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Introduction

Robert H. Haworth

As I sit to write this introduction I am reminded of a particular teaching experience I had almost a decade ago. During class, I was passing out the dreaded federal standardized test when one of my students who considered himself an anarcho-punk yelled out, Hey  Mr. Haworth, you are a fucking sell-out! I couldnt help but think about the two decades I had been involved in punk and hardcore, as well as the intense collective work many (including myself) had participated in throughout those years. How could I be a sell-out? I stopped everything and asked him what it meant to be a punk, and how he identified and acted as an anarchist within the overwhelming functions of the state and capitalism? I went on to ask the rest of the class specifically, If I dont have a certain punk aesthetic and work as a teacher in the public schools, is that considered selling out?

After that experience, I went home frustrated. As a student, I didnt like high school or the ridiculous standardized tests either, but I asked myself an important question: Was I doing something different in my classroom or just reinforcing and reproducing state and corporate interests? As an educator, I worked diligently to teach through a more creative, dialogical, and critical framework. I worked as a social studies teacher because I felt it was a space where I could engage students in important discussions surrounding the problems of capitalism and the injustices in the world. I believed public schools were potential spaces to experiment in different pedagogical practices and at the same time cultivate dissent against a system that has been so oppressive to young people and anyone living outside of dominant cultural practices.

I have to be honest that I dont agree with my students judgment that I am a sell-out, although there are times I feel differently. Throughout my transition into academia, I have realized how much those comments and that conversation with the class had an impact on my thinking. Experiences such as these have led me to think more critically about the complex relationship anarchism has with education. In fact, the more we engage in conversations about these intricate relationships the more we see that they are filled with tensions and ambiguity. Should we place our bets on a state-run educational system that anarchists have always been skeptical of (including my student)one that is hierarchical and extremely authoritative? For me, and probably my old student, the answer is no, but I dont make that decision lightly or without bringing up more inquiries.

For example, scholars within critical pedagogy (see Paulo Freire) have not only written extensively on pedagogical processes that question and resist authoritative structures, but they have also taken into consideration the transformative possibilities and spaces of resistance that teachers form within different public school settings. Tensions definitely emerge with the deskilling of teachers (Giroux, 1988) as our schools are inundated with prescribed curriculum and there is very little room to discuss ideas and critical perspectives outside of the scripted materials. On the other hand, anarchists have taken a different direction. Historically, anarchists have steadily criticized the state and public schools and have considered them mundane institutions that uniformly reinforce capitalism and hierarchical models of control. However, over the last century, anarchists have made numerous attempts to create educational processes that transgress authoritative factory models and deterministic curriculum of the state and corporate entities (see Paul Avrich).

The early twentieth century was full of criticisms and philosophical discussions surrounding education. John Dewey and others brought into question the very nature of schooling and what it means to be an educated person (see My Pedagogic Creed). Unfortunately, many progressive criticisms and pedagogical practices had limitations. Their notions of education were more in line and embedded in school reform under the state and limited to what can be imagined and created within a managed or representative democratic society. One of the many significant anarchist voices that challenged state-run schools and their oppressive pedagogical practices was that of Emma Goldman. Inspired by Francisco Ferrers (1913) work in Spain, Goldman wrote scathing critiques of classroom teachers, specifically their troublesome teaching practices under capitalism and the suffocating implications they had on the larger society: The ideal of the average pedagogist is not a complete, well-rounded, original being; rather does he seek that the result of his art of pedagogy shall be automatons of flesh and blood, to best fit into the treadmill of society and the emptiness and dullness of our lives (p. 8).

Clearly Goldmans statement is not limited to that particular time period. Her foretelling words resonate deeply into schools in the twenty-first century. In many cases, schools are still dull and lack inspiration, creativity, and spontaneity. From an anarchist perspective, public schools are connected to and guided by the state, whereby they are infused with authoritarian relationships between the student and teacher, they uphold corporate structures and are inundated with standardized curriculum. Under these particular state structures, teachers work lacks autonomy and many (particularly failing schools under federal mandates) are forced to conform to curriculum standards, meritocracy, and quantitative outcomes.

Therefore, important questions need to be addressed. For example, Are there spaces where discussions surrounding education and connections to anarchism are occurring? and Are there movements to create alternatives to schooling under capitalism and state structures? It is quite evident that the body of writings by Goldman and others who challenged the dominant practices of state-run education are considered less frequently within academic settings and in the larger public school discourse. However, there are locations where alternative learning spaces are being created and where discussions are happening surrounding anarchist pedagogies. This is particularily evident in the struggles against neoliberalism and in the current Occupy movements. Yet it is still not seen as a relevant philosophy or theoretical framework. This should probably not be a surprise to anyone. For over a century, anarchism has been predominantly misunderstood and definitely misrepresented in political, economic, social, and cultural spaces. Graeber (2004) points out that most academics seem to have only the vaguest idea what anarchism is even about; or dismiss it with the crudest stereotypes (p. 2). Unfortunately, the dismissal of anarchist thought tends to move even further away when discussing philosophical and theoretical frameworks in education. Although there are many educational researchers who frame their work within critical perspectives (Marxism, neo-Marxism, Autonomist Marxism, and Marxist Humanism), the majority of research and teaching practices are confined to liberal and conservative ideological debates.

The issues emphasized above are some of the major factors that motivated me create this book. I wanted to emphasize the important contributions anarchism has made to educational praxis. Additionally, I wanted the book to disrupt dominant discussions regarding formal state-run education and explore the more creative spaces of resistance that emerge out of anarchist pedagogies and nonstatist structures. Moreover, from the body of work illustrated by the contributors, it is evident that there is not one defining position on anarchist pedagogy. In some cases, the fluid characteristics of anarchism and the pedagogical processes that individuals and collectives engage in are situated and nestled into the different educative spaces we inhabit. With this in mind, within these pages there are opportunities for anarchists to explore and critically reflect.

Knowledge and the Marketplace

This leads me to consider another important factor as to why I wanted to create this volume. There is a critical need to realize anarchism within an educational context in order to provide alternatives to the intensive shifts to universalize global capitalism at all levels of society. Part of this shift is due to the fact that, conservative, neo-conservative, and neoliberal educational reforms are gaining momentum and have been quite successful in making their arguments clear and concise (DeLeon, 2008, p. 137). As globalization from above has dominated the discourse surrounding educational reform so has the relationship solidified between knowledge production and marketplace values. Michael Peters (2009) describes the shift into the creative economy as a way of moving the global economic order into one that focuses on the growing power of ideas and virtual value chainthe turn from steel and hamburgers to software and intellectual property (p. 45). Education is thus adrift within the shifting tides of capitalism. In fact, Dokuzović and Freudmann (2009) point out that even investors in the music industry are altering their capitalist energies to focus on education, highlighting that knowledge is a tradable commodity and considered profitable. With the massive international movements to standardize curriculum, commodify knowledge, and privatize public institutions, it is evident that state education has deepened its relationships with capitalism and embracing the move to the new knowledge economy (Giroux, 2004; Saltman, 2007).

But why should anarchists care about how capitalism and the state operate within educational structures? Public schools and universities under state control continue to have oppressive tendencies. They rely on relationships and financial backing by corporations, while operating extensively under hierarchal structures. These modes become intensified under neoliberalism and the attempts to universalize globalize capitalism.

However, it is vital that we not view or discuss these dominating forces as impenetrable (Day, 2007). According to Day (2004) a multiplicity of new forms of struggle is emerging (p. 741). Struggles within multiple fronts contest the overbearing reaches of global capitalism. Students, workers, activists and other community members have organized in different capacities. They form creative and innovative interventions that challenge the dismantling of public spaces, while at the same time, create alternatives to state and corporate forms of social organization (Day, 2004, p. 740).

At the university level, it is vital to recognize that contemporary uprisings to contest neoliberal policies and austerity are not movements to reclaim these institutions in order to rewind them back to some romanticized liberal democratic spaces. In contrast, the movements are much more privy to the complex historical problems of how universities operate, they are working diligently to distance themselves from the reestablishment of these structures of the past. However, if universities operate under rigid and hierarchical settings, why are they important within an anarchist context? Stephven Shukaitis (2009) makes an important argument that one can find ways to use the institutional space without being of the institution, without taking the institutions goals as ones own (p. 167). Shukaitiss suggestions are important to underline as the movements to contest neoliberalism unfold. As we participate in liberating spaces out of the clutches of neoliberal policies and global capitalism, it is critical that anarchists continue to develop their reflective capacities.

Within an educational context, such discussions bring forth significant implications. Currently, there is an incredible need for anarchists to interrupt the authoritative and deterministic nature of state-run compulsory schooling and at the same time, continuing to immerse themselves in creative reflective actions which are not always present in contemporary movements. Unfortunately, anarchists have been inconsistent in constructing critical reflections surrounding their pedagogical practices. This has led some to criticize, and in most cases dismiss, anarchist experiments in education. Suissa (2010) recognizes some of the pedagogical vulnerabilities within anarchism: As far as educational practice is concerned, there are several weaknesses in the anarchist account. Primarily the sparse attention paid by anarchist writers to the issue of pedagogy both exposes this account to theoretical questions about the most appropriate pedagogical approach and opens the door to questionable pedagogical practices (p. 149).

As anarchists negotiate the difficult terrain of shaping different pedagogical practices, they cannot be dismissive of Suissas concerns. Questions surrounding how power operates within these educational spaces demands ongoing external and internal struggles. Although Graeber (2002) highlights the diverse functionality of consensus and how collective actions enable individuals to create proposals and allow initiatives to rise from below and without stifling dissenting voices (p. 71), these processes do not occur by happenstance. Within these unique spaces, particular anarchist pedagogies do emerge. But as creative organizers and activists, how do we continue be diligent in confronting the overbearing racist, classist, sexist, and homophobic structures we are so immersed in? One example anarchists may consider is the work of French philosophers Gilles Deleuze and Flix Guattari (1987), who in the past have advocated for a continuous critique of how we take up transformations in our attempts to escape capitalist lines of flight. Thus, stressing the major point that movements wage permanent struggle within their own collective organizations; thus working to guard against the potential of emerging microfascisms.

Similarly, while there is a need for anarchists to emphasize their struggle within their own collective organizations and movements, there is also potential for these processes to offer insights into our pedagogical practices and educational spaces. Similar to how the critical educator (within a Freirian context) uses reflective practices to challenge the authoritarian and antidialogical learning environments in the classroom (and in the larger society), anarchists must value those reflective insights that transform the infoshops, the free skools, the independent media sites and other autonomous locales.

Broadly, this volume seeks to highlight the multiple sites where anarchist pedagogies operate and where they extend throughout the different locales and communities where knowledge is produced. Moreover, because these spaces and theoretical frameworks are consistently being renegotiated and reimagined, I understand that the following contributions are in no way conclusive. These examples are the subjectivities that surface within the cracks and in-between spaces that disrupt the oppressive practices of capitalism (Holloway, 2010).

In the final portion of the introduction I will briefly discuss how the three main sections of the book can help expand our understandings of anarchisms historical contributions, contemporary anarchist pedagogies and experiments, and finally, the important influences other philosophical and theoretical frameworks have on anarchist thinking.

Learning from Past Experimentations

In the first section contributors provide vital discussions into past experiments in anarchists pedagogies, their implications for contemporary public schools, and new educational experiences and subjectivities. There is a serious need for anarchists and other radical pedagogues to revisit some of these historical critiques and philosophical conversations. Conceptually, the section was inspired by Judith Suissas (2010) argument that the relationship between anarchism and education has been undertheorized. I concur with Suissas assessment. For anarchists, it is important to question, reflect, and further theorize on the wide-ranging historical experiences that anarchists have created. Furthermore, taking into consideration what these practices might mean for those exploring education in contemporary times and future spaces. It is my desire that these critical reflections help rekindle the anarchist spirit in not only critiquing compulsory schooling under the state and capitalist structures, but by revisiting arguments regarding education that are outside of hierarchical, authoritarian, and formal state institutions.

Anarchist Pedagogies: Situated Knowledge and Actions

Anarchists take into account that knowledge is produced through situated processes. On a larger scale, Janet Conway (2006) describes knowledge created in twenty-first-century social movements as largely tacit (p. 1). Through Graebers (2009) ethnographic research, situated knowledge is evident within the movements diverse organizational strategies and learning processes. In his book entitled Direct Action: An Ethnography, Graeber illustrates how individuals and collectives recognize the oppressive nature of hierarchical and authoritative structures, thereby helping to build alternative venues to engage in particular pedagogical practices that represent those horizontal and mutual spaces. Additionally, these situated spaces highlight the intricate and sometimes delicate affinity between the different activists and organizations.

Adding to the literature of direct action and critical ethnographies, Conway, Graeber, and others have engaged in documenting the movements diverse narratives and organizational experiences. Contributors in the second section of the book add voice to some of the contemporary challenges in these educational spaces. Authors explore ways in which active learning takes place in the streets, free skools, unions, and even the potentialities within the structures of the university. The narratives offer new perspectives into the ongoing challenges of collectively building spaces of learning. At the same time, the discussions also offer some interesting discernments regarding the tensions that occur when entering into these mutual, horizontal, and voluntary spaces. These educational projects help us better understand the complexities of teaching and learning within anarchist spaces, not so as to construct deterministic or objective goals, but rather to envision such projects as ongoing and continuous processes.

Philosophical Perspectives and Theoretical Frameworks

To help us navigate this section, Jesse Cohns (2006) description of anarchism as a theoretical magpie cannot be overstated (p. 97). In fact, Cohns remarks not only demonstrate the complexities of anarchist thinking but underline the important need for anarchists to be critical in how anarchism attaches itself to certain frameworks. Because of anarchisms fluidity many anarchists have taken up multiple directions regarding educational practices. Historically, Rudolf Rocker (2004) viewed anarchism as existing beyond a fixed and self enclosed social system. In his discussions regarding anarchism and pedagogy Armaline (2009) suggests not only that anarchism is fluid but that it changes with the needs and will of those who (re)produce it. (p. 136). Similar to Ferrers (1913) work, Freire was concerned with dogmatic processes that were prevalent within education and in many of the liberation movements of the 1960s. Much of his work embraces teaching and learning as a dialogical process, where education is a processes of exposing and contesting authoritarian power dynamics between teacher-student and student-teacher relationships. Additionally, he describes the importance of having a respect for the autonomy of the student (Freire, 1998, p. 59). The naming or exposing of power, as well as acting against oppressive perspectives, becomes an important transformative educational experience toward critical conciousness (Freire, 1972; Kahn, 2009). Although Freires work is invaluable in discussing liberatory and transformative ways of teaching and learning, it is important to mention the theoretical tensions his work has within some of the current literature surrounding anarchism and poststructuralist thought.

In the mid-1990s, Todd Mays (1994) work broadened theoretical and philosophical thinking between anarchism and poststructuralism. Constructing relationships between Deleuze and Guattari (1983; 1987), Michel Foucault (1980), and others, May reopened the conversation surrounding the fluid traits of anarchism and its connections to poststructuralist thought. Other poststructuralist thinkers in education, including Diana Masny, whose work incorporates Deleuzian perspectives on literacy, have critiqued and extended the discourse regarding transformation. Masny does not disagree with Freire that transformations take place within individual subjects, but her work is concerned with how transformations are taken up. For Masny (2006), transformative education discussed within the Freirian context is too linear and deterministic. While Freire was correct that we are always becoming in the world, Deleuze and Guattari (1987) contested our understanding of transformation as moving in a unidirectional path of liberation and critical consciousness. Therefore, subjects do not transform into something that is good or bad, but recognizing that, we are becoming other than.

Additionally, the authors in the third section facilitate important philosophical inquires into anarchist theories that emerge out of constructing complex pedagogical practices. As anarchist pedagogies unfold, important questions regarding national borders and the nation-state, gender and queer theory, the difficulties of working in and around state structures, and questioning our personal assumptions about teaching come into fruition. Within these knotty discussions, the authors are able to discuss some of the challenges and navigate the fluid intersections between the social, political (micro and macro), and cultural spaces. Therefore, this section cultivates philosophical and theoretical conversations about the experiments we are constructing to escape education as an oppressive machine of capitalism.

In closing, it is difficult to say if I could give my old student a definitive explanation of how we can challenge dominant educational practices (or even grapple with the definition of punk). Public schools are still moving in extremely unhealthy directions that are, in many cases, irreconcilable even under state and capitalist structures. The intention of this book is to think differently about some of these complex educational issues and their relationships to anarchism. As Armaline points out, anarchist theory contains a component of self-reflection and self-critique (p. 136). With this process in mind, it is important to recognize that our creative responses to construct anarchist pedagogies are not linear or deterministic. Rather, the intricate networks of situated knowledge provide important insights into how we might envision different educational experiences and processes thus offering the potential to transform our collective work.
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SECTION I

Anarchism & Education: Learning from Historical Experimentations


DIALOGUE 1
(On a desert island, between friends)

Alejandro de Acosta




	A:
	   
	Even in the strangeness of our isolation, you want to discuss something you call anarchist pedagogy? Havent we been circling around this topic for some time now? Well, if I understand your expression, it is already underway.



	B:
	   
	Yes, it has been underway for centuries.



	A:
	   
	And yet, here in our isolation, we feel the need to talk it over again. Whats more, if I know you, you will want to narrate a myth of origin 



	B:
	   
	Remember, always, that it is just that, a myth, a story.



	A:
	   
	So maybe I am the one who is inclined to fabulate here. We agree that it is underway, but it begins again, is renewed, in the posing of a new problem. Not merely ridding ourselves of the problems whose names are so familiar 



	B:
	   
	 and just why is it that the names school, schooling fit these familiar problems so well? 



	A:
	   
	 rather shifting attention and interest to a new set of, lets say, unschoolish problems.



	B:
	   
	Is this the concern that made me want to talk? From one problem, one frustration to another?



	A:
	   
	Not every problem, not every frustration is identical. There is great virtue, one could even say will power, in selecting ones greatest problems. You have spoken macroscopically, as if from a great distance. But I will remind you that, here on our island, it is wisest to speak microscopically. Have we not been teasing out the fine grain of a redefinition of freedom, endlessly rediscovered, a shift from opposition to invention (and affirmation)? Though neither of us willed this our isolation, is that research not one of the ways that we have come to accept, even desire, our prolonged stay here?



	B:
	   
	Well, there is your story, finally: from freedom as the remainder of an agon, a struggle, a combat (the operation impure, the fight always on the verge of returning, a mark, a brand on the body of the free) to freedom as self-invention, creativity, undiscovered potential.



	A:
	   
	Now that these first words have passed our mouths, I see the strangeness of this story. We have been speaking with each other for a very long time. Now I want to ask you: invention, creativity, potentialof what? Of the human?



	B:
	   
	Perhaps. I have invoked schools, schooling and to many this suggests the idea of the child. Of course, though here on the island we have not seen children for some time, surely we have not been here so long as to forget all that. I think the suggestion is deceptive. I doubt that we will discover some pure freedom here. We have long agreed that is nonsensical. The unschoolish freedom in question is something else than what we imagine the human animal is doing in its untrammeled youth.



	A:
	   
	Yes, what we are after is something other than the infantilization of everyone 



	B:
	   
	 including youth. It is a question of knowing just what a myth, a story, a fable is.



	A:
	   
	An adventure of ideas? Not just of images and symbols?



	B:
	   
	We are exploring the island, again 



	A:
	   
	In this adventure of ideas, we might take up your strange couple: a word that says not-something (anarchy) and one that says  yes, someone, a companion (pedagogy).



	B:
	   
	Let us become interested in this unlikely coupling, if only because it is another name for the ever-repeated birth of another people  our silent, invisible companions here?



	A:
	   
	It is pleasant to think of them. It is also pleasant to suppose that every generation will amuse itself by cultivating the prefixes no-, un-, de-, an- as so many prefaces to what I call its compelling new problem, rediscovered, reinvented 



	B:
	   
	Or to what I will still call a frustration, one which is not humiliating and becomes, in time, a fascination. Remember our arrival here, the first few years 



	A:
	   
	What else is there to do, if we agree that it is already underway?



	B:
	   
	More or less everything. But, in this myth, which is a little bit more yours than mine, in these birth stories, these genealogies, we might learn how to be fascinated by a series of recalcitrant minorities 



	A:
	   
	Our companions, now less silent, less invisible: a fringe that invites us to reconsider where we had placed the center of our island, and so to conceive its problem as our own.



	B:
	   
	Yes: for them it is already underway, and, from them, we might learn that the same is true for the rest of us.






CHAPTER 1

Anarchism, the State, and the Role of Education

Justin Mueller

Education has played a particularly important role in the history of anarchist thought and practice, perhaps more so than any other political philosophy aimed at social transformation. This is in part because, for anarchists of all stripes, education has never been simply a means to achieve a new social order. It has been, rather, part of the very practice and prefiguration of the anarchist ideal of creating freer and more critical minds, and more open, cooperative and nonoppressive relationships within society. As a result, understanding the peculiar nature of the role of education for anarchism can help us better understand the relationship between anarchist educational theory and its relatives in the broader circles of libertarian or radical education. It can also help us underscore the tremendous differences between the anarchist conception of education and that of historical and contemporary statist and capitalist pedagogies. Finally, a greater understanding of the role of education within anarchist theory can help us clarify the means, aims, and ideas of the wider anarchist movement and tradition. First, however, we will briefly look at what is meant by anarchism and provide a basic foundation for further discussion of its values and criticisms of the existing state of education.

A Brief Sketch of Anarchism

Anarchism has had a rather bedeviled career, maligned by many, misunderstood by most, and marginalized even by erstwhile theoretical allies. In the popular imagination, it is often seen as simply synonymous with chaos, disorder, or violence; more likely to evoke the image of a smashed Starbucks window than a nuanced philosophy based upon principles of economic and political equality (Starr, 2000). However, the anarchist Emma Goldman defined anarchism in this way:

Anarchism, then, really stands for the liberation of the human mind from the dominion of religion; the liberation of the human body from the dominion of property; liberation from the shackles and restraint of government. Anarchism stands for a social order based on the free grouping of individuals for the purpose of producing real social wealth; an order that will guarantee to every human being free access to the earth and full enjoyment of the necessities of life, according to individual desires, tastes, and inclinations. (1911a)

Such an idea hardly seems to warrant immediate dismissal. Rather than social disintegration, the normative principles and organizational ideas in anarchist theory advocate social, economic, and political arrangements that affirm a strong valuation of individuals as ends in themselves, a commitment to egalitarian and democratic methods, and a staunch opposition to hierarchical institutional power arrangements that subordinate some individuals to others. Fundamentally, anarchist theory operates under the notion that people can and should determine the direction of their own lives, and that social arrangements should be constructed with this aim in mind.

In answering the simple question, What is anarchism? it may help to begin by thinking rather of anarchisms. The term anarchism really refers to a cluster of ideologies, movements and theories that share a family resemblance to each other, rather than to a largely enclosed and holistic system of thought (Gurin, 1970, p. 4) like Marxism. In this way, the wide variety of often conflicting opinions that fall under the label of anarchism, especially regarding along what lines a future society ought to be ordered, should not be viewed as simple internal contradictions. Rather they represent an experimental plurality of possibilities that may be more or less relevant or useful in a variety of different situations (de Cleyre, 2005, p. 48).

There are common principles, however, that unify anarchists. The word anarchy comes from the Greek, an, meaning no or without, and archos, meaning ruler or authority. In this sense, the concept does not mean chaos but rather an opposition to hierarchical power relationships, which are the corporeal embodiment of the notion of opaque authority (Sylvan, 1993, p. 221). Thus, opposition to the State and capitalism are appropriately features of anarchist theory, but they are incidental byproducts of this primary rejection of hierarchy, of divisions between those who command and those who are compelled to obey (Bookchin, 2005, p. 27). This simple principle of opposition to hierarchy and imposed authority, taken seriously, logically extends to an opposition to all dominating and exploitative social, political, and economic power relationships, including not just capitalism and the State, but patriarchy, racism, sexism, heterosexism, war (and by extension, imperialism), and any number of other manifestations of power disparity as harmful to human development.

Anarchism is not simply a negative critique. Moving beyond the extensive list of things anarchists are opposed to, the anarchist opposition to hierarchy implies a wide variety of positive means of association. Behind any specifically proposed social arrangements, however, are a few general principles, which will be elaborated in the next sections.

Values, Human Nature, and Other Pedagogies

Let the universal culture of schooling aim at an apprenticeship in freedom, and not in submissiveness  The motif, the thrust of the new age is the freedom of the will. Consequently, pedagogy ought to espouse the molding of the free personality as its starting point and objective  That culture, which is genuinely universal in that the humblest rub shoulders with the haughtiest, represents the true equality of all: the equality of free persons. For only freedom is equality. (Stirner, 2005, pp. 1920)

The above quote by Max Stirner provides an excellent introduction to the anarchist attitude toward education. As Stirner suggests, the role of education in anarchist theory is one of emancipation and cultivation. Its aim is to develop free and critical minds, and in pursuit of this, cultivate the values of liberty, equality, and solidarity (Kropotkin, 1985, p. 128). We must explore what these concepts mean and how they are used for anarchists specifically. Certainly, no pedagogues from other progressive or libertarian schools of thought would deny that they too seek to develop many or all of these traits in some fashion. In order to understand what makes an anarchist approach to education distinct, then, we also need to understand the nuances in anarchist thought regarding the interplay of values, human nature, and development, as well as the relationship between individuals and society.

Values

As mentioned previously, the major values espoused by anarchists are liberty, equality, and solidarity. While different schools of anarchist thought may appear to emphasize one over the others (as with arguments between individualist and social anarchists), these differences are largely superficial, with little changed in substantive values (Gurin, 1970, p. 4). In actuality they are inseparable from and mutually inform each other. Rather than a fixed value-slope or hierarchy, these values form a continuum wherein each idea is meaningfully constituted only in association with the others.

Liberty

While distinctions can be drawn between the concepts of freedom and liberty, they are essentially interchangeable in anarchist literature, and for the purposes of this essay. The anarchist conception of freedom is fundamental to understanding the entire thrust of anarchist theory. Unfortunately, it is also one of its most frequently misunderstood, caricatured or oversimplified ideas. Freedom must be understood within the context of the anarchist conception of human nature, which we will explore later. For now, it is sufficient to note that anarchists view human nature as malleable, that we have the potential to do better, and that freedom is a necessary condition for the development of ones potentials. Freedom for anarchists, then, goes beyond the classical liberal notions of autonomous, atomized, presocial free persons, as in the thought of Rousseau or Locke. Such liberal notions prescribe formal liberty and equality before the law, but do not provide substantively for the material security and development of individual faculties and expression (Goldman, 1940). As Daniel Gurin (1970) states, For the anarchist, freedom is not an abstract philosophical concept, but the vital concrete possibility for every human being to bring to full development all the powers, capacities and talents with which nature has endowed him [sic], and turn them to social account (p. vii).

For anarchists, freedom is not simply a lack of external fetters or domination. Nor is it, as occasionally and misleadingly imagined by critics, an absolute claim for simple license to do whatever one wants, regardless of wider consequences. As Errico Malatesta (1993) explains, [Anarchism means] freedom for everybody  with the only limit of the equal freedom for others; which does not mean  that we recognise, and wish to respect, the freedom to exploit, to oppress, to command, which is oppression and certainly not freedom (p. 53).

Rather, then, freedom is conceived as part of the development of ones potential, a prerequisite for a person to grow to his [sic] full stature (Goldman, 1979, pp. 7273). It is something that is cultivated within, rather than separate from, a given social context, and cannot be understood without reference to society. It is not a goal for a hypothetical and archetypal individual Person, but for actual people to pursue alongside andideallyin cooperation with others.

Equality

The importance of the notion of equality in anarchist thought is intimately related to anarchisms rejection of social or institutional hierarchy and domination. It is also rooted in a particular understanding of human nature. As with freedom, anarchists support social equality as a necessary condition for individuals to be able to develop their various faculties and their potential (Maximoff, 1953, p. 156). Mikhail Bakunin best summarizes this intertwined appreciation for individual freedom and social equality in one of his better-remembered quotes: Liberty without socialism is privilege, injustice; and that socialism without liberty is slavery and brutality (ibid., p. 269). However, the anarchist critique of social inequality goes beyond simply decrying the resource deprivation endured by some and the opulence accrued to others under capitalism (or any other hierarchical social or economic order). In anarchist thought, hierarchy brutalizes and warps both those who rule and those who are ruled in a stratified system; the former in being corrupted by their relative power, and the latter by developing servile attitudes and deference to authority (Kropotkin, 1988, p. 83). Although those who are privileged in a stratified society clearly gain many benefits and seek to preserve those benefits, in anarchist theory they too are unable to develop their potential due to the degenerative effects of hierarchical power and privilege. In this way, the anarchist call for social equality is not only a rally--cry for the disenfranchised, but is also rooted in a belief that social equality is an emancipating precondition for all to actualize themselves fully.

Substantively, then, anarchists believe with Alexander Berkman (2003) that

Equality does not mean an equal amount but equal opportunity Do not make the mistake of identifying equality in liberty with the forced equality of the convict camp. True anarchist equality implies freedom, not quantity. It does not mean that every one must eat, drink, or wear the same things, do the same work, or live in the same manner. Far from it: the very reverse in fact  Individual needs and tastes differ, as appetites differ. It is equal opportunity to satisfy them that constitutes true equality. (p. 164)

As Berkman suggests, while most anarchists advocate some form of co-operative and egalitarian socioeconomic system, this is not rooted in an aesthetic valuation of equality for equalitys sake, or a conflation of equality with identical goods received. Rather, equality of conditions and opportunity are seen as instrumental and necessary conditions for everyone to be able to fully develop and express their individuality.

Solidarity

In opposition to the Social Darwinist advocates of his time, such as Herbert Spencer, who expounded the virtues of competition and elimination of the unfit elements of society (Spencer, 1993), the anarchist and scientist Peter Kropotkin argued in defense of mutual aid as a natural and important phenomenon in evolutionary biology and social development. In Mutual Aid, Kropotkin emphasizes that co-operation and fellow-feeling, not just competition and domination, have been a factor in the evolution of many species, including humans (Kropotkin, 1972, p. 28). In this simple observation, Kropotkin sought to dispel the belief that mutual domination, competition, and destruction were somehow inevitable or even virtuous features of our social and political landscape. This challenge is representative of the core appreciation for solidarity in anarchist theory.

Solidarity, fraternity, or mutual aid are, at their simplest, cooperation and free association between individuals in a social context. In the continuum of anarchist values, it plays a vitalizing role by encouraging active empathy and identification with others. It is, at an individual level, a moral disposition or attitude toward others, wherein others are seen not as competitors to be defeated or as means to an end, but as moral equals to be respected and valued (Suissa, 2010, p. 67). In this way, solidarity functions in anarchist theory as the means of overcoming the traditional liberal dichotomy of individual liberty and social equality. While not an anarchist, Alfie Kohn (1992) expresses this understanding of solidarity well:

When we think about cooperation  we tend to associate the concept with fuzzy-minded idealism. This may result from confusing cooperation with altruism. Structural cooperation defies the usual egoism/altruism dichotomy. It sets things up so that by helping you I am helping myself at the same time. Even if my motive initially may have been selfish, our fates now are linked. We sink or swim together. Cooperation is a shrewd and highly successful strategya pragmatic choice that gets things done at work and at school even more effectively than competition does. There is also good evidence that cooperation is more conductive to psychological health and to liking one another. (p. 7)

In advocating solidarity, then, anarchists are not just appealing in a utopian fashion to the natural goodness of people (Wolff, 1996, p. 34), or saying that we ought to all get along and work together, in denial of potential conflict or disagreement. Rather, the anarchist belief in the value of the principle of solidarity is grounded in the understanding that even with these possibilities of divergence, organizing our relationships and society along lines of cooperation rather than competition is both possible with humans as they currently are and vital to the maintenance of the principle of equal liberty for all. If competition overshadows cooperation, then this results in a situation of unnecessary and contrived categorization of winners and losers, of internecine strife and struggle, and consequently an unnecessary infringement upon the ability of each person to freely develop their potential (Goldman, 1979, p. 118).

Anarchists see the implementation of these freely associating cooperative organizational forms as not just immanently possible, but as an extant and ubiquitous means of association in our day-to-day lives, in spite of contradictory norms in governing structures and the economy. Colin Ward (1973) provides a picturesque description of this perspective:

An anarchist society, a society which organizes itself without authority, is always in existence, like a seed beneath the snow, buried under the weight of the state and its bureaucracy, capitalism and its waste, privilege and its injustices, nationalism and its suicidal loyalties, religious differences and their superstitious separatism. Far from being a speculative vision of a future society, it is a description of a mode of human organization, rooted in the experience of everyday life, which operates side by side with, and in spite of, the dominant authoritarian trends of our society. (p. 18)

Human Nature

As suggested in the previous section, there is a recurring motif in critics of anarchism that suggests anarchists have an unreasonably high or even nave opinion of human nature, and thus bases its political ideals on the natural goodness of people (Wolff, 1996, p. 34). While some anarchists might, it would be a mistake to consider such an understanding of human nature to be representative of the whole, or even most of anarchist thought. On the contrary, anarchist theorists have devoted considerable attention to the question of human nature, and consequently have developed a nuanced understanding of how it should be understood. It is important to understand the complexity of the anarchist conception of human nature, both in order to understand the anarchist objections to capitalism, the state, and hierarchical social authority generally, and because this complexity plays a vital role in distinguishing how anarchists approach education compared to the approaches of other radical or libertarian educators like A.S. Neill and Paulo Freire.

Anarchism and Human Nature

Rather than holding an overly positive or benign view of an essentialist human nature (May, 1994, p. 63), both classical and contemporary anarchist theorists have widely understood humans to be capable of violence and selfishness, as well as kindness and altruism. Human nature, for most anarchists, is neither tainted by an original sin nor a tabula rasa (blank slate) a la Locke. Rather, it is malleable, and certain aspects of human behavior can become more prominent depending on context. For most anarchists, it is the situations and social structures in which we find ourselves that play a significant role in determining which of these features of our nature will be more likely to exhibit. Contrary to the reasoning of Thomas Hobbes and, consequently, most of the modern tradition of Western political philosophy, anarchist theorists have argued that it is precisely because we are capable of both good and ill that we should abolish hierarchical political institutions and social relations. As Peter Kropotkin (1988) complained:

When we hear men saying that Anarchists imagine men much better than they really are, we merely wonder how intelligent people can repeat that nonsense. Do we not say continually that the only means of rendering men less rapacious and egotistic, less ambitious and less slavish at the same time, is to eliminate those conditions which favour the growth of egotism and rapacity, of slavishness and ambition? (p. 83)

Bakunin (1970) too believed that It is a characteristic of privilege and of every kind of privilege to kill the mind and heart of man  That is a social law which admits no exceptions (p. 31).

It is how our social relations are ordered, then, that delimits which types of behaviors are likely to thrive. One could imagine that neither Bakunin nor Kropotkin would be very surprised at the results of the Stanford Prison Experiment, wherein subjects adapted their behaviors and attitudes toward each other depending on whether they were cast as prison guards or prisoners (Zimbardo, 2007). Rather than simply hope for a deep-seated human goodness to overcome dominating and violent behavior, anarchists argue that traits like compassion, independence, and a sense of solidarity must be cultivated through properly facilitating environments. This must take place in wider society (workplace, neighborhoods, etc.) for broader changes to occur, but as Bakunin notes, the environment that [nourishes] and [raises] a person, like formal education in youth, is of particular importance in determining subsequent social attitudes and behavior (Maximoff, 1953, p. 153). If a child is to grow to value cooperation and solidarity with others, then she must practice cooperation rather than institutionalized competition with her peers. If a child is to grow to challenge received truths and think for herself as an adult, then she must, while young, learn in a way that encourages her to practice individual inquiry and challenge authority.

A.S. Neill and Summerhill

The original Summerhill school and its founder A.S. Neill are regularly included in accounts of broadly libertarian educational experiments and ideas. As one of the longest-running schools (founded in 1921 in the town of Leiston, England, and still running) this should come as no surprise (Neill, 1992, p. 8). The similarities between Summerhill and the anarchist approach to education are quite remarkable. The original intention, according to Neill was that of [making] the school fit the childinstead of making the child fit the school (ibid., 9). The fundamental ideals of the school are those of freedom for the child and equality among all members of Summerhill, students and teachers alike. The freedom is that of individual autonomy. Lessons are not compulsory, play is celebrated and self-directed, and creative originality is encouraged. Equality is understood and practiced in a way that every anarchist can understand. At school-wide assembly meetings, everyone gets one vote, students and teachers alike. Teachers are called by their first names or nicknames as the social equals of students and have no real institutional authority over them (Neill, 1977, pp. 48). Summerhill is very much, in the words of Neill, a self-governing community (Neill, 1992, p. 3).

Structurally, then, Summerhill is very similar to examples and ideals of anarchist educational experiments. Pedagogically and philosophically, however, there are important distinctions. One distinction is that of Neills understanding of human nature, which rests on the belief that a child is an innately good, not an evil being and that without adult suggestion of any kind a child can reach her potential (ibid., 9). While anarchist educators certainly dont view children as evil, and share the same abhorrence of traditional notions of discipline and institutional authority, they have been less enthusiastic about an individualized and abstract notion of freedom that does not take into account the situational and dual nature of humanity. While a child may certainly be freer and avoiding harm when protected from the regimentation and violence of traditional state schooling, such protection from is insufficient to provide for a positive ideal and an emancipatory social alternative. As Judith Suissa (2010) notes from her contemporary visits to Summerhill, One has the impression of a lively group of self-confident, happy children, who may, as one imagines, very well grow up to be happy, but completely self-centred individuals  there is little attempt to engage with broader social issues or confront present socio-political reality (p. 96).

A laissez-faire pedagogy is insufficient, then, for the anarchist approach to education. While an anarchist education does not imply any sort of dogmatic instruction, anarchist educators do view the open encouragement and practice of values, like solidarity, as a virtue. Further, and more distinctively, anarchist educators actively seek to engage with social and political questions, and to open for critique perceived repressive institutions and practices of wider society. True neutrality on the part of antiauthoritarian teachers in the face of an unjust and repressive social order is seen by anarchist educators as either impossible or hypocrisy (Ferrer, 1909, p. 6).

Desiring neither neutrality nor a dogmatic imposition of teachers beliefs upon students, the role of an anarchist educator becomes that of a suggestive iconoclast and interlocutor with dominant social narratives. Going beyond a simple laissez-faire approach to learning, anarchist pedagogical practice, in seeking to encourage particular anarchist values (but not seeking to impose dogma, since this would be contrary to the values themselves) openly challenges the sacred institutions of the dominant social order by desanctifying their traditional justifications (Stirner, 2005, p. 19). The act of rendering the hegemonic or the sacred questionable and open to dissection, and extending to students an invitation to this sacrilege represents anarchisms primary pedagogical distinction. That it is an open invitationrather than an ideological or dogmatic disciplining of students minds, or a passive nonengagement with broader social contexts, roles, problems, and conflictsallows anarchism to (at least partially) resolve the problematic paradox of attempting to develop free and critical minds without extensive coercion in instruction.

Paulo Freire

Paulo Freire was a Brazilian educator whose work contributed to the development of a radical philosophy of education known as critical pedagogy. While partially rooted in the ideas of democratic education as expounded by John Dewey (Dewey, 1916), and the theoretical framework of the Frankfurt School (Kanpol, 1999), critical pedagogy essentially began with Freires publishing of Pedagogy of the Oppressed (1970). Freires work laid the foundation for a host of subsequent advocates and expanders of the theory and practice of critical pedagogy (Apple, 1995; Kanpol, 1999; McLaren, 1989; Shapiro, 1990; Shor, 1992). Within Pedagogy of the Oppressed, Freire explores the relationships between oppressors and oppressed, and the manifestation and reproduction of these relationships within teacher-student power relations. In doing so he criticizes the elitist educational theories operating in traditional educational settings, such as the banking theory of education, which treats knowledge as something an authority figure deposits in the minds of pupils who do (and ought to) passively receive. Critical pedagogues argue against such theories, instead positing that students are individuals with their own minds, experiences and dignity, and they must be able to take an active role in their own process of liberation in cooperation with critical teachers (Freire, 1970; McLaren, 1989; Shor, 1992).

Along with emphasizing the dignity of students, and the need for nonoppressive teacher-student relationships, Critical pedagogy argues that critical educators must teach for social justice. For critical pedagogues, all education is necessarily political, and attempts at claiming neutrality or objectivity for education function as a de facto force for conservatism (Freire, 1970; Shor, 1987). The goal of critical pedagogy, then, is to develop an educational practice that can provide the necessary space and nonauthoritarian guidance for people to grow into their humanity, gain a critical analytical eye, and develop a compassionate and empathetic worldview that is capable of challenging the hegemonic order. This approach to education clearly shares much in common with the values of anarchist theorists. There remain, however, notable distinctions between the ideas of Freire and those of anarchist educators.

Richard Kahn poses a unique juxtaposition of the ideas of Freire and those of anarchist educator Ivan Illich. Kahn contrasts what he sees as the promethean attitude of Freire with the epimethean disposition of Illich. Prometheus represents, as in classic Greek myth, the forethought of planning and action. Prometheanism, Kahn argues, celebrates the human potential for daring political deeds, technological ingenuity, and general rebellion against the powers that be to improve human life, but also represents the industrial strivings of modernity and the ideology of progress (Kahn, 2009, pp. 12627). It is, then, a disposition toward active transformation and construction. Epimetheus, on the other hand, represents the afterthought to Prometheuss forethought. While Greek patriarchs viewed Epimetheus as dull-witted and weak, the epimetheanism of Illich offers a different interpretation, with Epimetheus representing a conservation of hope and an appreciation for what is, and a convivial [relationship] with the world while the progenitor of the new world, Prometheus, remains bound and chained by his own creative deed (ibid., pp. 12728). Epimetheuss afterthought can then be interpreted not as a dull passivity, but rather as a disposition of reflection on the potentially harmful limits of transformation and appreciation for mutuality in the present (Kahn, 2010, p. 93). What is important for our understanding of this relationship, though, is that these attitudes need not be exclusive. After all, one cannot have an afterthought if there has not been a forethought.

The exchange between these two dispositions, then, provides a useful, process-oriented frame for understanding the role and method of education and pedagogy in anarchist thought, as does the distinction between Freire and the anarchists, and the ostensibly apolitical pedagogy of Neill. The anarchist approach to education is not accounted for entirely by a rigidly promethean or epimethean perspective, but is rather to be found in the experimental and dialectical tension between the two  much akin to the anarchist conception of a desirable and dynamic challenging and exchange between teachers and students.

Anarchy, the State, and the Classroom

Usually developing in the interstices of dominant school systems, sustained anarchist schools have had an oft-troubled history of opposition and harassment from the powers-that-be. Often seen by states (even when not by the anarchist pedagogues themselves) as direct challenges to their organizational norms, social values, and principles of authority, anarchist schools have faced bureaucratic reaction, censure, and police suppression. We will look at a few examples of anarchist schools, specifically the Modern School of Francisco Ferrer and contemporary anarchist free schools and space, to see some of the general principles of anarchist education in practice.

Escuela Moderna

The most prominent example of an overtly anarchist school would most likely be the Escuela Moderna (Modern School) movement that originated in Spain, as developed, operated and expounded by Francisco Ferrer. Ferrer was an anarchist and an educator, whose interest in experimental education grew alongside his disdain for the highly regimented and authoritarian school system of his home country. In the Modern School of Ferrer, children were allowed greater freedom of individual inquiry and spontaneity, time for personal reflection in the school or in the gardens surrounding, and were not treated as lesser beings to be commanded by a dogmatic authority, as in the dominant Catholic schools of Ferrers native Spain (Goldman, 1911b). Children, thought Ferrer, ought to be able to develop the potentiality of their whole being, not simply the instrumental, vocational, or acon-textually abstract, and thus were to be allowed to visit factories, museums, gardens, and other community locales in order to learn through practice (Ferrer, 1909, p. 2). Neither were they to be subjected to the nationalist messages of the state, impersonal and pedagogically inappropriate examinations, or the sexual segregation of the wider society. In his classic defense of these (still seemingly) radical practices, Ferrer (1913) declares that:

Having admitted and practiced the coeducation of boys and girls, of rich and poorhaving, that is to say, started from the principle of solidarity and equalitywe are not prepared to create new inequality. Hence in the Modern School there will be no rewards and no punishments; there will be no examinations to puff up some children with the flattering title of excellent, to give others the vulgar title of good, and make others unhappy with a consciousness of incapacity and failure. (p. 55)

While eschewing dogma, Ferrer did not believe, like A.S. Neill, in the possibility or desirability of teaching from a stance of political or ethical neutrality. After searching in vain for textbooks he felt were appropriately nonauthoritarian for the school library, he eventually decided to install a printing press and commission works that addressed the injustices connected with patriotism, the horrors of war, and the iniquity of conquest, things he viewed as brute facts obscured or hidden by the dogmas of the Catholic Church and the nationalism of the state (Avrich, 1980, p. 23).

Ferrer saw all of this as fitting rightly within the anarchist tradition of prefiguration, the development of a new society in the shell of the old. As such, it shouldnt be a surprise that Spanish authorities reacted against this and closed down the school in 1906. What was a surprise to most, and the cause of an international outcry, was his subsequent execution resulting from bogus charges of instigating uprising following mass-protests and general strikes in the wake the Spanish war against Morocco (Goldman, 1911b).

Free schools and free spaces

Informed in many ways by Ferrer, education philosopher Ivan Illich criticized the notion that a formal school is the proper place where education happens, arguing in defense of education as a lifelong process, rather than something that you only go through while young. Taken together, these ideas could suggest a notion of a school that is a socially embedded and democratic institution, freely available to all age groups, with a far more interactive and cooperative role between teachers, students and parents in designing curriculum, allocating resources, and expanding education into experiences beyond the traditional schoolhouse and occasional field trip model. Especially important was Illichs insistence that sites of education remain open to the community, rather than rigidly institutionalized, in order to avoid monopolizations of informational/knowledge channels (Illich, 1971). This notion of open and free education fits well with Paul Goodmans (1977) belief that in anarchist theory the world revolution means the process by which the grip of authority is loosed, so that the functions of life can regulate themselves, without top-down direction and coordination (p. 215).

This notion seems to be demonstrated in the case of some recent Anarchist Free Schools. Allan Antliff provides an inspiring account of a Toronto Anarchist Free School, and its subsequent Internet counterpart Anarchist U. These schools were/are nonprofit, voluntarily operated and open-attendance schools run along anarchist organizational lines. Within them, classes are freely proposed and freely joined by anyone interested on any number of topics. Antliff (2007) describes the different attitude of participants: Once education was made free and grading and other assorted punitive measures (degree denial) were set aside, people could learn without competing with one another or striving to satisfy authority figures in their midst (pp. 24860).

Such successful, open and community-embedded experiments can provide for a cornucopia of educational diversity, and stimulate interests beyond traditional subjects, while ensuring ready, open access to knowledge for those who desire it.

Anarchist schools and educational spaces have thus emphasized the free-flowing nature of learning, and abhorred intellectual regimentation, viewing this as the death-knell of independent thought. This notion of how a school can operate certainly appears radical when compared to the operation of contemporary public schools or universities. Both of the latter are usually managed in a top-down manner with little direct control over the meaningful operations of the institutions by teachers, students or parents, at least in the case of public schools. Academic departments within universities can have some degree of internal self-management, although this does not extend equally to graduate students, adjunct instructors, or other largely contingent university education workers who have little academic freedom or job security (AAUP, 2006).

The State and the Classroom

In our dreams, people yield themselves with perfect docility to our molding hands. The present education conventions of intellectual and character education fade from their minds, and, unhampered by tradition, we work our own good will upon a grateful and responsive folk.John D. Rockefeller (1906)

The repression and marginalization experienced by many anarchist schools and experiments, among other obstacles, has historically made the operation of truly independent anarchist educational programs difficult. The implementation of anarchist educational and political ideals within the dominant state-run public school systems has had its own set of difficulties. The variety of critiques developed in response to this difficulty are diverse, but they are all rooted in the notion that various forms of state-run school organization, pedagogy, and practices violate the values and methods anarchists believe to be necessary to cultivate free and critical minds, and defend solidaristic and egalitarian social relations.

A principal critique from anarchist educators has been that the authority relations between students and teachers, teachers and administrators, and between schools and the state are part of a formidable hierarchy that seeks to instill and reproduce amenable attitudes toward institutional authorities and deference toward authority as such (Chomsky, 2000, p. 17). Rather than develop educational systems that gravitate around the needs of the individual child, children are molded to the goals and expectations of the state educational system. In a capitalist system, this manifests as publicly funded apprentice-training for corporations, government and the reproduction of the educational system itself, as well as adjusting students to their problems with authority (Goodman, 1964, p. 18). For Goodman, the bell-ringing, time-accounting, and hierarchical authority and disciplinary system of state schools function as a form of behavioral operant conditioning, developing obedience rather than spontaneity or initiative.

Voltairine de Cleyre, an American anarchist and teacher, criticized the school systems at the end of the nineteenth century for their authoritarian operations and the effects they had upon their unfortunate students. She decried how children were forced to sit silently and absolutely still for hours on end, while being taught material that had little relevance to their own lives and interests and usually sought to expound the virtues of the dominant political order through the guise of a benign claim to truth. The effect of this, she noted, was to put an iron mould upon the will of youth, destroying all spontaneity and freedom of expression (de Cleyre, 2005, p. 260). Her most effective description of the absurdity of this system is encapsulated in a poignant, if lengthy (as was her style), metaphor:

Any gardener who should attempt to raise healthy, beautiful, and fruitful plants by outraging all those plants instinctive wants and searchings, would meet as his rewardsickly plants, ugly plants, sterile plants, dead plants. He will not do it; he will watch very carefully to see whether they like much sunlight, or considerable shade, whether they thrive on much water or get drowned in it  the plant itself indicate to him when he is doing the right thing  If he finds the plant revolts against his experiments, he will desist at once, and try something else; if he finds it thrives, he will emphasize the particular treatment so long as it seems beneficial. But what he will surely not do, will be to prepare a certain area of ground all just alike, with equal chances of sun and amount of moisture in every part, and then plant everything together without discriminationmighty close together!saying beforehand, If plants dont want to thrive on this, they ought to want to; and if they are stubborn about it, they must be made to. (ibid., p. 255)

Anarchist educators would agree, then, with critical pedagogues in the judgment that the implementation of standardized testing regimes, a cornerstone of current policies like No Child Left Behind, renders pedagogical experimentation and potential challenges to this arrangement very difficult, even when a cantankerous or brave educator (anarchist or otherwise) does have the desire. Standardized tests are seen, in Fordist fashion, as imposing uniform performance expectations and methods upon students who have different learning styles, individual needs, and who may be at different places in their personal intellectual development. Further, rather than encouraging a curriculum oriented toward the development of critical analytical skills, or fulfilling personal curiosity, standardized tests encourage a shallow, bulimic approach to learning. This entails the rote consumption and regurgitation of contextually isolated facts and figures on command, with high performance on a test seen as an end in itself, and synonymous with having learned something. On top of it all, standardized tests serve as gatekeepers of educational advancement, threatening failure and halting further learning until adequacy is demonstrated (Kohn, 2000).

In the face of this sort of education, some radical pedagogues have looked for inspirational educational alternatives in the ancient Athenian educational system and principles of paideia (Morrison, 1995; Fotopoulos, 2005; Shiva, 2005). The value of this system does have limits, given, among other things, the political limitations and prejudices of ancient Athens (Kahn, 2010, p. 38). However, in comparing broadly libertarian educational principles to the broad, civic-minded self-improvement goals of the ancient Athenian educational system of paideia we can find a useful epochal counterpart to relate to the modern state. The correlate ideal educational system of the modern state can, then, be understood as a combination of disciplinary market instrumentalism and agoge, the ancient Spartan disciplinary regimen. In the agoge regimen, youth (solely males then) were trained to value loyalty to the State over the self, military discipline, conformity, and competition among peers for the purposes of establishing dominance (Hodkinson, 1996). In creating more space within the modern educational system for alternatives to this disciplinarian and regimented pedagogy, alternatives like paideia or other models of inspiration, could certainly provide a welcome reprieve, and protect pockets of spheres of free action, even if they are ephemeral (Ward, 1973, p. 18).

In comparing the structures and functional values of state schools in the United States with previous examples of anarchist schooling, and after elaborating on the values, organizational principles and understanding of human nature within anarchist thought, I hope that the differences in values instilled and desirable types of persons developed are made starkly apparent. Many of the critiques of state school systems offered by anarchist educators are over a century old, yet (unfortunately) sound incredibly contemporary.

Conclusions

Ultimately, I hope to have demonstrated that understanding the relationship between anarchism and education is a worthwhile project. While sharing many commonalities with other radical traditions, I believe that anarchist theory provides an identifiably distinct perspective for understanding and approaching education as a political, prefigurative, and transformative encounter, regardless of ones politics. I hope to have also demonstrated the importance of education for anarchism as a political theory and emancipatory personal and social project. The implications of this appreciation for education and the importance of early prefigurative value-contestation and construction are two-fold, however. Gustav Landauer best summarized this conceptual problematic in this way: The state is not something which can be destroyed by a revolution, but is a condition, a certain relationship between human beings, a mode of human behavior; we destroy it by contracting other behavior, by behaving differently (Ward, 1973, p. 23).

Understanding oppressive institutions as not things to be destroyed, but relationships to remake and ideas to replace is a double-edged sword. It is frustrating in that it disperses the sites of critical social contestation against oppressive institutions and ideas to, literally, the minds of every individual (though this does not preclude traditional externalized social struggles for greater equity and liberty). It is encouraging, though, in that it reveals their nonmonolithic and mutable nature. Taking advantage of an anarchist approach to education, then, could, in terms of pedagogy and praxis, open up greater possibilities for imagining and cultivating alternative social relationships in the minds of those who would live them.
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CHAPTER 2

Updating the Anarchist Forecast for Social Justice in Our Compulsory Schools

David Gabbard

Writing for Salon.com in 2007, Gary Kamiya pondered how George W. Bush, in light of his administrations incessant abuses of power, had managed to avoid impeachment. Bushs problems go far beyond Iraq, Kamiya wrote. His administration has been dogged by one massive scandal after the other, from the Katrina debacle, to Bushs approval of illegal wiretapping and torture, to his unparalleled use of signing statements to disobey laws that he disagrees with, to the outrageous Gonzales and U.S. attorneys affair (Kamiya, 2007). So, why hasnt he been impeached?

For Kamiya, the main reason is obvious when viewed from the perspective of realpolitik. The Democrats, with their narrow majority in Congress, did not have the political will to do so. In weighing the potential costs and benefits of such a move, they feared that impeachment could backfire on them. They preferred, it seemed, to give Bush enough rope to hang the Republican Party in the 2008 elections.

Kamiya, however, also identified a deeper and more troubling reason that Bush was not impeached. This reason had less to do with either Bush or the Democratic Party, and more with usthe American people. Bushs warmongering, Kamiya contends,

spoke to something deep in our national psyche. The emotional force behind Americas support for the Iraq war, the molten core of an angry, resentful patriotism, is still too hot for Congress, the media and even many Americans who oppose the war, to confront directly. Its a national myth. Its John Wayne. To impeach Bush would force us to directly confront our national core of violent self-righteousnesscome to terms with it, understand it and reject it. And were not ready to do that. (Kamiya, 2007; emphasis added)

That national core of violent self-righteousness went on full public display the night of May 2, 2011, when President Barack Obama announced on national television that seventy-nine U.S. commandoes had raided a compound in Abbottabad, Pakistan and killed Osama bin Laden. Dozens of spontaneous celebrations erupted at a number of sites across the nation, including Times Square, a host of university campuses, as well as in front of the White House. Everywhere, the scene was the same. Hundreds, if not thousands, of flag-waving citizens, hyped up on the bloodlust of vengeance whooping and hollering beneath the moon, filled the streets and the night air with chants of U.S.A.! U.S.A.! U.S.A.! Had anyone stepped into any of those throngs to question a single element of the official version of the events of September 11, 2001, theyd have been torn to bits. The mob, inebriated on manifest destiny and other ideological elixirs, would tolerate no reflection, no questions, and no challenge to their God-given right to believe whatever the oligarchs had sanctioned them to know. It could have been a Super Bowl, Stanley Cup, NBA title, or World Series celebration. Thats about the depth of understanding that most of our fellow citizens have of world affairs. America is our team. And, as George Bush told us, youre either with us, or youre against us. And that night in May, we scored a victory. It was time to party!

Dare We Ever Grow Up?

If wed ever find a way to collectively come to terms with our national core of violent self-righteousness, we would have to acknowledge what underlies it. We would have to recognize, as Cornel West argues in Democracy Matters (2004), that

the American democratic experiment is unique in human history not because we are Gods chosen people to lead the world, nor because we are always a force for good in the world, but because of our refusal to acknowledge the deeply racist and imperial roots of our democratic project. We are exceptional because of our denial of the antidemocratic foundation stones of American democracy. No other democratic nation revels so blatantly in such self-deceptive innocence, such self-paralyzing reluctance to confront the night-side of its own history. This sentimental flight from historyor adolescent escape from painful truths about ourselvesmeans that even as we grow old, grow big, and grow powerful, we have yet to grow up. (p. 41)

And whereas Kamiya simply asserts, we need therapy, West offers a more specific prescription, calling for the enactment of a democratic paideiathe cultivation of an active, informed citizenryin order to preserve and deepen our democratic experiment, coupled with parrhesiafrank and fearless speechthat is the lifeblood of any democracy (ibid., pp. 41, 209). Such measures are necessary, he contends, if we are to escape our self-deceptive innocence and our self-paralyzing reluctance to confront the night-side of[our] own history.

Educators committed to a pedagogy of social justice would eagerly answer Wests call for fearless speech in service of what they hold to be one of the most important missions of Americas schools: the cultivation of an active, informed citizenry. Tragically, however, no one knows the sting of Americas violent self-righteousness better than those same educators. Long before Bill OReilly of Fox News, the official network of violent self-righteousness, launched the national demonization campaign against University of Colorado professor Ward Churchill for disrupting the official narrative of September 11, the Monroe County Community Schools Corporation in Bloomington, Indiana, declined to renew the contract of Deborah Mayer, an elementary school teacher. Mayers transgression occurred while discussing the December 13, 2002, issue Time for Kids, a childrens version of Time magazine that was a regular part of the curriculum. That issue contained a story covering a peace march in Washington D.C. protesting the pending U.S. invasion of Iraq, which led a student to ask Mayer if she would ever be in a peace march. Mayer informed the class that whenever she drove past marchers holding up signs asking motorists to Honk For Peace that she honked. She also told the children that she thought people should seek peaceful solutions before going to war. The class then discussed a conflict resolution program at their own school, and they dropped the subject. Shortly afterward, however, a Bush-supporting parent brought a complaint against Mayer before the school principal, and the district later refused to renew her contract (Egelko, 2007).

Judge Sarah Evans Barker ruled against Mayer in her wrongful termination suit, arguing that teachers, including Ms. Mayer, do not have a right under the First Amendment to express their opinions during the instructional period (Global Research, 2006). Later, in the U.S. Court of Appeals for the Seventh Circuit, famed neoliberal jurist and Chief Judge Frank H. Easterbrook upheld Barkers ruling. Expression, Easterbrook wrote, is a teachers stock in trade, the commodity she sells to her employer in exchange for a salary (Egelko, 2007, emphasis added). Though she plans a further appeal, Mayer holds little optimism that the Supreme Court will take her case. If the decision stands, particularly in light of the neoliberal logic found in Easterbrooks ruling, we can abandon all but the slimmest of hopes that schools will ever become sites for pursuing social justice. In that case, perhaps the time has arrived for us to take the anarchist critique of education more seriously and recognize the futility of pushing for democratic educational reforms. Maybe we should begin considering the possibility that we might best pursue social justice, not by reforming schools but by resisting state-controlled systems of compulsory schooling altogether.

The Anarchist Critique

When he published What Is Property? in 1840, Pierre-Joseph Proudhon became the first person to call himself an anarchist (Proudhon, 2003). He was not, however, the first person to call for the abolition of the state. For this reason, scholarship traces the anarchist tradition back to William Godwin. Credited with developing the first comprehensive anarchist critique of government schools in his Enquiry Concerning Political Justice in 1793, Godwin viewed freedom of thought as fundamental to political liberty (Godwin, 1796). As Joel Spring (1994) explains, Godwin believed that since people constantly improve their reasoning power and their understanding of nature, their understanding of the best form of government is constantly changing (p. 42). While he recognized that education was crucial toward the development of individuals powers of rational thought that would guide them in self-government, Spring (1983) notes, Godwin also considered national systems of education one of the foremost dangers to freedom and liberty (p. 68). Before we put so powerful a machine (education) under the direction of so ambiguous an agent (government), Godwin warned, it behooves us to consider well what it is we do. Government will not fail to employ it, to strengthen its hands, and perpetuate its institutions (Spring, 1994, p. 42).

Indeed, Godwins warning gives us good reason to question whether government-controlled schools can ever function as sites where students cultivate their powers of reasoning in the service of social justice. Furthermore, Godwin also provokes us to consider the extent to which schools, as instruments of state power, have contributed more to what Kamiya identifies as our our national core of violent self-righteousness than they have to cultivating the active, informed citizenry called for by Cornel West.

Echoing Godwins concerns and armed with two hundred years of historical hindsight, contemporary anarchist scholar Noam Chomsky (2003) describes the basic institutional role and function of the schools as providing an ideological service: theres a real selection for obedience and conformity (pp. 2728). In Chomskys analysis, compulsory, government schooling brings children at a very early age into an indoctrination system that works against independent thought in favor of obedience with the goal of keeping people from asking questions that matter about important issues that directly affect them and others (Chomsky & Macedo, 2000, p. 24). In Deborah Mayers case, of course, the important issue was the pending invasion of Iraq. Keep in mind that a student initiated the conversation concerning Mayers participation in peace marches. Therefore, the decision of the school board and courts rulings on that decision sent a clear message to students as well as teachers: We dont discuss questions that matter about issues that might interest you. That message, of course, underscores Chomskys thesis that schools function to discourage independent inquiry and promote obedience and conformity.

Emma Goldman made similar observations early in the twentieth century. What, then, is the school of today? she asked. It is for the child what the prison is for the convict and the barracks for the soldiera place where everything is being used to break the will of the child, and then to pound, knead, and shape it into a being utterly foreign to itself. It is but part of a system which can maintain itself only through absolute discipline and uniformity (Goldman, 2007).

Goldmans description of schools receives considerable support in the more heavily analytic writings of Michel Foucault. In books such as Madness and Civilization (1988) and Discipline and Punish (1995), Foucault points out for us a very peculiar historical oddity. Systems of government-sponsored compulsory schooling did, in fact, begin to emerge at the same point in history as the modern prison, and each was modeled on the Army barracks. Compulsory schooling of the masses has always had less to do with education and more to do with discipline. By discipline, Foucault refers to a form of treatment that

increases the forces of the body (in economic terms of utility) and diminishes those same forces (in terms of political obedience). In short, it disassociates powers from the body; on the one hand it turns it into an aptitude, a capacity, which it seeks to increase; on the other hand, it reverses the course of the energy, the power that might result from it, and turns it into a relation of strict subjugation. If economic exploitation separates the force of and the product of labor, let us say that disciplinary coercion establishes in the body the constricting link between an increased aptitude and an increased domination. (ibid, p. 141)

Moreover, compulsory schooling functions to discipline individuals in a manner that increases the productive power that their bodies offer to the economic system while simultaneously diminishing their power to resist economic exploitation and the political system that initiates that exploitation by compelling students to attend school in the first place.

The writings of Benjamin Rush, a signer of the Declaration of Independence and recognized father of American psychiatry, are particularly illuminative of how the early advocates of compulsory schooling viewed the importance of diminishing individuals powers of resistance by building up their emotional attachments to the state. Rush wrote his Thoughts upon the Mode of Education Proper in a Republic in 1786just seven years before Godwin wrote his Enquiry Concerning Political Justice. Rush declared the principle of patriotism stands in need of the reinforcement of prejudice, and it is well known that our strongest prejudices in favor of our country are formed in the first one and twenty years of our lives.Our schools of learning, he argued, by producing one general and uniform system of education, will render the mass of the people more homogeneous and thereby fit them more easily for uniform and peaceable government (Rush, 1786). The quotes below come from the same document:

In order more effectually to secure to our youth the advantages of a religious education, it is necessary to impose upon them the doctrines and discipline of a particular church. Man is naturally an ungovernable animal, and observations on particular societies and countries will teach us that when we add the restraints of ecclesiastical to those of domestic and civil government, we produce in him the highest degrees of order and virtue.

Let our pupil be taught that he does not belong to himself, but that he is public property. Let him be taught to love his family, but let him be taught at the same time that he must forsake and even forget them when the welfare of his country requires it.

In the education of youth, let the authority of our masters be as absolute as possible. The government of schools like the government of private families should be arbitrary, that it may not be severe. By this mode of education, we prepare our youth for the subordination of laws and thereby qualify them for becoming good citizens of the republic. I am satisfied that the most useful citizens have been formed from those youth who have never known or felt their own wills till they were one and twenty years of age, and I have often thought that society owes a great deal of its order and happiness to the deficiencies of parental government being supplied by those habits of obedience and subordination which are contracted at schools.

From the observations that have been made it is plain that I consider it as possible to convert men into republican machines. This must be done if we expect them to perform their parts properly in the great machine of the government of the state. (ibid.)

Noah Webster, known as the schoolmaster of America, could not have agreed more. Good republicans, Webster wrote, are formed by a singular machinery in the body politic, which takes the child as soon as he can speak, checks his natural independence and passions, makes him subordinate to superior age, to the laws of the state, to town and parochial institutions (Spring, 2005, pp. 4849). Websters real significance as a force in shaping the direction of American education and culture rests with his creation of a series of books that were the major school texts in nineteenth-century America, selling over a million and a half copies by 1801 and seventy-five million copies by 1875. As Websters biographer, Harry Warfel, characterized them, this series of unified textbooks effectually shaped the destiny of American education for a century. Imitators sprang up by the dozens, and each echoed the Websterian nationalism. The word American became indispensable in all textbook titles; all vied in patriotic eloquence (ibid., p 48)

We are able to trace, then, the roots of Kamiyas national core of violent self-righteousness right back to the very beginnings of Americas experiment with compulsory schooling. Our schools, wrote a veteran schoolteacher in 1910, have failed because they rest on compulsion and constraint. It is deemed possible and important that all should be interested in the same things, in the same sequence, and at the same time. Under the circumstances (of 1910) teachers are mere tools, automatons who perpetuate a machine that turns out automatons (Goldman, 2007).

Under the conditions of 2011, over a hundred years later, how little has changed. With Emma Goldman, we should recognize that under the enduring conditions of government-sponsored, compulsory schooling, the child becomes stunted, that its mind is dulled, and that its very being is warped, thus making it unfit to take its place in the social struggle as an independent factor. Indeed, there is nothing so hated so much in the world today as independent factors in whatever line (ibid.).

The Permissible Purposes of Compulsory Schooling

I vividly recall the day my son Jackson came home from school when he was just in the first grade, complaining of a sore chin. I get done with my work before everybody else, he told me. And when I ask the teacher what to do next, she tells me to just sit there and put my head on my desk. Evidently, the weight of his head on his chin resting on his folded arms atop his desk caused the soreness. Then came the question I knew would one day come, Why do I have to go to school, Dad?

What was I to tell him, given all I know about the truth to that question? Of course, there are actually multiple truths that could be told in response to that question, and none of them, told honestly, are very gratifying. At the most basic level, kids have to go to school because the government says they mustan often forgotten, overlooked, or regularly ignored fact that ought to make each of us nervous about the enterprise of compulsory schooling from the start. It certainly explains why so many kids wind up hating school. Many, if not most of them arent there because they want to be, but because they have to be. According to the Alliance for Excellent Education, seven thousand kids drop out of school every day (Alliance for Excellent Education, 2011). Who knows how many more tune out because they dont see any relevance in the curriculum?

Of course, I wasnt going to tell my own kid to drop out of first grade, but its hard not to empathize with kids who make that decision at some point in their school career. At the same time, its hard not to find sympathy for them, because we know what the consequences are for refusing the advertised beneficence of compulsory schooling. Or, at least, we used to.

One of the first lessons in most Foundations of American Education courses like the one I teach entails sharing Thomas Jeffersons belief that America should become a meritocratic society rather than an aristocratic society. In an aristocracy, ones position in a society stratified along economic and political lines was determined by ones birth. Economic and political power remained concentrated in the hands of just a few families and was passed on from generation to generation. The growth of the market and the rise of the new merchant class in the seventeenth and eighteenth centuries would challenge the aristocratic traditions of European feudalism. Eventually, that challenge would fuel the rhetoric of quasi-democratic revolutions such as ours in 1776.

For Jefferson, a system of public schools would help ensure that ones position in the new American society, which had, of course, remained highly stratified, both politically and economically, would be based on merit rather than birthright. So, if you went to school, worked hard, and demonstrated sufficient talent and ability, you could aspire to and achieve whatever position in society you wanted, or at least a position high enough to guarantee yourself and your family some measure of economic security.

These ideas helped form the basis of what weve come to know as the American Dream Ideology. Horace Mann would later borrow from Jefferson in formulating his arguments in favor a creating a tax-supported system of compulsory schools in the state of Massachusetts. To strengthen the persuasiveness of his rhetoric, Mann framed his proposal, not as government-mandated schools, but as Common Schools. They would be common in three important ways. They would impart a common political philosophy to weaken political strife at a time when Americas working classes were at deep odds with the ownership classes. They would also impart a common religious (Christian) doctrine to ameliorate the ongoing conflict among the various Christian sects at the time. Finally, and most importantly for our purposes here, Mann presented his system of schools as being common in the sense that children from all walks of life would attend the same schools and, therefore, have the same opportunity to demonstrate their talents and abilities and justify their future position in Americas stratified social order. In theory, this meant that children from wealthy families who failed at school would end up as poor adults, while poor children who excelled at school would end up as wealthy adults. According to Manns promise, and in keeping with Jefferson meritocratic vision, common schools would function as a great social equalizer.

That promise has yet to be fulfilled, because its always been a false promise. Children of the most elite classes have, with rare exception, never attended public schools. So, those schools have never been truly common. The state of Massachusetts alone is home to forty private boarding schools such as Groton, where the price of tuition for boarders is $48,895 and $37,020 for day students. Interestingly, when we research the dates when those schools were founded, we find that most of them were established toward the end of the nineteenth century, just when larger numbers of children from lower-class families began being pushed into the public schools created in accordance with Manns vision.

Comparably, here in North Carolina, where Jim Crow laws once segregated children into black schools and white schools, we have numerous so-called Christian academies. When we research the dates of their founding, we find they were created in the early 1970s, shortly after the 1964 Civil Rights Act put teeth into the 1954 Brown v. Board of Education decision and ushered in a period of government mandated desegregation.

Elite and privileged groups have always had the financial and political means to pass their advantages on to their children. So, it becomes very hard to take someone like Bill Gates seriously when, in his teacher recruitment commercial for Teach.gov, he says, My success came from how lucky I was to have some great teachers. Maybe so, but shouldnt he at least preface that with an acknowledgment that he was also lucky to have a father wealthy enough to pay $25,000 a year for his tuition at the Lakeside School, whose course catalog easily rivals most small private liberal arts colleges? For example, the history and social study curriculum at Lakesides Upper School (high school) includes required courses in Modern World History, 12001870, Contemporary World History, 1870 to the Present, and United States History with electives in


	The Ancient Mediterranean World

	The Cold War

	After the Cold War, The World at the Turn of the Twenty-First Century

	Introduction to Philosophy

	Introduction to World Religions

	The Holocaust and Genocide Studies

	Leadership for the Modern Era

	Comparative Government and Politics

	Freedom, Crime, and the Law

	Africa Today

	Global Village

	Music of the African Diaspora

	Natives and Strangers: American Immigration

	Microeconomics

	Developing Economies

	Issues in the Contemporary Middle East and North Africa

	Race Matters: A (Fairly) Contemporary Intellectual History of African America, and

	Gender Studies



How many of us who attended public schools had those opportunities available to us? Perhaps more people would demand such a curriculum, but few of us have any awareness of the existence of places like Lakeside or Groton, let alone any knowledge of their curricula.

Nevertheless, if only because employers, primarily since the 1950s, began requiring educational credentials from their job candidates, the meritocratic argument for schooling did develop some measure of legitimacy over the years. Looking at Table 1 below, we find a very significant difference (18.6 percent) between the unemployment rates in 2008 for college graduates and high school graduates, and a nearly identical (17.9 percent) difference between those who earn a high school diploma and those who do not.




	Level of Educational Attainment
	Unemployment Rate Among 1624-Year-Old Out-of-School Youth in 2008



	College Graduates
	13.3%



	13 Years of College
	21.2%



	H.S. Graduate
	31.9%



	H.S. Dropouts
	54.0%





Since the 1950s, then, most Americans learned to take the rules of the game for granted. If you work hard in school and graduate, youll be able to find a job and establish some economic security for yourself. But that myth is quickly coming unraveled. In the words of a New Jersey man who lost his job in 2010, I did everything right, I played by the rules, I got skills, I excelled in my job, all to no avail  I dont know what Im going to do, he continued. All the years of both parties talking about free trade agreements and how we will retrain America was just a bunch of BS; it was easy to say all that when times were good (Delaney, 2011). As Arthur Delaney has so accurately pointed out, Barack Obama made these changes to what we used to take for granted as the rules of the game official, or at least publically acknowledgeable, in his 2011 State of the Union address:

Many people watching tonight can probably remember a time when finding a good job meant showing up at a nearby factory or a business downtown. You didnt always need a degree, and your competition was pretty much limited to your neighbors. If you worked hard, chances are youd have a job for life, with a decent paycheck and good benefits and the occasional promotion. Maybe youd even have the pride of seeing your kids work at the same company.

That world has changed. And for many, the change has been painful. Ive seen it in the shuttered windows of once booming factories, and the vacant storefronts on once busy Main Streets. Ive heard it in the frustrations of Americans whove seen their paychecks dwindle or their jobs disappearproud men and women who feel like the rules have been changed in the middle of the game.

Theyre right. The rules have changed. In a single generation, revolutions in technology have transformed the way we live, work and do business. Steel mills that once needed 1,000 workers can now do the same work with 100. Today, just about any company can set up shop, hire workers, and sell their products wherever theres an Internet connection.

Lest we be duped into renewing any faith in the change we were told we could believe in, Obama has pledged to the U.S. Chamber of Commerce that he would pursue even more free trade agreementsthis time with Panama, Colombia, and South Korea. With the North American Free Trade Agreement (NAFTA) having eliminated nearly eight hundred thousand U.S. jobs since 1991, it ought to strike us as highly unlikely that these pending new agreements will do anything but dim the economic prospects of Americas youth, making it even harder for parents to point to a future economic payoff to motivate their children to stay in school.

According to an April 2011 report from the Economic Policy Institute, the unemployment rate for workers aged sixteen to twenty-four was 18.4%the worst on record in the sixty years that this data has been tracked (Shierholz & Edwards, 2011). Even under the best of economic times, I couldnt honestly tell either of my sons that doing well in school and going on to earn a four-year degree would guarantee that theyd be able to find a job in their chosen fields. In todays economy, however, a four-year degree is even less certain to secure employment, as the unemployment rate for college grads in 2010 reached nearly 10 percent. With 85 percent of college graduates reporting that they are moving back home with mom and dad, we can expect that number for 2011 to climb even higher.

At least I can tell them that a college degree still improves their chances, because the unemployment rate among those with only a high school diploma or GED now stands at 22.5 percent. For dropouts, of course, the unemployment rates are even worse at 32.9 percent. For those closer to his age (those between the ages of sixteen and twenty-four), the figures and are far worse. According to a study conducted by the Center for Labor Market Studies at Northeastern University (2009), the jobless rate in 2008 for those with a four-year degree or higher was 13.3 percent, while it was 21.2 percent for those with one to three years of postsecondary education, 31.9 percent for high school graduates, and 54 percent for young high school dropouts. As reflected in the table below, the fewer number of years of schooling that one completes strongly correlates to both your risk of unemployment as well as your risk of incarceration.




	 
	Unemployment Rate Among 1624-Year-Old Out-of-School Youth in 2008
	Incarceration Rate Among 1624-Year-Old Out-of-School Youth 20062007



	College Graduates
	13.3%
	0.1%



	13 Years of College
	21.2%
	0.7%



	H.S. Graduate
	31.9%
	1.0%



	H.S. Dropouts
	54%
	6.3%





At its core, the problem is this: the continued existence of compulsory schooling perpetuates the myth that peoples success or failure hinges on their performance in school. In turn, this allows the state to blame schools for the larger problems in the economy that result in shrinking opportunities for people to find work. And this multitiered game of victim blaming drives the endless calls for school reform. The truth is that schools will never be reformed as long as they are made compulsory by the state. As documented by the Advancement Project (2010), in the the thirty years since the state launched its massive A Nation At Risk report and propaganda campaign that blamed schools for the alleged inability of U.S.-based corporations to compete in the global economy, the only meaningful changes weve witnessed in schools have been the implementation of high-stakes testing/accountability and zero-tolerance policies. Neither of those policies have changed the nature of compulsory schooling, but have only served to intensify its effects; namely, disciplining docile bodies to accept boring and monotonous work as an inevitable part of life while subjecting those who refuse to recognize the beneficence of this therapy to remedial discipline in prison.

The United States, which has less than 5 percent of the worlds population, has 25 percent of the worlds prisoners (Liptak, 2008). Figures range from between 1.6 million and 2.3 million Americans living behind bars. As the market economy continues its collapse, we should expect to see these numbers escalate, as globalization and domestic neoliberal policies continue to create a larger surplus population of people whom the market cannot absorb. State policy makers certainly do. As the National Association for the Advancement of Colored People (2011) points out in a report titled Misplaced Priorities: Over Incarcerate, Under Educate:

Over the last two decades, as the criminal justice system came to assume a larger proportion of state discretionary dollars nationwide, state spending on prisons grew at six times the rate of state spending on higher education. In 2009, as the nation plummeted into the deepest recession in 30 years, funding for K-12 and higher education declined; however, in that same year, 33 states spent a larger proportion of their discretionary dollars on prisons than they had the year before.

Corporations and Wall Street investment firms also recognize and seek to capitalize on this same trend. The prison industry complex is one of the fastest-growing industries in the United States. Even the federal government and its defense contractors exploit the situation.

The anarchist critique of compulsory schooling leaves us little room for hope that our schools will ever be different. We are nave to think that just because we are socialized to call them public schools that those schools are meant to serve the public. To the contrary, public schools exist to target the public. In keeping with the anarchist critique of the state, we need to recognize compulsory schooling as a technology of power, an instrument of statecraft, and the first line of domestic defense for the security state. Like the state itself, compulsory schooling serves the elite interests of our capitalist oligarchy over the public interests of the majority of citizens. Until state power is wrested from that oligarchy, we cant reasonably expect schools to function any differently. Indeed, current trends lead us to greater pessimism, not optimism, over the fate of schools, as the neoliberal assaults on schools and teachers unions seek to remove the control of schools from the contested ground of the state and place them under the direct control of private corporations. Sooner or later, people will have to recognize that compulsory schools are part of the problem. Eliminating them is part of the solution.
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