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THE CITY UNIVERSITY OF NEW YORK

ABSTRACT

TRANSFORMING LIBERAL EDUCATION THROUGH THE IMAGINATON:
CRITICAL-CREATIVE THINKING IN HIGHER EDUCATION CURRCULUM AND

PEDAGOGY

By

Karla Odenwald

Advisor: Professor Philip M. Anderson

Taking the work of Maxine Greene and Elliot Eisner as a pointlegfarture, this
dissertation will argue that the general education collegecalum today needs to be
seriously re-examined and re-evaluated if we are to provide ssudéhtthe education
they need. Students require a curriculum which gives more weigtitet@rts and
humanities, one that will recognize, expand, and develop the cogmhilesophical,
and ethical dimensions of learning. The argument will be madthé implementation
of a transformative model of education for th& 2&ntury, one that will recognize young
people as multi-dimensional human beings, who can and need to developnoudti-
sensibilities through the releasing of both their intellect araination as they strive

towards a more fulfilling life and a more just world.



It will be argued that the general education curriculum should woékable students to
think both rationally and aesthetically, leading to a more congm®ve education. It is
proposed to achieve this end through the introduction of a new, mergedfftrmking,
critical-creative thinking. The argument will be made thas thipe of thinking can be
cultivated both through the inclusion of more arts and humanitiesseoun the
curriculum as well as through the implementation of teachindgpadstconducive to the

development of critical-creative thinking.
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CHAPTER ONE

THE IMPORTANCE OF A LIBERAL EDUCATION

Justification

A crisis exists in higher education today. The current scem®minated by a
social efficiency model that necessarily leads to a reduofitime knowledge base, and a
fragmented, incomplete learning experience for college studentss sltuation is
especially apparent in the general education requirements of the first tgmf/eallege,
traditionally considered a period of intellectual exploration foung people, and
normally centered on the liberal arts. But the liberal arts losing more and more
ground in the American university as colleges move towards requituderds to
specialize increasingly earlier in their college caseereputably so as not to waste their
time and money. Various private foundations, such as the Bill and Mebades
Foundation, have promoted the reduction of time spent in school, and additional
connections with the world of “work”. As Ernest Boyer (1987) has rolsle general
education has become the “neglected stepchild” of undergraduate education.

In “The University in Ruins,” (1997) Bill Readings paints a distezang picture
of the new “university of excellence” — a techno-bureauctagicemoth, a corporation
driven by market forces in which there is acute interest intpimit little in thought.
Indeed, the discourse of excellence, goals, accountability, andl gloimpetitiveness
hails from the business world. The Spellings Commission report on educatioedeteas
2006 currently identifies higher education as an area in crisisvanas us that other

countries are “catching up” to us. Echoing NCLB (2001), the repges the US school



and political authorities to strive for excellence and world-ctasslity in the face of
increasing economic and technological competition. “A Nation &k’R(1983),
produced by the Commission on Excellence chartered by the mReaainistration,
uses the metaphor of war to underline the seriousness of our preseatiogdilic
“mediocrity” and voices the concerns not only of the leaders of bssibas also of the
military. Education in the United States, it seems, has beconssuge not only of global
competitiveness, but of national security, and our first line tdnde is the striving for
“excellence,” as we take our position in the high-stakes ragehich many schools and
universities have decided to participate. There is increasimgeen from some quarters
that American education, in fact Americans’ very ability honk and how much they
know, is degenerating both in comparison to previous generations of Amegioarie
people from other nations. Such concerns are expressed most notobpuslian
Bloom who writes about “education emptied of its content” in “The i6tp®f the
American Mind” (1987), or in the writings of E.D. Hirsch (1987),hnliis preoccupation

about Americans’ lack of cultural literacy, i.e., their eroding knowledge.bas

The Global Race

“A Nation at Risk” (1983) starts out by claiming that its canas for every last
man, woman, and child in the nation regardless of class, race, or Satis to have
equal opportunity to develop their talents. It claims the twinsgokkequity and high-
guality schooling can simultaneously be met. It warns that thgedaf meeting only
one or the other is either a general mediocrity or an undemodmsice It argues for a

learning society in which people will be willing to train andraet for the duration of



their working lives. It also emphasizes the importance of kgepime particularly
American ideal alive: the belief in the American dream that supernitorpgeance leads to
social mobility.

The report emphasizes the importance of the United States’ witimenglobal
race. It warns that “what was unimaginable a generatiomagtegun to occur — others
are matching and surpassing our educational attainments” (Natmmamission on
Excellence, p.1). To this end it is imperative that the focus hoads be on math,
science, and technology — the humanities are merely mentioned ingpa3$e most
important subjects are determined to be math, English, historygov8rnment, science,
economics, business, and a foreign language. Knowledge and int@ligeceme raw
materials for international commerce. As the report states:

If only to keep and improve on the slim competitive edge werstdiin in world

markets, we must dedicate ourselves to the reform of our educati@tain for

the benefit of all... learning is the indispensable investment esdjdiar success

in the ‘information age’ we are entering. 8.

Interestingly, the report does state that the average persgnisdaitter educated
than the average person a few decades back but that the same dued trae for the
average college graduate. The challenge then seems to beg foltistandards upon a
new demographic, and the solution has, unfortunately, been found ires sepunitive
measures, mainly economic, aimed at achieving the desiredsreasliwell as in a

proliferation of meaningless tests.



The Spellings Report

The Spellings Commission report, “A Test of Leadership” (2006) sderbe no
less than a direct descendant of “A Nation at Risk”, “NCLB” a&bdls 2000.”
Competition comes across as a primary agenda. The reports ctaah while not
everyone needs to go to college, everyone does need some kind otqrukdsg
education, as a basic form of individual economic security. Collegists the report, is
not the right place for students to waste taxpayer dollars gttgirmaster English and
math skills that they should have learned in high school.

The report argues for a series of accountability mechanismsake sure that
colleges and universities do their job. The report proposes that “stacleetvement,
which is inextricably connected to institutional success, mustdssured by institutions
on a ‘value-added’ basis that takes into account students’ acadeseline when
assessing their results” (Spellings, p. 4). It also recogtiee&eality” of a consumer-
driven environment in which all that matters is “results.” Therea call for a
combination of high-quality instruction and improved efficiency throagprogram of
cost-cutting and productivity improvements. The report criticizes riae higher
education from the perspective of the business world, disparaging & “mature
enterprise,” one that is risk-averse, self-satisfied, and tpensive, one that has not
taken proper stake of the new knowledge economy we find ourselvasd has thus
stagnated as the rest of the world has moved on. Without the propsuresahe
Commission warns, colleges and universities will see their mahlkege reduced and will

become obsolete. The Commission criticizes institutions of highening as deficient



in graduation rates, learning outcomes, core literacy skills,eapdcially, institutional
cost management.

The Spellings Report argues for improved learning, especiallyl EMSareas:
science, technology, engineering, mathematics, as well asinedieaching, nursing,
biomedicine and other knowledge-intensive fields critical to global petitiveness,
national security, and economic prosperity. There is the glarmmhasis on world-class
education, meaning the kind of education that would ensure that U.S. streteats
ahead of their counterparts from other nations. The report warns that:

Today that world is becoming tougher, more competitive, lessvinggof wasted

resources and squandered opportunities. In tomorrow’s world a naticalth we

will derive from its capacity to educate, attract, and retaireas who are able to
work smarter and learn faster — making educational achieveawemt more

important both for individuals and for society writ large. (Spellings, p. ix)

There is a call to implement a series of performance bemkknvehich can
measure and improve productivity and efficiency. In the tradition diBY@xams such
as the “Collegiate Learning Assessment” have been dekigneneasure value-added.
This undermines the autonomy of departments and programs to set thestamdards
for what their graduates should know; in effect, it de-professig®lscholars and
educators, who have traditionally been the gatekeepers of tlspecteve academic
communities. If we are not disturbed enough by the situation in ppbhtary and
secondary schools, we can only imagine what college courses woul#ebwith

professors teaching to a standardized test. The problem, of cbeggrs in grade



school, where there is the “back to basics” move, an inevitable r@awaft learning,
together with the explosion in standardized testing. And now the gogetnis

proposing this same reductive model for colleges and universities.

Responses to Spellings
The Spellings Commission Report received some praise and support.

Chester E. Finn Jr., speaking for the neo-conservative positiahlyremgreed that
institutions of higher education need to act more like businesses or the whole wolintry
be adversely affected. “It won't be a sudden collapse. It vgllgradual erosion,
diminution, enervation, leading slowly but inexorably to exhaustion andoerégli for
the U.S. higher education enterprise and peril for the nation itd¢dftional Crosstalk,
2006, p. 4A). However he also expressed some reservations about et cbrthe
learning proposed by the Commission. In an article, “Not By GAé&kse,” Finn and
Diane Ravitch note their concern about the preponderance of STEBttsuafvocated
by the Spellings Commission, and the near exclusion of the liberal arts:

As with all education reforms, the STEM-winders mean well. Tieagon that

India and China will eat America’s lunch unless we boost our younglge

prowess in the STEM fields. But these enthusiasts don’t understanattat

makes Americans competitive on a shrinking, globalizing plandtasi’gunning

Asians at technical skills. Rather it's our people’s cregtivitersatility,

imagination, restlessness, energy, ambition and problem-solving prowHEss...

liberal arts make us ‘competitive’ in the ways that matter most. (p. 1)



Finn and Ravitch also observe that a focus on STEM areas and the mbveme
away from a liberal arts education risks widening the gap betwes haves and the
have-nots:

The well-to-do who understand the value of liberal learning makidertly ones

able to purchase it for their children. Top private schools arevastiburban

systems will stick with education broadly defined, as will etitdeges. Rich
kids will study philosophy and art, music and history, while their poerspé! in

bubbles on test sheets. The lucky few will spawn the next gemeddttycoons,
political leaders, inventors, authors, artists and entrepreneurs. le3fhiducky
masses will see narrower opportunities. Some will find no oppoesrati all,
which frustration will tempt them to prey upon the fortunate, who in till

retreat into gated communities, exclusive clubs, and private ridiskat’s,
thereby widening domestic rifts and worsening our prospectotmalscohesion

and civility. (p. 2)

“A Test of Leadership” was met by many more objections. Thé\Mititicized
that the Commission “makes virtually no mention of the humanities, tdesipeir
established central role in higher education” (2007, p. 1). It corrpailyts out that
many employers today are asking for their workers to showsealgcihose skills the
humanities foster — critical thinking, writing, and problem solvinglskiAlso missing,
stresses the MLA, are the social and moral dimensions of whariéan higher

education is supposed to represent. “The report ignores the humanites’ (helping)



citizens think more imaginatively, feel greater sympathy wttrers, and make sounder
moral judgments” (p. 2).

The Association of American Universities is disturbed by the Cission’s
pointed focus on business and the world of work. “The emphasis is arubssively
on measurable learning outcomes that lead to demonstrable worldkittse and
employment” (2006, p. 3). Missing is the mission of higher educati@ hasnanistic
undertaking. The AAU makes a call to the stakeholders of higheragolucto
understand that “higher education is about the education of citizeredlashe training
of workers” (p. 3).

Robert Atwell, former president of the American Council on Educatibsemwes
that the report does not respond to the problem of “mission cregpio(idl Crosstalk,
2006, p. 1A). Regional state universities want to become nationalchsaniversities,
and private colleges want to become research colleges. Thenmelsntless pursuit of
elitism which leaves behind countless numbers of students. Davide&flefdan, Dean
of the Curry School of Education at the University of Virginiagtests against higher
education as a business model. He criticizes “the reporéstkets focus on higher
education as a marketplace, with students as consumers, colleges \@rditigs as
producers, and the economic contribution that postsecondary education and training make
to society” (National Crosstalk, 2006, p. 2A). He calls the reparhg‘lon practicality
but short on vision” (p. 2A). He observes that the report “slightsntdmeeconomic,
social benefits that we used to associate with higher educatduading the cultivation
of ethical and aesthetic capabilities, preparation for civic socmd democratic

government, the development of character and understanding of otheegu(p. 2A).



Arthur Levine, president of the Woodrow Wilson National Fellowship Foumaasays
the report leaves many unanswered questions; there are too walsywgthout the
corresponding recommendations on how to reach them. “The report dixprehevhat

‘world class’ means, what knowledge universities should create unoxersities should
contribute to economic prosperity, how they should empower citizemgyairworkplace
skills should be taught in higher education” (National Crosstalk, 2006, p. Dayid

Warren, president of the National Association of Independent Colegkdniversities,
is concerned about the concept of measuring value-added. “We arenedntteat the
Commission’s rationale for outcomes information gives the impresisairit is possible
to compare one institution with all others. A drive for such corspas will inevitably

lead to the attempt to adopt a single test” (National Crass2fl06, p. 8A). This
sentiment is echoed by Ronald Crutcher, president of Wheaton Cotlegeuld be an

enormous mistake to measure each institution by the same glardsfResearch
universities, community colleges, public institutions and private limatalcolleges have
different missions and serve different populations”(Issues & Tran#sgher Education,

2006, p. 3).

Social Control

Both “A Nation at Risk” and The Spellings Report are clear gtesnof the type
of social control the government is trying to gain over studentsghrthe curriculum.
Those in power seem to want a well trained workforce wittméed ability to think,
which may easily be molded and manipulated - raw materialoalsevs are sometimes

called. The quest for these types of workers has led businesgestner with the
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schools, providing funds in exchange for the power to make decisions lfabeuhe
schools are run, and what and how the students are taught. The ¢dlin these
students into ideal future workers, the type that can be trained ftrrpea series of
limited tasks and paid as cheap labor, allowing businessegspmtkyrocket. Stanley
Aronowitz (1980) warns us that the hidden agenda of the present highatiedsystem
is to enslave whole generations of workers. In “Politics and Higldeication in the
1980’s” he paints a frightening picture of this control:
It encourages subordination of a conceptually illiterate populatioosey skills
extend to the technical plane. They are able to follow orders umelelirection
of managements that are responsive to bureaucracies and capitahablé to
critically examine public and private life, to determine how andtwhauld be

produced and by whom, to make the public choices that become policy. (p. 47)

Henry Giroux (1999), in “Vocationalizing Higher Education: Schooling and the
Politics of Corporate Culture,” echoes the sentiment. “Curricadeted after corporate
culture have been enormously successful in preparing students fokiled service
work in a society that has little to offer in the way of magful employment for the vast
majority of its graduates” (p. 154). People are still beingyha to believe that the
American Dream is available to all those who work hard. Howewan getting a
college degree today is no guarantee that a person will becafrieve himself and his
family into the middle class because there is a vast diferen what is meant by college
education today. “The trend of current education policy seeks to pergsatiat the

basics movement can solve the economic crisis for students siassumes that the
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problem of dead-end jobs, low income, and insecurity resides withntheidual”
(Aronowitz & Giroux, 1993, p. 64).

Some students are trained for power while others are taughbmoits and our
system of higher education helps to keep each in their respgtéives. One way of
perpetuating the status quo is to expose students at differaoesmoomic levels to

different types of knowledge. As Aronowitz and Giroux (1993) have observed:

The right of any high school graduate to attend postsecondary scegatsless
of his/her grades or test scores did not signify full democtetizaf higher
education... It did signify, though, a sharp rise in college enrollmants
vocational programs, particularly in community colleges, and whelesale
creation of an entirely new level of higher education, that is,steond-tier

public liberal arts college. (p. 15)

Those who go to Ilvy League schools are being prepared for positions
leadership in the society. Those who go to state schools will pnolsaibly remain in
middle class jobs. Those who go to city schools, and more spdgifecommunity
colleges, are being trained to take low paying service jobs, ktite room for
advancement, either professional or economic. This last group ofathwapital” is
being produced by our public schools in order to serve corporate tafesescifically by
exposing these students to a limited curriculum which mainly foauséssic skills, and
makes very little use of critical thinking. This curriculum ders&udents the opportunity
for a comprehensive education, seriously curtailing their opportufitressdvancement.
Thus even for those who make it through college, there is norgaarthat they will be

able to escape “the poverty zone” (Anyon, 2005). Our macroeconomicepolibbse
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regulating the minimum wage, job availability, and affordable housirakenit nearly
impossible for those at the bottom to climb out from under (Anyon, 200Bjs, o,
must be taken into account when thinking about an educational model which can
empower young people to break out of the molds which have been set fondhermly
while in school, but out in the world as workers, members of theimuoriies, and

citizens of their nation.

An Incomplete Education

One of the greatest challenges facing education today is thengierance of the
social efficiency theory. Colleges and universities in the dt& moving further away
from the ideal of a liberal arts and sciences curriculum, becaus not considered

socially efficient.

Education is too often thought of as simply the delivery of nektralvledge to
students. In this discourse, the fundamental role of schooling id stufilents
with the knowledge that is necessary to compete in today’s rapmdggng
world. To this is often added an additional caveat: do it as destigély and as

efficiently as possible. (Apple, 2001, pp. 5-6)

This model of education only serves to exacerbate present inegastischool
serves as an engine for social reproduction. Both neo-liberals andnservatives, in
Michael Apple’s view, are to blame. “The school curriculum has beaiwattleground,
stimulated in large part by neo-liberal complaints about ‘econdiyiazseless’
knowledge (and) neoconservative laments about the supposed loss of diseigliaek

of ‘real knowledge™ (pp. 198-199).
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Today, everything is measured. Students, as well as progranssyriaae out of
public institutions if they are not deemed to make economic seAselarge amounts of
corporate capital flow into universities, those areas of studydbat translate into
substantial profits get marginalized, under funded, or eliminatedn@witz & Giroux,

2000, p. 1). Unfortunately, in the current educational climate, the huegnitot to
mention aesthetics, are not usually deemed to make economic sense.

Many students today do not get the education they need, a comprehensive
education, one which would allow them to liberate their ability to emplogaritreative
thinking in their daily lives. Minority students, as well as those¢he lower socio-
economic classes, especially experience this sub par education.

By age 25-29, about every 34 of every 100 whites obtain bachelor’'s degrees,

compared to 17 of every 100 blacks and just 11 of every 100 Latinos. sJust a

dismaying, low-income high school graduates in the top quartile odastiized

tests attend college at the same rate as high-income dhgblgraduates in the

bottom quartile on the same tests. Only 36 percent of collegdiedidbw-

income students complete bachelor's degrees within eight and aydwat,

compared with 81 percent of high-income students. (Spellings, p.8)

A mixed population of students inhabits our urban college classroomsjatigpe
in the public colleges that more than 80% of students attend. S@mieniaigrant
students who are applying to college for the first time, mapédirst in their families to

go to the university, and are facing both academic and financial challenges.
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There is also the group of American born students, some radiaic,etnd
linguistic minorities who may experience similar restrictiofaving been accepted into
college, many are stuck in remedial reading, writing, and matise$ for as long as two
years. Oftentimes they use up their financial aid, taking aa#tingt remedial courses,
causing many to never graduate. “Some 40 percent of all colledenss end up taking
at least one remedial course” (Spellings, p.8). Many of teasee students are also
holding down at least a part-time job, and sometimes work fulliinseipport themselves
or their families. “Nearly 40 percent of today’s postsecondgndents are self-
supporting adults age 24 and up; almost half attend school parttione;than one-third
work fulltime; 27 percent have children themselves” (Spellings, p. 8).

For many of these students, the transition into college lifershhand ends in
failure because they do not have the support they need in order tecuttalping these
students to develop and demonstrate the critical thinking skills hsasvéhe content
knowledge necessary to succeed in school and later on at work deseiwes attention.
These young people are owed a real opportunity to develop their plotefifidnile
educators and policymakers have commendably focused on getting more stoidents
college, too little attention has been paid to helping them gradddte.result is that
unacceptable numbers of students fail to complete their studies at all”r{§pgtli 12).

Professors who teach remedial courses often complain about ftbierdy in
critical thinking skills and content knowledge shown by the studérey;claim that not
only do the students show a limited ability to reason, but theylsodaagely unaware of
the world outside their own personal experience. Unfortunatelyfaittethat these

students are placed in remedial skills courses in the firs¢ jplactically guarantees that
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they will not be able to develop or strengthen their crittbatking skills or content
knowledge in different areas, since students will spend most otitheitraining to pass
a series of tests, which, contrary to what they purport to do, @djirddb not measure
critical thinking skills.

Unfortunately the students who have the support they need to engage in
traditional type of university setting, the old ideal of four yedeglicated to learning
about themselves and the world around them without the pressures of wahk, &nd
other obligations is an ever shrinking minority, so the model of taditional student
and his needs, expectations, and possibilities can hardly serve in nedeqggate
decisions regarding the education of the vast remaining college population.

While many Americans still envision the typical undergraduatara 18-to0-22-

year-old with a recently acquired high school diploma attendingedassa four-

year institution, the facts are more complex. Of the nation'dyn&d million
undergraduates, more than four in ten attend two-year communitygesll

Nearly one-third are older than 24 years old. Forty percennanéiezl part-time.

(Spellings, p. vii)

We need to come up with viable options for today’s youths - options whach ar
not based on romantic notions of a previous time; but neither should we thkow
university to be redefined as job training for this vast mgjoind neglect their
intellectual, social and moral development by relegating treeaard humanities to an

inferior position so students can focus on more “useful” subjects.
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Despite many of our politicians’ slogans about justice and equal oppprttina
incisive observation which John Dewey (1916, 1933) made regarding classrd still
holds true today. He saw the division of work and play in our soagtye result of
unjust social conditions in the past, impoverishing the class of pedmpbse lives
revolved around labor, in order to free the higher class to pursued Idisure, or play -
of which the arts could make up a significant part. Thus the adenize an
accomplishment for the elite, and a classical education beconstatiess symbol,
something which enriches the lives of a select demographic ofyyeewple, by adding
sophistication and cosmopolitan polish. The non-elite are thought to have no use for such
accomplishments, and are supposedly better served by focusing on it®e b&lsus
when it comes to budget cuts in public education the arts are the first to go.

In addition, education is becoming big business. Private collegesompeting
for market share, trying to attract more money and the best studéxid now, to
exacerbate an already unjust situation, even the public schoolshaseng an elect
demographic; they, too, want a piece of the luxury market. Incghaspublic colleges
and universities are turning into two tier education systemse &ample is CUNY,
whose Master Plan 2004 — 2008 heralds its attempt to convert igelfiflagship
university to attract the best and brightest, with the Honors Goliéfgring a series of
perks which are not available to the rest of the student body. &mhakenore, colleges

and universities are pursuing the elite, and the non-elite are falling throughytbielev
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The Proposal

Our mission in colleges and universities in the twenty-firstuwgnghould be to
educate a diverse, multicultural urban population — a population distinffdyedit from
that which had access to the university one hundred years ago, an urbatigropdiich
clearly has different needs and expectations. This realitgdmith it both challenges
and opportunities which schools need to address.

Curricular transformation of higher education aiming to enrich abgnitive,
philosophical, and ethical dimensions of learning, a transformative |nobaelucation
for the 2% century, must provide college students with a truly comprehensivetiedyca
a comprehensive and synthetic ability to think both rationally and aestheticall

Colleges need to rethink the purpose of higher education today. Thetcohce
undergraduate education demands more than the mere acquisitionafalfdtearning,
or worse, straightforward practical training for the purpose ohfglaiemployment.
Otherwise, why not have the students simply attend trainingutest? Overemphasis on
vocationalism and job training, on careerism over and above everylsagis not
pedagogically sound, many times stunting growth and ignoring unrealizedigliotent

The first two years of college, and especially the freshman igethe best time to
educate students to the new type of learning proposed here, thel mergel of critical-
creative thinking, which should be especially implemented in thergleeducation core
curriculum. The best way to achieve this is by strengthetiiaghumanities and arts
component in the curriculum in order to truly offer students a likmtal education, as
opposed to having them engage in early training for a specific gragiagem they

plan to apply to. A set of core courses, with a strong focus oaradteumanities should
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be offered to all freshmen in each particular college, instedldeopopular distribution
requirements which confuses students with a complicated menu otéshand can
easily result in a haphazard general education.
Colleges and universities owe it to their students to give theoherent, rigorous
set of core requirements sufficient for becoming an educated pdtsesmot fair
to students... to give them a Lego set of courses and leave them tructingir

own contraption. (Bennet, 16 Foreword in Leef, 2003)

The distribution requirements approach can also result in the studérniéking
the requirements seriously, and merely getting them “out of thé seathey can focus
on their “real” university studies in their majors. Insteadhwitiberal arts and sciences
core curriculum, college students will engage multiple worldviewsltiple ways of
knowing, developing and strengthening different forms of literatlgey will, in effect,
become educated persons. “Becoming an educated person goes bewoadithion of
a technical skill. It requires an understanding of one’s pla¢keirworld — cultural as
well as natural — in pursuit of a productive and meaningful lifenfiet, 1 Foreword in
Leef, 2003). A core curriculum can meet this need.

It becomes imperative to challenge the traditional dichotomy ohenatical
thought as a subject for the active mind, and aesthetic thoughtsabject for the
receptive spirit, of Western logical thinking patterns as s$loimg to be valued, and
aesthetic thinking patterns as merely exotic, decorative, andtgtest Both rational and
aesthetic thinking require the student to be an active as well passive learner.

Aesthetic thinking in itself can be divided into receptive, passiwswé knowing and
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more engaged acts of making and constructing alternatives, melsnand ways of
resituating one’s relation to a world which has heretofore only Iseen as given.
Similarly, if one examines the critical thinking skills of the logicathematical type that
are taught in our schools and universities, it is also possible fevedifiate between a
passive and an active way of knowing. There is a distinction batwaentifying
patterns and producing them, between classifying parts within &whaonstructing a
whole from parts as an exercise posited by an instructor, andiegga this “same”
activity as an independent actor engaged in making sense of the avound him.
Passive and active thinking are determined by the level of engayj@md independence
demonstrated by the student, and not by the type of subjecstthainig thought about.
Certainly, asking students to use their critical thinking skdl€omplete cloze reading
exercises and other types of worksheets is not the same as thermgespond to a piece
of literature.

Further, students need to be prepared for the real world and oddlproblems
will not come neatly packaged under one form of reasoning or anothemayube
viewed in multiple ways, through different ways of knowing. Inehd this is the main
concern, that students should be exposed to an education which will ématleo
partake of different ways of knowing, strengthening their letélal capacity,
developing their moral sense, and enriching their lives. This @@yachieve through a
liberal arts and sciences education.

A liberal education is one which is intrinsically connected witk arts and
humanities and thus transforms students’ lives intellectually, hpsygically, and

socially so they can never quite look at the world in a commonsensyal Students are
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challenged to emerge from their protective shells, the comtstrai their all too familiar
contact with a narrow world consisting of self, family, friends, araterial everyday
culture:
Through the humanities we reflect on the fundamental question: Whatitdoes
mean to be human? The humanities offer clues but never a commgiera
They reveal how people have tried to make moral, spiritual, antkciteal sense
of a world in which irrationality, despair, loneliness, and deatlasui@nspicuous
as birth, friendship, hope, and reason. (Commission on the Humanities, 1980, p.

1)

In a liberal arts and sciences intellectual environment, studeatshallenged to
push the boundaries of their experience, and cross over into the boundatiesraf as
they expand their sensibilities, open themselves up to multiple pévgse and
temporarily inhabit worlds they have never before experiencedbefali education is a
broad education, an education which teaches students to savor learnisgpfvn sake,
to savor inquiry and debate as they explore possibilities and ex#émeindeliefs within
a community of their peers, on the stage of public discourse:

The humanities presume particular methods of expression and indamguage,

dialogue, reflection, imagination, and metaphor. In the humanitieaithe of

these activities of mind are not geometrical proof and quantitatessune, but
rather insight, perspective, critical understanding, discrinanatand creativity.

(Commission on the Humanities 1980, p. 2)
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A liberal education liberates, expands, and refines students’ intelleghaaities.
This education recognizes the importance of both rational thinking atetgeshinking,
as students learn to expand their awareness and manipulation ndikeds of mental
processes: some analytical, some based on sense impressionsn,jrduiimagination.
A liberal education enables students to partake of and participttan whe different
types of symbol systems, discursive as well as non-discur$ivis education upholds “a
pluralistic view of mind, recognizing many different and diserkcets of cognition,
acknowledging that people have different cognitive strengthscanttasting cognitive
styles” (Gardner, 1993, p. 6). Mathematics and science as svelite and music are
valuable and necessary for all young people, regardless of raoesitgt or socio-
economic status. “Education in our time should provide the basis for cathan
understanding of our several worlds — the physical world, the biologaréd, the world
of human beings, the world of human artifacts, and the world fali€éGardner, 1999,
p. 158). A liberal education prepares students for leadership arehship, for freedom
and responsibility (Greene, 1995). Our students are faced withilé W which politics
and the struggle among ideologies are paramount. Thus they mudtdeato choose
democracy through their actions and engagement with the commudityliberal

education is a comprehensive education.
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Methodology

Any discussion of the curriculum is rooted in a rich and variet] pagliscussion
of the current crisis must begin with a historical reviewhef place of the liberal arts in
the American curriculum.

Following an historical overview, the analysis of the currenti@ular crisis then
demands a close reading, an analysis, and synthesis of psychologitatal, and
philosophical writings of thinkers who have shown a strong interesiriicular issues,
in particular the approach known as the “ways of knowing.” It [geirative to examine
the tensions between those who support an “efficient” courseudy $ty focusing on
math, science, and technology in the pursuit of “excellence” and those who argareythat
model which marginalizes the arts and humanities is a reductdelrof education, and
shortchanges students by exposing them to an incomplete educationmhrat serve
them well when they go out into the world.

The work of educational theorists Maxine Greene and Elliot Eisvigr,a few
alterations and additions, provides an evocative model for the dirgemegal education
policy and practice. Greene and Eisner, the first a philosophertbadan artist, and
both educators for many years, both identify aesthetics, exesdpiifrough the arts and
the humanities, as essential for enabling students to deal witicr@asingly complex
world. Yet they do not limit aesthetic appreciation or actititythese particular
traditional domains, a telling point in itself since they provide ith an idea of the
aesthetic as an inherent part of our experience of the world, anchnotlde appendage

(or worse - a completely superfluous one).
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Following Dewey, Greene (1981, 1988, 1995, 2001), provides a strong
philosophical argument for the necessity of the arts and the huesamteducation by
emphasizing the importance of the aesthetic for democracy. reen&(1995) exposure
and engagement with the arts is an issue of social justictheties enables one to
release the imagination, allowing for alternative possibiliteesl encouraging empathy
with those who have been in one way or another marginalized. Sbeesiour current
technical-rational philosophy that makes a virtue out of economic preitjpct any
cost, that promotes “seeing the world small,” (1995). She emphas&lang aesthetic
education accessible to all through general education, so thathkegphitilieged and the
marginalized may partake of the same kind of learning. Haweévies not enough to
simply expose students to survey courses in the arts and humdaoitiefien in these
settings students are taught to be consumers, and not producers of knowledge (1981).

Eisner emphasizes the cognitive argument, rather than the philosopfibkal
main thrust of his criticism of education is that too often scha@sogerly concerned
with math, science, and simple “reading” to the detriment of iseaad humanities, and
have thus neglected other “ways of knowing” (1985). He claims rddsiced and
scientifically overloaded curriculum impoverishes students, reducingnialt to
experience the world. The current reductive model of education foolyses on
discursive modes of thought, as if non-discursive thought were aadantion in terms.

He also expresses worry that institutions of higher educationteelodk with suspicion
upon courses of study in which judgments, intuition, metaphor, and other non-
guantitative forms of logic might be important, thus neglectimgnt for the general

population of students, curtailing these students’ intellectual grof@899). He
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emphatically states that aesthetic thinking is, indeed, ratiotigityacand he highlights
the role of the senses in picking up qualitative information from nk@a@ment, which
he asserts leads to concept formation. Eisner sees the refingintlieatsenses as a form
of literacy, just as necessary to a person’s developmerigagstic or mathematical
literacy (2002). Eisner’s views are echoed by his disciple, Banone, (2000) whose
scholarly research focuses on the importance of aesthetidendamental to the
development of educational skills, and whose ethical concerns focusmaking
education and schooling more life-enhancing for youngsters of afi aod for the
culture at large” (p. 4).

Following the lead of Greene and Eisner, this dissertation siiina¢ sufficient
teaching of the liberal arts must contain training in aesthi@tiking in order for students
to obtain a meaningful education. But the aesthetic, by itsdlfdo no better job of
providing students with a good education than the “rational” by isalfdone so far. In
fact, sole dependence on either of these models will result iagenénted education.
The liberal arts should be accessed through both rational aheteegirms of thinking.

It is important to understand both these kinds of knowledge, rational as well as aesthetic
their nature, accomplishments, limits, and weight in the world. Td@opal is for a new
model of critical-creative thinking, a merging of the rationmal ¢he aesthetic based on a

comprehensive view of the human mind, a mind open to multimodal sensibility.
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Humanities & Science - The Liberal Arts Debate

In the 1950's C.P. Snow made a call for a comprehensive view of mihd i
essay, “The Two Cultures,” in which he argued that knowledge hednige overly
differentiated and specialized. He decried the fact that ésom we have set ourselves
the task of producing a tiny elite... educated in one academit @ab9, p. 19). This,
in his view, could never constitute a good education. Consequently, hed;laimede
chasm had opened between the “scientists” and the “humanists” aedtsandime the
two groups cannot communicate with one another. Snow tells us thaarthépth to
blame. Regarding the scientists’ attitude towards the humanities he writes:

It isn’t that they lack the interests. It is much more thatwhole literature of the

traditional culture doesn’t seem to them relevant to those irgerdstey are, of

course, dead wrong. As a result, their imaginative understandiagsighan it

could be. They are self-impoverished. (p. 13)

Snow argues that this lack of exposure to and understanding of the hesnaas
been detrimental to a richer development of the sciences. Hqwevealso takes the
humanists to task for their narrow view of culture:

But what about the other side? They are impoverished too — pert@pes m

seriously, because they are vainer about it. They still bkprétend that the

traditional culture is the whole of “culture” as though the natardér didn’t
exist... as though the scientific edifice of the physicallevavas not, in its
intellectual depth, complexity and articulation, the most beautifdlvaonderful

collective work of the mind of man.... Itis as though, over an immeasge of
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intellectual experience, a whole group was tone-deaf. Exceptthisatone-
deafness doesn’t come by nature, but by training, or rather thecabsietraining.

(1959, pp. 13 - 14)

Snow would argue that science and aesthetics are not mutualysiez.
Education should not be a matter of either/or. He would argue thabéhal arts and
sciences are essential to any educational endeavor, evemételly each person follows
his own inclinations when specializing. The neglect of a stromgrgé education in
favor of specialization leads to an impoverished education for déreTneeds to be a
merging of the “two cultures” if education is to make any sense. He tells us

There seems to be no place where the cultures meet. | am mptgevaste time

saying that this is a pity. It is much worse than that... dlashing point of two

subjects, two disciplines, two cultures — of two galaxies so far as that goeht
to produce creative chances. The chances are there now. Batdhay it were,
in a vacuum, because those in the two cultures can’t talk to each dthesr

bizarre how very little of 2D century science has been assimilated int8 20

century art. (1959, p. 16)

This divide which Snow wrote about has a history going back to thierénc
Greeks and Romans, a subject Bruce Kimball (1986) has written abdus ibook,
“Orators and Philosophers.” In this historical account Kimbalkesabe debate between
different conceptions of liberal education, the battle between dabaad rhetoric, back

to ancient Greece:
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Plato had moved reluctantly from according scarcely any valu@etoric in

“Gorgias” toward admitting in “Phaedrus” that it might be anvastthy of study.
But it still stood far below the speculative heights of dialectibis estimation...
In this fashion, rhetoric becomes an imprecise, utilitarian, amdcted adjunct to
the more penetrating investigation of larger and overarching questiona@pleri
pursued through dialectic or logic... The sophists and orators, onhiehznd,
reversed the relationship. They regarded rhetoric as the suprertiee art that
settles the great and important questions of deliberative andajudgsemblies
and relies on logic and dialectic merely for the skeletahéraf its argument.

(Kimball, p. 26).

Kimball calls the tradition of the orators thetes liberalsideal and the tradition
of the philosophers the liberal-free ideal. In the former, theigdal train citizens who
are “thoroughly virtuous and universally competent” (p. 37) to leadetsoci These
citizens have learned the prescribed values and standards through kyeoafladbody of
classical texts which transmit these values to the youregegrgtion. In the liberal-free
ideal, on the other hand, there is an emphasis on freedom from “agbriciires and
standards” (p. 119). Man’s intellect and the power of rationaby above any tradition
handed down through the generations. Skepticism becomes the new normheBgpot
are seen as always subject to challenge and criticidmereTis a new tendency towards
tolerance and egalitarianism.

Another important historical example of the debate between the @piicsl and

oratorical traditions of liberal education took place in the lateteenth century between
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the English thinkers, Thomas Huxley and Mathew Arnold. In “Sciemae Culture,”
Huxley (1880), as Snow would in a later century, takes issue withhtinganists’
pretension that they have a monopoly on culture:
After having learnt all that Greek, Roman, and Eastern antigaite thought and
said, and all that modern literatures have to tell us, it is riibéwdent that we
have laid a sufficiently broad and deep foundation for that emi@f life, which

constitutes culture. (p. 5).

Classical education, for Huxley, is uniquely fitted to those who daltote their
lives to the humanities. It is neither for scientists, notHose involved in the “business
of life” (p. 10).

Neither the discipline nor the subject-matter of classicatathn is of such

direct value to the student of physical science as to justdyependiture of

valuable time upon either... For the purpose of attaining real culture,
exclusively scientific education is at least as effecasahn exclusively literary

education. (p 4)

However, Huxley does not altogether reject the humanities. Hmp@acthat a
balance in education is necessary:

| am the last person to question the importance of genuine Yitedacation, or to

suppose that intellectual culture can be complete without it. Afusxely

scientific training will bring about a mental twist as suraly an exclusively

literary training. (p. 10)
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In “Literature and Science” Arnold (1882) argues for the pre-emipesition of

the humanities in liberal arts education, and makes the observatidrutday is taking

an artificially narrow view of the humanities:
What Professor Huxley says, implies just the reproach whisb wften brought
against the study dielles lettresas they are called: that the study is an elegant
one, but slight and ineffectual; a smattering of Greek and Latich other
ornamental things, of little use for any one whose object getat truth. (But)
to know lItalianbelles lettresis not to know lItaly, and to know Englidselles
lettresis not to know England. Into knowing Italy and England there comes a
great deal more, Galileo and Newton amongst it. The reproachimj be
superficial humanism... may attach rightly enough to some other dmspbut
to the particular discipline recommended when | proposed knowing théhbéest
has been thought and said in the world, it does not apply. In the daEsaihly
include what in modern times has been thought and said by theobssaters

and knowers of nature. (pp. 4-5)

For Arnold the humanities encompass much more than the natural sceeces
will; he calls the latter “instrument- knowledges,” the provincemécialists, and admits
that while they are useful, they have limited importance inith®f man. “They may be
disciplines in themselves wherein it is useful to everyone to $@we schooling. But it
is inconceivable that the generality of men should pass all tietal life with Greek

accents or with formal logic” (p. 8). The humanities, on the othed,hare intertwined
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with our “sense for beauty” and “sense for conduct,” in short, withdeuelopment in
the aesthetic and moral realms.

The debate continues today; many players in higher education havdlyrece
released their own visions of what a liberal arts educationlentém a 2006 article,
“Liberal Arts, Deliberation, and Democracy,” Phi Beta Kappéreks the purpose of a
liberal education as developing a “culture of deliberation.” Thiscrdy be achieved by
moving away from “a concentration on specialized, technical knowl@sgethe neglect
of general and comparative skills of understanding” (p. 2). Phi Bappdpaints a stark
picture of what failing to cultivate this culture of deliberation can lead to:

Without the skills of deliberation we will be incapable of knowivtyywe believe

something. We lose our intellectual independence and becomenepdieal

primitives who justify our beliefs by pointing to the authoritwso told us so.

Without deliberation, our vulnerability to manipulation is frightening. (p. 2)

The AAC&U has released a series of reports on the libets] as well as a
general report on the state of higher education titled, “Gréxigectations’(2002). The
panel's college of the 21century defines liberal education as one which will “help
college students become intentional learners who can adapt to new emvitenm
integrate knowledge from different sources, and continue learmiogghout their lives”
(p. xi). These learners should become “empowered through the mesiatgllectual
and practical skills, informed by knowledge about the natural and swowias and about
forms of inquiry basic to these studies, and responsible for thmsiond actions and for

civic values” (p. xi). There is no mention of the aesthetic comparfeeducation. The
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AAC&U also enlarges the definition of liberal education to encompag®ater number
of studies. It insists that professional education be approachébees education
“because it develops just those capacities needed by every thiadlint: analytical
skills, effective communication, practical intelligence, ethipalgment and social
responsibility” (p. 26).

The question of what a liberal education signifies is an importanttaatesy,
around which many debates are currently brewing. The content atimbds of this
education are being reexamined in the light of concerns about knowdedgearning,
morals and society, and business and politics. But these subjedis wéated in a later

section of this dissertation.

A Short History of Liberal Arts in American Universities

The Europe that so many fled from when coming to America avdsghly
stratified society in which social mobility was very difficult. Arigtaiic families or their
descendants held the reigns of political, social, and economic power. grahd
universities were to a great extent places where well bornpsmsed a few years of their
youth, while preparing for inherited positions of power and prestigee dithnot go to
the university to make it. Higher education was not an enginecdi@al mobility. O.
Meredith Wilson in “The Dilemmas of Humanistic Education in theitéd States”
(1964) reminds us, “Free men were men of substance and status to ddnatios was
not important as a means to livelihood, or as a key to office. \Webetendowments

they were born...” (p. 102).
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Those who fled this world and became Americans were, for the paostnot
from the higher European social classes. These new Ameriemagpeople who wanted
to make it on their own, who wanted opportunities commensurate with riagve
intelligence, the work they were willing to do, and the risks thesewvilling to take, not
with privileges which had been passed down through the generationsa ctantry
where all men are created equal, no man is born to a station; hevmusand hold it
through his natural talents. There is planted, therefore, the ideaatfiral aristocracy,
which Jefferson identified as an aristocracy of talents” (p. 108Bjs was a group with
democratic tendencies, which prized freedom, equality, and opportunityl faand
which saw in education an opportunity for advancement. “Merit (alplits hard work)
was always meant to replace the inherited privilege oDideWorld as the route to the
top in America” (Maidment, “America, the New Class-Socie®0Q07, p. 1). However,
the European heritage still remained, particularly in the schools.

A vivid picture of higher education as a sort of “finishing school fartigenen

can be seen in “The Education of Henry Adams (1918/1999),” an autobiogtaphica

account of the life of this son of a diplomat and the grandson andgyesstson of two

American presidents, in which he gives us a candid account of the workings afrlis w
The next regular step was Harvard College. He was moregthdrnto go. For
generation after generation, Adamses and Brookses and Boylstbridoshams
had gone to Harvard College, and although none of them, as far as, Kmaav
ever done any good there, or thought himself the better for it, cushoral ses,

convenience, and, above all, economy, kept each generation in the track.

Any

other education would have required a serious effort, but no one took Harvard
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College seriously. All went there because their friends went there, aodllidge

was their ideal of social self-respect. (p. 50).

And America continued looking to Europe for its culture, philosophy, and
education — a liberal arts heritage that went back hundreds &f waar would not easily
be discarded, even as the new settlement, and subsequent new countigdstoucgyve
out its own identity. The European presence in higher educationdcarrieln his book,
“Curriculum: A History of the American Undergraduate Course oid{tsince 1636”
(1981), Frederick Rudolph writes:
Because they were colleges, the tools for fulfilling theippsaes were the liberal
arts and sciences, that whole, inherited, vital body of learnindhétht life and
purpose of its own. Whether they liked it or not, the colonial collegas
burdened with perpetuating “the learning and culture of Europe...” The
traditional course of study had been institutionalized by the midfli¢he
thirteenth century in a dozen or so European universities, wherbeha brts as
organized and propounded in ancient Greece were regarded as the sum of all

learning. (pp. 28- 29)

In medieval times, approximately between the fifth and thirkeeanturies, the
seven liberal arts comprised two groups of studies. The triviumstedsof grammar,
dialectic, and rhetoric. The quadrivium consisted of arithmetic, angsiometry, and
astronomy. Then from the 1300’s to the early 1600’s the liberaggpesrienced another

shift:
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The Renaissance intruded into universities that had been narrovgusliin
orientation a concern with humanistic ideals of classical sdiop A
broadened view of letters and language, knowledge appropriateresgonsible
use of leisure, and an interest in Greece and the Greeks befgrielt into Latin
translation entered into the university course of study. What desh a
curriculum for theologians now carried the burden of training a gowgrclass of

gentlemen and men of action. (Rudolph 1981, p. 30)

Then in the 1700’s, with the advent of the Enlightenment, the scieneesimgr
importance and the definition of the liberal arts was corresporydaxglanded to include
these. In America the Enlightenment “prompted a suspicion of autlamdtyradition, as
well as attacks on the gentlemanly virtues and classical eolu¢hat conveyed them...
Equality, liberty, learning, progress, experimentation, and scipoe associated in the
minds of the revolutionary leaders” (Kimball, p. 141).

There was a looking back to philosophy for guidance in the educaticera.
Thinkers such as Kant, Locke, Hume, and Rousseau played an importamnt th&e
development of American theories of education.

American education inherits Immanuel Kant’'s focus on rationglitgpccupation
for morality, and great respect for learning. In his book, “On Educaf1803/1960),
taken from the study notes of his student, Theodore Rink, Kant givegiedwu@osition
of honor. “Man can only become man by education. He is merely Wwheagon makes
of him” (p. 6). But education must proceed along certain linexrder to be effective;

good methods are essential. “Man may be either broken in, tram@édnechanically
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taught, or he may be really enlightened” (p. 20). He proposed tloay thied practice be
joined whenever possible:
The question arises whether the rules shall first be studiedbsinaato, and
whether they ought to be studied after they have been applietietiner the rule
and its application should be studied side by side. This last athedvisable
course; otherwise the application of the rule is very uncerthiheirule itself is

learned. (Kant, p. 76)

In addition, ethics was an indispensable part of learning in Keievg. “Moral
training must form a part of education. It is not enough that asmahbe fitted for any
end, but his disposition must be so trained that he shall choose none buhdsb@e
20).

From David Hume’s book, “An Enquiry Concerning Human Understanding”
(1748/1938), comes the focus on experience and the rejection of knowledgatasand
a priori:

Though our thought seems to possess ... unbounded liberty, we shall find, upon

nearer examination, that it is really confined within very narfiovts, and that

all this creative power of the mind amounts to no more than thetyfacil

compounding, transposing, augmenting, or diminishing the materials affasde

by the sense and experience. (p. 300)

Observation and experience are recognized as the cornerstoneswbédgeo

Reason cannot function independent of experience. Hume’s philosophylsacew
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importance to the senses as the avenues for the acquisition of knowkedgance of
skepticism becomes the mark of a liberally educated person.

John Locke, in his work, “An Essay Concerning Human Understanding”
(1690/1938), had already remarked upon the preeminence of experiencesaredl rije
idea of a priori principles in the acquisition of knowledge:

It is an established opinion amongst some men, that there e understanding

certain innate principles... as it were stamped upon the mindanf which the

soul receives in its very first being; and brings into the wortd W It would be
sufficient to convince unprejudiced readers of the falsenessso$upposition, if
| should only show how men, barely by the use of their natural faguliay
attain to all the knowledge they have, without the help of any inmgteessions;
and may arrive at certainty, without any such original notiongriociples. (p.

59)

He paints a picture of how knowledge is achieved by degreeswkawove from

the particular to the general.

The senses at first let in particular ideas, and furnish éhempty cabinet: and
the mind by degrees growing familiar with some of them, thieyladged in the

memory, and names got to them. Afterwards the mind proceedingerfurt
abstracts them, and by degrees learns the use of geneed.namthis manner

the mind comes to be furnished with ideas and language... But though thg havi
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of general ideas, and the use of general words and reason usuallipgetwer:

yet, | see not, how this any way proves them innate. (p. 65)

Locke explains that all knowledge comes from two sources: eifioen
experience with sensible objects, or from our attention to thenaiteperations of our
minds. This latter activity Locke calls reflection. Thatisy for Locke we should learn
not by unreflectively memorizing principles, but by examining tleldvaround us and
trying to “fix in our minds clear, distinct, and complete ideesfar as they are to be had,

and annex to them proper and constant names” (p 567).

In his famous work on education, “Emile” (1762/1964), Jean-Jacques Roussea
also emphasizes the senses as the gateway to knowledge:

As everything that enters the human mind comes through the senestist kind

of reasoning in man is a kind of sensational reasoning, which ses\gebasis for

intellectual reason. Our first instructors in science are et hands, and eyes.

(p. 124).

Moreover, he took a great interest in the methods of education.udteee start
with sensation, Rousseau thought it imperative to make learning ,aatigall which
would later be taken up by Dewey. “The great art of teadsirtg make your pupil
enjoy his lesson: How can he enjoy it if his mind remains ssiya during your recital

that he need do nothing in order to understand” (p. 198).
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Another important aspect of Rousseau’s philosophy, and one which captered t
new American imagination, was his insistence on equality betweenan beings, an
equality which Rousseau supported through his recommendations on the content of
education:

Adapt the education of man to man and not to his accidents. Do you ritbatsee

by bringing him up to fill only one station, you unfit him for alhets, and that

through the caprices of fortune your pains may serve only to makarthappy?

Is there a being more ridiculous than a Lord become a beggartamdnggin his

misery the prejudices of his birth? (p. 168)

Thus we can see several “old world” influences at work, bothencontent and
methods of American higher education, from the time of the colmubé¢ge to the
present day. Harry R. Lewis’s “Excellence without a Soul,” (2G08) Derek Bok’s
“Our Underachieving Colleges,” (2006) do a good job of tracing some ok thes
developments. Rachel Donadio’s article, “Revisiting the Canon W&@G07) sheds
some light on post 1960’s developments.

In Harvard in the 1700’s, students learned by studying individually, by recisati
or disputations under the supervision of a tutor. “Since a tutor’s jobmgealy to pass
along what had been taught, there was no need for advanced learning and no
specialization; the same tutor taught all subjects to his stidéstsis, p. 27). Then in
1769 instruction was reorganized and from then a tutor taught the sdpeetdo all
classes, but there was still a lot of memorization, drill, aadstation work involved.

“The most influential defense of the prevailing model appeared 838 report from
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Yale College, which held that the principle aim of collegérirtdion was not to supply
all of the important information that students might some day uséohustill mental
discipline...” (Bok, p. 13). A respite from the commonplace drudgery of tsitye
education was provided at the very end of students’ university career:
As a culminating experience, most colleges prior to the Civil offered a
mandatory course for seniors on issues of moral philosophy, often taydje
president himself. Ranging over ethical principles, history, pslittmd such
issues of the day as immigration, slavery, and freedom of the frsssapstone
course served multiple objectives. It set forth precepts ofattbehavior, it
prepared students for civic responsibility, and it brought together kdgelfrom
several fields of learning. For many students, it was the pmht of an

otherwise dull and stultifying education. (Bok, pp. 13-14)

In the late 1820’s there was yet another change in the curriculiem safew
young men went abroad to study in Germany and returned to tetdeh @ollege. “The
nineteenth-century German universities were the best in thel ,worimpeded by the
rigid curriculum of required studies still in place at Harvafdéwis, p. 29). Students
were now given the choice of studying French, Italian, German, or Spanisheropthe
originally required Latin and Greek. “This marked the beginningomby of elective
studies but also of introductory classes in subjects students thagefiat. The fixed
curriculum of wisdom received from the ancients was at an enaVigLe 31). In 1869

Eliot became president of Harvard and determined to makelgkds available to all
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students. “For the first time, education became consumer-oriefitedis p. 40). Bok
also observes that electives took over much of academic life:
By the time Eliot retired, 55 percent of Harvard students \eaduating having
taken virtually nothing but elementary courses. More than 70 pedagmniot
pursue any single field of knowledge in real depth... For many grabthrate,
college was not a serious intellectual experience but an efmus®king social

contacts and enjoying the good life. (Bok, pp. 16-17)

In 1909 Lowell succeeded Eliot as president and implemented autwmic
which has continued as a standard in most colleges today, saying “The best typeabf li
education in our complex modern world aims at producing men who knoweaolitt
everything and something well.” (quoted in Lewis, p 48). The idea afdbreand
concentration became a staple in higher education. Under Lstwed#nts were required
to take courses in four broad areas: (1) language, literdineearts, music; (2) natural
sciences; (3) history, political and social sciences; and (49guphy and mathematics.
In 1919 Columbia University instituted its core curriculum, determir@ngiore fixed
model of what a university education should look like.

World War Il and the Gl bill brought further changes to the eduatmap. “In
the aftermath of World War IlI, universities underwent further sulisiachange.
Encouraged by the GI Bill and later by the demands of an innghassophisticated
economy, larger and larger numbers of young people crowded into thgesdl(Bok, p.
18). Student bodies became more diverse. More women, blacks, Hispadicther

minorities were choosing to pursue a college education:
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As applicant pools grew larger, the best-known institutions becagayhi
selective, teachers’ colleges evolved into multi-purpose universiaes,
community colleges sprouted like mushrooms. Many of the new stu@erds
their parents) were more interested in preparing for jobs thacquiring a broad

liberal arts education. (Bok, p. 19)

Then, during the 1960’s, the “canon wars” were fought over the curriculam.
these “traditionalists in favor of centering the curriculum assic works of literature
faced off against multiculturalists who wanted to include more wbgksvomen and
members of minorities” (Donadio, 2007, p. 1) The multiculturalists edigtat a large
part of the American people were not being represented in theutunn, their voices
and worldviews belittled and marginalized. The traditionalistntered that very few
high quality or significant works had been produced by women poniies, and that
including these in the Western canon would lead to an inevitableéegclthe quality of
education college students could hope to receive. The war betweeantpeot the
traditionalists and the multiculturalists raged on, with the multticalists walking away
with a victory (Donadio, 2007).

Of patrticular interest in the more current debate between itraalists and
multiculturalists we have writers such as Kimball, Graff, lber, and Nussbaum, who
address the political implications of what students study. Imufed Radicals,” (1990)
Roger Kimball defends Western culture against what he seasnasdern erosion of

values. He writes:
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It is no secret that the academic study of the humanities in this countryssaite a
of crisis. Proponents of deconstruction, feminist studies, and othercgoliti
motivated challenges to the traditional tenets of humanistic stadg by now
become the dominant voice in the humanities departments of afamyr best
colleges and universities... Their object is nothing less than 8gteudgon of the

values, methods, and goals of traditional humanistic study. (p. xi)

He takes issue against those he believes have let standards asdgealud@he
very idea that the works of Shakespeare might be indisputably gtieatethe collected
cartoons of Bugs Bunny is often rejected as antidemocratic amehpasition on the
freedom and political interests of various groups” (p. xi).

Dinesh D’'Souza echoes Kimball's view. In his book, “llliberal Edwsdti
(1991), he stresses that instead of liberal education, today most raddetgs in
American colleges are experiencing an illiberal education irclwthey are no longer
taught to think or express their opinions, for fear that any others might take offense:

Most American students seem to display striking agreement othealbasic

guestions of life. Indeed, they appear to regard a true diffecérogenion, based

upon convictions that are firmly and intensely held, as dangerously togmd

an offense against the social etiquette of tolerance. (p. 231)

D’Souza also laments changes in the curriculum which he considemsctigstto
Western culture. “Most American universities have diluted gpldced their ‘core

curriculum’ in the great works of Western civilization to makem for new course
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requirements stressing non-Western cultures, Afro-American estugind women’s
studies” (p. 5). Moreover, in these courses students are exposedreat deal of
proselytizing, and very little education:
By the time these students graduate, very few colleges hetviheir need for all-
round development. Instead, by precept and example, universities hake taug
them that... standards and values are arbitrary, and the ideal edticated
person is largely a figment of bourgeois white male ideology, wsinduld be
cast aside... that all knowledge can be reduced to politics anddsbeylursued
not for its own sake but for the political end of power... that double stdndae
acceptable as long as they are enforced to the benefit of tyimmtims... that
the multiracial society cannot be based on fair rules that appdyery person,
but must rather be constructed through a forced rationing of power among

separatist racial groups. (p. 229)

In “Beyond the Culture Wars” (1992) Gerald Graff argues agaeswiew that

the new humanists have destroyed American higher education:
If we believe what we have been reading lately, Amerggher education is in a
disastrous state. As pictured in a stream of best sellemsmission reports,
polemical articles, and editorials, the academic humanities in particalalike a
once-respectable old neighborhood gone bad. The stately old buildings Bave be
defaced with spray paint, hideous accumulations of trash littegrthend, and

omnipresent thought police control the turf, speaking in barbarous, unibtellig
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tongues while enforcing an intolerant code of political correstnas the

terrorized inhabitants. (p 3)

Graff sees this posture as absurd and nonproductive:
If the goal is constructive educational reform, then such apoaalypsituring is a
dead end. One does not have to be a tenured radical to see whaehasvaa
the educational world today is not barbarism and unreason but, simplyctconfl
The first step in dealing productively with today’s conflictsdasrecognize their

legitimacy. (p 5)

Graff's solution is to teach the conflicts, so that students may see many sigtes of
issue:

Acknowledging that culture is a debate rather than a monologgendo@revent

us from energetically fighting for the truth of our own conviction®n the

contrary, when truth is disputed, we can seek it only by entémmgebate — as

Socrates knew when he taught the conflicts two millennia ago. (p.15)

Graff observes that most multiculturalists and feminists earlggs against the
ideal of a common culture than the assumption that this idealabeady realized fact,
“excusing us to return to business as usual after adding a few nakerity texts to the

syllabus” (p. 46).
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In a similar democratic vein, Martha C. Nussbaum’s “Cultivatihgmnanity”
(1997) argues for a revitalized ideal of liberal education whichtgridne proper respect
to groups which have traditionally been marginalized:

Defenders of the older idea of a gentleman’s education urgeuhablleges and

universities focus on acculturation to what is great and fine in oartaaition,

rather than on Socratic and universalistic goals. Insofar agdhication reaches
out to new citizens, it will do so because they agree to adeepime-honored
gentlemanly standards. They should not expect that their own exgsriand
traditions will form part of the curriculum. They may entee icademy only in
sufferance and in disguise. They may remain only so long asithagt allow
their nongentlemanly voices to be heard, or inject their nontraditiapaliences

into the dignified business of liberal learning. (pp. 294-295)

Richard P. McKeon, in “The Liberating Arts and the HumanistidsAn
Education” (1964) also criticizes those who would impose upon our moderanera
outdated ideal. “The medieval liberal arts are not adapted ttaskeof liberating men
today... the great works of man cease to be models for contemplati@diéindtion and
become vast storehouses of clichés to be discovered and polishgzhiltbgical and
philotechnical pedantry” (p 172).

Michael Berube, in “What's Liberal about the Liberal Arts” (2Q0®)ns his
voice to the camp of the multiculturalists. For him, liberaloadion is about idealism
and values, and humanists are moral idealists who still striiesagan unjust social

order:
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What is it that we believe, we stubborn ones who continue to caléleess
liberals and progressives? First and foremost, we Dbelieve athpérson’s
prospects and life chances should not depend on accidents of birth. nk/g i
a good idea to wriggle free of long-conventional beliefs about eadscaste,
pharaoh and slave, lord and serf, and to imagine that each of us leagia

moral claim on the rest of us. (p. 283)

Berube’s ideal of a liberal arts education is one with stron@howertones, one
which teaches people “how to think deeply and reflectively aboutdabeé kife, the good
society, and the very idea of the good” (p. 284). He als@svabout the methods for a
liberal education:

The values of the liberal arts can’t be transmitted simpglojpening the great

books and reciting key passages. Classroom discussion and debate is a

indispensable part of our pedagogy, not only because it gives staddrdace to

try out ideas and gut reactions on each other in a relativelyspafe, but also

because it serves as a form of deliberation in which each of tisigses

according to his or her abilities and desires. (pp. 295-296)

Because of the difficulties involved in getting the camps of tdittonalists and
multiculturalists to cooperate, and in an effort to reduce tensiom@sy colleges
abandoned their core curriculums, as they had been labeled elitisppas$sive. With
the passing of the core and the move to grant students more freedotheoeeurses

they could take to fulfill their general education requiremehts liberal arts experience
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became a sort of hodgepodge of unrelated courses, irrelevariteiosaihool (the major),
work (the career), or the real world, which students were anxwogsttthrough and not
waste more time on than was strictly necessary. Even tthere"s widespread concern
that the humanities are losing ground — as well as intellecachet, students and
financing — to the hard sciences on the one hand and business on thé€Duthadio,
2007, p. 1).

As the controversy around the liberal arts has shown, the schobatdegground
of contending and conflicting interests, political and otherwise,q{ gaHansot, 1982)
with constant fighting among interest groups for the power to shapeheeneration
of young people, and one powerful instrument of control is the curriculdrhe
curriculum, in American history, has been one very important @reantention in the
arena of battle, an area fraught with tensions and power stsuggl@mpeting visions of
the good, different class interests, and diverse cultures foy rpaars. Education
becomes such a powerful force to determine the direction of peoples dnd the
direction of the society itself, curriculums are so much mone siraple, straightforward
courses of study; they are, in fact, the embodiment of differeneptioas of the good,
of what different interest groups perceive to be the overridiegdsef the society and its

members at a particular point in time.

In the final analysis, the curriculum is nothing less than themsient a college
makes about what, out of the totality of man’s constantly growing leunel and
experience, is considered useful, appropriate, or relevant to theofieehkicated

men and women at a certain point of time. (Rudolph, 1981, p. ix)
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CHAPTER TWO

DIFFERING VIEWS ON CURRICULUM: THE AMERICAN SCENE

The Modern Curriculum Debate

From World War Il to the present day the face of Americahdrigducation has
changed drastically. The entry of more and more people intoutnsts of higher
education: universities, four year colleges, community colleges, inriéaenany of
whom are non traditional students: veterans, mature adults, imnsiguaickerperforming
high school graduates, etc. has led to a series of challenges and oppsttoingtudents,
professors, and the institutions themselves, as well as to questioasthe role of the
society at large regarding education in a democratic societya result there have been
a series of efforts by independent thinkers, educational instituttbmk tanks, and
policymakers to redefine the purpose of higher education and weigh whahthe
curriculum should look like.

Many have reflected and written about the higher education .sEeaglings
presents the problem of providing today’s students with a meaningful textueaile
living in the shadows of an older time. The Harvard of 1945 defémelsdeal of
providing a liberal education for all, yet proposes several hiased on ability, talent,
interest, and level of commitment. It argues for a coraatlm. The Harvard of 2007
places greater weight on inclusion; there is no more separhy tier, so the same
education is made available to all. The emphasis on the coreutwm remains
unchanged. Lewis proposes an evolving core, and insists that professioation

needs to be included within the definition of liberal education, a alroh is shared by
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Bok, who advises that the university’s desire to be all things tpealple is at best
quixotic. Chester E. Finn and Bruno V. Manno argue for a more econpmacéills
model of higher education. Aronowitz and Giroux focus on the libetslaa the key to
resistance, an enabling of the marginalized. Boyer expressegisappointment that
general education should be pulled in so many different directimstead of developing
an identity of its own. Hirsch argues for the supremacy ofecdr#nd more specifically
for a body of knowledge that all Americans should share. Chenessstihés concern for
cultural literacy and provides a model for a general educationccorieulum. Bennet
insists upon the humanities as the center of the curriculum and pr@poessding list of
his own as the basis for general education.

ACTA defines a liberal art education as one which focuses onhetitage,
culture, and world. The Education Trust and Common Core see the geheralien
curriculum as an opportunity to address the social problem of inequipom’s
argument is for a total reorganization of the college experiefoe.him, education in
America basically stagnated in the 1950’s and since then thelongytaught is “open-
mindedness.” He, too, supports a core curriculum. Graff argues fwre coherent,
interconnected curriculum, and for the importance of “teaching thiéiateri Bruner’s
focus is the spiral curriculum, and his pedagogy one which focusesanatucture
than on content, more on the learning of fundamentals so that studentbegia
building paradigms and making them more complex as they move towsods
inclusive knowledge. With Bruner we see a concern for the arts andnities; his
proposal is to build a curriculum around the issues the society considstsignificant.

Bruner argues for a holistic education. Phenix takes this ondustapr; he argues for
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the unity of all knowledge, and speaks about the “realms of meanimghwnake up the
integral experience of human beings. Gutmann and Steiner higliglmportance of
democracy as a cornerstone of the education of young people, as whaathéhem to
living the good life; there is a strong ethical vein running throtingir work. Finally,
attention shifts to Greene and Eisner, and their preoccupation withettietic, their
reaction to and criticism of the current educational climatmaswvhich does a disservice

to a multitude of students today.

Readings: The Search for New Directions for the Post-Historical University

In his “University in Ruins,” (1996) Bill Readings urges us to teti® new
dehumanizing commodification of the university, which has sadly turnetiuvgked to be
considered an entity whose central mission was the education of ipputh business
like any other. He urges us to resist the techno-bureaucraticgtfor excellence and
the ensuing social inequality, for this university of excellersc@adthing more than a
consumerist model, divorced from any real educational mission, driverothyng but
the ever increasing greed for profit, and the term “excedleiscempty and meaningless.
On the other hand, he warns against trying to go back to a romatigbtEnment ideal
of higher education which has no place in our world today. The uriivefsihe past is
dead, buried, and never to return; new times call for new methods nt longer clear
what the place of the university is within society nor what #eetnature of that society
is, and the changing institutional form of the university is sbhmgtthat intellectuals

cannot afford to ignore” (1996, p. 2).
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His central metaphor which places us as residents of a Hag fivith past
justifications for the university is very compelling. He maimsaihat we are dwelling in
the ruins of the university, and cautions that we would do best to abeg¢jmince and for
all. It cannot be rebuilt in the same way; the old ideals atenger relevant. He tells us
that the university has passed through a number of importanssthgeainiversity as the
center of reason (Kant's vision) and the university as the centeatadnal culture
(Humboldt's vision) have been particularly significant. Both visioasgording to
Readings, focus on external justifications for the university, argldaonot work in the
world we inhabit today. He particularly sees a problem withvisien of the university
as a center for national culture in a country such as ours. Readings,
“Americanization” implies the loss of a national culture. Justfact that universities
emphasize multiculturalism so heavily is, for Readings, a signthieee is no longer a
national culture to be excluded from. For Readings we now dwelkeipast-historical
university, and it will not do to focus on nostalgic views of citst@p or reason as the
central purpose to our institutions of higher learning. He wantadsa pragmatic
assessment of present conditions. He notes:

Like the inhabitants of some Italian city, we can seek neitherebuild the

Renaissance city-state nor to destroy its remnants arall iretionally planned

tower-blocks; we can seek only to put its angularities and wingasgages to

new uses, learning from and enjoying the cognitive dissonance®ribkatsed

piazzas and non-signifying campanile induce. (1996, p.129)
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He would replace excellence with “thought” and teach the confilctsa
“‘community of dissensus” (1996, p.180) in which cognitive dissonance widdpected
as a fountain of thought and the search for new meanings. But $mestthat something
must be done about the sad state of the humanities in which they ltaveeba sort of

cross between customer service and “cultural mani¢ag896, p.174).

Harvard Then & Now: The Changing Face of Liberal Education

Let us take a brief step back in time and begin with Harvardgdoturies now
considered a beacon of education in America. When we take a lotie aegort
“General Education in a Free Society” (1945), we can seanpbasis on the mission to
provide a liberal education not just for an elite segment of the gapylédut for many
new students who no longer hail from the “best families.” Asrdpert states, “Today
we are concerned with a general education — a liberal educatitor tlo¢ relatively few,
but for a multitude” (p. ix). The title of the report is particlyadelling. At this time the
ideal is to cultivate in young people an awareness of and appmeci®r the
responsibilities and benefits of being free and Americans; tedresifocus on both the
development of the human being as an autonomous individual and as a merhiger of
community.

The report expresses the school's concerns about how to continue providing a
good education to its students in the face of the staggering expaisinowledge due
to ever increasing specialization, the growth of the educatigetdm itself, which now
contains many types of institutions different from the traditi@o#ilege, such as the two-

year college, and the complexity of society in a time in tvhife is constantly changing,
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and young people are ever more vulnerable to the instability causeshithing
circumstances. The report promotes the goal for a system whicra@ommodate
people with diverse abilities, talents, interests, and levels ofintionent, and appreciates
that the differences in student performance arising from opportanilgck thereof are
very real. However, the Harvard report is adamant in itsncthat equal opportunity
must not be equated with equal provisions for all. As the reporsstite best schools
and most modern housing do not suddenly endow all the young people in themghith
standards and good ability” (p. 82).

Despite Harvard’s stance in support of democratic principles, in 194&cho®l
remained somewhat of a sorting machine, though the report arguekdtewill be a
move to try to distinguish accidental from inborn qualities since “all meegual before
God and the law... but they differ biologically, and even under the best conditiond, woul
presumably strive for different ends” (p. 82). It remains unckactly how the
accidental and the inborn are to be differentiated, but one of thksresthe move to
propose general education courses of different levels of diffienty method, arguing
that there is no reason for college to have one specific smgéning throughout the
United States.

According to the Harvard 1945 report, there are several types nfutums
which are ineffective for the general education requirementst d¢fiall, the free elective
system does not work because most young people hardly have the reegeara
intellectual maturity to organize a curriculum which is both ceheand intellectually
rigorous. If the focus is on the “Great Books,” there is thle of ignoring contemporary

contributions to American culture. If the focus is on life isssigsh as health, family,
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and vocation, it is unclear how relevant these issues will baitersts’ futures. In the
1945 report there are still echoes of a nostalgic wish to peetieewold ideal of a liberal
education, but with the revolutionary aim to extend it to everyone iodimenunity. But

this becomes difficult in the face of increasing specialization.

The report lists a series of desired outcomes for the studeritsnk effectively,
communicate well, make wise judgments, and discriminate amoungsvalt emphasizes
that students should learn to think logically within different discgdi in the arts as well
as in math and science, by being able to identify and understaathpait relationships,
and by cultivating the imagination. The report further identifiese phases of effective
thinking: logical, relational, and imaginative, and pairs them withthree divisions of
learning: the natural sciences, the social sciences, and tranitiesn The final proposal
is that out of sixteen courses six should be in general educatiom ¢me humanities
(perhaps a “Great Texts of Literature” course), one in théalssciences (a course

entitled “Western Thought and Institutions” is proposed) and one in tbheahaciences.

The remaining three courses should not be taken in the student’s area of concentration.

Now in 2007 Harvard has released its latest report on the stagenefral
education with the much humbler title, “Report of the Task Force oei@eEducation,”
but with what might be considered more ambitious and inclusive amsyell as a
greater awareness of the rest of the world outside of thedJgteges. Interestingly the
document contains a few echoes of the post 60’s language ohérigm: phrases such
as “disorienting students,” having them *“question their basic assumapt self-
reflection, and exposure to “alienation.” It seems that the uniydras made important

strides in recognizing the importance of philosophical inquiry foungo people’s



55

intellectual and moral development, and that straightforward acadduuy is not the
whole of education. It states, “A Harvard education is a liktatation — an education
conducted in a spirit of free inquiry undertaken without concern focabpelevance or
vocational unity” (p. 8). Harvard expresses a commitmentbtrdl education in the
face of institutions which de-liberalize students: professios@iools, employers,
academic graduate programs; all of which narrow studentstdwew, in a sense asking
them to buckle down and get on with more serious business. The 2007 Hzeypeand
understands liberal education as education in the context of the ptogents will
become and the lives they will lead in the future, with a decided ramsy from
vocational utility. The report claims:

General education is the place where students are brought to andenstw

everything that we teach in the arts and sciences retatd®it lives and to the

world that they will confront. General education is the publie fat liberal

education. (p. 11)

Today Harvard proposes as the goals of general education: pgepamaents for
civic engagement and societal change at different levelsyating their understanding
of diverse cultures and political, economic, and social institutioriginigethem keep up
with advances in science and technology; enabling them to read different tyjpdisi i
and aesthetic expressions; fostering their understanding of tal etimensions of their
words and actions; and teaching them to reflect critically an ¢hen beliefs and values
and defend them with reasoned arguments. The purpose of this gedecakion

program is to present a wide range of material as opposed to mfdeps on a few
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topics, and teach students how to use abstract conceptual, histandalcultural
knowledge. There is, in addition, the interesting disclaimer thapittygosed general
education curriculum does not pretend to constitute a comprehensive guadlean

educated person should know.

Criticisms of the Harvard Curriculum

In “Excellence without a Soul” (2006), which Harry Lewis partialyote as a
response to the 2002-2005 Harvard curriculum review, he takes issueviathhe
considers to be recurring problems with liberal education at didnand other
institutions which follow an outdated ideal of what students should le@me of his
principal claims is that liberal education in America seembave forgotten those who
want to be professionals; not everyone can afford to dabble in thanartsciences for
four years with no concern for what the morrow will bring.

The well-to-do may see Harvard as a shopping mall, but low-incarderds see

it as a lifeboat, a vessel on which to escape the shortage of ithaney all they

and their parents have ever known. They consequently see theatiedal

opportunities in terms of the careers they will follow and the ociiores they

will make. (p. 152)

It is unfair, insists Lewis, to accuse students of ‘careeresnf it were a crime.
Students know they will need jobs, so they try to figure out how tthgebest job they
can; it's only natural. An education with a heavy emphasis ectiedés does not meet

students’ needs.
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Harvard’s image of the liberally educated graduate mirrors theenasic ideal of
the amateur athlete. Becoming too skilled at any one thing, Bedsknat a
graduate could make a living doing it, is distasteful. Studeatbetter off being
broadly educated generalists — though not much breadth can be demanded

because students would resist any requirement. (p. 253)

Lewis believes it is important to move away from the modelhickv professors
teach only what they want to teach and students learn only Wwhatwant to learn.
Liberal education needs to be more than an endless array of optiotiee ttadition of
Mathew Arnold, Lewis argues for the importance of learning ldbest that has been
thought and said. “A good university challenges its students to askomseitat are
both disturbing and deeply important” (p. 255). It is not enough for a school to “present a
menu from which its multitalented, multiethnic, multicultural, multioi@al students can
pick and choose. This cafeteria theory of education avoids the problemuofg some
things more than others” (p. 255).

His proposal for a comprehensive liberal education can be summed ap a
evolving core:

| urge some great university to try this: Cloister a brpduthsed faculty

committee to design ten general education courses, of which alhttuseuld

have to take five. The courses could obey the old disciplinary divisiontheyut

would not have to. There would be no point in a turf battle about how many of

the courses should be science courses, because if students did not want to take any

science courses, they could avoid them. Allow the courses to corfgrete
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students, but make sure they did not compete on grades or workload... Over
time, curricula would shift by an evolutionary process so thaimbst important
subjects were guaranteed always to be available to all stuteunght at a level

appropriate for the unspecialized undergraduate. (p. 264)

Neglecting Professional Studies
In “Our Underachieving Colleges” (2006) Derek Bok also ca@si American
higher education for not meeting the needs of its students;fafteyears of tuition and
study there is no guarantee that students will learn what they need to know:
Many seniors graduate without being able to write well enoughtisfs#heir
employers. Many cannot reason clearly or perform competamtbnalyzing
complex, non-technical problems... Few undergraduates receiving a degree a
able to speak or read a foreign language. Most have never &akeurse in
guantitative reasoning or acquired the knowledge to be a reasonaliyedf

citizen in a democracy. (p. 8)

Yet he believes that some of the new voices and initiatives ¥orggthe liberal
arts a new emphasis are out of touch. For Bok, it is a mistakeatginalize the
vocational aspects of education. “Can one really blame universatieoffering more
vocational programs? Surely colleges have some responsibifiggpgond to the desires

of their students?” (p. 27). He believes that what schools oughtue @tis finding a
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way for vocational and liberal arts courses to reinforce each tihgrovide the best

education for students, instead of worrying about goals that have no place in @& colleg
Some readers are bound to object that worthy goals have been ontited.
about nurturing powers of imagination and creativity? fosteringlelehip
ability? developing judgment and wisdom? These are all valuahke far any
college that is able to pursue them... However, many faculties ddmated
impressive goals without knowing how to achieve them. Such quixdagsef

waste students’ time and often leave them disappointed and disillusioned. (p. 81)

For Bok education needs to be much more practical. He believes todlege
education should basically foster the skills of communication, dritieaking, moral
reasoning and political awareness. In addition students should Iealivet with
diversity, become well-rounded human beings, and prepare for woris hdrd to know
how any student could truly understand ‘whom (he wants) to be’ withooking
carefully about what career to pursue” (p. 78). Bok promotes leacamgnunities —
thematic clusters which allow a group of students to staytttegend faculty from
different departments to teach together, but he is not particutamhcerned with
developing a strong core which all students must follow:

Although almost all faculty members claim to give highest ggiaio helping

students learn to think critically, they spend most of the tm#heir curricular

reviews arguing over which courses to offer and which to require. Reseamchers, i

contrast, find that the arrangement of courses per se haselitdet on the

development of critical thinking. What matters more is the wayhich courses
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are taught and the effort students and faculty devote to theteshatgrocess.

(p. 144)

A Practical Education

In the tradition of the neoconservatives, Chester E. Finn and Bruno V. Manno
take the idea of a practical education one step further. In fidareHigher Education:
Behind the Emerald City’s Curtain” (1996), they argue for a seok cost-cutting
measures which will improve higher education. They would offer stad&he
collegiate equivalent of a no-frills basic-transportation automahileer than the ‘fully
loaded’ model” (p. 15). One of their main criticisms of the cointd college education
today is that

Much too frequently, American higher education now offers a smbayd of

fanciful courses in a fragmented curriculum that accords as rowedit for

“Introduction to Tennis” and for courses in pop culture as it does fanciples

of English Composition, History, or Physics, thereby trivialigieducation —

indeed misleading students by implying that they are recethim@ducation they

need for life when they are not. (p. 4)

They argue for an emphasis on academic subjects, and more comssahjk
requirements. Higher education, in their view, needs to becomerespensive to the

realities of the market; only then will it achieve excellence.
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The Curriculum as Resistance

Stanley Aronowitz and Henry Giroux bring a more radical perspedbovthe
curriculum. In “Education Still under Siege” (1993), Aronowitz andoGxr criticize the
conservative’s interpretation of “excellence,” usually a demandniore rigorous math
and science instruction, coupled with cost-cutting measures, resuteageduction of
the educational experience for students. “Their languagecbie\eement,’ ‘discipline,’
and ‘goal orientation,” really means vocational education or, in thene ntraditional
mode, a return to the authoritarian classroom armed with the Riseeurriculum” (p.
14). In their view the mission of higher education is much more inclusive.

The curriculum should not be solely about academics; it should seaviams of
resistance. “The job is to help students see ideology as livedieng® in literature,
music, painting, and social interaction without regard to distinctionwelee great
canonical literature and the art of contemporary popular forms” (pg9%8 In “The
Corporate University and the Politics of Education” (2000), Aronowrtd &iroux
express their support for a high quality core curriculum to be ragaéable to students
at all kinds of colleges. The core should not limit itself tokhewledge and traditions
of those in power, but should be all-inclusive; it is especially itapbto give a voice to
those who have traditionally been marginalized. Their proposak i&afrigorous and
coherent core curriculum in which the history and diversity of tédfesand Eastern
knowledge are critically examined” (p. 5). They propose that tatlents, especially in
their first two years, study science, literature, and philosaplglobal historical contexts

regardless of their institution’s position in the hierarchy” (p. 5).
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Boyer: Recovering Liberal Education

In “College: the Undergraduate Experience in America” (198 He&r Boyer
emphasizes that the tradition of college in the United Stategtterwise highly
pragmatic society, is that it views its undergraduate educatissionias a transformative
one, one which will lead students to become more complex and compleae bhemgs;
otherwise universities would simply be job training institut@&ut this, unfortunately,
has changed drastically. Boyer declares that we aregfacamisis. Because schools are
constantly competing for students, this is turning the academaiptimarily economic
entity. He claims that, “scrambling for students and drivermlayketplace demands,
many undergraduate colleges have lost their sense of mission” (1987, p. 3).

This, for Boyer, has led to an increasing conflict betweenedare and the
liberal arts, a conflict which the liberal arts have lostud8hts are constantly worried
about getting jobs, preferably well-paying ones, and this threaiensnt the mission of
the university into one of narrow vocationalism and job skills trainBgyer argues that
this leads to the erosion of the undergraduate experience asfartraative one, though
he still harbors the illusion that “it is not too much to hope thatctiilege, as a vital
community of learning, can be a model for society at largseceety where private and
public purposes also must be joined” (1987, p. 8)

He is further concerned that the current distribution requirenmeodiel, which is
popular in so many schools, provides for a supermarket type experience in which students
pick and choose courses according to whim, and graduate without any kindyaig,
meaningful college experience. In “The New Agenda for the Natioch®@s” (1988),

he takes issue with what students learn today. “English’ maan anything from



63

Shakespeare to oral reading. Tomorrow’s curriculum surely musbiething more
than the minimalist fragmentation of information and the disconnectade®that exist
today” (p. 312).

He argues for interdisciplinary study and adopting an integratedaf which the
arts should be an essential part. As he emphasizes, “bridge=ehedisciplines must be
built, and the core program must be seen ultimately as relatieagcurriculum
consequentially to life” (1987, p.91). He underlines the importance ofisgudymbol
systems, how these were relevant to our development in the pagteatifferent ways
in which they are relevant today. In “A Call for a Core GQuium,” (1994) an article
co-written with Martin Kaplan, he insists that our very soaiaVizal as a nation depends
on the rediscovery of a shared heritage. Boyer has deep coabeutshe pull towards
individualism that he notices in modern day society:

Diversity’s undertow has pulled us far from shore. Democracy esjaitension

between self and society, and yet today, the broadening social s&gors in full

retreat. The human agenda that we all confront is global;, thesssare
transcendent. Yet social structures are beginning to break apathumans tend
increasingly to isolate themselves. Self, privatism, “youn ¢thing” are the new

ruling tides. (p. 2)

Additionally, he makes the interesting note that though most educators support the

importance of general education, very few seem disposed to comadoptngoint the
specific type of knowledge that this general education should ertaileplores the fact

that “educators seem more confident of the idea of general emludii@an of the
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knowledge it should contain” (1987, p. 257). This brings us to Boyer’s gesthraation
as a “spare room” syndrome (1981), in which the university, in an dffoflease
everyone, tries to make general education carry out too many s&skthus undermines
what should be a meaningful, transformative experience for undergraduates.

The debates about the purpose of general education seem to wagdesslg
He intones, “The underlying concern (of general education) has rmecthagemarkably
constant. It reflects the never ending tension between the indivashgakthe group,
between freedom and control, between independence and interdeper(d®8ce’. 18).
Some concerns identified by Boyer are: to make the “me”rggéae more concerned
with others; to deal with the perceived decline in academicomeance; to combat
vocationalism; and as a remedy for overspecialization. Boyszcedly argues for
general education as a way to help students understand thateh®yt anly autonomous
individuals but part of a larger community to whom they are accountable.

General education, for Boyer, is society’s way of tryingttaia a cultural ideal
through the embodiment of the information, attitudes, and values it thigksicant in
its youth. But it is, according to him, presently a disaster. aflda posits his own
outcomes: to help young people understand that they share the use hlaflssym
membership in groups, activities of production and consumption, a relationghip
nature, a sense of time, and commonly held values and beliefs. Boyer would adwocate f
the model of the college as a community of learning, as a modgledarger society, a
society in which there is a merging of both private and publipgaes. As an

overarching aim he stipulates, “We believe the mission of geedteation is to help
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students understand that they are not only autonomous individuals, but albemnefra

human community to which they are accountable” (p. 22).

Hirsch: Cultural Literacy & Nationalism

On the side of tradition there is the voice of E. D. Hirsch with “Qultural
Literacy” (1987). He argues that the progressive education mowem@merica, with
its emphasis on self-expression and critical thinking skills, wghromantic anti-
knowledge theories of education, has left most people without a graspsf ba
knowledge. He believes that “to be culturally literate is to mssee basic information
needed to thrive in the modern world” (p. xiii). He stresses upeemacy of content,
mostly that of the traditional Western canon, with some concestiomsomen and
minority thinkers - a distinct body of knowledge and texts he bedidweerican students
should know, as opposed to the argument which instead places far gnpat¢ance on
modes of inquiry and interpretation. Hirsch (2002) argues thatitopertant cause of
the decline (of literacy) has been the use of ‘skills-orienteglevant’ materials in
elementary and secondary grades” (p. xv).

Hirsch makes the argument that people are bound together by sizwed,
allusions, and language because these are the foundation of publicsisatiormation
that is taken for granted — what an educated person should know. Hirsch{2682¢s
that “cultural literacy, unlike expert knowledge, is meant tohaeedd by everyone. It is
that shifting body of information that our culture has found useful, la@ctfore worth
preserving” (p. X). He claims that the easiest way tonleamething new is to associate

it with something known. Thus, people who already know a lot, tend to teangs
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faster and more easily than people who do not have much background knowsiedge,
the former are already somewhat comfortable with key elemenihe new concepts. He
tells us, “literacy is far more than a skill... and it requitegye amounts of specific
information” (1987, p. 2). He is aware that some of his ideas corossaas distasteful
to people who are committed to democratic values and inclusion and ¥® thes

paradox that the social goals of liberalism require a consenediveational philosophy.
He insists, “We only make social and economic progress by tepehvieryone to read
and communicate, which means teaching myths and facts that atempmantly

traditional” (p. xvi).

Other Supporters of Cultural Literacy
In a National Endowment for the Humanities publication, “50 Hours. A Core
Curriculum for College Students” (1989), Lynne V. Cheney also weigbsa the debate
of content vs. skills, and concedes the greater importance to contessjrgjrthat the
learning of facts does not necessarily result in the reductionhefeducational
experience.
Education aims at more than acquaintance with dates and placess aaoh
titles.... When education is rightly conceived, events and ideas become...
‘invitations to look, to listen and to reflect.” But students who apprahae end
of their college years without knowing basic landmarks of histodythought are

unlikely to have reflected on their meaning. (p. 11)
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In an NASSP bulletin, “The Humanities in the School Curriculum - Gowf
Enrichment and Wisdom,” (1989) Cheney stresses that it is impdota@ach school to
revisit its mission, and for the faculty to try to come to a casise about the core. She
observes that in a diverse society it is difficult to agree on what students should know:

That doesn’t mean, however, that we shouldn’t wrestle with the goeatid

answer it at least for today, and then for tomorrow, and theneer year. We

sometimes avoid answering it by focusing on the process of dgamaither than
its content. We say that we’ll teach students “how to thinkm ot really sure
that you really can do that effectively without specifyingpartant material for

them to think about. (pp. 53-54)

In “50 Hours,” she offers a model of what the undergraduate carewdum
might look like. She proposes 18 hours devoted to cultures and civilizaiflorthe
following breakdown in courses: (1) the origins of civilization (2) Westavitifation |
(3) Western Civilization Il (4) American Civilization (5) Kar Civilizations. She
proposes 12 hours in foreign language, 6 hours in concepts of matheabess in the
foundations of the natural sciences and 6 hours in the social sciemtéiseamodern
world. (Core, 1989)

William Bennet, In “To Reclaim a Legacy” (1986), also arguedHe importance
of cultural literacy, and in the tradition of Eliot’s five foshelf, offers a reading list of
his own, all original texts, upon which to base a core curriculum:

The works and authors | have in mind include, but are not limited to, the

following: from classical antiquity — Homer, Sophocles, ThucydidestoPI
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Aristotle, and Virgil; from medieval, Renaissance, anél"-(léntury Europe —
Dante, Chaucer, Machiavelli, Montaigne, Shakespeare, Hobbes, Milton, and
Locke; from 1&-through 28" —century Europe — Swift, Rousseau, Austin,
Wordsworth, Tocqueville, Dickens, Marx, George Eliot, Dostoyevsky, dwlst
Nietzsche, Mann, T.S. Eliot; from American literature and hisdbdocuments —

the Declaration of Independence, the Federalist Papers, the Caoorstitiine
Lincoln-Douglas Debates, Lincoln’s Gettysburg Address and Secomgjurel
Address, Martin Luther King Jr.’s “Letter from Birmingham|Jaind “I have a
dream...” speech, and such authors as Hawthorne, Melville, Twain,catkhEr.
Finally, I must mention the Bible, which is the basis for so mudbsequent

history, literature, and philosophy. (p. 7)

Bennet’s position is that the core curriculum should have the humaaitide
center:

Merely being exposed to a variety of subjects and points of \@aveti enough.

Learning to think critically and skeptically is not enough. Beagdl-rounded is

not enough if, after all the sharp edges have been filed down, discerisment

blunted and the graduate is left to believe without judgment, to dectdeut

wisdom, or to act without standards. (p. 5)

He also points out that education cannot be merely limited to thtenvword.
“Great souls do not express themselves by the written word bely;also paint, sculpt,

build, and compose” (p. 7).
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Bennet provides the core curriculum at Brooklyn College as a goothbéxaf a
liberal arts education: (1) The Classical Origins of Wes@ulture (2) Introduction to
Art; Introduction to Music (3) People, Power, and Politics (4) Bhaping of the
Modern World (5) Introduction to Mathematical Reasoning and Comfaience (6)
Landmarks of Literature (7) Science in Modern Life | (ChépiBhysics) (8) Science
in Modern Life Il (Biology/Geology) (9) Comparative StudiesAfrican, Asian, Latin
American, and Pacific Cultures (10) Knowledge, Existence, ange¥a(11) One course
in foreign language at Level 3 (college level) or demonstrateqaivalent proficiency.
(Brooklyn College Handbook)

The American Council of Trustees and Alumni (ACTA), founded Uyyne
Cheney and former Colorado Governor Lamm in 1995, and the Institute footitzdf
Governance, a membership and service organization for college and ityitrastees,
released a report written by George C. Leef, “Becoming arcdidd Person” (2003), in
which the institute expresses support for Cheney’s 50 hour curriculum.

The report states that college students should derive the followony their
college experience: (1) crucial habits of mind such as inquirycdbghinking, and
critical analysis (2) literacy — proficiency in readingriting, and speaking (3)
guantitative reasoning (4) a historical perspective of Westeilization, world history,
and American history (5) an understanding of cultures very diffém@mt our own (6)
an understanding of the natural world (7) an understanding of chipeArsAmerican
political systems and principles (8) an understanding of econ@nebasic principles
(9) an acquaintance with art, music, and aesthetics (10) leahargign language (pp.

9 - 10).
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In short, “the college curriculum is the design for what an eddgag¢eson should
know. It should, to the greatest extent possible, ensure that studehgshbne their
basic skills and learn about the most important aspects of ouadeeritur culture, and
our world” (p. 4).

In 2003 The Education Trust released a report, “Thinking K-16: & Kere
Curriculum for All” which insists that a common core is necgsbacause it is the only
way to address the problem of inequity among young people in our n&iée.must
prepare all young people for success because it is the right tthidg,” the report
observes. Success is measured not only as economic succesthbudlakty “to make

decisions that increasingly demand high levels of understanding and judgme)t” (

Common Core, among whose founding members is Diane Ravitch, released a

2008 report written by Frederick M. Hess, “Still at Risk: WBatdents Don’'t Know,
Even Now” The report echoes the Education Trust's preoccupationesghprivileged

youngsters falling academically behind their more fortunate peers:

Students born into educated or affluent homes where books and cultural

experiences abound may have the opportunity to become culturallytelitera

regardless of what happens in their K-12 schooling. But for those without

advantages at home, school offers their only chance of acquiimgecessary

knowledge. (Hess, p. 13)

Though there is support for a core curriculum from some quartergjaheof a
core for all undergraduates in one same institution worries thibseear their interests

may not be adequately represented. The 1980 Humanities Commission, REper
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Humanities in American Life” answers some of their objectiang tcore curriculum.
Some groups worry that the curriculum will reflect a white npaespective. “Efforts to
define America’s common culture have stirred fears among mewrihat their
contributions to cultural life are to be thrown back into the nglgat” (p. 5). But the
Commission underlines its commitment to the preservation of Asaieritdiverse
heritage” (p. 6). Others are concerned that only “high culturd’biconsidered worthy
of study, but the Commission insists there is no such simple diViide cultural debate
allegedly between ‘elitists’ and ‘populists’ oversimplifiesuiss and weakens everyone’s
will to preserve our diverse heritage and find common values” (p. 6).

Still others are concerned that either humanistic or sciendificly will be
emphasized to the detriment of the other. But the Commission pmumtshat the
scientific and humanistic are two sides of one same coin — leaabiogt our world.
“Their interconnections have been obscured by an oversimplified tbéstenflict
between the humanistic and the scientific, a misperceptioitinatishes both” (p. 13).
Today both humanists and scientists need to work together to face the complexhiasue
are part of our world. Finally, the Commission addresses the dabatatent vs. skills,
and concludes that there must be a balance between the twducat®n in the
humanities requires factual knowledge of ideas, values, and tastethoutwi attempts
at critical discussion become pointless... Effective instruciionthe humanities

encourages a creative interplay of fact and imagination” (p. 29).
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Bloom: Education Emptied of its Content

Allan Bloom’s “Closing of the American Mind” (1987), which makes soragy
strong contentions, is another important text in the history adeébate about the content
of the undergraduate curriculum. Bloom argues that moving away tihe Western
canon has dumbed down the universities’ curriculum; thus Americarecttel life has
basically stagnated since the 1950’s. He claims that “witlh@ugteat revelations, epics
and philosophies as part of our natural vision, there is nothing to sebevet and
eventually little left inside” (p. 60). Today, for Bloom, there isyvittle content to
American education. Relativism runs rampant; young people aghttéo be open-
minded, and are not taught much else. Lack of open-mindedness (bemgoope
absolutely anything and everything) is considered at best, ign@madtat worst, evil.
There is no longer the search for truth, for the good life. Asaes no longer have a
shared vision, and Bloom questions whether under these conditions thecentriatt is
still possible. He complains that “practically all that yowrgericans have today is an
insubstantial awareness that there are many cultures, accechjpgra saccharine moral
drawn from that awareness: We should all get along. Why fight?” (p. 35).

According to Bloom, the only mission the university has today isviteh hunt
to stamp out a series of “perceived” crimes against demoeraagism, sexism, elitism.
For Bloom, the role of the great avenger or equalizer doesuitdhe university at all,
and so it is suffering a serious decline. Bloom believes that #olucshould be a
transformative experience for all students, making them moreeasfahe world around
them, but this will hardly happen, intones Bloom, if our humanities depattnibecome

a series of minority studies program, with each minority group intent on sguidigetf.



73

Another one of Bloom’s concerns is the university’s increasing factushe
practical: straightforward career training at the expense bbexal arts education.
Competence and success, preferably in financial terms, atetleem to matter in the
modern world. For Bloom the four years of the undergraduate experstould be a
time of intellectual freedom between the “wasteland” of theimger years and the years
ahead when they will be little more than working drones. But todayuhiversity is
turning away from the undergraduate experience as a time eedddm to the
undergraduate experience as a time of credentialing. He insists that:

There is no vision, nor is there a set of competing visions of amaducated

human being is. The question has disappeared, for to pose it would batddhr

the peace... better to give up on general education and get on sy#cialty in

which there is at least a prescribed curriculum and a prvgpeareer. (1987, p.

337)

It must be pointed out that Bloom’s sample is hardly a demoaagc In his
book he states that, right or wrong, he is focusing on the type ohstudho are most
likely to take advantage of a liberal education (read wea#thg have the greatest moral
and intellectual effect on the nation (read powerful). He fuigloes on to criticize what
he considers the misguided reduction of the ideal of equality tetifinialy generated
equal opportunity for people of unequal ability to get ahead.

Bloom dislikes distribution requirements for he believes these gioplpea
superficial smattering of knowledge. He finds composite cowsbgitly preferable,

since in interdisciplinary studies professors from differentsaveark together, but he is
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afraid that sometimes the courses may not be rigorous enoughr&angeprofessors do
not like or are not prepared to work outside their narrow areapezialization. He
strongly prefers the Great Books curriculum, not as literatur@aduain example of “the
greatest minds debating at the highest levels,” (1987, p. 346) but knadvisishigpe of

curriculum inevitably invites criticism from different quarters.

Democratic Silence
Gerald Graff, in “Clueless in Academe” (2003) also takaseisgith the disorder
he sees in the curriculum, due, in part, to the university’s dé&sileep the peace
between different interest groups:
Campus culture is governed by a tacit code of democratic silwheegby we all
agree to muzzle ourselves so that no individual or group gets their walis.
mutual nonaggression treaty preserves short term peace, but in datnghsats

down intellectual community or pushes it to the margins. (pp. 76-77)

This model of education leaves many students lost, without an undengtaxidi
the connectedness of all knowledge.

The curriculum represents not a coherent intellectual world witherdions and

practices anyone can internalize and apply to the specificengalt of each

discipline, but an endless series of instructors’ preferenceydbgbsych out, if

you can, and then conform to, virtually starting over from scratchach new

course. (p. 67)
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Graff criticizes what he terms the “volleyball effedq. 74), in which new
courses and subjects are assimilated by simply being addedexithieg ones, without
rethinking the curriculum as a whole. “Since the new interdisep} units are simply
added to the existing disciplines, they tend to remain disconnectadeftoh other as
well as from the disciplines themselves” (p. 70). He beligvesmperative to provide
students with a more connected view of their academic experieneslliaas help them
relate this experience to the wider world. He proposes WrArrgss the Curriculum
programs, teacher swapping, learning communities, and lectures seyienodels of
education which may help students integrate knowledge from diffeoenses and apply

what they learn to the real world

Bruner: The Spiral Curriculum

With “The Process of Education” (1969), Jerome Bruner also ehieidebate of
form versus content. In his view the teaching and learning w€tate is as or more
important than the simple mastery of facts, of a body of knowledgeen one as well
regarded by some as the traditional Western canon. He dhgiébe understanding of
fundamentals not only helps to build more complex knowledge, but aids merhiar
explains that “if earlier learning is to render later idag easier, it must do so by
providing a general picture in terms of which the relations éetwthings encountered
earlier and later are made as clear as possible” (1969, p. 1#). folindations are
particularly important, and may lead to the transfer of trajramg improved educational

performance. Students need to be given the fundamental pringf@ediscipline, with
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the details placed within a structured pattern in order to conservanity of the subject,
or these details will appear random to the students, and will thus be easily forgotte
Bruner is also a strong proponent of the importance of the arts anditiamand
sees the neglect of these in favor of “real” knowledge as tumfmte. He reminds us that
the divide between the sciences and the humanities is not a new onaghlbat goes
back hundreds of years. Today there is little or no training, Breaes regretfully, in
intuition - the ability to perceive a problem in its totalityamice, but everything must
proceed step by step, in analytical fashion. He insists that:
Intuitive thinking, the training of hunches, is a much neglected anehtess
feature of productive thinking not only in formal academic disciplmésalso in
everyday life. The shrewd guess, the fertile hypothesis,ainageous leap to a
tentative conclusion — these are the most valuable coin of the rtrahkeork,

whatever his line of work. (1969, pp. 13-14)

Still, it is important to note that for Bruner, intuition regfson a solid grasp of a
subject. He reminds us that “the good intuiter may have been bornsemlething
special, but his effectiveness rests upon a solid knowledge of thetsabjamiliarity
that gives intuition something to work with” (1969, pp. 56-57). There islddlyi a love
of order at work in Bruner’s educational philosophy. We can clearly see thateugt
Bruner is attempting to be innovative, he retains the idea of tHgtian@s somewhat
more real than the aesthetic. We can see that even though he allows for thenicepairt
a creative intuition, he would still insist that once the groundworkets the analytic

methods should step in to tidy up after the artist.
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For Bruner a curriculum should be built around the great issues, pescaoid
values that a society cherishes. He favors a holistic edacafnich he only sees as
possible through the spiral curriculum, a curriculum “which turns bagtself at higher
levels” (1969, p.13), recycling what has been learned, and reachingrgeeels of

complexity as the students become able to benefit from it.

Phenix: The Unity of Knowledge

The idea of holistic education is also a very important one in the writings of Philip
Phenix, but instead of focusing on disciplines as others have done bfgige centers
on what he terms, “realms of meaning,” also the title of one sofrhportant works on
curriculum theory. In this work, “Realms of Meaning” (1964), Phenigues that
knowledge is not the province of specialists; instead, he believeshtbagh higher
education, higher order thinking and understanding can be attained by everyene
defines human existence as a “pattern of meanings.” He foonsée idea of centering
education around a series of different realms of meaning, withabeesponding types
of rationality, which he considers absolutely necessary to thdduklopment of human
beings, as opposed to the type of education which focuses on just omé tgpenality.
Phenix points out that acquiring a comprehensive view is no sighte t'lt is not easy
to sustain a sense of the whole. Many a person pursues his owad lralling with
scarcely a thought for his place in the total drama of civilestkavor” (1964, p. 3). He
sees the mission of education as that of broadening studentsoiiggy deepening their
insight into different kinds of relationships, and enabling them to gmrak daily

customary existence. He expresses that:
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There is a great need for the best insights of civilizatiooetonade available to
people generally and for its humane significance to be maede. cl“Popular
culture” need not be mediocre and trivial. Meaning is lost both whewlkdge

is abstruse and inaccessible and when it is commonplace and trivial. (1964, p. 14)

Phenix’s goal is an integrated outlook — a holistic model. He ad&dat a
unitary philosophy of the curriculum leading to a comprehensive outlook ofdhd.
He argues for the inclusion of the following realms in the culwim: symbolics,
empirics, esthetics, synnoetics (relational insight), ethiegics (history, religion, and
philosophy). He emphasizes that human beings may both discover amdnoezating.
His general education ideal is that a person be good at speakiegstanding and using
symbols, be well-informed, aesthetically aware, and self-avibed; he possess inter-
subjective understanding; and be capable of making wise judgmenay o day life.
He considers the good life to be the realization of meaning nealts, and the mission

of a liberal arts education to be to help students start making strides towardedHiteg

Gutmann: Democracy & the Obligation of Ruling Well

The good life has been considered a worthy aim of higher educatioratyy m
thinkers who have written on the issue of the curriculum. In “DeaticcEducation”
(1987), Amy Gutmann makes the important claim that being a citrzendemocracy
necessarily means ruling, which makes it necessary for dktoapable of doing so
through participation in the different affairs of the societhudgthe university has a very

important mission to fulfill: it has the ethical obligation to provstedents with an



79

adequate education which will enable them to understand and evaluapetiogm
conceptions of the good life.

Gutmann’s concern is that the curriculum should not focus solelylio fih the
gaps students have from their primary and secondary schoolinép(cang the basics).
She assures that “higher education cannot succeed unless lowdroaddeoas. If high
schools are not educating most students up to the democratic tbredtes many
colleges and universities will continue the primary education of #tedents” (1987, p.
172). Nor does she believe the curriculum should become an amorphousecndatir
may be conveniently molded into anything that sells at a patiqubint in time.
Gutmann stresses that the focus of the curriculum should Balktitinking and thinking
about political problems, articulating one’s views and debating twdke one disagrees
with; this becomes a type of moral education which all who wouldapable of ruling
themselves and others must possess. Her proposal is that “evmneifusniversities
conceived of themselves solely as ‘knowledge factories,” aimingtoninaximize their
‘intellectual product,” they would consider in addition to test sconelsgaades: evidence
of creativity, perseverance, emotional maturity, aesthetisilsdity, and motivation to

learn” (1987, pp. 198-199).

Steiner: Democracy & Public Discourse
David Steiner’'s “Rethinking Democratic Education” (1994) also fosuse the
importance of democracy as a central part of the curriculum;hbuinsists that

democracy is not to be confused with a mere populist approach, thus hhgrémgium
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on a good college education centered around communication, for this caratimmis
at the base of our society.

For Steiner public discourse needs to be at the core of educat®nvithin our
public discourse, within the free exchange of different viewpaams ideas, that we
negotiate the political and the ethical, stake our claims to oeeddéms and
responsibilities, and define who we are. It is the responsibilithe society, claims
Steiner, to make men, “the measure of all things.” He proposes that:

A democratic sensibility will hold fluid and in question the relaship between

the finite spaces of political interaction and the potentiallynitdiarena of the

private imagination. It will be prepared to undertake a lifelo@gotiation
between the temporarily immediate and the claims of the dom#stipolitical,
and the ethical, which may intersect with, or put in question, the deroéricis

moment. (1994, p. vi)

Steiner would focus his curriculum on historical and current evente@mdhese
have shaped our identity. He would, in addition, put a high premium on commimica
the spoken and written word, as well as media images and commgeadgs. He
strongly believes in the importance of understanding differentsf@irhetoric, and he
finds literacy in political economy to be particularly importamtorder to develop in
citizens a full capacity to judge public policy, to protect themselves agahedangers of
oppressive ideologies. He proposes the pedagogy proceed in the following manner:

Students would focus on a number of case studies in which they woulshexam

the relationship between issues, audiences, and media in speechisiagyert
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song, literature, documentary, demonstration, video, and film... Students wil
concentrate on dissecting the dynamic relationship between mlifféorms of
rhetoric, the political impact they do or do not create or embody,hendthical

claims that are reforged in the process. (1994, p. 201)

Greene & Eisner: An Aesthetically Significant Curriculum

Countless thinkers have debated liberal education and the importance of
humanities in liberal education; but there is little mention ¢ ar of the aesthetic
component of education, which will be an integral part of this degsen. That is why
the work of Greene and Eisner is imperative in rethinking a new wadeigie general
education curriculum for the ZTentury.

Against the new technical-rational view of human beings, schools ametysoc
against rampant testing and standardization, against back to lbaswesnents and
accountability measures, we have the voices of Maxine Graeh&ldot Eisner, who
call for a complete reevaluation of education today. Greene amerEissist that
incomparable harm has been done to students’ development and weltHyeungh the
neglect of aesthetics in the curriculum. This neglect hasoledhighly impoverished
model of education which makes of students one-dimensional creaturddeazpcting
only within a limited sphere of experience. Today, with the irstngamove towards
specialization, the highest knowledge has become the partial knowl&tge®sophical
reflection, moral development, and aesthetic appreciation have bgletctad because
they are not considered qualities which will help students getdahBhey are not

considered tangible skills; it cannot be proved that these leadt¢o jodis, more money,
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and a corresponding higher social status. The mania for measuaitegal results has
taken its toll on everyone.

The results of this fragmentation of the human mind and spirit in tedegtld
are legion, as Greene and Eisner have expressed through @ognpeduments, which
will be examined in subsequent chapters of this dissertationwilMake a look at their
two very different but complementary views of the aesthetiducation. We will look
at how the aesthetic, and particularly literature, informs Greaneral philosophy of
freedom and responsibility. We will also analyze the role of dbsthetic, and
particularly the visual arts, at the basis of Eisner's psycimbgesearch on cognitive
development, on his theory of “ways of knowing.”

But first we will turn to one more figure in the history of Arntan education
which deserves special attention for the priceless legacy hkefhas those who have
already or have yet to embark upon philosophical, psychological, toraiuleflections

on the nature of curriculum and education after him — John Dewey.
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CHAPTER THREE

DEWEY

John Dewey (1859-1952) is a figure that deserves distinct attensioana
embodiment of a particularly American philosophy, pragmatism, $saw@n important
thinker in the history of progressive education. He brought to the dadend sense of
democracy and a commitment to education. He was worried by wkathas a two tier
system designed to separate students into distinct groups acctwdthgir parents’
wealth: one receiving an elite education and the other, a tdwuleaton. He was
adamant that all should receive an equal education, a good education, and he prdmulgate
a healthy respect for all kinds of skills and knowledge. Dewey laisught a practical
twist to thinking. He insisted that learning should be an agireeess, an exchange
between subject and object, between the knower and the world of expeas opposed
to the rote memorization which was the norm in the schools atithat tin his later
years he also tackled the subject of the aesthetic and gave gtathis of intelligent
activity, arguing that the aesthetic was not the exclusive proahtiee arts, but instead
present in everyday life. Dewey stressed the importanealoing all aspects of human
experience. His work was a foundation for the work of many latekers, among them
Maxine Greene and Elliot Eisner.

In this section we begin with Dewey’s reflections on the hisabnielationship
between education and the social order, his concern with democrasp@aljustice,
and his definition of what a good education, a comprehensive educatiats. efitaen

we move on to Dewey’s analysis of thinking in which he discussesrtiez of thought,
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the nature of experience, and the role of the senses. Fronwih@vance to Dewey’s
examination of the aesthetic, its importance in daily life, angbéntecular importance of
arts education; here we see Dewey’s insistence on aesthieng as real thinking.
Finally we arrive at Dewey’s analysis of the conditions ssaey for good thinking, the
“habits of mind” he advocates for, and his discussion of how the aestlestient ties in

with these.

Education & the Social Order

Dewey’s commitment to democracy in education was an integitabplais social
philosophy; his idealism, sense of justice, and insistence on eqawdigowerful. He
was a strong critic of education as a way to divide and sepaoakeep individuals in
their respective class positions, to reproduce unjust existing class structilnesociety.

For Dewey all types of knowledge and skills hold equal value; samenot
inherently better than others, though they may be perceived as Limetieasociety due
to unjust historical social conditions, going back as far as theeAn&reeks, which
divided men into masters and slaves. Dewey reminds us that:

There exists an educational tradition which opposes science tatuiee and

history in the curriculum... the notion that ‘applied’ knowledge is sameless

worthy than ‘pure’ knowledge, was natural to a society in whiclussful work

was performed by slaves and serfs. (1916, pp. 228-229)
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It is the unjust social philosophy of an era now past which ssisis upon marking the
distinction between the academic and the vocational in the schools tacturet honor
to the first, and a stigma to the latter (1916).

According to Dewey there is a great misconception at the betris divide; the
term, “vocational education” is misunderstood by many. He warhsthee is a danger
that vocational education will be interpreted in theory and praatideade education: as
a means of securing technical efficiency in specialized dupurrsuits” (1916, p. 316).
Vocational education does not mean “practical” education. Inddaducation, claims
Dewey, is vocational education, regardless of how theoretical atiqgala With
considerable wit, Dewey points out that “to a considerable extemteducation of the
dominant classes was essentially vocational — it only happenedhthatpursuits of
ruling and enjoying were not called professions” (1916, p. 312). Evelibtral arts
may be considered a kind of practical specialized training (1916). liddral arts, the
humanities, or even the arts, for Dewey, do not confer an automatic atgmopculture
(1916).

Dewey makes the interesting observation that if we wecoeiaty strictly divided
into classes we would only need to pay attention to the membtrs opper classes. We
could therefore, without too many qualms, allow them to have the rdimea$chools.
These upper classes would, of course, choose for their own childrerri@ilam
emphasizing a broad education, a curriculum centered on the libesaloae which
would train their children to be future leaders. The children ofpthe, on the other
hand, would be exposed to a different curriculum altogether, onerxpfitiir station in

life. They would primarily be trained to serve the needs andestteof the elite through
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trade education. But this, insists Dewey, is an unjust situatiotafsociety which is
mobile, which is full of channels for the distribution of a changeuotg anywhere,
must see to it that its members are educated to persondivaigaad adaptability” (1916,
p. 316). The trade worker, having been trained for very specific tdsks can at any
moment become obsolete, is rendered almost wholly dependent on hay@mahd can
thus be easily controlled. He would be hard pressed to harbor @amsbiieyond his
station. Given the social order, how realistic could these ambitions possibl®Ea) (

Sadly, the description above is not a hypothetical one, but one whicleeve s
taking place in our society each and every day. In fact, tinse have superior
economic resources and wield power and who may best invest irotisgiring, acquire
for them a liberal education. The rest, the masses, consisting pbor and a good part
of the middle class, are the ones who provide the raw materialhaagh ¢abor for the
enterprises of the few.

This state of affairs, Dewey argues, is absolutely unacceptabbur country.
The U.S. is supposed to be a democratic society, one in whichoplepare considered
equal, one in which upward mobility is a real possibility, not singaynething read
about by children in social studies textbooks. And the principles of danoycstates
Dewey, are violated when society infringes upon the freedom ofdatsbers, attempting
to use education as a tool to fit individuals in advance for speocifiational pursuits, not
on the basis of the students’ capacities or interests, but oretidthvand social status of
the parents. This is a flagrant abuse of education, making of sah@gjeacy for the

transfer of an outdated division of leisure and labor. The sepawEtthe classical and
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the vocational in fact undermines the principle of equality, making society but
nominally democratic (1916). As Dewey argues:
Any scheme for vocational education which takes its point of depdim the
industrial regime that now exists, is likely to assume andedrpetuate its
divisions and weaknesses, and thus to become an instrument of accomiehing

feudal dogma of predestination. (1916, pp. 318-319)

Some might argue that job training is precisely what mosthef population
needs: specific skills in a specific area will lead to aiipe tangible job with which a
person will be able to support himself. But, Dewey reminds us, thew&cus on this
sort of training is, in fact, counterproductive. With the fast pddde world today and
the constant changes brought about by technology, workers are quanttéyredundant.

And not everyone is able to readjust — go back to school, get another set of skills that may
gualify him for a job for a few years and then once again become redundanganthbe
process all over again. This is an exercise in absurdity, &b to wasted talent, and

lives of constant desperation (1916).

A Good Education

Dewey underlines the exigencies which democracy places on etensyof
education: A democracy must foster unity and good feeling amdog/feitizens, and so
must strive for equality among them in all things. It must, tfbese demand respect for

all types of occupations; it cannot discriminate between greatd lesser areas of
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knowledge or greater and lesser skills, but recognize the fullectigal and social
possibilities of all vocations (1916). It must also demand equahtesd for all its
citizens; it cannot favor those with greater assets and a hsgie&al status, and allow
them to set themselves apart from their less wealthy andemtfal fellow citizens
through either a brazenly or a subtly engineered and manipwgséein of education
which sorts its youth into their “proper” social strata. He writes:

To split the system, and to give to others, less fortunatelytesituan education

conceived mainly as specific trade preparation, is to treatcti@ols as an agency

for transferring the older division of labor and leisure, culture andce, mind

and body, directed and directive class. (1916, pp. 318-319)

In short, a democracy demands a good education for everyone. And what does
this good education consist of for Dewey? A good education is onfogets thinking
for its own sake, one which teaches that the value of wisdom arsgé#nch for the good
life are far superior to the simple gathering and storing umfofmation (1933). He
writes:
Of course, education is not exhausted in its intellectual aspbete are practical
attitudes of efficiency to be formed, moral dispositions to bengthened and
developed, esthetic appreciation to be cultivated. But in all thesgsttiiere is at
least an element of conscious meaning and hence of thought. Otheraceal
activity is mechanical and routine, morals are blind and arpjtaard esthetic

appreciation is sentimental gush. (1933, p. 78)
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A good education is one that teaches equality, that no one group haghthe
reserve for itself the lion’s share of the goods and benefiteisdciety; it teaches young
people to be vigilant lest others try to use them and curtail dignity and freedom. A
good education teaches its citizens to be independent and proactive, toittatiees,
and to be flexible and adaptable to changing circumstances.isTiosjust an ideal; it is
a practical matter — a matter of survival for the vast majority (1916).

Dewey’s argument is for a comprehensive education for everyonedlesgaof
social status or future occupation. He would make sure that the ieducat current
students and future workers receive is one that benefits theotlgias opposed to their
employers. Thus these young people would first of all be traioedefadaptation in
changing conditions so that “future workers would not become blindijest to a fate
imposed upon them” (1916, p. 319). To this end, it is necessary to instill feelings of pride
and self-worth in all workers, regardless of their occupation. Wbidd in a sense mean
freeing them of the oppressive conditions, rampant in our industdadizeiety, which
objectify them, forcing them into the performance of repetitasks that are devoid of
personal interest and afford no satisfaction in personal accomplishrBehtDewey is
clear that:

There is nothing in the nature of machine production per se taatirsuperable

obstacle in the way of workers’ consciousness of the meaning of what they do and

enjoyment of the satisfactions of companionship and of useful workdoga8.

The psychological conditions resulting from private control of &1 of other

men for the sake of private gain, rather than any fixed psychalagie@conomic
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law, are the forces that suppress and limit esthetic qualitlye experience that

accompanies processes of production. (2005, pp. 343-344)

For Dewey the kind of education which would counteract that type afadiom
would be one which includes instruction in the historical background ofergres
conditions as well as the study of economics, civics, and politiceyder to make
workers aware of current problems and challenges, and empower thé®mcame
engaged, to partake of the social life of the community and the natlos.is the kind of
participation democracy demands, one that engenders the achievementllgfdefaied
ends for the benefit and satisfaction of the members of the society (1916).

Dewey believes that the renewal of the social life takasepthrough education,
an education which is primarily conveyed through communication. For Yewe
communication, which was meant to be the great transmitter of temtudeom one
generation to the next, has been misused, leading to a greatfdeakte and lost
educational opportunities. A great mistake has been made idubaten of youth, says
Dewey. He insists that it is wrong for a society to singitgmpt to convey to its young
people the beliefs, emotions, and knowledge it wishes them to have (1H®).
complains that “in schools, those under instruction are too custont@wked upon as
acquiring knowledge as theoretical spectators, minds which approknatdedge by
direct energy of intellect” (1916, p. 140).

Young people are not empty vessels waiting to be filled up with kigeleyet
this is what an education based on the memorization of lessonseasdhiat young

minds will be effectively and efficiently molded by their msttors’ pouring facts into
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them. For Dewey, this type of routine can only lead to the asfegbwth, invention, or
initiative of any kind because students cannot conceive of this kinedo¢ational
experience as meaningful, as relevant to their lives, hopes, aathdreAs Dewey
reminds us, “general appeals (to a person) to think, irrespectitree agéxistence in his
own experience of some difficulty that troubles him and disturbsqusileium, are as
futile as advice to lift himself by his boot-straps” (1933, p. 15). The skills and knowledge
which students learn need to be directly integrated into their éisaadividuals and as
part of the community. Aims imposed from the outside, claims éyewield few
positive results. The transmission of knowledge as a preparatiooniar far off future
merely leads to making the work of teachers and students meahaméaningless, and
empty (1916). But on the other hand, Dewey reminds us that it isaamsstake to
assume that any kind of spontaneous activity, without the proper direfttm the
instructor, will necessarily lead to the training of mental pof&6B83). This was part of
Dewey’s quarrel with the direction some progressive educators naskiterpreting his
educational philosophy and using teaching methods that were lessddanfrom
Dewey’s point of view. He criticizes the view that:
The more unfitted the physical object for its imagined purpose, sualtabe for
a boat, the greater is the supposed appeal to the imagination... (@Bugdlthy
imagination deals not with the unreal, but with the mental reamiz®f what is
suggested. Its exercise is not a flight into the purely fiahand ideal, but a

method of expanding and filling in what is real. (1933, p. 214)
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For Dewey, improving education means broadening the intellect byopews
problem solving and critical thinking skills in students; it meamsigong on conditions
which will develop and make demands upon thinking, since only througtufruit
thinking can human beings be led to intelligent learning (1916ut tBis thinking
consists of both rational and aesthetic activity. Neglectiraginative vision, whether
within or outside of the arts, leads to the fruitless amassimgads of information and
specialized skills, and so education becomes barren (2005). Withouhatiaigi mental
growth stagnates, leading to the stagnation of the societylhsagvéthe imagination is
the medium of appreciation in every field” (1916, p. 236).

In short, Dewey sees education as the heart of socialifiedecries the fact that
for so many years its fields of possibility have lain fallosvthe society has wrongly
focused on education as the straightforward, unimaginative tranemissknowledge,
customs, and beliefs, what has often been described as culture, frganenation to the
next. Dewey has a very different definition of culture. For hmituce does not consist
of a distinct body of knowledge and traditions, but instead, of theyatmlitonstantly
broaden one’s ability to perceive meaning (1916). He also remintth&tuthe arts and
the sciences are both part of the culture, and so we need to develop ease &rdyfamil
navigating different waters without losing our way. He writes:

A person who has at command both types of thinking is of a higher ordeng¢ha

who possesses only one. Methods that, in developing abstract totdllec

abilities, weaken habits of practical and concrete thinking fall as much shibet of

educational ideal as do methods that, in cultivating ability to plamvent, to
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arrange, to forecast, fail to secure some delight in thinking,peotse of

practical consequences. (1933, p. 228)

Dewey maintains that if it is true that there are stilhe educators who do not
truly understand how art can contribute to education, this is due tarithiey of an
education which excludes the imagination and does not take into accodesites and
emotions of human beings, an education in which enough attention is dotopthie
aesthetic. He claims that:

The hostility to association of fine art with normal processedivaig is a

pathetic, even a tragic, commentary on life as it is ordinhvig. Only because

that life is usually so stunted, aborted, slack, or heavy ladetheisidea
entertained that there is some inherent antagonism between thespobcormal

living and creation and enjoyment of esthetic works. (1933, p. 27)

Thinking: How it Proceeds

The Order of Thought
There is in Western culture a mania for separation, incision, aegocezation, a
mania which, for Dewey, leads to misconceptions about mind. He tells us that:
The separation of ‘mind’ from direct occupation with things throws esiplan

things at the expense of relations or connections. It is altogeth€ommon to
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separate perceptions and even ideas from judgments. The latténoaght to

come after the former in order to compare them. (1916, p. 142)

This leads to the creation of an assembly line of sorts will@rhttiman mind in
which each of the aforementioned powers carries out a singulasf settions in a
distinctly prescribed manner without infringing upon the task, or ajpgciof the next
one in line. The end result, the tangible good thus obtained, igoséel productive
thought (1916). In effect the thinking man in this model proceeds in thewfol
manner: He first perceives things apart from any relatibey tmay have, he then
proceeds to analyze each particular part by enumerating andnengmll its qualities,
and finally he calls upon his powers of judgment to combine the preyisaphrated
elements so as to discover the causal connections that magrerisgy them. This, for
Dewey, is absurd. In fact we may perceive and judge, judge acel\@eall at once, our
powers of analysis and synthesis pervading the whole process fganmibg to end, as
long as our perceiving is not a mere response to stimulus, aseregery excitation, or
perhaps the simple recognition of something we are familiar fithn a previous
judgment (1916).

Dewey posits a different theory of how a learner acquires kngeletHe breaks
up the process into three main stages. He calls the thugt Sthe power to do” (1916,
p.184); this is the knowledge of simple familiarity, a knowledge Wittte depth or
sophistication; it is our point of departure. Then in the second atageay be exposed
to new information or a new experience; knowledge is thus deepermaphhthis

communication, this contact with something outside of what is alr@adyiar. Finally,
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we come to the third stage, the most challenging one, for it ®mail own efforts to
enlarge this knowledge, making it into rationally or logically orgad material; this is
the knowledge of the person who is considered an expert in a suBjgicDewey still
claims that “a conscious setting forth of the method logiadigpted for reaching an end
is possible only after the result has first been reached bgnscious and tentative
methods” (1933, p. 257). Of special significance in Dewey’s staghis insistence on
the active nature of knowing, on the hard work this knowing demands of the kriower
it is through our tireless relentless perceiving, pondering,ingdgand looking for
connections that we come into our own repertoire of the world, a worlkchvidimade

broader and deeper primarily through our own efforts and experience (1916).

The Nature of Experience

For Dewey experience is neither solely physical nor solegntal, but an
interface between the two. It is “the result, the sign, andetivard of that interaction of
organism and environment which, when it is carried to the full, isrgsfiormation of
interaction into participation and communication” (2005, p. 22). The exuese
originating in the world: things and events, whether they are gddysr social, are
transformed when met with the perceiving human being and act upopetien,
effecting a second transformation: the transformation of the humag, lvého undergoes
change and development as a result of this communion with the worddahim
(1916).

Experience is not primarily cognitive. Dewey argues thatnined does not

perceive things apart from relations. How can these relatjpg$i@ appreciated without
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experience? There is no disembodied mind or spirit which is equtppggasp them.
For this reason, Dewey reminds us, “An ounce of experience is waoth af theory”

(1916, p.144). That is why experience is such a valuable assethgntlisvan integral
part of a good education. That is also why “the fundamental yallaomethods of
instruction lies in supposing that experience on the part of pu@ls e assumed”

(1916, p.153).

The Role of the Senses

In a philosophy in which experience is paramount, the senses aegtadeal of
weight; they are man’s first avenue to experience. For Dewesyg fully awakened to
the senses and what these can perceive and experience is ¢rbei@ is no greater way
to acquire knowledge; the idea of a “pure” mind directly engagéae contemplation of
abstract knowledge is nothing but a myth; it is a mistake ofagiuncto separate mind
from direct contact with things as if the former could be tdifig such lowly company.
He reminds us that:

Nothing enters experience bald and unaccompanied, whether it Enangly

formless happening, a theme intellectually systematized, obj@at elaborated

with every loving care of united thought and emotion. Its very ecdras the

beginning of a complex interaction; upon the nature of this interadepends

the character of the thing as finally experienced. (2005, p. 162)

Nor is it the case that the senses cannot achieve much on thewitheont the

intervention of the external higher powers of analysis and judiymEhe senses pick up
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sensuous material from the environment and can directly engagge contemplation:
perceiving, analyzing, and judging all at once. The senses uparp not only to
sensuous material itself, but engender the perception of relapensbmething which is
impossible outside of experience. For Dewey, while the whole proe¢essmmunion
with the world contains a strong emotional element, the perceptiohimgfstand the
discernment of their relationships is still primarily an irgetual matter; it is still good
thinking. So, “the common assumption that, unless the pupil from the oatsstiously
recognizes and explicitly states the method logically impghetthe result he is to reach,
he will have no method and his mind will work confusedly or anarchicafigllacious”

(1933, p. 128).

The Importance of the Aesthetic

Dewey exalts the aesthetic as the manifestation and asbebod the life of a
society, promoting its growth and development. For Dewey esthgigrierce is “the
ultimate judgment upon the quality of a civilization. For whilesitproduced and is
enjoyed by individuals, those individuals are what they are in theextowof their
experience because of the cultures in which they particip2085( p. 326). Thus there
is an inextricable connection between men and the culture that peotihen. Each may
enlarge or constrict the other.

Dewey sees art as the bridge between not only man and naturevibegehan
and other men; art is what renders human beings aware ded#peconnections we all

share, and our ensuing responsibility to one another. Without theeti@sDewey
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intones, we are missing the completeness of experience, the ttiiy world, and the
awareness of ourselves as a necessary part of this unitybréaks through barriers that
divide human beings, which are impermeable in ordinary association” (R0@=l4).
It's the aesthetic element which gives human beings a feelia§veiness, which gives
birth to appreciation and enjoyment of the world, which gives experiénenotional
quality. Without the aesthetic element there can never be a derlipieg of life; men
are, in effect silenced, so neglecting the aesthetic can lealy to an incomplete

education (2005).

The Aesthetic & Arts Education
Education does not become aesthetic solely through the introduction of an
aesthetic subject, such as the fine arts. Indeed, arts esucam be just as dry and
empty as any other kind of learning if the same dry and empthoaetof rote
memorization are employed, if students perceive the educatioradgsr as mechanical
and meaningless. At the same time, any subject, even those avhictot considered
aesthetic, such as math and science, can be given aestsattizetnt through imaginative
vision. It all depends on the methods employed. Dewey decries the fact that:
Unfortunately, it is too customary to identify the imaginativiehwhe imaginary,
rather than with a warm and intimate taking in of the full scoipa situation...
This leads to an exaggerated estimate of fairy tales, mfdahsiful symbols,
verse, and something labeled ‘fine art’ as agencies for developing imagiaati

appreciation; and, by neglecting imaginative vision in othertargt leads to
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methods which reduce much instruction to the unimaginative acquiring of

specialized skill and amassing of a load of information.... (1916, p. 236)

Dewey speaks out against what so often passes for aesthatis education in
the schools. He speaks out against the method of instruction whichte@isssimple,
unimaginative transmission of facts from teacher to studentopwor tiextbook to student,
facts which must be memorized, internalized, and then spewed badie isame
unadulterated form upon examination. This method makes of teachiaghaicgl
occupation and not an art. This method of instruction, Dewey argues, diozkHy
against what education should be (1916). Instead, he counters, “the sdigatineto
enduring improvement in the methods of instruction and learning consiseniering
upon the conditions which exact, promote, and test thinking” (1916, p. 153).

Dewey repudiates a curriculum within which subjects, whether tremarts or
sciences, are taught with literal methods, with what he teahas“anatomical” or
“morphological” method (1933, p.127). He complains that:

Even when it is definitely stated that intellectual and physicalyses are

different sorts of operations, intellectual analysis is ofteatéd after the analogy

of the physical, as if it were the breaking up of a whole ititaésaconstituent

parts in the mind instead of in space. (1933, p. 127)

Logical analysis, Dewey claims, is much more than a reatenmeration of all
possible qualities and relations. Understanding of a subject does nast cions

multiplying distinctions ad absurdum and finding a name for each swstimation.
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Dewey worries about the excessive instructional dependence tmodneDewey sees
this method as excluding the imaginative, leaving the emotions untouahddnot
responding to the students’ needs and desires. This kind of instrulc@ansistence on
impressing knowledge and information upon young people’s minds, of mdkamg t
passive absorbers of “truth,” is for Dewey a perversion of comratioic It is but an
arid exercise in the collection and transmission of meaningkéi$acts which are to be
stored in the students’ memory bank without affecting or changmghing in their

world, and it does not lead to the better living of life (1916).

Aesthetic Thinking is Real Thinking

Thinking in and through the arts is not just a passive affaig ot a simple
receptivity to feelings and sensations which may overwhelm frahout, but instead an
active experience; one which necessitates hard work on the plaet thiriker. Aesthetic
experience does not mean a sole emphasis on undergoing, but is insteapaeced by
doing - its necessary complement. Dewey insists that:

There is work done on the part of the percipient as there is on thef gae artist.

The one who is too lazy, idle, or indurated in convention to perform this work will

not see or hear. His ‘appreciation’ will be a mixture of geraf learning with

conformity to norms of conventional admiration and with a confused, even if

genuine, emotional excitation. (2005, p. 54)

Dewey considers thinking effectively in terms of relations aplities as

challenging as or even more challenging than thinking throudtalvand mathematical
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symbols, since words and numbers have the advantage of lending thentselves
mechanical manipulation, whereas each art has a unique symbol systgmt does not
share with others. “Each art speaks an idiom that conveys amabtchbe said in another
language and yet remains the same” (2005, p. 106). One cannot diby diesslated
into another. A minor scale is not synonymous with a palette of bhekgrays, though

it may suggest these colors to a listener.

All this, Dewey claims, should further elucidate for us the dwwaupon
someone engaged in the production of a work of art. When the rules reagyadbeen
made by others, as is the case of straightforward verbal and mattadmatcpulation, it
does not take too much imagination to communicate meaning. The atts other
hand, are filled with uncharted terrain in which the artist miraggle alone with his
vision, trying to bring it to fruition. Searching after thaighiness of fit,” a term which
Dewey borrowed from Goodman, may seem simple and effortlessatsider viewing
the finished product, but, in fact, taxes all of the artist’'s powers of qualitatelégence,
of relational thinking. This improvisational ability, which is tgadnly the province of
those who are truly familiar with their subject, Dewey considarsintegral part of
intelligence as employed in the arts. Engagement with tketta@h becomes not the

province of divine inspiration, but intelligent activity (2005).
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The Conditions for Fruitful Thinking: Habits of Mind

All of the potential for intelligent activity inherent in human kgEnwill merely
remain in the realm of the possible, if a series of conditions doameé together in the
education of young people. In order for human beings to reach teategt potential,
wings must be given to the powers of curiosity, imagination, play @edildm. These

are to become, in a word, “habits of mind.”

Curiosity
Curiosity, for Dewey, is “the basic factor in the enlargemengxgferience and
therefore a prime ingredient in the germs that are to be developedreflective
thinking” (1933, p. 37). Without curiosity there is no reflective thinksigce there is
nothing to reflect on if students have encountered nothing that arougsemtiest,
nothing they can care about. Dewey reminds us that:
The mind is not a piece of blotting paper that absorbs and retains automatically. It
is rather a living organism that has to search for its food,selatts and rejects
according to its present conditions and needs, and that retains onli digasts

and transmutes into part of the energy of its own being” (1933, pp. 261-262).

So for Dewey it is very important that instructors stimuleteiosity in their
students by encouraging them to wonder, to take intellectual rigkgahleaps, instead
of always following the tried and true methods of analyticaeiag. But Dewey warns

us that curiosity alone, though essential, achieves nothing. It nebdstevated to the
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intellectual plane and fully explored, otherwise it just fadeayawThe mind must be
stretched to see, hear, smell, taste, and feel, whethellyi@ranetaphorically, and from

these experiences, to draw its own conclusions (1933).

Imagination
Imagination, for Dewey, is paramount. It is what brings lifeheintellect, what
makes any human activity more than merely mechanical, whathesrithought and
renders it significant, by stamping it with the personal respoh& one who imagines.
For Dewey:
Power in action requires largeness of vision, which can be hadhoolygh the
use of imagination. Men must at least have enough interest inndpifdai the
sake of thinking to escape the limitations of routine and custom.reshten
knowledge for the sake of knowledge, in thinking for the sake of dla&g of
thought, is necessary to the emancipation of practical life — kinghé rich and

progressive. (1933, p. 224)

The imagination is not to be confused, Dewey insists, with theimagg with
simple flights of fancy. The imagination has the special tyualf allowing us an
expansive view, an initial glimpse of the seemingly unconnepgets, qualities, and
relations of a thing, a simultaneous taking in of an initially uedshtiated whole,
together with its various relations. For Dewey imagination woddally be part and

parcel of all sorts of educational encounters, both in the arts and in the sciences.
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Play

The playful attitude is one of freedom, one in which a person is not bguiig b
limits which traditionally adhere to things: by the uses they have heretm#ereput to or
the meanings they have held for others. Play entails the @&bsénlogmatism of any
sort; it is instead, marked by openness and flexibility. Bigpands the mind’'s cognitive
capacities as things develop the ability to stand for other things, as tteydsigns that
the student can imbue with his own meanings and manipulate in novel amgtinge
ways. Dewey shows great faith in the fruits of the marriageplayfulness and
seriousness, the union of unchained spontaneity and grounding intellectual Fadoor
Dewey, “to be playful and serious at the same time is possiideit @aefines the ideal
mental condition” (1933, p. 286). In an educational setting play allavdeists’ minds
an escape from the stifling prison of ready made answers,satloemn to explore new
ideas and notions which may not have been considered before. Thiagshow many
new inventions come into being, from ideas which once seemed faededcid did not
fit the mold (1933).

As can be seen, for Dewey, open-mindedness, tolerance for ambigudty,
reflectiveness are the cornerstone for real thinking and realrlgaio take place, though
these must be merged with self-discipline because learningrisus work. Well-
developed habits of mind will enhance people’s creativity and thellgm-solving
abilities in the face of the different situations they will @nater throughout their lives.
A habit, for Dewey, is much more than repetition. “The essencebif isean acquired
predisposition to ways or modes of response... Habit means spewélveaess or

accessibility to certain classes of stimuli, standing preitbles and aversions, rather than
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bare recurrence of specific acts. It means will” (1921, p. 20)vell formed habit may
pervade a person so deeply as to become second nature. Enmsnisecent of Sartre’s
claim that we choose ourselves through our actions, so that these, in a wag, hand
cause us to become whom we wish to be. In so far as a studeipai@s in curiosity,
imagination, and play, he is alterad a persorthrough the new horizons he is exposed
to. Dewey stresses the primacy of habits in our consciousness aadtioms; these
become an integral part of us, not subordinate instruments. “Wehmdyof habits as
means, waiting, like tools in a box, to be used by conscious res®@we.they are
something more than that. They are active means, means thatt phgetselves,
energetic and dominating ways of acting” (1921, p. 2).

In schools, particularly, it is the task of the pedagogue to incujcete habits of
mind in his pupils, or else he cannot expect them to learn. It is not enough to teltstude
what they ought to do. Dewey remarks upon a certain “superstiiosdciety. “They
suppose that if one is told what to do, if the right end is pointed dbeto, all that is
required in order to bring about the right act is will or wishtengart of the one who is
to act” (1921, p. 3). Itis not enough for students to want to learn tedohers to exhort
them to do so. The right habits of mind must first be inculcated,égdiakes a certain
amount of discipline and experience. As Dewey tells us:

Ideas, thoughts of ends, are not spontaneously generated. There satulate

conception of meanings or purposes. Reason pure of all influencepfrom

habit is a fiction. But pure sensations out of which ideas canabeefl apart
from habit are equally fictitious... Distinct and independent sensollitigeafar

from being original elements, are the products of a highly dkdlealysis which
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disposes of immense technical scientific resources. To betalsiagle out a
definitive sensory element in any field is evidence of previousing that is of

well- formed habits. (1921, pp. 4-5)

Well-formed habits of mind are essential to a good education, aateduwhich
speaks both to the student’s intellect and to his moral senseis Tinskind of education
which can serve to protect society against “advances” divorceddtioical concerns, or
a preoccupation for the ethical, unaccompanied by concrete actions. Thedsdblear
present technocratic society, the second to an assemblage ofedreamapable of
acting upon their world. Dewey’s thought developed through the lenseeh€&'s ethical
concerns becomes habits of mind in the service of philosophy, the rMmpmiative to
reach for justice and inclusion. Dewey’s thought developed thrdwgglemns of Eisner’s
preoccupation with the psychological laws of learning, becomesshabimnind in the
service of understanding, the ability to see, engage with, amgbiat the multitudinous

symbols of the world.

Further Words on the Aesthetic

Dewey, as we have seen, is an invaluable source for all thosare/haterested
in pedagogy. He has left us many important insights into ddacahd its methods;
particularly important was his campaign to free students fromesppe methods of
instruction which he believed led to a reduction of knowledge. He hagdeétlses the

reflections pertaining to his initial forays into aesthetic atioo, a journey of
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exploration, which though incomplete, yet holds valuable seeds for adl s come
after. In our continuing progression towards the aesthetic in gssrtition we will now
turn to two thinkers who were champions of the arts, proponents offtasiah of the
aesthetic, and upholders of a more comprehensive view of thinking andti@auca
Greene and Eisner.

We see Dewey’s influence in Greene’s work particularly indneoccupation for
democracy and social justice, and her desire to counteract thatialefelt by a large
segment of the society which has been silenced and marginajzttbde in power.
Greene also draws on Dewey’s legacy in her emphasis on intecBuby. on the
cognitive front, the inter-subjectivity between the perceiver aedwork of art and on
the social front, the inter-subjectivity among human beings. Gmeéredeasing the
imagination” also bears some comparison to Dewey’s conditions for fruitful thirdainal
the necessary role of the aesthetic in this exercise.

We see Dewey’s influence in Eisner's work particularly is linalysis of
cognitive activity and how the “rational” and the aesthetic moastectogether to form a
well-rounded person. We hear echoes of Dewey’s writings in Essaeticism of the
reduction of thinking to a series of steps which have been artificielineated, as well
as his insistence on the importance of the senses for thought. Deikey, Eisner
underlines the rigor of qualitative thinking. Finally, by calling &iudent parity in
cognitive development, Eisner, like Greene, comes back to Dewsgt&cupation for

democracy and social justice.
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CHAPTER FOUR

MAXINE GREENE

Maxine Greene is the great American defender of eveyt@sthetic: art, music,
literature, dance, as well as a great lover and upholder of daoyod hroughout her
long career in education she has been constantly engaged in the project to britsgohe ar
young people in the public schools through such work as her involvementheith
Lincoln Center Institute. She harbors the vision of a more justtgdgbhi®ugh “releasing
the imagination” in young people, and stimulating in them a lovenoidedge. She is a
champion of the imagination, stressing its inseparability from thatlcognitive and the
ethical. She is also a strong proponent of diversity, multicultarabsid empowering the
voices of those who have been marginalized. Though she has beshacaklitist by
some for her emphasis on certain types of texts such ascalassisic and literature, her
elitism can be considered a kind of democratic elitism, for shednapgn up the whole
world of aesthetic experience to all youths.

Greene is a lover of the humanities and of philosophy. Her etvigaiment for
aesthetic learning owes a great deal to existential philoseppgcially that of Sartre; we
can see her treatment of many of the issues which exisignttainkers were
preoccupied by. Greene designates her own philosophical orientati@xiatential-
phenomenological” (1978), a stance in which there is a focus on tlagexhgbserver
and his subjectivity as well as on the subjectivities of the people he is imgnath and

the inter-subjective reality which is created through these interactions
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In this section we begin with Greene’s thoughts on the purpose oatemhyc
through which we are immediately introduced to her passion for demyoanacsocial
justice. Then we come to Greene’s worry over a world in crigilstake a look at those
evils which she describes in her work: alienation, meaninglessnespairgde
dehumanization, indifference, and the erosion of democracy, and we folleen&s
through her examination and rejection of a few traditional solutions which cannotrwork
today's world. We then go through Greene’s arguments for artaawaluc This is
followed by an examination of the nature of the aesthetic andaestinetic experience
reveals the world; here we are able to see Greene’s propmsatsunteracting each one
of the ills she has previously mentioned. We continue with Greelssssion of the
importance of making art accessible to all students and her analysis of akest angood
teacher. After this there is a brief recounting of Greedelst to Rosenblatt, especially
as pertains to the relationship between the reader and thd-teatly, Greene’s dialectic
of freedom is revisited, showing how possibility and necessitet@mal players in the

drama of human life.

The Purpose of Education

According to Maxine Greene, the purpose of education cannot be te ehatir
our students are first in the world of math, science, and technoldiggre is infinitely
more to learning than what can be measured with standardsiacrdgerGoals 2000.
Students are being taught to revere an anonymous, authoritariatifisagieason. “When

it comes to schools, the dominant voices are still those of theatffiwho assume the



110

objective worth of certain kinds of knowledge, who take for granted fleas¢hools’
main mission is to meet national economic and technical needs” (1199%), Students
are being shut off from the narratives of their lived experiefioa) what makes them
individual and unique. Math and science have become the embodiment of kymwled
while the arts and humanities are seen as merely decorativeeasalg; and gratuitous
(1995b).

Greene rails against our technicized, consumerist mentalitghwias led to the
inevitable reduction of human life in every possible aspect: morgchpbogical,
intellectual, and cultural. The new buzzwords in education are wigedsffectiveness,
proficiency, and efficiency. The new goal is an emphdefined “excellence” whose
relentless pursuit by schools, instructors, and even the studentethesleads to a one-
dimensional educational experience. Today young people are not beirajeedtm
develop into human beings capable of leading happy, moral lives chliney accept
responsibility and show concern for their world and for their felhmman beings; they
are instead being strictly molded to enhance the economic cangretgs of their
nation. According to Greene, teachers “are expected to prdwegsung (seen as human
resources) to perform acceptably on some level of an increasysfigmatized world”
(1988, p. 12).

Education, for Greene, has a plurality of missions. It must difrsall enable
young people to perceive and to reflect upon their perceptions. Thieeawg and
refining of their senses will move them to see, hear, andrfeew, unexpected ways as
they become able to look upon the familiar with new eyes. Rieftewill allow them to

consider, analyze, and evaluate their perceptions, to look criti¢ateia world, posing
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guestions, finding connections, and creating new meanings. Perceptioaflantion
lead to learning, and it is important that this learning be aepsoof both discovery and
creation in a world filled with ambiguity in which each individlmdcomes the artist
whose brushstrokes bring life to his experience. The one who saftest be conscious,
wide-awake, as he engages in the search for answers to gfabhgirestions which arise
out of concrete situations. Greene writes:
It is through and by means of education... that individuals can be provoked to
reach beyond themselves in their inter-subjective space... thatag become
empowered to think about what they are doing, to become mindful, to share
meanings, to conceptualize, to make varied sense of their lived worlidss
through education that preferences may be released, languagesd|e

intelligences developed, perspectives opened, possibilities disclosed. (1988, p. 12)

Young people must learn multiple languages, develop multiple intelkgeand
learn to conceptualize in many ways (1988). They must developetiff&inds of
literacy, a comfort and ease with various types of texts; itingst learn to both read and
express themselves through the languages of music, dance, thendrigerature, for
these are languages that matter (1995b).

This learning must be emancipatory. Students must be led to undenstaan
interests and how these complement, clash, and intersect in theoivioldéhs and action,
ideologies and politics. They must be made aware of the history of knowledgarssu
the paradigms of science; anything that can throw light upon d¢hie as it, for it is thus

that they can learn to understand power: what it is, how it &, @&l how it is abused.
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Young people must be made critical and aware so that they mplageepassivity with
engagement, and can protect and defend themselves and others. As Greene hoges, w
in a world where “no one takes responsibility; yet individuals fieat their rights and
liberties are being eroded by people more adept, efficient, andrjpbvthan they can
ever be” (1978, p. 10).

Encounters with others move young people outside of their own experience,
pressing them to reach beyond themselves out to these others antheneatn inter-
subjective space where they may share and create meaniredbetogs part of a
community. These others are a central part of the ethicalomiet education, for it is
through the awareness and understanding of the inherent dignity ahdoivotters, that
young people will learn responsibility for the world and for tfiellow human beings, a
responsibility which is the very essence of freedom. Greene insists that:

An important dimension of all education must be the intellectual ibignopto

being of norm-governed situations, situations in which students discoveitvgha

to experience a sense of obligation and responsibility, whetherddrexe that

sense from their own experiences of caring and being cared fioorortheir

intuitions and conceptions of justice and equity. (1995b, p. 66)

This freedom is what moves us towards democracy: towards éyeattiety, a
society which is just and compassionate, which does not discard mseihbensiders
useless, ugly or broken, which does not measure people accordihgirtaniaterial
possessions or worldly influence, a society which will strivareganjustice and right

wrongs where it may find them. Greene reminds us that:
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We need but recall the long years in which people took it for gtahtd failure
was the fault of the individual pupil, or that certain minority groupsancontent
with their lot. We need but recall the ‘invisibility’ imposed upon ippersons,
members of various ethnic communities, even upon what we know asitide ‘t

world. (2001a, p. 18)

Perhaps the ultimate purpose of education, for Greene, is to enabte peyvie
to create meaning in their lives, to name their world and taponsibility for it through
the choices they make every day. To this end Greene urgepusste a pedagogy of
liberation, of inclusion, of critical consciousness and wide awakethesagh which
young people may be made more aware of their individual world arnduhiple worlds
of others. We owe it to our students to teach them lessons in schwepiare them for
the trials and tribulations they will encounter as they come tiad¢ace with the world
that has so far been given them, a world in crisis. Greene’s hope sethaierge from
the struggle ethical, committed human beings. As Greene emphasizes:

Ethical action takes place when spaces are opened for concretescmaide by

situated human beings. Enmeshed in relationships and projects, suah hum

beings must attend to the impinging social and political contaxt attempts to
overcome the carelessness, systematization, and neglectatigtrsthe way of

morality. (1990, p. 67)
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The Crisis of Modern Man & Society

Today, Greene insists, we are living in an increasingly unjusidyarworld in
which there is rampant dehumanization, in which technical ratiorfedsytaken over, in
which human beings are only worth as much as their bank accounts or social connections
Greene points out that feelings of desperation, hopelessness, anaglesaniess are
more widespread than ever, and even as suffering and pain increaseanuareore
people become passive, withdrawing into the protective shell of uaconcShe is
concerned that “there is a general withdrawal from what oteghe public concerns...
there is... a widespread speechlessness, a silence where igbteba) where there
ought to be — an impassioned and significant dialogue” (1988, p. 2)sp8hks of lives
submerged in the everyday, of people going about their tasks purposeharen
surrounded by “white noise,” too afraid to glance up and take a lcmkn@rthem
(1995b).

Greene takes a strong stand against our pragmatic Americaciermes
combating it with an existentialist interpretation of the workich calls into question
much that has been taken for granted about man and his surroundings. 'sGreene
existentialist stance uncovers a view of the world which had biemced, not fully
recognized as real. Words such as alienation, despair, freedonesaodgibility take
on a new and significant meaning within the existentialist contdnith privileges the
whole man. Existentialism will not render cult to a disembodéadan, untainted by the

flesh.
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Alienation

Greene decries the fact that today we live as though our liges semething in
which we were but nominally involved. The positivists are domindrg; dult of
efficiency has been allowed to rule. The government in post indusmarica has
decided that it is in its best interest to produce little more than a seriedledlohe, easily
manipulated youths to serve the needs of business, technology andl s&iboinidy. Too
many students are given training instead of an education; tog atlts are concerned
only with career tracks, status, and wealth. Hardly a thoughivén to equality and
justice for all. People are disengaged and uncommitted. Wmieeother: invisible,
unimportant, incapable of feeling or making ourselves felt. Wealarated. “We are
other to those we meet and to ourselves at once. Correct andlednin@ seldom — as
living persons — meet each other’s eyes” (1969, p. 439). And people, notee Gaee
likely to attribute what weighs down and limits them to the ‘reatof things.” They
overlook the fact that domination in the intellectual and soci&inteanlike mortality, is

alterable” (1978, pp. 24-25).

Meaninglessness

People have become passive and disengaged; undergoing life insteaagaf;li
not posing questions about whom they are and their place in the world, but
accommodating themselves to an objective version of reality whibéd®n given them.
They live a life in which there is no conscious choosing, in which #vag is

automatic, routine. Many are drawn to escape, losing themseivemrcissistic
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enjoyments, in what gives immediate, unreflective gratifocatdrugs, erotica, violence,
sensationalistic experiences which can trigger feeling. Greene igceddbat:
Many people are deliberately choosing against the rational Wagy prefer the
way of mysticism or sensuality. They prefer magic, anciagths, orphic
wisdom, or astrology. It is not that these modes of thinking and Ipeowgde
answers to nagging questions, but rather because they make desthinsking
seem unnecessary; they make the questions recede... People mamjnrian

ongoing present. Do they despair? Are they free? They smile. (1978, pp. 7-8)

They are lacking passion and without passion there can be nenggdement, and thus

no meaning (1978).

Despair

Greene sees the human condition as experiencing some desolate days; thee world i
experienced as a theater of the absurd, which leads to despaiall this is a despair of
our own making, for it is human beings who have chosen to live a olife
unconsciousness, “that sad opaqueness of a private life centered abaw bothiself”
(1995b, p. 2). And it is human beings who have created an unjust world. eGreen
reminds us that people lose their freedom when they are not capabsating the world
for themselves with others, naming alternatives, imagining arbstéde of things,
engaging with others in projects of change, and so they despair. She highlights that

We cannot simply fantasize the disappearance of joblessness, $smeske

fatherlessness, disease. It may be, however, that a geradristy to conceive a
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better order of things can give rise to a resignation that pasalsgnd prevents

people from acting to bring about change. (1995b, pp. 18-19)

Dehumanization

Greene asks us to take a long hard look at the world that surrountls these
times, she tells us, there are so many harsh, dehumanizitigsdhat people are living
with on a daily basis: hunger, disease, poverty, neglect, yeteve primarily concerned
with world-class achievement and winning the global race. ivVéein a world in which
so little is done to reduce suffering, in light of which our go&some something of a
mockery, a farce. What is to be done with all those who will neneet world-class
standards? Greene censures the view that:

Unlike the well-adjusted and the ‘normal,’” the unsuccessful are urtable

memorize, draw inferences, do what more fortunate children do ‘tHgturBhey

are, it is suggested, free to make a proper effort, free toerelike it or not,

failing youngsters have only themselves to blame. (2000a, p. 9)

And if those who fail are held solely responsible for their fajlthen those who are

successful can very easily wash their hands of any responsibility.

Indifference
This is a time, says Greene, in which self-interest reigpsese, in which most
Americans are concerned with only their own individual projedtsir town getting

ahead. Modern man, for Greene, is locked into a never ending raest dgsneighbor:
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the better house, the bigger car, and so on; and he includes his childnenrace as
well: the better test scores, the better schools, the morégmestdegree leading to the
better paying job, and thus the cycle continues. It seems to éGtlegnthis selfishness,
this lack of awareness of a world lived in common with otherddth$o the decline of
social consciousness, and behavior which is non-moral, “meaning the kbehavior
that demands no conscious choosing, that is wholly automatic, detdrmoe¥ced, or
routine” (1973, p. 214). Family, community, nation, and world all pale in cosgrato
the private interests of the individual, who shows an indifferent tacghat does not
directly touch him. The indifferent citizen, Greene would sagnigresponsible citizen.
She reminds us that:
There still exists the indifference to human suffering thatasaolocausts and
torture chambers possible. There are, increasingly, systedged by the
efficacy of their controls and the promise of their marketseelifgs of
powerlessness, desperation, and anomie are probably more widebpiredaet
were a decade ago. Somehow or other, the ‘plague’ has to be cahfomict

again, and whatever the ‘plague’ now signifies. (1981b, p. 288)

The Move away from Democracy

All of the ills described above, Greene would argue, keep man fromimgahis
full potential as an ethical human being in the world; they keep tum partaking of a
true democracy, a society where the principles of equaliyjstice reign supreme, and
where men choose not only their own good, but the good of others each andaguery

But Greene reminds us that this is not just an ill of our moderesti for as a nation,
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even as we have always glorified the ideals of democracyaations have not exactly
kept pace with our words. Even as idealists like Horace Mae walling for equality
and universal education there existed child labor among the poor andcthsiax of
ethnic minorities from the common school (1997). Yet these new schodigar the
speakers’ enthusiasm, were to usher in an era of true demodragywére to train the
young for the responsibility of freedom, ensure universal equatityguarantee a future
of prosperity to each and every member of the new nation. Theidemddream would

be accessible to all (1965).

In Search of a Solution

Why Not Focus on Knowledge?
Greene would point out that too many times knowledge has been soeglatsadt
life raft, a false hope that the world can be completely and forever explaitieel tithes
it has been sought after as an instrument of exclusion, a waytiohsoneself and one’s
own apart. The idea of true and objective knowledge as the pinnacle oh huma
accomplishment can be traced back to the philosophy of Plato anephiston of the
noumenal and the phenomenal worlds, or truth versus appearance, the reusdthre
senses. As Greene reminds us:
Philosophers were thought to posses a privileged awareness of truth and
goodness, of what the human being ought to do and be. Moreover, they were

thought capable of constructing great systems of thought, inclusive pictures
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that transcended individual perceptions and personal responses to beng al

(1973, p. 20)

And this is at the base of much of our positivistic culture,teahnical-rational
tendencies. But Greene reminds us that there is no such thinghasutrghere in some
objective universe. Greene rejects the claim of Enlightenpteldsophy in which man
believed that there was only one right answer for each and every question.

Exclusion is one unfortunate legacy of that far-off gilded agénaiwledge.
Greene reminds us that “the so-called liberal arts, withr #@phasis on languages,
literatures, and logic, were intended to liberate a talent®ddeknow the True and the
Good and the Beautiful through the exercise of reason” (1981b, p. 290). EHiey w
taught to crack the codes that lead to power (1981b). Today stanaadds the banner
of narrow, specific knowledge, continue the mission of exclusion, sortinggypeople
into the different strata of society. The emphasis on objective kdgeland becoming
part of an elite who are, through a meritocratic society, npadg to this knowledge,
results in the desire for those in power to “see the worldl’srt@akexclude and objectify
others who are seen as means and not ends in themselves. Peoplecbthsigewer
structure are seen as “human capital”, as “raw mateadvetexploited for the benefit of
the few. Thus the underprivileged and excluded feel alienated, frésehthose in
power, in despair at their inability to get ahead in a world atike cards have been
stacked against them (1995b). Greene highlights the injustice that:

It is evident enough that people are born into a culturally defitexdcy, which

some acquire in the course of growing up and which some neverghalp.
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They may not grasp it because their families are poor, refrwteinstitutional
efforts to socialize people into productive participation in socidtyey may not
grasp it because they are out of the mainstream for any nuohlbre@asons,
including immigrant or minority status. Many of the alienatednarginalized
are made to feel distrustful of their own voices, their own vedyaaking sense,
yet they are not provided alternatives that allow them tohteit stories or shape
their narratives or ground new learning in what they already krbve favored
ones, in contrast, seldom question the language of dominance orneffice

efficacy in which they were reared.... (1995b, pp. 110-111)

All knowledge, says Greene, is perspectival, limited, incomplete.wicalge is
inextricable from the human condition, from the world that surrounds asparticular
place at a particular moment in time as well as from howvbrdd is experienced from
the different standpoints of the human beings experiencing it. Thee discipline in
the world, scientific or otherwise, which can be considered a mirrotofen@l988). We
cannot impose a hierarchical, objective stamp upon reality. Gone are the hieres w

Liberal education and the traditional disciplines seemed to tfeelexemplary

counterbalance to local knowledge, purely factual information, casual

observations, particularistic views. They were doorways througbhvdelected
members of the privileged class could enter the culture’s conersand keep

alive what was authoritatively taken to be the heritage. (1997, pp. 1-2)



122

For too long knowledge has been considered purely theoretical whergt,in fa
Greene reminds us, it also carries a heavy dose of pragticdhis is a highly complex
world, and young people need to be taught how to navigate it, howeonstipdifferent
institutions: schools, hospitals, welfare offices, prisons, thetstréghese are also part
and parcel of the reality for some, and need to be taken into accousitiable spaces
for the discovery and creation of meaning. How then can somensigt upon a
monological literacy? (2000a)

Finally and most importantly, a knowledge which is not infused throughibiut
the aesthetic will be an impoverished knowledge. Imagination, metapiencounters
with art are priceless. They help us break with the naturélidef with everyday,
unconscious seeing, hearing and knowing. They combat life’'s anestlatioge are
moved to perceive the world in new and deeper ways. They humanizevesbasome
more conscious of the dignity and worth of others and move towardsethoor of a
more just, inclusive world. As Greene writes, “Encounters withatteeand activities in
the domains of art can nurture the growth of persons who will i@stdo one another as
they seek clearings in their experience and try to be moeatiydn the world” (1995b,

p. 132).

Why Not Focus on the Rational?

Greene is not devaluing the importance of logical thinking. Shetiadvocating
that one go to the other extreme, throwing over logic and analthicéding in favor of
the aesthetic and of sensibility. This kind of one-dimensionaldyldvhamper human

being’s development just as seriously as the one-dimensional focagiamal thought
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which runs rampant in American culture today. She recognizesahaimplex society
requires echelons of people with problem-solving abilities, technical lkdge, and
administrative skill” (2001a, p.17). Training rational thought will a@man important
part of education but it is not its only goal. The purpose of cogrdgvelopment cannot
be solely to gain an increasingly complete grasp of abstraatigles. It is instead,
Greene would offer, to engage in true hermeneutic interpretatioteato to see,

understand, and experience from as many perspectives as possible.

The Importance of Educating in the Arts

Greene’s first concern is the ethical, the pursuit of teddife for the individual
as well as for the society. Greene would tell us that we ttee moral responsibility to
strive for a better world: to counteract alienation with engagemedninglessness with
meaning, to free those who feel powerless in their despair, humdwoize who suffer
from dehumanization, and teach responsibility to the indifferenefféct, to strengthen
what is at present a fragile democracy, a democracy in comgtager of erosion if we
are not ever conscious, vigilant, and engaged.

We can do all this through the creation of meaning within a wohidlwis given
to us as absurd, containing no values outside the ones we may imbtle itThe arts
and humanities, for Greene, can serve as a catalyst tchiageevitable struggle of a life
filled with endless choices in a world for which we are responsibkesthetic
experience, for Greene, touches our bodies, our minds, and our very s@dse &nares

with us what art means to her:
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| am not talking of the arts as motivation, nor am | justifyirgegiences with the
arts as means to the end of learning to read or to do math or dp t@
renderings of history. They may on occasion work that way, butongern is
with the way in which informed encounters with art forms — padfly by means
of initiation into the language of each form — affect our beinghenr world...

Each engagement, each moment of attending, each moment of centatirig

opens new perspectives for me, reveals new possibilities fogli@nd being.

(2001b, p. 151)

The Nature of the Aesthetic

Misconceptions about the arts in general and aesthetic thinking danrisenot
only in the general population, but even among educators, Greene tellbarsdismay.
They cannot see the abilities related with aesthetic thinkilmasis and necessary to all
human beings, nor can they comprehend what it is that aesthekimghconsists of, and
how the arts are involved in this exercise. Some see thesansgative, as a simple
waste of time and resources in education. Others see thasapssitive, but still
misinterpret their nature and their mission. Both camps misunddrstee arts in
fundamental ways. “Few teachers even consider the possibilitththadpacities needed
for grasping and enjoying works of art may be as basic as thqeeed for verbal and
numerical literacy” (1981a, p. 116).

For Greene the arts are neither frivolous nor decorative;dbeyot stand purely

on their ability to amuse or to distract, to achieve beauty, eteganharmony. The arts
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are not easy, or random; they are not haphazard, unreflective anemtger mere
accident. The arts are not the simple product of the affect or the imagjrtagy are not
magical, purely inspirational, beyond understanding and communication. $trerearnot
empty or meaningless, or open to any meaning whatsoever; teejnsiead rich,
significant, and deep. The arts are the result of hard work,edligent engagement, the

shaping and molding of a vision, the rendering of a piece of the world (2001b).

How Aesthetic Experience Gives Us the World

The Aesthetic Helps Develop Human Intelligences
Some place atrtificial limits on what is considered intelligectivity. They are
prone to stop at verbal and numerical literacy as the only diesrgproper to the
development of mind and education. As Greene explains:
The arts in education ordinarily summon up certain creative and ekes
activities fostered in art rooms and music rooms and dance studios
frequently, these are described as component parts of antitadfecealm,
considered an antithesis to the ‘cognitive,” the really serimrsern of the
schools. (1984, p. 127)
Why, then, try to teach it in schools when there are morsipgessues at stake?
The reason, argues Greene, is that cognition and sensibility epaiable. “Cognitive
learning is depersonalized and technicized in the absence oftmestimeerns” (1981a,

p. 118). Greene insists on the importance of developing the whole rargenah
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intelligences: visual, auditory, kinesthetic, and interpersonabngnothers. She insists
on the need for developing understanding in the multiple languages ahdl systems
that exist today, on training in multiple literacies. Aesthéteracy is an intellectual
power, part and parcel of reason, and no less crucial or challethgimditeracies which
depend on discursive forms, and enlarging students’ symbolic repdaiottenking and
expressing themselves falls within the domain of education. She writes:
No form of literacy, of course, is taught for its own sakeike verbal and
numerical literacy, aesthetic literacy provides acquaintanith specifiable
languages, as it does with particular ways of perceivingraadining. Not only
may this lead to heightened awareness of actual works; it niay &bout an
enriched acquaintance with the appearances of things... even as gesrilae
symbolic repertoires needed for thinking about the world and expreshisigis

taught. (1981a, p. 120)

Youths must be taught to perceive, critique, and then act upon the metheings
have discovered for themselves and with others. This is achieved tihrefligction,
through the use of an intellect which has been sensitized to wems&aning from what
the senses experience, and there is no better sensitizarth#esthetic education helps
the young stop looking at the world through the tunnel vision of their pkatic
experience, and reach outwards. It “enlarges the spaces — teptpalcimaginative,
and conceptual spaces — in which the young come in touch with andrtgrfret their

worlds” (2001b, p. 139).
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Art Releases the Imagination

Greene is concerned that we just let life happen to usachsté immersing
ourselves in its richness, that too many of us live in “everydayhes the taken for
granted, that we take the world as a given, together withsalinjustices. We are
resistant to developing a critical consciousness. Perhaps somaref to® comfortable
in our habits, our routines, entrenched in our particular ways of séeéngvorld,
surrounded by “white noise,” any distraction that helps us forget lgassand others
(1995b).

Greene struggles against this unconsciousness and indifferencadv®icates a
total engagement with the world, the courage to look upon its woundege\asal do
something to repair it. Greene believes that the desireeparation can be awakened
through encounters with art. Art is what combats what Greenedtiasl the “shadow
side in American culture — an uncaring, separatist asjpectmany associate with
freedom” (1995b, p. 67). Art has the ability to “release the inaign,” and
imagination is what makes empathy possible. “Of all our cognitapacities,
imagination is the one that permits us to give credence toatitee realities” (1995b, p.
3). If we are able to imagine things other than as they@adecide that certain aspects
of the human condition are unacceptable, we can make changes leading to democracy and
freedom. As Greene explains, “we acknowledge the harshnegsationis only when
we have in mind another state of affairs in which things would be better” (1995b, p. 5).

It is social imagination which will help us empathize with others, throw ourrots i
with them, and become actively engaged in creating a just worldall. Social

imagination, for Greene, is capable of transcending injusticefengliice, and suffering.
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It is “the capacity to invent visions of what should be and whahinog in our deficient
society, on the streets where we live, in our schools” (1995b, plf e can release our
imagination through empathy with others, with the downtrodden andgeeficnchised,
we can summon into existence a more just world. Greene insists that:
We cannot ignore or set aside the inequities, the indecencietheapressures of
ideology. Nor can we ignore the unequal transmitting of knowledgerabking
of children, the demeaning of poor and immigrant people’s experience, the
proposing of one-dimensional reforms, all of which are functions dftiegi

social structures and tendencies. (1995b, pp. 50-51)

Mirroring Jean-Paul Sartre, Greene claims that the confrontat young people
with a world full of deficiencies and injustices cannot but arandgnation and a desire
to make reparations. It is the dissonance between what is andwgtdtto be that can
move us to act, and it is art which so vividly discloses thesemisces that force us to
take notice and take action (1995b).

So Greene advocates for a new pedagogy in which the arts will playral cele,
a pedagogy of hope through which youths learn responsibility forso#imer their world,
enmeshed in relationships and projects, in the shared creation o galuieging from
the fertile ground of aware, passionate and committed inter-swbBjeekperience
(1995b). Art, Greene will argue, is the ultimate tool to combat thetgtisaof society
that have traditionally been pointed out and illustrated by exislisntiaart is the answer

to the crisis of modern man and society in multiple ways:
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Engagement Counteracts Alienation
Greene constantly reminds us that art is profoundly important, thetly

matters. “The learning provoked by what we call aestheticatiun is paradigmatic
for... learning stimulated by the desire to explore, to find ougotan search” (2001b,
pp. 46-47). Art forces a reaction from us, a waking from sleegassivity. Engaging
with art is “refusing the anaesthetic in our experience” (2001b, p. 148) fosters
passion; it moves us to become engaged. Aesthetic education émeGse‘an effort to
move individuals to seek a grounding for themselves, so that they ey through the
‘cotton wool’ of dailyness and passivity and boredom and come awattee tcolored,
sounding, problematic world” (2001b, p. 7). Thus silence can be replatiedialogue

and passivity with action.

Meaning Counteracts Meaninglessness

Greene asserts that art can bring meaning to peoples’ Ives absurd world, a
world without meaning, we have no choice but to make our own, if wenatlinstead
choose despair. There are no made and ready rules to follow. i$meréidden self or
divine spirit within us that ‘knows’ the good and the right; nor isnitagt of reason,
liberated from human connection and community, that permits us to \ghedps just”
(21990, p. 73). Art steps in, presenting us with aesthetic encounteasegdiencounters in
which we are led to see that our background, our individual story matt@reene
stresses “the importance of encouraging encounters with subgdter rthat involves a

sense of agency, of achieving dimensions of that subject mattereasingful, not
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uncovering some hidden meaning others have predefined” (2001b, p. 193). &oe,Gre

we find our meaning in freedom.

Freedom Counteracts Despair

Freedom, for Greene, is the moral imperative to take ethidahact the world.
In the sartrean tradition she defines it as freedom for, a\s$igedom, as opposed to
freedom from, a negative freedom. Freedom is active, not passigdeesiinot allow us to
escape, but thrusts us before our responsibility to create the wdrttiaown story. Art
gives us the gift of possibility. Greene tells us, “Without the presence oftshé @nnot
conceive of open spaces or the life of the imagination that mag thakactualization
called freedom possible” (2000a, p. 13). It makes us conscious thaiverehe freedom
to reach beyond ourselves and our everyday personal concerns, and enseibjative
spaces within which we may struggle for a more just world.e@reeminds us that “all
this demands the activity of what we are calling a soamgination — a capacity to
envisage a transcending of the violence, the unfairness, the aaeskesge see and feel
around us” (2000a, p. 13). If we can recognize and accept this free@onave no need

to despair.

Inter-subjectivity Counteracts Dehumanization

Greene advocates a world in which human beings confront one another without
masks, and this can only be achieved through inter-subjecti@milfar contact with
everybody and anything” (1995b, p. 63). Practicing inter-subjectivity meansnger

seeing others as invisible, strange, or undeserving. It meaing ghem a voice and
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respecting and valuing what they have to say. Art will maksetha#thers visible,
transforming them into concrete human beings. Greene telguSrhagination may be
a new way of decentering ourselves, of breaking out of the confingmigptivatism and
self-regard into a space where we can come face to facethihs and call out, ‘Here
we are’ (1995b, p. 31). Art then reveals them as somewhat diffgeemissentially the
same by allowing us, through metaphor, to try on their thoughts and feelings. IdWss al
us to empathize with them. After this we can never again retiece to mere objects;

art promotes awareness of a world lived in common with others.

Responsibility Counteracts Indifference
For Greene moral education should culminate in each individual's assuming

responsibility for the state of the world. Social consciousnes$>ifeene, is key. She
tells us, “I am preoccupied... with... ‘the plague’ — that terriblstashcing and
indifference, so at odds with commitment and communion and love... ltvatress the
connection between wide-awakeness, cognitive clarity, and etateoncern” (1978, p.

48). Art combats the plague, the pervading carelessness and emdiferhich gnaw at

the roots of our basic humanity. Art allows us to acquire a corei@hich can look

beyond itself to empathize with others.

Choosing Democracy Counteracts its Erosion
Democracy, for Greene, is the noblest of goals, but achieving daoyo a
challenge. It is a struggle that we must engage in at evenyent through the choices

we make for ourselves and for others. As she reminds us, “demasrdoyever
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incomplete; it is founded in possibility” (1993, p. 218). Thus the exislesttifocus
Greene places on wide-awakeness, on vigilance and care, Issiould slip into more
comfortable, unreflective habits. Democracy demands a great ddse values of
pluralism and cohesiveness are central; so too are equalityejustid freedom. Yet all
these demand creative tension and strife, for there is neverl adimgensus; there will
always be multiple perspectives, multiple voices clamoring to hedhencompassing
dissonance. Greene reminds us:
There cannot be a single standard of humanness or attainment or propriety when it
comes to taking a perspective on the world. There can only be an @ngoin
collaborative decoding of many texts. There can only be a czati@r drawing
in voices kept inaudible over the generations, a dialogue involving morea@ed m
living persons. There can only be — there ought to be — a wider apdrdee
sharing of beliefs, an enhanced capacity to articulate them, tity jtilem, to
persuade others as the heteroglossic conversation moves on, never reaching a final
conclusion, always incomplete, but richer and more densely woven, even as

moves through time. (1993, pp. 212-213)

Making Art Accessible

For Greene, a first step in enabling the good society we yeafie$ in making
the aesthetic accessible to all through education (1978). Allgyp@ople need to
become literate in the different symbol systems that cdaurel in the world, to enlarge

their symbolic repertoire. Without this they will be at a dismtage. As Greene points
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out, “There is little question that, in spite of efforts to demimgathe arts by making
them increasingly accessible to all children, the offsprinthefrich are taught early to
‘crack the codes’ that obscure the arts for so many” (1994, p. 39&)foBstudents to
truly benefit from exposure to art it cannot be as passive oliserVaey must be taught
to actively engage with works of art. Greene tells us:
| want to see people resonate to the kind of knowing that plunges deeply to central
ideas and complex understanding; | want them to feel connectionsebeivinat
they are coming to know and the contexts of their lives or thaid lworlds. |
want to provoke dialogue and eager transactions in the classroom, mthethe

have to do with works of art or with art-making and perceiving.... (1994, p. 398)

But developing the aesthetic imagination also comes with dangeds
temptations which can move us away from the critical conscioughessGreene
considers essential. Students can fall into a reverie of desthgterience as pure
pleasure, an overwhelming of the senses which may make themnedisctual, moral,
social, or political analysis. It may also happen that studentsvedhat because their
voices are, by definition, valid, any opinion or idea that is expdesagies the same
weight. To this end Greene insists that “there should be choasthgarticipation and
experience and the search for order in all the arts” (1978, p. 209kné&5veould not
countenancan engagement with the aesthetic which did not signify effort (199Gkhg
believes that aesthetic engagements should not “separate or alienats Eafolly from

the tasks of the world that they become incapacitated for betpogifor membership or
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for work itself” (1988, p. 133). This reduction of aesthetic experigngest as noxious,

in her view, as the intellectualizing, objectifying, and standardizing of the world.

The Pedagogue as Essential to the Arts Curriculum
Teachers are crucial in helping their students traverse & & the aesthetic
and explore its infinite dimensions. The good pedagogue, for Griseoee who both
appreciates the aesthetic, and knows how to reveal it to young péaglene says there
is a need for “teachers who provoke students to pose their own questiorezach
themselves, to go at their own pace, to name their worlds” (1995b, p. 11). He exposes his
students to the many languages of the aesthetic, helping them tredinesenses, and
bringing them to impassioned engagement with the work. As Grsfiseus, “for
teachers, the obligation is to teach persons how to notice whatisheyebe noticed
without imposing alien readings or interpretations” (1984, p. 133). He makes his students
aware that there are multiple literacies, diverse modes ofrstadding, and different
vantage points, and that all these may contain valid messages that deserve to be heard.
Teachers, Greene believes, should educate not by providing infonmiatit by
stimulating a love of knowledge. They need to send the messagadgageeent with
the aesthetic is serious work. They have the responsibilitpréak through any
resistance to intellectual engagement with the arts theynoige in their students by
practicing engagement themselves, by bringing their perstoréssto the classroom,
sharing with students to encourage them to do the same in turn. Graewestblat “the

classroom situation most provocative of thoughtfulness and criticalioassess is the
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one in which teachers and learners find themselves conducting a koudladforative
search, each from her or his lived situation” (1995b, p. 23).

For Greene the good educator is very much in tune with what is goiagound
him. He is sensitive to the existential climate of theeimand to the needs of young
people. Greene reminds us that “it takes imagination to break oviimary
classifications and come in touch with actual young people in treiously lived
situations” (1995b, p. 14). This can only be achieved if the pedagogass®nate and

committed.

Practical Applications for Greene’s Philosophy

Debt to Louise Rosenblatt

Louise Rosenblatt (1904 - 2005), like Greene after her, argues feupnemacy
of literature as an important source of insight because she [selieae “prolonged
contact with literature may result in increased social geitgi (1938, p. 184). This is
the case because “the text embodies verbal stimuli toward elskied of intense and
ordered experience — sensuous, intellectual, emotional — out of whiahissghts may
arise” (1938, p. 31). In this way literature becomes a wagttatents to expand their
understanding of others. She points out that “books are a meanging getside the
limited cultural group into which the individual is born” (1938, p.192). Sherissthat
“literature permits something resembling ‘ideal experimé&mabecause it offers such a

wide range of vicarious experiences” (1938, p. 199). Imagination isatlhakened in
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students, the imagination that Greene will later refer to in dadlr to “release the
imagination.” Rosenblatt tells us that “literature fosters the kind of irmigimneeded in
a democracy” (1938, p. 222), the kind of imagination necessary to @eatae just
world.

Rosenblatt takes issue with the dryness of an educational methdd fatises
on the objective transferring of knowledge from one generation to the r&he
assumption of a mask of unemotional objectivity or impartial omnisgieone reason
why teachers and college professors sometimes seem not quite tathair students”
(1938, p. 130). Rosenblatt, like Greene, wants to liberate students frooicus
passivity which enslaves them to outdated, rigid conceptions of tHd.w6rhe more
unthinkingly and mechanically the human being follows the pattern®rsbtm by his
environment, the nearer he approaches the state of the automaton” (1938). pit is
necessary to emotionalize thought in order for real and fruitful tingnto take place.
“An emphasis on emotional development should parallel the current empmagie
intellectual” (1938, pp. 173-174).

Rosenblatt distinguishes two different modes of reading, the effferede, and
the aesthetic mode. During any reading experience, claimenBla#t, it is common to
shift back and forth from one mode to the other. The efferent make e which has
traditionally been emphasized in education. In the efferent modee#iu®er focuses
primarily on the information contained in the text; very little iptetation takes place.
The focus is on the collection and classification of data. Measidgtermined; there is
one correct answer to each question. Teachers may check for congwahtrough a

series of worksheets and textbook type questions to make sure uthentstas
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“‘understood” the text. In the aesthetic mode, on the other hand, thiavamed by

Rosenblatt, the authority is shifted away from the text and piastehd on the reader’s

relationship with the text based on his own experience and interpretation:
The special meaning, and more particularly, the submerged dsswthat these
words and images have for the individual reader will largetgrdgne what the
work communicates to him. The reader brings to the work personiaits,
memories of past events, present needs and preoccupations, a partoadaof
the moment, and a particular physical condition. These and manyet¢hsnts
in a never-to-be-duplicated combination determine his response parttheular

contribution of the text. (1938, pp. 30-31)

In the aesthetic mode the reader experiences a perstatainhip to the text.
The focus is on the different layers which may be accessed througloatteremotional
subtleties, or rhetorical techniques; in fact it is a qualitaggponse to a text. There are
no correct answers, just different interpretations

From Rosenblatt’s preoccupation with the aesthetic mode comesduy tof
transactional reading. Rosenblatt “underlines the essential emperbf both elements,
reader and text, in any reading event” (1978, p. 18). She asserfsiticimentally, the
process of understanding a work implies a re-creation of it” (1938, p. 113jer this
paradigm reading is an active, rather than a passive event, arekthe no authority
within which it is merely possible to discover objective “rightisavers. As Rosenblatt
reminds us, “the transactional view accepts into the aesthatm sdl readings in which

the reader attends to the lived-through experience engendetled text (1978, p. 155).
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Rosenblatt’s theory is especially important as it sensitizes the fact that “there is no
such thing as a generic reader or a generic literary worke @@ in reality only the
potential millions of individual readers of the potential millionsimdividual literary
works” (1938, p. 32). Thus the pedagogue who would emphasize real leartiplgee
his interest and concern on the individual student, and the student’silpamgsponse to
the text. Rosenblatt insists that “youth needs to be given the oppypdundithe courage
to approach literature personally” (1938, p. 66). Young people need toebatarry
out their own exploration. The pedagogue’s job is to make sureishe@ertain depth to
this exploration.

Thus Rosenblatt lays out an important approach to learning, and dicspeci
concern with and orientation towards the aesthetic which sees annetit® work of
Maxine Greene, especially as she presents her own vision ofedheation for future
generations of students ought to entail.

In Greene’s words, “To project a vision of what public education iru®enight
become in the Zicentury is to move back and forth between the predictable and the
possible” (2000b, p. 267). Greene means that we need to take stock of a rapidly changing
world and deal with the challenges it presents to us, even adtilallowing some of the
negative changes to become a new “reality” which we convince leesseannot be
overcome. We cannot, Greene insists, accept inequality of aay Wihether it be
through the comfortable ignoring of the ever-widening gap betweenandhpoor, of
ethnic and racial prejudices, or of the silencing of the voicesefoppressed. This

inequality can certainly be confronted in the classroom.
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Greene favors literature for what she considers its moralljildsss. She sees
the text as first of all, an encounter with others. Books allowniisy into a world of
heroes and heroines, anti-heroes of different sorts, and ordinary ,petplee worlds
may be radically different from our own. Having young people engatheliterature is
vastly superior to having them do worksheets with cloze exeraisesvhich
comprehension is measured by having students answer fill in thksbta multiple
choice questions which ask about the main idea, purpose, author’s tonee dlodital”
connection between different sentences, making reading into an arid, meanagkess t

Engaging with literature exposes students to experience intexetiubj space
because no young person approaches a text as an undifferentiated diurediding-
comprehension possibility, but the young person brings his own world ofiexgerto
bear upon the text, posing questions, offering criticisms, intemgrétie life of others
from his own vantage point, and interpreting his own life from the genpint of
others. These interactions of reader and text are sure o apaore comprehensive
view of the world. Greene supports the use of literature, asawelf the other arts, in
schools as a method of combating “the plague” by making young pexpéeaware of
suffering and injustice, and committed to doing something aboutréer®’s message to
us is that we can no longer afford to live in a world for whiclome takes responsibility,

for then we will lose our freedom.

In Pursuit of Freedom
In her “Dialectic of Freedom,” (1988) Greene tells us, “My fooderest is in

human freedom, in the capacity to surpass the given and look at &lsinigsey could be
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otherwise” (p. 3). Greene’s dialectic of freedom is the cormmeestof her moral
philosophy. If you are free to imagine the “what if,” freertagine better possibilities,
an alternative to the present injustice and oppression, then thbopesfor a better
tomorrow, and there is a real possibility for tolerance and psegr&he alternative is a
series of dangers: becoming subject to demagoguery, or to manipulation badibeand
the consumer society. The dialectic of freedom is intimatehnected with possibility
and imagination, as well as with the many inevitable strugblesare characteristic of
each person’s quest for freedom.

For Greene there is a dialectical relation, and an ensunsgte marking every
situation. There is the relation between subject and object, betsedieand other,
between present conditions and future expectations. The tensiong fiam these may
be fruitful and lead to creative re-imaginings and re-workirfgiogs as they are, but
the tensions, as such, will never completely disappear, will nevecompletely and
forever resolved, for they are tensions which can, at best, push mgtabai borders of
specific situations. Greene reminds us that each person’s Iffiebject to a series of
limitations. Human beings are born into a particular race, soldas, and economic
status — in short a particular environment against which everydneeito become by
using their very circumstances as the stuff out of which freedagnamse in the partial
overcoming of adverse conditions. Greene will stress that oalevés/s in a situation,
free to choose among multiple possibilities, but from a backgrouneadssity. For
Greene, the essence of the human being is an authentic existelecstood as freedom

to forever become, continual transcendence in each person’s project of being.
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CHAPTER FIVE

ELLIOT EISNER

Elliot Eisner has done extensive research in three main aadaseducation,
curriculum studies, and educational evaluation. He is a strong propomefaraf in the
schools and criticizes the fact that these offer a narrow andamckd approach to
education by neglecting the arts in the curriculum. The schoolsertissists, do not
appreciate the importance of the aesthetic; they do not recognize it as a niale rod .t

Eisner's argument for the arts is primarily a cognitive ohte focuses on the
examination of mind and representation, and the role that the seages pbnstructing
knowledge. He claims that our ability to know is based on our aldditgonstruct
meaning from experience. The arts, he says, expand awareness dasmacea
understanding. They are cognitive, not merely emotional.

Eisner insists on schools and the curriculum as the proper spades parrsuit of
social goals, such as equity; thus his emphasis on improving educéate believes that
people need access to the experience of different forms of eataBen, different
symbol systems in order to be better able to “read” the warldphceptualize; this is
how they learn to survive and take advantage of opportunities. For Etgsekind of
education is best achieved through art. School, he believes, is tipdaoesio learn how
to read the different sorts of texts available. He would extend this kind of edtutaéll
young people, especially those who have been marginalized.

In this section we begin with Eisner’s reflections on the purpbsducation, and

his criticism of the technical-rational climate which isreuatly pervading schools and
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education in general. Then we look at what Eisner has singled oobnasion
misconceptions about knowledge and mind. From here, we move on to EisiadySsa
of how human beings think and how young people can be motivated to expand their
cognitive ability. Next come Eisner’s criticisms of some nwn misconceptions about
the curriculum and about the aesthetic, together with his discussamstbietic modes of
knowing. From here we move to Eisner’s criticism of misconceptansut art
education, together with his own views about the purpose of art educéfiethen look
at Eisner’s reflections on communicating through the aesthetibiardiscussion of how
aesthetic intelligence is developed. After this we come $o€dfis requirements for a
good teacher and a discussion of connoisseurship and criticism. Theramee
Eisner’'s arguments for arts based research. As an extensiisnef, we then look at
highlights from the educational philosophy of Thomas Barone, one ofriSism@ortant
disciples. Finally, we travel back in history and examine how thelichotomy between

orators and philosophers may be overcome in the present day.

The Purpose of Education

Eisner calls for serious educational reform. He has a gesdtof criticism for
what is happening in schools today. In his view, the orientation toettiaital is
making schools into factories, where young people are processgickly, efficiently,
and cheaply as possible, and little learning takes place. Thentuwlimate of
instrumentalism with its constant preoccupation for outcomes and @bggchias forced

education to follow a business model, leading to a formulaic approach wtiedughich
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is clearly not working. In Eisner’s view, both the content and metbbdducation are
sadly lacking in effectiveness or significance. He callsdarision of the possibilities of
education other than those that seem intractably premised upon reedsusriented
competitive view of schooling and an intellectually narrow conceptionind” (1994, p.
Xi).

Eisner decries the dominant approach to the curriculum with itganses on
standardization and the proliferation of objectives. He writes,dfitwio argue ... that
educational objectives clearly and specifically stated can haaspeell as help the ends
of instruction” (1985b, p. 29). He decries the focus on testing and rankimgh
impoverishes the educational climate by focusing on increasinghpwaaspects of
education, forcing teachers to scramble to prepare studentsteoasthnational exams.
He decries the dominant approach to teaching with its theories bdrfoame behaviorist
psychology in which students are reduced to little more thanadswho can, with the
right stimulus, be taught to perform tricks. Students are not seaat@somous human
beings with varied interests and talents who are capable of wciggr their own
meanings. All this, Eisner believes, leads to an absurd situatiwhiah “the current
emphasis on the production of measurable competencies in the thresecRéating an
unbalanced curriculum that will, in the long run, weaken rather gteengthen the
quality of ... education (1978a, p. 615).

Eisner protests that there has been a serious neglect of thetiaga education.
An educational environment where everything is controlled, wher@ulmmes have
already been set in stone, cannot produce fruitful results. Anoemnt in which

students have no more to do but jump through the hoops that have been pneeeteym
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the curriculum maker and the teacher, is not one where learminigkea place. Where
there is no longer the element of surprise and discovery, wherer¢héve and
imaginative side of education has been discarded, there camthee pedagogy. Art, in
Eisner’s view, needs to be central in the curriculum, centradtgartission of schools.
The arts, for Eisner, “represent a form of thinking and a wayoWwing. Their presence
in our schools is as basic as anything could be” (1988, p. 8). The pugbeshscation
are many, and for Eisner, the arts can play a great role in bringing theuticmf

One very important purpose of education, for Eisner, is enabling ssuttent
develop their full cognitive potential. To this end it is neagsgamove beyond the idea
of perception as merely instrumental. For Eisner, “perceptivitye ability to see what
others do not — provides the building blocks for our imaginative life” (1988). It is
not enough for students to look merely to recognize and label, but mrexmually and
construct meaning from what they find, to function, in effect, a&sri The same holds
true for the qualities we experience through any of our ser@esstructing meaning is
hard work, requiring focus, attention to qualities, and intelligedseEisner reminds us,
“it is through qualitative inquiry, the intelligent apprehension of thditqtime world,
that we make sense” (1998a p. 21).

Cognitive potential which has been well developed leads to the amguisit
insight and understanding, but for this to take place there must &ma@tionalizing of
the cognitive, allowing for the refinement of its many feasur For Eisner, “all thinking,
especially all productive thinking, is infused with feeling... Affes part and parcel of
mind” (1998b, p. 8). This takes account of the fact that human beings possesthan

brains, they possess minds. “People acquire minds during the counsé difdtimes...
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Brains are biological. Minds are cultural” (1991b, p. 11). And for Ejsmee of the
main purposes of education is the transformation of brains into mind& asurture
young people’s imaginations, and make them ever more aware afiffeeent texts
which may be experienced in the world.

In order to foster this kind of awareness in students, it is reagess help them
develop multiple forms of literacy. In the real world, Eisneringls us, young people
will find themselves in complex situations. “The problems theypenier are those that
almost always require synthetic abilities and multiple perspstt (1991a, p. 79).
Having the capacity to read and interpret different symbols ensfowill give them
access to the major sources of the culture. They will naubgders, illiterate, easily
manipulated by others. Instead they will be able to particifdite in the life of the
community, the nation, and the world.

For Eisner, the curriculum is a defining part of students’ ddut experience.
A broad curriculum will expand students’ possibilities; a narrowwitlecontract them.
If students are not taught to think in the different modes possibhg,whiebecome
unable to do so, not through lack of inherent intelligence or talent,rbptysbecause
they have not been given the opportunity. Eisner notes:

If it is true... that children who are given an opportunity to leaanexmore likely

to learn it than children who are not, then clearly we should be egsted in

what we are not giving children an opportunity to learn as we sed® in what

we do provide. (1982, p. 11)
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It is also true that a curriculum which does not recognize lorevany mode of
knowing outside of the discursive, that does not value nonverbal modesnfdeand
expression, will serve to exclude some students whose talerisdighere. This, says
Eisner, is a type of discrimination. He reminds us that “educatematy is an empty
ideal when a substantial portion of our children are excluded from the veryraveash
their talents reside” (1988, p. 36)

In short the vision of education which Eisner holds contains many ideals:

We would like our children to be well-informed — that is, to undersideas that

are important, useful, beautiful and powerful. And we also want thdrave the

appetite and ability to think analytically and critically, to libéeato speculate and
imagine, to see connections among ideas, and to be able to udbeyhatow to

enhance their own lives and to contribute to their own culture. (1997, p. 349)

Eisner’s ideal education is one in which young people are not afradplore
new ideas or imagine new possibilities. It is an education irchwiualities are
important, and relationships are paramount, as students become evewaogeof the
inter-connectedness of things. All this, Eisner assures us,lieyhaad good not just for
the individual, but also for the culture at large. Eisner supports:

A culture of schooling in which more importance is placed on explor#ti&an on

discovery, more value is assigned to surprise than to control, rniergian is

devoted to what is distinctive than to what is standard, moreegttey related to

what is metaphorical than to what is literal. It is an edanaticulture that has a

greater focus on becoming than on being, places more value on the imaginat
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than on the factual, assigns greater priority to valuing than tsurieg, and
regards the quality of the journey as more educationally ggnifthan the speed

at which the destination is reached. (2002b, p. 16)

The Current Climate in Schools

The Quantitative versus the Qualitative
Eisner understands why quantification is so attractive; it iausecit gives people

a false sense of security. He notes:
We find it seductively reassuring to know the rules. They comfort the novice, add
legitimacy to the work of the experienced scholar, give everyoneehse that
things are known and in order. After all, rules embody standardstamdiasds

define the criteria for both consensus and quality. (1990, p. 365)

It is thought that numbers are absolute, that they provide a window irgctiobj
reality. With numbers, so it is thought, we may effectively aixpthe past, assess the
present, and predict the future. Number is the tool of rationalityeyeellence. But
Eisner reminds us that there are definite limits to the pow&uofber. Flux, change,
ambiguity, all this stuff that real life is made out of cannotcbanted up, added, or
subtracted; it cannot be defined, labeled and categorized. Dileamdgsaradoxes are

the essence of the human condition.
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Another of the seductions of quantification, in Eisner’s view, has toittoour
competitive nature. We are altogether too concerned with skelmgwe measure up
against our peers. “We Americans are very much interested irpagition in a
distribution. Doing well means, in practical terms, doing betten tha’s neighbors”
(2005, p. 14). Eisner says that as long as we're all engageekibig race it will be very
hard to sell the idea of a holistic education to overeager and ovéamlparents, or
even to the students themselves. Eisner insists that it issaggdo have a curriculum
that aims at developing multiple forms of literacy, and that eegpesidents to discursive
and non-discursive modes of thought, even if there are no standaefiiethit must be
taken in the latter. Our curriculum, Eisner insists, cannot b@lgiabout naming,
categorizing, and moving from point A to B and up to Z as quickly afciesitly as
possible (1988).

The final and perhaps most harmful seduction of quantification has watko
simple economics and greed. Simple solutions are cheaper than complicated ones (1994)
The goal becomes to create a scientifically managed edonabpractice with little room
for the human element. Eisner observes that “as a ‘can do’yse@etery much would
like to maximize our efficiency and what better way than tatera technology that was
capable of doing this” (1985b, p. 2). Standardization and efficienoyytlage embraced
by the system today because they are seen as objective amceenoomically viable.
These make sure that resources are not wasted on the lessltalethéserving. Eisner is
appalled at the great callousness and indifference of human behmgscam apply

mathematical formulas to real live human beings, especially the young.
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The fixation on the quantitative goes hand in hand in some quartara wisdain

for the qualitative. As Eisner explains:
The psychometric model long dominated educational research, asgeherally
dominated the social and behavioral sciences... to conduct experiments and
surveys was to be scientific; to do otherwise — and otherwise covered cabkder

territory — was to be soft, wrong, or muddle-headed. (1990, p. 1)

This lack of respect can also be attributed to the fact thatjtlagtative has
traditionally been the province of the arts and humanities, hasetare not exact
sciences; they cannot be tested for validity and reliability (R98ut now, Eisner tells
us, an interface is beginning to open up and there is more communigettbn
cooperation between quantitative and qualitative researchers, whashitisshould be.
Eisner’s ideal is for researchers to be bi-methodological. &ssmio ambiguity, Eisner
insists, is key. As he tells us, “We who work in and study ecducatie engaged in a
field that has no ‘nature’... There are an infinite number of waysach, to learn, and to
evaluate” (1985b, p. 2). Qualitative inquiry, for Eisner consists in:

That form of inquiry that seeks the creation of qualities thatexpressively

patterned, that seeks the explication of wholes as a primaryttatremphasizes

the study of configurations rather than isolated entities, tlyatrade expressive
narratives and visuals as appropriate vehicles for communicatiaralita@ive
methods tend to emphasize the importance of context in understandintgnitiey
to place great emphasis on the historical conditions within whichtewnd

situations occur.... (1985b, p. 136)
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Qualitative inquiry is open to many different disciplines: this @and humanities, the
social sciences, education. Additionally, it calls for sophistinain the reading and
interpretation of symbolic forms, which is no simple feat (1988).hamtsthe qualitative

approach is a rich and multi-dimensional way of organizing experience.

Misconceptions about Knowledge

Eisner points out that the Enlightenment produced a host of beliefs tigout
world which we can still find influencing our vision today: thatunatis orderly and its
patterns may be perceived and identified if only we know how to Ibak;ittis possible
to develop theories about patterns in nature and prove these thdwtesiathematics
can ensure objectivity. So quantification becomes supreme, and wdias beith
measurement and theoretical explanation grows into a desireeftictpon and control.
Positivists want a world in which it is possible to reach aawetd, objective description
of this world as it is in itself, independent of our perceptions (1998b).

However Eisner does not “restrict rationality to discursivaBdiated thought or
limit it to the application of logic” (1998a, p. 51). Rationalityinsfull play whenever
relationships among parts or elements are well grasped ogedrarRationality may be
displayed in many different subjects, including the arts, and thelagauent of this
rationality ought to be one of the most important aims of educatidmns dan lead
students to build knowledge, to become both connoisseurs and criti¢kererdiareas.
Eisner explains, “If connoisseurship can be regarded as the appadciation, criticism

can be thought of as the art of disclosure” (1998a, p. 86). Therebeano
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connoisseurship for Eisner, without high levels of qualitative intzilog in the particular
domain in which the person is considered a connoisseur. Neither cam dfieriticism,
of disclosure, be practiced without a good grasp of the qualitative.

For Eisner knowledge is made, not simply discovered. It iflectien of both
the knowing subject and the world it encounters. He reminds us that “gihat we
know about the world is a product of the transaction of our subjectiveatite a
postulated objective world, these worlds cannot be separated” (1998a, plrte2e is

thus, no justification for an educational world centered about quantification.

Misconceptions about Mind

Eisner identifies a series of flawed beliefs that we hetwvaut mind today: that
human conceptual thinking requires the use of language, that senperiepze is low
on the hierarchy of intellectual functioning, that intelligenapinees the use of logic, that
detachment and distance are necessary for true understandinggi¢imtific method is
the only legitimate way to generalize about the world. In stiegthuman mind has been
infinitely reduced under this vision of the mind as merely biological (1992).

But Eisner reminds us that minds are cultural, that people thimaiy different
ways: some through language, others through images, while othgrsexparience
feelings or sensations. And one way of thinking or experiencing the world is testdret
more intellectual than another. As Eisner states, “The existef differing forms of
representation in culture testifies to their distinctive utility enabling humans to

conceptualize and convey to others the kinds of meanings they wish te28Xa@81, p.



152

468). Human beings display different kinds of intelligences, eat it own logic.

What is experienced in one modality is not necessarily transferable to another.

How We Think

Eisner does not for one moment say that scientific inquiry is nélus8cience
is a great tool created by human beings to help us make cletiseworld, but it is not
the only tool we have available. Science is something we caif uwse choose, not
something which is over and above human beings; it is not something tisatbm
adhered to if we are to consider ourselves rational. Sciemidfigry provides us with
schematics that may make interpretation and judgment more(a98®). But there are
other schematics available to human beings.

For Eisner the scientist is not more valuable than the artidt;Haote important
things to say about the world. “Both artist and scientist crfeates through which the
world is viewed” (1985a, p. 26). Different persons use different fafmepresentation
according to their particular tastes or talents and all thdiferent modes of
communication require the use of intelligence. Exposure to theratiffdorms, by
influencing our experience, broadens the possibilities of inquiry arkesné more
complete. Eisner reminds us that “our internal life is shapdtdoforms we are able to
experience” (1985a, p. 25). In fact, Eisner claims, science sanba& experienced
aesthetically; aesthetic experience is not limited to the arts.

Eisner explains that human beings are equipped with mediating appaaat

sensory system through which we can experience various aspectaufidimensional
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reality (1978a). No amount of objective knowledge would even be imagiifaié did
not possess this sensory system, for without our senses we woulthware of the
different qualities in the environment we now perceive. Our environreentjualitative
one, made up of sights, sounds, smells — all that may be experignaeskentient human
being, but only through the adequate development and refinement of merceptre
exposure to the world will not suffice. Eisner points out that “guicational
development of the sensibilities is not an automatic consequencéwétiza” (1981, p.
466).

Eisner makes an important distinction between seeing and lookingnay/éok,
according to Eisner, merely to label, to attach some name tijant or categorize it
according to previous experience. But Eisner makes the claim that real reggiings an
“enlightened eye” (1998a). The senses require refinement; eheye the development
of intelligence in the different modes of perception, and the masllent avenue to the
cultivation and expansion of the senses is through the arts. Thefaresthe senses;
they make us able to perceive more subtle qualities which miwgtainstance not be
visible, and our ability to experience the world becomes more com@desner affirms
that perception does not just receive impressions, but participatdse iprocess of
constructing meaning. He writes that, “there is a transattavn@ciprocal relationship
between the qualities of the environment and the cognitive struaburasticipatory
schemata an organism possesses, but also that perceptiors itegifiructive” (1982, p.
33). This is where concepts originate, and so we come to tpertemce of the

imagination, creativity, and play.
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Through the refinement of the senses we enlarge our imaginapegities so
that we can envision what we may not physically see, hear, toteh, For Eisner
concepts are “imaginative distillations of the essentialfeatof the experienced world”
(1998b, p.120). These can be manipulated and modified, and can be used to generate
possibilities that are new, an invaluable tool in a world in whichdawenot deal with
givens and absolutes.

Play is a freeing of the imaginative capacities; it le@adsxploratory activity and
to analogical cognitive processes as we learn to look upon the withichew eyes,
combining ideas that are usually considered to be unrelated in imgrastl novel ways.
In play we can devise our own rules; we are not boxed in by tee anld limitations of
an objective world. For Eisner, “intellectual activity &t ighest level is often associated
with play” (1991b, p. 14).

Eisner celebrates creativity not as the gift of a chosenbat as a capacity that
all people can develop, a capacity that should be explicitly ctdtiven the process of
education, and not only in the arts, but across a wide spectrum of subjects. He writes:

Once considered an elusive, almost mystical gift belonging $pegial few,

creativity is now being seen as a capacity common to all merthahshould be

effectively developed by the school. Once considered a rareotypehavior
limited to the arts, creativity is now viewed as a mode aViacthat penetrates,

in some degree, almost all human action. (1966, p. 323)

We become creative as we learn to explore ambiguity, to breakofrthe constraints

imposed by the vision of a world where everything has already been decidduels,
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Teaching Youths to Think

Eisner points out that most of us are only partially literdéost of us will not
fully experience everything that we might if our senses wesk developed through a
good education. Young people need to be taught how to think and communicate withi
the different forms of representation, or they will be at addigatage throughout their
lives. Eisner insists that “balance in the curriculum is noipbki a plea for the equal
representation of cultural artifacts, but rather an imperativehélping students learn
how to expand their modes of consciousness” (1978a, p. 620). Students need to both
encode and decode the different forms of representation, the swydteims that
surround them. They need training to perceive the subtle quahtidsngs, and to
understand the syntax of these different forms. They need help icdmathptualizing
and expression, in taking a private perception and making it public. fAéey to
develop tolerance for ambiguity; they need to learn to imagme play with their
imaginings, releasing their creativity as they are expaseand interact with forms of
representation which are not rule-governed, which are not thedraditiscursive forms
of thought or communication. A good curriculum based on multiple literaisie

essential.
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Misconceptions about the Curriculum

Elliot Eisner and Elizabeth Vallance (1974) bring our attention &erées of
fallacies regarding the curriculum which are recurrent in d@dued philosophy. The
first is the fallacy of formalism. In essence thiddey states that what is important is
helping young people learn how to learn, not what they learn. Eisnéfadladce point
out that the content of the curriculum can be either significartrifting, and this
decidedly makes a difference in the quality of education studecésvee The next
fallacy is basically the opposite - the fallacy of contemhis fallacy focuses on what
students learn, not how they do so. There is an emphasis here garausi’ course of
study in which students need to memorize a lot of facts. The prabltrat this sort of
education leaves us with consumers, not producers of knowledge; oncehagjdakes
away from the quality of education. Finally we come to theadsllof universalism
which states that some subjects are universally important studkents, independent of
their particular characteristics or inclinations, a position Whilearly does not respect
students’ individual capabilities, talents, or interests (1974).

Eisner reminds us that curriculum reform has been a constankoiog &me now.
“New curricula’ has been one of the hallmarks of educationatg@aince 1955” (1971,
p. 1). Of all reforms, he especially criticizes the wholecko basics” movement. All
this provides is a bare bones curriculum that guarantees that stwdiemt profit from
their education, since they will be exposed to nothing, and learn noftd88k). Eisner
posits a different type of curriculum. His model would place tke a&rthe center. The
arts allow for a meaningful educational experience. They prooidetiess opportunities

for thinking and learning because in aesthetic experience the miritleasdnses are not
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artificially separated (1982). The arts expand consciousnesy. efbeurage analogical
processes, the playful treatment of ideas, and the use of judgdf8@).( They

encourage students to use the figurative, to symbolize their exgerieo be open to
multiple forms of representation, multiple literacies, and to utaleisand work with

their syntax (1994). In the arts, uniqueness and originality areesirtThere is a move
away from the focus on rule governed activity. Students can engdgsks they care
about rather than having them imposed on by others; they can definewn questions.
For Eisner, “a prime goal of curriculum reform must be to recaptueaning in

education” (1980, p. 453).

Eisner also proposes a curriculum which gives ample opportunity for
interdisciplinary study. There should be attention to the oslsliips among different
fields and the important issues and concerns of the time. Theutuwm should expose
students to a wide array of subjects, but also allow them to pilwsu@wn interests. He
writes:

Balance in the curriculum has been and is an idealizedientr deciding upon

curriculum content... How does one ensure the cultivation of idiosyncriasgy, w

at the same time, requiring students to study the wide rargydgict matters that

make for educationally balanced men? By the cultivation of idosgy, | mean
providing students with the opportunity to attend deeply and extensivéhe to

pursuit of their own aesthetic and intellectual interests. (1971, p. 167)

Finally, the curriculum should treat learning as a journey and mohgetition. There

should be attention to the learning process itself and not just test scores andistandar
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Misconceptions about the Aesthetic

For years, Eisner notes, there have been several misconceptibaducational
arena as well as in the larger society, which have undermimedmportance of
aesthetics. It has been thought, Eisner expounds, that science tsvepgriiereas the
arts are emotional, that science may be taught, wheressradrely a matter of talent,
and thus un-teachable, that science is testable, that whethehisgnie good science or
not can be determined, whereas the arts are but a matter of preference (2002c).

Yet, Eisner counters, there exists a very interesting paradoxall the bad press
the arts suffer, there is no higher accolade that can ba gvanyone, not only in the
aesthetic realm but also the scientific or technical, than to call him an(2002c). Why
is that? It is because art in fact is highly valued in ellangan endeavor, yet at the same
time it is misunderstood. “The fine arts have no monopoly on thé@it{002c, p. 8)

Eisner claims. And it is the artistic that Eisner is most concerned with.

Aesthetic Modes of Knowing

Eisner decries the fact that “the phrase, ‘aesthetic modksowsfing,” presents
something of a contradiction in our culture” (1985a, p. 23). He decrefath that the
aesthetic should be set aside in conversations about knowing, when, iit fadhe
aesthetic which provides the most excellent avenue to knowledgeartf Eisner claims,
that first provides the conditions for awakening to the world (2002a&).shlows us that
any kind of experience is mediated experience, a product of both the featurewofithe

and our own personal stories (1985a). The aesthetic side o li@ mere luxury, and
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Eisner considers it a grave mistake that it is the first thohgo in schools when
resources are limited.

Eisner counters the most popular misconceptions about the artsaart$tege not
merely emotional, but part of cognition; cognition, for Eisner, nead® temotionalized
in order to enrich thinking. The arts can, in fact, be taught. aftseare not simply a
matter of talent, though some young people may be predisposedsawararts. But the
same holds true for science, math, or technology. Regardless toulaartalent, all
young people can learn in any one of these fields. It is not necessary to [eduses,
merely multi-dimensional human beings.  Aesthetic reading, apfoet and
communication can be learned if a good, well thought out curriculumpkae, and if
the teaching is carried out by pedagogues who are connoissdustas, who are well
versed in the multiple manifestations of the aesthetic. Ttheaex not simply a matter of
preference, but require meaningful perception, analysis, and judgmehey dare
intelligent activity, a mode of knowing, of engaging with the worlduman beings,
insists Eisner, need stimulation; they need to put their senssignsy to use, develop
different capacities, experience new things, and develop potantdaklents which may
at present lie fallow through disuse. Such are some of the owgafnre@agagement with
the aesthetic (2002b). Aesthetic knowing occurs through many avetAregrovides
the conditions for awakening to the world around us” (2002b, p. 10).

Aesthetic knowing occurs through creativity. Creativity is born of theiaggof
experience or skill with imagination and a propensity for playea@vity thrives within
an environment of freedom and tolerance for ambiguity, an environwiere students

feel safe, where they can feel that they are not being judgetjht or wrong. Eisner
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identifies a few different types of creativity: boundary pushthg,ability to put objects
to new and unusual uses; inventing: taking existing material datecra new object;
boundary breaking: seeing the limits in existing theories andtlsag for new ones;
aesthetic organizing: the ability to arrange objects or ideassthetically pleasing ways
(1966). Different people possess different kinds of creativity; igortant thing is to
open up the possibilities for our students to learn to know through their creative potential.
Aesthetic knowing occurs through imagination. Eisner notes that:
Many of the most productive modes of thought are nonverbal and illogical. These
modes operate in visual, auditory, metaphoric, synesthetic waysibnel forms
of conception and expression that far exceed the limits of lbgipeescribed

criteria or discursive or mathematical forms of thinking. (1985c, pp. 98-99)

Imagination allows us intercourse with these modes of thought. ®Heaf art
awakens our senses and thus releases our imaginative capecitvesengage with it in
multiple ways, each way bringing forth new meanings. Aestlmatiges are an excellent
study in wholes and parts, in relationships; as Nelson Goodman cpimettightness of
fit.” “The arts liberate us from the literal,” (2002b, p. 10) Eisner claims.

Aesthetic knowing occurs through play. Eisner writes:

The arts provide a kind of permission to pursue qualitative experienee

particularly focused way and to engage in the constructive exiploi@f what the

imaginative process may engender. In this sense, the artg]l itheir

manifestations, are close in attitude to play. (2002b, p. 4)



161

For Eisner, the arts are close to play precisely becausestiveyirage people to
use their imagination, to explore territories where others moayhave ventured before,
or at least not quite in the same way. Play allows studéntsigh their imagination, to
move away from rule-governed activity, and thus releases theityatuliexperience,
create, and discover the world for themselves (2002b). Play afimitisess possibilities
for growth.

Aesthetic knowing occurs through judgment. Judging allows young pemple t
experience meaning making in freedom, since we cannot make ohguda rule, a
formula, or an algorithm. Judgment, for Eisner, depends on feel, anddpehds on a
kind of somatic knowledge (2002b). There are no set formulas whichichagraeone
in making judgments about how qualities are to be organized, or wherkaofvart is
completed, or whether it is well crafted. The arts awaken stiderthis freedom and
teach them to rely, instead, on feel and nuance, on subtlety andomederEisner
reminds us that “the arts represent one of the ways through whidmbuwuanstruct and
convey meaning and... the creation of art forms requires the ugadgment,
perceptivity, ingenuity, and purpose — in a word, intelligence” (1982, p. 74).t 4=

can this be considered but knowing?

Misconceptions about Art Education
There are several misconceptions about art education which preoccupy Hisner
one in particular stands out: the justification for teaching aedban the instrumental

value of art; that is, how art education may serve ends outsitfehbiseaising math and
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reading test scores, for instance. Eisner is worried byiftthge of arts educators who
know what the arts have to offer trying to give the customers thibgtwant, whether or
not there is evidence to support it” (1999b, p. 143). The arts andetropment of
aesthetic intelligence do not have the purpose, Eisner intones, g astisupport to
more serious subjects such as math or science. The purpose ofgstadgic cannot be
to ensure that children will more quickly and efficiently letdrair multiplication tables.
The idea that transfer of learning occurs between subjectsasyding to Eisner,
unsupported by research (1999b). While it is the case that studysig can somewhat
raise a child’'s math scores, it is equally true that stgdynore math will also raise a
child’s math scores — and by many more points than listening tolan \Wonata.

Focusing on the instrumental value of the arts marginalizes and reduces them.

The Purpose of Art Education

For Eisner art education is a crucial aspect of developingeiesintelligence.
The arts expand awareness of aesthetic qualities in both atbhesdrrounding world,;
through the sensitizing and heightening of our perception, everyday lijecome
imbued with aesthetic possibilities. Art education allows young petoptonceptualize
and express themselves through different symbol systems, to develggenitéracies.
Eisner tells us that:

There is much evidence to suggest that most of us are only lpditgahte, that

we do not know how to experience much of what either nature or culakesm

possible. Part of the task of education — and | would suggest one mbsts
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important tasks — is to foster such literacy. Without it Bfemnly partially lived,

then in one sense, we are only partially alive. (1981, pp. 466 — 467)

Art education sharpens judgment, as students are forced to takelgswparts,
and relationships all at once and make sense of them. Art edudlastrates the
inextricability of form and content; that the medium is part of iessage. It allows
young people to explore ambiguity, imagine possibilities, and embraaltiple
perspectives, to experience various aspects of a multidimensional (£298b).

Eisner insists that art education should not focus on outcomes coitsisielf. It
should not foster the growth of academic skills, but of artistetligence and sensibility.
Aesthetic images: perceiving, experiencing, understanding, andngrélaéim should be
the focus, not only because they are powerful and significant, buideecathe role they

play as part of the culture and society in which they are embodied (2002b).

Communicating through the Aesthetic

Eisner reminds us that people are social beings. “Humans haasianeed to
externalize the internal, to communicate, to share their exgerigith others” (1998a, p.
235). Knowledge and experience alone, in a vacuum, are meaningless shared with
others, thus the great importance many thinkers, Eisner includede plpon
communication, upon taking a private vision, experience, or understanding, and making it

public, bringing it to existence before others.



164

Eisner argues the following: There are multiple ways in whiehworld can be
known, multiple forms through which meaning can be communicated. Hbeiags’
ability to experience these different forms of representdiaih decide the variety and
depth of their experiences as well as what and how well theeylde to communicate
with others. Valid forms of representation are not limited to wardsnumbers; many,
in fact, are nonverbal and illogical - though not irrational. Lewmo communicate well
through different forms of representation requires intelligence, taisdai skill that can
and ought to be learned (1998a).

Eisner argues the importance of enabling young people, through edutation,
participate in their culture fully. Through the development of ipleltforms of literacy
they may both read and communicate the many things there arec&vpesind share.
Acquiring these frames of reference is a way of becomaugalized within a culture, of
being able to participate within a discourse community. Eismeinds us that “we can
make the private public by sharing it with others” (2002b, p. 3). The mamges of
reference they can navigate, the more concepts that will besadeeto them, opening

the door to more opportunities.

Developing Aesthetic Intelligence

Literacy, and more specifically multiple literacy, is thentcal mission of
aesthetic education for Eisner. He tells us:

Man has used his intelligence to create expressive formacim & the systems

and modalities that he has been able to use. Meaning is constrydi@uning



165

patterns that eventually become codes which carry meaningnwihem.
Creating meaning requires the ability to use the coding syistenway that will
disclose what it is the expressive form contains or implies. Kdawledge of
these patterns or codes creates a type of regularitynthkes predictability
possible, and predictability is a source of security in a waiich we must

negotiate. (1978b, p. 15)

The process of decoding these forms allows students to read theneresit at
large, and the ability to encode allows them to communicate andsexfiremselves
within the different discourse communities in the culture. Thiko® we negotiate
meaning. Eisner notethat “reading” is a term we may correctly use not just for
discourse, but also for other forms, particularly art forms. Hist;nshat our minds
construe meaning not just from words and numbers, but from any kindtefrpand
each pattern has access to a grammar even if such may wtebtly translated into
language. The arts, Eisner states, carry within them aajuadi syntax, or arrangement
of symbols, each with its own logic and order (1978b).

Eisner makes an important distinction between two types of symbols:
representational and artistic. Representational symbols suclords w numbers he
calls transparent because it is relatively easy to move tihem to their referents. But
artistic symbols are opaque; they do not take us directlyeio teferents, but we grasp
meaning from them directly. So the reading and manipulation ofi@dygnbols require
more intelligence than that which is needed to understand and commuhicatgh

representational symbols. Eisner also notes that syntax nefemly to discourse but
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also to the arrangement of parts within a whole. The virtue efgoverned syntax, such
as in the case of language or mathematics is that itisr éageach consensus about an
issue. The virtue of syntax that is not rule-governed, such as artthes precisely the
opposite. The latter forms require that judgment come into playaging a person’s
higher mental processes (1998a).

As our experience of the world grows we develop repertoires, but these
repertoires are not enough, warns Eisner. That is where iiagiremes into play.
Imagination allows us to read between the lines, to form whol@s fseemingly
unrelated parts. Eisner argues that “the expansion of our exprespemtoire, when
complemented by refined sensibilities, is an achievement of | signp@rtance in our
efforts to improve education” (1985b, p. 10). This is a skill that mustxpeessly
cultivated to bring our literacy to the fullest potential possilffeom experience with the
gualitative, with the subtle, with reading between the linesexmand our abilities to
read the environment.

Eisner's goal is for students to become artists working in sejead, or
humanities, by no means a simple feat since it is somethinchwlquires a superior
level of understanding and engagement with the subject. In dffecfuires students to
become both connoisseurs and critics, to perceive, analyze, and nudgeanner that
few people today can boast (1998a). In art, learning occurs throh@hEisner labels
the productive, the critical, and the cultural. The first is thitybo create art forms, the
second deals with the development of aesthetic perception, and thedhls with the

understanding of the relationship between art and culture (1972).
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A great deal of Eisner’s work focuses on visual forms. He eatpbcthe different
frames of reference which may be used to sensitize studedt®pen them up to the
aesthetic possibilities of a work of art. First, attention rbesgiven to the experiential,
to how the work makes the viewer feel. Though engagement wjtlioarEisner, is
intellectual labor, the cognitive does not go far without the emotielehent to
complete it. Students need to apprehend an artwork and reactnotiomrally first,
allowing the work to communicate feelings. It is importanteamember that in engaging
with the aesthetic we first take in the whole, without leaping d¢tdssification, analysis
and explication which would reduce the initial experience. Nexnidihn must be paid
to the formal, the relationships that exist among the differemianaking up a work,
the presence of harmony or tensions. Then comes the symbolichehabrk or certain
aspects of the work stand for, which opens up the student to a deepetamaiiegsof
the different ways in which experience may be symbolized imihiéiple languages of
art. After this comes engagement with the thematic, the umugdeneral meaning of
the work, which has to do with the construction of a narrative, thagef a story.
Finally Eisner brings us to the contextual, within which studerasnee how the social,
political and cultural may intertwine with the work of art. Gothgough these different
frames of reference will certainly serve to expand studentaremess, analysis, and
understanding (1972). Order and process are important to Eisner. He tells us:

| hope it is clear from what | have just described that thelctlum that is

provided to students or developed by them in art should not be a randorofarray

novel explorations that simply lead to superficial dilettantismtis#c learning is
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complex. It is not likely to develop a program saturatech vitagmented

excursions into novel material. (1972, p. 161)

If we wish to lead students further and deeper into engagemenhwitiesthetic,
they can be taught how to read a work of art on different lexelemplex and exacting
task. Eisner identifies and describes three modes in which formrepresentation can be
treated: the mimetic mode focuses on imitation, such as in tmeghjighics of the
cavemen. The expressive mode refers to the deep structure oh afowhen minor
chords are used to conjure up a gloomy atmosphere. The conventional mddd is
most people understand a symbol to mean such as a green light fat goed light for
stop (1982). For Eisner understanding these different modes is veoytamt to reach
full aesthetic appreciation, but it requires nothing less than é regertoire of literacies,
an understanding of the culture, a certain level of connoisseurshing @festhetic, and
the ability to judge and to employ criticism. This is no lesa #raimpressive display of

intelligence (2002a).

The Art of Teaching

Eisner insists that the best curriculum in the world valhe to nothing without a
good teacher, a teacher who is an artist in pedagogy (1971). Hestéiione thing has
been learned during the past fifteen years, it is that thwalted ideal of the ‘teacher-
proof’ curriculum is a mirage subscribed to by those who have tittlgact with the

subtleties of the classroom” (1971, p. 7). In proud defiance of thentwage of science
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and technology Eisner still defends teaching as an art. Educagips,Essner, is not
about controlled experiments and isolating variables within a hiere@tironment, but

dealing with real live, largely unpredictable human beings who doresgond to

stimulus upon demand. Under these conditions, the scientific managensehicafion

cannot work. Eisner tells us, “In the human condition | opt for inteaxpoet, schematics,
and heuristics, rather than prescriptions, rules, and algorithms” (1988, fi.is absurd

to believe, says Eisner, that teaching can be reduced to simplyntea series of steps;
that teaching skills should be considered miniscule, discrete ekermdnth, once

learned individually, can be aggregated to form a whole: good teaclkag.Eisner,

teaching is about drawing upon the educational imagination in twragren up the world
to students. Effective teachers need to be both connoisseurs argldfrifneir subject
matter, or they will not be able to guide their students well.

Eisner defines educational connoisseurship as the ability to firekgrained
distinctions among complex qualities. A connoisseur needs the abildpk at the big
picture and understand the different dimensions of a situation. “Se&ihgr than mere
looking, requires an enlightened eye” (1998a, p. 1). As connoisseuwiserteanust be
able to appreciate both what is salient and what is subtle, wisnple and what is
complex in their subject, and bring this knowledge and understanding tonbteair
exchange with their students. For Eisner, connoisseurship is synonwitbusastery
of a subject. “Connoisseurship depends upon high levels of qualitativegeried in the
domain in which it operates” (1998a, p. 64). Connoisseurship is a reachable goal in fields
which are very different, but which share a sense of freedom exidiliky at their core.

“Connoisseurship is the art of appreciation. It can be displayadyirealm in which the
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character, import, or value of objects, situations, and performanaidstriduted and
variable, including educational practice” (1998a, p. 67).

Eisner defines criticism as the art of disclosure (1998a)s tha ability to help
others see the qualities of something, as well as the relapsns@tween parts.
“Criticism is an art of saying useful things about complex arnitls objects and events
so that others less sophisticated, or sophisticated in differeps$, wean see and
understand what they did not see and understand before” (1998a, p. RisnCatlows
perception to flourish and then refines it to make it more acutecridss, teachers can
disclose the richness and depth of their insights to their studentssahenterpret the
perplexing, unwrap the hidden, and explicate the mysterious in aesthpérience, and
step by step bring young people to strike out on their own and accbnipissame
(1983). Because criticism is a difficult process Eisner rescends some aids to
interpretation. “Structural corroboration, like the process of tukatign, is a means
through which multiple types of data are related to each atherpgport or contradict the
interpretation and evaluation of a state of affairs” (1998a, p. 110).

Eisner’'s view of the teacher as a connoisseur and a critidas @y from the
wind-up teacher who, with the proliferation of standards, accountabilitiiree teacher-
proof curriculum is supposed to replace the true pedagogue. He asks us:

Does the unabashedly romantic image of teaching | have portree any

implications for what we ought to be doing in the schools or ismply an

unrealistic conception of what it means to teach? A conception idhaevamply
corrected by a Betty Crocker view of teaching or by a taphoof curriculum?

(1983, p. 12)
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Practical Applications for Eisner’s Philosophy

Eisner is particularly concerned by the present emphasiscarriaulum that is
dry and meaningless, that is overly controlled and constricted, providingn arid
educational experience. This is especially the case asasimogl/, American education
has been reduced to the scramble for parents to get their kidaertioest” schools and
colleges, and test preparation has taken over education. Thus faseésnis on
memorizing strategies to answer multiple choice questions, andonzation of
meaningless facts.

For Eisner the key to unlocking creativity and imagination in studsrntsough
the visual arts. Eisner proposes a joining of perception, analysisjudgment by
interacting with a work of art on different levels, and the wileay of qualitative
experience through different kinds of exercises expresslyhferend. Eisner would
propose exercises in which upon initial exposure to a work of art,rétudee first asked
to respond to it emotionally, to think about how it makes them feeen Tie students
would be asked to uncover the relationships existing among the diffierens that
constitute a work. After this would come an analysis of the sysrdraployed in a work;
what do they stand for? Next there would be questions about the thethenws
embodied in the work. Is the artist's purpose social criticismoofie sort? Students
would then be asked to look at the materials employed in the work aiphelebow
these contribute to the artist's message. Finally, students weuldd to analyze the
contextual element of the work: its relationship to other works tiwadiand history. At
all times the teacher would refrain from informing studentshef “right” answer or

imposing his own interpretation of the work of art, thus allowing studaniple
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opportunity to explore and understand the different symbol systems théyambecome
familiar with. (Eisner, 1972)

It is not surprising, then, that Eisner promotes the arts not ortheiaducation of
students, but also in the education of their teachers, especiallywthosae interested in
learning about learning and about teaching. He tells us, “In arldéhkewas a painter so
it is not surprising that | was interested in the ways in which the arésagerawareness —
wide-awakeness as Maxine Greene might say” (2005b, p. 3). FHourhase of studying
this wide-awakeness and how it might best germinate in studgster promotes arts
based research. He reminisces, “In many ways, this ambitionina, to develop an
approach to the conduct of educational research that was rodtexlarts and that used
art forms to reveal the features that mattered educationadly, avcentral ambition”
(2005b, p. 4). But it was an ambition which would be met with antagonighobg who
wanted more practical ways to measure results in the sch&@ser attributes this to
certain misconceptions. One misconception regards the limitatiohevof‘real” is
defined. Eisner offers the theory that “perhaps the problem aoteiiiat we experience
between the aesthetic and the world it portrays is our belieih aftexpressed, that a
correspondence theory of truth is the model that should guide our {28@5b, pp. 11-
12). Another misconception relates to the nature of arts basedreé itself. Eisner
clarifies that “arts based research is not simply the adjuit of a variety of loose
methods; it is the result of artistically crafting the description ofitbatson so that it can
be seen from another angle” (2005b, p. 12). Eisner insists upon the impasfance

multiple perspectives, of having available different lens throamgich to gaze upon and
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interpret the world. “I believe there are many roads toipielRomes” (2005b, p. 13),
he tells us.

And then there are the tensions inherent to an arts based reaachbhwould
offer educational illuminations, which would attempt to shed light upahimprove the
learning process for the great numbers of diverse young people in our schools today:

These five tensions... penetrate our work — first the tension betweaenaen

forms that vyield diverse interpretations and forms that yield ncom

understandings is one such tension. A second is the tension between the
particular and the general. We want our single case redeaegkend beyond the
single subject studied. A third tension is between the desirestioetieally craft

form and the desire to tell it like it is; aesthetic congiiens can trump

epistemological ones. A fourth tension is between the desipursue new
guestions and puzzlements and the need in the practical world for answer

Finally, there is the tension for arts based research to wkek is novel or

creative and the need to create work that has verisimiltutige furniture of the

world. (2005b, p. 19)

But this is an experiment which Eisner strongly believes asttwpursuing in
order to provide young people with a good, comprehensive, twenty-firdurge
education which can serve them as students, workers, inhabitantsr afotnenunities,
and citizens of their nation and of the world. With optimism, he tells us that:

Finally, the tensions and procedures that | identify | believe cande@general

model that, if used in our classrooms, could reshape and advance tiee phct
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education and reform our conception of its proper aims. Regarding asiad
cultural achievement, knowing as a process that yields temtagisolutions,
objectivity as an aspiration rather than a realization, the impiadorms of
representation beyond the literal use of text, recognizing therpofverm to
inform, yet realizing that every form of representation bothaksvand conceals,
such ideas might broaden our perspective regarding what is wadhirtg and
learning and through a broadened perspective change the scopewfritidum
and enrich the practices that teachers employ to promote studerih.gr(2005Db,

p. 21)

Eisner’'s Legacy: The Work of Thomas Barone

Thomas Barone takes Eisner’s ideal of the teacher as connaasgkaritic and
gives it a highly personal touch through his ethnography of anamfi¢e, Forrester, in a
high school in Appalachia, the subject of his book “Touching Eternitgrddghout the
book Barone focuses on the educational experiences of students wint fhr@cess
itself, their environment, and especially, their teacher.

Barone’s writing echoes Eisner's concerns. It is obvious dt dlemce that
Barone sees education as an ethical mission. As he saysn@ime things | care about
is educational virtue — making education and schooling more life-enharicing
youngsters of all sorts and for the culture at large” (2000, pBdjone wants education
to benefit the student as an individual, and, in turn, asks the individuahstadscome

a committed participant in the world. From this commitment fldvesideal of education



175

as intricately interwoven with social justice. Barone asks é#slers, “How can one
instill in students a critical disposition that... enables them togpsr imbalances in the
culture and... engages them in redressing those imbalances?” (2aB%K)p.We can
clearly see that Barone, like Eisner, does not consider educaponely intellectual
endeavor, but argues for the emphasis on the development of the moral life of students.
Another concern that Barone shares with his professor and mentoger,Eis
regards the increasing importance of the positivists in shapingntueducational
practice. Barone rebels against our current technical-rattmtaéty and the ravages it
has left in its wake. The metaphor of the school as a fact@arigularly repugnant to
him, especially since it is becoming an increasingly aecephe. “It is hardly news to
note that the American school is patterned after the industoidphace. The literature
detailing the analogies between various organizational featfrechool and factory is
abundant, comprehensive, and sophisticated” (2000, p. 120). The school as a factory
leads to a standardized product which is not something, in Barone’stuid®,valued.
The factory model, in Barone’s view, does not produce moral human sbeimg
particularly intelligent ones. In fact, it does little to benstudents, and much to benefit
business:
Because the Bush administration was destined to leave us witButestantial
accomplishments in the field of education, educational historians andstheve
reduced to studying its rhetoric. “Breaking the mold” was onehef catch
phrases its members fondled repeatedly as they promoted thmatdor of

schools without additional funding. (2000, p. 119)
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Barone offers us an alternate picture of what the school daghe, a picture
reminiscent of Eisner’s own education philosophy:

New American schools that truly broke the mold would proffer no such

standardized vision of success. Instead, they would offer studentsaghérse

the autonomy of the artist who works toward an end that is emergenmoa yet

in view. They would be concerned less with molding students in acumrddth

“national consensus standards” than with providing the growth of unique,

powerful, integrated identities. (2000, p. 121)

However, this vision of the school goes hand in hand with good teachersawho c
effectively engage in the challenging task of helping to mgolehg human beings. This
process demands both the knowledge and skill of the artist, a teabbeis both a
connoisseur and a critic, as well as the freedom that wréistails. There can be no set
path if real learning is to take place:

The artist travels with aspirations in hand but sans detailedrbiteep Along the

way, the artist welcomes chance intrusion, entering into negotiatiotis

emergent qualities of experience, incorporating them into the comsirwf an

ultimate vision. So does the good teacher. So does the activatst(2e00, p.

10)

For Barone, like Eisner, the good teacher may best reach hisitstubdeough

engagement with the aesthetic, for the aesthetic carriesriceas weight. Experience
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with the aesthetic leads to the development and refinement of pencembd
understanding:
Aesthetic experiences possess a vitality that distinguishesftben ordinary life.
In aesthetic experiences a person feels a unified struntthat flow, progressing
in an organized fashion from the initial acceptance of a challengefulfilling
denouement. New perceptions arise as a person experiencesvinihraent
aesthetically, perceptions of relationships between familiar phemorand new

ones seeking a place. (2001, p. 139)

The aesthetic leads to the development of critical thinking:

One can observe in this process a dialogue between the studehé andterials
being shaped, a qualitative problem-solving process in which the studeksr-
artist struggles with possibilities, tentatively moves on theer@t encounters

resistance, and manipulates the component parts. (2001, p. 25)

Barone, mirroring Eisner, reminds us that the aesthetic isimed to artistic
subjects. Throughout history, Barone intones, the aesthetic has been misunderstood:
The possibility of discovering aesthetic qualities within a commaepétivity
such as education would have once seemed absurd. Until fairly yeagntlas
equated by the prevalent formalist critics with “high artspgracess wherein an
elite corps of aesthetes created beautiful, self-contained ®ljedie admired

from a distance. (2000, p. 121)
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In fact, Barone claims, the aesthetic is a pervasive pairoivorld, and can be
appreciated in all aspects of our experience; this is sometliiody wducators can take
advantage of in their classes, particularly because the aesfipgeals to students’
emotional lives. “Aesthetic projects can be fashioned almostwherg: in the science
corner, in the library, in the nearby community, in the studio... they all share the common
shape of an unfolding story” (2000, p. 128)

However, Barone warns, while the aesthetic may be enjoyabléharatts are a
particularly satisfying endeavor, they are not easy. Here we see nechiokes of Eisner
but of Dewey as well:

Several students described the process of self-expressiofulaing” and

“enjoyable,” but also insisted that it was “hard work...” Soadmitted to

electing art with hopes of coasting through with minimal effarhey apparently

harbored a notion quite common in our society, the one that assocéitedike

basket weaving with extremely low rates of mental taxation. (2001, pp. 23 -24)

Throughout his writings, Barone speaks primarily to teachers whotrage
pedagogues, good teachers whom he considers quite capable of bb#ote&édal and
practical aspects of education, of developing their own curricuhdgnmaplementing it in
the classroom. He writes, “The kind of theory envisioned here isthimughtful
practitioners. It will hopefully aid in improving the design, s@tn, and
implementation of programs and materials, and ultimately in providiage profound

and liberating educational experiences for students” (2000, pp. 58-59).
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Through both the curriculum and his teaching a good teacher must dxpose
students to multiple viewpoints, multiple stories:

Good stories can pose a threat to our equilibrium in their capaenilygto

persuade us of the wisdom of choosing a life course dramatdifityent from

the one down which we have been traveling... They can promote gilegtees

of integrity and coherence in a student’s autobiography. They camops the

creation of more integrated and responsible selves. (2000, p. 129)

A good teacher must be tuned in to students. “The educator comes tstamdier
emphatically the lives of her students in order to arrangenk@onment intelligently
toward the promotion of aesthetic experiences” (2000, p. 131). But Barasis that
though an understanding of students is crucial, an understanding of subjectisnat
least as important; the intellectual dimension is still sigait. “Empathy alone is not
enough. It is merely a necessary condition for... the developmentusfaigonal
activities that can broaden students’ “horizons” (2000, p. 188). FinallpnBdelieves
that a good teacher must be aware of and concerned about soe@salisthe community
and the larger world and transmit this concern to his students. Baesheator should
be passionate and engaged. “The kind of honesty that might resulafgamne that is
intensely empirical but politically disinterested is insuffidi. The responsible story...
must be...critical, insofar as it adopts an openly political sta(@@00, p. 192). Like
Eisner before him, Barone does not believe that the politicalbeadivorced from

education if education is to be recognized as a truly importanaeadms the world, and
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if educators are not to be dismissed as people, lacking in istetkgand independent

thought, that will simply follow curriculum guidelines and do as they are told.

Orators & Philosophers Revisited

Throughout their professional lives Maxine Greene and Elliot Eidreve
advocated for a revolution in education, one that will finally providectimaprehensive
education necessary for students in the twenty-first centuryh tBiwtkers know this task
is no simple feat, for the history of Western culture is one ddrzaltion and false
dichotomies: mind vs. body, us vs. them, the rational vs. the aesttltogue and
thought suffer as a result. Western culture has become a afitwmeners and losers, a
culture in which opposing armies clash with the passion of fanlaéins on spreading
their ideology at all costs, with little thought for the casealtihey leave behind: the
young, the poor, the voiceless. And education is no exception. But forrhsikeh as
Greene and Eisner it is the ideal arena for new beginningsoiri§y Greene’s “what if” it
is still possible to imagine a new vision of education.

We can imagine an education which does not concentrate on spegialize
technical knowledge but which, instead, speaks to the whole person andhpessto
the immense wealth of possible learning. We can imagine antestuaa which the
rational and the aesthetic are merged together, and yet renwnstant dialogue with
each other, allowing students to explore their different potergmlitWe can imagine an
education which has a place for tradition, (millenniums of thought cameotly be

discounted) but also for skepticism, tolerance, and egalitarianismthid education
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classical texts will be valued alongside what is new and rdiife in a dynamic,
renewable core which evolves with the times to give students twbgptneed. In this
education both the orators and the philosophers can sit at the saeartdl#ngage in
dialogue, with less sparring and more communication, for both will haderstood that
the humanities do not have a monopoly on culture, but neither are sanehowath all of

knowledge. Metaphor and facts will hold equal value so that finalljwbecultures can

meet.



182

CHAPTER SIX
CRITICAL-CREATIVE THINKING: A MERGING OF THE RATION AL &

AESTHETIC

What Counts as Knowledge?

As has been shown throughout this dissertation, “knowledge” and “thinkneg”
loaded terms; they mean different things to different people, agdatieeoften defined
by those in power. Today, the definitions of the positivists usually thel most sway in
the academy, and in the larger society. Consequently, the domirfamtiaes of
knowledge or critical thinking skills have to do mainly with a tecHmagtonal logic
which serves the interests of big business and the state, whikesfigetic has been
marginalized, put aside as not useful to the agenda of the nation.

Today critical thinking is a common term in education, but critical thinking as it i

currently understood is a one dimensional construct which leaves students with a lopsided

education. Thus a new construct is needed. This new construct, wHitlenstbfore be
referred to as critical-creative thinking, is a merging he# tational and the aesthetic.
This is a new model of thinking, based on the educational philosophy ohesesel
Eisner, which is propitious for the general education collegecaluirn today in order to

meet the needs of our students in the twenty-first century.
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Critical Thinking

Most educators claim that an important part of their job is tagcgyoung people
critical thinking skills, but if we ask, “What are critical nking skills?” a lot of the
responses will be limited to statements containing words sutbhgss,” “reason,” and
“rational.” But what ever happened to the role of aesthetics witléndefinition of
critical thinking skills? If we are to take the overly sirfiptl division of left brain and
right brain as representing logical thought versus artistaght, we can ask ourselves,
what ever happened to the right brain activity of human beings? ddowve just value
one half of what goes on in the human mind? Is it the case thkintdpindependently of
logic is not true thinking — at least not critical thinking, no méran ornamental
thinking, only to be embarked upon when the serious aspects of lifeahdween dealt
with? Unfortunately, creative thinking has been negatively aiigred, and is thus not

held in particularly high esteem within the academy (Greene, 2001).

Critical Thinking in the Classroom

A number of college professors are concerned about the lackicélahinking
skills they notice in their students. The students may not berpenig well; they may
be disengaged during classroom discussions, or their commentaanég on point.
Their papers may not show a basic understanding of the readingshdle been
assigned, or their exams may be unsatisfactory. They may diffaulty in drawing
inferences, or in applying what they have learned in one situadi@mother. These

professors are assuming that their students are coming to titkera get of skills and a
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determinate cultural capital which will enable them to perfavell in college. These
college professors have certain expectations of their students:

These students are to be critical thinkers, comfortable withyzangl and
synthesizing information, and then smoothly applying it to a sefiesntexts. They are
to be adept at absorbing content, possessing a great deal of thial @apital equally
accessible to all young people who live in the United States.hdrt, oublic college
students ought to be as comfortable with content as they are omith &nd the form
which they master is none other than post-Cartesian rationaligther the student is

from China, Turkey, or a New York City ghetto.

Critical Thinking at Work

At the same time employers complain about the quality of émeployees. They
say that many recent graduates don’t know how to work withoussixeedirection, take
initiatives, or come up with creative solutions to problems. Theyptam that
employees don’t show strong critical thinking skills, and that thixecause schools are
not doing a good job of educating youth. Young people are told that theyeedl these
critical thinking skills to do well in college, to advance in tla@reers, and in general, to

succeed in life.

The Aesthetic & Critical Thinking
Unfortunately, for some the arts - the original domain of the aesthee seen as
frivolous and not necessary to serious academic pursuits. In eduwatiare familiar

with the “rational” logical-deductive procedure borrowed from Reresdartes of
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dividing a problem into as many parts as needed to arrive @utos, and beginning

with the known and simple and moving gradually to the unknown and complex. There
are a couple of problems to consider with these recommendations, theugtof all,
problems which have to do with human beings and their lived expergrcaot so
easily divisible into adequate smaller parts, nor is it possthkways begin with the
known and simple and move gradually to the unknown and the complex, becaplee pe
are complex beings, not easily defined or compartmentalizedr groblems cannot be
solved in the same manner as mathematical proofs, nor is thewidrefaantifiably
predictable (Bruner, 1986).

As has been shown in this dissertation, in opposition to the dominant edakati
philosophy, some thinkers have been staunch supporters of aesthetic thiblangy
(2005), for instance, clearly speaks up to defend the role of gaede in both the
production and the appreciation of works of art. He defends the rigor of thinking in terms
of relations and qualities, and states that laziness on the pameafho engages with a
work of art will lead to nothing but incomplete ideas. Eisner (RG020 speaks of
aesthetic thinking as intelligent activity; he emphasizegdleof the senses in picking
up qualitative information from the environment which leads to conceptatmm he
sees the refinement of the senses as necessary to developiptieritdracies. Greene
(1995) speaks of aesthetic thinking as releasing the imaginatiomcel step in the
building of a more just society based on democratic values. iFmgt to say that
logical-deductive knowledge should be neglected, but it is impoxaméatch out for the

combination of an over-developed intellect and an under-developed mosa. sé\
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technical-rational morality which makes a virtue out of econgroductivity at any cost

leads to what Greene (199%as called, “seeing the world small.”

Critical Thinking in the Curriculum

If we look at the manner in which critical thinking is taughtsichools and
universities in the United States today, we would see littldeende of students learning
anything more complex than to solve puzzle-like exercisesnggkirigor, like fill in the
blanks, or multiple choice questions. Through these standardizedttesats can be
easily tracked and put into their “proper” place in the world, wileeg won't take up
more economic resources than strictly necessary. And later anthwee students grow
up, businesses obtain a considerably large population of workers whdenessily
managed - ideal raw material. How exactly are multipleice® questions supposed to
teach young people to think? Where are the processes of amalgssynthesis — not to
mention more holistic thinking in general?

Students are trained in puzzle-solving accomplishments, but not in creativity. The
latter is a pastime for those who will probably not get fary And while it is true that
the ability to solve puzzles is to be preferred to the inability to solve thene éxists the
danger that an inordinate amount of emphasis on a certain type adantallfocus may
result in a truncated moral sense. From a heavy penchant fohaaddlogic as the
appropriate guide in the realm of abstract knowledge therelésdiitance to this same
logic as a proper representation of the laws of abstract hufeanStatements such as
“All people tend to maximize profit,” can seem appropriate to tiednthat has been

trained in logic to the exclusion of feeling — of a moral sense. Justice anccepspiear
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to be matters of pure economics — the law of supply and demandeativeffway to
determine who is indispensable and who is not.

In schools students do not study aesthetics, the language loétaxsstor much
less, aesthetic thinking. In art or music appreciation etagkey barely learn more than
a few historical facts, and the aesthetic judgments of “éxpeit is a sad commentary
on American culture that adults can take art classes whichiggdmteach the learner
the critical vocabulary to ensure that they may engage in igaetl sounding
conversations about art in galleries. “Never be at a lossdoitsaagain,” the brochures

promise. Never mind that this vocabulary, learned in this manner, is but an empty form

Critical Thinking, Mind, & Meaning

If a student’s aesthetic imagination is not given a voice, itrdghes both the
student’s possibility of a deeper intellectual enrichment and trelyidyg of his sharing
and creating meaning within the community of the classroom. Whabrse, when a
society sends the message to its people that aesthetic theughimportant, little by
little it is set aside as students learn to focus on impbthings — like making money. If
a student is not taught to decipher systems of symbols, differensrobdepresentation,
soon he will be unable to decipher any but the most obvious messageseciating
works of art requires perception, intuition, imagination, a feelimgrfetaphor and other
forms of representation, value-inquiry, tolerance for ambiguity, play engagement
with the unconscious — hardly a simple feat. And this takes timenpat and hard

work; it is an important way of knowing.
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Human beings carry around an internal world, even as they paidipaan
external reality. This internal world is privy to thoughts, ifegd, and language which
may not be immediately apparent in the external world, and tleshaltworld must be
given a voice. Human beings negotiate the world on different plamek,logical
deductive rationality is one of them, not the only one, and not necgdbaribest. But
since it is favored as the critical thinking of the academy, tinbseare less comfortable
with it tend to shut down, to disengage in traditional learning envirorsmerttis is not
an acceptable state of affairs. It does our students avites¢hat they should feel
alienated from intellectual exercises which should be accegsilall alike, even if each

person ultimately develops knowledge in his or her own unique way.

In Search of Critical-Creative Experience

Knowledge is not the special province of experts; it can and shouldaoe
accessible to all through general education. Knowledge is nopélceakprovince of the
logical or the aesthetic, but requires a merging of the tworder to render our
representations of the world more complete. It is interestingote that for Dewey,
Greene, and Eisner the aesthetic is not merely restricted,tddut mathematics and
science may be appreciated from an aesthetic point of viewaenést logic restricted to
mathematics and science, but art may also be subject tertheot logical inquiry: to
analyses of content and form, parts and whole, and relationships. mbves to
aestheticize the rational and analyze the aesthetic can beasea precursor to the

proposal contained in this dissertation for a new merged form of thinking.
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Rationality has at its base centuries of an elaboratelylaj@at logic capable of
seeing an argument through from premise to conclusion. Aesthetit® other hand, is
an as of yet largely neglected arena rich with systemgnobals which many have not
learned to interpret. These two are complementary parts @othprehensive view of
mind which we are in such dire need of in the twenty-first centdfyur goal is for
students to exhibit higher order thinking, this will not be achievedddy emphasis on
either logical-deductive or aesthetic thinking. The point is toartowards a critical-
creative thinking which will allow students to make well thought palgments in
various realms through exposure to different systems of symbolsredif forms of
literacy. Practice in identifying patterns in different cotdexill lead to a more profound
understanding by enabling students to navigate multiple worlds and anakereasing
number of connections.

This is a project which can be begun by taking the work of Graedi&isner as a
point of departure, a model to build upon, as we explore the nature ohittkeng, its
possibilities, its challenges, and how it may become cerdréihég general education

college curriculum, especially through placing a greater focus on the arts aaditiesn

An Educational Philosophy of the Aesthetic

As has been shown, both Greene and Eisner share a passionakesttietic as an
integral part of experience and an essential component of edu@atieducation which
should focus on the development of the whole person, not just the intallpctvers.
Greene and Eisner both affirm that human beings live through thieids, bodies,

emotions, passions, and spirit. Neglecting everything else in rdgre primacy to the
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mind, and then, to a very limited definition of “mind” as that throughictv the
traditional “rational” human being may develop his or her intelléeads to an
impoverishment of the very same human being by denying him orchessato other
essential dimensions of necessary experience.

Aesthetics is a liberating force, and the study of aesthbttis for itself, and as a
method for other learning is an excellent way of empowering stside inhabit multiple
realms of experience and become critical thinkers on manyettfelanes. Students can
be taught very effectively through literature, art, music,,féamd other expressions of the
aesthetic. This exposure opens them up to a critical awarenéssirobwn lives and
experiences, and those of others; it develops empathy and understandihgs ahe
potential to make young people into more moral human beings.

For both Greene and Eisner, the aesthetic sense is the nedesi$attyat is
missing in order to enable people to possess a more comprehensiveand aspire to a
more complete and moral knowledge of themselves, of others, and wbtltearound
them. Through the development of aesthetic sensibility ordinary hiomiaugs will
broaden their perception, insight, intuition, and judgment. They will hen@other
access to impressions from their unconscious, which carries poweréslages that need
to be decoded. The ambitions of the aesthetic go far beyond knowleddes to t

achievement of wisdom, that which will lead human beings towards living a bfetter li
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Aesthetics in the Curriculum: Eisner's & Greene’s Visions

Eisner and Greene share the same confidence in interdiscipdito@y but focus
more on the importance of the arts and humanities as facilifatiodeeper learning.
Eisner expresses his worry that institutions of higher educatioth te look with
suspicion upon courses of study in which judgments, intuition, metaphor, amahotihe
guantitative forms of logic might be important. Greene worhes ¢ven when students
do take courses in the arts and humanities, they are taught donbemers and not
producers of knowledge.

Both Greene and Eisner see the curriculum as fertile ground fdibénation of
human potentiality through aesthetic study, but they have slightfgrefit focuses.
Eisner’s first love is art. He emphasizes the importance of making emtralgart of the
curriculum. He would favor a course of study in which students learntt\garoduce,
analyze, and critique visual works of art. He presents quite a Sogtad methodology
which explains the different ways in which art can be engagdd aid how symbols
may be interpreted, in order to produce a rich educational experiencstudents.
Eisner’s focus is primarily on the releasing of studentghdove potential, but Eisner’s
idea of the cognitive is radically different from the disembddigellect which is still
looked up to as an ideal in some quarters. Eisner's cognition isnatioealized
cognition, a cognition which is infused throughout with feeling, with skarch for
beauty, harmony, and significance within the multiple forms of sgmtation, thus his
insistence on aesthetic thinking as a legitimate part of ratidnaking, and on

engagement with the arts as intelligent activity.
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Eisner's argument is that multiple literacy should be the &nst of education
because human beings are either “liberated or constrained byp#seof forms they are
able to experience.” Eisner wants students to be able to pagiaipthe world fully,
navigating its many symbol system, able to both read the masgages embedded in
experience and communicate through different forms of represemtalfihis expansion
of the cognitive, in Eisner’s view, will help achieve equity, aishthe proper education,
there will no longer be any group of people who can be silenced or marginalized.

Greene, on the other hand, has a special feeling for literature dmong the
many different arts, though she also appreciates and writes dgoabntributions of
multiple forms of expression. Literature, for Greene, isrqodarly effective tool for
releasing the imagination and having students reflect withireeden of the ethical in the
pursuit of social justice. Through her numerous writings, Greepeats her moral
message time and time again: Students should be taught toénaagrorld unlike the
one that is, a world in which wrongs may be righted, suffering nbghtased, and
injustice would be swiftly dealt with. When students are abjdaoe the world as it is
side by side with the world as it could be, they will be &bldecide that certain aspects
of the human condition are unacceptable, and will be willing to engagchanges
leading to democracy and freedom. Themes such as famine, diswases, war,
discrimination, the abuses of business and government are all fertile snbjeatfor the
philosophical reflection of young minds. Youths should be exposed to poxfaits
despair, of alienation. Anger can be a powerful tool for change, anddaksm of
youth can accomplish incredible things. They can begin to practigagement with

their communities and the world around them, understanding that socistidajcan
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only be combated through the active participation of those who arendetdr not to
tolerate it.

In Greene’s philosophy there is a greater emphasis on the emgatg®ith other
people in addition to the initial engagement with the work of art experienced. To that end
she underlines the fact that critical thinking mandates not beragl adf conflict, not
being afraid of raising discussions that may lead to argument®akidd at issues that
will make some people uncomfortable or angry, because conflecigreat opportunity
for learning to take place. Human beings are different from one another. Néealbur
own set of lived experiences, values, and assumptions, and we are d®disadtee with
others on many points. But while conflict creates the opportunitgrowth, it can also
be a destructive force if allowed to spiral out of control. Téssdns of respect for
different values and tolerance for other viewpoints need to be cdypstamphasized if
we want to build bridges towards understanding, which may lead towards

transformation of society.

Aesthetics & the Pedagogue: Eisner's & Greene’s Visions

Greene and Eisner also have great expectations for the rdie tdacher in the
successful implementation of a good curriculum, as no amount of timethry world, no
matter how coherent, transparent, or significant, can substituténdohuman element
which can only be provided by a good teacher.

First and foremost a teacher should be an “expert” in whateveecsutg is
teaching, and must have the skills to both transmit knowledge andioplestdical

thinking skills effectively in students for that particular field Eisner’s words, both a
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connoisseur and a critic. Even when a lesson is well prepared, ifartiely effective
learning to take place, a teacher must be able to deal wibrédl of unexpected twists.
Content knowledge in itself is not meaningful unless it allowdléxibility of method
and experimentation. He must be able to anticipate what tomcboamd to cause
students difficulty, be able to explain a problem in different waymme up with
improvised examples and make both planned and on the spot connections with other
content students may be more familiar and comfortable with.teh@er cannot employ
critical thinking skills in a given subject, how can students be ¢xgd¢o develop them?
In effect, a teacher must be a master of his craft, and this is no simple feat

Teachers need to understand that learning is multi-dimensional, tbple pe
possess different kinds of intelligences, that different leardm&ve different strengths,
and thus need to be taught in different ways. The different syrngbi@nss and forms of
representation can only be accessed by students if theypargeeixto multiple literacies,
if they are taught to perceive, analyze, synthesize, and comateimc multiple ways.
Teachers need to understand that though all students may noiretteelareas of math,
science, or technology, they have other abilities and talents wdachers can help to
identify and encourage them to develop, leading students to have more ipeodnck
happier lives. They need to believe that all students can lrayne way or another, that
human potential is unlimited.

But all this cannot come about if the teacher is not sensitvaesthetic
experience in the first place, if he is not capable of insighio the meaning of the
brusque stroke of a brush, an arpeggio in a minor key, or chiarosghtiadi in a film.

There is also a need for teachers who are capable oinimggwho cherish the ideal of
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social justice and who do not believe that protesting against the world as itghtirsgfia
losing battle. Teachers should pursue a pedagogy of liberatiamglo$ion, of bringing
out the potential in each and every student, bringing him or her tiicalaronsciousness

of his or her world and the multiple worlds of others.

Some Reservations

The educational philosophies of both Greene and Eisner are excetiéalsnor
a re-imagining of the general education curriculum today. Eisnews foe the cognitive
possibilities of the aesthetic and Greene’s focus on the momsibpities of the aesthetic
are rich and significant, worthy of being seriously investigated and pursued.

It is possible, though, to point out a few reservations which mayabsofed
about some parts of their philosophies as applied to the curriculisnerEfor instance,
speaks a great deal about his concern that students be exposedtanyasypes of
symbol systems as possible, that they learn to read and commuviibétethem. Yet at
the same time he rejects the idea of a core curriculunargisnent is that having a core
marginalizes subjects which are not part of the core. Hawthere is no better way to
ensure that students develop and exercise their different pditesgtithan by engaging
with different types of subjects, whether they feel an affinity for tbemot. And having
a core curriculum which all students must follow is an excelley of providing the
same educational opportunities to all. If they are to survivaigworld, they need to
engage with mathematics, science, and technology. At the sameas Eisner has
claimed, they also need to engage with art, music, and literdfiseer’'s sympathies are

very clear; they are with the arts, and more specifictitly,visual arts. And perhaps
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because the arts have been marginalized for such a long timadheédevercompensate
by suggesting that all students should be exposed to art, but not nbcessdgebra or
chemistry.

There is certainly room for disagreement with this positionis durely true that
the arts and humanities need to be given much more importancegandel education
curriculum, but the idea of a liberal arts education is, as mugiossble, to expose
students to the world, and math, science, and technology, for bettersa, @ part of
this world. Naturally, this core curriculum would need to be rewviefr@m time to time
to make sure that it is in keeping with changes in our world: adgancmath, science
and technology, new social and ethical perspectives opened up by anahoseve and
diverse world, exciting research in the humanities, innovative aarhsf, etc. A
renewable core curriculum, constructed by each college witmphe of professors from
different areas of expertise, would provide the opportunity for wlisge voices to call
into question what is being taught at any point in time while progidindents with an
up-to-date, comprehensive education which would offer rich, significant, varied
content knowledge, as well as access to multiple ways of kgowimntulcating in
students the habits of mind necessary to become lifelong learners.

In the case of Greene, it is certainly true that her padsia®lication to social
justice is laudable, a worthy and noble goal. Indeed, young peoplémnbedsensitized
to the world around them. Too often they are unaware of anyyrbat the one that
touches them most directly, their own lives, preoccupations, and thedinange of their
knowledge and experience. Greene’s focus on the importance of oyenimg people

up to multiple perspectives and narratives is quite valuable, and ¢he btart of some
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very important and hard conversations which need to be had, as wg @l move
towards a more just world.

But it is a matter of concern that Greene should insist tti@migh all voices
should be heard, precedence should be given to those leading to denancré®edom.
It seems that this could create the danger that some voitlesotvibe heard at all.
Greene’s stance on this point is a matter of particulacern because since “democracy”
and “freedom” have been designated as the ultimate good, anything ddés not
immediately seem to come under this category can be seerwilasaral harmful
ideological battles can ensue. Greene’s criteria, becaisseat particularly well defined
but open to interpretation, makes it too easy to silence any voiash way air an
unpopular viewpoint by pointing an accusing finger at the one who isamomitted to
democracy and freedom. Inquiry and philosophical reflection ought not to éhave
predetermined end result. If the university is, in fact, to Ipbaee which encourages
thought and communication, all should be allowed to voice their views ultjust to
silence some and allow others to speak. Students should be allowethte tem “the
party line” without the risk of being ostracized.

Finally, for all the efforts of philosophers and pedagogues to tnanghe world
through education, still, when young people leave the walls of tliergaand step into
the outside world, a great number of the lessons learned recedbdartadkground as
life becomes a quest for survival. One can, of course, hope thatifnentot time these
lessons will resurface and the adult who faces the world todesemiember some of the
promises he made to himself and to his fellow human beings when sha wauth.

Though to a great extent school should be a safe place where stateigarn to know



198

themselves and develop their different talents, yet it is impiotitat at the same time the
school should not give these young people a false sense of secuhgyawill pay a
very high price for it in adulthood. Young people deserve to know the mtespe
available to those who pursue different courses of study, even dedneyhat every job
and career choice is valuable and worthy of respect. They showldkmadsv and
understand that some excel more than others, and this too is ndtwalequality will
never be achieved; it is naive to believe that everyone could congestatilat the same
place, even just after graduation.

Nevertheless, education should serve to produce better prepared and more
enlightened citizens with a commitment to democracy and satcg. Therefore,
those who love logic should be exposed to art, and the artists shouldoleteal with
numbers. With time both the mathematician and the artist widldbe to pursue their
own paths, but they will be richer for their expanded capabilifigris, we arrive at the
proposal set forth in this dissertation. In order to provide studeitks thhe most
opportunities for learning, meaning, and personal enrichment, the aimdsheulo

cultivate critical-creative thinking in all.

Critical-Creative Thinking

A Case of Two Programs

Taking aesthetics seriously transforms education, as can be seen iretbeteas

significant programsProject ZeroandLincoln Center Institutewhich owe a great debt
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to “champions of the aesthetic” like Dewey, Greene, and Eisndrpaar the mark of
their philosophies in more ways than one. Here, art is an endelhat well as an
avenue of exploration, an opening to the world. In the deweyanidrgdproductive
engagement with the aesthetic is clearly seen as a ntatidasof a fertile intelligence
capable of rigor and concentration. So too are Eisner's methodgpooaching art
given a central role: the encounter with art should be thorough anduloesicthe work
must be engaged with on different levels, each of which will openewp Imes of
communication between object and viewer, as well as amongstothenunity of
viewers. In this manner meaning is encountered, created, arddshsymbolic
languages are discovered; and private perceptions made publicn Wighprocess both
connoisseurship and criticism may be achieved. And then, as we fmowethe
cognitive to the moral, Greene’s ethical imagination is unleagt&ce come face to face
with the affective realm through recognizing the presencehef“other” and being
socialized into a more inclusive world. Throughout all these manedgment matures,
and we may become better and wiser human beings.

These programs are special because they have been cultivétedride and
passion by thinkers who transgress the old conventions, who will not constrai
themselves within the artificial limits of our current techmaticr worldview, having
embraced a more holistic epistemology. But the programs in thesasmnnot stand in
as curriculum; in fact, they mainly serve as support for cuai@lteady in place.
However, they can give us some important insight into both what can be known and way
of knowing. We can teach perception, intuition, and imagination to teke dubject

matter where they may find it and use it as a launching pactdativity. We can learn



200

from our initial confrontation with the unknown and seemingly insurmoustathich
may challenge us to simultaneously wrest meaning from it, decomeaning upon it.
We can enter upon multiple and many-sided dialogues, finding outhsaygh a more

polyphonous world as we move towards democracy. This is the new humanism.

Project Zero

Project Zero was founded at the Harvard Graduate School of Eduaatl967
by the philosopher, Nelson Goodman, who, like Dewey, believed that engeitinthe
arts was serious cognitive activity. “Zero” was chosen am#me of the program to
underline that “nothing” certain had yet been established about amtgnggalnitially
centering on the arts, Project Zero now focuses on exploring hurognitice
development and the process of learning across all disciplinesmplhasizes learner
centered education, and first proposed ideas now widely accepted ii@usceh as
the theories of different learning styles and multiple irgetices. Project Zero has
benefited from the work of eminent thinkers such as Howard Gardnedfiple
intelligences) David Perkins (human potential) and Ernest Boyergiigm), each of
whom has put his special stamp on the program. Throughout the yegrsygham has
engaged in various research studies and spearheaded multiplevestitat involve
collaboration between schools, universities, museums and other culturaltiorss.
Presently a lot of its work takes place in American publicosksh that serve
disadvantaged students.

According to its website, Project Zero’s mission today is:
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To help create communities of reflective, independent learnees)itance deep
understanding within and across disciplines; and to promote cnchcreative
thinking, and creativity in the arts, as well as humanistic amhsic disciplines,

at the individual and institutional levels. (p. 1)

Lincoln Center Institute

As stated on its website, Lincoln Center Institute prides itealffostering
imaginative thinking across the curriculum. Its workshops focus oexamination of
one particular work of art from a number of perspectives, throygbaess of “inquiry-
based study” (p. 1) which highlights questioning and reflection. Studmetsalso
involved in the art-making process. The point of these exercisé® istudents to
examine the connections between “the story that the artwork ¢pll€) and their own
lives. Thus, art is transformed from an “abstraction” into somgthamgible and
meaningful. “The process is both artistically and academnjicah for the students, and
fosters imaginative thinking as a habit of mind” (p. 1). It isdwbthis habit of mind then
transfers over into the manner students approach their other subjettisas language
arts, math, science, or social studies.

Lincoln Center Institute was founded in 1975 as a branch of LincolreCt
the Performing Arts. It grew out of a one-year study comonesl by the Carnegie
Corporation, and undertaken by Mark Schubart. The purpose of the study coasltict
a survey of programs at cultural institutions. The study datedhthat these institutions,
by following traditional arts appreciation models, were only sgrvén very small

percentage of the student population. Grounding itself on the philosoptsial of
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educators such as Dewey and Greene, the institute proposed maldegtstactive
participants of their experience with the arts. (History of Lincoln Céngitute)

Today Lincoln Center Institute brings art from diverse cultudenge, film,
theater, music, etc) into classrooms in New York, nationally, andhattenally. The
purpose is for both students and teachers to learn about and throwgts timeorder to
develop critical and creative thinking. The curricula are develdpedgh collaboration
between professional artists, teaching artists and classroom teachers.

Both Project Zero and Lincoln Center Institute provide ample opporturiditres
teachers to engage in professional development workshops and activiliesse
institutions support a rich tradition of research, dialogue, innovatidniraagination.
This same philosophy of critical reflection and collaboration isotmeeg popular in
Teaching and Learning Centers which are opening up in collegamamsities around
the United States. These provide workshops, seminars, individual coossli@td the
opportunity for dialogue in formal and informal sessions. One exaaiplee latter is
CUNY’s noted “Brown Bag Series”: informal lunch time gathgs in which professors
can exchange ideas and speak about current concerns regardinglluwuarrand
pedagogy. Unfortunately, though, some schools tend to treat theses @ntesources
geared specifically towards graduate students who aretqushg to teach. | believe this
is a misguided step, since educators at all stages incdwaers can benefit from the
opportunity to examine and reflect upon their teaching practice®lbgas keep up with

innovations and research in pedagogy.
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A Case of Two Schools: The Content of the Core Curriculum

Brooklyn College of the City University of New York, a four-ygablic college,
and Columbia University, an lvy League school, have an interegtimg in common.
Both have been praised for their core curriculum. “The New ‘Bonk,” a now defunct
daily, recently ran articles about the different schools and thtgrpretations of and
conflicts surrounding the core. It is interesting to see how these two instituliopsue,
how they are viewed by faculty, students, administrators, and the ,pabticto get a

glimpse into some of the issues surrounding the core that have presented tltemselve

Brooklyn College

“Brooklyn’s Core” (April 3, 2003), an editorial, speaks about Brooklyn @Qelfle
Core Curriculum, introduced in 1981, as a bright spot in the educateorggdape, but
expresses concerns about certain changes that are stadimgetr on the horizon. The
article opens, “When the politically correct crowd last tteddumb down Brooklyn
College’s core curriculum back in 1987, they met with memorake&stance”
Apparently the paper believes that the danger of “dumbing downfelasied and goes
on to report on the results of a recent survey carried out bydhege in which
professors were asked what the goals of general educationtought “The New York
Sun” comments:

The survey struck us as slanted. Of 43 possible goals, none merAiistetle,

Shakespeare, economics, freedom, or capitalism. Three mentionesitgliver

Another possible general education goal that won significant supportthrem
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faculty was “understanding and affirmation of one’s own identityriother was

“interpersonal and social skills.” (p.1)

The question raised by the paper is whether, given the currerdtelithe new
core curriculum will be appropriately content-rich and rigoroustoether education will
deteriorate into ideological brainwashing. This critique refi@tsonly to what is taught
in the core, but extends to the pedagogical methods employed in sassescl One
particular complaint concerns Ms. Roberta Mathews, then provost obllege, and her
passing out of a series of “ground rules” for classrooms:

One such rule, originally documented by Lynne Weber Cannon, would ask

students to acknowledge that “One mechanism of institutionalizednrac

classism, sexism, heterosexism, and the like is that welhigystematically

misinformed about our own group and about members of other groups.” (p. 2)

The New York Sun’s position is that these ground rules will interfeth the
culture of free speech and debate, in effect, serving to signdents with conservative
views. The paper further questions the political agendas of those Wiawe a say in
the changes to the curriculum. This particular critigue extemd®d¢iology professor,
Timothy Shortell, chairman of the Faculty Council’s Core Cutum Committee. The
“New York Sun” alleges that Professor Shortell has called ioelsg people “moral
retards” and quotes him as saying, “It is not enough to bégioes. We must use our

critique to expose religion for what it is: sanctimonious nonsense” (p. 1).
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Again, the concern is that professors should attempt to instruct stadeotsvhat
they ought or ought not to believe, intruding into students’ personak.spdhe
overarching view the paper is espousing is that Brooklyn Colleigedanger of veering
from its excellent reputation as a school which provides a compredestiication to its
students, and that care should be taken not to tamper with a currihwdtirhas been
recognized as excellent at the national level. The artid@geictly, also makes it evident
that everyone at the college is not convinced that the curriculuine isest it could be,
and that is why conflicts have arisen, conflicts which Welhd to the curriculum
evolving, though not everyone will be happy with the changes thatptake. Going
back a few years we can find a 1990 “New York Times” artiBloklyn College
Examines its Corevhich claims:

Brooklyn’s stability stands in contrast to the intellectual femimat many other

institutions, where the core curriculum has become a battlegrouncedret

traditionalists and those who demand increased cultural diversiBor.the last

10 years Brooklyn’'s core curriculum has included both contemporary and

traditional studies to a degree that may be unique in this country. Still, the college

believes in tinkering with success. (Depalma, p. 1)

Yet, for all the talk about evolution and change the same artatksstGuardians
of academic tradition need not fear for Brooklyn’s future; no oragi®cating courses
on “MTV Culture” or “The Media and the Mind.” Rather, what @ight now is more
accessibility, the 1990’s version of relevance” (p.1). Theseanses which might have

been considered outlandish back then, but which may become more relevaet as
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culture transforms and reinvents itself, and this is why a cultlidebate is essential to
the university, so that proponents of change should feel that theyplaréoaspeak up
when it appears that the core curriculum has become irrelamdrdtale. This is why the

idea of an evolving core should be integral to any curriculum.

The Brooklyn College Core

In 2009 the core course requirements are as follows: Studentsakmist total of
11 core courses. These are divided into lower tier courses, of which the stuéakew
nine, and two additional upper tier courses. The lower tier coursesae foundational
while the upper tier courses are more specialized. The |leaverourses are divided into
three main areas. The first is “Arts and Literaturesl ancludes the course§Jassical
Cultures, Introduction to Artand Music: Its Language, History, and CultureThe
second is “Philosophical and Social Inquiry” and includes the coufsesviedge,
Reality, and Values, Shaping of the Modern WaidiPeople, Power, and PoliticsThe
last area is “Scientific Inquiry” and here students have sonoéce regarding their
curriculum. They can tak€hinking Mathematicallypr Computing: Nature, Power, and
Limits; Biology for Today’s Worldr Science in Modern Life — ChemistandPhysics —
The Simple Laws that Govern the Univeos&eology: The Science of Our Worlé&or
the upper tier courses students choose one, more specialized, fcoorssach of the
three initial main areas. There are currently 27 courses ambit) they can choose.
Finally, students must takeénglish Compositiorl and 2 reach level 3 or higher in a
foreign language, and go through a screening by the Speech Coranmmi&rts and

Sciences Department before they can receive their diploma.
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Common Goals of the Core Curriculum

Brooklyn College’s website states that the common goals of the Qariculum

“reflect the knowledge, understanding, judgment, and skills that arpaeeds who will

be in a position to make major contributions to society, to assukedakadership, and

to continue a life of learning and reflection.” It lists these goals as tloaving:

1.

9.

Be able to think critically and creatively, to reason logically, reason
guantitatively, and to express their thoughts orally and in writiitlg @arity and

precision.

. Be able to make sound moral and ethical judgments

Understand the arts, histories and cultures of the past as a fouridatioose of

the present

Understand the development and workings of modern societies in an
interdependent world

Acquire the tools that are required to understand and respect the natural universe
Understand what knowledge is and how it is acquired by the use afindjffe
methods in different disciplines

Be able to integrate knowledge from diverse sources

Understand the necessity for tolerance and appreciate individuaksanial
diversity

Be informed and responsible citizens of the world

10. Establish a foundation for life-long learning and the potential for leadership.
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Justification for the Core Curriculum
Brooklyn College proclaims its support for the core, calling gerstatation,
“the hallmark of a true liberal arts education.” And it sses its commitment to
providing all students with a broad background in the liberal arts eledce. The
college website states:
In a national environment where students are urged, earlier dieat,darchoose
an area of specialization, the Core Curriculum ensures thatudensts are
preparing for careers and specialized research, they ardeilsp exposed to
areas of lasting interest and to their interrelatednessryiand political systems;
artistic movements in literature, visual arts, drama, and mussibpols of
philosophy; and developments in mathematics, the physical scieands,

computer science.

An Evaluation

This is a sound model of education, but has a few weaknesseslowér tier
courses do seem comprehensive and cover a broad base, but some of themupper
courses seem unnecessarily specialized. Classes such aBéVdlepment of the Silk
Road” or “Studies in Forensic Science,” though interesting, seem proper to a
specialized rather than a general education. Specialized caiasebe taken in a
student’s major, minor, or as part of his elective quota; there iserd to include
specialization within the general part of the curriculum.

In addition, there is not much information on the pedagogical methodsysdpl

in these courses, so we do not know whether special methods are beiogeeinto
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make students active participants in the learning process, or tohleefpexpand their
ways of knowing. Brooklyn College does have a resource for pedadoegilection and
development, the “Roberta S. Matthews Center for Teaching.” dtsoffrientation to
teaching for new faculty and adjunct faculty, brown bag discussioesse informal
gatherings where professors can share ideas about teachin@rmugleworkshops and
seminars, mentoring, and consulting, but there is no indication that ethter cis
intimately connected with the Core program. It appears tosopplementary resource —
not a central part of education at Brooklyn College.
Also, it seems that core courses at Brooklyn are too large daeaiminar model.
With so many students in a class it is difficult to practlve type of dialogue that is
essential to a liberal education; some students will inevitadlipost in the crowd. The
opening lines of a 1990l.Y. Timesarticle, “Brooklyn College Examines its Core,”
highlight this point:
On a gloomy Thursday morning near the end of the semester, ChiGraogand
35 other Brooklyn College students squeezed into an undersized classroom for
Prof. Hardy Hanson’'s survey class, “The Classical Origins V@éstern
Civilization. About half the students jousted and parried with Profddanson
over Plato’s “Republic” and Thrasymachus’s definition of justice. dther half,
including Mr. Chi, a computer science major who sat in the last spent the

hour in silence. (Depalma, p. 1)

Brooklyn College’s Core Curriculum program is laudable for it®napt to

provide a comprehensive education to the great body of diverse sttitkntnake up the
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college. Here one can make out traces of Dewey’s emphasis acrdey) his desire to
equalize education for all These students, for the most part, domet from an elite
background, yet the school maintains its efforts to ensure thaatbhenot relegated to a
straightforward vocational program of study, but instead have aitzéthe best that has
been thought and said” throughout the ages. Certain changes do rmeedc&nle, but
often these are changes that take money, and the City Univerfsindeang will not
compare to that of an ivy league school like Columbia, whose Cdrbensubsequently
examined.

Some examples of positive changes would be implementing semileaclsisses
with fewer students and two professors to each of these courses. wduld make it
easier to engage all students in the process of criticaivadhinking. There should also
be professional development opportunities specifically designed for professoescofe
in order for them to expand both their understanding of the subject angeactls
pedagogical methods which can improve education for their studergser Evould say
they need to be made into connoisseurs and critics of their subjsetlas of different
ways of knowing, a task which necessitates adequate support on thef pthe
institution. Finally, there should be subsidies in order for studenekéoadvantage of
the great cultural resources available in a city like Newk)Y@reene would certainly
insist that all the students be exposed to art, music, theaber everall culture that
surrounds them, else how will they be enabled to releaserttagination, to escape the
aridity of a life not fully aware of the aesthetic? At mresthe only CUNY students who
enjoy these advantages are those in the Honors College, a faell tttaee thinkers

would surely protest. | believe Brooklyn’s Core needs to be strengd through more
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analysis of the content and methods employed in courses, moraviesti&r faculty
development, and more economic resources in order to help the progiaemfivld of a

liberal arts education.

Columbia University

In making the comparison between Brooklyn College and Columbia Uniyersit
we cannot lose sight of the fact that Columbia counts with resosucésas endowments
from wealthy donors and the ability to charge its students higbrts. “The New York
Sun” article, Columbia Professor Takes on Overhaul of Curricul(fpril 14, 2008)
gives us an example of the wealth at the school’s disposal:

The university announced it would spend $50 million on a project to enhance the

core curriculum’s multicultural offerings last fall, shordfter students conducted

a week-long hunger strike to protest the weakness of theeslaséow Columbia

is assigning a young professor of Western Civilization, Roos®a@ttas, 34, to

direct the effort. (Garland, p. 1)

The article also gives us the opportunity once again to see thdictconf
surrounding the core curriculum, conflict which the administrationres o contain by
choosing someone with very specific characteristics to head thenitietwe. Montas is
an attractive candidate on many fronts. His class, ethnyatyth, immigrant status and
his struggle to master English are all signs that he does looglte “the establishment.”
He was born in a rural village in the Dominican Republic and dantbe U.S. as a

teenager; he graduated from John Bowne high school with “a mimdammand of
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English.” Of course this, in itself, is no guarantee that studgn@olumbia will now
receive a better education since there is nothing inherentlyisupdout being non-
white, non-native, non upper-middle class, and young, so some may sees’Monta
appointment as a shrewd political move. It is no coincidence tbatdd, a Columbia
graduate, has a great deal of respect for Columbia’s core, atigiboitit his own success
in navigating the new society he found himself in. He reminisces:
| doubt there are very many people who enter college in the saate of
bewilderment and ignorance that | did... The core curriculum workedwell

for me because | was trying to make sense of the world intchwhi@s thrust.

(p- 2)

Montas calls the core “a systematic and rigorous approach to ebrtiee
fundamental questions about what it means to be human, questions thahwawery
being must ask his or herself” (p. 2). The college’s website gisesfew examples of
these questions: “What does it mean to be an individual? How deds/emwith the
certainty of death? What kind of life is most worth living? Wiesponsibilities does
membership in a community entail?”

Montas also addresses the concerns of supporters of multicultubglisssuring
them that the ultimate goal is not equal representation, butsesptadion of the “most
important ideas” that have come out of our culture. In this, hgpsusing the ideal of
liberal education put forth by Matthew Arnold. Montas notes:

The idea that a core curriculum ought to be representative based wajtlieat,

say, Congress is representative, that it should be demographegaigsentative,
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that’s just apples and oranges... The core curriculum represents and embodies the
most important ideas that have shaped the institutions and values @fltowe.

And it ought to represent those ideas. (p. 1)

The article points out that this view is precisely the one dneirastration wants
to push. It quotes Richard Brake, director of university stewardshipe Intercollegiate
Studies Institute as saying, “We wouldn’t want any effort &dew down, or succumb to
political pressure... We don’t want some kind of very rigid multicultperspective”
(p.2). He is also quoted as saying that the institute has no caotaplaih strengthening
supplementary multicultural offerings.

The problem with “supplementary” is that obviously what is supphtahés not
central to the core. Montas has said that the structurieeo€dre curriculum will not
change; what will change is the offerings of the list ofamaulture classes that can
count for core credit. He emphasizes that he will work with adtnétors to make sure
that these new courses follow the rigorous, seminar-style modehef core courses.
This careful attention to pedagogical methods is a positive mdsge. gositive is the
emphasis on change, the possibility for the core to evolve. And Montas saamgted
to the idea of change. He notes, “The core curriculum is alergylsing and it has to
evolve... Perhaps a better way of putting it is that the corécalum is not a tradition
of thought but a tradition of debate” (p. 2), words reminiscent of Graff's profmszdch

the conflicts.
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Columbia University’s Core

In 2009 the core course requirements are as follows. Students tatad of 10
courses plus four semesters of a foreign language, and two ssmefstphysical
education. In their first year all students take two semestdrgerature Humanitiesa
seminar surveying the great works of Western literature. y Eigo take two one-
semester courses in alternate semestensntiers of Sciencea lecture and seminar
course which aims to instill “scientific habits of mind” addiversity Writing,a seminar
intended to develop college level writing skills across differentiglises. In their
sophomore year students take two semesteiGootemporary Civilizationa seminar
surveying the great works of Western philosophy and political thouBetfore their
junior year students need to complete two one-semester coéngeblumanities a
seminar surveying the great works of Western art lindic Humanitiesa seminar
surveying the great works of Western music. Students also pickdwses in Non-
Western civilizations from among a distribution to satisfy theb& Core requirement.
Two additional science courses, four terms of foreign languadetvao semesters of

physical education complete the core.

Goals of the Core Curriculum

Columbia University’s website states that the goals of the Carriculum are to
provide students with the “critical tools of observation, evaluation, andnedgthat
translate into all spheres of life,” membership in an intelléatoanmunity including

Columbia graduates in “different places, different careers, afeteht generations,” and
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the development of enduring habits of mind which will help students iexger their

lives “in a richer and more meaningful way.”

Justification for the Core Curriculum

Columbia University’s college website promises that the coperence will be
“academically formative and personally transformative.” It pse® that, through the
critical examination of important ideas and issues, students gaith insight into
themselves and understanding about society that will change thspepgve on life.
The university hails its core as “the essence of the libental tradition” and offers
students “an oasis of order” that will help them make sensenflives and of the world
around them. Columbia’s program has traditionally placed a graehbtlemphasis on
Western culture, but is now working on incorporating a more glolyappetive into the
course of study. The College Bulletin asserts:

No part of the Core Curriculum assumes that boundaries betweest” @fel

non-West” have ever been clear, impermeable, or unchanging; ortleat a

distinction so rough and so simple is particularly useful for wtdeding the

world. Nor does the Core assume that one civilization is ous'tlee rest are

others’.

In this manner Columbia continues to make strides in the effort ke stadents’

education ever more comprehensive and complete.
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An Evaluation

Columbia’s core curriculum has many good points in its favor. The epare
designed to be rigorous and challenging; the sheer amount and depthnoatéral
covered and the extent of the connections among disciplines encountérnacows class
demand serious intellectual effort on the part of both students arebgoos, especially
with small seminar classes (22 students per course) in whichnstpasicipation is a
given. Columbia’s bulletin points to its courses as “broadly introdyctor
interdisciplinary, and temporally or spatially expansive.” To #md, the program relies
upon a variety of materials to give students a more completeeitihe subject being
studied. One example is the global courses which are “orghaipeind a set of primary
texts or artifacts, which may range from texts of lierétaditions to media, ritual
performances or oral sources, produced in the regions of the world in question.”

Professors also use multimedia and other advances in order tb stuttents’
experience in the classroom. For example, In Art Humanitieegsors may use
QuickTime virtual reality photography and video to expose studentsctoteatural
monuments. Another important element of the core is the relaxing of boundariesrbetwe
the university and the outside world. In Music Humanities, forants#, students are
exposed to live music performances both at the school and at wliffeneues in New
York City. In addition, the school maintains a quartet in residagheeDaedalus quartet.
The quartet gives presentations in classes followed by questitbrarsswer sessions.
There are also jazz ensembles and other groups of students who pretasges. This
is the kind of rich educational experience that Greene wouldyclkeaor, one in which

students have the opportunity to engage all their senses through exjooslifferent
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kinds of texts, and different expressions of the aesthetic; woedsugremely important
to Greene, but they are not all of education. Of course, thegeapre take money; the
opportunity to experience all this culture carries a considenatbe tag. Another
advantage of the curriculum is the evidence that the caeehalved throughout the
years, though in a culture of dissonance, there will always daesnto block certain
changes, and those which do result may not be satisfactory tmafisy Columbia’s
alumni publication, “Columbia College Today”, recentgn a cover storyJrue to the
Core, (September/October 2008yhich included a section on curricular changes
throughout the years; it provides a few examples of general changes:
The core curriculum always has been somewhat fluid, both in the required courses
and in their content. The major changes of the past decade irchadamped
composition course, University Writing, which in 2003 replaced Logic &
Rhetoric, a part of the core since 1986; a semester-long saearse, Frontiers
of Science, required for all first-years; and an evolving Majartutes

requirement. (Boss-Bicak, p. 6)

The article also notes that the contents of particular cldsses gone through
major changes, and that the input of faculty across the board is actively sought out.
The Literature Humanities syllabus is reviewed every twargjeand more than
120 works have gone on and off the reading list over time. “ltisedy and
ongoing project, figuring out what's going to be on the syllabus,” Poflldase
and George Siegel Professor in the Humanities) says. l#'dest-attended staff

meeting of all time. Everyone is invested and committed. (p. 7)
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One particularly important change was adding a seminar-ssgience
requirement to what had before 2af&en for the most part a humanities core, a positive
move since scientific literacy is integral to a comprehensdiecaion. Hefland, the
founder ofFrontiers of Sciengesays he undertook this task because he wanted students
to understand that science is not simply a series of facts bdyrfamic, intellectual
activity that's very, very different from other ways of lookingthé world, and has
tremendous power in the world today” (p. 9). Hefland’s vision to makeaceia part of
the core dates back to 25 years ago, when he chaired a commistgierare in a liberal
arts curriculum. He recalls, “It troubled me that our Core Culwim consisted of seven
humanities courses and no science courses... That was not adeqpatatiore to be an
intelligent citizen of the Zlcentury” (p 9).

Finally, the Core Curriculum program provides excellent profeskiona
development opportunities for its pedagogues, the opportunity for thencomegein
Eisner's words, connoisseurs and critics of their subject. Therewaekly lunch
gatherings for faculty of Contemporary Civilization, Literatth@manities, and Frontiers
of Science. These luncheons feature guest speakers who reftexparts on the author
or work being taught that week. In addition, pedagogic seminatsefteeach week for
graduate student preceptors teaching the courses for therfiestand are also open to
faculty new to the core. This attention to both content and methodgeigral to
providing students with a complete education.

Even though Columbia has thought out its Core program very carefalyas
devoted many resources to its development and implementation, thetdl areouple of

weak points that need to be overcome. Once again | have a prefésesome of the
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foundation courses such &ontemporary Civilizatiorand Literature Humanitiesnot
only because of the broad coverage given, but because | believe tbppéneinity for
students to take part in a cohort is priceless; this model aftmwdialogue outside the
classroom, and so the issues discussed become more real andasignifibelieve the
same sort of model ought to be followed for the Global Core. At theemibihseems
that this requirement is being met through the traditional disimibbigystem. The New
York Sungives us some examples of the current course offerings whiglsatiafy the
requirement:Introduction to Japanese painting’he Mongols in History, Buddhist
Ethics, Arabia ImaginedandSalsa, Soc, and Reggae: Popular Musics of the Caribbean.
(Garland) This calls to mind Boyer’s criticism of the cafeteria aggmh to general
education.

Another point that is worrying is that even though the core is evglitirsgems
that there is a strong move to block multiculturalism by reiegat to supplementary
courses in the Global Core, where students can pick and choose whads apgham
without the guarantee that these courses will provide the rigor, dapdhstructure of
those courses emphasizing Western civilization, or that theyouilht with comparable
resources. A more democratic model would ensure that the Globali€given all the
support it needs so that it is not seen as a less important compdrileatcurriculum.
The core needs to evolve with the evolving population of students. théithassing of
time, some excellent works of the past will need to be replaced with egueaéitent and
perhaps more significant works of the present if Columbia is to &aeolving core in

anything else but name.
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Two More Schools: Changes in Curriculum

Brown University

“Inside Higher Ed” recently published an article on Brown’s uncehgate
program,Reforming the Requirement-Free Curricul®eptember 15, 2008). Brown
University is in a category all its own. Traditionallyjsta school with no core and no
requirements to speak of. “Students must demonstrate writing t@mope finish a
major, complete four years’ worth of courses, and pay their lfpls1), we are told. But
now it seems the school has been rethinking the way it approacloagieadun response
to some criticism: “students have even publicly been demanding guidance from
their professors” (p. 1). A task force consisting of 4 studentsnidrsaculty members,
and three deans, led by Katherine Bergeron, dean of the college pokdee project to
provide students with a more unified vision of their education at the selmoohave
produced a report, “The Curriculum at Forty: A Plan for Stiteeigng the College
Experience at Brown” (September 2008) summarizing their findindgsoatlining their
recommendations.

The university’s position, Bergeron says, is to challenge theé‘fdlchotomy”
“the alleged split between giving students freedom and articulating an iedatatsion”
(p. 2). Instead the task force proposes clarifying the goalsnassion of higher
education across all departments. “When individual instructors andtmepss are
explicit about their learning goals, their standards of achiengraad their methods for

assessing student learning, students are in a much better paseiogage in meaningful



221

reflection about their own learning,” (p. 3) the plan concludes. sanliberal education

is achieved; apparently all that was lacking was a few definitions.

The “Core”

Brown’s website states that students must meet the follovaggirements to
graduate: First, they must demonstrate competence in writiffgs is done in the
following manner: Along with a student’s grades an instructor soé@ynit a “writing not
satisfactory” check. If a student accumulates two or more sktbhecks, he will be
contacted by the Dean’s office and obligated to fulfill the resmpeént possibly by taking
a writing course, or doing work at the writing center. Secthestudent must achieve a
passing grade in a total of thirty courses. Third, he must conpiatgor. And finally,
he must be enrolled and pay for eight semesters even if he canpletsoursework in
less time. There is, of course, no pedagogical justificatiorthisr last requirement.
Students may opt for letter grades or satisfactory/ no credikismdhe reasoning behind
this is that students will take the risk to explore areas dneynot familiar with if they

don’t need to worry about their GPA.

Goals

A new statement on liberal education sent out to all students QUh#éculum at
Forty, pp. 39-41) outlines a series of recommendations to help studbr@geaa liberal
education. They are:

1. Work on your speaking and writing

2. Understand differences among cultures
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9.
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Evaluate human behavior

Learn what it means to study the past
Experience scientific inquiry

Develop a facility with symbolic languages
Expand your reading skills

Enhance your aesthetic sensibility

Embrace diversity

10. Collaborate fully

11. Apply what you have learned

Following these guidelines, students are expected to “design mgé&aniand

integrated courses of study that make a positive difference not only fesehees but for

the world they live in” (p. 2).

Justification

The university tells its students, “At Brown... we challenge yodewelop your

own core” (p. 39), promising that the open curriculum will lead them diroad

intellectual journey in which they will be able to “navigate mudtipbints of view” (p.

2). The school prides itself on adopting an “inclusive” concept of education:

One so inclusive that conventional distinctions between general estuaatl the
concentrations, between the curricular and the extracurriculan lbgiveen
classroom and community, need to be rethought... The sheer proliferation of

student-run activities on campus ranging from journalism to digzugsoups to
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conferences: all these reflect what we might call theéfdlfe” of the classroom

(p. 8).

An Evaluation

Brown'’s proposal rests on a series of dangerous assumptions. Vdeagseime,
first of all, that due to the rich environment at Brown, anythangtudent experiences
whether in a class, a garden, or a cafeteria counts as pars dibéral education
curriculum.  Where is the structure, the careful choosing of signifi content for
students to reflect on, the well chosen methods to sharpen and deepparteptions?
Dewey might ask, where is the evidence of rigor in this educati®Rere is the
evidence that we are not simply rewarding class? Welspet@ assume that Brown
students are much more sophisticated than their peers at alleges, and more
sophisticated than their professors. American education has &dditgn of grappling
with the general education curriculum; there are faculty who haewet years reflecting
on and analyzing the curriculum: studying its historical devetygnreflecting on its
multiple purposes, weighing the significance of different contentvaayd of knowing,
and proposing methods of successful pedagogy. But Brown studentsrbdteeges of
18-22 will simply hit upon the ideal education with just a roadmap of “recommendations”
from the liberal education statement and a list of “objectipesilished by the different
departments.

Some may argue that these students are bright, that they lyfv&AI’s and
GPA'’s, but does this automatically confer upon them the wisdom to reonst

meaningful education? | think very few would seriously argue this.pdiseems to me
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that Brown is taking an elitist stand in claiming that ttsdents, by virtue of who they
are, can accomplish all this. If so, why would they need a universitytemugathe first
place? It would seem that they are all too ready to launchstlees into the world.
Perhaps the school wants to take credit for re-thinking its cwmnicudimply by re-
naming or re-listing objectives instead of working on some deepegebarPerhaps the
school has not thought about what students lose from not having a set @sciats
provide a unified experience, common courses where they will p@sed to the same
guestions and ways of knowing. That is an invaluable experience and shoald be
integral part of the undergraduate experience. As it standsaaneacdly call Brown’s
model an undergraduate curriculum.

On the other hand, Brown does advance some ideas that ought to be taken
seriously. The university recommends making the curriculum moreiexpt is asking
departments to engage in a self-project study and match theseoofferings to a list of
specific objectives. “The report would explain how the prograngjgired courses fulfill
the expectations of a given discipline, as well as how they $eridfill the broader
learning goals of a liberal education” (p. 9). Questions amsivaight be what kind of
critical thinking is employed in a course, how a course improves itatas@ reasoning,
moral reasoning, etc. According to Brown, “by stating such legrgoals, departments
would not only help students make better choices; they would also hegntt keep the
full curriculum in view as they set out on their chosen path.” (p. 1d)e rhove for
programs to define their mission can be the beginning of soméulfra@nversations

which need to take place, but there may be the danger of an nosiste over-
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explication which can result in imprisoning thought within artifi@ahstraints, or in the
deterioration of philosophical reflection into language games.

In addition, | commend Brown for its rejection of the CLEP or amgiokind of
standardized assessment tool which only serves to infantilize nsgud&d higher
education. Instead, the school proposes the idea of e-portfolios as aamiete way
to assess student progress. The e-portfolio would include documatitsas student
papers, declaration of major forms, creative projects, a capstone @rogod a
concluding statement in which students reflect on their educational journey.

Moving on to pedagogy, we can see that professors do not enjoy adunifi
experience at the college any more than their students do;ngaglaertainly not getting
the attention it deserves. There does not seem to be any partprofessional
development program in place, but some loose recommendations thasgofasend
workshops on teaching at the “Sheridan Center” (the center for ngaahd learning)
and consider visiting one another’s classes. A more structured promesis to be
worked out, even though Brown does make some good recommendations fagieaag
practice. The report notes:

We think departments and programs should be expected to creatgjeaach

regular roster of courses that introduce the ideas and discourtigsirdields.

Such courses would be designed to capture the spirit of a discipls

assumptions, its methodologies, its ways of thinking.... (p. 9)

This sounds like a good plan, but where is the support for the professors w

would be expected to create and teach these courses? The unasifyroposes
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interdisciplinary courses team taught by faculty in diffefestds to develop “a student’s
awareness of the pluralism and even dissonance of knowledge prod(pti@6). This
move also requires enrichment experiences for the faculty. WhbamnBcannot continue

to do is to assume, for the most part, that things will just take care of themselves.

Harvard

Stanley Katz, author oThe Chronicle of Higher Educatiorarticle, “Liberal
Education on the Ropes” (April 1, 2005) criticizes undergraduate edudatidine
research university as a “project in ruins” (p. 1). Pathefproblem, proposes Katz, is
that the ideal of liberal education arose in the elite ingtitgtiof a previous time, and so
does not easily lend itself to our modern moves to democratizéPluralism requires
something less morally prescriptive, less tailored, more divarse more practical than
the elite higher education of the earl)}hzmntury,” (p. 6) he notes.

Katz calls our attention to all the unanswered guestions which eplegileges
today: Should the focus be on content or ways of knowing? Should thererio¢ cosé¢
or distribution requirements? Should students study “the greatanssbr delve more
deeply within specific fields? These, for Katz, are a sympabhmow deep the conflicts
run between factions. Different groups vie for their particularomisof “liberal
education,” leading Katz to refer to the term as “the most asddabused phrase in the
rhetoric of higher education” (p. 1). He concludes that “liberal &tlut is being asked
to carry more freight than it did a century ago, and it is le@rdhat it can succeed” (p.
2). Katz gives us two reasons for this. First, there is the problem of the vast@xdns

knowledge in the last two centuries: math and science, the humamtethe social
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sciences have advanced so much in this time that there pbysioo much to know.
There can never again be another Aristotle, said to have bagarsant with the whole
of culture during his time. Then there is the issue of theakgmlitical, and economic
environment higher education must navigate which has led to recesnaint
restructurings within the university in which the liberal arts have lost outz dsguiains:
Another problem, though one hard to document and discuss, is the difficulty of
financing the humanities and soft social sciences, the fieldghich so many
undergraduates find their most important liberal-education expesiendée all
know that faculty members in those fields teach more, get pssj &d have
fewer resources for research than their colleagues in thahstiences and hard
social sciences. They have less leverage in the institutiget tawhat they want,
from secretarial services and office space to computers. aheyalso, on
balance, the faculty members most likely to be concerned with gradeate
education, but they are in a weak position to influence decisions within t

universities. (p. 7)

Katz’'s response to Harvard’s new core is less than enthiasid$e sees little of
interest in the addition of the international studies and sdeniieracy course
requirements, or in the move to add freshman seminars and support undeegradu
research. “Not one of these seems like either a new or aexeiyng idea,” (p. 4) he
tells us. He calls the proposal a “modest, reformist documpn#)(and declares: “for
those of us at other institutions who are long-term observerberlieducation, there

does not seem to be a lot to learn from Harvard” (p. 4).
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Finally Katz warns that the current climate is producing nothing reforms

begetting reforms, begetting reforms, and emphasizes that weoneedlearer about the

purpose of general education. He writes:

If we believe that values do have a role in education, then therpalmay be to
rehistoricize and rehumanize the underclass curriculum. That dbesiean

going back to Contemporary Civilization courses orReel Book.It does mean
rethinking the content of knowledge appropriate for our contemporargtygoc
and summoning the intellectual courage to embolden students to maikatigaa
judgments about the materials they are required to engage whtdirrubhderclass

years. (p. 8)

This is nothing less than an epistemological and moral revolution.

The General Education Curriculum

The general education requirements at Harvard may be mekibyg tourses in the

following categories:

1.

2.

Aesthetic and interpretive understanding
Culture and belief

Empirical reasoning

Ethical reasoning

Science of living systems

Science of the physical universe

Societies of the world
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8. The United States in the world

Justification
Harvard has decided to change tbere Curriculumto the General Education
Programin an effort to move away from the focus on different “ways of kngw
Instead:
The new Program seeks explicitly to “connect a student’s lileehatation — that
is, an education conducted in a spirit of free inquiry, rewardings iavin right —
to life beyond college.” In addition, the new Program in General Educseeks
to provide new opportunities for students to learn- and faculty th teat ways
that cut across traditional departmental and intra-university . lifldarvard

website, FAQ, p. 2)

Though | believe it unfortunate that Harvard is downplaying the irapoet of
“ways of knowing,” an essential ingredient of a liberal edon, it would be remiss to
fail to mention one particular new initiative which holds a lot of psenmand which is
precisely an embodiment of a “different way of knowing.” TIRegort of the Task
Force on the Arts” (December 2008) recommends that the artsrplategral part in the
general education curriculum and in the life of the universitye jlitification for this
initiative is presented directly on the cover page of the report:

To allow innovation and imagination to thrive on our campus, to educate and

empower creative minds across all disciplines. To help shapeavémytfirst

century, Harvard must make the arts an integral part of theta@ghie of the
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university: for along with the sciences and the humanities, tee-aais they are
both experienced and practiced — are irreplaceable instruments okkigew!(p.

1)

The proposal moves away from the traditional emphasis on the study of art and art
theory, focusing on art-making, which Harvard defines as performaaue, the
“fashioning of material and textual objects” (p. 1). The repomplemizes the strong
relationship between art and intellect:

The culture of modernity depends upon the collaboration of the art afirigi

and the art of “thinking” and is intolerant of any arbitrary andlesionary

division between them... The relationship of cognition and creativitgois

simply complementary; art-making and scholarship must be placad active
relation to each other because the contrast as well as thbocatlan between

them extends the horizons of both. (p. 7)

In this manner Harvard makes the production of art an essential pieceifa tfe |
a liberally educated person, a bold and democratic move to value Imatika “labor”
as mental work, work requiring intelligence; Dewey would apprd¥es new and more
holistic intelligence, Harvard believes, will serve its students well:

On graduation, they will be entering a new and rapidly changiogaemy, one in

which fertile imagination, inventiveness, the control of recauottrmaterials,

improvisational cunning, empathy, the ability to once master and toteviola
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conventions will be at least as important as the bodies of knowleeégewtll

acquire in their classes. (p.5)

All this, Harvard believes, they may achieve through active arssigraate
engagement with the aesthetic. But first it is necessdeata to view the arts in a new
light.

Harvard sums up its traditional relationship with the arts as rékalt of long-
term student interests conjoined with a blend of institutional bemggjlect and uneven,
occasionally serendipitous, often idiosyncratic bursts of institutemgbort and energy”
(p- 3). Even though the arts are all around at Harvard, because ¢hayt @entral, they
are seen as “a thing entirely bound up with pleasure” (p. 3). bttefthey are
marginalized. Harvard wants to emphasize that the arts rmtitt they are serious
work. The report notes:

Because the arts are deemed at Harvard to be extracamricthny students

remain oblivious to the hard work — the careful training, perception, and

intelligence — that the arts require. They know that writirsggsis a skilled and
time-consuming labor. They recognize that problem sets in amatlscience are

meant to be difficult. But ask them to photograph a landscape, compbeet a

story, or direct a scene rather than write an analyticayeand they will almost

universally assume that the exercise will be quickly and edspatched. The
problem is not that they believe art-making is trivial but rathat they believe

that talent alone, and not thought or diligence, will determine the outcome. (p. 4)
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And this misconception needs to be overcome if we are to move lgast t
limitations that young people impose on themselves and others becaulsaves not

taught them that there is an alternative.

An Evaluation

Harvard’s latest move has been to shift from the Core Curricuwdutimet General
Education Program. The school claims that it has decided to moyefrara“ways of
knowing,” having students understand and employ conceptual, historical, andhlcult
knowledge as a tool. Instead, the new emphasis is on “connecting a ’'stliderdal
education to life beyond the college” (Harvard website, FAQ p. 2).nbtisee why both
of these goals cannot be simultaneously met. When we learn hoalispe think, we
are learning the internal structure and logic of a discipliviech can serve to clarify a
multitude of worldviews we will come across outside the gateghef university;
knowledge of these structures is not imposition of the same; rdliseacquaintance is
another tool to navigate the world. | am also disappointed that Hamaardecided to
keep what, in effect, amounts to a distribution model for the unde@eadurriculum.
The general areas of knowledge are well thought out, but in choosinficspearses
students may very well end up with a haphazard education.

That being said, | think the new art-making initiative is a Vakiaddition to
Harvard's educational model; one that Eisner would certainly appeegiven his
insistence on engagement with art as a propitious entryway interestf ways of
knowing. Eisner has written extensively about ideal encountersawithshed work of

art. He emphasizes the possibilities of a thorough engagemina wiece — how we
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may enter a work through the exploration of the experiential, foisgaibolic, thematic,
and contextual meanings contained within. (1972) How much more can beerzed,
then, through the creation of these same meanings as studentsrjdiramd body in
bringing a finished work to life. If the senses can be stitteough the exercise of
perception, how much more so through that of design. Harvard has ddne fivellly
including the arts within the “cognitive part” of the university, @aonciling “making”
and “thought.” And it has also done well in recognizing imaginationcaedtivity as
integral parts of a good education, a comprehensive education. Fihallgetision to
recognize the making of art as depending on diligence and hard wargpased to mere
talent, gives it the status of a serious endeavor. No longertche @wewed as a simple
pastime, merely one of life’s pleasures, but as a form of comationc- of engaging

with the world.

CUNY Reflects

In his foreword to the boolReclaiming the Public University: Conversations on
General & Liberal Education(2007), Chancellor Matthew Goldstein declares, “I am
grateful to have received a strong grounding in math and sciencellaasvan equally
rigorous liberal education, one that emphasized the creative, pliggremsd relational
nature of learning” (p. xi). Goldstein values the Arnoldian idedlibefral education,
saying that “a thoughtful general education curriculum acquasgith diverse thinkers,
those who have created some of the most challenging and imegirtstas throughout

time” (p. xii), telling us that to read these thinkers is fégad the world” (p. xii).
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Goldstein maintains that there need be no contrast between theypgos of most
CUNY students (getting a good job) and a liberal education, forskhis they need to
succeed in their professional lives, the ability to analyze, ingureate, and
communicate, are those a liberal education provides (p. xii).

In her prefatory note Executive Vice Chancellor and University PtpBmsma
Botman tells us that a liberal education is one that: “encourdgdsnts to think, read,
write, and talk about issues that may be entirely alien to thetm.extend their
intellectual reach and examine (even re-examine) their ownfdebdtitudes, and
opinions — to study, reflect, and change (p. xiv). And she believesdltege is the best
place for this. As she reminds us, “For many students, the uadaege general
education curriculum is the only opportunity they will have to stumty diversity and
richness of the liberal arts and sciences” (p. xiv), so we owests the most fruitful
experience possible, to enable their intellectual and moral growth.

This is precisely the mission that gave birth to “Public Convierssit edited by
Judith Summerfield and Crystal Benedicks. The book tells the sfoay project of
institutional self-reflection from the different standpoints ltdde engaged in it. In her
chapter,The Project: Common/Uncommon Grousdimmerfield tells us that the purpose
of the project was to rethink and reevaluate the general educatiocuttim at CUNY
for the present generation of students. Self-reflection is imppBantmerfield stresses,
because we must admit to errors in order to allow growth to otuisr openness to
change counteracts the crystallization of ideas that may noerlobg relevant.

Summerfield acknowledges that there is much work to be done:
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What we had to admit was the profound disconnect between the lofty afehk
goals of a liberal education and the disorganization of the actaatiqas of
“curriculum,” what students were required to do to get a degreehe T
disorganization pervades the system: on the ground, students take oeeafteurs
another, often not knowing why or how to connect the dots. The CUNY Gen Ed
Project calls for each college to organize those practices sthédyamake sense

to students and to faculty. (pp. 18 — 19)

The reorganization called for is both a matter of ethics and pegadagt of all,
students enroll in college expecting a good education and we haveakresponsibility
to provide that. Second, a well organized and thought out generaliedumaticulum
is good pedagogical practice. General education is particutagortant because, as
Summerfield points out, it is “the largest major,” and as sucerdes our attention. But
unfortunately, it “slips between the cracks of both the administratiekthe academic
realm: ‘It remains elusive as a project, is charactealiy overseen by no one, and
exists nowhere” (p. 19). Like Boyer’s “spare room” it is at once eveytna nothing.

Summerfield reminds us that CUNY is an experiment in demoemadyas such it
must succeed, it cannot fail its students. “CUNY is the langdsin, public, commuter
University in the country, with seventeen undergraduate collggead throughout the
five boroughs of New York City” (p. 7). This means access dontess students who
would otherwise not have the opportunity for higher education. She quotesn#arl

Gottlieb, professor of Spanish, who expresses a concern shared by many:
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How to facilitate a liberal education — a liberating educatifmm CUNY’s quarter
of a million students, who commute, work, live transnationally, go backaatid
between nations, cultures, and languages, who struggle to make a larsey, r
families, and complete a degree, who do not have the foggiest notidmbive

mean by a liberal education, that... is — the challenge. (p. 6)

So, argues Summerfield, we need to build bridges of understandingebetiae
institution and its students. We need to clarify what we mealibesal education, to
communicate CUNY’s mission to students, else how are they tortgemvested in their
own learning, architects of their own education project? Sadnhfartéask has not been
carried out successfully, a fact Summerfield illustrates wie example of the son of a
friend, Michael, now a firefighter, who dropped out of college yegeskeecause he did
not perceive the education as meaningful. She shares his words with us:

| think one of the problems for me was that | didn’t understand imvas doing,

and | got stuck in all those required courses at the beginning’s Wizt you

mean by liberal education, don’t you? — They're kind of like ritegasisage that
you've got to get through before you get to what you really want to dib.thBy
don’'t add up. It didn't make sense to me, why we had to take thosesouknd

the teachers didn’t seem to know, either. (p. 4)

Summerfield’s account effortlessly draws the reader in sostiatseems to ask
the “questions” for many of us who are humanists and have fond nesnadrour own

liberal education. How can students not “get” and value liberal ada@atHow can they
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not share our worldview? We reflect upon this as she invites usontgersations with

her fellow researchers and uncovers experiences which may resemblenour ow
The stories we told were, of course, journeys. Unsurprisingly, tleeg vast as
metaphors of movement, exploration, discovery, and falling in love. Tyt
moving from one space in time to another, reversals, transformattans)g out
in one place and ending up in another, growing up, entering new worlds,
assuming new identities, of coming to know and be known by others, of being

recognized and believed in. (p. 4)

She further shares with us one particular experience with ayhistofessor,
Colodny, who changed her way of thinking forever:

Colodny taught me what schooling might be for — and how | could btiagavo
worlds of home and the academy. The call for a historicadjiimation brought
with it, as well, a moral imagination, and my early love of fiction was beirgdcal
now to think about history in new ways. It was not as | had thoughigh
school: facts, facts, facts. | was finding ways to understanfathgr’s stories,
that | had grown up on. If all was related, then, | could conneqirthhate and
the public, the personal and the political. Fact and fiction, story atori |
could bring a number of worlds together. This was a license | hagkpetted in

college. (p. 26)

This is the experience we owe our students, but it must be anesqeethat is

worthwhile and meaningful to students today, and it can only be maitheosmh clear,
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illuminating communication with them. We can assume nothing abouttodergs;
background, social class, psychological inclinations, all make erelifte in what is
perceived as worthwhile and significant. The question then is, “bonake that part of
an undergraduate education ‘real,’ to make it visible and daily, knewahd
meaningful” (p. 6).

Summerfield recognizes that this is a challenge, a com@ar that is not easily
resolved, for the curriculum itself is but the tip of an icebaigat lies beneath is much
more complicated. Summerfield explains:

At least three categories of assumptions — what we expectdur students — are

obvious: the moral, epistemological, and vocational. Taken togethehegs

typically are in the colleges’ mission statements, they septethe tensions
within the institution that leave faculty stalemated, unable togdabecause the
curriculum, itself, rests on nothing less than history, politics, idgplagd on

how we envision students. (p. 17)

The university’s inability to change, to evolve with the timesladgo a crisis in
liberal education which the neoconservatives have taken advantage of, ¢onaiig
Occam'’s razor to cut everything they deem nonessential, sinb@weenot been able to
take a stand on what is essential. “More and more, the episteacablega focus on
knowledge or ‘content’ — is being eclipsed by the pragmatic, theigahcand by a
growing list of ‘competencies’ or ‘proficiencies’ or ‘skillgarticularly at the community
college” (p. 18). As can be seen, this crisis is very real, ant ibne that

disproportionately affects those students at the bottom.
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One way these students are affected is through the “hidden utwmmic
Summerfield has uncovered, a veritable obstacle course for studemtalngady have
more than enough challenges to deal with. She identifies a sérissrvice” courses
which fall under three main categories. First, under Deg&eguirements, students
typically take courses such as freshman composition, mathematmsign language,
physical education, and oral communication. Then, under Proficienciesnetieid
discovers the “horizontal curriculum.” Some of the competencieadad| are writing,
guantitative reasoning, information literacy, and oral communicath@setare currently
being set up as “across the curriculum” programs. Summerfield notes:

If these requirements are not embedded into already existingements, either

within general Education or the major, they become additional ololigsatadded

on to already swollen menus, with students scrambling to add/fitctdifse into

their schedules at the end of their college careers. (p. 21)

Finally, Summerfield tells us, 85% of CUNY students at the Camiy Colleges
are faced with developmental education, taking classes in the ‘$akst of reading,
writing, and mathematics. Until these courses are completedwihewt be allowed to
enter the “regular” curriculum. This situation has dire res@tsnmerfield explains.
“For many students, these hidden costs of a college degree, iry randetime, and
incomprehensibility, often result in students’ leaving college” (p. 21).

Might there not be a better way to serve these disenfranchisel@nss,
Summerfield asks us. A re-imagination of the curriculum is datgg needed, and the

ethical imperative is absolute:



240

Our Project at this most public of universities, calls for usnteriogate those
entrenched ideals and practices, unsettling the certaintiedatbe gquo, as well
as the bastions of power, as we consider how to do the job of eduoating

students. (p. 27)

This goal is especially significant as we attempt to taketand against the
encroaching ideals of the present technocratic society with its mani@é&sunement.

The conflation of the moral, epistemological, ontological, and vocatresalts

in a confused set of values and practices, and immeasurable goals, which are more

and more called upon to be measured. The Collegiate Learningshesgsrl est

(CLA) is the first in what will certainly be a seriestekts to ‘measure’ the value

of a general education. (p. 18)

So, maintains Summerfield, there can be no more confusion, no more murkiness
in the undergraduate curriculum; we cannot afford it. We mustreléfame ourselves or
be defined by others. Liberal education needs to become a @deapdrent undertaking
which will provide students with the intellectual, social, and morakeldpment they
need and deserve.

Philip M. Anderson, professor at Queens College and the Graduate,Gakes
up and expands upon Summerfield’s idea of transparency and clarity warticie,
Curriculum Mapping: Climbing out of the Briar PatclHe argues that we must begin by
taking a long hard look at what is happening in our society today, and am@yefrom

arguments focusing on a golden past that never was. He inquires,
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Is it easier to idealize some remote past than to dehl thé& actual and direct
influences on our current situation?... Why, in these complex ansfdranative

times, would we wish to pursue an essentialist goal in any edo@bargument?

(p. 57)

The error, declares Anderson, is to focus on a monolithic, unchangingfidea
good education, instead of recognizing that the “good” is socatly historically
constructed We cannot assume that certain traditional concejais, @ed skills will be
relevant to students for all time. An essentialist philosophgdifcation could not
possibly work in any but the most primitive and stagnant of societies.

Unfortunately, Anderson might say, it seems that stagnatiompmitiveness is
precisely what our technocrats are striving for today. He gaistriking picture of “the
scientific management monster” (p. 61), a creature intent on pexglgll real thought
and creativity if for no other reason but that this can besglafout generations of low
maintenance workers which may be easily controlled. Anderson wein$ those of us
who truly have students’ best interests at heart cannot make deaneand important
decisions about what education is significant today, others, leasstacally inclined,
will make them for us. The present administration, Anderson remiggdshas not
responded well to the current confusion in higher education. “The respbraeggout
the neo-conservative counter revolution, has been to reduce chaotibyg line purpose
and functions of education” (p. 63). He is especially concerned wittotieequences of

Margaret Spellings’ report. He provides us with the following analysis:
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The commission clearly reasserts the social efficiency model fbehegucation.
The advantage of the social efficiency model for politiciantha it takes the
curriculum out of the hands of the teacher and puts it in the hantie pbticy
maker. Standardized testing, as a control mechanism, makesilil@dsr policy
makers to exert even more influence on the curriculum, espedal the

curriculum is manifested in the teacher. (p. 63)

What results from this move is a military style of educatuinils, worksheets,
and tests; teachers who teach without the inconvenience of havingkatid students
who obey.

So, Anderson asks, in the current climate is it even possible to ggeak
humanism?  Social efficiency, he tells us, with its emphasis hen information
processing model of human thinking, has trumped the humanistic argunferdsthen
there are those, such as Hirsch, whose support of humanism doesoedoeat harm
than good. “Humanism has become knowledge of certain “facts,braehsiuse of
“cultural literacy” that can be measured by “objective” testing” (p. 64)

While still retaining elements of idealism, Anderson’s philosoishg pragmatic
one. Like Readings, Katz, and others, he argues the importancdiog dath the here
and now. He reminds us that “colleges have always had to respouotsie influences
despite rumors of a golden age of faculty governance that met isi@aeof Plato’s
academy” (p. 64).

So, to return to Anderson’s question, how can we redefine humanism for our

times? How can we capture the essence of a living organisns ttanstantly changing,
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while curbing our inclination to mummify any one particular i@eah first step, for
Anderson, would be to recognize that “there is more than one “Culitiyglay in any
school curriculum, beyond the tendency to think in terms of an Arnoldign’ culture
versus ‘pop’ culture” (p. 65)

Integral to Anderson’s argument is his adoption of Raymond Willi@@fsition
of culture. William’s theory is that at any one time theraot just one culture but three:
the dominant culture, the residual culture, and the emergent culturdersdn uses as
examples liberal arts and sciences for the dominant cultussjadaand religious studies
for the residual culture, and global studies and media studies famntbeging culture.
That is why any move to crystallize culture is bound to failot Nnly is the task
impossible, but it is also bound to leave a bitter taste in the mobttwse who feel
themselves excluded, marginalized from the dominant culture. Tiyuat@mpt for a
core in a democratic society must have at its cented#eeaf renewal; in effect the only
possibility is an evolving core. Anderson writes that:

This evolutionary model is attractive because it allows feiseéon of organic

growth within a university tied to a model of evolutionary growthsatiety.

William’s educational theories are connected with his vision of rekipg growth

of educational opportunities promoting democracy. (p. 65)

Anderson’s argument is an optimistic one. “l want to believe tivatcalum is
more organic and integrated into society than simply a reacyioegponse to social and
political mores,” he tells us. Education should not be the site oéipgames in which

students will be the primary casualties. Instead we should ftwsir energies on a
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serious evaluation of what the curriculum needs to be, and not acoppssc solutions,
such as what is commonly understood by interdisciplinary study:
Interdisciplinary curriculum, a favorite topic these days, cannotcbenaplished
by simply bringing together two or more disciplines. In maages, what is
lauded as interdisciplinary curriculum is merely cross-discipfiséudy, in which
the worldview of one discipline is forced unto another discipline’ddvaw. (p.

67).

Contrary to what the neoconservatives would have us believe, pronounces
Anderson, simple solutions will not work, and it is absurd that these cslevein be
considered by professional academics. He notes:

As serious scholars, we would never begin a study in our disciplilealybly not

sorting through our prior knowledge and the knowledge base in the subject

Nevertheless, we talk about the complexities of the collegecalum as if

Occam’s razor is all we need to cut through the briar patch. (p. 70)

One simple solution which Anderson strongly criticizes is wieatefers to as
“the transformation of academic skills into an extra-curricaletivity” (p. 68). He’s
referring to the proliferation of basic skills departments, indgdSL, reading, writing,
math, and study skills. The problem is that:

The inhabitants of those academic skills courses are poor or disemged

students who must not only pay for those classes, but put in thenéioessary to
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complete 120 credits after they escape the basic skills ¢alum” to which they

have been assigned. (p. 69)

This is a classic case of exclusion, Anderson would argue. “Tdtedents are
held outside the community until they “prove” themselves and aceaslked to make
greater sacrifices of time (more important than money in wasts) to complete their
degrees and receive their “credential” (p. 69). How, then, arsewing their needs?
What can we do to provide them with a more meaningful educational experience?

Anderson argues that we need to begin with a serious endeavontmexehat
we are as institutions of higher education, and what we want tdHleehighlights the
need for curriculum mapping as an integral part of this projecelireflection. He
explains that:

Curriculum mapping is not about developing an essentialist prograitudyf, &

new definition of a limited and standardized curriculum. Whati@uom

mapping unfolds are the structures of curriculum, attempting tmwbscthe

rationale(s), the assumptions, and curriculum-in-action withiniegistructures.

(p. 70)

Curriculum mapping provides us with the opportunity to explore beneatipthe
of the iceberg, to examine what is hidden from plain sight.otpels us to face our
assumptions, motivations and ideals. It sheds light on how our sysfebadiefs are
manifest in the stances we adopt and the projects we underta&ensights we achieve

through curriculum mapping can allow us to take on a more activenrtie educational
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arena. It can enable us to be proactive instead of merelyvegait take pride in
guestioning and challenging the power structures instead of yr@esling at running
circles around “the system,” without understanding that the powersgarme=ngage in
with the administration ultimately only harm students. Anderson exhorts us:
It is time to stop thinking of the faculty as Brer Rabbit, ouating the latest
traps set by college administrators or politicians playingr Biox. We’'ll show
them: Every time “they” throw a new requirement at us, wéjust add it on as
an extra-curricular expectation and punish the students. In theregeve are

not outsmarting the “Man’ but only confusing, and maybe cheating,toderss.

(p. 70)

If we are not to get caught up in this immoral game, stressderson, the first
thing we need to do is clearly define our curriculum in termshpéctives that students
can understand and relate to so that we may build an educational ghaptrveith our
students. Anderson asserts:

At the least, every faculty member in the department ought ebleeto explain

the logic of the major and the general education requirements stuithents (we

know how many cannot). At the most, we ought to figure out whatrevdang
that connects with the rest of the college, and with the studergs’hiow and in

their credentialed futures. Otherwise, we are just hiding in the briar pgtcho)(

As can be seen, CUNY has embarked upon a very important projectegiale

The first step, critical self-reflection, has allowed theiingon to carefully examine its
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weaknesses and strengths, to scrutinize the curriculums in phacty think about what
needs to be changed. The goal is for a new CUNY to surfackoal s¢hich provides a
clear and transparent education mission which can be clearly conatatchto students
so that all, administration, faculty and students may be engagedbei project of
constructing a liberal education proper to the present day. Dewegn& and Eisner
would recognize this move as essential to providing a strongatatic base. The

particulars of each curriculum are a matter for a later project.
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CHAPTER SEVEN

DEVELOPING A RENEWABLE CORE

Philosophical Justification

The revamping of general education is a serious project which must be undertaken
for reasons that are material as well as moral. In ordehéoproject to be successful its
supporters must show an understanding of current social, political, Grbneic
conditions, as well as a commitment to ethics, and insight into the nature of ledtrsng.
necessary to take a long hard look at the university in ooddregin the important
process of transformation. Changes in curriculum and pedagoggsertial if we wish
to rebuild the university, transforming it into a viable institutian dur twenty-first
century needs.

We can recall Readings’ (1996) pronouncement that, as it stardsiversity is
in ruins. It is thus essential for us to move forward and riemstizing the past, for in
our misplaced loyalty to the old we may vyield to the narrow-minagulilse to overlook
what is new, culture as it emerges before our very eyesRe@dings reminds us, “the
grand narrative of the university, centered on the production of allibeesoning
subject, is no longer readily available to us” (p. 9). Anderson (200Kgsra similar
point. He prods us to ask ourselves, “What does a good education meari totay?
argues that if the good is socially and historically construdtezh) we cannot assume
that those “concepts, ideals, and skills” which worked for studentgeipdst will do so
in the present. We must, as Readings tells us, learn from gimétice dissonances we

face today (1996).
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The challenge to define a good education is particularly acuteigecthe social
efficiency model currently in place is shortchanging our studenkss is what the new
techno-bureaucratic world offers us: excellence, precision, and egsgr without
disorderly interference from the feelings and desires ¢f lre@a human beings. We are
suffering from what Barone (2000) has termed “a compulsion for ppesfyfor having
students converge toward predetermined, standardized end results” (p.St3dntific
management, says Anderson, has postulated itself as a viabhataleeto humanism,
and that is a situation which humanists should not accept. He remsndd the
challenges we face: How do we reshape modernist thinking irraanlaminated by
science and technology? How do we bring back humanism to the oémgucation?
And how do we redefine humanism for our time? These are alliabpemportant
issues to those of us who can testify to the richness and depth of the arts and humanities.

There are, of course, competing conceptions of what humanism isaseAirc
point is Hirsch’s focus on cultural literacy which seemdsmaés$ to be little more than a
storehouse of facts to be memorized, independent of any meaninge\ancd they
might have to students. Boyer (1988), for instance, suggests tlfateméfy a core of
common knowledge that recalls the past, anticipates the future, andstuglpats apply
what they have learned to the realities of life” (p. 318). And Br(t#69) advocates for
a curriculum that is “built around the great issues, principles, algs/ghat a society
deems worthy of the continual concern of its members” (p. 52).

Anderson’s position is a little different. In his view, renewaktrbe at the center
of humanism. Like Williams (1976), he believes that culture is alivaflax, that there

are at any one time different co-existing cultures: domipaltire, residual culture, and
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emergent culture. This model of culture celebrates change, haviagal at its center.
It provides for an evolutionary model leading to organic growth withuniersity,
which responds to evolutionary growth in the society. This view isnisoa@nt of
Dewey’s insight that culture is not a frozen entity, not a distwody of knowledge and
traditions. Instead he defines it as “the ability to constdmthaden one’s ability to
perceive meaning” (1916).

In his 1958 essay, “Culture is Ordinary,” Raymond Williams wantda@way
with the idea of culture as something inaccessible to the mablgerejects the notion of
culture as an exclusive possession of the elite, instead makirdgfingion of culture
much more inclusive and democratic. He writes, “Culture is ordinarfvery human
society has its own shape, its own purposes, its own meaningsy litvaan society
expresses these, in institutions, and in arts and learning” (pn A)illiam’s democratic
society culture is defined by ordinary people in their day to depg.l It is what the
people choose as meaningful that defines what culture is. Asites,Wthe making of a
society is the finding of common meanings and directions, angtaisth is an active
debate and amendment under the pressures of experience, contact, arethdiseiting
themselves into the land” (p. 1). This is a more modern view of auliteracy, one
which is vibrant and shifting, which renews itself as the culture which feegslites.

Learning should focus on an evolving, multidimensional cultural literabych
provides both equity and high-quality schooling to the diverse, multicultuntzdn
population in our classrooms today. In Barone’s (2000) words, the focus $i®old
“educational virtue”- “making education and schooling more life-enhgndior

youngsters of all sorts and for the culture at large” (p. 4).
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The challenge is for faculty to generate renewable courserirajé while
maintaining authentic structure and comprehensive learning, to recdheilapparent
dichotomy between structure and freedom. | support a system whicllggastudents
with an opportunity for true intellectual exploration as well asiadoand political
awareness and cognitive and moral development. We need a curricudtincan
accomplish all this. We can recall Boyer’s (1987) words on the purpose of undetgradua
education:

The undergraduate college in America, with its long and veneraléidn, has a

unique mission to fulfill, one that will enrich and, at its besgfarm. Why else

provide college for those who could otherwise be trained on the job or in a

corporate classroom? It can only be because of the conviction thethsognin

the undergraduate experience will lead to a more competent, roocerned,

more complete human being. (p. 1)

Adult Education & the Renewable Core

It is important to stress that college education is educaticedidts — particularly
today when the traditional 18-22 demographic makes up a smaknpege of the
students enrolled in higher education. In Malcolm Knowles’ classitbook on adult
education, “The Adult Learner” (2005), he makes the argument thdtirigaadults
requires a completely different orientation from that traditignaked for children.
When speaking of adult education he refers to an old term seldom usedg@ngt

first introduced in the U.S. in 1967 by Dusan Savicevic, a Yugoslaviah ediutator.
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Knowles sets up pedagogy and andragogy in opposition to each other, odlienimgin
differences between the two:

In the pedagogical model the teacher determines what therledrm@d know.
The learner is a dependent person whose experience is wortlittieliy khe classroom.
All knowledge is held by the teacher and the curriculum makearners are ready to
learn at the prompting of the teacher, and view learning agréightforward acquisition
of content. They are pushed to learn by external motivators sugtades. (2005) He
writes:

In traditional education the teacher decides in advance what lahgeviar skill

needs to be transmitted, arranges this body of content into logical unitss Hetect

most efficient means for transmitting this content and then osed plan for

presenting these content units in some sort of sequence. Thisnseatmodel.

(p. 115)

In the andragogical model adults need to determine for what purpegeate
learning something and need to make a conscious choice to do so. ihigey&r own
experience into the educational encounter. They are motivated loprbeste - they
want to be able to apply their learning to their real life. #dafe also less interested in
content knowledge and more in problem-solving. And though adults am@nbert
motivated by external rewards such as promotions and wages, Htepmdrate from
internal motivators such as self-esteem. (2005) Knowles breaks down the fopasss

The andragogical teacher prepares in advance a set of procgduir@slving

the learners in a process involving these elements: (1) prgghenlearner; (2)
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establishing a climate conducive to learning; (3) creatingg@hanism for mutual
planning; (4) diagnosing the needs for learning; (5) formulating anogr
objectives that will satisfy these needs; (6) designingadem of learning
experiences; (7) conducting these learning experiences witlblsutechniques
and materials; and (8) evaluating the learning outcomes and redragleasning

needs. This is processmodel. (p. 115)

Knowles calls our attention to the fact that all the famoushtzacof antiquity:
Confucius, Lao Tse, Jesus, Socrates, and others, were teachergofauhtl children.
Therefore, he claims, we have but to look to the pedagogical metimdemployed in
order to make learning much more relevant for adults in our schools today. Kndisles te
us,

These notable teachers perceived learning to be a processital mquiry, not

passive reception of transmitted content... The ancient Chinese andwdebr

invented what we now call trease method. The Greeks invented what we now

call theSocratic dialogue. The Romans were more confrontational: they used

challenges that forced group members to state positions and then defend them. (p.

35 — 36)

All of these models show an inherent respect for the intellectdapendence of
the student, for his ability to puzzle out a situation, to grapple guiestions on his own,
under the guidance of the teacher whose job it is to stimulatehalidrnge his students,

not to merely transmit information to them. If, as Dewey (19i@ls us, the
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straightforward transmission of content is detrimental to amidreducation and renders

it meaningless, this is so much more the case with adults, ehangd a classroom with

a wealth of past experiences as well as pretty wddbetded world views. This is why it

is especially important for colleges to embrace a philosophicaitation towards adult
education, as opposed to developmental education. This orientation is whae&now

refers to as “andragogy,” and what | refer to as pedagogy for theeRtury.

Curricular & Pedagogical Principles

Curriculum

We must first of all democratize education, doing away with rtheti-tier
university system in which the upper classes receive the |simése of the cultural
capital. We can do this by implementing a solid general education coreitunriwith a
strong dose of liberal arts and sciences during the firsyyeses of college. | propose a
curriculum which is broad, interdisciplinary, and theme-based, one whes®dology
is guided by inquiry, problem solving, and the use of multiple intelligences.

A broad curriculum is one which counters specialization, vocationalisth a
careerism. Like C.P. Snow (1959), | see little educational valdproducing a tiny
elite... educated in one academic skill” (p. 19). Today it is imperad make students
broad thinkers, capable of navigating multiple fields. That is witgrdisciplinary
studies are becoming increasingly popular. In these courseenstuhave the

opportunity to examine the relationships and cross-influences betweelisoipdine and
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another, as well as apply the methodologies and languages of férerdifdisciplines
involved to look at the central themes examined in the course. sTHiffarent from
courses in which one discipline is clearly subordinate to anotherexiample, currently
writing departments offer courses organized around professorgEubartinterests. The
purpose of these courses is not for students to learn the content of the course, kot rather
improve their writing skills. While these courses are sonmedigalled “theme-based,”
my definition of a theme based course is quite different. In theased learning a
central concept, problem, or issue is rigorously examined and praaiflasus and a
framework for both the choice of texts and the activities carried out in theodass

| particularly favor courses with a holistic flavor to themneCype of course,
which has recently been criticized, but which | think may beaggd if it is carefully
rethought, is any of a series of variations on the theme of ‘&neg&ulture” or “The
Western Tradition.” The advantage of such course is that thecsubptter can be
approached from several different angles. From an arts andnhigmdens, we can
examine the ideals, values, and aesthetic sensibilities @faanThe social sciences lens
allows us an understanding of historical, social, political, and ecenarfluences.
Looking at the natural sciences can give us insight into the developmemstbadtaking
place and how these, in turn, shaped the culture. The integration ef diesent
disciplines allows us to paint a much more vivid picture of a per@d than we could if
the focus were on any one of the disciplines in isolation.

The idea is to allow students to navigate subject matter froereiif organizing
frameworks in order to improve understanding. A course of this typse dot simply

need to be a survey, lecture course. It can include a myriad of activitigeetbd make
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students active participants in the learning process. The sameecsaid for courses
which are primarily focused on art, literature, or even mathesaStudents should be
engaged not simply in learning about art, but in producing it as wettratiire courses
need less focus on reading and analyzing texts, and more focus toreongding. And
applied mathematics courses allow students to engage with numbiées ieal world,
giving them a sense of accomplishment and ownership which moshavikncounter

with “pure” mathematics.

Pedagogy

Education should be a combination of both theory and practice; neitheotted
of knowledge as the straightforward transmission of factshar of learning as the
spontaneous activity of young people exploring their interests valk veffectively
(Dewey, 1916). Students need an educational experience focused aremiscbhey
need the opportunity to explore ambiguity, imagine possibilities, andrierpe a
multidimensional reality. To facilitate this it is impevat that the pedagogue know how
to draw upon the educational imagination (Eisner, 1985). The ideal pedagogue
responsible for cultivating a series of habits of mind in his studetiésneeds to awaken
curiosity, encourage imagination, and provide opportunities for play. etisrie make
his charges critical thinkers, independent problem solvers, and madst fidxable and
adaptable to changing circumstances (Dewey, 1921). The pedagjumuld appreciate
the aesthetic and know how to reveal it to young people. He should estpdsets to

the different languages of the aesthetic and provoke students to possvthguestions

is
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and refine their senses. The pedagogue needs to make a oraraltrment to his
students, his community, and his profession (Greene, 1995).

A methodology focused on inquiry, problem-solving, and one that makesiexplic
use of multiple intelligences is ideal for our purposes. A focusnguoiry allows
students’ curiosity to be aroused, as they pose questions that thejeegsted in, and
explore different avenues in an attempt to make sense of the tsoigder they are
confronted with. A focus on problem-solving allows students to uncover tftgle
layers and dimensions of a given task or situation, pushing them tohstreeir
capabilities as they grapple with the complex and/or unfamiliangutheir mental,
physical and social tool kits to propose imaginative solutions to hhkenges posed.
Problem-solving activities are particularly enriching whenriedr out through group
work. The explicit use of multiple intelligences in the clasar allows for students to
become literate across a wide array of systems of representatioer(B897).

For example, verbal intelligence can be stimulated by emgastudents in
debates. Logical/mathematical intelligence can be accédsseaih brainteasers. Bodily
kinesthetic intelligence can be developed by having students theatewn props for a
lesson. Visual/spatial intelligence can be strengthenediby geaphs, charts, and other
visuals in the classroom. Musical intelligence can be activayedsing rhythm and
melody to help students express their ideas. Interpersonalgetelé may be released
by encouraging collaboration among students and opening up group discussions.
Intrapersonal intelligence can be accessed by having studssggournals, and through

the use of e-portfolios (Gardner, 1983). Not all students wileleat all types of
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activities, but exposure to these different ways of knowingfisstastep in providing a
richer educational experience.

Finally, it is important to remember that if our goal is to prowstieents with a
holistic, comprehensive education we need to get away from theidnadlimix of
textbook reading and lectures as our main pedagogical tools. btémario students are
primarily passive, and the material for the most partcessed through verbal/linguistic
intelligence. We need to provide students with different typete»as$, for instance
different types of media and artwork, authentic materials affdcist We also need to
actively engage them in the learning process through discusdebaes, projects, group
presentations, etc. In effect students need to be actively involvieeiingarning in order
to experience it as significant.

In order to go more in-depth into the curricular and pedagogical plesci
outlined above, it is important to explain how these may be guiddtehynplementation
of critical-creative thinking in all aspects of the life of th@versity. The importance of

the imagination for both the curriculum and pedagogy will thus be examined.

Imagination in the Curriculum & Pedagogy

Critical-Creative Thinking

The Purpose of Critical-Creative Thinking
The curriculum and pedagogy are inseparable elements of a good educatlon. Bot

the content that is learned, and how it is taught are infniteportant parts of the



259

educational experience. Thus for critical-creative thinkingke tastrong hold upon the
educational scene it is necessary to make alterations bothdarteat general education
curriculum as well as in the teaching methods that are gegblio universities. Changes
in one of the two, without the other, will not produce the desired resihis purposes of
implementing critical-creative thinking in the college curricul@re multiple. The
overarching goals are to invigorate students’ intellectualaig® cultivate their sense
of moral responsibility, and enrich their lives.

From the intellectual perspective the focus on criticaltoreathinking will
enable education to focus on multiple worldviews, multiple ways of knowang,
multiple literacies, by going far beyond what can usually bghtor experienced within
discursive methods. Students will become familiar with a wadge of symbol systems,
and will be able to move among them with ease. This will not alhbyv for a more
comprehensive reading of the environment, but will also expand studenisesdr
communication.

From the ethical perspective there are several purposes.is@mdree students
from the bonds of dehumanizing technical-rational reason, to allow thegethow they
are victims of social control, and thus encourage them to assefftéeelom. Another is
to counter the effects of super-specialization in which most peoglehave access to
miniscule pieces of knowledge and are thus easily replaceable wotkplace; this is
especially important in the case of those who do not fit the mldkel. These young
people need a more comprehensive education so that as adults they dwl ngt e
working at dead-end jobs for low wages. Students need to obtain muelthanrthe 3

I's plus one specific marketable skill from their education. \Atenot forget that life,
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liberty, and the pursuit of happiness should be a real possibiligllforot just the elite.
Finally, the focus on critical-creative thinking will make youngme aware of the
multiple connections and ensuing responsibility human beings have to one another.

From the perspective of enrichment, being creative makes young [remger
and empowers them to explore their talents and capabilities. Wohtlerigs such as
new inventions, works of music, art, literature and philosophy comefotlte ideas
people had in their youth. Creativity is beneficial not just for ititevidual but for

society as a whole.

Thinking in the University

That being said, the purpose of this dissertation is not to #tiergeeject the
value of all parts of our current system of education. It is gotrditostudents’ minds to
absorb and produce forms of the dominant Western knowing. Students bemefit fr
logical-deductive critical thinking skills. They benefit fromgaging in deductive and
inductive reasoning, from learning to break up wholes into their coastiparts for the
purpose of analysis, by subscribing to the idea of causality; in, $lyopartaking of our
dominant worldview of knowledge not as an absolute way of knowing, but asanee
dimension they can inhabit. Students can become stronger ifltmdtyfeel lost within
the system they are navigating. But this is hardly enoughottupe a rich educational
experience. There is a strong need to integrate more ways of righomto the
curriculum in order to open it up to a diverse population.

Critical-creative thinking cannot be developed through a single €poeven one

in philosophy, but it must be a project which encompasses the studsis
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educational experience, especially within the general educatiomutum. Students
need to develop higher order thinking. They need to enjoy the maniédights of
culture and civilization. From adolescence, in the process of awakas individuals,
human beings tend towards freedom, towards the pursuit of happiness land se
actualization. The point of a curriculum based on the model ofairitreative thinking

is to engage the whole person: mind, body, and spirit in liberatolagpegical processes
that give importance to his voice.

Traditionally, logical thinking is applied to most subjects in thevensity,
certainly to mathematics and the sciences, and often to haratthumanities as well
since many times these are taught as survey courses ih thieistudents deal mainly
with facts: names of movements, salient characteristics, ,dat@ertant actors, etc.
Occasionally there might be an assignment in an art ortliteraclass which asks
students to analyze a piece of work, but these analyses, too,edorg lines already
drawn by others. The categories according to which an objectomanalyzed have
been predetermined. There is little sense of freedom olinataan in these exercises; it
seems that everything has got to proceed just so in thenagafda student’s work is to
be valued.

But what if the university could be invested with the idea of the ppitissiof play
and imagination to free students’ minds? What if the universityddoelinvested with
the idea that the world has no underlying method, truth, or order, bésadeghich we
can give to it? Then young people would not have to be presented witHdatkadir
already is, but with one that could come to be. This would frekests to speculate, to

imagine, to remember that the world is not a jigsaw puzblieh has already been put
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together and then taken apart for the students’ benefit. Meaaird thus be given to
the whole person and not just his intellect within the academych Baneration of
students could invest the world with a newfound significance becaissa Wvorld that
has come about through their choosing.

Only through engagement can we counter alienation. Human beings'rHange
the infinite and eternal cannot be sated through logic; theee lenging for wider
horizons of thought and more profound levels of experience. These cahibeed
through the aesthetic. Young people should be encouraged to searclsdomynot

merely knowledge, for knowledge gives only a partial view of the world.

The Liberal Arts & Critical-Creative Thinking

The liberal arts should be accessed through both rational and aekthes of
thinking. Critical-creative thinking is a merging of these twoety of thought, allowing
students to develop multimodal sensibility. A good way to achi@gaype of thinking
is by strengthening the humanities and arts components iutheutum; students need
more of these courses, regardless of their major. Thersoare learning experiences
which are only possible through the affective legacy of our cultomest vividly
contained within subjects such as art, music, and literature, evda wh grant
engagement with these fields the status of intelligent activity.

In introducing the students to the liberal arts, the teaclongponent also merits
a long, hard look. It would be ideal to introduce aesthetic teachatigoghs into courses
outside of aesthetics, such as science, and merge these methodkewitational”

methods already in place. In addition it would be a good idea twliude these same
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aesthetics methods into courses focusing on aesthetics andthesgenethods with the
“rational” methods already in place. A valid complaint which lbarmade is that in the
academy there has traditionally been the tendency to treata@gthetic subjects non-

aesthetically.

The Nature of Critical-Creative Thinking

Critical-creative thinking works best through interdisciplinarydgt which
thrives in a liberal arts environment. The virtue of interdiscipjirstudy is that it calls
attention to the inter-connectedness of the different aspects ofoolak. Whis allows for
experimentation as different worldviews, schemas, and methods atoneontact and
allow for more insights into different dimensions of experienceaninnterdisciplinary
course, students will not be limited to any one major architecpaig but will instead
work with combinations of worldviews as they examine issues frooitipte
perspectives, providing for a fruitful educational experience. Is@plinary study
allows for combinations of courses which may be closely related or veeyathtfand not
usually taught together; either of the two cases can proviégeesting educational
opportunities. It is ideal that these courses be taught by adkamo professors who
know their field very well and are not afraid to venture into unknowritdey. The
seminar method would be the most fruitful, with the students takingtaue art in the
experience through dialogue, student projects or any other exanteseled to give
students a strong participatory role in the encounter.

A defining characteristic of critical-creative thinkingdaof a grounded liberal

arts education is the disappearance of the borders between the tynaedsihe real
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world. There would be a constant examination of real situationgleutthe academy:
social, political, and economic, and an emotionalizing of these inaetig by seeking
out encounters with people along the whole spectrum of the socie¢tyjyshdhose in
power, nor those who are disadvantaged. It is important to see how shaadiehe
human element can fit together, how theories can apply te#hevorld and real world
problems. Critical reflections on the ethical implications ofrttegerial being examined
or developed would be key, even in mathematics, science, and technbBtwggxample,
upon examining a particular policy in a class the following dolestcould be raised:
Who does this policy affect? What is the purpose of the policy?t Whahe intended
outcomes of the policy? What are the real outcomes of the polidgW are the
outcomes measured: both quantitatively and qualitatively?  Whahargpolitics at
work,” the interests and driving forces behind these policies? Wihiaiscns have been
leveled against these policies? What are the driving ford@adéhese criticisms — the
competing narratives? These kinds of questions serve to ground an expiinyove it

from the abstract to the real.

Imaginative Models for Critical-Creative Thinking

There are a few metaphors which may be presented to try ta r@ectiar vision
of what critical-creative thinking could be. The first image @@ focus on is that of
Descartes sitting alone in his study, deciding to uncouple hifneeifthe entire history
of philosophy before embarking upon his meditations “On the Method.” aftest
decision to reject the philosophy which had come before him can bpretest not as a

devaluing of the wisdom of the ages, but as a move to un-clutterifasfrom a world
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filled with objects which had already been defined by othersydmch could, thus, limit
the freedom of his thoughts by constraining the possible paths his mind might take.

Descartes wished to free his mind, to give himself a cledr,shknd see in what
direction and how far his own thoughts could take him. In the same way it would be wise
to make a shift away from what can be seen as an exaggeoated dn research in
college classes. The point is not, again, to devalue the excetienthat has been done
by others, the collected knowledge which is essential to progressfoBstudents to
become critical-creative thinkers they should have a good amount poiSw@e to
grappling with the thinking process on their own, and finding their own way in the dark.

Another metaphor which could work is a term borrowed from Antonriweig
(1973) the “seemingly empty daydream like stare.” This can be intet@stine attitude
of openness and flexibility necessary in the initial encountdr samething new and
unknown which a person desires to understand, the stance he should takenitmahis i
perceiving, before he allows his conscious mind to interfere.

The unconscious mind is rich with possibilities. Our conscious mindhdsnus
of our limitations; it tells us that there are correct procesland rules to follow in every
case; it tells us that we must plod along, through trial arot, esystematically trying out
possibilities one at a time. It does not allow us to consort aghiltogical. Our
conscious mind is often the architect of the mental impasse; pesleapse thinking too
hard about one specific thing; perhaps we are bent on going aboutiththggight way,
the logical way. The unconscious mind does not impose such limitatioaigows us to
relax and let our thoughts wander. It frees us to perceive, imagine and putdgether

in innovative ways. It allows for brainstorming, free assammtengagement with the
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figurative. It allows us to leap from one form of representatmranother without
worrying about the rules of grammar or syntax. It allows ydap with ideas, thoughts,
and perceptions without worrying about what does and what does not make Séhe
unconscious mind needs to be given free reign in our initial encounteng ifirst

grasping of a problem, in the intuitive phase. This would be an invallegsen for
students.

The third metaphor is the metaphor of the mind as chaos. It appeardirst
plane that the mind experiences an almost constant state of chéas,lmmbarded with
sense data of all kinds: sights, sounds, smells, etc. This proadegtf and varied
opportunities of meaning making if we know to play with our ideas, falgdwing our
minds to wander and imagine before we attempt to bring order tachhiss. It is
important to note that if we engage in analysis too soon, beforbawe allowed
ourselves to imagine, we will truncate our possibilities for undedshg. Too much
order can be counterproductive; there is such a thing as over-andhysiscan actually
serve to limit thought.

We need to give free flight to students’ minds. They may apprehendgrtole at
first and then direct their attention to the parts, or they mageléc focus on one part at
first or several, or they may focus their minds on relationshijp& important thing is to
not force any particular order or method on the paths the msitewito take, but to keep
the journey open-ended. The virtue of this method is the virtueeobticolage, the
putting together of bits and pieces of perceptions and experiencgsrgsting new ways
which can reveal different perspectives and meanings. Bgeois an exercise in

freedom; it frees students to be architects of their own learning.
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Finally, we can use the metaphor of the chameleon to look atatcteative
thinking. It would proceed in different ways, follow different patgror none
whatsoever, according to the task at hand, the context within wih&cheing employed,
and the particular persons who are employing it. Like a cleamglcritical-creative
thinking would constantly shift its shape and form, re-inventing iiselhatever way
necessary. lIts inception would be sparked by curiosity and iftesegrowth by insight
and intuition, and its expressive possibilities brought to fruition througigimation.
Developing critical-creative thinking would make it possible forunyg people to
apprehend and create within all realms. The possibilities aressnahathematical and

scientific models, philosophical reflections, innovative art, and more.

The Challenges of Critical-Creative Thinking

It is, indeed, a challenge, to construct an education based malantative
thinking, an education that would have at its center Dewey’s re$pethe rigor of
“thinking in terms of relations and qualities,” that would integrfatener’'s focus on
associative thinking and his insistence on developing a range of symditoires, and
that would heed Greene’s summons to “release the imaginatio’students. Habit,
incomplete knowledge about learning, and a lack of pedagogical imaginaticonsire
to frustrate the efforts of those who would implement new, morehg¢afigd paradigms
in education.

Critical-creative thinking does not fit the mold of past educational pradtigees
counter to centuries of ingrained habit. Thus qualitative thinkingbsikeen as suspect

in an environment in which we have been conditioned from our earliest tyeegspect
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guantification and measurement. Consequently there is the dangeewhatethods will
be distorted to fit the old ways of thinking; for example, Eisntatus on developing
symbolic repertoires can be warped into the creation of a taxomwdrthe aesthetic,
which students would subsequently be forced to memorize, leading tuctioa of
aesthetic experience. Critical-creative thinking is not develbgdi$ting the objectives
which “comprise” critical-creative thinking and having students readcammit these to
memory so they may name and categorize every step ofatigubar mental process
they engage in, because this takes us back to a rigid lineanthinkiis unfortunate that
some good faith efforts to improve education have centered on listchgnaltiplying
objectives ad absurdum.

Finally, Greene’s insistence on bringing students’ lived expezi@mo a class
can present a problem for an instructor who does not have a solid undegstainthie
learning process and a good dose of pedagogical imagination. Knowintp vegave
students’ narratives into a lesson is an art which takes a corohirwdtintuition and
experience in order for real learning to take place. It is important toectigir‘learning”
does not deteriorate into everyone’s presenting their own personal opimainrative in

an uncritical way; the goal of constructing knowledge must always berksigfht.

Critical-Creative Thinking in Action

Special methods come into play in order to implement the modelritarat
creative thinking. First of all, it is imperative to make &lbd#ate move away from any
kind of learning that does not actively engage students, that allows them to e padsi

unresponsive, or that expects them to respond within strictly dmgeidelines.
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Worksheet type exercises and exams with multiple choicen fiie blanks, true or false
or matching questions will not work in this environment. Students needléat upon,
qguestion, and critique the content they are being presented with, orwilhegot
understand it. Neither is it useful to present students with itiaditlecture courses
where they can sit quietly and take notes, for often these soas&enothing more of
students but that they temporarily store and recall materiad¥aminations. Students
need to know from the start that the course is a collaborativecpriojevhich both
instructor and students are, at different levels, on a journey to kecmmmoisseurs and
critics of the subject through in-depth, rigorous treatment ofrthterial, and the forging
of connections to previous knowledge as well as other disciplindgepsntersect with
what is being studied.

The class in which critical-creative thinking is central wouldsehaseveral
characteristics. First of all it would be a student centepedse in which the professor’s
role would be basically to act as a facilitator, guiding the stisdeithout imposing his
vision or ideas; thus the responsibility for learning would be shaltefibllows that the
class would be active. There should be ample opportunity for refledimogue, and
critigue. This comes about if there is a culture of debate ichadtudents feel free to
guestion and challenge the instructor and each other, to present iakstnahd to
approach an issue from their own life perspective; a vital parthe educational
experience is the constant search for dissonance in order te oree¢ dialogue. For
this kind of learning the ideal model is the seminar, with sntasises which allow for

student-led discussions and constant engagement of all participants.
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The class should also be flexible, with the professor having a ¢éhesicof the
direction the course will be taking, but able to shift gearsrabment’s notice if more
interesting possibilities arise during the course of a less@vam the semester itself.
Knowledge which is in the process of being constructed cannot [straioed within
predetermined limits. Flexibility refers not only to content s &0 methods. Thus the
pedagogue needs a level of familiarity with his subject thawva him to play with it, to
be able to present it in different ways, and nothing less tharerpastrequired for this.
Also, because of the interdisciplinary nature of the classtetieher must be somewhat
of a generalist, comfortable with several subjects outsiderbe @& expertise, and he
must have a passion for novelty and exploration that will lead hitoristantly work to
expand his own education.

In addition he should be familiar with the critical-creative thiigkprocess and
deliberately work to help his students expand their own critiegtsre thinking abilities
through different types of activities engineered to get studémtkirig in innovative
ways. For this to be possible the teacher needs to understadrdifivays of knowing,
and these must be explicitly incorporated into the methodology aldks. He needs to
be conscious of his students’ different learning styles and bdodainie working
through multiple intelligences in order to help students expand dver symbolic
repertoire and become independent learners. But first he needs dontbertable
modeling thinking in front of his students. This emphasis on knowledgecesative
process will enrich the learning experience for everyone.gbheis to give free reign to
inventiveness and encourage students to take leaps in thinking ewvetallyithey

cannot map out their mental journey.
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Mixed media is very useful to achieve this goal. It is imparta move beyond
the reliance on traditional written texts and expose students/tol@ in which art, film,
and music can also play an important role in their education; tilissmaouragethe
members of the learning community to understand and communicate throfegbndif
forms of representation, including those they may not have had muchegxgewith in
the past. In interacting with an image, for example a photograptpamting, students
can be asked questions such as: What feelings does it evoke? Wistamiou use to
describe it? What story does it tell? Does it contain agnifcant symbols? How
might it be viewed from a different perspective? The goal elp students develop and
hone their perception and intuition, their ability to analyze and egi#h, and their
ability to look at the world from different points of view in order strengthen their
abilities to make sound judgments. Lessons can be created arounturabgr of
aesthetic tools in order to achieve critical-creative thinkindoag as the pedagogue

creating these lessons is a true master of his cratft.

Critical-Creative Thinking in the General Education Curriculum: The Renewable Cor
Though these types of mental exercises can be put into practaey subject
whatsoever, the arts and humanities are particularly conduciveritioal-creative
thinking because of their open-endedness, their possibilities for ireyealultiple
perspectives and thus enabling multiple interpretations. To that énessential that
college students’ general education requirements contain a strongfdbsse types of
courses. They are the most conducive to developing the habits of mimcanteto

inculcate in students.
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In addition, in order to foster unity in learning, it is imperative dfferent
colleges to design their own core curriculum - a renewable aaseries of classes that
all students would have to take at the beginning of their progratheir freshman and
sophomore years, subject to periodic review. This core curriculboulds be
interdisciplinary in nature, with classes taught by two professors, Bgescia their field.

The core curriculum would be arrived at through reflection anagligl among
representatives from the different programs and departmertis rotlege, and the goal
would be to strive in so far as possible for representation fréf@reht groups. For
example, if an American literature class were implemetitece should be the presence
of texts written by Americans from different ethnicitiesldbackgrounds in order to give
students a more complete picture of our society. In the casdisfory course, it would
be interesting to include texts representing one same eventdfffarent perspectives.
The goal is to open up students’ minds, to make them citizens obiiek wot just of the
tiny piece of experience they inhabit. However, it is impeeathat the desire to give
everyone a voice does not lead us into the trap of multiplying the offerings ofsthase
count toward the core requirement at absurdum and allowing profésgdeech courses
that are too specific and based on their particular reseasrkestg, else we will find our
way back to the old distribution requirements model in which studpiais and choose
their way to graduation,” (Boyer) with very little clue of howvdonstruct a meaningful
education for themselves.

There should also be a service component to the core curriculum. Young people
need more awareness of and engagement with their communitigspabd to know

about the day to day issues that touch real live human beings, nasteactaimankind.
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They need to engage in meaningful experiences that transcendlghefulae university.
We are in dire need of a core curriculum which emphasizesthand humanities. This
curriculum should focus on critical-creative teaching methods, whlighadessors will
be trained in, so that students are no longer locked into unimaginaiat®nal
experiences in which all they have to do is memorize what obiaaes thought before
them, so they no longer experience a college education which doesictottheir lives.
Only by making some serious changes will we be able to offtege students a true

liberal arts education, the sort of education proper to free men and women today.

Imagination and Staff Development

Faculty Governance

Education needs to be in the hands of professional educators. Conseqeently w
begin with the premise that faculty decision-making is key antitaiogbe at the center
of the curriculum. We must be optimistic that faculty membmens fdifferent disciplines
can work together, putting their particular interests asiderder to focus on what is
good for their students.

A good analogy for this model of cooperation is John Rawl's famous thought
experiment from “A Theory of Justice” (1971), his idea that ipaessible for rational
human beings to work together toward just arrangements. Rapiigsses confidence
that “among individuals with disparate aims and purposes a sharegtiona# justice

establishes the bonds of civic friendship; the general desire for justite th@ipursuit of
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other ends” (p. 608). A descendant of the social contract theorlescké, Rousseau,
and Kant, Rawls’ positive, idealistic philosophy offers hope fompibssibility of mutual
respect and cooperation between human beings “as moral personsta®sreaving a
conception of their good and capable of a sense of justice” (p. 611).

Applying Rawl’s ideas to the academic community might serveetiuce the
scourge of politics and power games if faculty could be encoutageahbrace a sort of
“original position” as they think about the curriculum, if they col&lconvinced to act
behind Rawl’s “veil of ignorance,” a hypothetical situation in vahino one knows his
place in society, his class position or social status, nor do@me know his fortune in
the distribution of natural assets and abilities, his intelligestcength, and the like” (p.
609). This approach treats all members of a group as equalsngribati no one person
or party has an unfair advantage. Indeed, under this model eadly faeulber engaged
in curriculum reform would not know whether he is an orator or a philosoplseientist
or a humanist, a liberal or a conservative. These differenoelsl wot matter as, through
a moral imperative, all are equally invested in the task of providing their studémthev
best education possible.

Rawls is not naive and neither are we; he recognizes that:

No society can, of course, be a scheme of cooperation which men enter

voluntarily in a literal sense; each person finds himself platddrth in some
particular position in some particular society, and the nature ofpibsgion

materially affects his life prospects. (p. 609)



275

And this includes the society of academics at a particuléitutisn. However,
Rawls is confident that the ideal of freedom in a democradyasgenough that it will
compel self-reflecting members to act ethically and justlin Rawl's democracy

“members are autonomous and the obligations they recognize self-imposed” (p. 610)

Faculty Commitment

Students need to understand the purpose of their education and how the content
and methods prescribed contribute to it. Part of the responsibiliacolty is to engage
in the habit of self-reflection both at the personal and the instititievels through the
analysis of curriculum and pedagogical methods, keeping in mind treds icd
democracy and the mission to provide students with a good, solid, meamdgéation
for our time.

At the institutional level there needs to be support both for the edatewore and
for keeping pedagogy fresh and relevant. This could be achieved thhmufiinding of
research positions, designating a group of scholars dedicated to gatteviknowledge
in both established and emerging fields. These researchers woudsdmnsible for
keeping up with the latest publications, and from these they woudeh,génalyze, and
synthesize the essential knowledge for students according to tloellpamission of the
school.

In order to provide for a culture of dissonance there ought to be thetwupor
for different groups to have an input into what and how students learn.thehaerk of
these researchers could be shared with the rest of the cdilagg faculty meetings, at

which time professors would voice their own recommendations. Also, intordeld the
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input of students there could be an analysis of capstone projects, im stingents have
meditated upon and evaluated their educational experience. This eansgavwindow
into their interests and concerns.

The idea is to create a core structure that is continually wpdatemeet
contemporary needs. Texts of different times and from differeawpoints will be
included. The humanities alongside math, science, and technologyewstiudied, all
through critical-creative thinking methods which will lead studemnistlee path to
becoming critics and connoisseurs of their world — modern day Reneessnen and
women who can look around them and read and interpret their world evely asldhi®
the script which is every second being written.

Let us temporarily step away from America to look at adascple experiment in
democratizing higher education — the Open University. This ldiative can be seen
as a kind of precursor to our recent interest in community colleges in the Unites| 8&
we start to realize the importance of their role in the higldeication arena. Community
colleges are currently attracting a great deal of attent@©ommunity college education
presents us with a series of challenges and opportunities whichewgéixamined in the

next and final chapter of this dissertation.

The Open University — An Experiment in Adult Education
The Open University, or the OU as it is commonly called, began iokhm the
1960’s as an experiment to democratize higher education by expamdess dhrough

the use of modern communications technology. The idea for a “veral@sersity,”
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though, was first pitched by educator and historian, J.C. Stobarts ¥ar, Raymond
Williams (1921-1988) argued for a “teleuniversity” which would usem& of
correspondence texts and broadcast lectures. Williams, a cuitstalian and political
theorist born in Wales to a working class family with lefiHeg political views,
believed in informal education and public pedagogy and was a proponef¢lafdi
learning in the service of community and democracy. He supportednesla like
broadcasting and television for the expansion of educational opportuaitie fmasses.
In 1963, Lord Taylor led a labour party study on the exclusionsadyiantaged groups
from higher education. The group proposed a mixed radio/tv package, arsitgiod
the air” for adults. In 1964 Jennie Lee was appointed Ministeah®Arts and asked to
oversee the University of the Air Project. The first stuggmlications arrived in 1970
and in January 1971 the first students were enrolled. By 1980 the ugiVverdi70,000
enrollees and about 6,000 people were graduated each year. In 1983 Husidds
school opened; it is currently the largest business school in Eurogéfedty “The Open
University was the first institution to break the insidious link lestw exclusivity and
excellence” (p. 7). Their mission statement reflects thieilosophy of democracy and
inclusion. It reads:
The Open University is open to people, places, methods and ideas. dttggom
educational opportunity and social justice by providing high-quality usityer
education to all who wish to realise their ambitions and fulfilrtipatential.
Through academic research, pedagogic innovation and collaborativerglapne
seeks to be a world leader in the design, content and deliveyppbrted open

and distance learning. (Open University Website)
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Their requirements to enter the university are minimal:
e With most courses there are no previous qualifications required to study,weu ha

to be aged 16 or over when your course starts but there is no upper age limit.

e We have around 150,000 undergraduate and more than 30,000 postgraduate

students. 10,000 of our students have disabilities.

e The Open University’s style of teaching is called supported open learning.

e Nearly all students are studying part-time. About 70% of undergdtizdents
are in full-time employment.

e A third of our UK undergraduate students have entry qualifications |tveer

those normally demanded by other UK universities. (Open University Website)

An Evaluation

The philosophy behind providing the opportunity for higher education to great

numbers of people is a laudable one, but | am concerned about some aludkierns’
provided by the Open University. The classes are essentalydistance, self-study
courses, with support provided from time to time by a part-tutew tvho gives feedback
on assignments and can answer questions via e-mail or phone. WMansyare former
OU graduates, and start off with very low salaries — a® lad $200 per month per
course. (Open University Website) Professors are complelislyensed with —
obviously a cost-cutting measure. The curriculum for each csistandardized, as are

exams, which are taken at regional exam centers.
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This is an example of social efficiency at its finesbss are cut by doing away
with instruction in favor of tutoring, and by standardizing theiculum, which makes it
very simple to hire practically anyone to deliver pre-deteeaii content to prepare
students for the exams. This is not good pedagogy and it @ntgmot providing the
students with a liberal education. Quantity of graduates is nark of success if not
accompanied by quality of education. | can only express my cotlcatrthis same
system is not ultimately embraced by U.S. education with Obaptars to designate
$500 million dollars to online education for community college studeB&if-service

education is not a viable option, as | shall discuss in the next chapter.
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CHAPTER EIGHT

NEW VISIONS FOR COMMUNITY COLLEGES

The Community College — An Increasingly Important Player

The complexity of life in America in the 2tentury has made it clear that young
people need to engage in post secondary studies; a college eduat®ipnsidered a
luxury, is today vital for a good part of the population. Recentigngon is being
focused on community colleges, which had for many years been traatetie
“stepsiblings” of the traditional four year college. These year institutions are now
looked upon as a door to opportunity for many people to improve their economic outlook.
In some cases the Associate’s degree is a stepping stantitiaore Baccalaureate at a
four year school, or the Associate’s can stand by itself, allotiaggraduate to move
into certain trades, or students can enroll in short term catgfiprograms which may
lead to employment.

However, there are definite disadvantages to this type of edueatiantical and
philosophical. From a pragmatic standpoint, while it is true thatlerg in one of these
programs may improve a young person’s economic possibilities ishtré run, trades
can easily become obsolete, and then people will find themselvelst daua cycle of
lifelong retraining for whatever occupations happen to be hiringpattecular moment in
time. From a philosophical standpoint, a purely vocational emphasisndbgsovide
students with a liberalizing education. Because community colegasow educating a
greater part of the population, they have a special responsibilggsiore that students

are exposed to a solid liberal arts and sciences education curriculum.
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The Struggle for Equality

In recent years enrollments at community colleges have beerasimgefaster
than enrollments at four year colleges. David Brooks, New Yorke3i Op-Ed
columnist, gives us some statistics in his artidg Size Fits All” (July 17, 2009). In
the past year many community colleges have seen increasesofli(eércent in their
enrollments. And students who graduate with a certificate or anckde’s typically
experience a 10 to 15 percent increase in earnings. Yet commutetyesoare not well
funded. “Four year colleges receive three times as much federay per student as
community colleges” (p. 1). As Brooks observes, “Most people in governthink
tanks and the news media didn't go to community college, and they dottheir
children to them. It’s a blind spot in their consciousness” (p. 1).

Obama’s administration has responded to this by approving twehenhiltillars
in funds to support community colleges across the nation. Among theipnsved the
new plan are remedial education, outcome tracking, online education,rémetipg with
private industry. The Wall Street Journal articl®bama Plans Community-College
Initiative” (July 14, 2009), reports that “Mr. Obama has called education keyeto t
nation working its way out of the recession and competing more ieéct
internationally (Kellog & Tomsho, p.1). Community colleges wilcawe money
through an “access and completion” fund, and special note will be taken of the igraduat
rate of each school. Washington Post Artic®pbama Announces Community College
Plan” (July 15, 2009), notes that the funds would increase community college

graduations by 40 to 50 percent (Shear & de Vise).
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But there are some who criticize the president’'s move as an assaeyg
expenditure of funds. For instance, McCluskey, education scholar @atbelnstitute,
considers community college training to be “a costly and inefeproxy for on-the-job
training, which is what many high-growth careers require” (Shear & d& Wis3).

There has been a great deal of interest in Obama’s commalégecproject. In
“The Page”"Fact Sheet on Obama’s Community College InitiativeJuly 19, 2009),
Mark Halperin analyzes Obama’s goal: that by 2020 Americdthagce again have the
highest proportion of college graduates in the world. To this e®dama has asked
every American to commit to at least one year of higher education or taiaag. The
national concern is that “in an increasingly competitive world ecgnolmerica’s
economic strength depends upon the education and skills of its wo(ker8). The
language employed here is disturbingly similar to tha& bdfation of Risk.

Obama’s plan focuses on the traditional strengths of communlggeslsuch as
affordable tuition, open admissions policies, and flexible scheduléactinBunker Hill
Community College in Boston is currently offering courses frod3PM to 2:30 AM
to accommodate students who cannot take courses during the day. Conuolleutys
cater to older students, those working and with families, and those weldorexmedial
education. They are touted by some as a practical alternaliod can provide real
economic opportunities for students. They often work with businesgey@mment “to
create tailored training programs to meet economic needs sugahuraing, health
information technology, advanced manufacturing, and green jobs, andowtlipg

customized training at the worksite” (Halperin, p. 2).
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In addition community colleges pride themselves on their use dfcatisg
methods to educate students more “efficiently” and “effectivelhe example of recent
trends is the proliferation of online courses. Part of Obama’s plan is that:

New open online courses will create new routes for students tkigawledge,

skills and credentials. They will be developed by teams ofrexpe content

knowledge, pedagogy, and technology and made available for modification,
adaptation and sharing. The Departments of Defense, Education, andnlilabor
work together to make the courses freely available through onenaoe
community colleges and the Defense Department’'s distributeinganetwork,
explore ways to award academic credit based upon achievestiesit than class

hours, and rigorously evaluate the results. (Halperin, p. 4)

Secretary of Education Arne Duncan recently delivered a spedtbdehtoving
College into the Z1Century,(October 2009) in which he speaks about turning points in
the history of education: Lincoln’s signing of the Morrill Act, wiiled to the creation of
land-grant colleges; Roosevelt's signing of the Gl Bill, whixbvided veterans with
access to a college education; and Truman’s support of the expafhstommunity
colleges. Duncan tells us that “because of the combined foresitjigsaf presidents, the
United States has the most diverse and the best systenhef kducation in the world”
(p. 1). Duncan draws a parallel between these events and Obamearg challenge to
“fix” higher education. He writes, “Today, we’'ve reached anotheming point. The
global economy is changing, and the United States needs to edsoats/ to a better

economy for the ZPicentury” (p. 1). He reminds us that Obama’s goal is that by 2020
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the United States will once again have the highest proportion efgeofjraduates in the
world, and that in order to reach that goal it is necessary migitto open up higher
education opportunities to at least 5 million more Americans. inflems us that
Obama’s American Graduation Initiative will provide $12 billion ovex hext ten years
to improve community colleges.

Duncan is particularly impressed by the $500 million which ateetmvested in
the creation of “world-class online college and high school couns¢sill be available
to all 24/7/365” (p. 1). The courses will combine “high-quality subjeatter expertise
with the latest advances in cognitive and computer sciences”. (A<2a result students
will be able to move through these courses at their own pace.Ditcan, this is a
thorough democratizing of educational opportunity. He calls Obamaiative “the
most profound equalization of access to cutting-edge knowledge and ititorramce
the creation of the public library” (p. 2).

It is not yet clear, though, how these courses will be counted towaddgree.
Duncan says that at the moment colleges and universities wiledémr themselves
whether to grant credit for these courses; some may opt tocodfeit through proctored
exams, “as a way to accelerate student learning and accommuutatstudents” (p. 2).
Duncan optimistically tells us, “By opening up the digital doornt@ythe best online
higher education and high school courses available, we will provideomsil of
Americans with the knowledge and skills they need to advance ¢deration and
succeed in our global society” (p. 2).

It seems, though, that the end result of such plan will be studentagrthrough

higher education at a dizzying pace, without having been exposedoimmehensive
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education. Once again a “forward-looking” proposal is made in whidagagy is to be
sacrificed to the bottom line. Class hours are to be cut in oodsate money on
instructors’ salaries under the guise of embracing new teotiesl Further, the idea

that credit is to be awarded based on achievement is a murky one at best.

Other Community College Initiatives

In recent years, with the entry of more and more students into tien'sa
community colleges, together with the high dropout rate and the diséipgoiates of
graduation, there have been a few initiatives focused on improving cotgncoiiege
education. Two well known national initiatives are “Achieving theddréand “Bridges
to Opportunity.” In addition, there is the recent move to internatma#fie curriculum,
and the move to implement three-year bachelor’s degrees. Thougkstipsdposal does
not at first glance affect community colleges, it does resufierious implications for

students which will be discussed later on.

“Achieving the Dream: Community Colleges Count”

Launched in 2003 by the Lumina Foundation for Education, “Achieving the
Dream” is a multiyear national initiative, which focuses on engbthe success of
community college students, especially those who have historicaéiy underserved.
The program is currently operating in sixteen states. Its lgasils are for students to:

“successfully complete the courses they take; advance froradial to credit-bearing
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courses; enroll in and successfully complete gatekeeper coursakfrent one semester
to the next; and earn degrees and/or certificates” (Achieving the Dreasité)e

The initiative recognizes that there is a pressing need fpoogram that focuses
on the part of the population which does not fit the definition of theitioadl” college
student, and is struggling due to a series of factors. “A larggogion of first-time
community college students enter schools each year in need of degatapeducation,
but few succeed in making it through these programs to collegedeurses, let alone
earning a certificate or a degree” (Zachry & Schneider, 2008, ES-1).

The federal government is currently working with participasteges in order to
raise the issue of student success in community colleges luiglperblic policy agendas.
Among the desired outcomes for state policy are: making successdef-prepared
community college students an explicit public policy goal; roltingonitoring student
outcomes to make decisions about resources, rules, and accountabditidentifying
and implementing specific policy changes that will benefit stedeAtmong the issues
addressed are data and accountability systems, public finarmnay alignment of
community college and other education systems’ standards. (JolbefdFuture,
December 2005). In order to improve services to academically pneleared students
in developmental courses there is a focus on curriculum, technologggé to credit
programs, teacher quality, and placement policies. Student advgingpanseling are
also being looked at, and there is a move to strengthen the first year experience

Colleges patrticipating in “Achieving the Dream” receive $450,008rants over
the course of five years. In return they must commit to ciolig and analyzing data to

improve student outcomes. “Achieving the Dream” stresses the temperof “building
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a culture of evidence.” This process consists of looking at studersicripts and other
information in order to determine student progress. “AchievingDifeam” is a data-
driven initiative. “Colleges are expected to evaluate theatesires, expand effective
ones, and use data to guide budgeting and other institutional deciggaddiry &
Schneider, p. iii). “Achieving the Dream” recommends a five stepgss for colleges to
implement the principles of institutional improvement: “1. commiimproving student
outcomes. 2. identify and prioritize problems. 3. engage stakeholdeisveloping
strategies for addressing priority problems. 4. implement, eealend improve
strategies. 5. institutionalize effective policies and practices{# & Schneider, p. 6)
Schools recently interviewed about their participation in thisathie gave
positive feedback regarding their experience. Through the analfyslss feedback
“Achieving the Dream” highlights the following successessblgscribing to “the culture
of evidence” schools have become more comfortable analyzing studeomestclata
and using this analysis as a basis for further reform; theréden a move to accelerate
students’ progression through developmental education, and to increase student
engagement; courses of different length and intensity have beelopbxiéo meet the
needs of lower and higher skilled developmental education studenilty fieeadership
has been key in developing and implementing instructional reformgatetjes feel that
they now have a more structured framework for dealing with their challenges
“Achieving the Dream” initially started out small — only canerfive states. It

now operates in 16 and has plans to eventually expand to the fifty states.
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“Bridges to Opportunity”

Established by the Ford Foundation in 2003, “Bridges to Opportunityinalé:
year program also focused on traditionally under-represented groupsphilbsophy
behind the initiative is that community colleges should serve asgésitb opportunity”
for students who are not sufficiently prepared for collegetlexek so that they may
undergo remediation and progress to college-level programs thato€adreer-path
employment” or to a baccalaureate education.

The initiative takes stock of the problematic situation fgoad part of U.S. adult
students today. First of all, many academic programs stiérdo the “traditional”
college student, which is fast becoming a minority and being replagednother
demographic, “older students, many of whom are poor and most of whom mdy ne
special academic support to succeed in college-level work” (CommQaltgge Central
Website). In addition, workforce programs are not well integrated into tlegeahodel.
“In too many institutions, college academic/transfer and workfcaceér programs
operate under separate divisions that ignore the fact that most ucmyncollege
students are seeking both to advance in their careers and to eafiege degree”
(Community College Central Website). Education, according to #ve of the Bridges’
initiative, should focus neither exclusively on academics nor on @hirtg. “Focusing
education solely on the immediate requirements of employments Istutlents’ long-
term prospects for career advancement” (Community College Centraltéjebsi

“Bridges to Opportunity” identifies a series of challengescWiureate barriers to
success: “poor alignment between adult basic skills programs and collebprlegrams;

occupational programs and academic offerings operate in isolatled”; limited
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counseling and other needed supports; difficulty securing sufficie@indial aid;
difficulty transferring community college occupational programdids to baccalaureate
programs; poor coordination with outside workforce and human services agdacie
of sufficient resources to serve underprepared students eflgctand lack of students’
political clout” (Jenkins, 2008, pp. 9-12).

The initiative recommends specific roles for state polictagkling these issues.
First of all, states need to make the advancement of underpreghrés @ strategic
priority. Second, they must promote the alignment of programs andeseriNext, they
need to collect data and conduct research in order to inform palidypeactice.
Moreover, they need to offer financial aid to non-traditional studerimally, it is
crucial to engage stakeholders in the initiative. (Jenkins, pp. 13-14.)

“Bridges to Opportunity” is confident that by implementing thpekcies, giant
strides will be made in the democratization and equalization ofagdoal opportunity

for all.

International Reform & the Need to Compete Globally

In a world that is increasingly flat it is no longer enoughdommunity college
graduates to focus their attention on local or even national concemgact] it is
becoming more and more necessary for U.S. students to compete ynetitbnbther
nationals, but with an increasing number of foreigners and immigndndsare interested
in the same jobs, and who may have more experience and feel onti@table within
the global arena. A recent book, “International Reform Effortd &hallenges in

Community Colleges” (2007) recognizes the need for internationahzaif U.S.
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community colleges and makes suggestions regarding how schools magdobsthis
goal.

In the article, Community College International Education: Looking Back to
Forecast the FutureRosalind Latiner- Raby and Edward J. Valeau cauti@at “to
prepare for this changing world, community colleges must produce internatitieaite
graduates who can effectively navigate the complexities omtbaern world” (p. 5). It
IS necessary for students today to understand a variety gfept@ves: ethnic, cultural,
and gender. Latiner- Raby and Valeau highlight a series of ra®nfr the
internationalization movement. The political rationale conceivésinternational
education as a tool for national security, and to ensure that.fecbntinues to be a
world leader. It also sees international literacy as athadlallows students to actively
participate as citizens in a diverse, democratic soci€he economic rationale looks at
international education as a tool to enhance international trade andeccenrand to
ensure a competitive edge in the world economy. The humanist ratimgalights the
need to foster understanding, tolerance, and peace among people irnicaltomal
society. The academic integrity rationale argues that gmllerograms without a
reference to international issues are incomplete.

In Transcendence and Globalization: Our Education and Workforce Development
Challenge, Mark David Milliron argues for a transformation of our educational
institutions and the embracing of internationalization becausewha& students need.
He argues that the most important skills for students today are chiitahg, creativity,
and courage. He defines critical thinking skills as “the aliitittake information, assess

its sources, synthesize it, and analyze it... the ability to leam to learn” (p. 34).



201

Moreover, he argues that creativity is key in education. $%&lence and no art is
dangerous,” (p. 35) he claims, and expresses concern that “many eslweaomore
about rules and regulations than insights and innovations” (p. 35). Butostecracial
skill in Milliron’s view is courage. He writes, “Courage is ngs&y to champion new
and novel solutions, to build a reasoned center of thoughtful criticsaaefiiicadvocates
to take up the banner of transformation” (p. 36). As it is, arijliison, “we are still
facing tomorrow’s world with yesterday’s schools and colledps”36). Because the
world is becoming increasingly flat, community colleges needternationalize their
curriculum if their students are to have a real chance to sumt/¢have in the twenty-
first century.

In Expanding the Vision of International Education: Collaboration, Assessment,
and Intercultural Developmeniolly A. Emert and Diane L. Pearson make an excellent
point about internationalization. They argue that today internateati@in is not simply
about looking outside of the United States but within it due to the lawnbers of
cultures that make up our nation. Consequently, intercultural compeseadeey skill
which students must master. Emert and Pearson define intercoliunpetence as a
skill which “indicates awareness and understanding of culturalkgrsi others and
situations, as well as the presence of behaviors that promote [wedact effective
communication among and across cultures” (p. 68). They further Higtui&here is a
heightened need for community colleges to foster opportunities to sutanipromote
intercultural competence, irrespective of whether these studawnés outside their home
city, region, or country” (p. 68). In the 2Tentury Americans will need to use their

intercultural skills on a daily basis in their classes, in theighborhoods, and at the
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workplace as our demographics shift to make us a more diversa natih each passing
year.

Island Roots, Global reach: A Case Study in Internationalizing Kapi’'olani
Community Collegewritten by Leon Richards and Robert W. Franco, focuses on the
internationalization experience at one particular school. Kapi'@ammunity College
is the largest two-year college in the ten campus University of Havea@imy

The college’s shared vision of internationalization challengesn$tgution to

support the languages, cultures, and histories of Hawaii's peopégigtten

students’ capacity to understand and respect diverse culturesipmestrong
educational and economic partnerships in Asia, the pacific, andnleeidas; and

increase access to and success in its academic programs. (p. 91)

The methodology that the college has followed is to take advantagdiee of
resources already within the school.  Kapi'olani's philosophyas tthe classroom,
campus, and community offer a spectrum of indigenous, intercultudhliingarnational
experiences that enhance student learning and faculty developmer@l)(p. The
curriculum also supports the school’'s mission through a set of sotlrae meet the
University of Hawaii's Manoa (UHM) Global and Multicultural Fowatibns general
education requirement. Students must take two courses that prasedisciplinary
perspectives on world history and geography, as well as relicqaotistjc, and cultural
developments. In addition all students must complete a one-year secunide
requirement. Finally the college has a special UnderstandatfgaBd Community

general education standard with learning outcomes emphasizingat@atut linguistic
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diversity, ethics, and civic responsibility. Richards and Francothaté‘'each semester,
forty courses connect 250 students to intercultural and intergemalasiervice-learning
opportunities in Honolulu’'s diverse ethnic communities” (p. 94). On a megative
note, there seems to be an increase in monitoring of professoexult§Fare being
encouraged to focus on ‘assignment alignment’ so that their couigamasats more
explicitly direct students to produce evidence of expected learning outcqmés) (
Efforts to internationalize community colleges will surely coné as more
schools realize that unless they see themselves as pamiwdfhabroader group — higher
education institutions worldwide — they will not be able to effectively meetshedents’

needs.

Compressing College Education

In October 2009 Newsweek published a theme issue focusing on higher
education, and specifically on the merits and dangers of ayhezebachelor's degree.
In recent years a few colleges have been offering studentsreteoaied about saving
time and money the opportunity to complete their bachelor’s in three years. almithes
The Three-Year Solutiofgrmer secretary of education under George H. W. Bush, Lamar
Alexander compares the university to the auto industry. “The tleae-gegree could
become the higher-education equivalent of the fuel-efficient card tAat is both an
opportunity and a warning for the best higher-education system imahe,” (p. 26) he
tells us.

He points out that “The Big Three”- Ford, Chrysler, and Generbhg, though

hugely successful in the 1960’s ultimately paid the price for matimg forward with the
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times. They were “increasingly locked into practices thatrtbest people knew were
destructive but unable to break out of so profitable a syndrome” (p. Z&doutse, this

story has a tragic end. “Today, American taxpayers arenpaout GM and Chrysler,

foreign competitors make most of the world’s best cars, and th@Bge account for

less than half the cars sold in the United States” (p. 26). &@iyikclaims Alexander,

today the United States may have almost all of the world’sumgersities, but that can
soon change unless a transformation takes place in higher educ@ienof his main

complaints is the fall to spring academic year. Alexander points out thaewe &inger

a nation of farmers and thus do not need summers off to work the laradheA issue is

tenure and age-discrimination laws which make faculty turnoveaculiff Yet another

problem is that students are spending too long on their bacheloravehgge amount of
time has extended to six years and seven months.

Some schools consider that a good place to begin the transforrotibie
university would be to offer three-year degrees, which would sandergs time and
money. But there are drawbacks to this plan as well, and a noajogra is that students
will rush through their education and thus miss out on important expesier&pending
just three years in college “deprives students of the luxury &onrantellectually.
Compressing everything into three years also leaves lessfa@imgrowing up, engaging
in extracurricular activities, and studying abroad...” (p. 29). aAhaler also points out
that faculty members, particularly, “will be wary of aogange that threatens the core
curriculum in the name of moving students into the workforce” (p. 29).leVdftentimes
government officials regard education as a way to ensure economigetitiveness,

there are still some who believe in the liberalizing missiohigiier education, and this
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group is not satisfied that the three-year option will be good ttateats. However,

modern pressures may override these concerns. Alexander concludes that:
Whether they experiment with three-year degrees, offer ypeadr classes,
challenge the hidebound tenure system — or all of the above — univeasstidke
the automakers, slowly realizing that to stay competitive amyast they must

adapt to a rapidly changing world. (p. 29)

In a second Newsweek artichat’s College for AnywayReputy Editor Debra
Rosenberg interviews five thinkers in the higher education arengt tihejr take on the
three-year degree, and on how American undergraduate education cantbojheeats
such as rising costs, unprepared students, and other issues. effievies were: Lee
Bollinger, president of Columbia University; Michael Crow, presid#n@rizona State
University; Elaine Tuttle Hansen, president of Bates CollBgbert Zemsky, a professor
at the University of Pennsylvania and author of a new book on educatwwmyefnd
Diane Ravitch, professor of education at New York University and dorassistant
secretary of education under Lamar Alexander.

Bollinger expresses his disapproval of the three-year degreebelieves that
there is a base of knowledge that an educated person should be etgpbetesiand that
today it has expanded, so in fact students may need more, notless tollege in order
to be adequately prepared. He gives an example, “It's no longesfjugerest to find
out about China. It's now imperative that a young person gradutite\wnowledge of

China and India” (p. 30).



296

Zemsky, on the other hand, is much more optimistic about the possshiditithe
three year degree. His point is that today we cannot limietues to a three or four year
period of “learning” while at the university; instead we need to tstaled that because
we no longer recognize a fixed knowledge base, in order to reslairant we will need
to continue learning throughout our lives. And that skill, learning howam| does not
require four years in college. He tells us, “My guess is weatan teach that in three
years to well-prepared students, and what we have to do with wpneplired students
is get them prepared before we start them down that journey” (p. 31).

Hansen disagrees. His main complaint is that “too much in owreu#t about
doing things faster and simpler and easier. And what we t@njo of in higher
education is that slower is actually better when it comesaming” (p. 31). In other
words, a student’s life is not particularly improved by allowing tonjoin the workforce
one year earlier, but it is impoverished by having him rush through his education.

Crow proposes that the three-year degree could work if more ctdlegle
courses can be offered to high-school students. This would allow edtagents to
move through the general education requirements more quickly sodbkly/focus on
their major, or as he puts it, “allowing more time for other things” (p. 31).

Ravitch is appalled by the three-year proposal. She say# ntotvwork for the

greater part of the college population, many of whom require remediation of kilisic s

She notes:
They're very poorly prepared in mathematics. They know little efohy or

literature or science or the arts or geography. They prolavg not studied a
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foreign language and to reduce their higher education from fars e three

years means they'll have 25 percent less education. (p. 32)

In fact, Ravitch believes that the “explosion of knowledge” means ttiukty
students need more education, not less. She comments, “I'm having trouble
understanding the logic that says we have more to learn and tkenefareed less time
in which to learn it” (p. 33).

Government officials may see the three-year degree astaeffective solution
for students and colleges because they are setting their siglbe @mdpoint — the
degree, the credential. On the other hand, among educators, theetwrategree has
more detractors than proponents because teachers understand ¢hbreds a journey
which must be properly savored, absorbed, and pondered upon if it is t@amaveal

significance.

Changes at CUNY

At the City University of New York steps are also being takenoverhaul
education for community college students. A recent press eet€$NY Newswire”
reports that The Bill & Melinda Gates Foundation has committethdoe than $1.3
million in aid to New York City and Washington State. The foundation ah@ady
provided support for innovative postsecondary programs which include “contgpresse
classroom time; reduced complexity of registration, coursectgmle and class

scheduling; support services integrated with program structure; aoftl Skills”
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development, labor market knowledge and job placement assistan®g; {2ay 20, p.
2)

In a recent speech, Hilary Pennington, Director of Special tingsm for the
United States Program at the Gates Foundation, explains thariami bent of the
project. Regarding students’ interests she remarks,

Before they (college students) sacrifice their time and mdhey,should be able

to find out whether or not they are buying an education thabrthveomething.

Which programs lead to the greatest opportunities? Which instituteres the

best track record for getting their students through school and iné@rsar

(Forum on Education, 2008, November 11, p. 2)

She also emphasizes the importance of keeping employers’ netbasforefront,
saying, “We need to build models of college that work for peoplevtbet and that add
value for employers as well” (p. 3). She cites the ArceltieVls Steel Worker for the
Future Initiative as an example of a success story. In this program:

Students start off with several months of classes in a spkifabesigned two-year
program, then alternate between paid on the job training and their catycallege
courses. After three years, graduates earn an associate ded the possibility of a

full-time, well-paying steelworker’s job. (p. 3)

But if we are simply preparing students for factory jobs they mdgt just go back
to the old apprenticeship model? Why have students step into a up®eHow many

upper class individuals would like their own children to be exposed teebwvsrker’s



299

limited curriculum, a curriculum with no art, literature or philosgpdgurriculum whose
only purpose is to produce a well trained laborer? Without the proper emphasis dén libera
arts we are on our way to becoming merely a society of teahsicied by a very small
group of liberally educated “superiors” who will have little troubl@naging the vast
majority of the population — an ideal situation from a social control perspective
Notwithstanding my rejection of the increasing careerism andtvo@l direction
of the efforts made by the Gates Foundation, | do support thematt to deal with the
current problem of remedial education. As Pennington observes:
Imagine arriving at college thinking you're prepared and being attgnand
financially ready for two to three years of long hours, hard work, andtant
penny-pinching. Then you take a placement test, and learn th#ittekei twice

as long. That’s not only demoralizing... too often, it's defeating. (p. 4)

How to best serve students who fall into the category of ngedimedial
education is one of the important issues that CUNY is currendigpging with as the

university introduces its plans for a new community college.

CUNY’s New Community College

Its Beginnings

“In the spring of 2008, Chancellor Matthew Goldstein initiated a psoées

developing a model for a new CUNY community college” (A New Comigudollege
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Concept Paper, Foreword, 2008). This model is partly inspired on GUN¥ent
Accelerated Study in Associate Programs, or ASAP progranthwhas had some
success. This program allows students to attend all of tlasised at the same time of
day or on weekends to accommodate their work schedules. They ttremaeyh the
program in peer cohort groups and receive tutorial support and mentonirgdition
ASAP is totally free to those who qualify.

The “New York Times” article,CUNY Plans New Approach to Community
College(January 26, 2009) reports on some of these innovations. The new community
college plans to keep enrollment under 5,000 and will, unlike ASAP, adminssudbo
need remedial work. In addition students will be required to attencheer orientation
session which will include remediation for those students who needArtother
innovation is that students will be interviewed before being acceptedhe college.
“The mandatory interviews for admission — unheard of at communitygesile are not
so much to weed out unqualified applicants as to let prospective studentsvhat will
be expected of them” (Santora, p. 4).

CUNY’s new community college project is in part guided by the answo the
following questions which were posed during the project’s brainstorming stage:

1. Describe the ways in which the proposed program of study is camtsigith the
mission of the college to prepare its students to be activecipartts in
developing and sustaining the future of New York City.

2. Describe why prospective college students will be interestepursuing the
program of study and/or describe the ways that significant numbestsiddénts

without clearly defined interests might become interested.
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. Describe how the program of study will be both aligned with egmpént in
fields with substantial openings in the future and provide individualsiegtde
fields with salaries and benefits that make the acquisitionhef aredential
worthwhile.

. Describe how the program of study will equip graduates to gualifg position
in a variety of different employment opportunities related tofidle of study
and/or qualify them for admission as a transfer student to one oe mor
baccalaureate degree programs.

. Explain why a program of study in this major could be designezhsoire that
students taking required and elective courses will acquire skitsading, writing
and mathematics.

. Describe how the program of study will be complementary tather proposed
programs of study and will contribute to the strengthening of dissiplinary
connections.

. Describe how the new college will be able to recruit andceéeulty and staff
needed to develop and implement the program of study.

. Describe the extent of overlap or duplication of the program ofyswith
existing programs of study at CUNY community colleges andnexgessary,
explain why the new program is needed.

. Describe the external partnerships that will be developed to supgldrbésed
learning for the program of study and provide employment opportsinitie

graduates.
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10.Describe the special resources, if any, that will be netxedpport the program
of study.
11. Indicate whether this program of study is a match with one oe mbthe CTE
schools intended to be a partner school with the college. (SummRBRgsearch on
Selection of Majors for the New Community College Planning Team, 200§,st

14)

The Current Problematic Situation
CUNY’s new community college is an attempt to deal with &esef challenges
that community colleges in New York City are facing. The concept paper bathinhev
observation,
Graduation rates in New York City’s public high schools, although improving
remain distressingly low, hovering around fifty-five percent. @lgutroubling,
only eleven percent of full-time first time freshmen emlin CUNY associate
degree programs graduate within three years, with about a gofather entering

cohort still enrolled. (p. 6)

The report continues with information and statistics which have dgirbaen
widely written about. It mentions that college graduation rateseapecially low for
minority and low-income students, that many students lack the amatanokground or
experience with higher education since they may be the firstagemein college, and

that many high schools graduate students who are not ready for college.
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The Pathway

CUNY'’s answer has been to come up with a new experimental hsghigtured
pathway to move students through college and into a career withmomaxease and
efficiency. This new pathway will require full-time studyorder to help traditionally
unprepared students to catch up with their peers. There will no Itegeemedial
courses, or the broad introductory courses in the liberal artscientes that college
freshmen typically take. Instead, in an attempt to be inteptiisary, “every course of
study will incorporate the theme of creating and sustainihgiarig New York City” (p.
8). Further, the college will endeavor to connect with the cityBlipunstitutions,
private businesses, and cultural organizations in order to open ujpbilgcess for

internships and future employment opportunities.

Programs of Study

The programs of study that have been approved are Nursing @Rixjical
Technologist, Environmental Technology, Energy Services Managerganth and
Environmental Science, Information Studies/Information Managementtatars,
Geographic Information Systems (GIS), Supply Chain Managementm@oity Health
Worker (CHW), Disability Studies, Urban Education, and Urban Studies.

For the most part the programs above are pre-career studigsenis that only
Urban Education and Urban Studies are to contain any humanistic dtatsoever, and
art is not even mentioned. For Urban Education we learn that “tieetapics to be

studied will come from the following disciplines: history, econmsniphilosophy,
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literature, the social sciences (psychology, sociology and anthrgpot@hematics and

education. (Summary of Research on Selection of Majors, p. 35)

Alternatives to Remedial Courses
Regarding remedial education, the first step the new commuoiigge is taking
is to dispense with the CUNY compass placement tests. Insteagt;hool assumes that
most if not all students admitted to the school will have some need for remediatios, so t
school will run a mandatory summer program — about three weeks dooigng students
up to par.
The new community college summer program will be a full-titheee week
program. The goals of the program will be four-fold: to begin to devidep
reading, writing and research skills necessary for sudoetiee first-year City
Seminar course; to familiarize students with the college’sh nppgogram and
begin its intensive work; and to acquaint students with the resoarailable at
the college through a student success course. Finally, alnsduddl complete
diagnostic assessments in reading, writing, mathematics and quanptatiem-

solving. (A New Community College Concept Paper, p. 15)

During the summer program students will be asked to completéngeand
writing assignments that closely resemble the kinds of assigisnthey will encounter in
college courses. Faculty who are in charge of teaching thgdmstprogram will assess
students’ ability to read and interpret textbooks and general tegtmipe and present

ideas, evaluate materials in charts and graphs, etc. A readingréding seminar will
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focus on strengthening literacy with different kinds of non-fictiextd around the topic
of New York City. There is even a research component. “In thed fiveek of the
seminar, students will identify an issue facing New York Qigsearch the issue, and
make brief group presentations” (p. 15).

For math CUNY recommends the use of the Maplesoft Placemsn&lige — an
online version of a comprehensive placement instrument developed blathematical
Association of America. Subjects tested include arithmeticic bagebra, algebra,
advanced algebra, trigonometry/elementary functions and calculus.pufpese is for
math faculty “to identify those topics which students appear to imastered, those that
they have uneven control over, those that they appear to be confused byose that

they apparently have never really learned” (p. 14).

Educational Model
CUNY is concerned that its community colleges are currefaiiyng many
students academically:
The separation of student services from classroom learning, thgfiedr
approach to remediation outside the interesting work of disciplines,thend
introductory course requirements across multiple departments e craat
environment of disconnect that works against student success. dmB the
institutions, students often experience college, especially a comeooliege, as a

jigsaw puzzle of discrete courses, services, and administrative aimigafp. 17)

To deal with these shortcomings the new community college proposes to:
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Meet students where they are and move them along a path thegistity builds
their academic confidence and independence, as well as theautiamotional
maturity essential to graduate and pursue more advanced studiesesmefdhe

workforce with the knowledge and skills required to succeed. (p. 17)

To this effect CUNY has decided to bridge the traditional diviidween
remedial and credit coursework, denying that “rethinking estaddiscurriculum and
course sequences automatically leads to weaker, watered-doweveok's(p. 18). Itis
possible, CUNY stresses, to have a more imaginative and chatieagiriculum which
will provide a good education for all students.

The new educational model will include a required first-year @ultrm, shorter
modules instead of the fifteen week semester; student develo@nénwork-place

education in the first-year program; and the implementation of learning cotresuni

The First-Year Core Curriculum

The first-year core curriculum will be an integrated liberdés and occupational
curriculum. Students will be required to attend school for 22 hours la waehe first
semester, the core will consist of three blocks of three coeasds Each block will last
for five weeks and will include: 1) a City Seminar, 2) a Profesd Studies course and
3) a Mathematics course. The City Seminars will be orgararednd the theme of
Problem-solving for the Future of New York Ceyd introduce students to the “complex
physical, social, environmental, and political realities of urban life” (p. 28 seminars

will consist of four components: a case study that focuses owlisdiglinary learning;
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an integrated reading and writing workshop; a gquantitative reasavinkshop, and
“Group Workspace.” Students will study different problem cases aadt with
practitioners and decision-makers in the field. Seminarsbeiltreated by both reading
and writing faculty, quantitative reasoning faculty, and discipjinexperts so that
students are able to develop both their content knowledge and skitlsyaadvance in
their college careers. During the “Group Workspace” component of the pregrdents
will have the opportunity to work together or individually on assignsjeamd begin to
build their e-portfolio — a developing document that will trace thesgress throughout
the program. Group Workspace will be a structured session led by a faculty member.

The Professional Studies course will help students understand theysrapt
prospects for different majors, and where associates’, bacctlauaed master’s degrees
will place them respectively on the career ladder. Studetitsesearch and present on
the qualifications necessary to obtain positions they may bestéerin. They will also
make visits to work sites in order to gain a better understandindnatf thhese jobs are
really like. Course curricula will be developed to teach saftkplace skills such as
communication skills and teamwork. CUNY makes the highly dubiousdiaat this
program includes a “performing arts element” since studentsewghge in role-plays
based on workplace scenarios. That art seems to have no plac@@wtbarriculum is
unfortunate; that the school would dub such activities art education inguits
intelligence.

All students will take a Math Topics Course which will also meea three-
module structure for the first semester. The first modullepnovide an opportunity for

students’ strengths and weaknesses to be better assessed.s@&yotitemodule students
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will move into an appropriate math-intensive or non math-intensigpgeesee depending

on their majors. Math teaching in the new community college would:
emphasize not only students’ facility with procedures and skilis,also the
development of students’ conceptual understanding and ability to problem-solve
in non-routine instances, make connections between math content ardas) wor
context as well as with abstraction, and meaningfully link nmattties to other

academic disciplines. (p. 23)

During the first year students would take a total of 135 hours df mstruction,

double what they currently do.

First-Year Program Credit Model

The plan is for students to earn credit for their courses ondmgslscale —
depending on the quantity and quality of work they do. To this efstgtients’ e-
portfolios will be reviewed by faculty, using a standardized rubfibese e-portfolios
will include a wide variety of work products, including examinations as wealhaoverall

assessment of the student’s progress.

Second and Third Year Program

During the second year students will concentrate solely on tlagarsn Courses
will be eight weeks long. Students will take two linked coursesach module and
either a program-specific internship or a course that fulfilléberal arts requirement.

The point is to provide “prescribed pathways for each major that thoice and
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exploration but nevertheless fulfill degree requirements in a eled timely way” (p.

26).

Collaboration

Throughout the program there will be constant collaboration betweaplidigoy
faculty as well as reading and writing and quantitative spsisah order to provide
students with a good educational experience. Even when courses drehaumne
faculty member, the instructor will bring the proposed curriculura twurriculum team
that includes faculty from other disciplines, reading, writind guantitative specialists,
as well as student development specialists teaching thesEimfal Studies courses. The
team will evaluate the curriculum and provide feedback on the wayshich the
proposed curriculum can best achieve the teaching and learninglasncutlined in the
educational model. Though the college insists that its purpose ie nohtrol faculty,
the insistence on standardization is highly disturbing and seenff@rt o professors’

academic freedom.

Professional Development

In order to provide professional development for faculty, the collede
implement an annual Summer Institute during which faculty fraferdnt departments
can share materials, curricular innovations, and feedback from studBmts will be a

space to review the college’s progress in achieving its educational goals
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Student Advisement

Student advisement will be key in the new community college. Student cohorts in
the first year program will each be assigned an advisor, whbevalso be one of their
first-year core seminar faculty. During Group Workspace, thHasalty will hold
individual and small group advisement sessions to follow-up on attendzsamemic
performance, or any student concerns. The purpose of these séssanstudents to
“begin to develop educational, personal, and career goals that flemtaluation of

personal and academic skills, abilities, and interests” (p. 31).

Office of Partnerships

One of the main purposes of the new community college is to préouddle-
skilled workers,” those who require training past high school, but fairayear degree.
To this effect, “community colleges must persuade employetghbacollege not only
teaches technical skills but also provides a rigorous acadengcaprahat will enable
graduates to understand the industry, adapt to new circumstances arwh keaming”
(p- 49). It certainly seems that the emphasis is on emplopesésts. Under this model
the employer works with faculty to develop curriculum, and also gesvihands-on
training for students. The idea is to integrate work-based assratan learning, making
the student a potentially more attractive candidate for future jolbrtymities. The
Partnerships Office will have specialists in different sectdremployment, whose job it
will be to network with employers in that industry.

The Partnership Office staff will work closely with faguéind other college staff,

keeping them informed of industry certifications, and internship amgbloyment
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opportunities. This office will bridge the gap between the world bbaicand that of
work.
Employers do not have the time to develop the activities that prodeseimgful
results from internships and work-based learning, and schools mapvethe
knowledge to define which activities must be developed. The job of thme ©ff

Partnerships is to help close that gap. (p. 52)

Accountability
There will be a Center for College Effectiveness that aiktrsee accountability
and institutional research. This office will collect and digsate information from data
analyses to the whole school: faculty, students, administrators afid Sthe new
accountability system will include:
1) well-defined goals; 2) a transparent, collaborative proce$admty and staff
to develop and present clear performance measures and to comnileicaials,
measures and results effectively and honestly; 3) continual fee@lafeiculty,
staff and students on the means of assessment and the achievkeguals; and

4) a flexibility that promotes timely, rapid decision-making. (p. 53)

Teaching & Learning

The new community college will include a teaching and learningraams where
students can study, or meet with faculty and staff during officeshokaculty and staff
will also utilize it for their own professional development. Tdmmmons is to be a

centerpiece in the school.
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It will be centrally located and highly visible. We envision st a transparent
element that will be experienced immediately upon entering the buildingaca s
humming with activity, drawing students, faculty and staff tdtigppate in the
collaborative learning endeavors taking place at the collefeoth®er areas of the
college will “spoke” off this hub with clear signage and other aechital

elements to direct students, faculty, staff and visitors through the building. (p. 61)

A Few Concerns Regarding the New Community College

Shaking up the Community College Concépebruary 6, 2009)an article
published by “Inside Higher Ed” addresses some problematic issgasling the new
school. Though it seems that the new community college may suctegsdting its
students to complete their programs more speedily, there arecsmmerns about the
strict requirements and narrow curriculum. One criticism is that “thyggsed majors are
mostly in pre-career fields of study such as nursing, sur¢gchnology and energy
services management” (p. 1). The move away from a liberal édluésitworrying in that
we seem to be progressively distancing ourselves frometmeckatic ideal of providing
equal education for all, instead contributing to the creation of evee mers of
education. Another issue is that most community college studentsdbe country can
only manage to attend school part —time and thus the new communggecalbuld
become a new elitist institution, adding more hierarchy to the system.

George Boggs, president of the American Association of Communitgges,
notes that “special subdivisions within institutions, such as honorsaansgnd learning

communities, tend to succeed because they target students who tyenotast risk” (p.
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2). His main argument is that the only way for the new commuoigge model to

really be considered successful is if it “attracts studests would not have otherwise
attended full time” (p. 2). Otherwise the school will just be harkamicthose students
who would have succeeded independently of where they went to school, aisdnibtis

the population that we need to be most concerned with.

PSC’s Concerns

The Professional Staff Congress (PSC), the union that reprememnts than
20,000 faculty and staff at the City University of New York (CUN¥as also voiced
some concerns about the model for this new, “vocationally-oriented” camyncollege
in a letter sent to faculty union members in October 2009. The uniatisd concerns
are as follows: 1. There is no mention of tenure or academic dedst in the new
college. The PSC asks, “Is CUNY contemplating a whole college mo full-time,
tenured faculty and no academic departments?” (p. 2). 2. The cdbegses on
vocational education and has a very narrow curriculum, with requinesges taking up
the whole first year, and only twelve majors to choose from. B Would prefer “an
education that situates job preparation within a liberal artscalum” (p. 2). 3. The
project is driven by graduation rates, which the PSC consiflawad way to measure
student success. 4. The community college is in violation of sewewdtyf contractual
protections. The academic semester calls for the impositionl6fveeek semester on
faculty whose contract does not stipulate this workload. 5. Fundinghe new
community college could “obscure the need” for funding for CUNYss community

colleges. As a result the PSC goes on record as not supporting CUNY’s proposals.
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Analysis of CUNY Questions

| would like to return to CUNY’s guiding questions in order to tédsaie with
some of the school’s proposals.

The first question deals with the college’s mission “to presaneents to be
active participants in developing and sustaining the future of New QioyK' This is a
laudable goal, reminiscent of Greene’s (1995) call for concern arayemgnt with the
community, her call to “see the world big.” Yet | would also likesee some attention
paid to the world outside New York. Global studies are cruciallimad curriculum. It
is not enough to argue that because New York City is a microcose eforld, a sole
concentration on this locality will provide students with all the expo$o diversity they
require.

Questions two, three and four focus on why prospective students would be
interested in pursuing each particular program of study, whatogment opportunities
will be open to the graduates from different majors, and specyficall how each
program will “provide individuals with salaries and benefits thakenthe acquisition of
the credential worthwhile.” | find the use of the word “credeyitisflecting the
emphasis on training rather than education, to be highly disturbiragmdist seems that,
with a little more “research” an equation might be derivedsméag input and output for
each field, and a definite price tag might be attached to gaehaf worker. One can
recall Dewey's (1916) antipathy for this undemocratic reductionedficational
experience. On the other hand, | agree that the school does have the respoadbifity t

students sort out and explore different possible career paths;aitother lesson in
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learning to navigate the world. But then | would insist that studssats be informed
about how their courses will help them grow and devakpuman beings.

Question five is concerned with whether the different prografmstudy will
ensure that students are equipped with adequate skills in readirmg,wand
mathematics. While no one would argue against the importance afigeaditing, and
mathematics today, my concern is with the move to once again reducation to the
three r's, - NCLB for college students destined to be “middlgeskworkers.” And
apparently middle-skilled workers have little use for the arthumnanities, or any
enriching experience which does not directly lead to the culhivaif a narrow, clearly
defined skill. With this kind of focus why not simply run specifainiing programs and
then require everyone enrolled in the programs to take a natishalf teeading, writing,
and mathematics which they would need to pass before they wenetigérecredential?
This would be the complete antithesis of a liberal education, bedsttit would have the
benefit of not parading as one.

Question six concerns how the different programs of study wifipgement one
another in order to strengthen interdisciplinary connections. Thougt tHe emphasis
on interdisciplinary study to be well placed, | do not altogether agreehatabolition of
101 type courses, provided that changes are made to pedagogicaepractorder to
enable students to be active participants in their education — prodiicenswledge.
Eisner (1983) would say creative pedagogy is part and parcel afttbEteaching. And,
in fact, students can benefit from a strong grounding in diffeassds; content is still

important.
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Question seven deals with CUNY’s ability to recruit andinethe faculty and
staff appropriate to implement the new programs. For the mdsthpais achieved by
paying employees well and providing them with the opportunity for pscdeal
development and for having real input into how the programs are runprdhferation
of adjunct faculty with few or no job benefits or stability does not bode well for theefut
of higher education. | am also worried by the move to make businédssaustry
leaders too powerful in determining curriculum — that might very alienate professors
who will feel that their professional capacity is being called into question.

Question eight is included merely to ensure that the differentgregof study
do not overlap with other CUNY programs, so as not to waste funds on replication.

Question nine deals with the creation of external partnerships vdaichbe
developed to support field-based learning and provide jobs for graduaetmnerships
are a good, practical idea, as long as students don’t get thageessmt classroom
learning is subordinate to any field experience they may be irdvolidh. | am also
concerned that this move can degenerate into the practice some institution$yduaxent
to award credit for “life experience.” This devalues thereay that goes on in the
classroom. It inverts the old hierarchy of the theoretical dwerpractical. Now the
theoretical becomes subordinate to the practical in the nameeofot@acy.” In fact,
both elements need to be given equal weight.

Question ten asks about special resources needed for the new prolgiiachhe
inclusion of counseling, tutoring, and other types of support to be benefiaial am
concerned that the program may actually harm students byliogrtddeir freedom to

fail. A constant following up on attendance and punctuality, asasdliequently asking
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students about their feelings and motivation does not allow them ttulie.alt sets up a
controlled artificial environment and robs students of the opportunity foeathy
amount of struggle necessary to achieve independence and maturiseovit, this
climate of micromanagement tends to easily spill over into din@rastration’s dealings
with faculty, and facilitates management’s intrusion into both timtent of courses and
pedagogical practices — all in the name of standards and quality control.

Question eleven focuses on whether each program is a match withtae CTE
(career and technical education) schools which will be partnentigtiae college. It
seems the new community college will be primarily a vocati@wool. My main
concerns are that first, programs which are too geared towardsnoheflaccupation or
trade run the danger of becoming obsolete after a few yéad.there is, of course, the
recurring concern that the new community college is just providingrmmwvorkers to
serve corporate interests, a claim which would be echoed by Dewey, Eisnereand.G

It is, indeed, important to pay special attention to community gedleoday.
They can provide wonderful educational opportunities for a greaiop#ne population
as long as their course of study does not become a watered dam\af the first two
years at a four-year school. | am advocating a liberal edactati all, not just those who

can afford to pay for it — in time and money.
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CONCLUSION

The purpose of this dissertation has been to argue for a new, tnaais¥er vision
of college education for the 2Tentury based on a comprehensive view of the human
being. To this end it is proposed that rational and aesthetic thinkingelged into a
new type of critical-creative thinking which should be cultivatedoltege and university
students, and that general education should be accessed throughma dyer@ewable,
evolving core curriculum containing a heavy dose of arts and hussgiburses, since
these will particularly serve to open up students’ minds and skresbin matters
pertaining both to the intellect and to the moral life. This educatill lead to the
enrichment of young people’s lives as they become enabled to develagmindheir
intellect, but their sensibilities. This endeavor will also semvine pursuit of democracy
and social justice.

Chapter One points out a serious problem facing colleges and unigetsday:
that of a reductive model of education which leads to an impoverisding
experience for students. It is argued that the solution consisiggfarts: developing
critical-creative thinking in students and strengthening the arts and higsaoitmponent
of the general education curriculum.

Chapter Two gives an overview of different philosophies on the gesdmahtion
curriculum after WWII, starting with the Harvard Report, “Geh&ducation in a Free
Society” and going up to Greene’s and Eisner’s preoccupation with aesttletiation.

Chapter Three focuses on Dewey as a significant figure inhistery of

education for the importance he gave to thinking outside the canstiai technical-
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rational reason. His awareness of different symbol systems hadvaluing of
engagement with the aesthetic as hard, worthwhile, intellectadt are underlined.
Also emphasized are his respect for the autonomy of the individwdgrgt within the
learning environment, and his commitment to democracy.

Chapter Four takes a look at the work of Greene and unpacks heneaisit
leanings and her preoccupation with the moral dimension of education. tampooints
dealt with are her preoccupation with the multiple crises our imeaperiencing today,
and her proposal to “release the imagination” through engageménheiaesthetic, as a
tool to counter the current climate of crisis, and to strive for freedom and democra

Chapter Five examines Eisner’s work which focuses on the cogpdsabilities
of the aesthetic, especially through engagement with the vidgal Bhe chapter points
out Eisner’s preoccupation with developing multiple literaciesoang people, making
them aware of the great richness and diversity of symbol sydtesth exist so that they
might better navigate the world, and the ideal of equity might beconare than just an
empty term.

Chapter Six examines the implications of the work of Greene aswkeiEfor
education today: how they might contribute to a new transformatodeihof education
for the 2% century, how their visions serve as a base and springboard for the
implementing of a new type of thinking, critical-creative thinkiwhjch is a merging of
rational and aesthetic thought. The chapter also examines hownsngignce on the arts
and humanities as a central part of the curriculum, both as @rnmdttintellectual
development and as social justice are key in the achievement ofmprehensive

education. It is argued that a dynamic, renewable core curriccdunserve these goals
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by exposing all students in the college or university, regardledass or social status, to
a broad, inclusive education so that they may more successfuibateathe world they
live in and enrich their lives. The chapter then continues with actitapiof two
interesting programs$roject Zero,andLincoln Center Instituteand describes how the
aesthetic permeates the work being done in these programs. tW#ecomes an
illustration of the “liberal education” offered at four institutiorBrooklyn College,
Columbia University, Brown, and Harvard, together with an analydiseo$trengths and
weaknesses of these different models from the perspectives afyD&wveene, and
Eisner, and an analysis of the schools’ proximity to a critoahtive philosophy in the
arrangement of their curriculum and their pedagogy. Finally tisetieei illustration of
CUNY’s project of self-reflection, with its recommendations &oclear, transparent re-
imagining of liberal education, an education which is meaningful @wdpelling to
students today.

Chapter Seven discusses the importance of developing a renewablzentered
on the social, political, aesthetic, and ethical dimensions of ourierper It is an
attempt to deal with the problem of a “university in ruins” byvling a viable
alternative to the present technocratic climate we find oursetfve It is argued that
humanism needs to be brought back to the center of education thrdaghsaon an
evolving, multidimensional cultural literacy made available tosaldents regardless of
wealth or social class. There follows a discussion of adult @docand an analysis of
the curricular and pedagogical principals necessary to make laduiting liberal,
transformative and meaningful. An important question is then broughtNipat‘if play

and imagination were given a real presence in the universitwg?chapter then moves on
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to examine critical-creative thinking: its nature, imaginativedels for this thinking, the
challenges connected with its implementation, and its practpogications within the
general education curriculum. There is then a shift to fadigyrole of the imagination
in staff development and a recommendation for a possible modektdtyfgovernance
based upon Rawl's famous thought experiment. Finally there is an itexpaand
critique of Britain’s Open University as a study in “democratic” adult etttuta

Chapter Eight takes a look at the community college, which isllyagaining
importance in the higher education arena, and examines the opportamiiekallenges
presented by this relatively new phenomenon. There’'s an overndwcraique of
portions of Obama’s community college initiative, particularly plsn to invest $500
million on online courses. This is followed by an exposition of otkeent community
college initiativesAchieving the DrearandBridges to Opportunity Next comes a look
at recent international reform efforts as community collegessmat to prepare their
students to compete in the global marketplace; one example giviea changes taking
place at Kapi'olani Community College in Hawaii. There is thdmief shift to examine
a controversial proposal in higher education — the move to offer theeeBgehelor’s
degrees in an attempt to save students time and money. Aftérdlabapter returns to
its focus on community colleges with a look at some proposals to ovexthacation for
community college students at CUNY as well as the plans forYC&New community
college. It is argued that CUNY is planning to embrace a reductodel of education

for this new school.
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Limits of the Project:

It is the intention of this dissertation to advocate for a new merging of rational and
aesthetic forms of thinking into a new critical-creative modéehotking, and explore
what each of the two types of thinking have traditionally beemtékenean, as well as
what the new merged thinking might entail, and how it might be imgheed. It is also
argued that it is necessary to cultivate this type of thin&inpe college and university
level, and that the best way to do so is by strengthening the higwaand arts
component in the curriculum in order to truly offer students a liberal arts education.

In the analysis of the rational and aesthetic types of thinkisgnot the purpose
of this dissertation to do any of the following: analyze the uncounsc create a
“taxonomy of artistry” (Gardner, 1994), or break down, analyze, and enarmraty
symbol within every symbol system of aesthetic understandsngel as all the possible
relations among them.

It is the purpose of this dissertation to single out the arts anarities as the
most appropriate vehicle for the development of critical-crealiviking because of the
nature of the subject matter which is rich in imagery, ladi#éh emotion, and open to
multiple perspectives and interpretation. But it's important tphersize that critical-
creative thinking needs to be developed in all courses, independent of mhetlage
talking about arts and humanities, or math, science, and technology.

Finally, it is imperative to say that the best thought out cutrmukannot
accomplish by itself what a good teacher might accomplish. Teetithit is absolutely
essential that the teacher be both a connoisseur and criticaafldjeet matter, in order to

guide students well, since for students to successfully engagéaal-creative thinking,
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teachers must do so first. A good curriculum may open possibfittiegood learning,
but it is the wise arrangement of content, the sparking of studetésést, and creative

methods of pedagogy which, together, may properly be called art.

Some Final Thoughts

Our Ideal
In the end we can look back to Rousseau — the philosopher whose “Social
Contract” advanced democracy through his forward-looking, idealksjadjtarian ideals.
Let us recall his words:
Adapt the education of man to man and not to his accidents. Do you ribatsee
by bringing him up to fill only ones station, you unfit him for alhets, and that
through the caprices of fortune your pains may serve only to makarthappy?

(Emile)

The proposal advanced in this dissertation is for the education of Heimays in
their entirety, not the narrow, single-minded pursuit for a credentinfortunately,
though, the latter is the direction current policies seem to bdedawards with their
constant focus on measurements and standards, and their cleagngesfier science,
math, and technology at the expense of the arts and humanitiesth&lpteliferation of
grants and other monies available for the implementation and developm&iEM

projects. In the current climate it is unlikely that a liberés education will receive the
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support it deserves, unless engaged humanists and artists step iketdtheia voices
heard. It is imperative that a true liberal arts educationdahkter stage. No longer can
we accept the ever encroaching factory model of education — a tetueudalism
masquerading as progress under the tyranny of a rationalaly sotpressed through
number and the bottom line. A renewable humanistic core curriculum,ogedel
through critical-creative thinking, is a good place to position our resistance.
Education must be education for both the private and the public man,ranst it
be an education that recognizes and develops the different dimens$itims human
being. The professional man, the “credentialed” man, is but one donevfsihe public
man — a dimension which does not even begin to extend into his private.splmers in
our commitment to educating the whole person we cannot, in all conscggose over
the ethical and the political, the aesthetic and the spiritweed # foreign to higher
education. We must, instead, engage with the whole persod, body, and souf we

are to act justly in our roles as pedagogues.

Bringing About the Ideal

This dissertation has argued for a renewable liberal amtls sgiences core
curriculum, rich in the arts and humanities, as well as for pegleaglomethods which
engage and develop critical-creative thinking in students and profedg@s As has
been shown throughout, in the pursuit of these two goals we uncoverea eéri
challenges by no means easy to overcome: misconceptions abouamairiéarning,
unreflective and entrenched educational practices, political motngat and

machinations, economic appropriation and manipulation, social control andthegie
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an overall unhappiness and dissatisfaction with an educationainsysa¢ is broken —
dissent and dissonance all around us.

As is natural, different groups advance different solutions to our prebl&a let
us then use our tendency to differ and disagree for a positive endcateok to the
model of Hegel's dialectic materialism: the movement fronsitheto anti-thesis, to
synthesis — divergent views, coming together in new and interessiyg, Wwringing us to
a new thesis, hence the emphasis on renewal. In the universipydbess of change is
to be at the center of the community of dissensus, stimulatintjurecof debate through
which fruitful change is produced as there is always a forurfatwity, researchers, and
students to set forth their views and argue for their vision of a gdodation — in both

content and methods.

The Place of the Aesthetic within the Political and Administrative

Because we are dealing with real world problems and, accordinigip, to
provide real world solutions, our treatment of the aesthetic canmateigts relationship
to the political and administrative. One might venture that a crucialrstegonstructing
the university is to have administrators witolosophizewho understand that man is not
an object, subordinate to disembodied reason. We need administratoreawho
understand and appreciate qualitative arguments, and who can and witloacthese
because it is the right thing to dehen one is dealing with human beings as opposed to
widgets.

But this, of course, entails having educators who possess the cooratgke

qualitative arguments, instead of hiding behind quantitative ones. shgrBivarns us,
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when arts educators, for instance, justify their courses asaasrto improve math or
reading scores they are inadvertently trivializing their owabjext by making it
instrumental, worthwhile only in as far as it supports anatiae importanbne. This is
one way in which arts and humanities educators sabotage their fonts.eBut there are
others. For example, when looking upon an increasingly barren edutédiotscape,
some educators shake their heads in dismay, but then shrug thettesb@nrd quickly
add some variation upon the theme that “progress is inevitable” taththanly thing to
do is to find “creative solutions” that allow them to work within Hoindaries imposed
by non — educators whose pedagogical concerns may very wellbpfdee their
economic and political interests. In effect such professors ghgenfrom their
pedagogical responsibility, becoming complicit in their own exaliain and that of their
students, renaming acts of injustice to make them more palatabtetdythemselves and
to others.

It is evident, then, that a great part of the solution to our “uniydrsituins” is to
have educators who can speak up and advocate for students and the edoegtion t
deserve, who can explain how professors’ and students’ rightseearg trampled upon.
It is imperative that these men and women express thestaese through the written
and spoken word, that they become actively involved in bringing about thersity
they want to work in. They must not, under any circumstances, givieeugins to an
“inevitable” bottom line. Faculty must not support policies that put pawer the
curriculum and pedagogy in the hands of administrators and business leaders.

In the end there are still some questions we need to ask ouragetl/bs prepared

to answer honestly if we are ever to make the progress we hopeHimn can key
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concerns be accommodated within current policies? They can’t. mMge first move
away from the post-Cartesian rationality which is currently pastudents’ educational
experience in form as well as content. A counterrevolution musgt.b&yill the liberal
arts return to college? Only if we advocate for their importance. Afeyimeng a losing
battle with politicians who want to replace teachers with electronictigt®rirhat's up to
us. Once again, we need to endeavor to block “reforms” which atbeama to
education. Can there be humanistic study without human teacherg? Belstudent is
already an accomplished humanist himself, a thorough connoisseur &nd 8o, no,
that would be rather unlikely. And it's hypocritical to play a eagame, to speak of
“world class” online courses “rich and rigorous” in content as aitisol to our
educational problems. Pedagogy is essential to the developmentia#Hl-creative
thinking, and the complete growth of the human being; and there is nooggdaghout
pedagogues.

Through the tireless and careful cultivation of his craft: theedxselection and
arrangement of content and methods, the stance of engagement avitbspansibility
for the world, the critical observation of and understanding of hisgesahearts and
minds, a good teacher assists in releasing his students’ potenbalcome complete
human beings. And becoming truly human is perhaps the greatest vass@m learn

today.
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