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plane, and a different combination to teach -~ and still a different typ§ to
write a poem,

Consider at least these four sﬁecific type# of learniﬁgzoutéomes; or
knowledge: there are skills which are a form of learning or knowledge thaf_

muscles seem to display in typing, bowling, or pianc playing. There is an-

other kind of knowledze that we display in being able to give—answeré from
memory, be they dates, formulas, multiplication table sums, the exports'of:
Brazil, or a series of events told in sequence. There is still a different -
kind of knowledge involved in being able to understand a formmla and inter-
pret the meaning of a poem. And there is still a fourth kind of knowledge in-
volved in being able to apply one's learﬁings to new circumstances -- by adapt-
ing and combining them.

The first two kinds of.kncwledge mentioned: —- sﬁills and information com=
ﬁitted to memory -- typically emerge from learning through observation, or the
kind of participation that means performance. We learn to report events in
Sequence by watching them happen -- as a cﬁild is able to recount a movie.

Our muscles tlearn' to bowlhor play the guitaf through bowling and strumming.

( Some <Jeimsaen® learnings involve deliberate and sustained observation and per-
formance -« as, for instance, in identifying leaves, and in practiciné the mul-
tiplication tables or memorizing a poem; but the type of learning involved re-
mains the same, whether deliberate or nom-intentional.) As types of 1earniﬁg
products, however, undé;standing and application (of the sort requiring-modi—
fication of the original learning) seem to differ. There is nothing in the pro-
cesses of observing or practicing (performing) that leads in any directuway to
_understahding, 6r to the ability to apply. If fhese occur in the couréé'of'
such processes it seems %éérgely by accident. Understanding and the ability

o apply are knowledge that calls for the kind of learning we earlier called

"learning about" or stﬁ%ing or analyzing. The meaning of things is not a;ways
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revealed by looking at them. One can watch the symptoms of a disease without
comprehending their significance or their portent at all. Or one caa drive a
car without understanding what makes_it go. The reverse is also true, of
course: it is possible to understand the dynamics of a four«cy%ﬁ? engine
without being able to drive -= or to understand the significance of a cluster
of symptoms without being able to identify them as they appéar in a particular
individual (a situation that occurs regularly in psychoanalysis).

But' if this is 50 == and different kinds of learning methods lead to dif-
ferent outcomes or kinds of knowledge -- then systematic'preference for one
type of educational method leads to systemétic‘outcomes with Tespect to kinds
of knowledge. 4And indeed, alternative schools emphasize skill knowledge, and

the sort coasisting of responses learned to or about particular things; con-

ventional schools tend to emphasize the understanding sort of knowledge, and

principles for wide application. (The coénventional school's choice explains

the frequent charge that school learning is 'impractical' and less valuable

. than the concrete specifics offered in on-the-job training. It also explains

why industrial schools and pr;grams have continued to exist in public schools,
in supplement to the conventionmal program,) |
It would be a mistake, however, to leave the impression that these differ-
ent kinds of knowledge or learming outcomes in conventional and alternative
schools are just the accldﬁatal consequence of different kinds of teaching--

learning methods., They represent more aware and dellberate ch 01ces than that

The qonventiozal school prizes the sort of knowledge that is objective, ascur-

ate, universal, and abstract. The knowledge view at the core of the conven-

tional school program is that correct knowledge is the sort acbieveable through

scientific or logical procedures which objectify it, offsetting any limitations
of its discoverers and their biases or setting. The knowledge to be taught,

then, is not the North™ 's view of the Civil War, or the South's view, but what
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i3 objectively correct ~- and hence true in both North and Soﬁth, or univer-
sally true. (Some of the'recent criticism of history textbooks reflects these
expectations, through indignation over the subjectivity of texts -- and the
charge that accurate accounts of history would not change so cfteﬁ as do tekt-
book ﬁescriptions and interpretations.)

Furthermore, the kind of knowledge ﬁrized by the convéptional échooi ié-
abstract -- i;e., knowledge which penetrates the surface of things, going EeQ_'

yYond appearances., An abstraction is a statement about the component elements

of things or the properties (qualities) of things, rather than a statement
about things (ia the way that this is a momograph about the properties of al-
ternative schools, rather than a monograph about particular alternative schools].
The conventional school expects that history texts, for example, will zo beyond
the mere sequential listing and describing of events such as wars and inaugura-
tions, in order to display what caused these to occur, and what consequences
they in turﬁ gave rise to. The idea is to expose not just the events but their
weaning and import -- which are, of course, abstractioﬁs. Accordingly, convea-
tional school knowledge wouldkprize thg tracing of themes in history -- e.g.,
tge development of industrialization, democracy, imperialism —-.in preference
t0 the tracing of events such as battles fought, lives lost, tefritory won, etc.
Alternatives are likely to prize a different sort of knowledge. In con-
trﬁst to the conventional school's preference for knowledge that is objective,
correct, uﬁiveréél, and ;bstract, the alternative school tends to value knowl-

e*dge that is subjective; particular, as opposed to universal; concrete in con-

trast to abstrac£;~ and inexpressible, as opposed to verbal or symbolic.

Alternative school pecple are more inclined to perceive and accept a size-
adle subjective component in knowledge. In fact, some would say that to the ex-
teat that we reander knosledge objective, not only has its human quality been

@lizinated, but the world has been presented as'a place where a great deal of
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manmadé reality -- or hnm.an'creation -- has been portrayed as the given énd un--
changeable. Thus, in the interests of both the learner and the quality of the
knowledge learned, alternative schools are likely to worry less about the ob-
.:jectivity of knowledge than are conventional schools. And that being so, they
are less preoccupied with the issues of accuracy and universality. If a per-
spective to be presented is the perspective only of one group or cln.e region,
rather than that of all, so what? The alternative school person struck by the‘
difference between the Northern and Southern versions of the Civil War might,
then, be far more inclined to alternate them or to‘present both than to become
indignant over their biases. In fact, tbe bias -—— the testimony to the personal
and particular on the part of the author -- would come as no surprise. |
| The knowledge prized in alternative programs is also likely to be more con-
crete tﬁan abstract =-- to deal with particular things and instances, rather
than trying to take them apart to examine their components and quali‘gies. There
is an impatience with abstract:i;;;;nr the- pa;;ﬁ -s.:.af m_a.ny_ ali:érnatives people ==
with any tendency to deal other than with specifics, or with things otherwise
than the way they occur in experience. Jerry Farber did a scathing satire of
this kind of ‘complexifying' in a fictionalized experiment teaching infants to
walk, by means of an analytic proce;s. They were instructed, that is, how to
master sﬁaratelz- each of walking's ten component movements —— instead of just
standing up and trying.‘ The conclusions of the fictiozal study were::1
| The fact that our subject group has not yet begun ambula-
- tion per se after one year and 301 days of imstruction is
- hardly relevant here., Folk methods do, jn this area, gen-
- erally result in rather rapid 'success' -~ bat the nature
- of this success needs to be subjected to critical analysis.
One is entitled to ask, for example, to what extent
children taught to walk by 'traditiopal’ methods possess
an intellectual command of their own achievement....

So the analytic approach so typical of conventional schools - of dividing the

object of study inte its components -~ is rejected as a useless or even damag-



ing form of ‘complexifying, Instead of this -— and the other kinds of abstrace- ;
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tions from the world of experience with which schools deal -~ why not let .
youngsters meet things just as they are ﬁormally experiepced?

As the final seantence of Farber's conclusion also suggesfs; alternative
schools are less interested in verbal and symbolic learning thanAiﬁ'other_
sorts, Whether toddlers acqulire "an intellectual command of their 6;n achieve;
ment" is of no comnsequence. Learning to walk is. From the alternative view,
conventioﬁal schools overdo the M"intellectual command' sort of knowledge, which
consists in being able t§ construct and interrelate orderly statements about’
what one knowa; Other kinds of knowledge are likely to be recognized and valued
in alternative schools -~ "tacit" knoﬁing that is experienced and expressed only
otherwise than in words and symbols. Michael Polanyi, who has written exten-
sively on this sort of knowing, cites the example of knowing another perscn's
face, so that one can pick out a photo of her - or even construct one by sel-
ecting and compiling it from a collection of sketches of noses, eyes, mouths,
etc.a This surely demonstrﬁtes knowledge —— but it is not of the sert that
can be conveyed in symbols, Some alternative school people have slso been in-
terested in a variety of other modes of communication, including movement, drama,
body language -~ the point being that they have wanted to downplay the symbolic
knowledge and verbal communication that mark more traditional kinds of learming,

In other ways as well, the altermative school view of knowledge has dif-
fered from the conventional school position in recognizing and prizing a wider
rangeisf knowledge types gnd*ab&ects. The coaventional school has fogused on
cogggtive learning rather exclusively., But there is also affective learming,
and motor learning, and altern;five schools are interested in all three., Af-
fective learnmings or knowledge take the form of awarenesses and sensitivities,
responsiveness, valuings -- all of which are of interest to the alternative

school. Motor learnings or knowledge téke the form of skills and capacities,
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such as the ability to play an instrument, dance, perform Judo or Yoga exer-
c:i,?ses. In the conventional school, motor learming is quite limited after the
primary grades, and restricted largely to skills classes such as gym and typ-
ing. Affective learning is typically employed anly‘asl a stimulus to cognitive
== @.8.y & poignant poem or human interest story may be iﬁ,‘troduced ;.n, order to
make the "real™ lesson more vivid, but rai‘ely as representing important learn-
ings in their own right. The altermative school, in contra;St, is likely to see
affective and motor learnings as important goals to be pursued in themselves,
yielding a kind of knowledge of commensurate value with cognitive knowing.
There is an important contrast with respect to the way knowledge objects
are conceived, In the conventional school, knowledge seeks to put the individ-
ual in touch with the world cutside of cnesself, It is always the extermal
world which is pursued, never the inner terrain. In the alternmative school,
however, it is assumed that we can as apprcprj..;ately seek and acquire knowledge
about ourselves as about any other part of the world -- and that peorle are
Just as much iz need of learning the methods and techniques for doing so in the
one sphere as the other. An alternative school student expressed this very
vividly to a group she was telling about her school. What she described had
not really scuczded so terribly unusual to her audience, and one person asked,
"Why are you so enthusiastic? What makes your classes so different from any
others?" The girl thogght:'a.nd then replied very slowly, "Because in every
class I learn someth:‘i.ng new about myself." Conventional schools would find
tha% irrelevacz, or incidental at best to a class's real purposes. Alterna-
tives are lixs-y to find such knowledge one of the school's major concerns,
The distioctions we have drawn with respect to different orientations
about knowledge lead directly to some major curricular contrasts between al-
ternatives ani conventional schools. Perhaps most fundamentally, there is

considerably lLass concern for common learnings. The conventional school as-
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sumes that a great deal of what any youngster needs to learn ié;what all young-
sters must know -- and accordingly, much of its curriculum is required of all.
Hizh school permits some differentiation ~- but even in the conventional schools
pernitting the most choices, far more of # student's day consists of required
than elective courses. The reason is a set of undergirding assumptioﬁs which
collectively priie knowledge that is universal and leads to a particular sért

of acquaintance with its objects — a cognitive understanding that, with the
help of analysis, penetrates surface appearances. Together, these values serve
to recommend that much of what it is important to know about the world are
things which all youngsters should know.

In alternative schools, by contrast, the situation iz likely to be re-
veréed, with the bulk of the student's courses reflecting his or her choices,
and a minimal number required of all. This is accomplished in some alterna-
tives by letting students who wish to do so‘pﬁrsue non-diplﬁma-granting pro—
grams. Differentiation is typically provided for the rest, while enabling them
to meet graduation requiremegts, by diversifying offerings within required
areas. In this way, even though senior English may bé required within a di=-
ploma-earning program, there may be four or five courses among which fo choose
in meeting that requirement -- e.z., Semantics, Shakespeare, Humor in Litera-
ture, Vonnegut's Novels, or Jourmalism, |

Alternative school pecple are not concerned about the resulting diversity
in what their graduates have learnmed. Their convictions about the subjectivity
of knowledg= make it unlikely that any two people will know the same thing'any-
way, even if they pursued identical programs: shat ;e learﬁ'is not merely what
is 'out there' in the extermal world; it is what others hﬁvé'idegtified there
-- as those descriptions and interpretations are combined with aﬁé;filtered
through our own 'heads ' (i.e., what we know, belive, value, hcpéjésr).s Since

no two people are identical in terms of their past experiencesi%ﬁ&.learnings,
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it follows thét they cannot arrive at identical learﬁings. Apd in view of the
differences among us in cégnitive style, and interests, anq intentions, why
should they seek ideatical learnings?

Accordingly, many alternatives people are inclined to view curriculum as

material tailored to individuals, not as content required of all, The tailor-
' Wit Q. rn*e:&-:z é@
ing often occurs on an interest or choice basis, i individual

[N
needs, In Teaching As A Subversive Activity, the authors display such a basis

=- and caricature any other -- with an ocperating room scene.h Tse discussion
highlights the absurdity of removing an appendix because the surgeon happegs
to believe in appendectomies -— or i&kes doing them == or finds them valuable
per se; the analogy to the surgery, of course, is the curriculum. And the
message is that it is as foolish to impose content on a learner who doesn't
need it as to perform surgery oa a patient who doesn't need it.

There are advaantages, 'of course, and disadvantages to both the conven-
tioral and the alternative school positions, If one sees school learnings as
designed primarily to acquaint the individual with the world and teach him or
her how to °°E§é with it, then the conventional school approach seems indicated.
In such a case, students' interests and life plans and 'interiors' -- their
feelings, fears, self-images -~ take a.back seat to what adults believe it is
important to know about the world, If on the other hand, one sees school learn-

o rdivicdieal
ings primarily as a means of enabling’faé to grow in self-chosen directions,
then the alternative program allowing the choices and assisting in the defin-
-Bg of ouesself see@s best. |

Distinct assets and liabilities attach, also, to the kinds of knowledge

‘that the two schools prize. There is a considerable difference in the ways

one can 'know' baseball, including playing it, watchiﬁg it, reading about it,
and reading box scores.5 No one ever became a fan f#ﬁm reading DoX scores;

but neither does one become an adequate baseball“;ébﬁt simply from playing or
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or watching'games. Or, to put it dirferently, there is no substitute.for.
sampling a cake if the knowledge one wants about it is its taste and flavor.
But 1f the knowledge sought is how to make it, tasting is a very poor method
of coming to know, | |
Events in an alt?rﬁéf@fe school c¢lass on group dynamics provide another
rather whimsical example. ‘The teacher ran the class for six weeks by sayihg
and doing nothing until théflast ten minutes of each sessioﬁ — and then des-
cribing the interaction.patterns and processes that had taken place within the
group during the precé?ﬂing thirty minutes. At the end of six weeks, the dis-
gruntled class rebelled -—— at what they elegantly termed "this bullshit".of
wasting time and learning nothing. So a student took over, researched group
dyﬁamics, and for the rest of the semester ran a traditional course on it, coc-
plete with 1ec£ures, assignments, and tests., The class finished the semesﬁer
with cousideraﬁle descriptive knowledge of the field and its principles. They
had arrived, however, at none of the instructor's original geals about alter-"

ing their behavior in groups.

1 Jerry Farber, "Teaching Johnny to Walk: An Ambulation Instruction Program
for the Normal Preschool Child,™" in The Student As Nigger (New York: Pocket
Books, 1969), p. 88

2 Michael Polanyi, The Tacit Dimension (Garden City, N.I.: Anchor, 1967), p. &

{

3 A growing number of scholars are showing concern now for the extent to which
what is 'out there' is shaped and perhaps deliberately 'tailored' by the re-
searchers who first discover it, and later by the textbook writers and teach-

- ers who transmit it. Their writings can be found in the literature of soci-
ology of knowledge and critical curriculum theory.

A
Neil Postman and Charles Weingartner, Teaching As A Subversive nct1v1ty
(New York: Delacorte, 1969), pp. 39-41

5

Adapted from a paper by James L. Jarrett, "Teaching for Value,";ﬁanuscript
p. 8 =



Defining Alternative Educaticn - V

' FREEDOM, AUTHORITY, AND DECISION-MAKING

We come now to the fifth element in our definition of alternative educa-
tion. As dgnf?seealterﬁatives, this is really the heart of the matter, with
freedom the absglutely indispensable ingredient. As we shall see, however,
despite the prominence of the rhetoric to this effect, there is reason to . |
view the re%ﬁﬁty of alternative education in somewhat different terms,

Within the conventional school, most important decisions are made for the
studentl_by others. What he will study, in what setquence, in wﬁich cléssroom,
according to what methods and standards are all falrly extensively determined
by educational officials -- some combination, that is, of the sﬁudent’s '
tegchars and ascending xximak officialdom within the school, the school dis-
tricf; ;nd the stafe. Which school the student shall attend, with what other
youngsters, under what kinds of financial conditicas are, along with a host
of other matters, determined by political decision and government authority
(school boards, state and federal Q@gislatures, and courts). Moreover, an
additional extensive and highly significant set of decisions is made for the
conventional school student by the dictates of running a mass insﬁitution —
at least as these ngcessities are perceived by those operating thé institu-
tion, -Decisions impoéiéd on the studeat on this kind of basis‘inclnde days
and hours of school attendance, length of classes, and rEgulations and sance
tions pertaining to attegdance and promptness. Together, then. these three
sets of considerations function to deny the conventional school student very
much choice in or about his schooling, i

The three are justified differently. Thus,'the ratiéhale or grounds for

the first kinds of decisions identified above -~ the educational decisions =-
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is the professional expertise of educators. They areAPresumed ik both with
rgspeét to knowledge itself, and with respect to its transmission, and thus

they ought to be making the decisions which such knowledge would illuminate,

The justification for the politically based decisions is differeat, of coursé.
It is simply that educétionﬁis properly a societal concern, and schools as_é
major public institution should be subjecl to societal direction and run aécofd;
ing'td.the principles which distinguish a deﬁoératic sociefy. Thé'justifica-..
tion for thé third set of decisions identified -- the administrative/bureau-.
cratic sort -- is that articulating and maintaining a mass institution requires
a considefable number of standard operating brocedures of particular sorts in
order to make things function, and to operate smoothly in accord with institu-
ticnal purposes,

The alternative school view differs'quite:extcnsivelyzfrbm.thé cbnven;"
tional on the'matier of"studeﬁt choice and self-determinstion, and, understéﬁdf
ably, on*the ratidnhie'for its position. Many of the “free“'schbols, which
conditute an important part of the hiat017 of contemporary public alternatives,
were committed precisely to "freeing' students from the oppression théy attrib-
uted to the conventional school. A major reason for their existence was to |
1iberate'§tudents from the dictates of educators, society, and bureaucratic
necessity.

A pumber of theéeischools fashioned themselves as participatory democra-
cies, where all of those immediately concerned -- teachers, students, and some-
tines pgrents;~- joined in making the necessary decisions., In many such schools,:
the-deciéi;ﬁs perébived necessary were limited indeed -~ and of a largely ad hoc
sort, in preference to standlng regulations -- suggesting a co%%ptlon of par- X

A pa{ﬁtk&ﬂ eu?-"-"l&-!‘t‘
ticipatory democracy-mere closely akin, perhaps, to peribieed anarchyhthan to
-pniitéegi’democracy.‘ ﬁ partlclpatory democracy can have an extensive code of

rules and regulat1ons, as has seemed to be the case in some communes. There
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is nothing in the notion of participatory democracy calling -fc'ar minimal regu-.
lation. Anarchy, on the other hand, calls for just such an arrangement in
which there are few standing rules. -- And many of the "free" schools of the
608 exhibited just such u tendency. Substantial sentiment came to be directed
against regulation per_se. {One prominent banner of the French student strike
of 1968 surmarized the bias with the message "It is forbidden to forbid.") Not
surprisingly, a large part of the rationale for such sentiment was framed in |
explicitly political tems: Students ought to ﬁave extensive educational choice
because they wers, after all, .citizens of a democracy; the school was an in-
stitution of democracy; and therefore, consistency demands that democratic
principles éévem its operation and the interactions of those within it,

Others, associated with innovative schools and programs of slightly differ-
ent sorts durimg the 60s, were also urging an expansion in the range of student
choice, but for somewhat different reasons, This group, many of whom were as-
sociated With "Open Education," were more moved by pedagogical reasoms for
their recommensations, They too'ﬁrged ix;.creasing student freedom and ih.divid-»
ual resiaonsibility -= but bepcause it reflected better education in their view,
,no;t superior palitical principle. Both persuasions, however, sérved to support
- & coasiderably eplarged sphere of freedom and decision-making power for stu-
dents in schocls —- albeit on different grounds,

| Freedom hias had, then, a central role ia the launching of educational al-
ternatives. =3 there ;a.n be several different lkinds of freedom -—— and some
distinctions may be useful in exposing which sqrts.seem most centrally involved
m cﬁrren‘; alisranative programs. Three kinds of freedom, linmked to three sorts
of .dec‘,isi'c.ms, San be used to distinguish alternmative from conventional schools.

The three ars'c® escalating power to affect the way things are. The first is

gxpressive fI*_'_;-':é,icm, or the power simply to express oneself through such media
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as one's clothing, linguage, posture, and generai demeanor cf personﬁl style,
Thé crisis of the mid 60s regarding whether schools could regulate hair lemgth
is a model instance of the issue of expressive freedom. |

A second sort of freedom involves the power to make personal choices be-
yond the strictly self-expressive, and of longer-range impact and effect. " Such
freedom on the part of the student requires genuine options as to what he is
going to be doing, and where or whem or with whom. At the very least, this
sort of freedom involves the power to say "mno" to any particular activity, as-
sigament, etc, A third kind of frgedom supplements the authority to make long-
range choices for oneself with the power to affect collective decisions by shar-
ing in making them. It is this kiﬁd of power which is represented in genuirne
self-government, _

Clearer insight into aifernative education c#n be gained by conﬁrasting
it with conveational schools in relitipn to each of these three types of free-
dom, Expressive freedom is the geﬁefﬁl rule in most alternmative schools, where
it is likely to be associated with the individual's uniqueness and right to be
authentically himself, Conventional schools, on the other hand, have re;
stricted students' expresgive freedom to a very considerable extent.  In fact,
many would say that it was the restrictions on expressive freedom duiing the
608 {for example, the struggles ovef hair and skirt length requirements) which
provided the immediate impetus fof establishing many "free'" schools. To the
extent that expressive freedou-haé since been expanded in coaventional schools,
it has often come as a result of court decisions. Comventional schools have
been slow to concede it othérwise, for two general sorts of reasoms: one i=s
the idea that educatiﬁn is-égry much comcerned with developing taste in matters
of personal style, since t%ié plays a significaﬁﬁ part in one's successful
adaptation to society. Sﬁéﬁ a view would make it highly pertinent and appro-

priate for the school to concern itself with the way students express them-
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Belves as people, The other broad reason for limiting students' expressive
freedom is the view that learaing te accept what one would not choose is, it~
self, a crucial part of education, According to this view, shared by many
in comventional schools, all of us must learn to accept and conform to rules
and requirements we do mot like; this is a requisite, after ali, to coping
successfully with adult life., Thus, learning to comply with unpleasant re-
strictions is a vital part of educatioﬁ, even == and perhaps particularly --
when these restrictions appear arbitrary.

The secr;and kind of freedom identified above -- the power to make more
durable choices for on%felf -= 15 also closely idemntified with alternative edu-
cation. Lven where facilities are such as to restrict the number of options
that can be opened to students (éptions with respect to teachers and courses,
for example), there remains a strong bias against coercion. Thus, the student.
retains the right of veto, Within the alternatives literature, it is Allen

Graubard, perhaps, who makes this point most explicit. His book -~ signifi-

cantly titled Free the Childrem -- is critical ef the confused understanding
of freedom "to imply mever interfering with childrea, mnever asserting values
and priorities.., condemning the idea of authority..." '“Where freedom comes
in," says Graubard, Mis primarily in the absence of coercion.” He cites as a
model in this regard the way in which George Dennison dealt with a favorite
pupil: "J’os; could have always finally said no: his autonomy was respected.
But this did not preclude Dennison from pushing, insisting, doing everything
he could to get Tose t¢ Jave reading lessons, And it was Demnison's own judg-
ol p

Thus, in Graubard's view, and Dennisoan's, the student's right

A

ment to try...
to remain free of’. sheer imposition does mot grant him exemption from teacher
influence or attempts to cajole, negotiate, or otherwise persuade. But it does

mean that the student retains the right finally to say no, &5 a famous educa-
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tor of the 20s put it, it 45 meither neceséary nor desireable follét students
do what they want; but it is important to have them want what they do.2 Thus,
the student must, in effect, retaim a kind of veto over what he is to do, for
use when it becomes imposgible for the teacher in any way, or on any grounds,
to render a given activity even minimally acceptable to him.

- Obviously, conventional schools reject this kind of freedom of choice for
their students —- as imappropriate, and (for the reason cited ahove regarding

ﬁhe importance of learming to do what we do mot like) as undesireable. Heuce,

a4 conveantional school may well hold it to be irrelevent whether the student

would veto a particular arrangemeat if ultimately he had the éower to do so.
It is for this reason that a great many of the regulatioms and procedures of
éonveﬁtional schools consist of sanctions to enforce compliance with what stu-
dents might veto if they had the power (e.g., attemding class or school, and
completing homework ard other assignments). | | | |

The third kind of prerogative identified above ié a.voicé in.decisions
about collective arrangeménté -= that is, in setting school poiicies and, in
effect deciding what the available options for imdividual choice shall be.

Here again, conventional schools deny students such power (with those decisions

ok axre -

typmcally made by student governments and councils being of insufficient scope
arnd significance to matter). A large mamber of altermative schools, however,
are marked at some time;or other by arramgements assignimg students aiéonsider-
able amount of this sort of power, whether by "Town Meeting” or more formal
machirery, participatory democracy has seemed the ideal for a number of altern-
atives. Curiocusly, however, such arrangements do not seem to endure very lomg
or successfully. Attendance dwiadles rather rapidly aad it is only a rela-
tively minor percentage of students who seem actually to be participating inm

the decisions. The reason may well be that in a system denying irdividuals
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of the first two sorts of freedom, they experiemce power of this third sort as
crucial. where rules govern one's dress and speech, and determine more exten-
8ive patterns of actiom, havimg a voice in making these rules is important.
However, in a aystem wfre rules are fewer asd more relaxed, and all enjoy
relatively high degrees of freedom of the first two sorts we have identified,
perhaps people experience much less need for freedom or power of this third
variety. In amy case, whatever be the reason, it seems motewerthy that im most
alternatives, provisioms for extermsive student governance either do not long
endure or they fail to comtimue operating as plamned and a ieiatively small
group assume most of the respomsibility,

A fimal distinction related to decision-making remains to be draws betwesn
comventional and altermative schools., It pertaims to the right to decide for
others. We have moted that im both types of schools, the teacher is charged
with bringing about studemt growth and development. But since what studemts
m;ght choose for themselves will obviously not always accord with such purposes,
by what right morally dees the teacher impose his or her purposes on étudents?
The matter at stake is really the justificatiom of amthority —- or, less form-
ally, the basis of accepted leadership.

Sociologist MaX Weber long ago noted three ways in whicﬁ some individuals
come to hold legitimate power over others, The first is by tradition, which
simply assigns authority on the basis of inheritance or office. The Pope is
one current example of traditional authority, as are parents in the typical
_ home. The right to rule is t-sed simply on the assumptiod of all participants
that 'this is the way things are done,' Divine right kings, and the elders in
traditional Chinese society constituted additional historical examples, but
this form of acthority is not as widespread in toaay's world.Q*A second way in
which people come to hold legitimate power over others is whea, by force of

their personalities or their accomplishments, they are voluntarily embraced
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as leaders. This kind of leadership -~ Charismatic -- is based on'trusf and
personal acceptance, and it is the sort often associafed with the ‘'natural’
leader who aimply acquires a following. Historically, Charismatic authority
has been associated, however, with societies in turmoil, aund it has been linked
with an extraordinary degree of dépendency and submission on the part of those
aécepting and embracing such an authority. The problems in such an arrangement
seem clear in the usual example cited ::%the Chazismatic leader, Adolph Hitler,

The third kind of authority is what Weber called Ratiocmal, or Raticnal-
Legal, and associated particularly with 20th century democracy. Here, the basis
or ground of authority is a legal system granting specified powers to particular
officers, to be carried ocut under carefullyiigg;tiféua conditions, This is ob-
vidusly the kind of authority operating in contemporary public institutions. It
has been prized for its resoclution of the problems associéted with earlier forms.
Its dependence on a well-developed system of rules, clearly specifying rights
and duties, means that authority is impartial and predictable -- a 'government
of laws and not of men" as our forebears expressed it. But as will already be
clear, this is also the governing principle that has yielded the bureaucracy
with all its problems -- the impersonal and sometimes impervious operation, the
red tape and clumsiness, the sometimes absurd conclusions to which the inexo?-
able operation of regulations can lead,

Clearly, the decisions which govern the comventional school, and the way

these decisions are arrived at, represent Weber's Rational-Legal form of auth-

ority. Interestingly, the alternative school seetts to have reverted to the
Charismatic form -- with the insistence that the title of teacher, and the as~
signed role and functions, does not guarantese an individual the respect and
trust necessary to enable him really to serve effectively as a teacher. More-

over, teachers are not automatically entitled to respect and regard; some of
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them are not worthy.of it, and in any event this can only come as a matter of
personal -and individual acceptance, In the alternmative school, then, leader-
ship must Se earned and won in individual, personal terms; it is not some-
thing which teaching credentials and contracts can assure by remdering aute-
matic, On the other hana, however, the altermative school teacher who is ac=
cepted as a Charismatic leader may actually come to exert much stronger and
more wide-ranging leadership over students than does the conventional scheool

teacher, operating om the Rational-Legal model. Thus, the prevalent view that

alternative school students are considerably freer of adult iasfluence and doz-
ination than are conventional school students may be erroneous,

In sum, then, alternative schools differ in several ways from conventional,
or the questions of freedom, authority, and decision-making om the part of stu-
dents., Almost all altermative school students e#joy noticeably more expreséive
freedom than is common in conventionai schoels, Théy are likely to have more
personal authorify or choice in other decisions affecting themselves -- at the
very least, the important power to say mo. Although they may initially exert
comsiderably more decision-making power tham comnventiomal school students, this.
difference is not likely to persist. In fact, as is shown by a close look at
the bases of leadership in altermative and convcﬁtional education,_élternatiie
teachers may actually come to exert more contiol over studeats than-is the case

in the convemtional school,

1 Allen Graubard, Free the Children (New York: Vintage Books, 1972), pp. 222-
22%. George Demmison's account of José is told in The Lives of Children
(New York: Vintage Books, 1969).

2

william H. Kilpatrick, Foundations of Method (New York: Macmillan, 1926), p.
151.




ﬁefining_Altefnative Education = VI .

ZVALUATION

Alterna£ive échoois peoplé are likély to ?é somewhat'aﬁbivaieﬁtzabout
educationsl evaluation. On the ome hand they are dubious about the worth
and desirability of a lot of'it._ On the otﬁer'hand,'thé abiiityrtp‘docu-'
ment their sﬁécesses has been é.condition-of the survival of mdst public
school alternatives. The demand for contimuing justification of the right5
to exist has thus required many alternatives ﬁeople to become knowledgeable
and innovative with respect to educatiopal evaluation, |

The cbjections alternatives people bring to stgﬁdafﬁ évaluatidn pfac-
tices are as ﬁudh a part of their position on the matter as are their pro-
posals. Thus, it may be usefullto begin with a summary of these -- particu-
larly since several fafhér different sets of reservatibns have been éxpres&ed.
These include charges that éténdard evalﬁétioﬁ procedures are unfair, inhu-
mane, inimical to edﬁcétional pﬁrposes, and that they fulfill sogiéty's pﬁr;
poses at the individual's'eipense. | |

A mumber of criticisms have beén levelled ét'the negative effects:of
gféding individuals. Probably most of us can remember at least one highly
painful related incident from our own pasts. As John Holt flatly proclaims
in the opening sentence of his first book, "Most children in school fail."l
And,.as the evidence hés madé increasingly clear, failure can easily lead to
an impairéd self-concept which in turn conduces to more failure, Some alternm-
atives people -- especially those well-named several years ago és education's
Ycompassionate critics" -4ihave been much conéerned about this particular
kind of damage that evaluation can do. But the_danger is even more pervasive
than the risk of such incidents, according to author Holt. The threat of

failure makes fear the articulator of the total school operation. ™¥e adults
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destroy most of the intellectual and creative capacity of children," says
Holt,?

above all by making them afraid, afraid of not doing what

other people want, of not pleasing, of making mistakes, of

failing, of being wrong.... Even when we do not create

children's fears, ... we use these fears as handles to

manipulate them and get them to do what we want,... For

we like children who are a little afraid of us, docile, -

deferential children who are just encugh afraid of us to

do everything we want, without making us feel that fear of

us is what is making them do it.

Even with older youngsters who seem less vulnerable to adult opinion,
the penalties often tied to report cards can mean severe punishment at home
as well as at SChool. But even short of dire effects, the morality of a sys-
tem where they can occur is questioned bj'a number of alternatives people.
Some are prepared to go even further and to challenge a system permanently iz-
posing the formal evaluations of one set of human beings upon another. For
gome, the very expression of an unsought judgment constitutes an act of vio-
lence. This is obviously not the sort of view most of us hold. TYet it be-
comes quite plausible with a bit of imagining suggested by Charles Reich: "If
one met a4 man at a party, and the man said, 'I'd pronounce you approximately
a B~minus individual,' one would recognize how violent the act of grading or
judging really is."3
Others have objected to grading on the grounds that formal evaluation

systems prove systemati?ally unfair to particular groups in society, especi-
ally since consistent failure impose lasting penalties, For youngsters of
low ability, or of socio-economic backgrounds which handicap thez for school
success, forral evaluations are bound to bring repeated 'bad news.' One can
question the buzane dimensions of inflicting such repeated messages of inferi-

ority on children, even if the messages were fairly accurate. =~ shen they are

not, the injury-seems compounded. For once a child has come to see himself g
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unlikely to succeed, he is on the way %o fﬁlfilling that predi’ction. irres-
pective of his ability. To compound the tragedy, howgver, our measures of
ability systematically favor some kinds of ability and overlook others, So

a child labelled inferior may well be m0 only in relation to school-rewarded
abilities. Now under some circumstances it might be quite appropriate to
acknowledge such institutional bias quite openly, saying to some children and
their families, '"Look, the kinds of services we have to offer are just not for
you. Try something else instead." But such circumstances do not, of course,
exist with respect to schools. All children are compelled by law to be there;
and even if they wers not,-- the school's domination of the paths to good jobs
and income would alone constitute strong pressure té attend. An education no

longer seems a sufficient condition for success in this world; but it contin-

‘ues to be g nmecessary one. So far as trying to secure one's economic future

is coﬁcemed, school remains virtually' 'the only game in‘ town.' All must play;
and some players are marked from the start as losers — whose losses are year
by year compounded, .
The game analrogy is not just ﬁcidentﬂ, since one of the major complaints
about evaluation is its heavily competitive nature. 4hen teachers and schools
use a statistical curve in graﬁing, the competitive system is quite visible,
Actually, however, the competitio;: ‘the school engenders far exceeds st;ch cir-
cumstances -— because 8o much that ihe school offers by way of acknmriedgment,
praise, or other remard boils down to the s:;.tisfaction of feeling that one is
better than someone else. -- Not that onme is good; but that ene is good in re-
lation to some less fortunate others, '.As Johﬁ' Holt suggests, doubters should
try to envision what gold stars might mean .out-side of a competitive system re-
stricting them to a relative few -~ 'or papers marked 100 and tacked to the
wall, or A's on report cards, or honor rolls," or dean's lists, or Phi Beta

I\

Kappa keys." These are all rewards marking positional advantages of one indi-
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vidual over another; imagine them claimable by all or most, and their.appeal
collapses immediately.

Many alternative school people (and others) find evaluation actually inim-
ical to education., Grading places the emphasis or the products or cutcomes
associated with learning, while taking attention away from the processes which
yield them. Any parent who has ever struggled to help a child do his math
homework will understand just what this means: the parent knows_that the point
of the exercise is to teach the mathematical processes involved; the youngster,
however, has been conditioned to care about products, and his interest lies
solely in getting the right answers to hand in. The longer the child is in
8chool -=- and the more successfully he haé adapted to it -« the harder it may
be to focus his attention on process in preference to product.

Alternatives people have alsc asked whether schocl evaluétion arrangerents
don't decrease students' inciination and ability to evaluate themselves. To
be able to evaluate one's own efforts is important, say many; how to do so is
as much a matter of learning as anything else. Furthermore, it is less likely
to be learned in a system wh;re others constantly do it for us == particular;y
where institutional rewards and punishments follow on others’ evaluational
Jjudgments and not th; learner's. Eventually, the effect is to shift ihe
learner's focus from 'céming to know' to 'getting a grade.' And once this
shift has been fully ;c%pﬁplished, from that time forth, leérning is work
done for reward, not'pleiéure und;rtaken for its own interest and satisfac-

- tions.

Thus, maiy alternative §§hools people find evaluation far more hindrance
than help to the education of an individual. Their explanation for why it
persists and proliferates under such circumstancés stands as a major objection
to evaluation., The evaluation procéss, it is pointed out, oc¢cupies a consid-

erable portion of school time. (A recent newsletter from the superintendent
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of oﬁe ﬁew'York school district cited 14 days of final exams for high school
students, That is a substantial prppoftion of the semester for {inals alone;
and of course, these were supplemented by other tests in each subject during
the semester.) Such a situation will undoubtedly worsen with the current em-
phasis on assuring competency.

If evaluation does notrcleafly and surely serve learnming purposes, then
why does it receive such attention? Why, for instance, has it been embraced
lately in the desire to enhance student competency -- in preference, for ex-
ample, to offering additional instruction or differentiated instruction? The
answer, as many have pointed out, iz that the kind of evaluation we have been
discusaingbaoes serve society's need to in some way sort youngsters for their
prospective adult roles. It is evaluation procedures such as those 14 days
of finals which help determine who will go on to college, and which youngsters
won't earn diplomas to cap their tﬁelvé years in schoeol., Defenders of the
system are inclined to respond that learners themselves need evaluation ana
feedback on their progreés == and this seems highly plausible. But what they
need, say altermatives advocates, is détailed comment and suggestiocn - not
summary judgment tallied, averaged and obscured in a single score or letter
grade. Moreéfer, the fact that evaluation delivered to the learnmer can be an
aid to 1e§rning can hardly justify the collection and reporting of evaluational
Jjudgments about him to others. It is particularly hard to maintain that the
coliection and retention of evidence of a studeﬁt's failure can ever serve his
own advantage, In fact, the retention of evidepce of failure on a transcript
bas been challenged as more like "dossier building" than of certifying achieve-
ment, according to some. ‘

These,‘then, are the several kinds of objeciions alternative school peo-
Ple have brought to evaluation as a part of the school's job., In consequexnce,

they have responded to evaluation demands in a number of ways. OSome remain
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skeptical of the relevance of grades to learning, and aré ready to begin a
class with a promise of A's for all. (Such a practice began in colleges in
the 60s, when it was often inspired by another purpose: draft boards used
rank-in-class to decide whether a boy should receive a student deferment.
Many college and university teachers, unwilling to participate in this way
in what could obviously prove life-or-death decisions -= or to see such deci=
sions hinge on academic ability -- began assigning A's on a standard basis,)
Others have worked out gquite different evaluational arrangements -- differing
largely on the bases of.which of the objections we have cited looms largest
in the thinking of the designer.

Pass/Fail grading systems were widely adopted in the 60s, to minimize com-
petition and obviate pressures to maintain high overall grade point averages.
Others, motivated by the desife to bripmg transcripts into even closer accord
with students' purposes, recommended a Credit/No credit system in which only
the positive decision would be entered on the stu@ent's permanent record. Some
schools switched to detailed comments regarding a student's grasp and progress,
in preference to summary sy:ﬁols of any sort. And in many alternatives, learn-
ers came to participate in evaluating themselves -— either with their own jJudgz-
ments and conclusions recorded intact, or with the final evaluation iﬁcorpor-
ating their views, along with those of the teacher and perhaps others;

A number of different seans have been sought by alternative schools for

r
£

documenting student achievement. Given the bius azzinst verbalism and abstracnsr
tion which we noted earlier (see Chapter III), omne miggf accurately anticipafe |
a preference for successful activity and performanc= over paper-and-pencil

tests. Thus, the evaluations in many alternative schools appear to be records
or descriptions of accomplishments. In some subjecés such records might take
the form of checklists of competencies acquired -- as in math, perhaps science,

crafts, industrial arts, business subjects. Other subjects might require
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stéﬁeménts of what studeats ﬁave undeftaken with success. Thﬁs, é.sample
"Graduation Packet' from the St. Paul Open School, in Minnesota, includes .
twelve letters describing one student's activities, and testifying to tﬁe.
competencies she had acquired in relation to such broad concerns as céreer 
awareness, community inyolvemeht,_cOnsumer and cultufal awareness, infonha-.
tion finding, and both personal and interpersonal skills,

Specific evaluation practices vary considerably, then, in alteruative
schools. It seems accurate to say, however, that there are distinct tenden-
cies to reflect the following quélities:

1) A preference for avoiding standardized tests -- as invalid, as inimical
to education, as inimical to the learner's interesfs, or all three,

2) A tendenty to tailor evaluation standards and procedures to'indi#iduai

| cases - pfeferring to evaluate a student, for exampie, in'relation to
his or her learning goéls rather than in relation to what others kﬁbﬁ;
or what there is to be known on a given topic. |

3) A prefersnce for downplaying the judgmental dimension of évéluatioﬁ while
enlarging the descriptive component.

4) Attempts to see that learners play a definite and éxpan&ing.fole in eval-
uating their own efforts and achievements.

5) A shift of emphasis, placing as much-or more focus on feedback along the

- way to aid learningf as on issuihg final jﬁdgments on learning that has

already occurred,

We have not ye£ elaborated the conventional school position on evaluation,
since it is by far the more familiar. It asserts the need and vaiue of proce-
dufes that will reveal a learner's accomplishments and limitations in as de-
pendable a way as possible. Thus, the conventional school view on evaluation
has been much influenced by attempts to render assessments of learning as pre-

Cise and as accurate as they can be made, Such a concern recommends the use
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of standardized tests ~- which a.x;e likely to proi'e less gubjectiv;e than most

individuals designing their own tests could make them; more free of error

as well as bias; and more readily and dependably interpretable. Standard-

ized tests come with norms making it possible for all o see how well a given

learner does in comparison with other learners -- typically, learnsrs through-
out the country. Or instead, some standardized tests offer expert testimony
regarding what a score means in relation to a particular body of k.nowledge..

In either case, there is a substantiality and objectivity about standardizec

test results that do not attach to other tests =~ or to teacher conclusions

that are otherwise based.
In addition to the standardized tests which most school districts like

fo administer on a pgriodic basis, conventional school practice calls for

fairly frequent formal assessment of student achievemezi by means of teacher-

devised tests and quizes. These aré seen as important to grounding teacher
judgments and grading decisions -~ and grades are held a desirable way of con-
veying to learners and others information about how well each student is doing.

Such inforzation is important to collect and retain, 25 a permanent descrip-—

tion of the learner at a given point in his development,

A list of the qﬁalities reflected in the conventicmal school position on
evaluation might include the following:

1) A belief in.the impbrtance of coatributing to the lsarner's reality ori-
entation by letting him know just where he stands — in the eyes of his
teact.r(s), and in relation to his fellow students.

2) The view that a considerable amount of the learﬁing schools try to bring

 about occurs for students as they prepare to be evaluated. Thus, tests
and other evaluational measures have important motivational value.

3) The comviction that error can and does occur in learning -- and its ex-

bosure and correction are important.



4) The conviction that schools cught to provide students with some indica-

tion of their future success prospects as adults.

S) The belief that'combetition; at least in moderate'amouhts, can and shduldA;

play a positive part in stimmlating learning.

6) The belief that evaluation bas a vital part to play infguiding'the'teacher 

-- in determining what learming has and has not taken place, and hence in’

what teaching is needed., T:ms, evaluation is important for diagnostic
purposes before instructiom begins, .Afterward, it is useful to suggéét'
subsequent remedial measures, as well aslto jield a grade.

7) Formal evaluations coming at the end of a school term or marking péfiod,

or the éompletion of an instructional unit, mark good ritual occasioms for

summarizing and concluding ome topic before turning to another. They con-

stitute good pedagogical "punctuation" marking endings and beginnings.

It would not do to end thisAcontrast between alternative and cbnventional'

school practice with respect to evaluation without at leastrg note about an-
other kind of evaluation. Por teachers, evaluation uéﬁally means evaluting
students. It is also possible to evaluate schools and programs, in order to
determine which seem successful, where strengths and weaknesses lie, etc,
This kind of evaiuation has increased tremendously within the last decade,

spurred by the innovations of the 60s and the reasonable desire to try to de-

termine which innovations seemed worthwhile and deserved to be contimued. Al-

ternatives have been much subject to this sort of evaluation -- because they
have been viewed part of the new, experiméntai; and unproven. Thus, alterna-
tive programs are very commonly asked to 'prové'~themselves annuallé before
being authorized to continue. Given the sorts of views on evaluating stu-
dents that we have ocutlined, om® can anticipate éome of the challenges that

this need has posed. Alternative school people have been reluctant to sese

their programs evaluated according to some of the standardized tests and mea-
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sures frequently used — on the grounds, for insfance, that-their'goals.are_
different and more ambitious than those 6f the conventional school, their stu-
dent populations are sometimes different, such measﬁres may expose tpeir
weaknesses while denying them opportunity to display their strengths..'Tﬁg
result of these quite reasonable objections has been to stimulate whoie ﬁ;é.
sorts of evaluation strategies and techniques -- new ways to lock eépecially
at the particular quality of educational events, and their meaning for the -
people participating in them. The conventional school perspective on program
evaluation continues to focus on outcomes of student achievement expressible

in numerical t{erms.

1 How Children Fail,(New York: Dell Publishing, 1965)

2 ...
Ibid., pp. 167-168 -

3 Charles A. Reich, The Greening of America (New York: Random House, 1970),
p. 136 . '

4

Cp. cit., p. 168
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THE SCHOOL'S RELATION TO SOCIZTY AND COMMUNITY

Eferﬁ system of deliberate education is linked in someAclear ways to the
society of which it is a part. In primitive societies, the educational arrange-
ments are intended to fit the young into the existing society and culture, and
enable them to maintain it intact when they reach adulthood. Here, the conzec-
tion between education and society is that the-society dictates what the educa-
tion shall be., £ducation's purpose, then, is to serve the needs of the existing
society. Modern democratic societies have in varying degrees challenged sucha a
relationship. They have done so on several grounds. Some have asked wnether
democratic eduéation oughtn't to be as oriented toward the welfare of the indiv-
idual as of the society. Others have felt that by gearing education to the main-
tenance of the status,guo, we make social improvement unlikely and simplx perpetu-
ate the ills of the past. Still othérs have gome further, claiming that nmot only
should schools avoid simple ﬁfeservation: their teaching ocught quite deliberately
to be geafed toward social reform.

We shall continue in this chaﬁter to try to define alternative education by
describing and contrasting a "pure" or-undiluted alternative position with a com~
parable conventional school perspective on key matters, But in exploring how the
two view the relationship of school to sociéty, the élot thickens a bit in sev=-
eral ways: The differences between alternative and conventional schools are more
complex -- multi-faceted -~ and they are also a bit more abstract. It may thus
be helpful to point out at the start the major centrésﬁgrto be shown.

The conventional ;chool seeks primarily (1) to ééﬁiﬁ and prepare studeats
for entering the larger society -- and (2) mainly for adapting to that society
as it now is. Alternative school§ typically reje;t both the emphasis on society
and the adaptive purpose for education ~- although they do not agree with one an-

other on what the proper emphases should be instead. Some alternative schools
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object particularly to the adaptation focus of thé conventional school, insist-
ing that education should never merely socialize tne young for inductior into
any group: it ought instead prepare them to chovse for themselves whetier so-
cietal immersion and success is what they want -- and if so, in which society!
Cther alternatives have objected not so much to the idea of education gé adaﬁc
tive or enculturating; but thgy want to insist that the adaptation isrproperly
to a particular community, not to a generalized society. Still others have
wanted in effect to adépt students to an idealized or reformed society. And some,
finally, have seemed to want to hélp the young become as psychically self-
sufficient as possible, and thﬁs independent of any society or community. This
suggests a consid¥able range of perspective, then, among alternmatives folk. But
even sO, major contrasts emerge between the several alternative views and the
conventional position, on the school-society relationship. These contrasts are
(1) whethef.education should be primarily an adaptation to.any group, and if S0
(2) which social group the child should be oriented to, community or society.

WJe shall see several sets of views of the proper school-society conzection,
and examples of each. First,»however, some distinctions will help. We have al-
ready suggested one requiring some explanzation -~ the difference between commun-
ity and society. We do not use community in a geographic sense, t0 mean 'neigh-
borhood" or village -- but rather to stand for a group which not only lives in
proximity, but which shaﬁps a common life and is bound together by mutual attach-
ments and feelings of belonging together. A societx; in contrast, is the larger
whole consisting of all the communities (anﬂﬁpther forms of human assocization)
within a much larger -- but still in sqme“i;;Brtant ways cohesive =~ area. Thus,
in the sense used here, a small town in Veiﬁont or Coloraéo might be a community,
or the Puerto Ricans of Miami, or the Hasidim of ﬁraoklyn. Europe, on ths other
hand, is typicalli perceived as a society, and the United States is often held

out as another -- suggesting that sometimes a society is viewed as coterminous
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with a:single nation, sometimes as comprised of several nations. In the sense
used here, a community is likely to represent a subculture, society represents
the overall culture. |

Now as sociclogists have noted, most of our feelings and sentiments attach
to the commuﬁity, whereas society remaiﬁs Qbfe psychically as gell as more phys-
ically remote. It is a particular community yhich Zives us our individual iden-
tities, values, beliefs, and idioms. At least'throughout this century, it has
been.assumed ip this country that what the young need to know in order to become
full participants within the community, they learn within it -- either by family
instruction orrentirely informally and incidental to living. Thus, the Italian
¢hild acquires her ethnic tradition within the family, and the Southerm Baptist
picks up and absorbs his community simply by living and moving within it. The
school has thus not béen presumed necessary to this major part of education.

But school was thougt necessary tb prepare the child for participation in ther
larger society -- in the world beyond his or her immediate community. This
world was less evident and accessible --clearly 50, prior te television -- and
it was typically the world for which the family was least able to prepare the
individual. This was the '"public'" world, as compared with the relatively "pri-
vate! world of home, family, and friends. It was the world of business and gov-
ernment, among other things -- much of which was centered outside the community,
and about which many families were themselves quite uninformed, It thus made
sense f;r the school to educate to and fof the society, while education to and
for the community was left to occur otherwise,

This distribution of tasks in educating the young also made another impor-
tant kind of sense: from a political perspective, the nation's many cormunities
meant factions and prospectively divisive elements. Thus scgools were needed to
build knowledggtfnd aboed attachments to a 'national community' -- or, in other

worcés, to:society, And schools were increasingly needed for economic as well as
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socio-political reasons. Preparing the young to provide the manpower demanded
by a burgeoning economy became a major focus for schools in the current century
== in response to the needs of the larger society.

Now all we have said casts the school in.a neavily adaptive role -- exgect-
ing it to fit the young into pfeéént society by giving them the knowledgze and
skills necessary to maintaining it; and the attitudes and values disposing tnem
to want to do so. Over much of ouf'history, this has seemed a mostAreasonable
expectation. To ask it of schools made sense in terms of national needs, and it
also made sense for the individual., After all, the c¢hild educated to make his
or her way in the world had been prepared for success and hence a share in soci-
ety's rewards. The school's contribution toen, was to equip and emable the child
to cope and fit in., This meant holding contemporary society and its needs as the
deciding factors in education -- with a correspoadingly lesser concern, for in-
stance, with what kind of society gight be preferable, or with what changes might
occur in the future. Such matters were by definition controversial, with any
answers representing those of only one faction and hence, not appropriately dié-
rensed by the-school. This kind of position on dealing with the controversial is
highly consistent with what has been said agove: if the school is to reéresent
the sociétal position, and there is no societal-wide position on a given matter,
then the school can have nothing to say on it. (This provides an additional dim-

ension for the conventional school's commitment to universal knowledge, as noted

o
L

in Chapter IV, pages 3-k. It is something of an over-statement though, because
wany within conventional schools have long urged the inclusion of the controver?
sial -- through the presentation of multiple views without calling aay of them

'truth.' The objections which suul: practice still often rouses lends Suppoéﬁito
our claim that the conventional school is in a difficult position wken thefegis

no societal-wide or universal truth to present on a topic.)

Now the purpose of this bit of history is not so much to describe ithe past
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as to present the conventional school rationale within the developmental con-
text‘which largely explains and justifies it. It is this rationale whiﬁh con-
tinues to underéird the conventionalrschool's socialization emphasis, its re-
Sponsiveness to national needs and policy, and the service it provides in sort;
ing the young for their'future.vocétional and socio-economic roles, To summar-
ize it, the school's major function is instructing the young on matters lying
outside and beyond their communities. Its purpose is to prepare them to under-
.stand, adépt to, and deal successfully with life's "public'" sphere -- primarily
with the economic and political institutions of the larger society.

Alternative education édvocates are extensively agreed in rejecting this
cenception of the way in which school and society ocught to be connected. 'In
contrast to the view that the larger society needs representing to the young --
it being remote and inaccessible to them -- alternatives advocates are 1ikely to
find society oppressively ubiquitous. The communications industry, and the pro-.
duction and distribution of goods on a national basis, makes the larger society
and its products as near and vivid to the young as their own communities are.
Thus, in the eyes of many alternatives people, it is not the society and its in-
terests which need presenting to the young, it is cther things instead. (The
Foxfire books grew out of an alternative school which instructed the young about
their own-community == by sending them into the couniryside to learn about moun-
tain crafts, recipes, lore, "and other affairs of plain living.")

Furthermore, among many alternative education people (and others today),
there is érggjectiOn of the onee éuite prevalent assumption that society's best
‘interEStsVAEé also in the- individual's best interests, fhe two being entirely
<ompatible, Instead, some alternatives pecple have accused the school of ex-
Floiting whole groups of children through its certification function. They nave

in effect seen the school as a huge sorting device which slots young humas be-
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ings, sending them into chutes like an egg grader or a rotato sorter that sep-
arétes better from poorer products, Such a 'processing' is actually double in-
jury for many young people, it is charged: By determining a youngster's future
vocation, the school's slots determine the extent to which the indivi@ual will
share in society's benefits (income, status, comforts, etc.) At the same time,
the school legitimizes the assignment of the individual to his fate. It does so

via teachings that make such stratification appear appropriate and just for a

society -~ and via teachings to the effect that those who succeed in school are

entitled to more power, wealth, status, etc. Thus eveantually even the individe-
ual whom the school has stamped "failure" bas, in the process, come to take this
view of himself -- thus accepting the role assigned him as proper.

As this suggests, some connected with alternative education would reject
the conventional school view of the appropriate education-society connection on
the grounds that it is exploitive of children and prepares them for a social-'
political economic system which itself badly needs reforming. Some of the earl-
iest alternatives obviously represented such a position. The Freedom Schools of
Mississippi, for instance, stressed fhe rights of the Blacks who attended them,
and the potential of these people for changiﬁg the umenviable circumstances of

their own lives. The Street Academies which the Freedom Schools inspired in

c¢ities across the country often had a similar focus: to improve the circum-

stances of the poor and politically powerless by equipping them for overcoming

I

these conditions. DBut some alternmatives sought even more directly and explicitly

to change society, not only by preparing new groups of indiyiduals-for success

,Riﬁhin it -« and to that extent, at least, changing the composition of the elite

-= but by teaching so as to expose the need for more fundamental structural re-
forms.
Jonafthan Kozol is perhaps the best-known spokesperson for both of these

views. His earlier books dealt with improving the lives of the oppressed through
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~ an effective education, He was, in his book called Free Schools, scathingly

critical of the kinds of free schools that stand for doing one's own thing aad
doing away with authority and adult influence. "The true moral, political and
B semantic derivation of 'Free School,'" he insisted, "lies in 'Freedom 3chocl.'
It.is to the liberatiom, to the vision and to the potency of the oppressed that
any school worth its derivation,,.must, in the long run, be accountablé."l 3ub-
sequently, however, Kozol has come to believe that much more extensive chanze is
needed than enabling the oppressed to escape their poverty. Accordingly, he now
wants the school to be educating children to a commitment to reform. He has
lost hope in public schools for this reason, explaining:2
‘The school that flies the flag and conscientiocusly serves

the interests of that flag cannot serve those of justice.

Schools cannot at once both seocialize to the values of an op-

pressor and toil for the liveration and the potency of the cop-

pressed. If innovation is profound, it is subversive, If it

is subversive, it is-incompatible with the prime responsibili-

ties of public school.

He is explicit about the task of his latest book, The Night Is Dark and I Am Far

from Home:"This book...is a.call...for tactics, plans, scenarios of clear and
conscious and intentional subversion of the public schools. The object of this
book is...sophisticated and prepared rebellion."3 Clearly, then, a major purpose
of the education Kozol now espouses is major societal reform,

Ned O'Gorman, who has run a storefront school in Manhattan, reflects a very
similar position., He reports his school's purpose as offering the childrem of
the poor =- the '"dispossessed" -- "a vibrant chance to become..,revolutionaries,
that is people who will go out into the world armed with love, hope and the tre- -
mendous desire to change the lives of their 0ppressed brothers and smsters."'

For O'Gorman, then, as well as for Kozol the schodl's appropriate function in
Telation to society is certainly mot an aaaptlve one: the schoel is not to inw
duct the young into society; rather it mu;£ teach them to reject a great dezl of

that society and to commit themselves to ité reform,
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The Kozol and O'Gormaﬁ positions are probably, as Kozol suggests; incompati-
ble with public educatioz. An awareness of social illis and a concern to chanze
things probably at some peint becomes sufficiently broad in extent and strong iz
intensity to arrive at such incompatibility. 3ut mot all reformists have
reached such estranzemen, from contemporary society, and a number of people very
much committed to social reform via education are found in both public and private
school alternatives. In vérious ways they reflect the view that the desirable
school-society relationship makesrthe school a contzﬁlﬁﬁpr to societal reform. Iae
contribution may, in fact, be immediate and direct, in the form of social services
donated to the community. A large number-éf aléernative schools feature such ser=
vice within their programs, expecting students to serve as volunteers over substan-
tial periods of time.

Under the auspices of such programs élternatives students have worked in day
care centers, functioned as co-therapists in mental hospitals and centers for the
emotionally disturbed, tutﬁred children with acagemic problems, organized zZames
and crafts and otherwise aided those in nufsing homes, helped with physical ther-
2py in rehahilitation hospit;is. lThey have also made other kinds of contributicns,
such as lobbying for an ecology'bill, assembling data for use by a family court
Jjudge, and helping consumers resolve their difficulities with local business es=
tablishments. Each of these activities puté students in the position of perform-

ing a useful service and of improving the conditions of life for those affected.

I
i

Now obviously, this is not the same kind of social reform for which Kozol wants
youngsters prepared. For him.feform is a matter of structural changes in institu-
tions. But on ancther view of social change, reform can also result {rom the ac-
tions of individuals. On such a view, introducing positive changes in the lives
of others constitutes small-scalé-;f ﬁminin" reform. And the jmplicit curriculu=
of such service programs is, of c@éfse, that this kind of voluntarisz is a desir-

able contribution, perhaps even the individual's obligation to societal bettermezt.
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A second broad'péfsPeciive on the pr0pér schﬁbi—sbéiétj'felatioﬁ is re-
flected in many alternatives.  It is the conviction that the.schoﬁlIOught to-
prepare the young for life within a particular community -- ratﬁer than for
adapting to the larger society. This idea developed in response to two major
features of our nafional life: the low societal and sélf-estéem'in which_.
Elacks and certain other-minorities have been held, and the gfdﬁing-aﬁarénéss_
of our pluralistic character as a nation.

The struggle in New York City a decade ago,'iﬁvoiving demands for decent-
ralization and local control of schools, grew out of Blacks' hopelessness that
the city system would ever fulfill their children's educational needs. Schools
geared to the community, and controlled by it, was-fhe solutién sbught. It was
argued that children of the inner city ghetto have uniQue knowledge needs and
the need for instructional methods that will bring gcademic success to more-of_
them. One of the kinds of content added in these schools wa; Black cultﬁfe.mé-
terial -~ including the history of Blacks in this country and in Africa, and in-
struction in Swahili. Such a curriculum was intended to provide positiﬁe points
of idéntificatio ~— "roots" and pride -= for children whom the larger culture
all too often taught to think little of themselves. And such instruction Qas
perceived as a way of forging a stronger Black commuﬁity, even while inducting
youngsters into it.

The assertion thatéthe'schools of the Black'cémmﬁnity bﬁght to étféss the
Black subculture -- in preference to the national culture -~ was soon picked up
by a number of groups, and ethnic alternatives were launched all over the coun-
try. In each“one, the aim was to give primacy to the community. The objectives,
for example, of a high school started by native Americans in New Mexico were:5
The school is a model of Navajo self-determination. The
primary objective is to provide students with basic aca-
demic skills, with an .in-depth orientation to Navajo

thought and ways, and to acquaint them with a liberal -
arts program.,
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Eventually, other kinds of groups also began to seek schools résponsive to
their worldviews, Many back-to-basics and fundamentalist altermatives are as
much attempts to render children responsive to the vaiues and beliefs of a par-
ticular subculture as they are efforts at maintaining particular kinds of class-
rooms. And parents in many parts of the country have become increasingly asser-
tive in claiming the right to have their children instructed according to their
values and worldview, rather than in accord with beliefs of the larggr soqiety
which they themselves reject. Parents urging the inclusion of Creationism, and
opposing what they see as Secular Humanism, are precmineat cases in point. And ==

to mention a very different kind of alternative =- the Georgia school cited earl=

“ier, that has produced the extraordinary Foxfire series has been higzly success-

ful in preserving the Appalachian lore and Qay of life.6 Surely the oral histo-
ries these books contain are one effective means of instructing students in a com-
munity subculture -- even while it ﬁelps them deveiop-tbe skills for dealing in
and with the-larger society.

But a third and larger group of alternative education advocates reject the
conventional school view of Ehe school-gsociety relation on yet other grounds,
For this group, the reason lies not so much with the ills of our society, or with
the stronger claim of the community upon the child: the objeétion is to subcr-
dinating the youngster's déveloPment to the interests of any social group, socilety
or commumity. This kin? of perspective was rePresénted in mahy of the eaxly
'Free 3chools' which so provoked Kozol: the largely white, middle class ;chools
inspired by the 'counter&ulture' of more than a decade ago, The primacy such
schools assigned to "doing one's thing" -- and not having "someone else's trip
laid on you" -- were clear statements of the individual's right to be what he or
she wanted, unfettered by the claims of others répresenting either soclety or
community. Jerry Farber expfessed it most vividly with his metaphor suggesiing

the role in which schools cast students: "The Student As Nigger.' 'SCHOCL IS
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WHERE YOU LET THE DYING SOCISTY PUT ITS TRIP ON YOU," he raged in capital let-

ters -- where "the society-that-has-been" fashions the society of the futuse by

' molding its adults. "For students, as for black people," Farber concludes,

“the hardest battle isn't with Mr, Charlie. It's with what ¥r. Charlie has
, |

done to your mind."
Can schools avoid siuch exploitation of the young? 4 number-of Free School -
advocates have thought so., A.3, Neill, the founder of Sumrmerhill and the ideo-
logical father of Free 3chools, urged that children be left as free as possible
to shape themselves: '"The function of the child is to live his own life == not
the life that his anxious parents think he should live, nor a life accofding to
the purpose of the educator who thinks he knows wnzt is hest." DBut it takes
care to preserve awe# this sort of freedom for the child:a'
To give a child freedom is not easy. It means that we Te-
fuse to teach him religion, or politics, or class conscious-
ness., A child cannot have real freedom wasn he hears his
father thunder against some political group, or hears his
mother storm against the servant class. It is well-nigh im-
possible to keep children from adopting ocur attitude to life...

It is in acknowledgmernt of this difficulty that Paul Goodman -- another

- spiritual leader of the early Free Schools -=- proposed the majer functiom of éle-

mentary education to be simply "to counteract and delay sccialization aéolong as

possible. ™ "We must," he said, "stop trying to process the young according to
9

our preconceptions and yet open our world for them.'"’ Only in such a way can we

manage to avoid subordinating the child to the desires for self-preservation of
sociéty or community.
Pacific High School in California was one of the Free Schools which acted
: Qs org. Studesrt Arhieadoda® ¢,
on_such a view. Its guiding metaphorhbecame "do for yourself because life is a
névelty." In partial explanation there appears a staff member's criticism of a
: 10 ,

previous educational reform:

.s.0ne of the problems...is that those wheo create it tend to
be creating the world they wish they'd lived in. They create
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schodls for their own childhood, and that tends of make it
like the Maginot line; we're always a little behind.

Not all Free Schools went quite as far as these gquotes might recommend.
But on the part of many of them, and many alternatives advocates, there has
been and continues a strong propensity-to see the individual as belonging to
himself or herself, with rights that should be asserted against any socisty or
community which presses in too strongly to impinge upon the right to become ones-
self.

By way of review, then, these are the several ways in which alternative

 schools differ from the conventional school on the question of the proper rela-

tionship linking school and society: Alternatives are agreed in rejecting the

conventional school's focus on the larger society and its largely adaptive role

in preparing youngsters to function within that society. COn the other hand, al-

ternatives advocates disagree with one aﬁother as to what the proper comnection
should be tying the alternative school to the world outside it. For one group,
the link should consist in helping and disposing the young toward societal re-
form; For a second group, aiternatives ought be much more concerned witz estab-
lishing the connection of youngsters with the immediate community than with the

larger society. And for a third group, the alternative ought to be helping

youngsters to become themselves, while holding both community and society some-

- what at bay.

‘ﬂ'
1 Jonathan Kozol, Free Schools (Boston: Houghton Mifflin, 1972), p. 50
2 Jonathan Kozol, The Night Is Dark and I Am Far From Home (Boston: Houghton
Mifflin, 1975), p. 185 ~
3

Ibid., p. 188
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Défining Alternative Iducation - VIII

LIFE AND FERSONHOOD

We come now to a final set of substantive contrasts marking the convene
tional and the alternative school == Fonfrasts implicit in a great deal that
has already been said, They are significantly contrasting views of what life
is all about, and of what ideal human beings are like., These are the most fﬁn»
damental values which guide any educational system. In light of the contrasts
we have shown between the alternative and conventiocnal schools orn so many other
matters, it is hardly surprising that fundamentally different value orientations
guide and fuel tﬁé two kinds of programs.

Not all educational programs work out careful goals statements -- let alone
the logical justifications for choosing them in preference to some other goals.
But if they did, such an exercise would lead fairly directly to ideas of the
most ultimate sort: the meaning and importance of life, and the way we should
address it. éven without the explicaticﬁ of a full view of life,_we neverthe-
less operate on such a view. However vague and hazy our conceptior of life's
purpose remains, it guides a" number of our decisions. How to educate, and in
what, are obvious sorts of examples.

Any educational system must reflect a view ©vf what individuals should be-
come, and of what the good life is like -- what we ought to ccmmitrourselves to,
expect and seek from life, and contribute to it. Without core conceptions on
such matters it is hard o see how an educational system could be constructed
at all -- or, indeed, why anyone might want to do so. Short of convictions on
such matters, how could anyone be prompted to assist the young tc develop par-
ticular skills, or to grow up in one way in preference to another? How could
content be selected or activities chosen without.some kind of guiding notion of
what people ougzht to kmow =~ or what kinds of abilities and experiences are de-
sirable?

An education, then, selects from the numercus possibilities ths feelinzs to
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be cultivated, the values instilled, the understandings and beliefs to be encour-
aged. The choices made are likely to appear most explicitly in goals and aims
statements, and to be reflected in curricular choices, leafning activities, and
the kind of enviroanment the school constitutes.

Many of the differences between alternative and conventional schools that we
have noted earlier stem from these more fundamental differences on what life is
all about. The conception projected by the conventional school remains strongly
influenced by the collection of ideas known as the "Frotestant Ethic."l It holds
life to be an essentially serious business that is obligations-laden and not ex-
pected to be pleasant at all times, or perhéps even at most times.

The Frotestant Ethic merged ideas esséntially relizious and moral with ideas
more socio-economic in nature. What resulted waé a broad-based and powerfully
supported orientation toward life. It is, for instance, heévily success-oriented.
The pursuit of sccomplishment is virtually a moral cobligation. - 4As columnist Hl-
len Goodman put it recently, '"We live in such an achievement-oriented world that
anyone_who is not doing his .or her best, breakinz records, going oaward and up-
ward, is somehow or other failing."2 And success is construed rather narrowly.

It is not finding happiness as a hermit or aesthete. It is arriving at garticu-
lar types of achievement‘generally recognized and aé?knowledged as such.

Such an explicit view of the ends to which peﬁplg ought %o commit themselves
leads gquite smoothly in¥o a considerable amount of stétus consciousness: ‘there
is a one best way to be in the world, and those accorded greatest status are
those who manage to approiimate it best. At an earlier time, the model was more
narrowly and explicitly the financially successful business man. ror our time,
it haé seemed increasingly to be the individual who c&mbines education with afflu=-
ence and power -- perhaps the model professional,'the doctor or successful lawyer.
A mobile status-conscious society such as ours does not stop, however, with the

assignment tc top status: others follow in a range extending to the lowest rungs
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on the occupational ladder which are occuried by those departing furthest from
the ideal or model,

It should not be hard to see how these values permeate the conventional
school. Youngsters are encouraged by every means at the school's command to
pursue increasing accomplishment. An extensive system of rewards to encourége,
and penalties to warn away from, seeks to render students achievement-conscious.
The particular way in which these rewards and penalties are dispensed creates ths
school's status system whereby "A" students and "B" students enjoy greater privi-
leges and esteem than do "D' and "F" students. It is not hard to see how compe-
tition becomes an accompaniment to status-consciousness. The prestige that comes
with high status can typically be won only at others' expense. 3Status is a posi-
tional value nigh or low omly in relation to the relative positions of others.
For me to claim high sfatus means that others_muét be assigned lower ones.

Work occupies a pivotal place in the Protestant nthic. Its import is not
limited to the status it brings -- althougi status is, of course, work-comnected.
Work and working are viewgd valuable in tkemselves, with more value attaching to
some kinds than to others. That which for ocur time is most prized is work that
is socially significant, and personally absorbing and challenging -- as well as
materially rewarding. Thus, given this k;nd of bias in the Protesitant Zthie, |
preparing students to qualify for this sérﬁ of work becomes an extremely impor-
tant task of the school == along with helping them acquire the value orientation
that disposes them to want to do so. Thus, the essential seriousness of the con-
ventional school} and the extensive work orientation, are not surpriéing in light
of the underlying values.

On the other hand, the Protestant Ethiﬁ is notoriously short on a pleasure
orientation., ©One of tpme values most préminentlj assqciated with it is the idea
of "deferred gratification! -- a sacrificing of pleasure now, and a demnial of

the importance of the present in the interests of building for the future. In-
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deed, according £§ the Protestant thic, too much pleasure and gratification
can be extremely harmful. As one grandmohterly formulation of the principle
had it, "The devil makes work for idle hands." The deferred gratification
idea ma#es sense, however, only in a world Fhat is predictable -=- that is mark-
ed by crder, rationality, regularity, stability. Otherwise, there could bé:no
assurance that the sacrifice of the moment-was a good investzent. Thus, a géﬁ-
eral valuing of order and rational regularity are important elements in the
worldview of the Protestant Ithic,

A final e;ement of the Frotestant Ethic that seems prominent in the value
orientation of the conventional school is the strong preoccupation with the pub-
lic as life's important dimension. The life of any adult can be divided into
private and public aspects -~ the former consisting of one's interactions with
oneself, one's God, one's family and friends; the other, of interactions with
impersonal agencies such as governmental and economic institutions., Now a méjor
feature of the Protestant Ethic_waé the assignment of a moral dimension te con-
duct in the public sphere that had previously been viewed amoral -- to the idea,
for instance, that material sﬁccess is a mora) obligation. wkcat is important
for our pﬁrposes is the emphasis thus placed on the public sphere. And accord-
ingly, what the conventional school came to represent in this century -- in con-
trast to the public schools of previous centuries -=- was preparation for life in
the public sphere. How &o understand, deal with, and participate in governmental
and economic institutions became the particular province of woat we have through-
out been calling the 'conventional school' -- i,e., the 'school as it nas evolved
in the past century. At the szme time, the private sphere -- onéséelf, one's
personal associlations and religious beliefs -- came to occupy the conventional
school less and less. Both tendencies seem cleaély reflected in the conventicnal
school's expectations, its curriculum and activities, ard its standards of judg-

ment.
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It should already be evident that the roots of the alternative échools‘
departure from the conventional lie in this most fundamental orientation toward
the question of what life is all about. No single perspective has emerged com-
parable in influence to the Protestant Ethic's domination over the conventional
school -- and perhaps it is in the mature of alternatives that there will be no
comparable single perspective. The differeaces in emphasis émong alternativeé
advocates that we have seen throughout -- associated with the difference between
'Free' and 'Freedom' school advocates -- probably reflects an enduring division.
But even so, some similar tenéencies can be identified linking alternatives ad-
vocates. The perspective dubbed the 'counterculture' a decade ago has been oOne
of the sources, and the *New Left' has been another. But the alternatives world-
view is not exclusively antifEstablishment in flavor, deriving alsc from such
'Establisﬁmeqt' figures as E. F; Schumacher, Abraham Maslow, Zobert Xennedy, and
Existentialist philosophers.

I0 begin, alternatives people are moré likely to reflesct a tolerance for di-
verse ways of 1life. in lieupof a commitment to.a one best way, they incline to
the view tha£ a widé range of life styles can be appropriate. Instead of the cir-
cumstances created by the Protestant Ethic -- in which a religious morality perm-
eated all one's choices -= alternaiives people incline more to the view that we
generate our own convictions about the importance of wofk, family and friends, and
the rest of life's compopents. Thus it cannot be said that a particular career,
or material success, are important per se, For some they undoubtedly will be, but
not for all. It is we ou -elves wio supply the meanings for our lives, rather
than learn that meaning as specified by God or society,

This ceniral tenet that we each create the meaning of life, father than dis=-
covering it, rermits a tolerance of others® views that is incompatible with the
belief that ikere is really only one best way to live. Such a pluralist commit-

ment has a nurper of consequences. One is that its advocates are not strongly
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disﬁoaed to status—éonsciousneSS: if there is no best way, then how claii'that
one way is better than another? Although some ways of life are surely identifi-
able as undesirable, short of accepting a monolithic model, it is hard to. rank
the acceptable ways by finding one superior to another, And so far as schoolé

. are concerned, if multiple life styles are genuinely acceptable, then there'is
no need to try to press all students to pursue the same style.

Relatedly, alternatives people tend to be open to a wider range of'éxperi;
ences than deo conventional school advocates. The Protestant Zthic's commitment
to work and accomplishment, and its ambivalence toward leisure and pleasure, tend
to render life a good deal narrower and more serious, Since alternatives people
are not so explicitly uni-purposed, they can welcome experience that is not goal-
oriented and is simply to be enjoyed for its own_sake. The Frotestant Ethic
seems to place no limits on the extent to which work ought to absorb us. The
recent notion of ''workaholism' -- thét working can be ovérdone,-e#en to the point
of addiction or disease -- is an idea quite compatible with the alternatives cri-
tique of the Protestant Zthic. The result has brought some unusual activities
to alternative schools.and quite a different flavor even to activities borrowed
from the conventional school. There are trips and 'happenings', time just to
'oe¥ - ané an alternative school is more likely fo turn to sports or games that
involve evéryone than to varsity teams. Because good football ecalls for turning
play into work, an alterfiative school is more likely to indulge in frisbee festi-
vals than in football contests. The point is fhat the departure from the prin--
ciples of goal-direction and achievemént'permits‘a'receptivity teo a large vériety
of experience that would otherwise be excluded. -

Pursuing-such experience is important in the alternative school because of
its emphasis on process. The conventional school's commitment to achievement

lends it a strong product orientation: it is interested in outcomes and results

and effects of what goes on in classrocms. Alternative school people on the
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other ha#d, éfe likely to place é strong emphasis on process, claiming that what
happens within those classrooms -- and the nature and guality of experiences- :
bad there -- is important in its own right, even apart from its subsequent ef-
fects. The reason is that a school is viewed as a substantial piece of life,
claiming a large amount of a youngster's time. Unless onme is willing to proceed
on the Frotestant Ethic's "deferred gratification” principle; then life in the
present should provide pleasant, positive experiences. No arrangement -- at
least not one claiming such a large amount of one's childhood -- ought to call
for the systematic suspension of enjoyment as such a standard principle of pro=-
cedure, The process focus is, then, an affirmation of the importance of the
present and its quality. what this means, in turn, is that the attitude toward
life reflected by the alternative school is less exclusively work-oriented and a
lot more playful., To-stress the qualiiy of the present -- of the prqqesses_and |
-activities underway, quite apart irom their eventual effects -- is to become a=
ware of the enjoyment they yield or fail to yield. Thne feelings the activities
generate for participants begomes, then, a relevant criterion for choosing and
Judging them1

Alternatives folk also tend to view the relative importance of the public
and the private differently from conventional school people, In fact, one of
ﬁhe alternative school's major exceptions to conventional scrool practice has
Beén the relative exclusjon of the pfivate sphere. The Frotestant Ethic of-
fered an iﬁdunction to make the public sphere a major focus of one's life. Al-
ternative school people are inr ined to reject the notion that for most people
it wiil or should be, The activities and relationships arnd reactions éomprising
one's daily life tend to become tie important focus for ternatives people; so
alternative; are far more iikely to empnasize kné@ledge and sxills applicable to
this private domain than are conventional schools. The tolerance Ifor diverse

life styles which makes the altermatives advocate hes&ﬂant about recommending
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the public as the most important domain, cozcines with his/her empnasis on pro-

cess, to elevate the importance of the rrivate -~ tne immediate relationshirs

- and circumstances of our lives.

This emphasis on the private and perSdnal'is associated with a tendency -
to trust individuals more than institutions -—— and to look more to private asso=-
ciations than to official agencies and experts for help. It is this kind of

fundamental tendency that accounts for the alternative school's stress on inter-

personal relationships noted in Chapter I, and on charismatic -- in preference

to rational-legal -- grounds for accepting authority (as noted in Chapter V).
The stress on thne personal -~ on the reguirement that relétiouships fiow
from feelings réther than roles (one cannot assign the role of confidante or
friend: that must emerge within a relationship) -- leads to still another facet
of“the alternatives view of life:: Because.feélinés.and relétionéhips change,
theﬁ living patterns and arrangéﬁents should changé accordingly. The imporﬁaﬁce
assigned subjective reactioné makes, then, for iess.order and stability in iife |
-=- and places a iower value on the gualities of regularity and predictability
than does the conventional worldview. The préctice of chaﬁging careers in mid-
life that has developed within the last decéde'is.assoéiated with this value --
which would recommen@ that if one no longer enjoys a vocation, then it makes
sense to ségk-another. The #alue miznt also nelp to explain why some early,
private alternative schopls were shortlivedﬁ feelings and relgtionships may
prove less durable than the institutionali#ed routine which keeps conventional
schools going; Interestingly, the 'Establishment' respoﬁse td;the situation was
to construe as a 'failure' the schocl that closed down., But a iésser valu@izg
of order and stability need not find that a failure at all -- but simply a moving
on of those involved, to other things. A school'may quite adequately sérve the
needs of a group at cne time without responding tﬁeir needs subseguently -- cor to

the needs of others. Within the altermative worldview, the qualities of success
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and failure are simply not so intimately tied to stability as within the conven-
ticnal.

This attempt to present some of tae zeneral featurss of the alterﬁative and
conventional orientations toward life bas anticipated a oumber of the attribputes
each finds desirable in human beings. 3But a ﬁore direct look is in order, at
what each thinks it is to be a "person." It seems safe to say at the ouﬁset tnat
the altérnative school view of "personhood" is far less cerebrally=-orizated than
the conventional view. The latter's view of the human being is more clﬁsely tied
to the Greek view that what distinguishes human beings from other species, and is
thus ﬁo be emphasized in £heir development, is reason. The alternatives view
tends to place equal emphésis on other human attributés -~ such as consciocusness,
humor, compassion. It is not just incidental that a pumber of peéple associated

, - \indiegs
with alternative schools have been so interested in the i&adgﬁof right-brain re=

search: ThéF}ightTg;ain'sshemisphere deals with spatial orientation, artistically -
related abilities, body awareness, and certain kinds of nom-linguistic, non-

logiczl forms of knowledge.3

It is the 1eff brain, with its control of language
and logical functions that cohventional school programs have sought largely to
develop. But alternative school people have aliso insisted that many caaracter-
istics beyond the intellectual are important within the person -« and that school
‘should help in the development of these as well. Emoticnal dévelopment is one
ﬁrominen; area, and body awareness and development is another.

The alternatives viéw of personhood seems to cﬁhcern itself more than does
the conventional view with what is on the inside. Ihé cenventional view's em-
phasis on achievement and success within the §ublicAsphere, tends to pilace a pre=-
mium on externals -- on what one does, has accomplished; can claim as plainly

visible to all. By contrast, the alternatives view of human beings exnibits a

great deal more interest in what one is, as apart from what one has dome. Relat-

edly, self-acceptance and self-esteem are of greater import within the alterna-
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tives view, while by and large the conventional view is interested in such con-.
siderations only as they may relate to external accomplishment aﬁd performancé
in the public sphere. |

The interest in what is inside the'persén'is:aSSQCiated with a gfeafer
awareness and appreciation of human fragility within the alternatives views of
personhood. There seems a conviction that despite appearances to the contrary,
all human beings are vulnerable creatures whose humanityﬂneeds to be kept fore-
most in our institutional arrangements and processes. It.is this conviction
that is responsible for the emphasis on interpersonal relationships in alterma-
tive schools -- and for the reservations of alternatives people about the coupre-
hensive high school, despite ité obvious advantages. The humanity and vulnera-
bility of those within them are too likely to be overlooked in large, hence im-
personal institutions.

A part of human‘ffagility lies, in thé'alternatives.view,'in-the'limits to
-wnich people can be shaped without harming tﬁem. Through much of this century,
psychologists have stressed that it is environments whicn shape people, and any
human being can, within limits, become almost any sort of person, depending on
the enviromment in which s/he is placed. A positive, comfortable environment
with the appropriate advantages and influence can mold one child into statesman,
artist, or physician, while a reverse sort of envircnment caﬁ make anéther a dul-
iard or a delinquent.# the alternatives view departs from this now 'traditional’
‘liberai outlook in inclining to emphasize instead the damage that can ?e done to
human beings by trying to mold them into preconceived patterns. The;e;ig,'then,
a tehdency to place greater import on what is already present within ﬁ;é'individ-
ual, in determining what s/he will become. And accordingly, there is a tTendency
to treat the child somewhat less prescriptivelynand to pay ireater heed to his
or her own incliaations. To impose too much pressure to become what one is not

caa inflict injury.
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Finally, the alternatives view of personncod recommends quife a different
mood or tone for tne individual than does the ccnventional view, iae comven~
tional school rewards seriousness, derpendability, earnestness, raﬁionality and
seeks to develop these as personal traits. The alternatives view, on the other

. e i Cloaly WnSoniadad, W,
hand, is likely to value those traits wadseh-Sake—ieg moreh}lghtheartedness or
even playfulness. Humor, spontaneity, flexibility, and a mese relaxed manner
-- in preference t¢ a weed disciplined gnd controlle& or 'uptight' one -- are
all attributes that the alternatives view of human beings would prize,

A final word might be of interest regarding the grounds for these claims,
3ince there is not yet a great deal of research on alternatives, not all of our
assertions in this sfudy can claim extensive solid support. fortunately, however,
the claims in this chapter -- which is perhéps most abstract and open to chal-
lenge -- have received fairly direct support. Two recent studies comparing tihe
values actually operating in alternative and conventional schools have found core
values in the alternative to be "bfoadly humanistic., They describe a warm, in-
formal, lively egalitarian climate encouraging student freedom, responsioility,

o

involvement, cooperation, individuality, and authenticity. According to botn
teachers and students in both types of schools, the alternative schools are far
more concerned with meeting what psychologist Aoraham Maslow called "the higher

human needs" -- for love and belongingness, esteem, and self-actualization.

!

1 Qriginally stated by Max Weber in The Protestant Zthic and the 3zirit of ﬁatl- '
talism (New York: Charles Scribner's Sons, 1958) The “thlc s influence was
not, of course, limited to Protestants. '

2

"Picasso, Surviving His Shadow,' Newsday, July 1, 1980

3 Robert E. Ornstein, "Right and Left Thinking, " Psychologzy Today, May, 1973, p.
87
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4 ; . . : .
Note how in such a mentioning of positive and negative kinds of lives, the
conventional school perspective identifying the positive life in vocatiocnal
terms crops up. a bit of thought will show how 2ifficult it is te come up
with a orief characterization in any other terms.

2 Jderald R. 3mith, Marion McCollum, George Barclay, "Student and Teacher Fer-
ceptions of the Operative Values of Public Alternmative High Schools, ms.
(undated) p. 9

6

Gerald R. Smith, Thomas B, Gregory, Richard C.'Eugh, "Final Report to Fartic-
ipgting Schools of the Results of the Schoel Climate Study," mimeo., May 23,
19c0 .




"Defining Alternative Education - IX

SELECTED ORGANIZATIONAL FEATURES

Throughout these pages we have been dealing largely Qith features of éhe al-
ternative school's program. An important supplement must now be added to that .
perspective, The structural characteristics of a school -- the way it is organ-
ized and constituted -- often have a great deal to do with the kind of sciool it
can become, and the limits of its effectiveness. Organizaticnal featurss cannot
assure the success of an alternétive -~ or of any other kind of school, for that
matter. But clearly, they can greatly increase the chaqzbes of its failure. Thus,
there are important pitfalls to be avoided. And there are also distinct organiza-
tional characteristics marking alternative education off from conventional schocls.
Not all of these features are undér the control of the alternative program, but for
better or worse, they may nevertheless be predictive of its future.

Not all of the features cited in the pages to follow are of commensurate im-.
portance. In fact, experience would suzgest ﬁhat they are of ascending imﬁort as
one-goes down the list. Thus, numbers 1l-3 name supporting conditions, while 4 is
more central, and 5-10 seem crucial to success. Here as elsewhere in this study,
however, it must be said that it is possible to point to counter—exampleé -= 1o
successful altermatives lacking many even.of those features deemed crucisl to suc-
cess. Even so, a decade's experience would strongly suggest that the more of the
organizational features ldentified here that a new alternative can claim, the
greater the chances for iéé survival and success in achieving the benefifs alterna-

tives have elsewhere produced.

(1) Existence within the district of multiple alternatives. The chances for

success with any single new altermative school or program are increased if the
district already has, or is interested in establishing, other such programs as
well. Otherwise the new alternative may be viewed a drain-off or dumpins ground

for problem cases and treated accordingly. The existence of several alternatives
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- within a district -- or of an options system assigning all programs the status

of alternatives -- is the strongest possible evidence cof rejection of the 'one
best system' principle for education. Conventional education has long assumed
that there is a one best way that is therefore best for all: a single set of
educational goals, a single curriculum, and essentially a éing1é set of learning
activities =- all pursued in classrooms staffed by teachers similarly prepared,
and in schools similarly structured and administered. The existence of multiplé
alternatives within a district is the best testimony to the rejection of the mono-
lithic principle in‘favor of educational pluralism. And the support which the
pluralist principle provides is an important assist for starting and maintaining

alternatives within the district.

(2) The assumption of equal status, Chances for success are significantly

- improved if a new program is conceived as a genuine alternative of -commensurate

worth and respectability with existing programs in the district. Otherwise, it
may éoon achieve the reputation of the place for the 'dummies' or the 'hoods,' or
the 'difficult' kids. In puréuit of the one best system principlé menticned above,
programs differing from the 'regular! or 'standard' program have been viewed as
inferior - to the conventional school, differing from it in order to accommodate
students who by virtue of some deficiency cannot succeed in the conventional pro-
gram. Thus, according to conventional perspectives, an alternative is pot likely
to be accorded equal stafﬁs. Its chances are enhanced when a different perspec-

tive prevails.

(3) A claim to commensﬁfggé attractiveness. Obviousl&, we don't ali like
and want the same things -- wﬁich is one of the reasons for providing educatiocnal
alternatives. Thus, there is no reason why a new altermative program must appeal
to ail students or families, or even to‘most. But it must have genuine appeal

for some -~ its prospective population -- or it will soon be seen as one more
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punitive measure. .Detention centers, 'last chance' programs, and cozjparable ar-
rangements which some districts have devised to receive their worst problem cases
cannot be considered altefnatives for this reason: their students (zad often
their faculty as well) have been ‘'sentenced’ to them. And it is very difficult

to render such a situation attractive to any of those involved.

(4) The chance to remain. It follows from (2) and (3) above that an alterna-
"tive program's chances for success are greater if iﬁ is perceived as a genuine al-
ternative to the conventional school rather than a place for 'beefing up' its stu-
dents academically and emotionally, :or return to the 'regular' schocl. It is dif-
ficult for programs so conceived to ever arrive at equal status or to be viewed as
truly attractive by any group. They are likely to remain stigmatized if perceived
as places for the somehow deficient; and it is difficult for the cokerence des-
cribed below to develop under circumstances perceived as strictly tezporary by all

concerned,

(5) Openness to representative district populations, Programs established

especially for slow students, for the disruptive, or for particular razcial groups
may offer some advantages -- but it is rare that they can achieve the benefits of
alternative education, And it is difficult to keep them from becomizg "tracking”
systems and taking on all the status differentiations that bring stizma to some
programs. The reverse might aiso be claimed: Programs open only to the unusually
talented or able have offered-édvantages to their students -- but by and large
these are not the advantages generally associated with alte: -ative ecucation. And
it is difficult to reply to tne charge that such schools are elltlst. The surest
way to avoid such difficulties is to open enrollment to all within tzs district
and to assign individual choice the greatest weight in determining student assign-

ment to programs.

(6) Choice., It is difficult to call a school an alternative if it does
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not represent a choice for those within it, The problems of tracking and stigma
and eléE%ism mentioned above are hard to avoid whez people are assigned to dif-
ferentiated programs. This doces not mean there is no place for counseling and
recommending -- or for entr%?e requirements into particular programs. It does
mean, however, that no student should ever be forced to enter or remain in a pro-
gram that he has rejected for himself. Many altermatives have selection programs
which combine several processes in determining whick étudents are likely to work
well and succeed within the program -- and this seems a good idea in maintaining
program differentiation aimed at aiding particular kinds of étudents._.The Learn-
ing Céép in Fairfield, Comnecticut, for instance, combines (1) initial recommen-
dations from counselors in the feeder schools, with (2) Co-¢p faculty judgments
after student visits and interviews, and (3) prospective-student choice. No stu-
dent could be assigned to the Co-op without choosing to go there; but faculty
have the power to turn down an applicant who in their Jjudgment woﬁld be a poof
match for the program.

Faculty judgment need not be excluded, then, in admissions decisions in al-
ternative schools. And of course the student's famiiy must have a wvoice in the
decision as well. The precise student-parent weightings that are desirable are
difficult to d;termine - although it seems clear erough that the younger the
child, the larger the parental voice should loom; and the older thé youngster,
the greater the weight hi? or her own preferences sbould receive. Most alterna-
tives for pecple of regular schocl age require both pareatal and student partici-
pation in the choosing process, and this seems both legally and psychologically
important. Other considerations might have to override-sﬁﬁdent aﬁdAfamily choice
== such as counter-judgments from the faculty of an altérnative, Séjinsufficiént
room in the program that is a student's first chbice. But an alternaﬁiég educa~
tion commitment would require that no student shoulé ever be assigned-gfgretained

in a pfogram to which he or his family is explicitly opposed.
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(7) Staff choice too. As preceeding pages have soﬁ;ht to show, an altern~

ative school in action typically looks less like an institution than like a

group of friends. Alternatives are very 'personalized' places. Ihey usually
take on a distinct personality of their own which makes each different even

from any other alternmative. It is obvious, then, that suck a place is not one
where teachers are interchangeable, and any competent professional might be ex=-
pected to fit in. The personalized characier of altermatives puts a premium on
personal attributes and feelings. Not every coﬁpetént teacher -- even every‘comé
petent alternatives teacher -- is a good match for every aiternative school, And
in such a perssnalized setting, when the match is poor, it can set up reverber-
rations undermining the entire program. Thus, there are few decisions in an al=-
ternative school as crucial as staffing, ZExisting staff need to be involved in
the decision, as must the prospective staff member. Usual conventional school
procedure, where teachers are hired by administrators and assigneﬂ by them to

schools and tasks, is inimical to successful alternative school practice.

(8) Home-grown programs. Alternatives need to be 'home grown' -- meaning

that they cannot be developed elsewhere for export and simply assigned for imple-
mentation by the altermative program staff, Studies tracing the innovations of
the 60s have revealed that the 'top-down' strategy of program changes and develope
ment simply does not work: excellent programs will face out very quickly, or
Srom Ko ghart,

even simply go unimplemehted& when assigned to teachers for them to execute. The
personalized nature of alternative education makes it even more imperative there
that the prc¢_ -am be ihe creation of those who gré-to live and work with it day
by day. This does not mean that program will take caré_of itself in an alterna-
tive school (it won't); or that no ideas can‘be-imporiéd_f;om the outside world

(they can and shculd). It does mean that the staff must féél 'ownership' of the

program -- that they had a hand in creating it and that tié% have the power to
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change it as that seems indicated. This can come from cresating brand new pro-
grams or from adapting what others have planned and used. The important point
is that program, like interaction patterns, becomes an extension of the individ-
wals working in an alternative -- in contrast to standard conventional school
practice whereby in maﬁy locales program is almost entirely developed by people
other than the teacher who is to administer it (e.g., by state syllabus, depart-

ment outline, administrative gecision).

(9) Coherence, A number of the benefits associated with alternative edu-
cation come from a sense of group identification ~-- a feeling that the alterna-
tive and those associated witkh it form a cohesive unit. Several structural reg-
uisites are necessary to generating such feelings;

(A) The alternative need not have its own separate building, but it
does need its own separate space. This means that if need be assigned a contigu- _

ous set of rooms not used by other groups -- in contrast to conventional hig

school practice wherety a teacher and a class might be assigned to any room meet-

ing equipment needs, during a ziven period. Space, too, becomes personalized in

an alternative program, and the alternative's quarters must be supportive of the

‘feeling that the alternative is a separate unit or entity in itself.

(B) The alternative need not claim its students for the entire school
ar Ao SQl\u::l

day. Some or all of them may be enrolled in classes in the parent schoolk or may

3

;
. be out of school, for part of the day. But if the sense of community so strong

in most successful alternatives is to be generated, students must remain together
for a miniﬁum of two or three classes a day. This continuity, andfthe coherence
it builds, is what distinguishes alterrative education from a number of the curw
ricular jinnovations designed for single courses: - Such innovations look to changed
content as the source of educational improvement; alternatives look instead to

particular kinds of configurations of people as such a source.



