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Editorial

Personal Reflections on
Sources of Illusion and Hope

here is more than a touch of irony in writing

about hope in such desperate times. At a time
when children experience daily violence, abuse,
neglect, loneliness, and alienation, every word of
hope is shadowed by despair. Reflections on the
need for hope seem like a pep talk or perhaps a bit
of sniffing glue. What good is hope in the face of
such despair? On the other hand, how can we
expect children to grow into reasonable, whole,
and healthy human beings if they have no hope?

We may look at the societal causes of human
misery and that of growing children in particular.
We may set our goals as the transformation of
institutions of oppression and the creation of a
more humane culture. However, such significant
societal changes take time while children live with
immediate needs; they know and can imagine
only in the short term. What, as educators, can we
offer children, not so much to make them optimis-
tic, but to give them some strength that may help
them through desperate times? I believe we need
to reflect on the fundamental sources of hope from
which they may draw and those we can provide as
caring human beings. The concern here is one of
fundamental responsibility rather than sentiment.

In this context, I write this editorial as a personal
reflection on sources of hope — sources often so
subtle that they go unnoticed or are set aside as
idealistic delusions. In the paragraphs that follow,
my goal is not to create an intellectual architecture
of hope but to offer a personal sense of what lives
in children and how we may respond to them
inwardly as well as systemically.

We often think of hope as a desire for some-
thing, such as wealth or health for ourselves
and/or others. We may think of it as a toying with
future possibilities for things we want and need.
But sometimes we may mistake the object of hope
for its source.

Why do we hope? When things are bad, when
suffering is daily fare, where do we find the
strength to continue? While, in some cases, hope
may be a matter of playing the odds, it may be
that, despite our circumstances, we have the sense
we have not been abandoned. We feel we have not
been created and left to ourselves to twist in the
wind. Whether we think of life in terms of God or
our biological families or other communities, we
hope because we feel we are with God, others, or
simply at one with Being; we know we are not
alone, that our identity and plight have meaning
to and for others. In being united, we tap into a
source of vigor and connectedness, transcending
our immediate suffering. So enmeshed, we can
feel that irrespective of our particular wants or
needs, who we are and what we do matters.

The saying goes, “misery loves company,” but,
viewed conversely, so long as there are others
vested in our lives and we in theirs, there is hope.
Hope, once again, not for something, but as a
source of meaning and courage, an affirmation of
engagement in rather than a withdrawal from life.

Just minutes ago, I saw a girl, perhaps seven or
eight years old, sitting beside her mother on a
plastic box by a street corner. The sign propped
against the box read “Homeless Family. Any Help
Would Be Appreciated.” The two of them were
laughing together as they leafed through a chil-
dren’s book. No one could deny their desperation
nor their will to see their way together. While 1
imagine the mother suffers terribly each time she
thinks of her daughter’s life, I believe she may well
find that her daughter, a human being whom she
appears to embrace fully, is a source of strength
for her to persevere, to overcome the temptation to
let despair flood over her. The little girl found
hope in her mother to dispel in unknown measure
her sense of vulnerability and helplessness.

In some respects, our intellectual sentiments
may fail us here. We might feel such anger and
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bitterness at a nation which sustains homelessness
that we focus only on institutional concerns. We
may focus on the cycles of poverty and privilege
with the piercing question of how as a nation and
a people we can allow such suffering. Yet, in so
doing, we may mistake the sociological concept of
“poverty” for the full concrete, daily experience of
living it. Perhaps as great as the daily fear and
physical deprivation of poverty is the toll taken in
the sapping of the spirit, the experience of being
cut off from sources of hope — in essence, feeling
like an island of being surrounded by a sea of
beinglessness.

The need for a hope grounded in connection to
others was made clear to me in a recent discussion
I had with a male teenager. He, unlike the home-
less girl on the street corner, lives with a family of
relative affluence. He also is loved by his parents
and does not suffer from abuse or neglect. Ilis
health, like all the members of his family, is good.
It would seem that this young man has a substan-
tial measure of everything he could reasonably
hope for. Yet, through our discussion, I learned
that he suffers from a sense of despair. He lives in
pain — a pain so profound that at times he feels
there is no source of hope.

He said “People live and they die and they
struggle in between. For what? What is the point
of living? If we are supposed to be learning some-
thing, what is the point in learning? It does not
seem as if anything matters or that there is a reason
for anything. How could there be anything to this
world when God could allow a holocaust or the
birth of a child with AIDS?” He was asking ques-
tions about the nature and purpose of his life and
all life. He was asking about the nature of being
human in a universe of Being or beinglessness.
While it is rare to hear such ultimate questions
asked so succinctly, definitively, and straight from
the heart, they live more or less compellingly in
each one of us. We provide varying degrees of
hope and despair in the way we help children to
answer these questions in the course of their “lived
lives.”

While I do not generally believe that philo-
sophical discussions with young teens have the
personal substance to make much of a difference
in their lives, the questions asked required me to

offer a response basic to my own understanding. [
focused on my own sense that beyond all of us as
separate beings, beyond the communities we
form, we, by virtue of our humanity alone, have
rights and positive obligations to others — that
beyond all the illusions of our identity borne of
difference, we are all meaningfully and funda-
mentally united.

Someone once said that “the absurd” is a hu-
man being calling out into a Godless universe for
meaning. I wonder if the opposite is not more
accurate — that the absurd is really our being
oblivious to the meaning within and around us,
the unity beyond our fragmenting intellects, the
responsibilities we have, and the sustenance we
may receive.

While I will not speculate about divine inten-
tions, I question what must happen, how much
suffering we must cause, allow, or experience be-
fore we recognize what we are called to do.
Through our encounters with others, we are given
the opportunity to develop the highest aspects of
ourselves — to transcend self-centeredness and be
with and for others.

Like the young man, we may wish to confront
God. In our frustration for answers about the
meaning of suffering, we may demand that God
be confined to the limits of our imaginations. We
demand answers that both remain within the com-
fortable limits of our understanding and permit us
to be removed from the fundamental moral obli-
gations that stream from the answers. We seek
knowledge in terms that fit together tightly
enough so that we may refer them somewhere
rather than carry them within us as seeds of in-
ward transformation. We fail to recognize that
human suffering cannot be understood in material
terms alone — that true understanding requires
personal inner activity and carries with it absolute
positive moral obligation.

How could we stand in judgment of God or
meaningfully rise against the forces of societal op-
pression if we ourselves fail to serve, first and
foremost, the cause of humanity? If there is a God,
He must ask Himself what must happen before we
assume a hand in our own destiny. It is only when
we choose to recognize our union with others, our
mutuality in Being, that suffering will decline, for



it is only then that we shall have the vitality and
commitment to transcend ourselves and trans-
form society.

Where there is no sense of participating in “Be-
ing,” where there is no sense that we share in
existence beyond ourselves, hope is abandoned
and we are left in a vacuum with no direction or
purpose, no identity. We can draw strength from
nothing; we can lend ourselves to no effort of
substance. All action seems pointless. To say that

an individual has chosen a life of hope is not a
statement of psychological mechanics. It is not to
say that an individual has chosen to be optimistic
as a way of coping with otherwise untenable cir-
cumstances. Rather, hope, as I define it in these
pages, is a statement of character. Hope, as such,
arises out of what Paulo Freire calls “an existential
concrete imperative.” He writes:

1 do not understand human existence, and the strug-
gle needed to improve it, apart from hope and dream.
Hope is an ontological need.

..when [hopelessness] becomes a program, [it] para-
lyzes us, immobilizes us. We succumb to fatalism, and
then it becomes impossible to muster the strength we
absolutely need for a fierce struggle that will re-create
the world.

The idea that hope alone will transform the world,
and action undertaken that kind of naiveté, is an ex-
cellent route to hopelessness, pessimism, and fatal-
ism. But the attempt to do without hope, in the
struggle to improve the world, as if that struggle could
be reduced to calculated acts alone, or a purely scien-
tific approach is a frivolous illusion. (1994, p. 8)

We commonly accept as fact the illusion that we
are separate individuals — that we are not only
individuated physically but that we have no com-
mon foundation in Being. The “1” is abstracted,
removed from a sense of belonging or responsibil-
ity to others individually or collectively except as
we choose. In this context there is no mooring for
humanity; each of us seems adrift. We take for
ourselves an unrestrained personal liberty where
we are independent agents in the cosmos, and we
pay the price of an isolation bearable only with
continuous doses of material goods (among other
things) — spiritual anesthetics.

The injustice, inequity, and inhumanity of our
institutions and policies arise from the removed
sense of individuality — of being not grounded in
Being or a unity of beings. It is not enough to rise
up against social forces by which we oppress and
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are oppressed. It is not enough to forge political,
economic, and social remedies when the funda-
mental illness of our time lies within our souls. To
address children first and foremost as human be-
ings, we must look beyond the models of educa-
tion that serve the national economy or particular
social agendas. As human beings, they can come
to know, as inner experience, their unity with all
other human beings, their kinship with all life on
the earth, and, perhaps, their union in Being.
These are the sources of hope that may provide the
courage and strength to shoulder full human re-
sponsibility. Only with them can we address the
real sources of human suffering.

— Jeffrey Kane, Editor
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The Partnership Model:
A Signpost of Hope

A Dialogue Between
Riane Eisler and Rob Koegel

To engage with our students as persons is to affirm
our own incompleteness, our consciousness of spaces
to be explored, desires still to be tapped, possibilities
still to be opened and pursued.... We have to find out
how to open such spheres, such spaces, where a better
state of things can be imagined; because it is only
through the projection of a better social order that we
can perceive the gaps in what exists and try to trans-
form and repair. (Maxine Greene)

Koegel: My work with students suggests that it's hard
to feel hopeful unless we have a vision that sustains us,
that offers a life-affirming model of what can be. In his
book about the civil rights movement, Vincent Harding
spoke of an evening he spent with some Afro-Ameri-
cans who, after graduating from elite universities, re-
turned to a community which was haunted by drugs
and violence. He recounts how one of the teenagers
from the community said, “You know, doc, out on those
streets it’s like being on a dark, dark country road at
midnight, with no moon and no lights to guide you;
and you can’t see any signposts at all. So they’re lost,
don’t know where to go, and they can be pulled down
into any hole.” He then pointed to his friends and
added, “What we need are signposts to help us find the
way ... people we can look at, be with, listen to, people
like Gene and these folks here. That’s what we need.
Signposts.”l

I have found that many people — young and old —

Rob Koegel holds a Ph.D. in sociology and is a professor of soci-
ology at the State University of New York at Farmingdale. He
has a longstanding interest in promoting multicultural educa-
tion, applying feminism to his life and teaching, and creating an
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Riane Eisler is best known as the author of The Chalice and the
Blade, Sacred Pleasure, and The Partnership Way. She has
taught at UCLA and Immaculate Heart College and is an educa-
tional and media consultant. Her works have been translated
into fifteen languages, including Russian, Japanese, and Chinese.

Reprint requests can be sent either to Rob Koegel at the Depart-
ment of Sociology, College of Technology, SUNY, Farmingdale,
NY 11735 or to Riane Eisler at the Center for Partnership Stud-
ies, P.O. Box 51936, Pacific Grove, CA 93950.

yearn for “signposts” that “we can look at” and use as
models. I believe this is why your work on partnership
and dominator models of organizing human relations
has struck such a responsive chord in people through-
out the world; it’s also why the three books you have
written about the costs of domination and the possibili-
ties of partnership offer such rich resources for educa-
tors.

Eisler: I am very moved by what you just said. One of
the ways that societies orienting to the dominator
model maintain themselves is by providing very few
signposts of hope. The stories they tell (religious, scien-
tific, and in popular culture) and the beliefs they instill
make it seem that the way things are — however un-
pleasant it may be — is “natural,” normal, and inevita-
ble. Frequently, for people who are at the very bottom
of hierarchies of domination, hopelessness can become
unbearable. For some, the only way out is through
escape ... by drugs and hurting others.

So, for all of us, both children and adults, it’s urgent
today to reexamine not only what is, but what can be.
We need to look at human possibilities.

This is what my work on the partnership and domi-
nator models does. My studies of these distinct models
of interaction are based on crosscultural and
transhistorical materials that uncover underlying social
patterns. These patterns, of course, were there all the
time. What I did was to name them as the partnership
and dominator models.

Koegel: 1 remember being very excited when I first
read your work. The term “partnership” speaks to my
yearning for mutually enhancing, respectful, and em-
powering relations; it also evokes my hunger for a car-
ing community — what Martin Luther King calls “the
beloved community” — that fosters equality, mutual-
ity, democracy, and justice. Thinking about partnership
makes me feel hopeful. The term “dominator,” in sharp
contrast, triggers an almost visceral aversion to the



pain, fear, insecurity, injustice, and denial that I associ-
ate with “domination.” I believe that partnership nour-
ishes, enriches, and honors life, while domination
destroys, diminishes, and deforms it. My work with
students suggests that many other people feel this as
well.

As you show in The Chalice and the Blade and in Sacred
Pleasure, the various elements of these social patterns
have been documented by scholars in archaeology, art,
religion, and the social sciences. But the data uncovered
by these various scholars lacked a theory, a framework
that connected them, and an accessible way of describ-
ing them. This is precisely what your work on “cultural
transformation” provides. Could you talk more about
the social, cultural, and historical patterns that you
analyze?

Eisler: My work suggests that if we look beneath the
vast differences across time, places, racial and ethnic
groups, and ideologies, we find underlying configura-
tions. These patterns, however, only become visible
when we examine that which most studies of social life,
social systems, and social change ignore: how the roles
and relations of the two halves of humanity — women
and men — are structured.

If we think about it, there are only two basic ways of
structuring relations. All societies are patterned on one
of two models (with, of course, variations in between
that combine both models). On the one hand, we have
the dominator model in which an unequal system of
ranking — beginning with the ranking of the male over
the female half of humanity — is ultimately backed by
force or the threat of force. On the other hand, we have
the partnership model. Here, difference (be it based on
gender, race, religion, sexual preference, or belief sys-
tem) is not automatically converted into superior or
inferior social and/or economic status. Rather, the cen-
tral principle of social organization is a more trusting,
reciprocal, and egalitarian linking, not a fear-based hierar-
chic ranking.

Koegel: Your work is therefore not just about gender
narrowly defined, but about social systems.

Eisler: My work explores the implications of how we
organize relations between the two halves of humanity
for the totality of a social system. The way that these
relations are structured has crucial implications for the
personal lives of both men and women. But equally
important, although generally ignored, is something
that, once articulated, seems obvious: that the way we
structure the most fundamental of all human relations
(without which our species could not go on) pro-
foundly affects all our institutions (from the family and
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religion to politics and economics), our central values,
and thus the direction of our cultural evolution.

Models of society are abstractions, tools that help us
understand social life. However, societies that orient
more to either the dominator or partnership model tend
to have certain patterns. For example, when we exam-
ine social systems from a gender-holistic perspective —
which takes into full account the roles and relations of
males and females — we find that societies with rigid
male dominance in the family, the economy, and the
state have three interactive components: First, the male
is ranked over the female, and the traits and social
values stereotypically associated with “masculinity”
are valued more highly than those associated with
”femininity.”4 Second, a generally hierarchic and
authoritarian structure. And third, as is required to
maintain rigid superior-inferior rankings, a high level
of institutionalized social violence, ranging from wife
and child beating to chronic warfare.

Koegel: Your gender-holistic perspective stresses the
mutually reinforcing relationship between the social
construction of gender roles and relations, and the en-
tire social system. Your work therefore invites us to
explore how the gender-related patterning found in a
particular society influences its cultural beliefs and val-
ues, its social life, and its social structures.

More specifically, your work shows how the degree
to which male dominance exists in a society shapes the
extent to which it has authoritarian social structures,
institutionalized violence, and fear conditioning. Your
pioneering analysis of systemic patterns therefore shows
how the ranking of men over women is a basic template
for all rankings of domination. As a result, societies
primarily based on the dominator model have ranking
as the basic principle of social organization. They rely
heavily on pain or the fear of pain. They also promote
ways of feeling, being, and relating that make inequita-
ble rankings appear “natural” and violence seem nor-
mal. Your analysis of the dominator model helps us to
look for and make sense of a particular type of social
pattern.

Eisler: Exactly. And when we move to the other side of
the continuum, we see a very different social pattern
which I call a partnership rather than a dominator “sys-
tems configuration.” Here we find a more equitable
connection between people. Rather than emphasizing
“ranking” people over each other, the partnership
model of interaction emphasizes what “links” people
together. This egalitarian linking is made possible by
institutional structures that support economic and po-
litical democracy and (since there is no need to maintain
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rigid rankings of domination) a relatively low level of
systemic or institutionalized violence.

There are hierarchies, but power is primarily concep-
tualized not as power over (symbolized in the title of
one of my books by the blade or the power to dominate
and destroy), but as power to create and nurture (sym-
bolized by the life-giving, supportive, and illuminating
chalice). Hence hierarchies of actualization (helping to
bring forth our highest human potentials) rather than
hierarchies of domination (requiring the suppression of
empathy, creativity, etc.) can evolve. As a result, what I
call “technologies of actualization” are built into insti-
tutions rather than pushed to the social margins.5

Koegel: You're saying that in a society which is pri-
marily oriented to the partnership model, caring and
caretaking are highly rewarded — indeed, they are the
most valued human activities.

Eisler: In such a society, females and males are equally
valued in the governing ideology, and stereotypically
“feminine” values such as nurturance and nonviolence
can be given operational primacy. As a result, the life-
sustaining labor of nurturing, helping, and loving oth-
ers is fully integrated into the economic, political, and
social mainstream. And, since there is no need for
sharply distinguishable “masculine” and “feminine”
characteristics and domains as the basis for ranking one
gender over the other, both sexes are encouraged to
value caring and to engage in caretaking. But [ want to
emphasize stereotypically “masculine” and “feminine.”
What we are talking about is not inherent in men or
women — as we see all around us in the changes that
women and men are making.

Koegel: I've found that when I mention partnership,
many people tend to assume that I'm talking about a
utopian society that has eliminated violence, pain, con-
flict, and fear. They therefore conclude I'm speaking
about something that we may want but can never have.

Eisler: This is why it’s so important to also emphasize
that all is not peace, love, and cooperation in a partner-
ship model of interaction. To begin with, there is also
cooperation in the dominator model. However, it is
very different. For example, the cooperation entailed in
preparing to launch a war. Conversely, there is also
competition in the partnership model. But again, it is
different from the dominator kind of competition de-
signed to harm/eliminate the opponent (as in putting
someone out of business). It is achievement-oriented, a
way of motivating ourselves to excel while nourishing
the achievement of others.’

Moreover, it’s not realistic to assume that partner-
ship societies have no violence, pain, or cruelty. These
aspects of human life, unpleasant as they are, seem to

be part of the human equation. Nevertheless, my point
is that violence, cruelty, and domination are neither
idealized nor institutionalized in partnership societies
because they are not needed to maintain rigid and coer-
cive rankings of domination.

Koegel: You're saying that violence, intimidation, and
imposition do exist in a partnership society, but that
such behaviors are neither required by institutions nor
supported by their operation. Thus, whereas a domina-
tor society needs chronic violence, pain, and fear to
ensure its survival — these modes of relating are liter-
ally built into the very core of a dominator social struc-
ture — a partnership society does not.

Eisler: Right. Khomeini’s Iran provides us with a cur-
rent example of the dominator model, while Scandina-
vian countries orient more to the partnership model.

Koegel: It's interesting that you just cited examples
from the present since your writings provide such in-
spiring illustrations from the past. I still remember
when I first came across your work. I was visiting an
aunt who, when I told her that I taught courses on
gender, asked me what I thought about The Chalice and
the Blade. When I replied that I had not read it, she said
“How can you teach about gender if you’ve never read
The Chalice?” and immediately handed me the book.

When I turned to the first page, I read that “This
book opens a door” and that “even opening this door a
crack reveals fascinating new knowledge about our
past — and a new view of our potential future.” You
then asked three questions that speak to me and, I
suspect, to anyone who yearns for or possesses hope:
“What is it that tilts us toward cruelty rather than kind-
ness, toward war rather than peace, toward destruction
rather than actualization? Is a shift from a system lead-
ing to chronic wars, social injustice, and ecological im-
balance to one of peace, social justice, and ecological
balance a realistic possibility? Most important, what
changes in social structure would make such a transfor-
mation possible?”7

Your aim is to offer new knowledge and to nourish
hope as you answer these questions. You do so, in part,
by inviting the reader to examine what you called one
of the “best-kept historical secrets.” Could you say
more about this?

Eisler: Until recently, the general assumption has been
that human society never was, and by implication,
never could be, anything except male dominant, highly
unequal, and warlike — or that if there was anything
different in our prehistory, it was so primitive as to be
unworthy of much attention. There also has been a
widespread assumption that however bloody things



have been since the dawn of civilization, this was the
unfortunate prerequisite for technological and cultural
advance. These views simultaneously reflect and rein-
force a dominator perspective.

However, in the past few decades, many archaeolo-
gists, linguists, evolutionary scholars, sociologists, sys-
tems scientists, as well as historians of religion, art, and
myth have gathered evidence that challenges this con-
ventional view of our past. Yet, despite the sheer vol-
ume and immense importance of their work, their cen-
tral finding still remains one of the best-kept historical
secrets — namely, that there is strong evidence indicat-
ing that nearly all the material and social technologies
fundamental to and associated with civilization were
developed thousands of years before the imposition of
a dominator society.

Koegel: You draw on a vast scholarly literature to
explore this new picture of our past — and its implica-
tions for our present and future — in detail. Can you
mention some key findings of these scholarly works?

Eisler: Certainly. First, for roughly 15,000 years of
human history, most people — except for those living
in harsh habitats — seemed to have lived in relative
peace and plenty. Second, rather than male dominance,
there seems to have been gender-balance: women and
men working together in equal partnership for the com-
mon good. Although women in these more partner-
ship-oriented societies appear to have had leading roles
in religious and social life (as priestesses and heads of
the clan), there is no evidence that the position of men
in these social systems was at all comparable to the
subordination of women that exists in dominator socie-
ties. On the contrary, there is strong evidence which
suggests that power was equated with responsibility
and caretaking rather than dominance and intimida-
tion.?

Third, many scholars have found that these societies
were, by any contemporary standards, remarkably
egalitarian. That is, they lacked the massive gender and
class inequities we have been taught are characteristic of
ancient civilizations on the one hand, and the prereq-
uisite for social progress on the other. Fourth, the con-
sciousness of our oneness with nature was central to
our lost psychic heritage. Indeed, as archaeologists, art
historians, and mythologists have shown, many prehis-
toric societies not only revered nature; they also made
no distinction between nature, spirituality, and the uni-
versally worshipped life-giving powers symbolized by
female depictions of the deity or Goddess. Nor was
there any separation between the sacred and the secu-
lar, between religious and daily life. And fifth, both the
modes of relating and the spirituality found in these
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more partnership-oriented societies were far more in-
clusive, nonviolent, and in harmony with nature than
that associated with a dominator spirituality.

Koegel: Your work certainly reminds us that partner-
ship-oriented societies possess certain patterns,
namely: they value both sexes equally, are more peace-
ful and nurturing, have relatively egalitarian social
structures, honor nature, and are based on mutual
pleasure. As you show in Sacred Pleasure, this partner-
ship patterning creates a life-affirming form of sexual-
ity and a holistic form of spirituality.

Eisler: There are, of course, connections here to educa-
tion as well.

Koegel: Yes. I am convinced that holistic educators,
regardless of our personal and pedagogical differences,
are drawn to the gender-balanced patterns of partner-
ship that you have described. This is why I'm surprised
that Holistic Education Review has tended to ignore gen-
der relations. In nearly ten years of publication, it has
not had one journal issue that focused on gender. Nor,
with few exceptions, have the articles it has published
examined gender-related concerns, let alone the rela-
tionship between the organization of gender on the one
hand, and education on the other. Your work stresses
the need to examine the implications of how we organ-
ize the role and relations of the two halves of humanity
for the totality of a social system. I hope that holistic
educators will further explore the implications of a gen-
der-holistic perspective for both the problems and possi-
bilities of our school system.9

Having said that — and we’ll explore the possibili-
ties of education later in our discussion —I'd like to
return to the new picture of the past that you and other
scholars have been elaborating. I especially want to
discuss one of the key insights that your cultural trans-
formation theory offers: that societies which orient
more to the partnership model of interaction evolve
quite differently than societies that lean toward the
dominator model.

Eisler: Until now, most studies of cultural evolution
have primarily focused on the progression from sim-
pler to more complex levels of technological and social
development. Particular attention has been paid to ma-
jor technological shifts, such as the invention of agricul-
ture, the industrial revolution, and more recently, the
move into the postindustrial age. This obviously has
very important social and economic implications. But,
as my work suggests, it only gives us part of the human
story.

The other part of the story relates to a different type
of movement: the social shifts toward either a partner-
ship or dominator model of social organization. As I
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noted, the central thesis of cultural transformation the-
ory is that the direction of the cultural evolution for
dominator and partnership societies is very different. I
can only touch on this key point here, but The Chalice
and the Blade and Sacred Pleasure tell a story that begins
thousands of years before our recorded (or written)
history: the story of how the original partnership direc-
tion of Western culture veered off into a bloody 5,000~
year dominator detour. They show that since our
mounting global problems are in large part the logical
consequences of a dominator model of social organiza-
tion, they cannot be solved within it. And they stress
that there is another course which, as co-creators of our
own evolution, is still ours to choose. This is the alter-
native of breakthrough rather than breakdown: how
through new ways of structuring politics, economics,
science, and spirituality we can move into the new era
of a partnership world.

Koegel: You just articulated something that I, as an
educator, feel is an invaluable “signpost.” Many of the
undergraduate students I teach believe that the domi-
nator model of interaction is the inevitable result of
“human nature.” Time and again, I find myself having
some version of the following discussion with students.
It’s the “beast within,” they often tell me, which “natu-
rally” leads men to dominate women, to compete
against and struggle with other men, and to oppress
them if possible. “People are selfish, competitive, and
violent. It’s the way things have been, are, and will
always be.” “What if it hasn’t always been ‘the way
things are?’” I ask. “What if there was a time when
peace flourished and men and women lived as equals?
What if there have been societies where partnership
rather than domination prevailed? Would that change
your beliefs about human nature?” “Of course it
would,” someone invariably answers. “If a society was
based on partnership and promoted peace, this means
that things were once different, and can once again be
different.” '

When I ask “How many of you know that there is
strong evidence that such societies not only existed but,
for thousands of years, actually predominated?” few —
if any — students do. When I ask “Why not?” an open-
ing often appears where previously there was none —
much like the “door” you mentioned in The Chalice and
the Blade. When students become aware that history
offers them alternatives that they were not exposed to
— and were in fact denied — many of them begin to
explore questions such as: What were these partner-
ship-oriented societies like? Why, in all the years spent
studying history in school, weren’t we ever taught

about the existence and the possibilities of partnership?
And what happened to these societies, and why?

Eisler: These crucial questions deserve a more com-
prehensive answer than I can give here. However, as I
show in The Chalice and the Blade and Sacred Pleasure,
from the very beginning warfare was an essential in-
strument for replacing the partnership model with the
dominator model. In an ongoing process that spanned
several millennia, nomadic invaders imposed a social
system in which male dominance, male violence, and a
generally hierarchic and authoritarian social structure
was the norm. However, it took more than warfare and
violence to consolidate the new dominator system. In
the long run, nothing short of a complete transforma-
tion of the way people perceive and process reality
would do. As a result, what we find is that over time,
behaviors, attitudes, and perceptions that did not con-
form to dominator norms were systematically discour-
aged. This fear conditioning became part of all aspects
of social life in Western societies, permeating child rear-
ing, laws, and schools.!

Koegel: Did such “systematic discouragement” result
in a truly complete dominator imposition?

Eisler: No society, regardless of how rigid its rankings
of domination, can survive without at least some part-
nership elements. Indeed, like a plant that refuses to be
killed no matter how often it is crushed or cut back,
partnership has again and again sought to reestablish
its place in the sun.

In fact, when we look at the past three centuries, we
see that the modern era has opened the door for a
groundswell of partnership resurgence that is far more
powerful than any before. As new technologies and
social relations destabilized entrenched habits, beliefs,
and institutions, there emerged a wide range of social,
political, and economic movements that have chal-
lenged the use of violence and the inevitability of domi-
nance in human relations.

Koegel: Could you elaborate on this?

Eisler: In the 18th century American and French revo-
lutions, the institution of Kingship — for many centu-
ries a cornerstone of dominator social organization —
was challenged. In the following century, both the so-
cialist and anarchist movements had as their goal a time
when the state would wither away and all power would
be in the hands of the people. In addition, the 19th
century gave rise to a struggle against racism which
opposed the idea that “superior” races had the right to
dominate and enslave “inferior” races. The 19th cen-
tury also set in motion one of the most profoundly
humanizing social movements of modern times —
feminism — which, despite being ignored by history



books and maligned by the mass media, has worked to
create a society where the female and male halves of
humanity would no longer be forced into dominator-
dominated rankings. All of these movements are clearly
“signposts” which educators can explore with their stu-
dents in age-appropriate ways.

Koegel: So you see these social movements as part of
a growing effort to advance aspects of the partnership
model?

Eisler: Exactly, although this has not been the way
history usually is taught, educators can offer students
real hope. They can show how the 19th century aboli-
tionist, women'’s, socialist, and pacifist movements and
the 20th century anticolonial, civil rights, peace,
women’s, and environmental movements all share a
common goal: to build systems of relations free of
domination and exploitation. Educators can show stu-
dents that this too has been the goal of the far less
publicized 18th-, 19th-, and 20th-century movements
toward a more egalitarian form of marriage and family
life.

Looking at history in terms of the tension between a
powerful underlying movement toward partnership
and a strong dominator system resistance, students can
begin to see the last 300 years — and our own time —
as a struggle in which, once aware, they can play an
important role. They can become conscious agents for
partnership evolution. And they can also begin to inte-
grate the “public” and the “private,” and become aware
of how this plays out in their own lives.

For instance, they can identify another movement
during this same time which sought — often against
great secular and religious opposition — to eliminate
long-standing traditions of painful punishment of chil-
dren. And they can see that, though this is almost never
addressed in our history books, at the same time that
people began to awake to the brutality and injustice of
political, economic, and racial rankings backed by force
and fear, there was also a gradual awakening to the
brutality and injustice of rankings backed by fear and
force in parent-child and man-woman relations.

Koegel: As you discuss in Sacred Pleasure, these at-
tempts to shift intimate relations from domination to
partnership were only partly successful.

Eisler: In fact, these progressive developments gener-
ated enormous dominator resistance in the 19th century
and suffered periodic setbacks since then — neither of
which I want to minimize. Even so, there have been
crucial gains in the continuing democratization of West-
ern society and the Western family. Indeed, by the sec-
ond half of the 20th century, a number of crucial
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developments gave rise to what I call a partnership
resurgence. At the same time that the civil rights, anti-
colonial, women’s liberation, antiwar, and environ-
mental movements gained momentum, the challenge
to relations based on domination in both the private
and public spheres again accelerated.

Koegel: You relate all this to a revolution in conscious-
ness and the regressive pull of entrenched traditions of
domination that still have a powerful, often uncon-
scious, hold.

Eisler: Yes. The resistance to partnership is both un-
conscious and conscious. As opposition to all forms of
inequity, violence, and abuse continues to mount,
dominator elites have been attempting to maintain and
even strengthen their hold. As a result, disparities be-
tween haves and have-nots are widening nationally
and globally, causing even greater conflict, deprivation,
insecurity, and stress. This, in turn, results in more
scapegoating. It also encourages people — especially
those who, due to their cultural conditioning, cannot
envision anything except dominator-dominated rela-
tions — to deflect their anger and fear onto members of
traditionally disempowered groups, as you show in
your article, “Responding to the Challenges of Diver-
sity: Domination, Resistance, and Education.”

Koegel: Simply put, as the partnership thrust has
accelerated, so has the dominator resistance. In Sacred
Pleasure, you aptly describe this complex dynamic as
“forward push, backward pull.”

Eisler: Many people find it hard to sustain hope in the
“forward push” when there is so much “backward
pull” in our country and in the world. Yet, there are
unmistakable signs that despite the dominator back-
lash, the challenge to traditions of domination, and to
violence as a normal and legitimate means of attaining
and maintaining power, continues to mount.

Koegel: So many people I speak with are painfully
aware of what you call the “dominator backlash.” They
typically feel depressed by this “backlash” and often
feel overwhelmed by it. I think it would be very helpful
if you could talk more about what you call the “partner-
ship resurgence.”

Eisler: Let me first say that if we look only at what is
conventionally considered political — governments
and political parties, terrorism and armed revolutions,
international agencies like the United Nations — the
prospects for change seem slim. Indeed, there are today
undeniable signs of massive dominator systems’ resis-
tance and regression, be it the election of rightists and
even fascists in the West, the mounting fundamentalist
terrorism, the “ethnic” cleansing of Rwanda and the
former Yugoslavia, or the huge concentration of eco-
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nomic power in transnational corporate giants. These
developments are as real as they are disturbing.

But if we also look at what is happening on the
grassroots level, despite press reports of growing al-
ienation and apathy, we find that there are worldwide
more people today involved in groups and organiza-
tions to create a more just and equitable society than
ever before in recorded history.

Many of these groups are either explicitly or implic-
itly beginning to recognize the interconnection between
the so-called private and public spheres. Hence many
are beginning to integrate women’s and children’s
rights, as well as sexual and spiritual issues, into their
activities. Not only that, many are taking a much more
holistic approach to politics, integrating activities to
promote greater social justice, economic equity, and
environmental consciousness with activities designed
to empower people to right power imbalances in their
day-to-day lives. And by so doing, they are beginning
to provide the much needed nuclei for an emerging
international partnership movement based on a new
integrated politics of partnership — a politics aimed at
nothing less than transforming our familial and sexual
relations, our economic and work relations, our in-
tranational and international relations, our educational
relations, our relations with nature, and even our rela-
tions with our bodies.

Koegel: The enormous growth of such grassroots
movements provides yet another “signpost” of hope.
Most people, however, are not aware of these move-
ments and, despite the promise of the popular maxim,
do not find that “ignorance is bliss.” If anything, they
find it demoralizing. You, in sharp contrast, are aware
of these movements — you discussed dozens of organi-
zations in the final chapters of Sacred Pleasure — and
this knowledge gives you hope. These organizations
range all the way from grassroots groups working for
women’s and children’s rights to groups of busi-
nesspeople trying to create more equitable and socially
responsible ways of doing business to civil rights, in-
digenous, and environmental groups, as well as groups
of all kinds working for nonviolent ways of resolving
conflicts.

It is imperative that students explore the history of
the partnership and dominator models of interaction as
well as the tensions between them. The study of history
can illuminate historical traditions that can inform and
support our efforts to promote individual and social
transformation. Think of how much more interesting
and relevant history would be if students explored the

many social movements that have challenged relations
based on domination!

Eisler: I agree. Unfortunately, the way we're taught
history tends to break it down into meaningless frag-
ments and to focus on violence — especially warfare.
More often than not, curricular guidelines, textbooks,
and educators ignore reform movements (such as femi-
nism) that create change through humane, nonviolent
means. By minimizing both the emergence and the ac-
complishments of what I call the organized politics of
empathy, they not only deprive us of a crucial part of
our history, but they also devalue collective modes of
relating which are necessary for a partnership mode of
organization. As a result, few students have the chance
to explore the alternatives posed by past or present
progressive movements, let alone how these alterna-
tives might be applied to their daily lives.

Koegel: In your work you emphasize that there is a
positive movement, that the movement toward part-
nership has gained strength in the past few hundred
years, and that this partnership resurgence is a key
aspect of the modern and now postmodern era.

Eisler: Yes. Looking at the past three centuries nour-
ishes hope. For example, when we systematically trace
this movement — as I do in The Chalice and the Blade and
Sacred Pleasure — we find in the 19th and 20th centuries
something that is historically unprecedented: millions
of people organizing to directly challenge institutional-
ized violence as a legitimate instrument to resolve con-
flict or to obtain and maintain power. It is vital that
educators help students see how both our past and
present offer many models of people who, as individu-
als and in groups, have worked and are working to
create partnership-oriented modes of organizing their
lives.

Koegel: I'd like to explore some of the more general
implications of your comments for education. It seems
to me that you are inviting educators to weave two
related partnership strands into our work: partnership
literacy and the arts of partnership.

I understand partnership literacy as the ability to use
the partnership/dominator models to analyze per-
sonal, interpersonal, institutional, and societal life. Its
focus is not limited to the past, to culture, to social
systems, or to social movements. Rather, partnership
literacy enables us to use these historical, cultural, and
systemic sensitivities to delve into our — and others” —
feelings and experiences. Entering into this process not
only strengthens our capacity to analyze the interplay
of partnership and domination in our personal lives,
popular culture, and society; it also enhances our un-
derstanding of the complex ways that social forms



shape how we engage with, learn from, and value dif-
ferent modes of being.

As you and David Loye write in The Partnership Way,
the difference between partnership and dominator be-
liefs, attitudes, behaviors, and processes is not a matter
of “us” versus “them.” Rather, as Walt Kelly’s Pogo
said, “I have met the enemy and he is us.” Both models
also operate within each of us, although in differing
degrees. This is why all of us need to know what the
dominator model is, where it came from, how it oper-
ates within and upon us, and what to do about it. We
also need to know what the partnership model is,
where it came from, how it operates within and upon
us, and how to use it. Partnership literacy is vital for our
own clarity and for human advancement.

Partnership literacy enables people to treat the past
and the present as a resource for life-affirming ways of
perceiving diversity, organizing power, and dealing
with conflict. It fosters the capacity to recognize patterns
of partnership and domination in our psyches, our re-
lationships, and our society; to appreciate the costs of
domination and the benefits of partnership; to analyze
different ways of nourishing partnership; and to imag-
ine humane yet effective ways of responding to and
transforming domination.

Eisler: Such a version of “literacy” also provides a
foundation for what you call the “arts of partnership.”

Koegel: Yes. The arts of partnership enable us to build
personal relationships and social forms that support
equality, reciprocity, dialogue, nonviolence, and demo-
cratic social processes. 2 Rather than linking assertion
with imposition and control, these partnership compe-
tencies foster what Jean Baker Miller calls “agency-in-
community.”13 This assertive mutuality provides the
personal foundation for the arts of partnership.
These arts consist of the interlocking and interde-
pendent ability to cultivate:
s open, caring, and connected forms of communi-
cation
« empathic, collaborative, and egalitarian links be-
tween individuals
+ democratic and synergistic relationships within
groups
» power with others rather than power over them
» conflict that is both creative and productive
» the respectful engagement of social differences
» an empathic, reverent connection to nature "

Since we are often confronted with personal and
institutional relationships built on the dominator
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model, we also have to develop ways of functioning in
dominator contexts that do not reproduce dominator
modes of being and relating. It is hard not to respond to
dominator dynamics with dominance or submission —
especially when this behavioral repertoire is rewarded
by our institutions, fostered by our culture, and embed-
ded in our psyches.15 Although our cultural condition-
ing and hierarchical institutional structures often push
us to become victims and/or executioners, these are
clearly not the only alternatives.

It is also vital to remember, as Audre Lorde put it,
that “the master’s tools will never dismantle the mas-
ter’s house. They may temporarily allow us to beat him
at his own game, but they will never enable us to bring
about genuine change.” 61t requires self-awareness,
imagination, and courage to foster partnership when
confronted by dominator pressures.

Eisler: This leads us to another important issue. Most
of the images and stories we still find in our mainstream
culture are more like a rearview mirror reflecting our
dominator past than an accurate reflection of much that
is happening in our time. For example, more and more
of us are becoming aware that the old model of courage
is not adequate, that it is a courage born of anger, fear,
and hate. Even more important, we are becoming aware
that there is another kind of courage, a courage that at
its most basic level is rooted in a different type of caring
for self and others, be it for those we love or even total
strangers: the courage to stand up to injustice.

Koegel: It takes guts to challenge injustice. It takes
strength to forego dominance and to avoid violence
when possible (I believe in self-defense when attacked).
And it takes courage to adopt a partnership-oriented
stance amid a dominator context.

Eisler: We might think of the courage to challenge
unjust authority from a position of love rather than hate
as spiritual courage. This is the kind of courage today
being displayed by countless women and men in all
walks of life who, through their lives and actions, are
defying still firmly entrenched millennia-old domina-
tor traditions.

Some of these courageous individuals are educators
who refuse to teach what they call the “hidden curricu-
lum” of fear, obedience, uniformity, hierarchy, and ex-
clusion.!” Instead, they are helping students to recog-
nize and resist all forms of oppression and to work for
a more equitable society, both through social action and
by learning skills needed for living more productive
and peaceful lives — as through new programs in non-
violent conflict resolution and peer mediation that are
slowly entering our school curriculum.
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Koegel: The conventional “hidden curriculum” that
you just spoke of tends to reflect, reinforce, and legiti-
mize a dominator model of interaction in our schools
and our society. In the past few decades, however, a
growing number of progressive educators have been
constructing more partnership-oriented forms of edu-
cation.”® Initially, most of these educators strongly iden-
tified with one or another distinct perspective — for
example, holistic education, humanistic education,
critical pedagogy, feminist pedagogy, and multicultural
education — and dialogue between advocates of these
approaches rarely occurred. More recently, several edu-
cators underscored the need to integrate the insights,
sensitivities, and strengths found in these diverse ap-
proaches. ' As transformative educators learn from and
work with one another, we are beginning to combine
the liberatory dimensions of these perspectives into
what I call partnership education.®

Eisler: Partnership education, as the subtitle to The
Partnership Way suggests, cultivates “New Tools for
Living and Learning, Healing Our Families, Our Com-
munities, and Our World.” There are, of course, not one
but many ways of educating for what David Loye and
I call “the partnership way.” Yet, in one form or another,
partnership educators focus on six topics that The Part-
nership Way considers to be vital to a partmership edu-
cation:

1. The degree to which we are constrained and con-
ditioned by social forces shaped by the dominator
model.

2. What these forces are and how they work on and
within us.

3. Why we need to develop more partnership in our
lives, our society, and the world.

4. What this would look like and feel like.

5. What personal, relational, and institutional resis-
tance we can anticipate.

6. How we might create new visions, pathways, and
social supports to enhance the degree of partnership in
our lives and in our society.

The challenge is ultimately to create a new curricu-
lum design. I took a step toward this recently when I
put together the outline for such a curriculum along
with sample resources in a booklet called The Partner-
ship Perspective: Curricular Guide and Resources. !

Koegel: A vast, rapidly growing literature offers sev-
eral ways that educators can promote partnership ways
of relating while encouraging students to resist domi-
nator modes of social organization that hinder their and
others’ highest [:n)te‘rmtials.22 Ernest Block once wrote
that “learned hope is the signpost for this age, not just

hope, but hope and the knowledge to take the way to
it.”? Partnership educators can and are nourishing
“learned hope.” There is hope.
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Notes

1. This story comes from Vincent Harding's Hope and History: Why
We Must Share the Story of the Movement (1990, 13-15).

2. The three books are The Chalice and the Blade: Our History, Our
Future (1987), The Partnership Way: New Tools for Living and Learning,
Healing our Families, Our Communities, and Our World (co-authored
with David Loye in 1990), and Sacred Pleasure: Sex, Myth, and the Politics
of the Body — New Paths to Power and Love (1995).

3. As used here, the term hierarchic refers to what we may call a
domination hierarchy, or the type of hierarchy inherent in a dominator
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model of social organization — namely, one based on fear and the
threat of pain. Such hierarchies are quite different than a second type
of hierarchy, which may be called an actualization hierarchy. An exam-
ple from biology is the hierarchy of molecules, cells, and organs in the
body: a progression toward a higher and more complex level of func-
tion. In social systems, hierarchies of actualization equate power with
the power to create and to elicit from oneself and others our highest
potentials. See also the discussion that follows in the text of this
dialogue.

4. Please note that the terms “femininity” and “masculinity” as
used here correspond to the sexual stereotypes socially constructed for
a dominator society (where masculinity is equated with dominance
and conquest, and femininity with passivity and submissiveness) and
not to any inherent female or male traits.

5. See Eisler’s “Technology at the Turing Point” (1990).

6. For a suggestive discussion of how the structural competition
that shapes our major institutions unleashes an “against-ing process”
that frequently pits people against one another, see Alfie Kohn’s No
Contest: The Case Against Competition (1986).

7. These quotes come from Eisler’s The Chalice and the Blade (1987,
xiii-xv).

8. Because they left us no written accounts, we can only infer how
the people of the Paleolithic and the later, more advanced Neolithic
thought, felt, and behaved. One important source of data is excava-
tions of buildings and their contents. Another is the excavation of
burial sites. And overlapping both of these data sources is our richest
source of information about prehistory: art. For a detailed discussion
of this issue, see The Chalice and the Blade (1987, chapter 2).

9. For an insightful, accessible introduction to this crucial topic, see
Peggy McIntosh’s “Interactive Phases of Curricular Re-Vision: A Femi-
nist Perspective” (1983) and “Curricular Re-Vision: The New Knowl-
edge for a New Age” (1989). See also Emily Style’s excellent article
“Curriculum as Window and Mirror” (1988).

10. For a brief analysis of “our human origins,” see Eisler’s Sacred
Pleasure (1995, chapter 2). Eisler writes that “both men and women are
capable of a wide range of behaviors, from the most self-centered
aggression to the most empathic caring. And we humans can have,
and in fact do have, relations structured primarily as fear-and-force-
based rankings or as mutually trusting linkings. 50 one can say that
both these ways of structuring human relations are natural in the sense
that they are part of our human repertoire — and therefore that both
societies orienting primarily to a dominator or partnership model are
human possibilities” (1995, 39-40).

11. I focused on Western societies in The Chalice and the Blade
because of the greater availability of data on these societies (due to the
ethnocentric focus of Western social sciences). However, there are also
indications that this change in direction from a partnership to domina-
tor model was roughly paralleled in other parts of the world. See, in
this respect, both the somewhat broader discussion and more recent
references in Sacred Pleasure. See also Jiayin Min, editor, The Chalice and
the Blade in Chinese Culture (1995). This collection of essays by scholars
from the Chinese Academy of Social Sciences and other institutions of
higher learning tests the application of cultural transformation theory
to Chinese culture,

12. The inspiration for this phrase came from Frances Moore Lappe
and Paul Du Bois’ discussion of what they call “the arts of democracy”
in The Quickening of America: Rebuilding Our Nation, Remaking Our Lives
(1994, chapters 10, 11). Like Lappe and Du Bois, I choose the term “art”
because it suggests that these “arts” are highly valued and, if practiced,
can be learned by everyone (1994, 238).

13. For a suggestive analysis of the personal and social forces set in
motion by relationships based on “power-over” as compared to
“power-with,” see Jean Baker Miller’s Toward A New Psychology of
Women (1976).

14. For a brilliant exploration of the psychological, relational, and
organizational differences between “power with” (which is based on
collaboration, sharing, and mutuality) and “power over” (which is
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built on domination, control, and imposition), see Seth Kreisberg’s
Transforming Power: Domination, Empowerment, and Education (1992).

15. Many people assume that individuals either are dominant or
submissive. However, as Gregory Bateson noted, “If we know that an
individual is trained in overt expression of one-half of one of these
patterns, e.g., in dominance behavior, we can predict that the seeds of
the other half — submission — are simultaneously sown in his [sic.]
personality. We have to think of an individual, in fact, as trained in
dominance-submission, not in either dominance or submission” (1972,
92). For a provocative analysis of how the structure of this society
supports a sadomasochistic social psychology, see Lynn Chancer’s
Sadomasochism in Everyday Life: The Dynamics of Power and Powerlessness
(1992).

16. This passage came from the marvelous collection of essays
published in Audre Lorde’s Sister Outsider (1984, 112).

17.The concept of the “hidden curriculum” refers to the unstated,
unintended, and often hidden ways that schooling affects students.

18. These progressive forms of education are by no means new. As
Patrick Shannon’s The Struggle to Continue (1990) and Ron Miller’s
What Are Schools For? (1990) show, the roots of such educational forms
go back more than a century.

19. For example, Maher (1987), Schniedewind and Bell (1987),
Sleeter and Grant (1988), Purpel (1989), Shannon (1990), Purpel and
Miller (1991), Sapon-Shevin and Schniedewind (1991), Edelsky (1991),
Luke and Gore (1992), Shor (1992), Kesson (1993), Miller (1993), and
Purpel and Shapiro (1995).

20. I'm working on an anthology called An Educational Dialogue for
a Change: Learning fron and with Transformative Educators. The anthol-
ogy opens up a dialogue between transformative educators broadly
defined (not just critical pedagogy, feminist pedagogy, and multicul-
tural educators, but humanistic educators, holistic educators, and
whole language educators). This dialogue, which takes place within
particular perspectives and between them, shows: First, there are differ-
ent approaches within each perspective and that fields which are often
viewed as homogeneous possess internal debates. Second, perspec-
tives such as humanistic education, holistic education, whole language
as well as feminist pedagogy and multicultural education have politi-
cized partnership-oriented approaches. Third, each perspective has
liberatory sensitivities, resources, and teaching strategies that comple-
ment and strengthen the rest. And finally, when synthesized, these
perspectives provide “partnership education.”

21. This booklet is available through the Center for Partnership
Studies, P.O. Box 51936, Pacific Grove, CA 93950.

22. See, among others, Nancy Schniedewind and Ellen Davidson'’s
Open Minds to Equality: A Sourcebook of Learning Activities to Promote
Race, Sex, Class, and Age Equity (1983); Nancy Schniedewind and Ellen
Davidson's Cooperative Learning, Cooperative Lives (1987); Louise Der-
man-Sparks’ Anti-bias Curriculum: Tools for Empowering Young Children
(1989); Riane Eisler and David Loye’s The Partnership Way: New Tools
for Living and Learning (1990); Sonia Nieto's Affirming Diversity: The
Saciopolitical Context of Multicultural Education (1992); a recent issue of
Cooperative Learning called Cooperative Learning and the Challenge of the
“90s (1994); and the articles as well as the teaching resources in the
special issue of Rethinking Schools called Rethinking Our Classrooms:
Teaching of Equity and Justice (1994). For a few outstanding journals, see
Rethinking Schools, Democracy and Education, Holistic Education Review,
Feminist Teacher, Cooperative Learning Magazine, Radical Teacher, Mul-
ticultural Education, and Transformations.

23.This quote comes from Ernest Bloch’s Man on His Own: Essays in
the Philosophy of Religion (1970).
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Sources of Hope in Environmental Education
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the nine major sources of
hopefulness.
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The piano composition left the class and me be-
dazzled, both exhilarated and reflective. Entitled
Where Does the Light Come From? and conceived in
response to an undergraduate class assignment on
the skills and qualities of an effective teacher, the
music raised for me questions of hope. What is the
significance of hope for teachers? What responsibil-
ity might we have to offer hopeful visions to our
students? How do we construct hope in the class-
room? Where does the light come from?

In this paper I share my concern, which has grown
over a generation of teaching, with questions of hope
in environmental education. My experiences with
students’ hopelessness, and even despair, led me to
find ways to help them build hope in their lives. In
sharing this work at professional environmental
education conferences, my students and I became
intrigued with the role hope plays in the work of
teachers at all levels and with the hopefulness and
hopelessness of students, as their teachers perceive
it. I offer preliminary results of a study based on
those questions of interest.

Constructing hope in an age of worries

These questions took shape for me in the early
1980s, an era of rising superpower tension. ] remem-
ber Reagan’s gleaming vision of Star Wars weapons
blasting away Soviet threats as in some Fourth of
July tableau. I also remember my college students’
angst over that vision and their decreasing sense of
hopefulness about peace in the world as it arose in
education class discussions, particularly those re-
lated to their decisions to become teachers.

I had previously worked with elementary stu-
dents’ fears of nuclear war and had found that train-
ing in Joanna Macy’s “despairwork” helped greatly.
I returned to those insights in thinking how to work
with the worries of older students. Macy, in Despair
and Personal Power in the Nuclear Age (1983), analyzed
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the disempowerment that can overtake us with
knowledge of the planetary crisis. In the introduc-
tion she wrote:

The present crisis includes the growing threat of nu-
clear war, the progressive destruction of our life sup-
port system, the unprecedented spread of human
misery and the fact that these developments render
questionable, for the first time in history, the survival
of our species.

Despair and empowerment work helps us to increase
our awareness of these developments without feeling
overwhelmed by the dread, grief, anger and sense of
powerlessness that they arouse in us. The work over-
comes patterns of avoidance and psychic numbing; it
builds compassion, community and commitment to
act. (p. xii)

Motivated by the worries of my teachers-to-be
and drawing on my earlier experience with children,
I began to invite discussion in my environmental
education classes on what Macy calls our “pain for
the world.” Through many conversations among col-
lege students, I realized the enormity of their dread,
their fear, and their anger at the condition of the
world they have been willed, particularly its envi-
ronmental degradation.

I also experienced again these feelings in myself
from a generation earlier. I wondered, is every age an
age of worries or is the environment that sustains
creation now truly diminished — deepening de-
spair? Was Alexander Pope right about the eternal
springs of hope “in the human breast?” Or is hope
itself diminished by tragic apocalyptic visions of the
inevitable destruction of the planet that seem par-
ticular to this time of students’ coming of age.

Concerned with the implications for teaching of
student hopelessness, I began to work with educa-
tion students on two related issues: balancing hope
and despair in their own lives and the timing and
types of knowledge they, as educators, would pro-
vide their students. Believing that in order to be
effective in assisting their future students, my stu-
dents needed to be in touch with their feelings for the
future, I proceeded to engage in discussions of the
depth of the environmental crisis.

Joanna Macy believes that we pay a high price for
the repression of our feelings of fear for the future.
Using the term coined by Robert Lifton in his study
of Hiroshima survivors, she names various kinds of
“psychic numbing.” These range from resistance to
painful information to a sense of powerlessness. Her
despairwork draws its theoretical strength from the
insights that the pain we feel for the world is natural
and that the unblocking of our repressed feelings not

only can be cathartic but also a way to reconnect us
with the web of life. Through Macy’s activities,
lengthy discussions, and deep reflection on the expe-
rience of both the pain and the interconnection, stu-
dents discovered a power and a hope they had not
previously known.

The purpose of my course is to explore the philo-
sophical and methodological power of environ-
mental education to solve the daunting problems of
our time, both environmental and educational. My
presumption is that the field needs new intellectual
and emotional power to address the devastating ur-
gency of these problems. I find that by critically
analyzing several emergent philosophical views,
students are able to envision powerful and creative
possibilities.

One such philosophy is deep ecology, as described
by Norwegian philosopher Arne Naess. It provides
insights as to the human feelings of enmeshment in
the world. Deep ecology, as it has emerged in recent
theory, describes the intuitions and experiences of an
expanded self, what Naess calls “an ecological self.”
The field, drawing as it does on roots as various as
ancient religious traditions and modern American
speculations from the likes of Rachel Carson and
Aldo Leopold, attempts a comprehensive world-
view in which humans’ self-realization extends to all

W work with enthusiasm,
no matter what the odds,

because any other way of life is
unthinkable.

life and in which no life form is privileged over
another. As I began to understand the enormous
implications of this philosophical perspective for in-
forming environmental education, I searched for
ways to help students experience the concept and to
decide if it provided a more helpful vision of educa-
tion about the environment. For many students,
deep ecology moves them from detached spectators
to dynamic community members. For others, it helps
weave scientific theories of evolutionary biological
and ecological relationships into a meaningful and
engaging cosmology.

Through this process, students develop a sense of
efficacy about their work as educators-to-be. We also
examine, in various versions of the course,
ecofeminism, conservation biology, bioregionalism,




and socially critical analysis in light of their capacity
to enrich environmental education. I then invite the
students to reflect upon the sources of their hope,
working from the assumption that hope is not a
given, that it remains to be constructed.

Hope among environmental educators

I began in the 1990s, with the help of my students,
to take the subject of hope in environmental teaching
beyond their classroom. From presentations at sev-
eral professional environmental education confer-
ences, we have realized there is a great challenge in
providing a balance in environmental studies; for
example, balancing a realistic understanding of the
impact of human overconsumption on the natural
limits of the planet with a sense of efficacy and pos-
sibility that we will learn in ways that make change
possible. Concerned with such balances and with the
factor of hope in environmental education, I wanted
to know more about the thinking of my professional
colleagues. Were they hopeful about the future of our
environment? Did hope play any significant role in
their teaching? How did they view the hopefulness
and/or hopelessness of their students? What were
the sources of their own hope?

I recently gathered answers to these questions,
offered as an optional part of a survey instrument on
the formative experiences of environmental educa-
tors. I am only beginning to analyze fully the content
of the answers; I share here general and preliminary
results.

The questionnaire was sent to approximately
2,000 members of the North American Association
for Environmental Education (NAAEE) with ad-
dresses in the United States. NAAEE is the largest
professional society in environmental education in
the world. It is active in Canada and Mexico and has
members from all sectors of the education commu-
nity, ranging from resource agency staff to university
professors, from school teachers to museum educa-
tors. 517 responses were received (with no follow-
up) for a return rate of 25.8%. The respondents were
55% female and 38% male, 6% did not state a gender;
10% were under 30, 68% were 30 to 50 years old, and
21% were over 50. Of those who responded, 87%
chose to answer the four questions related to hope.

The relative hopefulness and hopelessness of re-
spondents covers a huge spectrum, with responses
like: “I have moments of despair and hopefulness.”
and “It changes daily or weekly.” “Hope, for me,
exists on a number of levels — as does despair (and
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I find it difficult to discuss one without including the
other).”

The most common response by far is some kind of
conditional hopefulness. In some of these, hope is
tied to a definition of optimism or pessimism.

Optimism and pessimism are partly matters of faith
or emotion. The “objective” stance is that of “condi-
tional optimism”: that is, that we may come out okay,
IF we do certain things in time. So no doubt I am a
conditional optimist. This formulation focuses on ac-
tion; it takes one out of the stance of the observer who
says yes we will, or nowe won't, survive.... In part my
hopefulness is apart from the question of success. As
my high school teacher said, she is an optimist “by
conviction” —I take this stance also, when reason
and fact offer no basis for deciding, as they ultimately
cannot. I take this stance to mean that one recognizes
that it is in a climate of hope that human potentials
fructify — and that is important whether we save the
environment or not.

I feel that the future is truly in the balance, and the
terrible destruction that is already happening is likely
to intensify. So I am not an optimist. But neither am I
entirely a pessimist, because I believe that both people
and the natural world hold potentials of resilience.

In some responses, hope is created: “My world
does not provide me with messages of hope; I must
find them for myself. They are subtle at best and
often ephemeral.”

For many respondents, hope was tied to action.
They are entitled to hope if they take action consis-
tent with what they regard as necessary.

I also believe that the effort of trying — the process —
may be valuable whether success is attained or not. It
may be intrinsically satisfying, it is where the growth
and learning happen, and it brings out the best in
everyone. It may be essential for self-respect.

We work with enthusiasm, no matter what the odds,
because any other way of life is unthinkable.

It is clear that hope plays a significant role in the
teaching of these environmental educators. It is not
so clear in what ways. At the most fundamental level
of the decision to teach, hope is crucial, with many
respondents saying that without hope they could not
teach. Stated even more strongly is the idea that to
teach is to hope. The very act of teaching — being
with the young, sharing knowledge, nurturing an
ethic of caring — provides hope to the teacher.

Clearly, hope is an evocative topic. The range of
philosophical reflections on hope is wide. The re-
spondents’ efforts to define hope and to elucidate the
conditions under which it arises tend to be thought-
ful, authentic, and sometimes emotional.
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While much analysis remains to be done of the
content of responses to the question, I would like to
share important, albeit preliminary, responses to the
question at hand. What do environmental educators
say when asked to share the sources of their own
hope?

The responses are a gift. I have felt privileged to
share in the images, ideas, beliefs, and experiences
that give rise to hope among my fellow environ-
mental educators — and to share in their despair.

Several answers to this question reiterated a lack
of hope, but among those who were hopeful, several
sources of that hope emerged. Six sources were men-
tioned from 25 to 50 times: success stories; personal
experience with nature and the wilderness; family
and friends; fellow environmental educators; young
people; and the earth itself.

Letters and projects done by children can give you

great hope that people can turn back towards caring
about their environments.

Nature — watching a butterfly sip nectar, seeing flame
azaleas bloom or a proboscis monkey honk.

My peer group struggling toward this same tenuous
goal that drives me.

Hopefully we as environmental educators will be
models for others who provide learning opportunities
as to how such opportunities should be structured to
encourage a lifetime of learning that continually en-
hances the creative abilities of all human beings.....

I have worked with a lot of inner city youth who have
never been to a forest or seen wild animals. Just their
excitement is rejuvenating.

The earth itself is a great source of strength and hope.
How can you not see hope in the cycle of life?

Even more prominent, mentioned 60 to 85 times,
were three other sources of hope: the idealism and
effectiveness of students, the educators’ own atti-
tudes of efficacy, and a personal sense of the divine
(conceived in both traditional religious and nonre-
ligious terms).

That there are still students whose mission is serving,
not necessarily material gain.

Each time I act upon my own set of values, beliefs,
assumptions, and theoretical orientations, I feel hope-
ful. Each time I create a context and conditions for
others to explore, clarify, question, reflect upon, and
transform their own values, beliefs, assumptions, and
theoretical orientations toward a more socially and
ecologically just, caring, and responsive way of living
and thinking, I feel hopeful.

Faith in the basic, ascendant tendency of mankind. We
are all from the Creator, from God, who is a benevo-
lent source of love.
For environmental educators, the origins of hope
are many and diverse. Their light comes from every-
where, it seems.

Implications for teaching

The quality of the responses to the survey indi-
cates the high interest of the participants with the
topic. This was evidenced by the length of responses,
including many suggestions for reading, quotations,
and additional material returned to the researcher;
the large number who expressed interest in the re-
sults of the survey; many anecdotal comments, in-
cluding offers to assist in the research; and many
expressions of thanks for the opportunity to think
about the subject. This perhaps is an indication of the
importance of reflecting on hope and of the signifi-
cance of constructing hope for environmental educa-
tors.

What does this mean for our teaching? Should we
share our hope with our students? In what ways
might we educate for hope? My experience tells me
there is a great need to foster environmental hope
among young people. My research tells me environ-
mental educators bear substantial, if qualified, hope.

We certainly could begin by revealing the subject
of worry for the world by providing opportunities
for expression of the angst and dread our students
sometimes feel. We can provide opportunities for
experiencing the interconnectedness with all life that
gives authority to human decisions. We can encour-
age sustained reflection on the sources of students’
hope and assist them in processes by which they can
construct hope. By simply bringing the subject to
light, we can begin to answer the questions — and
the needs from which the questions arise.
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ohn Goodlad is an internationally acclaimed edu-

cator. His publications (e.g., Goodlad 1982; 1990;
1994) are unique in that they are action-oriented, not
just descriptive and explanatory. Goodlad’s ideas
and those of his colleagues (e.g., Goodlad, Soder,
and Sirotnik 1990) are compelling, as evidenced by
the reform initiative they have mobilized. Colleges
and universities across the United States, together
with their respective partner schools, make up the
National Network for Educational Renewal
(NNER). More than an association of organizations
piloting key reforms, NNER also represents a change
strategy and an identifiable “school of thought.”

All such schools of thought are selective. Some
ideas or phenomena are emphasized, while others
receive little emphasis, and still others are ignored or
neglected. By identifying selectivity and silence,
analyses and expansions of such schools of thought
constitute a valuable service. For example, the dia-
logue they stimulate may itself become an educative
process. Additionally, responses to these analyses
often result in more clarity, needed qualifications
and contingencies, and a better understanding of the
terms and conditions accompanying the reform in-
itiative. Ideally, the accompanying dialogue contrib-
utes to unity and holistic thinking.

I offer the following analysis and extension from
the perspective of an empathetic “insider.” Since
1991, I have had the privilege of working with
NNER, John Goodlad, and his associates. I also
helped write the application grant that led to my
university’s inclusion in NNER.

Shortly thereafter, I was selected to participate in
a newly formed associates program. Along with 19
others from NNER sites, I traveled to Seattle four
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times during a one-year period to learn from and
interact with John Goodlad, his close associates, and
other national school reform leaders. An integral
part of the NNER change strategy, this associates
program allowed us to gain deeper understandings
of the entire reform effort (i.e., the school of thought).
In my case, this program also contributed to my
development as a human being; the professional and
personal benefits have been inseparable.

Expanding the Agenda for
Vulnerable Children, Youth, and Families

I will not address here all relevant aspects of
Goodlad’s work, NNER, and the attendant change
strategy. Even though I have shared a draft of this
paper with Goodlad, I do not claim that my render-
ing of key elements in this school of thought corre-
sponds exactly to his. Indicative of my selectivity, my
analysis is framed by my commitments to vulnerable
children, youth, and families.

I use the adjective “vulnerable” rather than “at
risk” because “risk” connotes deficits and problems
and initiates tendencies to stereotype people and
blame them. Vulnerability calls attention to environ-
ments (e.g., Garbarino 1995; Kozol 1995), and their
injurious effects on people. Vulnerable persons, in
this view, are harmed by socially toxic environments
in which poverty; unemployment; crime; racism and
classism; insufficient family supports; psychological
states of dependency, despair, and hopelessness; per-
sonal social problems such as substance abuse, teen
pregnancy, and dropping out of school; and home-
lessness interact. Approximately one in every five
school-aged children is vulnerable; approximately
one in every four children below the age of six is
vulnerable. In short, the number of vulnerable chil-
dren and youth is increasing, expected to grow from
some 14.6 million today to 20 million by the year
2000. I worry about neglecting vulnerable children,
youth, and families when we plan for school reform.
Even when we target vulnerable citizens in school
reform, I also worry about the extent to which school
reform alone will result in outcome improvement.

My analysis proceeds as follows. First, I offer re-
minders about several related contributions of the
Goodlad/NNER agenda. Identifying these as
strengths also reveals some of my value commit-
ments. Then I present a map characterizing the plight
of vulnerable children, youth, and families. Al-
though I do not describe this map in detail, hopefully
it is like a picture that says a thousand words. This

map depicts the complex, simultaneous influences
upon children and youth as well as their relation-
ships with these influences. This map lays the foun-
dation for two important questions. Can school reform
alone result in improved outcomes and conditions for
vulnerable children, youth, and families? If other helping
professions and their respective health and social service
agencies are involved, how can we facilitate interprofes-
sional education and community collaboration? With
these questions in mind, I search for unmet chal-
lenges in the Goodlad /NNER agenda.

Mindful that criticism is not constructive when
feasible alternatives are not offered, I suggest that
outcome improvement for vulnerable children,
youth, and families requires a second generation of
partnerships. These new partnerships advance those
of the first generation, which are specific to identifi-
able fields such as education, health, and social
work. I view NNER's partnerships with schools, col-
leges, and departments of education (SCDEs),
schools, arts and sciences units, and state education
agencies as examples of the first generation model.
The emergent second generation of partnerships
brings increasingly complex change initiatives in-
volving professionals from social work, health, juve-
nile justice, recreation, and their agencies working
collaboratively with educators and schools (e.g.,
Adler and Gardner 1994; Dryfoos 1994; Hooper-
Briar and Lawson 1994; Lawson 1994; Lawson 1995;
Lawson & Hooper-Briar 1994). If diverse profession-
als are to work together with vulnerable citizens as
partners and co-authors, they need appropriate
preparation for it. Interprofessional education pro-
vides a common denominator of knowledge, sensi-
tivities, commitments, values, skills, and language
needed for community collaboration, especially col-
laboration in school-community linkages. I conclude
by revising some of the Goodlad /NNER postulates
for interprofessional education and community col-
laboration. I also add three new postulates. All such
work, I believe, serves to advance the Good-
lad/NNER. I do not believe that this work dishonors
the agenda, nor do I believe that it transforms it to
the point where its core values and characteristics
have become unrecognizable.

Notable, Exemplary Strengths in the Agenda

Among the noteworthy contributions stemming
from the agenda and Goodlad’s work are the follow-
ing:

*+ A deep and abiding commitment to a demo-



cratic society, including all of its idealized bene-
fits and known requirements for democratic
citizenship.

» A deep and abiding commitment to improve-
ments in schools, colleges, and universities and
in programs for the education of educators—all
with an eye toward sustaining and advancing a
democratic society and achieving its benefits.

 An identifiable agenda, including core values,
postulates, supportive research, related litera-
ture, and a national network for design, imple-
mentation, evaluation, and mutual learning.

o Ethical-moral imperatives and democratic prin-
ciples that surround and inform the work.

» The documented claim that we cannot improve
schools unless we recruit and prepare better
teachers and other educators.

+ The core concept of simultaneous renewal, em-
phasizing partnerships among education
schools, colleges, departments, and special K-12
schools, together with accompanying organiza-
tional structures, cultures, roles, and allocation-
reward systems.

+ An emphasis upon areas of responsibility, ac-
countability, and quality control for education
programs that have needed but lacked these
features.

+ Adeep and abiding commitment to the learning
and success in school of all children leading to
productive, healthy lives as adult citizens.

+ With the agenda and core values serving as a
common denominator, allowances for differ-
ences and local tailoring among higher educa-
tion institutions and their partner schools.

There is a healthy tension stemming from this last

feature. On the one hand, I have heard Goodlad and
his associates repeatedly emphasize that the agenda
(e.g., simultaneous renewal and better teachers help
improve schools) and its core values (moral dimen-
sions of education) are “non-negotiable.” On the
other, local tailoring and accommodations are ex-
pected, even invited. This tension also is evident in
my critique.

What About Vulnerable
Children, Youth, and Families?

I provide in Figure 1 a depiction of the challenges
and conditions surrounding vulnerable children,
youth, and families. (The accompanying narrative is
not provided here because this is the subject of a
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companion paper.) Although some of these vulner-
able citizens reside in rural areas, most reside in our
nation’s urban areas. Urban ghettos often have
“ghettoized” schools. Indeed, we have a special cate-
gory of schools — formerly Chapter One, now Title
1 — where at least 90% of the students are on free
and reduced-cost lunch programs. In many commu-
nities, schools and a neighborhood organization or
two are all that remain to improve outcomes for
children, youth, and families. Recognizing this,
some authors refer to these schools and agencies as
sanctuaries (e.g., Curcio and First 1995; McLaughlin,
Kirby, and Irvin 1994). Parents pin their children’s
hopes and dreams on these schools and community
organizations.

Schools .
Culture of low expectations
Emphasis upon order and control
Oppositional sludu‘subcu[lurcs

Churches, mosques, other
£%
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£ Children and Youth: LS
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Figure 1. Mapping Vulnerable Children's Challenges

These schools and organizations also are vulner-
able, however. They suffer from acute and chronic
resource shortfalls. Educators working in these
schools often feel embattled. Like the children who
come to them (Garbarino, Kostelny, and Dubrow
1991; Kotlowitz 1991), these educators suffer from a
kind of “battle fatigue” that accompanies work in
war zones. Nevertheless, these children and educa-
tors not only endure, but many experience successes.
The successful performances of these educators are
nothing short of heroic. In partnership with vulner-
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able children, youth, and families, they are develop-
ing a new knowledge base for “best practices” in
these settings (e.g., Battistich, Solomon, et al. 1995;
Ladson-Billings 1995; Swadener and Lubeck 1995).

Working alone, often without sufficient services,
supports, and resources, these educators cannot,
however, turn the larger tide of school dropouts and
failures. Instead of being praised, these educators
often feel blamed. They know that their schools fre-
quently are stigmatized and labeled as “bad and
unsafe” or, at best, “challenged schools.” There are
stark contrasts between these schools and the pre-
sumed characteristics of Goodlad/NNER partner
schools.

Goodlad’s Partner School and Its Characteristics

Partner schools, for Goodlad and NNER, might be
called “best practice schools.” The idea is to place
future teachers and other educators in school set-
tings that maximize the probability that they can
gain competence and a deeper understanding of the
knowledge, values, commitments, sensitivities, lan-
guage, and skills imparted during preservice educa-
tion programs. Schools and programs for the educa-
tion of educators work and renew collaboratively
around shared goals of simultaneously improving
preparation and practice. These partnership agree-
ments help remedy and prevent two enduring prob-
lems accompanying reform: SCDEs are out of step
with each other, and innovative, more appropriate
preparation given to future educators is “washed
out” in schools that value other goals for education
and other ways of educating students. There is con-
siderable merit in the Goodlad/NNER agenda be-
cause it addresses these related problems.

Criteria for Partner School Selection
and Conceptions of Best Practices

In principle, schools that serve as urban sanctuar-
ies, most of them Title 1 schools, can be selected as a
partner school in NNER. In reality, most do not fit the
characterization of “a best practice school.” The main
difficulty may reside in the likely interpretation of
what it means to be a partner school more than crite-
ria advanced in the Goodlad/NNER Agenda. It
would be easy for SCDEs to ignore the most chal-
lenged schools, choosing instead to form partner-
ships with more established schools. I see at least
three problems when this happens.

First, there is a growing literature in support of the
ways in which higher education institutions should

and can respond to the needs of urban communities,
with schools playing central roles (e.g., Griener 1994;
Harkavy and Puckett 1994; Lawson and Hooper-
Briar 1994). Such responsive work is a moral impera-
tive. It is critical to the future of our democratic
society. The growing disparities between people
classified as “haves” and “have-nots” threaten de-
mocracy around the world (e.g., Kennedy 1993).

The Goodlad /NNER also is founded upon moral
imperatives and democratic citizenship. In short, if
challenged schools for vulnerable citizens are not
selected as partner schools — meaning that we leave
them to their own devices instead of supporting
their improvement — we face a significant contra-
diction in the Goodlad/NNER agenda. We cannot
neglect vulnerable citizens and their school commu-
nities during this era of unprecedented need and
threat while advancing democratic ideals through
the simultaneous reform of schools and programs
for the education of educators. I believe that it is
immoral to ignore or neglect vulnerable children,
youth, and families and their school communities. If
we expect these school communities to improve
themselves without the assistance offered by part-
nerships, we will find ourselves waiting at the sta-
tion for a train that will never arrive.

In identifying this potential contradiction and
making such a moral claim, I do not intend to mini-
mize the trade-offs involved in selecting a chal-
lenged school as a partner school. I am suggesting
that we have a moral obligation to select challenged
schools as partner schools, simultaneously commit-
ting ourselves to making them best practice schools.
Goodlad’s work points in the same direction (e.g.,
Goodlad and Keating 1990; Goodlad 1994). And this
observation introduces a second problem in the
Goodlad /NNER agenda.

The second problem stems from the uniqueness of
these challenged schools. “Best practices” in these
school communities differ in significant ways from
those, for example, in suburban schools for upper-
middle-class children, youth, and families. A re-
search literature in support of best practices in these
schools is beginning to emerge (Ladson-Billings
1995), including support for new teacher prepara-
tion programs (e.g., Cochran-Smith 1995). At the
same time, a new theory of public sector practice in
social work (Garbarino, Kostelny, and Dubrow 1991;
Hooper-Briar 1995) is identifying changing concep-
tions of best practices in communities that corre-
spond to those in schools. New knowledge, values,



sensitivities, skills, language, commitments, and
norms are developing through simultaneous re-
newal of schools, community agencies, neighbor-
hood organizations, and higher education institu-
tions. Heretofore separate professions and agencies
are working together. Vulnerable children, youth,
and families are not just partners, but coauthors in
this work. Although some of Goodlad’s work (e.g.,
Goodlad 1994) points in the same direction, this
promising work and the school communities in
which it is being advanced have not been featured as
much as they need to be.

The third problem is inseparable from the other
two, and it stems from the increasing cultural diver-
sity of vulnerable children, youth, and families
served by many of our school communities. In one
sense, cultural challenges are familiar and enduring,
accompanying the American experiment with uni-
versal public schooling. But in another sense, we are
gaining new appreciation and insights about best
practices.

Simply stated, if we want schools and community
agencies to contribute to outcome improvement,
then we must make them more culturally responsive
to vulnerable citizens. Culturally responsive work is
aimed at developing symbiotic and synergistic rela-
tionships between children’s family/neighborhood
culture(s) and the school culture(s) (Ladson-Billings
1995, p. 467). This work transforms teachers” work
orientations, curriculum materials, classroom prac-
tices, and school cultures as well as structures. Such
culturally responsive work contrasts with efforts
called culturally appropriate, culturally congruent,
and culturally compatible, all of which connote that
work is directed toward orienting students to accom-
modate and accept mainstream culture (Ladson-Bill-
ings 1995). In other words, responsibilities for
change rest with vulnerable citizens, not educators
and schools.

As far as I can determine, the Goodlad/NNER
agenda is not as emphatic as it needs to be on issues
of culturally responsive practice, even though Good-
lad and his associates are aware of the issues. Assum-
ing for the moment that making school communities
culturally responsive is a key to outcome improve-
ment, we can identify questions associated with this
silence in the agenda. If culturally responsive prac-
tices are not developed and documented, what are
the implications for the knowledge bases for teach-
ing and teacher education? If schools requiring cul-
turally responsive practices are not accepted as part-
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ner schools, where will future teachers, principals,
other educators, and university professors gain the
knowledge, skill, commitments, and understanding
needed for effective work with vulnerable children,
youth, and families? Will the Goodlad/NNER
agenda contribute to schools, community agencies,
and higher education institutions that remain cultur-
ally blind?

These three problems lead to others related to
work on behalf of vulnerable children, youth, and
families. What are other challenges inherent in the
present configuration of the Goodlad/NNER
agenda?

Challenges in the Goodlad/NNER Agenda

Since I write from the perspective of an empa-
thetic insider, I will not provide the detailed explana-
tions that are warranted, or the precise citations from
the Goodlad-related literature that some readers
may seek. I do need to acknowledge that, in Good-
lad’s view (1995), critical analyses and extensions are
invited and needed; indeed, some of his work and
writing pave the way for this work.

Mere identification is risky in its own right. I run
the risk of being viewed as dogmatic, overly simplis-
tic, or both. I have in mind the need for clarity and
understanding, along with additional dialogue,
when I resort to the following “bullets.” With vulner-
able children, youth, and families foremost in my
mind, here are challenges in the Goodlad/NNER
agenda:

» Itis child- and youth-centered: Family-centered
practices are not emphasized, nor are parents
and adult community leaders identified as
change agents and co-authors.

o It is school-centered: Health and human serv-
ices agencies and other community organiza-
tions are mentioned but not emphasized.
Schools remain as stand-alone institutions in
which educators remain isolated from other
professionals and community leaders who can
offer needed services, supports, and resources
to all members of the school community.

« Itappears to embody an implicit academic-cog-
nitive bias: It reinforces the idea that schools
exist only for students’ learning, rather than for
building upon known relationships between
learning and the development, health, and well-
being of children and youth in the contexts of
their families.

« It is categorical: It invites school- and educator-
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specific policies and practices, continuing silent

competitions with other professions and public

agencies. For example:

« It does not emphasize interprofessional edu-
cation programs needed for successful school-
community collaborations, aimed at the inte-
gration of schools, health agencies, and social
services.

» It does not address the broader process of sus-
tainable social development, nor does it take
into full account the ways in which schools
and educational communities, as hubs of fam-
ily support and neighborhood enhancement
initiatives, can contribute to as well as benefit
from sustainable social development initia-
tives.

+ It does not develop fully the importance of
nurturing the learning, development, health,
and well-being of helping professionals work-
ing in schools (and, by extension, in other
health and human service agencies); thus, it
does not build upon known relationships be-
tween the overall well-being of helping pro-
fessionals and the quality of their work and
interactions with children, youth, families,
and other helping professionals.

In brief, because the agenda does not focus specifi-
cally upon vulnerable children, youth, and families,
it may be open to criticism once their needs, prob-
lems, strengths, aspirations, and challenges become
the focus for dialogue. In fairness to Goodlad and his
close associates, however, we must emphasize that
they are concerned about vulnerable children and
youth, especially their access to knowledge (Good-
lad 1994; Goodlad and Keating 1990). However, their
agenda was not developed to focus exclusively upon
vulnerable citizens and their school communities.
We might even say, in deference to the comprehen-
siveness of the Goodlad /NNER agenda, that it is not
limited to vulnerable citizens and their school com-
munities.

The agenda offers some universal prescriptions,
notably providing equal access to knowledge, en-
couraging democratic citizenship, and asking teach-
ers and other educators to engage in pedagogical
nurturing while stewarding their schools. This
agenda also requires the simultaneous renewal of
programs for the education of educators and schools.
In brief, one of the agenda’s strongest assets (univer-
sality) also limits its applicability to the specific,
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complex challenges confronting vulnerable children,
youth, and families. We attend to either the advan-
tage or the limitation depending upon our frame of
reference and vested interests.

Granting the agenda’s advantages, we also can

pinpoint some of its limitations:

» Because the Goodlad /NNER agenda is not de-
signed to target the needs and wants of vulner-
able children, youth, and families, it proceeds
with a somewhat different approach to prob-
lem-setting, to framing and to naming “what’s
wrong and needs fixing.”

« Since school reform (also called problem-solv-
ing, change, or intervention strategies) hinges
upon problem-setting, we should not be sur-
prised to find that the Goodlad/NNER reform
strategies do not correspond as much as they
might to the needs and wants of vulnerable
citizens, their schools, and surrounding com-
munities.

Understood in this perspective, differences are
understandable and predictable. Ideally, these differ-
ences will occasion informed dialogue about alterna-
tive approaches and results accompanying problem-
setting — including targeted constituencies, aims,
goals, and objectives. Questions abound.

Perhaps the most important questions are: Do we
want to expand the Goodlad/NNER agenda to in-
corporate and accommodate work on behalf of vul-
nerable children, youth, and families? In other
words, can the limitation, once addressed, become
another advantage? If so, in what ways would some
of the core ideas and reform strategies change? With
these changes, is the agenda being advanced or
transformed?

I argue next that the agenda can be expanded
without dishonoring or transforming it. Goodlad
(1995) agrees:

We assumed that this agenda would be daunting, and
it has proved to be so. I am delighted that you and
others embrace a larger agenda. Ours was never in-
tended to solve the entire human malaise of our de-
mocracy. I shall look to you and your colleagues for
that. (p.D

Four Ways to Advance the Agenda

How, then, might we advance the agenda while
honoring its core principles and values? There are
many ways to do this. Four alternatives are pre-
sented here, beginning with the core idea of the
moral dimensions of teaching and education.



Expanding the moral dimensions

To reiterate, interprofessional practice and new
kinds of collaboration among people and organiza-
tions are being designed to serve vulnerable chil-
dren, youth, and families. Interprofessional practice
and community collaboration require a shared foun-
dation comprised of knowledge, values, sensitivi-
ties, skills, and language, and interprofessional edu-
cation programs are being designed to provide this
foundation.

One way to advance the agenda is to extend the
moral dimensions of teaching and schooling to all of

Table 1.
Expanding and Extending Goodlad’s
Concepts and Renewal Agenda

Expanded Concept
Moral dimensions of human

development, education, and
well-being

Goodlad’s Concept

Moral dimensions of teaching
and schooling

Caring relationships and
communities for families,
community leaders, and helping
professionals

Pedagogical nurturing for chil-
dren and youth

Stewardship of educational
communities in schools, health
and social services agencies, and
neighborhoods, including access
to needed services, supports,
and resources

Stewardship of schools

Equitable access to educational
opportunities for everyone,
including support systems for
receiving, retrieving, applying,
creating, and interpreting related
knowledge

Access to knowledge for chil-
dren and youth

Enculturating the young in a so- Enculturating the young by

cial and political democracy empowering families,
democratizing
family-professional
relationships and building socio-
cultural, political, and economic
capital in neighborhoods and
communities.

the helping professions. This kind of thinking is eas-
ier once we recall that education is more than school-
ing. Other helping professions, as well as families,
help educate children and each other, either enabling
or constraining work in schools (Lawson 1995). Such
an expanded version of the moral dimensions of
education and the helping professions is offered in
Table 1.

Second generation partnerships

The Goodlad /NNER agenda calls for a particular
kind of partnership. My colleague, Katharine
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Hooper-Briar, and I call these “first generation part-
nerships.” Like those involving schools, SCDEs, and
colleges of arts and sciences in the Goodlad frame-
work, there are other profession-specific partner-
ships in higher education institutions and communi-
ties. For example, there are partnerships among so-
cial work departments, schools and colleges, chil-
dren’s and family services departments in state gov-
ernments, and community child welfare agencies.
There also are partnerships among health-related
higher education units (e.g., medicine, nursing, pub-
lic health, and health education), community health
agencies, and state public health departments.

Currently, there is little interaction among the
partnerships. Even on the same campuses, one part-
nership may not even be aware of the other(s). The
pattern is a familiar one, involving profession-spe-
cific, or categorical, policies, funding streams, prac-
tices, and boundaries. Unfortunately, there is grow-
ing evidence in support of the contention that these
categorical, first-generation partnerships may not
help vulnerable citizens. Even worse, these partner-
ships unintentionally may result in harm because
they are not framed to respond to the needs and
wants of vulnerable persons and the institutions that
serve them. While vulnerable children, youth, and
families seek holism in the services, supports, and
resources offered, they experience instead fragmen-
tation and conflict.

A second generation of partnerships is emerging
in many parts of the nation. This second generation
builds upon needs for interprofessional practice and
community collaboration. In some of these partner-
ships, children, youth, and families are considered
partners, co-authors, assistant teachers, and helping
professionals. Key features of this second generation
of partnerships, contrasted with those of the first
generation, are presented in Table 2.

Table 2.
A Comparison of Two Approaches to Partnerships

First Generation Second Generation

Purpose Improve schools and Change all systems
teacher education for children and
programs families

Theory of change School reform as a Family—community
stand-alone strategy  renewal (relational).
(categorical). Transformational

bias: Within and
across systems

Reformist bias: Fix
existing systems.

change.
Kind of collaboration Two-way Multiple ways
Role of families Clients Partners
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Expanding the Center of Pedagogy

Goodlad’s (1990, 1994) Center has three partners:
SCDEs, arts and sciences, and partner schools. Inter-
professional practice and second-generation part-
nerships allow expanded ideas of “a center of peda-
gogy.” Figure 2 presents these ideas.

Schools,
Colleges,

DaEartments
of Education

and Human
Services
Agencles

AN

' Famllles

Figure 2. An Expanded Conception:
A Collaborative Development Center (CDC)

of Soclal
Work, Health

Sclences
Famlly-Child

Studies

Partner
Schools

Like the Center of Pedagogy concept, the ex-
panded version stems from recognition that effective
communication, shared planning, and sustainable
change in higher education needs to be facilitated by
an organizational structure that transcends the
boundaries of existing departments, schools, and
colleges. Once they begin interacting regularly in a
new structure, helping professionals, faculty, and ad-
ministrators will help construct new work cultures.
Both the original and the expanded versions empha-
size needs for such structural and cultural change.

Expanding the postulates

The fourth way to expand the agenda is to amend
Goodlad’s 19 postulates. These postulates help iden-
tify the equivalent of necessary conditions for effec-
tive change. In other words, the postulates help iden-
tify pre- and co-requisites for simultaneous improve-
ments in preparation programs and schools. The
question is, can these postulates accommodate inter-
professional education and community collabora-
tion in service of vulnerable children, youth, and
families?

I believe so, and I have revisited the postulates
with this in mind. I have contrasted Goodlad’s origi-
nal postulates (italicized) with revisions framed for
interprofessional practices and community collabo-
ration. Possible changes in wording and amend-
ments to the original postulates are offered in my
revised ones. I have also added three new postulates.

Postulate One. Programs for the education of the
nation’s educators must be viewed by institutions offering
them as a major responsibility to society and be adequately
supported, promoted, and vigorously advanced by the in-
stitution’s top leadership.

Revised Postulate One. Professional and interpro-
fessional education programs for helping profes-
sionals (educators, social workers, health leaders,
etc.) must be viewed by higher education institu-
tions offering them as a major responsibility to soci-
ety and be adequately supported, promoted, and
vigorously advanced by the institution’s top leader-
ship.

Discussion. No major changes. All of the other
helping professions face the same challenges and
have the same needs as education (Glazer 1974).

Postulate Two. Programs for the education of educa-
tors must enjoy parity with other professional education
programs, full legitimacy and institutional commitment,
and rewards for faculty geared to the nature of the field.
(Note: Wording is changed from the original.)

Revised Postulate Two. Professional and interpro-
fessional education programs for helping profes-
sionals must enjoy resource and prestige parity with
other degree programs, including tailored rewards
and appropriate supports for faculty engaged in aca-
demically based public service.

Discussion. Higher education institutions are pres-
tige-conscious. Internal and external prestige struc-
tures drive decision making and resource allocation.
Parity without specific reference to prestige and re-
sources may not be concrete enough or sufficiently
strong. The mandate for higher education institu-
tions to respond to societal needs and problems is a
window of opportunity for gaining increasing pres-
tige and resources. And toward this end, Harkavy
and his colleagues (e.g., Harkavy and Puckett 1994)
have coined the phrase “academically based com-
munity service” to designate the ways in which
higher education institutions can respond effectively
to local school communities through new strategies
that unite teaching, advising, research, and service.
This work is not only compatible with the Good-
lad/NNER agenda; it advances it.



Postulate Three. Programs for the education of edu-
cators must be autonomous and secure in their borders,
with clear organizational identity, constancy of budget
and personnel, and decision-making authority similar to
that enjoyed by the major professional schools.

Revised Postulate Three. Professional and interpro-
fessional education programs for helping profes-
sionals must be secure in their borders and relation-
ships, with clear organizational identities, constancy
of budget and personnel, and appropriate decision-
making authority.

Discussion. 1 have made minor changes in word-
ing, but the intent is the same.

Postulate Four. There must exist a clearly identifiable
group of academic and clinical faculty members for whom
teacher education is the top priority; the group must be
responsible and accountable for selecting diverse students
and monitoring their progress, planning and maintaining
the full scope and sequence of the curriculum, continu-
ously evaluating and improving programs, and facilitat-
ing the entry of graduates into teaching careers.

Revised Postulate Four. There must exist a clearly
identifiable group of academic and clinical faculty
members for whom professional and interprofes-
sional education programs are the top priority. The
group must be responsible and accountable for se-
lecting diverse students and monitoring their pro-
gress; planning with students, families, and commu-
nity leaders formal courses, workshops, and degree
programs and informal socialization experiences;
continuously evaluating and improving programs;
and facilitating the entry of graduates into their ca-
reers.

Discussion. Two changes are introduced. Informal
socialization in all fields exerts a powerful influence
upon recruits. Faculty may not be able to control it,
but their planning needs to take it into account. Ad-
ditionally, professional education in its broadest
sense needs to include vulnerable children, youth,
and families as partners, co-authors, and joint teach-
ers. Best practices are difficult to identify and dis-
seminate without them.

Postulate Five. The responsible group of academic and
clinical faculty members described above must have a
comprehensive understanding of the aims of education and
the role of schools in our society and be fully committed to
selecting and preparing teachers to assume the full range
of educational responsibilities required.

Revised Postulate Five. The responsible group of
academic and clinical faculty members described
above must understand the relationship among indi-
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vidual, family, and community and societal well-be-
ing, including the aims of education and the roles of
schooling in enhancing this well-being; and it must
be fully committed to selecting and preparing future
professionals to assume the full range of responsi-
bilities required of their respective professions and
of themselves as informed citizens.

Discussion. If we focus upon vulnerable citizens,
then we must incorporate in our thinking and reform
strategies professionals other than educators and or-
ganizations other than schools. Yet, schools and edu-
cators are the cornerstones of improvement strate-
gies. It is crucial that everyone recognize the connec-
tions and interdependence among people’s needs,
wants, problems, and aspirations; and among fami-
lies, professions, and governmental policies. Inter-
professional practices are founded upon such recog-
nition.

Postulate Six. The responsible group of academic and
clinical faculty members must seek out and select for a
predetermined number of student places in the program
those candidates who reveal an initial commitment to the
moral, ethical, and enculturating responsibilities to be
assumed, and make clear to them that preparing for these
responsibilities is central to this program.

Revised Postulate Six. The responsible group of aca-
demic and clinical faculty members must seek out
and select for a predetermined number of student
places in the program those candidates who are com-
mitted, or at least receptive, to the moral, ethical,
nurturing, stewarding, and enculturating responsi-
bilities to be assumed, making it clear to these stu-
dents that their professional education is founded
upon these responsibilities.

Discussion. Reflecting the erosion of moral values
and language and the accompanying emphasis upon
technical performance competencies (e.g., Brint
1994), many recruits in the helping fields are not
prepared to talk and think in moral terms. Assessing
their receptivity to such thinking, talking, and other
practices is one thing; hoping to find established
commitments is another. This is especially the case
for students who are among the first in their families
to gain entry into a college or university.

Postulate Seven. Programs for the education of edu-
cators, whether elementary or secondary, must carry the
responsibility to ensure that all candidates progressing
through them possess or acquire the literacy and critical-
thinking abilities associated with the concept of an edu-
cated person.

Revised Postulate Seven. Professional and interpro-
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fessional education programs for helping profes-
sionals must include assessment methods and crite-
ria that document each student’s progress toward
becoming an educated person; in addition to literacy,
relevant abilities include thinking critically, under-
standing contexts and cultures, collaborating with
other learners in educative communities, and engag-
ing in reflective-reflexive practice.

Discussion. The revisions are aimed at a clearer,
more concrete connection with liberal education.
And, the importance of reflective-reflexive practices
is added, incorporating a key ingredient in profes-
sional education reform agendas in all fields.

Postulate Eight. Programs for the education of educa-
tors must provide extensive opportunities for future teach-
ers to move beyond being students of organized knowledge
to become teachers who inquire into both knowledge and
its teaching.

Revised Postulate Eight. Professional and interpro-
fessional education programs for helping profes-
sionals must provide extensive opportunities for fu-
ture practitioners to move beyond being students of
organized knowledge to becoming creators, inter-
preters, action-planners, and teachers of it in local
contexts and in response to unique cultures.

Discussion. Today, we are gaining new under-
standing of the many kinds of knowledge and
knowledge-use strategies that are available. Knowl-
edge about knowledge access, retrieval, interpreta-
tion, and use is an important addition. It dovetails
with ideas about reflective practice, practitioners as
researchers, and the roles of professionals as change
agents. Furthermore, knowledge is defined and
bounded in local contexts and in response to unique
cultures. For example, culturally responsive practice
for African-American children requires under-
standing the importance of concrete knowledge in
their lives (e.g., Ladson-Billings 1995). Hence, future
teachers and other practitioners need knowledge
about children’s cultural knowledge. Revisions in
postulate eight thus introduce needs for culturally
responsive practice.

Postulate Nine. Programs for the education of educa-
tors must be characterized by a socialization process
through which candidates transcend their self-oriented
student preoccupations to become more other-oriented in
identifying with a culture of teaching.

Revised Postulate Nine. Professional and interpro-
fessional education programs for helping profes-
sionals must be characterized by a socialization proc-
ess that nurtures norms of altruism, caring, and ad-

vocacy, together with a unified personal-profes-
sional identity.

Discussion. “Other-oriented” is ambiguous and
potentially misleading. For example, I can be ori-
ented toward my peers and less self-centered, but
not focused upon moral ideals. I would argue that
we are seeking to cultivate altruism — service to so-
ciety and humankind. Work involving vulnerable
citizens also involves caring and unrelenting advo-
cacy, manifesting themselves in a no-reject ethic. I
would argue that altruism, caring, advocacy, and
related moral ideals are not just “out there.” Rather,
these ideals need to be(come) internalized, linking
who I am with what I do. In short, professional
education and practice, in the most positive senses,
are about identity-construction, meaning-making,
and their relationships. The original postulate does
not make this sufficiently clear.

Postulate Ten. Programs for the education of educa-
tors must be characterized in all respects by the conditions
for learning that future teachers are to establish in their
own schools and classrooms.

Revised Postulate Ten. Professional and interprofes-
sional education programs for helping professionals
must be characterized in as many respects as possi-
ble by ideal learning and working conditions, which
enhance the learning, development, and well-being
of everyone involved — professionals, children,
youth, and families.

Discussion. Most schools are child- and youth-cen-
tered. We have neglected the adult professionals,
paraprofessionals, parents, and parent advocates
who work in school communities. These caring
adults cannot sustain their nurturing and help to
children and youth, or steward the organizations
employing them, unless their organizations safe-
guard the learning, development, and well-being of
these adults. In a fundamental sense, reform is about
caring persons and organizations — caring, educa-
tive communities.

Postulate Eleven. Programs for the education of edu-
cators must be conducted in such a way that future teach-
ers inquire into the nature of teaching and schooling and
assume that they will do so as a natural aspect of their
careers.

Revised Postulate Eleven. Professional and interpro-
fessional education programs for helping profes-
sionals must be conducted in such a way that pre-
service students, experienced practitioners, and fac-
ulty model and develop lifelong commitments to
inquire collaboratively and critically into the nature



of their work, their personal-professional identities,
the characteristics of their organizations, and how all
impact upon outcomes for children, youth, families,
and communities.

Discussion. A missing component in many reform
plans is results-oriented (or outcome-oriented) ac-
countability. I am not referring here to outcomes-
based education in schools, which has a separate
meaning. I refer instead to what Schorr (1989) called
“rotten outcomes” in vulnerable citizens. Reform ef-
forts need to be tied to outcome improvement, and
best practices are not “best” unless they can be linked
to such improvement. Absent this kind of account-
ability and planning structure, change can be pur-
sued for its own sake. For example, we can feel good
about partnerships, even if partnerships haven't im-
proved outcomes. This kind of thing is nearly im-
moral. A focus upon outcomes also facilitates re-
newal, i.e., learning, development, and change that
accompany the pursuit of best practices and outcome
improvement. Identities get interrogated repeatedly
as professionals weigh their profession’s self-inter-
ests and guidelines against the requirements for re-
sponsive, appropriate, and effective practices for
vulnerable citizens.

Postulate Twelve. Programs for the education of edu-
cators must involve future teachers in the issues and
dilemmas that emerge out of the never-ending tension
between the rights and interests of individual parents and
special-interest groups and the role of schools in tran-
scending parochialism and advancing community in a
democratic society. (Note: This postulate has been
slightly revised and expanded.)

Revised Postulate Twelve. Professional and interpro-
fessional education programs for helping profes-
sionals must involve students and experienced prac-
titioners in the issues, opportunities, and dilemmas
that emerge out of the never-ending tension among
the rights, responsibilities, and interests of individu-
als, families, and special-interest groups, emphasiz-
ing the essential role of schools and other educative
organizations (e.g., health agencies and child welfare
organizations) in transcending parochialism and ad-
vancing community in a democratic society.

Discussion. “Rights talk” alone may not be benefi-
cial (e.g., Etzioni 1993; Glendon 1991). Known ten-
sions between and among rights and responsibilities,
individual and societal needs, are important parts of
what the Goodlad/NNER agenda calls “the human
conversation.” Similarly, educative organizations
other than schools as well as families need to be
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included in the dialogue.

Postulate Thirteen. Programs for the education of
educators must be infused with understanding of and
commitment to the moral obligation of teachers to ensure
equitable access to and engagement in the best possible
K-12 education for all children and youths.

Revised Postulate Thirteen. Professional and inter-
professional education programs for helping profes-
sionals must be infused with understanding of and
commitment to the moral obligation of teachers, par-
ents, and other helping professionals to ensure equi-
table access to and engagement in the best possible
P-16 education for all children, youth, and families.

Discussion. Access to knowledge, opportunity, and
experience is a shared responsibility. Moreover,
equality of opportunity is unlikely without equality
of condition. A healthy, “even start” for all children
includes preschool or early childhood education. It
also requires family support for the prenatal period
and the years from birth to age three. The needs of
vulnerable citizens compel a broader agenda than
K-12.

Postulate Fourteen. Programs for the education of
educators must involve future teachers not only in under-
standing schools as they are but also in alternatives, the
assumptions underlying alternatives, and how to effect
needed changes in school organization, pupil grouping,
curriculum, and more.

Revised Postulate Fourteen. Professional and inter-
professional education programs for helping profes-
sionals must involve future and experienced practi-
tioners in understanding schools as well as health
and human service agencies as they are; and these
programs should emphasize appropriate alterna-
tives, together with ways to evaluate their accompa-
nying assumptions and necessary conditions and
change strategies for implementing and evaluating
them.

Discussion. The intent is the same. We seek clarity
in the revised version in which important features
stemming from culture and context are implied.

Postulate Fifteen. Programs for the education of edu-
cators must assure for each candidate the availability of a
wide array of laboratory settings for simulation, observa-
tion, hands-on experiences, and exemplary schools for
internships and residencies; they must admit no more
students to their programs than can be assured these
quality experiences.

Revised Postulate Fifteen. Professional and interpro-
fessional education programs for helping profes-
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sionals must assure for each candidate the availabil-
ity of a wide array of laboratory settings for simula-
tion, observation, hands-on experiences, and intern-
ships-residencies in exemplary partner schools and
agencies; they must admit no more students to their
programs than can be assured these quality experi-
ences.

Discussion. No significant change from the origi-
nal.

Postulate Sixteen. Programs for the education of edu-
cators must engage future teachers in the problems and
dilemmas arising out of the inevitable conflicts and incon-
gruities between what is perceived to work in practice and
the research and theory supporting other options.

Revised Postulate Sixteen. Professional and inter-
professional education programs for helping profes-
sionals must engage future and experienced practi-
tioners in the issues and challenges related to profes-
sional and interprofessional knowledge bases, in-
cluding enduring tensions in identifiable theory-
practice frameworks, alternative conceptions of
knowledge, and influences accompanying diverse
cultures in different organizational and social con-
texts.

Discussion. The original is not as detailed or as
concrete as it needs to be. Again, local culture(s) and
context(s) are emphasized in the revised version. The
intent in both postulates appears to be the same.

Postulate Seventeen. Programs for educating educa-
tors must establish linkages with graduates for purposes of
both evaluating and revising these programs and easing
the critical early years of transition into teaching.

Revised Postulate Seventeen. Professional and inter-
professional education programs for helping profes-
sionals must establish linkages with their graduates
who, as clinical faculty, mentors, or critical friends,
may help plan degree programs and ease the transi-
tions of novices into their initial years of full-time
work.

Discussion. The expanded version adds examples
and implies that graduates who provide feedback
also are agents for simultaneous renewal.

Postulate Eighteen. Programs for the education of
educators require a regulatory context with respect to
licensing, certifying, and accrediting that ensures at all
times the presence of the necessary conditions embraced by
the 17 preceding postulates.

Revised Postulate Eighteen. Professional and inter-
professional education programs for helping profes-
sionals require a supportive regulatory context, es-

pecially the criteria and review processes for licen-
sure and certification of individuals and program
accreditation, which is aimed at continuous quality
improvement.

Discussion. The intent is, I think, the same in the
revised version. Credentialling for interprofessional
practice is a separate and important issue that T have
addressed in another paper (Lawson, in press). The
language of “continuous quality improvement” of-
fers some political appeal and gives expression to a
result of “simultaneous renewal.”

Postulate Nineteen. Programs for the education of
educators must compete in an arena that rewards efforts
to continuously improve on the conditions embedded in all
of the postulates and tolerates no shortcuts intended to
ensure a supply of teachers.

Revised Postulate Nineteen. Professional and inter-
professional education programs for helping profes-
sionals must advance clear visions, professional-or-
ganizational missions, and conceptions of compe-
tent practice that promise improved outcomes for
children, youth, and families; these visions, mis-
sions, and conceptions of competent practice must
be grounded in sustainable, social development in-
itiatives, and the achievement of ideals for citizen-
ship in a just, democratic society.

Discussion. This revised postulate takes us to the
heart of best practices in support of outcome im-
provement for vulnerable children, youth, and fami-
lies. It stipulates some of the necessary conditions for
a valid, outcome-oriented change strategy. Building
upon known connections among visions, missions,
and conceptions of competent practice, it requires
that they be connected to sustainable social develop-
ment strategies and democratic ideals.

Postulate Twenty. Professional and interprofes-
sional education programs for helping professionals
must provide a common denominator of knowledge,
language, values, norms, commitments, sensitivi-
ties, and skills, which facilitate needed collaboration
on behalf of children, youth, and families, especially
the most vulnerable ones.

Discussion. If professionals are to work together,
they must be prepared for it. Interprofessional edu-
cation programs are designed for this very purpose.
Programs for the education of educators, which re-
spond to the needs and wants of vulnerable citizens,
will have an interprofessional component.

Postulate Twenty-One. Higher education institu-
tions, schools, health and human service agencies,
and state governmental agencies share responsibil-



ity for professional and interprofessional education
programs as well as organizational redesign initia-
tives; all are partners committed to simultaneous
renewal and improved outcomes for children, youth,
and families.

Discussion. Simultaneous renewal involves com-
mitments for all of the persons and organizations
serving children, youth, and families. Norms for the
kinds of consortia that may facilitate this work are
available (e.g., Hooper-Briar and Lawson 1994).
Needs remain for an interprofessional code of con-
duct.

Postulate Twenty-Two. Professional and interpro-
fessional education programs for helping profes-
sionals are founded upon postulates and conditions
embedded in them that are themselves subject to
critical inquiry; and as the postulates are revised in
the quest of continuous quality improvement, appro-
priate changes in programs also are effected.

Discussion. Renewal is easier to practice if its com-
ponents are explicitly identified and targeted. Fidel-
ity to an agenda or change strategy is a fault, not a
virtue, when it blinds implementors of change to
problems, challenges, and flaws. This postulate is
offered as one kind of safeguard.

Pieces in the Puzzle for
Improving the Lives of Vulnerable Citizens

Schorr (1989) suggested that solutions for rotten
outcomes in vulnerable children, youth, and families
were “within our reach.” We might conclude that
improvements are merely a matter of political will
and professional training and perseverance. It is not
SO easy.

The complexity and enormity of the challenges
confronting vulnerable citizens is all the more formi-
dable when the connections and interdependence
among them are recognized. We, like others, are find-
ing pieces in an improvement strategy, while we
continue to search for the rest of the puzzle. We
cannot postpone work in school communities or in
preparation programs until we find all of the pieces.
In fact, the more we do in practice settings, the faster
we will learn. Here are some of the areas meriting
improvement, together with some of the concrete
action steps involved.

Ensure that every child has a healthy start:

+ Develop, support, advance, and connect three
related kinds of programs: Prenatal; Birth to
Three; and Early Childhood Education; and en-
sure that programs for children simultaneously
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support and educate parents.

Position schools, community health and social
service agencies, parents, community leaders, and
criminal justice professionals so that they share re-
sponsibility for outcomes in children, youth, and
families:

» Create and support family resource centers in

schools.

+ Encourage and support teacher-led and class-
room-based partnerships.

» Develop school-linked and school-based re-
sponse teams for children and teachers.

* Initiate training and development programs for
parents and community leaders for paraprofes-
sional roles in schools and community agencies.

* Invite parents to serve as partners and joint
authors in their children’s learning and devel-
opment and provide appropriate supports for
their work.

e Begin community school and education pro-
grams for children, parents, and community
members, including violence prevention and
conflict resolution.

» Use strength- and asset-based language and im-
provement strategies.

s Develop school-family-community consortia
that address risk factors and barriers to learn-
ing, healthy development, and success in
school.

+ Develop collaborative planning among clusters,
or “families,” of schools serving the same com-
munities and find ways to rebuild community
ownership and involvement in local schools.

¢ Support interprofessional training and techni-
cal assistance strategies, especially those that
result in data-driven reform and evaluation
strategies.

 Support performance-based, instead of rule-
based, accountability systems and encourage
role release and redefinition.

Connect community development, family preser-

vation, and school reform:

+ Give families supports and resources, not just
services, and provide flexible dollars to agen-
cies who help families.

o Address transitions and challenges of families
that stem from housing and employment prob-
lems.

+ Develop occupational ladders for parents and
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community leaders, allowing them to proceed
from volunteers to part-time paraprofessionals
to full-time child and family advocates.

¢ Provide small business loans and job assistance.

o Initiate peer-delivered substance abuse pro-
grams.

+ Emphasize community policing in concert with
neighborhood development.

« Offer service learning and employment oppor-
tunities for children and youth that advance
school-to-work and school-and-work programs
and advance norms for democratic citizenship.

+ Encourage and support involvement of post-
secondary education institutions in high-risk
schools and communities (e.g., internships for
physicians, nurses, social workers, teachers; en-
richment programs for college readiness; serv-
ice learning for all students).

Clearly, this is more than a school reform strategy,
yet schools are centerpieces because they are the only
universal entitlement for our nation’s children and
youth. The change strategy involves sustainable, so-
cial development for our families, neighborhoods,
and communities. The characteristics of our children
constitute the most important measure of our suc-
cess. To the extent that we inform, nurture, protect,
and empower them and their families, we invest in
our schools and help safeguard our democracy.

Summary

I have offered a critical analysis of the Good-
lad/NNER agenda and change strategy. I have fo-
cused upon the needs and wants of vulnerable chil-
dren, youth, and families, along with the school com-
munities that serve them. Building upon the several
strengths in this agenda and change strategy, I also
have offered one perspective on the ways in which it
can be expanded.

I favor responsiveness to vulnerable citizens, and
so I have tried to advance — not abandon — the
Goodlad/NNER agenda. Toward this end, I have
offered a second generation of partnerships, ex-
panded the original version of a center of pedagogy,
extended ideas about the moral dimensions of the
helping professions, and provided a revised and
amended set of postulates. I have identified parts of
an improvement strategy. And, I have claimed that
this work is a moral imperative. Democracy is threat-
ened unless lives of our most vulnerable citizens are
improved. This work unites our roles as profession-
als with our responsibilities as citizens, renewing
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each of us at the same time we engage in educational
renewal.
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Seeking a Pedagogy of Hope

William M. McLaurin, Jr.

We will begin to teach hope to our
students by offering them the
opportunity to witness the changes
that our own spiritual search have
wrought in our own lives.
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Ours is becoming a culture of despair, where fear
and cynicism often seem to be the most reason-
able responses to the events of our daily lives. Bill
Moyers (1995) suggests that the mark of an educated
person is to be deeply moved by statistics — then he
tests us with these: there were 2.7 million reported
incidents of child abuse or neglect last year; between
1986 and 1992, the number of children killed by
firearms rose by 144%; a 1990 survey in Baltimore
found that 25% of young people had witnessed a
murder and 75% knew someone who had been shot;
a midwestern survey showed that 55% of youth had
been involved in a violent incident in the past year.

Yet this crisis does not hide itself in numbers. In
the face of such symptoms as this epidemic of vio-
lence against and among our children, we bicker
incessantly over causes and remedies; divided by
class, gender, race, and a myriad of other boundaries
in the midst of political confusion, social disarray,
and ecological disaster. Certainly we would have
hoped to find within our cultural repertoire some
means to address such problems; instead we find
ourselves in a postmodern (and postliberal) world,
within which the loss of certainty in the Academy
has finally intruded into Middle America. The things
we thought would make our society work have
failed; the things some of us still think might work
are being abandoned for a cult of neonostalgia; a
reprise of the themes from isolationism and proto-
fascism go unrecognized, or at least unacknow-
ledged. And, in struggling to be pluralistic, we seem
to have succumbed to a primitive relativism. Clive
Beck (1995), speaking of moral education in the con-
text of postmodernism, describes such an approach,
to which he later takes significant exception:

People commonly see morality as part of the bedrock
of life, a foundation that is unchanging and universal.
According to postmodernists, however, there is no
such foundation, in morals or in any other sphere.
Rather, values are a cultural construction, changing
over time and varying from culture to culture. There
is no external moral reality which ethical inquiry

seeks to uncover. Rather, humans create morality, in
accordance with their varied interests, traditions, and



circumstances. Moral values are not “objective,” writ-
ten in the heavens somewhere. They arise within hu-
man life. (pp. 127-128)

While the apparent success of the postmodernists
in deconstructing these foundations has offered us a
freedom associated with the knowledge that our so-
cially constructed world is only one of many possible
ones, by their irreversible actions in breaking these
social constructs, the postmodernists have also left
themselves, and the rest of us, with unacknowledged
burdens at least as great as those from which they
claim to have freed us:

Yet the freedom that comes with such insights and
awareness carries with it a paradoxical burden — “an
unbearable lightness of being.” Into what are we be-
ing freed? In a world that is shown more and more to
be arbitrary — one among many possibilities, where
reality is always and only the illusory effect of images
and symbols and where all such realities are under-
girded by power — emancipation seems only to offer
more of the same. Freedom becomes nothing more
than the endless task of doubting — and challenging
— the veracity of whatever “regime of truth,” as Fou-
cault calls it, we find ourselves living in. Freedom
offers little more than the never-ending opportunity
of deconstructing the beliefs, assumptions, commit-
ments, and ideologies that structure our world. Akind
of freedom that formats what Peter McLaren calls “the
restless subjectivities” of those with “broader identi-
ties.” Yet such emancipation without grounding, free-
dom without anchorage, surely offers a nightmarish
prospect. Endless doubt about what we see, hear, feel,
and know is surely the royal route to what the contem-
porary German scholar Peter Sloterdijk calls “cynical
consciousness” (the dominant consciousness, he as-
serts, in the modern world). It is a consciousness with-
out conviction about the possibilities of a truly
different and better world and without the commit-
ment to struggle for it. Freedom brings with it only the
possibility of being different from what we are today
— but for what reason and to what benefit.... It is, of
course, into this emancipatory cul-de-sac that conser-
vative commentators have so effectively injected
themselves ... with a call to the epistemological order
of yesteryear. (Purpel and Shapiro 1995, pp. xx-xxi).

An early perception of this cultural crisis, this
absence of moral compass in the company of the
violence and meanness so common to our everyday
lives, led Abraham Heschel (1963) to say of our time,
“New in this age is an unparalleled awareness of the
terrifying seriousness of the human situation.... Are
we the last generation? Is this the very last hour for
Western civilization?” (p. 13). It would certainly not
be correct to claim that, as educators, we have made
no effort to answer him, to offer responses to this
crisis. The social elements that comprise it — espe-
cially when they manifest in well-defined phenom-
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ena such as racism, sexism, political repression, and
ecological destruction — are not infrequent topics of
discussion in our classrooms and in our journals. The
question under discussion is, rather, what do our
responses say to children about their future in such
a world? Is it our intention to encourage children
about their prospects? The fact that we are writing
about how we might foster hope suggests that there
is a need to argue against a perception that pessi-
mism is the more defensible response.

One educator who has sought to respond to that
question is Martin Seligman, the director of training
in clinical psychology at the University of Pennsyl-
vania, and an authority in the study of motivation.
He is best known for his development of the concept
of “learned helplessness,” where failure resulting
from the inability to control painful stimuli produces
“giving up.” This work has been widely replicated
and applied, offering insights into many aspects of
the human condition, especially depression, as a
function of optimistic and pessimistic explanatory
styles. In an elegant conceptualization of the ex-
planatory styles characteristic of pessimism, in ex-
plaining a test instrument that measures “hope,”
among other things, he tells us:

Whether or not we have hope depends on two dimen-
sions of our explanatory style: pervasiveness and per-
manence. Finding temporary and specific causes for
misfortune is the art of hope: temporary causes limit
helplessness in time, and specific causes limit help-
lessness to the original situation. On the other hand,
permanent causes produce helplessness far into the
future, and universal causes spread helplessness
through all your endeavors. Finding permanent and

universal causes for misfortune is the practice of des-
pair. (Seligman 1991, p. 48)

I suggest that the principal problem that this cul-
tural crisis poses for education is the danger that
such a “practice of despair” will increasingly charac-
terize our schools, unless we successfully engage the
problem of finding and applying a pedagogy of
hope.

What is the hope we would teach?

What has been called hope spans the range of hu-
man endeavor, the same worn word having been
used to describe the most base of motives and the
most sublime of truths. It can be seen as the epitome
of credulity, the poppy from which is distilled the
opiate of the masses, the Judas-goat that leads the
gullible to slaughter. This same word, to others,
names the only alternative to absolute despair: hu-
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manity’s only chance to turn aside from an irre-
versible descent.

In this one word we invest our attitudes toward
birthday presents, the lottery, financial success, so-
cial reconciliation, species survival, spiritual under-
standing, and salvation: a behavior that must be at
least unimaginative, if not self-defeating. Yet, we
seem to understand its usage rather well from con-
text: taking hope psychologically, as a motivation
based on statistical likelihood, few are uncomfort-
able with speaking of a market economy as driven by
the hope for profit, or with a parent expressing a
hope that children might experience an increasing
standard of living; and no confusion seems to ensue
from that same person then saying that he/she has a
hope for eternal life so certain that it may be annulled
by no event.

As an educator, I do not want to lose sight of this
broad usage; the complex nature of our culture is
nowhere more obvious than when one examines the
hopes that are stated and implied in the educational
enterprise. Whether taken as expectation, belief, an-
ticipation, aspiration, refuge, certainty, or sophistry,
each of the stakeholders (e.g., students, faculty, par-
ents, government, community, the past, and the fu-
ture) brings several kinds of hope to our table, many
of them confounded and conflicted, yet each one
dearly held. Just as David Purpel (1989) has argued
that there is no morally neutral curriculum, in the
same sense (and on the same and similar evidence) I
would argue that there is no pedagogy without hope.
The point at issue is not if there is hope, but rather,
“Hope in and for what?” For example, North Caro-
lina’s public school curriculum proudly grounds
hope in the alleged capacity of the state to shape its
population to fit the needs of the current economy
for labor. (At least we cannot be faulted for aiming
too high.)

As educators, our responses, unlike strictly gov-
ernmental ones, seldom invoke such nakedly eco-
nomic prescriptions for despair; rather they more
typically tend toward the rigor and rationality of-
fered by intellectual approaches that hope either in
science (or scientism) or in engineering (whether
technical or social). Yet, I suggest that these are the
very elements from our cultural repertoire whose
failures we have just noted.

As a part of our European cultural baggage, we
each come equipped with varying degrees of that,
“faith in the possibility of science” which Whitehead
(1967) describes, and it is there that many of us

would first turn, seeking a response to our crisis.
There is certainly a widely held assumption that
science is the pursuit of truth, a truth that would set
us free, a truth that would offer a ground for hope.
That assumption is now just as widely challenged, as
when Huston Smith said, “Values, life meanings,
purposes, and qualities slip through science like sea
slips through the nets of fishermen” (1974, p. 16) and:
It is the signal feature of our century’s close that we
recognize that this turn to science was mistaken. Not
entirely mistaken, for science (and its spin-off, tech-
nology) have their place. What was mistaken was to

expect science to answer ultimate questions, for its
method doesn’t connect with them. (Smith 1994, 10)

It may be fair to say that science, with its concern
for facts and theory might be interested in studying
hope, but not in generating it. Science would simply
not find hope to be a relevant question, except to the
extent that it might constitute a confounding vari-
able, compromising the objectivity of one’s observa-
tions. Similarly, modern businesspeople and educa-
tors alike seem to embrace an unqualified faith in
sciencelike thinking to define and engineer solutions
to all problems. Many take, without reflection, the
role of the “middle manager” of intellectual life, with
a confident expectation that all problems have
doable solutions, discoverable by adequate analysis.
This pragmatic optimism easily entertains the possi-
bility of generating hope. As educators, much of
what we do takes its methodology from this ap-
proach, regardless of how we might feel about the
underlying assumptions. For example, in addressing
questions of self-esteem, we frequently borrow from
the techniques of cognitive therapy, which can em-
power a person, giving him or her the capacity to
dispel depressive states through a learned skill. This
cognitive process involves acknowledging the con-
structed nature of one’s self-image, an insight which
implies and allows reconstructing that image so that
it is not self-destructive.

However, despite its usefulness, this approach has
a focus characteristic of what Bellah and his associ-
ates have termed “utilitarian individualism,” which
is, Bellah maintains, pervasive in our culture and
which comprises “...an understanding of life gener-
ally hostile to older ideas of moral order. Its center is
the autonomous individual, presumed able to
choose the roles he will play and the commitments
he will make, not on the basis of higher truths, but
according to the criteria of life-effectiveness as the
individual judges it” (Bellah et al. 1986, p. 47). This is
a limitation that Seligman recognizes in his own



work, and which I would suggest is characteristic of
the entire range of such social pragmatism — an as-
sociation of radical individualism with despair:

But our epidemic of depression is not merely a matter
of the paultry comfort we get from society at large....
The growth of [individualism], for example, means
that failure is probably my fault — because who else
is there but me? The decline of the commons means
that failure is permanent and pervasive. To the extent
that larger, benevolent institutions (God, nation, fam-
ily) no longer matter, personal failures seem cata-
strophic. Because time in an individualistic society
seems to end with our own death, individual failure
seems permanent. There is no consolation for per-
sonal failure. (Seligman 1991, 286)

It is instructive that the failure of this engineering
mindset becomes apparent not in some lack of sub-
stance such as postmodernism might predict for it,
but in its successes. If we had found no under-
standing of human nature, no useful means by which
we could address our problems, acknowledgement
of this failure could be postponed with another cho-
rus of “further research is indicated.” However, we
have discovered a great many useful things: it might
be maintained that we have in hand the solutions to
many problems that are the cause of great human
suffering. Yet, these insights go unused; seemingly
we lack the vision or will to change, or more omi-
nously, as Doris Lessing said, perhaps the very basis
upon which we attempt change may be fundamen-
tally flawed:

I think when people look back on our time, they will
be amazed at one thing more than any other. It is this
— that we do know more about ourselves now than
people did in the past, but that very little of this
knowledge has been put into effect.... There is this
great mass of new information ... but our ways of
governing ourselves haven't changed. Our left hand
does not know — does not want to know — what our
right hand does. ... [Speaking of the human tendency
to form groups based upon bigotry and intolerance]
such groups continually spring into existence every-
where, have periods when such beliefs are their diet,
while they hate and persecute and revile anybody
who does not agree with them. Itis a process that goes
on all the time and 1 think must go on, because the
patterns of the past are so strong in us that criticism of
a society and a desire to change it fall so easily into
such patterns. I believe that we are in the grip of
something very powerful and very primitive, and that
we have not begun to come to grips with it. To study
it, yes, that goes on in a hundred universities. But to
apply it, no. (1987, pp. 5 and 28)

We know things that should help us along our
way, but we lack the sense of meaning and purpose
that might have led us to make an appropriate use of
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these means. Despite its many successes, the engi-
neering mindset has foundered upon the same issue
that Huston Smith diagnosed for science. Once
again, the answers that we have come to know
through this work, while potentially useful, are in-
sufficient for the questions before which we stand.

If we are not to find a ground for our hopeful
pedagogy in science or in the optimism of engineer-
ing, are there other fields to which we might turn?
Certainly, in the context of the cultural crisis that
pervades our daily lives, the confidence that we have
previously placed in economic growth and progres-
sive political persuasion now seems questionable.
Much of our philosophy either advocates despair or
implies it, in courting that “ruinous relativism” with
which Gabriel Marcel contends (1967, p. 37). And,
speaking of the present condition of religious faith,
the protestant theologian Walter Brueggemann finds
that what the texts make clear our society contra-
venes:

that the full, hoped-for self is a self who willlive in full
communion with God, enjoying God'’s presence, be-
ing utterly safe, at home, at peace in God’s presence.
This affirmation may strike us as odd and offensive,
but it belongs to the core of our faith. It is clear, in my
judgement, that modernity has almost completely
talked us out of this hope. We fear that such an af-
firmation sounds mystical, or romantic, or other-
worldly, or only for those with a particular “spiritual
aptitude”.... Hope that leans toward God in desper-
ate urgent expectation that God will indeed liberate
the world from its terrible decay and bondage ...
cannot be easy to utter in a technological society.
(1993, pp. 44-45)

Spirituality as a context for educational response

It would be quite understandable for a reader to
have grave reservations about setting aside so much
that is important to the Academy as unhelpful in our
search. To such a critic, [ would propose a thought
experiment. Let us imagine that we are trying to
fulfill the commission that this issue gives us, to
foster hope in the child who must, “go to school in
fear and return home through menacing streets” by
means of any of the preceding approaches that might
be politically possible within our schools. Examine
your own feelings as you imagine teaching such a
curriculum. Does it inspire you with hope as you
teach it? Isn't it true that in that light we know these
promises to be hollow? Who among us would not
indict themselves for hypocrisy in the midst of press-
ing so questionable a case upon a child? Why this
systemic failure? Why do the tantalizing promises of
science, social pragmatism, and a litany of other re-
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sponses offered by the Academy, even when they do
seem to have some measurable effects upon our
world, still seem empty when put to such a test?

This emptiness represents a challenge not only to
our capacity to develop a pedagogy of hope but also
to our right to employ it in a world seemingly more
conducive to despair. It can come as no surprise to us
that we face children who have become cynical in the
face of such emptiness; or that we face those whose
remnants of innocence leave them subject to uncriti-
cal acceptance of what we offer them; and that, fre-
quently, we face both conditions in a single child. The
responsibility of a teacher for what is taught can
never be greater than in such a circumstance: to
evade the issue of hope is to invite the child to a life
of despair, to teach a false optimism, soon unmasked
by events, to further harden a heart too young for the
cynicism it already bears. And we ourselves are sub-
ject to these same hazards, as well as to the world-
weariness that often arises in the course of a life of
teaching.

Our own situation is analogous to that described
in the first chapter of Problematic Man, where Gabriel
Marecel (1967) considers the state of an occupant of a
refugee camp in postwar Europe, bereft of every
element of his past upon which his identity was
founded. Marcel says that the encounter this person
has with the question, “Who am I, what is the pur-
pose of my life?” only differs from our own because
of our inattention. I want to suggest that the differ-
ence between the prospects for hope of the child from
menacing streets, whom we are asked to consider,
and our own prospects, seem to differ only because
of a similar neglect: because, as Marcel tells us, we
have not yet faced the temptation toward nihilism
that arises from a life experience that implies some
unarticulated betrayal, as a result of which it seems,
“... the unity which one believed indissoluble be-
tween life and the confidence in life was illusionary.”
Thus these questions of a pedagogy of hope are not
only about the children; they must also be engaged
personally if we are to have anything to offer our
students.

And there always seem to be a few people who do
successfully engage these questions, whose work
does foster hope, even though their fields consist of
these very approaches that, in themselves, fail to
inspire us. Their use of these same uninspiring tools
changes those who learn from them, filling them
with a sense of energy and possibility. Almost every-
one has had the good fortune to meet such a person,

either in education, or work, or play; the handful I
have met have been my Teachers, in that capital-let-
ter sense of the word to which I would aspire. Why
are there such people; and then — why are there so
few? I suggest that it is because we are generally
disposed to too shallow a search: the hope for which
I seek a pedagogy is far more than optimism, far
more than a game of probabilities. Abraham Heschel
certainly knows what such hope is, and while I can-
not yet confess so profound a faith, I honor it as
pointing in the direction that my heart wants to go:

Over and above the deep sadness of our melodies,
fears and experience of persecutions, rituals of
mourning and memories of sorrow, hovers the power
of hope.

Hope is our power. It is a vital quality always at work
within a person, anticipating freedom from misery. It
is a power of perception, an intuition, a foreseeing,

Hope cannot stand alone, It must be morally substan-
tiated, faithfully attended. It mustnotlose the element
of constancy and the intensity of expectancy.

Hope is not cheerfulness, a temperamental confi-
dence that all will turm out for the best. It is not an
inclination to be guided by illusions rather than by
facts. Hope is a conviction, rooted in trust, trust in
Him who issued the promise; an ability to soar above
the darkness that overshadows the divine.... Hope is
the creative articulation of faith. (Marcel 1967, pp.
93-94).

David Purpel (1995) says that such faith is not a
skill, as some psychologists of “Faith Development”
might have it, a qualification that I would also add
to hope. Rather, I suggest that hope requires that we
engage an unspeakable mystery, a mystery in Hes-
chel’s sense that it is “...not a synonym for the un-
known, but rather a name for a meaning which
stands in relation to God.” In that event, can we, as
he requires, “...celebrate the mystery, rather than to
penetrate or to explain it” (Heschel 1955, pp. 74,
185)? On the other hand, I have listened with sympa-
thy while Seligman proposes his Learned Optimism as
a pedagogy that might lead to hope. David Purpel
says Seligman’s spirituality is revealed by his at-
tempt to “trick the soul” into an awareness of hope.
The paradox implicit in affirming both the absolute
nature of hope and the use of so crass a method for
its attainment is reminiscent of the teaching style of
many of the Masters, where such means are used in
misdirecting the linear thought process (command-
ing self, monkey mind, ego, “left brain,” etc.) so that
real learning can take place. It is in entertaining such
a paradox in the pursuit of wisdom that I contend
that we shall find our pedagogy. Seligman does not
make the reductionist error of confusing what his



psychology can accomplish with the hope that Hes-
chel grounds in mystery. As he acknowledges, al-
though the efficacy of human agency does allow
change to take place, it is efficacious only in an ap-
propriate context:

Optimism is just a useful adjunct to wisdom. By itself
it cannot provide meaning. Optimism is a tool to help
the individual achieve the goals he has set for himself.
Itis in the choice of the goals themselves that meaning
— or emptiness — resides. (Seligman 1991, p. 291)

Seeking the wisdom to choose goals in which
meaning resides places us squarely in the midst of
the perennial human quest and in a world that the
literature seems to indicate is condemned to contend
with such paradox. A recent book by the Harvard
theologian Harvey Cox, which focuses upon Ameri-
can Pentecostalism, offers a model of the future of
religion that also serves to illustrate this within our
social context:

As both scientific modernity and conventional relig-
ion progressively lose their ability to provide a source
of spiritual meaning, two new contenders are step-
ping forward — “fundamentalism” and for lack of a
better word, “experientialism.” Both present them-
selves as authentic links to the sacred past. Both em-
body efforts to reclaim what is valuable from previous
ages in order to apply it to the present and future.
Which of the two rivals eventually prevails will be
decided in large measure by which one grasps the
nature of the change we are living through.... The
proof for me [that experientialism is becoming an
important force] is that there are so many ordinary
people who ... are no longer content with either one-
dimensional modernity or with stagnant religious
practices, Though they might not use the words, they
are more trustful of intuition and immediacy, and they
are looking for ways to participate instead of observ-
ing. They are attracted to archaic and mystical modes
of perception but do not want to surrender the more
inductive ways of thinking recent history has evolved.
Their worlds include both acupuncture and open-
heart surgery, both meditation and international e-
mail. They are fumbling for a new consciousness but
do not want to live in a monk's cave. They appreciate
a measure of material well-being but they envision a
more equitable and inclusive society too. Which of the
two challengers — fundamentalism or experiential-
ism — seems more likely to touch their inmost aspira-
tions? (Cox 1995, pp. 300-302)

To engage these questions, in seeking a pedagogy
of hope, we must find ways to use the cultural re-
sources available to us as means, without mistaking
them for ends. Fortunately, we are not the first edu-
cators to confront this difficulty; we can avail our-
selves of the experience of generations: the paradox
of Zen, where teachers instruct disciples while deny-
ing that there is anything to teach; Meister Eckhart
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preaching a Christian doctrine that urges that we
move beyond even the barest doctrinal concept of
God; the Sufi master urging, “Stop looking at me and
take what is in my hand.” What we would describe
today as the constructivist position, far from being a
discovery unique to the postmodern world, has been
taken for thousands of years by the masters of these
and many other religious and philosophical tradi-
tions, certainly including those of the Hindu Vedan-
tists after Sankara, and the Kabbalah (Scholem 1987,
94). Going beyond noting the socially constructed
nature of our concepts, these teachers have consis-
tently pointed out that retaining constructions past
their time of usefulness converts them into obstruc-
tions, veils, things that must be set aside when their
purpose had been served, so that a disciple might
progress, by some series of increasingly refined con-
structions (“skillful means”), to a definitive, unme-
diated experience.

The emphasis that each of these Masters places
upon letting go of a “skillful means” as soon as its
purpose is accomplished derives from the fact that
each means is, in itself, a lie. Each is a dualistic
attempt to speak to the nondualistic, which can, at its
best, only point; at its worst it becomes an idol mis-
taken for truth — a barrier to further understanding.
However, these skillful means may, if used correctly,
provide us with a bridge across the abyss, rather
than an idol to divert us from our quest. I believe that
we must traverse such a bridge if we are to offer hope
to students; we must risk using science, engineering,
philosophy, the pursuit of our individual traditions,
and the other tools at our disposal, which by them-
selves are insufficient for hope, while maintaining
the attitude of Chuang Tzu (Merton 1969, p. 154)
toward such means and ends:

The purpose of a fish trap is to catch fish,
and when the fish are caught, the trap is forgotten.
The purpose of a rabbit snare is to catch rabbits.

When the rabbits are caught, the snare is forgotten.
The purpose of words is to convey ideas.

When the ideas are grasped, the words are forgotten.
Where can I find a man who has forgotten words?
He is the one I would like to talk to.

I am proposing that we respond to the emptiness
of our cultural repertoire by heeding Marcel’s cau-
tion about facing the temptation toward nihilism in
our own lives and that we seek, through our per-
sonal quest, to become one of those exceptional per-
sons to whom I referred earlier, whose work does
foster hope, regardless of their fields. The pedagogy
that I propose for bringing hope into our classrooms
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is, simply put, to employ the personal journey of the
teacher in search of wisdom. Whatever traditional
curriculum employs the interests and capacities of
the teacher could be employed as a “skillful means”
by a teacher engaged in such a quest, although of
course we might find some material more useful
than others. It is our paradox once again: mundane
means that are unimportant in themselves, utilized
in a spiritual context, can have extra-mundane out-
comes; the relative is interpenetrated by the tran-
scendent. Paradoxically (naturally), I am not sug-
gesting that we teach our own hope directly to our
students; rather that we might take as an example the
following advice from Arthur Deikman, who, al-
though speaking to those in his own field, offers a
perspective that I find highly applicable to the class-
room. After his diagnosis of the meaninglessness
that characterizes modern psychotherapy, he cau-
tioned that it is not a task of the practitioner to bur-
den others with a particular doctrine or ideology, but
rather for the practitioner to first seek freedom from
his/her own conceptional prisons and despair:

We gradually come to understand that meaningless-
ness and the despair of “I am alone” are products of
obscured vision and inappropriate extrapolation of
rules covering objects, rules that are useful only for a
narrow range of phenomena.... To the extent that
therapists understand this wider context, their work
will be oriented by a basically positive and optimistic
perspective, instead of covertly supporting meaning-
lessness and existential despair.

Thus the value of mysticism for psychotherapy lies
not in the application of its technical devices to pa-
tients, as if these devices were a mental antibiotic or a
superior tranquilizer, but in the change that mystical
science can bring about in the therapist’s worldview
and concept of the possibilities of human life. (Deik-
man 1982, p. 173)

Similarly, I believe that, as teachers, we should
speak hope to our students, not through offering
them some idol created from our own belief and
experience, but through offering them the opportu-
nity to witness the changes that are wrought in our
lives by our own spiritual search. It is through the
sense of energy and possibility associated with those
engaged in the search for faith or enlightenment that
I believe we may offer students the opportunity to
“catch” hope. In its application to the classroom,
such a pedagogy does not require a complex strategy
for reformation; any curriculum may be a vector for
such contagion. Hope may simply arise (from wher-
ever it arises) in response to that unhardening of the
heart that comes with seeing a living exemplar. In
fact, the absence of a specific agenda is its protection

from becoming a vehicle for ideology. Through our
own hope, we would be saying to a client, to a stu-
dent, to a classroom, to a generation, “Your personal
future and your social future can be different from
your past. Meaning is discoverable. You can rebuild
your community and repair your world. You may
not yet know how, but understand that coming-to-
know-how is your life’s work. Knowing and sharing
with others that you are not helpless is the place of
beginning.” Is it within our power to offer a greater
gift to our child from “menacing streets” than such a
beginning?

I have spoken of spirituality many times, seem-
ingly without being enough of a scholar to define the
term. Considering that humility appears to be uni-
versally recommended in spiritual undertakings —
and is certainly a key to avoiding the hazards of
idolatry and ideology — even if I felt competent to
prescribe or describe a spirituality for others (which
I do not), I would thus be dissuaded from doing so.
With that disclaimer, however, I do feel the need to
draw a personal boundary regarding one of the most
frequently justified criticisms made of those who
suggest a central role for spirituality in human af-
fairs — a charge that we have a tendency to focus
inwardly, withdrawing from the political arena and
paying less attention to issues of morality, social
justice, human community, and ecology than others
might. It is my belief that, to the extent that such a
charge proves to be accurate, it is a valid cause for
reassessing one’s views. I believe that compassion
for other beings, another seemingly universal char-
acteristic of spiritual paths, does not allow us to
neglect such issues, does not allow us to evade the
kind of activism and concern for community that
seeks to bring the “beginnings” of which I spoke to
fruition. I believe that it is compassion that grounds
the hope we seek, and that the fruit of the pedagogy
which I propose would be the sense of energy and
possibility needed to overcome resistance to social
change. I urge my colleagues to consider that view in
their own searches and to extend such compassion
not only to their students, but also to themselves.
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Faced with the ecological crisis as one of the most
pressing consequences of modernity, we, as postsec-
ondary faculty members, have begun to address the
need to integrate the issues within the field of educa-
tion. A majority of our students are preservice or
inservice teachers or administrators. We believe that
it is critical to engage these students in a dialogue
about the ecological crisis, since educators influence
the selection of curricular materials that can provide
opportunities for critical reflection on this crisis and
ways their students at all levels can address these
issues. Our past experience, however, has shown us
that when we present data related to the ecological
crisis, several responses occur: there is denial; there
is an unwillingness to perceive the connection be-
tween education and the ways this crisis is perpetu-
ated; there is despair; if there is acknowledgement,
then there is a sense of urgency to “do something
about it,” to address the problem.

Our own recognition of the ecological crisis led us
to address the question: How can we modify our
pedagogy to begin a dialogue that would lead our
students: (a) to recognize the ecological crisis and the
role that each one of us plays in its perpetuation; and
(b) to reflect critically on the ways in which the focus
shifts from despair to hope? In the summer of 1995,
we were specifically interested in addressing the
ways that our students, as teachers and administra-
tors in a variety of educational settings, could
“green” their own pedagogy. Here we share with
you a description of classes we have taught since
articulating these questions, and the responses of
students to these efforts. We also share the ways in
which the two of us, as professors of education, have
confronted the issues around gaining a sense of hope
for ourselves in this task. We find it rejuvenating
when students respond to our classes, and we take
heart as they begin to reflect on the process of change
and what this may mean for their personal and pro-
fessional lives.



Pedagogical Approaches

It has been about four years since we began our
efforts to green our pedagogy. As examples of this
modification, we will focus upon the following four
courses designed on the framework of ecology that
we have taught at our two institutions: Theoretical
Models of Curriculum; Envisioning a Sustainable
Society; Philosophy of Education; and Nonviolence
and Gandhi’s Educational Philosophy.

Theoretical Models of Curriculum. This course fo-
cuses on the need to develop environmental educa-
tion that is cultural as well as scientific. It seeks to
acquaint students with the way that generally unex-
amined cultural principles lie at the heart of the
ecological crisis and that dealing with this crisis will
require dismantling and reconstructing the concep-
tual platform upon which we live our lives. The
central planks of this platform include our tendency
to see the earth as a resource mine; people as inher-
ently selfish, greedy, and violent; the aim of human
life as enhanced material wealth and security; and
large centralized institutions as the vehicles by
which society can be managed to advance an eco-
nomic agenda aimed at improving the standard of
living of increasingly more people.

We also examine a number of educational models
of promise to move us in a less ecologically damag-
ing direction. Among these are Kiefer’s Common
Roots Program (Bowers 1995) in Vermont with its
integration of agriculture and local history into the
curriculum; Cajete’s description of a more earth- and
spirit-centered form of teaching and learning in Look
to the Mountain: An Ecology of Indigenous Education
(1994); and the Elmwood Institute’s Guide to Ecoliter-
acy (1993). Each of these models stresses the impor-
tance of deepening students’ understanding of their
relationship of interdependence and the “obligation
of care” as urged by Berry (1990). Cajete and Kiefer
have taught segments of this class and have given
students a wealth of practical suggestions and guide-
lines for curriculum development and implementa-
tion. A central priority of the course has been to
encourage students to incorporate elements of these
models into their own classwork during the coming
year.

Envisioning a Sustainable Society. This class takes as
its main purpose the exploration of education and
development models that have contributed to eco-
logical restoration and community regeneration.
Premised on the belief that schools alone will be
incapable of adequately addressing the ecological
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crisis, this course seeks to engage preservice and
inservice teachers as well as graduate students in
counseling psychology and public administration, in
conversation about ways they can become contribu-
tors to the evolution of a more sustainable culture.
One of the books read in the class provides an exam-
ple of the role educators and public servants could
potentially play in their communities. The book
Dharma and Development (Macy 1983) chronicles the
history of a community revitalization project in Sri
Lanka known as Sarvodaya Shramadana. From its
beginnings in the late 1950s as a voluntary work-
camp experience for well-to-do students begun by
an urban high school teacher, Sarvodaya Shrama-
dana grew into a major self-help movement that
touched the lives of hundreds of thousands of people
in Sri Lanka. Sarvodaya Shramadana exemplifies the
impact that committed teachers and students can
have when they devote their intelligence, organizing
abilities, and physical strength to projects designed
in conjunction with the inhabitants of specific com-
munities. U.S. teachers, with a sense of the possible,
could conceivably play comparable roles in their
own communities.

Philosophy of Education. The major objective of this
course is to broaden and deepen students’ under-
standing of the nature of education by exploring the
ends as well as the means of education. That is, it
includes both a critical examination of some of the
distinctive characteristics of “educated” persons as
well as the elements of the learning experiences that
encourage the development of such persons. A criti-
cal assessment of the modernist framework guiding
this development is undertaken. Introducing stu-
dents to some of the important ideas and theories
that make up the rich tradition of postmodern educa-
tional philosophy, Noddings (1992) provides a femi-
nist perspective on the ethic of care while Orr (1992),
Berry (1990), and Bowers (1995) provide an alterna-
tive ecological framework and lens through which
the entire enterprise of education is reexamined. In-
sights are also gained through exposure to practical
educational projects that enhance ecological literacy.

Nonviolence and Gandhi’s Educational Philosophy.
Using the frameworks of ecology and development, in
this course students are presented with an overview
of Gandhi’s concept of nonviolence and its linkage
with practices of learning and living that challenge
and contradict the monoculture of modernity.
Gandhi’s alternative educational program ad-
dressed as Nai Talim or New Education (Gandhi, 1953)
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is examined. A critique of modernity is presented
through alternative ecocentric Gandhian notions of
sarvodaya (welfare of all), community, labor, self-suffi-
ciency, advaita (non-dualism), enoughness, and so on, in
order to gain a deeper understanding of the meaning
of ecological sustainability.

In all of these courses, we seek to do four things.
First, we find it necessary to lay out the explicit
nature of the ecological crisis and what we believe
are its cultural roots. As Buddhists would argue, the
beginning of personal transformation is our acknow-
ledgement of suffering. Many of our students are
somewhat familiar with the impact of human behav-
iors and numbers on the planet. Especially in the
Pacific Northwest, it is difficult to ignore the conse-
quences of a resource-based economy on the vistas
we see from our homes or state highways. Still, many
of our students have not internalized this knowledge
in ways that have resulted in attitudinal or lifestyle
changes. For some, the data they have encountered
in the media remains undigested or suspect. One
student, for example, could not believe David Orr’s
(1995) assertion that for every bushel of grain grown
in the American Midwest, three bushels of soil are
either washed or blown away. She called the exten-
sion agent for the county where she had grown up in
Minnesota to check the data out. After some calcula-
tions, the agent confirmed Orr’s graphic statistics,
observing that this image provided a particularly
powerful way to describe what is happening to the
farmlands of North America. Even when students
are conversant with such data, they may not see the
relationship between the degradation of natural sys-
tems and the culture of modern/industrial societies.
Two students going into elementary education had
taken extensive coursework as undergraduates in
environmental sciences. Both believed that dealing
with the ecological crisis required regulatory and
technological solutions rather than a shift in world-
view and cultural practices. The course on sustain-
ability enabled them to imagine a much richer set of
options for dealing with ecological issues in their
own classrooms.

A second concern that has informed the develop-
ment of these courses is our desire to create a setting
where people can confront information about the
ecological crisis and remain willing to participate in
dialogue about these issues. The possibility of global
warming, the likely exhaustion of petroleum re-
serves within the next half century, the rising rates of
skin cancer linked to ozone depletion — such topics

can easily lead to emotional withdrawal. When
thought through, the implications of these trends are
frightening — if not for us, then for what they mean
for our children. In order to acknowledge this natu-
ral reaction, we have adopted assignments that al-
low students to write about and then share their
feelings about the ecological crisis and their own
efforts to negotiate despair and hope. Incorporating
discussions that invite emotional responses seems
critical in courses that focus on the ecological crisis;
this subject is disturbing, and, as teachers, we believe
that its consideration requires acknowledging the
role of nonintellectual and nonacademic approaches
as equally important to the greening of pedagogy.

The power of this process can be seen in a short
essay written by an experienced fifth-grade teacher.
He told of traveling to Oregon from Los Angeles as
a boy to visit his grandparents who lived in the coast
range between the Willamette Valley and the Pacific
Ocean. His family would stay for several weeks with
his grandparents on their farm, far from the automo-
biles, pollution, and speed of California. He and his
siblings would play in the woods and meadows, and
fish in the stream that ran through his grandparents’
property. He felt more alive during this time than at
any other point in his young life, so alive that when
he reached adulthood he vowed, like many Califor-
nians, to make Oregon his home. Before he migrated
north, his grandparents’ advancing age led them to
sell the farm and find a home in town, and he had not
returned to see where they had once lived. One sum-
mer, with his young daughters and wife in tow, he
drove the out-of-the-way road in from the coast to
show his family the place he loved so much. When
they turned the corner to where the farm had once
been, his heart caught. The acres of dappled green
and gold that still colored his mind had been
stripped of trees, clear cut, and all that remained of
the forest of his memory were stumps and slash and
thistles. He hasn’t been back since, but he said that
his awareness of the environmental crisis dates from
that time. The reading of such stories illuminates the
nature of our own grief as we confront the destruc-
tion of our home and what this means. When we
share this grief with others, we recognize that we are
not alone and begin to grasp the possibility of collec-
tive action.

A third common strand that runs through our
courses is the exploration of alternative institutions
or educational approaches that demonstrate the pos-
sibility of meeting important human needs without



relying on the increasingly globalized political and
economic institutions that dominate our lives. De-
spite our dependence on these institutions, many of
us are aware of the way they have become insensitive
to the needs of people and the planet. Few of us,
however, see many options for living differently.
This, in itself, can become a source of frustration and
hopelessness. A number of our students have ac-
knowledged that they are inextricably caught be-
tween their beliefs in the values of sustainability and
the requirements of their own lives that generally
prevent them from acting on those values. In our
classes, we believe that our students must be pre-
sented with a new vision of the possible. In many
respects, our minds have been shaped by dominant
social institutions to such an extent that we have
become immobilized. Moving beyond this stasis re-
quires familiarity with alternative institutions that
have demonstrated their capacity to meet peoples’
needs and do so in ways that are friendly to human
communities and the biosphere. A slide presentation
of Gandhian schools in India, for instance, opens up
avenues for visualizing and comprehending the vir-
tues of simplicity and enoughness associated with
sustainable practices.

Students are also exposed to the work of environ-
mentalists and educators in places like the Mattole
River Valley in Northern California. Concerned ten
years ago about the declining numbers of indigenous
King Salmon, a small group of activists formed an
organization that eventually became the Mattole
Restoration Council. At around the same time, a re-
lated group, including some of the same people,
started a small private high school for students who
would have otherwise had to enroll in a public high
school 40 miles away to complete their secondary
education. Over the past decade, the council has
brought together loggers, ranchers, salmon fisher-
men, and environmentalists to develop and imple-
ment a plan aimed at restoring the health of the
Mattole watershed. Unused roads are being disman-
tled, clearcut acreage and riparian areas reforested,
and indicators related to the health of salmon fishery
carefully collected, tabulated, and interpreted. Stu-
dents and graduates of the high school have played
a significant role in these restoration activities —
from planting trees, to stopping a logging operation
at the headwaters of the Mattole, to participating in
dramatic performances aimed at educating the
broader public about the need to overcome political
or lifestyle differences to protect what community
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residents share in common. Knowing what others
have been able to accomplish can serve to inspire
and encourage our students and demonstrate to
them that the creation of alternative institutions is
within the realm of possibility.

A fourth emphasis that can be found in all these
classes is related to our hope that our students will
become motivated.to implement their own ideas and
projects related to the development of a more sus-
tainable society and join with others to accomplish
this task. To this end, we bring in local speakers who
are addressing these issues in the context of their
own professional lives. Action, perhaps more than
anything else, provides one of the most powerful
antidotes to hopelessness, especially action that links
people to others who are working toward the same
end. In the class on envisioning a sustainable society,
for example, individuals involved in efforts to pro-
tect and restore natural and urban areas in the Port-
land metropolitan region have spoken about their
efforts to create an urban forest, restore a neglected
watershed, construct affordable housing in a North
Portland neighborhood, and influence public policy
by creating a coalition able to give voice to a number
of disparate and previously loosely organized envi-
ronmental groups. The clear message from our
classes is that action either in the classroom or the
community must ideally follow from the learning
we have shared with one another.

Student Responses to Green Pedagogy

As we have taught these classes, we have noted a
wide range of student reactions. Some students treat
our courses with detachment. These students tend to
be individuals who have enrolled in the course not
by choice but because it was required or scheduled
conveniently for them. Other students have taken
offense at the critique of modern/industrial society
that underlies our efforts to adopt and transmit a
“green” pedagogy. They resist, for example, the as-
sertion that we live in a society where individualism
is celebrated by pointing to their own generosity or
concern for others, or they remain loyal to the belief
that large-scale modern institutions represent a sig-
nificant advance over the parochial and discrimina-
tory practices encountered in premodern communi-
ties. It is not uncommon for some students to adopt
a somewhat guarded stance toward class discus-
sions and presentations. Our focus here, however, is
primarily with students who have chosen to take
these courses because of their concern about the eco-
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logical crisis and what it may mean for them as
educators or public servants. How do they maintain
hope in the face of the news we bring, and how do
they go about constructing a relationship with the
earth and other people that incorporates the content
and discussions of these courses? We clustered stu-
dents’ writings in our summer 1995 courses around
themes that are presented below.

Both of us had been having a dialogue about our
own struggles in not only “greening” our pedagogy
but also our lives. We felt that the only ways in which
our efforts could be sustained were through sharing
with each other our grief, our hopes, and our suc-
cesses as we actively engaged our students as trans-
formative agents in their own school settings. Sus-
tainability is a path that requires endurance and a
way of living and learning that works against the
grain of modernity. In presenting our students’ own
voices, as they struggled through their various roles
— as parents, friends, partners, U.S. citizens, and
teachers and administrators — we note the ways in
which they reexamine the relationship of the self to
others including nature; their sense of despair at the
recognition that they are responsible for the ecologi-
cal predicaments; and their emerging sense of possi-
bilities.

Expression of despair as part of the process
of awakening

I am not a person who gives up easily.... There are
times when the ecological mess we've gotten our-
selves into seems so vast and so beyond repair that [
come close to despair. Yet, it is that streak of stubborn-
ness in me that keeps me from throwing up my hands
and the towel in. I often see myself as a minuscule
source of influence, yet when I think of the position I
am in, a high school teacher who has the potential of
reaching 150-200 kids each year, I feel enlightened and
buoyed by the knowledge that each of those could
possibly influence others, and so on.

Critically reflecting on the role we play
in perpetuating the crisis

I have never really taken the time to ponder how the
[ecological crisis affects me and my life]. Although in
the past I have been saddened by the gross misuses of
natural resources, destruction of habitat, and lack of
concern for the living creatures, I have seldom let it
affect me....I did not see myself as a contributor to the
crisis or a person needing to be concerned with con-
tributing to the solution. I have started to notice the
grave error of my mind-set. Yes, I participated in recy-
cling.and in other small ways, but I have not accepted
the selfish, greedy, and ignorant misuses of our planet
and its treasures as my problem.

It never occurred to me that I could be fostering in my
students the very things that deepen the effects of the
ecological crisis.... I view the information that I am
learning about the ecological crisis as a way to
strengthen my curriculum.... Many things I teach are
reflections of Western culture. For example, in science
I often slant the issue of natural resources so that it
sounds like they are there solely for human “use.”

I knew I was “supposed to” recycle and I did only
because I was supposed to. For most of the [ecologi-
cal] problems, I felt that I had little, if any, responsibil-

ity

Moral understanding of the relationship of self with
others and with the ecosystem

I believe the ecological crisis is coming alive for me. It
is no longer seen as a problem for other people to deal
with, but a moral obligation of mine.

Yes, I was definitely concerned about the ecological
state of our planet, but in a detached way where I did
not let my concern get in the way of my personal
desires.

To gradually alter the traditional educational norms
of an isolated vision of the individual into an under-
standing of the self in relation to and in the context of
the surrounding world is my current hope in envi-
sioning the establishment of more a harmonious
world.

I am a typical American who is used to seeing prob-
lems that did not directly affect me as someone else’s
problem. However, once I was challenged to reflect on
my own insights I saw drastic inconsistencies....l was
caught up in the self.

Experience with the natural world

Retreating to the woods kept me connected to nature
on a daily basis (in my middle/high school years).
Then, as well as now, I find a great deal of com-
fort/connection to the world when in nature. On a
purely individual/emotional (somewhat selfish)
level, I find it disconcerting to think that my time in
nature and my (potential) children’s time will be lim-
ited if not eliminated.

1 experience the environmental crisis most pro-
foundly as a separation between myself and “natural”
ecosystems. The chasm between myself and nature is
at once real and imaginary. The real separation is my
lack of easy access to land and water. With the patch-
work of private property laid out across the valley
floor, I am constantly reminded that neither the pleas-
ures nor the responsibilities of land stewardship are
much available to me...I also work with a group
which is trying to enhance the quality of wildlife and
human life habitat along a local creek. This gives me
the opportunity to share work with others who would
like to experience a more intimate and productive
relationship with their environment.



Another aspect of the separation [from nature] is my
work. My work, as it is now structured, requires that
I stay inside most of the day. A closed classroom is the
traditional mode of education. To break down that sad
“reality” I undertook a pond/wetland construction
project this year. We studied, planned, and con-
structed a “native” ecosystem, trying as much as pos-
sible to utilize native Willamette Valley flora and now
fauna. This got my class outdoors a lot more than
usual, and we relished every opportunity to work
outside. Still, as far as total classroom time spent this
year was concerned, it was only a drop in the bucket.
My goal is to leave the school system and work in
outdoor educaticn, or to bring a healthy dose of out-
door education into a public school setting.

The lack of accessible natural spaces bothered me
because it essentially removed the environment from
everyday living. Thus, a walk in the woods became an
outing which required planning, and the more com-
plex the outing, the harder it was to see connections
between all the life forms that share our world.

Transforming the basic structures of thought/
emotions/language

I believe the reason for my apathy about the crisis was
that I did not have the proper mind-set to accept the
problem as my own.

Education has always been on my agenda for a multi-
tude of reasons, but my driving vision has evolved to
focus on my belief that the world as a whole desper-
ately needs to transform basic structures of thought in
order to salvage the damage that our individualistic
tendencies have caused. The self, perceived as an en-
tity separate from the external world, is the isolating
agent that limits human potential.

I found it interesting that when I picked up the paper
last week I was motivated to read the article about the
current problems facing the coho salmon; this would
not have been the case several months ago.

Bringing about life-style changes

In my personal life, I deepen the crisis without even
being aware of it. One example is we have a hot tub in
our backyard, and it makes me cringe to think of the
chemicals that have gone into the soil when we drain
it, or into the atmosphere from the heat of the water.
Our society’s values are very damaging to the envi-
ronment.

My husband and I are working to simplify our lives,
both for ecological and spiritual purposes.

I grow my own vegetables in the summer because
they taste so much better than what is available in
store, and they have no chemicals.

Developing a sense of hope

My attitudes [about my role in the crisis] have
changed and along with it so will my habits. These
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inner changes give me great hope for others. My hope
is also derived from my belief that if I was awakened
then I can awaken others and they will awaken others.
Using this strategy, the concern for our planet will
spread to become paramount in the lives of the
world’s inhabitants.

I hold sacred the fact that this global problem will only
be solved by working as a unit, a world unit, strug-
gling to face our mistakes and survive in the hope of
giving our children the ability to safely walk into [the
future].... Most call me an idealist, a dreamer, and
perhaps this is only a dream. But it brings me energy
and determination as I look at our beautiful forests,
read about toxic waste, listen to the lists of endan-
gered species, hear about the world’s violence. I can
only believe and act with the vision of a brighter and
“greener” tomorrow. Imagining a sustainable world is
my most valuable tool — the ability to rethink an
accepted and socially defined construct is necessary
for change.

I believe there is hope for our environment through
education, learning that the environment is the re-
sponsibility of each individual and we all must do our
part. Perhaps the education is too little, too late, but it
is a start, and it is certainly better than sticking our
heads in the sand and doing nothing.

More emphasis should be placed on making the pub-
lic aware of the startling statistics involving the envi-
ronment. Secondly, a great source of hope lies in
educating the children not only of their local respon-
sibility but also of their interrelatedness with the en-
vironment as well.

In the midst of gloom, however, there is hope. There
is an awareness that is growing among the world
population that is being given to our children through
education. We are teaching our children the value of
the ecosystem, making them aware of the dangers of
abusing the environment, and teaching the impor-
tance of taking care of the world through individual
responsibility. In other words, through small individ-
ual acts, such as recycling, larger steps to cleaning up
and taking proper care of the environment can be
made.

The sources of hope for this situation lie, I believe, in
classes such as this. There is a trend, it appears, to
educate the educators about the environmental crisis.
If this is the wave of the future, I hope it picks up
speed and rolls in rea! fast.

I worry for my children when I think of the types of
environmental crisis situations they will likely en-
counter, situations that will go far beyond mild incon-
venience. I am sorrowed by the probability that they
will pay a heavy price for my generation’s lack of
concern. I balance despair with hope by focusing on
the prospect that it is not too late for my generation to
turn from self-serving environmental practices to con-
servational practices.



Spring 1996

Regarding balancing hope and despair, I'm not sure [
have achieved this balance. How does hope thrive?
My main source of hope comes from examples of
positive action. Just as it is true that teachers as posi-
tive role models are a powerful influence on students,
it is also true that examples of positive action are also
powerful and can lead to “copy cat” positive actions.
It goes back to behavior modification theory: don’t
simply tell the “subject” (humans) what NOT to do;
show him/her positive replacement behaviors.

What fills me with hope and keeps me true to myself
during this critical time, though, are some of the won-
derfully enlightened people I have met working for
change. Slowly I am sensing an awakening among
people who are beginning to see that the environ-
mental crisis is connected to all the other crises around
us. I am excited about efforts in the areas of sustain-
able development, natural systems development, or-
ganic farming, community development, and the
flurry of seminars, workshops, and classes like this
one that are beginning a dialogue toward change.
People are starting to talk, and hopefully talk will lead
to action.

Two Student Cases: Struggling Against Despair

Besides the above student comments that were
clustered around themes, we felt that it would be
valuable to have more complete statements that
would capture the depth of thinking and emotions
expressed in our students’ writings. To this end, we
have selected two students as examples to demon-
strate their expressions of struggle with the materials
at the beginning and toward the end of our classes.
In their voices we find cries of despair, numbness,
awakening, and a desire to rise above hopelessness
toward a path of hope.

Jennifer’s voice:

I don't like the word crisis. Everytime I hear it used,
I cringe, flinch, blanch, and feel despair...that feeling
of “it really is too late.” Then I feel a twinge, a spark,
and suddenly a real lighted torch of rage! “How dare
they create another crisis!! They created another mess!
They better fix it up now!!” Even though my anger is
directed toward a “they” I most likely don’t know, nor
ever will, Irecognize the powerful instinct behind that
anger. Here is my will to survive. Here is real energy
which I can direct and use in constructive, helpful
ways.

The word “crisis” triggers despair and then anger in
me. I see my own tendency to blame “others” when
this word is used. I see this tendency in others as well.
Getting stuck in anger (rather than learning to channel
and direct it), or blaming “others” is a waste of time,
energy, spirit. So, this morning, I decided to look up
the definition of the word “crisis” to see if there was
something within its meaning that I've been missing,
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that I could devise a different reaction from. And to
my great surprise and delight there was!

In the definition of the word “crisis” two defining
words immediately jumped out at me. These two
words: turning point (from the Greek krisis). A turning
point signifies that a change is impending, a decisive
change. Yes, a crisis is a crucial point, an unstable
situation. But turning point speaks to me. It says: Here
is your opportunity for change. Here is your decisive
moment, That idea inherent within the word’s mean-
ing helps me make a shift from despair to anger to
seeing whatever the critical situation is as one of op-
portunity, an opportunity for positive change.

Our current state of ecological crisis affects me every
day. As stated previously, I feel at times despair, even
failure; and at other times, anger and blame. I also feel
grief and fear, for the planet and all her species and
peoples. These intense fluctuating emotions come
when I watch the news, listen to NPR, buy a container
at the store which is marked “3” but which presently
cannot be recycled, and when I see the lowest hills
right above Cannon Beach, Oregon, being clear cut. I
understand fully the human tendency to slip into a
state of denial. We are destroying our own home....
One is shattered again and again and then finally
reaches the stage of total numbness. The numbness
leads to denial.

Sharon’s voice:

Here we sit on a page of despair. It is a page filled
with the silent cries of forests, the far-off pleas of the
endangered species, and the tears of the toxic rains.
The scattered words of hopeless statistics stand clear
and bold on this page as they hold a mirror up to
humanity’s sheltered eyes. But the message has not
been grasped; it is as if the words themselves are not
intelligible. We have trained ourselves diligently and
proudly to read and write, and yet these vital words,
the words of the earth, are ignored and distorted by
our highly educated and intelligent minds. Our eyes
blur the numbers, our watches tick louder and louder
as we turn away thinking, I don't have the time right
now, maybe later — I'll check my calendar. We hold our
heads high and believe in the tomorrow, the mystical
tomorrow where all problems will be solved. Stand-
ing on a self-centered pinnacle of merit we are pro-
foundly confident in the human ability to solve
problems. How could we get straight As and flunk
life? (Walker Percy).

“Impossible” we conclude and proceed with our
consumer-based comfortable lives. But, we have for-
gotten to check the calendar. The days go by, filled
with all those oh so important things we do, while our
calendar’s pages show no signs of penciled-in time for
reading the depressing words of this page. So there
they sit. Will we ever be able to turn this page? “What
would it mean to stand on the first page of the end of
despair?” (Adrienne Rich).

With intellectual rhetoric and judgmental vision, the
burden of our mistakes and their ramifications on the



earth’s ecosystem have often resulted in accusations:
“It's all because of Reaganomics,” “Our politicians are
corrupt,” “Capitalism is evil,”.... The urge to blame
someone or something stems from the underlying
attitude that has led to our present predicament. We
believe in the idea that there has to bea THEY,a THEY
that is corrupt or wicked, a THEY that has nothing to
do with the self.... S0 we wait for the THEY to change
and fix things, because it is their responsibility. We
isolate ourselves from the rest and stand on a right-
eous pedestal, proclaiming that WE didn’t cause this
dilemma....

As we walk through the problems of the ecological
crisis, we should apply the wisdom of Thoreau and
leave our current notions of life, liberty, and the pur-
suit of happiness on the hearth-side. With energetic
vision and creativity, we should adventure into the
world of ancient ideas and knowledge for guidance.
Let us not fall into the easy habit of retracking familiar
steps with the rhetoric of “technological sustainabil-
ity....” We are each responsible for the destruction of
the earth’s resources. And yet, instead of feeling over-
whelmed with guilt, let us collectively realize that we
have reached this point with foggy lenses. We are
tempted by the ideas of the consumer age and em-
brace them in a time when it seemed like progress....
We must let go of this “human as wicked virps” meta-
phor and grasp the beauty of our species and our
ability to change and become participants, rather than
controllers of the earth.

Since both of us believe in the power of commu-
nity to help sustain such “greening ” efforts, we feel
it necessary to bring students from all of these
courses together so that we can share our successes
and our struggles, even after the coursework is com-
pleted. We plan to have a panel of environmental
activists in our own community to share their practi-
cal stories with these students even as we listen to the
stories of our past students. Such co-sharing and
being involved in dialogue should enable all of us to
persist with courage in greening our pedagogies.

Conclusion

Adrienne Rich’s (1986) words from a poem —
“What would it mean to live in a city whose people were
changing each other’s despair into hope?... What would it
mean to stand on the first page of the end of despair?” —
provide stimulus to the two of us to think of our own
pedagogy and its impact on the lives of our students.
The incredible range of responses that we have re-
ceived from our students can also overwhelm us. The
nuances associated with the greening of pedagogy
— going against the grain of mainstream education
— can be a challenge. At best, we see our work as
essentially transformative — or as a confirmation of
the transformation our students have already begun.
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This process is necessarily difficult. In one of our
classes, a local environmental activist, the founder of
a reforestation project called Friends of Trees, spoke of
the need to deprogram ourselves away from the
assumption that all is well with modern/industrial
society and that a life focused on consumption
should be our aim. He urged us to find ways to
simplify our lives and by example showed us how
one person with vision, determination, and faith had
been able to “re-green” an environment increasingly
covered with concrete and asphalt. On another occa-
sion, this man spoke of his own grief as he con-
fronted the juggernaut of modernity. Each time he
picks up a shovel, he demonstrates what it means to
“stand on the first page of the end of despair.” In our
classrooms, we and our students must do the same
thing. The digging, however, can be hard work, and
it is sometimes difficult to keep our eyes on the
distant future when young saplings have become
mature trees.

In a similar vein, Freire has recently written about
the dilemmas faced by advocates of democratic so-
cialism who have seen the machinery of repre-
sentative democracy turn into a vehicle for oppres-
sion. In his book Pedagogy of Hope, Freire (1994)
speaks of the necessity of retaining the dream of the
possible, a dream we understand may never be real-
ized, but a dream that nonetheless can inform our
effort to create a world characterized by humanity,
love, justice, and — we would add — a deep regard
for and a sense of identification with the biosphere.
In our own work, we seek to kindle such a dream in
the minds and hearts of our students. We believe that
by presenting such a vision, these teachers and fu-
ture school administrators will become able to im-
part to their own students a sense of the possible,
capable of supporting them as we all attempt the
awesome task of moving our culture in the direction
of ecological sustainability. We take heart from peo-
ple in our classes who believe that all educators
should be required to explore such issues. Their con-
firmation of our work nurtures our own hope and
helps to keep before us the dream of a life we wish
for ourselves and our descendants. By retaining and
imparting the sense of the possible, we seek to do
what we can to take our place in Adrienne Rich’s city.

Our efforts remind us of a story told by a political
activist in the Philippines prior to the overthrow of
the Marcos regime. He spoke of attending a rally in
Manila at which people were asked to gather by a
fountain in the center of the city. The rally was sched-
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uled in the early evening, and people had been asked
to bring lighted candles with them to the demonstra-
tion. He had been one of the first people to arrive at
the fountain, and with his lit candle he had initially
felt alone, isolated, and vulnerable. The group re-
mained small for many uncomfortable minutes. But
eventually, streams of people holding candles began
converging on the fountain from the surrounding
streets. In time, the plaza around the fountain was
filled with light. In a similar way, we see our class-
rooms as gathering places where people can find
others who are holding candles in the night. We
believe that in this era of ecological and social crisis,
our hope lies in coming together to act, and talk, and
create a sustainable and just future.
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hether one is an adult or a child, to live in

poverty in the United States is to suffer a triple
insult. There is first the immediate insult of having
to do without. The poor, more often than others, find
themselves at various times without such necessities
as food, shelter, medical care, transportation, and
meaningful work. A second insult results from the
relative nature of this scarcity. The poor do without
alongside others, their fellow citizens, who often live
in conditions of relative opulence. Finally, the poor
are blamed for their own poverty (Katz 1989). This
triple abuse is experienced by children of the poor as
well. They soon understand the shame of their par-
ents’ poverty and make that shame their own (Rubin
1976).

Students with disabilities represent a different
category of exclusion, but like the poor, they suffer.
Whether their disabilities are rooted in biology or
inferred from other characteristics, the disabled are
usually stigmatized as being less than whole. There
is, moreover, as in poverty, always a sense that with-
out their disabilities, things would be better. In addi-
tion, students in special education frequently experi-
ence themselves as outsiders in the social space cre-
ated by the school. Often experiencing academic fail-
ure, often stigmatized by the labels that authorities
attach to them, and often lacking in popularity, stu-
dents with real or imputed disabilities struggle for
acceptance by those who have not been so catego-
rized (Blomgren 1993; Hobbs 1975).

Special education professionals, through their as-
sociation with the negatively valanced category of
disability, are, like their students, often viewed as
outsiders (Ferguson 1985; Tomlinson 1982). And it is
often in this context that special educators take on
the role of advocate for students who have been
placed in the special education system. For disabled
students attending large, impersonal schools, it is
often the special education teacher who is the only
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adult the student feels comfortable confiding in, and
the special education setting is often experienced by
disabled students as a sanctuary.

It is not difficult for special educators to conceptu-
alize their role in moral terms. They can readily un-
derstand Blomgren’s (1993) comment that when
teaching students with mental, emotional, or physi-
cal disabilities, teachers are constantly faced with the
task of “recognizing and beholding them as valued
and cherished human beings” (p. 243). Also, activi-
ties in the arena of special education are constantly
rationalized by considerations of equality, a funda-
mental moral category in democratic society (Beyer
and Wood 1986). But such moral considerations ap-
ply just as easily to children living in poverty. For
clearly the poor go through a similar process of being
devalued by others and just as clearly, the existence
of poor children raises fundamental questions about
the meaning of equality.

In the United States today, very large numbers of
public school students are living in poverty or near
poverty. Moreover, disproportionate numbers of
these poor students find their way into special edu-
cation classes. And, as argued below, poverty is
strongly implicated in the biological and social crea-
tion of disabilities. For these reasons, I believe that
those who are impacted by the presence of disabili-
ties in schools (including, of course, both general and
special educators) ought to advocate for policies that
alleviate the many hardships associated with pov-
erty. More generally, those educators who wish to be
advocates for those with disabilities ought to be in-
volved in active political struggle aimed at changing
social structural conditions that produce poverty.
Concomitantly, they should promote programs that
materially and politically empower the poor.

One of the real dangers involved in discussing
terms like poverty and disability is that reification
can take place. That is, categories such as poverty
and disability are usually thought of as fixed, dis-
creet realities rather than the product of historic,
ongoing processes of social and political construc-
tion. When we reify categories, we fail to think rela-
tionally. We forget that the concepts we use are “ele-
ments of institutional practice, historically formed
patterns of power relations that provide structure
and coherence to the vagaries of everyday life” (Pop-
kewitz 1991, 15).

To counter this tendency, I will begin with a brief

characterization of contemporary poverty and dis-
ability, noting how both are socially constructed cate-

gories of contemporary social life. Following this, I
will present evidence that low socioeconomic status
(SES) students are commonly identified as disabled
and, as such, are somewhat over-represented in spe-
cial education programs compared to their higher
SES counterparts. I will then turn to a brief charac-
terization of recent discourse within special educa-
tion and explore the silences of that discourse when
it comes to issues such as the poverty/disability
connection, and the articulation of political issues
that surround contemporary poverty. Finally, draw-
ing on the work of Thomas Popkewitz, I will argue
that discourse and practices within special education
work to discourage advocates for the disabled from
tying their efforts to a broader political movement
for fundamental social change.

The social construction of special education

To be sure, some children are physically or
neurologically impaired. But how a society or cul-
ture reacts to those impairments varies widely (Edg-
erton 1984). Conversely, some children can become
defined as impaired, even in the absence of any
documentable physical or neurological anomaly.
One of the most important ways that disabilities in
children in the United States have been socially con-
structed is through the institution of special educa-
tion.

Special education is a formal subsystem of public
schooling, but as described by Lazerson (1983), it
was not always so. Only in the early 20th century,
with the rise of compulsory urban education, did
schools “that all were compelled to attend [convert]
the problem of how to educate dependent and devi-
ant children from a familial to a school concern”
(p. 17). Children, who, relative to others, did not
match the expectations of schools for achievement
and social behavior (often children of poor immi-
grants) were frequently placed in separate class-
rooms or schools, their problems often blamed on an
“intrinsic” lack of ability or inferior home environ-
ments (Tropea 1993).

Only a very small proportion of school-aged chil-
dren were served in special education before World
War II, but from the 1960s on, the situation rapidly
changed. The parents of students with disabilities,
angry with the neglect and segregation that their
children experienced and prompted by the civil
rights movement, fought politically and in the courts
for better treatment of their children (Gilhool 1976).
Their efforts were contemporaneous with a rapid



expansion of the federal role in both general and
special education. By 1991, more than 60 federal laws
were in place that served to regulate the lives of
disabled people, both in educational settings and
elsewhere (U.S. Department of Education 1992). This
expansion of federal and state regulation of special
education has been accompanied by growth in the
numbers of students who are formally served.
Nowadays, about 10% of the school-aged population
are identified as disabled at any given time (U.S.
Department of Education 1991). This means, of
course, that the need for such things as specially
trained personnel and various kinds of assessment
and instructional materials and devices has ex-
panded as well, resulting in greatly increased com-
merce associated with special education.

The process by which some children are actually
identified as disabled, and thus in need of special
education, is not a straightforward one. Evidence
abounds that all sorts of factors, other than the pres-
ence of physical impairment or emotional distur-
bance, influence decisions concerning special educa-
tion placement. These include ethnic group member-
ship (Grossman 1995), SES (Gottlieb, Gottlieb, and
Wishner 1994), technical inadequacies in the assess-
ment process (Ysseldyke 1987), and the somewhat
autonomous influences associated with the work-
ings of the special education bureaucracy itself
(Warner 1994).

In more general terms, special education can be
thought of as a subsystem of American schooling. As
such, it is caught up in the same contradictory proc-
esses that regulate its parent institution. In this re-
gard, Carnoy and Levin (1985) point out that the
schools in the United States serve deeply antagonis-
tic functions. On the one hand they actively repro-
duce social inequality and the hierarchical structure
of production and consumption that permeates
modern life. Unequal patterns of school finance, the
creation of ability groups, the bureaucratic organiza-
tion of the school, the exposure of poor and affluent
children to different kinds of pedagogy, and track-
ing, including special education classes, are institu-
tionalized educational mechanisms by which the
conditions of class and class conflict are reproduced
in each generation.

At the same time, schools can serve as a primary
force for expanding economic opportunity and
democratic rights. Processes that support this
agenda include the right to free public education; the
inculcation of the values of democracy and equal
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opportunity; the promotion of student rights, in-
cluding the legal rights of students with disabilities;
varying degrees of community control of the
schools; forms of democratic schooling that are
sometimes extended to low-income children (see
Smith 1993; Wood 1992); and various types of sup-
plemental programs for disadvantaged or disabled
students.

Any comprehensive and theoretically grounded
conception of poverty and special education must,
therefore, take into account the social context of spe-
cial education and its ongoing evolution. This
means, first and foremost, that special educators
(and general educators as well) must avoid viewing
disabilities as strictly technical categories and spe-
cial education as a static and autonomous set of
educational processes.

The social construction of contemporary poverty

In a similar way, the condition of poverty is also a
socially constructed category. As Katz (1989) points
out, poverty in the United States is no longer the
result of an overall scarcity of goods and services,
but rather is a product of the political economy of
capitalism itself. Public discourse on poverty, more-
over, has been channeled into narrow, market con-
cerns, thus avoiding such critical issues as dignity,
community, and distributive justice. Katz (1989) as-
serts that underlying the narrow discourse and con-
tradictory policies concerning poor people are two
basic processes:

First, the culture of capitalism measures persons, as
well as everything else, by their ability to procure
wealth and by their success in earning it; it therefore
leads naturally to the moral condemnation of those
who, for whatever reason, fail to contribute or to
prosper. It also mystifies the exploitive relations that
allow some to prosper so well at the expense of so
many. (p. 7)

Much of Katz’s perspective is echoed by Handler
and Hazenfeld (1991), who find that there are three
structuring principles at work in the discursive con-
struction of poverty:

1. Productive work is viewed as an individual respon-
sibility, with failure to find work blamed on the indi-
vidual.

2. Those who don’t work fail to uphold the ideology
of labor discipline, that of hard work, thrift, and re-
ward through individual effort.

3. The moral degradation of the poor is used as a

negative symbol to reinforce the work ethic. (Handler
and Hazenfeld 1991, p. 18)
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These principles, when combined with the need to
distinguish between the deserving and undeserving
poor, result in federal policies that are deeply contra-
dictory. The reader is referred to both the Katz and
the Handler and Hazenfeld texts for sustained dis-
cussions of the historical development of ideology
concerning the poor and concomitant federal poli-
cies.

Children in poverty

The prevalence of poverty among children in the
United States during recent years has been widely
documented. An astounding 20% of U.S. children are
living below the federal poverty line (Bane and Ell-
wood 1989). Of course, rates of poverty are not dis-
tributed equally across different ethnic groups or
types of families. Poverty rates are much higher for
Black children (50%), Hispanic children (40%), and
children from single-parent homes (50%) (National
Center for Children in Poverty 1992).

In 1990, the federal poverty line for a family of
three (e.g., a mother and two children) was $10,419
(National Center for Children in Poverty 1992). This
amounts to about $870.00 per month. If such a family
were paying $500.00 in rent, they would, before re-
ceiving any public assistance, have only $370.00 per
month for all other expenses, including utility bills,
food, transportation, and medical expenses. Public
assistance does not go very far in assisting such fami-
lies. The National Center for Children in Poverty
reports that in 1990, a maximum ADFC (Aid to Fami-
lies with Dependent Children) state benefit for a
family of three was about $364.00 per month, or 42%
of the federal poverty line that year.

Those living below the federal poverty line do not
represent all those who are struggling economically
in the United States today. Schwarz and Volgy (1993)
argue that the official federal poverty line grossly
underestimates the actual amount that families need
to purchase basic necessities in the 1990s. They esti-
mate that the minimum amount needed by a family
of four in 1991 to purchase basic necessities was
$21,600, or 155 percent of the official federal poverty
line. Using a slightly higher percentage of the federal
poverty line (185%), the National Center for Chil-
dren in Poverty (1992) reports that close to 10 million
children under the age of six (about four out of ten)
lived in poverty or near poverty.

It is important to note that a large proportion of
those in poverty today are employed, either full- or
part-time. These are the so-called working poor. Us-

ing the official federal poverty line as a baseline, the
National Center for Children in Poverty (1992) esti-
mates that in 1990, 26% of poor children under six
were in families where one parent or two parents
(with their hours combined) worked the equivalent
of a full-time job. The National Center reports that
“any family with one full-time, year-round, mini-
mum-wage-earning parent and at least one child,
would have been poor” (p. 5). More generally, the
fact that so many jobs that are available today pay
low wages is a significant contributor to contempo-
rary poverty (Schwarz and Volgy 1993).

The above data are cross-sectional — they reveal
the condition of poverty for groups of people at a
particular point in time. For some children, poverty
may be temporary or cyclical; for others, it may be
chronic. Some data exist to suggest that since the
early 1970s, the duration of poverty has been on the
increase (Kutscher 1987).

In summary, a significant proportion of children
in the contemporary United States live in poverty, at
least for some portion of their childhood. Those chil-
dren living in poverty are disproportionally from
families that are Black, Hispanic, or headed by a
single female. Even with state-sponsored programs
of financial and other forms of assistance, large num-
bers of school-aged children are experiencing the
deleterious consequences of economic hardship.

Structural and policy features of poverty

It is important to view contemporary poverty
both in terms of the stark maldistribution of wealth
and income in the United States and in terms of basic
changes in the way goods and services are being
produced and consumed. Real wages (those ad-
justed for inflation) for blue-collar and low-income
jobs have been declining since about 1973 (Harrison
and Bluestone 1988; Krugman and Lawrence 1994).
At the same time, the incomes of the most wealthy
Americans have been on the rise, especially since
1980. Barlett and Steele (1992) report that between
1980 and 1989, the average wage (not adjusted for
inflation) earned by people making less than $20,000
per year rose only 1.4%. During the same period of
time, the average salary increase for those earning
one million dollars or more rose 49.5%! Barlett and
Steele stress that this was an increase in wages and
salaries alone. Other major sources of income for
these wealthy individuals included dividends and
interest and profits from the sales of stocks and
bonds. Barlett and Steele present evidence that



changes in federal tax policies, along with other fed-
eral policies, have contributed substantially to these
disparities in income growth. They state that in 1989,
the top 4% of wage earners garnered $452 billion in
wages and salaries, the same as the bottom 51% of
wage earners. The lowest wage earners compete for
jobs that are too few in number and for which wages
are too low to ward off poverty.

In addition to the influence of federal policies,
structural changes in the U.S. and world economies
are contributing to changes in the wage structure.
Projections concerning the growth of new jobs in the
future suggest that the vast majority of these will be
in the service and retail trade sectors of the economy.
These jobs will be characterized by low wages and
minimal benefits. Many will be temporary or part-
time jobs (Apple 1989; Harvey 1989).

In conclusion, both poverty and disability can be
seen as the dynamic result of processes of historical
and social construction. Poverty and the maldis-
tribution of wealth in the U.S. can be seen as part and
parcel of an economic, legal, and political system that
favors some citizens at the expense of others. More-
over, since the late 1970s, inequities in the distribu-
tion of wealth and power have been exacerbated by
specific policy initiatives that favor the rich and reap
harm for the poor and working class (Apple 1989).
The ideological structuring of both poverty and dis-
ability are often based on invidious distinctions, and
those who “inhabit” these categories are often the
same people.

The over-representation of
the poor in special education

Although there are many students in special edu-
cation who are not poor, poverty is implicated in
important ways in the process of disability forma-
tion. First, the condition of poverty increases the
chances that a student will exhibit the behaviors and
characteristics associated with real or imputed dis-
abilities in schools (Baumeister, Kupstas, and Klind-
worth 1990; Grossman 1995). Second, students who
have been in the special education system, especially
those from lower SES backgrounds, are more likely
to experience economic hardship as adults (Have-
man and Wolfe 1990; Lichtenstein 1993; Sitlington,
Frank, and Carson 1992). It is beyond the scope of the
present article to explore the various specific causal
connections between poverty and disability. It is im-
portant to establish, however, that low-income stu-
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dents are both commonly found in special education
and are over-represented in special education.

One source of data on the relationship between
SES and special education comes from interviews
with parents. Zill and Schoenborn (1988) summarize
the findings from interviews of thousands of parents
in the U.S. conducted in 1988. Families were asked
“Has [name of child] ever had a learning disability?”
An affirmative response was given by 8.4% of fami-
lies with incomes of less than $10,000 per year, but
only 5.8 % of families with incomes of more than
$40,000 per year. In response to the question, “Has
[name of child] ever had an emotional or behavioral
problem that lasted three months or more?” 15.8% of
the responses were affirmative for families earning
less than $10,000 per year and 12.8% were affirm-
ative for families earning $40,000 per year or more.
Zill and Schoenborn suggest that their findings may
under-represent the extent of SES-related differ-
ences, since better-educated parents may have been
more aware of childhood problems and more com-
plete in their survey reporting.

The correlation between socioeconomic status and
mild retardation has been documented consistently
for a number of years. One of the most comprehen-
sive studies of this relationship was reported by Bro-
man et al. (1987). They presented the results of a
prospective study of thousands of children who
were followed from birth to age 8. Among white
children in the lowest SES quartile of their sample,
3.34% were classified as mildly retarded (i.e., scoring
between 50 and 69 on an IQ test at age 7). Among
white children in the highest quartile, 0.3% were so
classified. For African-American children in the low-
est SES quartile, 7.75% were classified as mildly re-
tarded, whereas for African-American children in
the highest SES quartile, 1.19% were classified as
mentally retarded.

Studies with smaller sample sizes typically find
no relationship between SES and the prevalence of
more severe forms of retardation. Broman et al,,
however, report that among both White and African-
American children in their very large sample, the
prevalence of severe retardation (IQ below 50 at age
7) was about twice as likely among those in the
lowest SES quartile (about 0.8%) as compared to
those in the highest SES quartile (about 0.4%).

During the late 1980s, a national survey was com-
pleted by SRI International of the transition of more
than 8,000 youth with disabilities from secondary
schools to early adulthood. In a summary of the



Spring 1996

findings of that study, Wagner et al. (1991) report that
on several indicators of socioeconomic status, the
special education students were disproportionately
from lower SES backgrounds, compared to youth in
the general population. For example, in the sample
of youth with disabilities, 41% of the heads of house-
hold had less than a high school education (based on
parent interviews). Based on data from the U.S. Bu-
reau of the Census, Wagner et al. report that the
equivalent number for youth in the general popula-
tion was about 22%.

With respect to annual household income, 35% of
parents in the special education sample reported in-
comes of less than $12,000 per year, with 68% report-
ing incomes under $25,000. Based on U.S. Census
Bureau data from 1987, Wagner et al. report that
about 18% of youth in the general population came
from households where the annual income was less
than $12,500, and 39% came from households where
the annual income was less than $25,000. About 24%
of the parents of students in special education re-
ported receiving food stamps (compared to 13% in
the general population). In fact, Wagner et al. report
that “about half of all youth with disabilities came
from households that were receiving benefits from at
least one public source in 1987” (pp. 2-27).

Egeland and Abery (1991), in a prospective longi-
tudinal study, followed 185 low-income children
from birth through the third grade. The sample was
80% Caucasian, 15% African American, and 5% from
other ethnic groups. Egeland and Abery report that
about 40% of these low-income children were re-
ferred for school-based problems during the early
grades. Of these students, most were receiving some
type of special assistance, usually in the form of
Chapter I remedial education rather than special
education proper.

Poverty and disability in special education discourse

As the condition of poverty has become more vis-
ible and pronounced during the 1980s, its discussion
within special education has increased. This is ap-
parent, for example, in the widely cited work of
Baumeister and his colleagues who have promoted
the term “new morbidity” to describe increasing
cases of disabled students whose conditions are po-
tentially traceable to factors associated with eco-
nomic hardship (Baumeister, Kupstas, and Klind-
worth 1990). It is also apparent in the work of Halla-
han (1992), who speculates that increasing numbers
of students are being identified as learning disabled

as a result of broad social/cultural changes in U.S.
society, including increases in poverty. Most recently,
Grossman (1995) has published a textbook for future
special education teachers, Special Education in a Di-
verse Society, in which he focuses extensively on eth-
nic and socioeconomic-class inequities and the im-

Ithough there are many
students in special
education who are not poor,
poverty is implicated in
important ways in the process of
disability formation.

plications of these for special education program-
ming. Finally, there have been the occasional correla-
tional studies, many of which have been cited above,
which document specific connections between as-
pects of poverty and disability.

But these examples still tend to exist at the mar-
gins of the professional literature of special educa-
tion. The vast majority of that discourse has dis-
closed a silence with respect to the relationship be-
tween poverty and disability. The focus instead has
been on (a) technical issues of classification, assess-
ment, and remediation in special education, (b) is-
sues concerning the integration of disabled students
with the nondisabled, and (c) the legal regulation of
special education. Not only has the discourse on
poverty and disability been sparse and on the pe-
riphery, it has, like the educational literature as a
whole, been constrained in important ways. As
Kovach (1991) notes, “few studies in education lit-
erature go beyond the family unit and incorporate
conceptualizations which are tied to the larger social
and economic realities which are the root of the prob-
lems experienced by poor children” (p. 204). The
political dimensions of poverty are seldom directly
addressed, so that notably absent in the discourse of
special education are calls for advocates of those
with disabilities, including especially teachers, to be-
come directly involved politically in attacking pov-
erty and economic inequality. Yet as Kovach points
out, poverty is a “structural problem, inherent in our
economic system along with unemployment and un-
deremployment. This means that to deal effectively
with poverty, educators must be involved with the



larger struggle for structural — that is, political and
economic — change” (p. 208).

The national agenda

Typical of the dominant discourse on reform in
special education is a recent document called The
National Agenda for Achieving Better Results for Chil-
dren and Youth with Disabilities (Rockne and Weiss-
Castro 1994). This document was the outcome of a
process, facilitated by the U.S. Department of Educa-
tion, in which national representatives of various
agencies and advocacy groups associated with dis-
ability policy met to “develop a national agenda for
achieving better results for children and youth with
disabilities” (p. 2). Participants included “repre-
sentatives from the major disability advocacy
groups, direct service providers, families, related
services personnel, researchers, teacher trainers,
teachers, and administrators...” (p. 2). The report is
significant because: (a) it represents a wide array of
current interests among those who work with dis-
abled people, demonstrating the types of ®rches-
trated coordination being developed across different
groups and agencies; (b) it provides clear examples
of the prevailing rhetoric among those who would
formulate policies for the disabled; and (c) it remains
largely silent regarding many of the structural issues
surrounding poverty and disability that have been
raised in the present article.

The report begins by noting that while important
gains have been made in the delivery of services to
students with disabilities, the outcomes for such stu-
dents, in terms of levels of education and employ-
ment attained are unacceptable. Instead, all children
and youth should “have the opportunity and neces-
sary supports to become caring, productive, socially
involved citizens who are committed to life-long
learning” (p. 4).

To improve outcomes for children and youth with
disabilities, the report argues that a coordinated, na-
tional agenda is necessary. Such an agenda will:

o Guide national, state, and local reform efforts in
establishing a unified system of education that
includes all children and youth.

+ Guide legislation and policy at the federal, state,
and local levels, and define priorities for re-
search, training, and service efforts — all of
which influence how individuals with disabili-
ties live, work, learn, and play [emphasis added].

« Provide focus, coordination, and a common
ground for educators, advocates, families, legis-
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lators, and policy-makers concerned with im-
proving the quality of life for children and
youth with disabilities and their families (p. 2).

There are several targeted goals outlined in the
National Agenda report, including;

* An increased appreciation of diversity.

» Improved links between the schools and other
service agencies in the community and, in gen-
eral, greater interagency collaboration.

:» . Better prepared professionals.

o Greater participation of students with disabili-
ties and their families in the development of
policies.

» Improved systems of accountability for out-
comes.

o Technological improvements in the delivery of
instruction.

¢ The development of financing systems that are
less fragmented and more flexible.

Most significantly, the National Agenda report re-
mains silent with respect to poverty, its structural
features, and its impact on special education.

Explaining silences in special education discourse

One way to understand the nature of reform dis-
course within special education is to understand it as
serving larger social interests, interests that the origi-
nators of discourse themselves may only be dimly
aware of. This is one of the insights offered by
Thomas Popkewitz (1991) in his study of the proc-
esses of reform across all aspects of public education.
The discourse of special education (perhaps includ-
ing, reflexively, the discourse of the present article)
can be seen as part of a larger process of social struc-
turing, which itself always contains elements of so-
cial power and control. Popkewitz is worth quoting
at length on the nature of such structuring:

We can consider structure as patterns that impose
upon social life certain regularities, boundaries, and
frames that facilitate understanding and practice in
the world.... Among these frames are geography,
modes of organizing production, cognitive frame-
works, patriarchy, and spiritual beliefs. A study of
structures involves identification of presuppositions
and rules that are unacknowledged and unspoken in
everyday life but, nevertheless, shape practice. Atten-
tion is paid to how the major forms of collective life
{economic, political, and cultural) have been formed
and impinge on that which is taken for granted in
schooling. Structures are global or universal ordering
principles of the social world. (p. 21)
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Popkewitz identifies several structural constraints
on the discourse of educational reform, many of
which can be applied directly to the analysis of dis-
course of reform in special education. He identifies,
for example, a process of increasing social control
and regulating education by a network of institu-
tions and agencies, coordinated through federal and
state governments:

From regional and dispersed sites emerges a specific
and unique ensemble of mechanisms and clusters of
procedures that, taken together, serve as a broad sys-
tem of regulation and power. The federal role in edu-
cation has been altered through an increase in its
monitoring and steering functions. These changes are
occurring within local and state governments. Less
visible are the concrete arrangements and ordering
patterns common to philanthropy, business, unions,
and universities, especially as these are interrelated
with governmental practices that steer school prac-
tices. (p. 116)

The processes of social construction to which Pop-
kewitz is referring are very complex. Some of the
processes are relatively new and some represent con-
tinuations of processes that emerged around the turn
of the century. For example, educational discourse
from the early 20th century exhibited a pattern such
that a “decontextualization of moral and political
issues [like poverty] formulated reform as ‘helping’
individuals through greater efficiency and admini-
stration” (p. 102). For Popkewitz, this process contin-
ues today in an atmosphere in which more recent
“epistemologies and strategies of reform homoge-
nize and universalize social phenomena. The prob-
lem is one of administrative intervention in, and
control over, the school world. There is a movement
toward the production of regimented, isolated, and
self-policing subjects...” (p. 196).

Nowhere is the process that Popkewitz is alluding
to more obvious than in special education. Especially
since the mid-1960s, federal regulation of special
education has been expanding, even to the extent of
specifying ways in which teachers should behave (as
in the case of the Individualized Education Plan)
(Warner 1994). The rhetoric of the National Agenda
report can be seen to be embedded in this system of
state control, for the problem is framed as one of, in
the words of Popkewitz above, administrative inter-
vention and control. There seems to be an implicit
assumption in the report that if enough equitable
and technically sophisticated services could be pro-
vided to children and youth with disabilities, or if
services across different agencies could be better co-

ordinated, the problems of these children and youth
would be significantly ameliorated.

But the National Agenda report remains superfi-
cial because it fails to address basic structural fea-
tures of the U.S. economic and political system,
which create, among other things, such dramatic
degrees of economic inequality. Moreover, it fails to
suggest that the disabled or their advocates should
be involved in political struggles to change those
basic structural features of the political-economic
system. According to Popkewitz (1991) in the dis-
course of contemporary educational reform, there is
the usual ritualized call for democratic participation
that pervades all such documents. In reality, how-
ever, the actual steering processes suggested have
negative implications for grassroots democracy. The
National Agenda report proposes that students with
disabilities and their families “will participate fully
in developing, redesigning, and expanding policy at
the local, state, and federal levels” (p. 5). Also, devel-
opers of the report want to “empower advocacy
groups, enabling them to appropriately impact on
policy and practice...” (p. 12).

But absent from the report is any mention of the
potential contradiction between the participation of
individuals with disabilities in decision making, and
processes, such as the workings of the National
Agenda group itself, which will limit or narrowly
constrain such participation. For example, the
authors of the National Agenda report want to in-
volve “all constituents in defining and implement-
ing a unified accountability system based on stand-
ards and results that include all children and youth”
(p. 17). But this suggests the further development of
national networks of regulation and control that
militate against local actors, preventing them from
acting in the best interests of individuals in a local
context. And from another perspective, while disen-
franchised groups can be seen as being invited to join
in processes of mutual self-determination, this is off-
set by constraints designed to preserve the privileges
of professional and bureaucratic operatives whose
privileges are sustained by the existence of the poor
and disabled in the first place (cf. Skrtic, 1991).

Also missing in the National Agenda report is any
discussion of poverty and the multiple ways that
poverty and unemployment constrain personal
choice. Referring to the discourse of educational re-
form as a whole, Popkewitz notes that the “rules of
participation maintain a market metaphor that bene-
fits those with education, flexible working time, and



dispositions associated with these social and eco-
nomic advantages” (p. 153). Such a market metaphor
is supported by an ethos of consumerism evident in
the National Agenda report. The authors of the re-
port lament the “lack of family-centered, ‘one-stop’
shopping for support services and user-friendliness
in the delivery” (p. 13). Here again, the rhetoric of the
report frames the problem in terms of the more effi-
cient delivery of “services,” not in terms of underly-
ing structural constraints that make it difficult for so
many families to have the money to shop at all, let
alone shop conveniently.

Conclusion

It has been argued that poverty and disability are
socially constructed categories that are interrelated
in important ways. Significant numbers of children
in special education today are from low-income
backgrounds. The predominant response within spe-
cial education to the presence of low-income stu-
dents has been to ask what specific technologies and
approaches can be applied within special education
and/or general education to help children learn or
behave in ways valued by teachers and the larger
society. In addition, there is increasing regulation of
special education by federal and state agencies, in-
cluding the courts.

This focus on technologies of control and regula-
tion is accompanied by a relative silence with respect
to poverty and the structural features of U.S. society
that maintain it. This silence, and the ideological
functions it serves, need to be exposed. And special
education professionals need to ask themselves
whether, by largely ignoring poverty as a social con-
dition, they work against many of the very people
whose interests they wish to promote.
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The Dreamkeepers:
Successful Teachers of
African American Children

by Gloria Ladson-Billings
Published by Jossey-Bass, 1994; 187 pages, hardcover, $22.00.
Reviewed by Kathy Bickmore

Michael’s first, second, and third grade teachers had
decided that he would never learn to read and had tried
to refer him out of their rooms for special education.
Parental neglect and short-term foster care had contrib-~
uted to Michael’s slow start, and the school district or
its teachers hadn’t managed to allocate the human re-
sources to help him catch up. In Julia Devereaux’s
fourth grade, however, Michael did learn. He became
interested as well as fairly proficient in reading that
year. When asked why he had succeeded in this particu-
lar class, Michael replied:

I don’t know, she just told me that I could read if I
wanted to and she was going to help me want to. She
said you can’t stay in her class if you don’t read. I want
to stay. (quoted in Ladson-Billings, p. 115)

Devereaux’s approach involved daily teacher-di-
rected phonics drills, basal readers, and vocabulary
lists, supplemented by student collaboration in pairs
and frequent practice of reading embedded in other
activities. Permeating the range of classroom activities
were high expectations and an enthusiastic hum of ac-
tivity.

Larry had been held back in school, a troubled child
after his favorite aunt was shot in drive-by ghetto vio-
lence. Other teachers didn’t want him in their classes, so
he landed in the sixth grade room of Ann Lewis. In spite
of disruption and shouting in the room next door, Le-
wis’s room was an oasis of quiet concentration. In ap-
parent contrast to Devereaux, this teacher structured
her classroom curriculum around whole language ap-
proaches to literacy and literature. Lewis engaged her
students in evaluating contradictory ideas and infor-
mation, and therefore in active knowledge construc-
tion. Intellectual leadership was expected of all stu-
dents, in particular of African-American boys such as
Larry, whom Lewis saw as “strong and beautiful but
fragile,” like crystal:

Kathy Bickmore is an assistant professor of education at the
University of Toronto. Address correspondence to her at Faculty
of Education, University of Toronto, 371 Bloor St. West,
Toronto, Ontario M5S 2R7 Canada.

I'have to build a safe and secure place for him and let
him know that we — the class and I — will be here for
him. The school has been placing him in the kitchen
junk drawer. (quoted in Ladson-Billings, p. 111)

In Lewis’s class, Larry began to earn good grades and
was chosen by his peers as president of the sixth grade.

Instead of scratching the surface of well-worn de-
bates regarding such teaching strategies, Gloria Lad-
son-Billings delves into the crucial commonalities
among these two and six other teachers’ wisdom of
practice. The Dreamkeepers: Successful Teachers of African
American Children highlights the “art and craft” of a few
exemplary teachers’ work (p. 13). The teaching philoso-
phies and strategies enacted by Devereaux, Lewis, and
the others turn out to have a great deal in common.
Ladson-Billings calls their work “culturally relevant
teaching” and contrasts it with one-size-fits-all or just
plain bad teaching that she labels “assimilationist.”
Ladson-Billings’s goal in The Dreamkeepers is to “pro-
vide examples of culturally relevant teaching in specific
contexts” (p. 26). These are drawn from 40 to 60 hours
of observation and interviews between September 1988
and June 1991, in each of eight “exemplary” teachers’
classrooms (p. 151).

Culturally relevant teachers, according to Ladson-
Billings, approach teaching more as an art than as a set
of technical skills. They engage with their students in
learning communities that extend throughout their
classrooms and beyond into the local and broader
worlds outside school. Culturally relevant teachers
consistently act out their beliefs that all students can
succeed, with the help of appropriate conceptual
bridges, scaffolding, and high-expectation encourage-
ment. This is a stance that Judith Kleinfeld (1975),
working with Native Alaskan students, has called
“warm demandingness”: while it is not a new or a
culturally specific idea, it probably matters more, and
is implemented less often, for students from dominated
groups (see, e.g., Delpit 1995). Ladson-Billings shows
the ways these teachers’ respect and “small acts of
kindness and civility” toward their African-American
students (p. 67) make surmountable the intellectual
and personal challenges of learning. It is a pleasure to
see a scholar/educator pay attention to the intricacies
of teachers’ work, not with some generic or context-free
student but with a particular group of children who
typically are not well served by either conventional
teaching or research.

One of the more interesting themes that arises in
Ladson-Billings’ case studies is the importance of con-
fronting the social conflicts that are often submerged in
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classroom discourse. So-called “minority” or “at-risk”
students, even more than their more privileged peers,
are too frequently spoon-fed, assumed to know nothing
of value, and therefore to have no grounds for analyz-
ing or critiquing the information and ideas they are
learning. Unless the teacher helps “students grapple
with the contradictions” (p. 77) inherent in applying
school knowledge to “real life” in an unequal society,
classroom knowledge becomes suspect. These silences
can foster disengagement from school and alienation
from the democratic political life schools purport to
represent. As Annette Henry describes, also writing
about “African-centered” teacher practice, “liberatory
pedagogy needs to render explicit topics that are most
often relegated to realms of null curricula in many
mainstream classrooms” (1994, p. 313; see also Bick-
more 1993: Fine 1987; McNeil 1986). The teachers Lad-
son-Billings describes make sure their students practice
with decision making and “are not afraid to assume
oppositional viewpoints to foster the students’ confi-
dence in challenging what may be inaccurate or prob-
lematic” (p. 94). Culturally relevant teaching uses con-
flict as a learning opportunity.

The process by which Ladson-Billings selected her
teacher subjects is well grounded in the author’s theory
of “culturally relevant” teaching: rather than relying on
arbitrary assessments, she began by asking the African-
American families themselves. Parents living in one
California school district met with Dr. Ladson-Billings
after Sunday services at local Baptist churches, listing
17 teachers “whom they believed to be effective with
their children” (p. 147). Their criteria included de-
mands for discipline and academic excellence “without
resorting to demeaning or abusive behavior” (p. 148)
and respectful inclusion of parents in their children’s
learning. Next, Ladson-Billings asked the eight elemen-
tary school principals in that district to nominate the
teachers they considered to be effective with African-
American pupils. They came up with a list of 22, using
criteria that included successful classroom manage-
ment, improvement in students’ attendance, and stand-
ardized test scores. The overlap between the parents’
and the principals’ lists was nine teachers (out of nearly
200 in the district), eight of whom consented to partici-
pate in the study.

The most disappointing thing about the book is that
so little specific observational information is revealed:
there are only three or four brief “snapshot” observa-
tions of any classroom, and even less information about
the school contexts in which these teachers work. The
case studies are supplemented by about 30 stories re-
constructed from the author’s experiences as an Afri-
can-American student. These life stories give the book

a persuasive intimacy and a wider range of teaching
examples from which to build understanding. They
also highlight a question that deserves further study. In
a different way from the boys described at the begin-
ning of this essay, Gloria Ladson-Billings was by her
own account an exemplary student. Her talents
showed early and her parents were able and willing to
support her educational successes. Who were the chil-
dren in these eight case study classrooms? Surely, cul-
turally relevant teaching must involve finding ways to
handle the breathtaking diversity that surfaces in any
group of children, even when they are racially or cul-
turally segregated. How did these excellent teachers
rise to meet the full range of needs, interests, skills, and
resource bases brought by their students? Which stu-
dents, if any, were still left out?

Ladson-Billings points out that these successful
teachers of African-American children “work in oppo-
sition to the system that employs them” (p. 128; con-
firmed by others, e.g., Bascia (in press); Cochran-Smith
1994; Foster 1992). How so, and how do they manage?
What workplace or professional community relation-
ships make excellent antiracist teaching possible and
sustainable over time? Because the eight teachers in this
study worked in different schools, they might have
discussed their work contexts in the dozen meetings
they held with the author to analyze and interpret the
case studies (pp. 152-153). Unfortunately, no direct ref-
erence is made to these discussions in the text.

The Dreamkeepers concludes with a dream vision of
“Paul Robeson Elementary,” a school context that
might foster culturally relevant teaching. As in Comer’s
School Development Project (dismissed, in my view
unfairly, as assimilationist, p. 10), “Paul Robeson”
teachers transcend their classroom thresholds to make
school-level decisions collaboratively with other stake-
holders (e.g., Payne 1991; Rowe 1993). This is impor-
tant: For teachers to stop treating their less privileged
students as know-nothings and instead guide them to
practice critical thinking and intellectual leadership,
those teachers also need our respect, high expectations,
and opportunities to apply their own complex knowl-
edge to solving meaningful problems. Ladson-Billings
resists the hopeless tendency to de-skill teachers and
students through narrow accountability mechanisms,
and instead substantiates the hope that public educa-
tion can meet the educational needs of African-Ameri-
can children. Against the odds, some teachers already
do.

References

Bascia, N. In press. Inside and outside: Minority immigrant
teachers in Canadian schools. International Journal of Quali-
tative Studies in Education.



Bickmore, K. 1993. Learning inclusion/ Inclusion in learning:
Citizenship education for a pluralistic society. Theory and
Research in Social Education 21(4): 341-384.

Cochran-Smith, M. 1994. Uncertain allies: Understanding the
boundaries of race and teaching. Paper presented at
American Educational Research Association annual meet-
ing.

Delpit, L. 1995. Other people’s children. New York: New York
Press.

Fine, M. 1987. Silencing in public schools. Language Arts 64(2):
157-174.

Foster, M. 1992. The politics of race: Through the eyes of
African-American teachers. In What Schools Can Do, eds.,
K. Weiler and C. Mitchell, Albany: SUNY Press.

Henry, A. 1994. The empty shelf and other curricular chal-
lenges of teaching for children of African descent. Urban
Education 29(3): 298-319.

Kleinfeld, J. 1975. Effective teachers of Eskimo and Indian
students. School Review 83: 301-344.

McNeil, L. 1986. Contradictions of control. New York: Rout-
ledge.

Payne, C. 1991. The Comer intervention model and school
reform in Chicago: Implications of two models of change.
Urban Education 26(1): 8-24.

Rowe, J. 1993. When parents teach schools. World Monitor
6(5): 24-29.

Turning the Soul:
Teaching Through Conversation
in the High School

by Sophie Haroutunian-Gordon

Published by The University of Chicago Press, 1991; 213 pages,
paperback.

Reviewed by Ken Bergstrom

I am no longer surprised but still intrigued by the
synchronicity of finding the right book at the right time
to help me sort through a current dilemma. Reading
and pondering Haroutunian-Gordon’s Turning the Soul
has been such an event as I have wondered about other
manifestations of the blend of the perennialist educa-
tional philosophy, represented by Plato, and the pro-
gressivist tradition, espoused by Dewey. I have had the
experience of observing one of our student teachers ply
her progressive style and indigenous cultural concepts
in the context of the perennialist curriculum (replete
with a traditional, westernized reading list) at The
Padeia School in Atlanta. I also have watched a friend
and colleague found his own private school in a nearby
Vermont town and encourage his students to address
the age-old questions of the perennialist philosophy —
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What is justice? What is courage? What is truth? What
is beauty? — in a way that reflects a student-centered,
experiential approach to education. And I was recently
amused by the motion picture Renaissance Man, featur-
ing Danny DeVito, who elects to teach Hamlet in a
discussion mode to some disenfranchised army recruits
in desperate need of some extra tutoring as a way to
enhance their intellect and self-esteem.

So, Turning the Soul offered me the opportunity to
reflect on the compatibility of these sometimes opposi-
tional educational approaches and to learn some essen-
tial skills of “interpretative conversation.”

The aim of Turning the Soul is to lay open for consid-
eration an educational activity I shall call interpretive
discussion, an activity that may be of use in the quest
for effective schooling through orderly change. There
are teachers at all levels of elementary, secondary,
college, and postgraduate schooling who have held
interpretive discussions in their classes for years. But
by and large the approach has not been seriously
entertained for use in many settings, particularly in
our impoverished urban schools. (p. 3)

Haroutunian-Gordon takes us into a classroom of 12
students in that “impoverished” school and by contrast
into a classroom of 22 students in an affluent, private
school in metropolitan Chicago — two very different
high school literature classes which are studying the
same text, Romeo and Juliet. Haroutunian is a skilled
participant-observer, modeling the rules of interpretive
discussion and critiquing the process. The first part of
each conversation is a verbatim transcription of some
of the classroom conversation. Then, an analytical “un-
packing” between the author and the teacher attempts
to make sense of what has occurred. Haroutunian-Gor-
don watches closely the skills of the teacher in the
private classroom and shares the teaching role with the
teacher in the urban school. It is this practical research
methodology that makes the book ring true. There is
something to be uncovered here in the real classroom
setting.

The book is divided into three parts (“Interpretive
Discussion in the School”; “How Are Students Trans-
formed through Discussion?”; “How Do Students
Learn to Build an Interpretation”), within which ten
chapter “conversations” are presented — some in each
school setting. Each chapter develops the role of inter-
pretive discussion in the classroom not only by allow-
ing us to follow the students’ conversations but also by
having us observe Haroutunian-Gordon and the class-
room teacher reflect upon, analyze, and assess the pro-
gress of the students’ skills.

In the private school, Madeline Spring (MS), the
teacher, begins the Romeo and Juliet conversation by
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asking students to consider their own experiences with
revenge.
MS: I thought we’d begin today by taking a few min-
utes ... to let you write a few lines about a time when
somebody hurt you in some way, and you took re-
venge, or thought about doing so....
STUDENT 1: So we're supposed to describe when a
friend hurt us? And how?
STUDENT 2: Any situation with any person we
know? (p. 24)

The exchange continues and Haroutunian-Gordon'’s

follow-up analysis wonders:
The questions seem a little bit pesky. Why don't the
students just write as directed instead of seeking so
much clarification? After all, it's only a short in-class
assignment not a term paper. They seem very con-
cerned, perhaps overly so about following the
teacher’s instructions and pleasing her.... (p. 24)

Nevertheless, the conversation soon ensues and it is
apparent that these students know how to build on one
another’s ideas, although they come slowly to sharing
their own personal experiences. They make the sub-
stantive connections between the Romeo and Juliet
theme of revenge and their own experiences. “Abstract
analysis has become habitual for these students. Why?
Because they have participated in many interpretive
discussions, and such discussions ask one to move to-
ward understanding...” (p. 30).

In the inner-city school’s classroom, the teacher, Ms.
Prince (MP), leads a very different discussion by having
students share their written responses to a very similar
prompt.

MP: Very interesting. Yes, Collette, why don’t you
read yours? This is about the time you took revenge
on somebody right?

COLLETTE: Naw, I don't want to read it!

MP: Would you like me to read it for you?
COLLETTE: No ... (Reading her essay:) Well my
brother Clark is so bad that in front of my friends he
dragged me on the ground and kicked me in the face.
I was really hurt and I was embarrassed. | called the
police to have him arrested because ... he was drunk.
Therefore, I am not his child ... his sister anymore.
HAROUTUNIAN-GORDON: So you are saying that
you took revenge in that case?

COLLETTE: Called the police. (p. 32)

At first, the size of the cultural chasm shocks Harou-
tunian-Gordon. “I am unable to deal effectively with
the extraordinary material she has presented. Indeed I
am even unable to ask how she feels about having
nothing to do with her brother anymore” (p. 32). But
soon she realizes a richness in this classroom that is
worth mining. “Between the intensity of daily experi-
ence and the ability and willingness to analyze personal
feelings and relationships, it seemed that these students
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would bring extraordinary resources to the discussion
on literature” (p. 35).

What follows this opening chapter/conversation is
an account of how each classroom moves “toward more
meaningful conversation” (p. 37). The reader watches
the students in these different settings learn the rules of
interpretive discussion: to build upon each others’ re-
marks; to generate new ideas about the topic under
consideration; to support these ideas with the text; and
to listen carefully to one another and to identify the
“object” of the conversation — a resolution to the ques-
tion at hand. These skills and habits of mind become
evident as the conversations proceed. Both classes seem
to be brought together into a learning community by
the purposeful discussions that originate with the pro-
vocative musings of Shakespeare. Everyone, even the
early resistors, eventually engage in the exchange, com-
ing to believe that they too have something to offer.
And in a follow-up discussion with Ms. Prince, the
teacher of the inner-city classroom, the author hears
that the perseverance learned in these focused discus-
sions has carried over into other aspects of the students’
lives.

Haroutunian-Gordon’s conclusion explores the
problems and possibilities of this “practice which may
have potential for improving the educational experi-
ence of students in some situa tions” (p. 176). She ac-
knowledges the need for a manageable class size and
the need for discussion leaders skilled in this process.
But her argument is that this strategy makes school
experience more educative.

Reflection on discussable texts in all fields — in litera-
ture, science, art, mathematics, music, and others —
has the power to turn the soul; that is, to draw out a
vision of life that can transform one’s understanding
of oneself and the world. (p. 190)

And it is here that our paths diverge. While I see the
value in this form of interpretive discussion, the ethical
assumptions that support it suggest to me only a
“tweaking” of the soul, rather than a “turning.” Her
methodology is intensive and her reflective analysis of
student and teacher learning is that which we would
hope to see from every teacher in our schools. (The
book itself is an action model of her interpretative tech-
nique.) The commitment to researcher and teacher
learning is profound — to explore the usefulness of
this strategy in supporting substantive student learn-
ing. And every teacher could use some understanding
of this technique as part of a sound pedagogical reper-
toire. Interpretive discussion can blend the experiences
of students with the textual concepts of others.

She has also created a thorough philosophical con-
text that pulls the best from Plato and Dewey. I admire



her attempt to bring together the teacher-directed na-

ture of perennialism
Teaching, Plato says, is turning the soul, which I take to
mean directing students toward objects that draw out
the vision or understanding they already possess,
thanks to their experience in the world. (p. 6)

with the view of progressive education that
the modus operandi of the classroom that Dewey
envisions is “learning by doing” as opposed to “learn-
ing by being shown and told.” Here the student is
active rather than passive. (p. 12)

But there, I believe, is the fundamental flaw in her
argument. We disagree about the degree of human
agency allotted to students when this technique is em-
ployed in the classroom. The teacher is still the key in
this process; the student is too passive — not involved
enough. There is great value in students learning the
skills required for a structured, productive conversa-
tion. There is great value in the classic works that con-
tinue to be found in the “must-read” lists of perennialist
educators. But it is not student-active enough for me.
The discrepancy lies in the degree of choice allotted to
students. Who chooses the text? Who directs the con-
versation?

I think that if schools are going to do more than
tinker at the edges of reform (and many of us are frus-
trated with the lack of substantive reform, certainly at
the secondary school level), then we have to consider
what learner-centered really means. Where does the
curriculum originate? What is the function of student
experience in schooling? Is content transposed to fit the
real interests of learners? Are skills repositioned around
the real questions that kids ask? Or do we continue to
begin with the assumption that adults always know
best what students need? When do we really ask them
and pay attention to their response? Is the purpose of
the interpretive discussion to learn Romeo and Juliet or
to uncover and explore the experience-based issues that
are embedded there?

This may be a faulty chicken-egg argument, but I
don’t think so. I think it is fundamental. Haroutunian-
Gordon leaves clues that allude to my basic disagree-
ment. She speaks to “the quest for effective schooling
through orderly change” (p. 3) and suggests that soci-
ety’s needs might come before our children’s. As we
struggle to determine how best to provide educative
experience for students, we must ask ourselves: What
does society need from its schools? (p. 1)

I desire a more radical approach to educational re-
form. I suggest that we ask a different kind of question:
What do our children need from schooling? I suggest
that we stop the student-centered rhetoric and take a
look at what it would really mean to put learners’ needs
and interests first.
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Haroutunian-Gordon does discuss and demonstrate
how, eventually, all students can learn to come to the
conversation as equal contributors. The teacher may
initiate but must at some point facilitate rather than
direct. But she doesn’t quite believe that these high
school students could initiate the conversation, that
they might find their own resources to substantiate
their own individual and group interests, or that they
could progress toward an egalitarian discussion with-
out the skills of an adult person.

Iowe a profound debt to the author for forcing me to
clarify my own understanding of the interface of the
perennialist and progressive perspectives (much like
we were having our own interpretive discussion).
While we can learn from each philosophy by examining
and trying to reconcile the apparent contradictions be-
tween them, they are still, in my mind, oppositional in
their assumptions. I admire the author for trying to
bring these two dimensions together, but it provides
one more distraction from our ability to see fundamen-
tal flaws of our approach to reform. I agree with Harou-
tunian-Gordon that interpretive discussion “can im-
prove some learning experiences in some settings at
some times” (p. 19), but it really doesn’t allow me
enough room to turn my soul.
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and Human Learning:

The Moral Failure of Public
Education in America and Japan

edited by Dayle M. Bethel; introduction by Ron Miller

Published by Caddo Gap Press (San Francisco), 1994; 160
pages, paperback.

Reviewed by Mary E. Henry

From my own perspective as a person who believes
passionately in public schooling and its purpose to
bring a quality education to all, I examined this book
primarily for what it can offer public school educators.
The book is not an in-depth examination of the public
schools (as the title would suggest), instead it is about
alternative schools and practices. Close descriptions
are given of a number of private schools, and also home
schooling. Described in this volume are Hyde School in
Maine, the Newark Center for Creative Learning in the
U.S., Global School for public school “refusers” in Ja-
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pan, and Children’s Village in Japan. That school alter-
natives are flourishing could be an indicator that public
schools in the United States and Japan are not serving
all children well, as the author suggests. However,
given that public schools serve a number of children
faced with social problems, such as poverty, drug and
alcohol abuse, racism, and so on, what is surprising is
that the public schools do as well as they do. Millions of
children are educated in public schools, and not all of
these students have the cultural capital of families who
engage in education (trips to museums, libraries, and
art institutes, books, travel, adventures, conversations,
mentors, visitors, apprenticeships, computers, and so
on) to help them become educated without public
schooling — as in the home school example.

So, what can we learn from the private schools de-
picted here? All the schools described have small
classes, a focus on student needs and a hands-on ap-
proach to learning that are at the essence of good teach-
ing. I would also like to add to the discussion that the
identity of the teacher — his/her own sense of self and
connectedness with others and the world — is essential
for good teaching. We can also learn about the dangers
of mechanistic, bureaucratic education. The demands
of the postmodern era is for schooling that is holistic,
interconnected, collaborative, and adaptive. It is not
enough for alternative education to be an option, alter-
native education has to take its rightful place as the
preferred form of education. The ideas of Rousseau,
Pestalozzi, Dewey, Montessori, and Steiner hold the
keys to the revitalization of our education systems.

Called into question is the control of education by
the corporate state and its economic and political
agenda. In other words, the state needs and wants
workers as well as managers and may not be interested
in developing the worth and dignity of each human
being. The state also wants to develop loyalty to the
state, nationalism, and patriotism, so that a “President
who wants to make war” will be supported by an un-
thinking citizenry. At issue is the question of the pur-
pose of education. Is education merely to provide for
the needs of the corporate state, or is it a humane and
intrinsically rewarding activity that leads to a fuller,
more complete life? The moral underpinnings of educa-
tion are examined. Kuryu’s critique of the Japanese
public school system, with its focus on economic na-
tionalism, cannot be taken lightly. He shows that thou-
sands of Japanese school children are becoming “school
refusers.” They refuse to accept that they have no rights
to choose their educational paths, controlled as they are
by a tracking and competitive system that reduces hu-
man beings to faceless numbers clawing their way to

the top of an unforgiving sorting and credentialling
system. Kuryu notes:
My heart goes out to the children of Japan. They are
forced to think only of going on to higher schools. In
order to try to insure their getting into the next higher
school, they must go to cram schools in the evening.
They cannot play, they cannot dream, they cannot
explore the world around them. They are slaves to an
adult-created success machine. Following gradu-
ation, they are permanently labeled by the points and
grades they received in school. (p. 79)
Schooling surely ought to be much more than a sifting
and sorting process governed by the interests of the
corporate state. What of human qualities, such as em-
pathy for others, a valuing of diversity, and collabora-
tion?
Common themes throughout the articles include the
following:

* The dignity and worth of each human being and
the right of each to help shape his or her own
educational pathways, hearts, and truths.

+ The connection between culture, language, and
learning. For instance, Fujita (p. 20) points out
that in English the distinction is made between
male and female, e.g., brother and sister, but in
Japanese the distinction is on four dimensions,
young and old, male and female. Thus, we have
ani (elder brother), otooto (younger brother), ane
(elder sister), and imooto (younger sister). Of
course we cannot conclude from this that English
is sexist and Japanese is both sexist and ageist.
Fujita simply draws our attention to largely in-
visible links between culture and education, and
how our conceptions of the world, relationships
with others, and ourselves are influenced by lan-
guage.

+ The importance of education arising from active
engagement and interest is a focus of study. As
Mary Norton (p. 35) puts it, “too many teachers
act like immigration officers rather than ambas-
sadors; ...they act as gatekeepers who control
rather than encourage entry into their domains.”

« Bringing the school into the community through
hands-on experiences such as internships and
apprenticeships.

«Multiple ways of knowing and the value of
teaching through such means as dialogue, story-
telling, art, and drama.

* A critique of modern Western culture with its
fragmented and exploitative view of the world,
driven by economic competitiveness and greed.
Such a view is short-term and destructive. We



need instead a long-term philosophy that cele-
brates the interconnectedness of everything.

¢ A focus on social and ecological consciousness
necessary for the survival of the planet and a
worldview of the learner as a responsible mem-
ber of a global community.

* Education as “peoplemaking,” the nurturing of
emotional and social competencies, not just intel-
lectual and academic (Norton, p. 36).

While grades are competitive goods — some people
are winners and others losers — knowledge, caring,
love, and morality are not. If we learn to use our knowl-
edge well, the whole community can be enhanced.

One of the highlights of the book is Nel Noddings’
argument that problems in school and students” prob-
lems of motivation are moral problems, not simply
problems of strategy or motivation. Noddings charac-
terizes education as building the capacity for a certain
outlook or thinking. She contrasts the traits of the war-
rior as in William James 1958/1970), or the paternalism,
autonomy, and utilitarianism of Kant, with those of
caregivers (p. 59). Noddings reminds us that the mili-
tary mind, the business mind, or police mentality are
created through a process of socialization or encultura-
tion, which is an educational process. In schools, no less
than in business or the military, we are in the process of
developing minds and moral values. Instead of engag-
ing in this task unthinkingly, Noddings urges us to
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attend to an undeveloped and undervalued ethic in our
culture — that of care. Care, in this view, means attend-
ing to others, interpersonal attention, listening to and
receiving the other, and engaging in meaningful dia-
logue.

The shift outlined so clearly in this book is from
school systems with bureaucratic, hierarchical, com-
petitive, and production-oriented views toward demo-
cratic and humane systems. New ethics are those of
care, collaboration, and a focus on teaching and learn-
ing that values each learner, and his or her place in a
community of learners.

Finally, we are reminded that it is time for those of us
who engage in dialogue about the problems of school-
ing to begin the critical work ourselves of collaborating.
Powerful ideas have been offered in this book, and by
many other thinkers and writers — by feminists, holis-
tic educators, whole language advocates, and native
Americans. Yet we tend to fragment and divide within
ourselves. How can we begin to undertake the work of
transforming such giants as the United States and Japa-
nese public school systems unless we ourselves col-
laborate? Important differences between, say, feminist
concerns and those of native American writers, be-
tween public and private school advocates, can be de-
bated, while holding necessary conversations across
epistemological boundaries.
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