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ABSTRACT y

s threefold:

The intent of this s};dy W

( ot . _
a) to understand critically the perspective of knowledge

Y

embedded within the British Columbia Social Studies 8 unit "Develop-
"ing Tropical #orld";

b) to provide an evaluation of the way in which the selected
resource méterial reflected the program developers' view of the reality
of the "geographic foreigner" or developing tr0pjcai world; and

c) to extend th§ understanding of the intersubjective meaningé
which program developers use to describe ‘the ;orld for others.

Focusing upon an analysis of the taken-for-granted concept "developing“,
it is demonstrated in the analysis that a technical-scientific expla-
nation predominates in the curriculum. It was‘argued that relying on
one perspective limits the unit's possibilities for reflécting the |
history, culture and daily life of the people of the region.

Counter to technica}—scientifﬂ:Jﬁdnking are thédlifgﬁworld
philosophies of Alfred Séhutz and George Herbert Mead. Schutz, through
his phenomenological and social analysis, focussed upon such taken-for-
granted concepts as biography, consciousness, time, motives, and
typicality. His work, Tt was argued, provides the curriculum worker -
with a baéis for selecting materiéls which portray the life-world, - ..
settings of the people of the developing tropical worla.

Mead, as a pragmatist, was interested in the unfolding of the

social horizon to embrace Others. His concepts of sociality, history,

biography and the social act illuminate the possibilities for selecting



-

appropriate materials which reflect both‘the student's present Situation
and that of the people of the developing tropical world.

Each argues that the technical-scientific basis of knoW%édgé -
presents a passive view of the world. Both Mead and Schutz reflect
thé importance of under%tanding the dialectical relationship between |
what is familiar and unfamiliar. They woulg perhaps suggest, it is
argued, reconstructing the unit "Developing Tropical World" so that it
takes account of social action or an active participating view of thgE
world. Without considering such a basis of knowledge it is concluded
that the developing tropical world is rendered distant and remote from

the student's way of being in the world.

4
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CHAPTER 1

Beginnings: Making the Familiar Problematic

Opening Comments

Ideas have their origin in silence; we listen for the resonant
voice within us for answers to our questions but when we do not
hear it.we begin to wonder. 1 often wondered as a young teacher,
“What does the social studies program mean to my students?" In
asking myself this q;estion I found 1 was consistently looking back
to the program guide for the course of studies. The thought, "What
did the program developers intend for us to do with this curriculum?"”
was foremost in my mind. Why do they ask us to do the program in
this way? While these were seemingly simple questions, 1 felt, it
was my own silence, my own inabilily to answer these questions that
led me further into the study of school curriculum.

There are many ways in which the term "curriculum" is defined
but these may be fargely distilled to reflect:

1. goals or intents of the program;

2. meahs or activities and displays;

3. conditions or the climate in the classroom
through which a teacher may establish a relationship with the
students. Each of these aspects of the program interrelates one
or the other in various ways, but it is how the intent, activities
and displays are viewed by the program developer that is critical,

for he may open and close the possible avenues o% exploration in

the classroom (Aoki and Werner, 1979). In other words it may be



,grucial,to understand not only what the program develgper has expli-
. \ N

L
¢1tly stated but also what he has not said; each becomes important

\
for our further understanding of the program.

Context for the Study

Every day teachers work in their classrooms and speak to their
students; often the substantive content to which they address them-
selves is reflected 1r official curriculum guides.l The guides
may prescribe or suggest a variety of approaches to the possibili-
ties of classroom instruction: one, for instance, may have the
intent of broadly directing classroom themes, while another may
narrowly define the topics and still others may suggest that the
program be constructed through a dialogue between the teacher and
the student. These approaches to instruction 1llustrate that there
are different views as 1o th the classroom interaction between

\

teacher and student might take place; they re%lect, in other words,
three different conceptions of curriculum.

The term "conception™ may be used interchangeably with pers-

pective, orientation, vantage point or paradigm. It refers to the

set of assumptions by which an actor makes sense of hls world. We

A

do not’ reflect our world through the way in which we view it, nor is .

N

it based upon intuitively given ideas but rather it is constructed
by us in the course of our interaction with others (c.f. Schutz,

1973: 287-356). In terms of curriculum a particular perspective
may embody what is known within it, the rules through which it 1s

known and the issues which surround how it is known. We are refer-



ring to the particular way in which a program developer portrays
his view of the world within the curriculum. It 1s his vision of
the social world of man, his view as it is contained within the
official quide for a particular course of instruction that will be
the focus of our interest. P

Two assumptions have been made with regards to the conception
of curriculum in the foregoing. The first assumption 1s that there
are conceptions of curriculum which premise that knowledge is
socially constructed; that is, the meanings which we give to the
language we use every day arise from our social interactions with

o s

other people (Schutz, 1973: 287-356; Gadamer, 1976; Berger and

«

D

67). The meaning which we impart to the language

Ne}

Luckman, 1
reflects our own way of being in the world; our own particular
backyground from which we speak. lLanguage, within this context, is
not seen as being neutral but rather as reflecting the point of
view of individuals or groups engaged in 1ts use (Berger and Luck-
mann, 1967). Neutrality itself may be viewed in terms of the
particular group which seeks this particular vantage point; it is
based upon the socially constructed assumption within the group or
community who upho}d the value (Schutz, 1973: 49; Leszek, 1968:
1-10; Blum, 1974: 245-269; McHugh, 1968). 1 may suggest that a
curriculum developer inevitably will reflect his particulqr view of
han in the world in the program which he constructs.

The image of man portrayed in a program may be disclosed
through the language which has been used to convey the program to

others. The following will serve as an example.



Young may be interpreted as saying that a program which imparts
theory to students is in effect creating a passive view of life.
In effect the possibilities for understanding their own particular
Jife circumstances are denied. Young suggests this when he states:

. If knowledge is highly stratified there will be a clear

“distinction between what is taken to count as knowledge,

and what is not, on the basis of which process of

selection and exclusion for curricula will take place.

[t would, follow that this type of curricular organization

presupposes and serves to legitimate a hierarchy between

teacher and taught, for if not, some access to control

by the pupils would be implied, and thus the processes

of exclusion and selection would become open for modifi-

cation and change. (Young, 1971: 38) )
Students are seen as being manipulated to remain within their own
particular social class (Young, 1971: 19-46). In this sense Young
seems t0 be saying that for an active view of man to be contained
within a program, the language should portray the unity of theory
and practice. This is to say that the separation of knowledge into
forms, i.e., theoretical and practical, prevents ar understanding
by the student of the potential actions which may result in a
transformation of his social situation (Bowles and Gintes, 1976:
32-43; 264; 288). This example shows that the image of mgy as
either active or passive may be revealed through the language used
in the program itself. That the language may be intérpreted through
a recognition of the possibility of a variety of vantage points
becomes important for further revealing its socially constructed
base (Apple, 1975, 1977; Kliebard, 1975: 70-83: Schutz, 1973:
119-122; Young, 1971: 14-15; Aoki, 1971).

The second assumption is that there are a number of perspectives



or conceptions of knowledge, and henée of man, from which programs
may be approached (Berger and Luckmann, 1967:'49).2 Each program
developer comes to his task with a different bioérapﬁy, different
educational background, social class, etc. Within the individual's
approach to program development certain basic questions may be
raised: What are we to accomplish? How do we intend to accomplish
it? And with what resource material will we achieve it? (Aoki

and Werner, 1979: 6) It is within these questions and the conscious
or unconscious choices pertaining to them that a program developer
will introduce his particular view of the world within a curriculum.
1 a developer, for instance, decides that his program should be
viewed as neutral, then it is possible to understand this in terms
of other views wﬁich might be taken, e.g., man as a social actor in
his world. Therg\is a tension created betwéen what is and what '
ought to be (Applé, 1976; 1977). Habermas provides us with an
example of how the various conceptions of knowledge may be.used to
create t;Bsion between different world views (Habermas, 1971: 301-

377). His particular paradigms may be outlined as follows:

Scientific-Technical - the scientific method used as a mode
of inquiry
- - interest in prediction
- approach is objective and hence detached
- obserVation is a basic technique

- object under study is isolated from its
total context



Situational/Contextual

i

Criticallyﬁﬁé%ﬁéttive :

£

)

understanding fhe meaning of lived

: !
experience Q

rules for understanding are determined
within the context

multiple approaches are used to consider
the same theme

making conscious the unconscious under-

lying assumptions or interests which
are interpreted in-terms of ideology and
political context

commitment and active involvement in
the social environment

fach view has a particularcvision of man contained within it. In

the first instance man is viewed as a passive being, while in the

latter two man is viewed as an active being. pThe tension between

these views creates what Bernstein has called "news". This conflict

has the potential to allow uncovering of new possibilities for

probing_further into our ways of knowing.

1thogt such possibili-

AN

oS—
ties we would stagnate in terms of understgnding (Bernstein, 1975).
,

It is the uncovering of the new that is important for it has the

potential to deflect our interest towards looking beyond what we

take for granted in our everyday life or beyond those goals for

human action which may be officially defined by various institu-

s

tions (Berger, 1966: 41-42). =

S

0Officially defined goals are often a part of government

A,

)
curriculums along with{%he knowledge, methods, etc., which reflect

them. It is possiblé to investigate these in terms of various

paradigmatic views of knowledge (Garfinkle, 1980). Werner (1977),

for example, used Habermas's framework of knowledge to display some

of the assumptions which were embedded within the Alberta Social



A

Studies program. e may be interpreted as saying that the assump-
tions which underlie the program are not necessarily those which

we all share. Uncovering the particular beliefs which lie behind

Ay

it may be viewed as beipg sufficient since it provides the ipdivid-‘ﬁ
ual with the opportunity to understand the power relations which
lie behind them (Berger and Luckmann, 1967).

Each of these ways of approaching curriculum would focus in
terms of understanding program guides, upon the language that is
used to describe the curriculumfor the teacher. Underlying each
of these descriptions of paradigms with reference to curriculum is

the attempt to clarify the following:

1. the intersubjective meanings which program developers
used to describe the world for others; and ‘

2. how these meanings may reflect the actual or lived
experience of the student in the world.

A few curriculum writers have addreésed themselves to these issues:
Apple (1975; 1977) critical reflection; Aoki (1979; 1980) meaning
and action; Young (1971) control and knowledge; Huebner (1966;
1967;‘1979) work-school relqtionships; Werner. (1977) understanding
progra@ perspective. While the interest of each varies, their
concern is, in part, with the curriculum and the meaning it may
convey in the classroom. Each, in his own way, points to the open
horizon for understanding; each seeks to create further tension and,
in turn, raises new questions.

Within this horizon we may delimit the routinized and pre-
determined nature of a curriculum guide. It represents the expli-

£y

cations o the goals, means, and conditions for carryung out



4

possible instruction within the classQ3om as they are viewed by the

£

curriculum developer. Once these are published in a guide, they,

in a sense, represent a static view of the developer's world. Butl
at the same ti%e they répRFsent a fixed text through which we may
begin to interpret the meaaings which he intends to be carried out
in the ciassroom. In this sense we may begin to address the issue
of what is meant within the cqfriCulum and propose what that may be.
This dual concern speaks to the further understanding of our con-
ceptions of curriculum in that, potentially, 1t;will open new
horizons for further investigation.

As a part of this study, a unit from the British Columbia

Social Studies 8 Curriculum - the "Developing Tropical World" -

&

N

has been selected to illustrate a way of understanding programs.
I will breifly outline)the history of this curriculum before pro-

gressing to the unit itself.

History of the British  Columbia Social Studies Program - Secondary

The present (1984) British Columbia Social Studies Curriculum
was developed between 1966 and 1968. A committee entitled the
Secondary Social Studies Revision Committee was given the task by
the Provincial Government of developing a curriculum guide which
would be a part of the legislated program of study to be introduced
into the British Columbia school system in 1968. This committee
fwy_be interpreted as having engaged in the activity of curriculum
development; what remains of their deliberations is in a sense an
artifact, the British Columbia Curriculum Guide - Social Studies -

1968. The fact that the program was constructed by a committee



q

suggests each member brought to the discussion his view of social
studies and a conception of man underlying this. Since only a

single curriculum guide resulted from their deliberations, the

¢

it

guide itself would'represent a shared or agreed upon view of man;
it may be seen as a text or document through which we may interpret

this view (Hoy, 1978: 1-9). That the perspective of man embedded

©in the program is made problematic arises from the committee's

Ay

failure to include a statement with the guide which rendered the

view explicit.

Grade 8 Sotial Studies Program

The selection of the unit “"developing Tropical World" provides
a specific, concrete example throughtwhich the possible conceptions
of knowledge underlying it may be considered. The geography of the
"Developing Tropical World" was defined‘by the Social Studies
Revision Committee as referring to the Caribbean; Latin America,
Africa and Asia. Within this unit, the Comméttee expects students
to understand something of the geography of tlhe aréa-(location,
size, soil, etc.) and something of the sociai iife'of the people
living in these areas (British Columbia Curriculum Guide Social
Studies, 1968: 2).* The Committee, as I would interpret it,
expects students to understand aspects of what it is like to be a

human being living in "the developing tropical world". But the

* Hereafter referred to as B.C.S.S.
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‘questions which we may address with regards to this understanding {

reflect the basis of this study.

Purpose of Study

The purpose of this study is to understand fully and funda-
mentally the perspective underlying the Bfitish Columbia Social

Studies 8 curriculum unit, "The Developing Tropical World". The{,_>
‘ %

study will address the possibility of understanding this unit in”
terms of the social theoretic perspective of curriculum development

which underlies it.

Statement of Problem

. How 1s the developing tropical world identified within the Grade
8 Social Studies Curriculum Guide?

A premise of this study is that an analysis of the program is
needed in order to understand the perspective of knowledge related
to the developing tropical worlq embedded within it. Implicit in
this is the identification and evaluation of the way in which the
program developer constructs a reality of the geographic foreigner
or people living in the developing tropical world.

2. How is the developing tropical world identified within the
prescribed resource material given in the B.C. textbook circular
for secondary schools? »

The perspective of knowledge related to the developing tropical
world will be identified within the prescribed unit of the Brétish

Columbia Social Studies course. Implicit in this identification is

an evaluation of the way in which the selected resource material
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used in the course reflects the prograr developer's'vﬁew o% thé
reality of the "geographic foreigner" or developing tropical world.
3. How can the program's perspective of the deveidping tropical
world be further ideniified?

A premise of this study is thé% by "shining through" the
phenomenological descripfion of Alfred Schutz and the pragmatic
analysis of George Herbert Mead and demonstrating@how they may
meet within their respective philosophies, we may further under-
stand the intetsubjéctive meanings which program developers. use
to describe the world for others.

Embedded within this larger problem is a sub-problem: How
may the bridging of the two theoretical positions of the phenomen-

ology of Alfred Schutz and the pragmatism of George Herbert Mead

be carried out?

Approach to the Study

The British Columbia Social Studies 8 unit, "Developing
Tropical World", the prescribea resource material for the unit,
and the works of Algred Schutz and George HerberE‘Mead form the
basis for my understanding of the program; these materials are the
texts which I will interpret. When I speak of interpretation I
am describing the interéction of the interpreter with the text.
This suggests that I am not acting as a neutral observer; rather,
[ enter into ihe text and in a'sense perform thf text, which is to

say that I make it come alive for myself (Palmer, 1969: 251). But

it is not enough merely to read the text to perform it; there must



be some initial understanding of both the subject and the situa-
tion before an interpreter - text may enter into the horizon of
1ts meaning (Taylor, 1971: 3-4). What iS described heré is the
hérmen%utic which is involved in the interpretation of the text.
While it may seem contradiétory to speak of understesnding prior

to understanding in a hermeneutical way, the intent is clear:
before an interpreter may begin to interpret the text he must be
able to create a question which allows him to enﬂer fully into the

interpretation. Something within the texts must‘be unclear
(Rabinow and Sullivan, 1975: 6-7). If we re}lect upon the British
Columbia Social Studies 8 unit, "The Developing Tropical World",
what is concealed is the perspective of knowledge which undérlies
it.

Something which is unclear is open to interpretation; it is
not possible, however,rfb'know it as if it were some concréte
object. Rather, it is only open to further interpretation. This
implies that the meaning of a text or texts standing in possible
relation to one another may be illuminated only by differing
perspectives; in this way interprétation may be viewed as a circle -
a fermeneutic circle (Hoy, 1978: vii). A further doin£ must be
made; if something in a text is not clear, then ih its illumination
we are'begjnnihg to bring it from its unhiddenness so that it may
be m&de fully‘known; there is, in other words, a dialectic present
within the hermeneutic (Gadamer, 1975: 431). The following will
serve as an example: if~I am somewhat familiarfwith the term

“curriculum" and pick up the British Columbia Social Studies



Curriculum guide I should have an idea o% the infent_gﬁ the book,
but by no means could I claim to understand the meanind of the
term in this context until I investigate %urther. "Curriculum"
has some meaning for me but this meaning is largely placed against
a landscape of the unknown; the dialectical sense of the hermen-
eutic is brought to the surface: it is the relationship between
that which is known and that which is not. The dialectic becomes
an impprtan£ part of the hermeneutic interpretation since it
further opens the horizon of possibilities;. it is pre-cataéorical.
Entering into the interpretataon suggests that the interpreter
begins to understand differently; there ié“a transformation taking
place. What initially we may ‘expect to find ma& not appear; we
understand not so much what we may know partially already but
rather where it is that we have not understood as we should. The.”
continual interpretation éhows us where we have understood wrongly
and invites us to return again to that which we already know in a
different way (Palmer, 1969: 233). .
Text interpretation involves the interpfeter's Oown preconcep-
tions and making use of these "so that the meaning of the text
can be made to speak for us" (Gadamer, 1975: 356). Making use of
one's own preconceptions does not.suggest that a priori categories
are determined before the text is approached in a rigorous way,
but rather that the ihterprefer's way of understanding of‘approach-

ing the text are made explicit.( The range of assumptions that are

introduced into the interpretation, in other words, must be clear

13
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at the outset. Such an explication permits the reader of the

text to locate the groundstructure or basis upon which the inter-
pretation was begun. The dialectical quality is retained since
understanding in relation to the text must necessarily be perspect-
1val and incomplete (Palmer, 1969: 165). Further it ensures that
the interpreter maintains an open horizon towards the text as each
new development unfolds: Gadamer states it this way: "it is the
tyranny of hidden prejudices that makes us deaf to the language
that speaks to us in tradition" (Gadamer, 1975: 239).

Tradition, as 1 interpret Gadamer, is critical to our present
understanding througﬁ interpretation. It is not a static entity
which is brought into the present; rather, tradition 1s a dyndiig
part of the present; indeed, 1t retlects a fusion of the past and
present. The past, in other words, 15 always being interpreted
in terms of the present: we place ourselves in the tradition and
become one with it (Gadamer, 1975: 258). But while the text at

‘

one and the same time represents past and present, it is temporally
distant from the present. Iempoﬁﬁgigﬁstance, in terms of the
present may be interpreted as hiding the essential mea%ing of the
text, leaving it to be cohstrued,\

The Interpreter is viewed as entering into a dialogue with the
text, a dialogue in which the author 1s present only to the extent
that his interpretation or communicative effort 1s but one of the
data sources. This interpretation suggests that a dialogue with

a particular text becomes, in a dialectical sense, a dialogue with

other interpretations of the text, 1.e., the tradition which



surrounds the text itself. The dialogue seeks to understand the
historical dimension of the text itself and the influence of past
Interpretation wh}ch are both embedded in the text or have been
, A

made in terms of the text (Gadamer} 1975: 360). Thus the present
interpretation of a particular text includes an awareness of its

own historicity. The reader of a text is not simply reading what
1s there but rather as Gadamer states:

All reading involves application, so that a person

reading a text is himself part of the meaning he

apprehends. He belongs to the text thal he is

reading. (Gadamer, 1975: 105)

[n this sense the material that I write now must be interpreted
even to be understood. /

Qoy suggests that this by itself is not enough, that it 1is
possible for the interpretation to become relativistic (Hoy, 1978:
166). Anything I say, for example, about the British Cplumbia
Social Studies 8 topic, "Developing Tropical World", méy be

incorporated as part of the text. An interpretation of a text

must, therefore, be open to ¢riticism if it is to be considered

Xglig_and legitimate. Criticism may be.related to understanding
through interpretation. Understanding in this sensefis/closely
related 1o self—understanéing about a situation. Fro&Jself-
understanding it follows within this position that there must be
self-criticism (Ricouer, 1979: 91).

Self-criticism alone, however, is not enough. The interpre-
tation must have a public réaction: this reaction contribuﬁes to

the validity and legitimacy of the interpretation. It is within

the self-criticism that we should recognize that it is not



self-criticism in a dogmatic sense, but rather in a hermeneutic
sense (Hoy, 1966: 167). 1t does not stand as my interpretation of
Ahe unit "The Developing Tropical World" alone but instead a« an
interpretation situated within a community of discourse; the
purpose of the discourse is not to uncover weak points in text
but rather to let the meaning of the words emerge (Barrett, 1979:
190). In a very real sense the emergence of the meaning is in ‘
terms of an open horizon (Géﬁamer, 1975: 432; Schutz, 1973: 60).
This text must be read and interpreted within the context of
discourse and curriculum 1n?prder that the full sense of the
dialogue be retained.

The approach to the study seeks lo reflect the hermeneut i¢
tradition as it is reflected by Gadamer. The texts which will
be reflected upon are the British Columbia Social Studies 8 unit,
"Developing Tropical World"; the works of Alfred Schutz and George

Herbert Mead. These materials provide the focus daround which the

central questions have been raised.

summary

Although a few educational authors discuss various conceptions
of curriculum, fewer address the question of the intersubjective
meanings which they 1mpart to their various programs. It is
difficult to find writers who attempt to probe their own taken-
for-granted assumptions with which they approach their particular
tasks. The meanings which they give to a program characterize

their way of viewing the world, and the way in which they view
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others acting within the program, and therefore their world.

This study, in the chapters that follow, will explore possible

alternates for further revealing the‘intersubjective meanings that

underlie educational curricula.

Footnotes

1.

All provinces have official curricular guides, that is,
guides which are prescribed by the legislatures of that
province. :

A number of writers have proposed a variety of
perspectival views of society: e.g., Schutz (1973);
Weber (1947); Cooley (1929); Mead (1934); Berger and
Luckmann (1967). A number of curriculum writers have
been interested in perspectives:

a) Freire (1973) - domestication - liberation

b) Aoki (n.d.) - designative, appraisive, Rrescriptive
\
¢) Eisner and Vallance (1974) - curriculum 35 technology,
cognitive process, self-actualization an consummatory

experience.

17



CHAPTER 11 °

Perspective of Knowledge tmbedded in the

British Columbia Social Studies<ygl}

Developing Tropical World

PART 1: Context: Habits of Thought

To touch something is to situate oneself in relation

to it ... We never look at just one thing; we are

always looking at the relation between things and

ourselves. Qur vision is continually active,

continually moving, continually holding things

in a circle around itself, constituting what 1is

present to us as we are. (Berger, 5, 1977: 9)

The social world is a world of social interaction. Within
this social world individual members focus on a social situation
in different ways and thereby read or describe what is the same
situation differently (Filmer, Phillipson, Silverman and Walsh,
1972 19). Hence, the social world is a world of multiple reali-
ties. Such a suggestion would mean that different epistemologies,
beliefs, psychologies, .politics, etc., result from)these different
visions of realities of social life (Habermas, 1971). The differ-
ing presuppositions underlying these different perspectives result
in alternative approaches to the same natural world and social
phenomenon.

The understanding which results from each of the paradigms
differs extensively. Indeed, as Chuang-tze reminds us, 1t may be
as different as “"seeing life through experience" and seeing life

as though one were "machine-minded" (Fromm and deMartino, 1960: 7).

Varying paradigms allow the interpreter to begin to disclose the



assumptions he takes as given beliefs which have guided the develop;
ment of a particular curriculum. Bensman and Lilienfeld describe
11 this way:
[t is our major contention that major habits
of mind, approaches to the world ... are extensions
of habits of thought that emerge and-are developed
in the practice of an occupation, profession or
craft. (Bensman and Lilienfeld, 1973: 1)
Clearly curriculum people are engaged in an occupation which

entails application of their "habits of thought" to their work.

Relation to Social Studies Program

In this study our focus will be upon the unit, ”Developing
Tropical World". The British Columbia Grade 8 Social Studies
program was revised in the late 1960's. In constructing this unit
the Revision Committee made certain assumptions and decisions
about the knowledge it should contain and how it should be organ-
ized. They decided, for example, that it should be mainly a geo-
graphy unit. But in the course of their work the specific assump-
tiorfs underlying the paradigﬁ or paradigms of knowledge best
suited to the unit were not explicitly stated. [In this instance,
they had "hidden" their habits of thought. Dawe suggests that
there is nothing covert about the intentions of such developers
but rather than addressing the fundamental issues of their curri-
culum task, they tend to start from a.loosely defined consensus
of "what 1s good education", progressing to the task of ordering
goals, knowledée and resource materials for the unit. But as
Gorbutt states, it is not enough simply to accept this, for

contained within their assumption is a variety of possibilities

19
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for constructing curricula. He states:

The apparent self-evident justification for dividing
education into particular forms of knowledge is laid
bare as an ideological statement. The process through
which particular curricula are institutionalized and
justified becomes open to sociological examination.
Thus, for example, the social assumptions underlying
compensatory education, meaningful curricula for
non-academic school leavers .and mathematics all can
become the object of enquiry. We are forced into an
often uncomfortable re-examination of the content and
‘underlying assumptions of the curriculum at all levels.
(Gorbutt, 1972: 7-8)

Since the Curriculum Revision Committee did not specifically
state its position on "what is good for educa}ion“ or choice of
paradigm, it is a premise of this study thathan analysis of the
program is needed in order to disclose the perspective of knowledge
related to the unit, "Developing Tropical World", as set out in
the Curriculum Guide. Also, since the program prescribes resource
materials, it follows that in order to develop fully an under-
standing of the Revision Committee's perspective of knowledge, an

. . , .
analysis of the resource material is also required.

Analysis: A Focus Upon Hidden Assumptions

Werner identified two general presuppositional categories
whicﬁiare parts of the perspective of knowledge implicit in any
program:

‘a) of -course assumptions, and

b) presuppositional relevancy systems "(which provide a

 fundamental orientation to perceiving and structuring
the social world). (Werner, 1977: 52-53)

For each of these bresuppositional categories Werner has identified
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he provides two reference points through wHich the assumptions
underlying various aspects of the Unit may be identified. Each
of these categories is described below:

a) 0f-Course Assumptions

Phenomenologically, an of-course assumption refers to the
reality which i% alw§ys the object of belief (Wagner, 1970: 73).
Experiences and meaning are thus intimately tied to the individ-
ual's belief in the world which he immediately perceives. There
is an uncertainty in the reality and, until further investigation,
it becomes a "maybe". Einstein spoke of it in this way:

If an experiment agrees with a theory it meant
for the latter "maybe" ... (Einstein, 1979: 19)

"I believe", in other words, that it may work but that it is so
must be reserved for a later time. There is only the assumption
that I may act for the presenf with the conviction that 1 may be
correct (Kuhn, 1970). But such "thinking as usual" does not

remain a stable feature of any life for long (Luckmann, 1978: 25).
It 1s these presuppositions, however, that form the very essence

of the Curriculum Revision Committee's belief in "what is good for
education"”; these in turn form the basis upon which our understand-
ing of the Social Studies Unit "Déveloping Tropical World" may be
reflected.

b) Presuppositional Relevancy Systems

Individuals do not make free-floating random choices in terms
of their everyday activities; that is, their actions are based
upon some interpretation of the perceived events to this moment.

The same may be said of the social scientist. He is continually
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narrowing his field. He begins, in other words, with some way of
proceeding whether his interest be in experimental science, phen-
omenology, etc. Natanson reflects this when he says:

...from the standpbin%\of the Social Sclentist, the

construction of modelsh (ideal types in the language

of Social Science) is the procedural means through

which both actors and action are comprehended.

(Natanson, 1970: 74)

Individual frames of reference become on the level of physical or
social sciences, paradigms or the over-arching fields of enquiry
within a particular approach to understanding natural or social
phenomena. Kuhn, for example, jdentified a number of paradigms
within the field of science, among them Copernican astronomy and
Newtonian dynamics (Kuhn, 1970). Ftach paradigm provides a scheme
of reference for interpreting events; that is, it references to an
appropriate epistemology or procedure through which data are
interpreted and indexed as prior knowledge. Paradigms reveal, in
terms of the knowledge, its probability for being true, what
constitutes legitimate knowledge, and the degree to which it may
be accepted by the community of scholars.

An’understanding of the particular paradigms through which
the Curriculum Revision Committee approached the "developing
tropical world" reveals, to a large degree, their particular
presupposition relevancy structures. [t becomes an uncovering
of the unconscious beliefs about the structure of knowledge which
1s reflected in their work.

Knowledge, in this context, illuminates not only the "maybe"

and-its particular scheme of reference, but also an image of man
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or a framework through which the view of man is interpreted.
(Walsh, 1972: l6ff). For instance, man may be viewed as a concrete
object to be manipulated or as a flesh and blood person with the
will to decCide for himself.

Qur concern here is twofold:

a) the image of man in the developing tropical world. As I
Interpret this the image of man stands as an icon reflecting
ourselves back to ourselves in the same sense that W.I. Thomas
developed his concept of the "looking glass self".

b) the image of man in relation to the educational presup-
positions of the program. Each/Gmage reflects the assumptions
made by the Revision Committee/about how people should act in the

social world.

PART 11: Discipline and Pedagogical Perspectives:

Developing Tropical World

The framework suggested by Werner (1977) for initially under-
standing some'of the habits of thought of the Revision Committee
involves us in making sense of the written guide and resource
materials for the "Developing Tropical World". Their choice in
emphasizing geography as a major discipline of study requires
that a twofold approach to the unit be made:

a) a discussion of the world of the professional geographer
as he works wi%hin his discipline;

b) a discussion of the world of the professional geographer

as it is interpreted through the unit, "Developing Tropical World".

@
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Discipline: The World of the Geographer

1f 1 approach the physical world as a geographer I bring
with me a certain subset of beliefs that will influence my way of
viewing the world (Hartshorne, 1949). 1 will, in other words,
make certain a priori assu@ptions about how | should see geograph-
ically. Broek, for instance, describes some of these assumptions:

Geographers, in general, consider their field to Sé

first and foremost a social science, but many value

highly its bonds with the physical and biological

sciences. (Broek, 1965: 3)
His interest will be directed towards a place, economic concerns,
landscape influences, climate, cultures, etc. It 1s such select-
ions ?ﬁat permit the geographer to distinguish his discipline from
soc1ofogy, philosophy, etc. Two concepts, which receive emphasis
within the discipline are "space" (interactionslover distance)
and "place" (the location in which human activities take piace).
Geographers, also, share a perception that there must be a human
presence before they are able to make sense of the world; geo-
graphy is very much a social o;cupation.

The foregoing discussion assumes two aspects of the geo-
grapher's world:

1) that it focuses around concepts which may be more
or less mutually agreed upon, at various times, by members within
the group, and

ii) that individual members of the group may interpret these
shared concepts differently (Polanyi, 1974: 252-253). It is also

important to make clear that both the concepts-and the meaning

which the geographer gives to them can not be understood aﬁgrt
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from the time in which they were constructed: both must be
considered in terms of the bast in which they were formulated and
the present in which they are being interpreted (Gadamer, 1975:
258). For example, place has been understood largely in concrete
terms; e.g., "This place is Edmonton”, but within qurrpresent

time a new connotation has arisen, place as placenéss; e.g., "What
is it like to feel at home in a place like Edmonton?"- (Chorley
and Haggett, Ig69). In m; time I cannot consider the one sense of
place without considering the other; if I did I would encounter
the danger of taking an historical view of my work. But the
"presentness" of our interpfetations of a concept is never static;
thére is always the belief that concept 1s knowable in’ our present.
k- knowability, however, is held in the sense of "until further
A7: some new interpretation of the concept may be forthcoming
i any moment wh}ch may drastically alter our presently held
1;%eanings.

Knowledge within geography becomes "unknowable" in the fﬁll
sense of the term; there is recognition that it is impossible to
conquer the full, Iivéd sense of any object as each may be inter-
preted as having open horizons within the discipline; in other
-ards, each holds thehpossibility of leading on to a new concept

ideas. (Husserl, 1973: 32ff) Thus a geograéherﬁs "world"

e ulies: : \
i) the broad, agreed upon concepts which congtitute geography,

i) the knowledge of the discipline,

i) the meanings and interpretations previously associated
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with it, and

iv) shifting paradigms through which it may be interpreted.
A1l of this suggests that knowledge is personal.

Geographers commit something of themselvés to their writings
within the discipline. Polanyi makes.this point when he says:

...into every act of knowiég there enters a passionate

contribution of the person knowing what is being known...

(Polanyi, 1974: viii)

Within each act of knowing which the geographer performs there .\\y,
enters the péssionate contribution of the person's own particular
way of knowing what is to be known. There are. three aspects within
the act of knowing which may be identifiea as being significant:

A) intentionality - the basis of consclousness. We are always
conscious of something. A geographer, for instancé, may be
interested in spacial relationships. Intentioﬁality is the act
through which the geographer or anyone else experiences an object
whether ideal or real.

b) theorizing - the geographer's way of thinking about the
essence of the object in the world; and |

C) understanding - the mode of presentation of the object
withih geography whjch reflects the way in which it is understood
in its relations with the world. Each of these aspects of the
geographer'é act within his work reflects his own interesis, his
own passions. Each decision he makes is critical to the final
public presentation of his work. The dialogue between geographers
about the essential nature of their work ensures that such issues e

are discussed; they are important to the ongoing praxis of their

everyday working lives. Beyond this, however, they are important
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backgfound for our own understanding of the varying assumptions '
with which a geographer may approach his craft (Bensman and Libien-
feld, 1973).

"World", as it is related to the geographer, reflects the
basic understandings with which he approaches his work. His acts
are acts of knowing within the‘academic framework which he pres-
cribes for his and his colleagues' field of interest. But the
question must now be addressed: How are his daily academic
activities within the discipline portrayed in the Social Studies

Unit, "Developing Tropical World"?

World of the Geographer: A Pedagogical Interpretation Through

The "Developing Tropical World Unit"

The term “"world" may be conceptualized in terms of the world
" of the geographer since this is the major approach sanctioned by

the Revision Committee (BCSS, 1968: 4-5). Within the view of the
Revision Committee, two different conceptions of geography are

presented:

Y

A) it “"describes the earth's surface with particular reference
to the differentiation and relationship of areas" (BCSS,
1968: 4). (I interpret this to mean that each arbitrary
region may be seen as unique in some ways, while also
having shared characteristics. Regions, for example,
may be economically related.)

B) it "is the dynamic study of man in the perspective of
the world which is related to his understanding of the
place in which he lives and his interrelationships with
other places" (BCSS, 1968: 4).

-

Each of these views of geography is embedded in a context
which may be described as follows:

Geography is concerned with the characteristics, of places
and regions particularly as to:
a) their location in relation to other places;

¥
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b) variable phenomena, both natural and cultural (physical and
‘ human), which distinguishes one place from another; and
c) interaction between places. (BCSS. 1968: 4)
Contextually, space is considered in a phyegcal sense, tnat 15 as
distance between two places; e.g., "location in relation to” and
"interaction between". Within the Revision Committee's inter-
pretation of geography, the emphasis placed upon a physical view
of space suggests that the human experience of space 1s less
important. But, at the same }jme, mention is made of "varlable
phenomena" in which culture plays a role. In order 10 understand
what the Committee means by this, a consideration of th they
interpreted the actual work of the geographer 1s necessary.
The Revision Committee chose to emphasize what 1t bellieved
was the mode of inquiry used by the qgeographer:
The empirical method underlies most geograph1<dlAresearch,
but a statistical ond mathematical approach 1I's being
greatly expanded because of the Increasing avallability
of high speed electronic computers. (BCSS, 1968: 4)

Clearly identifying the dominant mode of 1inquiry as "empirical"
leads to the question, how does the «ummittee=i%§erpret the term?
The Committee, 1 would suggest, saw the metﬁbd mainly in

terms of technique and analysis. They suggested that analysis
permits a complete understanding of a region. This provides, in
turn, possible grounds for generalizing about other regions.
(BCSS, 1968: 5) While regions may be designated as arbilrary
units, once they are delimited they aré, in a sense, "frozen",
and become a unit for study. Their Tutures,,gpth‘physical and

cultural, may be analyzed bit by bit to locate or identify relevant

interrelationships. The action of "freezing" the region permits
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the geographer to dissect 1t, count, measure, and predict future
events within the region. (BCSS, 1968: 5) This interpretation
suggests that the geographer 1s largely viewed as a person who
"theorizes about"”, rather than "lives in" the\Jorld. The approach,
as described, portrays the geographer's main intent as one of
restructuring the region according to a set of principles or
(riteria which he established a priori. The Revision Committee,

1n this way, views the geographer as a detached observer, as somneone
who 1s not involved in the world of his own making. Culture would
become a "thing" within a region, an object for study.

Habermas argues that such a view has the hidden interest or
purpose of Qalnlng control over the subject that is being studied,
11 this case a geographical region (Habermas, 1971: 308). People
acting within the region are assumed to be acting according to a
set of predefined recipes which they have internalized. Such a
set of re<1pe;\1s often spokeh of .as the laws of nature. Natural
laws are formulated éroupd the principle of rationality within the
universe, and when applied to humans the assumption is made that
man always acts in a rational manner, or that he acts in predict-
able ways in sympathy with the law-like patterns of the universe.
Such law-like patterns belong to a technical-view of science.
(Habermas, 1973: 254) The program supports the claim that the
geographers search out the patterns by which man acts with economy
and efficiency within his life-world; i.e., the world that surrounds

him every day. Curiously, seen in this way, it is nature, and not

man, who 1S recognized as speaking.
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Geographical research becomes a part of a community, in which
the geographer 1s not perﬁitted to claim that he has influenced
the findings through his personal commitments to the topic under
discussion. Such a situation results from the belief which Is
embedded within the technical-scientific procedures themselves;
that is, that the procedure or recipe to be followed is neutral
and free from personal influence. Techhical—scientific validity,
however, also requires the existence of an external community of
geographers who share the same beliefs about the assumptions
underlying the recipe and who accept or reject the study on the
basis of adherence to the rules (Schroyer, 1971). It follows
that there is a sense of certainty involved in the instrumental
claim.

Certalnty provides the positive ground for the empirical
method. Embedded within 1t there is the sense 0f‘pre(ision since
it speaks to the finitude of man rather than to his infinitude
(McHugh, Raffel, Foss and Blum, 1974). Dickens once wrote in
Choakumchild's School Room that it was the facts that were impor-
tant! "Now, what I want is, FACTS. Facts alone are wanted in
life, for knowing the facts allows us to know why people act in
the way they do." Actions become measurable under this label;
they are controlled and mastered rather than providing the pivot
ground which human understanding is sought.

Following Habermas (1973) it is possible to suggest that
the view of man as a ratioral actor, as a follower of a priori

rules or regulations which await, reveals a separation between

30
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theory (the theorizing about the world) and practice. Within the
unit, "Developing Tropical World", the geographer is revealed as
establishing theories about the way in which the world works.
The activities of man are talked about in terms of the theorie§
themselves but they do not necessarily speak to the everyday
Jives which the people lead. Students are expected to follow J
the technique of the geographer in the sense that they are 1o
learn something of the rules he uses in order to arrive at an
empirical view of man. This concern with the technical separates
the student from the possibility of taking action himself, in terms
of the developing tropical world. He, in reproducing the geographi-
cal recipes, will find 1t difficult to see his own possibilities
for social action. bcthz echoes this concern wﬁen he suggests

~ that when one approach {e.g., the technical-empirical) to under-
standing comes to dominate, then the possibilities for new horizons
become limited. Indeed he views such a predominance of one method
in a political context when he states that such an over-reliance
is a form of "imperialism" (Schutz, 1973: 49). 1 would interpret
this to indicate that Schutz would concur[with Habermas' suggestion
that the scientific-technical paradigm is oppressive in its
political interests; i.e., that it seeks to control or limit our
understanding by its insistence that the position is the most
acceptable or legitimate. It must be made clear here, however,
that this statement is open to debate in terms of its philosophical
parameters. But equally clear is thét the scientific-technical
position, defined within the program, does degrade thé experiential

qualities of being human. Tuan, a geographer, makes this innt

t
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about the reduction of human experience within the technical-
sciences when he says:

A large body of experiential data is consigned

to oblivion because we cannot fit the data to

concepts that are taken over uncritically from the

physical sciences. (Tuan, 1977: 201)

Tuan's point is particularly apt in terms of the "Developing
Tropical World"” unit. The Revision Committee has appropriated
the empirical method without being fully cognizant of its impli-
cations. Thus they explicate the method of the geographer as
follows:

Much geographic research is based upon direct

observation; viz. the use of topographic maps,

aerial photographs and sampling and inter-

viewing procedures in the field ... These

techniques, used from the viewpoint of place,

location movement and aerial distribution, are

directed to the analysis of geographic problems.

(BCSS, 1968: 5)

Again, we may return to the phrase "what 1s good for educstion”.

In this case it is assumed that a technical-science paradigm 1s

best. But at the same time we cannot ignore the possibility that

the choice of methodology is limited to one view of "the world".

| feel this is Schutz's point interpreted in terms of an educational

setting. The liberating tendencies, which we ascribe (rightly or

wrongly) to an educational program, are oppressed. Such oppression

takes as its aim the creation of a conformist, obedient population

(Schroyer, 1971; Apple, 1976; Huebner, 1980; Freire, 1973).
Contextually, the Social Studies Revision Committee formed

a static view of the methods of the geographer, missing what

Laudan has suggested 1s the comparalive context. He states:
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All evaluation of research traditions and theories

must be made within a comparative context. - (Laudan,

1977 120)

Thu: an aspect of the oppression within the program is that it
fails to capture the "aliveness" of the discipline itself. present-
ing it rather as an adherence to method. In this sense students
could come to be viewed as slaves to method.

If the discipline of geography is understood within the
context of the Revision Committee's interpretation of the empiri- )
cal method, then it is only reasonable to view the following
excerpt in that light:

The student should comprehend the structure of ideas

that 1s the essence of history, geography and the

social sciences; he should gradually accumulate the

kinds of information that produce these ideas and

heighten.his perceptions of them. (BCSS, 1968: 3)

I interpret this to mean that students are expected to recon-
struct the methodological activities which the geographer Is
presented as dbing. He is expected to retrace, in essence, how

the geographer was able to arrive at his conclusions. Consequently,
searching through the "accumulated knowledge" pertaining to the
developing tropical world requires that students re-qiscover

what is already known. Students, for example, may be required

to determine the climate of Bombay according to the Koppen systems
of climate classification. Kuhn has labelled such activities
within science as "puzzle-solving". Freire has labelled the
over-concern for learning factual information as “"banking education®.
In essence both terms indicate that the student loses control over

his own life within such an educational context and indeed he could

become a slave. Metaphors such as !puzzle-solving™, "banking" and
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"slave" are not all-encompassing but merely point towards that
which must be disclosed further. Underlying such metaphors is
the réduction of inquiry, as I have previously stated, to recipe-
t following. While we may debate this conception of the empirical
method within the fields of science, its simplified presentation
In the British Columbia Social Studies program leaves little
~beyond recipe-following. The controlling interest is to ignore,
by default, the comparative context which Laudan identified as a
part of the "aliveness" of any theory or discipline. In order to
expand upon this aspect of the program two features of it will
be considered:

a) the objectives; and

b) the view of the student, as an actor, within society.

Limiting the Comparative Context: Pedagogical Implications

a) Objectives
There are four objectives identified by the Revision Committee
as pertaining to the program. [t will suffice here to consider
one or two examples.
Knowledge
To cause students to acquire a body of knowledge (comprised
mainly of Basic Concepts or Principles and Generalizations)
about the functioning of Human Societies both past and

present, both at home and throughout the world.

Methods of Acquiring Knowledge

To cause students to develop some facility in using the
methods of inquiry through which knowledge in the social
domain is discovered and acquired. (BCSS, 1968: 4)

The objectives for the program set out a causal relationship

between knowledge'and methods. A causal relationship indicates
3
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that what is known at this moment Conditions what will be known
in the next. This reflects, in essence, an a priori situation
in that what is to be known is already known before we actually
encounter il (Durkheim, 1964: 16). Reducing knowledge to what is
presentfy known enabled the Committee to control the parameters
within which students may know (and how they méy know) within
the unit; what is to be known is specified within the unit, and
how they may know is specified within the approach to the unit.
Such control may occur 1n twWO ways:

1) limiting the comparative knowledge base; and

ii) controlling the resource materials which provide the

primary focus for the program.

The objectives of the unit are used to prescribe the "boundaries"
of fnowledge; that is, the potential limits within which the
students and teachers will be able to function.

"Boundaries" as prescribed by the objectives also ensure that
the Revision Committee is able to predict the ways in which the
students are to act once they have proceeded through the unit.
(Kliebard, 1975: 38) Such predictability establishes the limits
for what the Committee might accept as the truth. By this I meén
that knowledge which would_fall outside of the causalalimits would
be suspect. For example, a Marxist perspective of development
may be held as suspect knowledge within the program and its grounds
for claiming truth may be dismissed. A capitalist perspective,
on the other hand, may clearly be held as containing the truth.

Indeed its truth claims may simply be taken for granted. The
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possibility for exploring dialectical relationships between the
individual and soclety are eliminated since the Committee's inter-
est is in legitimizing a single perspective of 1nquiry only; i.e.,
technical-scientific. Eliminating the possibility of establishing
such a dialectical relationship speaks to @ particular pedagogical
view of the student within the unit.

b) View of the student as an actor within soc;ety

Limiting inquiry to a single paradigm provides some control
over how the stué%nt will come to imagine himself as an actor
within society. The Curriculum Revision Committee saw the students

N

as passive beings within the unit. Such a position follows from
their understanding of empirical 1nquiry, that is, where knowledge
is independent of the inquirer. 5Such knowledge will be said to
exist in the same way regardless of whether or not the student 1s
present. Her role will be to absorb it passively. In a sense the
knowing comes to the student rather,than the student approaching
the task in her own way. The studeni is told what is relevant and
what is not; what doesn't fit is discarded as belng superfluous.
Students are seen as conforming to the ﬁethods and knowledge
presented; to challenge the way of knowing could invoke various
forms of punitive action from the teacher closely following the
guide; e.g., failing a test or grade (van den Berg, 1975: 101-103).
Musgrove suggests that the purpose of a passive way of knowing is
to shape, control, and manipulate the human organism to perform
efficiently within the system (Musgrove, 1968). Limiting knowing to

(S

one view gives tacit recognition to the assumption that man is
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controlled by destiny rather than being an actor who has control
over his own destiny. Students are rendered impotent in terms of

thelir own destinies.

Student tvaluation: Pedagogical Context \

Through their control of the mode of inquiry the Revision
Committee viewed the students as passive consumers of knowledge
who would not have the potential to act independently from the
group. The students are seen as being tréated uniformly within
the program's context. It is, in other words, important within
the unit to know what everyone knows. We all should know, for
example, how Asian farms are organized.K Such knowledge ensures
that a standardized testing procedure may be used with respect
to the unit. This 1is indicated, in Qért, by the broader statement
on evaluation contained within the program, which states in part:>

Specifically, as far as the Social Studies teacher

is concerned, evaluation must proceed in terms of

the objectives which are clearly stated at the

beginning of this program ... Throughout the program,

then the teacher must keep all the objectives clearly

in mind ... {BCSS, 1968: 79)
Teachers musgz as 1 interpret the statement, instruct to the
objectiveé of the unit "Developing Tropical World" as these would
reflect the empirical method of inquiry. While thére is some
attempt at critical thought with respect to the objectives -
"Teachers should try to get outside the objectives to determihé
whother or not the objectives themselves are invalid" - 1 would

suggest that this, given the single-mindedness of the program,

is not a position which is meant for action. If the Revision



Committee supported the statement, I believe that they would have
suggested some alternative examples following the statement. The

content of the unit 1s directed towards making the students test-

able. Potentially what is learned within the unit Is not how to

take action and fesist the testing, but rather how to accepl testing

passively as something that should be done to ttfem.

"Developing Tropical World": A Summary

The British Columbia Social Studies Unit, "Developing Tropical
World" is dependent upon a reduced interpretation of how the

geographer proceeds within his discipline. An oversimplification

such as this results in a distortion of how he proceeds with his

I8 (l\

professional work. The explication of the empirical model of
inquiry in a reduced version, as well, limits the scope of poten-
tial uhderstanding within the program. Such an appropriation does
not account for the praxis of debate that may be taking place
within the field of geography over conflicting methods of research,
or indeed of debates within broader philosophic circles, such as
that between the "Vienna Circle" and the Frankfurt School (Tuan,
19715 1977, Connerton, 1976: 32). These issues form part of the

life world of the geographer, but they are hidden from the student
i

-

and teachers within the broader structure of the program.

The Revision Committee, in selecting one mode of inquiry, is
also limiting the choices that may be made by students in terms
of selecting possible life world actions. Particularly, the
empirical inquiry, as it is presented, emphasizes the passive

nature of understanding; it emphasizes what is learned, rather

-
#J
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b © is to be learned. Students are given a theoretical

v icw which moves them away from understanding the social

f*ithin their everyday lives (Werner, Connors, Aoki,

T4 ;‘é, 1976). Students should become observers and not partici-
s in their world. It could be said that the conflicting
nsions which students experiénce in their everyday lives were

1 ;mdt sufficiently important to be a major part of the program.

PART II1: Developing Tropical World:

Substantive Content

The title of the unit, “"Develor’~7 Tropical World", presents
¢ -ontext through which the image of man held by the Revision
CCTfittee may be further explored. Of importance is the term

ing". It is an a priori category selécted by the Curri-

.n Revision Committee to characterize the tropical area of the
sorld. It is suggestive of a possible future for the region and
may, in terms of previous western characterizations of it, be
contrasted with such terms as "underdeveloped" and "backward" i
which are symbolic of a static view of the area. ™"Developing" J
as a term of feference suggests that there is an implicit standard
against which the tropical world may be measured; such a standard
would be found in those nations which label themselves "modern"
or "developed". These terms would apply to the sense of fullness
e;bodied within the concept of development (Berger and Kneller,
1974: 4). M

Labelling an area as "developing" has the potential of
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constructing a frame of reference through which the people's
achievements may be measured or evaluated. It also carries with
it a very powerful vision of how social transformations will be
achieved.

The Revision Committee's concept of developing may be further
explored in terms of the content outline; such outlines'suggest
the content which the teacher of the course should select.
Specifically the substantive intent for the unit is stated as
follows:

The programme is designed so that students can examine
in some detail those areas of the world that lie in or
near the tropics and that have economics essentially
rural agricultural, or subsistence in character. (BCSS,
1968: 23)

Agriculture has been selected as the main substantive topic.
Around this theme the social organization of the people of the

developing tropical world is considered in relation to the fol-

*

lowing agricultural types:

Hunting and gathering -

Shifting Cultivation. .

Pastoral nomadism L

Rudimentary sedentary agriculture
Subsistence crop and livestock farming
Intensive subsistence (rice dominant)
Intensive subsistence (rice not dominant)
Commercial agriculture.

(BCSS, 1968: 23)

T hD QO T
Nt Nt N N et e S et

View of Culture

¢
Listing farming activities in such a way sets up a system

of categories for evaluating the culture of the péoplé; this is

made clear in the following statement of the Revision Committee:
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 (The focus upon agriculture) does not preclude the
possibility of considering some urban, industrial

or other cultural phenomena within the regions

selected. (BCSS, 1968: 23)

(Brackets added)

I have interpreted this to mean that the Committee believed "mar-
ginal cultural" phenomena do not contribute in a significant way
to the total understanding of a culture. The way of understanding
the culture has been made in terms of what Pike has labelled an
etic view; that is, made as an outsider or surveyor of the culture
would make the judgments (Pike, 1967).. An outsider's perspective
is contrasted by Pike with an insider's perspective or emic viéw.
Here the frame of reference used for understanding the actions of
the people is constructed as though the individual were an actual
member of the group.

But what is important here is not so muchythe outsider view
used by the Revisioh Committee, but rather their interpretation
of it. Basically, it distorts the work of the geographers and
anthropologists upon which it is based. |

Cressey, for example; uses a similar inventory approach to
culture but at the same time makesfglear the basis of understand-
ing, from his perépective, when he states: "The function of

=Y

geography is to understand the total landscq?', cultungl and

physical, and to evaluate the diverse personality of an area from
place to place" (Cressey, 1955: vii). Inventor; approaches to
culture represent the position of the early twentieth‘centhry )
anthropologist, Boas. His work with the ngtive people of North ~

America, as I interpret it, was concerned with recording all of



those cultural featares which could be collected and measured.
But his position was not being totally reductive; he did, as well,
have an interest in the subjective aspects of culture. (Rohner,
1969) ,
h

Boas' epistemology, therefore, attempted to account for both
the subjective and objective aspects of the culture. His view Is
different from, for example, a Newtonian one. For he was attempt- -
ing to understand something of the reality of the people rather
than depending upon a system of pre-existing categories through
which the people's activities will be defined. This is what |
believe Cressey was warnina against: that if too narrow a view of
culture is taken, much of the richnevs of the culture 1s lost.
The inventory method used in the unit relegates some of the bUS»
sible ways of knowing the culture to greater or lesser importance
without considering the actual contexts in which it 1s seen by the
people and without providing for the teacher the grounds upon
which they made their decision. The framework of agricultural

o

types indicated earlier, for example, has been isolated within a
movement of thpught, and presented %or use within the unit. In a
very real sense it avoids the debates, once again, which give life
to a discipline.

The statement of agricultural types may be interpreted further
in two different ways:

i) as examples of types which bear no relationship to one

another; -or

ii) as types which do bear a relationship to one another. .



In the first instance there is no sense given to agricultural
evolution within society. They are simply given to be understood
within the particular unit, and their relevancy is clearly pre-
supposed. In the second instance culture is viewed in an evolution-
ary way, that is, as having an open horizon which reflects the
people's ongoing interpretation of the necessary conditions
(climate, soil, etc.) of their ecological environment. This is
somewhat related to W.W. Rostow's proposals made in the 1950's,
namely that the movement of societies from one position to another
occurs in a general spiral, each position being linked one to the
other through variocus transition phases (RostoQ, 1961). Such
a pusition retlects a hierarchigéi”yision of culture.

Hunting and gathering economle;, for example, are nol seen
1o be as sophisticated as a system of commercial agriculture.
The various agricultural socleties may be interpreted as moving
through these various stages, lo become eventually a fully devel-
oped nation; such an assumption was explicit within Qostow's work.
What 1s being‘excluded here, is a view of culture which considers
the fuhctional rationality of everyday life of which_Pike spoke.
(Pike, 1967) B

1f | reflect further upon the agricultural listing, I note
that commercial agriculture falls at the very end of the list.
The presentation of a capitalist form of agricultdre as being the
end of a developmental process, if accepted in the first place,

is, perhaps, evidence of a bias on the part of the Curriculum

Revision Committee. 1 would raise the question: does this imply
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that a socialist system of farm organization 1s not likely to
lead a nation to becoming developed; and 1f not, why not? These
are questions upon which the Revision Committee is silent, but
such questions may logically be carried through into a considera-

tion of the relevant resource material related to the program.

Summary 1

The view of the tropical world as "developing” 1s indicative
that a "less than" perspective towards these afeas had been adopted
by the Revision Committee. As such the region has been implicitly
judged relative to the developed areas of the world. Underlining
this position is the cultural viewpoint which the Curriculum
Revision Committee adopted:

. societies value system, goals, organization, and

level of technology determining which elements of the

land are prized and utilized. (BCSS, 1968: 6)
This statement suggests that there is to be an implicit a priori
standard against which each culture will be evaluated, despite
any differences which exist, namely the standard of technology.
There is not sufficient material within the curricular statement
related to the developing tropical world to fully evaluate the
implicit meaning of the Curriculum Revision Committee. It is with

this in mind that I will now turn to the resource materials associ-

ated with the program.

Developing Tropical World: An Interpretation

of Prescribed Resource Material

The British Columbia Ministry of Education centrally prescribes



the text resource material issued in conjunction with a program.
Materials for the unit under consideration fall within two cate-
gories 1n the materials list:

I. prescriptive materials that must be used by all teachers.

The text by Carswell, Morrow and Honeybone, Man in the Tropics,

iy the book that 1s required for the unit, "Developing Tropical

World":

2. supplementary materials that are available but not neces-
sarily used. Textbook materials, other than those aﬁpearing in
the list, may not be used unless permissio% is granted by a local
school board.

Man 1n the Tropics has been the core textbook in the course
since 1t was introduced in 1968; the other textbooks have remained
unalterad with the exception of a text by McCaffery which was
revised in 1973. 1 interpret these textbook materials, which
were selected by the_Rev1sion Committee, as being, in their eyes,
fairly representative of the stated objectives of the unit. The
materials, in other words, reflect the Committee's‘vision of how
the classroom teacher would approach the knowledge, skills, etc.,
of the unit on a day-to-day basis. The materials are widely
available to the teacher, in that they come from a prescribed
list, and represent a form of control in terms of the school
knowledge which is available to.both teachers and students. This
is not to say that é teacher may not introduce some of his own

materials into the classroom, but clearly he must do so within the

tacitly sanctioned parameters of the course. Nor is it to say

a5
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that such control is likely to occur, for as Kirst and HWalker
point out, teachers may, 1n fact, hold a completely different
conception of the material presented to them (Kirst and Walker,
1971). Rather, we are speaking here of the underlying assumption
made by the Curriculum Revision Committee that these materials
would influente classroom practices as envisaged by the Committee.
Clearly resource materials are reflections of the curriculum itself
and not a reflection of actual classroom practice. :

Three approaches to the texts will be used:

i) the perspective which the core text presents of the actual
activities of the professional geographer; i.e., the geographer's
world. This was selected since it is the one most likel<:to be
used as the central reference by teachers; ‘\

i1) the educational interpretation of the geographer's activi-

ties. The way in which the various authors have interpreted the
geographer's activities for actual use 1n the classroom with
students; and

iii) the way in which the textbook material (also‘designatéd
as resource material) interprdts the concept of “"developing™ In
relation to the unit, "Developing Tropical World".

| Through these materials a perspective of man and his world
is presented to students in the course. Here we are speaking of
the collective experience of people and their everyday lives in

terms of their beliefs, values, ideals, knowledge, shared rules,

etc.
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i) The Text's Interpretation of the Geographer's

Horking World

The perspective of the geographer's working world as it is
presented 1n the textbooks is largely taken-for-granted. In part
Carswell* does, however, indicate partially their view in the
following statement:

This book has been prepared on the basls of the

practical method of teaching. The best way to

study geography 1s to go out with a notebook and

a map to record by sketches, diagrams, maps and

record what has been seen. After the information

has been recarded an attempt must be made to explain

the facts. (Carswell, 1968: xiv)

The statement initially speaks of the geographer's active inter-
pretation in the field; he 1s one who, like the anthropologist,

must live in the field. But his activities are viewed in terms

of his ability to explain what he has seen by means of a likely

theory; this would, as previously described, suggest that such a
geographer would have a technical-science interest.

This statement forms the only substantive comment about the
actual work of the geographer; it is presumed by the authors of
the text, therefore, that the teachers will fully understand the
educational interpretation as being reflective of the geographer's

actual work.

%
ii) Educational Interpretation of the Geographer's

<

Work World

An educational view of the geographer's world may be considered

*Carswell, Morrow and Honeybone. Man in the Tropics. Ontario:
Bellhaven House, 1968. Hereafter referred to as Carswell.
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initially in terms of the following statement made in Carswell:

Man in the Tropics has been prepared from this point
view. It contains sketches, maps, diagrams, pictures,
statistics, descriptions, and other forms of geographical
data which the students must study in order to answer the

of

questions included in the text.

(Carswell, 1968: xiv)

As 1 interpret the statement, students are seen as reproducing the

activities of the geographer in order to understand how he makes

sense of the world.

This reflects the disciplinary approach to the

social sciences which was encouraged by Bruner in the late 1960°'s.

(Bruner, 1968) The strategy suggested that students would actually

learn something of the geographer's trade, but there is a signifi-

cant difference presented here: while the geographer goes out into

the field, the students are expected to remain within the classroom

and go over all of his findings and puzzle out the solutions. This

is typical of all the resource material yn the unit. A sampling

of the exercises will serve to illustrate:

A)

Look at Figure 24. a) What colour are the sheep?
b) What is likely to be found in the sacks?

¢) Describe the houses of Qatif. (Carswell, 1968:

Compare Rio de Janeiro, Sao Paulo, and Santos
using the following criteria:
1. location relative to the sea, each other
2. harbour facilities '
3. land transportation available, etc.
(Uttley and Aitchison, 1969: 109)

{

This graph shows the average temperature and
precipitation conditions for Singapore. Locate
this city and attempt to explain why these
conditions exist. (McCaffray, 1963: 219)

24)

These questions (and, 1 would claim, virtually all of those within

the text) may be placed into a category which treats the human

condition as a factual entity.

Society is given a reality of its
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own apart from the individual. Durkheim makes this‘point when he
says:

(There are first) ways of acting, thinking and

feeling, external to thé individual, and endowed "

with a power of coercion, by reason of which

they control him ... Thé¢y consist of representa-

tions and of actions ... Since their source is

not in the individual, their substratum can be g

no other than society, either the political

society as a whole or some of the partial groups

it includes ... (Secondly, there are): Other

facts without such crystallized form which have

the same objectivily and the same ascendancy

over the individual. These are called "social

currents". Thus the great movements of

enthusiasm, indignation and pity in a crowd

do not originate in-any one of the particular

individual consciousness. (Durkheim, 1964: 3-4)
Clearly underlying their approach to the text is the positive
spirit described by Durkheim. As the exercises throughout the
unit begin to relate together students are led towards making
generalizations, with universal applications about the way in
which man may develop himself. In addition to this the exercises
indicate that the cultural or social facts are measurable in the
same way that natural phenomena would be. For example, que%tion
(b) cited previously is measurable in the same way that climate
and precipitation are measurable. Also the questions, as I have
indicated in a previous portion of this chapter, point towards the
neutrality of the geographical findings; the educational inter-
pretation of the geographer's work is that he is indeed a neutral
observer.

Beyond Durkheim's statement the managerial value of factual
knowledge may be recognized in the educational setting. The

questions merely reflect the material with which the students
. }



have been presented in the previous part of the text. Tfo answer
the questions a student merely has to look back. (Kuhn, 1970;
Freire, 1973) "The importance of following the recipe for answering
the question Is significant in several ways:

First, the normative use of language;=that is the meaning
structures of the language standardize the ways by which we judge
actions and suggest motives. Mills suggests in short that by
providing such vocabularies the social canalization of thought
occurs (Mills, 1963). Such canalization neutralizes the potential
conflicts between points of view, thus de-emphasizing the variances
within the social world. We are taught to accept what we see or
hear as the truth. In the case under consideration students sée
the world reflected through a sclentific-technical view.

Secondly, Mills suggests that such a normative view of language
carries with it the "social and political rationale" as well.
Language itself, in other words, may not be treated neutrally
(Mills, 1963). Berger and Luckmann make this point as well:

The symbolic universe assigns ranks to various

phenomena in a hierarchy of being, defining

the range of thé social within the hierarchy

.. for example ... as recently as the Spanish

conquests in America it was possible for the

Spaniards to conceive of the Indians as

belonging to a different species ...

(Berger and Luckmann, 1967: 102)

There is thus a two-edged sword being forged: a) the people of
the developing world become totally objectified or reified, and
b) the students are viewed by the authors of the texts as having

becomeibbjects to be manipulated. What is suggested here is that

there is a political interest embedded within the factual language
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used in the resource material. The problem raised here is a
partfcularly difficult one, for I am suggesting that there is a
relationship between the knowledge presented in the resource
material and a political stance or ideology which was deemed
acceptable by the collectivity of the authors of the resource
material.

The political interest or intent which I would suggest under-
lies the curriculum is essentially a conservative one; that is,
it serves to preserve the prevailing political system which,

1 the west, 15 capitalist. [ am not suggesting a simple master-
slave relationship, as for instance may'result from the social
relations in the classroom. Rather, I view it as an extension of
what may be described as the protective role of the master towards
the slave  (Connerton, 1976: 18). The master, in other words,
protects the students from the negative - the criticisms that

are possible of the economic system in which they live. There 1s
here a relationship between the knowledge which is legitimated
within the curriculum (in essence a cultural view) and the social
relations established.between teachers and students in the class-
rOom.

In short, the history of twentieth-century education

is the history not of progressivism but of the

imposition upon the schools of "business values"

and social relationships reflecting the pyramid

of autherity and privilege in the burgeoning

capitalist system. The evolution of U.S. education

during this period was not guided by the sanguine

statements of John Dewey and Jane Addams, who saw

a reformed edycational system eliminating the

more brutal and alilnating aspects of industrial
shour. Rather, the time-motion orientation of



frederick Taylor and "Scientific Management", with its

attendant fragmentation of tasks, and imposition of,

bureaucratic forms and top-down ontrol hold sway.

(Bowles and Gintis, 1976: 44) 5:3
Emphasizing facts within the Curricu¥uhy as [ interpret it, is
part of the division between the master\énd the slave, but it@}
also reflects the larger "legitimacy of knowledge" which we find
within a curriculum. Thus the view reflected of the people of the
developing tropical world is, in part, the view of ourselves which
has been deemed acceptable; it is a legislated view.

It would not, however, be correct to involve a conspiracy
charge: there is no 1llegitimate coercion; thereyis no plot.

A}
Rather [ would suggest that we have lost the art of critique and
PN

with it, the possibility of understanding the dialectical and
historical roots of our own thought. Educators have forgotten,
over the years, how to re-search possibilities. There needs to be
an uncovering of whal 1s there <o that we might understand our
life situations in a deeper sense:

By means of an unalienating and liberating cultural

action, which links theory with praxis, the oppressed

person perceives - and modifies - his relationship

with the world and with other people. (Gutierrez,

1980: 90)
The people who construct and select currjculum, as I have indi-
cated previously, are unaware of their own tacit programs through
which they seek to influence people, of their own "of course" and
"presuppositional relevancy structures". Within the resource
material I find no evidence to suggest that these significant

‘educational issues were addressed.

In summary, the educational interpretation of the geographer's
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work as reflected in the resource material is an instrumental
technical-scientific one in which the students are expected to
solve the buzzles which are set out before them. But the resource
material is consistent in this philosophical sense with the cur-
riculum itself: the Revision Committee has consistently emphasized

the passive, puzzle solving view of the students within the course.

iii) Textbook Perspective of "Developing" in Relation

to the Tropical World

Themes to be considered in relation to the perspective of
"developing" reflected in the resource material are:
a) view of thie farming activities;
- b) view of people's economic interactions.
These themes will serve to illuminate as well the educational
interpretation of the culture of the people of the developing
tropical world.

a) View of Farming Activities

-

i) Small Farms.

Early on in the text Man in the Tropics the following state-

ment 1s made with reference to the farms of South-West Asia:
Farming methods are antiquated. Ploughs pulled
by donkeys or oxen, the hoe, the spade are seen
everywhere. Winnowing is the typical threshing
method. (Carswell, 1968: 23)
Statements such as this are typical of the references to small
farms, made in the texts. In many cases the farming methods are
¢ -rasted with those of the "limitéd amounts of technology which

‘ailable in the area". They are essentiqlly portrayed as
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being largely inefficient in their production techniques when
measured against westernized farms. Inefficiency is often linked
to the primogenitary practices of the people of India, "€eylon"
and Pakistan (and Bangladesh). Carswell expresses this point of
view when he states:

The custom whereby each son in succeeding generations

received an equal share of each type of land owned by

the family has led to this serious problem. The

scattered location of the plots discourages efficient

cultivation and makes irrigation difficult. (Carswell,

1968: 77)

Judging farming solely in terms of its efficiency reflects
once'again the curriculum's focus upon a technical-science pers-
pective of knowledge. Seen from this vantage point the farmers
should be concerned with maximizing their return in terms of the
mechanized farming implements, fertilizers, etc. Farming becomes
an éctivity which may only be comprehended in terms of its measured
input-output as it directly relates to productivity; i.e., how many
man-hours, how many bushels,'etc. Any activity which is not
directly related to productivity becomes "a waste of time".

”

Classifying walking between fieids, under the system of primogeni-
ture, as a "waste of time" 'in a sense damns the Indian farmer
for creating iifgwn poverty. Essentially Such a position raises
the question: How may he be so stupid as not to see his own
iﬁefficiency?

A discussion of the farmer's inefficiency closely ties to-
gethef the concepts of>time and money. Money is essentially a

compeh§ation for unlived time (Berger, Berger, and Kneller, 1974:

102). The division of time into productive andfnon-productive

;
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segments suggests that the more time the farmer spends at his
labours, the more money he will have at his disposal. The more

money he has, the larger his farm may become and the more equip-
. >

ment he may be able to afford; i.e., more importantly, the more
effieient he would become. Quantitatively the input-output model
becomes very efficient but it is the qualitative (lived sense) .
of the farmer's life that becomes hidden. ‘.

Indian farmers, for example, moving between the various
plots of land exchange news and gossip as théy encounter one-
another. 1t is such subtleties of the small farm that Carswell
and the other resource authors do not addfess. If we reflect
upon the statement below regarding Mr. Dunutileke's farm, we are
quided towards the typical features of farming life. Every'farm
is the same; we have no sense of looking through Sartre's keyhole
(Sartre, 1956: 358). There is little of the life of real people
in their everyday situations. The‘Dunutileke farm is not a concrete |
farm; it is a mythical farm and Mr. Dunutileke is’no; a "real,
knowable person': | | |

Mr. Dunutileke is also typical of many others in‘CeyIOn

in that he has a large family. The population of Ceylon

as a whole is increasing fast as a result of high birth

rate and improved medical care. For instance, in 1957

there were 9,165,000 people in Ceylon; in 1960 this

number had grown to 9,896,000 ... (Carswell, 1968: 71)
We‘are not encouraged to exchange places with Mr. Dunutileke as
we might with Tom Sawyer riding down the Mississippi on his eaft;
nor are we the kind of observer who watches him frem the bank move

on his raft down the river. (As Carswell's geograbher with-a

notebook might.) (Percy, 1956) Mr. Dunutileke's life is



inaccessible to us. He is one of many statistics; his experiences
are alienated from us since they a;e not true accounts of his
experiences, but rather re-interpreted versions of his experiences
filtered through scientific-technical language. Such language
isolates us from our own existential involvement in 7is i fou we
know nothing of him as a person. He Is lost to the rcecer in a
maze of factual references. This 1s not to say that a factual
basis is not required in the curriculum but rather that when the
emphasis is placed upon such information it becomes important in
p

itself. Sutdents. for example, are expected to know the sources

of Mr. Dunutileke's cash income:

Paddy is not, however, the most important source of

cash for Mr. Dunutileke. His cash income is higher

from the sales of vegetables. The vegetables he

grows are tomatoes, onions, beets, capsicum, green

chillies and chewing lutel vines. Capsicum and

green chillies are sometimes known as peppers ...

(Carswell, 1968: 72)
His and his family's efforts on the farm are reduced to lists,
which destroy the very labour which expresses thelr care in farm-
\-\
ing. Viewed in this way it has an expressed meaning for them
beyond the cash value; it represents a part of their day-to-day
struggle for life. The farm itself becomes a symbol of Mr.
Dunutileke's works and those of his ancestors and living family.
It is a place where he lives and will die. As an objectification
he ceases %0 be a person; he is an abstraction viewed through

blurred eyes (Webb, 1962: 264—272). He becomes a construct whose

life view is distorted to fit into the theoretical model provided

by the resource material.



The reality of Mr. Dunutileke's work has been reconstructed
in relation to a rationalistic approaci to the understanding of
human action. We are. for example, told thal Mr. Dunutileke's
motive for production is a profit one: Mr. Dunutileke's motives
are imputed to him by the authors of the text. Rather than allow-
ing him to speak for himself, his frame oﬁ%?eference is provided
for the student. Schutz argues 1IN opposition that we must under-
ctand the motives and interests of the individual if we are 1O
begin to locate him within our perspectives (Schutz, 1971: 22).
Presenting Mr. Dunutileke's world as a neat and tidy rational-
ictic one, Carswell is requiring that the student closely follow
the cogpitive model through which they approach the small farmer.
Ihrough such a model the students must shift their perspective
to accommodate that of the authors. The students, in essence, are
moved from their own commonsense view to a rationalistic one.
Thus the existential understanding of Mr. Dunutiléke is denied
any importance within this framé of reference. It has no validity
within the scientific-technical position since it would represent
what W. 1. Thomas suggests is a vantage point or the individual's
own subjective point of view. Solely emphasizing the factual
aspects of Mr. Dunutileke's life, his "home" becomes a foreign
expression in which the reader is left pondering its unfamiliarity.
The resource material typically presents small farmers in
the "developing” world as being people who prevent the moderni-
zation.of the tropical regions. Descriptions of farm life generall

do not concern the lived situations of their lives. Such a

/

f
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culturally relative view tends 10 present the farmers of the
tropical world as simple and uncomplicated as compared with
Western ones:

The life of the workers is the simple one of the

farmers everywhere, 1in great contrast to life 1in

the large cities. (Carswell, 1968 337)
Such universal statements classify the small farmer's life and
I would suggest, relegate him to a positidn of unimportance.
Geographical, sociological and anthropological studies indicate
that simple farmers have an understanding of thelr natural sur-
roundings which often moves beyond that of the zoologist, D1o-
logist, etc. Omitting reference to these understandings within
the resource material escentially leaves the farmer a passive
actor within his world. Such a view, however, 15 consistent
with that presented within the Social Studies unit being considered.

ii) Large Ftarms

The resource material often focuses upon the role of the
Jarge farms within the "Developing Tropical World". Typically
these farms reflect a plantation type economy which is described
within the unit as commercial agriculture. Descriptions of the
plantations begin a rationale suth as the following:

Banana plantations are usually carved out of jungle

lands and gradually transformed into the large

cultivated areas ... A plantation is laid out in

cections for the convenient allotments of work ...

Workers clean ®ut new growths of underbrush every

three or four months and spray reqularly to

prevent disease. (Carswell, 1968: 278)
Most descriptions of the farms emphasize the organization of the

farm itself, What is not emphasized is the "worker" aspect of the



farms; that 1s to say, most plantations employ workers to work on
them. Wages are often paid in terms of cash, housing and arable
land.

Carswell moves beyond the usual descriptions in that he
addresses the political question of the ownership of the banana
plantations:

As Canadians we sometimes complain about the American

influence in our country's economy. Many firms in

the Vancouver area are owned and operated by parent

companies in the United States. In Central America

the influence of the United States is most outstanding

In the realm of agriculture. The following is a

description of the activities on the large banana

plantation in Central America, typical of the type of
development operated by American interests. (Carswell,

1968: 278)

Several questions may be raised with respect to the
description which followed the abové\quotation:

A) Why were the labour conditions on the farm ignoréd?

B) Why were the gquestions related to American investment
in plantation economies not explored further?

C) vhy were some of the alternative positions to this type
of ownership not explored further?

Beyond these questions directly related to Carswell, I may ask
why the other resource material did not discuss the question of
ownership at all. That plantation ownership was of concern at
the time the books were being written is reflected in some of the
contemporaneous literature from South America (Linquist, 1972).

By not raising such social-political questions the authors
of the resource material effectively neutralize the social commit-

ments which may be involved in an individual's day-to-day '~

life-world. Describing the activities carried out on the farms in
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factual terms permits the authors to gloss over the serious social

issues of poverty, enslavement, economic confrol, etc., which

underlie the socie} forces of South America, Africa and Asia.

The approach taken towards the banana plantations is repeated
time and again with reference to coffee, tea and rubber plantations
of the developing tropical world. Workers are generally described
in neutral terms as though their actions on the farm were totally
directed towards its welfare:

The coffee harvest begins in May_and continues 1nto

August, during the warm, sunny, dry weather of the

winter. Men spread a canvas under each tree 0

catch the coffee beans. They climb ladders to reach

the upper branches. Children pick from the lower

branches. (Uttley and Aitchison, 1969: 101)

The company becomes a benevolent provider of the people:
Practically all the houses are one storey and few have
porches. They are built of clay bricks. The bricks are
covered with a stucco, which is whitewashed. Often a
bright colour is used. Rose is a favourite tint. The
rooms are rather small with high ceilings.

The average home has no rugs. The floor is of wood,

except in the poorest homes, when It is of clay ...

(Uttley and Aitchison, 1969: 103)

The social question, such as how the labourer is treated in terms

of his wages, his involvement in running the farm and whether or

not labour unions are permitted, 1s never raised.

Plantations, further, are often described, not in terms of a

Jabour intensive activity, as the small farm is, but rather in

relation to the degroe of mechanization which is used on the farms.

The authors of the resource material make reference to refrigerated
ships for bananas or to mechanized pickers for coffee (Carswell,

1968: 280-281; Uttley and Aitchison, 1969: 103; 137). Plantation
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agriculture appears to symbolize the degree to which the area Is
modernized. It acts something like a barometer of progfess; the
more plantations the more progressive the region. But this view of
médernization does not carry with it the possible institutions
through which modernization and sogial consciousness manifest
themselves in western nations. Labour unions and democratic
institutions would serve as illustrations. "Modernizations",
state Berger, Berger and Kneller, "must be regarded as a process
by which specific clusters of institutions and contexts of conscious-
ness are transmitted” (Berger, Berger and Kneller, 1974: 119).
The limited view of modernization reflected through piantation
economy limits in this sense the student's horizon and would not
allow him access to the possible vantage points of the plantation
workers.

Presenting modernization in this way represents a conservative

approach to the whole problem of economics and its impact upon an

L~

'j‘individual's life-world. The resource material indiéates plantation
economy benefits not only one class but the society as a whole,
when the evidence would in fact suggest that such a system has
consistently worked to place one class over another; to_ensure
that the rich dominate the poor.

Both farming types - small and“large - tend to portray the
native farmers as resisters to change; as’people who must be led
like children to some form of modernity. In both instances people

are essentially portrayed as "backward" and indeed in need of

"developing".
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b) View of People's Economic Interactions

Physical resources are those which are of use to man in an
economic sense. As such these resources are seen as being "farmed"
or extracted and shipped to Western nations as raw products 1n the
same way as bananas or coffee are sent. Several examples cited
from the resource material may serve to illustrate:

Jamaica's bauxite is taken from open pit mines by dragline

excavation ... The Jamaica Railway Corporation transports

the alumina produced at the alumina plants, Kirkvine and

Evuarton, to Port Esquivel for shipment to Alcan's smelter

in British Columbia and to other smelters. (Carswell,
1968: 249-251)

Bolivia is the only large tin producer in the Western

Hemisphere. Without tin, Bolivia would have little

to sell in the markets of the world. This one metal,

makes up two-thirds of the value of Bolivia's total

exports. (Uttley and Aitchison, 1969: 82)

The oil is sent to the Mediterranean coast by pipeline

from Hassi Messooud and other Algerian oil oases. Find

these pipelines in the map on page 55. O0il tankers

carry the oil across the Mediterranean to southern

furope. (Eiselen and Uttley, 1969: 57)
Embedded in these statements are what might be termed an early
colonial view of the developing tropical world, that is, the view
that was prevalent in Europe towards the developing world in the
'19th and early 20th centuries (Myrdal, 1963). This position is
perhaps reflected best In the statement by Carswell, with regard
to European settlement in East Africa:

The bﬁilding of the railways, however, has led to

greater European settlement and improvement in

agriculture, but this in itself was a very slow,

costly and difficult job. (Carswell, 1968: 77)
In essence the statement reflects the "civilizing function" which

European culture was viewed as having in the developing tropical



world. That is, the opportunities that the Western culture provided
would eventually bring equal opportunities for the native Inhabi-
tants. Furthery a frame of reference is provided for the reader
through which they may see that technology or modernization is
morally and ethically defensible since it will, in the end, result
in an improved way of life for the people of Africa. 0f this
position Myrdal says the following:

It was, however, mainly the conservatives who came to

determine the development of economic theory. As I

mentioned at the end of the last chapter, the fate of

their theories profited from the accident that they

happened to be conservative; for this implied that

they were interested in a natural state of harmony

which, to them, was fairly like the world they saw.

Their technological analysis of social reality became

therefore more easily acceptable because it mirrored

the status quo. This.is what I referred to as the

"realism of conservatism". (Myrdal, 1963: 137)
Myrdal underlines clearly, not only the European political attitude
towards Africa at the time, but also the view towards Africa reflect-
ed in the resource material; that is, the maintenance of a socially
conservative view. Within the material the students are shown
that the African is only slowly becomiq@wgapable of controlling
some of his own economic life:

Figure 173 shows one of the Kenya farmers talking

to his (native) tractor driver. The sheep on the

left are grazing on the wheat stubble and in the

background are some of the work-covered hills

typical of the higher parts of the plateau. In

recent years most of their farms have been taken

over by Africans. (Carswell, 1968: 181)
The image of potential equality which I have suggested is implicit

in the material and is usually presented to the students as the

best way of developing the tropical world. The authors preférred
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this view of development over other possible choices, such as
revolution, despite the rise of nationalism in the area in the
latter part of the twentieth century (Fanon, 1963);

Through this view of imperialism presented in the material on
resource5§§velopment comes an image of the people of the tropical
world as being inferior to those of the westérn World. As such it
becomes a legitimate interest of the western governments and
companies to exploit people in the name of progress. Ffurther,
the view 1s presented that the people must accept it for there is

no other alternative available apart from acceptance.

Perspective of Culture Within the Resource Material

Farming and resource de&elopment each reflect a perspective
of culture which is contained within the resource material. A
gultural perspective identifies the frame of reference through
which the authors of the material described their view of man in
the developing tropical world. Such a view is transmitted through
the stock of knowledge which they have identified in order to
convey their substantive context. In all cases the authors take-
for-granted their particular point of view. )

Generally the resource material recognizes two ways of under-
standing thé culture of the people of the developing tropical world:

1) the culture of the white "newcomers"; and

2) the culture of the traditional inhabitants.

The following statement perhaps reflects the perspective of the

culture developed within the material:



Efforts to settle racial friction continue. The
southern part of Africa is a region with many problems
to solve. One is building greater co-operation between
European and Bantu. The Bantu greatly outnumber the
Europeans. Through the years the Bantu have provided
an abundance of unskilled labour. Europeans have
contributed money, knowledge and technical skills.

Gradually more Bantu are learning how to handle the
tools of modern industry, how to carry on business
and professional work. Many, however, still have

a great deal to learn before they will be able to
take their places in the world of Today. (Eiselen
and Uttley, 1969: 151)

The phrase "many, however, still have a greatl deal to learn” 1s
reflective of the following statement by Malinowskl:

...so do the natives, pagan or" heathen, barbarian

or savage, who gﬁjoy the benefits of our great

Western culturel. The uncultured is to receive the

benefits of "our culture"; it is he who must change

and become converted into one of us. (Malinowski,

1945 wiii-ix) :
Both of the above statements reflect what I would describe meta-
phorically as the missionary view held by the white South African
towards the Bantu. By the missionary view 1 mean that the authors
of the resource material felt that they must proselytize the reader
regarding the need to transport the native spiritually to what

was perceived to be a higher level of culture; namely that of

western technological societies. Malinowski reflects this spiritual .

transformation through his use of the term "converted". In a
sense 1 take him to mean that the natives must make a Kirkegaardian
type of leap in%érder to accept the technological faith. Such a
con§2rsion also implies tha; the Bantu would be required to leave

their own culture behird since it f§§“le53” than that of western

mak's science.‘ My suggestion here is that the authors of the
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resource material are consistent in following Malinowski. Students
working on this unit would be exposed to a consistent position of
western cultural superiority. N

The authors of the resource material have consistently construc-
ted the frame of reference within which the Bantu are evaluated.
The Bantu are pictured as living co-operatively with the South
African Whites. The term "greater co-operation" (cited in the
quotation p. 65) would reflect this point of view. Evidence of
this may be discerned through the description of the creation of
the "Homelands".
How can the Bantu keep the best of their own tribal
culture and at the same time make good use of the .
benefits of European civilization? What kinds of
government can be created that will assure each
group the rights and opportunities to which it Is /
entitled? These are some of the questions the /
people of the region are struggling to answer.
(Eiselen and Uttley, 1969: 151)
Homelands are presented as a place where the Bantu may preserve
their own culture. As I interpret the statement the Homelands
are presented as an icon of the white South African's determination
to develop a co-operative spirit with the Bantu. It is something
the authors indicate is possible if everyone works together. But
underlying the position is the assumption that African people
<till have a lot to learn; they are like little children who will
grow into the possibility of accepting a scientifically described
world.

This attitude partially reflects the writings of Morgan and

Tylor and their perspective of culture. Essentially they propose

a developmental view which suggests that man will, at differing
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stages of development, pass through various stages: savagery,
barbarism and civilization (Morgan, 1963: Tylor, 1958). Such a
position legitimizes the practice of classifying various societies
in terms of. western civilizations: everything is made relative to
It. Western technologies, therefore, offer to the Bantu the
promise of deliverance from hunger, disease and poverty. The
implications of the promise are never fUlly explainéd. The pos;

sibility that such deliverance for the Bantuy may not occur is

-mentioned in a closing paragraph on South Africa:

The system of Separate Development is complicated.
It will take years to carry out. Many people wonder
whether it will succeed. The Europeans who govern
South Africa are certain that Separate Development
Is a good plan for the Bantu, but many Bantu resent
the whole idea. (Eiselen and Uttley, 1969: 52)
This is only the second time within the South African section that
the authors suggest there may be two frames of reference for

intergreting the lived sense of the people in South Africa, that

thértﬁarcultures may in fact never livg.in-harmony. Labelling

people as “primitive" and "backward" glosses over the possibility
of understandin%;the social realities that exist within the various
nations of the déveloping tropical world (Carswell, 1968: 188).

The authors of the resource material take it for granted that
everyday life for the Bantu is not problematic in the sense that
there is significant tension between two cultures who are Struggling
to shape their own destinies. Rather implying that the Bantu are
"unco-operative" permits us to view such social Issues in the
context of a mild family squabble where fhe parents ‘may plead that,

"HWe have given you every opportunity to become as you will - why
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are you not grateful to us?" Further 1t recognized the hierarchy
of leadership as between a father and his children. The father
leads, the children follow. - As such the passively-depicted Bantu
are perhaps not unlike the passive student. \
Black and White cultural relations are depicted essentially‘d
in this way; the progress of a particular black culture may be
measured in terms of its acceptance of the white culture. Such a

perspective is typical of an imperialist vision of the developing

tropical world.

Concept of “developing" Reflected in the Resource

Maferial

i) Background

1 have alluded to the imperialist view of “developmeﬁ%” in
previous sections of this chapter. At this time 1 will explore
this concept in relation to the resource material. Development,
as depicted within the resource material, 1s clearly related to
the introduction of technology within'the region. If I search for
the view of culture which is embedded in the resource material, I
would locate it within a pre-Boaéian framework where the prototype
of development was largely that of Westerﬁ European Culture. Boas
himself questioned the attitude of racial and cultural superiority
whych was represented in such positions (BOaé, 1948). Thé unilinear
view of culture provides an ideological framework through which the
-imperialist position is supported. Within such a framework the 2

understanding of the cultures of the tropical world as being "less

than" would become important in order to utilize efficiently the
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Jabour of the cultures which would be exploited by the industry
(Caulfield, 1974: 182). Beyond this such knowledge also becomes
~useful for the various degrees of political pressure which woulg
be applied through the governments organized in the colon?bs.

Boas challenged the view of racial superiority and questiogza
the right of anthropologiéfs to make judgments about another culture
in terms of their own (Boas, 1948). I point this out, noi to
become enmeshed in the anthropological issues surrounding the work
of Boas, but rather to indicate sore of the alternatives to the
linear developmental models of culture implicit in the work 5f

Morgan and Tylor and the evolutionary theories of W. W. Rostow

(Morgan, 1963; Tylor,~1958; Rostow, 1961).

ii) Illuminating the Concept of Developing

The linear developmental models are implicit in the resourcé
material. Carswell agssumes such a stance when he states of agri-

cultural development:
It is generally agreed by scientists that the first
civilization begun by man was in the region at the
end of the Mediterranean Sea .. #®fn this area, now
called "the fertile crescent" because it,is a crescent-
shaped oasis watered by two great rivers, man, first
cultivated grain and settled down to live in one
place. The practice of scientific farming began in
these earliest civilizations as man learned to produce
better strains of grain.¢ With the introduction of
irrigation, crop production increased and so did
the population ... As the Ice Age came to an end,
civilized man spread out from Mesopotamia in all
directions. (Carswell, 1968: 1) (underlining added)

As T interpret this statement, man as he evolved progressed develop-

mentally ‘at different rates; some groups stopped at one point;

others at another. The view, however, .of how these"transformationé
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of the various cultures occur is not specifically addressed within

the text<” That is, it is an assumption on the part of the authors

that cultures will slide one into the other and that they are '
continuing to move towards some point of ultimate perfection.
Change in gﬁlture is, therefore, seen as being natural. Such a
vision of change does not recognize the social forces which may be
incorporated into the possibilities for altering the situation
(Stravrianos, 1976: 168-169). The assumption that is consistently
made with reference to the concept is that development will ulti-
mately have é positive effect upon culture. Carswell, for exampie,
assumes that the function of the educational facilities is to
diffuse the scientific technology:

Figure 178 shows a scene, unknown not long ago, but

becoming increasingly frequent in many parts of

Africa. More and more schools are being built, and

more and more students are going to advanced courses

In technical colleges and university colleges, such

as Makerere in Uganda and Salisbury, Rhodesia and

also in Britain. (Carswell, |1968: 183)
Such ah assumption, however, also assumes the dependence of the
nation upon the technology that is being imported. Berger has
pointed out that it is not only the technology but also the insti-
tutions that are imported. Western technology, he argues, could
not be suppofted-Without such imports as well (Berger, 1976: 121).
The impact of such instruction is one of cultural altefation in the
sense that a technical-scientific view of man is often imported.

The institutional framework which is imported may have the

additional function of permitting the basis for a new elite to

develop within a nation, that is, a group of indigenous people who



largely embrace the technical culture of the West. As such this
group could become active in attempting to ensure that modernity
progresses in a way that is acceptable to the Western, exporting
nations. This group would in a sense perform the same function as
the early anthrobologists, in helping the imperial powers to under-
stand the indigenous cultures. This new western educated group
coﬁveys the "message" to the people and attempts to ensure the
entrenchment of the technical-scientific values. It is this group
who are given the necessary skills to transcend their own culture.
The neutrality of technical science leaves behind the baggage of
culture, language and tradition.

The scientific community concerned with the technical science
thus ensures the dependence of the people upon the developed
nations. As such, education becomes the co-opting means of
cultural subversion; students using the resource material are
presented, 1 would claim, with such a picture. For instead of
raising questions regarding the role of education in the developing
tropical world, students are left with the following:

22. . Study Figure 178 and then make two lists, one

of things that are similar to your own classroom and

the other of things that are different.

23. Judging from the drawing on the board, what do

you think tife lesson is about? (Carswell, 1968: 185)
Basically they are asked to name and classify the educational
procedures; a technical role.

The concept of development that is reflected within the

resource material is mainly one of a unilinear progression based

upon the hope that all people may ultimately embrace the doctrine

AN



of equality. To become developed, if you are black, is to try to
view yourself as if you were white and living in a technological
society. It is assumed within the resource ma£e;ia1 that all
people will indeed want to embrace the western standard of better-
ment, for their own good.\\gbch views are placed before the student
as if they were the only possibilities. It is an imperial-colonial

view of developihg. Within this context the moral, ethical, value

and belief structures of the people are virtually unconsidered.

Summary ' : -
Analysis of the British Columbia Grade 8 Social Studies program

has demonstrated that the Social Studies Revision Committee consis-

tently turned to a technical science orientation within both the

Curriculum Guide and the resource material which complements 1t.

Their initial assumption regarding “what is good fc~ education”

has been consistently revealed in the discussion. Further, the

of -course assumptions and presuppositional concerns of the Committee

have been reflected as follows:

a) that such an approach is taken-for-granted; \\\

b) that geographers are factually oriented; (ﬁ \) i

c) that geographers seek ultimate or universal truths; 3 ..

d) that geographers consistently avoid debate over
epistemologies;

e) that geographers are not concerned with political 1ssues;

f) that problems associated with introducing culture to the
developing tropical world are central issues;
/

g) that discussion of what technology is, is not considered;

h) that changes in income and economic status are not con-
-~ sidered important; that a cheap labour pool must continue
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to be available;

i) that man is an object - specifically, man in the developing
tropical world must be conquered;

j) that it is acceptable to judge people according to a
technological hierarchy;

k) that it is acceptable to manipulate people;

1) that a reconstructed logic is used;

m) that ethical and moral questions are never fully addressed;
n) that control over central resources is extensive;

0) that the profit motive and capitalist forms of productlon
are emphasized; and

p) that passive acceptors of knowledge are prized.
Man's experiences in the world become objects of study; a reifica-
tion, in other words, of their actual existence in the world.
Students, in turn, like the manipulated puppets of the developing
tropical world, become objects through which knowledge will be
recycled, without reference to their everyday lives. The structures
of reality are, in other words, viewed as the same for everyone.
Students and the people of the developing trobical world become
malleable together. | |

But such findings raise further questions:

1) What could this unit look like?

2) What might be the deeper possibilities with the resource
materials?

3) What is the p0551ble relat1onsh1p between the students and
the curriculum?

These questions are reflected, in part, through the work of

the Austrian phenomenologist Alfred Schutz. Schutz based his.
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phenomenology on a critique of the positive sciences? JThus his
position is opposed to the technical-science approach used by the
British Columbia Social Studies Revision Committee as a basis to
develop the Grade 8 Unit "Developing Tropical World". The reader
is asked to reflect dialectically upon both the work of Alfred
Schutz and the Unit under consideration to unfold new possibilities
for understanding. The dialectic is extended in Chapter 4 through
a consideration of George H. Mead and the Unit. In Chapter 5 the
dialectic between the concepts of Schutz-Mead and the Unit "Dev-

eloping Tropical World" is explored.



CHAPTER 111 L

Schutz: The Limits of Intersubjectivity

Phenomenology of Everyday Life

Schutz, in his lifetime, wds interested in disclosing our
experience of the world in relat}on to the others whom we encounter
in our daily lives. 1 am born into the world which, over time, I
understand as bein%\intersubjectively constituted:

Once the expef;ence\of the Thou is assumed, we have

already entered the realm of intersubjectivity. The

world is now experienced by the individual as shared

by his fellow creatures, in short, as a social world.

(Schutz, 1967: 139)

In this statement Schutz begins to clarify the separation between
his phenomenology and that of Edmund Husserl. Husserl was
essentially concerned with: a)ﬁfhe reduction, b) the eidos and

¢) the transcendental. Brieflyv§ﬁe§§£pay be understood as follows:

a) the reduction: Husserl wagﬂEgncerned to go beyond the
introspective psychologies of the day. The method of reduction
cr bracketing was introduced into his philosophy aé a form of
safeguard to ensure, so far as is humanly possible, that the
experience itself is revealed. Bracketing focuses thé phenomenolo-i

gist's attention upon the core or, to use James' term'ﬂihe‘kernel

of the experience.

In this sense every experience is to be vi
had never occurred before. We suspend, in other words, that which

we already khow,,in order to understand the experience purely as
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meant (Husserl, 1960: 20). The fringes or horizons of sucg?
experienges are to be bracketed out of the deliberations.

b) the eidos: Husserl was also concerned with a second kind
of reduction, that of eidetic reduction. If we, for example,
consider our understanding of a single chair, before us, we are
beginning to understand something of Husserl's meaning. Beyond
this, if we ponder other chairs which we have encountered in our
life we may ask: what is it that these chairs have in common aside
from their individual characteristics? If we consider this aspect,
the chairness of -chairs, then.we begin to contemplate the EIDOS -
the image - or the essential meaning of the object chair. The
object of the eidetic reduction, in Husser{'s te inology, may
either be a material object or an idea.

¢) the transcendental: The transcendental philosophy of Husserl
was rejected by Schutz as losing sight of the central focus of
phenomenology, namely the understanding of everyday life. Schutz
described his rejection of Husserl's thrust as follows:

"...unobtrusively, and almost unaware, it Seems to me,

the idea of constitution has changed from a.clarification

of the sense of being, into the foundation of the structure

of being; it has changed from explication into creation.

The disclosure of conscious life becomes a substitute

for something of which phenomenology in principle is

Incapable, viz., for establishing an ontology on the

basis of the processes of subjective life." (Schutz,

1975: 83-84)

I interpret Schutz as being concerned with the way in which
everyday world phenomena present themselves; what it is like for

us, for examaﬂe, to encounter people of a different culture from

our own. In rejecting Husserl's search at the transcendental

76



77

level, Schutz began to search for literature that for him illumina-
ted the structures of the life world. Thus we find him exploring
such writers as Bergson, James, Mead, Dewey and Santayana for his
inspiration. Taking it for granted that the Other exists suggests
that Schutz's phenomenology is concerned with the intersubjective.
[t is based upon the observatign, that for me, when I see the

~$

Other,\bhefe is no reason to doubt what I see. Obsgrvation, my
experiehce,[becomes the fundamental datum. We, in essence, suspend
our judgment; we do not accept what we see or reject it, but we
mérely note the experience of seeing the other as our datum. It
is in this way that Schutz avoided the doubt expressed by James:
"My inability of me to neet the expectation of others if others
may be" é@%mes, 1890). Schutz may be seen as saying thaththe wérld
of intersubjectivity as experienced by me has two dimensions:

1. the world that I became aware of as being cénstituted
with others regardless of whether they are predecessors or con-
temporaries; and

2. that the world is taken-for-granted by me. My habits,

language and others all cénstitute my taken-for-granted way of
being in the world, or we may say that it is the world that is not
analyzed any further b} mé given the presgnt situation.

The first dimension may be described as the world in which I
think of the Other as being a real person and not an object 1o
which I refer. The Other is living with me, for example, in the~”

face-to-face situation. In this situation, there are aspects of

‘the past, present, and future which are present ;to me through my



internal time consciousness. The second dimension of the inter-
subjective is the world I accept as being there. It has been
constructed through my contact with others but 1 have now forgotten
or pushed back the circumstances under which I first experienced
it. 1 cannot recall my first encounters with learni%g the English
language, for example, yet I take it for granted as a cultural
phenomenon; 1 use the language in all aspects of my everyday life.
The taken-for-granted is that towards which, epistemologically,
phenomenology directs itself. Being aware, that is, being able to
express why I acted in a particular manner, provides iconic state-

¢

ments through which the taken—forfgranted expe;ience of the indivi-
dual can be made explicit. It begins with the natural a{titude

and seeks, within the horizon of experience, to understand that
which is familiar in the experience; i.e., tb illuminate the "thing-

\

itself". He&s it is posited that the individual séés himself as

‘being at-the centre of his life world, but at the same time récog—
nizing that a particzlar event carries with it the experiencing of
the Qther. The task of . phenomenology, as I have interpreted Schuiz
is to disclose the hidden features of the lived experience of
individuals. My expectation of Schutz's work in this field is that
he should disclosef through an analysis of the individual and

intersubjective situations, the extent to which an experience may

be understood within the context of the social-historical life 3

1

AN X .
world which he takes for granted. €E§ analysis which follows will,
therefore,~fqcus upon the limits of Schutz's approach to the

individual and\intersubjective experiences.

/8
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Biography

The biography of a particular actor permits him to define
himself within a particular situation; 1t ﬁas been constructed in
terms of his past experiences embedded in other situations, and
aids him in understanding how a particular action or ongoing event
relates to his overall plan; Schutz terms this "map consulting”
(Schutz, 1967: 116). An individual centers himself in relation
to the external world: the world is named as his world and all time
andﬂgpace perspectives are viewed as revolving around him (Schutz,
1973: 307). At thé same time the metaphor of "map®consulting"
suggests that the biography is not static but rather each new action
or preconceived project, updn completion, may contribute to the_v
development of map or life-plan. The use of\the term map, however,
also suggests that the basic framework within which the actor is
actingkor living his projects through, is delimited. Thus Schutz
says: : - |

the ontological structure of the universe.is imposed

upon me and constitutes the frame of all my possible

spontaneous activities. (Schutz, 1971: 76)
Here hg,ma¥gb§;intgﬁbﬁeted as saying that an individual oniy appears
to Sg%?%reélf?én a_g?%en situation; that any action that is carried
out iébcarriéé’0ut7w{£hin the imposed framework of the lifeworld
(Schutz, 1971: 289). ‘

Within this imposed ontological structure Schutz identified
areas which may be used to'distinguish the grounds fbr basing our
projected actions into the life world:

b £

A) the world within actual reach;



N
o)

vorld that is known to me and sectors of the world which are unknown

80

B) the world within potential reach - restorable reach;
C) the world within potential reach - attainable reach;

D) the world beyond reach
(Schutz, 1967: 36-40; 1975: 118).

%
The world within actual reach and the world within potential -

-

restorable reach may be interpreted together since both are des-
criptive of the present or the Here and Now and the immediafe
past. If I turn away, for example, from a book, it is no longer g
accessible to me. But I may return to it at any moment, and ‘iﬁ is ' ‘
probable that I will find 1t as } have left it. The world is |
experienced by me, in other words, as a constance,- where objects
in the world are always thought of as being there. I am always
able to say, "I can return to them again" (Schutz, 1967: 8ff;
1971 23: 1973: 20-21 for contexts). The world of actual reach
and potential restorable reach overlap one another in the biography.>
The world within attainable reach refers to the world that
never was within my reach;~that is, it depends upon my desire to

) —_

bring it within my reach. I interpret Schutz to include both the

to me (Schutz, 1967: 39). Both aspects may be discussed in terms

of : i) subjectiVe degrees of probability, and ii) grades of abjiity.
The following will serve as an illustration: 06 I wan: to go to
Hawaii; is it, in other words, part of my biogfﬁphical situation

and life-plan actually to go? This question reflects the degrees
of probabiiity in‘relation to the poten}ial gituation. Do'I have

enough money to go; is it, -in other vords, empirically feasible

ai .. .y scarce resources? (Schutz, 1967: 39) This question



reflects the possibility of the individual actdally going to Hawaii.
Ontologically, then, action within the world occurs within an
imposed framework; however, it is the limits of this imposed frame-
work upon which my interest will focus.

Consider, for a momemt, the above question: do I have enough
money? If we treat this as an iconic statement, what are the
potential limit§ of understanding which are possible? Suppose
that I answer, "No". To answer "No" means that in terms of my
present circumstances it is impossible for me to go. Theﬁanswer'
to the question is in reach. But underlying this there is always
the possibility that if circumstances change I may go. "No" in
thls sense may bg taken to mean "possibly no". The grounds for
the "no" in terms of the individual's answér are thus cpnstructed

o
in terms of the situation. If we extend our analysis we realize\

that “no" contextually also refers to surplus money to spend on |
e;tra activities. Here, in other words, we begin po,expand the
context of the situation by encomﬁaésing the world of earning '
money; the job %bich [ work at does not -provide the surplus funds
necessaty‘for the trip. Other questions ﬁaylbe assigned which
will further begin to- address the human environment, ideology, and
- moral position ofvthe individual (Schutz, 1973: 284). We are
beginninglto address further the world that'i;\(izﬁin resforablg
reach as well as the world of attainable reach; [ may never have
considered what lay behind:my being denied the trip? -~ «

We are now beginning to speak of‘the intersubjecti{é‘aﬁd

historical dimensions of a biography. For example, théfﬁbrid.{hat

\
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1s within your actual reach or festérable reach.ie takgn-for-
granted by me as being within my eotentjal reach. This 1s not to
say that my actual experience of the situation will be the same as
yours since your biographical situation will relate to your specific
(?Ttuation (Schutz, 1975: 118). The limits of ;uch a situation were
d}scussed by Mead as well in terms of taking the role of tﬁ% other.’
Theworld that -is within éctual reach is a world of direct socigl

experience. It is the world of“others, with whom we share a. common

temporal dimension, and in the face-to-face situation, a common

spatial dimension. “Those who are my contemporaries would not share
» . :'i' o

I
this dimension but rathef I -would experience them as the pdg%géffice !

=3

2 . . .
clerk who handled my mail, the truck driver who delivered the

vegetables to the store, etc. 1 never-actually see these people

3

but I take it for granted that=they dare there; otherwise I wotld
not be able to obtain my mail or my vegetables.

Historically, the biography is the totality of my experience

7 e

in the world. It has been polytheticalyy constructed as 1 hayg.
| . - : ! :
- - )

lived my life with others. I cannot grasp the totality of my 1life

. ) [ -

in a moment, but rather divide my experiences into areas or themes

which are important or relevant to ﬁe. My world of work, for

instance, regreation, family, etc., are in a sense presented to me -
- as differentvbrovinces of meaning, to use Sehutz's term. The

elaim could not be made, however, that these exDeriences do not

overlap one another for they would; Bup rather they may be inter-

preted as areas in which a theme‘of experience is possible. Thus,

~

if I am asked what it is like to work in a teaching situation I



.

am able to relate my descrlptlon to that particular area of 1nterest
The theme, however may be theoretically grasped as I con51der the
question- I speak, in other words, to my interpretation of the&
51tuatlon at the moment as -it has been 1nf1uenced by my whole
experience of work. As 1 thlnk further bgckR up¥n the experlence,, :
howeveh, other biographically relevant aspects may be necalled;'
my memory of certain=incidents will be remembered as I éhift'my‘
focus from detail to:detail. Among the detailsfwe will find:

a) experiences which are socially embedded; e.g., my. school
experience, parents, friends, teacher training, view of the "

school; and b) those experiences which are private to the indi-;

o
¥

vidual, in terms of his unique interpretation.
The "world of working" is developed within the theme'Othhe
_individual living through his life with others (Schutz, 1973:"

227 228) He assomes that the world offothers the objects he

*

sees, the actlons he takes all have meanlng and centrallty, that_

there is no doubt that all of these experlences have taken place.

An 1nd1v1dual bestows meanlng upon his world, the wo%ld in which-

/o
she lives every day. o o / : "/

!

The world of working is' also'anhlntersubject>ye world in rhithfcf

b111t1es of our exper1ences,

We are aware of the logical comi,;
. " DR /
our experiences must provide us with the sense that this 1s”what

is and not raise in our minds the question of”doUbt.’ (Schutzi

1973: 230) Within the world of dreams for example we w111

accept that we may fly until we confront the lssue in our W1de

awake world. It mlght‘also bé stated that the dreamer/has no

P
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ability to act upon nor change the world of others; the limit 1s
that the action may only be thought. Castaneda echoed this when he
had to be admitted ritualistically into the world of the sorcerer,
Don Juan (Castaneda, 1972). He had to éhspend the beliefs of one
world in ordefvto be admitted into another. Schutz states, "thé
more the mind\turns away from life, the larger the slabs of tﬁe
everyday world of working are nyt in doubt" (Schutz, 1973: 233).
It is through our contact with Others that our doubts about events

within our daily lives and subsequently our biography are checked.

e

History

©

As 1 reflect upon my experiences as a teacher, my focus is in

terms. of my remembering what it was for me to become a teacher.
O
Remembering 1s centered around recalling the events as they are

interpreted 1n terms of the present. The act of remembering

involves a noetic-noemata relationship; what is thought and the
thinking become intricately bound within a horizon. Experiencéﬂis
then polythetically built-up from events whiéh are seen as relevanf
within té:s horizon. Since teaching is, as we have previously
suggestéd, in ﬁart institution, there will be sections of my'
experience that will be historically conditibned; that is, they are
part of my biographical experience but they are hidden from view.

I may not'be aware, for example, that the origin of the term
curriculum is derived from the term racé track, yet 1 teach within

the curriculum each day. The historicity of the experience must

be fully explicated. But as it pertains to my direct experience,



”yes, that is so". We must, however, raise, the questioh 0f how 1t
15 possible to maintain the fu'll separation of the various prov-
inces in terms of recoilecting Qn experience. Schutz and Luckmann
maintain that this is possible:d "In no case is that which 1s
compatine within the finite province of meaning P also compatible
within the finite province of meaning Q" (Schutz and Luckmann,
1973: 24). 1 interpret Schutz as maintaining that my "knowledge
about", that of which I have direct experiencgﬁ prbvides me with

a clarity, "determinateness, and consistency” which I might not
otherwise have; I am in this sense a "competent expert" (Schutz,
1975: 121). But even though I am a competent expert does that
mean | have not agded»on to the experience from other provinces

of meaning? In order to consider thls‘further within the bio-
graphy and particularly within those aspects of the biography that

deal with the historical and intersubjective 1t 1s necessary to

consider fu;zker the concepts of noema and noesis within the

horizon. ) P
N N ' <;\\
oema-Noesis i)ﬂ

The world of theegeographic strangef is a theme which 1%
1mmediétel} before me; around it are various sub-themes which, 1In
varying degrees, are related to the theme: the ideas I have for
instfuction, the materials at hand, those 1 think of, my encounters
with geographic’ strangers, my students, etc., are all potential
“relevant topics. Such concerns would reflect what James has termed

the thematic kernel and halo, or what Schutz, following Husserl,

has termed theme and horizon (James, 1890: 275; Schutz, 1973: 208).
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The theme and horizon constitute the frame of reference for any

¢

particular topic, but within this frame of reference 1t 1S pos-
sible to bring together allfégperience in a unity, as long as,
I interrupt Schutz(to suggest, the question of doubt is not raised.

Following this example it 1s possible to say»that upon reflec-
tion I may distinguish two elements within the theme:

First the geographic stranger, which is not a real object,
an object of the physical world, but rather is a part of my
structured inner world; and |

Second, my consciousness of geographic strangers which permits
me 16 reflect upon thevconcept.

The noema, in other words, the intentional component of each §
act, carries with it a meaning which is composed of my previous,
sedimented experiences and my present (immediate past) experiences,
as well as my future expectations; this theme of geographic
strangers is one that I have thought about before and it carries
with it a variety of memories. Noema is made pregnant with
memories, expectations, etc., and at the same time it represents

vthe possibility of enriching experience by indicating how 1t may
be possible to go beyond to create new experiences. What it is
important to keeé‘in mind, however, is that the noema does not
refer to the real object.

The ”real‘object”, i.e., the geographical stranger, is the
one which is perceived from one aspect, then another, from one
side and then the other. It reveals itself through the numerous
perceptions which the subject makes of fhe cohcept. This procéss

=F
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by which the concept 1s experienced 1s termed noesis; it involves
the modes of consciousness (perception, recollection; retention)
by which the subject comes to a realizatibn that the object 15
there, that it ts imporfant (Husserl, 1960: 36). ,The concept 1s
synthesized with other percep£ions and with parallel synthesis of
noemata into an object which is really before meé. That such a
constitution occurs 1S revealed €;qbugh the understanding of what
the concept is and what it means. |

In terms of. the noesis an act is lived through, it 1is the
sole focus of attention; a sﬁbject walks down the\stairs. As he
walks he is not able to grasp his experience of the stairs. The
significance of the act may only be apprehended through his
reflection upon the actfitself; it is only at this moment that
the subject is able to ponder the full meaning of the act.
Reflecticn upon the process of experiencing the act and its noematic
‘ Cdntents is for the contents to appear in an objectified form in
-the consciousness. In turn the objecfified datum could become”a
new source of noesis-noemata expertence; the description that
emerges is that of a dynamic, ongoing relationsﬁip of correspon-
dence between fhe th. Schutz deveioped his grounds for under-
standing the experfencing and egperienced in terms of James stream
of fonsciousness. The stream of consciousness for James may be
interpreted as relating together the continual flux through which \
we{§xperience the life world. In order to understand the meaning

&

of this life world we must interrupt the flow but in doing so the

thought “"ceases forthwith to be itself" (James, 1890: 244). It



becomes the perceptive experience which is looked back upon; furthgr
it reveals the full meaning of the act in terms of its past, |
present, and future (noemata).

An understanaing of the noesis-noemata correlate lies at the
base of any phenomenological analysis, which in turn is part of r
the ground structure within which the concept of horizon i§\ @$
embedded. It is through such an understanding that the sensé of
the object itself emerges. Noema, for example, is considered in
relation to will, judgment, experience, that is, in terms of the
object itself, but it is only "in terms of"; the object itself
remains hidden. I reflect upon the book and through tﬁis reflec-
tion the noematic content of the theme is revealed but the "sense"
of the book itself remains hidden (Sokolowski, 1970: 151).

The centra} question here, as I interpret Schutz, is: How
do we know the sense that something is real? For him it is
reflected in a phenomenological analysis of the reasonable encounter
and the reality which constitutes it. [ may encounter anything,
for example, the geographic stranger who is before me (Schutz,

1970: 37-38). But at the same time I may begin to alter the form

of that encounter so that the stranger becomes a concrete object;
i.e., he is objectified in the way of losing those qualities which
we may attribute to a living being. As long as I do not pose the
question, "Is that reasonable?" then I do not endanger my acceptancé
of the images. But if the question "Is that reasonable?" is posed
then I am reflecting upon the unity of noemata as it is given to

me (Husserl, 1531: 365-366). An answer in the negative would
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require a further explanation of the data until such time as an
affirmétive answer was arrived at. Speaking to the objective
sense of the objett is important since it reveals the difference
bet;;en the real,Afor example, and.the imaginary; we must be able
to unde?stahd irrationality-rationality; Unrealifyﬁand»reality.
Thus it may be suggested that within the noesis-noemata correlate
P and Q could be compatipléﬁ%s lo éﬁzimzhe question "Is that

.. D

reasonable?" is not raigéd. But this'is subject to (A) raising
the question in the first place, and (B) answering in the
affirmative that "No, it is’not”, and (C) that the dream, for
exémple, was non-sense in terms of what I knew. Suppose, however,
that the dream was compatible with what [-know in the wide-awake
attitude and that it aids me in understanding the situation in
which 1 find myself. At this point the distinction within the
finite provinces begins_to blur; P and Q do become compatible.

The biography is the individual's historical centre in the
social world; it is what enables him to make sense of his experi-
ences,'both gubjectiQe and ihtersubjective. It carries the view
of reality within the individual's perception which is not only
taken-for-granted within the Wide—awake stance but also the dream
world. Such a reality view cannot be understood as the difference
between P and Q but rather in part, as the relationship between
P and Q. Such a relationship retains thé noemata-noesii\ ®rrelaté
and seeks to understand the influence upon experience. To' speak

of the biography is also to speak in terms of the flow of time;

and past, present and future Which are part of the praxis of
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everyday lifel®
i
Stream of Con%ciogsness/Reale Bﬁgee .
’ i
. i ~
Flow of time in relgtion to\}ﬁe%i"ndividual may be described .

within Schutz's writings in two ways: ' (///

1. as it relates to the passage of experiences within
consclousness; and

2. as it relates to the individual's experience of time.
[f we reflect uﬁon this in relation to thé topic at hand we realize
that in order 1o begin‘to understand the Iiyed experience of
another. we must also be €ensitive to the way in which his under-
takings are understood yithin the biography and h&@ the experience
of tirme 15 understdod. A simple example which is popular in the
area in which I live is people's reference to "Indian Time"; what

¢

they seem to mean is that the Indian p%gple have a different

conception of time from that of the wh{;e peoﬁfé; But the quéspion

in terms of Schutz's phenomenology is first, "How is it possible

to have different cOnceptions of time?" 329 second, “"How ié this

important to our understanding of intersubjectivity?" A
Experiences contained within the biography imply that an

individual must, at some point, have been intentionally directed

towards an Object; to speak of a hiography is to make the assump> —

N
p
;

tion that an individual was "conscious of" his perceptions and

that these are stored within the memory andvare capable of being
recollected (Schutz, 1971: 2). Schutz's concern with under-.tanding
the way in which an individual recollects from his memory is central

to his discussion of understanding social life. In his work



Schutz makes use of an 1mbortant distinction between the writings
of William James and Henri Bergson. The essence of this distinc-

tion is captured in the following line which he wrote: "Music is

=

-

a meaningful context which is bound to a concéthal scheme"
(Schutz, 1971: 159). In order to interpret this sentence further
we will turn for a moment to James and his notion of stream of
consciousness. )
James sought, In his psychology, to single out the thought
of the individual as belonging to himself: "No thought even
comes into direct sight of a thought in another personal conscious-
négs than 1ts own ..." Neither contemporaneity, nor proximity in
space, nor simitarity of quality and context are able to fuse é?
thoughts together which are subdued by this barrier of belonging
'to different persoﬁal minds. "The breaches between such thoughts
‘are the most absolute breaches in nature" (James, 1890: 226).
Building upon Hodgson's chain of consciousness as a continuing
sequence of different feelings or experiences, James likens the
consciousness of the individual to a st}eam or river (James,
lééo: 230). Both Hodgson's chain and James's stream may be
described as visual metaphorsa

*

The stream of con§£f§ysnesﬁ may be divided into two aspects:

K ,
) first the “ubstantive and second the transitive (James, 1890:

P

o » :
243; Schutz, 1975: 8-9). The transitive refers to the flow of
consciousness; we, in a sense, suspend our thinking about our
surrounding and immerse ourselves in fully living the experience;

I fully live through the reading‘of a hunting experience of &
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tribal group in New Guinea, withqgé;ékopping to think about what

[ am reading. The substantive paft(pf consciousness, on the other
hand, relates to the reflective attitude. If we consider a
teacher, for example, writing a lesson plan about\the New Guinea

tribe at some point he will interrupt his action of writing the

lesson and ask "Will it work?" We have interrupted the flow of

Sapsm

consciousness; we are thinking about our experiéhces beneath that
of those of\}he internal world which ve live through.
Metaphorically, a river of consc%dhsness postulates that there
must be unity within it; the vériQus incidents of a lifetime must
1 some way 5r other make sensefwith%g?an individual's biography.
It was upon this point that | interpret Schutz as finding a unity
between James' use of the term "fringe" and Husserl's concern for
the "polythetic" character of the individual's experience (James,
18907 Husserl, 1960: 21). One step of an action builgd upon
aﬁother until they may be grasped monothetically in a single
moment. As a foundational concept the metaphor of a stream or
Iifestream is indubitable (Husserl, 1960: 121). Schutz may be
seen as using the stream of consciousness to lay a %oundation for
hls notion of the past in terms of the individual's biography.

Our experience in the outer world provides us the data upon which
A )

we build our life world; as we look upon our own biography we are

e-to say this is how we see the world. Ldoking back in a
- monothetic glance allows me to see the pastness of the event in,
if we like, much the same way a philosopher thinks about his ;

particular topic. But at the game time this does not vanquish the
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world that is before me; rather it makes the experiences which
have occurred much more vivid to my consciousness. In this way
kef}ection upon an act may‘be thought of as creating an open .
hoszon, one in‘whfgh the possibilities become expansive rather
than limiting (Schutz, 1973:M123).

Within these works, the relationship between the imageless
stream and refleEQ}on is important since access to gonsciousness
is not possible as_loﬁg as the action is ongoing. The gestalt <j

, A _ . A -
of the experience is reflectively captured in terms of the worlqﬁ

to ask the iconic question "What is it like" is to ask a reflective

A ¢

(ﬁuestion; we try to move through to the essence ¢ the experience.

N\ . . L
In;thls sense to postulate a stream or lifestream metaphor 1s to

[(

afcept the clear division between the tramsitive and substantive.
However, if, for example, I am walking along a street I have been
on before, I may also recall the other times I havé been on the
street. | am living my "now", the present situation, with the
past. Thé rain blasting in my face today, and the day 1t was
-IOOOC.' These two situations taken together heighten ﬁ} awareness
of the "now", but they occur simultaneously within the experience
of being on the street, éﬁe cou}d~hot be Withg{h the other.
Biographically, one is not an evaluation of yesterddy and today

but rather 1 live the two experiences together; they become

something new. - ,

! ¢
Time and Stream of Thought

1

We must recall that we are still considering Schutz's statement,

Ny

"Music is a meaningful context which is not bound to a conceptual
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scheme". As we reflect upon the stream metaphor further, we must

Al

»
»

consider its linearity. A stream, for example, is for the most
part alw;;é moving forWarq ..; even if in an imageless manner. A
melody, however, has cgrtéin.qualities which are not\Yestricted
to: linear Eﬁought. That isj\?ne note must make sense id relation
to the otﬁér§ 50 that we are able to move with the entire flow.
In order tqﬁgxplore Schutz's reference to melodj further, we must
briefly consider Bergson's dialectic of (1) mechanical or mathe-
matical time,Jand (2) duratioﬁ or internal time. Mechanical time
may be described as clock time, the time of the external world
(Berg§on, 1910). Internal time, on the other hand, is thought to
be our lived time, the time we think it takes, for example, for an
event to occur. Bergson's thesis was that time and space, rather
than&being separate, as they are in exter .. —timc. are o and ine
/" same (Bergson, 1910: 87). This may be illustrated through the
following&simple example: if I hear a cuckoc clock and corm” the
number of strokes, then I am concerned with mechanical time. I

am able to place each stroke in space ., ¢ 3, etc. If = were,

however, to be caught up with the music of the clock rather than
-

)

with the singlé stroke, my consciousness would hear the individual

durations not as moments separated from eagh otgﬁg but, rather as

the same moment, as a melody; time is thus projécted into space
~and they begﬂﬁe one (Bergson, 1910: 125;-van den Berg, 1970: 101-

130; Sch&%%,‘l97l: 181). We may now interpret Bergson as saying

that individuals in their everyday lives live within the possibility

of multiple time perspectives. We may also suggest that he views
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the culture in which industrial countyies function, a technoiogﬁ-

.cally oriented culture, as glo§§}ng over infernal time with its
. &

_successively deeper\layers, preferring rather to place a much

. . o . .
higher value on the formality of external time. To speak of

~ "Indian Time" within Bergson's conception acknowledges the impor-

tance of living in %ﬁe's ownq time. I am suggesting that he is
pointing to the texture of time; a melody is a quality, it is not
something which we may grasp. This conception of time is somewhat
opposed to that of Jamesi

James consistently uses the stream metaphor. In accepting
the stream metaphor it hay be suggested that he is postulating a .
linear flow of experience and time. A stream does not turn back
on itself but ra%her constantly flows forward even in mgmenfs of
turbuience. - _xpecting @yd being ready £or a new impression to
succeed; when it fails to come, we get an empty time instead of
1t;" and such experiehces ceaselessly renewed, make us ;ost formid-

ably aware of the mere time itself ..." (James, 1890: 626-7).

3 &

Such a conception of time places James' conceptigg, in a sense,
outside the»stream (James, 1890: 239). While it may reflect the
movement of.consciousness, it does not reflect the interrelationship
between the aspects of conscibusness; the relationship between
one note and an@%ﬁgr which produce$s the gestalt of the melody to
which Bergson refers. .

If we reflect further upon the melody metaphor as it may be
interpreted through Schutzfs work, we may nofe that the constitu-
tion of the melody was built up step by step in order to build the

whole. It was, in other words, polythetically constructed, but in
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érder to understand it as a whole, it must be mono£\eb+cally ‘ ;- | \
grasped. While the concepfion initially appears to be Cloge 1o |
James, we see that clearly it is not. The whole of the(melody {;
anticipated by us the moment we begin to hear two notes, each
d15t1ngu1shed by its exxstence in the speC1ous present (Husserl,’
protentions and retentlons),... In other words, there must‘be a
iemporal relatioﬁéh{p between actual experience, past experience,
and anticipated experience (Schutz and Luckmann, 197% 55). " The
experlences are contextually bound to what 1 have experlenced
before and what I am experiencing now; a 1es§on about geographic
sfrangers cannot be viewed as a lesson out of time; as a lesson

which is not linked to students' past, present and future. It is

1

| as a melody bound to all thg pbssiblg\fontéxis in which a particu
lar student interprets the resource materiél. I interpret'Schutz
as saying that the individual experiences are important in terms .
of their unipjes Jithin the consciousness. They are not isolated
within the consciousness but rather carry with ihem an intergai
" sense for making them whoie,'and in a temporél sense relating:
them to the whole within the stream of time (Schutz andeuckmann,
1973: 52-53). |

How each particular experience is arranged is, as in g?aéping
_the melody, dependent upon the stress or tension of conscioﬁsness
experienced.by the individual. We experience different aspects of
a total event in different ways. A teacher, for example, presents
an aspec@ of Asian life to students and in doing so she presénts

- the paftiéular cultural understandings as she views the unity of

I3
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what she is presenting. A student, however, hears the rhythm of

within his consciousness the way he, given the present situation *

the presentation differently and reconstructs the presentation qég‘
and his biography, has come to see it. Such an interpretation

\
will reflect the different emphasis which a student may place on

~

the external, polythetic aépects, of the presentation which makes
up the unity as it is/yiewed at that moment, in a monothetic
glance. The unities which have been constructed by the teacher
are not necessarily those of the student; the unities ebb and flow
through temporal time. Some are lost and}chers, which are experi-
enced as being of more relevance than others, are retained. jhe
"quanta" of inner duration, éugg§§t Schutz and Luckmann, are
depengent uppn retention, impression and anticipation (Séﬁhtz and
Luckmann, 1973: 56). How long an individual will reflect upon a \
particular unity within the stream will depend upon éhe motive for
carrying out the particular reflection and, in turn, the motivation
willfdetermine the length of time spent 1n terms of the reflection.
Here we would notice thé‘difference between Dewey's "stop and
look", or in other words, the close scrutiny of a particular unity
and the glaﬁce (Schutz, 1967: 55).- We must as well recognize the
intersubjective implications for temporality present in both the
melody and the teaching situation.

A melody is, in terms of the music, an experience which has
been created by é composer. d?ten the composer's music is inter-

preted by a player who in turn plays for a listener. The players

(for our purpose it would not matter 1if they were present or not



since the same situation would prevail) enter into a Qquasi-
simultaneous relationship with the composer; they enter into, in

A other words, thé "flux of the music" (Schutz, 1971: 174). Through
this they are with each other, they are brought together in a Now,
the present. and will get older together as they play the music.
That is, they share a quasi-simultaneity of their streams of
consciousness (Schutz, 1971: 23) for the duration of their time'
togéther. The teacher and students in the classroom live with the
possibility of sharing a guasi-simultaneity of their streams of

consciousness and thus enter into a We relationship which would

be focused around a pedagogic situation, in our case the geographic- .

xtréngerx. In the school setting, however, the teachers and
students, who would not necessarily have first hand experience,
rely on the materials available to interpret the particular culture.
I interpret Schutz, in this instance, as saying that the possibility
of enteriny into a quasi-simultaneous relationship with a member of
another culture will depend upon 1) a first hand account of a
member of the culture; 2) the teacher as prime interpreter being
able to understand something of the realities of living in the
culture,l(here the iconic question "What is it like?" would provide
the basis) and 3) the student's own sense of inner flow in inter-
preting the question of "What it is like".

We may extend further Schutz's inferpretation at this point
in the sense that we must understand something of that which it is

»

to be human. The temporal flow of inner time Is not limited to a

*

single culture but rather would be the experience of any wide
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awake human being; we all experience time as a part of §hv belng-
in—;he—world. A problem, however, does begin to emerge ] terms
. \\’ / \
of thé way Schutz has been interpreted to this point. WHhile we
are able to\Say that a quasi-simultaneity of streams of consciousness
and hence the temporal stream does emerge, provision must ‘be made
for the historical periods which are excluded from the relationship,
In the sense that we are asked to suspend what we know in order
to enter into a relationship of the momenti. What is being communi-
cated through the comp~ * and the player is not simply the nelody
but also the historical realities of the situation in which the
music was created. Ffarly American Blues, for example, Is not
simply a melody but e carries with it a political reality of the
everyday life world of the singer. The act of interpreting the
music, requires more than the simultaneity of streams of conscious-
ness; 1L requires an understanding of the historical context of
the music 1n order for 1t to make sense. .
Schutz, however, does open this possibility when he states:
My interrelationships with my fellow-man, their
Interpretations of my situation and mine of theirs,
codetermine the meaning the situation has for me. This
complicated texture of meanings is constitutive for »
our experience of the social world. It could rightly
be sdid that Mozart's dramatic art is rather a
representation of the basic structure of the social
world“than an imitation of nature. (Schutz, 197]:
196) ‘
I interpret Schutz as saying that entering into a social relation-
ship requires that 1 be fully cognizant of the historical time in

which I live. A full understanding of the temporal relationship

within the social community in which the relationship is established
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is required. Recognizing the basic structure of the social world
is also taking account of the historical moments which influence
it. A teacher in a classroom with his students is in a relation-
ship of authentic communication, addressing not only the historical
moment in which he and his students are living, but also the
historical context of the material or resource they are using.
This point will need to be developed further at a later time.
Suffice it to say that in order for the students to make sense of
the geographic foreigners together, they must, as I have inter-
preted Schutz, be concerned with both the inner and outer times

p .
that are reflected through the various classroom materials and
thelr own sensé\xf understanding, in terms of the temporal times
In which they the%selves live, and their own biography.

OQur interpretation of Schutz to this point has begUn>to explore
the dlalectic between the individual and the social world through
two central concepts which he explores:

a) biography and its horizonal aspects; and

b) time and the stream of consciousness.

Both concepts, as I have illustrated, are crucial to our under-
standing of the ways in which students within the Social Studies 8
program in British Columbia may understand the geographic foreigner
and hence the unit "Developing Tropical World". 1 have suggested i
_ that motives in constructing the unities within the stream of

consciousness are important. It is to a discussion of motives

which we will now turn.

é_\
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Motives

My reasons for having acted in a particular way reflect an
interrelationship between what I feel or tﬁ;;k and what those
around me feel and think. An educator and those who learn with him
reflect the complexi}y of understanding: the reasons why the
group, be&it a student-student, teacher-student or a class as a
whole come to share a paft1CUlar situation for study. Why those
classroom pérticipants may become deeply committed to considering
thgir understanding of geographic foreigners, for example, reflects,
in part, their particular reaséns for becom{ng involved in such a
study. Such genulne reésons, éside from those present in an objec-
tive sense: i.e., the curriculum, would reflect what Schutz terms
"motive".

1f we speak of motives in general we gre speaking of a specific
intention which separates it from*the spontaneity.of intentionality;
the latter occurs upon reflection as @ substantive momeni within
the stream, while the former occurs in a spontaneous or unantici-
pated way within a situation (Schutz, 1970: 6ff). It is in this
latter sense that I concentrate upon the dialogue I am taving with
a particular student to the exclusion of all else and a£¥empt to
interpret its meaning in terms of my background of experiénée; we
may say we have a specific interest in this dialogue which 1is
reflecting our search through our knowledge at hand (Wagner, 1975:
319). Motives provide a ground structure for comprehending the

meaning context which a subject intends. 5Schutz identified these

different motives:



i) in-order-to;
111) becausé; and
iii) pragmatic. 4 .
The in-order-to motive may be interpreted as being oriented toward

an intended or future state of affairs: an educator might say,

\

for example, we will use this particular display in class tomorrow

since I feel it may help us move toward a better understandingrof
this particular situation. A because motive, on the other hand,

is oriented towards the past of the individual, "I acted as an

educator in this particular way because ...
The third type of motive suggested by Schutz is the pragmatic
or interpretive. We live our life to its fullest within the life

world, we act both wi;hin and upon this world; in other words, are
|

-~ able to transform it.| We act "as if" we may alWays carry out our

actions again within Qhe life world; we have a "practical interest",

in the world. (Schutz, 1971: 72; 1973: 306) Let us first turn to (

the in-order-fo motive to consider it further.

1) The in-order-to motive reflects our purposive conduct in
terms of our life world. We will take action, in other words, in
order to achieve a certain state or purpose. There is surrounding
this motive a sense of antigipation that the particular goal may
be achieved. A sense of the historical, however, pervades the
motive since that which we expect to achieve in the future may
cafry with it that which has been in the past. 5chutz illustrates

this by suggesting that an object in the corner carries with it

some expectations of the situation (Schutz, 1970: 24). If I, for

K
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example, enter into my basement in Northern Briiish Columbia, I do
not expect to?encounter a snake; I may suspe%% my belief in what
is in the corner until further notice, but ] do not have a completely
open horizon of possibilities within the sitdation; certain of these
possibilities are suspended. I will investigate further, however,

; N
in order to undgrstand more about the object in thefcorner. Further
we may say that an i%-order-to motive displaces the fime consid-
erations of the individual, since it is oriented toward a future
which will come in the way we e§pect to come, that is, at the
"same time"; meaH;ng I think this will happen, but since it is in
' the future I Féébgnize that 1t may be interrupted %t any time. The
cindividual's feeling of assurity in everyday life that the future
will come is based partly upon the because motive. An Interrelation-

: *

ship between the two may be illustrated as follows: 1 know that
science has Sfoved theoretically that the sun never sets, that the
earth moves around the sun. However, I continue to refer to the
sunsetting in my everyday conversation. I knoQ the sun sets
because I have witnessed it before, in the same way that I fully
expect 3t to rise. I know thatgit must set in-order-to rise.

. The apprehension of the because motive by an actor is a reflec-
tive act. Mﬂatansbn suggests that such an act is the difference
between life and thouéht (Natanson, 1968). It implies‘that the
Efiteria for evéfuaf%ng a specific action are available only after
the fact; the action must have been completed or interrupted and

become an act. The because motive therefore speaks to the genesis

of the act itself (Schutz, 1973: 71). An actor may be interpreted
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as bringing into his daécription his past lived experiences which,
as he understands them, provide a meaning context for the completed
act. Referring to the past act is regarded as a new act of atten-
- tion where the concern is spgfifically with the meaning of the
1ndiviaual‘s action. The act which I have just reflected upon ‘ \\
beéomes itself new or reborn in that I may have focuséd upon one
aspect.of it more than upon others or,‘in its simplest form, the
freshness of the prior actidn, upoh reflection, may be lost.

Understanding the because motivg is dependent upon the indivi-
dual knowing why he acted in a particular way. Schutz déscribes
this as self-explication and for him it becomes a critical component
in terms of ‘making sense of the act:

Aﬁd since every interpretation in the piuperfect

tense is determined by the Here and Now from which

it is made; the choice of which past experiences

are to be regarded as the genuine because - motives

of the project depends on the cone of light which

Ego lets fall on its experiences preceding the

project. (Scnugg, 1967: 95)
He clarified his meaning in relation to a man opening an umbrella
which I 1n£erpret as follows: If¥a man were asked why he was
opening an uhbrella, he would answer, "Because it is raining”.
The because motive is a restatement of the act monothetically;
the various prior contexts in which the umbrella had been opened,
or polythetic constructs, are collapsed into one statement about
the present act. Here the metaphor, "cone of light" refers to the
ability of the actor to understand the full meaning content of his

act. In our case the statement, "because it is raining", does not

provide more than an iconic statement; the disclosiveness of the
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polythetic structure of the monothetic glance must be explicated
within a phenomenological context. The Jimfths of the individual
to recollect events is dependent upon his abllity to remember.

I may find-mysel$ at any given moment within the world of
everyday life and 1 take my expe#ﬁences within this life wo%ld for
granted. |1 undérstand that I must deal with this world and come
to terms with it. I, the?efore; recognize that the world acts
upon me and I act upon it, and realiié my poésibilities for trans-
forming this world. As Schutz suggests, I make contact with it and
expect it to offer me resistance through which | attempt to trans-
form it in various ways, either giving up my efforts or managing
to overcome. The recognitlon that 1 am within the world and thatl
I must enter into that world, ScHutz terms my pragmafic motive
(Schutz, 1973: 312). This isjto say that I am, within time and

space, the centre of ny world. But up to this point I have not

recognized the world as a world in which others existl; now, we

7

must consider ihese motives within their context of a world inhabited

by others.

If we return to the example of the classroom teacher for a
moment, we realize very quickly that a lesson implies the coming
together of the various participants each with his various motive.
A lesson, however, provides for them the common focus within the
context of the classroom; the participants, in other words, must
enter a %%cial relationship in which a common motive 1s shared 1f
there is to be a dialogue among the participants. This is not,
however, to say that the interpretation of the motive mé} not be

different; i.e., it may be for marks or interest. The shared
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motive among class members would be understanding the lesson. The
entering into of such a relationship for Schutz is termed recipro-
city of perspectives. Such g notion, in relation to the motive,

interpreted in terms of the intersubjective, is central.

Reciprocity of Perspectives

I would suggest that Schutz has built his theory of the réci—
procity of perspectives upon the term “"vantage point" as 1l was
developed by Cooley (Cooley, 1902). Simply we may say that a
student sees the classroom from his particular vantage point, as
does the teacher, or as would the author of a text. But it was
suggested previously that all the students are in a classroom
together, so we talk of a re§onciliation between all of these
various vantage pdints. I step, figurativeiy, from my vantage
point into the vantage point of another; bu£ it will be recognized
that there is relativity involved here. We cannot actually take
the.place éf the other but rather it must be imagined that we do;
this is the reciprocity of perspectives. In my everydey life I
take it for granted that I can take the\place of the Otheb.b‘From
this concept Schutz concludes the following: ’

By this operation of these constructs of common sense

thinking it is assumed that the sector of the world taken

for granted by me is also taken for granted by you, my
individual fellow-man, even more, that it is taken

for granted by “"us". But this "We" does not mer€ly

include you and me but "everyone of us"; i.e.,
everyone whose system of relevances is substantrally
(sufficiently) in conformity with yours and mine.
(Schutz, 1973: 12)

It is within the reciprocity of perspectives that we are able to

speak of reciprocal motives, that is to say every one of us is
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assumed to have a common interest or motive.

Within the classroom setting we may say that the social inter-
action is based upon the understanding of the other ang %n antici-
pation that, barring the unforeseen, I know how the other will
act. It may be suggested that when, within a classroom dialogue,

a student asks the location of Kampuchea and the instructor points
to the correct area of fhe globe, there has been a degree of under—gﬁ
standing between tﬁe two. The in-order-to motive of the student C

is interpreted by the instructor as a use motive, since 1t was

assumed that the student had something in lpind. Otherwise the

question would not have been raised; the bedause motive of the
“instructor took as a presupposition the stude

C
motive. Responding to the situation, as an. instructor, the teacher

s in-order-to

pointed to the map, thereby engaging in an action in order to
provide the student with the requested information. It is. taken
for granted by the student, within the context of the situation,
that the other is willing to do so, since he had, in the past been
involved in like situations; that is, hls knowledge at hand invol-
ving similar motives and ciréhmstances suggested that the teacher
would‘be willing to help him. Such an example involves a generalized
rule, or idealization as Husserl terms it, that Schutz labels the
reciprocity of motives (Schutz, 1973: 23).

Qur discussions have, however, avoided the guestion of how
the other "knows" the motive within the situation. It will be
realized, of course, that he doésn't. The student, for example,

upon further questioning may reveal a completely different motive
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than that which the teacher assumed. There thus lies within this
relationship two aspects: firét fhat 1t was just chance that the
other understood our motive‘and second, that in order to understand
the motives of each other,*the student and teacher must open the
- dialogue further (Schutz, 1973: 24). I Would interpret Schutz,
within his discussions of motives, as suggesting that within the
intersubjective setting, and particularly within the face to face
situation, we must be sufficiently aware of the participants'
motives before committing ourselves further to the dialogue. This
is to say that while we take—;or—g}anted the motiveé of the other
in everyday life, we will, if a conversation is to continue, seek
to clarify the Other's motives in terms of our own. It would be
possible to say that we would do this at the point where we no
longer are able to assume the motive is the same. Reflection
upon the motive involved in the dialogue and the degree of commit-
ment that would be required to continue, suggests the possibili-
ties of an emergent hermeneutic; we seek to clarify the idealization
of the Other through dialogué with the Other; Such a notion would
only apply within the face-to-face sifuation; i.e., where the Other
is immediately before me.

Motives in terms of'Schutz's theory of intersubjectivity
reflect further the "we" rela%ionshiﬁ in addition to time. The
two must be woven together in order that we may begin to think of a
world which 1is speci%icallyncommon‘to us. But we must uncvj,erstanddﬁ

. :
that only in terms of the face-to-face situation do we see the

individual; student and teacher, etc., as immediately there before



;s; in other instances the world 1s grasped in terms of what we
feel is typical (Schut%, 1973: 8-12). It is in this aspect of our
relations with others that we may begin to consider further thé
role of the rgsource materiaié (i.e., those related to the.Grade 8
Social Studies Unit "Developing Tropical World") as they begin to

enter into a dialogue.

Typicality

Within the face—to—face relationship we~gra$p the Other in
our viv%g present§~the student understands that fhe teacher is
standing'immediately before him. Schutz suggests that this Thou-
orientation constitutes this direct observation (Schutz, 1967:
163ff). But it ié also possibie to suggest that I encounter others
who- are not immediately present to me. Schutz may be interpreted
as saying that we make the translation from direct experience to
fndirect experiende vefy easily (Schutz and Luckmann, 1973: 197).
The student who leaves the classroom for the day is no longer
immediately before me but rather becomes one whom I know; he remains
a contemporary (Schutz, 1973: 15ff; Schutz and Luckmann, *1973:
73-74). We may speak of a whole range of inbetweens that would

|
indicate variations between the direct and indirect are possible.

The way iniwhich we think of.the Other in this situation, our .
indirect<expe}iehce'0f him, is in terms of what is "typical"; e.qg.,
typical mot%%e; which we feel may be ascribed to the Other; this is
not to say that we know how the Other will act but rather that we-

may\ quess how he may act. In addition, howeveﬁ, to these "guesses"

in teyms of motives we may also "guess" at the Other's attitude
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and actions in particular situations.c This would sugdest that |
have a construct or scheme of referencs which has been added to as
| my contacts and experieqces of the Other have developed over time
'(”scnutz, 1973: 23).

We must also consider that both the face-to-face and contempof—
aries are also interpreted in terms of the social role whi;h they
are aésuming at the moment (Schutz and Luckmann, 1973: 184).
Students will apprehend me not only as Ed Harrison, but also as a
teacher who is expected to do those things which are typical.of
being a teacher, taking attendance, for example, or using a éhalk
board. =~ Naming, in other words, occurs. Through the process of
naming we are attaching more than a mere label but are also aftach;'
ing particular notions (Goffman,l1é59j. We may say that naming
provides an open horizon for the object. For example, if I encounter
one student, I am always open to changing my particuiér way of
thinking about the way she will act a§ shared experiences‘fhrther
common understanding. I do not have to pre-experience in my
projection of the Other, fhé way I think the other will act. If
such was the case the instance of unknoun, or as Schutz wouid say,
novel, experiences could not be accounied for (Schutz, 1973: 7,

745 Schutz and Luckmann, 1973: 186-188). It may be further pointed
out within the situation that I as a.teacher also view myself as
teacherranq‘ih my routihes‘within my school life act within these
typifications.

[ would interbret Schutz as suggesting that it is 1an§uage

which we use to express the typifications we have in mind. Through
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it emerges the generalizations of the community; the characteri-
zations of particular cuitures in certain ways, for exanple, would
illustrate the case. All the people of Ceylon may be generalized
as being farmers. But while we may state this, it 1s not necessary
to say that there are not private interpretations of these public
typifications; each has its own fringe or halo (Schutz, 1975:

105). Here we are beginning to experience the relationshfp of
education, in a lived sense, and typicality.

My typical ways of viewing the world have been handed down to
me by my friends, parents, teachers, my teachers' teachers, the
material I read, etc. 1 see my cultural world from the inside;

I take it for granted tha{ we act 1n certain ways at certain times.
It is, for example, part of my experience that I and others do not
shout on buses. Our language and syntdx conveys these ways of
proceeding within the culture (Schutz, 1973: 14). Schutz may, as
well, be interpreted as saylng‘that this knowledge differs from

one individual to another. We have previously made reference Lo
contemporaries, those with whom [ 1nter%§§ﬁf§ the moment. Bult at
the same time there are also predecessors,;those upon whom -t cannot
have influence or act, but whose actions and ends are open to both
private and public interpretations (Schutz, 1975: 119). As we

move between those who are our contemporaries and those who are our
predecessors the central questians become, How is it that we are
able to move between these two types of experiences? and How are

we able to move beyond or transcend our pe(sonal interpretations

and constitute the "we" relationship? It is here that, as Natanson
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points out, we seafch for the experience of such a relationship
(Natanson, 1970: 33). Or how is it that, as [ interpret Schutz,
we are able to be with the Other in a full felationship?

Qur first question, Schutz suggests, may be Eonsidered in
terms of the community of space, in the face-to-face situation,
even if my "consociates" (contemporaries) are strangers to me I am
able to apprehend them (Schutz, 1973: 16). All of us share such a
community in terms of what is both of interest and relevant to us.
The basis of lhis is that 1t is withi} my imagination that I am
able to grasp ghe Other; thus we conclude that the Other may only
be grasped as a partial self. By this may I suggest that the
various expectations which lﬁdevelop with respect to my external
observations of the Othe} are formulated along the-lines of the
typical roles which 1 give to the Other. Such a position, as we
have seen, leads us back to our sharing a community of time with &
the Other. Schuts attempts to show that as we move from course-of-
action types to personal types, we move from increasing remote to
increasingly fuller relations (Schutz and Luckmann, 1973: 194ff).
The degree of closeness suggests a fullness in the relationship.

As I interpret Schutz in his essay Making Music Together, the co-

performers in the face-to-face situation would epitomize a fuller
rglationship (Schutz, 1971: 175). The focus of his interest is
based upon Max Weber's definition of-a social relationship, as
follows:
" the conduct of a plurality of persons which according
to their subjective meaning are mutually concerned with

each other and oriented by virtue of this face. (Schutz,
1971: 175)
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The subjective meaning is made possible through a sharing of motives
in the community of time and space. In order for the musicians
to make sense of thelr music together, théy must share, recipro-

e

cally, the various "in-order-to" motives, in so far as sharing 1s
possible.  Schutz states 1t this way: "the subjective meaning the
group has for its members consists in thelr knowledge of a common
situation, and with it of a common system of typifications and
relevances" (Schutz, 1971: 251). That is to say that the individual
must feel at home within the group (Schutz, 1971: 106ff). We are
thus pointed towards a further exploration of this meaning of

subjective. *

Second, how are we able 1o transcend our personal interpreta-
tions and constitute the "we' relatlonship? .
(i) We must recognize thal the other (onstitutés for us a
mediated view of the self (Schutz anq Luckmann, 1973:/245) or what
Cooley has termed the "looking glass”. Bul iIn order for this to

occur we should be fully aware of ourselves as a personal self; the

child, for example, may be said to experience his encounter with

others at a relatively low social level (Schutz and Luckmann, 1973:

245). Thus within Schutz's work, it must be understood-how the
polythetic social experience of the child 1s constituted before a
fuller understanding of how a We-relationship s formed. Schutz,
as I have interpretéd him, does not provide us with such a notion
witbin his theory of intersubjectivity.

(ii) 1t is language which conveys the relative institutional

and cultural world view. A child has experiences from the moment
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he is born and these may be termed pre-linguistic experiences. —
But atl the same time these experiences are bound up with the firsf
words of the doctor, nurse, father, mother, etc. From this it may

be suggested that the child is exposed to two ways of understanding:
a) that no matter how rudimentary, there are experiences which he

may understand as his own; and b) that the schema for constructing
typifications and ways of schematizing experiences are based upon
prelinguistic experiences. Schutz and Luckmann suggest that there
is a prior mirroring of the intersubjective in the "we" relation.
From this it is possible to say that language is constituted through
the intersubjective mirroring (Schutz and Luckmann, 1973: 249).

Once it is mastered, in other words, the self is understood through
the semantic-syntactic structure of the language, it becomes possible

1o separate it from the concrete We-relations upon which it was

built so that the individual is able to. transcend his immediate
experiences. 0\\\\’\\—d//A\\\

The reality which the child experiences is screened or filtered
by the language. His relationships with others may be understood in
terms of his own subjective interpretation and the typifications
which he has built up within them. It is s@ggested that the parti-
cular background éxperiences and the intersubjective views that are
held by those with whom he has contact and in turn from whom he
learns the language may\differ considerably; e.g., different dia-
lects, regional beliefs, bilingual situations, etc. It may be
suggested tha£ Schutz's view of the "tuning in relationshib” 1s

dependent not only upon the siluation, but also the individual

o



comprehension of the possibility of belonging with the group given
his ability to comprehend the meaning of such an event, and given
his historical consciousness as it relates to His biography; he must
be able to see the possibility of a genuine We-relationship.

If we consider the previous discussion in the light of a class-
room experience concerning geographical others, we are aware of the
remoteness of the situation from the student. The authors of the
texts and resource material have filtered their way of viewing the
other culture through their own pérticular, typical ways of under-
standing. In third person resource mate?ials, of which the material
in the unit "Developing Tropical World" is comprised, we begin to
comprehend the problems. It is bossiblewthat the language itself
does not convey the potential for establishing a We-relationship.
The student should be able to identify something which is relevant
to his own ways of underétanding his situation in terms of the
typical structures. Within this classroom the teacher and the other
students become the key to establishing a genuine We-relationship
in terms of an opgﬁ horizon. Such a éituation deéénds not only upon
the typicality, motives, and interest, but also upon the relevance
structures which are presented within the material under study; it

is this to which we will now turn.

Relevance Systems

The concept of relevance refers to an actor's selection of an
item of interest from his stock of knowledge at hand; that is, from
his sedimentation of previous experiences within his biography.

Making a selection suggests that an individual will interrupt his



stream of consciousness by an act of reflection. We must note here
that such an act describes the deliberative look of the actor, his
intention; this is to differentiate it from the intentionality,
where there is both intention as well as a spontaneous aspect: |
may see something which I did not realize was there before. The
cencept of relevance speaks to both qualities.

Schutz may be interpreted as intending or having developed two
approaches to the concept of relevance:

i) with relation to the individual; and

ii) with relation to the intersubjective interpretation.
Much of‘the work dealing with the question of intersubjective
relev\gfe structures of the‘everyday life world was not completed
in his lifetime. Therefore, this limits the horizonal context of
his work as it pertains to the social world.

First, we will consider the structures of relevance with

regard to the individual and then consider some of the possibilities

with regard to the social world.
¢ Schutz identified three types of relevance:
\ A) topical,
B) interpretational, and

C) motivational.

A) Topical Relevance

Topical relevances §peak to that which is viewed as being
unfamiliar within an undifferentiated background of unproblematic
familiarity; it must be viewed, in addition, within a field and

horizon (Schutz, 1970: 26).1
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The term "unfamiliar" carries with it degrees of strangeness which
would indicate that Schutz may be interpreted to mean the extent

| to which a particular problem would need to be analyzed in order

to bring it within the familiar. Topical relevances, along with

the other types of relevance, may be imposed: 1 have homework to do.
Or 1t may be voluntarily attended. to: I wish to further investi- J
gate this aspect of a culture. "Imposed" may be defined in two

ways: 1) the topic may be attended to involuntarily, and 2) there
may be aspects in a thematic which are voluntarily attended to or
involuntarily imposed; i.e., hidden from view. The first sense may
be taken for granted within the example above; it isdthe seéond

sense of the term I wish to consider below.

The possibility of voluntarily moving from one theﬁe to various
sub-themes as they are related to the paramount or home theme was .
described by Schutz as follows: |

By the establishment of the paramount theme as a

home base both the direction of the intrinsic

relevances Teading into the horizon and. the limit

up to which they must be followed are to a certain

extent already constituted. (Schutz, 1973: 32)

This suggests that the voluntary turning towards has already been
constituted before it is actually carried out, that is, it is
passively attended to but the selectiori of a sub-theme was viewed
as an active procegs. It should be kept in mind that for Schutz
topical themes, as well as the other themes, are related to what
the individual already knows; thaf is, he deals with strangenegs,

in terms of which he may deal with related situations: he finds

aspects with which he is familiar and deals with them at that level.
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We may, fdr example, return to our Social Sfudies 8 class
considering India. Schutz, in this situation, may be interpreted
as suggesting that while the cﬁlture is unfamiliar in some ways,
there are still aspects with which we are familiar. S$o while we
may not fully understand a particular child-rearing practice, we
may understand the mother's deep love for her child. We are bound,
through our understanéing of love, to thé mother and child. Such a
thematic of topical relevance opens the hbrizons for further explora-
tion within the group; the theme may become enlarged and deepened
(Schdfz, 1970: 29). New themes related to the first may be explored,
such as how the child in the early years begins to explore his
world under his mother's care. Or this theme may completé}?‘dis—
appear in favour of what is a new topic; the dialogue may focus on
building techniques in the village. But if we probe further we
realize that this shift is the result of our interest in some other
aspect within the stream of consciousness that has allowed us to
shift our attention (Schutz, 1970: 30). Thus we begin to haveasome

understanding of how new topics may arise within the field of con-

sciousness of the student.

B) Interpretational Relevance
An individual's attention, in relation to the other categories
of relevance, has been called to something that.is unfamiliar within
otherwise. accepted surroundings. The noematical-noetical implications
of the individfi; attending to an object are now given as a theme for ‘
‘ . By the term "interpret", I mean that the object‘

interpretation.

perceived must be brought within my typical experiences which



constitute my sedimented knowledge at hand. [ understand Schutz
as defining two aspects of interpretational relevances:

The establishment of intrinsic interpretational

relevance; and the actual interpretational

relevance structures constructed in relation to

the object as 1t is directly experienced.
(Schutz, 1970: 43)

tach may be expanded as follows:

1) the object may be inferentially deemed sufficient]y
Interesting to the individual to warrant it being brought further
within his situationally defined context. "Yes, | would like to
find out more about how this mother 1s raising her child." To
describe this Schutz uses the term, "establishing intrinsic rele-
vances". "Establishing" could refer to topical relevances as it may
mean that topical relevances are only an aspect of interpretational
relevances; this is a topic to which I will return shortly.

11) the object is thematized within the individual's experi-
ences. In order to understand the meaning, in other words, of the
object, it must be interpreted by him and subsumed, as to its
typical structures, under the various experiences which an individual
has had. The interpretation is carried out in relation‘to the whole

3
setting - biographical, locational, etc., as well as that in which

it is interpreted to appear. Relevance at this level Scﬁutz inter-

prets fo have:

...a curious double function. Not only is it

Interpretatively relevant that part of our stock

of knowledge at hand has "something to do" with

the thematic object now given to our interpretation;

but, uno actu, certain particular moments of the
.object perceived obtain the character of major or

minor interpretative relevance for the task of

recognizing and interpreting the actually experienced

segment of the world. (Schutz, 1970: 37)
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If an individual says, therefore, that he thinks he sees a car in
the shadows ahead, he is not only calling upon previous ‘under-
standings of what he believes a car typically to be, but he is also
selecting certain characteristics from the immediate situation which
he may interpret as being more significant to his understanding

than others. The same may be said for a student exploring the love
between a Hindi mother and her child. Conceptually, certain aspects
of the relationship may stand out more than others. Seeing the way
the mother 1s holding the child may be more interpretatively relevant
to him that the veil which may be draped over the mother's head.
Following through with his interpretations, a student may eventually
be able to say why he feels love was revealed between the mother

and child in the particular picture. It should be noted here that
1t is the interpretation of that wﬁich was familiar to the student,
that of a mother holding a child, which was made thematic and not
the woman and child themselves.

Within this analysis the question of what is qualified as
imposed or intrinsic also arises. The first guess made as to
whether or not it is love that is being demonstratea (it is possible
thé% the child was not the mother's, etc.) originates in what
Husserl. has termed the passive synthesis of recognition, that is,
the guess does not have an active or volitional corisideration on
the part of the actor (Schutz, 1970: 42; 63-64). If an individual
guesses it is love b§tween mother and éﬁild he is seeing or that
the cradling is simiiar to some other human experience he has
encountered at one time or another, then he is recognizing the

situation passivéTy. If later on he uses this initial determination

&
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to understand that %hat he sees 1s really something else, then he
has involved his first guesses actively in.his determination, even
though they were used in a new context. In this way the first
guesses are volitionally turned towards as aspects of the thtrinsic
moment of the paramount theme; they have come imposed since they
were previously determined and at the same time they are volitional
in the sense that they are made an active part of the interpretation

(%ChUtZ’ 1970: 35-44; 63; 68; 166; 1973: 9).

.
C) Motivational Relevance
[f we return for a moment to the student considering the
mother and child and deciding that the picture indicates, for him,
something of the nature of love, it may be suggested that to do so
for him was important. By suggesting 1t was jmportant, the impli-

BN

cation is made that to do so was relevant to him, but tﬁere s
noéhing of the fopical or interpretational in €his situation. What
- does become clear is that what he chooses; i.e., love or some other
descriptive term, determines the way in which‘he will act; this is
to say that different goals will carry with them different potential
ways of acting. While there is not a life and death situation
portrayed here, there 16 the importance of haviég a satisfactory
interpretation available for the student's peers. There is, in
other wofds; the understandihg that a satisfactory or plausible
interpretation must be available if the situation warrants it; this
is so even if he is not called upon to display his interpretation.
We may speak within this setting of MCtivétional relevance; that is,
-the oytcome of the decigion taken will have relevance for the
<

»



student's future actions (Schutz, 1970: 46).

Two types of relevance motives are identified, 1) active and
2) passive. Those that are activg\are understood by the individual
to have actively stimulated his attention (i.e., because-motives)
while those that are passive impose a relevance structure on the
situation. My attention in relation to my burpose at hand will
focus upon the passive structure of motivational relevance.

Passive relevance structuﬁ%s are defined by Schutz as being
relevances of a second order. By this I interpret him to mean that
I have been given knowledge by others (parents, teachers; friends)
which may be believed by me with varying degrees of plausibility
(Schutz, 1970: 84). Nevertheless, my gearing into the outer world

- account of this kpowledge; I accept my friends' advice

ssroom event since I believe them to know what they are
;;about. For the moment I take thishbelie% for granted; it
ﬁ;fralized within(ﬁy horizon, but I may at any moment call it
g?play. 'This is not to say, however, that I may fully bé‘able
1.§9c011ect why 1 believe the statement to be true; the origin of
#oelief may have been lost or may never have existed within my
'§agraphy. But within my interpretation it must be acknowledged
-~ -t I may actively bring aspects of the taken-for-granted into my
fisld motivational relevance. 1
Ea of the three types of relevance has béen discussed as
though iw were separate and distinct within the individual, but

Schutz nevar intended for them to be interpreted in this way; his

intent - _.er was to understand how each may be interpreted, at any

-
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one given moment, as being interrelated (Schutz, 1970: 68ff).
Schutz\ sums up his position as follows:

. We have found that what we call our stock of
knowledge at hand is the sedimentation of various
previous activities of our mind, and these are
guided by the systems of prevailing actually
operative relevances of different kinds. These
activities lead to the acquisition of habitual
knowledge, which is dormant, neutralized, but
ready at any time to be reactivated. Motivational
relevances lead to the constitution of the "interest"
situation, which in turn determines the system of
topical relevances. The latter being material which 0\\_
was marginal or horizonal into the thematic field, ”
thus determining the problems for thought and action
for which is, ultimately, the world which is beyond
question and taken for granted. These .topical
relevances also determine the level or limits for
such investigation required for producing knowledge
and familiarity sufficient for the problem at hand.
Thus, the system of interpretational relevances
becomes established, and this leads to the
determination of the typicality structure of our
knowledge.
(Schutz, 1970: 66)

»

These systems of relevance are not temporal in their scope; thgy

are, as we have previously stated, part of an interrelated structure,
a unity, and as such cannot be separated one fraom the other.

Among these three types of relevance structures Schutz sees m&tiva—
tional relevance as being important for the theory of intersubjec-
tive understanding (Schutz, 1970: 171); But we must keep in mind

that an analysis of one, the motivational, will lead to a discussion

of the other three.

Intersubjective Correlates: Motivational Relevance

As 1 have interpreted Schutz, motivational relevance is related

to an action on the part of the individual; in other words, given a

-number of choices he will be motivated to select one of them
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(Cox, 1973: 109). Bdt it is possible that we may not have to accept
one of them. Our deliberations, then, will focus on the action of
selecting a particular theme of interest as a part of a classroom
setting; the student in such a situation cannot be considered a
solitary ego, but one who is actively engaged in the setting with
other students and his teacher. The settingAitself, the classroom,
suggests that at least some aspect of the envirénment in which the
student makes the choice is not spontaneous; the theme, "mother and
child rearing in India", is intersubjectively determined or socially
conditioned.

Schutz may be interpreted as identifying two aspects: 1) those
concerning the social character of the subjective experience as it
is related to the relevance structures of the current situation,
and 2) the biography of the individual as it relates to the social
character of the relevance structures (Schutz and Luckmann, 1973:‘_‘

252). The former will be considered first.

1) Social Character of Subjective Experience

The student in the classroom involved in considering a des-
cription of ricé farming on a farm in South Asia is influenced in
twé ways: a) by the.students around him who are immediately present
to him,vwho are encouraging him to contiﬁue his investigations.
These Qthers appear to him as part of thelformal aspect of what is
there in the immediate situation, the book and the classroom.

b) in dealing with other students who are immediately before him,
there is a reﬁognition of a fullness in the potential relationship,

while in the case of the We-relationship, the Other is viewed as
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being very distant; i.e., the farmer who is far away. But Schutz
notes that the more information of a perfonal nature that 1is avail-
able, the lesser the degree of anonymity.\xThus, for example, if the
student were to have available more personal correspondence, to
enhance the sense of the lived experience of the other, the closer
he might begin to feel. If beyond this there is an actual entering
into of correspondence with the farmer, by the student, the distance
would close-even more. This would be easily illustrated by two
“pen pals" who, evén though they may“never see each other, do come
to "know" or understand each other through an exchange of letters.
The social situation where the student reads the description
may remain at a formal level when the subjective experiences in the
social world are understood in terms of the determined ways of
cohducting soclal actions in the student's own world; the farmer's
actions are judged 1n terms of the relative-natural world view of
the student. The interpretational (those aspects of the culture
which are predefined in typical waye) and motivational (those aspects
which are defined in the culture in‘iygica{;&ays)reiéyance structures
are understood and imposed upon the actué?vrelevqnces 6f the peoplé
involved. It 1s possible to suggest that the reason the farmer is
ploughing his field is not to engage in the struggle to prevent his
family from starving to death but rather because he wants to earn
money or because he doesn't know how to run a tractor. Within the
relative-natural world view of the students,:{hese are plausible
ways of understanding the farmer's in-order-to and Qgcause-motlves.

The anonymity increases through that which the cultural ways of

knowing hides of the other's relevance structures. We must mention
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here, however, that the formal arrangement of the subjective experi-
ence will determine the limits and dependence upon what one knows in

a particular situation (Schutz and Luckmann, 1973: 254). It might

be expressed in a different way: if a student is open to the fullness
of his experiences, the greater the possibility of him bracketing

his own typical ways of understanding. This in a classroom setting
would be dependent upon, publicly, the limits (political and peer)

which the groups place upon the student to express himself verbally.

2) Blography of the Individual as 1t Relates to the

Social Character of the Relevance Structures

1o speak of.the openness of a student to his experiences
suggests that his biography brings with it, to a large extent, a
socially derived stock of knowledge and as such a socialized system
of interpretational and motivational relevances (Schutz and Luckmann,
1973: 254). 1t is thlgsbackground which allows classroom members
to say, "We share th?§” but which at the same time, prevents us
from saying to the farmer, '"We, at a superficial level, do not share
anything". In this sense we are not able to extend the relationship
with the farmer; the deepening of the relationship with the farmer
is dependent upon a third aspect which up Qntil now has been hidden,
and that is that we share the topical relevance among the group. |
Through the reciprocity of vantage points we are essentially given
~to each other. The grdup, no matter what the interpretation, shares
the common theme (for example, to revise the Social Studfes program).

The intersubjective theme or topical relevances may bind the

group together. At the same time they may divide the group by



creating differences in understanding. Through a discussion of these
differences a dialogue may emerge. [t may be suggested that only -
within the thematic intersubjective relevance structure does the
humanness of the relative-natural world view begin to take place.

We may qgferpret Schutz as saying that the agreement of the thematic
relevance structures is of primary importance if the students are to
begin to understand their rendering of the farmer's situation as
problematic within the interpretational and motivational inter-

subjective relevance structures.

A3

3) Biography as it Relates to the Socialization of

™~
the Relevance Structures

e

Any individual upon entering into a situation enters with a
socially determined set of interpretational and motivational rele-
vance structures, which 1s, as we have seen, fairly extensive. Here
1t may be interpreted that such a system has a "social" history, in
terms of the interpretive and motivational relevances. A student in
a Grade 8 Social Studies classroom does not, in other words, enter
the Elass as a new student; rather he enters as a student who,
naviég taken some other social studies and having been in school
generally, has an expectation in terms of the various relevance
systems. Some of the relevance perspective will be unique to him;
he alone will view the situation. in that particular way.

But atvthe same time we must recognize a social aspect to the
organization of the relevance structures, namely that they are the

result of the student taking an action in consort with others. This

may be viewed as being carried out in two ways: 1) elther the
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relevance structures are viewed as being polythetically constructed
within the situation and then grasped monothetically (and in this
case we may say that the student would be genuinely involved in the
praxls of the particular lesson), or ii) the relevance structures
are appropriated monothetically from another without polythetically
moving through the experiences which are necessary to build them
{(Schutz and Luckmann, 1973: 260). We may éuggest that Schutz here
would ha§e in mind, for example, the case where the teacher éonstructs
the motivational and interpretational relevances in such a way that
the student consumes them. This is not to say that they are imposed,
but rather they become taken-for-granted. A further example which
suggests itself here is that we live in a world which takes tebh~
nology largely for granted. A passage of a book describing a rice
farmer who uses human labour to plough his field is interpreted
in terms of the social filter of technology.

Thus it may be said that the relevance structures as they are
subjectively interpreted within our biographies are to a large
degree intersubjectively constructed. They feflect the interests

and concerns of others, but at the same time we must recognize that

N

AN

they are not the same as those of all other people. They are inter-
preted variously by ourselves and are thus unique to the individual.
We therefore come to the dialectical statement: “Socialized Man is
Unique" (Schutz and Luckmann, 1973). As I have interpreted it,
however, the term "unique" must be tempered with the understanding
that it is a social uniqueness, one that may be understood as being
relatively unique (Schutz, 1970: 168). These discussions may now

begin to reflect upon the structural elements of our knowledge which.

<



become socially distributed or shared with others.

4) Critical Comments

We may, however, within Schutz's interpretation of the structures
of relevance, question the extent to thch 1t is possible to separate
1) genetically, in terms of the individual, and 2) socially, in terms
of the intersubjectivity of the structures of relevance. It may be
possible to suggest that here, at the level of the individual, we
are concerned with the notion of interpretational relevance as it
relates to the frame of reference in terms of which the actor orients
himself. That is, to speak of motivational relevances is to suggest
that we are able to say we will act in such and such a way. The
"in-order-to" and "because" motives are in themselves based upon
interpretations of experience which, as | have interpreted Schutz,
are seen by the actor in typical ways or understood in terms of his
typical way of understanding. In other words they are constructs.
Bup we are not sure how they come about.

If relevances are considered we may question, too, the position
that they would exist within the flow of consciousness (Schutz, 1970:
86). The transitive state of the stream of consciousness is therefore
left as a relatively stable substantive structure; I constantly
interpret the situation as a reflection of my action of the moment,
as when wéy states 1 "stop and think". Further, Bergson's concept
of attention a la vie, moves us away from the picture metaphors of
James, towards a relational conception of Bergson.

We are now led to question the grounds of the intersubjective

structures of relevance. Schutz and Luckmann may be interpreted as
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saying that intersubjecﬁive relevances; i.e., interpretational, are
soctal relevances tﬁat ére learned either polythetically as built
up structures within the individual or as monothetic structures which
!
are appropriated from others (Schutz and Luckmann, 1973: 257). But
clearly such relevances do not exist within a stream: they are
"socialized". In other words, they reflect the social-historical
consciousness of the individual, and as such they reflect the various
belief systems of the individual actor's cultural experiences. They
establish the actor in the world, and constantly reflect him in a
commonsense way, back to these origins. If we return to our Grade 8
‘classroom and to the discussion of the Indian mother and éhild, we
are aware that the inierpretational relevances, those which call
attention to the sityation are related to°our cdnception of space;
that is, there is an understanding that there are locations where
people do not have the same relative-natural cultural view of the
world. For a Grade 8 student to be ablé to state thislin terms of an
Indian mother and child suggests that the taken-for-granted structure
of the knowledge rests on a relational component which is brought
fﬁrward to be interpreted in thé present. Further, it constantly
rests upon the language and upon the sigﬁé and symbols. Clearly,c
however, the interpretation based in the present relates the uﬁaér-

standing back to a social origin and not to a conception of a

flowing stream of consciousness.

Social Distribution of Knowledge

Our Grade 8 Social Studies class in "geography" is to a certain

extent engaged in a study of the social distribution of knowledge;
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that is what the Revision Committee knows, what the teacher knows,
what students know and what the resource textbook authors know. Or
as Schutz stated:

The man in the natural attitude "has" therefore a

stock of knowledge of physical things and fellow

creatures, of social collectives and of artifacts,

including cultural objects. He also "has" syntheses

of inner experience.
Personal knowledge reflects whatever the individual feels to be so.
But central to this is the underlying assumption that this knowledge
came from somewhere; the question becomes: how does Schutz account
for this?

¢

At the outset we must say that all knowledge is in some way or
another social knowledge, for the very signs and’symbols we use for
understanding preclude any other interpretation. The baby experiences
but, since he does not comprehend the mirrored self, he does not
fully understand; experience must be understood in order to be
meaningful (Schutz, 1967: 81-83). Social knowledge is that knowledge
which has been built up over time and which is theoretically aVailable
to everyone (Schutz, 1971: 120). A

But while knowledge is, in theory, available to everyone, in a
social sense it is not; i.e., not everyone may know the intricacies
of micro-computers. To make clear this statement we will use
Schutz's distinction between a) insider and b) outsider knowledge
(Schutz, 1971: 91ff). a) Insider knowledge is that wﬁich is avail-
able to the individual within the culture; it is often taken for

granted and applied in everyday situations (distinction between

appropriated (monothetic) and learned (polythetic)). b) Outsider
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knowledge is that which is brought into the group and does not fit
the particular cultural patterns of the insider group. But within
our example we have a Grade 8 group who are attempting to under- 3
stand the insiders' point of view; what it is like to be a living
member of a particular tropical culture. Clearly, students and
teachers within this situation must understand the culture to be
studied as problematic; at first students may view tropical nations
as the man on the street might (Schutz, 1971: 122), that is, the
man who follows typical situations, in typical ways and with typical
results. Thus in Schutz's sense students are not experts. Schutz
defines the expert as a person whose:
. knowledge is restricted to a limited field but
therein it is clear and distinct. His opinions
are based upon warranted assertions, his judgments
are not mere guesswork or loose assumptions.
(Schutz, 1971: 122)
Between these two groups (the man on the street and expert); Schutz
has developed the concept of the well informed citizen (Schutz,
1971: 120). His position is described by Schutz as a person who
arrives:
.. at reasonably founded opinions in fields which
as he knows are at least mediately of concern to
him although not bearing on his purpose at hand.
(Schutz, 1971: 123)
If we take the intent of our social studies lesson to be of “such a
character, then we may focus upon those aspects of the class which
are centred around the familiar.2 A student in his everyday world
functions as a man in the street, but within the confines of the

classroom he typically expects the world to be made problematic.

But in terms of Schutz's interpretation of knowledge about and
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knowledge of acquaintance the questions arise: how 1is, first, the
middle point constructed; i.e., the typical "well-informed citizen",
and second, how does this contribute to our understanding of the

intersubjective? (Schutz, 1975: 120)

Student as Well-Informed Citizen-

Schutz may be interpreted as saying that the concept of the
well-informed citizen is related to interest; it may be described
in terms of zones and 1is related closely to the problem of relevance.

1. zone one - inf;rest at hand,

2. zone two - those Interests which have a minor

bearing on the problem at hand,

3. zone three - in which the material 1s irrelevant.

(Schutz, 1971: 127)
Within these zones I will also bring In other interests which will,
in turn, influence oﬁe another.

The well-informed citizen or student, unlike the expert, is able
1o ranée fully within the material without having to concern himself
with the‘imposed frames of refereqce used within the discipline.
But this does raise an interestingklimitation. The student in the
classroom is not able to select freely, he is to a certain extent,
influenced by the frame of reference of the Résource Committee,
the resource material, and the choices made by his teachers. The
choices may be actually or potentially imposed on him (Schutz, 1971:
32). Within these frames of reference there are the varying degrees
of experience which each of the participanté may or may not have.

Schutz, in my interpretation of him, does not relate all of the
possibilities which may be found in the classroom setting. But pe

'S

does discuss four major instances: 1) the eyewitness, 2) the
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insider, 3) the analyst, and 4) the commentator: four ideal types
who will influence our way of viewing the world. None of these types,
according to Schutz (Schutz, 1971: 133) is pure. In his discussions
within the classroom the student is also subject to socially approved .
knowledge or knowledge legitimated; 1.e., knowledge accepted within
. 1

the curriculum by ourselves and other members of the ingroup. Schutz

describes it in this way:

The power of socially approved knowledge is so

extended that what the whole ingroup approves--

ways of thinking and acting, such as mores,

folkways, habits--is simply taken for granted;

i1 becomes an element of the relatively natural

concept of the world, althqugh the source of

such knowledge remains entirely hidden in its

anonymity. (Schutz, 1971: 133) )

If we return to our well-informed citizen, we may question, if
he is between the expert and the man on the.street, how he is able
to distinguish between the knowledge which experts claim (and here
he would have to make a decision between conflicting expert claims
which involves him in ideological concerns)? Thus wheh we discuss
a typical, ideal, type of well-informed citizen we must move beyond
the man on the street towards the expert.

Our classroom may be viewed as a group "becoming"; "becoming”
in the sense that they are emergent, in terms of the teacher-students
rendering problematic the situation to be studied; the dark areas,
the taken-for-granted, become i1luminated (Vandenberg, 1971: 138).
The well-informed citizen becomes aware of the possible.

But-if we are to take Schutz's development of this ideal type

as being of importance to his view of the social world, we must also

{
understand the implications of his contention that the well-informed



citizen is able to distinguish between the competing claims of the

experts and understand its implications in terms of our example.

What he is saying, in other words, is that the student should be able

t0 assess critically?the world, in terms of his making decisions.
There is, at this point, the possibility of moving beyond Schutz's
‘type of well-informed citizen to that of an actively participating
<tudent, one who is, perhaps, more "in the world" thanéSchutz would
have him. But before this extension is explored, we will consider
further Schutz's conception of social actionvas it relates to the

intersubjective.

-

Social Action and Intersubjectivity: Dialectical Considerations

The&individual is actively and continuously engaged in a dial-
ectic with the world. He encounters others, works to earn a living
and recognizes that he will die. Natanson has interpreted Schutz's
view of action as follows:

Dr. Schutz defined "action" as human conduct self-

consciously projected by the actor. "Act", on the

other hand, designates accomplished action.

(Schutz, 1973: xxxiv)

Schutz may also be interpreted as saying all action is purposive;

that is, it is always conducted towards something. Action may be

covert, for oxample, puzzle solving, or overt, where the person

’,cc“‘

gears into the Qgild of others (Schutz, 1973: 20). Thus the actor
or student in the world in terms of action is in an active relation
to that which he is directing his intentional gaze toward.

Schutz distinguishes between two kinds of action which an actor

might engage in within the social world. First is action in terms
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of ary | k?ﬁh takes for granted the typical or habitual ways of
":uation; the co-determined way of acting is accepted
s viewed as being unproblematic by the participants
¥ 28; 137). In such a situation an~example from the

| irmay serve to illustrate: the student sees himself as the
his world, and around this centre, as I have mentioned
lily, is the world within reach, and beyond this the world

]  < within potential reach (Schutz, 1973: 137). Wordd within

rez- B -2signates the field within which the actor may exert his

cont: [t is within this field that Schutz often speaks of his
worl: working (Schutz, 1971: 212). Thr »orld of working is
descrit .. as a world of bodily movements, but beyond this is a world

where ob:zcts are manipulated, and where the handling of things,

and meﬂgl;f s (Schutz, 1971: 228). Schutz in the same context
furtheiy _aborates his intent when he states "... if we discuss a
work ¢ art with a fellow beholder, if we indulge Others in the

same rifual, we are still in the world of working connected by
communicative acts of working together" (Schutz, 1973: 258).

Within this world of working, the social relationship with the other

is established. This would be consistent with his early writings

in Phenomenology of the Social World (Schutz, 1967: 151ff, and

particularly 156). By stating, through the theory of reciprocity,
that 1 can be aware of the Other's reciprocation towards me either
"

directly or indirectly, Schutz may be interpreted as %aying that

even those who are very remote from me exert a control over me

(Schutz, 1967: 156). In a later essay, Making Music Together, he



describes the same relationship between the composer ard the musician
(Schutz, 1971: 169-170). But I cannot influence the composer so
there 1s an inequality in the relationship. The control that exists
between the composer and musician would also be typified in his
essay, the Homecomer, whereithe cultural recipes with which the
Homecomer is familiar reflect the experience of what it is like to

be at home in the world (Schutz, 1971: 106-107). The relation of

the homecomer to his culture is described by Schutz as follows:

To feel at home i1s an expression-of the highest degree'

of familiarity and intimacy. Life at home follows an

organized pattern of routine ... Most problems of

daily life can be mastered by following this pattern.

There is no need to define and redefine situations

which have occurred so many times or to look for new

solutions of old problems hitherto handled satisfactorily.

(Schutz, 1971: 108)

In other words we live through much of our everyday life in an
unthinking way. By following recipes Schutz reveals an interpre-
tation of human beings as potential automatons or socially
inauthentic people. They do not, in other words, hafe the oppor-
tunity to enter into situations with others where the interaction
is co-defined. Taking these situations as typical limits the pos-
sibilities for interaction in a genuine sense; that is, we are-
limited in terms of situation and perspective.

Natanson may be interpreted as raising this issue when he
suggests that a question has these two aspects:

.a) the situation in which it is raised, that is the larger set
of circumstances in which any individual locates himself. Such

tircumstances would include the physical, cultural and histoelcal

setting and the metaphysics and politics of the issue at hand.

137
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b) the perspective involved, from whose point of view, the
"they" or "we" (Natanson, 1970: 60). Is the question raised in the
Social Studies 8 resource material from the point of view of the
Indian farmer or from that of a textbook author, or is it indeed my
own point of view? But there must be more than an unthinking attitude
presented. The individual must be reflectively aware (or as someone
would have it, critically éware) of the copen horizon of encounter
in each new situation.

A second type of action dealt with by Schutz is that of the
problemétic. Essentially this involves a situation where the typical

" A
cultural mores, laws, etc., no longer suffice in allowing the
actor to define the situation (Schutz, 1971: 9). Schutz states it
~as follows:

This will be the case, for example, if there occurs in -

the individual or social life an event which cannat be

met by applying the traditional and habitual pattern

of behaviour or interpretation. We call such a

situation a crisis - a partial one if it makes only

some elements of the world taken for granted question-

able, a total one if it invalidates the whole system

of reference, the scheme of interpretation itself.

(Schutz, 1971: 96, 230) J
Jehenson says of Schutz, "How one seeks torresolve this crisis he
never explores” (Jehensén,'1979: 118). It is a point which I would

. L3

w

suggest Schutz does address.

[f, for example, we turn to his essay on The L anger, we may

interpret Schutz as saying that the Stranger will begin ‘o transform
himself into a member of the culture which he‘is appfoaching;:his
world of working must seek to dominate, or to bring it within his

typical frame of reference. Here we encounter Schutz's vision of a



dialectic between that w?ich is familLar and that which is strange
(Schutz, 1971: 16). The inquiry for bringing the new within our
understanding is one of probing, and dttempting to catch new meanings
and to bring these new méanings into a frame of reference which is
understandable to ourselves (Schutz, 1971: 105). An example of what
Is meant here would be the shock of a new South African acquaintance
at our house saying "Goodnight" which in South Africa is a way of
asking if you wish to 9o to bed. Gradually, however, the recipe is
understood within its new content; the knowledge of the new culture
Is suggested to be warranted.

We are constantly, in our own worlds, moving between that which
we know and that which we do noi. Schutz makes this point consis-
tently in his writing (Schutz, 1973: 23). Qur experience 1is
broadened as we attempt to make sense of the problematic situation
which lies before us. To be in a crisis Sltuation, for example,
means that one has moved from a non-crisis into crisis; what is no
longer present in the Situation suggests that something which we
once knew is now made problematic.

Understanding the problematic situation requires that we are
sensitive to the non-problematic analogue. But as Schutz's careful
working of his phenomenology indicates, such understanding of the
typical routine, everyday actions with othérs is crutial. Let me

suggest a possible example of this with reference to the resource

material for the "Developing Tropical World". A Bantu in South

Africa constantly lives with the threat of violence. This is his
usual way of being in the world; i.e., he Is, no matter how object-

ionable to us, at "home" with this situation. For the Grade 8
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reader of the resource material the task of Schutz's phenomenology
would be to disentangle Pierre Joure's statement: "For we are

where we are not" (Bachelard, 1969: 210). How does a Grade 8

student begin to understand what it is like to live with the constant
threat of violence? Such an understanding forms the basis for

taking individual action but there could be no collective pre-
scriptions for action. However, there would be nothing to precluqe
these becoming a basis for collective action. "

N

Schutz may be interpreted as having two interests in terms
of social action: 1) the action which is lived through in a taken-
for-granted manner, and 2) the action that is lived through as

rendering the world problematic.

They-Relationships: Anonymous Qthers -

of the Resource Material

Schutz interpreted social action accruing within the context
of a social world; that is in terms of "thou" face-to-face relation-
ships, we-relationships, and they-relationships. For‘illustrative
purposes we will focus upon the anonymity of the they—relétionship,
while keeping in mind that we may relate our content to the other
forms. They-relationships initially involve contemporaries; i.e.,
those with whom we no longer enter into a direct we-relationship.
Here Schutz may be interpreted as saying that contemporaries are
invariant experiences which we have of the other after we no longer
have direct experience of.them. But within the context of the
they—rglationship, we have no direct,BEYSrcal contact with the other

person (Schutz, 1971: 43). Thus the East Indian farmer and a B.C.
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Grade 8 student may be considered as an example of a they-

relationship.

Social Collectives

The anonymous "social collective" refers to all of the broad
constructs of the world of contemporaries. Here we may locate
such ideal types as "the state", "the press", "the economy”, etc.
(Schutz. 1967: 198). Within the objective meaning context we .
Lassume, according to Schutz, that each contains a network of
interrelationships from which the total is constructed; he views
this as being reduced to the personal ideal type of social collec-
tive (Schutz, 1967: 199; 1971: 45).

We may return to the Grade 8 Social Studies classroom consid-
ering India. The construction of a personal ideal type is depen-
dent upon the stock of knowledge which a student would bring to
the situation. Part of its construct would also be understood by
the students to be within the context of “foreign", that is, there
are others in the world with whom it is possible to enter into a
relationship at a human level (Landgrebe, 1940).

Schutz may be interpreted as saying that the they-relationship
will remain anonymous if the individuals within the social group
do not recognize the fundamental humanness of those whom they are
attempting to understand. By fundamental humanness Schutz indicates
that he refers to the characterological as opposed to the functional
ideal type. The characterological "presupposes and refers to a
real person whom 1 could meet face to face" (Schutz, 1967: 197). The

functional type on the other hand reduces the Other to a particular



function; e.g., farmer, as in all farmers, whom I could never meet
face to face. We may consider the importance of the reference
material and its meaning content. Those materials which preclude
the possibility of a face to face meeting will be more remote than
those which do not; e.g., biography. But within this context we
may interpret Schutz as suggesting that the understanding of one's
own humanness and that of others is an important situatifonal aspect
which is embodied within our interpretation.

The concept of the social collectivity, as a reflection of the
remote they-relationship, also presents a further .problem in terms
of interpreting the objectivé matrix which it portrays. Our Indian
farmer, for example, portrays the type, but within the interpre-
tation of this type there is subsumed the value judgments of the
farmer as they "live" their world. By this is meant that the
decisions they r:ke in terms of their farming are hidden within the
typical actions. 1If there is not a subjective meaning context
revealed, full understanding of the situation is not possible
(Schutz, 1967: 200; 1971: 52). That is, the habits and beliefs
of the farmer remain inaccessible to the student (Schutz, 1967:
200). Within the resource méterial references of an autobiographical
nature, the sense of the person would begin to emerge in the work.
There must, in other words, be the possibility of the subjective
meaning context if the action is to be understood in its fullest
sense. The understanding of the other, within the they-relationship,
must be based upon the direct social relationship; the limits of
such a relationship would exist where the actions of the Other may

be imagined as being carried out by oneself. Experience as it is
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related to recollection and the biography limit our own possibili-
ties. If the Indian farmer, in our example& is starving, and we
ourselves have never éxperienced such a state, then we are prevented
from fully understanding what if is like. To begin to move towards
such an understand{ng would be reflected in the selectionsof
materials, as ] haveMinterpreted Schutz, that are presented in the
class. A student who says, "I am beginning to understand what it
is to starve", within the context of the farmer, may be beginning
to understand his situation. Here we may say of the student that
he 1s becoming, in terms of his social action, aware of hls own
hidden or subsumed cultural, habitual, social norms. In other
words. his reflection in terms of his stream of consciousness, 1S
revealing collectivity. The student thus moves within the dialectic
of starving and not starving but more than that he is moving through
a hermeneutic circle, in his attempt to wrestle with the farmer's
condition (Schutz, 1971: 13). In such a situation, the student s
moved\beyond being a naive actor, to enter fully into the social
action as it relates to the intersubjective situatién. Within the
interpretation of Schutz, we must consider social action as being
related, intersubjectively, within the taken-for-granted and \
problematic situations.

In concluding our discussion of Schutz's theory of the inter-
subjective two topics remain: A) the pragmétic and B) the role

of history or past.

The Pragmatic Interest in the World

Schutz contrasts the pragmatic, the commonsense action, in terms



of the taken-for-granted social world, with the position of the
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scientist who seeks to raise questions concerning the meaning of the
structures of it (Schutz, 1973: 137). The focal point for this
interest is the null or centre point at which the individual always
sees himself. Our world is the world of Others, the intersubjective
world, in which we always maintain an interest in others (Schutz,
1973: 208). Such a world is the world in which the ego recognizes
itself as being in the world, attention a la vie, as Bergson
expressed it. Schutz interprets pragmatism as follows:

With very few exceptions, vulgar pragmatism does not

consider the problems of the constitution of conscious

life involved in the notion of an ego agens or homo falur

from which as a givenness most writers start. For the

most part, pragmatism is, therefore, just a common-sense

description of the attitude of man within the world of

working in daily life, but not a philosophy investigating

the presuppositions of such a situation. (Schutz, 1973: 213)
Schutz may be interpreted as saying that a pragmatic interest in
the world must be concerned with the life world as it is lived. If
we were to further characterize the pragmatic in the everyday world,
we may interpret him as saying that it is not found within the
phantasm of the various other levels of our reality; the pragmatic
clearly grounds in the world (Schutz, 1973: 254). If we consider
once again our social studies situation, we may interpret the under-
standing of foreign others as being directed towards their being in
the world as well. Their actions must be interpretable by us in
terms of their real world actions if we are to make sense of ®eir
actions in the situations; we may contrast this with Schutz's

interpretation of Husserl when he says imagining is neutral, in

other words it does not commit us to the world of Others (Schutz,

g
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1973: 235).

A commitment to the world, in Schutz's terms, involves the
praématic motive; the motive; in other words, to overcome the various
"resistances" to my acts which [ encounter in the natural attitude
(Schutz, 1973: 306). - We might ask, what does Schutz, within the
realm of possibilities, mean by resistances? Under what circum-
stances would a political situation constitute itself as being a
"resistance"? In the context of our social studies class we may
raise the question; how the farmer acts to preserve his traditional
farming practices against the interest of new Western farming
advances. To,evoke such a Situatién in the context of a resistance
is to raise a political question. 'To understand this issue further
within Schutz's work, we must turn to his interpretation of Husserl's
concept of the appresentational:

Appresentational refers to the object of ébr perception, and
specifically that which we add to the horizon (Schutz, 1973: 149-154).
We see a plough, for example, and we add to the plough the various
featurgs we cannot see. The front appears to us as we see it, and
by anaiogy, but not inference, we add, couple, pair the back to it.
But other cases within the appresentational may prevail (Schutz,
1973: 299). In developing this theory Schutz turned towards an
understanding of signs and symbols. wikhin the appresentational "
context dfrectcpast éxperience (apperception) is not added to the
Object, but rather we add to the Object or idea that which we cannot
actually accoUnt for} The distinction here becomes important. If,
for example, to the plough of the East Indian farmer, I add my

direct experience of my ploughing on a farm it may be accounted for



146

in terms of my past history, my biography. But in terms of the
appresentational I may add that of which I have no experience; I
may, for example, add to the plough the belief that it has been made
by a craftsman,bor that the blade iéadull, making it difficult to
use. We may also consider the conteif in which the appresentational
apperceptions are united in the sense that a direct past experiéﬁce
1s added to by that which we cannot directly account-for. James,
for example, in his varieties-of religious experiences attempts to
understand the lived meaning, the meaning expressed, by spiritual
experiences. The concept of spiritual is added to the experience
but cannot be accounted for in terms of direct past experience. In
terms of the intersubjective; as it relates to commﬁnication, the
concept of appresentation in a direct relationship with the Other
establishes a common ground; I understand that I will be able to talk
with the Other in terms of our mutual concerns. 1 anticipate that we
will be able to live our meaning together (Schutz, 1971: 315). If
this is not $0, there is no warrant for the communication to continue.
But we must'a?So be aware that Schutz, within‘this theory of the
appresentational, as it relates to signs and symbols, also pointed
out that these transcend the immediate sign or symbol; in other
words, there is an expression understood, beyond that which is
immediately present to us (Schutz, 1971: 343). Schutz's concern in
explicating this point was expressed as follows:

The analysis of these transcendences - from those-going

beyond the limits of the world within his actual reach

to those transgressing the paramount reality of everyday

life ... (Schutz, 1973: 356)
|

I interpret his concern here as leading towards that which is part



of everyday life yet beyond it, into a philosophical anthropology.
But on this broader scale™this places‘the'expioration of the symbol
beyond that of the everyday world. However, Schulz does begin to
consider it at the everyddy level when he states:

However, those interpretations will be necessarily
different from that of the ingroup, because t¥e
system of relevances-of both groups (and the respective
apperceptual, appresentational, and referential

schemes taken as systems of reference for interpreting
the "order" so created) cannot coincide. (Schutz,
1971: 355-356)

~

1

There is in this description a clear hermeneutic circle described;
that is, in order to comprehend everyday life, we must be able to
comprehend the signs which allow us to communicate one to the other,
the transcendent features of such communication, which leads us back
to the signs themselves, and the symbols which gather the ingroup,
for example, around itself as a cultural artifact and in turn whose
meaning must be considered in terms of everyday life. Recognizing
such a possibility for transformation in terms of the individual
Qv

through the positing of the hermeneutic is perhaps the direction in
which Schutz was indicating. This may be interpreted as being
consistent with Schutz's later work when he states:

But it may appear in contrast to the now remembered

appresentation; that is, it may contrast the antici-

pated phase (if it now becomes actual) of the

anticipation. If the appresented aspect of an

object (symbol) (that is, anticipated phases of my

consciousness), when they come to self-presentedness,

are incongruent with previous experience, we can say

the taken-for-granted nature of my experiences

"explodes". (Schutz, 1967: 11)
The "chain of self-evidency" is not interrupted. We may interpret

Schutz as saying that the deeper levels of reflegtion within the

AN
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hermeneutic are required in order for the individual to establish
the structures of the taken-for-granted; it is not, in other words,
a simple function of time, as in "learning to live with a problem”,
but ‘rather true understanding of the Sitdgzion as 1t pertains to my
life. : '\

Part of the further understanding within Schutz's interbre—
tation lies égain in his statement which has been previously quoted
above, mainly that the apperceptual, appresentational and preferential
schemes are taken as schemes of reference for interpreting the order
so created (Schutz, 19/73: 3557356). Here we may suggest that Schutz
is interpreting the symbols, éven within the ingroup, as forming
the ground work for an active ihterpretation which is revealed in
everyday life, social life "investigations which are important not
only from the theoretical but also from a practical point of view"
(Schutz, 1973: 35, 356). Thus Schutz may be interpreted as saying
that the investigation of the role of signs and symbols in the
everyday lifeworfd is critical %or a fuli understanding of the
lifeworld. Beyond this he may be interpreted as suggesting that
the method of self-understanding is the hermeneutic.

[t is within thi§ context that we may further pursue Schutz's

two essays, The Stranger and The Homecomer. [ have previously

identified these two essays as dialectical in nature; i.e., the
dialectic of the familiar and unfamiliar. Landgrebe, within this
~context, makes the%point that even with the homeworld, even with the
most int‘-ate familiarity, there is always the sense that_the alien

is preser  the familiar'élways contains that which 1is pnfamiliar.



Our whole world is not whole, but rather segments (Landgrebe, 1940).
To both the stranger and the homecomer, there is present both that
which Is familiar and unfamiliar; our commonsense world is one in
which an ongoing interpretation within the géhemes of reference is
always occurring, bofh dialectically and hermeneutically. But'beyongﬂ
this we may wonder if Schutz did not also mean critically.
Self-understanding through the interpretation of the schémes
of reference recalls Gadam@r where the truth of interppetive under-
standing 1s essential. If ghis were not, understanding itself would
be imposgible (Gadamer, 1975). MWithin this context we may consider
once again Ehe social world of the well-informed citizen. Schutz
here limits his discussion«in terms of the motives as they are guided
by the frames of reference from which the well-informed citizen
must choose (Schutz, 1971: 130). But we must consider that the
well-1nformed citizen is also an active interpreter of the world
who has not a single scheme of reference (as does the scientist or
a taken-for-granted scheme of the man on the street) but rather
selects from among competing schemes of reference. Beyond this
Schutz states of the opinion of another, "His opinion is trusted if
it enables me to form a sufficiently clear precise knowledge of the
underlying deviating system of relevances" (Schuég; 1971: 132).
Here the thrust of the Qell—informed citizen as interpreter is
carried through. The well-informed citizen, however, while basing
his interpretations upon the relatively natural conqut of the worldy
is at the same time conducting his inquiry within the interplay
between the socially derived and socially approved knowledge. I

would interpret Schutz as saying that the well-informed citizen is
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concerned with revealing and comprehending the broad perspective of
knowledge which underlies the commonsense knowledge within which he
functions every day (Schutz, 1971: 134). Schutz views the well-
informed citizen as soméone who is able to comprehend something of
the structures of the social distribution of knowledge and make these
clear to himself. Private opinion must prevail over public opinion.
But Schutz, developing his description of the informed citizen, has
opened the horizons of both the stranger and the homecomer in that
neither could belong to a closed world, for there is something of
the world in both of these types. They exist within the very
possibility of worlds beyond their own. So while Schutz discusses
the uniqueness of individdal experiences and the failure of others
to understand them, this does not mean the others are not aware
that he has been elsewhere (Schutz, 1971: 114). It is part of the
appresentational, the referential or the interpretive scheme which
s not able to inferpret adequately the experience of the other
within the situation. Schutz, in suggesting that private opifiion’
must prevail over public, may be interpreted as saying that the
citizen must function within a circumstance of gction; action, that
is, in terms of acting within the social climate. But such an

" actor, having understood, within Schutz's framework is committed to
making his position clear.‘ Such a commitment involves a clarity of
thg various perspectives which underlie the knowledge which one ié

focusina upon, and a political commitment to make these opinions

utz, 1971: 134). For Schutz the problem became how to

~@riences(clear within the social world.

-



If we return briefly to the social studies classroom we may
place these findings in context. A student encountering an Indian
man with a plough has an experience of both the familiar and unfam-
iliar within the situation. Landgrebe (1940) points out that no
matter how remote, the home world is not a closed world. The plough
within our context may possibly come to stand as a symbol for the
potential poverty of all Indian farmers. But as such we may inter-
pret Schutz as indiéating that the apperceptual, appresentational
and interpretive schemes of reference are incomplete. The symbol
is ihpgrpreted from the position of the outgroup and not that of
the ingroup; i.e., the farmer's world. As such we must work harder
at understanding his world; our interpretations should involve
ethnographic and ethnomethodological views so that we might know
more fully what it is like. But if the plough is interpreted as a
symbol of poverty, we must begin to explore our own understanding
of its meaning in the sense that the well-informed citizen begins
his inquiry. The inquiry is that of a hermeneutic reflecting our
own self-understanding and should involve the dialectic of familiar-
ity (wealth) and unfamiliarity (poéé(ty); reflection should then be
directed toward understanding 6ur own situation firsg; this may
involve self—criticisnﬁ\/gazh self-criticism may becdme the basis
of praxis as it is interpreted within Schutze It is only within
this framework that his concept of social action begins to make
sense; in turn this too becomes the framework in which students
would be viewed ag making sense of the Indian farmer and his plough.

But we must be careful not to push this example too far since, as
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Landgrebe warns, we already have some possibility for understanding
that theré are foreign worlds, and that these worlds constitute an
open understanding of the world (Landgrebe, 1940). For Schutz, we e
may .say that‘;gyis how we make sense of the symbol, "plough", against

our own cultural background; within this interpretation:_howeven, we

must understand our own Situation and deepen this in terms of another

culture. But we must consider that these stand as artifacts which

are used by an anonymous fellow-man (Schutz, 1973: 17).

Historical Consciousness/Concept of Past

We have previously discussed the concept of biography as it
relates to the past of the individual. It contains the experiences
as they may be interpreted in terms of the present. It is consti-
tuted through the social and cultural forces which lead to the actual
view held by the individual of his environment; it is-a world which
is here before my birth and will continue after my death (Schutz, .
1971: 132). 1In addition I encounter the social-cultural objects in
my everyday life: |

A1l cultural objects - tools, symbols, language

systems, works of art, social institutions, etc. -

point back to their very 6rigin and meaning to

» the activities of human subjects. . For this reason

we are always conscious of the historicity of culture

which we encounter in traditions and culture.

(Schutz, 1973: 10)

We are always aware or conscious of the world's historicity,
since we continually encounter its artifacts in our everyday lives.
We are capable of ‘considering it in terms of the "already-given"

whether it be in terms of our own life or in terms of the others'

activity, and which I encounte} as sediment (Schutz, 1973:-133). -



But it must be said that within thié framework, the world must
first make sense for me as it is interpreted from my own null point.
But within this we must realize that such a possibility is founded
on the possibility of reciprocity of perspectives, which as has
been previously discussed, may be interpreted in terms of spa~e,
and which now also must be considered in terms of time (Schut~.
1973: 147). 1 am connected with contemporaries whom I have n~ver
met and with predecessors; all of which I must interpret in terms
of the present and without the benefit of first-hand experience
(Schutz, 1973: 221). 1t may be noted that historicity is experienced
without the possibility of a dialogue. In a sense 1 am powerless
to transform a situation as it actually occurred, but rather must
begin to work within the event as it is interpreted from the present;
in this.sense I begin to transform the situation. 1 am attempting
to understand the prospective consciousness of the subject, from
within the retrospective consciousness of my present. We are
viewina the closed horizon of the past and we might say it 1is over
and done with (Schutz, 1967: 208). We may cast back over the ideal
types that emerge, reminding ourselves that they are fixed and do
not point towards‘the future (Schutz, 1971: 210).

Dealing with the interpretation of the past within the world

of predecessors, and in particular those whose presence may only be

"
—

determined through signs, Schutz states the following:

Since my knowledge of the world of my predecessors comes
to me through signs, what these signs signify is anonymous
and detached from any stream of consciousness. However, I
know that every sign has its author and that every author
has his own thoughts and subjective experiences as he
expresses himself through signs. It is therefore per-
fectly proper for me to ask myself what a given
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predecessor meant by expressing himself in such and
such a way. (Schutz, 1967: 204)

Schutz here may be interpreted as saying that he must imagine
himself as standing before the author of the material. VYet still
we must recognize ourselves as the prime interpreters of the event.
Approached in this way Schutz's interpretation' of understanding the
past would be close to that of Gadamer. Schutz éfates that "histori-
clsm is correct when it asserts that all of history conditions the
point of view of the historian" (Schutz, 1967: 212). Schutz, it may
be suggested, is saying that the interpreter, the historian, must
truly understand his own source in a particular situation. He must
be aware, through a rigorous self-reflection of his background and __
soclal traditions of how these influence his present thinking.
- Schutz and Gadamer could be interpreted as agreeing when he suggests
that self-reflections cannot be complete. Schutz's concepf of
sediments which are distilled out of a present situation would
reflect tiis argument (Schutz, 1973: 103ff). But Schutz, in addition,
suggests that it will be the historian's notion of what was of
relevance.to the author of the signs that will be crucial in deter-
mining the direction of the interpretation; it will depend, then,
upon the number of‘points of view through which he attempts'to
understand the various bossible starting points in relation to the
various because and in-order-to motives that are relevant to the
situation.

If we place ourselves at an event just prior to its occurrence,
we must be able to determine which was the central because-motive

in the situation. The matter of choosing between one of the two
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open horizons A or B is central to knowing the genuine because-
motive. In selecting we are aware that if we follow it, there is

an awareness that we must fo?iow the whole course of events if we

are fo understand it (Schutz, 1971: 32). 1 may further understand
this through a shift of perspectives with my predecessors, through
the signs, or documents, which I view in the context.of communicative
acts intended for the others of the time. Schutz'may be interpreted
as saying that we assume a "pseudo-contemporaneity of my own conscious
life with the conscious life of the communicator" (Schutz, 1971:

59). The documents which are used for such interpretation may not
reflect the historical research, but it is worthwhile remembering
that these will contain both the direct and indirect experiences of
the communicator; tﬁis gives the material a more or less objective
context. In assuming the pseudo-contemporaneity we must also under-
stand that the social circumstances were different from those in
which the author was writing. His fundamental stock of knowledge

was placed against a very different landscape from that of the
present.

The context of a landscape suggests that there must also be a
concern for the subjective intefpretation which the author imputed
to his work. As I attempt to comprehend this I must be aware that
my chances of aétually comprehending are much less than if the
individual were standing before me in a face-to-face situation. In
these circumstances I have the possibility of questioning the other
as to his inténded meaning; 1 have, in other words, a greater chance

of making sense of it. But in a “pseudo-contemporaneons“ relationship
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I am prevented by objective time from establishing direct contact
with the other. In attempting to understand the other's subjective
context, I have to remove it from its ongoing context. This would
suggest that it would become much more structured than would be the
case if I were in a face-to-face situation (Schutz and Luckmanq,
1973: 50). But this then presents the problem of how time itselfv
becomes institutionalized (Lowe, 1973: 128), how it is symbolized,
and how it is prospected. Lowe may be interpreted as saying that
it is the interconnection between these three that constitutes the
retrospective interpretational context for understanding the subject
(Lowe, 1973: 129). |

[t is within this retrospective view that we begin to realize
some of the modifications placed upon the general thesis of the
reciprdcity of perspectives; I may experien&e an interchangeability
with a fellow-man in the.distant past but those things that he thinks
about will be different from myself. But there is still a limit
within this, for even if the other happens to be my father, my
understanding of his experiences cannot be the same as his, since
he was born in a different time. This, however, does notl describe
anything of how a social historical consciousness develops through a
succession of predecessors (Schutz and Luckmann, 1973: 87). Here
we must account for the acquisition of the full sense of the past
as it is contained within the biography. But as I have intefpreted
Schutz, while he does not fulfil this expectation, he does, never-
theless, open the way for the hermeneutical interpretations of
Gadamer. Schutz's own interpretation, dealing mainly with prede-

cessors, largely ignores the problem of symbols and their
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interpretation, but it is possibly sufficient to begin to point the
way beyond. He does not, however, fully explore the relationships
among institution, symbol“and prospection within his writing. This
weakens the presentation in terms of understanding the relevance
structures as they were developed within the situation. Since much
depends upon this interpretation of the because-motive within it,
such a limitation limits our understanding of pastness within his
world. ‘ |

If we return for a moment to our Social Studies classroom it
may be suggested that to understand the Indian farmer in the field
with his plough we must also be able to interpret something of the
context within whicq the plough stands as a symbol of pasf genera- -
tions. So in a sense we are concerned with understanding how we are
linked with our successive generations and how, in turn, the Indian
farmer is linked with his. Perhaps, as Schutz suggests, it is
enough, within this context, to have some nalve insight into the
historicity 6f the social world; this would apply, no matter how
static the society (Schutz and Luckman, 1973: 91). - We should, in
other words, have some historical notions within which we may reflect

upon the world of the QOther, the Etast Indian farmer or other aspects

involved in the understanding of the Grade 8 Social Studies program.

Summary

Schutz has contributed much to our understanding of how the
British Columbia Social Studies 8 unit “"Developing Tropical World"
could have been approached. The following notions Schutz developed

could have been included:
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a) that the everyday life situations of people.living in the
developing tropical world may form a basis fogxhlassroom pedagogy;

b) that the techrical-scientific approach to classroom experience
1s only one among many possibilities;

¢) that lived experiences of time are different from mechanistic
or linéar time. While geographic strangers and students may experi-
ence time differently,'such differences may form th? basis for
further understanding;

d) that students come to the classroom setting with different
biographical experiences. These experiences may reveal different
ways of interpreting the developing tropical world;

e) that the historical situation influenéing interpretation is
often "hidden" from experience. Such influences could begin to form
the basis for deepening the clas8room dialogue if they are permitted
to emerge;

f) that the classroom encounter with the geographic stranger
is a;fthey” relationship as opposed to a face-to-face situation.
This"dist@ncing should be considered as an ongoing part of the unit
"Developing Tropical World";

g) that the basis for understanding the people of the developing
tropical world is to be found in the possibilities the student sees
for herself in the immediate social world.

Schutz does not provide the teacher with instructional
recipes for understanding her everyday classroom activities con-
cerning the devéloping tropical world. Rather, hg offers the

possibility of further, more rigorous understanding of the day-to-day

pedagogy.
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Footng£§§

]. For a discussion of strangeness see Natanson, 1968; Schutz,
1971; see particularly Homecomer and Stranger essays; Luckmann,

1979: 25ff; Marianis, 1954 47

2. MWe consistently make educational interpretations of the social
disciplines. This was the point made in Chapter I].



CHAPTER 1V

i3

social Collectivity and the Individual: A Reflection Upon

the Social Studies Unit, "Developing Tropical World"

=Y

PS

Through the Writings of G. H. Mead

Kipling says: .
"East is East, and West is West, and never the twain shall
meet"; but they are meeting. The assumption has been that -
the response of the East to the West and of the West to

the East are not comprehensible to each other. But, in
fact, we find that we are awakening; that we are begin-
ning to interchange roles. A process of organization

is going on underneath our conscious experience, and

the more this organization is carried out the closer

we are brought together. (Mead, 1934: 271)

Opening Comments

An interpretation of Mead's work is made problematic at the

outset by the scarcity of his published paperS'gersonally supervised
by him. Most of the major volumes of Mead's material were published
posthumously-through the efforts of a variety of editors using
several sources. | Much of the material was basgf upon student and
stenographic notes made from the various courses which he taught.
As such Moore makes the claim that:

In this case, however, the former completely outweigh

the latter. Perhaps, had Mr. Mead himself prepared

them for publication, they might have been presented

in a somewhat different form. It is, I think, unlikely

that he would have made any significant changes.
(Mead, 1936: vi)

But this does not, I believe, lessen the influence of the editors'

hand in the material. Morris, for example, labelled the first
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volume in the Chicago University series: Mind, Self and Society:

from the Standpoint of a Social Behaviourist.2 I would interpret

the works of Mead, however, not as reflecting a behaviourist view-
point but rather as concerned with understanding the dialectical
relationship beﬁ%een soclety and the individual. In fact, Mead
offered, in my opinion, a critique of the behaviourist stance. He
viewed the individual as living in the social world, not standing
apart from the world as the behaviourist would see him. Interpre-
tatiohs of Mead must, therefore, be carefully weighed in terms of
the influence of the editors.

In this study, Meaﬁ Is important for offering the possibili-
ties of understanding the British Columbi& Social Studies 8 unit
"Developing Tropical World" on two counts:

A) he promises an alternate position to that of the technical-
scientific approach used by the British Columbia Social~5tudies _ﬁ;\\
Revision Committee, and B

B) he begins from a social rather than an individual philoso-
phical position. He offers to the critique of the program a social
scheme for i1nterpreting the educators' stance toward the people of
the developing tropical world. His work enables us to focus upon

the broader social implications of the term "development".

Critique of Technical-Scientific Approach

My discussion of Mead's work will begin with a brief comment
upon his own starting point. Mead, like Schutz, was critical of
the dominance of technical science in understanding how the everyday

lives of the people were lived. In order to provide the general
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background for his'critique, he focused his attention upon the work

o >

of Newton:

The breakdown of the Newtonian mechanical system was
reached when, with the development of the laws of
thermodynamics and of the theory of electro-magnetism,
that meaning of physical things which fits our
perceptual experience could no longer be applied

t0 the so-called material universe. (Mead, 1959: 150)

In the Newtonian world a boxlike space, conceivably |
filled with a stagnant ether, whose structure was
irrelevant to time, was the absolute snvironment of

all change; i.e., for the physical sciences, of all
motion. (Mead, 1959: 40) & —

Mead speaks against the social absolutes which flbw from Newtonian
physics. He would question, for example, the presentation of a
fixed view of the people of\ﬁfrica. Such a view of lived experience
1s not only a static (abstract) one but fails to recognize at a more—
fundamental ievel the concrete world in which the experience first
occurred. Thus, as a background for his philosophy, he chose to
criticize the technical scientific stance.

Mead was clearly inte%ested in the actual mundane social relation-
ships which form the basis of society. 1his is an interest which
" he shares with Schutz. He makes this interest very clear in the
following:

I want to speak again of the organizing nature of these

larger and more abstract social relationships which I

have been discussing, those of religion and economics.

Fach of them becomes universal in its working character,

not universal because of any philosophical abstraction
involved in them. yjMead, 1934: 289) :

The working%character of Mead's attention to the daily life world
suggests his potential for understanding p6§§ibl€\types of materials

which couid communicate to Grade 8 Social students about the developing




tropical world. It is this working character of the intersubjective
which is Mead's focus. Thus emerges Mead's view of the pragmatic
philosophy to which he subscribeé. .

Pragmatism, as | interpret Mead, carries with it the everyday
sense of the "practical™, a sense which does not seek a way of
becoming more efficient but rather does seek to understand critically
the routines which we employ in everyday life from a social point
of view. So he is critical of the efficiency sense of pragmatism:

Pragmatism is regarded as a pseudo-philosophic formulation

of that most obnoxious American trait, the worship of

success; as the endowment of the four-flusher with a

faked philosophic passport; the contemptuous swagger of

a glib and restless upstart in the company of the

mighty but reverent spirits worshipping at the shrine

of subsistent entities and timeless truth; a blackleg

pacemaker introduced into the leisurely workshop of

the spirit to speed up the process of thinking sub specie

aeternetatis; a Ford efficiency engineer bent on the mass

production of philosophical tin lizzies. (Mead, 1938: 97)
In his view:pragmatism does not seek formulas or routines of social
action for their own sake but rather seeks to understand the very
routines that confine man within his daily world. Thus the past
that informs the present plays an essential role within Mead's
philosophy. Mead's interests would force the Revision Committee of
the British Columbpia Social Studies unit "Developing Tropical World"
to keep constantly in mind the questions: Where did the concept
come from? Why is it viewed in the way it is presented? In addition,
for Mead, pragmatism takes a social evolutionary view; i.e., that
society is viewed as constantly changing in that what appears today

will not appear again in precisely the same way. In these terms the

British Columbia Social Studies 8 unit "Developing Tropical Worlid",
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would be seen as a socially constructed routine. In other words,

as a technically and philosophically controlled offering to the
teachers and students of the Province. The pragmatic question
suggested by Mead is that of what lies behind a curricular statement

which the Revision Committee expects the teachers to apply routinely.

Social View

Schutz begap his phenomenology from the standpoint of the here
and now without attempting to account for how the individual became
a social man. This approach is reflected in the Resource Material
for the unit developed by the Revision Committee. It acknowledges
that the knowledge of societies which sthdents are to acquire is
largely taken for granted; that is, i£ is jdst there and somehow
they are to make sense of it.

Mead, on the other hand, placed a great deal of emphasis upon
the gocial origin of man: how the social man develops into a self
thus becomes central to his work. A self, In the social sense, is
made plausible through the prior existence dg?goé%%ty. It is society:
which allows for the possibility of the individual to call out the
experience of the othefiand to make sense of his experience in a
megrfingful way. Thus, a child emerges into society through his
contacts with others, such as parents and friends. He comes to'
understand that he is in a world in which there are others with
whom he may establish meaningful contacts. As such the self becomes
separated from the organism; the child learns of the world indirectly
through others (Mead, 1934: 135-138).

Mead views the human as an animal when it is born into the social
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world. Without the possibility of recognizing the other, his
"humanness" cannot emerge. It is the possibility’of transcending

the animalness through the heip of communication that allows the

self to emerge. (Mead, 1934: 227) Communication establighes the
Individual in relation to his own social group and to the generalized
vantage point of the whole group to which he belongs (Mead, 1938: 138).
As such communication permits him to experience himself not as subject
but. as object; that is, in the same sense that he experiences others
in the group as a whole. Mead's concept of communication needs to

be explored further before its full implications are understood but

it is worth developing even tentatively several of its implications

in relation to the unit "Developing Tropical World".

There are a number of occasions in Chapter 2 of the thesis ﬁh
when the objective sense of the geographic foreigner is given. He
is, in other words, presented as though he were é concrete objéct.
Mead, in his work, presents the objective sense but preserves sub-
jectivity by constantly referring this to his own understanding. He
recognizes that it is his interpretation. This preserves the social
sense of the work. In the same way the student studying the "Deve-
loping Tropical World" unit should be able to retain his social sense
within the material. Mead makes a similar point in a discussion ¥f
democracy and the French Revolution:

If we go back to the ideal of democracy as presented

in the French Revolution, we do reach just such a

sort of conflict. 'There you have recognition of

quality; you demand in yourself what you recognize

in others, and that does provide the basis for a social
structure. (Mead, 1934: 288)
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Within Mead's interoretive scheme, a re-cognition of oneself in the
many becomes a social function of the unit and resource material.. A
sense of social identification within the materials would be pre-
served in order to be relevant to the student. An example of what

Mead possibly meant may be made concrete in this unit as follows:

if students were to understand the concept of “slavery" in African
culture, it would be worthwhile to study analogods concepts of -
“alienation"” and “"work" in Western Culture. Certainiy, we must {A o
keep in mind the limitations of the students, but Mead has clearly |

A pointed out the importance of fully preserving the haterial's indivi-
dual appeal and social relevance both at the classroom and societal
levels. . Communicative acts are, therefore, social acts which indicate
how social individuals are sa?d to eherge; they permit us~to take

the role of fhe other in our daily lives, thus continually reaffirming

our social existence. . But the question arises, "How does Mead

understand the emergence of tdls social activity?"

Taking the Role of Qther - “fg

A) Infant Understanding | Q@é

That the communicative relatlonshlp is made possfble only through
our ability to take the attltude of the other person could be an
interpretation of Mead By addressing the problem of How we are
able to take the role of the other, Mead focuses uponfthe emergence
“ofthe self, since it is there that the genesis of our social under;
standing occurs. This may be illustrated through the following‘example
Mead gives: an infant cries and the parents respond t0’£he>ea11. Over

time he comes to understand that if he calls out, his parents will
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provfde him with various sympathetic responses. (Mead, 1934: 366)
[t is not, however, the parents' response that is the focal point of
our concern, but rather the baby's understanding. There cannot, fof
example, be any subjective context for an early cry; this is-to éay
that the bqpy will not know the meaning of the cry but only the ¢
objective aspect. He will not understand anything of the emotion or
meaning of his particu}ar cry. Thus the state itself becomes the
focal point, "I am wefﬁ, but there is no awareness that he is a
separate entity who is in this particular state. The self becomes
“any self; there would be no sense of self as an entity apart froT other
selves. Baby, in this way, becomes a parent to himself (Mead, 1934:
368). n

The child in these times is dependent upon moods gnd emotion to
communicate with his parentsf; These are not part of a conscious
pattern. This Mead suggests is the "mimic" phase - the response to
faéial gestures, etc., that baby may do. But in this way they remain
the actions of others, as opposed to the baby's own reactions (Mead,
1934; 369). How does the infant come to take the role of the other?

How, in other words, does he come to recognize his own self?

B) Mimic Phase

If we make the assumption that the infant must communicate with
his parents, we may begin to reflect the notion that the self within
Mead's framework must makevségse of the geéture and verbal contents
which are reflected towards him. Mead states it this way:

The importance of whaT we term "communication" lies

in the fact -that it provides a form of behaviour in

which the organism or the individual may become an
‘object to himself. (Mead, 1934: 138)

)
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An individual, in other words, will respond to the significant symbols
which are directed toward him; his conduct becomes not only a response
to others but also a response to himself.

Taking this response tﬁe individual indicates to himself what
the other person will do and in doing this, he takes the attitude of
the other. This, according to Mead, requires an analysis and recon-
struction of the possible modes of action which the other will take
toward hiﬁ (Mead, 1934: 224). The significant symbols, fdr example,
which we communicate to the individual should make sense to the extent
that he is able to establish Possible reactions. Such a situation
Indicates that the infant would begin to recognize that he has some
measure of control over the social or physical encironment. But such
responses are not organized, they are unstable within the toddler. He
is not able, in this sense, to recognize his own possibilities within
the situation. The child is continually trying to make sense of these
responses for himself. The full sense of their mganing does not come
until much later; they merely serve as an indication of the time span
over which the self is constructed. Mead states, "In the mimic period
the’child utilizes his own responses to these stimuli which he makes
use of in building a Self" (Mead, Y934: 150). Within this view, early

life is a struggle to understanding what is socially possible.

C) Play Period

i) Imagined Game

Une of Mead's descriptions of imagined games involves those which:
are organized and‘unorganized. A child who is playing by himself may

take the'role of the other, and will address himself as if he were
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the other. He may say, for instance, that he is a father, mother,

policeman, etc. His response is a cognition of his possible reactions
in relation to the other (Mead, 1934: 151). In other words, through
his unQersXanding of the possible actions of the other person, he
begins to understand that the other has options for acting within his
role. If the child is playing the role of a policeman, he may be open
to arresting himself. This is, in some respects, a more sophisticated
approach to the social situation than that of a child involved in a
game of hide 'n' seek for here he would ascume roles in a much more
transitory way. The role of the policeman often involves a sense of
commitment that may not be present in hide 'n' seek. The child becomes
committed-in much the same way that the players in an organized game

might (Mead, 1938: 447).

ii) Organized Game

The relationship between the organized and the unorganized game
cannot be maintained in an important way. In the organized éémé Mead
views the whole social act as being portrayed. He states: Aﬂn such
a situation the pattern of the whole social act becomes a part of the
experience of the child" (Mead, 1938: 448). The experience of the
child becomes significant in this situation, since he is able to
distinguish his experience from that of others. He is able to take
on the role of not only one other but everyone in the groups (Mead,
1934 151). In other wprds, as the game unfolds before him, it must
become a gestalt in his own mind; he mugt understand not only his own
role but those of every other member. This may become increasingly
complicated as we recognize that specialty players and teams may also

be included within the act. But centrél to Mead's position is that
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nyhat he does is controlled by his being everyone else on the team,

at least in so far as those attitudes affect his owWn particular

response” (Mead, 1934: 154). But it is not simply taking the attitude

of the other; there should be an acknowledgement that he is engaged

in the\action together with the others as members of a common social
group. Such an acknowledgement speaks to what may be termed the
generalized other; that is, the social acting of the group towards

the whole project which is being carried out (Mead, 1934: 155). (
Only in this way would fhe individual possess, as Mead suggests, a
complete self. The individual should be able to adjust to the general
attitudes of not only the social acts but also institutions; an indivi- -
dual adjusts his actions to the way in which he feels he should act
given the particular relevance structures he has identified within
the situation. Here the interaction between the individual and the
cocial events become important. "He should act" suggests that the
individual is free to act as he will with reference to the community
despite the community pressures that will be brought to bean upon fhe
individual. There is, within the position which Mead explores, a
reflective view; that is to say that the individual w{ll be thought-
ful with reference to his own actions.

The development of the social self become pivotal to Mead's
philosophy. A self clearly is characterized as emerging through a
struggle to understand his own social position. Envisioned in this
way, the self is not passive.' Thus when the materials for the Social
Studies 8 unit “Developing Tropical World" portray a passive accepting
world they fail to recognize the struggle of the self in the world.

Further, the resource material provided does not address the question

»
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of how the social self emerges within the society. The developing
tropical world i< assumed to be an adult world. References arg made
to children as appendages to the adult world. Further, the sexual
emphasis is generally not upon female roles but upon the male roles
in the varioué areas of the tropical world.

Considering the various ways in which the child emerges into
adulthood in the developing tropical world is importént. If we follow
the work of Mead, a focus upon the everyday life world of the geé—
graphic stranger could be central to the Social Studies 8 unit under
considerat-ion.3 Thus, when the emergence of the child into the social
world is considered, utilizing Mead's framework will allow us to
extend our thoughts towards aﬁ understanding of some of the ways in
which the British Columbia Social Studies 8 unit may begin to develop
an approach which 1is different from the present scientific-technical
one. |

A summary of two central points which have been developed with
reference to the self and itszmérgence follows:

1) the self initially is constituted by an organization of the
others' attitudes with reference to himself; he will fully partici-

pate in these;
2

~2) at a second "stage" these individual relations assume for the

individual the full ofganization of the social at%itudes of the group;
that is, he is able to take the social attitudes of the group.

In interpreting the taking of therrole of the other as Mead does,

he introduces the concept of rationality in a way which is implicitly

different from that_represented by Newtonian physics, and hence, that
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uncovered in the British Columbia Social Studies 8 unit "Developing

Tropical World".

Rational Action

Essentially, a Newtonian view reflects a scientistic attitude
that the world can be totally explained. Mead states it‘thié way:

The scientist asks himself not whether the world will

be rational and law-abiding but whether this obser-

vation will be confirmed and whether experiment will

pronounce in favour of this hypothesis. (Mead, 1938: 30)
Mead's approach to rationality differs in that what is to be understood
is to be found in each new ‘and different soc1a1 experlence It is,
to use his phrase, the world that is there, the worLd‘that is viewed
through the lens of the viewer. Mead focused a part of his attention
on the work of Einstein as a way of\beginning to understand how the
knower, the student, or a curriculum resource writer creates his own
perspective. - - _
| Einstein was not concerned with théilarger obéervable world as
was Newton. Rather he was more concernedXWLiwﬂthe atomic world in
which the actions of the atom$ were, according to his theory, as
predictable as events in the larger observable world. But of central
interest for Mead was Einstein's concern with the role which the

scientist himself was playing in understanding the physical world

around him. To put it simply, he was concerned with the subJectlve

aspects of the scientist in the 51tuatxon which he was of
Mead describes Einstein's contribution in thenfollowlngﬁn A

On observation, it was found that Einstein was right.
The only facts that you have in this case are the

position of the light of the store in its relation to .
the rim of the sun. . By means of photography it can be



measured. All facts, the so-called "data" of any

subject, are nothing but certain experiences that

the observer has in their relation to each other. LR

(Mead, 19365 38)
Here the central concern for Mead became describing how relative
experiences become possible for man: the world for one becomes
relative one to another. Colour; for example; is relative to the
individuals who see it. But the conception he presents avoids total
relativism since for an individual to understand the meaning of colour,
he must implicitly recognize the relationship of the individual to the
social world. (Mead, 1936: 49-50) The conception of beauty, for
instance, does not exist within the consciousness of the individual
but rather throuéh the relationship of the individual to the world
(Mead, 1936: 414). |

A relationship between people requires that they be able to take
the perspecfive of the other as the social experi;nce.of ali Qho would
live within a broad social group. Taking the role of the other in a
limited way brings back the concept of rationality in terms of the
group. I cannot, for example, take the attitude of the others in an
organized group without acting in an organized way towards them. The
whole group must in turn be ac{{ng in an organized way and controlling
my actions if the game is to be won; at the same time I may act to
control the whole movement of the game. I interpret Mead as suggesting
that rationality involves the possibility of moving together, that is,
making sense thether of and in ongoing actions (Mead, 1934: 334).
_ Within this interpretation the term "possibility" becomes signiffcan;.

It reflects the social construction of sub-group culture (their common

frame of reference) and group culture. In a sense it reflects the
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tacit social agreemeqt, for instance, the "quality" of democracy, whicm
emerged during the Frenéh Revolution. Within the developing tropical
world this would reflect the basis of what it is like to live in that
culture. It would not, however, necessarily reflect the fringes of
beliefs that would belong to individual members of that particular
sub-culture or culture. -

The point that is made in the work of Einstein is that an accurate
determination. of events becomes no longer a possibélity. As one
progresses into the newer quahtdm méchanics, he begins to realize the
uncertainty with which events may occur in the subatomic world.
Physicists may no longer predict with certainty the events that occur;
indeed, the central concern becomes, "Did Iicrggte that pakticle?"4
This would suppggt the position that an individual's‘ideas'are con-
structed through the dialécfic of the society and individual.

For-Mead, the individual is not destined to act in a consensual
way with respect to the group; rather, he is seeking to understand
whether or not he will continue his action relative to the group in an
organized sense. His actions become a possibility with reference to
thé group. For example, if he is invqlved in a game; he constantly
adjusts his position with reference to the others: or if he has the
ball, he is in a position either to control others in the game or to
opt out of the game altogether.5 Rationality as it is reflected
through Mead, becomes a being able to enter into the perspective of
~the group and to take their attitude or Vice versa and, in turn, «to
make explicit sense of the actions of the moﬁént withih their context.

Rationality becomes reflected through the controlhof the group

over the individual and the control of the individual over the group

s
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(Mead, 1934: 334). But this does not mean, as 1 interpret it, that the
individual must co-operate with the group; Mead is not supporting a
consensual or static view of society. He, for example, states the

following:

He can approve or disapprove of himself in those terms.w
He stands on his own legs just in so far as he assumes
his own perspective, criticizes it, and reconstructs it.
Other people can put themselves in his place, as in the
novel and newspaper; and then the same reconstruction
can take place. (Mead, 1936: 415)

Mead is saying that the individyal or group may transform himself or
themselves in an understandable way only in so far as they are able to
“reflect critically upon his or their situation. In terms of students

¢

in the Grade 8 Social Studies unit "Developing Tropical World", they
. }

must be able to understand themselves and the social situations they

encounter. By this I mean that the individual must be able to com-

prehend the social and political influences which are impinging upon
\

his'Way of acting 1n‘£he world or the way in which the world is altered

by his acting. If we are to heed Mead, for the Social Studies 8 unit\
to make sense, it must permié a student to assume his own perspective
through the taking of the role of the other. If this does not occur,
then what is presented within the program is inauthentic; that is, the

meaning of the material is only meaningful within its own framework

of knowledge and does not reflect the possibilities which exist outside

of it.

Iy

Mead's view presents an active, not a passive, view of individuals
. - : ’ N -

in society. Rationality, for Mead, involveségh active view of society
where the actions become understandable to both the group and the

individual. If, for example, in the organized game a player makes a

175



176

conventional move, one that is "by the book", this becomes intel-
ligible to the other players. Also an unfamiliar move, the "acci-
dental" move, may also begin to make sense to the players very.quickly}
as play continues. It may, at first, catch them offguard, but th;;
will soon make sense of it as the game continues to unfold. There is
always the risk within this, howevef, that the individual will not be
understood, and will be pléced outside the game by the players. This
suggests that the player must begin to initiate a dialogue with the
others that will turn back the situation to them in a critical sense.
Such dialogue, as Mead has said, must be within the intellectual
grasp of the individual, and the ideas capable of being récoﬁstructed
within his own perspective, or as Schutz might suggest, within his
own frame of reference (Mead, 1936: 415). Thus a new component is
added to our understanding of the Grade 8 Social Studiés program:

the individual should be provided with the skills to judge the
méterial as it stands. For Mead, such an actgvity might mean provi:‘
ding students with the intellectual skills for judging fhe perspec-
tive of knowledge presented in the resource material for the unit
"Develop1ng Tr0p1ca1 WOrld‘f?“K reflectios, such as that portrayed "

by the example; J1s an 1mportan, aspect of the student S soc1al self.:

1
4

Reflection .
Within Mead's framework, action in order to be critical must be

rational and at the same time dellberat1ve that is, the actor must

have some intent in mind which he has thought about before commencing _'

the action. (Thinking, Mead suggests, is the dialogue between the e

and "Me" (Mead, 1934: 355)). Reflection is not possible unless the
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individual is able to take the role of the other or the generalized

other (Mead, 1934: 374). In its simplest form, reflection is in a
sense a defeat of thé aht ih progress; that is, the act ceases

and the individual, to use Dewey's phrase, "stops and thinks". For-
Mead, reflection does not appear within the individual's mind as a
"God-given" entity; rather it has its basis in the social acts upon
which the individual builds his experiences of the world. Mead

comments:

“, (It) involves two attitudes at least: one of indicating
/a novel feature of the object which gives use to cop-
flicting impulses (analysis); and the other of so
organizing the reaction towards the object, thus
perceived, that one indicates the reaction to himself
~as he might to another (representation). (Mead, 1934:
357) . -

“giHere I interpret him as distinguishing between those actions which
are habits, in the same sense that Schutz describes, and those

actions which are unfamiliar or novel. The situation, in other

-~

words, is brought to the individualis attention in a context which

-

focuses him in relation to the group. Responding to-an object 1s

very complex. This complexity may be reflected in the way that it

is a symbol which becomes more than itself.‘ For instance, a shovel

in the Grade 8 stﬁdent‘s persdnal hapitual context may be merely .
a garden object with little significance. But suppose the same

student looks at the shovel of an Indian peasant farmer. What does

he see? A shovel! but in a different habitual context. Howeéér;\ R
used in a skillful way students may come to realize Ehe signifi%ance

' N ! : '
oﬁrthe different context. A shovel to a poor Indian farmer is life

itself. Hic fami! s would starve without-it. What would become



178

significant here is the way in which teachers and.students defeat
the act and make it problematic.

The defeat of the act, as I have interpreted Mead, is a social
act; interrpptigns need not be simply animal reactions to the events
but rather thoughtful ones made significant by the importance of the:
symbols. Possible meanings of the shovel for the peasant may inter-
rupt the habitual meaning for the student. Such a reflective inter-
ruption makes possible the reconstruction of the consciousness of

' . i o
the individual from his point of view. But the depth of the recon- )
struction is dependent upon the extent to which we probe:

We exert a pressure, or at least initiate the response

of pressure, in lieu of the pressure of the object to

~ test-our plan of action, and this pressure of the
object has in it the element of effort; which gives
us the inside of our own organisms and provides the
_object with an inside. (Mead, 1938 188) ‘ \
Mead, as I interpret him, is saying that to provide a concept w1th
an "inside", that is, with an adequate framework for reconstructing
the original perspective, the object of thought must be fulf} realized-
within the act. This realization involves the construction of
hypothetical possibiliti®s which are a part of the reflective act:

The result of this is that the individual addresses

himself in the role of the distant objects and

ascribes to himself the same hypothetical content .

that he ascribes to the objects in his perspectxve,

in so far as he”is a perceptual object in the .

perspective - and it is only as such he enters

into the reflection. (Mead, 1938: 193) N
” .

Reflection, in other words, 'returns our thoughts to that which 1s

4
logically possible w1th1n the 51tuat10n the possxb111t1es of what
might happen. Mead takes a rigorous- approach to the testlng of the

possibilities:



This involves not the vague and uncontrolled presence of \
imagery of past contacts but a sort of experimental’
testing of the resistance which the object will afford
against the effort that the organism will expend.

(Mead, 1938: 194)

Thus understanding the uses to which a shovel may be put by the

Indian peasant may span economic-cultural conditions.
.
An example of what Mead has suggested might be reflected in the

following illustrations.. The sacred cows of India are often per-
Celved to be "useless", that is, in othér words, of no economic

value. Grade 8 students often hold such Béiiefs within the Social

Studies 8 unit "Developing Tropical WOrld".6 _But, while grounded

in everyday belief, it does not,nécessgrily reflect the actual

©

cultural uses of the animal. Harris has rigorously studied the cow
in India and has suggested the foliowing:

Incidentally, the preferred form of purchasing milk in the "
cities is to have thé cow brought t& the house ‘and milked ‘
; on the spot ... What,seems most incredible about these
arrangements is.that they have been interpreted as
wasteful, anti-economic Hindu practices, while in fact,
they reflect a degree of economizing that goes far .y -

beyond Western, "Protestant" standards of saving and o 4 be

husbandry. Cow love is perfectly compatible with a
merciless .determination to get the literal last drop
of milk out of the cow. (Harris, 1978: 20) , ¢

Othe} material may be provided from similar dr differﬁng points of
view. As the Grade 8 student works his way‘through the material, it
“should be’the réspongibility of both the curriculum guide and the
resourcé material to provide a framéwork to allow intelligent
'-ihterpretatibn of the material. Each probe,(@s Mead 3ug§e§ts, would
become a "sort of experimental testing". But such works stillrfemain
as a.distant object; that is, the findings and conclusions to which

thé_students arrive may only be hypothetical, since they will remain

S
T %
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beyond the manipulatory area or the world of actual experienee
(Mead, 1938: 121-122; 1045. This, I would suggest, underscores. the
need to search for the links between the students-l social world and
the developing tropical world. In the example cited above, Harris
has provided such a linktwhen he dtscusses the western‘%}ew‘of |
economizing, which provides the conceptual link between;the Indian's
view of the cow and the world of the Grade 8 student. The concept
moves from being a distant object into that of the monipulatorw.
‘sphere. | |

In the discussion of Mead's work, so far,.there hegins:to‘
emerge the distinction between that which is sbcia1;~i.e.;,sharegw

by others in the group, and that which is individual. Edearly,

Mead locates the reflective act within the biography of the indivi- |

dual (Mead 1934' 29). It is, therefore w1th1n the 1nd1v1dua1
experience that the understand1ng of a nqvel Bvent emerges But,at'
the same time it is retognlzed that the 1nd1v1dua1 experlence is

built up through the experiences which are in some sense Common to

us all. That is the social'conception‘which domfnates/the taktng‘-"

of the p051t10n of the other, to the full recognltlon/of the self

Mead reflects such emergence when he suggests /o

an experience of the object itself 4l Sl ‘
with the individual's experience, cOMEciousness on N

the one side.with unconsciousness on the othér N

(Mead, 1934 32)

/J
/

Thus Mead suggests that a further aspect of reffectlon is the dialectlc ‘

180

between the conscious and the unconscious; between what is known and - ROt

what is not. It is the uncovering of understanding or ways of ‘pro-

ceeding through the problematic situation which lies before the
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individual. Mead, as I interpret this, suggests that such an uncover-
ing of the unconscious could have far-reaching effects in terms of
the individual; indeed, the entire field or landscape of belief Tay

be altered. He says:

If the promised experience of action is not attained,

and action is inhibited by conflicting tendencies, a
reconstruction of the field may take place, in which )
new objects answering to-a different form of action ’
may Adrise. (Mead, 1938: 418) ‘

In our usu61\Way of proceeding,‘w@ are often unconscious of the way
in which we usually proceed. It }s the unconécious, the what-we-
know-of -but -are-unaware-of in our f?ail life that requires explora-
tion, if we are to find the reflective~link with the people of the
developing tropical world within the‘Grdae 8 Social Studies program.

In summary, reflection emerges through the present over against

N

a past; it becomes a dialectic between what is known in the now of

o

the individual and whatibfients him towards what might possibly be

N

in the future. It is through the reflective acts of the individual
that his own'social self is able to emerge. He experiences and

constructs his own biography. These experiences provide tﬁe basis
: - £
for the interpretation of the individual's social self; it is through

refléction that his self emerges. But it must at the same time be

renembered- that reflection invqlves abstraction. As Mead states:
Reflection involves the assumption of different attitudes
with the consequent different .perspectives that answer

to these different attitudes, but in reflection these
attitudes are present not in full perceptual form.

"(Mead, 1938: 182)
It is the way in which the abstractions reflect the possible forms
of thought, in the instance of the Grade 8 Social Studies unit

"Developing Tropical World", that would be important. Aqd, it would
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also be important to-understand how the abstractions which are
possible thought forms of individual studenti may be made concrete
within the resouPce material itself. Such material would provide
some of the lesson aids useq by the teacher to develop an understand—
ing of the developing tropigal worid. But by itseJﬁ’reflection‘only
constitutes a basis for possible action by the student in-the social
world, which in the final analysis would be viewed as significant.
Before we consider the nature of action within Mead's philosophy,
it is necessary to understand his approach\to the dialectic between

the individual and the society within which he livgs.

"1" and "Me" Dialectic

Mead, as was stated at the beginning of this chapter, developed
his philosophy from the locus of\society. His study of the concept
of reflection was aﬁ exploratﬁon of the emergence of the individual
within the broader social group. Within his early work; as reflected

In Mind, Society and Self, Mead introduced the concept of the "I"

“and "Me". Before we proceed with our study, we may reflect upon the

order _of our title. Perhaps in terms of the later emergence of the
"me" over the "I", it wduld be useful to reverse‘the order of this
subtitle.

> William James used the "I" and "Me" dialectic through much of
his early work. I am not, however, suggesting that Mead's interpre-
tation parallels James (James, 1890: 255; 291-305). As Miller points
oﬁt, for instance, Mead's conception of self (which may be considered

?s the essential embodiment of the "I" and "Me") makes no provision.

for a religious experience which cannot be accounted for in a social
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sense7 (Miller, 1973). This would, perhaps, help to account for the
materialist interest in Mead's philosophy which has emerged. I wish
to begin this discussion by pointing out that the "I and "Me" dial-
ectic within his philosophy éttempts to conceptualize the relation-
ship between reflection in the individual and his way bf acting in
society.

Mead's use of the organized game again provides a useful example
for our understanding. If the players~cannof understand the action
of an individual, then they would come to view him as not being able
to participate. For Mead the problem became how this may be under-
stood and it would be a fair interpretation of his work to add "if
at all". This addendum is addressed by Mead himself in various ways.
He seems to indicate that although the "I1" and "Me" may be separated
for purposes of discussion, they cannot in reality be separated
within the self and cannot be separated experientially from the

'\'/ ) .
others in the group (Mead, 1934: 41; 193ff).

Mead viewed the 1/Me construct in the following way:

The 1 ... is something that is, so to speak, responding

to the social situation which is within the experience

of the individual. [t is the answer which the

individual makes to the attitude which others take

toward him when he assumes an attitude towards them.

(Mead, 1934: 177)

The taking of all of those organized sets of attitudes

gives hirFhis "me"; that is the self he is aware of.

(Mead, 1934: 175)

It is his concern for the origin of the self within the social com-
z
munity that Mead explicates (Mead, 1934:; 173). He sees the self as

being called out to experience other selves. The chiild will not only

be aware of the resistance of his own body but also the resistanqe of

Al
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others he will encounter. If 1s also important to consider Zn1at
the self does not encounter the social‘experience of others as
perspectival, that is, an encounter with many different perspec-

tives, but rather as a common social perspective. .

/

The implication here is that the individual reflection, I, is
a reflection upon the social consciousness which transforms 1t to

self-consciousness (Mead, 1959: 85; Natanson, 1956: 186). For Mead,

consciousness may be viewed iﬁﬂtwo Ways:

a) It is used in the sense of awareness, a consciousness
of,

b) It is also used as constituting 3 certain context
(staff) which attaches to the cxperience of the
individual. = (Mead, 1938: 73}

An individual cannot becorfe aware without engaging in the process of
reflection, which in the terms which he suggests must be "conscious-
ness of" something.

Mead, early in Mind, Society and Self, addresses the question of

cons@iousness and reflection as being a common sense, everyday life
vorld type of understanding. In our everyday lives, he suggests,

we uéually distinguish between those events which are separate from
ourselves and those that are going on in the world around us (Meéd{
1934: 112). It would be up to the individual's sense of relevance
which he sees in each event as to whether or not he commits himself

to further exploration. But, of course,‘sometimes the‘relevance of
éwents is imposed upon the individuai: wars, accidents, loss of job
are all externally imposed relevances with which an individual must \

€eal af an intellectual level. And we must remind ourselves that

schooling such as that associated with the unit "Developing Tropical
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World" must also be cdnsidered. A student, being within the con-
fines of thé\Grade 8 cfass, must determine what is relevant for him,
but we must also be clear that he must in some wéy,pass the cou}ge. )
Thus the individual in an intellectual setting will be continually\ '
involveq in judging what is relevant to him énd what is not, in
terms of those conscious acts which impinge upon him.

W | -

... By setting up a parallelism between the things

around.him and his experience, he picks out those

characters of the thing which will enable him to

control the experience. His experience is that of

keeping himself seeing things which help him, and

consequently he picks out the objects those

characters which will express themselves in that

sort of experience ... (Mead, 1934: 113)
Thus the individual becomes "conscious of" some aspect of a situation.

Such a position within Mead suggests that an individual's
~ .consciousness of the social surroundings is based upon what he

socially knows. Thus the history, myths, etc., of the nation become
embedded in his consciousness and he functions comfortably within\
these beliefs. Mead suggests this in part when he writes:
o1 -

Consciousness becomes our experience of things not as

they are but as they impress us from a distance which

can never be overcome except in imagination. (Mead,

1938: 14) , ‘ . : ’
The individual carries these beliefs with him and functions comfort-
ably within them under normal circumstances. Through his concept of
"conscious of", however, Mead, as 1 interpret him, suggests that such
beliefs (kn0w1edge) are nothing more than that. These ways of knowing
obscure the individual's deeper understanding of his own way of being
human with other members of humanity. The logic-in-use or path find-
ing, therefore, within a culture becomes significant; i.e., to

become "conscious of" the history, myths, etc., and to transcend
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them requires an intellectuél challenge. Speaking of the "conscious-
ness of”‘speaks di%ectly to the social sense of "the experience.
‘Under mbst‘circumgjahces, Mead suggests, the "I" is indeed maintained
over against the "Me". Before I consider this latter statement

v -
further, I wish to discuss one means through which the what is known,

the “consciousness of" the individual may be broadened.8

Mead explores this when he speaks of the resistance objects

S .

exert upon the indiv%ﬂué%.v.The individual‘g social experience may
be called out 5& a hgrticular object. Mead's description here
parallgls the later work of the Dutch‘phenomenologist, van den Berg,
.whb reminds us of Conteau, who,%apon returning to the hbuse of - his
childhood was unable to capture fully the essence of it. It‘@as not
until he turned to the stone wall which surrounded the house that
he became able to focus his aftention upon .the past. At first, he
was not able to recall his childhood in terms of it and it was not
until he remembered that he was smaller when he ran his finger over
the wall at the height he was then, that fhe memories came flooding

9 Van den Berg, like

forth. The memofies were contained in the Wall.
Mead, does not mean this literally but rather that a relational
component between the wall and the self was required to bring forth
the meaning. The resistance which the wall called out could only
be overcome in terms of the meaning. Mead described his position
in this way:
. A

The way in which we are going to respond is fouﬁgﬁthgre,

and in the possible connections there must be connections

of past experiences with present responses in order that

they may be thought. (Mead, 1934: 115) :

Thus the link in expanding” the horizonal aspect of experience is a

186
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subtle -one.

i

Mead, in exploring the "1, reminds us again and again that the

!
link bétween our present reality and our own selves is significant.
If a student in the Grade é\ggi:alﬁStudies‘unit "Developing Tropical
World" cannot begin fo make the‘ﬁﬂ%k,'and intellectually expand his
~own "consciousness of", then the import of the course will, according
to Mead, rémain at the level of belief. But within this context Méad
indicates the :ignificance of these beliefs, and their importance for
understénding the developing tropical world. Mead's positioh is
clearly revealed in the following passage:

The sense of national prestige is an expressfon

of that self respect which we tend to preserve

in the maintenance of superiority over other

people. (Mead, 1934: 284-285) ;
He suggests heré’that the distinction between the "I" and "Me" dis-
olves wheqwnational prestige becomes important. The Japanese have

an expression, "ICHI BAN" or number one. To them, to be economi-
cally number one becomes important. But of interest here is that in

Chapter 2 the concept of dévelopment as it was identified in the
Bfitish Columbia Social Studies 8 unit _"Developing Trobicaligorld"
reflects an attitude of Western Superiority. ”
What the dissolution of the "I" into the "Me" covers over is
the feeling that we belong to a breater humanity, or as Mead suggests,
a universe of man. It is the universe of man which the "conscious-
ness of" fhe world might be c]aimedlto cover over; that is; the . & ..
‘unconscious awareness that we belong to the universe of man. &ead
here is suggesting that this attitude must be transcendcd. But, of

course, underlying is this question: Will it be possible to move
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beyond this limitation?
Mead cites an example which is relevant to the unit under
discussion. His reference is to trade unions in England in the

early nineteenth century. : :
et . ~ &
The labour movement reached all the wdy down into
English society. It was a movement which got its
expression in indusgrial strife, and that industrial
strife got its expression in Parliament. As a result,
the development of English democracy throughout the
nineteenth century had been what is so evident today,
a national movement ... (it carried with it) a
philosophy which was capable of a single statement;

it was one that could find its place among the trade
unions themselves, one that could get its expression
in the movement toward free trade, in the demand for
cheap bread, and the demand for internationalism by
way of free trade. It was a movement that was con-
nected with the political and philosophical thought
of the community itself, reachipg beyond England to .
other communities. (Mead, 1936: 424)

The exploratioh of its own economic beliefs, we might add, became é?
manifest in a policy of imperialism, which in the developing tropical
world often carried with it the belief in racial superiority.

| At this point the "I" and "Me" have been shown to dissolve
within the self in terms of national consciousness. While it is
developed only as a single case within Mead's work, it is never-
theless significant in terms of our understanding of how his work

{

may be used to interpret the British Columbia Social Studies unit
"Developing Tropical wgild“i In raising this point as well, we

" - ﬁi“ . - '(.
encounter a termination of the dialectic between the individual and

society at the mundane level.’ But as Mead indicateg, it is only o
when the universal humanity of man is recognizedﬁthat the dialectic
is returned. Thus, too, we may argue, does the individual's own u,

experience become significant once again since such recognition is
. Y . % 3

™~
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capaBle of dissolving the narrow, fational interésts.

- Natanson correctly points oﬁf‘the methodological‘distinctiongg
between the "I" and "Me" used‘%y Mead (Natanson, 1956: 17-18). But
[ feel, in that it led to what I tould see as his significant under-
standing of national feeling, that Mead radically altered his initial
premiées regarding the "I" and "Me". Since in the national expression,
which is a situational setting, the "I" is capable of. losing its
identity, it was to become a mere possibi}dgxi\Fhat is, individual
experience was capable of being subverted. Thu;.the-"l” or indiv&dual
experienée was viewed by Mgad~as gerng very unstable without the
rigors of intellectual reflection which would constantly renew the
~"I" through its ability to take the role of the other. At this point
in the Aiscussion, [ would 1iké téﬁlurn to Mead's concept of communi -

cation and its relationship to the transcendence of nationalistic

feeling.

-«

.
Communication

Mead has defined communication in various ways throughout his
works. At orie point, for instance, he describes communication in

terms of reason:

Reason is the reference to the relation of things by
means of symbols ... A system of these symbols is
what is called a language ... It always involves,
even when language makes thought possible, a co-
operative social process. \(Mead, 1938: 518)

At another point he describes it in terms of meaning:

When we direct a person to go to a distant place and

there do certain things, the meaning of the words

which we use is dominantly logical; i.e., while the

complex activity is present in the individual with ,
its organization is what occupies attention, and the R

fitness of the stimuli for their function is left to
1Y

.
ad
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the whole organization of the act within the
individual. (Mead, 1938: 547)

Communication as I shall use it always implies

the conveyance of.meaning; and this involves

the arousal in-one of the attitude of the othery

and his response to these responses. (Mead, 1932: 83) ;

——

Cammunieativg aé?ﬁ in Mead's sense are ongoihg and form the basis of
the relationship between %he individual and the social group (Mead,
L934: 228). As such it woukd follow that it is the language (and
indeed both s%gps and symbols) which permits the humannéss of the
individual to eqerée, <5
For Mead communication involves a dynamic part of human-social
interaction; that i% to say thaf.whilé the physiologdcal(%ases,
(f//;ocal chords, larynx, etc., are essential for - rrying on co;ver—
\\vsation, it is the ability of ‘humans to take the role of thé other
’!that in the end is the basig of communication. The communicative
relationship is thus established intersubjectively from the outset
rather than in terms of the subjective beginniné. Speech, as 1
interpret Mead, permits an intervention in terms of the actual
completion (consummation) of the act; that is, it permits an indivi-
dualrto stop short a particular ending to his act agﬁ\symbolically
carry it through. Asksuch I might Fuggest communicative lanauage
permits the fundamentgi tensioﬁ“bet@een humgl., beings ih social
relationships to emerge. Here the breaking up of the act may become
more significant. In this regard Mead writes:
The arousing of the ‘attitude which would lead to
the same sort of action as that which is called
out 1n the other individual makes possible the

process of ana1y51s, the breaking up of the act
itself.- (Mead, 1934: 242)

Ny



Thus it is the stimulation of the communicative act which has %he
potential to begin the reflective act. ‘If, for examp}e, a student

studyipg within th§ unit ”Developiné Tropical World" is listening to
a distdssion on the blacks of South Africa, there is the potential -
power within the codversgtioh to halt the ongoing\action and have
“him reflect upon what has\been said. ’

A€ tge same time the éénversation is carrying with it the rules

A -
for understanding the particularvsituation. The British Columbia

Social Studies 8 Curriculum Guide, for example, contains ‘the ground

] ] : ) - .
rules for th the teacher should view the curriculum. Materials

°

used in the classroom reflect the basic rules for describing the
developing tropical world to the student:

India's population increase in sixteen years was 144
million more than Seven times the population of Canada.
. India is tackling this problem in two ways. The first
K is by encouraging the ordinary Ir = to 'imit th-
size of his family. The second is uy educating
farmers to produce more efficiently so that the

7 - yield of the land will increase, and by developing

industries, such as the manufacture of fertilizers
and the steel industry, so-that many other things
may be made, like trucks, tractors and farm implemen
Thus India's prohlem is both an economic and an
educational one. (Carswell, "9R2- A7) :

Evfdent in this passage are basic rules of techn{cally approaching
and solving India's deVelopment problems. That the people of India
have easy solutions to their problems is compounded by the fact that
"they are breeding rapidly in compariéqﬁ'to &%ﬁ; that is, there is
the feeling that Canadiaqs areV§omehow superior. The rules of the
sitﬁation are carried by the communicative acts; they are socialfy
derived. |

McCarthy makes this same point in his interpretatidn of Mead
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when he suggests: ¢

The underlying system of rolgs is no longer attributed *
to individual subjectg, they account rather for
generation of intersubjective relations in which
subjects are formed. (McCarthy, 1979: 162)

‘et

The individual becomes competent only 1n carrying on social communi-

4

‘cations to the extent to which he i§*éble5to demystify the situation
as he‘sees it bqﬁpre him;‘ Mead suggests that thislis a social
reaction; it is a situation in which he must be able to influence not
only the others who are around him bqt also hiﬁself (Mead, 1934:'243).

Influencing others around him suggests that he be able to
clarify the communicative intents which he enters into; he must, inm
other words, pe able to do more thqn'passively acduiescé to the
situation in whfch he finds himself. An individual would, then,
‘involvé himself in a Situation, in our Grade 8 Sbcié% Studies setting,
only tu the extent that the language is able to motivéte or stimﬁlate
his own interest. ) ’

The nen-passive role of the individuallin the sdcial setting .
is important within Mead's work, for not only ‘does it hefp in charac-
"terizing the type of communication which will'pass between individuals,
but also in addition he concerns himself w1th§the means by which
SOClaI control operates w1th1n the social settlng in the form of
self criticism. Mead states this as,follows:

And thysxPt is that social control, as ;berating

in terms of self-=criticism, exerts itself so

intimately and extensively over individual

_ behaviour or conduct, serving to integrate the-
individual and his actions with reference to
the organized social processes of experience

and behaviour in which he is 1mp11cated
(Mead, 1934: 255)

I
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Self—éonéciqusness,.an active phase of reflectipn,‘involves self-iw
criticism, an understanding of ;he'social situation .in termg of the
individual's pwn experience. Thus not orly are the fuies of the
-social situation givén‘to the‘individual as th standards 6% group

action, Qut also at the same time the individual is open to the

18

possibility of being self-critical of the hyths, beliefs," "~ and

[

other life world expectations which are placed upon hip. As I inter-

O

pret Mead, self-criticism within the individual and his understanding. |

of the social-historical setting are important. !

. individual behaviour or conduct operating by -
virtue of the social origin.and basis of such
©, criticism. (Mead, 1934: 255) vy .

The individual, through the social setting, is{placed in a situation

where he must begin to understand the ground structure of his g%r;' -
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ticular action. Hence a student involved in a Grade 8 Social Studies

class studying the developing tropical world has available to her

the possibility of taking on the responsibility of her own self-

$

criticism. That is, if she is to understand the basis of hér own

actions with reference to the developing tropical wbrld she must -

have the possibility of realizing to the fullest extent her own role

k]
o

as self-critic. : ' . e

It is at this point that emergence plays a centralrrole in Mead's

work,‘fdf without it the}possibility of self-criticism would have,;‘
to be abandoned since it is,bésed upon the possibility éf the sQCialL
historicai,consciousness. _Every new event contains the possibilitie§
of both past and‘pfesent, é} as Me d_des it, "the old system" aﬁd the’

"new" (Mead; 1932: 49). urder such a circumstance both must be

<
n
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understood at the same time; as such the past and present would. come
into an immediate relationship. It is implied that the system is in

constant flux and that changes within it alwags carry the old, or at

least something of its character. Thus, a student considering M

dﬁ
Al o
e
s

developing tropical world would become involved in the history of the

©ld imperialist system which appeared in, say, Africa, andin the
_ independence movements yhich emerged to take its place; It is the
language which carries us forward, and through it, the transfor-
mations of the "old" into the "new" occurs.

Such transformations revéél themselves in our being able to take
the role of the other. For example, transformation occurs when an
individual in a train takes the role oF one on a railway platform;
in taking such a role he is in two systems at once. But Mead points
oyt how very complicated thig™simple act 1s and how 12\15 very
difficult, in fact impossible, to set up common structhres between
the two systems. The problem, he states, becomes a significant:
metaphysical one:

The metaphysical question is, can a thing with

changing spatio-temporal and energy dimensions

be the same thing with DIFFERENT dimensions

when we have seemingly only-these dimensions

by which to define the thing? (Mead, 1934: 79)

Within this we muét come to recognize that in passage there would be
a change in the structure of the‘things; that because of the passage
of objects they may come 1o 6ccupy djfferent systems. It should then
be recognized that within this there is a system of transformation,

which allows us to move from one system to another and to occupy and

identify the same objects in each; further it must also be recognized

that the systems do not have to be complementary but indeed may be

>



mutua}ly exclusive. What they share is their proximity in terms of -
én event which ties the two together (Mead, 1938: 541). The means
Dy which these are brought Qnder control of the individual is through
the use of symbols and the way in which meaning is imparted within
the symbols. Thus there must be a meané through which the trans-
formation occurs. This I would suggest lies within the horizonal
component of the systems as they are found within the individual. It
Is clear within Mead's work that the individual must be aware that
he has taken the role of the other; in othér words, the transformation
is part of the reflective act (Mead, 1934: 78; 1936: 168).
Communication witp other human beings brings with it thé capacity
to call forth the other to bring him along, as it were, into another
system. The question that is before us is how Mead would envision a
Grade 8 Social Studies student transcending his own national feelings
while studying the developing tropical world. Mead may suggest an
answer something along the lines which follow:

We are getling.to realize more and more the whole
society to which we belong because the social
organization 1s such that it brings out the
response .of the other person to our own act not
only in the other person but also in ourselves.
Kipling says, "Rast is East, and West is West,

and never the twain shall meet", but they are
meeting. The assumption has been that the

response of the East to the West, and of the

West to the East are not comprehensible to each
other. But, in fact, we find that we are awakening,
that we are beginning to interchange roles. A
process of organization is going on underneath our
conscious experience, and the more this organization
is carried out the closer we are brought together.
The more we do call out in ourselves the response
which our gestures call out in the other, the more
we understand him. (Mead, 1934: 271)
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JThus Mead suggests again that we must fully understand ourselves and

our own social situation; he is saying, as I interprét nim, that as
long as the unit "Developing Tropical World" views thg people as
"mystlcab” and strange and does not challenge the student to become
self- crlﬁqcal of his own situation, then the "strangers" never will
meet. The study of the people on the earth, in other words, must be
taken as a study of the reflexive self even at a Grade 8 level: it
becomes a search for meaning. There is a second point which is made
in the Mead statement above: students know of the broader attempts
to unite the world ~' ~n organizational level. This suggests that
Mead is pointing out how important courses like the Grade 8 Social
Studies unit ”Developing Tropical World" can become in creating a
world, as opposed to parochiai, view. But again he is not content
that we be passive:

One who can assist any individual who he finds suffering

may extend that unlversallty far beyond man, and put it

Into the form of allowing no suffering to any sensuous

being. The attitude is one which we take toward any

other form that actually does, or conceivably may,

appeal to us when we can convey immediate satisfaction

by our own acts. (Mead, 1934: 289)
Understanding the social conditions of the developing tropical world
may be reflected through local social action projects as simple as
helping a senior citizen with shoppinguv There must however be a
basig for such communication and action: it is not enough to impose

e \

one's own will on the situation. Thus for the student the coming
together of the senior citizen and himself must be open and honest.

Such lessons may be reflected through, for example, the imperialist

traditions of the Western approach to the developing tropical erld.



Underlying the examples cited above is the actual interpretation

of the various symbols or communications associated with the situations.

As 1 have interpreted Mead, the clarity with which Grade 8 studenfs
would understand the situations is dependent upon how self-critical
they are with respect to their own social world. The unit, according
to the interpretation, would have to re—gognize the importance of
understanding the possibilities which lie behind various communi-

cative acts.

Time and Space

Implicitly students recognize that they live in time and §pace.
It is this taken—for-granted’aspect of time and space that provides
us with an exampke of the self-critical task of the individual. Time
and space a?@\gxperienced by each of us in our everyday lives; but
how each of ughexperiences these is the problem whfch Mead raisedd
within his work. He has taken the position that thé time-space
relation between two events is absolute; the only variance is the
perspective of the two events (Mead; 1936: 289). The point may be
made by a simple illustration. If I am watching an object in outer
space disappear I may have the impression that it is travelling away
from me faster than I myself am moving. But according to Einstein's
relativity theory, such cannot be the case since light travels at a
constant velocity. What makes sense from the perspective of the
observer cannot, in fact, be so. The conflict, of course, is that
the individual does see the event from his own perspective.

Mead discusses time as follows:
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Time is, then, the experiences of inhabited action

in which the goal is present as achieved through

the individual assuming the attitude of contact

response, and thus leaving the events that should

elapse between the beginning and the end of the act

present only in their abstracted character are

passing. In the presence of an indefinite number

of such physical objects in the surrounding field,

the relation of these events to any one act is

blurred intq a general succession of events abstracted

from any one series. (Mead, 1938: 232)

Mead,«in explicating his concept of "time in this way is discussing

the mechanism through  which the individual constructs his sense of
time; that is, the individual must have the contact attitude. . Such

an instance of time would apply to the physicist attempting to under-
stand the space-time continuum as well a% to the man on the street.
Time, and the space-time-relation, exists solely within the experience
of the individual. "The theory of relativity was useful to Mead for
describing the different ways in which we may experience space-time
within the experience itself (Mead, 1938: 233).

If, for example, I observe a particular event, I inhibit the
action by assuming the attitude of myself involved im the event. In
assuming this attitude I enjoin the motion of the event relative to
my own position; that is, the contact within the experience acts as a
resistance within the space-time continuum and in essence transforms
.the experience into the form in which I will ultimately, given my own
particular motives and interests in the situation, understand the
event. FEach act, in essence, is made up of a series of events or
episodes which are interpreted in terms of the biography of the
individual; but in each of these the actual event, as viewed by the

individual, is only a part of the total landscape against which it is

occurring. Mead writes:
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The problem must happen to an individual, it can

have no other locus than in his biography, but

the terms in which he defines it and seeks its

solution must be universal, that is, have common

import. (Mead, 1938: 59)

An act itself is broken up into succeésive events and related to the
whole in order for the individual to make sense of them. In this way
Mead was directed towards Bergson's concept of time. For Bergson

each separate event is related to the total field in which it occurs.
If, for instance, I hear a tune, I do not hear a single note at a

time but'rather‘l hear it as a whole or a gestalt (Bergson, 1910).
Events do not occur solely in some abstracted time, but in time-
space. Thus when an individual reflects or directs his attention
towards himself, time and space become intertwined; they may Qot be
understood as being isolated one from the other.

Mead develops his concept of time-space more in line with
Einstein perhaps ﬁhan Bergson, although ultimately his end is différent
from either. Cons}ger, for a moment, the example cited earlier of a
passenger on a train looking at another man standing upon a platform. J
In a senseathis provides us with a frame of reference through whiéh
we hold particular events while we wait for the rest to unfold; a
scene of a village in'Bangladesh may look beautiful in its setting,
but if it happens that we know that hundreds of people are starving
to death there, we may ShSpend what we know until further notice. In
this way it is clear that timeQSpace are only actually present to the
individual to the extent to which they.are recognized as being there

" from his perspective. Here, thoug?, when motion is dissolved, so the

sense of relativity disappears (Mead, 1938: 239). Thus it is the

experiential sense which is left and it is the articulétion of this

%



within the self that leads to the universal.

In terms of theé Grade 8 Social Studies progfam "Developing
Tropical Qorld“, the individual's experieﬁtial sense of time reflected
through the understanding of time has a bearing. A\question may be

raised with students as to why some partsfpf the world have no ackrnfow-

ledged time concept like our mechanistic time. But while Mead develops
e \A -

time in terms of the individual, clearly the import of his concept
is directed towatds the breakdown of the national SDiFit. Space, and
its understandihg from the perspective of the individual was also
addressed by Mead. He indigates the follewing with respect to this:
If we translate the problem from the form in the
immediate experience in which it has been stated
into that of conceptual space abstracting from
the experience of vision, we have sets of ‘events
which are occupied by physical particles. These

events must be recognized as extended in time as
well as in space. (Mead, 1938: 240)

&
I see a bird in the sky and focus upon him as he is; I am conscious

of his mgvement through space. In essence, from within_my perspec-
tive, I suspend time, even though upon reflection of the event I may
become aware that some time has passed. E{perience thus allows
individuals fo abstract time and space but‘in actuality both must be
viewed as part of a(gpace-time continuum. Thus time “"becomes" but
it is not trapped within the emergent events which surround it.
Emergence is the sense of the event which flows from the parti-
cular‘moment inﬂwhich it exists. - It cannot merely happen; there is a
history, a landscape, againsy which what is new becomes. The impor-

tance of the pastgjaﬁg‘bé?filular emergent event may be considered:

The past is always necessary, but the past which is
there is not necessary; i.e., is dependent upon the
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future which determines the present and its

interpretation. (Mead, 1938: 616)
The importance of,ihe emergent event is only important in respect to
the events which are seen to be important from the present perspec-
tive. A past i1s always interpreted in terms of its present, from
the point of view of an individual intérpreter. A

A 4

Emergence involves two different but related time systems, éhch
of which may be viewed as being g%ounded in the past and present:

It is the task of the philosophy of today to bring

into congruence with .each other this universality of -

determination which is the text of modern science,

and the emergence of the novel which belongs not only

to the experience of human social organisms, but is

found also in a nature which science and the philosophy

that has followed it have separated from human natures.

The difficulty that immediately presents itself is

that the emergent has no sooner appeared than we set

about rationalizing it, that is we undertake to show

that it, or at least the conditions that determine

1ts appearance, can be found in the past that lay

behind it. (Mead, 1932: 14)
Of importance here is Mead's insistence that the individual's experi-
ence of time-space be included as a part of the social experience of
time-space; one informs the other and cannot be separated. Thus a
study of the developing tropical world should be concerned with the
experiéhtial sense of space-time, as well as the social sense.

Students within the program may find it useful to consider both -
their own logic-in-use as it refers to space-time and as well the
logic-in-use of the people of the developing tropical wofld. But of
significance here is Mead's conception of the social past. The
concern which emerges is which aspects of the individual's experience
of time-space are uniquely his own and which arise in the social view

of time-space. Analytically, both could be said to eXist; that is,
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for purposes of undsrstanding space; time and space-time, the various

components may exist separately. But is it poséible for them to -

exist within a philosophical position gide-by-side? Mead has suggested |

already that under two circumstances the individual experience dis-

solves into the @ollective experience. At the same time, however,

he adds that while it 1is imp%ftant to break down social-extremes, it

is also important to sever the individual experience from his social

surroundings. Thus the purely social experience, the group super}

iority of one over another, 1is viewed by Mead as a breakdown in social

| relations, .where it is possible for the individual to lose control

of himself. ©
Mead underlines the need for personal relations when he states:
But as a rulekit can be said that our various democratic
organizations of society still are dependent upon ,
personal relations for the operation of the community, N
and especially for the operation of the government.
(Mead, 1934: 314)

He walks this careful "line" between the individual experience and

the social. The time—spase example illustrated this "line" or dis-

tinction. 7
For Mead, however, the significance of the individual within

the group cannot be easily discounted. The individual within the

social relationship contains the potential for altering the actions,

of the group; that is, the individual is able to understand fully

his own social situation, and act to alter that situation.

Theg@ggial Act

An individual must act within the social setting or society.

Mead has, in Mind, Society and Self, characterized soclety as follows:

<
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The "social" aspect of human society - which is simply

the social aspect of the selves of all individual .
members taken collectively - with its concomitant

feelings on the parts of all these individuals for

co-operation and social interdependence, is the basis

for the development and existence of ethical ideals

in that society ... (Mead, 1934: 321) i

Socially collected individuals do not, however, adequafely bridge
the problem of experience and soéiety. Towards this end he later
began to use the concept of sociality to bridge this gap (Natanson,
1953: 18). ‘Sociality bridges the old and the new; it bridges what
lﬁas happened and carries it through into what'is jdgt emerging:

As we have seen, in the passage from the past |

into the future the present object is both the

old and the new, and this holds for its relations

with all other members of the system to which it

belongs. (Mead, 1932: 51)
Students involved in searching for understanding of the situation A
and people of.the developing tropical worlﬁ are thus bound to under-
stand the Views of what has been, the did, and that which is emerging,
the new. There are two aspects to this:

A) the subjective understanding; that which presents itself, the
appearanpe,'and the objectiye reality, that which is there; and

B) the systematic character of the new whiéh is built upon the
- old.  (Mead, 1932: 51-52)
Each aspect of sociality involves a relationshiﬁ betWeén what was
and what is emerging in the locus of the bresent. It is here that
the concept of iransformation plays a critical role in Mead's philo-
sdphy for it carries with it the resistance of the old system. If

the resistance encountered by the individual is sufficient, then the

potential revolutionary character is an inclusive class which carries
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with 1t the old system. The transformatibnal Structures must be
;ufficiently strong that the individual does not lose-his ability N
to take the role of the other; if such were to occur the result would
be a fictional creation, which when challenged by gpg other may
potentially have no basis or substance in the social world. Within
this context there must be a constant readjustment of the distance
experience and the contact experience.

Within Mead's concept of sociality the‘significance of the ﬁé
Grade 8 student understanding his own social world becomes clearer.
The curriculum unit, "Developing Trépical World", offers, as prev-

ce

1ously suggested, the possibility for the student to experi
something of.geographic foreigners. But the expérience 1§ offered
solely within Mead's concept of the distance experience;
fiction, a rénge of possibilities that this or that ma
The possibilities are not limitléss, though, since they are pres-
cribed by the course's resource materials. The only way the distance
experience, according to my interpre@ation of Mead, could become
contéct experience 1is if the contact and distance experiences.are
grounded in an understanding of the student's own social life. The
transformations contained within the concepts of sociality thus
reveal something of the relationship between a student's possible
national feelings and the transcendent bond between himself and his
fellow-man. Further, the different perspectives which may be taken
within the distance experience would encouraggza fuller.understanding
of the landscape through which the student begins to understand him-

self and others. The student's consciousness may thus emerge with a

fuller und;;§¢anding of the meanings and values which inform his
U
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actions in the world (Mead, 1932: 66-67).
- Within the concept of sociality Mead attempts to explore the

relationship between the individual student and the social world.
The actions of the person in altering the old structures are centered
around his own self-criticism and his ability to communicate his
perspective. Thus while feelings of “Superiority of one's group | k\\\
over another may be present in a collective form, its re-interpretation
is dependent not upon the c@llective but upon the individual experi- v
ence. Mead maintains that individual's experiénce is a necessary
adjunct to self and ultimately to social criticism. Mead expresses
this as follows:

Since society has endowed us with self-consciousness,

we can enter personally into the largest understandings

which the intercourse of rational selves extends before

us. And because we can live with ourselves as well as

with others we can criticize ourselves, and make our

own values in which we are -involved through those

undertakings in which the community of all rational

beings is-engaged: (Mead, 1932: 90) '
What are the motivational aspects of self-criticism? How does Mead
view self-criticism as ultimately altering the social Situation of

Sgudents?

Motives
Mead discusses in a number of placés the concept of role. 1

have previously discussed the concept, for éxample, in the earlier

-

part of this chapter with referencé to games. O0f roles Mead has

indicated the following: "What the assumption of the different

M

<

attitudes mdkes pdssible is the analysis of the object".. The criti-

cal word here is the notion of attitude; i.e., the taking of the

-

role of the other requires different attitudes or perspectives on ¢
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the situation. In the role of "student" a Grade 8 involved in the
Bgitish Cblumbia Social Studies unit "Developing Tropical World"
will be expected-to take the attitude of mahy others. In particular
the course, in suggesting that the students are to understaﬁd some-
thing of this area of the WOrld, prescribes that students shall take
the role of the ather, mainly, the geographic stranger.z:But such a
role-taking suggests that tﬁe motivé for taking such an attitude
should be present for the student. Mead begins to discuss the

relationship between role, attitude and motive in Fhe following

statement:

It is true that memory images of past expenditure

of effort upon it or like objects may arise, but

these images will be the efforts expendéd aroused

by the stimulation of what we call the resistance

of the object.- They do not of themselves carry

with them the location of the resistance in the

object, nor is this location of the resistance

- ‘given in the definition of the boundaries of
- the objects through sight and touch. What has

taken place is the "feelings one's self into

the object". (Mead, 1938: 310)
"Feelings one's self into the object" suggests that there is an
active relationship between the attitude (self-consciousness) and
the motives in the situation as defined by the role which is assumed.
The object within the situation is thus defined in terms of its
horizon; how far the object is probed is dependent ubon the reasons
for continuing to search for "answers". The reasons would be situ-
ationally definéd. A particular situation does not simply appear
for the $hdividual, rather it is related to both the environment and
the individual's ability to select from it. In a social situation it

would involve a reciprocity of motives, as assuqu through the taking
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of the attitude of the other. Thus motives are not isolated within

.the individual but rather comﬁlexities.of motives are a result of

social action, M

Motives involve the reflection Qf the "individual. .He must
uﬁderstand the possible meanings which are in the situation which
lies before him. These would include the meaningé from past situ- °
ations which are presentea to him. Sense making, as described by
Mead, is closely involved with motives,vand as well, languagef

Réason is the reference to the relétions of things by

means of symbols. When we are able to indicate these

, relations by means of these symbols, we get control of-

them and can isolate the universal characters of

things, and the symbols become significant.

(Mead, 1938: 518) '

Motives, as I interpret Mead, h§ve their origin in the past of the
'situation presently expérience&: Reason is not constructed }n the
instance; cases and examples ﬁay be cited, and with them the motives
for Carryihg out particular‘ac%ibns. Language or communicafion con-
veys these motives into the preSeht. The question that'arises is

to what extent the individual is willing to prove the past iﬁ\brder
to undérstand»the motives which are a part of‘his présent actiOn.

If, for example, the motive is Simply accepted, then there will be
no further action on his part. Bﬁt if the motive is questioned, the 
takeh-for—granted reéson for acting in a certain manner becomes
problematié. Questions about parficular éctions relate,more to the"
individual than to the social situation.. It is the individual him-
self whormust étop the aétioh, and question the motive; it cannot

be forced upon him. The context for questions about individpali

- motives may, however, be socially raised.
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Reference has already been made to the temporal character of
the motive: it has an origin in the past and is re-interpreted in
terms of the present. As a past for the individual it would carry
with it both a personal and social context. The context is personal
in that it carries with it the personal interpretation of the social
context in which the motive arose. Given this it is clear that the
full horizon in which the original motive appeared will never be
known since it is being interpreted in terms of the present.

The stretch of the present within which this self-

consCiousness finds itself is delimited by the

particular social act in which we are engaged.

But since this usually stretches beyond the

immediate perceptual horizon we fill it out

with memories and imagination. (Mead, 1932: 88)

In the present it i< the symbolic imagery and its dynamic relation-
ship with the situation before us that carries with it the motives.
The actual-motives within the past may not be immediately present
within the horizon. Mead goes on to say:

The presents, then, within which we live are provided

with margins, and fitting them into a larger indepen-

dent chronicle is again a matter of some more extended

present which calls for a wider horizon. But the

widest horizon belongs to some undertaking, whose past
and future refer back to it. (Mead, 1932: 88-89)

Exploration of the motives within th%%ﬁSQ?ZOn of the present involves
the self-critical aspect of the consciousness. To suggest that
motives are a part of the wider horizon suggests that they belong

to the fringes of the individual thought. 1 have previously sug-
gested thaf-self-criticism Is required on the part of the individual
in order to clarify thé broader range of motives in the social world.

In addition, as I interpret Mead, the location of the motives within

the broader horizon suggests that they are hidden from the present,
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and thus present actions require a further researching. In this
regard Mead makes the following statement: )

Thus he béEomes not only self-conscious but also

self-critical; and thus, through self-criticism,

social control over individual behaviour or conduct

operates by virtue of the social origin and basis

of such criticism. That is to say self-criticism is

essentially social-criticism and behaviour controlled

by self-criticism is essentially behaviour controlled

socially. (Mead, 1934: 255)

Here Mead addresses the control between the self and society in
terms of the motive.

Motives may reflect control of one over another. For instance,
the teacher asks the students to answer three questions in Carswell.
The language of the teacher may communicate a motive to the students:
do the three questions or lose the marks. Or as another case in
point, Carswell mmay communicate to the reader of the text that the
people of the developing tropical world may only be civilized through
the importation of Western ideals. In the cases cited, the students
are provided with motives.

The students may or may nqt choose to question the motives.

He may, for example, accept the way the situation is defined and
answer the questions; here he is accepting the motives of the

teachers and Carswell. Or he may elect to question one or both.

Such a questioning may be by way of clarification or questioning

the nature of Carswell's assumptions. The extent to which the student
will question the assumptions is dependent upon the way in which the

situations have been typicélly handled in the past. The questions

which are raised about the motives return once again to communication:
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One must assume that sort of a co-operative situation

In order to reach what is called the "universe of

discourse". Such a universe of discourse is the

medium for all these different social processes,

and in that sense it is more universal than they;

but it is not a process that so to speak runs

itself. (Mead, 1934: 260)
Mead 1s suggesting that the social field must attain the state where
a "sort of" co-operative attitude is assumed among the co—participant;
in the situation. ~Thus, the student must feel sufficiently comfor-
table with the social environment in the classroom to raise critical
questions. Once a question is asked about a motive, for example,
why does Carswell sustain a colnnial attitude: the search of the
horizon for the taken-for-granted motive is begun. [ previously
used the phrase "hidden" motive but it 1s clear that such a phrase
suggests that there is more than one motive connected with the
situation. Such, I believe, would be the case; the motives horizon
would clearly contain the fuller understanding that is being sought.
Clearly this search is within the communicative context of each
situation. What is being sought is the network of motives which
would relate to the framework of understanding for the situation.
That such a search "does not run itself" is clear from Mead's work.

Mead, as I interpret him, is suggesting that a discussion of
motives within the context of the Grade 8 Social Studies program
cannot avoid recognizing the past of both the individual and the
historical context in which it'arose. Further, such a search, asll
have emphasized throughout, must be linked to the situation in which
it is happening, namely the Social Studies 8 unit "Developing

Tropical World" and the Social Studies class itself. In the process

aspects of the social structure around which the investigation§ are
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being carried out will come to light. This I feel is why Mead's
thrust towards the "universal discourse" in terms of the motive is
important. For as they begin to understand and raise questions
about their own social structure and, perhaps, understand their
collective national interests and in turn the national interests of
other people in the world, a discussion of national self-interest
and the motives surrounding it may -indeed move students in the
Grade 8 Social Studies closer to a sense of human understanding._'
It perhaps lends itself to a digcussion which is more meaningful
than the following taken‘from the resource material:

(Peru) Men from the eastern lowlands often bring
Coca to sell. The Indians are all too ready to

buy Coca. This is unfortunate because it is not
good for them. Coca is a native plant of the
eastern slopes of the Andes. It flourishes in

the heat of low elevations. The Indians chew

the coca leaves with a little lime. They get relief
from hunger, cold and weariness because the leaf
contains a drug which deadens the nerves. This

habit i1s harmful.

Quito. The capital ...
(Uttley and Aitchison, 1969: 78)

What history lies behind this statement? What are the motives of
the people involved? What are the motives and history of drug
selling in Canada? Such social situations provide much for explor-
ation on the part of students and teachers involved in the Grade 8
Social Studies program. Explorations such as this emphasize Mead's

underlying philosophy of living in the world.

Mead's Historical View

Throughout the preceding discussion reference has been made to

the notion of past and history in Mead's philosophy. -The question
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that may be raised with reference to his work is, what underlies

his particular view of history? Of history Mead states the following:

It is only of interest to note that the rapidity
with which these pasts succeed each other has
steadily increased with the increase in critical
exactitude in the study of the past. There is

an entire absence of finality in such presentations.
It is of course the implication of our research
method that the historian in any field of science
will be able to reconstruct what has been, as an
authenticated account of the past. Yet we lodk
forward with vivid interest to the reconstruction,
in the world that will be, of the world that has
been, for we realize that the world that will be
cannot differ from the world this is without re-
writing the past to which we now look back.

(Mead, 1932: 3)

History, and its interpretation from the present, is constantly

being re-interpreted in terms of what is viewed as being tne present.
Understandings are altered by the events. which both the individual
and the social group live through (Mead, 1932: 24). The passage of
the present and our hlstorlcal interpretations of the past within 1t,
extend not only to the present but to the future as well. History
“for Mead is always forward looking, in the sense of anticipations

and forecast. The Grade 8 Social Studies student searching for
understanding within” hlS present envxronment must transcend the
pre;ent and temporally span what is possible within the situation

presented to him,

Mead, .in the Philosophy of the Present, discussed how the past

could be dissntangled from the present. He wrote:

We may in ideation recall the process, but such a
past 1s not a reintegration of the affairs as it

went on, for it is undertaken from the standpoint

of the present emergence, and is frankly hypothetical.
[t is the past that our present calls for, and it is
tested by its fitting into that situation. If PER

-

&



IMPOSSIBILE Qé Were f; reach that past event .
as it took placa we should have to be in that
event, and then tcompare it with what we now - AN

present as its history. (Mead, 1932: 48)

History, Mead is stating, cannot simply be recalled and fitted in
with the present context, without first acknowledging how the present
influences the past. Thus it is not enough for the resource material
simply to assume the history of the developing tropical world without
addréssing the influence of the present upon it. For instance how |
has the view of colonialism changed in our present times? How

has its interpretation been altered? Unlike Newton's laws and the
various methodologies employed by technical scientists for main-
taining stability in their findings, Mead is suggesting that the
static view of history is untenable. He suggested that Einstein‘s‘
question: Did I create that particle? invélves personal authorship
In the structuring of the typical results which may emerge from the
new findings (Mead, 1932: 17). Thus Mead views the student as
entering into the historical process, and re-interpreting what has
gone before.

New ways of understanding are constantly.emerging. Some, like
Einsgein's theory of relativity, require an understanding, a completely
new vision of what has gone on before (Mead, 1932: 19). It involves
a new frame of reference in order to make sense of present events.

It may be argued for example, in the context of the British Columbia

Grade 8 Social Studies program, that Carswell's Man in the Trohics gﬁﬁ

presents a frame of reference which has not reflected, nor signifi-
cantly Taken account of, new perspectives such as corporate colonial-

ism or Marxist positions, all of which have had their impact upon
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how the tropical world is viewed. Mead would, perhaps, urge that
human beings be recognized as human within the program. History is
not to be viewed as static but rather as dynamic within the range

of human experience.

Mead's Social Conception

Mead essentially develops the dialectic between the self and
society within his work. Viewed over the range of his writing we J
notice a critical hermeneutical style, a continual re-addressing of
the groung, work of this-belief. Essentially his work describes the
genetic ;jpxcture of the individual's social relationship with the
generalized other, that is, the other who repﬁesepts the world as
a whole. Indeed, as Natanson suggestﬁ, the generélized othef
represents a metaphysical stance, which despite hfs attempts to
limit its implications for his work is nevertheless one 5f the
consequences of his‘lifelong eﬁdeavor to explore genetically the .=~
relationship of the society to the self (Natanson, 1956). The

"universal” to which his work constantly returned sought to penetrate

g

the basic gréund or fundamentaf structures upon which human beings
emerged into the society. Indeed I would argue that the seif as it
was originally conceptualized in terms of the I/Mé was all but
abandoned towards the latter part of his writingsf The concepts of
emergence, sociality, etc., constantly weave the individual into the
society as a whole; the individual in a sense dissolveé into a world
of being with other people.

Man is engaged in a search for his own becoming within the

social domain. Mead, as 1 view him, engaged the study of man's
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ongoing attempts to understand himself and his-world; not merely

the national or local world, but his humann SS.

Sumhary

Mead has contributed much to our understanding of how the
British Columbia Social Studies 8 program could have approached the
"Developing Tropical World":

a) that it is a social investigation of the people of the
tropical areas liQ%ng in the social world.

b) that the students live in a.dynamic social world that they,
rather than being born into, eherge into.

c) that tropical man and the program are united in their use
of symbols to communicate.

d) that studénts may come to view the tropical world as a part
of their own way of being in the world.

e) that taking the role of the QOther in terms of the developing
tropical world involves an understanding of one's own social struc-
ture as well as that of others.

f) that critical self-consciousness involves the exploration
of the horizon of meanings embedded in the self and the social world.

g) that the extent to which the developing tropical world is
made problemgtic for students in a socially relevant way is depen-
dent upon the extent to which the student's own social world is m;de
problematic. | |

h) that true understanding between peopie in the developing .
tropical wérld and the social world of the British Colypbia Grade 8

Social Studies student involves the extent to which they are able to
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enter into the perspective of the other.
1) that resource materials need to reflect the fundamental

aspects of what it is to be human in the world, rather than the

~

more parochial attitudes.
j) that a full understanding of the everyday discourse about
the developing tropical world&@nd the classroom is important.
Mead, himself, could have pe%haps summarized his position on
the developing tropical world when he stated:

The task, however, is enormous enough, for it involves
not simply breaking down passive barriers such as those
of distance in space and time and vernacular, but those -
fine attitudes of customs and status in which our selves
are imbedded. Any self is a social self, but it is
restricted to the group whose roles it assumes, and it
will never abandon this self until it finds itself
entering into the larger society and maintaining

1tself there ... The World Court and the League of
Nations are other such social objects that sketch

out common plans of action if there are national

selves that can realize themselves in the collabor-
ating attitudes of others. (Mead, 1932: 195)

Mead does not offer solutions regarding the instruction of the
British Columbia Social Studies 8 unit, "Developing Tropical World",

but does provide some basis for critically understanding it.

Footnotes A

1. Mind, s5ociety and Self. Ed. Charles Morris, University of
Chicago Press, Chicago, 1934.

The Philosophy of the Act. Ed. Charles Morris, University of
Chicago Press, Chicago, 1938. :

Movements of Thought in the Nineteenth Century. Ed. Merrit
H. Moore, Chicago, 1936. '

The Philosophy of the Present. Ed. Arthur Murphy, Open Court
Publish. Co., Chicago, 1937.
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Relevance, in this context, would refer to the soc1al sense
of belonging. The material is meaningful within the social
setting in which it is used.

Jalan, Jalan: A Journey in Sudanese Java. National Film
Board of Canada. 1 was party to some of the initial editing
of the movie. One of the dominant concerns was that it depict
something of the everyday life of people.

- Copenhagen Group, 1927.

The emergence of control involves the self and his reference
to the group. This has been suggested by Schaffer, when he
suggests that the infant right from the start begins to deter-
mine his own experience (Schaffer, 1974: 210).

My Master of Education study, "Grade 8 British Columbia Social
Studies: Stereo-Types held about the Developing Tropical

World"™ (1972) revealed that of the 1729 responses, 69.7% Grade 8
Social Studies students believed this to be true.

Mead, in this context, would be in agreement with Marvin Harris,
who states, in a discussion of pig raising, the following:

Pastoralists and settled farmers living in
regions undergoing deforestation might be
prompted to rear the pig for short-term
benefits, but it would be extremely costly
and maladaptive to raise pigs on a large
scale. The ecclesiastical prohibition
recorded in Leviticus had the merit of
finality: by making even a harmless little
bit of pig raising unclean, it helped put
down the harmful temptation to raise a lot
of pig. (Harris, M., Cannibals and Kings:
The Origins of Culture.” Vintage Books,
New York, 1977, T98-T99)

Desmonde, W., G.H. Mead and Freud: Americal Social
Psychology and Psychoanalysis, p. 46.

van den Berg, J.H. The Changing'Naturé of Man:
Introduction to a Historical Psychology. Delta Books,
New York, 1971, p. 209ff.

Beliefs, in this instance, may be expanded to include
political beliefs. '



CHAPTER V

Towards an Understanding of the Social Individual:

Re-interpreting the British Columbia Social Studies 8

Curriculum Unit-"Developing Tropical World"

A farmer dug a well and was using the water for irrigating
his farm. He used an ordinary bucket to draw water from
the well, as most primitive people do. A passer-by,
seeing this asked the farmer why he did not use a
shadoof for the purpose; it is a labour-saving device

and can do more work than the primitive method. The
farmer said, "I know it is a labour-saving device and

1t is for this very reason that I do not use the device.
What I am afraid of is that the use of such a contrivance
makes one machine-minded. Machine-mindedness leads one

to the habit of indolence and laziness."

(Fﬁbmm, Suzuki and De Martino, 1960: 7)

Changtze, a Chinese philosopher, raises the dialectical question
_which has been hidden by the British Columbia Social Studies_ Com-
mittee: Is 1t possible to understand "primitivé" people through a
machine-minded or technical view of people? In one single sentence
the western and eastern view of life collide. But how is it possible
to understand the collision of views in curricular terms? What

further meanings may be uncovered in terms of the program?

Developing Tropical World: A Critique

Chapter II of this thesis came to the conclusion that British
Columbia Social Studies Unit ”Developiﬁg Tropical World" was grounded
in a philosophy of technical science. This view of people living in
the area defined as the developing tropical world imposed a perspec-

tive on them which objectified their living experiences and projected
&
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them as though they were concrete ob}ects. Such an image of man was,
as suggested, only one possible view, that is, a technical-science
view.

By itself, I would argue,‘Fhere Is nothing wrong with under-
standing the people of the developing tropical world in this way. It
may be suggested, however, that the basis of such a perspective
should be explored within the curriculum if students aﬁd feachers
are to have some understanding as to why they should select that
particular view (Aoki and Hd;rison, 1978). The Revision Committee
was, in other words, naive in leaving the basis of their own beliefs
unaddressed. Prior to the time the Committee was proceeding with its
work, Becker and Mehlinger were urging a critical understanding of
the traditional View of internafional education:

L .ince 1945, "teaching for world understanding" has

i~ "nvided the conceptual base for most social studies
t . ructions about world affairs. The term "world

. lerstanding” is sufficiently general that a variety
F of approaches might fit under shelter. In practice,
F however, "teaching for world understanding" became
primarily a process of teaching empathy or even
sympathy for people of other nations agd cultures.
While this may be a worthy goal in itself, the point
is that the educational procedures often used to -
convey "world understanding" may distort reality and
promote dysfunctional education ... yet with a few
exceptions, new formulations or new concepts that
might make instruction about world affairs more
relevant have not been forthcoming. (Becker and
Mehlinger, 1968: 10-11)

(Underlining added)

Distortions of reality". Such terms are initially difficult

to g “p but the authors do agtempt to indicate tﬁat international
curricula such as the British Columbia Social Stu&ies 8 unit "Dev-

elopin~ Tropical World" should be concerned with understanding the
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realities of the people living in these areas. The concern raised

by Becker and Mehlinger is echoed by Remy, Nathan, Becker and Lorney,

when\they state:

. It is important that Social Studies educators become
increasingly self-conscious about the images of the
world which underlie their teaching - that ig their own

~world view. (Remy, Nathan, Becker and Lorney, 1975: 3)

These two groups of authors would in all likelihood be critical
of the British Columbia Social Stddies Revision Committee's failure
to make explicit this world view, and to make clear the reality
which they are presenting with reference to the developing tropicg\\“
world.

Both the works of Mead and Schutz are very important in this
educational context. Each, for example, is concerned with under-

standing and clarifying our concepts about reality and in turn

helping the educator to understand his own world view.

) ]

Mead and Schutz: An Educational Context

Mead and Schutz have botﬁ researched through their work for the
genetic}structuré of "what is"; that is,'a search for reality. In
the context of fu;ther understanding the "what is”fof the developing
tropical world, as revealed through the British~Columbia Social
Studies 8 unit under study, their work is significant.

An unstated premise oflthe unit "Developing Tropical World" is.
that people are viewed as they are;.that is, as they perform their
day to day activfties and liQe their lives. That this is what was

attempted in the unit is given in the following quotation from

Carswell:
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When not trading or selling, the Bedowin men visit

the coffeehouses, entertainment places, or small

stores to drink strong coffee, eat sweet cakes, or

to hear the latest news or exchange information

about the weather, the pastures or the other tribes.

(Carswefl, 1968: 25)
The resource materials consistently give the setting, but the poten-
tial of further understandlng the politics, economic cond1t10ns,
family life, and sharing of mundane stories is lost to us as the
book rushes on tg give an inventory of food eaten {page 25) and‘an
inventory of clothing (page 26). Such a view of the Bedowihs is but
one. Schutz and Mead throegh their respective philbsophies point
towards a much deeper understanding of Bedowin interactions in
several ways: \ |
First: Both are everyday life philosophers. Their interests fochs
upon the understanding at even deeper levels, the ordinary mundane
world.l
" Second: Both, as I interpret them, indicate how enduring and |
"universal". human experiencez, threugh the various acts, can be.
This is not to say that they are universal philosophies in their intent
but rather that both are searching for culturally specific experi-
ences which speak tQ all men, both within and without the social
group. But_at the same time those experiences which are hot.shared
may also be identified. and understood at more than a superficial
level. In a classroom situation7 for:example, the student hight
state that the Bedowins' experience is not the same as his own in
terms of hew they understand their working lives. But in the find-

ings of Mead and Schutz the grounds would become much more since the

Bedowin‘and the student do share a notion of work, albeit perhaps a
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different concept.

Carswell does identify the various cultural artifacts and
situations which they believe provide students with a basis on which

! -
to build a type or example which typifies BeWowin experience; for
example, typical situations are identified through the following
questions:

Look at Figure 26: a) What sort of container is used

to bring the water to the surface? b) Describe the

mechanism which brings the water bag to the top of

the well. «¢) Thé camel has moved 120 feet away from

the well. How deep is the well? d) What are the

men at the right doing? (Carswell, 1968: 28)
Such descriptions identify the sbcial world which surrounds the
Bedowin. Each of the actions, impleménts, thoughts, speech patterns,
etc., are a part of the meaning which individuals (both Bedowin and
Carswell) ascribe to the situation. O0f this Schutz says the following:

By a series of common-sense constructs they have pre-

selected and pre-interpreted this world which they

experience as the reality of their dalily lives.

(Schutz, 1973: 59)
The scene of the Bedowins at the well, in other words, makes sense
to them, but what sense does it make to the authors of the text?
And, in turn, to the student? A student sees the picture and is,
through the questions, asked to make some analytic comments about it.
Each of the questions points collectively towards a powerful view of
the culture which underlies them: the example cited conveys the
culture of the people and, hence what Mead and Schutz would define as
their reality, but it is solely reflected through théir material goods.
Such a view of culture emphasizes the visible customs (gathering at
the well) and artifacts (the mechanism for bringing the water to the

3
surface); it was subsumed under the label "inventory" in Chapter 2.3
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It conveys a largely static view of culture; that the world is time-
lessly inherited by those of the present from gene%ations of suc-
cessive others.

Schutz and Mead both point out, however, that such a timeless-
ness of custom does not hold true.4 And it has, as Schutz illus-
trates, further consequences which are important for an understand-
ing of the social setting:

...but servitude to custom is to a certain extent

voluntary - the tavern, the morning paper, the o~

novel, the game of bridge. Yet slavery in all

forms, including the modern slavery to machinery,

belongs to the perfect order of society in which,

in this sense, all men, even their leaders, must

be slaves in soul and body. (Schutz, 1971: 231)

There are several important points which emerge through Schutz's
comment : |

A) that the "custom" of viewing the people of the developing
tropical world is voluntary. What has always been done, either
personally or socially, need not be necessarily so in the future.

B) that the “"custom" of viewing people of the developing tropical
world as inferior @S indeed a habit within the program. Schutz is,
as 1 interpret him, saying that such habits are socially conditioned.
That is, we live within them in our everyday lives without being
aware of them; they manifest themselves through the epistemolodies
of technical science.5 ~

Custom is an enduring experience of everyday life; whether it
be the student as he follows his everyday routines in the classroom,
or the procedures of the Bedowins at the well, each points towards -

the possibility of grounds for understanding the notion of custom as

it is followed in our lives. But richness of understandihg is
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largely quided, as Mead and Schutz would arque, by the epistemologies
employed. While the epistemologies of Mead and Schutz may differ
significantly, I would sqggest that each searches for greater human
understanding. Thus while there would be significant variation in
how the two philosophers would approach illustrative examples, both
wo%%d agree that for the student an understanding of his own social
Situation is important for a full understanding of the social situa-
tion of the geographic stranger. Perhaps the following will be
illustrative of how Schutz would approach the pedagogical under-
standing of the Bedowins' concept of custom.

Custom in schools is part of the inner time which was discussed
in Chapter III (Schutz, 1971: 154-179). There is the éustom of
suggesting that enduring long and boring classes, classes that seem
like they will stretch for ever, will be, students are told, worth-
while in the long run. So students defer any immediate promise into
the future. Classes become marked hour by hour, day by day; the
promise of the future 1s held out by the holidays that constantly
loom on the horizon. Such a pacing, or variation of time, differs
wfrom person to person, given the activities of the moment and his

biography which provides the history of experience against which the
! .

/

i
b

imoment's activities may be understood (van den Berg, 1970: 119).

N . ,
Similarly Bedowins mark the passage of time by the moment within

their own experience. As with students in school their stream of
consciousness captures the tempo of the well and of the cafe (Geertz,
1972). Schutz is emphasizing that each experience of time on a

superficial level is different but that the essentials of the
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6 Such beginnings in

experiefice are the sare (Schutz, 1971: 175).
terms of the notion of custom point towards the need for a case :
which illustrates at length the understanding of time. Here the term
"case" begins to take on very special meanihg.

Previously, the phenomenology of Schutz has been reflected
through the phrase "what is it like"; that is, the iconic sensé of
going beyond. Here such illustrations or examplés appear inappropriate
for they do not illustrate the particular instance of time; that is,
the sense of place or situation and its integral relationship ‘with the
lived experience. 1 am here questioning the extent to which the
notion of "example" as used previously in Chapter 3, and in some
interpretations of phenomenology, sufficiently reflects Schutz's
approach.

Bachelard (1964), van den Berg (1971), Van Manen (1980), Tuan
(1977) all approach phenomenology through the iconic example.7
Bachelard, for example, illustrates the concept of nests as they
relate to space as follows:

It is striking that even in our homes, where there is

light, our consciousness of well-being should call

for comparison with animals in their shelters. An

example may be found in the following lines by the

painter, Vlaminek, who, when he wrote them, was

living quietly in the country: "The well-being

| feel seated in front of my fire, while bad

weather rages out-of-doors, is entirely animal.

A rat in its hole, a rabbit in its burrow, COWS

in the stable, must all feel the same contentment

that I feel. (Bachelard, 1964: 91)

Here the examples always point towards the concept of space. But
these approaches to phenomenology differ from those of Schutz.

Schutz, I would argue, is interested in "case" as opposed to
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"example". Such cases within the works of Schutz are clearly illus-

trated by the essays, The Stranger, The Homecomer and Making Music

Together. His use of these cases is illustrative of Gadamer's dis-
cussion of models:

If, then, there has remained in the work of the critic
something of the setting up of models, he is not in
fact relating his texts to a reconstructed addressee
only, but also to himself (though he is unwilling to
accept this). Though he allows exemplary writing its
force as exemplar, this always involves a process of
understanding that no longer accepts these exemplars
automatically, but has chosen them and remains as
committed to them. That is why this relating of
oneself to an exemplar always has the character of
following in someone's footsteps. (Gadamer, 1979: 302)

Cases, models or exemplars of what is occurring allow the reader to
follow through the event. They reconstruct or typify the actual
situation so that the reader understands something of the full lived
event.

The Stranger provides an example of living the experience.

Schutz begins the essay as follows:

The present paper intends to study in terms of a

general theory of interpretation the typical sit-

uation in which a stranger finds himself in his

attempt to interpret the cultural pattern of a

social group which he approaches and to orient

himself within it. (Schutz, 1971: 92)
He invites the reader to follow through a typical experience of a
geographic stranger. In approaching the stranger in this way, Schutz
reveals the world as totally problematic and demonstrates how it will
continue to remain problematic until he begins to make sense of it.
Reading the paper we come to understand what the situation is like;
the descriptions are pointed towards the totality of the lived

experience and not solely towards the example in isolation; e.g.,
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space, which is nevertheless part of the understanding of the situa-
tion. | |

Thus, understanding Bedowin life around the water hole is rev-
ealed through the case. Such a view of his phenomenology is consis-
tent with his definition of reality:

The wide-awake man within the natural attitude is

primarily interested in that sector of the world of

his everyday life which is within his scope and

which is centred in space and time around himself.

(Schutz, 1973: 222)
Reality, in other words, is what is there. Beyond what is immediatelyb
theré a stock of knowledge at hand permits a student to interpret
what it is that lies before us. That is, present reality is what is
seen as possible within our immediate future.8 Within the school
structured reality of the developing tropical world thé expectation
. 1s that the studgnts are in essence strangers. But problematic
“within the situation is that the dialogue is constructed through the
teacher who is present to propose, stimulate and enter into a conver-
sétion with students about geographic strangeré. The text, by itself,
does not-;onstruct a dialogue. Thus what is there in terms of the
Bedowin's lived experience in terms of the curriculum is twofold:

A) the reality presented by the textbook and the extent to which«
it captures the actual experiences of Bedowin;

B) the extent to which the teacher is able to aid the gtudent
in understanding the problematic and thus facilitate the‘érounds for
making Bedowin culture more familiar to the student.

Even within our present context the significance of Schutz's

view of reality cannot be escaped. If a case captures something of

the actual experience, then we may begin to understand a part of the



possible futures for an individual; in this sense Schutz invites us
to "walk in the shoes of the individual".
An exemplar of such writing is as follows:

Manuela keeps dreaming about the village ... It is
,-often very hot in the village, though at night one
.~ may freeze. The earth is dry. Time moves slowly as
- the white clouds move through the brightly blue sky
over the brown and arid hills. Time moves slowly in
the faces of the people, too, and the faces too are

brown and arid. Even the faces of the very young
seem to hold old memories. The children do not
smile easily. (Berger, 1974: 210)

Berger, in his exemplar, calls the reader into the situation by
making him a stranger. To a western individual children's faces do
not hold "old memories". Within such a description our typical frame

%o

of reference becomes alien.

Familiar/Unfamiliar

Both Mead and Schutz invoke the unfamiliar within their philoso-
phies. Schutz's Stranger could in some senses be found within the
writing of Mead. As with Schutz, Mead focuses upon the notion of
attention:

We give our attention to one particular thing. Not

only do we open the door to certain stimuli and

close it to others, but our attention is an organizing

process as well as a selective process ... Our attention

. enables us to organize the field in which we are going

to act. (Mead, 1934: 25)

Attention is a conscious act which selectively focuses our interest:
it is what calls our attention towards the need to act in particular
ways. The action, which will be taken, will not, in other words, be

random. How we act, however, is dependent upon how familiar we are

with the possible actions.

228



‘The discovery that things in his new surroundings \
look quite different from what he expected them

to be at home is frequently the first shock to .

the stranger's confidence in the validity of

his habitual "thinking as usual™ ... For the

members of the approached group their cultural

pattern fulfills the function of such a scheme.

(Schutz, 1971: 99)

The movements and motions which are typical or habitual no longer
apply. We may organize the field but the assurity as to how our act
will be interpreted by others is not present. Indeed in such circum-
stances we are neither sure of ourselves or of others we encountér.

Emphasizing the factual material through a technical-scientific
view of the developing tropical world, the Grade 8 Social Studies
unit isolates the student from participating in the dialectics of
social ingquiry.

Sri Lanka's thirteen million people live mainly

on the fertile coastal plain ... Most of the

people live in small scattered villages along

the coastal plains and on the lower mountain

regions. The villages are typical of those of

tropical Southeast Asia - the houses have thatched

roofs of palm leaves, each village has its wells

and tanks, and each cluster oﬁghouses is surrounded

by plots under cultivation.

Srl Lanka has few cities ...
(Clee and Hildebrand, 1973: 531)

The typical of social life is reduced to a catalogue of separate
largely unreléted facts: the dialectic between the lived experierice
and social structure is lost. Mead and Schutz both eﬁphasize the
seriousness of overlooking our social life. ’

The Stranger essentially describes unfamiliarity in terms of the

student; his own personal world must at one and the same time be

made problematic before he may enter into the lived world of the

229
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person in the developing tropical world. Schutz is saying that it
1s necessary to understand ourselves before we understand another.
Within the context of the resource material, students will need to
De able to break through the illusions of their own resource material.
Barrett poses the question as follows:
What leads us to the philosophies we eventually
adopt for ourselves. Or; more simply, what
makes us as individuals see things as we do?
. (Barrett, 1979: 17)
Mead, in a very significant way, contributes to our understanding of
the dialectic.
7
In the field of social conduct, attention is indeed
directed towards the stimulation existing in the
overt actions and preparations for action on the
part of others, but the responses to these indi-
cations of conduct” lead to change in this conduct.
The very attention given to stimulation may throw
one's attention back upon the attitude he will
assume towards the thallenging attitude in another,
since this attitude will change the stlmulatlon
(Mead, 1959: 131)
In one sense he addresses the lived experience of the individual: he
must experience a situation in order to be able to know it is unfamil-
far. At the same time it is dependépt upon the social, not the
physical, landscape being unfamiliar: A road is always a road, albeit
in different surroundings,/but asking for directions along the road
and receiving them in a strange dialect is another matter. Mead
points out that strangeness is based upon a social construct: it is
the continual adjustment to the other that interpenetrates the sense
making in the situation.
Schutz continually points towards the importance of the social

patterns while in his text seeking to understand the experience of

the stranger. He searches through the in-group and their way of
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thinking: &
As Vassler has shown, the whole history of the linguistic
group is mirrored in its way of saying things. All the
other elements of group life enter into it - above all
its literature. (Schutz, 1971: 101)

But within the exemplar, in order to capture the full experience,.
the approach of the stranger to the new'culturél group must also be
. . “ | ..
considered: that is, the strangeness of the stranger and his impact

upon the in-group. He is a challenge to the status quo. Mead
suggests that the adjustment of the stranger would indeed involve a
consideration of the perspective of this group:
What I am suggesting is that this process, in which a
perspective ceases to be objective, becomes if you

like subjective, and in which new common minds and
new common perspectives arise ... (Mead, 1959: 1972)11
Y

Schutz, while not addressing the issue ﬁirectly, does so indirectly.
_The Homecomer (Schutz, 1971), for instance, deals with the

adjustment that must be made within the gfoup to an individual (in

this case a soldier) who has been absent for a prolonged period of

time.

. the perspectives have changed; what was merely
- in the horizon has shifted towards the centre of
attention or disappeared entirely; former chances
have turned into realities or proved to be impos-
sibilities - briefly, the former experience has
now another meaning. (Schutz, 1971: 115)

There has been a shift in the views of the in-group and the individual
over time; even while such shifts may be imperceptible, they are
there. Mead speaks to the importance of such shifts when he states:

It is the "what it was" that changes, and this seemingly

empty title of irreduceability attaches to it whatever

it may come to be. The importance of its being irrevocable

attaches to the "what it was", and the "what it was" is
what is not irrevocable. There is a finality that goes
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with the passing of every event. To every account

of that event this finality is added, but the

whole import of this finality belongs to the same

world in experience to which this account belongs.

(Mead, 1938: 3)
Both Mead and Schutz are speaking of the open horizon of the future.

Within this open horizon the unfamiliar encounter with a stranger
“\lg\the developing tropical world could exist for the student in the
British Columbia Grade 8 Social Studies program. ﬁif the resource
material and curriculum guide addressed the lived experience and
social structure of the people, student§ would indeed approach the
geographical stranger as strangers themselves. FEach lesson coulg be
viewed as a journey into the unfamiliar; each lesson ends with a
que;tion about what we have learneg about ourselves. This is one
of tie fundanental understandings towards which Mead and Schutz guide
us;v;ﬁat a successful lesson, within the framework of the devel :ing
tropical world,\recognizes that the students at the end will not be
the same as they were at the beginning.

"The road from Paris to Chartres has a different aspect from the
road which leads from Chartres to Paris" (Schutz, 1971: 115).

Mead and SChutz offer one further insight which is of use to
the problem at hand. It may be expressed as follows: as the sgudent
becomes more familiar with the strangeness of the problem, its very
strangeness begins to disappear((Schutz, 1971: 105; Mead, 1959: 4).
But at the sg;e time the experiences, and therefore the perceptions
of the student of his own situation, may be altered; .what was most
familiar at the outset now has the potential for becoming unfamiliar.

Thus we may begin to further address the hermeneutic qualities of

the writing of Schutz and Mead.
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Poggauective and Reciprocity

h:ching the developing tropical world at the level whé%h‘“ﬁy
'Social Studies program suggests, students are to learn
fof other cultures. Further, while the Revision.Committee
ters of the resource material have largely objectified the

} of the area it is nevertheless an assumption that the students

f view the area from the perspective of the people. Carswell, for
iple, in describing the eruption of Mount Popocatepetl in Mexico
E,%:lude the following:

| It 1s interesting to note the first reaction of

Dionisio to the impending destruction. He was

® not concerned about the danger of the erupting

% volcano, but in the destruction of his cornfield. ;
- "My cornfield! My cornfield!" ii..ceres the ’ /
great attachment of the peasant to his land. A )
year after this spectacular beginning ...

.Carswell, 1968: 262) -

For i/i" moment we are invited to take the place of the peasant
an-"  crstand something of the world from the perspective.

A) Perspectives

The Grade 8 Social Studies unit "Developing Tropical World" is
an invitation to understand people of another culture not with the s
purpose of becoming a member, but rather with the purpose of having &
a basic idea of what it might be like to live in the area and a
knowledge of some of their problems. Much of the program is directed
towards the physical nature of the area (landforms, climate, etc.)
(Clee and Hildebrand, 1972). But, as I have indicated, the objecti-
fiedkposition taken within the pﬁogram precludes the sense of what_it
would be like to live y;tﬁ&n the region. Both Mead and Schutz have

pointed out the impopﬂgnce of the perspective in terms of establishing
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and understanding our social relationships. “From their writing a
pgnetration of how important it is to understand the perspective of
the Other within the curriculum and resource material for the unit
"Developing Tropical World" may be derived.

Mead states his position regarding the feciprocity of perspec-
tives as follows:

This principle is that the individual enters into

the perspectives of the others, in so far as he

“ -+, is able to take their attitudes or take their

© point of view. (Mead, 1959: 165)
Such a position in terms of the social perspective underlies the work
of Mead. It is the means through which the individual comes to under-
stand the position of the other. Mead points out one very signifi-
cant aspect of their reciprocity of perspectives; it is easily
understood; but he suggests we are deluded by its very ease. We may
easily translate the experience“of communities into our own point of
view-(Mead, 1959: 166). Each moves to incorporate the views of the
community into our own sinée it provides a certain finality to our
own position. He states: | ‘

The common perspective is comprehensibility, and

comprehensibility is the statement in terms of

~social conditions. (Mead, 1959: 167)
There are several important insights which we méy draw from Mead's
- wdrk:

a) that the Revision Commitfeé and resource material glossing
over of‘the perspective.of the Other, as a,taken-for-granted, has
encouraged the distanciﬁg'between themselves, and the object of their
concern, the developing tropical world; and |

b) that the students become isolated through the resource material

=
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and curriculuh statement regarding the devéloping tropical world.
Taklng the role of the Other and understand1ng the common perspec-
tives is two-stepped:

i) an understanding of an individual's own culture;

ii) an understanding that,fas we have seen, the translation of
another culture into our perspective is not a §imple.ﬁa§k; There
must be a realization that we bring more than oursélvés'to the
situation; we also bring the pasts which beloog to the social com-
munity (Mead, 1934:_244). Further, the more gﬁdt we take-for-granted
about ourselves and the people of the developing tropical world the
more the distortion. This last statement is worthy of further
consideration.

Dilthey“asserts a point similar to Mead's when he states:

Exactly becduse a real transposition can (when man

understands man), because affinity and universality

of thought ... can image forth and form a social-

historical world, the inner events and processes

in man can be d15t1ngu1shed from those anlmals

(Dilthey quoted in Palmer, 1969: 104)
Glossing over how the p0551b1e relatlonsh1ps w1th the people of the
developing tropical world came to be, leads the various authors of
the resource material and currlculum guide to ignore the social-
hlstor1cal background’ agalnst which th:1r view has been constructed
If such a background is 1gnored, the a—hldﬁprlcal character of the \\
unit emerges. Both Mead and Dilthey, in thjshsgn§e, are in agreement
that the ”comprehensibiiity” of: how we came to,hoLd our views or
perspectives is significant. - Mead therefore, may be 1nterpreted as
saying that the 1nterpretat1ons of the people of the developlng

tropical world must include an understanding of their history as
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well as the student's own. There must be, in other words, the sense
of social-historical development built into the material. How the
Bantus of South Africa’came to be oppressed under the rule of the
British Colonials and Dutch Boers is, therefore, a significant
question within the context of Mead's work.

All questions which are pertinent to revealing the situation
are, therefore, important to understanding the meaning of the situa-
tion. It is significant to note that the projective techniques such
as those which a psychologist may use are not at issue here, but
rather what is important is that the Others and the self arise within
the social act together (Mead,.1959: 169). Partitularly, in dealing
with the "Developing Tropical World" resource material it is impor-
tant that the sense of Other emerges. Again we ride with Tom Sawyer
on his river raft; "when man understands man" to once again underline
Dilthey's phrase.

Schutz as well has addressed the issue of reciprocity of
perspectives:

[t is obvious that both idealizations, that the

interchangeability of the standpoints and that

the congruency of relevances - together constituting

the general thesis of reciprocal perspectives - are

typifying constructs of objects of thought which

supersede the thought objects of me and my fellow-

man's private experience. .By the operation of

these constructs of commonsense thinking it is

assumed the sector of the world taken for granted

by "us". (Schutz, 1970: 12)

The structure of this taken-for-granted typification is what, as
detailed in Chapter III, occupied Schutz. Here the typifications

which underlie our functioning in the world, are "stable", particu-

larly in a "they" relationship. Significantly Schutz states it as
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follows:

... and the typifications underlying a they-relation

can be modified. But this happens only to a negligibly
small extent, as long as the sphere of interest, which
determined the original use of the type, remains unchanged.
(Schutz, 1973: 85) (underlining added)

Before commenting further upon this statement, it is necessary to
remind ourselves what Schutz means by the term interest.

Interest is nothing else than selection, but it does

not necessarily involve conscious choice between

alternatives which presupposes reflection, volition,

and preference. (Schutz, 1971: 78)
Like Mead, Schutz is saying that the means by which the individual

, ~

understands the intersubjective is through the commonly constructed
social world into which we are born. This "inherited" or given body
of knowledge is largely given to me; very little of it actually

13 (schutz, 1973: 13).

involves personal experience

Since typifications which function within the individual remain
stable their fundamental contribution to an individual's particular
wofld view must be recognized. Since, as Mead and Schutz indicate,
our sphere of interest is taken-for-granted, it is necessary to
question how an understanding of its comprehensibility could attri-
bute to an altered state within the consciousness. The unfamiliarity
of a situation and the tension which arises within the individual
within such situations has already been discussed.

A change in world view, in other words, a change in the way -in
which the situation is seen by the individual, requires more than
just an unfamiliar situation. Rather the typification which was

socially constructed must be altered in terms of the sphere of interest

through which it came to be constructed. Thus Mead and Schutz have

<&
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as a critical component of their own positions the critique of what
Schutz has labelled the "tyranny of science" (Schutz, 1973: 49).
Within such a critique each has constructed his philosophy as a
fundamental alternative to the way in which technical scientists
would view the world as unfolding.

Each component offers a very different way of approaching and
understanding the social world. Within the work of Mead and Schutz
the underlying interest has changed frem explanation to understanding
the social situation. Ultimately theTaim is to be able to better
assess the world that surrounds us; not in.a taken-for-granted sense
but rather as a conscious, reflective choice.

The British-Columbia Social Studies 8 unit "Developing Tropical
World" clearly has not explicated an alternative view of this area
of the world as Mead and Schutz would suggest. Even where something
of the people has emerged the sphere of interest has not been signi-
ficantly altered; thus the image of the people of the developing
tropical world as colonial and subservient has been consistently
presented. I am reminded of a statement by Nietzsche:

The surest way to corrupt a youth is to instruct

him to hold in higher esteen those who think

alike than those who think differently.

(Nietzsche, 1978: 91)

Both Mead and Schutz address the possibility of instkucting the Grade
8 students differently.

It is important to recognize in the foregoing discussion that

there is a difference within their work between seeing something

differently and understanding it differently. Buber, for example,

illustrates the seeing differently as follows:



I contemplate a tre®.
I can accept it as a picture: a rigid pillar in

a flood of light, or splashes of green traversed
by the gentleness of the blue silver ground.

I can assign it to a species and observe it as

an instance, with an eye to its construction

and its way of life.

(Buber, 1970: 57)
while Buber extends his illustration in other ways, for my purposes
it suggests the simple concept of seeing differently. Students
implicitly understand this; many will shrug their shoulders and say,
"So what, 1 knew that". But as I have interpreted Mead's and Schutz's
concepts of perspective, they point to the very ground upon which the
"simple seeing" is based; it requires seeing the world with a radi-
cally different interest in mind.

Gentle Kadia, his young wife, overwhelmed by the

news, suddenly ceased grinding corn, put the mortar

away under the barn, and without saying a word shut

herself into her hut to weep over her misfortune

with stifled sobs. For death had taken her first

husband:; and she could not believe that now the

white people had taken Naman from her, Naman who

was the centre of all her new-sprung hopes.

(Fodeba - African poet, as quoted in Fanon, 1963: 229)
A student, for example, in order to understand this line of poetry
by Keita Fodeba, a Guinean poet, must first understand what it is to
be white, white in Africa and then white in the eyes of a black.
Such a task, as Mead and Schutz illustrate, is not easy. It would
require, on the part of the Revision Committee and the resource
material a much more open recognition that there are other possibili-
ties for deeply or comprehensively uhderstanding the social world.

Thus the need, as Mead and Schutz illustrate, for a deeper understanding
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of the meaning of reflection as it relates to the interpretation of
concept of perspective developed to this point.

B) Reflection

Mead describes reflection as followé:

Reflection, then, is a type.of action in which the

individual in conversing with others is conversing

also with himself and is able to call out in himself

the same sort of response which he calls out in

another. (Mead, 1938: 222)

\ .

The individual, through reflection, is able to distinguish the knife-
edged present from the future and the past. Through reflection an
object or thought is removed from its ongoing context and given in
representation to the ”mind";14 reflection is thus an interpretation
of what the individual imagined the event to be (Mead, 1938: 222).
'within an act the stimuli that initiate the act must be in some way
or other reconciled with the representation at the completion of the
act. Such a reconciliation requires t@at the individual enter into
different possible perspectives.

Reflection involves the assumption of different

attitudes with the consequent different pers-

pectives that answer to these different attitudes,

_ but in reflection these attitudes are present not
"™ in full perceptual form. They are present in .

abstraction. (Mead, 1938: 182)
Thus an act is based upon the reconciliation of the varying perspec-
tives which arise as possibilities within the act. Given the his-
torical nature of the act of reflection the continual adjustments
which are made are never in terms of a static view of the social
relationships but rather of a dynamic one. This suggests that the
interest itself may always be changing slightly; indeed this is

consistent with the point I suggested Schutz made earlier.15
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For Mead the act of reflection signals a constant alteration
in the interest of the individual; adjustmgpts may be small or sig-
nificant.. As such reflection indicates the possibilities for the
Individual; he is, however, dependent upon the challenge he perceives
which enables him to think in terms of his own values and ethics.
Here, for example, the student may be open to the challenge of study-
ing the inequalities of the developing tropical world. It is within
the act of reflection that the grounds for significantly re-
interpreting the world view lie.

A man‘has to keep his self-respect, and it may be

that he has to fly in the face of the whole com-

munity in preserving this self-respect ... Both

of these are essential to moral conduct: that

there should be a social organization and the
individual should maintain himself. (Mead, 1934: 389)

It is within the act of re}lection that man is able to separate
himself from the everyday lived experience and subject it to rigorous
thought; in everyday life "the world and the individual stand upon
the samé,basis of reality" (Mead, 1964: 30); it is not until the
reality is interpreted that it is subjected to different ways of
understanding.

Mead makes a very important contribution to our understanding
of the Grade 8 Social Studies unit "Developing Tropical World". It
is not solely the descriptions of the people of the developing tropical
world that will build a new basis of understanding but also the
particular questions that are raised in terms of such reading. He
is sugéesting that it is'not enough to raise questions abqut climate,

landforms, crop production, etc., as the course has indeed concentrated

upon. Rather questions must be raised in terms of the student's
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dialectical relationship with the social world. Through such questions
the student is enabled to understand that different methodological
approaches to the social world will give different results. But

more than just this emerges. Such ground for understanding the social
world may potentially hold for the individual the‘understanding of

-the developing tropicaf world differently, thus requiring of the
individual a sense of commitment to the unit.

Mead, through his work, suggests how the British Columbia Social
Studies 8 unit "Developing Tropical World" may begin to overcome the °
objectification of the technical science approach to the region:
that is by restoring the self-respect of the individual thréugh
critical reflection-upon the possibilities which reveal the social
world.

Schutz was more concerned‘with uncovering how the individual
grasped the social act zzzifflection. ”Followinngewey, Schutz defines
reflection és ”étopping and thinking"; stoﬁéing the flow of the stream
of consciousness, in other words, and stepping out of i£ (Schutz;
1973:° 169). As suggested in Chapter II1 the experiences may be
grasped monothetically or polythetically. That is to say they may be
grasped as a single event or as a series of sub-experiences which
bﬁild one upon the other. But it is the bolythetical asDects of
ekperiehce which Schutz may be interpreted as saying would be impor-
tant for a Grade 8 Social Studies s{udent‘s understanding of the o
developing tropical world:

. if I want to attempt to grasp the meaning of those
experiences whose meaning is ESSENTIALLY contained in

the polythetic structures of its elements in inner
durations, that is, experiences of so-called temporal
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Objects. When it concerns the meaning of a musical
theme, of a poem, etc., I must carry out polytheti-
cally, after the fact, what has been built up
polythetically. (Schutz, 1973: 54)

Reflection defines the experiences of the moment and sets up the
limitf_of interest in terms of the individual. Schutz is suggesting
here that the intérest and its‘tQZme are significant in terms of
understanding. To understand the]intention of a poem or another
situation requires formal knowledge (e.g.; nations of the developing
trppical world). That is a polythetic reconstruction of meaning. The
question of how these recdnstructions are viewed within Schutz's work
becomes important since it recalls an argument within the field of

,16

hermeneutics: who speaks, the text or the reader? I would interpret

Schutz as saying that it is the reader who must polythetically recon-
struct the meaning. Consider, for a moment, Schutz's reflection upon
the role of the phenomenologist as developed by Husserl and Fink.

He states:

As we have said before, my mind may pass during
one single day or even hour through the whole
gamut of tensions of consciousness, now living

in working acts, now passing through a daydream,
now plunging into the pictorial world of painting,
now indulging in theoretical contemplation. All
of these different experiences are experiences )
within my inner time; they belong to my stream of

consciousness; they can be remembered and reproduced,

and that is they can be communlcated

(Schutz, 1973: 258)

Thus reflection is the means through which social experiences can be
made to make sense to the individual. -Take, for example, a simple
iliﬁstration from the Grade 8 unit "Developing Tropical World". If
the student is to understand something of the experiehce Qf being

black in South Africa, Schutz may be interpreted as saying:
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dialectical relationship with the social world. Thréugh such guestions

the student is enabled to understand that different methodological‘
approaches to the soctal world will give different results. But
more than just this emerges. Such ground for understanding the social
world may potentially hold for the individual the understanding of
the developing tropical world differently, thus requiring of the
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individual a sense of-commitment to the unit.

Mead, through his work, suggests how the British Columbia Social
Studies 8 unit "Developing Tropical World" may begin to overcome the
objectification of the technical science approach to the region:
that 1s by restofing the self-respect of the individual through
critical reflection upon the possibilities which reveal the social
world.

Schutz was more goncerned with uncovering how the individual
grasped the social act in reflection. Following Dewey, Schutz defines
reflection as "stopping and thinkingﬁé*stopping the flow of the stream
of consciousness, in other words, and stepping Sut of it (Schutz,
1973: 169). As suggested in Chapter III gkg e{periences may be
grasped monothetically or polythetically. That is to say they may be
grasped as a single eyent or as a series of sub-experiences which
build one upon the other. But it is the polythetical aspects of
experience which Schutz may be interpreted as saying would be impor-
tant for a Grade 8 Social Studiés student's understanding of the
developing tropical world:

. if 1 want to attempt to grasp the meaning of those
experiences whose meaning is ESSENTIALLY contained in

the polythetic structures of its elements in inner
durations, that is, experiences of so-called temporal

~N
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Objects. When it concerns the meaning of a musiczl .

theme, of a poem, etc., I must carry out polytheti-

cally, after the fact, what has been built up

polythetically. (Schutz, 1973: 54)
Reflection defines the experiences of the moment and sets up the
limits of interest in terms of the individual. Schutz is suggesting
here that the interest and its theme are significant in terms of
understanding. To understand the intention of a poem or another
situation requires formal knowledge (e.g., nations of the developing
tropical world). That is a polythetic reconstruction of meaning. The
question of how these reconstructions are viewed within Schutz%s work

!

becomes important since it recalls an argument within the field of
hermeneutics: who speaks, the text or the reader?16 I would interpret
Schutz as saying that it is the reader who must polythetically recon-
struct the meaning. Consider, for a moment, Schutz's reflection upon
the role of the phenomenologist as developed by Husserl and Fink.
He states:

As we have said before, my mind may pass during

one single day or even hour through the whole

gamut of.tensions of consciousness, now living

in working acts, now passing through a daydream,

now plunging into the pictorial world of painting,

now indulging in theoretical contemplation. All

of these different experiences are experiences

within my inner time; they belong to my stream of

consciousness; they can be remembered and reproduced,

and that is they can be communicated.

(Schutz, 1973: 258)
Thus reflection is the means through which social experiences can be
made to make sense to the individual. Take, for example, a simple
illustration frem the Grade 8 unit “"Developing Tropical World". If
the student is to understand something of the experience of being

black " South AfricéﬁQSchutz may be interpreted as saying: y



,A) an initial experience, a poem - may be presented to the
student;

B) the understanding of the poem in its context may only be
“understood if the polythetic (after the fact) conditions surrounding

% .
the writing of the piece are addressed. This would, as I interprgt
1t, mean both individual and social experiences - the motives and”
interests of the author.

C) the material should point the way back to the originating
idea; even if the program agtually takes the student back that far
for various pedagogical reas¢ns. -

In making this interpretation of Schutz, the use of the term
"case" or exemplar again comes to mind. The exemplar provides the

i}
. soclal and individual ssetting for exploring the everyday life world
of the author of the poem. Schutz, [ believe, makes this point in
the following statement:

The preceding remarks serve to clarify the particular

~social relationship between composer and beholder.

Although separated by hundreds of years, the latter

participates with quasi-simultaneity in the former's

stream of consciousness by performing with him step

by step the ongoing articulation of his musical thought.

The beholder, thus, is united with the composer by a

time dimension common to both, which is nothing other

than a derived form of the vivid present shared by

the partners in a genuine face to face relation such

as prevails between speaker and listener.
(Schutz, 1971: 171-172)

The pedagogical problem which arises from tﬁé}quasi—sinultaneous
relation is not so much now a question of how to achieve it, but
rather which examples will be powerful enough to bridge the gap
between the student's social setting and the black African's. Which

examples, in other words, will prove relevant and at the same time
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arouse both teachers and students to Qork through the polythetic
steps which lead to the creation in the first place.

/7? . It is possible to grasp a poem monothetically within a conceptual
scheme, as Scﬁutz points out, but in such a grasp the essence of its
meaning is lost. He here would warn the Revision Cormittee against
taking such short cuts:

-

I can tell in one or two sentences the story of the

ancient mariner, and in fact this is done in the _ 4

author's gloss. But in so far as the political

meaning of Coleridge's poem surpasses the conceptual

meaning ~ that is, in so far as it IS poetry - I

can only bring it before my mind by reciting or

reading it from beginning to end. (Schutz, 1971:

173 -+italics in original text) '
The sense of "being with" the author in the quasi-simultaneous is,
therefore, significant. "Quasi", however, is an important term in
the sense that the reader still must be cognizant of interpreting
the work from his own point of view, both social and historical: it
is impossible to enter into and become one with the original author.
Thus Schutz and Mead would agree in that a quasi-simultaneous relation-
ship bears a close relationship to the reconciliation of{ﬂhigh Mead

< Y

writes (Mead, 1938: 182).

Each also suggests that reflection has both a social and histori-
cal character to it: that acts are constantly interpreted from the
“present into the past. Within this relationship the dialectic between
the social and individual emerges. Such a relationship is clearly
developed by Mead. But of importance in Schutz is that the ground

structure of a social interpretation is clearly in evidence. The

< world clearly holds the power, once reflected upon, to alter

~e of the individual. His actions are not those of an

-



isolated ‘individual, but rather those bf an individual both influenced
by and influencing, the social world. Both would also agree that it
is necessary to pursue rigorously the open horizon of bérticu}ar
experiences in order to .understand the motives and other situational
pressures which are brought to bear. Through their work it is clear
that both the curriculum guide and the resource material~for the
British Colunbia Social Studies B unit must begin to provide sub-
stantive materials which will permit the students to think, in depth,
about the character, both individual and social,_of the developing

tropical world, with the intent of critically understanding the area.

1

Historical View Point

Reflection, as a relevant concept in the works of Mead and

Schutz, is related to the historical sense: man has both a personal
3

or biographical history and a social history. It is the latter
~concept which will be addressed since it is related to the perspec-
tives or approaches to knowledge which may be developed wifhin the
British Columbia Social Studies 8 unit "Developing Tropical World".

The resource material for the unit often reflects an historical
point of view, frequently assuming,or taking for granted the" historical
conditions which may have contribuékg to the present social situations
in particular nations. The following serves-as.an illustration of
this point:

‘Rubber is grown on large organized plantations such as _

those operated by the Firestone Rubber Company in

‘Liberia, whereas the cacao and oil palm trees are

raised by Individual West African farmers. There

are few permanent European settlers in West Africa.

 Most aré traders or government officials who return
home when their terms of duty are completed.
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Rubber is made ... (Carswell, 1968: 212) T\}

why such a historical condition has arisen is not discussed. Further,

as the next line indicates, the emphasis is mainly upon rubber and how |

s

it is made. ,
}/

-

For Schutz the premise of the reciprocity of perspectives
‘carries with itAthe historical situation. By this he means:

All this does not refer merely to perspectives

originating in the location in space, but also

to those determined by the particular socio-

cultural situation in its particular historicity.

(Schutz, 1971: 147) - - o
As such the individual experiences his biography”in a world of con-
temporaries which is an historical one since it is constituted by the
socio-cultural processes which form the environment (Schutz, 1971:
312). The hisforical problem is mainly one of unfolding the relation-
ship between contemporaries; that is, individuals who are acting
within the present rather than in the past. The past, howeVer,
unlike the open hori;gé of the future, is fixed; the events them-
selves, as Mead suggested, have the same reality (Schutz and Luckmann,
1973: 87). They are closed and thus become the subject of future
interpretations. Again the quasi§simu1taneity of the individual with
the past becomes important but, inlthis case, with a strongér sense
of the past. Schutz states it thus: _

Through-this change in my attitude I'put'myself

in a kind of pseudo-contemporaneity with the

historical subject. Historical research is ‘

indeed seldom directly interested in the conscious

life of the historical subject. But it should not

be forgotten that historical sources, documents,

etc., always allow a backward reference of such a

kind, since they presuppose and pass on ‘experiences

of social reality on the part of the signa-
positing subject.. (Schutz and Luckmann, 1973: 90)



Schutz here forcefully reminds us that behind every anonymous document,
there lies the biography or biographies of other human beings. There-
fore, he calls our attention to fhe fact that there lies behind the
Firestone}Rubber Company the hand of ‘individuals and their particular
beliefs in how the economic work should unfold. Indeed, with his
interest in microeconomics, the foregoing stakement would closely
conform to his philosophy.

Students taking the Social Studies 8 unit "Developinc Tropicél
World" would, as I interpret Schutz, benefit from such a study. The
Firestone executives' biographies, revealed as a typification, would
serve to indicate the particular motives and interests which guide
the Firestone Rubber Company in its day to day activities during this
particular time in history. Studies of men in other companies of the
same genre would provide additional material.

Thus the student begins to develop an exemplar or case study of
men who influenced and directed a particular period of colonial
history. Schutz, in his view of the history, calls our attention to
the fact that it is a history of man.

But such an exploration only complefes'part of the scenario
which is being developed. For it is clear that the student and the
leaders and workers of the Firestone Company in North America all
share something in common; they belong to the same western cgltural
group. The other side of the coin is to understand something of the
social history of the native people who live in the developing tropical

world: for example, those who raise rubber trees in Brazil and

Malaysia.
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Essentially, we are left to discern what we can of their writing.
Schutz, 1 feel, makes this point in the following statement:

The reason that we characterize the latter as

quasi-social 1s to be found in the fact. that

this "society" has no "history", if one does

not want this expression to mean the intersecting

of biographies of A and B. When they die, their

common knowledge will die with them.

(Schutz and Luckmann, 1973: 290)

Such historical writings should reflect that which is common knowledge
to the people, illustrating their typical'probﬁgas and their typical
soldtions. Such descriptions, while culturally unfamiliar to the
student hay open the door to establishing a base for understanding.
The selection of the case to present is crucial since it would be
precedent-setting in that it sets the standard against which other
éxemplars may be judged (Schutz and Luckmann, 1973: 293). In a simi-
lar vein to the Firestone exemplar those of the farmer may illustrate
his day-to-day economic relations with others: growing his Crops,
selling it, purchasing household goods, borrowing money, and so on.
In their social-historical setting such cases would illustraté the
individual and social relations of the typified farmer in the Deve-
loping tropical world. His motives and interest may then be compared
with the Firestone executives and management.

Schutz is correct, I would assert, in developing the historical
in terms of contemporary relations; particularly in the context of
understanding the Grade 8 Social Studies program. Students involved
in the unit are, for the most part, interested only in viewing the

past in terms of the present. At the same time, through his detailed

examination of because and in-order-to motive and the notion of
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quasi-simultaneity in terms of the historical, Schutz might suggest
to the Revisjon Committee how importan{ these ideas are to an under-
standiég of the developing tropical world. Mead's interest in the
historical parallels that of Schutz. He states:

The best approach to this import is found in the
world within which our problems arise. Its things
are enduring things that are what they are because
of the conditioning character of passage. Their
past is in what they are. Such a past is not
eventual. When we elaborate the history of &
tree whose wood is found in the chairs in which
we sit, all the way from the diatom to thé oak

but lately filled, this history revolves around
the constant re-interpretation of facts to be
found simply in the impact of changing human
experiences upon a world that is there.

(Mead, 1959: 27)

Mead is explicating here the relationship between history and every-
day life, and the constant re-interpretation of the past in an effort
to make it connect with what is known in the present. As well Mead
suggests that it is the search for motives which lie h%dden in past
events which are important to bring to the present 1

... to which these histories seek a constantly

approaching agreement, comes back to motives

other than those at work in the most exact

scientific research. (Mead, 1959: 28)
The concept of "approaching agreement" within Mead's work leads to
the question.of how the histories of the people of the developing
tropical world may come to be meaﬁingful for the Grade 8 student. AS
Mead points out, there must be "agreement" with the context of the
present. Such aﬁ agreement, as I would interpret it, would involve
social and individual understanding. The interpretation must make

sense within the various historical perspectives of the present

which are givengsocial status (Stern, 1956). Mead states:
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Compare for instance the excitement of Eddington's

or Jean's histories of stellar bodies with the

monotony of a Newtonian mechanical structure or

the Kantian or Laplacean hypothesis. But they

carry with them not finality. (Mead, 1959: 46)

Socially there must be a constant readjustment ef the histories.

But such a readjustment is not simply a linear relationship; that is,
the history changes. If Schutz's concept of quasi-simultaneity may
be re-introduced at this poinf, Mead's meaning, perhaps, becomeg
clearer. Not only does the history become re-interpreted but so does
the iﬁdividual or social group making the interpretation.

Placing this in the context of the Grade 8 Social Studies resource
material, it may be said that if students come to the historical
cases or descriptions (individual or social) and interpret them in
light of Fhe present then it is possible to say that a transformafion
will take place; neither the students nor the histories will emerge
the same as when the study was begun. -'We do not remain", to quote
Gadamer, "as we were" (Gadamer, 1975: 341). In this sense the
beginnings of a common set of ideas which bridge the social-cultural
gap may begin to emerge. -Thus, while the resource material for the
British Columbia Social Studies unit "Developing Tropical World"
stresses physical-cultural differences, Mead, as I interpret him, is
suggesting that a cemmon ground or set of ideas should be identified
within the resource material; it may depict, for example, the history
of both the indigenous populations of the deveIOping tropical world
and western world. Such a view is consistent, as well, with the

notion of taking the role of the other as it was previously discussed

in this chapter.
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Schutz's and Mead's position may, therefore, be summarized as
advocating 7an h}storical basis upon which the unfamiliar may become
familiar. If the exemplars do not reveal such common ground within .
their pbssibilities, Ehen the course would not be as rigorous as it
might otherwise be. Each, as well, provides the grounds for criti-
cally assessing the social-historical development of the tropical
world 1in relatibn to the present day, contemporary world. The under-
standing of the notion of historical thus leads to the question: how
does the historical world relate to the contemporary world within the

context of the Grade 8 Social Studies unit under consideration?

Contemporary World: A Basis for Social Action?

That's the best thing, he thought, I1'd better try

a different approach. This is what I'll do - I'lt

just be an outside observer, and nothing more. I'm

an onlooker, an outsider, that's all, I'll say. And
whatever happens it won't be me who's to blame. That's
it. That's how it will be now.

.. It's the best thing. You're not answerable for

anything, and you'll see what you should. ’

(Dostoyevsky quoted in Laing, 1969: 132)

The work of neither Mead nor Schutz considers, as I have detailed
previously, the possibility of the disinterested observer. An indi-
vidual is committed to the scene in which he is involved. Mead, for
example, states his position this way: "The social nature of the

- present arises out of its emergence" (Mead, 1959: 47). Schutz, using

his notion of daily life, assumes the commitment of the individual

to the life world at each moment:

yet the world of my daily life is by no means my
private world but is at the outset an intersubjective
one, shared with my fellow-men, experienced and
interpreted by Others ... (Schutz, 1973: 312)



At the heart of each of the philosophies lies a view that the indi-

vidual is an active member of the society, involved in each moment

of it.

These two philosophies reflect a view which, as I have previously

suggested, differs from that of the Grade 8 Social Studies unit

"Developing Tropical World". The student, to use Dostoyevsky's terms

is "an outside observer”. While I have illustrated such instances

several times over, the following questions will serve as reminders

of this position from within the resource material:

17. What are the main occupations of the people of
the savanna?

18. (a) What is the chief handicap to agriculture
in the savanpa® (b) What steps have been taken

to improve agriculture? .
19. Draw two types of houses common in the savanna.
20. Describe the change in vegetation from north
to south in the savanna.

(Carswell, 1968: 199)

Such observer status detaches the student from the situation and
essentially turns him into a non-participant observer of the life
world. Schutz describes the observer status thus:

In other words, the observer does not participate

~in the complicated mirror-reflexes involved by

- which in the interaction pattern among contemporaries,

the actor's in-order-to motives become understandable
to the partner as his own motives and vice versa.
Precisely this fact constitutes the so-called
"disinterestedness" or detachment of the observer.
He is not involved in the actor's hopes and fears
whether or not they will understand one another and
achieve their end by the interlocking of motives.
(Schutz, 1973: 26)

The question here remains: how would Mead and Schutz view the-student

as an active participant in the Grade 8 program "Developing Tropical

World"?
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Mead's position regarding the active social participant may be
considered in light of the following statement:

If, however, the position to which I have been

referring is a correct one, if the individual

reaches his self only through communication

with others, only through the elaboration of

social processes by means of significant com-

munication ... (Mead, 1934: 233)
A self, according to Mead, is constructed through "significant
communication". He defines, as I interpret it, significant com-

munication as follows:
" That is the essential part of language. The gesture

must be one that calls out the response in the

individual, which its utilization will bring out in

another's response. (Mead, 1934: 97)
It is significant communication which permits the individual to gain
control of the field and thus to formulate his intents for approaching
a particular problem. Mead states it hence:

We get the attitude, the meaning, within the field of

our own control, and that control consists in combining

all these various possible responses to furnish the new

constructed act demanded by the problem.
(Mead, 1937: 97)

Such control would, in Mead's sense, allow the "I" to emerge within
the individual;_that is, the individual is able to sense the relevance

of particular materials for himself. It speaks directly "to" him

.rather than "at" him.

Further, as I interpret Mead, he is suggésting that the nature

of significant communication must be such that it provides the grounds

for allowing the individual to take social action. Specifically by

this 1 feel Mead may be interpreted as meaning:

1) control over the situation where an individual acts in concert
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with others but without losing his own self in the process. The
individual may at any time break off his conduct with the others and
"go it alone".

The social conflicts among the individual members

of a given organized human society, which, for

their removal, riecessitate conscious or

intelligent reconstructions and modifications by

those individuals of their own personalities.

(Mead, 1934: 309)

A member of a community is not necessarily like

other individuals because he is able to identify

himself with them. He may be different.

(Mead, 1934: 325)
The term "go it alone" means that the individual is sufficiently
cognizant of his own position and the social structures of the
situation (be it a grbup or social institution) to act, if necessary,
against them.

2) tension between the individual and the object of interest;

if we limit this to a social situation it clearly would involve the

dialectic between the individual and the society (Mead, 1959: 279-280).

3) recognition that any social action involves, a degree of

change; no situation is static (Mead, 1934: 321). In the context

<

of the "Developing Tropical World" unit under discussion Mead would

perhaps summarize the case as follows: Fr
Education is definitely the process of taking over
a certain organized set of responses to one's own
stimulation; and until one can respond to himself
as the community responds to him, he does not
genuinely belong to the community. (Mead, 1934: 265)

That is, until the student 1is actively engaged in ébrting out the
problems presented by his own education through the developing

tropical world, then it could not truly be claimed that he is actively
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involved in the course. .

Schutz approaches the concept of social action from a different
perspective. He begins with the individual and moves toward the
society. Like Mead, Schutz viewed social action as a fundamental
unit of study within the social sciences.

This meds that any phenomenon pertaining to the

realm of "the social sciences may be described as

a system of human actions which is capabte of

being broken down into ultimate unit acts, whatever

level of analysis is employed.

(Schutz and Parsons, 1978: 11)
"Much of the social action of the individual involves his everyday
life world; the world in which he follows or acts through the situa-
tions he encounters according to the various recipes which he has
learned socially (Schutz and Parsons, 1978: 27). These habits of
thought are, for example, the ones which a student in a Grade 8 Social
Studies class might follow in order to "get through" the course.
Here, as I have previously outlined in terms of Schutz's work,17 we
must make clear the interest of the Grade 8 student. He is not, by
and large, the social scientist interested in searching out valfdity
claims, but rather he'may be conceptualized in terms of the well-

\
informed citizen. He is learning how to view situations problemati-
cally and how to judge, given the data, whether his conclusions are
probable. Schutz might conceptualize, as I interpret him, the typical
Grade 8 studentv§tudying the unit "Developing Tropical World" thus:
~ To be sure, if a situation emerges which cannot be
~.controlled by pure routine, if the actor "stops and

thinks", as Dewey says, he might refer to some

empirical science, for instance, by consulting an

expert as to whether the means he intends to apply

are efficient enough for realizing the intended ends.
(Schutz and Parsons, 1978: 29)
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As sj%ﬁ? the basis of the action which follows is one of the possibili-
ties, the end which emerges is the result of following through one of
the possible consequences. Thus, the basis for action, in the edu&a— >
tional setting of the Grade 8 Social Studie$ program "Developing
Tropical World" is related to the consultative process: resource
materials, teacher, other students. In this sense the basis for
understanding social action within the context of the unit begins to
emerge: soclal has its origin in the intersubjective world; I act
with others.

My experience of the world justifies and corrects

itself by the experience of the others with whom

I am interrelated by common knowledge, common N

works, and common suffering. (Schutz, 1971: 9)

Experiences in the\t?rld, eventually, are discriminated one
from another. Such discrimination involves not only corporeal objects
but also mental constructs such as those students would encounter in
the Grade 8 Social Studies program, that is, the ideas which are
presented within the context of the program. These provide the
substantive concepts around which the pages are constructed. As
such Schutz defines action as initially referring to the project.

Action then is behaviour in accordance with a plan

of projected behaviour; and the project is neither

more nor less than the action itself conceived and

decided upon in the future perfect tense.

(Schutz, 1971: 11)
Here, too, the previous discussion of in-order-to and because-motives
is significant since the latter refers to the possibilities and the
because to what has(&%curred. In a social sense the Grade 8 Social

Studies'Brogram will orient the student towards the possible paths

'S - o )
which he may take. A fuller understand;ﬁ% of *the reflective aspects

\.

£
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of the action, through the because-motive, would require the student
to become actively involved in his own social environment. What the
student comes to understand may then bg applied to some of the unit
material related to the developingytropical world. Thus, as I inter-
pret Schutz he is suggesting that the "aliJZness” of the material
related to the developing tropical world is important for conveying
and helping the student understand the social grounds for action in
the everyday life of the people.

This point is very difficult within Schutz and Mead since they
are not setting_fqrth the recibes for going into the world and alter-
ing its fundaméﬁtal\social and economic structure. Rather, each, in
a different way, is providing the basis of why an individual or group
may go forth and attempt to alter the social-economic structure.

They attempt to answer the question of how the student may become

involved in altering the social world. Thus, when Schutz, for exampﬁe,

\
suggests*

The meaning of a musical work, however, is essentially
of a polythetical structure, (Schutz, 1971: 172)

he is indicating, as I interpret him, the complexity of understanding
within any one given social act. It is not the simple understanding
of the uninformed man on the street:

A certain tendency to misinterpret democracy as a

. political institution in which the opinion of the
uninformed man on the street must predominate
increases the danger. It is the duty and privilege,
therefore, of the well-informed citizen in a
democratic society to make his private opinion
prevail over the public opinion of the man on the
street. (Schutz, 1971: 134)

Both Schutz and Mead might agree that a well-informed citizen must be

prepared to speak out. Students studying the British Columbia Social
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Studies unit "Developing Tropical World" should be prepared for speak-
ing out, to be actors in their own social world. The materials in the
course, following Schutz and Mead, should irform students to the point
where they are able to speak 6ut intelligently in terms of the devel-
oping tropical world. Resource'méterial may reflect the frames of
reference, rolés, thinking, social conditions, history, and so on,

of the people of the region. The involvement of a student in his own
social world in an active way may be taken-for-granted but, of course,
it is the degree which is important. Thus Schgtz, in referring to

the uninformed man and the well-informed citizen is speaking ‘to this
degree. Resource material and the curriculum guide for the "Devel-
oping Tropical World" could not provide the action but rather only

the sense of the social action; take the stance, in other word%,

that people are involved in their social levels. A program, as I
interpret Schutz and Mead as saying, should address these grounds for
possible action. The student within the Grade 8 Social Studies
ig}ogram cannot be a passive observer of his world but mus; always be |
viewed as an active participant in his wggiﬂ.:@;

Basis for Understanding the Socigl World

v {

The Revision Cémmittee for the British Columbia Grade 8 Social

2

gﬁ&udies program took for granted the way in which the ‘people of the.
developing tropical world may be understood:by the students and
teacher. .Focusing upon the methods of téchnically oriented scientiEt;
without addressing his fundamental assumbtions, created potential
to isolate, in many instances, the program from the participants.

The position is taken that the people of the developing tropical

259
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world, in other words, exist for the convenience of the program; they
are there to be studied. ‘

Both Mead and Schutz begin by making the social world problema-
tic: nothing is to be taken for granted. But while each makes it a
problem, the starting position for ‘each differs very widely:

1) Mead begins, as suggested earlier, by considering the society
‘and the individual's relationship to it. The individual is born
into a social world and is shaped by this world. It is this world
which creates his very humanness.

2) Schutz begins with the individual and assumes that he moves
into the social world. How the child cdomes to be a human being is
largely taken for granted within the work of Schutz.

The historical social structure is already "causally"

presupposed in the earliest experiences of the child. q&

We do not need to discuss this circumstance further

at this point; it is obvious that the social

structure (mother, provider, protector, teacher,

etc.) also serves a function in the survival of

the human child ... It is crucially significant

here that the self, on which the conscious unity

of subjective experiences and acts is based,

becomes educated through intersubjective events

and thereby presupposes a historical social

© structure. (Schutz, 1973: 244-245)
For Schutz the self is given through his contacts with the other as
they are defined within the context of "responsibility". Responsi-
bility connects the past, present, and the preplanned acts of the
future (Schutz and Luckmann, 1973: 245). But such responsibility
may -only be learned and as such suggests that the individual comes
from a presocial expérience into a social setting, that is, the "HWe
can act together" (Schutz and Luckmann, 1973: 35). In this wa§\\\“

language determines the version of the We-relationship wnhich a child



will experience. It is through this language that the habits and
taken-for-granted assumptions will become available to a child. Thus
"~ the culture of the particular social:-group or sub-group, is‘passed
from one geheration;to another. For Schutz the question of Ianguage
is one which addresses the function of communication in terms of the
individual and the social structure.

Then, is it.the symbol which creates society and

community, or is the symbol a creation of society

fmposed upon the individual? Or is this inter-

relationship between society and the system of

symbols a process of such kind that symbols, or

at least some of them, orlglnate in society, and,

once established, influence in turn the structure

of society itself? (Schutz, 1973: 292)

Elsewhere 1 have considered,the.backgroundvto Schutz's position
regardlng these questlons }8 Here 1 consider the statement "influence
in turn the structure of Soc1ety itself" since we are con51der1ng,

in Schutz s terms, the “power“ of the exemplars or cases whlch might
be considered for 1nc1u51on in the resource - materlal 19,

Perhaps the first potnt to consider is that ‘the everyday world
in which I live is not of my own construction. Thus% in McHughls '
sense, the student must‘begihE%&-defining the situation (McHugh,
t@§8). Tension will be created between.%§§ social and iﬁdividual

2]

definitions of a particular action... Such tension stimulates within .

the individual a pause in the action and,ﬁbssiblyta search to control

those aspects of the act which 1i¢ within my reach or manipulatory
area (Schutz, 1973: 329; Mead, 1938: 121).. (Mead states:  “"In the
distance characters seem to be no longer distant, and the:object

answers to a collapsed act” (Mead, 1938: 121).) In such a setting the

A

ability_to move within the horizon or to foresee new horiZoq; dees,\

P

kN
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not come from the situation but rather in fhe interpretations which
flow from it. This means that I must come to terhs with what poten-
tiallijs laid before me. The resource material for the unit should
therefore open these potentially new horizons: they should provide
some of the basi§ for judging and understanding the sOcial—cuytural
experience in terms of the individual experience. The following
would serve as examples:

Mexican Peasant:

As far as there being any protection for the rights
of people who live in the country, the peasant keeps
on eating beans out of an earthenware pot and hot
peppers which he mashes on a stone slab; that's all
the peasant eats, and he goes around half naked all
his life. He doesn't make any progress; he doesn't
go ahead. (Lewis, 1961: 297) ’

Corporate Executive:

The best hope for developing countries, both to
attain political and cultural nationhood and to
obtain the empldyment opportunities and export
earnings they need, is through the integrative
power of the world economy. And their tool, if
only they are willing to use it is, above all,

-the multinational company - precisely because it
represents a global economy anE cuts across national
boundaries. (Drucker, 1974-75} 129-30)

Each of these statements represents a symbol of "progress"; each,
in its own way, defines the term. Schutz would view man as being
born into this predefined world:

In truth, man finds himself from the outset in

surroundings already mapped out for him by Others;

i.e., "premarked", "preindicated", "presignified",

and even “"presymbolized". (Schutz, 1973: 348)

‘ \ ,

The method for finding one's way about within this predefined map 1s

largely set; the peasant accepts his role as peasant. Such would be )

“the case only if the world were statically defined, but symbols

-4
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like society are potentially fluctuating in their meaning.

James, for example, says in discussion on the fringes of a
concept, and so does Husserl in his concept of horizon, that every
symbol contains within it the potential to move beyond (James, 1980:
275-276). Thus the symbols themselves carry with them a potential
tension for interesting the individuals. In terms of the two example
quotations cited above the questions a Grade 8 student may raise
~are, what does each mean by “progress” and what assumptions might
each maEé? It is important here to realize that there is not Simply
a relativfstic point of view emerging but rather a search for the
essence of what "progress" means in its context. They may in the
end mean the same thing. OQur relationship to the institutional
beliefs embodied within the symbol “progress" should therefore be
revealed. The Grade 8 Social Studies student would become informed
about the depth of the concept. Schutz opens the way for such
activities on the part of students when he states:

We merely want to add that the symbolic appresentations

by which the in-group interprets itself have their

counterpart in the interpretations of the same symbols

by the out-group or out-groups. However, those

interpretations will be necessarily different from

that of the in-group, because the system of

- relevances of both groups (and the respective
apperceptual, -appresentational, and referential
schemes taken as systems of reference for interpreting

the "order" so created) cannot coincide.
(Schutz, 1973: 355-356)

But while the interpretations may be different there is tension
created through the student'ﬁ attempt to understand how they would
or wo&id not cbincide within their particular frame of referenée.
Thus, while Schutz suggeéts how symbols came to be and how theyvare

interpreted, in identifying this aspect of the process, at the same
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time reveals how they may be destroyed. It is within the horizonal
aspect of each concept or idea that the power of re-interpretation

lies both with the individual and the society. The Mexican Peasant
cited above, for example, goes on to say: ‘

If the government happens to be a decent fellow,

the gangs that control him won't let him do

anything. Any time there's a good man who

wants to do something for the people, the other

fellows won't let him. There's nothing dirtier

than politics. (Lewis, 1961: 495)

"There's nothing dirtier than politics" is perhaps an ordinary man
in the street's comment which students could associate with. But it
is what follows that could separate the student and the Mexican:

It's pretty rotten, and there's been a lot of blood

shed too, and who knows what else. How many people

die so a man can get into power? Things are muddled

up, not above board, I'd say ... He tells them, you

go this way, and they go this way; you go that way,

and they go that way. (Lewis, 1961: 496)

Motives, frame of reference, and so on, all become important within
the situation. But such descriptions of repression and tfe symboli-
zation of "progress" are aspects of the individual interpretation of
the situation and_are caqule of being addressed within the case as
I have interpreted it.

There is, perhaps, a further sense of the symbolization which
has been addréésed by Mead. As noted previously, Mead initially
focused upon the understanding of gestures. "The gesture gains
its significance through the fact", states Lorenzer of Mead, "that a
commonly-accepted meaning is attached to it" (Connerton, 1976: 149).
Interaction between individuals is based upon the symbolic exchange

and interpretation between individuals:
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The importance, then, of the vocal stimulus lies in

this fact that the individual can hear what he says

and in hearing what he says is tending to respond

as the other person responds ... It is, of course

the relationship of this symbol, this vocal gesture,

to such a set of responses in the individual him-

self as well as in the other that makes of that

gesture what I call a significant symbol.

(Mead, 1934: 70-71)

Such an interchange occurs against a background or landscape, that
is, against a social situation which reflects a social-historical
setting. The landscape is continually altering against the social
setting: Only those aspects qf the landscape within immediate grasp
or manipulatory area may be altered£

Human intelligence ... deliberately selects one

from among the several alternative responses

which are possible in the given problematic

situation ... (Mead, 1934: 98)

Such responses, given a problematic situation, are not automatic;
they convey new possibilities for understanding the life which lies
behind them.

Mead's discussion about learning a new language suggests that .
the process cannot be carried out in isolation from the people or
cultural context; people will learn, in other words, something of
the culture as the language is studied.

A person learns a new language and, as we say, gets

a new soul ... he becomes in that sense a different

individual. You cannot convey a language as a pure

abstraction, you inevitably in some degree convey

also the life that lies behind it. (Mead, 1934: 283)

The questibn here for the Grade 8 Social Studies unit "Develdping
Tropical World" is not so much about learning a new language, but
ratheﬁ whether learning new ways of understanding the social world is

like learning a new language. For example, if social understanding is

LY
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typically conveyed through the language of technical science then
does viewing the social world through Mead's pragmatism or Schutz's
phenomenology constitute a similar experience to learning a new
language? If so, what does it suggest about the critical function of
learning new ways of approaching the developing tropical world?
Dallmayr and McCarthy point towards the fundamental nature of learning
different ways of thinking when they state:

The tension between invariance and contingency,

individualism and intersubjectivity, are not the

only predicaments besetting social inquiry today.

Conjoined with these issues, the sketched skirmishes

and developments have engendered a quandary which

touches the core of ¢ognition and the basic structure

of the republic of letters: the quandary regarding the

relationship between science and understanding, knowledge

and self knowledge. (Dallmayr and McCarthy, 1977: 10)
Of critical theory Connerton says the following:

Common to all these aspects of this programme was

the belief that no partial aspect of social life and

no isolated phenomenon may be comprehended unless it

is related to the historical whole, to the social

structure conceived as a global entity.

(Connerton, 1976: 12)
Each of these authors refers to the fundamental way in which language

<« A3 {'

conveys, -to paraphrase Me$d, a new soul to the individual. A way of
thinking, through the language, carries with it the way of thinking
about society. Both Mead and Schutz, for example, wrote against the
"tyranny of science", that is, the language and praxis of technical
science as it was being used in scholarly and everyday works. Lang-
uage, or the learning of a way of thinking, can be expressive, that
is, it may hide or cover over what is there. So while Mead states,

"A person learns a new language and, as we say, gets a new soul ...",

there must be more to it than that. An individual must be, in the
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full sense of Schutz's term, a well-informed citizerr. It is not
enough to substitute one form of tyranny for anothera~ohe-form of
Obsession for another. Such'a "new soul" should recognize his position
vis-a-vis others. There must be, in other words, cfitital under-
standing on the part of the individual. In many ways Mead parallels
Schutz's view of the well-informed citizen. For example, his dis-
cussion of the expert reveals the“sogée of the well-informed citizen
NS

as follows:

The superiority which the person now has. is not a

superiority over the other, but is grounded in that .

which he can do in relation to the functions and ¢

capacity of others. (Mead, 1934: 285) '
An expert is grounded in that which he can+do, .as would a well-
informed citizen, as opposed to the uninformed man on the street.
His position "gives him a definite position in which he can realize
himself in the community" (Mead, 1934: 285). Of the ordinary citizen
in society, Mead says this: ,

But with a full development of ﬁﬁoh organization

we should get a higher spiritual, expression in which

the individual-realizes himself Yh- others through

which he does as peculiar to himself.”
(Mead, 1934: 289)

The importance of the term "realizes" must be stressed. A person
cannot develop unless he is fully aware of why he is-acting as he is;
his own self does nat fully emerge unless there is that awareness.
If we carry this further within Mead's work, it foliows,that thg/o i

expression of the individual exists if he is not allowed to:fully

-emerge, that is, if his self does not develop. Thu§;:
, research position taken in the “Developing Tropical W

Grade 8 Social Studies would, as I interpret it within Mead's work,

t
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represent a form of repression.

But Mead also makes the point that it is within the control of

R

the individual as to whether or not a particular eﬁVironment is&f IT}X

permitted to c;ntinue:
The sort of environment that can exist for the organism, 5
then, is one that the organism in some sense determines. :
(Mead, 1934: 245) ‘ :

If the conditions of ehergence afe non-repressive, it is possible

for the individual student to influence something of‘the social

environment. But as has been continually stressed by Mead, this is

contingent upon the full emergence of the self.. While tﬁése condi -

tfons are not the same as Schutz's,-they are similar in their thrust

to his theme in the essay, The welliinformed Citizen.

i

A §tudy of the geveloping tropical world should, I would conclude,

effect some grounds for understanding the social world of the peoplé !
of the region as revealed thfough a fairly simple, yet philosophically
complex study of approachéé to the area. Unless the British Columbia :
Social Studies 8 ﬁnit does adqress some of these concerns, it will

contribute to the isolafion of students from the social world around

them.

Summary

Mead and Schutz have contributed to the reviewing of the social

world as it has related to the/British Columbia Social Studies 8 unit
"Developing.Tropical World".

Mead and Schutz each would Concéive of "development" as being
related to the ongoing action of the individual in the social world.

- It 1s implied that a relationship exists between the individual and




his social world. Such a relationship involves an understanding of
his own»social situation and that of the people he is intending
towards. Also involved is a critical understanding of the situation
as it exists as well as the possible futures for it which may be
unfolded. In this sense the u;?%miliar as well as the familiar social
world must be explored. )

The concept of. "development" entails, therefore, a sensitive
portrayal of the social/ﬁbrld. Refationships between peoples are
made problematic at both a micro and a macro scake. At its basis is
an understanding of how social relétionsh{EEJEfé entered into amongst
the people of the world. “Development" is thus a term which implies
a deep understanding of ang commitment to tﬁgﬂggflal world. .

"Development", as it is presented in’the\ynit, glosses over the
dynamics of tiig social worid which have been preSented by Mead and
Schutz:

a) the need to relaté the student's own social world to the
developing tfopical world; |

b) the possibility for finding materials which reflect the
position of reciprocity; | |

¢) the active understandihgvof the social worid;

d) the understanding of the developing tro&icai world's history
from the standpoint of the present;

e) that a deeper.understanding of our own’culture comes througﬁ.
an understanding of another; ' )

f) that the national and western beliefs limit of provide signLQ

ficant resistances to our understanding of man in his relations with

)
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other human beings. To understand another as a human being strikes

deeply into our own understanding and values.

1.

Footnotes

Critical Position

Alfred Schutz and George Herbert Mead are each in his own way
concerned with understanding human social experience¥ By this
I mean that both sought through their lifelong endeavors to
genetically understand the human being as he actively lives in
his social world. It is my position that while their interests
varied, they in many ways complement one another in their work.
This, however, is not to say that Schutz is a praghatist for he
is not, nor is it to say that Mead is a phenomenologist, for he
is not; rather it is to®suggest that there is the possibility
of identifying some common ground between the two.

At the outset it is necessary to note the work of Maurice
Natanson, in his book, Social Dynamics of George.Herbert Mead.
Natanson offers in his woFk some comments upon some of the
phenomenological insights offered by Mead.. I would, however,
view this chapter not as a summary of“his work but rather as one
that raises and discusses some questions which 1 feel arise
from his effort. Among these questions are the following:

1. How may Alfred Schutz be used to complement the work of
George Herbert Mead? Or how may the work of Mead be comple-
mented by Schutz? - - .

&y . N
2. How would the divergent qualitles of each render the comple-

mentary aspects of each impossible to develop? Might it be
possible to recongile philosophically the two positions?

Maryl establishes, in a short paper entitled Ethnomethodology,
the critical positions of incompatibility between Mead and . @
Schutz. His critique is reflected in the following two excerpts.

Thus in Mead's classic formulation, the meaning

of A's activities are found in B's responses.

For Schutz following Husserl, on the other hand,
meaning originates in the stream of experiences

of the solitary ego. (Maryl, 1977: 275)

As Mdrx, Mead, and more recently Goldmann, among

many others, have forcibly demonstrated, social . ,g?
relationships are derivable andsexplainable, from
social relationships and not in®vidual conscious-
ness. The only thing that can be derived from the
solitary ego is the solitary ego. (Maryl, 1977: 277)

™,
N
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As [ interpret Maryl's position he is saying that since Schutz
accepts meaning as arising solely within the individual conscious-
ness, he fails to establish meaning and how it arises within the
intersubjectivity of everyday life; that is, how it may be
socially derived. If meaning arises solely within the solitary
ego, we could not hope to understand the social situation and

its emergence within the individual consciousness. The question
which Maryl has raised was reflec@ed in an early part of Chapter:
IT through an example related to the Grade 8 Social Studies
curriculum. The example was as follows: A black South African
constantly lives with the threat of death within that society.
Since Schutz's phenomenology is largely concerned with des-
criptions of the taken-for-granted of everyday life, he addresses
himself to the question of how it would be possible to describe
eidetically such a social instance. In answer to this I would
initially respond from Schutz's position; that what is taken-for-
granted is the situation of continually living with the threat

of death. But beyond this we must also consider the relation-
ship that must be established between the phenomenoogist and

the individual or individuals whose descriptions of experience
“become the object of his attention. To take such a position

" regarding the phenomenological descriptions would preclude the
"possibility that the object ef its research interest are merely
fictions of his mind. Upon entering into a social relationship-
in order to comprehend and describe the experience, the phenom-
enologist is implicitly recognizing the intersubjective nature

of his task. Constructing typical frames of reference is an
1ntersubject1ve activity. .

If we return to the South Afrlcan sxtuatlon we will recog-
nize that the South African lives in-one situation while we live
in another; one situation is relative to another. The meanings
which I give to my everyday life are taken-for- granted as being
normal to me, while those of the South African black, living in
the constant threat of danger, are normal for him. Since the
two positions are initially relative we would understand that
the phenomenologlst would recognize that each would dwell within
a dlfferentmsystem Schutz in other words, in describing the
way 1n(ph)ch meanlng 1§ w1th1n consciousness, does not take:
.account” of how. Such meanlng has arisen. The knowledge which we -
- ‘have of the life world’is understood by us as already socially
constituted and meaningful. It is a world which is full of others,
some of which have existed in the past and some of which exist
in the present. The "things" of the world are not simply
physical entities but rather theyrare the sedimented meanings,
purposes and values (norms, histories, etc.) of the world which
surrounds us. As I 1nterpret the everyday life world of Schutz,
it is a world which is peopled by, others who have entered into
relationships whoseiactivities have led to the constituting of
activities. While we are not able to experience directly these
beyond the contemporaries, those with whom we share the world, we
are nevertheless able to invoke various schemes to interpret the
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world of our predecessors, part of whose meaning dwells in the
symbols of our daily lives (Schutz, 1967: 210-211). Schutz
makes this point in a different way in the following comment:

But, of course, by "understanding the other person®
much more is-meant, as a rule. The additional

something, which is really the only strict meaning
of the term, involves grasping what is really going

on in the other person's mind, grasping those things

-

of which the external manifestations (e.g., gestures)
are mere indications ... He knows perfectly well from
the total context of his own experience that, corres-
ponding to the outer objective and public meaning
which he has just deciphered, there is this other,
inner subjective meaning. (Schutz, 1967: 113)
(Bracket added)

As 1 interpret Schutz, meaning involves both the public, the °*
social understanding, which is already constituted as well as
an inner subjective meaning. The interpretation of the meaning
which concerned Schutz was both of these aspects: the social
and the inner subjective experience. Thus I would argue that
while Schutz does not develop the social self, as does Mead,
the essence of it is -present in his writing.

Maryl is not, 1 would argue, within my interpretation of
Schutz, entirely correct to claim that Schutz's position ends
with the solitary ego. But aside from this his position dees
not negate the worthwhileness of using their work in a critical
analysis of the Social Studies 8 unit "Developing Tropical

World".

The usefulness of such an activity is suggested by

George,Guryitch when he states:

e
Neither the individual nor society is able to
exist without the other ... The inbividoal is
immanent in society and society is immanent in
_the individual. From this reciprocal immanence
one finds society anew in the depth of the "Me"
and discovers once again the "Me" in the depth

of the "We" society. (Gurvitch, 1968: 68)

-

Mead and Schutz represent, iﬁ a sense, the point and counter-
point of the individual-society dialectic. The pointstof view
are remarkably different.and yet they parallel each other very

closely.

For it is not in the "I" of their relation, but rather

in the "Me" and "e" of the relation that their work is signi-

ficant.

Mead's philosophy, as Chapter IV indicated,
physical. it
. common with all men within their lived experiences. Schutz, on

is ultimately meta-

“His concern was ultimately that wﬁich is held in

the other hand, focused upon theveveryday experience, looking
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at the "universal" within the cultural group. But does Schutz
necessarily stop there? I would suggest that he ultimately
wished to develop a philosophical anthropology of man as a
natural extension of his work. Within such an anthropological
approach culture would be preserved in terms of its intention-
ality, that is recognizing as Bidney has done that culture is
the product of human work and its adjustment to the natural,
physical world (Bidney, 1973: 134).

Schutz's interest in a metaphysical anthropology is revealed
in his writings with respect to Max Scheler (Schutz, 1975:
143ff). He writes of Scheler:

Surely only by starting from the essence of

man as brought into view by the philosophical
anthropology can the supreme ground of all

things, which is God, be revealed by means _ g
of a kind of transcendental inference ...

(Schutz, 1975: 154)

Schutz, speaking of Scheler's interpretation of three forms of
knowledge goes on to say: ,

Sometimes in great cultures a particular type
of knowledge predominates, such as in India
knowledge for the sake of salvation, in China .
and Greece cultural knowledge, in the Occident - -
(since the beginning of the twelfth century) \
knowledge for the sake of domination in the \
positive science. (Schutz, 1975: 154) ’
Schutz's explorations of the lived social world were, I would:
argue, to provide a framework for a later philosophical anthro-
pology of man, with a view to undérstanding social man in his
world. His tentative directions Structures of the Life World
begin to indicate this. -

- ) _ :

Mead, as I have indicated several times in Chapter IV, was
interested in the human relations which bind man. Burke sug-
gests, though, that Mead cast his approach to the metaphysical
questions in the following form:

How does.a proper understanding of the method *

- of science enable us to handle problems trad- " [
itionally called "metaphysical" without appealing
to transcending experiences? (Burke, 1962: 86)

A LN ]

Mead's posjtion clearly ﬁefers him back to the sociad dialectic.lA
of the individual and the society, or the social construction of

reality as Berger and Luckmann (1967) put it. This foundation

perhaps points to the possible grounds for further considering

the work of Schutz and Mead, Such a study yould. appear to be a
logical extension, at this point in time, of their work.

‘
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See Chapter II.

Both Méad and Schutz agree that the past is always interpreted
in terms of the present. The following references illustrate
the case in point. . )

Schutz and Mead agree on this point. Mead, following Schutz,
suggests that habits are indeed outside the realm of ordinary
thought (Mead, 1938: 68). Further, Mead, throughout all of his
various works, consistently refers to the epistemology of tech-
nical science and its linear ordered view of society. (Mead,
1938: 63) &

(1) While Mead and Schutz approach the notion of time differ-
ently, we may agree that time varies with the perceived pace
of experience.

(2) Both would agree, I would argue with the procedure; that
is, beginning with the student's own social setting.

[} -

Popkin (1968), in an article Where are the L1v1ng
suggests that Schutz's use of the stream of consc1ou%ness
postulates Husserl's solitary ego andsthus confines His work oK

—

within this assumption. (Husserl, 1960) But I would suggeSu»§§_

that unlike Husserl, Schutz premised the existence of the
social world. As such the stream of consciousness of the indi-
vidual must be re-considered later within his framework ’
Schutz states:

Once we have established the fundamental ' o
priority of the subjective stock of - '
knowledge (and finally of knowledge

based on "independent" experiences), in

contrast to the social stock of knowledge,

we must stress that in its actual ‘
development things are otherwise. The: o g
subjective elementy of knowledge which ‘ L
enter-into the social one are only to a
small degree "independently" acquired -
and ‘this only in the restricted sense of
the "independence" previously indicated.
Whenever we take on such a minimal social
stock of knowledge (and that by definition
happens in every human society), most of '
the subjective elements of knowledge that
enter into its further development are
derived from the prevailing, already given
state of this stock of knowledge. -
(Schutz and Luckmann, 1973: 263)

Schutz clearly bases his work upon the social 1nd1v1dua1 as -the
foregoing demonstrates. . As well the Mstream" metaphor might be
considered as a- landscape metaphor rather than as a "line" or

"water” one. A river cannot exist apart from its banks and its

-«
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total drainage basin. Similarly, as Schutz might suggest, the
consciousness cannot exist apart from the social events around
which it is constructed. Further their conception of "He" N
has several commonalities. - c -

We
.

. The notlons of past, present and future all speak ‘towards

the tndividual ip° his social .setting but how these are carried

over in a social sense must.be considered further. Schutz,

constantly through his work, speaks of the "we-raess" of the

social relationship. Indeed it is 1np0551Ble to consider meaning

-apart from this. We need not repeat all of our previous dis- -

cussion but rather indicate Schutz's p051t10n and then comment-

upon it relatlve to the situation at hand: 8

I experience a fellow man directly: if

and when he shares with me a common Cty
sector of time and space. The sharing BPEEY
of a common sector of time implies

genuine simultaneity of our two Streams

of consciousness: my fellow man and 1

grow older together. (Schutz, 1971: 25)

Within this we must also note that Schutz would con31der the ,
individual to have the freedom to move within the various choices
that lie before him as he lives with his fellow-man; such

actions which may be directed towards his fellow-man must be
viewsd in terms of the meaning which he ascribes to these
behaviolrs. 1t is within this that méaning becomes a time
problem.for Schutz. (Valone, 1976: 202) The attention "a-la-

vie" as Bergson would suggest. involves the tensiors which arise ;¢“*\§\,

between the individual and the social iconditions which surround
him; as such-he-is able to-understand that he is indeed growing-
older with them. The objective social condition of Human
suffering, be they a drunk on the street or the 'more remote_. ,
Biafran child, focus our attention on the world. We¢ realize . -
that it will take us time to solve these problems; but at the
‘game moment we may orOJect towards them. The esserice of -this
situation is contained in Schutz's understanding 1at we live
with the'understanding of our own :temporality; we/are living SR
L

“in that sense with death; ‘with o ite time, but this, as
Schutz suggested, is also undens ¥ from other of whom we m
have direct or indirect experlence. We are aware that the world
has been Tnhabited by both predecessors and sudﬁessors as well
as our. contemporarles ~ (Schutz and Luckmann,,1973 47) -

f B

Such-a 11m1tat1on Schutz suggests 1nf1uences our total
relevance system. He states ' :

'The'relevance system of the natural attitude
is derived from this: 'the manifold, mutually

|
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interwoven systems of hope and fear, wants
satisfactions, chances and risks that induce
nmen to master their life-world, to overcome
obstacles, to project plans and carry them out.
(Schutz and Luckmann, 1973: 47)

But man is here limited to what is before him. Indeed he cannot
truly comprehend more than the "what is", in the sense that he
1s able to interpret his own historical situation vis-a-vis
those who have gone before. He points out the following:

The stream of history includes anonymous
eyents, it knows co-existence and fixed
Igci in time. On the other hand, the
stream of history can be reduced to the
genuine experiences of other men,
experienges which Occur within the
Imnediacy of individual streams of
consciousness, experiences which refer
to contemporaries, experiences which
take place within both We and They
relationships. (Schutz, 1967;'2{§)

Here we see a common element which Mead and Schutz have:
both wish to avoid the ontological problems of the human exis-
tence. That is, they wish to $tart with and remain at this
everyday level. The question may be raised, how does the novel
© or the tension of everyday life provide a human connection;
vhat binds us, in otheyr words, together?

For both Schutz and Mead it was enough to live our lives
with others and through this to understand what it is to be
human, in our everyday life. In this sense the ontological
question does not need to be answéred; it is enough that .we
live with our own finite and it is as Schutz and Mead suggest
possible to develop a metaphysical position out of this.— . |

If we return to the quotation above I would note Schutz's
early use of the term "stream” as it would relate to history.
Considering his position on history we would realize that the Ll
term "stream" could be substituted for passing as for example
in the same sense as a play. Indeed Schutz says: ]
As one generation gives place to the next,
consociates become predecessors, Successors &
become_consociates ... In a sense, history
itself can be regarded as one continuous
We-relationship from the earliest days of
mankind to the present, a relationship of
variegated context and everchanging
partners. (Schutz, 1967: 214)
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It is through this continuously unfolding of the relationship
of mankind that the tension creates a We-relationship; in this
sense it is a recognition that I belong with others,.my prede-
cessors and successors. Such a relationship is similar to the
view of history which Mead developed. He states:

Now over against this evident incidence

of finality to a presert, stands a customary
assumption that the past that determines us
is there, in its certainty or probability
in the same sense that the setting of our
own problems is there, I am proceeding upon
the assumption that cognition, and thought
as a part of the cognitiveg-process is
reconstructive ausexeconstruction is
essential to the conduct of an intelligent
being in the universe. (Mead, 1932: &

o

: L _ \
As 1 interpret Mead, he suggested that 1t 1s our tine, our

history which binds us together in everyday life. That i1t is
made actessible, in a potential sense, 1s the thread that runs
through all of our social life. The novel or the emergent
nature of the present requires that the individual's consclous-
ness be ever related to the pnast as it emerges into the present.
‘Both Mead and Schutz follow this hermeneutic view of history;
and 1 feel their view is reflected in a quotation which Palmer
quotes of Dilthey; he says: "History 1s ultimately a series.of
world views, and wé have no firm and.fixed standards of judgment
for seeing the superiority of one world view over another"
(Palmer, 1969: 117). The tension which is created by the con-
tinuously emerging present through the past, "the new systen
energes from the old", forces the individual to concern himself
in his life with other people; not merely qQf his own social
group but of the social group as a whole. Both Mead and Schutz
recognize the fundamental We-ness of society but beyond that
recognize that there is not one socCiety within this grouping

but rather societies.

A common view towards history reflects the' relationship, in
part, between the individual consciousness and that of socigty.
0f the dialectic, in other words, between the individual, others
and the society. Both Mead and Schutz recognized this interpre-
tation. As well both recognized the fundamental sociality, the
experiencé of a self with others, which binds human beings
together. It is tc this aspect of their work that I wish to

return again. -

Tuan's Space and Place: The Perspective of Experience (1977)
is an example of iconic writing. By this I mean that a single
exanple is selected and the experiences which surround 1t are
then considered. "Space" provides an example. Tuan, phenomen-
ologically, illuminates the concept using themes:
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Experiential Perspective
Space, Place and the Child
Body, Personal Relations, and Spatial Values
Spaciousness and Crowding
etc..”

Each of the examples is designed to illuminate the concept of
space; each illustrates a different aspect of space.

The Dutch phenomenologist, van den Berg, in his book,
Things: Four Metabletig Reflections (1970), uses the same
approach. He, for example, devotes one of his reflections to an
ygderstanding of the experience of dimension.

Mead and Schutz would agree on this point. Schutz suggests:

As this first zone of potentiality is
related with the past, so is the second
one based upon anticipations of the
future. Within my potential reach is
also the world which neither is jor ever
has been within my actual reach but
which is nevertheless attainable under
the idealization of "and so on" (world
within attainable reach). The most
important instance of this second zone
of potentiality is the world within the
actual reach of my contemporaneous

>  fellow man. (Schutz, 1973: 225)

Mead states:

The gctual spatiotemporal structure of

pissing events with those characters

which answer to the susceptibilities of

the organism are there in nature, but

they are temporally as well as spatially

away from the organism. The reality

awaits upon the success of the act. /

Present reality is a possibility. /

(Mead, 1932: 173) ;
< |

Berger (19744 expands upon the case beyond the bgragraph cited

here. !

While Megd never specifically develops the case, he nevertheless
consistently illustrates the possibilities. His concept of
taking the role of the other forcefully illustrates how the
"yalking in another's shoes" 1s socially possible.| In this

sense, 1 would argue that Schutz and Mead complement one another;.

that is, Schutz does not address the notion of how it is that
the emergent adult becgmes able to.understand another.

Z2/8
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Quotation ends ... "is an instance of the orgdnization of
perspectives .in nature, of the creatlve advance of nature"

(Mead, 1959: 172).
This book is completely devoted to this perspective of geography.

Both Mead and Schutz agree on this point. Signif{cantly Mead
does not detail how such knowledge is taken over from the social
world. Head's description of the game, as detailed in Chapter
IV, depicts this process and thus, perhaps enlarges Schutz's
work. : _

Mead's work contains the prefix ”so-called” (Mead, 1938: 223).

This is the central questlontralsed by Hoy, in his work

The Critical Circle. (Hoy, D., The Critical Circle: Literature,
History and Philosophical Hermeneutics. Berkeley, Universiiy of
California Press, 1978.) See particularly Chapter 1, Validity
and the Author's Intention: A €ritique of E.D. Hirsch‘s Hermen-
eutics. '

“Several histories (typifications) in biographical style have

been written; e,g., Braudel, F., The Structures of Everyday
Life: The Limits of the Possible.  London, Collins, T981.

See Chapter I1I, pages 137-145. As well, see Schutz's essay on
the well-informed citizen.

See Chapter 111, pages 134-137.

The term "power" refers to the exemplars' presentation of this
situation. . In this sense it is a metaphorical usage -which
addresses the relationship between man and nature. Schutz's
belief that the exemplars contain the power or force to influence
the decisions of man suggest that they have a political intent.



?

CHAPTER VI

Reflections
I do not want my house to be walled in on all
sides and my windows to be stuffed. 1 want

the culture of all lands to be blown about
my house as freely as possible. (M. Ghandi) %¥

PART I: Reflections Upon the British Columbia

.Social Studies 8 Unit "Developing Tropical World"

McLuhan has suggested that we belong to a "global village", to
a community of man (MCLuhan and Fiore, 1967: 63). But to whuse
village do we belong and to whose view of man does this ”giobal
village" commit us? Western man is linked to the rest of the world
by his technology, but does this technology reflect a reciprocity of
knowledge or does it promote the dominance of technical-science aver
man? Does the premise of a global village, in other words, mean
people of the developing tropical world should accept a new form of
colonialism? Perhaps, as Mead and Schutz point out, the global
village is designed to‘promote a passive view of man and thus limit
our horizonal understanding. I Would strongly suspect that to the
proponents of the British Columbia Social Studies 8 Unit "Developing
Tropical World", the program does reflect the "global village" of
McLuhan.

The program's view of man as a passive being within his world,
however, also suggests that the tropical world is a static entity.

Such a program promotes linear thinking;»¢ﬂg§‘iﬁi teachers follow
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the restrce material féfffhé coursé through from region to region,
treating each the s;ﬁe}\'ciimété, phjsical feétures: information

about the people all follow one another in an endless chain. At the
same time, the material through its approach isolates students from
the’%ulturei‘it seeks to have them understand. At issue here is
whetherfor not educators constructing curriculums about the developing
tropical wérld are open to challenging their own views of culture,

geography, philosoﬁhy, h;?;ﬁ?y, so;?;ngy, and anthropology. Would
‘they be willing, for exgﬁple, to consider tha{)there are differences
between linear and horizonal sense making? Such a difference may be
i1lustrated as ABCDE and B, relatiny to A or D. Educators 1 would
argue generally come from a pedagogic tradition of linear thinking.

To cite but a few examples: lesson plans are often organized into

: objectiveé, content, method, and conclusion; the school day is divided
into equal units, equal terms, bells ring at the same times; one ihing
follows another. The routines and the reasons for them are often
completely hidden from educators; indeed, we may not even be able to
recover the reasons at all.

Arguing that making lists of the objects and activities people
use in their day to day lives erécts a barrier to understanding is not
readily accepted among educators. "“Understanding" other cultures is
something to which teachers often pay lip service without wishing to
probe further. Beyond what is taken-for-granted, Mead and Schutz
are stating something/different: they.are saying thatkﬁgﬁerstanding
must penetrate the superficial notions which, in our day to day lives,

may pass for "understanding”. Their probes into our social relations
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reveal the depth to which educators must be willing to probe them-
selves and thF social world. Pedagogically this presents both a
twofold pfoblem:

A) explo?ing,strategies J?%Q\zfgﬁents for understanding the
Cartesian dualism; and | T

B) locating or writing materials which promote alternative ways

N

of understanding. Developing exemplars, for instance, which reflect
\a reciprocity of ;érspectives and posing questionsxwhich create the
tensions within.students to have them probe further with respecf to
the tropical world would be a case ppint. But before such work may
begin, further research is needed to help educators to illuminate
further how students construct their types in relation to the geo-
graphic strangers of‘£hé develoﬁing tropical world.

A second issue which emerges is the possibility for a "new"
view of the student; an actiQe rather fhan a passive one within the
Social Studies unit "Developing Tropical World". Mead and Schutz, in
my ohinion, clearly indicate the limitations of a Sgssive\pedagogical
view. To suggest that a student explore his own social world as a
way of understanding geographic stranger§ is a radical notion.kFrom
my experience as an educator, it is one foreign to most cléssroom
teachers. The issue Here is whether or not publicly supported school
systems are willing to permit'teachefs and students the freedom to
explore, in an open, honest mannef competing philosophical positions.
Most departments of education, school boards and school administrators

understand that passive individuals in a school system are much easier

to deal with than active students. I am reminded, in this context of
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will graduate. Consequently, it may be interesting for them to survey
A

)

N
\\

the "radical” publication for students, The Little Red School House

which openéd by stating: "If you want to gain control of your own
life and make these years count this book 1s for you" (Hansen and
Jensen, 1971).
ff Y ™
Implied in the above statement is the need to question the

present within/its social-historical setting. This requires, as
{ \

Mead and Schutz illustrate, a careful reflection upon the everyday

1]

experience by the students. Then, where required, various pedagogic

strategies may be formulated for taking action on the situation.
Allow me to illustrate with the following example.

Most students wil1 eventually hold part-time jobs before they

older students who do work about conditions (pay and work) on the
job. 0ften such surveys'uncover examples of unfair labour practice
practices which students accept for various reasons: not knowing,

for example, who could help them to solve the problem, not wanting

S5

to lose the job, etc. Such studies reveal for them not only ways of

solving a problem but also something of what it is to be "oppressed
It is not to the same extent that a black plantation owner may feel

"opbressed” but it does provide an initial background through which

students may begin to understand the situation of geographic strangers.

Thus students may begin foymove beyond their own private interests..
! | o0 ‘

But asvboth Mead‘and Schutz indicate, such a position requires
an understanding of the possibilityqbf challenging the Passive view
of man. It is a challenge which requires political organization.

both argue tacitly from their positions, new research positions

Y

As
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involve the politics.of debate even in academic circles. we[ﬁave

only to witness awareness of the~bq}31ical situations involved . @

(Schutz, 1978). Arguing for different views of man in order to expand
" the horizons of the British ColumbiadSocial Studies 8 unit "Develop-
ing Tropical World" is a political issue. Further research is required
to identify the dfffering perspectives of students in terms of an
active and passive view of~man, aﬁd to further uncover possibilities
for understanding the basis upon which studentsdggyld be prepared to
take various forms of action. )

A third issue which follows froT)this 1s whether or not the

s

Mihistry of Education in British Columbia should identify, or make
. explicit, the reasons they have for selectfhg the particulaf pers-
vpectives of knowledge they Bave'iﬁclﬁﬁed in the program. [ was
recently involved 3n~a British Columbia Ministry of Education Cur-,
riculum Development Committee. On this committee I arqued for the
inclqsion of such a statement. ﬁBUt, for various regsons which were
never made clear, the statement was deleted from the final draft.
I might raise various questions about the deletion; these would,
however, only indicate the centred concern; i.e., how do senior -
administrative bfficials Influence the political direction of any
one piece of curricular work? Flowing from this would be an under-
standing of their logic-in-use as it relates to the process of
constructing curriculum. Such resedrch is important if Qhat is
familiar to us is to be made problematic. We need to Snderstand

further the term "institutional bureaucracy" as it relates to the

construction of School programs.



4

‘
B

A fourth issue which emerges‘from this study concerns the resource '

material.

" ~

\

The resource material for the Social Studies 8 unit "Dev-

eloping. Tropical World" was remarkably consistent in the viewpoint

or(perspective of man presented in the té}t. Anyon came to the ¢

™

following conclusion with re§ggct to textbooks dealing with the

history of the United States:

Social change is intimately connected with changes
in available cultural symbols and meanings. Although
bt is probably true that ideological shifts in cur-

riculum are ultimately a reflection of shifts in
social power, it is also true thatthe availability ()

of ideological alternatives increases the likelihood
of power shifts and changes. ~

Diverse perspectxves can provide genuine alternatives
10 standardized knowledge. (Anyon, 1979: 385- 286) -

\

to ihe Canadlan textbook industry.

Anyon's claim needs further investigation, particﬁlarly with respec{

-,

1nf1uence the various Departments of Education in Canada and vicer

versa?

A fifth 1ssue emerges:
then we must also understand how students and teachers understand the

textbooks and their place in the classroom concerning th& developing

\
4

tropical world. The assuhption I have made throughout this work is

Tropical World" and the resource material for it constitute the course

that the Curriculum Guideifor the Social Studi éla unit "Develr |
N \\ .

but naturally this is only partially correct.

What 1 have focused upon are the static aspects of the program.

In essence nelther has changed what have changed with time are “the

view the program in-the same way as the ReV{51on Committee intgnded?

™. v

students and teachers, and how they interpret the program. Do they

How does their corporate structure

if we are talking of direct social conirol

285
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If not, how has the view changed over time? Further research s ’k'
required 1n order to understand the program in action.

A sixtp issue which emerges concerfis the typifications through
ﬁ-_ a ~ .
which teachers and students approach the geographic strangeness of the -
developing tropical world. There are both pragmatic gnd phenomen-
™ A

ological questions embedded within this concern. How dq,étudents
% AN . .

come to unaefstand the meaningﬁbf the term "stranger" with respect
\ .

to the Eeople of the dgveloping tropical world? .How do these types
reflect the people of the developing tropical world? How does their
understéndingﬁchange over Eihé? To what extent does nationalism
interfere with our understanding of what it is to be human?

Qnswers to such questions are not simply found. They reflect -
complex national social, economic and political issues, as well as an
understanding of -how each of them is reflected at an international
leve&. We may draw ftom the work in the - .l . iiies « .. Cros:c-

&/Aghixural education but the work in this area is not extensive. .
‘ Perhgps Mead and Schutz both iQQicate the direction whi~h needs
fo be}pursued further:

1) each indicates how»]ittle we Liat abdut -Jmaﬂ nlations;

2) each indicates the importance of the unfamiliar in understand-
ing new sbciél situations; and ]

3) each indicates the need to develbp‘andjggvestigate a philo-
sophical understanding of man.

' But, in light of the unit “Developiﬁg Tropicalvworld", thy'do'not “

indicate the day to day gmplications for the classroom teachers. It

is in this area that our pedagogical efforts should lie.
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PART II: Reflectlons Upon Pedagogy Mead and Schuti

Mead and Schutz have prov1ded thes basis upon which I have come to

see the social world dlfferentf}Nfand part1cu1ar1y, they have ipflu-
.enced my conceptlon of pedagooy ] shall <always remembef‘TﬁJhy
undergraduate years learnlng rec1pe after rec1pe for coplng wlth
students in classrodus The hollowness of such recipes did not j
become clear until I‘uegan to uork witﬁ students on a daily basis.
Then 1 reaiized that the procedures 1 was taught simuly did not
describe the reality of the classrooms. But at the same time it was
the distinct feeling of "emptiness" with respect to my pedagdgic
understanding that drove me to search further.

Reading the work of Schutz for the first time was like seeing
"home" in a different light. As I have readAfurther into his work I
have come *~ aroreciate his insight more and more. 1 hgze heard
critics dismiss him as bé;%g‘“too easy" .~ But Haiku may-alSoAappear“
"easy". .If [ understood litcle of Schutz's work, then [ can truiy'
say that I understand less of it now. "But Schutzihas left me with
an_indelible impression: to consider, at, all times, what is there
in experience. " The familiar eettings and events fhich surround me

£ , .
every day are rich with material for reflection. Pedagogically,

each Small encounter a teacher has with a student is rich with the

- p0551b111t1es o Further understandlng the social interactions which

,,occur in the classroom. To ignore such events is perhaps similar.to
ignoring the wind as it moves through the trees.
Sensitively reflecting upon the small events leads us, horizo-

nally, to the broader contexts in which life is lived. It is almost
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impossible to push aside'experience as being unimpoﬁtaet. -But at the*

same time experience reveals to us the limitations of our consc1ius- - +
ness. What an individual eventually comes to understand of an |
experience is merely a fragment a_thread, of what has occurred/in

the world. Reflectlon our rememberlng the 1mmed1ate and dlstant past,’
destroys much of the context which is present. Pedagogy is in this '
_we& a re-coVering of those experiences which- have been lost. Since
pedagogy invol@es the expefience.of many, I would view it as a
collective reémembering. The focus of the activities is cen%ered |
around uncovering that which is familiar and unfamiliar within
experiemce. Further, it is jmportant to realtize thét the activity is
not unidimensional. There are many differeht«levefe of experience
which may be reflected upon.’ v

One level is experience itself. That is the actual event as it

was lived through.. Writing on a blackboard, talking with students or.
discussing a picture would be but examples. Consciousness, as I
indicated above, does not permlt a perfect recall of what actually

3

| happened in the events which I cited above. Upon reflectlonvqur
motives, interests'and intehtions emphasize certain éépecxs d} the
event.  But now it may be recognizea that a second leveluof experience
in relation to an event has entered tﬁe discussion. Our very ref-
lection upon our remembrances of the efiginal experience allows a
new experience to come into existence. This in turn produCee new
> meaning which becomes part of the event. - Thus a sense of experience

within eXperienCe begins to emerge. Here the meta-experiential level

is considered. But of what interest is this pedagogically?

I

=
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First I believe it points to the very complexity of taken-for--

grantéd experience. Secondly, it focuses our attention upon a new
| .

possibility for understanding the expéYiences of g?udents in class-

rooms. At the meta-level each experience in being re-thought wou1 ;' 

have its own motives, time and intentions. It 1S also possible that

the social and political implications of experience begin to unfold

more clearly for the student than before. Here 1 remind myself that
experiences are not isdlated one from another. There is an essential

unity of experience within-the inQ}vidual. But at the same fime the
horizonal aspects of experignke must be made clear to the individual -

AN
within his horizon. How experiences are subtly combined to form this
b
_ : ) _
unity needs to be considered further. Pedagogically, the under-
standing of its emergence would be of value to the teacher since it

B

would®help him in helping students make sense of individqu lessons
and their eventual combination into units.

Upon further consideration of the unity of experience, it may °
be gealized that such a unity may not be completed without invoking
the past, both hear and distant. Théfinclusion of the past within
the interpretation of ihé present experience permits the new meanings
to emerge. With each new meaning the original experience is pushed —
. further intd the past and “lost". CBQt with each new combination new
levels of experience are potentially achieved. Here as teachers we
become aware of the multi- dlmen51ona1 aspects of consciousness.

The point I wish to re1terate is that the world which we share

with others is very difficult to grasp. Teachers who are involved

with students are together within the ongoing praxis aof everyday
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life. Educators, as Mead and‘Schutz would indicate, should be con-
é;(ggg\with helping students to understand their experiences in the
social world. Helping them, in other words, to comprehend the every-
dayness of their lives. In order to do this teachers should be
sensitive to the possibilities within socfal relationships. One
aspect of schooling, for example, which constantly involves teachers
is that of control. A concept which impinges upon social situations
in which control is involved is that of "will". |

"Will" is a very old philosophical concept which describes an
"invisible" boundary between the self and others. While generally
considered a passive term, it marksvthe limit beyond which the>indi—
vidual will "fight back" in order to ensure that his control of self
will not be given over to the others. That, for instance, the teacher
will not order him to do that which he does not wish to do. Perhaps
the most forceful example I can recollect concerning the will was
given by Dr. Helmut Wagner in a lecture I attended several years ago.
His example, which 1 have paraphrased, went something like this:

For a parent to stamp out the will of a child, if

that child did not wish to be controlled, would

require that you kill him!
Startling? Yes, but nebertheless Wagner has illuminated something
which most educators forget. To have potential control over another
human being throws a teacher into a very powerful social relationship.
At the same time it is a very subtle relationship since, potentially,
its most dynamic aspects are for the most part hidden from the
participants.

The achievement of a social relationship in the classroom where

[
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the participants mutually respect one another requires the direct
involvement of all concerned. Involving students and teacﬁers to-
gethen\requifes that the topics to be investigated lend themselves
to dialggqei }s such, the present study has suggested that the
organizer of a}gserOm affairs have a thorough understanding of the
material itself. That 1s, he must be clear about'the limitations of
material which separates subject and object or, in other words,
separates theory and practice. Students often find themselves a
mystery. Curriculums whﬁch seek to perpetuate the subject-object
split limit the possibil " = through which the student may explore
his own social experiences. Thus ways in which curriculums may
contribute to a lessen;%g of the subject-object split need to be
considered. (Make within this an éssumppion: namely that the .
written word itself and the ways of viewing knowledge are important
in helping educators to understand curriculum.)

The organization of knowledge by itself 1s not enough. Knowledge
is passive; something must be done with it. Aétidh, or gearing into
the social world requires that teachers and students set forth to
engage others. QOnly through such engagement does the full potential
of experience begin to emerge for the student. Social relationships
point towards the sociality of experience; experience itself captures
the many d;pensions of the human condition. Here again the central
theme of‘fhe present study comes into focus: namely, the dialectical N
relationship between the individual and sociely.

Up to this point «it has been assumed that all experience is

significant, and horizonally this would be so. But pedagogically,
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the teacher selects experiences which he feels will illuminate
situations for the group. This is important for the students as well
as the teacher since a poor choice will often mean a lost—iesson. _
Here Mead and Schutz point out a need for further research into why
individual classroom lessons are more successful than others. Such
an understanding would teveal much about the social dynamics of the
classroom. The findings of such investigations may then be incor-
poréted into curriculum gquides.

Another aspect of pedagogy which I feel Mead and Schutz illuminate
1s the importance of questioning. Questioning points the student
towards understanding life experience. When I read their work I am
reminded of the Zeqaﬁasters who consistently answer questions which
are put to ther invkerms of the everyday life world. Such a ped;gogy
is consistent :?%h the theme of Mead and Schutz, that of revealing
the familiar world. Carefully, the Zen master unites the ‘questioner's
world. In the answer lies the portrayal of the unity of subject and
object. The Zen master answers in such a way that question and
answer become one. Within the typical pedagogy of the classroom, the
question is too often seen as being separate from the answer; i.e.,
question and answer. But consider for a moment the potential of the
term "question-answer". Here the possibilities for exploring the
meanings lie within an open horizon.

Cast within the frame of a Zen master such a relationship~is
always directed towards the understanding of experience. Since
experience 1s intersubjective, the qﬁestion-answer point directly

to the world of self and others. It seems to me that both the
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phenomenology of Schutz and pragmatiém indicate such an understanding
of experience. Phenomenology seeks tb understand through its case
studies the meéning of experience. P}agmatism, as indicated by Mead,
seeks to explore the sociality of experiences At the same time, as
Barrett indicates, Zen seeks to avoid the metaphysical entanglement
of other religions by avoiding the concept of "God" as it would be
developedypefhaps in-the Christian sects. The question of God is

left ﬁoot. But my purpose here is not té raise fheological questions.
Rather, I wish to indicate a need to explore further the relationship

% :
among questioning, Zen, Mead and Schutz.

\
Beginnings

This study will nevér end. The reader simply assumes there is
an end since the back cover has been reached.. Where it has ended is
not where it began, with the imporiance of understanding the teacher
and the student in the classroom. But Eather I have returned to the
point where I must re-new my thinking about the teacher and the student.
What has been reached is simply & bench mark in the writer's public
thinking. Thus as I begin this study anew I would like to reflect
upon the following Zen statement:

The wild laurel happened to be blooming. The

master said: "Do you smell the fragrance of the

flowering tree?" The scholar responded: "Yes

I do." "Then," declared the master, "I have .
hidden nothing from you." (Suzuki, 1956: 251) "
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PREFACE

If there is any subject in the curriculum which should be of
vital interest and importance to pupils it should be Social Studies.
For this subject deals with human beings - in the past, in the
present, in the immediate community and in various parts of the world.
Although this description is not new, the programme outlined in this
bulletin is new. Planned by a representative committee and developed
over a number of years in consultation with a large number of teachers
and .other interested persons, this revision is intended to give new
life to a vitally important field of study.

The previous programme has been criticized as be#ng content-
based rather than concept-based and repetitive rather than sequential.
[t was concerned with a tremendously broad range of detail and its
teaching was limited by the emphasis on subject matter content and by
a lack of adequate resources. These and other limitations, real or
assumed, made it difficult to give meaning and significance to the
studies which this programme embraced.

Content has been selected from each of the major fields of
history and geography. The unity and structure of both of these
disciplines have been carefully and thoyghtfully cofsidered in deter-
mining both the objectives recommended and the methods suggested.

The view has been taken that understanding in each discipline is most
effectivéiy secured through the inductive method, through a study in
depth of representative areas and periods in history, rather than
through a rapid and hence sketchy, survey of tremendously broad

areas and periods. In choosing history ard geography as the vehicles
for study, the committee have not ignored other social sclences. As
stated elsewhere in this bulletin: "Both (history and geography)
draw on the insights of other disciplines such as geology, meteorology,
anthropology, sociology and political science. These insights should
be incorporated by teachers wherever they contribute to geographical
and historical understandings."

No less a thoughtful consideration has been given to the
interests and maturity of the pupils. It is perhaps a tragedy that
a programme which has so much to contribute to their general ‘edu-
cation has often failed to achieve its objectives by attempting to
contribute too much detailed knowledge. Fundamental to the new
" programme is the principle of selection and the provision of a wide -
variety of resourcgs and a broad framework of content to facilitate
this selection. *¥opefully, these features will make possible the
" development of appropriate and significant courses for all pupils in
all secondary schools.
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Ein 1S made that this curriculum guide is the "last word"
hopment of a Social Studies Programme. Rather it is a

i interim step in what must be a continuing assessment
fcope and resources. Not all of the perceived weak-

F previous programme can be remedied by a printed docu-
Furriculum guide should be of assistance in the develop-
Provements. With the printing of this document the challenge
pom the developers of this programme to the practitioners -
JEsroom teachers.

A

Fimplementation

t In keeping with the policy of permissive implementation of new
~vised courses, for the School Year 1968-69, schools may choose
roduce the Social Studies 8 course outlined in this bulletin or
ue to offer the presently prescribed Social Studies 8 course.
ools choose to introduce the new course, recommended texts and
grce books listed in the List of Prescribed Textbooks (1968-69)
wi. =z provided. It is expected that -~ c~hools will implement the
Soci. Studies 8 course, outlined in this pbulletin by September, 1969.

T- .5 guide is published in full so that teachers may have the

opport(“ ty to become familiar with the total programme and under-
L ~~naration necessary for implementing subsequent courses in

#  cars. It is expected that necessary textual materials. for
=% L courses are to be provided on a similar basis to that
este-i:sned for Social Studies 8. Because of the marked difference
in ccurses in this programme and courses in the presently prescribed
programme, and because of the extensive nature of necessary resource
materials, including prescribed textbooks, it is not recommended that
there should be a general implementation of all courses in one year.

2. Prescribed Textbooks

Information concerning prescribed textbooks is published annu-
ally in the List of Prescribed Textbooks issued by the Textbook
Branch of the Department of Education.




SPECIFIC OBJECTIVES OF THE SOCIAL STUDIES

NOTE: The following statements guided the Secondary Social Studies
. Revision Committee in the development of this programme and
~should be used as a basis for planning the teaching of each
course. However, it is possible to state objectives in a
number of different ways and in the final analysis it is the
individual professional teacher who must interpret printed
statements and translate them into action.

1. KNOWLEDGE:

TO CAUSE STUDENTS TO ACQUIRE A BODY OF KNOWLEDGE (COMPRISED MAINLY
OF BASIC CONCEPTS OR PRINCIPLES AND GENERALIZATIONS) ABOUT THE
FUNCTIONING OF HUMAN SOCIETIES - BOTH PAST AND PRESENT, BOTH AT

- HOME AND THROUGHOUT THE WORLD.

(The student should comprehend the structure of ideas that is
“he essence of history, geography and the social sciences; he should
gradually accumulate the kinds of information that produce these
ideas and heighten his perceptions of them.)

2. METHODS OF ACQUIRING KNOWLEDGE:

TO CAUSE STUDENTS.TO DEVELOP SOME FACILITY IN USING THE METHODS OF
~ INQUIRY THROUGH WHICH KNOWLEDGE IN THE SOCIAL DOMAIN IS DISCOVERED

AND ACQUIRED.

(The student should understand and use at his level the approach |
of the historian, the geographer or the appropriate social scientist}

as determined by the nature of the particular phenomena under invest-
igation.)

3. THE USE OF KNOWLEDGE AND A SPIRIT OF.INQUIRY: ¢

TO CAUSE STUDENTS TO DEVELOP THE CAPACITY FOR THE SORTS OF SPECU-
LATIVE AND CREATIVE THOUGHT WHICH ENABLE ONE TO THINK HYPOTHETICALLY,
TO HOLD TENTATIVE CONCLUSIONS, AND TO: RECONSTRUCT THE KNOWLEDGE
ALREADY IN ONE'S POSSESSION.

(The student should learn to live with the realization that most
knowledge in the social domain is really a body of approximation of
the truth; hence, he should cultivate the capacity to rethink know-
ledge already in his possession and to re-use the old data to test
new hypotheses.) ‘ _ /

' ' ]
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4. VALUE QUESTIONS:

TO PROVIDE.A FORUM IN WHICH STUDENTS MAY LEARN TO DEAL WITH VALUE
QUESTIONS IN AN INTELLECTUALLY AND ETHICALLY HONEST WAY.

(The student shauld realize that 1nqu1r1es in the 500131 domain
invariably 1ead to questions to which he and others bring bfases,
preconceptions and personal values; he should learn to analyze such
value differences as he finds among individuals, among groups and
among societies through both comparative and philosophical methods.)
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GEOGRAPHY - A STATEMENT

Scholars frequently argue over the definitions of the scope of
many academic disciplines, but there is usually general agreement
as to the core and purpose of a field of study. One definition is
that it "describes the earth's surface with particular references to
e differentiation and relationship of areas". Another definition
Is that it is "the dynamic study of man in the perspective of place".

The #ields of knowledge are continually evolving as new facts
are discovered, processes revealed, theories advanced and techniques
developed. These dynamic changes not only stimulate new approaches
to the study of the world scene, but they also lead to the emergence
of new concepts within existing subjects. Contemporary geography,
no less than other disciplines, has benefitted from a gradual evolution
and acceplance of new ideas, methods and techniques, but it has also
kept from the past that which time and experience have shown to be a
sound approach to the subject. It is important, therefore, to
examine present views concerning the nature of geograpﬁy S0 _that tﬁat
geograph'*feachlngrcan be based on current concepts.

Geography is concerned with the characteristics of places and
regions particularly as to:

(a) their location in relation to other places; and

(b) variable phenomena, both natural and cultural
(physical and human), which distinguish one
place from another; and

(c) interaction between places.

The characteristics of these places are not static, but are in
continual evolution, therefore necessitating a flexible curriculum.
Geography should consider process, or the sequence of changes by
which mankind has occuplied the world's lands. Even though the
position of a place does not change, the significance of that
position must continually be evaluated in ierms of certain basic
geographic concepts. yd

Geographical study is carried out in two main ways. Systematic
“geography is the study of individual features or phenomena which are -
found in association at particular places, both in terms of their
areal patterns and the processes of their development. Some of the
systematic geography divisions are: economic geography, physical
geography and settlement geography. Systematic geagraphy is con-
cerned both with classification and analysis of phenomena within
areal units.
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Regional geography is the study of the distinctive areas of the
earth. A region may be defined as an area of any size throughout
which there is some degree of uniformity in terms of the criteria

by which it is defined. The region may be as small as a farm or a
city block or as large as a continent: it may be a region defined

by political boundaries, high mountains or climatic differences.

The regional geographer studies areas, seeking to discover and
analyze particular patterns of phenomena such as landforms, settle-
ment or crops. In regional geography facts are selected subjectively
in order to show how the character of a region is different from that
of other regions, and also how phenomena within the region are
related or interconnected. To teach regional geography as a collection
of miscellaneous facts about a part of the earth Is just as serious

an error as to teach history as a Iist of dates or chemistry as the

properties of the elements.

Methods of Geographic Study and Research N

Much geographic research is based upon direct observation; viz.
the use of topographic maps, aerial photographs and sampling and
interviewing procedures in the field. Observation also includes the
gathering of information and opinion from others not necessarily
concerned with geography. The empirical method underlies most geo-
graphical research, but a statistical and mathematical approach is
being greatly expanded because of the increasing availability of high
speed electronic computers. These techniques, used from the view-
point of place, location, movement and areal distribution, are
directed to the analysis of geographic problems. From detailed
analyses of regions or topics the geographer can draw generalizations
or conclusions which may apply to some degree to other regions.

Geographers look for areal associations, whether identified
visually from map comparisons or derived from complex analysis.
They recognize that these associations need not establish a cause
and effect relationship. The establishment of causal relationships
is difficult and may lead to inaccurate and naive generalizations.
The study of areal associations between man and his physical environ-
ment has long been, and continues to be, of interest to geographers.
Geography has always dealt with the physical earth, but modern geo-
graphers believe that the significance of the elements of the physical
world is a function of the attitudes, objectives and technical
abilities of man himself. Man's interest in and study of the dif-
ferences which exist from place to place on the earth are related to
man's search for knowledge about himself. Put in a simpler way,
geographical stud@ of the earth and its places becomes interesting
and meaningful if it is helping to answer the question: "Why do
people do what they do where they do it?"
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GEOGRAPHY - CONCEPTS

The following concepts, for information of teachers, form the
‘ramework which unifies the field of geography and gives meaning
o the factual content of the discipline. \

Spatial Distribution

_ the distribution and arrangement in the modern world of such
geographic phenomena as people, physical features, natural
resources, economic activities, socio-cultural patterns, poli-
tical systems.

- causes and explanations of such distribution and arrangement.

>.  Areal Coherence .

1

- areal associations and variations of geographic phenomena in
terms of cause and effect relationships. :

- order and reason observed in sets of geographic elements that
coexist in an area.

3.  The Regional Concept

- every region an area homogeneous in terms of specific criteria
chosen to delimit it from other regions.

- delimitation always based on an intellectual judgment.

- theory of regions an important aspect of this concept.

4. Location Theory

- attributes of place, mode for establishing position, signifi-
cance of relative location (the situation), all of which impart
uniqueness and personality to any given place on the face of
the earth.

5. The Cultural Viewpoint

- society's value system, goals, organization, and level of
technology determining which elements of the land are prized

and utilized.
- each culture tends to view its physical habitat differently.

6. The Human Relationship to a Natural Resource

- the interbretation of the existence, value, and utility of a
natural resource in terms of the cultural achievement of a

society.
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11.

LR

The Dynamic Nature of Geographic Analysis

- the general principle of continual change in human affairs,
in the habitat features, and in their interrelations which
necessitates the reappraisal of the geographic landscape at any
given time.

The Importance of Time

- intellectual insights into the nature of the human occupancy
and trends for the future revealed through cumulative knowledge
of historic occupance.

- the time perspective, an essential dimension of the man-land

complex. N , '

Spatial Interaction

- the connections and movements within and between regions as
zones of dynamic interaction which induce patterns of migration,
trade, and transportation, or cultural diffusion.

Man-land Relationships

- the entire man-land complex and the understanding of every
aspect of this interrelationship on a worldwide system, a
unifying theme in geography. ‘

Global Interdependence

- increasing interdependence on a wider and more complex scale,
concomitant with the development of the industrial-urban society.
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HISTORY - A STATEMENT

History encompasses the whole of recorded human experience.
-What men have thought and created, how they have worked, fought and
worshipped are all within its scope. Like the scientist the historian
has special need for the scholarly virtues af patience, objectivily,
exactitude and disciplined imagination; both face the difficult task
of selecting the most relevant from a mass of data, of testing their
hypotheses against evidence, and of finding a place in their conclu-
sions for the awkward fact that does not seem to fit. No less close
is history's kinship with literature, for the two studies share a
central concern with men and their relationship to society: both use
art to apprehend and,communicate their findings. Form is as essential
to a good historical work as to a good novel - perhaps more soO, for
without structure, history becomes a mere catalogue of events. Thus
because it is singularly comprehensive and since it shares with all
academic subjects the responsibility of instilling in people habits
of critical thought, history should be an-integral part of the
secondary school curriculum.

In addition to the qualities which it shares with other discip-
lines, history has a number of unique and important qualities which
it can contribute to intellectual development.

History provides, as can no other subject in the secondary
school, a sense of man's place in the dimension of time. It enables
the student to place himself in time, to extend his experience
beyond the limits of memory, to understand the development of his
own society and the development of his society in its wider histori-
cal setting. A sense of history includes a perception of concurrence,
of sequence, and of cause and effect. A study of history provides an
awareness of historical roots and that awareness can help to overcome
the sense of isolation, the “cultural amnesia" which is a peculiar
problem for peoples in comparatively young societies.

From history the student can gain an understanding of the
changing functions and purposes of institutions. His study enables
him to develop empathy for peoples and cultures outside his experience,
for the ideas, for the modes of behaviour, for the problems which are
ambivalent legacies from the past. It follows that history does not
have as its purpose the inculcation of beliefs or opinions of party,"
nation or religion. \

History develops a perspective on the greatly varied and trem-
endously complex nature of human society. From an examination of
diverse historical settings the student can gain insight into the
kaleidoscopic forces which govern his own society - the changing
relations between personal, social and economic pressures, and the
power of ideas and convictions. - It provides him with opportunities
to weigh questions which have no single, final or complete answer,
questions with innumerable variables, questions involving tentative
conclusions. In short, history provides insight into social structure



and its change and experience in a method of anélysis, a method which
is transferable to the study of other problems in different settings.

History, finally, provides the student with‘an opportunity to
enjoy the intellectual stimulus of a challenging academic discipline.

There is a close connection between the subject matter of history
and geography. Nevertheless, the distinctive methods of analysis of
each should be learned before students are expected to understand
the relationship. To study history and geography of the same area in
the same year is desirable whenever possible. The study of each
subject, however, should be designed as a logical sequence. Wherever
possible, opportunities should be taken to co-ordinate the studies.

There is also a close connection between history and civics.
History should lead to an understanding of our political institutions;
it should develop an awareness of the strengths and weaknesses of
competing political systems and ideologies. It should develop an
awareness of the benefits of international co-operation as well as of
the difficulties and obstacles to their achievement. To this extent
‘history is a preparation for responsible citizenship.

. The study of history must be sufficiently restricted in breadth
to provide the opportunity for study in depth. Stunggﬁgmust have

this opportunity and they must have adequate time to der and to
reflect so that they gain the understandings and insights and develop
the flavour and feeling of another age. Only when this happens can

the study of history provide students with the ability to ask more
penetrating and searching questions, to question assumptions previously
uncritically accepted. Only when this happens can the study of

history mature into a lifelong evocation.

For:
The drama of history does not lie in its endlessness, but in
some compact story, some particular tragedy or triumph. It
lies in contrast, not blur. Let us richly establish the truth
that in some other place, and time, men and women, and children
lived and died, sorrowed and enjoyed themselves, went on dreat
adventures or invented great thoughts after fashions radically
different from our own. To make this point shrewdly a single
phase of history, if it be richly thought about, is infinitely
better than all histary thinly masking social problems.i

!

[ Jones, Howard Mumford: "Uses of the Past in General Edwgation”,
Harvard Educational Review, volume 26, No. 1 (Winter, 1966),

page Ib.
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HISTORY - CONCEPTS

The following concepts, for information of teachers, form the
framework which unifies the field of history and gives meaning to
the factual content of the discipline.

1. Belonging
Man needs roots, something to provide him with a sense of

belonging. History can provide this sense of group identity.
The necessity of teaching the national story is implied.

2. Continuity
But for history each generation would have 10 start anew.
History can give us perspective; we are not beginning but
continuing.

3. Social Order

n

History can give an understanding of the social order and the
student's place in it. :

4. Values

History can develop an understanding of the values that have
been operative in our civilization. It can lead the student
to make value' judgments on the events and people of history.

L -

5. Internationalism \

History can develop an understanding of the 'values and insights
available in other civilizations. It can demonstrate the
increasing interdependence of one nation on others in the modern
world.

6. Co-operation

History can be used to demonstrate the need for co-operative
action in the family, the comminity, the state and the world.

7. Causation

History can investigate causation and consider in actual situa-
tions why man acts as he does. It can also demonstrate that
thoughtful purpose does not always lie behind human actions.

<

8. Change

History can show that change is an inevitable condition of life.
It can show that the desire for change is seldom uniform in all
social groups, and that varying attitudes towards change can
produce conflict. :

11
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. Progress

_History can show that change is not necessarily progress. It

can show that progress implies goals and involves success in
achieving them. :

Chronology

History involves the relationsiips of events in time. With so
much more to be learned than time to teach it, and with emphasis
on streams and postholes, it i} important that some sense of
chronology be maintained.

Definitions

History can provide a definition of and an understanding of
the institutions and forces that operate on our lives.
Examples are: '

government

political theory: democracy, fascism, dictatorship
economic theory: capitalism, socialism, communism
imperialism

industrialism

culture

General

History involves the imaginative reconstruction of past
experience. History is both an art and a science. History

is creative. It should be good literature. It should demon-
strate that man is capable of deep and comprehensive awareness.



WORKING PRINCIPLES FOR THE REQUIRED SOCIAf STUDIES COURSES
- (GRADES VITT 10 XI)

1. It is intended that within the framework of this programme the

Teacher shall have maximum choice of method, material and content.

2.  Each Geography and-History programme has been designed so that
it may be conveniently taught in one half the total time avail-
able for social studies in each grade. This may be accomplished
in a number of different ways, depending on personnel available
and on administrative arrangements within diﬂ;erent schools.

3. The courses are based on a series of skills and ‘concepts which
are also the foundation for the elementary school programme. In
each succeeding secondary school year the programme should
develop these concepts at a more sophisticated level and also
develop the skills necessary for a mature geographic and historic
understanding. Within each year, different skills and concepts
may be stressed as the teacher chooses a particular unit to meet
the varying abilities and interests of students. However, the
total programme in any one year should assist in the development
of all concepts and skills.

4. In each year a minimum and a maximum number of units are
suggested. 1his Is to provide for studies in depth, with

opportunities to move out from a single area to emphasize
similarities and dissimilarities throughout the world.

5.  Geography is the dynamic study.of man in the perspective of”
place. History is the dynamic study of man in the perspective
of time. Both necessarily draw on the insights of other dis-
ciplines such as geology, meteorology, anthropology, sociology,
economics, and political scienge. These insights should be
incorporated by the teacher wherever they contribute to geo-
graphic and historic understandings.

Special Note Concerning Materials

Prescribed materials have been selected after careful study of
a wide range of publications using such criteria as accuracy, scholar-
ship and appropriateness to the course level of maturity of the
pupils. Every effort has been made to provide a minimum or nucleus
of material. However, it should be stressed that: '

(a) this is a minimum list. For some topics, further resources
may be desirable particularly where present materials
present one point of view; e.g., in a study of the
Reformation - Counter Reformation period.

(b) there will be need to ensure that annual school library
purchases take into account the necessity for up-to-date
references and to ensure their use as part of the courses

presented.
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EVALUATION

Schools organize a special variety of feedback. They call it
evaluation. Most of it goes on informally, half-intuitively; the
most visible - but not necessarily the most important - part of it
goes on through a complex of quizzing and testing and examining and
comes out in a system of grades and marks and credits.

Yet regardless of whether the evaluation is formal or informal -
and also regardless of whether it is "good" or "sensitive" or
"adequate" - it has one thing in common with every other system of
feedback: When .it has been blended into the background system of
purposes and values and policCies, it controls the next steps.

There are 3 levels of evaluation:

1. Pupil Evaluation ~

perhaps the most important, too often unnoticed.

- pupil "aware-ing" himself and situation around him.

'sizing up the value of what the school offers him.

making decisions - conscious or unconscious, about the next
investment of energy.

}

2. Teacher Evaluation

- the sector most commonly noticed and worked at.

- the use of personal sensitivity plus whatever diagnostic aids
he can devise to help determine the next choice of subject
matter and method.

3.  Organizational Evaluation

- by principals, superintendents, supervisors, municipal and °
provincial offices, and the public.

- evaluation is too often unnoticed.

- judgments are made and profoundly important decisions are
based on them:

- too often judgments based on hunch, impression, rumor, or
even prejudice.

The essential fact is that at every level it is evaluative
feedback, however valid, that conditions what happens next. It
conditions what pupils do, what teachers do, what school off1c1als
do, and what the supportlng public does.

~ The test of an evaluatlon system is simply this:

Does it “eliver the feegback that is needed, when it is needed,
to the person: or groups who Need it?

17



If any system of evaluation is to meet this test it must satisfy

several basic criteria:

1.

Fvaluation must facilitate self-evaluation

The most important outcome of evaluation is what happens
within the learner himself. -

The kind of feedback which a young person recelves from a
system of evaluation is crucial in his learning and develop-
ment. It can lead him forward to precisely calibrated
learning efforts on an ever-broadening front, as well as to
an enriched conception of himself and of his purposes, values
and ultimate goals. Or, it can strain and distort him, ~
narrow his visiog and purpose, and bring him little but a
sense of defeat.

Evaluation must encomnpass every objective valued by the school
) ~

(

Whenever an institution commits itself to any purpose, it

takes on the obligation to keep figding out how well it is

achieving that purpose. Otherwiseé”it cannot improve its
efforts.

Unless the school keeps trying to find out how well it 1s
succeeding with that purpose, the purpose itself is likely to

atrophy.

Evaluation must facilitate learning and teaching

Instructional diagnosis lies at the heart of good teaching.

As each bit of evaluative data comes in, the teacher should

be a little surer how to proceed next.

There is an all-too-common confusion of evaluation as a ter-
minal activity. . '

The pupil also needs diagnosis so that he knows where he stands

and how to move ahead; i.e., the pupil needs to see diagnosis
as an aid - not a trap:to catch him in failure.

Evaluation must produce records appropriate to the purposes for

which records are essential

. N
Records are essential for the teacher's own<use. These vary
with subject matter, situation and with thei ¥eacher's own
style,.
Recefds are essential for general school purposes; €.g.,
when a pupil transfers to another school. ’

18
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- Records are useful to employers whose needs for information
may be different and whose ability to 1nterpret the typical
record may be questionable.

- Records to pupils such as counsellors use may be very dif-
ferent from a mere list of grades.

- Records are of obvious value to parents.

- In summary, records are essential and in every case the
essential thing is that records be able to say what really
counts and say it in a way that genuinely communicates.

5. Evaluation must provide continuing feedback into the larger
questions of curriculum development and education policy.

- Evaluation must concern itself with all the important objectives
of the school.

- It is important for evaluation to "get outside of" established
objectives and raise still larger questions.

‘Specifically, as far as the social studies teacher is concerned,
evaluation must proceed in terms of the objectives which are clearly
stated at the beginning of this programme. If a_social studies
teacher says he is aiming for concept development-and a spirit of
inquiry, but organizes his evaluative techniques in terms of memori-
zation of facts, his students will soon be conditioned to this
expectation and their learning directed towards this goal.

Throughout the programme, then, the teacher must keep all the
objectives clearly in mind, and, in addition, should try to get
outside the objectives to determine whether or not the objectives
are themselves valid.

) Space does not permit a complete documentation of the evaluative
techniques and instruments which a geography or history teacher might
employ. You are referred to several important works where tﬁése are
discussed in detail: -

~

1. Harry Berg, (ed.) Evaluation in Social Studies, Thirty-fifth
Yearbook of the National Council for the Social Studies, 1965.
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Bloom, Taxonomy of Education Objectives - The Cognitive Domain,
David McKay Co., New York, 1964.

Krathwohl and Bloom, Taxonomy of Education Objectives - The
Affective Domain, David McKay Co., New York.

Evgluation of Pupil Progress, a report of an invitational
semgﬁar sponsored by the B.C. Teachers® Federation, February -

196p.

Fred Wilhelms (ed.), Evaluation as Feedback and Guide, 1967
Yearbook of the Association for Supervision and Curriculum
Development, National Education Association, 1201 - 16th St.
N.W., Washington, D. C. 20036.

(The committee wishes to acknowledge that it has drawn material
from the first chapter of this book in preparing this statement
on evaluation.)

Vv
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GRADE VIII - THE DEVELOPING TROPICAL WORLD

The purpose of this first high school course is to continue

the development of skills and concepts which were introduced in the
elementary school. The approach will be increasingly more sophisti-

cated.

The'programme is designed so that students can examine in some
detail those areas of the world that lie in or.near the tropics and
that have economies essentlally rural, agricultural, or subsistence

in character.

Agriculture rather than industry dominates the economy of these

regions and therefore becomes the main theme of the course. The

types of social organization to be considered in this course should

~include those which.are based upon:

a. Hunting and gathering b. Shifting cultivation
c. Pastoral nomadism d. Rudimentary sedentary
agriculture
e. Subsistence crop and f. Intensive subsistence
livestock farming (rice dominant)
g. Intensive subsistence: h. Commercial agriculture

(rice not dominant)

This does not preclude the possibility of considering some

urban, industrial, . or other cultural phenomena within the regions

selected.

FIELDS OF INQUIRY

1. Asia (select one of the following)

a. Peninsular Southeast Asia and South China

b. South Asia , :
c. Southwest Asia (and Mediterranean North Africa)
d. Insular and Oceanic Asia

2. Africa (select one of the following)

3

a. Mediterranean North Africa (and Southwest Asia)
“b. Saharan Africa
c. Sub-Saharan (Equatorial) Africa

3. Latin America (select one of the following) .

a. Mexico, Central America and the Caribbean
b. The inter-tropical areas of South America

4. One or two additional units from the above list may be selected

at the option of the teacher.
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_ Within each area selected, relatively small sample regions or
topics should be studied in depth in order to develop valid concepts
and generalizations relevant to the area as a whole. In order for
the course to be a rewarding experience for student and teacher
alike, the units or regions must be chosen for a specific purpose,
and a definite theme should be established for each region selected.
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