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ability groups. Instead, teachers, students, parents and mnterested community
members struggle 10 work across lines of difference and hierarchy. The cur-
riculum is schoolwide, thematic, derived from discussion ameng those
involved and linked as much as possible to interests and as litle as possible
Lo measured ability. This school measures its effectiveness in terms of irs abii-
ity to form communities of learning, relations of cooperalion, dialogue, and
engagement. This schools effectiveness i assessed against an ideal of full,
free, communal sharing of knowledge, interests, and materials in service of
associaled development. In aims and substance, it is public education.

The contradictions, or at least probiematics, present themselves. The pub-
lic school, supported by local and state tax monies, takes as its purpose and
standard the {deals of private education, while at least this private school,
supported by tuition and philanthropy, takes as its purpose and standard the
ideals of public education, Put more pointedly, the best “choice” for parents
like us who are interested in their children receiving a public education is the
private schoot rather than the public, state-supported school,

One obvious implication is the economic. The Friends School, dependent
upon tuition, is unavailable to the great majotity of residents, including our
family. And since the state, public school has little interest in public educa-
tion, this means that a public education in any substantive, intentional sense is
unavdilable te most children.

While these economic questions are always important, what my wife and 1
drew from this real wostd lesson is the absolute necessity 1o prablematize the
language of public educational discourse, 1o look 1o consequences rather
than causes and (o assume that language, on its face, serves to cover maor
than it reveals,

In this spirit of scepticism, 1 the remainder of this essay I wil} Lry to pul
the very tille of this chapter up at issue. What might we mean hy educating
for public life? Is the aliernative educating for private life? What place does
schooling play in either of hese possibilities? What is the relationship
between public and private, schooling and education? What is the rale of the
state? Does the very language of public and private education play off more
basic, perhaps pernicious, distinctions between public and private spheres,
and with that, gender-based hierarchies which vaiorize some lives while
belittling others?

I'will rake up these questions, not through an analytical, linguistic clarifi-
cation of terms, although at times this could be helpful, but rather through a
critical examaination of some recent literature in the Philosophy of Education,
In the United States in the 1080s, a heaithy debate has re-emerged around

the aims of education, centrally concerning the relationship between school-
ing and education and the alleged requirements of public and private life, the
national and international marketplace, and the community of citizens.
These “views from the 19805 will be the central concern of this es5ay.
Finally, T will return 1o my apening story, our choices as parents, the choices

Educating for Public Life / 203

for our daughter, in the hope that this will open another, too long neglected,
lens through with these issues can be discussed,

*\Education and Schooling, Public and Private:
Voices from the Tradition

Of course, much of the classical literawre in the WesLerp izjte}lecmai Hradi—
tien concerns the aims and forms of educating for ;?ubhc l!ife. One qmclkly
thinks of Plato’s argument in The Republic for a dlfferen.ualed e@ucatio}l
which would link innate differences in individual nawure wzth.the dtff.erenn—
ated roles necessary for a just polis as an attempt to recona}e public and
private.” in. Emile, Rousseau also attempts to link public and pm‘rate; the stat‘e
and individual personality, through a particular form of .educauon. Dewey’s
consequentialist treatment of the public and private pmva-des.a Eowe‘rful ana-
lytical toel for conversations about educating for public life. FOI- Dewey,
since the distinction between public and private twrns on an analysis of the
sphere of perceived consequences of interaction, ralheT }hanﬂ on ap]ieals to
motives, human nature, or inherent qualities, the “public or “private .quglb
ties of any institution or interaction are always a sulpec} of continuing
inguiry, Thus, for Dewey, it is perfectly sensible 0 inguire into Lh.c ways in
which institutions of private schooling may resul: in pubhc-educauon, while
institutions of public education may result in private schoolmg, )

Many more contributors to the classical literature on public a.nd private,
schooling and education, could be cited. However, th}S essay Wi}l focus on
more contemporary variants, many echoing these ¢lassical positions.

Educating for Public Life: Voices from the 1980s

in the United States, the 1980s turned out 10 be a time of vigorops,
broad-based, public, sometimes even philosophical debate abour education
and scheoling, the public and the private. While centered on some common
concerns about the relationships between democracy, sch(.)olmg, and L.hc
education of citizens, this debate also produced distinct positions. 1 have @15~
cussed these views elsewhere as alternative public phiiosopzlies of f.:ducatmn
and suggested some thematic continuities and differences® {In this cssay, ‘]
want to return o some of the main varieties of the 1980s” debates, with par-
licular attention to allernate treatments of the relations berween education

and schooling for public and private life.)

Limit Positions: R, Freeman Butis

In 1980, the noted educational historian R. Freeman Butts arguecl .thﬁt rhe{
civic purpose of schools, their role in educating for public life, is their “most
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fundamenia purpose.” In several souces,® Buis presents a conce
dation to ground this view and a set of detailed s
by which it might be achieved,

In brief sketch, Buns believes that ©
American schools is to deal with ali stude:
them and enable them (o play their paris a
ted, and effective members of 3 mod
should include the three basic

ptual fouy.
pecific pedagogical Practices

the goal of civic education o

nls in such a Way as 1o Imotivate

s informed, responsible, commip-

etn democratic political system. This ,

aspects; politicai values, political knowledge,

and the skills of political participation needed for making defiberate chofces
among real aliernatives.” At the cove of all three basic
aily held civic values. Buus argues that “the fundamental ideas and values
upon which our constitutional arder is built should be the core of sustained
and explicit study . . . from kindergarien through high school. ™

Butts devotes a great deal of atfention to an arg

ical values of central importance to American society. Five of these values:
Justice, equality, authority, participation and personal obligation for the pub-
lic good, concern the unum, the unitary tendencies; while five others,
freedom, diversity, privacy, due process and international human rights, sup-
port pluralism, the goals of pluribus.

For Buus, these core values define the American ethos, while politica)
knowledge defines the essential features of constitutional democracy, While
Butts is certainly aware that his decalogue of core values is the beginning,
rather than the end, of civie debate, he has no fundamental doubts about the
aims of education, For Buuts, there is a foundation of consensually held,
communal beliefs and enabling institutions which bind American society
into & community. The formation of an educated public requires that the

community learn these beliefs and be Initiated into these institutiong
tices. This is the fundamen:al

fundamental roje of public school

aspects are consensu-

ument for ten specific polit.

! prac-
purpese of public education and the
s and teachers,

Limit Position: Alasdair Macintyre

In a 1985 lecture, “The Ides of an Educated Public,’
Alasdair Maclntyre rejecis this foundationalist berspective and offers a radi-
cally different historicist account.” “Teachers are 1he forlarn hope of the
culture of Western modernity. . . . For the mission with which contemporary
teachers are entrusted is both essential and impossible. It is impossible
because the (wo mafor purposes which teachers are required to serve are,
under the conditions of Western modernity, mutually incompatible, ™
For Maclniyre, these incompatible purposes are, first, “to shape the young
PErson so that he or she may fit into some social role and function,” and sec-
ond, to teach “young persons how to think for themselves, how 1o acquire
independence of mind, how (o be enfightened,” In Maclmyre’s view, the

ater published in 1987,

Educating for Public Life / 205

ibili igvi ither of Lhese
e of modernity forecloses the possibility of achlevmgde.ion i
el First, thinking, at least in the Enlightenment 1raN1 : ,u]drds "
D ion of , i i jectivity. No standa
lMposmion of rational justification or rational ob;ecu}\]my Mo sundards o
some n}'{ no coherent notion of independent L}.ioug.i 01. g i
Barie ]} ¢ greement on what standards for rationality dl:l)(:, ne ]j)f- Sibiity
S i - e justified. T
A[n;i culture whose initiation into or masaex'){ ?{ C{;;lie eiig[eme e
N i ludes . . . the possibility :
re, “modernity exclu sib ¥ the existence of an
Madm};i public” and thus excludes the pDSS]blhly. of a Jusugdb di\,}i,dua;'mn
e d[calion in which the twin aims of sociglization and in
ic edu
?ubi; compainle. ic i in modernist culture,
" h th idea of an educated public incoherent i femnist culuue
o b i cation -
hviucan pub}?c; schooling be abou? For Maclniyre, public z r:me D e
ot i hanism to pr
omes a mec pri
educated public bec 2 me e private
s stion. “Take away such a public with shared sFandarfcls:v o th e
consumillh a .shared view of what the point of the society ?;1'(; hich s @
o W p ’ 1 ’
UOIcllaeus is, with a shared ability 1o participale in common pu{0 -
nuu reduc‘e the function of the liberal arts-and sc1e:};:§ ; ;M.m}um provision
g?a series of passively received consumer products. L'm(jes- e e ot
onti : g
i ‘ " such a system. Maclntyre © : b
inkering can “reform” suc . iyr “The concept of
tmk(:thn:iled public has no way of aking a life in c;‘?mempo;ary v
an e . ‘
al most a ghost haunting our educational syts.ten;si.n ot concideration of the
i : limit position A
hese two views can serve as SiLic ur <o Hon © i1
33:;?5115 surrounding educating for public life. B.uuss v}x]cv»}rl ah;ag‘!ide ¢ exits
q?me identifiable set of beliefs, values, and instltutlc{11s w 112 agd vide a four-
Z{a[ion from which educators can begin 1o develol]):rrc,u.m;gecﬂy S
i ic is dir
i injtiation of the young into a pu \ 1
the educational initiation o - AR
e Pint re’s historicist reading that these foundations have b; et
zdafroy)(;d in a modernist culture and that, since there 15frm E “1C1 ed puo)
o ive sense of pu .
i ibili herent, substantive s
¢ is no possibility for a co , : . ueavon.
th%ti Bupttt:‘s vie\z seerns to make too little problematic, Macln ):1 o ledves
o : ' €Co
as educators, with only forlorn hope. But even Maclnéyriazion;;} e
ulf, idea of an educated public, this ghost haunting oul: edu al systems.
a . » .-y
: {? 1oie the less . . . a ghost that cannot be exorcxsed.‘ To 5§ruigt0 i
1{5 n { what we know, Maclntyre writes, would require t;gc (;e p———
ke ¢ : i i - reinventing a kind ¢
ir venting or reinve . !
the requirements of in vent ormunity
talliiec;lllzlces no?or no longer exists. How can this kind of community
W
iswers? '
ived? Where can we look for ar : b s
Cﬂ;;fi next section considers three views from. the ].98?5 \?ﬁarbqu N
se between the Scylla of Butes’s sangunmyl z;nd Lfl;u narbycts o
Mac! 1. in Habits of the ,E. D,
t Bellah, et al.
re's forlornness. Robery , . . teart, 5
z'aC[clllt)i/rlleCuuumi Literacy and Henry Giroux in Schooln?g anfri rrh)cl]blicg{;i[efm
1Irosl Life all engage the problems attendant to educating nsc; e
Pu}tlcres' of modernity."® In their views, echoes of the .respc;lc 510
i . tmiti jtions an .
zlassical literature and the contemporary iimiting posit




206 / James M. Giarelii

Educating for Public Life: Views from the 1980s

Robert Bellah, et al. in Habirs of ihe Heart take up the central questiong
concerning the public and private and educating for public life: What are ouy
“habits of the hearl,” our “character,” and how do we define ourselves ang
our lives with others? What do our signs and symbols mean to us? Do they
give our lives meaning or fail i? Ay the core of the problem Bellah, et al. find
an ideology of individualism whose pernicious effects threaten democracy,
freedom, and the very idea of a public commurdly. Ir: response, they offer ney
so much z philosophical analysis, as a kind of bublic knowledge, which they
call social science as public

wedded to normative concerns with the aim, net of objective knowledge, huy

tions of relazion~marriage, family, therapy, civic, and voluntary

associations—as the sources of these meanings.

Bellah, et al. share some of Maclntyre’s scepticism abouy modernily. While
cognizant of the historical prejudices of earlier traditions, they wonder aloud
if the only effective counterforce 10 a fragmented culiure of possessive indi-
vidualism is some version of a telic tradition, a 1radition which could supply
a vision of the meaning of life as purposeful striving for some “Good,” some
higher, larger, more general, perhaps more objeclifiable moral purpose.

What is important is the contribution Habits of the Hear makes to the

problemn of educating for public life, Bellah, et al. argue that educating for
public fife requires some notion of a shared, substantive, comman good tran-
scending private choices. Communication alone is not the answer; appeals to
a received tradition are impossible. Some new foun of integration, which
they call a sociai ecology, and discuss in (erms of a culture of coherence and
communities of memory, must be achieved through a social and educational
movement, For Bellah, el al. theye is a paideia, a configuration of educational
institutions that teaches an intellectually and morally intelligible way of life,
but & persists too often apart from the “first language” interchanges of state
institutions, such as schaols, and the sphere of accepiable public discourse,
It is in the “second language” discourse of wider assaciations that we
encounter and employ traditions that begin with tonsensus, instead of free,
isolated individuals and thys start with some shared assent 1o the possibility
of a common good,

These second languages, traditions of shared memory and purpose, can
then serve as the starting points for puhblic education. It is not enough 10
have ones tradition re-1o1d in the first language of public discourse and
become another item for tonsumption, enjoyment, or disparagement. For
Bellah, et al. it is esseniial that anes story be re-1old in the language in which
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know to be literate, and that it is the primary purpose of public schools, thejy
civic aim, 1o transmit this information through direct instruetion.

Hirsch offers a straighi-forward agenda for accomplishing this, First, pan-
els of experts, such as textbook publishers and educators will decide en the
conternits of the national vocabulary—iha background information, specific
[ragments of national culture, into which the young need 1o be inducted by
direct transmission, This specific cultural content, what Hirsch calls an
extensive national curriculum, will be the suulf of public schooling. 1t wiii
Provide the schemata, what Hirsch calls in other places, slereotypes, forms of
mental shorthand, organizing tools, for processing the intensjve curriculum
of everyday experience through contexts of accepted cultural meaning. These
items of cuitural tteracy will provide the calegories by which experience can
be encoded into habitnal meanings that have been usefu] in the past; they
will conserve the traditions of the civic community as expressed in the sym-
bols of the educated culiural elite. Finally, general knowledge tests will he
developed 10 assess the efficacy of such learning,

For our purposes, the primary question concerns the tension in Hirschs
work between the descriptive and prescriptive. For example, some may find
Hirsch an echo of Buis' position that there is a normative, political commu-
nity and debate over its fundamental beliefs and values should ground the
substance and aims of public education, However, Hirsch waffles on the nor-
mative status of his project. He writes that “cuitural literacy is represented
not by a prescriptive list of books, bu rather by a descriptive list of the infor-
mation actually possessed by literate Americans.”™ In another place, he
argues that the tension between diversity and conununily, the one and the

many, can only be resolved by a cultural division of labor. At one level, there
is 2 need for a kind of civic religion, a value-laden set of beliels about the
normative purposes and ends of the public community. At ancther level i
culure itself, directed by civil religion but in constant development of con-
tent through debate and inteileciual exchange. And finally, there is a civie
vocabulary, that value-neuiral set of symbels and consensually held mean-
ings which allows debate in the other two realms. Hirsch holds that his list of
cukural literacy, value-neutral and descriptive, falls into this domain, Yet, in
other places Hirsch is deeply conflicted over this issue, He quotes Plato
approvingly that there are “good reasons for being concerned with the specif-
ic contents of schooling, one of them ethical . - whether a person is 10 be
good or bad.™" Hirsch writes of hew cultural literacy places “higher value”
on natfonal than on local information and conceptual knowledge over practi-
cal knowledge. Unless Hirsch is committing some gross form of the
naturalistic fallacy, detiving an “ought” from an “is”, the claim that because
there is shared cultuyal content, then we ought to induct the young into i, it
is clear that Hirschs culiural fragments are both desctiptive and prescriptive,
Hirschs list of “what Americans know” can equally be labeled, for Hirsch,
"what Americans ought to know.” And while such prescriptivity may well be
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camnot consist of the piling up of elite cultural knowledge or the initiation
into a prescribed list of foundational ideas, Rather, ecucation for public life
“becomes a process of dialogue and commitment rooted in a fundamental
beliel in the possibility of public life and the development of {orms of sol.
darity that allow people to reflect and organize in order 1o criticize and
constrain the power of the state and to 'over:hrow relations which inhibit
and prevent Lhe realization of humanity.™ For Giroux, eduration for public
democratic life requires the promotior of a kind of active agency which
could critique and eliminate the “ideological and material conditions tha
promote various forms of subjugation, segregation, brutality, and marginai-
ization, often expressed through social forms embodying racial, class, and
sexist interests. "

Public education, in this view, as the empowering of counterpublic
spheres of resistance and public re-invention, focuses on strengthening the
“horizontal ties hetween citizen and citizen,” rather than the hierarchical rela-
tions between citizen and the state, market, and cultural elite.” In this view,
public schools serve as aiternative public spheres in which the borders that
distinguish groups and individuals provide the educative occasions for the
feconstraction and validation of authentic difference and enabling solidarity.

At the core of Giroux’s work is the effort 1o address directly the imperative
of prescriptivity while avoiding both relativism and authoritarianism, Ls there
a democratic form of authority, a way 1o talk o the common, public good
without imposition, a way o advangce 2 particular ethical and political view of
democratic community and democratic public schools without indoctrina-
tien? Is there any way to avoid the imperative of prescriptiviry?

For Giroux, if all educators have either an implicit or explicit vision of who
people should be and how they should act within the context of a human
community, the basis of authority thraugh which they structure classroom life
is ultimately rooted in guestions of ethics and power. Theorists of public edu-
cation express a continuum of views on authority. Cultural conservatives, such
as Hirsch, locate educational authority in the unproblematic reproduction of
dominant culture. Liberal theorists also locate autherity in tradition, although
tradition #sell is characteristically seen as conflicied, 25 in Buust decalogue of
pluribus and unum political values and Bellahk appeal to the practices and
memories of second languages which compete with public speech for legiti-
macy. Maclntyre’ deep pessimism about the possibility of locating any source
of public educational authetity in modernist culture is strongly echoed by
many leftist or critical educators who view all authority as autheritarianism
and thus are unable to defend any notion of a public education,

In Education and the Struggle for Public Life, Giroux offers an explicit alter-
native view of educational authority. For Giroux, drawing directly from the
work of Kenneth D. Benne,* authority can be grounded in rules, expert
knowledge, or the ethics of a democratic community. These alternate sources
ground competing models of teaching, scheoling, and public education.
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Rule-based authority depends ultimately on state power for cnforceme:;u
and thus supplies the logic {or state education. In this view, teache.rs are tech-
nicians of the stale’s ideological apparalus and educating for. pubilic life is, ml
practice, a functional preparation for the existing normauvc.: and. p(‘ﬁz?aca
order. Authdxity based on expertise depends ultimatelx on epistemic ‘da1.ms,
themselves deeply implicated in relations of power and interests. In this v1ev‘v‘
teachers are autonemous professionals, teaching is a service mdus@z \;vhe-le
knowledge is exchanged as a commedily to .lea.merl.con.sumc::rs for a fee in
markets called schools. Educating for public life in this view e}lber falls away
in favor of something called “cheice,” or is lccnstrued as effective preparation

F nati international consumer culture.
fm‘r'l;ju((_)}?ri}uaidneilher of these positions can sustain }‘ustiﬁa!:le pl‘aCLiFeS of
democratic public education. In contrast, educatienal agthomy based m.lhe
morality of a democratic community, what Giroux sometimes .calls.e.r{aanc:]l]ial
tory authority, rests not on appeals to state power or epistemic privi ege, bu
rather on the educational practices which encourage a.nd a‘ﬂlo.w Slr?-n-g
democracy,” itself marked by a :‘;:Tiiizcmy educated by public thinking, polii-

i and social action.”

Ca}]iu?lﬁlsns;[w, teaching is a form of public, intellectual practice‘ legiti.ma.tcd
not by its endorsernent by the state or claim to veradlfaltt}a but by brmg];?g
critical knowledge Lo bear in creating discussion of social [reedom and public
transformation. Teachers are not state technicians or aulonomous p.rofesswm
als, but rather public educators; and educating for public life, .whlle ?lways
grounded in the problematic contests and relations of real experience, is syn-
onymous with schooling itself.

One central aim of this essay has been to problematize the question olf edu-
cating for public life. As this biief review of views from the 19893 has s:.mwn,-
almost any agreement on a common vocabulary, set of starting points or
ends-in-view for a breader alternative is unavailabie. Indeed, th.(’. fur.uiamen—
1al terms of the question seem forever trapped in the hermgnegtlcal circle.

In the last section of this essay, I will return 1o the beginning story ab(?ut
our daughter’s educaiion as an opening into another, perhaps most central,

problematic, the role of gender.

Overcoming the Tradition: '
Education, Gender, and Public $chooling

The last thirty years of research on, about, and fc.)r women has taught us lh}';][
it is no longer acceptable in rigorous sclmlar.sh.lp 1o talk of pers%ns] in ;1 e
abstract, apart from their location. Thus, it is important to reca 11 13}\;\] \ 16:t
“child” in my opening siory was a daughter, a young woman, a [emale. Wha
does educating for public life mean for her?
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Another central element in that same scholarship
fundamental questioning of the concepts and cat
male-dominated, academic discipiines have been constructed. Jane Roiang
Martin writes: “Since the 1970s, research has dockmented the ways in which
such intellectyial disciplines as history and psychology, literature and the fine
arts, sociology and biology are biased according 0 sex. This work has
revealed that on at leagt thyee counts the disciplines fall shoyt of the ideal of
epistemological equality for women: they exclude women from their subjecy
matter, distozt the female image according to the male image of her, and deny
value 1o characteristics the sociely considers feminine.” Poliical and educy.
ticnal theory have nat escaped this scrutiny or indictmeny.
At the core of this ferninist work within political
has been 2 reassessinent of the ideas of the public and privae, productive
and reprocuctive, spheres. In Jean Bethke Elshtaink analysis of the classic
statemenis of the Western palitical tradition, she finds the public and the pri-
vale as basic “guides to our orientation in the worigd, »
For some political theorists, “the public and private recedes into the back-
ground of analysis . , . because the existence of these spheres is simply
assumed.” Others believe “(hat the private shouid be integrated fully into an
overaiching public arena,” while others call for the “privatization of the public
reaim with politics falling under its standards, ideals, and purposes,” and stil]

on women has beer, a
egories around which

and educational theory

others cail for a “rigid bifurcation between the (wo spheres with (J1e private
realm conceived strumenzally, treated as a necessary basis for public Jife hug
a less worthy form of humap activity™ For Elshtain, these ways of distin.
guishing the public angd private are “unacceptable as the basis of the
reconstructive ideal,” as part of the effort 1o recast “public and private bound.
aries 10 preserve each et reach towards an ideal of social reconstruction, ™
The suggestion that political theory, and for our particular purposes, edy-
cational theory, by focusing exclusively on received notions of the public is
sexist, Is addressed in athers forms by feminist philosophers of science and
social scientists, Sanera Harding writes that the focus on men and ment
i Us 1o ignore such crucial issues a5 how
changes in the social practices of reproduction, sexuality, and mothering have
shaped the siate, the cconomy, and other public institutions ™ Marcig
Millman and Rosabeth Moss Kanter note how 2 focus on “public, official” role
Players and situations and neglect of the “private . . . informal, local stryc-
tures in which women participate mos; frequently” results in 4 failure 1o
understand “(he interplay between informal, interpersonal networks and the
formal, official social structures.”™ Heidi Hartroann views the family, the para-
digmatic “privage” sphete, as a “location where preduction and redistribution
take place. As such, it is a location where people with diffe
interests often come into conflieg with one another. "
This and much other scholarship clearly demonstrates hov traditional dis-
tinctions and vaiorizalions of public and private, the preductive and

rent activities and
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virtues and competencies such as efficiency ar rationalily are desiderata in
some aclivities of the private world, while so-called private virtues and cormn-
petencies such as nurlurance ard courage are requirements for an enabling
and genetous public life. 1f the aim of public education is educating lor pub-
lic life, forming and re-forming publics, then the purpose of schooling is to
prepare people in the multiple exceliences that give a public its quality, dis-
tinctiveness, and sclidarity. And it is in large part the discourses of the
private, reproductive practices that give public discourse its substance and
its possibilities for education.

Conclusion

Every distinction, and perhaps especially that between private and pubiic,
productive and reproductive, masks power and claims of privilege. Feminist
scholarship has shown both the distorting consequences this has had in the-
ories of public education and opened a lens on a reconstructive ideal in
whose light our daughters, and sons, may, in Dewey’s terms, “learn to be
human.””
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in 1985, one of the participants ('m sorry 1 forget her name) remarked in one
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keep it in my mind and heart as 1 ny (o write philosophy. This opening story is
an effort in that direction.
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