunition—and there I8 plenty there!—to throw against the graduate schools
and the hegemony of academic departments. (Otbers read the book, also too simplistically,

as o complacent defense of the educnthb‘ul stxﬁﬂuo-)
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prevailing educational practice joined with an attack on the research-
oricnted university as an enterprise run for the beneiit 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 facnlty as willfully refusing to teach, and they believe the society
insists on dehydrated and irvrelevant leuning.®

Many faculty members, and not only the younger products of the
araduate schools, agree with these condemmations. Bored by their
own _research in many cases, excited by the cultural revolution, cager
to identify with what scems to be youthful and energetic, they read
into the student movewment support for their own educational ideals.
Students can also find in Fronm’s writings passages which support
the way they view matters; consider the folllowing from his contri-
bution to a symposiwumn on Sunmerhill 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 deliberutions and the
decisionmaking of the university establishment. In these struggles, some
groups have rejected violenee; in others, various degrees of force have heen
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 are all eeperiencing a deep hunger for life. They feel that
their education is being bureacratized, and that at best, they are being
suffieiently prepared to enable them to earn a good living., But paramountly,
they also feel they are not being offered stimulating intellectual food in
large enough portions to enhanece their sense of aliveness. These 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 forees, pay
too little attention to their generation’s need for a ecritical examination of
today’s conventional wisdomn.

The eampus rebels, even though sometimes misled through political naiveté
and lack of renlism, 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 clement,

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

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
terests of academia got a_good deal of its start among the campus
rebels of the Free Speech Movement at Berkeley in 1964-19635. But
careful studies of the protesters show they were more appreciative of
their courses and education and less critical, except for public rela-

1 There 18 o more somber note that oceaszfonally crops up 1 .
had with students, especlally on the more avant-garde c‘mgmlsgs ;nthtl's‘elsdtlxl;gzllg?:ngo 'iﬁ}.‘t'
the helghts of culture are In themselves an offense to the impoverlshed masses of the x0-
called Third World, and that the helghts should be pulled down in the liope (a vain hope, In
my jwdgment) ot filllng up the abycses. Sometlmes the theme 18 expllelt: If not everyone
can share in thie Joys and flluminations of high culture, then no one should.

One can hear thls expressed In a very primltive form by many young students: and
ttlllsoccftx;aes:edf 1& a bzhi‘kl‘\(} hlghlyl 80 ’llnls‘t! cnt?d“rorm. lInI the writlngs of H, Mnrcusc.'[C f

te critique of Herbeet Marcuse in The Revolution of Hope, pp. ue
otlx‘-eslntlgsm lo(;‘ l!(’p' ng_’_tg&‘]l " e ' : pe, pp. 106-107, and the critlque

ee Haro » Hart, ed., Summerhill: For an ainst :
Con 30500l o ’ g (New York: Hart Publishing
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tions purposes, than the inactive students; what originally led them
into action was neither a demand for greater student participation in
university affairs nor a search for “stimulating intellectual food,” but
the civil rights movement in the Bay Area and their desire to nse the
campus as a platform for it.*> When after the Movement began, Martin
Myerson came in as the new Acting Chancellor and asked students for
su ions nbout educational reform, hardly any responded.

%grkelcv's story has been pretty elaborately covered both by the
media and by social science researchers, Many other campuses have
picked up the slogans developed there, but not necessarily the same
gamut of motivations or the same arry of political and pedagogic
coalitions. What Fromm terms “the student rebellion™ has been chang-
ing cven in the mouths during which I have been working on this
essay. But the tedency of both educational and political radicals and
reformers to use various versions of rebellion as leverage for their
own educational or political programs does not abate.

I am similarly critical of Fromm's statement that each dropont can
e seen principally as a vote against our high schools, althongh surely
many are just that. Such a notion is apt to lead the dedicated and
idealistic hiigh school teacher toward the pedagogic equivalent of
therapeutic despair because it vastly overestimates the impact of for-
mal education as against the more compelling influences of the home
and the street, as tﬁ:, Coleman Report suggests.” 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 ohserva-
tion, in rejecting what they see as mindless and puritanical work for
meaningless ends, have refied on a counter-cultural repertoire which
also turns out to be limited, Iacking in imagination or constructive
ideas. Decency, ingenuity, sensitivity can often be found. But 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 reform (as distinguished from
reforms in governance and politics) that it is hard to know what the
impact of the changes alteady taking place has been on the great major-
ity of uninvolved students, or what the consequences have been for
the majority of uninvolved faculty.

Were Fromm writing about the student movements today he might

well put even greater emphasis on destructive drives than appears in
the quotation above. Indeed, toward the close of his contribution to
Summerhill: For and Against he writes very critically :
And then there are many of the young who believe that freeddom means absence
of tradition. absehce of structure. absence of plan: what is desirable is an-
stractured. spontaneons action. They often believe that “the old idens™ and valnes
are of little ot no nse today. that to know tradition, not to speak of accepting
some of it. is in itself an ohstacle to freedom.*

Similarly, the Fromm who writes in The Rerolution of Hope ahout
the literacy campaigns of Professor Paolo Freire in Latin Ametica

= There 1= & large Jiteratute, Sen. o2, Robert H. Somets, “The Mainsprines of the
Rebellton : A Snreey of Rerkeley Stodents in November, 1964, In Sesmworr Martin Lipest
and Sheldon . Wolln (ede). The Berkeley Sindent Reroll’ Facts and Imterpreintions
{New York: Donbleday-Anchor Books, 1965), 530-558; cee also the discrscim in

Nathan Glazer, Remembering the Answers (New ‘ork : Basic Rooke, 1970).
" Far a fall dlsenecion, see Chrictopher Jemeks, “The Colenan Report and ¥%e Cven-

tiomal Wisdom.™ prepared tor On Eqmalily Edwucational Opportanity. Frederick Movtei-
let and Dantel P, Maoynihen (eds), to be padiisked by Random House,
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would not be sympathetic to some aflluent white radicals whom i over-
heard saying to black nnderprivileged students, “Man, you have a great
oral tradition, what do yon want to learn to write for'” Such com-
ments conve) the impression that much of the eounter-culture is nn-
conscionsly dvsignod to igmore the possibility of downwand mobilit ¥ by
the already arrived—althongh many other affluent students precisely
aim to be downwardly mobile.

In a recent disens<ion at Harvard with stndent edueational reform-
ers, I suggested that students conld actually become freer by learning
tangible skills and accomplishments, and so be able to do something
and earn their own living mther than continue to remain dependent.
To counter this, one reflective student cited Sermmerhill, saying that it
didn’t matter i+ a student sat aronnd for a year orso becanse eventually
he might want to do something, and then he world do it ander his
own motivations and swithont pressnre. This i= fine of conrse for those
who do find themselves, hut many become ntterly lost. Another student
cited Erich Fromm to support his contention that contemporary social
seience consisted of a series of pigeanholes for compartmentalized dis-
ciplives which bear ne relation to the problems of the great world.'?
Amain. this is an exaggertion, Not ail corial science is like that. Mare-
nver, T suspeet that snch students have missed or misconstrued Fromm's
dichotomy between order, which he regards as mechanieal and dead,
and structure. which he defines as a property of all living (and indeed.
nonliving) things and as essential for growth and creativity.'s Pm-
fessor Robert Gorham Davis has ealled my attention to the increasing
interest of many American radicals in Levi-Stranss and other versions
of structurnlism, an interest {hat mayv eventually moderate their an-
tarronism to structures in general, including these in higher education.

What is evident to me in many discussions is an idealism abont. the
wayv lmming should go on which can find some support in Fromm's
work. It is idealism that tempts us to believe that we can get rid
of all the mixtures of motives with which meast of us live. and that
then we can find oar way toa purity of hmmane experience unmediated
by ordinariness, structure, or routine. An education is worthless which
is in_any degree compromised by imposing schedules or by the desire
to win approval or to get into graduate school : and the fear of having
a “corrupt” or impure motive leads to a great. watchfulness rather
like that of the Puritans But unlike the Puritans, work is not thera-
peutic or scen as indicativ.. of election: it is apt to be seen as re-
pressive. Thus, this idealism appears in some students to lead to
vacillation between self-conternpt for not living up to the ideal and
A somewhat passive waiting to he captured by some all-encompassing
activity.

The ways in which such students scrutinize themselves and each
other have been influenced by popnlarization of both psychoanalytic

Y Fromm is not alwayrs scen as an ally by ctitieal stndents, An SDS leader at a state

nniversity, g,n"tfyelng introtnced to me, lamnched into a vehement attack on Fromm's

L en ] L LK L h R reeolsie

In his _eatly hnm: . 4 rel etle : Fromm
L 4 « is romantie Y

fI1: Por wnd Againal, op, cil., pp. 262-263 1 note also In Fromm's Forewnrd

Swmmerhill: A Rodical Appronch to Child Renring (Xew York : Hast Prhlish-

ine Co. 1960V, p. xol, hia emphadis on the lmmaure of Nelll's own extraordinary

malities ae a cantion against acaming that a ool like Sammethill can be hnilt any-

wherr, any Aar. On the peer Pressnres that may exist at Snmmerhill at the precent time
in the reintive abwence of adnit cmtrole. see the account a tisittne edocator: Ma

Keohane, “A. Q. Nefll - Latter-Day Dewey—" Elementary Sch dJorrnal. 70 (1970), 401410,
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and Marxist thonught. Either line of interpretation, though it can de-
bunk the other, can also be called in to demonstrate how rational-
izations masquerade as rensons. Things aie never what they seem: they
are always worse than they seem. 1 have already wmentioned that many
students and faculty consider enconnter groups as ideal settings for
edneation leeause they supposedly get away from “excessive™ cogni-
tive emphases and formal relations and allow people of different ages
and bac?(gmlmds to experienre each other directly. These devotees are
generally unfamiliar with Erich Fromm's insistence that what is
repressed and what is evoked in a particular setting is not some pan-
hnman flow of sex and agaression, Int mther what a particnlar eal-
ture and a particular social chamcter find no way to categorize or
to use.!® Fromm is critical of the common notion that what is “real’—
as in the expression “the real me”—is an underlying aggression or
racism or mmpant sexualitv: in encounter groups it often happens
that. people manipulate their aggressions or, indeed. their sexuality,
sometimes in fake humility. in onler to establish a new moral he-
gemony in which the most. apparently candid come ont on top. What
then may be repressed is sensitivity of feeling, delicacy (or snobbery)
of reactions to other people. since one wonld be made to feel guilty for
such reactions.?

Many of the adult and student educational reformers have had ex-
pensive secondary and nniversity edneations (I include myself here)
and start their critigue from their own backgrounds of enltivation and
literacy. Many have had an interest in ideas sinee ehildhood and conld
have managed to edueate themselves in the absence of requirements, In
talking in recent vears with such reformers. T have reeomized that
many_are aware that their own college carcers are unlikely to be af-
fected by their proposed reforms; they are seeking to be genermus to
their snecessors. Yet they may not fully appreciate how high is the
platform on which they themselves are standing and how hand it isto
reach_if one comes from a family that is not only nonafflvent hut also
skeptical of ideas and of education.

Beeanse these students come from families that have arrived. and.
indeed. at times from professional and intellectual families. thev aio
apt to say to themselves that they want to “be™ rather than to “dn.”
Theyx have a point when theyx declare that America and perhaps the
whole Western world have been undone by an excessive emphasis on
})orfomlance and achievement, but given the popnlons world we in-

1abit. it is an ambivalent and complicated point. To reject competence
will not. help the Western world to survive or to become more humane
toward other parts of the world and its own deprived. Tt isa common
fallacy to lnmp together rivaley with others and what might be ealled
competition with the ding an. gich—with the damned thingmanship of
a discipline or an instrumert, a violin, for example. Becanse much

™ Cf. Fromm. Bewond the Chaing og Mwsion: My Enconnter with Mare and Fremd (Now

York : Packet Rooks, 19621, chap. 9, Soeial Unconectons”

3T do not Intend here to be making blanket ctatements abomt all enr~rmnter gronpe In
ATl sorte of wcial strata and contexts. T am talkine abont liheral atts enlleges where the
manipnlative tend to get Involted with the shy. Consequences might be mite different
amone a etoup of nlder people of lower middle ciass origin where evervone is Inhfhitsd, It
not alwave shr. Farthetmore, I do not':‘pnk ont of personal experience with such gronpe
tnt ont of observing Itietanese on televislon, reading some of the lteratnre. and tatking
with many devoters, The evangeilam of some proponents of the movement teminds the of
the similatitier of eome snconnter mny_.-,;o:t the extreme. to Chinece thonght refarm
sessiorre ae deccribed In Robert J. Liftom 9kt Reform ond the Pasychology of Totalism
(New York : W, W. Notton & Co., 1961).
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envy and rivalry seck to pull others down rather thau to rnise one's
own standards of performance. some student and faculty critics have
been inclined to reject any kind of strenuons effort as anego trip. Sonie-
times they wait to fall in love, as it were. with a topic or a vocation or
a craft. rather than making an active effort ont of which a further
commitinent might develop.

Sometimes I have asked students of this persuasion whether they
believed that there are any skills at all that their culture is justified in
making them to acrquire. Some do not think there are. \id if T inquire
whether in their own development there is any point up to which they
believe that they need the connsel of adults. some don't think there is
sich a point.

The analogy sometimes offered me is the finding that neonates will.
like other animals. know low to feed themselves properly. to fina the
right amount. of salt and other nutriment. when faced with a choice
of possible edibles. Similarly. students claim that they will know what
itisthey want and need and that in dne conrse they will provide it for
themselves. At the extreme to which these students often push the
issie. there is implicit here a denial of the concept. of enlture itself: n
belief that people will grow up into some pan-human pmtoplasm able
to communicate with other protoplasm without cither the freedoms or
the restraints of a ecultural inheritance. The unanthropological and
unhistorical nature of such a view is striking.?!

Between these ieolagically defended positions that some students
take and what thev actnally do, there is of course a good deal of slip-
page, ns with the Jest of us, Most do weleome adults as teachers and
friends. They make exceptions. Furthermore. the overlap hetween
political, cunltural, and pedagogic conflicts tends to sharpen each of
these and to hide the very great differences in the eonduct and out-
look of students and faculty when not facing each other across a po-
Temical barrier. Nevertheless, taking into account these shadings and
mutings of view, it seems fair to say that anthority is more openly
challenged now.

THE CULTTURAL REVOLUTION ! AUTHORITY DELEGITIMIZED

in pondering sueh discussions with students, T have kept. looking
for settings in which they are faced with an authority that cannot
easily be personalized and, hence, where issues of fighting agninst
fears of being dependent wonld be less likely to interfere with edunca-
tion. One example is the responsive reaction many students have to a
conch 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 failure to practice.
Another is the response of students performing in orchestras or cham-
ber musie groups, where the conductor may be seen as the transmitter

2 in the dlecnssion of edneational constraints that harase them, students gnite enm-
monly attack the largrage reqnirements In eolleges and gradnate schonls, and everswhere
these are being ahandoned. My response has sometimes been to say to sach stndents that
theit etitlelsm of the Ina 2cy of most language requirements i« qnite enrrect and
that ther should insist on a language.immersion program n Peace CoPs stsle In which
they will he expoced to another cnitnte s0 Intenvely thmt they will for & period nnt be
able oten to swent or to make love In theit mother tongue, and In which 81l aspects of the
non-Ametican cnitnre will be availahle to them from its literatute to Its vernaculat
lane and enhee. Stadents tend Instantly to reject soch a demanding alternative. 1 fear
that many facnity members would also te it
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of the imperative imposed by the score, rather than as an ruthority in
his own right (and, therefore, wrong). Of course, a conch or a con-
ductor nay exercise irrational authority and subordin.ite players to
himself rather than to the rules of the gnine or to the score. Players are
very sensitive to this. Yet, at. their hest, musical ups gret sorted out
by competence so that the first violinist or solo mnch horn dves not
haye todeelected or chosen by lot.”

Perhaps as late as 1967, it was still true that most students in the
better colleges songht to perform well in regrular academic terms be-
causo they did not really question the curriculum, and becanse event i1
they did, they wanted to be able to enter good graduate and pmfes-
sional schools.” Students were coming to a wing number of avant-
sourde colleges with ever more precocions intellectual equipment. In
the middle-1960s, collegre presidents of such institutions saw their task
as a struggle to reerni* college professors in a market extiemely favor-
able to tﬁglntter. Few, if any, ohservers suspected that major institu-
tions wonld by the end of ‘the 1960s face declining pnblic esteem.
financial bankruptey. and more to the point her>, moral delegitimation
and loss of anthority:.

However, when in June. 1970, T attended the annual Institote for
incoming college presidents run by the American Conneil on Eduea-
tion, most of the men and women in attendance were deeply tronhlnd
over the issie of legitimacy. Thev were aware that many state legis-
latures expect them to act like other corporate executives (or, mther.
as the latter are in fantasy supposed to act) and to be able to control
campus tnrmoil and fire dissident or dest ructive faculty and stndents.
Inside the institution, in contrast. faculty. students, and staff expect
them to he egnlitarian and infinitely accessible. and they are con-
stantly heing told that they must maintain “dialogue.” or that “hetier
communications” are the answer toall conflicts of interest. Most shrink
from the accusation of being authoritarian or high-handed. The dis-
tinetion Erich Fromm makes in Man for Himasrf bet ween rational and
irrational anthority is almost impossible for them, as for many other
Amerieans, to make—understandably. of conrse, when it involvos their
own conditet. And like most people, ther consider it part of their job
to be well li ted as well as to he respected.

If anthority is not. to lie in themselves and their own behavior. does
it then perhaps Tie in the currienlnm which has been handed Jdown
to them? Can they defend the currienlum even while recsgnizing its
nndeniable biases and limitations? A handfnl of the men and women
at the Institnte were of this persuasion, believing that in the prevail-
ing vogue of irrationalism, they had to defend t! e anthorit ¥ of ccholar-
ship and of enltnral traditions, even if the particular carriers of these
traditions on their campnses are all too human, fallible in their

who will Insist that theit creativity wonld be stnnted §f thex tad tn enbmit to snpercicdnn
and criticlsm—ther declare that nn one i« entitled to evaluate them exrept thrmenlves, It
i« posaible that this kxind of ecollective nareleciam Ix past the peak of Jte Influence per-
haps reflecting the Inevitable change of fashion, pe haps aleo the decline In the POONG YT,

= AL Hatvard College, for example, the “rentleman’s C” of the insmciant aristorrat
wAs no longer an admired eoal bnt a depreciated lagacy. For a pletnre of Harcatrd Col-
lece In thie perind. eritical of 1te compiacencies while avware of its advanmz wee McGentrre
Bandy, ‘“Were Those the Dags? in Dacdalus, 99 (Summer, 1970). 531-567.
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pedsntry. their vanity. their mtionalism. and all the other sins
charged over the centuries against scholarship. In being prepared to
make snch a defense. these presidents are only too well aware that
they can readily be defeated and onsted. and they know they will be
attacked as reactionaries. Most of thees men nad women did not regard
themselves as stand-patters—of course few Americans do!—bnt. rather
as what might. be ealled Tory reformers.

Yet another cadre of presidents is taking quite a different road.
uamely. to form an alliance with radical young facnlty and students
in apposition to that segment of scholarly facnlty who insist on the
anthority of the enrricnlum over students and of the academic profes-
sions and their standards over facnity members. The convictions of
such presidents in favor of participatory democracy ontweigh such
convictions as thev have about the elaims of scholarship or the impor-
tance of inherited enltural traditions. Indeed. within this small hut
growing gronp. the presidents. like many facnlty. believe that to take
any other position wonld be elitist—and the accnsation of “elitism
has in many university circles heeome ahnost as damaging as the
acenzation of reeism (the two are often interchangeable).

Another problem that. the presidents face in a sitnation of in-
creasingly strained or diminishing resonrces is the jndgment by many
students and a number of facnlty thar lectures are by definition au-
thoritarian and that they compel the listeners to be passive recep-
tacles—and the speaiers to be oracles. The smiall disenssion group or
rap sessions that are preferred are almost alwavs more costly : =0 in most
instances is Independent Study. which tends to he cannibalistic of
facnlty time if it is to amonnt to more than pro forma licensing of
whatever students want. to do or not do. The presidential problem of
how to optimize the limited talents. resonrees and spaces of stndents
and facnlty are grave enough even when ideology does not dictate that
only certain kinds of grouping will provide real learning.?* Tt is a
conimon error to sup that one ean tell a priori what forms of learn-
ing are active and what are passive. The assumption that listening to
a lecture or a concert is necessarily passive. while “rapping” or even a
one-to-one tutorial is active, scems to derive from an old-fashioned
American jndgment ahout strennonsness : ironically. a judgment. voiced
by many who regard themselves in politics and culture as “anti-Ameri-
can.” Stidents conld vastly improve their own edneational experi-
ence, whatever the deficiencices of their institutions, by learning how
to learn in less than optimal settings. This wonld requnire overcoming
{hc narcissism of snpposing that one can only get along with “the
wst.”

SOMFE. STRATEGTES 1IN UNDERGRADUATE 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

# Such considerations have led e to an Interest in the offort of Parsona College in Falr-
field, 16w, to 1lmit the number of conrses taught by facnlty while pasing high salaries
and lasing on a Inrge amount of remedial work. When Joseph mmma and ¥ examined
the Parscna College «tory a few yeats ago, we concinded that the ventnre miseartied more
heeanse of the bombastic entreprenenrship of its former President than becanse of in-
herent weaknesses in the basic plan. See Joseph R. Gnsfield and Datid Riesman “Thno-
vation Ir. Higcher Edncation: Notes on smdmg.and Facnlty Enconnters lu Three New
Collrges,” and Howeard Becker, Blanche Geer, David Riesman and Robert 8, Weles, Fds_,

Institations and the Person: Essays in Homor of Evereit C, Hughes, (Chicago, Aldine,

" Bq

1968).
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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 observed a few such
colleges in recent years, my inclination is to say that in the present
climate they arc apt to attract both faculty and students who are
visionaries with competing sectarian visions, and that one needs an
extrnordinarily firm leader to avoid repeated fission. As I have just
said, I am more sympathetic to innovations within relatively stahle
settings. I have seen student-led courses which have been useful be-
cause of the particular group involved and their dedication; I have
seen others turn into therapy sessions or rapidly disintegrate. And I
have seen some of the most hopeful innovations occur in denomina-
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 come
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 life. has gained
an extraordinary momentum in our time. One approach is to insist
that schools and colleges are inherently stultifying, “total institutions.”
and that young people would be better off withont them. Another ap-
proach is to set agninst. the existing institutions the vision of new ones
which would be staffed by 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, and to believe that free-form education requires no plan-
ning, no organization.

In my first book on education I argued that it was » mistake for
high-brow critics to assail secondary school teachers for not being
geniuses ot emprthy and paragons of wisdom when the resnlt 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 ean
spread with extmordinary speed, and over time, have a cumnlative
impact. 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 sym‘mthy is with the Dionysians,

Naturally, what }ias been said just now can readily become an
alibi for cova]qcency; one has to examine the social context before
coming to a decision as to the appropriateness and the tone of criti-
cisms. Since a system of higher education with 600,000 faculty mem-
bers and seven million students is not capable of making quantum
jumps, the effort at instant transformation will bring chaos rather
than creativity.

* Thie discussion was first published as *““Teachers Amld Changing Expectations.™ Har-
ad Comter Retial Falers i Chnetrrint o TAv,a0d then a8 *Secondary Edacation
a -Cyelie A nl an ariely in American Edsucation (Unicer.
xity of Nebraska Press, 1956), chap. 3. (
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We are presently moving from a system of mass higher edueation
in which half the age-grade goes beyvond high school and in which
enrollments more than doubled between 1960 and 1970, to a system of
near miversal higher edueation np to the fourteenth grade. Our prob-
lenis wonld he somewhat less grave if it beeame general practice aftei
high school to enter on a period of employment or of volmtary service
and to rely on adnlt edueation rather than o an antomatic asanuption
of post-secondary education for many students who are neither mature
enongh nor eager enough to profit from college. The majority of these
stidents are pnrsuing voeational or preprofessinal enrrienla which
will lift them socially from blne collar to (often more poorly paid)
white eollar work: 2% the status of students, their families, and their
prospective ocenpations (along with the draft) all press in the direr-
tion of college. For most of thes: “first-generation™ students. college is
seent as n somewhat less boring option that its alternatives, and the
programs and prospects for edneational reform seldom come from
them. Intensive teaching and advising might in some cases help such
studsnts redefine their aims while they are in collesre withont necos-
sarily pulling them way from attainable post-college gonls, Just this
ocenrs in some fortunate encomters. But while such colleges often
have devoted teachers and hard-working counselors, the matehing
hetween these and auy particnlar studeni: is nsnally fairly accidental.
The advice such students get often depends on the tilt of the eurriculum
and the ever-present grapevine,

Inmore favored settings with enrefully selected student bodies and
the enshion of private endowments. I am inelined to think that it makes
sense to shift resources toward more intensive advising, even at the
expense of conrse work. T have in ming here Erich Fromm's comment
in The Rerolution of Hope? already quoted. concerning the futility
of complaining abont stndent discatisfaction and the need for facnlty
members to become, in his terni, “vnlnerable,” and responsive to stu-
dent interests.

By “vulnerable” T do not mean “apologetic.™ Many student are capa-
ble litignnts and rhetoricians, nsed sinee childhood to discovering and
exploiting adult weaknesses. What I do have in mind is the openness
to listen to the student in orderto catch the latter's concerns and pre-
occupntions as possible foci for more systematic learning and explora-
tion. “Ynlnerability™ may also mean recognizing how threatened one
is by stndent antagonism and attack without having to snppress these
reactions to appear to oneself impregnable and unaffected. Vulner-
ability might require a decision that other facnlty members, less
threatened in this particular way, could be more help to particular
students, At the same time a college of modest size whose faculty took
seriously the demanding enterprise of teaching wonlkl also need to ask
itself how students could be helped to become more vulnerable. more
open to an awareness of their limitations as well as their strengths.

Children have been tanght from their earliest years to play always
from their strengths and to conceal what they or others regard as their
wenknesses. When this life-long habit is conpled with narcissism, it

= The decline of hlue-collar work that was assnmed to follovw npon the tiee of antomation
hae heen greatls exagrgerated, See Robett 8. Welen, Datid Riesman, and Fdwin Harwnod,
“Work and Antomation: Probleme and Prospects,” in Robert K. Merton and Robert A.
Niehet (ede), Contemporary Social Problema. 3vd ed. (New York: Harconrt, Rrace, &
Wortd, 1971).

=O0pcit, p. 115,
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becomes diffienlt to persnade students to listen to a faculty adviser
who urges them to confront arcas from whese risks they Id previ-
ously protected themselves. Snch a conference could conte only after
there had been an assessment of the stndents’ capacity in a variety of
areas of comitive and emotional functioning. The aim here wonld be
less to make them “well ronnded” in some 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
simnltanconsly given the chance to contimie in areas of achieved com-
petence, they might better be able to endnre fallow seasons or areas of
(hopefully diminishing) vnlnerability.* Such’an adviser might help
stm{:\nts focus on their possible career aspirntions. and T wonld like to
see many begin at once as freshimen on n professional program studied
in a broad. hl)oml way. (I recogmize the bias against preprofessional
edncation prevailing among hoth elite college faculties and their stn-
dents: however. much education in the liberal arts is actually prepa-
ration for a career of an academic or literacy sort. and need not in
fact be “liberal™ in the sense of emancipating. whereas preprofessional
work in medicine or engineering or law does not have to be narrow,
However, the development of siich programs for undergradnates wonld
scem to he a long-term task. presently adumbrated in a mnmber of
cfforts in engineering. nursing. and education bnt. not as vet in the
post-bacealanreate professions.)

Ideally, the adviser would help students become aware of ways in
which they can learn from edneationnl settings previonsly defined as
ntterly dismal or horing. Especially today. when there is snch an
animns against all large and allegedly impersonal miliens, students
need to learn how to listen to lectures with what in The Rerolution of
ITope Erich Fronim terms “activeness,” niixing their own thonght with
that of the lectnrer and attending to what the anthropologist Edward
Hall ealls “the silent language” as well to the spoken words®

In the state nniversities and in many private colleges. teaching and
advising liave become inereasingly separate. Facnlty do academic ad-
vising, using the curriculum as a guideline: some venture into more
personal advising with the mderstandable misgiving that they will
be swamped with stndents in search of a gurn. ITowever, few facnity
members are equipped cither for academic or more directly personal
counseling. They often know too little abont their own or other in-
stitntions, at least outside of their own specialties. And they are mn-
derstandably hesitant to be eandid in talking with students about
other facnlty members, since this power could so easily be exploited

22 A nnmber of eollogrs have abandoned or minimized their traditional erading sratems In
hone of overcaming <indents’ inhiktions agnainst ventnring into new terrain based oa thelr
fear of not making the zrade and, hence, penalising themeelves fn terms of farther work,
For an empirieal discection of the wags In which grading polies in an rarlier dav at the
U niversite of RKaneae inflvenced students’ cholce of eonrses. levelr of work and of effort. see
Howard Recker, Blanche Geer, and Everett Tinghes, Making the Grade; the Acodemic Side
nf Collroe I/‘jr {New York : John Wiler, 1968).

= A handful of colleges ench nrs Sarah Lawrence and Rard approach the model nete
sketehed, There. the pereonal anthority of the don nr conneelor takes the place nf the com.
Plete absence of formal enrrienlar requitemente. The don seeks tn enconrage students to
explote the enrticnlum and to abandon eelf-peatectiveness, Since nntll inst now Sarah
iawrence has been & woman's eollegr, and since a great nnmber of the faenlty have heen
lively and talented ronng men. the dons have had a certain antharity : ther have onls rarely
met stndente whoer mask of independence trnenlently declarre: “Yom can’t make me . . .~
In my own ohesreation of enedneational settings, women students hatve been more respon-
sfve and responcdhle—thangh thees qualities sometimes are dicadcantagrore to thelr ednea
tion and development. and freqnently are too casily dismicced as mere doctlity.
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in a vindictive or self-serving way.” Furthermore, a shident may have
ample reason not to be candid in talking with a faculty member who
is also an adviser, for he may want a recommendation to gradnate
school from the Iatter—or may fear an effort at seduction. (The latter
is one generally unstated reason why attractive women stndents some-
times wish for more women facnlty members to whom they can talk
withonut the risk that their confidences will be taken advantage of.)
Fante de mienz, the advising function comes inereasingly to be lo-
cated in a separate gronp of connselors (who are sometimes also dormi-
tory residents) who are frequently trained in Rogerian methods of
sympathetic reassnrance and oceasionally in a more psychoanalytic
mode. This division of labor, nnavoidable as it may be, tends to rob
facalty members of feedback concerning the extent of their impact.
perhaps especially on the shy and nnself-confident stndents who feel
more at ease in talking abont their dilemmas with unthreatening conn-
selors than in talking hack to preoccupied faculty members. And the
connselors, beecause they are clearly not academic, can only at best
bind up the wonnds, not change the rules of the game. In the present
climate on the campus. counselors may join with other academieally

“marginal people such as campns ministers to support students in op-

position to faculty expectations and currienlar demands. They may
thus serve less to bind np wonnds than to show themselves as swingers,
insympathy with stndent hedonism and a variety of antirational enlts.

Of conrse. it wonld be wrong to make a sharp dichotomy between
faenlty seholars and anti-academic connselors: as pointed out earlier,
many faenlty have themselves become anti-ncademie, and there are
many connselors who take serionsly the academic side of college life
and seck to show students what it takes to profit from that side®

I ean illnstrate from an experience of mine several deeades ago in
the College at. the University of Chicago how the interweaving of
academic and persoaal concerns may escape hoth faculty members and
connselors. T had in a section a yvonng woman of seventeen who since
the age of eleven had belonged to a radieal Zionist vonth movement
which prepared people to go to Israel to live in a kibbmtz run by the
same movement there. When she had expressed her desire to come to
college. her fellows had insisted that Israel had no need of college-
trained women and that. if she did attend collesre. she wonld he lost
to the Movement. She had pleaded to he allowed to attend only for a
year, promising that after that she wonld go to Israel. She came by
chance into my section of a vonrse on “Cultnre and Personality™ 32
which foensed on mmlti-ethnic societies: we discussed in a common

* ] am not sure what wonld he the conteqnences on a particniar campns of heesking down
the ptivacy of the classroom and enconraging mntnal visiting and criticlsm @0 that facnity
membets conld advise stndents hettat a« well as learn something snbetantively ahont other
fielde. 1 am_inclined to think that facnitr members who wish to be retained or promated
principally hecansee of the qnality of their teaching cannot rightly insist on privacy. nor
shonld they be asked tn depend on hearsay even when combined with stndent evalnations as
the sole hases for judement. There have not been enough experiments of the side-effects of
;mn;::fm nzr‘l" me confidence that the tact and generosity requisite for snch a procedure

ounqa.

o See William G. Perry. Jr.. Forms of Intellcetwal and Ethical Derrlopment in the Col.
lear Years (New York: Holt, Rinechatt and Winston, 1970), desctihing the work of the
Hatrvard Rnrean of Study Connsel : the Bnrean not only seeks to help students grapple with
;‘hf dgm;rd;‘of thelr ac:ddn:‘l'c ;rm:' l'v’nﬂtkal.-od'oll.r:? famlt{ h?ﬁmbcrer ct'he ogmﬂnnlty} to

ave clagces recntided and play ck nn e SYm e criticism of a connselor,
in .t’he hope of helping them to become better teachers. .

See for a contemporary discnsdon, David Riesman, “Rome Proh'ems of a Conrse in
‘Cnltnte and Personality,’ ™ Joxrnal of General Education, V (1951), 122-1386.
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vocabulary Black Muslims, Zionists, French-Canadian Nationalists,
and so on. The young wonian did not speak in class, and I was not
aware of her inner turmoil, thongh she was evidently attentive. Dis-
covering that she could not. study, she consulted a psychiatrist who,
according to her own later report, told her she was sutfering from an
Oedipal conflict. Dissatisfied with this dingnosis, she went then to the
Counseling Center: there, agnin according to her veport, n young
woman counselor listened to her in a non-directive way., reflecting
hack the strength of her ambivalences, but unable to interpret these.
One wonld have had to be intensively inmersed in or viearlously sen-
sitive to the College sctting 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 serionsly than either fac-
ulty members or therapists are generally apt to do. Certainly I coal?!
have been more alert to her conflicts even thongh this might not have
led me to alter my conduct of the conrse.

Strategies of teaching and advising, as of therapy. must change as
the cultnenl context changes. When T was working on this paper (sm-
mer, 1970), a researcher came to consnlt me about eriteria for innova-
tive, liheral arts programs, and T think T startled him by saving 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 1937 a totally
required curriculum including musie. languages, mathematics, and
science, 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 stmct.nrc({) and wholly
required eurriculum for one hundred and fifty freshmen and sopho-
mores. Recruiting five colleagnes from different parts of the University
and some teaching assistants, he 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 civilization.* Tussman 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 wasnot at home in the Greek language. Many students and teaching

= Cf. Harrls Wofford, Jr., Embers of[ the World: Conversationa srith Seot! Buchanan
(Santa Barbara Center for the Stndy of Democratle Institutions, 1970). In The Rerolution
of Hope, op, cit., p. 115, Erich Fromm has a passing comment on this trpe of program,
speaking of “our college students [who] are literally ‘fed ur' hoecanse ther are fed. nnt
stimulated.” He continues, “Ther are dissatisfied with the Inteliectnal fare ther get in
most—althongh fortunately not in all—instances. and, in thizs mood. tend tn discard all
traditional writings, valnes, and ideas. It is fntile simply to complain abont this fact. One
has to change its conditions, and this change ean ocenr only if the split hetween emotinnal
experience and thought i replaced by a new unity of heart and mind. 1 i not done hy the
method of reading the hundred great hooks—which i« conventional and nnitmaginative. Tt
can only be accomplished If the teachers themselves cease heing hnreaucrats hidiug their
own lack of aliveness hehind their role of hnreancratic di sers of knowledge: §if they
hecome—in a word, hy Tolstoy—‘the co-disciples of their stndenta’ ” T think that indeed
there are problems in the Great Rooks formnla and that the textual analvsis thnt colleges
have built on that formula can become rontinized. In disenssfons at hboth St. Jnhn's eol-
. I have made similar critlelsma. Moreover. neither of the Kt. IJohn's colleges nor
Shimer escapes from the conflicts discussed in this article, Nevertheless, it can be refreshing
to sen the serfonsnesx, even solemnity, with which students and facanliy freqnently read and
:m(l’s;: t‘l'pﬁ:rgt ;e:ts.!ecpecl. ! Jllyg;:mctwtr::é to mgnf other smnll.tc-x r:mantnl llhcl-rnl nrt.;
; . for exam cn vocabula s students to 0
beine nretentions or !nsuﬂ?dently enr';hy. 'y expose to the charge
m;‘”s)ee Joseph Tussman, Eeperiment ot Berkcley (New Fork: Oxford University Press,
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assistants vegarded as anthoritarian the very idea of a prescribed enr-
rienhim, In their view, a enrrienhim conld be arvived at, if at all, only
through participatory democeracy; and while Tnussman was willing to
discugs and argme indefinitely with students, he was not prepared to
submit. to their decision as to what they shonld learn. Of conrse, many
felt that Gireece was “irrelevant.” The noise of these political-enltural
strnggles tended to conceal the actual accomplishments of the College
for many of its students, fewer of whom dropped out of Berkeley than
the general lower-division norm.

None of these experiments in General Edneation eame abont throngh
academic Inissez-faire. A1l present the entering stndent with a sharp
profile of the themes to which all are to be exposed, thongh few expeet
that students will expose themselves in all areas with equal intensity
and talent. The General Edneation component at my awn institution is
mneh less ambitions. It offers students a great variety of ways to meot
ihe requirement that they ventnre into a conrse or two in the ITamani-
ties. the Sorial Sciences. and the Natural Seiences. No agreement among
facnlty is expected as to what an edneated American onght to know.
Many students seck to meet their requirements or: a mimimal level. \
student with an interest in literatrsre who is hostile to seience may cast
aroind for that introdnetory Natural Seicuce conrse—it is Astronomy
this yonr, or Geology 2—that is least taxing and least threatening. (The
natural seientists at Harvard are much more ready to explore the other
enlture.”) Nevertheless, even sueh a minimal program mav expose
stndents te different. ways of thonght and different. modes of inqniry.
However, the present tendeney in most Tiberal arts colleges is to abolish
orrelax reqnirements <o that, despite the frequent attack on pre-profes-
sional edneation as fitting students into slots for a world they disparage,
General Edneation also suffers from a crisis of legitimacy.

T began teaching in Harvard’s General Fduneation Program a dozen
years ago, offering a one-term conrse on .American character and social
structure and recruiting a staff of ten or a dozen men and women
who shared an interest in problems of learning and teaching. and who
have come from sociology. politieal seience, history. law. clinical and
cocial psyehology, comparative literatnre, aud anthropology. When we
beaan, we found it extremelv diffienlt. to persuade IHarvard under-
gradnates that, in writing their papers for the conrse, they conld make
amy serions contribntion to the nnderstandine of society. \ great. many
had had the disheartening experience of finding themselves as ITarvard
freshmen no longer the brightest stars of their respective high sehools,
Imt surronnded with nmdreds of ontwardly impressive fellow valedie-
torians, Many came to donht their own powers: they reacted gnardedly
to their conrses and to each other: their euriosity concerning the world
was dimmed hy the fear of revealing their inadequacies. The great
majority knew their way aronnd the Tibraries, and we songht to per-
suade many to embark on a small-seale empirical investigation. per-
haps drawing on his access to a particlar segment of onr society : a
school. & joh. a dormitory floor. We published three volimes of student
papers. not. necessarily the most. elegant. in order to suggest that it was
possible for a neophyte to add to the limited stock of knowledge abont
the details of varions social worlds: we tried to make clear that these
papers were intended as illustrations, and not as fixed guideposts.

S




Q

Aruitoxt provided by Eic:

ERIC

53

The political and cultural revolutions on the campus have in the
last. few years altered what many stndents bring to such a course and
what they expeet from it. Whereas our principal problem once was to
enconrage self-confidence in stndents, a growing problem today is to
broaden their curiosity. Paradoxically, not only teo little but too much
«elf-confidence inhibits euriosity : some precocions students arrive at
college believing that they already know what society is like—and 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-
msnrgency. Many of these students have been exposed to ideas of Tib-
eration from very carly on: some have been taught in secondary
school by vonng radicals avoiding the draft or by yonng anticareerists
avoiding what they regard as the rat. race of university life, They may
not. actually have read Nietzsche, Sartre. Canms, Fromm, Fanon, but
they have been exposed to the ideas of snch writers osmotically in a
kind of post-McLanhan way. In many areas where most adults are un-
informed. these stidents are quite sophistieated. Yet in some respects
they are provineial while regarding themselves as fully cosmopolitan.
Becanse their emotional and. hence. intellectnal interest is so largely
focused upon Ameriea’s underelass, it is difficult to evoke their intevest
in the full range of luman experience. Many say that they want to
sharo “the Dlack experience,” assuming that there is only a single ex-
perience and that in any case it is only of suffering and debasement
on the one =oide and jovful nutnralness on the other. Tt is hard to et
sneh students to extend disciplined empathy and curiosity to a wide
vaviety of life in this conntry (thongh the tiny minority of active
revolutionaries ameng them talk about contacts with the “working
class™) ¥

Now we have much less of a problem of persnading students to do
some picce of empirical work outside the libvary—onr problem is often
the opposite, of getting students to look at books at all. if they do not
fall within the current canon. Reactions to onr reading \lexis de
Tocqueville's Democracy in America. ave especially revealing. Many
students and some staff members tend to dismiss him as a French
aristocrat. a libeval-conservative, who is abstract and ont of another
century, They cannot identify with this young Frenchman and his
remarkoable experience of America. Some resent his detachment (not
seeing that he was passionately argning with his fellow French aristo-
erats and conservatives as to how they might respond creatively to the
coming democratic world rather than dig in their heels for rear-guard
action).

Tocqueville would not be astonished at sone aspeets of the cnltural
revolution insofar as it is a reaction against hierarchy, tradition. and
clites. Beeause egalitarianism has always been stronger in .\merica
than in other industrizl 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 stndents.
Indeed, if one looks around the world at the stndent movements else-
where, one might surmise that the eultural revolution is strongest in
the United States. Tt is a postindustrial phenomenon in the anite con-
crete sense that many affluent American students believe that hard

a3 \ichnel Lerner. a former Harvard College stndent, describes such elite student snob
beries in “Respectable Bigotry,” The American Scholar, 38 (Autumn, 1969), 606-617.
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scientific and technical work, or work in organizational harness, is
no longer necessary in the aflluent society. Here they share Herbert
Manrcuse’s view of surplns repression.

Even at an avant-garde institution like FHarvard College, however,
such judgments, at once hedonistic and despairing, are widely voiced
but less widely shared. My colleagues and I have continned to find
stndents who are interested and alert. Sometimes they feel gnilty 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 beiief that it will
not help the abysses of onr socicty to pull down the heights of eulture.

And faculty members also need to be sustained against the dangers
of complete dependence on a student andience. This is especially true
among that growing group of graduate students who have come to
deprecate specialized research and who seek ont positions in libeval
arts colleges where they can devote themselves wholcheartedly to
nndergradnates. This very dedication is one sonrce of the factionalism
and schismatic tendencies in many small liberal arts colleges whether
they are self-conscionsly experimental or not. Facnlty members may
engage in a competition to s'how themselves more pure, more devoted.
thaun their colleagues—perhaps with the end result that their loss of
visibility in their discipline may mean that their institution is stuck
withthem jnst because they have been so evidently devoted.

Such cousiderations have led me increasinely to believe that colleges
need to protect their faculty members against the temptation of be-
coming missionaries in the cause of anti-specialist teaching and total
involvement with undergraduates and with the institution. I think
it is often of doubtful value to students to face mentors who have no
other constituenev than the local one. Yet when T have raised these
misgivings with faecnlty members and administrators, many have con-
tended that no one has the authority to interfere with their decision
to make a complete commitment to undergradnate teaching, Like some
voung pepole attempting to develop new styles of life in communes,
these faculty members see themselves as building an international com-
munitvouncorrupted by pressures to publish or otherwise to maintain
visibilitv in a larger world.

Ina 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 constitnency altogether.
But in the American academic world, that scems a very distant vision.
Tt is my judgment that those colleges have fared best over a consider-
able period of time where faculty members have been enconraged not to
limit themselves to their undergraduate teaching but to seek other
sources of stimulation—which 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.**

3 The late William Fels, former President of Rennington College, ance reported to me that
on the whole hls facnlty who had sueh connections were also regarded by students as hetter
teachers than those who were canfined to thelr teaching. Flir judgment was hased on stident
reports of the quality of teaching which he then compared with faculty performanes In
extra-mural work of all corts. For further discuesfon. Cf, David Riesman, Joteph Gusfield,
and Zelda Gamson. Academic Values and Mars Education: The Farlu Years of Oakland and
Monteith (Garden City, N.Y. : Douhleday & Co., 1070), chap. 12 and 13.
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What 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
temporvize 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 cumulative, 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.
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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 edunecational opportunity 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 stndents 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 fnrther
the nature of the relationship between achievement and opportnnity,
not just here in the United States but in other conntries as well. The
foremost purpose of this study was to determine the extent to which
the opportunity afforded academically snccessful students differed
from that afforded nonsunecessful students within six countries.

Additionally, we know from snch major works as those by Bloom,
Davis, and Hess,? and Coleman et «l..2 among otliers here in the United
States, that opportunity is related not only to performance in school
but to the home background of the students as well. In the Coleman
report,’ it was conclnded 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 fonnd
to be significantly related to achievement. Thus, a further purpose of
this stndy 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
conntry,

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 7.3 have nsed the nusnal omnibus measnres
of opportunity—pupil-teacher ratio, expenditure per pupil on teach-
ing, and the like—the procedure used to measnre the variable op-
portunity in this study was an attempt te measure edueational op-
portunity as a process.

1 The research reported herein was performed pursnant to a grant from the 1.8, Office of
Fdneation, ORG-3—-6-068260-1626, 1 wonld like to cratefully acknowledge the Standing
Committee of the International Project for the Evaluation of Fdueational Achievement
(L. for providing, as data sonrce, the LE.A, Data Bank. This study was reported to the
nsx‘lgnl nmecting of the American Edueational Research Association, in Chicago, February &,

Av,

2B, Rloom, A. Davie, and R. Hess, Compenratory Edncation for Cultural Deprivation
{New York : llolt. Rinehart & Winston, 10965),
2 Jamex Coleman ef al., Equality of Educational Opportunity (Washington, D.C. : Govern:
mn‘n't’ l;rlntlng Otlice, 1066).
4

8 Ihid, ; Coleman, “Equallty of Fdueational Opportunity Reeconsidered™ (naner presented
Iln:;{‘n-r)n the Symposium on Operations Analysia of Fdueation, Washington, D.C., November,
HALTE N
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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 specitic group
differences within each of the countries, not on the differerices between
countries. Insofar as possible, the conclusions of the study were reached
only after generalizations were drawn from the results of the analyses
within each country.

Procedures

To resolve the problem as posed, an international data source with
extensive information on u large number of students was needed. This
requisite was satisfied through the use of the data bank of the Inter-
national Project for the Kvaluation of Iidueational Achievement
(LE.A.). The L.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

yossible to sccure student samples and approximate estimates of their
Lome background, school performance, and educational opportunity
in selected countries.

Educational O pportunity !
Opportunity was measnred by qualifving the teacher’s perceptions of
the students’ opportunities to study a partienlar topic in mathematics.
The teachers had been asked to judge the extent to which their group
of students were afforded an opportunity to learn to solve the types of
problems presented by the mathematics achicvement test administered
to the students. Each tencher 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: («) all
or most, at least 75 percent, of this group of students had an opportun-
ity to learn this type of problem; (&) some, 25 per cent to 75 per cent,
of this group had an opportnity to learn this type of problem; and
(¢) fexw 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
mathematies achievement test. This score was assigned to each of his
students, and it was interpreted as that percentage of the content of
the mathematies test which the student had the opportunity to study.

Illome 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 nsed. These variables are ones traditionally used
to estimate home background. The educational levels were number of
vears of edneation 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, intevest in mathematics, also in combination, were used as an

A Torsten Husén (ed.), International Study of Achievement in Mathematics, Vols,
(New York: John Wiles & Sons, 1067y, 7 ! % Vols. Tand II
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indicator, albict aross, of performance in school. The achievement level
for o student was his corrected score on the 70-point mathematics
achicvement test. The variable, interest in mathematics, was an 11-
point index, devived from the student’s desired occupation and his
interest and grades in mathematics.” The larger scoves on this index
indicate greater intevest in mathematics.

Samples

Thesamples selected for thisstudy were thirteen-year-old stndentsin
six comntries: the United States, Kugland, France, Japan, Scotland,
and Sweden. In these countries, nearly all thirteen-year-olds are still in
school. I'rom the representative national samples taken by the LE.A.,
the samples for this study were drawn selectively, nsing the multiple
criteria; father’s edueation, mother’s education, status of father’s occu-
pation, mathematics achievement, and interest in mathematics. To
detail the selection process in the UTnited States, the advantaged stu-
dents who were selected were those students both of whose parents had
completed at least thirteen years of edncation and whose fathers were
in occupations in the four highest-statns ocenpational 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
ocenpations in the three lowest-status occupational classes. Within these
groups of advantaged students and disadvantaged students, the suc-
cossful and non-successful students were selected. The successfnl stu-
dents were those students who had achieved a score of 1625 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 resnlted 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 the disndvantaged-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 stndents in their country, only
those students who were distinctly advantaged or disadvantaged and
who were either the most successful or non-successful wereinclnded for
study. The parents’ educational levels of the advantaged students were
ten vears 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
disadvantaced students in each countrv were those students whose
parents’ edneational levels were less than the levels established as
criteria for membership as advantaged students. And, in all conntries,
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 stndents who scored 18.50 or higher, 31.25 or higher

o2
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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 ench comntry were those
whose achievement and interest scores were less than those required for
membership as successful students.

A ethod of analysis

In the statistical analysis for each country, home background—
either advantaged or disadvantaged—was crossed with sehool perform-
ance—either snceessful or non-suceessful. An exact two-way univariate
analysis of variance for non-orthogonal designs was performed to test
these main effects in each conntry. Also of interest were («) differences
in opportunity hetween advantaged and disndvantaged students, and
(b) differences in opportunity between successful and non-successful
students. The method of analysis developed by Bock & and programmed
for the computer by Finn? was used. The estimate of error in the
analvses was the pooled within-cell variation. Opportunity to learn
was the dependent variable in each of the analyses in each of the
countries.

Llesults

Tn cach country, the test of the effect of school performance. con-
trasting the opportunity of the successful students with that of the
non-successful students, was considered to he the test of the central
query of the study. To reiterate this problem: to what extent does the
opportunity to learn afforded the successful stndents differ from that
afforded 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 opportnnity than the non-successful students to learn
the mathematies covered by the achicvement 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
stident=) in each country ave graphed in Iigure 1. '

The Yength of a har is the difference in opportunity between the
groups named at either end of the bar. Differences which were found
to be significant. in the analyses of variance are so indicated. The mean
differences represented in Figure 1 were constructed from the statistics
inTable 1.

Fleborating 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 advantaged-successful students were afforded more opportunity to
learn than any of the other three groups of students (see Table 1). In
Japan. the non-successful students had heen afforded the same oppor-
tunity as the successful stndents. the opportunity to learn more than
60 per cent of the content covered in the test.

*R. Darrell Boek. "Procramming Univariate and Multlivariate Analysis of Variance'
Teckwometrice, V ( February. 1963), 04-117,

* 1. Finn, Multivariance—I"nivariate and Multicariate Analyis of Variance and_Covari-
ance: A FORTRAN IV Program, Version 4 (Buffalo: State University of New York at

Nuffalo, 1968, .
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UNIIED STATES: Diszalvantaged ~—————— Advantaged®
Non.successful =———— Successful®
ENGLAND: . Disadvantaged Advantaged*
Non-successful Suceersful®
FRANCE: Disadvantaged Advantaged®
Nonssuccessful ~mmemmm Successful®
]APANI': Advantaged = Disadvantaged

Nonsuceessful = Successful

SCOTLAND: Disadvantaged ———— Advantaged®
Nonssuccessful : Successful®
SWEDEN: Disadvantaged = Advantaged

Non.succeselul == Successful®

Leg e tle oot gl etraentoeredoeryealbeyotleess)
23 an 35 40 45 50 53 60 65 70
Stident 'opportunily ( percentage of content)

p <05,
F16. 1.~Group diffcrences in each country

Though the effect of school performance was of primary intevest,
the elfect. 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 n greater opportunity to learn the mathematics content than
that afforded the stn(lents from disndvantaged home backgrounds. In
Sweden and Japan. such was not. the case. In these two countrics. 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
eachcountry are vepresented in Figure 1.

The interaction effects of home background and school performance
in all countries were non-sigificant in the analyses, Tlence. they are
not presented here.

TABLE L.—DESCRIPTIVE STATISTICS FOR EACIHI GROUP, BY COUNTRY, ON THFE
STUDENT'S OPPORTUNITY TO LEARN (MEAN ENTRIES READ AS PERCENTAGES)

Group
Advantaged Advautaged Disadvantaged Disadvantaged-
successful nonsuccessful successfu nonsuccessful

Country X sb. N X sp., ~ X sD. N ¥ sn. N
United States. __.._... 54,68 13,71 2.3 S06R 14488 ™ 40,73 1208 8 4471 1L74 212
Fogland, .ooeniennenn 7046 Q.03 413 S8 &7 IR88 a7 6L.84 14,38 13 476 15,97 138
France...icoieennannn 60,00 1231 2 5.5 1299 418 @67 7 4212 |48 7
Japan. .. ooiiieaiacenn 604 5% 150 6200 A8 48 6367 600 05 6 403 150
Scotland......cooiaaae R 08 4,00 3u7 4588 13,50 135 50,51 1,41 2 44.53 1518 41
Sweden. oooieiceanaes 3Sr K4 20 I8 /3% 60 AR 048 120 I/ 44 062 23
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Discussion

One conclnsion of this stndy is that most non-snccessful students
are not given the opportunities to learn afforded successful students.
'I'his conclusion is supported by the resnlts of the analyses in five out
of six conntries: the Lnited States. England, Trance, Scotland. and
Sweden. Furthermore, a second concelnsion is that most. disadvantaged
students are not given the opportunities to learn that are aflorded ad-
vantaged students. This conclusion is snupported by the results of the
analyses in four ont of six conntries: the United States, Ingland,
IMvance, and Scotland.

In Sweden, the disadvantaged students had been afforded the smne
opportunity as the advantaged stndents. and in Japan all students had
been afforded equal opportunity to learn. The lack of relationship be-
tween home backgronnd and opportunity in Sweden and Japan can
be plansibly explained by the centralized core enrricnlum offered all
students through at least age thirteen in both countries. When a
homogencons educational program is offered to all students. we should
not. expeet to find opportunity related to the home backgronnds of
the students, or to any other chaacteristie for that matter.

In Japan, the homogenous cdncational program would also ac-
count for the lack of relationship between suceess in school and op-
portunity. In a non-differentiated system with a homogencous edn-
cational program, opportunity to learn is a constant, not a variable.
Thus, the differences between the successful students and the non-
successful students in Japan must be attributed to something other
than inequities in opportunity. The explanation for these diflerences
i snecess rests on fatnre research,

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

The definitiveness of the resnlts of this stidy are attributable, to
a great extent, to the exploratory way in which the variable, oppor-
tunity to learn, was measured as a process variable. Onr nnderstand-
ing of the natnre and implications of edneational opportunity wonld
be greatly incrensed if improved measnres of process were developed.
Serions consideration should be given to this measnrement procedure
in studies that are, hopefully, genernted from this one.

In generalizing from the resnlts of this stndy, there are certain
cantions to be acknowledged. Socioeconomic-status characteristics were
used to determine home buackground rather than variables which re-
flect the processes which are occurring in the homes.?* Furthermore.
only mathematics achicvement and interest in mathematics were nsed
as indicators of success in school. In spite of the limitations, the ma-
jor coficlusion of this study remains viable: educational 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.

10 Neville Postlethwalte, School Organization and Student Achiceement (New York : John
Wilev & Sons, 1967). p. 130,

n Fle, It Wolf, “The Identification nnd Mensurement of Environmentnl I’'rocess Varlables
Related to Intelligence (unpublished doetoral dissertntion, Unlversity of Chicago, 1063) ¢
R. IMve. “The ldentifiention nnd Mensurement of Environmental 1'rocess Varinbles that nre

Relnted to Educatlonal Achievement™ (mubll doctoral dissertation, University of
Chiengo, 1963). -
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NONVERBAL COMMUNICATION

By PAUL and HAPPIE BYERS

We want to suzgest some of the implications of a new understanding
of human communication for education in general and for the class-
room teacher in 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 and, 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. While ani-
mals might howl, growl, bristle. or dance, people used language as
their principal, if not their only important, communication systemn.

The stuff of communication was information, organized as facts,
concepts, or beliefs and taught as knowledge. Each person was scen to
havea 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 eross-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 produce 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
motivation deficiency.

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

Today the human sciences are broadening their focus to include the
“whole man® and the milien 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 commmity medicine. Psychiatrists and psychologists
are increasingly concerned with a person’s relationship to his family
and society as the milien for his mental health. Teachers are now read-
ing about and attending conferences coneerned with “Open Educa-
tion,” where children learn in an interactional milien more nearly
resembling a soeially interacting world of people engaged in discovery.

(62)
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TInman communication is coming to be seen 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 produced them. Our communication researveh told us a
great deal about the hmman capacity to generate. encode. transmit,
receive. decode. and act npon messages—as thongh messages eaused
behavior. But it told us little abont. human relations. Since the easiest
messages to find and analyze were verbal messages, we tended to
suppose that verbal messages cansed bLehavior and that ronverbal
communieation was probably only the wnlearned reflection of inmner
cotional states. It was diffieult if not impossible to discover the
“meaning” of nonverbal behavior and without “meaning™ it was difli-
cult to think of wessages or communieation. Even today one finds
popular articles which disenss language-use in great and even scien-
tific detail, but. the same publications do little more with the so-called
nonverbal behiavior than amuse (or embarrass) the reader with psy-
chological interpretations based on flimsy correlations.

When we study comnumication as the process by means of which
people relate to each other, we mmst look at the context in which it
ocenrs—the human relationship. And when we examine a hunian rela-
tionship—such as a simple conversation between two people—-we al-
most ininediately discover that there are nmltiple modalities operating
in addition to langnage. We discover that the modalities. verbal and
nonverbal. are learned as patterns of the eulture (as langunage is
learned) and that they are systematic (langnage has grammar. for
oxample). Furthermore we discover that they all fit together: they are
svstematically interrelated.

.\ mother holds and feeds her baby : two people enjox “talking to
each other”: a community of mathematicians contribute articles and
hooks to their academic commmnnity: a whole society maintains a par-
tienlar political system. Each of these enterprises reqnires the partici-
pation of two or more people who have learned the required cultural
codes with some degree of code-competence. .\ person’s competence in
using the enltural patterns or codes 7¢ his ability to participate in so-
ciety’s Tife. When we use this point of view or model of human com-
munication. we can say that all of edneation is a matter of teachin
children to participate in the commnnication 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 process for learning still more
through increasingly higher levels of participation. This is, of course,
a chicken-and-egg cvele in which the content learned at one point be-
comes the process for learning on the next step upward. One must
know nmbers to learn how to count. must know how to count to learn
arithmetic. must know arithmetic to learn algebra—and so on t be-
come a mathematician who ean master still hgher forms of scholars-
manship. The basic elements of human communication, throngh all
modalities. must be learned with an appropriate competence before
that which is being communicated (the subject matter) can be placed
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in the appropriate human context, Tf 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-
I competent participauts in human society.

Let us Jook at some actual examples of behavior in communication.
In the sophisticated and subtle conmnunication of the adult world we
recognize that two people coming together establish a tone that to a
larwe extent determines the quality of the interaction that follows. The
expression “we got off to a bad start™implies a recognition that hegin-
nings are important. that they strongly influence the nature of the
interchange that follows. and that there are oceasions which a tone is
interchange that follows, and that there areoccasions whena tone is
find themselves trapped in. This tone or quality appears to be set so
utickly. perhaps in the first fraction of a second of an enconnter, that
it i= difticult to observe or study : it isnsnally thonght by each person to
e the fanlt of the other person when. in fact. both are participating in
it and neither finds it easy to change.

One morning a child eame into the classroom “with a chip on his
shonlder.” The teacher apparently picked this np without realizing it.
and the day started badly between herself and the child. Tt is possible—
even probable—that the child had 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 and 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 we’ll start over
agin.” Billy went out the doors. closed it behind him. and after a few
scconds opened the door again. This time the teacher greeted him with
a smile and a cheery “ITi. I'm glad to see you this merning.” Billy
grinned 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 ont and when yon come in again have a smile on your face,”
it is quite possible that Billy wonld have gone outside and cried. But
when the nature of the communication was acknowledged as some-
thing between the teacher and child, as a matter of participation, then
the child conld 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.

Auerican. Puerto Rican, and children in many A frican societies—
and presumably children everywhere—learn 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 clastising adult, If the child looks
away. he may be acenzed of not ~paying attention,” or of “Leing dis-
respectful,” and we have seen .\merican 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 instructing him, but
he is expected %o look “respect fully” down when being chastised. 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 disrespectinl for doing the very thing that
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sigmalled respeet in their own enlture. The Afeican ¢hild (this ix a
ecneralization that is not true always and everywhere in \frica) is
tunght to respect people of higher status by »of looking directly at
them. ITigher status people in colonial A frica inclnded pavents. chiefx,
and all white people. This meant that when schools were introduced
and white teachers were brought in. the teachers faced classes of stu-
dents who conld not and did not look at them.

(Tt i= possible that the different significance of eye-contact to white
Americans and people from African societies has played a part in the
history of the rollntions between white and black American=—and con-
tinues to play some part today. No doubt slaves hronght 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
continte to he a sonrce of hidden conflict. That is. the whitee could
ohserve that the blacks were “shiftless. untrustworthy, and anreliable”
on the evidence of their avoidance of eve-contact. This “evidence”
would also snpport the sovial mythology that accompanied slavery
and wonld be thought to have no special diseriminatory significane
since whites also interpreted avoidance of eve-contact as evidence
of mistrust even when whites did it. The problem is. then, a circular
one. Commmmnieration is a systematie. enlturally learned difference and
it is not possible to adopt the cultural practices of another group ex-
cept throngh participation in the other culture.

We do not mean to say that race nrejudice stems from ditferent as-
sociations assigned to eve-contact. But it is probably true that ditfer-
ing cultural practices which are quite out of the awareness of the peo-
ple involved may act as the seeds of misunderstanding. When one
of the anthers once told a class of aradunate studentsthat Arabs tend to
stand closer to each other in certain contexts. and that they look more
“piercingly™ into the other's eyes, one of the stndents expressed his
relief on realizing that a former \Arabic roommate had not actually
heen homosexual—an American interpretation of such hehavior—but
had been only a normal Arab. Tt is perhaps worth remembering that
for every misinterpretation of non-American communication hehavior
by Americans there is a commensnrate possibility of misinterpreta-
tion the other way. To the “inscrutable” Chinese the A meriean is
equally “inserutable.’)

Some vears age a teacher-training institution was asked to armnge
for a teacher and four children in her nursery school elass to come to
the classroem on a Saturdav morning to be filmed while going throneh
a series of enstomary nmserv school activities. The teacher is consid-
ered by the institution to be a good nursery school teacher. Of the four
children. two were from white middle-class hackgrounds and two were
Negro children form Harlem. A1l the children were 4-vear-old airls,
reular members of the nursery school class. They were filmed (and the
sounds were recorded) for an uninterrupted 33 minutes. Simultancous
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 eamera could be recorded by the other. We examined this film only
to describe rnultural contrasts we might find hetween white children
and the teacher and black children and the teacher. Tt is important to
understand that the people in onr film record cannot be taken as a
valid samnle of white hehavior. Negro behavior. or nursery school be-
havior. We limited our ohservations in this film to two kinds of non-
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verbal communication. Sinee eye-to-eye contact 13, 11 most contexts
in white American society, a necessary element in initiating commu-
nication exchanges, we counted the times each child looked at the
teachier and eomnted the times in which eve-contact was achieved and
followed immediately by some exchange of expressions. We also ex-
amined those instances in which there was any form of physical con-
tact between a child and the teacher.

(b rrations: The ehildren are sitting around a small table. The
teacher moves around the table. often bending down at the waist and
sometimes erouching beside a child for a while. Her movements—walk-
ing. gesturing, moving chaiws—are smooth, even, unhurried. The rhyth-
mie character of her movements and the mte at which she walks,
moves. gestures, nods, siiles. vavies little thronghout the 33 minutes.
Al thze ehildren exhibit a greater vaviety of moventent than the teach-
er. but the white children’s rhythms are more like these of the teacher.
The Negrochildren follow the general pace,but punetuate it often with
small quick movements. When walking or moving around the room
the white children oceasionally jump or run and the Negr children,
in addition, break intermittently into what appears to e dancing
movements. On 2 few occasions a white child appears to try bits of
Jance movement in imitation of the Negro children.

In the first ten minutes of the film the children arve cutting. pasting,
and drawing. The teacher. after moving around the table behind the
children, sits finnt at one side of the table for awhile and then moves
to the other side. The children have about equal opportunity to see
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
zctive Negro child looks or glances at the teacher 33 times and “catches
her eve™ and exchanges facial expressions with the teacher fonr of
those tines. 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 child as she doces to the white child (and that she
does not pay as much attention to the less active children of ecither
color). This is trne insofar as one is looking at the number and length
of interactions. Actnally the teacher appears to be trying to distribute
her attentions equally among the children. But if one lonks closely at
the Negro girl's attempts to establish communication, it appears that
they are not timed to catch the pauses or general “searching-the-scene™
hehavior of the teacher. When the active white child wants to get into
communication with the teacher she appears cither to wait for pauses
or. after glancing at the teacher, to watch the person with whom the
teacher is talking. By watching that person she is not only heing “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 cve-contact and the exchange of expressions which
would follow. This sitnation might be summed up by a casual observer
as “the Negro child gets less attention.” but it is more usefnl to see
that there is a mismatching of communication systems. Research in
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human communication is not sufficiently advanced to describe the de-
tails of the micmatching. But we can observe that the white child's
initintion of communication is both quite different and more successful
than that of the black child in terms of subsequent communication.

()Lservations: Thronghout the film the teacher occasionally tonches,
pats. strokes. or otherwise makes physical contact with the children.
Between the teacher and the white child there is little trial-and-ervor
hehavior: tonching occurs in & smooth flow of events. The teacher. for
example. is standing and leaning over the table to look into a small ter-
rarinm and as the white girl snuggles slowly between the teacher and
the table, the teacher’s hand mores to the girl’s waist and rests there
awhile. The teacher and the Negro girl almost never manage to achieve
this. .\ conunon sequence is one in which the Negro girl approaches the
teacher, the teacher reaches out tentatively, the girl wiggles or twists
and the contact is broken: the teacher tries again, brushes the girl
lightlv. and the enconnter ends with only flecting physical contact.

Conment : Tf we ask “who is doing what to whom.” we ean say with
equal justification that the teacher #roids contact with the girl or that
the girl resists contact by the teacher. But neither view allows for the
probability that the teacher and the Negro child do not share a com-
munieation system in which the same pattern of cues leads to physical
contact. We cannot vet be explicit about what those cues are in either
comninication system. but we can see that there is a ditference and
realize that systematic connmunication. differences can result in con-
fused persenal engagements. We snggest that when comnmnicaticn
svstems are systematically different. it is diffienlt if not impossible for
the people involved to get into communication af the lercl on which the
difference exists. s we will see in a final set of observations. there are,
however, other levels of commmunication at which enltural disparity may
not he significant.

()bsergations: The Negro girl has looked or glanced at the teacher
more often than her white connterpart but with less ensuing personal
involvement. She has also moved toward physical contact on several
oceasions 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 playing with a toy shopping cart.
She stood quite still in the corner (in contrast to her usual continuons
movement) and there was an expression on her face which the teacher
eventually saw as “I'm lurt.”> She went to the girl, picked her up in
her arns. and carried her to a chair. The girl did not wiggle or move
awavx but embraced the teacher around the neck with hoth arms. The
teacher sat down with the airl in her lap and with both arms aronnd
}m'. as the airl smiled visibly and nestled her head in the teacher’s
hosom.

Comment : Here, at last. was a full. successful engagement. It did
not. incidentally. begin with the direct initiation of eye-contact by the
child. but flawed from a situation in which the teacher songht eye-
contact with the girl. who was then in a sitnation the outcome of which
hoth conld predict. One is at liberty to say either that the teacher
or the eirl initiated the involvement. But the more important point
is that both had learned the classroom procedure for dealing with “in-
jured™ children in the same way : no fine. low-level cnes involving pre-
cize expression and timing were involved.
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If two people do not speak a eommon language, we do not blame
either one for their failnre to communicate throngh speech. But we do
tend to assign “fanlt” when the problem lies out-of-awareness in non-
verbal communication. When a child makes a mistake in nsing lan-
guage, we can corret his mistake, But we eannot correct a mistake
when the child does not know the langnage asa whole system. Similarly
when a person is conumuniea*ing nonverbally according to a ditferent
enltural system. it is not possible to change the behavior by changiner
only some visible component. No single item such as the eve belavior
of the Neoro chilel eanr be prulled out and “ecorrected™ for this is only
one item in a whole pattern and the enly possible “correction™ ix
terms of that whole pattern.

Nor is it possible to change sirole items of nonverbal hehavior easily
when they are small and our-of-awareness. The veader can test this
by trying a simple experiment. When he is in eve-contact with another
person he can try to prolong that contact for half-second more than
nermal for the ocension. .\ woamzan walkine along a busy street may
elance at or sweep her eves across passing stmngers and. oceasionally.
she will be in eve-contact for a small fraction of a second with a
straneer. Uf she were to nrolone this eve-contact by half a second. this
prelongation alone wwould be interpreted by somie wen as an “invita-
tion™ even withont the additional hits of expression that wonld nor-
mally accompany sieh an invitation. Other people might observe
only that the woman washehaving strangely.

No two people even within the same enlture learn and nse their com-
munieation codes in the same way. As the psvehologist wonld pnt it.
no two people have the same personality. But within any one calture
the comnumication svstems allow each nser to correct for the individnal
variations of others. If in doubt an American listener can ask. or he
can sighal his donbt. perhaps. by a slight head tilt accompanied by a
slierht lowering or compression of his brows, and the American talker
will vepeat. restate or whatever necessary to restore ongoing com-
prehension. Although thiz is quite visible. people may not be explicitly
aware of it. But this meta-comnumication svstem (that is commnniea-
tion abont commnnieation) allows {or continnons corrective feedback
ane means that people in communication are contimously engaged n
2 mutnal teaching-learning sitnation.

Tf. however. two people have different enltural backgronnds. they
will also have different meta-commnnication svstems. That is, one per-
son mav understand the other's words but not the accompanying sig-
nals. This is the nature of the problem in the white teacher-Negro
child communication. The two share the same language with differences
that do not scem significant to them and they certainly share the class-
room procedures represented by “a hurt child gets picked np and
held.” But when we looked at deeper or more ont-of-awnreness levels of
commmication we fonund that the patterning of elements that make
up the whole of an enconnter were different between people with
different cultural learning.

Tt is accepted now that all of man's behavior and all of his knowl-
edge is ormanized in sneh a way as to make it possible for man to
learn relatively great amonnts of knowledge. It is assumed that this
is related to the strncture 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 association, the learning
task would be impossible. Instead, there is order in a mnlti-level, hier-
archial system. The organization of human communication in any
enlture is the template for the organization of knowledge or informa-
tion in that eulture.

We know a great deal more about the structure of language than
we know about the structure of non-verbal communication. We teach
language performance thronghont the formal edneation of childven,
but wo» do not teach communication competence in the sense that we
cannot teach a person to be friends or to love another person. This
comes » aut, when it does, hefirsen 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 hefwern peo-
ple and the competence reqnired is that gnined throughout life by
participating in commmnniecation with other people.

There are. clearly, cultural rules of communication: rules of lan-
guage use, of mathematies. of nanners, politeness, and sceial deport-
ment in general—even rales that rake the institution of marriage
work for those who share them and fail for those who do not. The
rnles are not to be judged by the criteria of right and wrong but by
the extent to which they enable the participants in a conversation, a
marriage. or 2 whole culture to be preictable to each other and hence
to cooperate.

Whether we are concerned with children, college students, or mem-
boers of an excluded minority, the extent to which peonle can be (and
see themselves as) members of a culture is the extent to which they
can participate in the culture. Participation is communication taking
place between them. It is nnf the messages that pass from one to the
other. The fact of talking together is, itself, more humanly significant
than the messages exchanged. The anthors believe that. the special less-
than-adult behavior that is called “children’s behavior™ in any society
(apart from obvions developmental factors) is determined by the na-
ture of the adult participation in communication vith children in that
society. And, of course, the same view can be taken for college “chil-
dren” or members of an exclnded minority.

Learning a skilled performance or acenmulating 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 throngh the full par-
ticipation of the adult, the parent or the teacher, with the child. To
talk to, read to, lectnre at . . . thesc are not participation. These are
performances by adults for children. In order for a child to acquire
competence in the full range of hnman commnnication, some adults in
his world must share their competence with him by direct human in-
volvement. Only then can a child discover the meaning and value of
the messages and the subject matter he is being tanght and only then
can he discover himself in the world of people.

As lan Lomax has written in Folk Song Style and Culture, “In
the end a person’s emotional stability is a function of his command of
a communication style that binds him to a human society with a
history.”
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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. BARATZ, Education Study Center

To understand the present political and academic furor over the
efficacy—and therefore the future—of such early-intervention pro-
grams as Head Start. it is necessary first to examine the basic concepts
and assumptions 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 ghettoes. .

This paper r.ttempts (1) to present an overview of the intervention-
ist literature with particular emphasis on the role of the social pathol-

model in interpreting the behavior f the ghetto mother. and (2)
to 1llustrate 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 pernicions example of institutional racism.

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
aoals are, at &Ist nnrealistic in terms of current linguistic and an-
thropological data and, at worst, ethnocentric and racist. We do not

nestion the legitimacy of early childhood programs when they are
described solely as nursery school situations and are not based on the
need for remediation 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 voungsters for possible
physical disorders. even thongh followup treatment of such diagnostic
screenine is often unavailable.

We wish to examine in more detail. howerver. the social pathology
model of behavior and intelligence in Flead Start * projects. We shall
atterapt to demonstrate that the theoretical base of the deficit model
emploved by Head Start programs denies obvious strengths within
the Nearo community and may inadvertently advocate the annihila-
tion of a cultural system which is barely considered or understood by
most. sacial scientists. Some thirtr years ago, Melville Herskovits

*This paver Is hased on a paper precented tn the Soclety for Research In Child Develnp-
ment. March, 1960, Santa Monica, California. The wark of the first author was dene while
he was Exe'ntive Secretary. Center for Study of Metropolitan Prohlems. Natinnal Institute
afr:::n{% ;%7\17‘? The work of the secnnd anthor Iz supported in Part by funds from NTMH

1We recosnize that no two Head Start projects are exactly alike. Head Start i< need here
as a cencric teem for interventinn prozrams desizned for nnder-privilezed pre-scheol chil-

dren.
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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 . . . bebavioral differences . . . being studied and those factors which make
for . . . their . . . existence. and perpetnation. When. for instance. ones sees
vast prozrams of Negro education undertaken without the slightest considera-
tion riven even to the possibility of some retention of African habits of thought
and speech that might influence the Negroes® reception of the instruction thus
offered—one cannot but ask how we hope to reach the desired objectives. When
we are confronted with psychological studies of race relations made in utter
j=morance of chiracteristic African patterns of motivation and behavior or with
sociological analyses of Negro family life which make not the slightest attempt
to iake inte acvount even the chance that the phenomenon being studied might
in some way have been influenced by the carrs-over of certain African tradi-
tions. we ean but wonder about the value of such work. (Herskovits, 10834,

S 121)

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 implieations of
Herskovits statement. Ratlhier. esearch on the Negro has been guided
by an ethnocentrie liberal ideology which denies cultnral ditferences
and thus acts aminst the best interests of the people it wishes to un-
derst:ind and eventually help.

SOCIO-POLITICAL IDROLOGY AND STUDIES OF THFE NEGRO

Though it has seldom been reeognized by investigators, it has been
virtually impossible for social science to divorce itself from ideologi-
cal eonsiderations whest disenssing contemperary race relations. As
Killian (196S) has pointed ont with reference to the social seience
role a frer the 1954 Supreme Counrt Decision:

recumise of their professional judmment that the theories were valid and he-
canse of the egalitarian and humanitarian ethos of the soctal Sefences. nuny
sucinlogists, psyeholozists, and anthropologists Maved the dual role of scientist
and ideologixt with force and conviction, Without sainsayingz the validity of
the conciusions that sezrezation is psyeboloziciliy harmfual to it= vietim=, it nmst
be recognized that the typieally sKeptical. even querulous attitude of =cleutists
toward each other's work was largely suspended in this case. (Killian. 1962, p. o)

Soecial science research with Neero groups has been postulated on
an idealized norm of ¥ American behavior” against which all behavior
is measured. This norm is defined operationally in terms of the way
white middle-class Ameriea is suprosed to behave. The normative view
coincides with current social ideology—the egalitarian principle—
which asserts that all people are ereated equal under the law and must
be treated as such from a moral and political point of view. The norma-
tive view, howerer, wrongly equates equality with sameness. The ap-
plication of this misinterpreted egalitarian principle to social science
data has often left the investigator with the unwelcome task of describ-
ing Negro beharior not as 1t is, but rather as it deviates from the
normative system defined by the white middle class. The stulation of
such a norm in place of legitimate Negro values or life wayrs has
mained 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 Negro 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 protect” (Glazer, N. and Moyni-

han, D.. 1963).
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Billingsley (1968) has taken sharp objection to the Glazer and
Moynihan statement, pointing ont:

The implications of the Glazer-Moynihan view of the Negro experience ix far.
reaching. To say that a people have no enlture to say that they have no common
history which has shaped and tanght them. And to deny the history of a penple
is to deny their humanity. t Billingsley, 1968, p. 37)

[Towever, the total denial of Neero cultnre is consenant with the
meltingpot mythology and it stems from a very narrow conceptualiza-
tion of culture by non-anthropologist: ( Bamtz and Baratz, 1969). So-
cial science has refused to look bevond the surface similarities between
Negro and white behavior asl. therefore, has dismissed the idea of
subtle et endnring ditferences, In the absence of an ethno-historical
perspective. when differences appear in behavior, intelligence, or cog-
nition. they are explained as evidence of genetic defeets or as evidence
of the nemitive etfects of slavery. poverty. and diserimination. Thus,
the social scientist interprets ditferences in hehavior as genetic path-
olozy or as the alleged pathology of the environment: he therefore
fails to understand the distortion of the Negro cnlture that his eth-
nocentric assumptions and measnring devices have created. The pie-
ture that emerges from such an interpretive schema may be seen as
enlturally biased and as a distortion of the Negro experience.

Liberals have eagerly seized npon the social pathology model as a
replaceiment for the genetic inferiority model. But both the genetic
model and the sacial patholoey model postulate that something is
wrong with the black American. For the traditional racists. that some-
thing is transmitted by the genetic code: for the ethnocentric social
pathologists, that something is transmitted by the family. The major
difference hetween the genetic model and the social pathology model
lies in the attribution of causality. nof in the analysis of the behaviors
ohserved 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 literature concerning lan-
guage abilities of Negroes.

LANGUAGE ABILITIES OF NFGROES

Language proficieney is considered at length in both the social and
the genetic pathology models. This concern is not aceidental, but is
the result of a basic assnmption shared by both the social pathologists
and the genetic racists that one’s linguistic competence is a measure of
one’s intellectual capacity. . . o o

Thus we find Shaler (1390), who believed in the genetic inferiority
of the Negro, writing:

His inherited habits of mind. framed on 2 very limited languame—where the
term= were well tied tegether and where the thonzht found in the weords a
bridze of ensy passage—gnve him much trouble when he came to employ onr
speech where the words are like widely separated steppinmstones which require
nimble wits in those who use them. (Shaler. 100, p. 23)

And later, Gonzales (1922) desrcribes the langmage of the Carolina
coastal Negroes called Gullahs in a similar marner:

Slovenly and careless of speech. these Gullahs seized npon peasant English
used by some of the early settiers and by the white servants of the wealthier

colonists. wrapped their clunisy tongues about it as well as they could. and.
curiched with certain expressive African wonds. it issued throuzh their fiat noses

7Y




ERIC

Aruitoxt provided by Eic:

73

andd thick lips s so workable a form of speceh that it was generally adopted by
other slavex and became in time the accepted Negro speech of the lower distriets
of Sonth Caroling and Geergia, With charncteristie Inziness, these Gullah Negroes
took short ents to the ears of their anditors. using as few words as posxible, some-
times making one gender serve for three, one tense for several. and totally
disremurding singular and plural numbers, (Gonzalex, 1922, p. 10)

Tunt (1968) provides a similar deseription, but from the social
pathology perspective, when he writes of the parents of Negro
children:

The<e parents themselves have often failed to utilize prepoesxitional relation-
ships with precision, and their syntax is confused. Thux, they serve ax poor
lingunistic models for their young children. (IInnt. 1965, p. 31)

And Dentseh (1963), writing on the same subject, states:

In observations of lower-class homes, it appears that speech sequences seem to
be temporally very limited ond poorly structured syntactically. It is thus not
surpriving to tind that a major foeus of deficit in the children’s language develop-
ment is syntactical organization and subject continnity. (Deutseh, 1963, p. 174)

Green (1964) gives us another example of the deficit orientation of
social pathology thinkers:

The very inadequate speech that is used in the home i= also nsed in the neigh-
borhood. in the play group. and in the classroom. Since these poor English
patterns are reconstructed constantly by the associntions that these young
people have. 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, Hurst (1965) categorizes the speech of many Negro college
freshmen as:

. . . linvolving] such specific ort aberrttions as phonemic and su"»-phonemic
replacements, segmental phonemes. phonetic distortions, defective syntax, mis-

artienlations. mispronunciations. limited or poor vocabulary. and faulty pho-
nology., These variables exist most commonly in unsystematic, multifarious

combinations.

Jecanse of their ethnocentrie bias, both the social pathologists and
the genetic racists have wrongly presnmed that lingnistic competence
is synonymous with the dc\'eTopment. of standard English and. thus,
they incorrectly interpret the different. vet highly abstract and com-
plex. non-standard vernacular nsed by Negroes as evidence of lin-
uistic incompetence or nnderdevelopment. (Baratz. J.. 1969). Both
chare 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 Miiller (1859) wrote the Hiztory of
Aneient Sanskiit Literature. the racist contention has been that lan-
auages (and their cognitive components) could be hierarchically or-
dered. Miiller himself offered German as the “best™ language for con-
ceptnalization, but. it will not surprise anyone to learn that at various
times and according to various writers, the “best™ language has been
the language of the particular person doing the thinking about the
matter. Thus. the ethnocentrism of the social pathology model, which
defines a ditference as a deficit, forces the misgnided 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 remedim?'é 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 Colien, 1967; Labov, 1969; Dillard, 1969; Baratz,
1969: Wolfram, 1969). Many lower-class Negro children speak a well
ordered, highly structured, but different, dialect from that of stand-
ard English. These children have developed a langnage. Thus one of
the basic rationales for intervention, that of developing language and
cognitive skills in “defective’” children, cannot be supported by the
current linguistic data.

Nonetheless, the first intervention programs assuimed that the causes
of a Negro child’s failure in school could be counteracted in those
months prior to his entrance into school. Data soon became available
concerning the effects of IHead Start, indicating that three months
was 1ot enough time for intervention to be effective (Wolft and Stein,
1967). The social pathologists reasoned that the supposedly progres-
sive deleterious effects of tlie early environment of the Negro child
were so great they could not be overcome in a few months. This argn-
ment. provided the basis for the extension of Head Start to a full
vear before scliool—and by extension into intervention programs
which begin earlier and carlier in the child’s life and which eventually
call for interference with existent family and child-rearing activities.

This expanding web of concern is consistent with the deficit. model.
Postulation of one deficit which is unsuccessfully dealt with hy in-
tervention programs then leads to the discovery of more basic and
fundiunental deficits. Remediation or envichment gradually broadens
its scope of concern from the fostering of language competence to a
broad-based restructuring of the entire cultural system. The end result
of this line of argument occurs when investigators such as Deutsch and
D?utsch (1968) postulate that “some environments are better than
others.”

With the recognition of failures and limitations within Head Start
and like programs with a social pathology base, proponents of intev-
vention call for earlier and eavlier intervention in the child’s life. This
folk)ws from an interlocking sct of assumptions which they frequently
make :

1. that, upon entering school, the Negro disadvauntaged child is unabie 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, they do not benefit from the
standard educational environment. (That does not, however, say any-
thing about whether they are capable of learning genemlly.') The
second premise is an extension of the earlier work on mothering of
institutionalized children as reported by Spitz (1945), Goldfarb
(1955), Rheingold (1956), and Skeels and Dye (1939). Much of this
literature, however, is predicated on the total absence of a mother or
mothering agent. Indeed, 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 ke has a mother, andyhis
hehavior 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 Kretch ef al. (1962), where animals were raised
in cages with either considerable sensory stimulation or nome at all,
EX%ain, the seodel was that of absence of stimulation rather than

i

ifference it:type and presentation of stimulation.

THE INADEQUATE MOTHER IIYPOTIIESIS

It is important to understond that the inadequate mother hypothesis
rests essentially on the groands that the mother’s behavior produces
deficit children. It was created to account for a deficit that in actuality
does not exist—that is, that ghetto mothers produce lin%uistically and
cognitively impaired children who cannot learn. Black children are
neither linguigtically impoverished nor cognitively underdeveloped.
Although ¢t snguage system is different and, therefore, presents a
handicap. { A gttempting to negotiate with the standard En%-

y

lish-speals &%, 1t is nonetheless a fully developed, high
structured systein

veieen Chat is more than adequate for aidilig in abstract
thinking. Fxsict: children attempting to spealk standard Inglish are at
a linguistic disndvantage; they are not linguistically deficient. Spealk-
ing standard English is a linguistic disadvantage for the black youth
on the streets of Iarlem. A disadvantage created by a difference is not
the same thing as a deficit !

Tn 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 hetween
child-rearing behaviors and school achievement. Ashas been discussed
elsewhere (ﬁaratz, 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
suoh 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 cipher—the prime teaching responsibilities of the public school
system.

y1\*evert;heless, the inadequate mother hypothesis has proliferated in
the literature of educational psychology. Of 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 cither (1)
responses to sociological survey-type questionnaires or (2) interaction
situations contrived in educational laboratories. There 18 almost no
anthropologically-oriented field work that offers a descri})tion of what
actually does happen én the home wherein the deficit is alleged to arise.

One of the chief complaints leveled against the black mother is that
sho 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 tench 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

65-714—T72 ]
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has revealed that it is fmr from a vacuum; in fact, there is so much
sensory stimulation (at least in the eyes and emrs of the middle-class
vesenrcher) that a contrary thesis was necessavily espoused which
argues that the ghetto sensory stimulation is excessive and therefore
auses the child to inwardly tune it a1l out, thus creating a vacuum for
himself (Deutsch, C., 1968).

Movre recently, studies of socinl interaction suggest that the amoum
of socinl stimulation may be quantitatively similar for lower-class and
middle-class children. Thus, the quantitative delicit explanation now
appears, of necessity, to be evolving into a qualitative explanation;
that is. the child receives ns much or even more stimulation as does the
middle-class ehild, but the researchers feel this stimnlation is not as
“distinctive” forthe lower-class child as it is for the midcdle-class child
(Kagan, 1968). Of course, it is interesting to note heve that, except for
those enviromments where socinl and sensory deprivation ave extremely
severe or total, a condition which is certainly not characteristie of the
ahetto environment, there is not evidence to suggest that the ghetto
child is cognitively impaired by his mother's sensory socinl interactions
with him.

It has further been suggested that the ghetto mother manages here
home in sueh a manner that the child has (ﬁﬂiculty developing a proper
sense of time and space—i.c. the organization of the house is not
ordered around regularly ocenrring mealtimes and is not ruled by the
White Anglo-Saxon Protestant maxim “everything in its place, and
n place for everything.” To the middle-clags observer, such a home
appears to be disorganized and chaotic, while it is merely organized
differently. Thus we have data which tell what the mother does not do,
but we are 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 environ-
ment where there are regularly occurring meal and %edtimes. There is.
however, a considernble liternture concerning cultwre diflerences in
the concept of time (ITenvy, 1965).

TFurther, it is continually asserted that the ghetto mother does not
talk or read to her child, thus supposedly hindering his intellectunl
growth 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 ehédld has in fact
developed lamguage, the ghetto mother is still accused of causing
lanenage retardation in her infant,

The mother’sinvolvemnent in reading activities is also presiuned tobe
extremely important to the child’s development and future school
success. The eonclusions 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 veading to ehildren is essential for their lemn-
ing to read, or that such reading will enhance their real langnage devel-
opment. Althongh Irwin’s (1960) landmark study indicates that chil-
dren who ave systematically read to babble more, it does not demon-
strate that they are linguistically more proficient than those children
who are not readtosystematically. 81
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A further factor in the mother's behavior which is continnally
Dlamed for deficits in the child is her lack of communication to liim of
the importance of school achievement. Althongh the literature presents
a great many cases which illustrate that the lower-class mother ver-
halizes great achievement motivations concerning her children, these
verbalizations are largely discredited in the eyes of some psychologists
(Katz, 1968) who sce little action—e.g., helping with homework, join-
ing the PTA—underlying herstatement. of achievement motivation for
her child. (Heve, ironichly. the supposedly non-verbal mother is now
being penalized for her verbal behavior.) Indeed, her verbalizations
tond to exhort. the child to behave and achieve in class in relation to
somo assumed Dehaviornl norm rather than to some cducational
reward ; e.g., learn to read beeause the teacher saysso, not hecanse there
are many things that one can learn from books ( Hess, ez al., 1968).
Nonetheless, 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; nov are there data to suggest that
intrinsic motivations (learn for learning’s sake) areeffective for teach-
ing reading, or that extrinsic ones (do it hecause I tell you) are not. In
fact, the behaviorist literature tends to indicate that different sub-
aroups (i.e. lower-class versus middle-class) respond differently 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, Tess
and his colleagues collected data on 163 black mothers and their four-
yvear-old children, The mothers were divided into four groups: profes-
sional, skilled, unskilled-family intact. and unskilled-father absent.
Socinl workers collected data in two extensive home interviews. Later,
the mothers and children came to the university where IQ and other
formal tests were administered, The mothers were also presented with
theoretieal situations and asked what they would do or sny—e.g., what
wonld you say to your child on his first. day of school. In addition, the
mothers were asked to teach their children a block-sorting task and to
replicate o design on an eteh-n-sketeh 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 situaticns in
which they were clicited (i.c.. interviewing and a lnboratory task) are
much more typical of middle-class experiences. Nevertheless, many
differences in maternal langnage and teaching styles appeared. It
wonld be a mistake, however, to conclude that these differences in
language and teaching style canse the child to be wneducable. What
makes him appear “uneducable” is his failure in an educational sys-
tem that is insensitive to the enlturally different Hnguistic and cog-
nitive styles that he brings to the classroom setting, The school, there-
fore, fails to nse the child’s distinet culturnl patterns as the vehicle
for tenching new skills and additional enltural styles.

One of the major difficulties with the work of Tess ef aZ. lies in their
concept. of “eduicability.” Superficially this refers to those skills which
every child potentially possesses but. whieh presumably ave not devel-
oped if the mother's hehavior is “restricted™ and not similar to that of
those middle-class mothers who produce children who suceceed in
school. Those skills which the child potentially possesses, however, are
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not defined by Hess et al. simply as lunguage development, but rather
more subtly as the use of standard English. Concept development is
not seen as the development of language for thonght. (There are, of
course, no languages that onc 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. “Edncability” 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
chamneled. The lower-class mother is a priori defined as inadequate
because she is not middle-class.

In their discussions of the mothers’ langnage hehavior, Hess et al.
rely heavily on the concepts of Basil Bernstein, who describes two
different communicative styles generally nsed 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 hias yet to be demonstrated. Cavroll (1964) has discussed
the methodological issne of the relationship of langnage style to cog-
nition. To say that a particnlar langnage has a deleterious effect on
cognitive performance, speakers of that language must be tested for
cognitive ability on a non-linguistie task—such a task has yet to be
developed or tested.

The Hess data, while providing considerable information on ma-
ternal hehavior differences in lower- and middle-class black women,
do not indicate that the children from lower-class homes are any Jess
ready to learn than are the middle-class children, nor do they demon-
strate that these children will be less able—especially if they are placed
in a school that takes advantage of their experiences, as the present
school currienlum 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 childven tend to perform better
in a testing situation—and subsequently in & school sitnation—which
requires mainstreain behaviors and heuristic styles than do lower-class
childven, who have learned something else.

There is much to he learned about maternal teaching styles and how
they can be used to help the child function better in interactirns with
the mainstrenm culture. Research has indicated how unlike the middle-
class mother the lower-class mother is, but there is very little deserip-
tion of who the lower-class mother isand what she does

TITF, FAILURE OF INTERVENTION

Intervention programs postulated on the inadequacy of the mother
or the lack of environmental stimulation (Shac fer, 1969 ; Gordon, 1968 ;
Klaus and Gray, 1968) fail after an initial spurt in IQ scoves. This
appears to be an artifact of the methodclogy, for the first contact
with mainstream educational patterns («n agent intervening in the
home, a Head Start Program, kindergarten or first grade in the public
school) appears automatically to canse an increase in IQ for these
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children. The artifact is clearly evidenced in the “eatch-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 «nd non-Head Start children de-
erense after second or third grade, is a further indication that early
childhood intervention is not where the answer to the failure of chil-
dren in publie school les.

Interventionists argue that what is needed are school-based pro-
arams (Project Follow-Throngh) which naintain the “gains” of
Head Start Ly changing the natnre of the school enviromment. In ef-
fect, this argument 1s a specions one since it was the intervention pro-
aram itself which was supposed to insure the child’s success in the
schools as they are presently constitnted. For the early childhood in-
terventionists then to turn aronnd and say that the schools do not do
their job in maintaining the increases which the school itself has @en-
erated in non-Head Start children (as well as the increases of Tead
Start children) is indeed to point to the crux of the matter: the failure
Tios in the schools, not the parents, to edneate these children. This
clearly indicates that eritieal intervention must be done, bnt on the
procednres 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 procednres and materials that are culturally relevant
is critically needed. Tt is important to note here that such intervention
procedures—e.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 edncation
that must be changed for these children. 7'he educational problems
of lower-class culturally different Negro children, a8 of other groups
of eulturally different children, are not so much related to inappropri-
ate educational goals as to inadequate means for mecting these goals.

Tt is not, therefore, a pmticnlar program for emly childhood inter-
vention at a critical period which affects IQ scores. Rather it is the
initinl contact with mainstream middle-class behaviors that tends to
raise temporarily the scores of yonmg children. As the test items. how-
ever, begrin to rely more and more heavily on the langnage 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, flnency in a new langunage style
and nsage must be tanght formally and systematically for it to be mas-
tered. Indeed, this failmre to teach the mainstream language styles and
nsage by means of the child’s already existing system may well explain
why the initial test gains of these children are not maintained.

The early childhood programs, as well as public schools. fail in the
long run becanse they define edneability in ternsofa child’s ability to
})prfm'm within an alien culture: yet they make no attempts to teach
1im systematically new cultural patterns so that the initial spurt in
test scores can be maintained. Fdneability, for cultmrally different
children, should be defined primarily as the ability to learn new enl-
tural patterns within the experience base and the cultnre with which
the child is already familiar. The igtial test scores of enltnrally differ-
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ent childven must not be misevaluated as evidence of “educability,” but
rather should be viewed as evidence of the degree to which the child is
familinr with the mainstream system upon which the tests are based
both in content and presentation.

Because of the misconception of educability and the misevalnation
of the test data, interventionists and edueators create programs that
are designed (1) to destroy an alveady functionally adequate system
of behavior beenuse it. is viewed as pathological and (2) to impose n
system of hehavior without. vecognizing the existence of a functionally
ndequate system of behavior alveady in place. (Thus it is comparable
to attempting to pour water into an alrendy wine-filled pitcher.) Jdu-
eation for enltwlly diflerent children should not attempt to destroy
functiounlly viable processes of' the sub-culture, but rather shonld use
these processes to tench additional enltural forms. The goal of such
education shonld be to produee a bicultural child who is eapuble of
functioning both in his sub-culture and in the nminstream.

IHowever, since TTead Start has disregnrded or attempted unknow-
ingly to destroy that which is a vinble cultural system, we should not
have been surprised by its failure in attempting to “covrect™ these he-
haviors. Head Start has failed beeanse its goal is to corvect a deficit
that simply does not exist. The iden that the Negro child has a defec-
tive linguistic and conceptual system has been challenged by the find-
ings of Stewart (1964, 1967, 1968, 19G9), Baratz, J. (1969), Labov
(1969), and by Lesser and his collengues (1963, 1967), who point to
the structurnlly coherent but. diffevent lingmistic and cognitive systeins
of these children. Indeced, the defieit model of Head Start forces the
interventionist closer and closer to the mement of conception and to
the possibility of genetic determination of the behavior now attrib-
uted to u negative environment, This position is plaintively deseribed
by Caldwell (1968) :

Most of us In enrichment . . . efforts—no matter how much lip service we pay
to the genetic potentinl of the child—are passionnte believers In the plasticity
of the hmuman organism. We need desperately to bolieve that we are horn equal-
iznble. With any fallure to demonstrate the effectiveness of congrensatory experi-
ences offered to children of any given age, one is entitled to conclude parsimoni-
ounly that perhaps the enrichment was not offered at the proper time. (Caldwell.
1908, p. 81)

Tlsewhere 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 months) until we are fuce to face
with the possibility of genetic differences between Negroes and whites
which forever preclude the possibility of remediation or eurichment.
We are in Caldwell's debt for such n passionate statement of the real
issue at hand. A1l edueators concerned with intervention of any kind
and waware 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 genctie
model. The frustration due to the failure of intervention programs
proposed by the social pathologists could lead to three possibie lines of
responses from those watching and participating in the unfolding of
events, They are:

1. an Increased preoccupntion with very early intervention, at birth or shortly

therenfter, to offset the allegedly ‘‘viclous” effects of the inadequafe environ-
ment of the Negro child ;
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2 the complete rejection of the possibility of intervention effects unless the
child is totally removed from lhis environment to be cared for and educated by
speclalists ;

3. the total rejection of the environmentalist-egalitarian position in favor of a
program of sclective cugenies for those who seem to be totally nnable to meet
the demands of a technological environment—scientifie racism,

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

The clenrest line of thought enrrently evident comes from people
such as Schaefer (1969a), Gordon (1968), and Caldwell (1967) advo-
cating the introduction of specinlists into the home who wonld not
only provide the missing stimulation to the child, but also teach the
mother how to raise her children properly. Thus. the new input is an
intensive attempt. to change totally the child's environment und the
pavent’s child-rearing potterns.

But the fear is that even such a massive attempt, will still fail to
innocnlate the child agninst failure in the schools, Recognizing this,
Caldwell (1967) provides the model for intervention programs which
tnke the child 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. distanee
from this position to Bettelheim's statement (New York Z'ines, March
1969) advoeating total removal of Negro children to kibbntz-like
controlled environments in order to overcome {he effects of the al-
legedly negative values and practices of the ghetto—in short, the
annihilation of distinctive Afro-American cultural styles.

Finally, the appearunce of the scholarly article recently published
by Avthnr Jensen (1969) in the Jarvard FEducational Review repre-
sents the attempt. of a former social pathologist to deal with the failure
of the intervention progmms, He may find his position politieally
distasteful but, for a scientist who lncks a eross-cultural perspective
and a historical frame of reference. it. is the only way to maintain
his scientific integrity. Like most. scholars who come to advocate nn
unpopulnr thesis, Jensen has done his homework. Iis fumilinvity 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
1Q which lead to success in the edncational system. Sinee Jensen re-
jects the socinl 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 n model of genetic inferiority.

Iowever, like the social pathologists who had to create an explana-
tion (i.c., inndequate mothering) for a non-existont. deficit, Jensen is
also enlled upon to explain the reasons for a relative theory of genetic
inferiority in the American Negro. His argument, similar to those of
enrlier genetic racists, states that the Negroes who were brought over
as slaves “were selected for doeility and strength and not mental abil-
ity, and that throngh sclective mating the mental qualities present
never had a chance to flonrish,” (Edson, 1969). Interestingly enough,
this contention was decimated almost. thirty years ago by Melville
Herskovits (1941) in his book. 7’he M yth 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 continnity 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 are “culture-bonnd.” Such changes
represent very surface knowledﬁze of the concept of culture and, in par-
ticular, do not deal with subtle yet significant enltural differences.
Many social scientists believe that they are dealing with the culture
when they describe the physical and social environment of these chil-
dren. One must not rron}use a description of the environment in which
a particular culture thrives for the culture itsel f.

Becanse historienl and politieal factors have combined to deny the
existence of a Negro culture (Baratz and Baratz, 1969), social scien-
tists have found themselves having to chioose between ecither a genetic
deficit model or a deficit model built on an inadequate environment
(the “eulture” 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 devive from
them. This revolution began with Herskovits and is being forwarded
by the linguistic and anthropological studies of Stewart (1964-1909),
Szwed (1969), Abrahams (1967), Hamnerz (1969), and others. The
basic assumption of this research is that the behavior of Negroes is
not pathological, but can be explained within a cohevent, structured.
distinet, American-Negro culture which represents a synthesis of
African enlture in contact with American European cultnre 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 programs 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
he totally re-evaluated and old concllusions dismissed, not solely be-
cause they are non-productive, but also because they are ethnocentric
and distorted and do not. recognize the eultural 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 in race relations
research. Fortunately. at this critical point in our history, we do have
a third madel available. capable of explaining both the genctic and
socinl pathology views with greater economy and capable of offering
viable research and societal alternatives. -

"The major support. for the assertion of a_revolution in scientific
thinking abont the Negro comes from tho discovery that the urban
Negro has a consistent. through different, linguistic system. This dis-
covery is an anomaly in that it could not have been predicted from the
socinl pathology paradigm. This finding. if we can judge from the in-
credulity expressed about it by our collengues, violates many of the
perceptions and expectations about Negro behavior which are built into
the assumptive base of the social pathology model. This assumptive
hase. it is argued. has restricted onr phenomenological field to devia-
tions from normative behavior rather than to descriptions of different
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nornmtive confignrations. In the present case, it wonld 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
reconstrnetion of our modes of theorizing and conceptualizing about
Negro behavior,

TTowever, there may be vesistance to adopting the enltural difference
model which stems not only from the inherent methodologies of the
socia] pathology theory, but nlso from the much move vague, and often
unexpressed sociopolificnl view of the particular investigator seeking
to support his view of our current racial situation—views which are
unarticnlated and therefore unexamined. Thus, the resistance we
antieipate may be intensified by the fear that talking about differences
in Nearo behavior may automatically produce in the social pathologist
the postulation of genetic differences. This fear, so often expressed,
is related to the real fact that the genetic model itself rvelied on be-
havioral differences as the basis far its conclusions about genetic
determination. Three paints ¢con be made here to deal with this con-
cern: (1) it has nat and should not be the role of rational scholarly
discomrsc to dismiss data and knowledge simply because it does not fit
a partienlar ideologien] position extant at a particular moment in
histary: (2) differences, which indicate that learning has taken place,
are not deficits: and (3) the view of the current social pathology
position is in many ways prone to the snme eriticisms leveled at the
aenctic pathology model. The current scientifie crisis will resolve
ir=elf solely on the lasis of scholarly research and not ideology or
polemie, The basic assumptions of scholarly research must be examined
and models tried ont that offer more snecessful and economieal expla-
nations,

In summary, the social pathology model has led social science to
establish programs to prevent deficifs which are simply not there. The
fuilure of intervention reflects the ethnocentrism of methodologies and
theories which do not give credence to the cognitive and intellectnal
<kills of the child. A researeh program on the same scale as that
mounted to support the <ocial pathology model must be lannehed in
order to discover the different, but. not pathological. forms of Nearo
behavior. Then and only then ean programs he ereated that utilize
the child’s differences g n means of furthering his acenlturation to
the mainstrenm while maintaining his individul identicy nnd eultnral
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 for Early Education, and before that,
in the Early Training Project. Specifically, I shall report on certain
studies which have used a procedure 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. Owr approach is
far from unique. It does have a certain flavor of its own, lhowcver,
and it is that flavor which I shall attempt to describe.

Our first entry into the field of home visiting was rather casual in
inception. In the 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
throngh three stummers beginning at age three and one half. Because
we were well aware that much forgetting 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 unexpeeted finding. At the home visitor’s suggestion we
tested the yonnger 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 found
that the younger siblings of the more extensive experimental treat-
ment showed JQs approximately 18 points higher than those in the
two control groups.

Because of this finding, our next study under the direction of James
O. Miller and Barbara Gilmer, was one in which we tried systemati-
cally toseparate 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-up stage, involved three differen-
tial treatments for the children. In one group the children were en-
rolled for two and one-half vears 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 pavticular attention given to the parents. In fact,

*Demonstration and Research Center for DBarly Eduention, Tohin T, Kennedy Center,
George Penhody College, Nashiville, Tenn,
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we did as 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 aweels in a carefully scheclluled sequence of training
experiences. These activities were designed to enable the mothers to
take on some of the functions of the 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 t'he 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 shown in the
performance of the younger children in the group in which mothers
were involved along with the target-aged children and also in the gronp
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 appems 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 sibling is involved for five half days a week. A third finding
which is only beginning to 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 vemain relatively stable—at least they
are not significantly different—after the children have gone through
their first two yearsof schoe’s In the group in which the mothers were
not, involved, however, there has been a clecline in IQ. Whether this
sustaining effect will hold up still remains to beseen, but it does suggest
to us that working with mothers may be valuable not only from the
standpoint of immmediate cost cfficiency, 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 from the earlier stn dy
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 have been measurable.

Cwrrently 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 developmental
rather than remedial. We do niot yet have data to report on our work
with infants, but to date it seems both feasible and promising,

As a research ares, 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. Tn addition, home visiting programs are
carried out over a period -vof_\time—gr};rally eight months or more.
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Thus one has problems of attrition, problems of major changes in the
family group, sich as the birtl: of a new sibling or the desertion of a
father, \vhicL disrupt the effectivencss of a treatment program. We are
enthusiastic enongh about the promise of the approach, however, to
find it well worth exploring in a research context, even if it does
]{re.sent a fearful array of problemsin 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 program, in terms of activities
whicli are earried out with the child and with the parent. These ave
important but. we think they are more appropriate for description
in gnides and manals for parent workers or for parents themselves.
We are actively involved in preparing sich materials, and have just
completed & gnide 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)

Tnstead it. would seem nseful 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 programs—that of
enabling the parent to become a more effective edncational change
agent with her young children,

2. OQur general handle to the situation is the basic interest of
tho parent. Our parents want what is best for their children, but
are often lacking in the knowledge of the instrumental steps. If
we can enlist a mother's interest in learning these instrumental
steps, onr battle is half won. Equally important, in our approach,
is the need for respect for the dignity of the parent and a recog-
nition of the basic worth of the child himself or herself. This
sounds fairly casy. but siuch an awareness is sometimes diffienlt
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. Tt has heen onr approach not to exclude any family member
from the lesson dnring the home visit. This sometimes makes the
visit difficult bnt we feel it is necessary for two reasons. There is
obvionsly an important factor of rapport ; often tiie parent cannot
avoid including younger siblings. It is unfair to expect her to
make special babysitting arrangements for a home visit. O sec-
ond reason is of conrse that of the spread of effect. Other children,
cither joining in or watching, benefit from the lesson, and them-
selves, if old enough, learn new ways of interacting with younger
siblings. ’

5. We have concentrated on the nse of easily available and easily
constructed materials. We use a few pnrchased materials such as
wooden puzzles and one-inch cubes. Typically, however, we use
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materinls constructed either ont of inexpensive items such as out-
ing flannel, or the things that are around the home such as dis- !
arded coffee cans and plastic containers. One reason for this tales

ns (o our next point.

6. We attempt through a sequence of home visits to move_the 3
parent towards increasing initiative and independence in plan- ,
ning the educational stimulation of her child. For exaniple, a typi-
cal procednre with us has been for the home visitor to leave with
the mother each 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 arce inappropriate. Although certain activities sug-
gested by the parent may not be particularly educational for the
child, they may have enormous valie in developing the parent’s
initintive ‘and independence; over time we can lead the mother
to develop more appropriate activities.

7. We help the parent to understand and to use simple reinforce-
ment procednres. Thus, 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 temptation 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 fonnd out you don’t have to beat kids to get them to
learn.” Unfortunately, the implicit learning theory of many of
these parents secms to have been one of viewing punishment as
the way to change behavior. We believe some concentration on
the effective use of positive reinforcement is of particular im-
portance for this reason.

8. 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
going to have some time to spend with her children, she has to
plan her schedule for the day, rather than living from minute to
minnte, a procedure which seems fairly characteristic in some 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 nutritional 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 tnrn
spills over to other areas of her life.

9. Onr program is a highly individnalized one; a major attempt
is always made to adapt the home visit and the suggested activi-
ties to the parent’s particular life circumstances. Most of onr par-
ents, being of fairly low edneation and limited experience, need
snggestions that are concrete and highly specific to their own
sintation. 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 from minute to minute.

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

TWith few exceptions the parents with whom we have worked have
wanted what is best for their children. They have not always been
entirely snre of what is best for them—who 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 diffieulty, 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 aspirations—for their children to do well in
school—the most typical answer was that they could send the child
to school elean 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 hecome a more cffective educational
change agent.

A second major recommendation for a home visiting program is
that of cost cfficiency. We have found that paraprofessionals with ap-
propriate—and extended—training, and with a sufficient amount of
consnltation and supervision, can become highly effective home visi-
tors. A home visitor, on the basis of hourly visits, ean handle as many
as fifteen or twenty visits a week. Furthermore, we have data in onr
studies which show that one can, by such techniqne, affect not only a
aiven child in the family and the child’s mother, but also other mem-
bers of the family group, most conspicuously the younger children.

Certainly, home visiting is not a panacea for the problems of the
low-ineome family in our ({)resent day society. Enabling the parent to
hecome a moroe 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 much 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 eflicacious for maximum intellectual development.
Alternatively, a large amount of effort has been devoted to the study
of the personality 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 sc%)a.rute 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 1m‘portance for nnderst,andin% and affecting infant and ve
young children’s intellectual growth. Review of the infancy researc
iternture on the interrelationship between personality und intellectual
rrowth reveal relatively little interest an({’ information on this most
important problem (sce Lewis, 1967). It is as if researchers in infant
learning were somehow unaware of the results obtained for older chil-
dren. This lnck 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 optimum development of mental faculties, it must be
remembered that the intellectual growth and development of human
beings start from birth (most probably even before—in the last tri-
mester of pregnancy). No longer will the evidence allow us to think
of the infant as an insensate, unorganized mass of confusion. 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 distirbing in light of
the recent social demands for far-reaching changes in the child rear-
ing structure of society. What. effect. infant (fi'my 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 da
care. Moreover, alternative models, such as parent-child centers with
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their emphasis on producing better parents rather than babysitting for
infants, must be considered.

Of interest to this subject is the slowly growing body of information
on one aspect. of personality, namely the issne of motivation to learn,
The remainder of thisessay is directed toward this issue. 1t is proposed
that. without sufficient motivation the best intellectual climate. the
finest. curriculum and materials will be of no avail. The motive to learn
woutld 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 he due to some aspect of the child’s
environment which does not give this motive a chance to reach fruition,
In the following argnment we shall attempt to demonstrate that
this motive is intimately tied np with the child’s belief in his ability
to affect his world and that this belief is acquired vevy early. A more
full disenssion ean he found in Lewis and Goldberg (1969) where o
more detailed review of the experimental literature can be found.

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

In a series of: studies we have recently given much attention to the
nature of the maternal response to the infunt's behavior as the basis
for his intellectual growth and have suggested that at least two dimen-
sions of the mother's 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 & Goldberyg,
1969, for details).

While recognizing the importance of the quantity of stimulation
provided the mnfant, 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 1s established, namely, the infant's
belief or expectation t‘mt his behavior has consequence in aflecting
his environment.

Lot me present an example. The infant experiences some uncomfort-
able somatic sensation (call it hunger) to which he responds by erving.,
Assime that the mother, hearing the ery, 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 sensation—action-—cessa-
tion of sensation. In other words. his cry or behavior was effective in
relieving his pai. How much different 1s 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 of crying when le can 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, nlthough he may receive equal amounts of stimulation, these ae
imrelated to his action and thus the principle of affecting his environ-
ment by his action is not learned wolll or is delayed.

In general form, what we have been hypothesizing is that quantity
and timing of maternal response to the mfaunts behavior, aud the de-
gree of consistency of her respouses have important motivational
qualities, namely, the nature of the maternal vesponse develops aud
reinforces the infants belief that his behavior can aftect the environ-
ment,

The study of institutionalized infants provides information to sup-

Jort this niotivational view, It has been shown that institutionalized
Infants differed from home-reared infants not in whether they ex-
lLibited a skill or when they reached a developmental stage. but
whether they utilized the skill. For example, data indicate that the
hstitutionalized infant stands np in his crib at abont the same age
as the home-reared infant, That is, the maturntional sequence was ui-

folding at the same rate for each of the gronps, Imt the institutionnl-

ized infants showed no desire to practice the skill. Thus, it was the

motive rather the skill or structure that diffcrentinted these gronps.

1t 1was not how much of the skill or structure that was important in

differentiating the infants, yather it was the motication. io use the

shill. We suguest that the hasic qnulitr of that lack of action was the
C

i Cants beliof that their behnvior conld uot affect their environment.
Vith such a belief, it was little wonder that they gave up. This isue
of giving up can be seen in disadvantaged groups at later ages. That
is, if they cannot affect their environment, then what is the sense m
trying? Lower clnss children, in 2 number of studies, have demon-
stinted that they lack the belief that their actions ean affect their
environment.

Morcover, data on aflectance indicate that it is an im}mrfm\t variable
for predicting achievement behavior and learning such that the firmer
the ]wliof that one's netions are cffective in controlling reinforcement.
the greater the achievement behavior and the better the learning. 1t
is the growing belief that individual differences i the motive of power-
fulness are acquired in infancy as a direct function of the relationship
between the infant and his caretaker, most often his niother.

With this in wmind, it becomes clearer that the role of the mother
in the ehild's intellectual growth is not restricted to emotional seenrity
bnt. nlso rests in her ability to provide a strong motivationnl basis for
learning.
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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 tﬁun a decade, provides an excellent case
study of 5!0 problems in bringing about large-scale change in educa-
tion I;md of the possibilities for major change when a proper approach
istaken.

Past I'fforts to Change

The leadership of the New York State Ilducation Department has
been conscious of the need for change in the educational system of the
State for more than a decade. In 1960 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 ﬁle appointment
of Henry Brickell to do a study of change in New York State. Brickell
produced » widely read publication entitled “Organizing New York
State for Iiducational Change”. He suggested a number of organiza-
tional changes for the State including the establishment within the
I])epnrtment of an office under the Commissioner concerned with
change.

Ing]964 Commissioner Allen created such an oflice, the Center on
Innovation, Its charge was broad—aucross all lines of the Depart-
ment responsibility, and its focus was ontward toward the schools
and the colleges. In 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 change anything he was doing to make way
for the new Center and it had no authorit y except that which might
derive by influencing the Commissioner.

Seen n retrospect, the creation of the Center was a characteristic
gambit of the Department for dealing with problems and new de-
mands—the 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
Department—offices for integration, for urban education, for Indian
education, for migrant education, for reading, and for each of the
Federnl catagorical aid programs. This approach made it possible
for the Department to be rasponsive to new Jemands without chang-
ing its old structure. No stafl member. unless he were assigned to a
new office, had to change anxthing that he was doing. No offices had
their arens of responsibility alterad as a result. of new ormanizational
nnits: and, most important., no existing program or activity had to
be dropped in order to make place for the new. All of these new
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rograms were “add-ons™ to the ageney. This increased the seope of
its work, made it seemingly responsive to change. made it Inrger, but
did not in any fundamental way alter the organization itself.

One consequence of this npproach was, of conrse, that numbers of
divisions, offices, bureaus, centers, reporting to the Commissioner and
his key assistants greatly inereased, and the lines between their areas
of jurisdiction became increasingly unclear. It beeame harder for the
Commissioner to keep the work of his staff under control and the work
Jond on him became very heavy. His response was to call in an ontside
management. firm. It did a typical organization management study.
It nccurately deseribed the existing arrangements in the Department.
and made numerons recommendations for reorganization to make the
Deparvtment more able to earry out its fundamental mission. Althongh
the study cost. $100,000, involved considernble time and many Depart-
ment personnel, and resulted in lengthy reports, virtually nothing
huHmmd as a resnlt.

18 reasons now seem clear. The study was an external effort : noone
in the Department (other than perhaps those at the very top who
commissioned the study) had any great commitinent to it, and, hence
there was no conmitment to sce that. its recommendations were carried
out. Department stafl were treated as subjects of the study rather than
yartners in an important improvement effort. Much of what was said
m the current status report any perceptive members of the Depart-
ment could have written, and almost everything in that &mrt of the
report came from the interviews with the Department staff, Asto the
proposed changes, while they may have had theoretical validity, they
did not. seem to most. in the Department to have grown orgxmicaliy out
of the Departinent needs. Furthermore, there had been no discussion
in any depth about them. They were simply handed to the Departiment
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 mechanieal changes in job titles and assignments than
real changes in behavior.

Most fatally, the management firm considered its job done when it
submitted the report. It took no responsibility for implementation,and
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
tﬁee system. In 1969 o study was done on the process of implementa-
tion of PPBS in the Tdueation Department. The results were sumn-
marized as follows: “The stucly revealed a significant gnp bet ween the
blneprint and the operation of the PP 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 deci:ions were made within the Department. Fur-
thermore, the key elements ontside the Department involved in the
resonree allocation process—the Legislature and the State Division of
the Budget—did not. adapt their budgetary behavior to the require-
ments of the PPB system.
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“O)ne of the major rensons for the diserepuncy hetween concept and
practice lny in the strategy employed in the introdnetion of PP, The
dntit showed that there was no general hostility or resentment among
the organization’s members toward PPB bt rather dissatisfaction
with the way in which it had been introdneed. PPB had heen im-
plemented essentinlly as a set of technignes and not. as a hroad frame-
work for improving the policy making process. In addition, the im-
slementation strategy lacked severnl important clements. There was
msuflicient fraining and orientation of personnel to the PPB concept,
and no deliberate attempt had been made to mobilize the sapport of
the key clements involved. The major conclnsion is that PPB failed
since in the way It was introdneed it did not have a fair chance to
demonstrate its potential.™"

A New dApproach

In carly 1969 changes in the Departinent were initinted which do
geem to he making a veal difference in the way that major segment
of the Department. functions. First, almost all of the Department
nits concerned with elementary, secondary and continuing education
(ESC) were brought together administratively under a new Deputy
Commissioner. This meant that many offices and oflicinls who formerly
reported directly to the Office of the Commissioner now reported in-
stead to the Depnty Commissioner. This made it possible to bring the
program of ESC into sharper forns hecanse now most IKSC nnits were
administratively together under an office that conld provide direction
and coordination.

Second, within the new organization planning was given increased
emphasis by the creation of a Planning Group composed of all key
TS administrators, and the old Center on Innovation was reassigned
as the planning oflice with the title, “Center for Planning and Innova-
tion for Elementary, Secondary and Continning Lidneation.” This
chanee made it possible to develop new strategies for capitalizing on
the opportunities created by the a(\ministrntivo reorganization, It also
meant that an office that had heen set np originally somewhat ontside
the main organizational strneture of the Department was now put
into the line organization and charged with responsibility to operating
nnits of the Department.

A third major change was that the person who formerly headed the
central planning office of the Department was made the Exccutive
Deputy Commissioner. Te procee({ed to give new emphasis to formal
planning procednres in the development of the Department’s program
and hudget and gave strong support to the emerging planning and
management approaches in ESC,

The result of these changes has heen the gradual emergence of the
new ways of thinking abont. the mission of the ESC Tinits of the
Department and new ways of organizing and acting to get the mission
accomplished. The balance of this paper will discuss this approach.

DPutting Action Into Planning
Tt is one best labeled by a term nsed by one of our consultants,
Ttobert Schaffer and Associates, “Putting Action into Planning™?

1 \Moche Shanl Administrative Considcrations in a Planning-Programming-Budgeting
Kyatem: The Case nf the New York Stale FEdueation Department. Unpublished Doctoral
Diseertation. Cornell Unlversite, June 1970,

2 Rohert H. Schaffer, “Putling Action into Planning,” Harvard Business Review, Novem-

ber-December 1067, pp. 158—-164. ) {1{1
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This term expresses simoly what the thrust of our enrrent change ef-
fort is—to put wetion into l)]nnning-—to make happen what the De-
,ml’tmcnt wantx to happen. This means formulating what we want to
mppen (which isall that many plannersare concerned with), deciding
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 npon on
which have the commitment of those who must carry them out. And
the best way, we hbelieve, to gain that commitment is to have people
make 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 tremen-
dous shift in behavior. Every line manager and person involved in
operations is just too busy to plan. 'The common point of view goes
something like this: “We know we ought to be planning and that
planning is a good thing. We will get around to it sometiine when
there is time. ITowever, there are too many immediate pressing johs
that have to he done for ns to take time out to think very far into the
future. So, in the meantime, since we shonld have some plans let's
hire some planners to do the planning for us. Of course, we know
their plans are going to be diflienlt to iimplement because they just
don’t understand onr real problems, hut at least it will give us some-
thing to shoot at. (and down?)."

It is elear that if planning is to hecome one of the integral functions
of all aperating personnel, this attitnde must change. Somehow people
have to discover that they ave really not too busy to plan, that planning
is really as mnch a part. of “work® as responding to an immedinte
need. attending a meeting, or writing a report. Indeed, they must dis-
caver that work done withont planning is far less productive and per-
sonally satisfyving than work that is carefully thought through, orga-
nized. and directed to a goal-—which is another way of deseribing the
planning process.

Traditioral 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, gonl setting
and plan making. Too often. after the list. of assessed needs has heen
drawn up, the goals formulated, and the reports written, nothing hap-
pens. The reason, we helieve. is that the gap between the goal and
present behavior is neglected. People may say that they want to change,
hut.unless there is eapacity to change. little will occur exeept heightened
frustration at. the inahility of the organization to accomplish its goals
and meet. the assessed needs. When individuals perceive the diserepancy
hetween the proelaimed goal and the actual practice of the organiza-
tion, the tendenev is to hlame others.

Iow 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 teachers—“we certainly would like
to soe things changed around here but these administrators are always
standing in the way and preventing improvement :” or if the feachers
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 isa lot of change
in its e,ducational system but you just can’t get those educators to
change.”

In%)(:;her words, in most. organizations peo%)]e generally are dissatis-
fied with at least some of the existing conditions and would like to
change them, but they believe that is ti:e “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 coping with the immense problems
that confront education and society today. Lots of people were ready
to “throw out the rules,” and do things differently. Yet little seemed
to be 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 change. 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 job, while any effort to initiate change within was met with great
skepticism—“here we go again; they tall% a good line but nothing dif-
ferent will really happen.”

Learning by Doing

Thus, the strategy of involving “operating” staff in planning had
as a first goal dcveﬁ)ping 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 learning—learning by doing—Ilearning to plan by planning
and, most important, by planning the ongoing important gay by day
work that had to be accomplished. The !%rst 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 youhave to get done?” As people learn how
to utilize the resources within the organization to accomplish some-
thing, they develop increasing confidence and competence in this ability
to undertake larger and longerterm goals.

Search for Readiness

Implicit in this approach is another well-tested principle of learn-
ing—readiness. 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 search 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 immedinte matters that all can
agree really ave to be done if things are going to improve. When such
a point is identified, work can proceed. A reahistic goal can be sharply
defined, assignments made an()[ due dates set. The discovery that co-
ordinated cooperative effort of this kind can get a job done that had
scemed to be mpossible before helps give everyone a sense of accom-
plishment and a direct experience with what can result from time
spent in plaming. From such a modest beginning more ambitions
projects can be undertaken with greater confidence.

T illustrate from our own experience: When the Center on Innova-
tion first began to look at its planning role, the 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 gonls and very little assurance that there was any capacity
to carry out such goals. When the discussion scemed to be faltering,
onr planning consultant asked the group if there were any more 1m-
mediate things that might be dealt with just as a way of getting
started. A ftor some brief discussion, the staft identified several things,
one of which was that a move of the office to another location was
anticipated but no planning had been done for the move. It was de-
cided that this would be a nseful short term planning task. The group
agreed 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 gl'oug
went. to work. From that point on, the planning for the move occurre
with minimum involvement of the top management of the Center.
Although the usual delays occurred in accomplishing the move, the
stafl experienced little of the frustrations that usnally 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
siccessful planning and produced an increase in confidence in the
ability of t}m 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
throngh” 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 on Strength
Another key concept inherent in thisapproach is the idea of building
on strengths rather than seeking to correct weaknesses, seeking out
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opportnnities rather than trying to correct organizational problems.
Tffort is dirccted to exploiting the latent strength, unfulfilled aspira-
tions aud unused capabilities of the people in the organization rather
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 scemn to matter less, 1nisconcep-
tious nre 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 hunting is.
we believe, a strategy for avoiding positive action. People who want
to gct a job done generally find a way of coping with probleins as they
proceed. If there is no clear idea of the job to be done. solving prob-
Tems becomes a goal in itself, and so, having problenis is the way to
keep feeling as though something is being accomplished.

A iming for Suecess

Auother key concept in thisapproach is the idea of beginning where
the opportunity for success is ligh. For an organization to undertalke
an effort that is really beyond its capacity at the time 1s a sure way to
create disillusionment, frustration and conflict. Instead, the planmng
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 technigues 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 lemning 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 tinns 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 throngh what is to be done
is well spent even though at fist it may seem to talke an inordinate
amount of time to reach agreement. In this process, it is good practice
to put the taslk in writing. Verbal exchanges are too easily misinter-
preted and leave room for too much vagueness.

Once agreement has been achieved on what is to be done, assign-
ment can be made and deadlines set. Tovery member of the group
working on a common taslk should know what others are assigned to
do, and the assighment should cover the full task. Each person receiv-
ing an assignment should be sure he understands what he is to do and
that lie has the capacity, resources and time to do it. Acceptance of an
assignuient then becomes a commitment to get it accomplished by the
dne date. Deadlines ave indispensable also to good work planning, for
without them it is too easy to let work slide as new priorities intrnde.

IHelp Needed

Just telling a group to adopt this approach and even gaining their
commitment to it is not enongh. People who have not. been accustomed
to the discipline of group work plmmiltl_g find it difficult to practice.
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When the pressures of on-going work begins to mount, old habits re-
assert themselves: managers aslk employees to whom they have already
made assignments to take on new ones; workers let routine demands
take precedence over task accomplishment ; members of the team get
disheartened when progress is not immediately evident or others seem
to be failing to meet their comnitments. Tn 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 groun be sure it has really clarified
its task an(][ 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 worle 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 fav 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 such
help. The loss of the “work™ that outside consultants do. the quicker
regular staff will learn the skills needed to carry on for themselves.

The approach deseribed 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
effectively more sophisticated planning tools such as systems analysis.
One of the 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 ns “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 manage more cffectively \\'itlll the tools that 1t has, Only
when people find 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 loolk long enough
at organizations that have tried this ap sroach to see its futility. Un-
less new behaviors are embedded do.ep\y in organization and com-
mitment is devleoped to them, they wiil not outlast the initial burst
of enthusinsm that bronght 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 fiur move sure.

Summary
The essential ingredients then of the process of change that is lieing

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. Begiuning 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, not 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 1s a new
sense of excitment and commitment. People can begin to see the pos-
sibility of a comprehensive redesign of the eutire educational 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. Individuals and entire units are asking
for and receiving help in acquiring command of the skills needed to
malke 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
Departinent becomes a truly self-renewing force for educational lead-
ership in the State remains to be scen. 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 know
enough about how to change large social organizations. But the effort
1s 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 behavior? 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 action—the 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 but be-
cause it is how a realizeable one. Clearly the work of thie Rand Corpo-
ration, under Roger Levien’s direction, which provides a preliminary
set of views for guiding the structure and functions of such an institute
generafes 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 agency. It is in such a spirit of en-
thusiasm und support that this brief essay is written.

It seems to me that in the field of professional education, when
we have talked (and even institutionalized) Zesearch and Develop-
ment we have not placed enough cinphasis on the conjunction. Al-
though I have not engaged in a systematic analysis of this hypothesis,
I am convinced that such an analysis would disclose that the exist-
ing R and D agencies have not eflectively married knowledge pro-
duction with knowledge utilization. For example, the Centers funded
under the provisions of PL 531 dwring the first half of the 60’s
and located on mniversity campuses (I think theve 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 yescarch, It ismy 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 vespective emphases such agencies
have pursued have been appropriate.

IHowever, there may be some basis for asserting that of Regional
Education Laboratories established under provisions of the Ele-
mentary and Secondary Education Act of 1965, the “unsuccessful®
ones (those forced to close)—some of them at least—iwere 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:

Barly in their development, the more successful labs demonstrated tightly
formulated process concepts . . , and nurrowly focused program specifications.*

Referring to the unsuccessful laboratories, Flight further stated:

A single lab would use the word rescarch 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, Bdueational Administration, The University of Towa, Iowa City, Towa.

1 David 8. Flight, “Regional Laboratories and Edueational Research and Development,’
Administrator's NotebooZ:, Midwest Administration Center, University of Chicago, Novem-
ber, 1970, No. 3, pp. 2-3.

3 1bid, p. 3.

(103)

7108

R
\"

T




Q

ERIC

Aruitoxt provided by Eic:

104

Even though Flight provides = variety of contrasts hetween 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 empliasis, stafling, and programming in
the area of development and those that were not successful attempted
to deal both with rescarch and development. This is not to suggest
that the academic R and D centers have not engaged in develop-
mental activities nor that the Laboratories have not engaged m re-
search but only to point ont 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
oducational establishiment for either research or development. Those
that attempted to fill this need were, again, cither regional con-
sortiums of school districts generally labeled “School Development
Councils™ and strongly oriented to the on-going needs of school sys-
tems, or philanthropic grants which may have been cither for basic
research or for developmental innovations but in either case were
not strategically designed to do more than initiate activity—not sus-
tain it. ‘The upshot of it all is that although it might be inacenrate
to conclude that edneational R and D is in its infancy, it would be

even less accurate to conclude that such activity is very far beyond

adolescence.

Becanse this is indeed the case, there is rare opportunity through
the NITE 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 though 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 docnment that does deserve still greater con-
sideration ; T vefer to those functions concerned with making the re-
sults of both research and developmental activities more accessible and
move meaningful to the Education community. This involves two sig-
nificant concerns, the first of which—dissemination—is 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 Sexplica-
tion.” By explication, I simply mean the systematic reinterpreta-
tion or translation of resenrch and development data into langunage
which can be broadly understood and efficiently utilized.

Problemns of Dissemination

Dissemination is always a problem of noble dimensions and the
phrase “lknowledge explosion” is a current cliche at the heart of which,
there is no little truth. A enrsory examination of the dociumentation-
retrieval material in any mniversity librarvy will attest this fact.

For a few simple examples: The National Edueation Association
Catalog for 1970-71 which inclndes 62 NEA, ov afliliated 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 1970 alone. But that is a small proliferation ; con-
sider as another example that the AZonthly Catalog of United Stutes
(orernment 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 17,448 titles. Incidentally, these were only
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documents for sale and did not include resolutions or bills before
Congress. For the Oflice of Iducation in that catalog, there was an
average of abont 20 titles per month and, of course, there are dozens
of government agencies which publish information of importance for
ecducational research and development.

The Scholars Guide to Journals of Education and Educational
Psychology (L.J. Lins and R.A. Rees; Dembar Servies, Inc. Madison,
Wisc.) which is mainly just u guide for prosp ective authors as sources
for the publication of their articles, contains a total of 135 jomnals
and the nuthorsstate that, “. . . no attempt was made to list all...” such
journals. As a matter of fact, Ulriel’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 than 1,650
journals throughout the world. Kducation 4s of international signif-
ennce: Unescos /nternational Guide to ££d ucutional 1ocumentation,
1963, which covers 95 countries (of a total of 200 ecducational 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
rotrieval is the America’s Educational Press X carbook; the 30th year-
book (1969) contains a classified listing of more than 2,000 national,
stare, provincial, regional, and local cducational publishers in the
Tnited States and Canada; moreover, 338 of the periodicals listed in
the 1969 edition were not in exdistence when the 1966 edition was
printed. In addition there are numerous special research-documenta.-
tion services available; Phi Delta Kappa International’s Research
Studies in Education published annually since 1953 isa subj ect-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 327 pages and more than 10,000 entries.

A very conservative estimate based on a superficial analysis and
excluding books, monographs, and more sizable dociments 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 clse—fugitive material—is pub-
lished that never finds its way into the vetrieval system as it exists
today. Unquestionably this leads to impressive problems. Arvid and
Mavy Burke in an introduction to their Documentation tn Kducation
ha ve enumerated some of those problems.? First, clogging of the estab-
lished means for acquiring sorting, storing, and accessibility to
documents; seeondly. decreasing the probabihity of knowing what in-
formation is already available with the consequence of loss of hoth time
and effort; third, less and less available time for critical veview 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 on catalogs such
that searching time itself is becoming more nerveting than research
activity. Tven the excellent Zducation Index no longer attempts to
index the variety of educational publications that it did prior to 1961
and. even so, its ndexing by subject of only sclected periodical articles
and serial publications for'a single year requires more than 600 pares
of vervy fine print. And it should be remembered that little of what T
have here smrveyed includes book output; the Cumulative Book

2 Apvid, J. and Mary A. Bukke. Documentation in Edueation (4th Idition), New York.

Teschers College 'ress, 1967,
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Indexz—only for the English language—require over 2,000 pages to
cover the outputofa singﬁa 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 understatement to assert that the Educa-
tionally-related output is prolific. ) L

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 his 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.’ ” * How could be possibly know? 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 chaotic nature
of published commentary relating to IEducation that exists, there are a
variety of operational retrieval 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, 1963, 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 procedures, and functions through
a decentralized organization of 17 regionally located “Clearinghouses”
These regional Clearinghouses, cach primarily concerned with a unique
conceptual area (Counseling; Educational Administration; Disad-
vantaged; Reading; etc.) places reliance upon the abilities of experts
gﬁ relatively local areas to select significant content for inclusion in the

e.

Since its initiation, ERIC has Leen able to make its magnetic tape
files availablo to universities or other educational agencies having
access to appropriate hardware so that such institutions are capable
of doing their own storage and 1etrieval, At The University of Iowa
for example, having acquired the ERIC tapes, a procedure 1S now op-
erational whereby an “ERIC Questionnaire Search Request” is sug-
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 avaifable, depending on the rigor with which the
descriptions are keyed by the researcher, the program generates a, 1imit
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 fs 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.

+“D.C. Perspectives” Hducational 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 isa 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). SIL, 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 technical
description. All of these, like ERIC, are computer-based iforma-
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, engineers® librarians,
and others 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
jnto coherent, teachable wholes, which stress eveluation and synthesis above

access.”

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 communiecate, 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 intercsts are mutual. Effective use of
existing retricval 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 1s increasingly de-
pendent upon that system and not as likely therefore to make use of

sManfred Kochen, ““The Consolodation of Information,” Bducational Researcher, -Sup-

lement, 1967, p. 3.
P % Roger Levign, 'National Institutc of Bducation. Washington: RAND Corporation, De-

cember 15, 1970, pp. 87-88

7 Ibid., p. 87.
65~T14—172 8




Q

ERIC

Aruitoxt provided by Eic:

108

others. This. too, is an issue of articulation but it is also a problem of
allocation of time on the part of a researcher and as well a problem of
hecoming familiar with the ritual—Dboth process and machine—which
is necessary to make effective use of any existing computer-based re-
trieval system.

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 the tervi-
torv. Clearly. the solution of information transfer and articnlation
problems nor even more than a superficial sample of such difficultics
was not within the seope or purpose of the initial NTE document: on
the contrary. it is only with the actnalization of a subcomponent of the
National Tnstitute dealing with retrieval and dissemination that an
acenrate deseription of the problems will become practieable. But that
there are immensely difienlt. obstacles to the fulfillment of R and D
potentialities in the problem area of information processing should be

- axiomatic.

NTE. whatever its final form. will of necessity confront considerable
organizationzal concern with information transfer, with search, storage,
retrieval and dissemination hut perhaps its maior contribution can be
focused in terms of artienlation. Unaquestionably such an agency as a
mational educational institute will (and should) be expected to supple-
ment and complement all existing information retrieval svstems with
rescarch-related potential whether in the 13111)]10 or the private sector
bt bevond that. the major finction ghould be in terms of explication.
As stated previonsly. I use the word as involving the translation of
seientific langunage and ‘bits® of information into coherent and par-
sinonions statements of the hest currvently awvailable stefus of onr
knowledon abont X, There are a variety of strategies by which this
function may be realived—for example, the NTH shonld undertake a
programmatic responsibility for commissioning research scholars to
revieve the literature in a field or arvea: such seholars. 1f carefnlly
chosen and compensated. will be exrected not only to seareh the area
bt will antomatieally and deliberately exert their own selectivity of
content npon it, thus evaluating as well as doenmenting. As is tradi-
tioual in scholarly inguiry. other researchiers who find euarrel with
theze commentaries should he enconraged within organized nrocedures
to encage in dialogne and scientific arenmentation with them. Also,
snch synthesis and artienlation ean be further expanded throngh
sponsorship of high level researeh symposia whose subject foens may
he cither empirical. develonmental, basic or applied. substantive or
methodological, and preferably all and move. Widespread distribntion
of sueh examples as these must be economical and visible.

Intensive effort is elearly demanded: the significance of both aceess
to and availability of research findings is not as preminent in the
preliminary NIE plan as this small voice weuld prefer but. it is implicit
thronghout the report, Tnless it occupies a very central concern how-
over. I think we inight not @et the emphasis on the vital linkage in edu-
eationnl R end D that is expressed by that significant conjunction.
What perhaps all of us sometimes tend to forget is that our major
interest is not. speeifically research, nor development, nor information
bnt. rather understanding, Inquiry leads to understaunding; develop-
ment and improvement flow from it.
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STUDYING ACCOUNTABILITY—A VIEW FNOM A STATE
DEPARTMENT OF EDUCATION

By ROBERT E. WEBER
Loorxine Bacx

The history of mankind has been punctnated by man’s quest for
greater accountability. Man began his existence unaccountable—in an
cnvironment of primal horde anarchy where he was subject to the
vagaries of nature. But his lmman attributes empowered him to im-
prove npon this uneasy relationship with nature until he was able to
produce the surplus which made the beginnings of civilization pos-
sible. Onee mere survival was no longer at stake and civilization was
possible, man_created the division of labor; he formmlated rules to
govern behavior; he devised laws; and he prescribed tasks for his
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, efliciency, fairness, economy, responsibility,
othics, equitableness, quality, reward, and trust. But most of man’s in-
stitutions are imperfect and man had to devise new institutions and
colutions continnally in the hope that each new order would be better
¢han the old. Moreover—and this is the astonishing thing about man-
created things—man’s institutions often behaved i ways that were
not intended and they had the capricious facility for developing an
existence of their own—sonething over and against man, so that his
own croations became alien to him (and Iim to them) and cansed him
to experience dissatisfaction, powerlessness, and anomie, which, in
turn, sometimes hecame the spur for increased acconntability. As a
matter of fact the meaning of “unacconntability” (strange, inexpli-
cable, mysterions) overlaps with the meaning of alienation (estrange-
ment, helpless, powerlessness).

It is the reenrring unacconntability in some of the major task areas
of culture—Ilearning. governance, security, production and trade—
that has generated an enovmons malaise among us and canses us to
raise anew basic questions abont the humanity of omr endeavors—
whether our major iustitutions, although man-created and man-op-
orated. mre aloof from man and rnn out of Jwman control or whether
they are truly man-gerving.

Wt the questions we raise ave pertinent to the time in which we ask
thens. Tn 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 measnrement) ; the level of evolved
human consciousness: and the limits imposed by the nature of large-
seale. complex, bureaneratic systems. However. snb-perfect man need
not use his imperfection to escape all responsibility, for there are great
historical statements of acconntability—the oath of Hippocrates ov the

(109)
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Magna Carta, for example—which light the way for him and which
reaflirm 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 ex}hgjlt-
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, love—it 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 acconntability, the formula-
tion of new human and professional standards, and the utilization of
all the techniques at hand that are man-ennobling in the workings of
society.

AccountaBiLiTy IN EpUcaTION

The concept of accountability in education, although not necessarily
referred to as such, has been with us for a long time—students have
been accountable for their courses of study, homework, 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 socialized. 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-products—the increments of achievement gained
per cdollars 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 cffectiveness of achieving well-defined goals relative to costs
(and sometimes other considerations, such as time) and the periodic
communmity-wide reporting of this performance, hopefully in non-
jargonistic terminology. This shift had its origins in the period imme-
diately following World War IT.

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 acconntability. How-
ever, a major impetus for increased efficiency and quantified measures
came with the development of techniques of cost/bencfits analysis and
the design of systems such as PPBS (the Planning, Programming,
Budgeting System) and velated 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. Iéx,amples of program areas requiring varing degrees of cvalua-
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tion are education, juvenile delingneney, anti-poverty, and manpower
training, to name just a few,

Still another factor in the push for acconmtability was the beginning
of a movement, a few yvears ago, for a National Assessment in Edncea-
tion in the general population. Closer to the operating schools, Dr.
Leon Lessinger and Lis colleagnes in the United States Office of Fadn-
cation provided major leadership by introdncing ns to new concepts
in acconntability and creating acconntability training programs.

The rvealization of widespread educeational failure, particularly as
manifested in the publication of reading scores and the emergence (in
the twenticth century) of a new phenomenon—inasoluntary illiteracy
(functional illiterney mmong persons who had attended school for
twelve venrs)—shocked citizens into elamoring for hetter nses of their
money, (It is worth inserting here that while it is true that the most
distmrhing data on reading vetardation come from ghetto schools,
recent infl;)rmaﬁon on reading proficiency in the snburbs is also bleak.
For example, Prof. John R. Bornmth at the University of Chicago
found. in “good™ suburban schools, that “659%, 389, aund 0% 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 contuined in their average texthooks and
roughly 346 of the graduating seniors were similarly illiterate with
respeet to the average passage inasample of passages taken from news-
papers and news magazines.””)! Lastly was the development of the so-
called knovledge industry. the mapid growth in the number of private
corporations partially or totally preocenpied with problems of human
growth and (llovolopmont, and specifically education. .\ combination
of *kuowledge corporation™ practices for measuring efficiency, Federal
guidelines. and the desires of serions school administ rators moved the
coneern for acconmtability still fmther. s a result of all this, pavents
and school hoard members have now taken np the ery.

TTow do we respond to this ery{ At the State level, we are trying
to get onr thinking straight abont acconntability so that in our efforts
to respond to the cries of anguish and anger we do not react with
ill-couceived measnres that at Iest have only fad value and constitute
a mere sop. To begin with, concern about. culpability and punishment
for past cdueational mismanagement and failure is fruitless. It is
muech more important to focus onr attention or redress, rectification,
and improvement—how to make things right. and, by definition, het-
ter. Neither is i the intent of those of us concerned with account-
ability to see education run on a strietly husiness basis, An aircraft
manufacturer knows how many pounds of aluminum goes in one end
of his huilding, how many pounds comes ont. the other end, aud what
it costs while it is in the building to bend it into various configura-
tions, That may be well and cood for his purposes, although the recent
phenomenon of cost over-runs shows that this is far from being an air
tight svstem.

The point is that children camot he equated with pounds of alumi-
num nor can teachers and administrators be equated with servo-
mechanisms. The eduecational system is an inherently human system
and mnst. be preserved as siich. And it ean be preserved as snch within

1 John R. Rormuth, IMliteracy in the Snburbe, Department of Fdueation, University
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the framework of the accountability concept. Our main purpose is to
come to an understanding of how we ean be accountable and to either
devise or identify evolving nccomtability assessment techniques and
put. them into the hands of administrators to be used as management
tools, in supplementation of the “sense of onzhtness,” to nerease the
quality of the end-products of the system—the students, Thns, for ex-
ampie, we e trying to understand the differences between negative

accountability—the things we are accountable not to do (e.g., damage |

the personalities of children)—and the things we are accountable
to do.

We are also trving to discover the best ways to facilitate the ac-
conntahility process, .\s indicated earlier, some accountability stems
from the sense of “onghtness.” Other acconntability comes abont as
the rosult of externally imposed constraints, Tlowever, it seems to us
that accountability is a two-party phenomenon, an acconplement in
which one party must demand or make his wish for accountability
known and the other party mnst respond out of the sense of “ought-
ness" and/or as part of a defined duty. Acconntubility docs not readily
come if il iz not asked for or manduted. So hoth parties will have to
Lecome eduecated: the one as to the ways and techniques of heing
acconntable and the other as to what can be expected in the way of
accountability, the forms of demanding it, and the information that
is needed prior to making demands,

The emrrent. academic arens receiving the most vigorons attention,
in terms of acconntability, are reading and mathematies. Iowever,
we <hould not limit our foeus to these two areas even thongh they are,
obviously, hasic. The notion of acconntability. in broadest terms. goes
hevond measures of teaching/learning eflectiveness. For example, we
are aceonntable to the intellectual enriosity of the children and hence
mnst. provide a relevant enrrienlum: we are anccountable for extra-
academie services and therefore must improve onr comprehensiveness:
and we are accountable for making the right diagnosis of learner
needs, interests, and styles and for formulating the right preseription
and ean no longer use abeling (including mislabeling) as a method
of escaping responsibility. We are also acconntable for fanctional il
literntes who are high school graduates, for children needing hnt
not. receiving special edueation, for hoth de jure and de facto dropouts,
and for the non-college honnd student. who receives no post-secondary
edueation/training benefits.

Accomtability is also an interdependent weh. Thus, institutions of
teacher preparation are acconatable for tuming ont requisite numbers
of adequately trained teachers: texthook publishers ave acconntahle
for the effcctiveness of their materials: test makers are acconntable
for the applicability and reliability of theirr measnrement instrizments:
administiators are aceonntable to teachers for giving adequate
amonnts of euidance and supervision and they are acconntable for
stating system objectives: Beavds of Edueation are aceonntable to the
citizenry for the natnre and quality of educational program: and the
State, among other things, is accountable for its own performanes,
particularly in the areas of leadership and technieal assistance, and
for providing the funds to carry out the accountability responsibility.?

2 Tencher nnfons were omitted from this list sinee they face the first-order burden of

resolving the apparent Irreconellability between tenure and accountability and the eon-
filcts between unlon ohjectlves and the publie Interest,
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We are all, in differing ways, acconntable. And it shonld be added
here that we are acconntable not just for failme: we are alo ac-
conntable for less than optimum. suceess. When we are dealing with a
broad range of individual differences and abilities it makes sense only
to talk abont the optimal.

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

(¢) Cost,

(h) Eflicieney,

() Quality, and

(d) Appropriatencss.
While a program can founder when one of these parameters is inade
quately addressed, it is the move likely case that in a planning ov pro-
aram development matrix, the administrator, because of chronieally
limited funds, will work out various trade-ofl. ITe should, of course,
account. for these trade-offs quite explicitly.

In terms of needs acconntability (pending findings of a formal
Needs Assessment Project), there are over a dozen measures that
school districts conld be urged to take immediately (with State as
sistance), some costly and some not so costly, but all within the state
of the art. that wonld meet more needs and increase the quality of
education. These are stated in random order as follows:

1. Expand extra-academie service capahilities at all levels.

2. Provide inter-tacial and inter-cthnie experiences requisite for
living in a plaralistie democracy.

3. Establish materials and technology centers.

4. Expand evening school and adult education programs,

5. Establish special programs with inereased holding power.

6. Participate morve fully in all Federnl and State nutritional pro-
grams.

7. Provide special edneation for «77 children who are in need of it,
inctuding pre-school for children with learning disabilities.

8. Inaugmrate student-initinted programs of participatory edneation
wherein released time and academic credit would be given for inde-
pendent. stndy and social service (and without eligibility vequive-
ments).

0. Modifv the standard enrriculum so as to make it move relevant.

10. Provide post-secondary opportunities for all non-college honnd
students. including student loan progams compmrable to these for
colleze students and expand voeational offerings downward and
latervally.

11. Utilize all existing techniques of individualizing instruction.

12. Make maximum use of parapro fessional personnel.

13. Require all administrators and master teachers to maintain
vigorous and continnons in-=crvice training programs instead of abdi-
cating this responsibility.

These recommendations are only illustrative: obviously a host of
other recommendations conld also be made. In planning for the im-
plementation of these recommendations, the basie prineiples of opera-
tional aceountability should be thought throngh. Iowever, in attempt-
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ing to fill & given need and planning its implementation relative to cost,
efliciency, quality and appropriatencss. it wonld be well to abandon
the traditional posture which views the taxpayer as constituent and
the (cconomically and politically powerless) stndent as client and
which resnlts in what the students call “the stndent as nigger” philo-
sophy.? The taxpayer is the investor and the student is the resonrce, the
co-investor, and the prodict of investnient in a task aredof civilization
called enltnre-building.

Lastly—and this is very important in establishing acconntability—
we are investigating the stan(‘nrds 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-
leagnes at the Harvard Center for Law and Edneation in establishing
the informational bases and access rontes that parents need. The cri-
teria developed at the Center for Law and Education have fonr ob-
jectives:

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

According to many State statutes, this kind of information should
be freely available. However, in actnal practice school officials fre-
quently fail to compile this information or, when they do, it is not
sought by parent and commnnity residents. By adding structure to
this sitnation the accountability accouplement can be brought abont.
One way of providing this stineture, a way which looks increasingly
attractive, is the design of a Parents’ Rights Handbook that would
articnlate various acconntability concepts, mechanisms for reporting
acconntability, procednres for causing accountability and methods for
validating acconntability statements.

PrEvVaiLING STraTEGIES To INCREASE ACCOUNTABILITY

There are several current strategies for increasing accountability
that ave 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
edneational accomplishment anditing, and the use of behavioral objec-
tivesin instruction.

We regard performance contracting as a vational alternative to the
traditional. often sub-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 the hasis of learning achievement guarantees. Among onr concerns
with performance contracting are establishing the range of areas of

¢John Rirminghan. ed., Owr Time i Now—Notea from the Hiph School Underground
(New York ¢ I'rager Publigher, Inc., 1970),
tStephen’ Arons, “Stancards of Diselosure,” llarvard Center for Law and Eductalon,

mimeo, January 1971,
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applicability (e.g., special education), assessing the “fit” after a }n’o-
gram has been tmnkeyed, identifying programs showing the highest
benefits/cost ratio, determining the possibility 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 precisec measnres of
contractor performance.®

General educeational auditing and the Independent ISdueational
Accomplishment Andit (II12AA) are other new management science
tools currently undergoing extensive application which must also be
monitored to ascertain their eflicacy. Our major iuterest here is in
how accurately auditing works to identify efticiencies and inefliciencies
in an cducational 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 evaluation of the SIS\ Titles VII and
VIII auditing programs and we are studying the various corporate
approaches to anditing, with a special interest. in the application to
arcas considered more difticult to measure. such 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 forces teachers to think more in terms of discrete,
sequential steps and it malkes them more aware of individnal differ-
ences in pacing and of the need for more frequent feedbaclk. The use
of planning charts, such as those developed by the New Jngland
Eduncational Assessment Project,® the formulation of terminal behavior
specifications, and the establlishmont of performance criteria all show
promise of bringing more precision to the instructional process and
more learning. Again, student aceeptance of and satisfaction with this
approach will have to be looked at before large-scale programs are
undertaken.

The three strategies di<cussed above—performance contracting,
educational auditing, and the behavioral appronch—seem to be getting
the greatest attention today. However, concern with accountability 1s
not restricted to these three areas. Some schools are adopting a Plan-
ning, Programming and Budgeting System: some schools are using
Computer Assisted Instruetion, which makes the computer and its
programmers accountable ; some are maintaining Computer Managed
Tunstruction programs; and some are considering the concept of the
performance enrriculum, 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 attractive ones for cither
enmlation or modified implementation.

At the State level, the increase in the amount of technieal assistance,
the introduction of new criteria for state aid formmulas. the develop-
ment of Management Information Systems (MIS). and the inerease
in the sophistication of planning activities shonld alse help to effect
increases in accountability.

& Robert T2 Stake and James 1. Wradrob., Gain Score Errors in Performance Contract.
ing. Unlversity of 1linols, Urbana-Champaign. mimeo (undated).

1 New Encland Fdneational Assessment Projeet, “\ Gulde to \ssessment and Lvaloa.
¢lon Procedures,” (I'rovidence. R.1.: State Agency for Flementary and Secondary Edu-

catlon, 1967).
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At the Federal level, the U.S. Qffice of Education is developing an
operational concept. of edneational engineering; it has condnceted edu-
ational andit institutes avound the country; it is pushing the notion
of the Managenent Support Group (MS@G), whose functions are to
assist schools with planning, problem identification, data collection.
program  design and development, proposal development, project
management assistance, and so forth, The Federal people are also
focusing great attention on the feasibility of the proposed educational
vouchier system and the rawitications of its implementation,

Lookixg Aneap

Articles and speeches during the past year have made repeated
reference to the credibility gap between the public and its educational
system: the public dissatisfaction with sub-optimal resnlts: student
unrest and rebellion : the public ontrage over dropout rates and num-
hers of functional illitevates graduating from onr schools; the estab-
lishment of storefront schools by dissatistied parents; the publie in-
tolerance of “runaway” costs, as manifested in incveasing bond issne
failures and premature sehool closings : and, especially in the minovity-
group sector, increasing dewands for commmnity control, in the hope
that greater accountability can be brought about : and increasing Hre-
ocenpation with equality of results, as near as they are attainable, in
addition to equality of opportunity.

This is 2 multi-hillion dollar problem involving millions of people
and it is & problem not amendable to quick and easy solution. More-
over, lalfhearted measures will probably not. be tolerated—the scope
and intensity of public suspicion and dissatisfaction are too great, In
all likelihood. then, the current push for greater acconntability will
not. turn ont to be a passing fad and it is likely that we can cxpect
contining 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 avt of accountability. How quickly
and how significantly, of conrse, depends on all of us.

This vesponse might involve looking at models in aveas other than
Edueation that can be analogized from or that we can pattern educa-
tional practices after—the “acceptance flight™ in the Mir Force (the
plane is test-flown befove it is accepted), for example, might. have in-
teresting implications in edueation in the textbook, hardwave and env-
riewlum areas. We might also loolk at other systems (sce the
chatt below) and draw analogies that will assist us in the de-
sign of new programs, We might alse be the heneficiaries of spill-over
from developments involving legal rights of youth, The United States
supreme Court. Opinion in 7n e Gernelt, 387 1.8, 1 (1967) held that
allegedly delinquent. children weve to be given the procedural safe-
mards enaranteed by the due process clause of the 14th Amendment.
Thewe afecnards inclnde, the rizht to adequate notice of charges, the
right to representation by an attorney, the right to confrontation and
eresssexsuinination of witnesses, and the vight to be advised of the
privilege of self-inerimination, While this decision confines itself to
the fact finding portion of the delinquency procéedings where gnilt
or innocence is determined, one of the niost provoeative implicatious is
that the Court may very well begin to exercise a reviewing function in

R Vi |

et e etk

N g A e ko i b B, - e

f ey




Q

ERIC

Aruitoxt provided by Eic:

11

the area of treatment and vehabilitation. It has lol
that a right to treatment exists for mental patients.

p—

{

1g been established
See the Nascent

Right to Treatment, 5 V.A L. Rev. 1134 (1967).

CHART

U8, POST OFFICE

1. Carriers—They must carry (and
throngh sleet, and suow and dark of
night. at that) letter to destination.

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

3. Airmail, speeial delivery, first class,
pareel post.

4. Third class, bulk mailing.

5. Contiunity of service (6 days a
week. 12 months a year).

6. Multiple delivery systems (feet, car,
truek. train plane, ship).

7. Special handling, fragile,

K, Nunmerons picknps.
1, Postagze dne.

10. Postal Inspector,
11. Wrong address.

12, Insured.

EDUCATIONAL ANALOG

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

Easy physical access to all, inclnding
isolated rural stundents.
Permits some students to move slowly,

Permits some students to move rapidly.
Allows temporal unlocking.

Uxe all appropriate methods to get stu-
dents to thelr destinations.

Broadened coneept of special and/or
compensatory edncation,

Miniwmal lock step.

Higher per capita expenditures nceded
to get children to their destinations.

Outszide evaluation; educational om-
budsinan.

Can’t send stndent to swrong track or
inapproprinte currienhun,

Edueational insurance (when there is
a gap between ability and perform-
ance, the claims adjustor appeirs).

The obvions next step wonld entail litigation which wonld question
the quality of rehabilititive programs for the adjndicated delinquent.

Tt. wonld not seem impertinent. to investignte whether incareerated
inveniles ave receiving schooling pursmant to State Compnlsory Edn-
cation Aets. One ean readilv imagine cases evonnded in the failne to
remediate in edneation in the context of a fimetionally illiterate high
school graduate. It wonld seem logical that if the right to treatment
concept. is extended for juveniles who are “in trouble.” then <nits
bronght. on hehalf of children who completed what is reqnired of them
in the edneational process and remain illiterate would be even more
compelling.

On this Iatter point, we ave following with great interest the work of
Stnart . Sandow and his colleagnes at Syreuse Univerity’s Iodnea-
tion Policy Research Center on Emerging Fdneation Policy Issues in
Law.: It iselear that even nmeqnivocal administrative fiat. cannot often
bring about accomntability in a bureaneraey and that cither the law
or the threat of litigation will have to he nsed to coerce aceonntable
hehavior. Oue shndders to think of the probable chicanery and snb-
terfnge in the vesponse of maladaptive lmr(-:uwr:lts (one thinks im-
mediately of the possibility of an enormons increase in the enrollment
of kids in special edneation.) : however, it is one of several necessary
avenues that mnst be pursued.

T Stuart A. Sandow. Emerging Education Policy Iasues in Law—FRAUD, Educatlonal
I'olicy. Dolley Research Center, Syracuse Universits. November 1970,
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Another important decision; Giriggs v. Duke Power Cc., 91 S. Ct.
849 (1971), successfully challenged (under the Civil Rights Act of
1964) the practice of using I.Q. and other non-job-related examination
criteria as conditions of employment. This certainly has implications
for edncation. One thinks immediately of the whole aven of placement,
college entry, and admission to graduate schools, eligibility require-
ments for clectives and honors conrees, and the practice of labeling in
student records.

We can also expect some spillover from other yonth-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 cave programs. Implications here are for the coneepe
of terminal education, The futurologists among us are predicting that
the emerging generation will live out its life withont the educational
umbilical cord being cut and that it will require many new forms of
cducation if it is to continually adapt to, modify, and control the
changing enviromment. The student in continning education will, a fter
cach matriculation, resemble an astronaut on a space wall, tethered to
alife-support system. But, for education truly to become a life-support
system, 1t will have to purge itself of all its present absurditics, begin
listening to the voices of the dolphins—Holt, Dennison, Goodman,
Kozol, Leonard. the Schoolboys of Barbiana, Tllich, Kohl, Silverman,
Postman and Weingartner—or suffer the fate of the dinosaur, and
create within itself an accountebility commensurate with the impor-
tance of such a vital mission.

It is also possible that there will be some 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 accountability rather
than less as we move into the future. The -apable educational man-
agers, especially those with a more strongly developed “sense of ousht-
ness,” will therefore endeavor to become morve knowledgeable about
the techniques of accountability and take the leadership in fostering
accountability measures, thereby coming into possession of more of-
fective management tools. Where the “sense of oughtness™ is poorly
developed and/or the bureancracy is particularly unresponsive and
rigid, the appeal to humanistic responsibility will have to be supple-
mented with coercive manenvers.

Administrators should thnus become knowledgeable about the tech-
niques of accountability, take the leadership in fostering accountability
plans and programs (rather than merely allowing themselves, cither
passively or reactively, to be coerced) and to seize upon the opportu-
nity to promote the development of new management. tools to upgrade
their professional functions and those of their teacliers, enhance the
achievement of their students, reverse public attitudes of disgust. to-
ward edueation, and entice the community to return to the fold with
feclings of satisfaction, cooperntiveness, and perhaps even pride.
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THE SCHOOLS COUNCIL
By GEOFFREY CASTON
EpucatioNnan VaLues

In nearly four years of work for the Schools Conncil 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. .

Fivst: p]anism. 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
political institutions, it means that there are—and indeed ought to be—
many centres of influence, and that we should not worry when these
conflict.

Briefly, then, I nse “pluralism” in this paper to mean “the dispersal
of power in education’. Edncation is an area of social activity in which
the concentration of power can severely damage young people. They
are, after all, compnlsory inmates of schools, and thns, in a very real
sense, their prisoners. This is so even thongh the purpose of their im-
prisonment by society is not punitive, but beneficent. It nevertheless
mvolves the exercise of power over them; it is forceful intervention in
their personal development. They can be harmed by the misuse of this
xower 0 as to mould them in the image of the state. Or, to put it in a
{ess sinister way, by treating them as instruments of some national
manpower policy rather than as self-determining individnals. That is
the obvions danger, hut in Britain it would be more probable that
concentration of edncational power wonld lead not so much to its
damaging misuse but to @ disuse which conld be almost as bad. A
centralized cducational 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 1s to happen at all, has to
happen everywhere all at once. The consequences of failure are then so
awful that nooneever 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 individnals of choice and judgment. in the interests, not of
onrselves or our employvers, but of our clients: in this ease our pupils.
These choices must be made in terms of a professional ethic which in-
cludes an obligation by the edncator to provide service in an impartial
way toall pupils, regardless of any private preferences between them
that he may have, The obligation to the tronblemaker, the drug-taker,
is equal to the obligation to the academic or athletie star. Professional-
ism also includes an obligation to provide this service in the light of all

(119)
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the relevant and up-to-date information which the practitioner cair

muster. Kdueators must always be learners, from onr own colleagues,.

from other professions, not least perhaps from our own pupils. With-
in this double ethic—of impartiality and open-mindedness—the pro-
fessional can deny any ontside anthority the right to tell Irim how to do
his job.
Acrion aND ReacrioN

In this conntry, asin many others, edueators have heen losing profes-
cional self-confidence in the face of rapid social changes that are re-
flected in the demands not only of governments, hnt of parents and
students. The laymen are asserting themselves; the clients become
more insistent. IFaced with similar pressures some other professions
have retreated into gold and ivory towers, fortified by arcane jargon
and high salaries. Edueators must not, canot, respond in this way,
What we must do is to keep on the move, constantly demonstrating
that we are prepared to deal with yomig people on the basis of their
needs as we, acting professionally and in co-operation with others,
pereeive them. There will always be legitimate professional differences
in these perceptions—no one has a monopoly of educational rightness,

and the science which nnderlies onr eratt is not a ecise one, Nor for

that matter is medicine or, still less, law, But these differences he-
tween ns will remain legitimate only as long as we continue individn-
ally to make judgments that are both confident and well-informed. That

is to say, as long as we are secure enongh in onrselves to have these-

judgments challenged by om* pupils and by society, to defend them
rationally, but to be prepared to modify them in the light of new

knowledge and new insights. And also as fong as we are always seen to.

be putting in first place the obligation to onr elients, the children. On
their behalf we ean, if necessary, question social norms and govern-
mental expectations, But we cannot do so in om- own interests,

It is against the background of these values that I see the present
and future role of the Schools Couneil. It is not just a piece of ma-
chinery for spending research funds, or administering examinations,
It is n witness to a certain style of runming an edneational sys=tem.
And it isin that context that it has attracted very wide attention from
eduentors overseas. Its essentinl quality lies in its potential to hoost
professional self-confidence in a plralistie setting.

The Conneil is coneerned with all those problems which involve the:

quality of edneation: what to teach and how. They are problems that
loom Tareer today than ever hefore. There is a world-wide preoceapa-
tion with “emerienlim development*—¥the organized improvemen
of the envrienlum®. It is a platitnde that the pace of Social change i
evervwhere ontrmming the eapacity of the schools to respond. This
change takes many different forms, and T eanonly hint at a very few
examples in this paper. Some ave changes in the aspirations and de-

mands of the young people themselves, Pathologically these may he-

expressed in resort to drngs and violence, Constrnetively they involve
a demand by adolescents for an early and effective assumption of
social obligations. an mrgent elmnonr that their schooling be patently
relevent: they are impatient with prolonged apprenticeshin. The
sehools-<like nniversities—eammot wishfully pretend that their stu.

125

PRSI DRI

e St i A e i .
e L XTI




Q

ERIC

Aruitoxt provided by Eic:

121

dents are other than they ave. They must work with the clients they
have, _ L
Other kinds of change are those concerned with knowledge itself,
the nature of subjects and disciplines, the traditional “content ot
education”. In the natural sciences, for instance, the line between
shysics and biology is becoming as blwrred in the junior school as it
1s the realm of Nogel yrize-winning research, In the universities the
frontiers of academic (llisciplines are dissolving, and the schools must
face this. Nevertheless, the regronping of subjects is hard to take. s
Musgrove wrote recently : “To ask a physies graduate to take general

science or an historian to take social studies is not only to expose him

as a narrow specialist, it is to threaten his sense of professional iden-
tity.” ' The stress is one that all heads encounter when they tvy to
change the departmental strneture of their schools—just as the Schools
Council sees it in its sixteen different Subject Committees. each de-
fending its own identity. It has an obvions effect on any development
of the whole eurricuhun, 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 iow children learn. A
lot of research has since supported William James's assertion in 1592
that learning by discovery, experience, or activity is a princill)le *which

ought by logical right to dominate the entire conduct of the teacher:

in the classroom.”™ * 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 inculeation of these skills and knowledge which
teachers know that children need to learn? As Bantock vightly sug-
wested in Black Paper No. 2,* it is not a question of structure or no
strueture, but just how much strueture, and this is a matter of delicate
professional judgniciit.

A fourth kind of chaunge is in the skills that society demands of its
adults, As the Council Survey of Young School ILeavers showed,
pupils want tolearn practical things, things that will help then to get a
ood job and then to do it.! But the skills that are in the highest demand
today-—and more so in 1990-—tend to be those that are hardest to teach.
The number of jobs involving personal services—waiters, harbers,
travel agents, teachers, Schools Couneil Joint Seeretaries—is inereas-
inz. Even vocationally, skills in human relations will soon he more
relevant than skills in the manipulation of tools. And it is much more
difficult to devise a curriculum for them. And even more diflienlt te
examine it,

. StyrLe or RusroNsk

The Schools Council is a part of the administrative system whice
helps the educational profession respond to these changes—among
other parts are local edueation authorities and head teachers. But the
nature of learning is such that only a certain style of administration
eari help, It has to be supportive, and cannot be hierarchical. Admin-
istration ean be defined as the arrangement of an environment in which
individuals pursue purposes. In the ease of edueation the purpose is

VI, Musgrove, The Contributlion of Sociology in I, ¥, Kerr: Changing the Curricilum
(U'niv. London PPrese, London 18968),

AV, James, Talke to Teachere on Peychology (1enry Holt & Co,, New York, 1921,

G, 11, Bantoek, Dizcovery Mcthwls,” Riacl: Paner Tiro (1960,

s Kchools Councll Enquiry 1--Young School Leavers (113M.8.0, London 1868),
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Jearning ; the active agent is the pupil. What counts is what happens
hetween learner and teacher, That is where the action is. It is essential
that we try to nnderstand the nature of that action—or interaction—
if the partienlar administrative role of the Schools Council is to be
intelligible. =~

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

he died:

“Po understand what ls really going on In school, we have to come to grips
with extremely complex, constantly changlug and lmmensely partlenlar systems
of perzonal interactlon, Involving eomplex relatlonships between the experlence,
lnngunge and values which the puplls bring Into the school from thelr llomes and
neighbonrhoods, and those whleh are Imported by the teacher. If there Is posltive
reelprocity of fecling and asplratlon between teachers and taught, satlsfylng to
both. there is n deserlhable enrrlenlar reallty ... If uot, If there 1s a total absence
of mitnal emotlonal satlsfactlon, the currlenlum remalns slmply an idea In the
minds of the teaehers. It lacks reality, even though the teachers talk and the
children zo through the motlons of scholastle activity ... In the curricnlim we
are concerned wlth human belugs whose feellngs and aspirations are far more
real and lmmediately lmportant to them than the cognitlve development whieh
is the eduecator's stock-In-trade. Value attaches to cognitlve development only
beenuse it enables people to organize their feellngs In interactlon wlith those of
others, to frame reallstle asplrations, and to acqulre know-how In glving effect
to them. It is not an end In itself; it Is both a tool and a prodnet of suceessfnl
living, & means of maxlmlzing the emotlonal satisfactlons of belng alive, an aid
to coming to terms with the facts of pain, suffering and death.” s

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 supgort. and reinforce that responsibility, and not to
diminish it. The Schools Council does a small, but vital, part of that

ob—the part which it is sensible and cconomical to do natiomally. on
chalf 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, thongh there is a place for these. Per-
haps even more important, we cannot afford to squander the creative
approaches of the most inventive teachers by leaving them to work
unheralded in one locality. Teams must be brought together to develop
their ideas and_to embody them in descriptions of new methods and
in new ecurricnlum materials. These can be tried out by groups of
teachers in a vaviety of different situations, and the results—evidence
from the experience of different teachers and different pupils—fed
hacl to the developers for evaluation in the classic model first picked
up in this country by the the Nuffield Foundation, building on the
proncering work of the .\ssociation for Science Education. Then in
the light of all this experiment the resnlts must be published so that
professionals can choose to nse or not to use them, as they wish.

_Organized in one way or another, national dcveiopment work of this
kind has been going on in conntries all over the world, reflecting the
interest of socicty, as well as that of the profession, in improving the
quality of education, But the views of socicty—expressed through
various agencies outside the schools—and those of the profession have
naturally not always and everywhere coincided. In the United States,
for example, the curriculum developnient movement started as a move

t 1, 1L Morrell, Paper read to Educational Assoclatos (London 1969).
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by university scientists to transform science teaching methods, In the
enrly days there was n certain disdain for the schocl teachors’ mart in
the process, an attempt to preduce enrriculum materials whieh were
rashly claimed to be teacher-proof. This is now seen to have been a
fatal flaw., Whatever instructions are written down in the manual.
however carefully structured the pupils’ work eards may be, what is
learned is inevitably the product of teacher-lenrner interaction. It is
tierefore heavily conditioned by the emotional procditet of that inter-
action. As Jerome Bruner said recently: “The cffort to make the cur-
viculum teacher-proof was like trying to make love people-proof.”

In Sweden. on the other hand—-and L am greatly over-cimplifving—
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, becruse the resulting national changes
were prescribed to teachers, apparent compliance with them has very
often masked a stubborn and nndesitandable insistence on the part of
individual teachers to go on in the same old way, And the pupils take
their cues from the tenchers, not from the material.

But. the British approach has been differant. There has heen in the
last five years a deliberate resort to democracy. an attempt to seeave
the connnitment of teachers by involving them decisively at every
stage in the innovation programme. This includes the making of de-
cistons at national level on police and on the spending of mones, and
at Jocal levelin the nanavement of teaches’ eentrec end loeal develop-
ment groups. Above all there has been a determination that national
work in the development of new currienlum should be concerned only
to enlrvae the freedom of ehoice of the teacher to determine. in the leht
of the hest available professional knowledge. what is hest for his
pupils in his school. Somehow we were going to dispel the notion that
tenchers were being forced to dance to a tune composed and plaved
hy people who knew nothing about. their problems, This is not. just
politically convenient, in terins of pressure '}rom teachers’ associations,
It is an edueational necesgity, heenuse a teacher who feels profession-
alle cooreed i« most unlikely to he able to contribnte to a mradnetive re-
lationship with his pupils. They cannot learn self-confidence from
teachers who have none.

'f This can be romanticized, of course: everything in the garden is
: never lovely. Teaching is full of stress, and there are elements in it that
support the deseription of it as “the pnranoid profession’—suspicions,
conservative, anxious to diselnim vesponsibility and to find seape-
goats for its failires. Pt the “we-thev” exense for irrespon«ibility

T whicl is fonnd throughout. our society, in lahour-management. rela-
: tions, in teacher-local edueation nuthority relations and, verhans con-
! sequently, in student-teacher relations must be dispelled. A healthy

future for an educational system must lie in constantly asserting and
reinforcing the teacher’s own responsibility for what he teaches, and
witl it the puril’s responsibility for what he learns, rather than his
snbordinate relationship to authority orto an employer. A1l onr educa-
tional institutions must be concerned to do this and must be run in
ways which foster it. The Schools Couneil is an institution delibotately

: 2 J, Bruner, The Relevonce of Skl or the SkNI of Relevance, Paper presented to Edueas
; tlon in the Seventies Conference (Encyclopaedla Britanniea lelltod.pl.m;don' 1070),
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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 the new physicssyllnbuses that it may be able to devise.

Trx Scuoors CouNcir, ANALYSED

So let me now try, using this criterion, to analyse the nature of the
institution how it seems tome to have worked during the last few years
1fmd what might contribute to its success or failure during the next
ow.
Its first charncteristic is the nature of the partnership between cen-
trnl and local government which 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 nuthorities, con-
tributing ench according to the number of pupils in its maintained
schools.l}n the Council’s early yenrs, these respective contributions, al-
though about equal in amount, had been tic({ to particular purposes,
that from local authorities to research and development grants, that
from the Department of Iidueation and Science to payment of
overhends, such ns staff, accommodation. 'I'he Councii is now free to .
dispose of ull its income exactly ns it wishes. Its independence from
central government—uwhich in policy matters was always real—has
‘ 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 ave extremely important.
But the unusual nature of this functional wrrangement isnot so mueh
the contribution made by central government. 'I'he more significunt
element—and the one which startles overseas observers—is the com-
mitment represented by the investment of local government resources.
The loca] authorities have a statutory responsibility “to provide edu-
cation.” They decided, four years ngo, to back this by investing their
own funds in a natural institution concerned with research and de-
velopment work designed to improve the quality of that edueation.
What they were saying was that the creation of conditions in which
the curriculum can be impraved is their responsibility locally, but that
they recogmized that there is a purt of this responsibilit wfnch could
sensibly be carried out mationally. For this purpose they formed a
consortium, to be called the Schools Council, }t would produce curri-
culum materinls, research, working papers, bulletins and other ublien- i
tions which it would be for their tenchers in Derbyshire, Cumberland ‘
or Ixeter to adopt, adapt or diseard as they wish. But—and this is :
even niore important—the local education nuthorities were at the ;
same time committing themselves to making n much larger contri- :
bution to a local development effort without which the national in- ‘
vestment. would be abortive. As local administrators they would pro-
vide time, money and other resources for teachers to meet together to
discuss, to work, if necessary to re-educnte themselves, so as to develop
their own ideas about the enrriculum and. incidcntuily, to make use
of the material which the Schools Council could produce. Hence the
Teachers’” Centroe movement, one of the most encou mging and exciting "
phienomena in British educuation in the last few years. They flourish i
in some arens and languish in others, but they are an essential fenture
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of the Schools Council’s work. Nothing which is written is real until
it is rend. If you nre trying to cornmunicate something you must pay
n8 much attention to the disposition of the receiver ns to the quality of
the transmitter. So from the beginning the Council has tried to stin-
lato local development groups” which will provide teachers with a
reason for using its stufl, and which will set themselves tasks for
which they may find its materinls wseful. The Conncil’s role here has
been to stimulate and encournge. We do not omselves finnnce local
worls, and it cannot and should not be our function to equalize, to pnt
Lonmshire’s financial contribution to work in Barsetshire becanuse Bar-
setshire has decided not to make proper provision for its own teachers.
So lere is the first charncteristic and the first strength of the
Council as an institntion : loenl nuthority cemmitment to it. My hope,
and there are signs of it in the strength of support we get from
many chief education oflicers, is that this will grow, My fear is that.
in econditions of continued financial stringency it. is the fucilities for
local development work and inservice eduzation which will be the
first to be starved. There are signs of this happening too: for ex-
ample the reluctance in some arens to provide substitutes for teach-
ers who want to take part in local development work in school time.
But in principle the L.E.\s are fully involved in the Council and
for this we are mueh envied by administrators in other conuntries who
have not succeeded in finding & way of committing local re-
sources to central research and development work and thereby har-
nessing to it the local enthusinsm withont which it ennnot be effective.
The second outstanding characteristic of the Conneil is that. public
ngencies have heen prepared to hand over control of these resowrces
to a body which is in theory and in practice controlled by the teach-
ing profession itself. ITere I am certain that we underestimate what.
wo have achieved. I krow that there are some teacliers who are so
detormined to be vietimized that nothing will convince them that
the tenchers’ control of our decision-making is anything but. a sham
and o facade. Perhaps at the beginning of the Council's life this was
mderstandably felt rather strongly. But 1 think now that all of
those who sit on the Council’s committees and ennnot always gret. their
own way—and that is every one of us—know that it is not bureaucrats
but other teachers who frustrate them. The Schools Council thus pro-
vides an opportunity for tenchers to sce that whatever their different
perspectives as individials or ns groups they are all operating within
ono system which demands compromises if the interests of
individual pupils are to he safegunrded. Perhaps “compromise” is
rather a weak word. Tt is not just that—to use non-Council names—
Michnel Duine must trade in a bit of his mish philosophy and Tom
Howarth a bit of his mash philosophy in order to produce a mish-
mash to which each can quarter-heartedly subscribe. What is needed
is a_recogmition that, in a society in wlich all pupils and parents
tro increasingly aware of all the opportunities open to all the others,
the undiluted pursuit of values which may be appropriate to one
group of pupils—say the academically gifted in some special field-
may actually damage the edncational 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 forn curriculum is very often seen as a set of rules
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for a national competition for which there are a limited number of
prizes, places in universities and elsewhere in higher education. In such
a situation it is plain that what suits best the needs of one group of
pupils, or group of teachers, may well penalize others. The way yon set
up the rules determines who will win prizes. This lends to conflicts of
values and interests. One pupil’s (and his teacher’s) freedoin to pursue
high grades in three highly specialized A-level courses limits the free-
dom of his competitor to do something else which might be of more
valie to him but which would not qualify him for a prize. The Coun-
cil—and its relation to higher edueation—provides for the first time o
place in which these conflicts ean be mediated and in which representa-
tivesof theze interests ean constantly meet each other with a brief to act
collectively.

There is n great. opportunity here, but I must confess that there is also
grent danger, All of us that have watched Council committees and
working parties in discussion have heen greatly heavtened by the visi-
ble precess of mutnal edueation hetween individuals starting from
quite different. viewpoints, T remember with some satisfaction & mo-
ment aftera recent committee meeting when a neweomer had expressed,
very vigorously, views with which I happenced to disagree strongly.
Someone camne to me afterwards and said “Ile must he n National
Union of Teachers man. In fact he was a chief education officer. 1eo-
ple’s roles get. submerged in a new eo-operative Council role, and this
Is very enconraging, T remember also people saying when the Council
was set up that nothing could be achieved by a collection of “interests”,
teachers' nssociations, socal edueation authoritics and others, all strils-
ing requived attitndes. Tn fact, it has not been like that—indivi<luals
onee appointed have modified their sets of prejudices and opened their
minds.

The two sixth form working parties have offeved an outstanding
example of this. They have worked intensively together over a long
period on problems which have haflled the profession for many years.
Tho process of private debafe has been a greatly beneficial one, but. it is
dishenrtening (o sce the understandings achieved in face-to-face col-
laboration nielting away in the heat of publie controversy. In a small
group peeple have to face np to the consequences for others of what
ihey say: on a publie platform, or in a letter to the Press, they can
et away with alimost anything! Our Lope for the Conncil's future
must be that. in time the quality of the public debate will also improve.
One of the Couneil's functions mast be to reduce the name-calling, the
stercotyping, the polarization of attitudes which characterizes public
debate’in the pedagogieal profession: Black Papers versus Red Pa-
pers, Bgalitarianism versus Elitism, TTalf Our Future versus the Other
TTalf, play-way progressives versus deskbound traditionalists, Pedley
versus Pedley.

The Schools Council is a real test of the prefession’s eapacity to
take decisions for itself: as an instrument for professional democracy
it. may assist the development of rational debate about the curriculnm
and thus continue to ward off outside intervention. Certninly there has
been no warrant so farr for the early fears of Government interference
in our affairs. But if, in spite of all, in the end it is professional po-
lemic and connterpolemic that prove to be the decisive influence, the
way will be left open for others to pre-empt onr decisions for us. We

live in a justifiably impatient society.
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The first two characteristics then ave central/local government part-
nership and teacher control. The third significant characteristic is that
the Council has no anthority over tenchers. It may—and 1 hope it
does—sometimes carry a certain amount of weight of Frofossiomll con-
sensus, and o great d)cal of the kind of nuthority which comes frem
organized knowledge. But not anthority in the Oxford Dictionary def-
inition, “the right to enforce obedience™. It cannot instruct anyone to
do anything. To my mind—thongh not always to those who command
a majority in our ranks—this 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 1f individuals do things beeanse
they have chosen to do them they do so with infinitely more effect than
if they are passively acquiescing in anthority. It is trne for teachers
as for their pnpils. “The right to enforce obedience® has no place in an
educational process, either between teachers and organizations, ov be-
tween teachers and pupils. Once coercion creeps in, education begins
to go onut.

13ut to enlarge the range of choice open to tenchers is to make their
job very much more diflicult. Just as for a doctor more research or
drugs make possible more acenrate diagnosis and more effective ther-
apy but also require & constant refreshment of professional compe-
tence. The drug companies, however, sell pretty smrd, and there are
doctors who see in their brochures the easier way. So with teachers
there are many who want instant. preseriptions and who insist in spite
of all the Council's disclvimers 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 sume theme, and I'am delighted to say that we have several
times justifinbly heen 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 fonrth significant characteristic of the Council is that it operates
only in the area of the curriculum, and the orgunization of schools in
so far as this affects the currienhum. This givesthe Council wide scope,
but nevertheless sets limits. It sees the curriculum as comprising all
those learning expericnces which the school intentionally provides,
whether this be the fifth-form mathematics syllabus or its prefect
Sfr.stom if that is intended to provide ol)pm:tunities for learning leader-
ship. The Conncil is concerned with 1clpmﬁ teachers take curricular
decisions in whatever school situation they find themselves, in special
schools, in pre-school play gronps, 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 colleges. 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 himsclf, the
teacher can best do his job. We live in an educational world which is
torn by arguments about finance and organization, and to be free of
these is a considerable advantage.

Theso are the fonur most important characteristics of the Council
as an institution: (1) central/local government partnership, (2) pro-
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fessional teacher contvol, (13) avoidance of authority, (4) restriction
of activity to the what and how of schooling—the curriculum. I will
now make n few personal predictions about the directions in which
the Council will go in the next few years.

Tne Furore

Firstly, I hope it will extend traditional Nuﬂield-t§pe development
work into the more diflicult aveas 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 forwavd to is the far more difficult experimental
work in, for example, secondary school history or sixth formn social
sciences. In a world in which all political debate requires an under-
standing of socinlogical and economic evidence this is an essential ele-
ment in the education of the seventeen-year-old ; the seventeen-year-
olds seem to agree, to judae from the popularity even of the rather
dusty syllabuses in sociology and economics which are all weofler them
at present. But at the same time the earlier work in other subjects
must be re-examined. There mnust 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 denl more in
curriculum renewal than do changes in content and materinls. It is
not_the Council’s job to provide in-service education—though it is
high time it became a little more clear just whose job it is—but it
is our job to ensure that those who do provide it are fully acquainted
with up-to-date information about new approaches and msterials,
So I foresce perhaps a chain of centres of in-service education and
curriculum reseavch, linked in some way with our projects, perhaps
partially financed Gy the Council—on 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 Anglin under the divection 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 vesearch
about teaching methods and content.

Thirdly, T hope—I am not sure that I expect—the Council to be
the front runner in research and development work in new tech-
niques of assessiment, designed to achieve a situation in which assess-
ment hecomes the servant and not the master of the educational
process. In this we will work closely with 2ll the examining boards
and with the National Foundation for Toducational 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
curricullum development work, and an expansion of the Council’s
team of field officers (mostly head teachers on secondment) and
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comuunications services. Not only, or even mainly, communication
from the centre to the circumference, but communications between
oue group, one school, and another. We are alveady getting geared
up for this—though no one yet has found the best means, given the
utter inadequacy for this purpose of the written word.

CoNcrLusioN

This paper has tried to show the Schools Council as an institution
designed to Vromote the kind of freedom, both responsible and well-
informed, which I believe to be essential if the professional clients
of educators—the childven—are to grow up in the kind of society
which T suspect most of us would like to sce.

There ave three groups of people within the educational profession
whom I would characterize—or caricature—as “the enemy™ of this
freedom. They are all well-meaning and there is a bit of each of
them in everyone.

The first group are the lethargic ones, They do not want their job
made any more diflicult than it is already. They do not want to choose,
and so they do not need to equip themselves fo choose by reading or
by going 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 sohooling. As
an -American science curriculum developer said to me the other day
“Teachers teach the way they were tanght, not the way they were
taueht to teach.”

The second group of the cnemy are the complacent ones. They know
they are doing a good job. They have been doing it for the last twenty
years and they are damned if they are going to change it for anybody
clse. They know there isa lot of talk about change and they have read
a few books. But it does not, scem 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 repent the bit about lics, damned lies and statistics..

The third group has a fancier name. The dirvigistes or the techno-
crats. They have worked out just what the nceds 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 tenchers—not many—are
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 <o 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 cnemy. But it is a temptation that must be resisted.
Eduecation is power over individuals andpno one is worthy of cnonely
trust to be given that kind of overall responsibility. So we piust dis-
perse power, disperse responsibility, and find ways of providing for
all of us, whatever ourrole 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 nre in onr care, or the tenchers for whom us administrators we:
providea suprorting environment.

The Schools Conneil is a most powerful force for decentralization
and pluralisn in British education today. It gives power to individuals
by organizing for them nceess to research and knowledge which ean
be made nvuiﬁnhlc only centrally. It stimulates, Int does not impose the
innovation which is the necessnry resFonsc to change. All this is done
under professional control with local sources of finanee and with no
authortty other thun that which it derives from its own representative
character and the evidence it offers. For that kind of enterprise to be
bucked with over £1,300,000 of public money is quite a national achieve-
ment. Its importance is not just edueational. It is political, and it
is in that context that the work of the Schools Council should be
serutinized.




HUMAN RESEARCH AND HUMAN AFFAIRS'
By SHELDON H. WHITE

We live at a time and in a society where a snbstantinl amount of
resonrees have been committed to vesearch on the development of
human behavior. Al this seeimns natural to us, becanse it has been <o
within our memory and becanse society’s snpport of snch veseareh vests
on exactly the reasoning by which we have committed onrsclves to
it . .. the belief that careful scientific analysis of human behavior
will sooner or later have value for hunanity. Probalb'y. most of us do ‘,
not share the visions of total scientific utopias suggested by some in :
the past * * * Galton's engenic prospectus of human evolntion di- ;
rected by scientific anthropometry, Watson’s argument for a society
organized towards “behavioristic freedom”, Skinner’s stovy of Walden :
Two. Bnt most of us have shared a more modest faith in the nltimate
benefit of human research, It comies as a little of a surprise to {ind
that that faith is today ealled up for justification. We realize. with a
little effort, that socinl support for a scientific study of human de-
velopment has only existed sinee the turn of this century . . . since
r. Stanley Hall persuaded the National Education Association to sup- i
port a Child Study Movement in the late 1890’ * * * and that it
rests on a promissory note. Taken as a whole, psychological research
with humans should sooner or later make contact with everyday ;
human activities and everyday human concerns. It should be helpful ,
to peoploe in some way. Our ability to deliver on that promissory note ;
has recently come in for some discussion by governiment, by students, g
and by some of us. |
Suppose we concede some of the criticisms that have been directed :
at the study of human behavior to date—criticisms 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 affairs and was not (fesigne(l with snch relevance in mind. I i
think we would be wise to concede those criticisms, wise in ¢ !
. olitical sense, and wise in a very personal sense. I think the eriticisms !
3 wve some truth to them. Nevertheless, we must now understand that i
:‘ psychological resenrch is playing an increasing role in the dircction |
: of human affairs—formally, throngh the political machinery, and in- '
formally, through its everyday role in human activities. We may not i
like 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 l
happening and it is impossible for psychologists as a collective group
to avoid the task of controlling it and making it rational. i
The stories of science tell us that basic research conies into rele-
vance somewhat nnpredictably but when it does it does so concretely

T Paper presonted at symposlum. The Developmental Seiences: State and Fate of Re-
acarch. Funding, Amerlcan Assoclatlon for the Advancement of Sclence conventioa,
Chileagu, December, 1970,
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and definitively, First there is the basic inquiry and then, some pos-
sibility having been glimpsed aud pursned, theve is the engineering
that leads ns to the new product, the drug, the dye, the transistor, the
indusivial process, something better, somncthing cheaper, in any
case. a clean, snbstantive contribution. But all this may be misleading,
becanse this nny not be the way nunan research does come into human
affairs. There ave special circumstances.

Consider, as an extreme, popular psychology. Fvery month. dozens
of middlzbrow magazines mu{ hundreds of newspaper and TV items
communicate a simply astonishing quantity of purported psycho-
logrical findings to the American public. The swarm of cormmunica-
tions is very ephemeral, very mixed, and very irresponsible, and in
it reazonable statements by responsible men are jumbled all together
with unreasonable statements by wild meu. “ESP proved” * * *
“The average American has the intelligence of a 13-year-old” * * *
“Children can improve theiv reading by crawling on the floor” * * *
“Twing speak more poorly than single children™ * * * “Television
breeds violence in children” * * * “Scientist proves intelligence is
hereditary” * * * “Anxiety scen as canse of cancer” ¥ * * and on
aud on and on. The flood of information comes and it gocs. Tovery once
in a while one of ns pnts some serions work or some serious writing
into the popnlar 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 popnlar Rs,vchology, semi-popular psy-
chology or semi-edncated psychology. All aronnd the margins of pro-
fessional psychology, there are those who have had only a brief
exposure to psychology, ono or two sclected conrses, who have been
exposed to legitimate psychological literature but not a great deal of
it and who do not have the kind of scasoning or breadth of exposure
it may take to evaluate its weight. I refer here to the teachers and
cocial 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 thonsands of undergraduates who
will now take one or two courses in psychology as part of their diversi-
fied comsework. The vast majority of them will let it all slide by and
will perhaps not wuse their exposure in any detectable way, but some
will nse it and the effect can be quite startling. Anyone who lives in a
faculty of education, as I do, is quite heavily exposed to it. American
edncation is quite chronically in need of reform—everybody
knows that—and no one is more fertile in proposals for reform
than graduate students in education, The great majority of proposals
for reforn in American edncation that one enconnters are huilt npon
a kind of obsessional use of some restricted segment of psychological
research or theorizing—salvation throngh the principle of reinforce-
ment. salvation throngh discovery, salvation through group encounters
salvation throngh creativity, salvation through Piaget, salvation
throngh the self-concept, etc.. ete. This is the semi-popnlar psychology
at work, not only in education, but in mental health and all sectors of
social reform. One may disdain it or deplore it, but it wonld be a
serions mistake to underestimato its force.

I am not here snggesting that we ought to somchow try to clean
up the excesses of the popular or the semi-popnlar psychology, nor
am I suggesting that these are the central arenas in which hnman
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research should be directed into mman affairs, I am simply trying
to malke a point abonut the way psychological research does come into
application—not vian the scientific discovery, signed, sealed, and de-
livered—Dbut throngh very open channels, constantly, vsually pre-
maturely, the legitimate mixed in with the illegitimate in an often
uncontrollable way. Alone among all the scientific disciplines, pasy-
chology tallss to consumers who are practicing psychologists. Any
random freshman in Psychology 1 is a gifted ll)syc rologist who has
spent years in the natwralistic 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 fornm for the
dissemination of human research.

People nse the results of himan research beeanse it is in some sense
inescapably necessary to do so. No other discipline faces this special
topsy-turvy situation, that knowledge may be genceralized and applied
before it is knowledge. All this comes to a head when the government
takes responsibility for the betterment of human behavior and human
development. Then the informal diffusion of psychological research
into socicty becomes a semi-formal process. We have the policy maker,
the politician or adiinistrator making decisions that inescapably re-
quive him to sg)cculute 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 measnrement—
to establish more clearly the nature or the locus of the problem. to
monitor the conrse 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” . . . T am not sure, here or elsewhere in this diccussion,
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,
psycho‘mthology, 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-
crnmental poverty programs—for developmental psychologists, those
lnrge segments of those programs that were directed at carly educa-
tion_or early stimulation—Head Start, Follow-Through, Title I of
the Elementary and Secondary Education Act and now, coming along
q]nite rapidly, the emergent national system of day care centers. Psy-
chologists, acting as_conveyors or interpreters of rescarch 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 2/a-
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 mneans, he
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was unprecedented in deciding that there was a problem . . . that
is, in crystallizing the issue of poverty as a political issie. Certainly, it
has been true since the inception of 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 onr knowledge and techniques; they have tested them and
they have made issues of them. This is not a benign process. I do not
know how many psychologists nnderstand this but I believe it to be
trie that in recent years the credibility and the meaningfnlness of psy-
chological research have been placed at stake in Washington, im-
plicitly or explicitly, wisely or nnwisely, necessarily or unnecessarily,
by some who have spoken on behalf of that research on the major
socinl questions of onr time.

Head Start was justified throngh scientific arguments that human
intelligence conld be modified if one began early enough in the child’s
life. It happened that at the time of the inception of Head Stanrt,
ITunt. had just completed his important. monograph in which he re-
viewed the historienl definition of intelligence and intelligence test-
ing, discnssed the early intervention studies, reviewed the psychologi-
cal studies of early stimulation and Piaget’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, Flunt’s
monograph was a scholarly effort. appealing in a sophisticated way to
n broad spectrum of psychological vesearch and, in the perspective of
1961, it was an important corrective to a tendency prevalent until that
timo to regard human intelligence as a fixed quantity that would not
show changes dnring childhood except through errors in measnrement.
There was another important monograph of that time, Bloom’s Sta-
bility and Change in ITuman Performance, which snrveyed the cross-
ago correlations of IQ scores and which conelnded that human intelli-
gence must be least predictable, most modifinble, and most teachable
n the preschool years,

In the political discussions of 1964, the Hunt and Bloom mono-
graphs, snmmary representatives of a great quantity of developmental
research. were tnken as a scientific substrate for a policy argnment,
the argument. that society should invest. heavily in the education of the
presehool child as a way of breaking the cycle of poverty. Political
discussien is not. a moderated or a shaded disenssion, It is largely
condneted by lawyers and it vests upon aclvoeacy. Psychologists might
have had a hundred delicate or not-so-delicate reservations abont. the
conelusiveness of the evidence which, on balance. they regarded as
{msitive for the policy. They might have expressed their reservations.
mt. shadings or hedgings were not carrvied forward in the surge of
political discnssion and action.

In 1964, the specnlative argument of TTuntand the inconclusive pre-
school findings of Martin Dentsch took Washington by storm in one
direction and then, a few years later, the speculative argument of
Jensen and the inconclusive summary evaluation of IHead Start by
Westinghouse. took it by storm in quite the opposite direction. Any
psychologist. faaniliar with the classic mover of the heredity-environ-
ment, controversy could have anticipated the Jensen argument . . .
he might have mentaily sketched it while rending Hunt. But. Jensen
in 1968 was startling and surprising to some of the policy people. They

139

-




v man e e e

135

had not heen led to expeet it nor the negative findings of the West-
inghouse evaluation of Tlead Start appearing at about the sume time.
Subsequent. counterattacks showing the wealknesses of Jensen's argn-
ments and the short-comings of the Westinghouse evaluation did not
assuago the problem, but only deepened it. The policy makers had real-
ized, r)y n somewhat. painful and eataclysmic process, the most funda-
mental truth about onr understanding of how to stimulate early human
development: that it is inconclusive.

During the development of Head Start. there were, roughly. three
foci of interaction between human research and human affairs. There
las been the broad level T have just been discussing. the policy level,
where genernl questions of the possibility and feasibility of govern-
ment. action have been weighed using evidence and advice taken from
socin] science and social scientists. There has been a second level, the
implementation level. where a more random and heterogencons min-
gling of resenrch 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
fow clear ideas about what the currienlum 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 eapitalized upon the surface topies of the developmental
literature . . . and so one found heterogeneons preschools avowedly
using the principles of reinforcement to achieve behaviornl objectives,
teaching towards verbal mediation, Pingetian conservation. more re-
flectiveness, field-independence, classification slkills, taking the role of
the other, perceptual differentinting, ete, ete. Many preschools have

been oriented towards the personal and emotional development of

children, bnt here one finds the adoption of goal statements from other
strenms of human resenrch: one finds various dilutions of the psy-
chologies of Frend, Rogers, and Erikson: one finds notions like ex-
trinsic vs. intrinsic motivation, the competence motive, self-pctnaliza-
tion. ego strength. creativity. the exploratory drive, etc. Generally
speaking, ])1‘03ch001 programs liave songht to rationalize their prac-
tice using the concepts and the datn of research on human develop-
ment. So far no one has had much suceess in curriculum development
using these conceptual adoptions, and there is a perennial market. for
the latest iden, the latest concept, the latest data from developmental
psychology.

There has been, finally, a thivd interface between human research
and these edneational programs—the 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 edneational programs—THead Start, Follow-Throngh,
Title I. Sesnme Street, ctc.—-an({;these evalnations have generally fol-
lowed n fairly standard pattern. Children given the program have been
compared with children not given the program using some battery of
Bsychomct.ric instruments. The major thrust of the instruments has

ecn towards the estimation of the intellectual development of the
children vin intelligence tests, tests of linguistic development, school

achievement tests. There has been an accelerating argnment about the
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limitations of our capacity for Esychologicul evaluation, about the
compromises that inevitably must be made in the design of such studies
and. quite generally, about the grossnessof our ability to detect changes
in intellectual development and our alinost total mability to detect
Iruman 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 socinl programs
have failed to find strong evidence for their success.

Wae find, then, that in the compensatory education programs of the
recent past, the internction 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 evalaution—there
has heen 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 socinl ques-
tions—the nced to establish whether malnntrition hinders mental de-
velopment, the effects of TV violence on children. the descgregation
issue, ete. The cycle of promise and disappointment need not be over-
-emphasized. The interaction of policymaker and developmental psy-
chologist reached n new and intense lovel in the last decade and,
undoubtedly, both still have something to lenin about what to expect
from the other.

The point of all the foregoing is to assert that there is todav an
important, transivission of human research into human affairs. What
was earlier asserted to be true of the popular and semi-popular psy-
chology is now nsserted to be true of the more formal interplay
botween expert and policymaker. Basic research transmits into the
policy sector—not technology, not methods, not simply these
things—but educated guesses about how to groceed. The prudent
research scientist may feel shocked when findings are rushed into
practical recommendations before he is sure he understands what the
findings mean, or buafore he is even sure they ave replicable. The policy-
'maker may feel betrayed when he gradunlly discovers how elusive
and changing 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.

Griven the history of the last decade, there has been mounting con-
cern_about the meaning and relevance of research in developmental
nsychology. Does basic reseavch 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 beecause that is all there is. Policy
decisions involve guesses. bets on courses of action ; responsible admin-
istrators will seek to make their pnesses as educated as possible. They
are nsing what we now know about 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 research can be most helpful. My belief is that they are not, for
several reasons:

1. Tirst, about the organization of basic research itself. There is no
question that we must find out more abont the development of the
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child’s thought, perception, motivation, emotion, etc. in order to better
our present interventive effort. The treditional agenda of basic
research on human development is fundamental for any substantial
nn‘)rovement of education, training, rehabilitation, therapy, or social
welfare directed at childven. 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, jomrnals 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 bluntl vy, I
tend to think that much of what we now do serves to per-
petuate old, dilapidated ritnals 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
nccording to topic names—perception, learning, motivation, sex dif-
ferences, etc., etc.—and then we have further subdivisions according
to the volume of existing research so that we now have experts on
peculiar little fragmentary topics like “human verbal learning*—
usnally meaning “human verbal memory drum learning”—or
“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
reculiar feature of owr specinlizations that our sense of scientific prob-
ems and issues has become specialized as well, specialized and tiny.
Some say the solution to this problem is throngh interdisciplinary

institutes: get all the cxperts 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 like—within the mind of
the specialized researcher. Consider Jean Piaget. The problems he las
worked on are, in and of themselves, not broad—children's ability
to give formally adet’uate answers to certain kinds of questions and
certain kinds of problems. He has looked at these problems quite
broadly, and peog e play the game of trying to decide whether he is
fundamentally a biologist, a sychologist, or a philosopher. Some take
his lack of solid professionall) 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 ]]n'opor perspective. All problems in human de-
velopment involve biological, psychological, and philosophical issues,

There is now a need for more basic research in anic research, more
grappling with issnes and less reporting of studies, T no 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” resenrch in human learning. We can begin
to sketch out interestin% notions about human learning if we are
willing to work with a brond range of information coming from a
variety of sources—and 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 research—in its good and proper sense—will directly
recommend policy decisions. Generally, basic research is ultimately
concerned with the basic texture of fundamental canze 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. Poiicy 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 sociall issue, we may need system sur-
veys of the size of the Coleman Report, Project Talent, o the U.S.
Civil Service Commission Report. To develop and compare alternative
appronches to social problenis, we may need_projects of the size of
I"Io]low-’l‘hmu,qh, the Head Start Planned Vocations experiment or
the National Laboratory for Early Childhood Education. To assess
the effectiveness of ongoing programs we inay neced large and complex
evaluate stndies.

All these call for some active organization of research towards the:
needs and goals of policy, and it ealls for new kinds of research-direet-
ing orgamzations such as the National Institute of Child Develop-
ment and the National Institute of Education, both proposed in hills
now before the Congress. Throngh such institutes, or through some-
thing clse like them, we should arrive at 2 more aéeqnnte]y managed
communication between research and human affairs. The policymaker
necds to become sensitive to the complexities and uncertaintics of our
information abont Imman development, and the researcher needs some
sensitivity to the complexities and uncertainties of policy.

And now, third, about the development of developmental research.
‘We may imagine a somewhat more n(lcquate program of basic research ;
we may imagine 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 onr present nmmber of individuals committed to re-
search in Human Development and with onr present level of support
for such vesenrch. At the present time, this conntry contains about two
dozen people committed in any kind of serious and snstained way to
studies of the development of human learning, pevhaps a dozen devoted
to the study of the development of human perceptiouns, another dozen
to the development of langmage, another two or three dozen to the
stndy of the development of reasoning. Oue hears it said that develop-
mental psychology has been growing explosively, ves, but the growth
was from a base that was near zero in the middle 1950'.

There is no quick way to rapidly enlavge the number of competent,
sophisticated, seasoned individunls. Tf, as I believe, governmental plan-
ning on issues of human development is inescapably married to our
basic knowledge, its strengths and its weaknesses, then it would seemn
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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