
Editor's Note 

"Thresholds Revisited I & [I: From Theory to Practice" are presented to you by the 
Thresholds in Educuiion Board of Directors. 'Ihe articles in these volumes are from the 
Thresholds ' archives. We have selected them for their relevance to problems in the many 
geographies or our readership, today. They model the kind of responsible discussion that is so 
critical for educational progress in changing times. 

In this volume we offer a powerful collection of articles to provoke consideration of the 
theoretical, historical and philosophical foundat ions of democratic process in educational 
systems. O'Neill reviews the work of three 19th century theorists who each present a unique 
vision of cultural pluralism. These visions, O'Neill claims, were part of early attempts to 
reconceptualizc and revitalize democracy. She presents a critical analysis of these visions in 
order to examine the justifications for multicultural education as it is practiced today. At the 
other end oC the historical spectrum, Hunter and Garrison offer an optimistic discussion of the 
power of educational technology to potentially create more effective and democratic schools. 
Comparing the "process view" of science with the "end-product" view, these authors discuss the 
attributes of competing philosophical frameworks as they manifest in practice and in the attitude 
and application of technology to classroom settings. 

Radebaugh's prolegomenon presents complementary and contrasting meanings of 
democracy. From these, he selects "the social ideal of moral democracy" from which to consider 
values that ccould help answer questions such as: How would one recognize a good democratic 
citizen? And: How would one recognize a good democratic education? Radebaugh concludes 
with suggestions for how a values criterion for democracy could benefit educators struggling 
with these issues in the curriculum. 

'I'ownsend examines the content of several educational history texts to argue that certain 
issues remain underrepresented in texts today because of selection practices. She calls into 
questior~ the unexamined assumptions upon which the selection criteria are based and suggests 
ethical implications that can be drawn from her analysis. 'Townsend's discussion complements 
the theme of this colIection as it causes us to consider a more democratic process for selecting 
the voices and views represented in the publication research efforts. Given that these 
publications help determine what is considered knowledge and worthy of consideration in other 
contexts, the power and therefore potential discrimination of these practiccs can be signiiicant. 
Policy is also examined by Quigley . Focusing on social policy and literacy, Quigley discusses 
the history, frameworks and applications of national and international models. Connecting, of 
course, literacy with the ability of people to participate in democracy, this article proposes that 
future policy must develop from models that reilect open, participatory, democratic processes. 

Originally published in 1989, Raywid's article illuminates the pendular swings between a 
"product" or "outcomes focus" of educational objectives and the "preoccupation with process." 
She claims it is during the process-oriented periods that institutional democracy tends to receive 
more attention. Within this framework, Raywid places issues such as the Excellence Movement, 
private management of public school systems, school choice, restructuring, and teacher 



empowerment. She considers these issues in terms of the principles (democratizing effects) 
versus pragmatics (organizational effectiveness). 

Three articles look at values and democracy in education. Buckminster Fuller reminds us 
of environmental and social issues interfacing with education. He asks us to think globally about 
the impact that a design science revolution would have on humanity and warns "the human 
passengers of Spaceship Earth" of the imminent peril should they ignore this imperative. In 
another way, values are examined as they reveal the "ideological distortions that ratify 
undemocratic conditions." Pongo discusses the development of African-American values and 
their impact on Arican-American attitudes toward education. From this analysis, he recommends 
the directions that should be taken to create more harmonious community. I t  is at this point that 
his vision merges with that of Fuller. Ponpo realizes the interface in contextualized multicultural 
education and awareness of "shared stakes in the ecological crisis" and care for the natural 
environnlent. Finally, Dr. Spock closes this discourse with a reflection on the values and 
attributes of out species which promote competition, controversy and conilict and those which 
promote compromise, cooperation and community-war and peace. Although some of the 
examples date the article originally published in Thresholds in 1975, the issues around which 
Spock builds a platform for educational reform remain current. 

So, there you have it: A preamble to cur multidimensional consideration of democratic 
process in education. As this selection of articles culled from issues published over the last 
twenty-five years illustrates, some problems in education keep re-emerging. With intensifying 
attention to state and federal standards, multiculturaIism. and school violence, the "social ideal of 
moral democracy", as Dewey describes, again becomes an organizing theme for public and 
professional debate. What will be our response to this re-emergence? Will we dismiss the issue 
because we've "been there, done that?" Will we decide that this time around we have increased 
professional maturity and the desire to re-engage with the discussion at a more effective level? 
Will we decide that nothing is going to change; and, therefore, it is a waste of time and energy to 
get involved? What is our responsibility as educators to question the questions? What is our 
vision of what is wanted and needed this time around? How do we make that happen? At what 
price? For whom? For what reasons? For how long? This issue of T!lrcrsholds will provoke a 
reconsideration of these questions and others. With this and other ofyerings we hope to continue 
to be your link to innovative and critical approaches to resolving contemporary educational 
issues and problems. 



Biographical & Historical Passages Into Freedom: 
The Pluralisms of Horace Meyer Kallen, 
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by Linda O'Neill 
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All philosophies ... muy merely be 
the lineaments of a personnli~, 
its temperamen! and disposi- 
tional attitudes projected info 
their systemarzc rationulizatiuns. 

- Alain Locke 

C ul turd pluralism as a so- 
cial philosophy is charac- 
terized by the paramount 

value i t  attaches to cultural diver- 
sity. Identified with the work of 
Horace M. Kallen and Alain 
Locke, cultural pluralism has 
been offered as a philosophical 
justification for rnulticulturaI 
education as it is practiced in 
various forms today. As the 
twenty-first century approaches, 
it seems fitting to reflect on the 
commitments of three educators 
who dedicated themselves to ad- 
dressing issues of pluralism and 
democracy not so dissimilar from 

! those we face today. Horace 
i 
i 

Meyer Kallen (1 882- 1974), Alain 
I Locke ( 1  886-1954) and Isaac 

B aer Berkson (1 89 1 - 1 975) de- 
veloped unique visions of plural- 
ism as each attempted to recon- 

I 
cile competing versions of de- 
mocracy for an industrializing 

i nation in the first half of this cen- 

tury. While the individual in- 
sights of these cultural pluralists 
have often been appropriated. 
taken as a group they provide 
insights into the difficulties of 
redefining democratic indivj du a1 - 
ism. This papa explores 
Kallen's vision as a point of de- 
parture for the developing phi- 
losophies of both Locke and 
Berkson who critiqud and en- 
riched Kallen's conceptualiza- 
tions. 

Horace Meyer KaIlen (1 882- 
1974) 

In recent scholarship, Kallen's 
work has often been cited and 
criticized. While Kallen's cul- 
tural pluralism has been claimed 
as the philosophical wellspring 
for some versions of muIticultur- 
alism, critics portray i t  as a mis- 
guided precursor to current con- 
hsion (Tesconi, 1 990,28-40). 
Horace M eyer Kal l en espoused, 
refined and attempted to embody 
cultural pluralism as a living phi- 
losophy throughout his life. He 
claimed that he first used the 
term "cultural pluralism" around 
I906 or 1907 when he was 
George Santayana' s graduate as- 

sistant at Harvard. The term de- 
veloped into a name for a set of 
arguments during KalIen's con- 
versations at Oxford with the 
young Alain Locke (Guy, 1 993, 
57-58). 

Cultural pluralism, then as 
now, signified a philosophy that 
challenged the basic premise of 
unity as the nation's paramount 
value (Ratner, 1953, v). The 
price of national unity was obvi- 
ous in the educational and politi- 
cal rhetoric of the early twentieth 
century. The promise was mem- 
bership in a democratic nation; 
the price was severance from 
ethnic group affiliation. During 
his presidency which carried the 
nation through the throes of 
World War I, Woodrow Wilson 
asserted: 

America does not consist of 
groups. A man who thinks of 
himself as belonging to a par- 
ticular national group in 
America has not yet become 
an American (Parenti, 1970, 
77). 

In opposition to this senti- 
ment, Kallen offered a passionate 
counterpoint. As World War I 

t 
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escalated in Europe and Asia, 
Kallen published his first exposi- 
tion of cultural pluralism in a 
two-part article in The Nation in 
1 9 1 5 en titled "Democracy Ver- 
sus the Melting-Pot" (Kallen, 
1915a, 190-194). In this article, 
Kallen retold the nation's story 
as the '%biography of the land." 
He characterized the Declaration 
of Independence as a document 
that asserted the "natural rights" 
of the colonists over the "divine 
rights" of the British monarchy. 
At the center of this assertion 
was the claim that "all men are 
created equal ." Kallen criticized 
Edward Alsworth Ross, Profes- 
sor of Sociology at the Univer- 
sity of Wisconsin (where Kallen 
was briefly Professor of Psychol- 
ogy and Philosophy), for turning 
this assertion on its head by 
"documenting ways in which 
immigrant groups were not cre- 
ated equal" and worse, ranking 
them in order of worth. From an 
historical argument, Kallen made 
his case for an America that did 
not hold one group above others. 
He proposed that American de- 
mocracy promised "multiplicity 
in n unity," a nation of different 
and equal partners. To make his 
point, Kallen used the metaphor 
of an orchestra in which: 

[Elvery type of instmment 
has its specific timbre and to- 
nality, founded in its sub- 
stance and form; as every 
type has its appropriate theme 
and melody, and the harmony 
and dissonances and discords 
of them all make the syrn- 
phony of civilization, with 
this difference: a musical 

symphony i s  written before it 
is played; in the symphony of 
civilization the playing is the 
writing so there is nothing so 
fixed and inevitable about its 
progressions as in music so 
that within the limits set by 
nature they may vary at will, 
and the range and variety of 
the harmonies may become 
wider and richer and more 
beautiful" (l915b, 21 7-220). 

For Kullen, 
the iirdividual was 
"the seat of value. " 

But each individual was 
also a link in the 
''historic cli airr 

which is  heredity. " 

In this article, Kallen was con- 
trasting his vision of culturaI plu- 
ralism with the melting pot ide- 
ology and the Americanization 
rhetoric of 191 5.  In 1924 he jux- 
taposed his vision against the rise 
of the KKK (which he labeled 
the Kultur Klux Klan) in Culfure 
and Democracy in the United 
States. In his sixty-year struggle 
in support of his conception of 
American freedom, he found 
himself pitted against the ideolo- 
gies of nationalism, the KKK, 
communism, and fascism. 
KaIIen used his impassioned 
rhetoric to paint sweeping his- 
torical, biographical and genea- 
logical sequences repIete with 
paradox and Ieading back again 
and again to his orchestral vision. 

Surprisingly, he did not analyze 
the unity in diversity issues with 
the logical or empirical tools he 
claimed to value so highly. Like 
much of the liberal analysis of 
the 1930s which had the "con- 
structive precision of scattergun," 
Kallen's pluraIism, according to 
some critics, "ultimately failed to 
offer any adequate structure ca- 
pable of eliciting unity" (Akam, 
1990, 124- 1 30). 

In delineating the relationship 
between the individual and de- 
mocracy, Kallerl envisioned free- 
dom in dernocrac y as "the indi- 
vidual's concern for his own in- 
tegrity and on his consequent 
free movement between and 
among the diversity of group 
formations" (Kallen, 1956, 87). 
This individual freedom was not 
to be found outside the cultural 
or ethnic group: 

Jews or Poles or Anglo- 
Saxons, in order to cease be- 
ing Jews or Poles or Anglo- 
Saxons would have to cease 
to be. The seIfl~ood.. .is an- 
cestrally determined, and the 
happiness which they pursue 
has its form implied in ances- 
tral endowment. This is 
what, actually, democracy in 
operation assumes (Kallen, 
1 91 5b, 220). 

For Kallen, the individual was 
"the seat of value." But each in- 
dividual was also a link in the 
"historic chain which is herd- 
ity." To sever the link was to cut 
the person adrift. He character- 
ized the individual as a unique 
point "at the intersection of geo- 
graphical. political, economic, 
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and social elements of group life 
constituting environment" (Kal- 
len, 1924,58-59). 

While KaIlen advocated a ten- 
tative approach to life based on a 

I pragmatic assessment of effects, 
he also promoted a quasi- 
religious devotion to the "Ameri- 
can Idea." The American Idea as 
first expressed by abolitionist 
Theodore Parker, demanded ". . .a 
government of all the people, by 
all the people, for all the peo- 
ple.. .the idea of Freedom" 
(Kallen, 1949, xiii-xiv). In sup- 
port of this American Idea, 
KaIlen proposed that our cultural 
tradition be transmitted in the 
form of a "Gospel of America." 
This gospel would include the 
major documents legitimating 
and clarifying the nation's tenets 
from the Declaration of Inde- 
pendence to the Universal Decla- 
ration of Human Rights adopted 

i by the Assembly of the United 
I 
! Nations (Hirsch, 1956, 87-88). 

Teaching the implications of 
I the American Idea was "the most 

important nearest task for those 
concerned about the country's 

! future." Against the '%elter of 
vocational interests and peda- 
gogic fads [and] the insatiable 
greed of the industrial machine 
with its tendency to pit native 
against ethnic and class against 

t class," Kallen proposed educa- 
tion for the "Great Vocation" of 

I citizenship. This education 
I would transmit the "living faith 
i 
i in the potential excellence of 

every man, and every natural 
group, according to kind. . ." 
(Kallen, 1924,66). It was 
Horace Kallen's hope that his- 

torical and biographical se- 
quences, like those that anchored 
his own social philosophy, could 
become passageways leading 
away from habit and prejudice 
into growing f i d o m  and "felt 
fellowship with all persons of all 
times." Perhaps it was in this 
spirit that Alain Locke and Isaac 
Baer B h n  began to expiore 
some of the twists and turns in 
Kallen's multi-layered perspec- 
tives. 

At ain Locke (1 886-1 954) 
Horace Kallen did not analyze 

the tensions resulting h m  the 
combination of pluralism linked 
to primal ancestries and unifica- 
tion based on contractual con- 
sent, but Alain Locke did. Fo- 
cusing on contradictions as he 
uncovered them, Locke identified 
the paradox of American democ- 
racy beneath the choices African- 
Americans and other cultural mi- 
norities were Corced to make. 
Since democracy "required the 
uncritical acceptance of faith in 
constitutional value.. .valuing 
and advancing one's own culture 
led to the risk of being different 
and, thereby, anti-democratic" 
(GUY, 1993,46-6 1, 194- 1 95). 
Having gained insights from his 
work with the Atlanta and Har- 
lem Adult Education Experi- 
ments, Locke shifted fiom a faith 
in voluntary pluralism to a con- 
viction that equal rights must be 
acquired via group solidarity 
(Lake,  1936, 126-3 1). Locke's 
later works re ff ected his growing 
conviction that, within the United 
States, securing equal rights for 
cuItural minority groups was the 

key to a viable democracy. 
Lmke proposed an alternative for 
those tom between assimilation 
and separation: the reconceptu- 
dization of American individual- 
ism. Shfiing from individual 
rights to group rights, Afiican 
Americans could achieve equal 
group power in social, political, 
and economic relationships, 
something they could not do as 
individuals (Guy, 1993, 194- 
1 96). Locke proposed cultural 
education as  a vehicle for reviv- 
ing the African-American group 
concept, an integral step in re- 
conceptualizing democracy 
(Guy, 1993, 11,214). 

Locke incorporated the deeper 
sources of difference he attrib- 
uted to value pluralism into his 
distinctive vision of cultural plu- 
ralism. He asserted that our 
"value reactions guided by emo- 
tional preferences and affinities 
are as potent in the determination 
of attitudes as pragmatic conse- 
quences are in the determination 
ofactionsn(1935, 318). He 
hoped that once we realized the 
primacy of valuing itself, and we 
acknowledged our values as im- 
peratives or norms rather than as 
absolutes, our "sectarian fanati- 
cism~" might lose "some of their 
force and glamour" (1935,332). 
Locke proposed value relation- 
ships based on parity and recip- 
rocity rather than on priority or 
monopoly. He contended that 
even if a struggle over means 
could be resolved, for example, 
by Marxist measures, we would 
still have conflicts about ends. 
He believed that "economic 
classes may be absorbed, but our 
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psychological tribes will not 
thereby be dissulved" (Locke, 
1935,33 1). As a result, the goal 
of education was "not to expect 
to change others but to change 
our attitudes toward them, and to 
seek rapprochement not by the 
eradication of such differences as 
there are but by schooling our- 
selves not to make so much of 
the differences" (Locke, 1974, 
64). 

Isaac Baer Berkson (1891- 
1975) 

While Liocke proposed a con- 
structive program for the system- 
atic examination of cultural plu- 
ralism, Isaac Baer Berkson ques- 
tioned the very premise of KaL 
len's concept which seemed to 
give the "tribal pasts of race or 
ethnos" the power to circum- 
scribe an individual's future. He 
fared that KdIen 's enthusiastic 
promotion of ethnic solidarity 
would lead to enforced group 
affiliations irrespective of per- 
,sonal choices. As an alternative, 
Berkson proposed thc Commu- 
nity Theory. Community Theory 
refused to establish a goal of na- 
tional unity (Melting Pot, Ameri- 
canization) or national diversity 
(Federation of Nationalities, Cul- 
tural Pluralism). Rather than as- 
suming the centrality of race or 
ehicity, Berkson proposed 
communitjes of culture which he 
defined as the shared inheritances 
of history, tradition, and religion 
(Berkson, 1920,gS)- Communi- 
ties of culture presupposed con- 
formity to rreithet Anglo-Saxon 
nor ethnic traditions. Forces ei- 
ther maintained cornmunit i es of 

culture or allowed them to disin- 
tegrate. Rerkson argued that this 
democratic, open-ended national 
vision would allow individuals to 
develop through the "interaction" 
of their own natures "with the 
richest environment," supporting 
diversity without mandating it 
(1920, 118). 

Berkson also proposed that 
education be explicitly directed 
toward definite social ends as 
part of the citizenry's comnlit- 
ment to democracy. Berkson 
feared that democracy in the 
United States lacked commu- 
nism's ideological precision and 
fascism's powerfbl certainties. 
He agreed with T.S. Eliot that 
"democracy undefined is weak, 
even dangerous" (Berkson, 1958, 
1 54). He contended that: 

It is of the essence of democ- 
racy to encourage diversity of 
opinions. But diversity must 
be seen within a framework 
of unity. There must be a 
community of ethical aims, 
an accepted political system, 
and at  least a minimum con- 
sensus on economic, implica- 
tions (1958, 155). 

Given the all too obvjuus dj f- 
ferenccs between the ideals of 
democracy and the realities of 
race and class inequalities (Berk- 
son did not consider gender), our 
nation would continue to weaken 
11nless it was revitalized. Re- 
newed commitment to denloc- 
racy dedicated to the worth of 
each person, the quality of hu- 
man beings and the unity of the 
human race required the support 
of an cducaiional system based 

on a philosophy capablc of pro- 
vidmg guidance on central social 
issues. I t  also required the par- 
ticipation of workers' organiza- 
tions, producers' and consumers' 
cooperatives, and professional 
associations mediating between 
the individual and the nation to 

foster opportunities for individu- 
als to participate in govemnlen!. 
Rerkson envisioned " a vita1 type 
of adult education in which the 
study and promotion of the or- 
ganization's interests would be 
the gateway fur undcrstmding 
the problems of the community 
as a whole" (Herkson, 1 940, 1 1 5- 
1 16). His concept of organiza- 
tional activity as "the project 
method" moved beyond both the 
organizational goals for produc- 
tiviry and employec satisfactjo~~ 
goals to the conception of or- 
ganiza lions as vehicles for de- 
mocratic participation. 

Conclusion 
Kallen, Lo&, and Berksan 

offered educational visions for 
the twentieth century that inte- 
grated their distinctive commit- 
ments to cultural pluralism. 
Given the differences in focus 
and emphasis, the intersection of 
Kallen's ideas with those of 
Locke and Berkson cstablished 
and sustained the discourse of 
democratic multiculturalism. 
This early attempt to reconcepru- 
alize and revitalize democracy 
lcft unresolved the nature and 
meaning of groups and their im- 
plications for personal idcntity . 
In light of Hanrard political phi- 
losopher Michael Sandel's recerlt 
observation that the "'moral and 
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political institutional scheme of 
liberal democracy no longer fits 
the moral and political aspin- 
tions of its citizens" (Sandel, 
1992,4), these early attempts to 
reinvigorate democracy seem all 
too relevant today. They caution 

that we may have strained the become speakers in a new con- 
limits of liberal democratic logic versation. 
and that the people must now 
generate new vocabularies to ex- Originally published in Vol. HJ ,  
press their political aspirations. Nos. 3 & 4, August & November 
Educators have a great stake in 1995 
this effort and must themselves 
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Instructional Technology, Temper, Technique, 
and Teacher Empowerment 

I 

I f, as Sir Francis Bacon said, 
knowledge is power, then 
those who hold a monopoly 

on the creation and dissemination 
of that knowledge are indeed the 
powerful. The knowledge spo- 
ken of by Bacon was scientific 
and technological knowledge. 
The idea was that the power of 
scientific knowledge would make 
it possible to build a better swi- 
ety. In our article we discuss the 
power of educational technology 
to make it possible to build a bet- 
ter and more democratic school. 
We will concentrate especially 
upon the social relations sur- 
rounding the creation and dis- 
semination of knowledge and 
power it promises in public edu- 
cation. Our focus will emphasize 
educational technology and its 
relation to classroom teaching. 

We are concerned that the 
creation and dissemination of 
scientific technical knowledge 
concerning education has re- 
mained primarily under the pur- 
view of the doctors; university 
PhD's and EdD's who create or 
discover knowledge and then dis- 
tribute i t  to classroom teachers 

by J. Mark Hunter and James W. Garrison 

Ar the time of originnlpublicabio~r. J. hfark Hrrnter was Assistant Pro- 
fessor, Mchreese Sf are Universi~, Lake Charles, Lortisiana; and James 
W. Garrison was Associate Professor, Virginicr Polytechnic Instituie I 

and Stare University, Blacksburg, Virginia. 

(or have it distributed for them). 
Teachers are usually held ac- 
countable to the "knowledge 
base", (including the knowledge 
offered by educational technol- 
ogy) and, indirectly, those who 
produce and distribute it. In this 
way the power that knowledge 
brings can become a tool of so- 
cial control, and some might 
even say, oppression. 

If is this holistic and in- 
terpretive approach 

to scierrtific inquiry and 
education that enables 
teacher (and students) 
to Become democratic 
cifizeits, able to com- 

prehend and creatively 
participate in the 
culture and the 

workplace. 

Our hope is to point out ways 
in which classroom teachers 
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should and perhaps could partici- 
pate in the creation, discovery, 
design and refinement of instmc- 
tional technology. We will sug- 
gest a way of describing the kind 
of relations that we think ought 
to exist within the technological 
temper of the classroom teachers' 
participation in the process and 
products of educational science 
and technology. 

We think this describes the 
kind of democratic. social, and 
dialogical relationship necessary 
in the effective design. develop- 
ment, and applicatior~ of jnstruc- 
tional technology in the class- 
room. In this article we will ad- 
dress the issue of teacher en- 
ablenlent, particularly in the con- 
text of the creation borrowed 
from Bertrand Russell: they are 
scierl tific temper and scien t$c 
technique. The scientific temper 
is the ability to inquire to learn 
and to create knowledge. The 
scientific technique is the end 
application of knowledge in spe- 
cific disciplines. From a r ~  expli- 
cation of the terms, we will at- 
tempt to extrapolate from the sci- 
entific temper to the technologi- 
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cal temper and fiom the scientific 
technique to the technological 
technique. 

Scientific Temper & Scientific 
Technique 

The scienti fic temper as Ber- 
trand Russell described it is "cau- 
tious, tentative, and piecemeal; it 
does not imagine that it knows 
the whole truth, or, even at its 
best, that knowledge is wholly 
true. It knows that every doctrine 
needs emendation sooner or later, 
and that the necessary emenda- 
tion requires fieedom of investi- 
gation and freedom of discus- 
sion." This process view of sci- 
entific activity stands in stark 
contrast to the end-product view 
of scientific knowledge as found 
in the scientific technique: "The 
practical experts who employ 
scientific technique, and still 
more the government and large 
firms (and even schools) which 
employ the practical experts, ac- 
quire a quite different temper 
from that of men and women of 
science - a temper f i l l  of a sensc 
of limitless power, of arrogant 
certainty, and of pleasure in ma- 
nipulation of even human mate- 
rial" (Russell, 1958). What is 
laid upon the tabIe for considera- 
tion are two views of knowledge. 
On the one hand is knowledge as 
process, formative without asser- 
tion of finality. On the other 
hand is knowledge calcified and, 
if it is not already, it is waiting to 
become inert, a mere product. 

Scientific Temper 
On the goal of education, 

Dewey said it should be to 

"realize that scientific method is 
not something purely technical, 
remote and apart, but it is the in- 
strumentality of socially con- 
trolled development. As their 
studies move on from year to 
year, the subjects labeled scien- 
tific and those labeled social and 
historical are kept in vital unity, 
so that each side deepens the 
meaning of the other" (Dewey - I 
in afterward of Mayhew & Ed- 
wards, 1936). 

Scien fific management 
and hierarchical 

accountability tend to 
destroy or distort 

diafugue Instead of 
ideas being communi- 
cated in a democratic 
community, they are 
issued as orders to be 

obeyed down the chain 
of command The result 
is not critical dialogue 

and colIaboration 
but dogmatic soliloquy 

and conformity. 

It is this holistic and interpre- 
tive approach to scientific inquiry 
and education that enablm teach- 
ers (and students) to become de- 
mocratic citizens, able to com- 
prehend and creatively partici- 
pate in the culture and work- 
place. Without the kind of scien- 
tific temper that gives teachers 

and student citizens the under- 
standing that formal education is 
only a beginning and not an ulti- 
mate end in itself, learning be- 
comes sbgnant and the knowl- 
edge leaned is reduced to mere 
scientific technique. 

Scientific Technique 
For those who have the vir- 

tues of scientific inquiry and the 
scientific temper set firmly in 
mind, it will not be necessary to 
dwell for very long on the vices 
of the scientific technique. The 
major shortcoming of the scien- 
tific technique is that it separates 
means born ends, the process 
from the p d u c t .  Dewey (1 946) 
writes that on this view: 

"Science" . . . [is still seen as3 
something that a group of per- 
sons called scientists do; 
something they do in laborato- 
ries, observatories, and places 
of special research . . . The 
prestige of science is due for 
the most part no1 to general 
adoption of its temper of mind 
but to its material application. 
The inherent idealism of the 
scientific temper is sub- 
merged, for the mass of hu- 
man beings, in the use and en- 
joyment of the material power 
and material comforts that 
have resulted from its techni- 
cal applications. 

The intellectually liberating 
process of inquiry, research and 
development is something par- 
t icipated in by only a small group 
of persons called scientists, while 
the rest of humankind seems con- 
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tent to distribute or consume its 
material products. 

One of the results of separat- 
ing the production, distribution, 
and consumption of scientific 
knowledge is a system of dis- 
torted and disjointed social rela- 
tions that enables some and de- 
prives many. The reign of "prac- 
tical experts" who use the prod- 
ucts of inquiry merely to manage 
"human material" has been ac- 
companied by the recrudescence 
of dogmatic authority in govern- 
ment, industry, and the schools. 
Scientific management and hier- 
archical accountability tend to 
destroy or distort dialogue. In- 
stead of ideas being communi- 
cated in a democratic commu- 
nity, they are issued as orders to 
be obeyed down the chain of 
command. The result is not cri ti- 
cal dialogue and collaboration 
but dogmatic soliloquy and con- 
formity, and in Dewey's (1 946) 
words, "Logic in its fulfillment 
recurs to the primitive sense of 
the word: ciiulogue. Ideas which 
are not communicated, shared, 
and reborn in expression are but 
soliloquy, and soliloquy is but 
broken and irnperfec t thought." 
Elsewhere Dewey (1946) de- 
clares that "democracy is a name 
for a life of free and enriching 
communion." Such a life does 
not exist for many student teach- 
ers in our schools of education or 
in the schoolhouse. Teachers are 
as a rule talked down to, dialogue 
degenerates into soliIoquy, and 
democracy disappears. 

The noble traits of individual 
method and creative autonomy 
are twisted by scientific tech- 

nique. Directness, the concentra- 
tion of effort and energy, is re- 
placed by "diverted energy. . . loss 
of power and confusion of 
ideas." Confidence in the possi- 
bilities of situations gives way to 
mere self-confidence and ego- 
tism. Open-mindedness, seen as 
hospitability extended to the 
ideas of others, is transformed 
into empty-mindedness, the ilIu- 
sions of detached technique, and 
unreflective devotion to the 
methodological products, but not 
to the process. Dewey (1 91 6) 
conjectures that "the chief cause 
of devotion to rigidity of method 
is, . . .that it seems to promise 
speedy, accurately measurable 
results. The zeal for 'answers' is 
the explanation of much of the 
zeal for rigid and mechanical 
methods." Furthermore, single- 
mindedness, the unity of creative 
self-expression and internal mo- 
tivation, is replaced by "divided 
interest and evasion." Such dou- 
ble-mindedness results from 
"motivation through rewards ex- 
traneous to the activity." Pursuits 
are carried out merely for their 
products. No pleasure is taken in 
the process of inquiry or what 
Francis Bacon somewhere called 
"the chase of Pan." All integrity 
of purpose lacking. Finany, and 
most unfortunately, individuals 
lose, or worse still, never acquire, 
a sense of responsibility. Since 
those who merely distribute or 
consume products do not identify 
themselves with the process by 
which the final outcome is ob- 
tained, they are not as likely to 
feel responsible for the conse- 
quences of their acts. For the 

nonparticipant concerned on1 y 
with products, there is no integ- 
rity of purpose nor, as  Dewey 
(1916) expresses i t ,  is there any 
"acceptance of responsibility for 
the consequence of one's activity 
including thought." Perhaps, this 
is why there are so many dire 
reports on the status of our stu- I 

dents. 
We could say more about the I 

tragedy and travesty of the scien- 
tific technique; but for our pur- 
poses, that is, for the discussion 
of the relationship between scien- I 

I 

ti fic knowledge, instructional i I 

technology and the educational 
practitioner, we have said I I 

enough. The reader may readily 
infer the rest. 

Instructional Technology, 
Temper & Technique 

fnst~.uctional Technique 
The instructional technique in 

education may be found in what 
Arthur W irth (1 983) called vul- 
gar efficiency: "in which [work- 
ers'] productivity is measured as 
a proportion of input to output. 
This represents an engineer's 
way of defining efficiency within 
closed circuit mechanical sys- 
tems." Wirth (1 983) goes on to 
say that social values are system- 
atically excluded from this model 
of efficiency. While this is cer- 
tainly not the only form of the 
scientific technique in education, y 

it is a worthy example. 
The clearest example of this 

mentality is embodied in the 
landmark The Principles of Sci- 
entlfic Management, by I 

I 
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Frederick W. Taylor. Taylor 
(1 91 I )  believed that there was 
"one best way of doing a job and 
this method could be determined 
only through the scientific study 
of that job by experts with proper 
implements. . ." He saw his the- 
ory as providing an "almost 
equal division of the work and 
the responsibility between the 
management and workmen." For 
Taylor ( 1  91 1) this meant that 
"one type of man is needed to 
plan ahead and an entirely differ- 
ent type to execute the work." 
Managers were to analyze, plan 
and control. The worker's "equal 
division" was to do what he was 
told by management. A me- 
chanic working under Taylor re- 
ported that Mr. Taylor told him 
he was "not supposed to think; 
there are other people paid for 
thinking around here." 

As Raymond Callahan has 
shown in his Ednrcalion crnd the 
Cult of Efficiency ( 1 962), "Tay- 
lorism" became the dominant 
mode of educational administra- 
tion by the late 1930's and with 
some considerable modification 
has remained in that position 
ever since. The most important 
modification of Taylorism was 
the technocratic management by 
objectives (MBO) model associ- 
ated most closely with Robert 
McNamara and the idea of the 
"biggest bang for the buck." This 
idea was brought over from the 
defense department lo education 
by Alice Rivlin in the late 1960s 
to assess the effectiveness of 
Title I of the Elementary and 
Secondary Education Act as well 
as other federal educational legis- 

lation. The idea quickly caught 
on in state legislation and spread 
into the field of education incor- 
porated into things like compe- 
tency based education (CBE), 
competency based teacher educa- 
tion (CBTE), outcome assess- 
ment and other similar measures 
of productivity. 

High support for the type of 
accountability came fiorn ap- 
pointees to the Department of 
Health, Education, and Welfare 
(HEW). These appointees were 
from the Department of Defense 
which, under Robert McNamara, 
attempted to run the War in Viet- 
nam via an output production 
model or MBO. 

One of the key appointees was 
Alice Rivlin who worked for the 
Assistant Secretary for Program 
Evaluation. Ernest House (1 978) 
comments that: 

Rivlin's thinking was striking 
in its use of physical analo- 
gies. She perceived educa- 
tion techniques and children 
the same as raw materials in a 
manufacturing process. They 
could be put into various 
combinations to determine 
the most efficient single 
grouping which would con- 
sistently give the best output 
products in factories, test 
scores in education. The 
analysis methodologies were 
lifted straight from manufac- 
turing. This was the essence 
of the systems analysis ap- 
proach. Relate input to out- 
put and determine the most 
efficient combination. This 
would save on scarce rc- 
sources. 'Biggest bang for 
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the buck' in manufacturing, 
in weapons systems, and in 
social services. 

Recall Pitt's comment that, 
"governments, organizations, and 
hierarchies represent tools just as 
hammers and nails do" (Pitt, 
1983). When Robert McNamara 
attempted to apply MBO to ob- 
tain the most bang for the buck 
by measuring people as output, a 
bizarre thing happened; people 
became produc ts-products that 
were counted, as in the nightly 
body count, products that had 
such and such an SAT, products 
that could be maximized. In the 
search for an accounting, the test 
became the primary focus, not 
what was being tested, an event 
reinforced by the reform move- 
ment of the 1980's. David Tyack 
(1 990) asserted, "Policy makers 
came to regard tests as the chief 
measure of accountabili ty" (Ty- 
ack, 1990). Once again the tail 
was wagging the dog. 

This top-down technocratic 
detachment is indicative of the 
most strident of situations that 
fall under the scientific tech- 
nique. House (1978) finds fault 
in the Tayloristic and techno- 
cratic management arguments of 
Rivlin: 

The systems analysis ap- 
proach to evaluation prom- 
ises to substitute specific 
techniques derived from 'sci- 
ence' for the knowledge of 
craft in teaching. It is a false 
promise, for such simpIe 
techniques cannot substitute 
for full fledged professional 
knowledge, much of it tacit 



rather that explicit, which has 
been acquired over many 
years. Such a technological 
vision of knowledge rests on 
a confusion of tacit knowl- 
edge with generalizations and 
rules of procedure. In teach- 
ing as in speaking, if one re- 
lied on the formalized, exter- 
nalized rules of procedure, 
one would be mute. 

Often, maybe most times, 
teachers (the practitioners) are 
held accountable to the techno- 
cratic predetermined implemen- 
tation of technology, the tech- 
nique rather than to any creative 
use of it. The problem is that 
teachers are rarely consulted in 
the process of the construction or 
even implementation phase. They 
are merely held accountable to 
the product for which they them- 
selves, as well as the technology, 
are merely instruments. This 
situation resembles the worker on 
the assembly line who performs 
certain tasks without either 
thought or imagination and who 
has no real identification with the 
final product because they had no 
real artistic role in the process of 
its creation atid, therefore, no 
commitment to the quality of the 
final product. In the case of tech- 
nologica1ly delivered teacher- 
proof curricula, teachers do little 
more than lip sync the song or 
follow the keys of the player pi- 
ano. As House points out, ques- 
tions of educational practice are 
converted into questions of efi-  
ciency by systems analysis. 

- - 

The emphasis irt instruc- 
tional temper lies not 

with the hardware, but in 
the processes of educa- 
tion. Emendation or 

feedback is built into all 
insdructiort al 

systems, thereby 
allowing the practitioner 
to alter the design in the 
context 0 f practice. With 
this emendation loop, the 

teacher is brought into 
the process. This is 
often operationalized 

$11 rough teacher 
autonomy. 

The application of instruc- 
tional technology in the class- 
room has too often followed this 
top-down, expert-systems, hier- 
archical structure exclusively. It 
has come, far too frequently, to 
resemble what we call instruc- 
tional technology as technique 
rather than temper. The result is 
that instead of empowering and 
enabling classroom teachers and 
their creativity, it has often been 
harnessed instead as a substitute 
for the teacher and the teacher's 
work. The relation between the 
cognitive scientist, technology of 
bardware systems, the instruc- 
tional technologist, and the edu- 
cational practitioner is often lin- 
ear and one-way. 

The hierarchical, top-down 
and linear shucture that many 
followers of the conventional 
wisdom regarding the relation 
between science, technology and 
practice prefer also illustrates the 
descending order of presumed 
purity and power of thought and, 
perhaps, of the thinkers as well. 

Instnr ciionnl Temper 
The technological temper is 

the converse of the technique. 
While the tools of instructional 
technique and temper are similar, 
it is the emphasis in planning that 
makes a difference. The empha- 
sis in instructional temper lies 
not with the hardware, but in the 
processes of education. Ernenda- 
tion or feedback is built into all 
instructional systems, thereby 
allowing the practitioner to alter 
the design in the context of prac- 
tice; for example, the real world 
classroom. While the methods 
may be systematic, they are 
never without emendation. With 
this emendation loop, the teacher 
is brought into the process. 
This is oRen operntionalized 
through teacher autonomy. With 
this paradigm the teacher be- 
comes more than simply a me- 
chanic who is told not to think. 
She, or he, is now connected 
back to the beginning of the de- 
sign. The character of the tools 
and the use to which they have 
been put may change as practi- 
tioners become engaged in the 
process of shaping them. That is, 
according 10 J. C. Pitt (1 9'30), "it 
is people who are doing the put- 
ting for some use, for some pur- 
pose." 
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Instead of merely being the 
tuners of a player piano, the edu- 
cational practitioners (teachers) 
can throw the instructional tech- 
nology into fresh combinations 
that may not only be more useful 
to them and their students but to 
others in the loop as well. This 
illustrates the appropriate rela- 
tions socially, intellectually and 
otherwise between the hardware 
specialist, scientist, and instruc- 
tional technologist. 

Dewey, Democracy, & Logical 
Thinking 
The reform movement of the 
1980's reinvigorated the hierar- 
chy of power--this time for the 
sake of enhanced accountability. 
David Tyack (1990) writes that, 
"implicit in all this was a transfer 
of power to a set of experts (the 
testers) who.. .were not directly 
accountable to democratic deci- 
sion making." 

Knowledge is power. In edu- 
cation, instructional technology 
comprises an important part of 
pedagogical knowledge. This 
knowledge is largely the property 
of the experts, the doctors, who 
produce it; it is they who possess 
the virtues of the scientific tem- 
per and participate in the process 
of pursuing knowledge. 

instructional technology is 
commonly "prepackaged," and 
the product is then distributed to 
legislatures, educational adminis- 
trators, school board members 
and others. In scientific man- 
agement, knowledge, including 
instructional technology, is djs- 
tributed from the top down. 
Those at the bottom (teachers) 

are frequently held accountable 
to i t  by those closer to the top; 
and, rather obviously, the power 
of that knowledge tends to reside 
with the accountants and not the 
teachers. Rather than democrati- 
cally enabling teachers, instruc- 
tional technology packages can 
sometimes actually tyrannize 
them - or worse. 

Educational prac- 
titioners, especial& 

teachers, have a great 
deal of practitioner 

knowledge; but because 
only scientific and tech- 
nological knowledge is 
considered legitimate 

knowledge, their practi- 
cal knowledge is deval- 
ued to the point where it 

imparts little if any 
power to the prac- 

titioner who possesses if 
and none to the scientist 

and technologist who 
could benefit from it to 
design better systems. 

In a chapter of Democracy 
und Education titled "The De- 
mocratic Conception in Educa- 
tion," Dewey (1 9 16) observes: 
Plato defined a slave as one who 
accepts from another the pur- 
poses which control his conduct. 
This condition obtains even 

where there is no slavery in the 
legal sense. It is found wherever 
men are engagd in activity 
which is socially serviceable, but 
whose service they do not under- 
stand and have no personal inter- 
est in. Much is said about scien- 
tific management of work. It is a 
narrow view which restricts the 
science which secures efficiency 
of operation to movements of the 
muscles. The chief opportunity 
for science is the discovery of the 
relations of a man to his work 
including his relations to others 
who take part - which will enlist 
his intelligent interest in what he 
is doing (emphasis added). 

Instructional technology insti- 
tuted as mere technological tech- 
nique turns teachers into slaves 
to the degree that they do not un- 
derstand it and/or are not encour- 
aged to understand it and have no 
personal interest in it. This is a 
strong indictment; Dewey meant 
it to be - and so do we. Dewey 
(1 916) did not deny that "em- 
ciency in production often de- 
mands division of labor." What it 
does not demand is undemocratic 
social relations. 

What is called for, we thmk, is 
a dialogue between the designers 
of instructional technology and 
the practitioners who must put it 
into practice. The pattern is that 
of the emendation characteristic 
of the technological temper. 

Conclusion 
Educational practi timers, es- 

pecially teachers, have a great 
deal of practitioner knowledge; 
but because only scientific and 
technological knowledge is con- 
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sidered Iegi timate knowledge, 
their practical knowledge is de- 
valued to the point where it im- 
parts little if any power to the 
practitioner who possesses it and 
none to the scientist and tech- 
nologist who could benefit from 
it to design better systems. 

Practitioner participation in 
design development and emenda- 
tion of instructional technology 
would have many happy conse- 
quences, four of which come 
readily to mind. 

First, the participation of prac- 
titioners in research and devel- 
opment of instructional systems 
with more formally trained in- 
structional technologies would be 
likely to yield results that are not 
only more valid and reliable, but 
more relevant as well. 

Second, research and devel- 
opment involving practitioners, 
especially practitioner-initiated 
design, would help Iegi timate 
practitioners' knowledge. 
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A Prolegomenon To The Development 
of a Democratic Ethic 

ohn Dewey, after criticizing 
the adequacy of 'The Great- 
est Happiness Principle' of 

the utilitarians with its emphasis 
on '%onsequences" and the Kant- 
ian principle with its emphasis on 
the "motives of the actor" as the 
proper object of moral judgment, 
offered as a more adequate con- 
ception, the social ideal of 
"moral democracy," (Westbrook, 
1 991). He suggested, among 
other things, that the good de- 
mocrat displayed 

. . .wholeheartedness, persis- 
tence, and sincerity and . . . the 
exercise of a few cardinal vir- 
tues: self-control of passions 
and appetites in the interest of 
the largest values at stake in 
any action ("temperance," a 
willingness to face often pain- 
ful obstacles in the "pursuit of 
the common good"); ("cour- 
age"); and (conscientious- 
ness," intelligent, deliberate 
judgment) (E, 363-379). This 
latter cardinal virtue was pre- 
eminent because "of all the 
habits which constitute the 
character of an individual, the 
habit of judging moral situa- 
tions is the most important, for 
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this is the key to the direction 
and to the remaking of all 
other habits" (E, 375). Wis- 
dom ("'the nurse of all vir- 
tues") was knowledge as "in- 
timate and well-founded con- 
viction.. .directly connected 
with the affairs of common as- 
sociated life9'-thoughtfulness 
infused with sympathetic af- 
fections and producing insight 
into the common good (E, 
364; 375-376). Whatever 
their various virtues, all virtu- 
ous men and women were 
temperate, courageous, just, 
and, above all, wise, for 
"genuine conscientiousness is 
guarantee of all virtue'' (E, 
376) (Westbrook, 1991). 

In this article I shall, first, ex- 
plore two additional meanings of 
the concept "democracy" as 
background for elaborating on 
the meaning of what Dewey calls 
"the social ideal of moral democ- 
racy" when viewed as a cluster of 
basic values. Second, I shall 
identify some possible proce- 
dures that might be used to iden- 
tify basic democratic values. 
Third, I shall report the results of 

some research that I have con- 
ducted of the writings of certain 
recognized scholars of dernoc- 
racy, which may, in addition to 
the values described by Dewey 
earlier, provide a prolegomenon 
for the development of a democ- 
ratic ethic. Fourth, I shall briefly 
report the results of some addi- 
tional research which has re- 
sulted in further insights into 
what a democratic ethic might 
entail. And finally, 1 shall offer 
some thoughts regarding how 
educators might use a democratic 
ethic in improving the quality of 
education in a changing dernoc- 
ratic society. 

Three Meanings of Democracy 
The term "democracy" has 

several meanings. I wish to call 
attention to three of them. When 
many people use the word or 
term '4democracy," what they are 
referring to is a form of govern- 
ment. This form of government 
is characterized by such things as 
the supreme power retained by 
the people and exercised either 
directly or indirsctly through a 
system of representation and 
delegated authority that is re 
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newed periodically, a Constitu- method of settling differences, 5. study some non-democratic 
tion, elections, different branches but to an entire way of living. societies and attempt to iden- 
of government, and laws. This is Tkis way of living is character- ti fy the values found in them 
the political meaning of democ- 
racy and is probably the one most 
widely used. All of us are famil- 
iar with this meaning so it need 
not be developed further here. 

If we choose to consider 
democracy as a way of 
living characterized by 
certain basic values, the 

question that almost 
immediately comes to 

mind is, 'W7tat are 
these basic values? " 

A second group of people use 
the term "democracy" to refer 
not to a form of government, but 
consider it to be a method of set- 
tling differences. 'rhi s method 
involves a group of democratic 
citizens sensing they. have a 
common problem. A meeting is 
called to discuss the problem and 
devise a course of action to solve 
it. A chairperson leads the dis- 
cussion, follows certain proto- 
cols, and a decision is reached 
and action taken, The New Eng- 
land Town Meeting would be an 
example of democracy in this 
sense. It is the methodological 
meaning of democracy and all of 
us are familiar with it. 

There is a third group of 
people who, when they use the 
term "democracy" are not refer- 
ring to a form of government or a 

ized by certain basic values. 
This is what I shall call "the phi- 
losophic meaning of democracy" 
or what Dewey called '?the social 
ideal of moral democracy." It is 
this third meaning of democracy 
that I wish to explore, in some- 
what more detail, with you here 
today. 

Some Research Procedures for 
Identifying Basic Democratic 
Values 

If we choose to consider de- 
mocracy as a way of living char- 
acterized by certain basic values, 
the question that almost imrnedi- 
ately comes to mind is, "What 
are these basic values?" Or per- 
haps a prior question would be, 
'HOW can we proceed to identify 
what the really basic, fundamen- 
tal, important values of democ- 
racy, in fact, are?" What re- 
search procedures are available 
to us and might be fruitful in 
helping to answer this question? 
Some of the possibilities I have 
considered are as follow: We 
might 
1, examine writings of recog- 

nized scholm of democracy 
and find out what they say 
are the basic values; 

2. examine the documents 
prized by democratic citizens 
and identify the basic values 
contained in them; 

3. examine the institutions cre- 
ated by democratic citizens 
and the values imbedded in 
them; 

4. make use of opinion polls; 

and then compare these non- 
democratic values with what 
we consider to be democratic 
values. 

There are other possibilities that 
might be considered but perhaps 
this is sufficient for now. 

The Criterion Values 
In the mid- 1 960s, I had occa- 

sion to become involved in con- 
ducting some research (content 
analysis) of selected portions of 
the writings of several recog- 
nized scholars in an attempt to 
identify what they considered to 
be basic democratic values. The 
result was what I have labeled 
"The Criterion Values" or what 
one might consider a beginning 
formulation of a democratic 
ethic. 

From selected portions of the 
writings of the following recog- 
nized scholars of American edu- 
cation and democracy, the writer 
has formulated a composite Iist- 
ing of values which he will offer 
as among the basic elements of a 
"democratic ethic." The authori- 
ties are: 

John L. Childs, Education 
and Morals, 1 95 0. 
George S. Counts, Education 
and the American Civiliza- 
tion, 1952. 
John Dewey, "Democracy 
and the Educational Adrnini- 
stration," 1937. 
Charles Frankel, The Democ- 
ratic Prospect, 1 962. 
George Geiger, Philosophy 
and the Social Order, 1947. 

- - - - - 
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Sidney Hook, "Why Democ- 
racy is Better" in the March, 
1948 issue Commentary, 
Volume 5, Number 5, pp. 
195-204. 
Gordon C. Lee, "Abiding 
Principles of American De- 
mocracy," in Carl H. Gross, 
Stanley P. Wronski, and John 
W. Hanson, School and Soci- 
ely, 1962, pp. 134-143. 
Harold C. Hand, Principles of 
Public Secondaty Education, 
1958. 

When an individual's behav- 
ior provides evidence that helshe 
is (insert the Criterion 
Value). . .then he/she is acting 
democratically. 

The Criterion Values 
1. Using knowledge and reflec- 

tive human thought to pro- 
mote the welfare of all men 
and to build a better world. 

I 2. Encouraging the unrestricted 

I play of human intelligence on 
1 all problems. 

3. Encouraging free discussion, 
free and full access to infor- 
mat ion, free expression of 
opinion, emphasizing accu- 
racy and integrity, and af- 
firming the guarantees found 
in the Constitution including 
freedom of thought, belief, 
speech, and press. 

4. Testing policies in terms of 
a what each promises to do to 

promote human welfare. 
5. Assessing our concepts of 

truth and value in terms of 
1 relevant consequences de- 
! scribable within the realm of 
I 
I public human experience. 

6.  Regarding principles as rules 
for action. 

7. Affirming tentativity, while 
being tough-minded about 
evidence and skeptical of all 
large claims. 

8. Showing that we consider all 
human beings to be of su- 
preme and equal moral 
worth, that we hold concern 
for individual welfare pre- 
eminent, that the people are 
the masters rather than the in- 
struments of the state, and 
that the individual is superior 
to any agency created in his 
behalf. 

9. Placing the final seat of au- 
thority in the hands of the 
people; acting on the assump- 
tion that the people have the 
capacity to govern them- 
selves wisely and that they 
are the best judge of their 
own troubles. 

10. Making the "good" life, how- 
ever defined, equally avail- 
able to all; and encouraging 
government to promote the 
welfare of all the people. 

1 1. Encouraging those affected 
by a decision to have a voice 
in making that decision and 
assuming responsibility for 
the consequences of that de- 
cision; requiring that laws be 
made by representatives of 
our own choosing; insisting 
on equality in and before the 
law; and encouraging self- 
imposed law and order. 

12. Providing each individual 
with quality instruction in the 
knowledge and experience of 
the race; equalizing the for- 
tunes of birth; helping each 

child become a human per- 
son; and helping society 
maintain and further develop 
itself through quality educa- 
tion. 

1 3. Permitting the seeking of 
employment in any lawful 
occupation of one's own 
choosing; engaging in any 
lawful enterprise; providing 
reasonable opportunities for 
social mobility; and encour- 
aging and providing opportu- 
nities for all members to en- 
gage in some form of socially 
productive activity consistent 
with their interests and rele- 
vant to their abilities. 

14. Eliminating physical threats, 
remediable ignorance, eco- 
nomic injustice; encouraging 
the right of opposition, dis- 
sent, universal suffrage, and 
recurring elections. 

15. Making intelligent use of ex- 
perts as creators, interpreters, 
implementers, critics, and 
proponents of new and better 
policy. 

16. Encouraging as a positive, 
good new ideas, new cus- 
toms, new art, new literature, 
new foods, new music, for 
the value they may have to 
the larger society, wlile at 
the same time distinguishing 
between those differences 
which will enrich our lives 
and those which would de- 
stroy it. 

17. Adhering to the principle that 
the majority should rule at 
any given moment-but the 
minority may seek to change 
the will of the majority 
through persuasion based on 
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reason; and except for the 
minimum violation to test a 
case in court, the minority 
shall abide by the will of the 
majority even as they seek to 
change it. 

18. Encouraging the minority to 
criticize the social consensus 
of the majority by supplying 
corrective evidence. 

19. Affirming the principle that 
the best long run decisions 
are made when the widest 
consensus of citizens is 
sought regarding the deci- 
sions. 

20. Regarding man as a social as 
well as an individual human 
being; that he is a product of 
society and is sustained by it. 

2 1 .  Encouraging the use of 
pooled, cooperative experi- 
ence, mutual consultation and 
agreement, and the willing- 
ness to abide by mutually 
agreed upon rules for settling 
differences. 

22. Affirming the principle that 
each person has the right to 
worship in his own way as 
long as it is not injurious to 
the common good, and realiz- 
ing that the ethic which per- 
mits religious freedom to all 
would be endangered if any 
one religious group was per- 
mitted to dominate our public 
institutions. 

23. Determining what is "good" 
by the use of intelligence, ar- 
gument, debate, and the bal- 
lot box. 

24. Agreeing upon the perrnissi- 
ble limits to diversity. 

25. Encouraging intolerance of 
intolerance. 

26. Advocating that positive 
steps be taken to implement 
the foregoing values. 

I am convinced that one 
important way to try to 

become clear about 
what values one is pre- 

pared to affirm is  to also 
try to become clear 

about what values one is 
prepared to reject. 

Some comments about the 
foregoing cluster of basic democ- 
ratic values might be helpful: 
a. The reason I labeled these 

values "Criterion Values" 
was because I intended to use 
them as criteria for assessing 
the worthwhleness of eight 
collective bargaining agree- 
ments negotiated by teachers 
and boards of education. 

b. The number in h n t  of each 
value has no significance 
other than to identify the 
value. 

c. The values go as a group- 
not individually. 

d. There was a rationale used to 
support these values provided 
by the scholars. This ration- 
ale was not included here but 
can be found in the writings 
of the scholars. 

e. The ideas as to what these 
values were belong to the 
scholars. My contribution 
was to collect them in one 
place and to attempt to state 

them in a way they might be 
observed in behavior. 

My research into democratic 
values has continued over the 
years, and I have had the oppor- 
tunity to study several non- 
democratic societies in an at- 
tempt to identify what might be 
considered some basic non- 
democratic values. 

Some Additional Research 
Findings 

I am convinced that one im- 
portant way to try to become 
clear about what values one is 
prepared to a c r m  is to also try to 
become clear about what values 
one is prepared to reject. During 
the fall semester of 1971, I had 
the opportunity to visit and study 
several non-democratic sock ties 
(East Germany, Yugoslavia, 
Greece, and Spain) in an attempt 
to locate some of the basic non- 
democratic values so they could 
be compared with the basic de- 
mocratic values that resulted 
from the content analysis de- 
scribed earlier. During the Fall 
of 1982, I had the opportunity to 
revisit and restudy cultural condi- 
tions in both Greece and Spain in 
an attempt to determine what 
changes in values permitted the 
people in these two countries to 
remove their dictators and estab- 
lish (or re-establ ish) a democratic 
way of living. Basically, this re- + 

search has led me to reaffirm the 
adequacy of the earlier formula- 
tion of a democratic ethic, al- 
though I have revised the impor- 
tance assigned to certain individ- 
ual values, especially the one 
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about eliminating physical 
threats. 

Conclusion 
I shall conclude by offering 

some thoughts regarding how 
this cluster of basic values-a 
democratic ethic-might be used 
in helping to improve the quality 
of education, and why I referred 
to this presentation as a prole- 
gomenon to the development of a 
democratic ethic. 

"HOW would one 
recognize a good 

democratic citizen 
ifone couldfind 

one somewhere?" 
"How would one 
recognize a good 

democmtic education?" 

First, these values could hdp 
answer questions like, "How 
would one recognize a good de- 
mocratic citizen j f o~le  could find 
one somewhere?" "How would 
one recognize a good democratic 
education'!" My answer to the 
first question would be to ob- 
serve the behavior of the per- 
sodcitizen and attempt to deter- 
mine whether or not it is consis- 
tent with this basic cluster of val- 
ues. My answer to the second 
question would be to attempt to 
determine whether or not there is 
evidence that the education (any 
deliberate attempt to influence 
conduct or behavior) under con- 

sideration is also consistent with 
this basic cluster of values. 

Second, they could be used to 
help educators assess the ade- 
quacy of their instructional ob- 
jectives and goals. 

Third, they could be used to 
help assess the adequacy of vari- 
ous educational proposals andlor 
arrangements. (I used them, for 
example, to assess the adequacy 
of eight collective bargaining 
agreements negotiated by teacher 
organizations and boards o C edu- 
cation.) 

Finally, and perhaps most im- 
portantly, these basic values 
could be used as guidelines for 
helping those who take democ- 
racy scr~ousl y to organize and 
conduct their own lives in a do- 
mocratic way. 

John Dewey once said that 
the keynote of democracy as a 
way of life may be expressed, it 
seems to me, as the necessity for 
the participation of every mature 
hurnan being in the formation of 
the values that regulate the living 
of men together: which is neces- 
sary from the standpoint of both 
the general social welfare and the 
full development of human be- 
ings as individuals (Dewey, 
1937). 

Michael W. App te ( 1 992) 
agrees with Dewey and calls at- 
tention to the importance of 
the creation of the conditions 
necessary for all people lo par- 
ticipate in the creation and re- 
creation of meanings and values. 

Apple, however, warns us 
that: 

The very idea that there is one 
set of values that must guide 
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the "selective tradition" can be 
a great danger, especially in 
contexts of differential power. 
Take, as one example. a fa- 
mous line that was printed on 
an equally famous public 
building. I t  read: "There is 
one road to freedom. Its mile- 
stones are obedience, dili- 
gence, honesty, order, cleanli- 
ness, temperance, truth, sacri- 
fice, and love of country." 
Many people may perhaps 
agree with much of the senti- 
ment represented by these 
words. It may be of some in- 
terest that the building in 
which they appeared was in 
the administration block of the 
concentration camp at Dachau 
(Apple, 1992, quoting Horne. 
1986, pp.76). 

Recognizing the cautiar~ de- 
lineated by Apple above, I am 
convinced that additional rz- 
search coilducted into the basic 
values of democl.acy in an at- 
tempt to determine what they are 
would serve a useful purpose. It 
mjgl~t help us become clearer 
about the ideals toward which we 
strive-but perhaps never quite 
reach. I think it would be infor- 
mative, for example, for someone 
interested in studying democracy 
to select a different group of 
scholars and their writings and 
try to find what they think are the 
basic democratic values and 
compare these findings with 
those reported here. Someone 
might examine The Universal 
Declaration of Human Rights 
developed by the United Nations 
and identify the basic values 



found therein. It might aiso be 
useful to study how various de- 
mocracies in the world have used 
these values and adapted them in 
their own distinctive cultures. 
But I suspect that, in the final 
analysis, democracy will always 
be a prolegomenon, a beginning, 

a preface, because it is a way of may have made a small contribu- 
living that "is not selfexecuting," tion to this task. 
as Adlai Stevenson I1 (1963) 
point4 out: ". . .but we who are Originally published in Vo 1. X7X 
its custodians have to make it Nos. I & 2, Februaly & May 
work, and to make it work, we J 993. 
have to understand it." I would 
be pleased if this presentation 
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The Unexamined Criteria of 
Judgement in Educational Research: 

Some Ethical Implications 

. - by Lucy Forsyth Townsend 

At the original time of publiration, Liicy Forsy fh Townsend was Pru- 
fessor, Educational and Psyrhological Foundations Dep f ., Northern 
l/!inois University 

While we have modern histories. 
political, philosop h icnl and edu- 
cational histories, we still luck 
one that duly takes into view rhe 
education of woman. -George 
G. Bush, 1889 

ine years after the pas- 
sage of the Nineteenth 
Amendment, the Science 

Press published a two-volume 
1245-page treatise by Thomas 
Woody called .4 History of 
Women's Edtrcarion in the 
United Stnres. In the preface, 
Woody wrote that he believed 
the newly passed amendment 
signaled women's achievement 
of full equality with males. To 
Woody, women's educational 
emancipation was even more 

I 

I fundamental than their political 
t 

I liberty because education was the 

I .  means by which women had 
conceived of and were now using 

I their political power (Woody, 
! 
I 1929). Woody was overly opti- 
i mistic, of course. Had women's 

equality truly been achieved, his- 
torians would have raced to mine 
the rich veins of historical ore 
revealed by his treatise. That 
gold rush would not occur until 

the feminist movement of the late 
1960s. In fact, those old shafts 
are still not played out, and 
Woody's two volumes remain 
the authoritative history of 
women's education in the United 
States. 

Why did historians of 
Woody's day largely ignore his 
important study? Why did 
Willard Elsbree, in writing his 
history of the teaching profession 
(published ten years later) over- 
Iook the contributions of influen- 
tial teacher educators such as 
Catharine Beecher and Emma 
Willard? Why did Lawrence 
Cremin, in a colonial history of 
education, mention only six 
women in nearly 500 pages? 
(Elsbree, 1939). Ths  article at- 
tempts to answer these questions 
by exploring several unexamined 
criteria for excellence in educa- 
tional research. T shall argue that 
the signi ticance of a research 
topic and the methodology that is 
used to research it are determined 
not by universally recognized 
criteria of excellence but by spe- 
cific groups orpeople who make 
up a scholarly discipline. Who 
are the scholars? What are their 

current interests? What are the 
criteria by which they decide 
whether to accept articles for 
publication? My discussion will 
focus specifically on the species 
of educational research with 
which I am most familiar- 
educational history. 

The Objective Researcher 
In attempting to understand 

why certain research topics are 
considered important while oth- 
ers are called trivial, the first cri- 
terion to reexamine is the belief 
that all topics of educational re- 
search fall along a continuun- 
from most important to least im- 
portant-and that the academic 
community is objective in its se- 
lection of topics to study, pro- 
jects to fund, and articles to pub- 
lish in its scholarly journals. 

However, an examination of 
the publications of educational 
historians belies this assumption. 
For example, most educators 
would probably agree that it is 
important to study the history of 
teachers and teaching. In such 
studies, one would perhaps com- 
pare and conmt types of per- 
sons who entered the occupation, 

- 
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their motivations for entering the 
profession over time, their train- 
ing, and their teaching experi- 
ences. Yet Geraldine Clifford 
pointed out that from the 1930s 
until the 1970s, studies on the 
history of the teaching profession 
usually excluded the study of 
teachers. She explained that in 
the few cases where educational 
historians did speak of teachers, 
they viewed them as "an occupa- 
tional group progressing through 
the seemingly inevitabIe stages 
of professionalization" rat her 
than as human beings (Clifford, 
1 975, p.201). Jurgen Herbst, in 
his recently published history of 
the teaching profession, contin- 
ued this tradition by focusing 
primarily on only a few persons 
within the profession. For exam- 
ple, he devoted considerable 
space to analyzing the rhetoric of 
educational journalists such as 
William Woodbridge, political 
reformers such as Horace Mann, 
and a few normal school leaders 
(Herbst, 1989). What he did not 
explore were the views and ex- 
periences of an overwhelming 
number of women teachers who 
filled the ranks of the profession. 

Oversights of this variety can 
be attributed to the gender of the 
historian. Ln the 1980s, three 
leading books and four major 
articles were published compar- 
ing teacher stereotypes with the 
experiences and thoughts of ac- 
tual groups of teachers; all but 
one of these were written by 
women (Hoffman, 198 1). My 
point is not that males are chau- 
vinists. Rather it is that scholars 
tend to write from a personal per- 

spective. Black scholars tend to 
be interested in Blacks, Hispan- 
ics in Hispanics, men in the ideas 
and actions of men. When there 
are few Blacks, Hispanics, and 
women among educational histo- 
rians, there is little scholarship on 
these groups. In a recent article, 
John Rury observed: "It is not 
educational historians [mostly 
men]. . .who reopened the study 
of women's educational history. 
The most critical and exacting 
scholarship on this issue has been 
produced by women's historians" 
(Rury, 1984, p. 4). To determine 
why certain topics are considerd 
significant to an academic com- 
munity, it is useful to ask: What 
are the gender, class, race, and 
religious preferences of most 
members of this community of 
scholars? 

The More Universal, the Better 
A second, unexamind crite- 

rion of excellence in educational 
research is that studies fall along 
a continuum of universality: 
weak studies are of interest to a 
very small group of people while 
the best topics have universal 
appeal. However an examination 
of research topics as well as the 
interpretations made by educa- 
tional historians raise serious 
questions about this assumption. 

Early leading historians of 
education have been much ma- 
ligned because their histories glo- 
rified the development of Arner- 
ica's vast systems of public 
schools as the quintessential ex- 
pression of American democracy. 
Celebrationist historians, as they 
are called, viewed the history of 

American public schooling as a 
steady, triumphant march of pro- 
gress. To understand why these 
early historians of education 
wrote in this manner, Sol Cohen 
researched the historical context 
in which a celebrationist histo- 
rian of education, Ellwood Cub- 
berley, produced his leading 
texts. Cohen discovered that 
when Cubberley was hired at 
Stanford University in 1898, he 
was given three years to "make 
the department respectable." 
Cubberley's students criticized 
history of education courses as 
impractical and irrelevant to their 
lives. In response, Cubberley 
wrote histories of education in 
which he shifted the focus from 
Western Europe to the United 
States and from itltellectual to 
social history. His focus on the 
great mission of education was 
quite similar to that of main- 
stream American historians who 
were stressing the great mission 
of the United States. Cohen's 
conclusion was that Cubberley's 
selection and treatment of the 
history of education grew out of 
the context in which he worked 
(Cohen, 1976, pp. 303-305). 
Cohen also explored a group of 
historians who disagreed vio- 
lently with celebrationists like 
Cubberly. These later historians 
produced a series of articles and 
books revealing that the public 
schools had a long history of 
prejudice against ethnic and ra- 
cial minorities, non-protestants, 
and women. For example, Joel 
Spring's research on the public 
schools of Cleveland, Ohio, ex- 
posed wide discrepancies in the 
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distribution of public funds to 
White and Black schools. Ana- 
lyzing the methods used in the 
schools of New York City. Carl 
Kaestle concluded that education 
was used not for liberation but 
for social control. Michael Katz 
wrote that American public 
schools had always been "con- 
servative, racist, and bureau- 
cratic." Why did these revision- 
ist historians attack the same in- 
stitution that Cubberley had glo- 
ri fied? Cohen argues convinc- 
ingly that revisionist historians 
began to research and publish 
during the 1960s when the youth 
of America were rebelling 
against the Vietnam War, dis- 
crimination against Blacks, and 
corrupt politicians. Their selec- 
tion of topics, their methods, and 
their interpretations grew out of 
the context of their lives (Spring, 
1988, pp. 132-1 34). 

If one traces historical schol- 
arship on women over the last 
century, one finds that rather than 
flowing as a continuous stream, it 
clusters around certain key his- 
torical events. Their cluster of 
studies was published around the 
time of the first women's rights 
conference at Seneca Falls, New 
York, in 1 848. A second cluster 
of studies appeared around the 
time of the passage of the Nine- 
teenth Amendment (Norton and 
Berkin, 1979), followed by a 
long hiatus until the late 1960s 
when another major feminist 
movement began. Since that 
time, historical scholarship on 
women has become the fastest 
growing specialty in the disci- 
pline. Scholarship on women 

flourished when women were 
agitating to be recognized, not as 
silent and subservient helpers of 
men, but as autonomous human 
beings. 

What enabled her to 
make that hazardous 

decision was an ethical 
imperativethat it is 
better to be inclusive 

in one's scholarly 
research than to focus 
predominately on one 

privileged group. 

This brief historiography of 
education reveals that scholarly 
emphases reflect researchers' 
interests which grow out of the 
context of their lives. It should 
be no surprise then that the disso- 
lution of the Soviet Union was 
followed by a sudden burst of 
interest in democracy, a topic 
which had been languishing for 
some decades. Rather than ask- 
ing whether a topic can be gener- 
alized to all people, it is perhaps 
better to ask: Does this study 
have anything to do with what 
has been happening in education 
and the world for the past few 
years? 

Methodological Excellence 
A third unexamined assump- 

tion is that there is a recognized 
standard by which scholars de- 
cide whether a research study is 
worthy of publication. Research 

articles must be well conceived, 
carefully researched and inter- 
preted, and written in clear and 
logical prose. The problem with 
this belief is that it is only par- 
tially true. While scholars learn 
and teach their students to follow 
general conventions of comrnu- 
njcation, the specific forms that 
scholarly studies take vary con- 
siderably from one group of re- 
searchers to another. Hence, the 
person who wants to publish an 
"excellent" study must know the 
specific conventions of a particu- 
lar segment of the scholarIy 
community . 

For example, scholars who 
specialize in biographies tend to 
be interested primarily in the cx- 
ploration of human character. To 
publish in the journal Biography 
which is issued by an interdisci- 
plinary comrnuni ty of biogra- 
phers, the educational researcher 
must focus more on the personal- 
ity of the individual than on that 
person's educational career. 
However, another community of 
biographers does not focus pri- 
marily on the complexities of 
human character; instead, its 
journal Vitae Scholasticae usu- 
ally publishes articles that focus 
more on the philosophies, educa- 
tional experiences, or careers of 
individual educators. A third 
community of educational histo- 
rians rarely publishes biographi- 
cal articles at all. An in-depth 
study of the articles published in 
its journal Hislory of Educution 
@arter!v over the last ten years 
reveals that most biographical 
articles included both an analysis 
of an individual's personality, a 
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discussion of some aspect of the 
individual's career in education 
and the person's connection to a 
broad movement in education 
(Townsend, 1 99 1 ). In effect, 
each of thcse scholarly con~muni- 
ties, all of which consider bio- 
graphical research to be a 
worthwhile pursuit, has different 
criteria for judging biographical 
scholarship. 

It seems, then, that rather than 
asking whether one's research 
study is excellent, it would be 
better to ask who is judging it. 
What kinds of papers are usually 
presented at annuaI meetings of a 
particular society and what kinds 
of articles are usually published 
in its journal? A scholarly paper 
considered excellent by one 
group may be rejected by another 
simply because it is too different 
from that community's interests 
and methodologies. 

Some Ethical Implications 
What, then, are some ethical 

implications that can be drawn 
from this analysis? The first 
comments are directed to indi- 
vidual scholars and the second to 
scholarly communities. A we1 I- 
known American historian, 
Gerda Lerner, was born and 
reared in Austria, where she 
gained acceptance into a Euro- 
pean university. However, the 
accession of the Nazis forced her 
to emigrate to the United States 
where she gave up her educa- 
tional aspirations to marry and 
rear a family. She was thirty- 
nine years of age when she en- 
tered an undergraduate program 
at Columbia University and 

seven years later completed her 
doctorate in history. Lerner 
knew that she wanted to spend 
the rest of her career researching 
and publishing women's history. 
The problem was that in 1967 
women's history was not a popu- 
lar specialty. Later she wrote: 

ARer my dissertation defense 
one of my professors con- 
gratulated me and offered 
what was undoubtedly well- 
meant practical advice. If I 
wanted to make a career in 
the profession commensurate 
to my talents, I needed only 
to keep quiet about my "so- 
called" specialty. . . Once es- 
tablished, I could then do 
whatever I wanted about 
women (Lerner, 1 979). 

Lerner did not take the profes- 
sor's advice. She was too old to 
play career games, she recalled. 
and she didn't care if she were 
ever a department chair, dean, or 
president of a historical society. 
She believed that she had only 
twenty years to place women in 
the mainstream of historical in- 
quiry, and she needed every mo- 
ment of that time. 

Gerda Lerner chose, at great 
risk to her professional advance- 
ment, to challenge the main- 
stream of her scholarly wrnmu- 
nity. Several decades earlier, 
Mary Beard, a feminist historian 
whom Lerner greatly admirsd, 
was forced to work outside the 
academy because she had made a 
similar choice. Lerner, however, 
made her decision when a new 
feminist movement was emerg- 
ing, and she is now a leading 

member of that movement. 
Gerda Lerner's story turned out 
well for her, professionally 
speaking, but she could have 
been another Mary Beard. What 
enabled her to make that hazard- 
ous decision was an ethical im- 
perative-that it is better to be 
inclusive in one's scholarly re- 
search than to focus predomi- 
nately on one privileged group. 
The issue was one of fairness. 
The same ethical imperative has 
energized historians to explore 
the lives of the impoverished, of 
minority groups, and of children. 
These studies challenge each of 
us as individual scholars to re- 
examine the topics we select for 
study. In what other ways might 
we be denigrating groups of 
Americans by neglecting or 
stereotyping them? 

Yet even i f  we do re-examine 
our research topics, we still must 
face the reality that we are mem- 
bers of scholarly communities. 
These groups hold annual meet- 
ings, elect officers, and on a 
regular basis select for publica- 
tion the papers they believe are 
of interest to the other members 
of their community . 

As this article has argued, the 
choices they make arc not based 
on a universally recognized ob- 
jective standard of scholarly ex- 
cellence but are grounded in part 
on their gender, their personal 
interests, and the context of their 
lives. How can these communi- 
ties ensure fair conduct? 

By carefully selecting lead- 
ers. In ~ J I  attempt to have di- 
verse representation, sane so- 
cieties make a concerted at- 
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tempt to nominate for leader- 
ship positions representatives 
of both genders and a range 
of ethnic and racial groups. 
By analyzing the contents of 
its scholarly journal. Over 
the last decade, what topics 
and methodologies were pub- 
lished? What were the aca- 
demic credentiaIs, sex, and 
race of most published au- 
thors? What topics were 
conspicuous by their ab- 
sence? The results of such 
analyses should be discussed 
with the membership to de- 
termine why certain kinds of 
scholarship or groups are un- 
der-represented. 
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Literacy as Social Policy: 
Issues for America in the 21Sf Century 

t the 1 924 American Li- 
brary Association Con- 
ference, Alexander 

Meiklejohn (19241, a leader in 
the early library movement, con- 
cluded a stirring address with the 
following statement: 

Democracy is education. 
There is only one thing a 
community can give to its 
members on a large scale and 
do it successfully.. .and that is 
education. [nsofar as we can 
educate t l ~ e  people, insofar as 
we can bring people to under- 
standing of themselves and of 
their world, we can have a 
democracy. Insofar as  we 
cannot do that, we have got to 
have control by the few. 

Above al I ,  Meiklejohn ( 1  924) 
stressed that. "A people can be a 
democracy if it can leam to read. 
. . . I  don't believe that any society 
can be a denlocracy in any con- 
siderable measure at all except as 
it develops reading." Sixty- one 
years later, like a prophecy ful- 
filled, Kozol(1985) observed 
that the number of illiterate 
adults in America exceeded the 
entire electorate in the 1984 
Presidential election by 16 mil- 

by B. Allan Quigley 
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Professor and Regionul Coordinator, Adult Education. Pe~~nsylvania 
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lion. For Kozol, illiteracy denies 
full participation in democracy. 
He explained: Siuty-one years later, 

SO long as 60 million people like a prophecy fulfilled, 
. - 

are denied significant partici- 
pation, the government is nei- 

Kozol (I  985) observed 
ther of, nor for, nor t>v the that the number of 
people. ~t is a government, at ilkiterate adults in 
best, of those two thirds 
whose wealth, skin color, or 

America exceeded the 
parental privilege allows them entire electorate in the 
opportunity to profit from the 1 984 Presidential eke- 
provocation and instruct ion of 
the written word. 

tion by 16 million. 
For Kozol, illiteracy 

As America approaches the 
2 1" century with illiteracy rates 
ranging from 21 million (US. 
Bureau of the Census, 1986) to 
60 million (Kozol, 1985), with 
participation rates in governmen- 
tally sponsored Adult Basic Edu- 
cation (ABE) programs as low as 
5% (NACAE, 1977), and with 
attrition rates in ABE as high as 
4040% (Cain & Walen, 1979; 
Mezirow, Darkenwaid & Knox, 
1975), it is clear that literacy as 
social policy has a long way to 
go in this country before it can be 
considered 'successful' in any 
real scnse. 

denies full participatios 
in democracy. 

In this publicatio~~ concerning 
international literacy issues, an 
opportunity arises to examine 
literacy as social policy in Amer- 
ica and in other countries. This 
brief discussion will address 
three social policy questions, 
specifically: ( 1 )  What is the his- 
tory of America's social policy 
as it relates to literacy? (2) What 
lessons may be learned from the 
literacy policy experience of 
other countries? (3) How can 
these experiences be interpreted 
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in social policy terms for Amer- 
ica's future? 

Social Policy and Literacy for 
Social Problem-solving 

Although there is wide dis- 
agreement on definitions of so- 
cial, public, and welfare policies, 
social policy is generally consid- 
ered a component of public pol- 
icy--a component dedicated to 
improving some specific aspect 
of societal conditions. Whereas 
public policy is considered 
broad governmental interven- 
tion, social policy typical ty 
leads to direct1 indirect devel- 
opment of human resources or 
the redistribution of resources 
for the goal of human develop- 
ment (Djao, 1983). Health and 
education are classic examples 
of social policy arenas. Both 
have a history of involving 
varying degrees of govemmen- 
tal action to create and redis- 
tribute both valued resources 
and 'life chances' (Griffin, 
1987). As a component of edu- 
cation, literacy has historically 
been a highly active area of pol- 
icy formation, touching every 
comer of the globe, irrespective 
of poli tical ideology. But, irre- 
spective of political ideology, 
geography, or time in history, it 
is important to note that literacy 
social policy has typically been 
motivated by social problem- 
solving purposes. 

Dating back to the sixteenth 
century Pro testant Reformation, 
%en, as now, reformers and ide- 
alists . . . have viewed literacy as 
a means to other ends-whether 
a more moral society or a more 

stable political order. . ." ( h o v e  
& Crraff, 1987). In the attempt to 
attain such social goals, it is im- 
portant to note that, "far too of- 
ten, illiteracy has been the scape- 
goat for other social ills associ- 
ated with it, but rather than attack 
the basic maladjustments of soci- 
ety, illiteracy has been the peren- 
nial target." Werner, 1973). 

tive context, it is useful to look 
first at literacy social policy 
models and experiences of other 
countries. 

Literacy Social Policy Frame- 
works and Their Applications 
Internationally 

Bhola (1 987) suggested that 
two literacy delivery models can 

Atea Model One M d t l  Two Model Thrct 

Social Market Progrcasive - Social redistribution 
Policy: liberal-we1 fare 

Adult V~~~t imral -  Liberal - Liberstmy-social 
Education behaviorist hutnunistie - r c c ~ n s ~ c t i m  
(Bhh'~ pmgrrssive 
adult 
fiw 
-11 

Motivntiod S t n r c d  devclopmentd 
developmental 

Sociological Struchwl S-1 Conflict Theory 
Theory: F d d m  FunctionaIism 

Figure 1 
Rtlatimshp of Models from Quigley (1989), Social Policy. Addt Edicmtion and 
Soeiologi~I 2 % ~  

Although one may want to think 
of literacy acquisition as mere 
cognitive skill development, for 
social policy purposes literacy 
has mirrored the hegemony of 
the day, and, in this, has had a 
history of hidden and not-so- 
hidden social agendas based on 
the normative interpretation of 
social problems and the percep- 
tion of the illiterates' role in 
them. 

To examine America's ex- 
perience, and see it in a compara- 

be seen in Third World literacy 
development: motivational- 
developmental model and a 
structural -developmental model. 
The motivational-developmental 
model places emphasis on indi- 
viduals and sees structures as es- 
sentially benign. This model 
typically provides a context of 
control and seeks vocational- 
technical functions within spe- 
ci fic developmental purposes- 
third World development pro- 
jects and programs are exarn- 
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ples. It is expected that the illit- 
erate populace will come forth i f 
the individual benefits are ex- 
plained or demonstrated. By 
contrast, the structural- 
deveIopmenta1 model creates 
new economic, social, and politi- 
cal structures. In this model, the 
illiterate populace has a respon- 
sibility to participate in these 
new structures for the benefit of 
the entire society. The first model 
has a reformist purpose, the sec- 
ond a revolutionary one. Bhola's 
models can be placed within a 
larger Framework of social policy 
(Quigley, 19891, with links to 
adult education and sociological 
theory, as shown in Figure I. 

In this framework, the three 
social policy models shown 
(Griffin, 1987; Jarvis, 1985; Gil, 
1976) correspond with three, 
broad, adult education philoso- 
phies of practice (adapted from 
Elias and Merriam, 1984). The 
more laissez-faire social policies 
of the market model expect indi- 
vidual response, encourage indi- 
vidual initiative, and typically 
seek vocational-behavioristic 
delivery systems in adult educa- 
tion. In the case of literacy, the 
market model would coincide 
with Bhola's motivationd- 
developmental delivery model. 
The market model frequently 
provides incentives (real or 
promised) to participants and 
bases much of its action and stra- 
tegic planning on a marketplace 
rationale with negotiation as  the 
stabilizing mechanism. It under- 
stands education as a social pol- 
icy instrument for the enhance- 
ment of productivity and the 

economy. Grounded in structural 
function sociological theory, this 
model typically promotes literacy 
education as an investment in 
human capital. Internationally, 
India's National Adult Education 
Program (now renamed Adult 
Education Program) is an exam- 
ple of this social policy literacy 
model at work, but it would be 
safe to expand this statement to 
literacy movements in most in- 
dustrialized (Gayfer, 1987) and 
developing countries (Arnove & 
Graff, 1 987). Developing coun- 
tries that have had the support of 
international agencies, such as 
UNESCO, have often utilized 
this model for economic devel- 
opment. 

The larger Market Model and 
Bhola's motivational develop- 
mental delivery model do not 
always succeed for literacy. It is 
useful here to look at one of the 
most ambitious multi-national 
literacy initiatives in history as 
an example. The 1965 Experi- 
mental World Literacy Program 
(EWLP) was a UNESCO ex- 
periment that laid the ground- 
work for a global literacy carn- 
pa@. This five-year, eleven 
country experiment raised the 
expectations and hopes of thou- 
sands, if not millions, in coun- 
tries in Africa, Asia, the Arab 
states, and Latin America. The 
apparent seeds of its problems 
were unwittingly contained in the 
words of Secretary General U 
Thant at the Thirteenth Session 
of UNESCO's General Confer- 
ence. The EWLP would provide 
"valuable information on the re- 
lationship of literacy with social 
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and economic developn~ent ." 
This proved harder to do than 
initially imagined. Ultimately, 
the International Herald Tribune 
was but one of dozens of sources 
that declared: "An ambitious 
UNESCO project to eradicate 
illiteracy, begun a decade ago, 
has been a dismal failure, accord- 
ing to the organization's own re- 
port" (Freund in Gillette, 1987). 
While some have argued that its 
critics have been too harsh (it 
did, after all, provide literacy to 
over one hundred thousand peo- 
ple in eleven diverse countries), 
nevertheless, the impetus failed 
to lead to a worldwide campaign 
or sustain momentum in many of 
the participant countries. Rea- 
sons given included that the mar- 
ket model social policy utilized 
was overly rigid, mechanistic, 
depended too greatly on human 
consumption as a motivating fac- 
tor, frequently ignored the vari- 
ances of culture, and vastly over- 
simplified the socio-economic 
forces that contribute to the con- 
ditions that foster illiteracy. As 
Gillette (1 987) summed up the 
efforts of the EWLP: 

The program's basic voca- 
tional and productivistic logic 
made it vulnerable to pre- 
cisely the kind of stimulus/ 
response and instmental  
thinking that pervaded its 
evaluation design and the 
values by which results were 
judged under that design. 
Literacy . . . like education 
more generally, cannot be re- 
duced to behavioral condi- 
tioning. It endows people 
with skills that they can (al- 



though do not always) use to 
receive and emit messages of 
an almost infinite range, a 
range that in any event 
largely escapes the control of 
those who imparted literacy 
to them. Literacy is potential 
empowerment. 

The EWLP experience has direct 
application to U.S. policy, as will 
be seen. 

By contrast, Bhola's struc- 
tural-developmental program 
model can be seen to correspond 
to the broader social redistribu- 
tion model, shown in Figure I. 
Here, new structures for the re- 
distribution of resources and life- 
chances are put in place in an 
attempt to redress inequality. As 
Bhola noted, such structures 
must prove themselves helpful 
and responsive. The social redis- 
tribution model is grounded in 
conflict theory and, in revolu- 
tionary states, can provide enor- 
mous participation by learners, 
but at what human cost? Le 
Thanh Khoi (1 976) has observed 
that, ''up to the present time, 
revolutionary regimes have been 
the only ones capabIe of organiz- 
ing successful mass literacy 
campaigns. From the Soviet Un- 
ion to China, from Vietnam to 
Cuba, all revolutionary govem- 
ments have given high priority to 
the war on illiteracy." The young 
Soviet republic of 191 7- 1921 
launched a massive literacy drive 
that was a forerunner to the liter- 
acy campaign pattern of Cuba 
and Nicaragua (Eklof, 1987). 
However, it must be remembered 
that this pattern included the fa- 

mous (or infamous) 1 9 1 9 Decree 
on Tlliteracy that made it illegal 
and a criminal offense to refuse 
to teach or to study (Eklof, 
1987). 

If much of America's 
mainstream adult and 
continuing education 
lr as follo wed the Pro- 

gressive-Liberal- 
Welfare model, would it 
not be reasonable to as- 
sum e that literacy m iglr t 

also benefir from this 
social policy model in 

reaching adults? 

What is germane here for lit- 
eracy social policy is the social 
policy perspective. En Cuba, 
"from the very beginning, the 
attack on illiteracy was viewed 
by the Cuban leadership as not 
simply a technical or pedagogical 
problem. It was seen as a pro- 
foundly political effort, one tied 
intimately to the revolutionary 
transfornation of society and the 
economy" (Fagen in Leiner, 
1 987). Likewise, in China and 
Nicaragua, conflict theory pro- 
vided the springboard for struc- 
tural-developm ental literacy 
policies that again did not see 
literacy as a technical problem or 
a vehicle for subordination, but 
as an opportunity for massive 
participation in the country's fu- 
ture. 

As America approaches the 
2 1 " century with inounting illit- 
eracy problems, the limits and 
strengths of the market and social 
redistribution models provide a 
number of lessons. It is signifi- 
cant that Bhola provided no 
'middle ground' literacy policy 
based on a Progressive-Liberal- 
Welfare model for developing 
countries. This model has appli- 
cation to the literacy experience 
of certain industrialized countries 
(Gayfer, 1987) and has been the 
philosophical and policy main- 
stay of the large field of adult 
and continuing education in 
America (Elias & Merriam, 
1984). It might seem that this 
would have been the obvious so- 
cial policy route for literacy in 
the United States. Surely a popu- 
list culture founded on participa- 
tory democracy would be an ob- 
vious home for policy based on 
progressive-li beral-we1 fare ide- 
ology-ideology that seeks gov- 
e m ~ e n t a l  intervention through 
new and existing structures and, 
while far from perfect, seeks lev- 
els of participation in the policy 
process. If much of America's 
mainstream adult and continuing 
education has followed the Pro- 
gressive-Liberal- We1 fare model, 
would i t  not be reasonable to as- 
sume that literacy might also , 
benefit from this social policy 
model in reaching adults? 

Literacy Social Policy in Amer- 
ica: Past and Present 

The history of literacy and 
social policy in the United States 
(Dauksza Cook, 1977; Graff, 
1979; Stevens, 1 987) reveals that 
literacy has typically contained a 
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social problem-solving purpose 
as discussed; but, unlike certain 
other industrialized and develop- 
ing nations (Gayfer, 1987), 
American literacy social policy 
has taken a remarkably non- 
participatory road. Its history 
reflects Finch's ( 1984) definition 

+ 
of social policy, "action designed 
by government to engineer social 
change as a mechanism for iden- 
tifying human needs and devising 
the means to meet them; as a 
mechanism for solving social 
problems; as redistributive jus- 
tice, as the means of regulating 
subordinate groups." In addition 
to attempting to solve social 
problems, America's literacy 
policies have long been founded 
on an historical theme of 'regu- 
lating subordinate groups'. The 
beginnings of literacy education 
in 19~-centur~  America had dis- 
tinct social engineering and regu- 
lating purposes. 

The process of becoming lit- 
erate was itself a process of so- 
cialization promulgated by those 
interested in using the school to 
resolve social, economic, and 
political tensions arising from a 
culturally pluralistic and emerg- 
ing industrial society. The ac- 
tions of those who would control 
the process of schooling and 

$ hence the process of becoming 
literate are seen in relation to 
nation building, a fervent evan- 
gelical Pro testantism and techno- 
logical innovation. All of these 
provided a foundation upon 
which reformers could build 
(Stevens, 1987). 

Moving into the 2 0 ' ~  century, 
"literacy could not be promoted 

or comprehended in isolation 
from rnoraIi ty" (Graff, 1 979); 
'morality' meaning, "a mode of 
conduct and a way of life: habits, 
values, attitudes, which were 
based on the cultural necessities 
of progress and the requirements 
of society." Few examples are 
clearer or more dramatic than the 
turn-of-the-century policies for 
the regulating of immigrants and 
their literacy education. With 
immigrants seen a3 subordinates, 
the public sentiment was that 
"unless we Americanize them, 
they will foreignize us" (Carlson, 
1970). Seeing groups as subor- 
dinate has meant regulation 
based on their non-involvement. 
Throughout history, neither the 
learner nor the practitioner (in- 
deed not even the wider field of 
adult and continuing education 
nor the public) has participated in 
open policy formation. 

The widespread use of the 
Adult Performance Level (APL) 
tests and program in the 1970s, a 
program whose effect has since 
been called 'largely salutory,' 
(Fischer, Haney, & David, 1980, 
p. 75) is a recent example. The 
original APL study conducted in 
Texas was not an educational 
program and not intended to be 
one (Fischer et al., 1980). It was 
a study on functional illiteracy. 
However, in search of a national 
program to address literacy lev- 
els, an APL educational program 
was devised, launched before 
national APL norming tests were 
completed. Without either ad- 
visement or consent, states were 
expected to utilize funds to sup- 
port this national program. The 

APL study was approved in 
March, 1975, by the United 
States Office of Education. 

With immigrants 
seen as subordinates, 
the public sentiment 
was that "unless we 
Americanize them, 

they will foreignize us" 
(Carlson, 1 9 70). 

In April, 1975, the Federal Regis- 
ter announced APL as program 
priority. In less than two months, 
a test had become a national 
campaign through "a stroke of 
marketing genius" (Fischer et al., 
1980). All of this happened be- 
fore the issue was determined, 
the test fully validated, or the 
program clearly determined. The 
bandwagon in search of a corre- 
sponding need was abandoned in 
virtually every state by the early 
1980s and added to the shelf of 
discarded programs designed to 
meet economic and political 
needs. 

Today, this legacy has moved 
all the way from nation-building 
to nation-saving. The recent re- 
port Jump Start: The Federal 
Role on Adult Lirerucy (January, 
1989), prepared for the newly 
inaugurated President, concluded 
that, 

Among the most important 
things it [America] must do is 
ensure that the twenty million- 
plus adults who are seriously 
deficient in basic skills be- 
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come fully productive work- 
ers and citizens . . . without 
their best efforts over the next 
twenty years, there is little 
hope for the economic and so- 
cial future of this country 
(Chisman, 1989). 

Today, literacy and basic edu- 
cation programs are held to 
greater accountability than 
ever-accountabi li ty for resolv- 
ing massive economic issues far 
beyond the influences of illiter- 
ates and the traditional mechanis- 
tic programs in place to some- 
how address these social policy 
goals. 

Literacy Social Policies for the 
Future 

Niemi and Nagle (1979) as- 
tutely noted that, "in every edu- 
cational setting, an inevitable 
tension persists among three sets 
of needs: those felt by the 
learner, those defined by profes- 
sional educators, and those de- 
rived from institutional and soci- 
ety expectations." The market 
model for literacy in America, 
like that employed by the EWLP, 
has seen needs defined by 'pro- 
fessional educators.' Subsequent 
literacy solutions have been 
based on 'societal expectations' 
throughout the history of literacy 
education. Although researchers 
such as Fingeret ( L 984) have 
continut>usly emphasized that 

literacy cannot "create additional 
jobs, so I ve the problems of crime 
and malnutrition, nor make the 
world safe from terrorism." 

At no point has literacy had an 
open public debate, such as that 
fostered by the "A Nation at 
Risk" report in the public system. 
Literacy has been equated with 
training in the motivational- 
developmental model of delivery 
and, by reducing the dynamics of 
under-education to productivistic 
issues and behavioristic pro- 
grams, it has had only the most 
modest success. America has not 
employed whole strategies out of 
the structural-developmental 
model nor engaged the wider so- 
ciety in a national initiative. 

As Fingeret (1 983) observed, 
"part of the problem is that once 
we recognize the inadequacies 
inherent in our approach to illit- 
erate adults, we have little to of- 
fer in its place." Today, as gov- 
ernment literacy policy insists on 
increased accountability, and as 
the public grows disenchanted 
with ABE (Kozol, 19851, practi- 
tioners and researchers who seek 
more innovative programmatic 
approaches to illiteracy find 
themselves working at odds with 
market model-driven governmen- 
tal policies-policies that should 
be supporting their efforts. Thus, 
it is proposed that the fundamen- 
tal issue for the future is to de- 
velop literacy policy out of a so- 

cial policy model more cornrnen- 
surate with adults as learners in 
an open, participatow-ven 
democratic-policy process. 
Enabling social policy based on 
learner needs and wider practi- 
tioner and public debate could 
encourage alternate program 
doors to open and could see in- 
creased participation, with no 
loss of accountability for results. 

Thus, it is proposed that space 
must be made for literacy social 
policy that derives from a pro- 
gressive-liberal-we1 fare model, 
seriously expands the market 
model, or adds much wider 
strategies out of the social distri- 
bution model. Social policies are 
needed that can set programs and 
local policies in motion with the 
adult leanlers contributing to de- 
velopment of their own learning 
activities-activities that would 
be both relevant and acceptable. 
Until a shift takes place in the 
social policy mode1 utilized, until 
a policy model appears that is 
more commensurate with both 
adult education and the plural- 
istic nature of policy formation in 
this country, Meiklejohn's 
prophecy of 'democracy by the 
few' wit 1 continue into the 2 1"' 
century. 

OriginollJl publis/ted Vol. XI', 
No. 4, November 1989. 
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Institutional Democracy in Schools 

by Mary Anne Raywid 

Mary Anne Raywid is an authority on alternative educafion. At the 
time of originalpublicafioPI, she was Professor of Education at Huf- 
stra University and past-president of the Philosophy of Education So- 
ciew. 

D ifferent decades have tures and governors have simply One is a very real and substantial 
related democracy to taken leadership away from edu- concern about the quality of edu- 
education in quite dif- cators and school officials. They cation. But a second has bee11 

ferent ways. At variois times, have done so with laws imposing about the right of the public, as 
we have emphasized democracy new curricula, accountability opposed to the professionals, to 
within the classroom for students measures, discipline, attendance run public institutions. 
(from the early century into the policies, etc. Those aware of the 
1940s) with Progressive Educa- long-felt concerns about democ- 
tion, democracywithin the 
school for students (in the 
1960~1, and democracy for com- 
munities in relation to schools 
(also in the 1960s). Currently, 
attention seems focused on de- 
mocracy for parents, community, 
and teachers, but in rather differ- 
ent ways and under several dif- 
ferent auspices. n i s  article fea- 
tures present applications, but a 
bit of the history is also exam- 
ined as it becomes relevant to 
illuminating how den~ocracy is 
being pressed today, for and by 
community, parents and teachers. 

One way to see the Excel- 
lence Movement of the last 
decade, of course, is as a re- 
assertion of the rights of the citi- 
zenry at targe to control public 
education. The events constitut- 
ing the movement, as well as its 
rhetoric, express the stake of the 
community (both local and na- 
tional) in the success of educa- 
tion. In state after state, legisla- 

racy's viability within the expert 
society, and those who have 
feared the tnurnph of the tech- 
nocracy, have strongly re- 
asserted the right of poli ticat 
leaders to intervene and assume 
control of public schools. It1 

state after state, they have thus 
imposed a new balance (or re- 
versed the imbalance, as some 
would say) between professional 
and lay control of this particular 
public institution. 

A number of states have now 
adopted explicit provisions to the 
effect that they will take over 
'academically bankrupt' school 
districts, removing them from 
local control altogether. One 
way to understand the Excellence 
Movement is to say that, in 
metaphorical terms, this is actu- 
ally what it has sought to do re- 
garding most districts-albeit 
indirectly-in perhaps most 
states. As the rhetoric shows, 
there have been two reasons. 

The idea of choice 
among public schools 

is not a new one, 
but it is only within 

the past decade that it 
has come to be taken 

very seriously by 
large numbers as a 

way to articulate 
school systems. 

The assertion of democracy 
for parents, as contrasted with 
democracy for the citizenry, gen- 
erally has taken quite different 
form. Although some still seek 
fuller representation in the coun- 
cils where school policy is set, 
others have despaired of the pos- 
sibility that involvement and par- 
ticipation can get very far and 
have turned to other means in- 
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stead. One feature of the site 
management proposal to be dis- 
cussed below is that all schools 
have School Advisory Councils 
which include parent representa- 
tives. Some envision such an 
arrangement as a den~ocratization 
of the policy process, while oth- 
ers are convinced that the Coun- 
cils themselves may remain pe- 
ripheral to the major decisions, 
with trivialized agendas and in- 
volvement without real influence. 

This had led a number of peo- 
ple to look instead to quite a dif- 
ferent sort of way to re-assert 
democracy for parents and to al- 
locate authority appropriately 
between parents and school o f i -  
cials. This is the proposal that 
public schools diversify and that 
families be given the right to 
choose among them. This way, 
advocates claim, the advantages 
of professional judgment and in- 
sight can be retained, while ac- 
knowledging appropriate parent 
prerogatives as well (Raywid, 
1987). 

The idea of choice among 
public schools is not a new one, 
but it is only within the past dec- 
ade that it has come to be taken 
very seriously by large numbers 
as a way to articulate school sys- 
tems. Last year's Gallup Poll 
showed that 71% of those ques- 
tioned believe public school par- 
ents should be able to choose 
their children's schools (Gallup 
& Clark, 1987). Indeed, there 
was more agreement as to the 
desirability of this arrangement 
than there was on anything else 
the pollsters asked about schools! 
Thus, choice now appears a 

widely accepted means of de- 
mocratizing school control. Ap- 
proximately half the states now 
have choice provisions of one 
kind or another, and they are un- 
der consideration in other states 
as wefl (Nathan, 1988). 

The extent of both of these 
departures from traditional ar- 
rangements-the heightened 
state control, and the new choice 
opportuni ties-sugges t consider- 
able dissatisfaction with the way 
in which schools are externally 
controlled and rendered account- 
able to their publics. These cer- 
tainly arc moves representing one 
sort of institutional dernocratiza- 
lion attempt. 

But, perhaps the most novel 
developments with respect to in- 
stitutional democracy for schools 
are taking place within them. 
These relate to the insistence that 
schools need 'restructuring' and 
that teachers must be 'empow- 
ered. ' Often (but not always) as- 
serted in tandem, both are ex- 
traordinary sorts of proposals. 
The demand that schooIs be re- 
structured is frequently a demand 
that we start all over with respect 
to organizing them, changing, for 
example such fundamental 'giv- 
ens' as the way youngsters are 
grouped into grades, the way 
teachers work and are assigned, 
and the way subject matter and 
time are apportioned. But at 
Ieast equally often, the demand 
that schools be restructured is a 
demand for a re-distribution of 
school authority so that individu- 
als share in exercising that con- 
trol. Only two models for ac- 
complishing this purpose have so 

far been elaborated. One is 
school-based or site manage- 
ment; the other is the choice ar- 
rangement. 

Perhaps the most 
novel developments 

with respect to institu- 
tional democracy for 

sch 001s are taking place 
with in them. These 

relate to the insistence 
that schools need 

'restructuring' and 
that teachers must 
be 'empowered. ' 

The site management proposal 
seeks to shiR power (if not al- 
ways authority) from state and 
district levels to individual 
scl~ools. Within the school, a 
School Advisory Council delib- 
erates school policy. Its mem- 
bers include teachers, parents, 
and sometimes other community 
members, as well as students. 
Certainly, the idea has the de- 
mocratic flavor of returning 
power to its grass roots, and i t  
reflects the participatory democ- 
rat's conviction that those to be 
affected by a decision should 
participate in shaping it. 

'Restructuring' is the domi- 
nant theme of the current phase 
of the reform movenlent, and site 
management is perhaps its most 
popular and dramatic embodi- 
ment. We hear exciting reports 
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of what is happening in Dade 
County and Rochester and 
Toledo and Harnmond, Indiana. 
It remains to be seen, however, 
just how much authority will de- 
volve to individual schools (or 
how much power district officials 
are willing to delegate to them), 
and the extent to which newly 
acquired power and authority 
will actually be shad. A lot 
hinges on the School Advisory 
Councils, the way they are con- 
stituted, and the details of their 
role. Where they are elected 
bodies involving teachers and 
parents, and are responsible for 
policy decisions including the 
naming of the principal, those 
interested in institutional democ- 
racy might find much to cele- 
brate. On the other hand, where 
School Advisory Councils are 
appointed by the principal, sit at 
hisher pleasure, and are advisory 
only, institutional democracy ad- 
vocates may be very disap- 
pointed in the outcomes (Ray- 
wid, 1988). 

The choice idea holds prom- 
ise, but it is not a 'fail-safe' pro- 
posal either. (Would that there 
were one!) Certainly, the oppor- 
tunity to choose one's school- 
and the opportunity to leave 
one-represents substantial 
prima facie empowerment for 
parents and students, and for 
teachers as well in districts where 
they, too, have such power. 
Moreover, choice entails school- 
to-school diversification, and the 
sustenance of uniqueness re- 
quires decentralization of author- 
ity. Furthermore, the need to es- 
tablish unique programs calls for 

the involvement of teachers in 
program design and implementa- 
tion. 

There is currently 
a great deal of talk 

about 'teacher empow- 
erment' and 

this is perhaps the 
rn ost dramatic 

current move toward 
institution a1 democracy. 

But not all choice plans have 
honored these logical necessities. 
For instance, some have over- 
looked diversification and have 
been no more than 'open emoll- 
rnent' plans4enying  real 
choice, in effect, by failing to 
provide genuine aiternatives 
among which to choose. Others 
have attempted to diversify but 
have done so by imposing dis- 
tric t-designed programs on un- 
willing schools and teachers. So 
with the choice plan, as with the 
site management plan, whether it 
will mean an enhancement of 
institutional democracy depends 
finally on the implementation 
details. 

There is currently a great deal 
of talk about 'teacher empower- 
ment' and this is perhaps the 
most dramatic current move to- 
ward institutional democracy. 
But it is interestingly devoid of 
assertions of that connection. 
The need to empower teachers is 
not being argued in the name of 

democratizing the workplace-- 
but rather to the purpose of en- 
hancing the general organiza- 
tional effectiveness of schools, or 
more specifically of increasing 
teacher efficacy and thus student 
accomplishment (Conley et al., 
1988; Maeroff, 1988; Rosen- 
holtz, 1 987). The case is being 
made, then, primarily on prag- 
matic grounds, not grounds of 
principle. For our time, at least, 
perhaps it will prove a stronger, 
more persuasive case. 

An argument for teacher em- 
powerment constructed from 
principle would appear a rather 
strange anomaly for today-and 
this for several reasons. In the 
first place, little attention has 
ever been paid to institutional 
democracy for teachers. The 
matter was apparently settled in 
the 1 9th century with the acloption 
of the business mode1 for running 
schools; just as the boss has the 
right to run hisher business, the 
administrator acquired the right 
to run the school. The talk of 
'industrial democracy' in the 
early 2oth century seems to have 
had little impact on within-school 
governance. Indeed, even John 
Dewey, who was an active mem- 
ber of the League for Industrial 
Democracy, seems barely to have 
addressed its implications for 
schools. His sole direct discus- 
sion of the matter, "Democracy 
and Educational Administration," 
did not appear until 1937. In it, 
he noted that democracy For stu- 
dents seemed to have made con- 
siderably more progress than 
democracy for the teaching staff 
(Dewey, 1971). And, although 
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there was some subsequent inter- concern and compassion. Civil 
est in democratizing the practice rights legislation had, of course, 
of school administration (largely forced some to this by emphasiz- 
in the 1940s and 1950s), it was ing the entitlements of specific 
generally understood that this grbupsracial minor; ties, 
should involve administrator women, the handicapped. And it 
comportment and delegation, not was a period when we were gen- 
actual changes in the locus of erally forced to become much 

t 

authority (Hoy & Miskel, 1 987). more conscious of the rights of 
So we have never had a tradi- individuals and groups-as un- 

+ tion of applying the ideas of in- derscored by legislatures and 
stitutional democracy to teachers. courts as well as by philosophers, 
But even had we had one in the social theorists, and leaders. 
past, the 1980s have hardly been 
an era of democratization for 
anyone. (Of course, there are 
those who would insist that the There is  cerfainly evi- 

- - 
ployer rights, and expansion of in schools for arrange- 
the prerogatives of the powerful 
do indeed remesen t democrati za- mefits and practices that 
tion. Obviously, a somewhat dif- would accord with the 
ferent conception of democracy development ofinstitu- 
is represented here.) Those who 
can remember the 1960s must tional democracy. 
see the two ensuing decades as a 
period of retreat from the democ- 
ratic emphases of that era-the The tide turned in the 1970s, 
protests and revolts and the de- however, and students have fared 
mands for empowerment, the talk less well for more than a decade 
of participato& democracy, and 
the search for new social forms 
free from the rigidity and oppres- 
sion of the old ones. Such senti- 
ments were often addressed ex- 
plicitly at schools, arid they were 

i para1 leled and strengthened by 
the broader civil rights thrust in 

now. There are currently few 
indications of a reversal in the 
offing that would enhance insti- 
tutional democracy from their 
perspective. Indeed, current pro- 
tagonists in the ongoing educa- 
tional debate who agree on little 
else often share the conviction - 

government and society. The that the empowering of students 
result was that by the end of the in the 1960s and the 'democrati- 
decade, even many of those zation' of the cuniculum permit- 
schools with little direct sympa- ting them to choose their own, 
thy for participatory demdcr& were the precursors to serious 
had taken a more empathetic difficulties. If so, we have now 
look at the plight of their students amended the situation with many 
and responded with new found states not only curtailing the 

number of electives, but also in- 

creasing the total number of 
courses required for graduation. 
New dress and attendance and 
discipline codes have also led to 
a narrowing of the range of all 
kinds of choices for youngsters 
in schools. And while school 
officials and legislatures nar- 
rowed the scope of student rights 
and prerogatives, the courts sus- 
tained and legitimized such 
moves. 

A succession of cases has re- 
asserted the role of schools in 
exercising authority over the 
young and in viewing students as 
charges to be imbued with 'the 
shared values of a civilized social 
order,' rather than as young citi- 
zens enjoying constitutional 
rights and protections. (The 
phrase is that of Justice Byron 
White in his opinion on one of 
the more recent and important 
such cases, Hazelwood v. Kuhl- 
meier, 1988.) And even though 
they may deplore the Excellence 
Movement's 'get tough' stance, 
many educators share the idea 
that the rights orientation has 
been ill-advised for handling the 
student-school relation, and wel- 
come a return to a greater em- 
phasis on student responsibilities 
than on their rights (Grant, 
198 1). 

This is the orientation which 
began to appear prevalent as of 
the mid- 1970s and j t continues 
today. There have been voices, 
of course, that would challenge 
it, but in recent decades, they 
have not often prevailed in the 
setting of educational policy. 
Nevertheless, their role in main- 
taining the theme of institutional 
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democracy for schoots has been 
important. Arthur Wirth is 
widely recognized as the nation's 
most sustained and prolific con- 
tributor to the cause of workplace 
democracy for educators (1 983; 
1988), and its challenge has been 
a recurring focus of Arthur 
Brown as well (1 979; 1980). At 
least one scholar, Gsorge Wood, 
is also working even more di- 
rectly to empower teachers and 
students through an active Insti- 
tute for Democracy in Education 
he has established at Ohio Uni- 
versity. Moreover, positions and 
projects pursued by the National 
Education Association and the 
American Federation of Teachers 
have involved both of these or- 
ganizations quite directly in ef- 
forts to restructure schools and to 
have teachers share leadership 
within them-a significant 
departure from the industrial 
union model which both seem to 
have pursued in the recent past. 
Thus, despite the fact that 
institutional democracy concerns 
have claimed little direct mention 
in the educational debates of 
recent years, they have not been 
missing. It is quite possible that 
they are about to assume 
increasing prominence as we 
hear fresh proposals for some of 
the arrangements 
institutional democracy 
would recommend. 
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Humanity's Final Exam 

I n 1927, I set out deliberately 
to pay attention to the com- 
plete interrelatedness of 

everything. That is, instad of 
being a specialist, I decided to 
look at Spaceship Earth (a term 
that T invented in 1951) as a 
whole, at the total resources and 
total know-how, and to use them 
for the total success of all 
humanity. 

In 1786, the Scottish poet 
Robert Burns said, "Oh wad 
some power the giRie gie us/To 
see oursels as others see us.'' To 
facilitate humanity's cornprehen- 
sion of its present status in Uni- 
verse, what we need is a physical 
means of seeing ourselves as 
others see us. Burns' wish was 
partially fulfilled in 1969 when, 
for the first time, humans from 
our Planet Earth standing on the 
Moon took colored moving pic- 
tures of the Earth and dispatched 
the pictures back to us electro- 
magnetically, to be seen over 
anybody's and everybody's 
properly-tuned-in television sets. 

Most people would say that if 
you want to have the best map of 
the world, use a globe, the big- 
ger, the better. The trouble with 
the globe is that you cannot pos- 
sibly see all the world displayed 

by Buckminster Fuller I 

At the time of original publication, Buckminster Fuller was architect, 
author, designer, engineer, mathematician and World Fellow in Resi- 
dence, University City Science Center, Philadelphia. 

on it at any one time. Without 
revolving the globe, you cannot 
read names identifying the geo- 
graphcal data of more than one- 
quarter of the surface at a time. 
Because humans want to see 
their whole Earth at once, carto- 
graphic projections of the Earth's 
surface were developed. The 
Mercator Map is the most fie- 
quently used and is as yet to be 
found in schools around the 
world. On it, Greenland is bigger 
than South America, North 
America bigger than Africa, al- 
though the contrary is in fact the 
case. There is no Antarctic con- 
tinent, and the land on the left 
end of the map, in fact adjacent 
to that on the right end, seems to 
be 24,000 miles away. With only 
one exception, all the well- 
known cartographic projscts ei- 
ther chop world data into a num- 
ber of separately viewed parts or 
produce badly distorted images. 
The lone exception is the Fuller 
Dymaxion Projection, designed 
to provide a satisfactory means 
for humanity to see correctly the 
entire surface of the world at one 
time. With the Dymaxion Map, 
humans can, for the first time in 
history, see their whole Planet 
Earth's geography displayed on 

one flat surface without any visi- 
ble distortion in shape or reIative 
size of any of its data, and with- 
out any breaks in the continental 
contours. The whole world can 
be seen simultaneously as one- 
world island in one-world ocean. 

The Dyrnaxion Map is a pow- 
erful tool for a great world logis- 
tics game called the World Game 
which, using the total inventory 
of world-around resources and 
human trends and needs, ex- 
plores ways to make it possible 
for every world human to enjoy 
the total Earth without interfering 
with each other, and without any 
human gaining at the expense of 
any other. 

The general assumption of the 
great political and religious 
power structures is that a funda- 
mental inadequacy of physical 
support for human life exists on 
our planet, that it has to be you or 
me, not enough for both. They 
are wrong. Because of the ever- 
increasing strength and perform- 
ance per pound and cubic inch of 
the new chemistries, metallic al- 
loys and electronics, we now 
have the capability of producing 
and sustaining a higher standard 
of living for all humanity than 
has ever been experienced by 
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any. This is not an opinion or a 
hope. It is an engineeringly de- 
monstrable fact. It can be done 
while phasing out forever any 
further use of fossil fueIs or nu- 
clear power, using only already 
proven technology and physical 
resources already mined, refined 
and in circulation. This physical 
success is inherently sustainable 

+ for all humanity arid all its gen- 
erations to come, and it can be 
accomplished in ten years 
through a design science revolu- 
tion. 

A design science revolution 
will develop artifacts so efficient 
that they will be adopted sponta- 
neously by all humanity. It will 
result in an ever healthier, ever 
less environmentally-restrained, 
better informed and comprehen- 
sively productive total humanity 
operating as an ever more mutu- 
ally trusting and considerate 
world family, living in an ever 
more generous and less wasteful 
way at an ever more foresighted 
and comprehensively participa- 
tory level, in an ever more truly 
loving, c~assless, raceless human 
fami$, all engaged in local Uni- 
verse information gathering and 
local Universe problem solving, 
this being the function which oc- 
casioned the inclusion of humans 

I in the design of tlle Universe. 
Evolution has accelerated into 

revolution. If it is a bloody revo- 
lution, with the bottom attempt- 
ing vengefully to pull the top 
down, it will render humanity 
extinct. We will have failed our 
final exam. If it is a design revo- 
lution, joyfully elevating the bot- 
tom, all humanity will win. 

There can be no planetary eq- 
uity until all the 150 sovereign 
nations dividing our planet are 
abolished. We have today 1 50 
supreme admirals and only one 
ship: Spaceship Earth. The 150 
admirals, each in their stateroom, 
are trying to run their staterooms 
as if they were ships. The Star- 
board Side Admirals' League is 
trying to sink the Port Side Ad- 
miral's League, but if either were 
successhl in sinking the enemy 
side, the whole ship would be 
lost. 

Humanity will perish 
on this planet if the 

sovereign@ of nations 
is not abandoned, 

and if worldmound 
computerized time- 
energy accounting 
is not inaugurated 

irrt m edia f ely. 

The division of world political 
power into 1 50 sovereign nations 
is the consequence of thousands 
of years of contriving on the part 
of history's most powerful lead- 
ers, whose number one strategy 
has always been "Divide to con- 
quer, keep divided to keep con- 
quered.'' The prime vulnerabili- 
ties of humanity which make it 
subject to spontaneous self- 
dividing are those such as differ- 
ent speech patterns, skin colors, 
religions, social customs, class or 
caste systems, political prefer- 

ences, and all varieties of trou- 
bles, suffering and discontent. 
The historical consequences of 
the aeons-ago-employed, num- 
ber-one strategy accounts for the 
"natural" acceptance today by 
world peoples of the seemingly 
"God given" existence of 1 50 
sovereign nations, as well as all 
the specialized categories of hu- 
man activities. 

I t  is highly relevant to the 
foregoing that in 1959, science 
incontrovertibly demonstrated 
that all the known anthropologi- 
cal and biological case histories 
of extinctions of tribes and spe- 
cies have been brought about by 
over-specializat ion resultant 
upon either willhl or environ- 
mentally-induced inbreeding. 
We inbreed special capability by 
outbreeding general adaptability. 
Here lies the present chief peril 
of the human passengers of 
Spaceship Earth. 

There is but one family of 
humans on Spaceship Earth. 
Ample food and growing capac- 
ity exists to feed every human, 
but the sovereign nations and 
their international-trade- 
balancing system prevent the dis- 
tribution of food. We can live 
luxuriously entirely on our daily 
income of energy from the radjrt- 
tion of the sun and from gravity; 
the quantity of energy arriving as 
radiation from the sun aboard 
pIanet Earth every minute is 
greater than all the encrgy used 
by humanity in a year. But big 
government can see no way to 
collect taxes to run its bureauc- 
racy if people are served directly 
and individually by their daily 
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energy income, and rnoney- 
makers cannot find a way to put 
meters between people and the 
sun and the wind. 

Humanity will perish on this 
planet if the sovereignty of na- 
tions is not abandoned, and if 
world-around computerized time- 
energy accounting is not inaugu- 
rated immediately. World Game 
has demonstrated that the first 
step in the integration of the 
world is the closing of the gaps 
in the world energy system. This 
will effectively counter the peril 
of over-specialization of humans, 
and will be the beginning of 
omni-energy accounting for 
world economic management. 

Until 20 years ago, the limita- 
tion of deliverability of electric 
power by wire was 350 miles. 
To get greater mileage, you 
needed higher voltage, and the 
higher the voltage, the more 
problems with insulation and so 
forth. Due to the space program 
and the development of new rna- 
terials, all kinds of new insulat- 
ing capabilities came in; and 20 
years ago, we came to what is 
called ultra high voltage and su- 
perconduct ivity: It then became 
practical to deliver power 1500 
miles. 

In the electricity generating 
game, industry is the biggest cus- 

tomer. You need a lot of standby 
power to meet the peak demand. 
In America, fifty percent of the 
time, fifty percent of the genent- 
ing capacity is not being used. It 
was Wendell Wilkie who discov- 
ered that the next town over 
might have different peaks and 
valleys in its use of electricity. 
Generating more power than i: 
bought is pure loss. By integrat- 
ing electrical networks with other 
towns, Wilkie discovered that 
what was not being sold locally 
could be sold elsewhere. Thus 
the extra generating capacity be- 
came part of the profit. 

With a maximum range of 
350 miles, you couldn't reach 
across t imc zones. With 1500 
miles, not only could time zones 
in the United States be crossed, 
but we could reach Alaska and, 
from Alaska, across to eastern 
Kamchatka. The Russians had 
already been moving further and 
further eastward, putting dams in 
all their northem flowing rivers. 
With a range of 1500 miles, we 
could reach the Russian gnd. 

It was clear that if we inte- 
grated with them, we'd use the 
other half of our generating ca- 
pacity, doubling our capacity 
overnight. Pierre Trudeau, for- 
mer prime minister of Canada, is 
a friend of mine. When he was 

invited to Russia for his very first 
visit, I took my Dymaxion World 
Map and put the electrical grid 
on it. It showed that once Russia 
was reached, you could go south 
and reach China, go into Europe 
and A h c a .  We could hook up 
the whole Earth's power system. 
Trudeau took this to Brezhnt-v, 
who turned it over to his engi- 
neers, who reported back to him 
that it was feasible and desirable. 
The minute we put all humanity 
on the same electrical network, 
all problems and differences with 
money exchange will completely 
disappear. Energy will be the 
base, cost-per-kilowatt-hour will 
be it for everyone. Nothing is 
going to remove the political bar- 
riers faster than this. 

Since I have learned that the 
economic success of all humanity 
is feasible, it is clear that the 
Universe is trying to make hu- 
manity a success despite itself. 
Integration of all humanity's vital 
interests around Planet Earth in- 
volves doing away with the 150 
sovereign states, wherefore world 
revolution is at hand. Either all 
lose, or all win. 

Origil~ally published in Vol. VIII, 
No. 4. November 1 982. 
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Including African-American Values 
In Educational Discourse: 

Toward A Multicultural Public Philosophy 

by Kodzo Tita Pongo 

A1 the rime of original publication. Kodzo Tila Pongo, Ph. D. was at 
Chicago State University, Chicago, Illinois. 

S elf reflectivity is central to 
genuine liberation. No so- 
called objective social 

analysis has ever delivered on its 
claim to provide predictive 
knowledge of social life. Ongo- 
ing reflective cognition and lib- 
eration by those struggling for 
emancipation must become the 
center of any transformative 
analysis of society. Liberation 
from the lived contradictions and 
dominative relations that mark 
society in the United States today 
requires self-conscious agents 
who understand dialectically the 
conditions in which they find 
themselves embedded. Only 
critical self-reflection can discern 
and uncover the ideological dis- 
tortions that ratify undemocratic 
conditions. This kind of cogni- 
tive distance, called for by Cri ti- 
cal Theory, has rarely been tried 
in America, even by those strug- 
gling toward liberation. Instead, 
we see oversimplified versions of 
oppression. 

There has been no more dif- 
ficult, or perhaps wrongheaded, 
task in American intellectual his- 
tory than to give a really 

"unbiased" single account of the 
historical experience and strug- 
gles of African-Americans. Such 
analysts, whether black or white, 
are always and already shaped by 
natural biases arising from their 
own idiosyncratic location arid 
experience in the social order. 
Some analysts have suggested 
giving up ail claims to objectivity 
and have declared themselves on 
the side of honest, if unreflective, 
protest. Yet in a democratic en- 
vironment, particularly in aca- 
demic settings, this is not the 
most appropriate route to take. 
This kind of protest as the final 
word is a stopper to fruitful con- 
versation and therefore to 
change. 

The rich variety of liberating 
social analyses at our disposal 
should not be cast aside in favor 
of sirnplislic 'honest' representa- 
tions of social crimes against Af- 
rican-Americans. These methods 
must be retained if we are to 
achieve critical distance from the 
conditions we face. Through 
them, we can sustain our quest 
for a more complex honesty 
which can then lead us to change. 

In this analysis, therefore, I 
shall proceed in two main direc- 
tions. First, I shall discuss the 
development of Afncan- 
American values and their impact 
on African-American attitudes 
toward education. By values 
here, I mean mental attitudes or 
abstract ideals by which to judge 
whether certain kinds of behavior 
are acceptable or unacceptable. 
It is by these values that the indi- 
vidual's ideal modes of conduct 
are directed toward the attain- 
ment of life goals. Second, I 
shall recommend the direction 
we should take in order to create 
a more harmonious community. 
Appropriating themes from Wal- 
ter Lippmann, I argue that what 
we need is a new public philoso- 
phy which includes the perspec- 
tives o € diverse communities. 

This analysis is rooted in my 
own social environment, an envi- 
ronment which arises from my 
existential situation as it is condi- 
tioned by the academic environ- 
ment in which I work. This ap- 
proach, I believe, is appropriate 
to the subject matter I intend to 
explore. 
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The Shaping of African- 
American Educational Values 
By referring to African- 

American values, I do not intend 
to imply that African-Americans 
constitute a homogeneous com- 
munity with a defined set of val- 
ues. They are as heterogeneous 
as any other group of people. 
My point here is to identify some 
of the defining aspects of Ameri- 
can Black experience and show 
how different communities have 
adjusted to these situations. 
Thus, my reference to "Afiican- 
American" refers to people with 
similar historical experiences 
rather than to a people with a 
unified set of values. Acknowl- 
edging that individuals respond 
to the same situation in different 
ways, it is important first to in- 
vestigate the conditions being 
responded to instead of seeking 
the full range of specific re- 
sponses. 

Every representation of real- 
ity, whether social or theoretical, 
arises from a particular social 
context. Whatever one presently 
perceives as reality already de- 
pends on intuitions of truth long 
since informed by physical and 
social upbringing and surround- 
ings. So, although culture is 
learned, it cannot be changed 
merely through increased intel- 
lectual understanding. 

When African-American 
slaves were excluded from for- 
mal education, when it was a 
crime punishable by lynching for 
a slave to learn to read, and when 
later, though no longer a crime 
for the descendants of the slaves 

to read and write, they were still 
excluded from the schools, Afri- 
can Americans sought to estab- 
lish their own schools. Some- 
times they had the assistance of 
philanthropic organizations or 
religious groups such as the 
Quakers. Usually, they had only 
hostility from white society. 

The African -American 
family, so disrupted 

under slavery, 
developed its values 
under particularly 

in humane conditiorts. 
These were also 

non-public conditions. 

The domestic conditions of 
black Americans discouraged 
even informal education. The 
African-American family, so dis- 
rupted under slavery, developed 
its values under particularly in- 
humane conditions. These were 
also non-public conditions. 

This history of tragedy and 
injustice is also a history of the 
consequences of uprootedness. 
Slaves were a collection of dis- 
tinct peoples uprooted from their 
cultures and environments and 
transplanted to a different and 
hostile cultural environment. As 
W.E.B. DuBois described it in 
The Souls of Blirck Folk: 

After the Egyptian and In- 
dian, the Greek and Roman, 
the Teuton and Mongolian, 
the Negro is a sort of seventh 

son, born with a veil and 
gifted with second sight in 
this American world - a 
world which yields him no 
true self-consciousness, but 
only lets him see himself 
through the revelation of the 
other world. It i s  a peculiar 
sensation, this double- 
consciousness, this sense of 
always looking at one's self 
through the eyes of others, of 
measuring one's soul by the 
tape of a world that looks on 
in amused contempt and pity. 
One ever feels his twoness - 
as American, a Negro; two 
souls; two thoughts; two un- 
reconciled strings; two war- 
ring ideals in one dark body, 
whose dogged strength alone 
keeps it from being torn 
asunder (DuBois, 1 953, 16- 
17). 

Here, DuBois describes the 
strong sense of the inner es- 
trangement and societal alien- 
ation that the African-American 
encounters. It is not possible to 
attain self-integration in such an 
environment. Again, DuBois's 
powerful description has never 
been surpassed: 

The history of the American 
Negro is a history of this 
strife-this longing to attain 
self-conscious manhood, to 
merge his double self into a 
better and a truer self. In this 
merging he wishes neither of 
the older selves to be lost . . . 
He simply wishes to make it 
possible for a man to be both 
Negro and an American, 
without being cursed and spit 
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upon by his fellows, without 
having the doors of opportu- 
nity closed roughly in his 
face (p. 17). 

Such a consciousness is one 
a f protest-protest against men- 

i 
tal and physical enslavement and 
discrimination. No people, how- 
ever, can exist solely by protest; 

1 they must act. But to act in a 
situation in which they have no 
control may be impossible and 
will certainly be dangerous. 
Even under the conditions of this 
cruel double bind, identifiable 
African-American cultural values 
have been forged over the years. 
Among them are: 
1) Racial thinking. This natu- 

rally developed as a defense 
mechanism and it presents 
Blacks with a dilemma. One 
may believe in individual 
self-reliance and racial equal- 
ity but one is constantly chal- 
lenged to justify one's posi- 
tion as a member of a racial 
group. Racial thinking as a 
counter to racism has led to 
the contemporary expressions 
of black-nationalism called 
"A hcentricism." 

2) Conceptions of social and 
economic justice. The Afri- 
can-American community 
has developed a strong scnse 
of justice-justice as self- 
affirmation and as the ac- 
knowledgment of one's hu- 
manity and the humanity of 
others. Justice is understood 
largely as keeping the doors 
of opportunity open in the 
economic and political 
spheres. 

3) Commitment to commmity. 
Against the oppressive struc- 
tures of society, communal 
bonding has been a source of 
security. One can perceive in 
the Black community a per- 
vasive sense of community 
(perhaps one of the vestiges 
of their African past). 

4) Passion for religion. Afiican 
people in America turned to 
the God of their oppressors 
for deliverance. In time, an 
appropriated Christian tradi- 
tion became the dominant 
force in Ahcan- American 
spirituality, as well as in so- 
cial and political organiza- 
tion. 

These values have tended to form 
a culture within a culture, a po- 
li tical culture hidden h m  the 
public square. The dominant 
white class in this country, which 
controls the political, economic, 
and industrial resources of the 
nation, remains blind to or sub- 
ordinates the values of minority 
groups. 

When a minority group, draw- 
ing from its own experience and 
values, can criticize the false 
claims about i ts  inferiority and 
identify the objective grounds of 
its exciusion, its members have a 
solid basis for protest. These 
protests, however, are taken by 
the majority as being merely dis- 
ruptive of an acceptable social 
order. Since a people (as we 
have seen) cannot survive on 
protest alone, an uneasy com- 
promise will be attempt4 in 
terms of its hard-won values. 
As in any one-sided agreement, 

the side with less power inevita- 
bly loses ground to the one in 
power. Thus, compromise is of- 
ten correctly viewed by the rni- 
nority group members as an im- 
posed abdication of its deepest 
beliefs. The result can be cyni- 
cism or despair. 

Cultural Literacy as a New 
Public Philosophy 

Out of this dilemma, f i c a n -  
American communities have de- 
veloped two distinct value sys- 
tems, along with their respective 
conceptions of leadership. Those 
who respond with rage and pro- 
test call themselves "separatists." 
They advocate a rejection of 
mainstream America as the on1 y 
way to overcome Black cultural 
and economic subjugation. 
Among other things, this group 
advocates African-centered 
rather than Europeancentered 
ducation. 

There are those on the other 
hand who argue that, to para- 
phrase Rodney k n g ,  "We are all 
stuck here together and we must 
find a way to get along." They 
hold out for inter-racial solutions 
to the destructive problems fac- 
ing black people, indeed all peo- 
ple, in America today. From this 
perspmtive, I intend to argue f ~ r  
an educationally based public 
philosophy. 

I believe that fruitful interra- 
cial dialogue is possible and that 
a central agency for this dialogue 
is to be found in our educational 
system. The basic route to h i t -  
hl dialogue is to be found in our 
educational system. The basic 
route to h i t h l  dialogue is what 
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Professor Jeanne Chall calls 
"world knowledge" and Profes- 
sor E.D. Hirsch calls "cultural 
literacy" (Hirsch, 1987). Profes- 
sor Cornel West perhaps best 
captures what I'm talking about 
in his call for "the politics of 
conversion" (West, 1993). 

When I use the term cultural 
literacy, I mean something that 
goes beyond a mere emphasis on 
"skills" and which includes 
Hirsch's "network of information 
that all competent readers pos- 
sess." The culturally literate per- 
son must co-possess, with other 
citizens, a background of infor- 
mation that makes it possible to 
read, listen, and communicate 
with others and to grasp the im- 
plications of the social debates 
which bear on his or her inter- 
ests. Achieving high cultural lit- 
eracy is a necessary condition for 
open and public interracial dia- 
logue. 

The key to creating such a 
communicative society is, of 
course, to change the political 
culture of members of the soci- 
ety. This seems aImost an im- 
possible task. How do you 
change relations between human 
beings entrenched in unequal 
class and racial relations? Hu- 
man minds and hearts are not 
machines with replaceable parts. 
The character of individuals in a 
community are formed through 
habitual responses to the per- 
ceived social environment. 
Broad response patterns are ex- 
pressed individually in the di- 
verse persons who constitute the 
soci ety. 

The call for cultural literacy 
which I support comes down to 
an educational recommendat ion 
which is equally and inherently 
also a call for a new public phi- 
losophy. We are aIready in the 
process of evolving such a new 
public philosophy although we 
may not call it that. It is desig- 
nated by various names. Some 
call it "mult icul~lism"; others 
use the disdainful term, "political 
correctness." 1 call it "inter- 
cultural dialogue." 

The restoration of the 
public philosophy 

cannot occur through 
moral preaching or 

reintroducing religious 
indoctrination into 

our pu btic and political 
in stiiu tion s, as 

some conservative 
poli f icians suggest. 

Appropriating Walter 
Lippmann 

In his The Public Philosophy, 
Walter Lippmann called in the 
1930s for a renewal of a public 
philosophy which, even by his 
time, had all but disappeared. He 
comes down to arguing that all 
citizens have an equal moral 
right to make representation of 
their interests and values in the 
public square. Some would ar- 
gue that America has never really 
had such a philosophy in the first 
place. Lippmann knew that the 
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confidence in a democratic pub- 
lic philosophy could not be re- 
newed by exhortation no matter 
how eloquent, or by pointing to 
the "enormity of the present dan- 
ger." He was not claiming that 
unless we renew something 
called the public philosophy (as- 
suming that we could agree on 
one) this society would surely 
disintegrate. He argued only 
that. given our educational and 
polj~ical aspjratjons, we had a 
chance. 

Secondly, according to 
Lippmann, we cannot renew the 
public philosophy by "larnenta- 
tions about the glory and the 
grandeur that are past ." In addi- 
tion to Lipprnann's two disclaim- 
ers, I shall add a third. The resto- 
ration of the public philosophy 
carmot occur through moral 
preaching or reintroducing reli- 
gious irtdoclrination into our 
public and political institutions, 
as some conservative politicians 
suggest. I stress indoctrination 
here in view of the recognition 
that there is such religious and 
ideological diversity among ci ti- 
zens that any appeal to religious ! 

fundamentalism would be dan- 
gerous to a public philosophy. 
Religion, taken as the basis of 
culture, can be destructive to the 
very foundation of a democratic 
culture. 

Religious or spiritual values, 1 
however, are not irrelevant. We I 
must perhaps learn to be reli- 
gious humanly rather than human 
religiously. To be human relig- 
iously is to have the inclination 
to impose one's religious beliefs 
and values on an unwilling soci- I '  
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ety. On the other hand, to be re- The Role of the School 
Iigious humanly is to have deep A new public educational phi- 
respect for other people's tradi- losophy &st be pursued th&ugh 
tions. Men and women today interracial and inter-cultural as 
have"1owcapacitytobelievein wellasintergenderdialogue. 
the invisible, the intangible, and The first and primary condition 
the imponderable." We resent for such a didogue is the accep- 
any imposed precepts which tance of the pIuralistic nature of 
might restrict our private inter- our society.  his necessarily 
ests and desires. Clearly, the means that truth must be deabso- 
public philosophy of a free and lutized. All human cultures are 
democratic society cannot be re- in the pursuit of truth. 
stored by fiat. As Lipprnann puts 
it: 

To come to grips with the 
unbelief which underlies the Religious or spiritual 
condition of anomy, we must values, however, 
find a way to re-establish are not irrelevant. 
confidence in the validity of 
nublic standards. We must We must perhaps learn 
renew the convictions from to be religious humanly 
which our political morality rather than human - 

springs ( 1  955, p.88). 
religiously. To be 

Such public standards today human re f ig i~~s(v  is to 
must include feminist thought. 
Feminist arguments have been - 
part of  public debate in the 

- - 
have the inclination to 

- -  - 
impose one's religious 

- 
when, during the American 
Revoiution, proposals were made 

unwillingsociety. O n  
to grant women full citizenship. the other hand, to be re- 
~ h k  proposals did not become ligiuus humanly is to 
part of the American Constitu- 
tion. Over 200 years later, we 

hive deep respect for 
arestillfacedwiththesubordina- ~therpe~pIe's@aditions 
tion of women. A reconstructed 
public philosophy must endeavor 
to advocate for a moral equality In pl~blic discourse, all truths are 
that includes men, women and local and sel f-regarding. Princi- 
children. Insofar as the ultimate ples are, in part, rationalizations 
goal of feminism is to enhance of some specific interest. My 
the well-being of all human per- own specific interest, as I see it, 
sons, it can play an important is to call for interracial and inter- 
role in formulating the new pub- gender dialogue through educa- 
lic philosophy. tional programs aimed toward a 

widely shared cultural literacy. 

Truth claims, understood as local 
and specific, cannot be presented 
in the public arena as absolutes 
nor, therefore, as exclusive or 
universal. No fixed public crite- 
ria for policy can be imposed on 
the general populace 'beyond 
that which the preponderant mass 
of voters, consumers, readers, 
and listeners happen at the mo- 
ment to be supposed to want." 

Fruitful dialogue can take 
place when citizens are educated 
to interpret and to be open to 
truth claims as relative to cultural 
context. Public dialogue, there- 
fore, cannot begin in a general 
discussion of assumed universal 
meanings regarding human Ii  fe 
and how it ought to be lived. 
Every cultural group begins that 
discussion from its own perspec- 
tive and for its own communities. 
What then is there left to talk 
about in the public arena? 

The following are some essen- 
ti a1 insights of a cultural literacy 
approach through which schools 
can prepare students for their 
roles as citizenslspeakers on pub- 
lic issues: 

Dialogue is often a messy 
and confusing learning proc- 
ess. W e  all need permission 
to team from our own mis- 
takes and from the mistakes 
of others. A major public 
virtue is tolerance for ambi- 
guity. 
Interracial dialogue is crucial 
to the future of the nation. 
Dialogue is a learning proc- 
ess that must be nurtured 
within as well as across cul- 
tural and racial groups. 
Teachers can guarantee safe 
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and responsive space within 
which to explore and articu- 
late experiences and value 
systems. 
The moral equality of all per- 
sons must be respected. Mi- 
nority members especially 
must be assured that they will 
be treated as persons who be- 
long as equals in every aspect 
of their humanity. All must 
feel safe enough to confront 
perceived instances of insin- 
cerity, dishonesty, or mistrust 
in service of a favorable envi- 
ronment for dialogue. 
The norms of inquiry and de- 
bate will be consistently ap- 
plied and publicly stated to 
all speakers. The contribu- 
tions of individuals will not 
be based on selected, surface, 
cultural ideals or styles, nor 
on the extent to which an in- 
dividual differs from the per- 
ceived ideals of his or her 
cultural, racial, or gender 
group. 

Conclusion 
Human behavior can only ap- 

proximate the ideals of any 
community. A multiculturally 
based cultural 1 i teracy approach 
is not about imposing new ortho- 
doxies. Honest dialogue de- 
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rnands that we must compare our 
ideals to other people's ideals, 
and our practices with other prac- 
tices. We may then recognize 
that we are closer in our deeper 
commitments than we could ever 
have conceived. 

Taken together, the above 
listed features of this version of 
cultural literacy could provide s 
springboard for a new public phi- 
losophy. The core values of 
genuine multicultural education 
are: ( I )  appreciation of cultural 
diversity, (2) recognj tjon that we 
have responsibility toward the 
world community, (3) reverence 
for our rich cultural and natural 
environments, and (4) apprecia- 
tion of gender differences. These 
four core values are, I believe, 
fundamental, political values as 
well. They are grounded on mul- 
tiple, historical perspectives 
which could help strengthen the 
cuItural consciousness of all eth- 
nic groups through intelligent 
intercultural contact. 

Multicultural education, so 
conceived, affirms a contextual 
approach which gives the aware- 
ness that, as humans, we are de- 
pendent on our social, natural, 
and cultural environments and 
that our environments in turn are 
dependent on and are shaped by 

our actions and relations. This 
might increase our awareness of 
the shared stakes in the ecologi- 
cal crisis and spur us on to de- 
velop mutual norms for the care 
of our natural environment. 
Thus, African-American spiritual 
values, racial consciousness, and 
concepts of community may be 
publicly integrated with the val- 
ues of the wider American socj- 
ety. We may yet constitute an 
illlegrated cognitive and value 
system capable of revolu tioniz- 
ing our educational system and 
our public life. 

Such an integrated public and 
educational philosophy is, at its 
center, a quest for justice. The 
fundamental principle of justice 
is the recognition of a person as a 
historical subject and not as a 
thing or an object. To see each 
other as persons, we must be en- 
gaged in communication. Inter- 
raciaVintercultura1 dialogue will 
enable our human community to 
attain some kind of overarch& 
and yet pluralistic unity-a unity 
in our affirmed and appreciated 
diversity. 
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Education for Peace 

by Benjamin Spock, M.D. 

I 'm a strong believer in rele- 
vance in education. And 
what's more relevant than 

staying alive? I mean that the 
greatest threat to all our lives is 
nuclear anni hi lation-through a 
spreading war or the miscalcula- 
tion of some leader afraid of be- 
ing called a helpless giant, or the 
sudden insanity (it happens to 
people all the time) of a key gen- 
eral, or simply a mechanical fail- 
ure. We've become accustomed 
to living with this unprecedented 
threat, as unfortunately we be- 
come hardened to anything that 
continues to exist Iong enough, 
but we are coping with it. 

Our only chance of survival, I 
think, is to bring up a new gen- 
eration of children with a differ- 
ent attitude. For it seems to be 
hopeless to try to get govern- 
ments to disarm; those of the 
U.S.S.R. and the U.S. have con- 
gratulated themselves generously 
for negotiating two stages of nu- 

I clear disarmament, which turn 

out to be blueprints for tremen- 

i dous expansion. 
A first step would be to stop 

the teaching of flag-waving his- 
tory and substitute real history. I 
was taught in school that the U.S. 
wins all its wars because it is on 

Benjamin Spock is an author and peace uciivisi. He is parhaps the 
world's best known "baby doctor. " 

the side of justice. What a dan- 
gerous lie in a nuclear age! that our involvement in Vietnam 

Children should be taught that was a power grab, that our Mexi- 
the causes of the two World can War in 1848 was a land grab, 
Wars included crude national and and that the repeated armed in- 
industrial rivalries, that the terventions in Central America 
American Revolutionary and and the Caribbean were at the 
Civil Wars were about economic behest of American industrialists 
issues more than idealistic ones, worried about their investments. 

Then when they are adults they 
won't be quite so easiIy misled 
by press and politicians who are 

Certain ~h arfl~teristics engaged in saber raali ng. - - 

o f  our s~ecies are More basically, our khoo~s  
J A 

particularly dangerous and universities should keep re- 
minding students of the true na- 

and related to the ture of human beings: potentially 
launching of wars. generous and potentially greedy; 

People, singly or in capable of great kindness, yet 
more cruelly murderous than any 

groups, who feel other creature; happy to build 
hostile to ward and happy to des&&; eager for 

others, because of power and, having gained some, 
increasingly hungry for more; 

differences in religion honorable in intemersonal rela- 
or color or nationality, tions but cynical taking a d v a -  

would feel guilty if tage of organizations and groups; 
heartless as national leaders to- 

they admitted this ward other nations. 
to themselves; SO Certain characteristics of our 

they manage to species are particularIy danger- 
ous and related to the launching 

project their own of wars. People, singly or in 
hostility onto their groups, who feel hostile toward - 
presumed enemies. others, because of differences in 

religion or color or nationality, 
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would feel guilty if they admitted 
this to themselves; so they man- 
age to project their own hostility 
onto their presumed enemies. 
They accuse them of duplicity, of 
barbarity and of planning aggres- 
sion. They feel entitled to 
threaten to wipe them off the face 
of the earth. When their enemies 
react to these threats with counter 
threats, the original aggressors 
see the counter threats as proof 
that they were right to be hostile 
in the first place. 

This is paranoid thinlung. 
This is the way in which the U.S. 
and the U.S.S.R. dealt with each 
other from 1917 until World War 
11, with disparagement, insults, 
violent t h r ea twach  side insist- 
ing it was totally noble and that 
the other was totally evil. This is 
how the Turks and Greeks on 
Cyprus, the Catholics and Protes- 
tants in Northern Ireland, the Is- 
raelis and the Arabs, have tried to 
salve their own consciences-by 
hating and attacking each other. 
Only outsiders can see how both 
parties in each conflict are de- 
ceiving themselves and prevent- 
ing a compromise solution. 

The self-serving, paranoid as- 
pects of human thinking should 
be discussed by school and col- 
lege students, not once, not once 
a year, but at every opportunity 
offered by courses in current 
events, social studies, communi- 
cat ions and literature, history, 
biology, psychology, sociology, 
anthropology, philosophy, ethics. 

I don't know whether a thor- 
ough familiarity with the perva- 
siveness of paranoid thinking 
will put people more on guard 

against falling into it when ten- 
sions develop between nations. 
Maybe not. Perhaps the impulse 
of people in any country to close 
ranks and hate the supposed en- 
emy wiII always take over. But i t  
seems worthwhile to attempt to 
build up a resistance to it ,  for the 
alternative, sooner or later, is nu- 
clear war. 

In the early grades where 
animosities, aggressions and hurt 
feelings come to the surface eas- 
ily, teachers could use every epi- 
sode not simply to discern who is 
at fault but to show, in the real 
life of the class, how readily 
~nisunderstandings and misaccu- 
sations arise. 

In America the 
extended family and 

the true community are 
rare. There are no 

universal values except 
for the importance of 

money and of 
getting a head, neitlr er 

of which brings 
emotional corn fort. 

We are a people who have 
always slipped easily into vio- 
I e n c e i n  betraying and el iminat- 
ing the Indians, in frontier jus- 
tice, in abusing Blacks. We have 
crime rates that are many times 
as high as  those of other compa- 
rable nations. Television vio- 
lence has catered to this appetite 
and also heightened it. We know 

now that the viewing of pro- 
grams and movies of brutality 
makes adults and children at least 
a bit more cruel in their behavior 
afterwards, and that it lowers 
their ethical standards. If we are 
at all serious about avoiding war 
we must arouse people to turn 
against brutal shows. Addition- 
ally, we must persuade parents 
not to buy war toys. These at- 
tempts will take decades, at best. 

We can't wait to begin thc 
education for peace until children 
are in school. Their attitudes are 
half formed by then. Parents 
should take more i~lterest than 
they do now in teaching chil- 
dren-right from infancy-to be 
considerate, cooperative and lov- 
ing in the family. 

One of the surprising impres- 
sions I've gained from traveling 
in other parts of the world is how 
much less quarreling there is 
among children and how much 
less yelling and slapping there is 
by parents. We have a tense, an- 
gry society. My own interpreta- 
tion is that we have badly over- 
done our emphasis on tough 
competition and rugged indi - 
vidualism. In most other coun- 
tries the individual and the nu- 
clear family get enormous emo- 
tional support from a tightknj t 
community which provides com- 
fort, security and a strong web of 
customs and values. 

In America the extended fam- 
ily and the true cotnmuni ty are 
rare. There are no utliversal val- 
ues except for the importance of 
moncy and of getting ahead, nei- 
ther of which brings emotional 
comfort. Each young Family is 
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on its own, to set its own aims raised. The price in anxiety and they can help to raise children 
and values, to find its occupa- tension is high. who will have a better chance of 
tions and housing, to make It is not the school's responsi- solving them later. 
friends if it has the knack, to de- bility to change the adult society 
cide how its children will be directly. But, if educators get a Originah published in Val. I 

sense of where the problems lie, No.2, A P ~ ~ U M ~ Y  1975. 
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