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PREFACE

The Pitt International and Development Education Program (IDEP) stresses
appl.cation of the soclal sclences to the problems of development education. [t thus
seeks to encourage students to respond to both academic (social science) and pro-
fesstonal (education) discliplines in programs of advanced study and research, This
paper demonsltrates such an integration of anthropology and education. Unlike other
recent applications of anthropology in teacher education, school administratior, and
~ducatlonal research, it suggests some approaches to the drvelopm=nt of a new pro-
tessional role in American schouls, that of the instructional consultant. It involves
both a conceptual framework In the anthropolegy of education and a concern for the
teaching of anthropology relevant to speclfic needs of the educational enterprise.

Mr. Glannotta is an IDEP Ph. D, candidate speclalizing kn educational anthropology.
This paper Is the result of his observation and participation in a training program for
Instructional consultants at *he University of Pittsburgh and was presented to the IDEy
faculty as a professional project for the doctcral comprehensive examinaifons. Pro-
fessors Douglas White {(Anthropology), David Champagne (Curriculum and Supervision),
and Thomas Hart {I1°:P) served on the examination committee with me and contributed
to the preparati»n of the paper for publication.

It s especially appropriate that Mr, Glannotta has chosen to focus on a8 problem
of development education in the domestic U, 8. context ¢ fter his cross-cultural
&> perlence as a Peace Corps teacher in Turkey. He has now return2d to Turkey for
research on education there.

John Singleton
Chalrran, tDEP
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INTRODUCTION

In recent years observers have discussed a varlety of considueztlons in planning
and effecting neecded changes In education. One of these has been the need for
bullding Into education:l systewms an Infrastructure for change. Albers (1967; v. 3;
198) has ouvserved:

Ul.fortunately, most schonl systems are not disposed or geared to
counteract the varlous reslstances to change. We spernd 30 much time
2nd effort keeping the system operating that we pay too little attention
to how to improve {t. Ordinarily, no one is assigned or has accepted
the responsibliity of planning for change, except on an extra-duty basis.

He suggests that szhool districts of sufficient size establish one or more staff
positions to plan, promote, ang implement desirable change, particularly ou the local
level, Such a position would have the task of not ouly building favorable attitudes
toward chaige but also keeplng school persannel Informed of potentfally useful
{nnovations.

One might argue that this function has long been performed in the area of teacher
supervision. However, such has not always been the case. Supervisors have fre~
quently been in short supply, hard pressed to "keep up* themselves, and often per-
celved {at times justiflably) as little more than administrative raters. In some cases
the supervisory function has fallan on the principal, who, by the nature of hls posi‘lon,
has simply been unable to provide asslstance. Moreover, the supervisory process has
often been unidirectlonal rather than collaborative, with the locus of evaluatlon
stemming [ro.a everyone else but the teacher himsalf.

Increa: inyly, however, there has been a consclous movement underway with an
explicitly staied goal of promoting needed changes through tha development of a
*helping relationship” between tralned change agente and teachers. Rogers (1961 40)
has characteri“ed such a relatioi ship as

+.«one {n which one of the paricipants Intends that there should come
about, 3 one of both parties, more appreciatlon of, more expression of,
more functional use of the latent Inner resources of the Individugl.

Bullding from such a goal it Is perhaps not surprising that the movement. has been
termed “clinical supervizion® (Goldhammer, 1569} and the Individual charged with the
tasa of fostering a helping relatlonship referred to as an "insiructionai consultant. *
fChampagne, 1967; Wilson, 1968) B8roadly stated, the instructional consultant
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(hereafter designated by I. C.) may be perceived as a facilitator of change in schools
for purposes of Improved Inst:uction. Specifically, an I. C. is expected to

.. Support and encourage teachers to improve thelr classroom performance
by identification of personal and nrofessional roles, by trylng new curri-
cular patterns with pupils, by making effective use of various means of
receiving feedback on their inte.actions with pupils, and by working with
fellow teachers and administrators in an examination of how recent
innovation within and outsice the district can be transformed into relzvant
classroe.m practices for specific pupils. (Champagne, 1967; 34)

To perform such a task {t wil. be necezsary for an I.C. to see himself and for others

to see him as a facilitatce of change with status as such in the power structure of the
system within which he works. It will also be necessary for him to integrate a critical
examination of his vwn nractices into the performarnce of his role. One of the com-
petenclas he might be expected to develop to help him do this is the ablility to draw

on theory and practice of the varlous social sclences to "provide support for his
{ndividual practlce and rationale for his actions as consultant. " (Champagnz, 1967; 41)

As tha I.C. tule has evolved In Fittsburgh, and as i {s designed, there Is an
opportunity to develop such a competency. Here, for example, an 1.C. |5 assigned
to a cooperating school in a supervisory capacity with a team of Teacher Corps interns.
At the same time he is working in a university setting which allows him to both analyze
and improve ur~n his professional practice. His commitment to the schc1: {s a long-
term one and he has an opportunity to develop a helping relationship not only with
members of his team but with adminlstrators, parer:s, studerts, and other teachers
as well,

The Furpese of this paper Is tc explore possibilities which one soclal sclence,
ctltural arthropology, might offer for enhancing the professional competence of an 1. C.
Spindler (1363:41) has noted that the applicaticn of anthropology to educatlon takes
two general forms., The first is the use of anthropological concepts and data in courses
of study and teacher-training institutlons; and the second is the application of anthro-
polngical concepts and methods to an analysis of the educative process~-an "anthro-
pology of education. ® Our exploration will (1) develop a “rief rationale for relecting
cultural anthropology to the work of the I. C, by looking at some of the questions asked
and procedures employed in tho anthropology of education, (2) present some analytical
perspectives, on the basis of direction fn which suc™ work has pointed, for examining
the role of the 1.C., and (3) spell out some of the operrtional implications these per-
sFectives suggest In terms of ways in which they ce.lé be used fn the preParation of
I.C.s,
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This paper, thercfore, asks how various aspects of anthropology as a disclpline
could profitably relate to the competency development of an I. C. --not how anthro-
pologists might perform such a role or how 1. C. s might become anthropologists.
Rather, what is malntained Is that in providing a "rationale for his actions as con-
sultant, " an L. C. 1s Inevitably Involved {n such activitles as problem dlagrosis and
process analysis., And, as is the case with many other professlonals, he will often
find himself borrowing methods and analytical frameworks from various soctal sclences
in order to generate and examine data on which to partly base declsions with
ramlfications in soclal action.

A RATIONALE FOR POSSIBILITIES

Bearing this distinction in mind, perhaps the most striking parallel between
cultural anthropelogy and clinical supervislon may be seen on the procedural level.
Goldhammer {1969; $4) has described clinical supervision in an . C. ~teacher
relatior.ship as follows:

/By “"clinical, "/ 1 mean tu convey an image of face-io-face relationships
between supervisors and teachers, ... "Clinical" supervision Is meant to
Imply supervision up cloce. .. The term should also denote sup:arvision of
actual professional practice, of actual practitional behavior. What the
teacher does is central in clinical supervision, cf which one hallmark is
that the supervisor is an observer in the classroom and that the obser-
vational data Le collects represent the principal foci for subsequent
analysis. A condition of intimacy (s implied by this descriptfon...An
image of idlographic analysis of behavior data and a tendency to develop
categories of snalysls after teachlng hayr been observed, rather than
beforehand, completes the piciute.

One sees here the importance attached to observa.lonal data., Because of this
Irportance, Goldhammer goes on to mention that, when observing, the 1. C. will
gen2rally write down what he sees and hears as accurately as possible {preferably
verbatim) "everything everybody says, if that's possible, and as objective an account
of ncn-verbal bzhavior as he can manage. " One also notes that "a condition of
intimacy™ Is consfdered essential. One of the mechanisms used to esiablish such
a ~onditlon s the "preobservation conference. " Among the purposes which such a
conference serves are the (re)establishing of communicatlon, the reduction of
anticipatory anxieties, &nd obtaining as maximum an understanding as possible of
thu teacher's frame of reference, "his feasons, his premises, his doubts, his explicit
professional motives, and tha speclfic payoffs he envisions. " Finilly, there 1s the
emphas!s on posi-observation analysis bullt upon data on the basls of which an
interpretation is derived, not imposed. (1969; 58-61)
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In terms of certaln procedures, then, clinical supervision would seem to parallel
a method commonly employed In anthrupological field work, namely (hat of participant
observation. The participant ohserver usually has, for example, as one of his goals,
the accurate Interpretation of meanings wnich inhere In the culture and soclal context
of the pecple he studles. To do this he must not only observe as accurately and 3s
much as he can; he must also be flexible and capable enough to revise his activities
and mode o; analysis as new insights emerge from the data. Bruyn's recent work on
*he methudolagy of participant observation has also touched on some points of
sinilarity  (1969; 18-22). He notes, for instatce, that the participant observer
shares in the life activities and sentiments of the people he studles in face-~to-face
relationships, trying to view thelr goals and interests in the same way that they view
them. Such a role requires both detachment and personal {nvolvement in that the
observer's "scientific role Is Interdependent with his soclal role in the culture of the
observed. " As much as possible, he attempts to become a part of the system of
symbols and soclal Interactlons operating aound him. Bruyn also polnts out that such
an attempt is not unique to the method of part!cipant observation, but in many ways
part of human communication Itself,

The participant ocbserver has generally been conceived of as an outsider
who seeks to take part (n a culture v 1like his own. [t (s now apparent
that at another level certain elements that comprise the participant-
ubserver method are fundamental to the soclal act,..and...to some
degree part of all research and human actlvity. (1969; 21-22)

These are some parallels vhich may bte seen on the procedural level, We will
return to the~ later on, particularly in terms of contributions which specific technigues
of participant observation and modes of data vallgation might offer the 1. C.

Let v's now look at some of tha basic Interests and work done by anthropologists
engaged in research on educatlon. What kinds of problems and questions have they
dealt with? What are some of the approaches they have used to study these problems?
Are these the kinds of pioblems that an 1. C. might be confronted with?

In some ways the r2r.ge of concerns exhibited by cultural anthropologlsts [nterested
In educatllion has been broad and Is still growing. It has included, for example, con-
texts of both formal and non-formal education (often urder such headings as "soclall-
zation” and "acculturation™); the process of educaticn in cross-cultural settings;
cultural fufluences on roles, and role conflic's of, students, teachers, and
administrators: ritles and czremony in schoop) systems: the school as a socfal system
and §ts relationship to other soclal systems; anthropology and curriculum development;
and more recently lanquage and cognitive ttyle, particularly as thay relate to minorlty-
group education. {eg., Spladler, 1963; Singleton, 1967: Wax, 1964; Burnett, 1969;
Cohen, 1969) The list is far from complete.
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Yet in other ways the ranje has been a narrow cne. The process of cultural
transmission, particvlarly values, has recelved heavy emphasis. The {dentificatirn
of both {mplicit and explirit value conflicts has also recelved much attention. Such
studies have bteen important, fruitful, and, without a doubt, do relate to the questions
and problems an . C. must deal with, let two examples suffice,

‘Cne problem Goldhammer makes much >f, and justifiably so, is that of students
beling confronted with teachers who often appear "{rratioral" to them in terms of cultural
values they profess and values they actually transmit. For instance, a teachzr's stated
goal of effecting maximum pupll participation in the planring of curriculum often will
not match his behaviors in attempting t> actualize that goal. Conflicts arising from
such 8 situation seem "rational” to nelther teacher nor pupll. Spindler {1963; 146}
addressed himself to this type of preblem by trying to relate conflicts found in an edu-
catinnal system to value differences among teacrers, students, parents, and admini=
strators. These differences were, in turn, related tc transformations occurring in the
larger soclo-cultural environment. On the basis of h:5 study, Spindler placed each of
the above groups on a "traditional-emergent” value continuum and made certain
hypotheses. While not denying the function that each of the value systems serves, he
pointed out that poth persor.al and group conflicts can often rartly be uaderstood in
terms >¢f conflicts of tendev,cy towards elther end of the value continuum. Teachers
from “"tragditional" homes, for exam; le, are frequently confronted with "emergent"
values in the teacher-training institutions they enter. Spindler further hypothusized
certain kinds of adjustments a teacher might make In such 2 situation. These were
(1) ambivalent--"character{zed by contradictouty and vacillating behavior, particularly
with respect to the exerclse of discipline and authority, " (2} compensatory--
characierized by overcompensat.on consistently in the direction of either emergent or
tradition -centered values, and (3) adapted--ciaracterized by a choice to work within
the framework of one or the other value set, or 8 workable synthesis of both, What
Sptndler basically argues for is an attempt to understand conflicts either between grcups
or individual educational personnel "in the perspective of the transirmation of
American culture that proceeds without regard for personal fortune or Institutional
survival.

A problem which has also attracted the attention of anthropologists is one similar
to the alnve and which (3oldhammer has termes "Incidental learning. ™ By this he refers
to a classroom phenonienon £n which

in addition to the learning outcomes scught deliberately by the teacher,
the puplls, individually and collectively, learn a great spectrum of
things that the teacher did not intend them to learn, generally without
the teacher's awareness that they have becn learned, and as a direct
result of the teacher’s behavior. {1969; 12)

Some anthropologists have looked at this situation using a framework focusing on
urintended consequences of soclalization. In research on attitude organization in
elen.entary-school classrooms, Henry (1363) found that "docility” on the part of
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studen! s resulted from their "absolute dependence for survival™ on a teacher who was
trying to foster just the opposite {i.e., more independence). Both Lee and Spindler

in their respective studf{es of vocational-counseling practices and discrepancies in

the teacking of American culture (Splndler, 1963) found similar unintended consequences.

Undoubtedly stud'es such as these have proven highly useful fn helping educators
increasa their awareness of cultural infiuences on their professional behavior, break
down ethnocentrism and better comprehend specific problems they encouriar. One
might cite the vork of Landes (1365} who effectlvely paired cultural anthrepology and
educatlon to help tet~hers deal with difficulties they were encountering with pupils,
parente, and communities of haterogeneous social and ethnic backgrounds. Teachers
were glven training In methods of observation as well as exposed t such topics as
"comparative siudy of the family in different cultutes: schooling and health care, and
other institut{onalized activities in diverse cultural settings; teaching and learrlng in
dlfferent cultures; relatfonchips among race, culture, snd language. " (1965; 287)

However, anthropologists have been quick to note that much remains to c¢ done.
For atthough they &nree that anthropologyis a discipline unlqauely equipped to con~
tiibute knowledge abou! the trucial functions which educztio. performs, unfortunately,
as Spindler (1963; 59) hes noted, “"most often anthropologists will describe the results
of education but not the process.* He calls for mmore joininc of culture theory and
work in areas such as social Interactton and organizatlon. Kneller (1965; 61) makes
a similar observation, citirg the heavy research empharis to date on cuiturally
acceptable bzhavior "ss the result of the internalizaticn of cultural norms in ch)ld-
hood and adolescence” as opposed to equally needed work on how Individuals Interpret
the cultural norms they ¢o internalize.

Thus we might ask whether there arc some analytical perspectives avalable in
the literature of cultural anthropology which deal with concerns in the direction to
which pervious work has polnted. And equally important for our purpeses, if so, could
such perspectives be suffictently overat.onalized to apply to the analysis of problems
an I, C. mlght encounter?

Briefly desc:ibed below are thre 2 inter-related ferspectives concerned with (1)
culture, (2) role relationships, and (3} soclal interaction and decision-making. The
perspectives are drawn malnly from cultur2! anthropology but also reflect similar work
done in other {feldr. They have been selected to try (. jenerate sume tentative
mode: ~f answerir, the following kinds of questions an [.C. migkt ask himself. Is
there a way of conceptuallzing and analyzing *cultwe” and ways in which it ofperates
which could help me in examining my efforts as a change agent? What are some con-
siderations ] might use to help me identify my role and those of others in situations
of planned change? Are theie ways of looking at my own and othets' soclal interaction
that pcssibly could assist me in formulating strategles of change?
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Each of the perspectives will be presented with some general implications they
suggest for analyzing the activities of an I.C. The final portion of this paper will
attempt to spell those implications out in more detalil.

CULTURE AND CHANGE

The perspective on culture and change selected for «:onsideration here {s one
developed by an anthropoloyist who spent a good deal of his time involved with
char.ge himself, often In the context of cross~cultural technical assistance. Good-
erough defines "culture" as the shared products of humaa learning and concelves of
it as follows:

1. The ways in which people have organjzed their experience
of the real world so as to giva ft gtructure as a phenomeral
world of forms, that is, their percepts and concepts.

2. The ways in which people have organized thelr experience
of thefr phenomenal world so as to give it structure as a
system of cause and effect relationships, that is, the
propositions and beliefs by which they ex>lain events and
design tactics for accoinpllishing thelr purposes.

3, The ways in which people have oryznized thelr experience
of their phenomenal world 20 As to structu-e fte -arfoas
arrangements in hierarchies of prefernnces; that i3, thelr
value and sentiment systems. These prov.de the principles
for selecting and establishing purposes and for keeping
oneself pu. 25efully orfented in & changinj phenomenal
world.

4, The ways in which people have organized thelr experience
of thelr past efforts to accomplish recusring purposes in
the future....They included procedures fot dealing with
people as well as for dealing with mate.tal things. {1963; 259)

According to such a definjtion, no two persons will have exactly the same culture,
that §s, ways cf organieing experlence and standards for jerceiving, Predicting,
judging, and actiny. Goodenough iccordingly delineates 10t one but three kinds of
culture. First, a person's private culiure weuld consist ot his conception ol cultuzes
“which he attributes *o others {ndividually or collectively, both within and withaut
hls ~ommunlty...and is likely to 1nclude moce than one set of bellefs, moce than one
hie: *rchy of choices, and mofe than one set of princlples ‘or getting things done. *
Next, a person's operating culture would be the particular culture he selects as a
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guide for behavior in a speclfic context (¢g., when with his boss or drinking friends).
Finally, a public culture {s one that the men.bers of a community share and belongs

to all of them as a group. It results from a high degree of consensus regarding the
cultures individvally attributed to one another and the content of the operating cultures
used as guides for mutual interaction. (1963; 260~61)

Three factors which Goodenough f30lates as affecting which culture among those
avallable to him a person selects as hls cper *ing culiure are changes in a person's
phenomenal «wrtd ard the contexts in which o finds himself, changes in his purposes,
and changes In the Identifications he makes. In addstion, changes in one's prlvate
culture will reprasent basically an additior. v« reorgar.fzation, not a replacemer.t,
which characterizes change in one's operatinig culture. In looking at change, Good-
ennugh also sees as crucial considerations cultural artifacts {i.e., the things people
make, do, and say, or what we see of 8 culture) and customs {i.e., the pre=fabricated
procedural routines by which people deal with recurring situations or problems).

On the ta:zis of these onbservations, some of tie questions a change agent such
as an 1. C. could ask himself might be: Which kind of culture 18 the change 1 am
trying to introcuce almed at? If I am trying to bring about ctange in my client’s
oparating culture and assess whether such a change 18 occurring, how do 1 perceive
my clients a~d how do they percelve me?

Ins~far as & person tries to conduct himself according to the standards
he attributes to others, others are !ikely to attribhute to him a private
culture that s in ceality a reflection of nis generalized culture for them.
And 1t is thelr generalized cultures for others that people usually use as
their operating culture when their behavior 18 subject to other's scrutiny.
(Goodenough, 1363;263)

Under what kinds of con ' tions would my cltent perhaps develop a need to expand
his private culture? Are changes I have “elped foster in material, behavioral, and
social artifacts flkely to persist when I am gone? If a change 18 aimed at a custom,
would it involve the use of pew skills, materfal, and socfal organization? Could
such a ctange possibly be accomplished through tha use or reorganizatior cf existing
customs as levers? Has a custom I would like to sce changed become highly
sacrasanct, and 1f so, how much risk might ba percelved by clients in an attempt

to alter 1t? What are strategies I might use to reduce such a risk? What is the
nature of my own private, operating, and public culture and what types of sub~
cultures can be discerned in the community in which I work? Such questions are
broad yet important. QOne consideration they lead to is that of the agent's definition
of his own {dentity and role in Lhe targs' community, to which we pow tum.
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IDENTITY RELATIONS AND ROLES

The concept of social “role" like "culture” has received extensive attention by
soclal sclentists and continues to. Often, however, such a concept has been
difficult to clarify when locked at closely. Here we will present the concept in one
way it has traditionally been formulated, scme: of the problems such a formulation
has involved, and finally ways in which anthropologists have dealt with these
problems when trying to use the concept to study complex soclal organizations.

The conceptual framework scmetimes called "role theory” has involved a number
of concepts. Important for our parposes are zome which Gotfman (1961; 35) has
summarized as follows. First, status or a posttion in some system or pattern of
positions and related to other positions through reciprocal ties of rights and dutles
bind!ng on tlie Incumbents. Second, role or the activity the incumbent would engage
in if he were to act solely in terms of the normative dcmands of somecne In his
pusition. Third, role performance (or enactment) or the actual conduct of a paritcular
irdividual while on duty fn his position. Fourth, role-others or those role audiences
with which an incumbent interacts through a cycle of face-to-face social interactlons.
Tifth, these various kinds of roles for an [ndividual in role, when taken together, may
be termed a role-set {eg., an I.C.'s role-set might consist of I. C. ~students-
teachers-administrators-parents-colleagues). Sixth, role-sectors (or subroles), each
having to do with a ;articutar kind of role~other, and forming part of the overall role
associated with a position (eg., 1. C, -teacher). Seventh, self-image or a8 combination
of the Lmpressions f an ikcumbent conveyed in a performance situation and the rols-
appropriate personal quasities imputed to him by his role-others. Eighth, commitment,
whereby because of the tixed and interdependent character of many Institutional
arrangeinents, an indlvidual's performance of his role irzevocably conditions other
fmportant porsibilities in his life, forcing him to take courses of action, causing
other persons to bulld up thelr activity on the basis of his contlnuing in his current
undertakir gs, and rendering him vulnerahle to unanticipated consequences of these
vndertakir 2s. Finally, role-conflict which occurs when normally segregated-roles
and rele-sets overlap In & situation causing embarrassment or vacillation In
perfo.mance. ’

Goffman observes that while such concepts as those sampled hece have usually
been useiul {n analyzing some ategory of person and the differentiation and integration
of roles, they ara often found t> need broz dening, particularly when the Individual §s
taken as the central un't of aralysis, but at the same time, placed in contexts wlder
than those of highly bounded formal organizations. Thus he suggests

that a more atomistlc frame of refercnce be used--ai 1is In fact uzed
in actual stuifes. When we study role, we study the situation of
someone of a particular analytical categoiy, and we usually limit our




interest to the situation of this kind of person in a place and time....
But any ideatification of these contexts as soclal systems is surely
hazardous, requiring for justification an extensive preliminary study
seldom undertaken. (Goffmau, 1931 §5)

Again, Goodenough (1965) has oifered some irteresting suggestions here. He
notas, for instance, that very often unlts of analysis such as “siatus” or "position*
have lumped together such independsnt concepts as "rights and dutles™ and what he
would call "soclal ldentity. " Thus he distinguishes status {(a combination of rights
and duties) from posltion by definir.7 the latter in tern:s @' social identity, l.e.,

"an aspect of self that makes a difference in how one's rights and duties distribute

to specific others. ™ Status wouvld !nvolve then (1} such concepts as rights, dutles,
privileges, powers, llabilitles, anrd immunities and (2) the ordercd ways in which
these are distributed in identity relationships. Hence every individual will have a
number of different soclal identities and his rights and duties will vary according

to the identity he may appropriately assume in a glven interactlon. However, equally
central 18 the fact that one's duties owed and rights due will depend on both one's
own and another's identity taken together.

Faflure to take account of the identity of alters and to speak in general
terms of the status of a chief or employer has been responsible for much
of the apparent lack of utlllty of status-role concepts. (Goodenough, 1965;4)

What are some of the factors that come into play in identity selection in & given
interactlon? Excepting the fact that come ldentitles are ascribed (eg., brother-
sister), of Importance are (1) an Individual's or group's qualifications for selecting
an fdentity, (2) the occasic. for and culturally recognized types of an activity, (3)
the setting of an activity, and {4) ona's identity-reletionship, i.e., that identity,
chosen from & llmlted number of "matching™ identities, with which we respond to the
iden!.ty vommunicated and assumed by arother party. Sinca parties do not ordinarily
deal 1vith one another {n terms of 'aly one identity-relationship at a time, Goodenough
calls the composite of identities selected as appropriate fur a glven Interaction the
selector's gucial persona ia the interection.

Tor each culturally possible identity-relatlionship, then, there is a specific and
riutudtly defining allocation of rights and dutt . Also, v.hien udserving the distcl-
butlon of rights and duties in a soclety, one must obsery~ evely relationship twice,
that Is how rights and duties are dls'ributed from the point of view of each par-
ticipating identity Independertly. S'no2 the nnmber of rights and duties in any
‘nteraction will be a comnposite of several status dimensions at once (eg., deference,
sex), oue may be describ d as having a composite status, It Is the aggregate of a
given ldantity's composite statuses that constitutes hls ole.
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Looking at roles in this manner it will be seen that some ldentities will net:’
more privileges (1. e., fewer duties) and/or more rights {n all their ide‘tity e
relationships taken together than others. Siae

That is, the roles of some identitiec vvill have greater po:sibilities
for gratification than the roles of others: some roles will allow more
freedom of choice in action generally than others: and some will be
mote and some less cramping to particular personal styles of operatlon. o d
(Goodenough, 1965;186) Loty
How 1s such a framework, presented here in skeletal form, relevant to ways ah
1.C. might want to examine his own role? One thing he might want to ook at is the -
kind of social identity he would like to establish, the specific individual of group =
with whom he will be (or has been) interacting, and the type of identity-relationship 1
that could be envisaged. Next, relative to what he hopes to accomplish through the -
{nteraction, he might 100k at not only the qualifications he will need to establish . '
such an identity but also those his client perceives as needed. He might 2lso ask
himself the kinds of settlngs, occasions, and cues that would be most effectlve and
mutually gratifying relative to the role he will have to both communicate and perform.
He might, §n addition, want to try to assess the possibilities and (in some caces)
danger of over-commitment to such a role, becoming "locked in" particularly wren
perceptions of needs will change as the relationship develops. He might, for .-
example, have to change his personal style of operation as his social identity !
changes. Does he have the resources to do this? Does his client? Finally, will
a change from old to new identity relationship be recognized and accepted as such
by both tncumberts and "relevant others? LN A

It is clear that all of these questions revolve around the 1. C. and the panijcular -
situation in which he finds himself. Recognlzing the importance of the speclfic i~
context, Goffman (1961) has voiced a need for looking at roles in what he calls a

*situated activity system” to which we may now turn our attentlon. . Tt
N

ACTIVITY SYSTZMS, DECISION MODELS, AND BEHAVIORAL EXCHANGE

Below we will briv.fly describe what is meant by an "activity system, " look at
one of the ways used to examine such a system, and summarize the relationship of
what we describe to the perspectives we have just presented, namely culture and
role. We will then pass on to some of the specific Implications all these perspectives
suggest for the competency development of an 1. C.

/he need for a more situational orientation has not been seen as restricted to
role thecry alone, Howard {:963; 401), for one, hat observed implications for
athuographers as well.

11
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Ethnonraphic description should provide sufficient data to permit
the combination of declsion~making mov2ls in which culturally
perceived alternatives are designated, the principles {or factors)
...which &re determ!nate for choosing betwe 2n alternatives
described, and the relationship between the factors specified...
a model based on individual cholce.

He remarks that in using such an approach, one would ask not “What are the
princlples of social structure 7" but rather "What ar: the principles that structure
behavlor under given circumstcnces?" What the answers to the latter o.iestion
would describe is basica!ly an activity system, "the relevant units beiag the
principles. .. that are predictive ¢f cholce. " One notices here that the concern is
not necessarlly with the struciure of a social system, but rather with social
behavior. And since such an approach is dealing with social behavior, f.e.,
behavior that has significance fsr others, we might ask how one s to decide what
is s!- \ficant behavior for a speclilc aroup. Howard sees

. simply no alternative to intensive analysis of the coguitive world
of our subjects. We must learn how they categorize behavior, how they
distinguish o.e type of behavior from another. [t may be that a whole
range of behaviora) acts which to the observer appear quite distinct, are
to our subjects unly Insignificant variations within a distinct category.
(1963; 433-34)

Agaln, using such an approach, one would exglore behavior in a variety of
activity systems In order to understand behavlor in any one such system. An
explaration of behavior within an actlvity would also include such factors as some
account of the origins of the stimuli to the activity, the cognitive distinctions
emp'oyed, and why certain decision-making principles are favored over alternatives.

Along similar lines KeesIng {1967; 2) has also urged tbe use of a "decision=
model” In ethnographic description, that Is, “an ethnographic description that is
actor-oriented and based on categorles of the culture under study” with the advantage
that each new observation could constitute "a test, not merely a statistlic. ® Inthis
sense, the model would basically constitute an attempt

to achieve a description that allows us to replicate, as much as
possible, the expectaticns of our subjects. ... /lts/ minimal properties
are that it (i) deflnes the situatlon or context {r. a culturally meaningful
way, (2) deflnes tihe range of culturally accepta'sle alternative courses
of action In that situation and provides either (3) a set of rules for
making appropriate decisions under culturally possible combir.ations

of circumstan~es...or(4) a set of strategles for deciding among
alternatives, i.e., a value maximization model.
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In terms of (his model, Burling, following Robbin's earlier work, has defined
economlc anthropology as

the sclence which studles human behavior a- a relatlonship between
ends and scarce means which have alternativa uses. . .+ When time and
the means for achieving ends are !imited, arnd capable of alternative
applicetion, and the ends are capable of belng distinguished in order
of importance, then Sehavior necessarily assumes the form of choice.
«++ I we focus on the individual who Is caught in the web uf his
soclety, and who {5 trying to maximlze his satisfactions, we are

led to an {nvestigation of his actual behavior in sltuations of choice.
(1962; 818)

Such situations need not dea! with material objects. "Satisfactions® might include
non-materials as power, prastige, {ndependence, etc., viewed In the coniext of
culturally available cpportunities for maximization. Burling points put too that
"since one makes choices partly with an eye to the expected cholces of others, it

i3 not unreasonab'e to view this pursult of satisfactionas a... continuing game of
strategy. ™ (1962; 818)

One area which has tried to look a bit closer at what {s involved In decision-

models 15 game theory. Richard Brody has defined game theory (contrasting it with
games) as follows:

The Theory of Games ("Game Theory"} provides & means of describing
the strategic behavior of one or nic e acters who have to make choices
in coaflict sftuations (games) in which payoffs (potential outcomes)
are & function of the choices made by all parties to the cvonflict. The
Game Theory Model Is normative, fn that it prescribes the cholce or
combination of choices which lead to the best payoff under the cir~
cumstances of a glven conflict sltuation. The theory, moreover,
postulates a "rational™ actor who will always follow this best
strategy. {as quoted in Raser, 1969, ix)

Some notlons of game theory as It relates tc the behavioral sciences and which
might be helpful to us have been summarized by Buchler and Nutini {1959). They
note that game thesry makes a distinction between ground rules {rules that structure
the game) and strategy rules (individual options of the actor playing the game). 1Ia
the social sciences ground rules have been concerned with mechanical (deterministic
models) or 1deal norms of what people should do, while strategy rules have been
concemed with statistical models of what people actually do. The theory of games
Is concerned basically with games ot strategy "in which the outcome depends ¢n the
interlinked deciston processes of players, and, 1 this sense, may be usefully con-
trasted with games of chance, in which the outcome is determlined eolely by random
events. * (1969:7) In addition, Buchler and Nutin] see the relationshlp of decislon
theory to anthropology as a complementary one:




} Declslon theory Ls not concerned with the factual (cultural)
knowledge that a player has about a given sftuation, or with
formulating a theory to explain ho'w such knowledge is obtalned.

It 1s here that the theory of statlstical Jdecisions, game theory,

and rejated approaches on tho one hanc, and cultural anthropology
on the other, which seem §n _certaln respects to be so far apart,

: complement one another. .. /in the distinctlon/ between the anthro-
s pologist's Interest {n ground rules, which structure the cultural
framework within which decisionmaking occurs, and the game
theorlst's interest in strategy rules, or rules for playing games
intelligently, which gulde choices among options whlch the cu..ural
i framework allows. (1969;8)

Finally, there also is the distinction made between zero-sum games (in which elther |
player's gain must entall an equal #amount of loss for the "opponent™) and non-zero !
games. In the case of the zero-sum games, In which only one optimum strategy is
possible, strategic choices may be unamblguously "rational.™ On the other hand.
{n the case of non-zero sum games *-hich sometimes present a hierarchy of declsion i
problems or the possibility of bargalning and coalitions, the concept of a single '
rationality is questionable, as optima resolve Into different”levels™ of ratlional
strategy, or into unresolvable paradcx (eg., Arrow's Theotem).

In terms of our interest In social {nteractions in which a chang= agent is
{nvolved, It might be interesting to ask how preferences of different individuals r
groups are amalgamated into a soclal or grcup cholce, particularly when preferece
patterns are contradictory. Lieberman {1969) has pointed out that in such situations
people resulve thelr problems by solutions which often may or may not maximize
some "rational® optimum: yet Lieberman also inslsts that while the notion of
maximization may not be wholly reallstic or descriptive of all behavior, it s
certa:nly characteristic of much human behav.or, and worth taking {nto account. .

In exaiatning group decision making in & non-zero-tum game context, he
Isolates six factors Influencing outcones {as distinguished from various techniques
arrlving at decislons such as majorlty vote, veto power, etc.). These are:

1. The distdbution of power. Here one would look at not only power as It
is formally distributed but, equally cruclal, participants’ own beliefs about and
own perceptions of th r own power to Influence a decisfon in a particular situation.

2. The jo!nt-welfare function. Here a group would communicate the utilities
of various alternatives to each other either intuitively of explicitly, and eventually
arrlve at a decision whereby some joint-welfare total {5 maximized.
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3. Bargaining and coalition formation. In 3 sltuation where the power
distribution does not perm(t a single individual to determine the outcome, soclal
choices can be effected only Lf coalitions are formed.

4. Indlvidual differences and characterist{cs of the participants. Here
Lieberman points out that, though indlvidual characteristics {eq., personality,
agressiveness) do affect outcomes, it is difftcult to specify exactly what factors
or characteristics are involved (n bargaining behavior.

5. Group processes. Here again, he notes that the literature In the fleld of
small groups has been {nconclusive except for the fact that weaker parties may tend
to unite agalnst those percelved as stronger.

6. Pastand future commitments. This area he terms "virtually unstudled, "
and would conslst of processes Involving the effect of past commitments and
decisions, and anticipations of the effect of future soclal-cholce situations and
comm'tilents on a present problem,

In reviewlng work done by soclal psychologists in the area of behavioral change,
Gergen (1969) makes some observations of interest here. He notes, for instance,
that the value of a glven payoff will often vary within a situatlon and may be partly
dependent on both cultural and subcultural norms which one has learned. [n inter-
personal bargaining one's percaption of the characterlstics of alter, and the situation
in which one finds himseif will have Implications for bargalning behavior. On the
other hand, some soclal norms may tend to become sanctifled and ritualized and as
they do, fnequity as an “objectlve™ level can come to be viewed as equitable. Also,
there (s not necessarlly a one-to~-one relationship batween satisfiction and
dissatisfaction at the soclal and psychological levels. Thus behavior that may
appear quite lrrational on one level may be quite satisfying on another.

Social sclentists wha have worked with game theoty note, however, some
weaknesses it has presented as a methodology. Among these Is the fact that many
of the d¢signs have been laboratory ones, taking vety narrow slices of time, with

very spectfic stimuli, and permitting subjects only limited awareness of each other.
Pruitt (1969;126-127) has observed:

For generating new insights, informal Interviewing and participant
observation_have great merit. Unfortunately, cur discipline [foclel
psychology/has largely lost +1ght of these metrods. ... Observation

of one's surroundings {eg., parg2ining within one's own family) should
Le cultlvated.... Practical preblemsolving in the role of a consultant

can provide a setiing for informal observation of Inter-personal relations.
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Aad while Prujtt would not deslg: :te the laboratory devold of potential for deriving
new insi ;hts, he does say that "certaln kinds of phenomena. eq.. those involving
farger time slices and complex mental sets, are almost necessarily excluded from
most laboratory research and may have to be studled outside the laboratory.

In summary, we have looked at culture from an essentlally cognitlve perspect ive
and roles In terms of identity selection and relationstiips. We have trled to specify
how behavioral Interaction may be viewed in the context of activily systems and
declstion-making models and brlefly presented some features of one approach that
has been used to do thls, namely that of game theory and maximlzation.

ROME IMPLICATIONS AND SUGGESTIONS

In trying to translate the above perspectives Into operational terms, for the
competency development of an 1. C.. we will be looking at three areas: (1) possible
learning experiences using these perspectlves in vehavloral Interactlon, (2) ways
{n which an 1. C. might want to structure observatlons he mikes on hls job, and (3)
some technlques of validating those observations. As the I.C. role has developed
In Plttsburgh, all of these areas overlap, since both one's professional practic:
and reflection upon that practice are Integrated Into the deslgn of the consultarcy.
This is an advartage that I hope would be provided for In the development of sinmllar
roles in the future. The suggestlons below are focus2d or: the I. C. and improving
his abillty to analyze soclal interactlon in which he engages. They are neither
definltive nor complete. They are essentially intended to be tested for their practical
applicability as a means of generating relevant data. Whei= posslible, 1 have trled
to cite examples where thelr use has seemed promising.

Culture in Interaction

One of the problems in trying to use the notlon of culture in training sejuences
is that of translating an abstract concept into concrete fllustratlve experiences.
Lectures often prove ineifective. One way of sciving such a dilemma has heen pro-
vided through such technlques as simulation, role-playlng. T groups, auclo-visual
medla, end discussions, which have the advant.ge of often increasing stuient
interest, participation. and the "reallty” of a training curriculum.

11 & training program which attempted to fllustrate aspects of culture Implnging
on Interpersonal communicatlon, interesting work was done by Stewart {n. d.) using
technlques of simulation and role-playing. Basically. what he started with was a
definltion of culture as cognition. simllar to the one described above, and then broke
the notion cown Into varfous components consisting of (1) form cognitions. (2}
assumptions. and (3} values. The first consisted of such basic aspects of cognitive
processes as temporal orientatlon, relatfonal concepts and the 1lke. The second and
third areas included such notions as self-perceptions. perceptions of the world, how
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one refates 1o oth rs, and modality of activity {e9., Americans' emphasls on dotng).
Since his intentlon was to Increase an individual's awareness of these components,
he constructed what he called contrast cultures to each of the above. A actor then
assamed such contrast cultures In a behavloral encounter with an American who was
trying lo assist him with some problem. For instance, the i.ctor was trained to react

to such American values as the "need for immediate action" wlth just the opposite
orientation,

dennett and McKnight {1966; 604) have described what might happen in a sinllar
slti-ation between an American and a Japanese individual. Using informatlon on con-
trasting cultural norm and cue systems, they observe "It §s possible to predict In a
gensral wvay that when a Japanese interacts with an American, certain blockages to
coemmunication and to the correct assessment of statys behavior may occur. *

However, Stewart notes that in attempting to apply such analyses {n simulations,
a better knowledge of particular situations and individuale involved will make a good
deal of differerice fn how one could specify what might tend to occur, as well as in
euhancing the "realism” and transfer value of the experience. It would seem that an
L C. 's position in terms of fleld experlences as well as an opportunity for universiiy-

. based analysis might be of help here. Simulations could be brought to a level of

situational specificity unable to be achieved ia programs without such an explicit
link-up to daily professional activitles and peopie.

One exercise that might be tried using Stewart's approach would be to specify
public and operating subcultures within a school {eg., among groups of teachers,
students, etc.) and construct contrast public and operating cultures. Worklng from
these in a simulation, some of the blockages that might emerge in solving a partfcvlar

kind of problem ( vuld be explored as well as underlylng orfentations in an I.C. 's own
cultures.

Identities and Roles

Relative to an 1. C. 's task as a change agent, some of the literature on cross-
cultural technfcal assistance is agaln suggestive. Juarez, {n.d.) for example, has
conceptualized the technical advisor §n Rogerian terms as a change-therapist. He
sces assistanca as & process of deveioping helping relatfonships with three phases:
(1) the model phase~-where the change therapist mainly demonstrates or Introduces
new ideas and practices, (2) the peer phase--in which his clients have rcached a
stage of competence slmost or roughly equal to his own, and {3) a consultant staje--
in which his clients have reached a degree of autonomy where they will need his
services only on very specific ozcasions.

Juarez sees the change-therapist as being {n the center of a circle surrounded by
a8 network of inter-connected optlons. These include the "roles* of (1) analyst--who
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must Interpret a situation in the context of the community environment to arrive at an
understanding of needs, judge prioritles among them, and as- . the avallability of
mutual resources for satisfylng them, (2) advisor~-advising \" ~ community regarding
alternatives potentially applicable tc a glven situation, (3) advocate~-recommending
one or several alternatives to the community, (4) s,/stems linker, (5) organizational
innovator, (6) technical Innovator, (7) educator, and (8) leadership trainer. The
optlens are not mutually exclusive, although Juatez suggests that taking the 2nalyst
role first will often enable the change agent to determine a sequence he might want
to use in assuming the others.

One exercise which might offer a variety of possibilitles for developing these
roles 1s the following. First a situation could be glven some specific parame'ers.
One way of doing this might be to use the framework developed by Goodenough {See
Appendix 1) for looking at the overlapping structures of an activity, any par.of which
may be affected by a change introduced Into some other part, S»nie specl’ic activity
might be selected for consideration (eg.. Introducing a new program of studies or
instructional technique), Next, in terms of the phases and roles described above,
an 1. C. might go about trying to plan a project or strategy. (Sce Appendix 1l fo. a
project checklist suggesied by Harrison.) After the preparation of such a strategy,
the personnel {nvolved in the activity would be rolu-played with new problems being
intrcduced, but based on the parameters which were set,

In such an exercise, one could look at the kirn?s >f identity relationships an 1. C.
would cultivate In a specific phase and with whom, WhHat kinds of questions would
he ask? What kinds of commitments would he try to es'ablish? In what kinds of
contexts would he try to establish them? What relationships would he envisage as
being altered through the introduction of the proposed change?

Ore might also want to see how useful the above framework is in lookIng at
specific roles that have been cultivated over an extended periad of timz inanl.C.'s
"real” school, W’ 1 whom has there been extensive Interaction and what kinds of
relationships have been defined? Looking at specif c individuals, has the I.C, tended
to become "frozen™ or "locked Into" a role? How asware ts he of the perceptions others
have of his role and how these might nave been formzad? How many options can he
envisage In terms of developing new roles?

Games and Maximization

In terms of looking at protracted interpersonal interaction ard particularly conflict-
tesolution in education, r.~w might the game perspective we descilbed above be used?
Here we mlight mr 1ion two examples, which seem promising.
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Ross (1968) found that game thenry cou'd be successtully applied to "real-iite”
conflict sitLations in collective ncgotiatlons beiween teachers and school-board
members. In sinulated collective negniiations involving teachers, administrators,
and board members, results showed "that actual board members and teachers playing
thelr respective negotlator roles...arriv2d at solutions that did not differ sigrificantly
from the optimum solutions determined by...two-person cooperative games. "
Basically, Ross found game theory an effective 100! i analyzing such collective-
bargalning situations and argues that it may prcve of great value when applled to
similar bargaining situations in "real-world" n2qotiations.

Roccio (13969) nas presented a very stimulaiing application of game theory to
protracte ¢ irtra-familial inters ctlons, one of wh.ch involved the relationship between
a student and afs teacher. Baslcally, using pariicipant observation, she analyzed a
situation whera, over time, strategles for maximizing satisfactions had become "locked
in. " 1In addition, when viewed on both the level of soclat and Individual norms, one
can have a situation where both players maximize joint payolfs by altering their per-
ceptions of thelr own payoffs, "or, in my terms, that the sum of the percelved pavolifs
of the games played at all levels of consciousness in any protracted interaction
sltuation will be positive for all the players Invclved. ¥ (1969;13-14)

Taus one could have a situation where an activity introduced to supposedly
1 xamize a ¢lient's payoffs on a "rational” level {eg., new instructional procedure
fC teachers) is, because of his curreat strategy's efficlency in emotional and psycho-
leyical terms, actually nercelved by + 1 as a nejative payoff. Roccio sees an entre-
preneur as one who is willing to rlsk (perhaps because of "sufficient ego-strength")

using a possible non-dominant strategy (eg., an innovation). She makes the interesting
cbservation, however, thst

Cnce a rofe labelled "entrepreneur™ has been established within a
soclety, aird the strategies assocliated with the soclial norm for this
role have becomz dominant strategles, then cersons who adopt this
role are net entrepreneurs in the sense glven above. (1969;22)

tocclo's wark is Interesting for several rexsons. First, as she points out, the
intent on in using game theory to look at interaction was not to be able to say "in
situat.on C, glven A, B follows. ™ Ra '.er it was to state the relationship betwezen A
and F In tetms of a thewretical construct, which, #f it acccunted for an observational
conf guration of facts, may enable us to see face:s of the relationship that we did
not s*e before, and see similar relatlonships in @ new light. Sccondly, in view of
some of the problems {nvolved {n using game ti..:ry to look at protracted "real-life”
Interactions, as were mentioned above by Lieberman and Fruitt, it has shown they
are nnt insurmountatle 1f both normative saycial and psychological leveis are con-
sidered. TFurther, it has underscored the necessi.y and u'llity of using participant

observation to do this. Finally. it raises several questions concerning the introduction
of and resistances 1o change.
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An L.C. might ask himselt, for example, whether formalizing an explicit role
in trying to facllitate change will ultimately provide maximum payoffs fn the long run.
It may be that some changes would better be introduced through a verlety of nan-
exflicit mechanisms. Might some strategies better be left unformalized? What is
his knowtedge of both his own and hls c¢lients' perceptions of payoff in terms of both
individual and soclal norms?

it should be stressed hers that our two examples of game theory as used (n
analyzing educational-conflict situations represent but a fraction of the kinds of work
done in the area of using games as teaching devices. For a fuller look and critical
analys!s of the kinds of games avallable to teachers and tralners, the reader {s
referred to Raser's (1969) Simulatlon and Soclety, particularly his section on "Games
for Teaching. " Interestingly enough, Raser urges that, when using games, students
be encouraged nct only to play pre-fabricated or completed ones, but also to bulld and
rebuild thelr own games and then play them, in much the same fashlon as suggested
above for role-playing in a sltuatlon provided with a number of change permutatlions
through the introcuction of new problems.

Activity Systems and Observation

In terms of obvlcus Importance attached to looking at betavior as a function of
both norms of conduct and actual behavior, vis-a-vis the gperspectives and suggestlions
we have been discussing, how might an I.C. try to structure observations he does
make? One approach tiat has been suggested for studying activity systems is that of
sitvatianal analysls, Such an account basically calls for examining the actlons of a
specified Individual or group of Individuals in a wide varlety of contexts. Such an
approazh would also regard observed discrepancles .etween professed norms aad
actual behavior as capable of disclosing their own regularities. Van Velsen (1567;
142-143) states:

Cituational analys!s may prove very useful {n deallng with the process
of optation, that Is, selection by the individual in any one situation
from a variety of posslble relatlonshlps--which may themselves be
geverned by different norms--those relationships which they consider
will serve their aims betier, The particular relatlonships and norms
selected are {lkels to vary in regard to the same individuals from one
sitvation to another and in regard to simllar situations from une
individual to ancther,

Sich observatlon would entall, then, an ' xamination of ihe actions of individuals
over some length of time as well, Also, In tlrying to observe .ne decisions of a
speclfic individual in a speclfic context. some attempt would also be made to take into
accourt as much as possible of the total situational context and norms that appear 2t
work o1 it. *

*For an example of an activity-systems approcch applied in the forin of an educational
ethnojraphy. see Smith and Geoifrey, The Complexities of the Urban Classroom, 1969,
especially their gection on "Decision Making: The Mea-theory of Teaching, ™
pp. £B-128.
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We might also mention here the Importance of two other factors In observing
behavioral interaction. The first Is the range and significance of cues employed,
which Goldhammer mentiined as being so cruzial. There has been increaslng
attention paii to these in recent years by both soclologists (¢g., Goffman, 1961;1967)
and antlL.ropolaglsts {eg., Hymes, 1964). An accurate interpretation of these s vital.
An examination of cues in interaction L< teyond the szope of this paper, hut we might
meition here a second factor related to thum, namely zwareness coatext.

Hodgkinson {1967} has observed that in cvaluating role performance, one of the
major decisions we must makeconcerns the amount of awareness a person with whom
we are interacling jossesses of himself and us, and w> of him. Interaction, thus,
exists in a context of awareness or the lack of it. An awcreress context would con-
sist of the total combination of what each participant knows 3bout the tdentity of the
other and his own in the eyes of the other. There are several pyssible kinds of aware-
ness context that can exist: (1) open~-where both are totally aware of the context,
(2) closed--where one person does not know his true condition or tdenMty, or the
other person's view of him (eq., hospitals), (3} suspiclous--a varation on closed,
‘where one person suspects his true context, and (4) pretense--a vertation on open
where both persons are fully aware but pretend rnot to be.

Such a range of possibilities would seem also cruclal in atiempting to use
situatlonal aralysls. Let us now turn to some techniques of participant cbservation
which might be helpful In dealing with such a problem.

Farticipant Observatlion

We have already mentioned the unlque opportunity provided to the 1.C. for
reflection on observatior.s he makes on hls job. We also stated earller that we co
not envlsage the I.C. becoming an anthropologist but rather belng able to make use
of some of the perspectlvas and technlques avallable (n the fleld. Here we will stiess
two techniques that seemrelevant, not excluding *h\2 possibllity that there are others
he may want to explore. These have been selected Lecause they do not appear
particularly unfeasible or difficult to employ.

We might stress first that one cf the 1. C.'s goals both as particlpant and observer
will be to try to experience events from the perspective c! those he Is trying to help

and to understand the meanings his clients attach to those events, i.e., how they
see them,

The first point we may note §s the very baslc one cf the importance of recording
his experiences, both interms of what happsns and what such happenings seem to
mean to those he observes. Some of themechanisms he could use here are the use of
3 diary, kept on a daily basls, &¢nd, when ke has the opportunity, the tape or video
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recording of staff conferences in ‘which he participates, Some of the kind-~ of things
that might go Into e diary are not only events but the contexts in which such events
occurred. Who was present? Where? When? What conflicts or difficulties arose?
What were the particlrants’ reactions teo t:em? What was his reaction to them?

Relative to our discussion of situational analysls. he has obse-ved a specific
individual or group in a wide varlety of contexts? How have they reacted to different
alternatives presented to them? One technique which might be of some help in dealing
with awaraness contexts Is that suggested by Becker and Geer (i1960). They suggest
that one way of recording statements or activities is classifying them according to
whether they were volunteered or directed by the observer, whether the statements
were to him alone or to others in everyday conversations, whether the activities
were of an Individual or a yroup nature, and again, like statements, either voluntezrea
or Initiated by the observer.

A somewhat more comprehensive treatment of participant observation is that of
Bruyn (1966). Among the suggestions he makes with reference t~ cata is dividing them
into certain dimen:lons, which can also be used as criteria for verifying one's per-
sonal observations. Such dimensions additionally serve as guldellnes to our second
point and that {s what considerations an I.C. might want to take into account when
par.cipating in an activity. Trey are classed under six headings.

1. Time--How long has an observer participated {n a setting? Has he
recotded difterent temporal phases of data-gathering?

2. Place--Where has he participated {n the physical setting? Has he
recorded experiences of how those around him relate to thelr
envirorment?

3. Social Clrcumstance--Has he rezorded experiences of those he
observes under contrasting so.1al circumstances?

4, language--How well does he know the language {eg., concepiual
H styles, cue systems, etc.) of those he observes? Has he recorded
his experlences kn learning (t?

5. Tnilmacy--In what private soclal arrangements does he participate ?
Has he recorded hew he has encountered soclal oppertunities for
participation and barriers experierced (n Interpreting soclal meanings
ir such contexts? )

6. Meaning--How has he gore about confirming whet meanings he 1inds
existing in the culture §r. whch he operates? ‘Where has he observed
rmeanings bt ~ing expressec and shared? in terms of categorizing the
data further, has he tried t> sort out and late meanings or under-

Q tadings, emotions, and behaviuts connected with an activity?
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One other technique right be mentioned here, and that is whether or not he has
tried to take the role of those with whom he is interacting. This will perhaps ultimately
determine whether a helping relationship Is being created or not, in the sense that if
his observations are totally incapable of enabling him to do this to some extent, thay
may be of dublous value to both himself and his clients.

CONCLUSION

1f we recall Spindlet's distinction {196%; 41), in the application of anthropology to
education, between (1} the use of anthropological data and concepts in courses of study
and teacher-tralning Institutions and (2) the application of anthropological concepts and
methods to an analysls of the educative process, It will be seen that this paper has of
necessity had to deal with both areas. Of necessity, because the L. C. s constantly
being “trained” thiough the on-golng analysis of his work. Both his preparation for and
tools used to examlne his work are not only interrelated, but interdependent.

Also, while we were firm in siressing the fact that we did not expect 1.C. s to
become anthropologlsts, and vice versa, thls wouid certalnly rot preclude the option
of having a professional anthropologist work with L. C. s In elther a trainlng of research
capacity or on a consultant basls.

Finally, while our discussion has centered around the ].C. -teacher relationship,
w2 might note that the perspectives suggested for analysis and training are not meant
to be only limited to a newly emerging ro.e that can perform a "supervisory" function.
Rather, they are intended to be tested for their utilfty In helping educalors understand
and develop human actlvities and interaction on a varlety of levels. These levels
would .nclude relationships among students, students and teachers, teachers, t~achers
and administrators, parents, and $o on. As such, teaching or supervision wou'd be jus:
some of the activities that go on In the educational precess. such work remains to be
done using focl other than those desived from and based on the formal properties of
educational structures. Tle discipline of cultural anthropology should continue to play
a significant part ¢n that work, since it s equipped to look a* precisely the kinds «f
activities and processes so ofien overlooked in purely structurally based analyses.
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APPENDIX 1

Features of Activitles

1. Purpose
a. - Stated goals and thelr justifications
b. Other gratifications accruing to participants

2. Procedures
a. Operations performad
b. Media used, Including raw materlals
c. Instruments employed
d. Skills

3. Thine and Space Requirements
a. Time required for each opetation
b. Time as affected by numbers of participants and their skills
c. Minimum and maximum time requirements
d. Space requirements such as work areas and storage facilities

4, Personnel Requirements
a. Minimal and optimal division of tasks
b. Minimal and optimal number of persons [or each
c. Speclalists, if any

S. Soc‘al Organization
a. Categorles of personnel
b. Rights, duties, privlleges, and powers and thelr allocation
¢. Management and direction
d. Sanctions
e. Perma:ience of organizatioa {ad hoc vs. standing groups)

6. Occasions for Performance
a. Occasions whon mandatory, permitted, and prohibited
b. Processes by wilch activity inftiated
c. Locus of privilege, power, or duty to initiate
d. Relation of inftiation to direction
e. Avstlabllity of media, Instruments, personnel

Adopted from Goodenough, Ward Hunt, Cooperation in Change: An Anthropological
Approach to Community Development. New York: John Wiley and Sons, 1963, pp.
330-331.
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APPENDIX I1

Project Checkl!st

1.  Obtain information from the social environment (communicaticn).

2. TFormulate and test iypolheses about forces and processes exlsting §n the
environment (diagnosis).

3. Select and describe some part of the situation which is to be altered or
changed (problem definition).

4. Fian action to solve the problem {conmitment, risk-taking}.

5. Carry out the a~tion, enlisting the help and cooperation of others (influencing
and organizing).

6. Verbalize attitudes, perceptions, and tentative learnings from the experiénce
(cognition and generalization).

Adopted from Harrlson, Roger, The Design of Cross-Cullural Tralning: An A.teraative
to the University Model. (mimeo.), n.d., p. 19,
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