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Introduction

Any book that deals with tomorrow involves itself, by definition,
with expectations, and it is important at the outset of this one that
the reader be given a clear guide as to what to expect. What fol-
lows is not a book about the future of education. Rather, this book
is about the ways in which the very notion of future time is deait

with in our schools and universities.

For this reason, the reader will find little reference to many.
developments in education which no doubt merit attention else-
where. There is virtually no reference to computers in the class-
room, to programmed instruction, to audio-visual delights or other
technological aids. The whole “open school” movement, valuable
as it is, receives only ininimal mention. (Many of the ideas in this

. volume, however, are crucial to open schools.)

Similarly, while most of the authors brought together here are
sympathetic to “alternative schools” and other attempts to educate
young people outside the formal structures that now exist, the
book is primarily intended for those who wish to have an impact
inside the “system.” o

This is not because any of us are particularly enamored of the
existing machinery; indeed, many of us believe that this machinery
is actively hostile or dangerous to our youth. It arises from a sober.
conviction that, despite efforts at radical reform, the vast majority
of young people in the technological societies will continue, for at
least the next half-decade, to receive their experience of formal
education inside, not outside, the system. If this is so, they must
not be abandoned to those who wish only to preserve the present.

The writers assembled here come from a wide range of fields,
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and do not nccessarily agree with one another on all issues. They
do ‘not even agree on terminology, so that some use the word
“futuristics” while others refer to “futures stadies”; some speak of
“predicting” while others shudder at the word and refer instead to
“forecasting” or “projecting.” Some of the authors, both male and

female, are deeply concerned about women’s rights, and have con- .

sciously avoided. use of terms like Man, Mankind, or His-tory.
Others find this amusing or annoying. Still others betray the spe-
cial interests of their own disciplinary backgrounds, which range
from sociology and psychology, to education theory, law, teaching,

psychiatry and Jong-range planning. Nevertheless, several underly- -

. ing assumptions integrate the volume.

First, all the contributors agree that today’s schools and univer-
sities are too past- and present-bound. Thus, from its first chapter
to its last, the book stands as a manifesto for those who wish to see

" the future introduced into education. This is its reason for being.

. .Second, the authors agree that technological and social change
" is outracing the educational system, and that social reality is
transforming itself more rapidly than our educational images of
that reality. What follows therefore is a proposed strategy for clos-
ing the gap. This.strategy is based on a recognition that the future,
itself, can be a powerful organizing concept for change Taken as
a whole, this book says that introducing the future is a direct, yet

_relatively paml&ss way to begin the move toward necessary
changes, not merely in curricula, but in the internal structure of
educational mstttutions and in their external links to the commu-
nity.

Third, as Tomer Singer, Bart and Poussaint argue, the concept
of the future is closely bound up with the motivation of the learner,

- and our failure to recognize this paralyzes our programs and muti-
~lates our children. How children or young adults see their future

is directly connected with their academic performance and, more

important, with their “experiential performance”—their ability to
live, cope and grow in a high-change society. Future-conscious
education is a key to adaptivity, and, these authors argue, it is
especially significant for women and for the children of ethnic

* minoritics, both of which groups can today be regarded as “future-

deprived.”

INTRODUCTION T XXV

Fourth, most of the writers in these pages further recognize that
the future is not merely a “subject” but a perspective as well, and,
in urging its introduction into learning, they are also arguing for a
new organization of knowledge. While the book is orgamzed con-
ventionally, and deliberately so, it is intended to help serious edu-
cators smash the disciplinary conventions. Thus the question of the
organization of knowledge arises clearly in the chapters by Bell,
Buchen, Eurich, Wren-Lewis and Strudler. Ranging from the hard
sciences to the humanities, cach writer emphasizes the relationship
of his or her subject to the strong currents of change in the world
that make esscntlal a total conceptual revision of the notion. of
knowledge itself.

Fifth, the authors assume, although ouly June and Harold
Shane deal explicitly with the issue, that a focus on the future is
relevant to all learners, regardless of age. The future is. a matter
for the concern not simply of graduate students, but of the youngest
elementary-school children as well, whether enrolled in conven-
tional schools or in experimental centers. McDanield and Griffith
argue that secondary-school students, toc, can and must begin
dealing with tomorrow. The future represents a starting pomt for'
change at all levels.

Throughout the -book there is a general dissatisfaction with con-

‘ventional forms, media and pedagogical processes, and a sugges-

tion, by Rojas, for example, that the introduction of the future is
also a spearpoint for change in educational methodology—that it
opens the opportunity for a fascinating and effective variety of
games, simulations, contrived experiences, classroom theater, role-

. playing and the like, making it a vehicle for change i in form, as

well as content.

In the same way, the reader will find threughout a deep concemn
not merely for “cognitive” or even “affective” education, but also
for “moral” learning, to use an old-fashioned phrase. The future is

‘not predetermined. It is at Jeast partly subject to our influence,
- and our interest must therefore focus on *preferable” futures as

well as those that are “possible” and “probable.” For this reason,
the question of values crops up repeatedly, “Learning for tomor-
row” includes learning to know one’s own mind, so to speak, to
understand one’s own values clearly enough to be able to make
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consistent and effective choices. Kirschenbaum and Simon make
- the connection explicit: they deal with value clarification and
fatere choice-making.

"The authors of Learning for Tomorrow assume that the future
matters politically and socially as well as educationally. Beyond
this, many believe that the introduction of the future into learning
is necessarily related to the deep, one might say revolutionary,
currents in.the world today: the struggle for the emancipation of
women, the battle to gain a fair shake for people of every racial
complexion, the fight to gain dignity for young people as well, in a
system that tends to push them out of the centers of decision-
making and hold them in “cold storage” (and off the labor market)
for longer and longer periods.

In this connection, it is clear that one of the key social struggles
of the coming decade will involve the reformulation of the mean-
ing of work, and that the future cannot be conceived of in terms
of the simple continuation of forms of work that brutalize and
stultify the vast majority of human beings.

Werdell, in the final chapter, links the wave of educational
reform that swept America and other nations in the sixties to the
new wave of change based on the idea that the future is central to

~ education. In so doing, he-begins to connect them both up with the
transformation of work in the future.

And finally, because all the authorscbelieve in a close tie be-
tween theory and practice, and because manifestoes that do not
lead to action are worthless, the book provides an Appendix pre-
pared by Rojas and Eldredge that tells students, parents, educators
and anyone else who may be interested, what is happening where,
in this new wave of innovation. It provides examples of syllabi
used in various schools, from graduate centers down to primary
schools, and it provides a “contact” list—people, institutions and
organizations who can help accelerate the arrival of the future in
education so that we can all of us deal more rationally and com-
petently with its arrival in our fives:

For these varied reasons, I believe that Learning for Tomorrow
has implications that range beyond the classroom walls—and
beyond the present.

AT

PART ONE

Images of the Future
and Individual Development




Ee wave of educational reform that swept schools and colleges
in the sixties has reached a new phase. The next step in the
struggle to restructure education involves a coﬁvergence of new
attitudes toward time with new attitudes toward action. This chap-
ter contends that all education springs from images of the future,
and that today’s learners are being divorced from their own future
selves. It presenté a‘;theore!ical basis for the chapters that follow.

CHAPTER ONE

The Psychblogy of the Future
b)/ Alvin Tqﬁ%f

“That's the reason they're called lessons,” the
Gryphon remarked: “because they lessen from day
to day.”

—Lewis Carroll

All education springs from some image of the future. If the image
of the future held by a society is grossly inaccurate, its education -
system will betray its youth. g

Imagine an Indian tribe which for centuries has sailed its dug-
outs on the river at its doorstep. During all this time the economy
and culture of the tribe have depen'ded upon fishing, preparing
and cooking the products of the river, growing food in soil ferti-
lized by the river, building boats and appropriate tools. So long as
the rate of technological change in such 2 community stays siow,
so long as no wars, invasions, epidemics or other natural disasters
upset the even rhythm of life, it is simple for the tribe to formu-
late a workable image of its own future, since tomorrow merely
repeats yesterday.
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It is from this image that education flows. Schools may not even
exist in the tribe; yet there is a curriculum—a cluster of skills,

-values and rituals to be learned. Boys are taught toAscrape bark

and-hollow out trees, just as their ancestors did before them. The

teacher in such a system knows what he is doing, secure in the

knowledge that tradition—the past—will work in the future.
What happens to such a tribe, however, when it pursues its tra-

-di_ti_onal methods unaware that five hundred miles upstream men

are constructing a gigantic dam that will dry up their branch of
the river? Suddenly the tribe’s image of the future, the set of

assumptions on which its members base their present behavior..

becomes dangerously misleading. ‘Tomorrow will not replicate
today. The tribal investment in preparing its children to live in a
riverine culture becomes a pointless -and potentially tragic waste.
A false image of the future destroys the relevance of the education
effort.r . 7 C '

"This is our situation today—only it is we, ironically, not some
distant strangers—who are building the dam that will annihilate
the culture of the present. Never before has any culture subjected
itself to so intense and prolonged a bombardment of technological,
social,-and info-psychological change. This change is accelerating
and we witness éverywhere in the high-technology societies evi-
dence that the old industrial-era structures can no longer carry

- out their functions.

Yet our political leaders for the most part propagate (and be-

‘lieve) the myth that industrial society. is destined to perpetuate

itself indefinitely. Like the elders of the tribe living on the river-

~ bank, they blindly assume that the main features of the present

i

social system will extend indefinitely into the future. And most
educators, including most of those who regard themselves as agents
of change, unthinkingly accept this myth. .
They fail to recognize that the acceleration of change—in tech-
nology, in family structure, marriage and divorce patterns, mobil-
ity rates, division of labor, in urbanization, ethnic and subcultural
conflict and international relations—means, by definition, the

.swift arrival of a future that is radically different from the present.

They have never tried to imagine what 2 super-industrial civiliza-
tion might look like, and what this might mean for their students.

#
;-.
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RN ‘And so, most schools, colleges and universities base their teéching

on the usually tacit notion that tomorrow’s world will be basically
familiar: the present writ large. Nothing, I believe, could be more

. profoundly deceptive.

I would contend, in fact, that no educational institution today’

- can set sensible goals or do an effective job until its members—

from chancellor or principal. down to the newest faculty recruit,
not to mention its students-—subject their own assumptions about
tomorrow to critical analysis. For their shared or collective image

- of the future dominates the decisions made in the institution.

The primitive father teaching his son how to carve a canoe had
in'mind an image of the future his son would inhabit. Sirice he .
assumed that the future would replicate the present, just.as the
present replicated the past, his image of the future was just as rich,

" detailed, cdmprehensive and structured as his image of the pres-

ent. Tt was his image of the present. Yet when change struck, his
imagery proved not merely obsolete but anti-adaptive because it
left out the possibility of radical change. ,

Like our distant ancestor, educators, too, need an image of
tomorrow’s society. But this image must include the possibility—
indeed, the high likelihood—of radical change. This image need

- not be “correct” or “final”; it cannot be. There are no certainties,

and any picture of a foreseeable society that depicts it as static or
stable is probably. delusory. Thus, to design educational systems

. for tomorrow (or even for today) we need not images of a future

frozen in amber, as it were, but something far more complicated:
sets of images of successive and alternative futures, each one tenta
tive and different from the next. o
These images of tomorrow cannot be predictive in the sense .
that they discern some unshakable future reality. The possible

- future is not singular, but plural, subject to the choices we make

among innumerable arrayed options. Moreover, the tools we have -
for identifying possible and probable futures are still very primi-
tive.” Yet some lines of development are more likely than -others,
and it is only by making explicit our assumptions about where we

- seem to be going that we can formulate sensible goals. Only in this

way can we deduce the kinds of human abilities, skills and
growth patterns that need to be encouraged. : ' '
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Scenario in the Classroom

What applies to the educator and the institution applies even.

more strongly to the learner. Just as all social groups and institu-
tions have, in effect, collectively shared images of the future, each
individual also has, in his or her cranium, a set of assumptions, an
architecture .of premises, about events to come. The child, almost
from birth, begins to build up a set of expectations from its daily
experience. Later these expectations become more complexly
organized, and they begin to encompass more and more distant
reaches of future time. Each person’s private image of the future
shapes his or her decision-making in crucial ways.

Students today receive a vast amount of undigested information
and misinformation from newspapers, records, TV, movies, radio
and other sources. As a result, they are aware of the rapidity with
which the world is changing, But if many young people are pre-
pared to contemplate the idea of radical change in the real world,
this' does not mean that they have the slightest idea about the
implications of high-speed change for their own lives.

Some time .ago I performed an unusual and confessedly non-
scientific experiment with thirty-three high-school students, mainly
fifteen- and sixteen-year olds. I asked each of them to help for-
mulate a collective image of the future by writing down on a slip
of paper seven events he or she thought likely to occur in the
future, and to then date these events. I avoided saying anything
that would restrict the kind of events or their distance into the
future. The class threw itself enthusiastically into the exercise, and

in a few minutes I had collected from them 193 forecast events,

each of them duly dated. The results indicated that these urban,
middle-class, rather sophisticated teenagers had accumulated
many notions about the world of tomorrow.

From their forecasts there emerged, for example, a terrifying
future for the United States in which, presumably, they would
live out at least a part of their lives. The class scenario begins
peacefully enough with predictions that the Vietnam War would
end and United States relations with China would improve, both
in 1972. (The exercise was run a year earlier, in 1971). But soon
events become more turbulent. New York City breaks away to
become a state in 1973, and 1974 is a bad year characterized by

a
THE PSYCHOLOGY OF THE FUTURE 7

race riots in June and a United States pullout from the United
Nations. While both marijuana and prostitution are legalized,
internal political events must be bleak because 1975 sees a politi-
cal revolution in the United States.

In 1976 the value of the dollar declines, other nations ostra-
cize the United States, and gas masks are distributed, presumably
because of pollution. By 1977 the space program has ended and
United States citizens are under constant surveillance in sireets
and homes. Senator Kennedy emerges somehow as President in
1978 (a special eclection?), but a major financial crisis occurs,
and the following year, 1979, we break off relations with Europe
We learn to cure cancer, but by then pollution has become irre-
versible and we are highly dependent upon the oceans for food.
All this, however, is merely a prelude to a cataclysmic year, 1980.

That year can be described in a burst of screaming headlines:

AMERICAN REVOLUTION OVERTHROWS PRESENT GOVERNMENT
CULTURAL AND POLITICAL REVOLUTION BREAKS OUT IN (.S,
MAJOR RIVERS AND STREAMS DIE

NATURAL DISASTER WIPES OUT MANY PEOPLE

FAMILY SIZE LIMITED -

MARS LANDING

COLONY PLANTED ON MARS

NUCLEAR WAR BREAKS OUT!

" America’s time of troubles is far from over. In 1981, Richard

* Nixon is assassinated, and while race relations take a turn for the

better, and the renewed space program results in new missions to
the planets, by 1983 we have a military dictatorship ruling the
nation. Now the Soviet Union joins with the United States in a
war against China (this is, after all, 1984 by now). Scientific prog-
ress continues and the rate of change accelerates further—indeed,

.embryos now take omly six hours, instcad of nine months, to
gestate. But science is of no help when California, hit, one

assumes, by an earthquake, slips into the Pacific Ocean in 1986.
We are beginning to colonize the moon, while population on earth

- reaches a crisis point, and the dollar is now worth only 25 per

cent of its 1971 value.
As the 1990s open, the Russo-Chinese War is still on, but things
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begin to improve. Peace among the great powers becomes more

- likely. Nuclear energy, especially in the form of fusion reactors, is
widely in use, and a three-day work week is initiated, Our ecologi-
cal problems are still extremely pressing, but solutions are at least
in sight. In fact, 1995 looks like a good year. The government
changes, the space effort cxpands once more, we finally develop a
“more organized system” of education, and, apparently, young
people are making their political weight felt, for we elect a new
President who is only twenty years old. (Scoffers might note that
William Pitt became prlme minister of Britain at twenty-four.) We
_are now alse experiencing zero population growth.

I will not go on to describe their forecasts after 2000 A.p., but
there is enough here presumably to suggest that -at least this group
of teenagers do not look forward to a stable world, or one pro-
gressing smoothly along well-worn grooves. They look forward to

~high turbulence for at least the next two decades.?

Cultural Premises

The collective image of the future, whether expressed b'y &
. group of high-school students, a group of educational planners, or
even the political leadership of the nation, can tell us a great deal

-about its creators and the culture in which they are embedded. For - 9
example, the events envisaged by my experimental group ranged

- themselves over  an extremely long time-span. The soonest any

.. event was due to occur was “next Sunday.” The latest was to hap- _ ‘;

pen in 31,971 A.D.—the year the sun would burn itself out. There

were also two events listed as “never” likely to occur. One was

“the end of human life.” The other, a sardonic entry, no doubt,
“was “end of Vietnam War.”

These characteristics of the i image of the future may seem 1ncon-- &

sequential, but they betray telltale evidences of their cultural

origins. For in maliy cultures the idea of the future, itself, is non- -

-existent, the idea of infinity (“never”) is lacking, and in others,
- including many Western. cuitures before Darwm a 30 OOO-year
time span is inconceivable,
Similarly, it is revealing, though not uecessanly surprising, that
certain points in time scem more dramatic or more “real” than
others, or that forecast events seem to cluster, rather than distrib-
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ute themselves evenly along a time scale. For these teenagers,
1980 looms as an important year, and so well publicized is the
millennial turning point, 2000, that it magnetically. attracts fore-
casts, even though, all things being equal, 1999 is just as likely or
unlikely a time for events of significance to occur. This “lumpiness”
or clustering of forecasts may reflect the influence of our decimal-
based mathematical systems.

By listing every forecast made by the class in chronological
sequence, one can analyze with students the contradictions in them
and the assumptions that lead to these differing, and sometimes
contrary, forecasts. One can, in other words, examiné the internal -
consistency and coherence of the imagery and the values or cul-
tural assumptions that lead to differences between one student’s
scenario and another’s. All this, of course, has nothing to do with
the validity of the actual forecasts. But with this collective image
of the future in hand, one might compare student forecasts with
those produced by experts in the various relevant fields—politics,
technology, urban affairs, family life, international relations, etc, '

More important, one might critically analyze the forecasts of the
experts, probing for the hidden assumptions and methods of analy- -

- sis used by them. In short, the image of the furure provides not

merely a set of interesting insights into the students’ own views,
but also a powerful learning tool. Yet even this gives only a hint
of its educational importance.

The Impersonal Future

Perhaps the most striking fact about these forecasts has to do
with the role of the student, his or her self—image as seen in rela- -
tmnshlp to the outside world. -Indeed, in asking the students for
their imagcs of the future, I was less interested in the future, as
such, or in their attitudes toward it, than I was in their atfitudes

" toward change.

I was, therefore, fascinated and troubled to discover that for -

 this class, while the future was clearly exciting as subject matter,

it was distinctly impersonal. Thus, of the 193 responses, fully 177
referred to events that would occur “out there” somcwhere in the

" world or the universe. Only sixteen events made any reference to

“I"—the student making the forecast. Of the ﬂﬁrty—three students
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in the class who submitted usable- responses only six saw them-
selves as part of the picture.
. One student, along with such forecasts as antigravity cars
(1984) and destruction of the earth (2050-2100), scheduled his
or her own life as follows:

Graduation 1976
Working . 1977
Marriage ?

Success 1984
Death . 2030-2040

Another forecast marriage in 1980 and concluded “I will be a
great lawyer” by 1988. He, too (a boy, I would guess from his
prediction that the football Giants would win the 1974 Super
Bowd), slated himself to die in 2040. One respondent foresaw
his or her own death by 1996—i.e., at about age forty.

Death, despite cryogenics and research into aging, is still re-
garded as a high-certainty event, and every one of the six students

who made reference to their personal lives in any way included a-

forecast of his or.her death-time. Indeed, one, whose forecasts
included a new government for the United States in 5561 A.D. » pre-
dicted his or her own death in 1971—in other words, in the im-
mediate future! (Because of the anonymity procedures followed,
it was impossible for me to identify this student, but one wonders
how deeply parcuts or teachers have explored his or her image of
tomorrow.)

Having tried a similar experiment with another much smaller
group earlier, I was not surprised by the lopsided emphasis on the
impersonal or nonpersonal in thinking about the future. In general,
at least for the teenagers I have experimented with, the future is
something that happens to somebody else.

On one occasion, in fact, T asked respondents to draw up two
lists. First, I asked in a general way for a list of future events.
When not a single personal reference turned up, I asked for a
scparate list of events that would happen to them personally. It
was then easy to compare each personal future with the larger,
public or social future in which it would unfold, The results were
dramatic. One could not help but be struck by the disconnected-
ness between the two sets of forecasts. One fifteen-year-old girl,
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for example, after picturing a U.S.-U.S.S.R. alliance against China,
a cancer cure, test-tube babies, an accidental nuclear explosion,
the spread of anarchism over large parts of the world, and robot

~ computers holding political office in the Umted States, offered the

following personal forecast:

Moving into my own apartment
Interior-designing school
Driver's license

Getting a dog

Marriage

Having children

Death

The world in upheaval would leave her untouched.

I must emphasize that the teenagers making these forecasts were
incontestably bright, lively, and probably more sophisticated than
their counterparts in smaller cities. Yet no matter how turbulent a
world they pictured, no matter how many new technologies might

~ appear or what political revolutions might take place, the way of

life foreseen for themselves as individuals seldom differed from the
way of life possible in the present and actually lived by many
today. It is as though they believed that everything happening out-
side one’s life simply by-passes the individual. The respondents,
in short, made no provision for change in themselves, no provision
for adaptation to a world exploding with change.

I pursue this not because I think these experiments are anything
more than suggestive; I would expect different groups to formulate
quite different images of tomorrow and to reflect different degrees
of connectedness with the racing pulse of change. Rather, I raise
it because 1 believe that the schools and universities, with their
heavy emphasis on the past, not only implicitly convey a false
message about the future—the idea that it will resemble the pres-
ent—but also that they create millions of candidates for future
shock by encouraging the divorce between the individual’s self-
image and his or her expectations with regard to social change.

- More deeply, they encourage the student to think of his or her

“self” not as subject to change, growth or adaptation, but as some-
thing static.
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The Future-Scanning Talent

It is perfectly astonishing, once we stop to consider it, that we
are able, out of the stuff of everyday experience, to conjure up
drcams, visions, forecasts and prophecies of events yet to come.
Scientists marvel at the body’s machinery for sensing the environ-
ment and for converting its impressions into concepts, ideas, sym-
bols and logic. Yet our talent for projecting images of the future
is even more remarkable. In fact, though educators have scarcely
noticed it, this “future-scanning” talent is the basis for learning,
itself.

If we could not form anticipatory mental plctures of the future
if we could not match these against emergent realities and then
correct them, we could not—except in the narrowest sense—learn
at all. ' :

All of us project an ever-changing image of the future on the
screen of consciousness. Our heads teem with assumptions about
the future. These assumptions can be very short-term and practi-
cal. I may do no more than assume, for example, that the postman
will arrive in the morning or even that the cup of tea will still be
there, an instant from now, when my fingers close around it. On
the other hand, the assumptions may be very long-range and im-
personal. I may envision a world racial conflict in 1985, the emer-

gence of Japan as the world’s chief industrial power by 1990, or a

meeting with extraterrestrials in the year 2000. The assumptions
may be correct or incorrect, comsistent or inconsistent, slowly
changing or turning over rapidly. But whatever the case, taken
together, they constitute my image of the future.

This invisible architecture of assumptions shapes my personality
and lends consistency to my behavior. These assumptions, in fact,
make it possible for the individual to survive in varied and fast-
changing environments. For it is precisely this ability to visualize
futures, to generate and discard thousands upon thousands of

" assumptions about events that have not yet-—and may never—
become reality, that makes man the most adaptive of animals. It
is a prime task of education to enhance this ability, to help make
the individual more sensitively responsive to change. We must,
therefore, redefine learning, itsclf. Put simply, a significant part of
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education must be seen as the process by which we enlarge,
enrich, and improve the individual’s image of the future.

Action and Imagery

Education, however, is not just something that happens in the
head. It involves our muscles, our senses, our hormonal defenses,
our total biochemistry. Nor does it occur solely within the individ-
ual. Education springs from the interplay between the individual
and a changing environment. The movement to heighten future-
consciousness in education, therefore, must be seen as one step
toward a deep restructuring of the links between schools, colleges,
universities and the communities that surround them.

The ultimate purpose of futurism in education is not to create

.elegantly complex, well-ordered, accurate images of the future, but

to help learners cope with real-life crises, opportunities and perils.
It is to strengthen the individual’s practical ability to ant1c1pate
and adapt to change, whether through invention, informed acqui-
escence, or through intelligent resistance. -

To function well in a fast-shifting environment, the learner must
have the opportunity to do more than receive and store data; she

‘or he must have the opportunity to make change or to fail in the

attempt. This implies a basic modification of the relationship
between educational theory and practice.
High-speed change means that the reality described by the

- teacher in the classroom is, even as the lesson proceeds, under-

going transformation. Generalizations uttered by the textbook or
the teacher may be accurate at the beginning of a lesson, but

' incorrect or irrelevant by the end. Insights, highly useful at one

time, become invalid under the new conditions. The instinctive
recognition of this by young people has been one of the key fac- -
tors behind the collapse of teacher authonty

In the past, one assumed that one’s elders “knew” how things
were. Yet if the reality is changing, then their knowledge of it is
not necessarily trustworthy any longer, and, significantly, they, too,
must become learners. .

When we introduce change and, therefore, higher ,levels of
novelty into the environment, we create a totally new relationship
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between the limited reality of the classroom and the larger reality
of life. Abstractions are symbolic reflections of aspects of reality.
As the rate of change alters technological, social and moral reali-
ties, we are compelled to do more than revise our abstractions: we
are also forced to test them more frequently against the realities
they are supposed to represent or explain.

Those who conduct opinion surveys know that the more varia-
tion there is in a population to be sampled, the larger the sample
required to get an information-rich resvit. The same is true with
-Tespect to variation through time. The more rapid the pace of
change, the more novelty-ﬁl]ed our environment, the more often

it becomes necessary to “sample reality”—to check our abstrac-

tions. .
Thus learning under conditions of high novelty requires us to

move back and forth between theory and practice, between class-

room and community, faster and more frequently than ever be-
fore. Failure to measure our abstractions often against reality
increases the likelihood that they will be false. But the university
and the lower schools, as organized today, are designed to con-
struct or transmit abstractions, not to test them.
This. is why we need to accelerate the trend in many colleges
. and universities to offer credit for acnon-learmng done off-campus
through partu:lpatlon in real work, in business, in community
political organizing, in pollution-control projects, or ether activi-
ties. Many of these efforts today are badly organized, ill-thought-
through and regarded by the university as basically insignificant—
concessions to the restlessness of students who no longer want to
remain cooped up in the classroom. I would argue that such efforts
not only must be continued, but must be radically expanded, must
be linked more imaginatively to the formal learning process, must
be extended downward to younger and younger students in the
secondary schools and even, through adaptation of the idea, to
primary-school children. Indeed, for older students, this action-
learning ought to become the dominant form of Iearning, with class-
1oom learning seen as a support rather than as the central element
in education. Such experiments as the University Without Walls
are primitive prototypes of what is possible.*
Students learn best when they are highly motivated to do so,

1
1
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and despite a great deal of mythology to the contrary, this motiva-

tion rarely comes from “inspired teachers” or “well-designed texts”

alone. So long as students are cut off from the productive work of
the surrounding society and kept in an interminably prolonged
adolescence, many—if not most—are de-motivated. Teachers,
parents and other adults may shower them with flowery rhetoric
about how today’s youth will be the leaders and decision-makers
of tomorrow. But the rhetoric is contradicted by a reality that
actively deprives the young of participation either in significant
community decision-making or in secially approved productive
work. Beneath the rhetoric lies a contempt summarized in the twin
terms “parasites” and “investments.” Conservatives tend to look
upon students as parasites, eating up community resources without
contribating anything productive in retumm. Liberals leap to defend
the youth by terming them “investments” in the future. Both
notions are insulting.

The secret message communicated to most young people today
by the society around them is that they arc not needed, that the
somety will run itself quite moely until they——at scme distant pomt
in the future——take over the reins, Yet the fact is that the society is
not running itself mcely, and, indeed, there may be little of value
left for them to take over in the future, unless we reconceptualize
the role of youth in the social order. Not because young people
will necessarily tear down the social order, but because the rest
of us need all the energy, brains, imagination and talent that

. young people can bring to bear on our difficulties. For the society .

to attempt to solve its desperate pmblems without the full partici-
pation of even very young people is imbecile.. :

My father worked at twelve or thirteen. Most children in the '
past—and most children in the léss affluent nations today—were
and are necded for their productive contribution. It is a dangercus
myth of the twentieth-century rich that our children are not
needed, that they cap be kept in artificial environments called
schools and universities, incubating until they are twenty-one or
even thirty, before being expected to part.tmpate in the everyday
affairs of the society.

In the United States we herd 8,000,000 university stadents and
some 51,000,000 younger children into educational institutions,
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assuring them all the while that it is for their own future benefit.?
It is all done with the best of intentions. It keeps them out of the
labor force and, for a while, off the streets.

This policy, however, is based on a perilously faulty image of '

the future. By maintaining the false distinction between work and
learning, and between school and community, we not only divorce
theory from practice and deprive ourselves of enormous energies
that might be channeled into socially useful action, we also infan-
tilize the young and rob them of the motivation to learn.

On the other hand, by linking learning to action—whether that
‘takes the form of constructing buildings on campus, or measuring
traffic flow at an intersection and designing an overpass, or cam-
paigning for environmental legislation, or interning at city hall, or
helping to police a high-crime area, or serving as sanitation and
health aides, or building a stage set, or doing research for a trade
union, or working out a marketing problem for a corporation—we
change the source of motivation.

The motive to learn is no longer the fear of a teacher’s power
to grade or the displeasure of the parent, but the desire to do
something useful, productive and respected—to change the com-
munity, to make a dent, if even a smail one, on reality, This
desire to leave a dent, to make an impact, today fuels a wide range
of antisocial activity from spray-painting graffiti on a public wall

or vandalizing a school building to committing murder.® It is not

unrelated to the fact that most crime is the work of the young,

Only by recognizing the urgency of this desire to make a mark
(and thereby to clarify or establish one’s own' identity) and by
reconceptualizing the role of youth with respect to work and social
needs can the education system become effective.

Today, unfortunately, most action-learning programs scarcely
begin to take advantage of their full potentials. For example, most
-are seen as forms of independent study. For many students, they
might be far more effective as group ventures. The organization
of groups of students (sclf-organization would be better) into
problem-solving or work teams makes it possible to design addi-
tional learning—learning about organization and group dynamics
—into the situation. By consciously including people of varied ages
in such teams, it becomes possible to provide “generational
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bridges”—a way of breaking down some of the trained incapacity

_of different age groups to talk to one another.

Through focusing on some sharply defined external objective
or desired change, the group develops a degree of shared intimacy

~ and attacks the prevailing sense of loneliness and isolation felt by

so many students even on small campuses. Most important, how-
ever, the motivation for learning changes. The group itself gener-

© ates intéernal social reinforcements for learning, and the nature of

the problem being attacked defines the nature of the learning
required, so that the definition of relevance is created by the real
situation rather than by the say-so of a teacher.

Members of a small group working to bring about some change
in the ecological condition of their community, for example, will
find they must learn something about science, economics, sociol-

‘ogy and politics, as well as the communicative skills required to

define the difficulties, outline aiternative solutions, and persuade
others.

In the meantime, decision-making, so crucial to coping with
change, becomes, itself, a subject of the learning process. Most

" students in most schools and universities seldom participate in

group decision-making. While they may be asked to make deci-
sions about themselves—such as which courses to take (and even
this is restricted at the lower levels)—they are seldom called upon
to make personal decisions that affect the work or performance of
others. The decisions they are characteristically called upon to

- make have little or no impact on anyone’s life but their own. In

this sense, they “don’t count.” They are isolates. Attempting to
solve real-life problems, action:learning done in the context of a
goal-sharing group, trains the participants in decisional skills and
begins to develop an understanding that their decisions do count
—-that personal decisions can have important consequences.

It is precisely at this point that action learning converges with
future-consciousness. For, wheén we speak of an image of the
future, we are speaking of the ramified consequences of present-
day decisions, whether public or personal. Action-learning, par-

" ticularly when carried out by groups, is a useful tool for demon-

strating the necessity for a future-orientation—the need to study
alternatives, to develop long-range plans to think in terms of con-
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tingencies—and especially to think through the consequences,
including second- and third-order consequences, of action.

This emphasis on the future can, furthermore, be applied not
merely to group issues, but to the development of generalized,
tentative life-plans for the individual participants as well—plans
which the learner is, of course, free to change at will, but which,

by their very existence, help orient the individual in the midst of _

burricaning change. In this way, the future becomes intensely per-
sonal, instead of remote.

In turmn, the development of group or personal plans, however

tentative, immediately forces the question of values into the fore-
ground. For plans have to do with our images of preferred futures,
as distinct from those that are merely possible or probable. No
problem in education has been more disgracefully neglected in
recent years. The attempt to avoid ancient orthodoxies having led
to the myth of a value-free education, we now find millions of
young people moving through the educational sausage-grinder
who have never once been encouraged to question their own per-
sonal values or to make them explicit. In the face of a rapidly
shifting, choice-filled environment, one which demands decision
after adaptive decision from the individual, this neglect of value
‘questions is crippling. .

Action-learning creates opportunities for students to move from
the field back to the classroom or lounge or living room not
- merely for analytic discussion of their strategies for change, but
for probing exploration of the personal and public values that
underlie their successes and failures. This process of value clarifi-
cation is a vital part of any education designed to help people cope
with “overchoice.” .

In short, the combination of action-learning with academic
work, and both of these with a future orientation, creates a. power-
fully motivating and powerfully personal learning situation. It
helps close the gap between change occurring “out there” and
change occurring within the individual, so that learners no longer
regard the world as divorced from themselves, and themselves as
immume to (and perhaps incapable of) change. In a turbulent,
high-change environment, it is only through the development of a
“psychology of the future” that education can come to terms with
learning.

¢

];te relationship of time to motivation and learning has been
inadequately explored, not merely by educators, but by psycho-
logical researchers as well. Here sociologist Benjamin Singer sug-
gests that a person’s educational and social development is heavily
contingent upon his or her “future-focused role-image.” Blur this
image, he warns, and we rob the child of motivation and person-
ality structure.

CHAPTER TWO

The Future-Focused Role—lmage
b/v Benjamjn D.,Singe;

Just as all education springs from some image of
the future, all education produces some image of

the future. :
—Alvin Toffler

One of the most important things about any group or society is its
attitude toward time. Entire cultures can be characterized in
terms of time orientation. In fact, according to the eminent social

* anthropologist Florence Kluckhohn, not only‘ do groups differ “in

their emphasis on past, present or future” but “a very great deal
can be told about the particular society . . . , much about the
direction of change within it can be predicted, with a knowledge of
where that emphasis lies.”™

I belicve the same is true of people—individuals. And if we
want to understand why some children do well in school and others
do not, we must begin to think about this question. )

The predominant American middle-class orientation, it is often
said, is toward the future. There is good evidence that this is true
—that the middle classes in American society, influenced by the
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perspective that discounts the present and looks toward the future.
This concern with the future, when transformed into personal
terms, carries with it the ingredients for success in a culture geared
to the future rather than the past.

Yet educational curricula are almost without exception geared to
presenting knowledge generated in the present and past, oriented
' to the past, so that most of what a student does consists of reenact-
ing knowledge put together by the last generation about previous
generations’ efforts.

This temporal lag is more or less acceptable when change
appears orderly, because the speed of change has not resulted in
a qualitative transformation of our psychological environment.
But it is not acceptable today, when the future is rushing toward
us. As former Secretary of Health, Education and Welfare Robert
Finch put it, “All too often we dre stuffing the heads of the young
with the products of earlier innovation rather than teaching them
how to innovate. We treat their minds as storehouses to be filled
rather than as instruments to be used.”?

ose who plan curricula and those who carry them out in the
assroom are usually unaware of this temporal bias. To educate
for the future, one ought to be aware of the attitudes toward time
_ 'perspectives brought to the classroom by children drawn from
different social groupings. _

Consider, for example, those groups in American society who
are often accused of “living for the present.” They are supposedly
“improvident.” They save nothing “for a rainy day,” etc. The poor,
the black and certain immigrant groups are characterized in this
way and do, in fact, operate on a time system different from that
of the American mainstream. This is reflected in differing attitudes

toward punctuality and personal planning. The concept of

. “Colored People’s Time” or “CPT,” for example, expresses the
idea of the timelessness of the disadvantaged group. With a future
that is questionable, the present expands. Now, however, the- chil-
dren of the white middle class, oriented in the past to the notion
of the future, are new inhabitants of what might be called the
expanded present. Beginning with the beat generation and contin-
uing through the flower children to the present-day post-hippie
generation, today’s middle-class youth are said to be suffering an
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hic. have tvoi : — . - identity crisis. Assaulted by middle-class expectations—a kind of -
7~ Protestant Ethic, have typically passed on to their children a time subéulgur ol lag in the midst of explosive _chan_gc which h'as made
" the goals of the future suddenly elusive—the identity crisis of the

‘middle classes is a problem intricately linked with time. ‘

Although Emstein brought the dimension of time to :thc physi- -

. cal scientist’s conception of space, social scientists, for the most part, -
“continue to orient their thinking to a social structural model which

ignores the problem of time. Even-a physicist, G. J.-_ Whitr(_)w,
acknowledges, “the evidence is compelling that the missing link

_ between the psychological and the physiological aspects ?f cere-
~ bral activity and personal identity should not be sought__ in some
" hypothetical higher space but rather in the dimension of time.”™ In

short, learning itself is linked to time. - _
- Psychologists who study Jearning have demonstrated the crucial
role of rewards in learning. Learning occurs as a result of the rein-.

" forcing effects of rewards. In most human experience, reward fol--

Jows in time the performarice.that elicits it. But what if rewards

‘become obscure and roles dissolve and are transformed during

periods of ¢xtreme or rapid social change? For the deprived,
there was never much sense in attempting to separate the present
from the future; for the youth of the rest of society—who could
ongce count on personal movement through time, toward a beckon-
ing future—the present and the future have befzome fused as a
result of rapid change. The young are now identified as the “now
generation.” o '

Future-Identities- _

Identity and time perspectives are both derived from.the-"'sbciai_ ,
systems in which we exist. Qur identity is a figure which we fix-

" against the ground of the time perspective we acquire, The . result-

ing role conditioned by time can be called the “future-focused
role-image.” The FFRI is our self-image projected into the future,
and it lends meaning to much of what we do in the‘prcsent. -
We develop a self-image by empathically assuming ’_th'e roles c_nf
others; this self-image feeds back on our present behavior and is

- more important than the evanescent stimuli that surround us and .

which cause short-term behavior. The self, then, is not merel_y-
ground'ed,'as psychoanalytic theory suggests, in the past_, -but s
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made up of what Erik Erikson calls “anticipated selves.” Early in
childhood, Erikson says, the child “tries to comprehend possible
future roles, or, at any rate, to understand what roles are worth
imagining . . . his learning . . . leads away from his own limita-

' tions and into future possibilities.”*

The future-focused role-image varies—among persons, among

 social classes, among societies. It is especially important to search

for its components and explain its mechanisms during a time such
as this: a time of great flux, of increasing tempos, a time when our
social milicu changes rapidly, as organizations disappear and
emerge and roles are transformed, created and disappear, seem-
ingly unpredictably.

An eleven-year-old boy, asked by a friend, “What do you want
to be when you grow up?” answered he could not say, since he
did not know what new jobs would replace today’s. Nor will
today’s role models who help stimulate the development of our
self-images, be tomorrow’s role models. )

The linkage of time, selfhood and change is particularly impor-
tant in considering the problems of the poor, the ghettoized, the
inhabitants of developing nations. For those whose future-focused

- role-image is diffuse are the very individuals who compensate by

depending on “fate.”

Anthropologist Walter B. Miller’s clinical picture of Jower-
class youth in gangs iltustrates this very well. “Many lower class
individuals feel that their lives are subject to a set of forces over
which they have relatively little control. These are not directly
equated with the supernatural forces of formally organized reli-
gion, but relate more to a concept of ‘destiny,” or mar as a pawn
of magical powers. Not infrequently this often implicit world view

s associated with a-conception of the ultimate futility of directed

effort towards a goal. . . 5

In another era, we took our cues from the past: the tradition-
directed man, for example, had a sense of security in knowing that
his role ideals had tenure. Identity was a more certain process,
depending as it did on role models of great stability. Erikson per-
ceptively points out the sociological inputs that affect self-continu-
ity in that “cultural and historical change can prove so traumatic
to identity formation: it can break up the inner consistency of a
child’s hierarchy of expectations.”¢

e . -
{
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The stanchions of identity are the establishment of long-range
goals. Goals, according to social psychologist Gordon Allport,
must be striven for, and striving “always has a future reference.”
Thus, the time orientation of the culture and the individual will
condition the quality of his striving which then feeds back and
makes present success possible. Striving, as a motive, cannot be
separated from the issue of self-image: . . . there is much g?rowth
that takes place only with the aid of and because of, a se]f-llmagc.
This image helps us bring our view of the present into line with our

" view of the future,” social psychologists Chad Gordon and Ken-

neth Gergen have pointed out.® .
Goals and strivings are linked to role-images, which in turn are

the composite expression of aspirations and occupations, educa-

tional objectives and social relations undergoing rapid change.

- Without the self-image that links our present behavior to our view
~ of our future, all human activities, conditioned by a timeless per-

spective, would be merely responses to immediate stimuli. Prc‘yb-
‘ability would triumph over possibility; the successfully operating
human being, as neuropsychiatrist Kurt Goldstein has shown,
is the one who is able to master the mechanisms of the possible.
The evidence establishing the linkage between what we are and
what view we take of ourselves, the way in which we exist in
time, is scattered but compelling. Consider, first of all, our sense of
time. '

The sense of time, as it is expressed by the child, seems to com-
mence between the ages of two and two and a half, for it' is at ‘
that age when words designating the future begin to appear in the
child’s talk. Before the process of role-taking begins' in earnest,
words dealing with the future are tied to activities and concrete
events, and then, by the end of the third year, the chilC! bcgm_s_to
comprehend future roles. The individuals in his immedla‘te milieu
provide him with tentative identifications and expectations that
help to form his own identity. It is at this point f:hat differences
begin to become apparent in the parents’ behavior toward .the
child that then seem to condition the development of different time
perspectives, aspirations and the necessary bebavior to achieve
them. _

The process begins with the idea that the parent generates con-
cerning the child’s future. In fact, there is research that indicates
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that parents future images of the child may be a more nnportant
factor in its inteliectual growth than parents taking time to teach

the child to count or to write his name. This was the surprising

result of research by Norma Radin and Hanne Sonquist, when
they mvestlgatcd factors that would most improve children’s pet-
formance in an Operation Headstart type of program in
Ypsilanti, Michigan. It was found that the most important factor
connected with the child’s actual success in the program---the

* ‘measurement of cognitive growth—was the parents’ image of the |

child’s future: their occupational expectations for the child in the
future. Patents’ expectations were among “the best predictor vari-
ables for cognitive growth in pre-school among a disadvantaged
‘population,” according to Radin and Sonquist.* The mechanism
by which this future-focused aspiration became transformed into
cognitive skills by the children is not clear, but it is there.

And it is ready to become attached to desirable future roles
‘early in life; by the time the child is attending elementary school,
he understands which are the desirable occupational roles, for
recent research has indicated an impressive, nearly total correla-
tion between adults and elementary-school children in the prestige
ratings of occupations.'® What this means is that a black child,
for example, knows the difference between the role of the com-
puter scientist and the dishwasher; he knows the meaning of his
own probable future role.

Some of children’s understandmgs of future roles, foremost of

which are the occupational roles, comes from their families, from
their contacts in their neighborhood, and from television. The child

exposed to a homogeneous environment, as is more generally the-

case with the ghetto child, will develop fewer, less diversified
mages of future role possibilities and will more hke]y limit his -or
her own aspirations accordingly.

- The child who depends heavily on television, and this is espe- E

cially true for the poor and the black,* will develop narrow,
stereotyped images of potential occupational roles. The narrowness
of these images, in turh, constricts thé child’s ability to imagine
himself or herself actually faking such roles.

Sociologists Melvin and Lois DeFleur, in studying the occupa-

tional knowledge of young people found that
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TV provides children with much superficial and misleading in-
formation about the labor force of their society. From this they
acquire stereotyped beliefs about the world of work. Given the
deep significance of occupational roles for both the individual
and his society, any learning sourceé-which distorts reality con-
cerning this aspect of the social structure and the childs “gen-
cralized other” may be. laying the foundations for difficult
_personal and sociat problems.12

Time and Motivation

It is during the first few years of school that images of the child’s
future (and the means to achieve them) are generated and be-
come interlocked with his or her time perspective. While there are

~differences between individuals, the outstanding differences are

probably related to social class positions. Children between eight
and ten studied by means of a projective story téchnique designed
to test differences in time perspective provided revealing results.
Some children projected themselves considerably further into the
future than others, and this was more often true of children from -
higher social classes. The researcher, Lawrence LeShan, sug-

- gested there were implications for educational planning and con-

cluded that the individual oriented to present time rather than
future time *“would not have learned to act in terms of future
reward and would, indeed, have learned the opposite since the
future would be an unpredictable region and to work in terms of -
it would be nonsensical for him. Further, this oriéntation in a

.world that is primarily run on longer sequences might well produce

conflicts, failures, and resulting hostility.”**
The development of a future-time perspective early in life pro-

: _vides both a motive and a means for achievement in the future. A
- future-oriented time perspective-—a . future-focused role-image—

operates, then, like Robert Merton’s “self-fulfilling prophecy.” By
its presence, it helps to assure the conditions necessary for its

. attainment. Social psychologist Lawrence K. Frank has pointed
_out that a long future focus is needed to bring meaning to our

present lives, that it has a “retroactive” effect upon our present.

- He adds




26 BENJAMIN D, SINGER

The more remote the focus of his time and perspectives, the
more immediate the focus, the more he will exhibit consummatory
behavior that uses the present only as a means to the future; the
more immediate the focus, the more he will exhibit consum-
matory behavior and react naively and ignore consequences.?

Research into the relationship between time perspective and
accomplishment supports Frank’s suggestion. When seventh- and
eighth-grade boys were asked to record recent thoughts and dis-
cussions and to take projective tests, the researcher discovered
that some boys displayed a future orientation, while others thought

in terms of the present or past. The boys who were most future- -

oriented, it turned out, also had higher ‘academic achievements,
which led the research psychologist, John E. Teahan, to suggest
that high cffort on boring and tedious assignments may be mean-
ingful to the individual who sees them in terms of a future-time
perspective in which success is the payoff.*s

Other research on schoolchildren has linked the values individ-
ualism and planning for the future with social class position, the
gaining of high grades and plans for further education. What is
now called “the achievement syndrome” is the successor in name
to ‘the Protestant Ethic, in which work is justified in terms of
future, otherworldly reward.2¢

Today there are good reasons to question both the Protestant

Ethic and the naive assumption that achievement in the traditional.

sense is an appropriate educational goal. There is also reason to
doubt whether we should automatically encourage high effort on
boring educational tasks. (Perhaps the tasks themselves need to
be reconsidered.) Furthermore, we need to develop attitudes to-
ward the future that do not desensitize us to the immediacy of the
present. There need be no contradiction between high conscious-
ness or enjoyment of the present moment and a sense of its rela-
tionship to the future. Indeed, this perspective can be said to
enrich the experience of the present. '

However we may feel about these issues, whether we are inter-
ested in the issues of educational motivation or, more basically,
in personality integration, it is clear that what Toffler calls “futural
imagery” is important.

The development, then, of a futurc-time perspective seems to
be essential in developing expectations—goals which individuals
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can then work toward fulfilling. Where these are not present,
behavior which is self-destructive as well as socially harmful may
result. )

‘An English sociologist, Basil Bernstein, points to the linkage of
future-time perspective to social position and suggests behavioral
consequences that could lead to such conduct in working-class
families: ‘

The specific character of long-term goals tends to be replaced
by more general notions of the future, in which chance, a friend
or a relative plays a greater part than the rigorous working out
of connections. Thus, present, or near-present, activities have
greater value than the relation of the present.activity to the
attainment of a distant goal. The system of expectancies, or the
time span of anticipation, is shortened and this creates different
sets of preferences, goals, and dissatisfactions. The environment
limits the perception of the developing child of and in time.
Present gratifications or present deprivations become absolute
gratifications, for there exists no developed time continuum upon
which present activity can be ranged. Relative to the middle
classes, the postponement of present pleasure for future gratifi-
cations will be found difficult.!?

Research also exists which supports the notion that the way in
which one perceives time is linked to conduct. In one study of
students in a residential school, individuals whose tests. indicated
they experienced time as passing more quickly were the individ-
uals whosc behavior was best when incentives for maintaining
good behavior were removed.’® In another investigation, it was
found that nondelinquents had a longer time perspective than
definquents. This inquiry was based on psychologist Kurt Lewin’s
assertion that “a person is likely to be future-oriented i he feels
that a highly valued goal is accessible to him, while a belief that

“the goal is beyond his reach restricts him to a present orientation.”

The researchers, psychologists Robert §. Barndt and Donald
Johnson, used a projective story technique to find out whether
the stories constructed by delinquents and nondelinquents varied
in terms of their time projection. Stories generated by the delin-
quent boys took place in shorter times than those of the non-
delinquent boys.®® - '

Thus, those who are unable to project themselves into the future
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must live for today, unable to visualize future rewards with clarity.
A consistent finding among street gangs, for example, is their tend-
ency to live in the present and their belief that they are the pawns
of external forces, of fate. Indeed, the notion of autonomy and
self-responsibility appears to go hand in hand with future orienta-
tion, Sociologists who study the differences between those who live
for today and those who live for tomorrow call this ability to wait
the “deferred gratification pattern,”2®

Luck, Chance qnd Fate

In research on preschool and adolescent whites and blacks con-
ducted in- Atlanta, Georgia, in 1969, psychologists Adrian
Zytkoskee, Bonnie Strickland and James Watson followed up ear-
lier work dealing with children’s belief in “luck, chance, fate or
powers beyond his control as opposed to cvents occurring as a
result of his own skills and activities.” The children were given
a choice test involving a small immediate reward or a large,
delayed reward. The investigators were attempting to determine,
among other things, why some children are willing to “trust society
and its agents for the possibility of future rewards.” They found
that adolescent blacks more often than whites believed in factors
external to themselves and were less likely to be willing to wait for
the future. But there were no racial differences among preschool
children. Clearly, during the elementary-school period something
happens to cause children from certain social grouplngs to discount
the future.®

The ability to defer gratification is found most often among
‘white and affluent children. Clearly, if one is willing to defer

gratification, it must be because there is a fair certainty of a payoff

when tomorrow comes. This belief in the future—or lack of belief
—may explain differences in the way in which social classes apply
reglmens to their children. Lower-class parents, realistically sur-
veying “tomorrow,” are aware there is less likelihood of a return
to the child than is true of middle-class parents. While sociologists
tend to explain differences in behavior by social class, it may well
be that the crucial factor is, in reality, time orientation.

The real-world pattern of biased payoff is, of course, the ulti-
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mate factor. Children, black or any other kind, are perceptive
enough to recognize inequalities in the real world of the present.
If they are allowed to believe that discriminatory social and eco-
nomic patterns (a central determinant of their environment) will
persist in the future—their future—they quite rationally conclude
that the present and the future are essentially interchangeable.
Once this assumption is made, however, concern for the future
becomes unnecessary. Academic performance is only one casualty
of this belief,

Conversely, where the future seems open and positive, the self-
fulfilling prophecy must be in operation. Thus there is evidence
from other sociological research in schools that the ability of stu-
dents to delay gratification for a future time frequently correlates
with higher academic achievement as well as higher occupational
aspiration.>?

If one is to develop this habit of Iookmg to the future for re-

- wards, one must be assured there will, in fact, be a payoff. Experi-

ments with rats suggest that some animals act on the basis of
whether a reward or punishment follows the act or behavior im-
mediately.*® Humans are different in possessmg the kind of
abstract ability that enables them to imagine the long-term con-
sequences of a given action. This ability, however, varies among
people. The current concern with relevance in curricula exempli-
fies student concern with the ability of the educational system to
deliver a payoff. Textbooks and teachers geared to examples
drawn from roles, institutions and values of the past are patently

" absurd to stadents whose primary experience has been gained

during a period of very rapid change. 7
The consequences of a given behavior can be termed expectan-
cies, and introduce another variable into the time-success syn-

“drome. People who have high expectancies of success in their

undertakings—whatever they are—usually perform better, accord-
ing to laboratory experience.?* Thus, we suggest, moving once
more to the concept of role, that individuals who expect to fill
future roles successfully ought to, indeed, be more likely to achieve
them. Support for this comes from the study of Teahan’s dis-
cussed earlier which also found that future-oriented youngsters -

tend to be more optimistic.
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Fantasy and Reality

Role expectations probably are formed after youngsters try out,
vicariously, their future roles. It has been found, for boys for
example, that there are three general stages of this process: From
SiX to cleven, the fantasy stage, at which time youngsters imagine
themselves as spacemen, cowboys, etc.; from eleven to eighteen or

nineteen, the fentative stage, when there was vacillation in choice

. of occupations; cighteen and nineteen and above, the realistic
stage, based on greater awareness of the objective world.>®
However, the ability to imagine oneself in any role in the future
seems to be limited, and one of the constraints is found in the
aforementioned social-class position of the youngster. Some
youngsters, it would appear, never do develop a crystallized view

. of their future role. In his classic study, Elmiown’s Youth, August

“Hollingshead reported on- interviews with high-school children
. who were asked what they. wished to be after leaving school. He
- found that a full 41 per cent of lower-status youth had no crystal-
lized image of themselves in that future role. They could not
imagine it.- Only 3 per cent of higher—class youth had this problem
“Thus; there was a blurring of the future-focused role-image. as

© onre moved dqw_n the social-class scale. 2% .
- Research across cultures points to the importance of being able = ¥

to ‘imagine oneself in a productive future role. Daniel Lerner,

 studying village people in'underdeveloped areas, suggests that 2 | . that the present temporal environment may-encourage—some will

-+ crucial determinant of modernization is the ability of such people
to “empathize,” imagine themselves in such future roles. One of
the important factors holding back modernization is that this
ability to empathize is lacking.?” When individuals are able to
develop a picture of a future role for themselves, the attitudes,

values and behavior which make up this image feed back to the |

- present.

Occupational socxologlst Morris Rosenberg suggests the indi-
vidual “is likely to incorporate into his present self-image aspects
of his future occupational status——he is a “future doctor,” ‘future
teacher,” ‘future engineer.” In the course of time, he develops a
picture of the attitudes, values, and behavior which are appropri-
ate for a member of this occupation. . . . This image of his future
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occupational status is likely to influence the student’s present
attitudes, values and behavior. . . ”?® In other words, just as
research in role playing has shown that playing a role leads to
the adoption of the attitudes involved, so future role playing

3 feeds back on the present through the acceptance of the values and

attitudes built into the future-role image.

Feedback from the Future

Research to date, then, has shown that time perspectives are not
uniform, but depend rather upon the person’s location in a social
system. Social systems, however, operate in various states of.
change. In North America, one can frace the concern with future

/role~taking from Puritanical times when small children were

treated as little adults (an emphasis during that epoch on the

~ child’s hurrying to meet the future) through the present epoch

which can be characterized as the future hurrying to meet the
child. ‘
Given that time perspective ultimately affects conduct and the

. development of our present capabilitics, there is a self-fulfilling
- prophecy in operation. Thus, future-role images, particularly oc-

cupational ones, feed back on the present and help to socialize
. the individual to his or her future role; since some individuals do

not have crystallized views of themselves in the future—something

be permanently trapped in an expanding present, out of their own
control. When future shock occurs—when time is telescoped be-
causc of the rapidity of change—planmng long-range goals

becomes " difficult. Frequcntly there is a reversion to short-term

goals—and to pessimism about one’s own future role.

- The problems we must face during times of explosive change

~ include our ability to be properly oriented to the future in per-

sonal terms. One of the startling characteristics of the youth of
our time is the suggestive peer-orientation (which can be read as
present-orientation) which is so strongly associated with the

" retreatism exemplified by the drug culture. Thus, for some there

is an over-determinism of the present by peers rather than self-
imagery projected to the future. For others—those who tradition-
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ally have been forced to live in the present—there remains the
problem of helping to generate a future in personal terms, that is,
the FFRI.

The school at present is, like other social institutions, caught in a
temporal lag and thereby contributes fo the confusion, rather than
helping young people by providing appropriate temporal orienta-
tion. The movement from personal autonomy toward external de-
pendence which the drug cult and neo-mysticism (the current
astrology fad, for example) so well illustrate is a symptom of a
compensatory regression generated by temporal disorientation.
And schools bear more responsibility than other institutions both
for the condition and the cure. William L. Smith, former executive
* director of the Pace Association of Cleveland, highlights the re-
sponsibility of the schools in this period:

There are far too many children in urban schools today who do
not learn as well as they might because they simply are not clear
about what their lives are for and what is worth working for.
They have not yet found a meaning for their lives and are
therefore unable or unwilling to marshal up their foll intellectual
resources for use in the crucial game of living.2?

Educators cannot simply assume the presence of a time perspec-
‘tive geared to the future—one that would help organize and give
meaning to learning. Often its lack subverts everything they try to
accomplish. From now on, learning must be intimately bound up
with the future, must help to structure and give meaning to that
future.

e

i

H)w we see the future (and how it motivates us in the present)
is a result of powerful conditioning factors. One of these is.“sex-
typing”—the channeling of young people into different futures
according to sex. In this provocative chapter, sociologist Pauline
B. Bart argues that today’s schools systematically prepare girls
for yesterday's future, damaging their intellectual and creative
abilities, ignoring major changes that are likely to restructure the
form and function of the family before long.




PART TWO

The Place of the Future

in the Curriculum




The way we imagine the future has a powerful impact on the
- decisions we make today. This fact has not yet been adequately
recognized by the social sciences. Here Yale sociologist Wendell
Bell shows how the future can be infused into anthropology, psy-
chology, economics, sociology, political science—and into the class-
' rooms in which these subjects are taught.

CHAPTER FIVE

Social Science: The Future
As a Missing Variable

bj Wendell Bell

Mankind is passing from the primacy of the past
to the primacy of expectations of vast future
changes. ‘

—Harold D. Lasswell

"The world of tomorrow rushes toward us at an ever-accelerating
rate. We can turn our backs and privatize our lives to exist
largely in the shadows cast by the futures that other people will
make—or we can confront the changes ahead and try to cope with’
them by adaptation. Perhaps we can even enter into the building
of the future ourselves, not just in the small worlds of self, family,
and friends, but in the larger worlds of collective decision and
struggle on community, national, and planetary scales. No matter
what we do, we cannot remain unaffected. Only death gives us that
 option.

A dizzying array of “expectations of vast future changes” al-
ready faces us within the boundaries of our contemporary imagina-
tions: genetic control, cloning, cyborgs, landings—and then
-colonies—on other planets, time travel by deep-freezing, endless
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leisure, direct democracy through computerized polling, artificial
intelligence, sophisticated robots, synthetic foods, roadless vehi-
cles, staggered work weeks, artificial life, ocean farming, and

weather control.! For some, this conjures up 2 frightening new
world, perhaps even a doomsday vision of the end of buman life. -

For others, it opens an optimistic vision of full development of
human potentialities and self-realization. Obviously, some future

is coming. With or without massive intervention, our lives will be  §

greatly changed, perhaps—or more likely surely—beyond the
scope of contemporary imaginations.
Here lies the great challenge to contemporary social scienee:

creating and transmitting the xnowledge for understanding and .

coping with a future that remains largely unknown. For an ade-
quate response, nothing short of a revolution in social science may
" be necessary—a tevolution in dominant theories and perspectives,

in methodologies, in the content of what is taught, and in teaching - ]

techniques themselves.

Students must be sensitized to the trends of change, to probabili-
ties for alternative futures, to an array of future possibilities, to
modes of adaptation, and to corrective and innovative action. They

need to be encouraged to transcend past experience, to creatively

invent the future, and to define sound means of implementation.
They need to understand the nature of social power and decision-
making. The way that options.are specified, and the context of
conflicting interests in which they are selected, need to be given
meaning in the classroom. ‘
Moreover, because taming the future requires active participa—
tion, freedom from past ways, and some degree of choice, the

student role must become less passive than it has been, without, - 4

at the samie time, permitting a surrender to mere self-indulgence

or expression. As psychological, economic, political, cultural, and - 1

social changes swirl around them, can students, as many educa-
tionat philosophers have stressed, be taught to leam to learn? How

prepared are the social sciences today to educate for the future?”

Time Orientations in Social Science

Although much has been written about coming scientific and
technological changes, much less has been written in modern

SOCIAL SCIENCE: THE FUTURE AS A MISSING VARIABLE

social science about the future. It is fair to conclude thi,
the major exception of forecasts in demography and coone
the study of the future in social science during the las: few ddvw

~~ades has been neglected.

This is particularly ironic inasmuch as many of the founders of
social science were obsessed with the future. The father of soci-
ology, Auguste Comte, and the other “prophets of Paris,” acod
ing to historian Frank E. Manuel,? both unveiled the fumre :
tried to give it direction. For them, the past was profoga, U
present a burden. They longed for the future. Connte put i sul-
cinctly, The whole purpose of his work was the futuge: &non
pour prévoir.

“Turgot believed that a science of social progress shiduid L&
established as a basis for planning the future; Condorcet tried to
foresee the future scientifically and *to tame it”; Saint-Simon
drew up plans for the administrative organization of the future
world; Fourier's blueprints for the future included revolutionary
changes in love and work and the goal of self-fulfillment.

* Such enthusiasm for the future is perhaps difficult to match,
but trends, projections, and future orientations can be found in the
writings of most of the carly modern social theorists, Charles

§  (Castel de Saint-Pierre apparently having been the first “to supggest

clearly that man’s future lies in his own hands.”® His Observa-
tions on the Continual Progress of Universal Reason appeared in
1737.

Despite this, the past and, to a lesser extent, the present, not

" the future, have dominated the attention—and the education—of

social scientists in recent. decades. Typically, that “past” has been
largely ahistorical, a cross-section of time, a thin slice that is
often thought about in terms of the present as it drifts backward
away from the ever-emerging future. ‘
There are several reasons why the past has dominated social-
science thinking, One important factor is narrow positivism—an
epistemology designed to deal with facts. Facts are, by definition,
phenomena of the past. There are no future facts. Thus, the logic
of determinism invites the backward look, and the past comes 1o
pervade the classroom and the research center. By contrast, the
forward look has an openness not easily handled within a thought

* system constructed to deal with events that have already happened.

‘
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The Iast election, for example, can be analyzed. The results are

known. The next election, however, gives us difficulty. Will the
same interdependencies exist? What are the contingencies? What -

new, capricious, creative and spontancous variables will enter in?

All this is clear, but is past time a fair sample of all time?
Philosopher Robert S. Brumbaugh says that “Determinism does
hold for the past, but if we were not committed to notions of
verifiability, truth, and fact which are all past-oriented, it would
be evident from our own immediate experience that it does not

necessarily follow that such determinism also holds for present or

future. . . . A ‘choice now open’ or a ‘possibility’ has some ontolog-

ical statns.”* Should we, in other words, talk about the future in ;

the same terms as we talk about the past, in terms that allow no

other modes of existence except the one that has, in fact, already § '

occurred? To do s0, of course, would be to deny one of the funda-

mental principles of futuristics: alternative possibilities for the’

future are real.

Equally important is the concept of “cause” in social science,
no matter by what terms ‘it is disguised. A cause exists before an
effect. To sort out the independent and the dependent variables n
deterministic systems, a time priority must be established. This is
thoroughly justifiable logic, but applied dogmatically and un-
imaginatively it has tended to blind social scientists to the notion
of the “future” as cause. For example, images of the future—
- expectations, hopes, and fears—can be legitimately brought in as
causal phenomena in the past. Sociologist Arthur L. Stinchcombe,

in a study of Rebellion in a High School,® found that the “future” - 1

- caused the present. Reversing the usual perspective that looks only
into the pasts of high-school students to explain whether -or not

they became “rebels,” Stinchcombe looked to their conceptions of .
- the future. His data show that adolescent rebellion is not the result §
of distinctively rebel biographical pasts, but rather results from 3

images of the future.

Adolescents who foresee themselves becoming members of the
manual working class see no_clear relation between what they are
doing in school and their future occupational status, Thus, their

current performance loses meaning, and current self-restraint is

perceived as irrelevant to the achievement of long-run goals. Such
students often become high-school rebels.
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In this example, cause and effect remain temporally differen-
tiated and within a deterministic system. Yet, when we deal with
the future that is yet to come, we must, beyond this, take account
of its openness, the real alternative possibilities that -exist, the
wills and intentions of humans, their awareness and spontaneity,
the intensities with which they strive for certain goais, and the
feedback of knowledge itself into self-fulfilling or seli-denying
prophecies.

-1t is the distinctive characteristic of social science that the sub-
jects of its research can use social-science knowledge to free them-
selves from the very historical routines that underlie the ability of
social scientists to establish the validity of determinative systems
of explanation. Although this may cause difficulties for the social
scientist, it gives all of us living, breathing, choice-making indi-
viduals cause for hope. Yet, until recently, the teaching of social
science, dominated by a stress on past-oriented determinanis of
behavior, has tended to minimize the awareness that is necessary
for freedom.

An emphasis on the past at the expense of the future is even
built into the research tools used by social scientists and the norms
that shape their work. Today, most social scientists are, in fact,
doing history. (This is not to denigrate the historians, especially

-since they often have a dynamic time perspective and a sense of

place that could beneficially be adopted by social scientists who
wish to orient their work to the future.) Social scientists are doing
history in the sense that they are talking about past events.

With some exceptions, it takes years before social research is
adequately reported, it takes more years before it becomes part of
the conventional wisdom of members of the discipline, it takes
even longer to become available to the people who might find the

~ information useful in the decisions they must make, and it takes

longer yet for the message to reach the classroom. These time lags
persist even though it is clear that, in many fields, if we are to
ptan and decide rationally, we should have near-instantaneous data
probes, analyses; interpretations, and dissemination,

The fact is that the technology to make this possible in many
cases already exists. One need only think of the speed with which
ground-control units respond to data describing conditions in a
space ship on a lunar flight. (It is ladicrous in this example to
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think of tolerating a time lag of several years between data coi_lec—
‘tion and dissemination typical of social science. Even months or
are too long.
da)ITl Social-scien%:g research, behavior could also be monit(.)red, the
data fed to on-line computers, categories of an'alyf.is and interpre-
tation pre-set, both short- and long-range pm!ectlons made (and
constantly corrected as new data became avallable)., and such a
system could be linked to decision-making so that timely correc-
tive action becomes possible. Furthermore, consequences f_or alter-
native futures could be assessed and reanalyses of data in ’te.rr.ns
of newly invented futures carried out. Adapting present activities
would be relatively simple for measuremer{ts of, for example: the
use of eclectricity, television-program selection, bank .tragsactlons_,
the flow of traffic, and the pattern of telecommungpgtlons fmd
letters. It is now tcdhnically possible to monitor, in th}s xmn_ledl_ate
pulse—taliing sense, many of the variables thaif social . sc1f:nnsts
study, many of which are vital to thf: collective well-being of
some group and some of which may be vital to the human race as a
whole.

Such a system may offend some people. It could not be othet-

- . ., 3 . . -n .
wise, since our experiences and values have prepared us to live i

a simpler world. But visions of “1984” need not be validated.
Information systems and decision-making processes can be 'de—
- signed with safeguards to protect individuals and can be 9rgamzed
to serve a variety of aims. Furthermore, .anarchy and ignorance
of social facts clearly offer no viable alternatives. .
This is, of course, not to say that social scientists should be-

come political decision-makers themselves. Nor is it to say that all

social science could or should be “on-line.” Nor is it t_o insis.t,
more generally, that social scientists should merely _shlﬂ: tl.lelr
focus from the past to the future. Rather, I am proposing a time

perspective that includes past, present and future as iut_erp«'anetrat-_
ing. This temporal perspective is essential if social scientists are K

to cope with social phenomena in process. o
Further, I propose that some social sc:entl.sts_ Wlthl.[l this broad-
ened time perspective must turn their attention sl?e(:lﬁcally to t}le
future, and that we must, even now, begin educating young social
scientists for this purpose, if social science is to have very much
of interest to say about the social changes that threaten to enguif
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us, Otherwise, like the French generals, social scientists will end
up fighting the last war, describing people, economies, policies,
cultures, and societies not as they are becoming, or even as they
are, but as they used to be.

Justifications of the Future

The ultimate purpose of the study of the future is to help people
create a better life for themselves, and for this what is needed is
control. Or, if we are dealing with changing phenomena that can-
not be' controlled, then at least we must learn how to live with
constantly changing social patterns by anticipating them. The aim,
where possible, is to subject the rate and direction of social
change to the will of human beings. '

- This suggests that social science must include not merely the
study of past change, trends and cycles, and the causes of change,
but also possibilitics for the future: the fan of alternative futures
which, at any given time, could emerge into reality and the prob- .
abilities of the different possibilitics under existing trends and
cycles and under different ones. It must include making predic-
tions. It must include the study of the preferences of different
individuals, groups, and.the human race as a whole—their wished-
for and feared futures—as well as the scale of values by which
different possible futures are evaluated. .

Social scientists should ask, “When, where, by whom, how in-
tensely, under what conditions, and with what consequences are
different futures desired?” They should study the struggle to con-
trol the future itself: Who is trying to do what to whom to create
what kind of a future? They should study both policies and

* actions designed to control the future and the decision-making

processes that set their parameters and allocate resources among
them. And because doing all of the above things may have conse-
quences for the emergent foture, another purpose of the social-
scientific study of the future is the explicit and objective study of
how social science itself helps shape the future.¢ _

With a shift in time orientation, all of the above can be accom-
plished. Materials, to some extent, already exist that could form
the basis of reoriented teaching of a future-focused social science.
Others are in preparation. This alone would be of great help in



N

82 ' WENDELL BELL

preadapting students to the future and alerting them to the possi-

bilities for accelerating desirable trends and dampening undesir-
able ones.

But it may not be enough.

Guidance, creativity, and innovation are needed, perhaps a
pervading sense of transcendence, even of eschatology, because we
all tend to be trapped by the past and the present. To escape the
pull of present and past and open our intellects to the real possi-
bilities for the future may require an effort analogous fo the
. energy required for a space capsule to escape the gravitational
field of the Barth. :

The Dutch sociologist Frederik L. Polak believes that Western
man’s sickness in the 1950s lay in the fact that he was no longer
able to formulate positive, idealistic images of the future. Not
© just any images of the future qualify, since most of them are
simply extensions of the present, simply more of the same. His
" idea of the future is one that is drastically different from the
present, “the idea of the future as The Other, or as a new dimen-
sion of this world, the perfected antipode of the imperfect here
and now.”” Planning can be made even more sterile, the future
made more narrow, and time horizons even further shortened by

studies of the future that do not cultivate transcendence and stimu- -

late fantasy. As Arthur C. Clarke has said, “Most of the things that
have happened in the last fifty years have been fantastic, and it is
only by assuming that they will continue to be so that we have any
. hope of anticipating the future.”®

Thus, the social scientist of the future has the responsibility for
determining past facts, which he is fairly well trained to do, for
identifying present options and real possibilities for the future,
and for breaking out of the confines of the past and present and
inventing the future, which he is not well trained to do. -

The principal focus of the study of the future is neither descrip-
tion nor explanation per se, nor is it primarily prediction. Rather
it is innovation and guidance. Futuristics involves clarification and
evaluation of values and goals, as well as description of trends,
and it includes projections of aiternative futures, as well as ex-
planations of existing routines of interdependencies. Moreover, the
social-scientific study of the future promotes intervention in social
processes through invention, evaluation, and selection of alterna-
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tive courses of social action. This involves learning processes that
are of value not merely .to potential social scientists, but to all
students, since all of them will have to cope, as individuals, with a
future that is emerging at extremely high speeds. -

As educators, social scientists have taught their students a great

_ deal abeut the so-called human condition. They have taught con-
" siderably less, however, about the human potential. Each of the
~ social sciences has it own weaknesses as a future-oriented activity,

yet each has its unique contribution as well.

Anthropology

Anthropology, for example, has been past—oriented. Archaeolo-
gists have focused their energies on understanding societies and
cultures long since dead. Other anthropologists, making a religion
out of intensive face-to-face field work, have focused on the small
society, on time- and space-bounded cultures that are often far
removed from the dominant images of the future that direct major

- planetary trends of change. Such cultures are sometimes consid-

ered to be in some sense primitive, despite the use of euphemisms,

"indicative in the present of some distant past. There have been

times when the anthropologist, comfortable within the cultural
envelope of his adopted “primitive”:tribe, has simply turned his
back on the realities of the future, although one must confess that
a dismantlement of civilization is always a possible, if unlikely,
future for humankind. :

" Yet there are several ways io which anthropology may be well
suited for adaptation to futuristics.® The study of prehistory, for

- example, the sifting of archaeological evidence, must, like the

study of the future, deal with its subject matter obliquely. There
remains the fundamental difference that the past has happened and
the future has not, yet the knowing of the prehistorical past is
often as problematic as is the “knowing” of the future. Addition-
ally, through archaeology we obtain an important time perspec-
tive: the behavior of humankind in relation to the more than three
million years of existence.

Also, in the same way that the Middle Ages were opened up in
part by the voyages of discovery, so too have anthiropologists,

-along with comparative sociologists, by showing the range and
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malleability of human cultures, opened up “advanced” societies,

forcing them to question their purposes, values, world views, and
epistemologies. The comparative study of societies and cultures
has taught us to ask questions about cultural alternatives, limita-

tions, and choices. It has taught us to try to avoid being trapped -

into one way of thinking and to look at knowledge as in need of
" constant revision. Although cultural relativism may have been

pushed too far, and, as we shall see below, there may be reason '

to begin a serious search for what may be universal or absolute
about the needs and hopes of the human race, it is a salutary
antidote to false prejudices, uncritical enthnocentrism, and
ignorant parochialism.

In the same way that the futurist must transcend the limitations
of his present cultural envelope and break into the “other” world
of the future, so the anthropologist must transcend his culture to
appreciate the different culture of a strange group.

In this ¢onnection, it is worth stressing the important parallel
between space and time. Because societal and cultural changes
occur both through time and in geographical space on the surface
of the Earth, important analogies can be drawn. This is why it is
sometimes possible to draw inferences concerning cultural evolu-
tion when studying societies of different places at the same time as
well as when studying societies at the same place at different times.
Some people are space travelers, moving across the face of Earth,
coming in contact with different ways of humankind. Others,
though they may not themselves move, change their ways as cul-
tural diffusion moves across space. They are also time travelers
facing perhaps ever more startling variations in human belief,

behavior, and organization in the world to come. In the analogy -

made famous by Alvin Toffler, humans face the possibility of both
culture shock and future shock.2 '

Applied anthropologists, of course, have been involved in di-
rected change. They have often smoothed the interface between
different cultures, especially between small communities and
powerful nation-states. They have been intercultural ‘brokers and
interpreters. They have served as agents of change, for example,
by helping to introduce new agricultural or marketing practices,

or as links to the past, for example, by teaching young members of -
a nonliterate society some of their own people’s legends, songs,

3{ .
5
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and dances that ne one else has remembered. In such roles, they

~ have worked actively at that point where past and future converge
* in the present.

But anthropologlsts could be more keenly sensitized to the study

__of the future. They could move further toward the view that

cultural changes are sub]ect to people’s goals, imaginations, wills,
and choices. They could raise more questions about what. human
beings could become.

They could expenmentally design. cuitures, natura]]y nonexis-
tent today, that were in some respects ideal. They could tell us
more about how cultures are born and how they die—and what the
chances are for our own cultural survival in the future. They could
tell students whether the existence of a multiplicity of cultures has
any evolutionary value. They could tell us more about human
needs for the little community, if, in fact, such needs exist. They
could tell us more about people’s primary interests, preoccupa-
tions, and purposes, and how these are most likely to change in
the decades ahead. And they could help futurists transcend the
Euro-American cultural envelope in which generally they now are
entrapped. All these are issues that can excite students, by con-
necting cultural models from past and present with the students’
own personal futures. '

Economics

If at first glance anthropology appears to be the most past-
oriented of the social sciences, then economics may appear to be

- the most future-oriented. It is certainly, along with demography,

the social science that has been most concerned with the analysis

of time series and forecasting. Sophisticated methodologies and

models exist for describing past trends and projecting a variety of

~ economic variables into the future, ranging from such broad meas-

ures as Gross National Product, manpower needs, and sector

- growth to such specific projections as crop yields per acre. Fore-

casting is an important part of economics.
One reason for this is that economics has close ties to decision-
making. As the pioneering political scientist Harold D. Lasswell

. has pointed out, decision-making is unthinkable without a futare
orientation.!* One must think of the future in making choices; -



86 . WENDELL BELL

possible outcomes and consequences of actions must be estimated

and evaluated.
Today, economic planning is an accepted fact and economists
advise governments, businesses, labor unions, universities—-most

of the major institutions of society—concerning their economic-

related decisions. Operations rescarch, input-output analysis,
multi-variate econometric models, computer simulations, sample
surveys of economic behavior, and organizational studies are

becoming standard parts of policy-making and policy-implement- '

ing processes. Businessmen need to make guesses about the future
in order to make decisions concermng investment and production.
Future sales need to be estimated in order for decisions to be
made about increasing or reducing inventory, buying equipment,
or expandmg plant. Governmental decision-makers want to know
next years national-income accounts in order to make decisions
concerning fiscal and monetary pohcy now-—often so that they can
act to negate the forecast if it is undesirable.

More recently, economists have played a large role in introduc-
ing and staffing the “planning-programming-budgeting-system” in
the U.S. federal government. It assures some “thinking about the
future,” but it excludes, like most cost-benefit analyses, many im-
portant variables and values, sometimes, even people viewed as

sui generis. (It is, perhaps, no accident that the system was first-

introduced into the federal government in the Department of De-
fense where human life and death are invariably translated into
dollars.) '

We can, perhaps, go beyond Lasswell’s observation about the
refationship “between decision-making and future thinking and
state that any conscious or deliberate social act necessitates a
future orientation. This is certainly the case insofar as behavior
_ is purposeful, because, by definition, the goals of any present or
contemplated action reside in the future. How systematic, explicit,
data-based, and accuraté the thinking about the future is, of course,
varies tremendously. In economics, forecasting is generally system-

atic, explicit, and data-based, although not always accurate, partly

because the forecasts themseclves lead to intervention in the
- economic system.

Because it has dealt with forecasts, decision-making, and action,
economics has developed a set of folkways concerning cause
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and effect variables, some that presumably can be manipulated

* and some that cannot. For example, thinking of the rate of unem-
- ployment as a policy-related variable, as a condition that can be

altered as a result of decided-upon actions, makes it an assumption
under which other variables, such as GNP, can be differentiaily

* projected, depending on alternative decisions considered. Thus,
‘both predlctlon and control are part of economic theory, method,
and praxis. From this point of view, economics is a model of a

discipline with a well-developed futurist wing. Yet, becausc it
emphasizes rigor as against imagination, many présent-day
economic phenomena—such as trade unions, profit-sharing, social
security, and scientific management—were, for the most part, not
envisioned by professional economists themselves.

Moreover, although economics may be the most future-oriented
of the social sciences, it may also be the most ethnocentric. It is
puzzling to the non-economist, for example, to pick up American

- infroductory textbooks in the field and find “Free World” eco-
nomics discussed for 1,000 pages and that of the rest of the

“World” discussed in five. This is not to mention the near-total
ignorance of the economic principles formulated by anthropolo-
gists. And then there are the biases that serve the gods of efliciency,
profits, and growth, to mention only a few. It is neither a brave
nor a new world.

Furthermore, despite what I have said about the future orienta-

_tion of economics, it remains in important respects too present-

oriented. This is so because of the narrow time band with which it
usually deals, because of its focus on the solution to immediate

. problems within the framework of its existing concepts dnd, per-
~ haps most importantly, because of its servility to. existing domi-

nant values and institutions. Such servility, for example, may
account for the fact that orthodox Western economics, resting as it

~does on the assumption of underlying harmony, has little to say

about the irreconcilable conflicts that exist in the real world. It
may also explain why it has been unable to explam OI propose an
adequate remedy for the most important economic problem of the
century: the growing income gap between the advanced industrial
nations and the Third World.}2 To confront these issues adequately
invites a revolution in economics and would call into question
powerful and controlling groups in society.
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"For all its description of past cycles and trends, and for all 1ts
forecasting of the future, economics uses time, therefore, to serve
the present. In economics as it is taught and practiced today, tl:le
“other” future becomes uncritically more of the same, once again

closing the mind of the student to the dazzling range of alterna-.

tive futures available to us.

Political Science

Like economists, political scientists are deeply involved in
decnslon-makmg and poh<3y implementation. Thus, they, t00, have

developed.a futurist wing, although it seldom reveals itself in the-

classroom. Yet in a modest way they have engaged in trend analy-

sis and formulated images of both the 1mmed1ate and remote

future.

Thus, as Lasswell notes, “students of American government :
have been substannally of one voice in predicting such develop— ,
ments as the further centralization of the federal system, the rise -

of metropolitan regions and the decline of the states, the concen-

tratlon of executive power, the liquidation of ethnic discrimina-
" tion, the continuation of the two-party system, the increase of

litigation over civil and political rights, the continuation of con-

troversy over civil-military relations, and the extension of social'

insurance coverage.”'s Additionally, there are promising studics

of trends and futures of international relations, such as Bruce M. ~

Russett’s Trends in World Politics.™* ‘
Unlike economists, political scientists have so far failed to

formulate mathematized general theory by which forecasts of the .
future can be rigorously (though often inaccurately) made. But .

they, too, have their men of genius, and Lasswell has gone well

beyond Polak in working out some of the details of the methods

of creating images of the futurc and in specifying the direction of

particular trends of modern society. Laswell calls his method-

developmental analysis, the major tool of which is the “develop-

mental construct,” which is similar to Polak’s concept of image of

the future.1®

A developmental construct expresses expectatmns “about the :
future and is related to the facts of past trends. Society is viewed
as an interval on some continvum of social change, and the devel-
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opmental construct delineates the end points of that continuum—
the from-what and toward-what of developmental sequences. Lass-
well deals with the problems created for scientific analysis by the
confounding nature of self-fulfilling or self-denying prophecies

 through which scientific predictions, as they become known, may

themselves affect the very future predicted. For him, this is pre-
cisely what such predictions are supposed to do.

In one of his most famous examples, the garrison-state hypothe-
sis, Lasswell forecast the possibility that the United States was
becoming a military dictatorship. He outlined the facets of
American society that were leading to this development, but he
also stated that this trend was not irreversible and could be
deflected if people who valued democracy were willing to take
action.

I was first impressed with Lasswell's insight during my own
studies, from 1956 to 1964, of the tramsition from pohtlcally
dependent colonies to politically independent nation-states in the
English-speaking Caribbean. Nation-states, of course, do not just
happen, they are made to happen. My previous training in social-

science methodology was inadequate in the face of the emergent

quality of the situation, its problematics, its “becomingness,”

and its struggles to shape the future.

The transition to nationhood necessarily raises basic questions
about what the new states and nations should be—ranging from
their geographical boundaries to the kind of polity, soaety cul-
ture, and people the new nation should have. New elites arise to

make decisions. The nature of the political community is altered.

There is an exhilarating turmoil surrounding what should be done
and how to do it.

Adopting Lasswell's view and making a virtue out of the diffi-
culties imposed by transience and the interventions of human
beings into the historical process seemed the only adequate re-
sponse. Thus, Ivar Oxaal and 1 formulated the decisions of nation-
hood, those decisions that must be faced by every new nation-state,
and tried to study the attitudes, values, and purposes by which
they were being dec1ded and by Whlch the future was being

_ _shaped 16

I have now come to believe that this was not simply a unique

-situation brought on by a special event (the once-in-a-lifetime
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achievement of political independence), but that all social -

phenomena can usefully be analyzed from a similar perspective—
in fact, had better be, if we are to have any hope of shaping the
future to our will.

More, of course, needs to be done, but there are considerable
materials already available in political science from which the

future of government and politics could be anticipated and on
which corrective actions, if necessary, could be based. Among the
most significant questions are those dealing with the future gover-
nance of cities, the relationships between local governments and
the national state, international relationships, the possibilities for
the development of supranational organizations, and especially the
related question of what lies beyond the nation-state.

The latter subject may require all the “imagineers” that can be
found in political science. With the breakdown of the colonial
empires and the formation of more than sixty new nations in the
twentieth century, the Age of the Nation-State and of National
Citizenries has now been reached. Although sometimes associated
with a reduction in gcographical scale, the creation of many of
these new nations has resulted in an increase in political and
social scale, since it was a redefinition of the polity and to some

extent the society to include all—or nearly all-—people within the -

boundaries of a territory on the basis of equality of citizenship,
and since it enlarged the social space through which people could
move freely.

The trend toward .increasing the scale of political organiza_tionr
can be expected to continue. If it does, will an all-Earth Govern-

ment be the result? If so, will new small communities within the
Earthwide unit be necessary to achieve a sense of relatedness
among persons? Will diversity be cultivated, and what of race and
ethnicity? What are the alternatives, their desirable and undesir-
able features, and how might they be achieved? What will citizen-

ship mean and what will educating for it entail in the “other” _‘

world of the future in which nation-states have been transcended?
Assuming, of course, that no one drops the bomb! Classes on the

future of the nation-state could arouse widespread student inter- _‘
est—and help prepare all of us for some of the political shocks

that lie ahead.

Three problems facing political science in studying the future, '
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"cin addition to the lack of an adequate mathematized general
" theory, should be mentioned. One is the tension between the nor-
‘mative and scientific wings of the discipline.

The scientifically oriented members of the discipline have been

- struggling over the last few decades to develop theories and
methods that exemplify the canons of science, and they have tried

to eliminate value judgments from their work, with the exception,
of course, of those values supporting the scientific enterprise itself
and, in some cases, the selection of problems for study.

The normative theorists, until the recent clamoring for social
relevance, have been on the defensive, playing a losing game. The

‘study of the future complicates this picture, because values are

brought back in and in ways that violate some of the consensual
scientific norms of political scientists today., Lasswell, for exam-
ple, stresses the possibility of a shift from description and predic-
tion to control, and the introduction of the manipulative standpoint |
into the contemplative,. He shows how, in formulating scientific
questions in a search for courses of action leading to some goal or
maximizing some value, scientists may self-consciously enlarge

their role of influencing society in some desired direction~—a role,

of course, that the scientist plays whether or not he is conscious
of it. . '
Such manipulation, control, and influence cannot occur in a
normative vacuum. Thus, the study of the future requires an in-
fusion of the normative into the scientific, preferably as explicitly

~ and critically as possible. Perhaps a shotgun will be necessary, but

warring normativists and scientists among political scientists must
be brought to the altar of matrimony in futuristics.
A second problem facing political scientists in studying and

 teaching the future is their own brand of ethnocentric bias. In the

Western world, perhaps especially in the United States, this is the
uncritical acceptance of certain meanings and forms of democ-
racy to the exclusion of others. On the one hand, the search for
the prerequisites of democracy has been an effort, along the lines
suggested here, of combining the normative with the scientific,
alfernative possibilities and preferences with facts. Democracy
constitutes a value that even the most scientific of political re-

_searchers and teachers utilize to shape and give meaning to their
interpretations of political life. This is so, in part, because “edu-
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cation for citizenship” is an explicit part of the political scientist’s
task as a teacher,

On the other hand, much “education for citizenship” has been
little more than indoctrination into believing in the worth, even
sacredness, of the particular forms that “democracy” is presumed
to take. And since the Western world has appropriated the term
—not without dissent from the Communist world, of course—
Western political scientists, especially Americans, are prone to
define the value, goal, or condition of democracy by what existed
or exists in the United States, Great Britain, or some other West-
ern country. -

Explicitly value-laden social science, then, is just as filled with
the pitfalls of bias as is so-called value-free social science, al-
though the bias in the former may be sometimes easier to detect.
The answer, of course, is not to be found in simply adopting a

contrary interpretative framework, in order to explore different

definitions and empirical referents for the term, such as could be
found in Marxist-Leninism (although the teacher interested in
promoting skepticism rather than blind faith among his students
might do well to give equal time to Western and Communist con-
ceptions). For the point is that both may be—probably are—
inadequate to cope with the demands of the emerging future. The

student needs not only to understand present conceptions, but to -
think of basic institutions, values, and goals in new ways as well: §

to ask where current praétices, hallowed though they may be, are,
or are not, achieving the purposes for which they were intended or
the better purposes they might now be charged to sefve; to ex-
periment with alternative forms that validly embody the meaning
of democracy; and to begin the search for the future meanings
of democracy itself. Ironicaily, when American political scientists
have strayed from conventional definitions of democratic forms in
the recent past, they have not generally done so well. They have

used novel conceptions of democracy that permit patently un--

democratic regimes to be classified somehow as the oppdsite, have
been unduly pessimistic concerning the viability of democratic
systems and their capabilities for economic and social develop-
ment, and, without adequate evidence, have given favorable assess-
ments of the efficacy of authoritarian military regimeé to institute
reform. 17
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A third problem is that political science and political scientists
are to some degree—and in some sense inadvertently—subservient
to the state and the status quo. While holding to the ideals of
democracy and justice, they are frequently involved in the perpetu-
ation’ of real undemocratic practices and injustice. As Hans J.

- Morgenthau has put it:

The government disposes of a whole gamut of professional and
social rewards from appointments and consultantships to foreign
travel and to invitations to social functions at the White House.

. By adreitly promising, dispensing, and withholding them, it keeps
a large segment of the academic community at bay. The political
scientist, by accepting one or the other of these rewards, enters
into a subtle and insidious relationship with the government,
which imperceptibly transforms his position of independent ob-
server to that of client and partisan. In consequence, his intel-
lectual function is also transformed. In the measure that he

_ values these social rewards and professional advantages more
highly than his commitment to the truth, he becomes a political
ideologue, justifying morally and rationalizing intellectually what
the government is doing.18

As Morgenthau says further, political science, if true to its
moral commitment of measuring political truth, necessarily calls

“political and social convention into question. “By doing so, it is

not only an embarrassment to society intellectually, but it becomes

§ also a political threat to the defenders or the opponents of the

status quo or to both; for the social conventions about power,

4 which political science cannot help subjecting to a critical—and
3 often destructive—examination, -are one of the main sources from

which the claims to power, and hence power itself, derive.”®
There are, thus, contradictory pressures on political scientists,

1 - toward subservience on the one hand and subversion on the other.

The political science of the future could profitably make such
pressures, their conditions and consequences, a focus of investiga-
tion both in research and teaching. For they importantly involve
one of the long-standing—though frequently slighted-—concerns of .
political science, power. Furthermore, this could be made part of
one of the most important questions we can ask about the future:
Who will and should have the power to decide what the fature will
be?
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Psychology

Although psychology, like the other social sciences, has not been
oriented primarily toward the future, it does contain a wealth of
materials on which a science of futurism can be built. More and
more students now study psychology—and at a younger age. They
should be made aware that in both social psychology and in the
study of the individual, images of the future play a neglected but
critical role.

Psychology, in fact, can claim an early champion of the need
for modern social science to study the future. In 1930 Nathan
- Israeli wrote “Some Aspects of the Social Psychology of Futur-
ism.”® He called for the creation of scientific and systematic
utopias toward which man could strive and for evaluations of pos- § .
sible future trends so that patterns of present behavior leading to § .
the most desirable future could be identified. After writing his §
first article, Israeli carried out a series of experiments aimed at §
isolating the nature of the predictive process, but these experi- §.
ments represented only a small part of the vision he had had.

Although Israeli attracted little attention, several years later two-
other psychologists became interested in the nature of prediction §
and followed his lead. They were Douglas McGregor and Hadley §
Cantril, who wanted to know what factors influence the predictions §
an individual makes. McGregor and Cantril asked respondents to §
make a series of predictions and then correlated their social back- 3
grounds and. attitudes with the predictions.?! In an all-too-rare §
bit of cumulative research, Hans Toch analyzed the accuracy of ¥
a series of predictions about the state of the world in 1952 that §
had been collected by Cantril a decade carlier.?® Cantril’s interest. §
in expectations for the future continued throughout his career, §
and it matured into his studies of The Pattern of Human Con- "}
cerns.®® Along with Lloyd Free, he developed the Self-Anchoriag ‘§
Striving Scale and investigated future hopes and fears for scif and §-
nation in a large number of different countries, a pioneering work §
that deserves to be followed up.?*

Psychology, of course, has its clinical side and thus is necessarily
drawn into some consideration of the future. Decisions, actions,
and change in psychology may have more to do with the litile °
world of the individual and his adjustment than with the world
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of cabinets and parliaments of nations, but even private decisions
and actions require concern with the future. What, for example, is -
treatient or therapy all about? Isn’t it to produce some kind of

a change in the state or relationships of the individual? But what

kind? How should the individual or his situation be different in -
the future after treatment if he is to become mentally well, or

happier, or adjusted? Some conception of the potentially “well”

patient in the future as well as a set of theories and methods is nec-

essary to guide the therapist,

As. sociologist Pauline Bart points out, “Dynamically oriented
psychotherapists deal with the reconstructed past of the individual
and have a (usually implicit) goal or image of the future for their
patients.”?® What past is reconstructed and what images of the
patient’s future exist, as she says further, depend partly on the -
theoretical orientation of the therapist. But in all cases the therapist
is trying to make the patient’s future, in some sense, different from
his present. Concentration on the intra-psychic state of individual
patients and the goal of adjustment, however, invite the therapist
to ignore society and social change and to opt for a conception of
the social future very much like the present, or as Bart says, the
past of Vienna.

Other aspects of applied psychology go cons1derab1y beyond the
field of mental health. In industry, for example, workers are rated,
selected, and placed in different jobs; job success is predicted;
work environments are studied and manipulated with an eye to
changing future productivity levels, job satisfaction, or accident
rates; man-machine relationships are investigated to increase
efficiency or reduce fatigue; work groups and organizations are
studied in order to improve communications or reduce intergroup
tensions; and individuals are studied to learn how to increase
motivation and morale and to reduce boredom and monotony.
These and the many other examples of applied psychology that
could be given nearly always have a future orientation involved
in them.

Although the techniques that have been developed may be of
use to the emergent psychology of the future, the substantive
knowledge that has resulted is quite limited. The narrow time con-
ceptions involved, the immediacy of the problems solved, the

. special interests served, and especially the absence of a sense of
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eschatological transcendence, as in the case of economics, makes
much of applied psychology of little help to us in preparing for
the future. Even so, the efforts of the experimentalists to isolate
themselves from applied psychologists is to be regretted, since the
latter generally do have a better developed sense of the impor-
tance of time.

The noted psychologist.'B. F. Skinner has written, in Walden

Two,2® about a utopia based upon a behavioristic framework. Un-
doubtedly, Skinner is a man of good will, but his proposed future
society, based as it is on what he has discovered about how pigeons
learn, leaves considerable to- be desired. He has designed a total
environment and has been criticized for its “brave mew world”
aspects.” My chief complaint is somewhat different. Walden Two
is much more the world of the present, even of the past, rather
than the “other” world of the future. There is little in the book
that ‘has not already been formulated by the architects of the
Great Socicty, except that people behave themselves better and
the system of social control is more effective.. '

Psychology, despite my caveats, has a great deal to offer in the
“study and teaching of the future, and I have not been able to con-
sider the important contributions of physiological psychology.
Time and change are inextricably linked; each is in some sense
relative to the other, Thus, many of the core concerns of psychol-
ogy such as child development, growth and maturation, and learn-

ing, itself, deal with processual thinking, a time perspective that .

includes past, present, and future. There remains a need to shift
the time perspective more toward the future, to develop an episte-
mology to take account of the openness, uncertainty, and prob-
lematics of the future,?® and to broaden the psychological pur-
pose to include a concern with the meaning of human life.

If efforts to do these things are not made, then the judgment of
future history may well be that behavioristic psychology, the
- dominant style at the core of psychological research, may turn out
to ‘be “a narrow, artificial, and relatively sterile approach to the
understanding of man” as the proponents of a humanistic psychol-
ogy have been saying since the 1950s.> “Creature Sapien” is not
simply another animal. Nor are we simply machines. Nor are we

now all that we might become in the future. A major task of a.

¢
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psychology of the future is to help humans learn how to learn and
to discover, perhaps to help expand, the human potential. And
the term “potential” itself implies a future.

Sociology

Sociologists have been just as reluctant to get involved with
social workers, their sccial engineering counterparts, as experi-
mental psychologists have been to get involved with clinicians.
Thus, much sociology remains static and atemporal, pure and
immune from the demands of the future that could be brought to
it by action-oriented social workers. Yet sociology does have its
applied wing, including even some connections with social welfare,
and in the last decade it has grown tremendously. It includes the
use of sociology in law, medicine, education, management, the mil-
itary establishment, marketing, foreign policy, public administra-
tion, social planning, unemployment and manpower, and public
bealth. ‘

Recently, the need for research directed toward the evaluation
of social-action programs has been recognized. In the past we did
not know what sociological knowledge had been used in decision-
making, or, if it had, what the consequences were. Today, a
number of sociologists are replacing the little experiments of their
own making by the great experiments in social change that are

_under way,*® and, because it is necessary for the study of change,

they are consciously introducing a time dimension into their work.

Applied sociology, however, has generally dealt with the nar-
row problem of goal implementation; and the goals have gener-
ally been those of established organizations, rather than emergent
ones or individuals. Thus, sociologists have been disproportionately
mobilized for status quo and establishment purposes. Although
the organizations and agencies that sponsor social research, that
serve as its clients, and that sometimes use research in their

“actions, have varying missions, together, most of them constitute
a vast complex of complementary organizational needs.

The institutionalized needs of government, business, the mili-
tary, trade unions, school systems, and the like—not the needs of
humans—have defined most of the problems and shaped much
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of the rescarch. Even where social change is the goal, such as in -

community redevelopment, elimination of poverty; improvement
of low-income housing, and increasing equality of educational
opportunity, elitc origins have often inclined pew community-
action agencies and their demonstration researchers “toward
elitist objectives, strategies, and tactics of change.” Students, of
course, are not unaware of this bias and are increasingly critical
of the whole social-science enterprise. :
Moreover, Western sociologists have probably been as uncriti-
cally concerned with order as political scientists have been with
democracy. The dominant paradigm in sociology for some years
has derived largely from the theoretical work on the social system
done by Harvard sociologist Talcott Parsons.®? It has led to a
preoccupation with stability, pattern maintenance, and consensus.
1t has tended generally to sweep change under the rug, and in the
United States to deemphasize or water down the study of violence,

revolution, class, history, elites, and intellectuals, as Ralf Dahren-

dorf*® lists the six “missing traits” of American sociology con-
trasted with European sociology. _
We live at a time of the most rapid social change in history, yet

a recent study of 537 colleges and universities in the United .

States, for example, showed that less than a fourth offered under-
graduate courses on social change.* The static nature of Par-
sonsian functionalism has recently been characterized by Alvin W.
Gouldner: }

Although Functionalism is adaptable to all established industrial

systems, it is not equally responsive to new orders that are only

coming into being, for these may be the foes of those already
established. What makes a theory conservative {or radical) is its
posture toward the institutions of its own surrounding society.
A theory is conservative to the extent that it: treats these insti-
tutions as given and unchangeable in essentials; proposes remedies
for them so that they may work better, rather than devising alter-
natives to them; foresees no future that can be essentially better
than the present, the conditions that already exist; and, explicitly
or implicitly, counsels acceptance of or resignation to what exists,
rather than struggling against it.3 ‘

‘The study of the future need not be cither conservative or
radical, in the sense used by Gouldner, because a probable future

&
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could be more undesirable than the present and struggle might
well be directed toward keeping the desirable aspects of the pres-
ent as they are. Also, designing remedies so that existing insti-
tutions may work better is a'legitimate aim for sociologists of
the future, since, as Marx said, a series of minor quantitative
changes can eventuaily result in qualitative changes. Yet Gould-
ner’s basic point s correct: Parsonsian functionalism is status quo-

* oriented. Order, not change, has been served. And, given an

imperfect world and the human ability to construct images of a
better future, the study of the future is to some extent pecessatily
subversive of the present.

The dominance of Parsonsian functionalism in sociology, how-

" ever, has been eroding for nearly a decade. New future-oriented

and intervention-minded sociologists are reshaping the discipline. .
If an era of unparalleled commitment to the status quo defined
the climate of the times that gave rise to Parsonsian atemporal

‘'system theory, then its fall may be equally linked to a thorough-

going shift in the larger sociocultural setting, as Robert W.

N | _ Friedrichs claims.?® Such a shift has included the domestic civil-

rights revolution, Marxist-motivated social change in underdevel-
oped countries, the rediscovery of the young humanistic Marx,
existentialism, black power, the questioning of traditional female
roles stimulated by the women’s liberation movement, and antago-
nism to the Vietnam war on the part of the American intellectual

© community.

The new sociology will undoubtedly contain much of the old.
But it will distinctively add the cultivation of awareness as a cen-
tral feature. Such awareness includes a sensitivity to the time
dimension, the consequences of present actions for the future,
the role of the investigator, himself, in changing his subjects and
their social environments, and the purposes of increasing human
responsibility and freedom through the revelation of the potential
results of behavior. At Yale, James A. Mau and I have tried to
contribute to these developments by formulating a cybernetic-
decisional model of social change that rests heavily upon the
concept of image of the future in its explanation of change.®?

The contributions sociclogy could make to studying and teach-
ing about the future include answers to such questions as the
following: What new sex and marriage patterns are rising? How

1 APIN KORKEAKOULUN
LA KiIRJIASTO
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are family forms changing? What are the trends in the patterns of
inequality? What new elaborations in the concept of equality can

be used to judge class, ethnic, sex, and age inequalities? What new
forms of cities are possible and what are their consequences for
social relationships? What are the benefits and disadvantages of
diversity? How can diversity be promoted or minimized? What is

the meaning of deviance in a rapidly changing world? If every >

society gets the kind of criminals it deserves, what kind of crimi-
nals do we want? Is it necessary to have criminals in every kind of

a society that can be devised? How can the population bomb be -
controlled or how can people learn to live under conditions We" _
would now believe to be unbearably crowded? What will mob

behavior be like under a massive system of electronic intercom-
munication? What are the contradictions in existing society that
provide pressure or leverage for change?

More generaily: How do society, its institutions, and its organi-~
zations come to be what they are? How can they become some-
thing else? How and why do structuring, restructuring, and
destructuring occur? What choices do people have and how do
they go about making them? How can society and social changes
be brought under gredter control and made to serve better the
needs and hopes of humankind? *

Toward Preferable Futures

The future is a crucial variable in social science. ‘Although my
brief review of five of the social sciences does justice to none, I
hope that I have been able to give a glimpse of the role that each

" of the social sciences could play in the study and teaching of the’
- future—and the role of the future in the study and teaching of

social science. We are all psychological, political, economic, social,
and cultural beings, and our lives are dominated by our emotions;

- hopes and fears, our beliefs, and our commitments to and rela-

tionships with other humans.

As change accelerates and time shortens, we are in danger of

being trapped in a world of the future that we do not want, one
that may be hostile to the point of threatening human life. Free-

dom and responsibility to know and, to choose the future we want

can only come from our lmagmmgs and anticipations of the future
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.combined with our understanding of means and ends. The social

'sciences lag behind the unanticipated social consequences of the
can-means-ought mentality of unbridled application of technology.

- ‘A fundamental shift in time perspective is needed to catch up to,
‘to get ahead of, and to obtain and keep control of the vast changes
" that already surround us. Only ther will we obtain the power to
.. design the future.

What values are to be served? This is a question that should

“concern each of the social sciences as they look toward the future.
- The future can be made to serve the human will. But can humans
"agree, can they will together? Are there some areas of human
_activity in which they must will together, if life is to continue at

all, or be tolerable, or be beauntiful? Freedom is not an unmixed
blessing and the demise of superstition and cultural “absolutes,” if

. they are to die, may unshackle humankind for presently unknown
purposes. As Polak says:

In setting himself purposefully to control and aiter the course of '
events man has been forced to deal with the concepts of value,
means ‘and ends, ideals and ideologies, as he has attempted to

blueprint his own future. As long as the prophet-propitiator was

acting only as a divine transmitter of messages from on high,

man felt that he was accepting his ethics ready-made, with no

alterations allowed. In a later stage man staggers under the double

lIoad of not only having to ‘construct his own future but having

to create the values which will determine its design.®8

“And as Lasswell points out, “The accent put on future cvents
- gives new promiuence to preferred events, to value goals, since
the possﬂ:\lhty is perceived that some act of selection may mﬂu—
- ence the sequence of future occurrences.”**

Is there any evidence that universal values of some absolute

~ nature exist for human beings? Some writers think that some may
* exist, common values that derive from the survival, health, and
* dignity of humankind.*® In his studies in fourteen different coun-
" tries including Brazil, Cuba, Egypt, India, Japan, Nigeria, Poland,
- the United States, and Yugoslavia, Cantril found cause for noting
_ certain basic similarities in peoples’ hopes and fears. He says that

they “revolve around the complex of personal well-being as this

- is rather simply and genuinely defined; a decent standard of lv-
_ ing; opportunities for children; technological advances; good
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health; a good job; decent housing; a happy home life; better
educational facilities.”#! In general, the outstanding worry people
had for their country was that it might become involved in another
war,

But he found little evidence, in the main, of more idealistic or
sophisticated hopes. Only five per cent of the total population
sampled expressed an improved sense of social and political
responsibility, of being useful to others, or of aspiration for self-
development. Concern “for greater social justice, more freedom,
better moral standards, the resolution of moral or ethical problems
and similar goals appears to be the conscious concern of only a
tiny minority of people throughout the world.” Cantril concludes
that “It is clear that people must learn what to want the way they
learn anything else; they must learn the range and quality of expe-
rience that should be theirs if things are to be different.”

Perhaps that is where we are. But there is no reason to despair-

if food, clothing, shelter, a decent job, a family, and good health
are preferred over more abstract things. After these basics are
provided to all, as they may soon be, what then? That tiny minor-
ity is at work. Perhaps the future development of values will be as
fantastic as the technological changes we can already eavision.
Choosing which values are {0 be served, as economies, polities,
cultures, and societies are deliberately shaped, has enormous
implications for, and need of, social-science information, Our edu-
cational institutions need to be refocused on the future so that
students can “learn what to want” and so that they can explore
the “range and quality of experience that should be theirs if things
are to be different.” Thus can Creatures Sapiens take control of
the world of the future. What they cteate, of course, in turn, will
shape them, Therefore, the ultimate question may be: What kind
. of people do we want? :

The future will, in part, be shaped by the values of the present
and past. A revolutionary new social science curriculum that com-
bines a central interest in values with a strong future-orientation
is being prepared by a team of social scientists, teachers, writers
and psychologists. Making heavy use of games, experiential edu-
cation, and inquiry method, it is based on a “cultural systems
approach” and employs two carefully articulated models. Here
Michael A. McDanield, who has been associated with the project
from its inception, describes the objectives, theoretical base, and
structure of this new curriculum.

CHAPTER SIX

Tomorrow’s Curriculum Today
b)f Michael A. McDanield

I like the dreams of the future better than the
history of the past.
—Thomas Jefferson to John Adams

How does one go, about the design of a curriculum for the future?
This was the question faced by 2 group of educational writers and
researchers brought together by the Center for Adaptive Learn-
ing, Inc., in May 1971. Their task: to formulate the theoretical
framework for a future-oriented social studies curriculum-—and to
develop student materials to implement this curriculum.
Recognizing that massive changes are needed in American’
education, including the development of many more small, infor-

. mal, experimental and open schools, and, indeed, the wholesale

shift of a good part of education to outside the schools, we never-
theless also recognized the likelihood that millions of youngsters

_ will, in the immediate half-decade or more, continue to be edu-

cated in formal public schools. New, future-focused and change-
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oriented materials are desperately needed to replace the past-
oriented and static materials to which most high-school students
are still exposed. ’

There seems little question that curriculum design must begin
with a concern for the individuals who are most concerned with
that curriculum: students and teachers. For the past two years we
have talked to many students and teachers at seminars and infor-

mal gatherings about what kind of curriculum we need for the’

year 2001; but at a recent conference on creativity I received
from a number of young people, students and teachers, a list that
most nearly reflects the consensus of these many discussions.

The following are their responses, given in a blitz session of
less than twenty minutes, to the question “What kind of learning
materials will best prepare students for life in the year 20017

1. Materials that will help maturing individuals cope with
© their society. '
2, Materials that will help maturing individuals understand
themselves.
3. Materials that will help maturing individuals understand
their investment in the future.
- 4, Materials that will help maturing individuals not fo jeel
powerless or impotent.
5. Materials that will help maturing individuals identify with
. the society they will inherit,
6. Materials that will help maturing individuals understand
the nature of change.
7. Materials that will help maturing individuals see the means
of affecting the direction of change.
8. Materials that will help maturing individuals understand
key social-science concepts and their relation to change.
9. Materials that will help maturing individuals identify roles
they can take in the change process,
10. Materials that will help maturing individuals avoid ethno-
: centrism. .
" 11. Materials that will help maturing individuals incorporate
classroom learning into their immediate enviroriments.
12. Materials that will help maturing individuals transfer class-
room learning to future responsibilities.

N
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13, Materials that will help mature individuals assist maturing
individuals to create relevant learning situations.
14, Materials that will help mature individuals understand the
" role of maturing individuals in change.

15.. Materials that will help mature individuals connect and be- -

 come involved with maturing individuals.

16. Materials that will help mature individuals and maturing

individuals change immature institutions.

The gestalt of this list is satisfying to me. It emphasizes the
cooperative efforts of mature individuals helping maturing indi-
viduals—it recognizes the role of the past in creating the future. It
is modest in its emphasis on coping and understanding, but asser-
tive in its recognition of power and change. It reflects the general
understanding that we are living in special and difficult times and
that the acceleration of change has become our main challenge.
As such, it sums up fairly well the objectives of the Center for
Adaptive Learning Curriculum for the Future Project.

Curriculum Overchoice

Alvin Toffler, who is a key figure in the project, uses the term
“overchoice” for the situation in which people become paralyzed
by the surfeit of choice.? Overchoice is especially a reality for the
designer of educational curricula in the social studies: there is so
much that could be taught that it is almost impossible to decide
what should be taught. A way must be found to narrow the choices.

As Toffler points out, and as few familiar with education will

deny, parents expect the schools to “fit their children for life in
the future.”® This expectation, if taken seriously, as it should be,
turns out to be at least a partial solution to the difficulty posed by
“overchoice” in the curriculum—we must design a curriculum that
will, in fact, fit children for life in the future. )
Beginning with this commitment, we can make important

choices by asking questions such as, What concepts, values, ideas -

will help us adapt to (or intelligently resist) the future? What
concepts, values, ideas have helped people in the past adapt to
their future? Did they forecast their future? Can we? .

" It is clear that the educator must continue this direct attack on
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the problem of overchoice by deciding what to exclude and what
to include. To do this, he must select concepts that are highly gen-
eralized and of wide application: What is change? What ideas will
be useful to the student in coping with change? What is changing?
How is it changing? What kinds of conflicts take place over
change? Will they continue to take place? What is slow to change?
How do we agree on what should be changed?

Out of just such questions we evolved a curriculum that focuses
on the future through the broad themes of change, continuity,
conflict, and consensus in cultural systems. These general themes,
manifested in both a model of continuing cultural elements and
a model of change, became the feart of the new Center for Adap-
tive Learning (C.AL.) curriculum based on what we call the
“cultural systems approach.” :

Concepts and Structure

With a strong commitment to inquiry, the C.A.L. curriculum
does not, however, simply display a wide range of data or factual
material for the student. It encourages the student to search for
organizing concepts or generalizations, Moreover, we have set our

concepts in a well-defined structure, so that both student and

teacher can see how they are related as a system. In short, we
organized the concepts into clearly specified models.

~ If a program is to be structured by the use of general concepts,
we must heed the warning of sociologist Lewis Coser that concepts
must be thought of as “neither true nor false; they are apt or
inept, clear or vague, fruitful or useless. They are tools designed
to capture relevant aspects of reality and thus constitute the defini-
tions of what is to be observed.”* Coser’s emphasis is on observa-
tion, on action, on tools that help us adapt to the future. ¥For us,
then, it is clear that the student’s ability to use a concept is and will
be more important than his ability to describe it.

George C. Homans in The Nature of Social Science puts it
another way, but no less strongly: “Propositions [generalizations]
are the one essential product of any science. . . .” While he believes
that concepts only “tell us roughly the kinds of things we are
going to talk about . . . sooner or later we must stop ‘being about

to” talk about something and actually say something—that is, state
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propositions [generalizations].” For us what counts is mot so
much the student’s ability to state a proposition as his ability to
understand and exploit it. We believe this ability is promoted by
the use of clearly defined models.

The lack of such structures or models has been a major failing
in most of our past social-studies instruction: teachers have em-
phasized particularistic knowledge at the expense of systematic
knowledge. We felt it important to devise a program that would
not only expose the student to some of the models that have
been developed by social scientists to explain social and cultural
systems, but teach students, by implication, how to design their
own models, thus allowing them to structure the new knowledge
and new situations they will encounter in the future.

Choices and Candor

~ A teacher for whom I have great respect tells this anecdote
about an experimental course in the sociology of the future which
he taught at Cornell: “On the first day of class I noticed a girl in
the back of the room, busily taking notes during our rather mean-
dering discussion. At the end of class I could not resist asking her
why she was so busy with her notebook during the discussion. She
said, ‘I have been taking down =all the assumptions that everyone
has been making during the discussion.” I said, “You are our
assumption keeper and you have an A for the course.””

It was a firm belief of our curriculum designers that we should
be candid about the choices we are making—that we should state
our own assumptions about education. We must state our “meta-
values,” for what we do in research (as Myrdal made clear) and
what we do in teaching (as Dewey and Whitehead and Bruner
made clear) depends on what we think people are like and what
they can become. And these assumptions are reflected in the
materials we prepare. If we make our assumptions clear they are
at-least subject to criticism and examination.

+ We assumed that whatever program we devised must itself be
capable of change, providing a solid CURRICULAR CORE of orga-
nized concepts, but remaining open to new facts and information
from many sources, so that students conld move from the basic
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curriculum to the “real” environment outside the classroom to
gather facts and take significant actions. '

We assumed that there must be SUPPLEMENTS TO THE CURRICU-
LAR CORE. Some of these would be provided by us, but most exist
and are already available in most school libraries and in almost
all public libraries, as well as in the community generally. In short,
our materials had to be designed so that they could, if necessary,
stand alone. In practice, however, they had to be “open” in style
so that they would, whenever possible, be used in conjunction with
other books or materials that would examine content in more
depth, or from specific points of view, or would elaborate the
general concepts introduced in the CURRICULAR CORE.

While this assumption may seem neither brilliant nor original,
social-studies texts have seldom if ever been prepared in this way.
They are sold as “complete” or “all-purpose.” When a book fails
to win a “basic adoption,” it is often offered for “supplemental
adoption.” This results in classrooms full of books that are essen-

tially identical in content and coverage, all constituting what we

would call supplementary books.

Since C.AL.’s designers assumed from the start that supple-
ments like, for example, Kluckhohn’s Mirror for Man, Potter’s
People of Plenty, or Theobald’s Ar Alternative Future for Amer-
ica I1, would be used, we were able to deal with other matters in
our core curriculum. This, for us, is the true meaning of an instruc-
tional system, and it is time that producers of materials faced up
to the fact that no book, no course, no matter how good, can do it
all. By making this assumption, we were freed to recommend the
‘best materials produced by others, then depend on educators to
accept their responsibility to articulate and fill in the system.

‘We assumed that there would be REFERENCE SOURCES FOR THE
CURRICULAR CORE. Again, there is a specific role for such works
to fulfill in the C.A.L. instructional system: They are to provide
dates, places names and other information for the mqmnes that
are set in motion by the core curriculum.

We have had the courage to exclude much of this material,

knowing it can be better supplied (and is, in most schools) by such
books as The Encyclopedia of American History, the many books
of American Heritage, The New York Times Encyclopedic
Almanac, The Annals of America, etc. We have judged it more
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important to structure the inquiry than to provide the answers to
the inquiry.

We assumed that there is AN ENVIRONMENT OUTSIDE THE SCHOOL
that is related to the curriculum. The core curriculuin does not
exist in a vacuum; the school does not exist in a vacuum. If we
have a concern for social reality, we must link the instructional
program of the school to the instructional program implicit in the
culture. What has already been done by the media of the culture
and other socialization methods? What is it that the instructional

media should do? What is it that the media of the culture can do?

How can we bring the two together?

We can profit from the realization that the culture, in its media,
is fact-rich and method-poor. (Students are bombarded by data
but starved for useful models.) We have already mentioned that
there are many information sources available to provide the facts
that a course centered on the inquiry method and process elects
to omit. Yet the intelligent use of the media is becoming more
difficult in our .culture. Postman and Weingartner in their book,
Teaching as a Subversive Activity,® suggest that a relevant curric-

ulum would be -one that focuses on “media ecology”—the proc-

esses and skills that would enable students to process the vast
amount of data with which they are daily bombarded. We have
responded to this suggestion, particularly by presenting systematic
models.

We assumed, finally, that our curriculum would not be the stu-
dents’ only, or last; experience with social study. Too many text-
books have already been prepared with this unstated, arrogant,
and untenable assumption. In attempting to do everything, or in
following the Iatest educational or media fads, these programs
fail to give students content that is of lasting signiﬁcance, or con-
cepts that providé them with a useful guide for study or adapta-
tion. To paraphrase Churchill, we see our program not as the

beginning of the end, but as the end of the beginning.

" The Cultural Systems Approach

The idea currently popular'in education (sometimes manifested
in mini-courses) that diversity alone can reform the curriculum is
similar to the idea of auto makers that a diversity of models solves
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the problem of good transportation; it equates Televance with im-
mediacy rather than with ideas and gives us an “gverchoice” of
“pon-choices.” _

The crucial question is still, What knowledge is of most worth?
And although this question is not new, it is also not irrelevant.
Martin Mayer pointed out in a book on social studies in the
schools? that “one of the elements that distinguishes teaching
[learning] from miscellaneous communication is the control of
irrelevancies; the goal of teaching [learning] is to enable the stu-
dent to control irrelevancies by himself . . . and to generate new
" models that help him to do this.” . '

What knowledge is of most worth is, in the final analysis, that
which is retained for potential application—and the student needs
structure to help him retain knowledge. Courses organized only
by the inclusion of contemporary problems allow students and
teachers to be swept along by contemporary events, to respond to-
the current fads, to the latest quick solutions—all of which may
turn out to be obsolete or useless in a short time. :

Teachers and students must leam to extract from problems the
crucial themes and threads that make them significant problems,
that make them persistent problems. Simultanecusly, they must
see the interconnections among them. This is why we have em-
phasized a systematic, model-based approach.

Our decision to focus on cultural systems is one which is re-
ceiving increasing support from key figures in social science. In
an article in Morrissett and Stevens’ Social Science in the Schools:
A Search for a Rationale, Kenneth Boulding argues that “we are
moving very rapidly toward a unified social science” and states his
preference for a “general systems approach to education.” Boulding
defines a system as “anything which is not chaos” and says that
the “task of léarning is to perceive what is chaos and what is not
chaos in the world around us.”® A rigorous application of this
concept can make a fundamental difference in social-science cur-
riculum. Tt is a unifying concept, one that can bring together the
sciences that are, in the words of George Homans, “in fact a
single science.” B ‘

Stafford Beer in Decision and Control® gives a general defini-
tion of system as consisting of at least four components: (1) ele-
ments, (2) relationships, (3) paiterns, and (4) purpose. Although
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it is relatively easy to specify the elements, relations, patterns,
and purposes of the natural sciences, it is much more difficult in
the soctal sciences. There they remain matters for debate. Never-
theless, while we may argue about purpose, all cultures can be-
characterized in terms of elements, relationships and patterns. In
turn, by doing so, we can construct useful models by defining these
elex?ents and specifying their relationships and patterns, Finally,
by identifying relevant elements and their operative relationships,
we can begin to make forecasts about the system. We can begin to
think systematically about its future. '
At a_nother level, we, as curriculum designers, want the student
“to realize that all people use more or less systematic models in

~ their everyday thinking, and that one of the characteristics that

distinguish humans from other animals is the ability to create these

. models and use them for prediction.

fﬁsccordingly, we have developed a model for cultural systems.
It is .intentiona]]y simple, even simplistic. It is designed to serve a
yeunsﬁc function—to help the student see the significant areas of
inquiry. The significant areas of inquiry for students should be
those that are significant areas of research for social scientists,

. and the student should be able to compare and contrast our model

and his models with those that social scientists have developed,
models that are much more complex and complete than the one
with which the students will begin. . :
Some of the operations which we encourage the students to
engage in are to (1) contemplate the model, (2) manipulate the :

- model, (3) compare it with others, (4) utilize it in data gathering, |

(5) utilize it in predictipn, (6) modify the model, and (7) con- -
struct alte_mate models. The purpose is to free the student, through
inquiry with the model, of reliance on any specific model. i

Continuing Cultural Elements: Model 1

The intent of our design group was to develop a curriculum for
grades ten through twelve oriented toward the future and centered
on the idea of cultural systems.

. In pursuit of this objective, we initially focused on two of our
basic themes: continuity and change. We began by asking two
essential questions about cultura] systems: What is likely to re-
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main the same? What is likely to change? In responding to these

two questions, we evolved two models: a model of “continuity” (a -
model for synchronic analysis of cultural systems) and a model -
of “change” (a model for diachronic analysis of cultural systems).

These models lend a pedagogical, philosophical, and logical unity
to the whole ten-through-twelve curriculum.
In the first model we assumed that cultural systems

(1) work through interaction between ideas—(ie., the info-
sphere) and action—(i.e., the actionsphere),
~ (2) transmitted and modified by a symbol system and its at-
tendant technology.

== INROSPHERE

SYMBOL SYSTEM AND ATTENDANT TECHNOLOGY

_ Acnoxsm/my

There is, of course, litfle surprise in this. This simple model, in
narrative form, appears again and again in the literature of behav-
foral science. A few quotes will suffice here to indicate the theoreti-
cal base on which it rests. :

Alfred Kroeber and Clyde Kluckhohn in their book, Culture,

a massive compilation of expert opinion about the culture concept, .

write that “culture systems may, on the one hand, be considered
as products of action, on the other as conditioning elements
fideas and values] of further action. . . .” They go on to note that

“culture includes both modalities of actual behavior and a group’s ] i

conscious, partly conscious, and unconscious designs for living.”
Kenneth Boulding in Economics as a Science’? divides social
reality, what he calls the “sociosphere,” into three basic domains:
the “econosphere,” the “polity,” and the “infosphere,” noting that
the latter “has considerable claim to dominate the other segments.”
* It is vital that a social-studies model emphasize ideas and values
as well as events and behavior. We are often unaware of our ideas

x )
§ INFOSPHERE , =

§ ACTIONSPHERE =
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and values. As Kroeber and Kluckhohn put it: “The implicit cul-
ture consists in those cultural themes of which there is character-

- istically no sustained and systematic awareness . . . In a highly

self-conscious culture like the American, which makes a business
of studying itself, the proportion of the culture which is literally
implicit in the sense of never having been overtly stated by any
member of the society may be small. Yet only a trifling percentage
of Americans could state even those implicit premises of our cul-
ture which have been abstracted out by social scientists.”t3

. Having established some support for the initial model, we can
elaborate it in the following way: A cultural system is composed
of people acting as individuals and interacting with groups or

- organizations, with things, in a given place, subject to values and ,
-~ ideas that are affected by and affect behavior, and are transmitted ¢
by a symbol system and i1s attendant technology. The model is
now as shown: ' !

IDEAS

VALUES
———

SYMBOL SYSTEM AND ATTENDANT TECHNOLOGY

PEOPL

PLACES ORGANIZATIONS= THINGS
Tt :

It is one of the objectives of the curriculum: for the student
to recognize that these three elements—the infosphere, the symbol
system and attendant technology, and the actionsphere—are (or
can be regarded as) components of all human cultures, past, pres-
ent and future, and that each of these, in turn, can be seen to
have subcomponents.

Thus, for example, all cultures have not only values and ideas
(and in these two categories we include implicit assumptions such
as those regarding time), but also communications channels
through which these ideas and values are symbolically expressed. |
Moreover, all cultures involve things, places, people and organi-
zations, In turn, these elements can be further broken down into
their constituent parts. Organizations, for example, would include
governments, corporations, families, tribes, etc.

i
i
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What this model provides, in effect, is a classificatory schf:me
by which a culture or subculture can be empirically characterized
in as much or little detail as desired. Using it, we can get a snap-
shot of the culture at any given moment in time.

Cultural Change Forces: Model 2

Kroeber and Kluckhohn note dnother characteristic of cultural
systems in the following way: “All systems appear to acquire
certain properties that characterize the system gua system rather
than the sum of isolable elements. Among these properties is that
of directionality or ‘drift.” There is a momentum quality to cul-
tural systems.”* Therefore the second type of model which v.je_
developed is a model for studying change, for the difichrf)mc
study of cultural systems. We have, again of necessity, simplified

our model, since the nature of social change is cne of the most

complex research topics in social science. But while in research
one must deal in precision, in instruction it is often sufficient, and
in the interests of ‘clarity and simplicity, often imperative to deal
only in awareness.

Our first step, as shown by the diagram, was to analyze, in effect,
the spectrum of change:

Change

Demographic

Techhnological ]

Social Innovation — i.e. Invention of new

Cultural Diffusion economic arrangements,

Ecological po]itlcal structures,.
-0l0g! . ", educational systems,

Information-Idea Shifts social movements,

Culture-Vaiue Shifts feadership styles, etc.

Breaking the idea of sociocultural change down, we arrived at
seven different types of change or, as we called them, “change
factors.” These can each be further subdivided (as suggested for
Social Innovation in the accompanying list) and all seven are ob-
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- viously interrelated (as indicated in the diagram on p. 118). There

is no suggestion here that these are the only such factors at work,
nor are they ranked in any order of importance. Nevertheless; all
seven presumably operate in all societies—and that makes them

‘highly significant and pedagogically valuable.

SEVEN CHANGE FACTORS!?®

1. Demographic

We presume that in any culture increases or decreases in popu-
lation, or shifts in the age and sex distribution, gencrate other
changes. We would include under this variations in birth and
death rates, life span, family size, balance of young vs. old,
migrations, etc. '

2. Technological Innovation

We assert that changes in technology trigger other changes.
We define technology here in the limited, more or less collo-
quial sense, as having to do with productivity and machines.
We would use a broad definition of innovation to include even
seemingly small adaptive changes in existing machines. A shift
from ropes to horse collars, increasing the ability of the animal
to pull, is by this definition a technological advance, as is the
invention of a modified, faster Xerox machine or computer.

3. Social Innovation

The term “social” is vsed here in a broad sense to include the
invention of new arrangements, systems or styles in educa-
tional, political, economic, military and other dimensions. In-
novation here is even more difficult to define than it is in the
technological sphere, but would include new ways of organiz-
ing human effort (i.e., the corporation}, new political institu-
tions (parliaments), new ways of organizing war (Panzer
blitzkreig vs. trench warfare), etc.

Culmral—Value Shifts

Every society holds a set of unspoken assumptions, and carries
out a great deal of unrationalized behavior. It also manifests
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a value system. Changes in cultural axioms or values may _-
trigger significant other changes. Example of a change in cul- -

tural assumptions: the unnoticed shift in the way men used

time after the coming of industrialism. (Conception of linear - 7

time, refined, carefully conditioned habits of punctuality, etc.,
based on need for synchronized work.) Example of a shift in
value: The decline in the importance attached to property and/
or virginity.

5. Ecological Shifts

Changes in human society may also be occasioned by changes

. in the natural ecology~—the glacier moving down acfoss Europe,
the decline of the caribou population in Lapland, earthquake,
tidal wave, the appearance of new kinds of crops because of
transplantation from abroad, the pollution of rivers or oceans,
ete. This would include the impact of climatic conditions on
culture and personality, etc.

6. Information-Idea Shifts

The scope, quality and manipulability of knowledge all fall
within this category, so that a scientific discovery, a new theory
about race or child rearing, new verbalized conceptions about

" how-things-work, all exemplify change in the character and

distribution of the knowledge peol. (Knowledge and informa-
tion are here used interchangeably.)

7. Cultural Diffusion

Any transfer of ideas, values, or techniques from one culture
to another, whether as a consequence of invasion, war, adver-
tising, increased travel, etc. A significant difference exists, how-
ever, between cultural diffusion and the other six change fac-
tors, since it operates at a different level and can be said to
incorporate the others. For example, when a production tech-
nique like the Bessemer furnace, developed in Europe, is im-~
ported to the United States, it can be said to be a culturat

borrowing, But once in the United States it operates exactly-

like a Techni¢al Innovation. One culture may borrow values or

{
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information from another. These, when introduced into the
borrowing culture, represent Cultural-Value Shifts or Informa-
tion-Idea Shifts. Cultural Diffusion, therefore, may take the
form of any of the other change factors, and is defined purely
in terms of origin outside the culture.

We can see that the synchronic and the diachronic models are
closely related; however, it is not a one-to-one relationship with
their elements but, as Kroeber and Kluckhohn have previously
noted, a “system gua system” relationship. The kinds of change we
have identified as significant are those that take place when one
cultural system impinges on another or those that take place within
a cultural system over an extended period of time. ,

“Thus, the two models can be seen in the following way: Model 1,
the continuity model, permits a description of a culture at a mo-
ment in time. Model 2, when applied to a culture described by
Model 1, sets it into motion. (This is not-an exact description of
their relationship, since Model 1 is itself not a static model. But
it is a good enough description of the two for pedagogical pur-

. poses.)

In both cases, the student is encouraged to manipulate the
model, to draw on it fo make predictions, to understand that it is
tentative, to expand, elaborate or modify it, and, finally, to abstract
from reality his or her own model that will help organize data
about change. :

Complexity and Challenge

At this point, we should comment on the apparent simplicity. of
the models. It is appropriate to be critical about the elements of
both models; indeed, we have indicated that this will be one of the
primary activitics of the students in the course. But others may
react negatively-to the simplicity of the models. Let’s look at this
“simplicity,” in terms of the second or “change” model, for exam-
ple. When we do, we discover that it is not as simple as it looks.

After our first analysis yielded the seven change factors, we
posited that they were related in a system. (At this stage, how-
ever, we had a simple heuristic model. Its function is to ad ob-
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servation and to structure the analysis of change: Indeed, a strict
iﬁterprctation of our model, by systems analysts or cyb‘erneticist§,
would perhaps call it an assemblage, since, as shown below, it
does not specify the relationships among the seven change factors,

or variables.)

C, Demographic Change

C, Technological Innovation
C, Social Innovation

Cy Culture-Value Shift

C; Ecological Change

C¢ Information-Idea Shift
C; Cultural Diffusion

However, as the inquiry in each school year progresses, the student
will be led to develop relationships by hypothesis and inquiry.
Thus students may wish to explore the ways in which each change
factor affects the others. (How, for example, does a particular
- Social Innovation lead to or arise from Cultural-Value Shifts? How
does an Ecological or. Demographic change affect Technological
Innovation?) Beéyond this, it is clear that each change factor t'rig-
gers or retards further change of the same type. (A Technological
Tnnovation may accelerate other Technological Innovations, as for
example ‘was the case with the computer.) Each such hypothesis
will add to the complexity of the model. The initial specification of
such a general system or “simplified” model is, in our opinion, the
best and the most honest way of guiding inquiry without suffocating
it,

If the system (assemblage) above is expanded to include speci-
fic hypotheses about the relationship of each factor to itself and.to
the others, the ability of the model to explain social reality -in-
creases, but so does the uncertainty, variety, and complexity—
eventually reaching a level that is difficult for the high-school
student to sustain. While we can see that the system is simple, we
also see that students and/or teachers can very quickly produce
all the sophistication and complexity they can handie.

‘While any curriculum for the future must have a coherent
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mode] that ties it together, it also needs specific content. Specify-
ing a general model leaves the student somewhat free to search
out his own content, but we should give him possibilities. As we
have indicated, our basic commitment is to a study of cultural
systems that is both comparative and concentric.

With the help of the teacher and other students, the individual
student is encouraged to examine comparative cultural systems—
whole cultures remote in time and space. The student also exam-
ines concentric cultural systems—i.e., entities smaller than whole
cultures, but which exhibit characteristics of cultural systems (cor-
porations, service clubs, schools, subcultures)—noting the differ-
ences between these and whole cultures. By manipulating the two
models, the student Jearns how to ask critical questions, whether
analyzing change in foreign or historical cultures or aticmpting to .
understand our own, '

Continuity and Change in Cultures: Grade Ten

Content for the three courses was selected with some considera-
tion for the difficulty of achieving institutional change within the
schools. The course descriptions that follow fit within the tradi-
tional content requirements already established in most states, but
significant changes in range and domain have been made, and,
because they are unified by the themes of continuity and change,
conflict and consensus, and structured by our synchronic and
diachronic models, they possess a fundamental unify that is lack-
ing in most secondary curricula.

At the tenth grade, the program develops the general cultural-
systems -approach. In the first module, the student uses the .
continuity model (synchronic) to analyze data produced by the
culture itself: myths, jokes, artifacts, buildings, marriage rites, rul-
ing bodies. A view of the culture is inferred from the data and
structured in the context of the model. The student also locks (in
terms of the model) at groups that are close to him or her: class-
room, family, community. For example, if the class decides to
focus on the local community, the students might eollect artifacts,
advertisements, news, taped conversations, songs, political posters,
movie bills, business or personal correspondence and other data
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from which the class may infer the values and ideas of the com-
munity. The students are given some data, in ot'her words, and
encouraged to go outside the classroom to obtain more _anq to
flesh out a picture of the things, people, places and organizations
in the cultural unit under study. o

In the second module, the study proceeds to an examtnation of
three specific cultures at various levels of development: a huntqlg
and gathering culture, an agricultural culture, and an industrial
culture. As the students move, for example, from the Yanomamo
tribe in Brazil to- contemporary Japan, they identify the elements
of the continuity model in each culture, and the change forces—
i.c., the change model—working on it. They are then encoura.ged
to expand, modify, chalienge and criticize the models, to manipu-
late the model elements, to hypothesize relationships, or to create
alternative models. ) -

The final module or sequence in Grade Ten consists of a series
‘of case studies in cultuial change. These studies are structured
by Model 2—the change model; that is, they are ‘speciﬁc case
studies of some general causal relationships specxﬁ;_:d in the model.
They are intended to show how the ch_angc factors impact on a cul-
ture and move it along. Thus, for example, once the Yanomamo
“culture has been described in terms of Model 1, students study

the ways in which the change factors in Model 2 (e.g., technology

or ecology) alter Yanomamo life.

Conflict and Change in America: Grade Eleven

The eleventh-grade program is a series of case studies _that
paraflel the general periods and topics of tradi?:ionffl American
history courses; we have 1o quarrel with the h1§tonans, and in
general, their epochs do represent significant periods of change.
But we do not believe in history-for-history’s-sake. Thus, our con-
" tent, our case studies, must meet an additional test: All of them

must be chosen for their relationship to, and impact on, our pres-
ent and our future. This is determined by our change model. Thus
“The Westward Movement”. becomes an example of the demo-
graphic change factor—one of the seven change factors—_—at work.

This causes a dramatic shift in the narrative and sets criteria for the

~ data that are included. The period known as “The New Deal”
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gets a new deal as it is developed through two case studies: one
on value change and one on social innovation. While a specific
change factor provides the focus for each case study, the other
factors in the model are examined as areas of resultant change;
and the cultural-systems model is used to assure comprehensive
coverage and to structure further student inquiry. In short, Ameri-
can history is taught, not as a chronological account, but as a
series of dramatic illustrations of how the seven change factors
cause' movement, unrest and cultural development. America’s past,
in this sense, becomes an example of larger, more universal pioc-
esses that continuously create the future. :

Coping with the Future: Grade Twelve

Since our basic intent, extrapolated from a concern for the
future, was’ the design of a cumiculum that would “help the
maturing individual adapt to change,” we were led mnaturally to
the inclusion in the twelfth grade of a specific course about the
future. It is important to note that we did not begin with this com-
mitment—our curriculum was not motivated by the interests of a
new “academic guild”: the futurists. It was motivated by the
fundamental concerns stated so eloquently by the students at the
beginning of this paper. It quickly became evident that the social

- studies have been dealing with truncated time: They hit hard on

the traditions of the past, give a glancing blow at the problems of
the present, and then retire from the ring. -

The twelfth-grade course has three basic modules: Possible
Futures, Probable Futures, and Preferable Futures. Since these are
not among the conventional categories of social science, the de-
scription of the twelfth-grade course requires a bit of elaboration.

Possible Futures are those futures that could happen but are not
necessarily likely. More futures are possible than most of us imag-
ine, and the module deals not merely with specific future possibili-
ties, but, more important, with how to imagine, since imagination
is a prerequisite for the exploration of possible futures. Games
and other exercises are designed specifically to clicit imaginative
responses in the context of the future.

The basic approach to content is through the device of the
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scenario. And we caution the student against looki.ng on these
futures presented, or any futures, as whoily 1m_posmb1e, because
of the implications of Clarke’s Law as stated in Profiles of the

Future:1®

When a distinguished but elderly scientist states that something
is possible, he is almost certainly right. When he states something
is impossible, he is very probably wrong.

. Probable Futures are those that are currently Seen as .h.avm.g
some reasonable probability of occurring. Th?s proba'blhty is
established by the study of responsible futurists, SOC]Ol‘OngtS,
demographers, and other social scientist? and observers. It 1s sup-
ported by looking carefully at the conflicts already under way :111
our present society and extrapolating from some o_f these trends
and comtroversies, although not necessarily in a linear fasl}lpn.

Here the course deals with quite specific forecasts about politics,
technology, ecology, family life, educat_ion: 1-11:1.33:1 futures, and the
like, drawing attention to the values implicit in the forecasts and

to the methods or models used by the forecasters. In}ages of a
future America (and of the planet) emerge for dissectm}'; l?y the
students. Put another way, this module asks: What are SIgmﬁcar}t
people saying about the future? How did 'fhey arrive at thgllr

A opinions? ‘Are their methods good and their opinions soundly
based—or aren’t they? ‘ )
Finally, the student is introduced to the idea that he or she is
continually making largely unconscious forecasts about his or her
“own future. The same questions emerge: How does one arrive at
sound opinions about one’s own probable futures? .
“Preferable Futures are those that the students feel are desirable,
to which they attach some positive value. The value aspect of the
future is not delayed until this last module, but permeates all
three phases of the course. But the methods by which vahie choices
are facilitated are emphasized here. Methods used by experts as
well as value-clarification strategies that may be f:mployed in
deciding courses of personal action are included. Acnon_ strategies
that the student may employ in influencing a desired direction of
change will also be emphasized in this modulef. - N
Here again, however, there is a conscious interplay of the
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personal and the public. How we define our values personally is
linked to how a democratic system deals with diverse values—
ie., diverse sets of preferable futures. What are the political
mechanisms of choice? How adequate are they? Here, in the final
section of the sequence, two powerful educational themes converge.
The future is indissolubly linked to the values that underlie social
and personal choice.

This is 2 most appropriate ending/beginning, particularly if
citizenship is an ultimate objective of social study. Many high-
school seniors are voting citizens, and for many of them this will
be their last opportunity to study decision-making processes in a
systematic way. \

The future as content has compelling reasons for inclusion in
the school curriculum. Some of these have been alluded to earlier,
but we can expand on them now.

Equality is a major value commitment of the American systenm,
but our present educational system is built on hierarchical assump-
tions—teachers teach and students learn. The leaders of education
and of society in general comment on these inconsistencies at great
length in formal gatherings where speeches are made and pro-
posals are put forth about ways in which the students can be more
involved in their own learning—ways in which they can achieve

some equality with the teachers in selecting content. Many teach-
ers, however, find it almost impossible to follow through on these
injunctions as they see themselves teaching subject matter about
which they (usually) possess more knowledge than the students.

When courses are focused on the past, the teacher usually does
have more interest, knowledge, and certainly more experience (in
terms of a life span in the immediate past) than the stadent. In the
case of the present, the teacher is again, as a voting citizen, more
involved with current social reality. The one area in which teach-
ers and students should be able to meet with common purpose is
the future. Both will live there in some equality as citizens; both

will have interests as citizens; and both can take action; both have
the same “knowledge” about the future.

The study of the future gives the student additional advantages,

however. Because the student has a longer life expectancy, his or
her real (though perhaps unrecognized) interest extends further in
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time. Because they are younger, students also have more options:
a wider range of choices and decisions that they can excrcise in
the future. A course in the future, then, enables students and
teachers to-work together naturally with more equality and more
cooperation.

There are other pedagogical gains: Because there is no content
to memorize, students must create, must analyze, must value. In
short, they must engage in those social processes that are all too
often neglected in our current social-studies programs.

Because the future lacks “content,” in the traditional social-
studies sense of that word, it must be generated: The student must
copjecture on future change and he must consult the conjectures of
others. McLuhan’s famous phrase “the medium is the message”
becomes “the method is the message.” In a program On the future
we are led to judge the quality of a student’s participation, not
on his memory, there is nothing to remember; not on his knowl-
edge, there is nothing -to “know”; instead we must respect and
encourage his imagination and quality of thought: the methods and
procedures by which he generates content for study and the rules
of evidence by which he analyzes that generated content.

A course zbout the future also shifts the emphasis from the
objective of “education for change™ to the objective of “education
about change.” The difficulty of the former objective is that it is
focused-on the present, or, at most, on the immediate past or im-
mediate future, and that it often specifies the preferred direction
of change. Consequently, it is often structured around concerns or
problems that are short-lived, that will disappear soon, aie cur-

rently misunderstood, or are politicized to such an extent that free -

inquiry is inhibited.

A focus on the future, thelong future, forces the emphasis from
“education for change,” with its concern for immediate relevance,
to an emphasis on “education about change,” the study of the
general nature of change and broad categories of change which
will persist over-a long time span. Tt allows the student to specify
the change with which he is concerned, state his preferences for
the direction of that change, and determine courses of action to
influence that direction.

_ When we focus on methods of anticipating and dealing with
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;:ﬁlgges,cze freg_ oiirlselves from narrow reliance on the individual
-science disciplines. The methods we use are
1l-science ) removed from
?l?yt 1tr}1:phcatiog, as they have in the case of the study of the past
tad ey are “the way a historian works” or, in the case of thé
; ut y c(!)f the present, t_hat they are the “way a sociologist works.”
ol:s ea l;there is a realization that everyone who has to cope wit'il
o ;vyorThfeo;,l (tzllllagge may have methods that are relevant to oul"
. ethods a imj ic ienti
sy re not even limited to the rubric “the scientific
y For example, the. use of scenarios is obviously drawn from the
(;terai"y methf)d, while Delphi* is drawn from the assumptions un-
W;rlyﬁng polling procedures and the jury system. Any technique
y ich has i:)ccn useful to ‘people who create solutions to problems
lge:rmane. methods as diverse as proof, prediction, and problem-
‘s‘(:hvmg. When we sPeak of method, then, we are not talking about
butc ;ﬁllatocihzf soc:;l Osmentis " or “the methods of the futurists”
changs, | methods of all people who are concerned with
o Itlitl efa::;tl\;vedenc:urige the student to make creative application -
ods of other disciplines or areas of human
. endeavor
;Il:rgrl.ligh ana]o;gy. How can I use the rules of evidence of the lawyer
" bs course? I—I‘ow can I utilize the flow-charting techniques of
: e businessman in analyzing this social process? What can I learn
rom the weather forecaster that will help me anticipate i
problems? ' ' nicipate soctl
Here we find a lar,
ge area for study that has scarcely be
e . en
tougled by the traditional social studies: game theory, deycision-
making under coxidinﬂs of uncertainty, value analysis, content
far'lalyszs', cybernetics, and many others. All of these m;,y sound
;eg::c:nzgt hto thj social-studies teacher, but, if appropriately
nted, they will i as i ,
o smple v sometimes, as in the case of our models, seem
" There is, moreover, no denying the importance of including
ese methods in our social-studies curriculum. Much of the

* A .

OfAm:c;‘i::nnI: J;h 2 ih)y]i;o}tll;encgl sequence of events, an imaginative history
I X elphi technique gathers the opinions of

an intermediary, shares these opini . fnes oo s
: , s th pinions anonymously, refines them in suc-

cessive rounds of questioning, and results in a grou]!ay COnsensus. o e
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decision-making that will
drawing heavily on the above .t(?ch
students to understand the decision pro g
groups and institutions that will most affect his lie.

affect our lives in the future is already
niques. It is important ff)r the
cesses used by individuals,

Components and Control: A Modular Curriculum

this time, however, that this currict:;lx—
i there is no need to cover e
- is set up by modules s0 that here | .
11111_1 in gle ?)rder of any of the individual components. Manz
ot ed by the Teachers Resource an

ternative ‘paths are provid Re e ane
EJl:’lrzces.s' Bo_gk' so that, for example, students might begin th

twelfth-grade course with the module on Preferable Futures o; 5:110
the eleventh-grade American History sequence b;?ck\fvard; working
he future) backward in time.

esent (or indeed t _
fmr ;]?:Zgrram that is designed to help the student to adapt to the

future should itself be able to adapt; it must reflect this in form

as well as function. A curriculum which is intended to educate

itself. .
hould be pre-adapted for change 1tse o
ab'cl’;tt(;ltilsanfez;éct, we pﬁ)auned for a core curriculum whlc}; is a
svstem of student books, each independent of the others, alt O?Egi
a);ticulated with the others, through the use of the. Teachers .

source and Process Book, and each capable of quick revision, The

intended to be reinforced with
components of the system (they are mten o b as dis-

i jals, reference woO
other outside text materials, _ o
cussed earlier) are for each year, a DATA BOOK; 2 RE:;)I::OSKB .
' HERS RESOURCE AND PROCE .
a CORE TEXT, and a TEAC : s O educed
cterized by material that 1s p
The DATA BOOKS are chara ' e
by the culture under study or by a direct observer of that cultu

It should be emphasized at

i 5
* S5i the completion of this paper, the entire three-year scqg;anc;hlez;
n ot further modularized to take account of the more 'ﬂcn- e
be'eq pos ailz:ble in many schools. The curricutum is q:wd_ed mtodsorge
]:h:gtymf:reea:tanding modules, each of which can be studied independently
wWen! - !

i der, and each of which incorporates, or is.prcmised on, mehmlls-,
mrat aystems cach and the two models described al?ove. Teacher
m{a}-sysgel::linapsprand inquiry Data are provided for, and integrated with,

chesi,ndcpendegn’t module. The result is a completely modular, zgts vcgg'
;?etely consistent and self-reinforcing, curriculum for use over peri

ing from a few weeks to a full three years.

o
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—what the historian calls primary data or the anthropologist
terms field observations. The authors of the program will select,
not interpret, the data. The learning mode is primarily inference
of idea and value and jdentification of cultural elements by induc-
tive inquiry. For example, from the lyrics of a hymn, a map of a
slave plantation, and a theatrical poster of the period, students
might be asked to infer the hidden values of the culture with
respect to love, God or money, and to see if the implied values
contradict or reinforce one another. In short, fragments of reveal-
ing data are displayed for imaginative analysis.

The READINGS BOOKS contain matefial by expert observers,
social scientists, or theorists, about the culture under study. The
characteristic feature of these books is that the thesis or argument
of the expert is presented with minimal interference by the pro-
gram authors. The readings can be used by students in confirming,
rejecting, or modifying their own hypotheses, inferences, observa- -
tions. The basic learning mode here is deductive inquiry.

The CORE TEXTS will survey or cover in depth selected cultural
systems in terms of the synchronmic and/or diachromic models,
desctibed above. It is here that the interpretations of the program
authors may be directly stated, although the emphasis will, wher-
ever possible, be on the students’ learning through inquiry with
data.

In the TEACHERS RESQOURCE AND PROCESS BOOK we tried to set
forth specific strategics for the teacher, with an emphasis on the
total classroom experience: content, method, format, teacher be-
havior and learning situations are part of a coherent and consistent
whole. For example, assignments in the text are to be made by

" - purposes and not by pages. When a teacher says “Read pages

eighty through eighty-four,” the student understands “I'm to cover -
five pages.” However, when he is told to “Read Chapter Four and
analyze the scenarios there for their implications: What changes
took place and how did they come about? What is the chain of
events that caused the destruction of the oceans and what could
this mean to our community?” he is given a sense of purpose. The

.basic intent of the TEACHERS RESOURCE AND PROCESS BOOK is fo

double the learning space available to the program. Where other
t_cacher’s guides are often only a debriefing manual for the text,
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our TEACHERS RESOURCE AND PROCESS pook develops student ac-
tivities that are parallel to or independent of the student texts.

Learning is provoked rather than spontanecus. Situations that
are conducive to fearning must be created, even contrived, to
allow students to engage in interesting and meaningful interactions
that provide personal growth, interpersonal sensitivity, skill in
group interaction and problem-solving, understanding of society
and culture, and the ability to understand and cope with change.
These learning situations ‘must possess 4 certain amount of pres-
sure. For it is usually under some pressure that we: make key
choices and decisions. The situations must give the students a
feeling for as well as the facts about social reality.

The TEACHERS RESOURCE AND PROCESS pooks are filled with
suggested games, simulations, - “classroom theater” exercises and
other enlivening activities. Indeed, it was our conception from the
start that the printed materials were not to be seen as end-products,
but as the bases for the creation of a sequence of experiences in
and out of the classroom. In this sense, they are guides rather
than scripts. Most of the activities suggested in the TEACHERS
RESOURCE AND PROCESS BOOKS are t00 complex to summarize here,
but many of them involve a search for relevant materials in the
community, field exercises, and role-playing, as well as more

analytical exercises. Here, for example, are 2 few drawn from the -

twelfth grade.

actrviry: The students are asked to prepare a time line for the
period for which they want to project possible futures.
This is an open exercise, but we might expect the
student to speculate on key events in his or her own
pers'onal future: birth, marriage, retirement, death; and,
alternately, life spans of significant others: parents,
marriage partners, children, gtandchildren._

The purpose of this warm-up is to emphasize to the
students that the future will be of direct personal con-
cern to them and to those close to them.

_ The time lines that are developed by the students should
be kept for later use because of the assumptions that

3
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students will make about th
e futur i i
want to modify later. ° hieh they lffllght

ACTIVITY: 8;101@ excerpts from science fiction are introduced to
; ?:;f:;{z ;gzct;s;f the godcl, ie;, a selection from

: -Four, “The Princi ”

;f' a:,:e(}i; to illustrate the symbol systleprlz.s Xf sl;?t;?ef:g;n
ron”ninel;V :l.zi by Ray Bradbury or “Harrison Berge-

. me to the Monkey House by Kurt Von-

negut to illustrate the perversion of equality as a value

ACTIVITY: i
Y i:;Flent? are g1ven alternate methods of preparing sce-
0 ;Oi,i mciudmg some that are not commonly used, such
sual scenario. The text might i :

: X t include an i i
native work of art as a sti ot o

! stimulus, a Dali or To
k. oker or
;—Irl;:s:s paltitmg, and the students would be asked to

uce their own visual scenari i

‘ €] rio. The entire cl

P ! : class
ight participate in producing a room mural at each

stage of the year: one for i
: ossibl :
futures, preferable futures. F ° fumres, probable

ACTIVITY:
Y: f;:;ent; ar}e1 a;ked to evaluate a series of statements in
s of whether they regard them i
as possible futur
Pro_bable fu?ures, preferable futures; thE? are asked cts,
indicate basis for their judgments: °
There is life on other planets. . .
All men are treated as absolute equals. .
Man becomes immortal. . . . h
All national boundaries are eliminated. . .
You can read everyone’s mind. . . ‘

VoW e

After indicating their reacti
: actions they could b i
they wanted to complete the scenarigs. " asked

ACT . - .
IVITY: An dz;(l:tmty to reinforce the discussion in the text re-
garding the difficulties faced by change agents

1. T}c:,acher ‘presents several examples of resistance to
;:_ ange. These are taken from Diffusion of Innova-
u.m:s"by‘Everett M. Rogers and The Evolution of
Civilizations by Carroll Quigley.
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2. Teacher presents a brief and convincing rationale
for the abolition of the school’s grading system.

3. Students organize and pursue a study of the task of
abolishing the system. Obtain data through inter-
views of teachers, students, principal, parents, board
members, school counselors.

Ralph Nader in his book Action for a Change: A Student
Manual for Public Interest Organizing'® points up two of the
difficulties our society faces:

1. The country [our schools] has more problems than it should
tolerate and more solutions than it uses.
2. We have too much outrage and not enough action.

What is needed today are ways of getting the solutions we have to
their respective problems, before we cry for more solutions. Just
as there are demands for new laws with existing laws unen-
forced, medical technology second to mone with vast inequity in
distribution of medical care, mass-transit technology that cannot
be set'on a track, so do innovative solutions in curricujum face
tremendous difficulties in reaching their respective problems. Will
the schools respond to the courage shown by the curriculum de-
signers in adding a new time dimension to the curriculum? Will they

respond to the courage shown by excluding traditional content -

in order to concentrate on key concepts? Will they respond to
those who gave due consideration to the state requirements that

exist while refusing to be hamstrung by their specifications? It is.

important that teachers and administrators examine their assump-
tions when they evaluate curriculum materials.

For a number of years The Bulletin of Atomic Scientists showed
a clock face on the cover with the time running out to symbolize
the danger of atomic energy to mankind. As this image occurred to
me, I thought of another clock, one that symbolizes for me the

lack of energy in our educational institutions because of unex- - :

amined assumptions: It was a classroom in Buffalo, New York,
and on the wall was a very large clock; under the clock was a
sign reading “STOP WATCHING THE CLOCK, TIME WILL PASS, WILL
you?”’ : '

— e '_'

{f..h. .
{
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Thg assumptions implicit in this sign are
1. Time in classrooms passes very slowly.
2. The purpose of education is to receive a passing grade.

Unfo.rtunately, these assumptions are too often true; and time i
running out_for our educational institutions unless ’the can o
amine the hidden assumptions that keep them from reaz:hin out
and responding to the concerns of young People, such as %h(;;:

expressed at the beginning of this ) .
objective which says it all_fg paper and particularly their last

Mature.iudividuals must help maturing individuals -
change immature institutions,



Humﬂnists speak of educating for the “whole” person. But how
whole is any person torn out of his or her social context and—
~ worse yet—stripped of tomorrow? This is the question that Pro-~
fessor Buchen raises in an essay that relates the world—wide debate
~ over the limits of economic growth to the question of the limits
of individualism. He probes the root assumptions of humanism

and suggests a new direction.

CHAPTER SEVEN

Humanism and Futurism:
Fnemies or Allies?
b)f I rving H. Buchen

Human iife is reduced to real suffering, to heil,
only when two ages, two culturcs and religions
overlap. A man of the Classical Age who had to
five in medieval times would suffocate miserably
just as a savage does in the midst of czvﬂxz.a.tmn
MNow there are times when a whole generation is
caught in this way between two ages, two modes
of lifé, with the consequence it loses all power to
understand itself and has no standard, no security,
no simple acquiescence.

—Hermann Hesse, Steppenwolf

Thete is a miracle in every new beginning,
——Hermann Hesse, Steppenwo]f

One of the most cherished ideals of the humanistic tradition is -

the notion of the whole man. And yet the moment one asks the

perfectly basic and big question, “What constitutes our wholeness = °

as human beings?” it is more often than not greeted with either a

i

H
s
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tolerance that is patronizing or an impatience that is inhibiting.
“Our wholeness as human beings? Yes, well, it all depends whether
the context is religious, philosophical, political, economic, cul-
tural, psychological, etc. Define your terms.” Thus, in rapid fash-
ion, the big question is splintered and sorted out into various
cages in which different expert trainers put the now-tamed question
through flaming hoops with astounding and enviable dexterity.
Result: the humanitics train generalists who are really profes-
sional fragments or specialists who are all broken off in the same
place. -, _ _

Eveii humanities programs that officially seek interdisciplinary
convergences centain distortions, although pérhaps of a higher
order. Many exclude the physical sciences or bewail the dehuman-
ization of man by technology. Frequently, those who cry the loud-
est against the evils of technocracy comsult concordances put
together by computers, cite articles reproduced by Xerox, allude
to manuscripts and out-of-print books made available on micro-
film, and play back Hopi burial chants on audio cassettes. Even
more serious, their pejorative attitude toward technology often
jeopardizes communication with their students who already are
quite comfortable with computers and teaching machines, and are
aware that the human element, namely themselves, has not been
mechanized. :

Finally, even the best of humanities programs genérally ‘exist
apart from any contact or relationship with programs in business,
education, science and engineering, etc. As ‘a result, liberal-arts
and business students, for example, confront each other like two
armed camps, and stake out a gulf that embodies the widest
generational or cross-cultural gap imaginable. Such ‘mutual and
unnecessary opacity is not limited to education, but appears in

~ almost every single collision between environmentalists and busi- - -

nessmen. Indeed, it might not be far-fetched to claim that the
intransigence between such groups is due less to the inherent
extremism of each position (a decent environment versus a rea-

. sonable profit) than to the mutual self-defensive excesses each has

forced upon the other (the purest of environments and the maxi- -
mizing of profits) in the absence of any holistic frame that might
move them toward an accommodating center. ‘

T am not calling for a cessation to honest disagreement or legiti--
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mate differences, but I am maintaining that insofar as the humani-
ties ‘cut thernselves off from an intercollege position, they directly
and indirectly create the basis for a wasteful rather than an inter-
active confrontation of differences. Moreover, as a result, the
humanistic tradition ironically has set up its students for the
dreadful prospects of impotence on the one hand or fascism on
the other, which are not so much alternatives as versions of each
other. _

How did this process of fragmentation occur? At what point
and for what reasons- did the great tradition of the whole man
become parceled out? More important, what solutions are avail-
able to us in the future?

Over-Individualization

The twentieth century can be summed up quickly as tht‘B cen-
tury that exceeded itself, that went to the moon before it was
either comfortable or dispossessed from carth, that left the past
further and faster behind than any previous age or perhaps all
centuries combined, and above all that leaped into the twenty-
first century without having the courtesy to allow the present one

to come to its natural chronological end. Indeed, the o_verreachin.g .
appears to have reached such dislocating proportions that there is-

often a frantic search for mythic metaphors to comprehend the
phenomena of changing change and exponential transcende.nce.
Those who. find humanistic prospects imperiled have revived
Mary Shelley’s Frankenstein. Others, more bopeful, base .their
metaphors on the oracle at Delphi, Prometheus, Faust, Conscious-
ness T, or Jesus Christ, Superstar. But whether the future is seen
as dark or rosy, we face the possibility of total generational disco_n—
tinuity. It is one thing to bring forth a wave of the future, but quite

another for that wave to break before one’s own has crested. -

One raises children, but they are not supposed to raze parents;
one expects human variations—not aliens from another planet.

The standard scapegoats trotted out by the humanists to explain '

such presumption are materialism and technology. Yet the con-
demnation of materialism is usually a refuge for those already

comfortable. What would we have the Appalachian poor do? %

Retreat to Walden Pond to lead lives of noisy desperation? Con-

B
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templation and love will not fill empty stomachs; besides, the
highest form of charity is to make recipients independent of such
handouts. And so far as technology is concerned, nearly all the
major problems of man antedated the industrial revolution, are
still with us and are still not solvable through technology. The
issues of war, racial relations, social justice, abortions, divorce,
etc., cannot be blamed on the outer-space program. As Buck-
minster Fuller often has noted: If one dumps all the technology
into the ocean, millions will starve; but if one dumps ail the politi-
cians into the ocean, no cne will starve. . -

The major achievements of the modern world are not material-
ism or technology, but the supreme emergence of the individual
and the rout of those classic reactionaries who insist that the
“democratic dregs” or common man, given equal opportunity,
would reduce or tarnish the quality of society, culture and civiliza-
tion. But if individualism has triumphed, where are our men of
genius? Individualism theoretically raises up saviors and super-
stars. We have had many of them in the past. Yet today, some-
thing is different. They are here and they are not. A Ralph Nader
appears, but he is now a we—Nader’s Raiders. A class-action suit
on behalf of the schoolchildren of California is brought not by

- some lonely, starry-eyed or muckraking lawyer, but by a collec-

tivity, a team of experts from many fields from all over the coun-
try. Why do we automatically despair when we discover that “It is
just too much for any one man to do!” Perhaps it is a good thing—
that so many of the tasks facing us exceed any individual’s capac-
ity. Perhaps the superstar system is not the only, or even the best,
way to make something happen and to have it endure. Perhaps the
persistent search for saviors has tyrannically tied us to an equally
tenacious search for scapegoats. In short, a special and sometimes
destructive psychology has accompanied the emergence of individ-
uality in Western civilization through the reinforcing notion of a
search for individual identity. '

One basic reason why the humanities did not honor the past
legacy of educating the whole man is that they turned, instead, to
educating the individual; and the concept of individuality and that
of the whole man are not synonymous. The individual man is
stirred by independence, autonomy and self-reliance; the holistic
man by interdependence, collectivism and reliance. And if one
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views the history of the presumptuous twentieth century as essen-
tially the history of individuality, then what perhaps becomes clear
is that individuality is the great overreacher, the lovely presump-
tion. Indeed, we may have reached a point in history when indi-
" viduality, traditionally conceived, may have gone as far as it can
go. What we need today is not merely traditional means for multi-
plying or extending individuality, but also nontraditional ways for
surrendering part of it. : :
 Yor the humanist the idea of “surrendering” even a fraction of
one’s individuality will no doubt seem like heresy. Perhaps this

" alarm can be reduced, however, if we dispose immediately of a
misconception. ' ‘
There may be a direct correlation between our present contem-

. plation of the limits to industrial and economic growth and our
- contemplation of the limits of individuality. But just as the concept
that growth has limits need not necessarily signify the end of
_ growth, so, too, the. notion that individuality may have limits
need not signify the end of individuality. Understanding the limits
of any system is the first step toward expanding or transcending

those limits. In short, the real conflict we face now is'a conflict not

 between the old and the new, but between the new and the futur-

istic, between what is known and what is emerging, between the .
individual and the new, emerging image of what might be termed
the collectivized individual. The whole person is not and camnot

be totally individual; part of the whole—today more than ever—
must be nonindividualized, communal, or “collectivized.” For we
all Hive in a social environment with others. And that social envi-

" ronment, explosive with change, by continually impinging on us, i ’:;'
' ' §  torealizeit fully.)

becomes part of us.

The new focus of the humanities should be the collectivized §

individual as the futuristic image of the whole man. But what
exactly is a “collectivized individual” and how does one go about :
‘employing humanistic’ studies to educate this hybrid man and '}

woman of the future?

P
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Job, one identity, one country and one planet, the futuristic notion
Is many gods, many loves, many jobs, many identities, many coun-
tries and many planets. The collectivized individual may unexpec-
tedl)f prove more responsive to and cooperative with overt and
official planning of aspects of his life, partly because he will be
better able to comprehend the communal imperatives for such
overa%l planning, partly because he will be a participant in that
planning, rather than a passive object of it, and partly because
he will, in effect, be compensated by enjoying the greater personal
_freedoms granted by his multiplicity. He will be capable of sustain-
ing many allegiances, without contradiction, on both a national
and international scale, and be closer to being, especially through
the_: concept of global perspectives, a world citizen. Work will
neither tyrannically absorb nor determine his life; indeed, because
no one component will ever dominate his reality frame, he will
often be proficient, although perhaps not outstanding, in a re-
{narkable number of areas. He will learn to make peace with
incompletion. And, of course, he will recognize that he is not just
a “he” but also a “she”—that wholeness includes not the elimina-
tion of sexual differences, but a recognition that the planet was not
put here for the exclusive advantage of one sex. |

‘But it is one thing to describe what the collectivized individual
might or should be like and quite another matter to determine
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- how he can be encouraged to develop his complex potential. We
. need to observe the educational process and to identify within it

those built-in obstacles to educating collectivized individuals.
('ll*hroughout, ,I will discuss education at its best, 5o that any
failures are fundamental to the process rather than our inability

It is. not accidental that we speék of a “hunger” for knowledge,

of cultivating a “taste” for art; and that many sociologists and

psychologists use terms like impoverished environmental “diets”

i *. or “un.dcmourished” social conditions to describe the plight of the
. educationally and culturally disadvantaged. A subject compre-

hends an object by claiming, encircling and ingesting it. Internali-

zation—the term itself is revealing —takes the form of the now-
grasped object being converted into an absorbable form of
fl_ounshment within the now-expanded and satisfied subject. Feed-
ing and knowing are both ways of growing.

The Collectivized Individual

" A collectivized individual is multiple rather than singular. If the
traditional notion in the West has been one God, one love, one
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The ingestion of information is reflected psychologically in ego-
building or identity-granting additions. Thus, we know; and we
know that we know, The knowing of what we know constitutes
" both the identity of knowledge and the knowledge of identity. This
dual process exists and should continue. Nevertheless, because it
buttresses the individual self as a separate and perhaps even
separatist activity, and because such a self sustains itself often in
competition and as an ego-island, there is a serious question as to
whether such an educational process is not inherently inimical to
the goals of collective cooperation and to the possibilities of
change. I am not suggesting that ego-identity as a basic building
block of self-esteem be scrapped, any more than individuality as a
basic strand be eliminated. What I would suggest is that a series
of supplemental and extending processes be introduced to enlarge
and extend the ego-centricity.

Extending the Ego

Fhe first has to do with the rejection of the notion of the singular
self, because that is ultimately as miuch an impoverishment of
buman potential as the complete denial of self. The truth is we
are many selves, Singular selfhood is the egotistical attempt of a
part of the whole to be self-sufficient and to subordinate other
parts to its own desires and purposes. Culturally, -it is reflected in
the lie of the melting pot; internationally, in the self-sufficiency of
isolationism; economically, in the unilateralism of being solely a
consumer. Among the affluent, the self stands at the center and
demands to have its individual needs satisfied. But surfeit soon
comes, and, with it, the characteristic attitudes of boredom, loss
of hunger or jaded appetite that preclude education and change.
Far from supporting such further impoverishment or aggrandize-
ment of the self, the educational process should instead focus on

the image of multiple selves which simultaneously can serve as a .

maximum invitation to the underdeveloped self and as a strong
antidote to the overdeveloped self.

Similarly, the temporal extension of self becomes important. As
Benjamin Singer notes in the second chapter, the projected self or
future-focused role image is a critical part of the present self, and
the educational process that ignores it does so at its own risk. If
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::;: are m;ny ;elves, we are also likely to become many future
ves, and a humanist educati i i
foovirsbilhy. | jon will recognize and serve that
Simuitaneously, it wiil help call attention to those purposes that
ate not achievable by the individual alone. Educationally, this
involves the interdependent rather than the independent lea’ming
model in which cooperation is structured to be as productive of
results as competition and which involves the extensive use of
games, simulations, and role—pléying techniques that instruct

’fhmugh transactional means, i.e., through negotiation. The futur-
ist emph.asis on these forms of learning is truly a liberating one.

Futurist education also emphasizes the creative process, the
mutual conversion of objects and subjects. From the creative ;mint
of view, the subject-object relationship is not a static but a trans-
ferable relationship. In other words, an object under investigation
has, so to speak, the capacity to become-a communicating' subject
or, to_ use the larger more meaningful term, an “alive” environ-
ment in its own right. The traditional analytical process is unilat-
eral, o!le—directional and monolinguai; the subject comprchends
the ob.]?ct, tree. The creative process is mutual, two-directional
and bxlmgual, the object, tree, communicates its own meaning
even in its own language. The tree need not be regarded solely as
a passive object with no identity other than that given to it by a
comprehending subject, Rather, a tree ultimately has as much to
say about human systems as it does about systems of tree-ness or
ecology. In analytical thinking, the stress is on the discipline of
control.

. In creative thinking, the stress is on the discipline of surrender.
Subjects and objects are thus interchangeable at crucial points of
{nutua} understandings. André Gide rightly observed: “One imag-
ines one possesses and in reality one is possessed. . . .” By striking
a balance between possessing and being possessed, between sub-
ject and environment, the individual ego, i.e., the subject, can
lea'm to “listen™ to the object. The more we are capable of so
doing, the more we may learn to listen to people from different
cultures. and, ultimately, perhaps, fo those creatures from other
planets who may some day confront us. '

]:’»y extending the ego-building process in these lateral, inter-
active directions, it may be possible to overcome or minimize the
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obstacles to cooperative and collective ends within t.hc tracﬁiiﬁonal
educational process. Subjects who can become olzf]ecj:s:_ in turn
establish the dynamic interplay of the collectivized individual and
the multiplistic unity of the world citizen. . o

But even the best of educational processes needs direction and
shape—needs a sense of what we are becoming and Why._ That
perspective can revivify the humanities, and it can be found in the
emerging field of futurism itself.

Futurism as All)}

Let me begin here by indicating what futurism 1s not, and
disowning what has been put upon it. Futurism is lelﬁleI super-
gadgetry nor salvationist ideology. It does not traffic in hys.tencslor
iullabies. It does not seek to change human nature in manipulative
fashion, but rather to encourage awareness of the rich changes
inherent in its own multiplicity. Above all, futurism does not ‘now,
and never will, possess an assured or fixed body of content that
exists apart from what it seeks to comprehend. Indeed, il'f. the final
analysis, what recommends futurism is its inclusiveness., its capac-

ity to generate synthesizing and unifying ways of looking at man,
mind and matter.

Futurism dovetails with the concept of the collectivized individ-
ual because it provides a synthesizing framework that does not
violate, but rather interrelates, the separate disciplines. It provides

them with a collectivized framework within which to nest their
individuality. _

And it is for this very reason that I believe futurism, in partner-
ship with humanism, could stir a second rcnaissance.. o

A study of the next thirty years may appear puny In comparison
with the humanist’s traditional study of the last five thogsand. Yet
it is quite possible that change in the next three decatdes ay

+ equal in magnitude the change from an agrarian to an industrial
society. Then, too, futurism is by no means at odds with the past.
First, the past no longer is and the future is yet to be—and the
imaginative bond necessary to sustain one carries over to the
other. Second, in some respect the future may already hav.e 1.131.)—
pened in the past. No one can read or write today’s pessimistic

=
¢
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science fiction without noting it is based on a solid understanding
of primitive societies. Similarly, many of the proposed new inter-
national symbols ‘gradually being introduced all over the world
as a global sign language have their roots in the mythic imagina-
tions of the ancients. And no futurist can ignore the past when he
confronts the “leap-frog™ concept that sees developing countries
like Bolivia, in which 50 per cent of the people are regularly
unemployed, conceivably spurting ahead of the economically ad-
vanced countries to become leisure societies sustained by guaran-
teed incomes. '

Futurism also provides an excellent academic opportunity to
test a student’s true knowledge of what he has learned, for exam-
ple, of the principles of sociology or economics, by asking him or
her to design a new social institution or some new aspect of an
economic system. Both history and futurism can be honored by
reconvening the first Constitutional Assembly and drafting anew a
portion of the Constitution. Or the entire enterprise can be pro-
jected on an international scale by creating a “Global Planning
Council” manned by students representing different countries and
ideologies and negotiating agreements on outer space, fishing
rights, etc; and that can be done before, during and even after

- such negotiations are completed in real life.

Futurism also offers the prospect of comprehensive research proj-

* ects and curricula developments in all fields, for there is no subject

in the humanities that does not have a futuristic dimension. For
example, there is the lovely contradiction of deing research on a
comprehensive history of attitudes toward futurism. Equally im-
portant, we are not the only age to experience cultural dislocation.
How various cultures faced “Copernicus Shock,” collapsing and
then renewing themselves, is an area of legitimate interest for both
specialist and generalist.

The need to examine resistances to change, the capacity for
creative or nonlinear thinking, the development of a new psychol-
ogy of multiplicity for the collectivized individual, are all potential
benefits of looking ahead. Finally, we are oversaturated with war
studies and not enough with peace studies, such as the thorough

‘and rigorous programs alrcady developed by the World Law Fund;

and we are foolishly wasting our energies debating whether aggres-
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sion is inborn or acquired when what we need are studics and
courses on the conversion of aggression into creativity as models
for both the individual and the society.

All the above examples—and there are many more—designate
futarism in its supportive role, as an extender of traditional disci-
plines. But futarism can also serve as a comprehender in its own
right and subsume a variety of existing disciplines. Imagine the
design of mew societies to be planted on Mars or Venus. And
imagine the humanistic concerns involved in such an exercise.
What values should be dominant? What might its conceptions of
justice, beauty or time be? To be sure, initial designs might reveal
the extent to which we are slaves of the past and obediently dupli-
cate existing arrangements. But even if so, how often is that
limitation cxposed? Moreover, releasing that bias often opens the
way for more imaginative possibilities.

through two indispensable futuristic controls. Futurists scarch for
consequences, examining decisions for their unsuspected impacts.
Such foresightedness, then, points to the real possibility that many
of the major decisions in the future will be decisions not to do
something, A second control lies in the necessity to engage in goal-
and value-generating processes by those who have to live that
futuristic design. In a democratic society, such comimunication is
not just a crucial prelude to implementation, but is, in fact, a form
- of implementation itself.

Futurism is not an enemy of the past or of the tradition of solid
and rigorous scholarship, but on the contrary an ally; it secks not
to supplant, but to extend, existing disciplines; and it offers pre-
cisely the kind of comprehensive and comprehending perspective
that will enable faculty in the humanities to gracefully extricate
themselves from excessively compartmentalized, isolationist struc-
tures. :

Three accusations generally are directed against futurists. The
_ first is that the entire enterprise is a fad, the latest form of swing-
- ing fun and games. That is a not-very-subtle assault on academic
credibility. T can respond to this only on a very personal basis by
saying there is no real way to defend yourself against snide and
thoughtless criticism. But if you are a genuine futurist, the charge
will not bother you or your students bgcause you both wilt be

Ty

Tn turn, imaginative excesses or wild fantasies are correctable .
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engaged in onc of the most difficult and comprehensive leamning
experiences of your entire lives, and you will never have read and
thought so much in so many fields.

The second canard is favored by the professionally bored, in
and out of the news media; it holds that futurists are elitists. This
total misconception—almost, one might say, willful misconception
—can be met frontally if the futurist builds into his model or
design a participatory process for geperating goals and values.
Such correctives, however, will fail to satisfy the cynics, and they
will assemble as their third line of attack a long list of previous
predictions that have tumed out to be false. Here, you can retali-
ate, for such a view completely misunderstands or distorts faturism.

Futurists are not prophets; they do not “predict” what will hap-
pen. They employ devices, ranging from extremely simple to
highly sophisticated, fo detect trends. However, their output is not
a “final” projection but an array of possibilitics—a multiple series
of alternatives, not a fixed singularity. Besides, futurists are not so
much interested in predicting as in creating desirable futures; the
stress is not on what will be but what can or should be. Futurists
Jeap ahead to the future not so that they may stay in an escapist
pever-never land, but so that they can lure that future into the
present and negotiate with it while the options are. to be chosen
rather than imposed. If there is indeed the prospect of future
shock, then dealing with it now may transform future shock into-
something less intimidating. Above all, futurists are keenly aware
that if they do nothing about the future, it will come about for
good or bad. Therefore, their commitment to do something about
the future is a moral commitment. :

And that brings us full circle to the humanist’s concern with th
whole man or woman. For that wholeness, as traditionally defined,
has been, as I hope I have demonstrated, something considerably
less than whole. The individual isolated from the surrounding
social environment is not and cannot be whole. He, indeed, takes
his individuality in part from it. But neither can the individual
who is focused exclusively on past and present. Just as there is no-
wholeness without society, there is no wholeness without -the
future. Only through this recognition can the humanities them-
selves survive and serve the future.



In hundreds of universities and scfzobls, specialized courses in the
future are springing up as a result of the enthusiasm and dedica-
tion of innovation-minded educator&. Here, the head of a léﬂfm‘n_g—'
materials company cautions that such courses must be seen as no

more than a first step toward a. deeper transfermation of the
curriculum, ‘

CHAPTER TEN

Educational Futurism: -

| - y*"”"".“”r_’i“ -

Perspective or Discipline? -
by Harold L. St_rudle;'. |

It is our _futui‘e that lays down the law of our
today. ’

—Friedrich Wilhelm Nietzsche

As the future has begun to creep into the curricula of hundreds
of schools and universities across the nation, a ‘controversy :has
arisen about its nature and boundaries. Is futurism; or futuristics,
or futurology an academic discipline or is it a perspective—a_way \ :

of look , matter in all disciplines? Should it con-
stitute itself a separate subject matter, separately taugli_t, or should

becoine an element in all courses? o R
The answer to this question has to do not merely with the or-
ganization of knowledge, and the structure of educational orga-
‘mizations, with their departments and specialties, but aiso with the N
. question of time: There may well be one answer if we are attempt-

ing to achieve short-term goals and a quite different answer if,
like futurists, we look further down the road. The- two ‘answers
e not necessarily mutually exclusive. '

. Given the desirability of expanding the time honzons of stu-

-
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dents, and developing their future-orientation, the pragmatic, near-
term solution would be (and, indeed, has been) the creation of
separate courses in “the future.” These courses have proliferated
with extreme rapidity throughout the United States, especially at
the college level, and by 1972 had cropped up as far away as the
American University in Beirut.

Many such courses concentrate on the techniques by which
practicing futurists seck to identify points of jnterventioni which
may tarn possible futures into probable ones. I suspect that many
of these courses have, as part of their intention, the desire to
establish the legitimacy of futurism as an academic disciplire,
partly to counteract public skepticism reflected in the notion that
futurism is “crystal-ball gazing” and “tea-leaf reading.” Where
this is the case, the courses are frequently oriented toward the
work of what might be called the “para-scientist futurist,” whose
special interest is the quantification of judgment and prediction.
iThe courses, thus, emphasize certain methedologies—systers
'tﬁE(}_fY, micdel building, Delphic surveys, and the like—that rely
on statisticat and mathematical procedures. 7

Surely, there is nothing wrong with explaining to the public and.
to stadents how such methodologies work—or, often enough, fail
to work. But, to the degree that these techniques require special
expertise and training, they contribute to an unfortunate “We-they”
dichotorniy and sometimes feed an attitude of professional elitism.
It would be a mistake to follow the existing model of the academic
disciplines, with its superstructure of credentials, its exclusion of
the unordained, and creation and nourishment of a self-perpetuat-
ing mystique. The last thing we need is a new priesthood wrapped
in the cloak of prophecy.

Sociologist H. Wentworth Eldredge, who has surveyed existing
fitures courses, notes that many of them fack an examination of
past views of the future, including our traditional concerns with
both ideal and abhorrent worlds. Tn addition, Eldredge notes that,
with the exception of a few courses offered by sociologists, most

of them are characterized by an “alrt‘n__ps}ucgmap}gtgl_a_ck of any

implicit, much less ‘explicit social change theory .. . without
which there can be no holistic prediction much less future plan-
ning.S’

Some “para-scientist” courses also focus so sharply on the

.4/” )
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delineation of probabie futures that they frequently ignore or
shm.'t-change normative considerations, the values that underlie our
chou’:gs with respect to preferable futures. They pretend, in effect
that ohie can discuss the future in a value-frec fashion. , ,
Because of their insistence on some semblance of “rigor,” these
courses are more likely to be acceptable to traditional academics
They find their place in the catalog and in the existing depart;
mental structures morg easily than those courses.that concentrate
more on qualitative approaches to the future. The latter Tun the
gamut from excellent intellectual discourse in the seminar format
to f'ambl.in'g, unpointed discussion, field trips for empirical obser-
vation without any follow-up attempt at systematic generalization
etc. At worst, they amount to a college-age show-and-tell exercisej
Ionwever, when these courses are sensitively and intelligently
designed, they provide a bridge across C. P. Snow’s two cultures
Some of our forerunner futurist educators have shown a keer;
awareness of the social and ethical aspects of futuristii, as well as
the more mechanical aspects. Billy Rojas’ course on “Social
Trenc%s am.i .Future Ideologies™ at the University of Massachusetts
Dennis Livingstons explorations of utopia at Case Westerr;
Re.servc*‘;, and Roger Wescott’s examination of the future of the
university itself, at Drew University, exemplify this richness.
The best of the courses blend the “science” of charting_the
probable with the “art” of imagining the possiblé, 4id adda decp
concern with delineation of the preferable. Implicit in the design
of these courses is the view that by a better understanding.of. the
alternative roads to tomorrow, we can, in fact, create a beftér
tomorrow. This implicit assumption is especially important in
view of the tide of anti-intellectualism which has swept the young.
A significant cause of this @ﬁi’_’a’tﬁonéﬁéin may be the recognition
by a generation reared on transience and upheaval that the
traditional, past-oriented curriculum, with its implied assumption
Fhat the present will simply continue in the future, offers Iittle
in the way of guidance through the turmoil of change. '

Beachhead Courses

fﬁsc"ipline, embracing both the science of prediction and the art of
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imagjning. Initially,

the material taught in these early courses
~“will, however, be beyond the training and imaginative capacity of
most teachers. Professor Ossip Flechtheim, who was among the
first of those who called for the introduction of the future into .
education, has contended that “A course with the future as a sub-
jéEt matter could never be a textbook course. It would have to be
taught by a truly creative scholar with a wide sociocultural back-

ground and a vital interest in the forces of our age. He would have

to possess strong scientific ,digcip'i‘i:fe in order to rid himself and
his students of prejudice and force them to part with many of
their most cherished illusions. Though an active participant in the

¢, dife of his century, he would have to be for the purpose and dura-
tion of this course a dispassionate and disinterested observer of
things future.”

This, of course, is a utopian description of the_ideal teacher.
However, it is clear that futurism must cross the traditional disci- .
plinary boundaries. That futurism may be approached from many
sides is evident from the wide variety of backgrounds from which

* futurist-educators are, in fact, drawn: theology, sociology, engi-
neering, business administration, law, and dozens of other fields
as well. Nevertheless, the special character of the courses, and the

" special demands they place on the teacher, mean that the early
courses are being taught by enthusiasts. The real test of the level
of interest that futures courses can sustain will come when second-
and third-generation teachers move out into the field.

Tt is important to recognize, however, that specialized courses
in the future are only a stopgap. The future of education itself
will best be served if the burgeoning interest in tomorrow is not,
as it predominantly still is today, channeled into a separate disci-
pline, but instead is made ‘pervasive throughout the entire cur-
riculum. By this T do not mean that each subject taught should
contain a module on futurism. I mean that the entire course should
reflect concern with broadening, expanding and future-orienting
the time horizons of students. The whole educational curriculum
should make learners aware that not one,’ but many, futures are
possible, depending upon how they, as individuals, choose among
the alternatives open to them.

Ti has beon said that one of the characteristics that separates

humans from the lower orders is the ability to- “time-bind.” -
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animal has, to link past with present, to build traditions, and to
create a culture which is not simply immediate but sta’nds and
grows upon the past. This, however, ignores what . is perbaps an
even more significant distinction, Man is a gf'gdicﬁve “animal
Although some religions and philosophies may deny this, man has
fﬂways acted functionally as though he had choices and, by select-
ing from among alternatives, could influence his future. Even the
smallest conscious act presupposes this possibility. To do this
man has had to be able to predict the consequences of choosing,
among these available alternatives. We have all donc this as
simply and naturally as breathing.

- What futurism as an art attempts to do is to enrich the range
%’_ g_l.tgxnaﬁvgs, o _define a broader array of’ﬁémﬁﬁa— What
iturism as a science attempts to do is 10 explore systematicaily
two decision points, to relate their interactions and t(l)chiﬁi‘splay
those “worlds of if” which are made possible or piobable from
these key decisions.

However, when man functions as a predictive animal he does
not do so in a compartmentalized way. His whole experience and
\hx_s whole being are involved, and the results affect not a part of
him, but his whole person. ¥f a student’s time horizon should be
bro?ldened, this should not merely happen with respect to science
social s_cience, or the humanities, but across the board. And thi;
ca.!alu]tunatcly best be done by making the techniques and the
spirit of futurism an integral part of the course rather than a
discrete and ostensibly “transcendental” discipline. The process
should be more through osmosis than through dosage.

A T?‘ansdisciplinaw Perspective

The development of futurism as a science has, in large measure
been based upon the concepts of systems analysis. This mode 61’5
thought, stemming from engineering and scientific research during
the Second World War, sees events, whether fechnological or

. social, not as separate and independent occurrences, but as links

ina system or process. It is holistic, If futurism were to crystallize

s a separate discipline, however, and wefe to be taught separately

in the schools, there is considerable danger that it may become a
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victim _of academic aggrandizement. The fledgling discipline
“would, in all likelihood, be eyed covetously by the more tradi-
tional social sciences, and quite possibly ingested by them. The
-world congress of sociology held at Varna, Bulgaria, in the fall of
1970 had as its theme “Planning and the Future of Man.” This,
of course, was a thin disguise for futurism. The attitude of many
of the soc1ologlsts at the conference was “We. are not sore that
futunsm is a discipline and a science, but if it is, it belongs to us
Were futurism to be swallowed by the social-science whalé-—=5
any other academic whale—its utility would be destroyed.

Finally, it may help us understand why futurism or, more
generally, future-consciousness, should be a part of the entire
education process rather than a distinct discipline, if we come to
see Tt nof as @ subject matter alone, but also as a perspective or a
tool. No one considers the inquiry method of teaching-learning as
a separate branch of knowledge, but rather ag a_m a_method useful
througfiout the’ faxonomy of education. In the same way, while
there is distinct subject matter that can be called futurism, there
js, more important, a perspective, an attitude toward time, iself.

I am convinced that education is in Heed of desp ) reform, and
that the introduction of the future is a crucial part of the reform
process. But in order for this reform to succeed, futurism must
first be introduced in the form of a separate coursewia—n"(‘i_t—hfen
through a process of infusion throughout the entire curriculum.
Otherwise, we stand in danger of producmg a generation of
future-retarded children.




