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CHAPTER I

RATIONALE FOR THE STUDY

Introduction

In 1983, Goodlad warned the current education
reformers not to repeat the mistakes made by prior re-
formist of the 1960s.

Our observations in the late 1960s
suggested that little of the new in
any area of reform had found its way
through school and classroom doors....
Ideas developed, refined, and packaged
remote from their intended targets do
not necessarily flourish in the cul-
ture of a school (Goodlad, 1983, p.4).

The Carnegie Foundation for the Advancement of
Teaching released in the spring of 1988, a quantitative
study on the impact of the reform movement of the 1980's

as viewed by teachers. Their study Report Card on School

Reform The Teachers Speak (1988) found "the vast majori-
ty of teachers - nearly 70 percent - said the national
push for school reform deserves a "C" or less. One
teacher out of five gave the reform movement a "D" or
"F"" (p. 1). The report concludes that the reform move-
ment has been driven largely by legislative and adminis-
trative intervention and that teachers believe more

concern has been with regulation than renewal.



Problem Statement

It would seem that;education reform leaders of the
1980s did not heed John Goodlad's 1983 warnlng " Despite
strident reform rhetorlc and mandated actlons, little has
changed in classrooms. Reform for the 1980s was "“de-
~veloped, refined and packaged" 1solated from the culture
of schools. Classroom teachers have been cons1dered part
of the problem and generally unlnvolved in the decision-

making process.' Reform 1eaders have become discouraged

and disillusioned (Wall Street Journal, 3/31/89). Teach—'
ers have become‘“demoraiized and 1argeiy unimpressed"
(Carnegie, 1988, p- 10): | | |

Some reform reports~and numerous educational lead-
ers have recognized'that:teachers must be involved in the
process of changing educatdon (Maeroff, 1983). The 1988
Carnegie Report asserts "the quality of American educa-
tion can be no greaterlthan the dignity we. assign to -
teaching" (p. 11). As the decade of the 1990s begins,
there may be a possibiiity>thatrteachers will become
contrlbutlng part1c1pants 1n address1ng the fundamental
7and problematic issues of education. Yet, little infor-
mation 1s avallable about how teachers evaluate and envi-

sion the concept and practlces of educatlonal reform.



Background

Hietorically much attention has been directed to-

1 periodic calls for reform have

ward education reform.
often reflected shifts in public preferences. Since the
early 1950's public schools have been through no fewer.
than four(different eras of criticism and reform (Ray-
wid, 1984). | | k

The most recent reform movement is credited with

beginning with the release in 1983 of A Nation at Risk.

The report was prepared by a blue-ribbon commission
appointed by T.H. Bell,‘who~was then the United States
Secretary of Educatiqn;i The report was produced by
university presidents,i education experts, and adminis-
trators. There wes'one teacher on the committee. Find-
ings in this report on teaching are all negative. Nine
"tools at hand" were identified that should be mobilized
for educatiohel reform. Teacﬁers are mentioned only very
briefly. For 1mplementatlon of reform, the report calls
for leadership from ten dlfferent groups of society.

Teachers are not mentioned (Maeroff, 1988).

1. The review of literature provides an indepth historial review of
education reform in American education.



Theodore R. Sizer (1984) recognized the key role
of teachers in reforming~education, and called for admin-
istrative solutions to empower teachers to reform educa-
tion. The Holmes Group (1986) also recognized the role
of teachers for reform, yet again, administfative solu-
tions are suggested. The,Holmee Group proposed solu-
tions that focus on certification changes as a basis for
reform. Both reperts tend to poftray teachers as passive
recipients of reform initiatives.

Some of the later so;called "second wave" reports
have attempted to cerrect the omission of teachers from
active participatien in education reform. The 1986
Carnegie Forum on Education and the Economy envisions
schools where teachets help decide what should be taught
and appropriate teacning methods. Tne Metropolitan Life
Survey of The American Teacher (1986) emphasizes teach-
ers as participants in - schoolymanagement (Maeroff,
1988). However, if the 1988 Report Catd on School Reform:
is an accurate representation of teacher involvement in
education refornm, the role of the teacher in the reform

movement has been influenced more by A Nation at Risk

than later second wave reports that call for teacher

involvement.



The Purpose

The purpose of this study was to conduct practical
curricuium inquiry (Schwab, 1970; Schwab, 1978a; Schwab,
1978b; Schwab, 1983) into tﬁe contextual culture of
teachers in regard to their views of current education
reform efforts and their visions of the "oughts" of

education.
Significance

The teacher is conéidered a basic componenﬁ of
schooling, yet in ﬁany ways teachers ﬁave been treated
as inanimate ciassroom objects. Teachers must be a part
of the decisioﬁ makiﬁg procgss (Maeroff, 1988). Theif
knowledge, experienées, valﬁes, and their personage must
be valued and invol?ea in Any successful endeavors to
make changes in education. Teachers must be a part of
any dialogue cohéerning changeé in gducation (Goodlad,
1983). |

There is much Eurrént literature written about the
empowerment and/or efficacy of teachers to bring about
educational reform and aéhiévemént.: There are numerous

proposals for teacher development that aim to change
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teachers thch will in turn effect the experiences chil-
dren encounter in classrooms. Much emphasis has been on
remediation of teachers.

Tﬁe 1988 Carnegie research was EOnducted within the
ﬁramework\of suggested reforms that were proposed in
their 1983 report. The 1988 report presents a quantita—y
tive evaluation of the effectiveness of the school reform
movement from the perspective of the teachers. This
report concludes that teachers are unimpressed with the
reform efforts of the 1980'5. However, the report does
not present a "thick" deécription as to the reasons
teachers are "unimpressed" with the educational reform
movement; nor does the repoft present the alternatives
that teachers would héve preferred.

Eisner (1988) views schools as an ecological sys-
tem. He states: "Given a?dritical mass, what one does in
one place influences what happens in‘énother. When the
mass is not critical, changes made in one place are
returned to their earlier position by the others, almost
as a cybernetic mechanism keeps a rocket on a steady
course" (p.7). In order to bétter understand the possi-
bilities of significant changes in education, our schools
need to be viewed as ecosystems with mutual interdepend-

ence. Therefore, it is significant that this ' research
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will be conducted withiﬁ one school district. By con-
ducting‘the research within one school district the
research findingé will‘bétter reflect the mutual inter-
dependence and interaétipn aspects that . influence the
views and yisions of teachers.

This‘study will atteﬁpt to present the opinions of
‘a representative sample of teachers Qithin a school
district as fo whatjthey"consider appropriate changes in
education. If thé teacher is a basic of SChooling and is
a part of an ecdsystem, it seems reasonable to desire to
identify how téaéhers viéw current educational reform
efforts and‘what‘changeéjthey would like to see imple-
mented within tﬁeir school.

The presentatiqn of thé;views of teachers provides
the opportunity forvinsight into the realities of teach-
ers. The informafibn may also promote the possibility
for further dialogues concerning issues in education.
Through diéldgue the’complex\isédés of educafion can be
more fully recoghiéed and hobefuily increase the capaci-
ty of educators to act ﬁorally‘énd effectively in peda-
gogical decision:making (Schubert, 1986). Dialogue is
éreative and recreative (Shor\and Freire, 1987 p.3). The
understanding of how teachers view educational reform
contributes to a professionalwknowledge base that has

generally been ignored.



CHAPTER II

A REVIEW OF EDUCATION REFORMVLITERATURE
Introduction

We cannot look to history for inspira-
tion or prediction. At the most, and
it is a great deal, we can hope for
perspective....Perspective is liberat-
ing because it teaches us that the
place where we stand is a consequence
of specific circumstances and not
eternal or immutable. It will change,
and this is a message of some hope for
dark moments. Finally, history offers
a liberating perspective in a manner
similar to psychoanalysis. Both bring
us back to the origins of our prob-
lems, and, by some strange chemistry
of our nature, it would seem that
only by understanding their origins
can we begin to overcome them (Katz,
1971, p.2).

The history of American education is punctuated
with reports and studies. Studies qénductedfby leading
intellectuals and blue-ribbon panels have periodically
outlined imprbvemehts in‘thé organization and results of
public education.7 Yet, it would appear that the same or
similar issues are addressed repeatedly.

There are numerous reasons for‘ihe possible -lack

of impact reform efforts appear to have. One reason

is because "education is a social enterprise, and social



enterpiises by their nature defy scientific accuracy
error-proof policiés aanpermanent solutions to prob-
lems..." (Rubin, 1978,'p.1§8). Another reason further
suggested by Rubin is the genefal‘lack of consensus on
educational aims, and even ﬁore confusing aspect of the
improbability a consensus can éver be attained. Never-
theless, a better understahding/of thé complexity of
education and the study of‘the history of education has
begun to providelthe possibility of better berspectives}

In the 1960s, dissatisfaction with the
schools surfaced from many sources.
Academic critics worried about basic
skills; urban reformers complained
about blackboard jungles and dull,
repressive classrooms; social scien-
tists documented the schools' inabili-
ty to promote equality; and civil
rights activists found the schools not
only segregated but racist. Standard
-histories could not explain the cur-
rent state of. American 'education.

[The historical accounts of public
education as] 'the. capstone of
"democracy and the guarantor of equal
opportunity made no sense when con-
fronted with the disaster mercilessly
described by critics throughout the
country....historians began to recon-
struct education's past to account
for its present (Katz, 1987, p.111).

McClellah and Reese (1988) and others credit Ber-

nard Bailyn's Education ig the Forming of American Socie-

ty: Needs and Opportunities for Study (1960) as being the

first historical account written with focus on the study



of the whole process by which culture

"...historians would come to have a more complex

accurate view of the educational past, a

10

is transmitted.

and more

vision that made

a place for discontinuities, as well as continuities for

conflict as well as harmony" (McClellan

p. viii).

and Reese, 1988,

The more recent historians of education have incor-

porated current trends in historical scholarship to

reconstruct the past.

critical.

Katz (1987) writes:

Despite major differences, all [histo-
rians] share the view ascribed by
Hayden White to the 'exponents of
historical realism,' namely that the
historian's task is 'less to remind
men [people] of their obligation to
the past than to force upon them an
awareness of how the past could be
used to effect an ethically responsi-
ble transition from present to
future.' By contrast, the old metaphor
[Education is as a flower of democracy
planted in rich loam that its seeds
replenished] and its supporters
'remind men [people] of their obliga-
tion to the past' rather than attempt-
ing to liberate them for a new educa-
tional future (White, 1966; Katz,
1987, p.5).

Their findings are generally

Katz (1987) believes that the reconstruction of

America's educational past can be used as a framework for

thinking about the present state of education.

of this

The focus

research is directed toward the accounting of
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educational reform primarily in the context of reconcep-
tual histerical accounte; To provide a‘better perspective
of current educational reform efforfs, the writer will
review the concept and value perspectives of reform;
present critical views on‘qurrent reform reports; and
various historical aspects ofepast reform efforts in
Amerieah education. Because much of the criticism of the
educationai feform agendas of\the 1980s address structur-
al problems, much of this;iiterature review research is
aimed toward a better understanding of how education
became organized in a bureauEratic model.

This research will ﬁot address the reform issue of
teacher education. The intenf of thie review of histori-
cal interpretatione’of‘contemporary end past reform
efforts in American education, is to provide the reader a
knowledge baee cenqefning educatien reforn. 'This1knowl-
edge base should better‘situate‘the bresent reform ef-
forts in context and hopefully provide insight to the

complexity of education reform.

¢

The Value Of Reform Movements

Reform movements have often been considered in the

metaphoric term of a swinging pendulum. But, Kaestle
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(1985) suggests that the tfaditiongl metaphor of educa-
tion refofm as a swinging pendulum is inadequate in de
scribin§ American edﬁcational reform efforts. Kaestie
likens education\\more to a‘sailing vessel, "rocking a
bit from side tb side as it attends to one siight current
and then to another" (Kaéstlé, 1985; Presseisen, 1985,
p. 137). "Reform periods are times to consider and select
options that might influence the\ship's destiny" (Pres-
seisen, 1985, p. 138). |

As the "sailing ves;el" of education/rocks a bit
with reform moyéments,some writers view reform efforts
critically. Beqause”preésu;e is generated for immediate‘
improvement, they teﬁd ﬁo deplore the attention given
reform literature .. The imbrovemént of our schools is
not amenable to "quick fix" solutions. Ideas and actions
must be carefully thought out aqd researched. ;Pﬁblicity
may foster\simpiisticwsolutions to céﬁplex problems
(Presseisen, 1985).

Timar and Kirﬁ (1987) contend that policy solutions
to compléx prqbiems sométimés overshadow the probiems‘
they were intended to solve. The size, complexity, and
interdependent aspects of educational organizations make
the outcomes of reform difficult to predict. There-

fore, efforts to solve one problem may create new ones or
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exacerbate éxisting ones. The results are cross-purpose
policies that are not only countér‘productive but also
create tensions betweeﬁmgoverhance relationships and
norms. 'Reforms then tend to Be hit—ér—miss propositions.

Timaf‘and Kirp further criticize the most recent
reforms as often moving frqm'propositiéns about excel-
lence to specific policiesvand finally to educational
praétices that bear litéle'felationship to\excelleﬁce.
Reform efforts of this decade have focused primarily on
the process rathér than the,oﬁtcdmes and orgénization of
schooling. Withqutlapganizationa} changes, regulations
become a putative lihk between intent and outcomes, with
little regard to how pplicieé are implemented. Yet, for
others,'reformfperiéqé do seem to have some positive
aspects. |

Levin (1976) idéntifies the value of debate on the
_ role of schools in our society. .This value is in forcing
us to considerhéhe naturé of our)réélity. Lévin cém-
ments: "Such a aiscussiqn should enable us to understand
better how the present‘societf works as well as assisting
us in describing a better sdéiety" (p. 46).

Presseisen (1985) identifies three by-products of .
reform deliberation. These by-products are: (1) better
communication among various interest groups in American

education; (2) deeper understanding of the history of
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American education, especially reform periods; (3)
greater understanding qf éhe American nation itself,
based on the ways we seek to alter the education of our
young.

Presseisenvquotes Finkelstéin:

For when Americans set about the work
of constructing and reconstructing
their public schools, they discover,
define, and reveal their collective
commitments. Indeed, education reform
proceeds in a political web of such
exquisite complexity and sensitivity
that generations of public school
reformers, in order to generate polit-
ical support, have had to discover
harmonies of interest among a diverse
and contentious people (Finkelstein,
1984; Presseisen, 1985, p. 10).

James and Tyack (1983) acknowledgé that education
has historically been bpmbarded with callsifor reform yet
patterns of classroom instruction have changed little
despite numerous efforts to reform. But, James and Tyack
sﬁggest two reésons why this latest reform movement may
deserve the attention of educators.

The first reason for not dismissing
. current reform recommendations as
empty reform rhetoric is that enormous
changes have taken place over the past
century in the American political
economy, in the scope and social
purpose of the high school, in the
clientele it has served, in its fi-
nance and governess, in the complexity
of its bureaucratic structure, and in
its links with the careers of high
school graduates. Second, the reports
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for the general public and for educa-
tors the educational implications of
such changes in the society and in the
school (James and Tyack 1983, p. 400-
401). ’

James and Tyack further suggest that¢reform feports
should be viewed as posifion papers concerning the con-
tinuing debate over the intefactive principles of liber-
ty, equality, and effid&éncy in our rapidly changing
society. Such a perspective forces observers to ask
questions that focus on the aspirations and anxieties .
that underlie‘the reports. "Treating reform efforts in
this manner goes beyond asking what‘shouldvbe done about
problems (especially problems in secondary education) in
any particular era. The*quéstion becomes: Why has sec-
ondary education‘been considered a problem in the first
place and what—uﬁdeflyiﬁg~teﬁsions are generating policy
issues? |

David Cohen and Barbara Neufeld’(1981)‘provide for
James and Tyack (1983) a good argument for current prob-
lems in American secondary schools. The problems 'are in
good measure the result of paSt successes'. James and
Tyack contend the following:

Surely the school is one of the few
U.S. institutions that is genuinely
‘committed to increasing social equity.
And, to a limited extent, the school
has achieved this goal - admirably in

recent years in comparison with earli-
er eras - but this victory has set up



the conditions of its own defeat.
Past a certain point, equalizing
tendencies in education run counter to
the ethos of competitive inequality

~ that shapes a hierarchical society such

as ours. As Cohen and Neufeld point
out, when schools press for greater
equality at a time when many citizens
feel that they are losing private
advantages, one result can be a de-
cline in public. support, 'equality is
at once an achievement to be celebrat-
ed and a degradation to be avoided'
(James and Tyack, 1983, p. 406).

16

Reform commissions on secondary education serve a

function that goes beyond changing everyday practices in

schools.

ble by focusing on policy in one institution:

school.

These commissions make social change intelligi-
the high

Even though it may be naive to believe major

social problems can be solved through education (eépe-

cially secondary education) the potential is present for

desirable social consequences to be able to flow from

such a search. James and Tyack (1983) comment: .

Even if all problems cannot be solved,

fatalism and the destruction of public education.

In this society the schoecl is a famil-
iar and omnipresent institution. By
thinking about what conseguences
today's transformations in society
have for education, Americans can
think concretely about how to shape
the future of their children (p.406).

we can avoid

We can

give consideration to how we want our children to grow

up.

Memorable reports on the conditions of our schools,
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especially our high schqqls,vhave been directed "to
issues that,affectpuplic'assent and the morale of educa-
tors" (p.406). ‘These ingfedients are imperative for a
commitment to sustain pubiic‘educatibn (James and Tyack,
1983). |

Anopher,rperhaps ﬁoré neutral, perspective on
reform efforts in education is provided by Slater and
Warren (1985). They write: |

The apparent 1mpermanence of educa-
tional change, even in cases where
reform appears most durable, prompts
us to wonder whether reform might
sometimes take on a life of its own.
There are some processes, such as
music and education, the purposes of
which are not only extraneous to
themselves but also intrinsic, "built-
in", as it were. .Some activities must
be approached as much on their own
sake as for the sake of something
else. Perhaps in institutions having
these kinds of activities as ' their
basic processes or functions, reform
should be viewed less as a matter of
replacing old with new and more as
a process of renewal. As an aspect of
organizational structure, then, reform
here would follow function, and in
these cases perhaps Hazlitt was cor-
rect: The triumph of reform lies in
its never succeeding. (Slater and
Warren, 1985, pp.124-125).

Educational reform is frustrating and perhaps
harmful when it is approached as an effort to repair the
institution once and for all. Education has a unique

character that demands a process of growth and renewal.
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Slater and Warren consider a permanent fix inappropriate
and for the sake of sohools it must fail.

The impermanence of reform efforts are considered
by Slater?and Warren as 1ess threatening than the possi-
bility of losing the intrinsic purpose of education.
Educators promote learning; mhich by its very nature is a
process that cannot end.  Yet, the process can be "sti-
fled or distorted by methods and structures attempting
only to impose»learning" (p 125). If, through efforts to
find permanent solutlons ‘to the problematlc issues 1n’
education, the 1ntr1n51c motivation and purpose of
schooling is damaged students are at risk. Reform is a
healthy renewing process if it is not imposed in a sti-
fling, static imposition,kslater and Warren, 1985).

No matter from which perspective one views reform,
a key ingredient in examlnlng reform movements appears to .
be cautlon. Lazerson (1985) warns educators to be care-
ful. Memory dlstortlons ‘and the tendency to think of the
past as a golden age can be dangerous. In reality, many
things in our past, 1nclud1ng schools, are already tar-
nished (Lazerson, 1985; Presseison, 1985).

In spite of the cost and benefits of reform, our
history has weathered numerous reform cycles that contin-

ue to deal with similar issues of conflict yet situated
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in historically different“Cuitural, social, economic and
political context. Conflict and reform appear to be a
part of our society. Socrates suégested, the argument
"is not about just any questions, bﬁt_abou; the way one
should 1ive."> MaéDonald (1977) exprésses thé same senti-
ment with his twb fundamental value questions ﬁhat inform
and form thé human condition. These gquestions are: a)
"What is the ﬁeaning of human'life?," and b) hHow shall

we live together?" (p. 13).
The Ethos For The 1980's Reforms

Education is infipeﬁced and reflects our society.
There were numeroﬁ5rfac£ors in our society that played
major and minor roles in the:eventual educational reform
movement of the"l?BOs. ~Sﬁch factors include social,
governance, political, business and economics, and pro-
fessiondliém. fhese,»and perhapslother;factors, aéted in
concert upon and with education pfior to the 1980s. This
research examines the abovelmenﬁioned faétors and their

contribution to education reform in the 1980s.
Social Unrest

Reform efforts tend to appear when there is a
general public disenchantment with social institutions

(Rubin, 1978) and/or during an economic recession (Tyler,
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1982; Presseisen, 1985). Disenchantment tends to peak
during times of unusual sﬁfess. The late 1970s were
stressful times. Stress’and disenchantment resulted in
calls for education form. The calls reflected a deeper
crisis in American ethos (Yeakey and Johﬁson,‘1985).
Yet, schools were and are ﬁof the énly elements of the
social fabric undergoing severe stress. Geske and Hoke
(1985) comment:

Society in general was and is in a
state of disequaliberium. The impact
of "high ‘tech" on industries and
businesses was requiring a reevalua-
tion of allocations of resources, job
skills, organizational patterns and
even philosophies of purpose. The
demographic revolution of an aging
society was beginning to exert stress
and conflict on society. The medical
and health care delivery systems began
to explore alternative systems such as
Health Maintenance Organizations. All
these and other social phenomenon were
contributing social factors that
provided impetus for another educa-
tional reform agenda (Geske and Hoke,
1985).

Rubin (1979) describes the mood of our nation as
the 1980s reform efforts in education began to emerge:

The mood at the moment is heavily
anti-school. People have begun to
question not only the worth of educa-
tion, but also the prospects of human
perfectibility. The common presump-
tion is that in an era of stupefying
technological prowess, an effective
and efficient school system should
not be difficult to achieve....



The disillusion has been enlarged by
the improvident bravado of some re-
search experts. ' In contrast to our
sweeping promises:  and assurances of
- the early sixties, for example, we
are now forced to acknowledge that
the intervention of the state cannot
always eradicate breakdowns in family
structure; that compensatory education
cannot easily counterbalance social
deprivation; ' and ' that we ‘'have not
yet made schooling attractive for
all youth. Unemployment and inflation
have taken their toll on the public
spirit; crime and violence have
maligned domestic tranquility; and
corruption in high office has weakened
the citizenry's confidence in its
leadershlp....

Because of delusions, errors in educa-
tional policy habitually. provoke
resentment and retribution....Schools
are presently being subjected to an
extraordinary range . .of criticism. For
those who viewed education as the
dominant vehicle- to high status voca-
tions and material success, schooling
has diminished in importance because a
declining job market has restricted

vocational opportunities and because-

blue collar jobs have begun to offer
salaries that rival those in many
white collar pursuits. Public educa-
tion is also viewed with contempt by
some radicals who see social awareness
as the indispensable element in build-
ing a better society: Because schools
teach orthodox dogma and encourage
conformity to prevailing values and
beliefs... youth is left with a naive
understanding of the way things are
and a lack of sophistication regarding
the failings of the social system.
And for those who basically opposed to
universal compulsory education in the

21
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first place, the schools are regarded,

not only as unnecessary, but also as a
major obstacle to a self- regulatlng
societal order...(Rubln, 1978, pp.

196-197) . .

Virtually all quarters of society were voicing
complaints thét the educational systenm's opefating prin-
ciples (and hence the policies ffom which these princi-

ples stem) were defective. "But for all the liabilities

’

of schools, the ubiquitous delusion remained....Sensible
and rational policies could quickly produce prbblemifree
schools, and problem free schools would eliminate social

disorder" (Rubin, 1979; p. 197).
Governance Changes

In 1983, the National Commission on Excellence in

Education released their report A Nation at Risk. Tkris

report is credlted with brlnglng educatlon to the top of
the nations con501ousness. Yet Fuhrman (1987) wrltes.

...there were to be no federal
initiatives based upon the report's
recommendations; instead, the baton
was passed to state and local govern-

. ments...The federal government would
stand by and cheer...[and] would
reward excellence in teachers and
schools, publish reports of state and
local programs, and make research
findings about achieving excellence
widely available (Fuhrman, 1987, p.
136).
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Ih spite of the popularity of the Commissionrreport
and the‘commonvbelief that reform began anew with its
release many. state goverhﬁehts had,initiated educational
reforms prior to 1983 (Fuhrman, 1987)’ But, Peterson
(1985) concluded that the outpourlng of commission and
task force reports that followed has had a profound
effect on the national educatioh debate. "In every one
of the fifty states officials have appointed one or more
commissions on education;(‘According to the Educational
Commission of the‘States,:"there are currentiy 154 such
entities busily'at work" (p. 126). The reform efforts
mark fundamentai chahgés‘in teducation governance. The
leaders in education poiicy—making have become the
states. | |

Historically; the~fedefal~fole in education has
been small inrterms of funding but importaht in providing
leadefship for the establishmeht df new programs. The
funds and the leadership once provided by the federal
government diminished in the 1980s. A fundamental change
occurred in the relatlonshlps among the state legislators
and governors toward state boards and educatlon experts
in formulating policies pertalnlng\to teaching and learn-
ing. Furthermore, local districts began to feel that
their autonomy had been sevefally threatened by reform

efforts. A question as to whether local control was
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still or ever was avviable‘¢onéepf for public education
became an iséue;‘A |

Fuhrﬁan (1§86)_accounts for local gontrol in educa-
tion as 5 myth.“ |

Although states delegate the provision
of education to local school dis-
tricts, the autonomy of local school
boards is severely. constrained. Boards
must comply with state and federal
mandates on the one hand and face
the pressures of organized teachers,
parents, and community groups on the
other. Over 80 percent of the typical
local budget goes to teacher salaries,
which are determined through collec-
tive bargaining in most districts, not
local board policy per se. The current
reforms bring new, more rigorous state
standards and considerable state
scrutiny, further diminishing 1local
discretion (Fuhrman, 1986, p. 141).

Current education reform is considered a mixed
blessing for the loéalxdistrict. Public interest and
state appropriations have generally increased; Yet, 1like
state education associations; local board members have
had limited input into the Qevglopment of recent state
reforms. Localrdistricts(héve generally been more reac-
tive and defensive. Local boards have also been consid-
ered part of thé problems that have had to be addressed

in reform.
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"Many go&érnors' staffs and legislators have ex-
pressed the sentiments that the new state reforms repre-
sent school improvements the local districts should have
undertaken on their own. Some state policy-makers [have
said] they are only creating new étandards because locals
were not doing their‘jobs" (Fuhrman, 1986, ﬁ. 141) .

The new mandated stéte requirements are often
difficult and costly to iﬁplément., Rural districts may
be affected the most beéauéejof the exactness of much of
the reforms mandates. Just.as school boards and adminis-
trators begih to grasp the totality of earlier mandates,
second-wave refdrms call for more local involvement and a
larger role for teachers in reforming education. Local
reactions to such,diverse aﬁproaches surely leave the
local districts reeling in ahbigﬁitykand lack of direc-
tion.

Priofi to the 1970s, educators made education
policy in most states. Fuhrman (1987) writes:

Since thé:timer*Wheh progressive
reformers had sought to isolate educa-
tion from the pernicious influence of
politicians; education has had an
essentially discrete system of gover-
nance in both local and state arenas.
In local districts, nonpartisan,
separately elected boards chose pro-
fessional superintendents and turned

over to them the running of the
school systems....
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«..education policy issues were
[also] decided by educators. The
educational interests, 1led by state
department -of education staff - for
the most part former local educators
- came to agreement on the terms of a
state aid package or on any other
major initiative. ' If money and,

therefore, legislative action was
required, the educators presented the
package to the legislature and gover-
nor who usually deferred to their
opinion and ratified rather than
shaped the final product. Educators
formed a united front; teachers,
administrators, boards, and parent
groups: stood together. Legislatures
and governors, who in any case lacked
the expertise to question the educa-
tors, felt that whatever the educators
supported had been compromised. out in
advance and represented the consensus
of the interested parties (p. 138).

School finance reform is identified by Fuhrman as
the issue that changed the gbvernancé in eddcation.
Fuhrman (1987) comments:

Finance was the education issue that
legislators and governors had always
cared about the most. Because . of
their budgetary responsibility, they
had to take an interest in finance,
even if that interest had stopped at
approv1ng the educators' consensus.
When finance became the predominant
education issue of the 1970s, the
assumptlon of a leadership role by
legislators and governors was acceler-
ated (p. 139).

During the 1970s federal and local revenues were
diminishing, while state fiscal resources increased.

State aid to local districts often doubled, resulting in
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the states becoming the single largest funding source
for schooling. With ianéased state financiﬁg came an
increased interest to assure accéuntéﬁility in the use of
state tax dollars. The interest in streng;héning the
role of the state in schooling was réflécted in the
growth of state education,agencies and the state legisla-
ture becoming\the predominangﬂedﬁcatién policy maker. 1In
the 1970s state agencies grew: by almost fifty percent and
became compliénCe mqnitors fdr‘enforcementlof federal
reguiations. Educational chaﬁges began to be initiated
by governors and!legislatufes. |

With the ﬁétured‘feform mévément“oflthe 1980s,
legislators and“governors clearly no longer confined
their interest to money,Lbut they also becamé interested
in central schoolingf issues. These issueé‘include what
shall be taught, by whSm, and in what manner. This:
inte;est resultéﬁ\in legiélatéd ﬁéndétes directed toward
these centrai schooiing iésues.wwséates legislation has
been introdﬁced‘and has in.many étates become law
that provides for:‘ (1) a 1onger school year; (2) minimal
competency tests for teachers ana stﬁdents; (3) relianée
on standardized tests to measure:échievement; (4) state
mandated courses or curriculums; (5) use of "blue-ribbon"

panels to study education reform; (6) more homework; (7)
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calls for a "back to basics" education that ‘reduces
electives and vocational,cpurses’(Pearman, 1987).

In éontrast to the 1970s, State Education Agencies
in the 1980s generally began to experience staff redﬁc-
tions. The reductions in staff resulted from reduction
and consolidation of federal revenues. The smaller
staffs, still were responsible for ﬁonitoring and regu-
lating,<but were A |

now expected to .develop model curricu-
la for the new state mandated courses;
create tests that measure the skills
implied by the excellence rhetoric of
policy makers; help local districts to
design and implement new, complex -
and often controversial - teacher
assistance programs - and career
ladders; and study all of the local
changes so- they can report back to
legislators and governors about wheth-
er schools have really improved. [All
this was expected, yet,] very little
of the new money associated with
reform has gone into State Education
Agencies; most of it has gone directly.
.to the schools or to the teachers .
(Fuhrman, 1987, .p. 140).

The totality of these governance changes associated with
the reform movemeht»areAidentifiéd by Fuhrman (1987) as
likely to have the most long-term effects on education.
Fuhrman (1987) describes the very early Reagan
administration és having five "D" governance goals for
education: disestablishment (elimination of the U.s.

Department of Education), deregulation, decentralization,
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deemphasis (reduqtion of education's position as a feder-
al pribfity) aﬁd, more critically, diminution (reduction
of federal education spending) .

The Reagaﬁ administration had considerable success
in reducing federal expenditures forhgducation.’ Federal
spending declined by $1.3 billion in real dollars between
1980 and 1986. The federal percehtége of total public,
elementary, and secondary éducational costs declined from
over 9 percéﬁt;to 6.4 percent over the same period
(Dougherty, 1986; Fuhrman, 1957).

Aid to the disadvantaged and spécial education
revenue cuts were resisted by congress. The Reagan
administration was successful in creating block grants
that consolidated twenty-eight small categorical programs
and lessened the‘wéightzof;federal regulations thrbugh
revocation and noneﬁforcement qf certain regulations.
The Department of,Edﬁcation Wastnétqdisbandeﬁ,/ but its
staff and programs wére'sharply reduced. '

‘There seems to be little doubt that the diminished
federal role immediateiy preceded gnd helped trigger
state involvement in éducaﬁionlreform and expectations
about the role of education drastically changed during
the first term of the Reagan administration. Fuhrman
(1987) suggests the educational reform of the 1980s may

be better understood as a natural accretion of state
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leadership that built on severél years of increased
activity rather than a reaction to the decrease in feder-

al involvement.
Politics

Kirst (1984){examineé tﬁexpolitical aspects of
education reform @fforts.: His bérspective is focused on
agents for change in the political arena. Kirst, suggests
that lasting changes are écéomplished for political
reasons. "Each of the lasting additions is sustained by
an organized constituency"»(Kirst, 1984, p.9);

Kirst believes thét Americans want their school fq
do almost everything(and to do everything with limited
instructional time and}finaﬁcial resources. Therefore,
educational reform cyclesioEcur that reflect polifical
power shifts.

The former political 'outs' are becom- °
ing the political 'ins', and one set
of priorities is replaced by another.
Each cycle gives way to a new cycle
because of shocks external to the
schools, shocks triggered by social
and economic events: Immigration at
the beginning of this century; econom-
ic depression in the 1930's; Sputnik
in 1957; civil rights in the 1960's;
the Vietnam War in the 1970's; and the
recession of the early 1980's; as our
- manufacturing industries lost their
competitive advantage over foreign
competitors. (Kirst, 1984, p.8)
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The feform movement of the 1980s, in Kifst's views,
is a reaction to the lack of lobbying power exercised on
behalf of academic subjects or the political 'outs'. The
point of Kirst's positiqn is that powerful lobbies have
organized around each function assumed by schools, and
then each lobby has fought for a larger. share of school
time and budget. The more vigorous and effective lobbies
have often comé from newer subject areas such as voca-
tional educatiqn énd driver's education. These newer
subjects, which were introduced into the curriculum in
the 1920s, have had to rely on state laﬁs in order to
gain a secure pléce in the curriculum.

Standard or traditional sﬁbjects such as English
and mathematics have never had to use political power to
justify their place in the curriculum. They have pri-
marily relied on college entrance requirements to assure
their placeiin the curriculum. = College prefequisites
were relaxed in the 1970s and because of a lack of organ;
ized lobbying for traditional subjects, there has been a
diversion of resources of time and money away from the
traditional subjects to the newer subject areas that have
exercised effective political lobbying.

Kirst (1984) further contends that organized lobby-
ing constituencies have historically clustered around

basic values. These values are primarily pragmatic
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efficiency, equalitarianism, and individualism, or freedom
of choice. ' There are“inhgrent conflicts among these
values.

Efficiency has been a part of our history since the
1800s. The desire for éfficiency is a value well re-
flected in recent reform efforts. Contemporary reformers
see central control as a méans to efficiéncy. But,
central control by states or the‘federal government
conflicts with the value of freedom of choice. The value
of freedom of chaice has been ascending in the 1980s,
but is still manifested,"in some degree, in local con-
trol of education by 16,000 separate school districts.

The values of effidiency and freedom of choicé are
no more an ingrained vélue than equalitarianism. "Equal
education opportuﬁity may be viewed as assurance of
equal access to education, or as eqﬁal treatment of
students, or as equal educational outcomes" (Kirst, 1984,
p.61). A miniﬁally acceptable level of local school
services is an example of equal access guaranteed by
the 1individual states. Anti-diéé&imination and deseg-
regation laws are federal examples. For some students
equal access is inadequate. Some students need special
programs. Equal treatment may then be éeen as the

state's recognition that learners have widely varying
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characteristics and abilities. Specific resources are
then requifedﬁfor special circumstances and special
students.

A political principle of the 1970s was equality.
Equality was conceived as being similar’outéomes in
student achievement and was measured by scores on stand-
ardized achievement testé., The proponents of this view
of equality contended that the schools, rather than the
pupilé, should be held resédnsible’for substandard
achievement. This view is well-represented in most
reform reports in the 1980s. *The value of freedom of
choice conflicts with efficiency and equality. Local
boards complain when they must cut back on programs
preferred by local residents)in order to céver the cost
of federal or state mand&teélfor hdndicappgd and bilin-
gual education.

It is Kirst's contention that the values of equali-
tarianism, prégﬁatic efficiency and freedom of choice (or
individualism) cannot politically all be maximized at the
same time.

Education poiicy alte?ﬁates among
these competing values as our national
mood shifts toward equity (1964-70) or
freedom of choice (1969-74) or effi-
cliency (1978-81)...[yet] the 1983-85
demand for 'excellence' is tending to

push all three of the prior competing
values into the background. Some of
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the policies meant to achieve excel-
lence, such as statewide achievement
tests and graduation standards, may
prove inefficient and inequalitarian.

They may too greatly restrict 1local
school boards 'in responding to local
conditions and, indirectly, cause
disadvantaged students to drop out...
- [during the 1980's we have been choos-
ing] among competing values, to decide
where to place the greatest weight and
emphasis. [Political effectiveness has
been a factor in the process.] (Kirst,
1984, p.63).

Carnoy and Levin (1986) identify similar political
dynamics of education and education reform but use lan-
guage from the critical theory's framework of conflict.

The conflict pits forces from capital-
ist reproduction, as seen in the
workplace, against forces for demo-
cratic participation, as seen in
social movements....In public educa-
tion the social conflict is expressed
"in the conflict between two types of
reforms: Those which reproduce the
educational inequalities required for
capitalist efficiency and those which
equalize opportunities on behalf of
- social mobility and democratic partic-
ipation (Carnoy and Levin, 1986,
pP.39):

It is this conflict‘between capitalism and democracy
that Carnoy and Levin believe dete;mines the nature of
education. Education is shaped by undemocratic capital-
ist production/and by social conflict. "The outcome

depends in large measure on the shape of that conflict
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and the relative political étrengths of the groups in-
volved" (Carnoy and Levin, 1986, p.38).

There is a tension between reproducing inequality
and producing greater  equality that is inherent in educa-
tion. Carnoy and Levin believe the basis for this ten-
sion or conflict is "not 'ideology as'such but ideology as
it relates to the concretelreality of social position,
material gains, and political pdwer" (p. 40). The reform
reports and political mandates of the 1980's reflect
these conflicts and shifts of commitment away from equity
for bilingual, economically disadvantaged, racially
isolated, and handicapped students in favor of a work
force that would be more highly qualified to meet the
needs of U.S. industry.

The implicit message is that better
education is-a question of better
'management', better teaching promoted
by competition, and greater student
discipline. Emphasis is placed on
-higher standards for preparing stu-
dents for what is perceived as a
workplace requiring higher and higher
levels of skills for high technolo-
gies. Resources for funding the re-
forms have not been adequate to the
tasks, and the concern for equality in
education and the democratic goals of
schooling were relegated to a 'benign
neglect' (Carnoy and Levin, 1986,
p-44). ’
Even though the political and general public

interest have been swayed toward economic interest,
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Carnoy and Levin are confident that the struggle be-
tween the two forces is still alive. Their reasoning
appears ‘to be, that in spité of the equalitarian gains
made in education in thel sixties and early seventies,
many problems persist. The population of undereducated
and poor is continuing to grow. This growth will result
in the inevitable attention to their plight, even from
the perspective of business. -

The most important message from Carnoy and Levin is
that:

...democratic struggles are important
for achieving the types of schools and
economy that: serve the broadest needs
of our society and citizenry. Even
under the present circumstances - when
the quest for improved educational
services for minorities, the poor,. and
the handicapped is under attack by
conservative interest - it 1is the
marshaling of social movements and
democratic forces that places limits
on retrenchment and makes the battle
costly for the other side. But beyond
the resistance, the struggle enables
the tide of hegemony of the narrower
interests of the wealthy to be coun-
tered in the courts, at the polls, in
the media, and on the streets (p.44-
45) .

Freire (1985) also views the political aspects of
reform from the critical paradigm, but calls for change
through consciousness raising. A mythical element of the
politics of education is identified by Freire as an

element that does not actually forbid people to think,
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but makes the critical application of thinking difficult -

by affording people the illusion that they think correct-

ly.

Propaganda establishes itself as an
efficient instrument for 1legitimizing
this illusion, and through it the
dominant classes not only proclaim the
'excellent' quality of the social order
[or current reform agenda] but also
impugn any expression of indignation
toward the social order as 'subversive
and dangerous to the common welfare'.
Thus mystification leads to the
'sacredness of the social order,
untouchable, undiscussible' (Freire,
1985, p.16). ‘

The opportunity for changing the dominate ideology,
only occurs through critical consciousness raising to a
level of "conscientization" where people are invited to
grasp the truth of their reélity. Freire cautions his
readers about reinforcing poiitical illiteracy:

If we don't transcend the idea of
education as pure transference of a
knowledge that merely describes reali-
ty, we will prevent critical con-
sciousness from emerging and thus
reinforce political illiteracy.

If our power of choice is really
revolutionary, we have to transcend
all kinds of education in order to
achieve another, one in which to know
and transform reality are reciprocal
prerequisites.

The essential point to highlight is
transcending a domesticating educa-
tional practice for one that is liber-
ating. I stress again that it's
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impossible in a truly 1liberating
praxis for the educator to follow a
domesticating model (Freire, 1985, pp.
104-105) .
Thus, from a Freireian framework, education is a politi-
cal endeavor with the potential to mainfain the status
quo or to be emancipating. The education model of choice
is a critical element for each possibility.

Jeannie Oakes (1986) critically examines the polit-
ical and economic historical context of current reform
agendas in eaucation in regard to equity. "In these
times of percgivgd scarcity, the question that most
threatens American-ideology surfaces at every turn: If
there isn't enéﬁgh to go around, who gets it? The...
trickle-down answer is clear: Thoge who have, shall
get" (Oakes, 1986,1?. 60) . This question for education
has become forced’by‘diminished resources and the with-
drawal of public support, and is clearly confirmed with
most of the 1980's reform reports.

Political and economic trends have generated
changes in rhetoric without addressing the deeply
rooted assumptions about student differences and the
meritocratic nature of schooling. These trends have
also failed to affect the essential nature of schools

as social institutions. Prior political and economic

straightforward intents to eliminate inequality have been
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replaced with rationales for inequality. Yet, Oakes

comments:

Current school reform proposals repre-
sent for the most part, atripping
away of some of the contemporary
guises of traditional schooling con-
tent and forms. This is differentiated
schooling characterized by Anglo-
conformity and meritocracy. Deemed
'excellent' in the reform rhetoric,
this mode of schooling has historical-
ly restricted both access to education
and achievement of ethnic minority
and poor children. Well-intentioned,
progressive reformers have, at times,
succeeded in mitigating the injustice
inherent in these forms: even so, the
current politics of social conserva-
tism, far from inventing new inequi-
ties, appear to be largely capitaliz-
ing on endemic ones.

Oakes (1986) attempts to make explicit the pre-

vailing and refined concepts of "separate - but egual"

schooling by identifying and enumerating the following

points that seem to guide the reform agenda of the 1980s:

1.

2.

Educational opportunity, not educationél re-
sults, must be equal in schools.

Equal educational opportunity means equal
opportunity to develop quite fixed individual
potential (intelligence and ability) to its
limit through individual effort in school,
regardless of such irrelevant background
characteristics as race, class, and gender.

Providing equal opportunities to develdp indi
vidual potential has instrumental value to both
individuals and society.

Equal educational opportunity does not
guarantee equal social economic benefits to
all individuals, because the rewards for
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various occupations are not equal. Rather it
provides a fair competition for occupations and
their accompanying unequal social economic
rewards. Thus, equal educational opportunities
is the means for assuring equal economic and
social opportunity.

5. Education provides students with the skills, -
attitudes, and technical knowledge required for
participation in the work force, but, of
course, the requirements of different occupa-
tions vary greatly. They call for quite dif-
ferent levels of ability.

6. Equal educational opportunity does not require
the same educational experiences for all indi-
viduals, but rather an equal opportunity to
develop oneself for an appropriate future in
the work life of the community. This may, and
usually does necessitate quite different
educational experiences for individuals of
varying abilities and future roles. Equal
opportunity then, requires the provision of
different educational experiences and proper
match of these educations to individual ability
and suitability for future work. 1In this way
all are served equally well.

7. Publicly supported schooling is a neutral,
fair, and meritocratic place to determine
who 1is best suited for various kinds of
technical knowledge and skill, to provide
appropriate educational experiences toward
those ends, and to certify individuals for work
roles. Further, school provides immigrant and
minority groups opportunities to learn main-
stream attitudes, values, and behaviors that
are required for successful participation in
American social, political, and economic insti-
tutions. Schools, with the provision of equal
educational opportunity, fairly stages the
competition for adult positions in the social
and economic hierarchy (Oakes, 1986, pp. 61-
62).

Oakes suggests that to understand how schools have

arrived at the refined concept of "separate-but-equal"
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schools, we should examine the roots of education at the
turn of the 20th century. In ;908, the Boston school
superintendent asserted the same premise being heard in
the 19805. The superintendent comments: 'Until very
recently they [the schools] have offered equal opportuni-
ty for all to receive one kind of education, but what
will make them democratic is to receive opportunity for
all to receive such education as will fit them equally
well for their particuiar life work' (Lazerson, 1974;
Oakes, 1986, p. 64).

Schools have a political system that gives the
impression that no one is in charge of public education.
Schools have a fragmented structure of control. Everyone
is in charge yet no one is in charge. This pulling in
different directions qontinues to trigger recurrent
cycles of crisis. The too numerous goals for the
system - that cannot be reached and éertainly not reached
simultaneousiy create pﬁblic discont;nt withlfhe perform-
ance of public schooling.

Nevertheless, American people can control public
education in our nation and‘fhe peoplé can get what they
want. Schools, like other social institutions in the

United States, are judged on current expectations and
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credit is not given for prior victories. Yet, new prob-
lems arise from the solutions to earlier problems (Kirst

1984) .

Business and Economics

Romanish (1987) identifies the,driVing force behind
A Nation at Risk as economic. Romanish comments:

It [A Nation at Risk] marked a funda-
mental shift from an industrial to a
technological focus...Its purpose was
to retool public education in order
to meet the corporate demands of
emerging economic conditions. The
personal needs of students and the
democratic needs of our society, which
are at risk if education does not tend
to them, were of no concern to the
National Commission. It failed to
connect the school to larger social
purposes and to tie educational aims
to our great democratic experiment (p.
11). .

Corporate influence in American education is not
new. Schools have followed the lead 6f7business since
the advent of Taylorisﬁ and scientific ﬁanagement. The
influence of business on education has caused schools to
be conservatiyé and to use business ideology in the
conduct of education. The business' ideology is clearly
represented in the language used in éducation. School
personnel speak in terms of "product", "deliﬁery
systems", "school plant", "needs assessment" and "time on

task." Teachers are '"classroom managers" and everyone
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is concerned with "quality contfolﬂ (Romanish, 1987, p.
11).

Carfer (1976) offers a rationale for systems or the
institutionalization of education and work as they relate
to the other soéial aspects of society. This view is
similar to Katz (1987). Carter~presen;s a rationale that
"pulls the other institution§ of society into line with
their motion" (p.52). Education\and other institutions
follow the lead of labor. Carter's views stem from the
observation that a major portion of adult life is spent
gainfully employed and tﬁe income earned on the job
"quantitatively iimits'thé opportunities for non-job
activities and thus ultimately (though not directly)
determines these as well" (p. 54).

Carter views the structure forms under which pro-
duction is carried on as not immutable. A transformation
has occurred during the last two hundred‘yeafs from
production (small independent farmers, artisans and
shopkeepers) employing only famiiy labor to production
characterized by la:ge‘corporations and government bu-
reaucracies employing thousands of wage laborers. Each
laborer performs specialized functions that are organized
in "pyramidal hierarchies" (p. 54). Today our society

is moving or has moved into an information and service
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production era, but Carter's rationale still has merit
for consideration.

Carnoy and Levin (1976) examine education reform as
to what they consider the limits of reform. Their perva-
sive theme for educational reform is that "reform is
limited in its ability to produce social change by the
inherent structure of corporate capitalism and because
the school system is geared to fulfilling the needs of
corporate capitalism rather than changing it" (p.10).
The function of‘schooling is analyzed by what Levin calls
the principles of correspondence and contradiction. The
principle of correspondénce"suggests that activities and
outcomes of the educational sector generally correspond
to those of the society.

...all educational systems represent
an attempt to serve their respective
societies such that the social econom-
ic and political relationships of the
educational sector will [correspond
or] mirror closely those of the socie-
ty of which they are a part...educa-
tional outcomes are produced in 1line
with desired social, economic, and
political outcomes through educational
resources, the schools' budget, and
the educational processes taking place
in the schools themselves. (Carnoy
and Levin, 1976, p. 10).

In spite of the limits identified by Carnoy and

Levin, they argue change may still occur, but not because

of educational policies. Change is created rather "by

i
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the contradictions that émerge within the educational
sector, as well as in the economic and social structure
of the larger society...the commitment to social change
will occur prior to the educationél‘changes" (p. 11).

Levin (1976) applies the concept of cnrrespondence
to work and educational refofms bY‘classifying both
reforms as micro or macro-changes of either a technical
or political néture. "Ancording to the 'correspondence
principle', educational reform becones probable when the
existing educational approach and its results are cnntra-
dicted by changes in the functioning of work organiza-
tion" (p. 83). Two types of alterations in work are
considered by Levin. Each alteration trend has different
implications. |

The first types of alterations concern aggregate
changes in the nature nf jobs created by secular trends
in an aannced'economy; - This is a’shifting of’emphasis
>from manufacturing and production jobs to service-orient—
ed jobs. There are obvious implications for education in
this shifting. Educational reéuirements for service
oriented jobs afe different than réquirements for manu-
facturing. The service sector places emphasis on white-
collar tasks that require greater formal educétion than

does manufacturing.



46

The second types of éggregate trends in work is the
increasing “pro}etarianizétion" of white-co;lar and
professionél jobs. The number of self—ehployed continues
to fall while the proportion of workers subjected to
hierarchical coﬁfrol rises.” "These developments suggest
that corresponding educational changes will be oriented
to preparing white collar,Omanagerial, and professional
employees for increasiﬁgly dependent and relatively
narrow positiops in large bureaucratic organizations".
(Bell, 1972; Levin, 1976, p. 88).

This aggrega£e~pictﬁf§ tends to mask contradictions
that are arising within work organization. "The tenden-
cies toward narrowipg\of jobs roles and reduction of
independence in combination with increasing educational
requirements are Ereating a variety of work-related
problems for government and industry" (Levin, 1976 p.
88). These work related problems iﬁclude‘increased
worker turﬁover, absehteeism, wildcat sfrikes, deficien-
cies in quality control, controlled substance abuse, and
sabotage. The tasks become the seeking of ways for
education and work to overcome the contradictions in
order to again achieve correspondence. The functional-
ists use other language to describe this same concept.
Equaliberium and disequaliberium are word choices found

in the functionalist literature.
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Levin (1976) classifies educational reforms and
changesjin the organizétion of work using four catego-
ries: <(1)*micro-technical, (é) macro-technical, (3)
micro—politiéal, and 4) macro-boiitical. Each successive
category tends to be more comprehensive and subsumative
of the previous category. This organizational concept
allows for the comparison éf both work and education
along similar political and technical dimensions.

The first category, micro-technical, includes
changes that do not require organizational departures
from traditional practice. The second category, macro-
technical,“ has widespread implicétions énd can be
considered independent of changes in the governance or
political control of schools. The ~ third category,
micro-political, includes those changes in the internal
governance of educational organizations with respect to
the rules, regﬁlations, curriculum, bérsonnel selection,
and resources allocations, as wgll as control of the
educational procéss. |

While overall control of schools may still be
vested in boards, as well as government agencies, the
internal decisions are normally made by teachers and
administrators in traditional schools. Changes in the

micro-political category refer to changes in the
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distribution of decision-making power among the groups
with interest. The fourth, final and most comprehensive
category conceptualized by Lein is macro-political.

The embracing nature of modification of the category, not
only changes external governance and control of schooling
organization, but would also profoundly effect the micro-
political and technical characteristics of schooling.
This category includes modifications designed to give
workers/teachers a greater measure of control and partic-
ipation in the work/school enterprise as a whole, rather
than just within a unit of the organization/school

(Levin, 1976).
Excellence

Timar and Kirp (1987) declare that the taxonomy of
excellence is necessarily value-laden and suggestive.
Yet, prevailing reform approaches to public policy rely
on rational and legal norms which are easier to enforce
and observe. There is tepsion created between formal and
substantive rationality, between rules and ends and
between ends and means.

Since 1983, there have been more rules and regula-
tions generated by the states than in the previous twenty
years. These rules and regulations have pertained to all

aspects of education. Over 700 statutes have been
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enacted nationally that affeét éome aspect of the teach-
ing profession. The school reform movement haé resulted
in whole new sets of(rules'governing the behavior of
teachers, students and administrators.

There Are rules for teachers regarding career
ladder placement and eligibility for merit pay. There
are rules that pertain to teaching\methods and content.
There are rules for students concerning participation in
sports and other extracurricular activities. There are
rules about how much and what kinds of homework must be
done, about how hany times they may miss school before
failing their courses, 'what kinds of courses they must
take, how much time will be devoted to each course per
day, and what topics will be covered in each class.
There are rules for local boards énd‘administrators
requiring their participation in training programs, and
even when and how offen announéementsvmay be made over
the school intercom system.

In some states there are rules that permit state
officials to piace schools deemed gnsatisfactory in
receivership and to dismiss school administrators and
possibly school boards. These bureaucratic endeavors

focus on rules and regulations rather than results. The
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initiative is stifled at the local level; and regqula-
tions "become rough proxies for excellence" (Timar and
Kirp, 1987, p. 69). |

Timar and Ki;p (1987) further contend:

that excellence cannot be achieved by
regulations and the danger is that it
becomes very ‘easy to systematically
confuse rigor with the 'basic' suc-
cess, with test scores, standards with
hours spent in the classroom or doing
homework. None of this would neces-
sarily be objectionable if it were
understood that there is a real 4dif-
ference between kinds of homework,
that make-work is self-defeating,
and that longer.K classroom exposure to
a teacher contemptuous of literature
of history or mathematics is worse
than no exposure (Timar and Kirp 1987
p-69) .

The tension\créated(between increaéed state regula-
tion and the need to maintaiﬁ,local flexibility advocated
in later reform propbéals poses a fundamental dilemma for
the pursuitdof excellence in American‘schéols. This
dilemma is rooted in the nature df excellence-itself
(Timar and Kirp 1987).

Excellence cannot be coerced or man-
dated. Rather it is a condition to
which individuals may aspire. Aspira-
tions to excellence generally arise
from subtle and pervasive qualities: A
love of learning, a sense of history,
a command of analytical skills, an
appreciation of humanistic values
and the like. For teachers and admin-
istrators, excellence means caring
about students; being sympathetic to
the needs of students with diverse
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educational and, often, personal
problems; demonstrating a commitment
to learning. It also includes a host
" of other attitudes, such as excitement
about one's subject matter and a
commitment entails a dedication to a
way of life that is rooted in a
historical tradition of cultural
enlightenment (Timar and Kirp, 1987,
p.68-69). :

Commission Reports'

We draw upon what we know, what ‘is
familiar to us, even as we seek re-
form...it is often difficult - if not
impossible for a society to see itself
and its institutions in ways- that are
new and liberating....The acceptance
of ideas is contingent upon the ver-
sion of reality that pr?vails at a
certain time and place...- (Romanish,
1987, p. 9).

The election of Ronald Reagan in 1980 as president
of the United Statesvset a politically and socially
conservafive, pro business and militaristic agenda for
our nation. There was a hearkening for a time when life
and our society'wés thought to have beeﬁ much simpler.

Reform became the watchword for education in the 1980s.

1. Romanish cites Rifkin (1983) to make his point. Rafkin suggests
that "Darwinian thinking was received as well as it was in the
19th century because industrial capitalism had been established
by then and its competitive nature had become a social reality.
Had Darwin offered his views even 200 years earlier, they would
have met a different end" (Rifkin, 1983; Romanish, 1987, p. 9).
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Education was expected to play a major role in the imple-
mentation of the "right" agenda.
tion Reform was released. The report was prepared by
a blue-ribbon commission appointed by T. H. éell, who was
then the United States secretary of education. With the
release of this report "excellence skyrocketed to first
place amon§ the goals of public educatioﬁ" (Katz, 1987,
p. 130) and set the tone for thé”debate on school issues
that has continued throughAthe decade:
other nation had imposed upon us the poor conditions we
now associate with our schools, this country would have
considered if an act of waf: Ginsberé and Wimpelberg
(1985) comment: "[The] war analogy is especially en-
lightening, because it implies the need for a response
to a crisis situation"...(p. 115). Presseisen (1985)
ideﬁtifies the main motivations behind this report are
"to remove the federal presence, introducé religious and
other private concerns, ana increase local and corporate
activity in pre-college education" >kp. 138).

American education, especially since World War II,
has experienced episodic waves of public interest fol-
lowed by periods of neglect. Timar and Kirp (1987)

attributed this phenomena to the pragmatic, instrumental
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valueigiven to American educafion and rooted in our
cultural values. American education has no generally
accepted intrinsic value but is valued for what it can
do. "As long as education is regarded as an instrument,
its value in American culture will most likely vary with
the social, economic, or political demands of the day"
(Timar and Kirb, 1987, p.98).

The instrumental value of education accounts for
the reason a crisis mentalitf has so often pervaded
educational policy.z. Tﬁe sudden appearance of Sputnik
in 1957, shook our natién's confidence as the leader in
technological development. Our nation's attention to
domestic issues concerninq‘éocial and economic equality
in the 1960s, and the!faltering of our nation's economy
in the 1980s, each have’céntribpted to the instrumental
reform agendas in education. None of these reform ef-
forts was "promoted‘beqause education,‘liké vi;tue, is
its own reward, but [they were promoted]/because the
reforms would make the ndtibn‘economically more produc-

tive, efficient and responsive." (Timar and Kirp, 1987,

2. Timar and Kirp (1987) do not discount the wuse of mass
education in a democratic society for the appreciation of-
its instrumentality. They merely point to this value as an expla-
nation of sporadic public commitment to education.
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The feform reports and proposals of the 1980s have
been divided into "waves“; There are at least two reform
waves clearly identified‘in the early 1980's professional
literature. Several writers recoénize third and fourth
waves as the 1980s drew to a close. With some excep-
tions, none of the commission studies in education reform
address the most difficult conceptual and political
issues. "Instead they re-assert what is well-known, ﬁake
exaggerated claims on flimsy evidence, pontificate on
matters about which there‘aould scarcely be agreement,
and make recommendations that either cos£ too much,
cannot be implemented, or are too general to have any
meaning" (Peterson, 1585, p.138).

Peterson (1985) laYs "blame" for the dubious value
of the reports to the‘orgaﬁiéational and political reali-
ties of commission decision-making. Peterson suggests
that commissions are ill-equipped to ?erfofm the tasks
assigned to them. Commissions aré usually aéked to
~ address broad public problems that have no easy solu-
tions. They usually consist ofrdistingﬁished citizens
from broadly diverse backgrounaé and interests. "They
are expected to produce reports expeditiously and with
unanimity" (Peterson, 1585, p. 139). The only power

commissions usually have is derived from their own col-
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lective prestige, and for their report to have impact,
their findings must be widely discussed and disseminated.
The researcher will how present an overview of reform

"waves" of the 1980s and intertwine critical analysis.

The First Wave

"First wave" reform réports, which includes A
Nation at Risk," set out to raise standards, increase
accountability, lengthen :school days and years, and
generally raise )the rigdr of American public education"
(Michaels, 1988, p.3). . These reports brought the pub-
lic's attention to problems in education and to the need
for major investments of time, money and effort to im-
prove schools. Teachefs were sharply criticized and
considered part of ther problem. The reform agendas
proposed were developed from a bureaucratic top-down
management model,lwhiqh excluded teachers from the
decision making process (Maéroff, 1985). Problems and
improvements were generally defined and measured "in
terms of decline from earlier standards....[The first
wave reports]x haQe unwittingly 4§ﬁosen to face
backward..." (Carnegie Report, 1986; Michaels, 1988,
p.3).

Peterson (1985) describes the gist of first

wave commission reports as '"notable for the similarities
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of their analysis and prescriptions" (p.127). These
commissions found tﬁe future of our country at stake,
schools failing to perform their traditional role ade-
quately, and deep erosion of confidence in schools by
the general public. Yet, Peterson states "the information
offered in support of théuclaims that American schools
have failed is patchy, dated and not nearly as dramatic
at the rhetoric employee....The commission would have had
a sounder basis for proposing reforms if they had limited
themselves to the claim that schools were no longer
improving as rapialy‘as in prior decades" (p.129, 130).
Peterson's major complaint about the commission
reports is "that by.exaggerating weaknesses, they fail
to pinpoint the real prcblems" (p. 130). (Peterson be

lieves major problems exist in the large comprehensive

high schools.) . Peterson further decries the perhaps
latent message of the numerous reports. "...very little
needs to be done differently, despite their claims

that school systems have deteriorated, the commissions
evidently believe that with only the slightest organiza-
tional modifications these systems can correct them-
selves. All that is needed is more mohey, more public
confidence, and more exhortation from on high" (p.139).

The mandating of "first wave" reform efforts for
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our public schools have become in varying degrees domi-
nated and driven by a conception of educational im-
provement that Barth (1986)‘call "list logic". "List
logic" includes the intention of one state legislature to
identify combetencies of effective priﬁcipals through
research and develop training, certifiation, selection
and compensétion procedures that recognize and support
these competencies (Barth, 1986,). Barth identifies
several assumptions on which "list logic" is built.

1. Schools do not have the capacity to improve
themselves; improvement must therefore come
from sources outside of schools, such as uni-
versities, state departments of education and
national commissions.

2. What needs to be improved’about schools is the
level of pupil performance and achievement,
best measured by standardized tests.

3. Schools ‘can be found in which pupils are
achieving beyond what might be predicted. By
observing teachers and principals in these
schools, we can identify their characteristics
as 'desirableﬁu ‘ ’

4. Teachers and principals in other schools can be
trained to display the desirable traits of
their counterparts .in high-achieving schools.
Then their pupils will excel, too.

5. School improvement, then, is an attempt to
identify what school people should know and be
able to do and to devise ways to get them to
know and do it.

"The list logic of educational change seems simple,
straightforward and compelling. Its only flaw is that it

doesn't seem to work very well" (Barth, 1986, p.294).
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Two good reasons, howeve;, are provided by Barth for the
persevérance of list logic as a driyiﬁg force in educa-
tion reform: "First; it is logic thus is defensible in
solemn presentations before scﬁool boards and state
legislatures. Second, i£ enjoys face validity...list
promises change, legitimacy énd accountability to an
enterprise in need of all three" (p.295).

Gardner (1984) well represents the consensus of the
professional iiterature reviewed as to the positive and

negative aspects found with A Nation at Risk and similar

reform proposals. Though basically critical, Gardner
does find some merit with the report. "[A Nation at Risk]
will likely be the most inflﬁential of its genre because
it is readable, timely, and superbly promoted. I£ has
succeeded in drawing considerable (albeit negative)
attention to education after several years- of neglect by
policy ’makers" (p. 15).

Gardner (1984) grants that A Nation at Risk, the

bench mark for "first wave" reports, has "substance and
style" (p.13) but more of the latter. Gardner is "aston-
ished at the lack of critical analysis addressed in [the
report]" (p. 13). Three major aspects are identified by
Gardner as deficient in the report. The first aspect is

the underestimation of the contributions made by public
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educatibn to our society. The second aspect deficient in
the report is that thé commission may well have ‘identi-
fied the wrong’problem. The third aspect, Gardner iden-
tifies as deficient‘in A Nation at Risk is the prescrib-
ing of simple solutions to complex problems.

The central theme pf(the«commission report is the
mediocre of public education. Salvation of public educa-
tion is to be fognd through more‘ and harder subjects.
"Unfortunately, £here may be more basic underlying prob-
lems" (Gardner, 1984, p. 1l4). Gardner cites Torsten
Husen (1983) to support”his point.

Husen has studied comparative achievement in thg
schools of deveioped countries and his reéearch findings
indicate a remarkaﬁle similarity in‘the problem sets
faced by sécondary sdhools in westefn Europe and North
America (Husen, 1983; éardner, V1984). ‘Hﬁsen submits
that lower standards are pot the_most‘serioﬁs' problem
with public schooling in theLUnifed States nor in other
countries with éomprehensiveqstructures and high reten-
tion rates. 561utions to real educational problems
"involves far ﬁdre than a reconsideration of educa-
tional standards" (Gardner, 1934, p. 15). Standards can
be raised by making a system more selective. Husen iden-

tifies the real and more serious problem as:
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the way formal educatlon relates to a
highly technical soc1ety -'and the
institutional contradlctlons and goal-
conflicts that beset the school oper-
ating in a highly competitive society
where formal schooling increasingly
influences social status and llfe
changes....

[Husen further suggests] that the most
serious problem faced by schools on
both sides of the Atlantic is the rise
of a new educational underclass...What
characterizes the 'new' underclass is
that it consists of those who from the
very beginning tend to be school
failures...[or] less equal than
others....A formal equal treatment' in
a competitive mllleu does not lead to
greater equality .of outcomes' (Husen,
1983;. Gardner, 1984 p. 10).

Yeakey and Johnson (1985) supports Husen's concern.

They, too, 1dent1fy the most serious shortcomlng of most
of the reports as "their blatant and callous disregard
for the crisis facing our,enlarging group of educational-
ly and economically disadvantaged students" (p.160).
Simple solutlons .are recommended for complex problems.
Gardner (1984) comments on the prescrlblng of simple
solutions to complex problems‘as follows:

The commission's recommendations to

remedy low achievement may, in fact,

confuse rather than resolve the issue

faced with what is perceived to be

intolerably low achievement, Risk

insists that all students study more

subjects and study them more (e.g., do

more homework)....Problems [in educa-
tion] cannot be addressed simply by
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demanding more from students. Other
things must change as well....The
obvious point is that level of simply
making things more difficult for the
students. -

- Further, the curriculum recommenda-
~tions have a hollow,. incomplete rlng
There's no hint of what the commission
sees as appropriate content for the
mathematics or English or social
studies courses....Also, the recommen-
dations suffer from a lack of atten-
tion to the broader context of school-
ing, .the need for structural change...

[If Husen 1is correct]...a basic
strategy to involve the '"underclass'
would ‘aim at some social stratifica-
tion goals. and necessitate both social
and educational -elements - first, the
recognition that the schools cannot go
it alone, that other of soc1ety s
institutions must change, and, second
that (as Husen suggests) schools nust
increasingly stress goals of self-
fulfillment and social educatlon....
(Gardner, 1984, p. 15) '

Gardner's basic point is not that A Nation at Risk

and other reports in the same mind set are without merit.
A concern is, that if followed without criéical analysis,
the recommendations are likely to be damagiog. ", ..we
could 'adopt the’oommission's'fecommendations and mislead
ourselves into‘ fﬁinkiné thaf,muoh has been accomplished
when 1little has" (Gardoer, 1984, p. 15). Our zeal for

excellence reflect values and problematic issues.
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The Second Wave

The "second wave" of reform is distinguished not by
chronology but by markedly differepﬁ agendas. The
"second wave" stresses the individual schdol\as the unit
of decision-making; collegigl, participatory decision
making; flexible use of time; incre;sed personalization
of the school environment with emphasis on trust,‘high
expectations and fairness; curriculum focus on the "why"
as well as "hoﬁi" and emphasis 1is on higher-order
thinking for all 'students (Michaels, 1988).

The second wave or generation of reform reports
differ in tone from thelr predecessors and suggest new
strategies for improving what happens in the classroom.
This second wave‘is'perhaps more open to less bureaucrat-
ic concepts of education reform. They clearly recognize
the importance of the classroom teacher in initialing
changes in our schools. -

Even though Michael (1988) and Timar and Kirp
(1987) 1laud the ‘"second twave" reform agendas, both
writers express concern for the possibility or perhaps
probability of schools being unable to demonstrate, in
some fashion, such goals without actuallf achieving
significant change from status quo. Michael (1988)

makes his point with the following examples: In the
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past, schools have added ten minutes to a homeroom period
and called~their schedule flexible; teachers have taken
turns lecturing*to large groups of students and called
it "team teaching"; onejweek units on basic set opera-
tions have been called’"modern math". - Thése measures
are external compliance that do not result in real
change. o

Timar ana Kirp (1987) also identify sevefal common
strategies that can be used by organizétions, including
education to circumvent reform efforts and, therefore,
prevent real chahges; One such strategy is to simply
substitute objectiveS‘thatfcan be obtained for those
considered unattainable. POrganiza£ions replace objec-
tives whose achievement dépends on variables either
unknown br outside ﬁhé&r control, with objectives that
can be attained by manipulating the instruments fhat
those groups do control" (Origihéi sourcéinot provided;
Timar and Kirp 1987 p.70).

The conditions that give rise to reform are not
addressed. Specific reform policies and strategies are
transformed into organizational gééls. Policy means
become pélicy goals by assuming a life of their own
independent of the purpose they were intended to serve.

Another manifestation of organizational retreat

from unattainable objectives, identified by Timar and
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Kirp, includes the‘replaceﬁent of external objectives
with internal procedures. - Therefore, outputs become
equated with effort rather than results. This translates
into sucqéss being defined by,nﬁmbers that are under
control of the organization. Examples are: in education,
success becomes. longer periods; loﬁéer days, long years
and more of‘everything 'controlled by the school.
Incentive-based pay become higher achievement tests
scores, even when the practice is theoretically weak.
There has been no'feliable:connection gstablished between
teacher quality aﬁd student achievement.

Other strategies for shifting from unattainable
objectives to attainable'objectives are "metamorphosis"
clients and paper compliénée. When policy objectives
cannot be attained with éﬁé set of clients, another set
of clients are used that provide'ahbetterl"fit" for
policy. ' In schools the redefining of a gréde or the
omission of remédial, students is not uncommon for test-
ing purposes (Timar and Kirp, 1987).

Carlson (1987) is aisébskeptical and provides a
more theoretical critique concerning the role of teachers
in the more recent reform reports. Carlson critically
comments: "I suggest while some recent reform commis-

sions have accurately appraised the importance of
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changing the role of theiteacher in order to achieve
'excellence' in education. Severe‘limits exist on the
extent to which change is éossible/withih the parameters
of corporate state schooliné" (ph 130)..

The optimism of the second wave reforms and more\
recognition of the 1mportance of the role of the class-v
room teacher in promotlng‘educatlen reform may be ill-
founded. Carlson (1987) elaborates:

[The reports] lack an analysis of the

impediments that stand in the way of
the humanistic and teacher-empowering

types of reform they propose. It

implies that given enough political

leadership and popular support, noth-

ing stands in‘'the way of reorganizing .
the schools along radically new lines.

Yet...the organlzatlon of the schools

is powerfully constrained by the role

they serve in reprodu01ng the struc-

tured inequalities, and ideologies of

domination typical of advanced capi-

talist society. Reproduction .work

necessitates a great deal of top-down

control, including ‘the bureaucratic

subordlnatlon of teachers (p. 130).

The paradox of reform under current conditions,
according to Carlsgn (1985), is, that to eeek "excel-
lence", teachers. and students will have to be given more
control over the process of seheoling, and be given
additional economic support. A Even if these concessions
of teacher control and adequate'fiﬁancing were made,

there is no assurance that teachers ahd students would
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define "excellence" in ways that are consistent with
business and state goals,i
A democretic/"left“ perspective could insist that

the system can be more humanized underlcqrrent political
and economic conditions. Yet, there would always be
strong pressure to reassert top-down,bureaucratic control
and disempower teachers.

We will need to move: beyond the prior-

ities and social organizational forms

of U.S. industrial capitalism in

order to implement more basic changes.

A single institution like the schools

cannot be restructured at will inde-

pendent of a restructuring of other

1mportant institutions - including the

economic and polltlcal (Carlson, 1987
p. 132). ‘

Other Refornm Waves and P0551b111t1es

There have been eddifional approaches to education
reform durlng the decade of the 1980s. First wave reform
focused on state regulatlons and mahdates for natlonal
security. Second wave eﬁforts continued to focus on
national interest but ebandoned state mandates and turned
toward more local collaborative efforts. Equity, as well
as excellence, were part of the dialogue. The next, or
third, wave of reform efforts focused on the economic
necessity for reforming schools. All reform efforts have

focused on the instrumental value of education.
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Mary ﬁatﬁood Futrell (1989), immediate past presi-
dent of the National Education Association, suggests that
all these well-intended efforts have lost "precious years
by failipg to ask the basic question: Education for what?
We Americané simply accepted the idea that the purpose of
education is to serve the national interest, however that
interest might be defined atfalparticulaf moment in time"
(p.12).

Futrell is hopeful that our nation is preparing to
enter a fourth wave of reform. Foﬁrth wave reform would
re-examine the mission or missions of education and de-
fine education as haviﬁg both instrumental and intrinsic
values. Fourth wave reform would address both economic
and moral imperatives that serve national interests as
well as the commoﬁ intérests‘of éll humankind. Perhaps
during the 1990s this possibility will exist. But,
American education is entrenched in bureaucracy. The
possibiiity of signifiéant'éhanges in education may be
limited. |

A historical perspective 6f how American education
became so mired in bureaucratic ofganization, leadership,
language and thoughts can possibly provide insight into
the current views and possibilitieé for education in

America.
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The Concept of Systems

of Education

Between the Revolution and the Civil
War, Americans dramatically trans-
formed the ways in which they educated
their young. The major results of this
transformation was to increase enor-
mously the significance of schooling
in both the life of the child and the
life of the society. The change began
guietly and did not initially alter
the configuration of institutions that
had educated colonial Americans.
Between 1780 and 1830, parents simply
began sending their children to
schools and colleges more often.
After 1830, a continued growth in
enrollments was accompanied by a noisy
campaign to create a system of public
education to replace the mixture of
pay schools and charity schools that
were characteristic of the 1late
eighteenth and early nineteenth cen-
turies....(McClellan and Reese, 1988,
p. 61). ‘

By the latter part of the iBOOS, the organization,
scope and role of schooling had been fundamentally trans-
formed. The emergence of gystems of public education was
a major development of the nineteenth\century. In most
cities true educational systems developed. These systems
were "carefully articulated, age graded, hierarchically
structured groupings of schools, primarily free and often
compulsory, administered by full-time experts and
progressively taught by specially trained staff" (Katz,

1988, p. 93). School systems became formally designed "to
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play an important role in the socialization of the young,
the maintenance oi social order, and the promotion of
econonic deveidpﬁent" (Katz, 1987, p.‘6). It was these
early systems of education thaf are‘theitrue progenitors
of the school systems we know toaay.

The 6rigins of public educational systems coincided
with critical Aévelopments thét reshaped American society
during the first three quarters of the nineteenth cen-
tury. Katz (1987) identified these critical developments
as: (1) the emergence of a democratic»politics; (2)
industrialization, wurbanization, and the formation of a
working <class; (3) thé state's assumption of direct
responsibility for some aspects of social welfare; (4)
the invention of institutions as means for sol§ing social
problems; and (5) the: :edéfinition of family. These
developments are intefwoven with the development of
school systemé. ‘

A distinétive form of democratic politics emerged
in America in the first half of the nineteenth century.
Four features of this form of Qemocratic politics are
especially important.\v These featufes are: (1) early
universal white male suffrage; (2) the formation of a
party system through which political activity was chan-

neled; (3) the mobilization of political activities in
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cities by local machines; and (4) widespread participa-
tion in politics. (Political participationL measured by
high rates of voter turnout.) - 'American public educaf'
tion aséumed its unique form partly because of the
coincidence of its birth with theworigins of this system
of democratic politics' koéormick, 1985; Katz, 1987, p;
7).

During the same time, urbanization, industrializa-
tion, and immigrétion reéhaped the society and the econo-
my. Out of this ségting came the formation of a working
class. There was a clear and critical femporal connec-
tion between social dévelopment‘and the creation of

public educational systéms._.

Alternative Systems Concepts

For American Education

Katz (1987) writes:

The early institutional history of
public education is not the story of
an inexorable march toward bureaucra-
cy. Rather, it is a. more complex and
more interesting tale of competition
among alternatives, each passionately
believed to be singularly appropriate
to America's policy and social struc-
ture....

The creation of institutions preoccu-
pied early nineteenth century
Americans. Whether they were building
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banks or railroads, political parties
or factories, hospitals or schools,
Americans confronted the inappropri-
ateness of traditional organizational
arrangements and their attempts to
find a suitable fit between the form
and context of social 1life stimulated
a prolonged national debate....y=t the
arguments of these practical men over
the external features of institutions
frequently represented a fundamental
clash of social values. The task of
appropriately arranging public activi-
ties formed an intimate part of the
larger task of building a nation, and

alternative proposals embodied differ-
ent priorities and aspirations for the
shape of American Society (p.24, 25).

- Katz identifies this early nineteenth cntury
debate as primarily centered around characteristics of
the structure of institutions. The primary structural
questions related to 'size, control, professionalism,
and finance and are similar to the questions under
current debate. Katz wfites:v

Each proposal concerning one of these
organizational characteristics rested
on social values which, though often
remain[ed] implicit, had enormous
emotional significance....at the same
time, values often explicitly en-
veloped the debate, especially when
proponents raised questions of organi-
zational purpose. And here the issue
most frequently contested became .the
degree of standardization desirable in
American institutional forms, behav-
ior, and cultural values (Katz, 1987,
p. 25).
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Four major organizatibnal models are identified by
Katz that competed in the first half of the nineteenth
century. These system modéls were‘found in the urban
areas but they eventually effected the organization of
schooling nationally. The models are: paternalistic
voluntarism, democratic localism; corporate voluntarism
and incipient bureaucracy.‘ “Réal and fully developed
examples of eéch existed, but ‘most organizations had
features of more than one model, although usually one
feature dominated and defined them" (Katz, 1987, p. 24).

A description of each of the models follows:

Paternalistic Voluntarism

The purpose of the paradigm of paternalistic volun-
tarism in educational organization was to provide educa-
tion opportunities to the poor children that did not
receive an education throﬁgh,a religious soéiety. The New
York Free School Society in 1805, offered péor children
literacy and morality.

By 1825, tﬁe Society‘had reversed its goals and
then‘argued it was inappropriate‘fof a republican insti-

tution to allow any portion of public money to be spent
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by the clergy for the support of sectarian education.?3

The Society became convipced for a need to establish one
nonsectarién educétional\agency for the city"to prevent
strife and jealously while preserving harﬁony.

Parental dissatisfaction and a generally low quali-
ty of private schools bolstered the Society's desire for
a major reorganization of education in New York City.
The Society became the New York Public School Society.
The legislature gave the Sociefy the responsibility of
disbursing virtually the entire public monies for elemen-
tary educatién in New York City. | |

Voluntarism was the underpinning of organization
for both phaseé)in the histor§ of the Society. The
schools were administered by an unpaid self-perpetuating
board of citizens. The boaré members sought to contrib-
ute to the benefit of humankind but would not participate
in politics. Voluntarism rested on the honesty and zeal
of talehted amateﬁrs. They denoﬁnced the neéd for elabo-
rate organization, state control or a professional staff.

Voluntarism was a class system of educatioh that
provided a means for oné class to civilize another class.

Thereby society would be ensured to remain tolerable,

3. [Katz (1987) proposes two reasons for the reversal: (1) alleged
nisappropriation of educational funds and (2) interdenominational
bickering.
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orderly and safe. The Society not only provided schools
for the children but also instructed parents in the
virtues of the values of the dominate)social class.

The Sociefy offered mass gducatioﬁ in well-ordered
groups using the monitorial‘systeﬁ. Children were taught
using mechanistic drills for pedagogy. Shame enforced
discipline. ‘Désirable working class traits were implicit
in the pedagogical afrangement. Students were to be
alert, obedient, and attuned to discipline through group
sanctions. ‘Competition within the school setting insured
noncohesiveness among the children and prevented the
formatian of a threatehingkclass force. Thé system was
not designed for the children of the members of the
Society nor for their friends. Social order was the
agenda; achieved through thevsocialization of the poor
in cheap, mass schooling factories.

Three defects are identified by the critics of
paternalistic voluntarism. These defects are: (1) The
system delegated to a private agency an important func-
tion of government. There was no direct or immediate
responsibilify‘to tﬁe people. \Thé ;ystem was undemocrat-
ic by violating the basic democratic principle of self

determination. (2) The syétem\ was not voluntary in
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the fullest of the meaning, because it assumed exclu-
sive control of childreprithout parental participation.
(3) Paternalistic voluntarism ignored the variety of
American life by imposing culturalJbias upon a diverse
citizenry."This criticism was often obséfﬁed in reli-
gious differences, but reflects larger cultural differ-
ences of which religious differences are a symptom.

This dilemma attests to the*culture sensitivity of
schools that touch areas 6f irreconcilable differences.
This is especialiy frue Qith religious differences. An
inverse relationship.results between the size of the
school system and the déQree‘of satisfactionvpossible for
the clientele. Critics argued that country school dis-
tricts had the advantage' of felatively homogeneous groups
that could control and shapé the local schools to reflect
preferences. iBecause of the scale of the New York City
opefations, the various puﬁliés could never beksatis-
fied. This defect is nét systeﬁic to the fublic School
System but is 'necesSarin’inherent in every form of
organization which places under one control large masses
of discordant materials,‘which from fhé nature of things,
cannot submit to any control' (Bourne, 1974; Katz, 1987,
p. 30).

Through organizations like the New York Public

School Society free education, public education and the
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monitorial system all became ideﬁtified with lower socio-
economic class education.  This is eQident when, in the
1820s, a monitorial school forrchildfen of all classes
was opened in New Jersey and failed. Attempts to disso-
ciate pubiic and pauper education continuedvto fail, and
a call for radical reorganzafion was reqognized as

necessary to escape the legacy of patérné;istic volun-
tarism. It was hoped that rédical organizational changes
would remove the\conceptioﬁ of public education as pauper
education. Reorganization seemed necessary to provide
an education for the children of proud parents with

limited economic means (Katz, 1987).
Democratic Localism

The first alternative was democratic localism. The
sponsors sougbt to adapt an organizational form found in
rural areas to the city. The rufél‘éoncept operated
schools by 1local districts where the control of educa-
tion remained with the locél people. Proponents envi-
sioned a simple remedy of making each political ward of
the city an independent school distfict. Nothing in this
plan prevented a district with a Catholic majority from
hiring cCatholic tegchers or choosing textbooks that

reflected their religious beliefs.



77

Orestes Brownson formaiized the concept of demo-
cratic localism with a ‘theory of governance for American
society.

According to Brownson the individual
State, as well as the Union, should be
_a confederacy of distinct communities,
'in which each vital interest remained
within the smallest possible unit.
The smallest of these units would
be the district, which should always
be of a size sufficient to maintain a
Grammar School.' In education the
district should remain always 'para-
mount to the state,' and each individ-
ual school should be 'under . the
control of a community composed merely
of the number of families having
children in it.' Although Brownson
pointed out that education, 1like other
governmental affairs, would be 'more
efficient' in proportion to the degree
of ‘'control' by ‘'families specially
interested in it,' efficiency was not
his primary objective. Nor was it the
paramount concern of other democratic
localists who subordinated both effi-
ciency and organizational rationality
to an emphasis on responsiveness,
close public control, and local in-
volvement (Brownson, 1839; Katz, 1987,
pp. 33-34).

Democratic(localism was resistant to both paternal-
istic voluntarism and centralization in education. In
the resistance to bureaucracy, however, antiprofessional-
ism emerged as a strong point of contention for
democratic localism. Brownson and other localist were
hostile toward the establishment of Normal Schools.

They were concerned that schools would soon be denied
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employment of teachers not trained in the Normal
Schools. Democratic localist leaders scorned the idea of
professional instruction. for teachers. The attitude
was: 'Every person} who. has himself undergone a process
of instruction, must acquire, by the Very brocess, the
art of instructing others' (Dodge, 1840; Katz, 1987, p.
34).

The point of view held by the localist rested
primarily on a theory of the process of successful insti-
tutional innovatioﬁ and faith in people to choose wisely.
Katz, 1987, described the theory as follows:

The imposition of social change would
never work; changes in society, in
habits, and  in attitudes came only
from people themselves as they, halt-
ingly, but surely exercised their
innate common sense and intelligence.
By being left to their own devices, by
perhaps being encouraged, cajoled, and
softly educated, but not by being
forced, would the people become roused

© to the importance of universal educa-
tion and of the regular school attend-
ance of their children (p.35-36).

The proposal fpf urban education to be organized
using the concept of democratic localism flourished for
only a short fime. Katz (1987) suggests its failure for
urban education was predicted from the start. Proponents
ignored critical differences between rural and urban

contexts, and the possibilities of less than democratic

principles in giving free rein to all local majorifies.
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There was a lack of copgruence’between‘the intellectual
construct and a real situation. Inteilectually democratic
localism offered simple éxplanéﬁions and cures for feel-
ings of powerlessness ahd disloéation broduced by the
rapidly changing society of the 1830s and 1840s.

Though intellectually soft, democratic localism at
its best provided a "compelliﬁg‘alternative vision; it
embraced a broad and humanistic,éonception of education
as uncharacteristic of ninefeenth - or of twentieth

century schools and schoolmen"...(Katz, 1987, p. 37).
Corporate Voluntarism

The third model for a system of education was
corporate voluntarisﬁ.~ It Qas found primarily in second-
ary and higher education; academies and colleges.
Corporate voluntarism was combined ' with bureaucracy in
the early twentieth-century and; hésd remained the
fundamental organizational:  form of higher education.
The concept viewed schools as "inaividual corporations
operated by self perpetuating boards of trustees and
financed either wholly through endowments or through
a combination of endowment and tuition (sometimes with
help from the state)" (Katz, 1987, p. 37). Corporate

voluntarism was the social-welfare counterpart to the
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business corpofation, which began to control commercial
activity during the same eré.

The Norwich Free ‘Academy, established in 1856, is
the clearest examplé of a‘well financed, carefully
planned, and educationally progressive model of corpo-
rate voluntarism. The academy provided a practical
demonstration éf the virtues offered by endowment and
essentially private managément." Men of great wealth
were focusing)on education ané using endowments to 1lift
education out of politics{and'assure its competency.

The diétinct theme‘of corporate voluntarism was
"congruence befween the::flexibility of essentially
private institutions and che variability of American
conditions" (Katz, 1987,,p, 40). Proponents of corporate
voluntarism and democratiéllocalism assumed that educa-
tion systems ought to be wisely suited to the character
and coﬁditions'qf the peopie among whom they are intro-
duced.

Katz (1987) suggests the argument for corporate
voluntarism was in two parts. Fifst, literacy institu-
tions should be free from governméntal interferéncé.
This freedom was underscored by parental rights in
selection of their child's education. This right
enabled the -estabiishment of various types of academies

to suit varying preferences. The second argument
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related to the individuality of the American character

to the varied degree of civilization across the nation.

An education system was needed that "could reflect

"sensitivity

idiosyncrasies".

"and provide for personal and cultural

(p. 40). 'The academies were able to be

flexible. They accepted. a wide range of students,

charged

low tuitions, taught a broad array of subjects

and usually accepted women into their schools.

Corporate voluntarism seemed to combine the virtues

of paternalistic voluntarism and democratic. localism.

Katz (1987) describes the virtues as follows:

Without the stigma of lower-class
affiliation, it offered disinterested,
enlightened, and continuous management
that kept the operation of education
out of the rough:' and unpredictable
play of politics. At the same time,
by placing each institution under a
different administrative authority it
retained the limited scope essential
to institutional variety, flexibility,
and adaptation to local circumstances.
Moreover, this corporate mode of
control matched contemporary arrange-
ments for managing other forms of
public business. As states turned
mercantilist regulation of their
economies, their new liberal stance
identified public interest with unre-
stricted privileges of incorporation
and the removal of regulations govern-
ing economic activity. The argument
that autonomous, competing corpora-
tions, aided but not controlled by the
state, best served the public interest
extended easily from finance, trans-
portation, and manufacturing to educa-
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tion. Academies, .for instance...,
were educational corporations (p. 40-
41) . » o

The demise of corporate voluntarism as public
policy in secondary education beéan with the emergence of
a new definition of "public school." The new definition
viewed public school as being established by the public
and chiefly supported, bontrolled and accessible to the
public upon terms of equality, and without tuition
charges. It - became apparent that public educational
institutions 'would be financed by the community or
state and controlled by community or state officials.
"Both paternalistié and lcofporate voluntarism were

doomed" (Katz, 1987, p. 4i).

Incipient Bureaucracy

Incipient bureaucracy triumphed among the competing
organizational models. Accofding to Katz (1987), promot-
ers of this model perceived schools as the key agency
for improving the quality of city life. Schools were to
create an artificial family environment using female
teachers. ) This’environment was to diffuse the negative
aspects of poverty, crime, and immorality that were
present in urban and industrial areas.

Incipient bureaucracy is described by Katz (19875

as a carefully constructed system of education. Social
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change is viewed as flowing from the top-down with the
function of government to lead and educate. Schooling
was to be compulsory and supported with tax dollars.
Taxation represented a 'solemn com-
pact between the citizen and State!';
the citizen contributed in order to
protect his ‘'person' and secure his
'property'. The 'State compelling such
contributions, is under reciprocal
obligation' to compel .attendance at
schools. Thus compulsory education
became 'a duty to the taxpayer' (Board
of Public Charities of the State of
Pennsylvania, 1871; Katz, 1987, p.
51) 3 g \

Katz (1987) and Carnoy (1976) give much credit to
the professional educators for the adoption of the
incipient bureaucracy as the organizational model for
American Education. Horace Mann, Barnard and other first
generation urban'gducatipn leaders considered the goals
for education to be the uplifting of the quality of
public education by standardizing and systematizing the
structure and content of schools. Their‘plans called for
one centralized board of education.

To achieve the goal of centralization it was neces-
sary to Dbreak the hold the small'districts and school
teachers had over the schools. - The Massachusetts Board

of Education under the 1leadership of Mann, set about

their agenda by establishing and promoting public high
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schools with administration cutting across district

lines.

The reformeréhargued that the high
school promoted mobility, contributed
to economic growth and communal
wealth, and saved the towns from
'disintegrating into an immoral and
degenerate chaos' (Katz, 1970; Carnoy,
1976, p.124).

The reform movement began in the 1820s and contin-
ued into the 1880s and 90s.  The reformers were supported
by the bourgeoisie. The boﬁrgeoisie had the same vision
for society and the same solutions to the problems.4 The
high school was perceived to be the vehicle through which
industrial growth would be achieved. Industrial growth
would be fostered in the high schools by increasing
communal wealth and creating a skilled labor force that
replaced the apprenticeship.

The high school would simultaneously promote social
grpwthhby "civilizing the citizenry?\and providing
"guidance" to children from working—class families.
Therefore, the resulting centralization reforms were the

results of a majority consensus that was a symbol and

reality of the first major school reform in America.

4. The bourgeoisie helped Mann, but Mann also helped the bour-
geoisie. "Horace Mann helped push through the legislative bills
supporting and assisting railroad construction” (Katz 1970; Carnoy
1976 p. 152).
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This reform effort represented a victory for the profes-
sional educators and the industrialists over the local
power sﬁructures whicﬁ had their support based in the
rural areas and the wards of larger towns. The reform-
ers, through the establishment of the high school, effec-
tively imposed their views of what Masééchusetts and the
rest of the. industrial North would be 1like in the coming
generations.

As other states industrialized and urbanized, they,
too, developed high schéols; "The high school accompanied
the need to cémbat the‘ééstruction of preindustrial,
agrarian social struéturgs by large-scale capitalist
enterprise" (Cérnoy, 1976, p.125); The reformers had
promised that the high school would promote social mobil-
ity and civilized commﬁnifies. It did neither. It
exacerbated divisions in the community by‘serving the
prosperous and failed to overcome problems of poverty and
crime which plagued industrial towns (Carnoy, 1976).

The force of professionalism that had. its impetus
in this initial reform efforts is identified by‘Kirst
(1984) as having a very powerful and endufing infiuence
on the organization of the structure and pedagogy of
American education. ‘The establishment and growth of
professionalism standards for administration, curriculum,

testing and other elements essential to the system were
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drawn together during the final decades of the last cen-

tury.

industrial corporate organizational model that were

Kirst Comments:

Experience drawn from the testing of a
jumble of ideas, ideas transmitted
through new professional journals and
new training for the emergent profes-

sion, did far more than the political

system or the common school movement
to impose a striking uniformity of
American instructional practices. In
this movement toward centralization,
the value of pragmatism played a large
part, together with a closely associ-
ated value in efficiency. (Kirst,
1984, p.31).

Professional educators were drawn to the large

rapidly emerging in the turn of the century economy.

During the‘period frpm\aboﬁt 1910-1930, conservative
progressives were in vogﬁe and their agenda which inclua-
ed efficiency and managémént by "experts" was appealing
to educators.
ent, coﬁparable to that of the planfvmaﬁager, was sup-

posed to overcome the

school board subcommittees.

This sensitivity toward efficiency is
attributed to superintendent's suscep-
tibility to the strength of "business
ideology" in American society during

this period and to the extreme weak-.

ness and vulnerability of school men
[in that era.] School superintendents
must, if they did nothing else, appear
to be forward looking, change orient-
ed, and knowledgeable about good

The centralized power of the superintend-

tangles and inefficiencies of
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educational and managerial practice
(Callahan, 1962; Winpelberg and
Ginsberg, 1985, pt197).

The appeal of the industrial model was reinforced
by the social class and status of fﬁe £eformers. The
financial and professioﬁal leaders who deplored the
politics and inefficiency of the decentralized ward
system had another reason‘fqr disliking that system. The
system empowered members of the lower and lower-middle
classes, many of whom were recent working-class immi-
grants. Reformers wantedzﬂnot simply to replace bad men
with good; they‘prdposed to change the occupational and
class origins of the decision-makers" (Kirst, 1984,
p.33).

These changes resulted in professional managerial
board members. The board delegated many of their formal
powers to prdfeséionals in education. Thus, educators
had the discretion to shape schools, and they did. They
shaped schools to meet the needs of an‘industfial society
as defined by the prosperous, native-born, Protestant
Anglo-Saxons. The results were a consensus on school
5

policy and'a‘limitéd set of functions for schools.

This board was desirable, yet politically difficult,

5. The policy did not reflect American pluralism. Only 16 percent
of the population graduated from high school in 1920.
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therefore, the reformers developed an interim measure.
They established high schools -to control the content of
grammar school instruction and modify local autonomy
through entrance requirements.

With the development of the bureaucratic model
education content presented‘a two-fold pfoblem. There
was the need to honor "minority sensibilities while
inculcating the norms requisite for upright and orderly
social 1iving"“(Katz, 1985, p.46). Schools were pro-
claimed religiously and politically neutral in order to
avoid minority conflict. \Yet schools did not become
neutral. Protestantism continued to be involved in
common education. |

"The class bias of edﬁcation was as pervasive as
its tepid Protestant tone" (p.46). Mid-Victorian moral
and culture values permeated textbooks and educational
oﬁjectives. Sublimation became:one goal of public educa-
tion. éhildren were to learn 'fhat pfesent self-denial
is the price at whiqh future good is often to be obtained
and that present suffering and toil are rewarded by
subsequent enjoyment' (Original source not identified,
1851; Katz, 1987, p. 46). Yet, schoolmen thought they
were promoting a neutral and classless education.
Educators were unwilling to examine cultural biases

inherent in their educational concepts and activities.
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Cultural bias was not inéidental to the standardization
and administrative rationalization of the bureaucratic
model. 4

The rejection of democratic 1localism was only
partially aimed at inefficigncy and the/violation of
parental ﬁrerogative. It stemmed equally from a fear of
the cultural divisivenesg inhérent in the increasing
religious and ethnic variety of'American life. "Cultural
homogenization played counterpoint to administrative
rationality. Bureaucracy was inténded to standardize far
more than the conduct of public life..." (Katz, 1987, p.
48) . Common eaucatioﬁ wés to forge social unity by
eradicating cultural distinctiveness. Cultural differ-
ence implied inferiority,:and inferior was how school-
men perceived lower—ciass children.

During the antebellum period of incipient bureauc-
racy, proposals for classroom conduct and reform
pedagogy were not, as one might expect, mechanistic.
The reformers called for a éofter pedagogy that reduced
interpersonai competition and cofporal pqnishment. They
called for the T"arousal of interest, affection for the
teacher and the internalization of a desire to learn...

(Katz, 1987, p. 49).
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The bureaucratic reformers had one other crucial
concept that was different from the traditional bureau-
crats. They did not adopt the bureaucratic ideal of
personality. The model for the educational administrator
comes from evangelical religion, not business or the
military. Katz (1987) writes:

It was not by accident mid-century
reform was called, even at the time,
the educational revival. It was to be
a secular evangelism. To Horace Mann,
educational reform was not a task or
merely a necessity; it was - and this
word permeates his published and
unpublished writings - a 'cause'....
Not only were the impulse and  the
language:  evangelical, so was the
style. For these educational revival-
ists saw their mission as converting
the populace, if need be town by town,
to the cause of salvation through the
common school....The educational revi-
valists retained 'from their religious
counterparts the evangelical ideal of
a moral and spiritual regeneration of
American society through the moral and
spiritual regeneration of individual
personalities. This goal lay at the
center of the new soft, child-centered
pedagogy. It .was to be a pedagogy
that recognized the sterility and even
the danger of purely cold and intel-
lectual education....Like evangelical
religion, education had to awaken and
shape the affective side of personali-
ty by delicately stimulating and
cultivating the emotions (p. 50).

Katz's systems models of educational organization
provide an enlightening historical perspective regarding

the history of competing views of how best to structure
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public education. The concept of education becoming
structured systems is rooted iﬁ nineteenth century and
urban education. The structure of eduéétion, as we know
education in the 1980s, is fostered by the conflicting
values that are problematic with the four educational
models systemszKatz presents. The change within the
structure of education has not altered significantly
since the general adoption of the incipient bureaucracy
model, but reform efforts continue to reflect certain
elements’of other models. Tﬁe bureaucratic model is also
referred toxﬁy,numerous‘bther names. Functional, norma-
tive, positivist, rational, etc. are also labels for this
predominant organizational model of American education.

Changes in éducatioh'or educatiénal reform in
American education has been within the given structure of
systematic education. This is the essence of continuity
in Americ;n education 6ver the last centﬁry. Certain
features of public education have been firmly fixed in
the concept of public schooling.

Educational structure is more than a form of
organization; it is the crystallization of ﬁarficular
values and éommunicates particular norms. The learning
of the values and norms of the organizaﬁional structure

takes priority to the 1learning of skills. American
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education has inherited the values and norms of educa-
tion being: "universal, 'tax-supported, free, compulsory,
bureaucratically arranged, class-biased and racist"
(Katz, 1971, p. 106).

Much of what American education is and is not is
related to education as,a\weli organized bureaucratic
system. Puhlic education in all rogions of our nation is
very similar in philosophy, organization, presentation,
and evaluation. Even though each child experiences
education uniquely, all children. are presented with
basically the séme modol‘or concept of public schooling.
Thus, many of the virfuos} and problems of American
public education and the reform movement ’of the 1980s
is bound with educatiohﬁ as a well structured bureaucra-
cy and roofed in our hiétorj.

Early Reform Reports. There were numerous commit-

tee and commission reform reports begihning in the 1830s
and continuing over the next four decades that not
only contributed to the dominant organihational model
‘for education, but also the rationa; curriculum that
still dominates public eduoation. (See the American
Annals of Education and Institutions, 1831; National
Convention for the Promotion of Education in the United
States, 1840; Convention of the Friends of Public Educa-

tion, 1849; Brooks, 1864). The recommendations from
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these and other similar committees supported making
schools more efficient,énd’more effective. This era was
of nascent social science and the call was for efficient,
rational modes of organization. |

Such a rational order called for graded classrooms,
supervision of the faculgy by principal teachers, a
common curriculum offered in all schools within a state,
and hierarchicélly arranged roles and functions of
school personnel. Teachers were to be appropriately
trained and familiar with pedagogical methods and materi-
als that had beeﬁ proven to be successful. The effec-
tive schools were those where students mastered the
common curriculum. The social benefits of effective
schools depended on the availability of the school to all
children (Slafer and Warren, 1985).

The Committee 6f Ten\on Secdnaary School Studies
1893, is the best;known educational report of the nine-
~ teenth century. It was established by the National
Educational Association and chaired by Charles W. Eliot,
President of Harvard Univeréify.‘ Slater and Warren cite
Edson, 1983, for pointing out the striking similarities
between the proposals of the Committee of Ten and propos?
als of the 1983 report of the National Commission on

Excellence in Education.
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Recémmendation from the Committee of Ten proposed
that high schools follqw'an enrichedfcurriculum of basic .
studies, including four years each of English and for-.
eign language; and three years each of science, mathe-
matics, and history or social studieé. As proposed in
1983, all students were to cémplete a common course of
study. 'Every subject which is taught...should be faught
in the same way and to the same extent to every pupil so
long as he pursues it, no matter what the probable desti-
nation of the pupil may be, or at what point his educa-
tion is to cease' (Edson, 1983; Slater and Warren,
1985, p.122). |

The Committee of‘Ten:were offering a nineteenth
century version of thé effective school. The inclusive-
ness of Eliot's éffecfiye‘high séhool was inclusive only
to the extent that all students could compete academical-
ly with the brightest of students. The 1980's version of
this concept is offered in a different historical context
by opposing heavy investmenf in the education of groups
of students that may ' have limited potential. Both.
proposéls have sﬁrvival ideology as key components to
their vision of public education. |

Eliot's and the Committee of Ten's recommenda-

tions concerning the purpose of education were not
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enacted.k They were swept aside by the changing demo-
graphics of the American high school, the forces of new"
job market conditions and progressive educators seeking
to renew schools by making them more responsive to di-
verse populations won out. High schools became’populaf’
institutions rather than e;iteL The views of Eliot and
his peers did not prevail in making high school elitist
in purpose, but the Committee of Ten did contribute to
the triumphant bureaucratic organization structure
(Slater and Warrén, 1985) .

The common séhool movement prevailed in that reform
era. John Dewey in 1895 "observed that the high school
must, on the one hand, sérve as a connecting link between
the lower grades and the dollege, and it must, upon the
other, serve not as a steppingstone, but as a fihal stage
for those directly entering the life of the society."
(Dewey, 1895; James and Tyéck, 1983, p.402). The impact
of the current reform recommendations and mandates will
be judged by how the changes hold up over time (Presseis-
en, 1985) and Awho bgnefits anq who does not benefit
from the impact of current reform efforts (Dobson, Dobson

and Koetting, 1983).
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Summary

In this»chapter,ithe researcher has presented an
over-view of the complexity of‘the hietory and issues
involved in education reform. The focus for the review
has been on the revisionist and critical historical
interpretations of educatien reform in American educa-
tion. The intent was to situate current reform efforts
in historical context. |

The researcher examined the use and value of com-
mission reports in'education. First, second, and addi-
tional reform wave agendas were discussed. \Much emphasis
was placed on the role p;ayed by the commission feport A
Nation at Risk in setting‘the parameters for the educa-
tion reform debate for the 1980s. The differences and
similarities, among the reform waves were examined in-
depth. '

The strﬁcturing of American education into systems
of education was also reviewed. Katz's (1987) research
presents an interpretation of historical events that
provide insight into how American education became such. a
subsuming bureaucratic system for educating our children.
Three other concepts that were possibilities were also

reviewed.
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The intent of this chapter has been to historically
situaté for the reader the‘realiﬁiéé‘of the teachers that
participaterin this study. One of the assumptions for
this study is’that to better understand the pfesent human
condition, one can do this best by examining the histori-
cal influence on the present qbndition. It is to this
end that this chapter has béén written.

In the next chapter the review of literature
continues. The focqs movgé’away from the history of
educational reform. Chapter III is a review of litera-
ture regarding the views and visions of classroom teach-

ers.



CHAPTER III

TEACHERS SPEAK ON TEACHING

AND REFORM ISSUES.
Introduction

No one stands over the surgeon at the
operating table with instructions to
cut a little to the left or to the
right....Unfortunately, professional-
ism for teachers is still not a ques-
tion of the right or wrong thing to do
but, rather, of who has the power to
tell whom what to do (Shanker, 1985;
Wangberg, 1987, p.80).

The following articles and dissertations were
reviewed to preSent aﬂrepfeSentation of literature di-
rected specifically toward the voices of teachers in

relation to teaching and related reform issues.
Voices of Teachers

Barth (1985) expressed astonishment at how silent
teachers have generally been in relation to the signifi-
cant proposals being considered and often legislated
during the current reform movement. He comments:

It's astonishing to me that the voices
of teachers and principals are not
more audible in the current discus-

sions and debates about school im-
provement. It's unthinkable that any

98
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other profession, undergoing the same
scrutiny, would allow all the descrip-
tions of practice, analysis of prac-
tice, and prescriptions for improving
practlce to come from -outsiders look-
ing in. Where are the voices of the
insiders? Why can't we walk into a
school and see and hear the mission of
that school conveyed with clarity and
conviction?....What will allow teach-
ers and administrators to take their

own visions seriously - and act on
then? (Barth, 1985; Dombart, 1985,
po71)o ' !

Dombart (1985), a classroom teacher, responded to
Barth by affirming that;élassroom teachers do have a
vision for education, but agreed that the voices of
teachers are nop“being heérd. It is the visioﬁs of
university or foundation-based researchers that are
reported. The gap ex1sts not because teachers have no
insights to share "but because they are too busy creating
learning centers or grading essays and because publishing
brings no reward to the public school tedchér" (Dombart,
1985, p.71).

Harry N. Chandler (1983); also a classroom teacher,
brought to education, then expressed concern for issues
‘ignored by the Commission, and yet, acquiesced to the
agenda. Mr. Chandler wrote:

The Commission chooses to ignore one

fact that teachers cannot forget: We
are members of a larger society, and,



although we like to think that we have
great influence on student - and,
through them, on " U.S. culture - we
face stiff competition for children's
time and attention. But we teacher
will try to implement as many of the
Commission's recommendations as we
can, since A Nation at Risk reflects
the mood of the country and we teach-
ers are experts at responding to the
country's mood. 1Indeed, we teachers
will have to change, because educa-
tional philosophy in: the U.S. (what
little we know of it) is so fragmented
that we have no shared professional
ideal with which to stave off even the
most idiotic suggestions for reform;
because educational psychology (what
little we understand of it) is so at
odds in its findings that we have no
proven methodology to fall back on in
the face of attacks; and because our
own craft (carried out independently
in isolated cubicles) has given us few
strong bonds beyond our unions, which
are too absorbed :in internecine war-
fare to defend us.

Therefore, we will try to change, even
though by robbing Peter to pay all we
will end up weakening education in
other disciplines or at other grade
levels. We will once again rush

headlong into ill-conceived but widely

‘advertised innovations that will hang
like millstones from’'.the curriculum
long after the Commission and its
report have been forgotten. Because
we are teachers and we really -do want
to teach well, we will also spend long
hours in stuffy rooms with stuffy
committees trying to decide whether we
have done what is best (Chandler,
1983, p.182). ’

100



101
ResearchlSurveYs and Studies
National Reform Issues Surveyed

This research is coupied with the line of question-

ing found in the Carnegie Foundation for the Advancement

"of Teaching study, Report gg;g~§g School)Reform{ The
Teachers §pégg f1988). Iﬁ thé’1988‘Carnegie Study, more
than 13,500 teaqheré were sufvé&edlto find out how they
evaluated school:reform efforts. The framewbrk for the '
1988 study was the earlier 1983 éarnegie étﬁdy that
proposed a significaﬁtjnumber of reforms. The majority
of teachers that responded to the survey Qraded the
national push for schoél reform with a "C" or less. "A

close examination of all data covering a wide range or

issues - from school goalsjto the wofking conditions of
‘teachers - reveals a mixed report card"r(cdrnegie, 1988,
p.-1).

During this reform period in American education,
the majority of teachers survéyedibelieve that there is a-
 growing consensus about school goals; the leadership role
of the principal has been strengthened; many students
show improvement in achievement level; and a significant
partnership with business and universities has been

launched. Much more is being required of students in

v
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academic units and testing. The Carnegie)report con-'
cludes more must be done to-pfomote thinking creatively.

Nationally, teachers salaries havé‘improved and so
has in-service education. Yet, "half of the teachers
[surveyed] believe thét, overail, morale within the
professional has substantiglly,declihed since 1983"
(Carnegie, 1988, p.1l1). The Carnegie survey reflects
teacher disenchantment in sﬁite of significant reform
efforts. (See Appendig A for informatién regarding
research methodology,;questions and quantitative
results.)

In May, 1984, the‘Eduéational Research Service
conducted an educator opinion poll. Their survey was
directed toward six recommendations that were being
discussed or implemented across the nation. Teacher and
principals supported career ladders that paid higher
salaries to teachers who assumed additiohél responsibili-
ties. Fewer teachers and principalé{supported incentive
pay for performance criteria. Yet, 50.8 perceht of the
teachers and 67.1 percent of principals did suéport the
concept of incehtivé pay.

Teachers énd principals aiso agreed that feachers
should be tested in methods and subject area content
before certification. Teachers split evenly on their

opinions concerning the testing of experienced teachers,
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while six in ten principalé\suppdfted the recommendation.
Less £han one-fourth of the teachers and principals
supported paying teachers in areas of critical supply
higher salaries.

A survey of 1,789 eleméntary}aﬁd secondary teachers
was conducted by Bacharach and other (1986). The purpose
for their research was to gésess the degree to which four
factors - job resources, decision making, communication
with building llevel adminiétrators, and correlates of.
teacher satisfaétioﬁ and career commitmenf'— affected the
teachers' professional perfdrmance. |

The researchérs believed the message this report
conveys is clear. Our naﬁion must be willing to do
something about échéal workinébcoﬁditions or Qe will maké‘
little progress toward meaningful educational reform.
"Reformé thét seek to motivate teachers. to perform better
addressed the wrong issues; ' We must allow teachers to
reach their potential by first removing the barriers to
the‘effective performance of their job" (Bécharéch, 1986,

p.80).

National and State Reform Issues Surveyed

The effect of recent reform legislation on teachers

in Texas was studied by Bahler and Roeback (1987).
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Teachers' self-image, job satiSfaetion, emotional support
in work setting and student attainment of learning goals,
all registered a significant decrease sinqe the implemen-
tation of reform legislation in North Central Texas. The
testing of teachers and’procedures for career ladder
advancemen£>were perceived by the teachers as the most
harmful of the fifteen reform elements identified.

Frank Lutz and James Madderala (1988) have also
investigated the views of Texas teachere concerning
teacher burnouf as relafed to reform. These researchers
meiled questionnaireskrb 3,000 Texas educators seeking
information that would describe the effects of certain
Texas education reform policies and teacher burnout. The
focus was on determining the effect of mandated teacher-
required paperwork and stuaent achieveﬁent testing on
teacher burnout. The resultsrof the stqdy indicated
that: (1) paperwork was a factor in teacher bﬁrnout in
Texas; (2) educators were not totally opposed to the
mandated testing ef students, but that teacher were
concerned. about the misuses of tésting;\and (3)
mandated .pateéting and the associated paperwork. may
reduce teaching effectiveness and contribute to teacher
burnout.

In 1987, the New Jersey Education Association

conducted a telephone survey of their memberéhip to
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‘identify»problemé affecting'ﬁheleduca?ion‘of children in
the urban districts of Néw Jersey and to seek recommenda-
tions for imp;ovement. The sfudy identified the
following major problems: (1) large class size; (2) no
reasonablewlimits on the numBer of students with special
needs placed in regular claés;ooms; (3) inadequéte nuﬁber
of éuidanceicounselors, supstitute teacheﬁs and class-
rooms; lack of‘support froﬁ parents for teachers' ef-
forts; (5) large nuﬁber of "students from problem homer
environments with lack of basic skills; (6) high failure
rate of students on standardized tests; and (7) frequency

of student absenteeism. B
A Curriculum Issue

Bullough, et al. (i982) interviewed twenty teachers
from a speciﬁic schoqlfdistricfvas to théir:perqeptibns
of a new curriculum manageﬁent éYstem. ‘They asked the-
teacher to sharéhhow the system had affected their teach-
ing. The researchers studiéd the teachers' respoﬁses
looking fdr indications of alienéti&n"or non-alienation.
The theme that ran through what the teachers had to say
about the curriculum management system

is that they do not want to decide
about goals - instructional or larger

- they do not want to engage in
normative struggles. Partly this
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occurs because the teachers do not
feel they are knowledgeable enough to
do this. They take it .as right,
proper, and desirable that these
decisions are to be made by others, by
experts removed from the clasroom
teacher...from the teachers' perspec-
tive the only serlousKlssue-is the |
technical one of methodology. If
teachers think they are free to choose
methods of presenting materials they
seem to think of themselves as exer-
cising optimum freedom of choice....
Because teachers do not reflect on the
goals of education at .any level, from
the classroom to the unlver51ty...they
do not realize that dictation of goals
or ends necessarily creates limita--
tions on means, on the beloved methods -
of teachlng (Bullough, et al., 1982,
pP-137).

In-Service Education

In-service teacher‘e&pcation has received much
attention in the referm’mevement. Glassberg (1981)
reported that Joyce, ﬂowey and)Yargerfs’(1976).massive
>pational'review~of in—service‘teacher'education found
such programs to be "weak, 1mpoverlshed and relative
failures. In-service programs typlcally expose teachers
to new ideas or teachlng'strategles through lectures,
courses or skill developmenﬁ workshops. The results are
episodic and largely ineffective" (Glassberg,v1981, p.59-t
1 60). ‘

The researcher further reviewed two dissertations

and one national survey concerning the views of teachers
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in regafd to continuing or in-sérviqe education. M.
Uhlich (1985) used a questionnaire to determine the
perceptions of New York Public'ScHoo; teachers with
regard to staff developﬁent pfactices\in the district
where they work. Uhlich sdught the opinions of feachers
in relation to the value of "what exists" versus what
"should exist" in 'staff development. \

The findings of Uhlich's regearcn point to the
conclusions that the sﬁrveyed teachers view their present
staff development programs as ineffective and lacking
benefit for their professional growth. The teachers
overwhelmingly supported a research base program such as
Readiness, Planning, Training, Implementation, and Main-
tenance (RéTIM) Mpdel of school-based staff development
(Wood and Thompson, et al., 1981;. Uhlich, 1985).
<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>