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A promising area in educational research is the

application of technigues of literary criticism to curxriculum theory.
Kenneth Burke's dramatistic system clarifies the five sources of
motives in the drama--purpose, agency, scene, agent, and act. This
pentad creates a possibly fruitful model that highlights the drama of
the classroom. Contrasting three long recognized orientations in
eduvcation--knovledge transmission, socializaticn, self
actualization--with Burke's taxonomy highlights the ways in which the
three frames of referemnce shape various dramatic situations. This
dramatistic interpretation provides additional perspectives that
appear to clarify and enrich analysis of the educational process.
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A BURKEAW ANALYSIS OF TiL CLASSKOOM

Jeanne Freeman
The University of Texas at Austin

Statistical investigations dominate tne educational scene today; however,
it is clear that humanistic theories should coexist with empirical systems as
contexts for inquiry into tho educatiomal process. Mann (1969) and Westbury {1970)
have noted that curriculum evaluation could be expanded with the addition of the
concepts, methodologies, and stratepies of othar fields. A promising theoretical
area is rhetorical and literary criticism, For example, Kelly (1373) recently
demonstrated that the models of literary criticism provide fruitful analogies
for curriculum evaluation, However, no thorough application of literary theory
has been used by curriculum theorists or researcl: s,

One of the most important literary and rhetorical critics of the twentieth
century is Kenneth Burke., In his EFEﬂﬂﬁf.Pf"NRFiXEf.(1969)’ Burke generates a
dramatistic theory which is a philosophical attempt to classify a dynamic view
of reality in terms of human interaction, burke's dramatistic theory has had an
impact beyond the circles of literary critics. Burke and other scholars have
applied this model to analyze the varieties of literary criticism itself and to
philosophical systems in general,

In his dramatistic theory Burke isclates five sources of motive in the drama:

Pucpose (why it is done); Agency (how it is done); Scenz (when or where it is done);

Agent {(who does it) and Act (what is done). Both the overall curriculum viewed
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macroscopically and the classroom, a smailer component viewed microscopically,
may be conceived as dramatic situations. Applying Burke's pentad of motives
to both the macrocosm of the curriculum and the microcosm of the classroom throws
into view the inherent drama of tne educational process. The focus of this paper
is the application of burke's taxonom- to education by contrasting three major
trends in cwrriculum developm:nt and their impact on the classroom,

Tnfee contemporary curricular theories in education shape very different
dramas in the classroom and emerge as the sources of distinct educaticnal goals:
one theory views education as a m:ans of transmitting the cultural heritage to
students; a second theory views education as a means of socializing the individual;
a third theory views education as a means of self-actualizing the child., (Tyler,
1350; Beauchamp, 1968) The first theory emphasizes the mastery of the academic
disciplines, the second is primarily concernad with benavioral change, and the
third places a premium upon tne self-actualization of the unique individual,

All of Burkes five motives operate in any classroom drama, but depending upon

the curricular theory which generates the motives of that drama, three markedly

different dramas emerge. Contrasting the features of the different educational
ﬁdramas requires a careful analysis of the degree and ways in which each of tne
five elements of the Burkean Pentad interact in each of the classrcoms fashioned
by the three cvrricular philosophies.

Each curriculum theory generates curricula that can be conceived as plans
or documents, desipned to achieve curricular goals. (Beauchamn, 1968) This
analogy enables us to use rhietorical techniques of discourse analysis to study
the curriculum macroscopicaily as a document in which the five motives converge.
Thus, in Burkean terms curriculum can be conceived as a set of five basic
motivational forces: a cwriculum guide {Burke's act), authored by curriculum

designers (Burke's agent) to serve as a motivational ground (Burke's scene) for
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subsequent actions, thereby an instrument (Hurke's agency) for shaping human
relations (Burke's purpose.) A curriculum is one type of human drama which can

be dramatistically interpreted. Given this interpretation of educational components,
it can be seen that the principles and assumptions underlying the curriculum estab-
lish a calculus of motives, and these five sources of motives in Burke's heirarchy
can be viewed as a dynamic interplay of forces--a drama.

Within the drama, the purposes or educational orientations largely determine
why the action takes place. Curriculum becomes the necessary means {agency) to
attain these specific curricular goals. Therefore, the curriculum sets the stage
for the classroom situation, itself only a part of the larger curriculum drama.

And the classroom situation, like the larger curriculum drama, can also be inter-
preted in dramatistic terms.

Because Jdifferent poals and means contrast sharply in curriculum, the subse-
quent classroom situations differ. The classroom serves as the scene within
which the drama is enacted. Logically then the actors and acts are the necessary
components of the plot--as Burke says they are congruent with the scene. The ways
in which the teachers and students (agents) influence and are infiuenced by the
scene depends on the degree of freedom or control exerted by the scene. For Burke
the agents' wverbal acts lecome the focus of the dramatistic analysis. These verbal
acts give form and style to the drama. The complex interplay of the five motives
serves as a framework for analysis of the classroom drama.>  The application of
the Burkean theory to tne owverall curriculum model and the overall classroom model
can be seen graphically in !'ipure !,

77 As can be seen in the upper ripnt corner of Figure I, each of the three
3. Frymier (1947) develops a metaphor in which curriculum includes actors,
artifacts, and operations. ile expands this metaphor tc explain how
curriculum builds an environment for the learner and defines the inter-

active relationships, thus enlarping his metaphor te include Burke's scene,
The parallels between the two systems are fairly evident.
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curricuiar aims generates d particular educational orientation. MacDonaid (1973)
comments that these turee value-ldaden orientations constitute biases in point of
view that prescribe specific values in curriculum and classroom decisicns. In
Permanence and Change (1ubb) burke explores the ramifications of a particuler
orientation or point of view and its determining influence upon a general belief
system, He concludes tnat an orientation (purpose) determines expectations and
future choices and thereby ratterns future actions. The terminology of language
that surrounds the specific orientation shapes the ways in which pevple under-
stand reality and consequently the ways they act. Translating Burke into the
evaluation of curriculus, each curricular theory generates a different form of
ciassroom drama. The wavs in which each of the five motives of the Burkean pentad
are erbodied in the different classroom dramas are schematized in Figure II.

The first curriculum theery--the intellactual discipline orientation--holds
tnat education serves to impart the content and skills of the organized fields
of knowledge which have trneir own histories, principles, and methodologies.
(Bruner, 1962; Foshay, 1ytl) In tue sixties, this philosophy set in motion
curriculum projects'that continue to pervade schools (e.g. PSSC Physics; SHSG
Mathematics, New Criticism, New Linpuistics, New Rhetoric). Considered chiefly
as subject matter, curriculum functions as an instrument that shapes the scene
of the classroom environment. In a dramatic context this orientation gives the
starring role to the apency. Content, specifically tne disciplines translated
into school subjects, is the major focus for activities in the classroom. Concepts
and prirciples that structure the subjects are major considerations for scholars
who organize bodies of knowledge tc make curricular plans that constitute the
content, methods, and materials that should train students in the structure and
methods of the discipline. This primacy of content places certain limitations on

the classroom scene.
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Transported into the classroom, Such 4 view of curriculum creates a hignly
structured scene. The environment nust be a carefully organized and sequenced
arrangement of materials, facilities, and activities that provide the necessary
background for transmitting tie appropriate knowledpe, Within this context actors
are consistent with the scene; tnerefore, teachers and students act out restricted
roles as disseminators and receptors of information or as “'scholars." Bruner (1962)
typically defines the teacuner's role as a comnunicator of knowledge and a model of
corpetence. He goes on tc define students' role as yourg scholars who master the
principles of the disciplines and the skills and attitudes of discovery that will
enable them to develop their intellectual powers. 7This emphasis on knowledge limits
students' abilities to e»press otner dimensions of their personalities. For example,
verbal actions in this context center on informative or exploratory discourse, to
employ terms used by hinneavy (1971) and Reuckert (1963) The teacher uses informative
language through lecfures and demonstrations or uses exploratory discourse through
key questions to guide student inquiry. OStudents respond to the teacher'!s cues by
asking questiorns or answering questions focused on a specific topic. mMajor tasks
for students are to clarify tue ideas and to perform the necessary skills. Because
informative discourse dominates the language, actors minimally experiment with the
persuasive, personal, or aestuetic features of language. Dramatistically, this
impersonal, structurcd context can reduce tne vitality and ricimess of the actions
by deperscnaliziag the actors. Curriculum desipned around the intellectual disciplines

{

molds a very structured scene in which actors have narrowly defined roles.

Responding to the limitations of tuis context, Foshay (1970) and Bruner (1971)
modified their positions. They considered how the subject matter curriculum had
neglected the cinild's full personality, by excluding the cmotional, social, and

aesthetic dimensions, Consequently, a new trend has emerged to revamp the academic
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curriculum. In this aovenent, subject mitter is eonsidered in terms of inter-
disciplinary themcs that intesrate rnowledre. 150 students' needs have bLecome
a major factoe: influencing the curriculum; this trend may credte more active and
creative roles for students and teachers., Tiis shift toward a more dynamic view
of education may permit more possibilities in tie classroom drama. The scholarly
curriculum is evelving toward o plan which is less prescriptive and narrow and
more responsive to the wishces and needs of students. This metamorphosis places
many subject-minded curriculum desipns closer to the new progressive domain and
closer to tue second focus, obnerved in the purposes in Fipure 1.

The second tl.eory--the uelf-actualizing orientation--holds that education
should cevelop and, fultill the individual student's talents, needs, interests,
and abilities. (Combhs, lut2; kopers, 1971; Frymier, 1967) In a more student
centered curriculum, the needs and wishe; of the students are the major foci
of tne curriculum; theretore, this tramework features the agent. Interpreted
dramatistically in this pnenomenologyical view of curriculum, actors are perceived
as purposefully acting on tueir environment through their sensibilities, intuitions,
understanding, and reason., (burke, 1Yt9) To permit actors fuller participation in
their environment, curriculum unfolds as &4n open system that is comprehensive,
organized, flexible, democri:zic, and purposetful, (Frymier, 1967; Wilson, 1971)
In contrast to the subject-matter curriculum, content, organization, methodologies,
and activitics dre designed to suit students' nueds., Curriculum designers
determine the appropridtencss and effectiveness of varied materials, resources,
and strategies as they coutribute to a more flexible cenvirontient with more perscnal
methods. As a plan, this curriculum offers open possibilities for the scene. agents,
and acts.

The scene in this framework is an “open lab" of self discovery. (Combs 1362)
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Fluid space, flexible timing,ivgried resources, and diverse interactions characterize
the environment. (Wilson, 1971; Combs, 1962) The context provides a dynamic scene
in which actors can experiment in and explore a fich, varied environment. - The-scene
serves as a background for the actors who dominate the drama by exploring, manipulating,
and modifying their environment. As an example, MacDonald (1973) perceives the class-
room as a complex social setting where individual vaeriations in motivations, values
experiences, aptitudes, and behaviors require more than simple, scientific evaluation.
He supgests that educational motives and objectives should emerge from the classroom
context, and that curriculum makers may learn more observing the dynamics of the
classroom than by imposing objectives on the classroom. New progressive educators
and humanistic psychologists consider the complex interaction of motives in the
classroom. |

The actors in tnis open-lab drama play active and creative roles in fashioning
the scene. For Eisner (1963), the teacher is both scientist and artist. The
qualitative aspscts of teaching permit the teacher to generate a learning environ-
ment out of the students' authentic needs and interests, and structure the overall
direction of the group's education in the evolution of the learning environment,

The goal for the teacner is to expand and intensify students' experiences. In
humanistic psychological terminolopy, the teacher is a craftsman who through
empathy, openess, and understanding creates a rich, varied, open, safe, growth
climate for students. (Combs, 14962; Rogers, 1971) Teaching becomes partly an
art in whicn the teacher can play 4 major role in facilitating and maintaining a
dyhamic envirronment for students, thereby enuancing the intensity and complexity
of the drama.

In contrast to the intellectual discipline orientation which features informative
language, this drama emphasizes expressive discourse. Attention to values, feelings,
goals, and personal mcanings encourages students to explore and to express themselves,
so students can experience the perscnal and subjective. In this open scene with

Q@ wide variety of roles, actars vxercise a broad range of acts, including informing,
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persuading, expressing, or creating, (Burke, 1ubY; Kinneavy, 1971) Lach act
penerates new acts and new discowries tuat the student may incorporate into his
self picture: language becomes an instrument for discovering the self, éthers,
dad the world. Through multiple uses of lanpuape, the student car evolwe a unique(
style that expresses himself., The dynamism of this environment depends on the
delicate balance of control and freedom shared by the actors. Whether improvised
or planned the open classrcom provides rich possibilities in the classroom drama,
a contrast to the final wview which we will consider.

The third theory--tne behavior control orientation--holds that education
serves to control the student and shape him into a socially acceptable product.
(Skinner, 1971) This view credates a technoloyy of behavior designed to condition
the individual by scientifically controlling and sunaping his environment. Tnere-
fore, the behavicristic theory and terminolo,>* feature tie scene. This curriculum
revolves around wihat Arthur Brown (1lu73) calls the Performance based/Competency/
Accountabllity/Behavioral objective movement. This curriculum includes precise,
measureable objectives, scientifically based models, and procedural control
designed to guarantee the objectives., (Popunam 1y70; Zifferblatt, 1973) Efficiency
and effectiveness are the major goals. The curriculum becomes a vast behavioral
system in which all operations such as media, teaching behavior, pliysical environment,
strategies, motives, and time lLecome contingency arrangements in the system,
(Zifferblatt, 1973) This systematically planned curriculum predetermines the
classroom scene,

The classroom scene evolves into an "applied laboratory' or '"planned environ-
ment' in which all contingency situations are programmed. (Krasner and Krasner, 1973;
Zifferblatt, 1973) This scientitic environment can be pictured with the appropriate
props--self instructional packets, teaching machines, and tokens. (Krasner and

Krasner, 1973; Staats; 1973) Tne scene is completely staged for the actors., The
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teacner performs a sinple role as lLehavior noditier whose primary function is to
control and snape benavior. (Jdutunall, 1473) oy eliciting and reinforcing students'
responses, the teacher patterns the actions in the classroom. As an actor, the
teacher chooses amoRy precet alternstives, using prescribed techniques to effect
tne proper social and inteilectual Lehaviors. 7Tue students act out the prescribed
pehaviors, playing roles as passive respondents to the teachier's stimuli and
reinforcers. By programming students' actions, the teacher reduces the richness
of tne possible drama.

In Lkenaviorally controlicd classroom dramd, tne verbal actions are pre-
dominantly persuasive. ‘ne teacnur tocuses on the students in an attempt to elicit
specific emotions, tonouputs, or acticus. Stylistically, persuasive languape stresses
tune imperative: '"In .icat, Face front, haise hand, Work, Pay Attention, bDesk Clear..."
(Krasner and krasner, 1373) Tne lanpuape is clear, precise and brief, The repetition
and ceonsistency of ruies, procedures, and reinforcers reflect the persuasive feature ‘
of languape. (ilnneavy, 1471) Usiny sdemicks, sucn as tokens reinforces the
persuasive lanpuapge., 2urie (1lutY) explains how the benavioristic terminology exerts
control over the naturdl and poetic means of communication. As a literary critic,
Burkhe descrives the Leliivioristic drama as bLelny so mechanical that the actors are
reduced to mere organisms 4and the acts to usheer motion, As a psycholopist, Maddi
(14972) notes how strict benaviorism mares little attempt to understand the complex
phenore:na of human bLehavior,

The cognitive-social learning view is a promisinp area in the behavioristic
camp that may enrich t.is oricntation. !liucnell (1973) reviews tne research that
explores the complex interaction of the perscu and the situation. In this research,
psycholorists investipate Lath how the person affects the situation and how the
situation functions puvci.olopically. Tuis view cormbines the phenomenologists!
concern for a person's motiven, taoupnts, feelings, and wishes and the behaviorists'
, concern with the controllin, conditions ii the environment. Mischell notes how
S
Rl
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complex social settings vary in tne degree to which they prescribe and limit

the range of acceptable bLehavior for persons in particular roles and settings.
The narrow limitations that schcols can impose on students' roles and behaviors
say awaken educa*tors to the richer possibilities inherent in the classroom drama.
Such a reawakening might move the behaviorist's bias closer to the humanist's
orientation,

The voices calling for a rapprochement of behaviorism and humznism are legion.
A synthesis of the basic philosophy and poals of the bumanists and the principles
and techniques of the behaviorists promises to regenerate the scientific method.
Because both camps are concerned with helping tiie person experience life more
positively, Thoresen (1973) concludes tuat a synthesis of these perspectives
draws from a variety of sources and avoids "invidious dichotomies." Such a
merger opens avenues to patherinp data and offers a better understanding of the
educational process.

Each of the three curricular trends is evolving more humanistic and more
complex insights intc the educational process., Hut each tends to retain a certain
polarized bias and cliche imape: '"for scholars only," '"for touchy-feely people
only, " or "for operant conditioners only." Burke offers a corrective alternative--
an artistic orientation--that may supplement the other orientations. Because curri-
culum helps shape the lives of students Ly preordaining a vast array of experiences,
the curriculum largely defines the classroom drama--the purposes, scene, agency,
actors, and actions. Burke's dramatistic metaphor offers a way of looking at the
dynamics of human interaction and promises to frame the educational drama in the
cornitext of more sensitive and aesthetic perspectives. The complexity of the class-
room drama should stimulate a philosoply of education that evolves from a cro§;

fertilization of the sciences and the arts.
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BURKE 'S DRAMATISTIC
THEORY--THE PENTAD

Purpose
(Why it is docne)

Agency
(How it is done)

Scene
(When or where
it is done)

Agent
(Who does it)

Act
(What is done)

FIGURE 1
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state offices, district offices.

Curriculum Designers Teachers and
Students
Curriculum Guide Verbal and Non-

verbal Acts
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Tk= Interplay of the Five Motives in Three Lducational
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