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| 0m deeply indebted to the thousands of
with whom taught me most of whatos in t
brother, Howardwhose arguments constantly forced me to defend and

clarify my ideas.
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Innddncocchuct I on

Amer i can e dpto thd chatlemge.i Theevitlence is inescapable.
Millions of kids walk away from school l ong
Millions more stay but disengage. Half of those entering the teaching profession soon
abandon it. Administrators play mualchairs. Barbed wire surrounds many schools, and
police patrol hallways. School bond levies usually fail. Superficialkfaud ideas
resurrected with new nan@@£ome and go with depressing regularity. Think tanks crank
out millions of words of ignored atbe, and foundations spend billions to promote
seemingly sound ideas that make little or no differe@sera halttrillion dollars a year
is invested in education, but most adults remember little and make practical use of even
less of what they once leged in thousands of hours of instruction.

Congress and state legislatures bring market forces to bear, certain that the
rewards and penalties of competition will work the wonders in education they sometimes
work in business, and nothing of consequenc@é&ag Charter schools are formed to
promote innovations, but if the merit of those innovations is judged by scores on
corporately produced standardized teste innovations are inconsequential. Municipal
governments take oveaifing schools or hand them off to corporations, producing results
SO poor that statistical games must usually be played to justify contract renewals.
Stringent standardare put in place, and testsyed to them are so highakes that failure
may shut down whole schools, end teaching careers, and permanently affect the life
chances of the young. But performance stays flat.

Cut through the hype and the ideoledyy i ven pol i ti cal rhetoric
decade after deda, institutional performance nationwide changes little. Even schools
considered models and pointed to with pdidgpscale, beautiful, webtaffed, shipping
high percentages of their graduates off to the Ivy Led@end most students on their
ways with taént and abilities unidentified or undevelopé&gwgraduate with their
natural love of learning enhanced or even intact.

Perhaps most damning of all is the fact that the human need to understand, to
know, to make sense of the world, is one of the mosepol of all human dries, but
t he i nst i ¢treatedtonmmestthat de@p/heman need would close their doors if it
werenodt for mandatory attendance | aws, soci a
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The static state oflargepestframadadusetos chool s st
understand a process sometimes cdliestitutionalizatio and its implicatios for
what 0s Ineducatndpthe ur ri cul um i s where the rubber
poor, the education withe poor. No matter state or national standardsnatter the level
of rigor, no matter the toughness of tests, teacher skill, school size, market forces
imposed, length of school day or year, parental support, design or conditiotdofds)i
generosity of budget, sophistication of technology, administrator wisdom, or enthusiasm
of students. A school can be no better than its curriculum allows it to be, and the process
of institutionalization, neither understood nor addrésassureshaat year after yedhe
traditional mathsciencesocial studiedanguage arts curriculum will become more
dysfunctional.

The processf institutionalizationoccurs in stagedeautifullyexplaed and
elaborated by the latgarroll Quigleyin his 1961Macmillanbook, The Evolution of
Civilizations

Stage One:A society has challengésprotecting itself from enemies, caring for
the sick, obtaining food, maintairg publicorder. To address the challenges,
organizations are formédarmies, hospitals, police forces, schools, and goamd
effective problenrsolving policies and procedures are adopted.

Stage Two:Social change gradually alters the nature of the prabtem
organizations were created to sadva different kind of enemy threatens, a plague of
unknown cause strikes, onpeoductive soil wears out. As the problems change, the
policies and procedures that worked well in Stage One gradually become less appropriate
andefficient.

Stage Three:Eventually, the inadequacy of the original probisaiving
approaches becomes too obvious to ignore. Fingers of blame are then pointed at those in
the problemsolving organization. More rigorous standaads impsed. Supevisory
staffs are enlarged. Policy and procedures manuals grow fatter. Penalties for poor
performance grow harsher.

Stage Four:Because the basic problénfailure to monitor change and adapt to
itd remains unaddressed, the situation becomes mm@reRkadhg, authorities tighten
procedural screwshen tighten them agaiA kind of Catch22 dynamic takes over, a
variation of,iThe beatings will continue until morale improves.

Stage Five:The organization disintegrates or becomes irrelevant. fbe o
effective problensolving policies and procedures either disappear or become
meaningless rituals.

Education in America illustratake first four stages of the five@agepattern. In
the colonial era, thbasic educational challenge and the curricuddigned beautifully.
The task was to maintain the way of life of a society made up mostly of farmers and
craftspeople, a challenge met primarily by modeling. The young grew up immersed in the
real world, watching and working with family and neighbors,Heay when to plant and

e
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harvest, what to do for a sick horse, how to milk a cow, make clothes, build structures.
Apprenticeships passed along more specialized knowledge and skills.

After the Civil War, the factory system, urbanization, concentrated weaith,
floods of immigrants changed the task of educating. Building and maintaining railroads,
banks, factories, and other giant enterprises called for a few thinkers and many doers. To
meet the new challenge, a system of mass education was putin placd. tét ser ve t h
small leadership class very well, but fis#t down, shut up, listen to the teacher,
remember the answers, stand up and line up when the bed raggsien was
appropriate for the millions headed for repetitive manual labor. Again, tivatazhal
problem and the solution aligned well enough to keep the process of institutionalization
in check.

In the 1890s, very few students attended college, but those who did presented a
problem. They came from secondary salkavhere, in total, about 40 different subjects
were taught, and college admissions officers didn't know how to compare their academic
records. The situation, prominent educators felt, called for standardizing high school
instructional programs, and a taran committee of school administrataras appointed
by the National Education Association to undertake the task. They submitted their report
in 1892, and the following year their recommendations began to be adopted across
America, locking in the pattern in neaniversal use today.

Big mistale. Change is in the nature of things, and in order to survive, societies
must adapt. As the 20th Century unfolded, America changed. Work became more
specialized and completernational industrial competition increased, corporations
grew larger, more imgrsonal, and less attached to nation states. Jobs requiring physical
labor steadily declined in number, consumerism took off, anresiag standard of living
came to be considered a right, and the Cold War generated a vague, pervasive sense of
uneasiness

Americachanged, but education in general, and the curriculum in particular,
di dndt . I't needed to explain a radically dif
intellectual equipment to make sense of it, and it failed to do so.

Enter Stage Three,eh Four, where we now are. Boredom, passive resistance,
truancy, classroom disorder, dropouts, teacher turnover, an explosion of home schooling,
an electorate Hequipped to maintain a democracy, and all the other problems with public
education cited inhte professional literature and in mainstream media are obvious
indicators of institutional failure, of old problesolving procedures failing to adequately
address new realities.

So screws are tightened. Trust in teacher competence and professionalism
disgpears, their experience, judgment, and firsthand knowledge replaced by ham

handed, toml o wn, bur eaucratic attempts to monitor
with a vengeance. Politicians get campaign mileage from sldgarS§t andar ds ! o
AAccountoabiiNloi texcuses! 0 School days and year .

outlawed, recess and nap times eliminated, Advanced Placement courses installed, then
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moved to lower grade levels. Educational administrators thought to be talefantii t h e

soft bigotry of | ow expectations, 0 are repla
retired military officers. Payor-performance schemes are put in place. The message:

Screws will continue to be tightened until test scores improve.

Thefingg s of Dbl ame point in the wrong direct
suffering from a fipeoppoblenprbobl Bmor ®ucufromub
putin place in 1893 and stillinnearni ver sal us elsandolleges, cads scho

preoccupied with covering the material in school subjects and courses, have lost sight of
the bottomline reason for educating: helping learners make more sense of experience.

More than twenty years ago, in a book published by the State University of New
York Press tittedVh at 6 s Wo r tShlecting, &rgamizimg,gafid Integrating
Knowledge) argued that the general education curriculum wasaamable, indeed, that
the familiardo Awagmredtcurradlcluy uan gener al educat
random mix of specialized school subjects that ignored the integrated, mutually
supportive nature of knowledge. Thewmrot ent coul dndét be made t o i
intellectually manageable way, and as a consequence information was being dumped on
learners in amounts far beyond their ability to cope. Even those with the highest scores

on standardized testse r e n6t really | earning, were mer el
termmemory ong enough to pencil i n the fArighto o
Il n the years since the SUNY book was publ
moved from institutioalizatod s St age 3 to Stage 4 and 5. Pr
been shoved aside, replaced in policymaking positions by leaders of business and
industry working through politiciaoamsm. Ther ebo
general or the curriculum in particular, the new leaders believe. Rigor is needed, and the
surest way to achieve it, theybre certain, i

| 6ve had a good seat from which to obseryv
Amer i can education. | 6ve watched and | istened
under my supervision, visited schools across America and abroad, gathered materials for
Knight-Ridder/Tribunenewspaper columns, exchanged thousandshwdiés with
professionals on all continents representing many different fields, and read a far greater
volume of relevant materials via the Internet than was possible twenty years ago.

In the pages that follovin language as free of educational jargon as | can make
t hem, I 61 1 explore specific problems with th
knowledge organizer that makes school subjects parsiofjle, coherent, mutually
supportive structure of kmdedge,anddiscuss the curricular implications and
ramifications of that organizer | n a n allpgraeusk of xhe ordardizevith a
comprehensive course of study for adolescents, older students, teachers, aspiring
teachers, and home schooléh at | 6m proposing can be put i
bureaucratic waves and ballooning budgets. Indeed, the curriculum has enormous
potential for simultaneously vastly improving the quality of general education and
radically reducing its cost.
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In clear,direct language, Part One\Wwth at 6 s Wo r tidentiflesenr@omreni ng ?
than a dozen very specific problems with the general education curriculumim use
Americabdés schools, colleges, and universitie

Part Two offers a simple solution to those probl@rassdution based on the
systemfor organizinginformationand making sense oftltat all humans, even the very
young, routinely but unconsciously usehesystem isn't an alternative to the academic
disciplinesandschool subjectss insteadhe larger knowledgerganizing systerof
which the disciplines and subjects peats.

Part Three explores the implications for and egglility of thatsystem to the
familiar subjects and coursesesently organizinthe general education curriculum.

In Part Four, | describe some of the strategigsv e u s keatners 0 hel p
from elementary, secondary, and university levels of schooling understand and make
formal, practical use of treensemaking system described in Pawt/d.

The Appendix(http://www.marionbrady.com/CIR.asplustrates and elaborates
that systemlaying out a complete course of study withssroorsested fihands org
high-involvement activitieslesignedo helplearners construct, for themselyadogical,
comprehensive;oherent, systemically integrated, easily understood andoosesteo
organizer of knowledge.
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Part One

Pmlochnk e ms

Spring Road Estates. Whispering Hill Houses. Heslop Homes. Brookwood
Manor. Levitt Park . . .

In the years following World War II, the modern subdivision was invented.
Bulldozers leveled hundreds of thousands of acres, and crews moved in-orothse
new houses for millions of Americans. Returning military veterans acquired government
guaranteed loans and bought homes in the subdivisions. They were joined by apartment
dwellersfrom the cities who had alwaygantedfia little place of their owd.Other
neighbors came as part of a general exodus from rural areas.

As a cultural phenomenon, the subdivision was significant. Locations chosen for
tract housing frequently created a variety of stresses on local tax structures. Narrow price
ranges populated housidgvelopments with families of similar income, social class, and
age. Truck farms that had once been sources of fresh produce were often taken over as
building sites. Construction costs dictated street and sewer layouts, determined the
physical relationsipi of houses, and thereby structured to a degree the interactions of
inhabitants. Cost considerations shaped the houses themselves in ways which subtly
programmed certain kinds of family life and neighboring. Commercial areas changed
location and older neldporhoods changed character in response to subdivision growth.

The social, political, and economic effects of the suburbanizatmrement in
America during the third quarter of the twentieth century were nothing less than
revolutionary. No one can understand where America has been the last several decades,
where it now is, or where it is likely to go without understanding this vast movement.

Where does one acquire the complex of concepts essential to the exploration of
this revoluton?

Not in thetraditional curriculum

To Americansindividualismis a very positive word. It's often combined with
firuggedo Rugged individualists, it's believed, conquered the frontier, established the
nation, put it on a solighilosophicafooting, organized the Industrial Revolution, made
American business preeminent, gave the United States a technological edge, established
it as a world power, saw the nation through difficult times, and, if given free rein by those

n ¢
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in power,will do so again. Most of America's heroes have been perceived as rugged
individualists.

This emphasis on individualisobscures the fact that most personal needs are
met, most problems are solved, most public goals are attaynedanized, collective
action. @ganizationsacquire and wield power, produce goods, and direct social change.
Organizationsnanage the economy, protect life and property, and cushion the cost of
accidents and illnes@rganizationstructure religious worspj design recreation,
produce the mssages the media transmit, and direct the education of the young. Security,
stability, a sense of worth and accomplishment, and assurance that oth&reveare
these kinds of deep psychological needs are met primardydanizations.

The quality of our lives is largely determined by the quality of the political,
economic, social, and religious organizations which structure them. One would suppose,
then, that expanding our understanding of human organizations woultdjera
objective of general education. Surely it's important to understand why and how
organizations appear and the variety of forms they take. It would certainly seem
important that we understand why some organizations are productive and others aren't,
why so few are selfenewing, and how all can be made more responsive to human need.
It would seem important that we learn why some organizations function with a minimum
of internal friction, but others are continuously wracked by conflict and dissension.

Where does one acquirbd concepts essential to an understanding of these
entities which play so large a role in our security and happiness?

Not in thetraditional curriculum

In 1947, the Board of Directors of tBailletin of the Atomic Scientistat the
University of Chicago adopted a glac device designed to heighten awareness of
potential catastropi@ethe iDoomsday Clockd The design appears on every cover of
their journal, with the hands positioned a little before midnight, the number of minutes
reflecting what the Board considers the current level of threat to be. Originally, that threat
was assumed to come primarily frgiobal nuclear war, but now climate change and
new developments in the life sciences are considered capable of doing similar irrevocable
harm to humankind.

The nuclear threat hasn't, however, gone away. There are many thousands of
bombs scattered arountuktearth, more are probably being built, and the intentional or
accidental explosion of one of them could very well set in motion adféan chain of
actions that escalated out of control.

If that should happen, there will be much that all parties aieghéve known.
The single most important insight, however, will have had to do with how the mind
works in tense and threatening situations. In any unstable relationship, defensive action
seems reasonable, even essential, and across the earth thereraeeahle unstable
relationshipd betweemations, ethnic groupspcial classedribes, neighbors, family
members, and otherfFor nations faced, as they often are, whibsethought to be
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hostile, what could be more logical than raising fortificationsding powerful

weapons, using strong words to warn of one's ability to prevail in the event of conflict?
So defensive actions are undertakdarts are built or strengthened, weapon stockpiles
increased, words sharpened.

Then enemies look across, seedhsvity, and feel compelled to improteeir
defensive capabilities. So up tieeir fortifications and weapon stockpiles, and sharpness
of words. In such situations, es own activity islwaysconsidered defensive, and the
enemy's activity islwaysconsidered offensive. Given each side's assumptions, there's no
place to stop the cycle of move and countermove. Each step up makes the next step
appear mag necessary, more reasonable.

The consequences of the tendency to interpret defensive actions agseffen
actions are everywhere apparent. In the U.S., the Middle East, Latin Amn#drica, and
Asia, defensive actions are being read as offensive actions demanding defensive
responses. Closer to home, the same process leads to domestic striifmalabg@ment
conflict, gang violence, neighborhotehsions family disorganization, divorce, waste,
destruction, death.

The costs of not understanding the process of polarizatencalculable. Where
will one find an attempt being madeteach the complex of concepts central to an
understanding ahatprocess?

Not in thetraditional curriculum

There's nothing particularly complicated or esoteric about suburbanization,
organizational dynamic¢c®r polarzation. They're the stuff of everyday life, amandreds
of similar summaries could be written. After every summary, the same question could be
asked: Where can a comprehensive understanding of the complex of concepts central to
understanding be gainedh@dan accurate response would be: Nahetraditional
curriculum

Whatcanbe learned from the traditional curricul@Much, of course, of
unquestionable value. It would be hard to bring the young together daily, put theam in th
company of reasonablyncerned adults, provide them with space and a variety of
equipment, andotgenerate experiences which were educationally defensible. Despite
the demonstrable inadequacies of our educational system, most students do learn to read,
learn to write well enagh to get by, and learn enough math to avoid being cheated at the
checkout counter. And at least some students realize much of their p&tdesiad to
speak a foreign language, solve difficult intellectual problems, create beautiful forms,
work effectively with others, find satisfaction in an understanding of this era and the
place they occupy in it, and maintain reasonable control over their own fates.

n ¢

Notwithstanding the mainstream medtoads routi

make Americads schools | ook as sorry as
di fferent message. I ndeed, as mountains
incompetent or lazy teachers, union foot dragging;stabdard colleges @ducation,

poss

r
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Aithe soft bigotry of | ow expectations, 0 inad

forces, lack of technologyr some other frequently cited reason for poor school
performance, but the high level of childhood povelftgtudeants suffering from poverty
and povertyrelated factors are removed from the statistics, American schools come off
very well compared to the best schools elsewhere.

Specific curricular problems

Schooling in America produces susses, but the general education curriculum
doesn't deserve much credit. What's tafighie actual content of the lectures, books,
instructional units, films, videos, subjeatsurses, programand all the regt isn't a
product of a comprehensive, ratiotfaory or plan. It's not a systematic sampling of

humankind's accumulated knowledge. It's not the result of a thorough, current analysis of

the needs of individualsr the larger society. It's not a grand design worked out by our
best minds. Incredible atsmay seem, American education, this vast institution which
consumes so much of our wealth, time, and energy, offers the young not a coherent,
logically organized structure of knowledge but a random heap fashioned by ancient
concerns and assumptions, poél expedience, accident, intellectual fads, hysteria,
special interests, and myriad superficial views of the purpose of educating.

As | noted in the Introductionhé secalledficore curriculunadd the familiar mix
of math, sciencdanguage arts, and social studies disciplim@gin nearuniversal use in
Amer i c a dswassrectnonerided liie Committee of Tergppointed by the
National Education AssociatiomheCommitteed i d n 6t di scuss t he
knowl edge, didndét talk about | earning

t
didndét specul ate about the trends of th

curriculum in periods of rapid social change. Those and other maievant to what
schools should teach never cameRiimarily concerned with simplifying the selection
procesdgor college admissions officels/ standardizing the transcripts of the tiny
percentage of students then graduating from high scti@oten mefor three days in
Saratoga, New York ithe fall of1892 made their recommendations, and the following
year the curriculum that still shapes education in America and much of the rest of the
world was adoptedulti-layered bureaucraciegiickly frozethec o mmi t t eire 6 s
rigid place.

The curriculumnowinnearni ver s al use in America6s

wor k

when it was adopted, and has become more dysfunctional with each passing year. About

the only thing it has going for it is familiarity and thedomr t s of r i t ual

because itds good, but becaltspreblemdarek e most r

myriad and serious.

Problem: The traditional curriculum has no agreed-upon, overarching
aim.

At an operational level, the obvious aim of most educational institutions is to

ficover the materiddT he question that wasnét on the

c |

age
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and thatoés not yet fWepe?P ¥Weai 0ssst geepamnhnedWh
bottan-line aim of schooling@ls it to teach the core disciplines? Keep the US

economically competitive? Prepare the young for democratic citizenship? Instill a love of

learning? Sharpen problesolving skills? Explore key concepts? Teditte basics®

Raise sandardized test scores? Learn to work well with others? Improve thinking skills?

Prepare students for useful work? Explorefiternal questior® Create informed

consumers? Develop character? Transmit societal values? Instill virtue? Respond to
studenineeds? Foster creativity? Expand sgltlerstanding? Solve social problems?

Promote love of country? Exceed wedlhss education standafdBuild selfesteem?

Explore broad themes? Something else?

Most of those aims, all gleaned from edtional literature, have merit, and a
good curriculum will accommodate many of them. But every one of them, if seriously
pursued, would require the uskparticularinstructional materialgarticularteaching
methodsparticulartests even, possibly, particular physical facilities and equipment. It's
no more possible to pursue more than one overarching aim effectively than it is to set out
on a journeyand arrive at two different destinations at the same time.

The present situation is aqutableonlybecause i toés taken for gr
taught isn6ét taught because Iitdéds seen as moyv
some greater good, but because Iitds what was

year was taught becausevias taught the year before that.

Problem: The traditional curriculum disregards the brain's need for
order and organization.

The human braistores and processsinformation using an elaborate category
system rather like a mental filing cabinet. The cabinet has drawers, and in the drawers
are files, suHiles, subsubfiles, and so omMEnvironmendis a big draweriiclimatedis a
file within that drawerficloud coveois a sukfile, icumulu®is a subsubfile, and so on.

In order to make sense and be remembered, new ideas have to fit within this
elaborate filing system.

ORGANISM
PLANT
TREE
CHESTNUT
AMERICAN
VEHICLE
MOTOR
AUTOMOBILE
FORD
TAURUS
2009
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At each level within sequences like these there are more entries at the same level
of generality. The levels, their simtries, and the relationships between levels and
between entries are, collectivedficonceptual structur@To fiunderstanda category
means to be familiar with its levels, entries, and relationship&gioo in
understandingmeans to discover new categories, new entries within the categories, and
new reldgionships between them.

It sounds complicated, but little kids manage it quickly and easily. To a toddler,
every fourlegged creature may at first béadoggyo Soon, however, some of those
fidog® become horses, other cows, still others kittens. Eventubh#yabedogis
replaced with the broad categawnimal.New entries are added, and as understanding
grows, each of the entries becomes itself a level with its own subsumed entries. Dogs
become terriers, French poodles, and spahietgegories which arie turn elaboratd
even furtherfiFrenchp o o dbbeeos@i st andar d, 0 ,Gandseonat ur e, 0 At O

All humans make constant use of this sophisticated knowdedgmizing system
Thereds probably no | i mit céandantle butitrpresems i nf or n
educators with a challenge. The main reason learners forget most of what they once
flearned in school is that it never made it into the brain's knowlealg@nizing system.
|l nstead, it just f | otterre demary untlthedtesiwasovehe | ear n
anda grade assigned

There's an old pedagogical theaiilf:you throw enough mud on the wall, some
ofitisboundtosticki t sounds plausible, but ités wron
i nformation that canot G&fimastérimentaldilihgdyssemni cal |y i
will soon disappear from memory.

Problem: The traditional curriculum fails to exploit the teaching
potential of the real, everyday world.

Much traditional instruction hands learners words about réahltyout people,
other forms of lifethe elements, language, the universe, physical forces, tite qact
then makes the words themselves rather than that to which they refer the primary subject
matter.

The difference between reality and words about reality is cfutiad difference
betweeniktening to music and reading about it; between touching and beirgjoimid
touch; between, finally, a dynamic and a dead curriculum. The teacher whatéawys,
does it feel to be afraid?s probing reality. The teacherwho sajg/h at 6 s t he aut hor
sayng about how it feels to be afra@li®, more often than nothecking the student's
memory of words on a page.

The traditional curriculu@ keyed not to reality but to what those thought to be
experts say about realdymakes education primarily a game pldyeith textbooks
teacher talk, andtests T h e wi n mastrthougtsfal érfperceptived, but theone
with the best memory. The teaching skills required are minimal, mostly those useful for
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distributing informationl t 6 s a task that could be done qui
with machines.

More importantly, the inherent complexity of uninterpreted reality immediately
and directly requires the use of every known thought process, and does so in a perfectly
natual way. Pedants, not just comfortable with abstractions but often preoccupied by
them, tend to forget that no abstraction comes even close to the real, everyday world in its
intellectual challenge.

A curriculum that directs learner attention to the reimghon the other hand,
challenges, stretches abilities, has no finite bounds. It keeps teachers properly humble,
makes clear the unavoidable subjectivity of the task, and produces results that lie far
beyond our present primitive ability to evaluate.

Redt eaching isné6t about distributing infor
fipicture® of the real world learners have in their heads are blurred or out of focus and
hel ping them make them clearer. Mdat frequen
some authority believes isrue o but by raising questions that cause the learner-to re
exami ne an i desaa shklrthataraysounmag not conme withlexpérience, but
if it does, it develops slowly, and it canot

Problem: The traditional curriculum lacks criteria for determining
what new knowledge to teach, and what old knowledge to discard to
make room for the new.

If information didn't expand, if new disciplines weren't demanding to be
recognized, if the world didn't change, if our abititydeal successfully with critically
important problems was routinely exhibited, then an educational machine that pounded
out the same familiar fare generation after generation would be acceptable. But the world
isn't static, most of what needs to be knasgnit in textbooksand there's no aWise
referee saying that, taking all relevant factors into consideration, the math department
should get, say, twelve percent of the learner's time and the higjeaytment shoulget
nine or fourteen percent. Such issues are settled by tradition, politics, budgets and other
factor s, of which logic isnbét one.

There's time to teach only the tiniest fraction of all there is to know. That means
that decisions have to be made. Wise slens depend on sound priorities and, because
these have never been thought through for the traditional curriculum, special interests
tend to step in and promote se#rving priorities. Industry, for example, may demand
that schools turn out more mathero@ns or scientists not because they're actually
needed, but because they know that if there's a surplus, competition will keep salaries
low.
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Problem: The traditional curriculum ignores important fields of
knowledge.

|l tds usually taken for granted that the g
learners with a sort gknowledge starter kib.Textbook titles sometimes begin with the
phrasefiAn introductiont@ oma ki ng i t ¢ maebeyord wlzatthetbdoleim e 6 s
hand provides. |l tds also usually taken for g
curriculumencompasses all important fields of knowledge, and that havowgred
them, the young have a compresige foundation upon which to build. They hdike
big picture and are ready for life or pursuit of a specialization.

That s hardly the case. There are fields
sense of ordinary expeinthegereml edubaion ar endét eve
curriculum. One such field is what the anthropologist Edward T.dd##dfproxemicso
It has to do with relationships between a pe
environment.

Consider, for example, a traditional classroamd its furnishings. The typical
student desk sends a silent but powerfalsns age about | earning: that
that the | earner is expected to be passive,
from the direction the desk faces. The size of the room, the height of the ceiling, the
windows or lack of them, th@rangement of desks, the distances between them, the
relative size of the ared@ewned by students and teacher, the color of the walls, the level
and quality of the light and sound, the floor covering, whether or not pdssarshe
hallway can see & all these and more affect classroom dynamics,isjaalues and
attitudes in subtle but important ways.

And whatodés true in classrooms is true in
everywhere else. Vast amounts of money have been spent studyingrdhelpgvior in
supermarkets in order to maximize purchases. That fact alone should remove any doubt
about the importance of understanding the relationship between behavior and
environment. Every environment manipulates, which means that failure to understa
how it does so limits individual freedom.

There are other fields of study equally essential to the seakig procesthat
arebeing ignored by the traditional curriculum, but no mechanisms are in place to even
evaluate their merit, much less assigem space in the curriculum.

Problem: The traditional curriculum fails to capitalize on human
variability.

Education journals, handbooks, course catalogs, promotional brochures,
inscriptionsover building entrances, statements of vision, aim, and purpose, platform
rhetoric, and so on, often claim that an edu
frespect individual differencesor, Adevelop the whole persan.

The phrases strike a resysive chord because they reflect a core American value.
Individualism, initiative, spontaneity, and creativity are viewed positively. We admire the
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independent thinker, think personal autonomy is a very good thing, and believe every
person should be helgeo realize her or his full potential.

But we create and continue to maintain an educational system d@btetadds
with what we say we believénstead, we standardiziist about every school in the
countryd public, private, parochial, charter, magnettual, home, whatevéruses the
same calendar, the same curriculum, the same or very similar startdarsisme
nationally distributed, interchangeable textbqaksd the same corporately produced
standardized testsThe lack of public protest testifies to the inability of most to realize
how at odds are our values and our approach to edgcati

Every student, for example, must take higher math, this despite the fact that in any
randomlye | ect ed school, itds wunlikely that more
mathematical ability and interest to consider making active, productive use of it. How
much sense does it make to put a math whiz isigebraclassroom with 2%r 30
aspiring lawyers, dancers, automatic transmission specialists, social workers, surgeons,
artists, hairdressers, language teachers? How much sense does it make to put hundreds of
t housands of kids on t Hgebra®t r eet because they

Wh a truie $n math is true in every field. We argue that introducing the young to
all the academic disciplinés necessary to make thémvell-roundedp say that it
contributes to some vague concept cafie@ntal discipling) believe that population
mobility requires a high level of standardization. But these are rationalizations.
Americads system for educating iasd i n an adva
calcification. Maintaining it, not mximizing individual potential, explains the education
gamebeing played

More problems, and the biggest problem of all

Those six just begin a list of problems with the curricular status quo. As ordinarily
implemented, the traditional curriculum also fadsaddress critically important moral
and ethical issueggnores alternatives to text and speech as sources of learning, vastly
overworks shorterm memory to the neglect of all other thought processebkcasts
learners in unnatural, passive rolegragments the profession by discipline, making
dialog difficult and discouraging collegiality, lends itself to superficial methods of
evaluation neglects the basic processes of creativity and knowledge generation, and is
extremely inefficient and unnecessarily costly.

One problem, however, stands above all the rest in seriodstiesgamiliar
c ur r i daildreuamiodel the fundamental nature of knowledge. In the real world, the
world an education is supposed to help learners understand, everything relates to
everything |t 6 s a-inegratetivbaie] tiee gpdrts of which are mutually
supportive. The curriculum should model that whole, should help learners discover or
create a corresponding conceptual framewwrk st ruct ure of knowl edge
Instead, it breaks reality into myriad small pieces and studies each piece in isolation, with
hardly a hint either of how the individual piecetate to each other or how thiity
together tdorm the whole. Cosider:
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We want a pair of socks. Those available have been knitted in a Third World
country. Power to run the knitting machines is supplied by burning fossil fuels. Burning
fossil fuels contributes to global warming. Global warming alters weather patterns
Altered weather patterns trigger environmental catastrophes. Environmental catastrophes
destroy infrastructure. Money spent for infr
health care. Declines in the quality of health care affect fitgntates. Buying socks,
then, is a matter of life and death.

Making sense of this simple causkect sequence while staying within the
bounds of the traditional curriculum is impossible. Understanding requires not only some
graspof marketing, physicghemistry, meteorology, economics, engineering,
psychology, sociology, political scienand other fields not usually taught in school, but
an understanding of how those fields fit together systemically. The traditional curriculum
gives larners a little biology, a little poetry, a little algepadittle government, a little of
this and a little of that, but no help at all in meshing them to form a coherent whole.
Indeed, as any school catalog will make clear, the trefatnmal, institutionalized
education is in the opposite direction, away from integration, towardgegater
specialization. Academic departments, conferences, scholarly papers, arcane
vocabularies, professional journals and other publications, evehybeal layouts of
many institutiond all work against knowledge integration.

Failure to build a coherent, integrated sequence of studies reflecting the holistic
nature of knowledge candt be blamed on | ack
havebeemmsi sting for centuries that adequate se
ignoring its integrated nature. Even Rene Descatties master of slicing reality apart,
said inRule 1of his 1628 treatisé&Rules For the Direction of thdind, filf, therefore,
anyone wishes to search out the truth of things in serious earnest, he ought not to select
one special science; for all the sciences are conjoined with each other and
interdependento.

Herbert Spencatiscuissed the matter in his 1859 esgdwhat Knowledge Is of
Most Worthd Alfred North Whiteheagin his 1916 Presidential Address to the
Mathematical Association of England, told educators they neededadicate the fatal
disconnection of subjects which Kkills the vitality of the modern curricldum.

Internationally known Trappist monk Thomas Meitpoet, social activist,
student of comparative religions, and autbiomore than 60 books, @ontemplation In
a World of Actionwrote,fiThe world itself is no problem, but we are a peoi to
ourselves because we are alienated from ourselves, and this alienation is due precisely to
an inveterate habit of division by vdt we break reality into pieces and then wonder
why, after we have manipulated the pieces until they fall apart, we find ourselves out of
touch with life, with reality, with the world, and most of all with ourselves.

Harlan Clevelanddiplomat, U.S. Assistant Secretary of State for International
Organization Affairs, President of the University of Hawaiid &munding dean of the
University of Minnesota's Hubert H. Humphrey Institute of Public Affairs, in the July
1985 issue o€hange wrote,filt is a welkknown scandal that our whole educational
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system is geared more to categorizing and analyzing patckeswlfedge than to
threading them together.

John Goodladafter a massive, midyear study of American high schools
culminating in a 1984 McGraill book titled, A Place Called SchopWrote,iThe
division into subjects and periods encourages a segmetkent than an integrated view
of knowledge. Consequently, what students aked to relate to in schooling becomes
increasingly artificial, cut off from the human experiences subject matter is supposed to
reflecto

In 1985, from the Association of Amean CollegedProject on Redefininthe
Meaning and Purpose of Baccalaureate Degreame a report titledijintegrity in the
College Curriculum, A Report to the Academic Community.clear, simple language
the framers of the report saiVe do not beve that the road to a coherent educatio
can be constructed from a set of required subjects or academic disaiplines

Peter Sengescientist, and director of the Center for Organizational Learning at
the MIT Sloan Schoaf Management, wrote in his besglling 1994 booKThe Fifth
Discipling fiFrom a very early age, we are taught to break apart problems, to fragment
the world. This apparently makes complex tasks and subjects more manageable, but we
pay a hidden, enormogsice. We can no longer see tlensequences of our actions; we
lose our intrinsic sense of connection to a larger wbole.

What 6s missing and needed

The conclusion is inescapable. If all knowledge is related, then any curriculum the
elements of which ardrrelated in ways every learner can understand isn't a good
curriculum.

The educati on esuggashoh fomstégrateng knawkedgeis u a |
interdisciplinarity but it simply isndét paabzedi bl e to pul
di sciplines and integrate them in a way that
There are, of course, a naafinite number of disciplinary parallels and intersections that
can be explored in interesting and useful ways, but randomly cethtsach exercises
candét be made to form a cohercindn&turbe giud ulmi.
as parts of a whole, and candét now be direct
vocabularies, differing conpeual frameworks, and differing levels of abstraction see to
that. An acceptable general education must pull in and organize everything the learner
knows, bothischool knowledgeandiistreet knowledge,and make it all part of a single,
logical, sensenaking model of reality.

The academic disciplinemd the school subjects and cosrbased on them do a
satisfactory job of organizing knowledge about various rangarsof reality, but
neither singly nor in any combination can they be made to encompass and organize
everything learners know. Most of our understanding of complex pnsbi@ost of our
awareness of relationships in the real world, we pick up from firsttgperience and
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from the media, from those paying little or no attention to the artificial, arbitrary walls
academia has erected around disciplines, subjects, and courses.

The curricular status quo has always been unacceptable, but following World War
II, major advances in curriculum design were being made based on General Systems
Theoryand research into how the brain processes and stores information. That progress
ended abruptly in the late 1980s, when leaders of businessdustry shoved educators
aside and, working through the US Congress, took over edudetimmm o The
fistandardend accountabilitymandates then imposed on the fifty states resulted in the
writing of thousands of subjeatatter standrds reinforcing the traditional, fragmented
curriculum, and the higktakes, corporately produced standardized éestsmpanying
them forced educators to teach to those standards or risk losing their jobs and reputations.
Whatthe newfireformer® thought was progressive was actually highly reactionary,
embedding even more deeply in bureaucracy and in public consciousness a flawed view
of the nature of reality and how best to make sense of it. The 1893 curriculum was in
large par a product of the industrial era in which it was adopted, vdiasion of labor,
standardization of parts, hierarchical management structuresyassdproduction are
revolutionizing American industry.

A metaphor may help clarify the problem. Thinkppésent subjects and courses
as pieces of a jigsapuzzle. Attempting to assemble a puzzle, most people begin by
studying the picture on the lid of the box and doing a rough sort based on it. The
traditional curriculum has noounterpart to thaticture. Its specialized studies have
given us much, and many more such studies should be made available to learners, but
neither individually nor collectively are they up to theraurdar challenge. fieréd 8o
counterpart to thébig picturep andtoo many pieces are missing to allow sense to be
made.

For general education, what's needed is a single, comprehensive,
Asupr adi, Bc ikmlobugasathg stemically integrated, steaddne
discipline. Inthe following pages, such a discipline will be described.

The familiar specialized studies that now make up much of the curriculum need
not be discarded. This new discipline pulls all that seemiragigom knowledge together
to form a coherent, mutuallypp or t i ve whol e, Il ntegrates it w
experience, makes use of every known thought process, and constantly demonstrates its
relevance and everyday practicality. It does all this in a way simple enough to be easily
understood and used hgolescents, but complex enough to challenge the most brilliant
graduate students. Its efficiency can free up time for courses, programs, projects, and
activities that develop the vast and varied abilities and interests learners bring with them
to schoobut often lose as traditional instruction narrows and standardizes options for
study.
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Part Two

ASSodbnuti on

We takefor grantedthe needo organiz information A system of organizatién
the alphabetizing of nam@&smakes it possible to find, in a mattdrseconds, a number
in a phone book. A system of organizafiotine periodic table of the elemedtsnade it
possible to predict the existence of the element germanium before it was actually
discovered. A system of organization modeled by a chart makesibleo® quickly
grasp a companyébés approach to the distribut:i
organization make it possible to find a particular book in a library, a particular kind of
cereal in the supermarket, a particular taillight in a el junkyad, a particular
departure gate for an airplane flight.

We take our systems of organization for g
that systems of organization make civilization possible. For everything from the most
mundane actiah from getting a glas from a kitchen cabinet, to the most esoteric
research in an obscure fieldofstddyt 6 s awar eness of a system o
guides effort. The better the system, the clearer the thought and the more efficient and
effective the action. From thisfollows that if we want to improve something, taking a
long, hard look at its system of organization is a good place to start. We want to improve
education. We should, then, take a long, hard look at its systems of organization.

There are plenty of theto examine. Systems of organization sort students, assign
them teachers, set schedules, lay out instructional programs, check on individual and
collective performance, establish consequences for success andfailsteort, systems
of organization contidhe whole of the educational process from start to finish.

Educators, worried about system effectiveness and almost always under the gun
from politicians, policymakers, and the general public, fiddle with these systems,
experimenting with different ways sorting students, different staffing arrangements,
different schedules, different evaluatistnategies, different procedures for controlling
and motivating behavior.

Unfortunately, the one system of organization that gets the kastian is the
one thatoés far andtawaptullenmdst mempatt syt e
knowledge.

Think of the |l earnero6s brain as | ibrary,
the student through the school day, watching and listesimg@that library, into that
supermarket, into that junkyard, a conveyor feeds a constant stream of information and
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dumps it in an unorganized heap. That which we see as essential to functioning in every
other dimension of daily li@ a system of organitiand is all but ignored in the @n
place where it matters mositt the mind of the learner.

Traditional instruction does, of course, make use of information organizers. The
curriculum is the main on¢he arts, sciences, and humaniiss major sukbrganizers
Academic disciplines such as biology, sociology, astronomy, chemistry, and so on are
subsuborganizersindividual subjects and courses such as human anatomy, urban
sociology, and inorganic chemistry are sty suborganizersAnd topics, themes,
concepts, or some other unit of instruction within thesessigsub-organizers generally
organize knowledge at yet other levels.

But these organizers, based as they are on the general education curriculum
adopted in 1893, are of limita@lue to learners. They servefasllection bing for
information, usually in the form of myrigiactsp but the conventional wisdom
notwithstanding, isolated facterve little realworld purpose. The assumption that
accumulatinpnd storing them in memory is the | ear
obstacle to meaningful curriculum reform.

Charles Dickens capturedathassumption in his 1854 novelard Times He has
Schoolmaster Thomas Gradgrind sayifiigow what | want is Fact3.each the boys and
girls nothing but Facts. Facts alone are wanted in life. Plant nothing else, and root out
everything else. You can only form the minds of reasoning animals upon Fact; nothing
else will ever be of any service to them . . . In thiswgewant nothing but Facts, sir,
nothing but Facts)

I n traditional schooling, facts dhave a |
capable of beingstuffed into headsficrammea in preparation for an exam, or made to
ficome aliv® by a historyt e a ¢ h e r ficoldp fhargpéan beistoredo fifiled,0 and
fimixed upoKi ds who dondét h afienepty beadedwhite otbefscanhem ar e
have so manyfjfacts are running out their ears.

|l tds the abil ity s¢t@ken ®tllanithe bldnksort s t hat al |
worksheets, and pencil in the proper ovals on the standardized testHacts get
highlighted and underlined in textbogksoted in notebooks or typed into laptops as a
professorods Illtekcs ukreowlrmdcege dosf. facts that ear
to learn them that brings indignation:

iMy granddaughter is in the eleventh grad
She didnodét even oknow it was a country.

How do kids learn, really leasirearn in ways so powerful that knowledge is
permanently fixed in their minds and ready for a lifetime of use? Is it mostly a matter of
|l i stening and reading, then remembering what
obvious process at work?

We layin a crib, and nothing much happened. We made noise, and someone
picked us up, changed our diaper and gave us something to eat. We had discovered a
relationshipbetween noise and reactidiVe learned.
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We grew and discoveredrelationship between the time of day, our father's
mood, and t he | fyddWwdabkedaabormwe thelcargVeéetlearaed.

We became adults, went into various fields and discovered relationships between
urban design and crime rates, betweg® @and susceptibility to advertising, between
certain fuel additives and cleanness of fuehbbetween emotions and physical health,
between religious belief and reaction to social change, between technology and family
instability, between global warmirand insurance rates. We learned.

Yes, we learn from lectures. Yes, we learn from reading textbd@ss we learn
from running down references and searching the Internet. But most of the insights that
guide us through our daily livekon't come from lectures, books, libraries, or the Internet
They comdrom variations on that early experience of crying and getting atténtion
discovering relationships between things we didn't previously think were related.

It surely follows, then, thdhacilitating and enhancing the relationship
discovering knowledgeconstructingway we learn should be the primary emphasis of
classroom instruction. Rarely, however, is that the case. The usual emphasisdsinstea
the comparatively minor, passive, knedgeabsorbing, factollecting approach. The
costs of this misplaced emphasis are far
standardized test scores, won't show up on report cards, won't show up in education
statistics that politicians are likety cite to promote their political agendas or ideologies,
but they're a major reason why the institution is in crisis, and why that crisis will only
deepen ithe instructionat mphasi s doesndét change.

Moving the education establishment, someone hasisdidtderthan moving a
JellO elephant. But if the institution is to meet its responsibilities, that challenge must be

met. Facing a complex, dangerous, unpredictable futur¢ he young candot r el

wi sdom of t he e lsvkrstosguestidnstheyeltidale neiteee agkednor
answered, swill have to generate them for themselves. There is, then, no realistic
alternative to making the relationskegploration process the primary focus of
instruction

Unfortunately, traditionlanstructional materials for the core curriculum
emphasizing mere student recalfiekperd opinion about patterrend relationships
within circumscribed fields, give educators little suppdextbooks and othestandard
instructional materials simply aren't designedxplere relationshipsStandards
documents are often prefaced with statements saying the stailgntify what students
should know andbe able to dpbut thefiable to do  piravariably gets the short end of
the stick. Because itds easy btetotestingmrty what
machinescoredway what they cancawuallydowi t h  what t h &yowdparto w, i
that gets tested. And, because teachers litlgechoice but taditeachtothetest i f t hey
want to keep their jobshe autonomy that teachers dadrmersmeed i f t heyodr e
real world as their primaritextboolo is missing.

gr e
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Just as thereds no way t &knowmswisthdti ch f act

given the vast differences in individual learner experiences and situations, andyitabili
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know whatthefutur@ ol ds, t her ed6s no wvaadyelatiooshigsn ow whi ch
need to be known. Forthi r e a s o proces®ftre@tsonshifheaploration that should

be of primary concern. Fortunately, for that purpose, instructional iEsare readily

avail able, for theyodre everywhere, and free.
interesed in the complexities of the everyday wo
intellectual potential, and able to ask probing questions.

What's the relationship between various arrangements of classroom furniture and
discipline problems? Between school dasigd energy consumption? Between student
televisionviewing preferences and reading pattérBetween age and crime rates?
Between house design and intaanily interaction? Between favorite games and
personality traits? Between schodesiand dropout rate?

Start students with one or two questitike those and they'll soon be flexing
their intellectual muscles, generating their own hypotheses about possible relationships,
and extending the horizons of their interests in unexpectectidins.

There's an old adagéGive a man a fish and you feed him for a day. Teach him
to fish and you feed him for a lifetintelt has a parallel in educatiofiTeach learners
answers and you prepare them for the next exam. Teach them bhekvdaestio about
relationships and you prepare them for dfe.

Tightening the instructional focus

A major problem with teaching facts i s th
criteria are in place to establish their relative importance. Put teachers of albfields
study together in a room and not | et them ou
degree of importance of particular facts, andéhdy be t here forever. Rel

between aspects of reality are similarly infinite in number, but if we first dr@vela
aroundthe aspecive wish to study, the number of relationships is reduced to a
manageable level. Within that circle will be a network of relationships, some much more
important than others. If a circle is drawn around, Bageso fithunderstorms or

fiTibetans) systemiaelationshipsare enclosedall of which are relevant.

This process, repeated, soon maketerthat the task is to make sense of
systemd a unified whole made up afterrelated element$herelative importance of a
particular system component is indicated by how much a change in it affects the rest of
the system

Galaxies are systems. Molecules are systems. And in between are systems to
which we give more direct attention. Football teamssgistems. Hurricanes are systems.
Country clubs are systems. Flowering plants, supermarkets, sound amplifiers, viruses,
corporationslegislaturesand airlines are systems. Within our bodies are skeletal systems,
cardiovascular systems, muscular systengeddive systems, respiratory systems, and so
on (actually, of course, h e guirsystems of the larger system calfidiman
organisno).
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Systemare what learners must understand, and that understanding fromes
learners themselves invagting many different systems, looking for general principles.
This requires (1) noting significant parts of the system being studied, (2) identifying
important interrelationshipsmongthose parts, (3) deciding what forces are making the
system operate4] noting the interactions between the system and its environment, and
(5) tracking changes to the system over time.

These elementsan be represented graphically:

Environment Q

(AN

N Change
5 A \) over time
Forces %

Interrelationships
If learnersapply these five general analytical categories, over and over, to systems
of all sorts, the categories will give them a mental frame&akvay of organizing
what 6s being | earned. That framework will , o
appropriate malytical subc at egor i es e x p andifiingsysteme& | ear ner 6

Such aframeworkimi ssing from todaydés curricul um,
learners are ovevhelmed. h response to one of my KnigRidder/Tribunecolumns in
theOrlando Sentinehewspaper about information overloadot the following email
from John Perrya teacher in central Florida

Marion,

Your comments about the SSS [Floridads
Standards] ih home for me this year because | ended up teaching middle
school sciencdt is unbelievable what we are asked to do to our
students. | expected that middle school science might be divided up into,
say physical, earth, and life sciencéth, 7th, and 8th grade
respectively. Well, no, even that would make too much sense. Sixth
grade science is a survey course of...well, everything under the sun. We
have a 776 page book loaded with very concentrated information. There
are 23 chapters:
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1. The Nature of Science 13. Ecosystems

2. Measurement 14. The Structure of Organisms
3. Matter 15. Classifying living things
4. Properties and Changes 16. Bacteria

5. Waves 17. Protists and Fungi

6. Motion and Forces 18. Plants

7. Work and Simple Machines 19. Plant Processes

8. Views of Earth 20. Invertebrate Animals

9. Resources 21. Vertebrate Animals

10. Atmosphere 22. Animal Behavior

11. Weather 23. The Solar System and
12. Climate Beyond

Whew! Seem like a tall order for sixth graders to absorb in one year?
Even absurd? Yeah. Well, I'm on a block schedule. My students are expected to
absorb all of this in ONE SEMESTER! And get thithe eam | am on (myself,
a math teacher, and a language arts teacher), was formed by taking the bottom
third of the reading scores in sixth grade and putting all those kids together!
How do you think they respond to this textbook, with its blizzard of unfamili
vocabulary? These kids, who most need hamdsoncept building, are
expected instead to stand in front of a virtual fire hose of information and be
blasted. (Please excuse the mixed metaphors!)

The district has two semester exams to diagnose how migrgtuare
doing. Soon, they will be tested on FCAT [Florida Comprehensive
Achievement Test]. If they do poorly, the students, the school and I will be
labeled failures. Well, there is definitely a failure here, but it isn't me or my
kids.

Johrf

Thereds a great deal wrong in the situatio
science but a sort dEcience catechisma compendium of information to be taught as revealed
truth or expert opinion. That, of course, is contrary to the real spirit of science. But the most
obvious problem is the volume and diversity of information learners are expected to absorb.
Without anytime for contemplation or forreal, handsn acti vi ty, i tds a saf ¢
nothing will make it into longerm memory, and even less will be understood well enough to be
of practical use. What learners are most likely to take away from theeasiether a dislike for
the subject othe conclusion hat 1t 6s hopelessly compl ex.

*Included with permission of John Perry
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Simply using the common elements of systé@marts, interactions, forces, environment,

chang when dealing with the phenomena lebged out |
enormously hel pful in efforts to make sense o
from memory, but the chances of retaining more of it would be improved because learners would

have aimental filing systemafor storing information. Ma h mor e i mportantl vy, t

learned ways to handle and make sense of complex reality in any context.

At a commonsense level, everyone knows about causal sequences, connections, and
systemic relationship8ut making arunderstanding of them work for our individual and
collective good requires a far more systematic approach to identifying the critically important
systems within which they occur, then helping learners fashion the conceptual tools necessary for
describinganalyzing, and altering them.

Which systems should be studied? In the final analysis, we want to survive, so it's a safe
bet that most will agree that systems bearing on human life are Priority Number One, followed
by those systems having to do with lityeand happinessAbandoning the assumption that
Acovering the material o in the core subjects
with implications for life, liberty, anthappiness, would give general education the focus it
presently laks.

This may sound hopelessly theoretical, but
HenryFord i n 1926, announcing a new policy based
make what might be calledfimicro-economio or flocal economi® system work better:

fWe have decided upon and at once put into effect through all the branches of
our industries the fiveglay week. Hereafter there will be no more work on Saturdays and
Sundays...

fiThe industry of this country could not long exisfactories generally went
back to the 1our day, because the people would not have the time to consume the
goods produced. For instance, a workman would have little use for an automobile if he
had to be in the shops from dawn until dusk. And thatldvaeact in countless
directions, for the automobile, by enabling people to get about quickly and easily, gives
them a chance to find out what is going on in the wioshich leads them to a larger
life that requires more food, more and better goods, nayks) more mus& more of
everythingo

Ford had previously demonstrated his understanding of causal sequences and systemic
relationships. Twelve years earl i eofsumef6d st ar
five dollars for an eighhour day.That was more than twice the industry average, which was two
dollars and a half for a Hour day. If he wanted to sell a lot of cars, Ford reasoned, ordinary
people had to make enough money to buy them.

Exploring relationships and systems requires a ceh®nsivefimasteo organizer of
knowledge that encompasses their inénméinge, and an overarching aim for educating that
narrows the focus of explorations to those bearing most directifephberty, and happiness.
On that foundation a trudiscipline can be built.
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The systems most important to every individu#hose that impactfe at every
momend are systems in whigbeopleare the main components. Such systems supply our food,
educate us, maintain our health, provide jobs, recreation, and wegysiofunicating, give us
tools for travel and work, shape our laws, and bury us wieedie.

Any of these systems may be analyzed and investigated using the five main analytical
categories already described. However, when we focus on human systems, swmergfof
the analytical categories will be helpful beyond simply identifyipggleo asiisystem parts.
We can still look at how the people within the system relate to each other and interact, and still
trace relationships between the system and itg@mwient, just as we do for ndruman
systems, but in the study bfimansystems,te primary driving forces are distinctiyehe ideas
or states of mind shared by members of the particular human group being studied.

This gives us all the elements of a ndigcipline, a newimasteo organizer or model of
reality that ties together and unifies the important dimensions of reality.

Herebs what may come as a surprise: When w
di scipline, we di s c oweetheré. Aempreghdngve,e s not hi ng
Asupr adi, Dc isplsitimegnatgcesdipling already exists.

Constructing a sense-making model of reality

People have been making sense of experience without fragmentingotashg on the
fragments for as long as there have been people. As soon as infants are born, years before fourth
or fifth grade when the education system begins to hammer them with separate subjects, the
young are making good sense of experience. Bdlmipeople unfamiliar with modern Western
e d u c a traditoomab(mathsciencelanguage artsocial studies) curriculuinave managed to
create and maintain complex, ssiffficient societies and civilizations.

Unfortunately, we cdthatthe&knowledgenganzingsysemof t he
learners need already exists, indeed, is probablywgedl in the brain.

That formal use has never been made of the system is best explained by the old saying,
AA fish would be the last to discover watefhe ubiaiitous, the toefamiliar, the alwayshere
|l ies in the unconscious mind and is all but i
necessarily result in ifegisterin@ or being seen as important. One can imagine Sir Isaac
Ne wt o n 0 ars reaetinggdhls excitement about gravity by saying he should go home and
take a nap because they already kivewerybody already knedvthat apples, detached from
trees, fall to the ground.

All humans have and make nstop use of their hardiired, knowkdgeorganizing and
mani pul ating system, but when that system i s
be significant, and certainly not revolutionary in its potential for improving learner performance.

We have to get past this blindnessyet@ng from oveffamiliarity. Every moment, in and
out of school, the young are being bombarded with information. The brain selects from that flood
of information, sorts and organizes it, and turns at least some of it into kno&lpddeaps even
a little of it into wisdom. This happens on its own, but if the process is lifted into consciousness,
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studied, refined, and deliberate use is made of it, learners are able to perform at a whole new
intellectual level.

We begin the sengsmaking process by pulling fro the stream of consciousness
something to think aboéita happening, occurrence, situation, event, condition, state. Any matter

will serve théiBattle of Balaclavabuying shoes Garden of Edendl t 6 s cqlidy i n her
funeralo

We | ocate what weoOr abutmidl9thki ng abo
Centuryp fiSaturday morning fa long time ago tthis moment three
or four days after | die.

We | ocate what wedre thinking abo
AUkraing fshoe store at thmall, Gancient Mesopotamjaiikhis room 0
fprobably Greenlawn Ceneey.0

We identify the actors or participant8riish and Russianso
fpushy salesmadfiAdam and Eve fime i@my relatives and friends.

We describe or imagine the actioforward the Light Brigadeé!
fbought Bt hat s n ak efskveriohg Bsg@amingearobnd,t , 0
maybe cryingd
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We assume or postulate causEhfieat to British sea routeso
fineeded shoesfuseful metaphor iforgot my sweater dl diedo

Finally, we integrate these five elemtesystemically to create our
modelof a particular reality.

These are the basic organizing concepts otoarmp r e h supradiscipénary f
sensemaking discipline, théool we use to construct meanirityneeded a pair of shoes, so last
Saturday | went to that store in the mall where the pushy salesman works and bought a pair.

A simple exercise can demonstrate this knowlealgegani zi ng systemds ul
Simply sk learnergo collea several short newspaper artigltteen askiWhat differentindsof
information are in eachrticle?0 Perhaps unaccustomed to such an assignment, they may
struggle a bit, but will eventually identify the standard elengetitee, environmet actors
action cause

Simple, obvious stuff this. Those five kinds of information combingéate newspaper
articles, novels, police reports, plays, research, myths, hopes, jokes, dreams, diaries, history
books, policy documents, bedtime stories, |eg
shape our economy, politiciastitutions, laws, ways of acting, art, architecture, hopes for the
future Everything we know all street knowledge, all common sense, every academic
discipline, every school subject, every lessas constructed from the five. And everytbin
webll ever know that we dondt now know wil|l h
relationshipsaamongtheir subcategories, subub-categories, and so on. We bundlefitie
together, bring them to bear on the redfibut there) and usetiem to construct a map or model
of thefout therej fiin hered in our heads.

The model in our heads, of course, will be much simpler than that which it models.

Thereds no getting around that. Everything, e
undestood in a total sense. A dining room chair may seem ordinary enough, but from the
standpoint of engineering design, component <c
complex. If we had to really understand the chair beforeatedown i t \geiwsédd n 6t

Webre able to function because we create simp
substitute those versions for the real thing. Road maps are models. So are recipes, computer
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simulations, chemical formulas, graphs, medical diagndesprints, psychological profiles,
games of Monopoly. Everything we think about, we model.

Our mental models, of course, vary enormously in quality. A good model of spatial
relationships in the solar system makes it possible to orbit Saturn withexisggad®oor models
of personality formation keep us from developing penal systems that decrease antisocial
behavior. Good models of traffic flow allow traffic lights to be timed to minimize congestion.
Poor models of the economy leave us uncertain ahewauses and cures of inflation and
depression. Good models will predict the flight characteristics of an aircraft still in the design
stage, the reaction of a particular type of cancer cell to a proposed treatment, the response of a
foreign government ta policy initiative.

The final test of a model ds quality is the
happen in reality. Good models answer all relevant questions, including those we neglect to ask.

Our senses expose us to the real world in aith@iedible complexity, we model it, and
the model shapes the curriculum. The curricul
must model the whole of knowledge well enough to allowowsort the significant from the
insignificant, establish priorits, trace causal sequences, and imagine probable, possible, and
preferable futures. Constructing that curricu
but hard for adul& moving from merelyiknowing o to fiknowing what one knowsthen
knowinghowwe know what we know.The transition allows us to work on the quality of our
model, consciously and deliberately, for the rest of our lives. How well we do that determines in
large meaure the quality of our livéshow usefully we interpret the pasg well we manage
the present, how precisely we predict the future

The difference in intellectual performance when learners suafadtenake deliberate use
of the fiveelement Model of realiy when they make theailiar strange enough ®ed is
spectacular. Learners who learn to idenfitiythemselvethe five kinds of knowledge that
organize the Model, who then elaborate and refine the five and explore their systemic
relationshipswill function at academitevels not now even being considengassible Their
superior performance may not be apparent on standardizetestswill be obvious in what
really matterd in their improved ability to make sense of experience, anditireegased levels
of insight and creativity.

In simplest terms, the Model is a template which, laid down on particular experience,
identifies information and sorts it out to make the npmssible sense of it, no matter if that
experience is an historicatent, the daily round of life, the first day on a new job, a dispute
between neighbors or nations, the culture of a primitive tithese people on the other side of
the railroad tracks,or the possible unintended consequences of a proposed piecslafitay
Thetemplatesay§l f you want to understand what youdre
thoroughly as possible, you need to know this, this, this, and this. And you need to know how
they related

As most readers will already have noted, el is just an elaborated version of what
middle school newspaper staffs are told by their supervising teachers in their first meetings, that
a proper news story includes the relevant information about who, what, when, where, and why.
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With thatrealiza i on usually comes skepticism. It 6s
organizer routinely used by everybody, including small childran organizer so familiar, so
naturad if lifted into consciousness, elaborated, and deliberately used, could revolutionize
learner performance. Surely, if it had that potential, it would long ago have been pointed out and
put to work!

Skepticism was the reaction of most reviewers of the ntaippefWh at 6 s Wor t h
Teaching?n which this idea wakid out in 1988. That manuscript, submitted to the State
University of New York Press, was distributed by SUNY editors to reviewers, along with a form
asking nine questions, followed by space for comment, and concluding with blanks for
checkmarks on a sigoint scale ranging fromOutstanding@ to fiUnpublishabled

The first review returned began with the woridls would be difficult to call this a
scholarly work) and ended with a checkmark in the space in front of the fikdmgublishable)
the lowest mde on the scale. Another early reviewer sent the manuscript back to editors with,
AAImost pure schlockiscrawled in large script across the last page. This reviewer concurred
with the first and put a checkmark befdgnpublishabled

But other reviewers ahSUNY Press editors came to a different conclusiolyboa t 6 s

Worth Teachingtvas publ i shed. However ,eritimageherae ducat or
education curriculum that uses the elements of the Model rather than school subjects and courses
as its primary organizer. Such a curriculum

happened. Indeed, tliistandardsind accountabiliyfad that began about the same time as the
book was published assured it would be ignored.

Further elaboration of the major elements of the Model may help make more apparent its
ability to encompass, organize, and systemicallygnatie reality. In the discussions that follow,
keep in mind that the aim isndét just to creat
but to make that disciplineasilyunderstoodcnd easy to use

Consistent with that aim, termsand ladfels t he Model 6s f willee maj or
the simplest available and in common use: Time, Environment, Actors, Action, and Shared
ldeas.

As you read, it will help make tdpecfid i ve mo
systenor system& organizechuman groups such as particular societies, peoples, subcultures,
ethnic groups, tribes, or other organized, coherent groupsdinglyour own, and to specific
happenings, events, occurrences, situations, statefifions, circumstances.

Concretenessia kes f or wunderstanding, but thereds
for making organized human groups the primary
generators of systems of meaningi®ensed Viewing the same reality, but from a different
cul tur al or societal perspective, means that
sense in another. Theigeno ficulture fre® perspective, not even in math and science. There may
be agreement aboiithe factspb ut t hat d o e gmednent abeuatheir telatieer e 6 s  a
importance or the role they should play in human affairs.
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Here again,are the main element§ the Model:

Time: Information about timé& frequency,
duration, et® o f wh a ttlibsght Bb®ut.n g

Environment: Information about the focus of
attention, the actual environment of the happening,
occurrence, event, state, condition, etc.

Actors: Information about the participaidtgheir
number,age,genderand so on.

Action: Information about the actual movement
and behavior of the actors.

Shared Ideas Information about the beliefs,
values, assumptions, and other states of mind of the

actors.

Relationships Relevant information about how environment, actors, action, lzared
ideas relate systemically (generally indicated by changes over time).

fiRelevand information is information which, if it were different, wouldasige the
happening in some significant way. For example, a party attended by the same pedgiaw
different experiencé held on a public beach or aprivate home. Double or halve the number
of actors and it will again be a very differexperience. Change the shared idea for the party
from a longawaited reunion to a last geetgether before a permanent parting, and the experience
changes again.

For convenience sake, in the following discussions, environment, actors, action, shared
ideas,and their relationships, will usually be pulled together in the contéisoafal systems,
or fisocieties) and the template guiding the description and analysis of such systems will be
calledfiModel .0

In thecontext of these systenthe major elementsf the Model will be examined in
greater detail to demonstrate their comprehensiveness. It should become clear not only that no
content traditionally taugles part of the general education curricuisrbeing slightedit
should also become clear thia¢ Model pulls in additional content of undeniable relevance to
sense making.
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Environment

Imagine a vast shopping mall, open for business,
colored lights playing on a central fountain, neon signs
flashing, merchandise stacked on shelves and racks, |,
climate control system maintaining temperature and
humidity, cash registers and computers turned on an -“‘
warmd and no human anywhere. Move outside into a
warm summer evening, to a parking lot filled with
empty automobiles, then beyond to streets where mora
emptycars sit with engines running. Traffic signals
change but no cars move. Telephones function, but no
one calls. Television screens display test patterns
taped images, but there are no viewers. Out on the edge
of the city, empty airplanest on lighted runways, radar antennas rotating but no one
interpreting the data. Diesel locomotives attached to strings of freight and tank cars stand in
switchyards with engines idling, but thereds no

These are the elements of aplace, f ami | i ar, ur ban American el
with props, a space with equipment, a setting, a place where people pursue a way of life. Every
society occupies space, and the nature of that 8piésize, shape, climate, resources, tools,
and othemccumulated paraphernalia of the past which @llbend, mold, and stamp those
within the space, organizing their lives, defining their problems, shaping their creativity, limiting
their dreams.

Environment: Constructions

Houses used to have attics. The residue of generations accumulated there, and on rainy
days children could spend hours with objects and items belonging to parents, grandparents, and
other family members. Clothes, scrapbooks, toys, photographsjwidelse could be looked
at, tried on, played with, studied.

Many newer houses donét have attics. They
now supported by lightveight trusses which make the use of attic space more difficult. The
objects andtems which might once have found their way to the attic are now usually
discarde® given away, set out to be picked up by the trash collector, or saved for a time and
then sold at a garage sale.

Does such a minor change in the shape of a particular siaadl make any difference? It
may. The difference may be subtle, but surely it exists. The child who spends long afternoons
an atticcarefully scrutinizing and touching evidence that his or her parents were once also small,
that they played with toys, wte in childish scrawls, won trophies, valued certain useless
thing® surely that child is different, albeit in some indefinable way, from the child whose
environment testifies that only the present is tangible and valued.

The houses and neighborhoods ighéy or so years ago and those of the present differ in
other ways. The glass in the front door, once constituting most of its area, has shrunk to the size
of a tiny button or has been entirely eliminated. The front porch is often gone, and with it the
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porch furniture. Clotheslines have been replaced by dryers. Alleys are no longer considered an
economical use of space, so in all but upscale subdivisions, developers leave them out. Heating
and cooling systems create steady background noises which blbé @atunds of the

neighborhood. Garages are attached, and reocastiolled doors make it possible to leave and

enter with a minimum of human contact. There are fewer vacant lots, fewer paths to isolation,
fewer places of natural danger. The shape of enments has changed, and every change has
made a difference in how those within them relate to the world, to each other, and to themselves.

't i sndét just the shape of neighborhoods t
World historytextbooksteach that the history of ancient Greece was in part a product of the
rugged terrain of the Greek peninsula. Appalachia and other parts of the United States where
access is more difficult tend to change more slowly than otiggons. Research indicates that
ceiling height, wall color, and other physical features of a room directly affect emotions and
actions. Longtime operators of bars know that seating arrangement, booth style, restroom
location, and many other design featuméfect in important ways the length of customer stay,
the likelihood of altercations, and money spent.

Hundreds of department stores have gone to great expense to relocate escalators less
conveniently changing traffic patterrts increae customer exposure fimpulse items Jane
JacobsEdward T. Hall and others have shown that length of city block, street width, parking lot
dimensions, building heighteffice designand just about evether feature of physical
environments contribute in powerful ways not just to action but to feeling and thought.

This isnét an esoteric, marginally import a
impact on family relationships, neighboring networksme and violence, educational
effectiveness, business success, and almost every other aspect of daily life. One would suppose,
then, that a study of the relationships between humans and the shapes of the places they occupy
and create would be thorougtédxplored in general education, but the matter is rarely even
mentioned.

Environment: Resources

The young Asian girl stands facing a ssmarmed brick wall not far from the commercial
heart of thevillage. She stoopsacquires a large handful of dung from a bucket, and plasters it
neatly on the wall to dry. The geometric pattern she creates spangrbond levelto as far as
she can reach and back to her left to where the wall turns a corner. A small boy brings anothe
container and the pattern lengthens. The dried cakes of dung will fuel family fires for cooking
and for nighttime warmth.

fiResourcedcan be an unwieldy concept. One group's pollution can be the mainstay of
another group's economy. One era's resourse s, in another era, unused and unwanted.
That which seems to have no value can become, because of technological changes, almost
invaluable. The resource picture can be relatively simple, as it is for those groups that require
little more than grazintand and water. Or it can be complex, with resource needs encompassing
most minerals and energy sources.
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Adults who attended elementary school before the study of geognagshgbandoned
may be able to name the major resources upon which the econosée®iE nations depend.
But a simple cataloging of resources is of little benefit in making sense of a particular way of
| i f erelationghipsthat matter, relationships between a people's resources and their states of
mind, between their resources ahdir pattern®f action, between their resources and their
demographic characteristics. Some of those relationships are saaditett o bvi ous t her e
room for discussion, but others dcotheModecarmt al |
call attention.

As the world begins to face the hard facteibflepletion and climate chandearners
and the rest of us need conceptual tools for anticipating and copintheiitiocietyshattering
potential. The Model can providease tools.

Environment: Climate

In the early 1900s, Ellsworth Huntington, a professor of geography at Yale, argued that
the rise and fall of civilizations followed a sirundredyear cycle. He thought that when global
changes in climate blessed for a time a particular region of the earth, productivity and power for
the people of that region followed. 1to6s not
climatic changes impact ways of life in all sorts of urextpd ways.

The first great civilizations of Sumer and Egypt formed during a period beginning about
eight thousand years ago known as the Climatic Optimum. The later trends in climate which
changed the Fertile Crescent to desert were surely a fact@ dethise of those civilizations.
l'tdos | i kely a period of cooling that, beginni
and Dorians south as invaders. Later, climate cooperated as Greece and Rome rose to power. The
southward movement of Germaniibes that overthrew Rome coincided with increasing
harshness of climate in northern Europe.

Pleasant climate brought prosperous, fpooducing colonies to Greenland and
Newfoundland, and the advancing cold of the Little Ice Age appears to have distreye
That era ended about 187&ince thenthe warmest weather in the last four thousand yeass
prevailed.In this eraindustrializatiorhasp e a k e d, A me r ihasmdesthapdoybled, at i on
and food productiohasexpanded again and again.

Individuals are aware of immediate climate conditions and perhaps of relatively short
term trends over a few years, but unaided memory is too short and the physical senses too
imprecise to register variations which, although seemingly minor, may have significant
consequences.

Long-term cycles of sunspot activity, increases in volcanic eruptions, atmospheric
changes due to industrial or commercial act&igs most now understand, these can alter the
earthdés climate with conseqgentecBven¢hemosts ome of wh
conservative estimates of increases in Eartho
dramatically alter ways of life.
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Attention is paid to global warming, but it seems fair to say that the general education
curricul um | teprepdre thtk ydungdor atapting to the-fifgle changes it will
necessitate.

Environment: Tools

How technological changes affect ways of life gets considerable attention in historical
study. Most students have been totdv the compass, cotton gin, computer, and other major
inventions changed society. In fact, technology as a factor in social change may get so much
attention that other causes of change may be overshadowed.

But widespread awareness of the role of technolog n t ri ggering change
that theprocesss understood, or that its subtleties and ramifications are appreciated. What the
Model offers beyond usual study is a comprehensive meanaaniig therangeof effects of an
innovation ad the oftercomplicated, mangtage causal sequences it often triggers.

The transition from steam to diesel locomotives during World War 1l as described by
W.F. Cotrell in an article in the June, 1951 isetithe American Sociological Revielustrates
the vast and varied consequences which can result from a single innovation. In order to move the
millions of tons of war materials needed overseas during the war, the United States found it
necessary to builthrge numbers of oceagoing freighters. Manyfdhese ships were designed
for diesel engines, with the result that facilities for the production of large diesels had to be
rapidly and extensively expanded.

At the same time, the movement of goods and military personnel by rail within the
United Statesvas placing heavy demands on the available steam locomotives. Partly because
large diesel engines were becoming available, and partly because diesels were cheaper to
operate, steam locomotives began to be replaced by diesel units.

The social effects of thichange were faeaching. The pr8Vorld War Il locomotive
demanded extensive routine maintenance. For some procedures, the locomotive had to be
disconnected from the train, an operation that required men and equipment. Since the train had to
stop anywaycars were inspected and shunted into a shop for repair. These operations required
additional men, heavy equipment, and facilities. Around these railroad service points towns
grew, towns in which the biggest payroll and the largest property taxes welgypgha&lrailroad.
With the railroad shops providing a seemingly secure economic base, political institutions were
created, stores, banks, and other businesses were established, and populations expanded. Towns
stabilized around the economy of the railroad.

But diesel locomotives changed everything. Needing far fewer stops for fuel and service,
trains passed through dozens of railroad towns without pausing. Railroad shops shut down,
payrolls ended abruptly, and people moved away. Banks and other businesseésheir doors.
Schools and churches were boarded up. Civic clubs disbanded, and lawyers, physicians, and
other professionals established practices elsewhere. Many of the towns deserted by the railroads
never recovered.

The changes accompanying the sition from steam to diesel locomotives were

startlingly swift, but they werendét unique. I
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i nnovation that hasnodét altered |Iife in some w
Model helps pull thinkig on from a preoccupation with the innovation itself to its direct and

indirect consequences. It can make far more apparent how change structures and restructures

daily routine, creates individual and societal problems, renders skills and abilities elisolet

assets into liabilities, drives economic and psychological wedges between individuals and

between groups, undermines institutional effectiveness, and generates vast social and

psychological stress

Environment: Wealth

An ol d saying has it that money canodét buy
differing experiences, and those differigperiences can have much to do not only with
happiness but with muchse of consequence.

Consider, foexample, some of the infant and childhood elgrees a middielasslevel
of wealth can buyas pointed out by historian David Pofitehis 1954 bookPeople of Plenty

Birth and early care in a technologicallynaplex hospital

The technology and equipment for bottle feeding

A separate crib or bed

Diapers and other devices permitting permissive toilet training

Warmth through space heating rather than by freedomstricting swaddling

A room of one's own, oftewith amenities such as television

Parents whobéve chosen when and how many
Separate housing, away from grandparents and other members of the extended
family

Insulation from survival concerns such as food, clothing, and shelter
Exclusiveownership of toys and other objects

Travel

The services of doctors, dentists, music teachers, etc.

= =4 =4 -4 -4 8 -4 -9

= =4 =4 -4

|l tds relatively easy to see possible relat
experiences and some important ideas shared by adult Americapssd¢ed attitudes about
individualism freedom, equality, competitiveness, mobility, and democracy are consistent with
and no doubt have roots in childhood experiences related to material abundance. In more subtle
but equally powerful ways, differing levels of wealth within and between hsmeaties help
create differing conceptions of the self, others, howitjoed lifed is defined, how families are
organized, friends made, creativity expressed, and decisions made.

What might be calledsystem wealtthd assets that flow rather freedynongindividuals
andgroup8i s usually related to resources but isnbd
America was a resource to the colonists but of somewhat less direct value to many Indian tribes.
The colonists made use of water power to grind grathpower sawmills and forges, but
ignored the coal and oil upon whi chlomgdAstani caods
societiehaved e monstrated, 1 t06s possible to generate
without much of a foundation of naalmwealth.
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The study of wealtht he t ot al amount within a society
i mpact on t hat 0 beaongsiathggereralwdugation curridulunh, and the Model
puts it there.

Environment: Alien Organisms and Substances

In ancient Romehe wealthy leadership classsseon glazed earthenwamnd drank
water carried in lead pip&ome historians think the decline of Rome could be blamed in part on
t he | e alaseaf mental pbiity as the lead graduafiected their ability to think.

In 1349, English authorities imposed an ordinance requiring that everyone work for the
s ame p ay recisedwohyeass @allier. There were penalties for refusal to werkalties
for leaving a job to take another one for higher pay, and penalties for employers who offered pay
increases to their employees. Parliament was attempting, unsuccessfully, to combat one of the
effects of the Black Plague. So many workers had thatthose who were left found
themsel ves in good bar giecheadiomrgue that the Rlague hetped | t i
eliminate feudalism

When average scores on the Scholastic Aptitude Test began to decline in the 1960s, some
researchers said the main reason was letizie Test takers, they said, had been born during the
era of atmospheric testing of nuclear devices, and enough of the element had been absorbed to
affect the thyroid gland's production of hormones controllirggnbdevelopment.

Obviously, ways of life can be much altered bgamisms and substances. Sometimes the
effects are immediate and obvious, as was the case when Ireland was struck by the potato blight
in mid-Nineteenth Century. In a very short period ofdilrish ways of life radically changed.

For example, the average age for marrying quickly changed from one of the earliest in the

Western world to one of the latest. More often, however, changes caused by alien organisms and
substances occursogradudlyh ey 6r e not even noticed, or beco
reaction is impossible. Asbestos fibers in the air, mercury in fish, lead in automobile exhaust

gases, acid in rain, water hyacinth in lakes and rivers, food additives in the digeseve sy

know about and watch at least some elements which can alter relationship between aspects of
reality and the way systems function, but in general, too little attention is paid. The Model raises
awareness of seemingly minor environmental changesdhatave major lonrtgerm

conseqguences, and calls attention to their relationship to each other and to ways of life.
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Actors

The dayods news of the
references to groupsAmericans, Canadians, Tibetans,
Israelis, Ugandans, and so on. These groups are held
togethed sometimes tightly, sometimes very loogely /
by custom, social institutions, laws, belief systems,
common interests, and other ties. Making sense of thg
actions and interactions of those within greup, and
of theirinteractions with other groups, requires
description and analysis. Failure to adequately
understand or interpret information about Actoas
literally be deadly. Making good sense of that
information vastly increases the likelihood of success in
humankinddéds striving for |ife, |iberty, and h

Actors: Number

The aspects of reality of major concerrganeral education are those involving people.
From their number in any given situation, much follows. Schools with fifty students will differ in
myriad and fundamental ways from schools with five hundred or five thousand students. The
same will be true oforporations, tribes, neighborhoods, and nations. The size of membership
will affect every major aspect of a particul a
relationships.

Establishing the number of members in a system may bé gashaps as simple as
counting all individuals wearing a particular uniform or residing in an isolated valley. However,
deciding who does and who doesndét belong to a
color, and place of r esi destabliske membersoix Whatpcaunts on d
are shared ways of acting and states of mind. Counting is also complicated by the fact that
several different systems often occupy the same general area and share many ways of acting and
ideas. Boundaries can be very fuzzyWh at 6 s seen as a system al so
attempting to be understodda family, work team, social class, ethnic minority, primitive tribe,
or, in rare instances, a nation. The Japanese
sysem or society, but Americans donodt . Hel | 6s A
a considerable difference in their actions and shared ideas.

Actors: Age

How many hospital rooms or outboard motors are going to be neededen years?
What tendencies in the crime rate can be expected? How many contributors to the social security
system will there be in the next generation? Are more or fewer doctors going to be required? In
what direction is the general political orietmba of the country likely to evolve? What will
happen to the sales of a particular make of automobile given its image in the minds of various
age groups?
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Information about the relative number of individuale@ntainage groups can help
answer an enornus range of questions. In all systems, each age group has a variety of
tendencies, characteristics, responsibilities, interests, roles, and problems which translate into
ways of acting. One age group will be unproductive and dependent. Another will bethiro
instruction for adulthood. Others will be consumers of certain kinds of goods or sérviites
be in need of dwelling space, work animals, insurance, toofth@tatest hit singteOthers will
be expected to fight, to give a period of time tblpuservice, fulfillareligious responsibility, or
bear children.

Because the actions of each age group create certain demands, generate peculiar
problems, drain certain resources, require special facilities, expand certain capabilities, or limit
certan potentials, information about the actual and relative size of age subgroups or those in
various life stages is essential. Information about the size of age groups approaching different
life stages is also of great value.

Actors: Gender

Members of groups in which the ratio between females and males has long remained
unchanged are likely to have little awareness of the extent that actions and shared ideas are
geared to the prevail i npevasdingratiocharges,orwhdnt 6s onl vy
another system or society with a differing ratio is studied, that thedahing ramifications of
the relative number of each sex become apparent. If naagthevonly operative factor, and the
balance between the number of mathel female births was always relatively constant, there
might be less reason to include information about that ratio on the Model. But balance is by no
means ensured. War is a major creator of sexual imbalance in many groups. In others, the pursuit
of a livelihood, the search for adventure, or adherence to a religious precept may create major or
mi nor differences in the number of males and
parents can determine tgenderof those born, with resultant socramifications stemming
from their choices.

Whatever the situati@ balanced, unbalanced, static, or changitige sexual ratio
within a system has such an impact, and affects in such myriad ways other elements of the
system, prevailing and potential ratimsist be known and their implications understood.

Actors: Distribution

To the traveler rounding a bend on a rural road in Europe, a dozen or so buildings will
often appear, closely packed, houses and sheds almost legaingt @ach other. The road may
narrow, zigzag between the buildings, then open up once more to a countryside with no
structure visible anywhere.

Along the highways of Indiana, Illinois, and much of the rest of the rural American
Midwest, the scene is ddrent. Isolated houses stand in the centers of farms or sit alone by the
road, often far beyond convenient walking distance to the next house.

The difference is important. In myriad, subtle ways, pattefastion and interaction and
the shared ideas and feelings accompanying those actions are in part a product of the distribution
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and density of the population. Is it clustered in groups? Concentrated in a single, compact area?
Ranged along the banks of a river or the edge of a forest?e8lon the levels of highse
structures or ringing an oasis?

Density and distribution of population don
institutions, but they exert considerable influence toward certain kinds of interactions and make
otherkingd of i nteraction difficult. 't woul dnodét b
Wyoming could assemble a symphony orchestra, or that the residents of Manhattan could
organize to provide their own food supply. Ways of relating, organizing famdividing
work and responsibility, controlling deviance, expressing creativity, educating thedyoung
collective and individual effort is shaped in part by the number of others involved and their
physical distance from each other.

Information about theumber, age, sex, distribution, density, and inherent physical or
mental capacities and capabilities of those who together constitute a system is the second major
component of the Model.

Action

In a Bedouin camp, a child calls attemti a
camel approaching in the distand&e men and
children congregate in front of one of the tents to
watch the arrival, while the women and older girls
hurry away, out of sight in the women's section. The
man on the camel is identified as a Bedouitnisy ‘
clothingd a red checkered headcloth held by a rope,
long white shirt, a dark brown cloak. Even at a
di stance, however, heos
wears his long hair braided and he rides sitting high on
the center of the camel's hump rattien farther back
as is the local custom. He approaches from the south,
for thatdéds the direction toward which the ten
follows a slow, zigzag course, showing first his left side to the observers, theghhis r

The Bedouin participants in this brief hum
the eight patternsivolved in the encounter. To them, a stranger has arrived in a proper way.
Even i f theyo6re f amiulsieadr bwi tthh opat ti enr most hfear sayrs
likely to fistanda b o thentselves, lookownat familiar ways of acting, and see them as
patterns.

The same is true of the members of any gro
enough to see cldgrand objectively. Not only are the patterned actions too close to be apparent;
theydore hedged about with unspoken, wunexpl ore

complicated by the symbolism attached to some of them.

Of the thousands of pattesroutinely followed by the members of a society, relatively
few are really important. Whether or not the members of a system eat with fingers or forks, drive
on the left or the right, shake hands or bow when greeting, makes little difference. The genuinely
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significant action patterns are those which, if they change, reach out and alter other ways of
acting, actors, environment, oraskd ideask-or example, a decision to produce goods in a way
that requires division of labor will have revolutionary, andegeally unanticipated,

consequences. The adoption of remote electronic shopping, the practice of isolating the elderly
or actively integrating them, the custom of marrying at a particular age or having families of
certain sizes, are other general actioms tipple through a system affecting much else.

In any attempt to make more sense of a human system, the important ways of acting
within it must be noted. l'tds essential to kn
frequently, for how long, where, witwha® general questions, yes, but questions requiring
precise answers if the nature of human experience is to be understood.

Action: Socializing

In every society, the members have at least some free time, time whessatande
made about whom to be with and under what circumstances. Differences in gatterns
associating vary enormously from group to group, and may also vary considerably over time
within the same group, but patterns there will be.

A too-little-appreciated example of the latter can be found in relatively recent American
history. For many elderly Americans, patteffos socializing during their early years frequently,
maybe almost always, put them in taet with others whose ages spanned from early infancy to
old age. They attended small schools where ages in a single room may have ranged from five or
six to the late teen years. In small rural churches they sat in congregations where infants in arms
andthe elderly were ordinarily in attendance. At social activitespymunitysuppers, games,
work parties, and when hunting, for example, they shared the activity with participants of all
ages.

The picture has changed radically. Rarely are children in sdo@oin the same
classroom with those whose ages differ more than a year or two from their own. Large religious
organizations ordinarily segregate by age. Little League sports and dozens of other forms of
recreation involve individuals of closely braclketge groups. In less than a hundred years
America has transformed from a society in which most patterrsocializing cut across all age
groups, to a society in which nearly all patterns for associating are rather narrowly circumnscribe
by age. No important aspect of American life has remained untouched by that change. Its
implications and ramifications are vast.

In every system or society, questions about who spends unstructured time with whom,
doing what, when, where, with what, @&ssential to understanding. The Model takes note.

Action: Working

Out of the driveway at 7:13. . . wave goodbye to daughter, Cindy, still in upstairs
bedroom getting ready for school . . . eight blocks, two stop signs anchffitesignal to Outer
Belt expressway ramp. . . six miles to nesthuth expressway ramp. 7:35. . . one and a quarter
miles to the offramp at 49th Street . . . bumper to bumper for the last seven blocks to the office .
.. parking lot closed for paving .
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One of the more intriguing aspects of computer technology is its potential for changing
work patternsFor some, those changes have already begun. They work at home, the product of
their labor converted to electrical pak and tramsitted elsewherdiElsewheré may be across
town, to a nearby city, or a point hundreds or thousands of miles B&aiyng to world means
going into the bedroom or a corner of the kitch@rhe old 8 to 6 may be from 6 until 10, 2
until 4, or afterthelkds are in bed. The car stays in the ¢
office because thelis no office, no executive restroom, no drinking fountain, no parking lot, no
file cabinets, no Christmas party, no hierarchy of supervisors andysranao comgny
cafeteria.

All the world's work candét, of course, be
of it can, and the number of individuals involved in that work is likely to grow very large, large
enough to change traffic, change neighborhoods, chaagéeal relationships, change parent
child relationships.

Changes in patterrier work nearly always have revolutionary consequences. Cottage
industry, the use of animals, the factory system, division of labor, thel®ghtday and forty
hour week, minimum wage laws, apprenticeship, mandatory retirement, child labor laws, the
nunber of workers required for a task, starting and stopping times, loéagiach pattern for
work has consequences and implications that reach out and affect ideas, attitudes, and ways of
life.

Action: Educating

In at least emeNative Americartribes, grandfathers were responsible for teaching
grandsons. The two of them might spend extended periods away from camp following the trail of
game, making tools and weapons, trapping, coping with wéathergrandfather
demonstratingexplaining, testing; the grandson watching, listening, practicing. One can assume
that, generally speaking, it was a way of educating that worked. Both teacher and learner realized
the importance of the task and both probably found it rewarding anidirfglfi

The arrangement for educating worked well because the grandfather knew just about
everything the grandson needed to know. His survival was proof of that. He knew the &erritory
land, animals, elements, enemies, problems, and their possibilitiesidgetie problems the
grandson would encounter would be more or less identical to those the grandfather had already
encountered, there wasnodét much doubt that wha
the nextwas valid and useful. The pattern falueating worked.

But eventually it stopped working, and the major reason illustrates why the Model is so
important. Patterns need to be identified, understood, and evaluated by those caught up in them,
and the Model raises awareness. The grandf&imawvsbest pattern stopped working for most
Native Americars when the knowledge needed for survival was no longer known by the
grandfathers. What marlyative Americane vent ual |l y came to need was.|
understanding of nature but an understandingefrtricacies of civil law. They needed to know
about treaties, contracts, mineral rights, severance taxes, depletion allowances, and all the other
provisions of the law touching on the holding, use, and managemiiderritory.
Gr andf at hwe that shforehatiént Sorhetimes youngeopledid. At that point, a refusal
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to change the traditional pattern for educating could become (and in many cases actually was)
the first step toward cultural destruction.

Educating isnbét &, bstacogples of patterhaveng to dowdhf cour s
whobés taught what, by wh & agreatwiare vagigbleshbutveyerywh e n ,
one of them important. Left alone, ways of educating get more and more out of sync with system
survivd needs, eventually either imploding from irrelevance or turning into expensive but
meaningless rituals.

Action: Controlling Behavior

Colin Turnbull an English anthropogist, lived for extended periods of time with the
BaMbutitribe of Pygmies in the Ituri Forest in Uganda. When the Pygmies made camp, he said,
families constructed dwellings by bending green saplings to make astaped sKketon,
weaving vines around the skeleton to make a latticework, and then covering the structure with
mongongo leaves placed like tiles. Sometimes, Turnbull said, when a member of the tribe had
acted in a way the other members of the tribe considered iobjgole, those living nearby
would reorient the entrances to their dwellings so as to point away from the one occupied by the
offender. When behavior was acceptable, entrances were returned to their original location.

This somewhat unusual pattern of bebais one of thousands devised by humans to
encourage acceptable behavior. The requirement that Hester Prynne wear a scarlet letter on the
front of her dress in Nathaniel Hawthoéne n o v e | b yandtheraapproach. @essipy a s
ridicule, electrocution, banishment, ostracism, imprisonment, public hanging, excommunication,
stretching on the rack, fingerprinting, derision, and fines also have that purpose. Sometimes
rewards, prizes, bonuses, compliments, promises are employed for the same reason.

Most members of most systems follow most of the action patéthe systems to
which they belong for reasons other than fear of the methods used to control deviance. Most
often, ofcourse,ithi vi dual s do as they do because altern
they have, the alternatives arenodot appealing.
beliefs about the expectations of others or of supernatural beings. Custom,diiaffid, b
whatever the first cause for adhering to prevailing patéethe need to conform is
communicated to the members of societies in many different ways.

Ways ofcontrolling deviancareimportantif t hey dondét wor k wel |,
unstable andnay come apart. Each member must be able to predict with considerable accuracy
how ot her members are going to act and react
believe that the drivers of oncoming automobiles are going to do everythimgripower to
honor the pattern and stay in their traffic lane. The whole world functions primarily because
people go where theydre expected to go, at ap
expected to do.

Action patterndor controlling deviance can, however, work too well. To survive,
systems have to constantly adapt to changing circumstances, which frequently requires replacing
old patterns with new ones. But longpeated actions tend to take an aura of sacredness,
causng those who attempt new ways of actiode viewed negatively. If the techniques for
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controlling deviance are too effective, or not effective enough, the results can destroy the system.
History is full of examples, not often recognized, of patternsdotrolling deviance so rigidly
adhered to that necessary adaptation was impossible.

Tracing a path between instability and rigidity is one of the most complex challenges
systems face, and societies in whidtodealhe pr ob
with it. The Model dired attention to the matter.

Action: Distributing Wealth

In Thomas Jeffersémautobiography, he describes a project begun in 17i&fdate a
system of Aw for the new state of Virginia. Jefferson was one of a committee of five appointed
by the legislature and given responsibility for the task. He wrote as follows:

fil proposed to abolish the law of primogenitumad to make real &ge
descendible in parcenary to the next of kin, as personal property now is, by the statute of
distribution. Mr. Pendleton wished to preserve the right of primogeniture, but seeing at
once that could not prevail, he proposed we should adopt the Hebineyplpr and give
a double portion to the elder son. | observed, that if the eldest son could eat twice as
much or do twice the work, it might be natural evidence of his right to a double portion;
but being on a par in his powers and wants, with his bre#med sisters, he should be on
a par also in the partition of the patrimaiy.

Jefferson and the four members of his committee understood and appreciated the
importance of patterrfer distributing wealth. They knew that acceptance oftfireciple of
primogeniture would be followed by the creation of one sort of soaredyway of life and
rejecting the pattern would create another, very different society. If an estate passed intact from
oldest son to oldest son, a permanent class oéthgdntry would be created, and social,
economic, and political power would tend to concentrate in their hands. If, on the other hand, all
heirs were treated equally, wealth would tend to be in constant movement and would be more
accessible to those of #iby regardless of their order of birth. Equality of opportunity would be
fostered. Jefferson once said he didnét think
laws dividing up property.

All societies develop powerful emotional attachments é@r timajor ways of acting. To
patterndor distributing wealth, this attachment is almost always particularly strong. Capitalism
is a pattern for distributing wealth, and emotion about it often runs fiffgbm each accding
to his ability, to each according to his nesd,a description of another pattern for distributing
wealth. The pattern for distributing wealth calf#dudalisnd ordered much of the life of
medieval Europe. Robin Hood's famberived in part from his promotion of a particular pattern
for redistributing wealth.

Largescalepatterns or di stri buting wealth arendt the
societies, all family members, including grown children, gbelr incomes. In others, each
member of the family keeps possession and control of his or her own earnings. In some groups,
alms giving and receiving are of significance in the distribution of wealth. In others, the practice
is almost unknown.
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Patternsd r di stri buti ng waenaihtdined, adbereasivietTheyas Kar |
dondt det er mi nldowaverltheywprobhably do paae atgeeaten rumber of
significant secondary influences on human affairs thgroémer pattern or complex of patterns.

Action: Making Decisions

In the 1970s and 80s, the American viewlapanese corporations went something like
this: Japanese prices were lower because wages in Japan were lower. Their products were good
because their plants and equipment were newer. They received all kinds of hidden support from
the Japanese governmentdant hey di dndét abide by the rules o

To those who looked more closely at reasons for the phenomenal improvement in the
guality of Japanese manufactures during thiseragthx pl anati ons werenodt ad
important, most of them saidias the Japanese style of management. They pointed to American
companies within the United States that had been taken over by the Japanese and with the same
employees, paid the same wages, using the same plant and equipment, were able to markedly
increasgoroduction, improve quality, and decrease employee turnover and absenteeism.

The heart of the Japanese approach to management, those who studied the matter said,
was decision making by consensus. A very flat organizational structure was used, everyone
involved in the organization communicated with everyone else, and nothing was done until
everyone had an opportunity to contribute suggestions, understand the whole matter, and agree
that a particular policy, procedure, or product was the most desirablepphnsach contrasted
with traditional American approaches to management, in which decisions were made at the top
and imposed on those below.

The contrast in performance of most corporations that practice consensus decision
maki ng and t h odesevidefcathat pattefmddecisiprnr naking in industry have
far-reaching consequences. That the same proposition applies elsewhpaditics, in
education, in religious and civic organizations, in the military, in the fé&rslyould
apparent. The relevance stems in large part, no doubt, from the fact that in many societies the
drive for some kind of personal autonomy is very strong. Most individuals seem to want to
participate in the making of decisions which affect them, and threreéact negatively or
positively to particular patterns for decision making depending on the extent of their
participation in the process.

Il tds interesting and sometimes hel pful to
consistency in all majgratterngelated to decision making. Authoritarian or participative
patterns for making decisions in religious matters are often paralleled by acceptance of similar
patterns in politics, education, industry, and the family. In other tsegithis consistency is
absent and subtle psychological stresses often result.

Other Patterns of Action

In addition to the action patternsst identified, an overview of the important patterns of
action for societies and systems ought to include several others. Patterns for ownership, for
recruiting or replacing members, playing, displaying status, communicating, social service,
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defense, special days, worship, keeping insiders in and outsiders ollityneaying for the self,

and for expressing creativity, need to be known, as well as other patterns which might become
apparent when sense is attempting to be made of particular groups. In some societies, for
example, patterns for manipulating the gpwrorld or nature through supernatural means are
important.

In every case, however, shared pattefractiord the usual and typical ways the
members of a system behévare central to sense making.

Shared Ideas

The phraséishared ideascarries a great deal
of weight, standing in fofiworldview 0 ficultural
assumptionsg,fivalues and beliefficognitive
systemg ficognitive configuratiomand other words
and phrases having to do with shared states of min.
Every society or social system has a body of shared
ideas that function as a kind of glue holding it |
together. These ideas are almost always so deeply
imbedded and so taken for grantbdttmost within
the system arendt awar e
pointed out, members will tend to think that, rather
than being peculiar to their own group, the ideas are
products ofihuman natur@shared by alfinormab human beings everywhere. The loasi
di fficulty theyodr e havi-with-measingsayiggipdishivauld beby t ha
the last to discover water.

i deas

One of several components of every society's body of shared ideas is its time orientation.
Middle-class Americans, for examplend to be futureriented. They spend large amounts of
time and money on education (and have a relatively low schooladriofates) because they
believe that sometime in the future this behavior will pay off. They put money in savings
accaunts to buy future pleasure. They invest, confident that, though the stock market may be in a
slump, i f theydre patient enough the invest me
tend to live in a state of anticipatiofJ(ist wait until | gemy driver's license . . . a car of my
own ...an apartment. .. married . .. a house on Riverside Drive . . . a divolog wait. .
.0).

The middle classes of other societies also tend to be ftierged, but most of the
world' s popul ation isndt. Some are present ori el
toward life after death. To each society, the actions of other societies-so@abes with
different time orientations will either be incomprehensible or may seeealistic,
irresponsible, or downright immoral.

Every society has a dozen or so fundamental, unexamined shared ideas that structure
most of the actions of mostifesttimedtpast preseantber s. W
future or thehereafted is only one. Shared ideas about the nature of nature, beliefs about the
causes of events and change, images of the good life, conceptions of the self, and ideas about the
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characteristics and role of the supernatural are others. Informationaadociety's unexamined
assumptions is the most useful information that can be known about it, more important by far

than facts about its economic system, its natural resources, geography, social structure, or

history. But shared states ofind are also the hardest to understand, partly because, as noted
earlier, it 6s s o @ tofrehlizecthat we outselved havie a distiniatiee Wy r s t
of looking at the world, seeing it not as it actually is but modeling it as the soityhich we

were socialized models it.

The members of a system may not be aware of the main ideas shaping their lives, but
those idea determine nearly everything they do. Within each system, the movements of dancers,
the appearance and arrangement dtimgs for work and worship, the holidays anticipated, the
traits of those admired, the content@ttbooks the nature and distribution of tools, the flow of
musical compositions, the views from doors and windbtgese and almost eveyng else of

consequence grow out of trerely examined har ed i deas of members. Th
important thing that can be known about ourselves and each other and yet, incredibly, their study
isndét in the traditi ondsdusseds astudyewhichoughttobeaid s not

the curriculum.

A comprehensive analysis of the many di men
much to undertake here, but a brief review of several should serve to emphasize their importance
in making sense of our own individual and collective behavior and tiudhefs. Of particular
usefulness is an understanding of ideas that grow out of what might befioaltewdidable
aspects of experiencel he earth, its major features, others, time, cause andcéeffeese and a
few other aspects of experience are so nauphrt of life, every society will have devised a body
of ideas about them.

Shared Ideas: The Self

The self is one such unavoidable aspect of experience. Every individual is faced by the
fact of sel® can look down andee the physical self or view its reflection in a pond or mirror.
Around awareness of self the members of each society build a cluster of ideas. These tend to be
considered products of insight into the true nature of the self, but it would be more acurate
describe them as inventions or myths, products less of insight than of expériggersd
imagination.

People, understandably, are enormously interested in the self even in societies in which
selfeffacement is important, but few are aware of mostbfe | deas about the se
acquired from their native society, ideas used constantly as guides to action, attitude, and feeling.

One of those important ideas can be clarified by looking at what might be called
fiboundaries of the s@fn various soeties.Consider, for example, the fact that members of a
single nucleaAmericanfamilyd parents and grown childrénmay be scattered across America
or even abroad. Their earned incomes may vary
considered uiair. Each member is expected, under normal circumstances, to4sef§ielent,
to carry insurance or make some other provision to cover loss.
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The members of many other societies consider these American practices not only strange
but unacceptable. To loait off from one's family or clan for long periods of time would, they
feel, deprive one of one's principal source of happiness, would, in fact, make life hardly worth
living. Neither could any honorable reason be advanced to explain why members ofthe ver
same family would choose not to share incomes so each could live as well as the others. And
finally, to go to strangers if one is sick or in need of money would be unthidkablaffront to
one's family and a threat to an arrangement that, if necepsavijes dependable, concerned
care.

Two differing conceptions of the nature of the self help explain these very different
practices. A metaphor may clarify: Individual Americans tend ténb&rble®; individuals in
some other societies dfitngers on enhando Marbles may be held together, but even when
t heydr e s qu effamilgdheytrénmih sepayate and disdinct. Size, color, and
configuration (identity) remain unchanged by the closeness. And if the hand is opened, the
marbles roll off in diferent directions, still unchanged.

But fingers are different. If one isfinger,0 one is an organic part of something else,
somet hing | arger and more i mportant. Thereds a
alike) but not of separateness. Guections most effectively in harmony with others, in fean
only function effectivelywith the rest of the family. The welfaoé each is bound up in the
welfare of the whole. To be cut off, to have no close, working relationship with the family,
deprives one of the most fundamental reason for existence. One might as well be dead and, in a
few groups, death appears to actually result from separation. The individual continues to eat,
continues to drink, continues to maintain physical care of the bodgijdsuhevertheless.

A discussion of the self as marble or finger barely begins an exploration of the concept.
In some societiegonceptions of the self are inextricably linked to dead ancestors and unborn
descendants; in others, to the political state.Is o me, t he use of phrases
or fAat one wi t s$tllahbreerc8ptions of thedbousdargegjod self.

Different answers to the questidgiWyhat are the boundaries of the selfielp explain
differences in behaviordm society to society. Other questions related to the self are equally
important. Are individuals within the system of equal or of varying worth? Is perceived worth a
constant, bestowed at birth and continuing in full until death, or does it vary wjtbeagdirth
order, family? Is the self inherently good, inherently badineutrab? What are the rhythms,
stages, cycles, or states of the self? Whatos
fragmented conception of the self, the self ags# selved physical, mental, emotional,
spirituab eachself rather autonomous, while in other societies the self is seen as housing two
warring entities or is one integrated whole.

In every society or system a range of ideas having to do with the aauairdentity of
the self have evolved and are shared, giving a distinctive character to the economic, political,
social, esthetic, and religious activity within the system.
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Shared ldeas: Significant Others

fASixty- Three Killed in Plane Crashisays the newspaper headline. The reader brings the
paper closer. Eyes move from line to line down the page. When the sefidméenericans
were reported aboaxis reached, many Americans move to a different news item

All humans look out from the vantage point of the self and see others. For any number of
reasons, including dependency, proximity, instruction, and experigstber® tend to be
viewed as having varying degrees of significance. If one visualizes a series of concentric circles
with the self (usually, but not always) occupying the innermost circle, significant others are those
who occupy the other circles, their relatsignificance represented by their distance from the
self. How much of the news story is read depends largely upon the positions of others on this
circle. If reading stops when identity has been established, one must assume that those killed
we r e n oularlysignifitamt to the reader. Indeed, the very fact that some version of the
sentence appears at all suggests that, to the writer as well as the reader, the world is divided into
individuals and peoples of varying significance.

The criteria for rankingthers according to degree of significance are often affection,
honor, or respect. Perhaps the most useful approach to identifying shared ideas about relative
significance is to rank others on the basis of the amount of activity attributable to a skigtion
and the intensity of feeling which accompanies the activity. For example, for most Americans,
nei ghbors were once very significant others.

Every individual's significant others will of course differ, but in every so@ettain
tendencies will be apparent. In some, parents will rank next to or even above the self. In other
systems, religious leaders will be very significant. Grandparents and other family members will
be considered more or less significant depending ummgroup. American kids reared within
the dominant culture, asked to draw those concentric circles and locate their significant others
within them, will often not even mention grandparents. In other societies, even rather distant
relatives will rank abové&iends. In some groups, workmates are particularly significant. In
others, they count for I|little unless theyore

The concentric circles can be usefully extended to include large categories of people.
Nationalities, races, ethnic groups, leose with certain religious affiliations, for example, can be
ranked according to degree of perceived significance. Because each category of significant other
carries with it expectations, obligations, responsibilities, and attitudes which prompt cexyain w
of acting, making sense of the ways of acting within a system requires an awareness of who
counts for how much.

Shared Ideas: Causation

The sun comes up. The baby gets sick. A war breaks out. Flowers bloomkaylost
found. It rains. The cathedral catches fire. A bus skids on the wet pavement. A tiger attacks at the
watering hole. The cancer disappears. The potatoes rot in the ground. Money comes
unexpectedly in the mail. The volcano erupts. The snow is dryleBkestops.

Why? No one knows for certain, but the members of every society think they know, think
they can explain, at least in general terms, the causes of most consequences. They also think that
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the explanations they advance are so obviously truegsmal, so objectively verifiable, so far
beyond question, that discussion of them is almost pointless. Further, they believe that other
explanations of why things happen are so absurd, so illogical, so demonstrably false they could
only be a product of meeté, superstition, ignorance, or perversity.

Why does it rain? It rains because atmospheric conditions are conducive to rain. It rains
because, in Godés Grand Design, each rain is
omnipotent God can mulate the beliefs and attitudes of humans. It rains because the rain
ritual has been performed so precisely therebo
Rain willsit. It rains in response to prayer. There are dozens, perhaps hundfieztssohs why
it rains. I n every group, one or two explanat
considered worth taking seriously.

Why does the stomach ache? It aches because of a chemical imbalance. It aches because
the mouth was open in thegsence of those who cause evil spirits to enter. It aches in order to
punish. It aches because a pin has been inserted in a voodoo doll. It aches because Fate wills it.

A considerable variety of assumptions about causation are held{gy@auyts or sociedis
within the United States. The dominant society tends to put great store in two principal
explanations. Things happen because of the operation of chemical and physical forces, and
things happen because humans make them happen. The operation of chrehpbgkecal
forces explains rain, volcanic eruptions, stomach aches, television, sunsets, and hardening of the
arteries. People are responsible for wars, traffic accidents, fund drives, hospitals, concerts,
murder, taxes, and poverty

Schml textbookgeach these twiprimary causes;the media reinforce their centrality,
and common sense and scieaoe cited in support of their validity. Effects that are different or
impossible to trace to one of thesei®as are generally ignored or attributed to trickery. Those
who show interest in other possible causes are viewed with suspicion and, if the interested party
is engaged in research, funds are usually very hard or impossible to obtain.

Shared Ideas: Space

Human systems exist in physical space. Over long periods of time, various attitudes and
assumptions about this space evolve and begin to shape how people act. As with all components
of a society's shared ideas, howevertheithe distinctiveness of these ideas nor their
implications are ordinarily recognized by those who share them.

One of the more familiar illustrations of this fact has to do with the idea of personal
spacé thefbubble extending outward fromthe surfagcef t he body t hat és f el
private domai n. |l tds surprising how few indiyv
own personal space or have given thought to variations in it related to particular others. Nor are
many aware of differares from group to group in the size and shape of personal space and the
reactions to various kinds of perceived violations of it.

Personal space is one spaekated component of a society's shared ideas, and perhaps
not a very important one. It can beausce of irritation and misunderstanding, and it may
occasionally contribute to smatale problems, but the fact that a group's ideas about the proper
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dimensions of personal space can apparently change without altering other ideas or ways of
acting,suggsts that itéds wusually not very signific:

Other spaceelated concepts, however, have really important behavioral consequences.
Traditionally, Bolivian tin miners showed respect for an underworld figure they ¢dlied
when they went underground. Tiar Satan, was considered preeminent in the space below
ground level, as Christ was preeminent in the space above. Between the U.S. Army Corps of
Engineers and variolgative Americart r i bes t her ofcanflichtrateable¢tp hi st or y
differing assumptions about certain spaces. In ancient Israel, that portion of the temple called the
fiHoly of Holiesb was related to differently than other space. Sacred groves, burial grounds,
altars, haunted houses, and the locations of supernaturdéstatons or important historical
events are also often treated differently, and almost always require changes in behavior when one
is at or near them, such as removing a hat or lowering the voice. Even feelings about the relative
desirability of residingn the bush, on the mountain, at the seashoriéheyond the sound of
another man's axare spaceelated ideas that help explain ways of acting.

Shared Ideas: Ownership

|l tds Christmas mor ni ng b e frumdosvnsthismwhinto The c¢h
the living room. Unopened packages pyramid under the tree and spill out across the carpet.
Catching the light is a new bicycle. A tag hangs from the handlgidbdesry Clristmas)it says,
fifrom Mom and Dad to All You Kids.

ltds not hard to imagine what wenlked be | ik
their parents, tend to assign ownership of the various parts of the material world to individuals,
and are ilprepared for most alternatives. Bicycles, and just about everything else, are supposed
to belong to somene

From the assumption that bicycles, automobiles, houses, farmland, forests, mountains,
and minerals (and decisions about their use) should be rattus of individuals, much follows.
From the assumption that almost everything is owned jointly by all members of a society,
different actions follow. From the belief that entities cafledrporationé can be created which,
like individuals, can own andatrol but, unlike individuals, can live indefinitely, yet another
cluster of effects follows.

Who can own? Only males? Children? Spirits? Those of a particular religious affiliation?
What kinds of things can be owned? Personal effects only? Land? \8gtebdls? Other
humans? How extensive are the rights and privileges which accompany ownership? Can one do
anything one wants with what one owns, including destroy it? Is ownership transferable? Held in
trust? What special responsibilities or obligationany, accompany ownership?

Beliefs and assumptions about ownership send out tentacles which reach into the
remotest parts of societies, affecting how individuals act, how family members relate, and how
institutions and nations function.
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Shared ldeas: The Good Life

The members of every society share some kind of mental image of the most desirable
style of life. This image ofithe good lif® helps explain much human actémrverything from
the kind of education parerafford their kids to the nature of the most common kinds of
criminal activity. In evaluating an educational system, most parents really want to know if it will
enable their children not so much to be educated as to achieve the good life. The thiafrig purs
the same objective, just using a different strategy.

The struggle for the good life manifests itself in innumerable ways. The 1920s political
sloganfiTwo chickens in every patpresented an image of the good life. The heai8egYour
Own Bos® in boldface type in the classified section of the newspaper is an attempt to use
conceptions of the good life to attract attention. The advertising photographer who fills his
backgrounds with owbf-focus but discernable symbols of the good life hopes thasbdas will
be subconsciously noted and attached to the p
logically related.

‘'The Good Lifé as a title for a category of ideas to study is a rather large umbrella for
several ideas that provide insight into ttegure of human societies. Most Americans, for
exampl e, think it 6fnove wdindife. Tegnhave a bardttirae baliaving t o
that, in some societiepgople would feel threatened by the possibilityupiward social
mobility. Forsomeof he wor |l d's popul ation, however, tha
possibility of falling down the status ladder than attracted by the benefits of climbing up, they
prefer a rigid arrangement gaateeing a position even if thawsition is low.

Since most conceptions of the good life are easily transiated/alue terms, one of the
most direct ways to summarize a group's image of the good life is with statements 8lih as,
good to move up,or, filt's good to know your plaageHere are severaldditional statements
drawn from various societies that reflect conceptions of certain elements of the good life:

It's good to be young, beautiful, and active.

It's good to have many male children.

It's good to own lots of things.

It's good to be old and respected.

It's good to win.

It's good to avoid satisfying physiological desires.
It's good to be dependent.

It's good to hide one's true feelings.

It's good to be indistinguishable from others.

It's good to be clean.

It's gaod to be part of a network bound together by obligations.

Because ideas about the good life are usually the most familiar component of a group's
system of thought, theydre sometimes question



What 6s Wort h4d7Lear ni i

unusual for exampl to hear an Americansaye | | , money O®hBéautyiever yt hi
only skindeemHowever, the power of early socializati

Those not aware of their society's conceptions of the good life are prisoners of those
conceptos . They candt choose to aaanedpgt ioragn ejeect
alternatives. Common sense and everyday exper
own images of the good life or of possible alternatives.

Other Shared States of Mind

In addition to the shared ideas just identified, all societies hold other importaét ones
ideas about the nature of nature, about other societies, about trends and directions of change,
about their own aadin patternsabout the meaning of existence, and about the supernatural. And,
as was noted earlier, assumptions about time also explain much human behavior. Some societies
(but perhaps not middielass Americans) have very strongly higldas about an individual's
relationship with and responsibilities to the larger society, ideas that manifest themselves in
differing attitudes toward taxesd social service

No really satisfactory category system for sharedsitiaa as yet been devikelhe
categories used here arenodét discrete, the sam
ways, and important ideas shaping behavior have probably been overlooked. But if sense is to be
made of experience a start must be made, and crudeatedigtter than none. Nothing we can
know about ourselves is more important than why we do what we do, so cognitive syst&ms
be studiedfiStudiedd o e s ndt mean making them the focus of
yearlongc | as s . It means that year after year, 1in
deliberately related to the states of mind which shape human societies and determine their
historical trajectories.

Systemic Relationships

An old Chinese riddle asks: If you have a horse
and cart, how many things do you have? The answer?
Three. A horse, a cart, and a horse and cart.

Organized human grou@<civilizations, :
societies, social systedsre the makers or inventors |
of fisensed Four distinct kinds of information about
them have been described in detaformation about
the places they occupy, the actors composing them, th®
actorsd6 customary ways of
they sharefiTimeois the fifth dimension, which
becomes important when investigating change. But the

five are six. Their relationships generate a sixth kind of information.

i mporta

To use the Model to describe and analyze Environment, ActotignAand Shared
Ideas, reality must be madeftstand stillp frozen in time while the environment is inventoried,
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the actors counted, their typical actions described, and the probable reasons for those actions
identified.

But of course societiesnevéarand still . Theydre constantly
sometimes rapidly, sometimes almost imperceptibly, but changing nevertheless. Environment,
actors, action, and shared ideas are constantly interacting over time, and those interactions create
a whole geater than the sum of the parts. If sense is to be made, that whole must be understood.

In the distinctive drama unfolding in every society, each of the four has a reality of its own, but
how the play turns out depends on their interactions.

Beforediscusi ng t he use of the Model in the stud
remember that the discovery of relationships is the second step of the basic process by means of
which human knowledge is expanded. The first is the discernment of patteaxtion patterns,
growth patterns, behavior patterns, patterns on an oscilloscope, patterns of symptoms, patterns of
responsé any and all patterns. When waywe understandomethingwe usually mean we see
a pattern, thetink that pattern to sogthing elsetemperaturganxiety, diet, political persuasion
impurities in the mix childhood trauma atitude, planetary motion trust corrosion
overcrowding whatever.

As has been said repeatedly, maximizing opportunities to explore relationships requires
that everything known be part of a single, integrated, mutually supportive framework of
knowledge. The Model provides that framework, and the traditional disciplimédo. They wus
different vocabularies, different investigation techniques, create different conceptual
frameworks, function at different levels of abstraction. The Model, on the other hand, is
comprehensive, so when learners focus attention on somethinigvatioh they know little or
nothing, it allows them to sweep their minds across everything they know, unobstructed by
artificial or arbitrary boundaries, in a searchdaything oreverything that might relate.

Imagine, for example, giving two matchedsses of adolescents an important but
ridiculously difficult, operended, yeaend assignment, one class having spent the year studying
world history the other having spent the year constructing the Model. The assignment asks for
explanatons involving relationships:

At various times in human histgrgne nation or another has accumulated vast
wealth and power and dominated the world. Egypt and Greece were early examples,
more recently, Spain and England. During the 20thi@gnAmerica held that position.
How many possible explanations of why empires disintegrate or fall can you think of?

Itd seasonable to suppose that the class that spent the year studying worldiustdry
try to lift answers primarif r om what t heyéd read in the texthb

Their effort would be of limited success. The assignment asks for generalizations, and
openlystated generalizations, hypotheses, conclusions, and so on, being matters of opinion,
a r ereaflytacceptable in histotgxtbooks Textbook selection committees are looking for
facts, not opinions. Authors slip them in, but a conscientious textbook selection committee will
find them, and if the generalizatonsan 6t currently politically <co
adopted.
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The class would, then, have to generalize from the facts available, and would probably
conclude that economic problems or political instability, or both, weakened empires sufficiently
to allowhostile neighbors to defeat them and take control. The class would probably formulate
four or five hypotheses positing that empires fell as balances of power chaligagwers, of
coursewould bebased on recall of secondhand information.

Given the abve assignment, would the class that spent the year elaborating the Model
protest, complaingt hat t he assignment wasnodt f ai?r becau

No. Theydd have ofteeayeanhevdto usethetMode an analyticale
tool, and would just assume that this final assignment, like all previous assignments, was asking

them to demonstrate their abilityiget hat t ool . They @drobablyow t hat s
something very comjgated had happened to Egypt, €ce, Spain and England, and they
were being asked to bring the aiisahethinggcal t ool

speculating about what it might have been.

What theyo6éd take t o t Hthisaabmation oftheMadel i s s o me
(ovempage)

A first reaction to the above may be that it's long and complex. Should this be the case,
keep in mind that the framework:

Is far shorter than a comparable listing of the major concepts étdie curriculum
Uses onlyalready known and familiar categories, subcategories, and so on
Is free of jargon

Is in constant use, even by small children

=4 =2 A4 -4 -

Is universal, applicable to the description and analyses of any reality, any time, any
place.

Keep in mind also that the concegdtirameworki s n 6t somet hi ng abrupt
|l earners with the expectation that it be memo
properly introduced, itds been consltesasct ed an
they attempt to make better sense of concreteweddtl experience.

The Model says to think about everything systemically. Empires are systems, and
systems hav@moving part They occupy an environment with certain resources, use certain
tools,enjoy or endure certain climates, are protected from enemies by mountains or water, or are
exposed to them by plains. They have wealth in various forms, and symbol systems that either do
or doné6t allow them to desi gnforcommmupitagng.Digt r uct u
anyt hi n qviranmenbichandge Bver time? If so, how? With what possible consequences
for the empire?
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If, forexample,ib s known t hmdjor emergy sburee dosancient Rome, and
that over the aguries it became increasingly scaa®d costly to obtain, that fact can be treated
as a given and every other component of the miatedcked ouito identify significant
relationshipsAny other categorys simplychoserandhypotheses about a possible relationship
generatedDid the energy situation affedemographicd thedistribution and density of
menbers, for example? Did it alter@ronmend its size through territorial acquisition? Its use?
Other resources? The desigfrstructures? Technology? Did the energy situation affect patterns
for work? For status? Family organization? Making decisiéaseistributing wealth? Did
changes in the availabilityf @nergy alter in any way Romanreptions of thgood life? Ideas
about significant others? Selfhdir ime orientation?

The same procedure can be followed vaililcomponerd of theModel. If, for example,
one knowswith some certaintyhat in ancient Rome's later years the income gap between rich
andpoor tended to widen, every other component oMleel is available as a source of
possible explanatory hypotheses.

It really makes little difference now whBto m eeBesgy problems may have been
how wide the range of citizedmcomes But once i6 been demonstrated thdgmographics,
environment, patternsf action, andthe shared states of mindatocety aresystemically
related, and thahe sources, characteristics, and availability of energy do indeed affect human
societes in any number of significant ways, the resultant compl®&kaafelgenerated concepts
can be applied to satieswhich areimportan® one'sown and those with which one must
coexist. Incidentally, it shouldhtake more than a few minutes of this kind of play with the
Modelto see just how arbitrary and limiting the traditional disciplines can be. The search for
useful relationships may lead anywhere. To channel students into courses and prdggcams
erect artificial boundaries betweaspect®f reality does them a real and permanent disservice.

System change

|l tds the easiest of steps from a study of
within societies or systems. A relationship statement r@adslates to Bd To begin an
exploration of change, the statement is simply extendgd thange in Awill probably change
B, and vice versa.

Sense making requires an understanding of the dynamics of change, and a foundation for
that understanding should begin to be built in the earliest years of education. That social change,
so related to everyday lifso omnipresent, so powerful, so much a factor in the effort to survive
and achieve individual and collective stability and happiness, is almost entirely ignored by the
traditional curriculum, is unacceptable. Adolescents are capable of making suffenestof the
dynamics of change to analyze it, give thought to the stresses and problems it creates, and devise
policies and strategies for skirting the prob
into a complex, increasingly dangerdusurewithout those skills is inexcusable.
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System change: Static tendencies

Dirty looks, burning books, ridicule, prison, banishment, head shaving, asylums,
ostracism, hanging, the threat of Helh al societies the weapons devised for use against those
who appear to threaten the status quo are numerous, varied, and often ingenious.

In Romanoccupied territory, those who threatened the established order were sometimes
crucified. Among the Amish, andividual who fails to conform to accepted practices may be
shunned, may go for months or years without being spoken to by family or friends. In parts of
southern India, a man wtiinoks at young and beautiful girls and describes their dresses and
shapedis told to expect in the afterlife to Beailed to the wall with sharp nails and then thrown
into melting limestone and have limewater thrown into his éygistory books contain myriad
accounts of individuals who met untimely ends because they appedheddten established
ways of acting or questi one d20th Gentury, manpschoat y 6 s
boards across the United States spent hours trying to decide what to do about male students who
came to school without belts in their teauis, or with hair falling below their collars.

All societies have two treasures, threats to which are almost certain to bring defensive
measures swinging into action. One of these treasures is its standard ways &ftheting
accepted way of organizing famas, distributing wealth, associating, and other action patterns
discussed earlier. The other treasure is their shared ideas.

The two treasures have guardians: the Elders, the Klan, the Village Council, the Censor,
the Citizens for a Sar Athens, the John Birch Society, the-American Activities Committee.
In every society, in every era, the ultimate thredithe threat to our way of lifefiOur way of
lifed meandiour ways of acting, and the main ideas we sbare.

B1D 95 1B M2 01AD 10N
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Despitedetermined efforts to keep them unchanged, a system's ways of acting and its
shared ideas are never completely static. They evolve, and are sometimes deliberately changed to
make them more consistent with each other, as when racial pattémmerica's schools were
changed in the 1950s to more closely align them with an American assumptiiellthabple
are created equalBut the evolution is usually slow, the change reluctant. Very little change
occurs within social systems becausemhers desire it. What may at first appear to be a
deliberate move in a new direction is more likely, when studied closely, to be a mere course
correction designed to restore, insulate, or maintain prevailing ways of acting and thinking, both
of which are pwerfully inclinedto be static.
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System change: Dynamic tendencies

Societies dondét ordinarily change because
and ways of acting and deliberately set out to #ttem. Nevertheless, ideas and ways of acting
do change, often very rapidly, and in directions which are often not to the liking of those within
the system.

One might assume that changes which come about despite their general unpopularity
must surely be iposed by outsiders, that a powerful elite or a militarily superior neighbor is
responsible. Thatodés generally not the case. I
an increased attachment to traditional ways of acting and thinking. Asaoagyerors have
discovered, physical force is a very poor tool for bringing about desired social change. Shielded
by doors or codes, traditional ways may defy forceful change for decades or centuries.

Thenwhadoesc ause change wh e nisitthat, despite deliberdte s i r e d ?
resistance, ways of acting and shared ideas change nevertheless? The answer lies primarily in
characteristics inherent in tetors and Environment components of the Modéle natural
tendency of ways of acty and thinking is to be static, but actor and environment characteristics
tend to be dynamic, unstable, even uncontrollable.

And since societies are true systems, the inevitable and uncontrollable changes within
Actors ancenvironment alter actions antiared ideas despite determined, often organized
resistance.

\nsn D 950q $d 9n op By
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The instability of actor and environmahtharacteristics is inherent. For example,
t hereds no farthemembessibfimest se@aeties to achieve and maintain absolutely
zero populatn growth. Population is therefore always increasing or decreasing, and either trend
triggers other changes throughout the system. Some societies have so geared their institutions to
population growth that zero growth itself creates change.

The numberofmmber s of a system candét be rigidly
relative size of various age groupings, the balance of males to females, the climate, the available
resources, the reshaping of the earth by nature, or any aspect or characteristis ahdcto
environment. Even within highly totalitarian societies controlled by leaders who understand the
destabilizing effects of change and tryfifeeez® various change factors, major change is
inevitable. Rigid enforcement of a pass system to contipéniitmovement may briefly maintain
existing population distribution patterre a particular technological innovation may be
destroyed or outlawed, but no strategy works for long.

And even if some way is devised to arrest one or twogghéactors, some are simply
beyond human regulation. Whenaleng r m weat her cycl e thatods bro



54 M. BRADY

area for many years comes to an end, thereods
to stop it. Alternative sources of wateay be found, but the very process of switching to those
alternatives will create change. The use of irreplaceable resources has the same effect. When an
oil field has been pumped dry, i1itos dry. The
irreversible. Soon or late, the consequences are going to ripple through those human systems
which have anything either directly or indirectly to do with oil.

Changes in Actarand Environmergsar e i nevi tabl e. And, becaus

acting and its shrad ideas have usually grown out of, and are therefore related to, those

characteristics, they cfarwadktare basedan the supplysoffifhe ct e d

in the river and the fish disappear, the old pattern must eighabdndoned or become ritual.

Either way, the pattern for work has changed. If ideas ditoeitgood lifé are based on an

economy of abundance, and exhaustion of resources dictates an economy of scarcity, old ideas
about the good life will either change or those who hold them will be miserable or considered
mentally ill.

The second reason why changes withato#s and Environment have such tremendous
power to trigger other changes is ttiay generally occur below the threshold of awareness of
most members of the society affected. Few social systems have either the means to measure or
an interestin preciselpe asuri ng happenings within each of
Americans, for example, pay a great deal of attention to events which unfold more or less
instantaneousfy the hijacking, the court decision, the exposure of an instance of corruption, the
eruptian of a volcano. But cumulative eveatshose made up of myriad small actions or
instances stretching over long intervals of time, generally receive little or no attention. An oil
spill with a temporarily adverse effect on a body of water will almost alweys the
helicopters of the news services. But when individual drops of oil from automobile engine
crankcases and transmissions collect on the surfguarkihg lots, then wash into storm sewers
and do equal or greater damage to the same body of wates,it 5t even make t he
newspapers.

Changes in Actors and Environment tend to be all but invisible. The medical researcher
whose work will l engthen | ife expectancy by
security system, create ahet Sun City in Florida, or increase the political power of senior
citizens. Alone in the laboratory, the researcher is simply trying to solve a problem, meet a
challenge, earn a salary, and maybe a laudatory article in a medical journal. The cascading
corsequences of the work being dénthe changes in neighborhoods, in taxes, in medical costs,
and in much elgk will be below most citizens' level of awareness.

Individual decisions to have a child, move to another place, drill a water well, buy a
wood-burning space heater, pay a small bribe, or travel abroad, make no headlines and attract no
particular notice, but when those kinds of action are replicated thousands or millions of times,
the effect is almost always far more significant than are most of tiksewhich actually make
headlines. Cumulative events are often ignored until the river is completely dead, the economy is
foundering, the faucets run dry, or the desert reaches subdivisions. When the situation is finally
noted, social changes to adequatspe with the resultant problems may create so much stress,

b

cost so much, or generate so many new probl em
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Thereds nothing particularly complex or my
change. Mostipperelementaryaged children can take each of the components of Actors and
Environment and point out at least some of the pressures which changes in them exert on other
aspects of the whole system. Unfortunately, American society (perhaps becausedtshsste
|l ittle or nothing to say on the subject and t
basis of considerably simpler conceptions of the dynamics of change.

There was for a time an appreciation of the sysdesturbing power of techiagical
innovation. It led to the creation in 1972 of a Congressional advisory committee called the Office
of Technological Assessmeitiut it wasclosed n 1995, in response ®epublican Party
criticism thd it was unnecessary. During its twetfityr-year life it produced about 750 studies
on a wide range of topics, including acid rain, health care, global climate change, and
polygraphsThat the OTA was shut down with so little fanfare is further evidehtieeo
traditional curriculumdbés failure to produce a
problems change generates.

Technology is recognized by most Americans as a trigger of change, but more deeply
embedded in the public mind is the assumptiat things change mostly because of the actions
of people.This assumption, in part no doubt a legacy of an earlier time when those in power
commissioned the only written record of events, is reinforced by most American history
textbooks and by mainstream media. Things happen, according to this view, because they were
made to happen by Hitler, Congress, the Founding Fathers, King George lll, the President,
liberals, conservatives, Osama Ben Laden, or some other inaliadgroup.

Thereds another, | ess tangible assumption
societies or segments of sociétgy gener al i zed feeling that what
complex (but understandable) factors but is instead a profitafices or plans of other than
earthly origin. Therebdbs no way, of course, to
extent that i1itds accepted, it makes other pos

understanding of them uacessary. Those who subscribe to this view perceive social change
primarily in moral terms. Collective success or failure, growth or decline, survival or extinction,
is thought to hinge primarily on responses to moral questi@®od societies flourishfibbad

ones are punished and die.
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I f this isnét the whole story, and earthly
change, then each of the subcategories andwobategories of Actors and Environment in the
Model needs to be understood arsdrélationship to other categories monitored.

System integration

Societies being systems, their four main parts interact over time. Environment, Actors,
Actions, and Shared Ideéft 0 together and are usually mutually pogtive. In the United
States, for example, conceptions of the self as a separate, independent entity without organic ties
to an extended family or clan mesh with pattdaonsvork and the distribution of wealth. Since
free enterprise redgnes a very mobile labor sup@dyindividuals willing and able to move
quickly and easily from one place to anotheniddle-class American ideas about the self fit
well with the demands of work patterns.

However, primarily because of factors related to satiahge, various aspects of
societies often o rindegrate smoothly, and stress of one kind or another results. For example,
middle-class Americans place a high value on autonomyifreedom¢ on being one'own
bossoConsi stent with this assumption of whatds ¢

for making decisions. I n the political real m,
many denominations, widespread use of congregational fornwefrgance, and the option not
to be religious at all. I n many f amdiwhys&s, t he

acting consistent with broadly shared American ideas.

But in other areas of American life, way of acti ng arhanedbeliefs.onsi st
Assumptions about the sel f dofdeadsionnaakirgcotnmonc on s i
in American industry, in education, and in other institutions. Workplace and school organization
often hark back to military madisd authoritarian and hierarchiéalwith little provision for
shared decision making. As a consequence, for many Americans, work readhk,isnd school
is akin to a mediursecurity prison. Deepeated negative feelings about work and h o0 o | arendod
justroutinely obvious but are verified by studies which indicate elevated levels of stress with
physical and psychological costs. On the other hand, organizations and industries that do try to
accommodateocietal values, that flatten organizational hierarafinjmize status differences in
facilities, and establish procedures for open communication, are generally happier, more
productive, and profitabl e. |l f they dondét wor
with other system components stuclold patterns.

The degree of integration of the various components of social systems changes
constantly, but generally speaking, Actor and Environment pressures tend to push system
components apart, while efforts related to Action and Shared Ideas tamhtthpm toward
alignment . ltds a complicated picture, but th
consistencies and inconsistencies by identifying relevant parts of the system and allowing them
to be easily juxtaposed so learners can identify probland sources of stress not yet part of
general public consciousness. Adolescents ordinarily have no problem making sense of the
forces and countdprces to which societies subject themselves.
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Part Three

T elocdMaoandde acntidnatChieiculima di t i

It goes without saying that no two studeais alike. Each comes to formal instruction
with a complex mix of interests, abilities, life experiences, goals, values, prior knowledge, and
future prospects likely to be affected at least in part by many factors, including social class,
family background, friends, place of residence, physical appearance, personality, wealth, and
luck.

It also goes without saying that thee a r fatereisdusknown and unknowable, making
it impossible tadentify the paticular knowledgemost likely to eventually prove valuable.

Given all these variables, the whole idea of required, specialized studies seems
counterproductive, partituar 'y when those requirements wer
public debate or scholarly dialog, were instead merely the afdlie Committee of Termhe
ficore curriculund they recommendéda random mix of math, science, languags and social
studies coursésis now so taken for granted, so deeply embedded in the public mind and in
bureaucracy, any significant change seems unlikely.

Thereds an old story that il lustrates the

The boiler tendertaa factory in a small town was in charge of blowing the noon whistle
signaling workers to break for lunch.

He took his job seriously, faithfully checking his watch every morning as he walked past
the clock on a pole in front of the jewelry store on Maireet.

One Saturday afternoon, suddenly curious, he stopped in to see the jeweler.
il 6 ve bee nohewaidfidog you kegp, your clock on exactly the right tilme.
fEasyp said the jeweleriil set it every day when the noon whistle blawvs.

| n A meschoasasdibjechatter standardized teststhe fourficored areas of the
curriculum are keyed to subjectatter standardgs and t hose standards ar
an incestuous, setkinforcing cyte repeating itself decade after decade, impervious to social
change and the needs of learners, unaffected by the knowledge explasioew insights into
the nature of learning, and unmindful of mountains of research anu@omsense that says
machines cor ed standardi zed tests camtomplegasur e
thought processes

(

en

e

al
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Keying tests to standaréteyed to a curriculum adopted in 189&isinvitation to
institutional and societal disaster. One would think that more than a century of failed attempts to
maintain a system for educating that treats human variability as a problem rather than as an
evolutionary triumph would lead to a fundanedneevaluation of the curriculum, but thea s n 0 t
happenedIf an alternative to the status quo is to gain access to the system, it will probably have
to come in by a side door, possibly as an instructional program for students either so far

advanced orasfar behind theipeers that theitest scores are of little concern.

That possible path to acceptance lay behind the creatiotroduction to Systemshe
course of studgppended tthis book.

There are, bcourse, teachers in every discipline who understand the problems and
limitations of the core curriculunior hem, a few comments about possible uses of the Model
may be helpful.

History

Perhaps in part because historians have often promised more from the study of history
than its study usually delivers, the perceived importance of the subject has declined over the last
several decades. | t 6 whe carticulim. Studénts are exmosed to idat ma i n s
every level, and great faith is placed in its ability to do something educationally worthwhile.
Advertising brochures for history textboosay their use wilfiprovide a sense of the pasty
figive insight into the roots of the contemporary situatiéiMaking the past come alivés also
often cited as an outcome of study.

Therebdés value in these kinds of objectives
happens in historglassrooms does indeed make the past come alive, provides a sense of it, or
gives insight into the roots of the contempor

considerable evidence that in fact nothing much at all of lasting consequearitefresn most
students' several years' exposure to historical information. Some maintain that the benefits of
such study are too subtle to evaluate, but the argument is weak. If the supposed benefits come
from a knowledge of past events, and few of theasnts can be recalled by most people once

the threat of the final exam no | onger | ooms,
that, for good reason, students regularly rat
beenrequiredtteke That 6s further evidence that, for n

comes from its study

Refresh your memory with a few textbestyle sentences:
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The Americans signed, in 1783, a treaty with England
recognizing the independence of the United States. England
agreed with this generous treaty because, being at war with three
countries at the moment, it decided to end the American drain
on its military strength.

A war cannot, by itself, solve all the issues that bring it on.

+1L o N he Ny hat (] o

Therebds a st oriyborindh Whaemakes aistorygaadone ¢ha | | vy
idiosynciasies of the teller, the subjectivity, the undisgtiispeculation, the intentional
exaggeration, the emotional peaks, the hdreme missing, because including them would have
gotten the book thrown out by the textbook selection committee. Consiste/@chitolmaster
Gradgrindods p kextboakseeptibncommiitées dredaokingfimts Lots of
them. Textbooks, | i ke encisyléodBy @lekihamersonadityenodt s
the writer out left,fassamedistarianyoncasaid, is mbddye dasined
thing dter anotheid

Thatdos too bad, because a good tale, wel/l
composition. Its value |ies beyond rational e
beautiful or inspirational, good not because of what it helps us know but in how it makes us feel.
Reading or |istening to a good story is an es

the experience down with a requirement that the detaitsdreorized to prepare for a test than
there is to require those who attend symphony orchestra concerts to hum compositions before
granting that their listening experience was successful.

To merely makéhe pastome alive, to acquire some sense of itpaeek in it only the
roots of the contemporary situation, is to make minimal use of its potential. As film makers and a
few teachers with the rare knack of story telling demonstrate, it can be a source of great
entertainment. But to chase onlythenarmmWw j ect i ves possi bl e when it
is an enormous waste.

That saidif iremembering the stooys considered important, the Model introduced in
Part Two is invaluable. American histaay it's usually taught inundates learners with
information far beyond their ability to cope. The Model provides major organizing ideas that
display thefibig picturep and make cleanajor patternsand regularities in human affaitsat ad
both understanding and memory.

The Model also deals in depth with system chaRg¢her obviouslyinvestigating the
dynamics of thehangeprocesgequires looking into the past. Thasstudy of historys an
absol ut e n etomakesserse of thefworld & dviniok we live.

But using the past as a learning resource requires something other than the standard
historytextbook. These ordinarily offéearnergpre-digestel, often oversimplified analyse of
the pastshortcircuiting learner opportunities for challenging thought.
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If, however, learners are given primary souécése realworld firesidu® of a past
realityd makingsense ofhemrequires learners to bring to bear every known thougidgss,
plus, perhaps, a bit of emotion. When the author of 2060@0 page historyextbook includes a
sentence saying |ife on the American fron

tier

consequence happens in the mind of the learner. But if that author allows George Washington to

say something on the matter in his own wordstten in his diary as he surveyed northern

Virginabeyond the Blue Ridge Mountains, thatos f &

iTuesday " 1Ma rWe et dutsearly with Intent to Run round ye sd land but
being taken in a Rain & Increasing very falsliged us to return, clearing about one
o6clock & our time being too Precious t
Wor ked hard till Night & then returnod
Lighted into a room & | not being so good a Woodsmayea®st of my Company

striped myself very orderly & went in to ye Bed as they called it when to my Surprise |
found it to be nothing but a Little Strasamatted together without Sheets or anything
else but only one thread Bear blanket with double its aifjVermin such as Lice

Fleas &c | was glad to get up (as soon as y Light was carried from us) | put on my
Cloths and Lays as my Companions. Had we not have been very tired | am sure we
woul d not have sl epdd muc hSleepsotromrhatg h t
time forward chusing rather to sleep in y. open air before a fire as will appear
hereafter. o

(Further comments about the merit of fingtnd or primary sourcdsllow in Part Four.)

The past can be a major source of wunde
apart, and the attitudes of others toward us. It can expand our freedoms and stimulate our
creativity. It can, in fact, contribute in very specific and very powevayls to the achievement

O Lo
t o P

rsta

of every major objective of general education
the only form in which itdéds handed to | earner

The Model opens the door to many different approaches to studying the past. Most
narative-style histories devote the most pages to politics and econdrpatserngor exercising
power and distributing wealth. The Model
way of life.

Al l soci et i e sdilaiddownrbyteesr sharedlideas as thay apt,linteract,
and relate to their sukocieties and other societidéowever most textbooksimply describeéhe
action, either ignoring the ideas and assumptions drivingassuminghose states of mind are
just human nature. The Model asRé/hat were these peopleinkingthat caused them to do
what they did®@

Historians often refer tithe dynamics of historical changdut let it go at that, offering
no comprehensive, systematic explaoraof how or why things change. The Model provides a
framework applicable to any society in any era.

Cut through all the clutter of words historical accountsand the search for an answer to
two simple, diretquestions can keegtudy on trackiwho aethesp e opl e we dr e

poin

tryi.
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understand?and,fiHow did they become who they aéelhe questions may seem vague and
general, but using the Model as a template, they can be answered with a precision and
comprehensiveness far beyond whatoés other wise

In the study of American historgome may think thBwho are tlese people¥question
can be ignored. Americans are, well, Americans. But not until students have some understanding
of Amer i c an 8 theirsnexamieed assuthgtieasdbeliefs about themselves, each
other, time, nature, causation, the good lifed ather important, shared states of ndirechd
have given thought to how those states of mind shaped what happened, has history instruction
met its responsibility.

The Social Sciences

The social sciencgsl ay a fairly minor role in the tr
usually taught, belongs in the humanitikepartment, and economics, cultural geography,
political science, sociology, anthropology, andsoif offered, are almost always electives.

Considering that most of the really difficult individual and collective problems faced by
humankind stem in one way or another from hum
sense. In mathematics, larage,natural science, and other fields, students move year by year
through more or less integrated, articulated, increasingly complex conceptual sequences. But in
the study oburselvesin the one area where ignorance and misunderstanding are the nigst cos
and dangerous, it seems to be assumed that common sense and a littiplustdeystudents
with all the understanding they need. Little or no attempt is ordinarily made to coordinate or
integrate social science courses either witthazher or with other parts of the curriculum.

The Model solves that problem easily and efficiently. We organize ourselves into
group® families, teams, congregations, schools, legislatures, corporations, societies, nations,
civilizations. These are systsmand the social sciences are studies of various subsystems of
those systends sulsystems for distributing wealth, making decisions, controtliegance,
producing goodsSocial studies at the elementary level, histegonomics, civics, arld
geography, government, and sociology at the secondary level, and all the social sciences at the
college level couldand shoullb e c o me parts of a singl e, i ntegr
overwhelmed by the bulk and apparent randomness ofthe ol s ci ences, but i f
recognized as attempts to make more sense of subsystems of whole social systems, and those
wholes are kept constantly in view, not only do the subsystems make more senslspthey
become mutually supportive.

What contributio canthe Model make to the study of, say, economics? It helps learners
understand what many professional economi sts
can only be understood in the context of the total system. Economic behavior is behavior
inextricably linked taall the attributes of a particular sogiét Environment, Actors, Action, and
Shared Ideds and their interelationships

What, for example, could be more central to accurate economic prediction than knowing
that the number of actors imparticular age group is declining, that a weather cycle is likely to
mean years of decreadbrainfall in an area, that the number of singent households is
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growing or that ideas about what constitutes the good life are increasingly concernedfwith se
sufficiency?

Thatdos the kind of information to which th
awareness of such factors wonot make the stud
the subject in perspective, shows very clearly how iteslad other school subjects, identifies
major variables in economic behavior, demonstrates that expansion of economic thought occurs
through the exploration of relationships, and identifies relevant factors involved in economic
predi cti on . blydoadtfoGnsiatian for laen specialiaation if a learner is so inclined.

The same thing is true for every field of study. Buckn@n&uller told an audience
meeting in Rockford, Illinois in the late 1980s that American education had evolved in such a
way it wouldfibe the undoing of the sociebyde was referring to the fact that higher education
channels the best minds into ulBpecializations, one consequerof whichis that political
economicand social institutionareoften led by secondate leaderswhh canét see At he
picture, 0 do nhaghlyspeoiaized eslucationdnight actuallydaeisingproblems.
Millions of experts doing their thing with little or nmderstanding of how their actions interact
invites new and serious problems.

Custom and bureaucracy limit possibilities, but even in general social science courses the
Model can display the systemic forestifich a particular course is a tree. Whether the whole
of which that tree is part is large, small, simple, comghlaxsitory longlived, contemporary,
ancient, or primitive, makes no particular difference. The aim is to send the learner off better
ableto make sense of experience, better able to identify that which is relevant, understanding not
just the content of the traditi domsansenwmking.i al sc
The Model provides a conceptual structurer s ci enti fic study thatos
by averagdearnersof at least the upperlementary level, yet is complex enough to challenge the
adult mind. Itdéds dynamic, for it gendarates th
expansionit provides a conceptual base appropriate for the specializations of existing-and yet
to- be-developed social sciencésestablishes concrete criteria for content selectionjtand
equips the student with a conceptual structure that ineegtia¢ social sciences with the rest of
the general studies curriculum.

The Humanities

Academic disciplines are supported by arguments that try to explain or justify their
inclusion in the curriculum, usuglin the form of statements of goals or educational objectives.
Of all the traditional areas of study, none has statements of instructional objectives more abstract
and lofty than those coming from humanitigésrature Humanities coiges, the textbook preface
may say, willfincrease human potentiaprovide a basis for formulating a philosophy of life,
fienhance selawarenessg,befia source of insight into humanness:, ficontribute to the
development of perceptual and imaginativilskeeded to understand experience.

Those are admirable objectives, but move from the prefaces to the bodies of most
humanitiegextbooks and the earlier claims tend to slip out of sight. If routine course content
relates at all, 1t does so in such subtl e way
student s 6 nselimgtextbooRshneghe hekl sancern themselves priilgavith
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fistylesp imovements) fischools) andfperiod® of artistic production. Text and graphics

describe and interpret works which, using various criteria, are perceived as belonging together.
How those get translated into earlier promiseimi@lectual or emotionabenefits almost
certainly isndét clear to most | earners.

Humanities instruction is what it actually is in working classrodmasjt could be
mored an experience far more closely aligned to the soaring language in the introductions to
humantiestextbooks In the pursuit of abstract objectives, the Model provides spemifincrete
direction. Humanities objectives generally reflect the view that humannasgused and
individuals growinto it graduallyas experience is evaluated and responses to certain questions
are fashioned, questions suchfd@ho am 1? What would it be like to be someone else? What
does it mean to be human? How can | make more sense of the ttovid@an | bemore free?
What are myesponsibilities? How am | related to others? To nature? To time? Why do |
perceive this as ugly and that as beautdul?

The Model, particularly that part having to do with shared ideas, gives learners very
direct help with these questions. lttellstherh ey 6r e products of a parti
system that predisposes them to act and think in certain ways and feel those ways of acting and
thinking are generally superior, or at least preferable, to other ways of thinking and acting. It tells

them that the social system of which theyobre a
about the nature of the self, of existence and freedom, and aboulop®o relationship to
nature, time, and space. lodt quéestoh mast ot the éelefst h ey 6 |

values, and assumptions of their native society, becaase itheas @ so deeply embedded in

their minds and so reinforced by their language and ways of acting they have difficulty even
imagining alternatives. In shothe first contribution of the Model to the attainment of abstract
humanitiegnstructional objectives is that it helps learners see how personal experience, focused

by and filtered through the peculiar lens of the society within whielyttb ve gr own wup, h
shaped them.

Formal use of the Model can lead directly to the achievement of the highest level of
humanitiesobjectives. Ordinarily, however, these objectives are assumed to be pursued
indirectly, as learners engaiethe dayto-day task of trying to understand, organize, and
interpret the art, architecture, music, literature, and other creative effort of different peoples and
eras.

For this taskthe Model provides a comprehensive conceptual frameamtidmplate. It
establishes the elementary and important fact that creativity can only be understood from
finsidepin terms established by tiseciety orsocial system of which the creator is or was a
member . What 6s wlesigred reeans onty whaithosetwighoh a jparticular system
intend it to mean. A dance | svisei, pegfarnsitora dance
watchmake of it. The very same movement may, in the context of one society, be an act of
worship, inanother have sexual meaning, in yet another may be designed to manipulate the spirit
world. Thereb6ébs no way to know whatoés meant si
any way for outsiders to see theboriginaing$ociedyt t he w
The most the outsider can do is speculate about its meaning, and the only valid approach to that
is to try to grasp the totality of the social system of which the creation is or was a part.
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The Model also helps learners understdrad dance, music, literature, sculpture,
painting, architecture, language, village design, philosophical system, and everything else within
a particular society will tend to be more or less consistent or integrdteull be products of
the basic shad ideas and values of that system. Ehstindian musical composition, for
example, moving along without pause, without climax, with little change in tempo or dynamics,
is perfectly in tune with fundamental premises of traditional Indian society.

The Madel helps guide study of members of other societies, individuals very likely to
have different assumptions about life, self, time, causation, and so forth. It points out that many
ways of acting and thinking argbedutful, complex, di f f e
logical, valid, and useful. As this happens, awareness of differences clarifies thinking about one's
own ways of acting and thinking and opens up myriad possibilities for alternatives. One can
begin to appreciate the exciting and l@aging fact that there are endless ways of being human,
and that some of the alternatives may be more realistic or more satisfying than those one calls
one's own. When that happens, freedom expands, other humabjéesves begin tbe
realized, seHawareness is heightened, and perception of the range of human potential is
broadened.

For the teacher designing or revising a humandmsse, all previous discussion
concerning the role of the Model is applicalllet 6 s a devi ce thatds about
permits for helping students see the wholes of which individual creations are projections
manifestationslts use will, of course, require class time that might otherwise be ufeovier
the materiaf) but the benefits surely far exceed the costs.

For the teacher willing to think freshly about the content and organization of humanities
instruction, The Model will suggest other possibilifieslternatives to present practice which
bothallow the highesbrder, mosigeneral humanities objectives to be pursued in systematic,
concrete fashion, and place the traditional content in contexts making it more manageable,
memorable, and useful.

Language

Every academic discipline can be strengthened by clarifying its cultural base and fitting
its conceptual structumgithin the largest possible knowledge framework. In the study of
language, however, thisqaress is hardly necessary. The structure of a language and the culture
of its native speakers are so ticrgdiebtheypothérnt er wo
Every insight into a | anguage opensvey window
insight into that society opens a window on its language. We may not choose to look through the
windows, or we ray not yet be perceptive enough to interpret what we see, but the windows are
there.

The potential contribution of the Modeliticreased understanding of language is great.
Unfortunately, that potential will often be ignored becausetdalay decisions about language
instruction may take precedence. Teachers, of course, want their charges to learn to speak, read,
and writetheir own or another languag®rrectly, and to that end, spelling is tested, vocabulary
exercises are assigned, reading is practiced, speeches are made, essays are written, and grammar
is studied. In each activity the teacher's role is often much theédsenpaint out deviations
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from whatever is thought to be correct. Larger matiezoften neglected¢oming to see

language as an interesting phenomenon, a complex puzzle, a source of insight into self, a key to

how the mind works, a map to guide the study ofifar and unfamiliar societies When t hat 0 :
the case, the Model will seem unrelated to language study. If the aim is for language learners to

me r eréhgarsét he | anguage until they get it right,
designed to increagmderstanding.

Of these two emphas@dearning a language and understanding langidbe latter
ought surely to occupy a place equal to the former in the general education curriculum. What
could be more central to general education than a study of languraggvithout it, humanness
is impossible? That we make so little effort to deepen our understanding of whatsefaus
apart frommostother creatures is a question that students in language classes ought to be led to
think about.

There are otherSWh at werdbd How many ki ndsfisentereé?t her e?
What does it mean tiknowo a language? What doésorrect languagemean? Who decides?
On what basis?

Every language exists in many styles and-styte a style for speaking with close
friends, for example, and within this style, variations that depend omgegéer and situation.
There are styles related to status, public address, speaking to dnplsidiel speaking on
solemn occasions, stylés talking togodsor spirits, telling secrets, and many, many others.
How many such styles can be identified? How do they differ? Why? Under what circumstances
is each used? What are the consequences erdiff situations of using a wrong style?

Within the same language, subtigriationsin speech can mean the difference between
acceptance and rejection, success and failure. Whatasevtriation® Where are they found?
What purposes do they serve? Wimg such differences often deliberately maintained or even
emphasized in the face of apparently negative consequences?

Does a language bias its users' perceptions of experience, encouraging, facilitating, or
even requiring certain ways of thinking and disiaging, making difficult or impossible other
ways of thinking? Are some languages better than others? More suitable for some purposes or in
some situations than other languages? Which purposes or situations?

Why do languages change? Are there patteros directions to the changes? Does
language make social change more or less difficult? Why? Are changes in language resisted? If
so, by whom? When? How? Why? Why do those who speak two languages sometimes have
feelings of language inadegguc y, whi |l e those who speak only on

The move from languag@mechanio to flanguage scientistfrom languagédinsideoto
floutsidero from language as something to learn to language as something to raise difficult
guestions about, may se¢msome a poor use of time, but only if making more sense of
experience isnodt considered the overarching a

Students have to function in a world in which their skill in the use of language has real
and important consequences,amlguage understanding shoul dnot
facility, but mere facility sells the subject short. Language study needs to be put in perspective,
and the Model can help.
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The Natural Sciences

Black holes in space. Music. The nature of smell. Bacteria which thrive on the sea floor
attemperatures and pressugesater than those in a laboratory autoclave. The incredibly
complex collective behavior of certain insects . . .

Tomysteriessucas t hese thereds |iterally no end.
universe encloses puzzles beyond count, and the pursuit of understanding increases rather than
diminishes their number. Around such mysteries a remding curiositydriven course of study
can be assembled, a study that begins in infancy and, unless killed by deadly instruction, extends
for a lifetime.

That kind of study belongs in the schools. Scidaadten sold as necessary to meet the
needs of American industry or kettye nation ahead of the international competition, but the

best reason to study mysteries is because the
dondt know is human and fulfilling. l'tos al so
resultsof whi ch often prove beneficial i n unexpecH

boundaries. Anything and everything is potentially exciting and important.

But there are certain aspects of the natur
simplybecause theyo6r e aldomtalisethegnatureggandquality af our, liveb, u t
and sometimes life itself, depend on understanding. The average person can probably afford a
degree of ignorance about, say, optical phenomena or the compositierioigs of Saturn, but
shouldknow as much as possible abaspects of the physical world that are linked to personal
or social wellbeing or that affect or have the potential to affect ways of life.

The focus ofthafi p er s o n a |l dcignceriseshrapy a btud it s scope i sn
Anything that alters or is likely to alter the characteristics of a society's actors or environment,
thereby exerting pressure on its important ways of acting or its shared ideas, needs to be
idertified and monitored, andstmplications understood. Biological, technological,
physiological, and environmental changes need to be continuously observed and analyzed. A
region's water table dropping a centimeter a year or taking ever longer to recover, a growing
season decreasity a few days each century, a gradual change in the composition of the
atmosphere, the steady depletion of a nonrenewable resource, the gradual appearance or
disappearance of a particular organism in the atehase are the kinds of changes which,
unnoticel, can cause human societies to shudder, bend or disintegrate, with those whose lives are
changed or ended perhaps never knowing the sources of their trauma.

A science that grows out of an attempt to identify and monitor these kinds of changes and
determne their actual and potential impact on social systems should be part of an integrated
general education curriculurA.systemsbased approach, using analytical categories such as
those stated early in Part Two, is essential.

Mathematics

Making change, computing gas mileage, balancing a checkbook, figuring how much
kitchen tile is needéda | | kinds of daily, mundane acti viti
an indispensable tool, otieat schools must help every learner acquire.



68 M. BRADY

The value and frequency of use of simple mathematical concepts and skills, however, can
lead to some questionable assumptions about the place of mathematics in the curriculum.
Because some mathematicsisobgiduy a good thing, It doesndét n
purposes of general education, more is better. Certainly students with mathematical ability
should be helped to move as far as they can g
should be dne for those who can sing, dance, write computer programs, build beautiful tables,
or generate promising hypotheses about the cause of a disease. The general education component
of the curriculum shoul dndot be asddeamceadentialas it
of one segment of the student population, or by pressures from business and industry or others to
cut general education short by premature efforts to specialize.

In defense of extensive mathematical study, one old argument is thatribetes to
fimental discipline or that it developélogical processe8Re s ear ch hasndét borne
contention, but even if it had, the mechanical nature of much instruction makes such benefits
unlikely to be realized in the average classroom.

Mathematics instructiod a great deal ofd@ should be available. But for general
education, once students have acquired the simple concepts and skills daily functioning requires,
the mathematics needed is the mathematics that helps make sense of experienngdithat
characteristics of a systembés population can
they changing? What s hap oisweahhgclimateresaurcesy st e mé s
andtools? Which ways of acting are followed by how mamg how are action patterns
changing? Which actors believe what? How strongly?

Answers to questions like these h&gout our situations in perspective and increase our
control over our fates. Mathematics needs to be taken out inteaheorld not simply out to
concerns about balancing checkbooks and making change, but to all dimensions of reality.
Thereds much in daily experience that, in the
aspects, eludes understanding. Tocearly the shape of the present, the curves of histioey
probable and possible contours of the futamathematical ideas are essential. What students
need 1isnd6t game playing with mamdbesasnsdudf cwhe
happening, and why. Ma¢matis needto expand understanding of the real world, is¢edjet
off the pages of textboolkand be put to work taking our measure and the measure of the world
around us, helpingusundexst d what 6 s happening, when, wher e,
frequency. To that end mathematics is indispensable. To simply play with it, or hand it to
students because some people find the puzzles it presents interesting or challenging, is
irresponsible

Il tds al so i rr es p ofhighermat@mandatorynidokoee benefitsr s es i n
thereby. The very small percentage of students who show real promise in mathematics are done a
di sservice when theyodre put i n aodsasecgles with p
workers, and so on, and so are those promising surgeons, mechanics, and social workers. Some
vague notion ofrigoro that fills specialized classes with those for whom the work is irrelevant
has done great harm to students, teachers, taxgpayerand t he lasogfactor soci ety
contributing to dropout ratsens. and the popul at
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Special Classes

Non-Native Students

Modern travel, changes in the distribution of wealth, political turmoil, and other factors
have resulted in considerable increases in the number of students from other cultures enrolled in
American schools and universities. The problems are about whatouhe expead difficulties
with the language, teacher use of explanatory allusions not understood by those reared
elsewhere, content inappropriate for or inapplicable to life in other societies, ethnocentric biases
in instruction and instructional materiaisstructional objectives and evaluations put in place
without consideration for nontraditional students. Problems are sometimes less marked in
technical fields, but not in general education. This is where the most difficulties arise, the most
student pagntial is wasted, and the richest opportunities for both foreign and native students are
left unexplored and unexploited.

Given a reasonable degree of teacher flexibility, the Model can help with all these
problems. Used as a basis for a special claseorporated into traditional general education
courses, it becomes a means to the achievement of the full range of objectives already identified.
It can tailor the general education program to the individual student and make that program as
valid and usaefl for the foreign student who returns home as it is for American students. It can
help nonnatives make more sense of America and its various subcultures, and make the foreign
student a real classroom asset, for the Model is a vehicle for comparatetalssicidy. Both
foreign and native students can serve as sources of systematically organized information in
classroom explorations of each other's societies, explorations which enlighten and broaden both
those who ask and those who answer questionovidas unparalleled opportunities for first
hand experience. Whatdés necessary to take adv
for intellectual and emotional growth is a reasonably culturadiytral guide to channel
communication and structuumderstanding. The Model serves that purpose.

Foreign Travel

Students who travel abroad to observe unfamiliar contemporary societies or to see the
preserved artifacts of earlisocieties face the same conceptual problems as students of, history
new employees in a corporation, archeologists, cultural anthropologists, and new residents in
town. Theyo6re flooded with trememamngandamount s
priority, relate, and integrate to form an understandable picture of an unfamiliar social system.
The similarity of this task to those previously discussed should make apparent the applicability
and usefulness of the Model in travel abroadeliike childhood puzzle in which a picture
begins to emerge as nhumbered dots are connected with lines, the outlines of unfamiliar societies

begin to emerge as the information called for
of the unfamiliarput it does provide guidelines for making one. It also reminds the student that
much thatds novel or exotic may be of Ilittle

unfamiliar society.
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Institutional Orientation

It was suggested earlier that a major weakness in the traditional curriculum is its failure
to helplearneraunderstand those institutions which structure their daily lives, institutions having
much to do with their welbeinggh appi ness, and sucitetsep Vet slioc® d
religious, economic, political, social, and educational organizatindbservavith the critical
and objective eye that distance provides. We tend, for example, to see schools and esiversiti
merely as sources of what might be cafisthndard servicastather likeeducational vending
machines. How they work is of little interest or consequence as long as they continue to provide
the expected services. We O0theemachiaeythatdorye kimdwoh r e t h
mechanism resposdo the coins or the kick and thereupon delivers the goods, but preoccupied
by the fare being delivered, the machine itself is taken for granted and largely ignored.

This oughtnhotto be. The appropriatese of the choices ogchoolsprovide, how those
choices are made, how much they @sl why, are part of the transaction. They need to be
understoodAnd the customer, thechool and those in charge of it, will be better off if theg
understood by the |l earners theyore supposed t

I n vending machines, wear and obsol escence
constantly being rebuilt and redesignedediucationas was pointed out in the Introduction,
increasing program ineffiency and obsolescence are equally natural and inevitable. And, just as
itdéds desirable that in the redesign of wvendin
service personnel, repairers, and others contribute to its improvement, so it is tha, school
legislatures, courts, religious groups, and other institutions can be improved by the suggestions
of all those who affect and are affected by them.

Before that can happen, however, the workings of the machine as it is must be exposed.
Inspection plategsovers, and housings must be removed (usually over the protests of those
whobébve come to feel that the machines are the
and functioning are no one else's business). When the workings are open to vatadgnthen
some kind of guide or handbook is needed. In an orientation to the educatiachines
webve created, the Model can serve that purpo
analyzing the structure and functioningsshoolsare availablefwo arguments favor its use.

First, if the Model is already beinged to organize a general education course, applying
it to a different, constantly accessible chunk of the real world reinforces and strengthens the
concepts it teaches. Humanities, langydgstory the social sciences, and detailed study of the
school itselfbecome mutually supportive. Second, the Model is a better guide than the catalogs,
public relations brochures, media releases, org#izal charts, and the explanations of those in
charge in making sense of how the institution is structured and how it functions. Some
discomfort may result if students begin to ask questions about environments, about, say, the
design of a new winghe $ared ideas of those who made the decisions, the actions that
translated their decisions into a firlaim, and so on, but the interests of students, the institution,
and the larger society will in the long run be served. Discussion of the implicatithresrefative
size and decor of the offices of various institutional employees, of budget items and the priorities
they reflect, of ways for displaying status or authdritgydeed of all aspects of tisehoolas
t heyodre sur f acae,d propgriyfdcised, paide Edrners with concrete
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illustrations of every one of its elements. Students can learthéirat how one complex system
really works, and in turn help that institution and others to which they belong meet their most
important objectived sustained effectiveness through selhewal.

Limitations of the Model

The constant repetition of the phrdilee Model cagd 0has almost certainly become
tiresome. It should be clear, however,thét 6 s not t h &odeltbutthe but es of t
ubiquitousness of what it modéfmt makes it so broadly appisle. Other models of organized
human groups can also demonstrate the unfortunate arbitrariness and awkwardness of the
boundaries wedbdve creat ed thdraturalressandkimpiditydostheo f  k n
one all humansoutinelyuse are surely assets. Many years of experimentation have proved it to
be a practical, workable tool. Thousands of students of differing age, ability, nationality, cultural
heritage, and acadeerievek have used it to study neighborhoods, corporations, nations, ethnic
groups, ancient civilizations, utopian and fictional societies, religious movemenistatéy,
tribes, ships' crews, schools, military installations, athletic teams, youtk,gamglutionaries,
and other human groups. It6s been used to str
subcultures, to trace differences betwénvn and gowrgto contrast those living on opposite
sides of the railroad traakto clarify conflics and misunderstanding between various groups,
and as a basis for counseling marriage partners of differing cultural background. That its use
hasndét spread is due primarily to institution
and accountability measures, distrust of the judgment of educatatsiarrow policies put in
place by those in authority who know little about educating

As with all modelshowever, this one creates for its users a potentially serious problem.
Although new models of the real world liberate and expand thinking, they also eventually begin
to have negative effects. What begingaagy of modeling reality in order to make it
intellectually manageable tends increasingly to bedbmway of doing solnstead of checking
our models against reality to see how they should be changed to make them more accurate and
useful, we tend to accept only information that fits with or reinforcet he one wedve co
comfortable and useful. The longer we usadigular model, the harder it becomes to change or
discard it.

We can try to build in obstacles to this tendenayb&gin with, the fact that usé the
Model is conscious and deliberaterensind t hat i to6s merely a model
to structure thinking too rigidly. Second, its categories are very general and allow considerable
latitude for interpretation and application. Finally, if ever the importance of the holistic study of
sysems in particular and societies in gener al [
and variations on those models will be constantly appearing. The more there are, the less likely is
it that any one of them will become rigidly institutionaliz&the teacher can also contribute to
flexibility by making it clear that a model is merely a starting point, a temporary structure to be
constantly torn apart and rebuilt as experience and analysis suggestoegeiseful forms.
Model evolutioncanalsoedb encour aged by presenting aspects
comfortably into the model being used and challenging students to reconcile the two.
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Incidentally, activities such as this can serve another valuable pudeosenstrating
that human systemseainherently the most complex and challenging entities known, and worthy
of the best efforts of the best standent s. It o
secondanyfevel school subject that by title would seem to come nearest to being/atthd
complexity of humankind and the human condition, is regularly ranked by students as the least
challenging area of study. As a consequence, many who might eventually be able to contribute
much to our understanding of ourselves and others turntidlectual stimulation téields
thought, incorrectly, to be more intellectually challenging.
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Part Four

NodsersTecaimngTeachi ng

| began playing with models for human systems in the 1960s, while teaching
interdisciplinary social science at Florida Stdtgversity. Since then, I've worked with students
at every level from elementary school through the university, students representing the range of
abilities, interests, and inclinations found in most public schools and colleges. I've taught in a
half-dozendifferent institutions in several different fields. I've administered, observed,
consulted, supervisedndcoordinated Iwdtterearticles, textbookgrofessional books, and
instructional programs. For seven years, | wrote natipubdiributed newspaper columns on
education for KnighRidder/Tribundnformation Services.

Nevertheless, I'm reluctant tfive advice except i n a very gener al
my KnightRidder/Tribunecolumn for theOrlando Sentinehewspaper fothe 21st of September
2002

Maybe she's still playing the piano and enjoying it. Maybe not. But if she is, she
and her mother probably have my oldest saimamk.

He was back from the U.S. Navy. He'd served his hitch as a musician, sometimes
playing trombone in big bands, but more often playing upright bass or guitar in small
combos, backing up touring entertainers.

He hadn't yet gone into the chehgineeing field, and was picking up
miscellaneous work ranging from carpentry to filling in at a local music store. He

preferred the patime store job, especially giving music lessons. The pay was poor, but
the satisfactions great.

The little girl came in triéing her mother by several steps. She had a book of
beginnerlevel keyboard exercises under her arm and a scowl on her face.

The mother explained that, although she herself wasn't an accomplished pianist,
playing had always given her pleasure and sheegathat for her daughter. She had,
however, about given up. Would someone at the store at least give it a try?

ASurep said my son. He made some-getjuainted small talk with theyéarold,
then took her hand and led her to a practice room.

fiDo you like that book under your arm?N@i0 she answered.
Al didn't think so. Want to pitch i&my son asked.
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AYesp she said, brightening considerably.

AOK. Put it over there, come sit beside me, and let's try something. I'm going to
play a chor@ hit a bunch ohotes all at once. When | do, you fool around with one
finger until you find a note that sounds good to you when you hear it with the notes I'm

playingo

There was initial uncertainty, but she found a groove. After several minutes of
this he saidfiOK. Her's what | want you to do this week. First, put your book in the
bench at home and forget about it. Then, | want you to try to make up a little tune. Like

this. Or this. Or thigiWith one finger, he played three short, funky, unfamiliar little
melodies.

fWhen you have one you like, bring it back ready to play for me next dek.
and give your tune a nandde addedfiOK?0

He told the mother not to let her spend more than 15 minutes a day at the piano.
The mother said she couldn't imagine that keepingl@eghter away from the keyboard
would be difficult.

I'm sure I've remembered all this because, although my son had few formal music
lessons himself, I've long considered his approach to be a useful model of sound
education.

First, he did an aptitude chedWatching and listening as the little girl found
notes that fit the chords he played, he settled to his own satisfaction that she didn't have a
tin ear. If he'd thought that, he'd have gently suggested to the mother that maybe her
daughter's talents laysewhere, maybe in dance or art or some other field.

That's not how it is in Americabs school s
There's a required curriculum. If you want to graduate, you have to pass, for example,
algebra Period.

Second, he individualized the instructional material. The little girl's tune, not
those in her book, was the focus of instruction.

That's not how it is in Americabds school s
instructior® pre-processed content assembled bplighers with an eye on what they
think will sell in their two biggest markets, Texas and California.

Third, he moved her gradually through increasing levels of complexity. When she
came back the next week, he wrote out her tune on large manuscripwtptre title
she'd chosen at the top. As the weeks passed, her little tune was elaborated. The single
line of melody became a progression of cherdsomposition.

Fourth, there were no grades, no gold stars. He relied on intrinsic rather than
extrinsicmotivation. This was her tune and her increasing elaboration of it, with all the
satisfaction accompanying creativity and ownership. She wasn't just taking piano lessons,
she was writing music. She was a composer!

Ironic. When it comes to cranking oubghns and bumper stickers about
individualismandfdoing it my wayp America surely ranks near the top in volume of
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production. In our schools, however, we demaactountability for turning out super
standardized kids.
Go figure.

*%k kkkk

Individual differences in students, differences in ethnic and regional backgrounds,
differences in teacher personality and philosophy, in level of maturity of an academic discipline,
in instructional materials, in administrative style and preseng#yisical facilitiesand much
elsg convince me that I'm unlikely to be able to give usefully precise advice about how to teach.
I'm most comfortable, therefore, in sayiifiglere are some thoughts I've had and some
approaches I've tried in my efforts topand student understanding of their experiengiaybe
my comments will give readers some useful idédsey might also make policymakers more
aware of the utter futility of trying to control what happens in classrooms by meansdufvop
mandates. Ralgdo those do more than expose the naiveté of those who framed them. Altering
what happens in othersé minds is far too comp
legislatures or Congress.

Preliminaries

| walk into my classes on the first day aware that my approach to teaching is idiosyncratic
(as it is with all teachers). Since students may find my classes different, and since humans
sometimes react negatively to the unfamiliar, | try to identify the ptids of my teaching
style and make both my idiosyncrasies and the students' possible reactions to them matters of
thorough discussion. The relationship of student to teacher isn't ordinarily a casual one. If it takes
a few hours to establish a good wiog relationship, | consider the time well spent. | don't feel
compelled to confront them on the first day of class with a formidable chunk of whatever we'll
eventually be exploring. I'd rather visit together, finding out who they are, letting them know
who | am, and discussing some of the assumptions we've brought with us, assumptions which
might bear on the success (or lack of it) of our work together.

Sone of these assumptions have to do with the nature of the stedeher relationship.
If | find myself in a conventional classroom with conventional furniture conventionally arranged,
after we'vantroduced ourselves to each other arsited awhile, | may begin a discussion of our
relationship by asking the students to think and talk about the implcat s of t he pl ace
What does the furniture imply about their role? About mine? About our relationship to each
other? About relative power? Where are the empty spaces, and what do they medn@hgho
the chalkboar@nd other technologynd whabf that? Are the height of the ceiling, the
orientation of the furniture to the entranc
useful to us in our attempt to understand t
absorbed from the societyf whi ch wedre a part?

e
h e

And when webve noted the messages which se
in which we find ourselves, we question the validity of those messages. The desk, the podium,
theAwalking around space for me, for example, impythority. What sort of authority? Based
on what assumptions? How valde those assumptions? And so on.
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OQut of this comes, 1 f at al/l possible, a r
deepest levels of understanding come frbract, personto-person dialog, sit follows that
furnitureshould bearrangedo make it easy foeveryondo have eye contact with everyone else.
| sit in that circle, and to avoid that space eventually being viewed differently than any other
S pac e, atliftelentseataviergday.

Roles

One of the messages transmitted by the arrangement of the typical classroom is that the
teacher is an expert on the subject at hand, and her or his role is to distribute information. Now
there are one or two matters on which | might be considered expert, but in my view the expert
role is of limitedvaluein education. I'm not interested in students leaving my class with a few
hundred answers borrowed from me and soon forgotten. They donyestertlay's or today's
answers. They need tomorrow's answers, and | don't have them.

I'm much more interested in students leaving my classastudentd curious, probing,
interested, selpropelled, alive. That seems more likely to happen if theyepgrmeas curious,
probing, interested, seffropelled,and aliv® being, as much as | can be, the kind of student |
want them to be. Obviously this doesn't mean that | adopt student mannerisms or that | fail to
meet my responsibilities in matters of burestic routine. | simply want to model the kind of
actions and attitudes which, if adopted, would allow my students to help themselves continue to
grow for the rest of their lives.

As for my teacher rol e, what dtionnleesdito f or t h
have a general grasp of the major organizers and principles of the discipline, and | need to know
how to ask the right questioalhshow to hold up a puzzling bit of reality or its residue, be certain
the puzzle is understood, and wait . .itwdhile the learner pokes and prods, turns the puzzle
this way and that, shakes it, holds it up to the light, speculates, rejects, decides it has no solution,
then suddenly sees something not seen b&fareelationship, a pattern, an implication. It's
somretimes harder to let students do thahé teacher ian expert ora subject.

The kinds of questions | tend to @skuestions for which | have no answ@nnake it
easy for me to assume the role in whieh I 6dm m
studentAnd they keep me from being bored.

Thinking
Most students have acquired some relativel
in school. Since what | do in clvafeusditasefutlen doe

to warn them by sharing with them my reasons for departing from some of the traditional
practices.

Sometimes I'll use a simple exercise to create a basis for discussion of one of the
peculiarities of my approach to teaching. Withoioipdiscussion, I'll ask them to write, on an
unsigned scrap of paper, a couple of typical exam or quiz questamssubject, any grade
l evel. I f they can't remember afMsaskettemup,but ques
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try to make them jst the sort of questions you've grown accustomed to being asked by teachers
or college professois

| collect the responses, put them aside, and begin a discussion of what teachers mean
when they say somethinglikdiNow | dondt know nwduethercassesp | | be
but inmyclass, you're really going to havettonk!

In the interests of presion in our discussion, | then help them break the wark down
into a Benjamin Bloontike taxonomy of specific thought procesddsferring, hypothesizing,
generalizing, recalling, categorizing, synthesizing, and so on. With the taxonomy on the board, |
then begin reading aloud their examples of typical examination questions, asking them to
identify the specific thought procestidents in the class taking the quiz or exam on which the
guestion appeared would probably havediseanswer the question correctly. When they
decide, | place a tally mark after the appropriate word on the board.

| 6 v €o bgsarprised by the resul\bout a dozen or fewer questions into the exercise,
mumurs begin  tt @ésar t hat t hey 6 vithinkngoalmost abvdys meansb el i ev
simply firecalling.0 Often not a single question they submit will have required them to draw an
inference, generatendypothesis, postulate a relationship, formulate a generalization, make a
value judgment, or engage in any thought process othethibagcall of somethingead or
heard in class. (I once did a content analysis of the semester exams in all subjectssizadnid
college with a good academic reputation, and found that approximately 88% of the questions
were simpldaestsof shortterm memory)

lcan then point out to the cl| asfallrandeaft i f | €
thought processes t hey 6re going to be doing sThamet hing
leads taanotherdialog, ths one about how #y may react to thalifferent,broadened task.
Having learned how to playtlig ust r emember whaotgayneyodve 6rseadctao
possible they may react negatively when | change the game, not necessarily making it harder, but
merely different] warn them that at least some are likely to react to the work with a vague
feeling thaffithis isn't education.

That s a perfectly understandabl e reaction
with the simple process of storing information in meynamd recalling it on demand, activities
that requirdearners taiseother thought processesay make them apprehensive and overly
concerned about a final grade. Sometimesoptieswho object the most to being required to
engagge n a wi de range of thought processes are t
playing the old readndremember game.

Specific reactions can be anticipated. Some, after a few days, wiilPlagse! Just tell
uswhat you wanusto know!o or, iWe'renot getting anywherélor, iiThis is so disorganized!

or, iCould we have a worksheet to fill oot®t her s wi | | react different
being asked to remember dozens or hursloédits of information, they consider the work easy
or soft. Stildl others will feel that, for the

challenging and meaningful.

Potential problems associated with deliberate expansion and diversificatimught
processes shouldn't be underestimated. Students aren't the only omeayareact negatively.
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Parents, other teachers, administrators, policymakers in state capitols and Washington, and many

in the lucrative testing industry also often think eating is primarily a matter of moving
information from t hos el asdrt@f monstermational gameéafs e wh o
Trivial Pursuit, the winners being those who can pencil in the most ovals on a test of what

someone, somewheteappened to think &s important. Some may even argue that schooling

i s supposedo require the youmto think, that its purpose isjustpor ovi de t hem wi t h
ma t e foi thanking,that real thinking comes later, in college or in life.

These people aren't going to Unrederstanding or supportive, but their fears and
apprehensions are different from those of the

attempted is admirable, but the teacheroés fir
fiteach tohe standardd They won't use those words, of coynsél simply invokethe
immediacy of the next standardizedtma ndat ed by some authority, a

primary responsibility is to make certain that their studeass pvith the highest possible scores.
Thebureaucraticcorporateanonster must be fed, even if tfiandardgthat are its fare are
legitimized only by the fact that their origins are no longer identifiable.

In those situations, | try to Kill two birds thione stoneand usdraditionalcoursecontent
in nontraditional ways. But if | can't, | simply identify the contembst likely to be on the test
and devise some way to deal with it efficiently. After we've discussed the necessity of meeting
bureaucrat or societal expectations, | may direct the students to Cliff Notes or some other
commercial outlineandassign that which is most likely to be on the standardized test as work
for them to do on their own time. | consider our time together too valuablaste on memory
exercises

Metaphors

Occasionally, to help prepare students for the instruction ahead, we'll talk about their
conceptions of the teaching and learning process. It's very likely they share the usuabmrmetaph
about learning that their heads are empty and knowledgsstisffo to be somehow gotten inside
them. We employ such figures of speech constantly because we know so little about how the
mind really works. Eventually we stop thinking about our educattated metaphors as feeble
attempts to describe something extremely complex and come to see them as accurately modeling
the teaching and learning process. When that happens, activity that doesn't parallel our
metaphors probably won't be seen as educdtiona

If our metaphors for educating were reasonably close to how learning actually occurs,
theredd be few probl ems. Unfortunately, theyo
as a consequengeentral offices, state legislatures, Congress, stadefederal departments, and
rich, successful entrepreneurs have no qualms whatsoeversalymg what they thinkhould
befitaughbto whom Even theihowo of educating is often dictated so rigidly that authorities
expect to be able to walk into a classroom knowing beforehand what page in the textbook is
beingstudedSome attach the euphemism Afidelity che
demonstrating aappalling ignorance of just about everything having to do with teaching and
learning.
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That ignorance, often fourid the minds of education policymakenscounty offices,
state capitols, and in Washingtas probablythe single greatest obstacle to negress in
education.

| ask students questions about widely shared assumptions about edi@Satpppse the
process isnodot | i ke sitting and being spoon fe
case, wouldn't actions and attitudes now wered appropriate and effective be unacceptable,
maybeeven have negative consequenoddte food metaphor suggests that in educating, one
participant is active, the other passive. But if educating is more like making love, questions are
raised about thesroles. The two metaphors put in a different light questions central to
educating, questions about authority, respect, passion, expertise, involvement, class size, even
attendance.

Neither of the mtaphors is adequate (although the second is probabéymetpful than
the first), so we discuss others. It may be that education, the objective of which is the expansion
of understanding, is more a matter of closing a circuit, building a bridge, going inside to examine
the skeleton, climbing an observation sawforging a link, tracing a blueprint, or stacking
blocks in different ways. We'll talk about a metaphor | frequently ubkat of rearranging
mental furniture. The worckarrangingis helpful to mel don't know how valid the idea is, but |
seem to accoplish more if | assume that everything students need to know in order to
understandhe matterathandh ey al ready know, just donét kno
wander around with them in their mental attic
moment, bringing it out, dusting it off, examining with them how it's put together asiang
themwhere it could go to be in the most useful and meaningful relationship with the rest of the
mentalfurniture.

Textbooks

To many, nothing seems more central to education than textbbe&shers,
administrators, classrooms, laboratories, gymnasiums, chalkboards, desks, projectors, computers,
notebookd each has a place and plays a role, but for perhaps mbsisefinvolved in one way
or another with educating, the textbook is considered the indispensable tool for educating.

Some measure of their perceived importance is indicated by satidrattitudes related
to them. Parents demand that they be broughmehipom school. Many teachers won't start
classes without them. Academic departments will adopt new textaookthen spend weeks
reorganizing courses, as if the change in books had somehow alteredlitge¢he books
attempt to expla. Administrators sometimes think that all books for a class should be the same,
and that all classes using a book should be on approximately the same page on the same day.
Elaborate and expensive procedures are devised to tetioks, agry crowds smetimes
burn them, and not infrequently the courts are asked to make judgments about them. Obviously,
textbooks are considered very important.

To suggest that traditional textbook® a major, perhajplse major obstacle to the
achievemenof educational excellence will seem to many to be nothsgytlean heresy. It's
acceptable to find fault with them, to criticize the uninspired writingfithenbing dow of
vocabulary, the concern for comprehensiveness at the expense of depthigndhaar
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spiraling cost, thie usual several years' lag behind current knowledge, the dreary sameness
stemming from publisher attempts to duplicate the currentdedist, or even their ever
increasing weight. But to suggest that in most subjesttooks actually stand in the way of
major educational improvemeims to risk being labeled as too eccentric to be taken seriously.

Students have adopted society's general attitudes toward textbhwbtesxtbooKike
materials. For this rean, since | make very little use of textbooks (use them at all only under
administrative duress), | have to go to considerable lengths to explain why.

One of the problems, | tell them, is the conventional textbook's expository shde
thousands of wosfitelling you what's true.

Typically, textbookgead like this:

What most textbooksffer is a kind ofcompendiunof a field of study. The words in the
text have been preceded by decades or centuries of thought, argument, exploration, criticism,
organizing, and reorganizing. Out of all this has come conclusions,haftelreds or thousands
of them and summaries of tise conclusions provide most of the content of the usual textbook.

Now for reference purposes, such a resocarebeuseful especially if there are no other
accessible resourceEBhere needs to be a handy place to store the distilled thinking of scholar



