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CHAPTER I
INTRODUCTION

In recent years the educational system in America has
received a great deal of criticism--criticlsm, not necessarily
from so called radicals, but from responslble and respected
educators and researchers, whose '"values are conservatlve,
upholding the virtues of honest meaningful work, of community
and family and of civil human relatlonships,"!

It has been suggested that the educatlional system as
1t currently exists is beyond hope. It has been suggested
further that we must look beyond reforming the schools, since
such efforts in the past have been for the most part futile,
In fact, a growing number of responsible educational thinkers,
including Everett Reimer,2 Ivan Illich,3 and John Holt4 have
called for the discontinuation of the existing system of

schooling (deschooling) as a first step toward a positive solu-

tion to the problen,

1Peter Schrag, "Education's Romantic Critiecs," I,
No, 7, (Pebruary 18, 1967), p. 80,

2Everett Reimer, School Is Dead: Alternatives In Educa-
tlon (Garden City, New YoTk: Doubleday and company, Inuc., 197L).

3Ivan Illich, Deschooline Society, (New York: Harrow
Books, 1971).

4John Holt, Freedom and Beyond, (New York: E,P,
Dutton and Company, 1972).

1
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Roy P, Falrfield has observed that 1t takes no seer
to recognlze that the schools are in deep crisis, In Falrfield's
words:

The student movement and the wlde unrest on university
and college campuses as well as in the high schools are
symptomatic of the underlylng sickness., Something is the
matter with our educational system, And somethlng dras-
tic must be done, There is a crisis.>

In the relevant literature, one may find an abundance

of data which supports Falrfield's contentions that "the schools
are in deep crisis." The existing educational system has been,
and is belng, attacked on all sides, Well~known psychologist
and educator Abraham Maslow, noting the ways in which schools
tend to stifle the individual's creativity and limit rather
than enhance human potential, has said: "Our conventional
education looks mighty sick. "0 '

The writings of John Holt,7 Nell Postman and Charles

Weingartner,8 Jules Henry,9 Paul Goodman10 and many others,

lend support to Maslow's observation. Carl Rogers has sald

530{ P, Falrfleld, ed,, Humanistic Frontiers In American
Education Englewood Cliffs, New Jersey: Prentice Hall, Inc,
——T——1971 - p.,2. ] ’ ]

6Abraham Maslow, The Farther Reaches of Human Nature,
(New York: The Viking Press, 1971), p. 170,

Tyohn Holt, How Children Fall (New York: Pitman
Publishing Corporation, 19 .

8Neil Postman and Charles Heingartner,‘Teachin As A
Subversive Activity, (New York: Delacorte Press, 1959;.

rules Henry, Culture Against Man, (New York: Random
House, 1963),

1oPaul Goodman, Growing Up Absurd, (New York: Random
House, 1960),
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that public education in this country is the "most rigid,
outdated, bureaucratic, incompetent institution 1ln our culture, "1

Researchers, including Henry,12 Rogers,13 Holt,14
Illich,15 Pierre van den Berghe,16 and Ronald Lalngl7 have
suggested that the schools, operating on antiquated tradltions
contrary to the realltles of learning and creativity, are
most successful in teaching children elther how to be con=-
formists, or how to play the "academlc game," thus enabling
them to "fit in," in the broader socletal game of conformity

and material consumption,

8 Laing,lg Timothy Leary20 and

Critics such as Holt,1
others have suggested that wlthin the existing educational

system there 1s very 1little room for individual free expression,

Muoarm Rogers Joins The Ranks of Radlcal Critics of
the Public Schools,” Phi Delta Kappan, LI, No, 5 (January,
1970) p. 294,

12Henry, Culture Against Man, pp, 287-288,

'30arl Rogers, "Forget You Are A teacher: Carl Rogers
Tells Why," Instructor LXXXI, No., 1, (August, 1971) p. 66,

4
'aHolt, How Children Fail,
15

Ivan Illich, Deschooling Society.

1(Sl"fi.erre van den Berghe, Academic Gamesmanship, (London-
New York: Abelard-Schuman, 1970).

17Ronald D, Iaing, The Politics of Experlence, (New

York: Ballantine Books, 1967).

18401t, How Children Fail.

19Laing, The Politics of Experience.

2oTimothy Leary, The Politics of Ecstasy, (New York:
College Notes and Texts, Inc., 1963),
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creativity, or non=conformity. Researchers such as Rlchard
L., Berkman have noted that the schools serve as a primary
agent in teaching young cltizens subservience to socletal
authority, 2!

Traditionally, the courts have supported the schools
in their functioning as a disciplinary agent (for cltations
and descriptions of the relevant court cases the reader 1s
referred to Chapter II, "Supportive Data,” in this study).

Furthermore, charges of raclal discrimination in the
existing educatlonal system have been articulated by researchers
such as Donald H, Smith,22 James A, Banks,23 and George Hen-
derson.24 In addition the schools have been criticized by
researchers such as Linda Oliver,25 Ronald D, Laing,26 and

George Henderson and Robert F, Blbens for creating and

21R1chard L, Berkman, "Students In Court: Free Speech
and the Functions of Schooling In America," Harvard Educational
Review, XL, No, 4, (November, 1970), pp. 567=594,

22ponald H, Smith, "The Black Revolution and Education,"
in Raclal Crisis In American Education, ed. by Robert L, Green,
(Chicago: Follett Educational Corporation, 1969) p. 63.

23James A, Banks, "The Need for Positive Raclial Atti-
tudes In Textbooks," in Racial Crisis In American Education,
pp. 167-183,

24George Henderson, To Live In Freedom: Human Relatlons
Today and Tomorrow (Norman, Oklahomz: Unliversity of Oklahoma
Press, 1972), pp. 125-127.

25L1nda Oliver, "The Female Stereotype in Children's

Readers," Elementary School Journal, ILXXN, No, 5, (February,
1974), p. 254,

26Ronald D. Iaing, The Politics of Experlence, p. T2.
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perpetuating problems relating to sex roles.27

Included in the criticism of the contemporary education
system 1s an attack on the American university, as a rigid
and bureaucratic institutlion which, operating under the gulse
of so called "academic freedom," in actuality functions on,
as Judson Jerome has sald, the principles of "compartmentalism,
sequentialism, essentialism, and credentialism, "28

One further, yet nonetheless important criticism, 1is
that the exlsting educational system overemphaslizes verbal,
symbolic learning and rote memor;zation of irrelevant exter=-
nally imposed subject matter, to the denial and exclusion of
individual experience and self-motivated learning for its own
sake, As Aldous Huxley has said, the result is that the
existing educational system "turns out students of the natural
sclences who are completely unaware of Nature as the primary
fact of experlence;" and 1t "inflicts upon the world students
of the humanities who know nothing of humanity, thelr own or
anyone e13e's?29
The inadequaclies of the educational system has in recent

years led to a growing discontent, which has manifested itself

27George Henderéon and Robert F, Blbens, Teachers Should
Care: Social Perspectives of Teaching, (New York: Harper and
Row, 1970), p. 93.

28Judson Jerome, "Toward An Ideal College," in Humanistic
Frontiers In American Education ed., by Roy P. Falrfield, (Efngle=

wood Cliffs, New Jersey; Prentice~Hall, 1971), pp. 207-211,

29A1dous Huxley, The Doors of Perception, (New York:
Harper and Row, 1956), ppP. (4=77.
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in widespread student reactlon, including sit-ins, boycotts,
vandalism and violence as means of protest, A comprehensive
report on student unrest, published by the Natlonal School
Public Relatlions Assoclation has indicated that, "student
unrest was a general and long range phenomenon, and that 1t

was bound to grow."3°

Another researcher, Bernard McKenna,
has relterated the observation that student unrest would most
likely perslist unless the problems of dull and irrelevant
curriculum content, non-motivating teaching methods, poor
human relations between teachers and students, and lack of
studeﬁt involvement 1n the declislon making process were sub-
stantially resolved, Ot

This study will be concerned with (1) an examination
of the relevant criticism and data which leads to the contention
that the schools are in "deep crisis:" and (2) an analysis of
the deschooling philosophy as a possible solution to the
educational crisis, Of course there are opposing views that
both refute the educational criticism which suggests that the
schools are in a state of crisis, and reject the deschooling
philosophy as an unrealistic solution to any problems which
may exlst in the schools, During the course of this study these

opposing viewpoints will also be discussed.

30High School Student Unrest, Educatlon USA Special

Report (Washington, D.C.: Natlonal School Public Relations
Association, 1969), p. 1.

31Bernard McKenna, "Student Unrest: Some Causes and
Cures,"” The Bulletin of the National Association of Secondary
School Prinecipals, LV (February, 1971), p. 5S4,
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Purpose and Need for the Study

The growing student discontent, the increasing amount
of literature critical of the existing educational systen,
and the fact that deschooling is receiving a great deal of
attention on college campuses and in scholarly Journals are
all indicative of the extent to which our educational system
1s beset with problems,

This study 1$ needed to explore the specific problems
presently in the schools, in the hope that by expsoing the
problems educators, administrators, students and others will
generate positlive changes,

In an attempt to find the most adequate and realistic
solutions to the problems in our educatlonal system it is
necessary that all seemingly intelligent and potentlally
viable alternatives be considered,

The purpose of thls study 1s to examine and evaluate
one such alternative--the deschooling philosophy, with respect
to 1ts potentlial application to the educational crisls, I
agree with Carl Bereitér that the potentlal advantages of
deschooling have tended to be ignored by critics who have
elected to concentrate on predicting dire consequences of
deschooling.32 Whether ornot the deschooling philosophy
represents a practlcal solution to the educatlonal crisis, 1t
1s nevertheless important because 1it:

1., Identifies and explicates the problems which exist in the

32¢ar1 Bereiter, Must We Educate, (Englewood Cliffs,
New Jersey, 1973), p. 70.




schools,

2, Presents a plan which may be potentially useful in improve
ing the educational system in this country.

3, Stimulates our lmagination, and broadens our consciousness,
by offering a more universal concept of education which
extends beyond the confines of the traditional school.

This study fulfills the need to comprehenslively and
objectively examine both the educational crisis, as well as

the deschooling philosophy as a possible solution to the crisis.

Hopefully, this study will serve as a catalyst for both indil-

vidual and collective positive innovation which will help our

educational system to continually become more flexible, humane,
and effective for the sake of individuals, as well as for

soclety.

Statement of the Problem

The problem of this study was to examine the concept
of deséhooling as a possible solutibn to the problems and inade-
quacles which permeate the exlisting system of education in
this country, Deschooling is analyzed in terms of 1its theo-
retical, realistic, and practical applications to the educational
crisis, PFlnally, some relevant conclusions and recommendatlions

based on the study's findings are made,

Statement of Hypotheses

1. Due to a variety of factors, the educatlonal system is

in a state of "deep crisis".
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2. Although the concept of deschooling may have a certailn
philosophical appeal, discontinuatlion of the schools is
unlikely to become a reality in the near (or possibly even
distant) future,

3, Since deschooling 1s unlikely to occur, it would be more
productive to think in terms of educational reformation
based on the cultivation of a broader, more positive,

reallty orlented consclousness,

Limlitations of the Study

This study was limited to (1) an investigation of the
data pertalning to the contention that the exlsting educatlional
system is in a state of crisis; and (2) an analysis of the
theoretical and practical relevance of the deschooling phil-
osophy to the educational crisis,

The investigation did not necessarily deal specifically
wlth any one particular variety of deschooling such as that
of Ivan Illich (although Illich's philosophy is discussed
throughout the study). Rather, the concept of deschooling as

it relates to the educational crisis was the central focal

point of the study,

Definition of Terms

1. Being=--The term is used throughout the study in referring
to human 1life or existence, e.g., learning enhances one's

belng.

2. Consclousness-- The thoughts, feelings and values which



3.

5.

7.

10,

10
collectively constitute the awareness of elther an

individual or aggregate of people,

Conformity--Behaviors or action which are in accordance

or harmony wilth a given norm or standard,

Creativity--This term is used throughout the study in
referring to the unique expression of an individual's
imagination and intelligence, which may be either signifi-

cant to that person or beneficial for others,

Crisis-~A serious, problematic, or unstable situation

which requires immediate attention and amelloration,

Deschooling-~The concept that since the schools are in-

effectlve and perhaps even harmful, they should be dis-
continued and replaced by non-compulsory arrangements

and opportunities for learning and socialization,
Energy-~The person's capacity for vigorous activity.

Educatlonal System--The arrangements and resources which

constitute the process by which a soclety educates 1lts

citizens,

Learning--~In the context of thls study the term is used
to mean the acquislition of knowledge, skills, information,

experience or enlightenment which will benefit the student,

Practical--Pertaining to that which is adaptable, useful,
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and functional in the everyday common activities and

affalrs of soclety.

11, Self-expression--The ways in which people express thelr

feellngs or thoughts.

12, Theoretical-~A concept, plan, or philosophy which is

hypothetical in nature, and does not necessarily have

practical application to a given problem or situation,

Methodologlcal Procedure of the Study

The methodology used in pursuit of this study remained
within the realm of traditional philosophical inquiry. The
subject matter of the study was based on an extensive reading
of the most relevant available materials, including behavioral
scilence and educatlon Jjournals, perlodlicals, books, statistical
abstracts and digests, and officlal reports. Extensive quota=-
tlon of facts and expert oplnlon and analysls was presented
to 1llustrate, elaborate, and support the varilous contentions
proposed throughout the study (the style which was utilized
follows to a great extent the one used by William James in

his Varieties of Relieclous Experlence),r>”

Furthermore, a traditional dissertation format was
used in the presentation of the study, and fundamental techni-

cal guidellines were based on Kate L. Turablan's A Manual For

33william James,

The Varietles of Rellgious Experience,
The Modern Library (New York: Random House, 1902),
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Writers of Term Papers, Theses, and Dissertations.34

Organization of the Study

The study is dividied into four chapters., Chapter I
has introduced the study and has stated the problem, the hypothe-
ses, the purpose and need for the study, the limitations of
the study, the definition of terms and the methodological
procedures, Chapter II presents a review of the literature
related to the study, Chapter III conslists of a critical
analysis of the deschooling philosophy, Chapter IV contalns
a summary of the study, as well as relevant conclusions and

recommendations based on the study's findings,

34Kate L, Turablan, A Manual For Writers of Term Papers,
Theses, and Dissertations, 4th ed. (Chicago: University of

Chicago Press, 1973).




CHAPTER II
REVIEW OF THE LITERATURE

This section of the study will review the literature
of educational critlclism which contends that the educational
system in America is in a state of crisis, The word "contends"
is used here intentionally as a reminder that there are
opposing viewpoints which refute such criticlsms, In the
course of reviewing the literature relevant to the toplic at
hand, the opposing 1deologles will also be discussed, after=-
which the concept of deschooling will be introduced as a pos-
sible solution to the problem,

Historlical Overview

The most severe critlics of the existing educatlonal
system are, to use Charles Silberman's words, "part of a
tradition several centurles old."1 Peter Schrag has studied
the "new critlces" and states, "In the free-for-all of educa-
tional commentary, where the half 1life of ldeas 1s pitifully
shdrt, the ashes of fallen gods often materlalize in the

2

bodies of new critics,” Schrag traces the ldeologlcal

lineage of contemporary critics such as Paul Goodman, John

1Ralph Waldo Emerson, Educatlon, in The Portable
Emerson, ed, by Mark Van Doren (New York: The Viking Press,
1946) pp. 254=-255,

2Peter Schrag, "Education's Romantic Critlcs," Saturday
Review, I, No, 7, (February 18, 1967), p. 80,

13
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Holt, Jules Henry and Edgar Z. Friendenberg back through the
work of Dewey and Montessorl to the philosophies of Jefferson,
Rousseau and Pestalozzi.3 Normand R, Bernier and Jack E,
Williams verify this philosophlcal descendance, whlle adding
to the 1list the influence of men such as Ralph Waldo Emerson,
Henry Davlid Thoreau, and even the early Christians, 1,e.,
Jesus and his disciples.4 All of these phllosophers share
in common a respect for childhood and falth in the natural
capabilities of children, The bellef expressed in St. Matthew,
for example, that the child "is the greatest in the kingdom
of heaven," and "whoso shall receive one such little child in
my name receiveth me., But whoso shall offend one of these
little ones . . . 1t were better for him that a millstone
were hanged about hls neck, and that he were drowned in the
depth of the sea,"5 1s restated in different forms throughout
history. Rousseau, in Europe in the eighteenth century,
relterates thls principle in saying:

The age of galety 1s spent amid tears, punishments,

threats and slavery. . . . Man! Be humane! It is your
first duty to all ages, to all conditions, to every

31v4,

4Normand R. Bernier and Jack E, Willlams, Beyond
Beliefs: Ideologlcal Foundations of American Education,
ZEnglegoog Cliffs, New Jersey: Prentice Hall, Inc,, 1973),
pp. 128-187.

5"St. Matthew: Chapter 18, verse 1-6," The Holy Bible:
Authorized King James Version (Nashville: The Gideons Inter-
national, 1973 edition), p. 3867,
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creature with which man has to deal, What gisdom can
there be without humanity? Love childhood;

In America in the nineteenth century Emerson advanced the idea
that the child's individuality and particular "variety of
genius" should not be violated by "the worn weeds of your
(adults) language and opinions," Emerson humorously, yet
pointedly, concludes:
I suffer whenever I see the common sight of a parent
or senlor imposing hls opinion and way of thinking and
being on a young soul to which they are totally unfit.

You are,trying to make that man another you, One's
enough.7

In recent times Ronald Laling affirms thils fundamental regard
for children in saylng that "each child 1s a new being, a
potential prophet, a new splritual prince, a new spark of

light precipltated into the outer darkness."8

Although the contemporary critlcs have been categorlized

by a variety of labels (such as progressivists, romantics,

and transcendentalists)? their philosophical commanality,

among themselves as well as with thelr predecessors, further
revolves around a respect for children and humanistic belief

in the value, dignity, and creative potential of human

6Jean Jacques Rousseau, Emile 1n Emlle, Julie and Other

Writings, ed, by R.L. Archer, (Woodbury, New York: Barron's
Educational Series, Inc., 1964), pp. 88-89,

7Ra1ph Waldo Emerson, Educatlon in The Portable Emerson,
ed. by Mark Van Doren, (New York: Viking Press, 1946), p. 250,

8Ronald D, Laing, The Politics of Experience, (New
York: Ballantine Books, 1967), p. 30,

9see Bernier and Williams Beyond Bellefs: Ideologlcal
Foundations of Amerlcan Education,
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existence, Schrag explains:

In many respects the new critlies are more interested
in the processes of growing up, in learning and experlence,
than they are 1n the formalities of educational progranms,
the design of curricula, or the planning of administrative
conveniences, They share with Dewey a falth in the
healthy capabllitles of children and with Rousseau a bew
lief that "everyfging 1s good as it comes from the hands
of the creator";

Schrag further explains that the new critlcs share the view
that the existing institutlon of education is limited in meet-
ing the individual's needs for creative expression and self-
reallization:

In thelr common view, a hostlile society and 1its

educational system cripple and destroy the processes

of learning, the dignity of youth, and the natural

instincts of curlosity and self-reallzatlon, and they

regard schools particularly as coercive instruments 1

deslgned to enforce conformity and deny self-esteen, 1
The contemporary critics (like thelr predecessors) view the
existing educational system as an extenslon of a hostille
soclety, designed to 1limit individual free expression in the
interest of promoting conformity and preserving the societal
status quo, Although there are many who would argu that
preservatlon of the status quo 1s preclsely what the schools
should promote, the "humanistic" critics disagree, suggesting
that although 1t 1s important to teach certain fundamental
skills, 1t is equally important to be concerned wlith the other

aspects of human existence. This position was quite adequately

10peter Schrag, "Educatlon's Romantic Critics," Saturday
Review, I, No. 7 (February 18, 1967), p. 80,

M1pia,
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articulated by Ralph Waldo Emerson who sald:
It does not make us brave or free. We teach boys to be
such men as we are, We do not teach them to aspire to be
all they can, We do not glve them a tralning as if we
believed in their noble nature, We scarce educate thelr
bodies., We do not train the eye and the hand., We exer-
cise theilr understandings to the apprehension and comparle
son of some facts, to a skill in numbers, in other words,
we alm to make accountants, attorneys, engineers; but not
to make able, earnest, greathearted men, The great object
of Education should be commensurate with the object of
1life, It should be a moral one, to teach self-trust; to
inspire the youthful man with an interest in himself; with
a curiosity touching hls own nature; to acquaint him with
resources of hls mind, and to teach him that there 1is all
his strength,!2
Emerson's critlcism of the soclety and its system of educatlon
in his time is equally appropriate to the criticism to be
found in contemporary literature. Contemporary humanists
restate Emerson's contentions that while the educational system
may be functional in training chlldren to adapt to the soclety
as 1t currently exists, 1t does not "teach self-trust" or
inspire children with a "curiosity touching theilr own nature."
The contemporary critics argue that the current educa-
tional system is an antiquated, bureaucratic process which
values administrative expediency over 1individual creativity
and self-reallization, Although much of the criticism to be
found in the llterature seems at first to be somewhat radical,
1t has been suggested that these views reflect a most conserva-
tive phllosophy based on the individual's basic human rights:

Theilr tone 1s often that of the radical left, but
the values are conservative, upholding the virtues of

12Emerson, Education, in The Portable Emerson, ed, by
Mark Van Doren, pp. 254=255,
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honest, meaningful work, of_community and family and of
civil human relationships,l3

In short, a primary objection to the exlsting educatlon-
al system is that the individual is made subservient to the
institutional process; there 1s little or no room for indi-
vidual expression of creativity or non-conformity., The crisis
in education is thus a humanistic one, Children may learn
how to reclte facts and figures or how to perform certain
functions which will enable them to at least minimally adapt
to the existing socliety. However, what the critics are object=
ing to 1s the inabllity of the educational system in meetlng
the total needs of its students, The contemporary critics
are questioning the very foundations on which the educational
system 1s based and are even calling for the development of
a new educational process., In Mario D, Fantini's words:

In 2 staggering number of ways, man has become sub-
servient to the clvilizatlon which he has created: his
Job 1s threatened by automation, his lungs are impaired
by the pollution of technology, and "the alienation of
modern man" is as hackneyed as "once upon a time." No
less hackneyed i1s the "inadequacy of American education.,"
It is patently accepted that the schools are falling to
educate on their own terms; ghetto children often read
below grade level, and the institution of assimilation
has produced a generation of cultural exlles., This gen-
eratlon is not merely concerned with the schools inabllity
to accomplish the conventional objectives, but is ques-
tloning the vallidity of those objectives themselves,

They are demanding a new kind of educatlonal system in
which the individual human being is the E&timate concern
--a humanistically oriented institution,

13peter Schrag, "Education's Romantic Crities," p. 80,

14Mario D. Fantinl, "Relevance = Humanistic Education,"
in Humanistlc Frontlers in Amerlcan Educatlon, Roy P, Falirfileld,
ed.,s(Englewood Cliffs, New Jersey: Prentice-Hall, Ine., 1971),
poao
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Fantinl articulates what 1s the crux of the educatlonal
crisis. The existing system 1s simply limited not only in
accomplishing conventional objectives, but in making allowances
for individual differences, needs, and natures as well, Accord-
ing to many contemporary critics, the existing system 1s based
on expediency and conformity rather than on a concern for the
individual human belng. An examination of some speclfic

criticism will elaborate these contentlons,

Fundamental Critlicisms

Well-known psychologist and educator, Carl Rogers,
has described public education in this country as the "most
rigid, outdated, bureaucratic, incompetent institution in
our culture,"15 Rogers elaborates his point of view in saylng
"traditlonal teaching 1s an almost completely futile, wasteful,
overrated function in today's changing world."16 Rogers

contlnues:

It is successful mostly in giving children who can't
grasp the material a sense of fallure., It also succeeds
in pursuading students to drop out, when they realize that
the material taught is almost completely irrelevant to
thelr lives, No one should ever be trying to learn some-
thing for whlch he sees no relevance, No child should
ever experience the sense of fallure, imposed by our grading
system, by criticism and ridicule, by tei$hers e o« o DY
rejection when he 1is slow to comprehend.

15n0,1 Rogers Joins Ranks of Radical Critics of the

Public Schools," Phi Delta Kappan, LI, No, 5, (January 1970)
p. 294,

16Carl R, Rogers, "Forget You Are a Teacher: Carl
Rogggs Tells Why," Instructor, LXXXI, No. 1, (August, 1971)
po )

7 1p14,



20
Rogers' criticism of the exlsting educational system

are shared by several other observers., John Holt also con=-
tends that the traditional educational system 1ls based on
competition, coerclon and failure., Holt suggests that the
existing educatlional process destroys the child's natural
curiosity by forcing children to work for grades and other
external rewards. In Holt's words:

We destroy the disinterested (I do not mean unin-
terested) love of learning in children, which 1s so
strong when they are small, by encouraging and compelling
them to work for petty and contemptible rewards--gold
stars or papers marked 100 and tacked to the wall, or
"A's" on report cards, or honor rolls, or dean's lists,
or Phi Beta Kappa keys--in short, for the ignoble sat=-
isfaction of feellng that they are better than someone
else., We encourage them to feel that the end and aim of
all they do in school is nothing more than to get a good
mark on a test, or to impress someone with what they seem
to know, We kill not only their curiosity, but thelr
feeling that it 1s a good and admirable thing to be curi-
ous, so that by the age of ten, most of them will not ask

questiogg, and will show a good deal of scorn for the few
who do,

Holt adds that the educational system makes learning artificial
and irrelevant, since it breaks knowledge up into isolated

subject matter. This, says Holt, causes great ambiguity and

confusion:

In many ways we break down chlldren's convictions
that things make sense, or thelr hope that things may prove
to make sense., We do 1t first of all by breaking up 1life
into arbltrary and disconnected hunks of subject matter
which we then try to "integrate" by such artificial and
irrelevant devices as having children sing Swiss folk songs
whlle they are studylng the geography of Switzerland, or
do arlthmatic problems about raill-splitting while they are
studylng the boyhood of Lincoln, Furthermore, we continually

187onn Holt, How Children Fail, (New York: Pitman
Publishing Corporation, ;9355, P. 168,
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confront them with what 1s senseless, ambiguous and
contradictory; worse, we do it without knowing we are
doing it, so that, hearlng nonesense shoved at them as
if 1t were sense, they come to feel that the source of
thelir confusio& lies not in the material, but in thelr
own stupldity. 9

Holt argues that "we cut children off from their own common
sense and the world of reality by requiring them to play
with and shove around words and symbols that have 1little or

no meaning to them, "=°

Holt suggests that successful students
thus become skilled in manipulating words, "while keeplng
themselves largely dlvorced from the reality for which they
stand."2! An example of this phenomena would be the student
who could easily recite memorized passages from the Bill of
Rights, without having any conception of the baslc principles
of individual human rights., On the other hand, the students
who do not become skilled in word and symbol manipulation
come to feel inadequate, Holt concludes that the schools,
operating under the rationalization that the drudgery imposed
on students is a "preparation for life," in actuality, promote
stupidity., Holt explains:

We encourage children to act stupidly, not only by
scaring and confusing them, by filling up their days with
dull, repetitive tasks that make little or no claim on
thelr attention or demand on their intelligence. Our
hearts leap for Joy at the sight of a room full of childen
all slogging away at some imposed task, and we are all
the more pleased and satisfled if someone tells us that
the chlldren don't really like what they are doing., We
tell ourselves that this drudgery, this endless busywork
is good preparation for life, and we fear that without

191v14., pp. 168-169,
201pa4,
211p1d., p. 169.
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1t, children would be hard to "control." . . . By such
means, children are firmly established in the habit of
using only a small part of their thinking capaclty. They
feel that school is a2 place they must spend most of thelr
time doing dull tasks in a dull way. Before long, they
are deeply settled in a rut of unintelligent behavior from

whigh most of them could not escape even if they wanted
to.22

A decade before Holt's writings were published, Aldous
Huxley warned of the way in which the educatlional system limlts
individual experlence and growth with its overemphasis on the
verbal and symbollic knowledge, Huxley argued that it is
important to be able to use words‘effectively, but it is equally
important to develop our abllities to experience the world

directly. Huxley explains:

We must learn how to handle words effectlively, but
at the same time, we must preserve and, if necessary,
intensify our abllity to look at the world directly and
not through that half opaque medium of concepts, which
distorts every glven fact into the all too-familiar
likeness of some generic label or explanatory abstractlion
« » « all our education 1s predominantly verbal and there-
fore falls to accomplish what it is supposed to do, Instead
of transforming children into full developed adults, 1t
turns out students of the natural scliences who are com-
Pletely unaware of Nature as the primary fact of experi-
ence, it inflicts upon the world students of the humanitles
who know nothing of humanity, their own or anyone else's,2

Ivan Illich, who has popularized the philosophy of
deschoolling, supports the contention that the schools interfere
with the individual'’s natural ability to learn, by transforming
learning and knowledge into a predesigned curricular package.

Illich objects to the ways in which "school pretends to break

221bid., pp. 169-170,

23Aldous Huxley, The Doors of Perception, (New York:
Harper & Row, 1956}, pp. T&4=77.
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learning up into 'subject matters’,"t

In other words, one
does not exercise or play games, but rather he takes a physical
education course; people do not write creatlvely, communicate
openly, or express themselves freely, but rather they study
English; and one does not develop an appreclation of the vast-
ness of Nature, but rather studles sclience. 1Illich, as well
as other critlcs such as Rogers, Holt, Huxley, Ronald Lalng,
Jules Henry, Timothy Leary and others, object to the ways in
which school limits the individual's experlence, instead of
enhancing the person's being. These critics suggest that
instead of using the child's own interests, talents and indi-
vidual natures as a foundation for learning and growth, the
schools use a predesigned curriculum which, in many, if not
most cases, does not at all meet the students needs, 1In short,
these critics suggest that each individual should be respon-
sible for their own learning--and further, they suggest this
would be the case, 1f the schools did not inhibit the 1ndivide
ual's innate curlosity, dictating instead what, how and when
they are to learn, TIllich contends that "earning 1s the human
activity which least need manipulation by others."22® Illich
adds:

Most learning is not the result of instruction.
It is rather the result of unhampered particlpation in
a meaningful settlng, Most people learn best by being
"with 1it", yet school makes them identlfy their personal 26
cognltive growth with elaborate planning and manipulation,

4Ivan Illich, Deschooling Society, (Harrow Books, New
York: Harper & Row, Publishers, 19727, p? 58,

251bid., p. 56
26

Ibid,
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Illich relterates Holt's contention that competition and
grades are irrelevant to real learnling:

. « o personal growth is not a measurable entity., It is

growth in disciplined dissldence, which cannot be measured

against any rod, or any curriculum, not compared to some=-

one else's achievement,
Illich suggests that in our soclety, the responslibllity for
learning, which 1s normally a personal and natural phenomenon,
is transferred from the indlvidual to the lnstitution, Illich
says that thls "transfer of responsibility from self to
institution guarantees social regression,"28 This "institu-
tionalization of values," says Illich, causes us to become more
orlented toward the process rather than the interests of the
people, We have "teachers of English," "guldance counselors,"
and "prinecipals," rather than "children helpers," or "human
motivators and supporters,"”

Illich suggests, however, that contemporary socliety

is founded on the perpetuatlon of established institutlions,
and one of the primary "hidden curriculums" of schools is to
initiate the young into acceptance of such institutionalized
socletal relationships, 1Illlich explains:

School initiates ., . . the Myth of Unending Consump-
tion, This modern myth 1s grounded in the bellef that
process inevlitably produces something of value and,
therefore, production necessarily produces demand, School
teaches us that instruction produces learning. The
exlstence of schools produces the demand for schooling.

Once we have. learned to need school, all other activities
tend to take the shape of client relationships to other

271014,

281114,
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specialized institutions, . . . Once a man or woman has
accepted the need for school, he is easy prey for other
institutions, Once young people have allowed thelr imag-
inations to be formed by curricular instructlon, theg are
conditioned to institutional planning of every sort, 9

Schooling As A Cultural Game
The concept of schooling as cultural game whereln
young peoble are initiated into the rules, roles and rituals
of contemporary soclety has been advanced by several critiecs,
Illich suggests that schooling introduces the young to the
ritualistic games of competition, conformity, and consumptlon
in which soclety engages 1ltself, Illich describes schooling
as the most "protracted, destructive, and expensive inltiation
rite the world has ever known."3° Il1lich explains:
School serves as an effective creator and sustalner
of soclal myth because of 1ts structure as a ritual game
of graded promotions. Introduction into thls gambling
ritual is much more important than what or how something
is taught., It 1s the game 1tself that schools, that gets
into the blood and becomes a habit., A whole soclety 1is
initiated into the Myth of Unending Comsumption of services,

This happens to the degree that token participation in

the open-eng?d ritual 1s made compulsory and compulsive
everywhere,

At this point the reader might suggest that schools
should indeed functlon as an agent which in%troduces and perhaps
even adapts young people to socletal "games," functions and
expectations as they currently exist in today's real world,

Indeed this 1s a leglitimate objectlon which will be discussed

291b1d,, pp. 55-56.
BOIbido’ PP- 54‘55"
311v14d., p. 63.



26
at a later point in this review.

In the meantime, the concept of schooling as a cultural
game has been put forth by other researchers as well, Timothy
Leary has suggested that the institutionalization of education
has been designed to train young people to conform and perpetu-
ate the societal status quo, In Leary's words:

. . every aspect of the educational system is pald for
by adult soclety to train young people to keep the same
game going. To be sure that you do not use your heads
e« o« o all educational institutions are set up to anesthe-
tize you, to put you to sleep. To make sure that you
will leave here and walk out into the bigger game and
take your place in the line, A robot like your parents,
an obedient, efficient, well-adapt%% soclal game player,

A replaceable part in the machine,
Plerre van den Berghe refers to schoolling as a process of
"academic gamesmanship," whereln conscizantious students must
decide whether to "play the game or invest effort and crea-
tivity into changlng the rules in greater conformity wlth their
values."33

Benjamin F, Thompson refgrs to the educational process
in America as "the most dangerous game,“34 and ralses the
following relevant; yet disquleting, questions:

How is 1t that we expect one person can choose what
another should learn; furthermore, that he will learn 1t?

: 32Timothy Leary, The Politics of Ecstas (New York'
College Notes and Texts, Inc,, 1965), pPp. 244=2 5.

33pyerre van den Berghe, Academic Gamesmanship, (London-
New York: Abelard-Schuman, 1970), p. 115,

3“Ben;]ami.n F. Thompson, "Education: The Most Dangerous
Game,? in Humanistic Frontiers in American Education, ed. by
Roy P, Fairfield, (Englewood Clifis, New Jersey: Prentice-Hall
Inc., 1971). p. 312,




27
How is it that we believe fallure can bulld success?

How 1s 1t that we believe some should be at the "top"
and some at the "bottom"?

How is it that we belleve that thirty students should
and can be learning the same thing at the same time?

How is it that students are assembled in classrooms
most of their school lives?

How 1s it that rarely does one see students using

the property of an instution except under specific rules
and surveillance?

How is i1t that when we sense efficient learning is
effortless, we continue to talk about learning as work?

How is 1t that 1t is the very rare curriculum offering
that takes as 1ts subject matter self-knowledge?

How is 1t that we do not use fantasy and imaginatlion
directly in the classroom?

How 1s 1t that student-teacher planning has never
taken hold in education--is 1t still teacher-planning?

How 1s it that we belleve man is evil and must be
controlled?

How 1s 1t that rather than stressing tolerance and
amelioration of weakness, we acqulre intolerance and pun-
ishment of weakness?

How 1s it, with all the talks of innovation--individu-
alized instruction, team teaching, independent study, mixed
medla presentatlons, sensitivity training, ete,-~when we
look around there is little evidence of any of these funce
tloning in the schools?35

Thompson's stralghtforward questlons ralse lssues common to

much of the criticism found in the literature., The charges

revolve around the need for more flexibility in the educational

processes and more freedom for students. The most important

351bid., pp. 313-314,
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question is, can such lnnovations be brought about within the

context of the exlsting educatlonal system?

A "Sick" System

Several critics have suggested that the existling educa-
tional system is a "sick" one, The noted psychologist Abraham
Maslow, objecting to the limitations of the schools 1in terms
of promoting creative potential and developing '"good human
beings," wrote, "éur conventional education looks mighty sick."36

Neil Postman and Charles Weilngartner in Teachling As

A Subversive Actlvity agaln suggest that the Amerlcan educa=-
tional system is "sick," in that it stifles individual
creativity by using coercive methodology in the teaching of
irrelevant subject matter:

The American schools system is sick. Its methods
are based on fear, coercion, and rote-memory testlng,
What i1s more, the subject matter it teaches becomes
obsolete almost as soon as it 1s taught; the "Knowledge
Explosion" demands that students learn how to use thelr
minds and talents, while the schools are strenuously

engaged in teaching tg$m how to stifle thelr intelli-
gence and creativity,

Jules Henry also observes that the educational system
stifles individual creativlity in the interest of preserving
the socletal status quo, Henry concludes that the aim of the
schools has never been to free the spirit and mind of man,

but on the contrary, has sought to blnd them, Henry wrlites:

36Abraham Maslow, The Farther Reaches of Human Kature,
(New York: The Viking Press, 1971), p. 170,

5TNe1l Postman and Charles Welngartner, Teaching As
A Subversive Activity, (New York: Delacorte Press, 1969),
publisher's introductory notes,
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The schools have therefore never been places for the
stimulation of young minds, If all through school, the
young were provoked to question the Ten Commandments, the
sanctlty of revealed religion, the foundations of patrio-
tism, the profit motive, the two-party system, monogamy,
the laws of lncest, and so on, we would have more crea-
tivity than we could handle.38

Ronald D, laing affirms Henry's contentions that the
schools serve the culture in "brainwashing" children into
acceptance of societal "norms" such as war and violence,
racism, alcoholism, drugs and alienation., The result 1s that
children become adapted to a "world gone mad.," Laing explains:

We beglin wlth the children, It is imperative to
catch them in time. Without the most thorough and rapid
- brain-washing, thelr dirty minds would see through our
dirty tricks. Children are not yet fools, but we shall
turn them into imbeclles like ourselves, with high I.Q.'s
if possible,.... . From the moment of blrth when the
Stone Age baby confronts the Twentieth Century mother,
the baby is subjected to these forces of violence called
love, as its mother and father, and thelr parents and
their parents before them, have been, These forces are
concerned mainly with destroylng most of its potentiall-
tles, and on the whole, this enterprise is successful,
By the time the new human being is fifteen or so, we are
left with a being like ourselves, a half-crazed creature

more or less adjusted to a mad world. This 1s normality
in our present age.

Leary has suggested that the educational process, in its
attempt to 1limit experience and inhibit growth of the indi-
vidual's consclousness, has a "narcotic-like" effect on
students which might be physiologically damagling:

The last thing that an institution of education wants
to allow you to do is to expand your consciousness, to use

38Jules Henry, Culture Against Man, (New York: Random
House, 1963), pp. 287-288,

39Ronald D. laing, The Politics of Experience, (New
York: Ballantine Books, 1937), P. 58.
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the untapped potential in your head, to experience
directly. They don't want you to move on to a different
level of reality. They don't want you to take thelr

game seriously., Education . . . i1s anesthetlc, a narcotic
procedure which is very likely to blunt your sensitivity

and to immobilize your behavior and your braln for the
rest of your lives.

I also would like to suggest that our educational
process 1is an especilally dangerous narcotlc because 1t

probablz does direct physiological damage to your nervous
system, o

Leary further explains that the educatlonal process filters

our experience down to conditioned reactions, (such as being

able to memorize and regurgltate facts and figures):

Let me explaln what I mean by that, Your brain like
any organ of your body, is a perfect instrument, When
you were born, you brought into the world this organ which
1s almost perfectly adapted to sense what 1s golng on
around you and inside you. Just as the heart knows 1ts
job, your brain is ready to do its job, But what educatlion
does to your head would be like taking your heart and wrap-
ring rubber bands around 1t and putting springs on it to
make sure it can pump. What education does is to put a
series of fillters over your awareness so that year by
year, step by step, you experience less and less and less,
A baby, we're convinced, sees much more than we do, A
kid of ten or twelve 1s still playing and moving around
with some flexibility, But an adult has filtered experi-
ence down to Just plastic reactions, . . . This is a
blochemical phenomenon , . ., you're drugged by the educa=

tional system,

Anthropologist Ashley Montague has reiterated the

aoLeary, The Politics of Ecstasy, p. 245.

411v14,, pp. 245-252,

Leary goes on to suggest that "There are going to be
new soclal forms; there are golng to be new methods of
education.” Leary further adds that the "new" forms of
education wlll be based on "accelerated learning by the use
of expanded consclousness," He concludes, "It is the goal
of our research and of our educational experlements that in
one or two generations we will be wltnessing the appearance
of human beings who have much more access without drugs, to
a much greater percentage of their nervous system,"
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contention that the educational system may have a damaging
effect on students, adding that so-called educators and teach-
ers might be more aptly described as "miseducators”" and
"deformers, "42
Further criticlism along these lines uses the "prison"
metaphor in describing the damaging effects of the schooling
process, For example, Lloyd Willlams has referred to the
concept that in many instances, the schools are nothing more
than "quasi-torture hduses."43 Leslie A, Hart has propounded
a simllar philosophy in sayling:
Desplte efforts at modern teaching, the classroom
teacher still indisputably is trying to teach groups of
inmates the same things at the same time in much the

same way. 1t doesn't work, And it kz a form of torture,
carried on systematically for years,

Additional Charges: Raclsm and Sexism

In addition to the criticisms thus far described, it
has been charged that the schools perpetuate raclal and sexual
discrimination found in abundance throughout the soclety at
large, In terms of raclal discrimination, Donald H, Smith
points to the wldespread raclsm which 1s perpetuated in the
schools., Smith writes, "Nowhere is the effect of white su=-

Premacy more pervasive and more debllitating than in the

42Ashley Montague, "The Meaning of Education! Ashley
Montague Discusses Anthropology with Virginia Peterson,
(Recording), (New York: The Academic Recording Institute,
Ine., 1959), side 2,

43Lloyd P, Willlams, lecture, Norman, Oklahoma,
January 19, 1973,

BA1esite A, Hart, The Classroom Disaster, (New York:
Teachers College Press 1969) pp. 294-295,
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American school,."#5 sSmith adds that this racism may take a
variety of subtle forms, which, in all cases, have "polsoned"
the schools:

Whether it takes the form of textbooks which promul-
gate white supremacy by excluding the llves and accomplish-
ments of blacks and other minorities, whether it takes the
form of white teachers who have double standards of expec-
tation, reward and punlshment, or whether 1t takes the
form of self-hating black children--white racism has
polsoned the American school. White supremacy has left

many black teachers and white teachers paralyzed in its
wake and 1t has been mggt deadly when they are unaware of

thelr soclal sickness,

Ermon O, Hogen also refers to the "raclsm in educators," which
1s "reflected in teacher attitudes, expectations, behavior
and interpretations of educatlonal theory," as a "barrier to
quality education."47

James A, Banks relterates the need to foster ﬁore
positive raclal attitudes in the schools, indicating a specific
need for the development of more "posltive racial attitudes
in textbooks,"*8

George Henderson relterates the problem of raclal

discrimination and "unequal education" in the schools in

writing:

45ponald H. Smith, "The Black Revolution And Education,"
in Racial Crisis In American Education, ed. by Robert L, Green,
(Chicago: Follett Educational Corporation, 1969), p. 63,

461p1a,

47Ermon 0. Hogen, in Raclal Crlsis in Amerlcan Educa=
tion, ed. by Robert L, Green, pp., 147, 164,

4BJames A. Banks, "The Need For Positive Raclal Attl-
tudes In Textbooks," ed, by Robert L, Green, in Raclal Crisis
in American Educatlon, pp. 167-183,
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The visible effects of prejudice can be seen 1in the
plight of the Black Americans., Speciflcally, segregation
and discrimination in employment, education, law enforce-
ment and housing have created a viclous circle from which
few blacks can escape, . . . To date, school desegrega=~
tion efforts have been characterlzed by the closing of
predominantly black schools, accompanied by dismissals
and demotions of black teachers, athletic coaches, and
administrators (some white school board members have
referred to these discriminatory practices as "denlggeri-
zing the schools"). Other practices include maintaining
segregated soclal clubs and homecoming celebrations, . . .
Approximately 45 percent of the black students in the
South attend desegregated schools, while less than 30
percent of the black students in the North and West
attend desegregated schools, . , . Most black children
in the 1970's are likely to attend schools similar to
those cited in the 1954 Brown case--schools thﬁ& are
raclally segregated and educationally unequal,

Another criticism of the exlstlng educational system
1s that the schools perpetuate problems related to sexual
discrimination, Broverman, et al,, have stated that "Men and
masculine characteristics are more highly valued in our
soclety than are women and feminine characteristics, "5° This,
says Broverman, et. al., 1s representative of "the sex role-
stereotypes prevalent in our society.“51 Several researchers

have indicated that thlis stereotyping phenomenon is perpetuated

49George Henderson, To Live In Freedom: Human Relatlons
Today and Tomorrow, (Norman, Oklahoma: University of Oklahoma
Press, 1972), Pp. 125-127,

5°I.K. Broverman, S,R, Vogel, D,M. Broverman, F.E,
Clarkson, and P.S., Rosenkrantz, "Sex Role Stereotypes: A
Current Appraisal,” Journal of Social Issues, XXVIII, No. 2,
(1972), p. 65. ‘

511.%. Broverman, D.M. Broverman, F.E, Clarkson, S.R.
Vogel, and P,.,S. Rosenkrantz, "Sex Role Stereotypes and Clinical
Judgments of Mental Health," Journal of Consulting and
Clinical Psychology, XXXIV, No, 1, (1970), P. 5.
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in the schools, Myra and David Sadker write, "Throughout the
schooling experience, boys and girls are taught lessons 1ln
sexual 1nequa11ty."52 Sadker and Sadker go on to describe
both the subtle and overt ways in which this discrimination
occurs, such as when chlldren are separated on the basls of
sex for varlous activltles, or when certain activities,
courses or awards are limited elther to girls or boys only,

Sadker and Sadker elaborate in writing:

Usually separation on the basls of sex is a casual
and informal process in schools; it occurs in academic
competition when the teacher announces, "In today's
spelling bee, we wlll have a contest--=boys agalnst the
girls," It often happens when children line up to be
dismissed and boys form a queue on one side of the room
and girls on the other, This kind of casual separation
has detrimental effects, for it emphasizes or creates
differences and reinforces the notion that males and
females are "opposite" sexes.

When separation becomes formally institutionallzed,
its effects are much more harmful, In many schools, all
glrls are required to take home economlics, but not allowed
to take industrial arts courses; vice versa for boys.

But the most obvious example of separate and unequal
courses 1s found in physical education programs, 1In a
typlcal mid-western clty, the total budget for male
interscholastlic sports programs for 1970-=71 was Just under .
$200,000, In the same city, the budget for the girls'
program was under 310,000, The projected budget for one
boys' high school football team exceeded the cost of all

glrls' sports programs in all of the city's eleven high
schools,

Throughout extracurricular activities, segregation
1s pervasive., Too often awards, honors, and a varlety

of appointive leadership positions are reserved for males
only.53

52Myra and Davld Sadker, "Sexism in Schools: An Issue
For the Seventies," The Education Digest, XXXIV, No, 8, p. 58.

531vid., pp. 60-61.
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Ronald Laing also has objected to the ways in which the
schools stereotype boys and girls in the manner described by
Sadker and Sadker. One 1llustration Laing offers is a descrip-
tion of a class in which the girls were gilven a competitlion
in which they had to bake cakes which the boys were to judge.
Laing comments:

The school is here inducting children into sex-
linked roles of a very specific kind, ., . . I find it
obscene that girls should be taught that thelr status
depends gn the taste that they produce in the boys'
mouths,5

Sadker and Sadker, citing studies by Margorie U'Ren

and Janlce Trecker, polnt to the ways in which school text
books discriminate and stereotype on the basis of sex, such
as when "female characters in basic reading texts are deplicted
as having less preserverance and moral strength than males,"”
or in "the most popular U,S, history texts used in public
schools , . . in almost all time perlods and all areas of
concentration, women are missing."55 The discrimination
appearing in school textbooks has been studled also by Linda
.Oliver who has concluded, "Nowhere 1s sex-role stereotyping
more evident than in elementary school readers."56 Oliver

describes the ways in which many textbooks and other literature

used in the schools present the image of girls and women as,

54La1ng, The Politics of Experience, p. 72.

551b1d., p. 60.

5611 nda Oliver, "Women In Aprons: The Female Stereo-
type In Children's Readers," Elementary School Journal, IXXIV
No. 5, (February 1974), p. 254,
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"helpless servile, dependent and passlive," in contrast to
boys and men who are depicted as ambitlous, competent and
adventuresome, 2/

The varlous forms of sexual discrimination 1n the
existing educatlonal system have led educators such as George
Henderson and Robert F, Bibens to conclude most succinctly
that "our schools create and perpetuate problems related to

sex rbles."58

Linda Oliver clarifies the potential harm such
.discrimination may have -in saylng, "The narrow stereotypes
impose a severe limitation and an unnecessary constraint on
the goals and the aspirations of girls as well as boys ét a

most critical and impressionable period of thelr lives."59

Higher Education and Contemporary Criticism

Traditionally, the purpose of a unliversity was to serve
as a natural setting wherein the masters and scholars could
interact in pursuit of developing or broadening ideas and
perspectives, Ralph Waldo Emerson, in the Nineteenth Century,
explained this in writing that "the college was to be the
nurse and home of genius.“6° In BEmerson's words:

Happy the natural college thus self-lnstituted
around every natural teacher; the young men of Athens

5T1v1d.

58George Henderson and Robert F, Bibens, Teachers Should

Care: Social Perspectives of Teaching, (New York: Harper &
Row, 1970), p. 93.

59L1nda Oliver, "Women in Aprons: The Female Stereo-
type In Children's Readers," p. 254,

60Emerson, "Education," in The Portable Emerson, p. 264.



37
around Socrates; of Alexandria around Plotinus; of
Parls around Abelard; of Germany around Fichte or Niebuhr,

or Gothe: %n short, the natural sphere of every leading
mind, . . .61

However, Emerson warned that such interaction between master
and student diminlishes and "difficulties begin," as the
university grows and becomes more institutionalized. Emerson
explains that as a result:
You have to work for large classes, lnstead of
individuals; you must lower your flag and reel your
sails to walt for the dull sailors; you grow depart- 62
mental, routinary, military almost with your discipline,
Emerson advanced the warhing that as a higher education grows
and becomes more institutionalized, simple scholarly encount-
ers between master and students are replaced by more routine,
less innovative and imaginative instruction.63
Emerson's colleague and friend Henry David Thoreau
objected to the ways in which college students are made to
study subject matter which many times is irrelevant to their
real lives, Thoreau, in Walden, wrote:
To my astonishment, I was informed on leaving
college that I had studied navigation!--why, if I had
taken one turn down the harbour I should have known
more about 1t, Even the poor student studies and is
taught only polltical economy, while that economy of

1iving which 1s synonymous with philosophy is not even
slncerely professed in our colleges.

6?Ib1d.

521p1d., p. 265.

631b1d., pp. 264-267.

64Henry David Thoreau, Walden in Walden And Other

Writings of Henry David Thoreau, ed. by Brooks Atkinson (New
York: The Modern Library--Random House, 1937), p. 46.
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Thoreau humorously, yet polntedly, observed that while the
student 1s studylng the great economists, "he runs his father
in debt 1rretr1evab1y."65 Over a century ago Thoreau
articulated what has become a problem for present-day
parents who, in many instances, view thelr children's gradua-
tion as a "recelpt" rather than a diploma,

In more recent times Ivan Illich has relterated
Emerson's analysis of higher education in describing the "old
university" as a:

« » liberated zone for discovery and the discussion
of 1deas both new and old. Masters and students gathered
to read the texts of other masters now long dead, and the
living words of the dead masters gave new perspective to
the fallacies of the present day., The university was
then a community of academic quest and endemic unrest.66

However, Illich observes that the "structural purpose of the
modern university has little to do with the traditional
quest."67 Illich concludes that in the university, the
traditional encounter has become an "international race in the
knowledge industry," Illich explains:

The modern university has forfelted its chance

to provide a simple setting for encounters which are
both autonomous and anarchic, focused, yet unplanned
and ebullient, and has chosen instead to manage the
process b§ which so=-called research and instruction are
produced,

Illich goes on to suggest that "the American university has

651bid.

661111 ch, Deschooling Society, p. S51.
5T 1b1d.

68

Ibid,
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become the final stage of the most all-encompassing initia-
tion rite the world has ever known."69 Illich suggests that
the most successful students are those who blanketly conform
‘to the rules and expectatlons of the various educational
institutions, In Illich's own words: "Schools select for
each successive level those who have, at earller stages 1ln the
game, proved themselves good risks for the established order, "0
Again, the point is ralsed that the universlty represents the
final stage in a process devoted to preservation of the
exlsting soclal system, Leary restates Illich's contentions
in saying, "The university, and, for that matter, every aspect
of the educational system," is designed to promote "robot-like”
conformity in perpetuation of the status quo.71

Judson Jerome, in expressing his "dissatisfaction with
avallable educational institutions,” has succinctly articu-
lated "what is presently wrong with colleges."T2 Jerome has
concluded that the four "dlseases of American educatlion
today" are "compartmentalism, sequentialism, essentialism,
and credentialism,"’? Jerome explains that "compartmentalism"
refers to the "notion that knowledge can be sorted and filed

in areas, departments, disciplines and courses." In this

691b1d.,.p. 54,
7°Ibid., pp. 49-50.
Tlleary, The Politics of Ecstasy, p. 244.

T25udson Jerome, "Toward An Ideal College," in Humanis-
tic Frontiers in American Education, ed, by Roy P, Fairfield,
(Englewood Cliffs, New Jersey, 19713, pPp. 207=-211,

T31bid.
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sense education is the "programming process" which trains
scholars or scientists in the methodology of accumulating
and verifylng data, "sorting it into appropriate pigeonlfnles."‘n
"Sequentialism,"” explains'Jerome, refers to the "myth" that
there is only "one right linear order in which things can be
learned or done."’2 An example of this phenomena would be
excluding an otherwlse capable student from taking a certain
course merely because he or she did not meet a given prere-
quislite. The third "disease", as Jerome has called 1it, 1is
"essentlalism." This concept is a most important one, as 1t
1s a common objection of many of the critics discussed in
this study including Illich, Holt, and Leary. Jerome explains
that "essentiallsm" refers to the concept that the community,
parents, educators, and elders are the ones who are to declde
what 1s "essential" for a person to know, Jerome explains his
objection to this policy in saying:

Compulsory education, requlred courses, general
education--all these educational formulations are based
on the essentlallst premlse that the tribe defines the
initlation rites. All served some useful functlon in the
past, but 1t is becoming clear today that they are
elitist, conformlst and unreallistic, . . . Essentialism
1s a doctrine of programming, of conditloning clitizens to
the regulatlons of mass society., Once we thought of it
in terms of the need for an educated electorate in a
democracy. Now I think it is becoming evident that it
produces not independent thinkers but zombles, the "good"
student being the one who attends, performs on schedule,

learns what 1s taught and does not rock the boat gith
questions about what lies beyond the curriculum,7

T41b1d., pp. 207-208,
751b14., p..209, -
T61b1d., pp. 209-210,
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Finally, Jerome describes the fourth "111" of Amerlcan
education, "credentiallsm," as the myth that a credentlal,
i.e., a diploma, is synonymous with competence., Jerome suggests
that our educational system is more oriented toward "credentlal-
ization" than toward promotion of individual awareness and

growth.77

Supportive Data

Educators such as Jerome, Illich, and Holt share in
common the contention that real learning is a personal
activity which occurs when the individual 1is self-motivated,
and that 1t should not be manipulated or measured or exter=-
nally imposed. Critics such as Henry, Lalng, and Leary charge
that the schools are more concerned wlth teachlng students
conformity and subservience to authority than they are with
promoting creativity and enlightenment, 1In recent years data
has been published whlich supports these observations,

Jerome Bruner has concluded that "effective cognitive
activity" occurs when the child is freed from "the immediate
control of environmental rewards and punishments."78 Bruner
goes on to say that learning which occurs in response to
teacher or parent approval, avoidance of failure, etc., can

readily develop into patterns "in which the child is seeking

T71b1d., pp. 210-212,

78Jerome Bruner, "The Act of Discovery," in Readings
in Human Learning, ed, by Lester D, and Allce Crow, (New York:
David McKay Company, Inec., 1963), pp. 428=429,
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cues as to how to conform to what is expected of him,"T2
Bruner concludes that this type of learning is limited in
that it merely teaches children how to manipulate symbols
without necessarily understanding thelr meaning, Bruner
explalns:

We know from studlies of children who tend to be
overachievers in school that they are likely to be seek-
ers after the "right way to do it" and that their capaclity
for transforming thelr learning into viable thought
structures tends to be lower than children merely achlev=
ing at levels predicted by intelligence tests, Our tests
on such chlldren show them to be lower in analytic ability
than those who are not conspicuous in overachievement
+ o « they develop rote abilitles and depend upon belng
able to "glve back" what is expected rather than to make

it into somethigg that relates to the rest of their
cognltive life.

The contention that intrinsic motivation provides the most
effectlve foundation for learning is also validated by experi-
mentatlon in Plagetian psychology. After working with more
than two thousand youngsters 1n an experimental setting,
Hermina Sinclalr, director of Research at the Institute of
Sciences of Education, University of Geneva, concluded:

Children are interested in situations of moderate
novelty and use all thelr cognitive capacitles to explore
these situations, Very famillar objects or situations
lose thelr attraction and similarly, situatlons and
objects that are too unfamilliar have no attraction elther,
In between these two degrees of famliliarity, interest is
exclted and the assimllatory character of actlons or
mental operatlons comes into play. There is no need for
external reinforcement, The activlitles themselves are
inherently rewarding, . . . It means that we should aim at
providing an atmosphere that stimulates active dlscoverles

T91vid., p.. 428.
801p1d., p. 429,
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rather than passive absorption of information . . . bits
of learning can be no more than isolated skills, with no
relation to other skills, which will quickly be forgotten
when no longer exercised,81
Such information supports the criticism that much of what
occurs in the schools is contrary to the realities of the
learning process in the sense that learning is more the result
of the child's own interests and motivations and less the
result of extenslve external manipulation,

Certainly there are other theorles of learning which
advance contrary viewpoints, The work of B.F. Skinner, for
example, suggests that external reinforcements may be used
effectively in developing cognitive slcills.82

The purpose of cilting such experimental evidence is
not to make Jjudgments regarding which learning theorles are
"right or wrong," but rather simply to acknowledge that there
1s data which supports the criticisms of Rogers, Illich, Holt
and others., Such authors belleve that the methodology used
in the schools is ineffectlve and unnecessary, because the

greater part of a person's learning'is a self-achleved phenom=-

enon which occurs qulite independently of formalized educational

process,

81sinclair Hermina, and Kamil Constance, "Some Impli-
catlons of Plaget's Theory For Teaching Young Children," School
Review, ILXXVIII, No., 2, (February 1970), pp. 171=175,

8QSee B.F. Skinner, Beyond Freedom and Dignity, (New
York: Alfred A, Knopf, Inc., 1971), and B.F, Skinner, "The
Sclence of Learning and the Art of Teaching," in Readings in

Human Lezrning, ed, by Crow and Crow, (New York: Davlid McKay
Company, Inc, 1963), pp. 28-39,
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Several critics, including Illich, Laing, Leary, and
Jerome have charged that the schools are not as concernsd with
learning in the intellectual sense as they are with teachlng
social conformity. There 1s evidence to support these clailms
that schools are the means by whlch children are taught sub-
servience to authority, discipline, and respect for the rules
of the culture., Richard L, Berkman has analyzed higher court
decisions wherein the courts upheld the function of schools

as disciplinary agents.83 For example, in Board of Education

V. Purse®* a parent vislted her child's school and criticized
the teacher in the presence of other pupils.' The . Supreme
Court of Georgila upheld the expulsion of the child as an
example of the consequences of disrespect for authority. The
court‘noted that "public education which falls to iﬁstill in
the youthful mind and heart obedlence to authority, both pri-
vate and public, would be more of a curse than a blessing."85
In Pugsley v, Sellmexerss the court upheld the action
of a school which denled admission to a girl who defied the

dress code by wearing makeup.

83Richard L. Berkman, "Students In Court: Free Speech
and the Functions of Schooling in America," Harvard Educational
Review, XL, No. 4, (November, 1970), pp. 567=595.

8%Board of Education v, Purse, 101 Ga. 422, 28 S.E.
896 (1897)~

85 p1d., p. 900.

86pugsley v. Sellmeyer, 158 Ark. 247, 250 S.W. 538,
539 (1923).
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In State ex rel, Dresser v,District Board87 the Supreme

Court of Wisconsin upheld the expulsion of two hlgh school
students who satirized the school's rules in a poem on the
grounds that "the poem had an injurious effect on the discl-
pline of the school."88

The Court of Appeals of Kentucky simlilarly upheld the
function of the schools as a disciplinary agent in Byrd v,
Beglex.89 Even teacher obedlence to rules as an objJject lesson
for students was upheld by the Appellate Division in the state
of New York in the case of Worley v, Allen.go

Berkman, in analyzing the various court decislons,
concludes that the traditional aim of educatlon 1ln Amerlca has
been primarlly to teach students disclpline and respect for
authority. In Berkman's words:

Public educatlion in America was never seen merely
as a means by which all could share the inherent pleasures
of mental exerclse and development, Intelligence
as an end in itself was secondary to the politlcal
goals of public education, Proponents of public educa-
tlon were more concerned with training citizens than
with increasling scholarshlip, Many saw education as a
means of taming and clvlilizing the anarchic instincts
of the populace. Hence, the schools were expected to
teach dlscipline and respect for authority . . . ellmine
ating highly individuallistlc conduct, In short, as De
Tocqueville could observe in the 1840's, "In the Unlted
States, politics are the end and aim of education," .

87State ex rel, Dresser v, District Board, 135 Wis,
619, 116 N.W, 232 (1908).

88Berkman, "Students In Court: Free Speech and The

Functions of Schooling in America," p. 570,

89pyra v. Begley, 262 Ky. 422, 90 S.W. 2d. 370 (1936).

" O%orley v. Allen, 212 N.Y.S, 2d. 236, 12 A.D., 2d
411 (1961).
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The educatlonal purposes percelved by the courts

originated in this overriding political, ratrer than
intellectual, aim of American education., The view that
discipline and respect for authority were major goals of
public educatlon was frequently enunclated by the courts,9t

Opposing Viewpolnts

There are, of course, a varlety of views regarding
the functions of schools which differ from those of Rogers,
I11ich, Leary, Laing and the other critics. For example, 1in
terms of the schools teaching discipline and obedlence to
aﬁthority, there are those who would suggest that the schools
should indeed promote conformity to existing societal rules
and norms, as a functional way of preserving the soclal order.
Berniler and Williams articulate thls position in suggesting
that certain individual needs must often be suppressed or
ignored "in the name of efficlency and order, "92

Many parents and educators would advance the philosophy
that the function‘of schools 1s to teach the basic pragmatic
skills which are necessary to effectively function in soclety.
They would see discipline and respect for authority as funda-
mental ingredients in achleving this end. This viewpoint
was very aptly expressed in the wrltlngs of Arthur Bestor 1ln
the mid-1950's, who warned that the schools were becoming

"educatlonal wastelands" due to "watered-down curricula" which

91Richard L, Berkman, "Students In Court: Free Speech
and the Functlons of Schooling in America," pp. 567-594,

92Bernier and Williams, Beyond Beliefs: Ideologilcal
Foundations of American Education, p, 123,
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failed to emphasize "thorough, disciplined, and rigorous
intellectual training."93

More recently, California State Superintendent of
Public Instruction, Max Rafferty, (who incidentally has
referred to progressive educator A.S. Neil of Summerhill fame
as the most recent "educational quack" in a "line of frauds"
going back to Jean=Jacques Rousseau),94 has reiterated the
view that rigorous discipline and extensive concentration on
traditlonal subject matter is the most adequate and functional
way to teach students how to be productive cltizens in the
real world as it currently exists.g5 Many readers might agree
with Rafferty that the schools are falling to malintain their
high standards of discipline and academic excellence--and
indeed information is appearing which supports this observation,
Hence, we are introduced to another aspect of the educatlional
crisls; that is, the criticism that the schools are inadequate
not only in the humanistic and creative sense, but in thelr
failure to achieve traditional academlic objectives as well.

These issues will now be discussed.

93Arthur Bestor, The Restoration of Learning: A

Program For Redeeming the Unfulfilled Promise of American
Education, (New York: Alfred A, Knopf, 1955).

Y Max Rafferty, in Summerhill: For and Against, (New
York: Hart Publishing Company, Imnc,, 19(0), p. 11,

9see Max Rafferty, Max Rafferty on Education, (New
York: The Devin-Adair Company, 1968),
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Deficlencies In Basic Skillls
In recent years data has been accumulated which supports

the contention that the schools have limlited success in teaching
fundamental skills, The National Assessment of Educational
Progress (NAEP), a project funded by the U,S. Office of Edu-
cation and administered by the Education Commission of the
States, has recently published its findings on a national
sampling of Americans from four age groups (9, 13, 17, and 26-
35) in thelr performance on a series of exerclses and standard-
1zed tests. The results are rather disquieting, since they
reveal deficlencies in certain basic skills, For example, the
writing report (released in February, 1972) revealed that in
the writing exercises used in the study:

««Nine year olds in America showed almost no mastery

of baslc writing mechanics.

--By age 17, a conslderable number still had difficul-

ties with spelling, word choice and other skills,

-=-In all four age groups, the wrlters usually chose

fairly simple sentence structures and the most common
punctuation marks,

--Among young adults there was a strong reluctance to

write at all-=~-29 percent of those who agreed to take

part in the overall assessment refused to attempt the

writing exercise,96
Furthermore, an essay exercise was glven and graded by English
teachers and scholars., Four separate analyses, including one
by computer, were made, and the results show a gross deficlency
in all four age groups in terms of inadequate sentence struc-

ture and paragraphing, spelling and punctuation errors, and

96"yriting Test Reveals Many Lack Basic Skills,"
School and Community, LIX, No. 2 (October, 1972), p. 1l.
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improper vocabulary usage.97 Further deficlencles were found
as well in basic reading skills in all of the four age groups,
For example:

More than 40 percent of the 1l7-year-olds failled to
discern that a passage about Helen Keller's 1life, re-
ferring in almost every sentence to particular years,
was organized as a chronologlcal narrative, rather than
a diary, flashback, an interview, or an eyewltness account,

Fewer than one in four l3-year-olds understood that
Shakespeare in hls 29th sonnet used "deaf Heaven" to
refer to a God who does not hear, On the same question,
more than half the l7-year-olds answered incorrectly,

Nearly half the l3-year-olds and more than 25 percent
of the 17-year=-olds (and thls group is only one year
away from voting age) were unable to read a passage
containing two conflicting statements and arrive at the
conclusion that one of them had to be wrong,

More than a third of the nine-year-olds could not
read two dogfood labels and determine correctly which
contained more protein,

More than 15 percent of the adults and 17-year-olds,
one-third of the 1l3-year-olds, and nearly two-thirds of
the nine-year-olds had difficulty reading and thgn answer=-
ing questions about a common daily TV schedule,9

Furthermore, in terms of baslc Soclal Studies knowledge, a
comparison of the NAEP results with satisfactory performance
levels (as rated by a panel of nine Social Studies experts
selected by the Natlonal Council of Socilal Studies) "shows a
consistently lower level of understanding than most of the

panel members would consider satisfactory."99 For example,

971vid., p. 11, 22,

: 98Hope Justls, "Status Report on Reading," The Education
Digest, XAXVIII, No., 4 (December, 1972), p. 12,

99Robert Crane, "What Should They Know," Compact,
VIII, (January, February, 1974) p., 13,
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according to the panel, at least elghty percent of the young
ciltizens in Amerlca should know the procedure for nominating
presidential candidates; however, only about two out of five
actually do.100 The data in mathematlies 1s currently being
analyzed in cooperation with the National Council of Teachers
of Mathematics, and the results and interpretations will be
forthcoming.lo1 However, based on the data thus far obtained
by the Natlonal Assessment of Educatlonal Progress, there 1is
a great deal of information which supports the contention that
the schools are "educational wastelands,”" not only in thelr
1nability to release creatlve energy, but in thelr fallure to
teach basic skills as well,

The Schools In Crisls

A growlng discontent and sense of frustration with the
existing system of education has in recent years led to a
noticeable student reaction, A comprehensive report published
by the Natlional School Public Relatlons Assoclation states:

Bubbling like supercharged soda, student unrest ex-
ploded in 1968 and sprayed the high school landscape
with boycotts, demonstrations, sit-ins, plicketing, van-
dalism, and violence,

In the wake of the turbulence came tke head counts,
studies, polls and surveys., By January, 1969, the Natlional
Assoclation of Secondary School Principals (NASSP) noted
that 59% of the high schools and 56% of the junior high
schools had experienced some form of protest. A month

1001144,

1014ayne H. Martin and James W. Wilson, "The Status
of Natlonal Assessment in Mathematics," The Arithmetic Teacher,
XX, No, 1 (January, 1974) p. 49.
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later, Alan F, Westin, Director of the Center for
Research and Education in American Liberties at Columbila
University, reported that 348 high schools in 38 states
had undergone some form of disruption between November,
1968 and February, 1969, and that an additional 239 schools
had suffered "serlous" eplsodes, By May 25, 1969, Westin
estimated the total number of protests at around 2,000,
The grimmest note from all sides was that student unrest
was a general and long range phenomenon, and that 1t was
bound to grow, 102
Bernard McKenna has relterated the observation that
student unrest would probably persist unless three major prob-
lems of the secondary schools or colleges are "attacked vigor-
ously." The three major problems clted by McKenna are:

(1) Dull and irrelevant curricular content and non-
motlvating teachlng methods.

(2) Lack of broad involvement of students in the decision=-
making process,

(3) Poor human relations between students and their
instructors.

Recent studles have confirmed the trend toward increased
student unrest in the schools., Jack Slater has recently
reported that desplte efforts at curtailing student unrest
(such as by employing additional security personnel), vandalism
and violence have become almost the norm in many of the

nation's urban and suburban high schools, 0% In New York

10241 ¢h School Student Unrest, Education USA Speecial

Report, (Washington, D.C.: National School Public Relations
Association, 1969), p. 1.

1°3Bernard McKenna, "Student Unrest: Some Causes and
Cures," The Bulletin of the Natlonal Assocliation of Seconda
School Principals, LV, No. 352 (February, 1971), p. 5%,

104Jack Slater, "Death of a High School,' Phi Delta Kappan,
LI, No. 4 (December, 1974), pp. 251=254,
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City, for example, 3,265 incidents were reported in the
1972=1973 school term compared with 1,899 during the previous
year,105 Slater has further noted that in Los Angeles, school
authoritles:

cited 558 reported incldents for 1972-1973 and point out
that assaults have been increasing 40 percent per year
since the late 1960's. Chlcago security indicated that
there were 1,264 in 1972-73, ., . . In all cities, however,
"fallure to report incldents is the heart of the problem,"”
sald Chicago Securlties Director Edward Brady. "Security
people in other citlies have privately told me that they
don't always report all the assaulgs because 1t makes
their (school) boards look bad,"1lO

Slater has observed that while school systems spend $240
million annually on éecurity measures, i.e,, for personnel and

equipment, the problems of student allenation and discontent

persists.lo7
Roy P, Falrfield, in analyzing the ctudent unrest, has
suggested that such demonstrations represent one manifestation

of the crisis in American education:

It takes no seer to recognize that the schools are
in deep crisis, The student movement and the wide unrest
on university and college campuses as well as in the high
schools are symptomatic of the underlying slickness., Some-
thing 1s the matter with our educational system, And
somethlng drastic must be done, There is a crisis . . .

and we need to move beyond the grrors of the past into
the challenges of the future,l©

1051p14,, p. 254.
1067444,

1071134,

1anairfield, ed., Humanistlc Frontiers in American

Education, p. 2.
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Fairfield goes on to say that 1t 1s almost imposslble to
watch television, listen to the radio, or even talk to one's
neighbor, "wlthout encountering educational questions which
threaten to overwhelm both sense and reason,"+09

Regarding this point, Theodore Brameld points to arti-
cles featured on the covers of recent mass-circulated maga-
zines: '"Angry Teachers--Why They Will Strike Three Hundred
Times Thls School Year" and "Students Against The World.,"
He suggests that these articles symbolize the phenomenal

110

unrest that is permeating educational events, Brameld

continues:

They slgnalize a movement that has already succeeded
in penetrating, and 1n some respects, even shattering, the
whole facade of beliefs, processes and structures that
have hitherto seemed impervious to, if not oblivious of
inadequacies in the vast institution of modern education,

I use the term "facade" deliberately because, to an
extraordinary extent, education in America . ., . is now
demonstrating itself to be an increasingly artificlal if
not obsolete enterprise~-artificial and obsolete in the
sense that it distorts, conceals, and avoids many of the

most fundamental perplexities and compulsions of our
age,lll

In sum, the inadequacies of the existing educational
system have led t0o a growing discontent and "phenomenal
unrest," which is likely to persist unless substantial amell-

oratlve measures are undertaken,

1091 p14,

110Theodore Brameld, "Illusions and Disillusions In

American Education," Phi Delta Kappan, L, No., 4 (December,
1968), p. 202,

1111v14,, pp. 202-203, '
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A growing number of educators including Ivan Illich112

and John Holt™™>

have suggested that the first step toward the
development of a more effective and humane educational system
would be to discontinue the schools as the primary agency of
education in our soclety. Deschooling offers an interestling
yet radical alternative to the lnadequacles which permeate our
educatlonal system; and a critical analysis of the deschoollng

philosophy in terms of its relevance to the educational crisls

is at this time in order.

Conclusion
In conclusion, upon investigation of the avallable

critical literature pertaining to the educatlional system, one
finds that educatlon in America 1s in a most desperate state,
There 1s a great deal of information which suggests that the
schools are inadequate 1n meeting the creative, intellectual
and humanistic needs of students, Many educators and research-
ers are currently involved in seeking a solﬁtion td the prob-
lem., However, as Geoffrey Summerfield has polinted out, "while
there is general agreement that something has gone wrong, there
1s a preclous little agreement on how things can be reordered

to promote a happler, more fulfilled, and more humane soclety

1127van I11ich, Deschooling Soclety.

1350mn Holt, Freedom and Beyond, (New York: E,P,
Dutton and Company, Inc., 1972).
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that 1s also no less efficlent and no less productive."114
Some serious educational thinkers have suggested that it would
best serve humanity 1f the schools as they now exlst were
totally discontinued, Illich has suggested that deschooling
is "at the root of any movement for human 1iberation, "115

John Holt has clarifled the deschooling philosophy in express-
ing a need for the development of a broader, more effective

educational consciousness:

we must look beyond the question of reforming schools

and at the larger question of schoolling itself, Can

they do all the things we ask them to do? Are they the

best megns of doing 1t? What might be other or better

ways?tl , .

The concept of deschooling soclety offers an unconven-

tional yet extremely provocative solution to the educational
crisls, In the following chapter an analysls of the deschool-

- 1ng phllosophy wlll be presented.

114Geoffrey Summerfield, "Book Reviews," Harvard
Educational Review, XLII, No, 2, (May, 1972), p. 293.

115Illich, Deschooling Society, p. 68.
116

John Holt, Freedom and Beyond, (New York: E,P,
Dutton and Company, Inc,, 1972), P. 5.



CHAPTER III

CRITICAL ANALYSIS OF THE
DESCHOOLING PHILOSOPHY: A
PRACTICAL, REALISTIC APPRAISAL

In the preceeding chapter the shortcomings of the
existing educational system were discussed. This chapter will
be concerned with an examination of the concept of deschoollng
as a possible solution to the educational crisis, Flrst, the
philosophlcal foundations of deschooling will be presented.
This will be followed by an analysis of the philosophy's

strengths and weaknesses, and finally some relevant conclusions

will be offered.

Philosophical Foundations of Deschooling
Deschoollng is a phllosophy of liberation; that is,

liberation from the constraints of the existing system of
1nstitutionalized educatlion, Contemporary deschooling advo-
cates such as Ivan Illich and John Holt share, with eighteenth-
century French romanticist Jean-Jacques Rousseau and nineteenth~
century American transcendentalists Ralph Waldo Emerson and
Henry David Thoreau, the belief that society's institutional-
1zatlon of education tends to limit rather than enhance the
individual's experience, learning and self reliance. Rousseau

asserted the bellef that institutions corrupt human nature

56
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and enslave the minds of men, ! Thoreau, who agreed with
Rousseau in his disdain for institutions,2 suggested that
the process of formallzed education was artificlal and
inept, since students were made to study material which was
irrelevant to their real lives,-

BEmnerson noted that the institution of education in 1its
quest for expediency and order, used ineffective methodology
which limited the individual's experience and violated his
"genius," In Emerson's words:

this function of opening and feeding the human mind 1is
not to be fulfilled by any mechanlical or military meth-
od; 1s not to be trusted to any skill less large than
nature itself, ., . . It is curlous how perverse and in-
termeddling we are, and what vast palns and cost we
incur to do wrong . ., . in education our common sense
fails us and we are continually trylng costly machinery
against nature, in patent schools and academies and in
great colleges and universities , ., . we sacrifice the
genlus of the pupil, the unknown possibllitles of his
nature, to a neat and safe uniformity, . . . Our modes
of education alm to expedite, to save labor; to do for
the masses what cannot be done for the masses, what must
be done reverently, one by one: say rather thﬁ whole
world is needed for the tuition of each pupil,

Emerson's statements embody what is the crux of the

deschooling philosophy of today; that is, the contention that

lNormand R. Bernier and Jack E., Williams, Beyond
Beliefs: TIdeological Foundations of American Education,
(Englewood Cliffs, New Jersey: Prentice-Hall Inc,, 1973),
p. 130

2Ipid.

3Henry David Thoreau, Walden, in Walden and Other

Writings of Henry David Thoreau ed. by BTOOKS KfEInson“'(New
York: The Modern Library, Random House, 1937), p. 46,

4Ralph Waldo Emerson, Education, in The Portable Emerson,
ed. by Mark Van Doren, (New York: The Viking Press, 194
PP. 257, 263. 267,
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the schools subjugate the individual's unique creativity and
intelligence to a predesigned expedient process which does
not necessarily respond to the students' interests or needs.

Deschooling 1is thus a quest to disestablish an educational
system which critics charge values the process and its sys-
tematic perpetuation more than the individual. Proponents
of deschooling such as Ivan Illich contend that schools teach
children to rely more on teachers, instruction, and schooling
for thelr learning, rather than on thelr own experience and
individual capabilities to find and internalize information,?
Schools, says Illich, not only make people dependent on school-
ing for thelr learning, but they condition people to become
overly dependent on institutlions in other aspects of their
11ves.6 Self rellance, individual competence, and personal
values are replaced with institutional dependency. In other
words, people become overly dependent on schools for thelr
learning, churches for thelr religlon, doctors for thelr
health, and law enforcement for thelr moral conduct.7 Thus,
I11ich has suggested that the deschoeling of scclety could
foreshadow a human llberatlon movement which would make
people less dependent on institutions, and more reliant on

thelr own energles and creatlve capab:llities.8

Slvan Illich, Deschooling Society, (New York: Harper
& Row, Publishers, 1971), pp. 56-57.

6Ib1d.

Trvid., p. 1.

8v1d., pp. 2-3, 68, 70,
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Another fundamental aspect of the deschooling philosophy
is the contention that learning 1s a personal activity which
best occurs casually, spontaneously, and without external
coerclon or manipulation; that is, others may enhance one's
learning, but they do not have the right to dictate how,
when, and what another individual is to learn.9

In sum, the deschooling philosophy is founded on the
idea that the existing process of schooling based on authori-
tarian principles and rigld institutionalized values and
rules, 1.,e., the "compartmentalism,.sequentialism, essential=-

ism, and credentialism"t0

discussed in the preceeding chap-
ter, 1s beyond reformation and should be discontinued., This
is because the system limits, rather than enhances the indi-
vidual's intellectual, creative and humanistic growth and
development., Inherent in the deschooling philosophy is the
idea that the individual, as well as soclety, would benefit
from the discontinuation of the existing schooling process
and the creation of mofe imaglnative, flexible, and humanise
tic approaches to education, This is where a great misunder-
standling arlses regarding the deschooling philosophy, Al-
though the deschooling philosophy is one of negation, inas-

much es 1t condemns the existing system, it also has a

positlive slde, because 1t points toward the development of a

9Ivid., pp. 56, 109.

107udson Jerome, "Toward An Ideal College," in Humanisge
tic Frontiers in American Education, ed. by Roy P. Fairfield,

(Englewood Cliffs, New Jersey: Prentice Hall, Inc., 1971),
pp- 207"'212.
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broader, more convivial educational consclousness which
places more emphasis on the individual human being. The posl-
tive aspects of deschooling will now be discussed in terms

of the philosophy's strengths.

Strengths of the Deschooling Philosophy

The most significant strength of the deschooling phll-
osophy is its bringing attention to the limitations of the
existing educational system and pointing out that through
imagination and innovation more effective and humanistic
approaches to education may be developed, Thus, the concept
of deschooling is, in a sense, misleadlng. Although deschool=-
ing means discontinuation of the schools as they currently
exlst, another premise of the philosophy 1s that other oppor-
tunities for learning be developed and made avallable, and
that students have a cholce among a variety of educational
alternatives, As John Holt has sald, "by a deschooled so-
clety we don't mean a soclety without any arrangements and
resources for learning."11 What deschooling advocates do
propose 1s the development of a new set of resources and
networks (computer networks whereby people can locate materl=-
als and other people, including professional educators,
laymen and peers for their individual learning needs), which

offer educational opportunity based on the student's own

11J0nn Holt, Freedom and Beyond, (New York: E,P, Dutton
& Co., Inc., 1972), p. 189,
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motivations and interests, Development of the librarles as
learning centers offering various educational programs is
one example, The development of community media centers offer-
ing access to films, records, books, videotape equipment,
computers, microscopes etc., is another, The creation of
skill development centers wherein people could learn funda-
mental skills such as reading, writing, basic mathematics,
typing and so forth is another possibility. Computer centers
that direct people to educational resources, teachers, and
peers with common learning interests ls another possibility.
Educational programs bullt around agencles and buslinesses
in the community, such as museums, factorles, airports,
laboratories, zoos, farms, etc., would provide other possible
opportunities for learning. The possibllities are endless
in accordance with the lmaglnations and energles of innova-
tive educators, As John Holt has said:

In sum, a deschooled society would be a society in

which everyone should have the widest and freest pos=-

sible cholce to learn, whither in school or in some
altogether different way. 2

Thus, the deschooling philosophy broadens our conceptu-
alization of education by bringing our attention to the idea
that through imagination and innovatlon, a wide range of
noncompulsory opportunities for learning may be developed.
These would extend beyond the confines of the school, so that

students would have the freedom to choose among many

21p14., p. 190.
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alternatives how and what they will learn, 1In such a system
i1t is quite possible (if the enhanced learning via intrinsic
motivation theories of Bruner, Sinclair and Kamall, et al.,
discussed earlier are correct) that the amount and rate of
learning would increase, and discipline problems would de-
crease, since the motivation for learning would come from
the students themselves. Since all learning would be centered
around the interests, needs, and motivations of the students,
both students and teachers would be freed from the tedlum and
struggle of having to deal with uninteresting or irrelevant
material, Furthermore, in a non-compulsory education system
teachers (whether authoritarian or democratic) would have as
their students only those people who were attracted by their
particular teachling style; thus, the learning slituation would
be perpetually compatible wlth the needs of both teacher and
student,.

At this polnt there are some readers who might suggest
that the deschooling philosophy is unrealistic, since in
our present soclety, if education were not compulsory or
externally motivated, most people would simply not pursue
learning on thelr own., Indeed thls is a valid objection
which wlll now be discussed, along with other pertinent issues,
in terms of the weaknesses of the deschooling philosophy.
Whether one agrees or disagrees with the deschooling phlloso-
Phy however, 1t is nevertheless important in that it repre-

sents a challenge to develop a Broader, more humanistic
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educational consciousness which encourages more flexibillty,
creativity, self-reliance, self-direction and freedom of

individual cholce in learning.

Weaknesses of the Deschooling Philosophy

Although the deschooling philosophy might serve as a
theoretical challenge for a change in our educational con-
sclousness, 1t does not at this time represent a realistie
solution to the educational crisis, A fundamental weakness
of deschooling is that the prescription is too extreme for
the 1lls of the American educational system., Deschooling
soclety because there are problems in the existing system
‘would be very much like looking to buy a new automoblle be-
cause the battery in one's present car 1s dead, Whereas the
deschooling philosophy is theoretical and tentative, the
exlsting educational system 1s established, functional and

convenlent, and it 1s unrealistic to think that it would be

discontinued.

Positive Functlons of the Schools
The existing system of education is a vital part of
the American culture and economy, and it serves our soclety
in a variety of ways. One fundamental factor which must be
considered, for example, 1s the role schools play in providing
children with what Carl Berelter has referred to as "a place

to be.'f13 That 1s, schools furnish our society with a place

13carl Bereiter, Must We Educate?, (Englewood Cliffs,
New Jersey: Prentice-~Hall Inec,, 1973), p. 82,
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where young people may interact with peers, form friendships,
and channel thelr energles lnto varlous forms of work and
play. The schools currently provide a functional environ-
ment wherein students can express thelr individuality, and
demonstrate thelr creativity, abillity, and talents in a varlety
of educational and recreational activitles., Although in many
cases the schools might 1imit the students choice of activi-
ties and options for self-expression, there are at present
few other institutions in our soclety to which most children
would have access, which allow even an opportunity for'such
‘educatlonal, creative, and social involvement,

The schools, in providing an opportunity for peer
interaction, are especially lmportant to those familles who
live in rural areas or in neighborhoods devoid of playmates
for the children, |

In the soclo-economically deprived areas, the positive
functlon of schools becomes particularly apparent; George
Henderson and Robert F, Bibens have stated that "In our
rapldly polarizing socliety, school may be the only place where
economically disadvantaged people can find friendship,
accéptance and recognition."l4

Furthermore, in many instances (again, particularly in
economically disadvantaged areas) the schools provide a more

secure and stable environment in comparison to the home, As

14George Henderson and Robert F. Blbens, Teachers Should

Care: Soclal Perspectives of Teaching, (New York: Harper &
Row, 1970), p. 89,
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Henderson and Bibens have suggested:
Schools are drastic contrasts to most lower-class homes.
They are relatively clean, whereas slums are dirty.
Somools anell feifiy ieasant, siums stimk.i5
, .

A deschooled socliety would have to undertake the monu-
mental task of providing extensive realistic alternatives for
social interaction and educatlional opportunity, whlch would
be readily accessible to all students who would otherwlse be
served in this context by the schools, At the present time,
a definlitive, practical plan for the non-chaotic discontinu-
ation of schools and the establishment of an alternatlve
educational system has yet to be desligned.

Even 1f the schools were discontinued, and alternative
opportunities for learning, soclal interaction and creatlve
involvement (such as skill development centers, educational
media centers, educational programs in libraries and museums,
recreation centers, etec,) were established in a deschooled
socilety, these resource centers would be non-compulsory,

As Carl Berelter has suggested, there would be no guarantee
that people would bother to use these varlous facilities.16
Many parents and educators would agree with Phllip W, Jackson
and Amital Etzionl that in our present day soclety most

people would not be self-motivated to actively‘participafg—'

151bi4., p. 108,
16pereiter, Must We Educate?, p. 7O.
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in a non-compulsory educational system.17 As Jackson has
sald:

Doubtlessly there are children who, freed from the for-

mal demands of schools and with a minimum of adult

guidance, would set about the laborlous task of educa-

ting themselves, But whether all or most children if

pressed to do so, would turn_out to be such self-motivated

learners is indeed doubtful.l
There are a great many people in our soclety who share the
view that the student's "stormy genius,"19 as Emerson sald,
requires direction, supervision, and guldance to varlous edu-
cational recreational and soclal activities. Whereas the
schools are established and are currently providing such
educational direction and leadership, the deschooling philoso-
phy is highly theoretical, and in fact may be mistaken in
1ts assumption that students will pursue learning on their
own without any external motivation, Thus, to use Bertrand
Russell's words, in spite of the "evils of most existing
educational institutions,"20 the schools are currently pro-
viding our soclety with extremely functlonal settings wherein
people have the opportunity to pursue meaningful social re-
lationships, and exercise thelr creative and intellectusl

talents and abilities.

| 17Pnilip W. Jackson, "Farewell To Schools--No!" in
Crucial Issues in Educatlion, ed. by Henry Ehlers, (New York:
Holt, Rinehart and Winston, 1973), pp. 209-212,

181p14.,p. 210.

19Emersdn, Education, in The Portable Emerson, pp. 258=-

259.

2050 rtrand Russell, Education and the Good ILife (New

York: Bonl and Iiveright, 1926), p. 7.
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Custodial Functions of Schools
In addition to its other services, as Paul Goodman,

among others, has indicated, the schools perform several

highly valued "unpedagogic" functions as well; such as "re-

lieving the home, controlling delinguency, and keeping kids
from competing for jobs."21 Everett Relmer has explained

that custodial care is an important functlon of the schools

in modern society. 1In Reimer's words:

Custodial care 1s now so universally provided by
schools that 1t is hard to remember earlier arrangements,
Children must, of course, be cared for--if they are
children, that is, and not just young members of the
community taking part in its normal productive and so-
clal affairs. Most youngsters still get along without
special care, all over the world, in the tribal, peasant
and urban dwellings of the poor. It iIs only the mothers
who have been freed from the drudgery of food production
and preparation who find it necessary to turn the care
of their children over to others, This is because of
other differences between modern and traditional socle-
tles. Older children are taken out of the house by the
school, fathers go to work, and grandparents and other
members of the extended famlly are left behind in rural
or older urban settlements, Were 1t not for the school,
child care in the modern family would fall exclusively
upon the mother., Schools thus help to liberate the
modern woman, Women clearly need , . . the liberation
schools provide., . . . Child care costs money, and al-
though schools provide it relatively cheaply, this is
where most of the school budget goes,

Thus, another weakness of the deschooling philosophy is that

(1) it diminishes the high value contemporary sociéty places

on the schools in providing custodlial care for 59 million

House, 1960), p. 33.

21paul Goodman, Growing Up Absurd, (New York: Random

22Eyerett Reimer, School Is Dead: Alternatives In

Education, (Garden City, New York: Doubleday and Company,
Inc.,, 1970), PP. 33-34,
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students estimated to be enrolled in our nation's schools;23
and (2) it offers no realistic, detalled plan for the develop=-
ment of alternative agencles which would equal or surpass the
competency of the schools irn providing such custodial care,
As Philip W. Jackson has explalined:
even 1f educators or their critics wanted to set children
free to learn on their own wlthout the confines of a
school and all the restrictions i1t implies, there is ample
reason to belleve that parents and other adults in our
soclety would not stand for it, ILike it or not, our
schools presently perform a2 custodial function as well
as an educational one, Parents, particularly those of
young children simply do not want thelr offspring to be
unsupervised during much of the day., We could of course,
substitute compulsory day-care centers or neighborhood
clubs for compulsory schools, but, when we consider such

alternatives, they begin to look not at all that different
from w%%t used to go on in the empty schoolhouse down the

block,
Economic Considerations

The relevance of the deschooling philosophy is further
diminished by_the fact that the existing educational system
1s an elaborately established, extremely important part of the
Amerlican Economy. As Peter Drucker has observed, educatlon
has become our largest single expenditure and it is "the cost
center of the American economy."2> The Unlted States Office
of Education has reported that "education is by far the

23Statist1ca1 Abstract of the Unlted States: 1974
(Washington, D.C.: Bureau of the Census, 1974), p. 110,

24Ph111p W. Jackson, "Farewell to Schools-=No!" in
Critical Issues in Education, p., 206,

25peter Drucker, "School Around The Bend," Psychology
Today, VI, No. 1 (June, 1972), p. 50.
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largest item in the budget of state and local governments."26
State and local governments spend approximately 40 percent of
their total fiscal budgets on education.2? (The direct expen=
ditures of state and local governments for all functlons and
for education, by per capita amount and percent of per caplta
income is shown in Table 1 in the appendix,) For example,
in the state of Oklahoma where this dissertation was written
more money is spent on education than on any other functlon
of government. A recent study showed that:
The State spends more on education than any other func-
tion of government, In PFiscal 1973, the Oklahoma State
Government spent $543.8 million on Education. This
amounted to 40,5 percent of total state expenditures.28
Documentation of the monumental importance of the

existing educatlonal system as an economic enterprise may be

found on a national scale as well., The American Enterprise

26y, s, Department of Health, Education and Welfare:
Office of Education, Digest of Educational Statistics, by W. Vance
Grant and C, George ILind, National Center for Educatlonal Sta-
tistics, (Washington, D.C,: U.S, Government Printing Offlce,
1974), p. 26, .

2T1bid., pp. 26-27.

280k1ahoma State Expenditures in Brief: A Descriptlion
of State Government Expenditures By Functlon In The Fiscal
Year} Ended June 30, 1973, (The Kerr Foundation, inc, of Okla-
homa), p. 9. The report goes on to show the specific areas
in which the educational expenditures were made, It states,
"Instltutlions of higher education, elementary and secondary
education received 90 percent (490.2 million dollars) of Edu-
cation expenditure, Vocatlonal-technical education recelved
about four percent of the Education dollar, and vocational-
rehabllitative education about two percent. Less than one
percent of Education expendltures was spent on libraries,
museums, and cultural activities in general. The amount the
State pald into the Oklahoma Teachers' Retlrement System

accounted for most of the remalning three percent of Education
expenditures." (p. 9.)
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Institute for Public Policy Research has reported that the
United States spends almost as much on education as do all of

the world's other nations combilned:

In sheer magnitude, America's educational establishment
is truly something to behold. In 1971, one-~third of all
Americans were directly connected with educational lnstl-
tutions: 61 million as students and 6,5 million as
employees, Public and private schools and colleges were
scheduled to spend $85 billion in the school year 1971=-
1972, nearly eight percent of our Gross Natlonal Product
(GN?s. This is approximately as much as the comblned

educational expendltures of all the other countries on
earth.29

The report indicates that as a "business," education is among
the nation's largest "growth industries",

Education is not only one of the countries biggest indus-
tries--or, depending on how we categorize the varlious in-
dustries, possibly the biggest--but 1t is also among the
most ebullient growth industries, ZEnrollment has nearly
doubled since 1950, climbing from 31 million students to
61 million; and employment has nearly tripled from 2,2
million to 6.5 million, As a percentage of all resldents
of the Unlted States, the number of students jumped from
21 percent in 1950 to 30 percent in 1971,30

Addltlonal avallable data substantiates the role of

the existing educational system as a thriving economic

29Pinancineg The Schools: What Should Be The Policy
Towards Financling Elementa and Secondary Education in the
United States?, iWashington, D.,C., American Enterprise

Institute for Public Polley Research, July, 1972), p. 3.

3OIbid., P. 3. The report further compares education
with other expenditures, It reports that in the fiscal year
1972, in the Unlted States, more than 7 billion dollars was
spent on public and private education than was spent on
National Defense., $85.1 blllion dollars (7.8 percent of the
Gross Natlonal Product, representing an increase of 653
percent since 1952) was spent on Education; whereas §$78
billion dollars (7.2 percent of the Gross National Product,
representing an increase of only 67 percent since 1952) was
spent on the Natlonal Defense,
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enterprise. The United States Bureau of the Census and U,S,
Office of Education have verified the fact that enrollment
in the natlion's schools has nearly doubled since 1950, from
a previous student population of approximately 31 million to
nearly 60 million in 1973.71 (See Tables 2 and 3 in the
Appendix),

Furthermore, the U,S, 0ffice of Educatlon; has
reported that school expenditures amounted to an estimated
$96.3 billlion in 1974, which is 7.4 percent of the Gross
National Product.32 Figure 1 1s a graph of the total expen=-
ditures for educatlon as a percentage of the gross national
product 1929-1930 to 1971-197é. Figure 2 shows the growth of
public and private school expenditures and enrollment, 1960-
1974, (Additional data pertalning to school expenditures,
enrollment, and growth are summarized in Tables 1-6 in the
Appendix).

The Offlce of Educatlon has stated that "the rapid
rise of educational expenditures in recent years reflects the
growth of the school-age populatlon as well as the increased
efforts of the Natlon to provide quality education for its
young people."33 Furthermore, the Office of Educatlon has
projected that annual educatlional expendltures will continue

to rise to an estimated $114.5 billion by 1982-1983, (See

31statistical Abstract of the United States, 1974,
ppo 109-1100

321v4d4., p. 109,

33p1gest of Fducational Statistles, p. 24,



Figure 1. Total Expenditures for Education
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Figure 2, Public And Private
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Table 6 in the Appendix),

The purpose for citing these varlous statistics 1is
simply to show that in additlion to being agencles of soclall-
zation, custodial care, and education, the schools function
equally (if not more so) as an important economic enterprise.
As Merle Curti has sald, "The school structure itself has
been ﬁuch less the expression of humanitarianism and democ-
racy and much more the result of, and dependent upon, dominant
economic interests than is commonly supposed.“34 Here again,
whereas the deschooling philosophy 1s unconventional, theo-
retical and by no means universally endorsed, the existing
educational system is established, functional, and highly

valued in our culture,

Deschooling vs. Soclal Reallties

In sum, what 1s the most profound limitatlon of the
deschooling concept? It is a highly utoplan theory which is
largely incompatible with modern-day socloeconomic realities,
First, as 1t has been shown, there is a tremendous economic
and cultural investment in the existing educatlional system,
and 1t 1s most unlikely that deschooling will become a soclal
reallty in the near or even distant future,

Even if there were substantial interest and support

34Merle Curti, The Social Ideas of American Educators,
(New York: Charles Scribner's Sons, 1935), p. 590,




75

for a deschooled society, an elaborate and comprehensive plan
for the relatively smooth transition from the exlisting system
to a deschooled soclety would need to be developed-~-at this
time, no such plan exists, Finally, as Carl Berelter has
suggested, there would be no real guarantee that a deschooled
society would be any less problematic and bureaucratlc than
the existing educational system,35

Ardent deschoo}ing proponent Ivan Illich offers living
proof that the deschooling phllosophy is an extremely utopian
theory which has limlited relevance to the practicalities and
realities of present day 1life, Illich, while propounding
theories of socloeconomic revolution and radical educatlonal
reform, in actuallty directs a school in Cuernavaca, Mexlco,
where tradltional educational methodology and classroom
structure are used i1n teaching various subjects to students
from affluent Amerlcan suburbs, Howard Ozmon has studled Il-
lich's "school of deschooling," which is called The Centro
Intercultural de Documentacion (CIDOC), and has described its
curriculum and methods of operation.36 The CIDOC catalog
lists over one hundred courses presently being given, Current
course offerings may include such diverse subjects as Mexlcan
history, encounter games, and non-traditional educational

alternatives., The most heavily enrolled courses are in -

35car1 Bereiter, "Must We Educate,” Harvard Educational
Review, XLII, No. 3 (August, 1972) -

36Howaer Ozmon, "The School of Deschooling," Phi Delta
Kappan, LV, No, 3 (November, 1973), pp. 178-179.
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learning Spanish, which is an intensive, six hour per day
program with one instructor for every four students, All
entering students must pay a registration fee of $50, Stu-
dents enrolled in the Spanish language course pay $30 per week
for that program, and students who wish to participate in
ICLAS, "a number of free-wheellng courses strangely enough
dubbed Institute Contemporary for Iatin American Studies,"
are required to pay an additional sum (from $3. to $8, per
week, depending on whether or not they are in the language
program).>! Students who have paid their ICLAS fees are
entitled to attend various sessions (called "iclos"), which
are held between 11 o'clock and noon each day. Durlng these
rerilods instructors present lectures designed to encourage
students to enroll in thelr classes, After attending an
"{clo" session if students want to pursue the subject further,
they then arrange a fee with the instructor (generally
ranging from $10, to $30. for a two week course) and plan
to meet at regularly scheduled times,

Ozman has reported that while Illich has written ex-
tensively about the need for radical educational reform, the
actual program at CIDOC is highly structured, very formal,
and in fact 1s not very much different from a traditional
university. In Ozman's words:

The language program ., . . is highly structured with

students attending set classes, repeating drills, memori-
zing dialogues and changling teachers at the 'sound of a

3T1v1d., p. 178.
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bell. . . . Not only within the language courses, but
throughout the school in general there is an aura of
strictness and control., Many students who expected . .
a free and easy Summerhillian environment are surprised
at the rules and regulations that exist, Students
cannot ., . . wander into lectures without paylng, nor can
they attend the "iclos" without both a registratlon fee
and an "iclos" fee., . . . Students complained that (the
language courses) consisted mostly of rote learning and
that the teachers frequently become exasperated wlith the
slowness of students in learning Spanish,

Although one can understand why the language course
is so formalized, he would not expect it of the ICLAS
program, . . . Yet ICLAS is not as free as one might
expect. . . . ICLAS courses tend to end up as either
lecture or limited discussion courses,3
In pointing out the contradiction which seems to exlst
between Illich's well intentloned yet radical educational
philosophy and the realities of 1life, Ozman has presented
additional information to suggest that the deschoollng philos=-
ophy has limited relevance (beyond the theoretical drawling
board) to the educational erisis, Despite the imaglnative
visions of the deschooling phllosophy, schooling in the United
States of Amerlca (as well as in Cuernavaca, Mexico), appears

to be a continuing fact of life,

Coﬁclusion
In view of the tremendously important educational,
social, and economic¢ functions of the schools in American
culture today, 1t 1s almost inconcelvable that the existing
educational system would be discontinued, The deschooling

philosophy is a utopian theory which 1s almost totally

581v4d., pp. 178-179.
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incompatible with the realitles of modern day soclety, Even
Ivan Illich, one of the most prominent supporters of the
deschooling philosophy has expressed the realization that the
concept of deschooling 1s "meant to serve a society which
does not now exist,">9

This is not to deny that the exlisting educational sys-

tem is beset with very serlous problems which require con-
siderable amelioration. As Philip W. Jackson (a deschooling
opponent who has expressed the view that the deschoolling
philosophy 1s too radical a cure for the ills of American
education) has said:

Meanwhile, back in the classroom, there is a lot of
work to be done, Our inner-cilty schools, particularly
high schools, are disaster areas; too many of our stu-
dents, particularly our adolescents, are belng turned
off by thelr school experlence; the bureaucratlc struce-
ture of our schools , . . 1s more abrasive than it needs
to be; our graded system is too rigld and requires
loosening up; our teacher certification laws are shame=
fully archalc and prevent many good people from taking

thelr place in the classroom; our schools do need to be

linked more imaginatively to the communities they
serve,40 : :

Deschooling is not likely to become a soclal reality
in the near or possibly even distant future, While there is
some hope for deschoolling to occur within the new towns that
are springing up across the United States, the new towns
comprise only a small percentage of children belng educated

in America. In order for deschooling to become a reality in

39111ich, Deschooling Soclety, p. 105,

40Jackson, "Farewell To Schools-~No!" in Crucial Issues
in Education, p. 210,
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the new communlties, it 1s imperative that the educational
programs not emulate traditlonal public and private school
programs, The deschooling phllosophy is nevertheless important
however, and 1t serves a positive function, in that it brings
attentlion to the rigildlities and shortcomings of the existing
system, and expresses the optimistic vision that through
imagination and innovation, a more flexible, effective and
humanistlc educational consclousness may be developed.

In the followlng chapter a summary of the study's
findings will be presented, along with some relevant recom=-

mendations for poslitive change.



CHAPTER IV
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

The problem for this study was to critically analyze
the concept of deschooling with respect to its theoretical and
practical relevance as a potentlal solution to the educational
erisis., A summary of the study's findings 1s presented be=-
low, The summary 1s followed by the study's conclusions and

recommenda tions,

Summary

Beset by an abundance of problems, the Amerlcan
educational system has been and is currently belng attacked
on all sides, not only by radical critles, but by prominent
and fesponsible educators and researchers as well; In the
rélevant literature there is a great amount of data avallable
wvhich supports the contention that the schools are in deep
crisis., The specific problems which have been invéstigated
in thls study, that collectively, constitute the educational
crisis include: (1) the inflexibility of the educational sys-
tem in 1ts maintenance of strict rules and processes which do
not make sufflcient allowances for a varlety of individual
learning needs and personality differences; (2) the over-
emphasis in schools on extensive instructlon, and external
coerclon and manipulation, to the extent that the individual's
self-motivated learning (for its own sake) is limited, or

80
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denied; (3) the overemphasis on the acquisition of verbal,
symbolic learnlng, and rote-memorization of isolated informa=-
tion; (4)nommotivating teaching methods and dull and irrelevant
curriculum content; (5) the failure of schools to effectively
teach basic skills and traditional subject matter; (6) the
lack of student involvement in making declisions regarding
curriculum content and school rules; (7) the extensive encour-
agement of conformlty and subservience to designated authority,
procedures, and rules in the schools with 1little or no room
for deviatlion, or for individual self-expression, creativity,
or non-conformity; (7) the lack of extensive opportunities for
learning and experience outside of the classroom; (8) the
exlstence of raclal discrimination throughout the educational
system; (9) the creation and perpetuation of problems related
to stereotyped sex-roles in the schools; (10) the lack of
extensive provislons for education related to self-understanding,
self-reliance, and human relations in the schools; (11) the
lack of agreement between various educational philosophers,
researchers, administrators and planners (not to mention
parents and students), regarding educational theories, poli-
cles and practices; and (12) the vast bureaucracy of the
existing educatlonal system which makes it extremely difficult
to actuallize even the most brilliant and well intentioned
pedagogical innovations into classroom practice.

In noting the varlous problems that confront the
exlsting educatlonal system, many educators and researchers

have suggested that the schools are more harmful than they



82
are beneficial in terms of enhancing existence and promoting
learning and creativity. On the other hand, there are educa-
tors who have suggested that the encouragement of conformlity,
competition, and strict academlic discipline in accordance wlth
the designated curriculum 1s functional and in fact necessary
in preparing students for present day life as it really exists
in soclety, outside of the school., Here agaln another element
of the educatlional crisis may be seen--that is, the disagree-
ment between educators wlth regard to educational phlilosophy
and policy mentioned earlier,

Regardless of what one's own personal philosophy of
education 1s, the fact remalns that the existing educational
system 1s beset with a great many problems, The realities
of the educational system have led to an increasing discontent
and sense of frustration, which in recent years has manifested
1tself in wldespread student reaction, including sit-ins,
boycotts, vandalism and violence as means of protest. It
has been suggested thaf such demonstrations are likely to
persist.

In viewing the problems and limitations of the existing
educational system, a growing number of serlous educatlonal
thinkers have suggested that the system as it currently
exists 1s beyond hdpe. Some critics have suggested that we
must look beyond reforming the schools, toward a broader, more
effective, and more humane system of education, Thus the con-

cept of deschooling soclety has been offered as a solution to

the educational crisis,
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The deschooling philosophy believes that inasmuch as
the schools limit, rather than enhance the individuals
existence and intellectual, creative, and humanistic growth
and development, they should be discontinued as society's
primary agency of education, While deschooling 1s thus a
philosophy of negation in its condemnation of schools, 1t also
has a positive side as well since it suggests that other, more
convivial, non-compulsory alternatives for education, recrea-
tion and socialization be developed, Although the deschooling
Philosophy at thls point in time can offer no specific compre-
hensive plan for the creatlon of a deschooled soclety, it does
offer general guldelines for the development of alternative
educational arrangements and resources, These alternatives
include: (1) the development of the libraries as learning
centers which offer various educational programs; (2) the
development of community media centers offering access to
films, records, books, videotdape equipment, computers, micro-
scopes and so forth; (3) the creation of skill development cen=-
ters wherein people could learn fundamental skl” .s such as
reading, writing, basic math, typing etc.; (4) computer
centers which direct people to educational resources, teachers,
and peers with common learning interests; and (5) educational
programs built around agencles and businesses in the qommunity,
such as museums, factories, airports, libraries, zoos, farms
and so forth., It was suggested that through imagination and
innovation other possibllitlies for educational opportunity
could be designed as well by educational thinkers and planners,
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The underlylng idea of a deschooled society is that everyone
would have free cholce and unlimited access to an extenslve
range of non=-compulsory educatlonal opportunities and resour-
ces. In this sense, the deschooling phlilosophy is extremely
valuable, since it offers a broader concept of education
that extends beyond the confines of the schools, which may
serve to stlmulate the imaglnatlons of those people who are
involved in improving our educational system,

The deschooling phllosophy is extremely beneficial,
because it (1) identifies and brings attention to the limita-
tions and problems which exist in schools; (2) suggests that
the human being (as opposed to the process or institution),
1s the most important factor in the determination of educa-
tional policies; and (3) presents the idea that through
imaginative innovatlon, a freer, more effective and humanis-
tic educational system may be developed, However, while the
deschooling philosophy 1s extremely thought provoking, and
valuable as a theoretical pole which may serve to offset many
of the rigldities of the existing system, deschooling 1§
unlikely to become a social reality in the near or possibly
even distant future,

Whereas the deschooling philosophy 1s extremely utoplan
and hypothetical, the existing educational system 1s estab=-
lished and 1s not only highly functional but highly valued
as well, The schools are a vital part of the American culture
and economy, and they serve our soclety in a variety of ways.

For example, one extremely important factor to be considered
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is the role schools play in providing children with a place

*to be.” That is, schools furnish our society with a funce-
tional setting where young people may interact with peers,
form friendships, and channel their energies into various
forms of work and play.

Schools currently provide a place where students can
express their individuality, and demonstrate their creafivity.
ability, and talents in a variety of educational and recreas<’
tional activities. Although as the relevant literature has
jndicated, the schools in many cases might limit the students®
choice of activities and options for self-expression, there
are at present few other institutions in our society to which
most children would have access, which allow even an oppor-
tunity for such educational, creative, and social involvement.
The importance of schools as a place to be is particularly appar-
ent in the socioeconomically disadvantaged areas, and in neighbor-
hoods where there are limited opportunities for children to form
friendships with peers.

A deschooled society would have to undertake the monu-
mental task of providing extensive realistic opportunities for
social interaction and educational involvement which would be
readily accessable to all students who would otherwise be served
in this context by the schools. Again, other than some hypothet-
ical suggestions, the deschooling philosophy at present does not
have a realistic, definitive plan for the development of alterna-

tive agencies for such socialization and education.
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In addition, several researchers have expressed the
concern that even if the schools were discontinued and extensive
alternative agencies were established in a deschooled society,
these alternative learning opportunities would be noncompul-
sory, In terms of present day soclety, it is very likely that
many people would simply not be self-motivated to use the
various avallable facllities., Again, in splte of the limi-
tations of the exlsting educatlonal system, the schools provide
an environment wherein learning and positive soclal interaction
are encouraged.

Furthermore, the schools serve soclety 1in another
highly valued capaclty, as agencles of custodial care, In this
context, schools are extremely important in our soclety in
that they rellieve the home, thus providing a form of liberation
for the modern day housewife. It was suggested that the
schools are highly valued as custodlial agencles in that
parents feel more secure knowlng that their children are
adequately supervised during the day. In view of the vast
enrollment figures, and in 1light of the fact that there are
at present no other institutlons being developed en masse to
take over thls custodial function, agaln, there is great
socletal support for maintaining the schools as they currently
exlst,

In addition, the practical relevance of deschooling
as a solution to the educational crisis is further diminished
by the fact that the existing educatlonal system is an elabor=
ately established, extremely important part of the American
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economy. Educational expenditures are by far the largest
item in the budget of state and local governments. State
and local governments spend aporoximately 40 percent of their
total fiscal budgets on education. In 1974, an estimated
$96.3 billion was spent on education in the United States;
this was approximately 7.4 percent of the American economy's
gross national product. This study noted that the "education
industry®” has substantially grown in past years and its contin-
ued growth in the future is very likely to prevail. Thus, in
addition to being agencies of education, socialization, and
custodial care, the schools are equally important as an economic
enterprise. Here again, whereas the degchooling vhilosophy is
unconventional, theoretical, and by no means universally endorsed,
the existing educational system is established, functional and
in fact an extremely vital part of our economy and culture.
Finally, the credibility of the deschooling philosophy
is further diminished by the fact that ardent deschooling pro=-
ponent Ivan Illich, while propounding theories of socioeconomic
revolution and radical educational reform, in actuality directs
a school in Cuernavaca, Mexico, where traditional educational
methodology and classroom structure are used in teaching various
courses to students from affluent American suburbs. Illich®s
somewhat contradictory situation simply provides additional evi-
dence which supports the contention that deschooling has limited
practical relevance beyond its theoretical value as a solution

to the educational crisis.
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In summary, the most profound limitation of the
deschooling concept is that it 1s a highly utopian theory
which is largely incompatible with modern-day socloeconomic
realities. There is a tremendous economic and cultural invest-
ment in the existing educational system., 1In view of the
extremely important and highly valued functions of the schools
in contemporary American socilety, it 1s most unlikely that de-
schooling will become a soclal reality in the lmmediate or
possibly even long term future,

The deschooling philosophy is nevertheless valuable,
however, as a theoretical catalyst which may serve to stimulate

thought and action relating to educational amelloration,

Conclusions
Based on the research of this study, the following
conclusions were made:

1, Although the exlsting educational system 1s an elaborately
established, and extremely lmportant institution in our
culture, it is presently beset with a great many problems
and limltations, which collectively, constltute the crisis
in American education,

2. In view of the tremendously important educatlonal, soclal,
and economic functions of the schools in contemporary
American culture, deschooling is not likely to become a
social reality in the immedliate, or possibly even long-

term future,

3., The deschooling philosophy 1s a highly utoplan theory, which
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is almost totally incompatible with present day soclo-
economic realitles.

4, There is theoretical value in the deschooling philosophy,
inasmuch as 1t (a) identifies and brings attention to
the specific problems and limitations which exist 1in the
schools; and (b) offers a hypothetical alternative which
stimulates the imagination and provokes thought related
to educational amelioration,

5. Since deschooling is unlikely to become an actual social
reality, it would be more productive to think in terms
of continuing reformation and improvement within the
structures of the existing system, aimed at the development
of a more flexlble, human~being oriented educational
system, which would allow the individual a freer cholce

among a wider range of educatlional opportunities and

alternatives.

Recommendations

Whether or not one chooses to work toward the elimina-
tion of the schools in meeting the educational crisis is a
matter of personal choice, However, in the meantime the schools
currently do exist, and unless considérable improvements are
brought about they will most llikely continue to function in
the future as they have in the past.

The problems which exist in our educational system are
extremely perplexing; it would be highly presumptuous for this

wrlter to claim that he has any “"sure-fire" ultimate solutions.
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However, based on the study's findings, the followlng thirteen

recommendations are offered for conslderation:

1., Educators, administrators, students, and anyone else who
is involved in the field of education should seriously
consider the vérious problems which presently exist within
our educational system, and do whatever they can--wherever
they can--to generate positive change,

2. A more positive attitude toward children (that is, the
realization of children as human beings; and the appre-
clation of childhood as a most important time in human
existence) should be nourished, both in teacher education
programs and in the schools themselves, Extensive, easily
understandable literature, emphasizing various aspects of
child development, the importance of childhood, and the
child's perspective as a human being should be continually
disseminated in education classes and in the schools,
Children of all ages, from various schools in the community,
should be encouraged to attend teacher educatlon courses,
in order to provide greater insights into the child's
peispective of the educatlonal system, Furthermore,
prospectlve teachers should be encouraged to interact
regularly wlith students of all ages in actual classroom
settlngs in the community. Reséarchers might even inves=-
tigate the feasibllity of using prospective teachers as
para-professionals to work in various learning situatlions

in community schools, under the guldance and direction of
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classroom teachers., Thls would not only provide
situations where future teachers could interact with
students, but it would reduce the high student-to-teacher
ratio which currently exlsts 1n most school classrooms,
In additlion, workshops and siminars for in-service
teachers, sponsored by school boards and colleges of
education, should be held regularly to emphasize sensl-
tivity to the needs of children, and the chlld's basic
human rights. Here agaln, students from various grade
levels might participate in these seminars to provide
feedback regarding their individual perspectives.
The concept of mutual respect between teachers and students
should be emphaslized, both in teacher education programs
and in the'schools: Both students and teachers are
people who should relate to one another at the human
level, rather than mgrely from behind thelr designated
roles, Open communication between teachers and students
should be continually promoted at all levels of the
educational system. Here too; workshops and seminars
whereln educators, adminlstrators, and students have the
opportunity to express themselves, and learn more effective
ways of communicating with others, would be helpful,
Additional ways in which the most positive human relations
might be fostered and promoted throughout the educational
system should be continually investigated and pursued by
researchers, educators and others who have positive

contributions to offer,
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Students should be given the opportunity to participate
in the determination of curriculum content and school
rules, Educators and administrators should attempt to
arrange school programs in such a manner as to allow ex-
tensive opportunities for students to be involved in
activities which meet the student's individual interests
and needs, Students should be allowed a freer hand 1in
choosing from among a wide range of educational alterna-
tives, what they wish to learn, A contract syétem, whereby
students sign up to participate in varlous learning and

recreational activities might work well in this regard,

" and its feasibllity should be studied. Researchers,

planners and administrators should study other plans
which might be implemented in the schools, which offer
students greater latitude in the determination of their
own individual educational programs, Classes which offer
extensive opportunities for creative participation and
self-expression (art, music, drama, discussion groups)
should be included in the cﬁrriculum, and should be
readlly avallable to students. Opportunities for relaxa-
tion and soclalization (i.e., lounges, snack bars, and
television, as well as game rooms) should be provided in
the schools, and students should be free to go to these
varlous areas whenever they are not involved in classes,
Arbitrary school rules and rigld authoritarian discipline
for thelr own sake should be gradually replaced by an

emphasis on self-discipline, based on the encouragement
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of mutual respect for the rights of other human beings, and
the individual's participation in worthwhile, meaningful
activities of their own choosing.
The overemphasls on grades, and other forms of external
coerclon should be gradually replaced by an emphasis on
self-motivated learning for its own sake, based on the
interests of individual students, In this way fear of
fallure or rejection by a student who is slow to compre=-
hend a subject would be superseded by the student’'s
helghtened self concept and feeling of accomplishment,
when he masters a skill or subject which he 1s interested
in,
Excessive competition in classroom learning situations
(1.e., extensive competition among students for teacher
approval, high grades, etc,) should be reduced or
eliﬁinated. Instead, helping relationships among stu-
dents should be encouraged by the teacher, For example,
students who have mastered certain basic skills could
help other students to do the same, This would not only
give‘the helping student a sense of satlsfactlion and '
recognition in being able to help another peer, but it
would also provide the necessary help for the student
requiring 1t, and 1t would free the teacher to help other
students who actually require the teacher's attention,
The most important aspect though 1s to promote a spirit
of cooperation, rather than competition (which should be

relegated to athletics, recreational games, etc.,) in the
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various learning situatlons in the schools.

9, Educatlonal researchers should continue to study the most
effective and humane teaching methodology and theories of
learning, and disseminate their flndings in teacher
education classes and among teachers in the schools, in
an effort to provide students with the most adequate
educational opportunities,

10, Extensive investigatlon and experimentation should be
conducted relating to the educational value and appli-
cation oflvarious non-intellectual, transcendental forms
and processes of meditation, self integration, and
unification. Perhaps thls requires elaboration, William
James, in hls Varleties of Religious Experience sald that

our normal waklng consciousness 1s only one way of
perceiving reality. In James' words:

Our normal waking consclousness, rational
consclousness as we call it, 1s but one speclal
type of consclousness, whilst all about it, parted
from 1t by the fllmiest of screens, there lle po=-
tentlal forms of consclousness entirely different

. « o they forbld a premature closing of our accounts
with reality.l

In recent years various researchers, including David Cole
Gordon? and Andrew Weil,? have concluded that the desire

lyiliiam James, The Varietles of Religious Experience,
(New York: Random House, 1902), pPp. 3(8=379.

2David Cole Gordon, Self-Love, (Baltimore: Penguin Books,
Inc., 1972), pp. 48-49,

SAndrew Weil, The Natural Mind, (Boston: Houghton-Mifflin
Company, 1972), pp. 19-21,
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to transcend mundane reality and achleve altered states
of consclousness, whereln the individual is unified in
mind and body and at peace with the world, is a naturai
human drive. Spontaneous play in younger children, various
forms of meditation, and activities related to rhythm and
music are ammg the ways 1n which these unified, altered
states of consciousness may be realized, There 1is at the
present time at least some evidence to suggest that the
attalnment of altered states of consclousness has poslitive
educational application, For example, Francis Driscoll,
Superintendent of Schools, Eastchester, New York, has
reported positive results in using one meditative tech-
nique, Transcendental Meditation (TM), as an adjunct to
the high school currlculum.4 Driscoll concluded that
transcendental meditation was "of direct and positive
help to students," since "scholastic grades improve,
relatlonships with family, teachers and peers are better,
and very slgnificantly, drug abuse disappears or does not
begin.“s Educators and researchers should study transcen-
dental meditation, as well as other forms and activities
related to unification, transcendence, and alternate
states of consclousness with respect to their potential

educational value and application,

Phi

4Francis Driscoll, "TM As A Secondary School -Subject,"”

Delta Kappan, LIV, No. 4 (December, 1972) pp. 236-237.

5Ibid., p. 237.
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Furthermore, educators should continually attempt to maintain
a good sense of humor, Students at all levels of education
appreciate a humorous anecdote which serves elther to
1llustrate a particular point, or simply to relieve any
tension which might exist in the classroom. It is felt
that a good sense of humor would also serve to reinforce
a positive learning environment, and maintaln the interest
of students, For example, at the Unliversity of California
recently a comedy writer from N,B,C,--T,V,, who writes
for the Johnny Carson Show, was hired by U,.S.C. Dean
Donald Lewis to write jJokes for professors to use in their
lecture courses, in an effort fo "lure (apathetic)
students back into fhe iecture halls and make them more
attentive."6 In the case of one professor of psychology,
who was rated "one of the worst" by his classes, the
gags which were infused into his lecture met with an
overwhelmingly positive student response. Of course,
the important point is not that educators continually
attempt to be uproariously funny, but rather that the
spirit in which something is taught 1s equally as impor-
tant as the subject itself; teachers should attempt to
promote good will and good humor in their classes,
Educational programs, bullt around agencies and functions
in the local community (i.e., libraries, museums,

businesses, factories and so forth), should be developed

6nHeeere's The Prof . . . ," Time, December 2, 1974, p. 92.
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in conjunction with the school curriculum, in an attempt
at enhancing the experlence of students and linking the
educational system with the real lives (and possible
futures) of students. The detalls for the development
of such programs should be studied by educational planners
and administrators in an effort to create the best
possible programs.
Finally, continulng research should be conducted that
studies (a) the progress toward amelioration which the
schools are making; and (b) other non-traditional educa-
tional alternatives which might be of elther theoretical

* rractical value to the educational system,
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TABLE I

Direct Expenditures of State And Local Governments
For All Functions And For Education, By Per
Capita Amount And Percent Of Per Caplta Incomet#

I

Direct general expenditures

Montana.........

__1970=-71
State Per All functions Education
caplita
person- Amount Percent Amount Percent
al per of per per of per
income capita Capiti capita caplta
1970 income income1
1 2 3 4 5 6
United States...3$3,933 $730.52 18.6  $288.05 7.3
Alabama.,....... 2,876 564, 36 19.6 217,54 7.6
Alaska...eeoee.. 4,586 1,827.52 39.8 643,39 14,0
Arizona.,........ 3,620 TO4,02 19.4 328, 32 2.1
Arkansas,....... 2,864 507.95 17.7 186,35 6.5
California,..... 4,444 916, 32 20,6 309,15 7.0
Colorado...ece... 3,831 728,43 19.0 336,39 8.8
Connecticut..... 4,817 789.82 16.4 293,38 6.1
Delaware,..e.... 4,353 921,28 21.2 440,50 10,1
District of
Columbia...... 5,466 1,233,51 22,6 304,97 5,6
Florida.t...'O.O 3,664 613. 34 16.7 251.87 609
Georgla...eee... 3,354 615,58 18.4 245,15 7.3
Hawall.......... 4,557 1,126.21 24,7 368,29 8.1
IdahO.eeceeeeses 3,264 639,24 17.9 251.51 7.7
Illinois..cc.... 4,486 711.16 18.8 297.09 6.6
India‘naOOODC ® 0o 0 e 3’787 580079 15.3 295.28 708
Iowa..ccceeeeees 3,750 690. 33 18.4 331.11 8.8
Kansasnoo.ooooco 3,918 645078 16.5 285016 703
Kentucky........ 3,099 576.83 18, 233,77 7.5
Louisiana....... 3,054 677.88 22,2 237.77 7.8
Malne....ecceeo. 3,242 646,23 19,9 250, 69 7.7
Maryland........ 4,287 779.57 18.2 324,06 7.6
Massachusetts... 4,343 782,72 18.0 255,66 5.9
Michigan..eee... 4,133 757.00 18.3 337.07 8.2
Minnesota....... 3,855 805, 86 20,9 378.99 9.8
Mississippi..... 2,597 594,54 22.9 217,20 8.4
Missouria.l..... 3’713 606.48 16.3 241. 83 6.5
9.1

3,444 753.78 21. 313.94
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Direct general expendltures.

1970-71

Per All functlons Education

caplita
State person- Amount Percent Amount Percent

al per of per per of per

income capita capit capita capita1

1970 income income

1 2 3 4 5 6

Nebraska,.eee... 3,792 648, 51 17.1 277.45 7.3
Nevada.,.ooeee.. 4,552 956, 31 21.C 271.51 6.0
New Hampshire... 3,620 615,44 17.0 249,38 6.9
New Jersey...... 4,577 711,42 15.5 281,13 6.1
New Mexico...... 3,127 716,72 22.9 337.98 10,8
New York..o.eeoeo 4,731 1,075.49 22,7 355.77 7.5
North Carolina,. 3,218 527,32 16.4 236,17 7.3
North Dakota.... 3,069 725.88 23,7 310,44 10,1
Ohio..cieececeee 3,977 584, 39 14.7 243,32 6.1
Oklahoma,.eeeeee 3,332 623,00 18.7 241,61 7.3
OregoN..eoevesss 3,718 756,33 20.3 324,25 8.7
Pennsylvania.,.. 3,942 680,72 17.3 270.55 6.9
Rhode Island.... 3,918 687.35 17.5 272.77 7.0
South Carolina.,. 2,933 501. 42 15.8 228, 64 7.8
South Dakota..,.. 3,164 724,42 22,9 338,91 10.7
Tennesse€....... 3,075 569,53 18,5 214,87 7.0
Texas......'l..l 3’573 563¢73 1508 246067 6.9
Utah............ 3’221 677019 2100 343009 1007
Vermont..oeeeeoe 3,448 840,25 24 .4 315,16 9.1
Virginla........ 3,650 592, 86 16,2 261,82 7.2
Washington...... 3,984 879.57 22,1 374.60 9.4
West Virginia... 3,034 634,46 20,9 238,53 . 7.9
Wisconsin,...... 3,712 763,72 20,6 349,25 9.4
Wyomlng..'.. *o e 090 3,674 939.64 2506 400. 52 1009

1Percentages were computed by the O0ffice of Education,.

#Source:

Digest of Educational Statisties, 1974, p. 27.



TABIE 2

School Enrollment, By Type of School: 1930-1971%

(In thousands. Prior to 1960, excludes Alaska and Hawaii, Beginning 1964, data
as of fall of preceding year)

Item 1930 l940 1950 1960 1964 1966 . 1970 1971

Totaleesesersensosees 22,652 29,751 31,319 45,228 51,191 54,306 58,766 59,138
Kingergartenl.... 786 661 1,175 2,293 2,555 2,493 2,821 2,770
P“blic ) se 00 s 00 723 595 %'034 ll923 20132 2'262 2'601 30559
1 i ? 133 2 354 4ok 212 3 200 191

Nonpublicd..epeences 5 s
Grades 1-85...... 22,953 20,466 21,032 30,119 32,147 33,266 34,290 34,078
Publiclc oiootloooloo 20. 555 18.237 189353 25.6?9 27'172 28'315 29.996 30.018
Nonpublicl.......... 2,255 2,096 3 2,575 3 4,286 4,796 4,763 3 4,100 %4 3,865
Residentialischools .
for exceptional .
childreng.......... 7 124 56 8 L9 9 59 75 3 85 3 87 3 87
Federal schools for
IndiansS. ceeeseccvse 19 17 20 25 29 32 34 34
Federal schools on
Federal installa-
tioNS.eeeesnegerses (NA)  (NA) (NA) 19 28 29 333 32
Grades 9-125.... 4,812 7.130 6,453 9,600 12,255 13,021 14,518 14,74
Public high schools1 4,399 6,601 5,725 8,485 10,883 11,597 13,022 13,332
Nonpublic high
schoolsl........... 341 458 3 672 3 1,035 1,287 1,329 3 1,400 4 1,314
Residential schools

for exceptional

childreng.......... 7y 10 8 10 9 24 31 3 35 3 37 3 39
Federal schools for

Indians,.....'.".. 8 7 8 12 13 14 12 12
Federal schools on

Federal installa-

£10NSeseesecraesres  (NA) (NA)  (NA) 1 2 3 33 3 3
Higher educationl... 1,101 1,491 2,659 3,216 4,234 5,526 7,136 7,Eu5
Publicly controlled. 533 797 1,355 1,832 2,633 3,624 5,112 5,477
Privately controlled 568 698 1,304 1,384 1,601 1,902 2,024 2,068
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TABLE 2--Continued
School Enrollments By Type of Schools 1930-1971%

NA Not available.
1Excludes subcollegiate departments of institutions of higher education, residential

schools for exceptional children, and Federal schools, except that, for kindergarten,
avalilable data are included in the totals.

2Source:s U.S. Bureau of the Census, Current Population Reports, series P-20.
SEstimated.

4Tncludes estimates for nonreporting schools.

5Tncludes subcollegiate departments of institutions of higher education, not shown
eparately.

ESchools for the blind, deaf, mentally deficient, epileptic, and delinquent.

71927 data

81946 data

9Estimate based on 1958 survey.

#Sources Statistical Abstract of the United States, 1974, p. 109.
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TABLE 3
Fnrollment In Public And Private Schools: 1960-1973#%

(In millions of persons 3 to 34 years of age, except as noted. As of October.
Elementary includes grades 1-8; high school, grades 9-12 and postgraduates. See

headnote, table 169)

19601 _ 1970 . 1972 1973
Level Total Public Pri- To- Pub- Pri- To- Pub~ Pri- To- Pub- Pri-
vate tal 1lic vate tal lic vate tal lic vate

R

Total 46.3 39.0 7.2 60.4 s2.

2 8.1 60.1 52,1 8.1 59,4 51,6 7.8
Nursery...... (NA) (NA) (NA) 1.1 .3 .8 1.3 L4 .9 1.3 4 .9
Kindergarten 2.1 1.7 .4 3.2 2.6 .5 3.1 2.6 .5 3.1 2.6 .5
Elementary... 30.3 25.8 4.5 34.0 30.0 3.9 32.2 28.7 3.5 31.5 28.2 3.3
High school.. 10.2 9.2 1.0 14,7 13.5 1.2 15.2 14,0 1.2 1s5.3 14.2 1.2
College.e.cees 3.6 2.3 1.3 7.4 5.7 1.7 8.3 6.3 2.0 8.2 6.2 2.0

NA Not avail=ahle
1lpata are for persons 5 to 34 years of age.

#*Sources Statistical Abstract of the United States, 1974, p. 110.
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TABLE 4

School Expenditures; Public and Private, By Type
O0f Control And Level Of Instruction: 1930-1974%

(In billions of dollars, except percent. Prior to 1960, excludes Alaska and Hawaii.
Estimates for school years ending in year shown; data for 1972-1974 are projections)

CONTROL AND LEVEL 1930 1940 1950 1960 1966 1970 1971 1972 1973 1974
est. est. est.

Totalls cevevenooneesenee 3.23 2 3,2028.80 324.7 45.2 70.2 76.3 83.3 89.5 96.3

Percent of gross nation- .
al produCt.eeecccesecess 3.1 3.5 3.4 5.1 6.6 7.5 7.8 7.9 7.7 7.4

Current expenditures

and intereSt.cceseseese 2.70 .2,83 7.23 20.6 37.6 60.0 66.4 73.5 79.2 85,2
Capital outlay or

plant exXpansioN.eceees. 53 .37 1.57 4.1 7.6 9.6 9.9 9.8 10.3 11.1
PubliCecoesesssoscscsese 2.66 2,70 7.06 19.4 35.3 s86.8 62,2 68.2 73.3 79.0
Percent ¢f total.,e.....82.1 84,3 80.2 78.7 78.1 80.9 8l.5 81.9 81.9 82.0
Current é¢xpenditures and L

interesticesscescsseess 2.23 2,38 5,77 "16.1 29.4 49.0 5Sk.0 60.0 64.8 69.8
Elementary and secondary 2.00 2.10 4.87 13.0 22.7 36.3 39.4 43.7 47.1 50.6
Higher.. S o0 00t 00O .2’4‘ 027 '90 .3.1 6-7 12'7 lu.6 16-3 17-7 19'2
Capital outlay or plant : n

expansion..-....n..... .’4—2 032 1.29 3-3 5.9 7'8 8.2 . 8.2 8.5 9.2
Elementary and secondary .37 .26 1.01 2.7 3.8 4.7 5.1 50 5.0 5.4
Higher .05 .06 .28 6 2.1 3.1 3.1 3.2 3.5 3.8
Private . ;58 .50 1.74 5.3 9.9 13.4 1l14.1 15.1 16.2 17.3
Current expenditures and

1ntere8tl P9 00 00 00 8 8 s e 00 .u? .u6 1'46 ‘+I5 8.2 1106 1204 13.5 14.# 15.“
Elementary and secondary .20 .21 .65 2.0 3.0 LH.0 4.2 4.6 4,9 5.1
Higher.eeeesooscacceacee 27 .25 .81 2.5 5.2 7.6 8.2 8.9 9.5 10.3
Capital outlay or plant

expansioNeiecececssscceee 11 .05 .28 .8 1.7 1.8 1.7 1.6 1.8 1.9
Elementary and secondary .O4 .03 14 Ui .5 .5 .5 .5 .5 .2
Higher..-............... 007 .02 .14 ol‘" 1.2 1-3 1.2 1.1 1.3 1,
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Table 4-=Continued

School Expenditures; Public and Private, By Type
Of Control And Level Of Insturctions 1930-1974*

lExcludes expenditures for schools of nursing not affiliated with colleges and

gniversities.
Excludes higher education current expenditures for auxiliary enterprises and other

noneducational current-fund expenditures.
Excludes expenditures for residential schools for exceptional children.

Includes expenditures for Federal schools for Indians and Federal schools on
Federal installtions that are excluded from breakdown.

- #Sources Statistical Abgtract of the United States, 1974, p. 109.
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TABLE 5
School Expenditures; Public And Private, By Source Of Funds: 1960-1974*

(Estimates for school years ending in year shown)

ITEM TOTAL (bil. dol.) PERCENT
1960 1966 1970 1971 1972 1973 1974 1960 1966 1970 1971 1972 1973 1974
est. est. est. est. est. est. est. est.

Total.eoeoe. 24.7 45.2 70.0 76.3 83.3 89.5 96.3 100.0 100.0 100.0 100.0 100.0 100.0 100.0
Federal.... 1.7 5.1 7.7 8.3 9.0 9.5 9.6 6.9 11.3 11.0 10.9 10.8 110.6 10.0
State.ceeoe 7.2 13.1 22,5 24,7 27.4 29.8 32.3 29.1 29.0 32.1 132.4 32.9 33.3 33.5
Localeseosos 9.7 15.0 21.9 24.0 25.9 27.5 29.9 32.3 33.2 31.3 31.4 31.1 30.7 31.1
All other.. 6.1 12.0 17.9 19.3 21.0 22.7 24.5 24.7 26.5 25.6 25.3 25.2 25,4 254
Public..... 19.7 35.3 56.6 62.2 68.2 73.3 79.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0
Federal.... 1.2 3,7 6.0 6.6 7.2 7.7 7.7 6.1 10.5 10.6 10.6 10.6 10.5 9.8
Stateceoeos 7.2 13.0 .22.4 24,6 27.3 29.6 32,1 36.6 36.8 39.6 39.6 40.0 40.4 40.6
Local.ic.ceoe 9.7 15.0 21.8 23.9 25.8 27.4 29.8 49,2 42.5 38.5 38.4 37.8 37.4 37.7
All other.. 1.6 3.6 6.4 7.1 7.9 8.6 9,8 8.1 10.2 11.3 11.4 11.6 11.7 11.9
Private.... 5.0 9.9 13.4 14,1 15,1 16.2 17.3 100.0 100.0 100.0 100.0 100.0 100.0 100.0
Federal.... .5 1.4 1.7 1.7 1.8 1.8 1.9 10.0 14,1 12,7 12.1 11.9 11.1 11.0
State..e... (2z) .1 .1 .1 .1 .2 .2 (=) 1.0 0.7 0.7 0.7 1.2 1.1
Local.ieeses (z) (2) .2 .1 .1 .1 .1 (z) (=) 0.7 0.7 0.7 0.6 0.6
All Other.. 4,5 8.4 11.5 12,2 13.1 14.1 15.1 90.0 84.9 85.9 86.5 86.7 87.1 87.3
Elementary and .
seconda{y :

schoolst... 18.0 30.0 45.3 49.2 53.8 57.5 61.6 100.0 100.0 100.0 100.0 100.0 100.0 100.0
Federal.... o? 2.2 3-6 ‘&.0 4.5 ’4‘.8 Lh6 3-9 7.3 7-9 8-1 8.‘4" 8.3 7.5
State.ceceos 5.6 9.6 16.1 17.5 19.4 21.0 22.8 31.1 32. 35.5 35.6 36.0 36.5 37.0
Local.cceee 9.5 14,6 21.0 22,9 24,7 26.2 28.5 52.8 48.7 U46.4 46.5 U4s5.9 45,6 46.3
All other.. 2,2 3.6 4,6 4.8 5.2 5.5 5.7 12.2 12.0 10.2 9.8 9.7 9.6 9.2
Publicee... 15.9 26.5 40.8 44.5 48,7 52.1 56.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0
Federal.... .7 2.2 3.6 4.0 4.5 4.8 4,6 4.6 8.3 8.8 8.7 9.3 9,2 8,2
Stateccesses 5.6 9,6 16.1 17.5 19.4 21.0 22.8 3s5.4 36.2 39,5 39.4 39.8 40.3 40.8
Local.ceeoe 9.5 14,6 21,0 22,9 24,7 26.2 28.5 59.6 55.1 51.5 51.7 50.7 50.3 50.8
All other.. i ol 1 'l 1 .1 .1 0.4 6.4 0.2 0.2 0.2 0.2 0.2
Private,

all other. 2,1 3.5 4.5 4.7 5.1 5.4 5.6 100.0 100.0 100.0 100.0 100.0 100.0 100.0
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TABLE $5~--Continued

School Expenditures; Public And Private, By Source Of Fundss

1960-1974*

(Estimates for school years ending in year shown)

TOTAL (bil. dol.) PERCENT
ITEM 1960 1966 1970 1971 1972 1973 1974 1960 1966 1970 1971 1972 1973 1974
est, est. est. est. est. est. est. est.

Institutions

of higher

education.. 6.7 15.2 24.7 27.1 29.5 32.0 34,7 100.0 100.0 100.0 100.0 100.0 100.0 100.0
Federal. ... 1.0 2.9 4,1 4.3 4.5 4.7 5.0 14%.9 19.1 16.6 15.9 15.2 14,6 14.4
State.csecee 1.6 3.5 6.4 7.2 8.0 8.8 9.5 23.9 23.0 25.9 26.5 27.1 27.4 27.4
Localieeoss 2 oA .9 1.1 1.2 1.3 1.4 3.0 2,6 3.6 L.,1 4.1 L. 1 4b.o
All other.. 3.9 8.4 13.3 14.5 15.8 17.2 18.8 58.2 55.3 53.9 53.5 5§3.6 53.9 54.2
Publicisess 3.8 8.8 15.8 17.7 19.5 21.2 23.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0
Federal.... .5 1.5 2.4 2.6 2.7 2.9 3.1 14,9 17.6 0 14.3 14.1 13.7 13.3
Stateseecess 1.6 3.4 6.3 7.1 7.9 8.6 9.3 Wi, 4 38.4 40.0 #iO. 40.4 40.4 L40.4
Local.cevee 2 iy .8 1.0 1.1 1.2 1.3 4.6 4,1 1 S. 4 5.5 5.7 5.8
All other.. 1.5 3.5 6.3 7.0 7.8 8.5 9.3 39.1 39.9 9.9 139.7 40.0 40.2 40.5
Private.... 2.9 6.4 8.9 9.4 10.0 10.8 11.7 100.0 100.0 100.0 100.0 100.0 100.0 100.0
Federal.... .? 1.4 1.7 1.7 1.8 1.8 1.9 17.0 22,1 18.8 18.3 17.6 16.9 16.2
State...... (Z nl cl 01 cl '2 .2 1.5 105 106 107 1.7 1-8 108
Localieeoos (z) (z) .17 .1 .1 .1 .1 0.2 0.1 0.7 O0O.7 0.8 0.9 0.9
All other.. 2.4 4,9 7.0 7.5 8.0 8.7 9.5 18.3 76.3 78.9 79.3 79.9 80.4 18.1

% Less than $50 million or less than 0.05 per cent.
Includes residential schools for exceptional children, Federal schools

federally operated elementary and secondary schools on military posts.

*Sources Statistical Abstract of the United States, 1974. p. 110.

for Indians, and
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TABLE 6

Expenditures (1972-1973 dollars) of regular Educational
. Institutions, by Instructional Level and
Institutional Controls United States, 1962-1963 to 1982-1983%*

(In billions of 1972-1973 dollars)

Elementary and secondary schoolsl

{nonpublic school expanditures Institutions
estimated on the basis of expenditures of higher
Total per teacher in public schools) - . education2
Year and contral (an
levels) Current Current
Total expend- Capital InterestS Total expend- Capital
jtures3  outlay? itures6  outlay?
(1 (2) {3} {4) (5) (6) (7) e (9)
1962-63: .

Total .o een.e... $48.6 $33.0 $26.2 $5.8 $1.0 $15.6° $108 $4.8
Public ...... Ceee 38.0 29.% 231 5.1 09 89 59 30

" Nonpublic ....... 10.6 39 - 3a 0.7 0.1 6.7 49 1.8

1963-64: ) : .

Total......... veeso 524 35.7 28.1 6.5 11 16.7 12.2 4.5
Public .......... 41.0 315 24.8 5.7 1.0 9.5 6.7 28
Nonpublic ....... 114 4.2 33 08 0.1 7.2 5.5 1.7

1964—-65: .

Total........ eaaa 57.6 38.7 39.1 7.5 1.1 189 139 5.0
Public .......... 447 34.2 26.6 6.6 1.0 10.5 7.7 - 28
Non-~ublic ....... 128 45 35 09 0.1 84 6.2 22

1965~66:

Total o.veivennnnnn 63.1 415 33.1 . 7.2 1.2 216 16.1 55
Public .......... 49.3 36.8 2.3 64 11 125 9.0 35
Nonpubiic ....... 138 4.7 3.8 08 0.1 9.1 7.1 20

1966-67:

Towl.iierennnnnn . 67.5 434 4.7 73 14 24.1 17.7 6.4
Public .......... §3.0 38.5 30.8 6.5 1.2 14.5 10.3 4.2
Nonpublic ....... 145 49 39 08 0.2 9.6 7.4 22

1967—68: .

Total..ovoeeunn... 746 483 39.5 7.4 14 26.3 19.9 6.4
Public .......... 59.3 43.0 35.2 6.6 1.2 16.3 121 4.2
Nonpublic ....... 153 5.3 43 08 0.2 100 - 78 22

1968-69: . ‘

Totaleevveeneennn. 76.3 43.7 40.0 74 13 276 215 6.1
Public .......... 61.4 43.6 358 6.6 1.2 178 13.2 46
Nonpublic ....... 148 5.1 4.2 08 B A | 9.8 83 1.5

1969-70: .

Total.......... .o 81.3 63.0 447 6.9 14 23.8 23.0 58
Public .......... 66.3 47.8 40.3 6.2 1.3 185 144 4.1
Nonpublic ....... 15.5 52 44 0.7 0.1 10.3 8.6 1.7

1970-71:

Total .. .oeevnnn... 83.2 534 45,2 6.7 1.5 29.8 24.5 53
Public ..... eecne 679 434 409 6.1 14 19.5 15.7 38
Nonpublie ....... 153 5.0 43 0.6 0.1 10.3 88 15

See footnotes atend q! table, v
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TABLE 6~~CONTINUED

Expenditures (1572-1973 dollars) of regular Educational
Institutions, by Instructional Level and
Institutional Controls United States, 1962-1963 to 1982-1983*

(In billions of 1972-1973 dollars)

Elementary and secondary schootsl

{nonpublic school expenditures . Institutions
estimated on the basis of expenditures of higher
Total per teacher in public schools) education?
Year and control G
levels) Current Current
Total expend- Capitsl InterestS Total expend- Capital
_ itures3  outlay? itures6  outlay?
1 73] (3) (4) {5) {6} ¥4] (8) (9
1971-72: ’ .

Total............. $868 §$559 $479 $6.1 $1.9 $309 $26.2 $4.7
Public .......... 71.1 50.7 43.5 55 1.7 204 17.0 34
Nonpublic ....... 15.7 5.2 44 0.6 0.2 . 105 9.2 13

1972-73: '

Total ..... Crecaaea 89.2 57.2 499 55 1.8 32.0 272 48
Public .......... 73.1 519 45.3 5.0 16 21.2 1.7 35
Nonputlic ....... 16.1 5.3 46 05 0.2 108 9.5 1.3

PROJECTED
1973-74:

Total..... ceonnena 919 53.7 51.3 55 19 332 28.3 49
Public .......... 754 534 46.7 5.0 1.7 220 18.4 36
Nonpublic ....... 16.5 5.3 4.6 05 0.2 11.2 9.9 1.3

1974~75: : )

Total ............. 94.5 €0.1 52.6 55 20 ‘344 29.5 49
Publiec .......... 725 54.7 479 . 5.0 1.8 228 19.2 @ 36
Nonpublic ....... 17.0 5.4 4.7 05 0.2 11.6 103 1.3

1975—-76:

Total........ cecee 976 61.7 . 54.2 8. 20 359 30.9 5.0
Public .......... 80.0 6.2 494 5.0 - 18 238 20.1 3.7
Nonpublic ....... 176 5.5 4.8 0.5 0.2 124 _ 10.8 1.3

1976-77: ‘

Total . covnvennnnn. 100.5 63.2 55.6 5.5 2.1 37.3 322 5.1
Public .......... 824 57.6 50.7 5.0 19. 248 210 38
Nonpublic ....... 18.1 56 4.‘9 0.5 0.2 125 112 1.3

1977-78: . .

Total .ovveennnnnen 1034 64.5 56.8 5.5 22 389 33.7 ‘8.2
Public .......... 84.7 58.8 €1.8 5.0 20 259 220 39
Nanpublic ....... 18.7 5.7 50 0.5 0.2 13.0 11.7 1.3

1978-79: )

Total . veveeeeeo.. 1056 65.2 57.5 5.5 22 404 35.1 5.3
Public ........ .e 864 595 525 50 20 269 229 40
Nonpublic ....... 192 5.7 5.0 0.5 0.2 135 12.2 1.3

1979-80: . :

Total.......... ... 1078 66.2 58.4 585 23 41.6 36.2 S4
Public .......... 88.1 60.4 533 50 21 27.7 237 4.0
Nonpublic ....... 197 538 5.1 05 0.2 139 125 14

1980-81: ’ .

Total..vevveenee.. 1101 67.5 9.6 5.5 24 42.6 373 53

Public .....c.... 839 61.5 54.3 5.0 22 28.4 234 40

Nonpublic ....... 202 6.0 53 0.5 0.2 14.2 129 1.3

- i
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TABLE 6--CONTINUED

Expenditureg (1?72-1973 dollars) of‘regular Educational
_Institutions, by Instructional Level and
Institutional Control:s United States, 1962-1963 to 1982-1983#

. (In billions of 1972-1973 dollars)™*

Eiementary and secondary schoals? -

{nonpublic school expenditures Institutions
estimated on the basis of expenditures of higher
Total per teacher in public schools) education?
Year and control {an .
{avels) : Current Current
Total expend- Capital InterestS Total expend- Capital
- jtures3  outlay? ituresé  outlay?
{1 (2) (3) (8) 5) . {6) (N (3) (9)
1981-82:

-] - | IR $1124 $689 $60.9 $55 $25 $435 $33.2 $5.3
Public .......... 918 628 85.5 5.0 23 290 25.0 40
Nonpublic ...... . 20.6 6.1 54 + 05 02 145 13.2 1.3

1982-83:

Total .o veeecannnnn 1145 704 624 5.5 - 25 431 388 . 53
Public .....c..... 93.5 64.1 56.8 5.0 23 29.4 254 40
Nonpublic ....... 210 6.3 5.6 05 0.2 14.7 134 . 13

1 Excludes expenditures for residential schools for services, sunwner schools, community colleges,
exceptianal children, subcoliegiate departments and adult education. .

of institutions - of higher education, Fedaral
schoois for Indians, and federally operated
schools an Federal instailatians. See text table on
.exp2nditures by source of funds for data on
thesa schools. All ncnpublic efementary and
secondary school expenditures shown here are
estimated on the basis of expenditures per
teacher in public ejementary and secondary
schoots.

2 [nciudes expenditures for subcollegiats depart-

- ments of institutions of higher education, esti-
mated at SSOmillion in 1972~73. includes
expanditures for interest paid from plant funds.
{An estimated $275 miilion was expended for
towl interest in 1972~73.)

3 Includes current expenditures of public eiement-
ary and secondary school systems for commuanity

*Source: Projections of Educational St

Includas capital outlay of State and tocal school
building authorities.

interest for nonpublic schools is based on in- -
terest for public schools.

includes expenditures for interest from current
funds. Exciudes expenditures from current funds
for capital cutlay.

The estimated annusl capital outlay data shown
here include estimated expenditures for replace.
ment and rehsbilitation,

'NOTE.—Data ars for 50 States and the District of

Columbia.

1983, 1974, pp. 89-91.:

**Figures are projected.

atistics to 1982-
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