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Editor’s Introduction: Learning
Dravid Scott

Introduction

Rz narior work covers the ossen il aceas 1hat constiioe the fiskd of
lesenieg. 10 is arranged an four yolumes,; Fhflnsuphival, Sosiodogroal
and Mchelngleal Theortes of Lenoing: Mudvls of Learring: Lecrnimg,
Currtcidumn, Pedapogy and Aseonwnt: and Levititng Dispasitions, Life-Leos
Levininyg aued Lewrning Envivonmends. The theneies, frameworks, rhwemace
appronches amd concemanl relations diseussed in e fonr volumes are gon-
Lral eo each aned every leam ing episede. and it i3, cheaefme, possitale e el
sererlse sueh eplsecdes as learning sets or sequences. Ench learning ser has g
series of elomwnis: o determinancen of the chicemsmness in which learming
cart ruke place in the speetfic environment; 4 set of resources and pcinaslo-
gies to atfow shat learning ke place; o pasicslsr e of relagionship
betwewn teacher and fearncr 1 effecr dhr learning: a theore af fearring,
rhat ig, am aceine of low the bening fenpresied as 2 konwledpe ver, skill
or dispositivnsinclinanon) con be assimilated; wnd 4 further account of how
the learning which has taken place in a particular s ol circumstances, for
cxample, o classroum, with & ser of learises, in o partcalor way, wich a
panicular theary of leaming underpiining it and so forth, can srunsfer 1y
ather enviremmenrs in ot plices and times, The ammicles chosen for chis
fatevodeme work ane varkns on Iearming in weneral ane on ispecs or ele-
mers of these keamning sas, in partionlar
Learming cnn be cheorised e a process, with o range of sharmemnrisio, i
has o ser of pedigogic relations, rthar is, it Inenrponiigs @ refirionship
between i leamer and a cvatalyst, which cookt be a person, an abiscr in
nateere, an aitebaes. o particular avciy of resources, an alloeacion of 4 nsla o
funcrion e a person. 1 texr ar i sensury obiect, A chinge process i vequired,
alther imernal Lo the lenmer or exteenal 1 the community of which chis
lewmet is a meinlen In iwny Jeaming cpisode, dere g rempnral arrakgements,
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and these should be undersreod in two ways: fest, that learning nvelves &
temporal sequence of activities, i.e. oy leads 1o oy which leads te a,, and sec-
and, that learning episodss are internally sequenced,

Leamning is conditionsd by an atrangement of resources, ncluding spi-
tial and remporal configurations. These arrangements may be embodiesd,
discursive, institutional, svstemie or agential. This has implications for the
wypes of legrming thal can take place: overlays retain the ariginal; fusions
include discards 58 well a3 insertions; deledons or subtrectons invoive a loss;
additions or amachntents wre accretions; progression implles & movenwent in
relarion 1o 3 set of critenia, Each leaming eplsode has socio-histerical roots,
wWhat s leares in the first place is formed in socery and outside che individ-
wal. 1t is shaped by che life thar the parson is leading. It i rhus baorh £XEET-
nally ard internally mediaced, aid the form mheo determined by whesher
the process is cognitive, affective, meta-cognitve, conarive or expressive.
Finally, learning has an internalisation element, where what s formally
enternal 60 the lemmer i interiorised by the learnes, and a performative le-
ment, where what is formally imermal o the leamer is exteriotised by the
jearner in the world.

Two Theories of Learning

tn relation o internalisation, exernalisadon and performative mechanisms
in leaming, Jerome Brunce [1966; 1996; and represented in thiz four-val-
ume set by his theory of mind and development - see volume ane; and by
his theory of instruction — see volume rwo) disanguishes between symbal-
processing and sociv-cultural views of learsing. In typieal fashion, b strives
to avald miing a posltion in which e one is seen ms fve opposie of the
ather, so thot, il one position is edvecatsd, all reference 1o the pther is
excluded. However, he doss distingnisk berween two theories of learning.
The first of these theories, the compurarional oo symbsol-processing viaw,
understands leaming as the sorting, stosing and recieving of coded infor-
mation from and abaur the world, and it works in the same way tal 3 Com-
puter processes date. The mind is treated 5 & blank screen, Information is
inputeed into the mind, and this consists of pre-digested facts abput the
world, which represent in some unambiguous way how the world warks.
The mind, in the act of learming, receives that information, ncspovakes it
into the store of faces and theories that it already holds and theh makes
adjustments to this workd-view io rhe light of this pew informarkon. This is
& mechandstic process, and the nodon of interpreradon is subsequently
rechuced to the assimilation of new information and the reformulation of the
mird-ser of the leermer Learning is wnderstond a5 a passive reflecton of the
world, with particuler leaming episodes being undersiood as morne of lesg
afficienthy realised.
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Svmbal provessing spproaches have their origins in the philosephical the-
smvof empielsn, which anderstrnds e warld as given acd then nageed
v andivadual minds. o separsies oun Jangusge fom realiog ming Goem boedy
an che individual from sociery (ol Boedo, 19901, Empiricism sogpeans thal
farta e by eollectoid aboun the woeld free of the watlle dsswnpiine and
teliet systems of the collecion, These Facms consiwne ciegquivacal and e
ATETCs il tine worbd Funhueisore, Jeasroing comprises discoveisng
what thew ore and developing sdeguate moclels to explain e

Haoweeves, this implies that wae anderseand the world as fSxed o languase
and s Banguaye betng o counsparent moedlus o reproseniing renlige 1his,
A cvaaee, doese't nuean that an individank eon create the world o il Tike:
it dovs sugeest that ehe wiree oF vnderstanding, bearming aod indeegd,
Deing, regides in socieey and inoparocular, in conumenities of jearners Jocaed
e bme amel place. Furthemaore, o challenges sssumpiions thar teere s a
warid or Teality ol there which is separaic fon: ow knwledye of 5t and
thinl buman Dwings have inveneed swmbalic sydtems sueh s language and
imatlensatici] netsion which nwcor ae realine I eoncrast, cheee 6 a none
ravdscial solucion o the problem of te rolanienship beesesn mend amd oealive
i this is thar ropresesnisiions of reality are nor 4eecn oG oy semse
segpuise of e oature of realite or boeause the mind s consrpced 1o cerain
wiy, Bt as o resnln of individual Buman bednges pcivele construcing s
=RCEEUCng thal cuaiily in conjunctien with athee human beings, some
sunbengsaary, some kang doec gead, This Biesgs wo che fore rhe dispute
Toetween constructivists and stiageed cogiitivise, in i rhe fmer aeegei
that thix actiee process ol leaening vocues i che mind. while the laieer locae
whe process of caegarizing, classifving and [vamemg the workd s sagiony am)
nac i cedlvlduat ininds, Pl Cabb din the firss valuime of thes work orgues
thint chers is @ considernble debore abous whether mind iy loeated i 1l
fsandl o in dtlividual in-socta - sctien snd whethay dovelopmen @5 cognitive
self-orguoisatiun or vpoeulogration e csablisbed praciices. For Cobb, (e
chnice between constructivist and secio-cnliural perspeciies 18 o Blse one
Sestin-culourul perspectives focwes an the copdtions mor we the messilalay of
wming. wherse fieorks geveloped from the consiomtivisl persperse
g it whiad stodencs learn anad the processes Be which they de so,

Symis i processing appraaches ue ciEsEtion o saggean a furhe deal
sm, beowveen mind sl body This sepacation of mind amd hesdy lacores
Jezaning and cogeition in the mind. as te mind passively rocevgs mons the
Lusdily senses intosmazion which i thues proceses, The mind is coooived o
a5 sepirate from the mosecind hedy and Som the cnvamiesn inowhich the
by i lovied, lenrning i omderstocd a3 a passive procsss of aoguirig
anfarmiation e e oprirommeni. ON the moniran; sinmted-cognionnis:
argus thit bearning involves inmate and ineraciive contkt with the envi-
conment asxd this contnibutes 1o tnther wnderstomling for the individual
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and changes or wansforms the environment lself, (o ocher words, know
ledge is not underswwod as a passive body of knowledge, akills suud disposi-
tions te be acguired from the environment bur as an iMteEACTive process of
construction and re-comextualisation.

Finally, it i3 important to discuss, as Bredo (19900 does, the third dual-
izt which critics of symbol-processing approeches have sugzedsted is prob-
bernagie, This is the separation of the individual from sociery if a learner is
given a task to complets, they have o fgure ow for themsstves what the
problem is and how it can be solved. The ask moreover, iz framed by a set
of social assumprions meds by the eacher, The problem with the symbol-
processing view is that an assumption i made that the rask and the way it
e Be sohed are undersiood in the same way by both leamer and teacher.
However, this is an assumptior which shouldn’t be made, and one of the
consequences of making it i thar the leamner whao then faila o sulve e
problem is sunsidered 1o he Inadequate in some specified woy, rarher chan
someve who has peconfiewred or interpreeed the problem in a way which
is incongruen: with that of the tcacher or observer The individual/societal
distinetinn which is central o a symbol-processing view of cognition stparates
out individual mentsl operations from the construstion of knowledge by
communithes of people and rhis leaves it incomplate as & theory of learming.

This symbol-processing or compuraticnal view uf leaming can be com-
pared with Jearning theotles which emphasise culkural aspecrs which are sit-
uated or cmbedded In society. Situared-cognigton o socio-cultural theoriss
of learning view the persun and the ervironment 48 mumathy constzucted
and murually constructing. A3 & result, chey sess sctive, tratisformative angd
relational dimensions o eaming; indeed, they undezstand leaming as con-
texmualised.

This point can ke Hlusrared by an example from the feld of informal
jerning, learming how to be a parent. What characterizes this nype of leam-
irsg ke that chere is a8 ver po formal type of ooining which a putanive parent
&S to undergs. I is an example of leaming gerersted rom the actual practics
iself. More fundamentally, the parent i immersed in particular discourses
ahout parenting which act o close off other possibilities; these discourses
reflect the way society it structured, The putative parent hias 4 view abou
him oz herself and how this rebates to parenting. Parenting itsell takes place
within particular environatents, and these are structured In different ways.
Single parendng is a qualiacvely different experience from parenting by
rwo or more aduls. We, therefore, need 0 understand learning how to e
A parem as siouated 2ndd a3 making reference (o discursive sTachiltes or sig-
nifications of gender, sexualiry echnicity and class; pre-.organised meanings
about pasenting which reflect particular understandings abour knowledge,
&, views af childhood, sdulthond, learming, wenticy and the like: and ot
viewpainis, discoutses and knowledge souctures which act as puins of
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_omparkon, Wizt this a5 that leagning is situaced and taet ic hns con
snucted or secial featurss. As o resalt, i can Il11|:.. T wndersionsd b'l.- muking
references 1o 1hnge knovelodae structures, diseoiarses ancl prctives witich sefhect
sarvicwlar time sred space bound procecupariens and values of paticalar
SOmITLniCEs

Furtheerniete. these compiunities are grniiiod i vanoas wiys, Fics, some:
mdividusls Ut seiory luve o greacer iptluence than others in leterasintig
wnac counes s begitimane knevwvhedye aol what doecsny, Soened, knowlerge-
catlering 1okes piace in serrings and envipnmenes o which mdidunls
qave dilferent aevess o resouroes, The subicor marrer of learning @5 pitt
“hose differences amed this imens doat s 15 2 necesiary clement in el
st of social ke, Thitd, thers are power dimensions or the leaming si1-
i insell. This s nwost ohviows in formal besmeny siigatsns where the
eacher his i greater oppoariuey wompose thein vorsion of knowledge on
the bearncy than the learner his oo construct il Hee 1hemschbaes, | lowewer,
even in the most ifoemal of learning situarions chene are s dirnenshons
nrosent. &5 the kamer is sioosied within arrangenenss of krawiedge. huw
it should be organized snd how i sloald, theeefoe. be assimilisted, which
acts Lo restrwct the eapaciry of the learner oo progress cheir own leazmmg,
Fimally, bearning acts w Bx realicy in o paricular wiry eehah i never entively
sysafied and caneor e legimoaed by referonee tooo norion o what the
wonld s really dike, This wer of closure is a part of 1l realliv wichin which
hie lemmer is enbedded, By sdopring a particalar way of working, a partc:
winr wnderstnedling of knoavledge, the leacner g pegocning o mening Jside
from other frameworks and (his el is 20 acL of owes,

However within this generad famewsock, Tearmers have more conrmel in
somat seflings tlan e oliers. Lhe rcaching and lewming strdegy ax Con-
soructed strongly or weeskly, whee steonyg and woak refer 6o the copucity of
rhe messagze Stem to reserice or allew ditferont mesmings. BLerprecisns
anl setinns, Bl learning moement focussos am g particobin aspect of know-
ledge, wherher chysen by o teacher oo, This is made visible by i aceof
Jebivery owever, cheve are jlwave lisvisble duneleions: what is nor chosen
and why v veds 0ot chpsen e mvisibke. This sppeosch w0 one that Bosi
Aemudeu vied extensaeely. Bernstein dearures in veslama ane of this wark a2
the progenitor ol o mrkiet which proposss Lhe develepnient of o himgoage of
learming reloting o che inmorma smeciome of specinlised Kuswledges. the
posicicnnt nstury of 1heir Gelds of arenas oF Praciice, ienTiy consiucLiuns
and rheir chinges, amd the furms of acguisition (o succcsshul pemormanges:,

Finally, weere are serucoacal dimensigns of e lecnning sewing. These
vomprise D0 el pansewiy spatinl and wmporsl suTangements. [Hxance
weaming appromehes ane constrocted i parncolag wavs so thac the learmer is
allerwed some heonee for wiven apd whore they cliomse g stody, e 0o-1ee
remching sedlings are ookt ructed i weems of rimctables, sequences of laan
e, parciculisr reluriona leeweun teachers and Learnes and seganized places
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where the reaching rkes place. All these various forms of strueruring influ
ence what is leernt, how it is leamnt and how thar knowledge is wsed Ln ather
seteinge and other emvironments. Sinseced-leaming approaches acnaowhealpe
that these arrangements for learming ane consorucred in communies of peo-
ple. They also suggest that learning is ftself a social practice wihich has the
petential oo ransform che prectice iself. What this means is that larming,
krowledge and its purcomes have w be undetsiood histotieally and os being
socially embedded,

Constructivism, Socle-Culturatism and Behaviowrlsm

Consorectivise snd socho-culurs! theories of leaming can be conteasted with,
and indeed were originally conceived as a reection ageinst, behavistinist
fewrns af learming. Behaviowrisn works on the principle of stimulus-response
andl i machanistie in orisntation, B.ESkinner (1972} was an early exponent
of this leamning theory. The initial kypothesis is ther pleasant experignces
{3uch @6 pewarcls or praise] are positive reinforcers and uopleasant expeniences
(such as punishment] ere negative reinfurcers, Learners naturally seck out
pheasant experiences and svoid unpleasant onzs, Continuous reinforeement
of bath oypes Increases the rate of leaming and both shape behaviour Al
hehgwlour then can be sxplained withous recorse to Intermal mintal siafes
or 2 notion of free will. Learning s essentinlly a passive process. Rejecting
rehaviourist and individuatist assumprions, Michael Young and David Guile,
irt vidume four, suggess thar these approaches are dependent on Tansmis-
sion pedagogies and cognitive science aceounts of expertise. They propose
replacing It with a more inclusive secizl theory of leaming.

In copttas], constructivist and socio-gulursl theorists of learning, using
4 Vypotskian metaphysic, offer en altermacive, This forusses on the notion of
scaflolding. Scaficlding in teaching 15 & well established convept in educa-
taor. Bt essentially means an afd which is developed and offered to the leamer
by & mets experienced person in suppore of the leaming process. The con
vemtional noden of seaffolding has a number of characreristics: it is & tem-
rorary suppus; i is effersd 1o the learner in relarion o spevific tsks that
they are asked to perform; the learner is unlikely o complete the task with
out il {cf van de Pol et al., 2000; and feanured in volome tiree of this work),
uwnd the scaffold is provided ro the bearner by the 2acher in their capacity a3
‘expert’ in relndon m the serisfaciory completion of the tash (Sharma and
Hannufin, 20077,

According 1o Wood and Wood [1996a and b, and featured in vokurme twa
of this werk), scaffolding comprises the overcoming of ek uncerraing and
coningeney. If the learner 8 uncertain aboul the contours of the rask, what
the task entmils and therefore, whar a proper sofuton o the task might be,
they are unlikely to be able 1o complese it without assistance. The expert
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arim, Assuming @1 provess role, delseates che features of the sk, dod this
mrghr include examples of how similar tushs Raee brant complered, o Iridpe
1 gap berween novice and teacher, The expert, therefore, hag e sube of
-wducing unvenainy; hewever (s does nol imply thil Lhe lesmer s green
chue wopluticn which is ten intema lised. Wihat s inoeenalised is s way of solv-
g such Liks wiieh con then be applied 1 a number of other similar tks,
The soeond of their principhs. contngency, cowwiscs support far the learmer
which invekves progrossively reducing she amoant of canerol exeried by the
wipers unnd the learnes s able peerinatn the wesk independerrly, The
sxpent. thus tneereenes in the leaming process I relaien 1o tbe Jearmers
seets, tnoving from mate strocrared o ke sruciuod approsches ancil ihe
senrmer gan petform the action independent]y,

Lamper e Applohes | 1986) sugess five key tetons o This scaftulding
crecess; pwneTsaip by the feanec appropriatenzss of the Laske fa U desrne
ce's stuge of developmen; @ srrucoered approach o the complesim of the
+ask: eollabemrion bevsmern acher and basener and fnally intesnalisaion
s that il learner can pethorm the sk imcleperdenty, Two uther principles
are relevant in this weritesr, The ficst & the negd se enhance rhe abllice of the
searner tu peediet what will be given e chem pext; and the sevond isa eaed
ro make visibie e process by which the expect pertorma the acrlen. haking
vesible the provess of task completon miy invaive Instruetion wleta the
rrovess is ned immedineely revesked wobe learner, bon only sulksequently i
aearefully stged sequence in relation e the learer’s newds. Sume inkorma.
sion for the comppletsn of the tash 15 1ot immediziely made explici.

Scaffolding rhen involves the fullwing processes (Thap anad Gallimere
LaER: 1991) modebling (offering beluvour Bor imitation]; feodback {proe
ding infurma ien i i pecormance ns i cosspares o o saoard ) st
iy (roguesting specific actions): questioning [requisting & verlal response
want belps by producing a mentak aperaicn thar the Jesther canne o wueold
aat prodsce ahunc ) cognitive sguemaring Cproviding explanations): and task
stracturing [chunkiog. sopmesming, sequensiog, o ctherwize structuring 1
sk into oF from components, White almost any leacning aid e be g seaf-
alil. senffolding In teaching takes pleoe vily when the 1eacher provides spe-
vifie help that i contingsn: she teacher’s suppon is uctumedd o e srugem’s
current state of snderstanding: the ssudent secomplishes the mek wath the
ceacher's siteaied help, and the student peiforms the sk indeperslentls
‘ading: the level and amowm of suppoer i gadually withdawn from the
seudieny and imvolbves o ransfer of responsibilice: e suwdenr Gakes inereas-
imi conitol of their owit leaining in the performance of o sk,

What thesar various writers bawe aremypted (5 an ntlirplil.liun(rfﬂ‘ﬂ'gorﬁkiun
perspective o leqrning, Moore (2000 smnmarnksos Wypnrikys VicWws on
devebipment, msrradion and conseinusness in relation o schoul Children.
Children's cogninve developrment 15 achiveed most elfectively by claboracing
ideas ond wndersianddings in discession witlh beir wachers ancd peers. Children
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pertorm and develop beter with belp than withous help, and should be given
cacks that will test what iz develaping in them racher than what has already
developed (the norion of strecching not Just ‘able’ siudents, but those whe
moy e parcrived as underachieving in comparson with eny accepted devel-
opmental norms)y. Children should develop ‘consciows mastery’ over what
they have lewrned rather than merely being able to recite facts which may
Rave Jirle meanlog for them. The developrens of such experdse bs not subject-
specific, and once acquired becomes a wol through which all leaming is
facllitated and enhanced.

Muogre gocs on ko suggest thar this has a numper of implications for class-
room practice. The child in order 1o learn s particular aspect of the curricu-
lum, For example, ceading, needs to be ready o do so. Furthermore, they de
nat avtemancelly progress to & higher stage of leaming at @ partcular
chronological age. Formal rests, whether of a disgnostic of summative type,
enn ectually give misleading mformariom abeut the child because they are
comducted in emvironments which do net allow that child e fally express
what they know and can do. Indeed, it b the active presence of mdults and
peers in the articulation and realisarion of knowledge which allows them to
ezpress In a fundamental sense what they know, This implies 4 view of peda-
gogy. which & inveractive and noo-didactie, and which rejecs & regur gianon
of pre-conceived Facts and ideas. It alse implies dhat knowledge acquisition
may be artificially restricted if coafined within exising curriculum bourncaries
and traditional knowledge souctares. Teacher-lesamer relations, therefore,
need t be dislogic mther than monologic, involve collaberarive leaming, both
with peers and the teacher, recognise leaming as an active and Inter-aciive
process concerned with dee provisional nature of the leamer's knowledge,
and emphasize arriewlation and meta-processes of [eaming.

Scaffolding is understood as an interpersonal process where botk teacher
and students are acdvely engagad. To beer understand the teachersstu-
dentisy interactior, Wood (1966} developed two broad catcgeries: funnel
pattern interactlon, where seudents are supported By leading questons
which are designed 1o guide them tw a predetermined procedural solution;
and focussing pattern interaction, where teacher ard student(s) engage in
dipcussion and the weacher's principal function 15 m pose questions and sum-
marise the shaped knowledge, whilst alsu ar the same rime fpcessing atren-
tion on a specifit issue thar has not yet been understood.

Desplte its apparent simpliciy, the broader notion of scaffolding in teach-
ing is racher complex and it wtilisation in everyday teaching comes with a
nutber of quaiifications: first, there is no aniversal agreement on e defi-
nition of scaffolding and on closely relassd mechanisms such 86 ‘contin-
geney’, Tading’, and ‘tromsfer of responsibiliny’ (van de Pol et o, 2010 p. 2853
Secondly, scaffelding is portrayed in the recent literature as a dynamic inter.
vention which is chen adjuseed (for better functioning) to accommudate the
Icermier's ongoing progress. For these reasons, the 'scaffolding’ support given
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= the 1eacher depenids on besh the siuanon and the student's respinue,
Heage. scallolding operates diffevently in diflferent ssantions and is not a
sne-stze-fits-all revhrigue [fhil, po 272, As a Tosulr, scholors ane begindiog
To draw a distinetion berween the seaffalds means and (s Inrendons,

Learning Sequences

S:om 1his Wyvgomkian porspective, i pus:.':h!l.- ter slemLify A =crics of learn-
£g sem or sequences. The fesl of those is observation. Here, the wacher dis-
=.avs the aedon shich the leamner s reguired 10 unltace o she classooem,
anid them Bees in the context of appliverion. There are theoe principad ovpes:
2 e madel invelving o demensmation of aring cur of she behavinws o be
cearnts o werkal Instructional model where this comprises descriptiuns aad
syplanations of behavicurs; and o symbelic model, examples of which are
woemaring and expressive pertormances, These are slimuli for learming, The
sarming skills regquined of die beamer ares observing a pedformance by the
seacher whether this cosnprises live medelling, verhal ins rocticn f-l'ﬂ!iﬂ'lbﬂl:'
& medelling: comprring the perforasaes wirh an embodied form o that
Zsplay already Nwld by che learmers adjosting theic cureene construct
wrouph moditiention or subsilotion: procce by the [eirmee whils being
cupported within the artificial environment; peacice by e learner withou
support within she arcifivial environment: tansberring the kil o the real
wayironment whilst being supponsd; and censolidadon without swppott
snpoanght use i sbae veal cnvironmene Lot Bandune, 1977). Jean Urasec pro-
wdes am aroount in volume one of the dovelopment of sovial learming -
. comparing the cheories of Rolert Seacs and Albent Bandura, Bamdurs in
et almndrned e psyehoanalyrical ano drive feanres of Sear’s approach
and focussed on eoumitive amd fermacion cagaonics chan mediare social
swhaviour

Vv second of tThese & comching model, e, the tovus = om o secns ol
steps: modelling by the expery; conching whilst the learner practices; scof-
=:ddine where Lhe learncr is supporsed during the initial stages wich thar
sunport gradually ing withdrawy as the leamer becomes more prolicien
coaching here immslves the eacher in idenrilving for the learne: deviations
fromn the model in the perfarmoree of the learnod and then suppening Ui
earner a oy make aTemprs W opmeer chis pecformamen): acticularion by
e learnec of rhat process, reflection oo those processis end comparison
agth the expert's reasons for acion: ad exploration where the feamer
cadectakes the various activities withvont support (ol Colling ér ol 19893,

Goal claty i o cunpunens of effecone learning. To it end, teachers
seed tn provide learnery with explicit ssateaments nond cyplanations abaut
she nstructicnn] ohjectives in o legsaon of sories of lessons (Zimmernian 2nd
Schank, 20115, Geal clariny has three e Feissed aspects: cxplamationy



sxx  Editor's introduction

gboist how they are expecied to perform the tasks assigned to them; GRpor-
runitics For thern 0 grasp what is sxpecoed of them, ang reflections about
their capacity 3s self-directed Jeamness In the completion of the task [of
ettt et al., 1984], Goal-ceiented reaching requires thar the reacher under-
tokes specific ictions to ensure goal clarlty and a focus on task eompletion
at three stages of the Jearning process: 4t the beginning, sering learning goal:
arxd providing learners with o mode] of the mera-cognitve siratagigs be stan
the mek: in the middle ot diring the Jesson, menicoring and assessing teir
soal progres, morivaring leamers to look for explanations by means of
exploration, and suppurting them when they stuggle. for example, by sug-
gesting relevanc learning soategies and glving them personalised fredback
such as how 1o adjust dose strutegles; and at the ronelusion, providing
learners with an overal! assessment of their goal progress, maorivating them
wo extend their effurts, o perslst and wo keep adjusting thelr perategies, and
developing new goals as they fulfi the old ones [Meece et af., 2006}

A fourth form is memoring, This supports the informal rransmissicn of
canteni knowledge, soclal capital o resouirces with 2 psychosccial function,
1t is usually conducred face-to-face ard involves a relationship beoween two
people, ani of whom is considered to have graater knowledge, wisdom of
eupericnor, Five passible mentoring 1echniques have been fdentilied (.
aubrey and Cohen, 1995): supparing the student and even tzking part in
the satne aceivicy and learming side-by-side with the lenrner; prepanng the
student for the future even if they are not ready or able 1o Jeam what %
being offered to them in the present; catalysing laarning, provuking a differ-
emt way of thinking, a change in identicy or a re-ordering of values; st
ing through personal example; and finaliy, helping and supporting the
Lesrmer in teflacting back on their previous learning,

Learning can alw rake place between squals or pects. The sther torms of
lesrning comprise unsqual rolatiems Between the cacher and the learmer Heze,
the gssumetion is made that e leammg relationship is between equals,
and thus = different form of learnmg is imphied. Examples of fus ype of
learning include; affective support, Le. being offeret emodonal suppott if
learning proves e be difficult and this is always = better form of suppart il
given by someone whu is going through the same leamning process; dyadic
performance confrontatons, ie. leaming is proweked by confrontational
cychanges berween students S0 tha each student can oest chelr theories,
iduas and conskructs against those held by learners engaging in the same
form of leapning; pair-problem-solving, ie. beirning i enabled through
cpopecation between two learmers of roughly equal standing, so that in 4
problem-solving exerclse, better soludons are fortheoming becavse there are
pwo problem-solvers pather tham ofie; reciptocal peer tutering, Le. mon-
expert mioring between equals has the advaoage of esch perzon being abde
¢ maks their own evaluagion of the advice being offered ghencumbered by



Edltors Incroduction  aeai

vatug oor bierarchy; and seripred coopetacive dvads, ie preer engagemen is
sroussed om the joeint production of o seripl, anicfer. performance 9F et
acth the advantage (ot alternacive pmd new inerprouionss Teadings are
*racoming Iol Felehikos, 20000,

& sinth form of learnimg imvolees simulanon. Sunulation 15 a reproduc-
oz of an event o acuyity, conducted outside the enveronment in which that
oeng ar activigy wsually s place. Sinwdasions v be prodieced thiough
Jampuler gamey, polo.plays, seonaeios, poesanrpbions and aflecive and oon-
ceomual madelling, The purpese of this learning process is w simukae & el
=il and dkis 1% o allever thae T g !:llci::p; rieri in that simula-
“om s explore it o experiment withan it 10 understand the prooess, w
“egin che process of Inwevnolisacion. to experience albea o lmived sy e
assmions ane fewtings uae would smmally accompemy the gxperience in
szal-lite, and fundamentally 1o allow kearning w ke place chrough oial
and erngl and making migakos ie ssfe siteanoas, which do ot have the
srmsequences they wouwld have in real-fife situncons, Sonulations cempress
= and remcwe @xtbanoous detail They ane mme sive jeariiy experiences,
ergre shills mnil performances con e orhameed im0 8 way than is et possthie
syrside the simulation,

With insvuct b, the tweacher needs io: gain Uhe aeetion of che groogs of
searmwers inferm che lesmers of e olvieccives of the lesrming exenise: sim-
soate recall of prioc Jeaudng amengse che proup of Jeacners, so chat the new
sooreratinn s reloed prodoctively we previcas sl carrent [Saming, poes-
vpntent to the learper mmplemenc approprisee scatfolding proccsses;
simalace 4 pecformances by e earnes; precide Geedback mooiles leamer
afueh i o vommernd on their porbermance and allors corrective sclea 1o
“ahe place; amd evaluse the comeded perfirmnance (of, Gogne, 1985),

A concept-Formanon learming process ficusses an the re- forming of con-
cepringd scheemna held by the learnes. Leaming is complex and poenzialby rich
and rewsnding, where che Jeamee is prosenced will o mass of information,
Jeny, and opimwns frum a oomber of diferent sowrees (e, broks, adiches,
ECTUNCE. SCMTUNER, wectisrls, ¢aerHnars, Bersool counneen icalioms ard 5o onl.
hat the leamner does s shape chis emass of informarion, and dhls shaping
can utke a number of differsat forms: partial shaping. coniplete shaiping,
Zoavarding with no replucement, eonfusion, on-poing, meing backwirds aod
mrwiids amd &2 oo Shapng takes place agains a seholify buckyroend;
2:pects of which muy or may not be mplicit and where some Bue oo all of
- aspe s cin e surfaced o cdelilzeatiun. Tor indduali eoedinting beoseen
n=ar winrious il Blenidoes, conceprual leaming is irredeomahte social,
embedded, and setecuve, S0 the lewimes has o absosh e of the ideas
they are presoated widdy aod discond or patially S orhers, Even il tee
eamet i prepared (o operae thivugh o notiun of multiple idenitivs, they
are il seleeriig, Mheriy, endorsing. rejeeting, enlascing and divear ding.
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Reflection |5 4 seminal form of learning. The leaming eycle, developed by
David Eolb (19841, Is based on the belief that deep learning (learning for
peal comprehension) comes [fom a ssquence of oxperience, reflecton,
abstraction. and active testing. Reflecton is o form of evaluative thinking. K
i3 applied 1o ideas for which there is no obwious selution end is largely based
on e further processing of knowledge and understanding and possibly
emations that we alrendy passess, Jtis thus 8 second-crder internal activiey,
which ean in certin circumstances be mansformed into a leaming srakegy.
There are sope aptimut eonditions for refleedon: tme and space, a ol
facilitatoy, & suppardve curriculer or institutonal ervironment, and an emo-
tjonally supportive envirenmenr, (See also, Srephen Brookfield on a phe-
nemenography of adul critical reflection, and Sharon Bailin and her
colleagues in two relzred ardeles in volume four of thas work on CORCERTL-
alising criticel thinking a8 & learning process.)

Meta-Cognitive Leamning tefers to learners’ awareness of cheit own
knowledge and their abllity o understand, control, and mamipilate rhei
oW CopTitive procssezs. Howwever, most mesa-cognitve prOcesses can be
placed within three ciegories (cf. Harrls and Graham, 1952, The frst is
mers-memorisation, This refers m the leamers’ pwarensss of their cwn
memory syscems and their ability to deploy strategies for using thelr mem-
tries effectvely, The second is meta-comprehension. This pefers to the bearm-
ers' ability to meniter fhe degres 1o which they understand information
being commuricated to them, © recognise filures to eomprehend, amd
employ repair strategkes, And the tid is selfregulation This term refers o
the learner’s ability o make adjwsuments in their own leaming processes.
The concept of sell-regulation averlaps with mecd-memorisaron and meta-
eomprehension; i focus is oo the cepacity of the learners themselyes o
maniter thelr own learsing (without excernal stimuli or persussion) and oo
&t independently,

& problem-solving approach is wheee the leamer finds out for themselves
ratfer than belng given snswers w problems. The learner is required to
engage in & series of interrogative progesses with regards o texts, peuple
and obiects in the environment. and come up with solutions 1o problizms.
The leamer |s zlso required to use the #dlls of information retrieval, infoc-
mation symhesis and analysis, and knowledge organisstion. The learner
may come up with inadequate, incomreet and faclry syntheses and anakyses,
However, this is dcteptable hecsuse the lemming resides in the process
cather than it the end-product, Problem-salving leamning tnvalves the learmer
in judging their own work against a curriculum standard and engaging in
rmeta-processes of learning, that 5, understanding about processes related to
their ewn legrming; the development of learning paifways; the utilisatign of
formarive asstssment processes; the development of personal learming
sirategies; and the internalisadon of the curriculum,
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Finally, there s praciee, Practioe i e act of iehearsing o behavionr sver
<md OveT REAI, OF CREAZULE it un arivigy sesin and again. This reinfonces,
snhances and despens the learning associaved wach the behavisur or acdving

Internality, Externality and Vertexicality

“hese bearning seis wee ] chavacierised By aeladion hetvecn an internsl
=nad an external process, Lev Viesoesky (1978, po 450 sugaesied

Child Ingie develops onfy adong with the srowth of fhe child's socil
speecn and whole exparience. It ix thioagh nnoes thar we devclop ouoe-
sebves anul L L. ek s towe not enfy wich cegacd o the bistery of every fune.
it .. Any higher menral feeion was exierl Decinse ie wis soclal
seme polne Befisie Becwming an intermnl. iy mental functionlog.

s Learning is social, bt in the serese dia learming 1akes place in socicoe aind wich
renple in socicoy bur more fosdamentaily, Decawse the contents and
Trocesses of lcarning are aocpal phcﬂummu. Wiz are, therefore, confronocd
oorelavion o leaning with 2 passiculse sen of welations berveen external
sirucigres and inncimal or ;.i;._cc-.nri.l',‘ Pk CESCE, and it iy the vermesical rela-
sions berwesn Lhe two which produces leatiting, These strucoures fie.
cimbedisd, diseuralva, agental. institunonal and sysiemict ane Muid, ransi-
ve and ot dines contradicory (hut oo fn cqual mersure). snd the learner
15 nseroed ke, thewagh never so chan rhast freeslom of acoon and re cre-
cnwat wsoabselucely ciecunearibed. Examples of discorsive ormacions
rioressed o mierative mode are: LAY, {'I-I-J"il-'H.!. E\;;ang.m_ DU,
seli-acnelisution. wul performance. Fach of chese discursive furmurions is
sempurally soquenecd. thuogh in differene ways, 2o for example, a leaining
sarrative might consist of exchanges etween wachers and siudems where
“he purposes of chese cecbanges ia o dissolve, fragmem or othererise dis-
supt the madel of knowlsdge held by the siudert This implies 2 nen-lincar
carning narrative siul thos it has implicacions: for an enderstandlng of low
DT impact on fearning. All lsarning sequence Uhen are charactorised by
T eme . fiven ane Hme mmoment [J'all e anuthar (100, and Gnwards oo
ceries nf arber dme memnents (T_ o T ) Hewever, chis sequence should ot
2¢ undersioned as exclnsively lincar or non-rocasses.,

[f iy lensnieg sequence or 41, the leamer is confronseed with s set of
ddeaimil pesources o stirucored  discourses, and in selditon, chey are
smbedded in amaber ser of stuctores, or when Kuash (20058 rofors o m
sractures of agency’, These sirogusres of agency meddate, B the individunl
cramer, ey inde thume discursive scrucuares which 01 ws a resource for
“hewr helief systems: as o cesuh, lemming theorists have w conitont notions
o formed and Infoasal lewrning and therelore, of sssimilotion. discarding.
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layering, oeganising, synthesising, selecdng, and meta-processes connected
to learning. Discursive smuctures may be characterised 25 chose ideational
resources which sustuin the leamer, and they include a range of s7ories, nar-
retives, erguments and <hronokogies that have a nuriber of distdnctive features:
they hove o specific time-place locition, and thus arc subject to changs and
amendment: they are sructured in turn and thus different pattemns of saory-
telling of narrative genre are possible: and chey compete with other genres.
In addition, they play a tole in the consruction and maintenarce of strue-
tures of agency

it is tnis retetionship then becween thess structures and the ageodal
capacicy of the learner which determines whether and in what way learning
can take place. These vertexicil modes have five forms, The fiest refers to the
knowledgeabiliy of the leames, thak i, the amount and tipe of krowledge
held, with this type of knowldge comprising cognitlons, skilis and dispost-
tiens, The secord vertexical mede again cefers o the ageniisk learmer but
this time to those factors which lmpact on the knowledgeabiliy of the agent,
i.e. unconscious haliefs, unacknowledged conditfons of action, tact kmnowi-
edge and unintended consequenses (Giddens, 1984), The third vermexical
mode refers to the degree and rvpe of give in e structure. We have identi-
fied above five rypes of strucoare dempodied, discursive, agential, insrit-
rinnal/systemic, and social markers), and each of these has a differsnt rype
of give, or @ different shaping caparcing An embodied strocmre such as 2
rotion of sexualiny, campered with a diseursive smucnure s an example of
this, and this is in part beeause the discursive ATuoture can n cerain cir-
cumstitices be ignored, though thene 2re consequentes of sanctions as a result.
The fourth vertexical mede refers 10 (he degree and ovpe of give in the sgent
ar in those suucmures of agency which provide the conditions for those
agents o make the decisions they du. And finally, the ffth mode relaes o
the consequences of that verrexical reladon in leaming, There are different
conseyuences depending on the type of vertexical relation that Is implicaed
in each and every leaming cpisode.

Margarct Archer (1995) has sought in her extensive writings te ¢xpliain
the relakionship berween smucrure and agency, and fts impact on learning.
She has fecussed an the irreducibly situsted natuze of human conversation
berween the learner and the exremmal world and the capaciny of the leamner
o reflexively organise their life. She identifies a number of medes of reflex-
jvity and identifies their cenrrality o the process of leaming. Hanan
Alexander, in the same volume, suggests rhar a currizelum should engage
students with worthwhile knowledge, which requires an understanding of
what it means for someching ro be worthwhile: a substantive conception of
the goad. ¥et a number of dnfluential curticulum theoties deny or under-
mine eme o anocher aspect of the key assumption apon which 2 meaning-
fuk sccount of the good depends, with their denial focussing on learners as
the agenis of their own beliefs, desires and actions.
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Learning, Assessment and the Lifecourse

Taw final elemunt in chis (our-volume sey of writings on learming feousscs on
shpes imputiint relieiens thase of tme, space and assessment We have
aircady refened 1o some aspects of Hme asd spece as they impace on learn-
g, Here, the goncern i3 o underscand the eelationship between learning
1nd assessmene. Michael Scriven (1967) arlglnally used the corm, formutive
asagnament, In refation 1o conticuium and reaching. However. it was Blosm
o1 (19710 wha mode che distinerion etween this and sumstative forms
of wesepsment cledrer. For them, summarve evaluaniun refernad 1o tests
rven ar the eml of @ prowramune of leaning with the specific purpase of
evaluating what students bad learm, and thus the effectivensss of the our
mopulum @l o sl poiin an Lme, Llovever, this couid be compared with o form
o4 assessment ‘which all whoe are lovelved — scudenr, teacher, cworricaluam
maker - wnuld weleome because thoy fined it sooosedil i helping them
mprove what they wish e do (ihid., p. 1371 They labelled this formanive
svaluation., Te canflaoe the two forms of aesessient is 1o commin umesell w
4 serivus reduction e capacity of rhe curricalsm aod subsegquendy o
what i and ein be leann . Howard Gardner, involume thive., draws 2 ach
saromger distinotien between furmative and summatie asscsyment. omd con-
coides thar conftatng, the vao, both in cheary and practice, @& & Sorlous car-
saary omor Wemn Haclen ane Wy James, again in the some volume,
snggest chan farmaclve and summutive purpeses of agsessmear have hecome
confused in prociice o i a8 & consequence assessnen fuils o have a
ruly forasicive rale in lenrning,

A furdwr distnction can be misde between furmstive assessment aud
aygessrnenl fof |sarming

Assasamant for lenening s ony mesessmend for whick gie fust proddey in
its design and practice is m serve the purpose of pramotig stodenes”
learning.|. . .j An asscssment activiny can help lacning it it provides
infornurien e e wsee as feedback, by reichors, and by thetr stodents in
Asaessing chemselves and each other ro reodify the taaching and fearn-
g activitees inowhdich they are engaged. such assessment becomcs
formacive agsemaens wheil 1he evidenoe iz actoably used o adapr the
weaiching work to meet karning needs (Rluck of o, 20418, . B

seviews (Bluck and Wiltam, 1993: Ciocks. 1985: amd Nauiello, 1987} poe-
vide clear evidence thar improvicg (e Gualing ol Hemative pssessment
mcreases siudent achiguement, While the iterature on nssessment for learn-
ny sugsests that cifective mplernentation hus a sipnaficent mped oo stu-
denr achlevetnent, thwre 15 umch less agroement abour how o implemene i
wr indeed, what is cncompassed by e eray 0 has been sugnested tha
fOIMaEe: asstsEmenl imvolves muking students” thinding vizible by providing,
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frequent oppormunitics for assessment, feadback, and tevision, as well as
teaching students to engage in seli-assessment (ind., p.8l. However, two
further ebements appear to be essential for effective implementadon of
asses=ment for Jearning. The first is chat students must come o understand
the criteria for success:

The indispensable conditions for improvement are that the studens
comes to Rold & concept of quality roughly similar o Gt held by the
teacher, is contimueisly abkle to monitor the quality of what is being pro-
duved during the act of preduction imelf, aad has a repemisiee of alrema-
sive Toves o sTaregles from which to draw at any given poift (Sadler,
1389, p. 121)

The second 15 that peer sssessment may be 2 necessary seep rowards affec
rhve self-assessmment.

A Blagk et al. (20030 suggest, assessment for learming can be presentesd,
25 Fve key strategies and one cohering idea, The five key stranegies anc:
engifieering effective classroom discussions, questions, and learning thiks
clarifying and sharing leaming intentions and criteria for sucress, providing
feedback that meves lemrnzis forward (see also, John Hattie arwd Helen
Timpetley, in volume three, on the power of feedback ) setivaring students
as the ewners of their own learning; and activaring srudents as insruetion-
al respurces for one another. And the cohering idea is that evidence about
student bearming is used to adape instruetion w betrer mest learning neads;
in other words, that eaching is edepéive to the student's learning nevds
(ibid.). Black and Wiliam's ardcle is reproduced in volume three of this
waork, The amtebe i a review of the literature on classroom formative assess-
ment The veniral claim they make is that innovacions designed ro surengeh-
en the frequent feecback that learners receive about their lezrning yield
substaniial learning gains.

Finally, there is the [ssue of contextualising learming as a part of the Jife
coutse, If we put 1o one side whe issue of tme fows, ie. linear, stepped.
recursive, we can identify the lifecourse i different ways. The first of these
iz where e life course is undersiood a3 a stepped system of staruses, The
learmer moves from & lpwer status to a higher stamis, o series of status steps,
where status is understond 28 the accord giver to the position attained by
the person, & learning rransiden is undersiood as movement betwien these
steps, The second wiay that the e course can be underswood isasa spepped
system of Jeaming markers. This can b understood in two ways, The firss
is In formal terms, an esample might Be sectorial, 1.4, pre-school te primary
wo secondary to post-compulsory, et The second is in tevms of informal con-
ceprually-orientaced leaming stages, for example, Jean Piaget's schema
comprising pregression from concrere aperadonal to formal operational
thinking, or Lawrenee Echiborg's stages of moral theught, where the subject
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progresses fm pre-maral andd convencional ke conformicy leeels 1o rhe
aecepranye of general rights and standards, and even 10 adopting individual
arinciples of comluct, A bearcmg 1cansition is thea understood a2 mowsmenr
Sapwecil these stages. A thisd way b where s life course b5 understosd as
&arepped system of resturcs secumulations. Resources ace hare defined as
copial secumulations, such s culedrad, socing, coonoimie wng smotional. &
tramsition is uidersrood 23 movement in ate direction between e <Jiffer-
enc eccuinulition episcdes. A fourth way is where the life coumse is con-
ceiver] ol as @ sepped system of learning evencs, and rthus it is age-relaey
Here the formal sestem is given priosity, This is we croditional form siven w
the Tife comrse, and it refers o ieaming ovents such as Baok, school, mat-
nage, mawherhond. dieath, ere. SMovernent then s nndersiosd a3 progeession
theough these e genamining momenrs. And finally, the life course com e
anderstood as i stepped svatem o identity sponvenns, This is che mast con-
toversial becuuse o invoives che ideifcacion of o sable swstem of idenviry
of im thiz case, o senes of stable idengiries. and the person moves belsaesn
riem. Sotw sxamples are indoction, self-realisation, progeresslon in leim-
g, e, The lenrndng tramsition is from ome iduntity nrament oo snprher,
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Introduction: Philosophical, Sociological

and Psychological Theories of Learning
David Scott

he wighileen articles oo the Tuest volume of this work Focos on phile-
sﬂphi,t'ul, _ncqxic;lug:il_‘a] anel mﬂ'lmh_lg".l;.ll 1 bt ol ]H.‘!I'I'I‘Il'!ls,. :;Lﬂg!i"g
from behaviourism fo soclo-culmealism eo consrroctivism. and they
represent L heln emirery current knewledge abour leaming. Leaming is
conderstoend in tais work ax comteriualised fpee Scachern, o e mpostance
97 coneext in leaming), both in place s vime, snd s having thies ¢lemencs
I OElAges: cxicricrisadion, mooriotisadon. and & perlormsiive  mosment.
*mbognplical peripectives octs o these eubical and conecprual rameworks
which pllow learning eo take place. So. for example, Akander axploees (e
relarionship berwesn learning and human agency chromgh four seminel cur-
~oaluny Wwaries, aind develops an cibieal Tanewerk Fol cngaging with the
caricwium. Seciolugical porspecirecs toows on learning as iU acs w0 consl-
A ::n.d |1|,'--|,'u11};:ih1u: ,:uul.;:isl |'|F|_-. B::rm.‘l.u'm. I-|_|r w.ae.'lmph', catfers & erinieal
account of knowledge and develeps a model of karming which incopomces
<mmpimlise] 'knqml.n,-.:tﬁt_ Fiasch FI1:-'\II!i.UI1 amed e il:v cruislcucLicar,
*vchological theores of learning, fmoosing on the relacionship beewean the
areenal Coe the learngt) amd the externsd (fo sociery), idenrify the charse.
corsties of and distinguish beoween socicocnbirsl and constracrvise per.
spevlives o ey, Cobib, cerning froun o simdlae perspecrive 1o that of
3muner in thas velume, dissmyushes between sxca-cultural and amastos
mwiar framewred ks ol bearning, by arguing that che former focusecs on the
senditions for allewiog earming to toke place, and ihe laver on what sou-
sanes leoem anad the processes chey go trough o de this.
Browkdield cxantines dindogle adluons amd pracocws eencral 1o rhe feld
20 learning. Kemmis drows open Habeooas' cheery of commuoicative
=gtnn, i particulg hes tbwery of sestern gl Bfeworld amd dhe cringue of
e philasophy of the subject’. tu explore leamning as a process. Dahlin con-
rasts he dilfemol learmng thenries of Maitln Hodegger and  Hudolf
Szeiner, Dencon examines the influence of the French philosopher Wichie!
Feucault, on formal leamiing processes, and In partleulan his histonical or
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pechmice-politicai’ account of the rise of the gehoo], from its negatively ori
anted sevenmeenth century coiging Lo it mome positdvely conceivid nine-
feenth cemtury entrenchment and expanskon. Foucault understood the
everpday mechanics of sehooling as ‘3 disciplinary technology of moral
arthopedics’; and cOnNETRICATY educational institutions end practices as a
blcck of capadry-mnunun‘.cuimt—pnwer. Grusec companes the social learn-
ing thecries and developmental approsches of Robert Sears and Albert

Gardnet gnd Hatch develop a theary of mulriple inelligenees, ench o
which 15 @ relatively independent form of informanon processing, with indl-
vidvals differing from one another in the specific profile of inrelligenced that
thiey exhibit, Tweed and Leknan contrast Corkfucian and Soceabic approach-
5 1o bearning and tesching; Weiler writes about paulo Freire;, Winch disouss
es the wiork of the Frensh philosopher, Jean-Jacques Resusceny; and Zimeing
exarines the learning theory of Garl Rogers. Eristjonssen evaluates the edu-
cational theory held by Aristorle, and in particulas, bis notion of habiruated
reason which develops within an individual frough seocesshul Lpbringing
inie a criaepl reasoning and heteronomously formed self. Pinally Plaget
documents the intelecrusl development of the learnet from adelzscence 10
sdulthood, osing his weli-known developmental stage theory; end Rogoff
compares this (o & Vygotskian perspective on learming.
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Intellectual Evolution from Adolescence
to Adulthood

fean Fraget

are relatively well infoemed abane chee nportant changes thir
W;'Lb: place in cognitive fumction and situctuTe al aduluscenee,
Suel changes stow how much his cxeentiol phise 0 onrogend
Szvelopment coneerns gl] aspooes of memat and prsychophysiological evolu-
=en and not only the mobe “inshnctive”, emutional and sociolegical aspocts
= wihtich this period s often limited. In conmase, howeeen, we knoee vety
_rle ghour the penod which sepnraces adoleseense from sdultmod amel we
el that the Tnstitulinn FORNEMES desision 16 draw the aeemlon of varols
=zsgarch workers to this essential prablem is exrermely well famabed.

In this paper wo would Gt lke woeecall e principhe chacaoernisoes of rhe
mvelisrrual changss thar egcur damng che period from 12 o 15 years, as, in
wshing e reduce the pevehology of selolescence o the paychology of pabermy
wese charaerenstics ans too froquenty torroreen, Yve shall then refer b ibe more
weneral penbdeans that ardse in the nest perloed 415 1 20 veass); on the one Ramd
mwse deating with the diversificuion of aptinedes and oo tee other basd duse
cneerning dw degree of genetality of cogaidve saucnires seequired Teween e
sge ol 12 wnd 15 wears and the problem of what happens to them later on.

I} The Structures of Formal Thought
Herween birch and the age of 12 11 15 wears intellectual srructures prow
sowly, forming stages n development. The order of Successm of these

sages has boen shown ro be cxcremels regulor and compomlale to the siages

Bourges Hhusaw Ddvgiypensnn, 13000 (195 1-12,
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of an omogenesis. The speed of development, however, can vary foom o
individual to another and also from one social emaronrment W anather: in
ocher words, wo may find some children who scem to advnncs more quickly
than the children around them, o orhers who appear backwards, but this
will mot change the order of succession of the stges through which they
piss, Thus, jong betore the appearance of language, all normal children pass
throngh a number of stages wiich lead 1o the creation of a sensorl-metor or
pracrical inelligence, Sensovi-meor intelligence ean be characterised by
certain "instrumental” bebaviour patterns, Lz, the child leaens oo use an
instrument as a means to reach an end; such partems bear wimess o de
exstence of & loglc which i inherent o the coordinadon of rhe setions
thenmeles.

Onee lamguage has been auguired and symbalical play and mental imagery
Aeveleped, o in other wards, Gre symbolic function {more generally kmown
s the sermiotic function), sctions rern inwards and become represzorations,
rhis supposes a reconstruction and a reorganisation en o nEw plane which
will be that of represcnrative thought, However the logle of this period
remains incomplets urtll the child is 7 or 8 years old. These internal actions
or tepresenrations ate sill presperational and only later become “opera:
tiomal® if we take operatlons (o mean actions that are entirely reversible (as
adding and subracting, or judging that the distance between AB is the same
as the distance between BA, etc.]. Due to the lack of reversibiliny, there Is not
w1 any comprehension of the ides of ranshtivity (ASC fFAZBand Bs O]
net has the ¢hild scquired the concept of conservarion (for a pre-operaronal
child, if an chject's shape changes, the quantity of mader and the weight of
the object change ulsol.

Berween the age of 7 w2 & and 11 to 12 years a bogic of reversible actions
iz ronstitued, characterised by the formation of & e2rmain number of smble
and coherent structures, for example: a classificorion system, and ordening
system, the consouckion of tekural tumbers, the conceps of measurement of
lines und surfaces, projective relurions (perspectives), certain general nmes
of causalicy (transmission of movement through intermediaries), etc.

Several very gensral characrenistics distinguish this logic from the logic
thar will be consomuted during the preadolescence period {bebween 12 and
15 years), Firstly, these are “convrete” gperations, that B 1o say, in using
them the child still seasong in terms of objects {clusses, relations, numbers,
cic.} and nut In ferms of hypotheses that can be thought aut before know-
ing whether they ave true of false. Secondly, these aperations, which invelve
sorting, ceratishing refations between or enumerating objects, ehways pro-
ceed by relaving an element to its nrighbounog element - they catmot yet
link any verm whatsoever to any other term, a5 would be the case in a com-
binatotial system: thus, when carrying out a chassificarion, a child, capable
of foncrete reasoning, asseciates one term with e term it most resembles
s there Is o "namarsl” class thet relares owo very diffarent obgecis. Thicdly.
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Twsr oporations have teeo types of reversibifby ibat ane noc yeo linked
=gether (in che sense of being composed ene with the sheri: the first e
= raversibiliny is by inversinn of negacion. the result of chis aperition is an
eoiulment, for exompie, +A -A = 0, or In-n = & the second ype of
seversibitity iz by veciprocity ankl thit charaterses oporations on relations.
o example, A = Bihen B = & or if Ais oo che Lett of B, then A is oo the
nigh: of A, cte.

On the conary from che age of [LA2 vears tr 14415 years. a whole
series of powelties highlight the ardval of 2 more complece lagic, thir will
srEin a st of equilibrivm once e child reaches adolescences ot abouc
14 15 vears, We must, therefore, onalyse this new logic In order e undee-
szand wiat mighe aloo happen between adolesvence and adulihood

The princviple novely of this peviod i the capacicy to reasnm in teems of
cerhaliy srated hvpotheses anc oo longer in ters of concnece obiects and
et memipubation. THIS 14 3 degizne Tuiming poine Beanse i oeson hypn-
mencally is o deduce thee conseguances dhal the hypothesss necessarily
ol (lndependent of 1he inrinsic ks ur Talsencss of the premises); this
= the furmal reasoning process and it provsdes the logical procedure wsed in
rreme dechumtions with a power of demonsttation which wias ot the case n
e previous seages. From 778 vears the child is capable of cermin kogical
s2asoming procosses but only fo e extent of applying them o concrece
aRects o pvents in the immediace prosent in other words the gpernional
Teastng process, At this level is noe var sutliciently detached hom s ren-
went. amd is, therefore, swebordinated v the coatingencics of e neal world,
Jm the conorary, hewover hypotherival reasening noplies he subordibadan
af the renl world to the realm of the possible, und consenguenily the linking
=t oll pussibilifes o ome wmher by necessary Implicariens thar noc oaly
SRCOmpEsE the 1enl. bt ar che swme e, g hayond it

From the social poing of stew. there is also an imparat conguest. O e
o hand, hypocheriva) ressoning chianges e natee of discussivn: a con-
smuctive and fecund discussion mesns chat by wsing hypobesis we can
adepe the poin of view of the adversary (although aod necessarily belloving
11 and draw the Ingleal ennscquences & impliez, In this woy, we con judge
1ws walue after hoving verified the coidequenees. On the ether hand, the indl-
vidustl who becomes capable of hyporharienl ressoning. by His very fact, will
mterest himsell in problems that go beyond his immedeate Dreld of exper-
ence. This vin be seen with the adobescein whose capaciry o understand
and even consiruct thinries will creacs for hom on entry into the socicery and
wleology of adolts; (his 8 ofton, of cowrse, nceompanied by o desire o
shange that sociery aml, i necessary, <in his imaglnation) destroy the pres-
amg one n order oo elaborte oo unes.

In the field of pheesics and particolarly iaowhor comerns (he indugtson of
certain elemencary laws dmany expeciments have boen camied out under che
direction of ¥, lnhelder o this particular tepec), the differenees in acinsde
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berween children of 12/15 years, already capable of formal reasoning, &nd
children of 7410 years, till at the concrere level, is extremely naticeable.
The 7/ 1) year uld children when placed in an gxperimental situation (aws
cencerning the swiag of a pemdulum, dactors invohaed in the flesdbiliy of
rertain materials, problems of increasing acceleration an an inclined plame}
act divectly upen the marerial placed in oot of them wirthout Lrying o
dissociate (he factors involved. They simply oy o classify or orcher what
happened by looking at the results of the cevariatons. The fosmal Level chil-
Aren, after virious wies, smp eXpCTimEntng with e marerial and begin o
lisg all the possibie hypotheses, ir s only after having done rhis thar they
start o test Phem, tryiog progressively ro dissociate the factors invalved znd
study the effects of each ooe in m ~all pcher Facoors remaining consiant”.

Thiz type of experimental behaviowy, directed by hypotheses which are
hased on more o kess Tefined causal models, implies the elaboration of two
new sernetures that we fnd constantly imeerdening (n formal reagomiog.

The first of these struchires i3 a combinatorial system, an example of
which is clearly seen in “the set of all subsets®, In? or simpley. We have, in
fast, previoushy mentoned tar the reasoning process of the child ag the con-
crete Jevel (7710 years old) progresses by linking an ghement with 2 neigh-
bauring ofe, and cantol relats eny element whatsoever 1o 2oy neher. On the
conmary it is this gensralised combinaterial faculty (1 1o L2wd 3m3
et that becomes effoctive when the subject esn reason in a heypothatical
marner. In fact piychelogical research shows that beoween the ages of 1%
and 15 years the preadolescent 2nd adolzscant start 06 carmy ot {independ-
ent of all seheol mmaining) operations mvelving combinarorial analysis, per-
musation systems, etc. They cannot, of course, Agure oul the maihematical
Fermuzlue bur they discover experimenmally exhaustive methods that ol
these operadons. We would menden thar when a child is placed in an exper
mental siouation where @t j& necessary (0 use combinatorial method (for
example, given five bomles of colouriess, oduless liquid, three af which
wmbine to make a celeused liquid, dhe four is a reducing agent and the ith
is water], che child discovers quite easily the Taw after having wied all the
possible wavs of combining the liquids in this nartfcolar case.

This combinarorial property of GoLEM constiues an essential smuciure
from the fogical poine of view. If on the one hand the elementary chasuifica
tion and order systems, cbserved between the ages of 7 and 10.years, 4o no
constitnee @ combinatorial system, propositional Jogic on the other hand
implies. for two propositions *p" and “q" and their negation, that we not
only consider the four base zssociations (p and §, pand not g, oo p and «,
o p and nor g but also the 16 combinagions chat can be abtained by link-
ing these base asseiiations 1o 1, 2o 2,3 w3 (one link being all four base
aseociations and the other belng the empty serl, Lo thid way it can he ssen
that implication, disfunceion and incempatibilicy ase fandamental proposl:
tiunal operarions that resuli from the combination of three of these base
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sssuciarons. A the level of Tormal aperacions it i extremely Dweresting w
wee that this couissioeial propesty of muoght nor only shows el o be
sfaerree in all cxperimental Geids, bt tha the subien slso become: Laga-
o comlsining proprsitivns: it would. chereliee, seem that propasil funal
. nastc appears 1o be one of the caserttial conguests of formal ihegh. When
= faet, the vepsaming processes of clildren between 11274 voars ad 14715
sears are analyeed in il i is ey Lo Aod the 16 operations oF Linary
—smeticns of i bivalen Jogic of propositians,

ilowever, theps i 51l move e formal thaughn whsi we exind The
wat 1 whicds subjects uae those 6 apUraliung we Lm FLCOECHEL TILTHIIOUS
cases of the four-group whicl s ames e e che Blein group and which
~pceals atscdF in che following nusne,. Lee us ake, tor eample, ihe bnplica
s p v, il this stays enchanged we can sy L eharetersrs the identcal
—ansfermation, i Whis propusition s changed ine its negation N (reversioll
v negation of jvorsion) we oheain B o= poand non . The subject can
nangs rhis same preposaton intn it reclprocel trevessibiling by reriprociog]
smais, B = g = poand it is alse passille w change e statesmeny to i1 oot
sciative £ Lor dual) namely, O = ook [oaud g, Thos we oboin @ commdle-
—e fosr-group such it GR = %, CN = R, RN - O wral CBM = 1. This growp
afows the subjeet o combine i one opetalion the tagation anl e reap.
o] which wats ot possibhe ac the level of congicte operaions, An exam-
e of these ansfrmations that veours frequently is the comprelension ol
¢ relativtship between action (1and %) and waction (R and €} in phisles
<apeTimients; nr again, the understinding of the elatomship helween 1w
sbercnoe sySTRRLE, foF exEmple: i moving ebject cin go forwards or bk
wards (1 and M1 e o boand wihich jeelf can go Farwenrds ar boekwands 13
and ©1 i rebutlan e an exterior eeference syslem. Generally speaking the
sroup sTUCIUTe intervenes when the subject nnderstamls the difen=nce
~erween the cancetling or undulng, of &n effeel (4 in relation w1 -and 1he
_omperssicn of this effect v anuther vaviable (R and its negation ©) which
zoms ot eliminace bur neuicalizes che effec

In conelnsion 1o s firss pare we i sce chan rhe wlolescent’s Logic s 2
zmplea bl coherene systom chat s I‘L‘!:‘I':i‘r‘i":|.\|I Aifferent [rom the logic of the
i, ane ibsat constitutes the cssence of the loga of coliered adults and
svan provides the basis for elenenoary formz of seientific thaught.

Iy The Problems of the Passage from Adaolescent to
Adult Thought

The experiments on which the above. mestioned resules oo lised, wore Gac-
~ e ot welth secendary school vhildren aged 18 to 15 years, tihen fon the
wetror schools i Denevs. However, recent tesenrch hos shown that suloos
= ooeher repes o Schusls e different suclal envirmimenrs Somenmes g
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results differing more ot less from the norms indicated: fof the same axperi-
menits it is as though these subjecrs had sceyed at the concrete operatinel
Ievel of thinking.

Ohchier Infarmation gathered about adults ip Nancy and adolescents of
fifferens levels in New York hus also shown that we cannot generalise te all
subjects the conclusiond of cur reszarch which wera, perhaps, besed on a
privileged populetion. This does not mean that our ohservations have rot
heen confirmed in many cases: they seem bo be frue for certaln populstions,
but the main problem is to understand why there are exceptions and alwo
whether these are real or apparent.

A flrss problem, s the speed of development, that & o say, the differ-
ences that ¢an be ohserved in the rapidity of the vemporal succession of the
stages. We have distinguished four periods in the development of cognitive
funchons (sec beginning of part 1); the senspr-metor preriod before the
appearance of language: the precperstional period which in Geneva seems,
em the Gverage, tn extend Fom abour 134/2 yeurs (o 6/7 yeams; the persod
of concrace operarions from 7/8 years to 11/12 years (sceording tu research
with childeen in Geneva and Paris) and the formal operations perad from
11/12 years to 14715 years a6 ubeerved in the schools studied in Geneva,
However, if the order of sucoession has shown itsell m be constant - &5 gach
stage is necessary o the construction of the fellowing one - the average age
at which childeen go through each stage emm vary considerably from une
sovial envizonment to another, ot from ohe CoUnTY oF even region within a
country o anosher In this way the Canadian psycholegists in La Martinique
have observed & systemarie slowness (o development; in lran notable differ-
ences were found berween childven of the «ity of Teberan ond young anal-
phabetic children of the villages. [n ltaly, N. Peluffo has shown that there is
a sigrificant gap between children from regions of Southern Tialy and those
fromy rhe Morth: he his carried oot some particularty interestng stadies show-
ing how children from Sourhern families immigratng Morth have couneer-
balanced these differences: similar comparative research is at present taking
place in Indian resecves In Norih America, el

in genersl, a Arst possibility is w emvisage & difference in spaeeds of devel
opment without any medification of the order of sucoession of the stages.
These different speeds would be due to the quallty and frequency of intel-
lactial simulation received front adules or oitained through the possbil-
Iches yvailable o children for sponianecus activity which, of course, would
be proper to the spvironment considered. in the care of poor stimitlation
and activity, it goes withour saying that the development of the frst chres of
the four periods memioned above will be slowed down. When it comes o
formal thought, we could aseertain that it will probubly be exvemely slow
in constnuting iself {For example, berween 15 and 20 years and not 11 and
15 vears), or that, perhaps in exaemely disadvantageous conditiens, such a
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e of thaughe will rever meally toke shape or wiil enly dewolop in fose indi-
Swiuals whn changs chelr environment when deseloment is still possitle.

This does nor mesan thal fecidl stooetuees are exclivively the vesult of @
sroess of social wransmission, as wee scill have to comsider what ams the
monsancous and endogenons Tevtors of cansteuction proper to each normal
sxmpar. This seenifics, however, thar the formation ool completion of ceg-
wimve structares require a whale seces of crehanges and o stimukacing envi-
sonmenn: ow formanion of cperntiens always gives @e woa Evorable
seovarunmient foar conperation. that B oo sy OpEraions sl our in comms

e role of diseussion, mutual crivcism. probloms rased as the resole of
sxchanges of mfocmation, o extensive coriosity due o the culural influ-
e=ve ol 3 social growp. etc. b Brefly, vor Dest interetation would mean that
= prineiple all normal individuals are capable of veching the levsl of mroal
sactures, on the condition hawever. thal the social eavironment and rhe
srpired experience provide the subjeey with the cognitive elameis and
zellecrunl stimulpice nocessary for such a construction.

A weepnd interprecanon s possible wineh would take into accounc the
Ziversification of apticudes with age b this waould mean cxeluding ecrrain
sateaories of nocmal individuals, even in fovoenble condronmems, from the
peagibility nf anaining o frmal fovel of chinking, 10 is o well koowe fue.
oawaver. that the aprituckes of indmeidusls differenciate progressively with sge,
Seating ihis i mind. o moded of inoell2crt growsh would be comparabbe
= & hand fun open snd e, the coneentay ayees of wihich would nepeesent
g SUCCEssive slages in development whereds the scooors, opening wider
imd wider toveeards rhe pc[iphf-r!,_ L'.\!!FI'EJ.']L'H'II’J 10 1he 3|'¢.-u.-|rlg difforomwees in
iz,

W werialel g ses Tor ns b 53y that cormun behavlous pacterns can be chiar-
scterised o the way in which they farm stages with vely general prapertics:
cne vcurs uneil a certan bevel i developiennn; froas this poiin sawards,
mumever, individuil apriludes will beoome mote importund tham Fhese gen-
=ma: characteristivs and will ereate greaer and greaner differenees between
sunjects. A good cxample of this oepe of developmen |5 the evoluden of
2qawing, Untll che stage ar which che child con represem penipecdves
cmaphically, we ehserve @ very general progress 1o the cxrent that the “diaw
L oman” 1eer, o guete s pagmicular cass ag an example, can be uscd as a gen-
#zal st &l mental development, Om the contracy, bowsves, if the deawings
22 13014 year bl children were e be compared o the drawing of 19020
vear olds (this is sometimes done with recruits for the army) b s exmemely
rarnrising o observe the differences thor separate individvals: Ui qualicy of
= drawing i lomger hag anything 1o do with e leval of inrellivence. In
imstanee we hove o gl example ol a behaviour patiem which s, fisc
tsrdinace ro a4 general evoluiom i stages (ol thoee deseribed by Luguer
=ng! grher ayrkppes Jor childeen from 203 wears wntil arout 559 vears old] amd
wrich, afvereardds, praduaskly becomes divesilod secording o oriceria of
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individual aptitusdes and no longer general develspment (ie. common o all
individuals). This same type of patemn occurs in severdl Gelds imcuding cer-
tain which appeat to be more of 8 cognitive naure. One sxample i@ provided
by the representation of space which firstly depends on operational fetor
with the wsual four intellectial stages = sensor-motor (of, the practical group
of displacementz), preoperational, condrete aperadons (messure, perspec
tives, e} and formal operarions. However, the construction of spece alse
depends on figural factars (perception and menral imagery) which are par-
tially subpedingred to operational factors end which then become more and
mere differentiared a3 symbolical and representaiive mechanisms. The final
sesult 8 chat for space in general, 25 for drawing, we ean distinguish o pri
mary evolution charactevised by the stages in the ordinary sense of the
rerms, and then a growing diversificarion with age due o the gradualiy dil-
ferentiating aptimdes with regand 10 imaged representaten and figural
instruments. ¥We koo, for example, thet there exist big differences between
mathematicians in the woy which they define “geometrical intuition”; Foincaré
diseinguished two fypes of mathematicians “the yeometricians™, whao are o
of & eancvere nature, end the “alysbrisres” or “analystes”, who are moge of an
abetract natue,

There ere many other felds where we could also think along similar
lines. It becomes possible, at o cermain mement, for example, to disinguish
benereen adolescenits who, on the one hand, are moce taleaed for physics or
problems dealing with cousaity than for logic or madvematics and these
who, on the other hand, show the opposite aptibude. We can see the same
tendencies in guestions conceming linguisties, lirerature, et

There ar= many other Belds where we eonld also think akong stmilar
limes. It becomes possible, at 8 certain moment, for example, w distnguish
berween adoleseents who, on the one hand, are meors walented for physics or
problems dealing with causabiny than for logic or mathematics and these who,
on the other hand, show the opposite aptituds, We can see the same tendencles
in questions cencerming linguistics, lteramere, et

We could, therefore, formulace the hypathesis thae if the formal soue-
tures deseribed in part do not appear in all children of 1415 years and are.
thezefors, Jess general than the concrere soucrures of chikdren from 7/10
years old, this could be due o the diversification of aptivudes with age.
Aceording to this nrerpreation, however, we would have o admir that only
individuals talented from the logical-mathcmaccal and physics poine of
view would manage to construct such formal stracoures whereas lieerary,
artistic and practicsl individuels would be incapable of doing 5o, In this case
it would not be a problem of underdevelopment compared w norneal devel-
gpment bul mote simply a growing diversificarion in individuals, the span
of aptitudes being grearer at 12/15 years, and above all between 15,20
vears, than w1 7 t0 10 years. Tn other words, our fourth period cannot peally
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e chneactorised a5 @ stage, bur would already seem o be de advancamant
i the direcsion of o specialisation,

But thew is the possibilite ol  thind hypachesis and, bearlng in kil wier
mresent stire of knowhedge, This Jast interpretarion socems the mes probable
2 in pllows us (0 pecomile the concepr of stages with the Wlea of pragies-
avely differentiaring aptitades. in brief. our third hypothess would stote
-hat 31l normas subjects zuain the stoge of formal thoaght U not hetween
1112 10 14715 years in any ense beween 15,20 yeurs, However rhis svpe
of thought will reveal ftself in the different activities of the indlviglual
sceding to their aptivndes and theis prodessional spectalisilicns fiailvanced
st jes v diffeTent rypes of apprenticeship for che virlous rrades): che way
“ whith llese formal sucercs are vsed, howewer, & not neccssanly the
sesie inoall coses,

In our pesearch oo investizate formal siecnses we uyed eather sppeaific
socs of expenimental situntions which were nusinly of a physies and kogical-
mthemates nancee as these seemed 1o be berrer understdd by che school
smildrew we guestioned. However i ks ot oot of He quesrion UL these situ-
wsonx ane, Fumdarmentolly, very general md, thereloie, applicable 10 any
scnool or professional covironment. Let us congider the cxample of qrpen-
s, bocksmiths, of mechanios who have shown sulticient aprimdes for s
cessful Intepration inte Uk mades they have chosen bue whose gencril
alisre i oot ver eerensive, 1105 highly likely char chey will know how
~cason i o Rwpothetical manne in chedr specialay. that & oaay sliksnciating
. ariables involved. relneing terms in & combinatorisl manner and resoning
wich propositions v lving negariuns amd reciprociiies, Ty would. rhese-
“aqe, e enpable of thinking fomalky in their pacticular feld. wheeees faced
y our expersmental simations, the lack of knowledge or the ot they
-ave (orgetien cottain ideas that uie parnivalacly Fammiliar tu children =il in
schood or college, would hinder dhem from reasaning in formial Wby, and
ey would wive the appearance of beicyg ac the enncrere level. Let us alsao
_arwider the example of young people studying biw = in the beld ot juridi-
2l concepts. and verbal discourse, Wheir lugic vkl be fa superdor to any
rarm of logic they mighe wse when faced with cermin problems inn the field
« whpsles, nvolving nerions chey cerminly once knew B have lung sinee
ST gL

Uine of e essential chemetesisties of formal rhought is thas ws fenio
cenms to be independont and deiached from its sealiny cuntent- At the con
repe iapraricnuh lavel, huseven a soructore cannos b generalised to diffcr-
271 heletageneous contends bt pmains arruchied o system of objects OF
s (e pruperties of these ohivels {thus the concept of werght only hocomes
agicably struciuned after the development of the shavept of mearter, and the
Loncept of phoysicsl valame: afiter weighe): o formal stTUSEORe Seems, [were-
s to b vere ensily penaralivable ay U deols whh hypotheses. Howeer
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Iz s one thing ro dissociate the form from the coneent 0 a fAeld which is of
imterest to the sebject, and within which he will be sble w show his curiosicy
and inifkative, end it = another 19 be able to generaliss this same spomtan-
eity of researsh and comprebension 1o a feld foreign to the subject’s caresr
and inrerests. To rak a fumure lawoper 6o reason on the Theory of Relativiny
at fe &ok & gtudent in physhes B0 feason ob the Code of Chil Rights s giite
different to asking a child o generalise what he has discovered in the con-
servatlon of maner 1o a problem of the conservation of weight. ln the larer
instance it is rhe paszage [rom ong comtent 1o a differem bul comparable
congent, whersas, in the former, it is 40 go out of the subject’s field of vital
activides amd enter a totally new Sield, completely foreign to his interests
and projeces, Briefly, we can rerain the idea rhar formal operations berate
themselves from their physical content but on the comdition we alss add that
this i5 owe in situations ivelving “aptlosdes similar " or “viml incerests
cumparable w" these already reflected by che subject,

Yy Conclusion

If we wich to draw a genersl comchsion from these reflecrions, we ame
abliged o say from the cognitive polon of view, that the passage from ado-
lescence to adulthpod sl raises a oumber of unresolved questions thar
need to be studied in greaer detadl,

The peviod fom 15 to 20 years marks tw beginning of professional spe-
cialisation and consequently abso the constswcton of a life programme cor-
responding 1o the apdrides of the individuel. The vitel question thar we feel
musst e angwered is o discover wherher, a1 this level of developmenr as at
previous levels, there exist cognitive structures common to all individuals,
which will, howewver, be applied or uged differendy by each person aceord.
inig o hiz particular activities.

The reply will prabably be posidve bur thiz must be established by experi-
meneal methods that have been vsed in psvehalogy and soclology, However,
gven if the reply is pasitive, the next essendal step is to analysa all the prob-
able processes of differentarion: that is 1o say whether, in the one instance,
the seme structures are sufficiens for the organisatdon of many varying felds
of activity but with diffecences in the way they are applied; oz in the other
insrance, there will appear new and special structures thar s3] remain to be
dizserrvered and smudied.

Tt is to the credit of the FONEME Instinudon ro have realised the exisrence
of these problems and to have uisderstond thedr importance atd complesicy,
particularly a5, generally speaking, developmental psychology bellaved chat
izs work weas completed with the study of adolescence. Fartunately wday
certain research workers are conscious of these facts and we can hope o
kmow more about this subject in the near furure.
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L'n_f-l_'lrr_unil[l_-l_llr the ,l:l;udy af AU Aclulis s omuch menee diificuh than the
sty oof wiwe young child &5 chey are less ereadive, and alroady part of an
sreierses] sockety thiost noc oaly limees them and slows them down but some-
“mes even rouses them o revalo, We know however. thit the stody of the
child arwd give adelescem can belp us oo urderstand e further development
of the individual = an acdulr and chat, in e, she new neseacch sn young
sl will renoactively theow light on what we already know sl ghild
Zevglipmeni,

MNote

“=rrsbition by Joon Bles of the "lnstaog des Saeneed de Fduearion,” Genesa
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Social Learning Theory and
Developmental Psychology: The Legacies
of Robert Sears and Albert Bandura

joan £ Gruser

fenl perspective, li Focuses on dye work of two major exponents of tho
Pesition: Boben Seaus and Alben Randurg, The undernehing is some-
what difticult In the case of Bandura, becsuze he continues to be gn dcrise
suntibuior o pavchology O she other hand, i s prodully fxir to sy chas
Bundura's maor substantive conmibucons tu developmant: peipchuobgy
were in the work b nnd his stgdens gid during the 19840 and 19704 and
thist Tis energics wow are directeed mors coward ather figlds such ax healily
Psythology Thus the mai focus here js on bls rescarch anel theory in the
19645 and 1970z which, of COUrse, is Al Muere easily seen i ire Bistoreal
LrmioEr.
This amlysis of sovial besirnting Ty invelves consicderation of the: work
ol ewer indlividuals who were very different in theis apprawches, svon thitgh
umited by o commmon theosetical kel Scacs and Bandura wers ot collab
Gheros it any polit in cheir Tespecnive Coreers, slthousl e ¥ wire colleagues
4r the same univirsioy zamd had a stromg infloerc: on cack otlier, Bandura 13
elearly the incellectua) Reir of Sears, influeneed by bur alsa reacting sguins:
che tradicion that Sears represented. The two seetlapped m thaip pultlished
eentrilnstiony o secial devalupnental peyehedugy by approximacely 6 yoars
Mrones Adolescent Aggression v 1959, the first auk by Bondura amd Richacd

This azticle vdfers an evaluation of wacla| Mg ieody from o histo-

ourre: Geveopmeis FERCRGieay, 2WEED (1903 776-7R6
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Walters, to Sears, Rau, and Alperv’s 1965 publization of Identifiention dnd
Child Rearing). Hewever, excepe for a very brief theoretical averlap in Bandura
and Walters (1959}, they charted guite distinzt courses for developmental
psychology. What they did bave in comman was theit use of u sat of learning
principles o understond issues i human social development. Hence the
lehel of sucial learming thearist for each of them, although the form of
lesming theory was different for the two. For Seers it was stimulus-
response theary. For Bandura i began with some influence fram Skinner's
radical behaviorism, although with added conceprs such a3 modeling, 1t
quickly evohaed, howevet, inie & form of learning cheory heavily informead
b coneepts frons information-processing theory

The social learning theory of Scors has licle direct influence on mexderm
eonceprualizations of devclopment. Even Bandura's approach is less central
as & formalized theory in develapmental psycholegy than it onor weas, This
is probably because ir s not o theery thet focuses primarily on ape-ralared
changes in bebavior and thinking, although oth Sears and Bandura wete
cbviowusly developmentaliss in the sense of being inrerested in processes of
behavior acquisition and change. Nor do binlogy or notiens of evclutionary
adaptiveness figure srongly in Bandura's approach o developmens. bt nev-
ercheless conpnues to be a strong force In cumment thinking and provides,
among other things, a critical skepriclsm thet guards against t-rendy
acceptance of stage theoredlcal, constructivise, or evoluticnary theses. I
shiould akso be noted that social leaming theory no longer holds center stage
simply becaise its hasic conceprs, those of obeervarional leaming and learn-
ing through direet consequences, have become an accepred part of cur
knowhedge base,

A hrief commiens aboyt rerminology B in ordsr. Az noved earlier, although
Sears and Bandura are both social leaming theoriss, theit brands of sceial
learning theory are markedly different, Not only was the leaming theary aof
Sears adapted from Hullieo Jearning theory, but it also had a strong overlay
of psychoznalytic theory. Bandura’s social learning theory, somewhat more
influenced by the operant radition, completely disavewed the influence of
paychoanalyiic theory in anything other than ité cONTens areas. But, in
Bandura's hands, the operant theery of Skinner quickly acquired 3 most
non-Skinnerian cognitive Aavor., As he strugghed to maks theoredical sence
of the phenomenon of modeling, Bandure quickly abandoned mechenists
conditioning explanarions and mmed instead 10 the concepts of infermation
progessing, As his interest in self-regulative capacities and zelfafficacy grew,
he becsie aven mere diamant from the antcognitive stance of the behaviar.
st eradition. In 1985, in fact, Bandura relabeled his approach “social cogni-
tive theory” as a more suisible and adequate descxiprion of what be had
beet advocsting since the kate 1960s. The relabeling was useful because it
made the Feamres of his posstion clearer. O the ather hand, there is nothing
in the corcept of learning that denies the imporance of cogoitive mechanisms
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i babwlar change, [ is onby the hiscorical @ssocinion of the stady of l#em-
with stnwng aaticagnit ivist views that may have led 1o misasdersianding
= mhisimterpretation on the part of some of whit Bandury was seempiing,

an thix arucle the major thoses of Sears and Banduma arc caslined, along
with & chitoitulboy of teer (keoetical developments. Then thear conerbu-
sons are evaluaced in the concexr of current approeches to the stly of
sl dewelopmenr,

Social Learning Theory: Sears and His Caolleagues

Freud pravided s witl a first theosy of persenalicy development. one wich
smpressive staying pereceT. Through the work of Ins discaples ag well as s
“umerous ceitles who nevertheless remained within ehe general structure he
sroposed, a rich and crestive insight into leman aasiute evolved over the
+=ars, Ie has always heen che contention of psvehoanalyses. however, that
e hvpotheses of paschoanalvoe theory are not amwenable © sciennic 1est-
=y bar ciin I jusseseasd only chrough use ol alse prychousnalyic method, thac
4. the free associations of pactencs undergoing analyvss or the bhavaer of
=uzidren during scrucwared play Academic psychobogises, scrionsly interosted
= the development of 1 theory of persenality and iznpressed Ty the lasiehi-
Tainess of Freud's, fownd these limbations on thwir seiencilic activines wouble-
L A mavement ths orose o make papchoonebylic principles smenabic
o scientific invescigacion in spite of objections thi it could por be done. [t
wzs possible 1o operationalize psychoanalyric constevcts and 10 make pre-
Zretiopg, even il the operanion oo was consicersd nadegune by exgu-
sens of the theorw Bue even hurther rigor could be mchieved by joining
mmchoanalytic theary w thoored more amenable to gedenific investgacion:
g the 19305 and 194905, behavicrism ond baorning theors provided the
Soremvare oy Avienit i :rigm'

The major formn effort 1o combine leaming and psychismalvtic theories
= opder 1o undersiand pecsonaling and social develspment theoughaor 1he
e span ogan ac the Yale institue of Hluman Belatrons, The instocte's mis-
sy WeAs 00 o msgraer i i el soispue af bedavior, which it samed o do m
_435 [he enterprise commcnged under the dircction of Mark Mav and with
v imiellevtunk leadership of Chark Hull {who had areived an vale an 1929
wizh an acclve program of research on kyprnosis amd a dedicacien to the prin-
of ol Bchavioedse yevchaluey ), as well a3 wihh ipur from representachves

2 variey of refnted disciplines. From psychuamalytic theery ad oo he
...-Eel:. chaned tegions of rigoreus simulus 1esponss theory” (Sears, 1975,
z ol}, Holl, Sedrs, and vehers incloding John Dollard and Meal Miller welded

~:gether A new appreach to the science of numan development and behavior,
Tnen first underaking wias an acobunt of frasiration and  aggression
—asilard, Dnob. Miller, Mowrer, & Sears. 1939} that included sn amolysss of
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the soclalization of aggression throughout childheod, a problem on which
Sears continued o work fe.g., Sears, 19470 In 1941 Miller and Dollard pub-
Head Social Learning and Imitation, in which chey presented the first majoc
aceount of social beerning theory supported in part by experiments on imi-
tation in young children.

The ateempt o mamy paychoanalytic and stimulus-response (5-B) theo-
Ties appearsd promising. [0 was, of course, little more than a reinterpredacion
of Freudinn hyporheses within the Famework of 5-R fermulations, 2 rans
lation made relatively stmaightforward by certain simdlaricies berween the
bwo theories, Boch, for example, viswed the goal of behnvinr as drive reduc-
fion, and reinfurcement and the pleasure principle were cuneepes that could
be equated easily, Certainly the individual integriny of each theory wes to an
extant viakated by the marriage, Tut the execcise did serve to suggest that
ideas based on the richness of clinical observation and interprecadon could
be subjected o rigarous scientific evaluation end therefore made accepiable
1o the szientfic communloy Yarrow and Yarrow (1955) summarized the con-
aibutions of secial leaming theory when they noted that

Rather slowly. but wery perceptibly, a new pouit of view i= emeTging in
child psychology: [t is oot a podnt of view which is an irresponsisle, radical
depanure trom the eonservative empiricism which has epitomized (his
diseipline, but it is 4 relormulation of the proflems in terms of & more
dynamic conception of hehavier end development. (p. 1)

In fact, the approach was particularly exciting because it Wis a0 1empt o
account for develspmental phenomena throngh concepts that formed part
of a general theory of human behavlor. Moreover, 1t offered a stimulating
change From the maore deseriptive approaches characterizing the ficld ini the
1941 and early 19505, enabling the generation of theerctical propositions
abaur social development ther could be empirically rested.

Some Features of the Approach

It was the focus of Sears on socializacion processes that had a particalarly
strong impact on research and theoty in socisl developmental peychalogy.
Much of kis theoretical effort was expended on developing an snderstand-
ing of the way that children come to internakize, or to take on as thelr (Wi,
the values, amitudes. and behavior of the cubturs n which they are talsed.
His interast centered o0 issues having to do with the control of aggression, the
growih of resistance to remptation and guilt, and the peguisition of gultur-
ally approved sex-role behaviars. Sears siressed the place of parents in the
fuswering of imemalization, conceniraring on features of parental behavior
that either facilitated or hampered the process, fearares that mcluded both
general relacionship varables such as pacental warmth and permissivenss
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and, henee, aggression s likely 1o be intreased rather than decreased. In
1958 Bears addressed the as yet anclear issue of how an aggressive drive is
avguired, suggescing that the wwotive to mjure is bearned through secondary
reinforcement. ‘The successhal elimtinadon of frustrating condivions by an
aggressive rerponse, as well as the passible evocation of pain in the frusrra-
vor Ly that act, is peimarily reinforcing, Pairing of this primary téinforcement
with: the aggressive response thereby causes aggression (o acquire seoondary
reinforcement propettes.

The impottance of secondary drives and heir development is seen again
i the manmer in which Sears wrote about dependency How does the young
chilid bearn 16 want to be ear his or her primary earetaker? Acconding e
Seare, Whiting, Nowlis, and Sears (1953}, dependency results from the fact
thar ehe child fremn bivth baz so many drive states redoced by others, partiee-
faarly the mother Through the pairing of the mauver - her appearance, voice,
and 2 cn — weith reduction of bunger, thirst, and provigion of warmth and
romfort, Ber anmibutes 1ake on secondary reward velua. (In face, Sears and
his cofleagues emphasized feeding experiences in their rescarch on depend-
ency apparently for no cther reason than the major iImportance asslgned ro
faeding by Freud.] Thus being near the mother and being held and touched
by hier become seconderily reinforcing events, And this desice to be near her
produces “dependent” behmdiors - clinging. following, and reaching cut ~
that are reinforced by matemnal artention.

Some would have been contens to leave the story at this podnt, with the
mother established simply as & secondary relnforcer. Bur both the Hullian
and Frendian wadition necessitated furdrer development of the coneep of
dependency. Some kind of modvational system had 1o be inveked, given
thi dependency seemed o be displayed even when all primary crives had
been reduced and when, therefore, conditioned reinforcers cught w have
tost their effectiveness. Thus, Sears et al. (1953} proposed chat dependency
siquires drive propertes. The source of these drive propertics, they proposed,
|ay in the fact thar dependent behaviors are somerimes reinforced and some-
tiries punished. The [ncompatible expectancies of rewand and frusoaton
preduce conflict dhat provides the drive sirength for enerpizaton of e
dependent action. From this viewpoint It (s easy to see that punishment for
dependency should heighten dependent behaviors by increasing the level of
drive. Punishment alse makes i likely thar displucement will cucur, with the
new phject of dependency being increasingly different from the mather as a
function of the extent to which dependent behavior directed voward her haz
been punished. In fater years Sears {1963) acknowledged dhe lack of evidence
1o support these speculations bur was nat yet ready 1o give up the niction of
drive completely

Building on the notion of o dependency drive, Ssar alsc proposed a the-
ory of identfication. Once a dependency drive has been esmblished, young
chlidren, becauss they cannot diseriminate berween themselves and their
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spchiers, peresive hey gerions os an inegial pan af thesr oem action
teyuences, The reprodystion oof et actius s rridfereing, ard thus a sl
Sabit ef vespromding imisativedy s Buric up alony with @ secondary TNk
samal system for which tacting lke re rother” is che goal respanse [SCAES,
1857), In chis seconnt, “what Sears s ingenicusly aozpaplished is o
castite in the Lingusge of Tenoming theaty Freed’s theary ol amaclicic ident
Searlen’ (Rrenfestwennes T960, b 281 O che ethor hand. che formutition
s T [om torally sanisgving, In the mid §960s (heirs & 2. 1G65] Suirs
ied the lack of i mechanism for explaining why 1he chilit beging 0 Lmi-
care the motbwer Bl uppeseed siople seeeprance of che Tt abseevit
somal earnime (s the Lerm was meed by Bandura & Wallers. 19631 aeelns
=acky in life and 1hai this tendeney 1o repriaduce. micria nos prvides g
wav e whieh chtildren can cowamel ehemselves,

Testing Hypotheses: The Research

S0 che samie timse as these thesecrical proposils were DEing made, Seare wncd
a5 collepgucs weore engibed Lo sees of studies o tese thaemi. The results
< the Jirs: larpe-seube d%essment uf parenting practices and chikdren’s siciul
Zevelopanens gulded by the swciol arning itpdition were published in
Zoteerns of Child Rewrtng ! Scors, Macentn, & Levin, 19570, The study was
mswcl o Imrerviews of 379 muothors. To the rescarck: Sears o ol. detvrmnned
e Chese mubers reared sheir children, what the affeers of 15E Tearing
obe, and whar detormined the thoice ol one rean g mehod over anwsher,
‘o examphe, e orfors of el socisTection, selegstedin, diwd persemal
srtirudes on parenilng wehiigue. Tectutiguees ol giscipling, peisEve TS,
sl soverity of IRLOIGE were Latgored as some varables imperTont Fol
eialiatbonr, nd 4 vagices of deductinns from sucial learning thedry wer
sowsard, Smars ot al. found @ velavienship letsesn the vae of withdvawai ui
ove by warm mothers and comscence {eomplince with parengal dicrate i
e sihsanes ol sl lmeg); hene thee explannnion v thir the absence of
L ilwed paieneal stiengian moTvaes che child e imisnie aud, therelore, @
ccorporate marent heluiors inchad g stamlsirgls for moraiiy, Ol prodic
uatts tha, nlso were suppoived moehis weeorh wore that che strength af S
Seutian Lor comscienen doevelopment | wonulled sany puasitively with thar imiemt
L afeetinnate nurtrnce given 1o e ciild ax well s with the severity ol
-ne demmamds plasisl o the chlld by e iz ithe more 1R demands, s
vl meother would nog provade innmeshate help weed 1l more che chald
weitle] hatve e peproduce her beloviorf. Punishenens Foam L grEkainm wits ral-
ctted with immediate sapprssinn of agerossion but e high Teeels a
soeression, presumably bolise punishorent chivied hastility i thwe child
i boeouse plvsical punishmens prrovide] @ mocke| Fur aggressienass,
Pusterets of CTily Reurzmg hae serius methodohisical problems. Scars,
—ained us An cxperimentabiss wes s from suevessiul in his we o thu irenviity
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method, Data about boch child-rearing practices and child outeomes came
froin one source, the mother, and ao were subject o futemal perceptual
bizses, Mathers wers assumed w be giving aovurare accounts of when and
henw such ewents as weaning and woilet training wers carried out, even
though we now know that they ate highly Ukely m be inacurate n their
memories of such events. It is to his crediz that Sears improved his assess-
ment methods in 8 second major research program {Fears et al, 1965).
Thus the methadology was extended from parent intervisws 10 also include
obeervation of mother—child inferactons in a playroom, e adminisieation
of artivede scales, otservadons of child bebavior, and doll play. The focus of
the study now was exclusively on identificarion, with a search for ihe child-
renring corelates of behavioss such as selfronmel, prosorial aggression,
guilr, mnd sex-rols behaviors. The werk nevertheless had less impact on the
field, probably because social leaming theory as it had been developed by the
vale group was being supplanted by newer approaches w e understanding
of hurman behavior and development.

Mechanisms of Developrment

Social leaming theory 1s not a stage theory, The developmencal aspects ofF psy-
choenalytie theory — critical perinds and stages — bad been omimad in the
reanslation from psychoanslytic to social leaming theory. Insregd, Sears (1957)
affered a st of developmental machanisms thar are simple and straightfor-
ward 10 say the least. First, there & leaming by which the child acquires appre-
priate actions or responiges, Sevond, chere is physical mamuration of the child,
a mechanism “so ghvious as to require no discussion” (Seats, 1957, p. 151}
In Fact, the main impact of physical change i through iss social implication:
Ihat is, influetices on behavior do not <ome about dirsorly due o physical
change bur vather through the diffevential reactien of agents of sectalizacion
A8 ey BYPECE NEW ACTHONS in aocord with increasing minrit: Changes in ke
and amount of dependency, for example, are a refleciion of what adults con-
sider acceptable; slinging is rewarded in the very voung but punished o extin-
guished a3 the child grows older and different forms of dependency are
toletated. The fnal change mechanism rests on the axpectancles for soricn
held by agents of socialization, expeceancies determined noc endy by physical
changes bur also by reallzation thet the child 1s learning new things.

Commentary and Evaluation

The contributions of Sears and his Yale collcagues o developmental psy-
chology were substantial. They set the study of personality and sueiai devel-
apment on it scientific covrsa, proposing a theary of human development
in such o way that it was amenable to empirleal study. They relled en a
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varery of methads m che cowrse of this siody, incleding parchial ingerview,
:u:--_-ay_ér_iw veclinigues, easures of parent attiludes, bohavioral ohsuervations.
=ik behavioral raangs. Pateerns of Chitd Bearing provided n mode] o a mu)-
mracke of subseuent studics sddressing the centeal problom of s :_nlizztim'!.
ar 15, how parenes tromsmit he values and svandards of sociery dn o var-
=0 of domains to their childeen, Soclalization provesses remain a cental
s of stondy for developmental reseiarchers, and Sears and B coll2aaues
siearly dememstrated bow noe coidd begin to sackle these i porrant issucs.
Fropably the only recent breakchrough e is ar all comparable o ds umper-
-ange Jor research in social developinent is the formeadation ol attachmem
sreory amd of o mechodology for assessing she gualioe of Caretaker— enfant
reianienslnps.

The Limitations

sany of the details of the theory have ner suied op o the tes of Hime,
Avchogsulyric and learning theory make such differen basic assumprivng
Aot humman behugvioe thal they seem strange bedfellows indeed, For exam-
T, Mological enyplives and critical perusds are central to che former aud
roreign o the fer so Sedars chvse simplv to Ignnee them, Cleardy, Sears
souml himself ;o sene difficsloy in his awenips woexplain the geneerh of
=nves, aemy pecessitated Dy e importanee of mativatien for both pay-
heamabetic wnel sinnuls—responss theary; maenealty he was forced 1o
standon e concept of drive and eely on aotions of eeinfurcement and
meenddve aknie, As 8 reswlr, some ol the theores distinoiveness was [ost,

The Successes

Zhuy gererufed, One crleerinm for a good rheoey liss nat so mwch in whetker
¢ predictions are ultimurely conflemed bur whether o ted o generites dara
war are usedid and imporeen. By ohis eriterion. secial lenming thaoy as fur
Trulated by Scars has been o success, He identifled variabbes rhat ace sill of
semeral inmerest fa socialization resesrehers and esmiblished empirial rela-
Zanships thot hove cnrdameed o be replivired, Distincusns Ierween shor-
zned long-tenn ensmplinnce widh parental diciace) a eonesrn wich differenrial
Teatment of bovs and girls; and a foous on the effeces of materma)l sl
saizem, marital adiusrment. poreeptions of child-rearing sell-cllicacy, amd
sooial class cun discipiine practioes are but a fow examples of wopics that have
4 Very evstemporay fuig. [nideneiiving sperific relationsdiips heoween par.
ent disepling sinel incemalization of socictal standards, Sears o al. (1957
set the stage for & vicw of disciplne elfeciiveness ta bas remained ratarivly
znehanged 1o this day. Any mndern sextbouk in developmental psychology
ill polars te paventel warmth and psyelsibogival teehoignes of discipiine as
facilitarive of imernalizuton. 14 i mue thar & vasiers of oiher thesretical
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explanations have been provided for the relationships. but hie basic ideas
remain unchanged even afier more than 30 vears of relatively intoose inves-
tigathon in the area.

The importance of the dvad. Sears (1951) was among the first to argus
that the stady of personality and sodal development must acknowledge not
only that the external workd acts o an individual, but alse that the individ-
ual has an effect op the extermel world. He maintgined tha: a dyadie meher
rtham a monadic analysis of behavior waz necessary for the understanding of
social reforionships, Personality 15 the result of Jeaming experiemas, but
experiencas are &lzo determined by an individual's personalicy. This is a posi-
thon deveiopmentailsis have ail come to accept, and techiobogical develop-
mems and medern methods of research design end snalysis have made it
gasier to deal with the complexides of dyadic analyzss, It was the social
learning theotists, however, who fizst alerted researchers go the fack thet
both agents of socialization 2nd the abjects of their atrenton are subiect o
the laws of leaming,

The inrervicw a5 o researcdl oo, In eddicon oo asking important guestions,
sears also was responsible for methodslogical innovations thar have left
their imprint on current research practices. For example, he demsmstraged
thar & weglth of information could be acquired From inensive bus sorectured
interviews of parents. Some of te faatures of the approach hme been mod-
ifredd 50 tha: now we rend to focus on selfreport concerning eomcrete and
spevific situationg and actions chat are reasonebly fresh in the mind of the
interviewee rather than on self-repori based on more generalized questions
{e.g.. "How do you handee it if X is saucy or deliberately disobedient?"h.
Havertheless, it was Sears ec al. (1957} who demonstrated the usefulness of
this major medwodolegical too! for students of sodalization.

Serring the stage for furure developments. A final eontribution of Sears and
his collaberators was thelr refinement of a way of thinking about develop-
ment that was a peecursor of Bandura's sociobebavior(stic and, ultmancty,
social cognitive approach ro social development. Sears sensitized Bandura
to (&) the importence of idendfication a5 a process in personabicy deweiopment.
{b) the crucisl narure of a dyadic analysis of social behavior, and (c] the
probkems of pursuing a drive model,

Socdial Leamning Theory: Bandura and His Calleagues

Albert Bandura did his graduare work ar the Universine of [owa, a choice dic-
raved In part by the presapve there of Kenneth Spence, Spence's asspdation
with Hutllan theory made the activides of the Yale social leaming group
salient to lowa peychobogiss, In addition, Bandura's first academic appout:
ment was af Stanford University, where he arrived 2t the sae time that
Srars aleo joined the faculny there. It is hardly surprising then that hig work
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smeild Bear the strong impset of sociul learming theory, Banduea's fisse grad-
sate siudent was Fichand Walters, orwl the (wo began an imuensely fruiful
soblaberation that eeslted in wvo books. T was the second ol these books
smar urneid the study of soeinl and pessonality development in yul gnatber
srection, inspized an large nuniber of rescarchers fuc @ great many wears. antd
zoil remaing o strong force in current thinking in develupmweninl psreRabogy:

The firsc book by Handorn and Walters was Adolescent Aggrossivn. pub
ched in 1950 it was still very much in keeping with social learning theory
=23t then existel, a juxtapositien of psyehoanalyic wnd Jearning pricoples.
The durni repocred in the ook came From interviews of sdolescent boys -
zalf af them engaged in delinguent aciivity - and cheir parenis, a8 well as
sam the bavs' responscs [ a propeive test consisting of pietures wnd sro-
mex inwolving the pussibifiny of deviane actiom. The theorcdeal smroelre
i-ow om the old nodons of drive and reinfoccement, Specificnlly. Bandug
:ng Walters elaborared & thoery of dependeney chat snggesied thar ages-
« e Boys were suffenng from duependency amsiery aclsing frivm Tejection amd
sumishment of dependeat responses avd that che frustaion cresed by oeg-
_eot and cefecuon wits in bwge pare respansible fog thein ancsecial behivaor.
Zandurs and Walsers alsu momned chelr angion o the rele of identificarien
- vhe Internalizution of conmols over behavion The theory of idenifleadon
e put forward was that of Svars, and the predicdoms they made alou e
sziationship benween parental wannth, use of withdrawal of love. sid o0
<rence development v similar to thess of Scars e sl (19573

Even while the finushing rouches were being pot on Adolvsent Aggrosaiog.
= swever igs auehors were being wiraetod 1o dilferent appreach 1o social
sevedupmenn. bn theit second hodk, Soinl Learting and Besinuliny Levelapme
Sandurn B Walters, LRG3, they rejecred psypcicanalytic weis and adopied
: *purey” leaming upproach. In face, Banduro and Walrers Iabeled the e
—neary a ~socivbehavioristiv approach,” presemably o Jistingulsh it beth
e e Yaio form il secal learning theory and abse from the curmen opmeranii
or lemrming cheory spproach @ personality deveboprent, deviang behuvioe,
2t peychothesapy that seemed o them deficient i i fuibwe o consicles
18] EREICE,

iom the very firs page of Soch! Logrning ond Prownaley Bevelapmont,
Zzxndura and Walters (1963) argavd that mest prioe applications of learning
—eurv Cincludlng Killer & Dollazd’s 11940] analysis of imitadcn) had relied
o hemly o a limbed ginge of principles established from siedics of animul
23 nuwman Jewrning in sicacions invedving only one organisn, They noed 25
aell the 1051 call of Seurs Fot the study of prinviples develgued in dyvadic o
rep sttumcons. Bandurn amel Walters vyed analyses of displinemant as an
sample of Eailure to pppeociare the operation of seeis! loroes e homin ife.
S che bags of anlmal learing dar. leantieg theonsts (eg. billen 19485
-3 hypathesized that when an urganism was bath reinfurced and pusished
-7 3 givem response, this wiukd gie rise 1w an appeoach-mamdance conflict,
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with the behyioral eutesme of that conflict dependent on the relative smength
of the approach and avoidance responses. Asmuming that svobiance gradients
are sieeper than approach gradients, and using the potion thai responees can
generalize to stimulus skoatons similar to diwse in which drey were origiznally
leamed, Miller was able (o predict at what poant along & continuwst of sdmu-
lus similaricy o punished resporse woulkd reappear. The model, then, pradiened
behavior fram knowledge of three variables only: the strength of instigacion
te1 @ behavior, the severity of punishmens of the response, and the dimension
af stimulus similasiy. What i faded to rake Intn account, however, was e
Eacr thiut criging] agents of punishment contimue 1o 6cr in ways tat may influ
ence the ajectary of tie resporse In question, Through teaching, example,
and contrel of reinforcement conringencies, they deermine the cxict natue
of the displaced response. Por example, the parents of highly aggressive biys
punish apgression in the bome but reward ic curside the home (Bandura &
Walrsrs, 1959), Thus apperent displacernent is, in reatity, simply an account
of discriminabion trainmg.

The most inportant omission of leaming theeres, however, lay in theic
account of chservarional kepmine.

The weaknesses of leaming approaches thut discount the mfluence of
social ¥ariables are nowhere mure clearty revealed than in thelr oreawmens
of the acquisition of novel responses, a crucial isswe for any adequate
theety of learning. (Bandura % Welers, 1963, pp. 1-2]

Skinner suggested that novel responses cowld be acquired throngh the
pracesz of successive approximarion, but the experimental work of both
Banduta and Welters had drawn attention to a much tnors effective process.
imitarion. This provess formed the central cote of the new appeoach, Miller
and Drollard (1941} had writtsm & book about the rele of imimon in social
learming, bue they saw it 25 a special case of Instruments| conditioning, with
social cues serving as diseriminarive sdmuli and behavioral marches to those
cues bring reinforced. Indeed. in their bock on personality and peychather-
apy (Dollard & Miller, 19501, tvere were only three passing references o
fmitatien, cerainky an indication that it was not considered very Important.
Bur, for Bandura and YWalters, imization was levased 1o 8 pusition of cen-
tral importance, Conmary to the learning theory treatvenis of kmitation,
they documented that obéervaronal bearning accurs even when a models
responses are oot reproduced during sequisition and, therefore, could
receive no reinforeement, In addition, they pointed o a fact previously
unneted, that the response consequence expericnced by » model can influ-
ence the subsequent behavior of the obsesver by inhibitdng or disinhiblting
behavior, Thus behaviors that might previcusly have been displayed are sup-
pressed even though the child has never actually hiad 0 engage in the behav-
for amed b2 punished for ic Similarly, the stage can be sev for acts that might



Criger o Soclal Learmnilng Theory 25

~xe leen suppressed in the past buy ikan aec engaged o agaln through the
zoqusidon of Informadon gained by olserving an urpusished modal,

[n theic conception of miation. Bandura and Walrers {1963} diflered in
weveral mepets from Sears. Fuse of all, chey gave up the Froudian tecm of
s2entification. Sevumd, they hied no necd for the conoepr of drive or tor oni-
wamve respanscs o be reinforced inoorder for sbsesviticnol learn g [0 ooeur,
Turd, they anoved obmervatlonal learning into primary position among
sarminge mechunisms, weuing thet it was o moch more effclenr wenligue
27 pehavior change than cithor diveet beaiming o Spccessive aprasimacion.

Qne would i . . permin an adeleseent o learn 1 dive @ Ga e 06
of Trial- and-crre procsdores, nor would one enmest o Firears @ seied
solvices pecouil withour o demonmrannon of bow it shauld be hamdled.
[Bandura & Walters, 1963, . 51)

Some Fealures of the Approach

Trroughour che 19605 aml 19706, Banduies presented o theosy of sehisl devel.
somene that in fact has chamged very itk inies basic premises in the inter-
.zquing years. 1 was markedly different from extan conditioning sppreaches,
sludiong that of Sears a3 well as thase put forward b individuals wich a moee
ssnnerian bent. Bancdure's thenry i mainsly coneerned sk how children and
sules npasate eognithely on chelr sovial experionees and with e chess cog
ebve upermions e come woinfluence dwis behavioe and develspoent

Izlividuals are belisved o alsaracr wund Boegroe informabion chat is encoun-

==red ina variety of sooal expenenees, such s exposaee o madeds, vorbal des-
szssions, and discipline encounters. Through this ohserwetion amed integration,
s=av mentatly represent their environments and temsclves in cerms of cerinin
=ucial classes af eognitions char include response-cuccome expediinges, por-

sexvions ol sollelficacy. and standards for evaluarive self-rescoions. These cag:

ziems are believed o alfecr nou enly bow they respond W environmensal
Fmuli B alvo the sorts of envereonmees 1hey seel our for temsslves, The
Zscussion thar tfollows domenstroees bow Bondues emphasizes the rale of
swemticr, ahslractsoe, 2id integearion in several areas thae were of particklar
moerest to fime as he developed his own Gem of sacisl learmng theety, From
=anr on, that farm of soclal Jeamning theony is referrad re as social engitive
“meary in keeping with conreniporany terminalosy,

Observatione! Learning, Sell-Aegudation, Sef-Efficacy, and
Reciprocal Determinism

“mrervgnanad fearming. According e Bupdura’s sheocy of abservational leain-
=g -see Banduwra, 1969, 1997k, 198G), there ace faur componeni= invulved
=t prucesy o0 modeting. Each of these components has o role mo gl
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gither in vhe acquisition of information about events and of rules or in the
decizion to put this informatien to use in guiding behavier. First, the obsecver
TUSE pay ACEMECN 10 evenis - live or symbolic — that are modelnd Attenden
is detemmined by a variety of variables, including the power and aitractive-
ness of the model as well as the conditiens wnder which behavior is viewed:
Television, for example, it a compelling mediom for capruring and holding
artention. Second, when meterial has been arrended to, it must then be
retained, with the oheerved behavior represented in memony through either
att imaginal or 3 verbal representational syster, bn the third step, symbelic
representation now must be converied into appropriate sctions similar 1o
the originally modeled behavior Tor instancs, motoric reproduction of com-
plex actions is much fess fkely to be successful rthan thet of simple actions.
The Final process governing chservarional lesming involves motivatonal
varisbles. There must, for example, be sufficlent ingsntive to mosivate the
scrual performance of modeled actons,

Self-reguiarion ond selfefficacy. A sgnificant challenge for any theory of
socialization Is 1o explain how control over behavior shifis from external
sources oo the individual. How does one maove From prosccial behavior thaz
i maintained by capectation of externally administered conscquences to
behavior that & meintained by the seli? Sears found the mecharism for
internaiization in identification. Bandura found it in self-regulation. People
do not bebave Tike weather vanes, constantly shiftng thelr behavior in
accord with momenary infivences; rather they hotd o ideclogical pesitions
in spite of a changing situation, They can do this beeause they bring judg-
mental selfreactons into play whenever they perform an ection, Adions
thax measure up to intermal standards are judged positively, and those that
fall short of these standends are judged negarively (Bandura, 1977b).

The source of self-regulatlve Funwtions lies in modeling =nd in direct
tuition. Adults respond differensially to children’s behaviors, and this differ-
entlal responsivity is one kind of information children teke inte accounr
when formulating personal standards or ideas sbout which behaviors are
wosthy of sclf-blame or self praise, Children observe that people prescribe
seli-cvaluative standards for themselves as well, and this behavior is alsa
cunsidered when formuladng personal standands. In addition e imitating
the wvaluatlve behavior of others, children zre also reinfesced by agents of
soclalizerion for engaging in self-regulation. in the end, self-regulation depends,
then, on extemal forces. It may, however, alse produce personal benafits
that maintain it as, for example, when self-denial pays off in weight reducion
for the fat persen

It is important 1o nore that people do not passively absorb standards of
behavior from whutever influsnces they experience, indesd, they must seleet
from numesous evaluations ihat are prescribed and madeled by diffcrent
ndlidduals &5 well as by the same individual in differing circumsiances. This
conflicting informarion must be integrated so that rules can be generated,
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+ general standards furmwsl, sganst wlich wdividueals judge cheir oem
senavior, The selection of stendards depends on e weighring of sech fac-
- 5 o lisparities n perceived cooeienoe between e mode] and the seli,
=i mieh n speeifie meivite is wloed, snd the exwenc o which sndividuals
= thowr behivior 95 8 funciiom of their own el aod abiliy 1ather than
caternal facters over which daey Bave Linle conrol,

sejf-efficmey s o major deerminane of self-reguladon and has been a
_enrral bocws of Bandura’s research sies the e | 43105 Bandura's incerest
= eelfeffiww srose Proen s stedies of che vole of participan modeling in
== meatment of phobic disorders. A sariking feature of che ourcomes of
<o studios waz the oxsent to which individuals” pesceptions of thowr own
= lmigs ol eifectivencss decarnuned Tow easily chipges in bebavics and fem
zregsal were sihigwnd and maincined. According o selfellwacy thaory
Zrat fonmalized in Banduri 19770 ) penple develop demain-specitic belicks
st their vawn abiliees and characteristics that gpede Neir behavior by
seterminimg whar they iry Lo achicve and kow much etforr they pat into
i performance in tha particular sitaation of deman. This seli-pereepis
zoovide a fromnework or sroctnne sgains which inferwation is judged: They
Zzzerming hew e whether dolividuals put ings scrion the knowledge they
v | Sel-etfivaey should be disdnguished from looas el conicol, wlich
—ez=rs 1o individuals’ belishs tha outcomes we o resulo cither of rheir cwn
as er of chanee ) Whon peuple Ruve negutive sell pereopts about o
sruattion, believing 1hey ane inelfective and <do pos have the abilicy e perform
w2l they become precceupied with themsslves as well as being enwrionilly
sotged, mwe conditons thar diseeo them e poecdonmang eltecteely.
Zeets about sell-clficacy acise from the indpdcduai’s hstory al sclisevement
A dlemain, fram slbsesvation of what others a:e abie o gooomplish, from
rmemps of others oo mold rwlhlga il :ﬂ'il'-u.:l'fll.'ac_'_-' :h;{mgh per\sua.!;iun.. and
= om rondideratlon of ane's own phvsiolegical stite duaring sk 25 a reilee
=.zn of pereanil cepabilivie: and Tniaeions,

Self-officney rheory hine guided research in a varsety of domaiss, o
o¢ academic achiovement, hesith-celaed beiavion, parenunyg scrles, chil-
zrzmvs sell-eonoeps, whleds performance, and clinged diioadens. Recerncly
~esenrchers nderested e age wlhoed changes i menory onctiening have
—sod it Ln an sctempt oo understand periormance deflels (o the eldery, sng-
sretimp thatl cvmoerng ovee o bolieved decline in memory abilive will be
Secred in cheiog of auivities, effory exgended, pnd persistaney of aetions
rasks voguireeye menaosy, Thus mainiog designed 1o shaw the eldecty hew
Lwacious they can accually be un the dormasin of memeory shiculd lead oo oo
erease e selfeMcaey and i subscquent memory performanee (8.p.,
=20k & Babcerik, 19891, The veralis of coveen ccseaich on muternal
seapunabveness and infant security, although guided T it achmaann oy
_am abae b Firvedd imbe o selfoelieacy framewotl, Thos Bandom § 1986, 198%)
iopgests thar the soeial and cognitive competence nbserved i infants wh
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are classified a5 securely awached in the Infany Sorange Siouaorn is a result
of their highty developed sense of self-efficacy. Thiz sense of sell-efficacy is
fostered by responsive parents, who react 1o the communicarive bebavior of
their babies and whe provide enriched environments that alfow the babies
to see that their actons orl that environment can be efficacious. in this way
pocelerated social and cognitve development &5 prometed.

Rectprocal derermirisnl. Social cognitive theory acknowledges the inwr
r=lationship berween the individual, the emdronmens, and behavior, In his
ormalization of tedic reciproeal determinizm, Bandura (1977, 1966}
argued that behavior, the environment, and cognition & well as prher per-
sonal factors gperate as nreracting determinams that have a budivectional
lnfluence on sach orher. Thus expectations, self-perceptions, goals, and
physical struetures direct hehayior, with the resul= of that behavior having
an impact on those cognittons and biologicsl properties. Environmentab
events it the form of moedeling, imstrection, and social persunsion affece the
person, und the person in urn evokes different reactions from the enviran-
ment depending on his or her personaliy and phissical features. Fimaliy,
behaviar determines aspeues of the environment to which the individual is
pxposed, and behavior is, in torn, modified by that environitent,

The concept of teciprocal determinism handles well one of the ceniral
and intriguing phenomena of human behavior (o which atrachment theo-
rists, amomg oshers, have currently addressed themselves: the relative lack
of plastcicy of Wiman behavior and the faet that some people Se€m contit-
uelly o seek out relationships that have similar negative curcomes fier therm.
Bandura argues that peaple contifute to thedr pam life cobrse by selecting,
influencing, and comamucting cheds own cifcumstinces:

We aro all acquainted with problem-prone individuals who, through
their abrokicus conducr, predictably breed negative social elimares
whemver they go. Others are equally skilled at bringing oul the best in
those with whim they interact. (Bandura, 1977, p. 1972

Competencies, self-efficncy beliefs, and self-regulatosy capaeities are acquired
through experience. but they in wum determine the individual’s experience
in such a way cthar tivey are maimiained.

Testing Mypotheses: The Retearch

Bandura's thecresival weitings have continued ro be supparted by bls repors
i empirical research. The research has been of two sorts: exporimental ana-
logues of sccialization sirvations {partieularty modeling) and demonsrations
af procedures for achieving iverapeutic change, such o8 vicaris desensiti:
zadlon and craining in self-¢lficacy. The experimentail analogues of socializa-
tian wete hailed 21 the dme of their appearance 85 clever simulations of
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cample social situaclons A relationships thit enablod developrientsl pee-
chodogises e ke Miior progress in their shedles of processes invodeod in
sovialization. Thws they opencd up oew modes of Investigacion tha feed
researchiers from neliance an inferviews with 1heir arcendant hmicazions wogd
snablud them s make cousal inforences from data racher than having 1o
aucss an the direction of effect, The [wllewing are but u few cxamples of this
work, Bandurs, Ross, and Boas {1963 were alsle o take the comples and
aiten nehulous enmoepia of three thoories of sdentificition - sbial puwer,
status orwvy nd secondary teinforcetnent — and Lest hent ma mmagenbe
way through manipulatiens of the charaeicrlsries and ehavioo of melels Lo
whom vuung children were exposed. A series ol studies i which chilslren
wewed ageeessive murdels showed with sanling elanry lewr such expasume
coubd Tead tu inereases in dic children’s cwn aggiession. mLUber chin serving
eome cadharric function, They dlso demonstated Tow knowledge qould
sxiar in the shsenve of peformuece, and that chiklren could be tully cog-
=it of he Titwre amd consequences of a given Behavion withous ever hav-
ng engaged in it isoe Bomlura. L9773 Bandura and MeDonald [ 1562
uestioned the basie 1enerts of regnive develapmenial theorising coneem:
e moral devclopment by shuwing chat, twough o eraining procedine
mveslving social reinforoement snd mudcling, the moral judgments of young
hildbrene coukdl be modified. Baadurn and Schunk {19871 demanserages) beow
the eniEneement of pecoeived selfefleacy could improve chikleen s cogoi-
~g kil development and hein mirinsic ingerest i academic subjects

Mechanisn af Development

Jandura's seabysis of development (eg. Bandura, 15770 1986, 1984 b
ek more elabwwated than was thae of Sears and s a Teflecion ol the refo-
susing o ddeveinpmental ssues thin took plaze ameng Jeith Astican psy-
Anlriacs it Lhe 1560w, His pasitian, hoveeser stands in marked coaLrast o
+ nnadigional Piagetian voe, being injurmed s well by o kg body of recent
sogearch on children’s chonging infurmation-processing mpacicles.

Hapeura mainning that comniton invelves know ledge and the <kills i
seeing on thay knowledge: Rather than conceprualizing i devcippmene of
srinking n rerms 6l discrere and umsfrn stages, he argnes that it is heat
rozarded 8 guided iy sperialized cagnitive capacities thae chiange aver time
=4 2 Faneriun of maturaton and experience, These caputiries or skills svolee
-+ number of demains Ome is actenti, The ahilicy w attend o redevann
=urts of the environment is essastial for childeen to Begin g see cnnecrions
zerwesn of 1o acquine iformaciun about relations berween actions ad oyt
semes, Bur when shew nre young, chibdeon hive arrencional dudielencias —
scluding difficuly i actendiog simulizmenusly o ollleiple cues and m
sainmning selention for swificently bomg periods of time - chat Lrmee thedr
coolieney. Children must also mansforn oheerad matetdal to symisalic
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form, first by using ¥maglngl symbols and then, a5 language develops, ver-
hal ones, Memaory i2 nnother importane cognitive skill, enakling informarion
aboue observed amd pecsonally experienced evens 1o be retaiped so that it
can guide the formuletion of rules for bebarrior, Memory pooves aver time
with che acquisition of languege and a knowledge base that allows new
information to be related to what is already known 2nd henee remembered
berter. The abilicy to monitor the march berween ideas about relations of
actions and outtomes and the serual effects of setions, as well as 1o corredt
mismatehias, is yer another cognitive abiline necessary for successful behav-
ioral Functioning. And, finally, childoen’s reascning skills must be refined so
that they can make and apply decision rules governing behavior

Paget argues that cognitive conflict produced by distrépancies between
existing mental schernata and perceived events motivates changes in think-
ing. The socizl cognitive approsch finds the source of change i maniradon,
explormtory experiences, and, mast Imporran, the Imparting of informaticn
by soclal egents in the form of gueided instruetion and modeling. Parenis and
ot teachers, for example, hetp voung infane m leam contingencies between
their actions and ourcomes by making connections salient. They teach them
ways o improve ther actention aodd memocry skills. They increase cheir
knowledge base so as to aid comprehension and retention, When Inpantng
moral standacds, they use physical sanctions initially becavse of their chil-
dren's poor command of language, but switch to more cognitively sophist-
cared technlques as language improves, s the child's social realiny expends
and &5 the nemre and podential seviousness of possible cansgressions change
with age, moral standards of a more complex and generalized nature are
introduged. Farents both foater and respond, then, to their childrer's improved
attentional skalls, abidity to proces: greater amouwtts of informartion, and
increasing knnwledge so as to promote greater sophistication in cognitive
functicning over age. They olso take changing social peeds fnta considera-
fon in cheir interactions.

Commentary and Evaluation

Bandura's conorbutions o a dheoretical undemstanding of human develop-
ment have been of major significance for the field. To begin with, he rescued
the process of identification from the confusion of hypothesized roots In
dependency end acquired reinforcement and motivatlon, directing the the-
oretical foous wa more fruldul basls in cognitive processes, including aten-
tonal and memorial fuctars, Bandura's empiricial conmibudons during the
1960 and 1970 provided ample evidence of the central mole of chservational
learning in & diversity of zreas, particularly aggression and self-regulation.
The research alse highlighoed rhe vanety of mechenisms mediaring the
acquisinon of behavior threugh cheervational leaming. It i doubeiul thar
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anwone gy wonkl argue thal modeling does nod plav o domiaing tole m
sectalization. The concepr of sel-edlicacy. althangh developed Inrgely in the
comext ol understanding ihorapewie chomge, has major poteidal o
=aplaining how children’s clhanging seif.concepts can alfec thwir social any
sognithve behavior,

Bandurs muse also e credived with spnickly moving the social fearming
STIENIACIOR (rom s rours in stimulus—rosponse theonry te one within
nfermativn-processing heorics of memmy. imagery, and problem sobving
The ancipathy to mealisie consieocss eviden in many lewming theorye for-
mulacions is i e way evident in even cacly presentacions of his posirlor-
Mental processes ore not discessed e lemih by Bandwa and Walies in
1963, but they begin tn appeir in published work soun Uherealter {2.g.,
Sandura, 19651, Bandura’s unalvsis of modeling draws strongly on concepts
<Finformaten eoklimg, Infarmustion stornge, and development of rale.
govermed behavion His descriprions of how hutnan bemgs select and trans-
Serm informacion aid howe ey genete rules oo guide cheir own behayior
wias @ mapoT achicvamenn o andersiimding secial developmenial processes,
Sandurs did mur beeak pew ground in bis specilic cognitve formulations
kit relawe directly o cwrrenr infoe ounion-processing appooaches, bul he
whs & pieneer bn kis fundamental interest 1nrelating choudhe o balivic,

Somie fssues and Reactions

Qne question is why, in spite of being in the maing resm of North American
cognitive prvhology: social cognitive s lost it position of preceninenre
m MNorth Amcrican deselopmental psyebolopy This b2 ean e iy that
gandura’s contributions went unheeded, Indeed, many of sovial cognldve
theaty's basgic promises and rmechanwms hgve simply boooma on secepred
and tharoughly entrenched part of vur belieds alsaus human social behavion
Tet. i is als mree chat che methodology faeored by Bandura, as wall & his
i=ss fhisn cencral focus on development, was not in kooping with e chamg-
e zeiepcian ol dovelopmenzul psvchology durlng e 19705 and D80S,
Turening firse to the (less imponancd macrer of methodalogy, 18w naled
eariier that ome of the exciting featices of Banduias work was his vory
clever uwe of iburatory analogues uf real-life situsrions w ot hypotheses,
:n approach influenced nor carly by thie of tearning researchers [ also by
i experimental work of Kert Lewdn, The sldbity to manipulate iodepend-
ent varisbles in conmolled seieings aned mo draw cavsat conclusions provided
i enkition for ohe of e great problems of the conetational approach of
Sears, and i appeared 1o be anather gam sep torward in making the sudy
of soutal development a truly seiencific vndercaking. The mevhodoleieal
soul-searching of the 19708, however, dovracred sumewhar from Bandara's
srhivvement in chis regand, ae i meriad of drguments were pesented con
cemimg che deffieulties of the experimental approsch: Fxpecimental analogoes
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of reality lacked ecalogical validity (Rronfenbeenner, 1377), psyehology hud
tissed out en the impoetant firse soge of seience that imslves observation
and identification of phenomena Laier m be explained (McCall, 1977}, and
s on, Along with these warnings came 1echnological advances that facilitarad
the use of ohservarional methodolegy s well a5 stadstical developments
that enablad at least the inference of causal relationships from cumelations]
data. In ali this Qurey of discussion and changing focus, experimentation kst
its place of favor, and sbeial cognicive theory through asseciation may have
boar some of its luster 55 well.

Nonetheless, the use of experimental analogues of social stuadons is Aol
inegral in any way to mssessment of the tenats of social cognitive theory.
The theory can be tested using eithes experimental ox correladonal method-
alogles and does, In facr, guide many current cotrelariona! mvestgarions.
Bandura's preferepce for the experimental method, mareaver, is & useful
seminder that no amount of statistcal sophistication ean allow us to deew
caueal conclugions in the abssnee of experimental manipulation, and that
greacer use of this methodology in the many areas thiat land themselves o
such an approech couk! prove beneficial n augmentng ot understanding
af spcizl developmenal processes.

More impartant to &n understanding of the changed role of spciel cogni-
tive theory im developmental psychology was the fact char Bandura was less
concerned with developmental issies chan he was with other pans of his
theary, A¢ Piagetian approaches became more famillar oo developmenzal
peychologists during de ke 1960s gl eorly 19706, social cognitive theary
began o be coticized for its bk of anemrion to the impartance of changes
with age rthat might have an impect on behavior (e.g., Coares 4 Hartup,
196}, Although Bandura responded 1o the increasing emphasis on chang:
ing cognitive capacities in his theoretical writings, there was liitle acowmpa-
nyirg research that specifically address2d developmental lssues and tha
seemed specifically generated by social cognidve theory. For that resson,
other approaches thar concentrated more clearly on maers of age-related
vhanges in devalopment movad 1o the forefront of interest for many devel
opmernal psychologlss, This is probably the mam reason social leaiming
theory lost its central posision.

Current Status of the Theory ond Issues for Further Exploration

Soclal cognirive teory has evolved over the years in & way that 18 respon.-
sive 1o pew daza, The fact that modifications have been accomplished with
relarive ease speaks to the strength of the initial formularions: There is as
yei no evidence of distortion st conveluticn that might ultimately lead one
te a recommendation of abandonment. 115 pasltion in the mainseam of
current cognitive pychology suggests thar it can continue to guide the
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aequizition of new data B well as to gecomemadisne rescarch Findings that
have been generated by wther theorerical appruaches.

Ihere are. of cotitse, nrans ol soclal learning aml seial cognitive theary
whose il poential has vet 1o e realized, Two are beielly mcniooed. b
Birst @6 olviows o the immediately receding discussion: More itrenrion
qeeds to be pald 1w developmen. The seound concems the hiasic Eaniding
Slogks of sugial icarning sod socil copniiive thenry: reinfarcement, punlsh-
menn, reasoning. and modeling. Bandura concenirated hus thencetical mne
wmpitical efforts on the Jarer: bywever, we sl have much to learn aboue
he first choee techaiques of bohavior chauge.

A thenry of developenenr. Buth Sears and Bandura sev e to formulare 4
zenersl theory of human behavion, Tn the courss uf this acTivily. their ivctess
spanned the enrire range of human peychnlagical functioning. Thus chetr van-
ot wins ToL exclusively with deveboprensal issucs, This b= particulay the
cnee tor Bandurn, whose inter=st in clinical matrers bas always beon o Jeast
25 strong i his interes in child devclopment. Altbough Sears wag nue clenrdy
scused chan Bandura on ssues of personality and social development. his
adherence w0 4 thenty that suggesed char devebopment eaiskd be viewod most
casily a5 the acquisiiion of few behaviars cecd him 1o pay retlutively linle
attention oo speclfic developmental issues. For Bandura, this has no been
whe case. Whae his been bess semphasized in the compirical work, however, is
vhe incoraction henween sge znd expeience, The (leeietical underpiming of
such wock fas heen provided by Bandun. But whas we aesd pow @2 8 minre
abipted demonstration of Bew cognitive skills an the domains of memeny,
amention, seli-menitoring, ansd reascaing sre wodified 1hiough I8 LIS TR
spu) experience and how ey the inflevnce social bebanor, We need g know
fow children ar different ages wo abou the process of weighing and synthe.
sazing Infurmmtion thn leads w che kinds of cognitions omphasized by social
cognitive theory, Witl such an elabaration. suctal cognilive thewry may well
=ubd greater promisc thon any other cmtemplarary develmnental cheory for
=rawiding an inregrated view ol proveses of sociil development.

Further onalyses of sosiaiisarion rechaigues and processes. The: greas -
siburion of soeial leamingsgorial eognitive theory hos been In aiding ous
cneraending of how children ate sovialized fo sweept the standards and
. alues of thelr sociery. Sears and hiv colleagues wriented paychologisls 1o the
mportance of ineroatization, mnforcement, punishment, moedeling, rea-
soning, wnd affections| relanonships in chesr undersminding of sucialization.
Famdurs develiped conceptions of medéling, denlt with the ssue of affec-
- aal relagionships pardeularly a5 chey relace to modeling, and locused on
machamisrng of intersalization. However, in his belief i the primacy of nind-
elng, e has been Yess coneeimed with roinfercement and purlshment, which
are_ after all, conml conceprs of leaming thenne Nor duiss reasaning receive
sew dorailed netentlon it bs been given by othees,
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It is porable thar views sbout the relative effectiveness of punishmane
end reasening i socializacion have changed remarkably litte since
Putterna of Child Reasing, And yeu there are a number of ancralies In the
vesesreh and a number of unanswered gquestions that indicote rhe topic
needs o be revisited, [s punishment always demrimente] o the soclalizarion
process? Why are mothers who are Aewible in chedr responsas te children’s
misdeads more cifective 83 agents of socialization (Hotfman, 197017 Why
do children rate centein forms of Teasoning as more acceprable than
others depending on the domain of misdeed (Nucd, 1984)7 Why nre rela-
tionships berween Teasening and imernalizeden dependent on age of
¢hild, gender of parent, and sociceconomic class (Brody & Shaffer, 398237
Does reasoning serve any other Fanesbor than clarifying the comtingency
between behavior and cutcorpe? Do different foema of punishment (eg.,
withdrawal of love, physical punishmenr, withdrawal of privileges, and
criticism] have different affective and cogritive impavts on children?
Similarly, we still have much to learmn abour reinforcement. Reinforcement
can be material in nature and presumably has a detwimental effect on the
incernalization of vaiues. But it can also be psychological in It form, Tun-
ning the gamut from praise of 8 specific act, pagitive atiriburtions about the
physical or psychological characterisdes of the actor, reflection of the
pleasurable feelings of the abject of an action, positive sorial comparisen,
o simple acknowledgement thot an set has ocourred. Are some of these
more detsimenial o internallzadon than cthecs? How do they vary in their
effects on behaviar, and why? k ts the answers to these sorts of questions
that will be needed before we have a really complete understanding of
how these baslc and fundzmental progesses — ones that form the comnes-
stones of leaming theory approaches — make thelr conmibution te chil-
dren's incernalizatiug of societal standards and values and, hence, to their
secial development.

Conclusion

In the hemds of Robert Sears and Albert Bandurs, social learning theory hag
progressed (rom the initial achisvement of bringing the language and data
of learning theory to bear an an understanding of comphex human functian.
ing 1o @ sophisticated applivation of modem informathon-processing con-
cepls, Clearly, the theory In its present fofm offers an exiremely uzebul way
of organizing existing dem as well as providing a framework for fume
research. The theony's patential for developmental psychology has ver to ba
fully realized. However, both Sears and Bandura, in company with their col-
leagues, hove given us a substantial lead along the way Qur debe to them Is
great.
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3
System and Lifeworld, and the

Conditions of Learning in Late
Modernity

Stephen Kermimis

The Functional Integration of Schooling to the Imperatives
of Political-Legal and Economic Systems

A Critigne of Fuacnonaliss Reason (19872 pp. A71-374}. Jurgen

Fabermas gives an exmmple of how the impemtives of the i ical-legal
systerm place demands on schooling thor wndermine the conditions neces-
spy for education. He argues that the prozess of educaton depends upan
creacing and sustaining particular kinds ol communicative reluaonships
berwsen people (for example, teachers and lesrners) 3 cellural reprodie-
tion, sccial integraton ol socinlisaiion are 1o proceed Inoa way which
enables them to secure the strociueal ouclei of shared secial Bfe foslore,
sociery, and porsonality]. In Tecem times, he amgucs, thess cammumiraLve
peladionahips heve been put ar tesk to the extent thi they Tave [roen alis-
placed of distorted by the function tationatity, which characierises che uper-
avicny of horh politeeal-legal and cconomic systems. 17 this argument 1
cofrec, some of gur understandings of the aaiure and purposes of sduca-
tan amd schooling 12] mav aeed s be ro-examined, For example, formal
ecducation i often justitied in ceems of indwviduel enlighieamen: it in
today’s werkd, sthosling operates principally o inweyrare indivichuils o

ITI Fhie Facery of Commmaniceive Action. votunne twn: Lifewiorld and Syvirem;

Source: Eodaguge Cufiiee & Soowly, 8033 (1 P9E): 269-145.
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palitical-legal and economic sysiems. in he interests of those systems, then
jussificarions of schocling in r=rms of individual enlightenment begin to sound
hollow and illusory.

Functional integration of Schooling 1o Administrative Systems

The parnoular exampie of the funcrionel miegretim of schooling to the
polldeal-begal or admingstracive syewem cired by Habermas concerns a threat o
the educational reladonships between eachers and leamers, which emerged
when schonling in the former Pederal Bepublic of Germany wias brought
under the jurisdichon of srate administrative law. He refers, in particoiar oo a
study by . Frankenberg (1978 of somme of the pedagogical effects of the pro-
toction of pupils” and parents’ righs through administrtive law, In the earky
15705, schools had introduced appeal procedures by which smdencs and par-
enes could contest school decisions abour the non-promoton of sudents from
grade to grade, and the resules of examinadons and tests, According to the
edministrative law of the Federal Republic, however, when a state body estab-
lished an inremnal appeal mechanism, the appeal mechanism iself became
subject o the external and higher jurisdiction of stete administradive bw, this
opening @ means by which decisions mken i school-level appeals could - and
did - become che subject of appeal in the admindsmedve coums.

Haksermas uses the reom jundificorion to refer v the extension of the scope
of low in decigion-making - a process of bringing more and meore of social life
under the administrative regulation of the =tate. Frankenberg's research swge
gested that the juridification of decigion-making in schools had 5 mamber of
untoward effects: it left teachers insecure, with the effect that some teachers
‘over-utilised amd some ‘under-uellisad’ the scope of pedagogical acdon. Some
became capremely cautious and explicit in dheir pedagogical decislon making
(for example, in decisions abous the promodon of students from grade o
grade, o abour the develapment of s and examinations and use of the
resules of restingh. in the hope that thea pedagogical acten would be safe
against appeal; others apparenty sought o avoid invelvement 0 any desison-
making processes which might fteke them vulnerable o appeal.

o The Theury of Communicetive Actior, Habermas argues that the possi-
biliry of educetion [and some others servioes ke family and welfare seTvices)
depends on the existence of relationships berween studens and teachers in
which commumiconive action ¥ primary — that i, when leaming b a ferm of
action origpted Jowards muiwal vndersranding end unforced consensus, guar-
amreed sulely by aach teachor and cach student haviong the unfetered righe,
in reiation to every utterance, to make their own yes/no enswer @ four
questions, which can be raised in relopon o any and every uherance:

011 15 i comprehonsible?
(2] Isictrue [in the 2cnse of aocurae]?
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3 I ir eruchfully tor sincerely) stared? and
N righl Lkn the sense il |115:|:u|.ir:,- .:|'ppr|.:-|:||‘ia[|'_‘ in these cironmstanec )Y

Trankenberg's research sugmested 1hay jundification of schooling snder.
—mes these commumicativo requiccments Teachers hevame consteained in
it pedagogical icilon in the sense thal their pedagogical procedures were
zerraasingly based on the requirements of cominunicative rtionaliny within
e chassroum, 0 whech parmicipiols themsetves hive the fight to rike: these
aladine lairns 07 refardon o edel ohers nrasraiecss, since reachens wete obliged
= conform with the pruceducal requirements of soate administrative L
for example. ey may have been required increasingly (o ConsTct Fanm
—=ationg, which weaukl be echnivally-Usfengible in torms of st theory, even
= her were less approprizte s practical goides mewhat Audents were leaning),
“ader such conditiuns, Habormas coneludes, schoaling is being conductad
der a ponciple of socintion contrary o ihe principles of comamunicative
sznonaling (mutesl underscandding wed unforced consenses), which are
ane hesn of edueydon, "vonvelling them over, through the sieeging mediam
=+ the law, 1w o princlple of sociation fame s, for them, dysfunctlonal”
Habermig, 19872, p. 3710,

Functignal Integration of Schooling to Econormic Systems

séucational relationships bevween eachers amil l=arners are ulso wnder
=t from the funoicnal integration of schooling to the eobmy sysem.
2z sehooling bocumes an incocasingly exteusive SYSTEM of prjrirarion fos
gmployment - not only ac the entranoe o working Lite, but absy chrsugh s
Aner corridors a5 voulinuing cducntion becomes 8 fequinment for cavees
zevelopment and change throoghout the fifespan.

In this cose, eominunleacive puionality s distoried oor through the inte-
gratin of schooling to polivcal-legul syseens, bat te economic systotns. I
-n3s cage, schoolinng ls ‘comverted gver’ throuyh the sieering modivm of momey.
w3 an equally dysfuncdooal pripviple of sceistion; mameky, @ principke
sounded 10 the operaton of the economic sysiemn, Examples af s Rind of
svstunetion include: when aecess 10, enggemend in and suceesy in scheol
g ave dependent upon (he fnancial nesoweoes of stidents oF their tamibies:
2 when the provision of educitional seiviees i siwened poncipally by cosi-
=z and funding ronsiderations,

& relling cxample of how edecanonal relstionships can be distoricd by
sosring and fumding decisions was desaibed by my For e Dheakin Liniversity
oleague Jepnilar Angwin, whe studied & sevics of chunges i adubc bagic
=dutariun for migrans in Assiralia (Angwin, 1992). After about o decade of
zanonal Furding for adult migrant educitien, in which adul migrant vdu-
cxtem tedchers graclually began 1o frm o5 & sub poafession within teachiog
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and began to organise increasingly effective professional development for
themselves, they began to hit upon some powerfol theoretical pesources that
belped them in thelr reaching of the wery diverse groaps of learners they
encoumtered (some leerate and some illieerate in chelr firer languages; some
vohumtary migrants and cthers refugees; some emplayed, some unemployed;
gome reletively weil-oil, athers in poverty: some from small and fragile new
migrant communities, and others from lage and well established migrant
commisnities; and so onk. Since many worked in adult education seftiogs
funded by Technical and Further Education autheritics, the authorites
believed that the ‘best proctice’ ldenrified by teachers could be codified in
new curriculs embedying these new theoredcal inslghrs, Technical and
Further Edueation sdministrators thus set in mraln processes of aurriculum
development that would produce the appeopriae curtioulum resources
(though it was hardly possible to produce standardised curricula to meer the
great divarsity of these learners’ ciroumstances and needs). Onge Lhese cur-
ricula began to emerge from producton, and following the ecomurnic rario-
nalisz principles of the dmes, which asserted that colleges shoubd tender
comgpetitively 1o provide these courses, the authopiries decided that it was
no lomget necessary W employ adult migrant educarion CEACiers On a Cun-
tinuing bbasis; instead, they could be empioyed on an ‘as needed’ basis far
periods of 6o 12 weeks at a time, when particular courses would be offered
at perdeular sites. The consequences of these decislons for adult migrant
education were dramade:

« Formerly, community metworks of teachers, students and former Siu-
dents had ditecsed poiential new smdents o reladvely well-known
teachers and coutses in their area, and webs of relationships had grown
b which adult migrane education carered to specific local comminicy
needs. Following rhe inmroducrion of the standardised curticula, fander:
ing for courses and shov-mrm conmacting of teachers, these local nec-
works broke down. Onee courses were not consistently offered no the
same locations or by the ssme teachers, it was increasingly difficulr for
potential students o find classes to meet their circumstances and needs.
Sapn, Jocn! Commonwealth Emplovment Service (CES) offices became
the only reliable poine of referral o adult migrant education services,
since CFS staff generally knew what adult migrant education scrviess
would be offered in their area In tha coming weeks, However, the CES
was only a reliable service for people who were also daiining unemplay-
ment benefits.

« Formetly, the curdeulum in adult migrane education classes was very
closely arruned to the particular circumstances and needs of individur!
adult learners, Lesrners could stay on in & basic cless, of move @ an
intermediate class, as they felt ready oo do so. Onee curricula and short
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courigs bvame standardised, the conrem and duracion of the couwrsess
anercasingly determaned] learning opportimities for studesis, oomd e
arviculamon of learmng from age o sty began o breas dowT, esgue
ciadly ux cowrses cossed sl one locageon and opeeed st another. foreing
Jewmmers o Aind rheir awen way From courss e courke. and fian one se1
b Jearming reiacionships w anwher

o Formetdy, the network of adult migrnt edocanion dewhers had operaned
35 a sub-profcsseon’. well-cnouwgh aorganizsed o be able to meer regubrly.
<hare experiences. semanges soamon professional developmesn acovines
T MO cinerging noeds. and lebby for mone sseure empliammens cradi
siuns, Oiow e weedeming process was esceblished, eachers jeund i
1mcrersingly Oificnln o mainiain vhese professional neeworks and profes.
sicnal deveiopnent aciivitkes, aml gvem ty meantae secure wieplovinent.
Nost Bacuawe wducanivas] phace- workers, cunsoantly worried abour secur-
mng the nexs shorr-rom contract and freguently bavy 1 coapets wath
_||1|.|.~::p;|.|¢:$ e wnrk.

=osnant, the ratienallsaclon of adule migram education scoording w coo-
sLmuc prinopies (LTwSUng te marker forces fo deermine the demansd,
=2 the sepilabilicy of courses wud seachers al a comperivve price in any
saeulan kicacien) swopl osxde the weby af elationabips thay buwl furmerly
crappterised che feld, shacesing continunes oo indeciduel aves, n the
ccmmiement of local migrant communitics o adule sducation and in the
soofosdimnt Jivess of adult megranr educardon cenchers.

Yiewre gererully, the wnctional] ingegration of schooling o the covnomle
~arem oeckr® nor anly g the Jevel of preparing people fur wark, and nesist
ozt o the development of selevant kiowledee and skills in careers
= o likedy chan ever before g pesalve mebeling frooee place o place and
DULLPAIGN o ououpation. o may sacimi demuctagivs, 0 ks also
n_-l;] Bl :5h:|tt :I:rv;_:m stk gir pri.wﬁc !I‘l";_:l'r'i.':..ll::ln ol edwear o I,Elflfl.‘l. thugli
=27 always. under scate rogulaction). so that the provesion of sdhwation amd
= Eaing a5 inereaningly repulated as f Iowere parc of e economic sub-
wstem, Imosome phices, it his alse mvobeed imereased provision of educacion
= srainbg i the workplace. warh the concent of treaching ined Jerrning
sz sprzcificnlly custormisead wo the necds of the coterpese, rathee tean the
sacten Thie i oot w say chat privace provision moon-the b tesimny, are

wrzer value 1n pouple’s lives, it s metely 1o pote that edgcation amd rameg
= and for the work-context is part of the funciional inteeation of edveatien
am2 traening b Lhe wider coanormic syateny, dowtn i the level of the ndivsd-
- 1. ENICTRERES,

The shift foon stote o priviade pasision has been aocompaiod by ansther
T eaneeling i the funernag integemanion o sehooling eo o pdicieal eyl
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system, Where once mass eduearion was principally achieved theough Statd
educarional provision (mare schocls, colleges, universities, ete.}, in contem-
porary soclal democracies it s increasingly echieved thoough stare regula-
rian of sehocling, with educziion and training instinztions deing increasingly
encmiraged o be responsive to market faroes, alcheugh sill under the aegls
of srae Jaw and policies regarding the conducr of education and maining.
While the kind of juridification described in Habermas's example may seem
like @ particular case, it iz perhaps more ubiguiteus than formerly acknow-
ledged {especially a5 siudemts bring legal actions against universitdes and
rolleyes for slleged failure t0 provide the education and taining services
they conttadted m providel. In addition, it may abso be the case tat educacion
ard rraining inssucions become increasingly airsaucracised as they conduc
their affairs in the guise of service prowiders offeting Jeaming “produces’ o
lenrners increasingly described 25 'clienss”, ‘customens’ or censumery o] these
Procinces’.

These rwe tendenciss — functionnl inregration of schooling tw the eco-
nemie system, and te e polincsllegal systems ol the state — are not
restricted o the institutton ef schepling. The case of schooling is merely a
particular exomple of a very general tendency characteristic of late moder
niry, In The Theary of Comminicative Action (especially valume twi) Habermas
gives n number of other examples, sspecially in family and welfare services,
v show how the functional ratonalicy of syseemis has displaced or distorted
the communicative ratinnality nocessary to che symbelic epreduction of
lifevenrlds through culorel reproduction, social integration and socialigation.

Theoretical Resources

Habermas's Theaiy of Commusinztne Action (1084, 1787a) akms 10 recover
and pecast scme concepiual chodees made by sarlier generations of soal
theorists, to construet @ new view of sodal theory able to remedy the com-
plementary defects of two currenty compering fooms of social theory: &y
reaits theary and thecries of social action. The (ormer give insight inta the
nature atdd funcrioning of soclal systems, but at a cost: they keove aside
prebiems about the ways svcial life is expedenced by people and groups.
The laeser - theories of secial action = have forused on people’s xperience
af their social world, but have not dealt adequarely with social sysiems,
rending 1o treat systems as if they wers ‘forees of naruse’ and, ar worst, cast-
ing seciel acrors as victims of the systems which: constiluze 2 very latge part
0f the lived conditions of late modemnicy The theory of communicative
actiark aims bo offer o ‘sterecseopic’ view able to encompass both system and
lifeworld wspects of our lived social world, and o offer insighss into the
nature and dynamics of ihe ensions and intercorinections between Mem.
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The Theory of System and Lifewornd

A TR Thewy of Camaprigricative Actior, Hahermas cobgziders e seresgibes aond
weakapmas of svstems theore amd theories of sacial wetivn, He oritivises both
andl rives. throegh o recosmstractlen of cierdier socal theodies, ot a owe-lovel'
suctal sesry which explores the ensions nod inrereommenions beiween
~aostem amd Ifeworld as owar Saces of the social wodld of modereing 3i

See (Toan & gy PerpeTiey, MINELem sOciey erueipsses UTignseion:l
sned institstional stuctures (neluding voles and rules) and the furctioning
£ thege srrociures — o particulas; thelr funciening a8 crdenied wreirds the
sitaimenenl of partiolier seusls, Sestems opermle threugh reioand. e
i - thac is, Cinstrumenal, means-enkls] action oricned towands seecess
Thew aperate (hredeh definivien of goals, the defidelon of ericerla against
shivh progress owinds achiewing e wouls can be mensured, the sendng of
aargoes for whan will cowne as success Qimaximisacion of cucomes in relation
s gads), andd che montioning of prosress towsrds goals to evaluane and
‘mprove gystem clixicney debfined moeerms gt the rato of inpurs to oukcomes
cchscved, Since e clrromsenibed by spucem sonactunos and proceascs. and
riemied lenwarcls ochieving sutcames dedined in terms of sysiem goals, 8
semral concoims are with svsrems funciioning: hence. it chiricremismicilly
smiplens @ fomm of reason which can be described as famctienal rafmnalicy.

Mudlern socieries are charscensed by adwanced <Jifferencarion oo vae.

= if dimensions, posing parcicula kinds of problems of sooal iowcgracion
=5 SFsben 'inln,-:Hr;.'ltmn, with a vy uf effegis l:‘1n|,"|1r|i|.ny; pﬁthu|<:|_|.|;|:n.".||
=Ferts ) which rhe theory of communxeatioe serion gims ro address. Habormas
= pardeolarky concerned with the nacure, fanetioning, and intcrrclaionstlps
selween eceomie and pofitfon! fepel svstems nomodern societies (pection-
v camitalism and the stare which have been lnked wopether 0 parcleular
=ty -comrenssiing waks i e nodem wellde siate).

Seen from o lifeworld pervspediiee, modern sotiety encompasses the
Srmarmcs by which celoure, social order and andividaal idendiey are secured.
Ziezvemng oo i key msighl frean Americon socigdngist Goorge Herbers Meoed
snn ne individuation iz pessible withou soecialisation, and oo socialisacion
= passible withawt individuacion” (Habermas, 1992, p 26). Habermaos devel:
JEEn mure extensive conceprualisecion of the sociul merdy of Jifesorlds.
denifviing theee woweiaf socler of the Wewarld - culiure, mceny and
zersor - which are miads possibde’ [ 1hres enduring aml inEeTacting sers of
rrosessss — ulngsl peproduction, socal integration and secialisanon: tie
AT

Considercd as o rosowice Use llewerld i divided o accued with he
wiven” compnents of speech aers (thur Is. cheir propesiclonal. iloaaden-
arg, andd imbenrional compenenns | oo culture, secieny, wnd person., oall
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culture the siore of knowledge from which communicative action
draw nterpretations suscepuible of consensus ad they come i@ an
understanding about something i the wodkd. 1 call socieiy (in the
narmower sense of 4 componert of the lifeworld) the legicimate
arders fram which thess engaged in communicarive ection gather
solidarity based on belonging to groups, as they enter inre persanal
relationships with one anather. Personality serves a a tesm of art for
acquired competences that render A subject capable of speech and
actson and hence oble 1o paricipate in processss of mutual under-
sianding in a given comiext and 1o maintain his owi idemdty in the
shifting cantexts of interacrion. This eonceprsal strategy breuks with
the radisional comception — aiso held by Me philosophy of the subject
and praxis philosophy - that societies are composed of collectvities,
and thesz in tarn of individuals, Individuals and groups are ‘members’
of atifeworld only in a metaphoricel sense.

T gymbolic repraduetion of the lifeworld does take place a3 B ciecukay
process. The structural nuciei of the lifeworld are ‘made pomible’ ty thalt
corpelative pricesses of reproduction, and these in rura are ‘made possi-
bbby contributiene of cammundeative action. Cirlaeral reproducticn
etisuTes that (in the semantic dirmension} newly arising tinations can he
connectad up With existing condizions in the world: il seqares the vong-
nuiry of Daditien and a coherency of knowledge sufficiens for the son-
sensus needs of sverpday praciics, Social integration ensures that newly
priging sinucions Cin the dimension of social space] can be connectd up
with e exsting conditons in the world; it takes cars of the coordingtigm
of action by menns of logitmarely regulated interpersonal 7elanonships
urd lends constaney to thie identicy of greups, Flnslly, the sacarlisasion off
meTiErs ensures thet newly arsitg sinations (in the dimension of hi-
torical Hme) can Do connected up with exiseing world condidons; it
serures the acquisition of generallsed capacities for action fox fiurure gen-
erntloms and takes care of harmonizing individual life histortes and cod-
leciive [ife forms, Thas, interpretive schemara suscepuible of consensus
Cor “valid knowledge®), legidmately ordered inmtperaonal relarionships
{nr ‘solidarites, and czpacites for ineraction (o ‘persomsl denrifesT
are renewed it thiss three processes of reproduction. (Habermas, 19670,
TP, 3-344]

These relationships are summarised by Habermas in Teble 1.

Table I: Contrbutom of mIpmduqiun procerves Lo mairtalning the sLACtURl campanents
al the Heworld (Habermas, 1987a, p. 142)

AITTUR] oAt

R0 dcnan pasenes, Collure oty s nainy

Cultural reprodue lian Intmipretie wnemas fit LE Sacsafixalion ke
fey moroerriyd (wals riapesans relstion  Educational goal
Kol b}

S saten niEprelme Mativatians for actisfs  Meaclve capaniitie:

s nmplbmma i1 corform & fens {“penond idemtity )
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Tabbe B Furciiom ol actin onteied twerds mutyal andecstandsg (rabermas, [957,
7 A4}

J— . —_—

EaPte T e A BT )

T S E A 1] Jmwty L R

- - il il bn T-anareisecn, cilique Berwaal o bewsstides Repmrductae i uiradodge
fnuedice & ciilica. g trei Tor BagAun e iy I SRk e ading,
ko Fillcaticn

PRt T T a4 Cindinatipn g aldrs Repesbarlion o paflems
cpefngl TArk ab v wa inimtdgetivel oif soral itk
[T PRTTIR S LR B LS R

wlnd=s
=roalikE R rac B imwnalisao F vk cpameiz ul vieehty

Habermes also reimes the functions of commumicative derion — action
sriemted towards mutual usderseanding — directly o these serucouril neccl
-7 the Kifewstld an their correlative reproduction provesses, as i Table (1.

Table 11 semmarises the diveet roles plaped by communicntive actien in
e three provessce of symibolic reproduction. Communicatlye action i ihe
srovess by which paeticipaces test fur themssbees the contiprchensibiliog
—uth Lin the sense of accuravs). wuchfuloess (sineering anil righmess (n
“ma sppse ol moral appropriateness) of the substaniive contens of these
SrOOEEEeS A5 1L aplics i helr awn struntHns, Only when they give their o
ardorced asscat will they regard substantive claims reiped in thess processes
as persopilly hinding upon them - o perhaps it weould be beoter to sy cha,
when a doubt anses about any such sultantes claim, ik will not be regurded
x Btnding until it is underwsiten by cammunicotive action {1t f5 @ an
mpmted towards mutual understanding and unforced cimsensus b,

Lmder the condidons of advanced differeotiacion characieristic of lae
Sdernity, whole realms of socdal life nro coordinared in terms of purposive
miend] wosion and fmetional rawsm, wity The requirsmen for muned under-
szanding andd comsernsus hedng more o les sugpended. Unclee the ImpeTuiives
= pysterns functioning, people simply “gen an wich the fob', a8 it wete, witheul
seqwirleg a msiticatica for wha ey ans duing inserns of authwniic personat
sesent. This deferment, displacement or disrortlon of the (validity) daims of
—urual understending and conscosus i et cost-Tnse, 1t puts tae processes of
svmbulic reproduetion wnder wrain. IF subficiendy ssvere, the strisin becomes
adent in vatkous kinds of ctises in the donitins of culnae. socheby and persan-
ziry Habermas summarises these kinds of crises o Table T1L

These Winds of crises may be thought of as custs of systems ravionalisa.
=om o e borpe by eultores, sociencs and isdlviduals, The questin arises
¢ whether the vosts van be minimised andsor whethee o s possible o
wduce them by changing the way svstems funetion vis-a-vis the Tifcwarid.
Ssbarmes addresees this question n The Plalnsnplicol Discourse of
W odprn e fpp. 336-367), offering rhe possibiliy thar seli-organised groups
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Table Wi: Mandestations of crisis when reprotuchion proceszes ate diuried (pathalogles)
[Habaénrias, 13672, p. 143}

A
AR
DEpaess n
e domuairal Culfi# Searly Prrguraminy Dimenmue of Feoiuat o
Cultnag Loy ol maegning wihdasad of  Dain Lptinaiiy o ks boge
reproduslion by Eraticn oemntation and
miucaliom
Soriehirbigianon  Urssting ol Anomi AT Sty ol members
ool it Qg Ideniity
o miyrtsn Faplune ot sl o4 Pyshopatietogles Feomi
Iration el 2ReTe respaaialiby

In @ revitalised public sphere can sensitise systems b Lheir uncoward effects
in ways which may reduce burdens on cultures, societles and individuals. He
comes to thls cenclusion by way of an exploration of oo key teses abous
the namure of modemio.

Two Theses

Hahermass theary 0f communicative sction and, in parxicular, his clarifica-
tian of the relaronship betwesn systm and lifewathl, pernics him ta develop
rwo key theses about the character of lace aodemity: theses concerning
{21 the "uncoupling’ of #ystem and lfewarld, and (b} the colonisation of the
lifeworld by the Imperatives of systems.[4]

“Uncoupling of system and lifoworld, The thesis of the 'uncoupling’ of
system and Heworld refers 1w the development of ‘relatlve puronomy’ in sys-
tems regulated by the distnctve steering media of monsy and edminigera-
e power A principal line of argument In The Theory of Commrunicalive
Action ke that modem societies are chameterised by such an elaborate pag
term of differeptiation Lfor example, in convexts of produston and the divi-
siom of labouarh that it 19 barely possibie o secure coliective socla] ‘anchacng
in a shared cutmre, shared social order and shared soclal identizy The barden
of maintsining such societies against fagmentarton and dissolution has been
wansterred from individuals and small fce-to-face sociel groups oo social
systems (5], which provide coordination. By the ris2 of moderning (variously
daces from Descartes, of the rise of e printing press, oC the: emergence ol
posisivism 16]], the process of differentiation was already so advanced thar
political and econare sysiems were Learly differentiated ftom oe another
{though interaciing), and each was already highly differentiated internally.
Ihe Benctional tharaster of these systame was such that tey could provide
& mazrix within which whole realms of sockal life coulkd be coardinared and
regulated, though nol without centradicricn, conteswation and crises.
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Whatt is dustinetive shour fate modernity, in Elabormas's vicw, B Uhat seeer-
=z medfia characrenistic of the ceoneenle and peliticel -legal systems - money
20 admirEraclye power tespectively - oo o theit work of eoordlinocion
x smonthly thae dae syams e egun oo oparsie Telatively mimonomously’,
IR, on Usein gwn gme, Seen from i een perspective. e lexicon ol
e evunedmie system Tenders indeadual peogle invisibie, secagting them as
TOMSLERLETS" Wik costsnaiute markety” ind provide the system with the “human
wsourcy to be token into account among odicr factass of productiom.
Smilavly, seen from e pesspective, the lexicon of The political les: swseem
setdens individua| peopsle invisille and recists them os oicizens’ af the state,
contiruenn of elecroraes, and ‘clients’ of burcaueracies - whise serivines
e b be adniinmtratively copulacsd by daws and policics.

The cconemic and polivicat-legal sysiems could  bBecome ‘relanively
stmmomony’ enly when Cob thew fonctionalicy was so generally understooss
“mar i conld be tken for granted and have papular assem as a leginichas:
—ode of soclal arder = thad i when it relieved individuals living and work-
~g i bighly diffenrianed sueieties of the Dunlen of jusntdnge their actions

sheough commanicative actioni every rime they acted o accordanee with
e funenondd demands of systems. amd when (b)) the syvsiems wsmselves
Tad developod stcermg rmaden of sulficictn puveer wod stabilary qe prondce vheir
sy specialist divcourses” mpoble of reeilating exchange and intornction —
me steering medinm of money Inche case of the ecanomie sysies, noal the
ceering medien of adinfaesirative maver in ke case of 1he politiend-legal
wosterml, Bacdl sysidan bas o ogie’ of it owen whigh ansieacis ind generallses
zarurex of dcrunediate, corerete sifwatwns and arders tvem o toons of s
emticudur functions (cconomic cxchonge W ke case of munney, e regoki-
=3 of acalon diough o pealig aaad bereaoenee inoche cnse of adisistrabve
Towerh Umea achicwing this reletive sutonomy, the enctional radonaliry of
s=chempands over wider and wider doming: weodendes desoriled by
Sabermnias a5 mondlirsecion mdw case of it woonomic syseem and heean-
—arsarren [or peeadificormn] i the case of e policie] Jegal svaeem,

An effect of the “relative sutonomy” of the cconomiz and pobiical-legal
csteTns i5 rthat, by fancrioning according, o thear own principbes, fleey
ipmear dlmest (bt enly sfemost) 1o be forees of nueture” or ‘ebjcces’ - like
coutngival niches 1o which individunl social gocars must adap, (O the ather
wanad, of cougse. partieipants are aiss well dware that chis ericind 5 nor
mply pven - chan svscms are Bwmanly, sovislye amd  hisearically
emsmucted, @nd thae chey cin be recunstiecred, thoagh the sk of leconstou
~on may be bevond the grasp of individuats oe oven local callectivites,

The relarlvely sutomsmnus functioning of sstesms in socicdes charac-
st Dy andvaneed differentistion imvolves an uncoepling’ of setem snd
ewild inche sease tha sysienis apesr o e objeory (reified) oo the poo-
. whe inhabit thens, w6t (e ooly i i1 they funedenad aceording 10
T awi tubes and procedures, steered by money of adisivisoacive power
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in « disinteresrad manner indiflerent 1o the unique parsonalivies and nter-
ests of the individuals inhabiting them, and thus, in s mannes which appears
to be indifFerant to the dynamics of cultorn) reproduction, social integration
and sociglisation necessary Tar the development and seproduction of fife-
worlds, {0 the ocher hand, of course, (hese processes of symbolic reproduc-
thism are also nocessocy for the maintenance and condnued fupctioning of
systems which are themselves constituted through soclal practices in renl
timee-space lifewerlds like workplaces and inscitutions, }

t-olonisation of ihe lifeworld, Habermas's second thesis Follows from the
Brst. Iy societics characterised by advanced differentiation, and the relarive
sutanomy of economic and polidcal-legal systems, he argues, indlyviduals
und growps increasingly define themeslves and their aspiratons in systems
terms — in perticulur, a0 that thelr “privatised hopes for self-aerualizaion and
self-deermination are primarily bocated . . . in the roles of consumer and
clienc® {Habermes, 1987, p. 356} in relation o the econumic and polizical-
legal systems, respectively. This is colanisation, in the sense that thi impsr-
avives of the economic and polidcal-legal systems dislodge the internal
cOmmMmUTCAve scron, which underpins the [ormation and reprodiuctign of
lifeworids, providing in its pkce an external framewrark of lngeage, under-
spupdings, values und norm based on sysecms and their fumres. Linder such
circumgiences, the symbolic reproduction processes of the lfeworid fouloural
reproduction, social lntegraton and socialisation) become sarurared with &
Jiscourse of roles, furures and functionaling reshaping individual and collec-
tive self.understandings, relationships, and practices. [0 some versioms of
systems (heary {notably the syseEms theary of Niklas Luhfiann criticised by
Habermas [71), it has even bed o the charyererisition of thie PErson as no
mofe then a syseem in ineraction with other syarems, inchuding other indi-
viduals and other kinds and levels of social, mererial and ecological systems,
This is bo =1y that (tom the perspective of sysems theons the wery den of
the person has been assimilated swithout remaindes’ inzo o selFreferential
yaTems Logic,

The effect of the colanlsation of the lifeworld Ty the imperacives of sys-
(ems is that individuals and groups in late modernicy increasingly identify
themselves and their asplrations in systems rerms, The theory of commil-
nicative scthon aime 1o offer a sterecseonic vision which allows the effects of
urseeupling and colonisation o come Into perspective. In dudng so, it allows
14 m:

become consciows of the differemee Beneesn steeitng probles and prob
fems of mutlenl wederstanding. We can see fhe difference between sys-
temic disequilibria and Lfewerld pathoiogies, between disnrbances uf
material reproducrion and deficiencies in gymipolic represduction of the
lifeworld, We come to recugnize the dlstinctions bepween the deficis thar
imBexible amerores of the lifeworkd can cause in (e maintenanss of
the systems of employment and domination (via the withdrawal af
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madivation ur leglhimationd, an the e Roamd, and mamilesiions of a
cotonfsation of de lifeworld by the impecadives of Ripckional Syawms
that veternallae thair coses e e athen Such pleiumens demonstrile
poce mrore thar che achievements of sieenng wnd these of pioiual noder-
stunuing are cesourtes thar rannet be frecly subeimeed o one another,
Monew and pewer can neither buy nor compel solidarity ad meaning.
In birief, rhe resuft of e process of disillusicnment is o new state of con-
vitusness in which tee secial-welfare-siore prodecy becogmes redesave w a
carLin et and aums at Famog ol just the capitslist eomolny; e The
srare imell. (Halormms, 19675, p. 363

Fraem chls conclugion. Habornias proceeds 1o examine the possibilities fior
sevitalising a publie polivicsl sphere which o side-lned mumial wnder

sanding in Favour of system selfreguladen chenugh the seering media af
mwoney and power, and which is now paying @ high price in cermg of the
aithdrawal of motivacion aml legitlnacy from those syseems - o5 o resuloof
“zhe intoderable imperacives of she pecupational sysiem [and] the peowaral-
g side effecs of e adimiserative provision for Bfe" {19670, g 3640, I
shott, the ceonomic and policical-legal svstems have become imsenaicve (o
e imperacives of mutual snderstanding on which soledaviny and the legle-
Sacy af sl arders deponds, He suggests that o possible way forward s
“rrough the formation of autonomens, selE-orgaiised public spleres capable
# axpetting Lhemsehees with 4 prudenn combination of power and il
gens seffrestroin” agalnst the saemically mwegeating media of meney snd
rwET:

I caoll vt publls spherds auciaumuus whish are neither bred nor Fepl
fw o political system G purposes of clealng kegdimatien. Centes of
conwentrond eommunieslion that arise sprvtacossly o of microdamains
uf ceeeyday practice rén develop o smtonoenous puilic sphores und
comsalidate as self-aupporting higher-level infersubiscives only w the
degree that ke lifeworld potential for sell-crpanigarion and for e self-
capartized means of gusumunicatinm are usilised, Forms of sell orsanisa ion
strengrhen the collecive capacity for actinil. GRASSERS GrEamisalions,
Rrvey, iy et eross L diceshold go che funnal organisateon b bl
pendent geeiems, Othereise Uy will pay o the indisputabie gsin in
wamplesing lay havimg orgamsatonal gu:lh detoched Rom tie olenta.
twenss o armdrudes of their members aned dependeoe insteind wpun ongpes-
atives: of maintaining nnd expmunding avganisaninmal power, The lack of
L TAmELry Luztwiecn cnpnn.rirﬁ fur welfreflecrion nmd &or &l:]f-ﬂ.‘)b?lﬂlmfil-'ll'l
hat we have sscribed ro modern societies &5 & whale is reypated on e
sevel of the selfuagandsating of peocesdes of opinion and will funaion

This necd not be an shstacle, o one considers thar the indigaer nfloence
of functinnaily differentiared subspstents un che individunl mechanisms of
self-steering means somaething almgether different {rom the goal crensted
imfluence of saciery wpon ieelf. Thew soif-reforential duscdness renders
the funcdonal sysiems of polites aod economivs inunwae againse
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autempts 4t inpervention in che sense of direcr imterventions, a7 this rame
charscrerisiis alsa renders systems sensitive 1o seimmali aimed At inereds:
ing their capacity For self-reflection, thai 15, 1o the reactions of e envi-
ToRmENT 1 their own activities.[8] Selforganked public spheres must
develep the prudent combinarion of power and intefligent self-restraint
4t g needed to sensitise the self-sevring mechanisms of the sute and
the ¢eanomy 0 e goal-oriented outeomes of radical detnocratic will-
fvation. [n place of the mode] of soriety Influencing iesell we have the
rmodel of beundary-conflicns - which ars held in check by the lifewnrld -
Perwean the lifeword and two systems that are superion 10 Tin complex-
isy and con be influenced by only mdirertly bur on whoss performanocs
it a1 ihe same time degends. (Habermas, 1987k, pp. 364-363)

[t might b argued that Arassrocts MOVEMeEDt ans) self-organised groups
conducting participatory and eollabarative action ceszarch in system Semnings
tior example, in education, sociel wellsre and comimunicy development) arg
examples of such ‘sutonomous public spheres’ at the lacal leved, 1t is cerainly
the case that, where they ere successful in bringing about changes in insti-
tutional practbees, it & geoerally through indirect tather than dirsgt menms,
by sensitlsing systems 1o previvusly unnaticed effects [9] = especially when
projects draw amention to cireumstances under whiich participaris withdraw
motivation or legitimacy fromm SYSTETT CPETRtKHES.

The theory of systetn and lifeworld provides  rhevrerical discourse clar-
ifying & significant shift in the social conditions of kate modernity In allows
us to articulate problems which have emerged in late modernity as souiil
svsiems have become more extensive, and as problems of integrating differ-
enr kinds of social organisations and systems have emerged, Ic provides a
Framewnrk from which o view changes in schooling - for example, the fune-
ticnal integration of schaoling with political-lel and eCORamic systers.

The theary of communicative acticn also provides dneoretical resources
which help to clarify other issues enmeshed in the fupctional integration of
schoaling to political-begal and ernomic systems, Earier, | referred 1o the
conventonal justification of schooling i terms of individual enlightenment,
indicatisg ther this view of is nane and purpede sounds hollow or illusory
in the light of the phenomena of functional ineegration. The theory of com-
mumicative action alse mckudes resources which may be helpful fur artioo-
lating and addressing this isue.

Habermas's Critique of the Philosophy of the Subject

In The Bhiesophizal Discourse of Modernity {1587h), Hahermas takes the
argument of The Theory of Commuricatix Action (1984, 19874) from another
tark, confronting a number of the social theorede and philasophical positinns
on various frontiers of the mademiry/posrmoderniry debares. He 3618 out
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show that, despite their disagrecments, many prominent cheosedical amd
shilosophienl pogidans i the twemieth contury, inchuling syseems theory
md theorles of social action, share o fusdamenzal agreement: they @re
srounded in a ‘philusephy of the subjocd. Grealy sinplified (ot the risk of
zuimge vilenoe v the ideis of hith Habermas and biv adwersaries), chis 15 o
sav that much secial heorising has Been hused on che assumpeien that vl
w5 the kind of thing that com e comprebended T individual cognidve subjeos
senice. the phitosophy of the subjecd’s, whether in e tora of subpective
marceptions or perspectives, of it the kem of objectve’ scientific acenants
-3 reality which can be reud of [ by sceentists amd ouhces (Hhar is, in inctivid -
_al minds). The phibosophical critiques of subjectivism and wbjectivsm have
2 bath of these pusitions ungena blke,

Against these twn, Habermns connserperses e theory of communicive
wetion, acenrding o which people encounter To “trutks’, Bun under cerain
somditions, demunatate thelr soiomality in thac kind of crivical moment
wmem they mop to explore the extent 10 which ey comprebend one wnotkesr,
2=d whather they wndersiand oo another in the e that they will give
smfogoed assenn o the propositions thar what each @ sapdog o Geomoe (n
oie sense of tuecaraie’), (b rght or appropriace under the cinoumstanees,
srd (o sincorely or trothiolhy? soatcd, These validicy claims” may alwis be
! in ANy commumnicative siuation: nest of the nwe, howevet, they ae
smply assumed by interboemiors, Indesd (Habermas argues). they are pre-
ropposed as 0 Dk G any conununicaion. They arc cspoeisily impaortan
«henever people i_-nn:rn;:Fu Liszir pmm:i'l. v-rataned action (action prbenited
rowards achicving partioular oulceiees: or ‘gorting onowith the o', we
—nght sav) to go oo the mode of commundcdiive acrion, e which their sole
zm & te eeach mueusl anderzanding and anfrced consensus about whae
< o in the pracrcsl circumsiances o wldch they lind rhemselves,

O Hahermos's view this is 48 near as we over come to the Trody' - on
=uge praperly, ic is o conciude tha the old pation of Trurh (hased o the
shilosophy of the sutiect) is mow unenable, so dhl, @0 (he exrent that we
zan speak of the catemory of trath’ at oll. we can enly th so by relerence
sommundcnsve contesns Inowhich we shore 2 cammanent ro peaching mural
sndersianding and enfurced monsensas, The work of contemporary sk
“renry, including ericl theery and crivcal social suernee [10]. is no mare
ard no less) than & shared search fer manwal undersanding and uninrosd
soosensus about the scecssl lewliural, sociu-political and cogaitive] circm
panves in which we Bnd ourselaws,

The recusting of soclzl theory in The Theery of Coprmatizarive Acton and
“he recosting of the medernloy postmodernitg debaces in The Philasophical
Dscoitse of Modernity nave o practical aim. tw attermpL 1o cacape some 0f the
zpparent blind heys s which buth luve been bed. In social thewy, (he aim
= e pacape two equally unacceptable alternatives: withet {a) thar the sociak
warld is 10 be undderstond i nullung bue an indeterminate se ol subsysiems
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which can be evaluated only 1in =rms of the (puspasive-tational) erieoria of
systema functonality and ucility from the perspective of syscems, or (b) thar
the social world can only be undersrond In terms of an indererminace num-
ber of incommensurable standpoints of individeals whose pecspeciives
{and inrerests) are cenditioned by their own social-histonical locarions and
backgrounds — with the consequence that no perspective, and no acbon, can
be rarivnally justified, The Jarter position implies that there can no longer
be amy appeal to the force of better arpument, keading o the axtremely
uncomforsable conclusion that power is the anly ‘argament {that i, in the
ond, that only power seceres assent). So uncomforable is this conclushon -
and & grear un affvont w che aspirations of Enlightenment philoscphy — that
Haberiuazs ook on the task of recovering whatever could be salvaged iror
the debare thar might yer provide a rational grounding for rationality imself.

In The Philosophical Discowrse of Medernity, Hebermas setz cut a posidon
which sevms ta cecape from the blind alleys of objectivism and subjectivism
(o relativism), both of which depend (in the one case, unknowingly, and in
the orher, knowingly] on a ‘philoscphy of the subject’, which ultmately con-
demns both on the chacge of solipsism. Agains these suong by britle alter-
natives, Habermas argues for a position which sustains ratonality, though in
a pecessarily muzed form: a fallivilism which makes no greater cleim for
rationality than that it is evident n what we do In commuaicative action
almed ar mumal underseanding and wnforced consensus, This positon care
o ascend £o the helghes w which sdentfic objectivism aspired, from which
ir could establish universal oruths Creplacing the eye of God wich the eyes of
humankind), but neither does it dessend w the depths of an emply univer:
salism which takes the view that "everything said is sad from a personal,
socially-located standpeint’. [t still offers e prespect that intersubjective
agreement about procticsl motrers can be resched, and chae it can be
groumdded i radonal argument even though it datms may extend no farther
ihan u communiey of interlocuiors. Howevet, this also allows a universalism
of sores: the 'universal pragmatics’ of argument jself, in which, when claims
are called inlo question, cach of ws is compelted to grve a yes/ne answer as
to the [undverzal) validity of an utterance in terms of its (comprehensibility,)
wath, righeness and sineeriey

This ergument for a communicarive view of rudonality (expressed in coin-
municarive action), 8 distiner from furecional radomaliee (expressed, for
example, in the funcrenal terms in which the spocess-oriented operations of
systems are described} offers o way 2 recast the protdemt of understanding
education in late modom times, cnce it begins to seem vntenable to desiribe
it as justified in serms of individual enlightenment. Instead of understand-
ing educadon as directed towards the individual enlightenment of leamers
{8 view dependent upon The philosophy of the subject, it hecomes posei:
ble ro understand education - and even schooling - es cresting conditicns
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ander whickh communicstive rafomaliny can be ewperiemoeed . exgpresee] and
marvine] I coanELiictive dc1ion by besrmers andl tenchers, This g ot the
shenmy of camunicaive dcaon 1hus offers aoway 1o cst proshlims ot the
coniligions eof leaiminyg Froan the point of wow of e learner, wichour relying
s the iseredicosd philosophy of the subject’. This will be imporcant when
wow Teten o v Thie questicn Whut reosine of Enlighoenment™ below

The Learning Conditions of Late Modernily

it is easy o uugine rhac, sy pan o sime, T Gamily amd crmmunizy. the
“rganisations sl groopings o vivil sociery. and che apparats ool the srare,
coepe sulficlently noificd 48 SUnALUres (2 a0 48 powerful INTCErmive fonees,
=ut ol in the formation of petsenally-binding o hival framesaris, T st
che Ftrmenpion of individusl capabilities awod identities move genesally, Iris
sy o iy, therdloee. than those socinl stracres lormed redavively-
cepire pichs in which praple keamned, glving o relatively stable sonse snd
ccpificanee toowhal penple lenmned aod o they bearged it This 5 the
cse-aloarred past - which snme seem by belicove came 1 an el i eeouly
2 fwe 195405 — against which the plurabin fuldicy, chrimie tEvlsiom’, wneet-
oty s sisk [ 117 of 1he present seem su threaiening irhongly 4 peivibeged
ceaportin of s miy adso find it exhilireting b

i pluralized, NMuid, ancertain Al risky Gharaoer of contennuoary
cactal structures. in loth the private and e public spheres. stands in stk
_onceast el imagines| post, The fanily, cheb, woekplsce. chnrcks nawd siire -
vk e schonr] - ol the imagined past see w0 have Doen plives whaere
\:UWJL‘|1]:'_I.' WS gr““ndcd i son el practices, wiich were :{HHJI:IIiJ."‘.I inn thweir
crns in stalte socel strovieres, ot cnchamed plaee, knoswledge sroud
R M apinion or appearsiee, pochips in e fuen ol dovorines or w03
satifie certainnes, and learming was a proeess wl induction ar infouties 0T
e Turminous ferms ot wonks which crysaaliieed snd theew Tight oa the tonms
£l which shariscterised tli 2ouey.

[ des mot think Uhat this weiv of sceing e pest e o much fgght on
wma problems and chullenges of ow more phsillsed. fluid, unesriam and
=y prosenn. A venokesom: Danev-strke invge of raliianal sudiey’ disgeiaes
sod Jewerls the uneven progross of 2 history of stiegyeles o acldeyve, and then
s cmpe with the consequenees of, modernioe

o fiest, smugeios 10 cscames the igd strictures of promedeny i G which
knewledge resmed on deogrs, and muoss people Treed ey condlinens ol
marerinl, secial and cubioral dominanen]; tellowed By,

v secomdlye strogales tooschicve forms of ewbrupnl, social and mdwvidual
spdidhisment o etich the gond mighe sl od in which people mighr
promres towards berter condicions ol lite hege o careh; followed By
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« rhirdly, struggles w cope with the conmadictory congequences of oo
amhvelent modernity in which, Fir example, e tension bhestwoeen liber-
aliam and demorraey is working lsalf out o a global scale, privileging
same irdividuals, groups, nations and regions, while others remain in
conditions of appalling poverty and suffering.

Four Figuras

Whar Felblows 35 2 schemnarc summary of what seem 0o Te bk e pome of the
major changes in our views of learning i the period leading to and from
trnocheniny — & aof of pweeging grnerslisations togesher with images which may
caphurs & sense of how conditions fur leaming have changed over the last
inflicnmium. The images are ne mone than figures of doughe, but Uhey mey
be generative for thinking abous learning woday am! in the immedian future,
My generalisitions are these:

s+ in the premadern perod, learing was viewed in 1erms ed owcics,[12]

« in the modern peciod, i was viewed m terms of spirals;

o in the fare moden period, it is viewed gither: in {late meclern) rerms of
reflesdviny auwd recursion, of in (posxmodern terms of sivwatianally-ioed
marrnives ang theit deconsmuctio.

Table ¥ preserts a cryptic synopsis of whar | mean by these generalisations.
It is mecessarily erude and schematic, but the azempt will be justified @ it
smtves tn SiUATe changiny views of learning o relation o broad cpochs.

Tt would be mistaken t belicve that any one of these kinds of learning is
pre-eminent. Though arksing in its own umes, wetder particular cultural and
stial-political conditions, each cuniinues 1o have 2 place oday. It weuld be
sisziken, for example, w believe thar mastery leaming is pussds i chviousty
has a plece in any repertoire of learmings needed for consemporary life.
Simllacky, discovery aud inquiry learning remdln necessary fuar che develap-
ment of knowledge, sceing ‘deeper im0’ and ‘beyond' curment 3iates of
¥newledge (both For individuals and whole socicties) %o, tao, for rigque
which has been vaiorised in verious contemporary educntional writings (o0
‘eritical pedagogy’. and the ‘socklly-critical school' [13], fr instance ), but
which ean only take its place 23 thoughn about thoughs irself alongside other
Forms of kavwledge and learming. 5o, too, T would argue, the namatdve view
(wrhich | hewe described i corms of “fragmesiary narratives' and “decen
struetion” which asserts that knowledge can ne longer be grounded in grand
aartatives of wniversal distory or the meca-namratives of (progress througk]
science and philosophy, and can thus make no claims heyond its pwn bounid-
aries in the lives and perspectives of partcular people and groups, only has
foree when it makes laings for the lo! against the global, the particulur
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agalnse the universal, and the expressive-aasthetic against the maral-legal
and the theeredol -=cendfc,

Thue, in my view, eech of these figures of thought, 23 an image of leaming
2hd lzarning processes, has & place. One reasen ro describe these figures,
though claiming precedence for none of them, is that the slren calls of many
evangelises of the new, ylobalised, communications and informarion tech-
folegies would have us believe that we have entered zn entrely new era of
lezmming - an erg in which old expectarions, aspiratons and hepes for leaming
rnust be proclaimed dead, and from whose ashes spring new global expecta-
ticns, aspirations and hopes for leaming, which will preduce new kinds of
individuals, new societies and new culiures,

As 1 have already indicated, [ believe that thess expeCtations contin, ao
best, enly a half-muth; @ more detaiied hiswy of the conditons of learning
might show that there is a mers oomplex pattern of gains and beses o be
accounesd for, not anly on the side of individual leaming and the individ
uzl's fresdons to lears, bor alse on the side of the cultural, sconomic, and
social-political structures which fead - and feed off = the content and cop-
ditions of learming.

Drawing en the crude rypification of perspectives of learning sutlined in
Table TV ir may be possible to cheracterise four differenc orientatons o
Tearming:

* A premodent orienfation based on the notion of repetition — the Ggure of
the cyele

+ 8 madern erientztion, based oo notions of progress, development, expan-
sin and evtension - the figure of the spiral:

» & fare modern orientation, based on notions of proplemaiiarion ond
erisigue — the figure of rerursion;

« = posrckern arientalion, based on notions of the situationol-locatien of
rarnaives which claim ne transcendeni pussifeation - the figure of
droonstruction,

These four orientations co-cxist alongside one another in our dmes, efien
dnstling unsastly with one mnother in terms of competing ways of understanding
the socizl wiorkd, eompeting ways of represanting the social world i sur curric:
ula, and in competing expectatons about what lzarmers will leamn about the
namure of ee social workl Some of these feanses are susnmarissd jn Tabke ¥
These diferent kinds of eriéntaticns compete in contemporany curtioala.
From ihe perspective of the learner, sometimes they are contrasred In clear
and expllaic ways, and sometmes anly implicidy —to ihe peint of confugion,
In any case, one cannot conclude that contemporany curticuls fnchde only
late modern and postmodem orienmtions. On the conrary, these orisntations

Appesr mote of less on the marging of contemporary curricuda, 25 supplements
o stronghy premodern and modern orientations.
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The yuestsnn therefiee nrises of how lesrmers cricnmee themshes fo
W representanions of the social world, wheother thejr general respomee b
0 b the gudyeces of encultaration e existing Forms, enlightened sabpecrs with
2 role ro play in eveloping amd improving chem, ereoscingred agenrs 1
tocial chanpe, arvelebrunrs and produtees of wocial diversity, In dificeear WHLYE,
and &l dHFerent times, of vourse, 1eachers and curticuly, if not learners them-
selvis, ore [kely 40 expect all four of these kinds uf responsas.

Mo doubt, partienlar sflentaions are built inte ditferent sureiculs, and
some wrienlardens are more prevalent than others ip differone sges aml
formy of schoaling: for example, premodern priientatons seem likely 1o be
F‘fl'-"l'i'll-'ﬂ[ in 1= wirly yearsk uf seheoling and perhaps in some fondamenal.
st farms of church schooling, 1t may alse be che case that <ifferent arenas
i social life are ereated differendly in schooling. Ome wonders, for instance,
whether these divs the econenny is genarally creaed In curmiculs In acoor-
darwee with u racher promodem onencaroon, as it it were 5 replm of mevessioy
o which sudents st adape thmselves, both in terms of cheir saking thedr
Alace tn the cocupniional system, and 0 tems of thelr solunderseandings
=% producers snd consuaers, On the other hand, pochaps Jate modern, and
poastmodarn prcntacions alse appezr in LRI BTy TEFeTeTos Lo the coo-
nomic petentlal of 1he new communications and mformation rechnologies
Simikarly, one wonders whelher some new formes of civies aduegtion omerg-
ing in fespnss 0o Jogitimation crises of the stare do s alsa have mere than
a hintt of the promaodern abate 1hem, s iF o reinstuce the atans of the stae
ever and agaust the individug).
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These gemerl consideiations sugwest the sperulative hypochesis thac the
vardntion in these crlentalions to learming, bekng differendy embediad in diffee-
ord eduutional programme and semings, will emerge in 8 wide range of empit-
ical conditsens for leaming acruatly expedenced by particular leamers, in um
producing widelpvariant and conrested orentarions 1o the secial veorkd, Bt is, of
coarse, & marer for further research, From the pemspective of the leamer, the
leapning condifong of kue modemity offer a varsety of compedng orienakons
i beaming anvd 1o the social world, fRequendy in confused and confusing com-
binadons, This variation i unlikely to be simply randeonn, however; i i [ely w
be systemistic, varying not ouly with geagraphy and natenality, but also vith
class, gender and ocher social anributes, This is o assert that the fareing ron-
dirionr of late moderniny are mor reflexively freed, as are vhe late medernisn and
postmodernist perpecrives {05 theoredcal stantes, or points of view], from the
social condidone of premoderrity and modemity; on the contrary, th: aurmiculs
end sncial pracices of comemporary schooling — more generally, the learning
cordidans of lake or postmesdernisy — congnue m produce and reprodice socal
conditons characterione of premedernin and modermity, alongside late modemn
ang postmedern attinkdes o them.

This is part of the laie modern or pestmodem condition —a central fea-
rure of which is thar esch individual is simultaneousty 2 produet of the social
world (whether as a product of social-historical processes or e the beares
of muliple subjectivities rooted in socially-located standpoinus), and an
obssrver who stands at & (critical o ironic} distance from the social world,

I our time, the roflexive distancing of the lesrner from the social waorld
proceeds apace, given the unprevedented diversity of the conzents, forms
aml processes of schooling encountered o endured by learners. Not surptis-
inghy when individual learners arc pushed bevond their persenal thresholds
of tolerance for reflexivity, this reflexive distencing lnvites the gestures of
refusa! (alienation, withdrawal of motvarion, withdrawal of leginmacy)
described by Habermas in his discussion of disturbanees in the symbeolic
reproduction of Iifeworlds (see Table I abovel,

This crede eroerpt 1 put changes in condizions of learning in a historical
comuext may help as we wrn our attengon wwards the problems and chal-
tenges we face in our times, [n what follows, 1 will make o general poind about
the divorsification of learming, then retusm briefly to the theory of communica-
tive action as a resoures with which to undersiand some of the problems and
challenges presented by this new globalised view of knowledge and leaming.

Massification of Production and Indlvidualisation of
Consumption of Learning Resources and Opportunities

The pluralised, rechnologised, globalised present daes create different kinds
of comditions for learning than those of the past. To reouen o an earlier
image, it includes more numerous and more varous kinds of niches for
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sarming thun these of furmer dmes - both 85 9 conseyquence and a caose of
e steadily sdvancing differentianion of e modern socienes, For exemple,
supr peeent deesdss. tiere has been 3 marksd mubiplicacion of the sives ancl
spponumities [or fonmal, informal and nep-farmal leaendng; incecazing
Anersbration and secizlisaton in the contenr and processes of learning! and
=reased cmphnss on she valee s uniline of learming chaougho che lifespun.
Together with these reends. dhere hus been a comrespanding docroase in
i@ deyres 1o which any ene siwe, ar feneen o process of [Barning e any
£nger be vegarded as cononical. in the way ihar onee the ceachings of the
woupgh, or ke pativeal school or state upiversay, might viece have been
aarded as roonical — olfering the privikeged few a rl'l'i\'i]"ﬂf.d vicw of “the
w3y thinys really are’, [aarning has beeome more accessible in modeon dom
scratic natken-states, bt i hos wlso becone mare wassified ansd, 41 1he some
=me. mone plordized (bady In wems of "ocderly’ differemiation of specialist
anowledge and im rermy of “disorderly” local and individual incerests[14] b
= forma| scheoling. and in the ‘inforaimnent indusuy of mass culture, there
=% een i mamiification and contalisation of produclion of Jearming resources
1d opporunities (though ecmralisation may be limited 1o the reguladon
sather than the provision of educarkonal prodecten). togecher witk o diffusion
r=d individualizadon of consumpricn (e ueilisation of keumning resuurces
angd oppaortininieg).
S couant e divessificaniun of learning resources and vpportunites as
3 mer gain. Some cndnsiasts fod the Itlerne, (o example, suprest that we
e wibnesing o radicai democatisation of knwaledyge, which wikl shamer
sxisting ways of learming along with cuisting shuctures of instivatinnal and
wcial legidmation of knowledge. Siver a small compuies, a niodem and
sovess 0o the Incernet, o appears ther all of human knowledge ks accessible w
zewnng, anyvwhem, Bven this small civea cannet be taken for granced, how-
FEn, Dor everyone hiss Pesn or will be "given' & siwall computer, o meslem or
zeress 1o Lhe rapidly evelving and changing Intermet. Mo do peopbe have uni-
farm gppertunity o e e acoess, lot alone wark on. the fruits of duedr
searches omid interventicds i cyberzpnce. | do not menn e demietn i ingar
ENCE A5 1 NCW Feackimee toar leaming; metedy (o sugges hat s o o medin
5 which obd problems of dw unequal secial discribution of oppoctunities
srise. This is one sense in which the pow informatden and conmuonication
sechnodogies recoll old problems of hew aceess po, opportunities for and soe
s learming is socially-, caltarally- and potitically-sasctured.
The new apportunities for earming offored by the new infomsion and
sommunicanions mechnmngies exhibin the gune (endences cowseds Runguinnzl
sitegracion of lifewotds v the econmic s puticicad sysoemns as culicr kioels
A organised kmining (for example, theough mass schualingh. The inlegration
=5 Intermen aecess o the ecasmic system s roadily apparent - o terns af
zasts of access, costs of production of matenal on lerned sites, and the
Tereaging wse of the lnterner for buyving and selling prsducts incleding eoier-
mment, infoaninnien and eduemion - all parm of what some elescrilu ws ihe
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bss of the relative aumnomy of the culoural sphese (lamesan, 1990, p. 48)
characteristic of postmodernite The Intemmer, (oo, is inereasingly showing sigits
of integracion o poliical-legal msremns [despite e radical &nd revolutionacy
z2al of thoss who believe it o be an uniameable space), for example, as intel-
leonual property law begins iis tenmative forays indo civerspace, and as prohibi.
ticrs agains pornography begin to regulare access to, and the centent of, web
RILEE

Leaving aside the specifics of the iemer as an example of the changes in
learning condidons creatsd by the new information and COMIMAMICAtions
technelogies, rhere has also been & profiferation of leaming resources, oppoc-
manities and mndidoss as leamlog has been privatdsed — as has happencd m
raceni years in Apsralia, for ecamale. [0 Austiabia, theee has been o prolifee
aton of educational agencies, not limited o schoals, which produce and sell
edvearion and educational resources, and cosdver educaton ard tralning
either or both under eender to government and as private providess, Tn seme
areas, thess are mMote of Jess unregulated (egcent, pevhaps, in erms of owore
general consumer law), although there s stll regulation in the faom of accred-
itarion and monitoring of agencies offering courses leading o key education:l
qualifications (degroes, diplomas or cerificates equivalent (o those given by
high schocls as 4 basis for marmiculation o unlversity or higher studies).

The genaral point i that education, like other sctvities, is increasingly
being functionally integrated to the imperatives of the economy snd the socu.
pational system, and to the politheal-legal and admindsrative systems, under
the influence of the stecring medin of money and adminisrative powers
Justificaticns for education and learming are increasingly given in economiz-
uooupatianal terms, thowgh also in cerms ef staze policies reganding citizenship
(for example, in a revival of ‘clvics educarion’) and, with incressing insistence,
nadonal ecommmic policy (for example, educaton af 8 commedicy, 65 an
expodt, aied a5 @ basis for improving natwmal perfprmance in international
made). Examples of these tendencies were given at the beginning of this art-
cle. 1 woukd now like to keok back’ wowsards system and lifeworld from the per-
spective of the individoal; that is, foom che perspecrive of leaming conditions
in selation o systemn and lifeworld, From this penultimate point, [ will con-
clude with o few remarks abour the possibilities available in late modernity for
self-organissrion, self-reslisacion, sell-determination, and selfreflection
ameng the individual amd collective ‘subjects' who have been ar the heart of
e modemist madition since the Entightenment.

System and Lifeworld and the Self-understandings
of Learners in Late Modernity

i must pares of the modern workd, schooling is inescapable. [n a number of
plzces, the numbert of years of compulsory schooling has incressed; in some
places, there have also been mcreases in the age at which school leavers
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Jualify fur wark or for sucial bencfits und allawances. Cxpeeiations that
couny peophe will spend longer ar schol e brgughe with them an cxten
wan of wlolesceny dependene and deierred the cconnmic independence,
wihicly s the haflmark of achieved alulthood. There 1S il beep an
‘nereare 1 the amoun of post-compudsory sducatiun undertaben by young
peaple and adules, Mare people complete post-schiol studies it colleyes and
mivessitics, Further seudies and continuing protessions) cducibon are
mandatory in an nctensing numbser of felds and occupations, i additinn w
v czersions of tormal schooling, formal (accnedited) learning, 15 jilsas
iersnsingly offered in workplace sortings,

Eduentinnal suthorides arc inereasingly conserned 10 clurily ‘pathways
for sudy | 151, amd p facilitate e verbcal articulation of coursed and fual-
aviens from the school weucs n prst-roRtplseTy educacion asl i
g, und B0 mesist wilh horienzal ardicolacion berween previposly-disting
e of Further and higher edueation (for example, between vocationul
educanon snd oaining offered by teehnival colleges and higher education in
cersilos), Waronal fand inteenatbonal} educaven systoms expand o
encompass i diverse funge of sare wnd priviee provision of educatiun ard
Taining.

[t is o commonplace o neat that this clabreation af the "pathways of fo
—al sehansling e principully jwsilicd oo ccomoml grounds - both i cerms
ar increasedh mability (and sarmng pewer} of Sewrnoes and in eerme of the
roguirenents of seonomics for movs wkilled bwbour (and labouar with more
snecialiseel nmd advance skills) - aonwitheanding higgh Jevels of onompliy-
ment 2nd imder-employment. Access (o gualifictians becomes more criival
or the fur i, dassification and seketlon uf {purential) empliyees across
wed [ras of the cocupalional sysiem.

The enntern of formal education and mainisg are wdapted o the specialised
-weds of swcrpriscs and cccupaing (hough depnres contoue - perikdps
ags enerzetivally thin 6 foTmer times — abant e MFRREETie balsuwr bonween
general education amd spouilised ednearion adapred 10 specific niches in
sme pocupsiionl syster aod the cconemy ). Similacly, processes raf agiscasion
el eralnipy are inereasingly ndapoed 1o the diverss needs nowd Circuikstices

 JepTers, enoumpassing increascd aooess part-Hme sy, varieus fmms
- distanee education, and education and icaming 0 e wrl place,

Saen from the perspective of the learnes, these davelopments marke arn-
=g more aceessible, amd ofien more relevant to current mneeds and inrerests.
“im the other hand, they may also be experienced us 2 kind of cobunsisarion,
=ven dormeaticmion,

wueh of the ime in scheoling, beaming & expenienced by leasners i
= rctinal errns, On the one side, there ig the functmnalicy of being abrle
L hiove succcss in ene's own werms dfor example, develiping o skill, or
seniening seslal mobiliny chrugh changed eocupational horizons), This s
aracersue of the Banctional reason of systems deseribied by Habermis in
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rerms of purposive-rational action, thar s, eriented towards success or out-
comes. On the cther side, there is the functionality of achieving edutarional
ourcemes in terms of the educational obyjectives of particular courses —
purposive-rational actinn wirhin the schooling system, defined measured and
monicored by the system. Thid latter sense of funcrionality exers a posterful
‘domesticaring' effect, as has been noved in meny histories [16] and crivdgues
of schoaling {ineluding diseussions of 'the hidden curriculum, discussions of
the cultural and cognidve effects of examinations [171, and discussions of the
significance of schooling in the reproduction of workers capable of paruici-
pating in alionated labour). For exsmple, in this contezt, one might cecall
the critigue of schooling offered by Herbert Gintis 25 years ago:

Mass public educadon has not evolved in s present bureaucradc, hicmar
chical, and mothoritarian form becanse of the organlsatwmal presequisites
of imparting cognitve skills, Such shills may in f20t be more efficently
developed in democatc, non-repressive atmospheres. Rethes, the social
reladons of educntion produce and teinfeos giese values, ardiudes and
affective capacitics which allow individals to move smoothly ino an alien-
ated and class-stratfied socistr Thar i, schooling meproduces the social
redotions of the larger society [rom generstich o gensrabcn. (pp. 56-57F

Fumhermaore:

How affective traits that are mewarded in schoods come 12 cormespand o
the needs of alisnoted production iz revealed by direct Ingpectlon of the
gocial celations of the dlassroom. First, students zre tewarded in rerms of
grades for axhibiting the personality characteristics of yood workers in
bureavcratic work toles = proper subordinaey in relation w authority and
the primacy of cognitive as opposed to affective and crearive medes of
sl response — above and beyond any actual effect they may have on
cognitive achievement. Second, the hisrarchical srucrure of schoeling
irzalf mireors te social relations of indwssrial production; snsdenis cade
conel over their learning activities to teachers in e cassroom. Just as
wirkers are alienated from both the process and the prodiect of their work
acrvides, and must be motivated by the exiemal revward of pay aod hiar-
apehical stawus, so the stwd=nt leams to operate cffectively through e
exrernal reward of grades and promotion, effectively alesated from the
process of educaon (learning] and it product (knowledge). Jist as
1he woork peocess is stratified, and workers on differsnt levels tn the hier-
archy of suchority and s1avs are pequired to display submtantively dis-
unct partems of valwes, sspiradons, personaity eraits, and modes of
social preseneation’ (dress, manner of sprech, personal [dentiflcadon;
and lenalties 1o a pardcular sorial stratum), 5o the school system aorati-
fies, tracks, and srmwctures social interaction according be srimmio of ool
ckasa and relagive schelastic success. The most effectively indocrinated
shadents afe the most valuable to the sconomic emterprise Or stioe Bk u-
cracy, and also the most successfully incegrated into a particular sratm
within the hietarchical educatemnal process. (pp. 50-613
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Zotis s criviguee may stand o need of revision ioodhe light of changes in the
sarure and coneditoms of prodoction in che last owo decades, lur o scill -
sonjiannly - makes the point tei, from the pesspective of the leamer, theae i
i almpt rresisiille pressure towards an understinding of kaming, and &
e t-understanading ol oneself a2 3 leamer in terme of functional reason, Thimye
vears age. rescarchers cxplored this Bsue in ferehd nf dhe extARsi 2ok, mocy-
avons und rewewrds for learmng undersmocd as perfirmonie, 1 b2 conitisel
with the inrinstc goals, motiations and rewards said to be charmenetsie of
_=derstomding - und, indeed. of educarion lzell, Using Habermas's cheory of
satern and lifowen d, we might nine cecast this disanchon,

The disainution beoween extrinsi amd innonsic goals and motivations for
sarming oppdoses Lhe symtem end che tndividual inos weay smilar o the the-
s of social action criticisesd Iy Habermas (as casting srstems s Toroes of
—amure’ andd the individual as wictim'y. Instend, we may ook at the question
=ore seereokeopically’ A a comteast betweon one mode of being in which
=t lewmer i engaged in socla] praciives of funcicnal reasoning conditivned
v the dynamies of systems, while alse (and sumetinies conradictorily}
sing engaged Lo the secial prisciices of cormunicatnes reasoning characer-
smw 1 the lifeworld setting in which the learning rakes place (for example.
T classroom, or the workplace),

i this analyeis, learners sxpetlence tenslons berween different wavs of
mderstaneding the sotling (cspocially the school serting). and diferent wass
+ understanding themselves withln i These are summirised in Table Y1
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The apparemthy-overriding imperatives of schooling as system do seem o
cast the learmer as an object for reproduection of the economice and policical
legal systems - the experience Anthony Giddens (1991, po 28) apely
deseribes in the phrase “riding the Juggemaut of modeminy. To sccept thiy
stark vision, however, is 10 l2an towards e view of the system as 2 force of
nature’ and the fesmer as “victim’, and o cverook che inregrative capaciny
of the hifeworld and the agency of the learner a5 a person who con give and
withhobd assent in comumunicative action felthough this ageney might somse-
times be expressed in ultimate gestures of refusal, withdrawal of motivarion
and wichdrawal of legitirnation].

Cultuenl reproduction, social incegration and socialisation are {cne might
sayl the renewshble ‘marucsl cesourees of sociality, ahways available oo pac-
dcipants in every Hfeworld, and espesiofiy fn educatioral certings, despine the
cobunising effects of economic and adminiscratve reprodustion,

The more schooling iz pressed o ‘perlorm’ in terms of economic and
adminiastrative goals, and the more learners are pressed 1o peoform in oeems
of system-determined pbrechives and processes — thet i, the more sysiem
functioning is harnessed to the steering media of money and administrative
power - the more difficuls & becomes for teachers and leamers to Gnd the
fime and resoarces pecessany oo inoermipt the funcoonal rationalior of
echooling in order wo engage In communieutive actcn oriented towerds
mutudl undecstanding and consensus, As Habermas remarks in relation o
the juridification of education, this is 1o put education under the imperatives
of & principle of sociation contrary to its own requirements, Though this ten-
dengcy is ceal and has its dangers, we should not fail te notice that teachers
and sudenes eontinie to find and to moke a place for communivabve action,
o only in suppuernng individuals in the task of developing dheir own wnder-
standings, but also chrongh sommumicative relationships i which srudents
and reachers engage 1o swrive for mual understanding and congensus with
oae another

[t would e a mistake (o romanticise the insight dhar communicaive aoden
iz alive and well in schools and cassrooms today, as F tils were a sufficien
weapnn oo save cduearion from the barbarians. Evepywhere, the content of
COMMURICAtWE acton i increasingly sarurated with the substantive content of
grsems funcionality (the languege of purposive raciongl goals, orentation o
outcomes 2nd success, o). Everywhese, the processes of education zre
increasingly conducted undes conditions in which apstems criteria (efficsncy
In actrieving performance wargers, for example) are more intrusive. These sre
real dangers, and it = a practical matrer of some wgency for reachers and s1u-
denix to decide how the threat of potential ehrear might best be addressed

Clearly, a pedugegical response to this theeat reguires the maintenance
af forms af tvL'.BEhh‘lg and m[ns which make time and space for comimy-
nicative getion. Among these ane scrategies and approaches which embody
the modern, late modern and possmodem oriencations to leaming deseribed
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arjper = approaches aiming oo entighienment. coitgue, and play with the
sarravives of difference, (Mo of course, should eme eacede tle continning
“zgnifement For the premcdern gicnnnen o mastiery ) The point s tha
“meee differsne orentobions must aeen i sone Bleaded relacionship wirh
e aniether, prubably in diffecent propor ons @ different iwvels of educaton,
T the extent that o cmriculon becomes enoecly driven s the premidern
ST eTiation T mastery and performance, s likely o be comeumicatively
md, unel epaee eo he chagpe of Deleg macre’ maining o imdectrinaciog, The new
SopELSATions wne intormition reehnelsgivs are sometines critscased on
s growkds, bt iis also choar oy abler unprecedented cppaonmicias tor
<uplaration. ael even fur coitage and play with the nararnives of differemce,
Whm seems to me o be at stake here o an abiderg concern about the
sxtent i which achooimg, s vonveried over to the cokmising unperaclves
=F economic and ndminiseracive svstenss wn e social consoruction of exdica
supna | el iemsedves - the degroe o which collectivities ol loarmers ac the
cocwd lovel B the crmeavily tor individual and collecrive selfdeterminoruon
o sedf-realiarion inorhe litsworld sewings ol schooliseg and socicry, o ceats
wmace [ el ol CONMTILNAGUYE action, vriented wegrds e anve muotual
snderstanding and consensus. Mo an endusing guestion of the pobilics nf
schooding and the politics of curmiculom, which can @ill aprly e sloganised
= the phases “whoaling for eurdculum) for whac?” and swohending oo cul-
moedtum) far wham?™ As an epening gambdtc in ehe long sk of rising amd
Sovserming such guestions, il Temaen o the question of individual and col-
eclive capaeines fur sell rellecuon and self-orgauisanon i lacve mudernisy,

What Remains of Enlightenment?

The elaborption of ecomnic and palidcal-legal svstems in lue mesdornity
rraas e accnmpanicd by the simulanenss einbormion and ieglation of
scheling, beth as pact of the genceal advanced diffeventistion characieris-
o lame macdiern secieny and as o system-intcgracve tendensy - functiol
mpegracion o Litowalds (nclushag the |ifeworkl settings of schaolieg] 1o
chese Bigiader sysiems. This has been sccompansed by diversificntion i iy
senings, contents and processes of learmmg, and by 2 massificason of e
production of resources and sertings for leaming. egether with diffusion
and imndividualisntion of the consemption’ of leagning, I chis, lewmers are
meremsingly cast 8y eveernal ), cobicets of and Csuljec v’ swsiems of
schooling, pushas! imn endeestamdig dewseives gs o0 s crincal o Jeoni
Jdisramce funl these sestems Dad the wleer spsoame wich sehict schoeling is
runctionally integrated).

Conterporany learmng cornd ks encompass oo pering and somecimes
cotradictory sucial urentations to lewmning characteristic of premoelesning
maderniny, aned late or postmaslerpy Thess dnclide (espoctvely | orennstéons
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to masiery [on the medet of engeliwration], development and extensicn af
knowledge and the learner jon the medel of enlightenment), and critieal
reflection and critique (on the madel of emansipaton] and the production
of feagmeaiary patratives [on che mode! of production 2nd celebradon of
difference],

Theere is a strong rendency today, evident in popular culrure and experl-
ence, (o see (12 =ocial workd foom the perspective af the single individual -
atomistic indrvidualism, On the coe hand, [ have awempeed 1o show thas
much of contermnporary sxperenoe m schooling, ae elsewhere, encourages
prople — leamers and tcachers among rhem — to see themselves 1 these
rermst 85 the balogieal 'self to which society and system are ‘other’. On the
et hand, Thave alse soughe o showe thet this selfundersending s lusony:
selwes are alwaws comamructed soclally. and single individuals experiencing
sthooling always Teed off' their idenrty In r2rms of soclally and historically
constructed language and discourses, social praciices of interaction and
social settings. The theory of system and lifeworkd anmulares ways in which
thwe mmdividhoal expeniences the tensions and interconnections beoween these
two aspects of socinl Hie.

Theaughour this article, [ have arempred oo resist the tendency ro vield
by i stibjective parspective [13] (o which much paychologieal thearising Is
prone) o which ihe individual appesrs as an isclated menad, 2 lone eve
apprehending and making sense of the world as a privare ard perzenal
sty of cognition, In this, 1 have attempted o remein faithful oo George
Herbert Mead's dictum that there can be no individueation without socialisa-
dom ard no socjalisacien withour individuation.

In o complex argument occupying much of Lecoure X[ The Normotive
Comrent of Modeminy' tn The Mhiflaiephical Hstourse of Moderniny, Habermas
sutlines some of the achievements of the theory of communicarive setion in
dealing with prohlems which seem insuperable when the we Jentdson philos-
ophy of the subject. In particujar, he considers ways in wiich key issves of
mundernity must now be recast, If the individual subject has disappeared, he
urgues, 50 also has the ideal of a sociery ar the state copable of acting as o seift
regulaning macrazubject [19] = and along with this goes the ides of revolu-
ricmary praxis aimed of overcoming the internal dlvisions of a soceny
divided against itsalf (for example, alone elass lines). Socieny cannot be con-
strued g6 & totality Cpertiaps in the idea of de stared; It 15 nod o conerete
unity, but instead a fagike nerwork of lfewerlds - an indefinicg ser of highly
ditferenniated and localised lifeworlds loosely connecred through the incer-
subjective understanding of participants. The Enlightenment hope thar self-
reflection and critique could provide s basis for selfcetermination for
individizals, smd thiet a corresponding collective self-refection on the part of
gocial mrmlites conld provide the nasie For collective (perhaps revolutdon-
ary) self-regulation (o seli-steering society or state} has rurned out o be yet
another illusion of e philosophy of the subject. If the toralised view of
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= szheenment and eancipatden gramadad in the dnuge of sucizy a5 a sclf-
~esulating whele ifor cxample, a6 reabised o the modeen sate) has col-
arsed. whar con che threvy of communs ative acnon effzr by way of advice
= smelioraton? There is a susproen, he says, thae che theory offers only
culizal gharactinns [p. 490, Later, veferring o the possibilley of sldiessing
—aes at the boundaries bobeween system and Lilewarld, he wrines.

with 1his question we wuch upen the uther swment - the possihiline of
mastering lges nogrand fonnae for which praxie gilesephy once
offered the means of revolationsee prasis, 1F sociene ws o wlale =00
fepger Grought of as a higher-level subject tan Kaows stself, deseemines
pesndf, amed Tealises iell dwene e no aiths of rebation-ae-self npon which
e pevalutionades could enier Do order o werk wich. (e aed on che
erippled maccenuljesr. Widhoor o sell-relating masambien, wihing
lide 4 sell-reflecrive kivaledge on the port of the sovial rocabity i juse s
smeomerivable 13 socleny's hmdng an influence upen eell As svon as e
Fpher-lees ] inbersubjecievioe of public processes of opinion and weso-
24 focowihion s the place of the higher lesel subjer af sy as o
vl pelativns hips -l of dus kind bose then meanng. (E s gues-
sinable whetqer nnder these changed premises it sill makes an
ceme po speik of @ ‘sociony exercising inflaetes wpon irelf, (. 3587

Tre muosdern stare emerged on the prisnise of a sovial wotality e woexer-
e influence upon wself inojust this wey”, bul, #s Haberns shows, 0 hes
mrmed out to be o species of subsyseem [che pelitical logal subsisernl.
—rthar (haa 3 maceosnbjoor capalie of sellrefiecdon and selfseering. The
madern welfare stte has v proved capable of arbionning beoscen the
-sguirements ol the eroromic syrem, an the one hand, and the tile circem-
manges of dependent workers and citizens vn the ethee The siate has nnt
sohmmvud self-reflection. self-egulistiun ad sell-sieering as a unitary polin
wcal sphere, In Habermass view, it i illusery any leeger to hope tae the
wolitical-legel svsbem could operince in thls way, despiee the dditions in
resoerptye (henre thar seem oo preanise Che such g stace might be possilde.

The rheory f communicatve action does offer a way of recasting this
~oblem  anmething mare chan an idealised abstractico’, Just s the image
23 mruth apprehended Ly the ndividual s s cownidve subjecy, promissd by
=0 philosophy of the sulfiecy, bis been swepr awiy i fvoer of nrersubpee-
—ue understanding tluoogh communizative action, =0 too, Habemmas
argues. the image of sellregulasion available through the wcizial R
sabsect (the statc] can be swepd meay in Fvonz of o notion of a Jooss, open
~ublic sphere in which collective self-reflection wnd seli-organisatdon wakes
~face around particelir bal or ecneral themes and crises. for exomple,
ssrough the mediem of grassroors mwvemens | 20]. whose discursive will-
farmacion oocurs through debae in various kinds of fosume (e medic,
ewsletters. w1 on o basis not wnlike the puldic mecting. Such media—and
=at the parliamentave and bucaucracic machinery of the state — provide
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postotete frms in which collective self-reflection and communicadive astion
atmed ar mutual understanding and consensus (and political action) emcrge,
though always at the rish of functional incegration to the eanomic system
(a5 part of the media industry, for example) or the political-legal sysram (s
political partes, organisations dependent on achieving succass, et

These remarks may seem @ be at some distance from the kinds of con-
sideraricns of previous sections of this arsicle in which the narure of meder-
niry amd learning conditions in late modernity were in the foreground, | have
made this dlversion in order to rerum o the question of ‘enlighenment” a2
the key orientation to lezming of modernity — an oriemarion still cenmal in
late or postmodernity Chaugh Freguently actompenizd by ‘erpoweetmEnL
as 2n ideal in lare medern fimes], Habermar's remaris abour thee end of the
phitosephy of the subjeet make it clear thar one can oo longer speak oo dndi-
vidyal enlighrenment in anything other than a metaphorical sense, Egually,
ir onlby makies sense to speak of the social project of te Enlightsnment in the
same metaphorical ssose. che modern welfare stace Tizs not engenderad the
solE-reflective seli-steering macrosubjecr envisaged by traditional democrakic
theaty.

What remains of ‘enlightenmens then, is only the selfreflecdon of pod-
ple corpmitted to achieving mutual understanding and consensiis, at the
level of the group or collectiviry, and the poszibiliny of boose, open and often
meangitary public spheres (for example, in grassmoats MOVEMENIE &7, L would
add, in groups collaborating in participatory acthon research projects aimed
at explering crises at the boundaries of system and lifewodd}

To jertisen tie older medels of individual and collective enlightanment,
and ko be obliged ro recast them [n the terms offered by the theory af com-
municarive action may prove fruicful as we think abowt schooling. On the
ane hand, it means we must give up some of the discoarses and practizes of
educacion which valorised individun! enlightenmeant and the progressive
ideal of edycation for democracy {prodicated upon (he noron of che soie-
tal macro-subject in which citizens, through (he machinecy of the state could
achieve callzctive self-refectdon, self-detsmination and self-realisztion). On
the other hand, if sugpesis thel we may #s0 have to bearn to do withour

some of the radical possibilities promised by critical pedagegy (with is
narions of ‘empowerment’ based on prais pirilosopnyd, which are similzrly
pradicated on ideals of the sclf-reflective, self-determining and sell-realising
individual, and an even more redically sell-reflective, self-determining and
salf realising societal macrosubject. Inavend, we are left with groups of indk:
viduels striving for mumal wnderstanding and corsensus, and & public
sphers of practical debate in wileh local communicasve action spills aeross
the houndaries of highly differentiared lifeworlds in activities imed ot
achieving murual enderstanding and consensus on wider fronts, often in
selation oo crises at the boundaries of system and lifeworld which differem
prrticipanis may experience in roughly similar ways (e widely dispersed
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STOUDS EXPRIIENCC ComMmon consequonces of expanding, cobonising and
gobalised sysrems, which have become relatiecly auninanmess under the
seering media of money and miniscranve power).

Schochng, o fonmal, infermal and noo-fermal scoings, sl oecepies i
special plece in relation e these maers, Despite pressures towards func-
il inbegration to the economic and politcal legsl systems, schooling i
sili an ‘enchanted” space, it the <ense that it §s a space where suchenric
=zarning amd knowlcdge are still highly valucd. The schual should be, one
sould chimk. a place per esceflenee for communicative acton ainwsd ut croteal
=sderaanding aned consensus. 0095 a place whete e aris of conmunicative
setion gin be — and are - lgarned. oxercised and developed,

The school s an enchanted space for fommueictoive actinn in o serond
sense: it is wls0 a face-1o-face senting in which boundary crises of system and
Zeworld arise, and in which boundiry crises of gyscem and lifewerld in
IOMUNities, and in society wt large, are wWontified and siwdisd,

Agninst the graln of funcrional inmograting 1o the sconomy and the stace,
scitoofing creates fomme fur leaming, swereising and developing the shills
appropriate for participation jo rhe kinds of “nutonemeus public spheres™
=avisaged by Habermay in The Philosopricul Discomse of Moderniy

< fiher beed nor kl."Fl' b‘_‘p' a palitical spsrewm for purposes of IEE:'U"];J'
tign, Cenfres of concentrated conununicstion rhar arse sponiuneousiy
cout of microdomans of evervday prrics ean devebup into mkonomcs
public spheras and consolidae as higher-level subpectivires only w s
dingtes thai the Tifcwacld puatential for sell-arganisation and Jor che sefr
usamised vse of the means of conmuniation are wilised, Forms of selb
urganisation surengthen the colloctive capaciny far action ., (Habermas,
087D, p. 364t

#ezhaps this provithes 2 new image to sustain advocacies far critical peda
sy and sovivlly-criricol schooling. If so, it may turn cuc that the repewable
zarural regourees’ of twe lifeworlkd and s symbolic roproductinn processcs

cultural reproducdicn, seelal niegration und seeislismon) grounded in
sommunicative action aimed @ murual understanding and eonasnss, will
Ftove also to provide a descripeion of the most indispensalibe feaming con-
Smans of late modemity We would do well 1o expamine the naere of con-
eimporany schooling 1o see where and how these processes angd PrActlos
Tzmently arise, how they are nurtired and sustaine, bow curtent frraclives
=i sehoaling threwren w defer, displace or dissort them, and how they might
3¢ securedl in the name of intersubjoctive and collective development,

MNofes

- Thig article 15 bastd o o paper preparcd for rhe Siah Busenscional conderones on
Experientind Lraming. 2-5 July LW, Universiny ol Tampors, Twaipeae, Finland.
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Philasophical, Secisogleal and Piychological Thearias of Lesrning

[ “Schuollng is used hese s refer not only 10 what goes on in schuols in'the compaksory

years of sducation, but alse fo institoben absed post-compulsory st and craia-
ing Throvighisas die bibespan

[4] Some resders may e it helphul b e the distromon between sortol moegmarin and

|4}

(5]

[86]

[71
18]

SyaCr inegration 3 a spping sene tawardd the disnmeton herween sysem and
Tifnwaockh (see, for exnmple, Giddens, 1979, pp. 76=B50. Social insegraton s the inme-
graon of individuals in pensrally facc-to.face refalisd=nips (o groups, in which esch
forms perzonal afilizvens and @ sence of sulldarsy with other unlque Imadivadunls
whie ate embers of the groag, develups shaced i:ll:u.l.u'l.l.'p:t'im understandings, amad
establzshes 3 persosalk ety as o anigee member of e grovp. Systens ntegratien,
by coaerast, i rhe integration of an dndividua] inee 3 seeial sysrem i wrme of 1=l
tipaships besed on roles and functions, iwolving reciproci boween people not ac
wnique findividuals, but a incumbents of rales [that |5, &5 auembers of 2 das defined
By o 1odu). The processes uf sogial inteyrabivn &ivd BFI0Em integmation generally obouc
hardirhand when people #nter 2 now (ipstem-defined] wirkploo: or insatios
tfnr example, & schoell, 5o tha, o che one hand. they farm fendships in the werk-
place witlt a sense of affiligtion and sulidarey with ather uniue indaiduals there,
anct. an che ather. thoy bagin o foneron according o the coles {for example, foxther
o srudenty which define the sacial system, of the workplace or instingkon

Systeatt and kifeward 4F2 NOLSepaTale TELEE of pocial exlstence in which the expadi-
sion of the obc (system) threatens o oblferare dus ather {lfeworid). so that we ars
in danger of becoming soninl qumematnng whese lives are mecely realisatians of the
hinctinnsl feguiresnents af syatems, The Habormasian theses af dhe uooupling of
sysrem and liteworld, and ohe coloniabion +f the fewerld by estms peripectives
and values, are based oa ma sdeh bifurcarion. Oa the eaaerary, sysem and lifewnrld
gemecte of socialiny continue to CoPXIR in iNterearPecTion, crearing mnrnal, soas
rutive condidons for ¢he another, though admiredly with some rather one-sideld
{functionally. integrative) efens as we bve through the consequences of lnte moder-
nity. Syscom and Ufewarkl need 1o be understacd as dialecticalby-relaied aspecrs af
wnclal formaivi [ bte modernity, noy as bwo sepurare cRnites a0 odds with ape
anather

For convenience, | refer throaghont (s article w systemus’ when, mare propery |
shauld refer to sub-symems, whethor ar die gencrl level for sxample, svonomic
sulbs-systems and political-iegal sub-systems) or ai the more perlealar level {far
example, when ceferning fo enserprises a3 5D syatems within the briader econames
subgystem, 4 to individual itefittions [Ske schools S CHITE 35 ub-syETTs within
brecider politico- leyal sub-syscems). Ax Habermas and hds advirss ded ia eyatems the-
ory [notably Miklas Lubmann) poinc eat, it is not potilble 0o poing @ whide 'oyE
rems, there ae only [meracring subssystems, even wp' 1o the level of the glebal
cennoy or global polites, and “dowen’ 1o the Jevel of individun] penple fwho are
wrented in dydtems theory #5 subsysiems, ae if they could be so deseribed witkont
Irsimg the philosophiond sraous that has aditionally attached m the categony of pec-
sunsl, And it should be peinted oif hat all of these svsiems (or rubhavkberis] are
opEn systedii

Sep Susphen Towimin's {19908 Casmopalis fat a discusslon of varous views ol when
nudwrnity’ began — nd whether i1 has yet endad, Falanins preference s v dace
mdzrnity Brom cee publication of Deseates™s Disourse an Mariod (16377

See for emample, Habermas, 19670, pp 353-155, 368-305.

For exmmphe, feactions in the market and i induserial relatons in e economic
sphere, snd redctons srmeng disgruntied consitusnts and dissorkfed clients of
barmuckseles m e prlincesl-legal spiure
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W This nas alsw mmvnlve 0 jragslo, hungzwer, sinve sompitiing vyt T such ol

may b bng 1lwem wue b spihere 6F RNORE ccli-reilutlan. 16 wdyice e
Apgrrsiian Teansnion Fducsisn Progriam in 1 - 1905, e pumple | snehnded
thest wehen wiassroes lenmmings cedieTs dnd schenls heoams sreailable o prse
yramns patlicy-paatas . fh puliny makers Iroequantly devrloped Rk puslicees whsch
had e effect of sifling, a0 prechuding, Forler grssrots nctian aned learming
e Berimas €1 al, TeEh, gp. 1e=113.

1t slugshd not e 1howsgle Har s Lritie pelspurl:mqil'ﬁﬁ o s ndent sl puint
iron which ‘progaee’ o sl sl Wirmegh eloues of sdiainty. dosmite sethdcks
prasgyirrered bariu Enlighrnnzerd prijent cis i D pamEronbed ifs reen comeradicery
I ek T (] gt theory’ offers no (RS e, Ui chye wigem thae iU s LETRCHVE,
it is o5 g evalcing maditdor oF wrtat] smlyris which wanrinues 1o vepaes hemn
cuncyinimg the reliterchip hismern sovel el manil comditions. o e eslen
v wiiicl pevle may b abde 19 crnameipmie shuasbers frisi smuistives af JJunmrie
i nrd appressin smenly cpoutbyet, T bike, an sacial ATRCILACS anl pravikas.
ek poweer s ot Ty o 47 il suarhnl weamtz: i AR b UL Bt reanmil
in arresing insghis which i distind fhat gt unbokling ol apprenlly
sewrabdy idoulegses, inchading thie el nf progress, sam o fimudivg velce
il purpese i a palinys of peigAne. which gafvalses shared oo al 1akem fon -
uriiLizd weis of dabing and feire. 1 v o pasTive Alwmative idealogy ov pee
pranume, by 10E i reniimhen thit peuphe haed oo red tpir shcis] wathih
and thiae, eongh eullecae sty Ehsy g vl be atble b st i dilferculy.
o Gilddess (L9 aderaity el &elf Edeaizte firsat poeoum al ot idesmily in thrrse
[r 159

The wansun e the presodenn ared oz oelern s ar the heare ol Lhetar
Faos | 19R&) st ddme o the Tise. r whicl che bTarian, Brotlwr aerge al
ool e, OO e wiha seek o mIeTRTAL 1o o heyaral P e Meripuares and
chus, In lis wles, o wtoce e ol of Gied . In Surge's sbew, e proper aacikmle 0§
simply 1o mppremend 10 shroval ipamasieg {rzperiiung. 3¢ CoRLHE- thee ek
dutperiv Broteer Willizm of duskereide (51 Franeis Bicin? 1. speaks fa1 ey
by empir SENCE. ARG thatl 10 po beponil APPLArEE s i1 itk & desper
approcation o [k ot goeecerning b The Lierel gt Goad's crvanan

Irechus ding iy e, mlegency ob vhie seeally-criteal sehnal, see Kemine e al [14F3a0.
I botly serous of Lk el ‘reryss, (e =, in Lo of what prophe HA L inw-
rs1ing tu kearn Ak wn e afl 1hea selfntereas,

Ll e, Tos ponsling tan c-arlie wegsisn ol Thus R e, poloes out shal T
aay ler tn asseetaned By ivweec paltveigs’ and the madern eiE e e ol
exanply, in US raflraml Hotions ol "k ). Fe arer e 1o gende red 0oy
vaalsspdinm miad gunstresan of Pre R A

G, dr mstreghey, Liavicl Hamibun’s 119ET) fmund Theary ol Schdding, esperenlly
Chapter 4, Adam Grith andd (he Mol Tonsamy wof the Elivespacmy SFsuem

Fon examply, Mavhel imocaulns e of the oxIMAILALIOR 0 fhanmine gand Paraprdi.
e, 1AL BM2. HiS princgt i e hac 1Ly e eraninirin pransioemed e
acreiacny of wishilay e e cwpselse 68 priser”, (31 The sannsation alsa it
diens itedividuativg et Fiesldh of duscumiesntation”, and U3} ke wraraknal e, sur-
reiidieed b ol iby st iy prelgpieues, ks zacli prabividien a e

191 the seam- of she philusiphy ol e sabuct erivicized by Lulvremas,

HglicEms sais (e arguniens alsaul U iliwinn oo e sclireplanng. sarli-
rransfonmins sscinl s angd Terthee ia bin | 10061 Aenies Yeris sl
Sema, espetiully in Chapoer &, 'Cavil Speinne and the Prelinecinl Prldie Sphere F
comstagels an aliernative v of L pulilic spliene of weurbed i salf-i rstitnrimg
o ive feres ks, 1T neae il comaninkEee spac devdeped in Herwern
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Fucts ard Morme is powechilly saggestive of new ways to think abour edoeation in
the mmexr of lnwe medern schaoling.

The social patholegies of tare moderniny cannot adequanely be yndersioed, lee alone
eeslved, from the ore-sided perspecdve of dhe ioeal ae sgainst the globsl, or of
‘graserools movemwenis of agains the funetonal imperadves of the nae or of
transrmcieral enierprises - and even less by the Far Right advocacy for or on behalf
of ‘the ndhviduak, which 0 regards &2 having heen betrayed by nation-stabes and
trensnatienal capital. Like svstem and lfewortd, local and global, prassooats mave-
mnent: apc che sers rhe Individusd and the focial also nesd o be onderstood in
weens of cheir dialectical relationships of nmunual corstitution, and should o be
treated a= reified entbes, =ach threstening the other with obllieration

|
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Human Agency and the Curriculum

Harnan & Alexander

Intreduction

encadls indtiamion into communitics in pursaic of worthwhile koo
ledgu ¢Plate, 19870 This mesns, 4 Richard Perers (1965) pue it that
<2 caation invedves s conditions, one concerning knawledige and the ochey
rivlribity, Bugamd less eaf Tma one corseedves e parere of Enowbed ge o
s addreseing the guoestion of whot i worth knosing reguines o conoep-
sormof whut il seeans for somerhing e be worthwhile (Spencer, 1945; Bade,
=27h such o conception i faml inoche esponse m Socrates’ quassion,
= shonld e five?, which requires a stance converming whar il mecans
C e o good Hfe (Murdoeh, [970; Willians, 19850, Yoo, rocent currialum
gl has rended to deny or undetming ene or anatlier asped of the key
LTSI LU which a mesning il acoouni rﬂ'r|r'si1'n|“liijr :lr:px"l'n.'!% - that
= aple are the agens of their o belicds, deslres and actlons. This renders
2 wamilizad mwnuniet betwacn the cundculom and subsianiive eithics highly
srablemarcie,!
o this article | examine s four smxngd cwrdcolum dwories relace ns
- o agency, thoss ol Teler, Schwab, Eisner and the criticas] pedagopues.
stpontgh abeoy o non eaduasr che rich varery of aliernatiees within the our-
mozium feld, by theories provide a ghimpse of o sterleulum studics
large hivs grappled witl Socrates’ guestion. They hove exerted cmsid:
crzble influcnee en major bixlitions of cureicalom donghy, ame iustorive

Phihmr]'ll!m:i gince Plara have held that @ducacian in che fullest sense

Soarcis Mooy oo Buscact we Eobeatcon, 303 DROTN ) B b-ded
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of thi prevailln'g asEURptions among o number of leading orientations and
akdress & breadih of behavioral, cognirive, emorional and political aspecrs
of human expenience with which the curmiculum cughr 10 be concerned 2
Eefore turning te these curriculum orientations, however, | should say moce
about the connecrion Between ethics, human agency and the curriculum.

Ethics and Human Agency

Crucial te any ethical stance is the gssumption that human beings possess
agency. This means that they have the freedom within reasonable limits w
chooge their heliefs, desircs and actions, the inwelligence o distinguish
between herter and worse aceording to some conceptivn of these notions,
and the capacity 10 make mistakes in what they belicve, feel and do?
Flsewhere 1 have called these the conditdons of moral or ethical discowrse:
fieedom, moeal intelligence, and fallibilicy (Alexander 2004: 4489 It ke
pointless for people w consider what sor of life they should live if their
beliefs and behaviors are detenmined by history or socicty or chemistry or
the gods, §if they cannot understand che difference between wurthwhibe or
wortfless secording o some aceount of these terms, or if they are destined
e be either good or bad by providence or their wery namre, To deny agency
ic 1o rob life of meaning and purpose; L s te view human existence as
amoaal, guvermned by arbitrary and mechanical nanral forees, by faoes beyvond
human comprehension, or by nothing a0 all (Alexander, 2004b; Frankena,
1973 725}

These conditions can be clarfied by veference to thiee concepts thae
emerye in the thoughe of Chardes Tavler (19647, salf-determinadon, seli-
expression and strong evaluation. Free will is relased o self-determination.
Taylor followed Eant in belicving that persanal autonomy is 8 mansoenden-
tal condition’ of ethics, an assumption we must make for any conception of
normatve discourss to make sems. Ethics is concemed with persuading s
person 6o discipiine her will to act or arrange her Life in a certain way, If it is
no in fact within o persan’s sphere of influence to direct her will, becouse it
is vonmolled by some other agent such as seciety or hismony ot chemisory o
the gods, if she is not in this semse wuronomous, ten It s furile 1w endeavor
1o persuade her oo desire this rather than that or w Behave in this way racher
than ther, since she is net the agent in charge of ber desies or behavior.

Meral intelligenes is connected to what Taylor calie sell-exprassion. He
folbows Hegel in revognizing that for a person o be able to sxercise auton-
omy she must be able 0 ground her choices in sume sort of reasoning or
understanding; otherwise her choices would noc actually be hers, bue mather
a product of ¢aprice, This requires ‘hortzons of significance’ or ‘ranscenden-
tal ideals’ embedded in moral traditions suificiendy ‘thick’ 1 susiain mean-
ingful moral chokee, not mere reflections of arbitrary taste, personzl whim
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rommeniry lesling, o which cxopecing conceprinns of 1the good give
sapression, cwvin il we cannor agree on el coneen (Taybor |99 ], Walzer,
DR ki, Aberandier, H01: 1435tk Smich, 2002 p5—ba) ¢

Fur sedl expressam o be menningiol, imoncover, we must suppasc thac
zenple have the enpagity o engage in o partleular kind of self-evaluailon,
Tt s ooanaered tewhae | have called fallibiline or che cupacicy 1 21T, Unlike
smnls i possess oy foat oeder desives concesnding soch Beeds as teod.
soocreation and survival, hunans aise possess secons] Order desires - desines
2zt desives - in which they evaluate their primary preterences | Prao ki,
2270 1w vseful te distngoish beoaeco rweo soits of sccond arder desives.
. can choose, in the first instance, bepareen 1w Davors of ioo crean. iy,
Tavlor ealls this “wenk sviluacion’, becise fhe doecisive Sweior i choossing
sz Mavons ower gt Tuew B Dew 1 fioel ac that momens, Today 1 el like wanills.
* 2z soamorTow, | might preter clcedsre. 1 also chaose, howewer, between
skl my Jile oo save o Srensd in bactle oF Tunnang away e save mysell The
Zrucial facier i this inswaoce is nel how | feel ad a given moment. buz bow
- asess b worth of o prticubo feclang, | mighe conssder the desite o save
o friend courageous or generons, for ewmpke ond e wedieilon woun
soncamdly on selfish, O [ might think it faulish o rish ooy 30 far ooodier and
2mimenaly sensible w loek ouc For myselr fisse 1ris this sorn of assdssmen,
anich Tavlor calls srong evaluation’, 1hat we must express in making
asmonomous cthical decisions it they are b2 weaningful o acer chan o weak
zefge. Humans veguire sieong values upon which o base ethical judgmens,
st they de oo alwarys live up to those vislues. Howeves, they are capable of
—ecognizing when they do pot threuel o process of sellegaminaicn thal
oludes srong evaluagion of their own desires and Behavioes (Taplon 1985
340

Whistever glse it presupposes, tben, 1o s enent that i@ s concernoed
et worthwhile knewledge currewlum thougl muse assume: chat reiechers
o sbudenty pesculs agescy, sl tey sre capable of self-detcrmination,
wtlf-exprassiom aned strong evalmsion, oo whon follews | oarguo ten 1¥ler
=una afoul of elf-dererminagion, Sehwab of sellespression, Fisnor of sirang
= pluation and erivical pedagoy of all chree,™ This ks leed me 10 e congiu
svon than e sole of elacs i curcicuium descosrse necds (o be reconsidered.
2= the final section af thas arcle T make some preliminary suggesuons as eo
whet this might cneail.

The Tyler Rationale

R..l.tph T!,h,-r []';kﬂ,;} 1% l::lErl;:l'I. a:.a.l.:u;:iﬂlr.rj wert by 1his I!L-:L.||||||I'¢gi:..’|.| FrRAVeLIenL b
serricdlum chought e responded o the se-calied scicnibic curneulum
:'.u.h.ll'ig' ool Framklin Brdalutn el WO Cluincren, '.1l."|:r‘;r‘\d:||:g ter winich che cur-
—culomm sheuhl prepore students Sor adult Bife [Bobbict, 1924 The ushs to
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be mestered o thar end are to be derermined by means of 3 scacistical sur-
vey of daily adulc behaviors (Chareers, 19230, Unfortunaely, this assumes
that current adult beheviors are chose that cught w be mught e children,
which s Bowde Bode pointed o, is not always the casy [Bode, 1927)
Additionally, it assumes that we can conclude from (he way things are how
they ought to e, and a3 David Heme (1953) long ago poitted our, chis s
loggically peoblematic. This problem i commenly assaciated with what G.E.
Moore §1593) callad the ‘naturalisde fallacy’, although Moere's femikaton
differed in significent ways from Hume's (Moore 937

Twler ackdressed wils among ther concems by sugpesting that thre sources
e consulted to derermine culricuium objestives, the leamers themeehees, the
covial ervitunment and the schicct matter By compating an assessment of
what studenss know oo given figld o what the saciery and subject matter
require them o leam, we can establish the proper objecdves in each disci-
pline. Since there sre likely 1o be many more objectives chan can be artisined,
the resulis of this process should be sifted theough rwo soreens, the philoso-
phy of the school and the psychology of iesmmning. The first esmblishes the
narmative pricrides of e school and the later the sppeoprine developmen.
tai stages at which ach prioriny showld be addressed.

To esiablish the objectives of a language or mathemarics currioalhm, foo
instanee, we should frer assess what the srudents already know and com-
pare this m what the sociel environment and subject matisr require. french
or American schools will demand different levels of languags proficiency ar
home chan they do abroad, and a math program in 2 science mignet will
have differen: expectatons from that of an ars cenesred school, Wharever
the environment, the subject mager will require much more than can be
accomplished in any given scademtic year, So the scheol philusephy should
be consulted o establish priovices and eduenrional psychology w deterntine
developmental appropriaceness. The school philosophy can help o allocate
resniirees sech as metructional tme, meney for rexebooks, languags labora-
tosies ane other inscmactional aids. Educatwnal pevchology will assist in
deciding what students of a given age can be adpected ta achieve,

Dnce the objectives have heen determined, Tyler then asked the curti-
culum planner o consider che experiences that might ensure thee they are
achieved, the ways in which these experiences should be organized, and
how they ought 1o be evaluated. Tvler was among the fizst eurriculum the-
orisrs to conceive the curriculum process in terms of student leaming and
soclal conditions rether than subject mamer alone, Hy held that objectives
should be stoted e terms of imeasueable smdent ourcomes, that a variery of
experiences in addition ro frentel imAtruction can assisc snadens in echicy-
ing those objectives, thar student incerest is an importnd guide m choosing
amang the available experientisl alternacives, that experiences showld be
vrgnized 1o emphasies conceprual connection among disciplines, and that
1he eurmiculur plenning process is oot comples2 yatil sudent schicvwement
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hias been wsssed. Despire these contribucions, however, he did not suereed
o nwercoming the nermative difflealties thal plagued bis predecessors,

In a well-known critigue, curriculum hisiorian Heber Klicbard [1975)
poinred ol thar 1o assess studenns’ knowledge o the demnands of any yiven
sulbect matter we must (i1 know wha subjoets are e be taughe, However,
i i Che whole point of curriculem development, to derermine what those
subbesrs vught to be, In other words, according 1o Kiiebard's criique, to
Jerermine whint subjects should be avght swe mus slneady know whar they
sre. The sources ol objectives may lelp w cefine the desired behaviens the
-urrieulum shauld seck b amain, bt at the end of the duy the real wark of
suprbeulum chevelopment comes down 1o the nermatve philusuphy of 1he
schooh, which is predetermined by the ool society Yoo, Tyl Gffurs o guisd-
ance s o how to evaleate competing claims S00RE Tuamative philiophics
of edusation, Similar to his predecessors Bobbitn snd Charters, he unertically
sssymres thal the way things are s e waiy they ougha w be,

Howewer, Iylers difficulrtios with the normative side of dhe curriorlum Fum
Seoper than s, Klieherd also guestioned the mernliny of manipuladng edu-
ikl env retnefts 1 sehiove predetermined Tehaviorn] abjectives,® Does
=t e wety ilen of stating currieulum it it (TS af predetermined meas-
enhle ubjertives presume thit the ourcomes of learning tan be controlled by
“1e educptional cxperiencas in which b Joarmer is sequised te pardcipare®
Wiwere is the will, or desire, or inierest of stulencs in this seheme? To Te sure,
Tuder calls wpon the corriculum planner o mesune the inferess of sremlents
= assessing the needs uf the leamery, and even adks dat staxclent fgetest w:
sanen intn aocuunt when planners selec sducational veperences fur keameys.
way i e final analysis, the interexcs of society - expressad in the phiseph-
b speen and oanslated into oxperinees desipned 1w ensure outcomes — will
ways orump student desires. T would uppear thit hieerest is to be congulied
= ety curriculum primarily for te purpase of packaging predetermined
social objecrives to mike the appealiog 1o studetms, rather thon 0 actively
mgage cheir geauine aspirsions and conedens.

Teler mkghy respond, of coume, char wspirations «me aedially deternined,
xwd that oare purpase oF the eurciculum s 1o shape student desires aveordu’iy
<t seatatl needs, er ot leagt (o provide o bogie wpun which autouomaus deci-
sotis mighs Jarer Be founded. Communites of all sorts - politicsl, culreral,
ceirgious. Iinguistic or etnic - hive legitimate morests in mculcating theis
=armricular concems [n cheir childoen (522 Counts, 19740, Bur this responss
—age8 the key peini: Kliebard quesdoned not only the adequacy o Tylcr's
=proach w competing secinl needs ond rival educaiona philcsophies, bu
220 the morality of his sssumption et leamning should be defined primarily
= verms of expecenees designed w produce predeternined outcomes, Tyler
=d nua comsider wherher smdents might ot any time crubrace these curames,
==ner when they are bekid 1o achieve them, or liter on when, avcerding w
some views, people ate bener prepaved iy virtue of accomulaced kaming or
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moturiny te make such assessmengs. Mor did he suggese that the rask of (e
currleulam 8 1o form srudenn desires by persisding them to appreciate o
encouriglng them to choose certain ends over oehers, Rarher, the onky way for
students to embrace desired cutcames accerding 1w the Tyler ravionale would
be rhrough expeniences that are preammanged to produce those putcomes
whether or not a student mighe ar seme point be so comvinced or inchined. Yet,
the wery idea that soeial of any other sort of interests ane mrorafly begitimate
vnly makes sense when we recognize ther peaple, inchiding students, are
agenls endowed with the capacity for selfdeterminetdon. We flarten the achi-
cal significance of secial or erher cuncems, therefore, 0 the exrenn thar we
igrore, sUPpress or subvert this essential human caparity.

& seromd defense of Tyler's posidon might claim that this critique tun-
flazes owo different anrts of actions or polivies: [1] those that undermine the
attanomeus actions of particuior people under certain circumstances, thus
impeding their eapaciny for meral judgment; and (2) those thur implicitly
deny a presuppesition of moral agency, such e auronomy, even though the
people subject 1o shese policies mighr nevertheless remain moral agents,
Rlebards ottigue pertains to the Srsesort of actions or policies, it might be
argeed, wherens the thesis of this article, that ponemporaey curmewlum the-
ory & conceprually ill-cquipped to astess the worth of the learning that it
prescrites, relates o the serond. However, this distinctdon does not appear
to warhstand crinclsm. A corcculum theory preseribes pelicies conceming
wehat o teach children in echocl and how 1o teach i ro chem, To say thar an
approach to curriculum implicily denies this or that supposition of agency
(or anything elte for that matterd), can mean nothing acher than thar it
direers scheal personnet oo relace oo stdents i panticular ways. To conceive
of curriculum in ways that undermine che atonomy of this ar that snedent,
therefore, is just what it means o deqy, Imphicicly or osherwise, thar self-
determunation i 4 conditen of moral ageney necessary o make sense aof
judgments about the vaive of the learning a curriculum prescrbes,

By atcemipring to sidelne the will of students, Tyier undermires 2 hey
asstimpeion of human agency necessary for notmative discourds to have
menning. There is a deep tension within & currizulum that offers an account
of what & mest worth kngwing, which is whar e Tyler racenale proposed
(g doy, but thar furcens the self-determination of students: for the very iden
of something being worthwhile requires the assumptlon that within reason
able limis somdens are agents of teir own desires, beliefs and acoions.

Schwab and the Structure of the Disdplines

An especially tnfluendal spprosch oo che aecademic curriculum during the
past half century was launched in de 19608 ax ‘the serueture of the disc-
plioes” movemens, Joseph Schwa (L252), Tyler's colleague ar the University
of Chirage, was a owering fguee in jhis waditon,
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Sclreeab and his sacueeeslist eolleagues pespunded o che mpid sroweh of
soowled ge by arguing chae the cuericulueny conld no Songed poovide audents
«ith o comprehensive knowledwe of acew wiven sulyect-mateer. siee scionilic
2H00veTy 13 weving so rapidly chit wihian s belicved 1o be o wday may
marm out fo bwe lalve tomorrow, Instend of facusing solely on the swhstance of
= dcipline, ity basic concepes and Ondings, che cuerieulum should also
seach the syneay of a discipling, s mechods of discovery and justifiontion.
2ach an oy Ingeed eurreulom would reach suidenes aog only the mateer
oFa diwiplie, o Richand Pavers (19658 gialbed i, but move impoctandy i
spmerologicnl faem, the tunls of investigacion and crideal assessoens used
=y sehwlars i discover new kncwlodge (Schwab, 1982, ol Hirst and Peters,
~370; Hirst, 19747, For this reagon. the sroctuenlist approasch o curriculem
=24 sometimes boen associated witl what came o be known as the disoov-
=re method” (Shulman and keisber, [968).

Hew are we o devise such a curriculom? Schwab had o widque and
Seemous andvwer Followinng Aragtle distinction bebween thooretival kooww-
adpe (Nopefria ) o) prmctient wisdom (Phronesis). Re held thar cuerieulum ix
i practicol nnc o thenreciconl discepline (Ariagatle, 20K Tis aim is oo fochis-
- Jaaws o narure. soclens behavior oF educating. but s fransiare those
ziseoverdes Wito practical seraegies fr wqching the simenire of disclplines.
The produces of cacnignlum development are alwinative lessor plana thas
=nticipate instructional challenges w waciiing a panicolay subjecs maler,
Zor ekperivewes deslgned @ mect objectives measurable by the ouls ol
=l or belaviorak scienoe.

Ariving s snech plans is i complex process bocawse Lhe disvipiines o be
auyhr, aml e rescarch thae provides goidance for how to weach them. aie
=4 stans docines wn be memoriced aml appieed, bul dyiamic disciplives
=zh with seholacly disgussion and debabe, ‘The challengs i mo creare an
-Bning mnveTsacion beoscon those working o <ecover oew disciphnany and
medagogse kovwiedgs @nd those endeavoring to cach srudencs b schoal
This provess, which Schwab entbed curriculum dotiberation’, sngages repre-
sematives of the essential ingredicnes of corriculum in dynamie discozsions
Lauut o best m translace cheory i pracrice. He calbed chese ingredleats
snmmenplaces - weacling, stoucdents, subject macoer and milicw, Siece e
= 06 one right winy to teach a discipline, e creation of practice] pedagagi
~zdnm reyuires che aes of eclectic’, an mtegrared applicauon of che mosy
svmpelling aind relovarit theories from both che subject mates sell 2z the
cudy of hiow bt r b 1 (Schwab, 19820 322-831 1ee Shulman (1986]
w2 larer o el this sorrof practicil wisdom 'pedegogic-content knowledge'.
e unwjue undersanding dhae is accunubied 0 the teaching of an academnic
Zucipline.

Umtike Twler and che corrieulum wechpoloeists, Schwab and s sroe
—zralist obleagues wien: not ombivalent about nonnative discowrss o certi.
- choughe: boe they wene amilrgeoes, A narmative educitionnl philosophy
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i5 implied in che communal requirements of what Schwab called milieo.
Hwever, Schwab is unclear about whether normative philosophy should
provide the conceptual and cthical frame that gurdes curmioulum delibera-
tion. I 20, how is it to be determined given Schwab's complax, plural end
cunlving conoeprion af theary? 1 nommative viskons of edacatlan ase 1o be
eonsidered @ ome of & number of oypes of theories o be maien it account
during dee process of deliberation, how can it be said deat dee curicnlum
subscribes w2 pormative vision?

This ambiguity is related to an epstemclogical problem with cumoulum
structuralisme that raises questions about the second condition of human
agency - moral intelligencs and selfevpreasion. Schwab was amang the pio-
neers of what luter became dnown a8 post-empiricist and post-positivise phi
lesaphy of knowledge that argued char selendfic thearies are mikre rentacive
and partial than was previously supposed (Bernseein, 1983; Phillips aod
Burbabes, 2000}, Sioce thve hindings of myuicy are underdetermined by data
according to this view, theoretical expectations and conceptuel framevworks
play a significant role in the forrmulation of explanencns. These frameworks
are organized inro disciplines of forms of koowledze each with ks own
asFUmpicns, concepts and methods of inguiry, This keads o a sicong form
of cognitve telativism, wihich hokds thar coth is a function of concepiual
ramework.

Although it does not follow logically from his epistemolegical posinion,
Schwab appears to mear moral fraditions ltke structures of knowkedge. Sipee
all moral posivions are wnderderermined by reasoning, znd no argument
exists that can sustain che superiority oF one over another, nermarive post-
Giuns must be eveluated within the congent of the conceprual frameveorks
within which they are formulated, and a variery of competing (even contra-
dicvory) positions should be considered in making curriowlum decisions.
Iromizally, and I believe unmeenzicnally, this =ott of relatrdsm, both cogmi-
tive and moral, undermines the very critical spiric that souctecalises =uch as
Sehvveab soupht eo promobe, Becatige it imples that it 5 sengeless oF unres-
soneble m cridcize oo remewsrs on the basls of the assumpticns of enocher
According wo this view, the only son of criticisn permitred must come frem
within a conceptuzl scheme, and if a pardcular adition or discipline cares
lictle for bogical congistency, sven intermal cricwism may be mled ouc
[Abexander, 19887,

Echweal (1982 238} admined rhat ‘the charge of relariviem can be fairy
laid appinst’ his viewpoine, Yoo he embrweed this sort of celativism in
refpansz mthe dpgmatism of scientific posithvism, which held chat rruth and
goudness could be only defined in beoms of a very narmow empicicism, His
intention was to crezte an eclectic basis for educadoneal practice in which a
rch vanery of normative as well 25 empirical traditions, from Flae 2od
Aristotle po Freud &nd Skinner, cowld play equally challenging rales in mak-
g curriculum decishonz, Az he pur the podnr, 5 seiemtific knoswledgze can be
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semaghl 1 many ways, it is not because sience e 2 game, a systeotirle defo-
stam, of che pursuit of metaphors of meemonics. Rather | Lt 35 lecause
natte s se oricl o maters to by beamed and scientisis so ape o Hoding
ways to learn cthem’ [Schwab, 1982 Z2k).

i thrcwing out arhiteary and overly simplistic emplical standberds, how-
ever, Schweah 1y have gong oo Tar by blaning impustan: epistemalugical
disthnerions beraeen wurh and falsehond. And in adopting o pacallel stance
mward micral iaditions, Schwab may have embrsced sn overdy eclectic Gl
mde rowvard normatve wisions of education thor weskans our capacin
ickemify value dilferences berween hetter and worse, This threatens e poc.
sibility of moral ineelligence and sl-expression. IF overy moril crdivon s
as g as cvery orhen, it beooowes impossible in poncple to distnguish
horween good and bad or right sl wiong accordiog 10 any theory oF
course, ene mlght respend o fa Miclntere {1981, 19BE) thar cemam goceds
are intermel 10 discipline basesl practices and that the compamtive wirth of
various morid kleals and waditions con only be judged fum (he perspecrive
wf the various moral kleaks and teaditions senilable to us. However, Maclontyre
asmamnes with Aristotle that rival moral Traditions struggle s grasp a com-
mon relus or wlthmate goad unacioskated in Scheal's writngs, even if chey
ehay nover reuch agrecment as 1o it sl adeguare formulation. For sell
expreEssEon (o be marilly meaningtul, i must rellec more than e porsonal
of eoncepiual or collective preferenee. This is not to sy that thers is only
cne moral trscdition thar can provide o sommative Geme for cwiculum
deliberations, bat santher that any pueative cengeptlon of the good st
appensl 1o horizons of significuioe 180 ranseend ¢he inderemmiinats circm-
stance in which we od ovrselves, avan 0 we miy not be able o agree ns to
theft nanre or conten®

Eisrier’s Esthetle Humanism

i Telers technobogical eurriculum focuses on producing desired Fehavions
and Schweb's seademie stiuenalism focuses on cognitive processes, the
sumanistic euriculom s our atcenticn 16 emational dimensions of edu-
sation. Cine importan theorst in this madivion is Fllioe Flaner, whe is known
Zar his systematic exploration of o as 3 1000 metaphor for the processes o
2eaching ard =ducating (Elsner, 2001 ).

To eonecive cducarion e an art regeires an esthedc theory Foe s
Swsner turned 1o Suzanne Langers analysis of ar as the spmbolic expressian
of feeling. [anger (1957} groumdled art i bwo importam disincrions.
~ereeen discuisive ansd tun-discursive expressim, and borween logical and
dvmarmie form. MHsLursive expression i absrract, conceproal and whearerieal,
W use 0 b0 communicste abeut our world in daily and poademic life, fom
sanpping liarz and trovel directions o scholardy discovenes aml suiinifie
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theories, Non-discursive expression, on the cther hand, is concrete, panicu-
Ier and experiential. We ute it to communicate about dimensions of supen-
erce where words and conceprs fafl us, for instance, in expressing intense
emotions such a5 love or anger. This son of expression otten relies on seli-
givus rituzls, artistic symbols of metaphoic fanguags o creare immediare,
virtual or vicarious experiencs.

Logical form, accordima w Langer, s igorows, strocoared, and fxed, 1 iz
eonoemmed with the precise measuremenes and concepiual contowrs af reali,
For instance, Twin lampshides mar share precisaly the same profile but foc
size can be seid oo huve the some bogical form. Dynamic form, on the other
hand, speaks 1o the shape of experionces that ore fleedng snd in ux. A dry
nverbed, for example, can be said to ceprure the dymanyie form of Aowing
water ar the moment the water ceased Bowing. The descripden of an aum
mohile accident by a police officer, to ke another example. will strive to
express the bogical form of the svents in dissursive language: when the acc-
dent happered, the direcrion of each car before they collided, where they
ended up immadiarely afterwands, and 8o on, Bur the storics aid by rhe
drivers to their families and friends will be fillad with emoron. They will
seek to capturs the emotional shape of the secidem tirouwph expressive lan-
guage thar invelves the listensr 1n a vicarious experience of it

The academic curriculum prefers discursive ypression of kogical form. It
aims o comvey corceprs, methods of inquiry and truths in dhe precise the-
retical language associatad wich scholarship, The flne arts, on the other
hand. =im to caprure the dynamic form of human feelmg in non-discurafve
expression such as symbols and mesaphors (Guodman, 1975, To teke seri-
vusly the image of teaching and education as fine arts, then, we must uder
stand how they uge Aot-digturtive expression to capture and communicaie
the shape of human feeling. Fisner offers such an understanding by rethink-
ing currsculum convent and evaluation, rather than in a new approach o its
design and conscruetion,

Elsmer comueives curticulum subject matter in eems of whar he calls
‘formz of representation’. 1n contrast w the structure of 2 discipline char
emphasizes s mode of nguisy, the notion of a form of representauon sresses
a mode of exprasion. People don't pain: whar thev see!, Eisner is fond of
missing; ‘they see what they can paint’. The shape of consciousness is deters
rmined by the ways we représent experience, nog by how we study it At and
science are both forms in which we represent what we experioncs.
Excluding furms of representation such as the fine ars from the curtieolom,
a3 s often ooours in state schocls, denies students the opportunity to appre-
cviate the som of experisnce that they capture, indeed to enjoy these experi-
ences ubtngether. In rerms of che Hegelian formulation bomowed from
Charles Tayler abowe, limiting che forms of representation iz the curticubum
restrivcts the capecity of Audents 1o pequire pew and unimagined madidons
and media within which t exercise self-oxpression, The opdmum curricnlum
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will cxpuese srmlents (o ox Ay forgre ol geprosentarion s rme and other
—pmouees permit {Eisner, 19960 Hieaboer, 1993; 23-51.

[E (e cuesicu i inilianes scudents inke o colleetivn of aristic formns, e
cvalustion of carreukimn entails apprecintiing s griviquing the ways in
which those furms have been reprosenied, T e reachitg und cducativn
2 fine arts requines fhat assessment be epnceived ws nrmsts connsseurship
and critlebsm Commeissewcship nefers o che vetined st for @ pavticular an
“etn than I8 noyuized theough extensie persunal experience as sither & ore-
qror oF scudent of thit art. T Lwishves the capaciy fur judging iueinlity, fuy
ssonsing Lbwe scristic moril of pacrzular work of Wl Fucasimmal calnis-
sougship. then, i a form of undessranding wlta giws on in clnssrooms based
o personal expeiience. Educatimal eriticlsm. un the athar hond, is & form
o representing Thit kneveledge. | nvolves comemening o pedigugic nons
saes i rich, meraplone terms i order w vansorm how we peroeive
i o pelucational woek {Eisner 1967

Thiz conceptiom af cinTivalum 2nd evaisntion expamls cur Whinking
shenn 1he tasks of educarini by plocitg the affectre domain and subjeerive
cxpeience ot ils cune | recoguiaes M The ewrriculuom needs (o ielluene
faeling, and croutive self-expoossiol i well ag chinking, o fuster lewe of
seamning, mold coouminment nid gedicarimy, and shipe the stodent’s deepest
=ppEecialion oL whil i© s b devared to praple acd ideals, Felowing
alo, Schwap wallod this the education of wros (Schwals, 1982 L0533
Sarison, 1997 1 ds rn enough o e ahout Feiendshin s fellowship,
w oSt crxap studonts weltl comrisdess it 15 noL enoegh i dizenss love of
JOTTHCNEY, (9 wradlision, or leaacy, 40 Gl we must Involve sldenls o
sembalic actvitics that fucilitates chese sorts of wmnations: and it s oot
amugh oo deliperawe abwt thisse v are Aifferent, we M engage SE0den
seopviely ond, orcanvely with the b

Meverbicless, sltheuigh Fisner i acutely sunsitive to e it of whal we
ke mol Lo el G Lisnes 2001 Q7- 1071 He offers lioke guidide coo-
sermirug hov 16 ke Llese chosces 18 ewepy Surm uf peprescnianion 5 a1 sasiabde
Zyr inclussan &0 che curvicalar ws any ptliet, how are we mdiringuesh heween
it b mrore e lees wortywhile? Under these ciftmslances. 1 @ dliff iewle
o museeeas vty e o wliar degree partolar criculu aleeptntive are
= loss dhasivable, This undmines the third egumnpion of ol ageny men
~nirusel b, fallbality of chi: possttaicy af being wrong [Aesander 1989). The
ery mebfempression Bisner sacks T proninte weald appear 1o renuie i
Tavlor calls stropg vidues that crnble the dssosntent of the guality of oo
sxporience (Taylew 1991). Yer, Fisner shies away from sueh strng cvluation
when he fuiks o offer an accme of how © Jisingaish the relatine worh of
s of peprescntitlen HRT consets fr gine aml rogeuiees in the curriculom.
= dnort, Fisner's amhelic uppoosl w seli-cupiussicg appese: w0 redy oD Loo
weak' o Al ar ey’ peesenal wn aceount of che valoes needed 1o make
sorivalum decisions aned (emess ClassTAAT perience (Wl 15941
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This point is delven home i€ seems 0 me by Bisners emdency o posi a
persenal conception of conneisseurship as the primery source far gesessing
the mecit of educntion experiences, This weakens the meaning af the term
metit. [t is not enough for edwcatonal criticism to re-educage cur perception
of educarional events acoording to the connolzaeurship of an experienced
educntor alonz. For this sort of personal essemment to be meaningful, i
muat carry welght becauss the connoisseur kes acquired an appreciarion for
a standard of excellence; and for such standards to have meaning they must
appeal 0 srong values thar wanscend self and society {Phenix, 1971.
Alexander 1986). Yot it is the very possibility of chis kind of strong evaluation
that Eksner appears to avoid in scressing the role of parsonal cndersranding
in the assesstrent of school programs.

One might respond, of course, thar standards of merit ave implicic within
the lorms of represensation thernselves, |6 dhe conmoisseur |5 o base her
ssszsmment of &n educarionsl program on 2 merely personal inrerpresson of
these contextualized standasds, however, the atendant conception of megit
remains weak since essessmemt will be grounded primariby on individuoal
Lagle. W raght suppoge, on the otser Bang, that standards of excellence are
Agreed upan By recorhized practitioness of varous activitics or disoourses.
Unformunartely, this could oo easily lead oo o self-refutdng form of reiardvism,
wiiich assumes, for example, that programs can only be assessed according
o standards intemnal @ particular viewpsing or wadition, B this would
imipiy that one would have 0 acoept the presuppositions of a partioular farm
of representation in arder o criticize it. Morcover, if a radition rajects the
very idea of & stancard of metdy, iewould S diffcult to 200t cut what educa-
tiondl crticism or assesstrent in this conrexr could possibly mean. To engege
In what Taylor calls srong evaluaon Tequires ther connalseirs assess the
quality of, not merely expross, telr own personal or collective preferences,
and for this to be possble the standards af merd tal ey emplov oeed w
cmanawe fom beyond the namow confines of self or communisy or form of
cxpression. However, Pisnor's endency o situare dhe souree of aestheric
autfsoricy within eirher individual consoisseurs ar communities of practtioners
appeary (o preclude such a manscendent palnr of view.

Critical Pedagogy and the Radical Curriculum

Eisner weote of the thees eureicila that all seheols beach: the exphcit et
ricolum that 8 snnounced dn brochuores, course syllebi ond rextbooks, the
implicic currioeturn, which is embedded In classroom norms and smdent-
weacher relations: and the null curriculum, which refers 1 what we do
not teach [Eisper, 2001} Practivoners and policy-makers often ignere the
latter two curricula. For radical curticalum theorists such as Michael Apple
{1979}, however, the implicic and pull cursicula ape mot metely (gnored;
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they pre hidden by those in power. Graunded i noo-targis eritical theso,
this approach 10 surcouium sesks t expose UNspoken ussumptons of school-
=ig in erder to reven] hove education is nsed by deminane classes and oulores
5 epreduce de power relations embedded [n the stacus qun (Apple, 1973,
LG5}

Wpa-Mandst crivical theerises hodd thar beneath the surfaoe of social life
e comflice bonween the powerful and the powerless §Horkhelmer and
adorne, 19743, Those who have power based oh wealth, lingage ur mapority-
sule use culture 1o irpose an ideology of oghers char sustiing thwdr powet.
This ienbepy - cxpressed In ngenze, medis, celigion. koewledge, membine
and aduesion - abseures the fact of eppression [rom those who are enslaved
w5 the dogree that some even prefer subjugation w libeeation. Mavx called
s:j¢ faler conscivusness” {Mary wmd Fagels, 1947). Epistemolagicad idvas
sueh as ok and knowledys ol moral ides such as cight and wrany have
0 'ohjociive’ busis ourside of the pawer interests Lhey sorve, A e cod of
sie day, all belists snd hehaviors are idenlogicn save 1bose dedicated 10 bb-
srRting the oppressed (Wt 1994 1-263. The 1ask of crivical pedagogy, wn
educarionol arivication influsnced by critial theoy, is 4o esprse the bidden
sols of oppression ucilized by those in power so thet siudenis con winkrace
e autientle ideslogics char peflec thein own culiuenl. sockl, aned pelic-
wal interests [McLaven, 1988 Gur-Zeoy, 20603).

eo-Blacsis! anahmiz assumes et all educarion is ideslogicad, The ques-
=an iz mot whether b whieh ideology o inculeate (Cuuos, 197812 It might
appear thar this 35 enticely conslsteng with my call for 2 rerurn to substan-
~ve ethics i ocaerlenlum chowgte, ! b this s et s, beemese nadical cus-
weulum theory uses the temm Sideology” in what 1 hove called an imwora] Lor
—cn-ethical) tather than 3 moeal Lor ethicel) scose, Mogul ideologles cmbirace
s cognfitions of human agency. They are o mocal o the sense diae they
embazce o particulac subssancve ethic, although rhe conditons of mroval
ageney are by no means value free, bus in it they avoept the transcenden-
-al conditions that make it possible to have meanmiegful ethicel discourse.
smornl ideclogics on the otler hand, deny these conditions. They agsume
+hat belisfs and Inbaviors are ned chagen bat derermined By Bmil or secio-
scynomic class or culture {Alcxander, 20053,

By sglvecating ther chiklen cught m b libersied fiom Regemonic col-
rure oo serve ideological fneorests thiey moy ot nevessarily embrace. rdical
erricubum theory emplovs the teem Sidecslowy’ in an amoral sense; and since
:i! rrochs omd values thae e nol teflect the necessity of liberating the
sppressend ane relacive to class, vr culiuee or gender, thete 12 po way o aisess
sheher the imeresis of a particolor child, Twsesor they might be interpreesd,
10 i fact being servedl by s new idenlogy of liberaton (W, 1994
1-26). This undermines all three asswmplions of hsman agencs, The child
nes mot Tnake choiees hal give expression 1 het ownstoong values, either
~aw or upen reaching macwrity Values are ot iesen ag all, bt derenmined
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by ideckogy, culture and class, 1t is assemed, therefore, cthar the child will
express tie values of her cultore or sovial class and emboace lberation as
defined by others, whether or not she would choose swch a form of liberty
fosr herself. Fositions of this kind do nor engage substandve ethics: they render
such on engagement deeply problematic (Alexandar, 2001 94=107).

Consider one representarive illustredion. Ar the end of Bdreanon ond Power,
Michasi Apple (1995] writes with criticel appoesianon of palisical economists
and cultural reproduction theorists in edwcation;

Thus, a particular kingd of discipline has been required here, one thac is
critical of overly reductionist and scomomist caregories that have proven
in the long mun to be dnma;lp'ng to bHe Marxist madition, and one which —
an the sme wme - interrugates the schogl with an intest in uncovering
the poore of domination and expiolrdon that endoubredly exisr, This . . .
Invokees ceiticizing a waditden and using it 07 the same time | . While i
15 Impottant o realize thit schoels do repeoduce gender r=lations and
he sacial melatisns of repreduction. ‘bebind their lacks,” they also repio-
duee histcrically speclfic forme of restsmanes . . (Finn, Grant and Johnzon,
1978:; 34}

Based oo this, [ have suggested strategios amd action on @ variety of
fronez: within schook and universites invalving curriculom, democranizing
technkcel knowledge, using and policcizing ehe lived culture of studenes
and teachers, ete.; and cuside the school invelving both educsmonal
pracoees in prograssive lubor unions, political and femninist growps, and
a0 on, and in policesl scticn to build & mass sovinlis: and democratic
movement it the Unitad States (Apgple, 1995 150-1]

The idecbogical agenda of this perspective is clear; and my point 18 net
rhay this agenda makes wo comriburion to curricelum thowght and gractcs,
Rather it over reaches becavse of an ambivalesce concerning free chodce,
Apple suggests sirabegies o uncover (he rocte of ‘exploitation’ and ‘domina-
tien' as critical pedagogy sees i, presumably to liberate students so that ey
can make cholees based on the radical insights they have gaimed. But what
of @ young wetman who finds flfAllment in a parteular reliplous erentaton
that Apple might consider appressive of women, or & young man who would
prfer o comain boyal 1o his family or communicy, even though this may
require submiting o the authoricy of parents or tradiiion? Surzly these
vouny people should be offersd opportun:ies (o move cn of they 2o choose,
By exposing hidden structures and forces that would deny o subwvert such
opportunitles, crlcieal chaughe in educaton makes a sipnifcans comtsibu don.
Bur with egual surety, fhese youngaers should be allowed o decline eppor
tuniries g Ioak elsewhers withour distespaer if this is thedr preference, and
here it seems (o me is where the wouble begins (sce Ellsworth, 19893,

Radical curteulum thecry oo often appears w embrace what [saiah
derlin (1995 194) called liberty in the 'positive sonse’, which eddiesses the
question “what, or whe, is the source of contred or intetference that can
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detemuine somecno to do, o be, cthis racher than that™ Berlin argues ot
what gives phiusibiliny v this surt of reasoning is

[Wle recognizs that it 5 possible, and av umes jusutiable, m coerce men
il Lhe nares of some goal et o say justiee or pobdic walthy which tey
wondhl, i they were suffiisntly enlightened, feaselees pursue, bus da
net, becaese they wre blind o fgeoeon or cormupt. This reeders it casy
frir me 10 conceive of mwsell a8 ciereing others (o cheie sike, mthein
not aw, imerest. | am ches claiming chat 1know what they ruly need
beter thin chey know themselees ., Omee 1 ke this view, T nm i
@ posinon o ignore the aetual wishes of men o secictics. @ ballx
cppress, wortuns themt G0 the name. and on behall, wf chei “real’
salves, in the scoure knowledge thae whitever 13 e croe gual of man
{happiness, perfointanee uf duty wistdom, 2 Just soeisry, sell il
ment] must be ddenncal with bis dreedom - abe Irec choice of ks
‘e, albeit often submoerged and insrticulang sl (Bedin, [998:
na-ty

The rendency = deckde what is best for simecne whedher or nol he o1
she would agree is ofien mode supthe in e views expressed by Apple and
his colleagmes than i the leit and righe leaning orhodusies in which Beelin
was teforing when he wiste shese waords: inceed Apple himeel§ 58 clied
ahove criticizes sume of these very vrihodoxios. Severihoioss, these enden-
cles can be found for examyele i the ways tadicals sometinus wse dwe ceTm
progressive’ re suggest thit thnse whio da nat enibiaee thelr views sec hack-
ward’ nr ‘regressive’s of the designation demetganic’ 1o bt thar those whe
iy ek cndorse Apple's mass socin s movement are less or an-domeeratic:
ar the #KF*H'RSL{IH resistance’ 1o intimaee thit these Fawarr ol E'Z‘|'I!'Ddlbfil'l-$
somme wf the socizl reladans oppused by radicals are sympathedic e nppres-
sion. " The preblem, of course, is not in the wed of these wenne per se - wher
ovemeits have deseribesd themselvos as “propressive,” or democranc’ o1
dedicaed 1o resistanes’ — but racher i the exclusivencss dalmost ikslo-
aree) witls which these terms are wd alies approprined, in ways that et
aspersions BN the views o actions of Uiuse whe might use them differently.
or wha are nol comiforiable with 8 nec-Mariat sovle of argumeniacion. oo
whn belicve thar rleir interests e elaewhone, implying Uhir thos uses of
Zispomninens oL inperests are maralte suspeel 0 expressions of & falte or inma
trennic self because they donat senae the neod 0o resiss deimination” o7
wxploitation’ ng venecived in eritical, o pestsanutual, or poscrelonial, o
somme ol tadicn] theory '

My point is not it Tadical cernculum theary is ilki bl Bewausn it toils
w0 pmbroce puiunomy, but rather that in dimisl=hing e signiftcase of
Auma agency, i reads 1o ondemming the foral bite of the claim rhat oue
croup of apaher has sulfered oppression, because it undeecurs the condi-
nuns necessary for evhweal conoeepes wbe mepningiul alwogecher, hstead, us
aptidnee - “Ubetation’ nr positiee Hheny' - uns she nsk of replacing one
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form of subjugacion with anather Tn an amoral universe, power not ethics
is thee primary court of appeals; and force of ane ked or another too often
dppears o be te only recowrss e resolve differences or redress peroeived
impustice (Alexamder 2009 .19

Human Agency in the Curriculum

Tes speak of ethics n the curticulurm dees not requirs an altesnative accolnt
of imstructional conient, desige or evaluztion, which might well b derived
from an eclectic applicadon of these 2nd eiher curriculurn crientzrions, mk
ing into seeount some of the difizulties [ have mentionsd. Racher, 1o engage
thies in the cursieulum requires a conceprbon of what it means for an edu-
cativnal pragram e be better or worse, and this can be articulated only
within the context of a conceprion of the good, Alshough there is no sivgle
ettical vision that all curricula are bound = promors, they must smbrace
the foemal criteris without which the very idea of an ethical stance 1= mean-
ingless G other than 2 weak sense, that people have the capacioy for agency
However, this capaciny is not an innate abilicy that will develop on s own
Indeed, the awareness end feeility for agepey can be fust as easily ignored
or suppressed ag fostered, so it is & fundemental rask of svery curriculum o
promaote an awareness of the capaciyy for agency ameng those o proposes
to fluence. Let us conclude then by considering how each of the cendifions
of ogency, {1} fee will or selfdetermingmion, (2) moral intetligence or self.
expressicn, and (3] fallivility or selfevaluation, might be moorporated ine
the curciculum,

Free Wil

To foster free will and self-determination, the primary coneern af any cur-
riculum must be the ulimare Independence of children, their ability upon
reaching maturity o understand within reasonable limics the oprions they
face and the consequences of choosing one direction ever anothet, and their
atility 1o make tnteiligent choices based on this understanding. Wharevsr
value educators may artribute ro this or thar subject mamer o pedagogy, cul-
vivering the moral potencial of the child a: a human agent is always of
Erealer Impovtance, since without #n awareness of our capacity for agency
the very idez of something being fmportant makes no sense (cf Dewey
1909}, We peach subject mamer oot 10 libergre stodents from forms of
appression that they may or may not agree 1o percelve a5 such, but m give
them greater cognitive and affective cortol over cheir own lives (Dewey,
1928; Scheffler, 1973; Poters, 1966).
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To live mesmingfully in and conmibuge producrively w a liberal democmacy
requiltes 1he ablliy 10 assess nor only the sicength of an argument, e abse
e gualisy fnceording 16 some conceptivn} uf i pece of art or literature, the
significance of an hisworival o 3 seciological development, v the conmibotdon
uf @ sciencific or rechnological Innovation as well as the capacity 1 lider-
stand of reprodues them (McPeck, 19807, Educaviut it self-determination
iples fostering a critical stonee (aard sublect matrer, oot only in e
senise ot the shitiny 1o employ and pssess pemsong (Siegef 1988 Fael, [994;
“orris, 1992 Cnnis, 19060, bor also - and perbaips mors bonpoeaatly - in
serms of the capacity (o appraise guality or significance, to evatuate oot enly
e amaunt of hunpiness vee may achieve by making ane choice racher than
another, o7 the strenyeh of the ressoning that favers thae choice, buy also the
selative woeth of the satistaccion that may be realized frem making i

Moral intelligence

Howevor, gqualitavve judgments of this kind onby make sense within the con-
weai el wihioal orsenisions chat enobke one o say that this is more important
than that. And wo make such judgereents passitde, o trudition muse maer at
peast twor cenckitinns: €11 oo semve o5 o bwsis for a person's self-eermined
chowees — what Taylor (1989 callz 2 ‘seuroe of the self” - & moral tradition
musl be g exnresion of eney” jdendin inwgral to how ooe oofeives who
ome aspives o b needs. And (20 o achieve 1his level of ownership and
VESIEEnE, o mlithon needs o be sufficiendy robust and emaicnally com-
peiling o anspiee affalinnon wnd wemificaon.

1} Marin Buber's distintion between objective and subjective Jearning
cian help iu claviiv what i menns for B eradition to beesme part of ane's
idenricg, Buber, it shoold be recalled. detinguished benween van moments
in relaionships. One can relage o snotet as 4 subyect 0 dn olheo —
wha Buber called (=t relacions - in which the subject uses the objct
10 achisve sume instrumencal end; or oae can alsu celare o ancther as
a subject o another subgect - whan he called [-Thoo relutiong = in
which ac least Tur a few precious moments, to use Buber's beauciful lan-
puage, ‘the other fills che firmament’. There i & receiving af the other
into omeself, & mevatical unlon of sorty in which @ becomes difficul o
distinguish beaween one's own feelings and those of the ather The ouwr,
in this sense, bocomes pan of me. and 1 becoime part of the other (Buber,
19704,

Buber appliec this smalysis e relalions between studenrs and subject
mater Qing can relare o leaming us @ subqect in an object, in which
case the kmowkedge aoquired s employed o achicve some imstromental
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cod, such as professional development, technolegical innovation or
even the advancement of knowledge. This attimude clearhy pleys an
imporiant rele in the curmiculum, and is indicarive of much f nor mose
of the learming thas tkes place in schools. However, one can also ralane
o subject matter as cne subsect (o anothes o which case che knowledge
acquired hevomes part of my very being, integrated into my conceplion
of wha [ choose o become (Rosengweig, 1955), For an ethical odenta-
ticn e be 8 sufflclentdy iobegral cxpression of one's self to serve as a
souee for self-decermined ehales, iemuse e teansforrmed Rom this sort
of objective into subjective learning (of. Dewey, 1938). From this it does
nat follow ther ethical sources are merely ‘subjective’ In (he weak sense
that they only reflect one's personal waste or feelings or & pamicular
mement. They are sujective tather in a strong sense, in that they con-
ne=ct one'’s inner life with horizens of significance than ranscend the
=elf, sa that rthe demangds of commmunity or radition o natue or God
become part andl parcel of who one chooses to ba.
Michael Walzer's {1994} distinethon besseen ‘thek’ and ‘thin® mocality
cait be useful in clarifidng the sort of waditdens that are the most likely
candidares for promoting this soam of self.expression. We can distin:
guish, Walzer {1994: xi) argues, between two different inremelared
kinds of moral argumeent, 2 way of talking among ourselves, heme at
home, about the thickness of our own history and culiure .. and a way
af talking o people sbroad, scrose different cultimes, about a thinner
lifer w2 bave {n common . . . . {There are the makings of & thin and uni-
versalistic marality inside every thick and particular morality.” The con-
ditions of buman agency adumbmted here are clearly par of thar thin
universalistic ethic thar many culrures and moral radidons share in
rwmmen, And a curriculum concerned with engaging worthwhile
knonwledge will of necessity initiate students o some notien of com-
mon hemanity or civil sociery since, & | have béen arguing, competing
ronceptions of the good st embrace and promete at least the assump-
tons of human freedom. incelligence and Fallibdliry in order o count as
gthical orlentations (Alexander, 2001 92-3).

However, for this thin universalisoc echic w be sufficiently meaning-
Ful 10 serve as a souice for self-determined choices, it must be embxod-
icd in the practices of a local communiry that displays the feamres of
what Walzer [1994; 21) calls moral maximalism: Tt wiil be idicmatic
in fts language, pardcolarist in jtg culrural referencves, and croumstan-
dal In owe senses of that word: historically dependont and Facrually
detailed. 1w principies and procedures will have been worked our over
# hong peciod of time theough complex sucial interactions,” This is so for
at beast two reasons. First, this = how soclad and ofher goods present
dwmselves in our lives, The process as 5 whole', Wilzer conrinues, ‘ls
suraly misreprasented when i i3 descoibed . . . as if it had been guided
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bay @ single, comprehensive, and universal principle. Al such principles
ane abstractions and simplifications shat, whee analveed, reveal their
idiomatic. particularise, and ciroomstantal charecier’ [2f, Oakeshotr,
10621, Secunnd, in order w wnderge the ansformation from ahjectsve
w subjective l=arming, an cthic needs 1o Be sulficlentdy emotionally
compeiking o engage o students el Imaginagon. Qoe is moved o
live in chis way fior love of couners; or culiune, or funil, o eadinon, v
reasan, of God or sumething else that has (he capsiciy (o ignie a om-
mitmuenc soilficiently passionate m serve as the gudepost of ona's life.,
Roliust and detaiied culiwral narratives, symbeds and aruifects thae retle
the vomphetivics and perplesitien of real life are better althe oo Inspive
this devel uf compiunent than high-levet abscracgions. '

Fallibiity

Finally, to asswme thas students are Eallible and w promate strong ¢33l
stion tmeans amony otfer things that the moral undevsndimg necessary 0
avgyire of construct worthwhile knowledge is no imane but bearmed, tha i
S COC L & persun’s very natere to grasp the wlsdom of oo sthicel wadition,
ar 16 belave well or poorly. Stadens mighe jwst us readily nusunderstanl as
anderstanel that tradidon, or chome peorly as wisely Whether or noc they
Zo 30 I5 & contingeny manier, which lopliss thar if they in fact comprehend
she trodition’s conceprion of what counts as worthwhile, or learn o desire
of apprecine somweihing of paurticnlar value, or choose to follow o virvous
course of acriom, ey ane o be credited with 8 mesliorions inpelbeciual,
soyitional of practical wevomplislmens, And if they fail w uchieve this vndec
standlinyg U Appretislion, of 1o cxorcise this cwécee, they a1e in same measure
sespoisible For che failure,

This is e tee 54y Lhat there are no factns bevord the students conrol.
Al studlents are disadvantaged i some way or another, and some we wbn-
sushy more advaniaged than others, coonomically, intelleviusly, emaorionally
srtisnically and phymically, Surely corriculum theory and educaiiobal policy
should consider whether, when and how o address chese imbelances,'®
Humwepver, (0 90 Far o wee are wowilling oo hold soudents secoumable for any
saqtion of their learning, of o soee them us tespensible in some way when
soew miss 1he mark, chey will fuce grave diftieulcy in sogquining or constrocting
“r doing whatever @ radition deems appropriace with the knowledye tha 1
considers o be worthwhile. An eguadly, 1f not mese, impormant eurriculer
2nd educaional task, therefore, b to culuvare within srudents this senze of
~ecpomsibiliny and scenuntakiling This requires than students be encouriged
= exparience the cxhilamation of genuine accomplishmern when they suc-
sz=d and ko sxamine telr awn beliefs, desires and actons when they have
=2 achicved all thar they had Boped, What oright 1 have done differencly?
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Where hive | missed the mark? The strong evaluation required of future life
chaices beging with an assessment of the guality of personal mvestment a
smadent has made in the leaming process.'”

Although thls may somedmes mean thar smudens will need 1o face
uncomiortabde aspects of their own personalines, and rhis can cesubr in fear
or stress, the upside i that they will come o recognize chat they have the
capacity to change course, to make 8 difference. What they du, feel, aml
think dees in facr maer; snd their mhesent worth 5 0o be discovered not
in the feeling dhat they will gec it right no matter what, but rather in the
realization thar rhey marrer even when they ek it wrong, indeed because
they have the capuvity o ger it wrong, since were this not dwe case, it would
hrerally make no sense oo speak of anything mattering ac all. Students can
thus learn ro accepe themeelves as imperfea bt nonstheless worthwhile
beings, even a8 they strive to improve whaere chey ean. The recognicon that
I am inherently worthwhile even though | make mstakes, coupled with the
awaréness that 1 hawe the capacity to contribute to a becter tomorrow for
myself and others is a source of prafound jow ¥

A meaningful acenunt of curriculim ust begin with whar can counr as
desirable, with whet it means for knowledge on any account o be congidered
warthnvhile, with the conditions of human agency: antemprs o conceive the
curriculum in terms of establishing, cealizing and evaluating behavioral
ohjectives, or the structure of disciplines or knewledge or raticnality, of forms
of esthetic representarion amd evalization, or the liberation of the oppressed
have rended 1o undermine one or more of these condibons. To engage worths
while kreowledge requires dhat the cordeulum not only presuppase these con-
dirdens as human capabilices, bur also dhat it actively promote them. This
requires that studens learn to make independent cholees grounded tn assess.
ments not eoly of the reascning entailed but zlsa the relative worth of vari-
ous human zctivities, than these choices express their personal idencification
with thick ethical traditions within which strong evaluation makes senge, [t
also requires studenis to recognite that in the context of those traditions they
havie the capacity i ert in what they think, feel and do, but that tey can also
change course und make a diffevence. This s 8 source of fear and repidation,
bux also of grear joy Cultivating this som of existential joy is, me my mind, the
highest aspirarion of any corricalum.

MNotes

L. Thiz may b= one reason why every few yesrs someone dedares the curmivulum feld
moaritmed o in cesls {Schwab, 1982: 297-321: Heubner, 1999).

2. Thefe it of cotee s ong fght way o conceprualize the cuerlewlum Aeld. John
Mededl ihdchiell, 1984: 1-81) has divided the Acid irmd finr ooalifions thet mone o
les eomespond 1o the ekampdes 1 have chasen m examine bere. He calls them the
technaological cwmoulum, scademic mbonali the ¥ istor curricubom, and
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secial renasructionsm, Elieg Elser has divided wumccptions of curmcalum ente
il coteBerles in vimfliting Codiceproms of Cuveinidum [Esier amt Vallae,
PP amel in Vel edition of The Sfucarione! Luagitarnen (19990 bie Qe chird edi-
i del Fie Fafascanion! Imagimation, Finer adome (e eom currioatum idenligie
in plaer of canveEnns of Cuemgalem |Esoen 3060 1wl discass 1Tae o of el
amgy i caenguiumy thrghs it seatian denling with kx| fedsgory bl

Tz poim hiete s ok, of conese, that agl beleefs, desire s acrins. of REman et e
sprrely volitioal, Clearle we smbrace many bl CKPOREROT IEM:erows deskies a
cppagi- in behavior wdhou thae tnrsleranion or oxercie ol will. Mo, a5 Frinklisee
1973 &) polmis oug, ane hussen beimgs Al mhavieg destres ansd areooass, o n
makmy choees’, Tl gl eadier 5 that [ zgents have the capaciy 1 subjee
thear helivts, desires and actlons e paitculas sors of awalpaive jodgwen, amd te
charse whethar e not te beticse, desiie, or cna then based an these pdgmms
1o e teeon Tailible In o Beowsder sense than that mmmonly ssocaed wich he
wock af Kird Popper £19495). 1t inciudes the possthilig of maral 26 woll s cogninise
mistabes,

Hepel 129550 referred oo cus kin of imseendemal ideal as dbalaie. Ean 1887
bt them regulative shacipics. They moeulate the cods Wward wiech pare and
pravnesl ceasun sinve. Thee guarancees the pussilaliy of oruch, sirce pelvocales o dil
Terent meelectual o mecal rrasditina mey disagrec. but are aeonxed nonetheless i
A5ERE [0 COIOMLon esidn, Rapulative princples sl mauvyts mquiry, smee wrhour te
peessiilicy 4o ochieviny A dusicilde ond. there would be e neasren 1o inguise shrgether
Btk Hegel and Kamt b been eritizazed for andersaasdiog chese weals oz dogmarie
and urchasnging, whereas o more wompeling resdiog woukt o then as dyramic
cowepis, suggesiing imfmite woewin, cwluclon, e feraeniaika tPhemae L5710
Alexander, 2001 11X,

. Suene poersrs ol these secrions are boscol v Aleiander {2004, THig ariche was vt

vem for u spevialized malunee, earver ond dd oot coaia the phikeopiien] famw
ek dlegan fron Tavlorn, Duber and Walzer oroned which chas arpde & argnanissi.

L sonall eihizl theesists, of course, weld acceps Hmes Tupived <titlgue of Modare's

argument ik giendness i nar dentical s ane natural gualoy THrior 19420
Iageratie, critweal amd pos-menfenn dhirisis would adl argae hae facrs and values
ar both ssoslly dewemudived, amd o intnsately otermained with one anofthwrn ¥oi,
clespialy Edar INAPOILANE 2MEnitang o comeeice the relstizas between In and Sught
e Lt licberfnanals than Hume o Moo may bave allowed, nung eritice of chis dis
pncisen nevertheless ndmil 30me o e ar pelincsd dedie o, etd-in-vie, G hori oo
of sagnilicmne €0n be disringuished from onr efions o desorly 1he wirld in which
wee live or abuaut which we thecelze: seo Bomsten (19870

B okl b s piaend thar shis assumes with the behavianss thag mine gech as fiee
doun arwd digniby are unscentdie, wclfeenve ard meaningless. focording m behawar-
sm, humae behiviar s 0 be engioeersl, nol eduened, vhrough @ priccs (i
siibestepe chee wild aliegecker by debemimsting suroomes in advanes and cuntralling the
v et in order 1 aeliese them, whecher o not stidents weld choose these
ourcames grven the sppanunity [see Skinner, 19711

. See oy sliacissun of the diiferencn [siween nwaral and el wdenlegiss in rhe cur

reulum in cenneclon wizh crideal padngogy bl

This appears e the view wken by O'Meil 10011 in his Sduzagssil Sloiages, by
Ginndted (19798 1n s diseison ol ddendkegy @ Cwrionfae Irgicd ind b Fisner
PZIkE; AT=B6) i the chizd edition of The gslaoaricrad fdinarive.

Same philosophers have Faund i il 0 make 0 Tochar fgwl distinction beiveen
the rernis 'nurah’ amd 'wihicy, sevceving the farmer tor the cuncern In moderm ph:
loswpk: gipe Eant with deanabegeeal or disty-relanad questians and the Intker for e
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pre-mmtermn ned pogt-Mactncyre (194811 inieTest in virmues and valoes While | agree
wilh Il podnt! 6 priceffe, in evervlay spocch, especially amomg educatoby, the
teems achics and marnkity =re used more or less interchangeakly; and atiempis o
ihals apan more resrionve s of the reres lead miie often 1o confusinng thon i
imcressed clarty:

. Boxrie authurs go su far as tw refer o 2l ‘vomealizing” sducation az » form of viedence,

blurring substantial ard imporan: diginsgions borwesn ohe buliving raosss wsed by
repressive rulers and whet parens or veachers in pamicular oaditens might do e
rocougaye or nediclonally odentéd studenss e remaln wihin the fold {Gwr-Beew
2003 1-24).

One might respond of course thar ineclerance of this kind 5 found among all dec
bpical poseions, cortadily within fary of the meligau rabtions ouwr yousy e
nopalisz might choose 1o embrace. B the whole paint here 5 that we can
distinguish between ideslogical taditions, Teligion: and ofheradse, thar embrac:
agency and thass char undermane 12 Aadical cumreeuiom theonss iend oo undermine
il. For a classic wiew of political edumanion rocded in rabional moral braditiom rathce
than narrow political ideologles, soc Qaheshean | 1962).

. To e sore, Tdg emlwace & subgiantive echlcal posiclon, which [ cald liberal cemmuini.

tarianlzm {see Alewandes, 200400, Thie view undouboedly Influsnces my erdelsm no
wnly of the redice] cemfeutom, bu alse ol (e meditors repretented by Telar, SSiwab
and Elsner upom which | have commented above. Howevar apple and other caitleal
pedugoguest Gin Ao Bule me foe rhis, siece they hold ot all views, mine as well as
theirs, are infleenced i€ not decermined by idepdogical, culnsm] or elass imeresos, ard
if my coriments are bt 4 mece reflection of my own arbdtrary idealogici] orfentaiion,
rheir pasitions too must be counted a3 arirrary and indefensible o other than noz-
row ideclogical grovnds, My poinc, in all evens, i not that the radical cunricelum
does ool etebtace my oo brarst of biberabism, but rather that svithout & conoepaion
of agency iis crbique of oppression falkers as 2 monp cribique amd che liberstion it
PUIONTL SEE NS DUt e be A gapeway to mew forms of subpugacion. For 8 wery balamood
presentation af sdeitionad relaed issues e== Burbules and Berk {1999).

Elsawhere | have described nws aspects of this expressive dimension of the cwermod-
Lum. Miriam Ben Poretz ard | have cafled ope nf (hese 'podagogy of the scred” This
refers 1o une of the wiys In which we inidate soudenes inco the valuss and vimues we
vherish miast, Ofien vur mozt Amdamen! desires nre so emdedided in dar emotiona]
and cultural beings, tha it iy diflouls 1o be ertculsree abour whet mades dhem mpor-
mnt 10 us. S0 we mm g non-discursive formis e express our feelings such a5 rimals,
AP, SEtiet. and Symbels S0yt soch as matlonal enkems ae puhlic oo
manies such as sparts ralties can smmetmes senve these fanctons [Alesander and Ben
Peretz, 2000, | have called & seoond mpest of this expression dimension 'pedagogy
of ddierence!, which suggess thar we 1ezch siodens; to celebrate the wayvs i which
thiey are didfereat while respectiong the differences of others (Adexandes, 2H05),
Alrhwugh jusioe diczanes mrking evory ¢ffen w equalize Inogualldes shas are cense-
guences of social comdidone such a5 vast nequity in the disoibution of wealth, some
inequulites ot be balanced, sech a5 ootive intelllgences, proclivides. or talenis
of one kind o anothee Mo matoer what we do, mot every siudent will be o grem ol
ewist, athlere oF mugsicion.

. Thia coneepelat of Sleeag entldadon in the chrmiculum beard some rescarhlinee o

what Richnrd Poul has called onitbced thanking in the strong sense, sor Paal 019900 and
Paul and Ekder ( 20010).

. The joy chor emorges (ropn the sdmisslon ol one's fallibility seggests dhat, with

Aristothe, this it 2 ewdaimonian not a perfectionisl or wrilitarian echic; it recognizes

thie fragiity of the human cendidlun oa the coe hand and che sedsiaaon of leaming
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fram aur mistabes oo the cher (Stewel and Coes, V8990 122161 Lo revegnize and
|oarn From error we s aceepr and grow from cndasm. wlucl s angwessibbe inoa
perfect wirrld or winpian soeiery and which does na regiee 2alewlatiog degrees of
happinese. cithor on she part o the individual or as a secial apregare,
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Michel Foucault on Education:

A Preliminary Theoretical Overview
Roger Deacon

Introduction

tico, Liis deralled stodies of madress. punishment, sexuality, and
the homan scienees have provided sducational theveiscs with 2
whole new array of concepes (like discipline, and peoblematization k. anaiye-
xal rechnigques isuch f8 archeeolory, and gencalogy) and argumants (28
sertiining 16 the inimate embrace of koowledge andd powied, ardl ways in
which hsman subjects nelace ethically 1 themselves and thers). What is
=t wel well-known iz chat Foucaylc's oeavre 85 8 wehabe incorporares within
el and uffers for wider consumption & number of key educaticnal themes,
Sor purposes of clarine these themes can be ryduced to thiee, dealing with
what neight be called the past. present, sud furure of schooling, or, is devel
ooment, its foncrienz, and iy prospects,
These theee thernes can be described more accurmely and specificaliy
ueing some of Foucault's own corminalogy:

MLrhei Enucautt’s work is aleedy well-¥newn in the field of educo-

al An historical or rechiico-pelitical’ account of the rise of the schoel, fram
its negatively crignted sevenresnih century weigins t its more psivivaky
eotenived nitsicenth venuny catrenchmcnt and exponsicen;

w1 an explication of the everydhay mechanics of schooling 2: 4 disciplinary
technolugy of "mural mthopedies’; and

e ——
Spurre: Sood dlvcan Juanoar of St 262 (2008 177187
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¢y the implications for contemporary educeduna) insritutlons and pracrices
of @ mode] of education 45 » "Mook of Gpacity—communication—power’.

The identification of these three themes, as pan of 3 wider process of
exmacting and examining all references o the field of education seross
Foucault's entire ceuvre of beobs, amickes and Intendews, 13 the praduet of
an ongoing research project. The two primary aims in this ressarch projest
were as follows:

1. Toexcavare, explain and understand the implicabons of Foucul's work
for educarion in cthe absmracy and in general, and for curmiculum develop-
ment and pedagogical pracice in purticolar: and

2. o shed eritical apd substantve light o, and offer sdditienal or alsernasdve
policy directions for, curren debates about the relevance, urlliny and effecs
of the outcomes-grigntaced, globally aligned edwcation policy research
and practicss in South Africa.

Feucpult’s conceprs, methads and arguments invite us to look as much
befoce as behind and beyond boch pragmatic pobicy formuladons and
abstract theoretical critigues, in order 1o investgaie the everyday function.
ing and effects of relations of power, forms of knowledge and ways of refar
ing ethically ro oneself and others. Yet, despite a vast scholarship on the
wark of Foueaule, the feld of education has been relatively under-representad
in terms of full-length snediea as enviseged by this research projece. Only a
few anthologies and 4 handiul of books (Baker & Heyning, 2004; Ball, 1990
Blades, 19%7; Macshall, 199%; Meadmaore, Bumerr & O'Brien, 1999; Qlssen,
1999; Popkewitz & Brennan, 1998; Symes & Meadmore, 1995 Tamboukou,
200%; for an overview, see Peeors, Z00&) have directly examined Foucaults
relavance for educarion; and to date no text has marshalled together n one
place all of Fouckult's references oo the feld, fer alons attempted to apply or
develop such imsights in » susained mannes Whilst theve are many refos
enves 1o education and the school throughour Foucaale's wark, he never
devoted a specific study o the fekd as he did for madoess, healch, konove-
ledge, crinwe, seXuality, or identity. The best-knewn of his discussions of adu-
cation ocowrs in Pare L of Discipline and Punish (Foucault, 19863, but his
analysla here i intemingled with paraliel discussions of de military, monastc,
cconomic, juridical, madical, and of course penal manifestations of discipki-
nary techmigues, Only in twe texis - che first an interview with Jahn Simon
at the University of Buffalo (Foucaul, 1971), and the second & general dis-
cussicn with high-school pupils under the auspices of the journal Acruel
(Fourauly, 1977) — does Foucault ficus primarily and almost exclusively on
eduraden. Both of these 1243 date orginally from 1971, shortly after Fowgauls,
having briefly headed the Department of Philosophy at the newly estab-
lished University of Vincennes, had heen appaineed to a Chair st the Colldgs
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4 Promee. More broadly, Feucanle's incerest in sducatlon can be dated from
his involvement in the ‘May eventy’ insiigared by students snd joined by
workers in Paris, 1958, to the publicotion of hig subarantial research into
punishment ancd sexwality i 1975 and 1976, respectivedy (Foucaul, [986;
Soucsul, 10811, Askle from these texes, edusiaticni] issues also Gauars promm-
penikly in gorme af Fowcaulrs feciunes ot e Fondtical Catholic Uneversiey of
Ry de Jangicy in 1972 (Foucault, 2000, and in an inwervicw giver on French
radio in 1975 (Foucwuls, 1996).

The thres Foucawddian themes of the ‘techaico-political’ histoos of the schioel,
the everpday mechanics of schooling as ‘mored nrihogedics, and che madel-
iing cof cducation ms i Tlock of cpaci-ammunicsrion-power’, are te sub-
sect matier of this amicle, Dmawing on these hodings, subsequem research
will; urilies Foucaults concept of ‘problemarizaten? to exsming how the
expriience which we call educadon has been produced through hisorial
formes of tonstraing and dwelr apalytical covollaries, disoourses of eaching
and karming; contexiualize de origing, developeent, and insritotionaliza-
non of the pedagogim] smpulse inherenr in westemn politeal ratiomalities,
fropm anedenT oimes so the present o an Dial eurline, sec Deacon, 2004]5
mvestigate the fnpact of disciplinary techislogies at che leve] of eduestomal
discourse i Svwil Africa. from Fundamental Pedagogics through Frelrean
and critical pedageygy and People's Education to the conitiuictiviam end prig-
matism of currens pelicy researcly; and analyse dee effects and implications
of cutcomes-hused cducntion in Saurh Africa, with particular reference 1o
pedagagicn] rechniguees of Koowledge consmucion. pupii and parental partici.
pation. #nd hermemewnic assisance i fadlitatiog sif-maseery and e acqui-
sition of globatly selevane skills, erbics, 2nd zeed citizenship

A 'Techaico-Political’ History of the Schaol?

A Foucouldian aceount of the successive historical meamarphoses of the
schonl incorpotates bar slso goes beyond conventional liberal, Weberian,
Mangst, «nd revisionis approaches (see, For example, Avcheet, 1979 Cublberley,
1048 Green, J990; Huntes, 1994). Conventional explanurions of the risc of
eriiss schanling in oerms of the interssts of capitalise, the needs of nntional
siates, the siruggles of workers, the arguments of educational reformers or
the genoral progress of secety pay Insufficlent attention o the relatively
marginal. mundane, concngent. and disconuinueus disciplinary technologes
spresding hroughour caily modern socieries, and ignove how these beth
made possible, and came to be ndlized and colomzed by, Jacger, mote global
mechanisms.

Im Hhe eariy cnoder world, it was not vet a foregore concluslon thar e
school would become the chief soclalizing medhanism inrermesdiyn eoween
the family and the workd of work. The sehood was not the only instntion thar
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offered education: it was in direct pedagogical competition with institutions
peddling in ppprenticeships, sabvarion, rehabiiitation, cure, moral nemrscrion,
and (1€ ams of war; and e functicns were for o long dme largely reserictive and
negative, containing social problems rather than promotizg social develsp-
ment. Tl once schals had begun to demmonstrate their peculiar masiery of
digeiplingry techniques for managing people, under pressures smanating as
much from belew and from the peripheries g from above and the centre, did
systemaric instructlon and 24 insrument, the school, appear s more than
merzly one AMONESE MANY comMpetng Arategiss.

Drawing direcily on Foucaulcs work, one can ideneify five distinct mends
or stages i the early modern hisry of dlecipline, from the Grear Confine ment
[(1500=1 750t the muddle of the ninctornth coptury: o progression through
various phases of confinement; & rangition from degrees of exclusion o
degrees of inclusion: a shift from group-centredness @ individual-centredness,
a change from harsh and relativery inflexible o rild and ostensibly geniler
practices; and, perhaps most importantly, a shift from negative 10 positoes
concepiions and pracuces of discipline. Eech of these trends displays differ-
cit correlanions ketween tepdencies towards individualization snd moaliza-
o each diffecently ucilizes time, divides space, astablishes nszitutions,
produces knowledge, and regulates subgects; all amafgamate human eapey-
inles, refations of communfzation and relations of power; aj geek o fundamen-
tally edter those who are confined; gnd all hawe lateral effects, sxmending
beyond themselves,

[ sevenresoth-century Eurppe, the ald transcendental cercaindes no
longer corvinced, even whike the new rationatisms were sdll received scep-
tically. Simple, brute confinemen: was the default sulution applied 1o mum
of sociery’s varous perceived ik, from moral decrepirude through social
vigabendage o politieal disquien bue enclosure in itsell was insufficiend.
The evolving Protestant work ethic abhorred both upper class wasiefulness'
and lower class idleness’, and demeanded that all comeibuse o prosperity
for all. Alongside confinement, goon also associsted with the rehabillmdve
acthvity of honest toil, schools functoned chiefly to contain disorder and
neutralize dangers, and were justified in r2ene of their presumed capacity
1 prevent ignorance, dleness, ard insuhordination. (See, apatt from Foucaut's
own tenls mentioned above, Bushnell, 1998, Jones & Williamson, 1079,
Sione, 19G4.)

The realizaticn that confinement on its own coukd not adequately nddress
the difficulties Faced bty the eatly modem auwthosities in managing socio
goonomie change on 0 tnprecedented a scale was a diiving force in the shift
towards mone positve forms of discipline. The waning auzhovioy of the main.
siream churches, the declindng guild system and the cumbersome nature of
the houses of comectiun rendered thess incteutions increasingly inadaquars;
whilst the easting educational institutivns were pereeived as poorly reg-
ulated, arbicrariby managed, abusive, inelective, generaring resisance,
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depriving parents of income, exacerbunng kabour shorages and producng
delinquents. Their lack of regulativn was associsted wicth a lack of 'huenan
1y e from 2 Foucauldion pomt of view, with a poor ecomemy of coeercion,
Tellingly, it was not che shortcomings i thewr methods of instruction, text-
hooks, or curticula that counted far much: ic was the pracoics of corporal
punishanent,

This perennully critiized and ver cenruries-old wspect of schooling
lvemed remarkably lasge in contemporary criticisnis of educanona! praceice
tfar merely ane amongst many examples, see Momaigne, 1958: 71731 The
apparencly progressive behief char free men are both more productive and
maore matleabbe then slaves mibbed shoulders with the ronscrvatve view
thar existing social hlerarehios would be upser were a commenar [eacher 1o
beot # noble pupil. Foucoalt sugeests choi the concetn was less abuut
whumamty or viclence per se and ceore about the knd o degree of violence
that might besi muyuld particular individuals; amd it was wo Lhe pedagogical
mrlels of the Jesgits and Pietsm tut eonies tummed in search of altematjives:
the nermalizing subtleties of obisctifying cliasification, perpenasl comparison,
and hurniiiaring sxelugion.

The effects of confinement diseldl = sricwer sarveillonee. accurmulared
knoweledpe, and righrer paririeming - had msde possible, bur did ner ensore,
greater secial concols these effects had alse rendered muore visible and prob-
lemaric the rather unwicldy [unctions of cxisung schooting. 1t wax groliler-
aunyg materul dmciplinary technigues, yenencted ameng, bath mangnal
groups and those in or rising tn positions of dominance, that made simple
enclosure muck more effective. Some of those margina growps {especkally
dissenting religious communives, like he Jesuits in France, Pietistis in
Aucrria, arwd Quakers, Medhodisis, apd Ciathelics i Englancd) used extra-
state disciplinary mechanisms as weapons of sclfi-detence, whilst others vsed
sefe mechanisms (like de fetre de cgeliet] 1o negilace themselves amd others.
Numerous privite avadermies, anganizations, and assoeiations sought a degree
of moral distance between themselves and the centralizing state [see Archer,
1979 Feld, 1977, Hoselleck. 1988 Mclwon. 1938 Waranabe-0Kelly, 1992;
Yaoes, 19470 [ addition, certain stawe appecatvsas, lthe e pidice, convemed
with the munueest detarls of the entire social body, faalitared the generaliza-
noon of digciplinary technigues.

Only naece dissenting groups had become morg estahlished and seoepred
and hence less susceptible to st intervention, did their techniques of
meral selfcontral combine with the srare’s own offores o malneatning oeder
o dmpose mocal raining directly on dhe rost of sociery The ensuing Qed of
national educatipnal legislation from che mid-eighresoth contury onwards
(for which ser, i partculur, Buwen, 2003) was thus much more an atrer-
effect ol discaplinary technalogies than their vauge. Inceeasmgly, discipline
cowteess b b directee] primarily of individuols and onby secondarily ac groups,
and seeks noc merehy o confine b above all to correct, involving whan
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Foacault called “an tnclusion through exclusion': in the case of schools, indi-
viduala are anly ‘exchided” from the rest of socisty in erder 1o bewer embruil
them in or "aftach” them o refatons of power and knewledge, Consequentiy,
a new and more pesitve disclplinary emphasis gained in influence, with the
atm of primary education becoming the development of children's minds and
bodies and the improvement of moral aninedes and behaviour 1t s also ot
this dme thar educirional dissourse st begins oo pay amenton mthe implic,
posaibly innute, assuredly calenlable funure potental of te voung; no longer
0 extemally arieniated and reactive, relations of powet nuw sought to sub-
fect individuals by prosctively tneervening in theie fArure behavicus

This Foucauldian account of the rise of the enrly modern school affers
several avenues for future research. On the one hand, Fouesul's work alerts
us toe the fact that stace control, though important, does mod abways mkes the
same form but varies accarding o mechanigms inherent in the particular
irstinptions which it encounters, On the other hand, schooling, apd edycation
maore generally, ts net redusible either mo chese mechanistns or o 'discipline’
it the absiracs; discipline {2 jusr ene mode through which westemn polical
ratipnlities have constivated themsslves, Recher, rhe specificing maliplising
differences, and reversibility of the fundtioning and effects of edwcadonal
TvEcems must be taker into accosnt and acoounted fer Lastly, From a ration-
alized rwenoe-fitsr contury perspective, the overlaps and inverconnections
berween sarly medem pedagoglenl, spivinaal, military, and pemal technigues
appear srrangely, even uncomfomably, Intimate. fnothis regard, wonthy of
further investigetion are, first, Foucault's brief and often overlooked com-
menr that, whether or not the priasn or the Panopdcon became the mede]
for disciplinary institurions, it was a school, the 'pedagogical machime of the
Fenle Miliraive, which may have provided the inspiration for the Panopticon
(Foucewl, 1986:173; Bentham, 1995:87); and, seoond, the links beoween earty
e prisens, arties and religious orders such as the Rasphuis of Amsterdam,
the militant Society of Jesus, and the plous professional ammy of Maurice of
Hassau [Spierenberg, 1991:127-34; Feld, 1977:1 727

Schooling as ‘Moral Orthopedics™

The cemuries-long shift from negacve 1o pasitiee features of discpline was
of primary impertance in the establishment of schooling as 2 sociegewide
disciplinary technology It went hand in hand with the development of now
educaticnal procedures and relays through which individual end collective
subjecrs could be managed, their contexts regulated, their capacities aug-
mented, and their effeces channelled, including,

+  the development of new reaching methodolagies;
*  the applicaton of new [vrms of micro-discipline;
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the apportionment of tims,

the manpgement of sexuality;

the manipekstion of bondies;

the spread of lateral controls: and

the greduction and exmaction of knowledge and the reappraisal of cur-
rivula rnd besrning.

The combination of an expanding schoal populacion snd the enfmneed ain:
myg of intreasing numbess of teachers mude possible & kind of ‘moral urche
pedics’ which cver dme slunted awav from externil vengeunce 20k wivards
internal armesdment, Though cumbersoime, (hese inbaal disciplinany tenden-
cies alzo contribusoed e the ereation of 3 specialized Hme of schooling and the
recopcepriadization of childhoud; o a proliferation of new, especially sexual.
anxisties abow chitdren, and the reorganization of adukt—child reladonsnips:
aitd 1o the rise of tne idea of cducation as i sisnes,

Schoaoling in itself had beed a disciplinary response to the need o man.-
age growing, populations; within the progresively disciminating space of
the schuolmeam the productive regulaciun of large numbers of pupils also
requiretl new methodologics. First the monisorial method, already tesed and
wested at medieval universities, gradually supplanted the wraditional cne-en-
onw teacher—pepil relationship; this approach, in which & small number of
obder or more advanced pupils were inclividually tatored by eeachers and
then tutored the other puplls signalled g shif in padagegical relacions of
pewser by supplementing confinement with the moval and diseiplinary ‘relays’
of incrawsing tiimbers of mained teachers, support statt and pupil assistans.
Later. the munimerial melhod was suporseded by the ‘simullancous method’
jamribueed. but oot sxclushee 1o, Jean-Bapuste de la Salle: see De [a Salle,
1935) ol direct group instruction oy o single weacket.

Accompanying these new insructional methods was o ‘micro
drsciplinarization” of schooling. Foucaali raferred 1o 'a judiciel power within
he school’, i the sense thir §he more or less simple qansfer of konowh=lge
fresrm dne parson w another cannot b dissatangled from those authontative
processes whicl seel o instill discipline into the moral fibees of its inmaces
and chus differentiate between the, their narure, porentinlifies. levels, and
valpes Pumizhment in schools began te shift away from the poblic, the spec
tocular and the physically violent, o the personal, the mundane and the
paychalogleally competling, fran ‘threats or blows” @ ‘a cold and negleciful
countetance’, in e words of John Locke {in Baskin, 1966:348: echosd by
De lg Salle in Poucaul:s, 1986:178), foom eateonal setcibuton to intermal
reform, The budy, wige made 1o be tormered. became somwthing 10 be
zrained and corrected, from the gymaonanies of handwritdng o regimens of
peersuri] elephlicets: & new moeral orchopedivs char was inended oo fashion
e future more than punish the past
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The school refined and modified the disciplinary time it inberited from
the monasteries, enhancing its valwe and it weefulness by adding it up and
capitatizing it, dividing duration into swccessive or parallel segmenrs, and
serinlizing rhese from the simple to che comples. Like other disciplmary inso-
wiang, the early modemn school attempted o exercise conmrol over gnd
responsioility for nearly sl of #s inmares’ dme, a principle rendered concrete
b subsequent concerted inteeventens in pre, post- and homa-schoaling,
vorational tairing, Sundsy schesls, exma-mural activities and managed
recteanon. and taken to its logical conclusion in today's coneept of lifelong
learning. Howaewver, ime, even before it com be used productively, or made
available for vartous rasks, needs 1o be understood in a particular way, ta
ekist in & pertcular formar, and o be invested in or possessed by particular
people; o follows thar disciplinery dme also made the specialized fime of
sehoeling possible in the fira place. In tee conbes of an eipanding population,
deciining infant meralicy incressed longevity, diferendadon of domestle
space, and & sharps demarcation betwesn the public and the privare, child-
oo bevame a problem of survival o adulthood, mor mesty an bicth,

The mow coaceprion of childhotd was first framed negatively, in terms of
proecting the inmocety child from the various dangers thar might beset i1,
such es disease, ignorance, Immotalicy, or adult sexualicy. Increasingly, how-
ever, if wes also el necessery  posicvely smengthen children by developlng
theis physiques, charmeres, and renson (Adds, 1962). In cthe mids of thes: new
arucleties about children, Foucault espied what he called a ‘pedagogtzarion of
children's sex’: at home, parenis, siblings, tutors, and servants, and ac school,
reachers aivd fellowr pupils, constiruted in ralation o the child povential sources
tf dariger, contagion, perversion aad bisd influence. Childhood sexuabity was
tvus the premise around which grest bartles were faughe in the schools, and
eise the pracexs for the reclpracal surveillance of, and the reorganization of
the relations berween. putents, priests, police, pedagegues, end physicians
(Faucaalr, 1961:110; 104), It conzequently became more preasing, and more
justifiable, te separate children from edubts, younges children from older chil-
dren and middle class from bower class children, and for cedtain caregories of
children ro be ‘restued’ from ‘Imapproprias’ institutions like workhouses,
poorhouses, prisons, and guilds. Schools began o develop, Brst, functionally
differsntiaved spaces, and zner; socparane clazsrooms, and pupils wers distrib-
uted sparially and serially, nor oniy eccording oo progress, age, or Jeye| of
achievernent but alse: characrer, cleanlingss, even matalin: Schools” putotsve
contrel of &)l aspects of exdstence etended well bayand the formal school
gares, fustering a whale margin of lateral conmols which permitted the indi-
rect supervision of parent and families and, uitimately, sociery as a whole
[Foucault, 1986:21 1),

Schonding raughe not only puncruaton, bur also puncrualivy, and not only
resding, but alse hyglene, ir ravght thae leaming should not anly entail geat-
ifleadion bur alap require chasdsement. Schools alao exervised what Fuwcault
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siled ‘epistemiological power’ — 3 power o extract 3 krowledge uf individ-
sals from indviduals — which fenctionad in owo ways, On die ene hand,
pupils’ or teachery’ persntal understandings of and functions] adapraticns
10 schood mechanisms conkl be recorded, accumutated, and used fo subject
mdividuals in new ways; on the viber hand, cpistemealogienl prwer pener-
ates a ¥ind of chinical knowledge, which underpins currene discourses fram
educiunsl psychology through teacher appraisul to whalz school evulu-
anon, and out of which emcrged the ides of education 0 0 science. Despice
these scientific precensions. the acwal content of educational krowedge
anly slowly elivested f15e]f of its classival, cholaste and overily religious ori-
snaazions, and swuggled o establish iself against local and pupular kocw-
tedge. The influence of the scientific revolution - an emphasis on the direc)
pracrical manipulacicn 2nd siudy of oljects — only belatzdby came o secme
a5 plice in the curriculum, first alongside, bur ever afier increasingly ut the
2XDOREr OF, Yrammmar and God,

The moral orthopedis of schooling offers fectile grounds for further
gwesligatione, Leaving aside wny sdvaniages that the hourgeoisie or the staee
may have recognized i the school, or the needs of the eapitalise economy for
=5 sarvlees, the real. material, techoeal, and effective foundations of compul-
sory, umiversal, stace-Tun educanien sysems can be disceened o the process
of the ‘disciplinarizution’ of the carly modern school. Foucaults work should
make us miwe inguisitive aboun Ue rwengieth century Shift fowards mon:
child-centred snd panicipatory pedigugies. not lerst given the finding that
pedagogical methuds are not simply imposed bt are formed out of individ-
uals’ own adapeations to schaool funcelons. There are also signs that dhe fom
ik, which sevording ro Foucmalr was unseated 3 few ceniuries ape from its
nositen as model for the government of o state sod, by implicacion, a schoeal,
B ey cegoining some of i ersiwhile importance, in the form of divect
parental and communiey involvement in (nascing and goverming pablic
schowls, and in the phenomennn of home-schooling. Finably, it {5 worth bear-
mg in mind the degree to which modemiey's vision of & progressive accumu.
iation of stientific knowledge, the grouping and partidening of eurricula, the
evalutsnaiy differenriarion snd dassifieation of kaming cycles aned phases,
and the soparation of ages and stanlarks, 50 ozl o modemn syslems of
educntion, are products of hisorically contmgent disciplinary procedures.

Education as ‘Capacity-Commumication-Power™

Ohver a camparatively short peried of me, modemn schooling has broughe
sountles individusls and diverse populations to sccept and 1olerane ssocacily
mereazing degrees of subdection. Aside from the mere historical and
methodabogical aspects discussed in the preceding owo sections, Fouceulss
work akso tdffers nuaneed understandings of the manifestations, funchicning
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and effects of contemporary educatonal instirfutions and practices. Such
mstitutions, where relanons of power and knowledge come 10 supporT and
Hini up wich each ocher in maore of bess constant wayvs, form what Foucaule
cafled "blocks of capacity-—communbcacton-power”, These ‘regulated and con

cered sysrems” fuse rogecher rhe human capacity i manipulace words, things
and people, adjesting abdlides and incalearing behaviour via tegulared com-
munications’ and ‘power processes’, and in the process structuring how
teaching and learmmung take ploce, What distinguishes educational insnmutiens
frotn prisons, asmies, and hospiials is that the former emphasize ‘communi-
cation’ above ‘capacity’ and ‘power” (Foucouwly, 1982:218-215],

Universities, like schools, are muldfacered amalgamedons of economic,
pelitical, judicial and epsemological relacions of pawer, which still reflect the
excluzlonary and inclusiorary binanes of thelr onigins: university campuses are
relatively antifical enclaves whera studencs are expected to absorb sociily
desitable modes of behaviowr and forms of koowledge beicre being requper-
ated ino sockety Fowczaule predicted thar universities will become increasingly
npostant politically, because tey suihiply and reinforce the power-effects of
an expandmg simaharn of intellectunls ond, pot leost, a5 a resiilt of Hew plobal
demands for active, muld-skifled amd self-reguiated ritizens.

At the heant of che practice of teachiog, Foscand ergued, i2 a defined and
regulared relation of survelllance which scte o improve s efficency, This
eszeniial edement of hierarchical obsesvatipgn is nejther reducible oo mere
durmninateon, nor does o nullify despensed knowledge, skills, and values
Powser relations arc scldom one-sided, even at their maosc exteme, bat in
il ihstances reciprocal; those who exercise power in the school are
carght up in and sabiected by irs funcrions jost & much a3 those over whom
power Is exercised. In fact, In many everviay educadional sicuedons, it is the
weacher, performing under the crinicsl gaze of orhers, over whom power is
exzicised, What particularty inirigued Foucavdt, oven dhough he did om
devebop this insight. was the problem of knowing how. in the Gpice! peda-
gogical relationship, to avoid the effects of domineim (Foucaelt,
[SET:120), Whilst demination can be aveided or minimized by couneeract-
ing practices of power and by praceiees of Hherny relations of power (which
Foucault clearly distinguished from dominaton}, are inexrricabby inferwined
with pedegogical effects of pud, ealigation and verificadon, and assumpticns
shour degrees of Ignoranes, dependence on othees, legitimate compulsion,
and achievement.

Foucaul; sheds more light on pedagogical power relenionships &v con-
trasting the fwo most prominent forms of instraction: the lecture and the
seminar (Foucault, 1971:199-2000. He argues that the lecturs, thar appar-
eritly nos-reciprocal and unegual power relaticnship, 5 more honest aned
less devious than the seminar abour the reladonships of power which
inevitebly imvest each of thern. A lecture which is tentative about its sruch-
claime and which exposes jtelf o cridcism mught meuralize power relations
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v rendering them mors visible; whereas the ostensinle récdom and re-
sropiny ol e seminar may disguise powe relarinng to the exent that st
Jomis unerivically abeorh what iz only the infermed opinion of the reacher,
A this busts Foucenhl fell that seminars, whilil RECessily, nright be beftér
sued for waining in medwds than for che devehapment ot fress o critical
shanking. [t followes 1har ane-on o totifials. gy nesenrch prgrammes
and yroup work are al loas ws likely io mudpulare students o rralicicni
huakk andl talk’ method, Tutorial polilic: depend inerdinaely heavily on per-
sema] qualities. amieable inreraction. ind firm commitients, aiid are not
apilsuied bor the mverage leafner, group waork, thovuh less elitist, may
smhanes inter-peer politics or 1he 1isk of promoing ke eal particlpatiogd
ard dymination by o fev, Though Foucuul himseli was undoubeedly a Tl
—ivee i Deiseving thar io by lecoures ar the Cothege de France Iwhere s
ety noly atiend what they veam when thay wanth, le mimaged 1o wipid
swercising power ovet [Us audience, conCTeTe empirical investigLion would
seen 10 B requined o decermine fhe actual and comparative power-effects
3f lecturing o harge groups s holding smroll interictlyve seminars. (Ome
crnipdrical Aoudy {Qure, 199a] has kennbied and documented several tech-
raques of puower - surveillance, normalisation. cxcusion. classiticien, dis
—hutiot, individuatizatoen, wuabizeson, and regulation - acToss fosue chirferent
~ertagogical sites. and concluded chat these pechnigues, prednised o
moqualitics of ONC AL OF oTher, 1o rolagively continuous and preseo
afl sites, apporently 1egardless of conient, [evel, methodulogy, 01 (progressie
wr wpnseTLLIVE ) i icabition. b

Three fuoets of Foutault's Tematks v conrempirary etucacimmal prac-
asus will be wovth following up. The firg has o do with the mamure and
s¥ares of power ind dominaion in ediscation, The current emphasis o
Loveluping skills, knpwicdge, and ambudes (roughly enerespoeding 10 The
sapacity’ amd "enmmunication aspects of Foucaull's model) should nar be
sermitted to ohecure or inkibit analysis of the workings of pumeteus sl
Snarse posrer relacions which, specitic (o educatiunal instifutions, cannat be
withed nway or biames] solely on grrernal fonces I'he twentieth-cepiuty
ahity from tpadicienal didaciic of earher-contred fo MGre co-opentive o
ild-mentred instructinmmal fomats his Aot diszolved or amed power rekl
ey e merely refoemulinied diem. Abso, Inothis g, Ut worth invest
suting, for iz prodogogical implications, the long theoretical aaditon which
on be traced Back to thi Stodes and which asserts 1har it is precisely twise
b de nat case for themuelves. who ate undisciplined and swayed by
apperine w inreresl, who are mMast likely 10 abuse power, Seeond, what
Soyueanlt had po sy about ‘e events” ul May 1968 in Fyance might be fou-
&:liy applied o South Afics i 1976 or 15985

the inedividiads el weore suliected o e educarional systam, Lo th:
prosr colsTralning furms of consepvati aned re prrition, Eught o revoli-
tionary baule (Fouenuole, 1977223
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Third, Foucaulf's work provides support for o concept complementary o
that of lifedomg learning: lifelong teaching. If we wish to think differently
abour, or bring sbour changes in. these pedagugical ingtitutions, theories,
and praciices which have made us whar we are, the concepr of lifelong
teaching proposes a potentally wansgressive, perpetual process of self
wansformation, which, through exsmplary precdees, may in m impace
upon wider social transfoomation. Pechaps all three of these areas for further
Inwestigarion — power relations, care for the self, and Wfelong weaching -
conld be examined under Seneda’s precept: “men leam as they teach” {Senaca,
196943, also in Foutaulr, [997:215).

Conclusion

Miche] Fouchult's vewvee 15 @ vast resource nod only dor social and political
thearists but for educators too. It deserves to be mined and sxploited more
torcughty, Ima manmer not uniike die way Foucsult approached MNietzsche's
wirk:

The anly valid iihose to fought such as Mistzsehe's is precitely o pme
it, b daform i, ke make it groan and protest [Foucaule, 1980:53-547,

The research profeat to whick this preliminary theavetical gverview refers i
an strempt te develop the mplicatons of Foucaults work for education in
all i faces, From a Foucauklian perspective, it seeks o show, not what
education is but, bow it operates n concrete and historical frameworks, in
the senze of the actaal processes, ecdhmigues, and effects which come inte
pliyy when some individuals teach, o are mughe by, others. What kinds of
poveer raladons govern the process, what bodies of knowledge are called
inte being, which different institutions are involved, what forms do the
interactlons rake, and what effects do they have? Questhons sich as these,
as well a5 the initial findings of this praject, will help in addresing more
conerere future applications of Paucauh's wark to educatian,

otes

1. The first two.pear phase of vhis rescanch projec, Z003/20064, was supparied by the
Maunonal Rescarch Foundation (NRF).

2. Probemadzation’ refers o ways in which specific historicad practives ghee fzs ta or
condltlon the rmergence of shiecs of analysy. themsehns on pmalgan of epetkercss
{zuch a5 teaching or leamingd, ciscourses [mck as educatianal piychology), practicss
{Fuch as teacher maidng) and ksitiaions (such as scheals), and abso w wavs in which
genuvakigy transforms 2 'glven’ imco & quesion and in sz doing requines the rethinkdog
of power relaciong, fomtg of knowledge and maoral o, See alss Descor, 2000
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3 Thax section draws upen a nuere degaiiod necstigatio, in pres: Desen, 2006
4. The secdon outhines and deselps the rsoareh findings o eacan, Wik
L. The sectiun driea upon Dotean, 2005k
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Carl Rogers (1902-1987)
Fred Zimring

arl Regors was one of the most prontinest American paychologist of

his generaton, e had an uncommon view of human paturee, which

bed bum to eriginace 2 unigque psychorherapy and gave him o diffarent
view of edueation.

His carcer was somerhing of o conradiction, As a persan and & 4 peyeh-
okogist he waos widely sdmired. In severil suveys of American pzycholo-
giats, he wos named as one of the most influsntial. His therapenic mezhod,
howeever, generaed much controversy. His methoxl reflocted hic view of
Wyumam natuce, This view i thar there is, mothe pevson, an obality w Aenelize
the self, which, il freed. will reswlr i the person solving [ig or her own prob-
lerns. The cherapist was nob 1o be an expent who unigmiond e problen
and decided how it should be sofved, Bather, the cherapist shuukd froe e
clients peawrer oo snlve porsonal proldems. This position aboul therapy was
comtmoverdial becawse it was contuary o the usnal professional assumptivn
that the cliesn needs an exper m solve his ur her probloms.

This sanwe view tf human nature shaped his wrirings abour cducation,
Here be wsened chat the stwdent hes interests and enthusinsms, and 1he
rask of the teacher was to free and 10 aid these intarests and cnihusiasns,

1t muy help in understanding the cnst of Rogers” thinking te know rhat
hie was borm inte a family with many Midwesteon fimn values, Seme of these
values had to da with the pionecring anitudes towards independence. These
values miry have Ted to s beliel that people will act in wavs thar benefit
themselves, if rhey are froed from having o learn chie wasy the sociery dicrates.

Sommree: Praguecis The Soarierhy Mevew 0 Compananie Filuccting, XAV 34 (1964 411 421
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The farm experiences taught Rogers abour che inevitabdliny and serengeh of
growth in nature. {otellectually, be emerged fram a beckgraund chat culmi-
nated in the experiental ideas of John Dewey and in the liberal Protestant
theological beliefs of Peul Tlich angd gthers, which were concermed with the
meerna] dimensions of religious experience.

His Hfelong Interesn bn nansee and geowih led to his choosing agricuiose
a5 his undergraduate major ae the University of Wisconsin, After several
years in college, be decided that his funee fay in refigious work. In 1524, he
went ro the Union Theological Seminary where, after two years, he come o
feel thit he veuld oot work ina fheld whee he was required o believe [na
specific religions doctrine.

He chen went fo the Teaghers College, Columbia Universin, where be
wus strongly mfluenced by William H. Kitparrick's courses in the philosophy
af educarion and where he catne inm comece with John Dewey's emphasis
on experiende 43 (e basis for leming. Regers became a clinicel pewchologisr,
specializing in child guidance, and then spent rwelve years ar the Rochester
Child Guidance Clipie, At the start of his work at Rechester, be was immersed
b providing prrchological services in the oaditonal manner, Near the end
of his time there he began o questicn the eurtent authoritative methods of
dlagnoaing the prablem and gulding the patient. Instead, he began o see that
hix clienes had & betrer knowledge than himself about what was important
ard dhey eould be relied en o dererming what divection to take afer recerving
therapy.

I 1940, Hogers moved o Ohio Mate University He began o sealize that he
had developed a distinaive point of view about psychotherspy which he pre-
senced in Coonseling ane poychorherany (19427 From the very beginning at
Ohio Stote University he made his teaching more experientel, requiring the
studlents in Rizeoarses (0 determine the direction of the oolirss dnd its content

He moved o the Unbversiny of Chicago in 1945 where his growing
awaretess of his viewpoint as a distnctive type of therapy resulted, in 1951,
o the publication of Gliernl-cerired herapy, 1t a chaprer on “Student-cenred
teaching', be discussed the evolution of his tinking abour eaching os par
alleling the change in his thought stout psychotherary Perr of this evoluton
wak from being “non-dirsctive’ to emphasizing the importancs of attivudes
rather than rechnigques. His first principie in thiz chapter was; we cannot
teach snother person direcdy; we can only faciliteee his leaming. He saw
the leader a3 serming the moad, clarifeing the purposes far che members of
the class and serving a5 4 fexible resource for them

The Central Conditions
In The pecessary and sufficient conditons of therapeuti personality change'

(1857} Rogers made 2 major statement of his idens abour psychotherapy
Later he extendad these ideas v educarion. OF che st conditions deserbed,
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throe mre ceneral. One was that “the therapisn ba congruent or integmarad i
the relarionship’, This therapist mogroency, also termed tersplst genuine-
Mk o7 tansgirency, refers o the therapsl’s aveareness of the way hesshe
expericnces che relanonship and his‘her aitinade 1@ the client. This condic
non alsa rofors g0 the sherspis’s willingness re communicate abour this
experience of it stands I the way of the o ather central condirions.

Anniher of these contrul cundisions was tiac the terapiso cxporences an
unconditianal pogtive vegard for che client. Bogers sanl: ‘o the wxiene that
the therapdsn Ands himseli 85 expericnang 1 v acceptance of each wspect
of the clisnt’s expericnce, s beiy pan of that client, he 12 expericneing
unconditions] posive cegard.’

The las1 conral comdision was that ‘the therapist experionees an emparhic
understandieg of the eliencs internal frame of reference amd codeavours 1o
commuiticzre this experience 10 the client” Bogers says: Tu sense the clizils
private world ms iF it was vour own, bue without losing the "as " gualicy -
thia iz empathy, vnd this seoms cssential oo therapy’

It shawld be emphasieed st chese conditons were thought o e sufll-
cien o well as nocessary, What wis oo necessary shoeold be neacd. Nothing
ather than the above conditions wiss seen as importane. The rhecapis does
aud have o understand the clicnr's pecsonnling oF problems. nor guile the
client o suiving the problem. s eneagh i dhe rherapia e geowine and
yacendilinnally accepring, while cmpatferisily undosanding the clieot,

Writing in 1952 In ‘Significane leamming in therapy #nd i education’, he
srateed m gt of conditions i sducation that peralieled dhoss chat he bad siaed
foor pavehocherapy, These were thac significant lvameng can ocour anby ¢othe
Jugpree that the student is working oo problems that s rinitl by Tims thae sig-
atfwant leaming van be f2cilitaced only to the degree tharn the tencher is gen-
simne and congrucne In addition, the teacher wheo cin warily aceept, wiho
can provide uneonditional pasiche regand, and con empathize wildi che fecl-
imgs ol Fear, andcipation sod discouragement which are invelved in meeting
aew materiali, will have done o great deal toward setting the cendirions fos
iEaming.’

Afier a dozen years at Chicago, Rogers went to the Universine of Wisconsin
and), in 1963, on leaving thao universry, he also left acdemia, Unel his
deach i 1987 he was 3 membar of independen inatimres, first the Wesiern
Seiences Behaviowral [nsetute and then the Center for e Scudies of the
Fersom. [t was in this petlod thar his writings, especially his 1969 Took Freedom
s fearn, began 1o refloct his brogd interests in edwmiion.

In this book, revised and repullisled as Freedorm o fearn for e 805
(19K3), he emphasized the process of seeking knowledge. He spid their, b
of the comeinually changing armnsphere in which we live, we ar;

Eared with un enrtrely pew situation i oducation where the goab of edu-
catinn, iFwe are to sufive, 13 the Sacifianon of change and bsaming. The
cnly mwan whi is sducated @ e mnm whe has learsed Boa moadapt and
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change; the man who has realized that no knowlbedge is secure, thar oniy the
process of secking knewledge gives a basis for security. Changingness,
reliance on procsse racher than vpon statc knowkedge, is the only thing
that males any sonse a4 yoal for pducation in the modern woeld (. 104},

Rogers descrived his goals m these words:

| 2ee the Macilivaion of learning a2 the aim of education, the way in which
we develop the leamndng man, the way in which we con Jearn to live a3
ttrdaviduals 0 the process, | see the facilitation of lcarming oz the funciion
witich mey hold constuctive, lentative, changing, process answers (o some
of the deepest perplexities which beser man tiday (p. 1053,

As to how 10 2chieve this goal, Rogess explaing:

W fniew . . . thar e Inldation of such leaming rests o wpon the seach-
ing skills of the leader, no upon his schodachy knowladge of the field, nor
upon ks cwrricular planning, aot upon his wee of atdao-viswl aids, nod
upon the programmed learning he unilizes, rovupon his leciures and pre-
sentations, not upon an stundancs of books, although ench of these might
acone tima or ancther be wiilized as an mportant resource. Mo, the facil-
iramon of significant bearming rests upen cermain amitudinal qualities which
exist in the personal reladonship betwesn the facilitaror and the leamer
[p. 105-08).

The first of these attitudinal quelites which facilitare learning (and thesa
are the thres core condinons mentioned above as they apply o educarion}
tx ‘realness’ in the facilitaror of learning. About this quality Rogers siates:

Perhaps the most basic of these essential atticudes is realness or genoine-
thegs, Whedt the facilitater is o real person being wihot e i, entering into
# relaticmship with the leamer without pressnting a front or facade, he
is much more likely to be ettective, This means thet the feelings which
he i experiencing are avaitable to him, available to s ewareness, that he
15 abbe 1o live these feelings, be them, and able o communicate them if
Appropriate, |t means thar he comes into a divecr personal encountor
with the leames, meeting him cn a person-to-person basis, [0 mesns that
e 8 being himselt, noc denying himself.

Seen frim £is paint of view it iz suggested that the teacher can e a veal
person in his relahorship with his smdens. He can be enthuswsoc, be can
T bored, he can be interestad i studens, he can be angry, he can be sen-
witive and sympathetic. Because he accepts these feelings as his own, he has
e miced (o impose them on his sdents. He can like of dislke & stedent
product without implying that it is chjectvely good o bad or rhat the -
et I good o bad, He is simply expressing a feeling for the product, a fael-
ing that ckists within himself. Thus, he is 8 person & his stiedetity, ot 2
faceless empodiment of a curriculsr requirement, nel 2 sterile mbe through
whizh knewlsdge Is passad from one genemtion m anagher (. 106),
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Thve gecond group of these attiludes has qualiues of prizing. acceprance and
rust. About these Topers crnilients

Tisere is another actitude which $tands wut in tease wh are succerdul in
Fauilirnting bearning. | have ohserved this attirude, | havew expericnced il
Wt oL i3 Prared b ko what term to put ne it 80 [ owill use 2evemal 1 think
of it as prizing e Tearnen, prizing his feclings. his sapitnions, his person.
[t iz & caring for the Jearner, bt o 000 fusscssee cating. 11 I5 um doeept-
ance of fis wikier individual as 2 sepirane person, having warth in his
oWl right. It is 4 hasic teugr a belied thac this otfer perssn s somshew
Fundamenaily rusnaorthy, Whether we call it prizing, accepLence, rust
oF SotTe DERes T, iF shows Gp in & Wity ok uheervishle ways. The
fanilitatar who has u comsidecable degres of s auinde ean ne fully
acceprank of the feor und hesitation of the student as he approaches &
rewy probiem s well ns acceptam uf the puipll's setisfaction in achiswement.
Such & renches can ceept e studenr’s occasional apathy, fis erra
desires w cxphare the hy-roads of knowledie. 58 weell as hia disciplined
L 11 teliieve mijor goals, He can scvept persandl feelings which hoth
disrush and prefiote Learning — rvalry with a sibling, Totred of nuthoic
concenn abous prrsanal adeguacy What we are describing is prizing of
thie Yeaener as an Imperrecy hyman ey with many Faelings, many prich-
sinls, The Jaiihitstors presing an wecepignee of the leamer iz an pperaticanal
capresshon of s essenvial confideno anad st o the capReing of the
jiumn creanisn (p. 109,

¢ to ehe thivd accidingl quality, Rogers abseres:

& Tureher element which establishes a climate for setf-intiand, sxperien-
cia] learning 55 empathie understinding, When the teachisr has the ability
10 undersaand the studenrs régedon from the nside, Ras 4 sepgitive
aveareTies of (i way the poocess of cducation and feasming seems (0 il
squden, then again the Hkelibood of significni bearning is increased.

This kind af uadersrasding is sharply differen from che wssal evaliatine
anderstanding which folluws the paicern of T understand whet i Wity
weithy your, When there is o sensitive cmpuihy wavever, the reclion n
the learner fullows someshing of this patbern, ar lasl soioeone uruder
siands how it feels and 4poms 0 4 e withiout Wanbing na ealyse me
e judge me. Mow | can Blossom and gronw and Teaim,

This arrirude o dasding i the cher's shoes, of dewing the ek
thigugh the student’s eyes, is almos winhenrd of in the clsszoom. Gne
could Nisten 1 thousands of ordipary classcoam inkemsctians ik el
coming acTies GnE Lnsianee ot clearly wammanickied, sensitively accurare,
aimprathic understanding, Bar it has trenendersly Teleaging elleor when
it openrs G 111-12)

Aogers mecoygnized thi these otriudes are dlifticult to achivve. He goes o

if 15 malurn] Thist we du o5 always have the awides | heve becn desarib-
inw, Sewne reachers Taise the guostion, ‘Bt wial if 1 am nu ferling
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empathic, do not, at this mement, prize or accept or like my studenes
What then?® My response is that realngss is the most important of the
aminuhes mentioned, I s not accidental tian this anitde was deseribed
first. 5o if one has linle onderstanding of the stodenr's innec world, and
 disliks for his students or thew behaviewr, it v almost certainly mere
constiuctive 1o be real thin i be preudip-empithie, or o put on a facade
ol caring,

But this is not nearly az sitiple a5 it aounds. To be yennine, or hopess,
or congrueot, or real, means o be this way about oneself. | cannot be
real sbout ancther, because Tdo oot know what is real for him. | can only
fell i [ wish o be truly honest what @3 paing on in me {p. 1120,

As an example, Rogers menlions an incident n whach o teacher reacted to
the ‘mess’ of 8 sixth grade arowork class. She wld ber class: | find it mad-
dening to live with this messl I'm oeas and erdecly 2od it is dhving me 6o

distraction.” Discyssing this incident Rorers said:

suppose Ter feelings had come ow differently, in the disguised way
which 18 much mom commmon in clissrooms at all lavels. She mighe have
anid: "fou are the messivst children Tve ever seen! You don't care about
tidiness or cleankiness. You are just termible!” This is most definitely not
an example of genuineness or realness, in the sense in which { am using
these terms There i a profownd distinetion between the rwis SACEHETRLS
which | would like to spell ous.

in the second starement she is telling nothing of hersell, sharing none of
Ter feelings. Doubdess the children will sense that she is anery buc
becruss children ae perceptively shrewd they may be uneetain as ©
whether she is angry at them, or has fust come from an argument with the
principal, [t has pone of the bonesty of the frst statement in which she teils
of her own wpsemness, of her own feeling of being drtven o dismacdon.

dnather aspect of the second statemen & that it & all mede up of judge-
ments or evaleation, and like most judgements, they are all arguable, Are
these chiklren mesey, or 2re they si.m.[i.y enciced and invelved n what they
are doing. Are they all messy, or are sam: as disrurbed by the chacs a3 she?

Roeers understood the difficulties in achieving these attitudes. He stated it
a5 follows:

Actugily the schievement of reglness i most difficult, and even when one
wishes (o be muly genuine, it cocurs but rarely. Certaindy it I3 not a mat-
ler of the words used, and if one is feeling judgmental, the use of a var-
Tl formula which seunds like the sharing of feelings will net help. I is
Iuar another metance of a facade, of a lack of genuinaness. Only slowly
can we Learn to be rrely real. For, frat of all, one must be close o one's
Fewlings, capuble of being aware of then. Then une muse be willing w
take the risk af sharing them ag they are, Inside, net disguiting rhem as
Judgementa, or attribudng them to ather people (. 114).
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Principles for Learning

Bugess dbsiracted o numlsr of principles abuut learning. These principles
Ropecs, 1069, b 114) are:

1.
2

10

Hewman beings hoore o natural poceniial for leanaing

Significant learming 1akes place whei the subject maer is perccived by
the student a3 hoving relevanee for hissber own purposes, when the
individunl bus o peal hosshe wishes o achieve and sges the maccrial
presented 1o him e as relevant to the gool, Jeaming ke place with
greir Tapidity

Leaming which invalves a change in self-organization in the pereption
of gnesclf is threarening and tonds o be tesisred,

Those learnings which are threacendog  the s2ll ate more sasily per-
cewved and assimilared when exrernal dircats arg 4t a muninum.
When the ihrear o the salf is low, cyperience can be perceived in dif-
ferenciamed fnshion sod learming <an proceed,

Much sigrificant lesening is acquired through doing.

Leaming is facilicuted when the student paricipares respansibly in the
learning provess.

Self-initated tearmimg which involves the whobe person of the leamer
fecling e well as intellect is che maos kasting and pervasive.
Indepondence, creativily and self relisnce are all facilitsted when scif-
criticism and scbf-evaluntion ate basic and evaluation by others 15 of
seeOm Ty Imponance.

The mast sueislly useful learning i the modern world is the Jeacing
of the process of leaming, » cAACNUILE CPEATIESS B oxperienee amd
inoorporate int eoeself the process of chige.

Some idea of what Bugers loamed abiwn metheds of Grcilivacing lesrming can
ne abralned from his euidelines for faclitring keaming (Rogers, 1969, o Lhd].

-

It s very imporiant for the Swilitater 1o el the initial mood o climare
of the group or dass experience.

The Bcilitator helps woelicie anel olarife the purposes of the individuals
in the class az well us the more general purposes of the group.

Angers goes on te sy about the faciloror; ' b is not fearful of secepuing
somradictory purposes aml confiicring ajms, of he is able to permit the i
widunl # senze of frecdom in stacng what they wenld ke tw do, then he s
sglping te ereare a ¢Bmae lor leamng,

3. The facilitator relies upon the dosire of ench siodent ta Implemant those

purposss which have meaning for the student, as rhe medivalional foree
behind significant bearning,
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4. The facilitator endeavours o organize and make easily availabie the
widest possible range of resources for bearning,

5. The facilitaror repands himseify herself as a flexibie resource m be uilized
by the group.

G. [m responding o expressions in the clamsroom groop, the facilitane
aovepts bodh the mtellectual contzat and the emationalized atttudes,
engezvouring o give each aspect the approsimate degree of emphasis
witich it has for the individuzl or the group.

7. As the acczptant <lasscoom climare becomes established, the facilitaror
iz gble increasingly to become a participane leamer, 8 member of the
group, cxpresaing his her views as those of one individual onlye

E. The focilitater rakes the indtintve in sharing himsz1fherself with the
group feelings as well as thoughes in ways which neither demand nor
impose, but rapresant simply & personal sharing which smdents may
Lake 07 deave,

2. Throughout the classcoom experience, the facilitatcr remalns alent 1o the
expressions mdiative of deep or sirong feelings.

Rogers goes om to say that rhese feelings should be undersmod and the
empathic understanding should be commumicared,

14. In his functoning & a [acilivuor of lsaming, the leader endeavours o
recogiize and accept his/her own limitabions.

fogers, in his explanation of this principle, explains how these limitaeions
affect facilitation and also whar the faciicaror should do when his acitudes
are nod facilicative of learning. Rogers says thas

He [the facilicator| can grant freedom to his students to the extent that
he 1 pomfortable in giving such freedont He can ooly be undersiamding
e the extend fhat e acmually desires to enter dhe inner world of the st
dens, He can anly share himzelf to the extent thar ke is reasonably com-
fortanle an raking that sk . . . There will be many times when his
amircdes are ool facilitative of learning, He will find himself being suspi-
cious of his srudenss, He will find it impassible to accepr amritades witich
differ serongdy fom his owm, He will bz unable to understand some of
the sudents” feelings which are markedly different from his owp. He
mzy find hdmsel’ angry and resencfel of stedent aminedes ooward him
and angty of student behaviours. He may And himeelf feeling stronghy
judgmizntal and evaluagive When he is caperiencing attioades which are
non-facilitative, he will endeavour o get close w them, to be clearty
aware of them, and e sate them juse as they are within himss!f Snee
e has expressed these angers, these judgements, ese misorusts, these
dephts of others as something coning from within himself, ot as ohiec
tive facts in outwand realiny, e will find the alr cleared for 8 samificans
[nrerchange bemween himeelf and his snedents. Such an interchenge can
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20 8 lomg woy toawiird 1esoiving che very attitudes which he has been
expeswncing, and thus ritke § mete passible for bim oo Be more of &
favilicurur of dearning

Applying Rogers’ Principles

These principles lave been put o use in a aurmber of sdusaclonal sertings.
such as programs simed ac humanizing mesdical cducation, amemyis @ ehange
the sclwol system in Califernis, nacher educition and o gradate grogram
i mecsim at the Medical College al (o

In the Janeer pregran, In using Fogerian principles w eaablish a master's
degree i pursing, thers were owi recurring ssues. Ome had b da with the
faculty sharing power and responsibiliby, In some cases the facolry did noc
spspeet thair gwn limis and ganted sludens frerdems with which e facdy
was ot combortable, For examphe, several facuiy members had allowed
students to negoriaee put of activitles thar the fueslty consldered essential wo
e student’s learning. A nimes, the fzeulny feln hor when the students did
not recagnize or wiloe wisst the ooy hed w offer The authars of the artiche
(Chickodonz er al.. 1986} describe this expericnoe:

Considerable effort wis requitzd v ereste an envienment oo which st
denis could oxpress themselves openly 14 fucvliy, The culy's mere ver
balization ol & sfe cnvironment éld ot make it safe i the smdents’
sxperience. Homesly and openness wore difficolt oo achieye. This was
espeecially evidvnt in bandling srodents” confiontatinn, with the facolb
fis students bevane eipowered, they were often angry winh the laculey
abont course papnrements (and grading criteria).

Grudustly it became clear thar e persor-centred agproach was nut
an idenlistic, whopian cducurional firm. What was discevered 8o be Tres
weas thar the person-cenired approach = essentially 8 person-m-person
reliationship berween eacher ang sudents,

What was requiied was thit the oxperbence of both che reacker and the
warner be ackoewhodged

The scennd magor issoe was that of evaluating students and giving thom
gades for ahe courss, As part of an academic institution, the faculty wis
expectzd 1o evaluare stedents, The wsual type of evaloation by Foulty was
ni seen by students as sharing with them the power and the responsibilicy
fot their leaming. Gradueaily, feoulty discovered siEwegles for sharing deci-
sions 10 the evaluation process with Audens. One was o be very dear sboar
the eriteria for evaluaten befure the papers were assigned snd written.
Annther was (o commens on 2 diaft and aliew the scudents o cewnite papers
before they were given a grade, Yer anciher was wo vse pied eveluarion in
grading the papers,
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There were three effects of this program on students. One was thar the
students came ro ecospt more responstbilay for their kearning and became
mors selfdicected. o addition, studenes fele loss helpless and exerciced
maore power in the academic seming. A thisd effect was that srudones estzb.
liched more inrerdependent roladonships with fcilne

Frequently these Rogerion educarional principles proved m be successil,
However, sometimes school administratens and entrenched bireavcracies
opposed the changes that were taking place and rerminated some programs.
Regers found that the palitics of education and of the educational eseablish-
ment were an imnportant determinant of te success ov failure of the use of
these principles.

In addition o the reporss on the sugcess or fallure of the programs where
these principles have been mied our, research has alse been conducted oo
thse effects of the [aciliatng sttitudes of the bescher on the students. In stod-
es by Aspy and Roebuck, empathy, congoesnees, and positive regard were
mneasiired by prained cobers who rated audio tapes of the dassoom mteractions.
In eddifion to rating for facilitering attredes, the apes were also rated for
Flander's ineraction analysis and for Bloom's Tazoromy of educaricnal
otyjectives,

Aspy and Bosbuck repon {1969

[ ane study involving 600 teachers, 10,000 stodents (from kindergarren
to grade twelve) of machers who were traimed o offer Righ levsls of
smpathy, congrusnce and positive regard were compared with control
dudents of teadiers whe did rot effer high levels of thise facilicative
conditicns, The sudents of high facilicadve teachers were foond me

1. Miss fewer days of school during the year,
2, Hawe incressed scores on selfconcept mensures, Indicoring more positive
scif-regard;

3. Make greseer gaims on academic measures, including both mach and
reading scores;

. Present fewer disclplinery problems;

. Commit fewer aets of vandulism ro school property;

. Increage thelr scores om [0, ests (graces K-5);

Make gaine in creativity seotes frem Seprember o Mar, and

Be more spontanecus and wse higher levels of thinking,

e - ST R

I addision, thess bepedits wore cumulative; de more years in syooession
thar srudents had 2 high fumctoning teacher, the greater the gnins when
ﬂ!lT‘I'I]’!l.I'IT‘Ed with arudents of low f'un:ﬁuning teachers [Rosc-rsl ]mr
. 202-03).

Azpy and Foebuck measwred the effects of the facilivating aminides on read-
ing, mathemarics and English achigvement. They trained some teachers in
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these facilitutive srtitudes and then compared the achievement af the susdents
mught by the trained and unteeined vesehers. Tabbe 1 ceports the resulia of
wre typrcal sudy

[o summany, we have seen thar Bogers was concerned with the motvaron
and sclf af the student rather than witl how the student should be twoghe,
Rogors assumed thar, in the soudent, theee remaing an Innae capacity for
growth, This self-ocruzlizing process, which, if the process is freed, will Jead
10 self-initiscion and learning which is meone rapid, more thorough snd las-
ing dhan tradicicnal leaming.

These seli-acusakicing processes ave freed when o teaches has pardcular
sevivuthes, That s, these processes are freed, and selnitiared Jearming verars.,
when the congrusnt teacher upepnditlonally grizes end responds emparhet-
ically ro the world of, o the interests ard enthusiasms of, e siudene. The
Risrney of the programs where these teacher srritudkes have been auempred
indicares chan it is difficulr fur weechers and admindscas o change their
attitedes, o share their power and sespunabiliny and o oust the intrinsic
maorivacion of their students o bearn. The histury of these programs also
ndicites that, where seachers and adminiscrasors change their attitudes, the
student’s motivation, learnings snd behaviowe is inproved.
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On the Path towards Thinking:
Learning from Martin Heidegger

and Rudolf Steiner
Bo Dahiin

Introduction

a5 o ceacher all education reguires thinking of some form or orher

{purely cognitive, technical. moral or zesthetic). Thinking iz alse =
mental agrivity of burinsic and essental imponance 1o philosephy; one
could hardly cngage in philetophical activiey withour thinking, From the
Pre-Socrutics wp until our own tinee many philosophers have refiecied on
the nature of thinking, Parmenides, Plaw, Tomas Ayainas, Descartes, Kand,
Fiches and Heidegser are only a few of the more impertapt histovical fgure:
in this regard,

The miin purpase in this paper is o parsue the quesdon of the natare of
thinking. Marurally, within the frames of an anielz it is impossible w censider
all the philosophers whe have made impurlait cenmiburions to this ques-
gor. 1 will imic myself o mking up and comparing the ks of Martin
Heidagger and Rudoll Steiner, flist becawse | consider thean wo be among; the
mest eadical philpsophers of thinking in modern times; second because |
belfieve ey may mutkally sluminate coch other's painr ef view. Heidegper's
and Steiner’s thinking on chinking is similar in some interesting respecrs. buc
very difforent in others, Toveards the end of the paper | will also souch upun
some educarionzl and pedagogical aspects of the development of thinking,

Thlmk_ing is on impartant educzrional activity, Whether as & stadent of

Serarce: §hadies o PRlpscphy g Lducalion, 2806) (HI85): 537-354.
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Martin Heidegger: Thinking Being

In Wis essey The end of philosophy and the sk of thinking Heldegger (1977a)
clnims rhat “[wle il need gn education 10 thinking”. Although i was wiit-
ten half 3 century aga | believe this need is still there, There stbl seems o be
a lack of undesstanding even of the sense in which Heidegger asked thiz
question about thinking. The understanding of thinking dhat is needed “at the
end of philosophy” is not expressed in a syseem of rational propositions, 1013
rather an umpretentous asking abolt new possibilities of experienes, “awak:
eriing @ readiness for a possibitin” (ibid., p 378); mot a new metaphysical
system or & new theory of cognitive peychology [n the wake of Heidegger
phllexophy must open iself oo the power of experiences that shatters our
comoeprual maps and reminds vs of thelr fragility (Woods 2002

Ferhaps the recent progress of brain ressazch hag made it even fess pos-
yible 10 understand Heidegges's question today Erain research secms oo
itsreiss the iendency to mm thinking int & phenomenon coneeivad with-
in objectivigt (or Insrrumencaliss) frameworiks, forgetting e Gact tha it is
or we that think, not Uk brain, [1 will recurm o this guestion later on.) “We
ourselves are, in the strict sense of the wond, put in guestion by the question
[of thinking]", 25 Heidegger savs in ancther werk (19770, p. 362], related
1o the same theme, In this werk! Heidegzer repeatedly ramims o the stime-
ment that the most thought-provoking rhing in cur thawght-provoking imes
is theat we 200 do not chink. Hence, we must (5600 learn oo think. & sirange
cinim, considering all the mental activity and "informadeon processing” going
on in medem societies, not least in sducation, acaderny and research. But
even though there may be a Int of thinking going on, sciencs el spems
unakle o find thinking, as long as it objectifies e human being and does
not heed the existential challengs of the question: the sl of/fior shinking.
Unless sciencs accommiodates o phenomenalogical mm o the immediole
experience of thinking, it will inevirably mistinderstand and migrepresent this
call. An mteresting example of this kind of misrepresentation can be found
in the ranshumanis: ideas of Ray Kurzweil (200572 Bven though Kurmweil's
kool The singulartyy fs negr is nod scientific in the strict seosg, B fluamrares
a gesiure of dismwnment which is implicit in all reduerionisr approaches te
thinking: thintking {2 objectified as somerching external to lsell, something
which can be studied nnd manipuléted as any other mechanism o organism
sepamte from the thinking subject, One of Kurzweils bagic ideas is that
human Imeligence is just simart encugh to “ondestand our own thinking -
o fccess our own source code, if you will — and then revise apd expand i
{ibid., p. &; italics mine). Kurzweil considers himself a “patternist”, that is
“someons who views parterns of informatien as dhe fundarmenial realiny” {p, 53
‘Thus, the source code of human thinking is presumably a particuler partem
of information, which con be objectified, grasped and manipulared - a1 lewst
i principhe bus, & Kuczweil belteves, inoa ro too Jistam fubre also in actual
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e From Lieidegeers (nnd Stelnes <] point ol wiew, wohan 15 wisTepLesented
- tivis vieion i 1he fien chat any ebjecrficimgn and mamigu Jarion presLypeses
-nimkima. shel aoy "R code” of thinking must imsel be canstitited by 2
-hinking which cssestially trmcends irs capstaou ed obeet.

[Jeidessper has diflerenn names foe this reapeconduies: Lcling o i the
e won ks Aderfeir, pransbi ool 28 OO OF “pneniesalmen™;

Uncenrehment ¥, &0 o spenk. e clemene e whict Belng and thinking
and ther Lelomglng wopether sxist, [Hebduger 19770, p. 368

- A, Besey and thitking “belong together”. This 15 Heddegger's inser
Spenion wf e fmsas st of lrnenides, thar "Being and thinking
ire glie Same”. In anuther 5exs Heidewger (19681 illuminates Lo worion oL
helonging rogether” by distipguishing etwerm peturging togerhet ol
selomghng ggenher din LeTnin Fuzpnen gehoren wersd sl
ceieirerl], Baving chat Toe dings, A and R, pelung mgeiher is for Hetdepaer
an oxpressim of roducglomism: A aned B are then identcal, Teduced weane
arl the same thimg. This nution is 4 ¢nme cmnit of the philosephical e
sdigmn of “rnetnphysios and :npre-»acn:u:lc-nul thinklng. in which Being 1%
coen s thse undversal cusse of chings, T contosl. 4 e B buhung fegaber,
“hey preserie uede idemties and yer exist only tlrongh each othes 1L 0
-y semse chat Being asd thinking befeng, pgedws. The belonging o think
o T B 15 o langing fon Feing by rhinking - and the longiny of Beng
< 1 rhinkiog to mOEEEEr U, e ":1p‘p]’lr|1t':|i'|l|.-" it I Gesman, this rpracrising”
vould ql conrs: b epressced differenrly The e finiee oo it agefia e N
¢ ralaed o che verly “hisen”, which nisans 1w hew”, kot is o liscen. aml
apee 40 arcend 1o, Beocg and chinkang acter ol o crach olver Bl tend Loverds
sach ethar Therehenz, fllowing thie iden thad she prsopee of the hotkn betng
s 4 heing mang., Ls thinking, Heldupger notes

A telonging 1o Being provoils wichin man. o ekogsing which listens
Buing horiuse iE appromiared to Being. [ Blun and Heing <
appropraared 10 sich wiher (1964 1)

= =aying chat thinking anel Being belorrg gl ieidopger “oawaiogines
-onking. Thinking is oue o yokadlle snd shadusey by prosiuee of neuraphysn
cogie processis. By nclating thinking e wienmeenkment, as e olement 16
- mch rhinkioe exists, Heidegeer seems o bmply thar chinking jakes par in
-=e alflorwig so-be which i Lneenccalment. Thinking hecomes o irrins
—am of that upeaness which jevesanrily precedss the Appercnnoe o any
~cimg cu {thonght] thing, A5 a procondiion ot every BERE thinking these-
-t alwo must precede borh “suliesr” aml “abjscr”. Hence, chinking pee
s jvs all eplsremelogicn] and natoligheal desriserlons, Tor this very rensnm i1
et b an olgect of technolugiced rovison. Fwevern all oof this ean be,
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and has been, fargoiten by human thinking, and more so precisely through
the modern rechnelsgical workd conceptivn,

We need o (re-Jdiscaver Heldegger's mode of “thinking Being”, Thinking
Being dves nor mean 1o think “about” Being. Mot does it mean thar the
hiunan being is "a being that chinks”. Thinking Being means that thinking
and Being belong wgether. This insight may be part of the educarion of
thinking chat is (still) lacking. [n contrast 1o the calculntve thinking of instru-
mewtal reason, if is & meditanve thinking wikich, aceording to Heidegger,
wns thars in rthe beginning of philosophy but was very soon facgotzen !
Redeering te anoder fragment of Parmenides, talking abouwt “the unrrembling
heart of unconcealment”, Heidegger comment:

Thi mediistive man s oo experience the untrembling hear of unconceal.
menk. What does the pheass of the untrembling hear of unconeeaiment
mean? o means unconeealment isel’ in whar is moat ist own. it means
the pace af wiliness which gatkers in itself what grants unconcealment o
begin with. (Heldegger 1977, p. 387, italics mine)

Wt 5 ir thar is gathered In this stillnessT Whar js it that grants uneonoeal-
mexntt? The Being of all beings. .. 7 And why is there an “unrembling heare”
connected o this? Presumably only the direct experience of meditarive
thinking can give sstisfying answers w0 such quedtions. Heidegger's reported
énthusiasm for Zen Buddhdsm and iis meditarion practices suggests thar he
believed in & path lcading to such experiences {ef. Capurs 1986, p. Z04fF;
Eim 2004, p. XVIE; for & more general comparison between Meldegger and
East Asian spirinual philosaphies, sec May 199€), Such a path or praviice is,
herveever, not to e understood 58 & kind of mental technobogy — this would
assimilare it to (he hegemony of modern insomumental reason and miss the
paint completely As Sallis remarks:

The pach of thinking i ood first constructed a4 2 path by thinking be is
rather a way which already lies before thinking ax that which calls upon
us to think, (2970, p 2)

As Copuro. (1986} explung Heideggers view, we have o find our way with
the queston(s) of Baing and thinking, and their belonging together, by cens-
ing o seek for menphysical “grounds™. We have to make "z leap of thought™
by which we arrive ar groundedness in Being itsell According to Capurg,
Heddegger's suggestions for how o achievs this ledp are comparable w what
Meisier Eckhart called Gelnssenbieir, or “detachment”, The leep ftself secms
alsa similar to what is ¢elled satord, or “enlightenment”, in Zen Buddhism.
Tn Buddhism, enlighrenmenr impligs (amung other things) gaining 2 new
perspecrive un the ego. Slmiarly, in an essay on Heraclitus Heidsgger sug
gests that in genwine shinking e wolee of the cpo becomes “merely another
appearance within the clearing [Lichrung]”™, as Zimmerman {1953, p. 91}
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exprosses it, The ege, wrsubjecr, becomes just one amuonry mank olher belngs
appeariny 10 the openncss,

For Heidegger, Licltuig or Afethea 5 “the opening which firs granes
Being and thinking™, bui 1his apening 5 also Farmeniles stilliess of the
quier hever “from which alone che possibility of the belonging together of
Being and thinking. rhat i presence and apprehending., can acse ar sll”
11977a, p. 34770, Lere Hewdegsy e paons to e apprehending aspect of think-
g, The reason for chis scoms due te the context mowhich this statemeont
appears, which deals with the issucs of phensmenology anel the superience
of prutl. Mevertheless, if the lwlonging ogecher of Being and thinking pre-
supposes a stiliness of che heart, it must involve sometching meore duan think-
ing as apprehension. [t s my proposal thie Budell Steiner’s emphasis un the
signiicanee of riinking as spiriual activing o which | e in the nex seetlon,
throws Eurtker light an the natire of this swediadive thinking,

Tree German weerd Lickiuay contains the woed for lght, Dok, Surely, de iz
nies coincidence thar Heidegmer choss this word, since Tight has a long stand-
mg connetion with reason, ond thinking is the moin faculty of reason, It s
by the light o ressen” thae we soe the Jogecad connecions between ideas.
However, the lght char appears in the Licktung is not che classical Lighe of
roasom, for “ihe Lght of reasen does not heed the opening™ (19772, p. 386}
it reecds i1, Lugt does non beed i, oy does i produce it The light of resson
i not the same as the bght that appears in gesume thinking, “[1]hisking
mmust becpme explicitly aware of the opening™ {ibid., p 385), and i this
opening “tests o potible radiance, thag iz, the possitle presencing of frasence
itself™ (Thid.. p. 387: iculics mine]. Obviously, ehis radinnee 15 anocer kind
of light than the lght of reason.

It weems phvious tha by “ootologizing” thinking, Hedegzer continues
jalbedt i 2 different musde) 3 srrand of thoughe which can be found in the
mysticism of 3 Meister Eckhordt or in the abjecrive idealisim of a Hegel: the
humesn Beingy 0% understood as a highly signiticent snfologicad cotegary. Tn
the haman being something Lakes pluce which is essentinl for Beiny as sech.
Thinking Being entails “the muiwal sppropriaton of man and Being”, thiough
a leap of thoughi:

Whal a eatleass leap, presumably violding ve the insight that we do not
reside sufficientiv as wer where In reality we already are. Whers are we?
In whar eonseellation of Beuw and man? {Eolegger 19699, 0 200

Hedegger confinues by explaming tha the “constellarion of Being and man™
n which we arc iz thar of the Gestell, The Gestell is perhaps cranslacable as
“the: framewntk of technological redonalicy” (in the English munstirion it is
called =imply “rhe framework”}. This is o parcleular mode of apprepriating
Boing by the human being, the culminarion as i wera of the paradigin of
“metaphysics”, causality and represcntational thinking,



132 Phlloaophleal, Soclolsgieal antt Paychological Thaorkes of Lasrming

By introducing the Gesrell Heidegper leavas the stiliness of the meditadve
heart and eneers the more sinister area of calcularive thinking and Instru-
mental ratenaliy, Hewever, he also seems oo congider the Gustell as a chal-
lenge for humankind 1o appropriste Being in a new way Within the
framework of inssTumental fadonaliny the human being is abienated Fom
Being, and therefore from herself. The experience of alienation mey create
the impetus for appropciating Being in a new way On the ather hand, @mour
times this alisnation has pechaps gone 2o far and become so widely spread
that it passes for dhe nommal state of things, 35 “natural™, a8 the wey things
are. And so Kurtweil can publish begt-gelling books on the future “manscen-
denee”™ of human biology twough technology The Gestell s establishing
itself us torarind,

There zlso seems 10 be o cemain pesinisn in Heidegger's view on the
pasgibilities for humankind (in the West, ac least) e grow out of the Gestelt
és the “constellation of Being and man® in our time; consider For Inscance
his scatement thag “only a god can save us now” (Heidegger 19761, This
peobably reflects his tendency & see thinking as over-determined by Being,
racher then the other way around. In contrast, for Budelf Steiner thinking is
2 fundamental aspect of the possibiliy af humean freedom and hence the
starting point of any change and fure developroent.

Rudolf Steiner: The Subject Lives by the Grace of Thinking

Audelf Sreiper {1861-1925) has recendly beem called the best kept secrar of
the twentieth century (3chickler 2005). Generally perceived and diaregarded
as an “occultier” or mystic, few scademic researchers bother m study his
works. It is therefore little known that he held a doctoraes in philesophy and
published many texts highiy relevant for the philosophical discussions af the
end of the ninereenth and beginning of the twentieth century {cf, YWelburn
2004). As @ 21-year-old sradent of the natural sicnces he was appoinied
editor of Goelhe’s sclentfic wridngs for the then scandard German editon
of Goethe's works, Later on he wos widely respected us am intelocteal forge
in the German-speaking woild, before he “disgraced hinwself™ academically
by becoming an active member of the Theosophical movemens

In & lecture given i Beelin in 1914, Steiner [1991a) characterizes human
thinking in & way which from a general point of view is similar 1o Heldegger.
One of the firse things he siys is that human beings s=ldom really chink.
Inetesd, we are etfitent wich wards. Furrhermere, the situation is such that
in order to realize thar we di mor reully chink, we have to = thmk, [t is evidont
thai thinking for Steiner is different from the “mental alk” of everyday life,
the mejor part of which, if one is hopest, consists of associations of waords
and tnemories,
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For Steines, genuine thinking I alfve; it is an neense spiritml aowine® I
uses concopts and ideas nok in stic furms, bur s dynamee possibilities. A
sthe sorwe Tinee I is clear ond peecise, A concepr according to Stinar 1S o pat-
meular pureatiali of whir may be called noetrc movesents. As o stimple
exampbe Steiner (19912} takes the concept of the trinnghe. This concep
seompisses all miangles im whatever shinpe. s thinking the cunecepr wanghe,
and not af o prericeier Triangle, we have o chink of the sides of the rengle
33 in ernstant movement i relaton o ench other This is whin every nath-
ematician or geormerTizian muse de imwichely teonstiously o unconsciously
i she weancs her rensming o be genersl aod net just abewt one partcular
mangle. ¥t this original inwitive wiperience ol a cancepe seems, aucording
o Sredner. nor e zccommadated within most somlemic philosuphical svs-
rzms. Philisoghets have ofien been tea intent an fiadng the definiton of woris
st limoistic stuctures, Cobcepts are tarely understood a5 denamic
FASLTINEA.

Comparing this argument i Heideggar's well-known clam thin we con-
fuse beings with Beimy and Forgen the laaccs, we renlise that the vongep of
Baing o Stedner's poitt of vlew presunibly has m be = lving whole. sinee
o must encompass “evervihing thae 357, rhat s every thing, bul wor as a kine
of “eomman denpminator” — for fnstance as "the properly o exist” - hut as
dhat which livingly and yraciously “gives” exisence, In other words, not very
Lifferens from Heidegaor's Adeeheius Uhe element in which chinkisg exisis and
“he “allowing-robe” of every being. This has a fugther parallel in Steiners
view of thinking as an activity preceding the suljeo—obect distingivn.

Thinking &5 beynod sebject and obdecr. Tt produces rhese twn concepts
Just ms it prodoces all othees. |- . .5 The swhject dossy not mink becauswe it
i @ swhject; cailwer ivappears @ el s subiect heciuse it 2an chink, [
[ M)y individual subject lives by ghe grace of thinking. (Sveimr 1993,
P B0 rranslasion nuene

Thus, the sehfecr—ohjerr dicincrion can be diseoverad and comstitused only in
ang by shinkang, Thinking preecdes alk eomvepaual distnerions ® This mesns
thar Steiner. like Heideggern in Dis nwn wiay “oneelgizes” thinking. Sciner
ragards the thinking we know fom sur everiday consiunsngss as ashinlow
of its exsantial renlicy, which is tweugh and through 2 spirteal suiving ko
Simm, thinking distingvishes lself from sensing and feeling o that in icself a3
sure activity, & Is universal, whercas the lacter are idividual processes,

I thasthing, we have than element given us which welds cur separate indi-
widuality iitw one whole with Uhe cosmas. [0 5o e as we sense and lvel
il 2l pErCEivey. We A1 simghe beingd: a0 50 fOr as we think, we are the
wllome beimg har pervudes everything. (Steiner 1998, p. 913 ranslation
mine]
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Sreiner takes a vial step beyond Heldegger by emphasizing the fecr that in
the sverydey srate of comsciou=ness there is psually no awareness of cur
thirking activity; we are only aware of its resules, which are the thougltts that
it produces.” We knew what we think {more or less), bue not bow. In overy-
daty life, we are not conscious of the mental sotivity 26 such, which gives rise
o the thoughcs we have, Yel it is precisely the mansition from one thought
tr dnother dhat is accomplished by means of thinking a8 acrévity. Any particu-
lar thought is only a product o result of this activity; it is no longer active
thinking, but a fnished thoughe.

[t may be argued that rthinking activity i always ecoompanisd by
thoughts, which cast cheir veil ever the scoviyg clouding it over 3o to speak.
Arisumle was very Grm on this, claiming thar thinking is always Becompa-
nied by what he calls phantasms, what we today would probably call men-
12l images, representations, oo words (for 2 elucidading wearment of this
issue, see Castoriadis 1997a), For Arnistotls, nothing edsts withowtr [some
Faer of] matter sxcept “thought thinking itself”, no#sis nofses, pute activity
f{energelat, what hie also called Cod or the suprems Being. From this point
of wtew, human beings cannat expect to experience pure thinking sctiving
thinking without phanrosms, Here Sreiner would pethaps say thar che con-
ditivns of possibilicy for pure rhinking have changed afrer te event of
Christ, since thereby {according te commron Chalstlan belief) “Gaod became
Tsrmamn™,

However, one nead not go deep inw speculative theology te deal with
this question. [t @8 encugh wo consider the possibility of strengthening the
capacity te dwell consciously in the acsivity of thinking while the accompa-
nying phaniasms are alo present, bt hovering ar the periphery of awareness.
Before we go further into this possibilio: T will take up ancther philosopher
who was very occupied by thinking: Descartes. Some passages of his wrir-
ings could be interpreted aw saying this we are in fact awane of our thinking
activity. [n Roles for the direction of dee mind Descarles points 1 the need for
"z mavement of thought which i contindous and nowhere interrupeed” in
ofder to axce il the logical connections between the separane facrs in a long
chain of deducton. Since it is difficuls to recain all 1he facts and connections

i ey,

o Pwoudd un them over from time e time, keeping the imaginanon
tavany conbhusasly inosuch a way that while it is innitively perceiving
each fact i simultaneeusly passes on 1o the nexe; and this Twoodd do unel
[ hitd learned 1o pass from the firse o the st so quickly, thar no stage in
the proceas was left o the care of the memory, but [ seemved 1o have the
whiole in intgibion before me af the sama time. [Descares 19940, p, 232)

From this and similar passages it may seem thar Dwescartes is talking about
the tame activity of chinking a: Steiner, &nd in temons which do not point
beyond a normal state of consciousness. However, there are indications thit
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oven Descartes did ot regard te thinking nesded for the frudiful condiction
of science a5 part of the oedinary srate of mind. Spenking ahout the necessity
tu “vemain # leng fime i conemplation” of kiown ks “untt wo are pecus-
1omed 1o behobd the ruth ey and gizginetly” (i, p. 2363, he remuTks
that "the tiERd can be misde much mone expert at sech work by arr and e
cist™ 4 p. 2375 inalics minet. He alao apic] we Wi scarch For all possibbe meeaes
hy which “our thousht may be Kept #wentive” [ 238) Henee, cven
Descartes is poioting o the neccssiny of memal ccervises inorder o resch a
mare alLentive, less ordinary stane of cunmcionsmess, in wisich the dcrivity uf
thinkimg may be followed with derper awerencss. But whait then abeour che
following statcmient of Deseurtes, from the so called Seomed 7eplies

Bun it must be moned rhat, alihough we are afways awded of the neos e
aAperations 4f eur mends, We are DO aiwips avare of the mind s faculries
e powers, ENLEQE potentizlly, o this | misan (hikt wAIEE W COrCENEnEee i
empluying s of our faculties, then mocdiotely, iF the sseulry in quesbon
residbes 0 our mind. we berome acreudly weere af o und Bence wa may
deny tha (7 s in e mund §F e ate not capable ol bernming pwime 4 i,
|Descaries 1956, pp. T4-T5; rralics mined

This is part of Descartes’ reply 1o the objection thar Lhere can be things i
the mrind of which we are not aware, contrary T what Descattes has claimed
ro he the case, im0 far as we aro “thinking chings”, The clain thae we are
always uwate of the “as and ppeyarions” of the mind seems to imply thi
e are actually avare of nur thinking activiy In o way which Sweiner denies
5 the case in the evervday staie of mind. Muwever. T conterdd that i is mote
reasonabic o ineerprel Descimes a5 saying thit we (an Tz iwarre HheEE we are
thinking, which is very diffevent Jeo comaclalsly entering o the activity
of thinking a5 such. Even the statement thut “when we concenceate on
emploving ene of anc ow faculies [ ] we Decuine actuadly aveare of 117 5
most reasonehly inrerpreted in the seme wias It s similar 1o the simplest
movement of o limbs: | can Tae @wile, LYen yremplerely conscious, of my
tenion 10 grosp the glass of wine, amd [ can immnedinnely experience the
fact that my hand és grasping the glass, but what roully happans hetween oy
nrentisn and my Tand g1 asping the ghass — thar remaiis i darkiess, like in
sleep.

Palwryl's {1983} distinction beowesn fearl and subuidigry awartness can
~elp clarify this Bsue. Whereas fuen] awaseness & fully conscinus, subsidlary
swareness has differenn degrees of consciousaess, being mare or ks i -
satile” (ibild.. p. 9200 The sneftalbe s thot which [ keow of but vannut deseribe
clearly in words, Hence, 1 knaw of course that my ihinking is . process, |
o thue Lehink, it is paen of oy subsidiary awsreness, But o aciually eover
it foca] awareress of full consciousness inte what lappens berwesn two
or mare thusghts Tequires o vancentration which misiely [ ever) ocours i
aur everwday state of mind.
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O the hasis of these arguments it seems plausible o accept thar we can-
tiot ervter the active thinking process i full eonsciousness within our ondinary
frame of mind. For Steiner, this also fias o do with the difference between
the faculies of theughe and will. The acavite of thinking s the will i thiok-
ing, which in crdinary consciousness remaing in o subconscious, dreaming
state, whils e waking consciousness i3 fooused on the thoughes produced
(the representztions or phontasms] (Steiner 1983), However, even in ordinary
comsctousness one mey reslize that this subconsclows activicy must be inde-
pandent of the brain, since otherwise “the lews of logic and of physkology
st be the same” {ibid., p. 133; wrapslation mime). [ will remuen o the gues-
rivm of the relarion Berwean thinking and the brain below.

Howeves, Steiner claims thar it i poasible to ateain levels of intensitied
aweareness, in which the thinkitg activity imelf booomes a fully conscinus
and living experience. Stziner (1998) calls this smte of consciousness an
“eaceptional state”. This state can be descrited as an experlence of hinking
otserving itsell coming nta feing. How can this stace be achieved? Steiner's
answer 5 relatvely straightforward: the precondition 1o achieving the con-
scinusness of the activity of thinking @ a form of meditaton exercise:

Ini the erdinary conscimasness it is nod the thinking iwsll which (s expen-
gaoed, bue through e chinking, that which ia thought, Now rhere is o
wark of the seul which gradually leads ane m lve ot o the objeots of
thought, ar in the activity of thinking et {Sreiner 1984, p. 161; trans
latton mine]

This is not the place o go ine expliclt descriprons of te meditative exercizes
Steiner refers to a5 “work of the soul™ (for more abour these, see Sreiner
1952a), However, even in hinting at such things today, one takes the risk of
being relagated to the “esomeric” or "New Age” bandwagon. It is therefore
Emporiant to sress tat for Sreiner medivation has nothing to do with attempt-
fng ra achieve ssme kind of inner bliss or Mirvana, [t is meant o culdveoe
cartain forces of the soul with & degree of precision and discipline akin
manthematcal reascning, strengrthening thess forces 1o the poine where the
conschous rxperience acually becomes independent of irs physical Insmm:-
e, the brain.,

Stelner’s Spirituallsm and Braln Research

Brain research has gone through intense developments during Jarer decades
{n the basis of mesuls of this research, sclenific or reduetive materinlism
has found new reasens for propounding its views af the human being (Farah
and Murphy 2000, Meterialisn reductionism seeks the causss of thinking
and conscipusmess in the physical orgen of the brain (of, Horgan 1999
Eeroteten und Locren de Jomg 2007, Wimer and Szuba 19247, Heidegger
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does nos explicidy address the pessibility thar thinking s “nathing but” o
nevroplvsiologic brain process, and it seems diffculs to wse his philosophy
a5 & dlirest argument gainst the clalms of reductive mavcrialism, Steiner, in
contrast, argues expliotly agninst warerislise entoloy wehile ar e same
dme acknowleduing the restilis and possible uselulness of neurophysiologic
cesearch. Steinet mever denied the dependence of consdoumess and ordingy
menlal processes 06 the brai? Howsver, ke interprored it dilferently fom
reductive matcrialism. He often resarted 10 the metaphior of the misor ta
ilugtrate che paiure of this dependenss. /s 17 is necessary oo cach uste af us
to have @ micror io fron of us i order te e sble o perceive auL face, so
= necessary for constiousness to have the "mireniog apparatug” of
Srain in order v beeome aware of itself (cf, Seiner 1984, p. L360). Whete
such & “mimer” & acking, or domagesl, consciousikess canmol atise, 07 {1 arscs
& deficient way,

This imerpretation js easy 1o harmonize with knewn empinical facts
sainting to the loss of mental funciions as a sogubt of bialn injury Whils
reducrive mareriakises mayine sceing in such fets @ confirmation of the the-
cis that the brain peoduces conssiousness, Steiner sees in them ovidence of
the Fact that the brain acts as o ktid of mireer for consciousness, Finwever,
this mirrer is nar 3 feed ena, it is Jving and changing, and Sreines ermphia
arres thit each acr of eonsrlousasss oguires o kind af preparadian uf @ specific
area of e brain o became the mirrlag apposatus of the menral ocl. The
spiritual aetiviny of hinking "pushes back® the Teman brain coganssaticn
and 50t suy eplages & (Steiner 1991a).

Since thinking noeds @ prepare the baln us a mitrer s erder o Earcomne
aware of jself there s a certain dependlence of thiking [anud ather acts of
conscioustesst on peurophivsiologic processes in spectlic arees oof thar brain,
4 the colours of 1he sanTise appears on e eosterm skies before the sun el
s seen rising, and wer are amused by the sun, so neurtnal processes are 4 kind
of alaur phay evaked by thinking on the clouds of the brain in preparation
far the “suniise” of the conscious manitestagion of thought. The appearinice
af neurams] processes signals that the mirror of thaught i bemg frgad in
the brain by 1he thinking spiric.

Human thinking appeas W the ordinary cxperienee only in and thraugh
the [human body wid soull srganisative. [Hlowevet, 1his gL |
does ot imfleence the essence of thinking, buo o shees back when the
artivity of thinking enfolds iself: it suspends its G activitng e ke
the space free; uml i this feee space there enters the acriyiny oof chinking.
It is ingumbest upon the essendal clement which warks in thinking th
athiove mwn objectives: lirsthe ro push back the activere of the amai
arganisati, and secondly o sec itselfm s place. (Siziner 1908, p. 147
transhaticn and imlics mine)

This atso explains the wmporal delay berween the amser of neuronal processes
and the setual eonsciols oxperience related 0 chem, s demensraced by the
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seminal experiments of Benjamin Liber conducted in the 1980%, and a pum-
ber of followe-up experiments of the same kind® These experimeots ae
citen interpreted as demonstreting bevond all doubt that brain procosses
chuses Wenta) phenamena, for the simple and obvious reason rhat such
Pecesses come first, Bnd are foilowed by conscious expericnoes. Howevet,
this was nor the concleslon that Liber himself drew, and there are some
unreflecred presumprions behind sech o conclosion. For insmance, the simple
example of fwe relatton berween the sun and dhe colours appearing on the
sky before iy arses ilbuerates that in our experience a cause does not neces-
sarily precede its effeot, [F Steiner s right {and dhere is as vet no proot that
he ig not), the nevronal procedses preceding the conscious expeariance ars
caused by thinking, which prepares the brain o “mirror” the thought and
making it conscious; just Hke e sun annsunces itself through the colours
o the sky Before its el appearance 12

The purpess of meditation exercises described by Sreiner (25928) is, as
mentioned above, to srengthen the goul forces i such 2 way that one
Becomes able w malnain cooscrousness independemly of the “mimoring
apparabtus” of the brain. As soon as coe is able o do that. a divect insight
inro the reality of thinking as a spirirual activicy s possible. One may aiso
gredually eoime to realize the realicy of the spiritual world in which we are
immersed ar every moment of aur lives, bur which remain: impercepeible m
our ordinary senss argens

A Meditative interlude

In arder oo cames m & more immediate sxperisnce of whar [ At oing (o con.
vey in chis paper. the reader i eneotiruged o meditane silently on che fal-
teswwing sentence fior a few minuses: Thinking cennor e eapfained by anvehing
externai to feself becatese it &5 alwars thinking thar does the omleining.

This senience is designed so that is neetle contemt points wawards the
thinking wiiich produces it {The staremeni is aleo in agreerneny with Steiner's
philgsophy s Throwgl meditaion on such & sentenos one Ay Come 1o Expen-
ence the difference between thoughr as the noetic content of any thinking
process, and rhinking as the mental activity which “produces”™, “constitutes”
o “comstructs” this content. Thoughre may partty be explained by external
factors, since (e noetic content almast alwavs is about something extecnal
w chinking sself, and this “aboutness”, char chinking always has an object
external o asell, must somehow reflect nsell in the thoughe, However,
Liliking cannot be explained by external factors. Tive thinking activity can
onky be explained by isell, that s, by thinking. Meditation, or an "inner
wiork of the soul”, is needed in order ro have a fully conscious expetience of
thinking (ol thought). If on the haesis of such expeniences one asks what it
means to explain thinking, one will 12 thar thinking cannor be expleinad by
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something externsl w itsell, & non-thinking olject or process — of o bio
chemical or neurophysiclogle mature — copmor be the cause of thinklng,
something from which o our of which thinking activity would arise ur emame
25 an gffect {or witl which it wonk] ke ddentlend, a5 in reductive materialism) .
All such explanations wrie actually the resulis of dhinking oy, tey can-
not themselves be explained Ty wything else,

Seebner (1083, po 1370 refers w the Geoman philesopher Gideon Spicker,
whe pointed ol that wisatever philosophy ene halds for e, thery is oae
unaymidable but improvable presuppositon commen to all: the neassine of
thinking. Mn philosophival investigation, however sharp and deep, can go
Seyend this supposition. It muost be uncondirionally seepred sod it cainor
e proved, beeause ofl proof already wakes o for granted. Behind or below
thiis suppesition, says Spicker, a Bemamiess 2byss opens up, an mfinie dork-
mess which no light can pensirste, However, Steinet conzends, this is soonly
far the kind of thinking which s boumd 1o rasional er logics] underszanding
Pwersiandesmassige Denken). In meditavee or fiving chinking lerfebres
Diicen ) s boromiless 2byss of mfinite darkness gradually lightens up and
pevapks isell as a sptusl wortd. Natvrally, (e lghe referred Lo here s not
thve Light oof reason; it is rather like the vadioace that Heidegger describes as
velated to thinking "hecaming cxplicitly aware of the epening [Lichimg]”
Lquotsd abovel. This ridinnes appears wien thicking becomes searc of iself
a5 activity, when it beeomes @ living experience,

Bringing [leldegger ond Stciner togsther in an attempt fo Pt sgoin
understand the nawre of dunhing, 1 weould suggest the fallaving. The sy
iy of thinking lwings Torth the nostie content of thewght. Thinking “Herens”
o the appropriateness of the mocde conten, a3 compared 1w wthe original
frtent of that which is 2o be thought (the questlon, the dssee ot handh. Thar
swhieh [still] is 1o he theught is acnsally an aspect of thinking which is ahead
af itself V! Genuine Thinking is a self-wanscendsnce, in so far ag the self is
crangthiuned in nnd by thinking. [0 s 1king part of o cosmic world process.

Pedagogies for Thinking

After these admirtedly samewhit skerchy deseriptions of the nasare of thenk-
g, | now oo ta the educatlonal and pedagogical aspects of this issue. To
start with, i i IReresong o note that both Helegger and Steiner undar-
stoed chinking te be an activity expressing itself in many frrms, net onby in
rhe Kind of sublire meditions hinted at in the previons sections. Here (0 1s
worth guaving Heideggor at lemgkh:

We nre rrying 1 leam thinking. Perhaps tinking, teo, o just semehing
like hoilding  cabiner. ALany race, UE & eraf, a handieradt’, and Guene-
fore has a specinl relafion e rhe Ramd. | ]
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But the crafi of the hand i3 richer thar we commenly imagine. The
hand docs mot only grase and carch, or gush and pull, The hand teaches
and extends, receives and welcomes - and ol just things: the hand
extencs isell and recelves s own welcome In the hands of others. The
hznd holda. The hand carvies. The hand designs and signs, presumabhy
because man is a sign. Two hands fold ine one, 8 gestore meant to carry
mun ino the grear coensss. The hand ‘s all fis, and this I5 the Tue
hendicTaft. I. . . 1 Every marfon af rthe hamd i every e of 8 werks coe-
Fies I!l.li!{f !’]I.I‘r:ll'.l.gﬁ the elermend uf rh:nk;ng, every bearmy of the hand bears
izl i char element. A4 e work of the hand s roeted i chinking. (19770,
pp. 356-357: italics mine)

The actions of the hand deseribed in this quote excend from the pracical
work of pushing and pulling, 1o the social gesoure of greeting and welcom
ing, o the spiritual gesture of praver And thinking is the commeon elemernt
im all these actions.? In 8 similar vein, Seiner poanted out thar alibough the
human soul life can be roughly difterentiaced inio thinking, feeling, and
willing, thesz three functons always work cogether, they ooe not separate
mental compartmenrs but interowined processes. There is willing in think-
ing, thinking in willing, and feeling in-berween horh [will for Sweiner iz thar
witleh acmally makes the hand meve). From this It can be concluded thut
when we 1alk of thinking in the sense of Hebdegper and Sreiner, we do ool
ondy refer re inner activities like meditation, These gcrivities zre rather like
aspecially intensified culbwvations of that “element of thinking” which is
present in all human actions. Hence, the culeivation of this “glement™ in all
the forma in which it appears would ko contribwte to the development of
thinking.

Furthermore, it 15 interesting oo note chat some presen: educational
dhinkers have already put forward idzas and described sctions in lime with
ihe point of view presented io this paper Cne example is thae of Caranfa
{2006, who suggests that the problem of education roday is thai it fails
weach the significance of slence and of listening, Accowding to Caranfa, twe
present one-sided forus on “discourse” and “critjcal thinking” is congra-
preductive, because silenr listening 15 the very source of disoowrs and gen.
wine {ericical) thinking:

Car Failere to teach that there is *more” m knowledge chan what “we can
tell” is perhaps our greatest shortcoming as educacers. The problem of
edducaion & 4 divect resul: of oar Bilure e Jisten, to reoch silence. To be
aleme and 1o listen should have prinrity over discourse and eritical think-

ing. [Caranfy 2006, p. 96)

For Heidegger genuine thinking arises as an “echo™ 1o the silent speech of
Being, heard and harksoed to in the Gelassenheir of meditation, Silence and
listeming is necessary in order for us (o hear this speech. They are essential
aspects of any medisanve practice, and they are not incompartible with
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everviay school waork. A pracical illuseracion is given by Fiskbser 20068}, who
tells the story of kow he used to start fis lessong wich o few minutes exer
vise i ilent ligtening. This simple action seemed 1o have a pesitive effec
on an wherwise wneoly class of voungsters, The procrics of “lissening wich
the sparde™ is Alse of wse o aduls, for itsance inwam work, as discusseed by
Soss and Barnes (2008) and Levine (1994, Levipe, fuebermore, refers to
boah | beidegper and Sreinec.

Ar Carnla hines in the guoee above, it muy also be necessary w coldyvnee
a cottain Ability to be alope with onesell, Being alone is a first sep towands
teiny “silone”. It opens up a =pace inownich thisking can decpen and the
echo of Beings word can be heard, Micrzsehe ot ome poim complained:

[ huve gradually seen e Hght as o e minst universil deticiency in aur
kind af coleivarion and education: no onc leams, me one sioecs after, Do
one weaches - e gpdernncg of solirude. (1947, p, 1EB)

Boing a highly creative thinker Bietzsche had probably some perscnal experi-
ermes n s ditection,® However, if Steinet’s interpretation aof the nitsaes ol
thinking as a spiclieal activity in the must comerore and radicad sense of this
word i true, children's devebogien: of thinking may hove deeper roos Than
vivat iz normally congidered, T miy be than the muccrinfisie usderstanding
of life preduminen in contemporary cultursl e is oo obsiacle o dis devel-
eprent. 1f wo educnte in o fmme of mind which geduees che thinking woavity
of tmsary helngs oo o product of eir breadns, we may in fac be undersin-
ing the development of thinking. Thus the question of the wpprapriadc cul-
sivacion of thinking ceuses ro be merely a guestion of appropriabe metbocds,
it becones s question of tie cpistemolegical and nmological frarncworks far
educattonil praviice. This quustbon goes vory deep. In cecmin wisks schence
wields a preat power in contemporery (Wesdeta) cultore, acually compar-
ole o thac of the cherch io medieval tmes (of, Wilsen 1994], Yor 1he heared
canflicts berween Darwin and the Bilde bave pernaps been merely a pral
ade: a5 Caddston {20083 notes, the vy fields of genetics and neurescienee
are présently “verging on diawing the ulticeate malerialis pieture of human
nature - huoans a nedhing more than proceing and electrical impu lses™
p- 170 It is here than the spiviteal svicnee of Andelf Selnet affers an alier-
rarive ingerprecation of the weorld, which in irs reseorch metheods actually ful
g the requirements of the stringency of science {Majnrek 20033, and poc
sersistently rotecrs the muiterslisic interprerations of che Tesals of medern
siendfic research
s wiel] Ry that Audolf Steiner founded an “educational syseem”
snowen wdmy under the libel “Siiner Waldort™ or “Steiner” schouls, ™ 12 iz
=ducatinmal idens he paid moch aceenoon w che guestion of e dighe devel-
spment of thinking. Steiners non-matealaic, spirituad famework is of course
wne of the cornesstones of his pedagogicn] icems, Apars from o general
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aunosphers condueclve 1o the culdvarion of spiriceel life Steiner alser moro-
duced 8 number of specific educational procedures which may coniribuie o
the dewvelopment of thinking skills. Even though the conscious cultivation of
the inner meditative activity dessribed abave, leading ro the dnsighe inro the
reality of thinkdng as a spirinual activicy, properly belongs ve ndult life it was
Seeiner's canviction that it can and cven noeds o be prepared fod in child-
haod through proper education (of Oberski 2004%). The following are some
concrete examplas,

In the lower classes of a Steiner school pupils are raught so-called Form
[rawing wiich consists in drawing sometimes very complex colourful pats
teens which are fArst deawn on the hlackboard by the teacher. In the paint-
ing lessons of che lower closses the mediot wsed are warer-colours with the
emphasis on the free play of colour racher than fixed form. Both of these
acarheric activities seem w he conducive o freeing children from excessive
dependence on fxod pacemns ard orms, preparing them instesd for desling
with the flowing and euremely complex reslity cheracterisoc of living beings.

The general emphasis given to the ars, and especially to music, in
Sleiner schook scoms also to enhance the ability o *listen o the wordd™,
rather than impose enessll oars i, which 18 — a3 pointed onr shove - a nec-
eazary prerequisite of developing rhinking in the deeper sense discussed (o
this paper. A specifically Sreiner schoal art form is the am of movemsnt
called Ewhyihmy, inaugureed by Steiner in 1911 as a perlorming art, and
later adapred for school use [Steiner amd Usher 20071, Eutlythuny combines
a very precise “vocabulary” or “2lphabet” of gestures and movements for
specific soutids a5 well s for musical tonss and intervals, with a pracrically
unlimited scope for individual crestivity and exprovsion in interpreting
poems or music, thus laying foundacions for a kind of natinctive, sensori-
mararic undersoanding of regulariny and lawfolness in the flow of life. 5

Anather depect of Seiner aducation which seems to be conducive e [y-
ing thinking is Stelners repeated inaistence on the need for characlerisation
rather than definitios when inroducing new consepts, He alss emphasized
the importance of keeping concepis “pliable™, so thar they can “grow"
together with the children. iF a definition 15 gven a2 the stant of the Jeam-
irng process, thinking is in o way already fized and limized by the definition.
Steiner compares it to putting “lee-gloves” on the hands of the child, as If
freezing the forces of thinking (Steiner 1991h). He describes this need for
charserarization and “living concepts” in his firee course for the futare teachers
of the first Fuginer scheol in Stutigart in 1919 (Steiner 19920, pp. 123-145,
especially p. 12396, He stressex that one comes to an adedquate understand-
iy of phenemens not trough Axng one’s idess about it early in the cogni-
tive process by means of a definition, but by considering various aspects of
i phenormenon from as many paines of view as possible, and coming o 8
riper grasp of it only ot the end of such 1 process.
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Fimally, ane furrher element of Steiner cducarion which shoulkd e men-
noned In the present conexr i3 the methadical principte used in icaching
pacliril seienice. This consists in sarting e teaching abuw any aaural phe-
nemencen with pure gfserveuoes, for mstance of an cxperiment such as the
redfraction of light in passing o pri=m, sunsciously holding back sny checriz-
g almaut it This s follwed by as careful as poszible recorztrclimg or rec
ollecting the observed phenameni withour them keing physically present,
fillnwaed by — on the following day — the conceprosiizodioe of that which was
abserved (Sreiner 1986, pr. 46481, Mendve dwelling on the shsepvabons
of the sevses cohances the potentinl of immediae esperience o broak
chpough 1he armuoer of prefonmed conceptions or ready-msde oaghis, The
recollection of the chseretiom made carlicr sdmulates penetration of whist
was expericnced by active thinking (Schivren 2008), This approachk is 2
good exercise in the discipline of allowing phenomena o spenk for then
selves, ratieer than imposing o necwork of pre-esrablighed conceprs on them
Lef. Dahlin 2001} 18 allews she children’s judgemens o mocure without
“mpng o conglusionsT, 1 tesches npen-mindedness, Dexdbibiv, murhful
ness, and exacooude in dealing with phiepomeis of nsure. I also mkes
advanage of the beneticial influence of sleep on the learmung process, 2
mifluence which was repearedly stressed by Steinor and which has recencly
besn wonfuned by newrobiclogists in o number of soedies (Halrstan and
Eright 200d; Huber et al, 2004; Yoo e al. 20070,

Conclusion

The guestion of “whan is thinking” is of basic significance e eluciion s
well a5 to philosophy In this paper | have argued for a spiritnalistie undee-
stapcling of thinking, drawing upon Steiner and Heidegwer | have also
pointed oo some conseouences this snch on understamding of thinklng could
have for pedagogy and cduention, The finsT scep. hoawever must b (o us,
tepohers and rogearchers, o realise e necessity of leaoning wthink vur-
seives, In chis connection it is wonhwhile meting 4 growing imterest, at lesst
in the LSA, wr apply contemplatree practices i edwcation, for 1eachers as
well as for soudenzs, " In 2008, Tawhers Callege Record oven devobed a whole
wsswe ke eheme of conrempladen inedvcation. In one of rhe papars, [Fawmne
2006, p. 17560 points e thae the academy “has nothing to fear from eon:
romplative Inguiry” becanse such inguiry ix ™50 some measure aleeady pa
el & covert eutvicalum tar cduceates for discovery, erearivit, and sovisl e
seipnee”, (However the exten: of (s "eovert carrieulum” probably viries i
161 Between subjects and disciplings.)

Contempative pracrice is 3 way 1 learn o think, thar s, to leam o fve
consciously i the achvicy of thinking, nut valy i thowghis. This leads o
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openness o Being, overcaming the forgedfulness of Being that Heldegger
lamentesd. On 4 more profane level, it probably also leads o more clear and
exact thoughte, but not necessarily more clever oaes.

Mates

L.

3

The Cerman otle of the work is ¥os hetsst Denben, taralated as =icher “What calls for
thinkdng?” {Hesdagper 19770) o “Whar is called thinking™ [Heidegger 19680,
Kurzweeil 15 a secesfel developer of various fooms of Anificial Ineelligence, such
aptical characier recognition; see hopySwwwikurewedal nevindex humlMlash =1
CPragessed RO Z0000, Ror o nvves elaborae critlgue of Furawell's canshuenanis
ideas, soe Radowan (2007).

waoad (@U03) elnbarates Heldegger's notion of cabrulative thinking ag “ihe subardina-
tioa oF the wotlkd and one’s incereourse with te word w determination, whether it b
linguisnic, assthetic or economic, 5o that in & real sense, our relation B i1 Bedcanel &
peioei” {p. B6). According ta Casturiadis, the thankmng of Belng “cancelied toself our 2
scxcHn w4 0 became the chinkd .3 of derermination”™ [1997h, p. 2653, When determing-
e !hinh'ng becomes mors important thean exlstenial anbwrky, e cakive I‘hlﬂl'il'lg
camnol mamsain isell, In coprapy, meditagive thinking could be defined a= an atten-
wive waiting and Lisening for tdegs and beings 1o teveal their natire by chemaelves,
‘Thinklng then dees ne gnea merchy oue of aeelf, buc lepds ice vaice b the Bedng of
beings

Thiz disgrace appears in ancther light if ope consldors the grean bue lacgely hidden
impac af myseical snd ssoberc traditinne on Western philosephy, eapecindly in Genmany;
sev For insmEnoe Magee (2001 and Benz (19631,

Seeiror proposed thar s mein philesophdeal work, Der Philowaphie dor Fredelr, wauld
be hese ranslated into Bnglish as The phitasophy af goiriual agindty, Steiner’s approach
in this wock i3 basically phenomcnclogicn] and lagely bocussd on the cxpenience of
ﬂn]nbciqa. The EOnCEpT of lpiri'ua.ll'rl'..; spir.'i.'ullI of q:ir.ir are admittedly difficalt ta
defire in a clear and incomestable manmer Steiner himself never makes 8 defioput of
splousadley in s many words, preferring inmead 1o describe and characernize. 1
prespss] for 3 deljniton, | would sap chat the spirit (& dhat which s active and prodoc
tve In the processes of chinking, feeting. percelving and willloy, Spiciwling bis w ds
wirh the sraees of conscimisper: soltinpasying these proceses, However, this definl-
ton says nothing about the spiriouad forees in natire o7 the eommas, which for Steiner
are equelly imponan: sepests of gplcitualiny. 1 would be Ieresting o compae
Seeper's nodons of spidnualiny with theae espressed by present day cddcutionsl
thinkers, for indtnnce Bainbnidge (206001, Miller (2006), and Nndd.ir'.gs [Z00E), T
et val & Tew

Bew Graver (2007 far an inreresting compansan between this maigh: of Stemer and
the constructivis epistemology of Niklas Lubunann,

. It may be aygued that the garallels poimied ow between Heidezger and mystical ar

conemplative maditioss implies hat be alse realized thar we ave b o bepond our
evervday sonie of mind o come o genudpe thinking. However, Heidegger did om
erplicicly emphaslze chis in his philosophical texs; it Is ethers who huve poloved 1o che
simileritics, Whereas for Steiner the idea of higher or deeper states of consinusness
Iz eeetrol coall ki philosophical werk, for Heddegger It secme 10 have a more periph.
eral ond conongent significance, As Capute (1984} points oot, Heidegger was ot o
mystic but there are mystical elemeni in his philosophy
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- There i ul s oo coo rdiceen i prRcphe between briun esenr andd & spriia
sliti- urlerstanding of the haman Yring, o of mencal processes, ot (O EISTARLL
Ausnn's 1 190R) mprestive stady of the sounmphysickgic aspevis of Fon naedication.
Flovseves, hery SeEMS Wy ke a nocd 10 el Al Jugelup caher porwdigms ol Brain
pemearch than char ub scbentific nzacenalasm.

4. The porndigm of 1hese crjmerimein. wems deseribed gm Libet o k. LPREEL A good cal
[ of Libet's papers con Be fund in Liber 19503

10, 1 s indelied o Marek Majonak for ihis argunican se; Majarek §EEIEY [ a muon
vommphae refutatnn of malerinlsty redsionism in bran neseiaech:

L eari Fusis oo refer hene adsn 14 SErlvau-Poncy TTEY, who in his e noms: ke
Lead mefleciiuna &6 Ut vt o TosCaThe cisim: (hat chowght mu Te urderstood =i
yerma ol thay arange puwer which I posazasci of Bring ehed o irseif o looreTing
ibchl” il being an wenee everswhere, o a ward, dis perme of i oiteemy” Tpe 3T
inalics mvinel. This tneight can be tehomusined by swyping sha che rammmlly hidden
Srom-view thinking @odfvisy s Lhat 2spect o lumos gL which s ol “atend
ol chaught, i.c, ohe consclowly hell iden, oot oF repREsERLALan. Henct Marhnu-
Paize o somewhas parsdosically maintain That “thoeghs igselt |0 ] patls] ae
whinys what 0 subgeguenly finis i@ them” dibid., p. L Furthenimice, Merkay-
uaiy hgings out she selation el chiatkingg i being sien he siys: “Wlae 1 dn-
cover and recognice theough the coglos § . .| o 8 deep-sebd mionemien: af
srarscenifence which £ my wery Being. the dnuchaneaus enect wleh iy uwn being
and witl the woelds bring™ Dhid., g 3772 alics miner.

12, Hrideggers phisssvplsical peticd abau Lhe Banc s recviily been (0 lows pamdyl
siiuseraled emplowakle: s Busaders vl al. C2UET) wiin repnn o sy showing thot
ensuwaaging <Eildren 10 make hamd gesrurea while golbaig markematical proldenis
leirgs ot el meplicn kowwledge and Facilitaies now bearmisg, Sue alsr Gokdine
Weadow | M50

13, Sreiper achally wrone o very apeeviative beeok un Mistesche's phibotaplin [Stcimer
19ES 3,

14, Sremet hmseli did mat sike o use the e wgpstem abour P edicagnal igueses,
prubably Louse it has @ dend sied st chasacter | I&5 iddesty abne Farhe Tike @ L,
organy whale.
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Rousseau on Learning: A Re-Evaluation
Christopher Winch

Introduction

assmsses 13 strengrhs and weaknesses. The theary Is an inoegral pan

of the accouns of sdumtlon doveloped in Emile.! Mot only is Smile o
work of sustnined licerury brilliance bud il g vigorously worksed ous from s
owm premisesd 1 atse preflguies some of the insights in epistemology and
the phitosophy of mind tiar ave atributed to Lodwily, Wittgensoein, Amy
attempn to denl with the theary of Jearning thac it seis out teeds @0 cngage
Slusely with the Fondamental wless of the hook and how they hung wgethee,
before criticism can be effectivo.

Reusersw's positive connibution o philosophleal and psychological
thimking sboul earming can be deseritsed a5 follows. 1iuman beings zre not
disemnbudied intelligences bun embodied ereamures whio are part of e natliral
warld. The thrust of Rousseau's cducational progrem and, by implicazion, of
his spistcmolomy; s to teke individuals ac whole, organde eings, pae of the
natural arder of things and oo develap them in mone dan narmesly imelbectual
ways. This remmins the case dosploe the empiricst chazzcier of his Sescription
of the genesls of keas and of cheir usz (Froffe, pp. 32, 3400,

Rousseua does por ke the view thar homan beings ore best seen as
essentially solivary individuals. but the iden of human sockety that e devel-
ops as the proper mediem e mocwal associadon end salf-exprossion, does
nod sllow him e give either o serisfictory acconnt of human [ceming o of
the namure of social relations, s unwiklingne:s w see (At normative ander

Thi; article cxaminess Jean-Jacgues Rosssean’s chepry of learning and

Soures Daucoliongi Theory, AG74) (19960 L5330
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15 constitutive of ull socal relacions of the buman oype auns through his wridng
and keeps i from sppreciatng the impertance and indeed, the recessity of
normathve intervention in wpbeinging from the sarleest stages of lifle®

Fimally, there = the developmentalist hericage of Rowssemy, This arises
from his wiew of the human conditon as one of growth, meturity, end decay
Although this is a vatuable insighe, je also containg dangers. Thess arlse from
twi sources, both of which can found within Roussean's thinking. The first
ir the contention thar the sole. of at least the main source of modbvarion and
hence of motvation wo leam, is to e found primarily within individusi buman
berings, rother thar within human beings in the context of thelr social sur-
roundings. The second 15 the iden of readiness, tat cectain things cannaot be
learmwed until the child is st the siage a1 which bt ks capable of leaming ehem
The ecoount of resdiness poses a denger of over-dogmatie thinking about
what children can or canno: lezrn an any partdeular smge of their Fves which
may lezd g @ systematic undersstimace of their capaines.®

Rousseau's Eplstemology

At g supecfhicial glance, Roussean’s account of leaming (s quioe similar to that
of John Locke. Like Locke, Rowsseau starts with sensarion 23 the source of
human knowkedygs, The role of the mind in receiving sensations iz passive.
Hivwewer, Rousseaw asserts, unlike Locke and David Hume, thar what the
mind does with sensations & o kind of serivicy, namely that of jedgment,
whose way of working iz partly constinuthve of aut characrer. For example,
Locke writes; "By Reflecrion then . . . F would be cndersiood o0 mean cha
notics which the mind takes of its own cperaticns, and the manaer of them,
by reasen wherecf theve come e be tdeas of these operations in the under
sranding."” Compare the Lockean account with that offered by Rousseaw,

At fiest our pupl] bad merely snsations, now he has idess: he conld oty
beel, nowe he reascas. For from the eemparson of meny suecesslve and
simultangous sensafions and he fwdgment arrived ac with regasd m
them, thers springs & mived or complex sénsation which [ call an idea
(Emile, p. 165).

Motice that il 8 the pupl, oot his simd, that judges. Roussean has lirde
patience with the idea that tive sterting poine for understanding (he human
intellect ks to conceive of it as & disembodied spiric and be explicitly criti-
cites Locke for waking chis wiew (Emile, pp. 218=219], It is far less clear,
teowever, ther Roussesy made 5 compler: bweak with menzalistic individyeal-
ism regarding persenal identity and the possibitiy of disembodied sxistenoe
after death (Emile, pp. 246-247], Be that a5 it may, he does not Tegasd the
human mind as fally formed from birth, either theough the possession of
Innate ideas or chrough being 2 cebula rsa teady o receive ideas, For Descarres
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and the Emprricisis, the mind has a struccure which is complete fom birth,
waiting onby for the particaler experiencss that the individual chunces o
underso. Tn ROUss@nr's accouni, minds underya changes which are directly
celarod o meturatton snd oo our experiences of e narural world aod of
ather Twman eings, Furthermere, the way in which we judge i partly con-
stitutive of sur charscrers and. by implicarion, ways of judging can be lesthed
1Emile, 165-1566).

althoungh sensaclon i pussive, iudgmrent is o type of activity which we can
perform mare or less wall sl which, by implkcation, we cin kearn b de
bercer. Our moaner of julgment i panly constitutive of the kinds of peuple
we ore; poor Tudgmeit in vne respoct tells oders that we 2 flse. in anathes
gespect it tells people that we are superficial, On the oher hansl, we can be
sudiged 1y have solidity of characier by the quality af owr judaments. We s
wor born with this abilioy o ferm judgments, according to Rousseau: i
develops ot an appropriace stge in uman growt,

This seems 1o imply that the charactes und qualicy of human judgmea iz
capable of developing for the beresr uader the mtelige of other peopke. Qur
rewart of judgmeeny, one might think, ein be shaped s as to promote thor
aughness and capetiude and thelr correspunding persenal qualities It would
be naturel to think of the anthoricanve wagher as the pecson o culibvace
edgment and chavacrer theough eaplivit direction, However, Rolsseas duaes
not mke this Tine. but insssts insuead on the generatly babeful Influence of sodd-
ary and of othirs on the formation of 2 wouny persen’s judgmet,

There are problems with the epistemclepy For edample, the conieation
thal pelception is Laegely o passive Feste Ot O SETIRULION 1S i gIal VCrsim-
plificuvion. Since the work of Ludwig Wingensten, the complexity ef thy
relaticnship between sensarion, judgmient, and perooption b [Ust begum 1o
be apprcointed.t Howeves, Rousseau i3 sware of the fact thar judgment has
& mole m play in perception in his discussion of whather or not i s the
louds o the moan fhat are moving a¢ wherber or R0 L ETick hali-immersed
n water I3 straishe.

Mot suly is udgment involved in perccprion, buc it can be either active:
of pussive. buch of the judgment lnvolved in our perc2ptions is puksive: for
svample, that iz Is what we perceive. We vanaor be misled about our sei-
sations and 3¢ cur judgments about these cannot be mistaken. W can, o
ever, e in effol Abodl whine we perceive taroigh SensaLion. and 'n making
Judgments of this kind we arc active and can get it righr or fuil 10 do so. Fo
example. if | have nover eaten oo cresn befere and the inumechiane scnEa-
tian on doing so for the Arse ome 13 one of discomfurt, then my judgrent
that this seasanion is yneomfortable is inmediaze and autustatie: 1 do et do
saythdng to muhe it and | cannes e riscaken aboun what i is thl | Al jusdi:
ng, Indend. it conld be siid thar mny ssnsation and miy judgmens e only
separable with seme Jifficulry On the ocher hond, if | ery wue chat ehe ice
cream ks burning me. 1 heve made o mistaken judgment abw whae the ice
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cream §s dolng to me. My perception that the foe cresm s butming me is
based on an wneemiortable sensation (which involves passive judgment} and
an active judgment thar this sensation is the same in character to ochers thar
[ have had which hawe been uncomibartable snd which have harmed me. In
this case | have proceaded wronghy from an inductlon that past discomiens
of a like kind were caused by hear, therefore so is this one (Emile, p. 166)
Em this instance, | have falled w0 leam dhreugh my inappopnate wse of past
experience. The tmplication 1= than 1 will be able to make cormect judgments
throughn more accurare reflecnon on an increasmyly wide rengs of experience.
It would, again, in conventional pedagogic practioe, be nanrral tao think ther
the aushorizative teacher could make good he deficlency in judgment
rhrough mnsteugtéion, bur Rovasean will heve none of this.,

Mature

Housseay is thought of as the philosopher who exrolled the stane of nature
at the conditen in which men Acurished best and which bewt expressed
their species nanire, This view is a1 bett an oversimplification, at worst, seri-
ously misterding. Wes it his view that human beings should live ac solitaries,
coming together only for purposes of reproduction oo for other operations
absolurely necessary for human survival? This dogs pot seem to be the case,
sinee Rousseaw sees the capacity for social intercourss af an IMPOLANT PET
of personhood. The ability to use languags oo communicare with others is a
sigriificant constituent of thar capacity Roustest shiws himeell o be well
mvearz of the socially constmumed nomrs of language learning.”

Treerefore, some form of social existence appears to be part of man’s nam-
ral baing: itis, one might sy pam of the human species’ namare to interct and
coinmiLicats with other hurnan beings, But if tve aceepe this interpretarion of
what Rousseay meant, then we have to deal with en apparen: parados, The
cantras betveen “natual” and “secial” implies that there i 5 specific difference
hetwieen these twan smares. This in wuen leads ws 2o e klea that the specific dif-
fetence lies in what is distinctive about secial as opposed to natuzal relations.
We know that this cannot imply thar man i naturally soliry and we know
thar Rougsezu meant both more and less ten thae he was merely grogarious
by namee, Less, hecanse he was quite prepared to allow solitary exisence for
Jarge periods as a nommal mode of axistence far men. More, because in asso-
ciaten with other men, rhere is far greater soope for relarionships through a
shared language and culture than k= pessible for echer species.

B if s is 8o, then what sense can we attach w0 the neeon that there
is & natural state of human existence and thet man finds his best expression
in this paturel state, whereas he stands in danger of comuption through
entering into gocial relations? The answer is thab Roussean sees cortain
farma of social relations to be inimical 1o the proper development of umen
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pature and thak thess rebations con develop sithin che burom of unavonlable
and bensficial Forms of human assoclacion. Such an interpretatiun allows us
to ses Roussese 52 4 eonsistent and Jogdeal thinkss and this view is suppocied
by @ cherailed examinotion of Evtie and che Duconrse on ineguality 1 Rovsseen
eppeats oo hove believed that soctal asstclation is nameal when it does net
involve the owvert imposition of one homan will upen anethar The idea is
thar narura] asvociatan i based on reciprocally free aod equal fespect betveen
preupie. ’

This eomceprian of the naroral i allied with the more conventiviel notion
of narural 2 meaning “part of the nuworal ordes,” in the sense of being part of
wur Bialogical desting These twe conceptions are not mutually contradicteny:
We all have bnpulses o passions which derive from our Bindegicad destiny;
within the spcial frameworks which we consmmudl, Our Tosponse 1w chis bio-
fagical desting can take vwo forms. The Frst form is benaficial and “natural®
in the first sense, namely it inualves inrercowrse beowesn lnamans based on
the non-imposition of cne will on opaher, Explict denial of someone’s need
ot the port of somenee wha s capubbe of fulfillimg tha need would be an
examphe of the invidious impositon of one will upor snother and hence of
a1 “unpaural” form of mssociation. Likewiss, the overr imposition of will an
the part of sumenng whe does not have a genuine need is aba unnawral;
fur example, if | osk semenne oo odo somethiog for me meraly for the sake of
i1, The claim 1har “natural” excledes “social™ or that "natural” merely means
“benign form of soeial association” will por therefore, srand up o seraring
Neleher will the ddea than these tao potions of nansral sre mumally contru-
divtarys what ks natural fer humans is buth whar arises from biological des
ety andd what is beneficil for thelr fourishing in human relarivmships, The
relationships themsahees are Founded on our need o sisly the passions that
apiee from biological desting '* [0 should be noted, huwever, that he docs not
consider that the cver lmpositon of one will upon another condd by berefTeii
and hence narural in his sense in precisely those situstiens in which it woe
done, not o gratify « sense of power r donination, hut in erder o furcher
the inwrests of the indieidual impased npas. Roussean's failure to ase that
thiz couhl happen in o nomeorrUpring way 15 ene of the major obszcles to
accepting his socownt of learning or, indeed, of weaching.

We need o know why bonefickal sifustions o rarely uinain and how the
ariginal {as Rousseay cluimsd nawral stare of association could so casily
degencians into the kinds of inimucal and limiting forms thar are overyw hiers
s prevalent, The question is the more pressing as the very prevalence of
-unnatural” fonns of assucistlon suggests thar they arise from deep-rooted
pendencies within human natere, tal feom Tare sicumstanoes, Althuwgh
fioueseau's accusnt of how thess forms of association can arise is subre and
detailed, i docs nor propechy mect the crisieism made, namsely that the
invidious ferms of assoriadan appear to arisc as o prevalent human tendemey
whesiever men form sccial institutwons,
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On Roussesu’s own accouns, the urge w dominate amd o subjugate,
artheugh unnioarsl (n the serse thar it does not adse from the need oo fublill
pur biological desting) can appear at the sacdiest stages of human life FEmile,
op. 33, 26), Unless the needs of a baby are carefully managed, therefores, the
tesdancy (o dominase will appear 2t a8 very early smge in ffe. 5o also will
the suspicion arnd fear chet arises from che frustranon of the mfanes will,
The baby's impoience leads m I vulnerabiliny and o the rﬂ}irl’ﬁng of it
naseent will, Here again, in another siriking passage. cne can find the scurces
of paranoid resennment of others which, acearding 1o Bousseau, are unnarural,
seemingly arsing in the most everyday of human circurnstances f example
in the smacking of a crying baby (Emile, pp. 33, 363,12

I this simaarion, the persistene erier feels the injuscie of being smacked
and all his rage and resenmment arises from chis. According 1o Rowsses, it
imposiden of the will by the nuese §s an expressfon of injustiee, From this
kind of siruation erises the suspicion, resenmment, and desire o overcom-
pensate for real and imagined wrongs that s characveristc of inflamed
munaur propre, There is a cleer implication in what Bousseau says that ik is
the overt imposition of will which causes the ressnement becauee doing dhis
Iz unfuse and 4t 8 he perceprion of gordong like chis beling dore o aneself
that lead 1o social and psychologics! lls (Emite, p. 320" But if this is a0,
suh situatkons are a vistually inevitable part of evervday life, The nataral
Tesponse accorcing b Rousseau, namely oo ignore the coving baby, is o fect
a highly unistaturz] one for many people. A large propostion of adulis placed
in such a situation wich a4 crying baby will react cither with rescnoment, as
does the nurse in Rousseau's own example, or with comfort. This lager reac-
tion a5 we have already nosed, is alse likely o lead mo inflated amopr propre
in cerain vary comman circumstances. Since bosh dhese reactions are, in a
sense “natural,” tha is they are part of the nomoal specorum of hwman
resgonses when eordronted with this kind of disiressing ehavior, the kind
of responze or lack of responsz that Bousseau suggests is appropriate bo
develop natural forms of human relatianship is not only Bcvpicel, it would
hawe 1o e aidrhmed in mess people, sinee it would go againse thelr “animal™
regctions 1 the stuadon, One would have to walk & moral and emotionel
tghirope in order o promozz the kinds of reaction that Rousseau consicers
to be conducive to the development of natural (m his sense) relationships
between people. Indeed, the awategy of the mror in Emile 15 precisely 1o
walk such a tighmope. Buf an important question is begged; namely why are
the eommmon reections of eesennment and comfort chat we exhibin fowards
infands mor “parural” in iz sedse? That is, why do they not arise both from
cur bivlogical naturs amd be fuch &5 w promers human Aourizhing? YWe are
giver o good reason 1o suppose that they could only arise froim a gratuitous
urge Lo dominate,

Cime mighe congider the example above to be one of marginal importance,
bur Roussenu cortninky did not. He writes of the relafonship beoween baby



Winck & Rowsseaw on Learhkng 155

antd cyerer; “Thase wears which you thind o Liecke wortdyy of your stieniion,
zive tise o the lisss relacion berween man amd his chvironment: here is
‘arged the fivss link im the loig chan of socinl order™ (Fmile. 10 321 Housseau
wrends this w0 be o comment abnul the growth of aifsctive awarencss of
vher fuman beings and s role o prosioeting the dutinctive paycbulugical
characterigtics of individuals, which i ouen affes the relacinnships chac they
T with athers, Whether w e he iz righy about this, Hens 18 iewever.
anirhuer poine of grear impartanse in thes relaticnship, which is neglecied by
Mousecay and aboyt which he has in o sense, nothing Lo 43y, 16 fhese simple
sdluations, where movenents of rescntineil, sympchy and eicowngeaens
ssnls sl are mode ot o spoennieous and uasetlecnve kel there orses
-he infune's fisst wearens: of the normanve chamaceer of social ite; s Loer
swareness of the structuee of sociecy, of individisl and sncial morality of reli.
gigs Bl and o ther intellectual achicvements of mankinel, ol stam from
e primary epcountes with the affective gwireness that athers hove ul himy
Thosugh these encouriers, ke Gt beoomes waare of the Tule-governed namre
of hundn soclery and all thir 1his amplics.

R appeais unable 1o gee that ow eactwe bebavior waird our
Jiapring. wnd thoics wivard us, see pert ol human natwral histenye Al foarmy
e foundatbon of the rule goveuned associations that constiture hunsan soci-
erv. The "nawral” reaction i his secse coneaine an evilvative coumarenL
zamely the judgment thar frec and equasl wesociations alone are beneficial.
Bur if chiz ig oso. his coneeptlon of maracel, althoweh consisiend, Concas
within it the very feamures of seciery thar he wishes e recummens o us. A
servinty willweuit (e possibiling of the oven imposition of one will o enather
will mog ke o soddery i sense i which 1his tero s wsnally wndersoeod,
“ousseau's conception of the cacral in homan reladnghips & ner only
mplausible: if followesl through, it would load o the mest aniticial fosms
JfF humman assoweiarioe.

His voneepeion uf what is marural is made less than convincing by an inabl-
oyt dist inguish beoween benign and meatignan foms of dis oven ineraciu
+ humin wills will one anochern Hi kleal is a co-operative one. bul co-
“petation can unly be seoured chrough che mutusl agecement of partmers,
Hpwever, parmers can unly agees With cach othor (ns appeoesed w assocae
sahitpally b thosogh 8 normative Frammeeeork . Such 3 frameword can anly exist
within the wider fmstituon of language, Langage disell imvolves sutiaeiny as
. owihat are corract and incorrecs foems of commnicaiion asd, e a vaung
ald, thut aarhosiey resldes in che aduhs elosest i icand then restion L Lthe
nelils agrly arernpes we comuuticam, At therr garliost and moost primicive,
rese will nvelve the kinds of affocdve respomse of reseniment, canceim or
cowouragement that we have tollowed through the cxamplos aberve.

There i, s Rousscsg sees. 3 choin en which the seoal erder depends.
wich rums from rhe eries of 1w boby o the most poswerdul polital metio.
=oand, but thar ehnin has o have s a vital Link che overr impesition of enc
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will on another for even the kinds of bemeficial end naneral assecabon
which he favors m be indelligibie, ler abone mo flaurish. These occur in whar
G.P Baker and PM.8. Hacker have called the normomive activities thar congt-
tute rule-following behavior; cormecting, appreving, defining. interpreting.
ang yesiching, for example.’ These do not just involve the exercise of power;
they rely for their effectivencss on the asthority of whoever is tesching; thar
is, appropriste knowladge and skill togethdr with a recogmitivn on the part
of sodety thad, for égample, a partculor parent or caregiver i a proper pemson
oo give such mamuction,

It s also & concepiual chain, one thar traces connecrions berween our
concepes and hence describes part of the grammar of our language, Rousseau
arterprs o make this chain a causal one, which operates through individ-
ual psychology. The psychological aceount of how thns caysal chain issues in
a malign et of prvchological attributes and an unhealthy set of social rela-
fnns is done with grear subtlety, but in the end lacks any clear evidantial
basks. The gramematical chain is formed by the way in which concepts of rule
and rule-governed behavior, rogedher with the normative reacrions and
practices associated with rthem, are implicated at every stage of human asso-
cintion, from the most domestic to the most public.

It can hardly be denied thar there are malighane as well as benign and
neurrs] forms of autherley er of the imposition of one will upon another, bur
it can ke denied thar such phenomena ane necessarthy malignant. And of
course, whedher or not one finds a partgeoular interacrion maiignant, will 1
a large exrent, depend on the judgment made abour the likely cutcome of
thize inseracHen and, in this respeat, Rousseaw's cvaluadoen is but one among
athers thar are possible.

Amour Propre and Amour De Soi™

Each of us, according to Rousseay, his a sense of the importance of the
prezervation of his own well-being. We take cars to ensure that we survive
mnd aee physically comfortable, guided by a sense of whar conatitutes g
well-being. Mot oniy is this a necessary feature of our lives but it is also a
desireble one, allowing us and indeed motlvadng vs 1o become acdve in the
world o promate our own best incerests, This endency is called by Roussean,
armeur de i, Amour de sol s, in 2 sense, an animal s2nse of self-preservadon
and fovrishing, which does not, of itself, invelve the consideration of oter
himan bedngs [Emile, pp. 173-175).

Amour propre. on the other hand, is amour de soi with & socal and moeal
dimension, that i, it invobves rhe stending which we have with ather human
beinge [Emile, pp. 175-176). Once agaln, theie i3 noching that iz [nlecently
undesirable about our having a sense of empwr progre. At it most funda-
mental, amour propre 15 pothing more than a wish wo be properly recognized
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s 3 hwman crestiure by cther bumim cosdiiine. Someons whio is nest e
nizel a0 human, who is nor capable of creatung o meral space aroueml in-
self which gives others pause is, 1o puraphease Simenc Wil ned properly
bttt *

It i5 empting @ regard the contrase betwesn drois de 507 amel &rmour
progme w4 contisst borween bendgn and malignant forms of selfregard.
. T. Dent, huwever has aemucd convincingly thac this & 2 major swersimpli
Feation of Bousseau's thinking aned fails o kouae the proper Imporranee of
amany proped in huwman e, Amour propre in its healthy or natural slase
fand “nooural” is used here in the sensc intesded by Reussean). oosists n
o human beings desive 1 be recognized as o metdl enticy worthy ol equel
respeet and consideration o achers, As an aspecl of nrmuir de i, the prime
motivational facvar in our lives, it s 2so the force that develops our deplings
with the workl, our satisfacton of unimal needs, our Teluitonships with orvers
and aur leaming. W fallews that Jearning will depend Yo |y o the opera-
tus of amour gropre, witch in erder to remain healthy will need o be
insulased borh frem the rendency fa make imperions duniands (the subord
nation of ommers will to vne's own) and from hw wendency of athers o dom-
inare tne's own will.

Sioe Mot human relarionships in the woirld as 3 iz acoually constited
will invelve the imposicion of will oo 2 non-muraally agreed bagis. in @ wiy
that invebves comseious aworensss of the person wivose own will s being
imposed upon. 15 folluws that the bealthy development of anour propre. and
henee e development of Jearning. muse procved independently of the overt
influence of the wills of others on the pupst or of his on ocher peoples’. Any
ocher Foute runs the tigk of producing in the pupil inflamed sour o,
arising from awatenes of Bls owe inperins dominaien on the ane hund
w1 From parancdd fesenoment and suspicion dus o avaremiees of (he impecious
dominulinn of amarhe,

W heve slready explained how, for Rousseay, judgment i un setive fac-
ulry which. in different lovme, appears ac an SpEToptiate pont in hwman
development; o heelthy amour propre will go on eo eosuce the proper derel-
epmiens uf judgment. The pupil wili, Through disimerested curiosing develop
iydguent which ks sound and exsct 1ather Lhan superficlal, inmecunaee, oo
even mad. The Tutter choracieriscies sre more kely 1o be present in judgmon
when it is driven by inflamed gmour propre, chrough elther sullenness and
resenunent ur theough #n inordinate desice tu show oft ameng othee people

Thess cengidarsions do not mean that a child must be educated curside
any socinl context whatsoover, bt they <o ancan than bis encounter with
the social world must be earcfully contcolled so thar the development of
amioeer propre 35 med diverred inge harmiul channels an the sanm e, 1hus
disterting the devebopmient of judgmens, Reaussoaw gives some exAmpbes of
b he thinks that This can be done in the various cneounters that Emile has
{for instance, with the gardener snd or the fairproundb. In ench of these
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encounters, the child s learning abcurt sucl: things as the dangers of acquisi-
tiveness aml of prde as well a5 about the need to respect the omour propre
of others. Later in the book, the developmen: of sentiment, particularly in
relgdon (o rhe grownh of sexusl pession, is handled through the carcfol
management of encouniers with the oppesire sex In the person of Sophie
Drurlng all these processes, aimmer propre (s the driving force in [eaming, but
it i5 alse pne of anribuees of Emile which is itsell being coverrly shaped and
guided in e right direction.

Rousseau’s Developmentalism

Reussetu's owm pamicuiar concepoion of the natusal, his view of the malignent
character of many social relationships, and his insistence on the active namre
ef judgment, have had very important consequences for our thinking about
childhnod, about how children leam and sbowt bow they shoald Te educated.
Eywally impertant s kis view that the human life cycle, particularly i its sarky
stages, passes thoough distinoe phases on the pessage o adulthood. Rousseau’s
stape theory of development ks nes as compeehensive nat a3 tgid o the systems
e laver stage thoorises such a8 Jean Piaget. Mevertheless, it conmaing many of
the essentlal elements of soowe of those systems.

Thie main elements of Rousszau's accouryt of human development censist
it the following: Gust, o phase where knowledge is gained moce or less solely
through semsation; second, a phase where judgmant i formed on e basis
of the comparison of sansanen and through mducdon oo the basis of past
idgrnents and past sensory experisnces; third, a phase in which a celuvared
awareness of others is gained. In this final phase, the exereise of reason
becomes fully developed. Throughowt each of these phases, motivaron s
provided by tee individual’s amour gropee. which Bourishes best when kept
avray from the posaibilicy of dominating or being dominated by other wills
(Emale, p. 1300,

However, this isolation carnot continue ine adulthood, pacticelarly
when the individusi's awaréniess of aod response to others is at ssue. Amour
propre showld be developed in such & way thar the right responses should be
pessible, in arder thar invidious mladonships based on dominaton and sub-
miksion are no longer lkely o ocour Instead, amosr propee should e
extended to become a concern for others, 5o thet, for example, in ping the
person pitving cakes on the concermns of the person (o be pioed and mekes
ther his own. For this te be possible, it is necessary both dwat amour propre
is developed in 2 healthy way 2nd that judgment 15 properly developed.

The growth of coneern for others is necessary for our growih as moral
beings; our abilicy to recognize that there is a moral order or indeed our
faiuire 60 de se, oF our tendency oo respond o icin perveried ways, is a fung.
tion of the way in which sendmemnis teward others have grown, intumos a
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resule of e develapenent of oar e aeoer progeee seed our abibio: o reasen.
Accdlng to Risussen, setniments are a species of kleas when we are dicecied
te think of urselyves by rhe impresson reooved Bom the sendes, racher than
the abacr, we ane walking about sentimend (Eude, oo 253, Judgment cam wink
an sentiment in order 1 make ic other-rewmrding s well o8 self-regarding,
this is et of the process of growd ool healseey amanr prigsee.

Thus. Roussen s scooting depencls on  sequance of stages whos paien
s imaiang, Ie i3 celealvgival o 1kd sense @ac there is o duesived guoomme
which sheuld emerge o cardy adulthond and the motar of developmett s
amener popre (which enoonysssses te more aoimil asvar de sei) which
azalf undergnes growth and develnpnent. The progression from o stage
te another is inveriann not jus for smpinical coagona, That the deveb pnent
& & il is, 15 @ matrer of gremmar, Judgment deponds om scnsatien ps is raw
material and e goosvsh of proper sotimonts cowards one's fellew human
Beings can only arise ms 2 result of emotional responses in which 4 certain
manurity of judgrmeat i implicaned throwgh expeeicnoe of sentimens relatng
16 anesels in e (i isanee,

There is alse in Howssenu i serong emphasis an the notion of “readiness”
ar the idea thay knowledge, skill, and understanding can anly be acquired
when poung people are inmelkecmally remly for thern, His views on rendiness
ate quiite fimn; critivizing the Carholle chureR for wseming that a chikl of
seven has reached the age of ronsom, he wriles thal cven e ays of fiflesn
sanmod be sgid to be b s of redson with complens snfidence: chis iz
erely s et of opinion, bue ol nasweal history (Crife, p. 2201

Elsewhere hue assus that ope canno resson with a child, as reasen i e
fast foculey o develop and o connot be ussd to dealop ieell (Emile,
ap- 53 54). These views have very impartant implewions foor echucinien and
indeed Houssay s i aivaid to drine them oul, 1 follows from Dis views
st the developnient of reason tha educaclon mmst be placed on a prima-
rilv affective busis uniil well Into adolescence. XN only should children no
oe exposed overtdy  che wills of elbens, 1hey should not be esposed oo oor-
min kinds of educatisnal processes e will place demands va o facolty
which is ner ver propecly devcloped. The educational situadons in which
Runssenu places Binile: che incden with the gardencr. vvetcoming fear of
the dark, the fecidem au the fairground, hiz Goding his way back
%untmorency, are based primarily on an cducarion af che emotieoat Lespense;
~he Mentmoremasy shesdent shows how Freile’s use of reagon will e spurred
an by the desice ta fisd hig way home, tacher than for any disincerested
curigily about navigationnl princizles. The waching ol geomstry Roussean
recomments, should be based en imaginacisn aed memory 1ather than
Geduesbon {Esile, pp. 109=1111.The waching of geogruphy sluid ke based
L affacTive response 10 natral phepumesis and on the curiosity thot this
sngeiders [Emele, pp. 131-134) The lemming sioations (hat the tuior sets
ip e, Bowever, alss eontam 5 very strong slement of manipulacion.
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A Critique of Rousseau's Views of Learning

Despine the grem strengths of Rousszaw's anciropelogicel approach o epis-
remology which, in some respects, prefigures the work of Witgenstein, his
vigws 0f humen nare and human growth contain ouscomeptions, These
fall under two principal headings: one ooncerns the rejection of the norma-
tive in Buman dealings and ite confusion with oyranny; the other concermns
e motion of development and his observation that developmenral scages
are hased on the narural history of human beings. The rwo mizconceptions
are closely related.

e have seen how Foussean regarded the development of a healthy
amour propre being dependent on chitdien and young peaple ot being
overtly subjeet to the wills of orthers. Despite Rougseau's awareness of the
facr that humans ars essendally social beings, his faillure to drew out the
consequenices of this in his educanional theory keads 1o the implausible view
fiver, hat nost social sncounters contain more madign than they do berefolial
coptent, gad secondly that camparattve [salartdon s che best comdition for o
}-'f."l.l!'lg p-zm:m

I is por difGoul /o concede m Rouwsseaw (e conizntion that many social
epcounters arz malign and that this malignity arises from the vainglorous
Truman wrge W dominate other people. It is also possible o concede that
these sorts of emcouncers have long-term baleful cons=quences, both for
individuals and for wocia] relations generally. Ir is quite enother peine, how-
ever, oo meiniain thet any overt dominacdon of one will by amother thae s
not sanctioned by a priar conrraetual agreement 13 malign, and ic (= alse
speculacive in the extrems 1o suppuse that ang can mace the ills of adulthood
and of adult sectery through the bad experiences thar a baby mighs have in
being smacked for crying or for being allowed to dominave bis mother This o
nos bo deny, of course, thae adverse circumstances in a child's environment
and family vpbringing, particularly if thess adverse circamstances resukt
from patholegical conditions inn famdly [ifs, may bring abour the results that
Rouzsean deseribes. Buc his aecount needs to work not just for the exfreme,
but also for the most everyday circumsiances, in order o carmy Convicion.
And for rtvese, Rousseau fails o produce any evidence.

‘The deep problem for the Rousseauan account, howsves 5 oot just the
empitical implassibiliny of his claims but his denial thar the cvert impositicn
of one will on another has any beneficial effects, This smounts to o denial
af the possibility of forming any of the social bonds ghat constinio: a human
sociary It i only within the nexus of sorrection, stoouragemant, approval,
gnd resentment char young human beings learn to become folizwers of soc-
etil Horme. These sorts of primiiive "ammal” interectiong ferm the basis of
ot dnroduction o the normativity tar characierizes human soclery, '™ They
cannot but invalve the overt impositicn of one will on enother; this is part of
wizat is meant by sud termes as “approval,” “correction” o “discouragement,”
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Az weus wrgued carlien, thest purmative praciices consttute 1he authorimeie
backdrop of nevmative behavior, in eir natume they have 1o be overt. oth
erwise the rules that they are nsed 10 presorbe would ot be recognized ns
rules: one mry bearn to follow ss epposed toact i accordonce with a rale
through mraining bt mor through conditioning. Ruusseau’s denial tian any
such exchanges can be beneficial ned onky exeludes Emile from the possibil-
Inv of growing up and Waming in @ wciety which is i ony way poemal, it
preciudes [Um from growing up in a sociery that is reusgnizably nomutive
that i, human ac sl I is important o realize, howewver, that the wnor eone
stamly relics on the covert imposition of will in order to got Emibe w leam
In some ways, the witor's pedagngiv 1echnique resambles conditéoniy rather
than maininy o7 instascrlon, ¥ Tt 35 guine plausible o suggest that a child's
discewery thoe i wis being inanipulased in such a compeehensnee way wiould
be far more likely (o cngender parenoid resentment than most noemal forms
of tralning and nsuction would ever do,

The secund line of eriticism of Ruussean relaoes to his develapaeenralism.
According o Rosasseus, it is part of our netosal history noe enly thae differ:
ent emetional and imtellectual capacitizs becomae availaBle 1 us ac diffecent
stages of ous life, but that they de so st speciflable dmes. & 3 gonend olyer
vation abeut humin namral history, some of these remarks are rrivially orue,
some niorc Inerescingly so. T is telelally e, for erample, that the intereis
end intellertual capacites of a five year old boy are lkely to be different
from these of on adelescern girl, It i less wiviatly toue, but neverthekess nol
surprising, o learn thar young children ane incapable of the renge of affoctve
and emational response o members of the oppodite sex thar are normal @
adotescents and adults, It s acteably intereadng, informitive and valugble
learn abown the Likely normal patterns of growtl (n physical and perceptual
caperiny in very young childpen,*!

It i Far hess elear that there ure paneens of develapment that cecwr in all
mertbeys of the human race which fix in 2 predetermined and invaraot way,
whar 1he patiern of peroeptisal, emotonal, moral, ad coynitve development
of an individuz! will be and the ages @t which the different ospects of these
patiems will vowor. In dhis case ik is no good appealing. a3 Rousseau did, w
human natural history The Frst reagon i3 that the eoourmenee and de paderm-
ing of k=armimg is vety often highly specific to individeals aml 1o the concexs
in which they are lenming. The seeond Ls that coloari variation may weil play
& very impuortant eole in learming. The thind = that Roussea’s develupmental
geeount, Hke those which succeed it depends on @ form of intritsic rather than
extrinsic motvation in order 1o sceount for the Sact that individeals develop
and learn in the wey that they do. For Rowsseaw, the need for a source of
inirinsic motivation o prédsang, sinoe he carmot melode i Bls account Bny
motivation that arises from the ovent impositios of the wills of orher buman
beings on Emile sinve these are always labde o bring about 4 harmbul devel-
opment of @mour propre, chrough the engendering of cesenrme,
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Te s erue that the idea of @mour de sof has some grounding Lo observa.
tion ¢f human nanueal history: human beings, like other animals, will seek
1o sarisly animal needs and oo promate thedr gwn weell-being withour particu-
lar ereoursgement from others (althowgh they mav wel] need to leam fom
others in order v make these processes effective). Artour pronve has to secount
for the humar propensity 1o learn and te devebop ablilties, not merely in
thnse amributes wWhich promete ‘animal weil-being, bui also in those arrbutes
which constitute the acconplishments of human soclery. Since Roussesn
himzelf dismisses many of these accvmplishmenes &5 nugarory, i s far from
elear how amour propre could selecr the Bpproprare accomplishments o
pursue, beg alone provide the impens o pursue them, giver that, as Bousseau
himeelf sdmits, the [mporance and worthwhileness of these particular
accontplishments is a mater of value judgment which may differ fom per-
o0 o persen. (1 addinen, amewr prapre 85 he describes it i at ence too fFag.
e ansd too robust w0 constitue & plawsitde pspchobogical caregory: Too fragile
because it 2an so sasily be damaged: too robust because it is ro provide
almost the sole motivation for learning.

Even if an individual were tnotivated in the appropriace way, & is still an
enorinous beap of feith t suppose that strong motivasion alene could pro-
vide sufficient resources for successful learning 1o take place. We are, in
effect, asked to betieva that the kirowledge and ehill thar the Buman race
have accumudared is of ne use (o a youngsier, that be must recover what is
vitluables fram it atmaosr entively through his cwn effores. Given thar this view
i 8 ditert consequence of Kousscan's umwillinguess to countenance any
forms of instruetion and training (for ceasons which should by now be
chear), the justficatory burden dhat the educariona] prescriptions place on
the speculative moral psychalogy on which the theory sests is presy well
intcleraiple uniess one s convinoed on independent greunds of the plausibii-
ity of Roussean's thesis,

Finally. Housseaw's own form of develupmentalismt leads him (ke Fages
after him), vo differcnidate the different stages of human development very
sharply and also implausibly Cereain things cernot be learned a: all ac cerin
stages; there is no point, for example, in giving children religiows educatian
as chey ate incapaisle of grasping the pbsrracr ideas that religion expresses,™
Reusseau appears o o subscribe to the view thar one may partially grasp
a concepl at ons stage and fully grasp it ar another; leaming szems 1o be an
all-or-noching affair (Emile, p, 220). Whatever his reasons for thinking dhis,
o ruie-hased accotmnt of concept-formation, of the kind char Fonssean would
pravably reject (for reesons tiar zhould be clear’, would allow foc the par-
tial formadon of concepts oy a consequence of a growing, but incommploe,
grasp of the rules governing rhe use of concepr words,#

Rousseau’s aczount of leaming is of much historical ineerest and arguabiy
of great influsnce coday. [t would Be rash, however, o make it or its deriva-
dwed 3 pillar of contzmporary educational or pedagogic practce.
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Blackwels, 1980), Ie.

Here Rousseau appears sk o sanclion rthe exisenes of on umnate wense o justoe in
L LI THIE

G.F Boker, EM.E. Hocker, Wiggeaircia, Rules, Grovoeer amd Neeesag (Oxieod:
Wiackwdl, 1985), 45-47-

. 15 has quite curmerctly been paimed oue than the tior aims lrvr ol coneral aver his

pupil, bt liis oosteod 15 conoaled and mandpualative, relying for it offo o Gnile's
lisck ol pwarenezs of leed Be 15 loarming, tie Bizhy Reseme, "Roussean’s Entile an
Anti-wropi.” Britiah Jonmal of Fdwemeonnd Sunlics K30, no 3 (19800 213-24
Bl Homenaw “Ronssenits Stk onel Wers, Faradies i foasege’s Findly and are,
hraever, winng w 1hinking that this compn coRSITIRes Al harit: ic &, rhe the
covern empbogneent af sapeTHr e

In deseribing wha Rewssscaw neans by thase s, [ am gresdly jndeboed w the
aeeanns developsl Dn Dent, Rewssean,



164 Phllomphical. Soclologlcal and Peyehologicat Thaorkes of Learning

7
1E,

19

2L

Simone wedl, tMiade Poeme de Foree, cited in Peter Windy, Stmone Wil The Just
Gmlance (Cambridge: Camboidge Umversicy Press, 1989), 1054

See BR. Strewaon, "'Fresdom and Resencmenn,” in Fresdaim amd Resenrment omd orher
Essoys {London: Meshucen, [974f.

See Rossrow, “Rowsseau's Emily™ and Christopher Wanch, “Educasion Noods
Training,” (hard Revlew of Sdummeion 20, po. 3 (19950 215-26 for & fuller aecornt
of haw this wacks in Erile.

Ses Kathy Sylva and Ingrid Luet, ChEM Develupment [Omford: Bladkwell, 1982) for
S0/ eLamphes.

For 3 fuller accours of Rowsseyt an meligious edooaton ses Darling, “Undersanding
and Religion”

. For the clemens of such ah account, see Pewer Geach, Msural Ao [Lardon:

Roudedges, 1957),



9

Learning Democratic Reason: The Adult

Education Project of Jirgen Habermas
Stephen Brookiietd

1 all srarred with Jack Mezirow: In 1981, in an artcle that provided the

thesretical background 5o b earlier work o women's consciousness

change, Mezirow published “A Criticsi Theory of Adult Learning and
Educerion.” What was surprising o many shoun Mezirow's 1981 article was
the Fact thar his theory of adulr leaming drew hewvily on the ideas of
German intellecrual — Jigen Habermas - whose work had only recantly
kegun (o appoar in Coglish. In o series of books poblished in the 19705,
Habermas (1970, 1971, 1973, 1975, 1979) developed o concept of democ-
macy grounded in a theory of communicarion. He accepted oritical thewry's
articularion of U extension of technecratic consvousnesa into everyday life
then argued that a theory tonwerned with haman liberation should replce
the Mzrxist emphasis on how people organize and condoct modes of pro-
ducrion with a foewa oo how they organize and conduct thedr comemanicacion,
IF wee coulbd understand the conditinng mecessary for pecple to participete n
full, free, and equal discourse, Habermae argued, then we would have a
theary - the thenry of communicative action - chat would gurls the op=ra-
tiom of democracy, Meziraw's 1981 article wok Halbermas's concern with the
EMANCIPULUTY GimensHs of communicative action, reinterpreted emancipa-
oy 2ction as adult perspective (tansformanon, and linked this @ contem:
potary adult educational ideas of self-directes] leaming and andmagogy. This
prompred a vigomas debale henwoen Mezirow and his intesprecers end orit-
ies {see, for cxampie, Colinrd & Law, 198%; Clark & Wilson, 19%1; Mezirow,
1989, 1921k, 1992, 1994, 1997 Tennant, 19937,

Source: fpachen Colege Rpoyrd, 10Md) (3005): 1 117-1158.
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Meziraw subsequently brondened his ideas ineg a fuli-own theary of
gdult ransformarive learning (1991a; Medioow B Associbes 1990, 20007
thiar hias crossed eoretical iadirions as diverse as linguissics, information
processing, anificial intelligence, and cognitbae development. As Mezirow
develops his ever-sxpanding theory of rransformarive learning, it has fallen
tw odhvers o ineerpret the relevance of Habrermas's constanely evelving bedy of
wark for adult education, OF these incerpreters Michas! Welten is undoult-
edly the most prominenc. In & serjes of articles and chaprers, Welun (1991,
1903, 1995, 200 ] has paclayed Habermas's own convoluted, danse, end-
bessly hyphenared prose ine a fostification of adult educators’ nsed e move
bevond simplistic declaracions of the importance of soclal oransformation to
“speak i more s2lf-limiting and procize ways abour the asymmenrical rela-
tonship between the system {s1atz and work) and the lifeworld Covil socieoy)”
(Welton, 2001, p. 320, Giving up “the old Mardan dream of 1ol changs”
(Welton, 2001, p. 32) = necessary in Habermas's (and Wehon's) view if we
are o work 1o achigve realistic and specific social changes in particudar con-
texts. In Hobermas's view the industrial working olass is no ionger the chief
gngine of revalurionary changs. &0 we must locare our effors ar resitance
[n social movements and grassrons aoivism acoress § wide mnge of issues,
For kim this i the only realisde chance we have of preserving and extend-
ing the democratc process within civil seciery, Lesrning how to defend the
lifeworld against the system end bearning hew e restiel the incrersing
mfluence of steering mechaniss within the public sphere (ideas ro be oon
siderad laer in this article) are ardeulated by Habermas as adul: lesming
projeces ar the heart of 21 s-cemtury democracy

Reclaiming Reason: Locating Habermas In the Critical
Theory Tradition

Habermas is often described a3 a eorical theorist, nd there 48 oo doubr that
his ideas have been strongly influenced by thar oraditen's continuing debt to,
and debate with, Mart, However, Rabermas himself mentdons many times
thar e was not formally schogled in the madidon (indeed, he belonged
the Hitler Yoush in hig early adolestence) and thar knowbedge of [t came
threwgh kis owm self-education, in Habermass view, the Frankfurr schoal
never existed in Frankfuer, cnly m New York during che 1930s exibe of che
school’s members (Habormas, F985, po 68). Undeniably though, Habermas's
own intellecrual journey and his surchiogmaphy are inextricably intertwined
with critical theory. He was hired as Adorno's research assistant, came to
oocupy the Max Horsheimer Chalr in Philossphy and Sociology st the Frankfurt
Inititute, and could speak zbout his persenal sonversations with Martuse
just before Marcuse’s death (Habennas, 1992a),
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Artimes Habermas refoes o himsell 25 a Marase, declarng inone breath
thurt “roday T vatue belng vonsidered 2 Marsist” (1992a, p. 82) whils in the
next Breash caurioning thas “I'm net ¢ Marxist in the sense of believing in
Mareism ag 4 sure-fire explanation” (p. 82 For nim Mandsm s o useiul
Teristie vl for understamding the logic of copitelism'z development, pro-
viding “the impetas and the analyrical means o investigana the development
of the relanonship between demacracy ond capitalism” (1993, po 821
Habermas's siew “the fundamened gquesiion posed by More™ is "how capitalist
expansion . . . alffeces the druoture of de life world” [1992a, p. 911, n Jise
with Marx, Habermas sees theorizing as having an exphicaly emancipagory
inent. The purpose of 1heorizing about seciety 8 m wederstand the mechaniims
and Telarions a1 play 50 thit 1hese can be aleered 4o give groacer oppormuniy
for poopic ta reslize Lheir creanve potential. Hisroricol moterialism - Marx's
tevrerival understanding of how the organizarion of productive farcoes up
10 capitalism has shaped social evalurios - Is bound up with bumans' attempts
to becurre more selfawarn. I Uspecifies dve condivions under which reflection
on the Ristory of our species by members of this species has become olject-
iwely pozsible” (Habermiag, 19735, p. 1], The theory's purpose is 1o galvanize
the protetaciac (and thosy bourgeols individuals whe wish to aid the reyolu-
don} by providing insight about the proocss of revolutionary changa. &
“parmies those w0 whom this cheory is addnegaed, whe then with its aid can
gain enlightenment about thelr emancipatary role in the process af hisey”
[Habermas, 1973, p. 2b. In Comnremicntion and fee Evedabion of Seciety
0670}, Habormas refers o hlsrodcal moreralism as "2 theory thal needs
revision in many respecrs ot whose potental for stiioouiacion has skill not
been cxhausted” [p. 94) and deseribes himeclf as engaged i 3 project 1o
bl i “ariadn more fully the goal ic las set for lself™ {p. U4} of providing
gutidelines for the creation of democraric soctolism.,

How does Habeomas s=1 abour reconstructimg Marklsm for the conrem-
pocary era? Heme the cenaality of leaming - parmewlanty adult kewming - dealy
emerges. If a distnguishing characteristic of humans (s their cxpaciy 10
learn, thep sacal seience and edocational theureticiang peed to foous mor:
an hew pdults can learn o create 8 mere mecal. juse democracy. Mare's mis-
woke (ro Habemues) was that e “localized che leaming process imposian
for evelutiun in the dimension of sbjectivating thoughy - of technical and
organizational knowledge, of instrumental abd soratogic action, in shost, of
productive forces” (Habermas, 1979, (o 98). Focusing i bow peaple leam
1w organize production efficlently and explinatively i3 o resmictive, given
that the capeciy For learming permeares all feaeers of sdule life. [n Habermin
view there ore gond reascns for asswening that adult lsaming processes “also
take place in che dimecsion of moral insight, precical knowlsdge, commu-
micarive purien, and the consensusl regulation of acoen cunflices” (Habermaz,
197, p, 981, I wee aire 10 preserve and extend the demoeraric process we need
to help adules jeam how o snicipace and resalve the inevitable conrrdictions
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and tensions of democracy. Historiead matecialism showld be broadened, in
Habermas's opinion, to explore the “leamning processes thal are deposited in
mure marure forms of social incegracion, In o=w productive relerions, and
that in murn Frae make possible the introducdon af mew productjve foms™
(Hebermas, 1579, p. 93).

For Habermas, then, “a criticel rheory of sociery can no longer he con.
structed m the exciusive form of & aotiges of palitcal eeonomy™ (1970, p. 120,
It must broaden s concem o investigate macters of moaliny and comomu-
rication, particularly how @ democranic society might organize iself o
promete the fullest and froes: communicadon possible ameng it adult
metnhers. Ta him this i3 e adult learning project of the contemporary era,
Habermas kos commented thar “ic was always my Fesling that there was no
adequare theory of democracy (n Markism™ (19%2a, po 138) and that “the old
FEranbfur: school naver tonk fourgenis democracy very seriously” (p. 299, Ba
omee thrust of his Marnist reconsuction 18t estatdish the crearbon of gen-
uine democsacy as the purpose of revelunooary change, This has lad him
etghge with Amencan pragmadsm, especially the work of Charles Pierce
and his “radical-democracic humenism™ or “logreal sociakism™ {Habermas,
19928, p. 1E9), Habermas acknowledges that he has “relied on thiz American
version of the philosophy of praxis when the problem arses of compensating
fer the weaknesses of Marxism with respecr to democratie theory™ (19928,
P 1490 and sometimes prefaces his observadons with remarks like “as o
good praginanst” (1985, p. 198},

Habermas has also incorporated aspects of liberalism into his woric, thus
commitring the ultimate beoayal of Marxism o many oo the lefe
Acknowledging that “my Mardst friends ate not enrirely unjusdfied in
accusing me of being o radical lberal™ (19920, p. 1717, Habermas views the
liberal ideal of personal freedom as an impomant critetion to employ when
Judging whether or net demecracy exism. Te him freedom is indivisible and
universal, Jr cannot be 3aid 1o exise f any it & sectety are unfree: "the indi-
vidual cannet be free unless all are free, and all cannot be free ustbess all are
frec in communin” (19928, p. (46), He 3 careful o distinguish freedom
from anarchic selfishness, as in “do your own thing withour regacd 10 otheers."
Freedem (4 a apcizl reladonship in which the rights one person takes to har-
self are exrended o all others, Hence “freecom of chaices inthe last instanes can
only be thought of in fnernal connectien with @ network of inter-persanal
relationships” (19928, p. 1480, Ir Is present only “in the context af the
Communcave structures of a community, which ensures thar the freedom
of some is not achieved at the cost of the fresdom of others™ {1992,
7 144} This valorizing of fesdom applics equally to spoialism: “socizlism
and liberty are identical” (1992, p, 75) in his view, and socialist theory is
“an amempr . . . (0 indicate the necessary condidons whick wouwbd have o
e in place for emancipaied life-forms w emerge” (19922, p. 145). Sccialism
18 oniy a useful jdea insofar as “ir serves as the wea af the epitome of the
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necessary comditions for smancipaced formes of Life, ahou which the partici-
pams themselves would have to reach understanding” (Hobermas, 1994,
p. $13). This imerpretacion of socmlism stresses ity demoeratic iMperatives.
inn the manner of Mircuse asd Frorum, rather than the principle of collective
awership and contol of the mesns of production,

Az well a5 overemphasizing the means of progduction, Habermas feels
that crickeal theary nlso overstresses the way reason has beoume disoroed
under copitalism. & oiajor elemens of his [ifg's work s oo link che unportanse
of learning how @ peason v adulis' abiliy o partiipate 0 denvocralic deci-
sion muking. To him, books such as Eclipse of Reasow ([lorkheimer L9743
and Béglectic of Enlighrenment (Horkheimer & Adomoo, 19721 “tock refuge
in an abserect critique of instrumentzl reason and made only a Hmited con-
wibwtion to the empirical analysis of the pver-comples eraliy of eur socien”
[Habermaz, 10024, p. 5A). Habermas docs noc agree with Horkbeimes and
Adoma ther reason has been so worally instrumensalized that 5 has been
dended of all moral foree. He is atarmed that Diefectic of Entightenmeni is
forced “to oversimplity its image of moderniry so astcundingty” (Habernmas,
1987h, p. 112] din its cffoat to prove thit “in cultural modernity, reason getd
definitvely stripped of s vabidiny claim and essimilied o sheer puwer”
[p- 112}, He also makes the poim thar Herkheimer and Adoeno use cricl:
ral rensun b prova the impozsibilioe of wsing critcal reasen. In falecec of
Enlightenment the "deseriprion of the self-destrugrion uf the eritical czpacicy
i= prradicil, because in the moment of description it sl has to make vse
of the critique thar has been dectaced dead” (Habetinas, 19670, p. 1195

Habermas places his own understanding of remson “much claser o the
practical anitudes of Marcuse . . . to the idea that the Jife of theary is o proj-
cct of practical reason, or conducted in its name” (Haberrmas, 19928, p, 1900,
He declares bis “speciad affinity with 1he olscenriolisy, e, the Mirmsean,
variant of eritival thenry” {19920, p. 1500, which he believes aflirms de pos-
wihility af reesrablizhing reason to serve the creaton ef a humane democracy
Marcuse beckons (6 Habeimas becovee Marcuse “madc appenals to future
airernistives” (Halmrmas, 1985, p 67), “spoks » sraigh, affirmative languuge,
easy to understind® (po 69, and constantly displayed “ooe of his neost
adimiruble feawures - not to give into defeatism™ (p. 76).

Leaving aside the reference 1o Marense's casy-ro-undersiand language,
Habermas's comments on Marcuse could apply aqually to Habermas hine
solf IF Dialecnic of Enlightemment “holds oot scureely any prospect for an
engape foam the myh of purpesive ravicnality that has tacngd nto oegacive
violenee” {Habernias, 19570, p. 114}, then Habermas's owen books szt out ta
reclaim reason and place il ac the coneer of his attempr v ground democracy
in 4 theory of communicotion. In Postmetoplysical Tiinking [Hobermag,
1992b) he staes i big aim "o defend end moke froidul o socal sheony a
wonces of reason that atends to the phenomenon of the lifeworid and per-
mits the ‘conscieusnets of soctery 88 @ whole' . . oo be refermidlated on e
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besis of & theory af inversubjectiviey” {(p. 141], He disepproves of the radical
critque *which equates reason as a whole with repression — and teen fatal-
istically and sestatically saeks refugse In something whelly Other” (1952b, p. 8.
For him, dismisdng reason az hopebesshy compromised and ther waillimg,
uncritical servant of capitalisin of [echnoecracy is e simplistic, It throws the
baby of critical reason applied in the causs of democracy out with the barh-
water of comprumised reason, serving the cause of capimlist exploitation,
Habermas s view of cridical cheory “retains a concept of reasan which assercs
iself simubtaneously against borh sclendific mutilacion and existencalist
downgrading, and which is futhemmore also cnticslly applied to itseld™
L1992a, p. 53).

Hebermnas's reclamation of reason a5 the heart of critical theory is a cen-
eral theme in his work. Reftamed as validity, renson underscores his theory
of commuricative action, which focuses on the assessment of valldicy caims
{is whai we &y understandahle, oroe, and sincers?) Implicit in every speech
act or uitersnee. iis conceps of the Ideal speech situation - “a description of
the conditions under which claims to ruth and righmess tan be disoursively
redeemed” (Habermas, 199%a, p. 171} - is pivetal to his understanding of
the place of reasen in human communication. The ideal speech shuaron
establishes en ideal of full, free, and equal discourse in which understand-
ings and agresments are reached through the ghring of reasens for action
Halberras uses the ideal gpeech situation “r reconsrect the congept of rea-
san, that i, & concept of commundcative reasan, which [would like ro utilize
against Adormo and Horkheimer's Dafeciic of Enlightenment” (19928, p. $3).
Feesnn also liex at che heart of his dscowse theosy of delibérntive democracy,
which explores the reaching of decisions througs rationally driven efors to
ot consensus. In fact ceason, in Habermas's view, underlies che very
gurvival of the spevies: “a species dhat depends on far its survival on [sic] the
struchures of linguistc communicarion and co-operative, purposive-rafional
acrion must of necessicy rely en resson. In the vatidicy claims, however
peeplicic, by mesns of which we are ebliged o orientars wieselves in our
communbcarive scrions, a persistent, albeit vepeatedly suppressed, claim of
reason lies conceaied” (15922, p. 58).

Reason serves human emancipaden, and critice] theoty's concermn with
emancipetion is reaffirmed Jr Habermes's pwn work. He says he "ranaot
imagine any seriously critical soctal rheery withour an intermal link w some-
thing like an emeEmeipalory inerest” (1902a, p. 193} Just is reEscn IS 2 specics
surveal need, 30 15 the desire for emansipation "the calling into queston,
anil deep-semted wish vo thinw off, relations which pepress without necessiry”
(15923, p. 194). Tne dnve for freedom is so “profoundly Ingrained in the
mructure of buman species . . . intimamly bulle Ino the reproduction of
human life™ (19923, p. 194} that it must be considered “part of the basic
strocrure of the theoty of cognitive inverests” (19924, p. 194}, For him, then,
a eritical theery of rdult leaming soudbes how people leamn o realize their
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emancipatery cuymitive intercst in persenal rdatlonskips and in the creation
of pulivicy] forms chas guard thas dnteres: zanlonsly.

Habermas connects the humen striving fof emancipasion with a version
of iccology critigue tha ls focused specifically on parerns and sirocoures of
communlcatian, ldeology critique unmasks hnw idess and theoried wo
accept 45 true — and definitions of what we consider reasonable conducr and
asplianions - werve to support the interesis of the pawerful, To Habetmag
“idectogy critigus wants te show Row . . vnlidity daims are decermined by
relationships of power” (Y987h, p. 116). Embedided in & erivical cheory al
communicntve aetion, dealogy coitigue reveals “ine relaticos o poewer sur-
repuitiously Incorporated i che symboiic siruciures of speech amd scticn”
[Hahwrmas, 1973, p. 123 Realizing the existence of thesc relations is the
TECESEArY precursar to leaming how o sler them, In Hebormas's view “the
relations of power embwdied in systematically distorred communicaiion can
e antacked directly by the process of erithque™ (1973, p. 9, with the result
ing insights leading 1o “emancipation fron unrecegnized dependencies”
{1973, p. 90 Omee agnin, reazon 18 reclaimed as crucial w emancipation.

Befors leaving this discussion of Habermas’s celationship to the erilical
theory tradition, it ie imprtent w note that Habermas smesses the self
eritieal nature of ridcalicg In his estimareon critical theory applics eriieal
reason Lo is own propasitions, which must olways be corgidered provisional
e believes thar critical theory “cam only ake pronoamesnsents with a clasm
o propositional wruch” (19925, po 10LE ond chac we shogld condoct “the
atempt e continue critical secal teory in an vresoovedly self-vorrecting
and self-crinical muede” (19928, p. 212}, Critieal theory's lack of attention fo
empirical proot is a scrious Baw, in Habeomas's opinton, and his ewn writing
displays an smaponishing grasp of empirien] work in lingoistcs, anthropobogy
sociology, cognitive anyd developraenal pevchelogy, and economics, Far him
critical theory moves forwand by engaging les crities an the one kand {some-
thing abermoe does msiantly) and seeking empivical tunfamanon or
refuranlon of s propositions on the other

Problems Addressed by Critical Theary
The Collapse of the Public Sphere

[ read Habsrmas s 2 thearist of democracy whe belizves thar a sodery can
be judged a5 more or loss democeanic aecording o the wises 1ty adule mem-
e Tesir i oW G COME Tu decisions about mattess 1hae affoct their lives. The
mare demaeratie the socety, the fuller the informarion to which i citizens
have aceess, Ths maore complere their learning, the fewer the distormions that
copstrain their communication. Democracy is #ll sbaut loaming o engage
i the frest, least regtricred commuenicaticn pogsible. Thi gregoer the feedom
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of conversalion, the higher the chance chat true critical reason - season
employed te create a just, humane democeacy — will emerge.

Habrrmas srgues thar under comempomary mdustrial capialism, however,
cermiin gocial developments have prevented rhe democratic way of life
Society has become too vast and complicated For evervons 1o sit arpund 2
sable and talk about how they wish 1 arrange things. To use the terms that
Habermas employs across his work, the public sphere hes collapsed, and
oth civil socieny and che lifeworld have become doménated by = sieered by -
mechanisms of momey and powesr. Termns stich a8 the publls pfiere, [ifeworld
and s0 an are unfamilinr o many Amesican adult educaions and have pre-
venited ther from fuilly engaglng with Habermas's work. Bur these conceps
are 5o [nregral w his aempis 1o outline fow demodacy can be established
that they caneoe be avoided. 1 hope readecs already familiar with chese ideas
will lorgive my explication of their meaning in the nexr few paragraphs.

At the core of Habetmas's cotcetn ks the collapse of the public sphere,
that i3, the clvic space or “commons” in which adults comae tegether o debare
and decide thejs pesponse o shared issues and preblems., The public sphere
i5 "a network for comuunicating information and pomnts oF veew; Le. opin-
ioms e:;p::amngafl rmative or negative atdtudes” (Habermas, 1296, p. 260),
The "smreams of communication” thie fiow threough dhiz nenwerk "are, in the
priceds, Altered and synthesized in such 8 way that they coabesoe inro bundbes
of topically specified public opindons” (Habermas, 1995, p. 3600, Az people
talk with varying degrees of informaliny sbou Bsues thae affect tem, view-
poties enwerge that represent the duef clusters of their opinions and thar are
nodeed by journaiists, commentators, pundits, politicians, yovestument offi-
wials, pollstens, medie workers, and so on. As a regult the opinions developed
informally in the public sphere come to affect how more farmal political and
legislative deliberations are conducred. In this way the public sphere 18 “an
intermediary between the political system, on che one hand, and the privere
smerors of the lifeworld and Funcrional svsems, on the other” (Habermas,
1994, p. 3735 This intermediary structure nsver coalesces intw a foemal sysiem
or ssrugure, By definition the public sphere s fuid and resiste caleifoeprion;
*publics canmot harden into organizations or sysrems” {Hebermas, 1996,
p. 374) as their boundaries *remain permeakle in principle”™ Cp. 3743,

Sermedtmes the public sphere i the sire of brief eemversaticns ameng a
frw peophe; sometimes a more susiained discusshon in o larger gioup takes
place. Peepie talk epizodically when riding the bus, ac subway siops, (o pubs,
un rhe sireet, Buc chey also talk in the interstices of larger public events:
waiting 121 hre o che cinema, at halfrieme at soccer matches, in te comidors
between sessions at academic conferences, over coffes aa political congress,
There |3 alio a mave ahemaet form of talk that heppens when rendets, vigw:
ers, liseoers, snd Incernet wiers areund the world connect with cach other
rhraugh media and rechnology. These different %evels of the public sphere
ere nerconnected and fow in and cut of each other so that “all the patnal
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pulrlics conatied by ordinary [anguage remain porsus 1 e ancther
{Habermas, 1996, p, 374). Sometimes, ay Newman [199%) illustraes, ndukt
educaiors can initiate s informal conversation (en episodic public sphere)
thae resulis in 2 coalescende of opinion and @ desire to do something abour
d situnzion (what Habennas eills polivical will-formuation).

I The Serucitral Trongformetin: of the Puliic Sphere (19548k), Hubermas
pairstakingly traies how “the communicative merwork of a public made up
of rationally delwting privie citizens has collapued” (p. 247) 48 soriory becomes
ever dacper and mone differenciased into complex subsyvstems. The own
meeting, village green gathering, ard mbal secle canno provide effective
forums for the kind of public discussion of community comcerns chan Lies &
the hiear o democracy: Yer demecracy connor £x130 without a public sphere
in plance chat alloves peuple to talk wue thelr deelings amd opinions snd wather
cheit polliical emergics bebind o particular movement Eor change. For
Habermas “demecatically consticuied vpinion and will twmatlon dapends
o e supply ol infermal pubdic opinions that, ideally, develop in sorecrurcs
uf an unsubveried poiitieal public sphere™ (19948, p. 308). In the abeence of
any avena in which adulis can come Logether ro debare aud engage in polin.
ical will formation (the develapment of srands of npinion and the dscision
te act on these chat sumetimes comes atter prolonged Uiscasslon), we cannoe
auralely itk abeur public apinion.

Habermuws defines public opinlon as an informed viewpoinl thee is
offered v 2 group of pagple invebeed in an isve after o fell consideration
of all the rclevant faces. In bis views howewer, true public upimion rarely
develops. Instesd of a full conversation and the emergence of political will
rornicicn that veal pubdic opinion raprevents, we have n politeal discourse
controibed by wedln insttutdons, In his words public epliden “has partly
decompesed inio the formal spinions of private citizens without 4 pablic
and paruy becume concenmted inmm Inemul opiniens of publistically effectve
institutions" {1989, p. 247} We have our personol longings and frusaations
thatt we voice te fFmily, friends, and colleagues or chrough necasional lewees
it edicons. shevted representatives, or public afficials. Or we have CHRANLTL
LomE, Pressure gToups, and instucions (corporations, Suvemment agenes,
labor unicns, e American Asswindon of Retived Persons, and su on} chay
disseminatz rhe views of Lhase who cocupy the top posiviuns in these wriwps,
whether or not these views acially reflect the opinions of membiers. The
muss medin then sither serve #s che mouthyiece for thess arganzations or
refranie thelr opinions w suppott the gxisning svsem. [0 dme woh the
Frankfust Sehool's erlligue of mediz and popular eulere. Habormas helieves
thae *the elecironic niss media of tuday is organised in such o way rthart le
eorttrals the lavaliy of o depolliicised populanon® (L9734, p. 4). In these ways
the public sphere B severely dimindshed. Lacking tbe commumicanive vehi-
cles therugh wiich they can moet, disenss, and devide their opinions on how
s and souial dorces are shaping their lives, adules are Iofe privately
voriferous but publicly wotceless,
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The dimnudon of the public sphere is 5 theme dweading throughour
Habermas's work, It features as prominently in laver books such as Beowgen
Faors and Norms (199€), On che Progreance of Comenanizerion (19081, and
The Pesteationa! Consteliotion (2001) as it docs in his earliest work (The
Strcctural Troaghorsation of the Pulic Sphere [ 19890] was originally pub-
liched in Germany iz 1962, Across all these books Habermns reitetates his
congern that adules have losr the habir of partcipating in polidcel decision
making. With che growth of capitalistn and the move from the indusrial o
the information sociery the education system and elass suruciure combine o
force people Mo more and more specialived roles and hupddons, leaving
ghem bess and less preparcd for partcipation in public discourse. This, and
nat 8 wideapread lack of basic skills, it eAe adule learning orizis in Habermas's
view. Economic development's dogic means thar “the unavoidable division of
Iaber pomuilts 0 an unequal diswibudon of nformation and expertas”
{Habermas, 1996, p 325). Some members of soeiery, because of their class
position, tzcial Hemay, and education, have greatsr aceess (o Information
amd hence have greater life chances than others. This inequity is funther com-
pounded by the way “the communicedons media intervene with a selactivity
of thelr awn in this seclal disorbuton of knowledge™ (Habermas, 1996,
p. 325}, For example, adults’ sccess oo, and technical knowledge of, the werk-
ings of cyberspace are determined partly by chiie edecation, incwme, ocoupa
rign, and starus, all of which reflect the wider crganization of sociery for the
Feneht of certam yroupd. Without actess to, or kowledge of, commumcation
technology, large parts of the population are locked out of the public fow of
commmenicadon. Wikhout ownership of an influential organization or pregsure
group, large numbers of adults have noe chanmel through whizh o voice an
opizion. In dhis siteation "the siructures of the public spiere reflen unavold-
alde avyrmmetries i the avatlabilicy of imformation, that i, unegual chances
o have access @ the gengration, validation, shaping, and presentation of
messages  [Habirmas, 1990, p. 225].

What are some of the consequences of the collapss of the public sphere?
O is the growth of a desructive privatom, an unbealthy, uaregreained
forws on the self Habermas notes e widespread belief thet since one has
e way o inthuence discussion and declsions in the wider soclery, one may
as well pursue private goals without cegard 1o the elfects this hzs on others.
In Legitimarion Crisis {1975) ke describes the conditlon of a “structurally
depoliticized public realm” (p. 37) in which administrative decisicns are
made independent of peopie's interears. We have the "application of ingtitu-
tiens and procedures deal are democratic in form, while the citizensy, in the
midst of an abjectively peliticel socieny; enjoy the stams of passive citzens
with coly the night to withhold scclamation” {Habermas, 1975, p. 37). 1a
such a simation civic privatism — “pelitical abstinence combined with an
orieftarion v career, kisure and cemsumption” (Habemmas, 1975, p. 37) -
i bound o flourish. Habermas notes how a “familial-vocarional privatism
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complements civle privatism” (1975, p. 75) by establishing “a family arico-
ttion with developed interests in consumption and leisure n thc one hand,
Ml in 0 career preniation ultable 1o SIATUS eompetition oh the other™
{p. 75} These forms uf privatism are ungersoored by poplar theories entiling
the wirtues of metitocracy, the rise of demweratic clites, and the efficlent
wirkings of technoctanc sens.

As well az the growth of 3 privatized aude to [, e diminution uf
the public sphece neutralizes mtellecroal challenges w the dominan arder:
When itellectuals act as meial eritics to reveal and uncover the existznes of
social inequitics, they need a publlc to consider, and vhen possiliy act on,
such critiques. With oo public to debate the arguments and evidenct they
offer, no comuons In which their analyses cen be heard, intellecruals ave
impotent, offering only The soris of netes o a dying clvilizarion o messiges
i hocthes mertioned ot the e of Diofectc nf Enlighfenment [Herklbeimer &
Adorne, 1972}, Edlipse of Remson (Hurkheimer, 19741, of One Dimensional
Man [Marcuge, 1064). By defirinon, inmelbecmnial work (partcukarly critival
theary] is premised oo the existence of 1 public sphere o receive {0

when intellecioals, wsimg argumencs sharpened by chetonc, inerwene on
hehall of [ighos tiar hiave been nalabed and ouths thal Tive been sup.
pressedd, 1oforms that ang overdue and progress ot hus been delayed.
they nddrens themselves [0 & public sphere tha is copahls uf response,
ulert and infusieed, (Haberinas, 1909590, p. 73)

This spliece is itsell dependeny oo, and safeguarded by, the existence of con-
sripyional safeguards inteliectuals "gely on half way constituricnal sente”
(Hobermas, L9890, p 733 amd on "a demueracy that for its parm survives
only by virmee of the involvement of Hiizens whe are 2a susplcions as they
are conthatlve” {p. 73]

Tha Decline of Civil Society

The collapse of the public sphere is a function of 2 coneutrent soiul devel-
vpkent. the dectine of civil society. Civil society essenially comprises 2li
those o of collective human association not directly contrelled by the
S1a0¢ o wurporatons. Everything from campools w prufessional ceganiza-
fians 1o altermative politicsl movements s porentially pare of clval sociery
Unlike the mere srmphous and porous puble sphere, civll sciery Fraduently
oxganizes [eelf inro groups with clearly desygraicd hierirchies of corminung-
catdnn and condidens for membership. The adulc Bdieation Besearch
Conlerenee (AFRC) and the Commission of Profeasoes of Adull Education
(CPAE) in thefr ditferent ways shew some of the viriey of viwl socicon
AERL, with its nomadic annual wapderings aeroass the Norh Americun oo
tipeal, is lack of a formal membership. and its reliance on vord of meuth
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m publicize its acrivitics, is & bocsely organized part of civil socien: By way
of concrast, CPAE 1= more dhosely structured. To be part of CPAE, for example,
one needs 60 hokd a job with the ire “profeasor” and to reach pnjversivy grad
uate courses in adulr educasion. One also neads o be part of 4 larger, dues-
paying professicnal crganizadon (the American Associadon for Adult and
Continuing Bducation), with its anendane qualifications for membership,

Habermag defines civil socicty as “composed of those more O bess spon-
targushy ereTgent associatinns, organizations, and movemenis that, artuned
to how societal problems resonete in the peivare |ife spheres, ditill and
ransmit such reactions in amplified form oo the public sphere” (Habermas,
BS990, p. 367). Within the differem institutions of civil sociery people dissern
problems of social organizatign that they sometimes oy 1o raise a5 (sues
wirhin the public sphete. In the fedd of adolt edecation, for example, some
pracritiemers lament the infiloation of human sapital perspectives into the
ways aduic educators think about, and do, their work. Others are worried
about the wey aduk frerecy sometimes hecommes a palliative o preserve an
unagual syecem., rarher than a force for soelal change. The decline of volun-
rarigimy, the meplacement of face-to-face lrarping by online instnicdon, the
ascendance of efforns to certify licenss, and professionalize the feld, the
deniai of funding to more radical, alternative adulr educerional initanives,
awd the genera! margmalizadon of provigion for adult edweation (the kst to
be fundad, the first ro be out) - all these are concoens that ariss in that par
of <ivil sociery we call adufr edveaion and that some within that part try to
“distill and rramgmit’ w the larger public spherg ot imms for discusslon.

N arginalized groupings, by the way, are nor encirely powerless, Somenmes
thise organizations and movements exiled o the periphery of civil sucieny
hawe “the sdvantage of greater sensidvity in detecting and identifying new
probiem sicoarions” (Hobermas, 1996, p. 381 ). Habermas cites as cxamples
the wiry that cemain lssues (ecogical threams, Thied World crises, faminism,
muliicultaralism) “were brosched by Ineellecnuels, converned citizens, Tadi-
cal professionals, selfproclaimed ‘advocarer’, and the like” (1996, p. 381)
hefore oocupyg space in an edmittedly diminished public sphere. As non-
governmentel oiganizations, ¢nviconmental agencies, and activise groups
acToss me world begin to coordinace their activities in oppositon to global
capitatism, chere iz increasing 1alk of the idea of intermarional civil soden; As
with domestic civil scciety, the inemational comnserpart &lso fross issues
inco the realm of the inremaconal public sphere, ensuring dhat the agendas
o formil institutonal groupings such 3 the World Trade Crganization hive
to tuke account of ntemational civil society’s concerns. Given that the organ-
izadions of domestls and imternational dvic socieny fregquently xenernite ssees
that ¢laim srenten in the public sphere, Habdrmas argues that *the commu-
nicatlve soucrures of the pubhe sphere must (rather} be kept dnac by an
energetic civil sociery” (1996, p. 3690,

Unfertunately civil society is diminished as the polideal system of stawe
poweer, and the eoonomic syseem of the capitalistic pursoit of profit, become
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ever mote dominsnt in our lives, Tn Mewinan's {1999 words “eivil sociecy
may become what is left cvet by our lives afier the pans tha: really motrer
hawve heen 1zken out” {p. L5900, Wieen (e politial and cconumic systems
aperate campletely independently of civil society, then sajor decisions regard-
g oty 1lses pre Tade with uo change foe cheir meries to b2 questioned ot
for alrematives o be projumsed or discussed. Thers is lintbe puint i joliing a
tefanis’ growp, of shewing up @ nelghborhood meetings. o all we are able
1 dio is choose amony options shoped end presented w us by podital v
Busimess i ebosts on macters thar are relasively wivial, Spending wordinaee
amouns of time debating the shupe of & new bus sheler while a looal indus-
mwinl plant pollotes the deighborkood’s i, tor caample, & a pale version of
the rulrs civil dialowue a democratic seoey roquines,

1f wivil sowiely is on the defensive, then the Foreos thar deterimine hew the
peitical and econumic svstems ron (what Habermas calls “steering mech-
anisms") operaz more or lesa unchallenged. The sieering mechansms &l
moncy (1he purseit of profic chrough the cxchange ecomomy) and power (the
mamtenance by dominenn groups of o systemn af kleolugical and rechnocrarie
dominsilon] star e encreach on eivil seeiery. Por example, the market - the
web of econamic exchanges, price contmyl mechanizms, cariel dgregmens,
and patienns of consumption — iMpIRges on our livees in weays thist seem unoon-
trollable, bevond vur influcnee. Bonm and bust, reeession and growl, belp-
wanted siang or long dube queues - all these ssem like random happenings,
as ungredictalde and beyond our comirel @ 4 sadden ran shower (R
Habermas's words economic crises “lose che character of 2 fate accesible ta
selfredflection and amuire the objectivity of nexplicable, contingoRn, mEns
ral events” (1975, o, 303, [n addition we wse market analogies - e “iee
market of idead” is 8 good one - [0 SIEUCTIE T COOMCEEATIONS we have in
civil society amd in the public sphere. The self-fulfilling fallacy of this anal-
cgy it 1hat market operationg are nod free at all. Those whe excreise the
graacest influence in the “fTee” markel ate cften these who alteady hawe the
prentest power The same is true of conversarion circles. Thase nsed to
gpeaking Lecause they have the right accent, because they niave 4 farcilicy im ehe
dominam language, or because their eduwcation, money, skin cnlor, gender,
or social pustion ensure their cpinisns will be lisencd o esercse « dispro-
perrtienate influence,

The Irnvasion of the Lifeword

Ax well s encroaching on vivil socleny, the steering mechianisms of money
and power also invade the Weworld. This is dangerous sinee “communica-
tion In a public sphere that fecrais private persoms feam eivil soviely
depends on Uhe spoatinecus inputs from a Lfewerld whose mre privae
damains are intse” (Haboumas, 1996, p. 4171, 1f the lifesworld 1z conrrniled
b moncy and powes, then all the discussions we have in the public sphers,
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and all the topice we raise for discussion in the organizations of civil socety,
&re profoundly tainted and compromised by money and power wirheut our
cveT being aware of that fact,

Unlike the public sphere or civil society, which can at beast be seen phys-
ically [albeir somertimes flzednglys b the form of conversations, gatherings,
associanons, and organizatiang| scrivities, the Bfeworld is chiefly 2 mental,
even a psychic, phenomenon. It exlsts prereflectively, inside consclousness.
Segments of the Lifsworld can be glimpsed when ey are firown inta sharp
etief a5 situations we bave Lo respond Lo, and this is where we can fee most
clearly the encroachmerit of steering mechanisms. But as te shadowy "hori-
2on af shared, unproslemetic beliefe" [Habermas, 19%5, . 221, the life-world
@annot be penetrad. In Hehermas's view it is by definition unknowable.
The lifeworld i 8o ingreined in our structures of perzeption and commund-
aton iiat we cannot stand outside it and reflect kack on i Ir s “alwaye
already there,” to use a common Hubermas phirase, “s contexr thar cannot
be gotten behind and cannet in principle be exhausied” (19872, p. 133).

what exictly is che lifeworld? In one of the most quoted sentences from
the seoond velume of The Theory of Commmimmicmiive Acdon (L9871, Habermas
describes it 28 “the dnuiively presenr, in this sense familiat and transpar-
emt, and at the same time vast and incaloulable web of presuppositions that
have o be satisfied o an actuad utterance is m be ar all mearingful, that is,
valid or irvalid™ (p. 131} As ome graduste stadent dryly remarked to me
when [ presented chis defininion, “Thar’s not exace)y helpful is it?" A simpler
definien on the same prge is perheps more helpful; “the lifewarld forms
the iodirect context of whar 15 eaid, discussed, addressed in a situation”
(Habermas. 1967a, p. 1313 It is alf chose sssumprions that frame how we
understand the xperience of Jife and how we oy o canvey that expechenioe
to athers. Thus, “the liféworld forms a herizen and & the same time offers
& stowe of things taken for granred i the given culiure from which commu
nicative participants draw consensual interpretative patterns in cheir efforms
al mterpresacicn” (Habermne, 1987h, p. 2981, 1 think of che lifeworld as the
backgrownd rules, sssumptions, and commensense understandings thar
structure how we perceive the world and how we communicate that perception
tor those aroured ws. This Kind of primordial, prereflectve knowledge howers
in the background of existence, a shadowy fame o all we think and do.

The lifewoald is all-pervasive, the perceptual oxygen we bieathe witheut
ever really being aware of our thythmic inhalarions or the way they keep us
alive, Because it “pnly exisr in the distinctive, pre-reflexive Form of back-
ground astumnplions, background cecepeivities or background relations (i)
dizsolves and disappears belore our eyes a8 5007 43 we try to rake 1t up plecs
by piece" [Habermas, 1%92a, p. 1090 It saturares our conversatons, form-
ing “the herizon in which communicatve actions ate ‘always slready’ moyv-
ing” (Habermas, 1987a, p, 119}, The culoural knowledge embedded in che
Jieworld s “always atready familiae” (Hzbermas, 19875, p. 132), spresenting
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-a stomehouse of unguesticned cultural givens from which these parricipas-
g In commimicatkon deaw ayreed-upon patemns of interproction fur use
m thels interprerive eiforts” {Hobaermas, 1990, g 135). 50 overy rime we
communicate wirh annthee porson. s Tt mydng o doowith you by putting
theie marks on a page. we G0 50 within o clusien o web, of unwattingly
shared understandings ongd vnocknowlediged ways of perceiving, Hence “as
We BNgaZE iN COMMUnECALvE fkring., the Bfcwerkd rmbmices us a8 an wnmmedi-
ated cenminry our of whose immedinle proimety we Joee and speak”
(Habermeas, 1996, p. 223,

A key element in Habeemas's meatment of chis iden is 1l e [iFeweasrhl
glasys remains in rhe Dackground” (19672, po 13ip. impencorable amd
unknowikle, 5o matter how lrd we my e anoover and exanie ol we ane
Adecmed ro perpeetual frusteacice. This is bocawss “the life-world s 0 wnproh-
femenic 1hat we are simply incapEble of making oursetves conscious of this oe
that part of it ae will” (Habeesas, L9920, p. 1100, IF we 1oy to identify and
examine the citlmaesl knowlzdge it omitaine, we see it vapaniac Juss i it stans
19 assume shape; “nes suanct has it been thentatlzed. and thereby cast it the
whirlpod ol possible questiong. chian 7 decompeses” (laberm, 1996, p. 23]
To stdy the lifoworldy cunlouts would | s impossible ey o bigmauthed
basa's levitating ou of o Minnssor lake and makay a lelsurely suray af the
water' s sucface in midair i discorm wheee the juiciest mitnows are swimming
or where the owss predutory anplers are moorsd

Again and again, across all his welling, Habermos sonphasizes the enclos-
ing toaliny chat is the lidewordd, Tn The Vheory af Commisticatia Acti
119A7u). & i a horirom behind shich we cannet go ..o tntalicy with no
reverse side” (p. 140, in The New Conseevetisne (1989a) “a background
wotaliny” and "y tabzing verex” (po L1200, in Poimetapivsioad Thinking
119%2h) “a pacuus whole of familiorities thar are prereflesdvely present”
ip, L6b, in The Philosopdriend Diseotrse of Modeminy (198700 “en incuilively
known. unpreblematle and wnannlyzable, holisrc buckgrownd” {p. O8]
anck in Hevweert Bocs oned Morhs (19963 U panetzating, yet lacens and unno-
deed presence .. oaosprawling, deeply s, and woshakabile rck of back-
ground assumpilons, luyahies, and skills” {p. 22} although the lifoworld
repriesents otal entlosure, there are times we can brewch ins fences or snimble
acress gups in its walls. Habermas aflows the pessibilicy of eur becoming
awate of the false knowledge, distorted assunions, amd selbdessructne
prasuppositons the hivworld contsing when we are confronted with g
ticular sibuation chae deasands actlon,

In petion siteadoms the lilewes Ids Berizun becomes o liele less hazv as o
sogement of it "eoimnes Lo view” {Habormas, 19870, p. 132). Sinve wdultheod
emrails "he constant upscr of disapponioent and cortradicion, contngency
and critique in cveryday life” {1996, p. 221, there are plemy of uppartuni-
ties for us 1o condront these differsa lewaorld segmens Siuations constantly
arise — jobe dismppeat, celaionships fall apnt, neighborhoods chanae,
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friends berray 15 (of we betray friends), those close ta us fall seriously il oo
dig = thar demand responses. As we work through these situations, we real-
ize chat lifeworkd knowledge end assumptions are perhaps not the accurate,
dependaple realities we had imagined them to be. Even though the total life-
werld G preflectively koown and “given ro the experiencing schisct gs
unyuestinnable” (1987, p. 130}, we can exanine thag segment of it thrown
inm sharp relied by the need to set goals and 1ake actlon. Habermas writes
that “in the light of an actval situation . . | the relevant segment of the Life-
world acquires the srarus of a eontingent Teality that coubd abes be imerpreed
another way™ (1987, p. 131],

When adulrs deal with sivatens that demand acfons fram them, glimpses
of the lifewerld become possible. Pizces of |t alss come inte view in the
process of what Habermas calls symbolic reproducrion. The Hieworld i always
oo renewed and re-created as we involve owrselves in communicarve
actic:n. On the one hand “in fallibly interpreting = given situation” (Habermas,
1996, p. 324, communicative acters (that s, aduls mving to understand
what's happening te them and boping ta reach agreemeonts with others in the
situstion) "muest drew from cesources supplied by thelr Efeworld and net
under their contral” (p. 324). On the other hand, “actors are o simply at
the mercy of their lifeworld, For the ligsworld can in rum reproduce self
willy through enmmunicative acdon” (Habermas, 1996, p. 324,

In communicative serion our assumptons and twicve preunderscand-
ings are all the time being put to the tesr 55 we ate asked tacitly to acospt
suggesriods, fustifications. and soctal arrangements that are presented to us
as ohious fact. Habertas believes thal “in commumicarive acrion, which
reguires raking yes/re positions an claims of rightfulness and wrechfulness,
T Jess an reactions o claims of ouch and eficiency;, the background know
ledge of the lifeworld {s submied rm engoing tests across it entire breedth”
(1967h, p. 3210, Every Time we ure asked o nod our heads - literally ex
figuratively - to semething that somenne «lse says, ot 1o the way a siuation
iz framed for us, the lifsworld is put to a brief examinstisn.

A any torslisarian leader sooner or laer realizes, reproducing o cloged
swsrem of |deas ic ¢ slippery business. [nevitably 2nd eventuglly unforeseen
evenls iNErvene i rake the reprodoctive process ooc of the leadership's eon-
trol. This is even more the case where what i5 being reproduced - under-
standings, asswimpdons, inruifons - i3 symbolic rather than material {such
a3 organzatonal Htuals, insotutional behaviors, and coomomic and commu-
ity conventicns). Of course “the symbolic reproduction of the life-world
and its material reproeducifon are internaily interdependent™ (Habermas,
1987h, p. 322} in that the smocth functioning of social institutions depends
on pecples sharing an unspoken agreement w their leginmacy, Overstl,
then, the lifeworld sitives to ensure continued social solidarity threugh che
transrission of “oulurally ingrained background ssamptons" (19870, p, 208),
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The symballe teproduction of the lifowerld fulfils theee impoceant fige-
cions: che propagaticn of cuitaral radiciens, the incegratéon af Hrmeps by norms
and values, aml the socialization of syecooding gemerstions” (Habeimma,
1987, B 259), As @ resul of this repredoction. people draw from the -
Werld “consensnal paiterns of interprecaiion,” “pormatively reliulde pacemns
of social relathns,” and “the competencies avquired i socializarion [ rigEs"
tHalrermas, 1987h, p. 314) Cultural reprodiction “secures the coniauity of
waclirion ind 4 coherency of knowiedpe sufficient for the conssmus needs
of everyday pracice” (Habermas. 1987k, p. 3430, The qultural frame from
witich we uperzioe sruoiures the way that “rewly arising situativn: ean he
commected up with cxistnyg senditions i e word” (Habomas, 19870, p 333)
and helpy us decide what is the mosl appropiiate 1espaN&E 1 & siTuacon,
Social integration “kes crre of the courdinatdon of acuen by means of legi-
imaiely regulated Intefpersonal velationships and lends constaney 1o che
ilentity of groups" (Habermas. 1987, p. 3443, Such inteyration oums o
enswe thar we leam the hahitual ways our group sohees probloms, seiy
goals, resolves dispures, aned 3o on. Finally, socializetion “securss the aogui-
sithon of pencralized capacities for action for furuge gencracions and rakes cure
of honmonizing individual life histories and collective life forms” (Habermas,
19870, p. 344),

Culvral reproduction, swind integratien, and socializarion happen only
@ vee comumunicate with each other In chis way the [ifeworld “reprodeses
fzelf only throagh cngoing counnunicndye actlons” {Hubermas, 1496, p. 32}
All the speech acts and linguistic uterances we produce a5 we strive m
Urlerstand each viher's behaviors and LEY TG CONTIC 10 COMLuaiarjve AR
meNEs setee 1w reproduce the lfewarkl, So communicative getlon and Jife-
world ceproductisn are conlemprreRoons “the hetwork, of conuDULcatve
actinn iy powarished by resoutees of the Blesord ond is at the sare tme the
medinm by which congrete ferms of fite are Teproduced” (Habwrmas, 19875,
B 315).

Tty paines of entcy snto examining Ui liteworld are available ro sdules,
ThE}'Ci’Iﬂ analyze silvations demanding action, or they can saudy che numer-
ous everyday 2greementa they implicichy make as paen of Lifgworld reproduc-
ton. Habeemag belleves thar philossphy ean help us vse these points of eqgry
m discern when the lifeworld & bedig invaded by the sceering mechunisnis
of money and power, Gne dmporian rask of plillcsephy is 12 “contribute
making us vonsvicus of the deformations of the litewarld" (Hoberias,
1992h, p. 504, a5 in challenging the unspoken assumpnon camperidon
is @ nacural survival mechanizm. Hakermas quoses as an example of ieolog-
#al doninacion “the idea thar 1the vapaciny to compste on an incernationa)
srale - whether in mackers orin ource space - is indispenszble for aur very
survival” (1987, p. 3670 This, o swys, iz vone of Uhase everpday cetritudies
in which fystemic constrainem are condensed” (1987h, p. 367 Ancther
might he infiltrotbon of the concept of retouling ineo che lexicon of adule
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education. Retocling the workforce through adulr edecation tims adult
education into o ferce serving che systetm (gince workers are mrained fo per-
torm the job functions the seunomy needs © work more efficiendy) and one
thet dehumanizes people by viewing them as machines {sinee rervoling,
like recalibraton, is scmetting cne does w a collection of moving but inani-
rale parts).

The mvasion of the lifeworld by adminizieative and economic systems is
4 mateer of exrene cohcern o Habermas. He refers to an “arising aware-
nese of the infilration of capital Info areas of ik which until now were
shielded from i by tradition, end within which dhe values of capiraliso soclety
leompedsion [or staus, pursull of gain, instrumenialization of existence)
were pot hitherto dominant” (Habeomas, 19928, p. 661, When we study
crises in gur Jives, we can sometimes se just bow much our instinctive ways
af undetstanding and responding oo these have become shaped by capitalis-
ric or bureauctaric ways of thinkitg, A intimats telationship falls apare, and
the parmers lament their wasted emational investment. Parents having mou-
ble with thelr children are tobd to establish a series of conracts specifying
duties, obligatiens, and expectations. These are manifestatlons of how “the
foundapons of a lifewordd thet is already rationalized are under assanle”
(Habermas, 1992a, p. 117). When we think of our days as divided inw work
time, relaxation rieme, guahty time, and Smily bme, or when we regard owr
marriages a3 work peams peared oo the achievermeny of particular goals
(such as ralsing childeen or buylhg & hotse), then "what is et stake s the
symbolic reproduction of the lifewarkd itself™ (Habkermas 19928, p. 117) as
It hecomes deminated by bureaucratic rationali:.

Habermas's analysis of the crises facing contemporary socery Is somber
reacing. The collapse of the public sphere, the decline of civil sociery, and
the invasion of the lifewcrld are manifasiations of a broader boss of social
solidarizy = in his view the truly endangered resource on the plapet (Hebarmas,
1996, p. xlii). In Theory and Precrice (1973), a collection of essays mostly
published in the 19603, he soutds a distinctvely Mavcusean note in his
warning about hew falre needs and false freedom separare people From
eich other: “scurvy and rickers are preserved today in the form of psycho-
somatic disturbances, hunger and drudgery in the waseland of externally
manipulated motivation i the satisfacton of needs which no longer ‘are
onz's awn'™ {p. 1%46). In contemporary soclety the “anonymous compulsion
of indirect masipuladion™ (Habetmas, 1973, p. 195) extends further and fur-
ther tm invade “ever more extensive domains of secial life” (p. 196). [0 such
a sociery social compulsions are felt s inner needs: “directives lose their
form of commenids and are tranalased by means of soclotechnical mandpuia-
tion i such 3 manner that these ferced (o obey, now well integrared, are
altowed 1o do, in the consciousness of their freedom, what do they must™
(Habermas, 1973, p. 196,
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Thits lass of selidanty and co-opkon of our inner needs by commerce and
sdminstration is enmpounded by the eollagme of our belief that reason can
be used to oreate a heoor waorld. In Berweer Fooki and Norms 4 199460,
Haberrnas declares that the 200 century “has ught v che horoor of existing
ynrepson” (. ¥il and thar, a5 @ resell, “the last remaing of an essendalist
st in peasan v boen destroved” (p, slik. With the rejection of reason
~poalitics has ot its orkenisnion 2od scifconfidence before o rervifying back-
ground” (Habermas, 1996, p. alil, Exlegical crises. Northe/South dispori-
ties, ethnic strite, ard the oollapzie of sodalism have all cat dowhbt on
people’s capicity m butld 2 humane workd Bui this ks just the surface of the
aroblem. In Ilabermas's view “rhe unrest has o sill decper source, namsls,
the senss than in che age of a complercly secularized policies, che rule of law
cannet be hind of saintalned withow a radical demoeragy” (1996, po xlily,
The prospeers of surh @ demecracy's emergng wre dim indeed as bong as the
iendenies owtlined so five remain sochallenged.

Hawever all is mot kst in Hebermas's view, gnd it 15 o dizsasmrous mistake
1o Tepluce reson with @ hurtling inoo unrcason. TF rezikboort tom be rescied
from ims co-opsion by rooney and power. e wdules epn feam bew oo use &
1 build a more participatory democracy Democacy is Habermas’s reymnse
e deminarion and, as we shall see in a mowent, he ties his ieeest in adol
fearning mnd his thoy of communivitive acrion to the idei of 4 truly delib-
erative democracy Such i democracy would help wosntet “the depoliticizacion
of the mass of the population” (Haleremas, 1970, p. 755 and o some way
va reviving a public realm curreonly “confined ro spectackes and aockmstiamn”
Lp- 75). It would alse help sever the link borween fechnoorady (the posses-
sion and exercise of sclentific and technological skills o informntion by 2
small, unwcpresentative elite) and domination. Tike Marcuse, Elabermas sevs
the uneritical acocprance of the rechoocracy thesis - *a perspective in which
the development of tie social svstem seems w be determined by the logle
of the seentilicacchnical progeess” (1970, p. 105) — as [ying at e core of
deminrion-

Technoanry acs = a force for dominution by promcting the belief tha
lifie % pesncipally @ motter of techalcal admarment, All problems - emouenal,
spiritual, and spesel — are soen as Cixolile by the appliciwon of technalgs
This “dewninant, rocher glassy background ideclegy which makes a frtish of
science, is more irresistible and farcher-reaching chan ideclugies of the obd
wvpe™ (1 labermas, 1970, p. 111). because it sevuses “the repression of “ethics’
as such u5 a categary of fife” (p, 112], Tochnooratc conssiusngs: (Lng all
questions conierning how to live into instrumenral, eather tham mwral or
ethical, questions. People ser personal or spiritual ks and make echival ur
ol degsioes az iF thow were purely rechnleal maccers. As o resuln “the reified
models of the sciences migrace o cthe sevtoculiural lifeworld and gain
objertive power aver the bacers selfunderaanding” (Habermas, 1580, p. 113),
AnTicipating cuTtent cONLEOVEEsis over genetic engineering by 3 decasles vr



154 Philesophlcal, Seciologhcal and Psychological Thaorles of Learning

mare, Habermas shstches out 2 frightening extension of rechiocrasie dom-
inaden in which "behavioral comtrel could be institured at an ever deeper
level tomarrow throwgh bistechnic intervention in the endocrine regulating
syacem, not 1 mention the even greater consequences of intervening in the
genenc transmission of inherited informacion” (1870, p. 118),

As he sees societiss goow Jarger and increasingly differentiaced,
Habermas affers the hypothesis thar "the more complex the systems reqgulr-
ing steering become, the grearer the probakality of dysfunctiona) effects”
[Habermas, 19854, p. 51). Producrive forces beconte devoted to destructive
ends, sremps o plan soclery (fransportacion, health, educarion, welfare)
backiire disasorously end induce mote dismeprion than existed before, The
increasing commerciatlzation and bureaucratization of life generates “dis-
turbances, pathologicel side-effecrs” (Habermas, 19528, p. 1120 in the life-
world “and interferes with its symbelic repredisction” (p, 246). Although
superficially reassured by rechnocratic logic. peaple are subject to a deeper
umease. Habermas writes of the subtle “deformation of the Jifeworld thesis
thit i regimented, dissected, conralled, and wabched over™ (19689s, p. 59)
and the ways thar "social confliees . . . have been shifred cver it the pey.
chobogical and physical domains and inremalized” (p. 59}, People are plagued
by the unspoken sense that econcmic, ethnic, or ecalowical dissstem are likely
to explods t any mement,

The preconscions awarenass that pathological disturbances lie just under
the surfaee of exizrence induces a fesling of hopelesness, what Habormas
characterizes a8 “a cerratn #n-de-sicelr mood, a sense thak time is munsing
au” {1989, p, 1823 In kis view the dread that hurks, dimiv sensed, in the
periphiery of iife is reflected in the populariey of postmedern anakysds. To kim
it 15 no accident thas the thegries gaining in infuence rodey are those that
illustzare how the forees fram which modernity draws Uiz uzopian self-
eghfidence “are in acmality mming aulenomy nto dependence, emancipation
inte oppeession, and reason into rationalicy” (Habermas, 1989, p. 510, Ina
thearetice] sltermative to the nihiliom these theorizs can induce, Habermas
draws on the affimmanive srein of eritical theory he associases with Marcuse
Lo propase a iew mede] of democracy based on the innate need of humans
o communicare. 11 1 e his beliel in the pover of edults learning comemi.
nicative acton and the centrafity of s o the demeocraric deeam thet we
MO DOER.

Learning Demacracy and the Centrality of Adult Learning

In the preceding paragraphs [ acknowledged Habermas's liking for the
affirmative stysin of critical theory represented by Marcuse, whe ot cne poine
dezlared “no one could e moe of & democrat than [ am™ (1970, p. &)
while alzo recopniting that “the true conditons of democracy seill have o
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be ereated” {p. 800, Like Marcuse, Habermas has o= one of his centrel proj-
ects the snderstanding and creetion of the conditions Tor dewocracy. Adulc
learning has a eruckil mle in this offorn, since Habarmas's hupe for regener-
aring demmperacy regides in sduwhs’ copacity o lear, n partiesli, e lesm
how o resist the decline in social solidarity by recognizing and cxpanding
he demuTasic processes blerent in human communication. Adull learn-
ing, for Habermas, s contempuraneows with existence, a namurally cecurning,
phenomenon that can be prevented onby by stme dct of SURDIESIIOD C00-
ducted by an external forve, 1n maiy wavs the most inmiguing phenomenom
for him is ot how adult learning happens, but how @ deesa’t happen, If
lepaming s such an smmnipnesmit part of adukhood. then the problem thar needs
explaining 19 why in isn't everywhere. To guete a typically Habermasian ten
of phrase, “not dezrniig, bud met-fearning i the phenomanon that calls for
cxplanation” (Habermas, 1975, p. 155

The explanation Habermas proposes & to why adults ase not contnually
and conspicususly learming is that contemperary pelitical ind economic sys:
tems, and their varous steering medis, aitempr o foreclose the possibiling
of any ledrning that challonges systemic imperetives. 1 critical learming can-
not be blecked nt che cuisen. then thege syspems oy o divert s energy into
channels thar confim the lagitimacy of the exising order But make oo mes-
rake abews i, in Habermas's view learming is what adults do ail the dme,
uniess something actively prevents this from bappening. Aduls have “an
automarcic inzbility not to learn” (Habermas, 1595, p. 15 thar is a defining
fepmure ofF adult exisgience. Although ho warks within o different intelleciual
wadifion than many of chose wdull educawars who tesearch self-divecred
learning, Habeimas agroos wirth their contenrion chas adulis leam continu-
ausly and in o yariery of settings. This continuous learming bappens inespey-
due of wivethor of M these aduits dre paticipating in formally sponsored
and arranged programs ol education

In Legatimanion Crsis (19750 Halernas skewches cut two broad fooms of
learning, nonreflexve and retlexive, o distinetion taken up by Mezlrow n bis
infloeneal 1967 article, Monrsflexdive foaming is leaming withour o critiml ohe
ment. I is leamning to submit wdthoul resistanee o rules of debate, rgument
arvilvais, and decislon-making processes thar che domingn: cubure favics
nocauise rhay cur off any prospeer of challenge to that cuore and prevent te
linking af decision making w deeper mesad inguiry. Hence “non-reflecdve
Jerning vakes plass in aciion contexts inwhich imphaitty razsed theoretal and
practicnl volidicr cluims are minvely taken for granmed end aceopted or repectod
withonn disoursive consideration” {Habermas, 1975, p. 15).

Reflexive leaming, on the other Band, is leaming suffused with criticaling
in this kind of Icarning, we learn to question and challenge evervday prac-
tices ur social wrranwemnents by discussing with othors the extent o which
dhese can be justifed. Soee I i@ condwced by vsicg gihers as oritical mui-
rors. reflexive learning i theredore inherently commuicative. W nvolves
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U COTPArING our experiences al opimons with those of others and con-
sidering with them the merits of the evidence proposed oo juseify djfferenr
eliefs or courses of action, Thus “reflexive learning takes plice through dis-
coursss in which we thematize practical velidity claime rhat have become
problemaric of have been rendered problematic theoush mscitutionalized
doubi, and redeem or dismiss them on rhe basis of argumenrs” {Habermas,
1975, p. 18], Put more simply, wefleaive learming involves our talking over
wiith others the conflicting evidence availzble o us on whether o not things
heve been ordered the best way they could be in society and whether gr pat
corporations, bureaucracies, and povernments act with the bezt inverests of
the peaple ar hearr.

The extent to which adulrs engage n raflexive lsaming ls nor a marrer of
chance but rather one of social determinaton. 1z depends an "whether the
organizational prineiple of the sociery pecmits (2) differendaton berween
theoretical and practical questions and (b} transidon from nonereflexive
(pro-sciengfic) to reftexive learning” (Habermas, 1975, p. 15). For example,
leamning to question the dismibudon of resources, the right of certain groups
m rule, or the morality of 4 president's unilaterally ordesing the invasion of
anather courtry can be blecked or prevented oerright if the feworld holds
such leaming e be deviant, immoral, or unpatriode. (0 tis way whar look
ke selfdiected bearning projacts are not individually devermined ac sl b
socially framed, Indeed, as a generel rule the development of an individual’s
rflective capacitie: is alvays culurally bounded: “since the cognitive deved-
opment of the individus! makes place imder secial bounidary conditions, there
I% a circular process herween societal and individual leaming™ (Habermag,
1979, p. 1213,

One dimansion of reflexive leaming of interest oo Habermas thar does
not appesr much 0 the adul learming Heerarure is evolutionasy learting.
Habermas sees such earning as the overall lever for soclewl development,
“the fundemental mechanism for social evelution in genersi® (Habermas,
1975, p. 13}, Without a socially sanctioned engagement in leaming, socpwsty
remains in stasis. [0 reviewing histoeica] snd anthropological evidence,
Habermas abservies that “the initial stace of archaic sociedes - . . could irself
e changed ondy by consructive bearning on the pact of socialized individ-
uais” (Habermas, 1579, p. 121). Consequendy it i In o sociery’s best inrerests
[assurming, of course, that evolution is 2 good thing) w erganize evolution-
ary learming processes as well as velying o thew natural emesgence.

Twe condizions need w be in place for evolutionary leaming to ocowr;
“on the one hand, unresolved system problems that represen challenges; on
the arther, new levels of [sarning that have aiready been achieved in world
views and are latenchy avaflable bur nor yet incorperated into actlen systems
and thus remain instirudenally inoperetve” (Habermes, 1979, p. 122). The
case of global warming repressnts one contermparany apportunity for 2valu-
tonary Jearuing o ocour, macial tension anather, the Afmican contment's
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AIDS epidemic a third. §a each situstbon an wnresolved system problem has
emerged that clearly repressits an encrmous challenge 1o humankind.
Thewe are a1l system problems because they sicher are caused by the actions
af people in @ system run for coonomic poofic or are raturally ecourring Sur
exacerhated to criss levels b the deslre for profic or che retusal of tiose in
power i admin o problom exists, Seme adalls o civil snciety - activists, cone
cermed professionsks, and o o0 - have forced awarends of Lhe need to learn
new ways of responding o thess crises inw the public sphere. President
Bush's refusal v sign the Kyoto accord, vece rivls i downiewn Cincinnati
or Okdham i England]. and the prevarications of pharmaceutival compinies
ovegp whether or not w abandon their exorbirantly proficable pricing pulicy
regarding the sabe of AIDS wreatmenr drgs in poor Thind Waorkd cconones
were oll granged medin space in the weeks ond monchs surrounding my
writing the first deafl of this paragraph.

AL e same time ther these "unresolved system problems” have emerged,
activists bave offered a vatiery of responses to them. To take the sample of
global warming, there have been proposals for govermanent contre of cor-
porations and industries that progduce emissions ot deplete the veone layern
for alternative energy podicics, for n move o smaller ol olecmic cars, for e
massive ingrease in meestment for public panspommton, o more stringent
requircmenes for fuel additives, fer punitive txaion on chess whoe buy gas
guzzlers, aml for an acceprance that i comditioning is 2 costly luxury — oot
a meeessly = in warm climates, All these proposals have been sutoessfully
sidetined by Lhe oil, gas, nuclear, and suty duacries and by an administr-
tian dut includes prostinent former figures in thess indusiries amongss lis
genior public officials. However, Habermas 13 obetinare in his belief in 1he
hexpefit] pessibilicies of kearning and Jooks to history, parcenlatly tve meve of
archair, preindustrial socetieg 16 crganize productive Systems, 40 provide
evidence of a genetal cheory of evolutioney leaming,

To Habermas, ir is clesr thatl sodal progress depends on the organizacion
and insrimeonalizaion of leatning processcs. A5 a socicty soberes mea 3
it with a shared soctocultursl wleneity, it ensures that *leaming processes
are sociil |y onganized from the start, so that the msuhs of leaming con be
handed down” [Habermas, 1979, p. 171). Henee the esteblishment ol the
education system, modsls of apprenticeship, and 1be iransior of knowledgs in
churches, families. and friendship neoworks, Such leaming processes “are
frum the sutses Unguistoally organized, so thar the objectiviey of the indi-
vidual's experience is sorsciumably cotwined with the ineesubjectiviy of
understanding ameny inelividuals” (Habermas, 1979, p. 173} We legam in
communicies a5 socal beings. and cur development of knowledge is dependint
on our ability tu undensiand whar athers are weiling and showing ws, The
wiys | iMLEEpFeL My own cxperiences as an adull educaror ore not, therefora,
idiosyneracic but rudrer draw or enneepes and frameworks learmed diraugiy
coaversatian with other pdull aducieors in person and teough theic wrinngs.
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Learning systems can glso be creared thar insttylionalize norms of ot
ical skepticizm, a3, for example, in the concept of education for cridcal pro-
fessional pracoee. Habermes's dedinitinn of this kind of practice involves the
mix of credible pracrical experience and sociopoliclcal awarensss char seems
tor me by characterize much writng on critisally refleczive adulr ediucarion.
Hence, agul education for critical professional practice combines “the
combination of comperence and leaming abilivy w permit the scrupulous
handling of reparive techmcal knowledgze and the context-sensitve, well-
informed willingness o resist politically the dubious functional application
at coneral of knowledge that one practioss™ (Habermas, 1970, p. &7 In
ather words, az 8 oritical professional sne is skdlled in ones area of practics,
Dur also skilled tn recognizing when one's practice is being pot a1 the serv-
ice of the systam and against the interests of 118 [2ss pewerful members,

Adult Learning as Communicative Action

Habermas's theary of comimunicative worion is probably his mose famaus
idea andt, abong wich the invasion of the Bieworld, the part of his work bos
known in adult educstion. What is forgotren soreetimes & just how cenral
adult learning 5 to this theory, Habermas's ideas on communtcative action
“steet foom the tnivial assumpbion that subjects capable of speech and action
cannot help bur learn™ (Habermag, 1992, p. 1633 He moves, sometimes
corfusingly, berween a normative view of communicative action as @ chasen
weay af reaching agreement with the fewest possible distoions and manip-
warions and conununicative acton s an unavoldable empirical realicy
cxisting almpst irrespective of aduls’ intentlons, He summarizes this lacrer
view by declaring that “in everyday communicative pracrice, seciaed indi

viduals cannot aveid alio emploving everyday speech in a way thar is oriened
roward reaching understanding” (Hebermas, 1994, p. 1010, Heoce, “when.
aver we mean what we say, we mise the claim that whae is said s e, or
tight, or truthful” (Habermass, 1994, p. LOZ). Tt is not that “peaple want
act communicatively but that chey hme 10" (Habermas, 1954, p. 111}, Child
redring, slucation, endships, work relatisnships, community scrion - "these
are elementary social functicns that can only be sacisfied by means of vom-
municative aotion” (Habermes, 1994, p. 1110,

Cimvee again, the interesting question is less the conditions wnder which
adults keatt i more the conditdons thar prevent this wholly natural and
predictable process from happening. If adults are not leaming, then some-
thing is gerdng in the way. Given that bearning is, &s we have seon, & socisl
process dependent on cur membership in speech communities in which we
pursue ntersubjective underssanding, in i the back of such communices that is
often the problen, In Habermas's view “reaching mumnial understanding . .
depends on contexis charaokerizged by a capacity for leaming, both 2 the
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culcural and persoml level” (1906, p. 329), Theoe canlexs exem In soeio) s
thar exhibde =8 dlscorsive made of societon™ (Hobermas, 1996, p. 324] bu
are provenuad from emerging in sodeties thiac encotrage “dogmatic worki-
views and mgd patreins of sockahizaion”™ (Habovas, 1996, p. 2243, I con-
tmxty thut allow communicavve acuon, the possitiliy of who will do the
leameng s alwiays open; “within a process of reaching mutoal snderstanding,
actual or potential, it is impossible to decide a prion whe s w lcam from
whom" Cliabernas, 1990, . 26). This is o commen tdea in adult education,
wstally expressed in the hape thar the soles of teachers and Jearners will
move aroutkd an adul lesrming group.

What exoctly s communicanve acton? in volume 1of his massve Theory
of Conpprigercative Action (19843, Haboermas delines communicirive acrian pg
nappening “wherever the actns of the auemts mvolved are coosdimaned oo
through sgocentrc calowlations of success but tenugh scis of reaching
understanding” (p. 286]. Communicative scion s premized on the disposi-
fiowy dnx Pry o unelerstand another's point of vicw, o cammon theme echoed
ameng writers on dizewszion and dislopue (Bridges, 1988, Brookfield and
Preshill, 199%: Burbules, 1793}, Hubermas writes thar "in commaunicatve
ECLION PATHCLpants 2re nod primaraty orenred (o thelr own individuon] sue-
cesses; thoy putswe ctheir individual poals under the comd ien that they can
harmemze their plans of action on the basis of comumen situanen defink-
tona” (1584, p, 2861, The abiiioy to put aside eyocenine guloulaions ef sue-
cess in @ secicty run By imuney and power 5 8 leamed abilice Indeed, in
Haberinass visw lourring to do this is ehe adult learming rask, made doubly
diffivube by che exisrenee of schoollng sysiems 1un dccording o the comper-
imve elitle and by the spread of civic or fmifial privarism docwmented eardier
i e ankke,

In Habermas's wrizings oo the diahnic condiiauns necessary Fae comimu-
nicanve o W geour there i a direcl connection e adily edycarion’s wa-
ditional vancern with discussion as the unyguely adult iaching and leaming
methed. [0 communicative inberactions “the participants cnordinarte their
Plags consensually, with ¢he agreemenis peached an any pons being evaluated
N terms of he Iniersublective recognition of walidicy claims™ (Habermas,
19%0, [ 5B). What we agree 1o, of declde an, in 8 conversalion i bnsed on
cur acknowledging chal what orhers are saying has merit. Hobermas wrins
whar wiren people talk through an issuc and oeme o shared woderstanding
or devision, they "make three different claims w validitg in their speech
aces . . . claine wotrth, chams w oghtoess, and claims e oubitulness’
[ 19580, I 5B). In foct, “every spesch act imvolves the raising of crtcizable
wielicdity claims aineed at intorsubjective recogmitiva” (1996, p. 18).

Habermas s wrilings on commuanicative action have & functiomalie, sen
a legalistic tome that can be of[ potikig o edoll edoomtors. Communicacive
action, validity claims, imersubfecrive recognition. and undersanding -
theza are hardly terms we use o describe our daily pactives oo each ather.
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iWhen opening 2 fonversation abowt how much milk we need ro ger today,
whar is the best way for England 1o beat Germany in & World Cup qualify-
ing match, or wha 18 golng 6o meet the school bus roday, 1 weuld never say,
or even think, that for the conversation 1o have any meaning it must involve
something called validity claime. T mighe, after a moment ar rwo thinking
about it, acknowledge that my panmers [n conversatien ore Tying ro com-
municate, so we could call ourselves communicative gctors. And | might also
grant the possibiliny thae we've wyimy o understand each oiher's positons
and come to common sgreement. Bug raising validiy caims? What's that
ot oo dee with gerting milky

Yer Habermas contends dhat raising validiry claims i something intrinsic
o every humen conversation, In ks v “anyone acting commumicacively
sk, (n performing any speach action, raise unbeersal validine claims and
suppose that they can be vindlcated” (Habermas, 1979, p. 23 These claims
#re the bastc conditions of speech thar people strive o meet when thay
artempt to commynicare i good faith with each othen 1f 1 siruggle wo under
staml whar you're saying and try to miake my comments to you a5 compre-
hensihle as possible in remern, then | am communicating in good Faith, [F 1
theen wy o connece to, build on, and cake account of what You bave said as
[ respond 1o you, T am likewise sincerely rrving to build some shared pndeps
standings. What Habermes calls communicative action = twa or more peo-
ple oying to come 10 an understanding or agreement - & premised on the
pood-faith =ffort of those mvelved w speak in de most eruthful, bess-
informed way they can. In an imerview, Habermas szys thar "whensver we
mean what we sy, we raise the claim that what is said is wue, or righ, or
truthful® (1594, p. 1027, In commuinicative action, then, “spegker and hearer
know implicidy that each of them has to raise the pforementcned validioy
claims if there is 1o be commurication at all {im the sense of porlon oriented
te reaching undersianding’” (Habermas, 1979, p. 4).

Twio rhings are strikang about this idea. First, nou all conwversarional inter-
actions are exemples of communicative action, Indesd, in a sociery dominaced
by money end power, a great deal of communication will be the exact sppo-
sive of this kird of talk. Prople will speak ro exploit, or deminate, others or
to justify and SuppoIT & sysem that legnimizes chis demination, True com-
municative action i & rarity in life, someshing that deliberately needs to be
fogtered. This i where the role of adulr educarlon, and ehe actions of adult
educators, become relevant, Witkin the dialogic madition of adul education
there is & belief that speaking in the way that Habermas describos ws com-
municative 15 something that adults can leamn. There are, furthermore, the
assumprions thar adulc educators can teach thess omebtations to spesch,
that they can crears leaming oppormunities in which these ways of speaking
are honored and practiced, and chat they can do their best to mods] their
comumitment w these dialogle forms in their own educarionial actdons,
Daloge: 1edching is premised on the (dea thar dispositions of democratic
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discussion - the sors of reciprocioy and munsblly sndemic m Hinkermass
norion of validioy claims — can be taught and learmed.

The second thing that & steiking abaut corminlinicative acicn is how ite
unabashied hope in dhe possibility of twe or more peaple cominy o wader-
stand esch other's views and agreeing on @ comman corse of zotion stands
firntly agminst posmedernism, Frodn 2 postmod e perspective, Habarmas is
engaged in somerhing of & fool's ermand. U postmodermizm waches ws any-
thing (ol teaching ug somathing is oo directive an activiey fur many in this
prenmariond, i i ther language mn never be trusted. Logocontrism - the
assumprion that a core uf discoverable meaning axiscs ar the venter of speech
and wiiting - iz complezely teiected. Werds are viewed Inavesdd as wlippery
apayue, and contenual. From a postaiadem perspective, the thoughits | have
can nevar be expressed in woeds In exastly the way | think them. Forthermeore,
despite oy best inrentions meraft words dhat cenvey my meanings as orans-
parently and accurately as possible, the meanings that pou rake from themn
wlll never be exncily what 1 intend. Your experienices and history will always
shew how you understasd the words 1 use and ensatre that you inwest them
wirh connckacicis angd reanings | never intended.

Despite the posmodern critigue of this theory of eommusnicitive acton,
Habsemas steadfastly refuses o dicch modernin's dream of using human
reason o creats & more humate werld, Pan of thar dream s clearly bound
up with the possibiliey of sduls” leaming oo speak 1o gach other in hunest
and infarmed wiys 5o than they can held democraric convessations abous
impeTtent fssues in 4 fevived public spheve. Sinve learning to talk i this way
£ the most imporiznt hope for creating democraey, there could hardly be
anything mote impertant i ¢ivil sociery for Habeimnas than adubt education,
Adult educatuss who possess the abillny and inclinarion o create conversa-
tiunal serrings in which people leam to base thelr communication on valid-
ity cluims are precious mesounces Indeed from his point of view, Before
gerting carried away regarding the planecsaving role of adult education,
and perticularly befiore gering any deeper into the nanre of validicy claims,
[ wans 1 leave the theory of cosumamicative @oicn for a memens (bue coly
Far a moment) o requn to the centraliey of adule leerning in Habermass
wark, in particular, o the way he interpres ege development 35 an adult
learning prucess,

Aduit Learning and the Deveiopment of Moral Consclousness

As well as viewing reflexive adult leamning as the lever af socinl geoluon
and arguing that aduls’ learning o uet enmmunicatively & erecial o reviv-
ing the public sphere (znd (hiereby cxpanding demecracy), Habermas sees
the dovelopment af maral conscivusness a5 a learning process that ocgurs
primarly in adule life, Thiy kus idea is aeeted in Habermas's early foemulations
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of thee interesn people have in developing different kinds of knowledge, [n
Kncwledge ond Human Inieresty (1971), he presents his infusntial catego-
riratlon of techrical, commtunicative, and emanciparary knowledge, apguing
thit emancipaton: knowledgs — "anelyzes that free tonsciousnsss from s
dependence on hyposmanzed powers (p. 213) - is 8 functon of people's
capacity 10 bacome reflective. To Habenmas “the emancipalory cogmitive
imierest aims an the pursuic of reflection™ (1571, p. 314). Wirhour a capaciny
for critical reflection we sre unable 10 separae our dentity from the soeer-
irg mechamismes of meoney and power thas have invaded the lifeworld. Our
senes of Who we are becomes constructed in terms of how successfully cur
actiong exemelify the systemic imperatives of rreeting refationships as profit
making accivides 1o which we can apply & cost-benefic analysis of the cme-
omal dividends that acerie to us. So beceming reflecthve is cruclal for ego
development, for the sell-consclous consirwetion of an idenring

If ege developmene is 8 leamning process that crosses the lifespan, dhen o
= in i adult stages that the evolution of fall moral consciousness patentaily
woours. In Morpi Consciousness gand Commundcdive Action (19907, Habermas
cices Kohlberg's work on adult moral development to support his own con-
rention that becoming merat i sgnaled by “the tranaition from normanvely
regulared action te praceeal discourse™ (p. 170). In other words, the devel-
opreenn of memality & indicared by peaple’s abiliy w0 detach themselves
fram everyday thinking and decide (after participating in discussinns wirth
others about the ethics! jusrifications of various spproaches o siuations)
how to act in ways thar ars not ideslogically predetermined, Moms] con
SCIOUENEss BMErges as @ person “passes inle the post-conventional stage of
interaction™ (Habermas, 1990, p, 1600, in which “the adult rises zbove (he
mabvere of everyday life practice™ (p. 160]. Passing int) this posteonventional
stage B marked by an awarenwss of Ife's contingencies, by an acknowledg-
ment of the coneextualicy of beliefa, and by the ability to recognize how one's
thinking i3 ideologically shaped. To Habermas “enly ar the posr-conventional
sage is the social world uncoupled from the swesm of cubural givens”
{1990, p. 162).

What does ir mean to be "uncoupled from the siream of cultural givens"?
Hers Hahermas harks back ta Marcuse’s emphasis on the need for disgance,
privecy, and isolorion a3 necessary g the development of aritical conscicus-
ness. IF pecpke are (o act morally, they need o leam how o create some dis-
tance from their immediace concerns o that they can view these withoot the
pressuses put upon them by che imperatives of the suadon or the force of
“oommon sense”. One way 1o do this is 1o talk with others who have differ-
ant experiences of who mterprel the same experience in markediy differenc
ways. Az the adulr “berames & participant in discowrse, the relevance of his
experiential context pales”™ (Habermas, B990, . 161} The “relevance of
[tha] experiendal conrext” 18 often judged as an unalioved good in adulr
cducation circles {experience being thoughe of as something that should
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alwigys he texd b beacmiog ), seon s intesesting e read this critique of s
porcnal for deminatzon, Here Habermas is poenting owt the dark sade of
expecience, Uhe way s familiarhy and immediacy can forceloge new and
unfmmilior wrterstamdings. Discussing different perspecives on experiense
helps people think “independently of contingens commonatities of suiial
backsround. poliveal altiliaion, colucsl hericee, cradivool s of Lfe,
and 20 00" 36 that they "con now tase o moral poing ef view, a poimnt ol view
distanced [rom the conmoversy” [Habermas, 1890, p. 1ed],

Lo an intervicw mn Axtonomy cng Solidarity (1992a), Habermas clarifves
the meeating of & meral poant of vigw, seeny b as an awarensa of the con-
rextuality of one’s own belicts and values. Hence “to see something from o
maral pont of view means thar we de mot clovare our own undevsanding
of the world or our self understanding o the suetes of criterin for universsl
ization of 0 mode of acrion” (Hobermas, 19920, p. 289 We recognize che
prowisianiling ol our convictions even as we 800 s i iy Were ceniludes.
Those helduu sl viewpoints are open o "lest their univsisahzababin
from the perspecrive of all the others™ (Habormas, 192, @ 268] thar pertain
1y that ik siludlaon.

Hazbermas is camin] to acknowledge that he @5 desoribing only the posa-
ble developmuent of adule maral congeinusness and thar the reshinge is veny far
wany from b sioeion. He acknowlediges thie

ermpirical investigasinns comme oar sronghy agninst che iden chat a1l adule
members of & sooety, oven of modern Yesbern socictes, have acguwdied
the capacity [or formak-operadonal abougle Cin Piageds semse} or or
pesteonventisnal judgments Cin e sense of Koblberyg™s theony of meond
developmenry, (19923, p. L55)

But in holding cur the possibiliny ehar widsspread independent moral though
could at some point torm a hedye against the lifeworld's cccupation, he is
onoe again practicing thar afficmacve brand of Marcusean critical theary he
finds 50 wppealing. o bis woeds, "7 maintin only © . thae indisiluals con
devetop sruciires of conwioness which belong o 8 higher stage thon
those which are alicady embedied in die dnstiiuions of their soclen™
(19923, o T63).

in speaking of e widesproad possibilicy of adulos across a socicty boing
abler ger omerve 1o o postcenventwmsl #age of reasoning, Hobermas 13 sxhebar.
ing the kind of universelistic cmphasis ther has arouscd strong coriticism. He
is awarc of the inrellecroal unfashisnabilicy ef his posidon, acknowledging
thur 1 am defencding on curmgaously strong cleim in the present connest of
philosopilcal disewsston: mamely, that theie is 4 wniversat core of maral inm
ition in all thoes and in all societies” [19%2a, p 2071, Howsver he is not
arguing that this core assumes the same shape o all contests, What he does
cantend i thar dhese induitons spring from the same geigin: T the cond ivons
of semmesry and reciprocal reeogmtion which are wnavoidable presuppositons
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of cormmunicative action™ (19924, p, 2000 The giving of reasons for gction
5 one such presupposition, the readiness to grant others the sme cammu-
nicative Tighrs & oneself another

Habermas's position of morel universalism is, paradoxivally, 2 rejecclon
of culruend unlversalism. He defines a universalistic value orientztion as one
entailing the rejection of the universal validity of one's own beliefs. & morally
universalistic authook maans that “one does pot insisl o8 universalizing ona's
own identity” and that "one does not simply exchude thar which deviares
fram it” (Habermas, 1993, p, 2400, Instead of a xenophobic caminde, “one
redanvizes on's own way of life with regard to the begitiae claumes of other
towms of life™ (Habermas, 19%2a, p. 220). One also “grants to the sirangers
and the others, with all their idiosyneracies and incomprehengibilicies, the
same rights 25 onessli” (Habermas, 19923, p. 2400, The cxpecmdon of
adopting such a perspective 5 that "the areas of ralerance must become mfl
nicely brogder than they ace woday” {Habermas, 1%92a, p. 24403,

The Theory of Communicative Action

Az we bave already seen, rommunicative action is action taken by adules
with the purpose of reaching undersancing amd agreement with each other.
Indeed, my phoase “action taken by adults" probably implies more invention-
ality than Habermas intends. The ceality for him is thar communicative
actlom 1z, In & deep sense, unovoidable and umwitting. n a 1999 interview,
he says, *I never say thart peaple waenr ta act comemunicatively bur thar thay
Fave 10" {p. 1113, To Habermas “in everyday commumicanve practics, socksted
individuals canned avod (also) empleying everyday spaech in a way thar iz
ovienied toward reaching understanding” (1994, p. 100). This ts because
“there are elementary social functons that can only be sarisfied by means af
cominenicabive action. Our intersubjectively shared, overlapping lifeworlds
lay dowen a beoad censensus, without which our everyday peaxis simply
couldn’t take ploce” [Hubermas, 1994, p. 111). Rearing children, co-operative
action of any kind, and solving probiems “withour the coadly recourse 1o via-
lewee” (Habermas, 1994, p. 111 zre all exemples of tese soclal funetions
i his veew,

Thie dasire for mutual vaderstanding lies at the beart of human speech.
I Habetmas's visw “reachiny undecstanding is the inherent relas of Hiwman
speech . . . the concepts of speech and understmding reciprovally interprat
one anothet” (1984, p. 207). The point of speech, inde=d in many ways e
peafing of Tife, is i come oo understandings with orhers that allow us to build
relativnships gnd alllances, thereby giving our lives meaning. When peopls
zgree on something, they enjuy “the inrersubjective musuality of reciprocal
understanding, shared knowiedge, muoual ous, and aecord with one 2nadhes™
(Habermas, 1979, p 3} This wind of agreement represents the sorc af
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solidarity thar Habermas eadier deseribed ais the most endangened resoonce
on the planel. Agreement thus underlivs social acnon. [0 s integral @ ghe
kind of pelitical will formarion so eecessecy © demooiacy, Withour agree-
ment the bersebjective enceey that propels collecive scton in the porsait
af common goals canol develop.

Reaching agreement for Habermas s therefore inberently democnstic, In
hia view "u comvmunlcadvely achieved ayroement . . . cannor be imposed by
either party (whether instromenially vid intervemion of stfaiegleally via
undue influcneey” {1984, p. 2873, Hence, embedided in human communicetion -
espeiully thur concerned with hew we decide to live as a communiny - are
certain democratic noarms. Fiesy, as we have seen, “coming 1o an undaesrand-
g requinas the rider uncocrced™ [l labermas, 1984, p 3921 Thuse invulved
must feel that the undesstanding has been veached of their unforced voli-
thott, Sccond, coming oo an understanding is bazed on the routhiul giving of
measens for conduct. 1t s 8 procese of mucually convineing one anather in
which the actions of participancs are coordinaced oa the bagis of malivation
by reason” (Habermas, 1984, p, 392). Third, "coming to an uplersranding
mesns thar parmicipants in cemetinication reach an Jgresment CoNCering
the validivy of an veterinee; agresment 15 he imer-subjective recognition of
the validity claim whe speaker rases for it” (Habermas, 19872, p. [21),

The concept of valiliny clmg features sorengly in the eady Habermas,
particulasly in Comptrgneation amd the Evolution of Society (F9279) and in
Theory amd Practice (1973). Az almeady discussed. Hrbenmans botkeves adul
lenming happens primarily through speech. Tn social sysiems “"suljective
learmeng proccsecs (2ke place and are organized wirhin 1he framewark of
ordinary lamumge communicadon” (Habeomas, 1973, p. 12}, When we engage
i “ordinany” comversateon. wr are condimally Jesening wo atiess the validise
clajmg zimedded wichin another person’s woeds. Yalidicy clzims are the unspo-
ken assumprions we make tegarding the ruth and stncerity of anneher pee-
wo's commiments, 1s the porson walking 1o us interested in staring her views as
clearly as she can se thal e have a good chanee of undergoanding whiat
shes trping oo smy? O 15 she appearing w be open and honest 5o as w got
us on her side n order ro make i easier for her m infugnce us for her own
ends? Habermsas believes thar each rinse we enter into 3 conversaton, we
are comsinually judging how far we can trust what owr partner i saying. In
effect, we are assessing o munther of vabidoy claims inpled i the other®s
arempd to spoak to us. Hobermas nogues that “in setien orisnied oo tewching
ubderstanding, vahdity claims are ‘always alecady” impllestly snlsed™ (1979,
p- 97). Furthermore, “these universal claims .. sre 524 in 1he genera | soroge
mre of possibe communicaton” {Habermas, (979, p. 971 Whenever people,
irrespecrive of tine or place, wy wo reach understanding. chey act accoding
o these claims, Henee “in communicative acticn, the validivy basis of speech
i presupposed” (Habermas, 1979, p. 113).
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Whar are the validiry claime Habermas identifies? The first is “the come
prehensibility of the utterance” (1973, p. 18). We ask how clear amd vnder-
standalde are the words the other person is using. This s the claim of
comprehensibility, When we hear 4 sentence we also try o gauge “the uth
of its propogitional eompanent™ {Habermas, 1973, o 18D, thar is, whether
or not the words used accuretely represent some soate of affairs in the wider
world. This is the clabm of outh, The extent o which the speaker sticks to
the rules of 1alk that prevadl in our comumuanicy f a chicd fzatire we pay
attention to, A sentence is judged pandy according wo “the correciness and
appropriatensss of it performztory component” {Habermas, 1973, p- 18).
Communistion is impessible without people’s observing the intuitively
undersicod norms 2nd miles governing speech, the rules of the road of 1elk,
[n Habermas's view “abt communicazive actions sadsfy or violale normative
expectations or conventions” (1978, p. 35), a7d when we speak o someane,
we contnually udge her adherence to these. This 18 the claim of rightness,
Finally, we need w0 kmow thay the person speaking to us is sincerely interesred
in reaching understanding. This is e clam of “dve authenticity of e
speaking subject” (Habermas, 1973, p. 16} We must be able to depend on
the goodwill of othess in cunversation and believe that they sincerely wish
o make themselves understandable and e urderseand us in tum,

If any meandngful convetsarkon 5 ro ocour, these four validing ciaima have
o be satisfied. For Habermas “communicative action can continee undis
rurbed only s leng as partdcipants suppose thar che validity claims they
reciprocally raiss are jusiified™ (1979, p. 3). When two people involve them-
selves in communicative asoon — when they talk o each other with the
inrengion of reaching common understandings — chey rely on the fact that
the four claams could he demaonstrarad if either of chem requested this. Each
pEracn assumes that, if noressary, the ether could show how she i eying 10
sotisfy these claims. So inany genwine speech, “there Is a common convicton
that any validity claims raised _ . . could be vindicated becudse the seniances,
ropositions, expressed inrencicns and uierances sadsfy comespomding ade-
quacy conditions” (Habermas, 1972, p. 4}

Leaming to recoguze when, or how fat, chese validity claims are bring
met s &n upending adul: leamning project, one crucial o demoeratic life. IF
we haven't learned o distinguish beraeen propagandizing and a genuine
searement of desply held views, or to discemn those imes when apparent
truthfulness masks coercive ntent, thes o abdling 1o defeat subde dema
goguery within the public sphere is severely cwnsiled. Itis in everyday com-
munizative acrion that adules learn to recognize the kinds of sophisoy and
manipilazion that, on a larger scale, diminish the public sphere. The chair of
a comumunicy gathering who, in giving the “sense of the meeting, " careflly
slants his summery g0 ighlight his prefereed view: the adult edvcation facil-
itator who sums up the main points of o disoussion ond gives an socount that
snee in the room harely recognize; the sponise or lover in a suppassdly open
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conversoton who skillfully manipulates che ourcome 5o that the blame
for any marital szress or incerpersonsd fension always rests ¢n the other's
shoulders = all these commuonkeadve actiuns are violaling one o anoether of
the walidity eksims Halermas identifies as sndermi e communicatie action.
Im Jearning o o dergct when thesa things ave bappening and bow 1o bring
these dynzmics ro people’s atenton. adubts propare themsehves for ronwee
sapions in the pablic sphere. They show that they are [2aming commuinic

fve competenes,

One of Haberimass idens thar has drsswn criticism s his enphise on e
giving of rensons as 3 universal feaneee of speech. To him “even the mozt
feeting speech act offers, the most conventional yes/no regpanies, pv on
pitenrial reasons” (1956, p. 9], 1f 2aked, we tould supply the reasans why
we priguse sofething, or respond oo another's propasal, in the ways we do,
Heasons, therefore, “are the priman curnency ased in o discursive cxchonge
that redeets criticizaile validicy cloims” (Habermas, 1994, p. 350 The rea-
sons given For waricus proposals of ssserrions can, ef course, be fale,
wreng, exphodtarive, or immaral, But die giving of Teamns is universal. We
may appeal ta authority (de this bocause | eell you to) or suparnateral pow-
ers [du this because the rin goud will be displeased if you dugt), bur we
always cite reaguns to juscify our beliefs or actiofs v ourselees and others.
1f a speaker iz following the appropeiate communicaive procedurcs. then he
or she sssumes the rosponsibilicy for giving grounds and justificenons for
the yalidity ¢lzims imglicit in whateves i said, Habermas summarizes the
responsibilities entailed by communicative action s fullows: “the speaker,
in a cognitive v testable way, Assumes with a marh cluim, obligation: w pra-
vide qer1ain grovnds, with A rightness claim, obligarfions 1o provide jusrilica-
tion, and with a ttuchfulness cloim, obligatons o provide rostwerthy”
(15749, p. 65].

Mewhers i thiz glving of ressons more imporanc than o delibzratians
withbn a demeeraric public sphere. To Habermas 3 speech conunuenioy is also
# democtatic coltumumity, and the sules thar govern wwmmumicative acdon
are the same as those informing e democrate process. IF leprming o par
Gigpete i communicative aotion is e undversal adult leaming prajec, then
ieaming democrats process iz (8 patitiesl coumerpar. The standards and
rules we leam 1o judge the rightnes of cur parucipation o @ guoversacional
communiny are very sinilar 10 hose we adopl when assessing whether or
nol 4 demecranic deciion has wue kegidmacy In both insuances “perticipacing
attors musl conduct themselves coupsrarively and ateempt t0 redch 10 agrec:
meitt aboul their plans {in the norizon of the shared fifewarld) on the bakis
of common (ot sufficlently overlapping) siruarion intenretations” (Habermas,
1952h, p. 790, In pursuing agreenient as citzens of as "ordinary speakers,
adbts apply communicative ragenalioy the racionally motvating Ferce of
achbeving undersranding” (Habermas, 19D, p, #0). Communicative ramon-
ality is centered on the fulfillmeent of validity ciaims and on Dbeing #ble o
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explain how one's assections and proposals are comprehensble, sincere,
truthful, and sppropriaely expressed. Communicative rationality thus “pro-
vides a srandard for evaluating svaemarically distomed forms of communi-
carlon and of life” {Habermas, 1992b, p. 50). The same criterla of valldicy
thutt we apply 1o judge the effectiveness of our communicative efforts can be
mdaprad o resess che legitimacy of owr social, peliteal, and ecunortic insd-
rietions. Afrer all, thess wstoations are determined by our communicative
efforts, and if pardcipants within them do por act understandably, sinceraly,
truthfully, and appropriately, chen they can easily become instrumenis of
ideclogical maniputation and domination, For Habermas, then, “those aspects
of validity that undergivd speech are also imported 1o the forms of life repro-
duced through commuonicatye action” §1990, p. 43, The maost important of
these ferms is (he demacratic political process.

A Discourse Theory of Democracy

In a rare [and welcome) buest of Jyricism concerning the lmits of comeou.
nicative rationality, Habermas ackonowledges thal “ocommunicative reasen is
of course a rocking hull - but it does not go under in the sea of contingsn-
cies, even if shuddering in high seas 1s the only mode in which it ‘copes' with
theze contingencies” (1592h, p. 144}, Perhaps the most ourbubenn waves —
the munamd of communicative acon - are predduced when people my 10
wark with the mherencly contradicenny and uncentredatble political anangs-
ment we eall democreey, Nonetheless, from Theory end Practice (15731 to
The Posrnarione Coastellztion (2000], Habermas is consistent i i argu-
ment that the rulss of discourse represented by communicabive reason ot
aizo the basis of democrutic provess (adule educacers will also recogniae
these a5 the basis of liberal models of adult discussion groups). These rules
are pregont “on every occasian when wee sTrfve to ensuee thar {a) all relevant
veiees nee heard, () the best of all available arguments, given the present
state of our knowledge are accepted, and [} only the non.coerciva coercion
of the beter sryumen: dewrmines the affirmations and negations of the
participanss” (Habermas, 1992s, p. 26000, Taken tagether, they constitiice an
ides] which cifizens can ust 1o jutige how well policical dediberadons are
gotng and adult edurators can use 10 judge whether or not aduli lesrning
groups are adhering w the demasratic raditions of the Held.

Of course the problem with this ideal is that judgments as o which are
the relevant voices to be heand, how relevance aself is o b determined,
huw we decide which are the best arguments, and who estimates exactly
what is the present state of vur knowledge are all highly contentioes. They
could easily become the property of on ehite codre of communication spe
cializts whomn we [aok (o wWhen mrying o aesess how well we're communicar-
ing. IF we're nior coreful we end up privileging te very experts Habermas is
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ying o resirain. Mot surprisingly, Hahermas iz quick & recognize thilg dan-
gor. In an interview i Justificaliéon and Application [1923], he voicey his
regreL a1 having desenibed the condidons under which unlimiced communi-
catiun vecars 24 the idenl speedh sireatlen, calling it “a wevm whose con-
Crotistic connotatlans are mislerding”™ (p. 164), He acknewiedges thac as well
8% being the medivm through which demacracy can be leamed, “languege
is also o medium of dominatien snd social power” that “setved s legitinate
reladenships of organized foree” (Hiahermas, 1988, p. 172, He cimlantally
prints 10 the ways in which ideclogy works "to conceal the asymmetrical
distribution of chances for the legitimace sadafacton of meeds” (Habemmas,
1975, p. 27), pavticulasly the chesces different paople hisve i join a delib-
erarive speech community, If & suciery maincains itself by subtly discrediting
or marginalizing cenain voices, "communivation bebween participents 13
then systematically distented or Wocked™ (Habermag, 1975, . 27). However,
Hahermas does not believe that this possiblicy incvirably renders rules of
distpurse useless. To reject thess nales hecanse dhey van e coeopted and
manipulared by dominant groops is o throw the baly of communicative
reasen out wich the bathwarer of putainially distorted communicaticn.

For Habermas che ideal standueds of conversation, smbedded as they are
in the wniversal provesses of speech, offer the best hope of keeping dema-
cratic totees alive. We can wie these scandmrds o dewermine whether a
speech community (of, fay, elected represemiatives] 15 ceaching is decisions
in & fair and moralty defensible way., In an idenl speech community =l
motives excepl that of the codperative search for i are excluded”
{Hnbermns, 1975, p. 1983, The members of such & community ave all thase
affecred by the marers being discussed, Deliberaiions are conducred areund
@ oRnImon intecess ascertsined wichour deception” [Habermas, 1975, po 1083
in which “the constraint-fres consensus permics only what all can wand”
ip. LOE). A genuine arempt oo adhere o these viles, while recoynizing thae
poaphe will slways fall short of the, Ls what granes legitimacy 1o adult edu-
cational provesses and 1o rthe broader werkings of demooracy A democtatic
decision - whether fhis be abour the curriculum of @ gradvarg adull cduca-
tion course of the wav in which wealth should be disoributed amung the
population — bas kegitimacy only if it i reached afier an atempe o follow
the rules of discoursa.

From a diseourse thiory standpoing, the fect that a decision represens
the will of the majorley is ne guaraneee of its leyirimacy: What is crucial is
e way this majorty decision is reiched, partoelarty whether or o i has
“an internal relation oo the mpﬂﬂhﬂ: tuest for guth” (Habermas, 19920,
P 256, If the stanards already discussedl sy phserved, then Habermus
Ielieves we can call a devision reesonakle — ressonable becavme it Eeprosencs
“the rationully motivated, although tellible. resule of a discusion which was
prematuredy ended under e pressuce of the peed (or a decision” (1992a,,
p. 256).
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Berweem Facrs and Norsms [1996) s the bock in which Habermas's dis-
Covirse iheory of difiberative democracy is mass felly laid owt, though i ele-
ntenis are addrissed much earlier in boeks such as Toward a Rerional Socieny
{1970}, Habermas argues in dhe former work that "according o discourse
theory the success of deliberative polithcs depends . . . on the institurional-
izarion of the corresponding procedures and conditions of comumuitication,
&5 well a8 on the interplay of instturionalized deliberative processes with
informally developed public opinions™ {1996, p. 208). The riles of disoacss
imgliod in the simplest spaech &ors provide a modef for the formal workings
of demesratie process and for debate abour these wirthin the public sphere.

I s simplest form democrede dedision making represoms s consensus
arived @t in discussion fres from dominatoca” (Habermas, 1970, p 7).
Howewer, as societiss grow ever larger and more comples, a dominaton-fres
consensus wrrived at frough Town meetingz o ocher inclusive communiny con.
wersations hecomes incressingly impossible o achieve. In the 21st century
Western, sociedes are “phurailstc seciedes in which comprehensive warldviews
and gollentively binding ethics have disinegrared” (Habermas, 1996, p, $48).
Legislative procedures bocome imcressingly conceatrated in elits cirdes and
distanced from the everyday Wves of citizens, Existing laws, and the ways these
are mada, tan also be changed ar any moment by fawnakers.

In thls situation, where the popuiace 15 often deeply alieneted from leg-
iglation, how can the laws ther are made have any validiey? Ir is Hobermas's
contention that “the democratic procedures for the production of law evi-
dently forms [sec] the coly postmetephysical sowee of legitimacy™ (1996,
p. 448}, Thess democrarie procedures themselves aries out of communics-
tive actiom. From the viewpoint of discourse theory, “the discourse principle
acguires dhe legat shepe of ¢ demactatic princlple” (Habermas, 1996, p. 458)
because it wirhks “m legally institutionalize rhose communleative proposis
tiens and procedures of a poliical opindon and will formation” (p. 458). The
only lzws that héve a chance of being perceived by the populace as legit-
mate are thoss that are clearly the result of democratic deliberations. If
policical actors follow che validivy claims char Habermas sees 25 endemic o
hsinan speech, then citizens will regard the decisions they make 2s radonal,
that is, 2 being in the best inreress of hage they affect. Thas, “discourze
theory sxplains tee e gitimacy of law by means of provedures and commmi-
nicative presUpPositions that, onee they are legally institutonalized, ground
the suppoditicon that the processes of making and applying kw lead o
rational outromes” (Habermas, 1956, p. 4141,

This ks 5 welghry role for democreoy: In Haberrras's words “the derrocrabic
process bears the entire borden of legitmarion” {1996, p. 450} where the
law is concerned, Citlzens act under “the promise that democtasic processss
of law making justity the presumption that enacted norms are radonally
acceptable” (Habsrmas, 19%6, p. 33). and peaple carry the expeciation
that democradcally decided Jaws are fin, contingent, and revisable, This
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foreproanding of demorratic process as the guarenoor of kegislanve legitimocy
reveals Habermass deep democraric scnsibilities wer agoim. More impoanty,
though, it raises significant questions for adnlr education. 1f people are
judge whether or not “demecratic processes af law making jusdfy the pre-
smpTinn Thar enacted norms are saionally sccepatle” (Habeomas, 1996,
P 330, thern they need to leamy ways of recognizing when dedmcrtic provesses
are beling consehentieusly followed, This is nust just 8 marter of leacning dem-
peratic theory Pegpie need 1o exponicnce the contradictions and tensions of
democracy and o learn bow wo mevigate throogh dhese while also leaming
the encomforcable ontelogical toth thar chey ane elen uonavigable,
Lenrring democracy s & mater of learming how o Tiee with ambiguicy and
cemTingeney a5 muel 85 it is learning how 1o apply deliberatve decision-
making procedures. As such, it gunmecs directiy to the development of post-
comventional judgment that Habermas identifies in Morul Conscionsiess asad
Concmepmcative Action {1990 45 an gdult teaming project

Habermas's work on leaming explores three avenues through which
adules can learn domocyarc procedures and dispositians, Fiest, socleies can
instirrivanlize evoiulinndary learnlng processes so that knowledgze of demo-
crarie practices ven be hended dewn from gencation o gemeration. In
Covrumugicerion ard e Evoderion of Sociery (1979). Halmomas arges thay
oegenized leaming procesaes are spccess ful if they resule in “the production
and utilization of technically and practically useful knowledgs™ {p 1730,
Democratically speaking, this means thar adule edwcarion must give pleniy
of opprrtunities far people 4o leam barh the rechnical aspeos of demusativ
provedures nod the bvpical, predictable diversions and blockages that arise
when worling within these, As far as formal adult education iz concerned,
this means that the negodation of curviculum and of casstoom provess
among the learning communy should constivuee the woem rather than the
exotic exceprion. The kinds of negotiations over purposes and activities thar
Ere the common eonvebzationsl cusenay in commilnicy sethon groups wasld
Fecoirme promingnt in adult education programs. W this happened. then
aduly adwezsion ax et of civil socieny conld consicune o minilubarerory in
which people could Jearn and praciwe demescanc disposinons that covld
then be trensferred inoo the public sphere.

Secomml, gven that communmicative acton i inheremiy demogranc,
adults leamn about democratic process as part and parced of thelr everyday
conversatens. secing things from anather poinc of viow, making differont
perspectives, suspending judgment about something conrentious 1l we
Iear whr the wher person hae 10 say abour it - these are all communics
Lve oy wee engage in dunng conversations about apparently noupolitcal
matters. In discussien groups within both fiberal and radiczl adule 2duca.
eicn, mony of these everyday communicative behavicas are explicidy identi-
fied as the omes around which discussion should be organized. Beidges
{1985 urges discussinn participands o lear bow ma build a mesal culoome
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for discussion, Burbules (1993) skerches 0wl Ohe TECESSany CMMURicAGve
virmues agdults need w learn W they are 1o malk actoss differsnces, and
Brookfield and Preskill (1999} cusline disposinons of mumaliey and reci-
procity that must be necessarily be leamed if demoeratic digeussion is o
peewr, Eduard Lindemen s the American adult edueator who has argued
most prominentiy for democtaric diseussion as the quinressendal adulr edu-
catianal method. In papers such as "The Place of Discussion in the Leaming
Process,” “Grovp Woek and Democracy,” and “Democeanc Dlscussion anc
thwr Propde's Yaice™ (all in Broockfeld, 19871 and in books such as The Megning
uf Adult Education {1926/ 1051) and The Democratic Way of LR [Smith &
Lindeman, 1951}, Lindeman’s vision of democracy and his emphasis on the
me=d for adult citizens oo learm a number of democeatic disciplines through
discussion partdcipation has distincthy Habermasian overmanes,

Finally, Habermas’s work on the devalopment of meral consciousness
offers clues rownrds a thind, somewhar contrad letory approach (o the pogg-
ect of learning demooracy, As discusesd eaclier i this article, Habermas sees
the development of postconventional judgment, and the consequent rler-
ance of mulripliciry and concexmalicy this entails, B3 somithing that is par
adoxically benmed when peophe are removed from thelr experlantial conraxt
{zee Habermas 1960, pp. 161-162). A seperation from immediate cxperi-
ence allows aduls o reflect back on this experience - wsually in conversa-
ton with others - in & way, and with a critical edge, that is diffecult in daky
lifie. This is the essence of adult critical reflection.

Critica reflection, in Habermas's view, is chiefly an #dule phenomenon.
He belisves we eannor talk about critically reflective learning unt] unerit-
irnl, unreflective leaming has occugeed, usually ar earlier stages of life, In his
opinion “we are nat able to reflect back on mernalized norms until we have
first bearmed 1o follow them blindly thucugh cosrcion mmposed from withopt®
(Habermas, 1988, p. 1704, So critical reflectson in adulthood depends on an
uncritical assimilation of nomms in childhood and sdolesceres. Ome cannot
reflect in & vacuim there must always be something o refloct about, Learming
abedit oppression, oF ideslagical domimaron, for example, i& not jus: a the-
orerical exercise. Tt has true mesning only when we have lived througls the
consequences of dominaton or fell the cracks in the smoach fagade of the
administered life. Until acult life granes us enough diverse experiences o
provide the compatative data for critica] reflection, we are unable ko judge
the accuracy o benevelence of rubes and perspectives bearned iy childhood.
Reflection, therefore, “is condemned to operare after the foo™ (Hebermas,
1985, p. 170). However, this does nor rendee It irrelevant, since “operating
in rerrospec, It enlesshes remrcactive power” (Hebermas, 1988, p, 170).
Thiz is the retroactive powes of aiticality, the capacity w “become critically
awsre of the meaning of -, , the sequence of ientfications and allsnaton®
[Habermas, 1988, p. 183) that vomprises cur bHie histories,
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Condusion

For many cducarors Habermas remains che anby sl i fown whers crir

iestl theoty iz concerned. In this srtiele | have erled e dlluminaie che reasons
for his prominence, Although fis loedy of work i nomidatngly wide, cer-
tain themes close to adule cducators’ coneerns repaaredly emerge. There i
the helief chat aduli learning is the engine of social change and that under-
standing iy dynamics is o5 impartant 4y wederstanding mechanisme uf pro

ducrion and expluitatzon. These is the conrention thae orltkst sotleerion s a
besirng process shservalde mostly do adulthend aed o conyeguent <mphi-
sis un the possibiliny of adules’ reflecting back on ideolugical nnrms 2nd
behavior: internelized woceitically in childhnod. Along with this s the siess
on the wiy stadards of conversaonon derved from communicanye action
oan provide 3 medhedologasd kleal against which dinlogically Inclined aduly
educators vin gHuge their cffeoiveness. Finally, thewe is the commection oo
stanily returmed to bewsen the hehaviars and dispesitinons of communic

five action and the democratic process, Drawing on both Macdst and
progmatic troditions, 1ahormas reschs the same conglusien 2e Lindeman
regarding the workings of democzey: that il must b understocd as 2 life-
long Learning process in which learning to five with cotlingency and contrs-
dhetion is of cqual importmnce o learming a sec of procedural armsgements,
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10
Myths of Paulo Freire

Kathieer: Wefler

i A now imire than gvenny and at the end of ey in whose finzl
motvent [ hope o ake pert — maybe Biving an terview 1o g relevision
channel, or drinking cschaca o7 7 good wite — 1 am sure | il be com-
mitted. a5 muck a5 | am mdey, to a bohemiag pedagogy of happiness, in
the wary thar T am, topical, This wall be & pedagosy of lavgheer, of quistion-
ing, uf curiosiny, of seeing e fucure through the present, 3 pedagony that
Lelieves in the poxsibilice of the mansfarmauun of the world, thar belicyes
in history as 4 possibiling?

educasional thenrist now Ihving. Educaras throughout the workd

acinowledge Freire's statere, sven if they might disagree with his puli-
tics. Pedagopy of the Cppressed, which was published in English in 1971 and
s sodd pver 300,000 coples, accading to the siost recent Engllsh aditsan,
i o by text fon theorlsts concerned with literacy, adult educadon, znd the
polirical analysis of edurarion, * Freire has been an inspirztion to piograssive
educarors in settings thrpughous the world - in sthonls and tmiversities, labar
wnicns, church grouss, aduir litetacy programs, Batteted women's shekers,
and ComMUNITY stganizations; wherever peaple have actempeed 19 organize
ard thecrige oppositional pracices and collectivides. Frejre inspirational
styvle and personal charisma, along with his sreadims: #tance agalnst repres.
sive power, have mads him o symbol of fuman smengt and incegrity. Like
many others, [have boen ingpired by his wrinings and his Kfe. In an intellos
wal and pofitieal climate i which the values of s2lfishness apd competition,
of “the marker,” have come m dominate oficil educational discourse,

I'r seems almest fncontestable thar Paulo Frelre is the most widely known

Jowweer faurarronal Theory, 4403 [1996); 353-37]
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Freire's example seenws even more importans. Bug although Freire s e
guemtly invoked in the work of progressive educatgrs, in face there are few
critical discussicns available of sither his life or work. Tie main sources for
hingraphical information abour Freire's life are his own brief comments in
the “ralking boaks” of the 19808 and early 1590z and his recenr ascownt in
Pedagogy of Hope.? There is 0o vet no deteiled biography placing Freire's life
in historical eontext, and the works examining hie thoughs heve been
uneven.® The publicacon of five new books oo Freire, then, is a welcome
beginning o the rethinking of Freirs and bis place i educational thought
and practice.

The books nnder review hers include owo collections of essays. borh pub-
lished bv Rowtledzz end coedited By Peter MeLaren (one with Perer
Leonard, one whih Colin Lankshear); Moacit Gadeords primer; John Elias's
Catholic reading; and Paul Taylers close and cntical analysiz of Freire's
actual teals. Nong of these books is hostile to Freire's uldmate pelitical
position, which can always be located somewheré on the Lefr, in suppont of
wdeas of democracy, freedom, and human possibiline The best of them
employ & crivical stence; the most problematk are wrinen with che rever-
ence of discipies. & reading of these (ive bocks dlusiraues the point that there
arg a number af different “Freires™ called fund in educational discourse; they
highlight the ways in which Freire has been used as 2 kind of icon or sigh
by sduational writers on the Left to suppert a varjety of progressive proj-
eoes. But the potitical nesd For Freire and respect for Rise a2 8 person showid
not, [ think, mean an uncrideal scceprance of iy every statement or the
rofnantcization of Bis past practice. Fraire's own pedagogy calls for a pro
foundly critical way of being in the werld, The caponrization of Freire, his
use as a symbol withour an active and crwal engsggement with his thoughi,
seams to me a berayal of the ideals he s calling for in his best work, The
fallowing dizevssion of these five wexts and of the varicus ways Freire has
been deployed as sign or myth in them is presented in the spicit of a Freirean
critbque, a respecoinl fuc orideal resding.

The two collections edited by Molaren with Leonad and Eankshear,
respectively, present @ wide-ranging discussion of Freire and his impact on
Left educational thought. A number of these essay: use & general refarancs
1o Freive bo srand in for & concoption of progressive political sducation and
then move to diseuss cheir own concerns, as in Marflyn Frankensrein and
Arhur Powells excellent and stimulating discussion of ethnomathematies,
Marguerie and Blichael Rivage-Seul's discuzsion of the philesophy for chil-
dren project in Guatemala, or Lankshear's “Functional Literacy from a
Frewean Point of View" Other essars engaze Freirg's thought ina wider con-
text, such as Carlos Alberto Torres's useful essay on the Latin American arwd
Afrizan policea]l contexes in which Freire’s thought developed, Adriznna
Puiggros’s reflections on Freirean pedwgogy in the light of bigher edication
in Argendna, or Tomas da &va and Mclaren's thougheful reading of Freire in
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thye connext of coneemporany cpistemelopiel dibares, “Deceniering Pedagugy:
Crivical Literare Resisance, and 1he Folitics of Memow” My swWin essay
vEreire and A Feminist Pedagogy of MHiference,” © nchoded in Mclaren and
|amkshear's Pulichs of Liberation.

Thie three sipgle-sathored beoks all purpott o preseal critical readings
of Predie, Elias presenes on smakysis of Leire's rhoughe feom a libernl Coibeslic
perspective. Althegh this bk wins published i 1094, ir fueuses RILEH
exclusively on Froire™s ¢y veorks and coatains few refercnoes [0 Foice's
pubdicacions after the mid-1840s. Fliasy diseussion of Fredre's life is lsick
and sgmctimes confusing, particilngly compared r {he miueh more detailed
aevolnt of Torres and Taybor For example, although Flias notes thor Fraine
pernenc o Brasil in 1980, he does nat discuss Fredre’s win doring the sul
soquent fifteen pears, He alu niakes Foctual ervons, ss i his statement mal
Freice “is presendy 3 Minister of Education in Rio de Jamelto,” which 1
ageumte Teders to Freira's briel tenuee a5 Sucreary of Edugarion i Sa Pavlo
horween 19648 and 1901, This kind of contanon © diseomeerting in 4 hook
that claims o be “thee s fll lengh treatment of Freite's thuught in English
bo appeir siece the mid 197057 Larss secrions of Eliass bouk are familiar
expositions of Freire's classic vexls, iz eonskritsition lies i its focus on e
taligitus mspoers of Frein's thouighe, Elas argues thar Prele sees hiuman
beings

sentially defined by i relascnshig Lo o], wees b ey Phiesns thee (wer
af reflective and froe choice, Huimans are besd pndersuxsl as beinps o nela-
vonsips, ficst af all i Gadd, and secnndirily Lo vhein felive Bomans, . -
Fog FrelFe. Rumsils o adeoucably muss strugshe v becoanc whit Ty dread’
are hy wirmue of the G isd-given Tarires Fhay posicss LREE, . ST

Eliag is ac his best. | think. when he comsiders Barh the swengihs and wedk-
nesscs b the prophedc, eliglous, chasismaric quality of Freire™s wiitings As
he points uug, “Prophes and chosism arle persans are given o (] TTLALE: SRE0T
tioms, 1o puiting shings i Black and wiliite verms. te urteTiny cotdemnaions
of sin oisd ewil, anel to presenting idealived visions of @ (e’ [RPF, p. 830

I Reading Bauls Freire. Gudoto (Froiwes former chict of szafl ar The
atinisery of Education in S Paulo) presents what i5 csventially a wink of
hoglopraphe As 8 clnae assodue of Frefro's, Gadow wriles frorm an fskler's
posivion. Along with Freire, tradottl wus one of the foonders in 1980 af the
Brazilian Portige dos Trbathadares of Workers' Pam Subsequcnily, he wWas
the chale of the Educational Commissie foor whe Whrkers® [y and ot 1989
became the eiiel of the Educatonal Cabiner when Freife wos appotined
socrerany of Edweation of the ciny of Sdo paule, According to Gadarrd, this
sk, wehich was arlginally published o Brozll in LokE, was intendad a5 an
insraduction m Freire's theught for high school students and prospesive
veachers. Ferhaps because it s sntended 53 8 kind of primer, the Bogk could
sasily he rend by srudenrs with a junior figh schoab reuding level, Whether



21 Philosephical, Socleiogical and Pyycholuglcal Theorkes of Lesnlog

rhis makes it a wseful exr fr educarors sougeling oo underscend the con-
et and bogic of Preire’s idess is another question, since Gadoth teads 1o
simplity complen ideas while descoibing Frelee’s life in a tone of adulation
and hyperbale, The inomeducdon by Mclaren and Henry Girous, it which
Freire 15 described as a “prod but hueenble wartior of the spivic.” who pres-
ents his pedagogy with “the wisdom of an andient sage and the wnfalling
pazsion of the social revelutlonary™ does nothing ro mitigate these problems
(RPF, p. xvi). On the ather hand, alvhough Gadetd's account of Freine's early
years is quice similar to others, he does provide a more derailed discussion
of Frelre's work in 530 Pauly. The book ends with te by now familiar dialcgue
berween Freite end the audor, in which Frews rapeats g insmational mes-
gape of optmism and love. Az nsual, this exchange is uplifting and 8 pleasure
1 read as & testimony o Frews's humaniy.

Paul Taylors careful study of Freire’s nctual texts is pechaps the mosr
theonighitfil and rewsrding of all of these beoks, Taylor describes his approach
&5 A “reading” of Freire, 8 soriking conrast tw Gadootis revereniial acoount
of thi 1ife of 8 propher. Teylor provides a detaiied discussion of the Europezn
thinkers who influenced Freire’s eagly work, and traces the underying
assumptlons of both his theorzoeal works and the codificenons that are the
basis of his literacy practice, He points cut that since Freire’s reoarm (o Braz(l
i 1984, virually all of his mew piblisbed waork §s co-aurhared. Taylor i orie-
ical of Freire om & number of grownds. [n pariculer he argues chae dhe
ghstepcr quality of Freire's writings construees a serlous Intellectual and
poditical proflem, Taykor poiems oui thar Freires use of broad generalizations
and his lack of specific analyses allow him o make mapiration:l progounce-
ments withow having v address the complexities of the local siuations in
which people find themeelves. But az the same ume he 2 sympachetic o
Freire's ultimate political goals, and he makes the paine chat Preire’s relinnee
om abstractions can be a strength as well g a weakness, because these jde-
elistic sracements can be appropsaned mo jusdfy and support concrete polit-
leal praxis.

Creating the Revolutionary Life of "Paulo Frelre”

Al authors creace a fictonal seif, wherner implicidy or by creating o firs
pemion voice and drawing upon personal experience. But when aurhors
themselves present @ el in terma of hisory or politics, this selfl becomes
particularly significant and open o critique. Since Freire often, particulardy
in his "spoken books,” refers w his own life and experience as suppart for
his ideas, he In a sense calls them to the rrader’s attenton 2s evidence of
authenticity or truth. In the case of Preire's o history, it is often difficult even
ta establish the facts of his life, ner to mention the meaning of these “facts.”
As vet there is no detailed bicgtaphy placing Fretre within the contexr of
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Brazil and the vanious revalutionsry movements with which he hag worked.
The detaits of his early hiscory and accomplishisents ape confused and wn-
tradictory partly becnuse of his vwi rewriting aod reinventing nf Rimsel, A
large part of the myth of the revelwrionary Fremre tesis on chese naratives
ais I oz presented choen in intervicws and aumobiogriphical fragments Tix:
problem of dlsdnguishing self<oeation from pessible aliermurive readings i
highlighted s we try to capruose the Jife of “Prila Freind in the bosks uader
review herc.

Bne of the ways *Fresee” [ called forth (s 05 the originawr of o revalu-
fionacy pedagosy baged on his own life exprrience. Freire frequently pres
ents e svencs of his e 11 a way tha belps 1 support this representaon.
The Begraphical domails of Freice's chibdhood and vouth are almee) always
bosed upen fls pwn accouncs: his Cashelic mather; the fall of Tis middle-
vlags famnily inoe poverty during the deprossion: his own difficultics wish
formal schooling - in pare, he sxpleins, because of hungar Freie thas con-
suwets the stery of has youth wo eraphasize bis own empathy with the
gppressed, When commentators on Freire vely almost caclusively on s own
seli-presentanion, they both acceps & namirive of the sellas 2 souvee esf [
rual frath, hut chey ko face the danger of igeoring the wider conmesr in
which Dl fuy lived: rhe political anmd econemic development of Brazilian
society; the dabures sver the meaning of lineracy and the wensions amung a
pumber of mdical fiterey movements I Beazil i the 19505 and eacly
19605 Lhe splits within the Cathalic churd; and the inwersection of gender,
race, sl class in Freire’s own histery and in Brazitisn seciery in genernk.
Of the authaors considered here, only Taylor and Torres, in hiy @iy in
Bauly Freire: A Critie] Enconier, proviee exrensive disvassions of the social
and histerical context of Frejoe's lifc; odeers aocopt Freire’s narrathyes as
unexamined rruih.

Froire often writes s theugh he were dirsctly imvolved wirh waching anl
cetiral o the invention of a torally new form of pedagogy framed o the
comrext of a public, political mevement, Bl Taylor and Torres suggest 3
somewhst differemt historme Fus example, although Frewe has always
scknowledgsd the importance of his first wife, Elza, the cutent of her infln.
ence un Freines pedagogy rEmiing uncsplum.i.ﬁ They met when Freive, thon
21, rurared Elea, then & nursery scheool veacher, for her exam o Betome a
schoal principal, Freire s staved elsowhers thar 7iewas she who Ted pwe w
pedagogy ™ Taylor yays thar it was Fia who encouraged Treire o teach,
frs1 nrivacely, deen in a sesondary school, aed whe deselved him in the
Cathodie Action Muvemenz, [nimersiows and public preseantations, Freire
has consistently acknowledged the importance of his family and s relation-
ships with Both Flza and his secomd wile, Ana Maria, Freive hae eporken (o
guendy of hig grief whe Elza died of a bearo condition and of s joy in fis
larer marciage 1o AN Mari Freire. In thess comments, Frelre presents him-
self ms & o For whom persena) relaianships and love ave a3 contral par ol
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his life, a stance thar is consistent with his pedagogy, perticuleely his recent
framing of o pedagogy of jop and bope, But the acknowlsdgmenr of the
irpormance of these reladonships also makes seriking his own lack of rheas
retical coneern with the intersection of the pukblic and privece of of the way
in which rhese relatkanships were alss supporss for his public lfe or sources
for his dought

[mv his early manhood, Freie was influenced by a number of other sdu-
catignal experiments and thecries. Again. of the books under review here,
Tavlor provides the most dewalled disoussion of deese inflyences, Taylor
netes the presence of émigré French professors such as Lusien Febwre ar 5o
Pattin Universioy and their influence on Brazilian social theorists, including
Freire, Mo also disousses the influence on Freive of what the French call
Pédugarion nouvelly, which inchudes such figores as Celestin Preiner and
Eduuard Claparéde, and of the Jens Plan, proposed by the Swedish educa-
tor Peter Fetersun, In e French acuveile pédosogie, the teacher was mo
encourage questioning on the part of snudents, whe were encouraged 1o be
acove and responsible for their own sducaton. The Jena Plap, which was
similor, was based on Stemmgrppe or Leaming Ginches. Taylor polnts our
then the famows Freitean Colrore Cirgles had their origins i these theorer-
ical models as well a5 in the Informal leaming groups of labor and peasant
meovements in Latin America, Europe, and the United States (TPF, p- 22).
Urawing primarily on Emanuel de Kade's Catholic Redicals in Brasil, Tavkor
naotes the growth of the Catholic Left in postwear Brazll and Freire's chose assg-
ciation with Dom Helder Camara, Bishep of Recife, and with te Basie Church
Communides (Communidades Eclesicies de Based which ried mo relare Bible
stwedy 10 local mnc pelitical questions. For example, according o Tayler “the
word Conscienrisande emerged from o discussion group within the Higher
Insticute of Braziliam &nwdies where it was popularized panticularly by Dom
Helder Camara” {TPF, p, 52).

The period berween 1944 and 1954 has always been chseurs in Breire's
own accounts of his life, The authors of the books under review here pro-
vide eomflicting accounts of this period. Taylor comments, “one has the
impression thar those experiences between 1944 and 1959, abour which lir
tle has ever bean said, ate almost “lost vears' for Freire™ (TPF, p. 15). In these
years Frefre practiced briefly ae 2 lawyer, taught Pertuguese in high schoot,
and worked in adult education. But the most significan: pericd i these
vears seems o have been Predre's time with the ofganization Social Service
of Industry {SESI) in Recife. Freire has mentioned this as » deeply signifi-
cant ime for the development of his thought, In one interview, he calls 558
4 “private indusmriel msthuze" and says he bocame involved with it theough
the Cathelic church {TFF, p, 22}, In another, he describes SEST as e social
service instnrion that provided services to urban workers and fishermen®
that provided him with 4 “re-cncounter” with the pooc® Puiggros, on the
other hand, deseribes his work with SESI as camprising “part of a program
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apmed at exrtending @ hegemony of mesgdern caliure” (G, po 158) She nowey
that SCS] operased during the popular nationalist government of Gerubio
Vargies and coptinued witd] 1953 (the wear of Virgas's aweide), aimwed @t
increasing the besic literacy of pensants a5 well as maining skilled vrban
worker? o meer (e noeds of businesz, Alfwogh Gadord ghves 2 more
derailed pooour, e smple and adulatory pressocarion Gend posstly @ weak
rranstaciond Jeave the reader mystiiod sbout key issaes, A cenral pieve ol
the myuh af Paulo Frodve thwe revclulienary educator s this carly invalvement
with biterecy programs, but the lsck of specific informaten about 5ES] and
Frewe's activitbes In Lheso years leaves a confused piciere of the cxiene of
Freire's nctual parricipation in liseroy work ™ Was he a weacher, an adminis
trater, or a publicist?

I 14959, Freire compleced his dectoval thesiz and was glven a teachiog
posltion at the Universiny of Recife. In early 196E. the liberal Goulan goe-
eriunan encauraged the devebapment of leracy prograes in Brazil; ey
wits 3 reguirement for sufftage, and thus these lieracy campaigns ware
deeply poligzal. [n 1961, Freirs was asked by the Mavor of Beals o develop
a leeracy program for the ity In than some wear, he was made divecoor of
the newly created Cultern] Fxtengion Service ot the LUiniversity of Recife,
where hiz work was supporied Dy United Stoes Ageney tor Tnrermaticnal
Drovaloqarnant. This campabzn gained a grean deal of publicicy, and a2 2 resulo
in 1963 Frowrs wis askeld o weork with the miional lirenay program, che
Mevement tor Basic Educacion or MEB. In TS the MEB prepared a literacy
compEipn calbed Yool ¢ Tobar (o Lave 5 1o Strogebe], which consisted of thaery
lessons using phaoographs of che lifs experiences of peasants us a basic cext.
Altheugly Torres qees Vive @ Letar as eofllectng Freise's mfluence, Eliss notes
that “from 1962 snward, 8 certain mnonnt of give-nnd-oske ooearred. espe-
cially in the Nertheas:, ameng the variows lireracy programs” (RPF, pp. 5-6).
The developinent o benk politicel anebvas ond fiterary muthods seem o
have been a peodier of cogong and collective wosk, Although some of the
campaigns in the Northeast such as thae in the Szare of sergipe scom oo hawve
been strikingly swecesaful, a0 s oo clear bow sucesssful the wider national
liveracy progrem was., But however successtul or problematic his practice.
Freire was widely publicized az 3 Uberal amdd even radicsl refoamer In the
aftermath of the military voup thae overthrew Goalnel, Freite wos Tnbeled
pro-Conumeenise and anti-Amerbean, was anrested and beld For sevonty davs,
aned eventually fed inm exils,

Prejie spest several veacs in Chibe after be was locced 1o leave Bracil
Then in the carly 1970k, afler a vear a0 the Graduste Schoel of Education a
Haryard, he moved o Genevis where e worked with the Wirld Council of
Churches until hiz reoam to 8razil in 1983, During his associagion with che
Werrld Coumdl of Churehes, Freioe acted as o consoliant oo number of B
CHCY cAMEaigng and partivipared in counticss worksheps and conferenoes
in bath Burope sod che United Ststes, T wias D 1bis peciod deae e codah of
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“Freire the revolutionary” was in a sonse crenoed, not only chrowgh the #ic-
coss of his books, Bur also through his charismade persenal appearances.
The one site where Freite was wctually divecty tnvalved in g Lecscy cam
paign was In Guinea-Bissau, wnd i is here thar erivieismes of his lirerecy wark
are sirongest, [t oseems clear from Pedapogy in Process, Freimes own 1978
aveounl of rpis work, thar he was deeply influenced by his comtact with
African revolutionans: such 2z Amadicar Cabral and Franz Fanen, ahd thac
ke became snamored with the image of the charsmatc revoludonany keader, 9
A rumber of authors fode the change in Fredee's thinking after bis Inwalve-
ment wich Africa. Becouse in Guinea-Bissun Freire was engaped inoa con
cree revolutonary sinsaden [n a culture nor his owmn, he was loresd 1o take
direet political positions rather than put fosd the kind of generalized inspi
rational calls oypecal of his other wndngs. This laid bim open w criticisms,
buthy eof his celebrztion of che "revolusionary leacder” and his advecacy of the
use of Portugusse 48 the fanguage of litoracy instruction, There s also o
grear deal of evidence that chis literney comipaign wus largely & failire. Torees
notes that “tey 1980, reporms from Gulnea-Bissau began 1o acknowlsdge thac
the woals of livracy lor natonal reconsiruction had faibed o mate galize; of
the 26,0060 students volved o literacy mamung practically none became
functionally liverat=™ [CE, p. 123},

The contradictions in presentedons of Freire's poactice are agein llismated
in the accounts of his work as Secresary of Educarbon of the Cloy of 8o Paulo
berween 1989 anid 192 in che sadministrecdon of Luize Erunding and the
Waorkers Parry I is dificult v Rnd acoowme of this pericd that provide spe-
cific details. Pedagogy of the City, which is primarily a colection of inter-
views with Frefre conducted in the early months of 1989, provides the best
oceount of Freice's goals i S0 Faulo, [h these boorviees, Fréie 12 seathing
in his condemnation of the abendonmeant of poer children by eaclier admin-
istrations and by Brazilian bustness elites, whar Freire culls “the aesctonary
pwers wirnin this counomye ™ He points 1o the detsriorared cundition of
schoel buildings, the [ack of basic school supplies, the acceprance of large
numbers of children who never atterd school and others who are said to
“drop gut,” but who, Freire argues, are actually forced oul by poserty or
eaptsion. '2 He alen poimes to the question of class lsnguage, 0 the nesd 16
suppart teachers and provide ongodng reacher sducarlon, and o the need
for a curriculum that will ereate access to the dotninant loowhedee bur also
e grownded in sradems” own Jife expeniences,

While Freire's discussion of the problems facing the schools of Sic Pauka
& mciiive and powerful, it & more difficult oo discover the actual history of his
fime a5 Secretary of Educackon, Gadoti's book was published in Portuguess
in 1988, before Freire actually tock office, but in the English version, pub-
lshed in 1994, Gadord presents Freire's work in 550 Paule as an wogualified
auecess, Tuylar s mere cautious, An example of the difficulies of evaluating
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Freire's practics from his own selfpresensation is the 1989 discussion
betwecen Freire and Tomes in Polirics of Edveaticr: Poths from Freire, in which
Frodoe discusses his yoals as he begins his renure a3 Secretary of Education
{PL. p. 102).7 In this interview, oeres notes the difficulties facing Fraire,
nating “the size of S20 Paulo, and fi5 ssemingly insurmeuntable probl=ms of
abandaned children tiving in the streets, gruwing peverty and urban vio-
lence, fscal consmaines, particularly due o Drazils wrowing exremal debe,
#nd the peculiarities of post-dictatership Brazilion politics and elecrors]
smuggle” (PL, p. 105), Torres asks Freire whae kind af “prdagoyy of the
oppressed” he mtends o implenem in such a siturtion. Freire's Fesponse
illusiraces well boch the appeal of his rhetoric and the diffeulyy of gresping
what cxactly he ds proposing:

Today, | am Secretary of Education for the city of Sno Fauls, with much
erore clariry, with much more polideal and pedagegical understanding, |
hope, than when | was thiry or thifmy-Ave years old. 1 see things more
ciearly nuw ond 1 fee] more radical, although never ssetarian, in the e
of my country's reality. 1 have a more lucid vislow of what we must do o
change schonling fram the pablic schooling we have now, s 2 school
that is happy, ineo a sehool chat is rigorous, it = scheal tha works dem-
perarizally. i sehood in which teachers and swdents know 19gether and
in which the teacher teaches, but while reaching does not dumesticate
the student whe, upon beaming. will end up als teaching the eescher, 16
VOA WETE 13 A5k frie, “ATE YoU altempring to put inte practice the COnoeps
your described In your book? of vourse 1am, byt iy 2 manner kerping
with the times. It is one whing i weite dawn concepss in books, but it is
Abcther to embody these cuncepds I proxis. Those things ane sherwing
themselves o be wery challenging, bot they continue o give me 4 sense
af joy and ardsfnction (P4, p. 105},

This respanse, while admirable as @ general matement of 3 humans aduea.
Lon, leaves mony questions unaddressed; Whar were the ohamcles fning
Frewe? What speciflcaily did he propose? How can schocls thar are “happy,
rigorous, and democranic” be created in the brucel condidons of urban
Brazll? While these guestions are 10 some exrent addressed in Pedegogy of
the Ciry, the actual aceemplishmients af Freire's administraclon or its impact
are still unclear. bn November, 1992, the Wockers Party losr the municipal
election, and it i3 also not clear whax effect this defear had on Freire'
altempted refurms,

The Thought of “Paulo Freire”
If “Pawilo Frefre” & i part creared through mythic representarions of his life,

the process of inventing Freire is cven more striking in terms uf his thiught.,
Beviuse of che ecbectic thearetical influences on his thought as well as his
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tendenty to broad generalization, Freire can be interpreted and used in a
variery of ways. Although Preire's basic ideas have remained in essence
much the same, he has framed them semewhar differenrly depending on
the context of their articulation or the invellecoal currents of the dme. While
Tetaining a cove of beljefs, ke has shifted From the Catholic hamanizsm of his
earliest writings to a period of Mardst nfluence, particularly during his
zime i Chile and Affica, and mof: récently oo more practical concerns with
stae egucational polivy and reform during and after his dme as Minister of
Education for 550 Paulo. Berween the publication in 1978 of Pedagogy in
Frocess, hds acoount of te literasy compaign in Guines-fizsgu, and hic recont
ook of reminiscences, Fedogogy of Hope, Preire has only published panscrp-
tons of seminars or dialogues with ocher edocaors who are sympathets o
Him, &ll eo-authored works. ' The eatly debate aver the meaning of Freire in
the 19703 was framed as @ tension between Carholicism and Marxism, For
many, Freise was guinressentally a Marzist hamenist, and he continues w be
appropriated in this way Molaren end Leonard, in che inerdoction o Pasds
Fréyre: A Cniticol Emcounter, for examphe, define Freire in just this ligho
“|Freire’s] humanist philosephy, echoing the humanist Man, centers on e
cnmlagical vecatien of humans o become mose fully human, To beeome
more fully huiman invobres discuesive !.tmgg];: ower mezaning: human E'I.'Ih;:b'.‘li;
are, 83 in derx, roaeed in historical smuggle” (CE, p. 3). Altvough Freire him-
self does not labe] himsekf as a Marwise, this teading of his work can certainly
be supported by hiz own statemencs, parriculerly [n the pas fifteen vears. On
the orher hand, Freire has been errcized by more “strucmural” Maredss for
his favilure to mle economis mmd material forces ineo sccount. b Robert Mackis's
1980 collection Literacy and Revolution, for examgle, several authors anached
him for his idealism and failure o ackncwledze the power of the material
"base. "' OF the books urder review here, Tayior makes a similar criticism,
that aithough Freire uses terms such as “praxis,” he fails to provide an analy-
sis of the specific eoonemic forees shaping sockal slees: thiis exactly whar form
pravis w to ke remains obscure,

While Preire i often read as a Marxise humanist, it is alse pessible to
read him in the light of the radiden of libeation theology, particylacly by
emphagizing his early works, As we have sean, his sarly literecy work in
Brazi emerged ftom his activivies In the Garhelic Action Movement. He
szems o have been deeply Influenced by the French Cacholle philosophy of
personalisnt, amd his early work oftem cites Moundier's 8e Noc Afrald, a text
that stresses Catholic collestivism. '8 Preire’s conrinued use of 8 language of
lenve, hope, fabth, &nd humiline certainly can be read as part of 5 Christan
wradiiom. Taylor argues chat Freire's “lenguage of the Christian Faith is more
than the mere chothes e dressing and presencation: it is accually the shele-
ton v underpiniing of his philosophy and secisl analysis™ (TFF, p. 560,
Freive's emargence from the same Cathalic milleu thar led oo the Medellin
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conlercnce of 19468 hias frequently been noted, Elas, who provides the most
comprehensive disoussinn of Freire as ¢ Catholiv thinker of the books
reviewed here, argues that Freire, like the liberation theodoginns, Lools o dhe
Goopels as the sourve of soedial actin. He quotes Freire fom  speech deliv-
ered 10 Rome in 1970: 1 am nes yet compleraly a Catholic, | juse keep trying
to b one more complecely day after daw .. L just Feel passionacely, corpor-
ately physically, with sl my being, that my stance is 2 Chiscdan one becise
it is 10¢) percen: revolutionary and human and liberating, and henee commic-
ted and wtopisn” (BF, p. 813 Bur alchough Elias s sympathetic with Freire's
Cathelicism, he alse criticizes Frelre foc Falling to address the iasue of orig-
inal san ov the oxistence af evil in the world. Por Elins, Feelre's vision, although
deephy infusnced by the Gospels, is Nawed berause it “ladks some of the real-
famm eof che Crhedbie cruckiion with s strong insistencs upon original sin o
humnan conuptibilin” (BF, p. 574 Thay, just as Freire s approprioted s o
Murxist bun also ceiticized for boing an inodegunate Marxisy, he also con be
reed as a Catholic or erihoeed 25 2 mistaken Catholic.

Most recenrly, Freime hos been appropeiated Inoo the dehare over the
pulitien] implications of postmodernism. Although his work cleady emerges
from the modernist and homanist madition, he is now called foreh by wic-
ers deeply influenced by postmodern sources, As a huminist, Freire aecepis
the vision of human beings ax capabbe of reficetion and action in the world
to chisnge histan: |7 As 2 modemist, be emphasizes his belief in the poasihil-
ity of o pogressive poliics of bope, This modemise call for sougeele (oo
social juaclee and the possibility of progressioe change fest, 95 many it
have anded, on his use of binany ciregoniss such as oppressor and oppressed,
and 1 @ melanacrative of human liberabion, Ginnax, n his essay in the
McLaren anel Leonard esllection, arpues thao this dualism meeds t0 be
understoad within the historical circemstaneces from which it emerped, that
the use of such stark binarisms were themeselves a tectical mave: "Forged in
the heat of life and death strugedes, Freine's recourse oo Binarlsms . - migeed
bravely against 1he dominant languages and monfigurations of power thac
refused oo pddress their own politikes by appesiing w the imperacives of
politeness, objectiviny and aewraliny™ (PF, p. 181, But Freire alsoe has been
criticized for chis cendency w divide the world shto oppesitional catepories,
what Taylor calls “a world of polarities which comprises teachers and (he
raughi, the oppressed and the oppressors, the necrophizhe and the Bophilic,
light aind dirk. subjects and objects, liberacors and she lbersied. ™ Taylor
goes an o argue tar although ic is heoristicelly useful, tis approach “imduces
am overall simplicicy thay acoually impedes the way in which we give mean-
I 10 experienie. Freire relies heavily oo dhis device, but the clarity of his
argument allows us 1o see accurately palby ot the potes of the inter-arching
comntinta which he has vonstruceed, it allows Tittde insight into the cenrral
canopy of cveryday fife where most people Iive™ (FFF, po 543,
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Perhaps the most subtie and extensive stempe o vse Fraire as 8 way out of
the political paralysis o which posmodernian theony often scems o bead can
e found bn thse essays of Pecer MeLaren. Molaren argoes thist Fraiva's work

captuses the splrit of hope and the cournge of onz who remaing in an
unwaveTing struggle against injestice. In this light, Freive's work copld
Decomme, for consmpamny social theerisis, both a modemisr reminder that
pecple sol) sulfer prin, opphesion, and sbandonment and a postmodemise
strategy for destabilizing cotalizing regimes of signification. . . . ltis a
polities whose senstbility animares a responsibllity to ethers, and it does
2o by not dispensing entirely with cthe concept of rotaling Frefre works
iTenm the menarraciee of Fberation and human frecdom without allowing
such A narsative to become the imposed ozality of 3 categerical uipia
{CE, p. 2100,

White Mclaren's defense of the value of Freire the Uroplan modemist seems
roe e poverful and important, his claim that Freire b thought oontains a “post
modermist sirategy for destabiiizing totmbzing regimes of signification” is less
persuzsive. What do the srofound dualism of Freire's though, his emphases
on the subject, on “authendc” insight, mean in the ¢otext of the posonod-
£mist emphasis on ambkguiry and the decentering of srand narcatives?

The complexities of the dehare aver how Freire should be mead reflects
one of the most siriking qualities of Freire's thought: his wendency ward
inspirational but decontexisalized generalizatons. His pronouncements fre-
quently invoke undversal themes such as justice, jove, and freedom - erms
that can be appropriaced by wiiters from m number of differene traditions.
When commentacors want 10 ippropriate Freire, they frequently “fill in" far
Freire, elaberating and explaiming what he “realty” sisans, or taking his gen-
erdlizacions as specifics, This can leed o claims for his work that are closer
o wishes thap they are supporied by his actual writngs. Cornel West, for
eaample, in his inoeducdon te Mclaren and Leonands coliecdon, writes of
Fedagogy af the Oppressed, “Freire's genius is to explicate in this vexx and
cremplify in his Hfe the dynamics of this process of how ordinary people can
and do make history in how they think, feel, act and love™ (CE, p. xiil). In
actualicy, Fredee rarely discusses specific ordinary peopls; in ali of ks work
he refers tw general categories of "the appressed,” “peasancs,” “worker,”
ang “ineelbecuals,” The exzune and complexity of the lives of ardinary (or
extraordingly (o7 that mamen people are not evoked. In this passage, these
Iies are “hlied in" by West, whe assumes dha the absmaction “the oppressed”
capoures the specificiny of actual hves. Mumerows similar examples can be
found in the work of other commentavors, Mclaren, & theughtful and sym-
pathetic reader of Freire, comments,

Cerminly Freire stresses unlversal goals, such as human rights and seli-
determinanion, bur he does so in the knewbedge that such rights and
determinarions are always provisieral, contextual, and the result of a
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matrrial siruggle cver meaning and shat they shoold nor be sitsaed
transeendentally within a prajuct of liberation bue engiged o their his-
torical speciticity. One could pechaps invole on behall of Fredire 190 ferm
“enntingenn saversalives” (M., . 2110,

[n Fact, Freire's work i open to criticism precisely for a lack of “hiseosical
specificicy” Although Freire frequentdy repests the aced 16 censider the His-
warical specificiyy of e local, particubacly i his lagee dlladogues, in facr e
almast never gives any specific local examples; and when he does. 1hey
are ofren chemselves decontextualizad figures — a “peasant” or & “scudent.”
The claim of locavion isell i o0 eften an abstract generalization withour
specificity. in U passage quuaed above, Melaren, who i well aware of
these preblems, introduces the phrase contingent universalitios “on lehalf
of Freire,” o ry o reconcile e contradiction berween Predre's grand bus
absrraet claims of spocificiy:

This approscn of presenting expositions "on behalf of Freire” of rein-
venting Yreice, i empboved by 5 number of writers in the MoLagen and
Leonard andg McLaren and Lonkshear orllecdons. When commentaroes setipe.
lave 1his process, 25 Mlaren does in e passage quoted in the previous
porograph. it Sy to me a positive use of Freire, since it acknuwledges thar
whar (s being cliimed i a gloss, 8 ading, [n Shor empoys this approach
in his essay, achnowledging thar he is building wpen Froice, not oying b
cupy hito: “In the liberasing classroom sugwested by Fraire's ideas, tenchers
pose prablems derived from soedest life, social issees, and academic sub-
jects, ana mutgally crested dislugue” (CF, p. 251, While clzims such as chesa
2ot “liberaving classrooms” have themselves been criticized as rogimes of
murh, what | think is powerful here is Shor's use of che phrase “sugwrested by
Freire’s ideas,” which svknowledyes the inltuence of Treire's general persper-
tive Bt does not aoribute more to him chan is justified by his rexrs. Other
writes use similar phrases. Tomaz Tadeu da Silva and Melaren, in their
evsiy “Decentering Pedagegy,” present what they term

A postadructucnlist and posreploninlist rervading of Freire thut while to a
CEMLhin extent “reimeenting” Freire's work In light of perspectives selee-
twely culled from contamporary strands of eribcsl social theoy, atempls
t remain faithtul ra che main contonrs of the Frefean problemarnic (CE,
p. 8]

Puiggros. in her call for a fonm of dislugical education, beaing, “Extending
Freire'a position beyond what is concained in hls oxes. | .7 thus sckrowl-
edging from the outsel thar she is using Freire and his general eall for dia-
logue to reflect upon and create o mote specific analysis (P, p. 171], The
use of terms such a5 “refnvenring,” Yextending,” "sug gesred by “on behalf of,™
encyurages A crilicil distanece snd ablows commentitons to emitrace Frefcean
guals while acknowledging che shomeomings of Fredve's setual practice g
miyscical philosophy
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While a number of the writers in A Crnical Encownter and Folines of
Liberotion implicith: acknowledge these shorrcomings in his thoughz, their
cverall stance is closer oo reverentdal than critical. Other texts, however, take
a more caterlgns approach, particulary i Freire's pedagogy: One major cridcism
that concinues to be made of Freire a3 well as atner theorists assocured with
both critical and feminist pedagogy is his failure (o consider the power of the
liberatory feacher, the desire of the reacher 1o be “the ene who knows” and
the ways in which teachers are implicated in e outh thar is uncovered
through the process of pedagogy. Although Fieire is quite clear abour wiere
he srands pelifically atthe same dme he cleims that the pedagogy be suppocts
will allow Jearners m “read the word and the world™ as subjects without con-
ghdering che complexity of the pedagogical encounter. Critice, most fraquently
theee hostile o Lafr, have pointed we the dangers of menipulation in Freirean
pedagomy® More recently, feminlss ericics have appléed the Poucauldian con-
cepr of “regime of wuh” 1w Freirean and other critieel pedegogies.® This
argument rests cn the idea thar “wurh” is called forth by the discourse irself,
I the ¢ate of Freirean pedagogy, the concept of the revoluticnary or liberaiory
educazor i all o Fequently called Forth i an iconic fashion.

OF thie books under eview hers, Taykor provides by far the most exten-
sive and critical discussion of the fconic qoallty of Frelre's thought i his
analysis of the codilications wsed in Freire's literacy campaigns. Taylor defines
Freirean problematizing educarion as intending o interogine

whal is given, bringing inw queston known souctures, and examining
conventional or taken-for granted "explanatons” of realicy. [0 diseoiere
and then reacts o the possibiliny of “conwadicticn,” identifying ways in
which things can be sid, done, or exisr differently (TPF, p. 730,

Taylor goes on o argue that although this s o laudable goal, exactly how
this s to be achieved by the Frefrean literacy method Is in fact very puob-
lematic. Taylor argues that a close examination of the sequence of the images
uged iz the Freirean codifications reveals 2 sybtenr of “correct” answers that
are alrendy in the mind of the eduearor, Ity his analysis of the codifications,
Tayler thar although they are open to a variety of interpretations, Freire
clearly has in mind one kind of conclusion ~ of human agenty, the power
4f culture, the empowerment of literacy. Tavior argues chart the codifications
create a discursive system with &n internal logie thar leads che reader to one
interpretaton, In other words, while any one image might be open o any
number of mterpretations, the sequence 2s well as the questoning of the
Freirean tegcher has a partcolar logic and leads v one parficular meining,
The codifications are a sign systemn - 4n argument, a particular way of mak-
ing meaning = and the “reading of the word and the world™ that Fréoe calls
for is created by the sucture of this sequence. Tayior nores that in the Freivean
literagy campaigns the codifications were meant e be gone through in
about two days, after which the techniques of reading, using rhe sixreen o
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sVEneen generadve words, woeld begin. Taylor poinrs ous char these word
lists, while suppasedly gamered from “the peaple,” are selegred by rhe Tt
acy workers and inevitably reflect cheir own criterio of selection. He pnts
aul, for example, that the key words are all nens; becauss there are no
verbs, thery is 0o wiy of asserting action relationships. Moreover, “no
one of the lists includes words relating to persunal or fumily relaionships.
there is o mention of wife, huskard, children, parsnts of friends, no men.
dam ul famtly or communing® (TFE. p. 771,

Michel Foucaul statcs chae all discousses are teximes of rruth, in the
sense that they consainand call funth ruth and fatsehoed. The pradifem with
the Freirean methad, as Taylar points oul, w ol that v is a regime of wruch,
bur thac this dynamic I3 oot cnly unacknowledged bur in 4 sense denled
through Freive's insistenice on the reader us stbiect, mid abject, the “reader
o the word and che world,” Taylor argues, and [ think virectli thee 3 much
clearer statement of the politeal belics apd goals of the educator would be
both more honest and more effeetive. A divet statement of belief can wive
leweners more power, not fesy, becanse they can then agree, disagrer, or
contest the educeror’s tuth. Althaugh this goal - ane of dialogue - j& what
Freive clolms is his twn, Tapkor's anzlysis of the codifications i very weefy)
i dluminating e conmadicrions berween Frelie's theorerical clzaims and
the cffects of his practice,

Amather srea in which Freire Is apen to critcsm is his filuee o address
patraTchal privilege or sexis appression, ino e mst thess orincisms have
by et o Freine's Frdfure 1o consider explaring the specilicides of oppres-
ston el 16 implicily sssume that “the opprossed” are wade PEESINES Or work-
erz. OF the bodks under feview bece, neither Elins nor Gadut is concormed
with this issue, In favr. Gadodti hasell uses Lhe grneric male pronoun 1o
stitndl in for all people, 0 sricus dsoe b s regg published I 1994, Alhaugh
this “he-man language™ was tniversal in the lare IW6Us, when Podagogy of
the Oppressed was writben, it has been the fieus of axranslie crificlsm since
then. Mase undversities and sehvolarly journals have guidelines for the uge of
nuit-sexdst language and Freire himself i now caraful to use the Lenms “waren
and men” of "human beings™ o his wrirings and public presentations, Thae
Gadorns usage of te Male pronsun is mors than & conventon iy indicaed
by other poims in s text. For example, Gaded mentions Freires love of the
mango. the beautiful music of Busnos Aires, Gadoti describes the tunge a5
the music of the wiban undercliss, the “children of immigrants” of Latin
Assiericn. He continges,

When wir undersand ta tango 25 the horlied-up expressinn of machsmo,
el sullering in the face of decepron, of the need i reflect the digmiry of
sameant who has suffered misery, W chare s the manifestation of (he
risis al urhan civilization. It beeomes casier 1o ond ersiand why Freips
likes Lasgas {BPF, p. 1370
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The identification of “machisme™ and “dhe crisis of urban civilization™ in this
passage makes very clear that the ursan worker referred o in Gadotil's
generalized use of *he” 15 in fact @ male workse and that the use of sexist
lamguage hroughout chis texe is the reflection of sexist thinking, It is no
wonder that Gadorti does noe explore Freice’s crearment of gender,

Oher aurhors are mone senwitve to his e and mone critieal, Bell hooks,
wih presents a generous and sympadseric reading of Prefre in dee comesn of
her own pracrice, ponetheless notes Freire's “blind spot” in matters of gander
Taylor, in his analysis of the Freirezn Lteracy method, also notes the malbe
bias of Freire's analysis of biteracy:

It is one of the pacadoxes of leracy, but ope ienored tetaliy by Frele, that
many non-lirgrate or semi-literate women are more Jietaie than cwir
male counterparts. Howewes, it is the male defmition of literacy whick is
validated, borged as it is in the public economy of the workplace and
rempered & i is with oalrural end secial pamiarchy, Women's Liseracy is
devalued Bocause it belongs oo the home, to the care of childrer and to
the maimenance of private Itfe [TPE p. 1387

Dt Silva and Meclaren, in cheir discussion of Freire and what they call *the
politics of memory,” alse note the problematic guality of his “phallocentric
paradigm of liberation in which freedam and rhe experience of pacriarchal
manhaod are conflamed™ (CE, p. 700, Both bell bock= and da Silve and Molaren
argue that this “blind spot” should ot bead us 1o discoune the powar of
Freire's political suimee.

Jeanne Brady in her eszay 1o the WeLaren and Lankshear cellectivn, is
mere cTitical. She notes Preive’s failure to conceptualize women's oppression
oF suhrechivity

noLsaly in e gendered language thian populaes hils early works such s
Pedogagy of the Gppressed, b alzo dn his nodon of reproduction as belng
exclusively inked to the project of econamic reconstruction, egpecially in
Pedepogy in Provess, By focusing on reproduction around agriculiure,
Praire ignares ihe complexiny ef reproduction for women around the
issue of women's work, namely health ezre, birthing, and family marrcrs
P, p. 145).4

Ferhaps the most rroubling evidence of the continued assumptons of
parriarchal privilege in Preie’s thought come foom Fredre’s own fecent exms.
Ina the Forwarnd to Mcleren and Lecnard's Paufe Preire: A Cribice! Encourtber,
Freire addresses unnamed “feminist crncs” of his work:

[ also apprecspe the smemgas by fermos crivcs and edwcators 1o rethink
iy work chrough teelr own specific streggles, Since e 19706 [ have
learmed much from femindsm and have come o define my work as fem-
Lmist, seming feminem closaly connected o the process of selfreflexivicy
and political acricn fur human hreedom. As the chapiers in this volume
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attese, it s bmguatanr m apprecioie the muleipliciie of dodes of poes-
siit suffered Dby women and people of color in e Vniked S1anes and
elsewhere acenes rive ol it @ equally imporsane o diseount claims m
@ LRy eXprTence of oppression ner only dmnomne wemies, bt weith
respect wall oppressed praples. 1 oo alwavs challenged e essensiulian
refierred in clasne of 3 snitacy esgeesscnas of clpes snd gender, inasmuch
s it i assumed rhir sofferig s a seamliss b abvae oo froa the
st cluthe, Dppression must albwavs be undersiood i s nuliiple aod
comntiadiciory insee, just as liberation must be grrasnded o the par
ricufurity of acfering and soogrls 0 coserele, Biaodgal experieics,
without resstityd 1o teamecendenal guuranees (R, . 0,

f this passige. Freive cepheally makes o umber of gereriiizioons aboul 1he
feed b e spexific, But by Joes 1o pravide us with any examples of cither
whae b means by feminism or which essays G this volume be is refzoing
ra. sinee the collecrion inciudos ey o essay by a woman, bell hacks, who
is wory sympahaic 1w Freire, Alough da Silva s Melaten chomghtfally
Jwewss femindsr deisnes around cssentialism and are cleacly fandliar wits
ferminia thwery, che other essags an this collection are striking in b absence
of digeussions of Uthe specificivy of geoder o, with the excepsion of hell books,
of race.

In the ane sEanee in hese Bookes whore Freine responds diect |y 1o femi-
aist erirloisms of Iris waork. Tie takes it o difterent wone foom bis starement
in the Forward 1o che Molaren and Lecnard collsction, in his intervisw with
Domakly Macedi in chis same volume, Freire is asked oo rephy 1o his Ao
nist critive. The sterview b= prefaced hy a smooment by Macodd thae
Alsugh thete is oot enowgt space for Freiee 10 tespond o the "perinen
sawcs” raead by the csspys inohis enlleetlon, Whae we would Dike 1o da s
s address & recwrring challenge o Fredoen podagosy cotioe ning s freat-
ment of gerder™ (0L, po 1693, This is iscll an ipreresting chowe, sinve this
cotlection of essayes dois ot i T inclode any sustained feovnise challeng
trs Prasive And alrhoueh Maccde's smitial framiegg of this exchange beging,
S educanory, particuiarle Monh American feminisis” have critietad Breme,
- the subscguent meswiew Froine never efies 1o any specilic criticsm, nor
o he cite bere for in amy nther soures with which [ am raomilie} o single
Femnist theorist, o of cutzidy of educieon,

In hiis ntcrview with Movedo, Freire consiaencly rebers o e femimiers,”
2% though there were @ Singic mevement or woice, o else e Uges anig:
mans examples, very nch like biz caliiog foah of “u peasanl” in Prdagogy
o the Oppressed. In the inwervicw wich Mavedn, he gives rhis exanple of
Semnimisn critivisis:

[ recejvarcl ot buoyg g ) berrer fron 3 vouns woaman win tecenily same
scriss Pechisogy af A Oppresscd Fo7 1he i tinwe, criviazing my mochisla
Tirguigee. This bemer was vere insubiing wnd seosewhon vulgae 2o e
fem uipsen G [ owes Jeat et v D Jeteer pecmase, mus eorrinnty, shye
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has only read Pedegogy of the Qppressed and evaluated my language as if
this book were weitten lxst vear, That is, she Jid not contestualee Padagogy
of the Ggpressed in its hissorical conext (CF, p. 1711

As iy very frequently the case with Freire, he here identifics the feminist
cricique of his work as a question of sexist language. This question of pro-
nouns, of coursa, B mportart bur relatively simple oo redress, and in his
lazer work Freire has been careful to use “he or she™ = in other words 1o
acknowledge that men and wainen are borh human bengs and ner che same
{mamn}. Since Freire hos been sensitive to this 55ue for many years, reconl
feminise critieism has ot focused on bls past uze of sexist language. Buc
emphasizing this peint 2nd having it stand for teminist critigue allows Freine
to ignoze more Fendamenral questions abeur fes conesptualizacion of liber-
ation and the oporessed M cerms of male experience, or the failurs o addness
the speciflaity of oppressions in aetia) history and discourse, Evan more dis-
rurking in this passape 1= the ineradueton of the anonymous “young woman”
o srand in for “the feminists” @ young woman wha writes a “very insulring
and somewhat vulgar” leoer, W kmow nothing of this “young woman" (net
even hiow he knows she is voung) and nothing of the content of the Jerer.
She is 3 rhetorical device that can be wsed to support the Wea of the out of
bounds Cin=ulting, vilgar) feminiet anack, and the calm and condescending
response af Freive {1 was noc upset by it

It iz clear ag this [nerview uifolds that Freime sl dees soc consider that
there might e 2 more profound faminiac critique of his thought. He consis-
iently presenis the idea of patviarchy os practices thar can be changad; hie
never considers the need w anelyze the underlying patriarchal assumptions
of the European intelbectuai wadition from which his own thought has
gmerged. He subsumes gender within class, as in hig discussion in this inter-
view of the need to ransform the world:

| b=ljewed thar thys wond trengformoim 'Lrl;pﬁﬂd & |t of iterest i class
rore 50 than individeal o7 sex interest. 1n other words, Hieraen should
ke place for B e e women amd oo juse fd men or for Women

or along coler or ethnic lees {CE, p. 172)

Again i chis pussage Frefre asmomes thar ¢liss inlerest cen be separated
from “sex interest,” failing to understand the ways in which class and sex
[ &0 miention rage] are intertwined, of that @ congern with class exploira-
fion is precisely structured by beth racism and sexdsm. He goes on in this
inrerview ro insoruct femini=ts in “eamect pedagogicsl practice™

For me the carrenr pedagogical practice is for feminiss to understand the
Jifferent levels of male oppression. while ar the same time creating ped-
agrrgicad atrueTsres [ which men will have w confrenn thedr oppressive
positicat. 1 beleve dhat it s noc engugh for women to Liberare themselves
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from the vpgression of men who ure in um eppressed by the JOCKEY i
a whede, bt that engother fhey struktanconsly move wiwad cuttisg e
chains ¢f oppressica, Obviously, bous these oppreseed men and women
necd e vnderstand dwir diffenant pesicions a0 the appressive STRICTUNES
s thay opether they can develop effecrive srategles and coase o be
oppressed (CFL p. 174).

Whils Fretre's call here far the newsd for simultonaeus politnl strabegics aga insc
uverlipping oppressions cchoes othor progressive inkers, 1his siatenieast
again Hiusonies e “Blicd spoa” by Bis rhinking, Fiest is Freire's assamprion
thur he can name "correer pedagogical practice” for women, that thelr main
coneein shoukd be (o "understaced the differens levels of male oppression,”
sather than examing and wislerstand whie levels of women’s uppression - che
different furms of oppression and privilege of black and white women, for
examgple, ar the diffevences berween working class anml Bodrgears: wonsen,
ur the different positionings mnd inoeceses of lesbian, bisexual, and hetero-
scxuel women. For Freire. the most innportant focas for women instead shoald
bur s inderstand cen, dnd eheir second goal should be o “help™ men confront
tiveir omem sexisn. In borh cases. e historical acioes are mon. and somen's
role is oo wodersiand and help dhwse men bsgwoee it own weakness. As
Freire goes on e say, what is important is e recrify che sedst bebavior of
men,” He wams agauist che femintsr presccupaon with wommen’s strugele:

1 the oppressed women choose te light enclusively apiinst the oppresssd
o when Uy are bedly in tae cstegery of oppressed. they may Tupure
Lhe appresior-oppredsed rebilions specific o hoth women and wen, 1
this 15 dlome, the struggle will only be panial and perlsags wodally iocor-
recr (GF, v 1T4)-

While this question of what Cameron MeCarthy hax called the “nonsyn
cheony of oppression” s a major convern 1o feamicist chinkers, it seems 1o me
than the wne of Freires comments reflects no so nuch a dasise 1o cngage
sezasm as ome of o namber of inecusecting and owerizpwng oy of appression,
basr ruther @ wish that wemen would keep quiet and stop complitning, sincs
the *real” sirwggle which thedr parochialism threatens decs nor concermn sox-
ism, or male privilege,

Friin's tendenies 1o smooth over and discount the significanec of parti-
urchy, w overgencralize and o consuer bls man “Pavle Freire” cun be seen in
hie claim in this inereiow with Macedo the e, s, & a woman - i claim that
Freire has (requenily made in puldie beiuees ansl workshops, Fe £omuiments
here thist e Rst sid thds at the Universicy of Lendon sumeime in the 1970

| smicd: 1 v A @ woman,” Thia s 10 say. Wis afirmaeion wies oo sexwa)
bun was an evmimently pulivical stuternent. Whar 1 wauld like s make very
elewr, sven i my feminist fricnds do not agree, s thay the vecept of Lhe
wender steuggle i policcal and ol sexval §de nen wand o have an
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antageistie relnfonship with women. IF tha is the case, ] dessrvs i1 and
| accept it | do recognize the sexiil differeness which positions [xic]
both men and women in different oppressivg locations, but far me, the
fumdarmental issoe i e polincal vissan of sex, and 5ot e sexist vising of
sex. What i5 at sizke is liberarzon and the creation of liberatory srucnires
whizh i the overtiding fsmue for both men and women [CE, po T75).

When pushed by Macedo, who commenrs, “But Paulo, iU ST FECOgEnize
that there are various levels of liberation,” Freire falls back into idealistic
abstragtions, “For me the problem {5 che fofbowing: What is the soategy of
the stuggle of the oppressed? It is the Utopis of lberry that severs the
chains of oppression. This sheuld be dream of the struggle for liberation thar
nover reaches a plenituds™ [CF, p. 175). Once again Frewe calls forth broad
and almest mystical sbstractions which may be nxpirational, but ceralnly
do not engage with rhe issue of male privilege or the specific complexities
of everlapping oppressions. Who cin argus with 2 "dresm of liberation that
never reaches a pleninsde?

Condusion

Paulo Freire is a man, & theorist, and a politcal Ggura. “Paule Freire” all oo
aften is a sign, ealled forth to justify or stand in For the hopes of edusriors
and theoriss sruggling to create a progresgive praxis in a bruta) world, The
problem with this, as 1 think a discussion of thess texts demonseraies, is thae
“Freize” i too ofien invoked without docking clasely anough at his actual
practice, his words, or the confext in which they were wriren, “Freire” can
T ysed in this way because of his personal charlsma and stance on the side
of progressive poliical mevements, bur also because of the shaacy and
sometimes mystical natuee of his writings, In his actions In the wold, Freire
stamds with the oppressed, in whaever setting he finds himself, and his puh-
lic engagement encourages his use as a symispl of opposition or resiscanes o
oppression. This use is valuable and imporemt. As Peter Mclaren eoruments,

Suffering, and the historical mamores of dygse vl have soffered under
the hiels of the power elite, become, for Frelse, the reference poines that
grourd his revohitionary rext. The task of hberating others from el
anffering may noc emerge from some ranscendental fan ver it neverthaless
vompels us 10 affirm our humanicy insolidarley with victims (PL, p. 2033,

The downside of this, of course, is that the conflets ther omerge from the
specifitity of vppression, the internal conrradictions of politeal projecrs, or
the embiguities of histry cannet be addressed in Freirean “high langu wge.”
And when these conflices are ot asticulaied, they can grow and lead o the
deflecrion of energies inwzrd or to 2 senss of hopelessness o failure on the
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part of Froirean edugaints i whose praciice the categuories of oppressor ol
cppressed aoe N4 5o chear,

These critivisms are important. 1 is ool enough o Crelnvent” Freire, os
o writers swclh as Molacen, hooks, Shoe, 2od Iaiggros, withow considering
the purencial dangers of bis thought. But despiee the need to read Fredre
with 4 critical eve and ro cxplore in more desail the "blind spots” of his work,
it ix slso imporeant, as the wriiers in these five wexe all emphasize. to cap-
wure the passiun M Freiee, his humaniey, his compassion, and his instiscive
siding with chese whe are sulferng. It s difficuls to articulase these guali-
ties in an age of splrimal impaverishment, but thete & no doubt thit one of
Freire's greal appeaks is the wiy in which chis spiritual qualine shines
through his writings and speaks to deep kingings and desires in praple. As
Taylor comments,

Frelre cam le vastly dismissed for comionable idealism, uiopionism. vl
enmnzldly mystivism and irelavance, Yeo beneath st beneath the
Bankany system which he as diverted inie a Coaperarive Bunking system,
there is o pedagogy of conrsdetion. which is conieadicrmnne becsuse I
creanes apather peallry, @ eritical, practical vwaremwesd. an 1 koow wie
arm i This world-ness” thar presages action, Ir & disrbing. deranging,
yneam promising and irrevercnr {TRPF. po 1491,

Ultimancly, it is Freirc's stance againsl the values of the ciuel and men-
spirieed sge in which we lve, ond his affimadon of the possibality of 4
“hohemian pedagagy of hoppines.” thar hive lid s the creation and embrac-
ing of “Paulo Freire” By cdncarurs throughout che wosdd.

Hotes

1, Pk Fredre, 25 quuicd i Masdr Gabkuni, Readng Sanle breire: s Life and Wik
CAalbpny; Stute Univessity of Mew Yoark Pross, Lok, 1509400

2. Paks Freire, Pediepopy wf the Oppressel, ans. Myra 8. Ramoy (Shew Sork: Comonuaum
1871,

3. Paole Freire, Padagugy of Hope, Tans. Robert Barr (Rew Yook Conginua, 1954).

4. Uncil recently nzvst English speaking sudents of Frelee hivae relied on Denais Cullins
bresf Ranle Freire. Mis Lzfe Wirke g Thoughr (New Yorlo Paulisn Pross. 19770 or
Cyilin brawis even beicl awonns of the Brailian lizecxy wompaige, Widace in
Thirgy Huairs' Pl Freire's Proveas in Math B Brenl (loudon: Readors and Wriaees
Coapiraiv, 197E].

% mpener MeLoren anel Peisr Leanard, Mok Freore A Crdingd Eocondieer (2Now Wark:
Frngbetge, 1995 Puter Ml e and Calin Lanks hewr. fibines of fiberagran: Farfe fron
Frepn (Rew York: Roaclebge, 1960 Gabouni, Reading Foaty Frares foho Elios. iy
Freire; Aodagogue of Bevelutivn (Maflenne, Flu . Kseger Publishing Company, 1994);
aond Tl Taylor Tho feets of Peuds Frelre [oew York: Open Lniveraty Bross. [9900
Tliesse Ivade will be vefemrod e 08 CF. FL JPE PR and TPF, respeunvely, swith pge num
bers in the temt For all subsequend citimkms,
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Freine discusses this in Pauby Freire and lra Shoc A Pedagogy of Ciberarien (Souch
Hadley, Moss: Bergin and Garvey, [987), 20,
Freire, The Folies of Eduennion (South Hacley, Mass.: Bergln and Gasvey, 19851, 175,

. Paule Fredre, Aedugogy of the City (Mew York: Cononoem, 19920, 300,

Freire's acoount of his work At SESI in bs secent ook Pedagngy of Hope indides &
aumber of anecdotes from this pesod. Tt doss nos make deat the nsure of kis work
or the wltimacs goals of the prganizaton,

10 Paolo Frelre, Fedagogy in Procers Fhee Lerfars from Goinen Bissoy, crans. Carmen

Husiper {MNew York: Condouum, 1970),

1. Erelre, Sedagery of the Cite, 45,
L2 It is inferestng to compare the conditdans Preire deseribes with those deseribed in

15

14

15,
1b.
17

18

1%

Il

U5 citles By Jorwthan Koaol, Savage dnegualivies (New York: Crown Pobblshers,
1591 1

Acrording to Torres, Freirg “instioued drastic chonges in manicipal eduoation, inelud-
ing a camprohensive corsiculuim selorm, oow models of school maragemen: through
the implemertation of sehoc] counclls - cempromising teachers, princpals, parenrs
and government officials - and & movement for Literacy radnlng. MOWA-S30 Paclo,
bullt on participative planning and dEkvery with sopport from fon-governmental
organizanons and socal movemenis,” 102,

Faula Feeire and Ronakde Macedn, Literecy: Reding the Word gag ot Wiorld (South
Hodley, Mas: Bergin snd Garvey, 1907); Frere and Shes, Pedagegy of Diberalion;
Fauls Frelte and Myles Haran, We Aake the Rooad by Winlking {Phiadelphiz: Teaple
Unieersity Pregs, 1990]; Paclo Freive and Antonde Faunder, Leorming o Chiestion: A
fedopugy of Lifencton [New Yerk: Comtivuum, 1989); and Sguel Bieobaz, Alfredo
Fernandez, aned Gilberio Gusvara Niehl with Paoks Freire, Puule #reire on Higher
Erwrntion (Allany; Swce Univecsity of Hew York Press, 1994), An exceptian i Freine,
Poditics of Brtucation, which i primarily & coBecdon of previsasly nublished reviews
and articles.

Faobert Mackle. ed., Liveragy end Reeolysion (Landon: Plucs Press, L9R0)

Mounder, Be for Afraid (Londen: Rudclill, 19513

Sie Colllns. Aruba Freire: His Life ond Thought For 8 diseussion of the human(scle qual-
irles of Freire's earky work. Calling poines aut that Frsic's gonception of “man” is co-
sistem with both Greek philosopay and the Chestian Lradision,

A tasmber of ather cines have made this podm, See, for example, Ofclia Shsme,
cuiroral Idsarity ard Socin! Lberaws i Loin American Thongh (Albany: Stane
University of Mew York Press, 1873]. Danie] Shipard albo makes thi argument that
Freare cees the wordd as "3 meralicic plovre of goeod and esil depicted in ferma of the
struggle bebween th oppresesd ad the oppressors,” Dinniel Shipani, Somcen fisation
e Ergetivity (Lendon: University Press of fumeries, 1964, 23,

Probably she best know of des: wns Perer Herger's crimical peview, “The Fale
Consclousness of Consclousness Ralsing," worduien [lancary 1575): 33-38,

See Jenmnifer Gore, The Sirmgefe for Pedogogies (Mew York: Routledge, 1992 {or 5
cetalled crtique of the disciphinary qualily of ortical pedagsgies i gemweral ac
regimes af math.

fovisie] enaenple of the iooaic we of Freiresn pedagogy can be seen in the use of P
Sraphs a5 evidence in Oadottd's Reading Pavde Frefre, In one photsgraph, o group of
about nwenry preople is siting on the sound of  barer plain All of the men are
Plack, mast dressedd In tibal dething, althoagh four men are wearing Westem style
shirts. Ooe of thiess four meq & speaking; next o Rirm is the only waman in (e greoeg,
a Whire womas wheo ks skie Wearing Western cloching. The aption reads: “This Phety
wais =il b Paude Freite in 1958 by ane of his readers, an educates whe applied his
ilgas in approsimately 80 ciassss with the nomads [sic] peaple of the desen of
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Kerya.” Gadown, Reodeng Poulo Freive, axi. What are we vo make of this image? Who
i the "educamr who applicd hs ldaas?™ Wha are these peuple speakdog of? what lz
the relagisn of modernine 2ndi uadiconsal eoliere? Wisa ang the dymamics of rage spd
gembar? | mentin chis phatogrmph because i seems o capaure visually one of the
majer p.mtllams in Fieire's ot ol amd che way he fregquently has been wod: fs
micaning is cxpressed oy Aan unproblemadc con. A5 reoders, we are [mvited o resd
dalsimaﬁc Imeie el a8 ovidence of & iiherrary aml mevalutionnry pecagops e nre
oot imviced ro censider other passibhe readinge or oo reflee upon e poges mowiich
oiCAIUng (s conatToendd.

In my owm esay in the Molaren and Lookshear alleasen, | nake a similar coitivisan
of Freire's implicit assumptions in Pedogogy of the Oppressed thas the appressed ang
the illicerate, the prential rovolutdsnary class, a2 mon,

The circumsance of the prodiecuon al’ chic vedn are somaswhes yndear These iy sume
uvidenes thin this & & wanserlpt of an eachange bemvoon Macedo snd Feeive chat
adually ook place @i e semmer of 1061, whem Frelre was o Cambndge,
Massachusers, pardelpasing in 8 conferenoe ar Lesley College IF 50, 1t wag belore
Frome could have tead any of the crsays mothis collection, Mogedo's inuoduetary
stacement here, which Ioeledes querations from ah obay | wise, ookl oot e
beeen @ part of ap interview conducted in 1991, since che passages quoted were no
v wrilien ol i fiwe. By framing the interview with referenoe to a laker critigue,
M=ceclo p'rl:widn: A more sophisteated n.'-ennms ter Frodre’™s statements |nochas inoer-
ez, and implics chan Frgice has niod femindse analysis of his woerk, when it u not at
all cl=ar that this 15 che coae,
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Learning Considered Within a Cultural
Context: Confucian and Socratic
Approaches

Rager O. Tweed and Darrin B, Lehman

eice humen thought and behavion and the sk of learming does nat

escape (il influence (Brisln, Bochner & Lomner 1975; Bruner
1596; Cule, 1996, Although students’ meademsc roles and hehaviors are cle
turally influenced, students and sducatoes alike may underappreciate such
inflaences affecting amy given sudent. Treatment of students of Azian
descent in Western educational institutions has at times bees far from cxom.
plary (Samuslowicz, 1987, Wollenburg, 1978/1995), and this poor qear-
mens may result in part from a lack of understanding of distisct coneesion:
of learning. Thus, increased underscanding and appreciation of thess con-
Eeptians s potentially lead o insdmrional ehanges tat improve education
for all,

An fxsue regarding cubtura) labels muse first be addressed. The tem
Westirn ia problematic es a cultusal label (see Lillard, 1996 becayse liverally
it dencres the entire Westem hamisphere — many more people than soally
implied by the erm. An alternative is Europenn Americen, but chis eaciudag
Canacizng, Australians, and all culturally Wesiern penple of non-European
echnicity. Thus, we use the shorthand torm cultzeradiy Western, with the pro-
viso that this references cultwrally Western English-speaking individuals
(e.g.. American, Austrolian, Canadian) of any ethnic group, The term aulter-
ally Chinese Is used ta reference eulurally Chinese indniduals ol any echnle

Cu]n.re provides tools, habies, and assumptions dhat pervagively influ-

Souwce: Americar Fapchalagisr, 577 (2002): 89-99
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group. For brevity, we trear cultural group membership as a simple efther-or
dichotomy, but by mo means dees this deny the ceality of underlying cont-
wulties of cultural difference {see, a.g., Ryder, Alden, & Puulhus, 2000) oo
the important notion that bicultural peaple have more than one cultural lens
availahle [Mong, Merds, Chiu, & Senst-Martinez, 20000 Any Samework,
such s our Confucian-Secrsdc one, that describes cultural differences
inevitably must oversimpily in some ways the rich culnural interplay,

Ins this article, we compare and vonrrast idesis for leaming that are cul-
tutadly more Chinese (Confucian) with drose thar are culturally more Weatem
{Socratic), though admittedly examales of each can e seen in bath oultural
ennrexts, Confucian aspects of learning have been discussed by others (e.g.,
Biggs, 1996; Lee, 1906; Reagan, 1996, bur the addifon of a Socrarie Rl
(Scollon, 199%) f= weeful. Using these ancienr exsmplars, we CORSTUCT &
framewark for organizing previcus fndings and for generating hypotheses
regarding culturally Chinese and cuicsrally Western Jearttars i the modermn
context. Although vur discussion fucusss pnmardy on learming o North
Amencan posmecondany institutions, the Tamework is more widely applicabie.

Misbett, Peng, Thed, and Norenzayan (2007, see also Peng & Nisherr, 1999
have presended thair rerher impomans “ancient Greek vermis anciens Chinese”
framewori relaced to modern cultural differences, but they referenced Tacist
rather than Confuclan elements, Taolsm has been described as a severs erdc
of Confuclanism (Chan, 1963, p. 1360, Whereas Confurius was humanistic
and scught w achieve socielal hannoeny by ereouraging virllous acivity, Lac
Tzu, a cental figure in Taoism, was something of a mystic who pragsed non-
conformiry and inaction. Misber et al. emphasized the holistic artentadon of
Tacsisz thovght sod offered compelling evidence that chiz spe of thinking
ocours more frequendy among penple inffuenced by Chiness cutrure than
among those inflvenced by Western culture. Our framework, i conrast,
spotlights Confucius and focuses specifically on approaches (o beaming rather
then on everyday patterns of (helisdc) cognition.

Caveats

Iz ks prssible for misinterpreraton snd even offenss to result from the cur-
rent discussion. Hypotheses of culture-influenced leaming stvles attracied
much comroversy when the giseussion focused on African American students
[see, ez, Crsby, 1993; Hichardson, 1593}, Conttoversy based on murual
upderstapding cen lead 1o intellecmual advances ba, if based on misunder-
standing, con produce sovere peganve consequences. To guard egainst chis
possibility, some general lEsuss deseryve comment.

Firsr, we do not assert that culiurally Chinese or colourally Westem learn
ers form hamosenents groups, Moch heterogeneiny exists wirhin each of
these populstens, so there will be many individual exceptions to these
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partens o learning. Hecognizing divensing henaever, need not preclude son-
sidwity o mean differences Perween culieral groups (Geertz, 1973; Miller,
1%97) - differences that noc oaly are noiguing b, wiven comprehended,
can promote understanding and respect bevween indiviluals of different
groups. Similatly aspeces of the framework may geretalize to other Ease
Agtam culiures, ol importint excepoons exisn For example, some research
suggesrs that much child education in Japan diverges from the Confucian
approach {Lewis, 1995: Rohlen & leTendre, 1995; White, 1987). Cultural
pevchologists Doce vhe difficult sk of oying 10 advance understanding of
culiral wnicueness while not forgoting thar cultuess in many ways Le morne
similur than differont. There is always the tisk that culoural psychologists’
findings wtll be abuged. Does chis mean chat they should abandon their
effores? We belive not because un understnniding of cultusally Jistine wnloes
may promote leaming feom ways uilike one's own and also becruse differ-
ences bevwesn culluess may highlght impenane bor previously unrecoghizad
differences within culbsres,

Second. wenede intlucness on beaming approaches are aeither agsumed nor
implied in this discussion. Drhers ie.g , Fusheon, 1997 have mied to cxamine
the relacions berwoen race angd cognidve variables, bur such examinadons ane
policically explosive, ewracedinarly difficule. and of questonsble ki
(nevitabdy, culture and genetics are naweally cenfoanded: For exampls, e
peaple mosa aiflusrey] by Chinese culiuce wend to be of Chinese ancestry The
peazsibility oof yeneric contributions m cogiutive differonces w oot explined here.

Third. we are not atrenipeing to evalwale cultures. Our gosl is descrip-
tion, not comparatlve Judgment, Theie may be @ time for such evaluation,
but that is met che current abjective. Cur tonmaive asumplion @ tha in
some contexts. the Confuclan approach wo learming is mure ndaptive and, in
other conrexts, che Socratic approsch i, IF this assemprion i cotrect, chen.
in this increasingly muftoultural world, students ideally will be able 1 com-
prrently exhibir 2 mnge of boch Confucian and Socratic lssiming bebaviors,
Such fexibitity will alleow srudonts v functiog more «fectively across differ-
ent |'E'\|']J.'I'|i.l'|£ CGOTCALS.

Fourdy, we do ne ditecily sdddress nbillsy differences beoween coliural
groaaps, Rather, our discugston focuscs on mean differances becween culimal
groups in concopions of and approaches w lesming. Admictedly, habiwal
patcens ol behavior eventvally may lead o ability differences {Beacpy, 1974;
Sinha, Mishri, & Bermy, 1996], but our objeccbee is to address coltural differ-
ences in heliers and assoclaved behavioml rendencies, not differences in abilio

Finally, our Confuctm-Socmde fromework serves a deseriprive funelion
and docs m presume historical cavsatien bevween Crinfueius or Socreres
and mudern students in che Easyor Wese. Historics| pacrerns of eausation ae
difficuly to draw even over short pertods of nme but are ncarly imgsssible
o draw ennclusively bebween Confucius, Socrares, and the mudern world.
We move next to brief descelptions of Soerstes and Confucius.
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Socrates

Socrates (469-299 B,.C.E}, thought by many o be the father of YWestern
philosophy, wrote pothing thar survives wsday, The main reconds of Socratic
dialogue come from Flaw, In these dialogues, Socrates tended o question
his own and others’ belicfs, evaluated ochers' knowledge, sstiemed self
generared knowledge, began teaching bv implanting doubr, and sought
kriowledge for which he had good reasons.

Tendency to Cuestion

Soerazes frequently questioned others” beliefs and his cwn Beliefs, and he was
prowd of s rendency. He claitned that no greater good hed ever happened
1o the stace than his servios of quesdoning others and exhorzing those proved
igmorant by his questioning (Pleste, 39% B.C.E./ 1937, herginafer cized by the
comemon Eee The Appisgy). He recogmized the lonits of others’ knowlhedge but
alse of his own knowledes; he asserred that he actually knew very little (see,
2.8, Ploto, 399 B.CE/ 1956, hercinafer cited by the commen tele Mena).
Socrates fiedr thar his questoning of his own belefs mads him supedor to others
brcanse he at least recognized his own lgnorance (The Apolegy).

Tendency to Evaluate

Soaates, however, did mot express simple, ubinking skeprcism. Rarher, he
carefilly evaluared krowledge. He evaluated others' knowledge by asking suc-
cessively deeper and more probing guesdons, firding mose peoole in thess s
sions o be foollsh and [gnorant, the mest foolish being men of highest repute in
sociery. He exposed the foolishnese of these nespected men by enpaging in
repeared questioning, which became known as the Sooratc method. Poople
sorrietimes followed Socrates o these displays and wok pleasure In watching
um humble tese prowd men, Socraies epotted that some of e wealthy young
pacple of Arhens began to (Hitabe Bdm, using e Socatc questioning mechod
e reveal the ignomno: of other people claiming T be dmowdedgeahle (The
Apalogy). The elite, ner surprsingly, reseneed Socrares, and he was sentenced ta
death after being serused of impiary and of comupsing the cins youth. Soemaes
refiseed 1o give up his tendency o evahoete gthers’ knowledge even on threar of
death or for an offer of mercy conditional on him <hanging his ways,

Esteern for Seif-Generated Knowbedge

Socreces held gelf-generated Ruowledye in preat esteem. He had mazny s-
clents, but he told the court of Athens that he was nor fesponsible for any of
his studente” heliefs becauss he never taught them anything (The Apalogy).
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An excended example of Sucrates” waching 1echnigue 12 recordad in Mero:
Socrazes demonstrated his abiity o guide sven an uneducared slave bay e
rroduce complex geometric principles. Socrames perceived himsell w have
raugne e bay nodhing bor mesely 10 have ashed the mght yusstions, This
sellgenerated knowledse, sven if in response o prodding, i= the orpe of
knowledge most valued by Scorares, [0 eontrsst oo beliefs thar have been
accepled from ckhers. The narure of this pursude of troth i mdividualiscic:
Each person Jing 1o find muth in him- or herself, Socraves did not mean o
irnply that truth is different lor each persen bue that, in che ideal learning
corext, truth iz ngither presoribed by authority fgures noe sooally negon-
ared. Rather, it is found by the s=if

Focus on Error to Evoke Doubt

In the Platonic dialogues, Socrapes tended oo begin with 2 focus on error o
evghoe doubt [acobeen, 1999 Press, 1999, Seott-Kakures, Casgigneto, Benson, &
Hurley, 1993). Socrates would pose n guestom (rypieally, a requess tor o
definition of & term swch s beguly, courege, or virree) than was answered
meartectly by his dialopue parmer. Socrates then focused on exposing che
error i khe parson’s answer. In Meap, after mukang the staes Doy douls hos
imititl answers to a guestion of geometry, Scerates commented that the boy
had moved roward realizing the answer becayse doubr is the fgst sep in
atrainlng knowledge.

Search for Knowledge, Mot True Balief

Secrares belioved that lzaming should lead to mowledge, not o merely true
bellef, According w0 Socrares, knowledge goes beyend mere securacy in
beliets, knowledge includes possessing rational jusrificacticn fier those beliefs.
True beliels, in ooniragt, wre right opinions held withour knowing the raiooal
Justefwatron for thase opimons. Socrates said thae poets and poliocians often
possess true belief but ladk the more important possession: knowledge.

Confuckus

Confucis (351478 B.CE] like Soctates, left few il any wntings, bur his
students recorded many of his ideas in the Aralects (Confucius, 479 BCES
197G, hercinafier cited by book and chaprer number only). The Anafeus
prowide insight inte un appronch to teaching and leaming that markedly
conmasts with that endorsed by Socrates, Confuclus served as a 1oscher who
educated men with an eve 1o putting chem ince civil service posinons, He
beleved the rofe of ol administracer held mmpormanc: for improving soceny
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Confucius valwed efforfi lestning, hehavioral refoem, pragmatic le2ming,
acquisition of exsemtial knowiedge, and respectful leaming.

Effertful Learning

For Confucius, leaming ie closely tied w hard work. He spoke of effort much
mote than of ability (see, eg., 18:1}. He expected nothubg legs than » soe-
denr's bast effort (7:25, 14:7, 15:6), and he willingly taught anyonz who
wanbed to learn, regordless of their abtiey (7:7). He losked down an those
wha pursued quick resuls 2nd who waneed to avoid exnended effort (14:42),
He beHeved char pracrice and single-minded effort are insirwmerntal to
atining success {1516, 15:32, 1732

Behavioral Reform

For Confcies, a primary goal of kearning & behavworal reform by means of
a deep intemal wansformation of the student (2:38, 4115, 713, 725, 128,
17:23%). Confucins (4:15, &3, T:25, 17:23) apd his followers (3e¢, ¢.2., "The
Great Leaming,® 1893/ 1971} thught that behavioral veform is & ceneral goal
of education because virnesus hehavier can ensure indsvidual suecess and
sovietsl harmeny, Seerares also discossed virmoe, Jut his comcepion seemed
ar rimes to b2 less pragmetic and mere focused on apprehension of truth
than on direct behavieral relorm.

Pragmatic Learring

Confucius had a pragmatic orientaton o beaming; the «dea of leaming
merely for the sake of learning was foreign 1o him (Lee, 198683, An accept-
able goal of learning, in additon te personal reform, is o comperendy con-
duct onesell within a clvil service job (13:5), a role Confueius viewed as
imparrant Tor vefornming sociery, Confsclus belisved that there are activices
that go deeper into learming than merely storing up knowledgs, bat 4 pacal-
lelism w the rext suggests rhat these acrivities relate not to higher thinking
skifls, as many educators might assame, but o self-improvement, mcluding
Pecoming more wirtnous and more skilled (20, He alsa teld his studencs
rhat if they comrected themsehees and evolded error, they would be able to
procure @ <yl service career (2:18, 13:13, 15:32), The pragmacc orienca-
ton appears frequently in his writings evan though, no doulk, Coniucius
rpped students would find pleasure in learning as well, Confucius summed
up hiz practical orientation when he asked,

1 2 man whe knows the duee hoodsed Odes by heart fals when given
sdministrarive responsibilides and proves incapable of exercising his
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awT imirietve when soor o foreign siares, then whaot use are the Cdes o
fum, howeever many e may have learned? (13:5)

Acquisition of Essential Knowledge

Confuciug yrged his stadenzz to learn the cssentials and assured them that
it they dud, they would rurely migs the maek (4:23), They weee not merely
o parrar the words of authorities (13:23] bus sroly o understond ond fre
reformed by ahe knowledge conralmed in those words. Conbiclus alse
claimed nor e be cresting eas. He said, 1 cransmit, buc 1 don't ineovate;
T aum wwrhbel i whar § sy and devoted v amigoiey™ (7:1]. Thus, even this
grear sehodar viewed his role 25 one of acquinng and ransleming dnowledgs
rather than expressing personal hypotheses. Excessive focus on gensrating
ideas goes agninst che Confucian ideal of the modest, slov - o-speak individ-
wqil facuged on learning from respected others (114, 12:3, 12:20, 1444,
15310, [nmuovation i accepdable in certain contexts, bat the tendency w
innevare or criticize withow exrensive preperatory knowledee iz a fault,
according to Confucius (7:28, [6:2].

Confucius asserted that he desired his students o aft ks teackings and
criticize 1is shatements [2:9 11:4]), b mare frequendy, be seemed 1o valus
an acquisition-facuesd approach o leaming. The priocity e gave toe acguis]
tlor of essentials cxpressed iesclf (0 his comparlzon of the value of chinking
andd learaing. He said,

[ omece spent afl day thinking wirhour taking food and gll night chinking
withour golng o bed, b | foand thar | gained pothing Fromin ir would
Have been betlor for me o have spent thee nme i dearning. (15:31; see
aloa Rl 1)

Thiz acquigition of cesenrials i cenral o Confuciug conception of learming.
Inerasiingly, Socrates likewise had caken the time to acquire the cssentials
af his culbural coptext (eg.. he gould quote Homer's pestry varbati, and
he knew well the positons of his opponenis), vet be promeoted & complenely
different approach ta leaming in the earlier dialogues, those dvought 1o b
mest Tepresentaeive of he true Socrates.

Respectiul Learning

Conturing expeered learmers o respect amd obey wuthority fgures (106,
3218 408 T4ad-42), and hils conirasts with Socrates’ habio of publicly
humilisiing autheny figures. Cenfucius (479 B.CE.A1947) is reporied o
have said that “to honor thoss higher than ourselves v the highest expres-
sionn of the sense of Justice™ (p. 332). Confuciuz believed thar virtue 1=
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echieved primarily [y observing and learning from peopls who provide
mgdels of virtus (5:3), o students were encoureged 1o find someone betrar
thun themsehes and imitace that person (4:1 73, Confucius own mespectiul
ness was fraquently expresaed 16 bis emphesis on learning from che pzar, He
oiten cited concrese historical cases fram which his siadents could leam.
He praised the virues of the Zhou dynasty, and in 5 sense, the records of the
Lhou time period provided the excbuoks on which he relied,

For Confucivs, unlike Secrates, learning is not focused mainly on ques-
tioning, £valuating, and gearerating knowledye because truth & not found
primarily in e self Inztead, troth aned the associated good character wraits
are lzarned mainly froam the collective, in particulan, leamed from medivid-
vals whom the collective recognizes as exemplars and from the ancienes
whaom the collecdtive recognizes as even greater exemplars (417, 7:1). The
epistenmalogy underlying this approach presumes that masi of the imporrant
trisths ave already koown and available to these whe submis w a worthy
maseer; thus, cne mecds oo engage in the sk of attending to recognized
MAITETS [0 progress (5.3, 14:44). Confucius to some extent expecred hig stu-
dents to sift his teachings and find chings out for themsebess, but unlike
Socrates, Conducius did v encourage an educative task focased mainly on
searching indiidualistically for ruth.

Deep and Surface Approaches to Learming

Weost research comparing culturally Chinese and culturally Wesrern leamers
has examined surface and deep approaches t leaming, the distineton hay-
ing ripeoty [ Marton and Saljo's (19763 qualitative research conducted in the
Whett, These resrarchers had students read written passages and then asked
them oo deseribe what they did while readiny the passages. From these
descriptions, Maron and Saljo discinguished two broad types of responses
that indicared gither a surface or o deep approach to the task, [n the former,
students coported trying o memorize e phrases or wards used by the
euthor. In the [atter, students reported rying o understand the main points
0+ Iying b0 infer the main meaning of the argument . Desp-oriented students
tended ro ourperfonn surface-atientsd students on recal] of the main argu-
ment from the passage.

Some Western insmructots Delieve thar oulnerally Chinese students vend o
take a shallow approach to leaming. For exarmple, over 30% of Ausmalian
instructors surteved by Samuelowice (1987} fele char Asian students wanred
o pare leaen and did oot want to think, Duher observers have chasacierized
Asian leaming as passive (see Darker, Child, Galleis, Jones, & Callan, 1691},
Prart and Waong (19938] rcported thar Western instructors in Hong Kong
sometimes dispurnged Chinese approaches to lesming as overly imstromental
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and accused culoarally Chinesé learnems of being unwilling o think deeply
Biggs (1990) sugeested thar negarlve evaluntions of Asian approaches w
learning are vypecal for Western instructors.

Hrwgwer, Westerners frequonedy misperceive culturully Chinese scudy
methods, Althowgh many Western educators assume thar students engaged
in memorizacon are ot intecested in deep undersianding (Pra & Wong,
1993, Marton, DallAlba, and Kua (19543 argued ther enliarally Chinese
students often use memorizston nor as an end in itaclf b as o path to
vmderstanding. Likewise, Kember [1996) angieed thai cultorally Chinese sw-
derts nften cumbine strategics for memorizaion with srategies (or nnder
stanting. In an interview study of conceptions of learning, the majority ol
Chinese edusanors spontaneously described memorization and undersiand-
ing as related {Marron er pl., 1996). They saw memorization os o path to
undersanding and vice versn. One of the Chinese meacheors aaid, “In the
proccss o repelition, i s ot 2 simple repetition, Becawss each time |
repeat, 1 woub have some new wdea of understanding, thar is 1o say [ can
unilersrand better” [(Marton e al,, 1996, g 81 0 Culrurally Chiness studenis,
then, may engage in straregies that appeer to be suface oriented bur aco-
ally are deep oriented aoconding ro the Marmon and Saipo (1978) definizon
af deep processing,

Fume of the deep versus surface studies hove used Blaps's (1987) Smdy
Process Questionnaire (5P, Biggs, an expert in Chinese bewming sryles,
manslatad the 520 mto Cantonese and sxpected o findl Chinese students
high vn e surface subscale and low on the desp subscale, He found e
opposire (Biggs, 1987, Ohers (Kember & Gowe 1991} alse have detected SPO
patterns suggesting thar cuiturally Chinese studencs take & deeper approach
W lcarming than culweally Western studeniz. Seme problems. howeser,
triake rthe SPO date difficull 1o ineerprer, For example, moss of the smodies
have compared growps using different transiatons of the SPQ, thus rising
comparability wsues, Furthermore, Hong Kong universities re more selective
than faumtrnlion vniversides, which makes comparisen of the student popu-
larions problemarle (Biges, 19920, One study (bles, Renshaw, & Tietesl
19494, which compared students in the same conoexr using the sume form
of the 5P produced results opposite o those of Riggs (19870

Ancther preblem is thac 5P0 garm may underestimare e exiem o
which culturally Chinese students take a deep approsch o leaming. This is
owing e Western culuenl assumpeions injected inte the SPQ scale. The
belief thar edweadon sheuld be s own end and that educadon lozes mean.
ing i pursted for an external purpese i a Wearem netian promoded by John
Dewrey (19163, This motkon s represented in the deep items of the SPQ: Four
of s ferms sk whether the respondent finds plessure in the aet of smdving
or fecls & need to know eruth (e, ] find that studying gives me a fealing
ef deep persenal satisfaction”). The stale conswueros assumes thas deep
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learning 15 [nirinsically mogvaced. A more insmrarnencal concepoan of leam-
ing, viewlng leaming &+ a means 10 an end, which we argue is part of the
Conlucian copception of leasning, w represented u the surface nems of the
5P {e.g., "] chiose my prescot cowrses Jargely with a view to cthe job sitg-
ation when | geaduace rather than because of how much chey interess me™).
Yot these ininsic yorsus instumental conceptions are net pan of Mamon
mnd Salio’s (1976) erigiml concepmsalizaton of deep- verus surface-fevel
processing. The processing orenmdon paredigm of Marion and Saljo has
produced imporrant findings bur was not eriginally imendsd for cross-
culrural rasearch. [0 contrest, our Confucian-Socratic framework, which we
T 10 R, wWid constracked with ergss-culiural vegearch in oind.

Confucian versus Socratlc Learning Today

The Confucian versus Socratic framewerk provides a concepmual home for
consideration of Chinese-influenced and Western-influenced approaches to
learning. In the ntodern contest, Confucian-orerred learning s defined
within our framawork involves effort-fcused conceptions of iearning, prag-
marlc orientations o leaming, and acceprance of behavioral reform as an
weademic goal. Socratic-oriented learning gz defined within our framework
irvnlves overm and private questcning, expression of personal nypodeses,
and a desire for self-directed tashs. o the ancient world, examples of Socrat:
and Confucian leaming conld be seen in boch the East and the West For
example, Atistotle preached the value of acquidng the Pundamenials.
Likewise, in the modermn world, Socratic and Confucian idesls for leaming
can be seen in both the East and the West. Nonetheless, the fremewor high-
lights differances in general tendency between some cultural (but oot nec-
eswrily ethnic) groups.

Efion-Focused Conception of Learning

The Confucian—Socrati framework suggests that culmrally Chinese sou-
dents tend o view effort as more central to the learning process than do cul-
turally Western students. This differénce has been explored and suppored
in some contexts. Inoane soudy, Chiness snedenrs in Austrabia reporsd put-
ting greater effart i scademde purseits chan did Angls Austrailans o
ather Westemers (Rosenithal & Feldman, 1991; see also Sue & Zane, 1985),
Heine et al, [(2001) developed a siz-irem Lhilicy of Elfert Scale that asks
stwdents to report the extenc o which success in a varety of domams
depends on effot as cpposed 1o inherent abiliry. They found chat both Asian
American and Japaness posr-secondary students reported stronger beliefs
in the wiiliy of effort than did Western postsceondary students. Similary,
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Chinese grade-school studenes in Clhina temd to aotribure academic success
o effort {Hau & Salili. 19911, whereas Ametican children tened to artribute
agidumiv suocess 1o less controllable faovors such s possessing inhercno
ability et having a good teacher {Stevenson, Chen, & Loe, 1993, Stevenson &
Stigler, 1992).

Some evidence suggeses that people who belimve that effout Jeads o see
cess also end 10 hold an implicit incremental (as opposed 1o entity ) theory
{see, ¢.g., Dwevk, Chiu, & Hong, 1995; Levy & Dweck, 1998}, According o
Crweek! 5 modol, incremeneal theoriss nasume that one can chidsge import-
enr aspects of the sell such o3 ane's ablliy 10 perferm intellectual ks,
Because of the assumption thay ability kevel can change, incremenral theoedss
cenclude thar acheevement is Jetermined more by effort and sirsiegy than
by ahereny abdity. This belief in the malleability of fundamenral abilides
roheres with Confuciusg’s doctrng that humans are by natwe similar (17:2)
wine thal suoeess is within reach of all who waork o |gam certain fundamen-
tats (4:23).

[0 contrast. endey theoristy, in Dweck's model, perccive the self s
ucec iprigesilde, Thay assuime that fixed, sable, and global traits provide the
best explanations for behavior in the imellecrual domain, eneity theorlss
atriboce performance largely w0 inhecent ability rather than e efforr and
seraneyy Adwntages of kolding 2n implici incremental cather than an entity
theory become evident wien students cncomwer the incvitable poademic
experience of disappoiniment with their perlformance. Entiry theorists bend
1k helieva thot poor poerformanee reflects unchangrably low abiliy (Levy &
Dweck, 1998), a fonn of charscterslogical self-blame Clanaff-Bulman. 1975,
1992, Characrepolugival self-blame, which predies poor ourcomea in diffor-
enk domaing {fanoh-Bulman, 197%9], in this comext predicts increased anxioty,
rediced task pleaswre, tedues] perweverance. and modoced pecfnrmancs (Tevy &
Drwveck 19981,

ncremental theorists, in conrrest, tond 1o anribute disappointing per-
formance 1o insufficient effort or & badly chosen sraregy (Levy & Dweck,
1&98), a form of behavioral seli-Mame Janoff-Bulmen, 19793, Az hoth offon
and stravcgy can be controlled, this acrbutlen gives e incremenial thee-
fust fope of mproved pecddormance. In keeping with this hopeful acefhuton
patrern, incremental theorisg persevere Jonger and perform becer after fail
wre than do entity theorists (Lovy & Dweck, 1998), These implicit theorles
seem to have cawsel power (e, not simply correlated chisd variables] as
sugzested by sodies in which the theories wess manipulared and then
bahuvior of parricipanie was asseased (Chie, Hong, & Dweck, 1997; Lewy,
Hroessned, & Dweck, 1999),

The utiliry of effert and incremsenial dimensions, thuegh empideally
associated in the Wost (5ee. e, Dwerk eral., 19%5: Lovy & Dweck, 1928),
can be togically separated, Beliefs aboat de muability of abilicy are different
fean, though positively associated i e West with, beliefs about whether
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effort determines sweress In the scademic environmene. People can belisve
thar effort will lezd to success even if frellectial ability is ot chengeable,
Effor could have it effect not by leeding to improved ability bt By over
pusering the effects of abilicy deficits, Aliernatvely, ability could be presamer
1o be Sinilar achfss persons and, for that resson, relatvely unimportent in
deIermining success.

It i3 net clear why rhese dimensions have produced positive assoeistions.
‘Wie conjecture that Wesreners (heing especially tikeby to make pain anributions;
see Chod, Nisher, & Norenzavan, 1999, for & review), who belicve that effort
Jends o success, assume that (he effects are mediated by iImprovesients m
akility. In other words, efforcful practice leads 1o improved abilicy, which
in mum kezds (o seecess. Belief in this sequence, which preserves the Western
assurapiion of the potency of waits bur alkows for wtility of effors, ean ooour
orly if abilicy is subject to change, and thus, people beligving in the uellicy
of effart score in the incremental dirsction.

Culrural differences also mey distinguish the dimengions of incremental
orientation and belief in the wrlity of effor. Null Andings between East and
West have been observed on the Incremental dimension (Chiv et al,, 1997
Heine et al., 2001) despite the evidence thar cultures differ on beliefs in the
utility of effore. [0 is interesting w note that research in the West has focused
mare ot beliefs about & trait (e.g., beliefs about inteligence) than on beliefs
abewt & strategy ef., beliefs in the wtility of effort), yer some of the sienifi-
cant cewsal effecss may be more closely tisd to belicfs zbout the styategy
baliefs thar seem o diifer across East and Vst

Pragmatic Outcame versus Truth as End Goal

The Confuclan-Socrade framework predicts thar culmurally Chinese Jearnsrs
are more Jikely to focus on practical cureomes of education than are culoar-
ally Western learners. Several researchiers {e.g., Salili, 1996, Sue & Okagaki,
1990; Winer, 19%40) have suggested thee culmrally Chiness stidents are
e Jikely than culturally Wescertl studenis o view educadon as a means
o an end. This practical oclétabion toward educaton may (nensify when
ethtle Chinese immigrate to Western colntries because education can pro
vide a path te higher seane jobs when discrimination and odher barriers
biock cerisin routes {Swe & Okazaki, 19900, Historical precedent lud the
groundwock for ihis practical view of education in Ching; a= carly as 2,500
years ago, sducation was a pach (oa secure job in Chiness governmenr [Lae,
189965 A practcal orenation o education accords with the tendency
toward practicality evidenced in wiher aspects of Chinese culrure (Wink,
Gan, Janes, &k Chae, 1957} and contrasts with the Western philosophical ori-
efitation derived from Dewey {1916) that learning should e s own end
and that educition loses meaning if forvsed on an extrinsic goal.
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fome resencch suggests thar in the West, studetis sirving for external
gaals such as high macks or plessing wthers often report less inminss metiv-
atbon mward leaming and mastery Yot in Chiress contoxes, exrinsic moriv-
ation tends tu goeoeoter with inminsie motivasien (Solili, Chio, & Lal. 2001,
Violer & Renshaw, 1936), That i, ameng culourally Chinese ssudents, excer-
nal goals such as performance o social recognition ane posicvely corrclated
with maseery poals, These findings ane important becauss they suggest hat
& ooncem for pragimaic eueeomees of education need not preclude striving
for learning-relared goils. Studens concerned wath getting high rarks, ger-
g 4 fob, and scquiring status mey seem @ WeEStEINETE @ b2 nninterested
in lsarnang, bur these findings cast doubt on thar inlerpretation for a sob-
stamcial portion of srudenis.

Behavioral Reform

The Confucian versys Socratic framewnck suggests that culwieally Chinese
students are maore likely than culieeally wWestern studenns o believe it
Eehavioral refiorm deserves g significant rake in edecational discoutse. This
ecomeurs with Triendiss (19Y8) aatciments that individuals in collectivist cul-
tures tenl oo give “mone weight 1o norms than o acitudes as detenminanis
af behavior” dp, 408; see alse Domino & Hannzh, 1987, Heine, Lehman,
Okugowa, & Campbell. 1992). [n conrast, poopie in indieidualistic culiures
prefer for behavior to be guided by attiudes (Triandis, 1996) and tend o
be less comfmrtable witl prolonged wrirten or spoken discourse roganding
morality [Bellah, Madsen, Sullivan, Swidler, & Tipran, 1985 [4, 1996, Bven
Trinndis’s phrading, avoiding the use of the wem moralisy, may retlec his
sensirtviny ©0 o Weatern acidemic audienoe uneomiurtalle with discussion of
mural consralni on behavior, Cullectivist cubiures, an the ocher hand, promete
sallence of mowal rules, and Chinese caltuce in partioular encourages mowal
exhonations net only by reachers and students (Li, 1596] hut by politieal
[earers, jwidpes, and octhers in socety (see, e g, Coaes, 1968],

Owvertly Queslioning versus Postponing Questioning

The Conifucian vorsus Sccranc Framework suggess that culwrally Western
jearmers attach yreater impomance carly in the leaming provess 1o quastoning
and cvaluating material presemed by an nstuctor. Questioning the ides of
athers, whelher in school or elsewhere, atsetc onc's independence nnd
therehy flfills the cultaral [deal of individualism. Troubt shews that one is
independens from oehers oo only o the domains of values and relation-
ships, domains for which individualism often has been discusssd (Kagileibasi,
1997y, but even in the Jdumain of cogrition. Prom this sndiadaalisnc
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perspective, the ideal ovpe of thinking i= that which doubts and svaluames
cthers' thinking and generases new ideas. Chomsky, en example of this indi-
vidduatism, has czlled for al people, studetits or not, to be skepocal and o
question authonties (see, £.4.. Chomsky, 19970, and he has juxtaposed ques-
tioning of authehbes w whai he called “irraricnal attinudes of submission to
athoriny” (Ackbar, Wintorick, & Symarsby, 1982). According to Chomsky
(19608}, expoting lics promoted by governmeny and ccher autoeites: s a
major respensibiliey of incellectuals. Chomsky {1992) seemed te imply thar
amudents engaged in absorprive learting are not really learning at all (p, 1711,
Intzrestingly, Charmsky (19377 has reported that students From Asian back.
groumnds find his clagees particudarty difficulr.

Or the ciber hand, the laie George P Grant (19951598} lamented the
fact that people feel 8 need to express thefr will zs fully as possible, nor only
in their behavior but alseo in their thinking, and thes have diffioutty showing
reverence far others' important ideas, More in line with Grant than Chomsky;
Chiness students in Anstralia who waithed videotepes of a stsdenr ueract
ing with &n instructor perceived submissive behavior as more respectfol
than assenive behavion, a respanse in [ine wich our framewsrk, Australian
sudents and insmuciors did sor make this differendadion, and in fao,
inwtructors rabed gubmissive, polite behavior as nnliksly mo help the student
suceeed (Gallois, Barker, Junes, & Callan, 1992). Overt doubst hag the poten-
tiel to disrupt social harmony by challenging the power distunce some sre-
denis expect between themselves and their instructor, Hofsrede's (1984)
crosg-culmirei analysis indicated] that 2 number of Easr Asian culiures
tncournge acreprance of povwer distence, defined as “the extent o which the
less poweerful person in a sociery accepts inequality in power and considers
it a5 normal” [p. 350, see also Trisndis & Gelfand, 1998). Srudants who are
semsitized to perceive and accept power distance are more Jikely 1o withhold
questions that threaten such power distance. Tutorial leeders sometimes
expect questions and challenges from smedenea, and this may set particularky
difficult demands [or studenis helding high power distance valus systems,
In: keeping with thos aspect of turorials, it an Ausrallan soady, sedous dif-
culty with tusorial parmieipation was four times as Kkely ro be self-repermed
among A predottinandy Asian grovp of [mernational stuwdens as among
kxeal studeres (Mulling, Quinmell, & Hancock, 1995; see alse Barler o al.,
1951). In @n observational srady Duhean and Paulhos (1999) found thar
Asian Canadian studenes were much less likely to speak out during class in
& variery of froultes than were European Canadian students. Same of these
effects coudd be due o language difficviey racher than culewrs, but Duncan
and Paulbws (1998} found thar 96% of Aszfan Canedian students reparted
shymess i class, compared with only 38% of European Canadian snedenes,
en effect size hard 1o artribute solely w langusge difficulty when consider-
ing the fact thar many of the stucents of Asizn descent wers bom and roized
In Canada and thus have spoken English their entire lives,
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Prant and Wong (19990 interaewed snpdents and insmuctors in Hong Koog
and reported that Chinese respondents more so than Weslein respondents
tended to trear exts gnd instructors as highly audeoritasive sources of
knowledge and o assume thar the firss steps of bearming consist of wnder-
manding the knewledge presented by these sources. Often, the Weston
instructors assumied tnstead than the Lasics are sclf-cvident or transginy and,
as a result, that aequisition of the basics © less importane. Prac and Wong
suggested that culturally Chinese dearnars tend o peroeive learning s 8
sequential four-stage process: (A} memorizing, (b) understanding, to) apply-
g, #nd {d) guestioning ur modifying. The locaron of oeiticisst at the end
of the learning process contrasts with Westan encouragements of learners
questinning md evalieating throughoot the learming process.

Expressing Personal Hypotheses versus Acquiring
Essential Knowledge

The Conducian versus Svcratic Frameworh also suggests that cultoraliy
Western students tend to anach higher snporience e aeademic CONLERT T
exprossing personal hypothoses than do colerally Chinese ledmers, As with
doubting and evaluatng the idews of others, consiiering personal hyvpotbeses
gmsarts ome's independence in the eognitive domain and Chus fulfills an indd-
viduadierie culoural ideal. This deal concurs with an increasing YWestemn e
caticmal expoctatlon den students should value their persanal hypotheses
{aee, .., Bruffes, 19930 Students taking & Confusian appooach e mire
likelly mo stive to demonstrare that dhey have scquired, have been changed by,
ard com work with essential knowledge (see Cal, 1999, Pram & Wang, 19969,

Confucian acyuisition of exsentals should not be confised with passioe
learning v mere absorprion. The belied thar aequisition is somehow passve
haz 3 lomg history and can be maced @0 leas Be far back as [egcaites
(Gilere, 19910, Both Socreric and Confucian learners, however, cen be con-
srrued vy active. The Soeratic learmer muse acavely work to find knowledge
within the sell; the Confucian leamer must autively work ro acquirs, under
stund, and apply essential coneeprs coming mainly from sutslde the self In
this sense, Confucien ecquisition of essentlals ocours net through passive
absoprion bur through consructing within the self the knowiedge than che
collective eonslders essentisl,

Dresire for Self-Directed versus Structured Tasks

The framewstk also suggesrs chat culturally Wesermn studancs tend o feel a
greeter need for selfadizection in academic msks, Socrates” doculne thag
knuwledge alvendy resides within sroients suggests that alle lsamers can
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pragress even wirhowr 3 guide, Confuciug, on the other hand, assumed thar
students need a compeient ieacher o guide thern (5:3) and believed stu-
dents would beoer spend thelr tme by accuiring ideas from audhorities chan
by seeking idess ind:viduslistically (15:310.

Many edusaters in the West have pralsed freedom of choice for studemns,
believing thar it keads to higher intrinsic motivation and betier leaming feee,
e.g., Dewey, 19140, Research in the Wesc has supported the nonion that free
tivaice leads bo higher intrinsic motivation in the form of greater persever-
ance fallowing free choboe and, eomversely, thar a senee of feeling conoiled
reduces inerinsic motivabon (Treci & Ryan, 1985), Recent tesearch, however,
suggesis thar these fndings do nroc always genetaline across cultures,
lyengar and Lepper (1992) found that, a5 expected, personal choice enhanced
midrvation for Anglo American children, bul for Asian American children,
peak motivation wes observed nor when they freely chose their aceivities but
wieh thedr Activities were chosen for them by trusted peers or trusted
authoriry figures. Also, in Frant and Wong's {1999) smdy in Hong Mong,
Chiness faculty and students expected instrucrors 6o provide mote structure
than did Western insoucrors teaching ar the same loonrion.

Impact of Confucian Approaches in a Culturally
Westam Context

in rhe West, in some educational contexrs, the Confucian approach mey pro-
vide advantages, For example, if grades arc based on an abiliny o acquire,
reexpresg, and apply foundational knowledge to familiar and new situations,
in ether contexes, however, & Confucian apprasch may be 3 disadvaneage,
for example, if & rask requires willingness o question amthotines or if faculty
comcluge that students sdhecing to a Confucion approach are kess capable
because they do not speak up in class or because they ask for greater strue-
hure from imstruciors. [n these particular contexte, & Sacratic arientaton
would probably be more adaptve. Yet YWestern instreciors may underesti-
mare the exrent to which rtheie own academiic muks are Confucian orieoted.
Abiticy e sobve unfamiliar probicms in mose sciences reguires thomough
agquisiion of fondamentals and a practieed ability o apply thoss funda-
megtels. One cannot develop, far example, & nesw hionedisl technique unless
cne wnderstands the fundamentals of the science.

Impact of Socrazic Approaches in a Culturally Chinese Context

We have focused on the Western educadonal context, vet the consequences
of these approaches 1o learning in the Zest deserve mention. Anecdotal svie
dence suggests thar some Canfucian approaches hive ongoing relevance o
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modern education i the Feaple’s Boepuhlic of Ching (PRCE Some published
reparts of Confucian edocutonal practices dominaring education inthe PRE
can br found in guidenooks, such as Hu and Grove's (1999 Encounnering
the Chetese: A Guide for Amerteans, and in more popular narratiees, such as
Wark Saleman's {1988] fron rd S0k, 2 natrative of by expenence reaching
in the PRC Clearly, Confucizn approaches o Jearmiag thar persis: in Chinese
culturel comexts doe so beciuse thay arc adaprive in those onmiextz, The
Socratic approwch has potential downsides than may be eapecially salient in
e Chinese context, These include insensinivicy te cthe ouind coRsequenees
of public criticism possibdy resulting in disruption ef the lsamlng enviren
ment, an adversarial erientation that can dlsmacs rom rhe pursuic of cuth
and o lnck of appreclaron for orhers” ideas leading e difficulty undecstand-
ing and benefiring lrum these ideas. Yamyg (12861, in a publicaden by the
Cerrral Instituee of Educarional Ressarch in Beijing, China, argued that ihe
Socraric mertwd jeads wo confusion becavse srudents fail to read widely or
pheerve bafore they engage in argument. Accarding to this Ensiarn perspective,
the Soerstic method can lead o argument by e wminformead, 10 & pooling
of ignorance, and 10 poar rather then good thinking, OF course, sitwitions
wirry wridely within every culiere, so there are also imes in culturally Chiness
contexts when 8 Socrade orienation provides advantages, such s when
imarrucTors want o be yuestinned {even Confucus watred his students o
daubn his word ar tmes; see, ¢.8. 380

Development of a Flexible Appraach 1o Learning

Evidence suggests that biculwral prople can swirch the coliorad framme wihin
which they aperare depending on s in the siiaation (Hong ot al. 20001,
Students who con lhewise flox thedr Jearniog approach i response to cues
in the geademic environment may kold an advantage. These shudents would
be in 4 senke academically bicultugal and could uperatz adiapively within
eavirolments tegulring Conlucian or Socratic approaches, The vahue of both
the Copfucian and Sociatic oricntations in leaming was nleely arriculzoed by
Perkins {1592} even though he was noa s2lking abour universite educacion
and de net wse these same labels for the crientagions. Edugicors in fne wilh
Ferking would ercourage both thowghthol acquisiton (Confuciand and inquiny
(Soceatlc] such thar arudants scquire knowledge snd thinkieg shills that
berome fully uwnderstosd, acoive, amd chcied inomany domains Beyond che
academic comrext.

An inflexible Contwcian approach to leaming clearly coubd have some
disadwarntages, but with respect ro some Wesoern contoxes, we also have con-
cerms about feaching bascd on a cancature of the S0CM31IT OFLRiALGn, Y
suppsat teaching thet ingpires inguiry and sound thinking. We believe, how-
ever, that same of whar pazses for inseroction ) ericleal thioking f2 noc in
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fact modeling a superior or ever Socravic approach to thinking, Rarher, it
is madeling an exitemne Western and somewhat distoried Socratic valoe
sysrem in which criticism veceives more emphisis than thinking, doubt is
seen as morally supesior to belief, and efforts to undeestand ave at rigk
owing o prememore crincism and rejecrion of others’ ideas. We beliove
thers 18 a plate for teaching studencs how 1o critclze, bur we also fesl char
miny students in university Jack the akility 1o argue competently in support
of rather than against intellectuzl positions or the ability w appreciate
grear thoughes and grear thinkers, The study of developmental phases in
the abiiity to argue hes reccived some aftention (see, e, Eitchener &
Ring. 1281}, but the study of appreciative thinking may also prove valyahle
ir furuee resenrch. Ovr ideas about appreciadve thinking #ee stll in =arly
development, dut we believe thar a usefu] definition of appreciacive think-
ing will mclwde a feeling of respect and passikly even awe or revershee for
grear ideas. Appreciative thinking, like cridcal chinking, may be associaed
with &cademic suocess.

Geveral addimonal avenees for funure research seem wortly of pursuit
First, the narre and feasibilitg of academic biculuralism could profitably be
explored. What distinguizhes students who can displey both Socraric and
Confucian approsches o leaming? Second, researchers could sxemine the
utility of the present framewoek as an edecaconal ol n both crmss-calnarsl
and uniculturadl envirenments. In informal discussions, our students have
expressed appreciation that learning about the dimensicns has helped them
undersrand why they have struggled with certain academic tasks in the past
and has helped them see how they could do betrer in the Futare, Teaching
the framework ro scadenrs may help even those in uniculbaral environmeants
realize thelr own approach 1o learning and thus assist them In becoming
e [exible [earners. Third, reseanchers could esploce the intersction between
Tamist (gee, ey, Nisbert et al., 2001; Peng & Mishem, 1999 and Canfucian
influences in Chinsse culiare, Whar sitvational factees, for example, moder-
aee which of these two at tmes conTadictory influences i evident in cogni
don and behirdor? Possibly, social conrexts such as being in a classtoom or
witing @ paper o be read by an instruecror incTease the potency of harmoy-
orented Confucian tendencies and diminish orherwise potent Taoist influ-
ences, Possibly, Taoist influances are more porent when questions regarding
epistemology, werh, and knowledge are addressed in less socially con
strained contexts, as suggested by the work of Peng and Nishett (1999).
Finally, researchers with 4 ¢ross-cultural psychology arientaton may seek e
unpack the culmral variables underiying differences in learning orienta-
tlens. Here, unpacking culmars could imvalbye separating the effects of culural
variables such as collectivism, power distance (Hofstede, 19893, moral dis-
cipline, and Confucian work dynamism {Chinese Culoure Connection, 1957)
an student spproaches oo leaming,
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Habituated Reason: Aristotle and the

'Paradox of Moral Education’
Kristidry Krislidnsson

I. Intreduction

developed, movemen: has recently swepl across the feld of mosal
educanion: hurgcter educarbon, representing a back-1o-bagics kind of
maorality and pedagngl: The proponents of character cducztion emphasise
the meed for the inculeatdon of 8 sel of universal basic virtues of acton and
reaction, and that those virtues need to be mansmirted vin o plurality of
methods, ncluding - especially 2t the early srages - direct habivaedon,
where the relevant virtues are made 1o seep Ineo students' personalities like
dhye into wool. Modal educition must therefere necessarlly proceed through
extrinsically activated ozmosis, but not only theough the deveiopowent of the
studenins’ own skills of cricieal reasoning, a5 had long been the dominant
orthedoxy, this eimhodoxy has. according to the character-education comp,
Faibed] b0 dive up to its promise (Damon., 2002 Krisjdneson, 20020
Character educition is net without its critdcs. Among the objecticns
ledgeedd againse in is thar it is dangerously anddemesretic in s relarive neg-
leet of the development of reasoning and critical independencs in swdents
(Mctaughlin énd Halstend, 1994 for some possible rojcinders, see
Kristjdieson, 200203, Such an objecrion cannos fail to cveke a Feeling of 4452
vin, reminlscent s it i of the ime, during the 19505-1970s, when nwo
opposing movenents besmede the feld of moral edueation — behaviourism

! perrer{ul, if oz yet soanewhar philesophically undiseerning and vnder-

SII:I'I.II'“: fhwary and ﬁ.ﬁrnrrr.ln tokrraler, (1] {2006 181-123,
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and the cognitbve-developmenral approach - and advocates of the lacer
accused the former of rovghly similar defecs of and-intellectualism. This
was the timea when the eminent phitosopher of education B.5. Peters coined
the phrags the paradox of moral education’ o deggribe the inevitable weed
for bath — and yet the apperently inevitable opposidon betwesn — habiruacion
and inrelleciual raining {Peoers, 1981: Ch 3; of, Curren, 2000: 320512}

The *paradox of moral educarion’ is stilt very much alive, and my aim in
this article 15 both o gauge it pertnence and o prompr @ new leok at iz Let
me tirsc mobe that, when set in the context of current debates, this alleged
parsdox involves owo distanct, if inter-telated, paradoxes: a poychological
paradox and & mwoml/political paradeox. The psychologion! peradox is this:
Hosw can it be mue at the same dme that it is twe sim of meml education w
develap persons who condust chemselves by cheir ineellects (ratonally, inel
tigently and crirically) ard rhar chis can be besr achieved through inculcating
inn them from an early age cenain ready-roade habits of action and feeling?
The underling concern here 15, ohviously, how making young students o
walking bundles of habdir can avord stulafving ther psyehrlogical powers of
critical reflection at o later stage. [= habimuated reason psychelogizally possi-
ble? The meoval podinead aeadser, on the other hand, i this: How can ir be moe
at che same e tha: che aim of moral education is 2o creae individuals whe,
miwesd by thelr own concepoon of cthe good, cherish and sssiduously apply
their own wnencumbered autcnomy aid that this can best be achieved thorough
means thar necessarily involve an extringk motivenon? 15 heteronomaoushy
formed aiansmy morally possitle and justifiable?

Peters deserves credit for hi= Insistence that these paracoxes — of, B3 he
urderzoond It 'the paradox of moeral educarion’ - are resolvabde. After all,
his explosaticn was written in the heyday of Xohkbergianism, when excla-
sive ernpiasis was still put on reasen over habide, fogm over comrent, o moral
coaching. Om this fraught matczr, Perers made, ag always, a judiciows, fair-
minicded case, with his often-cited remark thar ehildren ‘can and muse enrer
the paloce of Renson chrough the courtyard of Habic and Tradition” (1981
820, Tt musat be admined, however, that Perers’s resglution of che paradox (8
somewhar ellipdcal; e alludes primanily back tr Acdstotie's accaunt of the
harmonicus integration of early habituztion and subsequent crincal reason.
Indeed, this 15 the defence snll offered by most contemporary advocates of
character education when pressed on the alleged paradoxes | discuss abowe:
the Philosopher congidered them resolvables, so whty should we wormy aboul
them? In other words, the advocares’ proclivigy oo mobe argumenmm ad
verecendiam references o Aristode s considerably steonger than theic readl
mess to explain in detail what bearing Arscode's reaoment of the issue actu-
ally has on conemperary debates aboun mozal educanon.

The fandamental question | want to pose here is exacthy low and 6o what
exrent Aristorle really addressed and solved the paradoses of morai sduca-
tiom. The trouble is thar much of what Arstode himself sayvs on the topic s
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it beas elliptical than Peters's memcrable soundbite nbaout the veortyard and
the palace, and, morcover, open to @ number of conflicting inrerpremtinns,
1t is, for sxample. as Bunne cocrecty observes. remarkable how licde Ardsioe
haz oo say obour just what kind of process his all-impormam early moral
habiruadon is (Cunme, (999 38), My stattinog poind W prompung a new
Jewilg 2 che paraduxes is o seck guidange in recent Ariscatelizn scholurship;
this can, [ believe, pravide 3 window on the szhent mowal and educarional
issves ar stake, BMuch of thas schylasship s primanily exegedenl, ol substan-
tive mswes sometinees beoome obsmred under the ticker of exegesks. However,
s my eventual sim i w0 %ay something relevant about moral education
rather than abour Ariscotle, throughout this artdele | wy w rum the relevam
textial debares v practical aveount. Aristonle's positon most ok e viewoed
as o reli of ancicin history, bue as feedd For curren educational thaought.

[ address the parsduxes of moral education in several stages, in Secton
il, | provide a gloss on Aristocle’s aceount of maral development and mora]
education to establish whar he said and did nog suy about thase 12znes, and
haw much of vwwhae he sadd lends Jtself v different inrerpretations, Lo Section
11, 1 explore & number of such inecpretations, which relaze o the pavhao-
Jogieal paradew, In S2ction 1V 1 address Aristothe’s contribunion to the resalu-
tivn of the moralypoliticel paradox. Much of the marsrial from the preceding
section remains silient there, 45 8 potentisl resolution uf the paichological
paradoy will go a long way towird solving the moral/politcal one as well,
Finally, iri Section ¥ 1 draw together the lessons of the previeus sectiong
10 show whit we can learn foom Aristorle abour the paradoaes of moral
e,

II. What Aristotle Did and Did Not 5ay about Moral
Development and Moral Education

Mowhere does Arsmotle produce a clear-cut, comprehensive peeoun of
moral development, let alone a teeticulously worked-our stage-thaory simi:
lgr oo thar of, for instance, Hohlberg When he explicitly menions sach
develupment, what he says ends o indiwate 2 blsck-and-white picture
where the animal Jike, morally immature child is conaasted with the marzlly
marure adult. Nevertheless, anstotle devores ¢onsidarable space in various
places in the Niwamacheon Ehics to describing people ot differeal levels of
moral excellenoe, 1 we excliade the levels of e subhumon (bestinl) and the
superhuman (heraicl, those inelude the levels of “he many', ‘te soft’, the
vesistant, the ‘incondinent, ‘the continent and ‘the vinuous'.

Those progressive levels of moral excelience correspund o dilferent
devalopmental conditons of an agem's soul. Every person's soul has a
il paren (resson) and a non-raticnal part. The nun-rational part s egain
divided mio fwo sabepirms; one, planc-like and shaved with other living shings,
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which is noraraly enresponsies t0 reason and need not be fether explored
hers; the other comprising oar appericss, desites and emotions, which is
poEndally responsive o reason and char can, o varving degrees, “share in
reason’ CAristotle, 1985 30-2 [1102s-3all. The degree to which this sec.
cngd part shares (o0 dess not share) (o reason determines & person’s srand-
ing o the arder of meral excellence, Reaching rhe fnal level is a wall ooder,
Ar thar Level are the truly virtows persons who are *the soot bo fnd nodhing
pleasant that conflicts with roason’ {1985: 196 [1t52al), Ther appetites,
desires and emarlons see so congtitured {Feason-mhused) - or, as Hursthousa
pute it, have through & process of moral educaton becstme 30 amended,
developed, comphcated and enciched” (1%88: 212) - as to allow the viru-
ous to constantly fesl and desire in the might (mediall way according o
Aricrotle’s well-known theary of the mean of action and reaction: a mean
flanked in each case by the relative extremes of excess and deficiency Moss
impartantly, the virnwous have developed their own intellectual virue of
pitrenesis which helps shem hit the medial argee in eech parrdcular caze (see
later}.

[t peems reasamable o suppose that Adsteile considers the abowve-
mentdoned levels o be diachrenic end developmental rasher than just syn-
chronic {as mere rankings of worse to better states of character). Muorally
virtuoiz agenics must then pass through those levels in 8 sequential order
befere they reach the goal of complere (human) moral excellence, while
wone — pethaps most - people stagnate ac seme lower level in the order iF
they ever manage to leave behind the animal like level of the many” in che
first plage, This suppoesition 15 shared, ac least implicit]y, by various incer-
preters (Burnyeer, 1980; 70; Curzer, 2002: 154, Sherman, 198%; 161), This
wonld alzo rally with Arsrote's general wlew of human development,
aceording mo which the child is regarded as an unfinished substance that is
growing o complerion as an adult and whose progression o jts complete
TFarm' of homanity is & progression with disrinct, bur differentially paced,
phases, each with its own bedos (see further in Tress, 1997). Hevertheless, we
must mot utvderstand these levels o constitute strict developmental stages
of the Kohlbergien kind. Some children, endewed with a soft nature by
birth, might jump more or less swaight o the kaml of 'the soft'; the highest
leve] mighe only be partly reached by many predominandy good persons, s
theie are deyreas of virue that fall shea of full victue, and o forth.

A discerning resder might ask how becoming morel and beceming
‘responsive 1o reason’ are connected. Might a person'’s soul nov gradually
hecome responsive to the wrong kind of reason and thug develop from pre-
mearslicy oo immoralicy? Arismile does leavs room for such a process; this is,
far imstance, the sense in which adults st the level of ‘the many’ are inferor
ta children ar the rame level. He ks disdainfully of the ‘mast vulgar who
have developed ‘teeir conception of the pocd' 25 that of mere grarificarion
(1985 7 [1095b] ). Since those differ (rotn <hildren in having e distine:
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conception on which they watk, they must b pespursive o some kind of rea-
son, I obwlensly net the righe one. However, in most cises whers Anisioll
spiaks of mespangivensss e regsun, he i relerring o whar we would nowa-
days preder 1o call rosponstveness tg morad considerations. [his can be
explained by the G that Aristade tokes for gramied (e sacienality of a peu
dentizl outlock, according to which the reasenableness of morsliny most
ultmarely pppeal to pradential considenmions; namely. 1o the agencs own
inroveses. To possess gomd prodential teasens is  be moral. Many modoims
fird this difficuls o swallow: Does ooc an overnding concern for cneself
exclucke moeral comsidewations? Mot i all, in &rsootle's view:. For him. it is an
cempizical fact thit the wircs are casennnl to owr o goods they hielp us fulil
whar is contral to us. Applying che virmies @ therefone necessary 1 socuring
our owie lrerest, But the virtues requice precizely chan we pursuy ihe good
of arhers In e wiys fequilted by moralice, This 15 best browght cut in
Arteodie’s discussion of rrue self-hove as involving kove of anhers and leading
fparentinliyd w costly sacrifices, even deaih, 25 one sacrifices one's life for
others amd thereby 'does somethiog great and fne’ for oneself (2985 2526
[1262a-9b1; pe= further o bowin, 19957, Thas becoming more and moie
responsfve to (the right dad of) teason conaituoes in iself mocal progress
While some Hght may ness have been shed on the potential progress of
maral excellence, scoording o Avistotle, linle bas ver been said about the
actoal proccss by ancd through which i s driven. As we will find out pregently
Aristotle’s account of this process |saves many questions unansywered. Again
1 traverse exrensive toritory at a somewhat brisk prace, buy the oy words
here can, in pny ense, bBe neathy summed up by borrowing e phrase froo a
famrous trirish peditician: edoacstioe. educaten amd educinon’, We progress
thersugh the order of moral exsellence woly if we ane educated o do so, Mo
Jjust say ki of education will du, however, for, while virrues of ehoughe [of
the ratiomal part of the soulh arse and grow mosey throwgh {svsertiei ver-
pal) eepching, virtues of character resulr from habar (aofes): Rence the name:
“pthical” (Arstotle, 1985 23 [1103a)) And edueation through the insoliy
tion af habit fin the nan-earional part of the soull is called ohd v tice, This
rekes thne, 05 those b have juse leamt a winue throwgh Relituation "G
nast vl bemaaw il though they string the [eorrea] words together: bor it must
grose inoo rherm’ (1985; 180 [1147a) b Altwugh those maoral leatners are
therefore, at the beginning, nus able 1o understand, through reason, why the
musal virrges of character are important, @5 they wounld be able to undersrand
that 2 + 2 = 4, it woubd be wreng o say thar those vires ane impased on
thern a2 alterarions of rheir noture; Jearmees o noc undeeRo oo meromieg-.
£t acquiring them any mere than 4 huose does wien we pu a coul on -
The process Teom 4 person's Tirst natuce’, at the lowest level, to his ‘seoend
paeare’, at the highest, involves a qualizative change of charsarer: vel, o0 s
noi a furced process in the sense of going sgeinst namire, since chiddren hasve
ity thertt che natussl perential of actunalizing thes secood sacuee, Thos, vimes
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‘Arise in ws neither by namure nor againg poarere, char is, we would tot
acquire them narucally unbess someons inculeared dher in us, bug, equally
importanthy, we are so constitured by matue as i be 'able to acquire them,
and reach our complete perfaction thoough habie' (1965: 334 [1103a)), Ik
alo marters who habituates us; befors the age of seven, this provcess is best
situated in the home since it can, then, be stimnlaced by the child’s inborm
‘nacural affection and disposition o obey’ (Aristore, 1941: 1110 [1180b]3.

Aristotle then poses the important shetonical geesdon of What it means
to say that te become virtwous we muss firet do vistuous acrions. ‘For if we
do what is grammatical or musical, we must already be grammariens or
musicians,” In the same way, when we de what 5 juss and temperate, must
we not already be just and remperate? Aristode seems bo want w say hers
that children whe act out of habituation alone gre not really wet virtuous,
for they hisve only ieamt what is virruous, oot why It ig virteous, (This is.
Lewever, not an unconroversial reading; see Section 1L Virmous persons
not only perform the cdght acticns, bat also perform them Far the right rea-
sons end from the dght motives: knowing them, taking intrinsic pleasure in
them ard deciding om them for themselves. Ar this sarly stage, Rowever,
meral leamers do not need o underscand the teason, the why'; they only
need the that (the correet belef). Yet 'no one has even a prospect of becom-
ireg gond”® - in dhe true senee of daing fings “n the way” in which virtuous
persons do fhem - without st being made m go through e correet motions,
fou, as Buenus zays, ‘[hlabic. . . §s Jongdme teaining, my friend, and in the
ond maining i nature for human beings’ (Aristote, 1985: 31%-40, 6, 198
[1105a, L0U5b, 1152a]). Before full virtue, we thus necesserily need habic-
uared virroe,

In order 1o take the sep from habinated vietes s fadl vistue, we must
learn to choose those right sedons and exotiens from s frm and wpehang-
g ste’ of character (1985: 40 [1105a]) - that i, after having submicted
them to the arbitvament of our own moral deliberation, Then, &nd only
then, can the pimpkin of moral education tm e a coach, For thar end,
wie need practical wisdom: phronesis, Avistode's phironesis is an incelleciual
virue thar serees the maocal virtues, for, while the lanter make he goal cor-
rect, phrofesls ‘makes what promores the goal [romecti (1985: 168
[114440]1. This incellectual virmue helps the moral virmes find their right
ends and the suitable means to their ends, More specifically, phronesis is a
stare gregping the truth, involving reason, concerned with actfon about what
iz grood or bad for a human being' (1985 154 [11406]) We cannot be Fully
gond" without phromssls, Ao cin we possess plrcnesis withoot votue of
character (1985: 171 [1144b]]. Fhronesis stripped of the laner degenerates
inte a mere cunning capacly: whae Ariztotle calls ‘cleverness’, Cleverness
involves the capacity o act or react in such a way a3 i ‘promote wharever
goal is assumed and w achieve o', lo the case where the goal is fine, clever-
ness is praisewarthy, and if the goal is bese, cleverness is unseruplloosnass’;
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henee, both the phronimei (persons exhibiting phroneged and che unscrupn-
lows can be called clever (1985: 154, 168-0 || 140k, 1144a-abj}.

T take stock at the end «f dhis swmmary of what Arslotle acmally sail
abour merul development and morl education, ler me cecall the *paychalog-
ical parador’ of maral cducation introduced i Secdon §: How con dt be mue
at the same time that it i the aitn of moral edwration 1o develop peopke who
conduct themselves by cheir intellecis Cor [0 ATistoile's sense, R5css and
agply cheir ewn pheenesis) aad thar this can be achineed best fhrogle incul-
cating in ehom from snoearly age certaln reidy-minde habits of action wnd
feeling? Apart oo being so mewgre didactically thar o moral educaror
withoul other respurces would starve on it Arkscotbe’s account of habious-
tjiom bristles with problems of interpreturion: How can sesdens aoguire
phaneis i they have thus for expericnced only exernally guwded b
dion? How cin they learn that an mction of emomen & vinuoews sinply by
beine habiuarod into duing o feeling (1? Why does plironesis necessarily
require an eatlier staie of non-ratonel habituated virtue?

These seurching quesdons have given us a taste of the challenges thar
Ariziole's agcount = o, for thar matter, the Aristoce-ingpived contemporany
characior-education account — faces with regied (o the peychelogival paradox
of mural educarion, We cleary need o pay choger prrention po the mts and
Insles o the proces: of moral kahimacion U we are w deflect thase challenges.
let alone vesalve the underlying pauadox. And here we arc greaty mded by
the effores of a numbes of Arisiowiian scholars.,

1. Conflicting Interpretations of Aristotle’s Account

Mpral theorists may have o beam o lve with 3 cortain amount of chearer-
jeul messiness: practitioners such as moral educatoes, howewer, need 10 be
ahie oo sarl out e mess befors ey pur theorics info practee, Yarious
attenipts have been made ro sort out sume eof tive mess - o, perhups benier,
fill some of che lawcunae - In Aristorle’s sccoum of motal edueation. Qoo af
the iwwues thar has exercised Arstoelion scholers in this respect i@ the
nopure sf e Babitnation process, inpaniculac the extent o which it tps
inta dearnery Tewsoning abdlities and the extent w which it v 3 purcly
mechanical eonditening process. On ihis issue, therne i5 already 8 stiggering
dispanty ul incerpretanon.

Burnyeat (980}, for example, argues thaf for Astaratle there i no wse
rewsoning with someons weho lacks the approprite staring points (the thad’}.
From this it follows char for o hong tinwe moril development must be les
than a fully rarional process = amd indeed, even for morably misieee individ-
ks, many ef rheir morsl rasponses will by necessity cantinue o be derived
from siorees ciher than seflective reasnn. [owever, moral Jearnors wonld
haidly be vn the way o the desirable siate of undersmrding the “why' of
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moralicy if they were not in the process of forming reasenable and seflesive
Iechias abaut che narure of the virtues, 5o the practice of moral fearning must
invodve somie cognitive powers into which moral educatsts esn gradually
1ap. Burnyeat seems o envisage the habituzricn period 25 a combinatien of
twe essentially different processes: firs, 8 non-rational one whera condi-
tioning is the only means of instruction; and then, subsequently, & rational
one where legrners continue to be conditienad buk where the condidening
is accompanied by description and explanaton, leading gradually to the
farmarion af their cwn phroses(s.

Curzer (2002) bocks horns with Bumyeat on this counr. He claime thae
Burnyear gives false cobour to Arfstorke’s texts by invoking a second stage of
habituation where teaching {through deseripron and explanaon] accom-
panies commancds and exbortations. Aristotlz is, by contrase, quite adzmam
thar 2 tzaching and argument works with lesrmers until the habituston
pracess hag been comploted. Instead of smuggling some teaching (in Aristotle's
sense} into hablzuation, we should accept the fact that, for Aristotle, habir-
varicn is simply a mamer of mechanical, mindiess inhibition,

Pinally, Sherman's resding is different from both those of Burnyens and
Curzer. £he argues forcefully against a mechanical interpretation, claiming
tiat, for Aristotle, hablivation requires from rhe very beginning the exercize
of judgement and reason by the maoral leamer. The mechanical nberpret-
athon “altimarely makes mysterious the Eansition berween childhood and
meoenl manrity It beaves unexplaned how the chilld with merchy “nehinared”
virtue can ever develop the cepacites requisite lor practical reasen’, the very
capecities that sapport full vismoe, The critica? parsre of full virmue must be
reflected in the educarional process if thare ever is to be full vire. Through
habitwatior, the child is not manipulaeed (for steh manipulations would
never lead oo full virree), ut rarher gradoally broaght ta more critical dig-
criminations with the guidance of an cuslde instroctor. The rehearsals
requived fop Roquiring the virtues ‘must invohe the smployment of critical
capacities, such as atrending w a goal, recognizing miseakes and bearning
from therm, undetstoniding instrectione, following dps end cues’, and a0
forth, Thus, habituedon consirees & ‘critical practice”: & gradual process of
meral sensiization (Sherman, 198%: 153-93),

Naw. who of these three writers is right and who is wrong? As far as the
nature of the conditioning involved in hobituaton s concerned, Sherman's
fan-mechanical reading suzely hits the mark in the minimal sense in which
being trained to avoid certain astions as base arnd 1o pursue othees &5 noble
mitsr euntdin within feself an clement of heightesed diserimination; other-
wige, ir coudd nor invalve an understanding of chem s base or a5 nobbe o
of ather furure actions as similar to those already avoided or pursued (of,
Dhaniee, L99%: 5%, A primary effiect of habinrarion i that we gradually lezm to
percedve things conectly through more nuanced pacems of seeing; we become
mare am} more responsible for how things ‘appear i us as experience gives
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us am eve CAristorle, 1985 64, 160 [1114b, 114301 of Sheyrman, 1997:
354-62). Morwithstanding che centrality of sech training of recugnitions
capacities during the hebitwarion penod, helgheened discdminarions are not
necessanly cantamount o feose crltlcal discriminatons. Unreflectve ami-
sans #lso ‘galn an eye’” as their mehnical, insuumental thinking develops, bt
they may still elireet theis scibons wwards & given end more or kess mechan-
izelly: chou ls, withour operating sccording to teeir own ritical concepron
of what thar end should be. Furthermore, in 2 peactical sense, maost moeral
educeus will be tempted] Lo give yoice oo reasons when meking exhortacions
Mow you should not do that, you will hurt your sisger.’ Bur we are still in rhe
realm of the “that'; sech quasi-explanations do ot secessarily move leamers
te cemzider “why' they showld et hum ochers.

Adl in oll, one must concede o Curzer that there @s not g singhe passage
fn Aristodle’s corpus than clearly indicaves that be conskdered habitustion to
he & muly crities! practice. 3o ln acrucial sense the psychological parsdoy of
rhe mysterioug conmpestion benwesn habimation and piiroests still remains.
Shermun dees well in suggesting how Aristocle might hove reied o rezodve
the paradox, as does Cucren when he propeses e seludon of picruring
‘maining in the habits of vintue a3 ales including a fraining in the pracrics of
giving adequate reasons for what oie dees and respecting the adequate rea-
sons that others give' (2000: 212, Bu, as Curren ackuowledyes fur his own
proposal (and che same wonld yo for Sheoman's solutien), this s ‘o a
straightforwerdly Arisioteilan view 1o the exrent that it rejects the ides tha
reasan Anerges laer' (2000: 2120

it is well vo note at this jumcture thae the divorgenes of apinkon cxplored
above 15 set against the background of condtderable convergence on at least
onc poinr All thnee mterpeerers secm o mke it for granted (although
Sherrns later wark may in her case suggest otherwizg; 1997, Che 6} tha
the inretlecmual wirnee of proctical wisdom, plironesis — regardless of precaely
how erd when [t develops - pignities the agent's discernment of the courses
of actionrenction that best scoord with the specifically human elox of eudais
mortia, With the deveioproent of phroress, o qualitadve mansidon from che
mere ‘that’ of cthics to the "wiv takes place. [n other wosds, the new phvoa-
imoi perfect #nd perhaps partly revise thelr percoprions of the ‘thae in light
of their grasp of the explanatory first puinciples of ethics, thus reaching the
final sraspe of maral devaivpment: 8 surge pocessary G full moral macuricy,
alrhoaugh admircedhy ‘the origin' (hece alleyedly che grasp of the 'that’) seems
t b mporie than half the whobe' (Aristotle, 1985 18 [100%Eh])

Tor et & purchase on this conzsensual view, (ewin's well-known account of
Aristetle's st prnciples’ pravides a case in poity, According o Trwin, we
cannor undersiznd Avistobie's ethics o polides withour recourse to s ot
nou-cthical worke, works rhae lay down e firest principles of human namre
ort which the maral and political conciustons uldmeely depend |19
348-55]. The picture thas emerges is of Ardstoce as a foundenionaliss [mrs
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specifically, a moral noieralis who bases his normative elaims on facte about
human naruse; about what acosally makes people thrive) and a moral gen-
eralist for whom cerain things are alwiys noble and right. This does not
mexzn that all moral action is unproblematically codifiable i [ight of an all-
embracing ethical thecry: such & theory would be impossible ro fathors fot
an imperfect being, Because of the endless variery of novel circumsrances
that we may be caught up in, we need perceprual awareness = thar s,
dynamis appreciation of the unigueness of each particelar simarion - o
guide us to the right course of action, just as a law needs 10 be constandy
recrifled and imrerprozed to take into account new siuations, Moraking like
lww, is thus condngently, but not necessariy, uncodifable Irwin, 2000;
Bristginssen, H005).

Recently, the recelved wisdom abeur Aristotle's foundationatiim and geae
eralism has been comprebensively challenged by theorises who underscand
Aristotle’s plreneses as much morz open-ended and flexible: as siruarional
dppreciation rather than the application and interpretetion (fine-graining?
aof & theety, This challenge has been warmdy weloomed and cagerly acoom-
mexdated by varicus practidioners, such as (morel and other) educarors,
many of whom refuse o wnderstand their work as invalving the mere appli-
canion of theory e pamicular cases bur rather as some sort of inteitve
artisery (Dunne, 1993). [ newd 1o devore some spaee o this challenge here,
Ay it suggests, by implicarion, a pessible seluthon o the psychological paras
dioar of moral sdwcation, for if there is no essentisl gap between che ‘thar’ and
the “why' of ethics, berwesn habituated victwe and critica] vircue, then the
aleged paradox more or less dissolves. Mussbawm (1590) (s often raken a5
an example of a partcolarist, and-thearist interpreter of Aristote. but as she
naz sines wrirten & foroeful defence of the need for meoral theory [Messbaum,
20062y, her current pasition on this [zeue & somewhnt moot. | instead bage
my exploration on the writings of MeDowell ang Vasibiou.

MeDowell was the Dmerinner in a series of particularist readings of
Avistotle that ook off in the lzie 19705 and have since generared conzider-
able debete. In a more recent article, McDowell (19963 pulls his variows
resources ragether, The fndamental poine is this: 'If the content of a comect
conceprivn of deing well is fixed by proper upbringing, that renders it supsr-
fucus 1w credic that rele m an awtenomans operabon of the practical inrel-
lect’ {19%6: 1%}, On McDowells interpretation, somecne who has been
properly brought up, in the Arsrotelian madel, has been habiraced into
seeing the approprige actions o emotions a2 wordvehie in the specific way
thar i3 expressed by bringing them under the rubirie of the concepr of the
noble. Rather than furnishing us with a universal "Bluepcinr. from which
noble {relactions can be spsrematieally worked out, in this conlrasting pic
tere there is nothing for the phronimoss graep of the content of the univer-
w2l by be except a eapaciry 1o cend the details of the simation in the Lighe of
a vy of valuing actions into which proper upbringing has habituated one'
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(1995 233 The conrene of che universal s not solable, even in prinople,
from this bearne capacity. There is o subsequent grounding of the universal
from the outside either, the content of a convepeion of heman well-being is
“fined once and for all in the minds of webl-brought-up peaple sithour the
nesh fur further foundarion. [f there is any mornl development in individ-
wals pftey thelr parents seted S morally iehinweed inwe e world, it mecely
consises of the training of the impaned concepual apgiratis, a5 when
hunrars gradually main their eyes w s2e e prey bewern while the prey
remaing the sawe (1996 2E-33), McDowell here almeost reads Arisiocle as
if the lumer were & late-Witigenstenian: habitwared persons have [zamt 4
language game invelving the concept of the noble, What ghey Tater add
thermselves is increased mastery of the game as they engaee in e pracices
of applying the teem o particular insrances; the coneep becemes mure dis-
ceaminareny of subtie shades sed nsanees through susteined use, without
the need for any defindtion o independent grounding (Hursthonge, 20040

while srrongly influenced by McDowell's veading, Vasiliou (1996 con-
giders rhe ransition from the thar’ to die ‘wiy® of ethics even lea significant
and rendlers Arsigile even more of an onti-generalist and anti-theorist than
does MeDowell, Vasilou makes heavy weather of a crypric, and perhops
invGraplets, passage in Aristothe, which reads thus (noetebly in Tnwin's rans-
Jation): ‘For the arigin wie begin from is the belied that something 15 e, and
if thig i2 apparcnt enough o us, we will not, ac this suge, oeed the reason
why it is true in addiion’ (Aristotle, 1583: & [1095b]), Vasilicu clacms tha
Irwin (ond like minded rheorists) bave wsented the chause ‘at his stoge’
which has no equivalent im the Greek, Lo serve their own agenda of gk
ing thest, #1 sume later stage, the grounding theaty of human well-being will
appoar to the leamner and offer thar parsan a blweprine for etvical behaviour
Su far i3 thiz from being the vase, Wisilion argues, thae exactly the epposice
haolds: Aristotle is hers making (e paint chee the person whe has acguired
the that' of echies fhmough preper upbringing (habitiwation} will not now or
ever after peed the why® in addition, §7 you have the *that’. you can gridy-
ally recognize on your own, case by case, whit dong well is. It is precisely
frevauso those who possess the 1hal’ sufficiently can idendfy pandeular
actions a% being just or couragenus, for example, thar they must already have
a grasp of the why'. The Anstatalizn 'first principles” in vihics arc thus eor
grouniding principles Bur rather are “viewing pardoular achions is couming
as just, virtuows, ete, hece and new” (Vasilion, 1996 7771 There is nothing
subsanially m e adoed and, hence, no peychological perados o warny
aboat, in the sense that 1 have given o in this article. Vasiliow does, ke
McDowell, leave wme ruoam for post-habituation moeal development, but that
development is limited to a Murther eategorizadon of meral concepes slong
the original [ines Grmly fixed by che ‘thar (Vasiliou, 1996 776-%0).

I have argued in some detmd elsewhere thar the pardcubarist inrerprer-
ations uf Arisotle misflse. znd it i not my intestion e cover old ground
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here {Kristjnssen, 20053, To rehearse briefly some salient soints, however,
it s, firsthy, exiremely difficult ©o ignore the face thar in the Nicomechean
Ethics, Aristorle proposes a fully fladped moral theary abous happiness’ (eudii-
monia) as the ulimate good snd uncondirional end ef human beings, fer the
sake of which we de all other things (1985: 1-5 [10%4a-5a]}. Thar, rarher
tham the noticn of the noble or the just, provides the Aristorelian “firs: prio-
ciple’ of ethics, and all of Anstotle's scholarly endeavour is pescsely aimed
at unrevelling such first principles (Reeve, 1902: 297, How could the phnon-
imes be a real phromimos wirhout hoving gained access to such o theooy and
having started m apply it ceitically end systemarically in practice? Secondly,
Aristorle provides us with an array of ethical rules abowt che proper medizl
states of actions and emotions, snd, although he sdmits thot they held ooly
‘nsually’ for for the most pam) and not universally but rather have w be
apgplied i each case with contextual sensivivity to the relevant circumstances,
thowe are nonetheless general rules of chumb that ‘mdicate dhe tuth roughly
and i owthine” [194%; 4 [L0540]1, This much, as leasr, & acknowledged by
the semi-particuiarist Hursthouse (2004], alchough she refuses o under.
stangd thass ethical generalisarions as muly acton-guiding. B, thirdly, chat
refusal s puezling, siven Arstetle’s fequent discussions of practical moral
dilemmas and his regdingss m guide ua rhere in the right directions (Aristode,
1285; 2401 [1164b—5a)). Although ‘ic is nor easy vo define [such] matress
exactly’, he savs, we ‘must oy o offer help” (1985 35, 241 [1 10&a, 11640]:
see further in ¥ostjinsson, 2002a: 71). The particularist reédings of
Ariarorbe must be viswed ag ver one mote instantiarion of the popular anti-
foundationalism tendency im modem moral philosophy: the tendensy to
rivne dewn any grand docrrines and, more specifically, re [usdfy meral nerms
from wirhin rather than frem the outside (for example, with refomence o
himan naure ). | believe, however, that Arisicde would conssder this tendemcy
phikosophically disabling rather than enabling.

If tne particularist attempt ro debunk the psychological paradox of moral
education fails, what are we then to make of Aristode’'s conmibution te i
resalution acording o 8 generalist interprecation of hiz writngs? Lat us
veturn o the three thetorice! questons reised ee the end of Section 1

(1} How can snidenis acquire pleronests IF chey have thus far experlenced
cnly exrernally guided habitation? Well, they have of courss experienced
more than that, They have been broughd up in a home where they have
expenienced mutual ‘natural affection’ with parents end siblings. They have
mingled with dve rght kind of people, nteracted wirk the righe kind of
friends, listened o the right kind of music o train their emobons (Aristetls,
1941: 130816 [1339a=42k]), and 3o on. Not all theas things are necossar-
ily describable as invelving an extrinsic marivation. Maoreover, as slrendy
nodied], Roldiuaton - while aod essenttally o ceidenl pracnice - does include
the maining of perceprual capacires thar help srudencs i pee things aright.
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(2 How can students learn char an acden o emoton is viruows simply
by being hablwarted inoe deing or faeking & They da not beurn abour vinue
nnly in thac way, for the sk of acquining practical wisdom (phroness) still
ligg ahgml. W the weneralias are (ac [east gemerally!] right, then the
Miomochean Ebucs should be unslerstoud as laying the thegretzca] funda-
tims of aralivy. the systemanic moral Imowledge of its frst principles (the
ultmate end of bumun life: the natume of 4 gocdd chatacrer, 2.}, This
knowledze, Imparced through verbal teeching, consricuces the universal pary
of phronesiz. Habitwarion, which produwces sound habics and accurare per-
coprons, provides the discernment of pasticulars. Phroesesis thus consinites
the eventual fusion of the nppetizive par of the soul with the deliberave
pact of the intellect, and these two brands do not brald inco o single sheln
until syseematic moral eaehing has been edded 1o the habitwation process
(ef, Curren, 20040: 201-4],

{3) Why does pferonesis necossarily require an earher stage of non-ratignal
habituated virtus? We simply know, from expenience, that habiruation 1s a
procendition for the usefulness of moral teaching. 'We also know for a fact
that & sucoexsful Mugion of habiluation and ipellectual tralning beads w the
HEENES vwn plremesis, just os we knoaw thar the novices who sre originally
pushed into the skating ring evenrually lcarm (o skate fot themselves, This i
the cub of the matoen, How, exectly, ohis happens is tied up with varisus men
tal and bodily stotes and processes, die details of which must be given by the
ampirical sciences. As with many ather factual queseons, such as how, pre.
cuely, [ymocarce 35 pefolved] so that the neontinent person recovers hus
knowledme’, we muse hear the answer ‘from the naniral scéenrists” {Aristode,
1985: 181 [11470]: cf. Hordie, 1880: 110=14). Or, to put the words of the
devouwr empincist Aristode into modem Innguage: Moral philasophy qua
praciical enteiprize musl i the end be answerable w empincal research in
mioral peycholegy. We muss hear the gewailed answer about the resoluron wf
the peychabogical paradox of moal education from desvelopmental psychol-
ogista, racher than mwral philoscphers

Rither than supplying practical answers t swch guestions as how, pre-
cizely, habdmated reason can (psychologically} be made 1o develop inmo orit-
ical reagon, the Micemachesn Ghice gives ws, 0 Droad theoterical outline, the
story of the necessary fusion of habitwacon and teaching. Addressing the
relevant pracuicalities would rogudre a shift from moral phidosophy tr empie-
ical seienoe. Bun Aristotle wiss alyo an empirical scigncist, so why did he nor
provide us with those details toof There are two possible answers o that
questian. Fiest, i 12 ‘those with experienwes in each area wha judge the prod-
it correctly ome who comprehend the method or way of complering them,
and what frs wich whar; for If we lack experience, we must be sacizfled with
aotiving that the produet is well or badly made’ {1985 297 [1181a]).
Perhaps Anismocke did ooe consider himsell expers encugh on the didactes of
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roral upbninging o wite g manual for it Ancther possibbe sxplaation lies
in the face thar large portions of Arismofie's writings on education have
undoubtediy besn lost, Answers to questions of moeral didaccics might have
been expected m be forntheoming in the practeal oreazize that deals with
eartithound lzswec of legislamon and schoaling, namely the Poditics, Morably
hawever, the Politics i3 o mers fragment, and only a part (abour the use of
musle to main meral emertions) remaine of the sectien on the education of
checacrer, Perhaps Anstotle wrote, or intended o write, there a descriprion
of moral didactics {notice also a reference to his work on child-rearing, in
Aristogle, 19410 1302 [1335b] %

To sum up, Aristotle’s view of the psychological paradox of moral educa-
riom ia that ic daes admit of a resoledon — that much we know from experi-
ence end can exploin in brond theeretical oudine - but a precise secount of
rhis resahirion has 1o awsin the exploratian of empielcal sclentists.

IV. The Moral/Political Paradox

How car it be e et the same time that the aim of moml education is to
crears individials wha, moved by thelr awn congepian of the goad, cherish
end asgiduously apply their own unencumbered acranomy erd that this can
besr be achieved through means thar recessarily involve an extrinsic moti-
vaoon? [s heteronomously formed sutonomy morally possible and justifi-
ablet This was the moral/podincal paredox of moral eduwation presented in
Section 1. Mote that, even if we take Aristotle an g and acknowledge that
thare is & scbentific solurkon ar hand for the psychological paradox, we might
still consider zomething sericusly amiss morally and policically with the
nodon of heternmnneusly guided auraramy B 18 A least & ommaon conception
in moderndty that in order ro gain full aursnemy or o 'ewn’ a meral voio:
that iz avthentically ypours, you musc Lberate yourseifl fom the origine
sources of your core values: the agens (ior instancs, parents) and lnstino-
dons (such as schoelsi that habituated and socialised you, As Curren neatly
fleshes out this consideration, he mennons: {a) the fear of erdoctring i
that the manipuiston inherert in the habimmation process prevents the
paferrerad emplayment of auonomy; (bl the possibikity of foreclosed opriors
- et in suppressing aliemarive cenceprians of the good, moral hakituaton
seatebets Mnare lfe options: and () the theeat of force: that habituadon nee-
esserily involves force and is. thus, morally and policically suspest (Gurren,
2000 206).

Ngw, it may seem far-fetched (o seek a solution wo such typically modem
concerns from a philosopher who cbwiously did not possess the concep: of
aurnomy inis modern sepge. Meverthaiess, attesnpts have beep made to
alievinte those very concems with reference oo Avistotle’s conception of
(political) freedom. Ler me briefly nore thade artemprs. A CAmmMon foniss
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15 ©0 point our that the worried shout the heecronomous undetmining of
aytanomy wvpically stem from liberol chinkers, steeped in ihe dradition of
‘negmdive” freedon, Aristbe, by canirast, 15 said m have held @ posiive’
conceprion of meedom - or, mons specilicaliy, a sub-conception of such frec-
diun sowetimes dubbed ‘communitanan’ or republican’ freedom, according
o which peul freedom dees oo consise in bare immunity from extermal
reswraints, bue rather inoactive participation ina commuonal earerpise
[Jeshngen, 2002; Long. 1996: 745, Macdnowe, 1981 149), This form of pos
tve Dberty is sometimes conwatored by ood oppencnts as implving o
Mowasseatenn Lo for that mactes, Orwellian) Foroed-ro-be-froe’ soenarin,
nrcording o which you can be eely frec cven when are you forced oo do
ihings against your will os long sy those things are ‘in vour own best inter-
ity There are, however, more sympatheris ways in which o vodersiand
angd sxpress the baswe msighis ol “communilarian frecdom’, such as the
ubservation that an agenc €an hardly be sagl (0 enhance s o her Gecdom
by achieving adical tndependence from others and that, far from diminish
ing the frecdem of children by educating them, o give an cxampls. you
enlarge dbeir hurmanity and Increase cheir freedom. Free sbose fundamenially
AVErEE To posirive corcepions of feedom, semecne mivhe coneeive of a way
ol aceommaedating Aniswe’s notion of Tresdom within a pure bur permuis-
sive negative model, aceording e which dhe haldtuation process would, fol
uxnm,pk, jm_'\-'i_mhl,:\_r imvelve some eestniction of freedom. Bur chan restriction
woild be eclipsed by the gam in overail negaive fresdenm thwowgls the far-
oytweiglimg Creednma from the condirons of ignoremee and mogal immatu
ritw: eonditions ther may also be coisiderod eganve Barners twa person'’s
freednim paovided thar another agent could be behl responsible fer then (o
such o permissive negative conception of frecdom, see, eg. Krisgdnsson.
16496

The: probalem with buch those suawgics is owafold, Firstly, Arstotle did
net hold freedom o be the highest goditcal walue; he was noc o modern lie-
eral. IF unly for thae reason, both the oudined srtegies o reselve te
moral/politicn] paradox — by claiming char foreing” childeen o bevom
autononious is swefficienily jusnifed smpb bocause o iecreases tein sverall
positive, or their pverall negatlve, freedom - woubl seem foreign o him
Socondly, and more imporcanily, Arisoode did noe have az his dispasal aay-
thing reseaibling the medern concepe of freedom, let alons 1w distisa con-
ceplimy of positive sinl negative freedom. For Gim, being free basically
meant e bewng o slave (Lomg, [990: PEB): 4 resncnive notion of dee term
Trecdeny' that we can find in manv apcient wnd medineval nguages. Vo
exompke, the modern febndic word *fidls’ (froed iz derlved from fei-hals
in Old Marse, which litorally means ‘having a free neck’, tia i, oo belng
chaine like o sheve (Eristansson, 1996 91, Al in all, stcaceges o resolve
the motalspavchological paradox chrongh some G ling widh the concepr of
freedom aig, il nodiing else, hopelessly un-Aristotelian.
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Aristatle was, of courss, a tireless advocare of regulated wpbringing and
sompulsory public edusation (pee Curven, 2008 for & clear overview). For
him, the development of moral and intellectual virtues is not a private affsis
or achisvement but fundamentally 8 public cne. To be and 1o remain fully
viruous, one needs re live in 8 sociery with a comect constitucion, and
under such ¥ consurution the legislators should be particuiarly concernsd
with the education of the young. Mo marter how marally alert one's parents
and teachers are, ‘it is hard for somecne to be trained comectly for virtue
from his youth Af he has not beet Broughs wp under correct lrws” (Aristotle,
1985: 293 [117%h])). Comverzely, the ‘best laws, though sanctoned by every
vitizen of the stace, will be of no avail unless the young are orained by habir
and education in the spitic of the constitution’ [(Arstotle, 1941: 1251
[1310a] ). The core idea of dhe Polirics s w undecline twee (ruthe and put
them infe practice. Asistotle wes not as concerned as we are todey by the
whiff of paternalism; he would have readiy admitted rhat bringing a person
up to become a phronimes might have to invalve some exercise of foree =
exceps perhaps in the ease of those most gente and malleahle by namure —
and he would alse have been ready 10 marally justify that exercise, Aristode’s
justification, and his porenrial approach to the moral/polizicel paradox of
moral education, may be set in sharp celief by compannyg it with the corres-
ponding modemn discursive tradition.

The modern discourse on fhis Ssue in meral and educational circles s
predominenty a libesal one, where the idesls of individus] freedom and
autonamy stubbormly stay an the top of the agenda, How 18 hereronomously
metivated avtonomy morally possible and justified? The tone for the liberal
resolution of this paradox was set in a famous amicle by Dworkin (1972],
whers he acgwes that parental paternalism may be thought of as a wager by
the parent an the child's subsequent recognition of the wisdom of the
resrictions, The possibiliny thus lies in the foce that the dhild will understand
the reasons for e use of force at & later singe; the justificarion rests on
what could be called “future-criented” (or ‘sobsequent’, ‘apticipated't consent
The underlying assumption is thal parernalism of this kind is not e same
a3 indoctrination, for indoctrination would disable childven from ever seri.
ausly questioning the ground of parental values and from so much as =nrer-
taining the possibility thar other values might be preferable (Peters, 1981:
163).

There are various preblems smached o the noden of suronomy mani-
fested through subsequem consent, problems of which many libecal thinkers
are keenly aware. For instance, consent may e rather easily manipulated,
ared many of the reclinigues that a moral edugaror will use in the habdiuas
tion process ere mot the sort of techriques inm whose accepeabiliey leamers
¢an gain insizht and consen: to later through retrospective eritical appralsal:
technigques such ns the educator's facial expressioms, gestures and mnes of
voice (Buss, 2005: 2333, Richmond, while sticking to the libersl agenda



kristiinsion & Habltusted Resson 271

coneErning ALanomy ai the overmiding educational goal, cousidars the
demand of suhssguent consent bath enteasible ad vedundant, Whar min-
tors. Snstemd, 16 che eharacter of the learmng process wilth which individual
learners are engaged: whegher w35 harmiul or beneficial in prodeoning or
suppresging the develaprent of auronomy: And thor can b deenmioed
eccording to established educsticnal criieda priot o any consent given by
thve learner (Richmond, 1998: 243-75

While: | ogree with Richmond about che redundancy o sulugnjueni con-
sent, [ do ohserve an wnderkying dilemma here. Loes che justification uf
parernalism in moral babireation lie in the process o inthe outcome? 1F it
N oy n the outcome (succcsshully sccomplished sutonomy). ther indoe-
mination and mienipulation during the process arc nat nocessarily excloded
as cducational aptions. LEir lies only in e wocess (85 non-aanipuladyve and
nom-indectritadnny, then the oureome may or muy not be one of auenomy:
wiell-browghr up people might, for instance, decide o ovate uneefbecavely like
thedr parcants in all political elecrions raibec than cxerciee their own anten-
omy 1, as Richoend’s proposal seems e imeply, the: ustifcation lics In bork
the process snd rhe suteome (the process must be non-manipalstiee and the
outceme must be putonomy). thea 1 becomes unclear why he redects con-
sent a2 a oxlerion of successtul upbringing: after all, infoemed consent is &
seercdard  Diberal procedure by which avenrs manifest their suconomic
Blehmond seems unalde ro spring leose Brom the rap laid by the liberal val-
orisation of avtenomy; fer kim, sutuacnny s such an ovoriding meral keal
a3 Lo make not onky conseot bue alsa eny atler aled not divecty canducive
0 guranomy redundant. Whar macters s simply people’s unfettered ability
to choose: their comsent tor the mebiods by which they were made 1o hecome
sueh choosers, ot alone their happingss as such chavsors, are itrelevan,

Compare this to Aristotle, and vou will motice a pumlber of salient things.
1 gaid in the Inrredasceion thae a solueion o the pswehologioal parados of
mioral cducation would wo a lony way toweaed aolving ehe moral/poiitical
pariados alsa. As we saw in the preomling seotion, e Aristoeellan resslutden
of the peychobogical paradoy is simply (o say thae, a5 4 nuaoer of empiical
face thit is wel] esioblished but needs 1o be explaned in desail by nacural
scienists. habituaced vimue eeymes, in the end, orimcal virfue, howewer
parscdeyica | ihar may secm. In the same wiy, Anstotbe could say bere to
modern ltherals - of he woere wilting w stomach their conceptoul apparatus -
abnur the possibiline of heteranameasly femed auromomy. that This was akso
a well-established cmpiricsl fuce chis is whar heppens sil 1he dme? The
cpuesticn of whan e hercronomensly formesd astenemy is <lso moraly jusc-
fiobie complicates macgrs, howevor, for owo ccasons, The first gs chas
Aristotbe would undoubtedly be luath re seeep thie Bberal notion of selthood
unnderlying rhe manlern ideal of 3uonomy: Avistode’s notion of selfhood = ol
a self boch deroved from snd essentially sustamed thraugh social recognition
and admiration - m char exrent it i “heteronomous” 195 1he Kanman sense.
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and the liberal sense in as moch as it is inspired by che Xantian one - bor at
the same time in i5 bess alienated foom s covnrerpait socil Wenticy than the
liberal s=li. To have a sense of s=lfhood, in Aristotle's view, we need to have
grasped the idea of things being valued and chosen by us. But go grasp thas
idea, we must flrsc have grazped the idea of things being valued and chasen
by others: primarily of purselves oz weing valued and chosen, or disvalued
and rejected, by them. (o ether words, the kea of our own s2lf ag distine
from, bt stll essentially of the same kind as, those of others must originaily
dezive from the posaibility of svaluating our self and its sxistential connesc-
Homs a5 equal, superior, or inferor o theirs, and such an evahiation is
dependent upon external criceria for btk (s formation and s sustenance,
This early learning process then servet ag o fileer chrough which various
charpcter wais can become constutive of our agendy, as we gradually develop
our imtegrity and selfrzzpect. There i no cholce between an autonomous
ang & heteroncimeus fommation of & self w begin with, in the modern sense,
and oar self remains. unhl death, socially embedded (Kristjansson, 2002a;
Ch. 4).

The second reasan for che Arisrogelian unease wirh the lberal sologion o
the moralpolitical problem of moral education lies dn che lberal appes! w
the independent value of aurcnomy, an appeal that for Avistetle would ring
hollow. As noted earlior, Aristode did net have a concept of autonomy, the
clogesg we g2t w0 i is his noton of phrenesis: practical (and cotical) wisdom,
Libaralt such as Richmond are at pains to emphesise that appeals to any
substantive notion of the human good are franghe wich difficulties; there are
Lo Ay competing conceptions of the pocd, and within them there gre too
mary ways in which particular goods might be pursued. Rather than impose
on out children any particulae conception of the good, we should instead
direct our efforts ar bringing them up ro regsor well 2nd w0 chiogse well
(Richrond, 1998: 247=9), Autonomy. 25 a formal rather than a substantve
notion, is an indepencent goal of moral mamrity: ane char Fequires oo fur-
ther justficazion, For Aristoele, by conmast, as for the character-aducaticnises
of roday, we can locate, among the multipliviey of conflicting human values,
a sar of substangive virtues that are universally honoured in any suciery amd
wibsome edlstende 1k based on cur common human nature: the nature that we
witness as ‘in our wavels we can ze= how avery human being s akin . . . o
a human bedng’ (1985: 208 [1155a]). Moreover, tie vaiue of any virmue, be
it of phromesis or surcnoemy, depends for Aristode an the exoent o whick it
I8 comstitudve of and/or comducive to human sudatmenia: the uldmare good
and wneonditonal end of human beings. [t is through this thick notion of the
substanrive human good that Answtle ultimarely justies phoomests and
whatever needs to be imposed wpen children to help them develop phrone-
sfi. Mo doubt, if he adopted the liberal concoprunisation, he would justfy
the case of heteronomously formead autcnomy in exacdy the same way,
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V. Conduding Remarks

In: this artcle, | hive rried o ckerch an Aristotelisn selution (o the “parado
{ipr, more correctly put, the paradomes) of moral education, s coined by the
educational philasopher LS. Peters. | have detived my answers by disilling
Aristotie’s own texts and, a0t kess Importandy, ihe exepesos of various revemn
Ariarotelian scholars, 1 have focesed on Avistotle’s namsalism, nawralism
that sees moral obicetivitg as grounded i common facts about human
beings and cheir Lebenswell: thar is, the world as we actually cxperience it
My analysis has been heavily influenced by Nussbaum's wnderstamding of
Aristule as an ‘empiricol essenrialists an empiricist who saw solutions
moral problems a5 chis-worldly and non-rnscendental = as applying m and
im this workl as opposed to other possible worlds - bar yes as nen-relative
in this world ag they refer 1o cur commaon human nature {Mussbaom, 1992
a0 Further i Krisgjansson, 2003a: Ch. 21,

The Aristorelisn answer [ have offered is basically this: boch the psyeho-
loggicsl paradox and the meral/political one ere mesolvable it practice, e
know from expedence thut, howewer thenretically puzzling this may seem,
habituated renson dewelopa. if all @5 well, inee critical reason, and hee-
eronimoualy formed seffhood develops ineo a self thar cin make auonomonus
decisions. How mhis happens. in Arisote's view — and this hme ] ciig Poicrs
rather than Aristaiie — 'is 2 matter abuat which psychologises and practical
weactiers will have mwore 1o 53y than philosophers' (1581; 611, The moral imd
policical justification of hereroramensly formed auonomy will ke found in
the specificalty human substantive good of sadaimaortie, IF it 50 happens tad
guronomy con e formed oniy in this way and sutniomy is conducive o
cudanmania, or ever vonsitutive of if, then heteronomoesly formed auton-
omy is morally justified, This is, at any rane, how Aristocle morslly juscifiea
Phirodcs,

I may oot have yuelled the unease of those whio @xpect somerhing
srander and more other-weridly of meral philosophy then this. Y1 the desite
for a ‘decper’ phitosophical restlutiun of ke paradoxes of moral exducation
than Aristctle has o offer suggess, in my view, less a failure of Arigiodbe
than the success of disclosing the stubbom resistance ol many philosophers
W nawralism; oo dwelling ameory the appearances and seeking i them o
foundation fuor moralivg
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Cognitive Development through Sociai

Interaction: Vygotsky and Piaget
Barbara Rogalf

When T disruzz ond | seercly seek to ubderstand sumeone else. |
kecome engaged, not |ust in avoiding contradicting niyssll, in avoiding
playing on words, etc., bur also in entering imto an indefinie serles of
viewpuines odher than my own, ... I is a owving equilibriom. . . The
engagemants . . . thar | make by ramere of moperation lead me | don't
kncw where. (Plager, Loglgue gemmigue o sociofogie]

Under conditions of cooperarion, an activiry thar is inially shaced by

those participating in it emerges as an ariginal and fundasmental founda-

tinn for the development of indiveduo! sctvieg (Rabtsow, The Role of
Coaperation bt the Development of Intelligencey

[~ ]¥hat do children gain from soal intecaction, and uider what cireum-
stapwes? What aspects of soaal interaction conribute o children's advances?
What is the significance of variatons in socisl interaction, such as whether
patmErs nre Aduls or peers, the exeent of their expertise, their awthority or
aquality relatlve 1o the children, and the extenr to which parmners share in
decisivn makng? Are there differences it the role of soeinl internction
depending on the age of rhe child?

These yuestions were addressed by Vypowsky and by Pisger, and they
came to rather different conclusions. o this chapier, 1 desuibe the similarices
and differences in mechanisma of socal intscactional influence on cognitive
development postted by these two cheorise, focusing on the importenge of
experise versus equal smms and the relaied question of the role of adhes

Spuree: Apprenticanhip i Tivibing: Logrimare Development in oo Conrer GISA: (haberd
Liversity Press, 19800, pp. 5987,
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versus peers. [ oalso address the differenoss in Vygotsiy's and Piaget’s
aEeUMHiens abatit when in childheod soctal interaction can affect individ-
ual development. [, .|

[ have suggested thar the day-to-day engagement of children and adules
in shared activities conrribmes 1o the tapid progress of children in becom-
ing skilled participants m the intellecoual 2nd social lives of their society,
With Vigorsky, 1 have argeed for the influensal role of children's engage-
mens with mere skilled pamners. But such suggestions gnd evidence of the
strecture and runing of adulcchild inreescton azd arrengements do oot
nevessarily demonsrate thac adule-child iovabeernent fosters childsen’s indi-
vidluai dearning and developmen:. Features of adult-child interection and
arrangements may have little relanon o children's leaming. It i imparcant
to exnmine explicitly the influence of expertise of parmers, of equality of
stams, of shared problem sobdng, of the structering of children’s efipnts, and
of the transfer of responsibility o children over the course of development.

As we do so, howeser, i {2 Important [0 recognize that we are examin-
ing a very limited part of the question of che role of the social world in eog-
nitive development. [.. .0 The social context ivcludes misch mose than social
intergction benween paitners. A primary wspect of the social context is an the
levie] of society ~ the instinutions, technologies, nonns, and practices developed
by and appropriated from previcus generations.

In sddition, children's social parmers, especialiy thedr caregivers, make
arrzngements far children's daily routine, tasks, circumstances, and part-
ners, Much of this is accomplished independendy of social interaction
berween children and thelr perthers. Congider the time spent by middle-
closs parent= tn choosing day care, schools, of summer camps interviewing
and schaduling babar sicters; arranging for pleyinates to visit; selecting and
preparing children's food, clothing, tye, and famiture; and ferrying themn to
after-school ectivities. In ather cultures, parenis may arange children's
aceivitees by assigning them 2o the cace of a sibling, holding them responsi-
ble for certain tasks, or resticting of requismg dieir presence ac comain
events. Such arrangements for children have an impact on children's aciv-
ides, but may met Involve social imseraction in the decisions or the work of
ATrangemeant.

Thus it & obwious and necessary o scknowiedge te roke of gulded partici.
pation in leaming and developimient. 5o much of what children are able o do
requizes their beang embedded in their oulture, They weonld cercainly noc beam
English without expesure to that language, per woubd they develop scrlpts far
me events involved in eating in restousane, ploying Peekaboo, or reading
besoks withour invalvement 83 observers or parmicipants. Most of the skills
stucied in cognitive tesearch are died chosely o the rechmology - the books,
nucmber system, langoage, logic - of the culrure In which children develop and
that children leermn to master with the assstance of mere skilled panmers.
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Like genes, sooial reraction snd sociat arrangements aee an essential
aspect of child development, wichout which it would be impossible to con-
ceive of & child developing. (Fven the process of conveptien s iherently
soeiall ) The impect of social panners and of soecial conventions is n bogical
necessity thar i not addressed by the bounded viriables and interventons
examined in coerelational and experimetial soudics of e effeces of soeiul
interaction.,

Mozt pesearch on the effects of 2 pardosar vaniable requires thar other
variables be held constant, bug with guestions of the impac of sectoculiurl
pxperience, 11 (8 impossible w exert such control vwer the pirenomeanon with-
aul destroving it As | have arqued eaclier, the parsicullar actions and skills
af an individual eannot be vnderstoasd oot of e context af the immeadicoe
prarical goals being sought snd the enveloping sociceuleural goals i which
they fit.

whar of processes thit uppear 10 be very smble aoress wide varianons in
the human conditinn? Should they be epnsidered as not having seckcaliyral
invelvernont? Mo, B is a fallacy e think har sociocultural processes lead o
warigtion and blologicnl processes lead w universals. For example, ic iz obei-
ous that variations in hair color and heighe have genetic bases, And i is clear
thas vriversal features of kuman activities and skills are founded on com-
mionalicies in the social environment that oo with being homan.

It is =asier for ws o tecommize the role of seviceulnusl vanatlen than thin
of secleculturs] unlversaly, which we tend 1o take for granted. Haman prob-
lerns onel somse of e cogsmaints on their soluoon ace beld n commen in all
hasmeen sicuaciuns I is those that vary that capaure cur attention. or exam-
phe, different groups vary in their solucion to the prublerm of communicasing
(2.4, wsing English, Spanish, ar sn lenguage] o of caloulating [e.g., on aba
cuses, caloulutung, o Hngers) The relation o speeilic social expetionee k@ obvi-
ous in these diferences; it is necessary (0 e srrennded by Engiish spekers
to deern English. It may be neceasary o be exposed o some sart of language
1o learn the rudimenes of gramsan oven those aspecs thar may be comemon
pornas languages. But, consisenn with Trovarthen's idea ef innate misrsubgec-
riving The bisics of the potential fur social communicztion, such &5 tum taking
and atoention to ofiers’ imentions, may be inborn festures of being human,

Even panhuman processes are likely 1o rely en the support of the sooil
world, however Thers are sitrilarities amang human bables aroumsd the world,
becose of both our species similorities and the panhuman social 2nviron
ment in which babies are purused, Although vieriacons in cognitive processes
and In development make e cole of vadations in socal contexe obwicus,
riversals of cognition and development are based on universals of human
enloural as well a5 biclogical henitags, which oot be dissoviated. They
have evoldved wopether over the hisioey of our spocies.

The rabe of socieal institations and infellectual technologios is contrai
Wgotslo's theory, but bamely appears In Piagers cheory (fe. his sratoment



280 Philosaphical, Saciological and Piychofsgicsl Theories of Lasrnkng

that the hypothedro-deductive thought of formal eperations is based on
sociel convention). Thus the context of the discussion of specific forms of
gocial interacdon wnd their impact on cogpitive development differs in the
Ewo theorise.

Mechanisms of Soclal Influence

The thearies of Pizger and Vyyotsky differ in the mechanisms proposed ro
underle soctal influence, the phase of childhood sesn as being apen w sociel
influence, and the ideal parmer and role relatons. It is o these diferences
that we now ourm; further discussion of points of similady ard contrast is
available in Tudge and Rogodd (1989), [ specubate that the differences berween
the theories retate w differances in the phenomeana the nwo theorise: attempred
o explain.

The two theorizs are based on differem perspectives: Vgoteky focuses
on the social besks of mind, while Piaget foouses on the individual as stan-
Ing pedne, To understand cognitdon in social contexe, | believe thar Vygorsky's
perspective is essenrial; it cannet be reached by cimply adding sockal context
onte Flageds individualise approach.

Both theories emphaeize the importance of o common frame of refeps
€110t or intersubjectivity, in #ocial iMeracton. However, consstent with the
differance in centrality of the social and the individual in the two thecries
are differences it the locns of meersubjectivity. In Yygotsky's perspective, joinr
problem solving ocrurs benween partners, whereas in Pagst's view, individ-
wals work with ndependence and equality on each other's ideas.

lns Vyrgotsky's theary, consistent with his emphasis on development as a
process of eaming o use the moellecral 1ools provided through social his-
tory, social Waterdction i expectsd o promore development shrough the
grutidance provided by interaction with peaphe who have achieved some skill
in the use of those intellectual tools. The model of most effective social
inTetactict i thus joint problem solving with guidance by a person who is
more skilted.

In Piager's theory, children are ssen as revising their ways of thinking ro
provide a bemer (it with reality when faced with discrepancies bapween their
owrn ways of viewing the world and new [nformatior. Vygatsky (19873 char-
acteriped Piaget's theary as follows: ‘Developmens {8 reduced to a continual
conflict between antagonistic forms of tinking; it is reduced o the establish-
mene of 2 unique tompromiss between these two forms of thinking at each
sgage in the dewelopmental process' (p, 176), For the most part, this conflict
wis consldered soliraty, bur Piaget (1%26) also speculated that social inker-
action could bring sbour cognitive confliee, resuling in afforts to resszablish
equitibrium. According to Piaget, social influence fosters change through the
indurtion of cognitive confliet and the logical sperations carried ot by chilldven
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attempting to reconcile their differing views roomchise equilibrivm in theie
underzanding. The Piagerdan miosdcl of most effcctive soclal interaston s
thus cooperarion boiwesn equals whe arampe o sndersand esch oahiors’
wiews theowgeh reciprocal sunsaleranion of their sliermative views,

Prayet emphasized cooperacion o= che ideal form of social interaction
promokisg dewelopment becrese he belisved that the snoial relations involved
in cooperation are che same as the dogical relations that children construct
In regard o che pliysical wordd, He oonsidersd cooperation 10 bBe a paralled
form wf legic in which children discuss propositions thar provoke cognitive
conilict and s logical reselition, viekding cquaibsiume:

Coapetarian eelf consrinetes A system of co-npemmions: putting in cos-
tesprndence (which o an operason) the aperacons of one parmer with
thuse of the graers, unidng [which s another cperston] the aeyuisicien
af one pamner with than of otherz, o and in crse of confliers, ralsing
the contradwtmng (which predupposes an operatianal processy or above
Al differeneating the differsne podnts of view and imaebucing bervesn
themn a reclprocly (which s an operadenal mungformarion]. (Pliges,
1983, 1977, p. 3472

Pinget (1977, pp. 160=2] laid oue thres condiions under which equllibs
rium i8 achisved in intellectnal rrchange. The firse is chat che puemers kuve
o comimnon seale of ntellecioal values, allowing then 1w understand worms
in the same sense, This involves & language jnd & system of ideas in which
they converge, providing a key thar allows cach wo franslate into commen
terns the dalfering comeeptions. The secnd condition i tha the parcners
recagnize i conservition of their propositions in which ons does not contra-
dict oncself, and in which the partners search for agrecmicnt on propositions
or fimd facts (hae justify cheir differemce in pomts of view The third condi-
tion for equilibrom ia thar there is a reciprocicy benween partners such thar
the prapesions of each are irented moerchangeatly. Paget emphieizaed
cogriaive conflicr as che weorking o of differences of opinioe By coming o
understand che other’s perspective and by logically comparing the value of
1he {we perspectives.

Wrotsky's model for dee mechonism through which sucial interoetion
faeilitates eognithve dovelspment resemiles approntdeeship, in which a noviee
works clesely with an expeit in juint problem solving in the zune of proxi-
mial develapment. The noses 13 theroby abde wo partelpace Inoskilis bevond
thigs that he or she i independent |y cepehbe of handling. Develupmen builds
on the intemalizacion by the noviee uf the sharesd cognitive processes, SppLo-
priacing what was carried our in collaboration to cxtend existing knowledge
anc! skills,

Litferences botween the two theorics in twe model of social influcnce
rebite 10 impottont ditferences inthe sspects of cognirive development thot
the cheorists sought to explain, Faget's emphasis was on children’s qualiearive
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shifts in perspecrive on logico-mathematical problems, whereas Wyeoesky
was interested in children®s dovelopment of skills and informarion useful for
the application of culturally developed wols for thinking. The resolution of
cagniove conflict may be pezessary for a child to discard an existing belief
to eansider one rhat is quelitatively differens, to achieve & Piagetan shift in
petspective, a8 when children tealize thae the quanticy of water does not
change when it if poured Inte a container of anather shape. And interaction
with @n expen may be necessary o provide practice in skills and aceess o
informacion required o become proficlent with culturally developed tosls
for thinking.

Variation in Social Processes May Relate to What s Developing

The nature of guided pamicipation may differ acconding vo whether o sinseton
involves chiléren’s development of undersranding and skill gr of a shift in
petspective. For present purpoess, | refer to the development of undenstanding
and skills 2% 1he integradion and organizarion of information and component
Bets into plans for sction undst relevanr Grcumstances (e.g., leaming oo te
shoes: 1o aseoelate items o rémember them, or to read). Shifs of perspec-
tive, for present purposes, fnvolve giving up an urderstanding of a phesom-
enon to take another view conrastng with the original perspective. The
problems thar Fiaget posed o children sbous whether guaniities change
when their shape is ransformed are examples of shifz in perspectve for
children who meke the teansforianon from non-conservation {the gquantity
of water changes when it iz poured into a gless of & different shape) to conh-
servation (the quantry of water does not change despite the change in its
shapel,

The purpose of making these disrinetlons is o factlicote discussion of dif-
ferent interactional processes thar may conmibute o the development of
understanding and skills or shifts in perspecidve. The development of under-
smnding and skills may occur with the aid of simple explanation or demon-
seration, but may invalve fine-tuming of communication, when describing a
skill out of context or providing a simple demonstrazion & inauificieat, Por
example, simply relling a child how w e a shoe is unlibely to be helpful,
bui helping the child hold the Inops and suggestng a mneraonic for the
sequence of events (the bunny circles sround and then goes down the hole’)
may provide the suppert, cves a number of seszions, to assist the child in
bearning the skill, Similar examples could be drawn from ether domaine,
such a5 moemenic sirategies, subraction skills, and reading skills,

For spcial influences to enhance changes of perspective, howeveay, it may
be tiecessary to have greater shaved communication, T sée 3 problem Gom
a quallcatively different vantage puint requires a person to becone aware
Lhat there {5 another perspective end thar it may offet some sdvanmges. For
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development of utderstending amd skills, individwals may more eusily real-
lze that chere is infrmaiion they da o kpow or cacues they could Jearn.
Bue chamges wof perspeclive require disseristaction with ene's current ynder-
Ansding of 2 problem. Social inweraction may contribuce to making rhe person
awire (for here are alternatves — for csample. threugh the sort of eegni
mive conlivt chat Plager pusited v uccur beoween peers swhe have disferent
amswers ro the Sime guestion, Social intesserion may then contrlbesre 1o
tirecting vhe ndividwal tn accepr anather view, theough presenmeeon of the
aleenanives and consilerangt of the merits of each,

But fon such secial effecs (o oocr, some conditions aeust be swisiied;
indivichanly must beeome aware of and intecosiad in exploring aliepnrives
W Uheir owm peespective. and e re mst be intersubicerihviey betwesn par-
mers b explore the cxbstescy and vatue of the slenatives. Teue. inresest is
needes] o develop understanding and skilis, but 1hers is no need o give up
wurrent uiderstandings o schieve ‘converion’ — a provess char may reguire
inter cybjeerivicy. Unelenstandlng snd shills may develop through ohserving
or girvesdropping on actions amd statements 1that are ped wlesded o con-
municate Les the ebserver, ar murial engagement in e explomacion of pos.
sibilities may be more necessary e chamges In perspective te resull from
soeiel| intersenion.

[moersubsjectivite i profbem solving may also be [asporennt In fostering
the developtnent of ‘inaccessible’ coynitive progusses that are difficuly e
abserve o explain - 48 with shifts in perspective s well 25 some knds of
undeestanding and shill. Communicatinn of sueh provesses may reguire
skillful explamanion and analyais. 1 i relevant in this angumess tha many
wchnologies of sducation ane designed 10 make opague processes s
transparent, and thar many intelleciusl wols serve the purpese of sommy-
Ricuting abour abstruct wdeas of pa, futace, o ingsgingry avenis. For example,
ueprineg nnel fme-management chacts Gwilitace planuing by individusis,
b vheil necessity may orise oy social situstions, w enable people o com-
municam cenereraly aboul sbsmact ideas and to coordinare Thelr actons,
Conveeitions weed in disgzemming, gesturing, and speaking arc ways of
facilitating ovmesl undecsanding by making evous and ideas mare concrece,
Henee, bearning te handle ‘inaceessible’ problems invelving nontransparen
fonitive processcs may rely on social convendons necessary fir shired
proflem solving and on icansing through joint pardcipation in o process of
cemEs. rither than on explisnation or demuynstraccn.

The difficnly of communicating seme ideas o of negatiaing mental
cexponsibilicy in sicial groups may lead indviduals to prefer 1o work alone.
This prefecence may be based o0 c¥peciations of grester cffconvenssy of
individual effere, but it may alss invulve coneern abour the offor or visk of
cellaborarive work — ever though the collnboration may be more effecsive
thady indivedual work. Bos (1957 ) descrilves 3 paic of |2-vear-olde wha said
thiag i1 85 mute Jiffloukr to work ogether than i ehell own hecnuse It s s
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S easy b ¥rasp the other’s point of view® [p. 362). Froen discussion of these
feelings, howeever, each reglized chat the other had the same concerns, and
this understanding led to an intensive and harmonious collaboration.

Ivis Indeed easier quietly to purtue ones [oic] own thoughts than to fore
fauilate ther convingingly, express them verbally and mareoser assimilate
proposaks and ideas of the parmer. This love of fadlity probably con-
tribes 1o the cppositon of peopls m endeawour with their mental
power in actwe co-operation o amive ar 4 better achievement. {Bos,
1947, . 362)

Thraugh eollaberarion, pattners may develop ways to communicate about
difficult probdems tha: advance the defindtion ar solution of dve problems.

Consideradon af the differenn tactics obe might employ it assistng a child
1o develop understending and skills or shifts in perspective may Jarify age dif
ferences in the impact of social guidance ae well as differences between adule
amkl peer parmess - issues on which Plager and Vygorsky differed.,

What Phase of Childhood Is Sensitive to Soclal Influence?

Plager and Vivgowsky eppear o be almost in oppositon on the questicn of the
age ar which social influence conoibures o cognithe developmend, for Plages,
development moves from the individusl to the =ocial, and for Vigoralo,
development moves from the social 1o the [ndividual,

Aveording to Piaget, the young child is largely impervious 1o social influ-
ence because egoceniricity blocks the establishment of reciprocity and coop-
eratlon in constdering differing points of view. Thus, ecoording to Piaget, it
i# not untl middie childhond char children's intelbect benefits from social
interaction, when logicel argument berween children with varying poines af
view becomes possible. Young children would generally find ir so difficut 1o
consider the logic of anather’s point of visw deat they would either conrines
to see things From their own perspective of switch to the other person's per-
spective without understanding the ratdonale and hence without acrally
advancing developmentally

The three conditions that Piager (1977) set cut for che achieverent of
aquitfbrium are ot possible with egoesntrism. Flrt, there is not a common
scale of reference in termes of langinge and ideas oo allow a durable exchangs
of ideas. Second, there iz not sufficient congservarion of propogitions (oom-
mitment to sticking vo whar you have said before) o oblige chikiren to ke
aceouitt of what they have said or agreed to in order o apply these propo-
sitions in subsequent propositions. And third, thers s not reclprocity between
the partmers 1o allow coordination of propositions.

Piager (1977) specifisc chat at the s2age of conerete operations {from about
7 to 17 or 12 years), children become able to cooperate and to coandinace
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poings of view Thue the child becomes cipable of discussicn - and Gom this
imternaiized dizenssion. and rhan conducred with onesell, which s rafiecion —
of evilabaratson, of arguements tia are orderly and understandable by another’
{p. 157). Piget supgests that cooperation provides an impetus oo order
chought in logcal opdratians that invalve 1 system af propositions tha are
free from contradicton and ace peversible: “Chinklng in commen priames
pon-contradiction: i 8 mush easior to contrackict nresell when ore thinks
for nmesell (egocentrism) rhan when some pOrmess are there W remember
what one s ssid before and tee propositions thar one has agreed to adout’
[Pigel, 1977, p. 1570

The impariance of seoil interaction and the role of society becomes mare
abwicus in the pemt fage, formal operations: ‘Things are cven clearer in the
furmal swage, which hegins after 11-12 vears, since nypothetioe-dedictive
thought is wbove all thought supported Ty @ language (COmmon or metie-
mianical] and is thus collective thought' (Plager, 1977, pp. 1561,

Wygrorsky's approach contrasts with Pingen's in it assumpdon that Teom
the beginning the child i 8 social being, invilved in sodal exchanges thist
guide the development of higher cognitive processes:

The child’s 7ich and comphex social conract leads w an carly develop-
ment of means of sovinl connectiom, 1 Tas been denrly demonsirned
that simple though unigec reachinns to the RatBan vobe Are present in
the third week of Jife (ie. e presocial isacteons] and thac the frst
soclal seactions oppear by the secoad mondy . ., L lougheer, babbling
pointing, and gosture emerge a5 means of socdl cantaetr in the First

menchs of the child's life. . .| lowever, the most mposiant event in the
developmenr of the childs chinking and spesch socnr ot approsimately
two years of age. . .. This oritiea] moment. the mement when spesch

secimmeyn uellecrual and thinking verbal, & marked by owa clear and
obweetive symptome. . . . Fiest, the chibld whno bas attained tis level of
develaprment boging ro actrvely expasd fis vocdladary By asking the nams
of each new thing he encounters. Second, (hese offons resulr in an
cxtremely rapid increase i the child's vocabulary [Wyposky, 1767,
P 1181370

In conttast with Plager, Vgosky assumes that social guidance suds chitllren in
leamirig o communicate 2nd o plan and rememiber deliberately from the firs:
years of lfe. This guidance provides children with the opporunity to partici-
panz beyond their own zbiiities and to internalize activities practiced socially
thus advancing their cepabilities for independenedy muneging probbem solving,

Mewsnn and Mowson {1975 cire Yyghisky's porspective in cheir argument
that from earliest infancy, children are guided in developmens by social
inLeractan.

Bnowiedge lsclf oniginates within an imteractlen process (highly petive
on the part of the infantd beoween the infant himeelf and erher, more
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mazure, human individuals who alresdy possess shared undersrandings
with other communicating beings. Furthermore, these shared wnder-
standings sre embeddad in a uniguely human way of conceprealizing the
world i spania] and temporal fermes, In shore, che child only schieves o
fully articulared knowledge of his world, in a cognitve sense, as he
Decomes involved in sceal ransactons with other communicating human
beings, (p. 438)

Through such dialogoes-of-action, the imfant beoomes thoroughly Famil-
sar with the role of a skilled commundcatorn, participating  forms of com
mumiearion lomg bafore he is able = wnderscond the full content of wiae
Iz Dkt communicared. (p, 4457

Vygorsky argued that rather than deriving explanations of peychological
activiry from the Individuai's characteristics plus sseondarv social influ-
ences, the wnit of analysis should be social acoviry, in which imdividual func-
doning develops (Wensch, 1985), Pager's epproach was the reverse — o
foeus onoehe individeal as che umit of analysis, with social snfluence overluid
o the individual's activity, after the child beeomes able 1o take another per
son's perspective. These differences in the timiog and centrality of social
influence mey relete (o Vigotsky's focus on development of understanding
and ekills in using celoral tools and Plagers fews on qualitative shifts in

perspectve.

Peers versus Adults: Equal Status versus Experlise

The bwo theorists attributed varying degress of Unportance to the roles of
sdubts and peers. Piager (15926} emphasized peer inceraction, wirh its explo-
ratien of cognitive contlict berween companione of equal status. Ar example
is provided by rwo B-year-olds quarreling over drinks of soda thar had been
poured inte glesses of differen: shapes (an everyday situation resembling
Playet's conservation task}. An adult had attempred 1o pour equal quanticies
for the cwo children, but since Valerie's glass was tall and thin, and Cavid's
wag wide and flaring at the top, the guantities were nor chviously egual,
Yalerie arternpred to convines David of ehe fairness of the distribution:

“ours is fanter and mine is thaener, that's why it looks like 1 have more,
Hee, | have o sgueese my hund 1o ger i inte my cup, e kot inss vours,
[She squeeres her fingers together and pus them inio the opening of
each cup m demonstrate.] 1t's juse char mise i thinster 5o it hooks |l jt
has more.

The chitdren procesded ro quench their thirse, 1t 18 such intetaction between
peers, Piaget argeed, that can lead children o reconsider their idens.

In contrest, Plaget felt that children's distiseicns with adul are unlikely 1o
ieard to cogmitive restructuring beceuse of the upedguial power relations between



Rogatl & Cognitive Development thraugh Soclal interacilon 227

adults and children. Onlv when childron are able to discuss problems as
equals are they Jikely 10 rake into account new wavs of thinking. lnteraction
with an aduli, Plagen held. s essenrally unequal; it is an asymmetric inter-
agtion in which the adulr has the power, und this dissopts the condition of
reciprocity fior achieving equilibrium in thinking (Plager. 1977, p. 185). The
child's socintization with his fellows is greater rhan, o1 at least different o, his
socializetion with aduls alone. Where the superiocity of the adulr provents
discussion and co-operation, the playfellow provides the oppotiunity for such
srcfal conduct ms will derermine the mue socialization of the inelligeoce’
(Piagae, 1926 |Irded., 1959, p. 258]. When peers bave different perspectives,
nn such asynanctry exisrs: 'Critclsm 15 born of discussion, and dizeussion is
unly possible among equals: cooperarion slone will therefore summplish whar
intellecruel constraint [caused by ungquestioning belief in the aduls omnis
vience] failed o brisg about” (Piager, 1952, p, 409,

Apcording to Piager, the effect of lessens from adely is oy young chil-
dren ro abanden their own ideas for thoge presented, since their jdeas are
pourly formalated and exise only a3 an ‘orientation of the apins’ that canoet
compers with the views of adulis, But in such casez, children agres without
enymiming the idea, and they do not bearm o verify for themselves. Not il
adelescence do children leam to discuss as equals with their tenchers, whon
they have ‘wogquered their internal liberty' (Pleger, 1928/1977, p. 230).

Although Plages orgued thee children®s interaction with adults does not
promote their cognitve development. his focus was on the use of adulr
autharity, He albowed for rhe possikilicy that adules may be able 1o intepast
with children in a couperative fashinn that permics the son of reciprocity
vequired For chibdren te advance m a new lavel of squilibrium:

It is despite adulr autherity, and oo becawse of it, 1k the child learns.
And also it is o the extent thar che incelligent wacher has kiown w efface
him ar hexself, o beaune an equal and not ¢ superion, v disouss and o
cxanine, rather tin i agiee and constrain mozally, thit the madisional
gcheo] has baen able 1o render service, (Piaget, 1928/1977, p. 231)

Fur Wygosshy, ideal partmers aze not equad, byt dhe inequalicy is in skills
and undecstanding racher than in power. Tor this reasen, interaction with
either qdules or peers can bring about coghitive growth, But for cognitive
developmeant 1o Go0aE in the course of interecting with a peer, the partoer
should he ‘more capable’ (Vygorsky, 1978).

Wygotsky's emphazis an interaction with mars skilled pariners is neces
sary to his theary since such interaction is conceived as the means by which
children begin ro nse rhe intellectual tools of thelr suciery. Thus the parmer
musE b someoni who knows more about the tools than does the ehild. By
the same rohen, Plager focused on changes in perspective, from one view of
A problem 1o snother, based o his interest in umdersianding gualizative
transitions n the philosophy of science and loghe,
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The conrast [ made carlier bebween developing und—ema:.nmg and shall and
shifting perspective thiis seem to relate to the status and relsdve expertisa
deslrabie fior children's parmers. & similar perspective 5 offered by Damon
{1984) and Subbomskil (personal commutication, 1983), who suggest dhar
different types of learning may be differendally facilitaged by equal or by more
expernt partners. Focusing on the relstve adventages of inmeracien with
more expert peers (in mtering] and equal peers (o collabaration], Damon
(1380d) supa=sts that

pees tutoriny may be used whepever students need 1o aoquire izforma-
tiem or gldibs thar do mat extend beyond their corveprual reach, Leaming
historical faces, practicing weoed artack skills, brooming adept ar muktipli-
cation taxles, even figuring oat how 1o make use of a computer . . . draw
upon fearures of basic wnderstanding tiar the child has slready davel.

Peer collaboraton, on the ether hand,. . . is an ideal techrigue for
encouraging childien 1o wrestls with tneellectual challanges in dithiculc
new principles. Leaming to communicam socerntely through written and
spoken language, grasping the logic behind scientific fermulas, and real-
izing the politieal rationzle widerlying a societal govenwmnoe system can
all b= fostzred in a coflabotavve peer inceroctian conoent, Such inellees
gl acesmplishmments serasch the boundaries of children's mentnl abilities.
Congequently, they flevrish best wnder conditicns of highly motivated
discowery, the free exchange of ideas, and reciprocal feedback benween
mutually respected equaks, Thete are precisely the characrersncs of col-
tahorarive inerchangss between children, [p. 240)

Intersubjectivity: Thearetical Convergence and Differences

The: theones of Piaget and Yygotsiy share an emphasis on the imporance of
parmers’ understanding of each cther For Piaget, the partmers must have 2
common ianguage and system of ideas, and must grang geciprocity in attempting
o eapmine and &djusr for differences in cheir opinions. Piager emphasized
logical considetation of alternative perspectives provided by coming m
understand anorher person's poinr of view,

For Yygotsky, the child js zssumed o be interested in gaining from the
more expert parmer, who s seen as responsible for adjusting the diglogue
roe fit within the child's zone of proximal development, where understanding
is achieved with & stretch leading to growth. Both perspectives are gimilay
i sregsing the importance of a match between partners Snvalving shared
thinking, and the imporance of the child's understanding as che poine of
departure.

The robe of shared thinking has received atention in e Vygorakian ma-
dition in Wertsch's (1984} writings om ‘lntersubjectivity’, boilding on the
work of Hommetveit [1985). [t also appears in the work of Percer-Clermont
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and Echubauer-Leonl (1981} 0 the Flagertan wadidon. The sogion of inoer-
suhjectivity seems bnberent in Piweet's view of social inlluences, but has
been overlooked by some Phgetian scholars who focus on cognitive conflice
as quarreling. Both theories and, increasingly, the liserature on social influ-
ences focug om the role of inrersubjectivity i soasal ineraction (Fopman and
Hraker, 1955; Rogoff, 1986; Twklge nnd Rogod, 1989; Youniss, L987).

Despite the agreemsent betweon the rwo thecries on the imporato: of
sharing persperiives ar thinking togerher, thete 5 an essenrin ditference in
hedr concepricn of inersubjective: Lo relates to the conmast berween them in
rhwe cencrality of their focus on che social versus the indivihul. For Vesorsky,
shared thinkiong provides the epporunity o parbcipate o a poine decsion-
making prooess from which children may appwopriate whar they contribuce for
birper st Foe Pigsget, the mesting of nunds imvolves b separate individuak,
each operating on rhe ather's [deas, nsing the back-and-torth of discussion for
each 1o mdvance his or her own developaren, This discustion |5 vhe product
of tw individuals considering elizmatives provided socinlly rather than the
constructon of a joint undersanding between panners,

Foarmian { 1987 discusses chis digtimerion im colbaborarive probliem solving
1 Praget's anel Vygosky's theories, (o Fiaget's theory, collaborative problem
sahving is cxplained by deviving both cognitive and socal processeas from the
swme venueal iterapsycholsgioel process, whersny in Vvgotsky's cheory, the
cotrespandence botween cognitve and sacial processes is due o the deriva-
tiod of indlidival cogaitbe processes from jomi cugmitive processes n social
CONT2ETS.

These differing nterpretations are accompanied by differences in the
proposed mechanisms of cooperaton. Forman (1987 ) contrasts intersulyjge.
nvity a5 4 prucess thak takes place between people from she Wygotskian per-
spective, with perspective tfaking or decemtering ag individual progesses
workimg sn socially provided infermation from the Piagetian perspective.

A similar distineton alio appears it the woek of Rubmoyv {1981), whn
observed that children’s difficulries with e cuss-indusion problem are
sometinwes resolved while collaburaging with sgemaces, and these advances
prrsis after the inweraction, Bubtsoy appoars o agree with Piaget in focusing
on parallels berween the organizaton of fjoint activity and the erganizaien
of dhought, but emphasizes the facilitation provided by the soctal arrangements
and ghared activaty: “The relations determiming the logs of an intellectua)
structure consist of compact condenssd forms of mutunl relasionships among
the pardelpants in cooperation’ (p. 59,

Thus although boih theories - sl the resesrch deriving from them -
ETILpENSIZE SOGPErAlLon in cogninve activity, they differ in the extear to which
the process of cognitive development is seen as oueurring in chis couperative
interaction. For Praget, the coopetation provides information for the individ-
ual v wse in becoming aware of diffaning perspectives and in reyolviog the
differences betwedn them. b the Vygoiskian perspective, in contrust, the
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individual makes use of the point decislonsmaking process iself o expand
understanding and skill. Cognitive development from a Plagetian view is o
progiiect of the individual, perhaps sparked by having o account for differences
in perspective with athers, wherens cognitve development from & Vygoskian
point of view imoives the individeals approprfation or intemalization of the
sochal process as it s carcied out exremnally in foint probiem solving.

Piaget's view is thus a limived version of social impact on the individoaPs
cognilive development; in taking the Individual as che basic undr, it dees not
rezch a eollective perspective oo the social context of eogritve development,
1t 8 impoarant, as far as it goes, but does not make the necesszry shilt in per-
spective o encompass the social construction of meaning, To undesstand
havw individuals are embedded in the social world, | i8 necessary ©o grant
that meanitg is more than a construction by mdividaals, [. . ]
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Where Is the Mind? Constructivist and
Sociocultural Perspectives on

Mathematical Development
Paut Cabb

during the past despde, The first & che generally aocepmed view cha

studente actively constrea their machematical ways of snowing as
Eney sielve to be tfortive by msioring coherence 1 the woirlds af their per.
sonal experience. The theorageal aruments thal underpin this position are
erintitily episcemoclogical and heve heen advanced by von Lilasersfeld
(1984, 1087, 10950, Empiriead supporn 5 provided by sumerous smidies
that documoent that there st significant qualicadve differsnces in the under-
Aandings that sivdenes develop in inscructone! “Huntions, and that thess
undersiadings are freguandy very difersont from: thage thar the reacher imrends
[Confrey, 1990; Hicbarr & Carpencer, 1992). The avceprnee of constructviaim
can be contrasted with & second wrend tha emphagizes the seclally and cul-
turslly sitvaned nitum of mathentircal seriviey At least in the Unleed Seaces,
this atemg! t0 go beyond purely cognitive unalyses reftets o growing dis-
liussnmen: with the ndividuakistic focus of mainseream peycheiugy [Brosam,
Caolling, & Dugoid, 199%; Groeng, (991, Schoenfeld, 1987}, The chenrarieal
teisls for rthis position i inepired in lrge messure by the work of Vegatshy
and thar e sctiviy thenrists sych 28 Tavyd oy, Loonr'sy. and Galperin {Mihes,
1992], Empirical support comes from paradigmatic studiss such a3 those of
Larmaber, Carraner, end Schliemans (1945}, Lave C1FEE}, Sage (19911, and
Seribmer {19840, which demensrate thar an individual's artthmetical aoivin

Twc— nugfar tremds can be idenrified in marhemarics edeation nesearch

Source: Soecauonl Reseaiher, 237 (1) 13 20,
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¢ profoundly influenced by his or her pardcipadon in encompassing culiural
practices sach as completing workshests in school, shoppdtng in a supecmarkst,
selling candy un che stmeet, and packing ecates inoa daing

These construcdvist and sococuliural perspectves at dmes appear 10 be
i direct conflicy, with adherents w each claiming hegermony or their view
of what it means to know and learn machemarics (3refie, in pres; Voigy,
1992), Thus, there 15 curesrily & dispute sver both whether the mind is
kocared in the head! or i the individual-in-social-action, and whether math-
emarcal learning is primarily 3 process of setve sogrinive roorganization or
& process of enculturation into o community of pracoce (Minick, 1989,
Samilarly, the issue of wherber social and cultural processes have primacy
over individual processes, or vice versa, = the zubject of intense debae (van
Qers, 19500, Further, adhezenis to the tweo positzons differ cn the robe that
signs and svimbols play in psychelogical development. Constructivists rend
to cheracterize them &3 0 means by which siedemiz express and comumeni-
vtz their mathematical rhinking, whereas sociaculooral theorizts oypically
wear them as carmiers of either eswablished marhemmical meanings or of a
pizctice's intellectual hentage, [ geness), the attempts of the twa groups af
theorists to understand the other's position are confourded by their differing
usage of a variery of terms, including aetliviey, serting, confext, task, problem,
goal, megoniation, and meaning.

The cenrral focus of this amicle will he oo the assumprions that give rise
iy an apparent forced choice berwsen the ove perspeetives. In partiaular 1 will
argue that mathematical keaming should be viewed as both a process of active
udividual conetrusion bid a provess of enculburation ineo the mathematical
prictices of wider seciery. The central issue is then not that of adjudisarng
a dispure berweon apposing perspectives, [fstead, it i3 to explore ways of
cosrdinuting construcrivist and scciocuical perspectives in mathematics
aducaton, The partoular pesspectdve it comes to the fore ot any point in an
empiricel analysis can then be seen to be relacive to the probiems and 1ssues
ar hand.

1t ghauld he noted that the apparent conflict between constructivist and
socioculmural perspectives is not merely & mamer of cheogerica! contempla-
fon. Insread, ir Ards expresslon i enstons endemie to the aer of ceaching.
For exemple, Balf (1993) observes char "turent proposals for educational
improvement are replete with sotons of ‘undestanding” end ‘community’ -
about building bridges botwaen the experiences of the child and de know-
ledge of the expert” (p, 3741, She then iquices,

How do [ create experiences for my studenis chat conpest with wha they
now know and e abour but thar alsy manacend the prezenty How da
walue their interesm and also connect them m ideas and maditions grow.
tng our of centuries of mathematical exploration and lavention? (p. 375)
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Ball's references o students’ exporlences and to valuing thelr inceress wmply
a focus on their qualitasively distner inerprecations and on the personnl
gaals that they pursue inthe dasgroons This, in my rerms, implies 4 vicw of
metfemaricnl lezening as active constraction, In contrass. ber reference o
srudents” [iathematical heritage suggests o view of marhematical learning as
enculiuratiow Ball goes on te discuss three dilemetas that acise in the course
of her practive as a mathemancs tencher. She clarifies that chese dilenmas
of content, discabrse, and comuunity “arise reesenakly fvom competing and
worchwhile atms and frean the uncenaintes imhersnt inostoiving to ateain them”
{p. 3730, Irwould therefore seem that the aimsof which she spenhs and dhes
the pedagogical dilemmas reflect che rension benween mathemazical legrning
viewed 3z enculmicadon and ag individual consouction.,

Comparisons and Contrasts

Soelooularal and constructivist theoises bath highlight the crugial rode thas
netivity plays in mathemamniea! leaming and development. However, ROWTiO-
ewltural theorists typically link activiny o participation in culburally ozgusn-
ized practices. whersns construcivists give priority o indradusl studenrs’
sensory-motor and conceptual actvity. Further, socieculnaral cheorisis temd
to assarme from the olser that wegnitive prosesses are subsumed Ty seial
and cultorst processss, In doing so, they adhere w Yegolsky's (1979 can-
enran that "the social dimension of consciousness ia primarny in faer and twme.
The individusl dimension of conscionstess i deflvarve wird seconsdary™ (p. 30
Fron this, it olkows that “thonght (cognitien’ must net be reduced to a sub-
jectively pavehologicn] process” [Davydow 1988, po 16} Instead, fhonght
should be wiewed as

samething essentiaihy “on the surface.” o8 something kecared . .. on the
frorderiine benween the arganism and the gtitside veerld, For thonght - ..
Ras a life only in an eovieenmenn of soclably constiuled meanings.
{Bakhurst, 1984, p. 3]

Consequently, whereas consouctivisis analyze thaught in terms of concep
tusl processes locared in the individual, sociocultural theorfsrs make the
individual-dit-soeial acvien as their wnie of analyses (Minick, 19890, From thiz
laiter pergective, the primary issue is that of explaining hew purticipation
in swoiad interzctions and cultumally orgenized sevvities infuences paycho-
logical development.

Soelaeuimural theorias formuolata chis issue in a varieny of different ways,
For example, Yeporsky [1978) ephasized he importance of secinl iner-
ncxlon with more knowledgeable others in the vane of proximal developmens
ard 18e rode of eulieralty doveluped sign systems as pavehological toals far
thinking. n contrast, Lesac'ey (1961} asguod thar thought devedops from
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practival, object-orented actvity or labor Severa) American theorists have
elaborared constructs developed by Yygotsky and his students, and speak of
cognitive apprenticeship (Brown, Colling, & Duguid, 1989; Rogoff, 1990),
legitimare periphersl pamiclpation (Rarman, 1992 Lave & Wenger, 1951),
o b pegotiation of meaning in che construction zone (Mewman, Geiffin, &
Cole, 1969}, [n contrast 1o the censtruetivist's concern with individual stu-
demis” coneeptual reorganizations, each of these comtemporary Secounts
locares leaming in coparmicipation i culoupal prectices. Ar a consequence,
edurarional implicanions ustialiy focus on the dnds of sorial engagements
that increasingly enable enidents to participars in the serivides of the sxpert
rathar than oo the cognitdve processes and conzeprual smactures involved
{Hanks, 19917,

In comerast o socioculvral theorises” frequent references 1o the works of
Vygrtsky, Leont'ey; and Luria, constructivises usislly trase their intellectual
lineage to Ptager's genetic epiremology (1970, 1986], to cthromethodology
(Mehan & Wood, 19753, or to symbalic interactionism (Blumer, 1969). Az
this ser of references indicates, ir is posstble ro distinguish beoween what
imight be cilled psychological and interactionist vanans of conmructvism.
Yo Glasersfeld's development of the epistamological basis of the psycholog-
ical variant incorposares boch the Piagetan notions of assimilation and
accommadanion, and the cybemets concepr of viability, Thus, he uses the
term kaowiedge In “Piaget's adoptomenal sense to Tefer to those sensory-
motor and conceprial operatdons thar have proved viahle 4n the knower's
experience” (1992, p. 380). Further, madidona! correspendence theorivs of
opeth are dispeneed with in faver of an accoune that relares math o the
effective or viable organization of activity; “Traths are replaced by viable
medels — and viakiliny 15 alweys relative to a chosen goal” (1992, p. 384). In
this mode], perturhutons char the cognizing subject genscates relztive o a
purpose or goal are posited as the driving foree of development. Az a conse-
quence, leaming is charecterized a8 o process of self-crganization in which
the subject reorganizes his or her activiey e eliminate perturbations (von
Gilasersfeld, 1969k). Az von Glasersfeld notes, hic mstrumentalist apgroach
m knowledge ia generally consistettt with the views of conrempomary nec-
pragmerst philesophers such 15 Sernstein [1983), Pumam [1%E7), and
Rowry {1978],

Although von Glasersfeld defines leaming as selforganization, he
acknowledg=s that this constructive activity oocurs as the cognizing individ-
ual interacts with other members of & communicyg, Thus, be elaborares that
kenowledge refers to “conceptual siructures that epistemic agents, given the
range of present experlence within their tredition of thonght and Janpuage,
conshder viablia” (1992, p. 381). Furthey, he contends that *the most frequent
seuree of perurbacons for the developing cognitive subiece i3 inreraction
with othars” {1980k, p. 136]. Baversfeld's interactionist version of constrae-
tivism complements von Glasersfeld's psychological focus in thar boh view
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colmmLnication as a process of mutuzl adaptacion wherein individuals negc-
tigte meatingy by continually modifing thew sneerpretatons (Basersfeld,
1980, Bauwerstzld, Krummhever, & Voigt, 1988). However, whereas von
Glasersield tends to focus on Individuals” constrection of thelr ways of
knowing, Bauersfold emphazizes that “learming iz charactecized by the sub-
Jective Tecunsruetior of seebetal means and medels through negomation of
meuming in social intewaction” (1988, p. 39, In aceounting for this process
of subjective reconswuction, be focuses on the reacher’s and students' inter
agtive rmistitution of the clogsroem meroculture. Thus, be atiues that

Fariicipating in the processes of  mathemancs classroom s pashcipating
in g culoure of machemanizing. The many skiils, which gn observer can
tdemuify and will take as the main prerformonce of the culture, form rhe
procedural surface only These arc the bricks of che bullding, but the
design of the house of mathwematizing s processed an another level, As
it is with culnure, the core of what s Jezrned chrough parricipation is
whern e dn whae and Bew todo e, . The core part of schaol marhermar
ies enculrurarion comes inoo efect on the metn-level ond 35 “learmed”
indirecthy (in press)

Bauersteld’s reference o indirect leaming clanifies that the sccumrence of
perturstions s not limitsd to cthose oocasions when partisipants inoen inter-
action belisve that commumication has broken down and explicitly negatiare
meznngs. Instead, for bit, comipunieation 35 3 proces of often dimplicit
negoriarinns in which subrle shifts ond slides of meaning occur ourside the
paricipas’ nwareness (CF. Cobb & Yackel, in press). [n taking this approach,
Bauersteld vses an interactoenist metapher and characierizes negodiation as
& process of mutual sdapiacion i the course of which the jeacher and 3.
clents establish sxpectations for others” activity and obligations for theic own
activity (of. Cobh & Bauersfold, in press; voigr, 1985). By way of contrast,
Neweman of al. {1989), speaking from the soeiteuliusal perspective, define
meguTianion ns i process of munsal appropriatian in which the teacher and
shunlents cantinwally coupt or wse emch others” sontribotions, Here, in Line with
Leont'cv's {1981} sodchistorical metaphor of appropaation, the tezcher's
rile i characterized as that of medianmg berween students’ personal meats
ings and culturnlly 2srablished methematical meanings of wider sociecy. from
this point of vicw:, one af the teacher's primary responzibifltics when nego-
tiating machematical meaning wich students is 10 appropriate their actions
e this wider svsoem of machematival procices. Bavearsfeld, however, takes
the local classrcom merocultese rather than the mathematical practiccs insti-
turonalized by wider sociery a3 his primary point of reference when he
speaks of negtiaton. This fovus reflecrs his comcem with the process by
which the teacher and srudants constiture social norms and mathemarical
pracdees in the cowrse of heir clossronm intersciions. Further, whereas
socioculiurul theorise give priosiny 1o social and culmurl process, analyses
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compatible with Bauersfeld's perspecrive propose that Individual soudenns
mathematical activiy znd the classrosm microculivre are reflexively related
(Cobb, 1985; Yoigt, 1592). In this view, individual smidents are seen a8 actively
contributing oo the development of classroam mathematical peactices, and
miese both enable and conzrsin their individual mathernzrizzl activities,
Comsequentdy, it i argued thur neither an individval stodent™s mathemarical
activity nor the dasseoom micreculture can be adequarely scoounted for
without considering the other

It is appavent from this brief summary of the ovo perspectives thar they
ediress different problems and issues. & socioculiural analysis of & cassroom
episode might both Jocate #t within & broader activity system thar takes
aecount of the funetion of schooking as a social insdmdon and amend o the
immediate inreractions between the eacher and students (Axel, 1992). This
dual focws is explicit in Lave and Wenger's {1991} claim that thelr “oomseept
of legitimate peripheral pactivipation provides a framewors for bringing
together theories of situated activity and theories about the production and
reproduction of the zocial order™ (p. 470, 16 general, sociocultural 2ocounts
of peychological developmens use the individual's partcipadon in cubturally
organized practices and face-ro-face imreraction: &8 primary explanasory
constructs. A basic tenet underpinning this work is thee iy is lnappropriate to
single out qualitative differences in individual chinking apart fFom their socio-
cultural situarpon peceuse differénces in students’ interpretations of school
tasks reflect qualitative differences in the communiries in whach they partici-
pate (Bredo & McDermot, 1992),

Tin concrast, consmuctlvizsts are Bpically concerned with the gualicy of
individual interpretive activity, with the development of ways of knowing ac
a more micro-devel, and with the panticipans’ inermctive consritution of
classronm social norms and mathematical practices, The burden of explan-
aticn in consmructivise accounts of development fzlls on models of individal
studenss’ eogmitive self-organizaton and on analyses of the procssses by
which rhese actively cognizing Individuals constiute the Jocel social sim-
atien of thew development (Cobb, Wood, & Yacks), 19931, Thus, whereas a
sociociiural thearist might view classramn misactions as an instantiation
of the coloure]ly opganiked practices of schooling, & construcitvist would see
an 2uolving mictocutture that does not exist apart from the teacher's and
srudents” anempis o coorditate their individual activides. Further, wheress
& socieculmiral theorist mighe see & sdent appropritting the teachers con-
tributinng, 8 constnectvisr would see a studenr adapting o che actions of
others in the course of ongoing negotiations. [n making these differing itter-
pretations, socigoulmural thegrists would tend o inveke socichistorical
metaphars fuch az approprianon, wheress construstivists would cypically
cmploy intemehoniss metephors such a8 aoremmodzrion and snutl adepra-
rinwr. Fiirthes, whereas sociociliurcal theorists ppically stress the homugeneite
aof members ef established communides and eschew anabses of qualitanve
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differences in individual thinking, consmuctivises tend to sress hete rogensity
and o ety analyses that single out preglvea social and culournl practices.
From one perspective, the focus is on the social and culmural basis of personal
eeperionee, From (he st pempective, it s on the cunsrirution of soelal and
cubrural pricesses by actively interproting ndividuals,

Construction in Soclal Practice

Against the background of these conirasts herween the rwo perspectives, 1
now consider possible coardinations berween thewm. In this sectivn, | explore
possible cumplementasinies berween Rogodl's [1990) analysis of internaliza-
tion and von Glassrsfeld's (in press) discussion of empirical and reflective
abstristivn. [0 a subsequent secdon, | elaborate my argumenl by focusing
cn potential relationships between Saxe's (1991 soedocultural analysiz and
steffe, Cobb, and von Glasersfeld's (15988) constroctivise analysis. My gen
ersl sirategy in boah cases 15w Tesse o sipects Of one position that arc
implicic in chee ot

One of the cearral potons in Vigorsky's acoount of developaent is intee-
nelizadon. for sxample, o his freguently cied general penedc lae of culiaral
developinent, Vygorsky argued that

amny higher mencal function was external and sucal before 6 was inrer-
nal 10 was unce 3 social reladonship berween fwo people. . . We can for-
mulate the gederal getetic Jnw of eudniral develnpment in the fullewing
way Any function sppesrs twice of on two planes, . . Ir appears fise
between people ax an wtermenial caegory Amd tien within the child a5
wn intramensal categore MWygosky, 1960, pp. 197-108)

From the constructivist pespective, this sccound of mierpalization [rom the
social realm wo the intemal cognitive rzalm leads o difficuides because the
interpereonal relations that are to be internalized are lncared ourside che child.
fesearchers can indeed identify pattemns of inreraction, colleenve schemes.,
and o forth when they analvee videgrecordings or tmnscripts. However, &
ronstructivist might follew Blumer (19690 0 arguing thar people respond 1
things inv Lermss of the meaning they have for them rather than to construets
tkear researchers project inso their worlds, From thas peint of view, the prob-
lem ef explaining how relations the are real for the detached observer ges
i the experiontial weorld of the child sppears intractable.

FagnfF 19907, who I3 in many ways a follower of Vieotshy, discusses his
difficulty in reference w research on soclal learning and sovializaton. She
mares that, in chis research, children are considered 1o learn by observing or
puricipating with ethers, “The underlying assumption 1= that the exernal
legean {ro be leamed] is broughe across & barrier inee the mind of the child,
How this is done 15 not specified], and remging o deep problem for those
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approaches” (p. 195), In proposing & solution, Rogoff elaborates Vigotaky's
notion of internalization by arguing that children are aleeady engnged in a
sncia] activicy when they actively oheerve and participate with orhers, [ chil-
dren ore viewad a8 being In the socfal sctviny in this way

with the interpersonnt aspecrs of their funcrioning integral to the individ
ual aspects, then whart is praciiced in social interaction s mever on the
outside of a barrer, and there is o need for a separate process of inter-
malizarhen. (p. 195, Italics added)

Here, Rogoff csenmyvens the need for an inremalizacion process by propos-
ing thas the researcher changse his or her perspective snd [oous on whar chil-
dren's inrerpersonal activity might mean to them. In comstructbase terms,
this involves a shift in feous to the mathematical meanings and proctices
than the <hild considers are shared with cthers.

Rogofs point that children are already active participants in the ssciel
prisctice implies thar they engage in and contribute o the development of
clpsscoom mothematlcal practices from the purset, Further

in the process of perticipation in social activing the ndividual already
Fanctions with shared anderstanging. The ndividuals wse of this shared
understanding is not the same as what was sonszusesd joiney; Ir 15 &n
oppropriaton of the shared undersranding by sach individual that reflece
the individual's understanding of and invelwemens in che activing {Eegaff,
1990, p. 195}

Rogoffs distinctdon beoween the individual’s use of & shated undersranding
ahd the shared understanding thar ks constructed joinrly = closely relaced o
the distincton that o constrzcevist might make berween an individual child's
understanding and the tken-os-shared meanings established by the group
(Cobb, Perlwitz, & Underwood, in press; Schutz, 19623, It therefore seems
reasonable 10 conclude from RogefTs treatment of internalization that
mathematical learring s a procsss of active construction it ocours when
childten engage in classroom mochematical practices, frequently while
interacting with orbers, Significentdy, a similar conclusion van be reached
when consldering van Glasersfeld’s (in press) elaboration of Plaget's devel-
oprmental theory

Von Glasersfeld develops his view of learning as self-organization by
clarifving the distinction that Piager made berween two ypes of cognitive
recrganization, empirical abstraction and reflective abstreccion. In doing s0,
he ernphasizes that en empircal ahsmraction resubs in the construction of a
property of 2 physical object, whereas the process of consoucting marnke-
matical and sciendfle concepes Involves reflective ebstraction. He illustrates
the notion of empirical abstracticn by describing a situaton it which some-
ane wants 1o drive 3 nail inwe 2 wall, but dees not heve @ hammer. After



Cobb & Constructivist and SoclecuMural Perepertivas 301

bonking around, the persan finds o wooden mallet and begins 1o use this,
unly to find that the naii goss into whe malles instead of into the wall, Yoo
(Flasersfeld argues ther, in this scenario, te person assinulates the maller o
her hammering schems, bus rhen makes an accommedartion when things dao
not go as expected, and a perturbation te experenced, This accommedation
invelues an empirical ahsrraction in thet it resulis in the construction of a
novel propery for che maliet - ic s oot e sort of thimg thar can be used w
framemer nalls e walls.

The inweresting feamare of this exampls bor my purposes is thar hammer-
ing 15 a culfural practice that involves acting with pardeular cubnoral artifnes,
hammers and nails. The person's hatnmering scheme can be viewsd as the
product of active consmructions she made in (e colrse of her mitaton iaioe
this pricrice, [n other words, hammers, naiis, and mallets are, for ber, cul-
niars1] Tools ohat she can use for certein purpaoses. It s apainst the background
of her engagemant in this practice of hanmering thar she makes the empir-
ical whstraction deseribed by von Glasersfeld. This being the case, it seoms
reasonable to extend the dafnition of empincal abstracrion by mpha;lzmg
both ehat it results in the emergenoe of novel physical properies and thar i
aceurs as the individual parricipares in o euleural practice, cften while iner-
neting with cchers, This fermulation (nvalves the coordination of perspec-
tives [n that the firss part, referring as it does to an soperesced novelry is
aidd from the “inside,” whereas the second part is said from the "outside”
and Juciates the tndividuz! in a cultural practice.

The wmumprien that Individual activiy is oulurally siniaced is akso
implicie in von Gloserabeld's discussion of the constroction of mathemarical
coneepis, Here, the sotlon of seflective shamraction is weed to account for the
mroeess by which actions are reified and bevome mental mathensatical objects
that can themselves he acted wpon (cf. Sfard, 1991; Thompson, 1994). Fur
vom {lasersfeld, it is by means of reflective ahswracthon thar snadents reor-
ganize their initally informel mathematical activine Consider, far example,
a simation in which e macher inireduces conventlonal wrimen fraction
symhaols 1o record the resulis of siudents attempts © paraoon objecs such
a5 plezas fairly Von Glasersfeld siesses than the sudents can only imerprer
the tescher's actions within the context of their ongoing activiny. Fusther, the
process by which the symboks come to signify the compesition and deoom.
position of frectional units of some type for at least zoma of the squdenss is
accounted for in terms of the relfieation of partitioning activity vis reflective
absrraction. As with e exemple of the mallet, iocan be observed ihar these
concepisal reotganizations oceur &s the studenus partiipate ncoltural
pracrives. [n this case, these are the machematical practives thac e students
belp w establich in the dassroom. The mathematical concepts they cach
individually consouct ere pelative o and are consteatned by their participa-
tion in these praetices. it can abeo be noted tar the activities foom which che
srudents abstract include their meerpremations of athers” actheiny and of joint
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sctivities (Voigt, 1992), These considerathons suggest that in defining reflec-
tive abstraction, we should emphasize both ther it invelves the relficaton of
sensory-motor and conceptual activiey and that it occurs while engaging in
cultural pracoices, frequently whibe mieracting with others, As was the case
wirh the characterization of empiricsl absmraction, this formlation ifvolves
the cocrdination of perspectives,

In eomparing Rogells and von Cleserfeld's work, b can be noted tha:
Rogofs wiew of lekmlng as acouhuratien via guided pariciparian implicity
assumes an actively consruciing child, Conversely, von Glasersfebd's view of
Ieamning as cognidve self-organization implicitly assumes that the child is
participating in cultural practices. In cifect, acdve individual sensuuction
constitutes the background againss which guided pacticipadon in cubtural
practives comes [ the fore for Rogeff, and this perticipation is the baciground
againest which self-orpanization comes o the fore for vion Glasersfald.

Coordinating Perspectives

The cemplementarin berween the socioriliural and eonstructivist perspec-
tives can be further clarifed by considering rhe anelyses of arithmedcal activ-
izy offered by Saxe (19917 and Steffe e al. (1988). [n consras oo the majoriny
of sogiocultural theorises, Saxe takes an explicity developmental perspective
that fecuses on individuats’ understandings while simultaneously emphasizing
the influence of eulnerel practices and the use of sign forms and cubtural arte-
Facez, He [listretes his theoretical approach by anatyzing the body-parts
counting system developed by the Oksapmin people of Pepua New Guinea.

Sane explains that "to count as Oksapmain do, ons beging with the thumb
on onc hand, and fllows a wrajectory around the wpper periphery of the
body down ta the litle finger of the opposite hand” (1991, p. 18], With
Western contact and the inteduction of tradestores, the Oksapmin had 10
uee this indigenous counting system to solve arithmerical problems that did
not emerge in traditions] life, such as thase of adding and subtracting values.
In the course of his analysis of the interplay beoween the Oksapmin's partic-
pation i trdestore activities and cheir cotstruction of mathemartical under-
standings, Saxe idenrifies four developmental levels in the evoluzion of the
body-parts counting system. Ar the least sophisticated level, mdividuals do
nat recopnize the need m kesp track of the second addend when they
amzmpt 1 add, say, seven and ning coins. As A consequence, they frequently
produce an ineomrect sum. [n contrast, the most 2ophisticered of the four
levels imvolves the use of a “halved-body sreregy” thar incorporates a base-
10 system linked to the curvency, Hers, in adding seven and nine coins,

individuals use the shoulder (10} a8 o privileged valwe. In their compi-
ation, they may reprssent the $ on one side of the body as biceps (9)
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and 7 on the other side of the body axs forearm (71, To secompdish the
problum. o rradestore cwner mighe simply “remove” the forearm frem
the second side . . und wranster it g the fizt side wlese i becomes the
shoulder (the 1M0h). He then “reads™ the answer a3 10 - 60F 16, (p, 217

in sociocultural terms, the Oksapmin's increasingly sophisicaced compata-
vinmal soratcgios can be vlewed os culoucal forms. An aecouant of developmem
made from chis perspeetive might foces an the extent 1o which ndividwal
Gksapmin padeipace in the new peactice of economic exchange, Swch an
arpunt would seress thae ovpically only vadestore owners, who have the
mest expecenoe with eponomic trameactions, uwie the sophisticated halved-
body stratemy [0 contrast to this wiew tha woeal aod culiueal pracrioes drive
development, a constructivist analysls might mear che Oksaproin's temputa:
tional sirategies a8 copnitlve foems cieated by selforganizing nlividaals.
An secount of chis lamer oype might Eoyus on the processes by which individ-
uil Ozapnuin reflocively abstract fram and thus reseginize thesr esumet -
ating activity, thereby creating increasingly sophisticated arichmecical umits.
||'_|_|_1:']‘:5t||'|_EE_'ﬁ it 1= puss[h]r, s dn:t.ﬂﬂ'p such an account h-'l." LI3||'lg thi m@;‘un‘.’n
models of American children's arichmet ieol devclr:pmem proposod by Seeffe
A% & source of analogies (Steffe o al., 1968),

W harve seen that Cheapamin an the lease sophistieated level do not ree
ognize the needd to keep ack of counting. lo cianrast, Cksapmin ac the next
leve! conscwously aiteinpt to keep back. This suggests thay thexe Okt
views their counting acts as entitics chat can themselves be coumted. In Steffe
et al's [198E) terms, these aos carry the significance of counting abstract
urta, This annkysiz, which s made from the “inside” rother than de “oul-
side.” explains why Uksapmin ac the iniral bevel do not recoygnize che need
i keep wrack of couwming. They are yeo to reify theic cowngng acts, and. as
it conseguenoe, body - parts countng ay they currenly wndersand ic is simply
ol thee kind of accivity that cam be kept ack of.

This analysis can be extended to secount for the development of more
sophisticated strutegies. For esample, when the halved-body seategy ja
uzed, a hody parr such as che Diceps (91 appeans 1o symbolize not a single
unait but the composie of nine abseract units thag would be created by count-
ing i rhe biceps. In Piagetian rerminofogy, counting has been reitied via
reflective abstzaction, and the biceps symbolizes nine experienced as an
arilmeiaeal chiecr thar can be conceprually monipelated.

Envh of the two perspectives. the soclecultural and the comarmucrivise,
retks habf of o gpood sro and each can be used o complentent the other. For
cxwample, consider a sirwaclon in which a pouny Ghsapmin works in 3 wade-
stpre and evemually leaens e Lhalved-body stratewy used by the stors
ownern A scioeultural explanaign ongin talk ol the novice appropriating or
inernalizing a cultural form. As we have seen, on aceous af his 1vpe has
difftewlty in explaining how a cultueal form chat is excernal o the novice is
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brought atcoss the barrier and becomes a cognicive form. The constructivist
analysis circumvents this difficulty by stressing that cather than internalizing
a culneral form that appescs i be pregiven, the novice reorganizes bis or her
own activiry. Thus, 1o parophrase Rogoff (19907, there is norhing to bring
acriss (fie barrier and, consequendy, mo need o posit o process of inemal-
ization from the sacioculiural bo the cognitive reabm,

By the same token, the socioculiural perspecdve complements e con-
trustivist perspective by emphasizing that the novice treder resrganizes
his ar her counring activity while atempting to achieve goals that emerge
in the courss of his or her participaden in the practice of econcmic
exchange {Saxe, 1991). From chis painr of siew, it is readily apparent thar
both whan counts a5 a problem and what counes as o legitimate solutien
are highly normarive {cf. Solomon, 1989). Thus, both the process of indi
vidual construction and its products, increasingly sophisticated concepual
units, are social through and theough. Conversely, it can be argued tha
the vatiows sirategies, viewed as cultural forms, are cognitive through and
thtough in thar they result from individual Olsapmin’s constrictive activ-
iries. A8 was che cse with the discussion of Rogoff's and von Glasersfild's
analyses, this coordination of perspectives eads to the view that leaming
iz @ process of both self-prganization and & process of encalrusarion that
areurs while patticipating in cultural practices, frequently while nteracr-
ing with others.

Theoretical Pragrmatism

The discussion of Ropoils, von Glasersfeld's, S@ee’s, and Steffe’s work indi
cares that socloculnural anulyses involve implicit cognpitive commimmencs, and
vice versa. It is ac if one perspective conatitutes the background against which
the other comes fo the fere. This conrendon concerning the reladcnship
between the perspectives van be conmasted with the dlalms mode by adher-
ens (o gach perspective that mind is either in the head or in the individual-
in-social-action. Claims of this type reflect essentialia asumpions, [n effea,
adherents of both pesitions clamm that they have got the mind right - this is
what the mind really is, always was, and always will be. independent of his-
tory and culoare, A perusal of Geerts's (1983) discussion of Westem, Arabic,
and Indic visiones of the #elf and of commundty might lead proponents of a par
towlar perzpective o question whether theirs is the God's-eye view,
Pollowing Fishy (1989}, it can be argued that theorizing is irzelf a form: af
practice radher than an aciivity thad stands o opposition to practice, The dis-
cusslon thus fr suggests that if we want cur practice of deorizing 1o be
téflexivily consistent with the theorfes we develop as we engage in that
practice, we have 1o give up csentialist claims angd take a more pragmatic
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epproach. [n this regard, Rorty {1983}, wha uses the mataphor of wickding
yocabulary racher thar mking o petapective, argues that

the idea that only & cemain vocabulary s suited o uman beings o
human societies, that only thay vocabulary permats then o be "under-
stood,” 8 the seventeeni-ceniuny myth of “nacure’s ovwn vocabulary” all
uver agmim, g 183

For Reouty, the various vocabularies we use or the particular perspectives we
tike are instraments for coping with things mther than ways of representng
their intringae nature. Here, Rorty follows Dowey and Kuhn inacguing tha
we should “give up the nofon of scieace waveling wwards 2n end call=d
‘corresponding with realiny’ and insresd say merely that a given vocabulany
works betier than another for 2 giver purpose” (p. 1570 Thus, “bo sav same-
thing Is bemear understood in one vocabulary than ancther is alvays an ellip-
sla for the claim that a degeription in the preferred vocabulaty s most useful
for 4 coetann purpose” (p. 164}

The implication of thi: pragmatic approach far marhemancs education,
and for education more generally, 13 o consider what various perspectives
rmight hawe to offer relative to rie problems or issues @ hand. [nothis regard,
| sugpest thar the seviceuliural pecspective gives rise to theores of the con-
dlrioma for the possibilicy of learning (Krummbeuer 19923, whereas cheerices
deweloped from the constructivist perspective focus on both what studerts
Jearm and the processes by which they do so. For exsmple, Lave and Wenger
{19913, who take a celatively radical pogition by smempring oo avoid any
reference o mind dn the Bead, say chac "o learting cwskalum unicdds in
opportufities for engagement in practioe” (p. 93, iulics added). Consisten
with this formulation, they nore thar vheir analysis of vanouws examples of
apprentlceship In rerms of legitimate peripheral pesticipation acoounts foe
the oeewrmenee of leaming or filwee o legm (po G20, In conlrast, a conamig-
rivist anslysis would rypically focus on the ways in which students reargan
ize their activity as they participate in a lenming currttosbum, and un the
processes by which the curmicubum is interactively constiuted in the loval
sityation of development, In my view, Bboth these perspectives arg of velue
in the current era of educationel reform tian stresses both students” mean-
ingful mathemarical learning and the restructuring of the school whils
cimubtaneously raking isswes of diversity seriously. Constuctivists might
argue that seciceultural theories do nor sdequately aceoum for the process
of learning, and secivgulnura] theorists might retors char construetivist theo-
ries fail 10 2ccount for che production and reprodection of the practices of
schooling amd the social order The challenge of relating sctively construce-
ing swdents, the loral microculure, and the esablished pracices of the
broader commmuainy requires thas adberants e each pesspective acknow-
ledge the porendial positive contributions of the other perspective. I doing
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50, consoacvists would accent the relevance of work thar addresses the
broader sociopolitical serting of reform. Conversely, socincultural theorists
would acknowledge e pedagogival dilemmas sroiculared by Ball {1993]
when she spoke of sttending to both srudents’ inrereses and understandings,
and o their mathemaucal heritage.

Int dispensing with essentiaiist claims, this pragmatic approach oo theoriz-
ing inscead proposes thar the doption of one petspective or spother sheuld
b fustified in terms of its potental o address igsues whose resolution might
conoribue (o the imprevemndent of siedents’ education. Voigr (1992} offered a
Justification of this fyps when he stared thar

persanally the suthor mkes the emphasis on (he [ individual] subject ag
the starting-peint in order to understand the negetisgon of meaning and
the leaming of mathemancs in classrooms, . . . The maln reason is thas
concepts ke “socialization,” "inmmakzaton,” “initiation into a ocial
radition,” etc. do not {diractly} explain what 1 think is te mest impor-
tant objective of matrematics education. . ., The prominent objective of
mathematics educatfon & not thor smdants praduce corect sabuions o
mathematical problerms but that they do i insizghefully 2nd by rezsonsble
thinking. What on the behavioral level does in Fact oy make 2 difference
should be an important subjective difference. (p, 10]

Justifications of this type sre, of course, epen o challenge. For example, 2
critke might argue that, in ceerain circumstances, it 8 more (npormant that
students produce correct answers than that deey develop insight, This counrer-
argument does fot cloirn that Voigt's chosen perspective fails w capiure the
eqience of mothematcal development, Insead, it questons asALmpLinns
abour educadonal obfectves and, alimarely, about what counts as improve-
ment in students’ mathemedcs edueation. In generad, claims shour what
colis i mprovement reflect beliefs and values akour what B onghe bo mean
to kovow gnd do mathemativs {or sclence or social studies] in schoal. These
belicfs and values are themselves open to challenge and eriticism, thus
bringing eo the fore the meoral amd ethica] aspects of educarional research
and theorlzing (Nizholls, 1989].

The cenimal cialm of this aticle, that the socisculoral and constrectivist
perspectives each eonatliute the background for the other, implies that jus-
tifications should explicitly bring the researcher ineo the picture by ackow-
bedging his or her interpretive actlvity, Essendalist claims involve a denial of
responeibilicy = if is seaval eeading thae dictates the comreor thearetieal per.
sperctive, In conaast, pragmatic justifications reflect the researchers eware-
nese that he of she has adopied a particolar position fer particular reasons,
From the socioculmral perspective, a justification of this type would explain
why It 13 not necessary to focus on the actively cognizing student for the pur-
posed ar hand. Conversely, conamuctivises would be obliged to explain why
Itis nor necessary oogo bevond the ko of the clrssroom for theit pucposes,



Cobib # Constructivist and Sexlocultvral Perspectives 307

while ncknowlodging that i 2 appcopriate bo mke a pespeciive thar locates
classtonm events within 1 wider sociopolitical setting for other purposes.

This pragmaric appioach te theorlring alss contends that wiys of coar-
dimating perspeedives should be developed while addressing specific probloms
and issues. In adiicon, the suggestion ackinowlodges thac Ball and mber
teachers have something ineresiing 1o say when thev sbggest that the ren-
sion In reaching between indinvidual construction and enculiuraton canmm
be resalved onee and for wll. Teachors iystead have ro act with wisdom and
judgment by conclnally developing ways to cope with dikemmas in particu-
lar sitwations. A similar modus operands would appear to be appropriste o
researchers a6 we engage in our practice. In place of actempts o subjugae
research w a single, overarching theoreteal scheme that is posited a priori,
we might follgw Ball in refleciing on and documenting 0Ur AOCHIRE [0 oo
dinte perspectives as we arlempl ta cope with our specific problems. In
doing so, we would give up the quest for an aconresrual, one-aize-fits-all
perspectve. instead, we would ackniwiedge that we, like teachers, cast aronnd
fiour woys of making serse of things as we address the sitbared problems of
fHUE practice.

Mote

1. The phrsse “mind in the bead” iy used as o metonymy m reder o Individsaliste
avienns of cogaiien. Fidluwing Mhnson (1987 and Yore, Thumpson, and Rasch
{1990, the phrase sheuld nor be reod s implving 3 mind-bedy dunlia,
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Multiple Intelligences Go to School:
Educational Implications of the Theory

of Multiple Intelligences
Howard Cardrer and Thomas Hatch

vemm, the coneept of intellivence hig remained ceneeal oo che field of
peychobogy bn the wake of the Durwinian tevolution, when scenrifie
puychology was just beginning, many seholars becomse interested i the
development of inelligenee across speoies, The e 14%h and eatly 20ch
eonturies were puncruted by volumes thar Selineased levels of inelligence
piross specios and within the human species (Baldwin. 1895, Hubhouse,
1915: Fomanes, 18921, Prancis Calton (oousin of Charkes Darwing was par-
bups the first peychologicatly eriernied scicntst w try @ messute he intel-
Jewr direcry. Though Calvon (1370] had @ theoretical inverese in che coneepd
of intelligence, hiz work was by 0o meons unrelated o prococal isames, A
comnticted cugenicist, he sought 1o measure intelligence and hoped, throngh
praper “bremling.” 10 incrcase the oversll imelligence of the population,
Burtng the falbowing hall cenury, many of the muse gilted and influen.
tial peychologias concerned themseives with the nature of human intelligence.
Althaugh a few investigarors wore interested prircigelly o cheorctical Esucs,
must seasencd teir concsrns with @ practical orientaion. Thus Binel {(Binet &
Simun. 1216 and Termean § 1946) developed the frsr gencrnl-purpas: inrelli
EETICE tosts in thelr respective countrics: Yories (Yerkes, Bridges. B Hardwlok,
1915) and Weehsler (1939 ereared their own ifiuencial inscromeniz, Fedn

Despdle swings of the pendulum beoween dheonetival and applisd con-

Source Futicationod Bsecrcher, S BOE) [1969] 4-10
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sipntists with a strong theceetical bent, lke Spearman (1927) and Thurstone
{1938}, conibured either directly or indirectly e the devising of cerain
measurement techniques and the favering of pardeular Ines of interprecarion.

By miclcerttury, theores of intellipence had become a &aple of psychalogy
ttthonks, even as intelligepce 18418 were taken for granked in many indus-
trialized counreles, Sll, it is fair o sey that, within scientific psychology,
interest in igsues of intelbgence waned to some extent. Although psychome-
wiclans continued o perfect the fnstruments thar purported to measuoe
human intellect and some new resis were incrodeced [Guilford, 1967, for
the most part, the burgecning inrersst in cognirive maters bimassed the
area of ipfelligence.

This divoree berween mainstream research psvehobogy and the “applied
area” af intelligence might hive contimeed indefinitely, but, in fecs, by the late
70, there were signs of & rewakening of inrerest in theoretical and research
aspects of neelligence. With his foows on the informeton-processing aspects
of ftems in psychelogical tess, Roberr Sternberg (1977, 1982, 1985) was
pechaps the mosl impartant catelyar for this shift, bur researchers from 8
number of ditterend areas of psychology have jolned in this rediscovery of
the centrality of intelligence (Baron, 1985; Brown & Campione, 1986; Dehn &
SFehumbe, 1982; Hunt, 1986; Jensen, 1986; Laboratory of Comparative Human
Cognitinn, 1982 Scarr & Cartér-Salrman, 1982 Spove 19E2).

The Theory of Muttiple Intelligences

A decade ago Gardner found that his vwn research interescs wers fesding
him to a heightened concemn with issues of human incelligence. This concern
grow tat of owo disparate factars, one primaclly theoretical, the other largely
practical,

Ad & reault of his own studbes of the development and breakdown of cog-
nitive and symbol-using capacities, Gardner (1975, 1979, 1982) hecame
convinced that the Piagetian (Plager, 19700 view of inzellect wns Aawed.
Whereas Plaget (1962) had conceptualized all appests of symbod use as pan
of a single “semiotic fupction,” empirical evidence was pccruing that the
humen mind may be quite modular in design, That i8, separate psychelogical
processes appear to be involved in dealing with linguistic, numerical, picto-
tal, gestiral, and other kinds of symbolic sysiems (Gardoes, Howard, &
Perking, 1974; Gandner & Wolf. 1983). Individuals may be precocious with
one form of symbol use, without any necessary caryover to ether forms, By
the same token, one form of symbol use may become seriously compromizsed
under conditions of brain damage, withour correlative depreciatien of cther
symixolie capacities (Wapner & Gardner, 19790, Indeed, different forms of
symbol use appear to be subgerved by different portions of the cerebra cortex.
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& o more practical level, Gardmer was disturbed by the newrly exclusive
stress in sehool ¢n vwa fnoms of symbal use: linguisde symbolization and
logical-mathemancal sstnbolizanon. Although these Teeg forms are ebniously
imperzant in 2 scholastic setting. other varicties of symbol use also Hgurs
promunenthy o human cogricive acrivicy within and especially cutside of
school. Morcover. the emphasts on linguists nnd logionl capacities was over-
whelming In the conaereeclon of ibvme an daeliigence. aprimide, and achicve-
ment teses, TF differenc kinds of irems were wsed, o differenc kinds of
assessmenl Insruments devised, a quite differsnr view of che human intelleet
might issue furgh,

These and other [acters led Gavdner o a conceprualizaden ol human
imteliecr thar was more capacious. ‘Fhis ook ineo account a wide vaniety of
human cogmitive capacities, eniled many kinds of symbol swseens, and
incorporaced as well the skills valued in a varkety of cultural and hiscorical
settingy. Reslizing rhat he wos screcching the word (neelfigence beyond s
customary apphication In educagdonal paycholegy, Gandner proposed the
evistence of 4 number of reladvely aucononeous lusemn tdetiigences. He
defimed intelligence as rhe capaciry 1o solve problems or w fashion products
thar ars valued in one o more cultural settings and detatled o gt of critens
lor what ¢ounts as a human intelligence.

Gardner's definition and his criteriy devished signiSicantly from eseah-
lished pracilces in the Meld of incelligence (however, see Guilford, 1967,
Thuerztone, 1938), Mast definitions of intellipenes fools of D copatiiies
thar are impomant for success in school. Problem solving is recognized as s
crucial component, bui dhe abilicy ee fashion 2 produc - 1o wiite a symphony.
ERRCULE A fitttang, stage a play, build up and manage an orgacization, carry
out an e xpenimens — is not inciuded, presumably becavse the aforemenoonsd
capacities cannt be probed adequately in sharr-anawer cests. Maraover, an
the canonical account, inteliigence is presumed o be o universal, probichiy
mtare. capaciny, and 5o the diverss kinds of pales valued in diffesenr cultares
nre neT considered germane moo soody of “rew intellect.”

For the most par. definitdons and 125 of imelligence are empirically
determuined. luvestigacors search for stems thar predict whe will succeed in
schvocl, #ven as they diop ivems thar fail wo predice scholastic suecess. New
tesis are dererniined in part by the degree of correlation with older, alecady
aroepted Instruments, 1o sharp conmast, existing psvchumetric instruments
play no role i Gardner's farmulation. Racher, a candidace ability emerges as
an imelllgence o the excent chay it kas recucred as an ddentifiable enclry In
# number of different lines of study of bumen eognition,

Tir arrive ax his st of intelligences, Gardomer and bis colleagues examined
the liveraiure in several arsas; the devebopment of cognitive capacities in
ool individuals; the breakdown of cogritve capacitiss under vanous kinds
uf grganic pathology; the existencs of Al it “special popelaunns,” such as
prodiries, autistic individuals, idicts savants, and learning-disabled children:
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forms of ntellect thar exise in differetr species; forms of ineellecs valued tn
different culmres; the evolution of cognition across the millennia; and rwo
forms of psychalogical evidence — the sesules of feowor-analytic studies af
human cognitive capacities and the owutcome of slwdies of ransfer and gen-
eralization, Candidate cipacibes that turned up repeatedly m these disparat
literamures made up 8 provisionat list of bumen intelligences, whereas ahili-
ties that apoeared only ones or twice or were reconfigured ditfereatly in
diverse sources were abandaned from consideranon.

The methods and the tesvits of this massive survey are reported {n detaeil
fn Frame: of Mind (Gardner, 1983) and summarized in several ocher publi
cations {Gardner, 1987a, 1987h; Walters & Cerdner, 1985), Gardner's pro-
visional st includes seven intedligences, eash with it own CoOmMponent
processes and subtypes {(see Table 17, It is daimed that, as a specics, aman
beitygs have evolved over the millennda to carry out at least these seven forms
of chinking. In a biological metaphar, these may be thowght of a5 differene
mental “ergans” [Chomsky, 1580): in a compuraticnal metaphoy, these may
e consmued s2 separste information-processing deviees (Fodon 19830
Althowrgh all bumans exhibic e mange of ntelligemess, individuals differ -
presumably for both hereditary amd environmentsl reasons — in their current
profbe of inelligences. Marsover, thers 15 0o necessary correlation bervesn
any two intelligences, and they may indeed entadl quite distinct fooms of
pereepdlon, memory, and ather peychological processes,

Although few cecupations rely entirely on a single intelligence, different
roles typdfy the “endsrares™ of each ineillgance, For example, the “linguizc™

Table 1: The seven witelligenons

Patefigeroe Eng-wiades Crvr comparety
Lol mathsmati g St Smnsbvty (0, and CapAlty G A, g o
Mduthematicn mismericel patiene, akilty tn hand's fong chaing
o remnring.
Lirguistic P Sanstwty 10 the soumds, Sttt and masings of
|l e, sl by | e i M) S g of
anguege.
Petiur ool g Ablitie 15 produce and apgreciste thythm, pitch,
wipirs| ard fenbre; agrecEstian o the faem o muioE
T T R,
Inacksl Mavigales Capacles b perceyes the sl ipaksd wioikd
Seulphar aoourately and o perinm fransormations om o'y
it paTC ooy
gy kmesihelic Cancer Abtibe to contrdl onz’s body mowements e o
Attdee handle abjects saliuly
itiberpkrin sl Themaght Capaiics to decem and repand spoiosvistelr
Samsman 1o 1he moods, tempersments, mohvatinos,
ard desies of cther poople
Intrapercna Person with Access |0 ore's own feelings 2rd the abiity 1o
dataled, ddoimunane smog tham and diae pon Sam
aroursie i ke bedaw loe, bnoreierige of one'y

sl knowindge e strengUe, waekresies, daim, and inlelganos.
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sensitivity Lo the sounds and construcion of language is exemplificd by the
poet, whereas the interpersonal ability o discern and respond o the moods
gnd mertivatons of nther people is represenied in the thempist. Qther oecu-
patens more clearly illusteate the need for a blend of inrefligences. For
insTunee, surgaos require both the acviny of sparal inveliigence w guide the
sealpe] and the dextersy of the bodibv-kirestheiic inteligence o hrndke it
Similarly, ssienists often have to depend on their lingwistic intelligence 1o
describe and explain the discoverics made using their logical-machematic
inbelligenee. and they must empley ineerpersenal ineelligence in inccracing
with colleagres and in makntaining o productive and smoothly fumclioning
laboratury.

The Education and Assessment of Intelligences

Until thie poing, we have been reviewing rhe bisoory of nrelligence reseanch,
admieedly from the perspective of the Thesry of Muliiple loreiligences
{hercafter M1 Theory), Siece the pubdication rf Franies of Mind (Gandner, 1983],
e und our collcagues hinee been itvelved in investigaing iis implicatians,
[ the one hand, we seek 10 deoerming the signcific adequacy of the theory
(For o diseussion of some of the sviemnific questions raised by the cheory, see
Gardner, 1983, chaprer 11, and Waliers & Gardner, 1986). On the ather hand,
i our view, i principal value of dwe multiple inrelligence perspective — be il
g theory o 2 “mere” [ramework - lies in its potential contnbutmng m ado-
cational reform. In both cases, progress seems 10 revalvo around 155ossment.
To demonstraze that e intelligonces are reladvely independent of one
another and dhat individuaks have distinet profiles of incelligences, asessments
of cach intelligence have o be developed. To mbe sdvantage of swdents'
multiple snslligences, there must be some way wo ddendfy their strengchs
and weaknesses relinbly.

Yeu b Theory grows out of 8 convicden thae standurd iged tesis, with
their almost exclusive stress on linguistic and logical skilis, are limited. Asa
vesuli, the funher development of M1 Theory requires a fresh approach to
asfeRzment, an approach consistent with e view that chere ume o number
of intelligenyes that ate developed — ancl con best be deteered - in culoumally
trwaningful activides (Gardner, it prasa-a). [n the remaincder of the paper,
we deseribe our appoonch o pasessment and broadly survey cur effuns e
azaess individuol intelligences ar diffecenc age levels. In addition, we repart
spme preliminary findings from cne of our projects and their mplicatons
tor the confirmation (or disconfirmation) of M] Theory

IF. a5 argued, each mtelligence displays 2 characteristic set of pychologleal
provesses, it is important thae these processes be assessed in sn Vincelligence-
fair” manner [m contrast 40 raditlonal paper-and-pencil wsts, with telr
inberant bdas coward lingoistc and bogcal skills, intelligence-falr measure
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seek fo respect the differert modes of thinking and performancoe rhet distin-
guith ench intelligence, Althoug spardal problems cen he approsched o
some degree through linguistc media (ke verbal directions or word prob-
lems), inrelligence-fair mechods place @ premium on the abilites to perepive
and manipulate vizual-spatial information in e direct manner Bor exampla,
the spatial intelligence of children can be assessed dwough a mechanical
aeriviey i which they are asked o mke apart and reassemble a meat grinder,
The sctvity reguires them o “puzzle qur™ the stucture of the object and
then ta disesrmn of remembee the spatial information that will allow reassem-
bly of the pieces. Although lingulstically inclined children may produce &
running report abaur de sctons they are teking, e verbal skill is peces-
sary (or helpful) for successhul petformance on such a task.

Whereas most standard approaches treat intelligence in solagen from
the activities of a pasticular evlnre, M] theory rkes a sharply conasting
tack. Intelligences are always conceptualized and agsessed in terms of theie
culrural manifestation in specific domains of endeavor and with reference to
particubar sdolt “end states.” Thus, even ac the preschool ievel, language
capacity is not assessed in terms of vocabulary, definitons, ar simfladies,
but rather as manifest in story elling {the novelist] and reperting (the jour-
calist}. Instead of attempring to assess spatial skiils in [solacion, we obseree
childrer as they are drawing (the entisti or caking apart and puming rogether
chjects {the mechanic),

Icdenlly. one might wish to zscess an intelligence in 2 culrure-independ &m
way, but this goal has proved to be elusive and perhaps impossible to
achieve, Cross-culrusal research end studies of cognidon in the course of
ordinary activities (Brown, Codling, & Dugaid, 1989 Laboratony of Compararive
Human Cognitor, 1982; Lave, 1988; Rogoff, 1982; Scribner, 19861 have
demonatrated that performances are inevitably dependent on & person's
familiarity and experience with the materials and demands of the assess-
ments, in our own work, it apedly became clear thar meaningful assessmene
of an intelligence was not possibée if sovdencs Rad lictle or RO expenence
with a perticular subject marmst of type of tatetial. Faor estample, oor exam-
inanion of bodily kinestheric abilirizs In & movemen: assessment far
preschoolers was confounded by dhe fact thar some 4-year-olds bad already
been to balbet classes, whereas cthers had never been asked 1o move their
bodies expressively or 1o thythm. This recognition reinforced the notion that
bodily-kinesthadc intelligence canmor be assessed outside of a specific medium
or withour reference to a history of prior expericnces.

Tegethar, these demands for azsessments thar ave inselligence Rin are
bazed on culmurally valued activites, and take place within & familiar con-
text naturally bead o an approach thar blurs the distdnetlons beowesn aur
riculum and assessovent. Crawing informadon from the regelar curriculum
ensures thas the activities are familiar; inmeducing acdvides in a wide range
of areas makes it possible to challenge apd axamine exch intelligence in a0
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Appropriaie manner, Tving che neivitses s inviting pursuits enabies srudenes
to discover and develop abilies thar in num incrsase their chances of EXPET|
encing & sense of engagement and of sehieving some suecess in their sexely,

Futting Theory into Practice

I the past 5 vears, this approach to assessment Rus been explived i prog-
ecis At several different levels of sehoallng, A the junior and =enipn high
school level, ars PROPEL, a collaborative project with the Bdusasional
Tesring Service und the Piitsburgh Public School System. seeks to assess
growth and leamning in aveas like music, imaginseive writing, and visual
ars, which are neglecred by menost srandard measures (for further dewails, see
Gardner in press-b; Woll, 1989 Fessoules, Wolf & Girdner, L$EA), Ars
FROFPEL has developed a serles of modules, or “domain projects,” that serva
e goals of both curnculum end assesstenc, These projects fearure seps of
endreises and currituium acrivities organized sround s concept contral to a
specific artstic domzin — such as nowtion i music, charmerer and dislogue
in play wiriiog, amd graphic composition in the visual arte, The drifis, sheteles,
and final preducts genetated by these and other curriculamn activices e
eolletted in portfolios (somerimes termed *process-fulios™, which serve ax
8 basls for nsscrsment of growth hy Dorh the teacher and the soodent,
Although the emphesis thus far has faflen on loerl clastroom ASSELEMEnts,
ciforss a1e also under way 1o develop criteriy whereby studens porimplishnet
can be evaluated by external cxaminers.

At che elerientary level, Parricla Bolafics and her colleagues have used
MI theary to design an entite pubiic schoc! in downoown Indianapelis (Glsan,
1588}, Through a variety of special clases (2.9, computing, bodih-kinestheric
activities) and cnochmen: acrivities (8 “fow™ centor and apprcnLice.) ke
“pods"), all ehildren in the Koy School are given the oppormamins w discover
their s5eas of strength and e develop the full range of intedligences. In addi-
tem, crer the eourse of 8 vear, each child executes a number of projeces
bused on schoulwide themes such as *Man and His Environment” uT
“Changes in Time and Space.” These projects are presenred and videstaped
fur subseguent study and enalysis. A team of researchers from Harvard Frojac
Zer s pow engaged in developing a set of eriteria whereby these video-
taped projects can be azsessed, Among the dimensions under conslderation
a7 prajedt concepriaiization, effectiveness of presencacion, rechnical qualiny
of projecs, and wriginalicy, &s well 22 evidenes for vocperative effors and
distinerivs jndividual featumes.

A third effarr, Project Spectrum, co-directed by Duvid Feldman of Tufis
University, hus developed a number of curdenlem activiries sand assessment
options suited ro the “childcentered” scucture of mony praschonls and kin-
derganens (for decails, ses Hatch & Gardoer, 1986; Krechevsky & Gardner,
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in press; Malkus, Feldman, & Gardner, 1988; Rameos-Ford & Gardner, in press;
Wexler-Sherman, Feldman, & Gerdner, 19488). AL present, there are 15 differ-
ent actvitkes, each of which mapes a particuler intelligence or set of moclligences.
Throughout the vear a Spactrum classroom is equipped with “Inrelligence.
fair™ materials. Miniarure replicas and props invee children w deploy lin-
guistic intelligence within the context of story telling: household objscrs thar
children can rake apart and rewssemble challenge children’s spatial ineili-
gence ina mechanical task: 2 “discovery” area including matural ohieces like
rocks, bones, and shefls enables children to wse their logical abilitics to con-
duct small *syperiments,” comperisans, and classifications; and groep aotiv-
ides such as @ biweszkly crearive movement session can ke employed o ghve
childien tee opporunity o exercise Seir bodily-kinesthetic intelligence on a
regular basis.

Pronslon of this variery of “high-affordance” marerials allows children o
gain expericnces thar engage their seweral intellipencss, even as teachers
have the chance umoherasively o observe and asscss childrer’s strengths,
interests, and proclivities. More formal mssessment of intelligences i3 alwo
possible, Resgarchers can administer specific games w children and wpply
detailed scoring systems that have been developed For research purposes.
For instance, in the bus game, children’s ability to soganize numerical infor-
mation 15 stored by noting the extent to which they can keep track of the
number of adults and childesn gerting on and off 0 bug. Aduls and children
and on and off consdnie pwa different dimensions. Thus, a child can receivs
one of the follewing scores: O - no dimensions recarded; 1 - disorganized
recording of e dimension (either adults and children or oo and 051 2 -
labebed, aciurate recording of cne dimension; 3 - disorganized recording of
rwo dimensions; 4 — disorganized recording of one dimension and labeled,
aceurace recording of one dimension; ar 5 — lsbeled, acourate recording of
v dimengiona (for further informarion, see Krechessky, Feldman, & Gardner,
ln press}.

We neve also creaced a relaed inscrument, the Modified Spectrum Field
Inventory, that samples several intelligences in the course of rwo 1-hour ses-
sions. Although this inventory does not draw divectly from the ourriculum,
ir ks hased on the kinds of materials and activities that are common in many
preschools. n addidon, relared materials from the Specorum curdetlom can
be implemented in the clesssoom o ensure thar the children will 5o famdliar
with the kinds of tasks and materials used in the vaniory

Prellminary Results from Project Spectrum
Although none of these programs is in final form, and cthue any evaluation

must be considered preliminary and tentative, the results 3o far at the pilor
sites seemy promising. The value of rich and evococve matedals has been
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amply documensted, 1n the chassrocms in Pirsturgh, Indianapelis, and Bosbon,
reachers repor heightened motivalion on the paroof e students, gven as
siudents themselves appraciarg the opporiunity m reflect on chewr own growth
and development. Mercover, our progriems =il boch clder and younger
children confivm thar a consideestion of a broader Tange of 1lents brings o
the fore individuals wha previcusly bad been conzidered unexceptional ot
even Ar risk For schook failure.

A e the assesseoetit inscruments under deselopment. only those of
Propecr Specrrum have peen field tested in classroomes, In 19E7-1989, we
used these insmuments io tee diffecent seisings 1w investigate the hypothe-
iz that the intelligenees ave largely independent of one anather. To examine
thas hypuothests, we sought o derermine [a) whether young ohildren exhibil
distinet profiles of intellectunt steemgihs and weaknesses and (h) swherher o
it pietfarmances on acoivites deslgned o wp different intelligences ae sig-
niticntly correlared. Tn the 1PE7-1988 academic year 26 chiklen rom 2
primarily White upper middle.income population took part in a yearkong
Specurum program. 1n the 19881989 acmdenne year, the Modified Spectirum
Field nwvemnony was pitoted with 15 children in 2 combited kndergarmon
and firs-grode cdassraam. This classmom was i a public school i 2 low-o-
milkddle-income schoul distrivy,

[ the preschool study, children werd assessed on LU difforenc activitics
(srory telling, drawing, singing, Mmusic perceprion, cleative muvemsmt, social
onalysis, hypothests tsting, essembly, calculation and counting, and mum-
ber znd notational logic) as well ns the Sranford-Bine Incelligencc Scals,
Fourtl Edition. ‘To compare children's perfurmances norass eocl of de activ:
itbes, stemdurd deviabons wete caleuloned for ewc activies, Children whin
seared ong or more standsrd deviztions above the mean wete judged to
lhave & strength on that activity: dwss wha scored ong or more scandard
deviations Delow the mezn were considered o have a weakness on rha
activicy ‘This analysis revveales] thae these children did not perform ac the
sanie lowel aeross activides ond suggssted thot they dochave dlscinet inceibes-
tual profiles. OF the 20 children, L5 demonsitered a strengih on at least one
uctivity, and 12 children showed a weakness on cne or more sccivicies. n
conras, only ene child was idencified as having ne strengths or weaknesses,
angd bt seores ranged from —98 to + B7 standard deviarinns from the mean.

Thess resilts were rainforced by che tace that, for the most part, chil-
dren's peformances on the notivites were independens, Using Spearman
rantk-order correlations, only e number pcrivities, heth requiring logical-
mast hematical ingelligenee, proved significanty comekated with ane anodier
fr = T8, p = 011 In e other arcas, music and science, where there were
WO assessments, there weere no signilicant coreelations. Conceivably, this
jepult can he awribuced o the face thar the number activities, ol of which
irmvolved caloulation, shared mose features than the music activines [singing
and music pereeption} or the science petivities (hyporthesls-testng and
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mechanical skillj. OF eouese, the small sample dze alse may have contribaed
o the ahsence of powerful cormelations amaong measures.

A comparison of the Specrum and Stanford-Binet assessmenes revealed
a limiced relationship berween children’s performances oo these different
insroments, Spesrman rank-order correlations showed thar anly perform-
ances om the number actvites were significantly comelated with [Q) (dinosaur
game, r = 69, p < 003; bus game, r = 51, p < .04). Wirh its concentra-
tion om [ogical-rmathematls and linguisic =kills, one might have expected
a signtficant correlation with the Spectrum language activity as well.
Corcetvably, there was no significant cormelation because the Stanford-Biner
measures children's vocabubary and comprehension, whereas Spectrum meas-
ures kow children use language within a story-telling rask,

[it the second study, eight kindergartrers (four hoys and four girls) and
seven fist graders (five girls and two boys) were assessed on the seven
activities of the Modified Spectrum Field Inwentory (MSPFLY. This invenony
based on the acthvides developed for the vearlong Specorusm assessments of
preschoolers, consists of activites in the aeas of Janguage (storvioard],
numbers and logic {pus game), mechanics {assembly}, art (drawing}. music
{xylophone games), social analysis (classmom model), and movement [cre-
akive movemens). These assessments were adninisered in rwo 1-hour sessions,
Each activity was videotaped, and children were seared by owo independent
ohsetvers. Spearman rank-order cormeletions berween the scores of the owo
chservers ranged from B2 (language) ro 97 {an) and demonstrated the
imerraier reliability of these scores

Az in the fGest stedy, swengths and wesknesses were 2stimated vsing
smandard deviations. Unlike the findings from the earlier study. however,
thege vesuls revealed that some children performed quive well and odhers
performed guite poorly acrass many of the rorivices. 1t appears that the
small semple size and widz age ranges mey have coawributed o chis result,
Of the fve first-grade girls, none demaonstraled 5 weakness in any ares; all
showed art leest one strength, with one girl baving streigths in six of tee seven
arzas. The two Bizt-grade boys showed no strengths, and both demansmared
weaknesses in three areas. OF the kindergarmers, anly two showed any
strengrhs, with &ll but one of the other children showing at least one weak-
ness. Quite possibly, these resuls reflect differences In developmental level,
and perhaps gender differences as well, that did not obtain in the preschosl
sample and thet may have overpowered certain individual differences. It &
alen concervable thar a more extended cxposure b, &nd graater familiarizy
with, the Spetirus marerials and activides, 21 in the yearlong Specioim pro-
gram, may have made the individual differences among younger children
mare vidlhle

Manerheless, an examination of children’s ranks en each of the acvities
revesied a more complex plerure, Although the first-grade girs dominaned
the rankings. all but e children in the sampls were ranked among the top
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flwe i1 o bt o corasion. Al bud one child alse seored in e Bonzoom fve
il least one activity, Consicdesed i iy way, children 2id exthubar relasive
strengling and wenknesses across the seven achivities,

Tos eleteretiine whethor or not performance on one activiie was independ-
enc of perfarmnnee on the ol activires, we standardized each of the
seoared wieh o mean = O amed stondird devimion = 1 (Sarcker, 198 and pet-
formed Speacmiack rank-order corelations. Becauss ol the superion perform-
ance of the frstgrade girls, the petformances of kindergortners and fizst
wraders were conputed separately. Considenaion of the kindergmtners
atone revealed anly one corrcladon, between art and social analyia, char
appraiched significance (r = 66, p < 071 for the sample of first graders,
including the “high scoring gifs, thwere were 4 number of signitivant e
Inrions: [anguage and assembly (r = 77, p < 04}, language and oumbers
fr— AL p < £E271, movement and social analysis (r = 77, pos U4 and
awsmeribly and auwmbess (¢ = 70, p = 034).

With e exvepticn of the perfurmonce of the: first graders in the seeond
study, these resubis ane reasomably consistent with the cliitns of M1 Theory
For younger chiklmen, performances o the Spectium aetivicies were largely
indepondent, relardve sirenghs st weaknesses were uncovered, and chere
wins 0 gignificam correlation berssen preschonkers porformances oo the
Specirum soivities and dwe Srandord-Hinct i ooe of the 1w s where i
wialld b expecred. Further investigatons nead 1o be conducted o csmblish
norme, 10 idemify strengthes ond wenknesses comsistenily, and o examine
fully the affects of age and goender on the Spretrum activities.

Conclusion

tn thiz cxcay, we have sketched the backyround and the major oiafms of a
new apprisch wothe eonceptualizaton and sssessment of human el
wenee. P loeih in 1983, the theory of muliple inellizences s inspired a
rumher of Tesewrch-nnd develupmen projects thar are taking place
seheals vanging feom prescioe throngh high school. Untl now, our fugu
buis Ballen largely on the development of irsouments thiat s asgesd sieengihs
and weakmesses 0 an " meeligence-Fuir™ way ‘Fhis research-and-development
praocess s proved time consuming and costly, The mersures mgs invalhe
materials chet ane upprﬂlillg el Familion vy childeem; chere is listle e
deni fsl developing scoring systems that go bevond linguistic and legieal erl-
corin: and matcrlils approprlate for ane age group, gender, or sncial class
iy Tt [k aprapriate for athers. OF course, it should be recalled that hupe
amonnts of ume and money have alrsdy been invested in standand psyecho-
metrie insruments, whose limatagicns have become increasingly svidel in
ICCETI YERTS,



$2d  Phlbamsphilcal, Seclological and Prycholegical Theorier of Learming

Cnce zdequare marerials have been developed, it becomes possible 1o
begin o address some of the theoretical claims that grow out of M1 Theory
W have presented here sgme preluninary fndings from one of our carren:
projects. These resulrs give some suppart 1 tie majot claims of the theory,
Enasmiueh & children ranging in &g from 3 to 7 do exhibit profiles of rela-
tive strengrh and weakneds. A the same fme, even these preliminary data
indicare that the fingl stery on Multiple Incclligences may muom ow te be
more complen than we envisioned. Thus, the rather differemt profile of
resitlts cblained with our two young populatons indieares that, in future
resenrci, we muit pay choser attention to three facis: {a) the developmen-
wel approprizreness of the mareriaiz; (b) the social dlass background, which
ey well exert an influence on a child's abificy and willingness to engage with
diverse mareriais; and (o) the exacr deplaymant of the Spectrum marerials and
assessment instruments In the classreom.

Sathe aritics have suggested thar M1 Theory cannot be dizcanfirtned. The
preliminary resules presented here indicate some of the wavs in which i
central claims can indeed be challenged, If furure assessments do nor reveal
srengiths and weaknesses within & populaton, if performances on differont
activities prove to be systemanieally correlated, and if constructs (end Instr-
menssi lke the 1) explain the prepondarance of the vanange on activities
configured to tzp specific intelligences, then MI Theery will have 1o be
revamped. Even so, the goal of detecting distinetive human strengths, and
using them as a basis for engagement and leaming, may prove 1o be worth-
while, irrespective of the seientfic fete of the theary
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Culture, Mind, and Education

Jeromne Brumer

of 1t Bumnan ated s the deckdes sines the cogmtive sevnfution, These

changes, it now seems cledt in cetrospect, grew o of s sorikingly
divergent vanceptions shour how mind works, The fisst of ihese was the
hvporhosis that mind could be voncemeed as a cnmpaational device, This
Wias or A new dea, bt it bl bren powerdully recoreeireed 1l nowly
advanced compuaationn] sciences. The other was the propesal thar mind s
bt consticuned by anid pealized i thae wse of human culiise, The v views
lesl e wery Gfferent concepdons of the nature of meind fiself. and of how
mind should be cubiivated, Bach led its adheients o follge disdoenvely il
farent srrategies of inguiry abour how s Fanctions amd abour bow it
ntight be improved rhrowgh “educitien®,

The first or connpuearional view i concermed with information procesaing:
brows fndte. codel, unambiguous Informating nbout the waorld is inserthed,
soneed, sored, collated, reaieved, and generally managed By o compito-
tiomiel alevice. Iv okes informarion g ite given. ag soothing olreidy sonlsd
in relation o some preasisting, rule-bound codu 1hit maps cnie staces of die
sk | ! This so-called e ll-formoedaess” 15 both 1ts nn;_'ngl;_h angd iy xhrr-
vuming, a5 we shall sce. Far dhwe provess of knowing i3 wften messier, more
Trstight with ambigidey than sach a view allsws

Compurationa | sedence mukes interesting gemeral claims aboul the von-
duet of wchieation? though it is sl unclesr what specific lesans i hos o

Funrl:mwm-ll chinges have been allering conceptions abeu the nature

Source: e Uiluee of ddwcoion {Cambridege, Sis. Harvard Univelsdy Puss, 19985,
[STERCEL R



L& Phllesophical, Sodoleglcal and Peychologlcad Theorles of Learning

teach the educator There is a widespread and not unreassnable belwef that
we sfrondd be shle to disoover something about how o teach human beings
mate effeciively from knowlng bow o program computers effectively One
can scarcely doubt, for example, that computers provide a leamer with power-
fitl ards in mastering bodies of knowledge, particularly if the knowledge in
question is well defined. A wellprogrammed computer s espedally useful for
rakdng ower tasks chat, ac lest, can be declared “unfic for Buman peoduction”.
FOr cOMpLteTs arg faster, mare orderly, leas fAtF:] in termemnbring, and do not
ger bared, And of courss, {7 i revealing of our own minds and our human
situation 1o ask what things we do beter or worse than Our SETVEMNE COMPAILEEL

It is considerably mote uncerain whether, in any deep sensz, the tasks
of @ reacher can be “handed over” 1o & compurer, #ven the most “responsne”
one that can be theoretically envisioned. Which is not bo say thar a suirabiy
programmed compister rannoT lighten a reacher’s load by aking over some of
the roufines that cluteer the process of instruction. But thae is not the issue.
After all, books came 1o serve such @ funcilon after Guienberg's discovery
mede them widaly available,

The isue, rathar is whether the computational view of mind self offers
at adeguate emouigh view about how mind werks 0 guide our efforts in toy-
ing to “aducate™ it. It is & fubtde question. For in comain respects, "how the
mind works” ks self dependent on the wols ar i dispesal. “How the haomd
works," for example, cannot be fully appreciaced vnless one alzo rakes into
account whether it s equipped with a screwdciver, a pair of scssors, or a
laser-beam guan. And by the same token, the sysrematic historian’s “mingd”
works differently from the mind of the classic “teller of tales” with his stock
of combinable myth-like modules, S0, In 8 senss, the mere existence of
eompurarional deviees (and & theery of compuration ahour thelr mode of
operatng) can (and doubdess willy deange owr minds aboar how “mind”
whorks, just g6 the baok did

This brmgs us directiy 10 the second approach w the nature of mind -
call it cufruralism. 1t tzkes its inspiration from the evolwbonzry fact thal
mind cosld nor exist zave for cultuee. For the evolucion of the bominsd mind
is linked ro the development ef a way of life where “realiny” is represented
by a symbolism shared by members of a eulrorsl commundry in whick o
tecluical-social way of life is boch organdzed and constroed in terms of thar
symbolism. This symbolic mode is not only shared by 2 commuznin Buar con-
served, elaborated, and passed on to succeeding genetations who, by virtue
of this trensmission, contnue to maintain te culture's idendor and way of
Hfe.

Culoure in this sense i5 syperargunic * But it shapes the minds of individuals
as wiell, 1z indlvidual expression inheres in reaning maoking, assigning mean-
ings to things in differsnt settings on particular gocasions. Meaning making
prrelves situaring encountars with the wotld i their appropoate cultucal
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comteXis in order 1o kngw "what they ave about.,” Althougly meanings are “in
the mind,” thay have their origing and their significance in the cukture in
wihtich they are ceeated. It is this cultural siluaredness of meanings that
amsures their negotiabilioy and, viimarely, their conmunicabliicy. Whether
Sprivate meaningy” exid i§ hol this poing what is imponant & that meanings
provide @ bask for culteral exchange. On this view, knowing and commun:.
catirg are in their natre highly interdependent, indecd virtually inscpara-
ble, Bor bowever much the individual may scem o opersts on his or Per awn
in carcying our the quest for meanimygs, nobody can do it unaided by the cul-
cure’s symbalic systems [0 is coleune thar provides the wals for ceganizing
and underskanding our worlds b communicable ways. The distnctive fea-
wiee of humarn evoluton s thot oind cvolved in 2 faghion thay enables
humen beings (o utillze the wogls of coloure, Withous thoss wobs, whether
symballe or mucerisl, man iz noc a "naked ape” bus an empoy abstoract:on,

Cuelvrs, then, though el man-made, boc forme and mekes posible
the workings of a distinctively human mind. i rhis view, learning and think-
ing are always sieated n & culurel seecing and alwiys depondent upon he
utilization of ewkrurai resources,® Even Individiezl variaion in v nacuse and
use of mind can be atrributed o the varked opportunities thar diffecen cul-
rurul sewings provide. though these are no the only source of varsiton in
memal functioniog.

Like its computationitl cousin, cirlivralism secks to bring sogether insights
fioam pepcholagy, anthropodogy linguisties, and 1he human selences generally,
in order to reformulate a model of ming, Bur the two du s for redically dil
fevent purposes. Computationelisin, 1o 108 great eredir, is inrerested in any
and all ways in which Information is erganized and wsed — information 10
the well-formed and finite sense mentioned earlier, regardless of the guise
in which information processing is realized. In this broad sense, i recog:
nizes no discplinary bounderies, not even the beundary berween human
antl non-hurtan functoning. Culturalism, on the ocher hand. concentrates
exchusively on how Buman beings in cultcal communities creane and wansform
meanings.

[ want oo 501 forth some principal meuls of the culbaral appreach and
explore how these relare to educaticn, But lefore toening to thar fommida-
ble task, [ need first to dispel the shibboleth of o nevessery contradicrion
berween culturalism and cempuratisnalism, For | think the spparent conte-
dictson is fused o8 mizunderstonding, one that leads o gross and necdless
aver-dramatization. Obvioushy the approaches ace very dilferent, and their
{deeogical overspil] may indeed overwhelm us if we do not take care b dis-
ringuish them clearly. For it swrely mamners idenlogically what kind of
"model” of the human mind one embraces.” Indeed. the model of mind o
which cne adhcres even shapes the *folk pedagogy’™ of schoolroom pracrice,
ax we shall see in che following chaper. Mind as squated oo e power of
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asgocianon @nd habit formation privilegss “dnil” as the frue pedagogy, whike
mind taken as the capacity for reflection and discowrse on the namure of nec-
esgary muths favores the Socratic dialogue. And each of these i3 linked o our
concention of the ideal society and che idenl cilzen.

Yer in faet, nelther compurstcnalism nor culturalizm s sa linked o
particular models of mind as te be shackied in particular pedagogies. Their
difference s of quite & diffeient kind. L2t me oy 1o sketch i,

The objective of computationalism i to devise a formal redescription of
any and all funetioning systems that manage the fow of well-formed informa-
tom. It soeks o do s in a way that produces foreseeabls, systematc out-
comes. One such gystem (s the human mind. But thoughshil computationalism
does nor propose that mind i@ lixe scme pardeular “campurer” thar needs o
be “programened” in a particular way 0 order o operace systematically o
“effidentdy™ What it argues, rathes, it thar any ard all systems thar process
information mast be governed by specifiable “tules” oo proceduses that gov-
ern what o do with inputs. 18 matters not whether it s a nenvous system or the
genstc apparatus thar takes mstruoton from DA and then reproduces later
generadons, or whatever This is the ideal of Arrificial Ineelligence, so-cailed.
“Real minds” are describable in rerms of the same Al generalzation = systoms
governed by gpecifieble rules for managing tw llow of coded informarion,

But, 15 already noted, the sules common 10 all information svsterms do
not cover the messy, ambiguous, and conext-Fensitive processes af meaning
making, a form of ity in which e construction of highly “hazey” and
mMetaphoric Category systens is just ag notable as the wie of specfizble cates
gobes for sorting inputs in a way o yizld comprehensible cutputs. Some
comptarkcnalists, convinced A priori that even meaning making can e reduced
o AT specificacicns, are perperually e work orping 1o prave that the messi-
ness of meaning making is not beyond their reach.? The complex “universal
emoddels” they propose are sometimes halfjokingly referred o by them as
"TCOEs," an acronym for “riecnes of sveryihing, ™ But though they have not
evEn SHme Al 1o succeoding and, as many believe, will probably mever
principle succeed, their effores nonetheless are interesting For the lighe they
ahed on the divide betwees meaning making end informacon processing.

The difficuly chese computatlonaliss encounter Inheres in the kinds of
“rules” or opecations that are possible in computedon. Al of them, as we
kmowy, musr be fpecifiabie in advance, must be free of amblguity, and sc on.
They must, in their ensemble, slee be computaionally consisten:, which
means thar while aperatioos may alter with fesdback [eom prior results, the
alterations must also adhere to a consistent, preamranged systemascity
Computat:onel roles may be conttngent, but they canniod ehcompass unfoie-
secable contingencies. Thus Hamdet cannot {in Al} reaze Polonius with
ambiguous banter abous “vonder 2loud shaped like 8 carmel, nay ‘tis backad
like a weasz),” in the hope thar his banter might evoke gullt and aome ell-
rale knowledgs abowt the death of Hamla's father.
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i is precisely this clarity, this preficedness of categories that impases the
must severe fimlc on compucationalism as & medium in which to frame o
model uf mind. Bur once this limitation is recognized, the alleged death
struggle between cultwalism and compacationalism evaperames, Tor the
mezning making of the culturalist, unlike the informacion processing of the
compatationalist, Is in principle inerpretive. fraught with ambiguivy, sensi-
live to the occasion, wdd oficn after the face. 3 “il-formed procedures™ are
like “mamicns” rather then like fully speciiabbe rules.'? But they are hardly
unprineipled. Racher, twy are the stuff of hermeneurics, sn intethectual pur-
auit v less disciplined for it failuze to produse the click-cleat outpas of 3
computaticoaal exercise, Its model case is text interpretation. In inrerpreting
4 bexi, the meamng of 8 part depends upon a byporhesis sbout te mean-:
igs of e whole, whose meaning in turm is basced upom ene's Judgment of
meanings of the parts that compase it But, 15 we shall have many occasions
to see it the following chapeers, a wide swach of the human culioral coter-
prise depends vnaor it Wor i ic clear that e infamous “hermeneutic cecle”
deserves the knocks it gets from those in search of clarity and cevtainty: Afrer
all, ir lies at the heart of meaning making.

Hermenszucic meening making and well-formed information processing
are incommensurate, Their incommensuerablling can be made evident even in
a simphe example. Ay inpl to & compuntiunal SYstem must, of course, be
encoded in o specifiable way thar Jewves no room for ambiguiny: What hap-
petis, then, B (as in human swaning making) an inpue needs 10 be encoded
accerding o the context in which it ks encountersd? Lex me give a homely
examiple involving language, since so muel of mearing making Invelves lan-
wuape. Say the inpus inte the sysiem is the word cloud. Shadl it be tnben i fts
*metecilungical” sensc, its “mental condition™ sensz, ot i some oer wav?
Nowy, it is easy {indeed pecessary) to provide a compuranions! device with a
"lagk-wp” lesicen that prowides shernative sonses of clowd. Any dictionary can
di i Bur oo determine which sense jo sppeoptiate for a particular conoest, the
compuiational device would 2lso need a way of encoding and interpreting all
compexis in which the word cloud mighy appear. Thar would then Teguire
the compurer 1 have 2 look-up list for all possible contexts, 8 "conoexricon.”
But while there are a finite number of words, thers ave an infinite number of
contexts in which particular words might appear. Encoding the conrexr wf
Hamiet's livtle riddle abrat “yonder clond” would ablmest cerainly escape the
powers of 1he bear “contexticen” rme could Irmiggine!

There is no decislon procedure known thar could resclve the questien
whethet te Incommensuraldlity between cubturalist's meaning making and
computarionalism's information proegssing could ever be overceme. Yer, fur
all that, the two have o kinship that is difficelt t ignove, Tor onee meanings
are established, i s their formalization inco a well-Formed category sysrem
that can be managed by computatonal rubes, Obviously one luses the sub-
thety ol context dependency und tmeraphor in doing so: clowds would have to
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pass tests of outh functionality to get into rhe play: But then again, *formal-
ization' in schenoe consksts of just such manewvers: treadng an array of for-
malized und operatdonalized meanings “as i they weera fit for compaication.
Eventually we come to believe the sciemtific terms acrually were bon and
grew that wey: decontextualized, disembigueted, totally “lookuppable’.

There i3 equally puzeling commeroe i the other direction. For we are
often forced to interpret the cutput of a computation in ooder to “make
somme Sense™ of it = that 15, to figuve our whar it “means.” This “search for the
meaning” of final sutpues has always been cusomary in statistice procedores
such as focter enalysis whese che associatien betwesn different “varinbles,”
dizcovered by sratlsnical manipulation, nesded o be (neerpreted hermeneu-
decally i vrder 1o “make senge.” The same problem & encounteied when
Investigators use the compacational option of pacallel processing o disoover
the associaticn berween a set of coded inputs. The final putput of such par-
allel processing similarly needs jnrerpretecion m be rendered meaningtul.
So there iz plainly some complementacy reledenship between what the
computatonalise I opving to explain and what the cuimaraliss = oying o
interpret, @ relationship thar has tong puzzled students of epistemology!!

For now it guffices to say thar In an undertaking = inherently reflexive
aid complicated as characterzing “how cur minds work” or how they mighs
be made ro work better, there is surely room for two perspectives on the
mature of kricwing, 12 Mor is there any demenstrable reason to suppose dhat
without a single and legitimately “true” way of knowing the warld, we could
only slide helplessly down the =slippery slope thar lends o reladvism, It is
surely as “rue” m say thar Buclid’s theorems are computable as o say, with
the pout, that “Euclid alone has looked on beaury bare.”

T begin with, if a8 cheory of ming i 10 be imeresting educationally,
should contain some speafications for for at least implxations bearing on)
how s functioning can be improved or alter=d m sone sighificant wav. Afl-
er-nene and once-for-ail theorizs of mind are not educationally interesting.
More specifically, educedonally interesting theories of mind conmin specif-
cations of some kind about the “resources” required for a mind o operate
effecrively These include not only instrumenral resources (like mental
“woels™), but also sewings or condidons reguired for effective operations -
amything from feedbsck within cettain time lomits v, say, Feedom foom
sress of fTom excessive uniformits Without specification of resources and
sentings required, a cheory of wand 5 all “mside-out” and of limited applica-
bility to education. It becomes interesting onky when it becomes more
“onside-in," indicating the kind of world needed o make bt possible o use
mind {or hean!} effectively - what kinds of symbol systems, whar xinds of
accounts of e past, what arts and sciences, and 50 on. The approach of
computationalism te ecucatlon tends to be inside-aut - theugh it smuyggles
the world meo the mind by inscribing bics of it in memory, as with our ear-
lier dicrionary example, and then reies on “look-up” routines. Culvaralism
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i% nucl moce ouiside-ine and alibeugh it may contein specifications abous
meatn] operaclons qo ipea. a3 1 were, chey are aor as binding 3, s, die G-
mal requirement of comgucalidling Fur he apgeroach of the conpuintienalis
L endiicitiiog i dewdewid Dovmd by the eonstrsiot of compuiabilioe — thart is.
whatever oty are cttered to pund must be operable by 2 computacional
duvice.

YWhen one actially examines how computationatiemy has appycached
educitional issues, there seem oo be Lheee differsm siydes, The first of these
comsksrs o Trestuting” clissicnl theories of tenching or learning in a com-
putable foum. But while some choriey i goined i so doing (for eximpls, in
lrcaninng amidguilios). oo much is gained by way of power. Ol wine does
mey mpruve much fur bemg poured snto differencly shaped borcdes. even i
the glass is clearer [he classic reply, of eourse, is dhar 2 compurable refor-
mulazipn viells “surpliy imsewht.” Yet “aysociocion theors”™ for example, has
gone through suecessive translations from Aristorle o Locke o Bavioy oo
Clark Hull withowt much surplus ydebd, Sooone is justifulsly impatient witl
new cluimsa for veiled versions of the samee - as with many so-culled PP
“leaening models, ™

Bun in fac, compucatamaliszm con and does do hener thao thac, Trs sec-
wnd apprusich begins with o vich descrplion ur protocol of what sccually
wanspites when smmicbody scs oue o sabve a paticular peoden or masct
o particular by of kpowledae. 1t then seeks o redeseribe what has been
ubsereed in stricr eompurational terms. [n whar order, for example, doos 2
subjoes ask far Infoimation, whs cosfuses Tm. whio kinds of hypatheses
dugs b enterrain? This approach shen ssks what might be going on compu-
ratronaily in devices el oporate ihat way, lon instance, ke he subjec’s
“pmind . From thies i osceks oo refininalate a plan alisut os o earnen of
this kil mixhi be helped - again within fimocs of computabibity John Bruer's
intercering book is 4 nice cxample of whar can be galaed Trom 1his Tresh
nppriach, 15

B ehere is an even mote inceresting chird route thar cempuoratnnallses
soanerimes folos The work of Amscme Kamllof-SmithY provides an
enample if taken in conjunsticn with some alemac compurational ideas. Al
comples “adaptive” computavional prosvams invelwe redescribing the nue-
put wf prior gperationa inoader Bgh e reduge ther complexity and o
impreeee thewr “fir” to an adaptation critenion, That is what "adapuve” moans:
reducing prior complexitics o achiove greawr “finmess” o o criteion. ™ An
exnmple will belp Karmilof-Smith netes thae when we go abour sobving
porticilar problema. snv Janguage aoquisition. we characterlscleally “wurn
arpnaned” an il resulis of a procedone than bas worked Jocally and oy o
redeseribe i in more weneral. simplified cerme, We say for example, " put
an ¢ au vhe and of thas newen we plarslioe ic by aloun doing the sieme for el
mpunst” When dhe new mule Fuls to pluraliae woenen, the loamner may
gencrate some addivwons] ones, Eveniwally, he ends up with o more or bee
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adequate rule for pluralizing, with only a few odd “exceptions™ left over 1o
be handbed by rote. Mo that in each step of this process that Karmiloff-
Smith calls “redescription,” the leamer “goes mets,” considering how he is
tivinking a3 well as what e & thinking about, This iz the hallmark of
“memesgnibdon,” a topik of possionare interest among peycholosists — but
alsa among compurackonal selentises.

That is to say, the rule of redescription is a fearore of ail complex “adap-
Live” pomputaticn, bot in the present instance, i is also a genuinely inger-
esting pspehoiegical phenomenon. Thiz is the rare music of an overlap
between different Belds of inguiry — if the overlap turns ow 6o be fertile, 5o,
REDESCRIBE, a TOE.like ruje for adaptive computational syscems that also
happens ta be a good rule in human problem solving, may tuen o = be a
“new fronter” And the new Tenter may oum out o be pext door m educa-
tional practiee 17

Ga the compurzdonalis's approach o education seems o [ake three
forms ag noted. The first reformulztes old theodes of learning (or teacking,
o whatever) in computable form [n the hope that the reformulation will
yield surplus power. The second analyzes rich protocols and applies the appa-
ratys of companenional thepry be them to digeern beger what might be going
on comguatianally. Then it trhes to fgure out how the preeess can be helped,
This, in effect, 15 whar Mewell, Shaw, and Simon did in thelr work on the
Ceneral Problem Solver, '™ and whar is currently being done tn studies of
how "novices™ become “axpers,™? Finally there is the happy Foruity where
a ceniral computational idea, like "redescription,” seems o map directly onto
acentral idea in cognitive theory, like “metacognition.”

The cultoralist approaches educatzon in a very different way. Calturalism
takes ag its frst premise that education is noc pn iklgpd, but part of the con-
tinane of culture. It azks Arst what fucton "education” secees in the culture
ang what tode it plays in the lwes of those whe operare within i, 115 next
question might be why education is situated in the culture ad it 18, and how
this placement reflects the distribudon of power, stams, and other benefits,
Inevitably, and wvirtually from the start, culnralism also asks abour the
enabling rezources made availabie o people to cope, and what portion of
thase resources i= made available through “sducation,” institutionally con-
ceived. And it will constantly be concetred with constraine: imposed on the
process of education — exczmel ones like the orgenizadon of schools and
dasseooms ot the recruftment of feachers, and ibsernal ones ke the nau-
ral or impesed disTribution of native endowment, for narive endowment
may be as much affected by the accessibilicy of symbolic systems as by the
distribution of genes.

Culturalistn task = a double ope, On the “macre” side, 1t bocks at the
cutture 25 a sysrem of valyes, rights, exchanges, obligations, opponunites,
pewer, On the “mdcro” side, ir examines how the demands of a cultural sys-
tem affec those wha must aperare within it. (e thar lateer spidr, i€ concen-
trates on how individual humaen beings construct “realitics” and meanings
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that adap chem o the system, st wha personil cosr, with what wapocted
outenmes. While culturalism ienplics no particular view concerming inbwren:
mychobiningicnl comsteaints thar sffeer huinon hmo ey, particubidy
iweanling making, it usaslly takes such cosirains o1 grmted and considers
fow ey are sanaged By the culrure and its iesticured educatinnal aystem,

Although vulraralism is fr from compuiativnalism and is consirints, i
hias no dlitfieulry incorperacng its insights - wich one excepeion. It obvinusly
canmut rulc oud processes (elaging o homan TRELILnE making, however
muzh Uiey de nol meee the tes of corpaiabiline as seotlany i canne
and does nnt rule oar subjectvin: and it role o oalteee. indesd, 2z we shall
see, ks much concerned with intersulbrectivity - hew huasins come 1o kv
“each mher's minds” (n bob there senees, culteradivm is 1o be connted
amany the “scienyes of the subpective,” And, in consequense, § shalf ofisn
refer to it as dhe “culeral pavchwlogieal” approach, or simplY a8 “culéural
Faycheluie” For all that it embraces the subjective in its purview snd refors
often o the “construction of realine” culrural psychology surely dues not
il ol “reabity” in any omological scnse. It arguer (on cpistemylogical
grounds) thar “exrernal’ or “objective” reality can orly be kapwn by Lhe
prepertics of mind andd che symbel systeas on which mlvd celies, !

A Lina) poine relates o the pluce of emurion and fewding. It is often £a.d
thae all “cownitive payehuloge” even its culural version. neglects or even
ignowed vhe place of these fnche ife of mind, Buc it is meither neceesnry chat
s be s non, at |2ast W my view, 13 it so, Why shoald an weees in LURENi-
tinm priciude feeling and emotion®! Surcly emoticns and Foslings ure rep-
resanted in the processes of mesning kg und I onr consteutions of
realivs. Whether one adopts the Zajone view thal emotioh is o diroet and
unmediated responic 1o the world with subseguent cognirive COMARLBEETE,
or the Tz View chat eruition requires pricr cognitive miceoee. ir i3 sl
“theere,” srill o be roekoned with 2 And, particulirly in daaling with the role
ot sehools in “sell™ constrwetion. it is very much a pan of sducasion.

Motes

L. Thotagh | use the capressian "l compuintiel wewe” ther: an in faa s sych mod.
vls, ane hased spon e ks of the oirel as o s of compuraingal devices s
e i parallel i withowt henefie of 0 oe el prenceRsig syste, the wiher on the e
ot 2 cenieal pracessing o that enntrols e sogeetial order of compurstioral spor
Atwirs chas mon by pesmarenes e aehives solucians us peerkdar pralibems, Thougl: the
dffervies benween those peo immlels are profaund in sy ways - frrticalerly in
vhier coneepiiens of the nede of “rnonaling” ad "coperiones” = thae defermer nosd
R CEMEEEn us. Gompare, fn ceample, Dokl B Humielliarg and Jomes i, MeCleilnad,
L. Panelhe! Edsr Bt e I"zln-.w'l:ﬁ. Evpleraricns i e Micrestncioer G 1 ogmitive,
virls, | dnel 2 Leamchrihye, Mosi.: MIT Press, 19860, with Philip M. Johnsan-Laigd, e
Cranmider atd fhe Al dpprodnclice e Cogimttee Scwence (Cnambridge, Mok
Harvued Liniversity Pross, 16088,
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Vertical and Horizontal Discourse:
An Essay

Bosit arnstain

Introduction

the present analysis. Up to the PO80, the worl was dirernad to an s der

standing of different principles of pedagoyic ansmissicn s acqulsiten,
their gereraiing contexts and change. Thess principles were conceprualised
# code modalities. However what was mansmiteed was nov in el
analysed apart from the clasificndon and framing of che cateyories of the
curmicubum. in ehe mid- L9805, what wes rransmiited became the focus of e
anabvsis (Bernstein, 19861, A wheary of the consmruction of pedagegic dis-
colrie, its disoibutive, recontextuabisiog amd svaleaiive mles, and their
suvial basls, was developed: the pedagemac device, Huwever, the furms of the
discourses, e the inrernal peincples of their construction and dheir social
base, were taken for granted and not ataheed, Thus, there was an analysis
uf modalities of elyborited codes and their generaring social contexis, snd
an analysis uf the constrocrion of pedagogse discourse which the modalitics
of elaborated codey pre-suppesed, bur no analysls of the discourses subject
o pedagogic ransformation.

This analysis will presceed by disdnguishing berween twy fundamental
forms uf discaurse which have been subject to much comparisen and contras,
The two forins nre gencrally seen as opposition| tather than complemeniary.

I: rtight be useful 1o recall the development of ihe work that [oads up tw

Fowrce: Britich Journal 6f Tockedomy of Foucnian, 20F (1999 1571735,
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Tabix |
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[ndeed, one form is ofizn seen as the destruction of the other Sometimes
one form is ssen, essentially, as a wrltten farm: and the other as an oral farm.
Boundizu refers ro these forms in terms of the Fuicdon o which they give
rise; ane form coeating syrmibolic, the other praciical mastery, Habermas sees
@ ferm as constructing what he calls the ‘lfe world' of the individual and
the other as the source of instrumentz] mdonaline Giddens, following
Habermaes, zees onz discursve form as the basis for constructing what he
talls ‘expert sysems’. These ‘expert sysems’ l2ad to & disembedding of indi
viduals from their local experfental world, whith is consmucted by a diffcrent
form. Underlying these contrasts of opposiions &5 a mmplex muld-layered
sitisture of pairs operating at different levels of individual and socel experi-
ence (Tahle DL,

Although eany one avther may single out ons pair of contrasts from che
get in Table | (not exhaustive}, the remainder of the set, like the nine-tenths
ol an iceberg, Jurk invisible below the surfaee of the rewt,

In the educarional field, one form is sometimes refered to as school(ed)
knovwledge and the ether as everyday common-sense inowledge, or 'official
and ‘local’ knowledge, These contrasts are often ideologically positioned
and receive different svaluations, One form becomes the means whereby a
dominant group is said o impose isell upon a dominaced growp and fune
tions o sllemce and exclude the voice of this group. The excluded voice is
then sransfermed into a leent pedagogls voice of unrecognised potertial,

To my mind, much of the werk generating these opposidons homogenises
these discursive forms o that they take on stereotypical forms whare their
differences or similarities are emphagisad, € s oor urusoal for one fom o
bx remanticised as a medium celshrating what the ather form has lost.

What | shall attempt here is to produce a language of deseriprion which
produces greater differemtiztion within and benween these forms, and
explores the soclal basis of this differentiation. This will involve using yer
another g2t of descripeors with [nternal sub-divisions. The justificatien lor
¥er another kinguage can only be whether, on the ane hand, its use enables
a more productive, & more general perspective, and an the other, whether it
l#ags to new research possibilitios and interpretations.
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Vertical and Horizontal Discourses

T begin, 1 shall distnguish benween a vertical discourse’ and a “hovizoneal
disgmonrse’, and give briel defindions which will be developed larer These
defimitions will ke forms of knowledge' as critecia, Different forms of
knowledge will be pealised in the nwo discourses.

Horizontal Discourse

We are all aware and use a fom of kocwhedge, usually oepified as evecwduy
ur ‘commonesanse’ knowledae, Common becavse sll, porenciaily or acroally,
have swcess to it commen becouse it apples 1o adl, and common because ic
has a comrnon history in the scnsc of arising ot of common problems of bv-
ing and dving. This form has a gyoup of well-krown features: it is likeh 1o be
urah, logal, coniess dependent and specific, tooit, multi-layersd. and conta-
dictory pevoss buk net within coniexts. Howewer, from the poing of view i be
caken here, the eroclal featire 13 thal i i segmenially orgunized. By seomen-
1al. 1 ain referring to the sites of realisacion of this discowse, The realisatian
of this dizcowrse vares with the way the culture seamens 2nd specinkises
activicies and pracibces. The knowledis s segmentally  Eifferentiaoed,
Because the discourse i horizontal 1t docs noc mean that akl segments have
cgual impartance, clearly soue will e wnore smiportone thin others. | shall
canttae (hiz harlzontal discosrse with what [ shall call 8 vertical discourse.

Vertical Discourse

Briefly, & verticah discowrse takes the foom of 3 coberent, explicit and svs-
remnecicaily principled siructare, hiermrchiclly organised, as in che sciences,
af il tahes the form of & senes of specinlised languages with specialised
mades of intermegacion and specialised eriveris for the preduction and circo-
Iation of X, as in the seckl scivnoes and humanices.

1 want Birgt of all oo raise (he quescon of how knowedse ciroulares in
these two discourses, Lo the case oF vertical discourse, thove are areong dis
rribunive oules repulating access, regulating iransmission and regulaving
evaluation. Cicculatien s occomplished usvally duougiy explicic forms of
recoextvalisinyg affecting distribudon in cerms ol fime, space and &eoore, |
attt et here concerned with the arenas and agents mvelved in these cegu-
larioms. Basteally, cirvualation s secomplished through explicy revontextual-
igation und evaluation, motivated by srong distributive procedurcs. Bul
fowe does knowledge cicculate in the cise of horizontal diseoure, wheps
there s Linle sysiemaric otganising principle: and thevefiae only mcit 1econ-
westualsingt OF coucse, in borigontal discourse there are Harributive mules
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vegulacing the cirenlarion of knowledse, bebaviour and expectations acoord-
ing o statusspositlen, Such disteBurtive rales soucrure and specialise social
relarions, prochces and their contexts. But fow is new knowledge freed
freom the bocal coneexs and Jocal agents of its epactment, and how doss it
regin 1o cirgubate? In crder to answer this questton, | wish b sharpsn and
delimit the definmtivn of horlzonial discourss:

A howizonnal discourse entails 2 setof scrategies which are local, segmen-
sally organlsed, context specific and dependent, for maximising snoeun-
=y with persons and habitars.

Wich this definltion in mind, 1 wish to consider & Hetidous cormumunity apss-
ating only with herizontal diseourse, Here a distinetion cen be made
berween the set of soategies any one individual possesses and their anadogic
potential for rontesxtual manster, and the toral sets of strategies possessed by
all members of this copnmunity, | shall vse the remm ‘ropertoire” to refer o
the sex of strategies and their analogic porential possessed by any one indi-
vidual, and the rerm “reservair’ oo refer o me total of sets and L porenrial
of the community as a whole, Thus, the reperroire of each member of the
commtmiTy will have & commen nucleus but there will be differences between
the reperioires. There will be differsnces between the repenoires because of
differences berereen the members arising out of differences in membes
contexts and actvities, and their associated issties. Now it {5 possible to ask
abeur the releoion benween resarvair nd repermire? What is the regulation
on the relarion berween reservoir and repercadre? Or whar (s the relation
berween the porentind and the actual practice of & member? How do new
strategies cireulate?

Claarly, the more members are iselated or excluded from esch oder, the
wreaker the social bzse for the developarent of either repertoms or freservolr,
If thers is po be a development of elther repermire gr reservpiy, tis devel-
opment will depend upen how socal relationships are structured. The
greatar the redueton of izoladon and exclusion, the greeter the social poren-
dal for the eirculation of strategies, of procedures, and their ‘exchange’.
Usnder these conditlons, there can be an expansion of both repertoire and
reservoir. The exchenge of straregies will affect e analegical potencial of
anv one repertcdie, Under thess conditions, the relation berween a mem-
ber's actual and petencial practice becomres dynamic. Consider & situation
where one small-holder meets another and tomplains that whet hey/she had
done every year with greet suocess, chis year falled completely The oter
savs that when this has happened, hesshe finds thar this “works'. Ha/she
then outlines the successfl soramegy. Wow any cestriction o circulacion and
exchange reduces effectiveness, Any restriction speclalizes, classifies and
privanses kmowiedge, Smatification procedures produce distributive rules
which comtrol the Bow of procedures fiom 1eservoir 10 fepetoire, Thus,
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barh vertical and horizonel disoourses are !Eklﬂ_‘l_r' [ QPEry e with diete fburive
rules thar set up positions of detence and challenge,

Frown Uhe fdealisarion comstructed. o 1§ possible 1o see the ines-relations
botween horizonial discourse wnil e struccoring of sovial nelations. The
stoeturing f the soeial ielatienships geneses e forms of discourse bu
R uisoourse i O i5 Struciuring a foum of consciusness, s cuntexrual
mode of shenmikm and realisaton, and mutivates fomms of sociul sulidsoly
Heristntal discourse, i s acglisitioa, becomes che majo cultorml relay §
shall tow enssider briefly the meodle of sequiglion, 1 shall proposs that e
renle af nequisition s created by the form taken by Uhie pedagedy, Al the
pedayegic Inerveniions. in o, are A funedcen of e ditferen knowledges”
required to e acquited. These knowledges' are elared pot by inegsation
of thuir meanings by some eo-adinaning prnciphe, e dhirough the metional
relaricns of segments or contests e e evervday lite, [0 then follows rhat
wital 3% acguisel ifouee segmenr of cantest. and hes 0 is peguirod. oy
bear ne relasives v what is acpuited v how if is aequired in ancden scgment
w contoxn Temrming low to te up eme's shovs Bears nopelasion 1o how
v the lavatory eotrectly These comperences ane segmentally relareck. They
arc mw refatod by any principle moogiating sheir apecitic acyuisilicnl
“krwowledige”. | have called the form ol this pedagogy ‘segmental”. Later, | will
distinguish this segmentil pedagogy and the segmental knowledges' ar lit
eracies! 2! i which it gives rise, from the inaricional pedugogy of vorowal
ulisearrse,

The seamental orgomisuben of the knowledges of horizontal diseounse:
fends e segmientally seracriret weopisiticna. T e @ ne nestssary velacion
Betvrzen whod s Joorned bn ohee different segmusns, Furtheimore, as e guist-
sinn mrises fTom discrete seemens, pedagagic peactice way well vary with
the segment. Thus, sionular segments souss social prowps/classes may differ
iy e codle wesdaliny pesulariceg acquisetion. O toe pot o acsonlior way, verti-
cal discourse may regulace more smgments of aoquisition in one socind groups
cluss than another, anc 1his entails o different mede of keemng and conexd
mamazetentl | am here enntresiing 1 segmenna | pediagogic conel with
an institutienal or nfflelal pedagegic ool

Segmenal pedogoy 3 usualiy ciiried cu in face-wo-face relazions wid
a strony affective loading as in the family. peer group or lacal community.
The pedagogy may be tevilly mansmitted by modelliog, by shewing or by
explicit medes. Uulike efficial ur mstitutienal pedagegy, 1he pedagogle process
anay be o longer Lhan the conrext or segment in which it is enacied. The
melagony 13 cxhavsted in the conext of its cnborment, or & repeated il
the parficulsr cenvpetence i acyuirel: lerning o dress, rumiing orends,
combting chamge, ncldressing chiterens individuils. using a welephone, selec
ing a videw. The segmenial pedigegios of the peer group may well depend
senngly on mudelling/showing. [n general, the wmphasis of the scgneoitil
podigzogy of horizontal discourses is dirsced towards soguinng a commen
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competenee Father than a geaded perfarmancelt], Clearly, enmperitive rala-
tions may well develop, as in the peer group, on the bagis of these common
COMpIBTICes,

Thus, [n the cage of horizental discourte, its ‘knowledpes”, compeiences
and liveracies are segmental. They are contextually speciiic and ‘context
dependent’, embedded in on-geing practicss, usually with strong affective
Ineding, and directed towards specific, immediate goals, highly relevant o
the wcquirer in the conrexs of hiz/her Hfe. The activation of the learning
sraregies may require the features of the original segment. Where these fea-
mres are abseqt, the learning sorategics may not be demonsrared. Segmental
compeiences literacies are culturally locafised, evoked by contexts whose
reading is unproblematic, Although the competerces/litzmcies are Incallsed,
they do not necessarily give rise to highly coded inflexible practices, Indeed,
any one individual may build up an sutensive repertoire of stracegies which
can be varied according to the contingencies of the context or sagment. (As
1 have propesed earlier, any indnidual reperioire may depend on it relaton
1o the reservair of the greup.) From the point of view of amy one indiidual
wperating within herizontal discowrse, there is not necessarily one and only
e correct strategy relevant to s particular conex (see note 2), Horlzontal
discourse relayed through a segmentl pedagogy fadiitates the development
of & repertoire of strategies of cperational fnowled ges' activated in conraxes
whose reading Is unprobiemarie,

[ few wish b0 tum ta verrical discaurse which, it will be remembered, has
pwi formie: one (s a covherent, explictt and systemaricaily principled structure,
hieracchically arganised; and the second rakes e form of o serics of spe-
cialised languages with speclalied modes of interregation, specialised criteria
far tie production and crculadon of texts, e.g, the namral sciences, human-
icies and social seiences, In the cass of aby verocal discourse, this, undike hos-
izontal discaurss, is not a segmentally arganised discourse, The intesTation
of & vertical dizeourse I3 not ibegration at the level of the relation between
sepments/oontents &6 in horizonral discourse, bur inregration at the level of
meanings. Vemical discourse consists not of culturally specialised segmenes,
bur af specialised symbelic simactures of explicic knewledpe. The procedures
of vertical digeourse are then Linked, oot by contexts, hotizontally, bat the pro-
codures are linked o other procedures hiecarchically, The instirtional or
official pedegogy of vertical discourse is not consumed a; the poinz of its con-
rextval delivery, but is an on going process in extended time.

The seclal units of acquisicien of this pedagogy (that of a vertical dis-
course) have a differen: erbirary base 1o the arbitrary base of de social
units of the pedagogy of hortzontal discourse. The social unics of the pada-
gogy of vertical discourse are consmucied, evaluated end distributed o Jif-
ferant groups and individuals, structured in time and space by ‘principles’ of
recontextualising. We heve comtext specificzy thropgh ‘segmentadon’ [n
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hsrizental discourse, b context specidelty through recontesiunlisatisn in
vertical disveursc. Boh discourses, vervival angd horizontal, have an anbd-
tracy pedagognc base. The arbil rary of buth discourses 15 constructed by dis-
trilastive Tules regulacing the ciroulorion of the discourses. The podagagy su
far 35 summarised o ihe comemporary vonwexe in abla T3,

The [anguage of descripon § have developed bas exnmined the opposi-
tiuns thar began rthis paper aod kas tluminzced their inoenal strocioees, wod
ins the case of hurizomal discowrses, it sucial base, soguisiiion mege and form
of koowledge, However, il thas language 1 hisve developed was limited ooly
I gUeh @ contest then it woukl only produce the homogenising which 1
argued underpinned the oppusitions. 1 wrnt now o cxamine in mone detail
vernicyl discourse, The way forward has already been sdumbirabed by the
distincuion bevecsn the ditfenin madslivies of knowledge of werieal dis
conrss, These modalities will be conceprualised as “hderarchical know ledge
srctures’ and “horizontal knewwledge suuciures’.

Bricfly, o hicvarchizal knowledbge strocrure” loales ke the followimng:

This form of knowledge attempes fo creabe very gencral propositicns and
theories, which integrare knowbedge an lower fevels, and in shis way shows
underlying uniformities acrass an expanding munge of sppeconcly difforon
phenumznal*l. Hiersirchica| knowledge stnctunes appear, By thelr wsers. o
be meotivated towards greaner and greaier integraing propesicions, eperatling
Al more and muore absirac Jewels, Thus, 3t could be sid thar hicrarchical
kiaw bdge stracrures are produced by an ‘integiating code.

In coemirast, horizontal kKnowledge strueturas consist of 0 seres of spe-
ciallsed languages with specialised odes of interrogacion and criceniz fo:
thee corstruntion and circalaion of rexrs, Thus, any ong of the specialised
diveiplines within the form of 4 horzontal koewledge sroouee found witin
the humanitics and social scicoees can be viswally ponrayed as:

AR o i e Bl 1 S
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Thus, m the case of English literature, the languages would be the spe-
cialisec languages of criricism; in Philosophy, the various languages of this
made of inguiry; and in Sociology on which we shell focos, the languages
refes, for exampie, 1o funcricoalism, posc-strucoaralism, post-modemism,
Kamxism, erc. The Jamer are the broad Hnguste categoches and within them
are the idiclects [theoriesy of partcular favoured or originating rpeakers,
Horizontal knowledge strectures, wnlike hierarchical knowledpe siriuctires,
which are basesd oo integrating codes, are based wpon collection or serial
codes; iptegration of lnguage in ene case and accumuladen of languages
ity the ather

It s ineeTesting 1o inguire whar counts a3 & development of hierarchical
knowledpe sructures and of horlzonol knowledge stroctures. [n che eage of
hierarchical knowledge sructures, developmen is seen as the development
of theory, which is more general, more inteprating, than previous theory. lo
the case of horizontal knowiedge swuctures, 1his criteria, as we shall see,
camaok apply it candiet apply bécwuse the set of languages which consttube
any one horizoeatal kmowledge structure e not manskatable, since they
make differem and ofien opposing assumpeions, with esch lanpuage having
its owmn criteria foc legitimate texts, whar counis as evidence and what counts
a5 legifimate guestions of & legitimate preblemacic, Indeed, the speakers of
each language become as specialized and as excluding as the langugge. Their
capital is bound up with the lsnguage ard, thersfore, defernce of and chal-
fenge of other languagss, i (niringic oo 4 horizontal knowledge sorocture, &
pacticular fizld is construcred by the intermal characrerisrics of a horizonoal
knowledge crocrure, Thus, the inrernnl chacscieristics and exmermal feld
amplify the serial character of a korizontal knowledge structure !,

Development, in the case of a horizomal knowledge structure, cannet be
& function of the greassr genemlity and integradng prapenty of the know.
ledge beceuse, as has been shown, such developments simply are not possi-
be In the ease of o horizontal Jmowledge soucture. So what eounes as
develgpment? [ suggess that whar counts as development is the introdustion
of 2 new [anguape. A new language offers the possibility of a fresh perepective,
a mew sct of questions, a new ser of connecrions, and an appareidy new
peablemariz, and mes? importantly a mew set of speakers. This new language
iz likely to be taken up by che vounger speskers of the particulat horizontal
kmowledge structurel?), This new languapge can then be used to challenge
the bigemeny and legitimacy of more senior speakers. The lamer may he cut
uff from acquiring the new language because of rruined incapactny arising
out of previous language acguisition, and a reduced incentive, aising out of
the loss of their cwn position,

Weow o narn kietarchical knowledge structures. [noa way, the oppozition
betyreen cheories in hierarchical knowledge stracrures is analogous o the
appositions berween knglages in a herdzomtal knowledge structures, bur it
would be a misteke 10 view this Amiiaricy as indicating no difference berwesn
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these knowledge struetures. Opposition bonween theores i lerazchical
knawledge strocires 13 plaved out if arremprs oo tetute positions where
pomibls. or e incorpoTate them in more general proposiTione. AT Ssme point,
simelimes fater than seoner beciuse of special investments, o choice is
posstble provided the 1ssue can be setzhed by empirical procedures. However,
ik b cotirasting case of & horizomtal knowledge structuze within the social
sebenees (for sxample. socviclegy, which | have in mind here and carlies),
neicher of these possibilicles are possible bocae the discreteness of the lan.
guagcs defy ineorporatians imo o mome genersl lnnguage, Tndeed, bugic inoo
the constougtion of tThe nguage bere ig the protection of s discreteness, s
strategies of apparenl uniguencss, s non-wanslaability, and v essenial
narcissismn. korivadons under this discurzive raginie are uemnted ni speakings
acquiringsdeveloplng the hegeronic hnygaage or iy chaflenge or murketing
m new lungnage.

Hortzontal Knowledge Structures:
Strong and Weak Grammars

I wish now te Lum areenmia o3 Esses ansicg oun of poguisidon and 1 have in
mimed, a5 before. sociology. One of the problems of acquiring 3 herizonial
knowlodge structure o2 e range of Lunguages whinch hive to be managed.
each having irs ewn procsdures. [t might be usefal here w make a distinetion
within horizoneal knowledge stucmures, distingnishing tose whod languages
hiave an explicn conecepoual synoax capable of ‘relacively’ precize empiricat
descripuions andsor of generating fermal modelling of empirical relacions.
Irem those languiges where these poavers gre much weaken The femer |
will ¢all stiong grammars and the ladgter weakh grammars. It & impoctiai e
add here that 'strong’ and Sweak’ miust e pndemsioakl i reliative withuin hoo-
womtitl kipwrbedyge strucmores, From this point of view, economics, linguisccs
amdl et of peychology would be examples of scroag grammar Marhermatics
woulid also be considered a horizontal knowlodge structure as it ennsiss of o
sot of discrete languages, o panscular problems. Thus, mathemaries anxl
Tngic woubd be regardes] as pussessing the suongest goammers, altbough
ihess lanjruages, for the maost part. de not have empirical refetents nor are
ey designed o saishy empicwal crvenn, Framples of weak grammars
woansld L sociobogy, soeinl anthropology, and cultural stedics,

The smong grommers of horfzoncal knowledge stmsetures (excluding
mathematics and logic) ofien achieve their power by rigorious restrictions on
thee ampirical phanogmens they sddress. For exzumple, the formal precision of
vrapslfoemation grammar anses out of the cxelusion of meaning from its com-
cemne: whereas Elalliday's systemic funeeimal grasmar addresses meanings
as the fumdamenial foeoas of the stammar and is 4 much less tidv system.
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Following these distinctions within horizonzal knowledge soucrures, |
can rewrn 1o issues of acquisition. In the case of hierarchize! knowledge
structures, the aoguirer does mot have the problem of knowing whether
shehe is speaking physics or writing physics, only the problemn of correor
uzage. The strong grammar visibly anncunces whas it is. For the acquirer,
the passage from cne theory m another does nod signal & braak in the lan-
guages il is simply an extension of its explinatory/descriptive powers,
However, if the social scienges are considersd, then problems of acquisicen
artse particularly where the grammar is weeh, The scquirer may weil be
omdous whether he/she is really speaking or writing sociclogy, In thess con-
didems, ir is likely that canonical names will be a useful resource. Later, the
names witl be associated with lenguages or, in some cases, the lnguage will
come before the exemplars, Thus, managing names ard languages together
with their criticisms becomas both the mancer of wansmiszsion and scoquisd
riom, There i, however, a prior issue, Because a horizontal knowledpe struc-
ture congists of an amay of languages, any one ransmission necessarnly
enzails some sebection, end some privileging within the ser recontextunlised
for the ransmission of the horizontal knowledge structune. The sodial basis
of the principle of this recontextualising indicanes whess ‘social’ is speaking,
The sociai basis of tee principde of the recontexrualising construets the per-
spective of the honizontal knowiedge soruetore, Whose perspective is it?
Hew is i genereted and legrtimated? | szy that this prindple is social to indi-
cate that chioice heare is oot rationat in rhe senge that it is based on the “tath’
of one of the specialised languages. For each language reveals some 'fruth’,
although to 4 great extens, this paroel ‘oudh’ i incommensurate and lan-
guage sperilic. The dominan; perspective within any mansmission may be a
Functon of the power relatons among the teachers, or of pressurs from
groups of acguirers, o, pardoularly roday, & function of indirect and direa
external pressures of the macket or the S iself. Thus, & perspective becomes
the principle of the recontexruslisation which construss the horizootal
knowiedge sorzciure 12 be acquired. Alse, behind the perspective is a posi-
tion in 8 celevant intellectual fiekds arens,

At the level of the acguirer, this nvisible pespectve, the principle of
recodbertualisation strecturing the anpsmission, is expecred o become how
the acquirer reads, evaluams and creapes (exs. A “gake’ had m be soquired,
i, a partlcular mode of recognising and cealising what counts ag an
‘authente seciotngical reafing! =,

Perhaps this is why the acquirer hags such difficulty in recognising what
he/she is speaking or writing, for w knew is o ‘geee’, And this (5, | suspect,
& tacit ransmigsion: to be ingide the specialised languzge probably reguirss
oral iranslissicn; the experience of a social interactional relatonship with
those who possess the ‘gaze’, [ am not suggesting for one moment that this
component doed o factlisste soquisition of a hierarchical knowledge strie-
ture, only thar ‘gaze’ i nor orucial o the acquisidon, Here, whae i imprrtant
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in amatering the procedures of investigaton and insmuments of ebservalion
ang urderstamding the theory, developing the imaginmive potential of the
language comes much lieee if ac all, Hlowover, woek in @ labuatery does ns
proveed mily by o mechanical regulacioe of the procedures, Measurement is
the resulr of semething prior o measurement, And a compenent of tha
smwething b= @ developed s2nse of the potentlal of a phesomencn arising our
of pace.

Fasically, i the case of & hiecarchical knowledge sovcoore, in the emed, i
is the theory that counts and © couns both for s imagginstive conceprual
provectinn and che empirical power of the projection, Clearly, acquisition of
i higrarchival knewledge soiciure alin may invehe acquisiton of a per.
spective; a petspective thae o liersrchionl mowledge soructune s the only
atwd sole pathway v trurh’. T provedures are the enly valid way o ‘muth’
Where chicdcy of theory is pessible. such chaive mey well have 2 soclal bass.
Indeed, in areas of bigdegy, a% in the vase of the nawre/nurore isiue, the
soclal hase 0f choive 15 often revealed. MNer dees my posivion Jeqy that any
rane: hierarchical knowledge structure may eneail o pringiple of recontexiial-
isarinn for s ransmision wideh i@ induenced by che inferosts of parteular
reachers on by cxtemal prossures, These interests may weil relate o advanc.
ing social, econcmiy snd colreral capital o siaply survival, Bur the recog-
seitduz ared construcnon of legitimare weas inoa hicnarchical knowledge
strocture s mueh less peoblacsatic, much less a tacin process tian o the case
of a haorizenial knowledge structure, particulardy hose with weak gram-
imars. 1 the Jurcer ease, what counts in ihe eoed Is she speciatised languags,
It pusithin, Jis perspective, the aomuirer’s ‘gaze’, mcher than any one cxem-
lary theary (although the exemplary cheory may be the originater of the
limguizzic pasiticn). n the Gase of bonzonat kncwhedge srmoctures, especially
theose with weak grammars, “truth’ is 2 maer of acquiced gaze'; po-one can
e eyeiess im this Gaza.

There is u resemblunce, ac a fairly abswact level, between horizomal
knowledge stroctures, partoutacty amd especinlly of the weak mamimar
muehality, and the henzoontal discuwse | discussed ar the beginning of dis
paper These two forms share some common features: bod ace horfzontally
orgarised, b are semul, both are scgmented, [n boh, the contents ane
volutile. In the case of horizonal dscotrse, volutilite refers t the reforoms
of ghis discoarae, and in the ense of horizontal knowledge structures, espe-
clilly of the weak grammar modaling volatilicy vefers 1o dlitions aod emis-
sivnf of the specialised fanguages of w particwlar hotizonal kmesledye
structure. Perhaps theve s @ deeper esemblance, Acquisiton of burizonoml
diszoaiese 15 o tach acquigtinn of o particelar view of coltursl realitles, or
rother of & way ol replising these rcafities. The ‘way” asell s embedded in
the uniry lasent i the commextual sepmentation of this discourse. The way’
may e lkened 1 the ‘gare’ 8s it beromes aceive in the sxperisnoe and on-
guing practices of the speakera. This s similar o the ‘zaze” embedded in the
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acquisition of te specialised languages of 2 honizontal knowledge smucture
with & week grammar

To recoup, the ponmrast herween hietarchiral knowledge screctares and
horizontal knowdedge struetures les in the fight for linguistic hegemony”
and frs aequired ‘gaze’ within @ horizonte! knowledge structure, and the
competition for “integration of principles' of for ferthering, ov for challeng-
iy, such invegration in the case of hicrarchical knowlsdge stroctures. The
fight for linguistic hegemony and the competition for, or to further, imegra-
tion Ay well share rommon field strategies, but the issues are differen?)
Ir is, cherefore, imtportant 1o telate the sxremnal condidons of che conrexy of
the fieldssrena to the interne! conditions of the discourse, Separation of Deld
from discovrse may well diston analysis. Indeed, from the poit of view
1aken nere, field and discourse are intez-related and inter-dependent.

Horizontal Knowledge Structures: Changes and Orientations

The serialley of horizontal knowledge struemires may vary as between those
with a strong grammar and those with & weak grammar The number of lat-
guages internal to any horizontal knowledge siructare may be fewer in the
cese of o stoong grammat than the nimber incemal o o hevizontal koo
ledge Fructure with a weak grammar This raises the queston a3 e wherher
the serial organizanon and e variations are ntemal o the phenomena
stugdied. Broadly speaking, all the specialised knowledges of hernzontal
lmowledge strucnares from the social sciences to the humanities address
human behaviour, conduct or practice in eng fom or another What iz of
interest is that those imowledges produced by particulat methodalogical
procedurss (the sockal seiences) share a similer linguistic orzanisation o the
hurnanities, the disciplines of which sperare quite differenty as a group and
differ within that growp. |1 therefore seems it what, on che contrary, has
i be accounced for, is the shape of hierarchical knowledge sructures,
Clearly, this 3 wot 3 function of 45 methods &5 the spcial sciences <laim th
in the mos: part they operate with similar metheds, Popper insisted thar dhere
were no differences benween the social and natural scienees, and thar differ-
ences in the phenomena studied were irrelevant ro the guestion of dhe sta-
tus of the knowledge, The status is 8 funcricn of methade, But | have shiwn
rhat, far the most part, thene is a common metiod in ohe sooal sciences; a
commaon methed but an orgenisation of knowledpe similar to that of the
numarnities,

A% a first epproach oo this similarity it might be useful to fook ar changes
in the deveiopment of specialised languages across rime. Tt might be useful
o plar the increase in the number of languages, for exampls, in sociclegy
fctods Hme to see whether the rage of increase is linked 10 2 particular period
of socieial development or change. Cenainly, the numb=sr of praclconers
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gk in ehe soeinl schemees has incremsed enormausly oot the past 40 yoars.
[0 is alse she pericd of she greaest econemic, coloural and weehelogical
elinge, passible since wdosoialisacion. Conainly, in sociobgy and. T sus
pew, i oucher social sciences wod the homaninies, beere Do Deen s nreise
e b e ol langueges and provedures of inguicy: [t has been noted thar
e ritunl of the gencrations provides a dynamiec of imellectual change.
Howrdicu (V9ES, 193] sees hes i Tuantion ol new class habitmses entesd ng
a particular fiedd, B che inerease in numbers, the riowils of the gencrations.
e mew Rabluses oie the resourves. perfiops the secessary conditions. bt
i b sullicient condinfons, o esploin Changes in langaages, [ s possible
char e anuuages of horizona knowledge souctures, cepectally thase of
the social scienves, have an inbuile redendancy They could he called rezo
spective languingzes, They point o the past and the begenomic coneeprgal
rilatinis they gessrste hove thar past embedded in them. Thus, cheir
descTiprions prosuppose what kas been. Bur vader condivanns of rpul social
change, what is o0 be deserilod i oot deseribiable or s only inadegoarely
desciibatele i o reimspective Ssngoage, This fuels the fighs far lingnisric
Eresgnioany weithin o szl epowledue spucruraeg!

Bt why sre toxe languages wichin borzontal knswledge suruciures rewmn
spoerive? Wehy iz the past prowered an we contiuons brogmine? | chink i s
necessirk here lo relum o herizonta) disecurse. As others bave also nored,
the eoncributors o arironial knowledge strecoures havse no means of s
lating 1hweit comsructions from their experience constructed b hirizomial
discanerse. The congriburors cantol chisth Bevond the sensibility which ini-
vty Fermacel thens, & seasibiluy ernbedded inoa knowledye sonaccure and on
an expericntial base, bocal m v amd spiace, The specialised Janguigos 1ba
the speatiers therefnee construct are embedded in projections trian the pusl,
What of the furure? Langunge again limits quch propctions, hat language,
here, as a femas sol of ernbingtory Tules. This finite sot af rules b ped e
tially capalde of genernting 0 othee rule spscems: coiseguen by, lngonge 1s
SHLAHIE SYSEET ANk OpCnE e way oa wiiverse of potencial funires, A che
level of sprakers, Janguage cocaes reflew ive Teadlack rom an-gomng expert:
ence mnd praciiccs. The intruduces constiunt on the decenminasion of the
futtiie, Sl determinution weakens with the period of time eoigiled, Thus,
in the cnse of the sacfal sciences, their knoneledye struoures are likely to be
reospeetive wath resgeect 1o intelleemual oricnation and senstbilitg, aml
pestrivned with reterence o the time period of thedr fusure projections. There
in thaen Bl inte borizongsl knowledge siructures an inmemal obsolosoenen
ut the nguages.

TRs D twss pratenigel conseyguences, There s an cxpocisvion of ¢bange
which farlitates and begitimises arcemprs o add o the sxsung scoof lan-
gunges, [0 alsa encoueiges. @ o lower Iovel of descriprinn, sdwsynerane
tesmns; all have the poawer of naming and re-nating Furiheemore, the mone
vometporary e speeialised language, the Jess rerrspective i appears to
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b and the more is terms znd syntae, to some, ApPeAr b Create More relevant
descriptions. Such ¢osisequences are more prebahie in the case ef a hotlzon-
tal knowiledge soocture with a wesk grammar than im the case of a horigonzal
knowledpe stmicture wich 2 somong grammar. T wenbd expect then i hori-
zontal kmowledge structures with weak grammars, as a consegquence of their
aequisition, woubd generele speakers obsessed with isues of language, which
in rurm would serve to construct, destruct, affirm and so reproduce the posi-
tional siructure of 3 particutar intellectual field.

This chsession with languags is rransferred trough initiadon into 4 par-
tcular horzonial knowlsdge stroetere. The obsossive orleniation i partoy-
larly promounced where derivacions from rhe speciallsed language yield vezy
wenk powers of specific unambiguous, empirical descriptions. This disguises
any mismatch between the descriprion znd that which prompts it. Weak
powers of empirical descriptions remewve 4 cricial resource for either devel-
opment cf rejechion of & particuiar language and so centribute e s stabil
ity & & frazen form. Text books, particularly in the case of sodology, devate
litde space o repors of empidcal research in comparison (o e space
deveted to the speciaiised languages, their epistemologies and theic method-
clogtes {rather than methods).

In summary, horizontal knewledge strucnyres, especially and parsicularly
those with weak grammers as in some of the social sclences, give rise o
speakers obsessed with languages characterised by inherent chsclescence,
weak powers of empichcal deseripions and remparally retrospective.

This, oof eousse, is an imptied conmrast with hiecarchical knowiedye strac-
Tures, where it will be recalled that de omentaton is cowards the experi-
mental povential of & generzlising theory While the feld srraregies gypical
of horizontal knowledgs strustures may well be commen to any hierarchi-
£al knowledge stractures, sucvival of a thieory in the lamer case uldmarely
depends om its poweer to deliver the empirical expecretions, The obsoles-
cenee of theory in thiz disoourse is not becatise of inbudle absoleseence, but
because of 2 failure 1o meel empirleal expectations or its absorpaon into &
more general theory Although there may well be Feld sorategies to delay
failure, there are contexts within hiererchical xnowledge structures, with
characteristics and consequences possibly stmiler o the ‘naroral® st of
horizontal kmowledge soraemures, especially those with weak grammiars, This
is che case where thearies compede in a coniext where expenimental proce-
disres are not gvailable or inadequate. Such theories are usually at the sdge
or cver the edge of ‘established” knowledges, The plaustbilicy of these theories,
however, will draw on their relation to existing, mote esrablished theory in
that partcular feld.

Befgre turning to che relationships betwesn vertical discourses and hari-
zontal disoourees as these arise n educadon, it might be useful to produce
8 map of the discourses and knowledge smoctures [ have discussed (see
Table 113,
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In the Figere, @ level has been added. Within weak grammars of horzon-
tol krowledge structures, o distincrion bas been made i ternms of the man-
ner of their transmission and acquisition. Explicit mansmission refers ro 2
pedagogy witich mukes explicir {or actemps 10 make explicit) the principles,
procedures and texes o b acqulved. This is usually the wase with the sacial
srences and perhaps loss so for the homanities where the oansmission
tends to be move unplicic A gl ransoussien 15 one wheie showing or
runte|ling precedes ‘doing’. This is likeky to ocour with the icansmission of
vrafts. From chis point of view, a crafl i3 a medality of vertical discourse and
is charmcrerised a8 o horlzamal knowledge structure with weal grammar,
tacit nansmission. This knewledge stucture iz the noarest o horzoaeal dis.
ourie eMETYing s a specialised practice o satisly the materiel requiremens
of its segments.

Vertical and Horizontal Discourses im Education

As pad of the move w muke specialised knowledges mare acoessible o ehe
roung segments of horzental discourse are recomestualised and inscried
i the contenrs of schowl subjects, However, such meconoesruslisaden docs
not necessanily lead w more effecrive acquisitlon for the reasons alrendy
given. A scgmental competence, or segmentzl liveracy. scguired chrough
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horizoneal disvourse, may not be activated in irs official reconrextualising as
part of a vertical discourse, for space, rime, disposicion, sucial relation and
relevanee have sl changedt!. When segments of horizontal disoourse
kecome resolrces o facilitate access to vertical diseourse, such appropria-
tions are lisely w be mediated throtigh the distribugive rules of e school.
Recontextualising of ssqments is confined to partloular soclal groups, usually
the Jex able'. This move to use segments of horizontal discounse a6 resouroes
to facilitate access, usizally limired to the procedural o operatipnal level of
2 subgect, may alsa be linked to improving” the siudend's ability rw deal with
issues arising {or likely m arise} in the students' everyday world: issues of
health, wark, parenting, damestic skills, etc, Bere, access and reronresualized
relevancs meet, restricted 1o the level of srrategy or operatons derived [rom
hiorizantel discourse, Versicsl discourses are reduced 1o a sec of srategies to
become tesvurces for allezedly improving the & fectiveness of the repertoires
made available in herizontal discourse.

However, there may be anather motive, Hotizental discourse may be scen
a5 5 cruclal resource for pedagogls populism in the name of empowering or
unstloning voiees to combat the éhtism and alleged authoritarkanism of ver-
tical discourse. Here, students are affered an afficial voneext in which o speak
as they gpe thought to bes Spanetex (the sound-bite of ‘spontaneous et 112),
This move at the level of the schocl is parallelled by the confessionzl varrs-
tives of a variety of Feminist and Black studies in higher education. The ‘new’
ethnography celebrares horizontal discourse through extensive uge of quat-
iioms which serve gs axperiential ‘svidence 2. The ‘cthne’ is the unconsructad”
waced infapmant whet is missing is the ‘graphic’ (Moore B Muller, 1998],

From various points of views, some diametrically opposed, segments of
horizontal discourse are being inserred in verical discoume. However, thess
insertong are subject o dismbutive mubes, which sllocares these inssrtions
10 marginal knawledges and/o: social groups, This movement has been
Zepcribed and analysed by Mawon (1599} as a distursive shift in leginmation
from knowledge to knower

The shift 1 eguity from equality {of oppomunity) o recognitdon of
diversicyl 4 {of yoice) mey well be responsible for the colonfsation of vert-
cal discourse or the appropriation by vertleal dissourse of honzonial dis-
course, This, in turm, raises an interesting question of the implications for
equellty by the recognition and insttuticralisation of diversity. There may
e more al stake bere than i revealed by attacks on the so-celled Elitism,
authoritarianism, alienations of wervical discouwrss.

Conclusion
I this seovewliar wide-ranging paper, | began with a complaint that the con-

raets and oppositions betwesn specialist knowledge and everyday local
knowledges (as if the latter were not specialised) produced limiting, ofien
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homosenising, descriprions in which the social basis of thoge forms was
fnadequately comocptualised. 1 have wried 1w show hew by developing o more
syxrematic and general language of deseriprion, alleit s the cost of -
ducing a new conceptual vacabulary {an icony of this analysis), a mere gen-
eral amil celicnre perspective may be gained. Furthermore, the language of
degeriprion comalng within the analysis it generates, new research isswes
and re-pusitions soma present research, The analvsls which mhes a3 it paik
of depattuce the internal praperddes of foms of diseourse, reveals the iner-
dependence herween propertes Intemal go the discourse and the social con-
ress, field urena, in which they are ensoed and constinaced, Rriefy: ‘Tefarions
within' and ‘releticns w' should be wategeacsd in the analysiz, Contrases,
vatiations and relntionships in the form raken by differenr knowledges are
redated to the social contexes of thelr production, rransmission, aequisition
and ehange,

There ure wrher imptications of the analvsis, | have sefermed m che weitly
acyuired 'gaze’ of a horizostal knowledye snuctore by means of which the
acguirer leams how w recognise, cegard, realise and evaluae Jeginmuely
the phenomena of concern, This ‘gazc’ s a conseyguence of the perspecdve
vreated by the rocontextunlising princigls constructing and positioning e
ser of langeages of 8 particolar honzontal knowledge strucrere, ar privilag-
ing @ particuler danguage in che sor This m a consoious process giving dse
[0 a GRcic acorpistrion, bt there &, I sugeest, an unintended congequense of

aoquiring the see of languages of a horizonl knowledge sicucture. | cun
ilusurane this with my own discipline of seciolegy. The armay of specinliscd
languages which fmgment the experiencs of the acguives, and shateers any
sense of an underlying uaky, misy yot reverl the various ways the social is
imaged by the eomples projections arising ot of the relativnship between
individuals gnik groups, This dlverss imaging shows the poterriel of the
socttl inoaes differene modes of realisadon

Looking throuah the et of languages and ehwir frscrured eealites, forevey
Facing yeserday rather than a distanced womarmav, is racher like visiting o
gallety where paintings are in eandinuous motien, some being taken dawn,
aihers replecing and all in an wnfinished state. The Invisible energy st
ing this ivrvemens s changes in the landseapes sheady taken place or tok-
ing plice, some disfiguring, soie couding, some opening REW prodpecs.

Wex, [ suppose that the view would be markedly lproved if che disour-
sive ccuare of gravity shifted from che specialised Janguages o issues of
empirical description: a shift from comsirmeat o a Janguage oo dedication
to & problem and its viclssiudes. Litour makes a distinenon see aote 9)
petweeen scicnce and research. Scienoe rofoers to established canons, research
refers 1o & dynamic inter-actional peocess, In the ease of sociobogy and many
of its "ol the specialised longueages are the cquivalenr of science, Whir is
being advocaied here bs linguistic challenge by e dynamic interactional
process of research; nor @ displaccment, bun o re-positioning of the yoke of

speciutised languages.
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Motes

1] Dowling (1993, 1997} gives che following lst of authors whe conmast abarrao
thoughr with woaciere theughn: Berruceln, Bourdiew, Feucawlr, Freud, Lovi-Simus,
LewiBruhd, Loman, Lumi, Piager, Jehn-Bechel, Wogoasky, and Walkerdine: o which
he adds hls evn coowest, high dscursive sanuracon, low discursive saturation.
Dowiling (1957], & development of Dowling (1993}, anelyses what be desoribes ac
the Public Domain {the everyday world} conmaeed with the Esoteris Tormsin (spe-
cialised krowdedge srucnoresd, His anaiyvsis of the Public Domnin drws on Semstein
[155%, pp. 163 101). Dowling's major conaobuion 65 the constHsetion of & lnyoage
of desesipion of frvet powter rigour mnd pobenial ;ﬂ:.-.ru!ﬂ:,l; which he appllu w
marthemaricn! tentbooks wrimmen for srudents of different atsomed ability levels. FHe
shaveds suee afially bow the et cotistructed for these ‘ability levels' incorparer=, dif-
ferentinlly, fictitnal conteats and activ.des drawn From the Publie Domain in e ckas-
sificathen and framing of markemarical problers; theerred in such e way that the ow
ability" brxtbooks orient the student o a2 world of maeneal practlce and scuviy vo be
managed by restricted marhematicsl operations.

[2] it may be interesting to compare this discusston with that of Lave & ol [1984) and
Lave {1938). Cemma Moss's research {Moss, 1991, 1993, 159G, 1999] ¢a ndfermal
liveracies anel dheir relation 1o baomal gchooled |7eracies 15 of pardeolar inrerest as ahe
has developed an orgingl lsnguaye for thelr deseripdon and interprecarlan.

[3] For such differences see Berneein (1990, Chapraty 2 apd 3, Sge also Hensh (1984}
who | undérzand & noew aboe 10 publish s new editicn with an added epllogue: absa
Caliimg: (19990,

[4] Besnsteln [1996, Chapter 13 gives o detniled amalysis of differerces within and
between ‘performance’ and ‘comperence’ modes of padagozic oansmisson

[5] Thers it lkely t be mare than one mianghe in 8 hi=rarchical knmiﬁ]gg EHithare.
The madwanion is eewards mmanghes with the boadest base and the most powerful apex

(6] As languages are baved oft different, Uscally cppasing, eptsiemalogical/ideslogicaly
socipl amumpidons, the relatons benvesn them canhol be sswlad by empisieal
research. The relatkns can sniy be those of cotique. Bach spaciatised language, o
rather thesr sponsons and authors, may sccope the other of falluces of cmisian
andfor epistamological? ideological/vocial inadequecies of the aspumprons.

[7] Bourdiey mabes 2 similar polgt wish meference w0 both the fnesllecrual fiedd
(Hourdiey, 1934) and the cobooral fleld (Bourdiew, 19933 whare he sees change aris
ing ot of pew gppaking clags hablouses anterloy & Beld. Examples can be found i
Sodology (Gerfinkle =nd Marsons) and in Lingessies (Chomeky and Bloomfed), bur
I doute wherher this explanaton of chapge holds acrass hietanchicsl and hortzontal
krowiedgn scrucTuzes of nesessanily, withdn all horizenss! knowledge strocures.
Hewerer, it 8 porble, m the case of 3 horzoatal knowledge smucture where ther
iz an expanzion of access o Higher Education under comditiona af mpid social change
(aceess and change appear 10 g tegetherd, that rew suthors and their sponscrs of
new langimges appear, arising ot of cheir own history of such charge.

18] 1 believe ‘gare’ was Aese introdisced by Foucaodt (1976) in The Birth of the Clmic,
where it referred m the ‘medical gaze’ which sansfoaned the body into a positivist
akgect, Thae speciakised Enowledge selscted and constructed 3 particular obiec, on
the basis of recogniticn and realisadon procedures intecnal o the specialisadon of
chat knowledge. Dowling (19971 puts hic wn spin oo Foucpulls ‘guee’ with o owist
ol Bermstein {1986, 19596].

The gaze lghts upon external practicos which are recontextoalised by i
Recomtexmabiomg enmils the subardination o pardal subcrdination of the



"

BerrisLoin @ Wertlenl and Horipontal Dltcomrse I35

LSTRETICH L T R ELET TR By FERTN] g A (| 14 af priveices of ene acewity o the regala
tary pricwaple of sootler Abhagling, 197 po L3R5

We can say thot e gaee of sl mahs mecomesnaise shopring pracwes. (o
w0 sl shoppding & cemstinmed & o el of wiital poctkss. 1L ook el

Ciaga, il seems. is the meazvaror and shapor of the roconlexlualising process. Seowhal
BNk

e mefeEs poroas mteclomnsen which delecaies aend relorates, ibae s whach
recanregtwaliscs kleolugueal expresion onid Lonrens . The resule of ok recen.
iexruadisony, 15t subardinare che reconrexcuatsing idenlagy w the vegnlacsre
pricwiphes i the recosestualisiong idelugy.” Naovwluig, LT, 0 13080

... Clpay®
Mare carerele perlapes?

Tl wasrheizian = vivp ba- vm.'}mnﬁnd lew shisjapung b~ eamimgens apun 1
niylios Berpiraciog recegisivion and acalxacios i plieoliaz Geilagn sha
enchunse; the mathemane: sdng fo shat recdl sTaneaciion and se forth.
Thar % what § menn by g

Hu surely, whit s mews buene s i s specidised diseasirse most coatim featsres
which maky game' (rissible. However, the conditions bor gaze are nor wha gued!
i e st ve o o e sl pesaln” o thee peoamennalising piongipke, a pein

ciple which reenoves (de-locanes a discourse Troas g sEbsianize Wacice and can.
vt el re-fieases shag diseneseso soponding we o prisclples of selocoye e ordering
tind foewsing. Do this proces of Uee doecddoaiiog and ihe rescation o the origenal
alisceairae the sovial bogts of mx peacdee inclofing or powers redanen s remcved. I
the nrccess of the die and neFasa te soigmnl dissrse is sbjma i a madopms.
i awhivh tinziopms it fmom ancaaqunl practkoe wnoa wnual o1 innginnry subkeer
Frem thia point of vlew, ‘pa@ 1% nat o mechanise, hat i enddled in e oo
o the seopnesnaalising prumoagsde. The ‘mechanisny i mone Jikely ro be ke prna-
P o crleetian al @ ety ol irdsaction. This ey Jimplct orocxploct s the
muens wherehy a saocinlised dizcoursz is pedagogised The |".1|:1,'||_\ i ImsIacLinn
sefenit batly the teban el tlee spevialisesd dascouess and e nnalaliay of ies realise

tion, Ir gneles the reconeewiualising provess. 15 the madter 12 oo be presased further 1o
ask whan segulaies this o, the aunsees in B
ity ol dazsificacien and fandieg § - (% A2 P The reconteatuniising process, nan
lares the chenry o irscaaction inee @ spevilee pedegogie S,

Thix rather lengihy commeen i pecessary re diseniangle The e of ‘pave’ in s
1spe 10 3 s e pefie o R sceires or e U deaconrse oo B seagmed, The pod
fgeaic diseeaiss e Be soguired I conainicied by ihe MoGniesisalisitg procisd of e
pramsmie sy, which cremies oosgcdic auslaliy of ohe speciaiised bnowlslge o
B mansizined sl avguised. The acguirer ralcly os sooss 00 (e Fansminas
Jvrvriratuitbing prineiple bul ehis primepse o5 gy seassited amel o5 mvshhe sktive
in the dogusrer ns hisser game’ which snsbles The scquines, mempEecically o kb
Frocegnised ard pevaind, and evalzze grealee ) the phenomenn of legmmaee ceocem,
See awroon 1N [T and Secen CTPRSET Fatsan miakes a ocnesal dabinelion
lretveeen swiercs and reseunch and produces o eomplex desenpie of che iocaihle
werditnee al e el posesi e owhad rescech es conbedded, He argues ths
“trurh’” enzerges ot of the reinane weigl of mediommen: of opposers and alliners.
Hlenweesswei, Lawsti cewisicens thar tne “odese Cistitnom s arecppoed q_-gq:l:..il

i |- 4 ool -
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wate of pariBication by sepamaing natuee from soclety while imsibly colluding
with soviety through orovesees af medistien. T (5 eseantizlly o hvaeid. From chis
paint pf view, it does not make sense e ask any more where natue leaves off and
soiety beging, Cleacly, Uvere are ourcomes witere the dialecic of mediation b sis-
peradest and the bacde lres drawn elsewhere, Bar (e ourcome must work diseus-
elvely, 1. i has vo bear ne simply the weight of successfl medBnions, but work
rearce pectively with recpece (o the past and progpectively s a springbosrd o fur-
theer exploradons (see abso Nader (15590, For differen: views, see Waolpest (19923
and Barmes {1982,
Indeed, the Seoe of the relevance of the descaiptions of a particular specialized ian-
Zuoge ralses the even more conmoversial question abowt soclal change and o
namure. What chonges, whare, to whit sxtent, #hd with whal consequences cause
the alleged detctiptve inadequacy? In this vy, the demise o rse of a language
may be bound up with & theaty of saclal change which unlortunately again exists
enly it the plurakites of specizlised languages.
Conper & Dunne (1598) analysed nasiooal curnicedum mathematis e and
siowed social class differences on those exts whick incorposied segments from
hevizenal discowcse in the framing of dve questdon, Middle-dass sndenes ended 1
read Chese questions as calling har machematical poadples, {.a they [dencified these
questicng ag elemenss of the sehool's vertical discowse, Wity af al. (1994) showed
that when a schiool subpect drew extencively on segments of borizontal discourse, 25
inihe dveme 'Perpenal aml Social Edvesrion’, the rudenis &d not regard chip sub-
ject as ‘acadermuc, Le as & reallsaden of verdeal disousse, Lave ) al. (19847, 1o
thedr chaggic smody, gave an cxampbe of 1he lock of transfer of nrithmetic competenoe
from a shopplng contest o @ school comtexr. Thus, the (Aeoruniilin of egments of
hartzoetal dlesnurse by the school may Jead to soch contents being defined as poa-
pedogogic. Om the other hand, ransfers of apporenar cxnzetenoes from konizonial
disepdirar T the veriesl diseoere of the schon! may not ocour.
Interesting work remains o be done cramining the recantesivalising of soviab
anthropebogy, Mnguistics, history, litemtare/Eoglish o provide 2 legitimacion For
what is here called pedagogic populls;m. A Bvoused posiden in de 19708 of e
whood subjecy Eaghish; now a position strongly held in sime quasters in the IS4
wiih resgect o margicalised social groups.

| shiguldl moihe it quite clear it B is crgsial Gor studears oo know aod oo fael tha
they the esperierces which heve shaped them. and thelr modes of shawlng are
recognised, raspocied pod valued. Bur thle does nor mean that ehils exbmuss the ped
apogle encounre:, For to se= the pedagogic cooouater only in etms of o renge of
potential woices and thelr reladon o each other i oo ovoid the s of podagogy
isell] Le. the appropriate chacsificanion and faming madabing When this is coagid-
crid, Instiiutional. sucnurd and interscdonal featnres ane (noepraged in he analy-
sls. Necriaany redgireed {macerisl and symibolic) can be nsseszed o beraome the sie
for chaBlenge of whart is, and demands for whist should e
Soeany e of the Bntish Jowrnal of the Somology of Educarian for examples
An important discussion of the relagicn benvesn egquality and diversity it in Solsad
L15MT )
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Learning
Marilyn Strathern

Lkl resouTees 1o which the anifenpnlogisl retarns over and again, &

teeonrse (o stierches of Ui speat with acher people. {ver more dme,
this acknowlodgement of the inpur of tnformanis and interlocucors can wen
e sumething else: the work che anthropologis docs i svrihesiving or
amalysmg ficldwork materials begomes el 4 vetiels o mwemony. [0 offecr.
one may have fecowrse to steetches of thinking or workings-out. 5o [ find
myself drawing on understandings doveluged in ooc conees for use in
anurhot,

Eleno are i PIHT‘.‘IPLEH. prng.:n:ed less o case studies drawe Tmam Flrst.
hund encounoees shan a8 pleces of onalvsis. The seoond | heve used oo Fua-
ther diverse arguments, norally abour the sulficiency of knowledge as the
key 1o saformed consens in covtaln medical ssecings on, in conflil sesolution,
it the Failure of dialogoe meson eeallow parties @ appreciaeg the other's
paint of view, ang vecently along with the fest abowy the fainaee af (anthro-
peigival evidence 1 A comment i b order on that activine of revisicing
itself, Enr A Padlds the promise that in drawlng oo eorlier mements in che
unfilcing of dame cne might alss be hrning lessons. | mean this in the
sease of doving home o vonclusion or ensuring that vne does not chrow
away hard-won insighis, or indeed reviewing and revising them, Apoduer
pleee of wisthom lies in the conviction e vne goos on learning. Possibly,

1 have brought the cxamples wyether bocause of a corpin resonanee
botwreen tham, oesl beeause ench offers a way of ihinkmy through the nihee
i process | sen 50 powerfiel in anthropolugy's tse of analogies (e Mavrer

Cammnn .'lnllll'l.'li!l|11(,~'~:.;|':u|| wisdom has it chat fieldwaork offers intellec-

Sourre: Cotigoie of Authrmpology, 301 (2000): 1EF- 100,
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05). Indeed it may be that the analytical work in the first example con-
mibueed indirectly te wy elucidacion of the second, How much thinking 1
wias [n fact doing iz another matter. [ suspect [ have been less derermined
abous benrming than Stephan Feuchrwang.

Twa Analytical Momments

The First takes me back to Mt Hagen, Papua New Guinea, in the 1960s.
Somewhar eagerly embracing the then Administration's injunction that they
should “sit dewn' woder the law, people went beyond what the
Adminisration would have regarded as law and organized unofficial courts,
wiith self-appeinied, invariably maie, adjudicasors. It was an arena o which
women could bring complaints — and 1o which men conld brng wossen, A
surprising number of hearings concerned marital relations, though not =0
surprising in 2 situavon where marriages sustained alliances beoween men.
Vet women found it hard to ger their grievances teken &s grievances, Ofen
the (unofficial) cowrrs seemed ro be exacerbating rather than remedying the
prodalem, That was because of how they dealr with women gs judicial sub-
jeers: ir was chelr feefings that commanded artention,

There wes nothing peculiar o women in this; feelings offered a custency
to male polinics, massive warfare compensotions being made on the grounds
of assuaging (men's} anger or grief. The point is mor chat, when women
appeared before the unofficial courts, feelings showld be at issve, buil how
they were weated. A woman's emobional state was taken a5 a clue to her dis-
positicn or intentions (roman) (Sorathern, 1972: 210). indeed expressing
anger (popokld could lead her to be construed, by herself and others, as a
suffering subject. The stare of helng popol? (Strathern, 1968), that is, upser
or fruserated beceuse of a grievance agains another, evoked rhe sympathy
[kuersin) of ancestors, wha pul a person’s body inwe 8 sufering condition,
Ancestral sympathy could turn sour if persons ler their feelings get ow of
hand or were angry for o good cause, and with lethal consequences, urn-
ing poposd inte An instument of self-harm.

Whar the men of the court tred to fnd out was how o woman felt, in the
douhle sense of her stane of emetion znd her state of mind {was the, for
examphe, inment on diverce regardless?). For, as T came to work through my
materials, it seemed o me that i court adjpdicators could dacover the
waman's intentons, they did not have 1o dwell cn all che linle’ ressons for
the way she had acted or the grievances she aired; also unsurprisingly,
wiomen's ntractability emerged ax the root of many troubles.

#An appeal 1o disposidon or feeling looked like pothing less than a device
re avedd ralking about tight2 and wrongs, including confijcss of interest, and
this zpparent insighe of mine roloured my earlier account. While | fairly
quickly camwe re 2 conslusion abour "talk’ oftzn instigatng irs own civeuit of



Srraltiern o Laarnbg 41

intetnctien fwhen vk did pod selve’ contlicts bur reanslaced the ssue oo
annther registert, | held on oo the notion fha chere wis some kind of ick
being perpetraced on wemen who wanted o aer cheir grievances. Mow 1am
g 50 sune; cocent heldwork las raisod new questicns. sy event, o echo
Srephaan Feuchtwang, thac further conelusion wiss as much jwdyement obeus
v behaviowr of adjudicarors as analysls.

Chy the Faee el i, the secoml cose seems oy ke all sbous mechanisms to
help people voicy grisvaness < The grievanees came shrongh represcnrations
lrvarm growps seeking the cepamiatian of Buman remaios currend |y Ixdoe held
in mUs2wms. a0 a uime shen guidelines were being developed o change LK
Jegislatin =0 chat muscuns coudd relosse e holdings.

A Wocking Group nn Human Bensins OWGHR) at ones ceported o the
izsucs ar stake and was an wnofficial adjudicazor of them, soliciting com-
mentares beeh from seienhhc experss and tom commaenities wha bl
articutared their protese. The matorial in queston ranged fram skeleeal
piged 1o specetens of bone amd e Scientite islerést 1 soch materials
wae justifived Iy che madical infurmaion the remeine might vield as well as
by promise of infermanon sbouc humsn cyoluton: i1 was fcared that wich
repactiation knowledge would be low e e world. Socemems fronn che
ageneved, indygenous or Ficst Mations people i Austrabia, as well as
Tasmania, New dealand and North Amiceica, were pur side by side with 1he”
seieptific view, Indeecl, the repert was constructed in terms of & dialogus
borween twn sides cach wich Ios vicwpoine.

Lo s in thinkltg o all isenugh allerwards et | owas soruck 1o the
asswnp i chan bid guided our discussions, namely tThae each side woiild
atrempl o persuacle the other to see the force of its argument. Alchough se-
crliste weie inlerpoered 35 sxpems fepreseniing L interesis af universd
knoweledyge about che human condidon, while the First Nations peoples
apprared a3 reprosearacives of minnbiry anlesesnd, expert @ local tediticons,
the tinal reporr fromed these as comparble viewpoints, Thus in suggesring
thar one way forwind might be independently supervised resolution proce-
dures. i moeed dwy would Toster a sveod of endersianding ameag partios”
INCMS, 2003, 1574

It seemcd 10 me thore was 3 oxk of @ kind hore. Again, [ was being
fudgenmeral sbow the aspitations «f sljadicars. For making rhis kind of
sugmosiidn L argued to mysclf] was to take a thind vicwpoine, thar of the
WOEHR treing o reach same kind of ageeemen. The Fiest Nations represen-
tarivess elid not necessurily see nny commen grotnd. For many of them, che
difference benween the two sides could o be reduced o the ides of vlew-
points’, to e idea thai theough discussion they would sppreciaie she con-
LesL Feum whiiiel che seuciiists weee operating. ang shift thew own vicwposit
sovordingly, oo thar informing b WGEHR of the contexr foan wehich ehey
themselves were operating could be the basis of a compromise agroement.”
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T many of the aggrieved, then, the dilfersnce between the two parmies
meant that they could ot be brought into one feld of discourse simply
because both were talking. To take up some of the Anstralian Aboriginal rep-
resantations, the clinching argument was that they (the Aberizines) wers
related 1o their ancestors, the scientises wera nor. They were different kinds
of peoplef The Aborigines' amnd seientise’ reladonships o the human
remains simply could not be compared, Rather, the former uniquely encom
passed the remains within their own feld of moral relatons, The HRWG, in
offering guidellnes wagreement, siood beyond the parties on sither side; in
effect it tried to extend its fGeld of mora! judeement o encompass cveryone.

The HRWCG's posidon was 1o be echoed in the way museyims came ro he
invobaed in subsequent repariaden moves. Inoone instance, museum
rrustees gave explicl volce o the mpormance of respect for the differant
viewpoints of the parties invalved. Their ideal was o reach an identification
of shared values dhrough {in helr phrase) efectve dialogue, while
acknowledging that securing common grownd and reconciliation might
require conslderable effart. When 1t came w admidication, the museum
avoided quesdoning the (legal) satus of e community claims; ic said it
was maved by the feslings that che aggrieved expressed, by their distress end
pain as suffering subjects.” Tt thus pur the legality of the situacion to one side
In Favour of the museum's recognidon of the emodons thar lis condmuing
pestession raised. Thess items may have come into the insticution through
proper s, but when one [ooked at how tey bad been 1em rom theis
original location the story could only eliot sympachy for those claiming 1o
be descendancs. Swch a reacton avoided the onplicanons of competing
legalitics, just as described for dealings with Aborginal 'lew’ elzewhere
(Weiner, n.4.). In shorr, the Insdnmlon’s own emotional responsze enabled i
to come [ a decigion.

The unoificial court adjudicarars in Hagen were alse andons to croate a
bagis for meking decisions, bur not necessarily because they had respect for
or were moved by the aggrieved's emotions tw become emotonal them-
seives, ‘When E thowght about this as a rick on the part of men, 1 thought
rather that the reason was 1o aveld givimg womnen foo much public spacs o
vent their problems.

Learnlng or Mot Learning?

As | was wniting thig for the Manchester workshop, there was a news
anncuncement that child psychologists were 1o be sent to several regions in
the UK ' help develep people’s pareniting skills. Why? Beceuse of children's
ardi-social behaviour Parents need help in leaming kow o coneal their
children and overcome discomfort in dealing with therm; & i@ widely
assumed that parents should be gulding parsonal development. Periiaps it
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wis the ssme assumption sbour parcnel responsibilioy that bed me, envlier
that sumnmer, to complain o the mother in one case and Tather i e oaber
(they came fram separate households) of owe voung Hagen men who - theough
latter wogd amgil = had guccessfully conned me out of large sums of money
| have fo sy that the parents” respunse ek e some me 10 work tirough.
Livbocly cascs the seaction was ceady and eager agreement wvith me that hisher
s ey g Cheier - and hisd cheared (e speaker ton. We wore meant w cxpos-
nulate together on their nefanous characters, from which we had il suftersd.
rather than relearie 0 the parencal gencration (az parcnts and child psy-
chologises would rehearse) issues tha Iy with the children themee lves.

Bt gome time 3 could enly chink that che porents were pyoiding the fagts.
Merzover catter e (he HRWG desire 1o coeate an ofen dialogue in order
o meer 4 grievance. | hankersd afer sumes talking i’ of what had hap-
pened, The sens came from familics 1 knew cxtremely well, and | coukd no
Just push my grievance awiy, [ would have setiled four a privae admission
that iy relsticnship with the parent was im some way afteciesd by whst
hissher e fspring did. Bul since that admission newver came, instead 1 embar-
rassed mveelf b calking bt i o ol Indeed. the more | oalked about
In whe mnee the semiors showed me sympdthy, empathizing with my eaotions
Ty saving rhey hud baon ereaced like thae moo! | chink the seniors asswmed [
wanld have the same feelings on the matter us they dal: of Twas augry i was
Ireease of the loss of money, por (whicl is what | chought was my gnes-
ancek through hurt at bemy duped by elose Soguanme .

in many other wavs, my being in Hagen enee more reminded me thae
already knew that parents do nor construe children oe needing 10 be con-
tralied, however voung they vre. und bowever irsitating their refusal te help
o ot coming home at pight or being caught thieving. Amd [ already knew
rhant i st led b sabsumd s sy che sepiors were avoiding responsibiling For
that ks comventionally defined in quise ather (erms: s parenrs” responsibil.
iy i kewp e child in good nealth, and not themsehoes do stupid things that
nuight endapger . inchadiog incurdtng ancesiral weath that ean resule in a
sicknces or oven deach. A child can bring o similar fete on el when they
are thwarted, very liote children become popal! and invaminbdy againse chose
parental figures for whom they ilse feel sympathy” aml whose svinpathy in
worn they want back (Scrachern, 19680 356-7), S0 o mothel cun mick 4n
infantirt yiglding up rhe kitchen knife; she is less likely 1o sk is anger by
taking the implement awoy,

While [ talk of amewsiors where people chese deys would talk of God
(ohemgh Godd does not work imogeeite the swme wav), @ hands-off, no-
refurmisc approach o other people's actons remeins & strong erhos, Wt
pecapber o tells yew e kind of persoa you - and they - are (Sykes. 20035 5):
YO MEy want o elicl from sthers certain actons or gestures or feelings
towenrils voursell Bun cheme seems 1o be no agenda of pesonal development
o behaviouril reform, 3o while there is constant comment v what peopbe
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itre like and witat you can expect from them, it sounds very non-judgemental
e English ears. Indeed, it sometimes sounds for all the worid ag though che
evoearon of someons’s disposition is nothing less than a device o aveid
talking about rights and wrongs and conflicts of interest,

And, as we have seen, chis is just what | had Jong analysed in r2lato 1o
the unoificlal courrs: appeal 1o dispos)tlon avoids detailed atention o griev-
ance, [ was holding o to the noton of some kind of mick belng perperrated
on the women who waned o air their grievenees, ondy now it was | who
had been ticked. | had fallen for the commen's appeal 1 my emotions and
then beer wicked again by the ready (mis)interpretation of what [ was feel
ing. At the same time, being back fu the field broughe back other things :
had reflected or. | should have remembered that people live in 8 woeld
where whole groups may be lieble for & killing but nc-ons is responsible for
the killer, of wheee po-one would soe it m duty to show up people's fauls in
order o change them. Rather, like the marher being carcfitl how zhe takes
something frem her child so thar it dees nor commic setf-harm, har s, get
Cross, there is constant coeern with how pecple feel. What counts is know-
ing that someone s angry insofar as thar has effects that must be dezit with.

If it is important o Hagen people to assess how othiers are feeling, this is
hecanse of the effect those feelings will have, both on the persen who is
agprieved and on thoss with or against whom those Feclings are expressed
These people dir not issue verba! invitations o one anocher o exvend
‘respect’ for the emations and dispositons these others may be feeling, as
thougl virtue Jay in acknowledgement a3 such. Empathy is more Lke a bod
ily conmgion. 1 koew all this, indeed had writtan abour dircuits of emotions
[Strathern, 1997), su what [ was forgetting wes pot so much feldwork
‘eEperienes’ as my own anabytical ingighes,

The prohlem was, [ suppose, that | had taken my lessons from saime parts
of my analysis and nor orhers, [t seeme 1 hadn't learmned from my working-
through thiny to foity vesss carlier the face thar the more women gave pub-
Lic went to cheir grievances, the mare thay were examined on the one e
thar affected everyone around them - their feelings and dispositons. And
my cuftoral ervor was oo mobilite the wrong relatonship i talking abgut
my faelings to the parcats.? Parants are probably the mest praceised of all in
being non-judgemental,

Motes
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3, The group sec up by the UK Departiment of Qudiere, Medio and Spon (CEMA) e revon:
aier The mesptdihilinies of English and \Welsh museum frustees for matenai entrustied
1o them. Recommendations in the Human Tissee Aot 2004 enabled nine nationnl
s 0 divisr 1 bemschves of hamam remains en theer collzcions | was a member
ol the Wirking Group (2001-3).

4, The dusl straciume ds s et ay the beginning of the repoet, and dhere i disousamon of
an irpemoneilablye moindfilen Berween “sciEntis” and indigenows pecgls®”, aod polar-
ized views, which maant that poneensus would be diflicul [(DOWS, 20038 29). The las
chupter s calld ‘Feselving ihe Condger.

- Fur eopiple, gllowing mosesms 10 reoan pomions of the maeerials Ger fulere TINA
imeeRiRasion, ar in taking back any remains ie gestion bae making ghem ococessible o
scwenific cnajuirg

& The repoes gives several verbation commicnts, for cREMP: 11 15 OUT @t anesioRs
e ane 'I:u:irq :._-;p:n'nu-m.ﬂ an' |n ng_lml E'!T!'Ph.ﬂl‘i!!': “We went XY Muscum s
e sineesinrs 2o we ware obd char we cannaor s=e theo. For s 895 ik golhg: G0 &0E
somebody in bospital, To us the preph: in mugsums are nat dezd, dicy are Iving
LBHCMIS, 2003 55,

Y. Tliay saad ey were moved by the sluation of the aggrved, and had a clear serae
v rhe rerwm, of the haman remalns coald hieee a0 Siponam rode for the Living cem-
munily in rtivleg Turward fom o negative histedeal cxperdence.

H. The kinds af feclings st isme hers gre (hose discyed 00 o om ooer pCsomny, 50 we
vans aelan say chan e 05 Crheird Teladonshep that (s che sulgeo ol anendion. Qi s reading
nf rekarions, whene desice for oF gresd over asyuining reladonships can lead o people
caking all kinds of sio-destructine actians, ses Soothemn (195975,

b This wiss cwenoaally rectified, my feetings being approprivicly ne-diteeted in vt o T
cases. abandaned in the other.

a
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