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ABSTRACT . . : .
. Because a main educational function is to prepare

children for workplace.roles, education's organizationai forams and

" functions tend to correspond to those of the-workplace. For imstance,

as the U.S. economy moved from agricultural through .irdustrial to

service bases, U.S. education' moved from nonpublic schools to public St
schools to mass hiqger education/ However, the relationship of

education to workplace forms also-has contradictions, such as the
opposition between educational equal opportunity and workplace

hierarchy. The major current contradiction is education’s production

of a workforce that is overeducated in relation to available job v
opportunities. Such vworkers are disgruntled and unproductive in ) s
factory jobs. These procduction problems are pushing worxpiaces towvard )
greater democratization, which will in turn create more democratic -
educational organization. Democratic educational foras have been .
suggested in the past, by Pestalozzi, Neef, and Dewey, but since they

did not correspond to workplace forms, they were never implemented.’
Workplace democratization will precede educational democratization,

50 researchers' must examine types of workplace derocracy, such as

team assembly in factories, to predict their consequences for

education. Team assembly will push-education toward four changes,
emphasizing participatory decision-making, individual -
problem-solving, minimum competencies, and peer tutoring. (RW)
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Abstract : . .

The seventies and early eightied have witnessed a renewed interest ,
in increasing the participation of members of work vrganizations in ,
governance of those organizations. Broadly speaking, these concerns are
sudnarized under the rubric of workpiace or organizational demccracy. -
This paper traces the relation between democratization ’of the worknldce
. and democratization of the schools. - It atgues that th | lack of greater
democragy in- school organization is. not attributible to a poverty of
ideas as much as to a lack of movement in the product ve sector itself
to embrace democratic reforms.’ Aq:tehtxon is devoted Ko the dynami¢s of g
democratic workplace and educational reforms ‘as 1 as the spec.xfxc . .
changes that' are likely to take place in each settor as vart of the .

' broad movement towards organizational demogracy. ° .
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ED'JCATION AND ORGANIZATIONAL DEMOCRACY ;
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’

‘
.

" Hdman b_eings do not enter the world as workers. Rather, they be-
-~ X come workers by.being inculcated with the organizational and technical
skills, values, behavior,“and ideologies that ‘are necessary for inte-

gration into the work epterprises of their societies. In traditional’

. soci{ties this process’ of socialization teunds to,be relatively informal

in the sense that living with adults provides exposure to the necessary

-

training to become competent as adults .n both work and other aspects of

daily life. The young members of a hunting and gathering society or one
- )_ &

based upon primitive agriculture %earn to hunt or forage for food or to
. -grow food by participating with their elders from an early age in the.

hunt, éhe gathering, or the growing. Food ?reparation i3 learned as “the

~

* i young sit beside their mothers and fathers and observe thege acts, evea~ .
¢

. ~

. tual ly participating in the activities. Construction of shelter aud the

2

§ . ‘
‘ fabrication of garments is learned in the same way. No formal eﬁluca- ~

tional system is needed outside of daily life to socialize the young for

<

their eventual work roles. % ‘ ‘ T
y .

@

9

However, in modern socieities work is gemerally removed from the

.

household and is predicated -upon very different values, activities, and

organizstional principles than those that characterize the home and

fathily (Inkeles 1966). This has meant ‘thistorically that other

-
»

institutions have arisen to prepare the young for .their¢eventual work
2

a
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roles. Although these include experiences derived from the larger com- ) .~
wt
. ‘nunxty, rellg:.ous institutions, the media, add child-rearing, the most . .

c s

important n,nzle ins t1tunon preparing the young for the workplace is

¥
.
. ° ~

,\the school. ‘In this respect, the school can be viev'e)d as the ma jor .

'qinstitution for inculcating in the young the skills,“values, attitudes,
R .

and behaviors which enable them to be smoothly integrated into work
<4 . Y .

ry

- 'orgenlzations as productive workers (Drzeben 1968, Inkeles and Smi th

1974, Parsons 1959).

bl .

Recent studxes have tended to focus on the. historical relations

-

between schools and the workplace (Bowles and Gintis 1976, Feinberg and

‘Rosemont 1976, Field 1974, Katz 1968 and 1971 Spring 1972). That is, .

to what degree have the schools reflected the imperatives of th*’work-
place, and what have been the mechanisms by which these linkages have

been maintained? Im responding to these questions, there has been sub~
)
- \
stantial ‘agreement on two aspecta.1 .First, schools have. tended to <

respond to major changes in work organization and to correspond in their

own organization and functioning®with major aspects of the workplace.
. ~ . : J '
Second, although the correspondence of schools with the organization,md

. needs of the workplace for .properly soc:.al:.zed lebor 1nputs is an impor-

-

tant factor for underetmdmg the development and dxrectxons of educa- .
tion, schools, also have an autonomous dynw1c~ vhich can.uidermine that

correspondence. It is worth providing a bit more detail on these two

[

points.




Educetion and the Workp].'ace: . Correspondegce

Bowles and Gintis (1976) refer to three distinct stages of ¥
, ' development of schooling in the United States: (a) the origins of nass ' .

- -
x [y

schocling in the nineteenth century; (b) theiperiod of rationaljzation

and streamlining of education from about 1890-1930; and (c) the post .

1960 period of mass hiéher education., They suggest that each of these .

corresponds to a'major turning point in the organization of work. =

’

- The estab lishment of mgss schooling seemed to follow the transfor- - .

mation of the U.S. workplace frowm one based upon small and highly decen- .
* : ¥ " ) ~
+ ) tralized &rorkshops, farms, and shops ‘to one based upon the establishment

. N !

of a factory system and\wage-labor. In 1780 it was estimated that some

o - . -

. .
,80 percent of the non-slave workforce were individual proprietors, pro-

. 4 «

: ‘ perty owners, and professiona',l/{who were "self-employed" to use the
" s

. »
i N

expression of modern statistical reports (Main 1965: "pp. 271-272). By
1880 a pr'ofound transforma’i:ion had taken place in the organization of
work with abou‘t 80 perc’int of the population working as wage and s\a}lary
. \
. workers 3n relatively large organiza‘tions that were removed from\ the . '.
. household. OQver the same period the system‘ of schooling grew from ane
. “~ o~
in whicl there exis te;d no extehside network of public schools infl??o
(Main 1565: p. 241) to one in which some three-fifths of the pOpu‘latic\:\n
between ‘5-17 we.ré enrolled for an average schoo} ye-ar of 132 days in
,18?0 (U.S. Department of Health, Educatic  and Welfare 1976: p. 178). T,

<5 Further, the growth ‘of schooling followed a pittern in which expansion )

was most rapid in those geographical areas where factory production grew

’

] I

most quickly (Field 1974). .
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. The period from 1890-1930 saw the rise of the corporate form of pro-
dg;ion in large -bureaucracies with growing monopoly power over both pro-
~ . . ’ . .

duct and labor markets (Edwards 1978). "During this period, hierarchy

[y . k4

and centralization of production increased as well as the minute divi-
. v ¢ . )

1

sion of labor guo%iatcd with the pr,'ctices of scigntific management aund
. hd ') v

. the theories of Frederick Taylor (Haber 1964, Nelson 1975). Likewise,

' the schools followed ‘this pattern with major changes in their organiza-

tiogf including the developmant of larger schooling units ttough consoli~

v
~ . M

dation aud centralization, the initiation of gge-grading of students,
_standgrdifzation of different curicula, testing and track-i.ng of students
t";o assiét; them to different curricula and the adoption of many other
"mod-'e;n;' factory practices in terms of the orgenization of production
and the grading of "products" for positions in the hierarchy of produc-~
cion‘(;t;wu's and Gintis 1976: Cha.pt':et 7, Tyack 1)74: Part IV).

in Ehe post=-1960 period there has been a‘profound shift from manu-

.

facturing to services and a need for a larger and larger white collar

The jobs -that have been created are largely sub-profes-

.

proletariat.

tsio.ng‘l ones for office workers, salespersous, and techaicians, sad the

-

skill requirements of such jobs have been declining as sophisticated cap-’

. ital and new technologies have automated york tasks (Cooley 1980,

Braverman 1974). This phase has corresponded with the advent of mass

higher education in wvhich two year community colleges and four year col- .

’

leges with practical career training have replaced the more classical

academic and professional pre(par"'ation that was traditionally associated

s
o <

———— . with colleges and universities (Bowles and Gintis 1976: Chap. 8, Kyrabel

1972).

'Y

s

a

Of course, the elite colleges and univon_i.tiu have largely main- _




tained their traditional functions, while the expansion of trainiung for
' 4 ’ - ) o :
the white collar proletariat has occured at community colleges, techmni-,

§

cal institutes, and the less prestigious four year colleges and univer-.

® . sities. . . . T

Not only .h'ist:'orically could one observe the correspondence betweern
changes in the workplace and major organizatignal,chaqges in educationm,

» /
but one can observe a remarkable *similarity at any moment in time

e
. . .

between the two sets of institutions. ‘Just as the workplace tends to be

.

<

organized into hierarchies with highly regularized rules and regulations

T . L

scovprising their operations, so are educational institutions. Just as

most workers lack control over the process and product of, their work

. . . o
activity, so do most students in the sense of being forced to conform to

‘curricdula and learning activities that have been planned and elaborat/
in great deta:.} wlthouc the input of the students whom they/e’ffecc.

Just as workers temd to provide their labor in exchange for extrinsic

Y

. £ .
. rewards such as wages, salaries, and promotions, so are students moti- -

vated by factors external ‘to the learning process such as grades, promo-

tions, admissions to more sdvanced programs, and diplomas. And just as
work supervisors, whose legitiwacy does not derive from democratic selec-~,

tion, determine the level of success of iddividual workers, so do

teachers ‘detefmide which students will succeed and receive the highest .
o X

avards and v}u’.ch will nut. Indeed, the systems of social control are

' A

‘.

A
remarkab ly sirilar, with 1nd1v1dual students competing against each

other for ad\(ancement to the h’igher echelons of educat:.on just as indi-

o vidual workers tompete against each other for occupational advancement.
‘ ~ .

ERIC . .
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Finally, -both the eduational system agdf’éixe workplace are highly
. TN
stratified by social class origins;“sex, and :'u:e.‘2

Students from
)/. ‘

. working class backgrounds and‘,néria]:‘ minorities are least likely to go

. " ‘)," .
to the better sch.?olipr to higher levels of instrugtion, and they do

.

most poorly-im Seté of the criteria that schools use to assess perfor-

mance.’ T)uﬁ'ere less likely to complete secondary school and to attend
/ \
Che/ﬁnxveruCy. Likewise, feules are less likely to be found in post-

-

secondary ptogrm chac are hxahly calr)e::.txve, ptestxgmus, and lead to

brewardxng occupational pouc:.ons. Correspounding with their educational

treatment,
with the lowest pay and prestige and to experience higher levels of Knen-
: »

ployment than .are uales and pers;:nn from higher social class aund ma jor-

ity origins. -

How can such dominaat patterns of correspondence between schools

-

and the workplace be explained? There seem to be at least four ingredi-

ents to this dynamic.

concepts of efficiency and unageunt: have generally proceeded histori-

cally from che busxness sector to government has also apphed to Chei

"schools. ?artxcularly at umn vhen rapid techmological change in the
Y
ation of ptaductxon and management Cechnx.ques has taken blace,

t

managers and trustees of the schools have becn heavily xnfluencéql by.

organ

such practxcel. As Callahan (1962) denonntnted, the puctxcen of scien-

tific management in the vorkplace becm embod:,ed xn‘njuﬁer attempts by

|

2

educational admxnx;stutors and school boards to impart the sawe types of

EeaCures to schools taat would improve their efficiency. In a.capital-

ist society, the principles of capitaliat organization at the forefrout

B

P

N

A1

the same groups are likely to be found in those occupations

I'd
First, the fast that technological changes and

-




- -

became the benchmark of progress by which efficency in other organjza-

tions was judged, and there has typically been a transfer of many -

. " .
“ .

\ organizational practices from the former to the latter. This prdcess -

. wis further' accelerated by the heavy representation of businessmen.on

governing boards of state departments of educdtion and focal governing )

v

boards. . .
Second, correspondence i3 enhanced by the interest .of the state in
.. , -

utilizing education to reproduce its major features-and prepare citizems . . .
. for appropriate roles in its institutions. As such, education is spon-

sorad Ly the State and is randated, organized, and certified by the .
State. The specific requirements for degrees, required courses in the

basic school curriculum, mandated testing programs and teacher require-

- “

‘ ments, textbook selection, and a hoat of other factors reflect the world -

M ~

—

for which schools are preparing youngsters. That is, ghe»pctif'i?al pro-
cess itself that sets out these provisiogg/if/h,e/avily ‘influenced by the
"practical" .purposes of education in.préparing students for eventual

[ e

work roles in the e&omif/ Finally, a mn_'ior role of schools is to ‘legit-

- , “ . on-
. . . /- . . o . . . R ¢ 'y
imate existing institutions so that they -will be accepted by their ciZi- ‘%
X zens who will become easily integrated into their functious as they .  * ~
& - N -

- reach adulthood. Thus, the State plays‘an important -role in adapting

a . ¢
. 4

schools to the reality of the workplace. . ° _ . ‘

»

’ ’ .

A third source of correspondence is that the reality faced by fami-

lies in_the workplace heavily influences their views on what is_impof-

- tant to learn in school. By the turn of the century, the importance of,- -

schooling for %ccupational syccess had become readily apparaant in

~

America, Thus, it was rather natural to accept the view that just as

1

) - ) . i ; ", . ' -‘:i
. . |

|

Aruitoxt provided by Eic:
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i

d:.sc:.pl:.ne and order, bxerarchy, lack of control of the work process«

-

and’ notxvctzon through, t:he use of extnnsxc rewards were _domnanng

incrcasingly the work process, it was also _xn_creasmgly-logxcal ‘and

, legi t'iute for' ‘such cha'cac~:c.=istics t.o"dfouiin‘ate the soho';:'li}zg,prccessa as

‘wc‘ll. I1f the ;oung vere to cvcﬁ_gually bucce;d in tl{eir*o/cc'upa‘tionh'*

advancimn: in the expdanding {ndqntrial econony‘, the lchool; had .:o\ pro=
7

.vide thcn with thc skills and»-valuu tha: vould enablc them co meét the *

a, ‘-

dxc ta:el of the vorkplace. \‘ghus, fmhes and student;s were Thenselves .
. { ‘
a part of -the social cons!:cl}ation of corrupondence in thay their expec-

tations and &e@andl tended to mold the "r:eality'o,f the schicols and the

bl (-]

acceptance of correspondence through both their inputs into the politi=--
’ -~ 2] \

7’:1:1'-

3
i

-

cal process affecting “schools as well as through their educati
. g

-
*

behavior within schools. .

-

A fourth source_of correspondence has been that of{eachﬁer villing-

ness to accept the exigencies of preparing students Eor“th'e eventuali-
ties of “the vorkplace.3

self-selec ted in thc sense of accepnng the nature of the teaching role

in a hxghg c:.rgumcnbed wnvironment. The organization of the le;rnxng

process, time allocation to specific subjects, curriculum, pedagogy,

T

Mructional materials, and test inltruq:ents.'for assessoent of learning
are typ’ically set ‘out in fine detail, and the teacher i:s insevted ingo

that process with relatively little autonomy. . That is',' teathers accept

¢

positions in which they ‘are willing to relinquish substantial control,

over their own work activities. Second, teachers are realistic about

-~
3

. .
“he characteristics that will be requ_ged for student success, so it is

4

little wonder that they have lower expectotions for minorities, females,

+

‘Persons recruited into teaching are already ..

~~
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<

and the poor than for non-minorities, males, and students from advan-

'

taged backgrounds. They are just accepting the nature of the world for

- which they are prep'ar‘i'ng youth. Even if they find these differences. to

be morally objectionable, they feel frustrate. in their attempts to

change them.

Fini"lly, just as a major souyrce of socialization to work for all

9

workers is created ‘by the ideolegy and funct:.on!ng of the workplace

xtaelf ’teachers are aluo ‘influenced by their own work experiences.

"Qver time, those tetchers who accept the conditions of their own work- -

pla.ce_f;re' also*less likely to question the nature and meaning of their
own practices.’ Or more pragmatically, they may accept them as a matter
of surviva1.° 'As .a major amalytical survey of schoolteachers stated:

There is a certain ambivalence, -then, in the teacher's genti-
ments. He yearns for more independence, greater resources,
and jus t‘ possibly, more control over key resources. But he
accepts tHe hegemony of the school system on which he is eco-
npmically apnd functionally dependent. He caunnot ensure that
the imperatiyves of teaching, as he-defines them, will be hon~
ored, but he chafes when they are not. He is po:.sed between
the xmpulse to control his work life and the. necessity to
accept its vagaries. (Lort{e, 1975: 186.)

3

TmacheYs accept the terfgs of control over students, space, sup-

) . .
plies, and schedules that is set out for them: "For at the base of

\

teacﬁer status is the ipdisputabie contraint that without.access to a
posit',ion in the schools the teachér cannot practice his craft (Lortie

~
& .-

1975: \185)." ’ -
In cpnc lus ion, the process of correspondence between' the functzons

of schools and the x}quir_ements of the workplace is less a function of

*direct capitalist controllof the schools than of the perceptions of the

major actors who dominate schooling op what schools should be in socie-




10 /
L
ties vhere educational nt:ninmn: ;}d occupn:xonnl n:caxnun: have been

/

b ’

inextricably xncortwincd and wh/re the luu.:o of what .is dcurnble and

possible is largely molded by social reality (Berger and Luckazan 1966).

To :hotdcgrce’ that state actions have placed limits on deviations from
et . - ' ‘ - '

this path, one ca: point to m\inl:i}uunnliu state as insuring corres-

pondc\o (Al:ﬁuoocr 1971‘ Brcndy 1981) .Hovcver, it is also videly

/

)18 are not mere mrrbrs of the cnpx:nlu: workplace

¢ .

any more :hnn the capitalist state is a mere instrument of :hq capital~

rocognued that sch

.ist class. Rath r, both the state generally and the schools 'specificnl;

ly must mediate coatradictions between labor and cadpital -and conflict }7
‘ [ D — L
-among’ fragcions of both capital and labor. In that sense the school has

a dynamic which.is pnréially autonomous from the workplace and in which .

3

there is always a :endéncy to deviate from a pattern of corresﬁondence.: s

N

Education and.the Worki)lacc: Contradiction / \

Preparing the young to be good workers is no: t\he only function of

schools. They. also have other important functions for\,reprQdu‘c;ng__);l‘LQ“ O ——

larger societies of which :l;ey are a part, with particular emphasis on
A} U * -

the reproduction of the citizen as well as vork'e;:. The good ‘ci:izeti
@ - must accept the r].ezi.ci.nﬁ::.y of the political, economic, nndwéciq system ‘
and embrace its ovet—ridfing rationale ‘and ideology. But the u\‘gking of .
‘éﬁe citizen in a democratic society will often be in codflict with the
making of the worker. For example‘, i;‘i order to accept the capitalist \
" : mode of produc:ion\, the worker must ncce.p: :ho\ hégamony of c.npi:nl over 1
o labor., 'Y‘e:, in the, E?u‘}“l -nr;nn each vo:kor' and .cnpi:nl‘\iu has nnl ' - |

equal wote and workers far exceed capitalists in numbers., Moreover, the

- -




, . 11 . ~. e
¢ ' , .

: . . R

laws are to be :applied equally to a1“1 citizens. In the United States

.

the Constitution guarantees the xight to freedom of speech and au-mbly,

as vell as nuny other basic pohtxcal rights, but these are cxrcum—

scribed from the workplace by an aurhoritarian regime.l Thus, prepara- ;0'
tion for the restrictions of working iife and for the freedoms and
rights of political laife may be in direct confliet vith each ;ath‘er_=
(Gintis 1980). - . o e
In‘l fact, the schools are expected to reproduce a vgriety of out~ .

comes which create ‘intetnal contradictions in their functioning. By con- . R

. . . . ) :
tradiction .we mean that the schools must operate 1n a way iu which there ’

is- internal opp bsition and 8 ,mggle._m_.:heu_acnml _Sunctions s o that .

- B

they can not eanly maintain & smoo:h path of reproducti.on. To take a

o —— e~ " . v
major example thaL is pertxnent to the workplace, we have suggested that

‘.

the schools cust p'r:,epu'e a hiararchy of workers with the apprOpriate

- skills and attitudes.and in the appropriate ‘proportions. for the needs, of
- -~ - R . ' ) ‘

the labor market. Yet, at the same’ time the schools represent the fore~-

.
z v

" most institutions for providing equality of opportunity and access to
. NN - - o . * L.
social szud occupetiohal -positions according to merit,-. For most parents.

o

and thzir 'offspring', the only hope for success snd upward social mobil- .
ity is by doing well in school. Even though the schools are hardly neu-

v tral according to social clses background, it is obvious that those who ° -

obtain higher educational iredentials will have greater life chances

o

-

than those with lesser educa‘cion;.
This factor leads to a self-sustaining political demsand for edlca- ]

tions] expansisn-and for democratic reforms of schooling such as the com-

Y

prehensive secondary school reforms of Western Europe (Levin- 1978).

Ld

i6
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Bu:,':hc ixpmsion of secondary schools leads to demands for mcre univer-

sity opportunifies, and. soca the output of lmdcntl} who have completed

secondary school and the university must necessarily excesd the ability
. lo-

i eo“f the economy to absord :hcn in appropriate jobs (Rumberger 1981).

polxc ies for ablorbmg the addx:xonal graduates, so setious problcm of
§ - , . «

educatsd-unemployed or under~employed arise.

These put ptouu'.e on the
state to expand public sector jobs, ‘a phenomenon that is limited by fia-

C... resources.

A ing become mor ronouaced in an increasingly competitive labor markat’
# pronou; . itive

-

. ana:e can:rol o! the qconony hm:l the abxlxty of the state to create---
. -

At the same time, the incentives to get‘even more school-

- g

P
)

as individuals try to ge: &u "edge" on their competitors.
The overall result is that although the schools continue to be in

correspondence with .the workplace in mary respects, they are substen~

tially out of corronf;mdc&cc'b-caul'e t:he denocr;:ic tcfo’nu md politi~

cal pressures on lchooll have cont:nbut:ed to an ovet-cdbca:ed labot
N,

force. The problem is espccuny aggrava:cd as mny jobs are trauns-.

fotled into ones wx;h lover skiil teQuitcuntl by the application of

°

modern :cchnology and  the nxcro-prccunr uvolutxon (Cooley 1980,

Goldhabcr 1980). \'rh. avct-tducaud workcn are unable to !ulfxll their

expoﬂtatans for jobs with the ak:.l: requ:.renen:s, prontxgo, income -~

1<vc ls and future occupational mobility that are com.t_nutate vx:h their
~ ’

educational attsinments. Further, the slow rates of ecomomic growth at

+ the present and in the forseeable future do not suugsl any improvement

e

in their longer term prospects.

-4

. . ¢ B .
Under such conditions, the lylten of education has actually served

T
to undermine exucxng fow of produchon by creating a highly dis-

K
- R :,.-

~
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gruntled, overly-educated vorkforce that is not easily 1nteguted mto
the workp lace.a fostead, mciu persons are responuble for increasing
problems .of wvorker tu;nover,_absenteeun, alcoholism and drug use, sabo~
tage, and lagging produ‘cvtivi‘;y‘.‘ In fact, n: is- exactly this behavior

. N
. among young workers.that is leading increasingly to modifications of the ..

e workplace in the directions of gr-eater worker participation and democ-

.

racy: It is believed that by more fully meeting the neecis of the worker 2
to ;Sarticigj;‘Ce in his or her daily worklife and be a member_of a partici- ‘ -
.~ , L . . . ;33

pative community in lieu of some of the more traditional job-incentives,

<

\ “that the worker will also become more productive with respect to his or

her—-work-aLfont_ind_uo:kThehu-i.nh.__ N

In sumdfary, the schools both reproduce»wage-labér for capitalist
v . - : ' >
and state enterprise while undermining the nazure of that relation over

the longer run.%‘ As the divergence betweer. the needs for properly social-

ized labor and the output of the cducational’ sector diverge, major prob-
_ lems arise in both schools a'nd' the wot‘kpl:ce. Over time, the indepen- '
“dendt dynam.c of .achools” wﬂ.l teugi to- undemne the correapondence

between educ/;:xon and the vor:kplace and exacerbate confhctu ift~the work-

place that are attributible to the fundmental contudxctnon betveen cap- "/

hd .

’ ztal and 1abor. At that stage the schools no longer sarve to mediate -_

that con;radz.cnon effeétxvely by reproducing wage-labor that tn.ll sub- L

«

mit to the hegemony of capital and the extraction of surplus for capital i
accumulation.  This divergence between education and the workplace w_ill

stimulate reforms in both sectors -that will once” again re-establish cor-

3 ~
regpondence.




.

B question of what shape the educational system will take to support chan- -

" opportunitites. The addition of many Jouag and over-educated workers to

.mentary educanon in Brzc:zn, and it vas also adopted by such m;o:‘

Reigart 1916).

% _ ' -

—

4

Such a turning point seems to be emerging at the present time with

the. over~expansion bf the educational system relative to available job

the labor force is creating a iroduccivicy crisis for capital that can .

hly be resolwed by uJor al:craczons of che vorkplace. These -changes

in’ the workplace v:.li ulcmcely lead to chnngn m education. chrongh

the mechanisms of corrupondcnce, and produ..cxve sm:uc:uru nud lchools AN

. v

will once agaia fupcuon.in tandem. The speczixc educanonal refom

-

that will be addpted from a large oumber of conpecxng reforns will tend

to be those that re-establish éorrespondence zather thap those that are .
e o a ,

most intellectually or morally compelliag. ‘s . . . o

- -
< .

Educational Change and Orgam.zaczonal Democracy

Thus far I have sugzuced some of the sourcas of both stability énd

L 4

But, the

change in education as well as consequences ‘for the warkplace.

-

/ .
ges in the workplace wil depend “on the nature of the .specific altera~
tions _of work. The ,potential variety of forms of educational organfza;
tion can best -be apprcc'iacod by providing a few very divor’u eunpl@n
i ' t ) .

Bach 'of the following educational approachos"corrcsponds ‘to a specific
p .

work aorder.

T

o

,\‘rhc menurun system or nom.corul syscen was the basis for ele~

cities in the. U.S. as Boston and Newv York ~(xauclo 1973, Lancapter 1973, -
Joseph Lancaster started a- school for poor children in I

Bc‘cnuu‘of the lack of alternitive edu-

London in 1798 at the age of 20.
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cational opportunities, he attracted a very large number of boys to his

4

schooli Thus, he was faced with the challenge of hov to accommodate 80

—_ <

A

mphy studerts with only meager resources. Having :at:u/ral/ogggi,zatiomi
’ ES

skills, he decided to utilize those g}t,ldreti who had already gained at !
"/n ) . )
least some skills t:o/s}rﬂfu monitors for those who had not reached y

~ s

that level., Ultimately, he 'organ'ized the entire curriculum into a
- - 3

series of tasks t:ha,t/ﬁad to be learned under mcaitors who had already T -

.

- learned them. Under a single master and a moni..or for each nine or ten ¢

students, the school functionined in a factory-like way.

Each new student was assigned to a monitor who had charge of .teach~

L3
<

‘ ing him and so¥eweight other students at that level. When the student

made progress, he was promoted to gnother monitor. Monitors were also
assigned to preparing supplies and"ot:her tasks, and a monitor- gen;ral
supervised the other monitors. Students were expected to learn specific
information or gkills by rote, and through a s;st:eu{ of badges for
achievement and punishments for poor l_e{ning or, behavior the students

.. were motivated to move from one level to the next. Each monitor was

placed in charge of a row of students, all charged with the ssme set of

<

learning tasks. When these wer: accomplished, students were moved to

the next row to accomplish a new set of tasks. The. layout of the room, .

the supervisory .process, and the methods for motivating students t
- |

learn were remarkably similar to the emerging factory system of the 1
1

|

early ninetaenth century., Therefore, it is not surprising that for five

decades, the Lancasterian system was the dominant mode of instruction in
- &

v

the expanding primary schools snd many of the industrializing cities of ° .

.

both England and the United States.

. - -
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But, the early nmetcenth century was not devoid ‘of compefing ideas
for cducatxon. !spccially important ‘Were the views of the Swiss educa-

tor Pes talozz; vho had developed a "natural" system of education that

o

vas more child~oriented in its focus. Joseph Neef was a student of
\

Pestalozzi wi:o first introduced the ideas of his master iato the United

S:atgs.s Neef started a‘ school in Philadelphia in the first decade of '

the nineteenth century that was designed around the educational primci-

ples of Putalozzi. Howvever, Neef carried the ideas of democratic

<

otganiution‘ of .schools mugh farther than Pestalozzi., In 1807 he

,puﬁl'{shcd a Sketch of a Plan of Education Suited to the Off'spring' of a

- Freec People. K . ,

In this book Neef outlined a plan for a self-governing school or
school republic. §chooling would begin with very young children being'

-

taught a sense of their nghta and due{%s as well as the mportance of
reason in ut:mg their behavior. At some pomt, the' children would be
told that they were nov. free to form their own republic \n‘.th ' consti-v-
tutxcn and lawvs sat out by the students thcnselwg:. Jrhe“cgn:::.tucion

would set out both rights #nd duties of che mnbers of the repubhc as

well. as the uthod by vhu;h ‘laws \n.ll be puud and cnforced. The stu-

&

>

munity, Presumably, the role of that person as wclll as what would be

t\ught and learned was dcternincd by the youth useublagé. 1t .wvas

mt.ndcd tha% self-governing schoo; would be the educanonal buu for .

~

s self-governing society. .

-

Possibly, Neef's views would have long becnmobscurcdlxcept for the

fact that he was called upon by Robert-Owen to establish and direct the

2 R )
dents wze free to .&ccept a% reject their former teacher into their com=-
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uppc‘r school (students of 5-12 years of age) in the utopian couinur:ity of
- ’ . . '
New Harmony. Although Neef had attempted to put his ideas into practice

.
- .

at an earlier time, they had not been inserted into a community based

»

upon social ownership of property and democratic organization of produc-

tion. In the Oven community the correspon.de'ncé beéween‘ the ideas of

Neef and his mentor Pestalozzi and educational patrom, William Maclure

on the one hand, aad the comi_unitarian.atteﬁpt of Owen on the other,

were more substantial.

N If fhe Lancasterian approach was supportive of the emerging indus-

trial order, the sellf-goveming school of Neef was supportive of the-.
establishment of worker cooperatives. In fact, the schools were to be
self-supporting economically by introduicing the in'dbltrial, manual, and
agricultural arts into the curriculum in an active way so timt through
producti'vg. work tﬁe_:;tuden'ts would provide for thei;: fown ’needs. As
Maclure explained: '"...the great economy of 2nabling children to feed, -

clothe, and ‘educdte themselves by their own exerﬁtioﬁa; thus rendering
them independent of the labor of others and estab.li’shin'g an equality
% .

e ~

founded on each administering ts"ﬁlgis own wants from the most t;.a;:ly age

(Lockwood 1971: p. 270).%*

s

The short-lived nature of New Harmony precluded the full develop-

ment of the self-supporting, school republic. Without a comnunity based

.

upon social ownership of the means of production and both political and

economic equality in the fullest demotratic seunse, chere could be little .

. §
demand for such schools. However, almost a century later similar princi- ,
ples were .enunciated by John Dewey in his quest for democracy in-educar

tion (J. Dewey 1916). Dewey argued that education was essentially a

{to -
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*moral activity io that it is a way 9f shaping future sociécy through
molding the oxpc:'ioncu of the you'dg. If one could create ideal social
communities in the school through socul .growth these would create the
future adult socicty. Accotdingly, Devey argued fo: full democratic par-~
tie ipati'on- in schools where activities were undertaken for their intrin-
sic worthwhileness, x:achor than noldin.g schools af.co:ding to how they

prepared workers and citizens for in existing social order that he con=-

sidered reprehensible for its inequalities, manipulative institutions,

and meaningless work roles. . - *

-

In contrast .to the correspondencs p:incii)le, Dewey believéd that

.

through educstional reform one would remake -the social order to conform

with the -highest principles of demﬁcr;cy. In fact, Dewey had a Vi!ioﬂ:’_“:f

,0f industrial democracy baswd upon.social ownetship of property and the

full pa:cxcxpacxon of ‘all wo:ke:s into the cnnstbmcxon of the vo:k

p:ocoss that would be intrinsically satisfying cé all’of its partici-

» <

pants. Scientific rationality in the service of democracy could bring-

this and about, and the progressive school of Dewey was the fount from

’

which these \social transformations would arise (Wirth 1981). ’
Dewc'y had a profound impact on American intellectual life ‘and upon °
u;.hool :efom.novcuncs (Cremin 1964), but the public schools of America
.remained far more faithiful to chaﬁgu in the vork order than to the phi~
losophy and pedagogy o_f. Dewey. Daspite the substantial pover of the
-P:ég:cssive Education Association which espoused Dewey's views at both -
the univo:sici:es and in the major cities of the country (G:aﬁm 1967),
the schools followed c/hc pattern of education for social efficiency.

s

Thus, the business-like practices of cu:ticu,lun' uniformity, standardized
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testing, tracking or streaming accox..jding to "aptitudes", ‘school consoli'-
dation and centralization under a profesional bureaucracy, and systems
of extrinsic rewards to provide motivation became ‘the dominant features
of .’schooling (Tyack. 1‘974: Part 1V and V). The reform movementa of
progressive educators and acti‘;e citizens and the profoundvlogic of‘ the
progressive sch_ools were hardly a match for the powerful forces p.ulling.
schools into correspondence with the changing workplace (Wirth 1.977).

Thus, his :;n-ically tlrxeﬁre have existed a number of approaches for
democra:izinrg the schools, but they have not been consistent with the
"exigencies of the workplace. Although schools do have their own ind;.:-
pendent dynamic, wvhich may diverge over the longer run from a strict ‘pa:- ’
:er;z of correspondence, major educational reforms s;.em to succeed only
when t-hey serve to ;;ull education back into correspondence with the

. +

changing needs of the workplace. Accordingl‘y, any analysis of how

s‘ch'ool.a n'igh: change to accommodate a more participative’ and democratic

work~lace must begin with the concrete forms of workplace reform.
14 .~ N ‘

.Democratic Workplace Reforms and Educational Requirements

.

There are two problems in specifying democratic workplace reforms
% "

and their educational consequenceés. First, there are so many potentiel.

»
L]

and actual directions that democratization of the workplace can take

£20m co-determination and workers on the boards to greater use of worker

*

councils to worker. cooperatives to socio-technical approaches such as

team assembly (Jenkin® 1974). Even these do not include the more cosme-

*

.tic forms of participation that are often ifiitiated by firms in the hope

1

of getting large increases in productivity for only minimal changes in

. A 4 A
¢
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work organization. Yet, it is necessary to specify concrete forms of

democratization in order to specify their educational consequences in

’

the overall fragswork of correspoudence.

Second, even when concrete forms of democratization of work organi-

Y

zations are specified, the educational consequences are not always
ltrai.ghtforwarq.’ For example, relatively minor changes need hot require

- _ . - . - 3
" any changes in formal education or training, but only learning-by-doing.

- LY

Even more substantial changes in work organization ceed not affect the

schools, since work experience itself is a powerful teacher, In fact,
b

’
- -

as those requited for participation in large-scale modern prodactive

denterp‘riseo such as the factory——ycars of education was fcind to be the

Y

most -important determinant; however, exposure to mass.media and work

éxperience had relatively strong estimated impacts as well (Inkeles and
5 - . 3 . -

Smith 1974).° .

A further complication is infroduced by the fact that the movement

towards :organizational democracy may take different forms in different

[N
-

countries. The industrial composition of productionm, the 'polite‘.cal

party 1in powver, the nature and strength of trade ucions, the history of -

industrial relationa, the degree of multinational penetration, and the °

-

degree of monopoly concentration of industries are all factors.that will .

determine both the nature and speed of workplace democratization. Under
such conpditionl, it is diffi’.cult to generalize about what will take

place and its specific educational comsequencus. Horever, it is useful
. ' ' ! : LR

to look at the Swedish case as a protd~type of what might take ‘place in .

other advanced industrialized countries. Although the overall legis-

in a cross-national study of determinants of modern attitudes——defined




= . P . A

Pt
21

i v

letion on industrial democracy that has governed industrial relations in -
8
. . . ! .
Sweden-since 1976 is extremely important im this reqard, I will refer

" enly to’ the use of team us"é,pbly as a toucrete form of democratization

il N
. -

at the plant level. ' ' R

As I dis'cgssed'previou‘sly, one of the major 'qu';mdaries faced by

. .
, firms in the advanced captitalist countries of WestemiEurope anh North
. America is_ that of laggz.ng .growth in labor producnv}l.ty. While thgre
Jare probab 1y several causes for this phcnonenon, one qf the most likely 3 .
appears to be the "new" 1abor' force. ‘Young entrants {:o the labor €orce
tend to have more educ_ation than will be rTequired for 5'.he types of jobs "
.that they are likely to obtain (Rumberger'1981);/vciven that the job

challn':ge, s'tatt‘xs, pay, and_oppottunitj.es for prom&tiou will teand to be

below thexr expectauons, such workers are not as easily integrated 1&3 .

the traditional wage-labor relat:.ons as their ;?:edecessors. In part:.cu-

'\

lar, many industries have found seuous problems of worker turnover,

E

absenteeism, insolence, sabotage, drug .and alcohol utilization, and

quality control in conjunction with the '"new" worker. . - -
’ @ L -t s )
Since the lack of Opportunxtxes and slow ecomozic growth prevent ;
¥, ; N
the mprovemeut of worket behavior through the’ more tz‘idxtlonal economic -

- >

' motivators, firms have looked increasiugly to new forms of production

‘that might satisfy some of the intrinsic needs of workers. Among the .
most important of these are the applications of the socio-technical work

apprcﬁches associated with the Tavistock Institute in London and the ~

. "

Work Research Ipstitute in Oslo ('Emery and Thorsrud 1969, Herbst 1962,

v ~ ' oo

and Thorsrud, Sorenson, and Gustavsen 1976). This approach divides the’

functions of the organization among relatively small work groups that’ -

2
(_s .
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make decisions on hov ‘the work will be performai, 'rhe assumption is
“that most cnployou can relate much better to a smll and identifiable

xtoup of which they are members and who are charged with a apccxhc sub~

component of production than to a Iarge impersonal organizatiom m vhich

thcy cxccuee one or two repetitive usks.' /

Thu accnchncnc to the ztoup and the hxgh level of .communication

&

and interaction among its members foster the ability of the group’ to

make internal decisions about the work process. While the group is

accouueable to a higher leval of muaxemuc for its overall performance,
: -

the hutemal uugnuuts, scheduling, training, and consideration of new

wark .practices are relegated to the work group itself, A number of suc—

c,e’ts ful cases qcmg the socio-techaical approach to democratization of
bR

the vorkplace have been documented (G. Susman 1976). Sone of the best

. ~known.cases are found in the application of these ideas to automobile

assembly as in the case cf Volvo (G;-l-k;&/n{ar 1977) and that of Saab.
For example, the Saab plant in Trollhattan had a worker turnover of

782 in 1970--’.?1.8 Haugcneuc and the union initiated an exbermeuc m

1971 to reduce turnover of employees and mprove quallty through team

J
assanmbly of car doors.

tion of full czr bodies iu 1975 with teams of seven workers iucludiug

s

ﬁue group coordinator and the other six wor.ing in pa:.rs.

ator is rupouaxb le for usurmg an adequate supply of wmaterials and,

" covering temporary absences.

’ -

among members on a wiekly basis.

" The position of coordimator_ is rotated

1 SN

_\\\
The team does most of the maintenance

N

of its machinery, most quality control, and in‘consultation with Lge~

\,"

t .
The coordin-.

The success of this .venture led to group produc=—

\
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ment hires new members and aliocates a budget fo_r the purchase of new

equipment. The group is also charged with *rai’ning new members.

2 ¢
-

Horker: have gotten’a shght increase in vages for managing their
affairs and seem to prefer the t/kn approach when interviewed, and the

en:erpr:.se has found that the mvestment :.n team assembly has been extra-~

ordinarily profitable. ‘Quality contfol has improved, and the number of

quality control-supervisors has diminished. Other- savings in labor

costs have been effected by drastic réductions in’'worker turnover. 1In
1974 worker turnover for the body assembly plant was\ 53%, but.by 1980 it " -

had declined to about 14%% The annual savings were estimated to be

about nine time® the annual costs, and Saad recovered its full invest-

-

]

ment for coovert_:ing from assembly line to team assembly in only two and ’
a half years. 1Iun.short, these types of change are consistent wthhe't':he

logic of capitalism and represent an effective way of reducing costs and

raising produdtivity., It is probably reasonable to assert that democra-

tization of the capitalist workplace will omnly take place if it meets

the requirements of increasing profitability of the firm. For .this
r'euon: ‘the use 'of team auembly is likely to expand substantially in

-

.Western Europe and North Amer:.ca. o )

Educations Consequences of reg Assembly '

" If the use of work teams ‘were to .ecome more widespread, we might

-

.expect to see m;or chmges}:o{,chool organ:.zat:.on. ']:he'alsumption of a

— -

——
—

M

“predominant. shift in the workglace is a crucul pre-requi.nte for corres-
;9 .

ponding changes 'in schools. The principles of correspondence whether

throuih the laws of the state, the behavior of etucational profession-
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¢ als, the demands and ex'pccu:ionl.of paren:i, or the values and expecta-

tions of students vill only be called into play through pervasive alter-

ations in work org':'ﬁizacion. Experiments in work reorganization aad

océui,ou.l modifications of practice are less likely to visit their

effects on the overall systam of socialization for work. Moreover, as 1

— - — e~ . - -
t

- - .- -moted—above;-the vorkpL'ace-—inwiznl‘fﬁa&—proiouqctsffcc“ c.:u shaping the

behavior of its participants, so changes in school socialization are not

ductive ‘organization that it is likely that there will be consequences

°

for the system of schoolinq. At mur chingeg in workplace beha-

vior are associated with-team assembly aund each has educational implica-
tions. .

1. Educational Decision-Making ’ .

2

decisions by thode who will actually perform the work. The more tradi-

°

tional approach separates the planning and evaluation of work from its

execution, with the former done by managers and techniciauns and the

L]

-

lattér by operatives. But, under team assembly, workers must carry but
all of these functions as well as train, select, and counsel members of

. tha group and make'decisions on the selectiom and maintenance of equip-

-~ [

ment. In Contrast vith the present educational ‘system vhere the empha-
e ——g { 5—i3—on—functicning—as—an-individual-in-competition-with- fellow stu~

-  .rdents, a corresponding education would emphasize functioning as a member

. .

of & cooperating group. -

There are many potential educational reforms which would support
these changes in socialization. l‘rheu would include a greater emphasis

.

. N i
', always required, It is only vhen there is a major turning point in pro-

A major shift reflected in team assembﬁthe emphasis on group

. B
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on democracy in the lchodl\/sytting with greater internal participation
of students in selecting personnel, -curriculum, resource allocation, ‘nd.
conflict resclution. fhrodgh both representative and participatory
democracy, the fuller involvement of groups of students (and perhaps
"¢ teachers as well) would become part of the education;l decision process.
There would also be ét‘aacer enphui';’*m ’gtoup“pr‘ojects and--assignments— . - —

! with respect to school activities and group swards in place of strictly

1nd nn.dual perfomnce and accountability. Schools.would place greater

4 enphnsu on 1ntegrat1ng student teams by race and social class as a
reduction of hierarchy in production reduced the need for student strati-
» fication and hierarchy in educationm.

N »>

The emphasis on group decision-making would also increase the use

“of ~cooperative modes of interlction in schools, both among teachers dnd

' among st}udﬂnts. Cooperatxve work among small '‘groups and trnnxng\xn

.

group d)lna'.ncs would-become appropnate ‘(Sharan 1980). ,‘Cooperative

- . -

problem salvxng would also become mors prom.ne‘t ‘tn\the school curri-

_n

cu lum, as the work teams will be faced with partxcular chalrenges that
will require a collective response (Slavin 1980).

2. Individual Décision-making

] >

L]

“’A’*.’Uné’e r existing forms of work, most votkers'*neefi'-make -few indiviydal-— ]
dec;’.aions because to a very large extent the nature‘of the work tasks ' T
and their pace are determined by the equipment, technology, and o;:’éani- ‘ .
zation of production. With a high level of specialization of task, it T
is only necessary to mautex; relatively few and simple job components and

perform them on cue. But, under a team assembly approach, individuals : " .

will have a& much wider range of potentiui tasks -and decisions. For exam-

.

30
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ple, each coordinator will have to make decisions regarding the availa-

bility of supplies and the allocation of team members to avoid bottle~

necks. Accordingly, it is likely that schools will shift their emphasis
to a much greater extant than at present from memorization and routini-

- zation of learning to individual decision-msking and problem-solving.
[ Y

ind 1vzdnala as mll as in their roles as members of a small collocnvxty

ill mean thx: they vill have to bo able to use information to provzda.

insights to the uork team as woll as to Intervene when needed in the pro-"

-duction procou} . : ) ‘

3. Minimum ng' etencies
At every cdncauonal levol., existing schools tena,;sgo produce a wide
range of competencies which are functional to prodd)ctxon a» long ss
t:here is a substantial hierarchy of skill needs. Buc, as the organzza-
txon of prodnctzon shifts to team assembly and a flacur hzerarchy,
large differences in skill levols are dysfuncuanal. That 13, tun
) assembly will requ.re that 111 mnbers of the team have skills and kn&v-
ledge that are more nearly oqual 1n order\to share tasks and obtain full
‘ parcicipation of all members. '
These needs suggest. two reforms in educational testing and ggﬁr_xjicq‘-
lum. First, educational testing will tend to shift from an emphasis on

.

normative tests to criterion-based ones. Normative tests represent an

attempt to rank students ou a distribution, of performance without con-
cern for what is good or pobr pcrfomdce in an absolute unse.9 That
is, norm=-based tests can only indicate who is better or who is worse in

a particular domain, They cannot indicate whether one meets a particu-

_The £ac: that individuals vill lwn to ‘make more workplace: deczsxons as
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lar standard of performance set out by an external criterion. In con-

- <

trast, criterion-based tests sét out rarticular guidelines of

performance and measure proficiencies of students according to whether

’

they meet those standards. GCiven ‘the importance of assuring that

~

members of the work teams. have the proficiencies to function in a'l

1)

- -

~__phases of their work, it is the latter that ia more imporunc.;

. 4 N
A&cordingly, it would apap'ear that minimal competency approaches—using

_criterion-based tests will become more prominment.

-~

.

. In a related way, a curriculum based upon mastery learning approach-

4

es is likely to rise in importance (Block 1971 and 1974, Bloom 1976).

Mastery learning begins with the assumption that all students can ‘meet

minimal proficiencies if given the appropriate instruction and adequate

- ’

zime to net those standards. The educational challenge underlying mas-

tery learning is to organize the curriculum and instruction to brimg all

students up to mastery levels--as measured by criterio%-based tests~—in
- £,

all of the relevant skill domains., Althc;ugh mastery-learning is not a

dominant medium of instruction under a school organization which is
predicated upon producing‘educat:‘.onﬂ‘ outcomes that are highly unequal
5

e and that rank students -according to who is best rather -than what is

; known, the mastery learning approach would seem to correspond more

-

13

* closely to producing’ the skills needed by work teams.

-
7
+

‘4. Peer Training. -

ﬁfinal ly, under the team ,us:mbly. approach, workers would be trained

25 . - .
by fellow vworkers as nev members were added to the teams. In this
A

ense, all workers will have to have the capabilities of training their

7’pee\'s oun tl}_ervra_ri'oyu_s tasks that the team performs. TUnder the more tra-

3 - i I
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d:.t:.onal fom of work, training is zenerally relegated to a’ few. opecul-
ists or supervisors vho are given rnponubzh.uu for znztuung nev
workers into their roln. Likevise, in exioung schools the instruction
'i.c the dclcgaud ruponubili:y of tuclu—o and other mntruct:.onal
o B

- ’

personnel.
—— rhedecspread shift to team production is likely to stm&late a
much greater emphasis on peer tutoring in the schools. While tlzcrc have
been many demonstrations: and experimeénts wiZn stud‘cnto-tuchinr‘ '
students, the p;:actice is not widespread in education (Ehly and Lu:fen
. 1980; Newmark 1976; Verduin ind Miller !.977). ‘Those experiments have
shown that peer tutofing’ imprbveo the performance and sense of efficacy
of the tutor as well as the performance of the tutee (Allen 1976).
Thus, there appear to be significant educational payoffs, in themselves,
from thu approach.‘ But, even more inportané, prolife;;ti:on of peer

tutJring ‘n the schools wiu make every md:.v:.dual both a teacher and a

learner, This is a cen:r,l premise of the team approach, and it is also -

a more general feature of a democratic organization. -
__._gs A ’ ) : ’ 3

The preparation of workers for orgmizatioiul democracy must take
pllace at many lcvel’c. These include the family, media, trade uunions,
schools, and, of course, t&c“produc:ive enterprise itself. However, t:he~ .
role that uu;t“ be relegated to schools, if such changes in'product:iv-e
c‘vrzanizat‘ion. wer.:e- to arisc, must be considerd ode of the most crucial.
Bistoric;l analysis suggests that the lack of greater democracy’ in

school organization is not attributible to a poverty of ideas as much as

v
.
W
“t
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Iy

o a lack of movement in the productive sector itself to embrace

3

e,

‘democratic forms. If there is a signal move among work organizations to

adopt greater democratic processes in their operatiouns, it is likely

that parallel chinges will ultimately pervade the schools.

. To the degree that such possibilities exist at present, they would

seem to be driven by the productivity crisis of the seventies and eigh-

ties, a dilemms "thag derives at least partially from the lack of fit of

.

the nev and over-educated worker. Firis are likely ro-try to cobtain

greater commitment and work effort from the "new' worker through an

emphasis on par.ticipation in small groups that take responsibility for
producing a sub-assembly or other component part of the product. There
exist a wide range of educational reforms that have been tried and devel-~

oped in some detail, but that have not seen widespread adoption\in the

schools because of the lack of demand for such reforms in the past. In

o '

this article it was asserted that future events may make such reforms '

highly functional. : ‘ .
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> Footnotes
. f*_

A more comprehensive exposition of the hiscory that .underlies this
treatment is found in Bowles and Cintis.1976. ‘A fuller treatment

" of the conceptual integration is found in Bowles and Gintis 1976;
Carnoy and Levin, forthcoming; Lempert 1981; sud Levin 1980 b, .

Specific- details on the relation between workplace chacges and
educational changes are reflected in the dialectical model as pre-
sented in Carnoy and Levin, forthcoming and Levin 1980 b. =
Evidence of differences by sex and social class for Western Europe
can be found in Levin 1976; for black-white differencas in the U.S.

ia Levin 1979; aad for social class differences.in the U.K. in.

" Halsey, Heath, and Ridge 1980.

Increasingly there is evidence that the educational process is
uader coatrol of "new" curricula .that set out mandated aciivities
for teachers and students in fine detail, leavihg little autonomy
for either group as described in Apple 198l. A more general analy-
sis of the system of social control and its origins and logic as it
affects teacher practice is féund in Levin 1980 a. - .

__.._____“_-_L-;U(;w»for-—rnorrdeni1ed analysis, se’cl Levin 1980 b, pp. 157-166.

The details ocn Joseph Neef are taken' from Lockwood 1971: Chap. XX.

Further, the ‘trade unions and political parties also have an impor-
tant educational role to play. For s trade union-educaticnal pro-
gram 6n industrial democracy, see Turner and” Count °1981.
- .-0f _a-vevolutionary party and worker councils st the plant level in
a democratic tranformation. of the vorkplace is discussed in Carnoy
1981. Alsc ses the discussion by Schuller 1981 on the nature of
discourse and its educational-implications-with regard to indus-
trial democracy.
socialization in worker cooperatives. . . .

This .seems to be the underlying motivation for the well-known U.S.
government report on Work in America. See U.S. Department of
Health, Education, anfl Welfare 1973, .

The information on-Saab/Trollhattan is taken fron_l.oz'mﬁl‘?u;

The role’

Gamson shd Levin 1980 address issues of worker

N

“~ -

For a discussion of these issues, see U.S. Department of Health,
Education, and Welfare 1979. -

@
. <
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