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ABSTRACT
‘PraE}ical»texts addressed to teachers and administrators

occupy a‘speéial place‘in Ehefeducaiiona@ canon. Neither
scholarly works nor pﬁpular literature, thése texts tYpiCally
- élaim-to:draw on research for the purpose of better informing
and guiding'practicé. But they rarely,artiCQlate the
relati§nship between such practically oriented research and a
kheory of educatibn; for that matter, they often even féil to

document their basis in research. This-qhesié asks: to .what
- -extent do practical texts express an implicit theory of
education and how cén that theory be made evident? It seeks to
derive the answer from the texts themselves--through an analy§i$

of their formal prose characteristics.

The practical texts selected for this study vary both in
their degree of theoretical explicitness and in their ‘,
orientation to~school praétice; Least theoretically explicit are
the texts that prescriberpfactice: examined'hererare a‘basal
reader, Our Schoo!, and its accompanying teacher's guide}tand an
extensive‘selection‘of schoolhouse planning manualg. More 7
theoretical—-and'descriptive rather than prescriptive-—are'two

ethnographies of schooling,'Ways with Words\aha Learning to

Labou{}

‘The above selection of texts approaches schooling from the
perspectives of activity (teaching children to read), space (the

schoolhouse) and time (lived experience). A fourth perspective,

iiy
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that of Hpcwledge, is approached by a cbnsidena@ion of an
entirely different kind of '"practical! text, Walter Bénjamin's

Program for\‘a Proletarian Chi‘\“{ ren’s Theatgr.

The generﬁl theéretical fréme for a narfative—qritical
reading of-non—fiction prosé is’estabizshéd in Chapter 2's
féview of Paul‘Ricoeu:'s critical hefmeneutics and Hayaen
White's critique -of historiogréphicél,stylés,\The feading -\ -
vprocedurevadppted here is a simplf?{ed synthesis of the
ncéational criteria used by Gerard Genette in &arrati?e
Discourse, by Roland Barthes in §,Z and: by Mikhail Bakﬂtin in
The Dialogic Imagination, Thesé tﬁree—ZE;roachgs:ate
cbmpiement;;yfin tﬁat they adaress the unity of the text
(Genetfe), the‘plunality of its strﬁctures oﬁ‘signifigation

(Barthes), and the relation of the particular text to texts in -

general (Bakhtin).

This thesis concludes that nartative-critical reading can be

a usefulkdeifce for explicating the theoretical presuppositions

~of practical educational texts.

iv
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CHAPTER I
£y
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K

E ' ﬂ\\’;NTRODUtTIDN

Hurtling unseen, hundreds of miles from the eargh,‘a
polished metal sphere the size of a beach ball passed
over the world's continents and oceans one day last
week. - ' 8

&

-

This thesis is about discourse form in education. Form both

enables and censors discourse: legitimizing what can be said and

—Time, October 14, 1957

understood; prohibiting the uhauthérized'as "incomprehensible',

'unspeakable'. The dialeéﬁic,of form cannot be overcome by

§eparatin§1forms of discourse into discrete classeskof enabling

forms and censoring forms, because censorship itself enables
discourse. The dialectic of censorship and authorization cannot
be overcome; what is said arises out of the condition of its

unspeakability.

=

PR

The purpose of this introduction is?;b tell the story of bow
a particular PieCE'of investigétidhkéamerabout, and of what it
intends. to accomplish; fhe motivatioﬁ for the investigation came
from a pr?ctiéal dilemma about theoretical reflection. That is
also to say that it did not derive from‘a‘specific body 6f
theorétical’discourse about prag£icéf While»working on a schbbl»
board administrative staff, the author was formally prohibited

from communicating his reflections on educational practice to




other memhers of the admlnlstratlon staff. The paradox whldh

confronted,the author was, roughly: how 1s it determlned ‘that a

particular klnd of dlscourse is or 1sn't‘§ppropr1afe to,e glven
sifuation?'One of the -ways of approachinQVEHis;question involves
looking at thdge discourses which receive dffiéial senction»or B
are generally adopted within an area of practlce. What can t be
said then receives some negatlve deflnltlon—-never entlrely

adequate--from what can. The questlon,remalns: how 'look' at . .

the received discourses of practice.

Educatlonal theory has been characterized by Paul Hirst as a
2

S o

. "domain of practical theory, concerned with formulatlng and

\.

justlfylng principles of actlon for a range of*practlcal
actiyities.“’ He.distinguishes practicel theory from purea
theoretical knowledge, asserting that the latter is concerned
with explanatlon not the guidance of practice. Al;hough he eees
educatlonal theory as i@r1v1ng theoretlcal knowledge from
sociology} psychology, philosophy and hlstory, Hirst hlmself
rejecté the‘notion that the theoretical knowledge of the
disciplines can be immediately abpealed to for the juetification
of practical principles. Rather, he advocates that rationel
educational praetice should start from an articulation and
critiqne ofiéhe actual rules and principles embodied by CUrrent
practice.? lest makes clear how tenuous such an 1nqu1ry into

actual pdactlce is likely to be He underllnes hlS awareness of
"Paul Hirst, Educational Theory and its Foundation Digciplines~
(London: Routledge and Kegan Paul, 1983), p% 3. -

Hirst, p. 16.



| the non—proposifionalvcharacter.of muchopracticerbyymaking
succéssivs reférences to Gilbéft Ryle's distinctiop bétweeh
'knowing that' and 'know1ng how , Michael Oakshott's distihction'
between technlcal and practzcal knowledge, and Mlchael Polanyi's

emphasis on "the taolt ‘element in all human undertakings”

-

In calliﬁg forra consideration of cufrenEfprsctiCe; Hirst
'specifios-th?f'thisfwould necessarily entaﬁl examination of Ehe'
cOncepts,/categorles, actlons and. activities of practltloners—*
“including 1nd1v1duals, schools and 1nst1tut1ons Hirst supposes
»that<*fhe'best methodology for the development of educational
practice is . . . in large part an empirical matter.”® But much
would be overlooked if practices were to be observed without.
discussing with the practitioners the subjective mesn}ngs‘oﬁ
those practices. As Habermas points out, there is a difference
bétween ﬁeasuremént inﬁtﬂelphysical sciences and tﬁe need'for
_critical‘social science to understand meaning. For the latﬁer,

"The paradigm is no longer the observation but the dialogue."$

A second objection to Hirst's immediate concern with the
practitioner arises regarding the way that educational practice
is documented. Although educational_practice may sometimes

entail immediate theoretical reflection, formal investigation

bl

into practice always requires some kind of documentary

mediation. Each kind of documentation presents its own special

Hirst, pp. 10-14,

‘Hirst, pp. 20-21.,

$Jirgen Habermas, Theor) and Practice (Boston"Beacon Hill
Press, 1973), p. 11,
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‘already as text, or at least as coded notations, that the

field. ' I ‘ s -

conformity to general laws of causality, while the latter

#
<

. problems w1th regard to completeness, objectivity’ and

generallzablllty——regardless of whether that documentat1on
criginates from the pract1t1oner S own records, journals,and

reflectlons- or whether it is complled by a second party through

| observatlons, 1nterv1ews and questionnaires. It is always

concepts, categories, actions and activities of practitioners
are presented for analysis. The theorist of educational practice

thus confronts a preliminary task largely analogous to that of

the historian: how'tQ order and select from the documentary

Thé question of how the historical documentary field oughtf/f/

i

' to be ordered has occasioned, .in historiography, a“debate

between advocates of a 'nomological-deductive' model of
historical explanatlon and proponents of a narrativist model

e

The former p051t10n compreherids events in terms of their -

insists on the irreducible contingency c¢f history, and seeks to. .
explain events;in terms of how they conttitute a story of a .
particular kind. Each of these two positions acknowledge

different kinds of historical- documentat.on as significant. The

' historiographical debate has implications for "a theory of

~educational practice on at least two levels, First, it raises

the question of the adequacy of eitherbthe nomological-deductive
or narrative model for explaining educational practice.
Secondly, it illuminates the issue of how different kinds of

documentation of practice correspond to different explanatory
3



models,

Narrative'analysis has generated a varieéy’of studies within
educatlon Rlchard aAngelo has analyzed histories of educatlons
and a "cross section of the wr1t1ng on schoollng—-from avowedly
social scigncé,_through memoir to the‘phllosophlca}. "7 In this
wdrk, Angelo has relied extensively on Hayden White's"
characterization of the narrative paradigms used by

hlstorlographers Philip Wexler has called for an Edeoldgical

crlthue of school knowledge that would be substantlally

narrative critical,

The first level of~analy51s is the study of
representational ‘bias, class- spec1f1c narratives, which

~are naturalized as History, Sc1ence, Literature-and
Truth. The second level requires a digging out of the
concepts which order and stand behind specific
representations. These concepts constitute a social
theory of class consciousness and can be seen as the
textual functions of hlstory, totallty, exploitation,
class and contradiction which comprise the currlculum
story. Third, an analysis of school knowledge as
ideology or_ re1f1cat10n--to examine whether and how
production 1s hidden, underlined or made p0551ble by the
school text.

Some of the kind of work that Wexler advocates has been done by

Joel Taxel in his criticism of the way in which-children's

¢ Richard Angelo, "Ironies of the Romance with Irony," Paper
presented to the joint meeting of the Canadian History of
Education Association and the History of Education 5051ety
(October, 1983); "Reading Histories of American Education,"
Unpublished paper, University of Kentucky (n.d.); "A Sense of
Occasion," Unpublished paper, University of Kentucky (n.d.)..

’Richard Angelo, "Myth, Educational Theory and the Figurative
Imagination," Philosophy of Education, 34, Proceedlngs of the
Philosophy of Education ‘Society (1978), 227-238.

®pPhilip Wexler, "Structure, Text and Subject,” in Cultural and
. Economic Reproduction in Education, ed. Mlchael;Apple, (London:
Routledge and Kegan Paul, 1982), p. 290.



fiction about the American Revolution is dominated:by selected,
canservative interpretations.® Taxel maintains that the selected
\ R ’ \ ¥

interpretations are‘reinfcrced by-the novels' simplistic

narr tive structures and formulaic use of the rlte of passageq
motlf These novels he concludes, "legitimate an image of
Amerlca as a society free of deeply rooted soc1al COﬂfllCt
James Palermo has argued, from a structuralist narratlve
critigue ©f John. Dewey's "History for the Educator”, that, "In

practice, his historical pedagogy becomes a cultural myth that

the status quo. "

legltlmates ' Ethnographers, such as Shirley

\

' Brlce Heath %nd Paul Willis, work with an exp11c1t awareness of

<

" the cultural qentrallty of narratlve each acknowledges the

problems that arlse in the narratlve presentamlon of thelr own

work. \v ) : Ak

Within education, as in most practical fields, there is a

‘specialized lite;atufe of practical manuals and guides. These

texts may be provisionally defined as 'practical texts' to the

extent that their potential audience recognizes them as such.
Practical texts in education would normally-includé things like
the teachers' manuals that accompany texthooks, but they can
also inciude more highly descriptive and theoretical texts--such

as school ethnographies--to the extent that practitioners

sJoel Taxel, "The American vélution in Children's Fiction,”

Research in the Teaching of Bnglish, 17, 1 (Feb. 1'983), €61-82.
N i :

'®Taxel; p. B0. . z\

'"James Palermo,'"Dewey on Teaching History: Decoding the Myth,"

Philosophy of Education 42, Proceedings of the Philosophy of

Education Socie%y (1986), 221-234. :
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‘perqeive'those texts to be. relevant to practice. One of the
premises of this thesis, following Hayden White, is tﬁat these -
practical texts appeal to their‘particUla%‘publicq”on‘a
"pretheoreticgl, and specificélly linguigfic,'lesel of -
cbngciousness."?z The’aE%Stion thds arises: what charactefistici
of these practical texts as text'recohmendjthemhto,a particula;

public of educational practitioners?

* ' The purpose of this thesis is to examine to what extent an
analysis of the formal.narrative characteristics of practical
texts 1n education can make explicit practical texts'

relationship to educational theory and practice.

s

The selection of practical tex£s for aﬁalysis here was -
initially circumstantial. The aughbr's prévious employmenﬁ as a
school facilities planning aésistaqt afforded a fémiliarity
Qith, and interest 1in, the»school bu;lding planning literature.
His concern for the ethical and political aspécts of education
led, via Susan Buck-Morss' article, "Walter Benjamin's.
Revolutibnary‘Pedagogy", to Benjamin's "Program for a ‘
Proletarian Children's Theatre",'3 Discussiohs wiLh Professor
Suzanne de Castell concerning literacy and school ethnography -
have drawn the author's attention to Paul Qillis' Leafnigg k&/#
Labour, Shirley Brice Heath's Ways with Words, and "t:o the Qur

School basal reader and teacher's guide.
"*Hayden White, Metaghistory (Baltimore: Johns Hopkins University
Press, 1973), p. 428,

" New

"3Susan Buck-Morss, "Walter Benjamin: ReVolutionafy Writer,
Lejt Review, No., 128 {(July-August, 1981), 50-75, and No. 129

(September-October, 1$81), 77-93,



The theoretical justification for the narrative critique of
practical texts will be presented in Chapter 2's review of Paul
Ricouer's critical hermeneutics, Ricoeur's extensive

philosophieal iﬁveétigation of text, perticularly of narrative,

supports the position--crucial to this thesis--that narrative is

~a fundamental condition of humap experiefice and as such provides’

the 1ndlspen51ble ground for any sc1ent?1f1c explanation of “human
action, - Conversely, it is the functlon of explanatlon to permit
the‘%eader or hearer to continue to follow a narrative-at those
points where its further course of ‘development is unusdal;
"difficult or otherwise ihdeterminable {rom what had been given

so far.

'

>

Narrative criticism of expository texts remainéftoday a
fairly unconventional procedure within the human sciences. One
of the most comprehen51ve attempts to eluc1date the narrative
strategies of non-fiction prose has been undertaken by Hayden
White. He Ras propoSed a fypology of historiegraphical styles
which allows him to compare major contriburions from apparently
disparate branches of historiography and philosophy of Bistoryl
in terms of their modes of emplotment, argument and*ideologica}
impli;ation. White's typology is discussed inbdetail in Chapter

2 L]

The method employed for the analysis of practical texts
involved identifying'soheistructural and formal features—of the
texts; features that have been theorized by Mikhail Bakhtin,

Roland Barthes and Gerard Genette. Structural features of the

5



texts have been coded according to caté@o;ieé proposed by
Barthes and Genette. Identifica;ion of the genres of the -
ﬁ}actical texts was by“analogyrwith some~of the generic -
distinction;}proﬁosed by Bakhtin. This coding of texts

facilitated a rereading informed by more explicit awareness of

the texts' narrative const{tution; the texts weregreread, then,

as particular kinds of stories.

In the course of selecting and analyzing these texts a
series of“patterns-seemed to emerge, relating the four groups of
texts. First, in terms of the perspeciive of a pérticular agent:
the-te?cher and the téacher‘s>guide, the édministratoffand the
planning guide, the student and the éthnography, the
revolutibnary collective and the children's theaker. Second, in
térmg\of an aspect of the total school situation: activity in
thé case of the teacher's guide, space in the planning books,
time in the ethnographies, fefiection in the children's theater.
Finally, in terms of dramatic modes: romantic, comic, ironic{and
tragic. These affinities clearly have something to do with
| Hayden White's typology of style, but &t the same timéfthey

suggest a complex of educational practice which may well be

irreducible to any one or two of its terms.



» CHAPTER 11
ACTION, UNDERSTANDING AND THE MQDEL OF THﬁ TEXT

Paul Ricoeur's hermeneutical approacﬁ to the human Séieppés
is grounded in his hypothesis that procedufgs similar to those
deQelopedvby hermgngutﬁcs for interpreting téxts can be used to
.interpret human actions, Hg"argues that meaniAéful human SZtion
shares with text some of 7he featyres-—w1th fespect to tlme,
circumstance and agency-—that distinguish text qua text from
discourse(in general, including speech.‘,These distinctions
concern the way that text's enduring quality separates it from
the auﬁhorfs intention, the time of its utterance, its immediate
circﬁmstances‘aﬁd the presence of the .interlocuter. Aspects of

his approach have been developed in numerous articles and bodks,

three of which will be reviewed in this section.

Educational practices can be said to be coherent actiqps.v\
That is, they are not simply a random pile of events~an§ )
movements, but rather are bound togethér by some sort of aim,
procedure or éet of principles. It is these aims, procedures or
principles that permit us to say that given practices ére
‘meaningful' as educational practices. But this leads us to a
kind of circular justification of aims by practices and

practices by aims (or procedures or principles). Ricoeur's use

of the text as a model for action dodes not lead out of this

- e - — . =

'Paul Ricoeur, "The Model of the Text: Meaningful Action
Considered as Text,” in Hermfeutlcs and Human Science ,.trans,
and ed. John B, Thompson (Cafmbridge: Cambridge University Press,
1881), p. 197,

10
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' circularity It does, however make the circular relation

productive for 1nterpretation by securely anchoring the analy61s
of action in the conditionswéf t ime, c1rcumstance ‘and human
agency--the latter from the perspective of both ‘the production

and the reception. of the action.

In "The Model of the Text: Meaningful Action Considered as
Text"; Ricoeur considers the main features that distinguish text

from discourse in general, and maintains that these same

features prevail in meaningful action--these features are, in

effect, the criteria of an action's enduring significance. His
argument that text can be seen as paradigmatic for action is the

basis for tkhe attempt, in this thesis, to seek to understand
. ‘ o ‘ §
educational practice through an interpretation of practical

texts.

In a second article, "Explanation and Understanding: On Some
Remarkable Connections Among the Theory of the Text, Theory of
Action and Theory of History", Ricoeur takes issue with

positivism's methodological monism, and with thevmethodologicai

dualism of tradition hermeneutics--the distinction between

’-'erklaren and verstehen.2 He argues that explanation and

understanding are not twoe separable modes of scientific inquiry,
but that they function interdependently: understanding, which

¥ . i
Ricoeur defines as narrativa%y constitlted, establishes the

- v - - - e A e me . -

“2Paul Ricoeur, "Explanation and Understanding: On Some
Remarkable Connections Among the Theory of the Text, Theory of

~ Action and Theory of History", in The Philosophy of Paul

Ricoeur, ed. Charles E Reagan and David Stewart (Boston: Beacon
Press, 1978),



condition of intelligibility of aiz sqientific egplanation; and
explanation ﬁermitszihe»continued following of a narrative. Thé'
decision made in this thesis to examine primé}ily the %ar:ative
contexts in which}afgume;ts about practice ére‘présented follbws
Ricoeur's insistence on a dialectié of understanding and

explanation.

In Time and Narrative, Ricoeur extends his discussion of the
relations between éc%§ons, texts and comprehension.? Here, he
exploreé the operations by which narratives--fictional and
historical--enable human comprehension of actions which are
e;tended in time. Ricoeur's conciusiong that the narrative
configurations of history and fiction rely on a common cultural
tradition support the approach, adopted in this thesis, of

'borrowing' procedures of narrative criticism that were

originally developed for the study of fiction. - . e

>

Also reviewed in this section is Hayden White's Merahistory,
a comprehensive attempt to develop a typology of historiographic
styles organized around the function of emplotment.® His work is

éignificant for its exploration of what understanding might be-

I

- brought to ostensively expository non-fiction discourse by a

consideration of their generic narrative characteristics.’
White's typology of styles provided the initial paradigm for the

analysis of texts undertaken in this thesis,

*Paul Ricoeur, Time and Narrative, Vols. I and II, trans.
Kathleen McLaughlin and David Pellauer. (Chicago: University of
Chicago Press, 1984}, :

"Hayden White; Metahistory, (Baltimore: Johns Hopkins University
Press, 1874). : ,
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In "The Model of the Text:’Meaniﬁgful Action Considered as »
Text™, Ricoeur expounds a hypotheses that meaningful-action can-
be understood and 1nterpreted accordlng to the model of the
Ctext.® In order fo; a hermeneutical analy51s of actions to
ﬁconstitute an appropriate methodology for the social sciences,
meaningful action would have to display at'least some of the
features of a text. Ricoeur therefore examines the features that“
distinguieh t§Xt frémlegpken discourse and asks whether these
features are not also constitutive of meaningful action.
Ricoeur's distinction between spoken and written dlscourse draws
on the features that d15t1ngu1sh acts of dlscourse from the
general system of language. 'He outlines four areas. of
difference: temporality, authorial iﬁteption, referehce and
address. Each of these‘a:eas of d}ffe(ence correlate ﬁsth
features of ection that distinguish action as 'meahﬁnéfql'.‘

Y

Temporally, spoken discourse is.fleeting, and written
discourse is»ffxed; Ricoeur adopts, from Austin's andbseerle's
speech act theory, the distinction between the pzopositional

content, illocgtionary force and perlocutionary act of an
utterance. He;arguesvthat these three levels of the speech act
can be recorded to a different degree.7 Propositional content

~

lends itself to the greatest degree of material fixation through

e G ———— i —— - - —

*Ricoeur, 1981, pp. 197-221.,

*Ricoeur, 1981, p. 198,

‘Ricoeur, 1981, pp. 18%-202,



“1E it is tofb)éconsider,ed-meah&ngful.8 Activities and

lexical, grammatical, and syntactical elements. Illocutionary

[

force is also expressed to some extent by grammar -and this

permits its partial fixation. However he notes that in spoken

. discourse the illocutionéry‘forceAmay be expressed through

gestures and other non-articulated forms. Thus it is not as
fixable as propositional content. Finally he claims that the

‘ﬁéflocutibnary act is the least fixable of all three- levels, in

"this respect the most characteristic of speech as distinct from .

writing, Ricoeur also recognizes as inscribable, those aspects
of the speech act that are codified to the extent that they can
be identified and 2eidentified as haviﬁafghe same meaning and

hence can be abstracted from the occasion of their utteranée.

" Hence the distinction between spoken and'writtéh discourse is

)

'not exhausted in the permanence of the latter. —_—

Ricoeur maintains .that action, in order to become an object

¢

of sciénce, must be fixed by a proces§“similar/zr the fixing of. -

‘discourse in writing; the consequences of an action must endure

performances éreothemselves fleeting, but they do not constitute

-

the objects of'soqial“scfentific inquiry; It is only when the

propoSitional content of an action chn be detached ffom the

-conditions of its enacthent that it can be studied.

- . e

N o
A second trait which, f~r Ricoeur, distinguishes written and
spoken discourse-is the"sepa%ation of the meaning of the text

i»

$Ricoeur, 1981, pp. 203-206.
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from the author‘s',intentio‘n.9 In dialogue, the Speaker!s
intention is paramount'ahd can be in#oked’thfough clariff&ations
and rebuttals. The speaker is con51dered to be entitled to |
revoke and amend p;ev1ous statements if the1r apparent reception
does not conform tQ»hlS intention. The text, by removing the

B . N N . . R R . . L\
utterance from the situation of its enunciation, becomes

—

 apn——

autonomous from the intentfens.qf the author and its sense can
only be restored by interpietation. In writing, the author ?
‘cannot rescue his intended wmeaning for a reader who
misunderstands -or fails -to cdmprehend. Inrabeech,»the speaker is
~ able both to providelinterpretive cues through’gésture,'
intonation and delivery, and also is present to monitor and

respond to the audience's‘reéeétion)of the message.

~Meaningful action also deveiops consequences separate from
the intentions of its agent. The consequences of an action A N
endure into a time and circumstances that the agent could not
have anticipated, and in thch the agent is notfpresent to react

_ or modify his or her-action by subsequent actions.

Third,‘the text is»removed”froﬁ a common. situation in thqh
reference toAthe time,,place'ahd surrohndihg objeets can be
ostensive.'® The world desighated by the-text is net the present
'one of the speech 51tuat10n but a world proyected by the text.

In text, the reader and the author share no common situation.

Thus the text constitutes itS own wotld of symbollc dlmen51ons

e - - ——

Ricoeur, 1981, pp. 206-207. *

'°Ricoeur, 1981, pp. 207-208.
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through th ensemble'éf its references. The text's ﬁon-ostensive
reference 1 ultimaﬁely to‘thelworld of text inigene:al.
Similarly, what distinguishgs_action‘as meaningful is its

, importance beyond its relevance to the immediate situation. That ™
'impditante might concern eitber the repeatability.of the'actidn |

in other circumstances or its relevance to all circumstances.

Thé fourth trait‘distinguishing spbkén and written discourse
“is -the condition of address.'' whfle speech is addressed to
someone present, text is addressed, hypothetically;_to anyone
who knows how to read. Similarly, the meahghg of the meaningful

action is something that is addressed to history rather than to

v . ~

any immediately present person.

An analogy may be drawn between the conditions specified by
Ricoeur for meaningful actions and the conditions that might be
expected to apply to educational practice. First, it may be

assumed that education prépares the individual for activities
. » ' B ‘
subsequent to the time of the educational practice; that is, it

6ught to have enduring consequences. Secondly, these

~cornisequences will be manifested in the actions, thoughts or
[ - Cpe .
expressions of the (former) student in circumstances the teacher

could not have entirely anticipated, and beyond the capability
of the teacher to intervene to restore his or her original )
intention. Third, it should be clear that in order for

educational practice to be meaningful, it would have to refer to

circumstances outside the ostensive ones of the classroom.

"'Ricoeur, 1981, p. 208.
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Finally, eéhcatiopal practice can be distinguishéd from thé
personal interaction of the teacher and the student. Such
practice, in principle, caé be said to be addressed not just to -
a particular pupil; but to'anyone seeking instructioq in the -

matter at hand. -

Explanation and Understanding

7

’

Ricoeur credits the'analogy between text and action with

- enabling a "fresh approach to tﬁ; question of the relation
between,érkl&ren.(gxplaﬁation)'qnd verstehen (unde;spanding,
comprehension) in thefhﬁman sciences."'? The model of the text
permité‘an objectificatio@ of human actions, separating,them
}fromsthe‘inténtions of ﬁheir agenfs. For Ricoeur, this enableg
botﬁ explanation and undérstéhding of the actions to proceed
strictly in éerms of their semiotic systems, without refefence
Eo events oc;uring at anoth'er'level@?f‘actuality.’3 Oon the side
of th{ movement from understanding to explanatién, Ricoeur
credits_aniinterpqetiVe process of consfruing_or guessing
meanings, thé; validating them argumentatively. Such validation
would involve explaining actions in terms of the agent's .-
mofivations. Here, it it not so much a question of verifiable,.
'actugli motivations or intentions, but rather a recontruction
Ehat,relies on the documentation of the text. Ricoeur compares

the validation of construed meanings to the process of jufidiéal

"?Ricoeur, 198!, p. 209.

13Ricé:oeur, 1981, p. 210. .



‘reasoning, with the exception that no final, irrevocable
judgemenf can be-rendered in either literary criticism or the

social sciences.'®

On the side of the‘movement from éxplanation;to
understanding, Ricoeur entertains the alternative possi&ilities
of an immediate or a suspeﬁded grasping of meaning. In many
Vcases,_reference to an:aéent's motivation is sufficient to
explain an acﬁion and make it comprehensible; But’such.immédiaté
compfehension can also be suspended‘in order to search for
'deeper' meanings, more .profound motivations. Ricoeur
illustrates suspended comprehension with the example of the
stfpchralist study of myth, asﬂppdertaken by Levi-Strauss.

- Ricoeur gfgues that either immediate or suspended undérstanding;,
of actions proceeds from explanation throﬁgh the latter's
reference to motives that can thEmselves‘be understood by the
interpreter. Ricoeur insists that the suspenéeq,grasping-of J
reference must ultimately come to terhs with what he calls the

"aporias of existence". Social structures, like myths, are

H

"attempts to cope with existential perplexities, human

predicaments and deep rooted conflicts."'S

In his essay, "Explanation and Understanding: Oh_Sdmer
Remarkable Connections among the Theory of the Text, Theory of
Action and Theory of History", Ricoeur returns to the issue of

the distinction between explanation and understanding. He states

"SRicoeur, 1981, p. 220,
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the goal of this éssay to be: "to call into guestion the

dichotomy which assigns to the two terms 'explanation' and
'understanding'

respectively,

two distinct epistemological fields which refer,

to two irreducible modes of being”".'® In effect he

challenges both positivist methodological moni%m; which insists

“that methods of experimental obseérvation and guantification-are

the standards of all scientific rigor; and methodological -

- ddalism, claiming that the methods of the human sciences are .

unique to theém.

Ricoeur's model of explanation and understanding is a

dialectical one, poging explanation and understanding as

relative moments of a complex process of interpretation..He

affirms that explanation is the sole moment in which method

prevails in this dialectic. But understanding is the \

non-methodic moment which "precedes, accompanies, closes, and

thus enve/ops explanation."17 His discussion seeks to show that

the theory of the text and the theory of action converge in such

a way ‘as to make text a good model for actlon and action a good

- referent for text.'® This convergence is finally confirmed in

the theory of history in as much as histbry'ié both a "type of

story"” and is

"about actions".'® Ricoeur links the ability to

understand history to the prior competence in following a story.

But this competence is conversely always limited--its extension

'#Ricoeur,
'7Ricoepr,

'"8Ricoeur,

'"SRicoeur,

1978,
1978,

1978,

, Pp. 149-150,
p. 165 -
p. 160,
p 161
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is mediated by explanation. Hence his conclgflon that
explanatlon in history is not autonomous, rﬁther 1t/prolongs the

competence to follow a story by helping. to/correct expectatlons

when the precondltlon of understanding f%dls.
/"" ‘ /
Returning agaln to the analogy betwéen mean1’gful action and

understandiqg»in"educational practicewmay be clarified by

‘Ricoeur's analysis. The key to appropriating hisfanalysis to the

study of edﬁcétional practice is the contention that any account

of actions is inherently an hiszonfcal account. Thus, the
. L4
competence for understanding educational practice may itsedf be

Il

referred to the general competence for following a story. ;

Educational practice is extended in time, with conseguences
separated from initial instructional actions. What makes sense

of this practice is the practitioner's®ability to view it as

like a recognizable kind offstory. To the extent that a

practitioner's initial 'guéss' doesn't fit all the contingencies
/J »
of the actual, developing/instructional circumstances,
[
explanation can function/to reorient and extend his or her /é\\\\

understanding. Ricoeur's‘emphasis on the non-autonomous Nature s
of explanation draws attention to the importance of narrative
underétanding as a pr;or‘momént in the dialectic of

understanding and expianation.‘Thus, the‘study of educational

practice may be properly concerned with the guestion of how

narratives of educational practice are constituted.



y_glgg and Narrative . < | ) S
. - </

Ricéeuf's investigation éf naffative_in Time and Narrative
seeks to affirm the reliance of historiographic and fic;ional
narratives on commonmedes of configuration, and to}examine the
different truth claims of the two narrative mddes. As he
maintains, "What is u}timately at stake in the caée pf the

~structural "identity of the narrative function as well as 1in that

of the truth claim of every narrative work, is the temporall

R

character of human experience."?°

Ricoeur appreocaches his discussion of narrative

configuration, in Part I,‘froﬁ two independent directions:
 through St. Augustine's meditations on the apofias of the
experienée of ‘time, and Aristotle's analysis. of the poeti;s‘of
the-plot, Ricoeﬁr rélates the two discourses through’their
mutual concern with the concordance and discordance of

experience, For Augustine, the discordance of temporal

experience rends the concordance of presence. For Aristotle, the

discordance, established in the course of dramatic peripetia is

.mended by the concordance of the plot.

=

Augustine, in chapter '! of his €onfessions considers the
erigma of the threefold structure of the present.?' The past is
‘experienced as a present of the past in memory; the future as a

present of the future in expectation. The present abides in

- . e - e o a A
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attention,

In order to attempt<§o answer the enigma of what it islwej

measure when we measure.

he passage of time, Augﬁétiné traces
the paséage of an event ﬁrom expectation through‘present
attention into memory. Augustine's solution to the enigma of the
measurement of time is tbétvwe measure the distehtion o} the
soul.?? This establishes the supreme’enigma that fiﬁés the soul

distended from its engagement Enrexpectation, attention and

o

'memory. Ricoeur notes the value of this enigma, deélaring that,

"it is to this enigma of the speculation on time that the poetic
act of emplotment replies.”?® The reply of Aristotle's poetics
does not resolve the enigma, rather it puts it to work, "by

producing an inverted figure of discordance and concordance."??

Ricoeurls theory of nafrative,composition proceeds from a
discussion of Aristotle's definition of mut hos as an : e
organization of events which is complete, whole and of an
appropriate magnitude.?® Ricoeur's review of these
chéracteristics emphasizes the role that probability, neceséity,
and universality have in determiﬁing a plot's
intelligibility.?® The inclusicn of discordaqce,ip the plot's

grasping together is provided for by the reversals: peripeteia

“3Ricoeur, 1984, pp. 21-22,

¢*Ricoeur, 18984, p. 22
“*Ricoeur, 1984, p. 38
‘fRicoeur, 1984, o. 4L,



(changé'in fortune); anagnorisis (recognition) and pathos
" (suffering)--which characterize the complex plot. In effect, the

most- unexpected changes of fortune are made to seem necessary

and'probable\by the compésition of the plot. Ricoeur stressééi
that this probability is a 'persuasive' one, formed at the ;
intersection of the work and thé,;udience. Thus, in the

‘representation of action, intelligibility of unexpected change

s

rests on cultural expectations rather than.logical‘criteria.'27

Ricoeur joins ;ogether his sepératg\studies bf emplotment
and the aporias of’time through 3’threef5id‘analjsis of mime;is,
distinguishing prefiguration, configuration and refiguration,?®
What he calls mimesis, amounts to a pre-understanding of the
world of action.?? He claims thatrthis prefiguration of the-
world corresponds structurally, symbolically and temporally with

_ narfative understapding. Structurally, our prefiguration of the
world of action and of narrative both presuppose familiarity

with terms designating "agents, goals, means, circumstances,

help, hostility, co-operation, conflict, success, failure,
I . N\

etc,"30
Mimesis, is designated as the realm of discursive-narrative
configuration.?' Ricoeur views mimesis, as mediating between the

*’Ricoeur, 1984, pl 42.
8Ricceur, 1984, p. 52.
:9Ricoeur; 18984, pp.. 54-64. | ‘ | .
’°Ricoeur, 1984, p.iSSJ .
N

YtRicoeur, 1984, pp. 64-70.

i

23



¢fefigurin§ activity of mimesis, and the refiguriﬁg of
experience that i; a fupction of mimesis;. Mimesiéz is the site
of emplotment and here Ricoeur_elaborates on the varieties of
meaiation cérriedjout by the plot. The plot mediates between
individual events in a stéfy'and the story as é»whole. It brings
together héterogenous structural factors such.as, "age;ts;
gbals, means, interactions, cifcumstances, unexpected’
results."3? Finally, it medi;tes between episodic and
configufational dimenéions of time.:The mediation cf,fhe plot

‘permits the realization of the story as both a linear succession

—

of events and a meaningful whole.

g

Finally, Ricoeur dichs§es mimesis,; as a refiguring event in,
which the world of the text.and the Qorld of.the {eader
intersect.?® This refiguring ultimately has cohzequeﬁces in two
diréctiohs. In one dirqftion a world of reference beyond the
text is opened up by the text. Yet the work itself is only .
completed by th& reader and hencé is conditﬁoned by the reader's

expectations and capacities for following the story.

Ricoeur distinguishes four classes of issues that emerge
from his three-fold analysis of mimesis.'These concern the
:irculafity of the mimetic scheme’®, the role of the act of
reading in fusing the three stages of mimesis35, the

*3Ricoeur, 1984, pr. 70-87.
*Ricoeur, 1984, . 7.

3%Ricoeur, 1984, . 76.
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relationship between narrativity and referenéé35,¥and’£he

" enduring aporia of the phenomenology of time.37 It is £hé'third
set of iésues that bear diréctly on the present thesis. The
refe;ential function of narrative is both sf;plified as a
'conééquenge of the narrative prefiguration of the world of
~action, and‘maée more complex in that narratﬁbe works refer to
two classes of literature, historiographical and fic@ional. The
problems posed by‘the co-existence of history and fiction
concern on the one hand the actuality of history's reference and
.on the other hand the reciprocality of ’'borrowing’ betwéen‘
history and fiction. Fiction borrows its’illusion of reality
from history while history borrows fiction's resources for

configuring the temporality of human action.

" The Narrative Critiéue cf Historiography

"In Part II of‘Time and Narrgjive, Ricoeur‘discusses the
issue of 'narrative as it pertains to the writing of history. He
discusses, at length, the arguménts both for and against
narrative history--reviewing first, "the eclipse of narrative”
represented in the F:ench.Ahnaii;te?’methodologiéal concern with
che historical Zonguerdurée, and in the Anglo—American
historians' epistemological concern with the covering law modeli
';ropcsed by Karl Hempel. Secondly, Ricoeur reviews the

'defenses’' of narrative history presented in the work of W.,H.

’$Ricoeur, 1984, p.

*"Ricoeur, 1984, p. B2,
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Dray, G.H. von Wright, Arthur Danto, W.B. Gallie, Louis O. Mink,
Hayden White, and Paul Veyne. Of White's contribution to the -
analysis}of narrative in historiography, Ricoe;r remaris,~"The
procedures of 9mplotmen£ which I earlier set forth in terms of
mimesis, are for the first time assigned to the‘nérratiQe

structure of history writing in the work of Hayden White."?®

« In his Metahistory, White makes a comp;ehensiveqattehpt to
establish thé conditidns under which the procedures of liteféry
criticism might be brought- to bear on non-fictign prose
discoursé. The object of his study is the historical work which
he conceives as mediating bgtheeh; "The historical field, the
unprocessed hislori}al r?cofﬂ, olﬁer historical accounts and»an
audience."3? Thus his view is that.the work is uneguivocally
_rhetorical. Whﬁte dismisses the question' of the 'realism' of an
historical work as a diversion. Realism becomes relevant not £6
a work's "fidelity to the facts" but to its effe;tive strategy
of persuasion—;ultimatelylsométhing that is not entirely
intrinsic to the work, but that relies on the predisposition of
an audience. What is intrinsic to the text is its status as a
"verbal structure in the form of a narrative prose
discourse."?® White points out that thé validity of prose
discourse cannot be appropriatél; assegsed strictly in terms of

its factual accuracy and logical consistency because:

The discourse is intended to constitute the ground

" 3%Ricoeur, 1984, p. 161,
*%White, 1974, p. 5.

°White, 1974, p. ix.

.



V7 -
whereon to decide what shall count as a fact in the = * =
matters under consideration and to determine what mode ’

of comprehension is best suited to the understanding of
the facts thus constituted.®’

In place of tests of fact and logic, White proposes a formal
typology of histériographical styles, and a 'tropology' to
characterize the preconceptual'st;ategies with which a.q}ven

historian will order the historical field. e

-

White's scheme for interpreting texts involves identifying
the mode by which an author organizes and presents three aspects
of the work: plot, argument and ideoclogical implication. The

positions occupied in each of these modes White has borrowed

from Northrop Fryep Stephen Pepper and Karl Mannheim.

- Frye's typology of generic emplotment recognizes the
pri%cipal catggbries of Comedy, Romance, Tragedy and Irony;
which he calls myl hoi ,*2 White acknowledges that the fQLr baéic
plot types do not exhaust theAliterarzﬁp@%sibilities. He argues,
however, that this typology is useful fof‘ahalysis of t
histoviographical styles precisely because the hiSto;ian is
"inclined to emplotﬁhis stories in the most conventional forms.

| preciselygbecause he is not 'telling the story for its own n
sake'.""’ White elaborates on Romance as a drama of redemption
in which good triumphé over evil. In Romance, an initial fall .

from grace is ultimately overcome through the hero's guest.

*'Hayden White, Tropics of Discdﬁ;se; (Baltimore: Johns Hopkins
University Press, 1978), p. 3. '
‘?Wwhicte, 1974, p. 7-11.

' White, 1974, p. 8,
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- Satire presents a reversal of the transcendence presented in -
Romance. In Sat1re the main character remains a capt*ve of the -
world, unable to overcome ev1l and death. Both Comedy and

Tragedy permit at least a partial’release from the fallen

condition of the world. Reconciliation, as an at least temporary
triumph, is held dut as the hope of Comedy. While Tragedy

represents a terrlble fate for its protagonlst neVertheIess it

hol&s out for the spectators the prospect of a gain in

consciousness about the laws govern1ng human existence

Stephen C. Pepper has-simiIarlyﬂdesignated four basic 'world
hypotheses': Formism, Mechanism, Context;alism and _#.
Organ1c1sm.““ For each of these he proposes a root metaphor and
lists its unlque categorles. He characterlzes the hypotheses
according to whether they are synthetic (Organlcrsm and
Contextualism) or analytic (Formism and Mechanism); ihtegrativa
(Organicism and Mechanism) or dispersive (Formism and
Contextoalism). Pepper argues that certain affinities erist

"between palrs of the four hypotheses that account for hybrid
varletles. According to Whlte s summary, the Formist mode of .
mexplanatlon is pr1mar1ly concerned to stress the uniqueness of
the objects in the hlstorlcal fleld 85 The Formlst historian o
would speclfy what makes a given event, c1rcqmstance or person |

——

distinctive from apparently similar events.

L T o i I e —

" yhite, 1974, p. 11. —
*3White, 1874, p. 15, ‘ i
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goal

- Both Organicism and Mechanicism are considered to be
integrative,

object in relation,to'larger processes of which it is a part.

S ]

in that they'attempt‘to situate an historical

Organ1c1sm p051ts the larger process in teﬂhs of an end or goal

toward which the process tends.®® Whlte notes Ranke as an-

example of an Organ1c1st historian who would consc1ously resist

——

specifying a goal to the hlstorlcal process as a whole, but

instead seeks to determine those

that tacitly appeal'to an integrating purpose.” A Mechanistic

structures such as the

'folk',

the

'nation’

or the

"intermediary. integrative

'culture'

explanation is held to seek out causal lans that govern the

opedation of events.®’ Rather than seeing process determineé by

¥

apprehendible historical processes.

, the Meohanicist treats outcomes as regulated by

The explanatory pr1nc1ple of Contextuallsm 1s one of

relative 1ntegrat10n.

Contextuallsm seeks to relate the

isolated phenomena of hlstory to trends and to the general

characterlstlcs of a perlod

-

Influences, convergences and

contexts of a specific event are identified without thereby

asserting any overall goal nor any inevitable‘causalareéularity.

.

A third four-fold scheme used by White is Karl Mannhelm s

schematlzatlon of utoplan 1deologles.“? The 1deologlcal

*Tyhite,
'8White,

'3White,
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positionsrvary according to their attitude towards political
change and the time orientation that such change ought to take.
Each of these positions is cognitivély respons{ble in the éense
that they claim the éuthority’of reason and are tacitly
committed £o public diséussion with other positions. These>
A‘ideologies Mannheim desigﬁatgs as Anarchisé, Libefal,:
Conservative and Socialist/Communist. The ideologies, varieties
of utopian mentality, arise out of part&cular histé?ﬁcalt
‘conditions of social classes.‘Each represents an attitude-toyafd
historical time.3° TheLAnarchist’utopia refleéts an apocalytic
perception of time--projected out of a "remote past of‘
natural-human innocence"--in which sécial transforﬁation is
immanent. For the Liberéig tHe utopian future is a remote,
unéttainable ideal which is neve%theless approachable through
incremental?reform. The utopian present, the Conservative's
"best of all possible worlds', accrues its value from the
prgﬁervation of the téeasures and.achievements of the past. The
Socialisﬁ/Communist_utdpia'integrates elements éf each og the
former utopias. The SocialiStvutopia arises out of a present
thét_is_determ}ned by the past, as .in the Conservative vision,
'yét it p;djécts a future of social transfdrmation’and

redemption.

White uses these schemes of emplotment, argument and
ideological implication to identify the styles of nineteenth

century historians and philosophers of history.®! He addresses’
__________________ | . .

5%°white, 1974, p. 25,

*'white, 1974, p. 2S.
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historiograﬁhical style in terms of the way thaf a given
historian or philosopher of history will incline toward a
specigic combination of modes of emplotmeﬁt,:argumenﬁl'and
ideology. White suggests that there are 'elective affinitiés“
between certain of the modes:'between3Comedy,'Organicism and .
Cbnsefvativism;’between Romance, Formism and Anarchism; between
Tragedy, Mechanicism and Socialism; and bétweenllrony,
Contextualism.and Liberalism. These affinities or consonance
between the modes, White understands as.revealing a writer‘sA
@reconceptions about the nature of the historical field. The
historian will be lookingifor certain kinds of configurations,
and furthermore is likely to find the kinds he or she is looking
for. The implication that White draws from his survey of .
historical writing in light of these affinities is that the more
subtle, perceptive writing 'breaks the mold' and establishes a |

more complex dialectical tension between modes.

In additién to his éypology of hiétoriogfaphic styles, Whité
proposes a tropo[ogy, which seeks to categorize the ways that a
historian'might figuratively precénceive the.objects in the
historical field; White's tropology distinguishes the four
classical rhetorical tropes--Metaphor, Metornomy, Synecdoche, and
Irony--in terms of the way they specify similarities in a |
difference {(and implicitly differences‘in a similarity). For
example Metonymy specifﬁes the‘part/ﬁhole relationship in a way
that assigns meaningful prio;ity to the parts which can be
assembled mechanically to comprise a whole. By contrasf,

Synecdoche specifies the gualitative identity of the parts to
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the whole so thatrfhe parts-can be said to represeanthe whole.
White proposes his tropélogy both as an explanation for the
identified "affinities' between the modes of'empiotment)
argument ana ideological implication, and as an indicator of the

grounding of these conceptual choices in a preconceptual,

essentially linguistic, medium.

White uses his typology of historiographica} styles to

rcharacterlze a variety of 19th century works, boqp of

historiography and phllosophy of history. One important claim
that he makes for his approach is that it permits-a comparative
discussion of works that otherwise might seem too disparate “in

their epistemological orientation. This latter claim also makes

his approach of interest to the analyst of educational practice,

wherein professional specialization of practitioners may at

first discourage comparative consideration of the varieties of

atle

texts and practices.
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CHAPTER 111

METHOD

The method used for this studyxls essentlally a dlalogue
between the- author, the practical texts analyzed and the
'discussions of categories and procedures contained in a number
of texts concerned with narratological method: Metah}story by
Hayden White, The Dialogic Imagination by Mikhail Bakhtin, S/Z
by Roland Barthes and.Narrative z;scourse by Genafd Genette.
Paul Ricoeur, in Part III of Time and Narrative (Vol. II),
engages a broad discussion of narrative analyaes of ficgion——in
order, firstly, to extend his dfscussion of narrative |
cgnfigutation beyond the limitations of the aristotlean notion

of plot, and secondly, to explore the fictional resources for

the represeptatlon of temporal experience. This the51s accepts

the methodologlcal implications of Ricoeur's review of narrative -

L

literary theory--partlcularly regarding the structural identity
lbetween fiction and historieal writing--while limiting

' consideration of some of that discussion's refinements and
technical disputes, which may be more germaine to consideration

of works at the frontiers of artistic literary expression.

¢
“An initial analysis was made, usind White;s typology of
emplotment, explanation and ideological implication, of five of
the texts studied here:.Our Schohl Teachers” Manuql, Learniﬁg‘to
‘ Labour, Planning Aﬁerica’s Sch007 Bﬁildings, Planning Functional
School Buildings, and Schools. Two problems emerged frdm'this

preliminary, investigation: (1)} The teachers' manual and the
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three'planning manuals fit White's categories too well. That is,

there seemed to be no 'disaffinities' between mode of

§

emplotment, argument and ideology. (2) Learning to Labour was
unstable in its emplotment. If the ethnographer's perspective

was grantéd privilege, it could be read-as a Tragic’'Irony.

However,, if the perspective of the student group studied was

.given pﬁiority, it would have to be read as’anvIronic Comedy.

/

The/response to these problems was to first of all specify

in more detail the structural features of the texts, using as

modelsvthe schemes of structural narrative analysis suggested .by

Barthes and Genette. And secondly to refer to Bakhtin's typology

novel for a more flexible-concept of genré than Frye's.

n S/Z, Barthes uses five code terms that identify different
ways/ of signifying a world external to the text.' These codes he

calls hermeneutic, semantic, symbolic, proairetic, and
! \/

reference. Hermeneutic codes pose a question or enigma and

either hold it in suspense, compound it or resolve it. Semantic
co.eﬁ operate through connotation. They atre thus indirect and

|

cumulative in their signification. Barthes emphasizes the
| .
pqusemy of connotation as a characteristic of the classical

'readerly’ text.

!
|

The body provides the privileged ;ymbo[ic object. It is the
Body-that perceives objects in the world; the body which acts,-

énd which interacts with the world and other'bodies. It

Wang, 1974).



functions as a unity that can be explored: (1) rhetorically, in

terms of its relativity, (2) poetically, in terms of its

creation and creativity and (3) econbmically, in tekms,of_its

equivalence and excﬁange;nProairezic codesvidentify céﬁventional
seguences of action that form the core of a narrative plot.
Actions announced in the first term of a series have effects or
- conseguences that the reader can often anticipate because the
sequence follows a more or less famiiiar pattern, Refereﬁce
codes supply cultural knoﬁledge that besfow a kind of authority
on the text. This cultural khowledge‘is not necessarily new
information for the reader, as its function is not primarily to

inform, but to identify the text with common opinions about

reality.

Barthes; then, idemtifies codes of:sighification (all of his
codes are, he remaiks, codes of reference). The codes constitute
multiple points of entry into the world from the text aﬁd back
from the world into the text. The 'world’ {hat‘Barthes is
télkingrgbéut isﬂé world already constituted by other
texts--hence the predictability of thé chains of actions, thé

redundancy of the codes of cultural knowledge.

Genette identifies five features that focus on "the
relationship between the narrative and story, between narrgtiVe'
and narrdting, and (toc the extent that they ar; inscribed in the
rarrative discourse) between story and narrati{nq."‘2 Thus these
ca:eéories highlight the internal unity of the narration.

—— - e =

rd Genette, MNarrative Discourse, trans. Jane E. Lewin
a: Cornell University Press, 1880), p.29.
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Genette specifies these features under the general headings of

‘temporal order, duration, frequency, mood and voice.

Temporai order compares the order in which events‘are
presentéd in the text with theifi‘actuél‘ order in the stor§.
Two principal kinds of anachrony are noted by Genette under
temporal order: analepsis or retrospective, and prolepsis or
anticipatiom. Genette also distinguishes internal and external
anaéhronisms; the internal va:ieties concern évents which have
been already or will be narrated in the text. Genette éefines
duration in terms of the relationship between the length of time
-imputed tolthe,story's events and the number of pages or lines
taken up by the narra;ive. He identifies the-major modifications
of duration as: summary, pause, eilipsis and scene. The
classical relationsth bf.summary té scene is one of dramatic
intensification. Narrative frequency is expressed by the ratio «
between the number of times an event occurs and the number of
times it is mentioned in the narrative. The rénge of
possibilitieé includes: "narrating once what happened once",
“narréting n times what happened n times”, "narrating n times
what happened once", and "narrating one time what'happened n
times". Genette identifies the first two frequencie;‘as
singulative; the third, repeating narrative, and the fourth,

iterative. ‘ -

Included in mood are the distinctions between mimetic and
diegetic representation, and th%ivariations in point of view

that Genette calls fo;alization%, A non-focalized narrative



would present the narrator’'s knowledge as superior to that of
the characters. Internal focalization equates the narrator's
knowledge Qith one of the character's: External focalization is
. ah ’objectibe' outsider's view, inferior in knowledge'to the
characters'. Genette fesists the reduction of‘voice'tb a matter
of first or third person., Instead henemphasizes'suchufactoés as

the narra%}ve level, the time of narrating and the function of

the 'narratee',

[

Bakhtin has richhg suggested the;generic significance of
"the intrinsic tonnectedness of temporal and spatial
telationships . . . artistically expressed in literature."?® The
images that relate time and space in a literary work together
constitute a collective image that Bakhtin calls the
'chronotope" . Bakhtin defines the novel genre by distinguishing

it from epic in the following Qéys:

(1) its stylistic three-dimensionality, which is linked

with the multi-languaged consciousness realized in the

novel; (2) the radical change it effects in the temporal .

coordinates of the literary image; (3) the new zone

opened up by the novel for structuring literary images,

namely, the zone of maximal contact with the present
- (with contemporary reality) in all its openendedness.*®

~

The practical texts analyzed were first read through for
general sense, and to isolate initiating, terminating and
. transitional sections. These sections were photocopied to allow

notation directly on the text. Coding was carried out in terms

*Mikhail Bakhtin, "Forms of Time and Chronotope in the Novel",
in The Dialogic "magination, trans, Caryl Emerson and Michael
Holguist (Austin, University of Texas Press, 1981), p. 84.

*Bakhtin, 1981, P. 11,
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of the structural fea;ures‘specified by Genetté and Barthés. The
coding enabled identification of regularities in the'texts and
facilitéted a re-reading in which the narrative structural

" features remained‘explicit. In ;he subsequent re-readings,
particular attention was paid to the composite image of timé,andi

space presented in the texts.

.
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CﬁAPTER v
QUEST FOR READINESS -

"To read what was never written." Such reading;is_the

most ancient: reading before all languages, from fhe

entrails, the stars or dances.' Lol

Teachers'’ guides to basal reading programs were first
introduced in the 1§30’s, and by the 1950's became an obligatory
part of any Norrh American reading textbook series.? According |
to Luke, the guides reflected a general movement toward
standardized and centralized conrrol over teaching'practice.3
For twenty years, the Sheldon Basic Reading Series wes‘a widely
adopted gréde one to. eight reading program published by Allyn
andiBecon.“ A discarded copy of the series' primer and its
teachers' manual was obtained from Hollyburn School in West
Vancouver., The teachers' manuai to the‘primer systematically
describes the series and the érimer, outlines the basic
principlee'of the program, aediprovides supporting

bibliographies, word lists and diagnostic tests.

The authors claim that the series is based on the "most

conclusive and pertinent research in the psychology of learning
'Walter Benjamin, "On the Mimetic Faculty", One Way Street,
trans. Edmund Jephcott and Kingsley Shorter (London: New Left
Books, 1979), pp. 162-163,

AL lar Luke, "Dick and Jane in Canada: A Critical Analysis of

the Literacy Currzcurum in British Columbia Elementary Schools
1945-19360" (Ph.D, dissertation, Simon Fraser University, 1986)

pp. 209-210.

3Luke, pp. 208-2¢8.

‘Robert Aukerman, The Basal! Reader Approach to Reading (New
York, John Wilev & Sons, 198'), p. 21.
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and in the fields. of reading instruction, child devélopment and

personallty growth "5 However there are two confllctlng theorles
of reading at work in Our School/. The first--by which the
progress of the first grade’'children is to be assessed--posits a
one to one to one correspondence between the written word,lthe
spoken word and the concept. Children are expected to reproduce
verbatim the words printed in the primer. Reading compréhension
is presumed to be indicated by the ability to retell in proper
Sequence the events and objects presented in the text. But a
§§cond theory of reading Qnderlies the way the teacher ié.
instructed to read the reading 'readiness’' of her pupils. This
second kind of reading seeks deviations rather than
cenformities. Then, it trahslates'the meaningful 'errors' into a
different,«quantitative,»system of signification.

>

The Primer

). o ,

The Our Schoo! primer is remarkably uniform in its story%
structures.® The primer is divided into four units containin
five, six, seven and eight stories respectively. Each unit
develops a theme: going off to school, having pets at school,
school routines and personnel, and a field trip to the farm.
Each unit culminates in a happy celebration. Twenty of the
twenty-six stories end Qith a 'funny surprise'. The remaining

*william D, Sheldon, et al., Our Schoo! Teachers’' Manual
(Boston, Allyn and Bacon, 1963), p. 1.

Wwilliam D. Sheldon, et al., Our Schoo! (Boston: Allyn and
Bacon, . 1860).



six stories suspend an ending’and serve to develop the overall
theme of their unit. Three of the stories with suspended endings

occur at the beginning of the last unit.

The‘text of ﬁhe pEAM ishpredomihahtly'mimetic dialogue.
The first unit is almost entirely_?h dialogue, and there is a
gradual increase in diegetié narration until the second to last
story of the final unit, "A New Friena"-—which is entifely
diegetic narration. The dialogue of the stories is almost
exclusively in the present tense, with a high proportion of,
impefatives. Conversely, the diegetic narration is almostz

entirely in the past tense.

The narration is externally focalized, that is, it'only
repdtts on observable behaviors and speech. The one exception,
where the narration diéplays érivileged access to the feelings
or motivations of a character, is in the "A New Friend"” stbry.
There is no variation thrbugh the text of narrative level. This
final uniformity is confirmed by the avoidance of past tense in
the diélogue--characters command; exclaim, greet, inquire, and

1

respond; they do not recount.

The concept of identification is central to the authors’
theory of thild reading development. As the teachers' manual
assures, "First gradg;g}yill be able to identify with Billiana
Linda as they leéve for school."’ Episodes occur in what can be

called 'just like' time and 'just like' space. The characters
. 3

are boys and girls who are purportedly similar to real first

Sheldon, 18963, p. 6€S.




grade children in their activities and interests. The characters
go to a school 'just like' the one where the actual first grade
children are ;aking their instruction. The narrative duration is
almost entirely 'scenic{.‘The teachepg[.manﬁal suggests that
act;vities be pignned to co-ordinate with story book activities
so that discussions can relate the stories to these
experienCe;s.B In effect, real timekis to be made over to
heightethhe similarity with the 'just like' time of the

stories.

The authors, themselves, become so convinced by their own
image\of identification, that in one passage they'alternate and
then confound reference to two different orders of characters:
story-book and ‘real‘.'Mofeover one of th& érossea‘references 1s

not simply ambiguous bgt it contradicts its own system of

reference:

As in the readiness books and the three pre-primers, the
stories in the primer, Our Schoo!/ extend the horizons
and experlences of first grade children. The book 1is
divided into four units, each of which deals with a
phase of school life that leads the children into a
continually expanding world of people and events. The
stories continue to bridge the distance betweén the home
and the school, but the activities of the story-book
children now center around what takes place in the
school. Thus, the children are stimulated to broaden
their outlook. New personalities‘are met and new
p;ogects are undertaken by the children ... They are
glven an opportunity to explore the school environment

r ough reading about typical, humorous incidents in the
schoolroom- they share the experlence and 1dent1fy with
the boys and girls in the book.
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The~Manual - J ' o

{

Two texts share the same title Our School!. This title is
typographically featured on the front cover and title page of
the teachers' manual, while the caption-"Teaqhers' Manual” is

presented in reduced type, set off above and to the left of 'Our

Schqpl*. The duplication of the title reaffirms a strategy of

duplication that proceeds from the books' title to the place.

where the book will be used and to therfictional place in the
text. Stories from the primer are repeatedly summarized and
retold ‘in slightly more maturé'language in the;manual.‘For
example, the story ;ﬁfeéy Comes to S;hool" is summarized on page
25 as: "One day Ricky is invited to attend the big school where
he meet's the school personnel and is shown aroundAby his brother
and sister."'® On page 69, the folldwing summary is given:

The last story in the unit, 'Ricky Comes to School,'"
will serve to orient the readers to this school as a
whole. The various centers of activity--corridors,
gymnasium, cafeteria, classroom--and some of the school
personnel--principal, custodian, school nurse--are
described here, '

Finally, this summary on page 95:

Linda and Bill take Ricky to school with them. They
introduce him to the principal, the nurse and the
custodian. They show him the gymnasium, the cafeteria,
and their own classroom., Ricky enjoys his visit and his
tour, in spite of the fact that Bill says, "Not now,"
each time Ricky wants to stop and enjoy the area he is
seeing. Finally, when the children invite him to
participate in the classroom activities; Ricky turns the
tables.on them. "Not now!" he says, and settles down to

. - - - e

'°Sheldon, 1963, p. 25.
''Sheldon, 1963, p. 69.

e

43



play with the toys he brought to school, '2

The teacher is even ehCouraged {instructed?) to point to a

picture of a school in the primer and asﬁ, "Whose school GOSyou

think this 1s?"

Diagnostic testing is the pivot of the,Shefg
Prograﬁ? The ffindings of research’' alluded ro“f
to the diagnostic seét&on and the orchestratio /
activities in Part 1II proceeds from it. The diagnostic testing
room is a controlled env1ronment in contrast to the ordlnary

happy, noisy bustle of the classroom deplcted in the primer

stories. The tests are " dmlnlstered in a quiet room with plenty"

of light, where each child can see and hear adeguately."'® This
careful attention to comfort suggests a solemn, perhaps ritual
_atmosphere for testing. The rltual aspect is relnforced by the
emphasis on an exact attention to procedure, "Teachers should
acquaint themselves thoroughly with the following procedures for

administering the tests. The directions should be followed

- —

carefully ..."'8

The solemnity is called for because of the relationship of
readiness to research. Research is the repeatedlyiinvoked
authority for the manual's discussion of the stages and signs of
readiness. Research, 'conclusi;e'and pertinent' as it might be,

is never actually cited; it is only alluded to. Tucked in

'2gheldon, 1963, p. 95. , j "
‘:gheldon, 1963, p. 43.

‘4Sheldon, 1963, p. 43. : : .
»
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amongst a bewzlder1ng assortment of 11sts of skllls and stages

are the insistent reminders about, “”These findings .{f"‘5,

ES

"Studies have shown ..."'¢ and "Research'has established el

When the teacher conducts diagnostic testing; she is momentarily‘

'transformed into the vicar of research. The manual impresses on

the teacher. the profound change 1n status attendant with the
role change. The dlscourse of research is 'authoritative' in
Bakhtin's sense:

The authoritative word is located in a distanced zone,

organically connected with a past that is felt to be

hierarchically higher. It is so to speak, the word of

the £ hers. Its authorlty was already acknowledged in

the pa%t. It is prior discourse. . . It is given (it

sounds) in lofty spheres, not those of familiar contact.

I1ts language is a special (as it were, hieratic)

language. It can be profaned. It is ak1n 'to taboo, i.e.,

a name that must not be taken in vain.'
Diagnostic testing thus initiates the teacher into the mysteries
of redearch, but must at the same time reaffirm the distance
between the teacher's ev?%yday activity and the diagnostic test.

. i , . '
Diagnostic testing inVvolves evaluating a child's ability to

either read aloud from a text or retell,’in her own words, a
story read silently. The procedures involved in the test merit
close attention. gn the oral reading test, the teacher pays
careful attention to the'words enunciated by the child. Each
word recognition error,'omitted word, substitution, hesitation,

mispronunciation, repetition, and misplaced phrasing is noted by

- — - e - —

'SSheldon, 1963, p. 1.
'¢Sheldon, 1963, p. 3.
'’Sheldon, 1963, p. 27.

'8 Bakhtin, 1981, p. 342.
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tﬁe teachgr on-a scoring sheet. While the child is presumed to
be readihg‘conform;ties between_text and oral langhage;"the
teacher is reading deviations between thé child*s actual reading
and an ideal reading. In coding these deviations—by;t§pe and.
number, the teacher translates them to a different level of
bmeaning. This other level of meaning could be said to be
allegorical in -that the pufpose of such a diagnostic reading of
the Chlld is to disclose an attribute of the child that is
'hldden --the ch11d S readlng readiness. The 1mp11cat10ns of
this allegorlcal, dlagnostlc reading--and' its contrast with the
literalist assumptions about the child's reading--are quﬁckly
ciosed off in the teachers' manual by the quantification of
results; _ | | |

The child's instructional level is attained when he can

read orally without making more than one word

recognition error per 20 words, and when he can read

without symptoms of anxiety and insecurity. He should be

able to answer correctly three out of four comprehension
guestions(75%) and recall approximately(75%) of the
material he has read.

Two theories of reading have be;;}establishéd: one for the
children and one for the teacher. Both reququ»an 1n1t1a1
auditory and v1sual’dlscr1m1nat10n, both fég::re the
identification of context and ;thiguration clues, and each
requires a kind of tré%slation.

For the children the theory of reading requires that the
tfanslation be a precisevoral rendering of the written text. The

model for this rendering is the répresentation of sounds by .

letters, the combination of letters into words and the

ES
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arrangement of words into larger units of meaning. For the
learning reader, an-orderly sequence of equivalents is
established that ultlmately leads to the textbook eguivalence of

the world of the text and the real world

The teacheris diagnostic reading obeys a ‘different law, that =
of deviation. Instead of agreeménts between sounds and letters
the teacher is looking for de&iations between printed text and
read text. The diagnostic reading requires a notation of the
omissions, substitutions, repetitions, hesitations and
transpositions that occur between the master text ahd the
reading performance. Rather than precisely transcribing these
deviatiorns, the teachef is requfred to systematicaliy recode
them. Instead of smaller elements accumulating into larger units
of meaning, the teacher is instructedvtb solicit meaning in the
fragmented errors broken off from the whole performance. This
diagnostic readlng approaches a critical theory of readlng
except that it is abruptly terminated and converted, through the
quantification’of the coded errors, into a standard of -
exclusion. instead‘of inquiring into the“&hiid's ewn meanings,

that which could be significant in a child's misreading is

simply counted {(or discounted) and driven out.

Simon Says

In the prescriptive Part III, the'reader enters the world of
the classroom. In contrast to the primer, in,thexteacher's

manual it is not a present classroom but a classroom projected



nto -the near future. The imperative mood of Part III would

O—.— s _

rdinarily be fantastic in a narrative, signifying the

—m

xtra-diegetic entry of the narrative into the real world. Two

ossible but fantastic readings must be rejected in order to
rrive at a normal reading. First, if the text were to be read
s an ordinary narrative description or representation, the

ense would be disrupted by the fact that the commands are

0Ny

lddressed to no character in the text. Nor could the assumption
be held that the direct commands are addressed to the teacher at

he moment she is teaching in the classroom. If this were so the

S -~ -

qeacher would be simultaneously executing the commands and
neading them off. The teacher would need to hoid a copy of the
gfimer in one hand 'and a copy of the teacher’'s manual and a

piece.df chalk in the other,. Fér example, she is??ﬁ%ructed to,

Bhow a copy of Our Schoo! to the children. Commént, '"This 1s

r new book ... ' As you say the word 'school', write it on the

chalkboard."'®? The 'normal' reading of the text would have to
disallow the two literalist readings and project the time of the

tory' slightly in the future of the narration. This could be

after completion of reading. . -

| The instructions to the teacher, if they are tc make sense,
musit defeat the literality of the 'identical' chronotope.

Commands in the teachers' manual are issued in the present

tense, but they are framed, extra-diegetically, in the near

'®Sheldon, 1963, p. 67.
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future. Recall that in the primer, dialogue was inevitably
present tense, but framed in the near past. This juxtaposition
of frames places the teacher at an advantage, slightly ahead of

.

the class.

Two books with one title, two‘theoriés of reading, two
chronotopecs in the teachers’' manual (the authoritative research
past and the fantasy classroom future), fiqally'two distinct
speciés of numbering are encountered in Our School/: the
sequential and the additive.’Thesehspecies of numbering are
featured respectively in Our Schoo! as the stages of reading
readiness developmentrand the quantificgéion of errors. These
two kinds of numbering are represented in two kinds of lists:
the ~hronicle and the collection. A discussion of Our thoo[
would ."ot bé complete without sbme attentiqn to its
proliferation of numbered lists. No less than thirty-two
numbered lists appear in the sixty-six pages of Parts I & 1.
Part IV 1s entirely-a list: the "cumulative vocabulary liét;;
Following is a list of the lists in Parts I & II of Our Schobl
{Key: kind of items listed [kind of list: number of items'
listedl):

objectives {(chronicle: 8)

e:
methods (chronicle: 5)
methods {collection: 5)
. skills f{chronicle: 6) -
methods {collection: &) ,
skills (mixed: 14)
skills (collection: 5)
methods (ccliection: &)

-

.

- .
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9.

10.-skills and -attitudes (collection: 7)
11, skills {(mixed: 15)

12, stories (collection: 5)

13, objectives {(mixed: 9)

14, objectives (collection: 3)

15, methods (chronicle: 5)

16, methods {(collection: 4) -

" 17. reasons (collection: 3)
18, methods (chronicle: 6) -
19, methods {(chronicle: 8)

20. skills {(collection: 7)
21, methods {(collection: 4)
22. objectives (collection: 3) -
23. children (collection: 4&)
24, skills (collection: 4)
25, errors (collection: 6)
26. methods (collection: 4)
27. methods (chronicle: 4) .
28. methods (chronicle: &)
29, methods (collection: 3)
30, methods (collection: 22)
31, methods (collection: 10)
32, skills (collection: 3)

A

reasons (collection: 2)

- Twenty-one of the lists are collections, eight are chronicles
and four mix the elements of chronicle and collection. There is
something faintly desperate about thils insistent listing. It is
-~ as if the authors hoped that all the diverse findings of
research about skills and methods and objectives would somehow
just literally add up. There is als6 something distinctly

. geheric about the COmpulsive inventorying. Rcland Barthes
discusses the blazon:

“as a genre, .the blazon expresses the belief that a*
complete inventory can reproduce a total body, as 1f the
extremity of enumeration could devise a new category,
that of totality: description is then subject to a-kind
of enumerative erethism: it accumulates 1n order to¢

totalize, multiplies fetishes in order tc obtain a total
defetishized bocdy. . .°*°° ‘

wm
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Conclusion ‘»j

EA

" Two basic imaées of time and space are presented in the Qur
School Teachers’ Manual. The first is the distant authoritative
.world of the.research:academy.llts pronouncements are
unguestionable--"conclusive and pertinent.” The second image is
the next-day fanta;y thaylneﬁeérses for-ﬁhe_teacher the drama of
following instructions. Tﬂe significant disjunction between the
two images is mediated by the procedure of diagnostic testing,
where,.in a place ritually set off from everyday activity, the

teacher participates in a practice derived from research

methods.

The manual functions as a kind of charm for the teacher,
granting her relative sﬁpériority by rehearsing for her the next
day's activities. The quest for reading readiness i% thus
emplotted as a romance of the teacher. The teacher embarks on a
perilous journey through the dark forest of research "findings'.
She encounters and glays:errors~in the decisjbe diagnostic
contest, Finally she returns to the claséroom where her'superior
knOwledée of what will happen next reveals her identity as, "the
teacher”, |

The authors' argument ébout the nature of literacy learning

'

s dispersive, They analyze the process of learning to read by
naming and categorizing its component skills, methods of
instruction and objectives. For the limited;case of the child's

1

iearning o read, the manual might be characterized



ideologically as 'Anarchistic'. However this limited anarchism

is contained and cancelled by the larger context of a
of kinds of reading. In effect, the child's readiness
represented as immanent, however it is subordinant to

teacher's superior and already established diagnostic

w
[pe]

hierarchy
to read is
the

reading.‘



CHAPTER V

SCHOOL HOUSE: A SPACE TO TEACH

B -

4

' "When that shuttle 'lifts off," Reagan told his politely

applauding audlence, "all of America will be reminded of
the crucial role. teachers and educators play in the life
of our nation. I can't th1nk of a better lesson for our

-children, and our country."

—New York szes, August 28, 1984.

Then an adult in the balcony--no one was sure
who--realized that the flash was not the separation of a
booster rocket, and yelled, ‘"Shut up, everyone!" A i -
silence descended in time for the students, teachers and
administrators at the school where that teacher, Christa
Mcauliffe, had taught for three years to hear the
announcer report, "The vehicle has exploded."

—New York Times, January 29, 1986.

In this section a selection of school building manuals is

examined. A cross secti:on of texts was made in order to check

L

for generic similarities produced during a representative

period--the

the historical development of the genre. Three of the manuals

were publications of the American Association of School

school building boom of the 1950's--and, to explore .

Administrators (AASA}, in 1948, 1960 and 1967 respectively. One

of those three, Planning America’s Schoo! Buildings, shares with

Schools and Planning Functional School Buildings the typical

features of the 1950's manuals.' Produced BV the AASA's School

Buil

ding Commission, it shares an institutional origin with an

- e e e -

"Mer -
School Buildings {New York: Harper and Brothers, 1957); Lawrence

© B,

P

le L. Sumption and Jack L. Landes, Planning Functional

erkins and Walter D, Cocking, School/s (New York: Reinhold,
1949y

AASA School Building Commission, Planning America’s

School Buildings (Washing:ton: American Associaticon of School
Administrators, 1G60), : ’



~earlier manual, American School Buildings, and a later oné)
Schools for America--both also produced by the same

association.?

Chronologically the manuals can be jrouped into the
following periods: (1) Pre-World War 1: Modern School
Houses--Aimed for an audience of architects,rMédern School
Houses is the\most realist and'techniéist of the manuals.?® It
presents an image.of planning that involves applying-
contemporary standards and principles to achieve a reliable,
standarized product. (2) Depression: American School! Buildings
and The Planning and Cons$truction of School Buildings--Although
publisbed after World War iI, American School Bﬁi[dtngs shares
wifh The Planning and Construction of School Buildin;s a primary
concern for financial thrift and éfficieﬁcy.“ American School
Buildings also differs from the 1950's books in its assumption
of a long term trend of enrolment decline. (3) 1950's Building
Bocom: Planning America’s School Buildings, Planning Functional
School Buildings and School s--These three manuals share images
of dynamié urban growth, They embed their planning advice within
a narrative that memorializes the status quo of American

——— = an e m— am T e = —— A - —

Buildings (Washington: American Association of School
Administrators, 1849); AASA Commission on School Buildings,
Schools for Americc (Washington: American Association of School
Administrators, 196¢7).

3A.D.F. Hamlin, Mpodern Schoo! Houses (New York: Swetland
Pyupiishing Co., 1501, ‘

‘Guy Montrose Whipple, ed., The Pianning and Construction of
LA

Schoo! Buildings (Blocomington: I1l., Public School Publishing
~ o~ i) | ) ’
“e s g 1534;’.



e | |
society, linking it to an epic national past. (4) Late 1960's:
Schools for America--This last text extends the mythicing

tendency of the 1950's manuals into a magical realm beyond human

comprehension,

In a planning report of the Voncouver Schools Building
Committee, dated Juné, 1944, the committee documented its study
method as commencing with the formation of a "Bibliography
Committee" followed by weeks of “extenéive general reading”,
thenv"more intensive researoh into individual fields".® Among
the entries in the committee's bibliography is one text examined
here, The Planning and Construction of School Buildings. In
addition, many of the items in the bibliography correlate with
bibliography entries in another‘rext studied heré, American

Schoo! Buildings.,

The committee report begins with a brief opening essay,
touching on many of the themes common to both earlier and later

planning manuals: the central role of schools in a democratic
s : :

e

society, the educational aim of developing the individual child,
the need to fit the school building to the school's program and
philosophy, the rapid changes inherent in today's society, the
cbsolescence of traditional educational methods and
architecture, the need for flexibility in accoﬁmodating a
progressive educational program, and the urgency of planning for

an uncertain future in order to avoid financial waste.® The bulk
*Vancouver School Board, Report of the Elementary Schools
Building Committee (June, 1944), p. 1,

o

®vancouver Schocl Board, p.



of the report concerns detailed technical specifications for
such things as site selection, mechanical services, floor plan
layouts,\and‘specifications for furniture and equipment.

"Planning for Growth

The discourse of the 1950's planning manuals exhibits a
number of generic features that may be specified. Urban ‘growth
and change are represented as inevitable. But the processes of
uncontrolled bean growth are not directly examined, they are
held to be natural. The school planner is not éxpected o0
inquire into the social and economic processes underway, but to
respond to them. An exalted national traditional pasﬁwis\ /\\~
invokéd;'an'abstract future is projected as a vantage point from {
which contemporéry accomplishmeﬁts can be glorified and
memorially fused with thé epic past. Simplistic oppositions are
posed between the modern and the obsolete; the forward looking
and the unprepared; the sensibly guided and the chaotically
spontaneous. Framed narrativesaare presented in the form of
cautionary tales or ironic stories of the follies of the recent
past. The texts depict an implfed reader--the school
superintendent--as a wise, patient, moderate, compassionate
counselor. It is not difficult togqdetect the planning maﬁualé'

narrative borrowing from fiction; their stock plots seem

calculated for easy reéognition.
- N
Each of the 1950's manuals represent 'growth'--whether

g
urban, technological, economic or personal--as an inexorable,
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spontaneous process. The growth metaphor subtly unites the task

of the planner with a model of the educational process; the

planner responds to enrolment growth, the educaték requzég\gi

child development. Growth can have both p051t1ve and negativ
connotations in the planning literature. It is positively -

associated with life, prosperity and abundance; it also

the manuals insist on the channeling, the containment,: N,

t reatens dlsorder and decay In order to avoid the latter
threa

of growth, | \ ' Y

Planning America’s School! Buildings initial metaphor, "From
These Roots", launches a discussion of "a vigorously growing,
dynamic society."’, Growth images are generated synfactically
throughout the book by eentences'that'hinge tbgether monstrous

chains of dependant clauses:

I1f the educational program never changed; if the culture
were static and scientists had ceased probing into the
unknown; if inventors had gone on a long holiday and
discoveries and innovations were at a standstill; if
population mobility had ceased and the birth rate had
become a constant factor; (etc.)®

This image of societal organic growth is fused with the explicit
growth analogy for the learning process;

The school environment may be likened tc¢ conditions
conducive to growth of a flowering plant in a garden. If
the soil is mellow and fertile; if the seed bed is-well
prepared; if the sun is warm and penetrating; if the
rains come at the right time; 1f the gardener has a

"green thumb," really knows his business, derives a
genuine satlsfactlon from his work, and takes pride in
his accomplishments--the plant. W1ll be healthy, growth
will be vigorous, and flowers and fruits will be

- e TR - -

TAASA, 1960, p. 2. .

®AASA, 1960, p. 5.
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abundant.?®

Planning Functional- School Buildings emphasizés the need for
a school plan to be flexible so that it can adjust to meet
developing conditions. Its portrayal of failure to pian;Jana
‘plan flexibly is presented in a cautionary tale of a small
"midwestern city": .

This community entered an era of rapid growth and

territorial expansion at the close of World War Il. In

the space of ten years, it grew from a sedate prairie

community of 18,000 to a bustling industrial city of
almost twice that size.,'®

This’yiew of u;ban‘growth‘naturalizeé the historical processes,
financial deéisioné and population movements it portrays. The )
image bf the growing city ig further elaborated 1in the story 1in
.terms of its\board of education's 'vulnerability' and 'yieldipg'
to unseemly pressures; A symbolic complex of 'nature’,
'feyininity‘, and 'weakness' 1s here invoked to uphold‘thé

protective male tutelage of the,school planner.

N

. Schools does not rely so heavily 6n the juétifying metaphor
of growth, assegtihg only its'inevitability, "Death and Taxes
are not the only sure things. There's another: steady, -
‘unremitting growth in school populétion."“ This difference in
emphasis might be explainéd by the earlier pﬁblication‘date o?
School s—-before the sustained nature of post-war birth increases -

could have been nccted.

" PAASA, 1860, p. 23.
'°Sumption and Landes, p. 1.

"perkins and Cocking, p. 40.
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Thomas Jefferson Memorial High School

The planning manuals of the 1950's subscribe to an epic
version of American educational heritage that represents time’ in
relation to a closed image of a glorious national past. Mikhail
Bakhtin says of epic and its representation of time:

Whatever its origins, the epic as it has come down to us

is an absolutely completed and finished generic form,

whose constitutive feature is the transferal of the

world it describes to an absolute past of national |,

beginnings and peak times. The '‘absolute past is a

specifically evaluating (hierarchical) category. In the

epic world view, "beginning", "first", "founder",

"ancestor", "that which occurred earlier” and so forth

are not mérely temporgl categories but valorized

temporal categor1es, ind’valorized to an extreme

degree.'’

It_is not simply that epic only represehts the distant past,
Bakhtin points out that contemporary time can be represented in
the ep1Cr-a1though not for its. own sake, "an image is created
for descendents, and this 1mage is prOJected on-to thelr subllme

and dlstant horlzon "3 --

Planning America’s Scho-ol Buildings featurés the epic in its
first chapter, "From These Roots". The school iS'pértrayéd as
the 'material expression' of American culture, "with its roots
deeply embedded in the pasf, the school buildiﬁg is a symbol of
the -ideals of a free, self-governing people."'? Planhing S

America’s School Buildings expliciq}y builds the epic

memorializing theme in its chapter title and first two

'"?Bakhtin, 1981, p. 13.
'3Bakhtin, 1981, p. 19.

"SAASA, 1960, p. 1.

&&
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. paragraphs. The first parégréph’extolsAthe school hohse,as the
paragon of Améfican tradifion’and é;lture; the second introduces
the future perspective from which contemporary éccomplishments

- will be remembered: |

With a look toward the future, the school building
reflects the ambitions, the hopes, the aspirations and
the dreams of a people that is striving to move forward
and upward to a way of life that'is better, fuller,
richer and more rewarding that that which it now
knows. '3

The function 6f the future in these lines is to grétefully
remember the successful Strivings when it looks uponithe school
building as the embodiment of tﬂose strivings. The rhetorical
excess of the following passage ié typical of the memorializing
theme of the planning‘manuéls:

The principles of freedom which motivated and moved men
to action during the formative years’'of this nation were
clearly stated by the Founding Fathers. Wisely they '
turned to public education as a guarantee that these
principles would endure--would be understood, accepted,
and translated into a guide for the day-to-day ‘
activities of free people. Over the years, great leaders
in education have fought battle after battle to bring
into existence a system of free public education. The
values which these people believed to be essential to a
democratic society can well be reviewed as a point of
departure in planning, and, at the same time, careful
thought and consideration must be given to conditions
prevailing at the present time .8

Planning Functional School Buildings arrives at its version
- of the epic national past by way of a detour through an utterly

abstract future and present. 'Looking ahead' is the positively

valued term alternatively expressed as foresight, providing,

o

—— i ——— —— - ———————

"SAASA, 1960, p. 1.

16AASA, 1960, p. 25.
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predlctlon, and long range programming.'’ Opposed to 'looking
“ahead’' 1s a cluster of negative terms: mlsfortune, lack ‘error,
inadequacy, inconvenience and vulnerabiiity. Thematicaliy. .
'Planning Fungziondl School Buildings cén be restated.aé the
proverb:‘plan now to avoid future distress. This unmediated
opposition ﬁékes more urgent the dilemma of how in fact the
futu:é can be foreseen. But, although ﬁLanﬁing Functional Scéool

Buildings repeatedly invokes the future, its actual"

representation of a future is extremely abstract. The future is

imagined as ghe negative possibility of avoiding regret. The

admonitory” emphasis to planning can be seen in this rationale

for careful consideration of the community's needs:

>

It is even more important that the needs of the
community be just as closely studied [as the needs of a
family) before the school building is planned. The head
of the family may readily dispose of the house if it is
found unsuitable or if the family decides to move to
.another community. On the other hand, the school
building does not lend itself to. similar disposal. It is
a permanent investment which ordlnarlly must serve the
community for many years.'?® ,

A void is constructed in the text that is filled by displacing
the anxiety about the future onto a thoropgh'inventory of the
present. 'Looking ahead' is enapted as 'looking around'. The
abstractness with which the future is figured is_unrelievea in

Planning Functional School Buildings' image of the present.

The text's narrative strategy for representing the

individual, community, nation and world is a crude hierarchical

—— e e = —— -

'7Sumption and Landes, p. xiii. .

'8.Sumption and Landes, p. 32.
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containerizatio

ust never be forgotten, however, that each community
exists in a broader context which includes the state,
the\natlon, and, more recently recognlzed the world
itself. . . The citizen of the community is also a
citigen of the state and the mation and, whether we llke
it ot not, a citizen of the world. . . In the final
analysis, to be a good citizen of the community, one
must @lso be a good citizen of his state, his country,
aqﬁ the world. . .'?

Some anx1\ty about the concreteness of this ritual procedure is

evident és the text compu151vely and repeatedly ascends and

from any possible contact with everyday experlence. Terms such

as 'democraqy' and 'culture' are presentedves both intrinsically

| . %

meanlngful abd unalterable:

As a demd jcracy, we subscribe to certain educational
goals whl‘h are inherent in our culture ... certain
goals arelalready established, the very fact that we
live in ajdemocracy commits the school to the
maintenance and strengthenlng of the beliefs,
allegiances, and gractlces that rharacterlze democracy
as a way of life,

¥

As in the t&o other 1950's manuals, School/s presents an

image of the epik national past that both inspires and reifies
the public educatiional enterprise:

But there were| people in the young republic who had
fought for freedom because they impudently believed they
could govern themselves. They also fought for public
education because they impudently believed their
children deserv§§ a chance to learn. They dared to be

forward-goers.?'"
\
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Schools actually presents a more populist image‘of the epic
-past. The paSt is linked to the present thfough a dramatization,
in the piglgggg‘iggiepilogue, of a town meeting. The words
quoted above are attributed to one of the fistional charactgrs
in the melodrama--Mr. Shaw, the school“district superintendent.‘r
The melodrama is focalized tﬁ}ough the character of the elderly
school buildingbcommittee chairman. Two central changes of
narrative levei!ére introduced inrthe-melbdrama through Mr.
Shaw's sol}loquy and the old chairmén's daydreams. The poﬁulist
epic past is constructed by liﬁking the town meeting tradition
with Mr. Shaw's direct valorized accouni, cited above, and

. viewing this relationship through the perspective of the

venerated patriarch character.

Progressive Irony -

In4cohtrast to the reverence with which the planning manuals
~contemplate the distantrpast, the recent past 1is disparaged.
This ironization of the recent past also serves és a polemic on
pehalf of 'progress'. Past educational methods are diéparaged,
and progressive education, flexible building design and program
pianning are extolled. School/s and Planning America’s School
Buildings explicitly endorse the progressive education project
method, Planning Functional Schoo! Buildings does so implicitly
by the goals it incliudes as exemplary. :
é
Irorizing an image of a static recent past, Planning

AmErice’s School Buildings invokes what it derides as the
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traditional image of the séﬁool as a seri;s,of rooms, each
containing 30 desks, "we would not need to break with this
stereqtype if we bglieVed Ehat.learning is limited to lfsteninq
to the teacher: étudying textbooks and then reciting ..."%% To
this static image of passive learning,zlt contrasts a nyperbollc
~account of the dynamism of modern American society. It is,
notably an image of society limited to the top of the hierarchy:

-

SCleﬂtlStS are feverishly at work planning electronic
and atomic developments; military leaders are
experimenting with new weapons and devices for defense:
physicians and surgeons are searching for new ways to
combat disease; soc1ologlsts and statisticians are
plotting and projecting populatlon curves that extend
upward and upward to new ‘heights; planning divisions of
industrial organizations are at work on blueprints for
new factories and new products; and government officials
are striving to anticipate the problems that will have
to be faced in the years immediately ahead.?’®

Preparation of students to participate in this 'dynamic' society

reguires flexible space, according to the manual.

»

Planning Functional School Buildings is more restrained than
either Planning Americeg’s School.Bu!ldings or Schoo?y in
disparaging the old fashioned ways, "It is nct unusual to see an
educational program whose goals are embedded in the traditions
of many years standing, functional school buildings are not
iikely to be built with such an educaéional program as a
guide.n?*® Pla;nlng Functional School Buildings embeds its
irenization of inadequate planning within a second narrative

ievel, Two cautionary tales highlight the book's main themes of

Z:AASA, 1960,

ke
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prOvidihg fér the future and 6rganizingncommpnity participation.
Each tale is of unr;lehting disaster. The first stbry is
introduced as "a good example of what may happen in the case of
a school system which fails to develop a long range plan".é5 The
. ; \ ‘
second story illustrates the point that, "vef§ serious
repercussions‘are'likely to attend an improperly organized or
unguided,” attempt at cémmunity participation.?® In each story
sad cénsequences accu@ulate after failures to follow the proper
plahning proéedﬁres. Elsewhefe, earlier attempts to éarry out
school surveys are ironized aé crude, lacking in systematic
recommendations, and failing to develop a cleaf future building
program.?’ In effect, the survey suggestions contained in

Planning Functional Schoo! Buildiings are valorized by'asserting

thelr superiority to earlier methods.

In addition to ironizing, "the cistern type," of traditional
education, School/s ridicules the recent past's architecturai
fads and foibles: "fashionable borrowing from the Greeks and
Romans"”, "putting on abparty dress of Victorian jig saw
gingerbread",'“monuﬁents remembered only by pigeons“ and so
on.?? According to Schools' chronicle, apprdpfiate thinking
about school house design.began sometime in the 1930's,
coinciding with the spread o{\?rogressive'educapionél methods, -

"One of the early notable attempts to build a school for the

I5gsumption and Landes, p. !.
‘fSumption and Landes, p. 22.
*7gumption and Landes, pp. 3-4.

*fperkins and Cocking, p. 233.

65



s

'pupil", was Ansonia High Schooi, designéd in 1935,

- EA

The Superintendent in the Text

»

Planning manuals are directed at a Specific audience:
primarily school district superintendents; sécondly,
professional and lay people who could be pérsuaded*to share the
superintendentis'pefspectivé. Planning Ahefica’s Schéol |
Buildings was commissioned by a schoof-édministfators'
association. Aécording to the foreword, it is, "filled with
dozens of specific suggestions to superintendents (particulquy

the inexperienced), staff members and school boards .,.."2?°9

Planning Functional Schoo! Buildings nominally addresses,
"all of those interested in and responsible for the subject
herein discussed."®Y However it is the school superintehdent who
is identified as ffe "logical person' to organize the framework

- p :
for carrying out the extensive community survey, goals
definition and building program.®' Planning Functional School
Buiiding; pursues here a dual. strategy of enlistmenf: community
members and school peréonnel are énlisted in support of a |
building plan through their parficipation in promulgating it;
the district superintendent is enlisted into the community
participation process Ehrough.the emphasis-on his essential
guiding role. It ig consistently from ﬁhe superintendent’'s
5anSA, 1960, p: v, |
*SSumption and Landes, . xiii.

*'Sumption and Landes, p. !160.
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guiding perspective that Planning Functional School Buildings

represents the planning process.

“ Schools signals its address to superintendents through the
charactér of 'Mr. Shaw' in the melodramatic prologue and
epilogue. Mr. Shaw's speech portrays him as a practical,
down-to-earth man.?? He is a man of modest but uplifting vision
and deep attachment to the community he serveé. He is a modern
progressive thinker who holds dear the traditional values of his
nation. He recognizes the diversity of interest and opinion in
the community, znd hés faith in the power of reason and
neighborliness’to resolve conflicts for the good of all. Mr.
Shaw does not conceal his modestly superior cultural
sophistication--as his allusions to "Mr. Somerset Maugham"
attest. He certainly wishes to distance himself fraﬁ the
philistinism of "Thé\Daily Blét", but he is careful that his
codes of cuitural reference emphasize the universally familiar:
- Thomas Jefferson, mthat flash over Hiroshima”, rising school

costs.

The Good 01d Days

2

Modern Schoo! Houses, published in 1910, provides an
informative contrast to the generic 1950's planning books.

Appeal is not made to an epic national traditisp, rather an

s &

evolutionary march of civilizations situates the current

planning moment. Egypt, Greece, Rome, the middle ages are

- e em mn = e A e A = e

*?perkins and Cocking, 19%7, pp. 15-18.
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admired w;th regard tortheir,‘"iﬁperishableAconstruciional
remains”.?? As earlier times are symbolized by their ruins,
science expresses the spirit of the modern age. Modern Schoo!
Houses 1s addressed to architects rather fhan superintendents,
While the 1950's books run to hyperbole in emphasizing the
importance of the school superintendent's planniﬁg m{ssion,
Moderﬁ School Houses states its purpose modestly. It maintains
that, "The data for the designing of public school buildings g
have been more completely standardized than for any other type
of structure, except the American public library."?* This
standardization, Modern Schooli Houses points outs, "make the‘
problem of school design comparatively easy for the architect,
so far as general plan .and form are concerned."?® The architect
is advised to attend to the detail and execution of the
structure. As far as planning for futureuschool needs, "The
determining factors in the size and style of the school building

are the site, the appropriation and the number and grade of the

pupils to be accommodated,"?f®

Modern School Houses conforms gith a number of the generic
features of school planning books: acknowledging the symbolic
importance of therschool for the community, scorning the .failure
of the recent past toc live up to currently accepted standards,‘
and-lauding the modern pfogressive attitudes that have finally
Hamlin, p. vii.

*%Hamlin, p. 3.
*3Hamlin, p. 3-4.

*¢Hamlin, p. 1.
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come to-prevail. No less conservative than its 1950's
counterparts, Modern Schoo! Houses dispenses with the panegyrics
to an epic past, and unanxiously presumes the technical

superiority of modern standardization.

The Planning‘apd Construction of School Buildings and
American School Buildings are not presented in a unified
narrative as are the 1950's manuals. Rather they appeér as
edited collections of technical articles. Each of these volumes
was publiﬁhed as a Yea;book; their statements of aims are
rémarkably similar: | |

In this Yearbook the attempt is made to trace the steps

in ["the true processes of plannlng and adapting the

structure to meet definite needs"] and to bring to llght
principles, practices_and as;oc1ated data.?®’

This Yearbook aims to review the principles and the
processes that are basic in planning and providing the
school pilant facilities reguired to operate a modern
school program for the growth of American youth.3®

Despite the similarity of these two statements, the selected

articles cluster around different themesf:Some overlap occurs in
. » s

the mutual attention to matters of thrift and administrative
control, but the earlier book almost entirely attends to thé
administrative relations among various professional fields:
educational, architectural, financial and construction. American
School Buildings focuses more on technical aspects of school
building desggn: service facilities, materials, eguipment, and

-

;ightihg. These two books approach the same problem‘from two

‘7Wwhipple, p. 4.

P8AASA, 1949., p. 9.
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. different directions--the problem is securing administrative

control over professional technical service. This_cdmmon concern
is disclosed when American Schbol Buildings interjects Wifhin'an
article on lightiné and color, "The educator will not hope to
master the vocabulary of the lighting enginee:, but it wili help
to have at lgast a partial understanding of a few of thc

technical terms used most often."3?

Conversely The Planning and Constructien of School Buildings
provides detailed ;hecklists of technical aspects of building
design for use in cuntracting and monitoring professional
services. Each book attempts to address a tension that arises
out of the division of professional technical labor. School |
authorities are wary of relinguishing controi.of the design
process to architects and engineefs. They are constrained by
their own specialization from actual}y performing the technical
services themselves. So, they seek ﬁo institﬁte an entire |

’
structure of redundant technical knowledge.

The model for Such a‘redundant structure of techniéal
knowledge 1s Frederick Taylor‘g Scientific Management. Braverman
cites its principles: 1. "dissociétion of the labor process from
;h; skills of the worker." 2, "separation of conception from
execution—-syStemiiation of the labor process by gathering

xnowledge which workers already possess." 3. "use ¢f a monopoly

ci skilled knowledge to control each step of the labor process

— e e A S A A e = e —

3%aa8A, 15949, p. 2'S.
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and its mode of execution."*®

The'image‘of time projected by these narratives is that.of
the working day. It is a radically abstract time; timevwiﬁhout
gualities. Or, time whose sole qualiﬁy is its ‘
commensurability--its exchange value. The watchwords of this
image of time are efficiency, thrift, écohbmy. The action occurs:
in the chronoﬁope of the workplace. Therworkplace is variously
figured as an administrative office, building site or the |

functioning school itsélf, suggestively referred to as the

school pl/ant. The language of the working day and the workplace
extends to the conceptidn of the activity of the school child,
"The aim of school lighting is to produce the conditions under

which the visual tasks of the school day can be done

-efficiently, in comfort end with the least output of strain and
effort."®', ", . . seeing is work, and not just eye work

either."®?, "Merely to add iootcandles without taking ... other

Review Press, 1974), pp. 112-119, The problem with adopting a
Taylorist model for controlling technical professional labor is
that here it operates on an already systematized and specialized
labor process. Whereas 'the Taylorist system allows for locating
technical control of the labor process outside of the labor
process, it relocates it in the function of technical expertise.
The duplication of technical expertise irself is economically
absurd; however, politically it opens up a profound and sinister
articulation of the technical professional labor process,
Profound, because it enables a vast expansion of the technical
professional labor force. Sinister because it makes each single
technical professional employee expendable, and thus leaves the
entire system unaccountable. (There can be no accountability of
systems, only of .persons.)

“'AASA, 1943, pp. 217-218,

S2AASA, 1949, p. 2°7.



steps may actually»bring more discomfort raéhefAthan greatér
~comfort to the pupil’s a{l day job of seeing."*? Not |
surprisingly this language embraces every other relatiénship and
activity described: that of the4sﬁperintendent, the arcﬁitect,
teacher, consultant, and scﬂool board member. Such explicit
- figuring of thé school as a workplaée {s in itself unremarkable.
It only acquires its—sesonance vhen juxtaposed with the
decidedly memorializing‘and symbolizing images of the later,
M%950's, school building planning maéuals. Still, some residue of
the forthright Taylorism remains in the later manuals; as in
this image-;fr‘om Planning America’'s School Buildings--of the
principles of school and supermarket planning: l

There is a similarity of apprbach necessa}y to the

planning of both a school and a food market, in that the

function to be performed by the school--the job to be -

done in the food store--must be projected in a bold

pattern, analyzed on the basis of principles, and broken
down into operating procedures.®®

The Future is Now

The last of the school plénning manuals studied is Schools
for America. This bizarre specimen 'casts off' any conéeivable'
human scale of time or space. Its opening paragraph sweeps from
the infinite immensity of the universe to the incomrceivable
subatomic micro-world and back to the universe--its very
beginning in time!--in three sentences:-

As man casts ¢0ff the bonds of earthbound knowledge and

P3AASA, 1949, p. 219,

“2pASA, 1960, p. 33.



grd
soars to new intellectual heights, he must unlearn as
well as learn. Only yesterday, the atom was thought to
be. immutable unit of matter; now it has been split, with
consequences both fearful and wonde 1, And learned
scholars, considering strange rays of light, again
dispute a guestion once believed settled--the very
origin of the universe.®?

~Again, the second chapter begihs with an image of disorienting
scale, this time in regard to population:
There are three billion people on the earth today.
Unless present population trends change Substantially
this number will double by the year 2000 ... [Scholars
look ahead] to the time when the earth may have a
population of 50 billion persons.®®
This exaggeration of scale, entirely unreferenced to the human
body or any perceivable object, -picks up where the distanced
unchangable epic past leaves off. This is no longer simply an
extremely valorized realm of human time; this image of time
cancels humanity. And it does so, strangely-enough, by coupling
scientific technology with a magical view of the universe, and
thereby uncoupling technoloay from human agency. The‘extremex
ideological distortion inherent in Schools for America's image
of time and space is confirmed by its image of black people:
The difficulty of the educational problem in large city
school systems has been accentuated by the preponderance
of Negroes in ‘inmigration. As they have come in
increasing numbers from the agricultural South to take
heavy jobs in city factories, technology is doing away
with the jobs they came to fill. Lacking the skills
required for ready employment in business and industr¥,
many are left stranded and bitter in the city ghetto.®’
In three successive sentences this text dehumanizes black:

people, portraying them as an 'inmigrating preponderance'; it
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naturalizes class rglations as 'technology';~and it blames the
victimé-—the root cause of their 'bitterneés' is not racism or
exploitation,;it their own 'lack of skills‘.;But-blatant racisﬁ -
is not unique ﬁo Schools for Amerﬁca. Its predecessor
publication, Planning America’s School Bui?dings adroitly
avoided any mention of the planning consequences of SChooi
desegregation at a time when desegregation was the major issue

confronting U.S. school authorities.*®

Conclusion

“Phe American literature of school planning can be said to be
conservatively utopian in that it projects contemporary American
society as ideal with few improvements needed. The memorializingw
narratjveg locate the basic priaciples of society beyond'change
or qugstioning in an epié national pas&. The ironization of the
recent past and the positive assessment of progress lend a
Comedic undertone to this epic emplotment. A perceivable
strategy emerges for achieving‘thé few trivial adjustments

~.
desired: the entire status quo is to be reconstructed in an

exhaustive inventory to serve as the basis for fargighted

projection of more of the same. The images of the per
community, of the school that emerge from the planning\books are

inert and lifeless, they are also elitist, sexist and Facist.

The character of the school superintendent is exalted by a
“e.g., 5 out of 8 pages dealing with U.S. Education and Schools
in the 1958 New York Times Index specifically index stories on
racial desegregation. (New York Times Index 47 [New York: R.R.
Bowker Company, 1959]), p. 311-319),
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portraying kim as the guardian of the values of the épic past.

The root metaphor of organic growth natufali;eé the sociél
and economic processes affecting school district plannlng ‘This
growth is p1ctured as 1nherently p051t1ve, brlnglng prosperity
and new life. But growth has the potentlal for dlsqrder; the
task of the school district superintendent to éhapnel growth in
fhe'pfoper direction. It is interesting to note that while these
hanﬁals, particylarly afﬁer'1960, insist upon the need for
architectural 'flexibility' and modernism in schdolrbuildings,‘

" they frame their narratives in an archaic, fixed and inflexible

form.

o
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* CHAPTER VI

LEARNING WAYS TO LABéUR WITH WORDS

The texts examined so far, the basal reader teachers' manual
3 ‘ ’

o and‘the?ﬁchool!building planning mahuals, have \prescribed -

standardized suggestions for guiding practice. 1s next seQEJOn
< , - -

examines two sthool efhnographies, Ways with Wordy by Shirley

Brice Heath; and Learning to Lgbohrzby Paul Willis,

-

-which

approach practice ih'a.aifferent and(critical way. These

ethnographies are also fntimately concerned with guiding

practice, as each of the authors makes clear in opening and

¢oncluding sections. Willis announces his -objective of making

‘the argdments of his book, "accessible to audiences of sogial

LN

and general readers."' At the

conclusion to his book, he includes a section in which he

:'sciengists; pr’actit\fnersr
conﬁiders, "thé implications of this research for the
_practi;al/poliﬁical level aﬁd for the two regions most cleérly
involved with't%é qondérns of this‘study: vocational guidance
-and gducation fo; disaﬁfected youth."? Heath also makes explicit

~ her a@dress\ﬁo an éudience\of practitioners, "'learning
reSearchéns;' noﬁ-acédemics:énd écademics alike. At the top of
the list Qf‘sdéf researchers are those teachers at all levels of

the turriculum who constantly search out new ways of learning

about themselves and their students."?

"Paul Willis,Learning to Labour, {Hampshire, England: Gawer
Publishing, $977), p. vii.-

2willis, p. 185.

3VS'nirle’y Brice Heath, Ways with Words (Cambridge: Cambridge
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Broadly, both Heath and Willis criticize the séhobl for not
~meeting the needs of significant groups of studeﬁts,'ﬁeath Seeks
to "bridge” the différences Hétweenvfhé cﬁltural'waés'df the
étudents and that of the school; Willis ponders practices that,
in his estimation, might ﬁltiﬁately lead to radical structural
change in society at large. Each, in pursuing a Qa}iety of ,
ethnographic researéh,‘inyestigates thg aspects of‘student home

or peer group culture which could gs their unacknowledged

strengths or unrecognized weaknesses.

The tﬁo school ethnpgraphers, then, address prégtice through
an effort to better understand both school and non-school
practices. The discourse of the ethnographers is also different
“from that found in the teachers' manual and in the schgol <
builéing planniné manuals. While the latter relied on the
authority of the epic past or the sacrosanct research
laboratory, the school ethrnographies display a complex,

novelistic development of character, time and place.

The Story of Roadville and Trackton

Shirley Brice Heath invites the reader of Ways with Words to
view her book as, "aﬁ unfinished story, in which the charaéters |
are real people whose lives go on beyond the decade covered in
this book ..."® Indeed, central to .her book is a concern for

. J
story form as a way of meaning; the crucial transition between

*(cont'd) University Press, 1983), p. 13.

ars A

" *Heath, p. 13,

77 * .



her account of communities and her discussion of classroom -
’ 3 ) 3 i N . - ’ " \v -A »
responses 1s occupled by a discussion and classification_géf

communities’ éhd;childrens‘ oral narratives.

Wdys with Words “surveys a set of doméstic leérning and ~
teaching eﬁberieﬁces that culminate in the ability to precduce
‘and enjoy a limited range of story genres. For the Roadville br
Trackton chiidren who are‘the subjeété of the book, ﬁhe‘r
processes described as "learning how to ta?k'ror 'teééhihg how

to talk' are substantially‘completpd by the tji ‘child‘éan’

.classifies the kinds of narratives valued in each of 'the two

communities. Here, she pays particular attention to those

narrative forms that her infofmaﬁts;thgmsélves stories.
These self-nominated stories sharefan entertainment value wit%in
the Roadville aﬁd Trackton communities. Although the methods of
attaining social cohesign vary vbetween the two comhunitieé, the
Storiés fﬁnction inﬂeach as occasions for affirming gfbub o

attitudes and for‘displaying individual virtuousity with the

group verbal codes.

Heath distinéuishes betﬁeen.self-nominated ’storieg' and
narratives that residents do not call stories. For the Roadville :
people, a story is a truthful account of a persongl

incident--one which illustrates and reinforces a commonly held

moral principle.5 These stories are thus true in the sense of



drawing on actual experience~--and, in‘the~seése of conforming to
sohe transcendental';Truth’. Narratives that fail to coﬁform to
thesé truth ;riteria are thus disparaged as lies,bfdle talk, or
gossip. Heath reports that Trackton residents recognize as -
stofies only creatively enhanced and exaggerated accounts based
Cn:personal inéidénts.fHere too, other types of qarrative——Heath
lists tﬁe formulaic story, the retold story, and the factual |

report--are usually not referred to as 'stories'.®

In éhaptér 5, Heath specifies seven kinds of stbries: the
Road?ille 'piece of truth', the Trackton "talking junk', the
lie, gos;ip,)retold story, formulaic stbfy and the factual
report.;Only thé first two are re;ognizea as stories by the

tellers, and, Heath points 6ut, their definitions wbuld clash

‘across community Eines; what would be accepted as a story to

Trackton,fesidents would appear to Roédvillers as a lie.
Furthermore,” Heath's informal classification system dégignates
as stories narrative events that residents would not so .
designate. ‘She thus establisﬁfs a shifting taxonomy that

. : : _ .
projects three distinct perspectives: Heath's, Roadville's, and
Trackton's. Elsewhere in the book, Heafh‘extén@s this

classificatidn-py iﬁcorbo;ating the: perspective of the school

and the townspeople (these two are relatively homogeneous). The

main contributions of the school are the story-book fiction and

Ehe_objectively analyzed, abstract. account,,
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These kinds of stories are;subject fo extensive‘further
5pecificationlbased on source (e.g., Biblical,»historibg'éphic,
popnlar media or person%} memory), node of presentatibn (e.qg., .
introduction of theme,fintroduction of main character,
develbpmen; of main character's gualities, etc.) or funétion
(e.g., group cohesion, identify assertion, school performance
etc.). In summary, Heath's taxonomy ultimately establishes the
meaningful context of a story in regard to four variables:
iaentipy of the narrator,\sourde of'narrative, fofm, and social A )
intention. With a shift of perspective, any of these variables
can be revalued, thereby convérting the meaning of the story.
With her emphasis on translating meaning from context to
context, it seems that Heath assumes a correspondencgﬂbetween
‘meaning and appropriate context. The task for understanding then

is to reconstruct original meaningful contéxts in order to 'get

at' meaning itself.

Communities' Story[gthnographe;'s Story

Ways withWordJ is structured as a narrative bounded by a
prologue and epilogue_metncommentary. Accoxding to tne common
practice of "setting up a rhétorical hierarchy\ between the twn
v parts‘of the tale"7?, the reader’may understand ‘W {i/with Words
as the story of, how the children of two cqmmunities; Roadville
and Tracktnnj é;me’to produce particular kinds of stories--some

explicitly acknowledged as stories, others not--and what happens

—— e e - — - ——— o ——

“Barthes, p. 90.

80



to them when they go off to séhool.

The story 1s set in»tﬁe‘Piedmont-region of the Southeastefﬁ
USA. ﬁeéth provides some histor;cél and gébgraphicai background}
for the region and the particular localities. After an extensive
account of how children in the two communities.learn orjare
taught to talk, and of the kinds of stories children eventually
learn to tell, Heath moves on to a discussion of the culture of

the townspeople and the school. When the children enter the

world of school, they find new circumstances that don't embrace -
the 'ways'y}th words' they had learned at home. In effect this
transition presents a challengé to the children's identity in as
much as that identity is bound up in'gtOry telling activities;
Heath emphésiZes the discrepency between school and.home stories
and the effect that these differences have on children's

performance in school.

It is tempting at this point to read Ways with Words as a
Arbmantic enchantment of the child. The transition from home to
school marks this enchantment under the spel; of an alien
discourse. The consequances of this enéhantmenﬁ are dire:

After initial years of success, Roadville children fall
behind, and by junior high, most are simply waiting out
school's end or their sixteenth birthday, the legal age
for leaving school ... Trackton students fall quickly
into a pattern of failure, yet all about them they hear
that they can never get ahead without a high school
diploma ... Trackton students drift through school
hoping to escape with the valued piece of paper ...®%

Reading Ways with Words as a romance of the child establishes

the expectation of a disenchantment which will correspond to and

—— o ——— m - m—— e v ———
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undo the initial enchantment of the transition to school. The
text does not disappoint the conventional reading expectation.
The last chapter, "Learners as Ethnographers", presents just

such a disenchantment as the children, helped by their

‘ethnographically enlighted teachers, learn to translate between

their own home acquired ways o making meaning and the narrative
requirements of the school:

Their teachers' new ways of linking familiar strategies
of knowing to unfamiliar classroom content and tasks
resulted in success at a variety of levels: test scores,
self~-concept, interest in attending school, interaction
with adults in their own communities, and attitudes
toward what it was that school was all about.®

Tempting as such a romantic reading may be, it only evades

some of the larger and structurally explicit issues of the text.

The titles of the two parts of the main text signal the
incongruity of the romantic reading. In the titles, the
principal character is unamb1guously identified as the
ethnographer "Ethnographer Learning" and "Ethnographéf\b01ng"
Although this is a story zn'whzch children are enchanted by
unfamiliar school ways and subseguently disenchanted, 1t is not

simply the story of this enchantment/disenchantment.

Heath's prologue and epilogue are more explicit in outlining
this as the et hnographer’s story. Even here, though, there is an
evasion concerning who the main characters of the story are,

"the charactefs are real people whose lives go on beyond the

decade covered in this book .,. the children, their community
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members and their townspeople teachers."'®° In the previous

s

.paragraph Heath states, "In Part I of the book, the reeder;moves
‘with me, the ethnegrapher, as unobtrusively as possible ... "'!
and then, "In Part II ... I as ethnographer have become é‘major
actor in the translation of social reality that occurred in the
cleSSroems described here."“{ The text equivocates here on the
issue of who the main character of Ways with Words is. Heath
.\herse4%~anﬂﬁnnces the dual nature of the book, but for her that
dual nature residee wholly in the shift from observation in Part
I to intervention in Part II. The equivocation is heightened in
the 'main' text where tﬁe parts are titled in terms of the
ethnographer's activity bLut the narrative voice shifts to third
person and the text makes rare reference to the ethnographer

13

herself.

Returning to the prologue, the reader finds a series of
statements that initiate the ethnographer's story: "I was a
part-time instructor in anthropology and linguistics at a state
university which had an excellent local reputation for teacher
training."'*® The narrator establishes her‘credentials and her

strategic location, crucial to effecting a synthesis of

'°Heath, p. 13.

"Heath,‘p; 12,

'?Hedth, pp. 12-13.

'3There are notable exceptions to this, most interesting is the
Trackton text on page 87 where Heath records and transcrlbes her

own extensive participation in a conversation..

'%Heath, p.1.
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ethnoggaphy and teaching; at the samertimé she declares ﬁer-.-
b(ovi$ional aCademic §tatps. "Though I did not fhen‘set out to
do so, my next years were to be spent reéording and interpreting
the language learning habits of the children of Roabwille and

Trackton."'5 The narrator introduces the element of chaAce in

the initiation of the narrative saguence; this is an important

conventieonal element in an adventure story. "My entry into these

spekific communities came through a natprally océurring“chain of
events."'® Here the na;rétof asserts and establishes the .
'reality' 5f_her story--she projects the antithesis:
natural/contrived. "I had grown up in a rural Pigﬁmont area inAa
heighboring state . . "'’ The narrator refers tdxﬁgikpersonal
past, thus asserting ;he authenticity~of her account.b"I'had
been’a daily pért of such-ecultural ways."'® a sympat hetic
relation between narrator ané'culgural ways is assertédf-one
might even say thatAa microcosmié relation between narrator and
narration is claimed. "These shared experiences and uncbnscipus\"
habitsAof interaction eased my transition into both Trackton and
Roadville."'?® Here the text vaiidatesy'unqonséious’ as a term
v ‘ B
equivalent to 'natural', hence the-¢6mpound opposition:
natural=unconscioug/contﬂ%ﬁpd=éonscious. |

'5Heath, p. 3.
16Hea’th, p. 5.
'"Heath, p.-5.
'8 Heath, p. 5.

'9Heath, p. 5. .
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What emerges 1in the proldgue, then,vis the development of.an
image of the ethnographer as a medium in both/the'océult énd
communications senses bf the term. Conventionally a medium is
not simply once and fo};all a medium but must undergo a
transformation, a metamii:hos{s, into the medium stafe. This

‘metamorphosis is marked Iy the text by a shift of narrative

J

voice between the prologue and the first chapter.

g
%

Heath explains that she took pains to be unobtrusive while
conducting her ethﬁographic research, "as far aé possile I tried
not to use any of the items in the communities in way unfamiliar
to. them. I spent many hours cooking, chopping wood, gardening,
sewing, and mindigg children by the rules of the |
communities."2° A strfking omission in this list is "telling
stories", Did the‘etﬁnographer 'unobtrusively' refrain from
sharing in precisely that activity central to her study ande
analyzed by her as socially éonsti;utive? What becdmés hidden in
all this unobtrusiveness is Heath's own identity as
ethnograpker. As well, Heath stresses her special efforts to
% protect the privacy of the community residents. Once again the
occult theme must be reckoned with: in revealing the wéys of the
people she observes, Heath discloses that which constitutes
their identities, but for just this reason she is anxious to
conceal their idehtity. Occult knowledge is conventionally that
which must be concealed in order to be revealed; it then must be

reconcealed even as it is being revealed--that is, it must be

mystified. Yet another theme is developed by Heath's assertion

- - - — . - — -

204eath, p. 8.



of her status as a Piedmont native, her concern for the privacy
of her informants, and her explicit naming of an audience of
researchers, both teachers and academics, for the book. This

‘final theme concerns the suspicion of the 'outsider’.

Insider/Qutsider

Heath sets down a cinematic rhythm in "The Piedmont” which

is repeated through "In Roadville" and "In Trackton”. In each
'section, the text approaches the location first from é‘distance;
a sketchy historical reference accompanies a zoom in to a
locatiqn close up wh@ch resolves into a more detailed historical
treatment. The transitional\qgécription, both historical and
geographical, always focuses on a road, "wagons moved along i
roads which aftér_a>rain could entrab wagon apd horse or oxen i;> ‘
a mire of red or grayish clay ;.. "2V "only Dura Street goes,
all the way down to Roadville. It meanders down the hill and
parallels.the gqully before it peters out into a dirt road ...
"22, "Hardly more than a good stone's throw from the renovated
downtown center of Gateway is a dirt road which drops sharply

off a little used residential street ..."23 Thus the text frames
a metaphorical complex which echoes from the title, Ways wlih
Words; to the names of the two communities, Roadvilf% and’

Trackton, to the nature of the Piedmont ("easier to settle in

—— e . - —— - —

¢'Heath, pp.19-20.
22Heath, p. 30.

23Heath, pp. 47-48.
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then to pass through.ﬁz‘), and finally to the aspirations and
prospects of the people: 'the road ahead'!,'the way ahead'. And
ultimately, wba; Ways with Words advocates is the bridging 6fr o

the different ways,of'meahiﬁg of home and school.f |

The central story begins with a pictureséué description of
the Piedmont. A distant vantage point is established from which
the 'outsider’ ca; survey, all at once, stands of timber, fields
of clay, sky, textile mills,Afoothills, rivers, failways and
towns-;in short, the totality of the Piedmont. But the ver& name
'Pieaéont' 1s offered to the reader as a mark of exélhsion. %he *
term is, "used by oﬁtsidErs and newcomers to the region,$bdt‘ |
never by local residents."?% The Piedmont story obeys a naive .
donvention:kthe story begins at. the beginning of thé day. A
rising sun slowly burns off}the_early‘morning fog. Although fog
might be a typical climatic feature of this region, it N
conventionally emphasizes the initial 'obscurity' of things, ané\\\\_’
it establishes a contrast between the transitoriness of the fog
and the enduring'pefmanence of the landscape. As the sun burns ”
of f Lhe fog, the local people awake from their habitual,
cyclical Sleep and the reader begins to emerge from h's/her \f[
'sleep' of ignorance. The poetic function of this aw‘kening day |
is reinforced iater in the text when, at thebendlof the IB.

Roadville section, Heath reprises the sun shining on the mills

(this time with connotations of evening), "Meanwhile, in: their .

<

—— e —— - - - ——

Z“Heéth, p. 20.

‘*Heath, p. 19.
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C;\ future gb on, the wgnter gérdens grow, mothers éttentively,se;
}ew dfesses for the school dance, and the sun shines on the
‘chimneys of the mill."2?® Here, unmistakfbly, themes of the
succession of generations, the vegetative cycle, and a
sublimated image of sexual awakening are iihked with the solar
‘cycle and ultimately;the cycle of the narrative itself. Here we
also have a device of ‘closure that anticipates Heéth'srlater
discussion of a Trackton child's story—poém, "Lem poeticaily‘
balances his opening and closing in an inclusio beginningJ
'Way/Far/Now/' and ending 'Far/Now/'. The effect is one of

closure, but there is no clear-cut announcement of closure."?7

The elements ohplined above evidence some of the generic
affinit.ies that Ways with Words has with ﬁhat Mikhail Bakhtin
calls, "the édventure novel of evefyday life".ﬁa The hero in
this type of novel is an observer d%!everyday life, who as a
result of a fortuitous transformation is positioned to enter
into everyday iife,as a 'third person'.'The hero may have a
provisional or peripheral status in society, and be setting oyt
to build a career. An element of chance introduces the herb'inté‘
the realm of private everyday life; this chance, thever, is |
subordinated to the personal initiative of the hero. Finallj,
the course of the story corresponds to the actual course of the

&

hero's travels; the travels, in turn are governed by a definite

sequence of developmént,

2%Heath, p. 47.
27Heath, p. 171.

?BBakHtin, 1981, pp. 111-129. A
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The hero relates to the observed private life as a
non-participant in that life, He or * he may play an extremely

humble role in common llfe, -as a subord1nate to common -’ serv1ng

R

peoole Bakhtin describes the social role played by Lucius in?$'

The Go!den Ass, "As an ass% a beast of burden,~he descends to

=7,

CAT )

éhe very'depths of tqmmon life,Alife"among muleteers; hauling a
millstone for thé miller, serving a gafdeﬁer, a Soldief[ a céok,
a baker."2?® But this humble role also fun;tions to permit the
hero to‘unobtrusively observe the events of private life:

The position of an’'ass is a particularly convenient one
for observing the secrets of everyday life. The presence
of an ass embarrasses no one, all open up completely.
"And in my oppressive life only one consolation remained
to me: to indulge that curiousity which is my native
bent, since people never took my presence into
consideration and talked and acted as freely as they
wished".?3°

The problem of representation addressed by the-novel of everyday"

life is defined by Bakhtin as, "the contradiction between the

public nature of. the literary form and the private nature of 1ts

content."®' Obviously, a correlated problem poses itself for the
school/community ethnographer. This is the cofitradition between
the public activity of the school and the private realm of the

child's language socia¥ization.

At this poiﬁt it is important te-note a cruclal apparent
disjunction between Heath's image of everyday life and Bakhtin's

description of the genre, Bakhtin stresses the non-organic,

?%Bakhtin, 1981, p
*°Bakhtin, 1981, p. 122.

**Bakhtin, 1981
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non-cyclical nature of éverydaj time in the-adventure novel of
evéry&ay life. He asserts, "Fi;stvahd foremost, novelistic time
is thofoﬁghly cut off from nature and frem natﬁral and
mythological cycles."?? Heath's explicif employment of cyclical
themeé has already been noted: the co-ordination of the story's
opening’withvthe rising sun, the reprise of the sun in
connection with images of generational continuity and seésonal
gardens, and the stylistic ciosure. Heaﬁh’s cyclical references:
can also be seen, however, as thematic counférpoints to a. |
dominant depiction'of time that is, after all, "scattered,
fragmented, deprived of essential connections”??, Her 'mythic'
time is thus only tenuously achieved by an invefgion of an
inversiodn; it is not mere mythical time, but self-consciously
myt hicized time. Eventually, in the narrative, this mythicized
time breaks down:during the epilogue section on "The future of
"home, éqhool and work". Perhaps the fact that the sun shone on
the chimney of the mill--an unorganic, even inférnal
.image--should be seen as anticipating borh Leh‘s inclusio and a

=

final, absurd fragmentation.

The close linkage of adventure time to the metamorphosis of
the main gpayacter receives/defgfiééfgaalysis in Bakhtin's
discuSsion.bﬁe-attributes the images of metémorphosis ana
identity to the storehouse of traditional folklore. This image

in folklore concretely represents the idea of transformation,?®

*ZBakhtin, 1981, p. 128.
32Bakhtin, 1981, p. 128.

3%Bakhtin, 1981, pp. 111-113,
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- *®Bakhtin, 1981, p. 120.

In the novel which Bakhtin presents as the model of the everyday
adventure novel, Apuleius‘ fhe-Go!den Ass, the metamorphosis of
the hero is occasioned‘by a cycle of guilt, punishment, . B
redemption and blessedness.?® The hero initiates the cycle:

through an act of his own reckless cufiosity and lust, but at

this point chance intervenes to prdpel'the character on his way.

It is not difficult to imagine a positivelreformulation of
this negative act of initiation. Instead ofvguilt>proceeding
from an iﬁpétuous sinful act, the poéitive version could «
substitute the scciaily comﬁitted curiousity of the reformer or

"learning researcher"”. The positively revalued cycle could be

o e ——

‘expressed as: commitment--field observation--practical

intervention--blessedness. In light of the academic placement of
Heath?é story, blessedness might alternatively be expressed as
satisfaction over iﬁproved student achievement or as tenure. The
important characteristi;s of the cycle remain: primary
initiation coming from the personality of the hero, chance
intervening to set - off a chain of events, the particular;

sequence of events governed by a principle of development.

Bakhtin says that this‘novelrtype "fuses the coiLrse of an
individual's life with his actual spatial course or road--that
is, with his wghderings."35 This fuéion of an individualizgd
time with a familiarized place is accomplished by the

metaphorical image of the road. The chronotope (Bakhtin uses the

*®Bakhtin, 1981, p. 116,
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" technical term 'chronotope' to express and emphasize the

cophécteéness of images of time and space in the novel? of the
road is appropriate for meetings of people of varied social
backérounds, for ;portraying events gbverﬁédrby chance” and for
expfeééing the progress along a particular course of an
individual's or a community;s‘lifé.igg argues for the folkloric

derivation of the chronotope and its importance for the history

"of the novel:

The path itself extends through familiar, native
territory, in which there is nothing exotic, alien or
strange. Thus a unigue novelistic chronotope is created,
one that has played an enormous role in the history of
the genre. At is heart is folklore ... One can even go
as far as to say that in folklore a road is almost never
merely a road, but always suggests the whole, or a
portion of, "a path of life".37

Heath ceftainly fuses the time of her ethnographié‘field study
with the places of 'Roadville' and 'Trackton'. The theme of
'integfaticn’ of people of different races and different
cultural backgrounds is fundamental. Furthermore she is
concerned to show a development of'thgﬁe'communities in
transition. Thus her road metaphors lie entirely within ﬁhe
tradition of the genre.

Cruéial to the novel of everyday life is the aspect of
spying and éavebdropping on Erivate lif:;uactivities which
reveal private human néture and make it public:

The quihtessential&y private life that entered the novel

at this time was, by its very nature and as opposed to

public life, ciosed. In essence one could only spy and

eavesdrop on it. The literature of private life 1is
essentially a literature of snooping about, of
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Al
overhearing "how others live."3

ﬁqgn The Go!dggéﬁss, "Everyday life is the‘ﬁether world; the
grgve, where the sun does not,ehine;'whefe there is no starry
firmamenﬁ. For this reasen everyday life is presented~to us as
the under91de of real llfe.‘39 But in Roadville the sun shlnes
on the chlmneys "of the mill. This might be read as an 1nver51on
of the netherworld motif. It is notable ‘that alcohol1sm
violeqcev and infidelity--precisely the themes of a '"lowlife'
image--are treated peripherally in Ways with Words. To be sure
those\aspects of.life are mentioned but they are not explored as
culturally functionai. Also significant is the treatment of the
converse of sin, religiositf. Heath recognizes Christian
religion as central to the Trackton and Roadvflle_residents
'ways with words' and devotes extensive discussion to this
aspect of their lives.‘In this connection, Bakhtin includes
early Chrlstlanlty as one of the cultic llnes of development of
the idea of ﬁ%?amorph051c.“° Sin is functlonal as the 1n1t1at1ng
moment of the cycle of guilt, punishment, redemptlon and
blessedness, hence its displacement te peripheral status in Ways
with Words is perplexing. Sin provides the subject of- Heath's
informant's discourse (Roadville;eimoral stories would appear to
conform with the guilt cycle), but it is never directly
represented in the book. This, of course, raises guestions of
Lhe ethnographer s tact and dlscretlon which, although entirely
*$Bakhtin, 1981, p. 123.

*®Bakhtin, 1981, p. 128.

*°Bakhtin, 1981, p. 112,
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understandable on a personal level, could amount to ethhographic

sel f~censorship.®' : .

The End (Only Fooling)

Alﬁhough the éentral story of Ways with Words ends happily,
the reader discovérs in the book;s epilogue that, "In the
Piedmont today, the methods used by these teachers have all bufﬁ
di;appeared."“z The bottoﬁ drops out. A carefully sustained 355
page developméﬂk, a path, is absurdly evaporated. Ethnographic
methods .0f instruction, painstakingly adoptea and
enthusiastically endorsed by teachers are suddenly abandoned in
the wake of burgaucratic retrenchment in the schools. This
section, "The futﬁre of home, school, and ibrk",‘marks the

“return of the ethnographer in two senses. The narrative feverts
to first person voice, and it tells of Heath's return to thé
Piedmont in late 1981 to follow up on the subject communities.
Thus, the reader is presented with essentially three images of
the ethnographer: firstqéé,the part time lecturer, theﬁ the -
unobtfqiive ethnographer and finally as the disengaged 'follow
up"interviewer. This is in keeping with Bakhtin's discuss?én of
the éveryday life novel: .

In the crisis-type of portrayal we see onl} one Or two

moments that decide the fate of a man's life and

- determine its entire disposition. In keeping wWith this
principle, the novel provides us with two or tRkree
______________ ————- | . '
*'Heath insists, however, that her subject communities were
-actually as upstanding as she portrayed them (personal
conversation with the author).

“lHeath, p. 356.
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) different images of the same individual, 1mages that
have been dlSjOlned and rejoined through his crisis and

rebirths,?

Heath's discusSion of why teéchers ebandoned the
ethnographic meﬁhods sSeems disjointed. Anecdotes of teacher:
despair are interspersed with unformed intimations that things
are different now'—“’a iack of faith in tne_schools'““fj "crises
[that seem] more abstrect*ena embroiled in distant'legai
controversies "%5 These leave an image‘of befuddled teachers at
odds Wlth the earlier descriptions of dedlcation and resolve.

The unobtruSiveness of Heath's 1ntervention 1s also thrown
into question by teachers' accounts of the catalytic effect of
her presence.. Heath's withdrawal from the scene seems to have
left the teachers vulnerable to virtually uncontested
capitulation to 'external forces'; Heath doesn't dwell on this
seemingly ine%plicable collapse. Instead, the epilogue shifts to
-update the lives of the Roadville ano Trackton residents. Cycles
of everyday life go on as before, but now there is. an undertone
of exhaustion, "These dayi the oldtimers talk little of the
future."’is Nor is there any sense of identity derived from a
communally shared past, "They find ... stories of the

Depression, Reconstruction, and- the days of slavery as fictional.

as any other facts of history from the remote past."*’ Thus an
“3Bakhtin, 1981, p. 115.

%Heath, p; 356.

*SHeath, p. 35?.

“‘Heatn, pi 360.

*’Heath, p.361.
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image of profound're—enchantment replaces the provisionai happy
endlng of Chapter Nine. No longer an enchantment of innocence,
subject to an upliftlng resolutlon, the characters now drlft
through an eternal present, bereft of any genuine memory Or
‘euthentic hope for. the future. Throughout this section, thei
image of dispersal returns, in the accqunEé of cnildren moving
~away, .of oldtimers dying and being soon fprgotten. Ways of
talking remain: "proverbs, stories, morals, telking junk, and
group negotiation of the meanﬁng of written materials'will not
pass rapidly."*® But now these ways of talging are portfayed as
a residue of mean;ng rather than a reservoir of meeningfu;ness.“

The Irony of Empathy

E

~Heath winds up her epilogue by stressing, in her second to -

‘ ) 1
last paragraph, the strictly local character of an ethnograﬁﬁ@c
intervention. But, lest the reader draw any conclusions about

the general efficacy of an ethnographic pedagogy, she warns, "iné%
different times and places, the challengee’gre different and theﬁa
resources and possibilities'not the same.®™° In the final

paraggaph Heath anticipates and d1scounts the inevitable

e
objectlon that a radlcal cr1t1c would offer to her exclusive

s

concern with localized practices. "It is easy", she counters,
EX . .
"to claim that a radical restructuring of society or the system

of education is needed for the kind of cultural bridging

——— . W e e m a— m  E— a  we — —

*SHeath, p. 369. | .
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reported in this book to be large scale and contiﬁuous."5° By
announcing the ease with which such a claim can be ﬁadé, Heath .
aﬁ once acknowledges it as a 'temptation' ariéing logically from
her reéounted experience; but at the same time diSmisseé the
practicality of the claim. That which is "easy to say", the folk:
wisdem of theﬁéxpréssion implies, is not easy to do: "easier
said than done." With this expression, Heéth ironizes the
inevitable radical critigue that the ethnographic intervention

is predictably doomed.

Heath's irony, dirécted.at radtcals, is uncharacteristic. In
almost all other instances, she exhibits a systematic and
unrelieved émpathy. This émpathy extends eQen to the expressions
of racism by the Roadville whites, the internecine snobbism of
some of thé Trackton residents, the self-satisfied banalities of
the townspeople, the bluggzring ‘standard criteria referenced’

_pettiness of school offtcialdom. For Heath, each expression is
portrayed as understandable within the context of the respective
community's &wnrpatterns of construqting meaning. ¥f these
pafterns are ultimately destructive or restricting, Heath
usually;yithoids Eriticisﬁ‘(oné very interesting exeepfion to
this_is her criticism of Roadville's consumerism, “The
resengﬁent and frustration/that in all unconsciousness>they
build for themselves are never expressed in a call for decréased
spending, only a push. for increased work."®'). Two iqgtances

where irony does shade Heath's discourse deal with ragical

—— - e - . - — L

*°Heath, p. 369.

*'Heath, p. 41.
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educatlon critics. The "easy to claim"” remark is one of them.
The other is in a footnote discussion of the radlcal critique

that SCHQ@llﬁg reproduces a class society,

,ARepeatedly--and with more abstractions than linguistic
or cultural data--these critics argue that the preschool
language socialization patterns of the middle class
ensure their preparedness in the knowledge and skills of
symbolic manipulation of language required for school

success.®?
The irony, for Heath, is that the radical's 'abstractions’
exhibit precisely those middle class skills of'symbolic
o manipulation. Heath contrasts these abstreétioos with the

'concreteness' of "linguistic or cultural data"

., bt
4

Heath's ‘general aversion to irony and her reversion to it in

L

dealing with potential radical criticisms of her work point to
one of the most problematic aspects of the‘enterprﬁse to read
\Ways with Words as aﬁ“"ad&enture novel of everyday life". How
does one reconcile Heath's predominantly empat hetic tone with
the everyday adventure novel's charactistic irony? One possible
response is to view empathy as an inversion of irony, an attempt’

to move beyond the stale impasse of critical superiority.

4

Ultimately such an inversion of irony is an itself an
ironization, as becomes evident when Heath addresses those

consumate ironists, the radical critics.

The limitations of the everyday adventure novel, as Bakhtin:

outlines them, might be recalled for their relevante to the

ethnographic discourse. Although it was able to reveal social

heterogeneity, the adve&kgge novel of everyday life was unable

‘SzHeafg, p. 398, i r
1 .
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to conceptualize social contradictions. Thus the only movehen;,

» s ____‘/ . A & h'f.;‘; ]
the only transformation that this genre could portray was that
Qf the isolated individual, "The ipdividual changes and

undergoes metamorphosis completely indgpendently of the world;

- the world itself remains unchanged;“éi In light of Heath's

description of teaching practices in the Piedmont today, this -
seems a .more apt a summary of the 'moral' to Heath's story than
her own concluding assurances., She speculates that ethnographic

"bridging skills needed for teachers and students as individuals

to Ynake changes which were for them radical," (emphasis -added)

w

could somehow, "point to ways these cultural brokers between

communities and classrooms can perhaps be the beginning of

larger changes.”%*®

Self Damnation

g

In Learning to Labour, Paulrwillis traé?s@the final school
yéar of a group of working class young English males he'célls
the 'lads'. He outlines the‘oppositional nature of their peer
group éulture, detailing their strategies for avciding class,
their attitudes in and toward school, and the actiyigies»that'
they themselves value. The image of the lads' culture which he
presentsjis informal and orieﬁted around creating di?ersion frbm

the (to them) unrelieved tedium of the school.,
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Willis begins his account with a discussion of elements of
the lads’ culture; the'orde; in whi;h events habBened in the
lads' story, however, can be distinguished from the order in

7which/Willis néfrates it.aFor.the lads, their enfry ihto the
peer group culture comes after the first yeérs of secondary
~school. The .boys are reported to have éntered secoﬁdary échool
with no strong peer group attachments., Theif first years are
spent as school conformists (caileg 'ear'oles' because they are
always listening £07§chool authorities), like most other
beginning students.®® Eventually the lads form-into an exclusive
.peer group and begin to engage in the pounter—scheb&:activities 
bthat Willis documents,v"The essefice of being 'one of the lads' |
liesﬁwithin the group ... Joining the counter-school gulture
means joining é groﬁp, and enjoying it means‘be{ng with the
group.” *f The cultural pétterns fhat dévelop’within the' lads'
group, in‘willis'hanalysis, prepares themffor Shop floor culﬁu;g
even as it guides them into bleak factory j&ﬁs. Willis pre%snts'
Learning to Labour's guiding questions as, "How working class

kids get working class jobs" and "why do they let

e

themselves,"57

The image of 'self damnation' is conspicuous in Learning to
Labour. This image first occurs in the introduction:
——In the sense, therefore, that I argue that it is their

own culture which most effectively prepares some working
class lads for the manual giving of their labour power

$5¥illis, p. 60.
56willis, p. 22.

S7Willis, p. 1.
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we may say that there is an element of self damnat1on in’
the taklng on of subordinate roles in Western
~capitali However this damnationais experienced,
paradoxical y, as true learning, affirmation ' L
. .appropriation; and as_a form of resistance. L -
Willis explicitly ties his argument about cultural reprbduction
o AN
of the working class to. the emplotment of self-damnation,

Willis malntalns that the lads oppose the off1c1al authorlty
of the school in a way that. demonstrates a superlor )
understanding of their own working class destiny, and the
illusory nature of the school's promises of social mobility. =
. However it is_precisely these creative insiéhts, which he calis
'penetrétidné', that condemn the lads; "it is in the formﬂ;;
creétivé penetrations that cultures live'tﬁeir own damnation and
- that, for instanée, a4§96d'section of the.working qlass,kids
condemn themselves to a future in manual work."sg Willis' ~
ethnography'extegded only fngo t£eir first year oféwork,_so;his
statements about the lads' gg;f~damnation mE§tAbe*read{asb o
conjectures about the fd%hrg.‘ln fact,bthe account of the lads
at the end ofuthat.first year .shows them fairly content with
their existence. Willis is mindfﬁl'to pointhouﬁ that such -
contentment is illusory: | |

Though the Hammertown lads are; in September, 1976,

still flushed with the intensity of movement and hav1ng

money, we may hazard a guess that disillusion is not far

away ... no matter what the severity of disillusion
amongst the lads as they get older, their passage is to

all intents and puyrposes irreversible"... there is a
double kind of entrapment in what might then be seen.

- — i A e - — - ——

58willis, p. 3.

**wWillis, p. 174,

101



XL
5 e

as the prison-of the iorksth."‘°

Self-damnétion is, of course, a theological rather than a
social scientific term. nglis‘émploys'a,different terminology,
of 'pénetrations‘ and 'limitations', when he presents his
analysis of the relation‘bétkeen working class culture, ideology
and social reproduction of class relations. The analysis,
though, specifically excludes thelsubjective egberience that
Willis sé&s he is seeking to document. That ‘experienée‘ is
indeed elﬁ;ive; what Willis insists is self-damnation is evident
neithé}‘in the lads;‘observable actions, as Willis has recorded

them, nor in their own reports.

Willis portrays the everyday reality of factory labor as
brutalizing, despairing, unpleasant, entrapping, treacherous,
dominated. Indeed, it is a classic description of Hell. But the
anecdotes that Willis presents to support his infernal image are
too mild, For example, a middle aged shop floor worker recalls a
trip to the .zoo during which his father was sprayed with water
by a gorilla. Willis deploys the tale as an allegory of working
class despair: ~

'That's life, we don't grow up at the same time, and

when you've learnt, it's too late. It's the same with

these kids comin' in the factory, every time they think

it's great ... You'll never change it, it's the same

with everything, comin' to work, getting married,

anything, you name it.'®' -

In terms of everything that Willis reports about the lads and

their working class families, his image of self-damnation must

- . e e mm - —— - —

60willis, p. 107.

¢'willis, p. 108.
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remain an enigma. This enigma is to some extent Sustained by the

'naturalistic illusion' (as Willis, himself célls it) of the

ethnographic narrative. The key to the image of sglf—damnatioﬁ
_.can be foﬁnd in the relationship og ﬁhe ethhographer/narratdr to

his narration. )
v ; - -

Fysion of Fate

; In the preceeding discussion of Ways with Words, Bakhtin's
analysis of the cycle of guilt, punishment, redemption and
blessedness was introduced. An inversion of this cycle--a cycle

of damnation--can help to explain the’image cof self-damnation inni
>Learning to Labour. Thg inverted cycle begins with the lads'
entry into seébndary school; at this point they are innocents.
The cycle:proéeeds through,theirxaffiliation with the peer group
to the oppositional expression that Willis calls 'critical
penetrétionsff-insights into their own likely working future and
into the unkept promises cf the school. The first three moment s
in this inverted cycle reverse the signs of the cycle of guilt:
iﬁnocence feverses quilrt, affiliaﬁion reverses punishment
(banishment), estrangement from authority reverses redemption.
The pairing of damnation and blessedness thus follows an -
established ﬁarrative&lpgic. However, this analogy between the
'cycle of guilt and Dlessedness in Ways with Words and the cycle
cf innocence and damnation in Learning 10 Labour reguires the

gualification thazt <he first cycle refers tc the course of

[

r's life, nct the peripheral
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characters'. \ : N
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1t was noted that in Ways with Words, the ethnographer is

transformed while the world remains unthanged,'The image of the

lads' self-damnation introduces a crucial genre distinction

between Ways with Woré},and Learning zo Labour. In the latter

book the fate: of the ethnographer is fused with the hlstorlcal

‘fate of the working class lads. Again relyi%g on Mikhail
Bakhtin's historical survey of the novel, a parallel can be
noted between Willis' book and the type of Bildungsroman which
Bakhtin calls the "realistic novel of emergence".®2 In this'ﬁype
of novel, "human émergence“is of a different nature. It is no
longer man's own private affair. He emergeS*—aloggiwith the
‘world and he reflects the historical emergence of the world

itself "83 ’ - ‘

The ethnographer's cycle of ilnnocence-damnation, parallel to
that for the lads, can be reconstructed‘fcdm the text. Willis'
disclaimer of romanticizing the working class may be taken as a
ciue to the first moment of the cycle:

A romantic view of working class cultural forms asserts
that they are experimenting in some way with the future

. there is no way in which such imaginings can promlse
what they offer or give what they promise. It is quite
wrong to picture working class culture or consciousness
optimistically as the vanguard in the grand march
towards ratlonall*y and socialism.®*

This renunciation of romanticism posits a naive revolutionary

$*Mikhail Bakhtin, Speech Genres and Other Late Essays (Austin:
University of Texas Press, 1986), p. 24.

$33akntin, 1986, p. 23,

[ LI ~ -
wiillS, pP. 'ZZ.
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hopé fromrwhich Willis clearly wishes to distinguish ﬁis own
.presenf ﬁogiﬁion:FWhether or not Willis himse!f formerly held
this romantic view is not important. The revolutionary romantic
position structuraiiy occupies a ;prior'vor iﬁitial position in

the narrative logic. The analogy with the lads is clear. They

E

~start out seéondary school as 'ear'oles’ along with eQeryone
elgé, but come to reject and feel superior to the 'ear'oles',
Fbr Willis, this renunciation leads to a stfucfuralist Marxist __
affiliation, expressed in the terminology of Willis'

analysis.®% ‘ )

Whaﬁ Willis terms“penetrations' for‘the lads is paralleled
by Willis' structuralist anaiytical imperative to, "plunge
beneath the surface of ethnography in a more interpretive .
mode".®¢ This 'plunge’' is, for Willis, an entry into the

. netherworld. Willis.uses the term himself, "Every move must be

13

considered in relation to its context and likely circles of

effectiveness within the netherworld ... of cultural

, A
reproduction and the main world of social class

relationships.”®’ This analytical plunge is one that presupposes

-

ne resurrection:

We cannot now naively, return to discrete cultural forms
and independent cultural initiatives to yield a full and
properly effective programme for vocational guidancesand
the schooling of the disaffected working class.

65willis also 'affiliates' in two other directions:
methodologically with etﬁhography and existentially with the
iads he is 'participant-observing’'. This divided loyalty may
explain some of the stylistic aberrations of the text.
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Interventions and reforms will pass through all the

circles of unintention, contradiction and cultural

reproduction in relation to structural factors which
~have been identified in this book.,"¢®

)

Thus the politically committed practitioner is placed in the
same, "circles of unintention, contradiction and cultural

reproduction” as are the lads by their counter-school culture.

In his section dealing with ideology, Willis provides the
only plausible definition of self-damnation. But he does it in
connection with a discussion of the middle class:

The very existence and consc1ousness of the middle class

is deeply integrated into that structure which gives it

dominance. There are none who believe so well as those

whe oppress as honest men. What kind of bourgeoisie is .

it that does not in some®way believe its own.

legitimations. That would be the denial of themselves.

It would be the solution of a problem of which they were

the main puzzle. It would 1nv1te self- destructlon as the
next logical move.%?®

It is precisely the radical intellectual, represented in
Learning to Labour by Willis, who cannnt believe in "his own
class's itimations". The radical intellectual dreams the
romance of a liberating working class culture and thﬁs‘prepares
the‘ironic hell of hiS/hef own disillusionment. Willis'. task in
the final section of his book, "Monday Morning and the
Millennium" could well be deécribed és‘seeking a way to live on

after:self-denial and selfﬁdestrnction.

$9Willis, p. 123.
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Monday Mourning and the Millennium

%, n

The flnal chapter 'Mdhday Morning and theﬁMillennium' hints
that the central dilemma of Learnzng to Labour \s not so.much,

"why do working class kids let themselves get working class

jobs.™ But is rather: "what is a radical teacher to do after
aQakening from his romantic revolutionary fantasies?™ Willis
rejects the gloomy implications of a "purist structuralist
1mmob11121ng reduct1onlst tautology".’? Instead he counee;s a
practice Wthh faces the dally difficulty of he1p1ng a
recalcitrant working class student tl1entele while at the same
time realizing thatvghch help méy in the long run ﬁerpetuate the
structures of domination. While he enjoins against,."coht;aCt}ng
out of the messy business of day to day problems,"’' V@llis is
unable to seize on any redemptive potential in the everyday.
Instead he offers a catalogde of suggestions that amounts to
calling on the committed teacher to become mere sensitive to ther
cultural meanings of‘his/her working class students. )

The chapter's last lines are paradox&eal, "This may not be
the Millennium but it could be Monday morning. Mohday morning
need not imply an endless succession of the saﬁe Monday
moqrnin.gs.“f2 The reference to the Millennium once again ironizes
the utopian fantasies of radicals; Monday morning oppéses a

determined realism to that romanticism. But, what makes any

"'Wwillis, p. 186.

72y¥illis, p. 192.
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~Monday mornihg a 'Monday morning' is the implicit claim that it
is 51m11ar to all other Monday mornings. Willis' use of. the
Monday morning motif recalls an earlier image of hopeless

repetitive tlme.g:

‘The factories are filled on Monday morning, ard on every
Monday morning, with workers displaying the necessary
apparent gradations between mental and manual capacity
and corresponding attitudes necessary to maintain,

within broad limits, the present structure of class anﬁ

production.’?
The imaée that-"he uses to define the repetitive Hell of factory -

work, he finaily submits as an image of politically committed

. Al
teaching practice.

The Third Reading

"Ia the preface to Learning to Labouf, Willis expressed his”
intention to make the érguments of the book "accessible fo
audiences of social scientists, practitioners and general
readers”".’* Two specialised,readings are mentioned:
"practitioners may be most'ihterested/in”Psrt I and the
conclusion; social theorgsts in Part II". Willis does not
specify what parts 'general readers' may be most interested in;
but the appendix indicates a third rsadﬁng. In the appendix,
wiilis presents a transcript of a discussion with the lads of an
earlier draft of the book. This sppendix is a self—csitical
moment that denounces the inherent natu:alfsm and conservatism

of the participant observer ethnographic account. It even goes

- - — — - ————

73Wwillis, p. 174.

78Willis, p. vii.
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so far as to acknowledge the iutility of its self denunciation,

The reading of Learning to Labour described in thé appendix
hinges on deletlng Willis' conceptual apparatus'

Blll. The b1ts about us were simple enough.

John: It's the bits in between.

Joey: Well, I started to read it, I started at the very
beginning, y'know I was gonna read as much as I could,
then I just packed it in, just zfarted readin' the parts
about us and then little bits if the middle (...)
Spanksy: The parts what you wrote about us, I read
those, but it was, y'know, the parts what actually were
actually describing the book llke I didn't ...

¥

When the 'bits in between' are systematically deleted, the

surviving text contains a high proportion of direct

representation of speech. The lad's reading of Legrning to

Labour highlights a tension between théir own collective,
immediate speech and the isolated, institutionalized practice of
the text. Elsewhere, Willis dramatizes the opposition of
~speaking and text a§ one of living and deafh: -

The central thing about the working class culture of the
shop floor is that, despite harsh conditions and
external direction, people do look for meaning and
impose frameworks ... they thread through the dead
experience of work a /iving culture which is far from a
simple reflex of defeat. This is the same fundamental
~taking-hold of-an alienating situation that one finds 1in
counter school culture and its attempt to weave a
tapestry of interest and diversion through the dry
institutional rext."”® (emphasis added)

Willis also draws on working class lore to illustrate the

antipathy of the speaking collective to the closed book of the

<

—— - = e - - - -

75Willis, p. 195.

76Willis, p. 52
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text, "The shopfloor abounds with apocryphal (!) stories about
the idiocy of purely theoretical knowledge."’’ He cites as one
such story a worker's fable about a 'chap' who sends awéy for a

book about everything but is.unable to open the wooden crate it
arrives in.
"* The lads openly express their reticence toward the written

~word:

A

PW: What's the last time you've done some writing?
Will: When we done some writing?

" Fuzz: Oh are, last time was in careers, 'cos I writ
'yes' on a piece of paper, that broke me heart.

PW: Why did it break your heart?

"  Fuzz: I mean to write, cos'.l wags going to try and go
through the term without writing anything. 'Cos since
we've cum back. I ain't dun nothing [it was half way
through term].7®

On the other.hand talking is discussed as the core of the lads
group culture, "Talking, at least on their own patch and in
their own way, comes very naturally to 'the lads': -

. PW:r So what stops you being bored?

Joey: Talking, we could talk forever, .when we get
together, it's talk, talk, talk.’?®

\

WTT%LQ\Feworks the theme of class alienation into one of the

. cultural alienation of the spoken and written word. The working

class lads are portrayed as orally superior to both,their

‘conformist peers and to their erstwhile superior school

"7Willis, p. 56. _ ‘ -
7¢Willis, p. 27.

79Wwillis, p. 33.
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~struggle, Willis implicates his own text. Interesting

»

authorities. The.lads are described by work supervisors as "more

A}

likable because they have 'something té say for themselves' ,"®°

By contrast the head ofkkhe secondary school is described}by a

worker as conversationally incompetent, "The headmaster

irritated me ... I was standing there, and I was 'im. I thought,
"'Aye, aye, he's talking to hisself; you know wa'nt talking to

me ng i

Reading Learning to Labour as a story of an oral/literate

~struggle highlights Willis' frequéntTallusioh to and evaluations

of the verbal skills of his informants. Joey, for example, is a

"lad of‘considerablg insight and expreésivé power". 82 Joey's
father, a foundry :orker, télks, "In an iﬁarticulate way, but.
perhaps all the more convincingly for that."®3 The lads
opposiﬁion to authority ié”"easily verbalised" “by them.®* Even

so, eventually the lads' oral facility leads tﬁem_to a

"stféngled muted celebration of masculinity in labour power".(®3

In'framing class antagonisms in terms of an oral/literate

ly; he does

g

so explicitly in the appendix: --

The ethnographic accoumt is a supremely ex post facto
product of the actual uncertainty of life. There

—— e o —— A - —

80willis,
s1willis,
f2willis,
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®39illis, p. 52.
BiWillis, p
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develops, unwilled, a false .unity which asks, 'What
‘folliows next?' ‘'How did it end?' 'What makes sense of
it?'. The subjects stand too sguare in their =
self~-referenced world. The method is also patronising
and condescending--is it possible to imagine the -
ethnographic account upwards in a class society?®¢ I

[ i s

-

The issue of the fépreséntation of living speech is crucial’
both térethnography andrto the novel, According to Bakhtiﬁ, "The\v;
fundamental condition, that which maké&s a novel arnﬁvel; that -
which is responsible forbits stylistic unigqueness, is;the
speaking p,erson and his discourse."®’ The discouré'e' of the ,
speaking person can be incorporated into the novel by either
direct or indirect discourse, by description of the speaking
situation or by pérodic modification of the auth&k's discourse ;
fo reflect the other's speech.®? Whatever its mode of
‘representation, it 'is always "double voiced", that 1is, it
simultaneously presents, indirectly, the author's intention;
toward a particular world view, ‘and, directly, the character's
view,®? This double voicedness establishes an‘internal dialogue

between the two discourses.?®®

Dialogization appeart both thematically and artistically in
Ways with Words. A particularly intriguing instance of
dialogization concerns Trackton text V, Dovie Lou's story. Heath

presents this transcript in her chapter-on oral traditions. She

- e o - - ——

$6wWillis, p. 194,

#7Bakhtirr, I981,-p. 332.
%%Bakhtin, 1981, p. 303.
aF9Bakhtin, 1981, p. 324.

- ’°Bakhtin, 1981, p. 326. -
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observes that, "Perhaps the most characteristic feature of

Story-telling by (Trackton) adults is the dramatic use of

-—

diaiogpe."9’»When Dovie Lou dialogizes 'Henning's old lady'sf

speech and shifts to an "exaggerated Standard English of the

Channel Two reporter” to do so, Heath's text both presents and- -

b

- compounds dialogization,

But dat ol' woman, she ak like she some Channel Two
reporter or sump'n: b

"P.B. Evans was seen today on the corner of
, Center and Main Street. He hadda bottle in each
‘ -hip pocket, and one under his London Fog
B « hat,..??

ﬁvHeath'goeS-on to analyzé Dovie Lou's story, pointing out
motivations znd strategies. She stresses the divergence between
Dovie Lou's creative reconstruction’and the 'true facts' of the

story,
Dovie Lou's story is based on fact. Henning's wife had
said something to Dovie Lou about her man being out with
another woman, But beyond this basis in fact, Dovie
Lou's story is highly creative, and she ranges far from
* the true facts to tell a story which extols her
. strengths and announces her faith in her ultimate
-- victory over both her wayward man and her wayward
neighbor,"33

Conclusion

The ethnographies studied here mark a notable break with the

static genres of the teachers' manual and the planning manuals.

Representations o: time, place and character are contemporary

°*'Heath, p. 168.
*2Heath, p. 168.

°?Heath, p. 168S.
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and realistic. The discourse of the speaking person is
integrated into each of the texts both thematicali} and
artistically. These characteristics suggest the classifitation»

of Ways with Words and Learning to Labour as novelistic.

,Tﬁ?’ideologiéal’implicatibn of each of these works is ,;
Liberal, In spite ‘of Willis' Marxist footnotes, his text shares
'with Heath's a view that precludes any possibility of radical
social change zg;fhe foreseeable future. Instead, incrementa%/_
‘local ihprovements in teacher practice are récommendgd. Heath's
more optimistic tone in Ways with Words is(sﬁStained\by the
divergence of the course of the ethﬁographer‘s life from the
life. of the ‘community residents, Willis' pessimistic tone .

indicates a more politically radical insight intc social and

economic structures,.

Finally, both Heath's and Willis' explanatory modes are

primarily concerned with elucidating the contexts of cultural
activity. Each strives to show that -their informants' actions
and ways of meaning make sense within their own peer group or

local community, even when the conseguences in a larger context

may be school failure or being stuck in dead-end jobs.

>
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¥ CHAPTER VII
PROLETARIAN CHILDREN'S THEATER’
But who would trust a cane wielder who proclaiméd the

mastery of children by adults to _be the purpose of"
~education?’ _

Walter Benjamin's "Program for a Proletarian Chiidren'§
Theater" was wfittén in 1927 in collaboration with-Asja Lacis.
Lacis was, at the time, a difector of a Moscow children's |
theater program, concernea with the social rehébilitation of war
orphans, In part,‘the essay theorizes the practice of that
exisﬁing program. But it also §ropo§es that the ekperimental
practicé be generalized to .form the basis of the education
systam for children between the ages of four and fourteen.

Benjamin's program\%%g;sioﬁs the theater as the adequ?te frame
Vin which gérly polyféchnical education could occur. The proposed
theater is improvisational; performances are to be constructedv
from a careful observation, and technical re~interpreta£ion qf

the children's spontaneous gestures.

Benjamin divides his essay along self-consciously theatrical
lines: a prologue, a pattern of ténsion, a pattern of release.
But the allusion to a classical theatrical‘strudtgqe serve to
establish expectations which.are‘subverted'by the text.alﬁ thé
same fashion, the children's theater borrows its’framéggéom the

theater only in order to turn it upside down. The educational .
. I

, : v 2
part of the theater, for the children, comes during the perio&N\ '

of preparation. The performances themselves are, "incidental;

'Benjamin, 1979, p. 104. S ,“‘, -
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one could say thatwthey come about as an~oversight; alﬁost as a
practical joke of the ghildren who one day interrupt their |
studies in this way, studies which in principle ;re nevet
cqmpleted.“2 The performancé-is‘educationél for the adults and

-the theater director; for the children it is a pause, a recess.

- .
The keys to this educéfionalrenterprisezare'its reciprocity
between adults and children, and its political forthrightness.
Benjamin's prcgram everywhere disappoints the e#pectation that
education is sometliing that is done by adults ro children in

their (the children's) best interest,

The English t@anslatibn of the program'consumés a mere five
journal pages. }t}is not a téxt for those who complacently_f
believe that they qlready know how to read.’ﬁenjamin's own
description of arri&ing in Moscow éppliés, "The instant one
arrives, the childhood stagg,p&gins. On the thi;k sheet ice of
the streets, walking’has>;o be releérned.“3 Readiﬁg has to be
relearned on the sheet ice of Benjamin's prose. Cne does not |
march across it, briskly, confidé;tly, absent mindedly. There is
thus another sense in which the essay is a practical educational
text unlike any of the others-discusséd previously: it shatte;§
the complicit assumption that practicalltexts should be

immediately comprehensible to an adult of average reading

attention and motivation. This is not because of any arcane.

— . e e A e e o S ——— -

*Walter Benjamin, "Program for a Proletarian Children's
Theater,"” trans. Susan Buck-Morss, Performance 5 (March/April
1873), p. 28.

‘Benjamin, 1979, p. 179.
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jargon or obscure reference; The difficulty of the esséy resides
’in its profusion of unexpected images: the new generation is
heralded as "dangerous”, concern for educational method is
dismissed as "laziness", the responsible adult in the program is
to exercise no moral influence, and the culminating perfofmanceé
of the children's theater are to come about a/most as a —
practical joke. It sﬂould be stressed that this is no comical
sketch or mere exercise in outraging convéntional opinion. The

program outlines a lucid, concise and .profoundly ethical

educational enterprise, ‘ )

Instruction or Observation

In the improvisational method of the proletarian children's
theater, the child's gesture is carefully observed by the
director so that it can be developed into, "various forms of
expreséion, such as the production of theatrical props,
paintings, recitation, dance, and Improvisation ...".% Benjamin
associates the transience of life, childhocd and the gesture 1in
such a way that they contrast with the 'rubbish' ¢f "art
performances” and the 'residue' of childhood:

The aristocratic dilettantism which used to compel its’

puor pupils to aim for such "art performances” only

managed to f£ill their wardrobes and memories with

rubbish which they preserved with great piety so that

they might plague their own children with reminiscences

of their former youth.S$

By contrast children in the children's theater, "have fulfilled




L“\ -

——

their childhood in playing. They do not carry a residﬁevwith

them which later might inhibit unsentlmental activity due to

.

tearful chlldhood memories,"® Rubblsh residues, reminiscences,
and tearful memories--all these are things that endure beyond

their time and impinge dn the prerogatives of new life.
%

Benjamin reserves speclal vigor for his denunciation. of the
husks of stale lenguage, the "empty words", "mere phrases"
"mere figures of speech”, and "thousands of little words". This

staleness of ;anguage ls everywhere[%ssoc1ated with the

bourge0151e, who, with their pedagogzc 'methods’' continue,
"muddling along in the same direction"; whose theater 1is

"sociologically . . . an instrument of sensationalism", whose

—

theater director's educational work is "hasty, much-belated and
half-baked" and whose youth culture is a "hopeless compromise”
(One need only return to the teachers' manual and planning

manuals reviewed here in Chapters 4 and 5 to find a profusion of

a

examples of "empty words" and "mere figures of speech").

Benjamin's 1image of the bourgeoisieyis that of a corpse that
i

~

refuses to step aside and make room for the new generation,

N

ither is the bourgeéisie inherently evil nor the child

(D

inherently good. After all, the point of, "the thesis that the
child lives in his world as dictator,”’ is not to celebrate this
ictatorship, but to extinguish it by letting the child work out
nis/her egocentricicy in childhood. What Benjamin's bolemic is

r

*Benjamin, 1973, p. 32.
Benjamin, 1873, ©. 3C. )



against is the attitude of superiority assumed by the
bourgéoisie,‘their»pretense of knoﬁi;g better. At each
oppofﬁunity the bourgeoisie ‘iﬁstfucts‘ thé children. They
preseﬁt, "an idea to which he 1s educated."® They#de;and tbét,
"bourgeois educators put a ban on the children's theater".?® They

carry out, "the purely bourgecis experiment of influencing

children directly as a 'moral personage'",'©

In contrast the "Program for a Proletarian Children's
Theater" envisions a children's theater which carries out
educational work on the adults:

There is nc possible place for audience superiority in

the children's theater. Whoever has not become totally

dulled will very likely feel ashamed.''’ '

In the performance of the theater, "children stand on stage and
teach and educate their attentive educators™.'? Benjamin's
program replactes bourgeois insﬁruction with a threé part .
structure of 5bservation: the children observe "all life, in its
unlimited fulness"; the theater director observes the child's
spontaneous gestures in.order to, "bring them to beaf on the
material”; and the adult collective observes the moral instance

. ~ 5

cf the performance.

*Benjamin, 1973, . 28.

®Benjamin, 8973, p. 2%

‘“3endamin, 1873, ¢. 25.
3ernjanin, 1873, p. 3C.
f3enjamin ST, . 2.
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Danger:‘Childréﬁ‘n ' K
The proletarian children's theater is situated in an _
imminent future. Its main characters are already potentially
.present in contemporary society. They are the new generation,
the revoluticnary working class and the theater director. The
1oca£i0n, the theater, is a self-consciously literary image for

the entire world: "only on the stage does all life, in its
unlimited fullness, appear framed and as a circumscribed
area...".'?® The first line introduces the action-.at precisely _
g ;. . ‘

the moment of max{mum tension,

Every'proletarian'movement, once it breaks away from the

pattern of parliamentary discussion, sees the power of

the new generation, among the many forees which it

suddenly faces unpreeared, as the strongest, yet also

the most dangerous.' :
The suddenness, unpreparedness of the confrontation establishes
the act of facing as a movement. That is to say that here
'faces' must be read as 'turns to face'. Benjamin choreographs'
this first line as'a’cazastrdphe, as a choral turning of the

revolutionary class which marks and announces the crisis of the

plot.

Consider the juxtaposition of 'proletarian' and 'children':
in the title, 'proleéarian' appears as an adjective modifying
children, yet, (suddenly) in the first line of the program,
proietarians and children are brought together in a dangerous

ccnfirontation--a powerful force opposing a movement which is
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breaking away. It hélps to recall here that pro/e‘iS létintfor
dhild, and that etymologiéally, érolelarian fefers to the class
in society‘whdse members' only property is their children.
Underl}ing the struégle between classes is the patriarchal
relations between generations, which Benjamiﬁ insists must be

faced at once in the revolutionary period.

The theme of danger is developed alsc in connection with the
bourgeoisie'é attitude toward‘children's theater, "There is
.nothing which the bourgeoisie considers so dangerous‘for
children as the theater."’s_Beﬁjbmin puts the bourgecisie in the
same position of confrontation that was occupied in the first -
sentence by the proletariat. But he characterizes their respéhse
as demanding a ban on children's theater. Agaih(.the image of-
dangér appears in connection with fantasy,»"ft is the task of
the director to rescue the children's signals out of thé ‘ -
dangerous magic-realm of fantasy."'® As:.well, danger 1is implied
in the children's relations tb one anotier, "realityband play
for children are so fused together that it is possible for ~
pretended sufferings to become genuine, and for pretended

beatings to turn into real ones."'’

Benjamin does not construct his program around the theme of
danger simply to add gratuitous sensation. The danger Benjamin

refers to is neither neurotic nor entertaining, it is, guite

'*Benjamin, 1973. p. 29. ' "
‘$Benjamin, 1973, p. 30.

'"Benjamin, 1973, p. 29.



gnsentimentally, mortal danger. The last sentence in the
%ection, "The Pattern of Tension"; declares the equation:
"Theater as mortél art is childfén's art."'® Benjamin Hereftakes
‘ seribusly the image‘of death és:a éymbol of resurrection ahd*new
life. Childhood is'understooa és a fleetiﬁg aspect of the berson
that dies; like the gesture, inyorder to maké room for the

S

unsentimental activity of the adult. Agt, that is, techne,
pféctical knowledge,‘retai;s this same aspect of mortality.
Knowledge for Benjamin is not something which is passed down
from:the adults in "empty phrases™, "methods" or
"reminiscences". Khowledge must be born fresh with each new
generation——eéen?in their interpretation of the traditional
texts\gf knowlédge. In theater, the gesture symbolizes this
fused image of death and rebirth.

\

An Exact Connection to Great Theater

The section on "The Pattérn of Tehsion" begins wbip the
contenﬁious claim that,” "We shall leave aside the question of
whether or not the childrén's the;ter . . . has an exact
connection to greét theater at the high points of its
history."'? Benjamin does not, in fact, %eave the question aside
but weaves it inside the form of his essay. That is to say,

instead of presenting a point by point discussion of that

connection, he demonstrates by the form of his essay, both his

'8Benjamin, 1973, p. 31.

'*Benjamin, 1973, p. 29.
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acute understanding of classical forms and his détermfhationrte—
innsvate and improvise on.those forms. The thordugh o
dramaturgicality of Benjamin's essay is indicated at the first
line, infthg dramafic conffontation between the proletarian
movement and the new generation. The image that he creates of
history is as theatrical as his image of generational tensions,
"the first act of the-Bolsheviks was to réise the red flag."?°
This expression exceeds the convention of simply pontra§{ngb
history as a dréma. What Beni;min seémé to be saying here is
that what counts as history is precisely its spectacular public’

performance. 'The first act' of the Bolsheviks is literally Act

One. ' s

- Aside from leaving the guestion of the conhection to great
theater aside, Benjémin does take up the guestion. He repudiates
bourgeoisrthéater, "we must establish‘wifh absolute decisiyeness
that the children's theater has nothing in common with that of
the present-day bourgecisie."?' And, he directly compares the
performance of the proletarian children's theater with the
ancient cult Carnival, -

The performance is the great creative pause in the
educational enterprise. It is in the realm of children

what Carnival was to the ancient cults. Everything-is
turned upside down...?%? _ qgﬁ

Just as the essay opened with an image at the moment of

maximum crisis, it closes after the performance has ended. The

L

2°Benjamin, 1973, p. 20.
¢'Benjamin, 1973, p. 3.

2ZBenjamin, 1973, p. 32.



.audience, the working class collective, leaves the performance
in a state of heightened tensiﬁn. The penultimate iine contrasts
the proletarian children's theater with the "propaganda of'ideas
that‘here and there excites actioms which cannot be consumated,
and which are dismissed at the theater exit in the first sober
moment of reflectio-n."‘23 For the proleférian children's theater,
however, "What is truly revolutionéri in effect is the secret
signal of what will come to be, which speaks from the gesture of
children."?% This fleeting gesture speaks of a world no longer
inhabited by the present géneration of adults. The purpose\%f
the prolétarian children's theater is not to.instruct ihe
children in the 'superior' ways of the adults but to amplify the

power ("a weak Messianic power") of the children, and to project

this moral instance before the adults.

Conclusion

The emplotment of the "Program fér a Proletarian Children's
Theater" cannot bé as easily categorized as those of the
preceeding texts. B;Bjamin has strategically placed his
narrative in a tragic frame, but he has subverted that frame's
cl;ssical sequence. The hero of this narrative is also
indeterminable as perspective shiﬁﬁ?’fnom proletariat to tkgater
director to children with no superiority granted to ;gy one.

Benjamin's image of time has been called 'Messianic', that term

:3Benjamin, 1973, p. 32

‘*Benjamin, 1973, p. 32.
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might well describe the time of the children's theater. Such a
Messianic time is neither an escape from everyday time nor an
acquiescence to it. It is a redemption of each moment of time

for lived experience.

It has been noted .that the mode of argument, in terms of
Pépper's world hypotheses,vhaé been consonant with the
emplotment of the prévious texts‘considered. That is, thé
Formist argument of the teachers' manual 'agrees with'vits
emplotment as a Romance; the planning manuals' Organicism’
'agrees with' its emplotment‘as a‘comedy; and Willis' and
Heath's Contextualism agrees with their Ironic emplotment. It
would not be pos#ible to contain Benjamin's argument into any
oné of Pepper's modes. Benjamin's central concept of the mimetic
gesture encompaéses, mimes all of the other ways of deploying én
argumént; Benjamih’proceeds in_ a Formist manner under the theme
of danger, content to demarcate the varieties of dangers
posed--and respbnses tendered--by the children, their fantasies,
the proletarian class, the bourgeoisie and the theater director.
The theatrical‘framé itself posits an Organicist ultimate goal:
that of representing "all life in its unlimited fullness" within
a circumscribed area. Benjamin's persistent odd juxtapositions
of unexpected courses of‘events-—thé$practical‘jokesg'and the
‘ performances which aretincidental-~m;rk the contextualist, or
more exactly, decontextgalist phase of his argument. Finally,}
the mechanistic phase is represented by the analytical .

- distribution, into‘Séparate technical  sections, of the task of

transposing the child's gestures, and of tReé subseguent
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synthesis, in performance, of the re-worked gestures. .

Benjamin's Soﬁialist/Communist ideological position, at
least, would seem secured by the suddenness of the change that .
s portrayed in the program, and by his partisan terminology.

- But, again, the certainty of ideologiéal implication is fﬁrmally
subverted in Beﬁjamin's essay. While he b;gins the essay with &

considerapion of ﬁow the_party p}ogram canvbeqpmé tﬁé basis for

future action, inciudiﬁg education, he ends it with an image of

the radicalizing and activating effect of the child's gestufe.

y

Benjamin is ﬁot conteht to assume én imminent utopia, instead he
evokes a more érofound crisis that must inevitably be uncovered
by the proletarian gevolution. This deeper crisis must be -
considered theolbgical réthef than ideological; its concerns are

‘explicitly the aporias of existence: the confrontation with

mortality, the ordering of the relationship between generations,

A\

~

~the tragscendent 'covenant' of the human collectivity.

'Ih“éonfrast to the prescriptive practical texts considered
‘ea:lier, Benjamin's "Program for a Proletarian Children's
Theater” does not profess to solve the aporias of existénce by
resort to comfortingly finished emplotments, arguments or
ideologies. Benjémin's program presents practice as ineluctably

rent by the discordance of temporal experience.



CHAPTER VIII
CONCLUSION

The practicel‘texts considered here were presented in four
groupings: (1) a teachers' manual, (2) seven planning manuals,
(3) two ethnographles, and (4) a program for a proletarian

‘children's theater. The flrst two groups of texts may be sa1d to
" be standardizing in their %ntentlon toward practiem; the latter

two groups are aimed at diversifyfng ptactice,'basing it on_the

private meanings of the childrenrthemselves. Narrative analysis

of the texts indicates that the‘stahdardizing practical texts

tend to be emplotted in arehaic, finished forms. The school

building ﬁlannlng manuals were most extreme 1in thlS regard,

memorializing the 1950"s American status quo by linking it to an

eplc national past. The teachers' manual placed 'research' on a
remote level, prior and superior to both the teacher and the_
students.'The manual established the ritual conditions for the
teacher to part1c1pate occa51onally in the elevated practice of
"esearch and thus authorized the teacher's relative superiority

to the studehts.

-

In the ethnographfc texts, the ethnographer/narrator entered
into the netherworld of éeveryday life.kThe contemporaneousness
of the settings, complexity of characterization and' |
representation of dialogue established the ethnogréphies as
novelistic, Walter Benjemin's "Program for a Proletarian
Children's Theater” established its own, ‘'Messianic', time

3

through a calculated disruption of modes of emplotment, argument
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and ideology. While thejébnbentional practical texts evade
everyday experience, and the ethnographies enshrihe it, .

~Benjamin's program offegg a critique of, thtat experience which is

at the same time a glimpse of redemption.

White's suggestion that there are affinities between
particular modes of emplotment, argument and ideological

implication was confirmed in. the case of the conventional w
practical texts studied here. This could be qn‘indiéétoruofi ”

" homogeneity of publics for each type of book. The consonance
between modes of emplotment and argument noted here raisé; the -~
question of whether there is a_predisposition.of préééiticners
in a particular occupation towards some modes df arqumeng in
preferénce to others. This could have implications for-
theoretical interventions that come from another occupationai
group. For example, administrators might tend to dismiss
suggestioné for change ti.t come from teachers as 'romantic’'.
The tendeng, for.cénsonance within the conventional'texts‘might
also explain why a text like Benjamiﬁ's, or even Heath's or
Willis' ethnographies, might be viewed by practitioners as

h

"impractical'.

¥

Paul Ricoeur's discussion of the relationship between

narrative configuration and temporal experience highlights the

importance of narrative images of time to our capacity to make
sense of actions in the world. One might guestion whether the

standardizing practical texts could place limits on the

development of that capacity to make sense of the world. It
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could be argued that precisely these limitations of the texts

are what gains them wide acceptance as 'practical' texts.

In a review of Ricoeur's Time and Narrative, Gary Comstock
warned agalnst misreading that book as pr1v1leglng the "healing
ylrtues of narrative over the wounding powers of hlstory."
Comsteck‘raises the guestion of what happens when a historical
epoch loses "the capa;ity tovexchange experience via narrative."
His reflections on this possibility‘are apocalyptic. Possibly
this narrative capacity- might be lost, or might have already
beea lost, through tﬁe standardfzation_and routinization of
discourse genres.‘The limited investigation carried out here
points to such a routinization of genres at the official school

Y

level. v o . “ ‘ ‘ ot

Ea
i e
s

The limited scope of the present investigation leaves
unresolved the gquestion of todwhat extent the high degree(of
consonance found between plots, arguments ana ideological
implication can be generalized for practical texts in education]

The study ‘of schooiwbuilding planning manuals suggests that

there are generic characterlstlcs that predominate among texts

o

for that glven area of practice. Further investigation would be
needed to establish whether, for example, teachers' guides might
be generally characterized as Formist in'ar§Ument or Romaqtic in
emplotment. The implication, following Ricoeur's-suggestion ofl
the text as a model for action, ofranalogies between the generic

emplotments of practical texts and practitioners' 'emplotments'

'Gary Comstock, "Review of Time and Narrative," Quarterly
Journal of Speech 71, 3 (August, 1985), 373-375, '
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of their practical tasks remains to be examined. Also indicated,
would be an investigation of how the various generic practices

might be articulated together‘in a practical institution.

One.of the major problems with conducting a narrative
critiéal aﬁalysis comes from the activity's paftiqipation in the
kind of activity it is analyzing. The 'gésults' are Qritten up
at the end of the study--to this extent they are always being
evaluated, deliberately or not, on the basis of how well they‘
fit a particular kind of story. The quesfion arises: "how does

the narrative critic emplot his/her narrative critique?"

P
o

P . gy
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