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PREFACE

These Proceedings are composed of papers which presenters at the
1991 and 1992 Anpual Mectings of the Midwest Philosophy of Education
Socicty wished to have published. Each paper herein went through a peer-
review process by the Socicty’s Program Committee before being accepted
for presentation at its respective Mecting,

The Editors would like to thank the authors represented herein for
cooperating with a new approach to publishing their work.  Although
submitting their papers clectronically for publication in this Froceedings was
undoubtcdly awkward for some, it makes for increased accuracy and
improved quality of presentation of their contributions. Hopefully the Society
will find that the new style of this Proceedings shows more strikingly the
quality of work the Socicty’s members arc doing.

The Annual Meetings on November 8 and Y, 1991, and November
13 and 14, 1992, were held at Loyola University of Chicago. As usual, the
Socicty is greatly indebted to Walter P. Krolikowski for arranging such a well
planned and enjoyable setting. In addition, the Society also wants to thank
the School of Education, Dean Robert E. Roemer, and the University for
generously hosting our two-day gatherings.

The Socicty would also like to cxpress its appreciation io the

Program Committees from 1991 and 1992 for referceing the papers submitted
for presentation and for organizing the programs.

Last, but certainly not least, I would like to thank Ronald Swartz for
his help in getting these Proceedings together and for his continued advice
about various problems as they arose. It is support like his which makes one
realize that MPES is a unique profcssional organization, one composed of
genuine colleagues.

David B. Owen
Amcs, Iowa
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Presidential Address
Midwest Philosophy of Education 1992 Annual Mecting

PHILOSOPHY OF EDUCATION FOR THE YEAR 2000 A.D.:
CHAOS THEORY AND
THE PHILOSOPHY OF CHARLES PEIRCE

Gceorge W, Stickel
Kennesaw State College

L Introduction

The job of philosophy, I believe, is 10 provide a consistent, compre-
hensive, coherent, and congruent understanding of reality, knowing, and
valuing.' The role of the philosopher of education is to theorize and apply
that understanding o the world of Icarning and teaching. Such work defines
the cducational researcher's task and improves the cfficicncy of data
collection.

With cach generation, the reality about us or at lcast our understand-
ing of it changes, and our comprehension of how we know changes with that
reality. While values may or may not change, the philosophy of valuing
continually gains new insights into the process. For example, philosophics
following Ncwton defined a mechanistic, ordered universe; those that
followed Einstein saw a relativism. Earlicr this year George F. Smoot, from
data collected from the Cosmic Background Explorer satellite, claimed, "The
Holy Grail has becn found, . . . If you're religious, it’s like looking at God.”
The data showed the edge of the universe, the "15-billion-year-old fossil" of
the Big Bang, or what the universe looked like 300,000 years after the Big
Bang (sometimes called the whisper of the Big Bang). That data will nced
to be processed by scientists, but it will also be processed by philosophers as
we come to understand the cosmological reality of the edge of this world.

On a scientific front closc to cducation, rescarch comes to further
define a reality and cven an cpistemology. Two major arcas of study arc
calling for ncw understandings. They are the mathematical thcory and
application of chaos and the comprehensive rescarch in neuroscicnce. They
arc not distant from the froaticrs of space because chaos theory is cqually at
home in scicntific cosmology and in human biology. Likewise, central to the
cosmology and the current studics in computer simulations of ncural lcarning
arc the theories of quantum mechanics and thermodynamics, Thermodynam-
ics, in particular, plays a major role in our understanding of chaos. ,

And what docs this have to do with philosophy of education? Plenty,
today, as well as in the years to come!
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To prove this thesis. onc nceds 1o rcly upon the work from several
quadrants, including the studics in ncurophilosophy of Patricia Smith
Churchland, in chaos theory and thermodynamics from Nobel laurcate Ilya
Prigogine and others, several studics in education, and the philosophy of
Charles Sanders Pcirce, with a touch of George Herbert Mcad.

Churchland is onc voicc in philosophy and in ncuroscicnce who
begins to bridge the gap bctween these ficlds on a fronticr of human
understanding, Her 1986 book, Neurophilosophy, called for a comprchensive
mathcmatical theory of the brain, its thinking, lcarning, and mcmory.! Her
latest book, The Computational Brain, furth~es her quest, but also raiscs
further questions for study. Onc of thosc questions which is less explicit than
umplicit, is the role of chaos’

llya Prigogine’s (ct al.) rescarch in thermodynamics of physical
chemical systems concentralcs on the theorics of chaos and fractals. His
books argue that the static reality of being, derived from a perspective of
Newtonian physics, is in crror and that with thc dynamic, nonlincar system
of chaos there is a new reality of becoming or creation from chance and
disequilibrium.® In short, a becoming arises from & turbulence and sceming
disorder of chaos and imbalance, which is very like Charles Peirce’s concept
of design and chance (W 4:544-ff). Prigoginc is well awarc of the studies of
Charles Peirce,® and rightly has been compared to Peirce in his science and
mathcmatics.

On the cducational front, William E. Doll argucs that today’s
curricula nced to move beyond the static linearity of a Newtonian world to
the nonlincarity of a world of chaos defined by Prigoginc.® Others in
cducation follow Doll’s lead in attcmpts to define chaos applications to
cducational understandings, rescarch, and theory.”

Finally, the valuc of examining the philosophy of Charles Pcirce can
be found in three arcas. First, Peirce provides a comprchensive philosophical
approach based upon mathematics and logic, defined by his scmiotic studics.
(Semiotic studics have been a furtile ficld for linguists and scholars in literary
criticism for several years.) Sccond, Peirce has valuc because of where one
finds his theorics expoused, from Churchland’s work™ to Prigoginc’s, but also
.0 cducation on critical thinking. For cxample, an ~xcclient argument on
critical thinking and the classroom has been publisnzd by ERIC and the
National Council of Teachcrs of English, which begins =ith Peirce’s method
of critical thought. And third, Peirce’s contribution to the thinking of John
Dcwecy and his philosophy of cducation (which may have been more latent
and implicit than actual and cxplicit) cannot go unnoticed.”

Each of these scholars mentioned are driven by various epistemolog-
ical concerns which arc at the heart of lcarning, at the heart of the individual
becoming something ncw in the process of lifc. Certainly, philosophy of
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education is likewisc concerned with epsistemology, perhaps precminently so.

1. Chaos Thcory

Whilc there arc many catrecs to chaos, Jean Lindsay’s approach is
not without merit."® Lindsay comparcs chaos’s nonlinearity, its self-similarity,
and its strangg attractors to the devclopmental theory of Piaget. In fact many
rescarchers are applying the chaos template to various physical and biological
systems, cven if few behavioral systems have been studied.

First, lincarity, Churchland reminds us, is a straight line on a
Cartesian coordinate, where an x value is "mapped” onto a y value.” Figure
I (the Figurcs follow the text) shows how a valuc on the x axis can relate
specifically to a value on the y axis. The mapping is important, because from
a philosophically pragmatic vantage, the chject is always distant to the
obscrver and what happens inside the brain is a mapping of that image into
some ncuronal firing paradigm which stands for that object. Peirce would
call the image a sign or an intcrpretant, as will be shown later.

A nonlincar function maps from the x to the y axis with a more
complicated equation, which produces a curved line. A cxample of a linear
function would be: y = 2x; a nonlinear function cxample would be y = x".
Both mappings take the form y = f(x), which is read, "y" equals "f" of "x," or
"y" is a function of "x."

More complex lincs can be drawn with more complex equations,
where the line can change gradually, as onc has in the asymptotes of a
hyperbola, or the linc can change quickly, like a parabolic curve. In chaos
onc finds that the linc can bifurcate or jump at certain points, dependent
upon the system’s parameters; such jumps are called noncontinuous. Figures
2 and 3 show such bifurcations and jumps.

In physical systems, the jumps in the lines occur at the onset of
turbulence, which is also called a point of perturbation. Becausc of the
turbulence, the mathematics was called chaos. While thc name “chaos"
implics a randomness and indeterminacy, there is a dcterminism but it is
different than cxpected within Newtonian physics. The jumps come from the
system providing a fcedback which is never no-malized or smoothed out.
The system is dynamic where the change from onc moment to the next isa
function of time (1). The systcm at a particular time (X(t)) will depend upon
the system at some cariler time (X,), plus the change in the system over time
(mathematically said to be a function of time). The relationship can be
written:"’

X() = X, + x(1)
The x, valuc is called the role of the perturbation, where the x is the quality
of perturbation. It is intcresting that this same concept is uscd by Dewey as
he wrotc about the psychology of thinking at the moment of the problematic
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6 (. Stickel
situation. He wrote:

From his own standpoiat, there is shock, confusion, pertur-
bation, uncertainty. For the moment he docsn’t know what
hit him, as we say, nor where he is going. But a new
impulsc is stirred which becomes the starting point of an
investigation, a looking into things, a trying to sec them, to
find out what is going on."

Within the individual there is a turbulence, at least for Dewey, as lcarning
begins.

Returning to chaos and the perturbation cquation, cach moment of
time within the systcm (if the system is pushed to turbulence, or what
Prigoginc calls pushed "far from equilibrium"”), the system remembers the past
perturbation, and iatensifics it in a feedback loop. The fecedback is mathe-
matically the whole system, X(t), scen in the relationship of the past, X,, with
the perturbation function, x(t), which becomes the new past, defining a ncw
system X(1),. It is as if the whole mathcmatical equation were contained in
itself, likc the repetitive image one gets when once looks into a mirror which
is oppositc and parallel to another mirror. Figure 2 shows the recurcive
hehavior of chaotic bifurcations.

The recursive bchavior, or sclf-similarity, allows pature to repeat
fairly simplictic mathematical relations (and equations) at different levels, to
build complex systems, from the water shed of a river’s tributary system, to
the branchings of human artcries and veins, to Figurc 4 of a computer
simulated fern lcaf. Jean Lindsay uscs the sclf-similarity to show from Piaget
how a child’s growth moves through various stages of hominidal devclop-
ment--the ontogeny recapitulating phylogeny argument ancw. Thus, Lindsay
writcs, “the thinking of a four-year [old] would be like that of a Neandcrthal
adult and the logical thinking of the adolescent would reflect {civilization’s]
great breakthrough into scientific thought.""

While therc arc many problems cven with a new recapitulation
thcory (which is not being advocated here), the point is that there is a
repetitive naturce within chaos, which may well be found within the process
of thought. The chaotic reitcration of sclf-similarity is reminiscent of Peirce’s
perspective of thought. Peirce used the notion of vorticics within vorticics
when he wrote about the change of the physical energy to mental cnergy and
back as actions led to reaction® 1f onc applics these vortices to a reiteration
of his sign thcory, onc has the cssence of chaos. Prigogine’s becoming, and
also a fairly comprchensive theory of brain functioning at multiple levcls,
from ncurochemical to bchavioral. More will follow below, however.

The third point of chaos which Lindsay uscs is the notion of strangc
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attractors. Attractors are the states which systems tend toward regardless of
the their starting points. The states could be represented by single points or
periodic cyles or cven tori (the mathematical name for the donut shapes,
torus for singular). No mattcr where a system begins, there is a movement
toward thcse "strange attractors” so that the nonlincar lines will cventually
spiral toward the attractor like matter or encrgy to a black hole, never to be
relcased from the point, oval, or torus. A single point attractor is the position
of rest for a pendulum winding down. Other complex attractors have been
found in animal population trends.” The attraction, Lindsay argues, is exactly
likc Piaget’s cquilibration, or sclf-regulating mechnaism.”

111, Peirce’s Philosophy of Learning

Peirce’s Semiotic

Pcirce is not casy to understand, but is certainly simplicr than most
have perceived him to be. To approach his writings onc must know that
mathematics, the semiotic, and logic arc central and inscparable. In fact he
defined logic as "formal scmiotic™--the study of signs--which was contained
within his concept of mathematics® Most often, Peirce used his semiotic to
discuss thought processes, but his thcory was intended to be general to all of
naturc. On the more general note he wrotc:

A dcfinition of a sign will be given which no more refers to
human thought than does the definition of a linc as a place
which a particle occupies, part by part, during a lapse of
time. Namely, a sign is something, A, which brings some-
thing, B, its interpretant sign determined or created by it,
into the samc sort of correspondence with something, C, its
object, as that in which itself stands to C. It is from this
definition, togcther with a definition of "formal” that I
deduce mathematically the principles of logic.”

What is ccntral to Peirce’s semiotic is that it is always triadic, ncver dyadic
likc Ferdinand dc Saussurc’s scmiotic, which is being used in some circies of
literary criticism today. (It should be noted that Peirce’s scmiotic is used far
more extensively in Europe than in the United States.) For human thought,
Pcirce argued, there could never be a mere dyadic, which is similar to a
simple stimulus and responsc.  Such simplicity is mathematically akin to a
straight linc. All branching of a linc, similar to expansion of thought, no
matter how complex, can be done simply with triadic relations as he showed
in Figure 5.

Elscwhere, it has bcen shown how Peirce’s scmiotic can be used
mathematically to define memory within the cortical columns of the cerebral
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cortex, with grcat similarity 10 the actual physical structure of ncural
connections.”  Another work (currently under review) shows how Peiree’s
scmiotic is reiterated at a multiplicity of levels from chemical reactions, to
ncurochemical synaptic activity, to ncural intcractions, to habituation and
scnsitization in a sca harc (Aplysia Californica).® Such rcitcration suggcsts
a fractal rclation.

Peirce’s Logic

Pcirce’s logic was driven by a mathematical order of the world that
Pcirce saw about him. That order included both continuity, or what he called
synccism, and chance, which he called tychism. It was out of this continuity
and chance that creativity arosc.”” Beeause his system of logic was intented
to be comprehensive, his logic had to include the ability to add ncw idcas or
ncw information into the system, as well as to process the data at hand. For
Pcirce, abductioi: (which he also called hypothesis) was logic’s process which
intrcduced this new information. Induction was logic’s process of crcating
new rules and deduction was the process of acting upon some rule.™

Any instinct, habit, or belief, for Peirce was a deductive process. He
wrotc:

In point of fact, a syllogism in Barbara virtually takes place
when we irritate the foot of a decaptiated frog. The
connection between the affercnt and effcrent nerve, whatev-
er it may be, constitutes a nervous habit, a rulc of action,
which is the physiological analoguc of thc major premisc.
The disturbance of the ganglionic equilibrium, owing to thc
irritation, is the physiological form of that which, psychologi-
cally considered, is a sensation; and, logically considered, is
the occurence of a casc. The explosion through the cffcrent
nerve is the physiological form of that which psychologically
is a volition, and logically the inference of a result. When
we pass from the lowest to the highest forms of inncrvation,
the physiological equivalents escape our obscrvation; but,
psychologically, we still have, first, habit,~-which in its
highest form is understanding, and which corresponds to the
major premisc of Barbara; we have sccond, feeling, or
present consciousncss, corresponding to the minor premisc
of Barbara; and wc have, third, volition, corresponding to
the conclusion of the same mode of syllogism. Although
these analogics, like all very broad gencralizations, may
secm very fanciful at first sight, yet the more the reader
reflects upon them the more profoundly truc 1 am confident

6
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they will appear.

Deduction procceds from Rule and Case to Result;
it is the formula of Volition. Induction procceds from Case
and Rcsult to Rule; it is the formula of the formation of a
habit or general conception,--a process which psychologically
as well as logically, depends on the repetition of instances or
scnsations. Hypothesis proceeds from Rule and Result to
Case; it is the formula of thc acquircment of secondary
sensation,--a proccss by which a confused concatenation of
predicatcs is brought into order under a synthesizing
predicate.

We usually conceive Naturc to be perpetually
making deductions in Barbara. This is our natural and
anthropomorphic metaphysics.”

The passage from Peirce is suggesting that self-similarity can be found in the
form of logic throughout the physical and biological worlds, including the
psychological world. There is a continuity in the rules of logic and that logic
is embraced within the triadic categories of his semiotic. It is mathematical
in nature, both lincar and nonlinear as will be shown.

The Spirals of Peirce and Thought

Pcircc was fond of using spirals to explain abstract conccpts
particularly concepts of thc body/mind interface.® The spiraling notion, as
Peirce has used it has significant application to the work donc on chaos,
which likewisc is an interface or transition betwee.  ~o physical systems.™

Before examining some passages from Peirce, the keys to understand-
ing his ideas on thought, arc his concern for continuity betwcen the individual
and thc cnvironment and continuity between thc mind and the body.
Sccondly, the purpose of the spirals is that while they reflect a continuity
from onc point to another, they do so with an cendless series of transforma-
tions. This endless series of transformations scparates the two points of the
continuity, but yct ties them incxtricably. It is this inextricable union which
ncgates a reductionism of the mind for the pragmatists, in gencral.™

In a lctter to William Jamces, while discussing consciousness, Peirce
wrole:

Consider the planc spiral curve whosc cquation in
polar co-ordinates is [a nonlincar cquation]

r2-4r + 3 = CO. [in footnote also = C°]

r-
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That curve will siart at r = 1 |or rather at r > 1, as pointed out by
a collcague, Shari Brink] and coil outwards toward r = 2 making an
cndless series of revolutions before it reaches r = 2. Then it will
keep right on and perform an endless serics of revolutions before r
becomes 2 + ¢, no matter how small a distancc ¢ may be. Finally,
when r becomes 3 the curve will come to an abrupt stop.  This
shows that although it bc truc that Being immecdiatcly acts only on
Bcing and Representation immediately acts only on Representation,
still thcre may be two endless serics, whereby Being and Representa-
tion act on onc anothcr without any tertium quid.33

Being refers to the material organic body of the individual, while representa-
tion is the mental processing of thought. Peirce followed this passage with
the spiral found in Figurc 6.

Pcirce then explained that if the individual points which madc up the
spirals (atoms in ether) were spirals themselves, and those spirals composed
of points similarly constructed ad infinitum, then the sound waves of his voice

should be converted . . . {through] the whole infinitc scrics
. . . [which] should bc traversed in a fraction of a sccond,
after which they will be in the form of thoughts in your
mind and so you will come to understand thc mcaning of
thosc sounds. My logic will open up a world for invcstiga-
tion and show how to set about it.34

His conceptualization was the cssence of chaos’s sclf-similarity.

In another spiral passage, this time addressing his philosophy of mind,
Peirce continucd the same metaphor of an endless serics of transformations
between matter and mind.* He considered a spiral (which was not picturcd
in the passage) to explain what would happen as his dog touched him with its
nose to beg to be let out, followed by what would happen in his subscquent
processing of the request, then his moving to the door to comply with the
dog’s wishcs.  Peirce offered:

Let the radius vector measurc the time, beginning at the
outermost point, as the instant when the dog’s nosc touches
me and procecding inwards. Let cach coil of the spiral
represent the transformation of the motion from onc ether
to the next. At the end of the period of time represented by
one inch of the radius, all that infinite serics of transforma-
tions will be completc. Now let us supposc that the inner
scries of coils of the spiral, which instcad of being cndless,

13
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is hcginningless in terms of the coils, though not in timc,
represents operations governed exclusively by final causa-
tion, and thercfore purcly mental. Let us supposc that,
although mental, they are not noticcably conscious until the
inncrmost cnd of the coil is approached. Here begin those
reflections of which 1 am able to give any account, although
from ever so carly in the sccond serics of coils the mind was
acting rationally, in the scnse in which unconsciousncss, and
therefore uncritical, action can be called rational. Finally, at
the inncrmost end of the spiral will occur my volition to let
the dog out. Another similar diagram would be required to
show what happens next. . . . But therc must be an infinite
scrics of such ratiocinations if the mind only acts rationally.
Take any instant after the work of the mind has been donc,
and at that instant, an infinitc series of dynamical transfor-
mations will have taken place which are to terminate in the
door being opencd.®
{

In the above passage, then, two spirals arc nceded to exemplify the details of

intcraction with the dog, thought, and opening the door.
A third spiral passage will clarify further Peirce’s conceptualization.

Hc wrotce in a letter on the mind, matter, and logic:

The soul mind] then certainly does act dynamically
on matter. It does not follow that it acts directly upon
matter, becausc there may be involved an [continuation
from note] endless series of transformations of cnergy from
motion of onc fluid to motion of another, all these fluids
being spiritual [mental], followed by a beginningless serics of
transformations of cacrgy from motion in onc fluid to
motion in another, all these fluids being matcrial. It is just
as a spiral within a circumference A, ... may make an
cndless series of turns before it reaches an inner circumfer-
encc B, and may then keep right on making a beginningless
scries of turns before it reaches a third circumference C. ©
= log(r - ¢) or even

is a sufficient illustration.”’
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Peirce offers a spiral diagram (pictured in Figure 7) for the above cquation
from his next paragraph.

To further explicate Peirce’s vorticics and spirals, in the continuity
between the mind and the surrounding environment, as an individual interacts
with that cnvironment, there is for Peirce the material, the spiritual or mental,
and another material. To put the spiral notion into ncuroanatomical terms,
the first material, is compriscd of the sensory ncurons, which it can be argued
will Icad to an endless series of transformations. Somewhere thosc transfor-
mations producc a beginningless scrics of transformations within the
interncurons which arc the ncurons of the central nervous system (CNS)--
-Pcirce’s spiritual component. Thosc transformations (beginningless since one
cannot determine preciscly where the group’s function begins--or where
reflection hoins) are also cndless as they move toward the last group, the
motor ncurons. The motor ncurons arc the sccond material transformations
since they touch matter on the other side. That is, the individual responds by
opcning the door for the dog.

Where docs the sensory portion end and the mental begin? Where
docs the mental end and the motor portion begin?  Those arc complex
ncurological problems beyond the details of this paper, but Peirce’s notion of
the spirals attcmpt o provide a framcwork for the answers.

One final comment is appropriatc, in this section. The logarithm was
an important function for Pcircc and can be scen in his spiral cquations. It
was important for him becausc it suggested probability, particularly thc
probability, or chance of certain transformations occurring within the cadless
scries or beginningless serics.® This concept of chance or randomness is
found in the chaotic regions dcfined in Figure 2.

Mead’s Philosophy of Learning

Mcad dcfincd lcarning within his philosophy of the act, with four
stages.® Bricfly, they arc: the impulse stage, where the individual becomes
maladjusted to the cnvironment; the perception stage where the individual is
scnsitized to the cnvironment; the manipulation stage, where reflective
thought takes placc; and the consummation of the act, where the individnal
acts upon the cnvironmert to corrcct the maladjustment. The perception
stage calls forth two attitudes which sensitize the individual to the surround-
ings and 10 thought within--the attitude of imsucdiate expericace, and the
attitude of reflective analysis.® Given Peirce’s approach, we might assumc
that these stages of growth or cmergence, as Mcad called them, are consisten!
at the unicelled level as well as with human growth. The relationship is not
as far fctched as it scems. Table 1 (the Tablc follows the text) shows the
similaritics between the two philosophers, as well as with John Dewey.

While the details above arc complicaled and dese  explication, the
concern herein is to provide an overview that can suggest how chaos theory
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can be used to define reality of learning and future areas of rescarch.

V. Some Applications of Chaos to Thought
Nonlinearity and Bifurcation

Peirce’s spirals and vorticics within vorticics clearly suggest a
nonlincar approach to scnsation, thought, and action. The attractors cvident
in the nonlincar approach are what is called sclf-refcrential®  That is, the
system will tend toward one of the attractors when gently bumped ~r
distarbed.  However, as the system moves far from equilibrium and tuc
parameters of the system change, additional attractors become cvident and
new behaviors are to be found.

From a theoretical perspective, suppose that the sclf-rcferential
system is a set of rules, defined by some simple mathematical equation with
a fecdback loop. In a homcostatic cnvironment, the rule continues to
function as the organism (an individual, for instance) operates. There is no
irritant, no doubt, no perturbation, no maladjustment,  The organism is
operating within the rcalm of some well defined habit executed logically in
the form of Barbara.

Further supposc that there is introduced into the environment some
perturbation which redefines the parameters. As the rule or habit is itcrated
with an intensification of the impulse, the parameters force the simple
mathematics into a bifurcation similar to the one found in Figure 2. The
sense data at first does not change significantly the mathematical response,
but with the increase in perturbation effect, the system calls forth two
behavorial options of equal possibility. The two possibilitics are two attitudes
of the individual which are defincd by the parameters of the impulsc. The
first split in the mapping of the self-referntial fcedback occurs at the moment
the perturbation moves the system far from equilibrium.

As the cnvironment continues to intensify its maladijustment,
irritation, or doubt, from continucd sensc data, the two pronged perception
stage of scnsorial consciousness bifurcatcs further into a multipicity of
possibilitics. Each of these possibilitics define options within thc necural
workings of the central nervous systcm. They are the vorticies within
vorticics.

The diagram docs not show the continuous bifurcations, which result
from ever finer parameter differences. It does show, howevcr, that at one
point there are only three options as the paramcters values increase between
38 and 3.9. (For Pcirce, it could be argued, these three possibilitics would
be his firstness, sccondness, and thirdness--feelings, action, and cognition.)
It suggests that when the lincs of the graph go high or low cnough that
perhaps new cortical and/or subcortical populations of neurons are called
forth in somc way.
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Bevond the three modes there continue to be bifurcations until the
parameters rcach the extreme right hand portion of the graph. Here the
‘rcal” chaos sets in and there is absolutely no order or strangc attractor. The
system never repeats itsclf and there is no uniform feedback.

The habit is the original linc on the left and depending upon the
dynamics of the system as it meves toward the right, perhaps a ncw habit is
formed. The forming of thc habit would be in kecping with Pcirce’s
induction and my- guess is that it would be driven with a systcm that would
look very much likc ncural nctworking and parallel distributed processing
(PDP), but both induction and PDP arc beyond the dynamics of this raper.
(PDP’s rclationship to chaos can be seen in the Nicolis and Prigogine book.)

It is intcresting to note, given the theorization of the bifurcation
within ncural activity, thal some studics have begun to cxamin- the
rclationship between chaotic activity and neural activity. Bobner, ct al.,
report that some rescarch has shown that increased mental aclivity incrcascs
the amount of chaos.”® From the above theorization, perturbation moves the
individual beyond the lincarity of habit into other modes that move toward
chaos. On the other hand, Bobner also reports that for rabbits, the "normal,
alert state of the brain was chaotic.™ When an oder, known to the rabbit
was introduced, therc was a momentary decreasc in the complexiiy of chaos.
Each rabbit had a uniquc pattern for the oder, but the pattern was consistent
over time for that rabbit.® If cach pattern were a habit, a rule of action
(even the action of identification) which is deduction, then, from the
bifurcation diagram, onc would find that particular habit as the linc on the
left of the 3.0 rcading. (Pcrhaps, since the habit itsclf is being represented
by the linc on the left, the formation of the habit might suggest that the
paramcters would actually shift to the Ieft, instead of to the right, as discussed
abovc.)

The two studies referenced by Bobner are not necossarily in
disagrcement. The alert brain is called to attention with some perturbation,
some irritation that sensitizes the organism. So the alert brain is chaotic and
the increased mental activity increascs the chaos.

Self-similarity

Sclf-similarity has been pointed out in a variety of places above,
particularly in Peirce’s logic and scmiotic. A key for Peirce is that his
semiotic dynamics arc everywhere.  Given that thesis, Floyd Merrell, in a
recent book, Signs Becoming Signs: Our Perfusive, Pervasive Universe, argues
that all of creation, has arisen from the proliferation of sign dynamics at cver
more intricatc and comprehensive levels.* His thesis on Peirce’s signs is not
dissimilar from the sclf-similarity profusion of chaos. The following scction
continucs the self-similarity motif.
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Fractals and Phase Space

In chaos, particularly within physical systems, onc often talks about
phasc spacc. Phase space (or state space in Churchland’s discussion of ncural
nctworking sysiems)*’ is a mathematical representation of the dynamics of the
actual physical systcm.”

What will be presented here will be a mathematical representation
of how thc mind, using the fractals of chaos, can refine levels of understand-
ings. To begin, a circle will represent the phasc space of understanding some
dynamical object. The phrasc "dynamical object” is from Pecirce and is the
scmiotic reality of some external object--external to the individual learner.
The whole of that object can never be fully known, but the pragmatists
helicved that through experience (including scientific experimentation) one
could come closc to knowing the object. The circle, then, is the phasc space
of all petential experience that can define the object.

Within the circle, a Pcircean triad will be inscribed, such that the
points of the triad mark the verticies of a triangle and arc on the circle (see
Figure 8). The triad is symbolic of the semiotic sign-object-interpretant
relation and represents mathematically the semiotic dynamics within the
phase space. For all scmiotic dynamics, all threc components--sign, object,
and interpretant--are necessary, as scen in Peiree’s definition of a sign, above.

Benoit Mandelbrot, in his The Fractal Geometry of Nature, shows
how a shapc can be itcrated within itself, to produce closcr approximations

of distances, for cxample of coastlines.” One could draw a map of some

country, using gross geomectric shapes a © approximate very roughly the
coastline. If within the edges of the rough shapes, one duplicated at a smaller
scale the same geometric shapes, one’s approximation could be refined. The
process would be much the same as putting large marbles in an irregularly
shaped bottle, in order to find its volume. The large marbles only roughly
approximatc the volume. If smaller marbles are chosen, say onc balf the
diamcter of the large marbles, the volume is more closcly approximated.
Figurc 9 is an cxample from Mandelbrot, of a repetition of self similarity,
using a gcometric shape to produce the “monkeys tree."

If the semiotic triad is reproduced at a smaller scale, internal to the
sign system, onc finds the self similarity of Figurc 10. What the itcrations of
the triads represent is the semiotic refincment of detail over time. Such a
refinement in detail would come about with cach bifurcation noticied above.
Each further feedback of the perturbation results in increased semiotic detail.
Such detail over time and with divergent experiences will fill much of the
circle defined by the dynamic object. Each iteration of the triad refines the
understanding of the object.

The circle and triad arc more than a symbol for the sign or
understanding of the dynamic object. The triad is a mathcmatical relationship
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(in this casc geometric) of the understanding of the objeet, the object itself,
and the sign that binds them together. The iteration of the semiotie in the
phase space is the processing at ever finer levels within the brain. The
algebraic relationship of this geometrie, semiotic phase space is found in the
bifurcations diagram. The actual equation is not yet known, but will be found
within these dynamics. Figures 11 and 12 continue the degencration process
of Peirce’s semiotic triad.

Much more could be discussed from Peirce and chaos to define
fusther the potential for understanding human learning.  More study must
follow.

V1. Conclusions

A job for philosophy of cducation at the tura of the millennium. 1
believe, is to make explicit and comprehensive the mathematical and semiotic
understanding of learning and teaching as defined by the nonlincar approach
of chaos. (Many ficlds arc sharing in this quest, but the educator and the
philosopher of education is conspicuously absent.) To make explicit and
comprehensive the mathematical and semiotic understanding of lcarning,
means that educational philosophers musi examine more closely the
nonlinearity of logic in icarning and human interaction, drawing conclusions
for the metaphysics, epistemology, and axiology. The presentation herein has
been more mathematical in nature, but a more philosephical contribution
must follow. Further, the conclusions drawn from a sensce of reality, knowing,
and valuing must be applicd to the curriculum and methodology employed in
the classroom, and the values tzught therein, While there have been laments
that philosophy is over, and that philosophy of cducation is dead, there awaits
for the ficld a ripe and fertile potential that cannot be left to the scientist or
the educational practitioner alone.

As the philosopbical work on chaos continues, specifics will be
offered for the educational rescarcher to study. From the above discussion,
for example, one should begin doing quantitative rescarch on the parameters
of perturbation to define the points of bifurcation. Such correlation will begin
{0 define the mathematical rules of habits--the cquations.  Qualitative
rescarch is likewise needed to fill out our understanding, of the nonlincarity.

While vast contributions can bc made from chaos theory and
philosophy of cducation to learning theory, such work can do much for
defining cducational policy, which is where Doll was leading, For example,
while the rules for action, or habits, deerease chaos, there still exists a high
icvel of chaos activity in the alert brain or the brain that is cngaged in mental
activity. Assuming that an alert brain (a chaotic brain) is a thing to be
valued, what docs such understanding suggest for cducational policy which
promotcs specific habits (something more lincar) such a< an outcomes based
cducation? 1t would scem at first blush that specific outcomes are limiting
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and reminiscent of a Newtonian world, not a Prigoginean world of complexity
and becoming. Creativity, abduction (hypothesizing), and new orders of life,
it scems arise from the nonlincarity.  Educational policy, then, should
promote the strange attractors of chaos, if indeed, such things arc valued.

Philosophy of education and its role for defining a reality, knowing,
or valuing, in the schools, has much to do to articulate chaos theory and the
scmiotic logic in the coming years. The iterations of these ideas can lead to
new levels of creativity for our profession and for the schools. The challenge
is ours.
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Tablc 1: Comparisons of Processcs between Mcad, Pcirce, and Dewcey

G HMcad C.S.Peirce J.Dcwey

Habit Habit/Belicf /Rulc Habit
of action

Impulsc Irritation (ncurologicaily) Problematic
Doubt (psychologically) Situation

Pcreeption Sensorial consciousness Obscrvation
Immediate Immecdiate consciousncss
Exper.
Reflective
Analysis Polar scnse of action

Manipulation ~ Synthetic Consciousncss Hypothesizing
' Abduction
Induction
Decduction

Consummation Removal of irritant or Experiment
doubt
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Figurc 1: Lincar and Nonlinecar Mapping
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Figurc 3: Ratc of Growth of Chaotic Pcrturbations™
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Figurc 5: The Importance of Pcirce’s Triads™
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Figurc 6: Pcirce’s Spiral Relating Being and Representation™
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Figurc 7: Pcircc’s Dynamical Transformations of Encrgy®
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Figurc 8: Scmiotic Phasc $pace of Expericace
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Figurc 9: The Monkeys Tree and Its Sclf Similarity™

Plate 31 x MONKEYS TREE
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Figurc 10: The First Degencration of Peirce’s Scmiotic Triad
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Figurc 11: The Sccond Dcgencration of Pcircc’s Scmiotic Triad
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Figurc 12: The Third Dcgencration of Peirce’s Scmiotic Triad
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Response to the President’s Address
Midwcst Philosophy of Education Socicty 1992 Annual Mccting

POSTMODERNISM, SEATTLE, AND STICKEL

Lawrcnce J. Dennis
Southern Illinois University at Carbondale

I am honorcd to have been invited by George to respond to his
presidential address, but 1 feel he ma de an error of judgment in doing so. 1
must confess to you I understand little in the paper, so I stand before you in
the position cither of being unfair to George or of making a fool of mysclf.
Being unwilling to do cither, I decided to make some, I hope not completely
irrelevant comments, anchored in the title of George’s paper: "Philosophy of
Education for the Year 2000 A.D.

Well, assuming that the State of Illinois retirement fund does not go
bust, my professional career will be over by the year 2000. But it strikes me
that philosophers of education will continue to be placed along the continuum
that runs from thosc most ncarly associated with philosophising to thosc most
nearly associated with influcncing educational practice. If, on the basis of
George’s paper, we could place him on the former cnd, you could perhaps
place me closer to the other cnd.

I came, really accidentally, onto philosophy of education, when the
work of Dewey made the scales fall from eyes and I was, in a way, born
again. Since that time, as most of you know, I've increasingly concentrated on
the work of the reconstructionists, particularly George Counts, with whom I
studied, and John Childs, whom I met and whose biography I have just
published. Both came from a religious background, thus, they carricd into
their cducational work the idea of St. James that faith: without works is dcad.
Emulating them, [ have always tricd to focus on the differences that
philosophy of cducation actually makes in the classroom. So let me bricfly
describe my doctoral class that I am teaching this semester, because I think
it may be, in its fashion, an example of the indcterminacy of philosophy of
education as we approach the year 2000.

This doctoral scminar, called the Professional Seminar in Cultural
Foundations of Education, is required of all doctoral students in our collcge,
not only those in our department. [ have been teaching the class for twenty
years, and figure that I must have taught it 50 times or so. There are three
baoks required of all students - Dewcey’s Experience and Education, John
Stuart MilPs On Liberty, and George Counts’ Dare the School Build a New
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Social Order? With these as the basic texts, the students (about fificen to a
class) use vther books from a movable list which changes from time to time,
1 make overt my philosophical predilections and the class has a modestly
left-wing slant (Bowles & Gintis, Jules Henry, Maxine Greenc, for cxample).
For many students the class works well, and most of the time I require a
summary paper, some of which over the years have been published. Susan
Aud’s paper this aftcrnoon began as onc written for this class.

OK, enough background. Last August, the night beforc the first day
of class, | awoke with a conviction that I must be daring. ¥ decided to throw
out my class syllabus. The next morning, in the light of common day, my
courage almost failed, but 1 was fortified by my conviction that if any faculty
member should take such a risk, it had to be me. After all, I am the one who
for ycars has pushed for and advocated change. 1 am a bit of a campus
activist. Walking to thc classroom a few minutcs before 10:00 oclock |
wavered. After all my class was highly regarded as it was. Still wavering I
went into the room, sat down, handed out the syllabus, took the roll and then
threw at them Oscar Wilde’s educational epigram: “Education is an
admirable thing, but it is well to be remember from time to time that nothing
of value can be taught." We discussed this for a bit (some scizing the obvious
challenge, some sitting in absolute bewilderment) and then I told them to tear
up the syllabus.

And so we embarked on what for me, and I belicve the students too,
has been one of the most cxciting and enriching tcaching cxperiences of my
career. Why? Here I get back on track - in case you've wondered where 'm
going! 1 told them we were together going to look at postmodernism as it
impinges on cducation. No one, I gather, in my entirc college discusscs this
topic in class, yet it is a force in contemporary cducation, and young graduate
students must be at Icast familiar with its tenets or be seriously short-chang-
cd. So wc arc all cngaged in mutual inquiry, and I've ncver seen such
excitement (sometimes taking the form of skepticism) in a graduate class. 'm
not an authority; I structurc the class to somc cxtent, and did lead them
through the Mill, Dewey and Counts books, becausc we needed a common
language, and some also nceded to understand modernism. But at this
present point, three quarters of the way into the semester, we are all learncrs,
all inquirers, all participants, all contributors. Students have responded to the
intcllectual challenge. We do not spin wheels in class and our discussions arc
not a sharing of ignorance. The classroom is fricndly, alive, and respectful,
but I am not describing “warm fuzzics." Work is done by all. All learn. Lot
me repeat, “Education is an admirable thing, but it is well to remember from
time to time that nothing of valuc can be taught."

It is not the place here, and we certainly don’t have the time, to
describe in more detail what we do, but postmodernism is tcaching us, for
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better or worse, a new view of what might go on in classrooms cverywhere.
Let me quote from George “..cducational philosophics must examine morc
closcly the nonlincarity of logic in lcarning and human intcraction...
[Clonclusions drawn from a scnsc of reality, knowing, and valuing must be
applicd to the curriculum, methodology employed in the classroom, and the
valucs taught therein. While therc have been laments that philosophy of
cducation is dead, there awaits for the ficld a ripe and fertile potential..."
Whether the potential is the mathematical and semiotic understanding of
lcarning and teaching, whether it be postmodernism, critical theory, or
multiculturaiism, or somcthing still struggling to be done time will tell.

Last weck | was in Scattle and went to their newly opened Art
Institutc. It’s a postmodernist structurc. It’s an art gallery alright, but
somcwhat disconcerting. I couldn’t find the clevators easily. When I got off
thcm I didn’t know which way to turn. 1 kept losing any scnse of where |
was (although one moves easily, almost imperceptibly through the rooms) and
kept, as it werc, mecting myself. But after a while 1 found it to be quite
congenial and user-fricndly, even comfortable bordering on cosy. Ihad been
changed by the building. Maybe you have becn changed by George’s paper,
and the gracc with which be delivered it. Thus I have entitled this response,
“Postmodernism, Seattle, and Stickel."
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CRITICAL THINKING AND ARISTOTLE’S
POSTERIOR ANALYTICS

Charles E. Alberti
Bemidji State University

Nearly twenty years ago my doctoral advisor, Walter P. Krolikowski,
$.J., Ph.D., professor of education at Loyola University of Chicago, strongly
suggested that 1 take a course that was being offered entitled, "Aristotle’s
Posterior Analytics." The course was being given by Dr. Frank Yartz of the
Philosophy Department. While 1 did not sce the reason for doing so at the
time, the coursc forced me to think and stretch my mind further than was
previously required. In hindsight T now find that this course, in conjunction
with Fr. Krolikowski’s "Logic in Teaching" and "Axiology" courses, added
significantly to my ability to think generally as well as critically.

As I reflect upon the content and processes of thesc courses I find
that the very term “critical thinking" gives me trouble. It has bcome very
popular and almost fashionable to ¢levate this type of thinking to celebrity
status given the brochures that continue to cross my desk. Yet in spite of the
many workshops, confcrences, institutes, and graduate courses dealing with
the topic, there secms to be a varicty of discussions regarding what is meant
by the term.

Bcfore getting into Aristotle’s work 1 would like to offer a backdrop
of a few informal logicians with regard to this topic. Robert Ennis scems to
have set the tone for this discussion in his 1962 article in The Harvard
Educational Review where he offers the definition of critical thinking as “the
correct assessing of statements.” Harvey Siegel in Educating Reason refers
to this as "purc skills." A person is a critical thinker if and only if that
individual has the skills, abilitics, or proficicncies necessary for the correct
assessing of statcments. Ennis later came to the conclusion that it was not
cnough for somconc to have these characteristics. In addition, there must be
a tendency to excrcise those proficicncics. Richard W. Paul acknowledges the
importance of including the tendency to utilize proficicncies to do critical
thinking. Paul suggests that students “already have a highly developed belief
qystem buttressed by deep-scated uncritical, cgocentric and sociocentric habits
of thought by which he interprets and processes his or her ¢xperience.”
Students do not simply transfer argumentative techniques to more “loaded"
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contexts.  Rather, they utilize their skills to fend off chalicnges 10 their
belicfs. .

John McPcck argucs, in Critical Thinking and Education, that critical
thinking cannot be regarded properly as a gencralized skill, because there is
not any single critical thinking skill that can be applied across subject-arca
domains. McPeck criticizes the sort of informal logic/critical thinking course
which secks to enhance students thinking ability in gencral?

I have put forth these positions partly because of the contemporary
perspective they offer, as well as the informal position that still appears to
have a formal component.

The first book of the two books that comprise the Posterior Analytics
treatise, discusscs the nature of demonstration and its subsidiary problems.
The sccond book deals with the subjects of scientific investigation and their
rclationships with definition and other logical contrivances. The main concern
of the work is demonstration which presupposes the knowledge of first
premises which are not known themsclves by demonstration. This, then is
the particular place where the investigation of first principles occurs.

Aristotle points out that all teaching and all learning starts from
pre-existing knowledge. Upon further consideration he stresses the need for
pre-cxisting knowledge by pointing out that the mathcmatical sciences,
speculative disciplines and syllogistic & inductive dialectical rcasoning arc
acquired in this manner.! Pre-existing knowledge for the teacher and the
student would suggest a certain degree of readiness on each of their parts for
the imparting and receiving of new knowledge.

Since dcmonstration (apodexis) for Aristotic mecans a syllogism
productive of scientific knowledge, dcmonstration must be equivalent to
scientific syllogism, whereby syllogism is knowledge and not merc opinion.
Hence, it follows that the premises of such demonstration must be (1)true,
whilc thosc of syllogism in general may be false; (2)primary, i.,¢., immediate
or indemonstrable; (3)more intelligible than the conclusions we draw from
them; this is to enable us to perceive the truth morc clearly when we become
awarc of thesc premises, and (4)must state facts which arc the causes of the
fact stated in the conclusion, while our knowledge of them must be the cause
of our knowlcdge of the conclusion at the same time*

A syllogism is dcmonstrative (apodexis) when it procecds from
premises that are true and primary...; it is dialectical when it reasons from
opinion (cndoxa).® Therefore, pre-existing knowledge of the demonstrative
syllogism must bc true, primary, and morc intclligibic than our conclusions.
The conclusion can only be nccessary if thc premises arc necessary.
Therefore, demonstration is characterized by the nature of its premises. I
thesc premises had to be proved, knowledge would be forever impossiblc
because of infinite regress.” Thus, readiness for teaching and learning would

a
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be based on primary premiscs, which are the causes of our further knowl-
edge. Since these premises would be better known than our conclusion, we
can say that our knowledge of the conclusion is the cffect of our knowledge
of the premiscs.”

Through the process of critical thinking, as one focuses on informa-
tion that comes before the mind and scnses, integration and analyzation of
material occurs. hefore assimilation can take place. This process can be
expedient with regard to a time-frame or it can take a much longer period.
However, as one integrates and analyzes information one tries to mold or
fashion this data into premises, that have a greater degree of truth about
them -- primary, morc intclligible than the conclusions we draw from them,
and must statc facts which are the causes of the fact stated in the conclusion.
Thus, while conclusions are often brought forward as valid truths, one needs
to work back through the steps or premiscs from which they came, to think
critically about the individual premises upon which these conclusions were
built.

In looking for basic truths we find ourselves looking fo immediate
truths in some kind of logical order upon which knowledge might be built.
The order of basic truths in cach genus are those elements in it the existence
of which cannot be proved.” In a logical order, these basic truths are
propositions upon which conclusions must depend for their validity. These
sclf-evident basic truths, are what Aristotle calls "first principles." They are
all "first" or immediate or sclf-evident principles in the sense that no onc is
deducted from any other; however, each is immediately manifested in and
advanced from the notion of being.”® First principles is technically used to
express primary intuitions, truths to which assent must be given without any
further consideration. These first principles are necessarily involved in
demonstrations as is pointed out by Aristotle when he tells us that, demon-
strations necessarily involve basic truths and therefore not all truths arc
demonstrable because an infinite regress is impossible; thus if cither of these
statements were not a fact, no premise would be an immediate indivisible
interval, sincc conclusions arc demonstrated by the interposition of a middle
and not by the apposition of an cxtreme term.”

So as we exercise critical thinking, we come to the realization that
therc must be some beginning points or "first principles upon which a
discussion can occur -- upon which we agree to disagree. The format that
allows for critical thinking to develop must, according to the logic here, be of
the nature that is open cnded for discussion purposes -- “first principles”
presents all discussants in a group with a starting point from which to think
critically -- to offer up opposing points of view and analyzations of premises
based on information that is judged as having some degree of merit or valuc.

Commensurate with the line of thought which holds each first
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principle to be immediate and sclf-cvident, is a passage from Aristotle’s
Mctaphysics which states that:

Beginning means (1)that part of a thing from which onc
would start first...(2)That from which cach thing would best
be originated, c.g..cven in learning we must sometimes
begin not from the first point and the beginning of a subject,
but from the point from which we would lcarn most casily...
It is common, then to all beginnings to be the first point
from which a thing cither is or comes to be or is known.”

If this is s0, and upon rcflection we know these equivalent forms for
the term "beginning” to be correct, we arc incscapably committed to the
asssertion that the conclusion follows. These beginnings or first principles are
necesary for the acquisition of further knowledge, which should be another
rcason for the promotion of critical thinking in conjunction with understand-
ing. Wc must understand information before we can advance the fund of
knowledge. If we comc to sce some of these first principles "by induction,
some by perception, some by a certain habituation, and others too in other
ways," we come Lo the realization that Aristotle would asscrt the nced for a
multiformative methodology for the sccuring of first principles.  For
individuals would come to know the same first principles better in different
ways. If the principles are true, all conclusions following will have the
potentiality for truth. This potcacy is, however, prior to the actual cause, and
it is not neccssary for cveryt' g potential to be actual.”

Since Aristotle calls those things in cach order that do not admit of
proof, principles or beginnings, they must be the judgments to which we go
back ultimatcly for proof in any order or chain of reasoning. These principles
must be unmistakable and must be posscssed by individuals through
induction, pereeption, habituation, and other ways.

This gives rise, then, to the principle of contradiction in the beginning
of knowledge where "being” is not "non-being". Thercfore, the principle fo
contradiciton is first in the logical order as a necessary psychological act
which distinguishes cach being from all other beings. Hence, we can say that
the principle of contradiction is not based on syllogistic or inductive rcasoning
whereby the mind proceeds from the premises to the conclusion, but rather
it is founded on an intcllectual intuition which is characterized by immediacy.
This lcading in or on (cpagogc) is not a discursive proccss, rather it is an
intuitive grasp of thc mind, which Aristotle terms (nous) and which is as
certain as demonstration itself. However, it must be made clear that there
is a difference for Aristotle between understanding (dianoia) and nous.
Dianoia refers to syllogistic reasoning, while nous refers to intuitive
knowledge, which stresscs the immediacy of first principles.
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knowledge.
Since the teacher, according to Auistotle, is the cfficient causc of

cducation and scrves as a means commensurate with cxpansive understanding,
there would be active forces in bringing about learning. Distributors of facts
would not be actualizers of potential. This expansive understanding proceeds
from cxpansive discussion -- the opportunity to think and discuss material
critically at all levels of education and in all types of cducational settings. But
in order for this to occur, participants nced the tools of logic to expand
understanding.  If this is not in place, discussions can be critical and
superficial -- you can disagree, but not have the ability to convince the rest
° of us that we too should disagrec. In addition, the first step must be to
provide the student with the environment that allows disagrecment. Students
need to be encouraged to disagrec without being penalized.
Many students have comc to the point that understanding simply
means taking notes and the tests based on those notes. This becomes an
cmpty placc of not only critical thinking, but thinking in general. The
classroom should (1)have structural freedom where directions of self-discov-
ery arc promoted; (2)be in a continual state of curriculum reform, based on
current scientific directions (discoverics) that occur in class; (3)a place where
the students and teacher are on both the imparting and receiving cnd of
knowledge; (4)a sctting, wherc a tcacher skilled in asking the "right" questions
to develop other questions in the students minds presides and (5)a high
encrgy environment where further knowledge is f ostered through understand-
ing of previous reasoned knowledge and the spontaneity allowed by thinking
critically about material put forth. Critical thinking would be the extension
of first principles in terms of thought. The process, would seem to allow for
further knowledge to be developed, which at times would be coupled with the
intcgration of thought patterns that stem from intuitive insight of prcmises
and the information, notions, and idcas upon which they are built.

ENDNOTES
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Such principles, then, are universal conditions, which are common principles
of all knowledge. It is impossible to demonstrate the proper principles of
cach inhering attribute; for basic truths will be the principles of all things and
the scicnee to which they belonged would possess universality.

How ihen, are the principles of demonstration known by us? In this
regard, Aristotle asks: (1)Is the knowledge of all immediate principles the
same or not; (2)Is there a scicnce of all immediate principles or of none; or
is there science of some, and some other type of knowledge of those
principies come to cxist in us after previously not cxisting, or have they
always been in us but escaped our notice?"

Now it is strange if we possess them from birth; for it
mcans that we posscss apprehenstons more accurate than
demonstration and fail to notice them. If on the other hand
we acquirc them and do not previously possess them how
could we apprehend and learn without a basis of pre-exis-
tent knewledge? For that is impossible as we used to find
in the case of demonstration. So it emerges that neither can
we possess them from birth, nor can they come to be in us
if we are without knowledge of them to the extent of having
no such devcloped state at all. Thercfore, we must possess
a capacity of some sort, but not such as to rank higher in
accuracy than these developed states.'

This "capacity of some sort" would then be a cognitive power that exists
previously to the knowledge of principles, but not such that it is stronger as
to certitudc than the knowledge of principles. Thus, the knowledge of
principles docs not come about in us from pre-cxisting knowledge in the same
way as things which arc known through demonstration.

The student starts with the intellect and the knowledge of the first
self-evident principles, which the intellect immediately acquires from scnsible
things by its own activity as soon as it begins to function. Hence, the teacher
must supply the student with matcrial, i.e., propositions and examplcs; and
show the student the order from principles to conclusions. These first
principlcs are the "known" which the teacher presupposes when proposing less
universal propositions to the student which arc then seen to be "known" as
deriving from the more universal principles. Thus, necessity of starting from
sensible beginnings is directly rclated to simple apprehension. These
beginnings are due to the fact that we must start from what is best known.

The teacher would not mercly be an organizer and distributor of
facts, but would serve as a means to understanding and fruition by being an
cxpander of the student’s capacity and potentiality for intuitive and scientific
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TOWARD A PHILOSOPHY OF POPULAR CULTURE
IN ACADEMIA

Don G. Smith
Eastern Hiinois University

Higher cducation periodically shoots itsclf in the foot when it
becomes confused over its proper function.  Such a state of affairs cxists
today as those in various disciplines seck to infuse the traditional curriculum
with works of popular culture before those works have carned distinction,

Dcpartments of popular culture and Amecrican studics should
academically examine the whole of popular culture, for here the task is to
understand socicty better through the study of what socicty makes popular.
Such dcpartments do not and should not study works of popular culture in
themclves and for themselves. That task is rightfully left to the liberal
disciplines. A problem arises when we try to decide what criteria the
disciplines should employ when cxamining works of popular culture with an
cyc toward their possible inclusion in the traditional curriculum.

This paper will suggest a theoretical and practical approach to this
process of canon constriction. For the purposes of this paper I will limit
myself to a discussion of the problem as we find it in the area of literature.

Traditionally, we have included works in the litcrary canon that we
believe demonstrate the quality of cnduring greatness. As English professor
David Pollard once suggested to me in conversation, the only explanation for
teaching an inferior text at the expense of a great onc is to make a political
point. Let me say at the outset that I oppose the assumpion that the
traditional canon is a political construction. It is not the proper function of
the liberal disciplines to construct curricula for the purpose of politically
converting students. It is instead the proper function of the liberal disciplines
to acquaint students with the best that has been said and written in an effort
to make them good human beings and thoughtful citizens. To those who cry
out that what is best is decided on the basis of some conscious or uncounsious
political criteria, I simply say "prove it." The evidence is not there, regardless
of how loud progressivists and deconstructionists shout. Thercfore I begin
with gencral criteria for differcntiating popular arts from the great arts.

We identify popular arts on the basis of their popularity alone. If
any book, film, musical composition, tclevision program, ctc. is popular with
the masses, it qualifics for inclusion as a popular art.  We might cnlarge our
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understanding of popularity in the casc of the popular arts by considering the
following critcria:

1. The public arts arc popular Lo the extent of being almost univer-
sally acceptable.

2. They tend to be more and morc profcssionalized, less and less to
be practiced privatcly.

3. They are often produced by teams rather than individuals. They
arc commissinned, the patron-sponsor-cxecutive providing  the
pattern.

4. They arc by intention cphemeral, paying well initially, but not
increasing in value with the passage of time.

5. The public arts arc offerred to the public as a whole, not to any
segment of it

6. They touch large amounts of people sirnultancously, and their
effeet is not limited to those whom they directly touch.

7. They interconnect and support onc another, thus causing a sort of
reverberation. They are, to an extent, habit-forming, and their cffect
is contagious.

&. The public arts popularize the classic arts.

9. Physically, the public aris have a mass or velocity or both, and
they tend to outstrip or displace all the other arts.'

We identify the great arts as those which

1. give form and meaning to life,

2. provide a deeper understanding of our own kives and the lives of
others,

3. express the spirit of an age or people,

4. create a certain unity of fecling, and

5. provide diversion from the cares of the day and satisfy desires
unfulfilled in our common life.”

Scott Buchanan and Mortimer Adler provide the criteria specifically
required of a great book. It is a book that:

1. has been read by the largest number of persons ... that has, over
the centurics, had more readers than other books, and that has *
stood the tesi of time,”

2. has the greatest number of alternative, independent, and consistent
intcrpretations,

3, raiscs the persistent and unanswerable questions,

4. must bc a work of fine art,
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5. must be a masterpicee of the liberal arts,

6. must be eminently discussable by virtue of the fact that it deals in
a varicty of ways with ideas and isrues,

7.is not only worth rcading more than once, but must be rcad many
times to be fully understood,

8. must be eminently discussable,

9. is not only worth reading once, but many times.

10. must be written by a generalist, who may or may not be a
specialist,

11. must be drawn from all types of imaginative and parrative
literature and from all areas of human lcarning, and

12. must not be considered great simply because it was produced by
an author who has exerted great influence upon Western culture.?

It should be immediately clear that political considerations do not
piay a part here; the great books represent authors from Thomas Jefferson
to Karl Marx, from Thomas Aquinas to Charles Darwin. It should also be
immediately clear that decisions of greatness can properly be made only by
those well-grounded in the discipline of literature. To make such distinctions
is part of the proper function of English professors in higher education.
English professors, {vr their good, for the good of their students, and for the
good of socicty in general, must therefore ccasc the practice of clevating
books dircctly from the best scller list to the undergraduate curriculum.
Secondary and primary teachers must do likewisce, for they should take their
cue from those in higher education.

Another practice that must ccasc is the tendency of clementary and
secondary school teachers to "tcach” current works of children’s and
adolescent literature for the precise reason that these recently published
works are currently popular with children and adolescents. The tendency
here is to give students what they want rather than what they need. These
works have not stood the test of time, and they do not mect most of the
other criteria enumerated above by Scldes and Adler. Popularity alone does
not make a book worthy of inclusion in the canon of children’s and adolescent
literature. It is the responsibility of the teacher to provide students with
cducational experiences, not simply cntertaining recreational experiences. As
Haag writes, "Most of the pcople who are nourished with homogenized pap
never had solid food on which to cut their tecth.™ Likewise, in the words of
Dwight McDonald, "Bad stuff drives out good since it is more casily
understood and enjoyed.” Elementary and secondary teachers must make
greatness the foundation of their assigned readings, not case of exercise.

No onc, however, should assume that & work is vulgar simply
bccause it is popular. Dickens’s novels in their original magavzine appearances
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were ccrtainly both mass produced and immenscly popular. Still, thosc in the
discipline of litcrature generally agree that his novels qualify as great art.
Likewise, Truman Capote, a finc writer by any discriminating person’s
standards, wrotc a very popular book entitled /n Cold Blood, which
discriminating rcaders can defend as great art.

The practical process of assessing works of popular culturc for
inclusion in the traditional literary canon follows. First of all, works of
popular culturc should be restricted to examination at the graduate levcl in
higher cducation until those capablc of sound judgment generally agree that
the work fulfills the thcorctical criteria cnumerated above. Second, upon
fulfillment of the theoretical critcria, popular works should be included in the
curriculum at the undergraduate level of higher cducation and at the levels
of sccondary and primary schooling. Works failing to fulfill the thcoretical
criteria should continuc to bc examined at the graduate level of higher
education or be abandoned.

ENDNOTES
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"BELIEVE ME NOT; AND YET I LIE NOT"™
A CASE FOR STUDENT DISBELIEF

Walter P. Krolikowski
Loyola University of Chicago

Abstract

Against the regnant presumption that teaching and
learning are limited to acts of knowing (and believing), this
paper attempts to make a case for including experiences of
disbelief on the part of students as a quitc normal instru-
ment of learning.

Isracl Schefiler is well aware that there is more to the educational
cnterprise than the cognitive:  "Education outstrips cognitive notions
altogether in its range, cmbracing . . . also the formation of propensities and

traits, and the development of understanding and appreciation” (p. 21). But
it may be that his view of the cognitive, in line with much of cducational
thinking today, is cxcessively narrow. He limits the range of the cognitive to
belief and knowing:

We have, in sum, connccted the cducational ideas of
learning and teaching with the cognitive ideas of knowledge
and belicf, as follows: Learning that Q involves coming to
believe that Q. Under certain further conditions (truth of
"Q" and, for the strong sensc of knowing, proper backing of
"Q"), it also involves coming to know that Q. Teaching that
Q involves trying to bring about lcarning that (and belief
that) Q, under characteristic restrictions of manner, and,
furthermore, knowing that Q, as judged by the teacher from
his own standpoint. (p. 13)

It will be my contention that other important if less immediately

striking cognitive states, likc ignorance, doubt, and disbclicf deserve attention
and analysis in the cducational context. In this article, I shall focus on
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disbelicf both as a state of mind and as act on the part of the student in 2
classroom situation. 1 shall contend that disbelicf in somc form i, morc
pervasive and morc valuable than some educators sccm to think is the casc.
Forms of disbelicf arc pervasive becausc they arc elicited by the teacher
many times during a class day, and, even when not clicited and encouraged
by the teacher, disbelief can arise naturally in the student. It can be valuablc
because it can and does foster a quality of active learning, not a simple
assimilation of factual material.

I
What, then, is disbelicf? As act, it is to say “It is not the casc that Q"
in response to the assertion that 0. As state of mind or disposition, it is the
tendency to assert "It is not the case that Q" whencver another asserts that

Are there examples of disbelicf in the classroom? They arc morc
common than some may think. Let us begin with some odd or borderlinc
cascs. Every time students mark a test item false they are saying "not Q."
It is an odd casc in that it could be claimed that the test item is not being
asserted although it is expressed in the form of an assertion.

When students question the correctness of a grade the teacher has
assigned them, thcy are rejecting a teacher’s judgment and sctting up a
judgment of their own in opposition. Again, this is an odd casc because a
grade is not an assertion but rather an evaluation and its negation is not an
assertion but a counter-evaluation.

When studcnts use counterfactual conditionals, they must of necessity
deny the antccedent and the consequent in order to understand and assert the
conditional itself. Again, this is an odd case because neither the antecedent
nor the consequent is asserted, although the entire conditional is asserted.

When students do not implement a teacher’s suggestions, they may
or may not believe that what the teacher says is true, but they certainly are
not convinced of the goodncss, prudence, or advisability for themselves of
doing what the teacher enjoins.

Other cases arc morc central. Every time students correct the
mathematics of a problem a teacher is working on the chalkboard, cvery time
they correct a teacher about a placc or datc, they are manifesting a type of
disbelief. Even these cases arc not quitc central. Students can readily belicve
that the mistake was madc inadvertently and does not really represent what
the teacher intended.

But a quitc clear and central type of disbelicf occurs in the student’s
responsc to those situations in which tcachers proposc obscrvations that run
counter 10 the experiences or theoretical f ramcworks students alrcady possess.
For example, that boiling watcr docs not get hotter with the application of
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additional heat; that the "large” moon on the horizon is visually the same size
as the "smaller" moon in mid-heaven; that whales are not fish; that it is winter
in Bolivia when it is summer in North America.

In fact, Nussbaum and Novick (pp. 183-200), along with many othcr
investigators of learning and teaching strategies, make the strong assertion
that disbelicf is the normal statc of affairs in a classroom whencver new
theorctical frameworks are being presented. They further claim that to
ignore the presence of alrcady cxisting “altcrnative frameworks," "schemata,”
or belicf systems is to ignore the "crucial interfering role” they play in coming
to grasp ncw theorctical frameworks.

Surcly, nonc of these situations arc unknown; indecd, they are quite
common. Possibly because they pass quickly, they do not scem important
cnough for careful scrutiny. Because they frequently have negative affective
overtones, their unplcasantness makes them casy to ignore.  Because
alternative analyscs are possible--could not marking a true-false item false be
recognition rather than disbelief?--the effort to pursuc the topic of disbelicf
hardly seems worth the effort. Perhaps, most importantly, because disbelief
involves a response to what another person asserts as well as it involves a
cognitive content of its own, its analysis harbors complications beyond those,
admittedly great, of coming to know.

Frequency of occurrence and difficulty of analysis do not, however,
guarantec the worth-whilencss of spending the time and cffort required to
understand a phcnomenon. Sneezing, for cxample, is not a topic discussed
very much by educators though it meets the above twin critcria. But the
phenomenon of disbelief points to important classroom problems. The disbe-
licving student may fail to advance or may become discouraged. To connect
disbelief to 80% drop-out rates among Hispanic students is not an act of
fantasy. Disbclief can indicatc an inadequatc level of trust by the student or
the student’s failurc to acknowledge the authority of the teacher. The trusting
student, it is often noted, finding it very difficult to belicve a teacher would
mislead, docs poorly on T-F items. Thus, paradoxically, thc way for such
students to improve their lcarning and to advance may be preciscly tarough
thoughtful acts of disbelicf.

Beyond these immediate and pressing problems lics a serics of
questions percnnially raised but scldom answered satisfactorily. These
questions center on the nature of tcaching, of the student, and of the tcacher,
and disbelicving throws valuable light on the whole scrics. It is, then, an
important part of my claim that recognizing the legitimate role of student
disbelicf in the classroom illuminates the naturc of tcaching, of student. and
of teacher.

We will try to ask the following questions within the framcwork of
disbelicf. First, what is this difficult to explicatc expericnce called teaching?
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What kinds of intcrchanges and relationships are integral to the experience?
If tcaching is a family of processes in the Wiltgenstcinian scnse, we ought not
be surprised that the cxtraordinary varicty of tcaching acts cvokes an cqually
cextraordinary varicty of pupil responscs. 1 list disbclicf among these
responscs and belicve that disbelicf can be an appropriatc and rational rc-
sponsc. Sccondly, what is a student? A reactor or a taker of initiatives? A
trusting subordinatc or a sceptical equal? Thirdly, what is a tcacher? A
declarer of truths, a commander of a rag-tail army, a questioner of received
opinion? A person, a role-taker, a playcr in somec contest? Arc teachers
hired by society to fulfil a custodial role for socicty or to be themselves?
Accounting for rationat disbelicf in the classroom will help in answering thesc
questions.

Dishelicf, of coursc, can be an irrational rcaction. The normal
presumption is surely in favor of the tcacher’s objcctivity and accuracy. As
expert, the teacher is an authority; as designated lcader, the teacher is in
authority. Benn and Peters (pp. 20-21) have madc ali this abundantly clear.
The teacher when asking a question of a student ought to be answered. The
teacher when issuing a command ought to be obeyed. The teacher when
asserting somcthing ought to be believed. Such arc the normal presumptions
which yicld only to strong cvidence against the propricty of such responscs.
But just as a question may be rhetorical ("What are we to think of this?”) and
a command mistaken ("Sit down!" to a seated student), so an asscrtion may
be falsc or may be an assertion in grammatical form only (c.g., an imperative
sentence in the declarative mood).

i)

Let us cxamine, then, some clements that form pieces of the puzzle
involved in the learning process in order to determine some of the possible
advantages to disbelicf. Our cxamiunations, as we have said, will focus on the
school, the teacher, and the student. Each w these subjects of our attention
neceds a special point of view so that we can catch cach of these well-worn
themes unawarcs. James Coleman’s analysis of the asymmetric socicty
furnishes a new perspective on the function of the school: Is it an extension
of the family or an arm of civil government? We will scc that onc answer
allows a fruitful usc for disbelicf while the other docs not. The role of
questions in the classroom furnishes a convenient cntry into a discussion of
the multiple roles of the teacher as does the place of play in the classroom;
both of these furnish solid grounds for cultivating appropriatc disheticf. Fred
Dretske’s cssay on the epistemology of belief offers us a convcnicnt vantage
from which we can look at the child not only as knower and belicver, but
also as dishclicver.

In The Asymmetric Society, Jamcs Coleman contrasts the corporatc

b1l




MPES Proceedings 1991 s7

aclor with the human person. In a technologically oricnted socicty, structurcs
are social inventions which operate because certain persons hold certain sct
positions within an over-all framcwork. Who {ills the positions is irrclevant.
Indeed a machine may fill a position. By way of contrast, in the family, an
invention of a much carlier kind of socicty, “a family member is a part of that
family as a person, not as an occupant of a position" (p. 27).

Historically, many structures larger than the family grew out of and
are cxicnsions of the family. On the contrary, the corporatc actor “has
authority over ccrtain activities and responsibility for those activities," not
"authority over and responsibility for persons' (p. 124). As a result, in
modern socicty, the family may become an anachronism precisely becausce of
this shift from valuing persons to valuing activities. Corporate actors, being
responsible for a sct of activities, have describable, limited roles. They can
understand and manage to meet the cxpectations that others havc of them.
The family member, being responsible for persons, is responsible for a
"family" of activitics in the Wittgensteinian sense, a sct of indefinite activities,
a structurc of joint productions very difficult to list taxatively in a “job
description.”

The corporatc actor in a sense is irresponsible, not being accountable
for the welfare of persons but only for accomplishing agreed-upon activities;
individualistic, since sacrifice for others has no relevance to one’s role; free,
for outside the activity that must be performed no care or conccrn for others
is cxpected of the actor. Norms are established in accord with onc’s intcrest
(the corporate actor or the corporation) rather than by the nature of the
people involved and the nature of their interactions (pp. 26-27, 119-152). In
the corporate society children begin to be perceived as public goods rather
than as private goods.

The world has shifted its focus from ascription to contractually
limited achicvement; the British usc "Ltd." to signal this shift. Thus a
corporate society is onc in which Paolo Freire’s banking model of education
is the opcrative structure. Socicty is intcrested in having the student receive
what ‘s "out there" as cfficiently as possible. The essentially passive student
is to react only by "recciving, filing and storing the deposits.” And the role
of the teacher is similarly and corrclatively limited (Freire, pp. 57-74).

Again, a corporate socicty is much at easc with a contractarian
theory of social relations such as appears in John Rawls’ A Theory of Justice.
George Parkin Grant (pp. 13-47, but especially p. 43) accuscs Rawls of play-
ing the old shell game in which the mover’s hand shifts the bean of justice
now to the shell of sclf-interest, now scemingly to the shell of altruism, but
it always remains under the shell of scif-interest. In the corporate socicty the
ultimate reason for rclating to others is self-interest, and the means to its
realization is the contractual rclationship.
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In view of this general socictal shift in thinking of the valuc of
persons and the role of citizens, where is the school located? s the school
properly considered an extension of the family (and, thercfore, concerned
with persons) or is it more like many corporations concerned with activitics,
competencies, ete.? Consider the frequency of contracts being drawn up
between professor and student in college courscs.

Some forms of disbelicf are rampant in the corporate socicty and can
be viewed as symptoms of its sickness. Since self-interest prompts corporate
actors to protect their flanks by carefully delimiting the expectations others
have of their roles, those they "scrve” may be justified in not believing them
when they cxpress personal interest in thosc asking to be "served." But there
is also another reason for disbelief. The skepticism which ariscs when
persons are cngaged with persons in a healthy way, is disbelicf but quite
different; for it is engendered in an atmosphere of play’.

I

What kind of an agent is the tcacher? 1 suggest the following perspective {or
cxamining this question. Educators seem to operatc on different seli-images
in their questioning of students. Kate Besser, for cxample, in her doctoral
dissertation makes a strong case for an image which finds expression in "hon-
est questioners.” Teachers ought to ask only question= whosc answers are not
known to them. In practice, questions are thereby Limited to probes into a
student’s conscious states. "What do you think?" "Why did you say that?"
"Do you have other reasons for saying that?" "What do you propose we do?"
Besser’s basic reason for such a stand is an appeal to rationality as the bed
rock of the learning-tcaching process. Why would rational teachers ask
questions for which they already know the answer? Is not teaching bascd on
rationality a sufficient as wcll as a necessary condition of teaching? Thus far
Besscer.

At the other extreme stands Socrates and a teacher sclf-image which
finds expression in the Socratic method. Whether the teacher knows the
answer to a qucstion is irrelevant. According to the dialectical method of
Socrates, the point of questioning is to goad students into answcring a
question with what is for them the correct answer and then using that reply
along with othcr materials to prove dramatically that they do not indeed
know although they have been to this point confident of what thcy had
initially asscrted.

Similarly, J.S. Mill (pp. 236-237) advocates the use of negative logic.
that is, opposition to a received opinion, in order to arrive at, conscquent to
the encounter, a clearer apprchension of what had been profcssed but not
wcll understood. Such a procedure is a queer casc of disbelief, because the
stancc may bc hypothetical: "What would you say to the following objec-
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tion?" The upshot is, however, that the person "knows better” but not
nccessarily "knows more." (Kenny, p. xxvii.) Though the end in view is
clearly greater rationality, the means employed--being a goad or a “devil’s
advocate"--is confrontational rather than logical.

Nietzsche, by analyzing the role of the teacher Socratically, furnishes
another locus classicus for disbelicf. To escape a following of "blind
disciples,” and, cven more, to arousc "sclf-mistrust” in the student, Nietzsche
advocates that the teacher usc masks and deceits: masks which reveal as well
as conccal; deceits which lead the student to self-detcrmination through
repudiation of the tcacher. Education is an agon, a contest, best symbolized
in the dancc (Murphy, pp. 98, 100, 111, 121, 138).

Walter Ong in his Messenger Lecturcs has written lcarnedly and
provocatively on the agonistic rclation in teaching, whosc long history he
relates and whose recent decline he obviously laments. Only by sccing the
schools as placcs of contest can we understand why the Romans called the
school ‘ludus,’ “play’ or ‘game.” Only in this context does “ritualized disbelicf"
flower into knowing. As Ong says, "if onc argued with a teacher about the
tcacher’s own subject, one risked losing.” But such a stance has a rationale:
“one argued, with some risk, against a more skilled opponcnt in order to
acquire that person’s skills and knowledge, and that person attacked one,
ritually, in order to tcach" (pp. 146-147).

Somewhere between these two kinds of questioning is what might be
called ordinary, everyday pedagogical questioning. The teacher knows the
answer and asks the student in order to determine whether the student has
come to know. At times the teacher is satisfied with a mcre mechanical
verbal response. At other times the teacher may continue to probe to
discover whether the student rcally understands the answer.

What these differences of method in dialoguc and questioning reflect
are differcnces in how the teacher’s self-image is conceived. For Besscr, the
teacher is (exclusively? pre-cminently?) a model of rational inquiry. For
Socrates, the teacher is a mid-wife. For others, the teacher is an cvaluator
of achievement and progress’.

Would it be helpful to place teaching--at lcast some teaching--in the
category of play, which of coursc involves a kind of disbelief? Play is
different from a "real® transaction because thc commitment it involves must
never obliterate a basic disbelicf: What is going on is not a rcal transaction’.
Somctimes games are openly used in classrooms. In traditional classrooms,
spelling bees', choosing up sidcs and being quizzed on some matcrial, giving
awards for best projects, cven grading under some of its aspects--all are
games of a sort. Not too far distant arc those pedagogical ploys such as
rcfusing the correct answer and dcliberately passing on inaccuratc information
(an incorrect reference, for cxample, in a class on documentary rescarch).
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Because play involves disbelief, there can be objections to being
“playful.” Here we encounter the problem that Erving Goffman refers to as
the problem of "free needs.” What reply can a teacher make to a child who
asks: "What lime is it?" "Wherce’s the bathroom?" When the child asks a
straightforward "frce needs” question, can the teacher reply in such a way that
the reply is deserving of disbelicf*? What “free nceds” alert us to is simply
that the place of play and of the kind of disbelicf it cngenders is limited in the
classroom®; for there are occasions when they would be out of place.

Somctimes in the classroom somcthing closc to charades is played.
Professors assume a theorcetical or practical position not their own and play
the part to the hilt, Today Descartes, tomorrow Hume. The poker player’s
mask, the conjuror’s slcight of hand, fcigned surprise, bluffing, the snipc
hunt--these arc 1o be found in many classrooms in the land. Histrionics and
theatre, Rylcan cristics and Socratic irony arc parts of many teachers’
pedagogical kit. Do not all of these call, in inviting "suspension of disbelicf,”
for some degree of wariness if not of utter disbelicf? For cxample, a teacher
gives his students Euler’s seven bridge problem, which Godel has alrcady
proved to be impossible of solution, and asks them to solve it. Should not
students lcarn over time Lo do these exerciscs in the experience of deception
in a spirit of disbelicf?

The casy answer is that all of thesc deceptive practices should be
ruled out of court. I am well awarc that each and cvery onc of them can be
abused--and is. But abuses ought to put us on guard, not deter us from a
thoughtful coursc of action. The relationship of teacher to student is much
morc complex than simple thcorics would have it, and we must respect that
complexity. The teacher is intruder as well as observer. The expericntial and
the logical arc mixcd with the social, expressive, and conative (Halliday and
Hasan, pp. 26-27). If games relicve tedium and children’s attention-spans arc
short, gamcs may bec very helpful toward maintenance of discipline and a
plcasant atmosphcre for fcarning. But games arc gamcs; so, if thcy arc
played, they have to be played. Many games involve winning and losing
ouicomes; many games involvc strategies which include deliberate deception.
If we modcl tecaching on the dynamics of a baskctball game instcad of on a
scientific experiment, we may scc more clearly why and how dishclicf func-
tions in the teaching-lcarning process.

Although it backfires--in this world not all tcaching ploys arc
successful--the strategy of a Garry Trudcau professor illustrates aptly the usc
of "factual” but falsc statcments. The students assiduously writc down cvery
word as the profcssor pontificates: ". . . and in my view, Jefferson’s defensc
of these basic rights lacked conviciion." He then says, "Okay, any discussion
of what I've covered so far?" Eycs down, the students continuc to write. As
the professor comments, "Of course not.  You're too busy getting it all down,”
the students momentarily lift their cyes and acknowledge the justness of his
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sccmingly positive regard for them. He continues: "Let me add that per-
sonally I beficve the Bill of Rights to be a silly, inconscqueantial recapitulation
of truths alrcady found in the Constitution. Any comment?" The students
arc busy writing. Hec raises his voice: "No, scratch that! The Constitution
itself should ncver have been ratificd! It’s a dangerous document! All power
should rest with the executive! What do you think of that?” The students
writc more furiously. The professor shouts: “Jefferson was the Antichrist!
Democra. y is Fascism! Black is white! Night is day!" They continuc to
writc. Among thcmselves they murmur: "Boy, this course is rcally getting
intercsting.” And ""You said it. 1didn’t know half this stuff.” All the profcs-
sor can say is "Teaching is dcad.” Which is surcly the point of this paper:
Reduce teaching to an authoritative handing on of facts and theorics and
cvaluations, and teaching is indecd dead. Without disbelief as an cssential
part of a studcnt’s kit, the finality of teaching and learning is perverted and
destroyed.

v
The teacher, then, may very well cngage in activitics thc proper
response to which is disbelief on the part of the student. Now let us look
more closely at the student in a lcarning situation. Fred Dretske makes some
interesting points about belicf, which can give us a ncw way of sccing the

student. For onc, we can only belicve what we might know, which is not to
say that we must know x hefore we belicve x. Children who have always
been in the dark could not belicve an object is blue because the conditions
for knowing it is blue arc lacking (p. 9). "The belicfs a person is capable of
holding as a result of Icarning arc restricted to the sorts of things that that
person (given his information processing resources) is capable of knowing" (p.
11). Childrcn may be taught to make correct responses (if, for cxample, all
bluc things arc furry, children in the dark may correctly sclect all bluc things),
but that is not the same, What, then, we may ask, is the proper response
when the child is presented something it cannot process? For cxamplc, an
cight year old is told the facts of lifc. Consciously the child may not
dishelicve but clearly, though the child may be able to respond correctly to
questions about the origin of human life, the cognitive content de facto is
other than that which the presenter has. And if, per impossible, thc normal
cight-year old child could understand the facts of lifc, it would have to dis-
belicve them.

Consider another cxample from Dretske. In this instance, the child
is like an altimeter that purports to mcasurce the "gross national product in
dollars.”

Somcthing likc this happens when children first Icarn to
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talk. The toddler who delights his mother by saying
"Mommy" whenever she appears disappoints her when he
says the same thing to his Aunt Mildred. When the child is
corrected ("No, Jimmy, I’ Mommy, that’s Aunt Mildred"),
what is this a correction of? A falsc belicf? But docs
Jimmy really believe that this other woman is his mother?
Probably not. It scems morc likely that the child simply
bclicves that Aunt Mildred is 2 woman, or a person.
preciscly what he believed of his mother when he called he
"Mommy", and that he is using thc word "Mommy" to
cxpress this less determinate notion.  Correction here is not
the weeding out of false belicfs, but the development of a
morc discriminating set of concepts and the corrclative
ability to ecxpress these more dceterminate concepts in
linguistically appropriatc ways. (p. 13)

The upshot is that a type of disbelief nccessarily occurs whenever material is
presented that requires understanding beyond the present intellectual capaci-
tics of the child. For what arc we to call "agrecing verbally but disagrecing
conceptually” if not dishclief? Surely an odd case of disbelicf, but one which
is morc commonly present than we ordinarily noticc. Much of what is
presented to children is about the adult world for which children have but
surrogatc cxplanations. Adult cxplanations are repeated but cannot yield
their intclligibility for they lie outside the present capacitics of the child.

But what is appropriate when the matcrial presented is within the
present capacities of the child? Nussbaum and Novick (pp. 186-189) suggest
that the first step in any scquence of instruction is to bring to consciousness
the presence of the alternative frameworks, onc in the minds of the students,
the other in the mind of the instructor. This can bc accomplished through the
usc of an "cxposing cvent” which invites the student to explain the matcrial
under considcration "in terms of his own preconceptions. The hoped for
conscquence is that, in failing, the student expericnces "discquilibrium,”
“cognitive dissonance," or “conceptual conflict.”" And in this exposurc of the
inadequacy of his present belief structurcs, the student may be supported in
working through his disbelicf in the proposed new theory.

\Y
What can be said, then, for cultivating certain types of disbelicf in the
classroom? The thrust of the argument is that disbelicf is of necessity found
as a constitucnt clement in many class activitics. But, further, if tcaching
ascends to the level of play, disbelicf is actually encouraged and becomes a
necessary means in coming to know, and a positive instrument of preparation
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for entry into the world of adults. For cxample, if children don’t learn some
skills of discrimination, how will they cope with the advertising to which we
arc all cxposed and with the insinuated valucs represented so attractively in
thc mass media?

Thus, the school, possibly because it is located in a corporate world,
cannot allow itsclf to be so narrowly defined that its activities arc cotcrmi-
nous with coming-to-know. Like the famil,, its purposc is not to bring
children or knowers into the world but adults who will prove to be capable
of frecly and competently interacting with others on a variety of human levels
and in various conflicting human systcms. And yct it would be lcss than
honest not to admit difficultics with this position. Tecachers and a'ministra-
tors in significant parts of our complex of schools no longer are recognized
as being in loco parentis’. Therc is a significant shift from doing what is good
for the child to doing what the child has a right to reecive. Teachers arc in
danger of becoming part of the corporate world. Insofar as we arc advoca-
ting a greater spirit of play in the classroom, in which disbelicf plays an
intrinsic part, we are emphasizing thc importance of a person-rclated rather
than a task-rclated atmosphere in the classroom. 1t would certainly be much
more difficult to justify games and a spirit of play as teaching aids if they
were to be justified within the context of a corporate socicty.

Socictal cxpectations of the tcacher should not be so narrowly
defined that teaching activitics are confined to descriptions and cxplanations.
As institutor of games, the teacher steps outside the narrow straits of logical
cmpiricism. As partncr in the agon, winning and losing and surviving are
mecaningful catcgorics under the teaching umbrclla. As Walter Ong says (p.
33), "advcrsative structurcs of truth arc not Icthal or cven hostile, bui
life-giving, though at some cost®."

The student should not be so narrowly defincd that icarning in school
becomes sanitized and discontinuous with other learnings, cspecially that
resulting from constant cxposurc to the media. Dewey’s "simplified, purified,
and balanccd cnvironment," by scemingly cxcluding scepticism and warincss,
comes perilously close to unfitting students for the varicty of attitudes they
must  display in coming to terms with a masked world. Whether this morc
person-centered approach will preparc the student for corporate activity in a
technological society is another question, onc Aldous Huxley answered in his
own way in Brave New World and Brave New World Revisited. What
hopefully cmerges from these considerations is the great desirability of
fostering o dialectic of belicf and disbelicf in an atmosphere where cach is
given its due and where the costs, cmotional and affective, great as they are,
arc not as overwhelming as they might be and will be when not mediated
through the actions of caring tcachers.
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ENDNOTES

" We must, nonctheless, acknowledge a complicating factor. As in a family,
so in a person-oricated school, there arc moments that call for unthinking
compliancc on the part of studcnts. And yet, there arc momcnts of
institutionalized disbelief as well; for example, when games arc being played.
The situation, thus, can be quite complicated: the shift from straightforward
and truthful narration to game-likc parrics is not always announced.

2 See Sizer, especially pp. 143-153, for sketches of teachers as questioners.
3 Dearden, pp. 96-97.

4 A *bee" is "a social gathering where people combinc work, competition, and
amuscment." American Heritage Dictionary.

5 See Goffman, Behavior in Public Places, p. 130.

¢ Erving Goffman’s work is cnormously suggestive to those of us interested
in understanding the diversity of activitics, roles, and attitudes rr anifested by
students (and tcachers) in the classroom, cven thongh Goffman hardly cver
refers to the classroom. Particularly helpfal are the following: "Performanc-
¢s," in The Presentation of Sclf in Everyday Life. pp. 17-76; "Fun in Games.”
in Encounters, pp. V1-81; Frame Analysis, cspecially on “fabrication” and
“discrediting.”
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" For a bricf summary of the present legal situation with regard to in loco
parentis, sce Alexander and Alexander, pp. 147-160).

¥ In Spanish the word competencia has two meanings. scemingly unrclated:
‘competency” and ‘competition.” Clearly ‘to compete’ can mean “to strive or
contend with another as for a profit or prize’; that is, to be a rival.
Etymologically, however, it means ‘to strive together,” the fruits of which
striving is compctence.
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WAS THERE A CONFLICT BETWEEN INDIVIDUAL RIGHTS
AND SOCIAL VALUES IN THE CIVIL RIGHTS MOVEMENT?

Joscph Watras
University of Dayton

In the 1830s, Alexis de Tocqueville noted that Americans had a great
love for the idea of liberty for individuals. He warned that this tendency
could isolatc Amcricans from cach other. In 1985, scvcral sociologists
working with Robert Bellah concluded that the individualism Tocqueville
spokc about had grown cancerous to "threaten the survival of frecdom itself”
(vii). These rescarchers said that middle class Americans increasingly found
their meaning in privatc sphercs, and, if thosc Amcricans took part in public
affairs, they did so for personal rcasons.

Bellah and his colleagues contend that part of the problem is that the
image of life inherent in individualism is hostile to ideas of moral order
becausc it centers on the autonomous individual who makes choices on a
personal basis, not according to higher truths (47). These rescarchers also
found another part of the problem is that the people they talked to were not
frcc. These people arc trying to fit into a society dominated by large
corporations which tend to define all parts of life, and these same people
adopt a modcl of relationships taken from therapy where the aim is to help
individuals adjust to existing conditions or to {ind which scttings they prefer.
Bellah found that, in this way, words of individualism disguisc the pressure
to conform.

The therapeutic model is not everywhere, Bellah and his co-authors
say. Oldcr forms of rclationships endure in some parts of socicty. But, in
gencral, people flaunt individualism as they fit into a society that is interrelat-
cd to an extent never imagined before.

L. Are the Contemporary Idcals of Individualism
and Community Contradictory?

Bellah contends that the cthic of individualism corrodes our socicty
because people do not seem to recognize that many of thc commitments
people make to cach other are superficial and temporary. For example,
instead of historical communitics where people of diffcrent ages live together,
Bellah found what he calls lifestyle enclaves, such as retirement villages or
apartments for young single people. Bellah points out that the residents think
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of these places as communitics and many cxpress loyalty to them, put these
enclaves arc not founded on things that offer stability. The conncction among
the people in a lifestyle enclave is the desire the members have to be
together, and this derives from the fact that they are of similar age or hold
similar intcrests. As thosc desires or interests change, the membership
changes. Conscquently, no onc is expected to stay in onc for long,

In fairncss, Bellah notes these enclaves provide a service by being a
placc where the members support cach other before cach person movces on
to somcthing or somewhcre clsc. Bellah acknowledges that this is a traditional
function of fricndship. The problem is that Americans scem to have forgoticn
that the traditional view of fricndship includes deeper morc permancnt
connections such as a sharcd commitment to a conception of the common
good. Bellah says that since Americans think of any commitment to a valuc
oricntation as an individual matter, the contemporary vicw of human
relationships that undergirds these lifestyle enclaves is onc that ignores
criteria that go beyond personal choice and self affirmation.

I1. Was the Civil Rights Movement an Altcrnative
to Individualism?
Bellah says an important alternative to the dominating influcnce of
individualism was the civil rights movement of the 1960s and 1970s. He says

this movement was a social forcc whosc members went beyond the
individualistic connotations of frccdom to show frecdom as an affirmation of
rcsponsibility uniting different people in just socicty (299).

Beliah quotcs Martin Luther King Jr.’s speech, "I Have a Dream,” to
show that King borrowed words from scriptural prophets and from patriotic
authors to point to a new social order. Bellah adds that in this way, King
made clear "the struggle for frecdom became a practice of commitment within
a vision of American as a community of mcmory"(249).

TII. Was the Civil Rights Movement an Affirmation
of Individualism?

Unfortunately, the civil rights movement may not have had the moral
power Bellah ascribes to it. King may not have been reshaping the images
of a just social order calling on peoplc to take part in somcthing for a greater
good. Instcad, King may have been criticizing racism as a contradiction of
the cthic of individualism. If this vicw is accurate, King may have strength-
cned the corrosive cffects of individualism that Bellah decrics rather than
affirmed any historical, common heritage. Evidence supporting this possibility
comes from the quotcs Bellah offers. Onc cxample is illustrative.

Bellah recalls King’s statcment: "When we Iet freedom ring... from
cvery village and hamlet..., we will speed up the day when all of God’s
children, black men and whitc men, Jews and Gentiles,... will join hands and
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sing the words of that old Negro spiritual ‘Free at last! Free at last! Thank
God almighty, we are frec at last’"(249).

The problem is this statcment docs not show that King wanted to
rebuild social and cconomic institutions in ways that respect the differences
and interdependencies among their members. The image of people singing
whilc holding hands implics conncctions, but the words arc about being free
not about a unifying valuc such as love. Thus, the connection could be the
tolerance cach person has for another. This is a weak tie because it implics
peoplc acknowlcdging other people’s right to be different. It does not say that
thosc differences arc of valuc to cveryone nor does it describc how the
uniquencss of individuals can improve the socicty.

IV. Is Ficedom a Value?

Bellah says that the image of freedom can go beyond its individu-
alistic connotations and be an cssential aspect of any affirmation of the
possibility of uniting people in a just socicty. Hc does not say how that can
be done, but several philosophers offer suggestions to help .

Therc seem to be three differcnt approaches philosophers use to
demonstrate that freedom is inextricably bound to social values. The first is
to scc frcedom as an instrument to reach the higher goal. A second is to sec
treccdom as both the means and the end in some way. And a third is to say
frcedom is cquivalent to something clse, such as personal identity, so the
focus of dcbate shifts to that other cntity.

The diffcrences among these approaches arc determined by the
common good that cach philosopher sces as important. Five examples
illustrate these approaches to formulatc political or educational views
incorporating frecdom. Unfortunately, the civil rights movement did not use
any of them although any onc of these approaches would have coriched the
struggle and madc success more likely.

V. Is Frecdom an Instrument to Reach Another Aim?

John Dewey illustrates the first approach which we arc calling an
instrumental one. He argues that freedom is best seen as a tool to encourage
growth. Although he measures the worth of a socicty by the cxtent to which
all members of all groups cnjoy a full and frec interchange, he docs not think
people should value individuality for its own sakc. Rather, he fecls that "a
progressive society counts individual variations as precious since it finds in
them the mcans for its own growth' (1916,305). Dewey noles that a
democratic socicty gives its members the best chance to develop their talents
and to find ncw aiternatives for thinking.

Dewey is wary of appeals to frecedom in the classroom. He sces
schools as agencices of social reform. He believes that, in schools, children can
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lcarn to think properly or lcarn to work together cooperatively. But Dewey
does not think tcachers should make the children’s freedom the goal of their
teaching. He belicves that children have to be free to move around and to
work as they choose. Yet, Dewey says that excessive freedom will destroy
the cooperative activitics that are the normal source of order. Dewcey
counsels teachers to think of freedom as 2 means to help children learn to
frame purposcs and to carry out projects (1938, 63).

Writing in a morc poctic yct cqually carcful and logical manncr,
Bubcr expresses a similar instrumcatal view. For him, freedom makes it
possiblc for pecoplc to meet. Buber contends that free socictics aliow the full
relationships among people that he sees as cssential to human life; he says
totalitarian socictics deny these possibilitics (116). But Buber says that
freedom cannot be a goal of human lifc. Buber notes that freedom provides
the place for people to turn toward each other, but, he adds, it cannot provide
the foundation or basis for community. Buber goes on to say that freedom
cannot be dispensed with, nor can it be made use of, yet without it nothing
succeeds (90-91).

Buber sees freedom as important in the classroom as well in socicty.
Buber describes how freedom enables a tcacher in a classroom to cstablish
a relationship with the students that he calls dialogic. This rclationship is
complex because it involves mutual giving and taking even though the partics
arc not on equal terms. Bubcer believes the teacher is always more awarc of
the student than the student is aware of the teacher. For there to be such a
relationship, the student must be free. Without freedom, the student cannot
or will not reveal his or her true feclings and grow from them with the help
of the teacher. And without this process of revelation and growth among the
students, the tcacher cannot develop more understanding of the world
through his or her tcaching. Without dialogue, Buber would say, teaching is
a scrics of monologucs.

VI. Is Freedom an Instrument and an Aim?

The second way philosophers explain how freedom and social values
arc rclated is to by saying that human freedom is both an instrument and an
aim. A good cxample of this approach is thc work of Paulo Freirc who
describes a method of political liberation that uses freedom to make cveryonc
free yct humanc. Writing about adult litcracy programs in Brazil, Freirc
contends that people need to engage in dialoguc. He does not mean that they
need to talk or share ideas cven though this is part of dialoguc. Freire says
all thought and discussion must be aimed at transforming the world in the
direction of increascd liberation (77). Freire describes a process of
instruction hc calls "problcm-posing cducation” in which tcachers and students
discuss problems that mutually troublc them. Together, they suggest solutions
and try them out. The results become the substance of more problcm-posing
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as the process goes on indefinitely. Freire contrasts this style with probicm--
solving which is morc authoritarian.  Freire contends problcm-posing
cducation is cssential for changing the oppressive nature of modern socicty.

Although Freire says the aim of all dialogue is the liberation of the
people involved, he limits the freedom that results. Tt is qualified by humility
among the participants, by love for the world and other pcople, and by faith
in people’s powers to cooperate in efforts to remake themselves and the
world. For Freire, freedom does not allow individuals to be solitary nor
sociopathic because he defines freedom as the ability to enter dialoguc with
other people in order to learn how to continue it. For Freire, dialoguc is the
means and the end of human lifc.

Other philosophers who arc religious usc a similar view of {rcedom
as being both instrumentally and intrinsically valuable for their ecnds. An
cxample of this is found in the work of Jacques Maritain who sees frecdom
as the means and at least part of the goal of social life. Maritain asscrts that
"human socicty is...a group of human freedoms which accept obedience and
a common law for the general welfare..."(15). Maritain says that individuals
and their society are mingled together with cach subordinating itself to and
yet surpassing the other in differcat ways. "Man finds himself subordinating
himself to the group,” Maritain says, "and the group attains its goal only by
serving man and realizing that man has secrets which escape the group and
a vocation which is not included in the group” (sic) (15). The vocation that
Maritain refers to is a religious one; he fecls buman beings must use their
intellects to voluntarily obey the law of God. He says human beings perfect
themselves by loving the Lord.

Frecdom is an cnd and a means for Maritian because he sees
freedom as the highest social value that must be extended to human beings
for them to grow spiritually. In as much as frecdom is the highest social
value, it is an cnd, but it is a means for other valucs that only individuals can
attain.

Intercstingly, Maritain says he advocates t! ese religious dcfinitions
of humanity and society because they underlic all bumanistic vicws in our
JudeoGreco-Christian civilization. He says that the community of analogy
shared by Western peoples makes it possible for individuals who do not sharc
the Christian creed to find direction in the midst of competing views of
human personality and society. Consequcently, when Maritain talks of an
cducation for a democracy, he speaks of a college program open to all pcople
built upon teaching thosc subjects best able to advancc human rcason. Thus,
he recommends courses that are similar to the liberal arts including rhetoric,
literature, mathematics, and science. He adds philosophy and theology to the
list of subjects to be taught. However, Maritian is carcful to say thesc
subjccts are taught not to make the students bolicve anything in particular,
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Hc says they should be taught because, for cxample, a person unfamiliar with
thceology cannot understand Western culture.

VIL Is Frecdom a Function of a Person’s Identity?

The third approach philosophers use to discuss the relation of
personal freedom and politics or education is to identify frecdom with
somcthing clse. Frithjof Bergmann illustrates this approach by saying onc
should not ask if somc one is acting frecly. He says onc should ask if
someonc is acting in accord with his or her personal identity. For him, this a
more {ruitful approach.

Frithjof Bergmann contends “the concept of freedom is not a fit
instrument for thought"(12). He adds that it puts social matters into tangles
when those issucs arc understandable otherwise. Bergmann says that people
should begin to think in a direction that is diffcrent from the poles of
contention the question of frcedom marks out. Bergmann advances his
argument by offering a definition of freedom which he uscs to consider the
way pcople have thought about freedom in psychology, in education, and in
social lifc. Bergmann says “an act is frce if the agent identifies with the
clements from which it flows" (37).

Bergmann uses his definition to evaluate other definitions of freedom
finding them faulty if they give little chance for people to discover or to form
a truc sclf. In this manner, for example, Bergmann discounts Rousscau’s
definition of a free person as one who obeys the General Will. He says
Rousseau is overly concerned with the social or external influcnce on people.
At the same time, Bergmann criticizes democratic conceptions of freedom if
these imply people should leave other people alone; his theory implies the
society must hclp people develop their identitics so they can increasc the
scope of acts with which they could identify.

VL. Is Frcedom Related to Qbligation?

It should be clear that each of these approaches that philosophers use
to discuss freedom contains the grounds for cstablishing positive connections
among people. In the case of Dewey, the connection is the mutual interde-
pendence of people in society. Language, roads, and artificial lights are things
produccd by people for their own use and for the social good. These physical
improvements enable everyone in that socicty to do more than they would
be able to do without them.

For Bubcr, the reality of relationships illuminates the higher values
because it is in relatioaships that people recognize the truth of creation.
Buber says moral lifc derives from an openncss among people. Buber says
this opcnness would be impossible if people felt constrained.

For Freire, liberation is the goal of life and the means by whica lifc
is humanly lived. Freire thinks liberation implics community becausc the tics

77




MPES Proceedings 1991 73

in community have to be desires to increasce the freedom all people share.

For Maritain, the community of analogy provides discipline and
tradition. Each individual accepts the tradition, struggles against it, and
therchy enriches it. It is that tradition that offers the definition of human
kind from which frecdom as an csscntial and ultimate social value follows.

Finally, Bergmann sees the connections among people to be the
opportunitics offcred to each person to form a genuinc self. Freedom for him
is the ability to act in accordance with this identity

XI. Did the Civil Rights Movement Point to any Obligations?

If, as Bcllah said, the civil rights movement aimed towards an
affirmation of individual liberty within a cooperative social order, it would
have similar expressions of the relationship between personal freedom and
the social good which explained why peoplc should live in raciaily integrated
scttings. Unfortunately, this was not the casc.

Instead of being built on pleas for racial integration, the civil rights
movement advanced on the basis of complaints against discrimination. The
legal cases from which the movement drew its strength were findings of
constitutional violations of the right minority groups had to receive services
extended by the states. The US Supreme Court could not easily define what
rights came to African-American "children from the Fourteenth Amendment
cqual protection clause--to attcnd an intcgrated school or merely to be free
from state-imposed segregated schooling” (Salomone, Equal Protection Under
Law, 44). The Court scemed to decide in 1974 that black children were only
catitled to be free from imposed segregation when it forbade merging the
school districts in and around Detroit to form a mectropolitan plan unless
there was proof of interdistrict violation. This scemed to cause a shift in
thinking that may bc seen in the change people made in their language
replacing  the earlier and more pos’ ¢ word, “integration." with the word
"descgregation.”

There is a good reason why the civil rights movement was built on
complaints about discrimination. It enlisted people who disagrced about many
things to fight to change society. In such circumstances, it is casier for people
to point to what they dislike rather than to what they want. At the same time,
when people agree something should be reformed, they move towards a
general agrecment about what should be in place.

X. Why is the Civil Rights Movement Important?
Nonc the less, the question why the civil rights movement stopped
short of its goals is important because the answer indicates what people must
do to improve socicty. 1f the civil rights movement represented a positive
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moral forcc nccessary 1o a basic reconstruction of Amcrican socicty, as Bellah
asscrts, then rescarchers must locate the malevolent forces that worked
againsl its goodness. However, if, as this paper argucs, the language that was
uscd by the civil rights activists was flawed, than rescarchers should search
for ways to frame values so that the words capture the American affcction
for personal frecdom but turn it towards cfforts to make the society
harmonious and cooperative.

The problcm with the words "frcedom” and "rights" is that neither of
these terms points to a reason for different types of people to live and work
logether. For example, when a person says that all black people should be
free, one implication is to think that all pcople should be separate in some
ways from the socicty in which they live. To some cxtent, this is what
happened in the civil rights movement.

The images that came from the campaign could not explain why
society should restrain those groups who did not want to ride across town to
a ncw school cven when the distances were short or why white people stay
in a city when a single race suburb is available. Conscrvatives began to
complain that white children had rights to go to a school in their neigh-
borhoods, and Richard Nixon won the presidency, in part, because he
campaigned against busing. In short, the civil rights movement could not tell
people why they should live in cooperative relationships with people who
were different.

In fairness to such civil rights leaders as Martin Luther King, Jr., they
may have thought that the image of a movement which joined all sorts of
people to fight for the rights of thec most down trodden would overcome the
disintegrative cffect of the words they used. But if civil rights leaders thought
the campaign was more influential than the slogans, they may have been
wrong. And this mistake may show why political movements may have a
more lasting effect if they involve philosophers who can help fashion
statements that accurately point to what should come into being,

Unfortunately, the problems persist. Educators should consider the
aims of the civil rights movement in order to recognize similar difficultics in
the contcmporary programs of multi-cultural cducation or critical pedagogy.
As different as these programs are from each other, they share a concern for
notions of tolerance and opcnness that may have been the fatal flaw of the
civil rights movement. Consequently, these curricular innovations will not
have the lasting effect their advocates hope to have unless they think morc
clearly about the aims they wish to achieve.
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Abstract

In a philosophical essay on the historical sociclogy
of teacher cducation, the author argucs that the inability of
teaching to risc to th: status of a profession is due to the
constant statc of rapid dislocation that has prevented the
cstablishment of a discipline of pedagogy. Leone terms this
state of affairs a FLUXION. Five factors have created a
fluxion in teacher cducation. First, the differcnt institutions
in which teacher education has been housed--normal school,
teacher’s college, university based schools of education--have
had inconsistent cxpectations for teacher education. Sccond,
teacher cducators have historically sct up an ideal of
professional education for themsclves--the medical school
ideal--which they have not succeeded in emulating. Third,
the cstablishment of Graduate Schools of Education has
created a new profession of Educational Leadership that has
goals that arc not compatible with a profession of teaching.
Fourth, educators havc failed to cstablish a discipline of
pedagogy that can scrve as the basis for the professional
authority of teachers, Finally, the public docs not perceive
cducators as producing results that justify the granting of
professional authority to teachers. (Michael A. Oliker)

I. Concepts and Institutions In Flux
There scems to be little doubt that teaching in Amcrica has not
become a profession in the accepted sensc of the term, at least not in the way
that law and medicine arc so recognized, though they may be regarded as the
clitc professions. These occupations, along with others slightly lesser in
stature such as ~=incering and architecture, all were subjeeted to the same
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phenomenon of professionalization that occurred in this country at the tum
of the century. They were transformed into professions but teaching never
quitc made the change. The reasons lic with the increasingly complex
mixture of historical, sociological and philosophical development of American
cducation and its transmission that cxists to this very day. 1t will be my
contention in this paper (though not minc alonc) that the inability of teaching
10 risc to the status of a profession is duc to a state of flux that education,
tcaching and 1cacher education {ind themselves. 1t is a diverse plethora that
peroetuates confusion over what we mean by such terms which continues to
the present. Unraveling this flux is by no means a small task and T cannot
hope 1o achicve it here in complete satisfaction. Howcver, 1 will attempt 10
asscss some of the key historical and scciological developments that will
ultimatcly lcad to a philosophical discussion of whether teaching is a discipline
or paradigm from which rescarch, experimentation and methods can be
derived to guide the enterprise. There are some who believe that education
or pedagogy as a discipline is possible, that a consensus among thosc in the
ficld can be reached, and if properly formulated and employed, will Icad to
the acceptance of teaching as a profession. 1 will consider some of these
proposals and argumcnts in hope cf beter grasping the problems and
solutions inhcrent with the creation and acceptance of a discipline of
pedagogy.

As previously stated, the candidate for an explanation as to why the
conception of American cducation is in a state of flux is to be found in the
admixture of historical, sociological and philosophical reasons. But, onc may
ask that although historical and sociological trends may mix, doesn’t
philosophy lie outside of these in a morc objective sensc? It is truc that there
is an important distinction betwcen a historical and sociological perspective
of a profession on the one hand and its criteria on the other. The latter is the
domain of philosophy, but the former may shape the function of philosophy
or tap onc of its capabilitics. A philosophical analysis may reveal that what
history and sociology says passcs for cducation in a particular society is rcally
indoctrination. But I do not wish to cngage in a debate over the authority of
philosophy versus history and sociology. 1 only want to show that the
historical and sociological forces at work during the cra of American
profcssionalization significantly altercd the concepts of "education”, "pedago-
gy" and "collecge”. [t requires a philosophical perspective to undcerstand this
change, as well as, to formulate and evaluate the possibility of teaching as a
thcory-based practice. Furthermore, though a philosophical perspective may
indicatc that a discipline of pedagogy is possible, thesc same historical and
sociological forces can thwart its creation.

If Amecrican professionalization shows us anything, it is that the
concepts of “"cducation’, "pedagogy” and “college” are not fixed entitics
sccurcd in meaning and function.(1) The birth of thc American public school
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as an institution and an cxpanding mass cducation systcm from the late 19th
century through the 20th century is a relatively new phenomenon. Prior to
their emergence, "cducation” and "teaching” were concepts whose focus was
intrinsic individual growth. The cultivated wisdom and moral character of the
unique person were the primary goals, thus making cducation almost
exclusively personal and inward looking processes.  The expansion of
schooling in tandem with the rise of the industrial age and its perceived
potentialitics for the work force which include professionalism, combined to
shift education away from individual growth and towards a more universal
and utilitarian instrument nccessary to satisf, ‘iverse cultural needs.(2)

The consequence of this changing notion of education was to make
it an increasingly complex cnterprise.  Perhaps the best cxample of this
complexity takes place in higher cducation where the college in mid-19th
century is transformed into the American university. But the transformation
is not a smooth one, for with it comes the three trends of utility, research and
libcral culture that compete within the university for priority.(3) Likewise,
three modcls in higher education develop that reflect these trends: the land
grant university where utility merges with the supreme faith in science to
achicve practical results and cfficacy, the rescarch university where rescarch
and scholarship become the ideal to pursuc knowledge for its own sake and
the tradition college which fosters the transmission of traditional culture. But
where onc trend may have dominated in any onc university, the other two
vicd for attention and recognition.  The diversity of these trends within the
university results in the ambiguity of the curriculum. Designing the proper
course «f study was complicated by the clash of purposes-- from educating
the individual (some remnants of the old education persisted in the university)
to the pursuit of specialized training, to solutions of immediate practical
problems and social demands.(4)

As the transformation of the concept of cducation led to ambiguity
to and confusion, it comes as no surprisc that tcacher cducation suffers a
similar fate. If we ure not sure what education has become, then not only are
we unsure of what to tcach, but how to teach and, therefore, unsure of the
preparatory knowledge and skills for teachers. The confusion over what
tcacher cducation should be is borne out in its transition from the normal
school to the university cducation school. the crux of the difficulty lics in the
relationship between the study of cducation and the preparation of teachers.
Could a convincing case be madc that teaching is a theory-based practice,
i.c.. grounded in a disciplinc or paradigm? Educators hoped that teaching
could claim a body of csoteric knowledge that guides the methods and
practicc in a way that, say, biochemistry and anatomy do so for medicine.
Indeed, the suceess of science as a source of foundation for that ficld, as well
as, Tor agriculture and engincering madc it scem possible that the same could
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be said of teaching, especially with the expansion of science into such relevant
ficids as psychology and sociology. However, such hope was overshadowed
by the question of whether teaching was essentially a science or an art, 1f
tcaching was an art, then was it some sort of recognizable talent that could
be located in polential teachers or could it be fostered and transmitied to
others? If education was cmpirical, then the correcet targets for examination
had to be found and whetber it was the icarning process, the classroom or the
teacher all fed fire to a continuing controversy. But, most of all, one had to
come to grips with whether there was a discipline or paradigm of "pedagogy”
that was sui generis with principlcs from which pertinent methods, questions
and arcas of rescarch could be derived which guide the field on its proper
course.(5)

II. Mcdical Education and the Critcria of a Profcssion

It may be instructive to compare that circumstances that contributc
to the formation of medical education and the medical school with that of the
cducation of tcacher if only becausc the former was one of the first to
successfully achicve status as a profession and a profession school, hence,
became the model which the cducation school attempted to adopt.(6) The
Johns Hopkins University Medical School served as the cxemplar cf what
training for a thcory-based practice shouid be and pioncered the creation of
the professional school. So powcrful was its normative image of the ideal
medical school that when Abraham Flexner used it as a standard to cvaluate
and subscquently condemn most of the medical schools in the U.S. and
Canada, half of those schools closed within the decade after he published a
report (3910-1920). The report scemed to casc toe transition of medical
training, conducted in medical schools at the time as aa apprenticeship for
high-school graduatcs, 1o a university cducation whick would requirc a college
background in basic scicnce disciplines before admission.(7) Flexner's report
alonc did not revolutionize medical education, but it was part of a reform
movement bolstered by well organized medical socictics, particularly, the
Aircrican Medical Association that sought 1o climinate "quacks” in the ficld
as competitors(8) and gain the prestige that both a prercquisite liberal arts
cducation and its compression with scientific rescarch would provide.(9) The
ultimate rcalization of medical cducation’s transition to the university rand a
key factor to professionalization overall, was that it sociologically changed the
cntrance into a ficld from sponsored mobility (who you know)(10) to onc
that was mcritocratic (what you know).

The criteria for the professional school has four clements: 1) its
inteniion or purpose is the training of individoals for a profession; 2) its
curriculutn secks to develop practical knowledge and skills of candida:~s who
must havc a background in basic disciplines; 3) its program remain..
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autonomous from other departments and colleges in the university and 4) the
professional school is influcnced by professional organizations and public
criticism.(11) The medical school wa<. abic to mcet this criteria, but schools
of cducation fcll short particularly in the arcas of curriculum, where
disagrccment prevents the attainment of a core, and the weak influence of
profcssional organizations along with acute public criticism. However, the
latter two outcomes rcally have their causal roots in the former becausc if the
curriculum of cducation schools had been ablc to rcflect a consensus of how
to train profcssionals and, hence, actually train them as such, then profession- -
al organizations like the National Education Association, instead of serving
mercly as an advocate for public cducation,(12) could strengthen their
reciprocal influence upon those schools and the profcssion itself because the
organizations would contain true profcssionals. Similariy, the recognition by
American socicty that teachers were truly of a profession would dampen
public criticism by virtuc of teachers position as a profcssion, hence, their
profession school and professional organizations would be able to properly
address its concerns.

We need, then, to take a closer look at the historical and sociological
forces that were at work during the period of transition of teacher cducation
to the university to better understand how it failed to mrct the criterion of
the professional school curriculum. 1t is important to rcalize that the mass
common school movement was in placc before the phenomenon of profes-
sionalization began to cffcct American higher education. Indecd, mosl
coinmon schools were at the level of what we call elementary schools today
and this created a widc gulfl beiween their relation to institutions of "higher”
lcarning. As thc common school system rapidly expanded, it became
surprisingly apparcnt that there was a need for more teachers and a body of
thought to guide their preparation.(13) The training of teachers at this “ime
occurred informally, through various study groups and institutcs taught by
administrators who were given this position by the legislators that felt
responsible and held accountable to the gencral public. By the time it
became obvious thet this informal structurc for tcaching training was
inadequatc, the Ame ican high school, perceived in that day as a "college of
the people”,(14) had emerged as the place to train teachers, usually, in the
high school’s scparatc normal department.  The laticer, in turn, begat the
normal school and for the first time, prospective teachers had their incipicnt
professional school.(15)

Notice that, in the span of little more than fifty ycars (from the
mid-1800°s to the turn of the 20th century), the training ground for teachers
moves from the informal structure of study groups and institutes to the high
school and from there to the normal school. Such rapid repositioning of the
place for teacher cducation could not help but contribute to its enfanglement
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in what I have called the fluxion of American cducation. Tt is only a short
time after teacher training is lodged to the arena of the university, continuing
the trend of rapid dislocation.

The incorporation of the normal school into the university mirrored
the changing conception of cducation in the disoriented curriculum of teacher
cducation. Initially for all professional schools within the university, there
was a rcsistance by academe towards vocational training which results in the
former’s attempt to make technical knowledge more academic and scientific,
but ultimately distorts the focus of the curriculum. In schools of education
the problem becomes acutcly amplificd and divides the faculty into two
groups: thosc who profess scientific and disciplinary knowledge/methods and
thosc who concentrate on the practice of schooling. Ironically, the former arc
“contextless” from which to apply what they know and the latter lack the tools
to illuminate their practical cxperience.(16) It could be said that three
programs of study vied for a dominant position within the teacher education
curriculum: the purist, the integrationist and the eclectic.(17) It can be
altcrnately be claimed that the curriculum passed through threc phases:
practitioner, technologist, and theorist bornc out by a cast study of the
University of IHinois between the years of 1890 to the 1930s.(18) The first
triad is only ioosely related to the second and 1 briefly describe them here
only to exemplify the confusion within the teacher education curriculum.

Thosc who supported a purist curriculum for prospective tcachers
argued for a four hcar concentration in liberal arts that was to be separate
from the fifth year of professional training.(19) The integrationists sought to
merge or blend liberal /academic cducation with profcssional training and it
is perhaps with this group that the potential of formulating a discipline of
cducation remains hopeful(20) (a point to which I will return to later). The
cclectic program is probably the one that is the most pervasive curriculum in
schools of education today. 1t is parallel curriculum designed to be mutually
respectiul of both liberal and profcssional inputs.(21)

The University of Illinois provides and cxample of what might have
transpircd at similar land grant institutions. From the beginning, it did not
scem to know how to prepare teachers and this was rclated, again, to the
general confusion over the nature of cducation.(22) Since the curriculum of
the normal school had strictly practical concemns such as classroom manage-
ment, its initial adoption into the University of Hlinois understandably pushed
teacher training further into a practitioner phase complete with practice--
schools. In the second phasc, technology began to have a greater impact on
the curriculum of tcacher training and it scemed to give it that mission
clement which could clevate teaching into a profession, ic., the power of
scientific achicvement.(23)  The years between 1920 and 1930 saw tie
University of Illinois pursuc pure scicnce and art which culminates in the
cmphasis upon theory. In this thenrist phase, wacher cducation was lefit
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hehind, remaining largcly at the technological stage as it struggled to find a
discipline a pedagogy.(24) At this point, the competing arguments between
the purists, integrationists and eclectics move on the scene.

If thcre was confusion and turmoil over the nature of the teacher
training curriculum, this perhaps, reflects a larger but similar disoricntation
over the mission of the university cducation school that became increasingly
broad and takes on diversified goals of specialized training: high school
tcachers, normal school teachers, school librarians, psychologists, cducational
rescarchers and professors of education.(25) A historical perspective could
conclude that schools of cducation tried to do too much, but they really had
no choice given the demands of the rapidly expanding Amecrican school
system. Part of that cxpansion included the graduate school of education
which evolves almost immediately with the transmission of training the
cducational work force o the university. A significant development occurs
in this bastion of thc academi. _ ofession that impacts upon and misdirects
the path teaching takes on the road to professionalization.

III. Misdirected Professionalism: The Graduate Study of Education

The graduate school was the crown jewel of any university becausce
it helped secure the prestige, legitimacy and faith in American higher
cducation. The hest examples which show that it deserved such public status
was the brcakthroughs and discoverics via research and the training of
profcssionals. Education schools sceking to achieve the same status quickly
created graduate schools along with undergraduate schools and they did so
beforc other professional schools followed suit.(26) Howcver, despite the
education school’s position at the vanguard of this development, the pressing
demand to provide as many tcachers as possible in the public school systcm
curtails that work force’s professional aspirations at the level of the under-
graduate degree or certification.  Most clementary and secondary school
teachers did not perccive graduate work as an advancement to a profession
(if they ever have at all). This meant that the likcly candidates for admission
into graduate schools of cducation were the administrators of the new school
system. Thus, what develops in the graduate school of cducation is a
professional cuure of academics made up of school administrators and
professors of education who become the self-defined leaders for any reform
movement to perpetuate the professionalization of cducation.(27) But the
norms of academic skills rather than professional values dominate the
curriculum of the graduate cducation school and causc it to lose sight of those
conceptions of teacher education from the normal school that were more
alipned with practical knowledge.(28) So, the prestige of the graduate school
that is ruled by the norms of academe and which is cnough to create a
professional culture of academics, cnds up divorcing itself within the college

57




84 R. A. Lconc

of cducation from part of its proposed mission: to protessionalize teachers.
This development alose may not have been cenough to thwart the
ascendance of teaching into a profession, but the alicnation of public school
tcachers from the professional culture of academics further aggravates two
other sociological trends that compounds the probiem: low pay and feminiza-
Yion. Thec fact teaching is a low paying job has always bcen the case in
Amecrica and can be traced to the colonial period. As carly as 1658, there
was an attempl at Harvard to crcatc scholarships for math teachers to offsct
the unattractivencss of a meager salary.(29) Low pay contributes to another
carly pattern in teaching: the high turnover in the ficld. Both of these factors
werc present before the feminization of the tecaching corps, but served to sct
the stage for its inception. Howevcer, contrary to the assumption that men left
tcaching duc to the profcssionalization of othcr occupations to which they
were subsequently drawn, one must be reminded that this phenomenon
occurs after the common school movement had reached a level of substantial
cxpansion and aftcr the recruitment apparaius for tcachers was in place.(30)
This raises a curious probiem for historians: why did the displace-
ment of men by women in teaching occur before the professionalization of
a number of occupations that would attract men and would ultimately be
dominated by them? The answer lies in the social perception of gender as
it relatcs to jobs. The Sccond Great Awakening (1790s to 1850s) [ostered an
ideal of the American woman as Christian wife, mother tecacher. This ideal
is promoted by rcligious groups who push tcaching as an important fcmalc
mission. Concomitant with this trend, another develops as an effect of the
mass cducation movement: as atiendance i district schools rises for females,
they arc in turn recruited to teach in them.(31) Thus, when the call for more
teachers rings out from such highly visible and influcntial pcople sucin as
Horacc Mann, it propels a growing fermaic force that was moving in the
direction of becoming teachers and with little opportunitics for cmployment
clscwhere other than the textile mills.32  Thus, it is not just low pay that
keeps men from pursuing a carccr in teaching, but a seciar perception that
tecaching is just not the sort of work men should do. By the time that
profcssicnal education school rises within the university, feminization of
tcaching rcinforces the perception of it by men as a low prestige job.(33)
The paradox, here, is that the perception of teaching as a low status
occupalinn beccomes prevalent in the very institution that claimed, in the
formative years, to be able to create a profession of tcaching, ic., the
university school of cducation.(34) Tis inability to discover or produce a
disciplinc of cdu ation in pedagogy left the prospective teacher with an
undergraduate curriculum that was, at best, an cclectic choicre between
courses in practical and libcral knowledge, did nothing to alicviate the
perception and morc than likely galvanized it. Hope remained, of course, that
thc graduatc school of cducation would somcday lay claim to such a
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discipline, but instcad, it only gave the appearance that it could by pretending
that a scicncc of tcaching and Icarning was imminent. This was cnough to
instill the somewhat dubious belicf that a ncw profession was created. A
widening gulf occurs between undergraduate and graduate programs in
cducation which is i- dicative of the separation of tcachers from the new
professional in education: the administrator and cducational rcscarcher. As
the undergraduate school of cducation produces tcachers, the graduate school
produccs what is cssentially the new school managers who claim specialized
knowledge and the salaries of this new profcssional group quickly surpasses
that of tcachers.(35)

The message to tcachers was clear: if you want to bccome a
professional in the ficld of cducation, you must lcave teaching and cnter
administration. The only wa, you could stay in tcaching and still attain
professional status was to become a professor of cducation, but profcssors in
all university graduate schools were shifting away from teaching and more
towards the academic ::.orm of research. In any case, the larger profcssional
forcc was in education administration and as it grows and becomes more
bureaucratized, the subordination of teachers is an inevitable outcome as they
surrcnder more of their de facto power to those new managers.(36)

Ironically, the conclusion that is drawn from the historical and
sociological analysis of the movement to professionalize teaching is that it
results in a reverse trend: deprofessionalization. [t may be presumptuous to
argue that teaching has become deprc {essionalized if it has ncver reached the
status of a profession in the first place. But it is important to realize that
these histc rical and sociological developments have created conditions that
turn any attcmpt to professionalize teaching back on itself in such a way as
to both inhibits such attempts and cause teaching to lose any prcliminary
status as a profession. Low pay, feminization and the mass common school
movement were previously established inhibitors to the attcmpt to profession-
alize teaching, but all of the other disabling trends result from the impact
profcssionalization has upon the conception of Amecrican education.
Professionalization causes the shift in education from one of personal growth
to university utility : nd places our conception of it in a flux of unresolved
confusion that particularly acutc in tcacher education. This fluxion is borne
out in a lack of a consensus among the learned on a discipline of nedagogy,
while at the same time, teacher education expericnces a rapid displacement
from institutcs and study groups, to the normal school, to the university. The
failure of teacher education io adopt the modcl of the professional school that
was so successful for ficlds like medicine, the weak professional organizations
for teachers which makes them vulnerable to public criticism and the divorce
of the graduate cducation school from teacher education while creating
another professional culture that subordinates teachers, all can be traced to
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the abscnce of a discipline of cducation. These combined sociological
patterns Icave the hope for the professionalization of tcaching stiliborn within
the university and create the adverse effect of deprofessionalization.

1V. The Need for a Discipline of Pedagogy

if there had been an established discipline of pedagogy, then there
would bc a conscnsus among the learned (i.c., teachers) where there is
agreement about concepts and modes of inquiry that would structure the ficld
of practice. Thus, teacher cducation would be able to meet the criterion of
a profcssional school that calls for a cuniculum which dcvelops practical
knowledge and skills supported by theory. Teaching as a recognized theory
bascd practicc would strengthen its proicssional organizations whe could, in
turn, cffectively influcnce the professional school of education by dirccting it
toward the study of cducation and teachers for tcachers, while coping with
and protecting itsclf from public criticism. Finally, a profcssional culture of
tcachers would emerge that would probably risc to the status level of school
administrators (perhaps, making the former more difficult to be managed by
the latter).

So much, then, scems to depend upon the creation of a discipline of
pedagogy for the transformation of tcaching into a profession that onc must
investigate its possibility. T will make an initiai attempt to sketch the clements
of a disciplinc and to do so requires morc of a philosophical approach. A
disciplinc is an enterprise of a particular intellectual community that cmploys
onc or more paradigms(37) which rule over the cnterprisc and dircct it
towards identifying the appropriate phcnomena, concepts, theorics, data and
techniques of mecthodology which help to dctermine the problems and
solutions that fall imto its domain. Disciplines function in professional
educatior in such a way as to structure its ficld of practice.(38) Whilc a
disciplinc may, at first, appcar unique in nature, it is important 1o noic that
they borrow information and tcchniques from other disciplines. Even an
apparcrtly autonomous disciplinc such as mathcmatics borrows methods from
logic which belongs io philosophy. New disciplines are composed of other

_disciplincs c.g., social psychology (sociology and psychology) and biochemistry

(hiology and chemistry). The unity and uniqueness of a discipline derives
from the manner in which it guides the subdisciplines (39) which produce
subjcet matter that is not reducible to them.(40) Thus, the study of law
draws upon the subdiscipline of ethics, but the subject matter it yiclds is that
which is legal, not necessarily ethical. Not all disciplines have to be organized
hierarchically, i.c., with gencral laws governing a tight logical structure. A
recognized discipline such as English whose modc . of inquiry includc
language, litcrature, composition, style and communication all arc looscly
related.(41)
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Given this outlinc of what a disciplinc looks like, we can begin to sce
how a disciplinc of pcdagogy takes form. It is composed of subdisciplines
such as philosophy, history, sociology, cultural anthropology, political science
and psychology which arc cross-rclated in such a way as to achicve compleic
integration, What would make a discipline of pedagogy fully integrated rather
a mere eclectic choice of subdisciplines is the context in which they arc
presented.(42) Since education is a social enterprise, it would not be enough
1o present, say, the methods of psychology to the teacher-pupil relationship
abstracted from the relation of schooling to socicty. The structures and
processes of any theory of tcaching and lcarning must be assessed in the
context of the institutional structures and processcs of contemporary society.
Obviously, this requires studics in cultural anthropology and sociology to
artive at the best normative judgements a tczcher will have to make.(43)
The evolution of instititions in a democracy demands an historical account
along with a consideraiion of political theory.(44) Finally, a philosophical
perspective is needed in order Lo apply the criteria of any pedagogical theory.
All of the subdisciplines of a discipline of pedagogy arc fully intcgrated by
being presented in the educational context upon which they impinge. If
properly conducted, the integration of these subdisciplines forge the modes
of inquiry that yicld the unique content of pedagogy.

But, it is or.c matter to describe a possible discipline of pedagogy and
quite another to suggest how it can be created and its creation is the first stcp
to profcssionalization of icaching in Ameriza. A recent proposal for a
discipline of pedagogy show that iis creation begins with the ideniification of
paradigm cases that would constitute a core of cxpericnce. These arise from
the practice of teaching in the schools so that one caa relate what transpires
in gradc four at school A in community X with what happeus in grade four
at school B in community Y. From such cascs onc can collect the legitimate
generic activitics of tcaching. The scholarship of the subdisciplines of
pedagogy supports those activitics of teaching as generic (45) and so a
reciprocal proress between practice and theory is sct in motion to create
pedagogy as an accepted discipline for tcacher cducation.

A proposal such as this appears promising, but much dcpends upon
actual discovery of paradigm cascs of teaching-learring so that one can sce
what they actually look like and, thus, be better to clarify the structure and
function of the reciprocal process between practice and theory. In any case,
I would suspect that my bricf description of it here, aiong with my definition-
al sketches of a discipline and a discipline of pedagogy are nothing new to the
literature of educational rescarch. | use them only to set up the following
question: 1f a discipline of pedagogy is possible, why hasn’t it taken root in
thc Amcrican university?
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V. Why Is There No Discipline of Pedagogy?

The answer to this question leads one back to the complicated
historical and sociological factors that causc what 1 have called the fluxion
that Amcrican cducation is today and inhibits creation of a discipline of
pedagogy. American education as a fiuxion rcsults in the university’s attempt
to study the possibility of a disciplinc for education but cxcludes teaching
from the enterprisc.(46) It causcs the rescarch trend in the university to
beecome incrcasingly specialized, that, in conjunction with a belief in the
scicnce of cducation, (47) results in the diversc taxonomies of teaching and
lcarning objectives, curriculum design and methodologies.(48) (Indeed, the
cntrenchment of scicntific psychology and sociology within today’s cducation
curriculum show no let up of the belief in a science of cducation.)(49)

The above described proposal to create a discipline of pedagogy via
paradigm cases points to the activitics of the classroom as the locus of those
cascs. But the classroom has historically proved to be a difficult domain for
cducational rescarchers from the university. This was, in part, due to the
prejudicc within the professional culturc of academics that perceived the
activitics in the classroom as unacsdemic and t:xcning itself as a low status,
uninteresting occupation.(50) However, casc : 'udies are ethnographic and
small-scale which resist the large-scale rescarcw of sociology. (51) These
conditions have produccd the growing scparatio: actween the research into
teaching and its origin of practice, i.c., the classrc 1, something that does not
occur between schools o medicine and hospitals : *,2)

Finally, the cxpansior of clementary a- § sccondary schools into a
mass public school system contril-ntes to the fluxion in American cducation
by creating the circumstances that »ring tne emergence of school administra-
tion as a professional culturc from the university graduate school of education
and causes the exodus of tcachers from their craft.(53) The nced to find a
discipline of pedagogy is supcrseded by the migration of tcachers into a new
ficld. Onc rceent study argucs that the preoccupation with the management
of schools in the university has crcatcd a mechanism that produces and
distributes any knowledge about pedagogy to administrators, Boards of
Education and legislators while filtering it away from tcachers. (54) In short,
the crcation of pedagogy as a discipline is inhibited by this intertwining
complexity of historical, sociological and political factors, despitec how
appealing theorctical proposals may be.

One further consideration is necded to show that the creation of a
discipline of pedagogy whick, in turn, would lcad to the professionalization
of teaching depends more on directing social and political forces than it does
on any attractive theorctical proposal.  An occupation is transformed into a
profession not only by the practitioner’s claim to a body of csoteric
knowledge --- that it is a theory-based practice, but also by convincing the
gencral public that its claim is true. 1t is often said by professionals that what
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they have learned in the university as preparatory training differs markedly
from what they experience on the job. Medical school students study biology,
chemistry and anatomy in the abstract rcalm of textbooks, charts and thcory.
But, when they are on the job as doctors, they quickly learn that what they
must know is how to diagnose symptoms and obscrve behavior. Students of
law study countless law cases, theorics and arguments, but as lawyers they
must know how to cut a deal between the prosecution and defense, persuade
a jury and defer to the idiosyncrasics of judges. In short, the relationship
between the knowledge and skills learned ir higher cducation (thcory) and
job cxperience (practicc) appears tcnuous at best and challenges the
assumption that a profcssional applics what he or she learns in school to the
everyday practice of the job.

If this argument is corrcct, then it changes our conception of a
profcssion as cvolving out of a foundation of theory or esoteric knowledge.
One has to be reminded, howeves, that both the practice of medicine and law
produce successful results. The creation of a vaccine at a research hospital
that virtually climinates a disease, the correct diagnosis and prescribed cure
of a common ailment by the family doctor, or an attorncy winning a case for
a clicnt are what convinces the public to accept doctors and lawyers as
profcssionals cven if they achieve that success more from practitioner
knowledge than csotcric knowledge. Perhaps this means that practitioner
knowledge (that which is learned on the job) is truly esoteric knowledge, not
what is learned in the professional school. Yet, the socictal phenomenon that
develops is that the occupation’s ability to produce successful results is what
Icads the public to accept both it as a profcssion and the profession’s claim
that what legitimizes it as a profcssion is that body of csoteric knowledge
learned in school. When we apply this view to teaching and tcachcr
cducation, we immediately sce that teaching has not produced successful
results (at lcast, not successful cnough), thus, any claims by the teaching work
force to esotcric knowledge arc not accepted by socicty.

[ have tricd to show that complex of historical, sociological and
political factors have prevented the professionalization of tcaching by creating
a fluxion in thc mcaning of American cducation. 1 have also tried to
demonstrate that although a disciplinc of pedagogy may be possible, its public
acceptance depends upon its ability to produce results of successful teaching
and lcarning that builds a conscnsus on what we mcan by cducation in this
country.

ENDNOTES

' Henry C. Johnson, Jr. and Erwin V. Johanningmcicr, Teachers [or the

NS
(4}

[ R}




o) R. A. Leonc
Prairie (Urbana, Chicago, London: University of lllinois Press, 1972). p. 447.
> 1bid., p. 449.

? Laurence R. Veysey, The Emergence of the American University (Chicago
and London: University of Chicago Press, 1965). Veyscy develops the thesis
of competition betweer thesc trends throughout this book.

* Johnson and Johanningmcier, op. cit., p. 453.

5 Ibid, pp.451-452.

® Geraidine Joncich Clifford and James W. Guthrie, Ed School (Chicago and
London: University of Chicago Press, 1988), pp. 82, 87.

7 Lee S. Shulman, “Reconnecting Foundations to the Substance of Teacher
Education”, Teachers College Record, Vol. 91. No.3 (Spring, 1990), pp.
300-301.

8 Clifford and Guthric, op. cit., p. 82.

® Ibid, p. S6.

' Ibid, p. 82.

' Ibid, p. 87.

2 I'bid, p. 80.

1 Johnson and Johanningmcicr, op. cit., p. 454.

'* As quoted in Johnson and Johanningmcicr, op. cit., p. 455.

5 Ibid, p. 455.

1 Clifford and Guthric, op. cit., p. $7.

" Merle L. Borrowman, “Liberal Education and the Professional Preparation
of Teachers” in Teacher Education in America (New York: Teachers College
Press, 1965), pp.1-53.

** Johnson and Johanningmcicr, op. cit., pp. 456-459.

J




MPES Proceedings 1991

% Borrowman, op. cit., p. 28.

% Ibid, p. 30.

2 Ibid, p. 41.

2 Johnson and Johanningmeicr, op. cit., p. 456.
B Ibid, p. 458.

* Ibid, p. 459.

% Clifford and Guthric, op. cit., p. 54.

% Ibid, p. 73.

7 Ibid, p. 83.

B Ibid, p. 84.

2 Borrowman, op. cil., pp. 4-5.

% Johnson and Johanningmeicr, op. cit., p. 454.

3 Barbara Miller Solomon, In the Company of Educated Women (New
Haven and London: Yale University Press, 1985), pp. 16-17.

32 Borrowman, op. cit., pp. 21-22.

3 (Clifford and Guthric, op. cit., p. 116.

* Ibid, p. 116.

3 Ibid, p. 117.

3 Ibid, pp. 117-118.

3 Thomas S. Kuhn, The Structure of Scientific Revolutions (Chicago and
London: University of Chicago Press, 1962). Kuhn was the first to usc the
concept of a "paradigm” in the hard scicnee disciplines.

38 Harry S. Broudy "Casc Studics----Why and How", Teachers College Record,




92 R. A, Leonc

Vol. 91, No. 3(Spring. 1990), p. 450.

3 George F. Kncller, "The Proper Study of Education”, AESA News and
Comments, Vol. 14, No. 2(March, 1984), p. 6.

40 Johnson and Johanningmcicr, op. cit., p. 463.

4 Kneller, op. cit., p. 7.

92 gieve Tozer and Stuart McAninch, "Social Foundations of Education in
Historical Perspective”, Educational Foundations, N.V./1, (Fall, 1986), pp.
20-21.

 Ibid, p. 21.

“ I'bid, p. 25.

* Broudy, op. cit., pp. 452-453.

46 Johnson and Johanningmeicr, op. cit., p. 464.

“7 Ibid, p. 460. and Clifford and Guthric, op. cit., p. 70.

“ Broudy, op. cit., p. 450.
* Kncller, op. cit., pp. 7-8.
5% Clifford and Guthrie, op. cit., p. 120.

! Christopher 1. Hurn, The Limits and Possibilities of Schooling, sccond
cdition (Massachusctts: Allan and Bacon, Inc., 1985), p. 1%.

52 Clifford and Guthric, op. cit., p. 120.
33 Ibid., p. 117.
% James W. Garrison, "Democracy, Scicntific Knowledge and Teacher

Empowcrment’, Teachers College Record, Vol. 89, No.4 (Summecr, 1988), pp.
487-489.




E

Q

Filth General Session
Midwest Philosophy of Education 1991 Annual Mccting

REINTERPRETING DEWEY: SOME THOUGHTS
ON HIS VIEWS OF SCIENCE AND PLAY IN EDUCATION
Alcxandcer Makedon
Chicago State University

L. Dewcey’s View of Scicnce

Scicnee is very near the core of everything that Dewey said regarding
socicty, cducation, philosophy, or human beings'. Typical of his overall
approach to scicnce is his statement that "Ultimately and philosophically,
science is the organ of gencral social progress.” If, as some philosophers
argue, art is for art’s sake, it may be said that to Dewey science should be
pursucd for the sake of scicnce. According to Dewey, the scientific method
allows for maximum possible impartiality®, is the only onc compatible with
the democratic way of life*, lends itself to public scrutiny®, and is the method
of intelligence®. In his enthusiasm for modern scientific methods, Dewey went
so far as not only to redefine the role of scientific method in education, but
in the hope of changing people’s attitudes about science, even re-defined the
common dictionary definition of such terms as habit and work’. Although
Dewey offercd a more or less "conventional” definition of scicnce, such as,
the testing of hypotheses in experience, or the changing of old conclusions to
fit new empirical findings®, his real contribution lies in building a nctwork of
scicnce-centered concepts that scem to underlic not only scicntific inquiry, but
thec whole concept of a democratic society’. Overall, he praised science
almost unqualificdly even in spitc of his frequent, and on their facc scemingly
contradictory disclaimers regarding the inhumanc uscs to which scicnce may
be put”™, its cold instrumentality”, or the primary role of the artistic (as
opposed to scicntific) attitude in professional teaching”. Her majesty scicnee
is crowned as much the rightful qucen in Dewey’s kingdom, as philosophy s
in Plato’s Republic. Dewey'’s travels in philosophy are thosce of a protector of
the new age of science, constantly in search of new converts, new methods,
new ideas, new habits, and new attitudes. He advocated that science become
a habit "with intensec emotional allegiance,”’ mecaning, something which
people will zealously believe in, fight for, and defend. He approved of the
possibility of scicnce becoming a widespread human desire, and thus
reinforcing itself in cver increasing social circles™, 1t is small wonder that
Dewey should become involved in cducation. Like all moral philosophers
worth their salt, Dcwey, too, sought to re-build socicty by re-constructing
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cducation. As the guarantor of idcological survival of scicntific paradigms well
into the future, science-like cducation plays a key role in Dewey’s thought in
gencrating scientilic attitudes and belicfs, and in closing the sclf-perpetuating
circlc that starts-cnds with education, and cnds-starts with scientific institu-
tions.

Like all great philosophers ever since Plato, Dewcey, too, travclled in
cver larger circles that made it harder and harder for the non-initiatcd to scc
their common center. In his enthusiasm for the role of science in socicty, and
by default, if not by design, in cducation, Dewey scems to havc allowed a
much more central role for scicnce, than the underlying logic of his premiscs
may have warranted. For cxample, he did not fully address some of the more
ohvious criticisms against scicnce, or anticipate or discuss the cducational
usefulness of non-scientific methods. For example, he did not fully discuss or
credit the role that imagination-centered education, role-play, or mctaphysical
discussion, may have in the development of democratic character. Other
issucs which merit further analysis inctude the morality of treating naturc as
a mere means for scientific development; the purcly a-moral or instrumental
nature of scicnce'; the cmployment of scicntific methods by non-democratic
regimes®; the possible non-objectivity of scicntific inquiry, including its
underlying historical and cultural rclativism"; its possibly becoming another
essence in the Deweyan lexicon of imperative anti-cssentialism ™ its game-
like qualitics; and finally, and more importantly from an cducational
perspective, scicnce being possibly uscd in cducation not as a means for more
control over nature, or more uscful work, or morc human-ccntered or
"utilitarian" purposcs, as advocated by Dewcy", but for better undcrstanding
other cultures, coexisting with non-human world-parts (= parts of world that
are not limited to human beings), and engaging in mcaningful and enjoyable

play™.

I1. Scicnce and Nature

Dcwey saw scicnce as giving humans control over natur¢”. For
example, he wrote that “[m]odern experimental scicnee is an art of control."™
He went on to argue that cver since the rise of modern science, naturc has
become "...something to be modified, to be intentionally controlle M2 His
human-centcred, utilitarian approach to naturc (as contrasicd to a morc
universal approach that sccs humans as only the interpreters of universal
phenomer a*) comes clearly through in his stalement that naturc is matcrial
10 "be acted upon" to benefit humans. As he put it,

[Naturc] is malcrial to act upon so as 10 transform it into
new objects which better answer our needs. Nature as it
cxists at any particular time is a challenge, rather than a
complction; it provides possible starting points and opportu-
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nitics rather than final cnds®™.

It may be argued that humans should have at feast some control over nature
to survive physically. This docsn’t mean that they should usc scicnce to
"control* or "mastcr” nature, as was proposed by Dewey, since historically
there is proof they were able to survive long before the advent of modern
scicnce, and may cven causc themsclves more harm, than good, by trying to
control it®. It would have been interesting to know whether Dewey might
have been as enthusiastic a proponent of science, or of its contributions to
natural mastery, if he were alive today to witness the constant destruction of
naturc by technologically advanced humans. Perhaps his dislike for any type
of teleological morality may account for his inability to foresce the destructive
uscs to which scicnce may be put. On the other hand, had he approached
mctaphysical morality morc sclectively, on the basis, for cxample, of
extrinsically good and bad ends (as opposcd to rejecting outright all apriori
notions of morality”), then hc may have defended more arduously the
sanctity of nature over the unbridled cxcrcise of the scicntific mcthod.

Although Dcwey points disapprovingly to the bad uses to which
scicnce may be put, such as, coercion, intimidation, and deception” (and in
retrospect one may add the development of weapons of mass destruction), he
mentioned its possible abuscs without further analysis, almost as a footnote
to his morc claborate development of scientific benefits. His definitely pro-
scicntific attitude is so apparent that onc may arguc that cven in spite of his
anti-cssentialist attacks, sciencc has become another essential valuc,
metaphysical idea, or ideal ethic in his philosophy”. In his defense, Dewey
may arg ic that scicnce is by naturc anti-cssentialist, as its aims are to verify
claims in expericnee, as opposcd to ascribing expericnee itself to a prior
essence. Apart from the issue of whether any hypothesis testing can begin
without some prior preconception of what constitutes “testing,” if not
"experience” itsclf, and thercfore without some type of preconcceived ideas or
"essences,” the fact remains that Dewey didn’t analyze his own mctaphysical
claims thoroughly cnough to respond to the criticism that scicnce, 100, is No
more than another preconceived essence, value, or belicf system. Ironically,
an idcal it scems to have become in Dewey’s philosophy, however large the
circle that Dewey drew around it, his attacks anti-mctaphysical, his cxhorta-
tions anti-cssentialistic®.

HI. Science, Morals, and Democracy
What kind of morals does scicnee provide? Implicd in Dewey's
assertions about science is the idea that underlying scicnce is a certain type
of truc morality. Although Dcwey referred to scicnce as a mcthod, he also
broke down the distinction between ends and means®, implying that a
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method, such as scicnce, can also serve as an end. It may be argued tha
according to Dewey, democracy is a larger end than scienee®. If that were
the case, then why didn’t Dewey advocate democracy cven in spite of the use
of the scientific mcthod? As he put it, "[t}he experimental method is the only
one compatible with the democratic way of life, as we understand it
Dcwey felt that the scientific method will promote cooperation and scientific
habits that ultimatcly will help produce democratic personalitics. Yet the fact
is that many scicntists work in isolation. They discover something ncw
frequently as a result of an inspiration they had while hit by the proverbial
apple all alonc under a lonely tree, than as a result of the give and take which
Dcwey described. It may be argucd that scicntists should not work that way,
but instcad work cooperatively, in a Deweyan fashion, to count as “truc”
scientists. If we rejeet what many scientists do, or how science is often used,
to make our conception of scicnce fit Dewey’s, then aren’t we redefining
scicnee even in spite of “scientific evidence" to the contrary? Finally, if Dewey
rcally valued the establishment of democratic habit morc than science, then
why not include in cducation all thosc mecthods which Dewey clearly
considercd unscicntific, such as, untcstable story telling, metaphysical class
discussions, or unrcal role playing, but which collectively may contributc as
much to the devclopment of democractic character, as docs science?

IV. Dewey’s View of Play

Play is too subjcctive, and somctimes has the uncontrollable tendency
of becoming too imaginative, for anyone as reality-bound, expericntial, and
pragmatic, as Dewey, to really like it. According to Dewey, play apart from
work is foolishness®, may be demoralizing®, may stifle cducational
growth®, and if pursucd for its own sakc may lead to irrcsponsible behav-
ior”. Some of the other terms used by Dewey to characterize play, which
collectively may be scen as his philosophical necklace of “poisonous play
pearls,” include play as arbitrary and fanciful®, morbid”, aimlcss®, and
uscless. There arc scveral theorists who may disagree with Dewcey’s
asscssment of the value, uscfulness, or desirability of play”. For cxample,
regarding its lack of cnds, something which Dewey emphasized in his analysis,
scveral theorists wrote that play is not only well aimed, but scrves as the
basis of civilization®’. Dewey also felt that play may lead to cxcrcising onc’s
imagination without doing, cxpcrimentation, or actualization, which is
dangcrous®, Truc, Dewcey did acknowledge the uscfulness of play as a means
for the achicvement of other goals, but only as a mcans®. Although there
arc times when Dewey rose above his scientific corner, as when he acknowl-
edges the social®, moral”, cducational®, and psychological benefits of
play”, and cven ridicules the puritanical distrust of play”, nevertheless he
failed to recognize that play may be no less cducative than the scicntific
method, and cqually no morc miscducative if used for undesirable cnds. In
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rctrospect, it may be said that given the sccondary role that he assigned to
play vis-a-vis work and scicnce, not to mention his stinging attack against its
presumably asocial qualitics, he may have heen himscelf the victim of the
social attitude toward play which he criticized.

By contrast to his view of play, work holds a much higher place in
Dewey’s hicrarchy of desirable goals. In fact, work is so important a goal in
Dewey’s cthercal world, that one wonders how much the protcstant work
cthic imluenced his philosophy of play, cven in spite of his rcligious
liberalism, child-centered views in education, or outright criticism of
puritanical extremes. Play is sacrificed in Dewcy’s scheme of things at the
altar of purposcful work. Everywhere in his writings, piay is stripped of its
own identity as possibly an end-in-itself, and becomes, instead, the perennial
vhandmaiden:" handmaiden to scicnee®, work®, socicty®, or education®.
Thus play allows for more idcas at the pretesting stage, play allows the
teacher to find the native needs and interests of the child, play is preparation
for work. Play cven allows for the release of cnergy, characteristically scrving
as a safety valve, but not as the key to educational development®. Compared
10 his view of work and science, play is denied full citizenship in his world of
rclative cnds.

Dewey was faced with the problem of advocating a child centered
cducation which makes direct appeal to a student’s "native nceds and
interests,” while simultanconsly holding on to an idea as clearly non-inner
dirccted, let alone hedonistic, as work. This dual allegiance to work and child-
centeredness becomes even more problematic in the context of a largely
protestant culture, as was the United States at the time that Dewcey wrote,
which sccs work as a means of kecping away cvil, if not as the only road to
personal salvation™. The work cthic gains a new significance in this country
becausc of its puritanical roots, which gave it a particularly sclf-denying twist.
Pcrhaps realizing that he can’t advocate work while simultancously holding
on 1o such human-centered views as democracy and interest, Dewey decided
simply to redefine work to mean somcthing more likc play, that is, voluntary,
spontancous, authentic, and purposcful. As he put it regarding his description
of work activitics, "[t]hc dictionary docs not permit vs to call such activitics
work." His view of work, then, is that it is play, cxcept it scems to be more
social, purposcful, and utilitarian. He calls other types of work that arc not
intrinsically motivated drudgery, toil, or labor®. Elscwhere, he offered that
both play and work, or at lcast as he redefined the mcaning of the term
work,” arc ".. cqually free and intrinsically motivated, apart from falsc
ceonomic conditions which tend to make play into idle excitement for the wcll
to do. and work into uncongenial labor for the poor.™ On its face, it scems
that given Dewcey’s emphasis on interest and personal background, play
should play a more paramount rolc in his pedagogy than cither science, or
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"work.” In fact, for all practical purposcs, he really meant by work “play,”
except perhaps he may have been psychologically unprepared to call such
work “play.” In any cvent, the author would like to proposc that instcad of
play bccoming the handmaiden of science, as proposed by Dewey, science is
used to understand nature, so students can engage in more meanignful inter-
play among themselves, and between humans and other world parts®.

ENDNOTES

All references to Dewey’s works, except where noted, arc from The Collected
Works of John Dewey, 1882-1953, cd. Jo Ann Boydston (Carbondale, Hlinois:
Southern Hlinois University Press, 1969-1991). The Collected Works arc
divided into three parts in the scrics:

The Early Works, 1882-1898;
The Middle Works, 1899-1924; and
The Later Works, 1925-1953,

Sincc Dewey’s works have been exhaustively indexed in the serics, the author
limited his cndnotes, below, to the title of a work appearing in the serics,
followed by the page number(s) for the specific reference made in the paper.
He included the period and volume number only on the first appearance of
a rcference in the cndnotes.

' Dewey’s enthusiasm for scicnce is cvident in several of his writings. For
cxample, scc Underlying Philosophy of Education, Latcr Works, vol. 8, p.
102; Abstracts of Kaizo Articles, Middle Works, vol. 13, p.434; Experience
and Education, Later Works, vol. 13, p. 54; Democracy and Educalion,
Middlc Works, vol. 9, p. 239.

* Democracy and Education, p. 239.

* Abstracts of Kaizo Articles, p. 434.

* Underlying Philosophy of Education, p. 102.

* Abstracts of Kaizo Articles, p. 434.

¢ Expericnce and Education, p. 54.

102




MPES Proceedings 1991 99
" On Dewey’s view of work, scc How We Think (1933), Later Works, vol. 8,
p. 286; Democracy and Education, pp. 214, 325; Individualism Old and New,
Later Works, vol. 5, p. 120 on his vicw of habit, scc Democracy and
Education, p. 334.

¥ Logic: The Theory of Inquiry, Later Works, vol. 12, pp. 115-116, 122.

? Underlying Philosophy of Education, p. 102.

® Abstracts of Kaizo Articles, pp. 435-436.

" Individualism Old and New, pp. 105-106; Democracy and Education, p.
339,

2 Sources of a Science of Education, Later Works, vol. 5, pp. 16-17.
“ Experience and Education, p. 54.
“ Freedom and Culture, Later Works, vol. 13,p. 163,

' On Dewey’s view of the instrumentality of science, sce Individualism Old
and New, pp. 105-106; and Democracy and Education, p. 292.

' On Dewey’s discussion of some of the bad uses to which science may be
put, sce Abstracts of the Kaizo Articles, pp. 435-436.

7 Typical of this view is Thomas Kuhn's classic work on the history of
scicntific progress, The Structure of Scientific Revolutions (Chicago:
University of Chicago Press, 1962).

' Wc return to this point, below.

¥ On Dewey’s view of the rclation between science and nature, sce Quest for
Certainty, Latcr Works, vol. 4, pp. 80-82, 85, 103; Sources of a Science of
reducation, Introduction, p. xxx; and Democracy and Education, pp. 219, 231.

» A, Makedon, chapter on "Science,” Humans in the World: An Introduction
to Radical Perspectivism (in progress).

M Democracy and Education, pp. 219, 231, 292; Quest for Certainty, pp. 80-
82, 85. Sce also Paul Kurtz’s intcrpretation, Introduction, Sonrces of a Science
o[ Education, p. xxxi.
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% Quest for Certainty, p.80.

B Quest [or Certainty, pp. 80-81.

# See chapter on "ManWorld," Humans in the World.

3 The Quest for Certainty, p. 81.

# See the chapter on "Conquest," Humans in the World.

7 Human Nature and Conduct, Middle Works, vol. 14, pp. 6-9.

® Abstracts of Kaizo Articles. pp. 435-436.

¥ A point noted also by Richard Rorty, Introduction, Later Works, vol. 8, p.
Xiv.

% For a review of the logic of science, scc A. Makedon, “The Logic of
Scicnee," in Makedon, “Is Tcaching a Scicace or an Art," Proceedings of the
Midwest Philosophy of Education Society, 1989 & 1990, cd. D. B. Annis and
M. A. Oliker, pp. 238-239. ERIC Document no. ED 330 683.

% Superstition and Necessity, Early Works, vol. 4, pp. 29-32; Interest and
Effort in Education, Middle Works, vol. 7, pp. 165-174; Human Nature and
Conduct, Middle Works, vol. 14, 184-188; Experience and Nature, Latcr

Works, vol. 1, p. 276-277; The Quest for Certainty, pp. 222-224; Theory of
Valuation, Later Works, vol. 13, pp. 211- 216.

® See Sidney Hook’s analysis, Introduction, Democracy and Education,
Middlc Works, vol. 9, pp. ix-xii.

% Underlying Philosophy of Education, p. 102.

* How We Think, p. 346.

% Democracy and Education, pp. 211-212.

* School and Society, Middlc Works, vol. 1, p. 88.
Y How We Think, p. 285.

* How We Think, p. 285.
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¥ School and Society, p. 202.
“ School and Society, pp. 209-210.

“ Human Nature and Conduct, pp. 112-113.

“ For a review of theorics of play, scc A. Makedon, Theorics of Play (Ann
Arbor, MI: Unpublished doctoral disscrtation, 1981); and Makcdon, "Playful
Gaming," Simulation and Games (vol. 15, no. 1, March 1984), pp. 25-64.

“ Joan Huivinga, Homo Ludcens: A Study of the Play Element in Culture
(Boston: Beacon Press, 1950); Josel Picper, Leisure: The Basis of Culture
(New York: The New American Library, 1963); and Fricdrich Schiller, On
the Aesthetic Education of Man in a Series of Lectures, tr. R. Sncll (New
Haven: Yale University Press, 1954).

“ School and Society, p. 340).

* Schools of Tomorrow, Middle Works, vol. 8, p. 288; Interest and Effort in
Education, p. 323; Human Nature and Conduct, p. 112; How We Think, p.
346.

“ Schools of Tomorrow, p. 289.
“ Human Nature and Conduct, p. 112.
“ Intercst and Effort in Education, p. 320; Schools of Tomorrow, p. 288.
“ Human Nature and Conduct, p. 111.
% Human Nature and Conduct, p. 110.
3 How We Think, p. 309.

2 Human Nature and Conduct, pp. 112-113; Democracy and Education, p.
212,

3 Comributions to A Cyclopedia of Education, Middle Works, vol. 7, p.322.

* Interest and Effort in Education (Boston: Houghton Mifflin, 1913), pp. 76-
80, 86. This version, published in 1913, does not appear in the Collected
Works.
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% School and Socicty, pp. 198. This is an idca held originally by Karl Groos,
The Play of Man (Ncw York: Appleton, 1898).

» This idca is cxamined by Max Wcber in his classic analysis of the
"protestant cthic" in The Proiestant Ethic and the Spirit of Capitalism

{London: George Alen and Unwin, 1930).

" How We Think, p. 286.

% How We Think, p. 346, Interest and Effort in Education, pp. 189-190.

¥ Democracy and Education, p. 214,

% On the author’s view of the role of science and play in cducation, sce
chaplers on science, play, and pedagogy in Humans in the World.
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THE RELATIONSHIP BETWEEN INTEREST AND DISCIPLINE:
JOHN DEWEY REVISITED

Robert P. Craig
University of Houston

! 1. Introduction

1 will statc my conclusions first: (1) A soft version:  Interest and
discipline arc so interrelated so as to be indistinguishable.  (2) A harder
version:  Interest and discipline are synonymous terms. Although 1 will not
arguc this in detail, it scems to me that some of the contradictions, inconsis-
tencics, and ambiguitics in Dewey’s analysis of the terms is, in point of fact,
because they are synonymous. (3) f a distinction is to be made (and maybe
"distinction" is the wrong term), it is between interest /discipline, on the one
hand, and passion, on the other hand.

At onc timc in philosophical journcy 1 was fond of the quote from
Bertrand Russcll, where he says somewhere: “Never affirm. Scldom deny.
But always distinguish." It sccms to me that distinctions arc (usually) helpful
for conccptual and hcuristic rcasons, that is, for clarity and for noting
conceptual usage. But, now, the "Always distinguish" bothers me. One can
take the distinctions as having an independent reality, when in point of fact
the distinction is merely a conceptual and /or heuristic tool. I think this is the
casc with Dewey’s distinction between interest and discipline.

Likewisc, RusselPs "Never affirm” bothers me. Never affirming is
tantamount to not taking a stance; and borders on the uncthical. Docs not
a philosopher have the moral responsibility to affirm? Even when wrong, is
this not onc way in which progress in philosophy is possiblc? Obviously, my
answer is affirmative.

1. The Meaning of Terms

Dewey notes ihe differences between the attitudes of a spectator and
that of a participant. Hc suggests that the attitude of the participant
incorporates the thought or idea of future consequences. These consequcences
arc wha* influence the behavior or attitude of the participant, thus setting or
creating the dilference between the spectator and the participant.  Attitude
is denoted by Dewey as "concera, or interest.” These terms suggest that the
person is “cager 1o act so as 1o give things one turn rather than another.™

“Interest, and aims, concern and purpose are neeessarily connected™,
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according to Dewey. He suggests that these words emphasize “results” which
arc desired, (Oddly enough, we often take for granted the personal attitude
or cagerness of the participant). For Dewey, ‘results” makes the difference--
the participant is an active being who partakes of the consequences instead
of standing outsidc the situation. There is obviously a personal interactive
clement and perhaps energizer for the person who is involved, as opposcd to
somconc who is merely watching.

Dewey states that "interest and concern mean that sclf and world arc
cngaged with cach other in developing situation,™  Interest, most commonly
means (i) 4 whole state of active development. (i) objective results whick
are forescen, and wanted, having a (iii) pe-sonal emotional inclination. For
Dewey, interest, "the point at which an object touches or cngages a man, is
the point where it influences him,"™ thus, the cmphasizes is that interest
relates to personal attitudes.  The educational objective of interest is to
"discover objects and modces of action which are connected with present
powers," whereby the function of the material is in the engaging of an
aclivity and carrying it on consistently and continuously.. And, this is intcrest.
Interest, ctymologically speaking, refers to "what is between, that connects
two things othcrwisc distant.”” In cducation the process takes time to mature,
in which there is a growth that occurs from the beginning or initial stage to
its process completion. Often it is the middle period that is overlooked.

Dewey advocates pointing out to the student the connection which
exists between student interest and the material present. However, he
emphatically states the "procuring interest through extrancous and artificial
induccments deserves all the bad names which have been applied to the
doctrinc of intcrest in education.

Dcwey provides a number of analogies to strengthen or perhaps
illuminatc his position. He refers to human will as having two factors: 1)
forcsight of results, and 2) the depth or hold the forescen outcome has upon
the person. Dewcy further distinguishes between obstinacy and stubbornness,
cquating ncither to the notion of will. He states, "obstinacy is persistence but
it is not strength of volitions” “"the people we call weak-willed or sclf-
indulgent always deccive themselves as to the consequences of their acts.”
Dewey purports that “thc primary difference between strong and fecble
volition is intcllectual--consisting in the degree of nersistent firmness and
fullncss with which conscquences arc thought out.™

Discipline is cvident in people who arc traind to consider their
actions, and to undcertake these aciions deliberately. The power to endure an
intcllectually chosen course in the face of distraction, confusion, and difficulty
is what it mcans to bc disciplined, according to Dewey.  For Dewey,
disciplinc is power at command, thc mastery of resources for action
undcrtaken: to know what to do and to move to do it promptly by usc of the
rcquisitc mcans. This makes discipline positive. 1t becomes cvident, then,
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that disciplinc and intercst arc connccted, not opposed. Dewey claims, that
"deliberation will be perfunctory and superficial where there is not interest."™
Interest, then, is the depth of the grip which the forcseen end has upon onc
to act for its rcalization.

[11. The Importance of the Idca of Intcrest in Education

Dcwey statcs that "intcrest represents the moving force of objects--
whether perceived or presented in imagination--in any expericnce having a
purposc.”” If the teacher is able to recognize and stimulate the student’s
interest, then cach student’s individual nceds, specific capacitics, and
preferences will be met. Dewey makes an important point when he statcs the
necessity for teachers to recognize that ali minds do not work in the same
manner just because they all have the same teacher and textbook. *

Human intelligence, according to Dewey, is "not a peculiar position
which a pcrson owns"” but, a person is intclligent in rcgard to the activities
in which he/she plays part ("somcthing in which the person engages and
partakes)."* Decwcey suggests that problems of instruction result because of
the need to find matcrial which will "engage a person in specific activitics
having an aim or purpose of moment or intcrest to him, and dealing with
things not as gymnastic applianccs but as conditions for the attainment of
ends."” The crror in the historic practice of education has been two-fold,
then. First, the conception of the mind consisted of leaving out the move-
ments of things to futurc results in which the individual shared and, sccondly,
in the direction of which obscrvation, imagination, and mcmory were
perceived. Here Dewcey claims that the label used by the school acts to
protect or safeguard intelligeat criticism and nceds revision. One such label
is “disciplinar) " Socicty as a wholc is rcluctant to challenge subject matter
which is considered disciplined.

Dewcy points to two central problcms which cvolved. The first had
to do with the term “discipline,” in which a student who did not succeed to
lcarn the required matcrial was at fault "duc to cither laxity of application,
and/or insufficicnt power of intclligent self-direction.” The teacher or the
methods used were never blamed. The responsibility lics with the student,
not the educator, (as the logic suggested that the matcerial did not have to
mect specific requirements, but that the student had to show competency in
the given area). Thus, the student who did not succeed was cssentially
unwilling to be disciplined.

Also, there was a negative conception of dlsuplmc instecad of an
"identification with growth in the constructive power of achievement."” Here
Dewey refers to ‘growth’ as a criterion for judging qualitative change in a
process whose ultimate outcome: is unknown. The intelligence is the alertness
in foresceing the various conclusions to which prcscm data dnd considerations
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arc tending together with continually renewed observation and recollection
to undersiand the subject matter. Not integrating discipline and interest
suggests a_person’s proclivity for comprehending the pre-sct curriculum. An
assumption may be made that the individual who proceeds to work despile
the uncongenial nature of the matcrial presented is disciplined. Discipline,
however, is morc than just completion of a difficult task, according to Dewey.

In the traditional schemes of education, subject matter referred to
pre-assigned material to be studied, cach subject existing as an entity by itsclf.
Dewey fecels that “the act of learning or studying is artificial and incffective
to the degree in which pupils arc mercly presented with a lesson to be
lcarned.™ Dewey states that "study is cffectual to the degree in which the
pupil recognizes the place of the numerical truth he is dealing with in carrying
(o fruition activitics in which he is concerned.™

V. Critical Asscssment
Dewey presents an argument which incorporated the elements of
interest and discipline and the importance of these componcents to education.
What docs not scem 1o be addressed is how these two components work
together.  For cxample, if a child has insufficicnt intcrest, no amount of
disciplinc can provoke interest.  The student is cither interested or not

intercsted. Discipline cannot create interest.

Likewisc, no amount of intcrest a student possesses can invoke or
create discipline. The student who is captivated or interested in a subject
matter docs not nceessarily possess the discipline to study the subject, or
lcarn morc about the specific ficld. Thus, a casc can be madc that regardless
of the amount of cither component an inconsistency is cvident in that interest
cannot create disciplinc nor can disciplinc create interest.

Although Dewey suggests that the two are corrclated, the faci
remains that ncither discipline nor interest can create in the student the desire
or drive to lcarn. Interest docs not mcan cndless dedication to a given
subjdct, just as discipline docs not mean a cultivation or eventual love fora
given topic. Thercfore, a case can be made that just as contradictions arc a
prevalent aspect of human lifc, inconsistency or contradictions also c¢xist in
terms of how we perccive interest and discipline.

In terms of Dewey's stance on interest and discipline, it is apparent
that he has neglected to adequately explain the inconsisiency which exists
between them. For example, one can argue that a student can have many
interest. The adage states "a jack of all traits is a master of none.” Here
perhaps the idea conveyed is that the individual is not suf ficicntly disciplined
to focus long cnough on a specific arca and thus she ends up dabbling in
various areas without any specialized skill. To take this one step further, the
individual can be viewed as having no focus and thus lacking both sufficicnt
interest and discipline.

L e
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Onc may argue that a skilled teacher could create discipline through
interest. The assumption here is that the student becomes so intercsted or
involved in the given subjcct matter that the intcrest that has been provoked
unconsciously makes her more disciplined. As a result, the student begins to
spend more time studying (discipline without awarcness of it). This, however,
is not the disciplinc nor intcrest that Dewey advocates.

Likewisc, Dewey fails to acknowlcdge the effects of age in terms of
interest and discipline. He does not address how discipline and interest
change with age and time. If the student is viewed as a dcvcloping being, it
would be expected that as time progresscd, her nceds would also change. If
we expeet the needs of the student to change, is it not also probable that her
interest and discipline would change? In order for the teacher to successfully
maintain the interest of the student, the tcacher must be aware of both the
student’s capacity in terms of her age and lifc-situation.

V. Conclusion
Scveral years ago Art Brown and 1 began systematic reflections on
the rclationship between interest and discipline.  Any inaccuracies in this
article arc my own. But our purpose was to note the paucity of reflection on
this issuc. Although nothing was published, Art’s insistence on the impor-

tance of the topic remained with me. Although I have been a member of the
M.P.E.S. for almost 20 years, I have never publicly shared personal thoughts
on Dewey’s ideas. Perhaps Dewey seemed to me to be like the God ot the
Ancient Hcbrews, that is, no onc said his namc in public for fear of
excommunication, cspecially if she got it wrong.

Yet, reflecting on my own life, two intercsts of mine stand out as
exemplifying the relationship between interest and discipline: (1) T played
minor lcaguc bascball. T was so interested in the sport that I played all
winter--in Chicago--often mercely throwing a golf ball against a wall to try to
catch it in the snow and icc. 1 play third base. (2) At one time I published
poctry. Again, the discipline followed the interest.  Or better put, interest
and disciplinc were so interrelated that I could not distinguish where one
began and the other left off.

But beyond the interrclationship between interest and discipline, 1
perceived a third operative factor not mentioned by Dewey: passion. |
remember a graduate school philosophy seminar in which whenever a student
madc "real” philosophical comment (which was rarc) the professor, gleaming,
would say, "There is a hard noscd philosopher, somcone who has passion."
I am not competent to discuss what passion means, now how it is developed,
il it can be. Maybe likc the Musc, it is cither there or it is not.

I hope this digression will be excused, noting that the mystical is
beyond conceptual grasp. My personal “stories” add little to cither Dewey’s
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idcas or my previous analysis: except to suggest that is it PASSION we need
in a world of mcasurement and quantification. And it is PASSION which,
somchow, myslcriously interconnects interest and discipline.

ENDNOTES

' Dewey, Democracy and Education. New York: The Free Press, 1916, p.
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112




MPES Proceedings 1991

" ibid., p. 132.

™ Ibid.
Y [bid., p. 50.
® Ibid., p. 135.

H Ibid.




E

PAFulToxt Provided by ERIC

Q

Scventh General Scession
Midwest Philosophy of Education Socicty 1991 Annual Mccting

TAKING IT TO THE STREETS:
DEMOCRACY AND EDUCATION BEYOND THE CLASSROOM

Louis Silverstein
Columbia College Chicago

"Education is not preparation for life; cducation is life itsclf."
- John Dcewey

Going beyond the hallowed halls and walls of academia, a teacher of
yore, Socrates being his name, who was sentenced to death for the raising of
questions which went beyond the pale of what were the acceptable limits of
scholarly cndcavor of his times, questions concerning the perils to human
undcrstanding and growth of the lifc left uncxamined in the realms of the
socictal and personal, Icft as his legacy to the continuing dcbate on the
ultimatc purpose(s) of the gencral and liberal studies the dictum  that
cducation is a journcy not only into the nature of what it is to be learned, but
also into the nature of what it is to he good; that is, to be learned without
being good, and to be good without being Icarned is to be less, much less,
than educated.

The truc state of education in any socicty is to be fathomed not by
the tests that are measurable or from the scratchings on paper and computer,
but by 10 what cxtent and how well we live the teachings of the subject
matter which we study in our daily lives: What we talk about in our home?
our workplaces?  our social gatherings? What we read and view when we
arc not to be tested? How we engage in discourse with those who have
authority over us, and whom we have authority over? How we relate to
ourselves? How we respond to a call (critically /unthinkingiy, rcflective-
ly /robot-like) from our maximum leader (a man who doesn’t 'ike to read that
“serious stuff." but who prefers to be our education president) that we get
oursclves into a killing mood as the linchpin for 2 new world order. As
George Orwell informed us: WAR IS PEACE!

John Dewey,' noted philosopher and educator, instructed those of us
who belicve in the compatibility of democracy and human beings thai
knowlcdge is not an incrt body of facts to be committed to memory; rather,
it consists of experiences that should be used to solve present problems, with
classrooms to be laboratorics for students to experiment with life and lcarn
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to work together. Authoritarian governments and authoritarian schools are
both a disscrvice to democracy. Students should participatc in shaping their
cducation in order that they learn as well as be taught; so that they might
choose to continuc with such an cducative process and work towards shaping
their lives as concern, informed, involved and cmpowered adulis.

In morc rccent times, Jonathan Kozol® has rcached out to usc with
his words that schools prevent children from rclating to the great social
reformers and revolutionarics of our times and in our history by packaging
them in harmlcss sweet storics, or keeps them on pedestals where children
cam’t relate to them as fcllow human beings. The message being that
somehow to be brave, heroic, risk-taking in the pursuit of the public good is
not to be somconc like you or me.

Continuing in such a vain, Kozol gocs on to say that we tcach
children how to live with guilt, to accept the injustices of our timcs, to look
at manmadc miscry without rage, to talk with concern without being moved
to action, save for the acceptable and safc “action” of tests and papers, and
to trim the sails of what it means to be good as well as to be leamed.

In such a vein, Mark Gelber?, Nean of Special Programs, Skidmorc
College, issucs a plca to educators:

As tcachers we provide students, young and old, with the
opportunity to gain a libcral education. If we succeed, we
will have helped students gain the ability to ask questions,
analyzc options, and reach logical conclusions; they will be
ablc to rcad, speak, write, and listen with cffectiveness; they
will be able to understand and usc mathematics, have
developed personal vaiucs, be cognizant not only of thcir
own culturc but of other culturcs as well, including languag-
cs, and will have demonstrated their ability to pursuc
lcarning beyond the superficial.  And if ihis is all we have
done as their tcachers, we shall have failed unless we give
them as well the spirit to change our world and theirs for
the better. By that I mcan to make it a safer, morc cquita-
ble, morc beautiful placc.

By engaging our students to be active learners we
will preparc them to be active citizens with the power to
bring about positive change and the wisdom to recognize
what nceds to be changed. No matter what onc’s political,
rcligious, cthnic intcrests, any student who complctes a
baccalaurcatc program without fccling an obligation to do
somcthing about thc threat of nuclcar war, about social
incquity, has been failed by his schools, no matter what its
curriculum.
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Crystallizing such thoughts, Thomas A. Dutton and Brad C. Grant
writc®:

Recognizing the inherently political nature of teaching and
schooling, critical pedagogy is interested in moving toward
theorics and practiccs that would organize pedagogy,
schooling and diversity around a transformative social
project...that distinguishes critical cducational theory from
what Kathleen Weiler calls traditional cducational theory:
In general, traditional cducational thcory has taken the
cxisting arrangement of socicty as given, not changeable in
any scrious way, and desirable. ...schools have been seen as
the mcans ol rationally distributing individuals in what is
conccived as basically just socicty..Critical cducational
theory...rests in a critical view of the existing socicty, arguing
that the socicty is both cxploitative anc oppressive, bt also
is capable of being changed...(based) on the need for both
individual cmpowerment and social transformation.

If we can focus on the substance of what Socrates, Dewey, Gelber,
Dutton and Grant, and Weiler have to say, and not get hung up on labels
such as "political correctness,” for conflict, debate, reasoned, and heartfelt
argument and dialoguc over what is to be taught and how such is to be taught
is at the core of the structure and process of cducational cndeavors in a
democratic socicty that practices what it preaches, there is much out there,
beyond the halls and walls of cducational institutions, in the rcalm of polity
that should give all cducators concerned with instilling democratic values and
practices in our youth reason to pausc. _

Although we Americans have the world’s longest lasting democracy,
we sometimes lose sight of what makes democracy possible: the condition of
democratic practice in our country. We nced only look at such indices of
democratic practices as voting patterns among college-age youth to more fully
realize that to be informed docs not necessarily translate into not acting as if
one were an idiot in the Greek sense of the term, which cquated lack of
participation in the public arcna of the polity as idiocy.

Youth arc the least likely to excreise their right to vote, the most
quantifiable form of political participation. As reported in thc November
1990 issuc of NEA Today, the percentage of 18-24 year olds voling in
Presidential clections has taken the following form: in 1972, 41.6% voted; in
1976. 36.5% voted; in 1984, 34%, voted; in 1988, 28.9% voted.

tn recognition of the fact that a healthy democracy requires the
inculcation of democratic practices in the lives of youth, the - iocy, in terms
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of lack of involvemert in the affairs of the polity, appears to be an increasing
phenomenon among college-age youth, and that the state of their socicty,
their world, demands active involvement by the "best and the brightest” in
order that the clarion call of modern socicty-"buy, buy, buy“-might bc
challenged by the cssential teaching of the gencral and liberal studies-"reflect,
reflect, reflect,” coupled with the essential truth that unless students do what
thcy know and reflect upon while their life practices arc being shaped and
honed in the institution of tcaching and lcarning,
Belicving that C. Wright Mills was correct when he wrotc:

Whether or not they arc awarc of them, men in a mass
socicty arc gripped by personal troubles which they are not
ablc to turn into social issucs. They do not understand the
interplay of these personal troubles of their milicu with
problems of social structure: The knowledgeable men is a
genuine public, on the other hand, is able to do just that?

A group of students at Columbia College Chicago, an inncr-city, open
admissions liberal arts college with majors in the arts and communications,
undcrtook a project under my tutclage to engage other students, the gencral
public, and their government in a dialoguc revolving around some of the basic
qucstions raised by the teachings of the gencral and liberal studics. To wit,
what is the naturc of my relationship to the carth? to other humans? to
onc’s own sclf? The qucstion at hand being what role can students play in
their courscs of study?

These students, known collectively as Students For A Better World,
went into student centers, where rap, the pursuit of the matcrial and the
sexual, soda, Baby Ruth candy bars, and croissants werc the topics of the day,
day in/day out, to raisc thc quality of dialoguc and concerns among their
fcliow students now that their country was about to go to war.

Students For A Better World (SBW) went into clementary, middle,
and high schools and houscs of worship in an attempt to raise questions
concerning what docs it mean to pursue the educational and spiritual when
your country is preparing to go to war, and s at war.

SBW went into classrooms other than their own (with consent of the
instructor), appearcd on the college radio station, wrote letters to the cditor
section of their college newspaper, arranged social cvents, held teach-in's, all
these activitics centered around what should be included in onc’s studics
when your country is about to go to war, and is al war.

SBW utilized the mass media to rcach out to the genceral public.
They held news confercnce prior to mass demonstrations; wrote letters to the
cditor of the city-wide and community newspapers; kept editors of college
newspapers other than Columbia aware of student protests; and held media
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cvents such as strect theater. (It should be noted that while the print media
gave some limited coverage to student protests against the war, with the sole
exception of college radio stations and the local public radio station, clectronic
mass media shut out protestors’ access to the general public.)

SBW pctitioned their governmental representatives; held voter
registration drives; leafletted in the strects and on mass transportation; they
spoke at churches; went into their communitics to cngage their neighbors on
a door-to-door basis in a dialoguc on the statc of the nation; and, finally,
there were the street demonstrations.

What resulted from all this extraordinary undertaking by students to
take cducation beyond the halls and walls of academia was, on the onc kand,
"failure.” For all their efforts did not result in the prevention of a war. The
sobering truth, the truth of death, destruction, discase, and the militarization
of America, is still having its cffect on thc consciousness and action. of
students--in largest part, they have withdrawn into their private sclves, and
to sce service to others, not political involvement as that which they can
affect by their efforts. But, I belicve that this is a short-term effect, like a cat
licking its wounds before going out into the strect again.

However, other lessons were learned, lessons of a much more
positive and long-lasting naturc. SBW learned that onc’s school is the
community-at-large; that onc’s cducation does not ¢nd at the end of the
school day, at the end of the school year, at graduation; the teaching and
learning is hard and disciplined work; that the lessons ~f the gencral and
liberal studics are a process, not a fixed stage; that the truc test of what we
have learned in our educational institutions is to what cxtent and how we
apply these teachings in our lives beyond the classroom door, when our lives
are not under the control of tests and grades; that democracy need to be lived
as well as studicd. These arc life lessons, knowledge, value, and skill bascd
which SBW can take with them throughout their fives.

To participate cffectively in social change, students must be taught
and learn how to engage in social criticism with other than fricndly audiences,
to reach out to the other side; thcy must come to appreciate and valuc the
work that must be done to close the gap between our country’s ideals and
social realitics; and how students can, as individuals and groups, infiucnce the
socio/political system in U.S. socicty. In sum, how to do what they have
comc to know, and hence, shape their lives. '
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DOES EVOLUTION NECESSITATE REVOLUTION? A LOOK
AT THE IMPLICATIONS OF SIMONE DE BEAUVOIR’S CLAIM,
"ONE IS NOT BORN A WOMAN, ONE BECOMES ONE."

Allison E. Williams
Loyola University of Chicago

1. Introduction

In her powerful book The Second Sex, Simone de Beauvoir moditics
existential philosophy to reflect the real limitations that are placed on women,
and, through cxtrapolation, on minority cultures. Her idcology is profoundly
influcnced by Jean Paul Sartre, her lifclong companion, and it is imperative
that the concepts of existential philosophy are understood if we arc to
appreciate her point of view.

Likc Sartre, Beauvoir identifics personal freedom, choice, and
responsibility as the fundamental qualitics that characterize human naturc and
behavior.  She cmphasizes the plight of the individual, and the natural
inclination to distrust and compete with others (Beauvoir, 1948; Beauvoir
1949). She considers the individual consciousncss as the subject, and the
consciousnesses of others to be the objects. The distance between the subject
and objcect lends an air of suspicion to the consciousness of the object, which
she names the Other. The Other which is oppuaed to the One (the subject),
is vicwed as a potential threat to the One who fears losing its freedom to the
Other. Conscquently, the One defines the Other with respect to itself, and,
incvitably, attempts to restrict the freedom of the Other. However, as we are
all simultancously the Onc and the Other, the threat to personal liberty is
tempered by attracting and opposing forces. We sct ourselves up as the One,
yet our consciousness acknowledges our status as the Other. Thus, we arc
drawn to and repelled by others in our quest to live authentic lives (Beauvoir,
1948; Beauvoir, 1949).

Authenticity is not possible, however, when socicty positions a group
of pcople as the One, and all other groups as the Other. Those members of
the Onc arc afforded opportunitics of choice, and the power to deny those
opporlunitics to the members of the Other (Beauvoir, 1949; Urmson & Ree,
1989). In contcmporary socicty there arc many groups that have heen
assigned Other status.  Among these are: African-Americans, Hispanic-
Americans, Native Americans, Asian-Amecricans, Gays and Lesbhians, and,
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perhaps most universally, women (Beauvair, 1949).

The ideas presented in Th. Second Sex ring as true today as they did
when they caused such a furor in the 1940’s.  The culture docs tend to
imposc stcreotypes on women which restrict their freedom and pigeonhole
them in.  sex-role congruent occupations. According to Beauvoir, individual
choices arc divided into male and femalc categorics. Typically, socicty makes
it casier for a woman to cxpress her personal liberty when she chooscs an
occupation, lifestyle, and temperament that is congrucnt with what has been
deemed feminine. Hence, the statement "Once is not born a woman, onc
becomes one” is not necessarily a denial of freedom or responsibility, bat a
rcalistic comment concerning the pool of possibilitics which sct limited
boundarics for a woman’s cxistence.

Morcover, the culture can position a group of people as the Other,
and deny them opportunitics unless they abide by their rules. The rules
rcgarding "woman" behavior have been passed down through the centurics
and, through formal and informal cducation, have become what men and
womcn rcgard as "woman." If we are to change our schemata of "woman,"
and allow her to live an authentic existence, it appears that we will have 10
change the structure of socicty as a whole (Bceauvoir, 1949; Butler, 1986; Le
Docuff & Gordon, 1979; Urmson & Rce, 1989).

11. Discussion

_— There arc many perspectives that support the idca that people are
influcnced Uy their environment. Simonc de Beauvoir’s stancc is unique--as
a proponent of cxistentialism she is againsi ihc idea that we arc determined
by natural or supcrnatural external factors, or that we arc innatcly anyihing
(Beauvoir, 1948; Urmson & Rec, 1989). She sces the environment as limiting
the choices for women, and proposcs that in order to maximize her liberty
and freedom, a woman must adopt the behaviors prescribed to her by mien.
Woman is the Other who is being controlled by the One, namcly men
(Beauvoir, 1949; Le¢ Docuff, 1979; Leon, 1988).

While other theorics acknowledge that factors outside of onesclf can
impose an identity upon one’s sclf, most of these theorics stand diamctrically
opposed to the fundamental assumptions of cxistentialism. These theories,
such as Marxism, illustrate the oppressive naturc of socicty, but do not scem
to cmphasize individual responsibility as do the cxistentialists. Consequently,
though they also call for revolution, it is dubious whether they dictate the
samc type of social change as Simonc dc Beauvoir implies.

Simonc de Beauvoir’s main argument for socictal reconstruction is
revealed in The Ethics of Ambiguity. In The Ethics of Ambiguity, Becauvoir
focuses on freedom as the untversal principle that guides human behavior and
detcrmines our moral code. We are only as frec as our brothers and sisters--
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therefore, it is in our best interest to maximize the frecdom to choosc for
cverybody. By restricting the freedom of not just one individual, but entirc
groups of people, we severcly limit the entirc socicty. As women arc over
half of thc population, it would follow that limiting their choices would have
dramatic repercussions for the liberty of the society as a whole. Who knows
what we could be individually or together if it were not for the sexism and
racism that taints our social systcm.

It has been suggested that our society is dominated by a whitc male
system. Annc Wilson Schacf in her book Women’s Reality describes the
charactcristics of this system. "It [the Whitc Malc Systcm]...controls almost
cvery aspect of our culturc. It makes our laws, runs our cconomy, scts our
salarics, 2nd decides when and if we will go to war or remain at home. It
decides what is knowledge and how it is 10 be taught. Like any other system,
it has both positive and pegative qualitics. But because it is only a system,
it can be clarified, cxamined, and changed, both from within and without."
(Schacf, 1985,p. 2)

By emphasizing the fact that thc system can be changed, Schacf
(1985) scems to be in accordance with cxistential attitudes. Wc have the
frcedom to set up our society, and to create the laws which govern us. These
laws are not dictated to us by somc higher, intangible power--thcy arc
decided and can be changed by human beings. The way our socicty is set up
is not nccessarily the right way, or the only way. According to Schacf, it is
an unfair way, and if we arc to maximize personal liberty it must change.

Change, it has been said, is the only constant. This ccriainly secms
truc when onc considers the ascension and descension of power structures
over the course of history. Womcen, however, arc an aberration. They bave
rcmained the oppressed throughout the course of written history, and there
is rcason to belicve that theirs was an unchampioned causc long before men
put pen to paper. 1 specifically say men, as history--both men’s and wogjen’s,
has primarily been revealed to the modern world in their words. Beativoir
belicves that, conscquently, history is morc than a little biased. In The
Second Sex, she quotes ‘littlc known scventeenth century feminist,’ Poulin de
la Barrc to make her point. “Poulin de la Barre put it this way: All that has
been written about women by men should be suspect, for the men arc at
once judge and party to the lawsuit" (Beauvoir, 1949, p. 21). Beauvoir again
quotcs de la Barrc when discussing the laws that govern human behavior:
“those who have made and compiled the laws have favourcd their own sex,
and jurists have clevated these laws into principles” (Beauvoir, 1949, p. 22).

Laws created by men were used to control the behavior of men and
women. Marny of these laws became principles which, though modificd, still
arc measures of acceptable behavior today. Time has ascribed credibility to
rules that ultimately appear to be measured by how well they maintain an
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unjust distribution of power. Too often, this credibility gocs unchallenged
and women accept their limited opportunitics because that’s the way it is.
Schacf (1985) provides a good analogy for this phenomenon. She compares
the imposing White Male System to chronic pollution. If the polluted air is
all you have cver known, you arc not awarc of your clouded vision until it is
rcmoved. Here again, is a call to revolutionize our social structure.

Even such figurcs as Frcud and Marx sympathized with the dilemma
of thc oppressed. It is not too difficult to find parallels between the
prolctariat and woman, the bourgcoisic and man. Thcy are two great classcs
of people who stand opposed to onc another. Simonc de Beauvoir notes that
“in thc cconomic sphere men and women can almost be said to make up two
castes, other things being cqual, the former hold the better jobs, get higher
wagcs, and have morc opportunity for success..” (Beauvoir, 1949, p. 20) In
a socicty which equates matcrial wealth with success and assigns power
accordingly, it sccms Gbvious that this would cnsurc that women remain the
Other. Just as the proletariat remained inferior to the bourgeoisic, so women
do to men. "The most mediocre of males feels himsclf a demigod as
compared with wom~n" (Beauvoir, 1949, p. 24).

This attitude is strikingly similar to that of thc bourgcoisic who
sought to expand their wealth by imposing their systcm on ’inferior’ countrics.
Marx and Engels (1948) accused the bourgeoisic of exploiting thosc countries,
and imposing a value system upon them that was oppressive and incongruent
with their own.  Similarly, men through the ages have made woman his
slave, and have only yielded opportunities to her that did not reduce his own
(Bcauvoir, 1949). Perhaps, women should heed thc advice of Marx and
Engels: "Let the ruling classes tremble at a [women’s] revolution. ...{They]
have nothing to lose but their chains. They have a world to win. [Women]
of all countrics, unitc!" (Marx & Engels, 1948, p. 44)

111. Objcctions

Scveral arguments may be raised which opposc Beauvoir’s thesis.
These arguments will be presented and discussed in the following sections.

In Civilizations and Its Discontents, Frcud claims that women stand
in opposition to socicty. Women, according to Frcud, rcpresent the interests
of the family and of sexual lifc: the work of civilization is the busincss of
men. Men are responsiblc for pursuing the cultural aims of a socicty, and
must sublimate their instinctual drives to achicve their difficult tasks. Womcen
arc incapablc of such sublimation, and thercfore, should not be afforded such
opportunitics. The relcgation to the status of Other naturally evolves as men
must separatc themselves in order to go about their business of maintaining
socicty. Women and mcn, thus, arc divided in order to prevent the animal
nature of man to ovcriakc him and destroy socicty. "Woman finds hersclf
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forced into the hackground by the claims of civilization and shc adopts a
hostile attitude towards it." (Freud, 1961, p. 56) Woman is incapable of
making choiccs that arc rational, and therefore, her freedom to choosc should
be limited.

In addition, the thcory of Charles Darwin scems to oppose the
liberation of women. Like Freud’s ideology, the notion of ’natural sclcction’
implics that women have lost the strugglc for resources and power because
they arc inferior. However, Darwin docs not accuse instinctual, psychical
drives as being the culprit. Darwin’s writings suggest that women simply
encountered a formidable opponent--man. Mcn are better equipped to deal
with the demands of socicty, and thercforc, have naturally been selected to
control society. To tamper with the order that has naturally cvolved would
threaten the survival of civilization and, ultimatcly, our specics. Thercforc,
socicty docs not need to change in order to accommodatc the personal liberty
of woman, she needs to adapt to it (Volpe, 1985).

1V. Discussion of Objcctions

Many, both mcn and womcen, might find Freud’s (1961) premisc
offcnsive. Although, hc is relcgating womcen to an infcrior status, at the same
time hc is portraying men as slaves of their libidos. To be civilized, men
must constantly bc awarc of their natural, destructive instincts in order to
keep them under control. It is implicd, that man is walking a finc linc, and
a gentle breeze could cause him to topple into a state of debauchery. Women
arc the pessonification of this gentle breeze, and, therefore, threaten man’s
intcgrity and the entire socicty. A philosophy such as this incvitably creates
a civilization of discontents--pcople who suspect the motives of others, and
perceive themselves as inherently bad. This type of socicty necessitates laws
which limit personal frecdom for everyonc--men as well as women. His
argument that women arc inferior weakens as we discover that they have
achicved this status only because men perecive them to be a threat.  And,
logically, if onc indeed is infcrior she should not be a source of insccurity.
Thus, it appecars that the freedom of women is to be limited in order to
prevent them from taking opportunities away from men--not because they arc
inferior.

Darwin’s argumcnt is morc difficult to challenge. Why is it that
women have not naturally asccnded into positions of power, if indced, they
arc the best candidates? Why would women have accepted the status of the
Other; and, morc importantly, why would it have cndured if it were not the
natural order of things? Pcrhaps the best response to this is that it is not
really important to determine why women have remained in sccond place for
so fong. The quest for this answer seems to be the fuel that has sustaincd
this oppressive idcology. Furthermore, socictal structure is too complex to be
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analyzed from a ’survival of the fittest’ approach. As a social animal, man
depends on his relationships with others for his survival. Thus, there would
sccm to be great resistance to changing the nature of thosc relationships--
cven if they are wrong. There is too much at stake. At this point, it scems
more prudent to acknowledge that, for whatcver rcason, women have not be
allotted the samc amount of frecdom as men, and that allowing them their
personal liberty does not mean that men will have to sacrifice any of theirs.
Freedom is not finite.

The subtlec arguments against the personal liberty for women are,
potentially, the most dangcrous. Thesc arc directly and indircctly cspoused
by the cducational systcm, the family, and the media. They arc difficult to
oppose because they remain faccless, but it is important to notc the profound
way in which they help to maintain the status quo. They definitcly provide
arenas in which we might model and create opportunities for personal liberty
for women (Gage & Berliner, 1988; Osborne, 1990; Shaffer, 1989).

V. Conclusion

Ovcrall, it would appcar that Simone dc Beauvoir’s statement that
’onc is not born 2 woman, onc becomes one’ implics social revolution. If
women arc to be allowed the chance to make choices, assume responsibility
for thosc choiccs, and to live authentically, they should not be restricted by
a male biased society. In this paper, I have chosen to highlight the philoso-
phers and conditions that depict the experience of the Other. I have
specifically considered the plight of thc woman, as this was Simone de
Beauvoir's main contribution to existentialism; howcver, most of her ideas
seem applicable to the situation of the minorities in the United States.

Most importantly, Simonc de Beauvoir was able to integrate social
factors and existential philosophy without abandoning the tenets of personal
U'berty and responsiblity. 1 think this is significant as negating the influence
of external factors creates a tendency to *blame the victim.” With The Second
Sex Beauvoir started her own rcvolution by drawing attcntion to the
conditions that have reduced the value women have in society. She, thus,
challenged many of the dominant male figures in philosophy--including Sartre.
Her lifc was a tribute to existentialism, and contributed much to the
advancement of personal freedom for women.
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ANALYTICAL PHILOSOPHY AND THE DISCOURSE
OF INSTITUTIONAL DEMOCRACY

Michacl A. Oliker

I. Analytical Philosophy of Education: Wanted Dead or Alive?

In his introduction to the 1986 Proceedings of the national Philosophy
of Education Socicty, the editor, Nicholas C. Burbules, pronounced Analytical
Philosophy of Education (APE) dead.! Asan iaveterate fan of Bela Lugost’s
appcarances as Count Dracula, I was not surc whether or not to take this
scriously. Only a few ycars before, the historian of American philosophy
Brucc Kuklick had sarcastically compared American philosophy as a whole
to an "undcad vampire . . . parasitic on really living organisms.'> While this
was not intended to be praise, Kuklick overlooks one positive characteristic
of vampires: they come back. When, in the classic lowbrow comedy Abbott
and Costello Meet Frankenstein, Abbott tells Costello that the legend of
Dracula is "bunk" we know that it is just a matter of time before Bela Lugosi
cmerges from that coffin.

So APE may bc dcad for the moment. There arc thosc in the

audicnce who no doubt cheered at this announcement. But there is a younger
gencration who may know nothing of APE or may only have heard of APE
from profcssors who have contcmpt for it. So instead of repeating Burbules’s
attempt to colleet a bounty on the corpse of APE, let me tell you of its life.
Then I will try to show you what an APE is capablc of.

1. The Living and the Dcad in APE.

Textbook writers usually portray APE as a single viewpoint®, but
even if we restrict our discussion to the American version of APE, we are
still faced with two versions of APE. The first was developed by B. Othancl
Smith at the University of ilinois during the 1940s.* The sccond and
somewhat better  known version of APE in the US emerged from the work
of Isracl Scheffler at Harvard University during the 1950s} Smith was a
product of Teachers College, Columbia University who taught solcly in
Colleges of Education. Scheffler holds a doctorate in philosophy from the
University of Pennsylvania and teaches in both Education and Philosophy at
Harviard.

Both Smith and Scheffler would address questions of philosophy by
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addressing the phitosophers’ usc of language and the logic of their arguments.
But the similarity cnds there. Smith’s lifctong concern was with problems in
the cducation of cducators. Scheffler, by contrast, is primarily concerned with
attcmpting to show the relevance of gencral philosophy to issues in education.
Both advocate the professionalization of philosophy of cducation but Scheffler
is morc concerned with the problems of professional philosophers while Smith
was concerned with the problems of professional educators.

APE took hold during the 1950s when university professors retreated
from the advocacy of political idcology into a dcfense of profcssional
cxpertisc.® By thc 1960s, practitioncrs of APE had begun to take controver-
sial stands. A student of Smith, James E. McClcllan, published two books
that joined the skills of APE to a nco-Marxist critique of educational policy.”
Richard Pratte of Ohio Statc University published three books during the
1970s that attcmpted to synthesize APE with a Dewcyan libcralism® Thesc
books and othcr morc technical works werce [avorably reccived by profession-
als in philosophy of education. From 1975 to 1984, APEs controlled the
presidency of the national PES with McClellan running unsuccessfully in 1976
and Pratte being clected in 1980. But the writings of the APEs proved
difficult rcading for students. By thc mid-1980s, Burbules could pronounce
APE dead and be rclatively correct. Let me briefly conclude this scction by
simply asscrting some strengths and weaknesscs of APE.

A, Weaknesses
1. A tendency to address technical issucs that arc of intcrest only to
other APEs.
2. The claim to be ablc to establish criteria of truc statcments on
any ficld of cxpertise. (English, history, math, etc.)
3. The vicw that a rcpresentational view of language can cnable
APEs to identify "mecaningless” statcments or "bullshit” in
educational discoursc.
4. The vicw that cducational rcscarchers should ignorc valuc
qucstions and confinc themsclves to establishing facts.
B. Strengths
1. The vicw that APE can scrve as the basis for a critique of
educational idcology and practice.
2. The vicw that cducational languagc must be studied in its
institutional contcxt and in terms of its function.
3. The vicw that critical thinking is central to any thcory of teach-
ing.
. The view that questions of valuc can be the subject of rational
argument.
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Itl. APE and Political Discoursc

Onc difficulty in presenting APE to introductory students is that
APEs, when they arc writing for cach other, often cmploy a technical
terminology and utilize highly rigorons argumentation. Authors of textbooks
who arc not sympatheiic to APE often will utilize thc most technical
discussions of APE as hcing typical and overlook those works that are cither
written for larger audiences or address issucs that are of broader interest.”
In addition, critics of APE oftcn atiack APE as addressing technical issucs
that arc detached from the real world of politics and idcology. In his 1983
book Understanding Education thc Marxist philosophcr Walter Feinberg
makes this kind of criticism of APE. Hc concludes a chapter criticizing some
papers by British APEs with the complaint that APE "fails to capturc the
significance of concepts in a total system of practice.” Feinberg goes on to
gencralize that APE dcals only with “crystallized concepts” and fails to discuss
"struggles over meaning."'

Fcinberg has a legitimate complaint against certain APEs but he
seems to want to defend the position that APE cannot address such issucs.
But fact is that ccrtain that ceriain APEs have addressed thc political
functions of language. In 1971, B. Paul Komisar published a paper catitled
"Language of Education” in the Encyclopedia of Education - a publication
obviously intended for educators in gencral and not just philosophers.
Komisar distinguishcs between the language of teachers in the classroom and
the language of cducators in general and then describes four kinds of
discoursc under "educator talk"; 1. school routinc; 2. subject matter; 3.
scientific; and 4. political. We will be concerned here with "Political
Discourse.” For Komisar, when cducators usc Political Discourse they arc
attcmpting to persuade an audicnce by using language that may be vaguc or
clusive in meaning or have new meanings that arc intended to show their
audicnce tha: old cvents can be looked at in a new way. Political Discoursc
takes three forms. The first is philosophy of cducation itself which Komisar
sees as creative or innovative uses of language that arc intended to stimulate
new idcas. Sccond is policy discourse. This is the vaguc language used by
administrators and policy makers in an attcmpt to build consensus and avoid
being pinned down to a controversial position. The third and final form of
Political Discoursc is publicity discourse. This is cducational discoursc at its
most vague and clusive. It is the kind of ccremonial and cclebrative language
that onc finds in commcncement addresses. goals statements in college
catalogs, and in the writings of school public relations specialists. Unbelievers
in cducation arc quick to dismiss publicity discourse -- and somctimes all
political discoursc -- as bullshit. But this is cxactly the sort of language that
can be the battleground in the "struggles over meaning” that Feinherg thinks
that APEs cannot address. '’
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IV. Thc APE goces to work: Brown and McGregor on "Democracy.”

Onc of the most discussed papers cver presenied at the Midwest PES
is Arthur Brown’s 1978 Presidential Address on "lnstitutional Democracy.”
In that Address, Brown lcans on the work of Douglas McGregor (1906-1964)
a famed industrial psychologist who served as President of Ohio’s Antioch
college from 1948-1954. Brown trcats McGregor’s work as providing
considerable evidence that "Institutional Dcmocracy” can be a successful
approach to thc management of educational organizations.” It will be my
contention in the rcmainder of this paper that a closc cxamination of
McGregor’s language will show that McGregor is cmploying a form of
political discoursc that may not bc congenial to Brown’s idcal of institutional
democracy and that an cxamination of McGregor’s years at Antioch College
casts doubt on claims that his approach to management was successful. In the
course of my discussion, I will raisc somc questions that arc typical of an
APE:

1. What arc the key dcefinitions and arc they adequatc?

2. Arc vague or ambiguous claims uscd and how thosc claims
fraction?

3. What sorts of cxamples arc used to illustrate the claims?

4. What kinds of arguments arc used?

Let me assure my reader that my purpose is ncither to attack Art
Brown personally nor to attack the idea of “Institutional Democracy.” In a
choice betwcen Institutional Dcmocracy and Ellwood P. Cubbcrley’s
notorious "factory model of schooling,"? I stand firmly with Art Brown. My
point is that a close scrutiny of Douglas McGregor’s argumcnts shows that
McGregor might not stand with Art Brown.

Brown makcs four points about McGregor utilizing McGregor’s
famous dichotomy bctween two theorics of human motivation: Theory X (a
mcchanistic causc-and-cffcct vicwpoint) and Thecory Y (a functional
ncedsasscssment viewpoint).

1. McGregor is correct to claim that Theory X is an inadcquate
basis for motivation toward organizational goals.

2. McGregor’s Theory Y can be cquated with democratic manage-
ment.

Theory Y is an adcquate cxplanation of the conditions under
which people will in fact dircct their cfforts toward organi-
zational goals.

McGregor’s work demonstrates that Institutional Democracy is
the more cfficicnt management system.™
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First, consider McGregor's claim that Theory Y is an adequate basis
for motivation toward organizational goals while Theory X is not.  Notice
that both Theory X and Theory Y assume that organizations universally have
goals. The underlying logic of McGregor’s view of management theory is the
logic of mcans-cnd reasoning.'” In recent years, James G. March has raised
scrious questions about means-cnds rationality as an adcquatc basis for
organization and managcment theory.®  lronically, Art Brown himsclf
published a paper in 1974 that attacks the emphasis on educational goals. In
that paper, Brown lcans on the work of the British APE R. S. Pcters!”

Sceond, consider McGregor’s use of the term "democracy.” In his
essays on cducation, McGregor utilizes a distinction between "democratic” and
“authoritarian” organizations that is roughly parallcl to the later dichotomy
between “Theory Y and “Theory X." But McGregor’s vicw of the relation-
ship between students and administration also paralicls his view of the
rclationship between fabor and management. He is opposed to students
having a votc on policy qucstions. Whilc students should have morc powcer
over student affairs and faculty should have greater responsibility for dealing
with students, administration is not cxpected to treat anyone as cqual and
should have morc power to make subordinates feel involved without actually
being involved.'

Third, it is not all that obvious that Theory Y actually has the results
that McGregor claims for it. Surcly Douglas McGregor was once of the most
popular presidents Antioch College cver had. But docs McGregor have the
right to confidently claim that "Policy A causcs Outcome B?"'® Thc usual
asscssment of McGregor's years at Antioch is that his policics had unintended
conscquences that were near disasters for the school. McGregor adopted a
policy of participative managcment at a time when the school was under
attack as a hotbed of Communist subversion. During the carly 1950s a
professional informer by the name of Harvey Matusow was able to gain
access to the Antioch campus and concoct accounts of subversion that
impressed Congressional commitices and made national headlines.  Only
when Matusow publicly confessed to being a liar did the controversy at
Antioch dic down. In addition sociological accounts of the¢ McGregor
Administration describe a sort of social disorganization on campus that
resulted in a breakdown of student discipline and a growing tension between
faculty and administration.”

Finally, there is Brown’s use of McGregor's work. Brown clearly
cites McGregor because he belicves that McGregor’s work shows that
“Institutional Democracy” is ¢fficient.  While Brown is quick to reject a
"quantitative” notion of efficiency and to declare that he stands "with Rawls
aganst the utilitarians * he has opencd himself to the charge that McGregor’s
years st Antioch prove that “Institutional Democracy” is “incfficient.”* Here
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I sense a curious convergence of Brown and the more hardboiled APEs who
would have questions of value be determined centirely by “the facts.” Like
Dewey, | would hold that while it is appropriate Lo inquire into any problent,
there are some solutions that arc simply not open to consideration.”  The
critic who proposes that “Institutional Democracy” should be abandoned on
the grounds of “incfficicncy” is proposing that institutions abandon any
prctense of being cducational and simply scek to achieve goals no matter
what the cost.” This is an interesting topic for the classroom, but in the real
world individuals who SERIOUSLY work for the abandonment of democracy
usually belong in onc of those notorious basement rooms in Marion, Hlinois,
not in a lccture hall in Chicago. Even philosophical analysis must stop
somewhere!™
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HOPEFULNESS: THE VALUE VARIABLE
FOR INNER CITY STUDENTS

Michacl T. Risku
University of Minncsota-Morris

Abstracl

Valucs based parochial schools have long provided
an cducational alternative to those residing in our inncr
citics. But arc these past “lslands of Hope" becoming
“public" schools reflecting the same ills? A comprchensive
valucs survey was administered comparing the valucs
development of transescents (N=63) in the Central City
Catholic Schools (CCCSS) of Milwaukee, Wisconsin to
students in Catholic schools nationwide (N=7,551). Despite
a racial compostion of 22.2% African Amcricans nationwidc
and W).5% in the CCCSS, a high corrclation (0.813) of
valucs development was found.  However two value
statements were significanty different, the foremaost rclates
to the value of "hopefulness.” Scemingly white transcscents
posscss significantly higher degrees of hopelulness than
black transescents.

1. Intreduction

With the growing concern lor and attention to urban cducation. it is
the contention of most national cducators that better efforts are needed to
serve the inner city’s educationa) needs ir this country. We as a nation have
come to realize that we cannot altord to disenfranchise such a large scgment
of our population, specilically the black student population. This realization,
although slow in coming, has crcated an increased consciousness of and
concern for urban education throughout the nation.

‘Throughout the 19th Century, and particularly following the Civil
War and the cnsuing period of national expansion, the United States of
Amcrica welcomed masses of immigrants from Enrope. Most of these
immigrants scttled in the industrial urban centers of the North and Midwest
because there they could iind work.  Cordasco (1971) slates a large
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percentage of the immigrant nationalitics was Roman Catholic, particularly
the Poles, Italians, southcrn Germans, Irish, and Hispanics.

In the midst of dislocation and the cncounter with an alien culture,
many immigrant Catholic communitics found their neighborhood parish a
rcliable anchor point and an avenuce for social advancement. By the carly
20th Century, the ncighborhood parochial schools increasingly became the
means by which immigrant parcnts hoped to advance the cultural, social,
economic and political fortuncs of their children. The parochial school
became an "Island of Hope" among thosc citizens secking to frce their
children [rom their own social and cconomic restraints.

By the latc 1950’s, however, circumstances in inncr city parishes and
their schools began to change significantly as social patterns in Amcrican
urban centers shifted.  White inner city populations, including Catholic
cthnics, moved increasingly to city suburbs. Their places in the old city
ncighborhoods werc taken largely by African-Amecricans ncwly arrived from
the South. These new inncr city populations were either not Catholic,
or--while Catholic by background--were open to the appeal of other religious
communitics.

Both inncr city Catholic parishes and many ‘main linc’ Protcstant
churches found their communitics dwindling. Parishes found it increasingly
difficult to maintain schools in the facc of reducced populations and resources,
and many werc ultimatcly forced to closc their schools. Some parishes,
however, were ablc to maintain their schools in these changed circumstances
and to continue to offer an academic formation.

Why havc African American inner city families who have no
tradition of supporting parochiai education, whose religious backgrounds and
traditions suggcst appreciable divergence from Catholic views, and whosc
children may readily attend public schools--why would these familics enroll
their children in a struggling parochial school systcm at additional cost? Do
these parents belicve that the general education their children will reccive in
these schools is superior to that offcred in the public system? The answer is
probably, "no." Do these parents belicve that their children will be better
disciplincd in the parochial setting? Again the answer is probably, "no”
(ONeill, 1978).

Proponcnts of the parochial education tradition point to "instruction
in valucs” as the distinguishing diffcrence between public and private
religiously-affiliated schools. Many educators (Kohlberg and Hersh, 1985)
maintain that "valuc-frec” education is impossible, and that formatipn in
values is an essential clement in any cducational mission. O’Ncill furthcr
statcs that diffcrences in valucs and value cducation arc one of the most iten
cited rcasons why parents send their children to private religiously-affilisted
schools rather than to public schools.

African Americans have cmbraced inncr city parochail schools for
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many rcasons, not the least being that these schools have enabled the black
student and pdrc.nt to achicve a greater sense of self-worth that is of supreme
importance in their fight for IdLl’l[lly as persons of dignity, worth, and
cquality. Paramount to that ¢nd is an cducation that provides valucs on
which the above objcctives are based. According to Asher (1986) African
Amcricans have filled inner city Catholic schools not because they for the
most part arc Catholics, but because the values that are being taught in those
schools arc more closcly aligned with their traditional Amcrican values and
the goals that parcnts wish for their children. Black critics of public
cducation have made a paricular point of noting:

. the particular barrcnncss, the lack of values commit-
mcnts, that characterize the ideal cducational situation to
which Amecricans seem 10 be committed. . . . Viewed in this
light, nonpublic school systcms which are free to thrust
questions of valuc and commitment into the heart of the
educational process would appear to be uscful agencies in
black communities (Smith, 1973, p. 383).

The "particular barrenness” cquates to hopelessness and it has been 100
present--a negative value among black students.

A hypothesis might be proposed that Catholic education has provndcd
fertile ground for the growth of sclf-liberation of the urban poor in the
Church’s cfforts to maintain parochial schools, but perhaps more by accident
than design.  On the other hand, one may wonder if parochial schools
promote cthnic and racial scparatism in American schools.

The relationship between minorities and Catholic parochial education
is well established, cspecially in regard to African Americans. I is perhaps
nxymoromc that blacks arc increasingly looking towards schools within their
own inncr city neighborhoods for a value based education. vet most wish to
move away from those very ncighborhoods.  Private inner city schools
represent an aceessible alternative for the minority student and the value of
"hopefulness” needs to be foremost within that education,

Religion continucs to play a major role in the lives of black people.
Many of the lcaders of the black movement and black commumly have been
ministers.  Just because many black people live in inner city arcas of
Amcrica, it cannot be assumed religion or religious values are no longer
mmportant 1n their lives. Religion’s role of motivating the poor is unmeasur-
able. Catholic parochial education’s active participation within the inner city
has historically provided a catalyst for self-improvement for inncr city
residents. Within the last two decades in the United States, parochial schools
and poor black minoritics have cstablished a new urban relationship.  The
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offcring of rcligion and valucs have oftentimes been focal for minoritics and
the poor as rcligion provides hope when often their environment docs not.
It is my contension that "hopc” is thc most important valuc that we can
impart to children. 1 also posit that white children possess hopefulness in
varying degrees by virtue of simply being whitc, but that all too many black
children arc denicd hopefulness simply because they are black.

My study examined a gamut of values-cducation, and specifically the
values basc of the education offcred in onc private system, the Central City
Catholic School System (CCCSS) of Milwaukee, Wisconsin. The focal
question was whether the system’s valuc basc diffcred from the national norm
for Catholic schools. Ancillory to the overall findings that concluded that
there was no significant diffcrence between the system’s valuc basc and the
national norm of other Catholic schools were however two disturbing
diffcrences. Both of these differences 1 believe can be dircctly rclated to a
lack of hopecfulness among inner city children. Sadly these diffcrences,
(outlycrs) I belicve can be atrributed to the racial composition of the systcm
(CCCSS) versus the national norm. Black students comprised 22.2% of a
National Catholic Education Assocation (NCEA) survcy whereas 90.5% of
the CCCSS. The question becomes: What is the difference--the value
variablc? Hopefulness.

1. Mcthod

A corrclation was sought between the national rankings of student
responses (N=7,551) on the NCEA ‘Student Values Survey' and the
responces by students of the CCCSS on the same instrument (N=63). The
de facto evaluation of values was derived from the total population of 8th

grade students attending the four CCCSS campuses in the spring of 1989.

The subjects were all 8th grade students cnrolled in the four
campuscs (Holy Angels, St. Lco, St. Rose, and St. Thomas) of the CCCSS.
The sample consisted of all 8th graders in the four campuses. The justifica-
tion for this sclection was that the 8th grade was the highest grade within the
CCCSS and closest to the lowest grade, grade ninc, that thc NCEA’s Student
Survey was administercd. According to a currently accepted developmental
theory of value formation (Kohlberg), these subjects should havc posscssed
the highest level of value formation amongst the students enrolled in the
CCCSS.  Morcover, the NCEA Student Survey was administered to
low-income urban subjccts; all four schools within the CCCSS fall into this
catcgory. 1t is recognized that because of the grade diffcrence, 8th vs. 9th,
that comparasions may bc questioned.  However, there were only four
months differcncc (NCEA Yth graders were surveyed in the fall and CCCSS
8th graders were surveyed in the spring) and because of this closeness gencral
similaritics should be obscrvable.
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Malcrials. To cvaluate the CCCSS’s student level of value development this
study used onc research instrument. The instrument was the NCEA Student
Survey. The survey was developed by the Educational Testing Service under
contract with the National Center for Educational Statistics. For the purpose
of this study thc scction that measures values was used. Multiple-item scales
were developed for each section. The valucs survey was replicated at CCCSS
schools. The survey statements are found in Table 1.

Procedure. The data in regard to the CCCSS de facto student valucs were
garnered from a replication of the NCEA survey which consisted of the
ranking of 16 life goals or value statcments. Students were instructed to first
rcad the entire list. Then they were asked to rank four of the values as
“cxtremely important,” four as "important,” four as "somewhat important,” and
four as "not very important. Two of the 65 8th graders were absent and did
not take the survey.

Decsign. The analysis of data gathered from the evaluation of the de facto
values within the CCCSS was analyzed in relation to the NCEA outcomes.
Student ratings were divided into broad categorics and the analysis showed
the rankings of the sixteen life goals based on how frequently cach was rated
"cxtremcly important. Spearman Rank correlation was employed using a

Minitab System. To test the significance of the correlation, the question was
asked, is therce a significant linear trend to the picture (rankings)? This was
casicst to answer in Minitab using the analysis of variance procedure. The
statistical test 10 sec whether or not there is a significant correlation is (Ho
: rs=0)), that there is not therefore (Rs= zero) and (Ha: rs=/=0), that there
is a significant corrclation (Rs is not zero). To test the significance (Ho) was
assumecd truc.

{11, Results

The CCCSS and NCEA rankings were significant similar at a lcvel
of 0.813. T=522 with 14 dcgrees of frecdom, signifcant at P= .0005,
therefore, (Ho) is rcjected in favor ot (Ha) and assume that there is a
signifcant correlation between the NCEA and CCCSS student rankings.
Tablc | shows the survey statements and the CCCSS student ranking of
valucs compared to the NCEA rankings. Figure 1 is a scatter graph of the
CCCSS and NCEA rankings. General  inferences  (Bredeweg, 1985,
Gertler, 1974) may be possible because two-thirds of ali private clementary,
middle, and sccondary schools in the United States arc Catholic. Morcover,
a4 casc can be madc that private inncr city schools in Milwaukee arc
representative of private inncr city cducation nationwide. Of the cighteen
major citics where statistical data has been gathered, Milwaukee is ninth in
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the total population of privatc clementary and sccondary cnroliment.
Variations among large citics make gencralizations concerning their nonpublic
schools and pupils problematic, but uscful in thc scnsc to show that
Milwaukee is near the norm nationwide and has bcen used in recent
longitudinal studies (Simmons, Black, and Zhou, 1991) bccausc of this
generalizability. Both descriptive and quantitative findings also suggest that
Milwaukee is near the national average in regard to parochial education.

The overall rankings of the two student populations show that they
are very similiar to each other despite their racial compositions or their
religious affiliation. The NCEA student population was 78.4% Catholic. The
CCCSS student population is 44.5% Catholic. Yet the values base of the
CCCSS is very similiar to that of the national NCEA Catholic values basc;
and these students are apparently receiving more or less the same values
education as any other Catholic school in this country. The focus on black
students and the black community has not changed the Catholic identity of
the CCCSS or the values it imparts. But as edifing and reafflirming this data
may be to the CCCSS, it still reflects shortcomings because of the educational
nature of the two signficant differences.

There were significant and notable differences in the rankings of two
of the values statements. Statement 2, "To help other people have a better
life" was ranked 10th by the NCEA students and 16th (last) by the CCCSS.
This lower ranking by CCCSS students may reflect the economic environs of
their community and families and the racial composition of the CCCSS. It
might be assumed that since black students are more subjected to poverty
than white students, black students are more concerned about themselves and
their families having a better life at least at this point in their lifes. Black
students again comprised 22.2% of the NCEA survey whereas 90.5% of the
CCCSS are black students.

However, the other statement that was ranked significantly diffcrent
and maybe more disburbing from the NCEA rankings was "To have a happy
family lifc.” This statcment directly relatcs to the valuc of hopefulness.
NCEA students ranked this statement first; CCCSS students ranked it as
being the 7th most importaui. Suffice it to say that this ranking does reflect
a major difference between white and black students in their attitudes about
family and their future. This difference reflects a disparity between black
and white students and I contend that the valuc variable is hopefulness.

Research (Greeley, McCready, and McCourt, 1976) found a
relationship between Catholic cducation and hopefulness, and found it to be
firmly established. Yet it has been concluded that the inculcation thereof has
only been moderately successful as is the case with the CCCSS.  Further,
Greeley found that private cducation was more important than parcnt
religiosity in terms of producing hopefulness in children, and that parochial
education and hopcfulness combined has a strong positive influence on racial
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tolerance. These findings differ from statements in the past that found
parents to be the most significant force in the value development in the child.
However, it should be noted that the rescarchers only concluded these
findings based on the valuc of hopcfulness.

1V. Discussion

Although inner city private schools are still different than their public
counterparts, the gap between public and private inner city schools is
narrowing. The reason given for this narrowing is that inner city alternative
schools are often prcoccupicd with finances, and yet subjected to much the
same problems and concerns as nearby public schools. Thesc private inner
city schools, especially parochial schools, for all practical purposes, become
public schools. This should not be surprising especially in light of the
philosophies that calls for a student-centered evaluation based on individual
ability.

The reevaluation and possible revision of a system’s philosophy
statement, philosophy of education, mission statement, and curriculum to
inculcate hopefulness would prove benefical for all students. Hopefulness is
very important in education, especially minority inner city education. It is
recommended that all schools incorporate the value of hopefulness in their
philosophy and mission statements and make a comprehensive ongoing effort
throughout the system to achieve this end. Morcover, a comprehensive
curricula be developed throughout that integrates hopefulness: The value
variable.
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ON THE RELATIONSHIP BETWEEN EDUCATION AND LOVE

fan M. Harris
University of Wisconsin, Milwaukee

“If you don’t have people standing in front of those
kids who love them, care about them, and respect them,
lcarning is not going to take place.”

Howard Fulicr, Superintendent, Milwaukee Public Schools

Pestalozzi, the nineteenth century Swiss educator, sought to create an
cmotionally securc environment for children. The success of his method
depended upon a love relationship betwcen teacher and student! He
belicved that the impulses of love spring from the child’s innermost being.
Like a dclicate plant, these impulses need to be nourished if children are to
grow into healthy, productive adults. Educators should provide pupils an
cnvironment of love where children trust cnough to take risks to learn about
their world. Pestalozzi maintained that all teachers must demonstratc a
capacity to love before they are allowed into the classroom.

Martin Buber dcfined love as taking responsibility for another.?
Martin Luther King Jr. defined love as understanding good will,’ and Scott
Peck defined love as the will to extend one’s self for the purpose of nurturing
onc’s own or another’s spiritual growth. Because Scott Peck’s definition
mentions spirituality, and therc cxist traditional divisions between church and
state in the United States, this author will ignore that appealing dcefinition and
will combine the two previous definitions in the following statement: Love
is an understanding good will that urges humans to take responsibility for
others. Love is not just good will but is based upon an understanding of the
object /person loved.  Love motivates people to care for others and to act
towards them in ways that will allow them to reachthier potential.

Love plays a key role in human affairs. Babies arc born crying for
love. Erich Fromm said, "Without love we couldn’t exist for a day.”
Gandhi stated that love forms the very basis of human socicty.  Without it
there would be anarchy.® In spite of the fundamental importance of love to
human cxistence. it reccives very little attention in American schools.
Educators in the United States pay more attention to logos, the development
of the mind, than they do to cros, the development of passion, and ignore the
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importance of love in their lessons. Following the tcachings of Plato and the
western ideal which sees intellectual activity as pursuit of abstract ideas, most
teachers scorn anything as emotional as the topic of love. James Conant, in
an carlier decade, argued for larger, centralized schools with increased
cmphasis on math and science.” Such appeals have created the impersonal
bureaucracics and rational curricula that characterize contemporary schooling
in the United States. In the modern debate about reforming schools, Allan
Bloom and other conscrvative commentators have argued that schools should
teach the intellectual canons of the western socicty and not principles of
cmotional development.® The key to a good cducation, according to this
perspective, is to teach with rigor the intellect, and not waste valuable class
time dealing with "soft" issucs like love.
Ashlcy Montagu argued that love is a basic human need:

I have become convinced that the characteristic that distin-
guishes humans from all other creatures is educability and
that the most important of all basic needs is the need for
love.’

Why should modern education ignore such a basic part of human cxistence?
The cducability of students often depends upon how loved and securc they
feel. Many schools provide hot lunches, school nurses, and psychologists to
respond to the complex needs of the pupils they teach. Why should they
ignorc the affective domain? Traditionally, the most attention paid to love
in education has been through the character of the teacher who, as a
nurturing adult, is said to model love. But teachers arc ncither trained in
teacher education programs to nurture their pupils’ cmotional growth now arc
they rigorously cxposed to many complex aspects of love in other aspects of
their education. This paper will argue that a sensible reform to deal with the
problems of modern schools will acknowledge this basic need for love by
teaching systematically all the different types of love. A serious considcration
of love has the potential to greatly enhance educational endcavors.

There are threc main aspects to the relationship between education
and love--pedagogical, managcrial, and curricular. Most attention to the
relationship between education and love has been focussed on the pedagogical
conncction between teacher and student, an aspect that will be discussed
below in the section "Education and Care." Thc managerial aspects concern
how best to run a schooling cnterprise. Consideration of all the various types
of love provides guidclines for dcaling with the varietics of conflict at both
the macro and the micro levels that plaguc current schooling endeavors--tax
initiatives, conflicting valucs, increasing lcvels of violence in schools and their
surrounding communitics, racial and cthnic tensions, political pressures,
demands for equality, and struggles for control of schooling. ~Careful
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attention to the relationship between education and love suggests that the best
way to managc these conflicts is to adopt a loving attitude, respecting
diffcrent points of view, including them in thc operation of a school,
cmploying group process skille to build consensus, and using conflict
resolution techniques to manage conflicts. This paper will not focus on the
complexitics involved in the managenial aspects of the relationship between
cducation and love. Rather, the bulk of this paper will focus on curricular
aspects, arguing that teachers should include a rigorous cxamination all of the
diffcrent aspects of love in what they teach. The impetus behind this thesis
is that if educators teach love to pupils they will grow into loving adults who
will attempt to create a more loving social order. Before discussing the
diffcrent types of love that can be taught, this paper will review existing
literature on cducation and carc and present four assumptions that argue for
the importance of including love in cducational endeavors.

1. Education and Carc

Love has recently been brought into discussions about education
through considcrations of caring. Pedagogical relatonships between teachers
and students provide rich are¢nas for cxamining the relationship between love
and cducation. Feminist educators have been proclaiming the importance of
caring, one type of love, as an cducational reform which urges the 3C’s of
care, concern, and connection.  Janc Roland Martin has argued that a
person cannot properly be considered to be cducated unless that person’s
capacity for carc has been developed.” Those who promote the importance
of caring criticize traditional ed :ational practice for ignoring the fundamental
role love plays in human l.c and for being solcly concerned with the
produciive processes of society, where the dominant values arc rational
analysis, critical thinking, and self-sufficiency. In traditional classrooms the
development of feelings and emotions are ignored. Intimacy and connection
arc considered private rcalms left out of schooling practice.

Many current cducational reform cfforts attempt to create a caring
classroom™ by using cooperative lcarning'” and collaborative approaches to
tcaching. These strategics arc scen to be cffective not only in teaching
traditional classroom material but also in motivating students. They
acknowledge that pupils are persons with many different needs and don’t take
a narrow, intcllectual approach to cducation.

Education bascd upon the principles of carc would clevate the
development of moral human beings to a high level in educational practicc.
Caring provides the basis of morality:

Our alternative is to change the structure of schools and
tcaching so that caring can flourish, and the hope is that by
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doing that we may attain both a higher level of cognitive
achicvement and a more, caring, cthical socicty.”

According 10 this linc of reasoning, cach person has a responsibility for the
moral periection of others, a responsibility that should not rest solely with the
family or church, but ought to be carried into schools.

Most of thc literature on love and education focusses on the
pedagogical relationship which should be based upon a spirit of caring,
helping students grow, where growing is understood as the development and
actualization of the sclf.”® Richard Hult defined the relationship of teaching
and caring in terms of the rolcs played by both teachers and students. "When
we speak of caring about somcone, we usually refer to the sense of concern
and appreciation for the special uniqueness and circumstances of the
person".” In this rclationship a teacher does not care for a pupil as a
psychotherapist might care for a patient, but rather trcats students with
certain rights accorded by virtue of them being unique persons. J. Theodore
Klein argues that teaching is analogous to maternal practice and that
mothering is gender neutral--something both men and women can do,
although it is normally attributed to females." Klein's prescntation of
mother love urges tcachers to pay special attention to the relationship
between teaching and caring.

These various discussions of the implications of caring for education
spell out important cducational reforms which focus on pupils’ affectivc
development. They have the capacity to cnhance the moral capacities of
students and improve the quality of pedagogical relationships betwecn
students and teachers, but they do not go far enough in addressing the serious
problems brought about in contemporary society because of a lack of love.
This paper will go beyond the relationship between teaching and caring. As
scen below, caring is only onc aspect of love. This paper will arguc for
inclusion of all the differeni varieties of love into educational practice. As
Leo Buscaglia has pointed out, love is not something human bcings automati-
cally learn.”” Love, an understanding good will that urges people to take
responsibility for others, should be taught in schools to counteract rising levels
of social violence:

Moreover, today’s startling statistics on child abuse,rape, and
family violence testify that this love will not nccessarily be
acquircd informally in the course of growing up, at least not
in our socicty.”

Teachers should take morc scriously the power of love not only 10 address
the high levels of violence in their own schools and classrooms, but also to
help children deal with violence.
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This approach to cducation and love rests on four assumptions.
Before discussing the varicties of love that can be taught in today’s schools,
these as.umptions will be presented and clarificd: 1) The goals of education
include tcaching students {a} how to create a humanc socicty and [b] how to
nurture the Earth so that people can rcach their potential.  2) Violence
impedes the ability of educators to reach these goals. 3) The best way to
overcome violence is through love. 4) Educators have to tcach love in order
to helo their students reach their potential. These assumptions taken together
produce a syllogism that argues for teaching about the power of love into
today’s schools.

H. Key Assumptions

1. The goals of education include teaching students a ) how to creatc
a humane society and b) how to nurture the Earth so that people can reach
their potential. This assumption is divided into two parts. The first,
concerning a humane society, has been brought into the curriculum through
the teaching of civics. John Dewey in Democracy and Education discussed
the role of schools in preparing people to live in a democracy.” Schools can
give students skills to create a just socicty that would treat its members
humancly by tcaching social and moral responsibility. Young people must be
taught 10 carc and make a personal investment in social and civic action in
order to create a more humane world. Pine and Hillard state that "a major
goal of socialization should be to promote civic virtue and thosc qualities that
cnable children to become productive and dependable citizens in a just
socicty”. Most recently some social critics have argued that schools should
prepare students to create "the good socicty".”

The sccond part about teaching students to nurturc the Earth has
been brought into the American consciousness by the recent cnvironmental
movement. although it has cxisted on this continent for a long time through
the beliel systems of indigenous people. This assumption was supported by
J. Theodore Klein in an article referred to above: "Love and caring need to
be extended not only to humans but to nonhuman forms and environments
supportive of life™  This assumption will be controversial because not all
people concerned with cducation have bought into this recent environment
cthic that holds the Earth up as a sacred cntity.

Assumption onc is important not just because teachers might want
to teach their students to be altruistic and care for others. Bv describing the
best way to live on the Earth, it appeals to sclf interest. A greedy socicty
that is not humanc will causc untold suffering for its inhabitants. Living in
tunc with the Earth’s natural processes has cnormous benefits. A bounteous
Earth provides water, air, and food for its inhabitants. A scorched Earth that
is not revered will poison its inhabitants, creating high levels of cancer and
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other problems related to pollution.  Assumption onc should be adopted
becausc it provides guidclines that create the best possibility for all to reach
their potential.

2. Violence impedes the ability of educators to reach these goals.
Not enough attention has been paid to the role of violence in educational
cndeavors. Violence both indirectly and dircctly impedes learning. At the
macrocosmic level structural violence in the community, country and world
denics students resources they need to grow into fully actualized human
beings. Violence at the microcosmic level has a direct affcct on students’
lives. Students who experience physical violence suffer pain, fcar, and
anxicties that distract them from school tasks.

Peace rescarchers have pointed out that the problems of violence that
impede the work of educators don’t just come from physical violence, which
is where somebody strikes another person, but rather also from structural
violence, a concept developed by the Norwegian peace educator, Johann
Galtung, that describes a society that turns its back on the poor, that docsn’t
provide health care, jobs, sufficient income, decent education, or human
rights.” In such a society the dignity of human beings is denied. 1t’s hard for
people to set goals and develop an optimistic outlook towards life. Children
raised in socicties with high levels of structural violence arc likcly to be
hostilc to authorities and subsequently they come to school angry at a social
order that neglects their needs:

More salisfying to mc is an idea suggested by psychologist
Louis Ramey which I think can be extended to apply to
poor whites. Black males living in poverty, Ramey suggest-
ed, are awash in what he called "free-floating anger.” This
generalized anger, accompanied by feeling of frustration and
helplessness, results from a feeling that the deck is stacked
against them--that the double whammy of class and racc
places them so far outside the economic and social main-
stream that thcy can never find a place inside. Discnfran-
chised, they are perpetually irritable, like a person who
wakes up on the wrong side of the bed day after day. Their
free-floating, non-specific feelings of anger are casy to
ignite. Any small provocation can cause an explosion. Then
black males strike out at the nearcst target, displacing their
pent up anger on the ncarcst target, usually another male
like themselves.™

Violence in the larger socicty (macrocosm) impedes the ability of
cducators to teach students how to creatc a humanc society and to help
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students develop their potential.  In a more indirect way the relationship
between violence and education has a very broad scope, which includes the
defense budget, cancer, policics in such arcnas as the criminal justice system,
and the nced for public resources to support public cducation. Scymour
Mclman has argued persuasively that federal expeaditures for defense have
robbed precious tax dollars from cducation, so that in today’s budget climate,
when at lcast 30% of tax dollars go to the military it is hard for school
districts to convince taxpayers of the nced for additional tax levies 1o support
cducation?” Reliancc upon military force to resolve conflicts diverts
altention and resources away from the key role schools can play in teaching
students nonviolent ways to resolve disputes. Schools have an important role
to play in civilizing the citizenry so that adults can solve their conflicts
nonviolently and won’t resort to forecc to solve disputes. Expensive
treatments for cancer, the rising cost of health care, and the rising cxpensc of
incarcerating criminals havc further depleted public coffers of funds that
could support cducation. The cost of crime and the criminal justice systcm
robs statcs and local governments of funds they could use to improve the
quality of schooling. The cost of treating the results of violent crimes also has
an indircct impact upon the amount of money available for public cducation.
Recent estimates show that over 1 billion dollars is spent annually trcating
gunshot wounds in the United States.  Eighty-five pereent of this cost is
underwritten by taxpayers. Approximately $60 billion cach year is spent
treating violent injurics.® If the United States were to become less more
nonviolent--reducing the amount of money spent on defense, climinating
pollution which docs violence to the Earth and cause cancer, and lessening
the number of violent crimes--more funds would be available to raisc
feachers’ salarics, buy school supplics, modernize schoo! buildings, pay child
care workers decent wages, and reduce student teacher ratios--reforms which
would raise the quality of education.

At the individual level direct physical violence makes it hard for
students to complete their cducation and develop their intellectual capaci-
tics. In order to succeed in schools students need high self estcem and
need to trust adults, their teachers. Many children fail and/or drop out of
school because high levels of violence in their lives distract them from school
work. These pupils are not doing poorly beecause they are stupid. Rather,
they are at risk of school failure because they are so stressed out they cannot
focus on school assignments. Students from violent homes where they are
abused, neglected, or abandoned will have low sclf estecem and will be
distrustful of adults. Therefore, there is an inverse relationshin between levels
of violence in a student’s lifc and the ability of children to succeed in school--
the greater violence a student expericnees outside the classroom the greater
the risk of failure within the classroom. An important strategy for dealing
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with students at risk of failing is to provide them the kind of love that will
help them deal with the wounds and hurts they bring to school from violent
cnvironments. '

Dircct violencc in students’ lives includes war, crime, rape. sexual and
domestic abuse. These torms of violence impede school learning becausce
students who live in violent environments bring to school anxictics that make
it hard for them to focus on schcol assignments. Many students come from
communities with high levels of street crime, [ighting, random acts of
violence, and other terrifying cvents that distract them from school work.
Young people surrounded with media images which depict violent aggression
being rewarded may think that schooling will not dcliver the rewards they
scek. Junk bond salesman get rich while daycare workers stay poor. Desert
Storm is seen as heroic.  Violent men who conquer evil are rewarded by
pretty women. Rape scenes and pornography glorify violence. Such images
provide a powerful counterpoint to the civilizing effects of education in the
minds of youth. .

Rescarch on violence and children should be studied carcfully by
teachers because of its far reaching educational consequences. Child abusc
has very damaging effects that put children at high risk for school failure.
There are many different types of child abuse: physical, sexual, emotional,
and neglect. Most studies of abuse deal with very severe cases where a
sample of young peoplc brought into a hospital with clear physical symptoms
of abuse is compared to a control group and studied over time. These studics
ignore the devastating effects of verbal and emotional abuse which are not
understood as criminal acts, even though they are so damaging to children’s
sclf-csteem.” Some have even argued that as many as %0% of the children
in the United States come from dysfunctional familics wherc various forms
of abuse influence the way children behave in schools®  Studies show that
abused children have less ability to show cmpathy. They have fewer fricnds
and play with their fricnds less often.” When asked to think about what
kind of occupation they will have, abused children tend to sclect lower-class
occupations.” Twice as many abused children as opposed to non-abused
children answer "don’t know" when asked what they want to do when they
grow up.® Abused children arc likely to exhibit the following behaviors:
hitting, kicking, cursing and damaging property.* Perry ct al. found that
abused children have lower intelligence scores and lower communication skills
than a matched control group.” Abused children grow into adults with
higher alcoholism ratces, greater than 20% probability of being uncmployed
and 11% more suicides.® Neurological function and developmental progress
can become impaired because of an abusive environment.”  Statistics such
as these suggest that the difficultics cducators face in tcaching children to
grow into responsible adults are confounded by violence in their students’
lives.
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Pcople who have been abused often become depressed. Rescarch
shows that depressed mothers are more likely to be physically violeat to their
children.® Modcrately and severely depressed mothers show high levels of
verbal and symbolic aggression towards their children. Severely depressed
mothers are more likely to neglect children. Moderately depressed mothers
are at greater risk for physical aggression that causes injury.

The depression of mothers is just onc part of the violence problem
that confounds cducational cndeavors. Another part, which has not been
adequately studied, is the often distant role that fathers play in the lives of
their children. Research studies show that over half the fathers in the United
States either abandon their children, are physically present but psychologically
absent, or are present but act inappropriately towards them.” This kind of
neglect by fathers has disastrous psychological consequences upon children.
A series of articles in The St. Petersburg Times entitled "South of Heaven®
documented with a case history format how two teen age dropouts from
Clearwater High School in Florida were scverely disturbed by the lack of a
consistent and appropriate father in their lives® These stories suggest a
direet correlation between father neglect and children’s distress, anxious rule
breaking behavior, and anti-social tendencies which cause young people to do
poorly and cven drop out of school. Neglect of children by their parents is
a type of violence th.t creates many obstacles to teachers’ ability to teach
pupils cffectively.

Children aren’t born stupid, but they are so distraught by violence
that they can’t focus on what teachers expect of them in schools. Educational
reforms that ignore the impact of violence in pupil’s lives are trying to save
the Titanic by rcarranging its deck chairs. The well-intended reforms of adult
educators will be destroyed by huge icebergs of violence that lurk under the
surface of students’ learning capacities.

3. The best way to overcome violence is through love. Respoading
to violent acts with more violence creatcs vengeance, hatred, and increased
levels of violence. Those who use force to get their way stimulate resent-
ment. Love gets people out of the cvcles of violence and presents an
alternative to endless acts of retribution. Gandhi said that social relations are
like spider webs, indicating wavs that humans relate to cach other. An act
of violence is like taking a knifc and cutting through the spider web. Gandhi
emphasized that the only way to restore the web is through love. Love and
retribution allow human hcings to forgive past wrongs. Love counteracts
isolation and sclf-centeredness and draws people into communitics of caring.
As Martin Luther King Jr. stated. our goals as adults should be to create
beloved communitics,”

Love has an infinitc power. Let's say a teacher performs an act of
love in a classroom. A student who is affected goes home and might act
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kindly towards her mother, who in turn responds warmly to pcople in her
office, and so on. Love charges the human heart so it can deal with the slings
and arrows of violent culture. "By regularly recciving as well as giving
nurturing, a person is in a better position to nurture well in mothering or
tcaching”.* Teaching and modelling love in our schools can help students
confront violence nonviolently.

Kenneth Boulding has argued that human beings should replace
authoritarian power with integrative power.® His understanding of the
different uses of power, spelled out in The Three Faces of Power, can easily
be applied to education. Authoritarian uses of power in schools alicnatc
students from formal learning, while intcgrative power appeals to the whole
person, seeking to involve students in cducational c¢ndeavors.  Integrative
power gains its authority from building relationships based upon mutual
respect. Teachers using integrative power will involve students in sctting
limits and boundaries in their classes rather than threatening and using
authoritarian power to discipline. Using power in a loving way will make it
possible for teachers to include alienated and hostile students who are turned
off to education because of the-harsh, unloving ways that authoritarian power
deals with at-risk students.

4. Educators have to teach love in order to help their students reach
their potential. People overwhelmed by violence will ncver reach their
potential. Martin Luther King, Jr. argued that love is the most important
power humans possess. Educators need to embrace this power in order to
replace the violence that is becoming so commonplace in the United States
with nonviolence, which is, itself, a form of love. Harris has argued
clsewhere that the best way to counteract violence is through peace
education, which teaches about the problems of violence and the promisc of
nonviolence.* Peace educators usc love to teach alternatives to violent
bchavior. Young people today are not being exposed systematically to
alternatives to violence. Ninety-three percent of parents use physical ways
of punishing their children*® In modern day homes children are learning
ncgative, hostile, punitive, and unproductive ways to be nurtured. "If a new
form of love is what the future requires, we must look to education".*
Students can learn about the power of love in schools, cven though they may
not sec it exhibited at home or on television.

Becausc adults do not consciously teach about love, human beings do
not understand love very well. Peoplc learn about love by falling in love and
having friendships, but with the possible cxception of some churches and
church related schools, there is no place where adults consciously teach others
to be better lovers. Most references to love are to romantic love and
overlook many of the most dynamic aspects of this rich part of human lifc.
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i1l. Forms of Love

This paper will present fifteen different types of love in the hope that
cducators will become more appreciative of the power of love and strive to
tcach love can be taught in their classes. These types of love are agape,
biophilia, camaraderie, caring, charity, compassion, eros, csprit de corps,
family, friendship, gaiaphilia, harmony, kinship, nonviolence, and sell love.
An explanation of thesc different types of love demonstrates that love is
much more complex than the popular images of passion or €ros that dominate
popular culture. Indeed, most types of love have nothing to do with sexuality.
These different types of fove arc like cousins. Each stands by itsclf as an
important part of human emotions, but they all resemble each other in that
they are a passion that urges people to take responsibility for others. The
purpose of this presentation is to stimulate the reader to appreciate the
diversity of all the different aspects of love. Some of these aspects, like
caring and nonviolence, may belong to cach of the other aspects. This
presentation is not arguing that each of these is distinct. In some ways these
forms of love run into each other and don’t have distinct boundaries, but such
a presentation does underscore the richness of the concept love.

Agape comes from the Greek and refers to an unconditional regard
for other persons. Agape, a basis for morality, provides a foundation of
justice. The golden rule that we should treat others as we want to be treated
expresses the type of love in agape. Without agape humans would live in a
chaotic socicty, better characterized by anarchy then social cooperation.
Agape love: is universal and requires love for the human race. Teachers can
teaca this form of love by demonstrating the horrors of hatred and the value
of forgiving.

Biophilia, the love of life, is opposcd to necrophilia, the love of
death. This love of all different forms of life is very deeply cnmeshed in
native cultures. Indigenous people worship the very process of creation itself,
show great respect for all forms of life, and hold the belicf that humans have
a responsibility towards all plant and animal life. Erich Fromm stated that
teachers should be biophiliacs who maintain that all that leads to growth and
development is good, whilc all that hinders and detracts from life is bad:

The cducator is a biophiliac man, who loves and is drawn to
the very process of living, to growth and development. He
is constructive, inquisitive, scarching; he is in love with the
adventures of life.

Biophilia invokes the image of the sumptuous Garden of Eden, where humans
live in a pristine environment replete with fresh fruit, nutritious foods, clean
waltcr, and purc air. Without this form of love, life can be a barren desert.
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Such images challenge teachers to figure out how to get their students to
respect all forms of lifc.

Camaraderie comes from knowing pcople over time, sharing the
burden. It’s a sensc of "we arc in this together” for the long haul. The
Grecks called this type of nonpassionate love "storge”. It’s the love a husband
has for his wife after living with her for 15 years, which differs from the eros
or passion that same couple may have had for each other when they were
courting. Without this type of love pecple can be lonely. Camaraderie
develops a sense of fellowship that scts in over time. Human communities
that lack this form of love can be vicious, wherc people have no respect for
each other. Feelings of camaraderie can be developed in schools by allowing
pupils to stay together in the same peer group. At the clementary level this
alrcady happens in somec specialty programs (Montessori and Waldorf
schools) that allow students to stay with the same teacher for 3 years or
more, as opposed to switching classes every year.

Caring describes the love teachers have for students. It’s the same
type of iove that nurses and doctors have for their clients. Caring involves
healing and requires distance from the beloved. The goal of caring is to get
the beloved to become a healthy independent person. "Thus we may speak
of the responsible parent as one who helps his child to grow, and the
responsible citizen as one who cares for his community™® Caring implies
a devotion to nurture another person’s well-being. It 15 a moral virtue
necessary for guiding action and reducing alienation. People who receive no
caring have no sense of belonging. Nel Noddings points out that humans
treat each other morally because they care:

Our alternative is to change the structure of schools and
teaching so that caring can flourish, and the hope is that by
doing that we may attain both a higher level of cognitive
achicvement and a more caring, cthical socicty.”

An ethics of care endows relationships with moral significance. Teachers can
model this ethic by listening attentively (using the skills of active listening) to
the developmental and emotional concerns of their pupils.

Charity involves altruism and action. In the New Testament this
concept implies loving neighbors and turning the other cheek. A charitable
individual performs charitable deeds. Often called "brotherly love,"
philanthropy, or giving to others, charity involves doing something to help
thosc less fortunate. With charity comes security.  Without charity people
who turn their backs to suffering can harbor a kind of hatred that blamces
victims for thcir misfortunc. Teachers can usc the concept of charity to
cngage students in service activities.
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Compassion is an extremely powerful and important form of love.
Buddha said that "life is suffering”. What Buddha meant by that is not that
all humans are miserable and poor without shelter, food, or clothing and
other basic necessitics, but that people expericnee hardship because beloved
acquaintances dic, move away, or get injured. Because life has these tragic
aspects, individual human beings experience great gricf, and should have
compassion for others who experience similar sadness. Compassion leads to
contentment. Without compassion people cxperience depression. Compas-
sion is an appropriate response in inper-city schools where students face
tremendous amounts of violence in their homes and communities. A
compassionate school will be a refuge for children exposed 10 abuse and
neglect. It will provide a supportive atmosphere in which students can deal
with problems caused by violence. Compassion teaches students empathy,
which helps break down encmy stereotypes that contribute to violence.
Compassion develops an attitude of caring for others, and differs from charity
which often requires some form of activity to help those less fortunate.

Eros, the subject of most presentations on love, is an important part
of love’s contribution to the human condition. Eros, commonly called
romantic love, involves sexuality. Becausc the Greeks contrasted eros with
logos, a Greek word for reason, €ros is often characterized as being
unreasonable and irrational. Eros implies union with others and hence differs
from caring which implies separation. Plato mentioned that eros had a divine
characteristic. If a male and a female unite in an erotic relationship, there is
a possibility they will have offspring. 1f their children have children, the
original couple can have a sense of their genes carrying on into the future so
that through procreation human beings can touch immortality. Without eros
people can feel scparate, worthless and lonely. A person in love wants to be
with the beloved. Educators can teach students about the sanctity of this
aspect of love which far transcends the popular images of sexual attraction
projected through the media.

Esprit de Corps is similar to camaraderic but implics being on a team
and achicving a goal, a sensc of pride that comes from accomplishment.
Schools already teach this aspect of love through team sports and extra
curricular activities that encourage students to work together. Athletics aliow
members of a tcam to build a sense of appreciation for each other that comes
from achicving a goal. People who don't experience the special feelings that
come from teamwork often feel isolated. Esprit de corps builds a sense of
togetherness.

Family love is a type of love that brothers and sisters have. Children
raised in large familics understand that family love is nol often warm and
fuzzy. Siblings who have a great deal of bitterncss, cven contempt for cach
other, can develop feclings of love for family members. Family love tcaches
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that love sometimes can be painful and requires overcoming feclings of anger
in order to nurture its growth. This type of love can be taught in schools by
processing classroom dynamics to resolve tensions.

Friendship is a tremendous gift that comes from non-physical
intimacy, mutuality with another being, and the sharing of secrets. Peoplc
choose their fricnds. What they share and don’t share determines the quality
of their friendships. People without friends are lonely, whilc those who do
have friends receive great help in overcoming some of the difficulties in
living. Educators can teach about this important aspect of life by encouraging
students to develop friendships in school.

Gaiaphilia is love of the planet and concern for its well-being.
Although this term has been coined by the modern spiritual writcr Thomas
Berry,” indigenous Native American traditions have for centurics valued of
honoring the Earth. Gaiaphilia implics a stcwardship of the land. People
who love this Earth cherish the water, the air, and thc many clements that
make life possible upon it. Without this love there is great fear for the
future. Humans who do not nurture the Earth can create an environment
that won’t sustain them and have no future. A love for the planet connects
pcople to the larger life forces that cxist in the cosmos. The modern
environmental movement is beginning to make an impact upon schools, but
the principles of gaiaphilia should not just be taught in science classes. All
teachers should emphasize how important it is to revere the Earth.

Harmony, a concept that belongs to many different cultures, is most
developed within Taoism, wherc it refers to the reconciliation of opposites,
yang and yin, bringing together separate parts into a unity. Harmony builds
a higher unity from disparate parts. It contains a vision of androgyny, where
an individual’s male and female characteristics work together to develop
talents. In a pluralistic world harmony allows for the smooth functioning of
many diverse parts. In the modern world harmony contains the dream of a
multi-ethnic society where different groups contribute to the greater good of
the whole:

All through our lives we are faced with the task of reconcil-
ing opposites which in logical thought cannot be reconciled.
The typical problems of life arc insolvable on the level of
being on which we normally find oursclves. How can onc
reconcile the demands of freedom and discipline in cduca-
tion? Countless mothers and teachers, in fact, do it, but no
onc can writc down a solution. They do it by buying into
the situation a force that brings to a higher level where
opposites are transcended--the power of love ... Divergent
problems, as it were, forcc human beings to strain them-
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selves to a level above themselves; they demand, and thus
provoke the supply of forces from a higher level, thus
bringing love, beauty, goodness, and truth into our lives. It
is only with the help of these higher forces that the oppo-
sites can be reconciled in the living situation.™

Harmony in thc human community brings together opposites to creatc a
symphony from disparatc notes. Out of diffcrent expericnces harmony draws
on the power of love to create a polyphony. Without this type of love
humans arc destined to live in szparate, warring camps. Educators can teach
this aspect of love by using cooperative learning principles where students in
diverse groups learn the value of respecting cach other’s opinions.

Kinship provides the basis for a scnsc of community, a deep longing
to be connccted to others. Without feelings of kinship humans would live in
total chaos--robbing, lying, stealing, and hating cach other. Feelings of
kinship provide stability. People can go to market and trade and do
commerce because of kinship. A society based upon greed ignores the
importance of kinship, a sentiment that promotes neighborliness. Kinship
differs from agape, which is a more universal sentiment. Feelings of kinship
are usually tied into particular communities. Given the high levels of violence
in modern communities, teachers who figure out how to teach this aspect of
love in schools can help prevent further social dissolution. Educators can
promote feelings of kinship by responding to pupils’ concerns rather than
having pupils treat each other as fellow competitors for a few rewards. A
loving classroom would allow students to listen to and respond to each other’s
problems. It would devclop feelings of kinship by teaching understanding
good will and urging students to take responsibility for each other.

Nonviolence, as Carol Gilligan has pointed out, is the highest form of
morality.® Nonviolence, which implics treating all crcatures with love and
respect, comes from a longing not to be hurt, a desire for safety. Non-
violence is both a spiritual belief that provides guidelines on how to behave
and a powerful force for social change. As a spiritaal belicf, nonviolence
oricnts humans towards a way of living that does not want to harm other
creaturcs, towards an attitude that reveres all forms of lifc. Nonviolence,
practiced by the people of Poland and East Germany, helped bring down the
Iron Curtain and end the Cold War between the superpowers. In the United
States the theory of nonviclence was articulated by Henry David Thorcau in
1850, in his cssay "Civil Disobedicnce™* Nonviolence has also been used
in the Civil Rights marches of the 1950s and "60s, demonstrations against the
Victnam War, and protests about the dangers of nuclear weapons. Various
strategics for nonviolence have been collected by Gene Sharp.®  As a social
change strategy based upon the principles of love, nonviolence requires
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respecting your encmy and trying to convince the opposition, as opposcd to
using force to coeree people. At the high school fevel teachers can cmphasizc
the power of this aspect of love by teaching about the many accomplishments
of the various peace movements which arc ignored in standard history texts
that cclebrate the bloody deeds of war heroes. At the elementary level
nonviolence can be taught by having pupils take carc of pets in the classroom.
Nonviolcnce urges people not to harm others.

Self-love is the basis of all love. Lovc is likc a battery in a flashlight.
When a battery has no charge, it won’t light the bulb. Likewisc, when a
human being has no love, it’s hard for that person to love. Pcople who have
not received love have low self esteem and often act destructively both
towards themselves and others.  Self-love implies respect, self care, and
trusting intuitions. It urges people to take responsibility for their own actions
and gives them the courage and energy to become social change activists
dealing with oppression. In Islamic thought thc major jihad is controlling the
forces of violence and hatred that exist within the psyche. Much of the
world’s violence comces from acting out inner violence, an effort to get rid of
inner demons by projecting them "out there." Self-love encourages people to
confront angry and scared fcclings and respond to conflict nonviolcntly. In
teacher training institutes all potential educators should be introduced to the
myriad of ways that teachers can promote self esteem in their classes.

These fiftcen different types of love sps  out the richness of this
tremendous resource, understanding good will that urges people to take
responsibility for others, and provide a tribute to multiculturalism because
many of these types come from differcnt culturcs. Together they provide
resources to address the problems of violence in modern lifc and evidence of
the valuc of diversity. Understanding these different forms of love presents
teachers with a challenge. How can educators draw upon these assets, which
belong to the human race, to tcach their students to be better lovers?

I'V. Conclusions

Modern cfforts at school reform ignore the redemptive power of love
to heal some of the wounds that cause so many young people 1o despair, give
up on school, withdraw from the social order, and abandon their own futurcs
as productive citizens. These reform cfforts, often urged by busincss Icaders,
promotc incrcased competition.” This paper, in arguing for school reform
based upon the principles of love, fits within carlicr reform cfforts for
schooling that cmphasized the development of moral character.®

Today’s schools are like arcs, from Noah'’s fablc, where a few chosen
creatures get to be saved. Because of competition for scarce resources, the
best jobs often go to best students, so that salvation comes from succeeding
in school, while those who don’t do well in school arc relegated to the scrap
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hcap. This paper suggests a drastic way of revising the curriculum so that
graduates of modern schools are morc compassionate towards those lcss
fortunaic and will create a super highway, instcad of an arc, so that many
people can cross over to the promised land. Love teaches that salvation rcsts
in inclusion, not in hoarding. Education bascd upon the principles of love
hopes to teach citizens the understanding good will to take responsibility for
cach other and for the flora and fauna that support life on this planet. Such
education does not raise children primarily to get ahcad of each other but to
become caring, cooperative, and compassionate human beings. Inclusion and
cooperation arc qualitics of love that should guidc tcaching practice.

Intcgrating these concepts of love into the curriculum will challenge
students to move beyond greed, isolation, and self-centcredness into
community and compassion:

I fecl my incompleteness inside me, at the biologi-
cal, affcctive, critical, and intellectual levels, an incomplete-
ness that pushes me constantly, curiously, and lovingly
toward othcr people and the world, searching for solidarity
and transcendency of solitude. All of this implies wanting
to love, a capacity for love that people must creatc in
themselves. This capacity increases to the degrec that one
loves; it diminishes when one is afraid to love. Of coursc,
in our socicty it is not easy to love, because we derive much
of our happiness from sadness, that is, very often for us to
fcel happy, others must be sad. Under these circumstances
it is difficult to lovc, but it is necessary to do so.”

With the right cducation, just social institutions and appropriatc
environmental conditions human beings can rcach their potential in socictics
that nurturc the Earth. Schools can hclp children grow into loving, trusting
adults. A goal of education should be to develop those loving charactcristics
that bencfit the individual, the family, the community, the society, and the
world. Professional cducators can teach the different types of love to help
students break out of the endless cycles of violence that characterize so much
of human existcncc.

Education based upon principles of love wiil allow studcnts:

to know the world not simply as an objectificd system of
cmpirical objects in logical conncction with cach other, but
as an organic body of personal rclations and responscs, a
living and loving community of creativity and compassion.
Education of this sort means more than tcaching the facts
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and Icarning the reasons so we can manipulate life toward
our cnds. It mecans being drawn into personal responsive-
ness and accountability to cach other and the world ot
which we arc a part.®

Bringing lovc into cducational activitics discourages pupils from sccing the
world as a collection of objects to be manipulated and owned, but encourages
them to view their worlds as a community for which all have responsibility
and to which all belong. Knowing the truth of that world implics recovering
the bonds of personhood and community that have been lost in modern
socictics hascd upon greed and competition. Nonviolence, as promoted by
Gandhi, commits educators and students to a form of love that cmbraces the
truth, not the abstract truth of scientific laws and lcgal principles but an
organic truth based on the daily expericnces of learners. A loving schoo! will
allow teachers and students to learn from cach other in order to create a
beloved community based upon mutual respect and carc. A commitment to
love establishes an ideal in which all belong and have valuable contributions
to make not only to the successful operation of educational institutions but
also to the operation of daily lifc in civic socicty.

A commitment to love in cducation requires restructuring schools so
that adults listen to diverse voices. Studics have shown that small, compas-
sionatc schools can motivatc at-risk students to perform.®  Schooling
"factorics" should be broken down into smallcr units so that students can
bond and build trusting relations with cach other and their teachers. It is
impossiblc for both students and teachers crammed into large classes for a
short period of time to take responsibility for others students shuttled from
onc class to another without any time to bond. The modern day high school
which allows a teacher to spend 45 minutes with a class of 30 students has to
develop a ncw schedule so teachers and students can develop trusting
relationships:

I believe the highest form of learning occurs when the
teacher loves and accepts the students so fully that they feel
safc cnough to go within to sec themselves and to emerge
with new answers about themsclves and their lives.®

Large, impersonal academic institutions do not allow for the intimate contact
that makcs schools into loving places. Breaking schools down into smaller
communitics provides a greater possibility that students will participate in
loving communitics where they know and respect cach other. Learning about
love in school will give adults important knowicdge about how to create
loving socictics.

Paying closc attention to all the different aspects of love encourages
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educators to create safc learning environments that will encourage students’
growth and development. Such trusting cnvironments are noticeably lacking
in contcmporary schools where educators are often forced to deal with direct
violent assaults and anxietics brought to school by students who live in deeply
violent worlds. An understanding of thc different types of love leads
educators to embrace conflict resolution techniques to resolve differences and
disputes that take place in schools. The various managerial aspects of the
relationship between education and love can be used to restructure schools
to encourage loving relationships. Others have argued that schools need to
become communitics of care.® This will require huge financial investments
to reverse the high rate of failure of current schooling systems that ignore the
power of love. Unfortunatcly, the citizens of the United States do not seem
willing at this time to make such an investment. How much more suffering
will they tolerate before they realize the necessity of turning to love to dcal
with all the various manifestations of violence that plague the modern world?

Teachers can use the curricular aspects of the relationship between
education and love to give students an appreciation for the power of love by
teaching the skills of nonviolence and conflict resolution to help young people
deal with the violence they experience in their worlds. Studies indicate that
it is possible to teach students to care® Curriculum reforms like peace
education and peer mediation are teaching altcrnatives to violence and need
to be expanded to solve the problems of alienation, hostility, and violence
that plague contemporary educational endeavors.

The pedagogical aspects of the relationship betweer education and
love can be taught through family groups at the high school level that include
students from all grades. Family groups should replace boring homerooms
and teach students conflict transformation skills as well as value clarification
exercises that will help young people find their place in the modern world.
Authoritarian classroom discipline methods further alienate young people.
Students should be introduced to a pedagogy based upon the principles of
peace.® Teacher training institutions can contribute to these reform cfforts
by teaching potential tcachers to bring young people into dialogre so they can
start to construct a vicw of the world based upon the principles of care,
concern, and connection in classrooms where love, caring, and cooperation
are the predominant themes in place of fear and competition. As Goethe
said, it was not the most brilliant tcachers who had the greatest influence on
him, but those who loved him the most.
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MARK JOHNSTON AND DAVID LEWIS ON
THE IRREDUCIBILITY OF VALUE

Thomas S. Decds
University of Nebraska

Ever since David Hume noticed the illegitimacy of arguments which
proceed solely from factual premises about the world to conclusions involving
moral evaluations, philosophers have been wrangling over exactly what is the
conncction between facts and values. Broadly speaking naturalists have
argued that cthical terms can be defined and or reduced to factual terms and
ethical judgments are a species of empirical assertion which can be justified
empirically. Non-naturalists such as G. E. Moore hold the contrary position:
Value terms can’t be reduced to factual terms because value terms refer to
non-natural propertics which are different in kind from natural properties
barring reduction. For Moore knowledge of value comes from intuitions
about these non-natural properties. A third, more radical position is held by
non-cognitivists (dissatisfied with the two above altcrnatives and emerging
from a positivist tradition) who are skeplical about any entity which is not
empirically verifiable. They concludc that moral judgments, although seeming
to refer to matters of fact, are really just expressions of emotional attitudes
toward a given state of affairs. Hence such judgments are not actually truth
a-sessable. Two disputants about a moral judgment may agree as to all of
the facts but frecly disagree in attitude. What is accomplished in an abortion
is not in dispute but differing attitudes towards abortion are violently
opposed. The non-cognitivist notices that moral language does secm Lo
cxpress propositions as if they were factual statements (ie Murder 1S wrong).
However the factuality of such propositions is only an appearance because
they don’t really refer at all to actual states of affairs but rather merely
express emotional responses to those states of affairs. Non-cognitivists take
the splits between emotion/reason, and expression/description to be
fundamentally different relations humans have to reality. Coupling rea-
son/description allows propositions which are scientifically truth assessable
whereas the former (cmotion/expression) do not.  Propositions containing
valuc assertions are intelligiblc only as emotion/cxpressions.

David Lewis follows the naturalist strategy by proposing a reduction
of value to dispositions to value and offers the notion of imaginative
acquaintance as constitutive of the ideal condition in which an observer can
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discover whether or not he/she is disposcd 1o desire a desire, Lewis {urther
suggests that it is possible that a novelist’s work of arl may represent our best
clfort at determining a value through imaginative acquaintance, although he
doesn’t want to preclude the deliverances of scientific experiment (Lewis, p.
113,114). Mark Johnston responds that substantive reason which can fully
criticize a value is a morc adcquate corception of how we approximate the
ideal condition. Furthermore Johnston takes issue with Lewis’ willingness to
claim the reduction of valuc to a dispositional theory of desire (Johnston, p
156). 1 am going to support Lewis’ notion of imaginative acquaintance as onc
interesting method of exploring value but agree with Johnston’s denial of
Lewis’ reduction of value language to the language of sccond-order desires.

Mark Johnston is critical of both of Lewis’ primary positions. Hc
claims both that imaginative acquaintance is scverely insufficient for
determining a value and that the reduction of value to second order desires
is not justificd due to the conceptual autonomy of normative notions.
Johnston believes that value language contains response dependent concepts,
that is a concept which is lied to concepts of our responses under certain
conditions. In particular, the concept of the valuable implies the responsc of
commendation. Any reductive analysis of normative notions will necessarily
conlain normative constraints in the conclusion (Johnston, P. 144). Johnston,
for instance will argue that something is good only if we would have good
reasons for believing it to be good. Notice the normative ’good reasons’
appearing in the (non)reduction. Johnston, however believes that circular
accounts such as his are informativc as long as they don’t imply the triviality
of the biconditional. Johnston concludes that commendatory normative
notions are conceptually autonomous and irreducible.

Lewis responds to Moore’s ’open question argument’ against
reductive analyses however his critique does not address Johnston’s circularity
argument (Lewis, 129,130,131). We can’t throw out all analytic reductions
simply becausc it is always an open question whether or not they are totally
successful. Lewis is also aware that analytic reductions can be equivocal. A
concept may be analytically reducible under one interpretation of the concept
but not another. But neither of these reasons to accept the irreducibility of
value are compelling for Lewis; he simply accepts that his reduction of value
to sccond order desires will likely be somewhat questionable on Moore’s
terms, as well as potentially equivocal, but still be informative. Lewis argues
that making analytic hypotheses in spitc of open questions simply fits
accepted practice.  He believes that his method of determining a value is
what we actually do for the most part.

The controversy between Lewis and Johnston leads me to consider
the issue of reduction of value to some other concept. 1t scems 1o me that
analytic reductions arc problematic if one is arguing that the reduction
captures both the extension and intension of the concept being reduced. This
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is particularly true of the reduction of values to natural propertics. Even
scicntific reductions such as water is H20, where the cxtension seems right
runs into problems on the intensional dimension. The term water’ is a rich
word in English with a myriad of connotations and inscparable conceptual
associations. A poet is very likcly to use the word ’water’ rather than "H20
unless he or she is being ironic. ’Water’ contains within its meaning
associations such as preciousness, indispensability, transcendental purity or
even salvation whereas H2O is almost universally used devoid of all such
connotations while focusing on the micro-structural properties of the referent.

The valuable is a rich concept like water. To reduce its intensional
meanings is likely to mislead rather than enlighten. Even classic cxamples
of analytic statements such as ’all bachelors are unmarried men’ can clearly
run into problems with intensional meanings and even with referents. The
word “bachelor’ occasionally connotes male celebrants at wild partics and
sexual availability whereas "unmarried man’ seems to carry a more neutral
connotations.

However it seems clear that analytic reductions of valuc are
potcatially appropriate in particular scientific and instrumental contexts of
discourse. For example, one might appropriately use the concept of ideally
considered second order desires in a counseling context as a stand-in for the
idca of value because the reduction is closer to psychological roots of
behavior. The concept of second order desire may be illuminating to the
addict who feels torn by his/her raging desire for a drug and his/her
incapacity to act on prudential desires. In this context Lewis’ reduction
amounts to the translation of value language into the language of imaginative-
ly considered wants and necds. Perhaps in this context Lewis’” reduction will
make more sensc for the psychologically struggling person.

The classic utilitarian reduction of value to maximizing benefits and
minimizing costs for the greatest number is often used to good cffect in
political and legislative contexts where planning requires forecast of social
consequences.  Such instrumental contexts almost requirc simplifications.
Lewis’ point that we have to start somewhere in spite of the equivocal or
unobvious aspect of analytic reductions is well taken. Reductions sometime
result in a highly elaborated body of theoretical discourse. Notice however
that the employment of such reductions carrics the risk that oncc we have
accepted the reduction we arc likely to forget that it is cquivocal and
unohvious. We look past thc ambiguity and sometimes cven begin to claim
that therc was no lack of clarity in the analysis from the outsct. As ina
computer program wc need an escape key which we can push to bring us
hack to the most general choices in the program. If we sit down at a
computer which has been used by somconc clse who left it running al somc
unknown level of a particular program, then we arc at a complete loss until
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we have backed out and understood the 'reductive context.” Whereas it may
make scnse o use such analytic reductions in particular instrumentally
appropriatc contexts, it might also make sense to avoid reductions when
discussing valucs on the most gencral philosophical Ievel.

So far 1 have criticized Lewis’ reduction because 1 think it mislcads
along thc intcnsional dimension however 1 think his view has problems
rclated to extensional issues as well. Johnston uscs the "So What?" argument
along thesc lines. A person who values something on his or her terms, when
confronted by the ideal observer who claims that the person’s valucs arc
mistaken, may simply say ’So, what I valuc what I valuc anyway.’(Johnston
P. 157) The question is how can we legitimatcly say that such an individual
is not really valuing the right thing. It could also be argucd that the reduction
of valuc to second order desires is cxtensionally wrong because under
conditions of idcal imaginative acquaintance the ideal obscrver might arguc
that we shouldn’t desirc anything at all. For example, classic Buddhism holds
that the source of suffering is the grasping quality of our desircs. The
extinction of desire ends suffering. Here we have a case where the value
held (nirvana or the state of non-desiring) is in contradiction to the entire
complex of desirc whether it be first or sccond order desire.

McDowell in "Virtue and Reason" supporis a non-reductive
philosophical discussion of valuc:

The remotencss of the Form of the Good is a metaphorical
version of the thesis that valuc is not in the world, utterly
distinct from the dreary literal version which has obsessed
recent moral philosophy. The point of the metaphor is the
colossal difficulty of attaining a capacity to cope clear-sight-
cdly with the ethical reality which is part of our world.
Unlike other philosophical responscs to uncodifiability, this
onc may actually work towards moral improvement;
ncgatively, by inducing humility, and positively, by an
inspiring cffect akin to that of a rcligious conversion.
(McDowell, p. 347)

McDowell argucs that the cthical is better conccived from "the inside out” as
it were from the internal point of view of the virtuous person.  The
particularity of the individual encountering unique predicaments calling for
moral choice must precede generalized codes and reductive analyses. The
unique answer cach individual gives to the question "how ought life to he
lived?” will figure incvitably into cvery moral choice he or she will make.
Each individual will have a different overall answer to that question and
therefore divergent moral choices will incvitably result. In some sense values
arc the very structures which organize not only our activitics but our
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heing-itsclf. Values arc intrinsic to the historically moving and located "whirl
of organism.” To reduce value to facts about an objective world is a kind of
suicide of subjectivity and conscquently a disappearance of that which we arc
trying to analytically reduce. Attcmpts at cadifying with finality objective
rulcs and principles of right action arc bascd upon the positivist illusion of
achieving realistic certainty through impossiblc  objective viewpoints
(McDowell, p. 12 of ’Acsthetic Value).

The uscfulness of an analytic reduction of value is called into
question in the context of artistic expression. Perhaps there are good reasons
why a scicntist but not a poet would want to research the reality of watcr
under the description/expression "H20"

Suzannc K. Langer in Problems of Art addresscs the issuc of how art
can capture broader aspects of human experience than the rational discursive
intclicct. Much of our experience is simply not formulable in language.

The usual factoring of that lifc-strcam into mental
cmotional, and scnsory units is an arbitrary scheme of
simplification that makes scicntific trcatment possible to a
considerable extent; but we may already be closc to the
limit of its usefulncss, that is closc to the point where its
simplicity becomes an obstacle to further questioning and
discovery instcad of the revealing, ever-suitable logical
projection it was expected to be. Whatever resists projec-
tion into the discursive form of language is, indeed, hard to
hold in conception, and perhaps impossible to communicate,
in the proper and strict sense of the word ’communicate.’
But fortunately our logical intuition, or form-perception, is
rcally much morc powerful than we commonly believe, and
our knowlcdge—genuine  knowledge, understanding--is
considerably wider than our discoursc. Even in the use of
language, if we want to name somcthing that is too new to
have a namc(eg. a newly invented gadget or a newly
discovered creature), or want to cxpress a relationship for
which there is no verb or other connective word, we resort
to metaphor; we mention it or describe it as somecthing clse,
something analogous.....it formulates a ncw conception for
our direct imaginative grasp. (Langer p.22,23).

Although Lewis® proposed reduction has been criticized, his emphasis
on imaginative acquaintance cxplorations coupled with a richer non-reductive
use of value concepts offer the opportunity to deepen disccrnment and moral
sensibilitics. The argument from the analogy with art will generally support
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non-reductive, hermencutical(ic circular as in Johnston’s program), determina-
tions of valuc but also tend to support Lewis' claims for imaginative
acquaintance over Johnston’s preference for values criticized by substantive
rcason. Nevertheless Johnston and Lewis may not be as far apart on the
issuc of imaginalive acquaintance versus reasoncd judgment as it appears at
first. Clearly a novelist such as Mclville when he labors to imagine characters
acting in a fictional world is using a grcat deal of substantive reason in his
work. The imaginative act is painstaking and well-considered, indeed the
creative/aesthetic act is also a moral act. This kind of disciplincd imagination
is to be distinguished from mere fantasy or day-drcaming. Notice that even
different meta-cthical views can be weighed within imaginative litcrary
experiments.  For example it scems that Meclville was appreciating(and
criticizing) virtue cthics in the litcrary person of Billy Budd, while Captain
Verc’s judgment is handicapped by utilitarian rcasoning. Melville is fairly
explicit that thesc were at least some of his interests in writing the novel.
Johnston recognizes that Lewis’ imaginative acquaintance has implicit
connections to practical reason which haven’t becn specified (Johnston, 151.)
However he suspects Lewis of conceiving imaginative acquaintance as a
quasi-perceptual process and establishing the objectivity of value in this
manner. Johnston believes that quasi-realist perceptions of value arguments
arc fraught with difficulty and prefers a non-reductive responsc-dependent
account of value.

The world considered with respect to valuc is currently open,
expanding and deepening. Thec objects of such perception arc primarily
human events and relations however they extend to other forms of life and
to the fate of the universe itself. The deliverances of human moral scnsitivi-
tics involve a fantastically complex blending of cognition, perception, cmotion
and cven sensation.  This blending of capacities may or may not be uscfully
described as “intuition," “moral insight," "conscience,” "moral sense," or "moral
judgment.” The pragmatic test of valuc claims depends upon whether they
activatc and refinc moral cxperience and activity or whether they tend to
rcify and dcaden. Depending on a person’s level of understanding and
motivation thc same ethical view may cnlighten one mind and darken
anothcr, or even enlighten or darken the same person at different times. For
cxample, a newly clected legislator might find utilitarian analyses of valuc
particularly illuminating for his/her lcgislative practice but as awarencss
deepens ahout how legislation affects particular pcople perhaps naturalist
cthics will be seen to have important limitations which blind some aspects of
cthical experience as it reveals others.

The example of art reminds us that human understanding is much
broadcr, deeper and more open-ended than any particular realm of reductive
discourse. The creative process is open in the sense that the artist would he
hard-pressed 1o decide whether the moment of creation is one of discovery,
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invention or reflection. The cthicist is in the same position with respect o
values as the art critic is to a work of art or cven the artist to his/her own
work. The art critic is endcavoring to understand the work of art and to
describe it for the benelit of readers.  Any sensitive art critic is going to
realize *aat the work which is being approached will never be reductively
subsumed by the criticism. To belicve otherwise would be the height of
arrogance. The intention of the artist can be pondered but not known with
much certainty. Artists often feel as though the act of creation transcends
their conscious intentions. An art work can be a mystery to be understood
cven by the artist who created it. The art critic endeavors to closely track the
meanings and acsthetic choices implicit in the work but hardly to claim to
have fepresented it completely. Although it would seem to be possible that
a work of criticism can become a more interesting and valuable work of art
than the work of art which originally inspired the criticism. The ethicist is in
same position.

At the bottom of the cognitive/non-cognitive debate about ethics, is
either the attempt to radically subjectivize or objectivize value. Some writers
like Mackie, because they hold a too rigorous standard of objectivity relegate
values 1o the realm of subjective appearance. On the other hand, those who
arc intent on an empiricist view of value arc tempted to engage in reductive
analyses which neglect the cssential connection valucs have to lived
experience. 1 seck a position which critiques both the notion of pure
subjectivity or pure objectivity with respect to value. [ believc that some
value claims can be mistaken or inferior to others while simultancously
recognizing that values are subjectively inveated as well as discovered in our
responscs to the world.  Valucs are the means with which we orga-
nize /express ourselves and ultimately determinc and become our essence. The
adage "what thou lovest well is thine truc heritage” captures nicely the idea
that we become our valucs or at least the activity which whirls about our
values. Some people hold for a life' e particular values from a very carly
age. 1t is remarkable how often adunt vocations are determined by childhood
interests and the sense of relicf some adults experience when they return to
thosc interests after prolonged work in other fields. Values arc the theories
on which we bet our lives.

It scems to me that values at their most objective extreme can be
witnessed as does Jorge Luis Borges when contemplating human artifacts
such as his dagger in his pocm "The Dagger.”

A dagger rests in a drawer.

It was forged in Toledo at the end of the last
century. Luis Mclian Lafinur gave it to
my father, who brought it from Uruguay.
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Evaristo Carreiego once held it in his hand,

Whoever lays eyes on it has to pick up the
dagger and toy with it, as if he had always
been on the lookout for it. The hand is
quick Lo grip the waiting hiit, and the
powerful obeying blade slides in and out
of the sheath with a click.

This is not what the dagger wants.

It is more than a structure of metal; men
conceived it and shaped it with a single end
in mind. It is, in some eternal way, the
dagger that last night knifed a man in
Tacuarembo and the daggers that reined on
Cacsar. It wants to kill, it wants to shed
sudden blood.

In a drawer of my writing table, among draft
pages and old letters, the dagger dreams
over and over its simple tiger’s dream. On
wielding it the hand comes alive because
the metal comes alive, sensing itself, cach
time handled, in touch with the killer for
whom it was forged.

At times I am sorry for it. Such power and
single-mindedness, so impassive or innocent
its pride, and the years slip by, unheeding,

Such witnessing is not "mere” projection of subjective attitudes on a *factual’
world devoid of value. On the other hand such properties are subjective
insofar as they can only fully resonate with a conscious subjectivity which is
capable of perceiving such properties. Values can be shaped and embodied
into artifacts, into art works and more subtly into organized patterns of
behavior such as institutions. Notice how once shaped, values in turn shape
and become a part of our physical and cultural cnvironment.

The means of discerning values are manifold depending on the
subjectivity at work. Johnston’s preference for the critical deliverances of
substantive reason is a classic predisposition of philosophers. Lewis’ emphasis
on imaginative acquaintance would naturally be the choice of many artists.
On the other hand both writers balance their choices. Lewis is willing to
arguc for an analytic reduction of value to idcally imagined desirc while
Johnston is more hermencutical in his cheerful acceptance of valuc conditions
in the premises of his arguments. | would take a more cxtreme position
accepting the irreducibility claim in Johnston's argument as well as Lewis’
notion of imaginative acquaintancc.
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Educational Implications

It is clecar that value issues are central to the ways in which
educational processes work themselves out. Values are in the very architee-
ture of schools as well as in curricular choices and teacher styles. Values
influence context and much of the content of schooling. It is crucial to be
thoughtful and explicit about addressing value concerns in schools.

The problem of the objectivity or subjectivity of valuc can be
addressed developmentally. It would secm that moral realists who want to
tcach the objectivity of value, that is that values are objective interests
cognitively and empirically determined, have a persuasive argument for their
position when it comes to teaching students in lower grade levels. The realist
position, however, is not the full story because it can’t do justice to the
irreducibility of value and to the subjective/creative side of value. The
subjective complexity of value can be approached first through the semantic
avenue of the intensionality /extensionality discussion when students are a bit
more prepared for the problematizing of existence.

Meta-ethical relativism copes nicely with the subjective side of valuc
and with the diversity of belief across cultures and yet it has few rcsources
to contemplate value as properties as does Borges when he contemplates his
dagger or like the empiricist who carefully addresses the value conditions
which can enable life to flourish. Our consumer culture tends to support an
impoverished version of relativism which reduces to valuc to brute preference
and the power to gratify first order desires. If you want it, and get it then it
is good. Even clear health risks such as smoking get glossed as fun in the
sun. This sort of simple-minded meta-ethical view is pernicious but widely
held and in nced of criticism.

Educators necd to promote a kind of dialectical development in the
understanding of value. Sheer cgoism must open to consider objective
interests and prudential desircs which in turn get broadened to include the
interests of the community, but at some point the whole issuc of rclativi-
ty/subjectivity nceds to challenge objectivity. Then, once the subjectivity of
value is accepted, it needs the criticism once more of objectivity. It puts me
in mind of the ancicnt Asian adage, “First there is a mountain, then there is
no mountain, then there is.”
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CONFUCIUS AND HIS IMPACT ON EDUCATION

Kyung Hi Kim
Northern lllinois University

Confucius was born in the statc of Lu. China in 551 B.C. and dicd
in 479 B.C., ten years after Socrates was born. Throughout his lifc, Confucius
sought to function as a true educator, but with a philosophical attitude. He
belicved that education is a process of cultivating one’s wisdom and moral
consciousncss. Wisdom and moral consciousncss, he claimed, arc the
distinctive and imperative human character, and arc the roots of establishing
moral social order and harmony among people, in society, and with nature.

Confucius lived through times of moral, social, and political chaos.
Wars were prevalent owing to the decline of the power of central govern-
ment, the collapse of feudal system, and the selfishness of different states.
The misery and oppression of the poor werce increased, governments were
corrupted, and thieves and robbers wcre roamed throughout the states of
China. (Chen, 1990) Confucius’s lifclong project was, thercfore, to correct,
reform, and reestablish the moral, social, and political ills that were
prohibitive to the development of moral social order and harmony.

The importance of his ideas and educational praxis can be found in
his emphasis on the distinction between the roots and branches of human
lives in socicty and in naturc. He docs this in order to redircct human scarch
towards realization of wisdom and moral consciousncss. According to him,
success, power, fame, and wealth are not the roots of human life but the
branches or the results of some specific action. The persons who search for
and strive toward realization of the roots of humanity and lifc are the persons
who aspirc to achicve wisdom and moral character. Education ought to
promote and facilitate the development of roots of human nature and life.
In short, Confucius belicved that the development of good persons through
cducation is fundamental to both the development of morally well-ordered
and harmonized life and socicty.

In this paper, I will discuss the Confucian concepts of truc person,
true education, and genuine life. For this purpose, an analyscs of following
concepts will be included: Tao (The way), Teh (Non-deviation), Yang antl
Yin (Initiationand Completion), Yi (Rightcousness), Jen (Humanhcartedness),
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Li (Propriety). Chih (Wisdom), and Chung Yung (The Golden Mcan).!

Balun(1969) intcrprets that "Tao is Nature. By "Naturc” meant the
wholc universe, including everything within the universe, as it proceeds on its
course without interruption. Tao is the way. It is the way of Nature which
procceds through comings and goings, beginnings and endings.” (p. 18)
Naturc consists of natures. The universe is constituted of beings, such as
humans, animals, trees, mountains, wind, and water etc. Each of these
diffcrent beings has its own nature. The universal Tao consists of many (aos,
ard every tao has its own way to follow, from its beginning to its end in its
own way. “"Nature is good; naturcs arc goo. 50 long as it pursuits its own
course without being interfered with by other natures or without imposing its
own nature upon others.” (Bahm, 1969, p.19) Here, we can relate the
concept of Tao to the understanding of human nature and the realization of
human way. Confucius clcarly meant wisdom in the sense of recognizing and
actualizing human nature and human way in relation to naturc and socicty.

"Teh is the ability of anything to follow its own nature. 1t is the
power of Nature to be natural, and it is the power of cach particular being
to behave in accordance with its own nature.” (Bahm, 1969) Tet: is the
capability of those who do not fail to deviate from one’s natural way. In this
sense of being able to or have a will to steadfast to natural way, the concept
of Teh is deeply related to the concepl of Chung Yong which is intcrpreted
as "golden mean” for some, and for others as “genuine living.™

"By Chung (central) is mcant is not one-sides, and by Yung
(enduring) meant what is unchangeable. Chung is the correct path of the
world and Yung is the definite principle of the world." (Chan, 1973) Bahm
considers that

Chung Yung is behavior that is enduringly undeviating. This
is genuine living. Those who deviate, who lcan toward
cither onc side or the other of the way (Tao), lack Teh.
They lack genuinencss. They fail 1o adhere to their truc
nature. Some attain Chung, but do not maintzin it for long.
They lack Yung. sicadfastness, constancy, persistence, or
strength to continuc virtuously. (1969, p.51)

In the book, Golden Mecan, Confucius claimed, "What Heaven
imparts to person is called human nature. To follow our nature is called the
Way (Tao).  Culivating the Way is called cducation.” (Clan, 1973)
Conlucius illustrates:

being true 1o onesell s the law of God. “To try to be true
to onesell is the law of raan. He who is naturally true 1o
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himsclf is one who, without effort, hits upon what is right,
and without thinking understands what he wants to know,
whosc life is casily and naturally in harmony with the moral
law. Such a one is what we call a saint or a man of divine
nature. He who learns 1o be his true self is one who finds
out what is good and holds fastto it. In order to learn to be
one’s truc sclf, it is necessary to obtain a wide and extensive
knowledge of what has been said and donc in the world;
critically to inquire into it; carcfully to ponder over it;
clearly to sift it; and carnestly to carry it out. To arrive at
understanding from being onc’s truc sclf is called nature,
and to arrive at being one’s true self from understanding is
called culture. He who is his true self has thereby under-
standing, and he who has understanding finds thereby his
true self. (Lin, 1943)

Confucius further comments on the inseparable relationship between
the development of true sclf and its influential power that a person has to
oncsclf and to others by illustrating that:

realization of the true self compels expression; expression
hecomes evidence; cvidence becomes clarity or luminosity
of knowledge; clarity or luminosity of knowledge aclivates;
active knowledge becomes power and power becomes a
pervading influence. Only thosc who are absolutely their
truc selves in this world can have pervading influ:nce. (Lin,
1943)

The concept of Yang and Yin is also related to understanding Tao.
The beginnings and endings of ail things in Nature arc referred to as yang
and yin. Bahm claboratcs the concepts of yang and yin a- follows:

The tendency toward opposition is ever present, Opposition
is the source of all growth. The principle of oppositicn is
inherent in Nature, so oppositeness will continue forever, no
mattcr how many opposites may come and go. The princi-
ple of initiation (yang) and the principle of completion (yin)
continues also....All things arc impregnated by two aliernat-
ing tendencies, the tendency toward completion and the
tendency toward initiation, which acting together, comple-
ment cach other.  Ultimate reality involves initiation of
growth, initiation of growth involves completion of growth,
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and completions of growth involves returning to that whenee
it came. (1969, p. 25-26)

Therefore, we can see through yang and yin principle of nature, "cach thing
which grows and develops to the fullness of its own nature completes its
coursc by declining again in a manner inherently determined by its own
naturc.” (Bahm, 1969) Confucius added that humans arc naturally social
beings, so we can apply the principle of yang and yin to the naturalness of
human association.

Yi refers the right. proper and the best way of doing things. "When
a tao has teh, then yi prevails. When yi prevails, then a tao has teh. It is by
sclf-activity that all things fulfill themselves. If there were no self -activity, life
would cease. If self-activity did not govern, then disruption would set in. By
letting cach thing act in accordance with its own nature, everything that nceds
to be done gets done. This is the best way of doing things.” {Bahm, p.29)

Bahm interprets that "knowing yi not only entails understanding how
undisturbed self-activity leads to fulfillment of each being but also provides
insight into what is best in social relations. Wise person knows that cach
thing has a nature which is able to take care of itself. Knowing this, he is
willing that cach thing follow its own course.” (p.28) in the book, Golden
Mean, (Chan, 1973) Confucius defines yi (Righteousness) is the principle of
sctting things right and proper. He further elaborates the concept of yi and
rclates it in the book of The Great Learning:

The ancient who wished to preserve the fresh or clear
character of the people of the world, would first set about
ordering their national lifc. Those who wished to order
their national life, would first sct about regulating their
family life. Those who wished to regulate their family life
would set about their personal life. Those who wished to
cultivate their personal lives, would first set about setting
their hearts jights. Those who wished to set about their
hearts right would first set about making their viills sinccre.
Those who wished to make their wills sincere would first set
about achicving truc knowledge. The achicving of true
knowledge depended upon the investigation of things. When
things arc investigated, then true knowledge is achieved;
when true knowledge is achicved, then the will becomes
sincere; when the will 1s sincere, then the heart is set right
(or the mind sces the right); when the heart is set right, then
the personal life is cultivated, then the family life is regulat-
ed; when the family is regulated, then the national life is
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orderly; and when the national life is orderly, then there is
peace in ihis world.  From the emperor down to the
common man, all must regard the cultivation of the personal
lifc as the root of Toundation. There is never an orderly
upshoot or superstructurc when the root or foundation is
disorderly. There is never yet a tree whose trunk is slim
and slender and whose top branches are thick and heavy.
This is called "to know the root or foundation of things."
(Lin, 1943, p.126)

We can sce that Confucius's attempt to relate the accomplishment of yi to the
cultivating wisdom and moral character which are fundamental to the
development of ultimate good life and society.

Fung Yu-Lan (1948) considers Yi (righteousncss) that it
means the "oughtness” of a situation. It is a categorical
imperative. Everyone in the society has certain things which
he ought to do, and which must be done for their own sake,
because they are morally right things to do. If, however, he
docs them only because of other non-moral considerations,
then even though he does what he oughi to do, his action is

no longer a righteous one. He is then acting for *profit’.
(Fung Yu-Lan, 1948)

Confucius add the concrete and human hearted love scnse of yen to the
formal and duty oriented sensc of yi in emphasizing moral consciousness and
praxis.

Yen is interpreted by Jaspers (1957) as "humanity and morality in
onc." Fung Yu-Lan relates yi to yen as {ollows: "tz formal esscnce of the
dutics of man in socicty is in their "oughtness," because all these dutics arc
what he ought to do. But the material sensc of these dutics is "loving others.”
i.c., jen or human-heartedness.” In the book, The Analects, when Confucius
asked about humanity, he answered, "It is to love men." (Chan, 1963)
Confucius adds that the person who rcally loves others is one who is able to
perform onc’s duties in socicty. Jaspers claborates the concept of yen as
follows:

The idcogram of yen means "man” and "two," thal is to say:
{0 be human means 1o be in communication. The question
of the nature of man is answered, first in the elucidation of
what he is and should be; sccond in an account of the
diversity of his existence. ... First, A man must become a
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man. For man is not like the animals which are as they are,
whosc instinets govern their existence without conscious
thought; he i a task (o himsclf. Mcn actively shape their
lifc together and, transcend all instincts, build it on their
human obligation. Humanity undcrlies every particular
good. Only he who is 1n yen can truly love and hate. Jen
is all-embracing source. It is through yen that the particular
virtue becomes truth. (Jaspers, 1957)

Confucius distinguished the person of yen (truc person) from the
person of "goody-goodics.” In fact, Confucius claimed that "the goody-goodies
are the thieves of virtue." Mencius attempt to describe these class of people:

They say, "Why be idealistic like those people? When their
words do not tally w.. heir words, they say, “The ancient
people! The ancient people!” Why are they so supercilious
toward the world and so cool and detached in their conduct?
When a man lives in the present world and acts according
to the standard of the present world, and succeeds, it is
quitc cnough! They are the class of pcople who are quite
contented to secure the approval of society. These arc what
the country folk call "good man,” or "goody-goodies.” (Lin,
1643)

Mencius further explains why Confucius calls those people as 'the thieves of
virtue.” Mencius said:

You want to criticize them and they seem so perfect; you
want to lampoon them, and scem so correct; they fall in
with the current conventions and thoroughly identify
themselves with the ways of the times. In their living they
scem to be so honest and faithful, and in their conduct they
scem Lo be so moral. Everybody likes them and they arc
quitc plcased with themsclves. But it is impossible to lead
them into the ways of Tao. ... They resemble the real things
but are not the real things.” (Lin, 1943)

In The Analects, when Confucius was asked about the meaning of
jen, Confucius answered: "Do not do to others what you do not wish yoursell.
... The man of jen is one who, desiring to sustain himself, sustains others, and
desiring to develop himself, develop others. 1o be able from one’s own self
(o draw a paraliel for the treatment of others; that may be called the way to
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practicc jen." (Fung, 1948) In the practice of yen, the consideration for others
is crucial. Fung (1948) further ilfastrates that

Do to others what you wish yourscli™ is the pusitive expres-
sion of the practice, which was called by Confucius chung or
"conscicntiousness to others. And the negative aspect, which
was called by Confucius shu, “altruism,” or "the principle of
reciprocity” is: "Do not do 1o others what you do not wish
yoursclf.” Therefore, the principle of chung and shu is the
"way to practice jen. (p.43)

Li (propriety, ritual) is, according to Lin’s interpretation:

the foundation or indispcnsable principle of government,
cannot merely mean the observance of ritual, but represents
a philosophy of social order and social control. Li practical-
ly covers the entire social, moral and religious structurc of
ancient Chinese society. Its aim was to restore the ancient
feudal order, with a clear hierarchy of ranks, but this
principle of social order was extended and broadencd to

cover the esscntial human relationships in the family and
social and political life. It was thercfore to establish a
complete moral order in the nation by a clear and simple,
but sharp, definition of social status and its specific obliga-
tions, thus providing the moral basis for political order. (Lin,
1943)

Regarding Li, the central conception of Confucian project:

it mcans the study of the ritualism of religious worship, state
ceremorics, folk festivals, the marriage ceremony, funeral,
“capping” und “coiffurc” ccremonics for boys and girls
rcaching maturity (at the age of twenty for boys and fifteen
for girls), army discipline, the cducational system, conduct
of the scxes and home life, eating and drinking and sports
(cspecially archery, carriage driving, and the hunt), music
and dance. 1t mecans & system of well-defined  social
relationships with definite attitudes towards onc another,
love in the parents, filial picty in the children, respect in the
younger brothers, fricndliness in the clder brothers, lovaity
among, fricnds, respect for authority among subjects and
kenevolence in the rulers. It means the mental state of
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picty. It mcans moral discipline in man’s personal conduc..
As a broad principle of personal conduct, it mecans "propri-
cty” in cverything, or doing the proper thing. As a broad
social principle, it means “the order of things,” or "cverything
in its right olace." It means ritualism and the obscrvance of
forms. 1t means continuity with the past. Finally, it means
courtesy and good manners. (Lin, 1943, p.190)

Duke Al asked Confucius, in the book of L/K1, the importance of
li. Confucius said: "What I have learned is this, that of all the things that the
people live by, fi is the greatest. Without li, we do not know how to conduct
a proper worship of the spirits of the universe; or how to establish the proper
status of the king and the m’ Usters, the ruler and the ruled, and the clders
and the juniors; or how to eslablish the moral relationships between the
sexes, between parents and the children and between brothers; or how to
distinguish the different degrees of relationships in the family.” (Lin, 1943)
Here we can sec that following /i is the basis of establishing moral social
order and harmony.’

In cultivating /i, Confucius put a great cmphasis on name rectifica-
tion, sincerity, and respect. Confucius helieved that name rectification is the
first step to rebuild the moral social chaos. Confucius said:

Words must be set aright. What inheres in words should be
brought out. The prince should be a prince, the father a
father, the man a man. But language is constantly misuscd,
words are employed for meanings that do not befit them.
A separaticn arises between being and language. "He who
has the inner being also has the words; he who has words
docs not always have the inner being." If the language is in
disorder, everything goes wrong. "If words (designations,
concepts) are not right, judgements are not clear; works do
not product; punishments do not strike the right man, and
the peopl: do not know where to set hand and foot."
“Therefore the superior man chooses words that can be
employed without doubt, and forms iudgements that can be
converted into actions without fear « © doubt, The superior
man tolerates no imprecision of his speech.” (Jaspers, 1956)

The concept of sincerity is related to both the principle of reciprocity
and the cultivation of /i, Sincerity is fundamental in dealing with others,
When you are not sincere with others, according to the principle of reciproci-
ty. they wiil insincere with you. Pretended good will result in preiended good

L‘, o/




[€)

ERIC

PAFullToxt Provided by ERIC

MPES Proceedings 1992 185

will to you. Pretention is deceitful and deceit begets decett, distrust, and fcar.
(Bahm, 1909) Sincerity is also necessary in developing the appropriate forms
or representation of fi in the sense of having unity of between inner feelings
and outer expression. Bahm (1969) illustrates on this:

To lcarn the customary forms of external behavior without
understanding  their inner significance 18 artificial, not
natural. To lcarn the social properties without learning why
they arc appropriate is to be misinformed.  Confucius
viewed as artificial any manner of hehaving which failed to
express one’s true intentions. When one’s external forms do
not correctly reveal one’s internal attitudes, one’s behavior
s formalistic. Sincerity requires that onc be not formalistic.
(p43)

in the Hook LIKI, Confucius relate the concept of respect to the
cultivation of {i. Confucius said:

A superior person is always respectful or always shows
regard for everything. First of all he is respectful, or shows
a pious regard toward himself. How darc he be disrespect-
ful or have no pious regard for himself since the scif is a
hranch of the family line? Not to show regard for one’s self
is to injure the family, and to injure the family is to injure
the root, and when the root is injured, the branches die off.
These three things, the relationship toward one’s wile,
toward onc’s children and toward one’s self, arc a symbol of
the human rclationships among people. When a spvereign
carrics out these three things, his example will be imitated
by the cntire country. Thus harmonious rclationships will
prevail in the country.” (Lin, 1943)

Confucius meant by saying 'showing respect for onc'’s sclf™:

When a sovereign makes a mistake in his speech, the people
quote him, and when a sovereign makes a mistake in his
conduct, the people imitate him. When a sovercign makes
no mistakes in his speech or his conduct, then the people
fearn respeet for him without any laws or regulations. In
this way the sovereign shows respect Tor himself” (Lin,
1943)
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Here, Confucius implied the distinctions between genuine, long lasting, and
natural respect from manipulatea and imposed respect.

Chiit is wisdom. 1t consists in understanding the signilicance of yen
(Human hcartedness or good will), yi (righteousness). i (propricty), and
following the chung yung (the golden mean or genuinc living). Bahm (1969)
views that

wisdom involves 1) understanding i, i.c., that acting
naturaily is the best way of doing things; 2) having jen, i.c.,
cmbodying genuine good will sincercly; 3) knowing and
conscientiously practicing /i, i.c., acting in a manner which
always appropriatcly express onc’s attitude and actions a
complete willingness to act in accordance with yi, yen, and
li. It is this unreserved commitment (o wanting and doing
whatever is best which constitutes chih. ... wisdom is not a
momenlary affair, but is a persisting tendency to respond,
both genuinely and willingly, to each persoral and social
task as it comes. (p. 49-50)

In relating the importance of education to the development of
wisdom and moral character, Confucius gave a remarkable answer in the
book of The Analects:

If a man loves kindness, but doesn’t love study, his short-
coming will be ignorance. If a man loves wisdom but does
not love study, his shortcoming will be having fanciful or
unsound ideas. If a man loves honesty and does not love
study, his shortcoming will be a tendency to spoil or upsct
things. If a man loves simplicity but does not love study, his
shortcoming will be sheer following of routine. 1f a man
loves decision of character and docs not love study, his
shortcoming will be self-will or headstrong belicf in himself.
(Lin, 1943)

{n another book of LIKI, Confucius put cmphasis on the unity
among continuous educating or advancing knowledge, truc person, and
developing harmoniously ordered good government. Confucius said:

To govern a country withoat I is like tilling a ficld without
a plough, To obscive /i without basing it on the standard of
right is like tilling the ficld and forgetting (o sow the seeds.
To try to do right without cultivating knowledge is like
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sowing the sceds without weeding the ficld. To cultivate
knowledge without bringing it back to the aim of truc
manhood, is like weeding the ficld without harvesting it.
And to arrive at the aim of truc manhood without coming
{o cnjoy it through music, is like barvesting and forgetting to
cat the harvest. To cnjoy true manhood through music and
not arrive at complete harmony with nature is likc cating
and not be coming well-fed, or bealthy. (Lin, 1943)

Confucius further claborated and emphasized the significance of
lifclong cducational process in actualizing a true person in the book LIKI:

Forever occupy your thoughts with education. ... Only
through education does one come to be dissatisficd with his
own knowledge, and only through teaching others does one
come to realize the uncomfortable inadequacy of his
knowlcdge. Being dissatisfied with his own knowledge, one
then realizes that the trouble lies with hés:clf, and realizing
the uncomfortable inadequacy of his ku.wledge, one then
fcels stimulated to improve himself. (Li1, 1943)

Good education cannol be achicved without a good tcacher.
Confucius considers that “a good teacher guides h' .iudents but does not pull
them along; he urges them to go forward and ¢ «s not suppress them; he
opens the way, but does not take them to the place. Guiding without pulling
makes the process of learning gen:.2; urgng without suppressing makes the
process of learning easy; and opening the way without leading the students
to the place makes them think for themselves.” (Lin, 1943) According to
Confucius, only a true person, who continuously cultivates onesclf in order
to achieve wisdom and moral character, can be a goed teacher who makes
others follow one’s ideal. Confucius illustrates that "his words are concisc but
cxpressive, casual but full of hidden mcaning, and he is good at drawing
ingenious examples to make people understand him.” (Lin, 1943)

In conclusion, truc cducation, when it promotes or moves toward the
roots of human life - actualization of wisdom and moral consciousness -
completes the process of cultivating human character. There are inseparable
relationships among fruc person, true cducation, democratic and moral
socicty, and finally good life for all. According to Confucius, true person is
the person who strives to achicve yen (human-heartedness, or humanity), v
(rightcousncss), li (propreity), and chifi (wisdom). These moral human
character or virlues cannol be obtained without continous inquiry and
fcarning. Democratic and moral socicly require persons or members who can
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recognize and strive to realize the principles of good society and humanity.
The major impact of Confucius on education, 1 belicve, is the attempt to
correct and reconmsider the direction of the educationa!l process through
recognizing the distinction between the roots or sorces and branches or
outlets of human life. Education is also attempt to realize the full significance
of the genuinencss of moral persons in sociely in tune with naturc.

ENDNOTES

' For background understanding of Chinese philosophy and culture, and
Confucius’ life, I referred to Allison (1989), Chang (1954), Chen (1972), C.
Cheng (1991), T. Cheng (1935), Creel (1960 and 1965), Cua (1982), Eno
(1990), and Fung (i962). For Korean interpretation and application f
Confuscitis and confucianism, I referred to: Cho {1986), Chung (1980), H.
Kim (1991), H. S. Kim and others (1986), Y. Kim (1991), and Kum (1989).

* Refer to Chan (1973), Creel (1960), Dawson (1981), Doeblin (1965),
Kaizuka (1956), and Legge (1971).

* Refer to Fingerette (1972), Giles (1970), Legge (1971), and Ware (1955).
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REFLECTIONS ON A ROUND TABLE DISCUSSION --
"THOUGHTS ON EVALUATION:
MORAL AND ETHICAL DILEMMAS Or GRADING”

Richard C. Pipan
Oakland University

Author’s note: This paper offers the author’s reflections on
the Round Table discussion on the topic "Thoughts on
Evaluation; Moral and Ethical Dilemmas of Grading" held
at the Midwest Philosophy of Education Conference in
Chicago on November 13th 1992. As an alternative (o a
more conventional, formal paper presentation, this scssion
was proposed to the MPES Program Committec in the
interest of promoting scholarly research, reflection and
dialogue. This author shares the view -- as expressed in
AERA’s Division B (Curriculum Studies) December 1992
Newsletter -- that "experimental format" sessions ('..dia-
logues, multi-media sessions, audience-participation sessions,
and other revolutionary things..." need to be included within
the spectrum of, and valued as, scholarly work. In a scnse,
there was a double dialectic: in operation at the Round Table
Discussion: not only was the session about evaluation, it was
designed as a scholarly activity to provoke questions about
how one evaluates scholarship in the area of evaluation. 1t is
hoped that future MPES conferences and publications will
encourage and reflect emerging forms and practices of
scholarship.

The author wishes to thank all those who attended
and participated in the session, and special thanks are
extended to those who contributed reading materials for our
consideration at the discussion. Quotations cited from the
Round Table have been transcribed from an audio tape
cassette which is available on request from the author.

1. Introduction
it is safe 10 say that cach of us has been subject to processes of
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evaluation and grading as we advanced through formal educational systems.
Many of us attending the MPES Conference have moved from the role of
students as recipients of evaluations and grades to that of teachers who offer
cvaluations and assign grades 10 the students enrolled in our courses. [This is
not to ignore the fact that, as professors and teachers, we remain subject 10
evaluation and "grading” procedures consonant with tenure review, ongoing
professional development, and peer review of our scholarly efforts. But that
is another topic for another time....]

Given the intensity of our discussion at the Round Table session, it
is apparent that we are noi dispassionate about our role as evaluators of
student performance. The matter of effcctive, articulatc and humane
evaluation cvoked spirited debate and exchange. The focus of this paper will
outline moral and ethical dilemmas raised in our discussion, very briefly
summarize technical and procedural approaches to evaluation and grading
that have been suggested as worthy of our consideration, identify unresolved
questions, and last, suggest curricular and educational policy issues that we as
philosophers of education might address. As a reflection on the Round Table
Discussion, this paper is not intended to objectively describe nor "report on”
the discussion; rather, it offers selections from the discussion and combines
with them this author’s impressions and interpretations.

11. Moral and Ethical Dilemmas
In the interest of brevity, moral and ethical dilemmas raised at the
Round Table will be framed in the form of questions. Each question will, in
turn, be briefly commented upon drawing from key statements made by
participants in the session. While, perhaps, not every issue will be recounted
here, hopefully the most salient dilemmas will have been conveyed.

1. How do standardized tests impact our evaluation processes?

Two interrelated themes emerged in our discussion on this topic: the
first raised the issuc of the validity and reliability of standardized tests
themselves; the second addressed questions of how standardized tests impingc
upon the professional judgement of the individual educator. Th< first theme
might be summarized in the following manner: /f a standardized test can be
constructed so that it is both valid and reliable, does it serve an educative
function and avoid moral and ethical dilemmas? The crux of this argument
is based upon the view that a valid and reliable test avoids bias and is
therefore fair. The main linc of discussion on this theme focussed on two
sub-topics: first, the conditiona! nature of fairness, and second, the function
of standardized testing. On the first sub-topic, Robert Barger advanced the
view that fairness is the test of the test. If it can be determined that a test is
reliable and valid, then objections to it can not necessarily be made on the
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issue of fairness. Arthur Brown countered (citing his and Bob Craig’s (1977,
publication Grading Testing and Grading) that research on standardized
testing provides compelling evidence that standardized tests fail to achieve a
degree of validity that is adequate to many investigators, are culturally and
ideologically biased, and furthermore, “Tests do not do what they purport to
do.” Given the findings of meta analyses of research on standardized testing,
according to Brown, standardized tests are a source of injustice. Even if the
criteria of reliability and validity, and therefore fairmess, were met, moral and
cthical issues, remain due to the function of these tests.

Arthur Brown passionately outlined his criticism of standardized
testing on pedagogical grounds. Brown maintained that standardized tests
impinge upon the professional judgement of individual educators. Brown
stated:

1 have to rely on my own professional judgement, and I
don’t want to rely on others’ professional judgement.... So it
[standardized tests] locks me out if my students’ grades or
status as students will be determined by authorities other
than myself.

Brown went on Lo say:

1 just don’t want those little standardized tests which are
going to divert my attention from my own professional
responsibilities and focus my activities and my teaching on
the students passing someone elsc’s test.

Brown noted that "Any accountability system which we don’t
worthily accept is going to... force us into antisocial behavior: lying and
cheating.” He maintained that rescarch evidence and his own experience show
that educators will often "teach to the test” and will Liereby often subvert the
test in the interest of their students’ (and their own) survival within an
accountability system which values and employs standardized tests.

Given the conditional acceptance of, and the criticisms leveled
against, standardized testing, its use in educational settings remains fraught
with moral and ethical dilemmas. Also given that we as educators are rarely
able to examine and critique standardized tests administered to our students,
we frequently remain ignorant of the specific limitations or inadequacies (and
attributes) of any specific test. The locus of control for such assessment and
evaluation remains outside our individual (and sometimes collective)
judgement.
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2. Given the emergence of portfolio assessment as a form of evaluation, what
promise and problems are associated with this approach?

The strongest case made for considering student portfolios as
cvidence of their achievement was that portfolios offer multidimensional,
longitudinal and individualized documentation of a student’s learning, As an
ongoing and unfolding project, portfolios may offer greater opportunities for
reflective and integrative analyses of one’s inquiry and discoveries. Further-
more, unlike "test-teach-test” forms of assessment (particularly short answer,
completion, multiple choice or, especially machine-scored tests), portfolios
may promote more dialogic encounters between an educator and ker or his
students and offer greater opportunities for expansion and improvement of
a student’s projects. Like many artists who document and preserve their
accomplishments within a portfolio, students in courses might make more
concrete and tangible their educational achievements. Cze further possibility
of portfolios is that the evidence gathered within it might serve as a resource
for the student’s future educational and occupational responsibilities. In a
sense, it has potential to advance the craft of the student.

While the abovementioned attributes of portfolios within an
assessment or evaluation process were noted as potential benefits, somc
problems and constraints posed by them were also noted. Initial reservations
regarding the use of portfolios for evaluation were raised by Ronald Swartz:
"I hesitate to think that the public is going to accept...subjective assessment
of a portfolio as a criterion for how those students are doing in schools."
Swartz points to the trust that "the public" places upon the presumed
objectivity and accuracy of standardized tests. By implication, Swartz
recognized that “the public' may lack the confidence in an individual
educator’s professional judgement, criteria for evaluation and objectivity.

On a more logistical level, portfolios were recognized as posing a
"data managemest” problem: What is to be done with the sheer volume of the
cvidence? How will records be maintained? What storage and retrieval
problems will we face? How will the application processes for scholarships,
college admission, or employment be affected by the bulk of these docu-
ments? While these concerns are logistical, they are not without moral and
cthical implications.

In the interest of efficiency, avenues to humane evaluation and
assessment may be foreclosed. In the pursuit of objectivity, professional
judgement and subjective (intuitive) evaluation are precluded. For the
purpose of comparative evaluation, person-centered evaluation is abrogated.
Conflicts between institutional requirements and academic freedom arise as
conventional and alternative forms of evaluation are considercd. These and
a host of other dilemmas rcmain as educators scck more precise and
communicative educational exchanges.
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3. Do compulsory or required assignments and for courses present particular
moral and ethical dilemmas?

if there were ever a proverbial tip of the iceberg, the matter of
compulsory or required educational activity certainly underlies the tip. The
issue of required courses, or at the microcosmic level, required assignments,
seems {0 be least problematically considered by educators. From our
discussion, it appears that few educators or instituticns of higher learning
have resolved the dilemma of requiring students (and faculty and staff?) to
meet @ priori performance standards. Questions of power, social control,
authority, and the direction of educational endeavors arc related to this issue
of requirements and compulsoriness. It is not uncommon in the pedagogical
practices of higher education that professors and curriculum committees
define what a student is expected to do and how this is to be evaluated. Both
the activities and criteria for assessment are usually decided -- ostensibly in
the best interest of the student -- but often without the students’ involvement
or consuitation. At worst, this is simply autocratic; at best, it is a benevolent
oligarchy or meritocracy. It is hardly democratic.

One of the issues that arose in our discussion was a case in which a
student filed a grievance against a professor for a grade that was received.
That some educational institutions have formulated grievance procedures
attests to their recognition of the appropriateness of a system of due process
to address conflicts arising in academic disputes. A system of review and
deliberation may afford some means for adjudicating alleged injustices. The
simplest cases merely examine whether the procedures for course conduct and
evaluation were followed. More complex deliberations are necessitated when
the dispute focuses on the adequacy of the criteria or the professional
competence of the evaluator. What is striking here is that it is only the
relatively rare cases of formal grievance where such review is conducted; the
vast majority of disagrecments regarding academic conduct or fairness are
borne silently by students. From the cradle to the grave, we are subjected to
social, political, bureaucratic and interpersonal power inequalities and
injustices arising from these inequalitics. While this may be descriptive of
human encounters, it need not be accommodated nor tolerated. How we
resolve our positional power over students will, tc a large extent, reveal the
moral and ethical consideration we have focused on the relationship between
teacher and student. If any aspect of student-teacher relationships were to
reveal power inequalities, the evaluation and grading process would certainly
bec one.

4. How are qualitative and quantitative measures addressed in evaluation
processes?
Whether it was the characteristics of standardized tests, the
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evaluation of portfolios, determination of the accuracy of grades assigned (o
students in courses (or on individual projects such as comprehensive
examinations), discrete measures of performance took om quantitative
overtones. From our discussion, it appeared that the shield against subjective
and presumably biased judgement was an appeal Lo quantifiable indicators.
And therein lies one appeal of "objective tests." At times it appears that both
students and professors gravitate toward objective-type tests because the
focus becomes "How many items were answered correctly?" rather than the
more problematic "Is this a correct answer?” or more problematic still “Is this
an appropriate item to be included on a test?".

In the grade grievance case cited earlier, a very revealing statement
was made by one of the participants in the discussion. In this case and in
others, when a student attempts to find out "Why I received this grade?”, he
or she "expects a quantitative answer.” What does this reveal? First, it reveals
that as students, we become accustomed to quantitative indicators of our
progress; second, it suggests the belief that "unless something can be
measured, it shouldn’t count.” Perhaps the positivist tradition has not yet been
transcended! Third, the demand for specificity of criteria for evaluation in
advance of educational activity indicates the pervasiveness of convergent
curricula. That is, it is presumed that we know in advance that which must be
learned and how such learning will be identified and evaluated. While this
model of curriculum and evaluation design may be pervasive, it reflects
woeful ignorance of phenomenological or experiential concepts or processes.

At the university in which I am a faculty member, our grade
reporting system is based upon a 4 point scale. While this in itself presents
obvious dilemmas, this grading system is further complicated by the fact that
the 4 point scale is -- presumably in the interest of greater precision -- divided
into tenths (e.g., 3.8, 3.7. 3.6). With the exception of the most quantitative,
objective testing (sic), I question whether one can meaningfully discern a
qualitative diffecrence between any of the grade points indicated above. What
is the difference between a 3.8 and a 3.7?7 Have we subjected this grading
process to a test of inter-rater reliability? Not to my knowledge. Quantifiable
indicators of qualitative cvaluation is not an exact science... and may be an
art, but is more likely alchemy.

5. What are the bases for standards and criteria used in evaluation processes?

Perhaps the most spirited exchange at our discussion focused on the
question of criteria and standards for educational evaluation. As Eleanor
Nicholson stated so clearly: "There has to be some, more or less, objective
measure as they [students]..make the transition from one level to another.”
While the qualifiers "more or less” call into question the entire cachet of
"objectivity,” the desirc to identify discrete levels of achievement is well
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taken.
Lawrence Dennis outlined what he termed "generic guidelines” for
grading:

a) The grading has to be relaied to the content of the course and not
to character [of the student}.

b) It has to be nondiscriminatory.

¢) All students have to be judged by the same standards.

These "generic guidelines” are helpful in that they not only identify
procedures; they communicatc normative values as well: the purview of our
evaluation in specific settings and within particular social contracts is that the
critesia reflect the content of a bounded universe of study. By “nondiscrimina-
{ory," we can cxtrapolate that there must be both a recognition of differences
and a striving for justice within the process. As a corollary of the nondiscrimi-
nation guideline, whatever standards sclected apply to all, fairly.

6. How do grades function in the educational process?

Despite widespread discussion of and efforts toward educational
reform and "restructuring,” little progress has been made in the arca of
grading. As one participant in the Round Table conversation put it: “There
is no talk of getting rid of grades." While it may be true that there arc
conscientious efforts to improve the evaluation of student performance, these
efforts more often than not focus on identifying morc significant and
meaningful (e.g,, "higher order thinking skills" (sic)) learning, not revisiting
the issue of grading itself. It appeared that, among those present at the
conference discussion, grading just appears to "come with the territory” of
formal education.

That grading appears Lo "come with the territory’ docs not mean that
it is embraced. David Owen testificd to the struggle he faces when grading
students: "I find grading the most difficult thing 1 do in all my teaching. And
basically 1 believe I should not do it Owen admitted that "There’s no way
to escape it." Perhaps the most condemning criticism offered by Owen was
revealed when he charged that “The system has been perverted from
without.” By this, Owen implicated that interests other than educational were
affecting academic processcs -- specifically, that business and other interests
desire that students be sorted and labelled to facilitate, for example,
placement in employment categories. This author cited a distinction that
Ralph Nader made during his speech at a Confercnce of the Center for
Academic Ethics at Wayne State University in 1990, Nader, pointing to a
traditional and important scrvice that institutions of higher cducation provide
to civic life, stated that thesc institutions can advocate for and reflect
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nonmercantile values. Values such as personal growth and development,
social justice, freedom of inquiry, civic responsibility and caring might better
be embodicd, advanced and Gefended in institutions committed to education
and Icarning rather than to more narrow economic considerations. When
institutions of higher education identify themselves too closely with corporate
and vocational interests, the preservation of nonmercantile values may be
jeopardized.

Ronald Swartz identified an cthical dimension of grading when he
stated that "1 think grades are an obstacle for learning and an obstaclc for my
having contact with my students.” If the process of grading erodes authentic,
dialogic human relationships, it has miseducative and questionable ethical
value. Swartz, fike Owen, recognized the sceming unavoidability, murkiness
and bureaucratic function of grading when he stated (tongue-in-check): "1 just
muddle through every semester and try to get those grade sheets in on time."

Eleanor Nicholson clearly indicated that grading, as opposed to
constructive evaluation, is reductionist and unhelpful: "Teachers want to know
more about that child or that individual than that he is an A’ student or a ’B’
student or a 'C’ student. They want to know how he learns; they want to
know what he is intcrested in; they want to know how he behaves in class.
An’A’or a ’C’ or a ’D’ doesn’t communicate any of that." Nicholson raiscs
crucial questions about how and what is communicated about a student to
others. If grades themselves are vague in meaning, opaquc to intery retation
and unhelpful, surcly these are causes for concern. Many of us have
recognized some significant limitations of, and moral problems associated
with, grading; but even after sometimes decades of expericnce in this process,
the process appears as entrenched and immutable as cver.

111 The Search for Altcernative Evaluation Approaches

While the institutional requirements for grading seem unyielding,
many have struggled to humanize evaluation in the context of grading.
Scveral approaches were discussed at the conference session and will be
outlined here.

Forcmost among the approaches mentioned was the design of student
assignments which fostered ongoing and cyclical review and modification. The
heart of cvaluation was recognized as the offering of constructive criticism
and support for student projects. While the word "feedback” was often used,
a more expressive and adequate term that was also used was "professional
judgement.” By providing profcssional judgement and articulatc commentary
on student projects, educators extend the educative possibility of cach project.
By inviling student response and dialogue, by affording possibilitics for
thoughtful revision and improvement of these projects, the quality of the
projects and student lcarning is encouraged.
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Reflective student journals were frequently cited as a means through
which an educator (and the student) might better uncover what has bcen
understood in the process of inquiry. Whether autobingraphical or more
topically focuscd, journals scemed to be valued for their narrative, integrative,
analytical and cumulative qualitics. Becausc they are longitudinal, potentially
dialogic, reflective and personal, journals afford greater continuity and
developmental scope. More articulatc profcssional commentary may be
ascribed to journals.

Inquiry projects also secemed to offer greater opportunitics for
meaningful learning, and thereby. evaluative substance. Being perhaps less
convergent, inquiry projects place greater responsibility on the student to
select and pursue topics and questions of interest. Rather than the student
having to conform to the questions an instructor finds compelling, the student
is afforded the opportunity L0 identify and frame questions that arc personally
significant. This process docs not negate an instructor’s expertisc nor
responsibilities, rather, it enables thc instructor to cngage in collaborative
planning and inquiry with the studcat.

Robert Craig noted that be has been employing a Jungian analysis
of students to better design learning projects. By better recognizing students’
personality characteristics, learning projects may be tailored to draw upon
cach student’s strengths and encourage development in arcas of his or her
personality that are nascent. This approach holds great potential in that it may
better inform evaluators of phenomenological and psychological dimensions
of student cxperiences. Evaluation may then be framed in more meaningful
and articulate forms of discourse.

Arthur Brown broadened the scope of cvaluation reconceptualization
he stated he had ... problems... with an evaluation process when there is too
much focus on what the deficiencics are of the student and not why the
student has those deficiencics.... The student becomes the one who is
penalized for it rather than the system.” Brown’s indictment of systemic and
structural dimensions of formal education offers yet another avenuc for
addressing moral and ethical dilemrmas. The quality of educational experience
is not solely the result of student or instructor effort; it is grounded in
institutional, social ard political contcxts as well. Brown’s critique advances
the cause for organizational and social change.

1V. Unresolved Questions
Perhaps this section of the paper would be briefer if it were catitled
“Resolved Questions.” Given that the conference discussion did little to put
to rest many of the questions that were brought to it, several of the more
salient, haunting questions can he cited here as reminders and as a challcnge
for further thought.
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1. What is excellence in education?

One participant at the conference session asked the questions:
"Exccllence -- do we really know what it is?" and "Are we competent to judge
cxcellence?”. His reply: "... my answer is 'no’ on both grounds. We don’t know
what excellence is, and we arc not competent to judge it. And we should
admit it." Whilc extreme, this view is at lcast potentially honest and
couragcous. We may recognize excellence and may aspire to it, but judging
it with certainty or precision is yet another matter. Evaluation -- especially
cvaluation of human development, philosophical thought and moral reasoning
is far from an exact science. We do the best we can.

2. Whose standards do we use in evaluating educational achieverment?

While Arthur Brown cschews standardized tests, he readily admits
that he upholds standards -- standards he has arrived at through personal and
professional expericnce. Each institution has unique educational, organization-
al and burcaucratic standards. The question of cxterually as opposed to
personally (and professionally) determined standards remained a significant
topic of dcbate.

3. Should we rank. sort or otherwise label students?

Some participants were resolute in their aceeptance of a competitive
cducational ethic; others objected to subjecting education to that logic. If
cducation is o serve a stratification function, comparative grading may bc
consistent with that function. If education is to serve a human-centered,
personal growth and development function, comparisons way be cxtraneous
to the process.

4. Can grading and evatuation sewve an educative function?

There was gencral conscnsus that evaluation should and can be
cducative. To subject one’s cfforts to the review of those whose judgement
and cxpertisc we value can be a powerful means to understanding. The
translation of cvaluative comments to symbolic characters (numbers, Ietters,
ctc.) remains more problematic. Grading was more often viewed by
participants in the discussion as an obstacle or unsavory aspect of tcaching,
Perhaps there is something to be learned from cngaging in processes that
challenge our deepest sensibilities. The question remains, however, what we
will learn from this expericnce and how our actions will be guided by _ir
undcrstanding,

V. Curricular and Educational Policy Issucs
To summarize the curricular and educational policy issues raised by
the questions that focused the conference discussion and which arose upon
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reflection, several recommendations might be offered. It cducation is to
promote social democratic values, the evaluation and grading processes nced
to reflect and uphold those values. Evaluation and grading processes that are
meritocratic and which cxacerbate social stratification (especially as such
stratification reinforces cultural advantage or disadvantage) arc problematic.
if the purposc of education is the facilitation of human growth and devclop-
ment, do our evaluation and gradiag processes c¢nhance or inhibit such growth
and development?

A convergent curriculum of cultural transmission may be cnacted to
"uphold the standards" of any given socicty. But as a process of maintcnance
of the status quo, such a curriculum model is often guilty of unproblematically
accepting its own standards. A critical curriculum of cultural transformation
sceks (0 examine and submit to critical reflection the standards and values
advocated by educators and the institutions of which they arc members.

What remains starkly clear from our discussion and subsequent
reflection upon it, is that grading rather than cvaluation has within it greater
potential for coercion and oppression than it has libcrative possibilities. No
one at our conference session spoke with warmth and ardor about grading as
human fulfillment. Many spoke with passion and enthusiasm about how the

exercisc of professional judgement and communication in the process of
cvaluation were intellectually and personally grotifying. Perhaps we should
listen more carefully to the human voice echoing in the halls of academc....
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UNDERGRADUATE ASSESSMENT AS
PEDAGOGICAL AND POLITICAL CONTROL'

Arthur Brown
Waync Statc University

In the carly 70’s a movement in cducation grew around the concept
of performance or behavioral objectives, discrete and measurable manifesta-
tions of academic achievement. In bricf, proponents of the movement took
the position that performancc objectives would systematize the cducational
process, would make teaching more assessable and tcachers more account-
able, and, as a consequence, test scores would risc and eventually, also, the
economic status of the under class, The fact that nonc of this came truc
apparently is regarded asnot a sufficient reason for giving up on the concept,
for since the publication of A Nation at Risk (1983), the testing moveraent
in the public schools has become more powerful than cver.” Further, tracking
test scores is now a national pastime, and a comparison of test results with
those of students in other countries, a constant causc for breastbeating ::nd
an inexhaustible source of grist for political mills.

Although a drop in (raduate Record examination scorcs has been
reported,’ the recent surge in the popularity of assessment programs at the
undergraduate level does not derive,* as is the casc with the public schools,
from unbappiness with test scores. Rather, undergraduate assessment has
become popular for a number of other reasons. Foremost among them is the
growing economic importance of higher education. For one thing, higher
education is now generally considered as the gateway to personal financial
success and social status. And, like the schools, colleges and universities have
come to be regarded by business and government officials as necessary

instruments for success in intra and international economic competition.
Other factors which probably play a role in or contribute to the
demand for assessment of uadergraduate academic achievement are soaring
tuition, the rising cost of state support, 4 perception that the education of
undergraduates is being sacrificed for research activities, excessive reliance on
graduate teaching assistants and part-timers, the trend toward centralization
in institutional governance, and the political and public relations value of
asscssment. But there is more to the matter--much morc. Certain valucs

associated with higher education, viz., profcssional autonomy, academic

205

25

Q

RIC

E




200 A. Brown

frecedom, free and open inquiry, and pluralism, do not sit well with many
conscrvatives, a number of whom are ardent advocates of assessment. By
channcling the curriculum and /or establishing a system of accountability for
cducational outcomes, many conservatives, I would venture 1o say, hope to
gain control over those values. 1 don’t believe that it would be inaccurate to
include among them William Bennett, Allan Bloom, E.D. Hirsch, and Chester
Finn along with Presidents Rcagan and Bush and a host of state governors.
I shall claborate on this later. But first 1 should like to go back in time to
provide some perspective, at least on my own views. In 1968, 1 gave a talk
entitled, "Education and the New Morality,” in which I made the observation
that

. the New Morality represents a reaction to one or
another of the various kinds of established authority and
traditional moral codes on the assumption that they fail to
achieve for individuals their fullest human potential and
limit excessively the opportunity for self-direction, [and that]
the New Morality is the historical and logical extension of
a long-standing quest to expand individual freedom.?

True, much of what went on in the name of the New Morality was
irrational and destructive. Yet the late 60’s werc cuphoric days of experimen-
tation at a number of schools and colleges. Among my recollections is a
young member of a quitc conservative physic department, who created a stir
by cxperimenting with Rogerian techniques in his introductory physics course.
(His contract, of course, was not renewced.)

Although I correctly predicted in that 1968 speech a reaction to the
New Morality (as is the casc with virtually all such movements), including a
call for “constitutionalism” and "back to the basics" in education, | certainly
did not anticipate the force and pervasivencss of that reaction. And so, 16
years later, in 1984, in another talk, "Pluralism--with Intelligence: A Challenge
to Education and Society,” 1 said:

. . . the liberal and humane spirit of the New Morality,
predicated on faith in human inielligence to control events,
has given way to a pervasive conservatism which values
instead accommodation to presumed independent realities.
Thus, we arc witnessing once again the risc of absolutism
and determinism, exemplificd by ... religious fundamentalism
and its intrusion into politics and cducation; rencwed Jaith
in the "invisible hand” for resolving economic problems; the
revival of social darwinism as a rationale for legitimizing
hicrarchical social arrangements; and confidence that studies
20
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of our genes, such as those done by cthologists and sociobi-
olagists, will be able to inform our ethics and our politics.

It is not diversity, then, it is not cwtural pluralism
or cthnic differences or divergent thinking which, in my
view, posc a major threat to democratic community in
America. Rather it is conformity--the conformity generated
by bureaucratized social institutions, entrenched economic
and political interests, monopolized sources of information,
and moral majoritarianism.®

Asscssment in higher education 1 see, then, as an extension of the
new conservatism in American Society, as a move toward conformity. Though
rationalized as a means for heightening institutional efficicncy’ and improving
the educational experiences of students, in the final analysis assessment is
driven by a philosophic orthodoxy which promises to undermine the values
which higher education represents.

Before pursuing the matter further, 1 want to inquire briefly into
what assessment is and what it is supposed to accomplish. According to one
expert,

..assessment is a method for the psychological evaluation of
individuals that involves testing and observing individuals in
a group setting, with a multiplicity cf tests and procedures,
by a number of staff members. Through a pooling of test
scores and subjective impressions, the assessors formulate
psychodynamic descriptions of the assessed subjects which,
hopefully, will permit prediction of certain kinds of behavior
in certain kinds of roles and situations.’

If one can cut through the Kafkaesque imagery in this definition, at
least we have a place to start in examining how asscssment in undergraduate
education might be conducted and what might be expected of it. For that
purpose, 1 thought it would be helpful to examine how well assessment
programs used ‘n sorae other parts of the academy predict "certain kinds of
behavior in certain Kinds of roles and situations.” The research 1 have looked
at is, to say the least, not encouraging. To illustrate.

In a 1987 study of 247 people who had taken the lowa licensing
cxam in social work, Johnson and Huff concluded:

The wrilten test, used for social work licensurcs,
falls short in measuring knowledge unique to the profession;
furthermore, there is not a demonstrated relationship
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between a written ¢xam and practice competence.’

Johnson and Huff added that the "major issuc raiscd by the..study is the
validity of the examination.... [1|t does not appear to measure an applicant’s
knowledge of social work practice.”

Although in this instance the issuc was the validity of the social work
licensing cxam, Johnson and Huff do make the assumption that knowledge of
the crilcria of practice competence for social workers exists. Whether that be
true, I do not know, but it seems not to be the case, at least, for medical
clinical competence, according to Forsythe and his associates. In a 1986 study,
they observed that there is a need lor further development of a theory of
medical competence, one that

(a) explicitly defines the attributes comprising medical
clinical competence and their indicative behaviors,

(b) specifies relativnships between the attributes, and

(c) explicitly considers attributes in the context of methods
ol measurement."

Since it is obvious that the first prerequisite for having confidence in
an asscssment program is knowledge about what constitutes professional or
occupational competence, Leonard Baird’s conclusions should be especially
disquieting to advocates of asscssment. In a very comprehensive review of
studies on the subject of prediction, published in 1985, entitled, "Do Grades
and Tests Predict Adult Accomplishment?,” Baird points out that: "In general,
the studics demonstrated low positive relationship between academic aptitude
and/or grades and accomplishments."" And one of the reasons for the low
positive relationships, Baird adds, “is the statistical inadequacy and unreliabili-
ty of criteria {for accomplishment]."?

We find ourselves, then, in a bit of a dilemma, do we not? If we
accept Baird’s conclusion, assessment is chimerical. Hence. we should stop
any further discussion about it until we can uncover the critenia for successful
accomplishment in the several occupations and professions. Further, if the
criteria for successful accomplishment in the occupations and professions are
hard to come by, what shall we say about the criteria for assessing undergrad-
uate education, the major purpose of which, 1 presume, is to enable students
to live a "successful” life in a democratic society?

Regardless of the questionable cthical foundation on which it rests,
assessment will no doubt continue to play a major role in academic life. We
may not he able to predict "adult accomplishment,” but at lcast we can do
some legal sorting and screening as well as satisfy, to some extent, the public
demand for accountability. With the advent of assessment activities designed
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to evaluate the education of undergraduates, the problem that must be
addressed is how to cmploy them in such a way that they do as lite harm
as possible, and perhaps some good.

For that purpose | turn to a bricf review of what has happened at my
own institution. For scveral years, Wayne Statc University has been in the
process of developing a program of assessment, but, unlike the situation in
many institutions, not because of a mandate from the state to do so.
Assessment of students in the major field as a condition for graduation was
first proposed almost 10 years ago by the President of the University. After
much delay, the matter was subscquently smwdied by the Curriculum and
instruction Committee of the University Council (now called the Academic
Senate).

Following a year of study, in April 1987 the Committce submitted N
a report which it titled, “The Program Evaluation Plan,” as distinguished from
a prior administration draft policy which was titled, "Assessment of Compre-
hensive Knowledge in Major Ficlds for Undergraduate Programs.” What
distinguished the plan put forward by the Curriculum and lnstruction
Committee from that of the administration draft policy was that it called for
program evaluation and rejecied assessment of individual students.

In studying the problem, the committee came to the realization that
the asscssment of student knowledge as a condition for graduation was a
hazardous cnterprise that would encounter a mincfield of unrcliable and
invalid tests as well as hcavy resistance from faculty and students. Hence,
C&I cautioned: “Faculty, students, and administrators must work together in
the decision-making process," and

The program must move forward carefully and
deliberately, in order to gain the respect of faculty and
students, and to avoid policics and procedures that will
alienate faculty and be detrimental to the goals of the
University.

At one forum or another, the C&1 committec made plain its belicf
that assessment does not have to include testing; that tests are the most
controversial part of assessment; that valid, reliable tests are not available;
that they are by far the aspect of assessment most threatening to students and
faculty; that program cvaluation must be the focus. not assessment of
individual students; that program cvaluation can be effectively made through
the usc of such techniques as surveys of student and alumni satisfaction,
interviews, performance revicws, and seminars; and that it can be carried out
with only a sample of students, rather than the total population. All in all,
the Program Evaluation Plan, which 1 shall call "soft assessment,” would
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210 A. Brown

scem to be a reasonable approach toward improving undergraduate cducation
without risking the alicnation of students and faculty or doing too much
damage in othcr ways.

When it approved the plan proposed by the Curriculum and
Instruction Committee, in order to cnsure no misunderstanding on thc part
of the administration, the University Council added an amendment: "..the
Program Evaluation Plan shall not |italics mine] contain a provision for
mandatory universal testing as one of the instruments to be used for
evaluation.”

Notwithstanding the position of the Council, ths administration
expressed its intention to push ahcad full speed toward an asscssment
program which would examine the knowledge of aff students in both general
cducation and in their major field. With respect to testing in general
cducation, the Provost pointed out that thc “"administration does not
necessarily agree...that the mandatory testing of geaneral cducation skills and
knowledge should be precluded in the development of an asscssment plan.™
And with respect to the assessment of students in their major field and the
role of testing in such a program, the Provost said:

..This issue is a clear and focussed one. it asks this
question: does a student who receives his/her degree in
economics (anthropology, mathematics, education, account-
ing, c¢tc.) have a mastery of the core subject matter and the
intellectual method of that field? This questi- = can presum-
ably be answered only by assessing the specific knowledge
that each student has in his/her subject area. Answering this
question ¢specially lends itself to testing, although that is not
the only method for addressing it.

And, the Provost added:

The University administration remains strongly cornmitted
to a policy of systematic assessment of students’ knowledge
in thc major field. This would assurc that students arc
properly prepared in ficlds in which the University certifics
their knowledge by awarding them a degree. It would serve
students by advising them of the fevel of their competence
in their field, thus guiding them toward further education if
necessary. As a sccondary effect, such assessment would
serve academic units well by informing them whether their
curriculum is properly focussed and whether teaching is
effectively conveying the subject matter to students. It
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would also permit cvaluation of grading systems by
allowing academic units to compare student grade point
averages in cour ses with student performance on assessment
devices representing core knowledge in the ticld.”

As for the position of the President of the University on testing
students in thcir major field, although not yet fully committed to that
procedure, the President observed that a "vast number" of departments in the
University do use the Graduate Record exam as a condition for admitting
students into their graduate programs. And cvery department, he said, does
require qualifying exams for doctoral students prior to the writing of the
thesis. "So, assessment of knowledge is not completcly unknown to the
University.""* (The President, no doubt, meant testing rather than asscss-
ment.)

To sum up, the views of the administration are in conflict with those
of the University Council on two major points. First, the administration
expressed itself as committed to assessing each student in the major field as
a condition for graduation; the Council, on the other hand, recommended that
the emphasis be on evaluation of programs and, thercfore, for that purpose,
assessment could be confined to only a sample of students. Second, the
administration is at lcast open to, if not positively in favor of, tcsting as part
of an assessment program; the Council categorically opposes testing.

One may wonder why it is that the recommendations of academicians
who are by tradition responsible for certifying students for graduation and
who had made a reasonably comprehensive study of the problem were not
readily accepted, especially in a situation where the state had not mandated
an assessment program, 1 offer a few explanations. They obviously do not
exhaust the possibilities, but they may serve as a basis for a more comprehen-
sive analysis of a very difficult and important problem confronting higher
education. What I shall say here is an extension of my earlier remarks.

First, institution:. of higher education have become highly politicized;
the loftier values which higher education represents are morc subordinate to
political and economic considerations than was previously the case. As a
result, presidents have been rendered especially sensitive to public decmands.
Along with other criteria commonly perceived as signs of success, like
rescarch grants and contracts, assessment, including testing of individual
students, can be used to demonstrate to its scveral constituencies that the
institution is very concerned about the quality of its undergraduate education-
al programs.

Second, the competition for students, moncy, and preslige has
accelerated, and has rationalized the view that tighter controls are necded. As
a conscquence, the decision-making process in institutions of higher education
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has bhecome more centralized. more burcaucratized.  Insofar as the
curriculum contributes to a college’s competitive posture, some find it
reasonable to assume that its effectivencss, like that of other institutional
activities, would be cnhanced by greater centralization of authority. Whal
foliows is inevitable. Centralized control of the curriculum ultimately will
mean control of the faculty ( a possibility that might not be especially
distasteful to some administrators; faculty, after all, can bc an unruly lot).
Consider in this regard the implications of the aforementioned statement by
the Provost that assessment of each student in the major field would serve to
determine "whether |the] curriculum is properly focussed and whether
teaching is cffectively conveying the subject matter to students,” and "would
permit evaluation of grading systems by allowing academic units to compare
student grade point averages in courses with student performance in
asscssment devices..." Under such circumstances, contract renewals, tenure,
promotion, and merit pay could well depend on the scores on uniform and
externally constructed examinations made by students of a particular
professor in particular courses.

Third, college and university presidents, | would judge, are gencrally
not well read in educational theory or knowledgeable about pedagogical
rescarch. (Some arce, in fact, disdainful of such matters.) And they have made
it through the system passing tests and being evaluated at cvery turn; hence
the idea of assessment and the use of standardized, external examinations
pose for them no philosophic problem. Indeed, I would venture to say that
very few chief executive officers in higher education would not feel favorably
disposed toward E.D. Hirsch's best sclling book, Cultural Literacy: What
Every American Should Know, with its conservative values and political
orientation and its traditional pedagogical views. Nor, | might add, would they
look to Dewey or Buber or to contemporary cducatiorai theorists like Maxine
Greene or Henry Giroux for guidance in educational matters.

My concluding remarks should come as no surprisc. However
desirable tight control may be for certain Tunctions in a university, e.g., the
linancial accounting system, it is not desirable for the academic function,
especially at the pre-professional level. In fact, it is likely to be educationally
destructive. This is not to say there should be no controls; some may be of
pedagogical value (program reviews, for instance). But the academy thrives
on a certain amount of untidiness. It needs room and freedom to experiment
and to deal with unconventional ideas, particularly "dangerous” ones.
Professional autonomy constitutes the heart of education. As o rirand Russell
put it:

The teacher, like the artist, the philosopher, and the
man of letters can only perform adequately if he feels
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himself an individual dirccted by an inner creative impulse.
not dominated and festered by authority.

Further, professional autonomy and academic freedom are indivisible, Insofar
as an assessment program constricts profcssional autonomy, it also constricts
academic freedom and, as a consequencc, undermines the essential values of
higher education which are so vital to a democratic society.

And it is not only professional autonomy and academic [reedom
which are endangered. "he educational process itself--what goes on between
teachers and students--inseparable as it is from the cssential nature of the
academy--will be compromised. If outcomes at the undergraduate level arc
to be measured using standardized tests or externally constructed examina-
tions—-and this seems to be the core of most assessment programs--and an
accountability system is instituted, the same kind of corruption of the
educational process, such as teaching to the test and the trivialization of the
subject matter, can be expected at the higher level as has occurred in the
schools, to say nothing about the plight of students who pass courses but fail
assessment tests.” Moreover, the most competent teachers will either not
want to enter the profession or, if in it, will leave. Eleanor Friedman may
show the way. I citc a New York Times article entitled, " "The System’ Wins
Over a Dedicated Teacher.”

Dr. Eleanor Friedman, an outstanding New York
English teacher and department chair, described as a woman
in perpetual motion in the classroom who proffers William
Faulkner’s words as if they were a gift, who takes enormous
pleasure in finally teaching her slower students that they
must bring a pencil with them each day, has retired at age
54, "1 really thought,” she said, “when 1 was 70 years old
somebody would say *You cannot teach any more’ and pull
me out the school kicking and screaming. 1 thought that was
how it would end.”

And why is Dr. Fricdman retiring? Not because of the kids...."It is
the system that I hate. There is less and less interest in what is. They a ¢
interested in what it says on paper is.” And she is tired of having to draw up
lesson plans when she is most comfortable with a few leading questions
scrawled on a slip of paper. And she is tired of producing pages of goals and
objectives for the coming school year when her goals are quitc simply to have
the teacher teach and the students learn. "I am out of sync with the system.
We are here for the kids. We are not here to make paper for 110 Livingston
Street. And that is why 1 am retiring."*
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to my doctoral student, Della Goodwin, for her assistance. The revised
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Hoffberger Center for Professional Ethics, University of Baltimore, March
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1992 meeting of the Midwest Philosophy of Education Society.
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Education Goals Panel "which is charged with overseeing the national effort
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accrediting associations. See Theodore J. Marchese, "Introduction,” and other
scctions of the NCA Quarterly, Fall, 1990. (The Quarterly is a publication of
the North Central Association of Colleges and Schools.) Also see Education
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1. Introduction

We live in a postmodern world.  Contemporary sociologists and
historians describe the myriad ways in which we have stretched the idcals of
modernity and progress to their breaking point. Kroker, Krokcr, and Cook
(1990) declare postmodern culture in North Amecrica "what is playing at your
local theater, TV set, shopping mall, office tower, etc. . . . not the beginning
of anything new or thc end of anything old but the catastrophic implosion of
America within a whole series of panic scener at the fin-de-millenium’ (.
443).

What is postmodernism? Though all scholars credit twentieth century
architecture for generating the term, there are many interpretations of what
postmodernism means when applied to culture and philosophy. Aronowitz
and Giroux (1991) argue:

The discourse of postmodernism is worth struggling over,
and not merely as a semantic category that needs to be
subjected to ever morc precise definitional rigor. . . .
Postmodernism in the broadest sense refers to an intellectual
position, a form of cultural criticism, as well as to an
emerging set of social, cultural, and economic conditions that
have come to characterize the age of global capitalism and
industrialism. (p. 62)

Mongardini (1992) also makes a distinction between the postmodern
condition and the ideology of postmodernity. He says,""The postmodern
condition is . . . modernity which has become a problem” (p. 56). The
modern scarch for truth in the form of knowledge which improves the control
of reality has had, ultimately, the opposite effect. Technology, information,
and urban life have all generated as many problems as they have yiclded
improvements in the quality of life. Hence the mood of panic, the assump-
tion of change as a value, and what Mongardini (1992) noted as "the
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rediscovery of the acsthetic justification for kife” (p. 01).

What is apparent to many people is that postmodcrnism is a major
paradigm shift, as defined by Kuhn (1971), in both the academic world and
the world at large. Mongardini’s cmphasis is on the permanent nature of this
shift. He says:

Whether we like it or not, and whatever the terms we like
to use, thc postmodern condition marks the end of an old
order. 1t is a cultural revolution, silent, a long-term affair
which is, above all, characterized by the radical change in
the relevance and priorities of needs, choices, objects and
experiences of matenial life. (1992, p. 57)

Postmodernism  has major implications for both rescarch and
cducation. In kecping with the new frontiers of rescarch methodology
(Rowland, Rowland, & Winter, 1990), what follows is fiction--but fiction
originating in a rcal teacher’s aitempt to undcrstand how to teach in changing
schools and universities.

Janet [inished the presentation of one of her favorite pieces of
ethnographic research with a question.

"Can you think of what skills the children you work with bring to
school that you could build on, use to forge a connection with the subject
matter you're trying to get across?"

She could tell from the quiet absorption of the class that the research
had affected theiin as she had hoped. It took them a few moments to react.

"What amazes me," said Ann, shijiiig in her chair and coming to life,
"is the children who come to school knowing every word of an M.C. Hammer
sorg and not knowing their colors! 1 mean, it’s such a basic thing. It’s so
easy to teach your children. I can remember when my kids were little, every
time we'd go outside in the winter, for instance, 1'd say, 'Would you like to
put on your red mittens or your green gloves today?’ --things like that every
day. My kids knew their colors by the time they were three or four."

"Colors are important to you," reflected Janet.

"You bet! Colors are so basic to all the instructions we give in school.
1 tell a child to get out their blue book, or look at the red heading in ihe table
of contents, and these kids are lost."

"But if--just imagine if--we didn't set up schooling that way. Are
colors really so important in life?"

Even as Janet asked that question she could sce the disbelief spread
over their faces. She was questioning something much too basic. These
graduate students weren’t ready to suspend a construct they had all mastered
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in kindergarten, and been so consistently rewarded for using.

Silence. . . .

And then Marguerite broke the tension with hearty irony, “1f they're
going to drive a car through an intersection with a traffic light, they'd better
know colors!"

Laughter. Relief.

Janet iaughed too, and dropped it. She could have argued with
Marguerite. After all, color blind people drive, and have learned to pay
attention 1o other cues, such as the position of traffic lights. But she knew
there is only so much change you can expect of people in eight weeks time.
She had planied the seed of doubt in these teachers, and could only hope that,
in a classroom with children whose versions of reality were obviously different
from their own, that seed would sprout, grow, and bear fruit of tolerance for
diversity.

Later that day, and throughout the rest of the term, Janet couldn’t
help reflecting on that interchange.

The relativity of culture.

Being truly supportive of other cultures means accepting a different
version of reality—that was the key concept she had hoped to impart when she
was given the opportunity to teach the summer’s cours” on multicultural
education. But she had underestimated, even to herself, what impact that
concept has on the psyche.

Until that day in class, Janet had never questioned the value of
talking specifically about colors with young children, though she had noticed
how some adults scemed obsessed with colors when they talked with preschool-
ers. When Ann brought up that example, Janet had suddenly recognized a
cultural eccentricity in the energy devoted to teaching the construct of color.
But her personal noumenon was not something she had the ability to teach,
and that was frustrating.

Janet's noumenon was, of coursc, my own. The unease that comes
with encountering a concept you know is important, but one you arc not yet
skilled cnough t~ teach, stayed with me until I delved into the literature on
postmodernism. For the first time, 1 began to understand why that class
incident was so disturbing, and so crucial.

Postmodern thought goes beyond the existentialist assertion that
reality is relative. Ontology is both relative and absolute: There is a real
cosmos, but therc arc many relatively valid versions of it. The social
construction of reality, first extensively discussed by Berger and Luckmann
(1966), has become more accepted as communications technology makes us
aware of so many different others. We realize that cultures can have very
different perceptions of what is real, which the sanc people in those cultures
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share, and which is rcflected in their language. But cultures and their
interpretations of reality also change, and hence postmodern scholars have
becn busy deconstructing our former interpretations of history, art, and
literaturc.  Foucault (1972), for example, advocates scrutizing all social
constructs in order to come to more mature understanding:

We must question those rcady made syntheses, those
groupings that we normally accept before any examination,
thosc links whose validity is recognized from the outset; . .
. and instead of according them unqualified, spontaneous
value, we must accept, in thc name of methodological
rigour, that, in the first instance, they concern only a
population of dispersed events. (p. 22)

The centrality of a critical view of human history and the interpretation of
both past and present events is also stated by Lyotard (1979/1984):
"Simplifying to the extreme," he says, ‘I define postmodern as incredulity
toward metanarratives" (p. xxiv).

But, as many of us--including "Janet"--have discovered, it’s difficult
to live with relativism. Anderson (1990) describes the unexamined malaise
that characterizes the academic world:

Few of us realize that even to hold a concept of rclative
truth makes us entirely different from people who lived only
a fcw decades ago, and we complacently overlook the
evidence that many people living today profoundly hate the
view of rcality that seems so eminently tolerant and sensible
to the Western liberal mind. . . . Nor have we pursued our
liberal tolerance to its logical conclusions, and accepted the
enormous uncertainties and vast possibilitics of the lifc it
opens up hefore us. (p. xii)

Postmodcrism is still, and may for quite a while remain, in the
process of being conceived and defined. Its accelerated development,
according to Anderson (1990), was stimulated by the social turmoil of the
U.S. in the sixtics, which, he claims, "left a legacy of doubt about the public
recality---about all public realities" (p. 48). He adds:

In a way we have all dropped out--not out of the modern
worldvicw completely, but out of the simple acceptance of
it that once prevailed, and certainly out of the innocent
belief that there are no alternatives. (p. 48)
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I belicve this "dropping out” of the "simple acceptance of the modern
worldview" has had a profound effect on the lives of children who have been
born since tac 1960’s. So much so, that we, as teachers, arc failing to connect
with kids on the most fundamental levels: what is truth, and what is reality.
In the remainder of the paper 1 will present five directions for classroom
teaching on all levels that I believe are indicated by postmodernism.

I1. Global Perspectives

The technological infrastructure of the posimodern world consists of
four elements: communication links and networks (hardware); scnsors
connecting the networks to the real world; burgeoning data bascs; and
information processors--the people who keep the network operating, enter the
data, and manipulate the seasors (Borgman, 1992, p. 102). This technologi-
cal nctwork makes it possible, for the first time in history, for almost all
people to experience the same event, in what Anderson (1990) calls "global
theater."

Anderson (1990) describes a personal experience of global theater,
travelling in Europe during the demonstrations and subsequent military action
that took place in Tienamen Square. Everyone was watching television, lured
by the sensc that something important was happening, but unable, and
perhaps not even desiring, to do anything about it.

Our children, and we ourselves, if we hope for our children to reach
maturity with the potential for living a good life, will have to do something
about it. There is growing recognition that our Western capitalist standard
of living, endorscd by the modern idea of progress, cannot be physically
supported indefinitely (Rifkin, 1980; Weiner, 1990), and cannot continue to
be exported and promoted as attainablc by all people (Lasch, 1991). We
share the same planct, the samc limited resources, with a host of peoples, and
our fate is inextricably linked with theirs.

Teaching globalism--what Anderson (1990) calls "the half-discovered
shape of the one unity that transcends all our differcnces” (p. 231)--is alrcady
gaining ground in United States schools. In 1989 the state of lowa created
a standard which calls for each school board to adopt a plan which incorpo-
rates global perspectives into all areas and levels of the educational program
(DeKock & Craig, 1989). Since 1988, the Advancing Teaching and Learning
in Arkansas Schools (ATLAS) program has arranged for international,
interpersonal connections between participating Arkansas districts and
Guatemalan schools and teachers (Stanford, 1990). Currently operating are
a student art exchange and a joint writing project, onc of which was initiated
by the Amcrican tcachers, and the other, by the Guatcmalan tcachers.

Small communitics, as well as cities, all over *he U.S. now have
technological and intcrpersonal links to the world, and cicative teachers like
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Rosclle Chartock arc assisting their students in investigating those global
connections. Chartock (1991) challenged student teachers to prepare global
education units through local finks, and they unearthed the following in the
town of North Adams, Massachusetts:

-A major factory had ties with Mcxico.

-The local Catholic church sponsored friendship projects
with Haiti.

-The owner of a gift shop made frequent buying trips to
Guatcemala. _

-A neighboring college hosted several Asian and African
students each year while the students completed
master’s degrecs. [ete. through 6 more items] (p.
51)

These local links were used as a springboard to learning more about the
cultures of the countries through inviting the appropriate community resource
persons into the classroom and rescarching the cultures in the local library.

i11. Reflection on Our Inner Voices

The uncritical acceptance of our cultural norms results in a state Zais
(1976) calls "encapsulation." Because of the postmodern networks and links,
it is difficult for us to remain unaware and unaffected by differing world-
views, but many people still attempt to retreat to what is perceived as a
psychologically safe haven. Wiggins (1989) states: "The sign of a poor
education, in short, is not ignorance. [t is rationalization, the thoughtless
habit of believing that one’s unexamined, superficial, or parochial opinions
and feelings are the truth” (p. 57).

Therefore, postmodern teachers must strive to instill the habit of
reflective thinking in their students. Reflection allows a person to recognize
both inner and outer influences upon his or her thought. Canning (1991)
describes her method of teaching reflective thinking and writing, and states
her rationale as follows:

When cach person is ready, he or she has access to the
questions as well as the "answers" needed for the challenges
of his or her own life, and in reflection thesc arc internally
uncovered and integraled into the subjective fabric that is
that person’s scif-concept and worldview. (p. 18)

Such reflection and intrapersonal integration must recognize the possibility of
internal dialogues--the cxpression of the multiple internal voices we usually
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possess. To allow these voices to be heard in personal reflection is not to be
schizophrenic, but to be sane in a postmodcrn world.

1V. A Renaissance of Progressive Education
Aronowitz and Giroux (1991) echo John Dewey in their vision of
postmodern education. They declare:

We argue that any viable educational theory has to begin
with a langnage that links schooling to democratic public
life, that defines tea« ™ >rs as engaged intellectuals and border
crossers, and develops forms of pedagogy that incorporate
difference, plurality, and the language of the everyday as
central to the production and legitimation of learning. (p.
187)

Especially important to postmodern education, according to Aronowitz and
Giroux, is the development of public discourse in schools which is built on
both diversity and the pursuit of the common good. The main instructional
tool they feel will accomplish this is what they term “counter-memory”--or,
by their definition, a" critical reading of how the past informs the present and
how the present reads the past’ (p. 124). Students and teachers jointly
engage in intellectual criticism of history, culture (including popular culture),
and current events.

Wiggins (1989) summarizes the evolution of curriculum, and
maintains that the oldest forms of instruction still dominate our schools:

The myth that everything can be lcarned through didactic
teaching amounts to a pre-modemn view of learning. . . .
The lecture--once necessary in a world without ready access
to books--survives as a dominant methodology. (p- 45)

As Dewey did, Wiggins believes that "the modern educatiorzl task is to put
students in the habit of thoughtful inquiry, mimicking the work of profession-
als" (p. 47). The postmodern curriculum makes essential questions its focus.

At Central Park East Secondary School in East Harlem, all courses
are designed around the following five sets of questions:

1. Whose voice am I hearing? From where is the statement
or image coming? What’s the point of view?

2. What is the evidence? How do we or they know? How
credible is the evidence?

3. How do things fit together? What else do 1 know that
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fits with this? [or what readcer response theorists in
the ficld of English literaturc call “intertextuality"|
4. What if? could it have been otherwise? Are there alter-
natives?
S. What difference does it make? Who cares? Why should
1 care? (Wiggins, 1989, p. 57)

The role of the teacher is to be the “intellectual librarian” who helps students
find non-canonical literature and history, human resources, and new methods
of expression that can add ncw perspectives on these questions in relation to
any given subject. An interdisciplinary tcam teaching approach obviously
makes this role more possible, more creative and productive.

The rcturn to the model of progressive education is notably
postmodern. It reflects a growing realization by educators that instructional
models bascd only on humanistic psychology, scientific inquiry, or critical
thcory have not met the nceds of students or socicty (Bell & Schniedewind,
1989). The social construction of a global reality necessitates individual and
societal skills of cooperation and dialogue, and the sharing of personal, as well
as material, rcsources. A variety of restructuring techniques are being used
at the classroom, school, and district levels to cffect the return of progressive
education in its postmodern form (Jervis & Montag, 1991).

V. Postmodern Styles of Inquiry
Kniep (1989) proposes four domains of student inquiry in the
progressive tradition which will serve us well in the 21st century:

The Study of Human Values: Universal values defining
what it means to be human and diverse values
derived from group membership which contribute
to particular worldviews.

The Study of Systems: Global cconomic, political, techno-
logical, and ccological systems.

The Study of Global Issues and Problems: Peace and
security issucs, national and international develop-
ment issucs, local and global environment issues,
and human rights issucs.

The Study of Global History: Focusing on the contact and
borrowing among cultures and civilizations and the
cvolution of human valucs, contemporary global
systcms, and the causcs of today’s persistent prob-
lems. (p. 43)
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The last domain should be investigated from multiple points of view to be
truly postmodern.

Besides the shifting focus of inquiry in a postmodern world, new
methods of conducting research arc also needed. The fine arts have always
been one of the human ways of interpreting the world, but, in the postmod-
ern age, they no longer have to be totally separate from, or subsidiary to, the
sciences.

Gallas (1991) encouraged her first grade class in Brookline,
Massachusetts to use the arts as a way of exploring and expressing knowl-
cdge. Her pupils studied the life cycles of insects through drawing, drama,
and song, as well as through more traditional techniques of observation,
scmantic mapping, and discussion. One of her examples:

Sean, who is a talented artist, had become fascinated by the
notion of relative size. He asked if he and Jeffrey could do
a picture to go with his poem. They spent a week working
on a huge mural, drawing towering blades of grass, large
rocks and giant sunflowers, then adding tiny insects trudging
up the huge plants. Scan’s fascination expanded my ideas of
what was possible both for these children to grsp conceptu-
ally and for all of us to achicve aesthetically. (p. 46)

On a graduate and post-graduate level, this recognition of the arts as
a way of knowing includes the use of fiction to report and conduct education-
al research (Eisner & Peshkin, 1990; Rowland et al., 1990). Elliot Eisner has
articulated at length the rationale for using artistic, as well as scientific,
approaches to research (Eisner, 1981). He clarifies the differences between
the two, and advocates the use of both methods in the field of education:

Science aims at making true statements about the world.
Artistic approaches to research are less concerned with the
discovery of truth than with the creation of meaning. . . .
Truth implies singularity and monopoly. Meaning implies
relativism and diversity. . . . Each approach to the study of
cducational situations has its own unique perspective to
provide. Each sheds its own light on the situations- that
humans seek to understand. The ficld of education in
particular needs to avoid methodological monism. (Eisner,
1981, p. 9)

Rowland, Rowland, and Winter (1990) also point out the uses of
fiction in the beginning of investigations in education:
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Writing in a fictional form cnables familiar idcas and
experiences to he brought into new rclationships, and new
ideas to be set alongside the familiar. Through fictional
writing related to our professional context we can test out
ncw ideas and explore the values upon which our practice
is based. (p. 291)

In a postmodern world, we can’t afford to limit our ways of
perceiving, sharing, and constructing knowledge to the narrow parameters of
modern scicnce, when concepts such as "facts,” "data," and "laws"” have been
shown to be as subjective as any other form of expression.

VI. Stories as Curriculum

The assembly line metaphor has dominated education in this century,
supporting the lincar ends-means concept of educational planning through the
use of educational objectives, or measurable units of instruciion. Egan (1988)
proposes the story as an equally useful metaphor for planning instruction, and
offers an elaboration of the framework of stories which could be used.

For example, Egan (1988) encourages primary grade teachers to
model their lessons on the fairy tale by 1) identifying the importance of the
topic and what makes it affectively engaging, 2) finding binary opposites that
best capture the importance to serve as a source of conflict, 3) organizing the
content into a dramatic or literary form, 4) arriving at a resolution (or
possible resolutions) of the dramatic conflict, and 5) identifying methods of
evaluating the children’s knowledge of the content which are consistent with
its presentation.

Gudmundsdottir (1991) studied secondary teachers who already tcach
this way, identifying themes (stories) which unite the content they teach over
the course of a ycar through narrative strands, such as "war" or "cconomic
value." Though these stories did not sound like traditional mytbs, legends, or
fairy tales, differing both in content and structure, Gudmundsdottir felt they
contained cnough similarities to provide a prototype of what she calls
"pedagogical content knowledge as a narrative way of knowing” (p. 210)

V. Conclusion

The postmodern condition is urgeatly with us, but postmodern
ideology is controversial. Many communities are scandalized by the concept
of relative truth and divided by the decision of what to teach in their schools.
For schools and for society at large, the advent of postmodernism raises more
questions than it answers.

The United States and the former Soviet Union have been the
quintessential modern socicties, the two political poles of modernity. But
Marxism has now been abandoned, and the Soviet republics do not seem to
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want to remain united. Though many see this as the victory of capitalism and
democracy, will capitalism itself, and hence the U.S,, suffer a similar fate?

Many social analysts note the growing polarization between various
groups in our nation. Will "schools of choice” become the educational system
championed by incrcasingly alicnated parents, and, if school choice becomes
the dominant system, what will prevent these groups in our society from
becoming cven more polarized?

Are contemporary schools flexible enough in structure to accommo-
date postmodern teaching styles? Will our socicty be able to acknowledge the
value of these styles and support teachers? Will a national curriculum be
necessary to overcome the divisive struggles over local curricula?

It is not enough for postmodern educators to develop new tcaching
styles to reach postmodern students. We must also inform ourselves about
our world’s shifting paradigms and be democratically active in our communi-
ties and school districts, to promote greater unity while advocating the
support of our cultural diversity. It is a critical time to clarify our cducational
philosophy and firmly root our curriculum and instruction in a realistically
postmodern framework.
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ON EDUCATING THE EMOTIONS:
SOME RECENT IMPLICATIONS ON MORAL EDUCATION

Robert P. Craig
University of Houston

There has been a long tradition in philosophy and in moral theory
which has scparated human cmotions from principles and processes of human
rationality. Plato is an exemplary theorist in this regard. His metaphor of
the soul being the captain and the body being the ship demonstrates his
distinction in another context.' That is, the soul ought to control the hody,
with its passions and cmotions. St. Augustine held a similar view with his
separation between the flesh and the spirit? Likewise for Immanuel Kant
practical reason bears no relationship to human intcrests, emotions and
desires.?

Even as recently as in the work of the psychologist Lawrence
Kohlberg, human reason and affect are rigidly demarcated. Kohlberg asserts
that "affect is merely an aspect of cognition™ if this were true moral
cducation would merely be a process of applying the rules of reason and logic
to moral problematics; and virtuc cthics would be a contradiction in terms.

Recently, however, the moral philosopher and the moral psychologist
have become unlikely bedfcllows. Philosophers such as Alasdair Macintyre
find it necessary to address the historical and emotion side of human agency.’
Reinterpreting the thought of Aristotle, it hecomes necessary to view human
moral growth more holistically, as the interest in the relationship(s) between
human character and the development of moral dispositions and virtues
necessitales a close examination of the place of human emotion in the moral
life.

Put morc technically, some process must guide moral judgment-
making besides human rationality, for as Macintyre, among others, argucs
human rationality is the name of nothing clear. That is competing views of
rationality are inherent in various moral traditions.” Thus the discernment of
perception and virtuous dispositions is, in pari, directed by well ordered
affectivity. Reason and affectivity, then, interplay and interact within moral
expericnce.

I. Rationality and Human Emotions
Amclic Rorty has noted the difficulty in defining the nature of
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human emotions.” She writes that the emotions, whatcver they are, "do not
form a natural class.” Although she emphasizes the cultural, historical and
personal factors in cmotions (and in the development of virtue), she is unable
to gain any precision as to their cxact nature. _

Bernard Williams comes to the same fork in the road, He suggests
that philosophers gene:ally have found little analytical connection between
cmotions and moral concepts or language.” Although Pascal says somewhere
that "the hcart has rcasons the mind will never understand,” the reasons of
the heart resist precise correlation and definii. - in relationship to the reasons
of rational explanation.

Robert Solomon argucs that the view that emotions arc mere blind
impulses caused by unconscious forces is false." He refers to this vicw of the
cmotions as "the hydraulic model,” that is, the emotions arc scen as bursts of
encrgy which lift us up to act in certain ways.” On the other hand, Solomon
suggests emotions are &t heart (to mix a metaphor) rational judgments or
evaluations. He wriles:

. .. they require an advanced degree of conccptual sophisti-
cation, including a conception of Scif and at lcast somc
ability in abstraction. They require at least minimal intelli-
gence and a sensc of self estecm and they proceed purposc-
fully in accordance with a sometimes extremely complex set
of rules and strategies.”

Yet as Paul Ricocur has argued, emotions are rational in a limited
sensc, that is, they follow the principles (logic) of pre reflective awareness.™
What makes emotions rational is that they, like rationality, are teleological:
indicating purposiveness and intelligent ordering. As Sclomon says:

Every emotion lays down a sct of standards, to which the
world, other people, most importantly, our Selves are
expected to comply.”

Solomon then is critical of the Aristotclian vicw that the purpose of
human life is directed towards happiness. Solomon finds this view too
ambiguous and indeterminate. Rather he argues that the purpose or ordering
of the emotions is towards sclf-esteem. In fact, this is precisely why emotions
arc rational for Solomon: they constitute strategies which maximize sclf-
csteem. '

It would take me too far aficld to elaborate on the 37 emotions
Solomon describes. Suffice it to say that he notes that the emotions have an
integral relationship to human moral judgment-making. In fact, human
emotions are constituted in such a way that they possess constitutive
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judgments about the nature of human cxistence, the natural world, and
normative requirements regarding human action, that is, the cmotions become
guiding paticrns leading fo purposive action.  Yct Solomon realizes that
human cmotion is often self-dcfeating, for humans are often not aware of the
import of the logic of their cmotions.” The educational task, then, is to bring
emotions 1o consciousness so that humans can (and must) become morally
responsible for them.

Ruberto Unger is another theorist who argues that cmolions are
informed by a purposive, ordering structure.” Yet, unlikc Solomon, Unger
does nol describe cmotions in terms of rational structures or strategies.
Rather he writes that emotion is:

The living out of a specific aspect of the problem of solidari-
ty. ... Remecmber that theses conditions (to be able to
assert oneself as person) are the imperative of engagement
with other people and the need to prevent this engagement
from turning into subjugation and depersonalization . . . each
passion is conceived as no more than a typical recurrent
place within the same unified experience of mutual longing
and jeopard."”

But Unger takes his argument on step further by noting that human
emotions, such as love, hope, and faith, ought to be the bedrock of a stable
socicty: In fact, these ought to be the very emotions which transfo,m social
institutions, according to Unger. Put differently, it is love, hope, and faith
which are affirming emotions, for they affirm the other in relationship to
human engagements and projects. Other cmotions, such as hate, pride, and
envy, have the opposite result, namely, subordinating rather than engaging the
other. What makes Unger’s and Solomon’s views on human emotions similar
is that they both arguc that emotion has a basic structure and purposiveness.
This teleology of cmotions is integral to cach thinker. Unger, howevcr, uscs
a phenomenological method, which Solomon is more analytical. Likewise,
Unger's field of interest is broader than Solomon’s: Unger is concerned with
the transformation of social institutions; while Solomon is primarily concerned
with tke transformation of the individual, that is, the bringing to individual
consciousness the directionality of one’s emotional life.

As suspected, there has been much reaction by the philesophical and
psychological communitics to Solomon’s and Unger’s work.  Some critics,
such as Stephen Leighton, arguc that rationality and cmotions arc logically
distinct.?* This is the case because rational judgments can (and do) occur
without emotions. and vice versa. Michacl Stocker notes that some cmotions
are based upon evidential belicf structures.”
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Solomon insists that such cvaluations of his position arc overly-
intcliectualistic.”” He further argues that emotions are inherent in structures,
and thus cannot properly be analyzed in isolation from these structures as
Leighton and Stocker apparcntly attempt. As Solomon replies:

An emotion is the entire system of judgments that constitute
the emotion by virtue of their place in that system.”

The movement, then, between rationality and emotions is not a
strictly logical one. One’s belicfs and experiences enter the web of rationali-
ty /experience; but humans interpret their world through rationality and
emotions.”® Put differently, the world is experienced through the judgments
(rational /emotional) we makc.

To give an example, many human judgments (the use of rationality)
have built into them, as it were, specific emotions. 1 am told that because of
budget cuts 1 will not receive a raise in pay this year. As 1 begin to grasp the
whole situation (the work I did, the expectations I had, what I had been told
by my department chair, what my family nceds, etc.) I begin to feel an
intense sense of injustice. The emotion is built into the grasping of the
situation. The imaginatively I recollect cxperiences which help me interpret
the situation (This same situation occurred when 1 was at another university.
It happened this way..). The above two experiences, stimulated by the
emotion of injustice, but tempered by rationality (the imaginative reconstruc-
tion of experience), let me to an action, motivated largely by my emotion.
So, I say, "Well, next year I'm going to do more of the things I like, such as
spending more time with the kids and with me poetry--as I may not bc
rewarded financially for my hard work anyway."

1. Emotions and Moral Principles
It is often the case that human emotions are contrasted with moral
principles. This is an awkward way of saying that the recognition that a
moral principle applies to specific situation x s a rational process, unaffected
by the emotions.” Although it is true that contradictory judgments about
how to act in situation x need resolution, what I wish to argue is that the
cmotions play a necessary role in leading to moral judgment-making.
As Patricia Greenspan has noted, conflicting emotions within a moral
problematic are both heaithy and creative. She writes:

Commitment to diffcrent points of vicw, in short, can
motivate behavior unlike to arise from emotional detach-
ment.”

Although she suggests that cmotions arc not incompatible with rationality, she
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also argucs that cmotions are closer to attitudes than to mere rational
judgments.  Yet, emotions arc attitudes "that generally correspond to
judgments, but which seem to exhibit a logic of their own.* I will dwell on
the rclationship of the culture and the education of the cmotions in the next
section, suggesting that the above is integral to the logic of the cmotions.
Likewise, the appropriateness of emotions in a particular situation or moral
problematic does need the justification of rational moral principles. As
Greenspan says:

..an emotion seems to be appropriate relative to a particular
sct of grounds, and not necessarily a unified evaluation of
ones total body of evidence.”

Take the example of a high school basketball team winning the statc
championship. The coach of the losing team may (appropriatcly and
sinccrely) expericnce envy at the other tcam. Thus, conflicting emotions can,
and do, occur in response to human situations. The logic of appropriateness
here is much different than the logic of the acceptability of X moral principle
in Y situation. Put differently, the tightness (perhaps type) of logic applied
to the truth of X moral principle is diffcrent than the logic of the appropriate-
ness of x emotion. What is being discussed are two areas of discourse and
response, perhaps, that of truth in relationship to emotions. The point that
since emotions can be evaluated as either appropriate or inappropriatc
suggests they arc judgments.

Ameclie Rorty goes further when she argues that emotions need more
than rational (or evaluative) appropriateness in specific situations or moral
problematics. She connects emotions with habits and habits with virtue”
And she notes that the virtuous person possesses a particular type of
¢motional configuration, namely, a practical wisdom"...with appropriate habits
arising from well-formed perceptions and attitudes.”™ This, she notes, will
lcad to human "thriving,” that is, "habits arising from well-formed perceptions
and attitudes," will lead to the development of moral character.”?

Rorty also argucs that there is a moral aspect to the appropriateness
of emotional expericnce. She writes:

Rationality (as dcfined by truthfulness supported by validi-
ty) is a central guide to appropriatencss, and appropriatencss
a central guide to flourishing.

Although T would quibble with her definition of rationality always encompass-
ing truthfulness, what Rorty is asserting is the connection between rationality
and cmotional appropriatencss in specific moral problematics.
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It is clear, then, if the above is correct, that moral education consists
of much more than the development of logic and rational approaches to
applving moral principles to specific moral problematics. Moral cducation
also consists in ordering onc’s emotions and perceptions, developing sound
emotional habits (responding to specific situations appropriately and
habitually), sclf-examination regarding one’s beliefs. attitudes and prefcrences,
and as Stanlecy Hauerwas insists, ideuntification with a specific moral
community and its stories,* among other factors perhaps. This makes moral
education morc complex than theories which emphasize the development of
rationality convey. But, it also makes moral education more realistic, as the
heman person is more than his/her reason, and human persons relate to more
problematics in a holistic way. To notc such complexity does not mean that
moral education is unmanageable. A task for somc futurc theorist is to
ingratc the various clements previously mentioned into a holistic theory of
moral education. My task in the final scction will be to turn to one aspect of
the task (and cven to this necessarily briefly and inadequately): the education
of thc emotions.

111. Education And Human Emotions

John Dewcey notes that such characteristics as "opcen-mindedncss,
singlc-mindedness, breath of outlook, thoroughness, assumption of responsibil-
ity...arc moral traits."® Dewcey likewise argues that attitudes "have cthical
value and have moral results.™ It scems like, then, although Dewey would
not agree fully, that learning how to be appropriately angry, how to show
carc and compassion, when and what to fear, what to admire, and so on are
morc important in moral education than the mere inculcation of moral
principles.

As Dewey also notes, human emotions contain cognitive, affective,
and volitional ingredients.” Again a mere approach to moral education which
cmphasized the education of rationality and logic as the modus operandi of
moral growth is onc dimensional. Moral cducators also need to pay attention
to habits, bcliefs, attitudes, ctc. when attempting to educate the emotions.

Roger Scruton offers some prescriptions for educating the emotions.
Hc distinguishes between universal and particular emotions.  Universal
cmotions, such as admiration and contempt, arc directed at impersonal
objects, he suggests; while cmotions such as love and hate arc directed toward
particular individuals. Universal and particular emotions demand a different
type of pedagogy, he argucs.™

Takc the universal emotion of courage. The teacher would cducate
for the emotion of courage by illustrating historical and contemporary
cxamples of its opposite, that is, cowardice. This develops in the student "a
scnse of what is appropriatc not just here and now but universally".” Put
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another way, the student is able to gencralize through a via negativia process
from what is appropriate generally (what does not gencrally count as
courage) to what generally does.

Particular cmotions, on the other hand, sincc they are tied in a
integral way to ones very personncss, dcmand an individual response.” Onc
does not grieve the death of someone he/she docs not know the same way
one gricves the death of a spouse, for instance. Thus, universal emotions arc
related to this or that particular individual.

Scruton also suggests that since emotion is tied to culturc we learn
what to feel by learning what to do (an acceptable cultvral practice) in
specific circumstances.”” 1t is in this sense that particular emotions take on
more universal characteristics. For instance, various religions have specific
practices when death occurs, and it is by knowing what to do (which practice
of grieving is appropriate that) that onc learn how to gricve. This is a wore
relative sense of universal that Scruton used previously (but in cultures like
the United States there is a pluralism of customs and practices related to
specific emotions. Yet this is at Jeast a recognition that there is a relationship
between what one does and the education of the emotions.

As | have noted elsewhere, it is sad that moral educators have
neglected thc education of the emotions.” Moral education has recently
emphasized the cognitive to the neglect of the affeciive. This is a common
criticism of such approaches as cognitive developmental psychology.® The
cducation of the emotions, then, serves at least two functions: (1) if tied to
appropriate community ways of acting in situations such as those cliciting
anger, grieve, or joy, the education of the emotions anchors them in a
support mechanism, that is, the individual knows how to respond emotionally
in specific situations. (2) Education of the emotions also has a transforming
quality. The development of cmpathy, for instance, when tied to specific
practices, transforms the individual from merc cgotistical responses to other
more interrelational ones. Is this not at the heart of what we mean by moral
education?
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When we begin 1o seek a firm basc for an education suited to our
age, we encounter at once a most obvious and, at thc same time, a most
fundamental truth: cducation is always a function of somc particular
civilization at some particular time in history. 1t can never be a purcly
autonomous process, independent of time and place and conducted according
to its own laws. It is as much as intcgral part of a civilization as is an
economic or political system. The very way in which education is conceived,
whether its purpose is to free or enslave the mind, is a feature of the
civilization which it serves. The great differences in educational philosophies
and practices from society to society are due primarily to differences in
civilization.'

The degree of success that a person with disabilities cnjoys in the
normal routine of daily lifc does not depend solely on his or her skills and
abilities. In large measure, integrating people with disabilities into contempo-
rary society depends on the attitudes and actions of the citizens.

Socicty controls who enters and who is kept out, so as the gatekeeper
lets some visitors pass but refuses others. For a particular individual,
society’s gatekeeper may have been a doctor who urged parents to institution-
alize their child, a teacher who resisted having any problems in class, or an
employer who had no interest in hiring workers with disabilities.

How society views people with disabilitics influences how individual
members of the community respond. In the *%0s society’s views arc being
changed by people who believe that our past principle of cxclusion is
primitive and unfair. Nowhere can we find this better exemplified than in
recent court cases and laws.

Since the 1975 passage of Public Law 94-142, The Individuals with
Disabilities Education Act, federal and statc laws have protected the civil
rights and have assured cqual education opportunitics for all disabled
students. The law, amended three times by Congress, requires that a frce and
appropriate public education be provided the disabled student in the lcast
restrictive cducational sctting that mects his or her nceds. As states arc
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permitted o determine the delivery models for compliance, service systems
have varied from state to statc,

Many statcs across thc nation arc currcnily in the process of
aggressively adopting the Regular Education Initiative (REI), a concept which
cmphasizes increased collaboration between regular and special education,
and a change in the way that education has traditionally provided education
services to disabled students. REI secks to develop a network of support
services and resources to assist the student with disabilities in the regular
classroom. As a concept, REI strongly rccommends restructuring the
relationship between special education and regular education. It advocates
a shared responsibility between regular and special education for disabled
students.

Concurrent with thce adoption of REI has been the passage of the
Amcricans with Disabilities Act of 1990 (ADA). Effective in phases which
began in January 1992, the ADA is a federal law designed to eradicate
discrimination against physically and mentally disabled individuals. Consid-
cred the most sweeping anti-discrimination law since the Civil Rights Act of
1964, the ADA rcquires equal treatment of disabled persons in various
aspects of contemporary life:  public and private employment; public
transportation, commercial facilities and other public accommodations; and
tclecommunication services.

George S. Counts epitomized the progressive educators during the

Depression who urged American educators to assumc the idcological
commitment to creatc a "new social order.”® Counts urged educators to
cxaminc the culture, and ally with those social forces and groups that
excmplified the democratic cthic in the light of emergent trends. He
challenged teachers to "fashion the curriculum and procedures of the schools
so that they could shape the social attitudes, ideals and behavior of the

coming generation.™

This paper will examine the underlying philosophical and ideological
bascs of the Regular Education Initiative. As such, REI will be examined as
an agent of social reconstructionpism as it utilizes the classroom as a
specialized social agency established to bring children into group life through
the deliberate cultivation of socially preferred skills, knowledge and values.
The schools, then, will help to create the socicty that embraces the philosophy
underlying the Americans with Disabilities Act...an allegiance to human
equality, brotherhood, dignity and worth.

It 1s said that a socicty can be judged by the way it treats those who
arc differcnt. By this critcrion, our socicty has less than a distinguished
history. We have long perpetrated an attitude of intolerance toward the
disabled. The story of the disabled on the pages of world history is often
saddening and pathetic. Through a bricf historical perspective, attitudes
toward the disabled can be recognized.
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Even in ancicnt times, the disabled posed an cconomic hazard to the
group in that they ncither joined the hunt nor assisted in the production of
food supplics. They required the safcguard of their tribesmen against both
wild beasts and tribal enemies. If they were descrted by the flecing tribal
cnemics. 1f they were descrted by the flecing tribe, the handicapped were
casily captured by the enemy and often became the victims of crucl
ccremonics and rites.

In ancicnt times, in keeping with the ancicnt Greek’s admiration for
physical perfection and the Athcnians’ worship of beauty, infanticide was
widcly practiced. Physically handicapped children were exposed, destroyed
or deserted. Cripples, dwarfs and other physically deformed persons were
otherwise cxploited as jesters and cntertainers for the courts. The mentally
handicapped were considered demon-posscssed as their confused mumblings
were taken as manifestations of cvil spirits.’

The Middle Ages were characterized by ridicule and scorn for the
crippled. To nobility, they continued to provide amuscment, entertainment
and a source of mockery. Anything incxplicable was attributed to black
magic. In the casc of the handicapped, cxorcisms were performed in order
to drive the cvil spirits out of the victim’s soul’

A new philosophy cmerged in the sixtcenth and seventecnth centurics
which influenced the attitudes toward the handicapped. Rcalism, with its
cmphasis on the use of the senses and the inductive methods in education
became the basis for training the disabled. Yet, by the 1800s, proponcnts of
Social Darwinism came to view limitations of intclligence as stigmatic and
degrading to a complex social order. Shortly thereafter was launched the
negative cugenics movement bascd on Social Darwinism. By applying the
Darwinian theory to the human race, it would be possiblc to eliminate the
unfit, and man could activcly assist nature in promoting the survival of only
the highest quality of human being. The sccond decade of the 1900s
witnessed the emergence of sterilization laws in the United States as well as
a burgconing of state institutions to scgregale those¢ who were deemed as
menacing taints to an othcrwise pristine society.’

The decade of the 1950s heralded the turning point for the handi-
capped community. The disabled, community members and profcssionals
participated jointly as social change agents in major legislative cfforts and
landmark litigation. Significant advances for the disabled werce witnessed in
two forceful trends: expanded recognition of human and civil rights and
substantially incrcased fedcral funding of human services and programs.

Regrettably, when local public schools began to accept a measurc of
responsibility for educating exceptional students, a philosophy of segregation
continued to prevail, Children reccived labels such as mentally retarded and
cmotionally disturbed. Children were confincd mainly to isoiated self-
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containcd classrooms.

As our concepts of cquality, frecedom and justice were expanded,
cxceptional children and their families were gradually moved from isolation
to participation. The recent history of incrcased integration of special
cducation is related to the civil rights movemcent.

The Civil Rights Act of 1964 prohibited discrimination based on racc,
color or national origin. Scction 504 of the Rehabilitation Act of 1973
extended civil rights to pcople with disabilitics. This regulation states, in part,
that "no otherwise qualificd handicapped individual, shall, solely by rcason of
his handicap be ¢xcluded from the participation in, be denied the bencfits of,
or be subjected to discrimination in any program or activity receiving federal
financial assistance.” 1t called for expanded opportunitics to children and
adults with disabilities in education, cmployment, and various scttings.

Yet, as Section 504 was not a federal grant program, it did not
provide any fedcral money to assist people with disabilitics. Rather, it
imposed a duty on cvery recipicnt of federal funds not to discriminate against
handicapped people. it demanded that no handicapped person may be
cxcluded from a program because of the lack of an appropriate aid.
Emphasis was on accessibility to a program, not on physical modifications ;m
all structures.

As federally funded facilitics complicd with Section 504, persons with
disabilities bad increased accessibility and integration into the mainstream of
society. Section 504 called for nondiscriminatory placement in the most
integrated setting appropriate, and served as the basis for many court cases
over alleged discrimination against individuals with disabilities.

The special education legislation which followed on the heels of
Section 504, P.L. 94-142, applied to the educational placement of handicapped
children in the least restrictive environment. Handicapped children were to
be placed in special classes or scparate schools only when their education
could not be achieved satisfactorily in the regular classroom, even with special
aids and scrvices. In fact, full integration into the rcgular classroom was rare,
Pull-out resource services as well as self-contained special education classes
continued to scgregate the disabled student both educationally and socially.
Chicf Justicc Earl Warrcn wrote, in his landmark Supreme Court decision
Brown v. Board of Education (1954), "Separatc educational facilitics are
inberently unequal, as they generatc a feeling of inferiority as to children’s
status in the community that may affect their hearts and minds in a way
uniikely ever to be undone." Such scgregation of the students into special
cducation divisions continued to undermine the full integration of disabled
and non-disabled participants. Attitudes of scparatism and cxclusion have
continued.

Most recently, the Regular Education Initiative movement in special
cducation has taken hold around the country. Led by special educators, this
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initiative strongly reccommends the restructuring of the relationship between
regular education and special cducation. The regular education classroom,
with cxpanded and cnhanced resources and services, would become an
effective and successful instructional program for disabled students. It would,
in cffect, cease the dual system of cducation that has existed for special
cducation students since the passage of P.L. 94-142, a system, which by virtuc
of its duality, has inhibited truc intcgration.

The REI concept, when implemented appropriately, develops a
network of support, scrvices and resources to assist the student with
disabilitics in the regular classroom. Regular Education Initiative demands
a strong cmphasis on communication, collaboration, planning and problem
solving for teachers and students and tcachers in the regular education
classroom.

The seeds of REI were planted almost a decade ago by Madcline C.
Will, then Assistant Sccretary for the Office of Special Education and
Rehabilitative Services of the U.S. Department of Education. The sceds are
sprouting now, on the heels of the passage of the Amecricans with Disabilitics
Act, a federal law designed to cradicate discrimination against physically and
mentally disabled individuals.

After casily passing Congress, the ADA was signed into law on July
26. 1990. The ADA has been called the most sweeping anti-discrimination
law since the Civil Rights Act. Although titled the Americans with
Disabilitics Act, it protects all qualified individuals regardless of citizenship
or national origin. As reflected in Section 2 of the ADA, Congress found
that, as a group, disabled persons tend to be isolated and rclegated to an
inferior status in society, and that discrimination against disabled persons is
exacerbated by architectural, transportation, and communication barriers.
The ADA, therefore, requires cqual treatment of disabled persons in various
aspects of contemporary life.

Title 1 of the Act covers public and private cmployment. Title 11
covers the activitics of statc and local governments, including public transit.
Title 111 prohibits discrimination against pcrsons with disabilitics in the
provision of goods and scrvices by or within virtually all buildings to which
the public is admitted such as, hotcls. restaurants, movie theaters, auditori-
ums, bakerics, doctors, lawyers and accountant’s offices, hospitals, banks,
barber shops, muscums, librarics, and social scrvice establishments such as
day care centers or homeless shelters. Finally, tclccommunications services
are covered in Title 1V. The overall goal of the ADA is to intcgrate
individuals with disabilitics into socicty. To advance this goal, the Act is
designed to ensure disabled individuals full and equal access to the same. or
similar bencfits enjoyed by the general, non-disabled public.

Those cducators who now urge the adoption of the Regular

244

Q

ERIC

PAFullToxt Provided by ERIC




246 J. Fine

Education Initiative are restructuring cducational provisions and opportunitics
to likewise cnsurc disabled individuals, the students, full and equal access to
the same or similar benefits enjoyed by the gencral, non-disabled students.
Those cducators and policy-makers arc social rcconstructionists as they
reconstruct educational institutions and valucs to meet the nceds of modern
life.

George S. Counts, considered to be the {irst and foremost proponent
of reconstructionism, stated in Dare the School Build a New Social Order that
thc great criscs of the twentieth century were a result of profound transition
and rapid changc. According to Counts, it is not change itself but rather, the
inability of humans to dcal with change that promotes crises. Counts belicved
that cducational systems had failed to equip people, both cognitively and
attitudinally, to dcal with pcrvasive social and cultural changes. The crisis
was further compounded because change occurred multilaterally, that is
changes in onc arena of socicty affect changes in other arcnas.’

As the ADA both prohibits discrimination in hiring and promotion
on the basis of disability, disabled and non-disabled will work and advance
togcther in their carcers. The required removal of physical barriers in public
places will further cnsurc the transition toward a society where the disabled
arc fully integrated. A rcconstructed program of special education into the
regular cducation program would then have the school functioning as a
specialized social agency. The full integration of disabled students would
cnculturate all children into the group life of this new social order.
Exclusionary attitudes toward the disabled would be eradicated through this
deliberatc cultivation of socially preferred skills, knowledge and values.

As Counts wrotc in The Social Foundations of Education, a fact
never to be forgotten is that education, taken in its cntirety, is by no means,
an cxclusively intcllectual matter. It is not merely a process of acquiring facts
and becoming familiar with ideas. The major objcct of education since the
beginning of time has been the induction of the immature individual into the
lifc of thc group. This involvcs not only the devclopment of intellectual
powers, but also the formation of character, the acquisition of habits,
attitudes, and dispositions suited to a given set of living conditions, a given
level of culture, and a given body of ideals and aspirations.®

As the American Disabilitics Act seeks to rcmove barriers to
individuals with disabilities, it stands to have great impact on the overail
infrastructure of American socicty.

The current widespread adaption of the REI will prepare our young
citizens for the full integration of individuals with disabilities into mainstream
lifc. As it ccases the dual system for special cducation, and it takes the
disabled child into the regular education milieu, it will come to be regarded
not only as an educational concept whose time has come, but moreso as a
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great agent of social change.
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SKETCHES OF A PHILOSOPHY OF
LIFE RHYTHMS & EDUCATION

Louis Silverstcin
Columbia College, Chicago

Some years ago, when I returned from a sabbatical leave, many a
collcague of mine inquired of me as to what di¢ | do with my time. |
responded: “Reflection, contemplation and communion.” Incvitably, my
response was followed with these words: “Yes, but what did you do?"

In this essay I am not so much concerned with the disciplinc which
can be characterized as compliance with external demands madc on the scif
to hew the straight and narrow line, but, rather, with the discipline tha
rosides in and emanates from the sclf, the discipline that onc owns and carries
with oneself as part and parcel of one’s very being, the contribution to which
being one of the great gifts which we can help impart to our students.

A human can be conceived of and perceived in a number of ways,
one of which is a system of cnergies sceking releasc and expression in the
daily life of the self. Thesc energics which the child brings into thc world are
then played upon by the forces of socialization of which education plays a
most significant part, to gravitate toward and rcsopatc with a chaotic beat,
that is a pattern of rhythms lacking direction, cobesivencss and focus, or to
gravitate toward and resonate with a harmonious beat, that is a pattern of
rhythms (moves) replete with direction, cohesiveness and focus, in essence a
disciplined cducational path for the self.

Among the courses which 1 have taught in onc entitled, "Contempo-
rary History: Understanding the News.” In this course my students and I first
place our attention on current news of major import as thesc events have
been reported on in the mass media--both print and electronic. We then
procced to place the issues in a larger historical context that we may gain a
broader and decper understanding of the subject matter at hand. Lastly, we
construct alternative future scenarios given the variables and options which
we have become aware of during the course of study. Skill acquisition--¢.g.,
Jearning how to construct models of perception, how to gather and synthesize
information, how to ponder and reflect, how to utilize all one’s senses for the
purposc of gaining understanding--plays as important a rolc as thc actual
acquisition of information itsclf.

In pursuit of the objective of skill acquisition, for the last few ycars
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1 have begun cach semcester’s class by giving my students an assignment
which they find most unusual and which they react to with groans and crics
of disbclief, and, for some, with crics of dismay. Unusual, becausc it is rarc
when a teacher assigns his students the task of not doing something. Groans,
crics of disbelict,, and cven dismay because my students realize immediately,
although at differing levels of conscious understanding, that the rhythm of
their jives is about to be scriously disrupted, that the beat of their daily
existence shall go on but on a vastly different level and be of a vastly
diffcrent kind.

My students arc assigned the task that for onc week they are not to
read, listen to, or view any print or ¢lectronic media--newspapcers, magazines,
books, radio, tapc rccorder, CD player, stereo, film, tclevision--save that
which they arc assigned to do by other teachers or by cmployers. The
primary purpose of such as assignment is to afford my students an opportuni-
ty to clearly grasp the enormous role that the mass media play in their lives
by having them expericnce first-hand, utilizing withdrawal as the means in
addition to reading, hearing and sceing, how the mass media affect we
humans by the manncr in which the mass media shape the very naturc of the
ways in which we expericnce, make sense of, respond to and move about our
world.

When we gather together the next week, | ask cach and cvery
student to sharc with the rest of us how he or she coped with the assignment.
As you can readily imagine, virtually all of the students found the assign-
ment--to go "cold turkey" on the media--one of the most difficult tasks to
carry out successfully which they have ever been given to do in their entire
school cxperience. Most last no more than two or three days, with a sizablc
number "turning on" before even a day has gone by. 1n their own words
rcpeated over and over again scmester after scmester, "l had to have it."

It is then that we turn our attention to coming to a fuller appreciation
and undcrstanding of what IT is that so many cannot live without. The IT
being a living out of a lifc rhythm and beat which fosters haste over
contemplation; shallowncss over depth; the scnsational over the daily fabric
of life; the violent over the gentle; the hodgepodge over the thematic; the
hyper over the calm; the descriptive over the imaginative; the destructive over
the creative. In sum, quitc a lens to sce the world through, for as my
students put it, what you sce is what you get; or, to put it in a morc acadcmic
way, how (in the casc of the media, the mecans) one perccives plays a most
important role in determining what one perccives and to which life rhythms
onc becomes habituated to. So while the specifics (tke evenls of the day)
change, what remains constant are the conclusions that we draw from the
day’s cvents about the world in which itch we live duc to the mind set which
wec have incorporated into our way of looking at that which the mass media
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prescats to us in tcrms of form as much as content.

For the following week, I modify the previous week’s assignment.
My students arc now given permission to read the ncwspaper, but they can
only read one story. They arc instructed to read and re-rcad this onc story
until they feel confident that they really understand the story--in addition Lo
its contents, its premises, its assumptions, its biases, its conclusions (implicit
as well as explicit) its effect(s) on their lives. They are further told to reflect
on what more they would want to know about the subject of the story to gain
a more completc understanding of the event being reported on as well as to
reflect on how they would have written the story to make it morc objective
and informative. In effect, they arc asked to read in depth rather than
speedily or superficially, to be more concerned with understanding than with
finishing. (But ‘Dr. Silverstein, how can I read like you want me to when 1
have so many and so much class assignments L0 do?")

Come the mext class mecting, they are now given as their next
assignments the task of choosing a news story cither print or visually based,
dealing with human tragedy that has wide ranging social implications, and to
cither read or view this story with feeling as well as with their mind; that is,
feelings and intellect are to be jointly used to gain a greater understanding.
The primary purpose of this assignment is to demonstrate to the students that
feelings and intellect need not be antagonistic forces battling for dominance;
to the contrary, that feelings and intellect can be utilized as complementary
tools to make sense out of that which we experience, both of which must be
incorporated as integral parts of the learning process if we are to more fully
realize our very human ways of knowing. Furthermore, they are instructed
once they really are in touch with the story to reflect upon their response to
it and to compare and contrast this response, or lack of any obscrvable one,
to how they responded to such stories in the past when all that material
presented in the coverage of the story, all that stuff to sce, hear and rcad
enveloped them, became their master, instead of they being in charge of their
learning.

An example of what is meant by rcading, viewing or hearing with
fecling as well as with intellcct is probably now in order. Let us say that the
class has decided to read a story on the bombing and shelling of the Lebanesc
people such as had been reported on in the mass media again and again. My
students would first be told to read the story in the manner that they
customarily would do so and make note of their emotional reaction(s) or
scemingly lack of. For the sccond reading the students would be instructed
to stop after cach paragraph and to allow whatever fcclings that werce
cngendered by the story to come to the fore. For the third rcading, they arc
instructed to repcat the step two process after cach sentence.

For the fourth and final rcading, the students are told to allow their
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fecling potential to be realized to the point that the subject at hand is not
only being read about but to actually experience the content of the words--to
become part and parcel of the story, to consciously become killer and killed
and obscrver. What 1 am after here is that becoming part and parcel of the
story being brought under control of the student rather than allowing such an
cnvelopment to occur, and it always occurs, albeit most of the time uncon-
sciously, even if the sum total of our response to such stories repeated over
and over again in the media is indifference and callousness to such material
as we hastily move on to read, view or hear about the next item in the news.

Then, we all sit back to reflect upon and exchange our understand-
ings of the role(s) and effect(s) of the media on our lives--how we come to
perceive what is being portrayed to us as what that which is out there is all
about; how these perceptions, the ways in which we take in the world, are
internalized, and in turn, become the masters of how we come {o view the
world and make sense of it; how that which is thc nature of mass media, both
form and content, causes us to move at and cravc a certain rhythm in our
daily lives to the point that which does not feed such a dependency dealt with
summarily or as a diversion from what is important (what we want),
Reflection is a bore, contemplation is a bore when the beat of the mass
media becomes the beat of our lives.

Never have I been made aware of the profound and life shaping effect
of the mass media in the lives of our children than when my daughter, once
three and onc-half years of age, said to me in the form of an inquiry after
hearing of the assassination of Olaf Palme, the Prime Minister of Sweden, on
a radio playing in our kitchen: "Daddy, does anybody ever die, or is
everybody killed?” She had put the parts together, the bits of information
that no onc realized that she was paying attention to, to form a whole
understanding of modern life.

So, our students put the parts together to form a whole in terms of
the rhythm of their lives from that which they take in from their trusted and
constant buddics and companions--that print and clectronic "stuff" which is
cverywhere, always being shown to you or kept turned on by someone. And,
in thc immortal words of Sonny and Cher, the best goes on.

Yes, my students, all of them, read, view and hear too fast and too
much. However, as is the class with virtually anyone hooked onto a
substance which limits the human potential rather than enlarging it who you
are¢ trying o get to beat the habit, 1 don’t just tell them that fact about their
lives. I also allow them to experience this fact. By assisting them to read, to
vicw and to listen more fully, to merge feeling and intellect into a refined tool
of understanding, in cssence, to bring morc of their human gifts of the senscs,
our tools for finding out and comprehending, into play when dealing with the
world, they are afforded the opportunity to lcarn the fesson well.

25)




Fifth Concurrent Session
Midwest Philosophy of Education Society 1992 Annual Mceting

WHOSE CRITICAL THINKING STRATEGY
IS OF MOST WORTH?

Charlcs E. Alberti
Bemidji State University

Despite current interest and attention focused on the rclationship of
critical thinking and education, there does not appear to bc any clear
agreement concerning a dcfinition of the term. However, if wc are to
continuc this dialogue and investigation, it is cssential that the term “critical
thinking" be discussed with some clarity of what we are talking about. It is
necessary to have a better understanding of what we are trying to say beforc
we try to put the concept into practice. Unfortunatcly, from clementary
schools through colleges and universities, proponents of improving students’
critical thinking ability arc attempting to carry this academic dance to
distorted proportions -- sometimes under the umbrella of creative thinking,
sometimes skillful thinking, and yes, at other times even critical thinking.

) Reaching back into Socratic history we find the development of a
guestioning method -- one that scquenced questions in a manner that sought
to disturb the confident, yet weak, claims to the pursuit of knowlcdge. The
writings of such notables as Voltaire, Mill, Newman and others continucd to
articulate this process of in-depth questioning from the eighteenth through the
twentieth centurics.

In addition, as we move forward in this century, we come upon a
broadened perception of the the critical thinking movement with thc work of
Edward Glaser in both An Experiment in the Development of Critical
Thinking (1941) and the Watson-Glaser Critical Thinking Appraisal (1940).
However, the three conccptions of critical thinking, that are addressed here,
rest on the work of Robert Ennis, Richard W. Paul, and John E. McPeck.
All threc of these individuals have been associated with the Informal Logic
Movement -- the movement that appears to be permeating the “critical
thinking" discussion taking place in the United States.

1. Robert Ennis
Ennis has been concerned with critical thinking for many years. The
fact of the matter is that contcmporary interest in the notion and its relevance
to cducation can bte traced to his 1962 articlc in The Harvard Educational
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Review entitled "A Concept of Critical Thinking.” 1In this papcer Ennis
cxplicates critical thinking as “the correet asscssing of statcments,” and offcrs
both a list of aspects of statcment assessment and criteria {or the correct
asscssment of various sorts of statcments. To this cnd Ennis offers us a
model that focuses cntirely on an individual’s ability to assess or evaluate
certain sorts of statcments. Ennis points out that “this list is not intcnded to
providc mutually exclusive categorics. Instcad it shows common pitfalls, and
itcms about which people arc concerned.”

Hence, the twelve aspects of critical thinking, according to Enais
(1962) arc:

. Grasping the meaning of a statcment,
. Judging whether there is ambiguity in a line of rcasoning.
. Judging whcther certain statements contradict ¢ach other.
. Judging whether a conclusion follows necessarily.
. Judging whether a statement is specific cnough.
. Judging whether a statement is actually the appliction of
a certain principle.
. Judging whether an obscrvation statement is rcliable.
. Judging whether an inductive conclusion is warranted.
. Judging whether the problem has been identified.
10. Judging whether something is an assumption.
11. Judging whether a definition is adequate.
12. Judging whcther a statcment madc by an alleged author-
ity is acceptable.

As an important part of this writing, Ennis goes on to claboratc on
cach of thesc aspects. An example of this under the first aspect of "Grasping
the mcaning of a statcment,” is that “I{ a person krows the mecaning of a
statement, the individual should know what would count as evidence for and
against it. This places a great deal ol responsibility on the individual to
understand the intrinsic meaning of the statcment.

Within the context of Ennis” work we find him actually developing
a lengthy range definition of critical thinking. This has been provided by
listing tweleve aspects which characterize a critical thinker.  Furthermore,
under the aspects of critical thinking a list of criteria is presented -- criteria
whick may be uscd in making the judgment called for.

Education for critical thinking, according to Ennis, involves the
imparting to students of the requisite skills, abilitics, or proficicncies. No
mcntion is made of the student’s actual utilization of his or her skilis and
abilitics. If the student is able to assess statcments correctly, then he/she is
regarded as a critical thinker.

Since the paper appeared, Ennis has become aware of the difficulty
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of regarding a person as a critical thinker cven though that person never, or
infrequently, thinks critically. Ennis has said that proficiency is indecd not
enough. There must be a tendency to exercise the proficiency.

This aids the understanding that critical thinking cxtends far beyond
skills of statcment asscssment. Ennis ends up supporting the idea that we
must consider the individual’s character traits, habits of mind, and disposition
to be a critical thinker.

One of the major problems with Ennis’ list of proficicncics or aspects
of critical thinking is that it is overwhelming. In order to consider the
assessment of a statcment, onc would have to take to memory his/her list of
proficicncies and measure the statcment against each. The list, however, is
without claboration.

II. Richard W. Paul

Paul acknowledges the importance of including the tendency to utilize
proficienceies to do critical thinking. Paul suggests that students alrcady have
"a highly developed bclief system buttressed by deep-scated uncritical,
egocentric and sociocentric habits of thought by which he interprets and
processes his or her experience...The practical result is that most students find
it casy to question just, and only, those beliefs, assumptions and infercnces
that (they) have already “rejected” and very difficult, in some cases traumatic,
to question thosc in which they have a personal, egocentric investment.”
(Paul, 1982)

When learning techniques of argument asscssment in "cgocentrically
ncutral® cases, students do not simply transfcr skills and tcchniques to more
loaded contexts. Paul claims that they utilize their newly developed skills to
repel challenges to their deeply held beliefs -- they become more skilled in
rationalizing and intellectualizing the biases they alrcady have. Here we can
see students who are adept at manipulating argumentative cxchanges in such
a way that they always "demonstrate those deep-seated beliefs and commit-
ments which they are not willing to explore or reject. Paul focusses on the
necessity of utilizing one’s critical thinking skills to chailenge one’s own
fundamental belicfs and attitudes.

According to Paul, there are at least scven interdependent traits of
mind that we nced to cultivate if we want students to become critical
thinkers. They arc (Paul, 1990):

A) Intellectual Humility: Awarencss of the lmits of one’s
knowledge, including sensitivity to circumstances in
which onc’s native cgocentrism is likely to function
sclf-deceptively; sensitivity to bias and prcjudice in,
and limitations of onc’s vicwpoint.
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B) Intcllectual Courage: The willingness to face and asscss
idcas fairly, beliefs, or viewpoints 1o which we have
not given a scrious hearing, regardless of our strong
negative reactions (o them.

C) Intellectual Empathy: Recognizing the need 1o imagina-
tively put onc-self in the place of others to genuine-
ly understand them.

D) Intellectual Good Faith (Integrity): Recognition of the
need to be true to one’s own thinking, to be consis-
tent in the intellectual standards one applies, to hold
onc’s sclf to thc same rigorous standards of cvi-
dence and proof to which onc holds one’s antago-
nists.

E) Intclicctual Perseverance: Willingness to pursuc intel-
lectual insights and truths despitc difficultics,
obstacles, and frustration.

F) Faith in Recason: confidence that in the long run one’s
own higher intcrests and those of humankind at
large will be served best by giving the freest play to
reason, by encouraging people to come to their own
conclusions by developing their own rational facul-
tics.

G) Intclicctual Sense of Justice: Willingncss to entertain all
vicwpoints sympathetically and to assess them with
the same intcliectual standards, without reference to
one’s own feclings or vested interests, or the fecl-
ings or vested interests of onc’s fricnds, community,
or nation.

Paul argucs that it is not pussible to develop a coherent concept of
critical thinking without developing a “coberent concept of rationality,
irrationality, cducation, socialization, the critical person, and the critical
society, as they bear upon and mutually illuminate onc another.” (Paul, 1986)

This rcfieccts a holistic approach allowing us to focus on the
multi-logical problems that cross disciplines. This position is in opposition to
the cognitive psychologists who tend to restrict their attention to artificial or
scif-contained monological problems. These would be problems that exist in
a ficld-specific conceptual framework.

Schooting, for Paul, should increase the student’s ability to distinguish
monological from multi-logical problems and be able to address cach of these
as they impact the conduct of everyday cxistence. The critical thinker would
be aware of the necessity of putting his/her assumptions to the test of the
strongest objections. In order to do this he/she will have a disciplined mind
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.- ane that avoids confusing concepts that belong in diffcrent categorics.

Students must come to terms not only with how they feel about
issues, both inside and outside of the curriculum, but also with the extent to
which those fcclings are irrational. It is not a surprise to expect many
teachers to be fearful of the prospect of highlighting controversial issucs in
the classroom. The teacher becomes a critical thinking student in this
situation.

I11. John E. McPeck

McPeck (1981) argues that critical thinking cannot be rcgarded
properly as a gencralized skill, because there is not, and cannot be, any single
critical thinking skill that can be applied across subject-arca domains. this is
because "thinking is always thinking about somcthing”. McPeck criticizes the
sort of informal thinking course which sceks to enhance students thinking
ability in gencral without regard to any particular subject mattcr.

In defense of tcaching critical thinking through the disciplines,
McPeck argues that if the disciplines are properly taught, we will get the kind
of intelligent thought from students that we normally associate with the
phrasc “critical thinking." (McPeck, 1990)

As a reflection on "properly taught” disciplinc hc argues that therc
are almost as many distinguishable logics, or kinds or reasoning, as there are
d.- inguishablc kinds of subjects. He further points out that there is no way
to lcarn these different logics apart from learning the language of these
subjects. An intelligiblc statement for that discipline is detcrmined at the
scmantic level.

McPeck wants us to consider how various kinds of knowledge of
things shape the way we properly think about thosc things. This approach
makes us tackle the properties of cach subject we are dealing with.

Thus. McPeck draws on Wittgenstcin’s perspective regarding the
intimatc connection betwecn thought and language. Hence, in order that we
improve students’ capaity for thought, you must improve their capacity to usc
language first. McPeck’s own logic argucs that the change which comes about
is that a person begins to learn how to think and reason through language.
This naturally becomes morc sophisticated as one learns more about a
particular subject. Being able to talk about a scientific isssue during graduate
school would be a more clevated discussion aftcr many ycars of study than
that afforded to the third grade student. The net effect of disciplinary
knowledge is to increase a student’s capacity to think.

McPeck defines critical thinking as "thc appropriatc usc of reflective
skepticism” to establish "good reasons for various belicfs" and maintains that
since what constitutes "good reasons” depends on the cpistemological and
logical norms of the subject area in question. (McPeck 1931)
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In support of his discipline related push, McPeck argucs that another
obstaccl in the path of mcasuring the cffectivencss of various critical thinking
programs is that diffcrent dcfinitions of ‘“critical thinking" will require
different criteria of measurecment.

Whilc Ennis, Paul and McPeck have cach mellowed in their models
of “critical thinking," it is important to note that they have not merged into
cach other’s thinking on the subject -- the dialogue continucs.

In the final analysis it would sccm that there are almost as many
diffcrent kinds of critical thinking as therc arc different kinds of things to
think about. The criteria for applying and assessing critical thinking derive
from the thing being discussed or thought about at the time -- this could be
very general or specific. More importantly what one must address with some
conscious atiention is the specificity of the process from a developmental
viewpoint -- both for the student and the teacher and to realize that when we
spcak of critical thinking, we arc discussing a much broader and complex
topic than the proponents arc suggesting.
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FROM PUGGY TO LARRY:
POETRY FROM GATHERING LIGHT

Lawrcnce Santoro

Baby Talk

Soon the world is magic placed.

When hunger’s filled,
and cold dissolves to warm down ’round your tummy,

When hard deflates to soft
and shiny bright becomes a muted pastel murmur;

Then the magics start...

And the world begins to have an order

and stretches, connected, out forever.

The only law that world will have is magic, then.

You will sce such wondrous things that tickle you for explication...

You'll wonder why...That man in kilt and tartan sash stands upon your corncr
in the sun

And pipes his wheezing scrcam-bag

And for his music, there, bitcs and dribbles down his chin,
a ripe tomato offered him, streaming juice and sceds and grins.

You'll wonder why the stairway creaks below at night
when you're alonc, above

And the phone rings once -- then waits until tomorrow night.
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You'll wonder what they do in there -- the dry old women in the corner
housc all bushy-dark and shadow-curtained.

Where the grass is long and weedy and cats forever the rolling ball, the ill-
tossed toy;

What they do with twiggy fingers when they part the drapes like dusty breeze
within

And parchment eyes lcan out to grab your soul running past to warmer
ncighbors...

Remember tac terrors, they are holy.
Keep them close to hand. in mind.

When night is filled with glimmer glamour,

And the shadows breathe where the alley bends down into cternity

And the branches tap the windowpanc
And the stairs are dark at top

And the haliway creaks down there;
When the closet fills with monsters

And that dcad spacc between the bed and wall beseems
a cav: of drcad-scaled and spiny feasting-beasts;

When stories, books and night-told tales
become the world and walk in you through streets you'll walk, forever...

Remember: time is not a river but a puddle, rather
which grows down and decper as you get longer

And they’re there, below;
Your shadow brother terrors...

Hold them, keep them holy,

They, sadly, do not last forcver
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But hold the magic in your head.

It will be your mind. vour soul
and best friend, later

When the cold returns and all the wilches, dead.

26
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Nanna

Latcr, I noticed the picture on the mantle in my parent’s house;

Framc of metal, curls and cartouches,
Enclosing that woman, that lady in whitc;

That long whitc [cmale line against her tapestry of stags and hounds.
It kncw it was Nanna but never, before, like this.
Pop-pop had been cut from the picturce;

Had left her long and alonc, her hand drifted off at the finger-tips Where he
once sat some 40 ycars gone.

I knew it was Nanna but it was not the Nanna 1 kncw.
That old woman, thinned by life, dricd from whitce to ash;

That old woman, iciclc-hard, thump on the botto:a and off to the prickly chair
To wait the tick-tock stickly hour til daddy returns to deal with mec.

This Nanna was white and soft and glowed in silver nitrate haze
Of dust and ycars,

Of dust and ycars before my birth.

This was not the Nanna who dicd in my hand,
Her finger twigs wraithed around my plumping knuckles,
Her hands sobbing slowly into silencc.

Sunday morning. Downstairs, Pop-pop in the kitchen; Gabriel Heater on the
radio.
1, dressed for church but not ready for it.

"Come, Puggy. Don’t dawdle. Take my hand and stop acting likc an
1 donowhat. Goodncss!"

Then down two steps.
Pumping my hand. "Oh, oh, oh, Larry! I can’t sce. Can't hear.”

A
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Twitching, writhing. Words sliding into noises, noiscs going funny in her
throat.

Twitch. Writhe. Bang, bang, the head against the wall.

Funny, Nanna. Nanna being funny. For the first time in my lifc
Nanna was funny.

1 ran to Pop-pop and Gabricl Heater to tell: Nanna is funny, finally funny.
Now, Nanna was never funny.

Not Nanna. Nanna of the dainty dishes, of doilies delicate.

Not at Carsonia Park where the roller coaster rolled without me.
"Goodness! On that thing! I hear a man lost his head in the air

Up therc where he stood to show off."

Sheared by the "don’t stand” sign.

But Nanna was being funny now!

Of coursc, by then, my parents had heard the beating on the stairs

And the funny old woman, my mother’s mother, being funny
For the first time in her son’s life.

Pop-pop out of the kitchen through the house and up the stairs.
All of us meeting there two steps from the top

To watch Nanna’s funny.

1 saw my Pop-pop’s facc. Only that, his nosc and jowls and eycs. "You stop
that, now. You stop that, hcar!"

Funny Manna.

Doctor Kotzen came and went. Nanna stayed.
Laid in the center of her bed. Her bed with Pop-pop.

She slept. Monday, Tuesday, Wednesday,

<H 3
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Watched her breathe. And breathe.
Then stop.

And. worricd about laughing at the vicwing, I bit my checks hard Insidc my
mouth...

But did laugh a little.
Even though 1 had killed her, I could still fcar laughter.

Pop-pop said, "Nanna was dying and you was laughing,”
Pop-pop said.

Goodness! Nanna would have said. Goodness.
But not that beauty on the mantle, that white, clegant silver linc of a woman
Who smiled from forty years gonc at the snowy Pennsylvania mountains over

my shoulder.
Not that woman. Her word would not have becn goodness.

I could love her, that woman on the mantle. Honest to god. I could.

And I could forgive her for being funny Nauna
Whom [ killed
Onc Sunday on our sfairs with my laughtcr.
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That Name

Dcep down I'm still my family’s namcthing: Puggy:

Though I never understood the why of it

Or what it meant, 'm Puggy, still...

At the call of others, older, wiser, stronger than 1 can cver be
In soul, in mind, in time in fact...

1 am Puggy, thcn and now.

The kid in sailor suit
Who runs in scratchy black and flaring whitc

Through Pendora’s trees in flicker-shades of gray,

And stands on teeter fect beside the watcrfall

And ycarns to divc on in and down and through the foam

To swim away, thc water's way...

Flowing underground...

But stops and turns and waves and smiles at somcone up ahead
And waits.

Then, snatched on up by mother’s arms,

Is saved.

oo
o
&N
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Facts of Lifc

After love and the long giggle-making, shrivel-tickle out of her:

After holding,
our scparate beautics salted with the tastc of memory,

And the slow exfoliation of our skins,
breasts and thighs, bellics and bushes, pecling back,
untwining;

After lips and tonguc had cleancd and dried and tidied her:
her parts and placcs;

After,
and while the pungency of our slippery last two hours crusted, delicious on

my face;

After,
whilc my fingers, combing,

Uunfolded her parting lips in an echo, remembering...
Remembering after.

Remembering the last words my mother gave, scnding me off
to 16th and haak...

Pushing mec,

Snuffling, shuffling

Through the brownstonc arch into the rest of my life...
Before letting go, a little bit, forever...

Remembering my mother’s last suggestion,

Tucking, wetting back the cowlick tuft,
Turning me round and round at the whirlwind bordcer

Where our street delined the playlot pipes and chains,
its billion brushburns waiting

¥
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Potential, now, in slick black and bubbly asphalt redolence
in Scptcmber summer remnant hot and bright.

Remembering our final language lesson. This:

If you have to go

Say number one or number two.

Number one is to tinklc

Number two is to make your uglics.

They won’t know those words. Our words.
Those words are ours.

Remember: number onc is to tinkle
Numbcr two is to make your uglics.

You remember?

This gets complicated but you have to learn sometime

1 was a quiet kid. Sheltcred, perhaps...
By the mountain in our yard...

By the books beneath my bed...
By the opera, saturdays...

By mother, nanna, pop-pop «nd daddy.

And in my turn, 1 sheltered them from what 1 was and could become.

But this is the way it was:

The colored girl -- brenda -- in our class was going to have a baby.
Head down, silent in her side row, back-of-thc-room scat

Whilc we giggled by her last few days with us,

Then gone.

Gone back to the placc where the orphans lived.

One block up, onc block aver. The home, we called it.
1010 Center avenue, mrs, Feinerfrock called it.

Sixth grade and going to have a baby!
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"What." mothcr asked sudden and slow that cvening, after dinner,
Daddy at the paper, just fingers and legs on the couch,

"What...would you do il she says you arc her baby’s father?”
Oh, God! Oh, Gulp!

God gulping not at fathcring brenda’s baby...
That was silly...

1t was my mother’s slide across the floor toward me, which God- engulped
me.

Her plic into the seat next to minc

And her purr... "Oh, puggy. You have to know the facts of life
Somctime!"

in fact I kncw them.

That last summer --

Cousin Fred, up from Chester, for the yearly meld of Tamily
kids --

Ours -- me!

And aunt edwina ’n unclc jim’s -- barbara, fred and gail --

the Germans...

Cousin Fred broke my life onc day that summer
Told the talc that day, on thc way from the matince...

How daddy and mommy did it --
And why!

"You know whcre -- down there -- you have your thing?
| well, down there she docsn’t have that. Hasn'’t got it.

Down 'round the helly button she’s got nothing..."
"She?”

"Your mother. Less than nothing. A hole down there.
And when you're in love you put it there..."
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“In there!”

"And move around and back and forth and pretty soon
It feels real good..”

“In that hole down therc?”

"Feels so good they soon begin to hug and kiss.”
"They do?"

"They do. And then they have a baby, later.”
“Have a baby becausc they love cach other?”

“Because it feels real good,” he said.
He said, "they do it for fun is why."

For fun!

I am for {un.
I

For onc pump and strokc of fun.
1!

With his thing, his tinkler thing,
And her thing, no thing.

I!

I am.

Now, tinkler fun 1 kncw.

It gets complicated but you have to learn someltime
the sccret.

Sixteenth and Haak. Kindergarten. First day...
Numbecr one and number two day...

“No, uh, Larry,” she said, “Larry is it? Isn't it Larry?”
Not now, Larry. You have to wait 'tit we afl can go.”
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"Discipline,” she said this littic lady person,

This lcan young little lady, not my mother, not an aunt nor nanna

This lady suddenly supreme, with power, complete, over number onc And
numbecer two,

Wc'd all go together. At onc time...She said.

And then, later. Forever later...
In rows down the hall to the place of boys, the place of girls.

Sixteen boys.
All together in that place. The lava-tory.

Eight at thc trough, the other cight waiting, behind.

Watcr-sweated pipes dripping... Trickling and,
Ycs,

Tinkling...Down the zinc-cy sides of where half the boy-half
numbcr oned together, giggling...

Eight alphabetized boys, waiting our time, behind,

Waiting to the liquid hiss and bubble, in bouncing tummy pain and kidncy
pop.

Sixteen boys a’giggle, tinkiers a’hand, doing or waiting...
Nudging, splashing, spraying...

il onc, who could not wait, nudged between and wet his ncighbor

And the ncighbor wetted him,
Then they, their neighbors both, they wetted...

Til back row, waiting, could wait no longer and waded in to the Tinkler
party...

Waving aloft or low, fencing, jousting...
Ballistic arcs, trajectorics, dead-cyc shots,

Soaking sprinklcs ganged on fatty stevic hartranft holding us back with ack-
ack bursts and laughs

s

2 )

Q




MPES Proceedings 1992

Shoc soaks, socks sceped through,
Pants and shirts...

Uniil our lean young littlc lady, she who was not our mother, Bicw wide the
door and wondered just what we thought we did?

And marched us, dripping, past the crisp girls, waiting.
Marched us, laughing, past the dry girls, giggling.

That was tinkler fun.

But this other this.

This this from where 1 came! )

Gets complicated but you havc to lcarn sormetime!

It ali madc sense.

The nights lost in my bed, turned by dark and terror, crawling down the hall

to my parents room on hands and knees

Or on tummy, shriviing past the long side hall to the attic where the dark
things waitcd...

And in their starlit room, pulling down the tented shects
Fell safely sleeping on their floor, by their fect.

Then their anger in the mornings, finding me there, wondering...
Wondering, just what did I think | was doing?

Quiet kid. Sheltered
By the mountain in our yard...

Protected by the books bencath my bed...
By the opera, Saturdays...

By mother, Nanna, pop-pop and daddy.
Then...Oh, puggy! You have to know the facts of lifc sometime!

And I ran, ran to my room, and closed me in
and sheltered them from what 1 was and could become.

Til 1 killed them, one by one,
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Then, bit by bit.

Bececame them, all.




MPES Proceedings 1992

To list the magics...
Close at hand were:

Rubber bands

And lengths of clothesline rope -

The braided kind, not the plastic stuff which,
Weathered, rusty, broke

String and wire.
A candlc’s end.

A handkerchicf or better yet
A thrown out shect.

An oatmeal tube, a White Owl box, Princc Albert tin

An orange crate, one roller skatc.
An Esso map of a distant placc.

Some cmpty spools. Some railroad spikes.

Real tools,
Straight nails, right sized bolts and unstripped screws.

And Topsy, blind, who walked remembered patterns through aunt Florencc’
labyrinth of slender woods and chatter chill-glass critters

And ncver shivered onc, not onc, to picces on the floor.
Now further off, but near:

The ncighborhood --

Its shape and places

Holes and covers,

Thorns and turtles, witches, wondcrs

The space between us.
Us within the spacc.
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The school, the yard, the night.

And further yet:
The mountain, our horizon.

The river coming in fro.a when? And going out where?

The roads advancing through, around us.

The raitway yards and lincs asscmbling in the town,
diverging out forever.

The plancs which flew so high above as to be beyond a wish.

And the bells at midnight in the echo town below.
Morc distant yet were
jungles, natives;
caravans and dcserts;
Distant temples, angry gods.
The tumbling tummult of the waters’ fall
Out west, up north or

Far away in Africa.

Canyons, veldt, savanah,
Steppe and tundra.

Tallcr than our lives, the trees

In far-off forests, decper than our deaths.
And beyond:

the fronds and ferns and tritobites.

Brontosaur, Triccratop;

The Moon and Mars
Far Antares and

The past. The future, And a plan

Were magics, all, and ours.

L 4
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In The Attic
Another picture I remembered,

Remember still...

Mother there, alonc, a child, oh five or six. Standing by a stool,
A piano stool.

Pleated gray, a mist behind her
And a potted fern beside. Her name was Fern., you sce.

And her. Alonc. Standing, staring through the picturc, up ahcad. Ycars ahead,
at mc.

And her, alone, about to cry, to break, but still a smilc on top.
But that was her. Of coursc.

“Why do you look so sad?" I asked.
“I didn't know," she said. "I thought that when yon had a picturc Taken that
then you'd be no morc. That after that, | wouldn’t be!”

Now, the muscum of my parcnt’s lives
Held no cxhibit of my father’s days alonc

Our attic was a record of my mother’s limes and bringing up,
Photographs and browning books with fading waxy orange scrawls,

And wooly, mothball-pungent cloth.1g...
Her kilts and wigs and stiffly rustling skirts from ballet class
And other danccs.

A certificatc of penmanship.

And picturcd back, her parent’s, theirs.
Thecir brothers, sisters, aunts and cousins back and back on back,

Pop-pop’s trophics, urns, memorials;
Nanna's tatting, shawls and dust-lace things...

Al pited and packed in painted brass-bound trunks of splintcring wood,
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Lined with yellowed paper -- polka-bluc but faded dots --

Which we plundered now and then for holidays or costume times of ycar
Or at other times, for fun,

To banglc out in raucous beads and marble pearls on drying striag,
A crown or savage charm...

But of my [ather, nothing.

Yecs, things of theirs; yes, their together things.
Old clothes and hats now charming, dumb or crunched and flaking
Dccades back.

And pictures, there, from “on the road" -- they said,
From when they danced from town to town all down the coast and back.

“When you ran away.” Pop-pop laughed, "to join the circus,” said
And laughed again,

Where she met my father. Then married him.
Thosc things, yes.

Pictures of my mother-swan rcaching up, on point,
Her helmet hair in molded curls, grasping out beyond the picturc’s cdge...
From a book-to-be called, "Fern" she said. A book which never was.

Or them on southern beaches or further south in Florida,
A pyramid of perfeet form, of bodies perfect to the sun and sand.

Motker, father, others, fricnds...
Thosce spoken of the times 1 hid my cars and would not hear of being "On the
riad” in dance...

But of my father. his lifc before,
A nothing, there, Lo see or hold.

Ol his childhood...Nothing. His parcnts -- now both dead whom 1 hardly
knew -- nothing. Of his brothers, sisters..Not a thing.

Nor aunts and uncles, those old, small people
Glimpsed there and then in church, at funcrals, mostly,
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The distant ones across the room in tears, nodding to some sorrow
I could not fecl, in black and wailing wrinkled skin;

Who, husking, voiced the name of he or she now going, gone.
Rounding it with another tonguc, another speech...

Somecthing 1 would never speak. Not cver. Never speak nor know...

Of these, the muscum of my parents house had not on¢ artifact
Or touch.

Nothing of my father’s life alonc. Not a thing at all
I wondered why...
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Dancer

My mother wrote my shame on the loor with her tocs.
The guys were around

Playing,

Taking apart my trains,

When mother came in flowing.

Floating.

Drifting like a fingertip across my lips.

Oh my god!
Oh, je-sus christ!

In piroucttes!
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The Main Thing

"This is the main thing," is what Pop-pop said, last,

Looking at mc,

He, a-dwindle in the sheets, tubed to the bed below; the long chain lamp

dusting down from ceilings

Plaster brown, and painted saints around.

Eycs, brushburned holes in his facc, thinner, now than when 1 lovked last,
that face.

While nuns and nurscs slumbered past
Black and white in the halls beyond, where I waited,

Waiting to listen at last.

Where all the women gathered round: my mother, his daughter, his other
daughters, my aunts, watching him.

Waiting. Waiting for him to go.

Eycs clutching onc another, hands touching, holding him
Or nudging further toward his going out...

Going out like a balloon on a headboard. going out like a finger ’cross the
check.

Going out like dusk, going out long last.
“This is the main thing," is what Pop-pop said at mc.

While hands -- all knuckles, now -- waved inward toward himsclf
And out.

What is thc main thing?
What?

Well. there was Carsonia Park...

Through the smuling clown mouth
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In the morning, in the cvening...

Watcer slapping the wooden drum. the boat.
lzvenrude putter in that dry rot hole

Ain’'t we got fun?

Pop-poping out, that wooden hole shoving the black night water aside, Pop-
pop and L.

On shore, bumping backward, thc midway brights, steel hiss and shriek of
roller coaster,

Machincry drawn and sketched by lights.

Bullet tumbling, dragging fiame bchind, catching itszIf in the circle, sniffing
its tail.

Drifting back, the women on the shorc, hopeful in the cvening:
Thank goodness, this was the last thing, this day. Thank goodness.

Waving hands at us...us manfully forth on Carsonia Lakec.

"Puggy,” he said at last, in our hole in the water. "Now, Puggy.
You remember this somctime..."

Now, I’d had a bad day.
The women! Mother, Nanna, the portly aunts -- Ida and Edwina!

What's the point of Carsonia Park? To come and look
Or be whirzing scarced to bumpy death!

1 didn’t ask. f knew, of course.
The fcars.
The fcars of course!

Of falling likc a mcat balloon
And ground likc burger in the rusty cogs,

Or, avershat, in an arc..aloft forever or dwindling off
While mother shricked and pointed...

While the portly aunts hugged so long and tight they fricd together in the
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sawdust sand...

While Nanna clicked and shook her head, "I told him so...
I told him this would happen!”

That was the point of Carsonia Park!
Now this is what i'd donc!

My weight was guessed. Correetly. And my age. Onc year off.
Too young.

I'd tossed -- and missed - three wooden rings, at the necks of green-glass
bottles.

I'd been taken -- taken -- on the carouscl.
Been sat, and belted, hugged and nurtured.

Padded between Ida and Edwina upon a bench -- the swan 1 think.
Whilc cverywherc the brass and wooden horses pumped,

All others lcaning out and down the swirly world around...

“Til Nanna, mother, Pop-pop, all, buttcred and bled together in
A ring-a-ling thunder clash and brash of calliopc steam and cymbals.

No roller coaster. No bullet. No bump cars.
Almost...

Almost...The Old Mili house of horrors.

Until, mother, listening at the creaks and moans, the slap-pock water As the
boats came bumping out,

"Til mother, squinting al thc sounds beneath the round bass thrum of
Millwhee! creak and groan, the shricks of kids. of lovers,

Until mother, last, below it all, detected there
The voice of Rats.

“Puggy,” he said in our wooden hole in water. "Puggy, yow'll remember this
sometime,
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"The hands will hold you back. The bony fingers, flesh - the flesh of
women's hands. Carsonia Park’s lor you, not them.
Not for the bony hands.”

And there, at his last, 1 remembered it.
This is thc main thing? That?

Wecll, his storics, they’d be gone forever?
Forever, if 1 did not tell them, gone.

His days, thosc horsc and buggy days when he and Abner and Isracl, His
brothers, when he and they played Halloween

And took to picees their neighbor’s cart and carried it above to the stable
roof,

Reasscmbled it there for mornu, 2.
That?

Well, there was that Christmas...
Feasts and presents.

Uncles, aunts and cousins mousing forth to our house...
His housc -- Ours!

Round with smclls of roasting bird and cranberry saucc,
Bulged with onions in white wheat and butter gravy.

Pop-pop. there, the founder of the feast, dwindled by his family, in his house
-- our housc --

Pop-pop sifted among us, there, and showed us all his gifts,
Afraid that we had missed -- not noticed them...

The wine no one would drink,

The books 1 alrcady had

And, of coursc, had read by then.

And the whispers in the kitchen

The whispers of the women, my mother, her sisters shaking heads, and
clicking kitchen tongues.

A
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“He'll be off to her, tonight. He will!"
Shaking hcads and clicking tongucs...

“1 remember mother weeping as he dropped a dollar in her lap, Passing.”

Shaking heads, clicking tongucs. Ycs.

And when he passed from the house -- yes, as predicted in the kitchen, yes -
- No one noticed. Yes.

But now, this, this was thc main thing. This.

This is thc man, 1 told myseif, was cut {from his wedding picturc
The main thing? That?

Face and skin hissing in toward bonc beneath,
The bone beneath yeaining to peel outward into the room,

Into the past forever.

Eyes bulging. Eyes bulging which read to me scated on his lap,
Seated on his lap on the glider on our porch.

And 1, oh, three or four, watched his finger flow the page, the words,
Watched his finger birth the worlds which dawned alive behind my eyes.

Beliry arches, muffled oars; middlesexes, village and farms.

"This is the main thing," Pop-pop said, at last. To me.
Who had killed his wifc, my Nanna, oh, years ago, now.

*This is the main thing,” Pop-pop said, last, as thc womcn waited for him to
go.

No. This is the main thing. Waving like a flame in breath.
Then gone.

Take pop-pop’s hand somconc said, go on.
No I said. No. And wenl,
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MORAL EDUCATION AND INTEGRITY:
EDUCATING FOR HIGHER-LEVEL CHARACTER TRAITS

David B. Anais
Ball State University

I. The Need for Moral Education in Schools and Colleges

There is a growing conscnsus in the United States that the schools at
all levels need to do more in the area of moral cducation. William J. Bennett.
when he was Secrctary of Eduction, sharply criticized schools and universitics
for their failurc to instruct students in moral valucs.! Many busincss,
governmental, and professional lcaders have complained about the perccived
"moral drift” and ethical uncertainty in the nation. A recent U.S. News survey
found that 71 percent of those pollcd arc dissatisfied with our current
sandards of honesty and conduct in the United States, and that 54 percent
-hought wc arc lcss honest today than tcn years ago.’

. There certainly is good rcason for concern about our moral valucs.

2. survey by Psychology Today found that 22 percent of the respondents
«ould buy a color TV sct they knew was stolen (a fclony in most jurisdic-
tsns), 44 percent would drive away alter denting a parked car with their car
without attcmpting to notify thc owncr, 37 pereent would cheat on their
- pouse and only 638 percent thought this was uncthical. Thirty-thrce pereent
had deceived a best friend in the past ycar about something important, cven
though Americans rank honesty as cxtremely important in a friend.
Thirty-cight perceat had withheld information or licd about their taxes in
ordcr to pay less, 47 pereent had taken sick days from work when they were
well, 28 percent had taken office supplics, tools, or other materials home, 37
percent made personal long-distance calls af the cxpensc of the employer, and
the depressing litany goes on!

Surveys also have found that there is a significant and apparcntly
increasing amount of cheating by students on acadcmic assignments and tests,
that there is substantial abusc by students of public financial aid, and that the
theft and destruction of library materials is a scrious problem on college
campuses. tor cxample, a recent survey of 200,000 Amcrican colicge
freshmen indicated 30 percent of them cheated in school during 1987. That
figure increased to 37 pereent in 19884 Other studies found a much greater
incidence of cheating in higher cducation. There is cven a paperback student
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guide which teaches the fundamentals of cheating in college.  Newsweek
deseribed it as an 87-page guide to academic guile. Cheating offers the finer
points of plagiarism, swiping cxams, and passing notcs right under the
professor’s nose. 1t is no wonder that there has been a call Lo stress moral
education in the schools and universitics.

1. Concerns about Teaching Moral Values in the Schools

There arc a variety of concerns about teaching moral values in the
schools. Onc concern appeals to the fact that we live in a pluralistic society,
onc where toleration is an important valuc. ‘Tcaching ethics in statc
institutions, however, would tend to erode this pluralism, or so it is claimed,
and heacce it ought not be taught in the public schools.

Pluralism may simply be the descriptive thesis that people in our
socicty held many different moral, political, and religious valucs, or it may be
the normative thesis that the diversity of such values in our culture should be
prescrved. Consider the descriptive version of the argument.

1. Pcopic in our socicty hold many differcnt moral, politi-
cal, and religious valucs.

2. There is an obligation to be tolerant of these different
valuces.

Henee, we ought to refrain from undermining this

pluralism.

4. The teaching of cthics at statc institutions would under-
minc this pluralism.

5. Thus, we should not tecach cthics at such institutions.

There arc several replies to this argument. First, the movement known as
“values clarification” was a dircet response to the claims made in the
argument. The conclusion drawn was not that cthics shouldn’t be taught, but
that it had to be taught in a certain way. In the values clarification approach,
the basic idea was that students should be free to choose their own values.
Schools should foster sclf-csteem and individual freedom rather thar teach
various valucs. The approach was "value ncutral.” Tcachers could ask
students who had expressed a value non-judgmental questions to clarify the
valuc--what they meant, where they learned the value, how they felt about
it, how it refated to other valucs they had, and so on?

‘This approach is consistent with pluralism, and hcnce as long as
cthics is approached in this value ncutral way, cthics may be taught. There
arc, however, a number of problems with this approach. First, we tcach a
varicly ol moral values in schools. Respecting others, being honest, not
cheating, not stealing, not fighting or assaulting others, and being responsible
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arc all values “taught” in school. If we find students cheating, fighting, or
stealing, we tell them to stop it in no uncertain terms! We arcn’t simply
clarifying their valucs; we are dircetly conveying that it is wrong to do these
things. Furthermore, withholding comments or judgment in some situations
raises moral questions of its own. Some values arc so important--not
assaulting others, not stcaling, not lying--that being “neutral” is unacceptable.
Not viciously assaulling another person is ot onc value among many
competing values. Being ncutral with regard to this valuc suggcsts that it is,
and may cven weaken the value. That ought not be the outcome of tcaching
cthics! Valucs clarification is an important part of teaching valucs, but there
has to be more than simply clarification. Thus, we may not avoid the
pluralism argument by appealing to the valucs clarification approach.

Premises two and three of the above pluralism argument arc
questionable.  Even though tole.ation of diverse opinions may be a basic
value in a constitutional democracy such as curs, it simply doesn’t follow that
we should accept or tolerate all thosc values. Suppose the valucs include
racism, political oppression, intolcrance of religious mirorities etc® Further-
more, there is still widespread agreement on certain values: murder,
kidnapping, cnslaving, stcaling, arc all gencrally rcjected in our socicty, while
freedom, cquality, justice, respect for persons arc valucs underlying our
Constitution.

Values clarification can be contrasted with directed value teaching,
where the instructor endorses certain principles, goals, or values, and urges
students to accept them and act accordingly. Another argument against
teaching moral valucs in the schools appeals to the notion of indoctrination.
The argument states:

1. Directed valuc teaching in the schools is an instance of
indoctrination.

2. Indoctrination is unacceptable in teaching valucs in
public cducation.

3. Hence, moral values should not be taught or a diffcrent
approach used.

This argument turns on what indoctrination is and its moral status. Assume
a young child is playing with a kitten and pulls its tail. W might stop the
child and say that "it is wrong to hurt the kitten. Tt feels pain when you pull
its tail like that.” This is an instance of dirccted value teachmg. We are trying
to get the child to accept a value, internalizc it, and act accordingly. Doing
this docs not scem morally problematic at all.  As a matler of fact, if we
failed 10 stop the child or failed to try 9nd tcach the child, vur hchavior
would scem irresponsible.  Suppose the child continued to pull the kitten's
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tail. We might "verbally" punish the child by saying, "No! That is wrong; stop
it!” Making the child stay in his or her room, not letting it play with the
kittcn, spanking the child arc other forms of punishment that might be used.

Using punishment as a means to teach the child may raise moral
problems of its own, but this is a scparatc matter. curthcrmore, if it takes
gentle punishment such as mild scolding to get the child to stop hurting the
kitten, I would argue we are justificd in doing it. Nay, that we are required
to do it 10 be morally responsible. 1t follows that directed value tcaching is
not unjustificd, cven when this may involve mild punishment when necessary.
Directed value tcaching with mild punishment may involve a violation of the
child’s autonomy to some cxtent, but autonomy may sometimes be justifiably
overridden, especially when it is to prevent harm to others.

One recent characterization of indoctrination is: "a systematic attempt
to persuade students of the validity of a belief system, onc that (a) radically
rules out the possibility of accepting other belief systems; (b) in a deliberate
fashion, involves withholding from students either serious objections to that
systcm or thosc tools of analysis that would cnablc the student to scc its
flaws; (c) cxcludes the possibility of rejection of the belicf system; and (d)
penalizes deviation.”” One can tcach moral valucs in a way that satisfics this
characterization of indoctrination, but not all forms of directed value teaching
imply indoctrination in the above objectionable sense. For cxample, dirccted
valuc tcaching does not necessarily imply conditions (a), (b), (c), or (d).

I1}. The Empirical Research on Moral Development and Moral Conduct

There has been a lot of empirical research on the psychology of
moral devclopment and moral conduct. Although the literature on moral
psychology is vast, and much of it is inconsistcnt with cach other, it is
possible to distill from the litcrature some general findings that scem fairly
well supported.®

Most psychologists wha do rescarch on moral psychology belicve that
morality in individuals develops over time and that aging alters children’s
idcas about right and wrong. Children learn about morality from obscrving
and intcracting with adults and other children. From an carly age children
cxpress moral values and have moral concerns. For cxample by the age of
1-2 they express feclings of concern for another’s distress. Thus they may
offcr their beloved blanket to an unhappy child. By the age of 10-12, their
concern is not limited ‘o particular people they obscrve, but they manifest
cmpathy for pcople v ho arc in unfortunate situations. Children with strong
cmpathic capacitics tend to engage in less aggressive behavior than children
with lesser cmpathy. Empathy is also positively associated with a child’s
tendeney to help others or to share with others. It can be cnhanced by
various activitics such as role-taking, recrcating a situation, and confronting
the child with the conscqgcr‘lcc;:"of his or her behavior for another, what the
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person felt, and that the child is responsible for this consequence.  Children
also lcarn at an carly age about justice, reciprocity, cquality, sharing and
cooperating through various activitics such as playing games with other
children and adults.

Styles of parental authority also scem to play an important role in
moral development.

* Clearly communicating what is expected morally,

* Providing a rationalc or justification for a rulc or decision,

* Confronting children regularly and in a consistent way
abour moral transgrcssions,

* Supporting the child’s empathic responsc by cxplicitly
confronting children about the harm to others
resulting from their acts,

* Using the minimal forcc necessary for controlling a child’s
behavior,

tend 1o have the most positive results for moral development and conduct.
For cxample, children arc better behaved, resist temptation better, arc morc
cooperative, helpful, and empathic ctc. These are some of the basic findings
that are fairly well supported in the literature.

It is possitle to draw somc infcrences from these gengral findings
about teaching moral valucs in schools.  Take academic dishonesty.
Dishonesty in generul is a deceitful violation of trust to secure personal
advantage.” Academic dishonesty involves this violation of trust in a variety
of academic activitics, for example, test-taking, usc of sources for papers and
projeets, collecting and reporting data, destruction, theft or misusc of
academic resources, and so on. | suspect part of the increase in academic
dishoncsty in schools is duc to our failure to communicate clearly what is
expected.  For example, college catalogs rarcly give much guidancc on
academic dishonesty, and student and faculy understanding of what
constitutes academic dishonesty differ.” Nor docs there scem to be much
discussion on college campuscs of the rationale against the various forms of
acadcemic dishonesty. In addition there is cvidence that faculty disrcgard
reporting academic dishoncsty, so students arc not confronted in a regular and
consistent way about such transgressions.” In short, we have [ailed to satisly
the fundamental principles on tcaching values revealed by the cmpirical
rescarch on moral development. Tt is no wonder that we aren't tcaching
college students to be academically honest,

‘There are schools, however, that are atiempting to tcach moral
values in a way that satisfics the above hasic principles.  Dry Creck
Elementary School in Clovis, California has a character development
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program. Each month during the school ycar a basic moral valuc is stressed.
The whole school focuses on the value. Tcachers discuss it with their classcs,
it is included in writing assignmenis and projects, and there are special
displays involving the valuc. In addition the school gives public recogition
to the students who do some act that clearly manifests the value being
stressed. Some of the values focused upon include: friendship, cooperation,
loyalty, ambition, team spirit, initiative, sclf-control, and honesty. Schools
“must provide a moral environment that accepts good values and keeps them
in the forefront of cveryone’s consciousness.””

IV. Education for Intcgrity and Higher Level Traits

A character trait such as honesty involves a set of dispositions to
perceive, think, desire, feel, and act in varicus ways.” The honest person is
comnmitted to avoiding deceitful violations of trust, and this trait is manifcsted
in thc person’s perceiving situations as calling for honesty, in his or her
wanting to be honcst, feeling ashamed when he or she violates this commit-
ment, and so on. By strcssing honesty in cducation, what it requires, why it
is important, and rcsponding in a consistent way to dishonesty, we have a
chance, based on the empirical evidence, of helping to ctch the trait of honcsty
into a person’s character. We may not have donc a good job of educating for
honesty, but that is not becausc we don’t have a good idea as to how to
cducate for it. But what of higher-level character Lraits such as intcgrity?
How are we to educatc for these traits?

Personal intcgrity is being true to one’s identity-conferring, autono-
mously held commitments, even in the facc of temptation or advcrsity, when
‘most would find it difficult to do so. Identity-confcrring commitments arc
concerns about which onc deeply cares, concerns that define who are is.
Being truc to them requires a coherence of thinking, feeling, and action. One
must act according to onc’s commitments, but one must do so with the right
spirit or motivation, and the concerns must fit together to form an intcgrated
wholc.

Moral integrity is a specific form of personal integrity. It involves
being truc to moral concerns, and includes the traditional virtues of honesty,
fairncss, and uprightncss (doing the right thing). Such integrity has been
viewed as important and desirable trait, onc that we wish to sec pcople have.
Its structure, howcver, raiscs problems for knowing just how to help people
develop the trait. Onc has to live up to the requircment of honesty, fairness,
and uprightncss taken as individual traits, but onc also has to integrate these
and other moral concerns. Being a person of integrity requires a fair degree
of wholeness, an intcgrated lifc, and this requires more than simply having
individual moral traits such as honcsty or fairncss. Onc has to havc an
understanding of some larger coherent moral picturc, of what cnds arc worth
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pursuing, how they may bc sought, a ranking among ends, a scnsc of
proportion. Onc has to learn to balance goods; therc arc times, e.g., when
honesty may conflict with kindness or fairness.

Integrity can be viewed as a mean between extremces, as lying
between the cxcess of fanaticism and various deficiencics including cowardice,
hypocrisy, baseness, and so on. The fanatic has commitments, but to the
extreme. It is the cxcessive zcal for a commitment to the exclusion of other
important values. The person of integrity, by contrast, has integrated various
values for a more balanced life.

Integrity is a higher-level character trait. 1t is higher level at least
because it involves integrating other character traits and va'ses. It also may
be higher-level because of its possible hierarchical structure. Integrity may
be an executive virtue that coordinates and operates on other virtucs such as
honesty and fairness.

Given the naturc of integrity, it is difficult to satisfy thc basic
principles for moral education discussed abovs. We may be able to clearly
communicate, at Icast in lots of situations, what honesty requires, and because
of this, we can confront students in a consistent way about lapses. But since
integrity requires integrating various values, it is more difficulty to describe
what is expected morally, and hence to be consistent in responding to possible
lapses.

We can, of course, stress in the schools the importance of integrity,
and that it involves fidelity to various integrated worthwhile commitments.
This would be at least to communicate the general nature of integrity. And
we certainly can provide a rationale for why integrity is a valued trait. The
person of integrity has courage, persistence, can be relied on and trusted, and
is honorable. But communicating the general naturc of integrity and its
rationale is only a start; at best this is too abstract.

To wiltness integrity, we have Lo see it over time in an integrated life.
In short we need to study lives. Onc good way to do this is through
biographies, by studying the lives of thosc who have shown great integrity.
Sir Thomas Moore, Mohandes Gandhi, Mother Teresa all displayed great
integrity. Novels, dramas, and other literature provide additional rich sources
{or lcarning about integrity and why it is such a valued trait. Given the
empirical evidence on moral development, there is at lcast some reason for
belicving that the usc of literaturc and biographics would have an impact on
the development of intcgrity. Modeling clcarly has been shown to influence
moral behavior. Rolc-playing and recreating a situation also have been found
to have an impact on moral devclopment.”

Concepts frequently form ficlds. To understand onc notion in the
ficld, we nced to sce what its rclutionships ar to other concepts in the licld.
Intcgrity is a ficld concept. We associate the person of intcgrity with bcing
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noble, and honorable, and a person of principlc. We contrast the person of
integrily with the coward, the hypocrite, the opportunist, the shallow or basc
person, and the fanatic. Hence, to help students appreciate integrity, we also
can usc literature to study the lives of hypocrites, fanatics and rclated kin
folk.

The cempirical research indicates that literally sceing ourselves
perform actions can causc us to alicr our behavior. We also need to help our
students see their lives, to see who they arc becoming, to become more
self-conscious about their own biography, the biography that they writc cach
day. What commitments arc most important to them? What concerns are
they willing to stand by? Exploring questions such as these will help them
to be more self-conscious about their degree of integrity. They will be in a
better position to scc their integrity or lack of it, and hence to alter the
biography they are writing,

In conclusion, while it may be more difficult to educatc for a
higher-level moral trait such as integrity, in part becausc we haven’t donc
much to explore the psychology of such traits, as educators we do have some
means at our disposal for helping students develop integrity.
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OF RADICAL PERSPECTIVISM'
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1. Introduction

We define radical perspectivism, below, including its goals, teaching
methods and curriculum. Suffice it to mention here that radical perspectivism
identifies not only with this or that culture, reform effort, or cpoch, but with
the whole universe. Under the tencts of radical perspectivism, human beings
are redefined Lo encompass the whole universe, while pedagogy becomes an
exercise in represcnting it. This is accomplished primarily through role play,
empathic understanding, and perspectivistic analysis. In perspectivist
pedagogy, students lcarn to use their ability to think and imagine as the
Other, whilc in the process they learn to expand their sensc of self to include
the world.

i1l. What is Radical Perspectivism?

Radical perspectivism is the idea that to really understand something,
be it visible or invisible, past or present, abstract or concrete, it must be
considered from a variety of human and non-human perspectives. It is
"perspectivist,’ because its theories of truth, value, meaning, or being arc
based not on any single perspective, but collectively on a variety of cven
conflicting perspectives about the world. It is "radical,” because it extends its
search for perspectival diversity well beyond human perspectives, to those
which humans can imaginc other animate and inanimate parts of the world
might have about the world. Radical perspectivism brings back to humans the
harmony of the planets, as it forces them to live in harmony with non-human
perspectives which at the beginning they may cven "dislike." Out of this
diversity of perspectives ariscs an understanding of the universe as a whole,
and with it man’s role as a "universal perspectivist.”

The tenets of perspectivist theory have been used, assumed, or built
upon for centuries by philosophers and others, but never as explicitly stated
as they arc here. The closcst philosophers have come to acknowlcdging the
significance of perspectivist theory as a theory, and not mercly as a routine
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method of philosophical analysis. is when they attempt to state explicitly the
underlying assumptions or firsi definitions in their system building, as have
idealists cver since Plato; in analyzing the underlying assumptions of existing
theories, as did Marxist and Freudian philosophers, and recently critical
theorists and hermeneuticists; in requiring that one empathize with the other
to understand it, as did Wilheim Dilthey and the phenomenologists; in
postulating panthcism, or the existence of cosmic monads or universal wills,
as did, respectively, Baruch Spinoza, Gottfried Leibniz, and Friedrich
Nictzsche®; or, finally, in postulating the existence of immortal or recurring
souls, spirits, and dieties in the universe, as did ancient, Eastern, and African
rcligions and theosophies, such as Zoroastrianism, Scocgalese animism,
Jainism, and Buddhism. In other words, philosophers have always used the
perspectivist approach, thus implicitly acknowledging at least its analytical
utility, but never explicitly acknowlcdged it as a theory of truth in its own

right.

Underlying radical perspectivism is the assumption that no one
assumption about the world is more true than another, although all of them
collectively are "true" about the world. This is so becausc the world is equally
all of its parts, and thereforc one can be no more partial toward any one of
them in trying to understand the world, than the world is more one part than

another. Similar to perspectivist drawing in art or architecture, so is
philosophical perspectivism angular in its approach, spherical in its process,
and unifying in its conclusions. By including the perspectives of other world-
parts in our rcinterpretations of the world, such as, other animals, plants,
nature (mountains, plancts), or even human-made artifacts, we include the
world, and as a result our conclusions can be no less "worldly.”

Morc than "multicultural,” radical perspectivism requires an open
mind not only toward other culturcs, but also non-human perspectives. Less
the colonizer, and more the reinterpreter, the perspectivist human lives in
harmony with the universe simply to live. As a philosophy, radical perspectiv-
ism prepares humans for the cosmic age, where their view of themselves as
reinterpreters is colored by their understanding of the universe. Their recently
acquired technical skills, such as, the ability to travcl away from planet earth,
may allow them to "see” the world from remotely human perspectives, and
therefore to really begin to scc it. For example, seeing the "blue planet” from
a perspective outside carth, they may come to realize how much lacking in
perspective their treatment of the carth so far may have been. At the same
time, there is the danger that they may become too scientific to really "see”
the world, as they may fail 1o realize how much more world there is that
can’t be discovered through science.

Psychologically, the perspectivist’s scnse of self expands to include
the universe as a wholc. As possibly the last fronticr in his intclicctual




MPES Proceedings 1992 299

odyssey, the radical perspectivist cxpands his horizons to inciudc those world
perspectives which in the modern western world have been cither ridiculed
or ignorcd, but which may bring him back home to himself. He may begin
to see the significance of empathizing with the world, as have scveral non-
western culturcs (Native American, African, South American, or Asian). The
further away he travels from himself, through what he can sce through the
microscope, telescope, or spacecraft window, the more he may find out about
himself that he could have known even if he had never left the earth behind.
Ironically, the morc advanced he becomes technologically, the morc he may
come to identify with those world beliefs and rituals which presently are held
in "primitive" societies that have none of his highly technical capacitics.

As a method of questioning, radical perspectivism extends the
socratic "torpedo shock" well beyond anything  that humans may have
expetienced: it brings to surface those non-human perspectives that humans
have always sensed are "true,” but ¢ither tock too seriously in the past, or not
seriously enough, especially in the modern age, to allow the world to play
them. Ironically, the same play element that they find ludicrous in non-human
perspectives, is the attitude required of them to seriously” understand the
world. Their "seriousness' under radical perspectivism is no more "serious,"
than is a child’s absorption in his rolc-play, or for that matter, the adult
audience identifying with the characters in a drama.

Aware of their ability to tell lies, invent illusions with which to feel
secure in a threatening world, or teach the young how to role-play, neverthe-
less humans relegate their ability to role-play to myth, religion, theater, or
children’s stories, but not also to their socal or political life, or, for that
matter, to cducation. Instead of using the world to build their institutions,
write their laws, or shape the attitudes of their young, they feel they must use
themselves as the standard by which to change the world, or cven "conquer”
it to survive. Modern humans have failed to realize that to understand the
world, if not live to understand it, they must become a little more like a child,
that is, playful, imaginative, and open-minded.

Radical perspectivism can causc our view of the world to change. In
this, it is no different than any of the other philosophical systems with
radically different world views. For example, regarding scicnce, radical
perspectiv.. m requircs that we supplement scientific technique with role-play,
even if that means that we role-play the scientific method. In the process of
role-playing the other, we allow other world-parts to re-enlist our imagination
in reinterpreting them, or in re-educating ourselves or our young to “identify"
with nature. Under the tenets of radical perspectivism, our views on morality,
scicnce, cducation, language, method, religion, or truth change drastically to
cnable us 1o perecive the world from universal perspectives. In the end,
radical perspectivism brings us back into the universal fold without denying
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us our humanity, if not salvage it from the mire of scif-centered assumptions
about the world that threaten to destroy us. Ideologically, radical perspectiv-
ism is closcly allied with environmentatism. Radical perspectivism helps
humans to identify with the world as a whole, cven if that mcans changing
onesell to help other world parts survive. Thus the "perspectivist human"
identifies his own survival with the world’s. Uliimately, perspectivism helps
humans develop thosc belicfs or attitudes that will help them live in a world
which they must help to survive,

Logically, radical perspectivism may be arrived at independently of
any prior social or political agenda by analyzing the nature of human thought,
the development of human values, or the logic of human survival. The author
docs this in his book on radical perspectivism, in the chapter on “first
assumptions,” where he analyzes human thought, specifically, the assumptions
necessary for anyone to be able to think, talk, or imaginc anything. Even
while cxamining radical perspectivism from the outside on the basis of non-
perspectivist assumptions, we arc led to the same conclusions about it as
might a follower of radical perspectivism who examines it from the inside. In
the book on radical perspectivism, the author begins with an analysis of
assumptions that undergrid all human thought, and concludes with categorics
of "perspectival” assumption-types.

Radical perspectivism takes issue with Husseil’s method of phenome-
nological research. According to Husserl, to really scc the world or
understand it as-is, we should suspend our presuppositions before we cven
begin to observe it’. To a large extent, Husserl’s approach is perspectivistic.
For example, by asking thc observer to bracket his presuppositions in his
world observations, Husserl scems to acknowledge the existence of non-self-
centered perspectives. Nevertheless, Husserl failed to realize the extent to
which humans can role-play the presapposition of the other, or, by contrast,
their inability to think without presuppositions. Instead of asking humans to
bracket their atomic presuppositions, under radical perspectivism we ask them
to expand them to include other world-parts,

Radical perspectivism also takes issuc with the text-centered
interpretations of several hermeneuticists and post-structuralists, including
Gadamer, Ricocur, and Derrida®. By making text-likc paradigms paramount,
hermeneaticists may have "texted" the world out of sight. This is so because
text is a particularly human-bound phenomenon, and one which is limited to
certain text-bound cultures or social groups. As such, it is too textual to be
the world’s. To paraphras: Heidegger, a text interpretation of the world is
circular: it assumes in human-likc terms precisely those man-madc assuinp-
tions which it is trying to understand.

In the pages that follow the author gives a brief introduction to the
goals, teaching methods, and curriculum of radical perspectivism, including its
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hidden curriculum. He adds dialectical validity to the thcory by raising two
objections against its underlying assumptions, and subsequently making an
effort to answer them’. Finally, he illustratcs its applicability by discussing its
significancc for moral education.

{li. Goals of Perspectivist Education
The five most important goals in radical perspectivist education are,
first, to undcrstand the world not only from a human perspective, but also
from the diverse perspectives of other world-parts. Second, to begin 1o scC
ourselves as an integral part of the world which we arc trying to understand.
Third, to tediscover our ability to represent the world by allowing it to think
through us, as in role play. Fourth, to visualize the world’s universal
possibilities, including the possibilitics for survival of other world-parts. And
fifth, to begin to think of concrete steps that humans can takc to stop
destroying the world’s uaiversal possibilities, if not help expand them,
including those which help humans themselves survive®,

IV. Method of Perspectivist Education
Students follow five steps in their learning about the world: first, they
learn about the world through the conventional curriculum, except they begin

with an awareness that there is more scurriculum” than their conventional
curriculum can provide. In fact, as an introduction to the perspectivist
curriculum, they brieily review all five steps of their teaching methodology
at the beginning of their educational experience, including briefly role-playing
other world parts (other humans, animals, ur inanimate parts). As a result,
they become intcllectually aware of the possible man-centerdness of their
conventional  curriculum, meaning, the man-ccntercd-in-the-present
interperations of the world offered by traditional subjects. To supplement
their understanding of the world, or, morc correctly, to really begin to
understand, they cmbark on the next four steps in their methodology. As a
next (second) step, they begin to learn about the world from the world’s
perspective, even apart from all they may have learned so far about how thc
world must be like to be true. As a first substep, they begin by gradually
rediscovering the assumptions that they can imaginc other world-parts may
have about the world. Next (= second substep), they make an cffort to divide
assumptions according to the degree to which they arc sclf-centered or
atomic, cross-cultural. or universal’. Finally, as a third sub-step, they begin
to role-play other world parts, including other humans, animals, or other
animatc or inanimate parts, not unlikc young children frequently do in their
make-belicve games. At this stagc, students lcarn about universal possibilitics
by gradually universalizing their understanding of the world. Instcad of pre-
defining the universe in man-centered ways, they learn how to redefine their
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understanding of the world through role-play. is pretending to be the other
possible? That it is, is shown from the fact that we have always imagincd
what other animals, plants, or cven inanimate parts of naturc (mountains, the
sun) might have said or donc were they capablc of thinking, imagining, or
speaking to us. Witness, for example, the colorful storics in eastern mytholo-
gics, Aristophancs’ Frogs, or children’s literature today. When doing so, we
often make an cffort to represent other world parts as they might have
reinterpreted themsclves, us, or the world, presumably on the basis of their
own first assumptions about the world. Theirs may bc non-man-bound
‘reinterpretations” of the world, in the sense that they may be interpreted to
have a point of view which as humans we rarcly usc in our everyday lives.
For cxample, an clcphant who is in danger of cxtinction because of the
settlement of forests by humans may have a very different view of the world
than do thc humans that arc settling in the forest. However culture or time
inclusive our first assumptions may become, they remain man-bound if they
cxclude other animate or inanimate parts of the world, and therefore too
limited to allow us to sce the world as a reinterpretable whole. If students
exclude from their reinterpretations those of the non-human world, they may
be excluding preciscly the world which they have set out to understand. It is
in this sensc that people who write children’s or animal storics, or have
visualized in myth or religion how the world might be from non-human
perspectives, may have more keys to understanding it, than scicntists who
analyzc it "objectively." At the next (third) stage of their understanding,
students begin 1o analyze their role-play experience through class discussions,
written assignments, or cven further rolc-play. Having gone through the
cxpericnce of being like-the-other, they can cmpathize better with it, than if
they werc to study it strictly intellectually, or even inactively in their
imagination. Now they can truly comparc their own understanding of the
world, with the understanding which they remember they had when they
were the other. They can begin to comparce what they learned about the
world of the conventional curriculum, with the world they learaed about in
their role play. This lcads naturally to the next stage in their education, which
is "worlding" the curriculum, meaning, imbuing it with world perspectives
which so far man may have largely ignored (cxcept in his role-play). During
the fourth stage, students together with their instructor begin to re-write the
curriculum to represent the world. In other words, to “world their understand-
ing," meaning, imbuc it with thc world which they are trying to understand
(and not merely to understand the world, mcaning from only human or
scicntific perspectives), they use those teaching mcthods which they can
imaginc other world-parts might have liked them to usc, At this stage, they
not only dcscribe orally or in writing methods of rolc-playing the world, itself
useful as a preliminary stage to learning about other world perspectives, but
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also restructure their learning environment to be more world-like, especially
more like the world that they would like to role play. For cxample, they may
study birds by “birding" their lcarning, that is, by flying like birds, which in
turn may requirc that they include bird-flying expericnees that may be found
outside the conventional classroom, such as, sky gliding; or, lacking the
resources, have at least some kind of bird-like flying device near their school
that will allow them to simulate it, such as, a playground. In fact, thc more
students world their curriculum, thc more they may come to realize that the
only reason they cannot learn about it in school may be not because it is not
available, but because their school may be too limited to human assumptions
about learning to include them. U ftimately, the nature of schooling itsclf may
be redcfined to include all of nature, and thus to extend its “course offerings”
well beyond the conventional walls of a traditional school. Finaily at the fifth
or last stage of their learning, which may be scen as the ethical stage, they
begin to think of ways 1o help the world become more “worldly," that is,
cxpand its universal possibilities, including their own. By “universal possibili-
ties* here is meant the possibilitics for different world-categories to becomc,
or their individual members to cvolve. By "eyolution" here is meant re-
adjustment, cxploration, and re-emergence, or, more broadly, play, than
strictly straighforward mutation. Thus the cxpansion of world possibilitics
doesn't mean that no world part may changc or "disappear,” sincc its
possibilitics as a futurc-world-part may result ina world-part-descendant that
is "different” from its current existence; nor doces it mean that no world part
may overtake another, two world parts unite into & new synthesis, or a world
part come naturally to the end of its possibilitics, but that as a result of these
combinatory or self-imposed actions the possibilities of cach world past, or,
to paraphrase from Aristotle, its potential-in-the-prescnt asa becoming-world-
part, arc not hastily eliminated through mindless exploitation of mnature.
Witness the varicty of "lifesty" s" which modern biology has shown is possible
among lifc forms on carth, fr ;- symbiosis to parasitism, cach of which may
be scen morally as maintaitding, minimizing, or maximizing the futurc
possibilities of their own or otber world parts, and therefore, on the basis of
a reciprocal view of morality, as more or less universally desirable'®. Unlike
other philosophies that sway man away from action, perspectivist education
moves him to action that will benefit not only humans-in-the-present, but
other world parts whose possibilitics for survival are ticd to the world’s.

V. Perspectivist Curriculum
A perspectivist curriculum preparcs students to analyze, imagine,
apply, or role-play the world from av icty of world-prespectives. We refcr
to this type of world curriculum a wuniversal.” Students study other culturcs,
or other animate or inanimate parts of the world, including world-parts cven
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beyond the planct carth. A universal curricutum might includc cross-cultural
studics, the study of cultures across time, diverse “philosophics,” the lifestyles
of other animals (as in cthology), or the biological and non-biological aspects
of other world-parts. A universal curriculum also includes the study of unreal
worlds, such as, fictional worlds that have already been written about, and
those which students can write about, discuss, imagine, or role-play from
scratch. The mcthod of study becomes part of the curriculum, that is,
discussed or analyzed, as are also the moral aspects of man’s place in the
universe''. Finally, as we discuss under the section “Hidden Curriculum,”
below, the teaching method of radical perspectivist education s itsclf another
type of curriculum. Seen from the perspective of me "0d-as-another-type-of-
curricblum, a perspectivist curriculum requires that we study not only the
world-as-subject, but also the world-as-method.

The Hidden Curriculum

The hidden curriculum is the message conveyed to our students not
through what we say in the classroom, but through what we do, or "how" we
say it. For cxample, the very fact that we usc a classroom conveys something
regarding how we think students should be lcarning, as contrasted to learning
any which way thcy would like. Thus as a result of their classroom learning,
students may come to sanction only that type of lcarning that is classroom-
derived, associate learning with classroom expericnces, or scck to form
classrooms when trying to learn or teach something. Although perhaps unable
to articulate clearly the underlying assumydions of classroom-centered
lcarning, in the end they may have lcarned at least as much from the way
they learned, including the physical architecture or anthropology of their
educational environment, as from their professed or "open" curriculum. But
even within the classroom, the method used to teach a subject may have a
more lasting effect or: the students’ belief system, than the ideas expressed in
class or during lccture. For example, a junior high school teacher may be
tcaching about democracy, but use dictatorial teaching methods. As a result,
his students may come to learn more about dictatorship through his teaching
example, although they may not know what to call it at the time, than about
democracy through what they listen to in class™. The same reversal may be
applied to the curriculum. This is so because the curriculum jsself may be
scen as anothcr method, that is, the method of organizing .. conveying
knowledge in curriculum-like form. Such curriculum may be s¢n as the
‘hidden method” in education. Finally, on a morc abstract level, there is the
curriculum of our first assumptions about our choice of method, Although less
apparent than the open curriculum which students see or experience, it may
become apparent by asking the teacher himself not only what mcthod he or
she is using, but more importantly, why. Other ways of unearthing hidden
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methodological assumptions, which in turn may scrve as the basis for
redesigning teaching methodologies from diffcrent perspectives, may include
rolc-playing the method; asking students what they think they may have
lcarned as a result of being taught by this rather than that method; or
analyzing the results. reinterpretations, or criticisms which such method may
have had in other classes, cross-culturally, or in alternative educational
cnvironments. For cxample, competitive teaching methods may help improve
student academic achicvement more in western middle class environments,
than in cultures that prize sharing or cooperation”,

V1. Obijections to Perspectivist Education
In the book on radical perspectivism, the author answers several
objections to perspectivist theory in addition to those which he has raised
here', In this section he limits himself only to two, the objection regarding
animism, and the objection regarding human-like intentions,

The Problem of Animism

It may be objected that radical perspectivism is another form of
animism, that is, the idea that all animate and inanimate parts in the world
have human-like characteristics. This is so because in our selection of
universal first assumptions we expect non-human parts of the world to have
“assumptions,” which presumably only human bcings can have. Furthermore,
it might be objected that we have not only ascribed human-like characteristics
to the world, but also confused man’s interpretation of the world with the
world’s own interpretation of itself. We have three responses to this objection.
First, we never really ascribed intentions or assumptions to the world, apart
from how human beings re-interpret the world, for example in their role-play.
In fact, it is preciscly because historically humans have often ascribed human-
like charactericiics on the world, that we propose that we re-interpret the
world from non-human “perspectives.” For example, humans frequently saw
ccrtain animals as having human-like characteristics, when in fact seen from
the perspective of these animals they may bc no more "human” than the
atumic first assumptions which humans project on them. Fer examplc, a snake
may bc no more “evil,” or even the representative of evil, than man'’s
theological belicfs about cvil. Likewise with other animals which humans have
cither lionized, satanized, domesticated, or anthropomorphized. Second, we
are as much part of the world as anything clse, as is shown from the fact that
we can't live without the world (for example, without the food that the world
providcs, the air, cte.). Consequently, the world-as-something-that-includes-us
_an think about itsclf through us, as world-man. Humans can help fulfill the
world's possibilitics, as it is through humans that the world as world-man can
express them to itsclf. In this pairing of reflexive humans and reinterpretable
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world, humans are no more "human” than their mirror view of themselves-in-
the-world. Third, if by animism we understand not that everything in the
world has human-like characteristics, but that human beings have the ability
to better represent the world, for example, through role play, then radical
perspectivism is as “animistic” as is our ability as humans to role-play,
imaginc, empathize, or hypothesize. In other words, although we are able to
role play the world from different non-human perspectives, as some people
do in rituals, actors in their dramas, or children in their plays, it doesn’t mean
that along with such perspectives cther animatc or inanimate parts of the
world also have our ability to think, write, or hypothesize. If people in certain
cultures have been playing world in their rituals, it may be not because they
failed to understand it, but because we failed to understand the world. If they
were unable to explain what they have been doing in a way that we can
understand, for example, by articulating a theory similar to radical perspectiv-
ism, it doesn’t mean that they can’t teach us something about how to live in
the world, or, for that matter, how to understand it. In fact, cven our usc of

~ the term “"animism" may reflect morc the projection of our belicfs on nature,

than the "naturalizing” of our beliefs: we invented a term, "animism," to
protect our view of the world from forcign world views, which we redefine
in order to justify our own.

The Problem of Humman-Like Intentions

It may be objected that we have described the world as something
that can assume, or have a perspective or a vicw, and therefcre as something
that has human-like intentions (such as, the intention to assume this rather
than that view or perspective). This is so because we said that the world may
have perspectives or “first assumptions” other than our own. In response to
this objection, it may be said that, first, whether the world has "intentions"
dcpends on how one defines the term "intention." If by intention is meant the
inclination to do somcthing, then therc is little doubt that there are numerous
non-human clements in thc world that intcnd all the time: if left without its
brakes on, my car has the “intention” to run down the hill. If left unperturbed,
the moon has the "intention" of revolving around the earth. If allowed to
choose freely, my cat has the “intention" of chasing after a string-toy. If, on
the other hand, intention is defined in strictly human terms as the type of
"intention” which only humans have, then it makes no sense that it should
cver apply to any-onc or any-thing other than human beings: it is only
human-like intention "by definition.” Consequently, it makes no sense to speak
of my car as having "intentions.” Likewise with our description of the world.
If we pre-define non-human world parts as completely different from humans,
then no non-human world-part can be human-like. In such a dichotomous
world, it becomes almost impossible for humans to open a horizontal dialogue
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with the world. where the world can communicate freely with humans with
»words" that humans can understand. 1f we re-define or expand the mearing
of the term "intention” to include its possibly being held by non-humans, then
it no longer sounds strange to speak of another world-part as having
intentions. For cxample, a shark may assume that I am cdible, and therefore
intend to cat me. Although the shark’s atomic first assumption may be less
"sophisticated" than mine, in the scnse that he has less the capacity to imagine,
interrelate, analyze, or pretend than I can as a human being, it has no less the
capacity 1o assume certain things about me, as 1 have about the shark when
I go fishing (perhaps even fishing for sharks). Perhaps it is for this reason that
certain writers allow nature in their work to be itsclf apart from what
assumptions human beings may commonly make about naturc at the time.
For cxample, in Hemingway's The Old Man and the Sea"” the fishcrman
develops an almost perspectivistic understanding of his prey, whilc the hunted
whale is secn as no less understanding of the fishcrman’s intcntions. Thesc
writers allow their human and non-human characters to assume radically non-
atomic perspectives.

Intentions by Inanimate World-Parts

A related objection may be that although animate parts of the world,
such as, other animals, may have the capacity to assume, how can we show
that so do inanimate parts of the world, such as, trees, mountains, rivers, or
even such plain things as stones, or human artifacts (table, painting, bicycle)?
Again, whether they do depends on our definition of the term “"assumption.”
By pre-defining "assumption” to include only animals. we have cxcluded even
thinking about "assumptions" held by inanimatc “"objects.” This is so because
by so pre-defining "assumption” 10 include only animate bcings we cngage in
re-cstablishing in-fact how our definition has predictably predefined the
"facts” to be like. For example, we may exclude from our thinking even
thinking about the possibility of any-thing non-animatc being capable of
having any assumptions, lct alone an assumption about us or the world, and
therefore don’t even try to find them. It is in this sense that much of thc
modern discussion of science, meaning, or language, may be no more than the
linguistic evolution of a pre-determined epistemological agenda: terms arc
pre-defined, or assumed to have been defined a certain way. and therefore
"found,” predictably cnough, to apply only to human-centered assumptions,
If we expand our dcfinition of “assumption” to includc assumptions held by
non-animate parts of the world, such as, rivers, trees, or mountains, then it
doesn’t sound strange that a river should "assume” whatever we may be able
to imagine in our role-play a river might be capable of assuming. Witness the
role that rivers play in epic, rcligious, or allegorical stories, where they are
fully capablc of “assuming’ (as was the river Xanthos in Homer'’s /liad).
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Witness, also, how people in certain cultures role-play in their rituals different
inanimatc parts of nature: they are capable of imagining how a river might
rcinterpret the world. Thus to take the river’s perspective, whilc a human
being might assume that a river may be used to water his crops, build a dam,
or travel with a boat, the river may possibly see him as a user of its water,
builder of dams that stop its flow, or maker of boats with which to navigate
it. It is in this sense that cultures that role-play the world may know more
about the world, since they are willing to reinterpret it also from a variety of
non-human perspectives, than we do in the west even in spite of our usually
more advanced technical or scientific knowledge'.

VII. Moral Education

A world where no-one world is for sure, as is the world of our
world, is a world beyond conventional morality. By having their minds
subjected to a variety « © first assumptions in their re-intericpretations of the
world, some students may find that the morality inside which they have safcly
managed to survive may not be the only ome possible. This doesn't
necessarily mean that theirs is any better or worse than other views of
morality, but only that other people’s might be at Icast as good an alternative
as theirs, and therefore neither better nor worse. If introduced suddenly, a
radically perspectivist morality may causc some students so much insccurity,
as to reject reinterpretation in favor of a less “reinterpretable” morality where
nothing is uncertain”.

It may be argucd that there can’t possibly be a morality other than
that which humans designed. In fact, the very idea of something being moral
is a human-made idca, and therefore impossible for non-human parts of the
world to have a "morality." If morality is defined in strictly human terms, then
the world is clearly a-moral: What is "moral” from the perspective of humans,
is not from the perspective of the world. It is in this sense, to paraphrasc
Nictzsche, that our world is beyond good or evil®, The problem with the use
of the term "morality" in human affairs is that it is so inextricably tied to only
human-made moral rules that it docsn’t sccm to make sensc to speak of a
morality other than that which humans designed. It is in that sense that a
human-made morality may be no less self-serving, and no more universal,
than is man’s myopic understanding of the world. By expanding their
conception of morality to include the perspectives of other world-parts,
students transcend their culture-bound, time-bound, or human-bound first
assumplions rcgarding morality. They can do this by role-playing the world's
moral possibilitics as the world itscll might have interpreted them: their
morality becomes cosmic.

It may be argued that certain human-made moral rales arc moral
cven in spite of the fact that humans made them: they arc inhcrently
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generalizable, and thercfore applicable to every part in the world. The
problem with such a view is, again, that it is based on ccrtain human-bound
first assumptions regarding "gencralization” which other parts of the world
may not sharc. The only possible exception to this might be the idea of
morality as reciprocity, or what is known as the “goldcn rule.” This is s0
because underlying the golden rule of reciprocity is a mathematics of equal
returns that may be applied to any world part irrespective of time or place.
It is in this sense that if there is a morality that the universe obeys, it is a
mathematical onc of harmony among all of its parts. To paraphrase several
philosophers and mathematicians ever since Pythagoras first postulated the
idea, the mathematics of the universe is a type of non-himan-bound morality
that humans can understand.
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I spend summers working on a Dictionary of Jesuit History in what
some people seriously call Roma eterna, cicrnal Rome. At times 1 think that
Rome will have fallen into the dust before the Dictionary is completed. But
we’re not here to talk about how long it takes to complete a dictionary nor,
really, about eternal Rome. In ar: case, Rome does have some evidence for
“ts claim: it has lasted for a very long time. Nevertheless, as we all know, it
changes, and it has changed radically over the centurics. Our topic loday is
the Philosophy of Catholic Education, and to many, friends and foes alike, it
sometimes secms that it too claims, like Rome, to be elernal, unchanging,
immutable, and yet, like Rome, it changes.

We will be looking at the philosophy of Catholic cducation as it
appearcd in a representative figure just fifty ycars ago. The other speakers
will then look at it as it has moved through thosc years up until the present,
Is il immutablc? ls there continuity in change? Has there been a radical
break between past and present? Thesc are good questions that we hope this
session will help you answer.

We will begin with a rcpresentative figure. We could have chosen
Jacques Maritain, for instance, if we wanted a lay figurc of international
renown, or William Cunningham, if we wanted simply an Amcrican pricst.
{ have chosen William J. McGucken' becausce in his person he unites that
complex of characteristics which we identify as a Catholic philosopher of
cducation. His education was Catholic; his profcssional cxperience was in
Catholic high schools and universitics; he was a tcacher and an administrator;
he was a priest and a Jesuit, and Jesuits have, among Catholics, been very
active on the higher educational scene. And being a mid-westerner, he has
something in common with all of us.

'The Reverend William J. McGucken, of the Socicty of Jesus, to give
him his full title, was born in Milwaukec, Wisconsin on March 10, 1889, went
10 a parochial grade schocl called Holy Rosary, attended a Jesuit high school,
Marquette College, and then went 1o what il became, Marquette University.
Hc taught a year in the high school and the following ycar entered the Jesuits
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in 1910 (25 July) at Florissant, Missouri. He¢ was a novice for two ycears,
studied the classics for onc, and taught, probably, freshman mathematics at
Chicago’s St. Ignatius College from 1913 to 1915. He studied philosophy for
three years at St. Louis University (1915-1918) and theology there for two
(1921-1923) and then at Hastings (England) for two more. He was ordained
a pricst in 1923 (27 June). Only once did he break his pattern of Catholic
education. He attended the University of Chicago (1925-1927) and received
a doctorate in cducation in 1927 He spent a final year of spiritual training
(Cleveland, 1927-1928) and was then rcady at age 39 to begin his professional
career as a priest-educator. He taught in the School of Education at St. Louis
University (Missouri) from 1928 to 1943, was its Dean’ from 1928 to 1930,
and Regent* from 1930 to 1937. $t. Louis University had so few full-time
education students that latc-afternoon classes when part-time students could
come were all that kept the School alive. In 1935 he was also appointed
General Prefect of Studies for the Missouri Province of the Socicty of Jesus,
which meant that he was in charge of the education programs of the younger
Jesuits. It was then that he became quite active on committees of learned
socictics, both national and Jesuit. From 1934 to 1940 he was an editor of
Thought. And the article I am going to analyze is part of a symposium on
philosophy of education sponsored and published by the National Socicty for
the Study of Education in 1942.° McGucken died on 5 November 1943,

Now to analysis. McGucken is a clear writer. So intcrpretation
should not be difficult. But that does not mean that his ideas are easy to
accept nor that there is not a sub-text of presuppositions and intentions that
may not have been consciously held. What he says, then, can be summarized
fairly brutally; interpretation may take longer.

The philosophy of Catholic education is a consequence of a Catholic
philosophy of lifc. That life is centered in God who has created a world and,
most cspecially, humankind. The human person is composed of body and
soul, intelligence and will and imagination. The person is teleologically poiscd
toward lifc in God, which telos then furnishes norms for what is good and
what is cvil. The human fate is complicated by an early history of an Edenic
Adam falling and being redecmed, cognitively through revelation and, more
completely, through the death and resurrcction of Jesus. Individually the
person’s redemption is brought about by the grace of Jesus with which the
cducator coopcrates by putting the student in contact with the truc, the good,
and the beautiful: Christian bumanism. Cognitively, the intelligence resides
in a wounded person but one stiil capable of finding the truth. Socially, the
individual is part of an organism secking completion without, however, being
subordinated or lost within the group. That, 1 think, is a fair summary of
McGucken’s position. It deserves a close analysis. We will take up in turn
five topics: the relationship of philosophy of education to a life-vi. ; God-
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centered education; humanism and the centrality of the fully human; Christian
humanism; and social humanism.

The relationship of philosophy of education to a life-view. To sce a
quasi-deductive rclationship between philosophy of education and a lifc-view
is not -.rprising. Many thinkers sce such a rclationship. The Communists
dev. .p a theory of cducation from a view of the human in relation to an
idcology which in itself rcsts on a morc basic sub-structurc. James E.
McClellan® has in recent years been at work preparing a very sophisticated
version of this relationship. J. Donald Butler’ and his four philosophies (then
five and six) has shown how this relationship can be worked out from scveral
Weltanschauungen, and he only tips his hand a bit in favor of idcalism.
Farther afield, we yearly watch the Supreme Court try to do the same thing,
deriving concrete proposals from the Constitution and otaer relevant
documents. Which is not to say that there are not alternatives to deducing a
phitosophy of cducation. Analysts abandon the deductive project and clect
to analyze sccond-order concepts: for c¢xample, the meaning of the concept
of aim or play or tcach. John Dewey’s philosophy of education may rcst on
a view of life, but in his argumentation he tries to proceed from much more
ncutral grounds. He does not begin; he cnds up (even if fairly quickly, that
is, by the end of chapter seven of Democracy and Education) with a lifc-
view.

God-centered Education. That cducation should be God-centered
strikes many of us at first glance as strange or, perhaps worse, medicval.
And yct there has been hardly a private university begun in the United States
that has not been sectarian and, therefore, in some real sense God-centered.
There has been the tradition of clergymen for college presidents and, where
not clergyman, Christians. Many of us still remember Dwight Eisenhower.
He was responsible for Columbia University, Jchn Dcwey’s university,
changing its statutes to allow a non-Anglican to be president of what was
once King’s College--and Eiscnhower was Presbyterian. In a sense, in 1942
McGucken was sailing with the crowd, cven though there were many signs
of imminent change, such as the Vashti McCollum® case in Champaign,
Illinois in the 1940s. :

But somc changes arc less changes than we arc sometimes willing to
admit. The nation-state, cspecially as it appearced in the 30s and 40s, may
have puiled down church statucs, but it quickly replaced them with statucs of
its own lcaders. The totalitarian state clearly meant itsell to be a more
worthy replaccment for God. The 1960 Torcaso’ case in Maryland broad-
ened our concept of religion to include a commitment to any absolutc, and,
paradoxically, sccular humanism was on the court’s list of forms of rcligion.
Absolutes do abound. The 18th century (at least one small but significant
scctor) raised reason on a pedestal; the ninctcenth, duty (in 8 Rousseauvian
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and Kantian sense), progress, history, the will to power (in a Nictzschean
scnse)--all were proposed as worthy substitutes.  The concept of God may
change, but clearly cducators have had a tcleological bent, with the telos
often cnough transcendent but occasionally immancent.  Think of the gentle
Frocbel and the gentle kindergarten, and you are thinking of a perfect
cxample of a (cleological and immancntist approach. But it looks like the
reigning candidatc is the human. Whai better candidatc for God is coming
up for clection than humanity in the singular or in the plural?

Humanism: The centrality of the fully human. McGucken, 1 suspect
like the rest of us, is double-minded about the human. Misery and grandeur,
in the Pascalian scnse. On the one hand, the person is deeply flawed, and
McGucken accepts the biblical account in Genesis as giving something of an
acccptable cxplanation for that statc of affairs. The educator is working with
a flawed product, and failure is always a possibility. On the other hand,
persons arc redeemed and arc, through grace and education, cmpowered to
be like the Godhead, but always as they are in all their complexities. For
McGucken what is cducated is oot a discmbodied spirit, a creature striving
for autonomy, a creature of sentiment or creativity, a rugged individualist, or
a tcam player. To pick and choose one is to devalue another which is cqually
and authentically human. And therefore the only tiuc education is a gencral
cducation in the widest sense. We might note in passing a theory of transfer
of learning lurking in the background 1o makc a general education feasible.'

Christian Humanism. McGucken confronts a two-sic'd problem:
hicrarchy and intcgration. Spencer’s old question stifl lingers:  What
knowledge is of most worth? McGucken’s reply is not Spencer’s: the
knowledge of most worth is not scicnee; it is, as another Englishmen J.H.
Newman would say, theology. A humanism that ignores knowledge of God
and that knowledge of the human which feeds off revelation is not fully
human. Knowledge is hicrarchical. But is the hicrarchy two-stepped,
theology on top and all clse heaped together beneath? McGucken would sy,
no. Is there an order that in some sensc is reflected in the order of study that
gocs from elementary school to higher cducation? McGucken would say, yes.
In a scnsc, McGucken has settled for "forms of knowledge” in the Hirst and
Peters’ sensc, and that may not be a foolish position. He may put theology
at the top, but there are other forms of knowledge that are indeed knowledge.

Integration offcrs a similar problem. Dewey has a three-step formula
of intcgration : doing (and play) through space and time (ccology and history)
to science, the first two of which arc anfgehoben dialectically in the synthesis
which is scicnce. For McGucken the problem remains hovering in the air, as
it docs, Lo again cite them, for Hirst and Peters. Various forms of knowledge
arc not inconsistent, but what the principle of intcgration might be rcmains
unknown,
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Social Humanism. McGucken may think of his cducational
philosophy as timeless, thereby putting himself on the side of the cssentialists,
but cxistential considerations at lcast prompt his giving attention to certain
topics. In this case, World War 11, Nazism, Fascism, and Democracy at war
with cach other furnish grounds for and give some urgency to discussing the
relationship of the individual to the group. Individuals come {rom the group
(it 1akes two (o tango), are supported by the group, are asked in war o sacri-
fice their lives for the group. 1s, then, the individual subordinated to socicty?
In democracy McGucken sces a dialectical balance in which ultimately socicty
is for the individual, in which, paradoxically, the individual is not iost in the
mass, and in which the masscs deserve special attention and care, Needless
{o say, McGucken is holding a dead-center position, a position echoed in the
war-time writings of cveryone from Boyd Bode and John Dewey to Robert
Maynard Hutchins and Alcxander Mciklejohn,"

Just onc last topic, onc that gocs beyond the time sctting of
McGucken and looks to more recent work. T hope that 1 will not be stepping
into the territory marked out for Robert Barger and Don Smith. McGucken's
exposition is primarily and per s¢ of his own position. If there is any glaring
deficiency from our point of view, it is McGucken’s sceming lack of concern
for culturcs other than our own. He flunks the multi-cuitural criterion,
Scemingly for him the East docs not exist; the third world is beyond his
korizons. And yet, in a world where we are all desperately trying to be
cross-cultural and multi-horizonced, trying to put our feet down on somcething
solid in a world where relativity reigns, McGueken © s at least not fallen into
the traps of paternalism and colonialism cross-cultuial rescarchers have fallen
into. McGucken eschews a paternalistic line which desperatcely trics to save
what it can from primitive culturcs; he eschews a colonial line which spcaks
to the powerless from a position of power; he eschews trying to represent the
thought of others without being chosen to represent them.” Of course he
knows that there are positions other than his own. In fact, the symposium in
which his article is cmbedded is living proof of that. Contributors speak for
themselves and Ict the others speak for themselves. McGuckeniis no Kantian,
but he does understand and practice the Categorical Imperative.

ENDNOTES

' For those interested in the philosophy of Catholic education, it is conceiv-
able that they may find the works of the Mexican but German cducated
Jesuit Jaime Castiello even more interesting. Sce his A Humane Psychology
of Education (New York: Sheed and Ward, 1930) and Xavier Ortiz
Monastcrio, Jaime Castiello--mucestro 'y guia de la juventud universitaria
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(Mcxico City: Editorial Jus, 1950).

* McGucken's disscrtation is entitled "Jesuit Sceondary Education in the
United States.” 1t is worth noting that he completed his doctoral studics in
two academic years, but that fact should be kept in perspective: Ralph Tyler
cntered the University of Chicago in 1926 and graduated with McGucken in
1927.

> Dean is our title; the Jesuits’ title was "prefect of studics.”

* A Regent, as defined at St. Louis University, is a personal representative of
the president, giving by his presence conerete evidence of the president’s
concern, and the communal representative of Jesuit educational viewpoints
and of the long traditions of St. Louis University.

* "The Philosophy of Catholic Education." In The Forty-First Yearbook of the
National Society for the Study of Education. Part 1. Philosophies of
Education, pp. 251-288. Edited by Nelson B, Henry. (Chicago: University
of Chicago Press, 1942). Other contributors were Edward H. Reisner,
William H. Kilpatrick, Frederick S. Breed, Herman H. Horne, Mortimer J.
Adler, and John 8. Brubacher, For another work of McGueken on the topic,
sce The Catholic Way in Education (Milwaukee: Bruce Publishing Co., 1934).

* See McClellan’s "Making a Mess of Marxism," in Philosophy of Education
1984. Proceedings of the Fortieth Annual Meeting of the Philosophy of
Education Society (Normal, Iilinois: Philosophy of Education Socicty 1985),
pp- 265-271. Sce also his “First Philosophy and Education," in Philosophy and
Education. Eightieth Yearbook of the National Society for the Study of
Education (Chicago: NSSE, 1981), pp. 263-288.

" J. Donald Butler, Four Philosophies and Their Practice in Education and
Religion (New York: Harper & Row, 1968).

* People cx rel. McCollum v Board of Education 71 NE 2d 161, 22 January
1947, And the United States Supreme Court’s decision of 8 March 1948,
Hlinois cx 1cl. Vashti McCollum v. Board of Education of Champaign
County. For an astulc analysis, scec Edward 8. Corwin, "The Supreme Court
as National School Board," Thought 23 (1948): 665-683.

" Torcaso vs Watkins, clerk of the Circuit Court of Montgomery County, Md.
162 A2d 438. 30 Junc 1960.
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 C.H. Judd may have influcnced McGucken on this point. For a survey of
the question by a contemporary of McGucken, sce Albert Rapp, "The
Experimental Background of the Problem of Learning,” Classical Journal
(where clse?) 40 (1945): 407-480.

1 §ee William J. McGucken, $.J., “Jesuit Defenders of Democracy” and
Robert M. Hutchins, "Education and the Defense of Democracy,” in Three
Addresses in Honor of Quadricentennial Celebration of Founding of the
Society of Jesus (Chicago: Loyola University, 1941), pp. 5-13 and 14-24
respectively. 1 am grateful to Michael Grace, Loye'a University Archivist, for
showing me these two addresses.  For the most subtle and profound
discusssion of personal and corporate responsibility, see lwo articles of 1. Th.
Eschmann that reflect war-time concerns: “Studies on the Notion of Socicly
in St. Thomas Aquinas. 1. St. 'Thomas and the Deceretal of Innocent v
Romana Ecclesia: Ceterum.," Mediaeval Studies 8 (1946): 1-42; “11. Thomislic
Social Philosophy and the Theology of Original Sin,’ Mediaeval Studies Y
(1947): 19-55. To my knowledge, no one has done a better job.

” Behind this paragraph lics Thomas McCarthy's very perceptive review
essay, "Doing the Right Thing in Cross-cultural Representation,” Ethics 102
(1992): 635-649.
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McGUCKEN REVISITED: A FIFTY-YEAR RETROSPECTIVE
ON AMERICAN - 'ATHOLIC EDUCATIONAL PHILOSOPHY

Robert N. Barger
Eastern Illinois University

In 1942, Rev. William McGucken, S.J., Professor of Education at
Saint Louis University, authored an article in the Forty-first Yearbook of the
National Society for the Study of Education. The title of that article was "The
Philosophy of Catholic Education." The present paper will attempt to
summarize briefly McGucken’s position on Catholic educational philosophy
as he expressed it in that article. Then it will survey views touching
philosophical concerns in education expressed in the Second Vatican Council’s
"Declaration on Christian Education," written in 1965, and views of the
American Catholic Bishops' Pastoral "To Teach As Jesus Did," written in
1972. Finally, conclusions will be offered concerning changes in philosophical
perspeciive which have occurred over the past fifty years.

I. McGucken’s Position

Professor McGucken's view of the philosophy of Catholic cducation
in 1942 is one clearly based on Nco-Thomistic philosophy (McGucken, p.
251). It presupposes a personal God. This presupposition in iurs requires that
the whole person, body and soul, intellect and will, be educated. McGucken
makes clear that any education of the human character which is without a
theological basis is not only inadequate. but false (McGucken, p. 253).
The purpose of Catholic schools, according to McGucken, is first of all
religious (McGucken, p. 264). In his vicw, the hereafter is more important
than the here and now (McGucken, p. 287). He therefore believes that
religion must permeate all Catholic cducation from arithmetic to zoology
(McGucken, p. 279). The child, he mantains, is not just a mere creature of
the state. Citing the U.S. Supreme Court’s 1925 decision in the Oregon School
Case, he maintains that the family has a higher right than the state in the
education of children (McGucken, p. 282). He gocs on to say that the
Catholic Church also has educational rights regarding its own members.
Making referencc to the metaphor of the Mystical Body ol Christ, he says
that the aim of the Church is not "information” but the "formation” of its
members into "other Christs" (McGucken, p. 283).

Near the end of his article, Profcssor McGucken speaks of the
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Catholic view regarding democracy and cducation. He does not agree with
the view that democracy is the only absolute. He calls this a Rousseauistic
type of democracy. While he sces democracy as a valid form of political
government, it is clear that he is in disagreement with proponents of
educational democracy who would question the place of “discipline and
authority and traditional subjects” in the training of American youth
(McGucken, p. 283).

H. The Declaration on Christian Education

In contrast to thc McGucken article, the first thing that is apparent
in the Second Vatican Council’s "Declaration on Christian Education," written
in 1965, is its 2mphasis on concerns of this present world (pp. 673-638).
Indced, the basic position that the Fathers of the Council take in the
Declaration is that although the Church’s ultimate concern is the supernatural
calling of humankind, such supernatural life begins here and now, in this
natural world. This view is known in theology as "realized eschatology.” The
Fathers of the Council are at pains to make the point that the earthly part of
human life cannot be separated from the heavenly part which follows it. As
is the casc in all arcas of the Cenncil’s teaching, the Fathers of the Council
want to dispel a false religious dicotomy between the "here and now" and the
“clsewhere and hereafter.” Thus, the Declaration expresses concern for "the
whole of man’s life" (p. 638, Note 4).

The Declaration makes twelve basic statemerts regarding education.
It leaves to a postconciliar commission and to national Bishops’ confercnces
the development of these statements.

In the first statement, education is declared to be an inalienable right,
sincc cducation aims at the formation of men and women with respect to
their ultimate goal and simultaneously with respect to their membership in
human society (p.639). The second statement declares that Christians are
entitled to a Christian cducation. The placement of ihis statement of the right
to a Christianeducaticn after the right to a fundamental human education is
a departure from the emphasis of the McGucken article.

The Declaration next confirms the place, first of parents, then of the
state (in a role supportive of parents), and finally of the Church, regarding
the possession of the right to educate (pp. 641-642). There follows in the
Declaration a rather circumspect statement that the right of parents to choice
of schools and the following of their consciences in cducating their children
ought to be honored by the state in the way it subsidizes cducation (p. 644).

Another departure from the approach of thc McGucken article
occurs in the Declaration’s seventh statement:

7. The Church is keenly aware of her very grave obligation
to give zcaloas attention to the moral and religious educa-
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tion of all her children. To those large numbers of themwho
are being trained in schools which arc not Catholic, she
needs to be prescnt with her special affection and helpful-
ness (p. 645).

Whereas Professor McGucken does not scem to envision many Catholics
attending non-Catholic schools, the Declaration acknowledges that, in 1965,
this is no longer the case. The Declaration docs note in its eighth statement,
however: "As for Catholic parents, the Council calls to mind their duty to
entrust their children to Catholic schools, WHEN AND WHERE THIS IS
POCSIBLE...."(p. 647, emphasis added).

Statement nine of the Declaration speaks of new types of educational
institutions (e.g., technical schools, adult education institutes, and special
education schools). These types of institutions are not mentioned in the
McGucken article, In its tenth statement (on higher education), the Declara-
tion speaks in much more favorable terms than does McGucken of the role
of scientific investigation:

10. The Church is preoccupicd too with schools of higher
lcarning, especially colleges and universities and their
facultics. In schools ofthis sort which are dependent on her,

she seeksin a systematic way to have individual branches of
knowledge studied according to their own properprinciples
and methods, and with due freedom of scientific investiga-
tion. She intends thereby topromote an ever deeper under-
standing of these fields, and as a result of extremely precise-
evaluation of modern problems and inquiries, to have it seen
more profoundly how faith and reasongive harmonious
witness to the unity of all truth(p. 648).

Finally, after mentioning the importance of graduate Catholic
theology faculties, the Declaration concludes with a call for collaboration
between Catholic and sccular universitics (pp. 650-651). This type of
collaboration is something not envisioued in the McGucken article.

1If. "To Teach As Jesus Did"
The American Catholic Bishops’ pastoral message “To Teach As
Jesus Did." written in 1972, begins by noting that it is written in responsc to
the Second Vatican Council's Declaration on Christian Education. In keeping
with the cmphasis of that Declaration, the Bishops' pastoral message says that
“the educationa! cfforts of the Church must cncompass the twin purposes of
personal sanctification and social reform in light of Christian valucs’ (#7).
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Therc is a strong reaffirmation in the pastoral message of the teaching of the
Declaration on Christian Education regarding the continuity between the
natural and the supcrnatural aspects of human life,

The pastoral message goes on to present a theological solution to the
age-old philosophical dilemma of "the one and the many" (i.c., the dilemma
as to whether the individual or the group is the primary unit of society). The
solution is contained in the statement that “The cducational efforts of the
Church must therefore be directed to forming persons-in-communivy; for the
cducation of the individual Christian is important not only to his solitary
destiny but also to the destinies of the many communiies in which he lives"
(#13). Once again, emphasis is placed on uniting the concerns of the
elsewhere and hereafter with those of the here and now.

The pastoral message says that the Church must use contemporary
methods and language to proclaim its message. To this it adds: "Furthermore,
within the fundamental unity of the faith, there is room for a plurality of
cultural differences, forms of expression, and theological views." Yet, it
continues: "But what is taught and how it is expressed are subject to the
magisterium, the teaching authority of the Church, as guarantor of authentici-
ty" (#18).

Speaking on the topic of community, the pastoral message says that
community is not only a concept to be taught but a reality to be lived:
“Through education, men must be moved to build community in all areas of
life; they can do this best if they have learned the meaning of community by
experiencing it" (#23). Adverting to the theme of the continuity between the
supcrnatural and the natural, the message says "From a Christian perspective,
integral personal growth, even growth in grace and the spiritual life, is not
possible without integral social life. To understand this is a high form of
learning; to foster such understanding is a crucial task of education” (#24).

After speaking briefly of new developments in technology, which the
message says could become either a curse or a blessing, the message goes on
to consider several types of educational activity. The first is adult education.

A clear democratic outlook is assumed regarding adult education. The
message says: "Those who teach in the name of the Church do not simply
instruct adults, but also learn from them; they will only be heard by adults if
they listen to them. For this reason adult programs must be planned and
conducted in ways that emphasize self-direction, dialogue, and mutual
responsibility” (#44). Repeating the theme of realized eschatology, the
message states: "The content of such a program will include contemporary
sociological and cultural developments considered in the light of faith, current
questions concerning religious and moral issucs, the relationship of the
‘temporal’ and ‘ccclesial’ spheres of life, and the ‘rational foundations’ of
religious belief.... Adult religious education should strive not only to impart
instruction to adults t ut to cnable them better to assume responsibility for the
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building of community and for Christian service in the world" (#48). In
closing its section on adult education, the message says: "Even though
Christians may at times err in their facts, interpretations, and conclusions
about social issues, they must not fail to apply the Gospel to contemporary
life" (#61).

Taking up the topic of higher education, the message notes that the
great majority of Catholics who enroll in college go to non-Catholic
institutions. Thus Catholic concern is "extended to all of higher education” and
Catholics are called, in this wide context, to the "full and free pursuit and
study of truth" (#65).

The message moves next to the topic of religious education for youth
who are not in Catholic schools. In explaining the priority given to this
subject, the message says: "we choose 10 deal here first with religious
education programs for children and young people who attend public and
other non-Catholic schools not because Catholic schools are any less
important than in the past - their importance is in fact greater now than cver
before - but because the urgency and the difficulty of the educational ministry
to the students outside them warrants this emphasis” (#84). The message says
that the task of programs for the religious education of youths outside
Catholic schools is not merely to teach about religion. "Instead such programs
must strive to teach doctrine fully, foster community, and prepare their
students for Christian service" (#87).

The message then turns to the subject of Catholic schools. It says that
“Christian education is intended to ‘make men’s faith become living,
conscious, and active, through the light of instruction.”..The Catholic school
is the unique sctting within which this ideal can be realized in the lives of
Catholic children and young people” (#102). In a subsection headed "The
Crisis of Catholic Schools,” the Bishops reflect on the current problems of
Catholic sct.ools:

114. Today this school system is shrinking visibly. The
reasons are many and include complex sociological, demo-
graphic and psychological factors. Some belicve there has
been an excessive effort informal education and too much
concentration on schools at the expense of other educational
programs. Some are convinced that other forms of Christian
service take unequivocal priority over scrvice rendered in
the classroom. Some fecl American Catholics no longer have
the material resources to support so ambitious an education-
al enterprise.

115. Financial problems have contributed significantly to the
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present crisis. Burdcned by the spiraling costs of both public
and non-public education, those who support non-public
schools have placed their cause before their fellow Ameri-
cans. While legislators have responded in many instances,
courts have often rejected laws favorable to non-public
education, sometimes on grounds which many find extreme-
ly difficult to understand or accept.

The Bishops then go on record as reaffirming that Catholic schools
are the most effective means of transmitting a Christian education. They “call
on all members of the Catholic community to do everything in their power
to maintain and strengthen Catholic schools which embrace the threefold
purpose of Christian education [to teach doctrine, to brild community, and to
serve]” (#118).

Next, the Bishops reflect on what action might be taken to ensure the
continuance and improvement of Catholic schools. They suggest that such
action might include: stating clearly and compellingly the distinctive goals of
the Catholic school, increasing associations with other non-public and public
schools; practicing fiscal, professional, academic, and civic accountability;
conducting vigorous programs of student recruitment; joining with other
non-public schools in public relations efforts; exercising firm control over
operating costs and practicing greater efficiency in the use of facilities and
personnel; intensifying efforts to increase income from private sources;
entering into partnership with institutions of higher learning; undertaking
school consolidations at the clementary and secondary levels where
circumstances make this educationally desirable; and participating fully in the
search for solutions to the racial crisis in American education (#120). The
Bishops state: "If the Catholic community is convinced of the values and
advantages of Catholic schools, it must and will act now to adopt such
measures and face such challenges as these” (#122).

The Bishops then suggest that some Catholic schools may have to
reorganize. "While the Christian purpose of the Catholic school must always
be clearly evident, no one form is prescribed for it" (#123). The message
continucs:

124. The search for new forms of schooling should therefore
continue. Some may bear little resemblance to schooling as
we have known it: the parish education center; the family
education center; the school without walls, drawing exten-
sively on community resources; the counseling center;
etc...The point is that one must be open to the possibility
that the school of the future, including the Catholic school,
will in many ways be very different from the school of the
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Toward the end of the message, the Bishops speak of shared
governancc for Catholic education. "Under the lcadership of the Ordinary and
his priests, planning and implementing the educational mission of the Church
must involve the entire Catholic community (#139)...One such agency, long
a part of the American expericnce and in recent years increasingly wide-
spread in Catholic education, is the representative board of education, which,
acting on behalf of the community it serves, seeks paticntly and conscientious-
ly to direct the entire range of educational institutions and programs within
the educational ministry” (#140). -

The message concludes:

152. The educational mission is not exhausted by any one
program or institution. By their complementary functions
and cooperative activities all programs and activities contrib-
ute to the present realization of the Church’s educational
mission. All should remain open to new forms, new pro-
grams, new methods which give promise of fuller realization
of this mission in the future.

153. The educational mission is noi directed to any single
group within the Christian community or mankind. All have
a role to play; all should have a voice in planning and
directing. :

1V. Conclusion

The foregoing retrospective may be summarized by saying that the
philosophical view point of Profcssor McGucken in 1942 was a Neo-Thomistic
one, with hcavy cmphasis on the 1dealistic element of Neo-Thomism. At the
Sccond Vatican Council in 1965, the same basic philosophical stancc was
maintained, but the Realistic element of Neo-Thomism was more emphasized.
Seven years later in 1972 when the American Bishops wrote "To Teach As
Jesus Did," the Council’s commitment 10 4 here-and-now focus. a less-isola-
tionist stance. and greater participation by the laity in the lcadership of the
Church was stated in the context of the post-conciliar American Church.

Perhaps the Catholic Church in the United States has always bcen
and still remains, on average, morc liberal than the Church in most other
countries (Barger, 1988). Still. the 1972 Bishops” message did not involve any
significant change from the Council’s statcment in 1965, And the Council's
worldvicw, cven granting its shift of cmphasis, did not involve a radical
change from the view of McGucken. Nco-Thomism may be thought of as a
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blend of Idealism and Realism. If this is truc, then the philosophy underlying
American Catholic Education fifty years aftcr McGucken might still be said
to be Neo-Thomistic. Becausce of the influence of Vatican 11, it might now be
said to bc Neo-Thomistic with a heavy emphasis on Neo-Thomism’s Realistic
clement.
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AMERICANS FIRST AND CATHOLICS SECOND:
THE DECLINE OF CATHOLIC EDUCATION
SINCE VATICAN 11

Don G. Smith
Eastern Illinois University

At the present time Roman Catholicism is in the process of phasing
out Catholic schools and replacing them with CCD [Confraternity of Christian
Doctrine} classes. As the CCD movement gains strength, Catholic school
cnrollment declines, Catholic schools close, and new ones are not built.
According to Catholic sociologist Andrew Greeley, "Catholic schools simply
are no longer as important to the ecclesiastical institution as they were at the
time of the Vatican Council. . . . Catholic schools are a casualty of the cra
following the Second Vatican Council. They have not disappeared completely
but they are in trouble - and they are in trouble despite the fact that the
consumers of Cathelic education arc, for the most part, very happy with the
product they purchase when they send their young people to parochial
schools.”" This paper will examine causal factors accounting for the declinc
of Catholic education after Vatican 11, concluding that Catholic schools have
declined because Catholics have come to view themselves as Americans first
and Catholics second.

According to rescarch, Catholic schools are not declining because
they are failing in their appointed mission. In his article “The Philosophy of
Catholic Education,” William McGucken, 8. J., identifies the following as the
aims of Catholic elementary education: “In a word, the elcmentary school
aims to impart those knowledge and skills, habits and appreciative attitudes
that will fit the child to be an intelligent practical Catholic, a good citizen, a
good member of society, including the various groups to which he bclongs,
family, working group, necighborhood, and the like. He says that the
Catholic sccondary school has as its goals to produce "a) an intellignet human
being according to his capacitics: b) an intelligent. practical Catholic, with all
that these terms connote; ¢) an intelligent, good American citizen; d) an
intelligent, helpful member of society and of these particular groups of which
he is or will be a member - the family, profcssions, vocations, ete..” Have
Catholic schools succceded in achieving these goals? The evidence shows that
they have.

The rescarch ol Andrew Greeley shows that Catholic school
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attendance has had a statistically significant impact on the religious behavior
of young pcople in regard to mass attendance, frequency of communion,
belief in lifc after death membership in parish organizations, serious thought
regarding religious vocations, the reading ot Catholic periodicals, and
opposition to abortion.* Attendance of CCD classcs did not show anywhere
ncar the same effect.

Regarding the goal of producing intelligent human bceings, the
Coleman Reports of 1982 and 1987’ found that Catholic high school students
out-perform public school and other private school students in math, rcading
comprchension, vocabulary, and writing skills. They attend college 20 to 30
percent more often, succeed in college more often than public school children
with similar backgrounds, and drop out of high school four times less oftcn
than public school students do. On the basis of the evidence, Coleman
concludes that Catholic high schools are educationally superior. Catholics,
therefore, have empirical assurance that Father McGucken’s criterion
regarding intelligence is being met.

In regard to Father McGucken's criterion of producing good
American citizens and helpful members of society, reports by the National
Opinion Research Center have rcpeatedly produced strong statistically
significant evidence in favor of Catholic schools. For example, Catholics who
attended Catholic schools were less prejudiced and more enlightened than
were Catholic students who attended public schools. They scored systemati-
cally higher on measures of support for women’s cquality. They were more
likely to be trusting of their fellow human beings and to take a more benign
view of humanity in general. Interestingly, they were also more likely to
stress the importance of their own conscience above orders of church
authorities and to reject the notion that moral problems have easy black and
white answers.

In regard to Father McGucken’s criterion of producing good
members of family, professions, and vocations, statistically significant
evidencc produced by the NORC is again encouraging. For example,
Catholics who attended Catholic schools scored consistently higher on
measures of morale and satisfaction derived from family life.

Both Greeley and Coleman conclude that the community-forming
component of Catholic schools is the major factor in their effectiveness.
Catholics who attend Catholic schoois are introduced to and participate in
more components of the larger Catholic community and parish life. They
accumulate a “social capital” that they continue to draw upon and replenish
throughout a lifetime.

The Catholic community, therefore, has no cvidence from which to
concludc that Catholic schools are failing in their purpose. Why, then, the
decline in support? Greeley cites financial reasons as the most common
scapegoal. Yel, as he notes, gg:cording to statistics, Catholic schools have
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generally paid for themselves through the extra Sunday contributions made
by those with children in Catholic schools.”  Still, no matter how onc
examincs the issue, finances only mask a deeper cause. If the Catholic laity
wants their schools and are willing to pay for them, then there exists a loss
of nerve on the part of the Catholic hicrarchy regarding their support. If, on
the other hand, the Catholic hierarchy is commited to Catholic education, but
the finances are not available, then there exists a loss of nerve on the part of
the laity. Perhaps there exists a loss of nerve on the part of both. So, why this
loss of nerve? The answer is not at ali clear. Still, T want to suggest sevcral
possibilities, all of which have at their core Vatican [I’s shift in philosophy,
and all of which have at their core the spectre of modernism.

We must set the stage. however, before entering into a discussion of
Vatican 1l. In the carly years of oar nation, mainstream Protestant culture
discriminated against Roman Catholics. American Catholics’ reliance on the
spiritual leadership of Rome certainly made Protcstant America suspicious
regarding Catholic patriotism and allegiance. As carly as the 1870’s, the
Catholic Americanist movement sought to calm those suspicions by "[phasing}
out what they considered unessential Romanist traditions and [by presenting]
the Catholic faith in a positive light to a Protestant society.” As James
Davison Hunter points out, "In the eyes of the Vatican, thc Americanists’ idca
of presenting truths of the Catholic Church 'positively’ in a Protestant context
was scen as the watering down of doctrine, their praise of rcligious liberty
was perccived as the praise of religious subjectivism, and their desire to
accommodate the Catholic Church to American democratic institutions (the
separation of church and statc) was viewed 4s a desire to deny the temporal
powers of the papacy - to introduce democracy into the church.” In essence
the Church denounced Amcricanism because of its close tie to modernism.
Indecd. according to Henry Commanger Steele. the American mind has
always bcen pragmatic. optimistic, and secular.”® In agrcement with Stecle,
Arthur Schlesinger writes that secularity 1s the dominant trait of American
socicty: “The American mind is by nature and tradition skeptical, irreverent,
pluralistic and relativistic™™ In other words. we arc a Pragmatist and
Progressivist nation - and, not withstanding William James, Pragmatism and
Progressivism arc antithetical to a religous world view. Historically, the
Catholic Church was correct in recognizing an cnemy.

When John Kennedy announced his candidacy for president of the
United States. Protestants stifl distrusted Amcrican Catholics. Much of that
distrust was laid to rest. howcver, when on September 12, 1960. Kennedy
delivered his address to the ministers of Houston. In that spcech, Kennedy
said that he did not feel bound by Papal pronounccments, Bishop’s state-
ments, or any other dircctives by Catholic leaders. He continucd, "Whatcver
issue may come bcfore me as president if 1 should be clected - on birth
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control, divorce, censorship, gambling, or any other subject - 1 will make my
decision in accordance with these views, in accordance with  what my
conscience tells me to be in the national interest. and without regard to
outside relioious pressure or dictates.™?

1 elieve that before this speech, a general climate of opinion existed
among Catholics that they were Catholics first and Americans second. They
certainly did perceive themselves as Americans, but they would have been
largely unwilling to support actions on bchalf of America that violated the
teachings of Rome. Although Kennedy did say in his speech that he would
resign his office if he ever had to violate his conscience or violate the national
interest, his speech was a major milestone in bringing Catholic America fully
into the acceptance of Protestant, secular, Progressivist America, The
Kennedy speech sct a tonc that encouraged Catholics to enter fully into
American lifc by placing American interests above church teachings. It is only
a short step from this to the conclusion that Catholics could enter into public
schools, further hccoming Americans first and Catholics second. Church
teachings could be picked up in church or through the family. But if Catholic
children were to grow up to be fully American, the public school stood as the
symbolic melting pot.

Hot on the heels of the Kennedy speech came Vatican 11 (1962--
1965). The Catholic Church has always differed from Protestant churches in
two fundamental ways. First the Catholic church teaches that "the pope
cnjoys both supreme jurisdictional power in the universal church and the
privilege of infallibility when he teaches concerning faith and morals. . . and
second that "tradition is revelatory . . . and must be recognized as one of the
sources of the deposit of faith."® Vatican I1, as an attempt to "update the
church’s message and internal structure and to soften its opposition to the
modern world,"* violated what many Catholics considered church tradition.
Vatican Il made Catholicism much more palatable to Protestants and
sccularists, but in the process it was perceived by traditional Catholics as
doing so at too high a price. Regardless, the upshot was that the world
viewed Catholicism as having finally made its peace with modernism.
Unfortunately for Catholic schools, many Catholics seem to have viewed
Vatican Il likewisc. No longer was there a need to send children to Catholic
schools in order to give them an alternative to modernism. The church itself
had seemingly cmbraced modernism in Vatican I1. But this concept of
moderism as championed by the public schools requires some explanation,

The philosophy that most characterizes America and American
public schools is pragmatism. Pragmatism is "based on the principle that the
uscfulness, workability, and practicality of ideas, policies, and proposals are
the criteria of their merit."”* In opposition, the philosophy that most
characterizes Catholicism is Neo-Thomism or Neo -Scholasticism. McGucken
writcs, "Nothing is more irritating to the modern than the dogma of the
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supernatural, a dogma that cannot be proved by anthropology, history,
psychology, or any other human science. Yet nothing is more ccrtain than
this, that all historic Christianity is inextricably bound up with this. It cannot
be demonstrated by human reason: it requircs God’s revelation to bring to
our knowledge this fact that man is supcrnaturalized."® Catholicism is not
anti-rational. Reason, however, serves as the handmaiden of faith. In
Pragmatism, the supcrnatural plays no part. William James attcmpted to give
it a place based upon its utility, but he was much taken to task over his
attcmpt, and today I think it is safe fo say that pragmatism has been
thoroughly secularized. Nco-scholasticism violates another principle of
moderism in general and pragmatism in particular in positing that ultimate
truth is unchangable and that educational theory derived from ultimate truth
is likewise unchangable. In opposition, Pragmatism holds the vicw that there
are no metaphysical. epistcmological, or axiological absolutes. Truth is what
works, and what works changes as conditions change. Herc we havc a battle
between the children of Heraclitus and the children of God. As Catholics
have become Americans first and Catholics second, they have relegated the
importance of supernatural, unchangiag truth to a secondary position behind
practical preparation for a world of cconomic and social change. As a
consequence, Catholic schools have suffered.

Put simply, modernism in the form of American Pragmatism
permeates American thought. While democracy docs not necessitate the
adoption of pragmatism, pragmatism certainly nccessitates the adoption of
democracy. The twin forces of pragmatism and democracy are fundamentally
in opposition to the hicrarchical structure of the Catholic church and to its
Thomistic philosophy. As long as people viewed themselves as Catholics first
and Americans second, there cxisted a strong impetus for the support of
Catholic schools. After the Kennedy speech and Vatican 1, as Catholics
bcgan increasingly to view themselves as Americans first, Catholic schools
took on the character of luxurics rather than nceessitics. When Catholicism
made its peace with moderism, she also made her peace with public
education,

A second factor in the cquation is that of democracy. Pragmatism
requires faith in democracy. If there are no absolutc truths to be passed on
across the generations, truth must evolve as a function of conscnsus. Whilc
I think it is safe to say that the Catholic church favors democracy as a
political svstem, shc docs not favor democracy in deciding metaphysical,
cpistemological, and axiological truth. Here Catholics are encouraged to turn
to scripturc and church tradition. The Church supports democracy as a
political systcm while encouraging the laity to votc in ways that arc consistent
with Catholic teachings. The Catholic church has never shrunk from standing
as an authority in the spiritual realm. and when the spiritual ovcrlaps with or
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possibly conflicts with the political, the Church has encouraged its members
to be Catholics first and Americans second.

Modemism in general and pragmatism in particular is opposed to
authority. Since Amecrica is basically pragmatist, America is basically opposed
to authority. As Richard Scnnett writes in his study of authority, "We have
come to fear the influence of authority as a threat to our liberties, in the
family and in society at large. The very need for authority redoubles this
modern fear: will we give up our liberties, become abjectly dependent,
because we want so much for someone to take care of us?"” At the same
time, he cautions, "Without ties of loyalty, authority, and fraternity, no society
as a whole, and none of its institutions, could long funtion.”® Cardinal
Ratzinger articulatcs the position of the Catholic hierarchy regarding the
deterioration of faith in authority: "Broad circles in theology scem to have
forgotien that the subject who pursues theology is not the individual scholar
but the Catholic community as a whole, the entire Church. From this
forgetfulness of theological work as ecclesial service derives a theological
pluralism that in reality is oftcn a subjectivism and invidividualism that has
little to do with the bases of the common tradition. Every theologian now
seems to want to be ‘creative.’ But his proper task is to decpen the common
deposit of faith as well as to help in understanding and proclaiming it, not ’to
create it.” Otherwisc faith will be fragmenized into a series of often conflicting
schools and currents to the grave harm of the disconcerted people of God. .
. In this subjective view of theology, dogma is often viewed as an intolerable
strait-jacket, an assault on the freedom of the individual scholar.™

It is true that Vatican Il produced what Bokenkotter refers to as a
"renewed Catholic theology of authority,"” an authority which recognizes that
the Holy Spirit. . . distributes special graces to the faithful of every rank."
Of course, creative dissent has always been present within the Catholic
Church, but in the past it was largely restricted to theologians. Today, dissent
runs rampant among the laity. The church , in making its peace with
modernism, also has made its peace with democracy. This peace, however,
has brought the church anything but peace as dissident groups engage in what
has been called “cafeteria Catholicism." For example, since Vatican II
Progressivist Catholic groups have sprung up which are pro-choice, pro-ordin-
ation of women, pro-birth control, pro-Equal Rights Amendment, anti-priest
celibacy, pro-gay rights, etc.”

Whereas Catholicism stresses obedience to the church, Pragmatism
and decmocracy stress consensus. Biblical revelation and church teachings
assure Catholics that Jesus was, is, and always will be the Son of God.
Pragmatism and democracy, on the other hand, tell Catholics that Jesus
remains the Son of God only so long as He has the votes. After Vatican II,
the Protestant American world view is no longer considered a threat to the
Catholic world view. As Americans first and Catholics second, the laity no

37
v §




MPES Proceedings 1992 333
longer sees public schools as a negative influence. Apparently the Catholic
bishops agree.

Another possible explanation for the decline of Catholic education
is the influence of the print and broadcast media upon the lives of all
Americans. Because of their acceptance by Protestant, secular, Progressivist
America, and because of their now equal’ socioeconomic mobility, the
tendency for Catholics to cling to their ethnicity and denomination has largely
disappeared. Catholics now want to be percicved as being "with it.” Challeng-
ing this view, the American media often presents the Catholic Chi rch as an
intolerant, medieval anachronism. For example, when John Cirdinal O’
Connor of New York suggested that the Church might consider excommuni-
cating Catholic politicians who took a strong public positiou in favor of
abortion, thec media unmercifully took him to task. In addition the media has
also been strongly critical of the Church’s position on womén, homoscxuality,
¥ and birth control. Such an American climate of opinion encourages Catholics
to distance themselves from their Church. Catholic schools have suffered as
a result.
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APPENDIX A. PROGRAM (1991)

MIDWEST PHILOSOPHY OF EDUCATION SOCIETY
1991 Annual Conlercnce
November 8 and 9
Loyola University of Chicago
Water Tower Campus Marquctte Center
Rush and Pearson Streets
Chicago, lilinois 60611
HOST

School of Education
Loyola University of Chicago

Robert E. Roemer, Dean

Friday, November 8

12:00-1:00 p.m. REGISTRATION
Marquette Center 30

1:00-2:00 p.m. FIRST GENERAL SESSION
Marquette Center 30

Critical Thinking and Aristotle’s Posterior Analytics.
Charles E. Alberti, Bemidiji State University

Poetry for Philosophers of Education.
William Russell, Merrimack College

Presiding: Ronald M. Swartz, Oakland University
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2:15-3:15 p.m. SECOND GENERAL SESSION
Marquettc Center 30

Community, Language, and Televisual Culturc.
Michael Preston, University of Cincinnati

Toward a Philosophy of Popular Culture in Academia.
Don G. Smith, Eastern Illinois University

Presiding: Michael A. Oliker

3:30-4:30 p.m. THIRD GENERAL SESSION
Marquctte Center 30

"Belicve Me Not; And Yet 1 Lie Not": A Case for Student
Disbelief
Walter P. Krolikowski, $.J., Loyola U. of Chicago

The Civil Rights Movement: A Conflict of Individual
Rights and Social Values.
Joseph Watras, University of Dayton

Presiding: David Annis, Ball State University

4:45-5:45 p.m. FOURTH GENERAL SESSION
Marquette Center 30

American Education in Fluxion and the Possibility of a
Teaching Profession.
Winner of Graduate Student Competition:
Robert A, Leone, Temple University

Innocence and Experience in Academic Government:
The Education of Arthur Brown.
Arthur Brown, Wayne State University

Presiding: George W. Stickel, Northwestern College
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5:45-6:15 p.m. BUSINESS MEETING
Marquette Center 30

Presiding: George W. Stickel, Northwestern College
President, Midwest Philosophy of Education Socicty

6:15-7:00 p.m. WINE AND CHEESE RECEPTION
Marquette Center 30

Saturday, November 9

9:00-10:00 a.m. FIFTH GENERAL SESSION
Marqucttc Center 30

Reinterpreting Dewey: Some Thoughts on His Views of
Play and Science in Education.
Alexander Makedon, Chicago State University

The Relationship Betwcen interest and Discipline:
John Dewcy Revisited.
Robert P. Craig, University of Houston

Presiding: George Kizer, lowa State Universtiy
10:15-11:15 a.m. SIXTH GENERAL SESSION

Marquette Center 30

Ricocurcan Sclf and Identity; Implications for

Multicultural Education.

Mary Abascal-Hildebrand, University of Toledo

The Futurc of Curriculum as a Ficld.
Philip L. Smith, Ohio State University

Presiding: David B. Owcen, lowa State University
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11:30 a.m. - 12:30 p.m. SEVENTH GENERAL SESSION
Marquette Center 30

Class Participation: Pedagogy of Coercion.
Richard C. Pipan, Oakland University

Taking It to the Streets: Democracy and Education
Beyond the Classroom.
Louis Silverstein, Columbia College Chicago

Presiding: Lawrence J. Dennis, Southern Illinois U.

OFFICERS OF THE SOCIETY

President: George W. Stickel, Northwestern College

Vice-President: David B. Owen, lowa State University

Secretary-Treasurer: Charles E. Bruckerhoff, University
of Connecticut

EXECUTIVE COMMITTEE
Mary Abascal-Hildebrand, University of Toledo

Michael A. Oliker
Ronald M. Swartz, Oakland University

PROGRAM COMMITTEE

David B. Owen, lowa Statc University

ARRANGEMENTS

Walter P. Krolikowski, S.J., Loyola U. of Chicago
Mark Yoon, Loyola University of Chicago
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HOTEL INFORMATION
1) The Talbott Hotel

20 E. Delawarc Place
Chicago, Hlinois 60611

312-944-4970 (Within Iilinois)
800-621-8506 (Outside lllinois)

Single: $ 85
Double: $ 85

Deadlinc: October 20
2) Allerton Hotel
701 N. Michigan Avenue

Chicago, Illinois 60611

312-572-7839 (Within Illinois)
800-621-8311 (Outside lllinois)

Single: $ 69
Double: $ 69

Deadline: October 18
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MIDWEST PHILOSOPHY OF EDUCATION SOCIETY
1992 Annual Conference
November 13 and 14
Loyola University of Chicago

Water Tower Campus Marquette Center
Rush and Pcarson Streets
Chicago, lllinois 60611

HOST

School of Education
Loyola University of Chicago

Robert E. Roemer, Decan

Friday, November 13

12-00-1:00 p.m. REGISTRATION
Marquette Center 30

1:00-1:45 p.m. FIRST CONCURRENT SESSION
1) Marquettc Center 30
Docs Evolutinn Neeessitate Revolution? A l.ook at a
Claim by Simone dc Beauvoir,
Allison E. Williams. Loyola University of Chicago
2) Marquette Center Alumni F.ounge
Analytical Philosophy and the Disconrse of Institutional
Democracy.
Michae! A Oliker. Midwest PES
3) Marquette Center Room 417
Dcnial and Education.
Joseph Yacoub, Calumet Collcge of St. Joscph
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2:00-2:45 p.m. SECOND CONCURRENT SESSION
1) Marquctte Center 30
Classroom Social Structurc and Moral Education.
Jerome A. Popp, Southern Illinois U., Edwardsvillc
2) Marquette Center Alumni Lounge
Hopefulness: The Value Variable for Inner City
Students.
Michael T. Risku, University of Minnesota, Morris
3) Marquette Center Room 417
On the Relationship Between Love and Education.
Ian M. Harris, University of Wisconsin, Milwaukee

3:00-4:00 p.m. THIRD CONCURRENT SESSION
1) Marquette Center 30
Cooperative Education: Our Hope For the Future.
Clinton P. Honkomp, O.P., Loyola U. of Chicago
A Suggested Basis For Understanding James Mark Baldwin.
Robert H. Keprta, University of Houston
2) Marquette Center Alumni Lounge
Mark Johnston and David Lewis on the Irreducibility of
Value.
Thomas S. Deeds, University of Nebraska, Lincoln
Confucius and His Impact on Education.
Kyung Hi Kim, Northern Hllinois University
3) Marquettc Center Room 417
Roundtable: Thoughts on Evaluation; Moral and
Ethical Dilemmas of Grading.
Convenor: Richard C. Pipan, Oakland University

4:15-5:00 p.m. FOURTH CONCURRENT SESSION
1) Marquette Center 30
Teaching in a Postmodern World.
Susan V. Aud, Southern Illinois U., Carbondale
Winner of Graduate Student Award
2) Marquette Center Alumni Lounge
On Educating the Emotions: Some Recent Implications for
Moral Education.
Robert P. Craig, University of Houston
3) Marquettc Center Room 417
Philosophy of Education and Relevance For the *90s.
Janis B. Fine, Loyola University of Chicago
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5:15-5:45 p.m. FIRST GENERAL SESSION
Marquette Center 30
Editing Educational Theory.
Nicholas C. Burbules, Editor, Educational Thcory.
University of Illinois, Champaign

5:45-6:15 p.m. BUSINESS MEETING
Marquette Center 30
Presiding: George W. Stickel, Kennesaw State College
President, Midwest Philosophy of Education Society

6:15-7:00 p.m. WINE AND CHEESE RECEPTION
Marquette Center 30

7:00 p.m. PRESIDENTIAL DINNER
Marquette Center Faculty Dining Room

8:00 p.m. PRESIDENTIAL ADDRESS
Philosophy of Education For the Year 2000.
yeorge W. Stickel, Kennesaw State Collcge
Commentator: Lawrcnce J. Denais, Southern Illinois
University, Carbondale

RESERVATIONS: Required For Presidential Dinner
$16 per person in advance by Nover  2r 1

Saturday, November 14

9:00-9:45 a.m FIFTH CONCUTRRENT SESSION
1) Marquette Center 20
Sketches of a Philosophy of Tife: Rhythms and Education.
Louis Silverstein, Columbia Collepe Chicago
2) Marquette Center Alumni 1.ounge
A Model of Action, & Portrait of the Good {ommunity in
Miguel de Unamuno’s St. Emmannc! The nod. Martyr.
William Russell, Mcrrimack College
3) Marquctte Center Room 317
Whose Critical Thinking 1s of Most Worth?
Charles E. Alberti, Bemidji State University
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10:00-10:45 a.m. SIXTH CONCURRENT SESSION
1) Marquctte Center 30
"From Puggy to Larry": Poetry from Gathering Light.
Lawrence Santoro, Chicago Headline Club
Moderator: Michael A. Oliker, Midwest PES
2) Marquette Center Alumni Lounge
Moral Education and Integrity: Educating For Higher-
Level Character Traits.
David B. Annis, Bail State University
3) Marquette Center Room 317
Humans in the World: Introduction to the Educational
Theory of Radical Perspectivism.,
Alexander Makedon, Chicago State University

11:00 a.m.-12:15 p.m. SECOND GENERAL SESSION
Marquette Center 30
The Philosophy of Catholic Education in the Last
Half Century.
Walter P. Krolikowski, S.J., Loyola U. of Chicago
"Philosophy of Catholic Education in the '40s."
Robert N. Barger, Eastern llinois University
"McGucken Revisited: A Fifty-year Retrospective.”
Don G. Smith, Eastern Ilinois University
"Americans First and Catholics Second: The Decline
of Catholic Education Since Vatican IL."

OFFICERS OF THE SOCIETY

President: George W. Stickel, Northwestern College

Vice-President: David B. Owen, lowa State University

Secretary-Treasurer: Charles E. Bruckerhoff, University
of Connecticut

EXECUTIVE COMMITTEE

Mary Abascal-Hildebrand, University of $an Francisco

Michael A. Oliker, Midwest PES
Ronald M. Swartz, Qakland University
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PROGRAM COMMITTEE

David B. Owen, Chair, lowa State University
Lawrence J. Dennis, Southern Ilinois U., Carbondale
Richard C. Pipan, Gakland University
NOMINATING "OMMITTEE

Lawrence J. Dennis, Southern Tilinois U., Carbondale

Philip L. Smith, Ohio State University

ARRANGEMENTS

Walter P. Krolikowski, S.J., Loyola U. of Chicago

HOTEL INFORMATION
1) The Talbott Hotel

20 E. Delaware Place

Chicago, Illinois 60611

312-944-4970 (Within Illinos)
800-621-8506 (Outside Illinois)

Single: $ 85
Double: $ 85

Deadline: October 23

2) Allerton Hotel
701 N. Michigan Avenue
Chicago, Illinois 60611

312-440-1500 (Within !llinois)
800-621-8311 (Outside Hlinois)
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APPENDIX D. MINUTES OF THE BUSINESS MEETING,
INCLUDING TREASURER’S REPORT, NOVEMBER 13, 1992

Loyola University
Chicago, llinois

The meeting was called to order by President George Stickel at 5:50 pm.
Given the absence of Secretary-Treasurer Charles Bruckerhoff, President
Stickel asked Secretary-Treasurer-nominee Alexander Makedon to keep
minutes for this meeting.

AGENDA

1. Minutes From 1991 Meeting
President Stickel reported that there were no minutes from the 1991
meeting.

2. Treasurer's Report
David Owen gave the Treasurer’s Report, which had been sent to
him by Charles Bruckerhoff.

TREASURER’S REPORT
November 13, 1992
11-10-91 through 11-13-92

RECEIPTS:
Balance Brought Forward $ 41932
1991 Dues Paid 80.00
1989-1990 Proceedings Sales 82.00
Conference Receipts 415.00
(Includes Dues, Conference Fees &
1989-1990 Proceedings Sales)

Subtotal
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DISBURSEMENTS:
1991 Graduate Student Paper Award
(Robert Lcone)
Contribution to Educational Theory
Contribution to CLS
(Council of Learned Socicties)
Postage

Subtotal $ 208.00

BALANCE (as of 11-13-92) $ 788.32

Respectfully submitted,
Charles E. Bruckerhoff,
Secretary-Treasurer

Philip Smith moved to approve the Report. Tom Stark seconded.
The motion passed unanimously.

3. Program e
President Stickel thanked the Program Committee--Lawrence Dennis,

David Owen (Chair), and Richard Pipan--for preparing the 1992 Mecting,
He also thanked Walter Krolikowski and Loyola University for their
hospitality in hosting the Society.

4. Educational Theory

Lawrence Dennis moved that the new officers consider increasing the
annual contribution to Educational Theory to $100 per year but offer no less
than $50. Philip Smith scconded. During the discussion that followed,
Nicholas Burbules, editor of the journal, explained that an additional $50 may
not have a significant impact on the journal, He further stated that although
the journal is in excellent financial standing, the additional contribution could
scrve symbolically as a sign of support for the work of the journal. It was
decided by conscnsus that the size of the contribution ($50 or $100) should
be lefit to the new officers for consideration.

S. Council of Learned Societics

A similar motion was nade by Ronald Swartz and seconded by
Byron Radchaugh, regarding increasing the contribution to the Council of
Learned Socictics from $50 to $10). During the discussion, Arthur Brown
mentioned that the Council plays a significant rolc in NCATE deliberations,

J1,
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and recommended that the Society should consider incrcasing its annual
support to the Council. A similar decision was rcached by consensus to leave
it up to the new officers to decide the size of the contribution ($50 or $100).

6. Editor, Midwest Philosophy of Education Socicty Proccedings

Ronald Swartz agreed to act as Editor for the 1991 and 1992
Proceedings. Walter Krolikowski suggested that the editor send out style
sheets to authors. A subcommittee of Arthur Brown, David Owen, and
Ronald Swartz was sct up to consider ways to improve the publication of the
Proceedings.

7. Annual Dues

David Owen moved that beginning next year, the Society consider
increasing the annual dues for members to $15 from $10 and for students to
$10 from $5. He said the additional $5 over two years would about cover
the roughly $10 cost of producing the biennial Proceedings, in which case
cach member would automatically receive a copy of the Proceedings when
published. Lawrence Dennis seconded. The motion passed unanimously.

8. Archivist Report

Walter Krolikowski cported that he had not yet reccived any
materials for the archives. He encouraged members to send him appropriate
records of the Society.

9. ERIC Report

Michael Oliker reported that ERIC has yet to catalog any additional
issues of the MPES Proceedings. The only Proceedings cataloged so far are
those from 1982 and 1987-1988. It was recommended that an index to all the
Proceedings be prepared for the 1991-1992 Proceedings. In addition, after
discussion of whether members wanted their telephone numbers published,
it was agreed without objection that a list of MPES members, their addresses
and telephone numbers also be published in the forthcoming Proceedings.

10. Identification Tags

Tom Stark suggested that confcrence participants be provided with
identification labels so that new members or participants can lcarn the names
of other meeting attendees.
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11. New Officers
The Nominating Committce of Philip Smith and Ronald Swartz
submitted the following slate of Officers and Exccutive Committec members:

OFFICERS:
President David B. Owen
Robert P. Craig
Alexander Makedon

EXECUTIVE COMMITTEE:
Michael A. Oliker
George W, Stickel
Joseph Yacoub

The floor was opened for additional nominations, Michael Oliker nominated
Jerome Popp as a candidate for the Executive Committee, but the latter
withdrew his nomination. Following the closing of nominations, the slate was
unanimously approved as presented.

12. Adjournment
The meeting was adjourned at 6:30 p.m.

Respectfully submitted,

Alexander Makedon,
Secretary-Treasurer
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APPENDIX F. INDEX TO THE PROCEEDINGS OF THE
MIDWEST PHILOSOPHY OF EDUCATION SOCIETY,
: 1977-1992

Compiled by Michacl A. Oliker

INTRODUCTION:

In 1977, The Midwest Philosophy of Education Socicty began
publishing the proceedings of its annual meeting. An annual procecdings was
published from 1977 until 1984, although no proceedings was published of the
1981 and 1984 mecetings. Beginning in 1987, the Proceedings was published
every two years. Copies of the Proceedings are now available as ERIC
documents. The document numbers (ED numbers) are listed below. Some
copics of the Prcceedings are also indexed in the Institute for Scientific
Information's Index to Social Sciences & Humunities Proceedings.

This index is primarily an author index. Items in the Proceedings only
by title are listed by title. Tkis index covers the period from 1977 to 1990.
The most frequent contributors during this period are: Philip L. Smith -- 8,
Robert P. Craig -- 7, Lawrcnce J. Dennis and George W. Stickel -- 6 each,
Michael C. Smith and Ronald Swartz -- 5 each, and Arthur Brown -- 4.

YEAR PROGRAM CHR EDITOR
1977 W. Krolikowski R. Craig & F.C. Neff ED 345 986
1978  F.C. Neff J. Merritt, et al ED 356 992
1979  D. Angus M.C. Smith & A. Dupuis  ED 345 983

ERIC DOC #

1980
1982
1983
1985-86
1987-88

P.L. Smith
A. Makedon
A. Makedon
D.B. Annis
P. Collins

P.L. Smith

M.C. Smith & J. Williams

M.C. Smith
P.L. Smith
L.J. Dennis

ED 345 984
ED 241 407
ED 345 985
ED 356 993
ED 319 670

1989-90 M.A. Oliker
1991-92 D. B. Owen

D.B. Annis & M.A. Oliker ED 345 987
D.B. Owen & R. Swartz -

ACKN D NTS:

I am grateful to Arthur Brown, Alexander Makedon, and Philip L.
Smith for their donations of back copies of the Proceedings and to Lawrence
Santoro for his help in preparing this index.

ADDENDUM: (By David B. Owcen)

I have included the items from the current 1991-1992 Proceedings in
the following index, thereby making it exhaustive for 1977 through 1992,
These current items, however, do not yet have an ERIC Document Number.
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INDEX

Abascal-Hildchrand, Mary. "Conversation for Diversity: A Casc for Critical
Hcrmeneutics." 1989-90: 90,

"Agenda 1979 Business Meeting." 1979: 79.

Alberti, Charles E. "Critical Thinking and Aristotle’s Posterior Analytics.”
1991-92: 41, )

Alberti, Charles E. "Whose Critical Thinking Strategy Is of Most Worth?"
1991-92: 253,

Andris, james F. "Jim Teaches Fang to Sit." 1979: 11,

Annis, David B. "Moral Education and Integrity: Educating for Higher Level
Character Traits." 1991-92: 287.

Annis, David B., and Linda F, Annis. "The Nature, Purposc, and Value of
Liberal Education. 1982: 14.

Annis, David B. "Preface.” 1989-90: 7.

Annis, David B, "VICE AND VIRTUE IN HIGHER EDUCATION: A
FORGOTTEN ISSUE." PRESIDENTIAL ADDRESS, 1987-88:
160. See also Brown, 1987-88: 176.

Annis, Linda F. and David B. Annis. "The Nature, Purpose, and Value of
Liberal Education." 1982: 14.

Aud, Susan V. "Teaching in a Postmodern World." Graduate Student Award
Winner. 1991-92: 217,

Barger, Robert Newton. "The Influcnce of JIL. Spalding’s Fducational
Theory on His Theology.” 1979: 25.

Barger, Robert Newton. "John Lancaster Spalding; Idealist or Pragmatist?”
1977: 58.

Barger, Robert N "McGucken Revisited: A Fifty-Year Retrospective on
Amcrican Catholic Educational Philosophy.” 1991-92: 319. Sec also
W. Krolikowski, 1991-92: 311, and D. Smith, 1991-92: 327.
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Bricker, David. “Tcachers as Agents of Equal Opportunity.” 1978: 48.

Brosio, Richard. "Thc Legacy of Counts: Contcmporary  Motivational
Theory in Education and the Power of the Status Quo." 1989-90:
32.

Broudy, Harry S. "Comments." 1989-90: 153. Response to Popp, 1989-90:
142,

Brown, Arthur. "INSTITUTIONAL DEMOCRACY: PROBLEMS AND
PROSPECTS." PRESIDENTIAL ADDRESS. 1978: 64. Sec also
Morris, 1978: 81.

Brown, Arthur. "lnsiitutional Democracy Reconsidered.” 1989-90: 134, Sce
also Craig 1982 90: 130 and Radebaugh 1989-90: 128.

Brown, Arthur. "Philosophy of Liberal Education and Teacher Education.”
1987-88: 29. Sec also Neiman, 1987-88: 24.

Brown, Arthur. "A Responsc to 'Vice and Virtue in Higher Education: A
Forgotten Issue.” 1987-88: 176. Response to Annis, 1987-88: 160.

Brown, Arthur. "Undcrgraduate Assessment as Pedagogical and Political
Control.” 1991-92: 205. See also R. Pipan, 1991-92: 191.

Brown, Marcia S. "Evaluating Synthesizing Skills: A Logical Analysis."
1978: 56.

"Business Mceting Minutes.” 1977: 87.

Business Mccting Minutes, 1979. Sce "Minutes, Busincss Meeting (Novem-
ber 11, 1978),” 1979: 81.

"Business Meeting Minutes." 1980: 173.

Busincss Mecting Minutes, 1983. Sec “Minutes, Business Mecting (Novem-
ber 11. 1983)," 1983: 11.

Busincss Mecting, Minutes of (November 13, 1992). Sce 1991-92: 351,

Cohcn, Carl. “John Dewey on War and the League of Nations.”  1982: 150,

“Constitution of the Midwest Philosophy ¢f E‘dﬁcalion Socviety.”  1979; 83,
Ib’)
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Craig, Robert P. " Accountability and Responsibility: Somc Fundamental
Differences.” 1982: 133.

Craig, Robert P., and Frederick C. Ncff. “Acknowlcdgements.” 1977: 1.

Craig, Robert P. "Kohlberg’s Justification of Stage Theory: A Critique.”
1978: 83.

Craig, Robert P. "Democratizing Health Care Facilities." 1989-90: 130. Sce
also Brown, 1989-90: 134, and Radebaugh, 1989-90: 128.

Craig, Robert P. "Institutional Democracy: An Ethical Demand.” 1989-90:
213. :

Craig, Robert P. "On Educating the Emotions: Some Recent Implications on
Moral Education.” 1991-92: 231.

Craig, Robert P. "The Relationship Between Interest and Discipline: John
Dewey Revisited.” 1991-92: 103.

Craig, Robert P. "Taking the Moral Point of View: An Uneven Relationship
to Moral Judgment-Making." 1987-88: 58.

Craig, Robert P. "The Virtue Ethics Approach to Moral Development: A
Critique.” 1987-88: 98.

Dalin, George D. "A Plea for Philosophical Reflection.” 1985-86: 13.

Deeds, Thomas S. "Mark Johnston and David Lewis on the Irreducibility of
Value." 1991-92: 167.

Dennis, Lawrence J. "DID DEWEY DANCE? -- AN ARTISTIC ASSAY
I: THE CRITIC AS TEACHER." PRESIDENTAL ADDRESS.
1985-86: 155. See also Smith, Philip L. 1985-86: 169.

Deaoais, Lawrence J. "Did Dewey Dance?: An Artistic Assay IT or The
Subjcctive Elcment in Esthetic Experience.” 1987-88: 84.

Dennis. Lawrence J. "George 5. Counts on Indoctrination.” 1982: 1.

Dennis, Lawrence J. “The Lady from Spain: Responsc.” 1989-90: 211.
Responsc to Swartz, 1989-%0: 195.
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Dennis, Lawrence J. "Political Activities of George S. Counts and John L.
Childs.” 1989-90: 18. Sec also Ryan, 1989-90: 11 and Schilpp,
1989-90:23.

Dennis, Lawrence J. Postmodernism, Scattle, and Stickel.” Rcesponse to
Stickel, 1991-92: 3.

Dennis, Lawrence J. "Preface.” 1987-88: 6.

Donoso, Anton. "The Reclation of The Paideia Proposal and Ortega’s
Philosophy of Education.” 1983: 1.

Dupuis, Adrian. "Acknowledgements.” 1978: i.

Dupuis, Adrian and Michacl C. Smith. "Acknowledgements.” 1979: i.

Dupuis, Adriaa. "ORTHODOXY AND DISSENT IN RELIGIOUS
AFFILIATED INSTITUTIONS OF HIGHER EDUCATION."
PRESIDENT’S ADDRESS. 1980: 91.

Finc, Janis B. "Philosophy of Education and Relevance for the '90s: Regular
Education Initiative and Social Reconstructionism.” 1991-92: 241,

Gibson, John H. "Performance Versus Resulls: A Critiquc of Excellence in
Modern Sport.” 1985-86: 129.

Glazek, Marianne S. "Latcent Hegelianism: Roots of Conscrvatism in John
Dewey.” 1978: 28.

(iross, Michacl. "Democratic Character and Dcmocratic Education: A
Cognitive and Rational Reappraisal.” 1989-90: 106.

Gutck, Gerald L. "The Renewal of Democratic Education: The Neced for
Disinterested Criticism.” 1977: 44.

Harris. lan M. "On the Relationship Between Education and Love.” 1991-
92: 143,

Harricon. Alton. Jr. and Diann Musial. "The Mythos and Realities of Social
Reform or Why Pcople Would Rather Kill than Drive Slowly.”
1985-86: 55.
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Heinrich, Junc Sark. “Mainstream Education for Older Pcople: A Philo-
sophical Justification.” 1982: 103.

Hellman, Nathan. "Dewcy on Morality and the Morally Educative.” 1930:
53. ‘

Hoff, Joan Whitman. "Child Custody, Children’s Rights, and Education."
1987-88: 112. Sce also Pipan, 1987-88: 126,

Hoffman, David C. "Can Children Have a Right to Education?" 1978: 100.
Hollinger, Robert. "Hermeneutics and Paideia.” 1982: 55.

Kelly, James 8. "Community, Individualism, and Epistemic Encounters,"
1989-90: 182.

Kelly, James S, "Makers of Meaning: Students as Active Participants.”
1989-90: 51.

Kim, Kyung Hi. "Confucius and His Impact on Education.” 1991-92: 177.

Kizer, George A. "PHILOSOPHY +.'R EVERYONE?" PRESIDENTIAL
ADDRESS. 1982: 87.

Kizer, George A, "Philosophy of Education in an Era of Reform.” 1985-86:
101. '

Knight, W. Hal and Charlcs E. Litz. "Organizational Theory as an Ezxercise
in Philosophy of Education.” 1982: 120,

Krolikowski, Walter P. “Believe Mc Not; And Yet I Like Not”: A Case For
Student Disbelief." 1991-92: 53,

Krolikowski, Waltcr P. "Dishelicf in the Classroom: Second Thoughts.”
1983: 93,

Krolikowski, Walter P. “Intermediate Between Clinking and Ringing: The
Jingle-Jangle Fallacies.” 1979: 37,

Krolikowski, Waltcr P, "The Moral Development of (he Developmentally
Disablcd.” 1985-86: 71.
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Krolikowski, Walter P. “Philosophy of Catholic Education before Vatican 1.
1991-92: 311. Sec also R. Barger, 1991-92: 319, and D. Smith, 1991-
92: 327.

Leonc, Robert A. "American Education in Fluxion and the Possibility of a
Teaching Profession.” Graduate Student Award Winner. 1991-92:
77.

Lesnoff-Caravaglia, Gari. "Ageism and the Youth Cult: Eductional Dilem-
ma." 1977: 18.

“List of Members." 1977: 90.

Litz, Charles E. "Objectivity in History: A Comment Concerning Historical
Methodology." 1978: 91.

Litz, Charles E. and W. Hal Knight. "Organizational Theory as an Exercise
in Philosophy of Education.” 1982: 120.

Makedon, Alexander. "Freedom Education: Toward an Educational
Synthcsis of Dewey’s and Sartre’s Philosophy of Freedom.” 1977:
34,

Makedon, Alexander. "Humans in the World: Introduction to the Education-
al Theory of Radical Perspectivism.” 1991-92: 297.

Makedon, Alexander. "Is Tcaching a Scicnce or an Art?" 1989-90: 231. Sec
also ED 330 683.

Makedon, Alcxander. "Playful Gaming.” 1980: 123,

Makedon, Alexander. "Reinterpreting Dewey: Some Thoughts on His Views
of Science and Play in Education.” 1991-92: 93.

Maori, Vincent. "The Habit of Inquiry and the Content of Inquiry: Implica-
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