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Anthropology Applied
Education

Nancy P. Greenman

hropology applied to education constitutes a very broad and rich
domain, especially when one remembers that schooling is just one of the
pl es where education takes place. Anthropologists always have included

r the acquisition of culture, is a fundamental anthropological con-
ct. How children learn to become successful adults participating in their
is a question that concerns most ethnographers, and it is a question
ads to many approaches in the anthropological study of education
e.g., Pitman, Eisikovits, and Dobbert 1989). Classic studies about the rela-
ship between mothers and their children explore how children are
what is expected of them within their culture. This relationship can
een, for example, in Elsie Clews Parsons’s essays about Pueblo mothers
their children (collected in Babcock 1991), Margaret Mead’s films,
ing Babies in Three Cultures (1954) and Four Families (1960), and Martha
d’s Them Children: A Study in Language Learning (1986).
ucational anthropologists seek to understand education within its
edded cultural contexts. In this quest for understanding, epistemological
tions, such as “What is considered important knowledge in this cul-
’,” may become questions of curriculum and its importance in encultur-
. Other questions, from the pedagogical to the political, illuminate
s anthropological dimensions: How do children learn? How are they

ast some education in their ethnographic cultural studies. Encultura- -
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Ini the years between 1925 and 1954, anthropologists such as Bronislaw
alinowski, A. R. Radcliff- -Brown, Jules Henry, Solon Kimball, and Marga-
Mead applied anthropology to developing educational policy and
dministration as well as to finding solutions for other educational problems,
pecially where indigenous populations were colonized or oppressed by a
ominant culture. The psychological orientation of the culture and personal-
- ‘movement in anthropology and, later, in cognitive. anthropology
peared to have direct relevance to educational issues and child develop-
t, or at least to find kindred spirits in educational psychology. This
pened another door for applied anthropology.

‘Each time the eugenics movement surfaced, anthropologists entered the
gJcbates about the nature of intelligence, the relationship of nature and nur-
lire; and how children learn and develop, all of which have important
iplications for education, policy development, and attention to diversity in
ation. Eugenics is the practice of controlling human reproduction with
intent to refine and strengthen hereditary factors deemed desirable. It is
ormed by the belief that the human race would improve if some people
. prohibited from mating and others were encouraged to do so. Steriliza-
n of people having physical and character traits considered undesirable is
stified by purported altruistic concern for humanity. It perpetuates racism,
gjudice, and sexism under the guise of science. Early twentieth century
kintelligence testing and pseudoscientific experiments differentiating mental
cities of “races” and genders arose in response to the great influx of
igrants at the tum of the century. Franz Boas presented policy research
fforts to dispel the racist sentiments embedded in and proliferated by

seudoscience.

e racist theories spawned by dlssermnahon of these skewed research
study tesults often inspired well-meaning, though ill-informed, initiatives
ch as the 1930s and 1940s philanthropic American efforts in Africa to edu-
the “backward races” by exporting industrial and vocational educa-
1.3 In addition to the work of Boas, applied anthropologisis worked on
[maiiy fronts to rectify damage done through these initiatives and to influ-
fence more enlightened foreign policy. Often there was controversy in
opology as to whether this work effected support of colonial adminis-
ns or aided in ameliorating a bad sitnation (van Willigen 2002, 9).
ough various governmental agencies, such as the Bureau of Indian
s {BIA), applied anthropologists consistently attempted to influence
y surrounding issues affecting indigenous and immigrant populations in
merica, especially with fluctuating political attitudes toward immigration
d'toward the rights and survival of indigenous nations. Depending on the
larger historical contexts, anthropologists applied their specialized knowledge

out by anthropologists) (11). Given this breadth of definition, anthropolo
and education is inherently an applied field. e

Educational anthropology has made a great deal of progress as a field< 34
anthropology. Its importance is recognized, at the very least, for a focus o
recontextualization of education and on the importance of culture, yet it: st}
struggles with aspects of the same issues it did in its early history. .

Historical Perspective

The historical roots of anthropology and education reach back to the
nineteenth century: “It was then that the potential contributions of aul
pology to pedagogy, the school curriculum, and an understanding of the:
ture of childhood were first recognized” (Eddy 1985, 83-4). In 1893
article by Nina Vandewalker was published in The American Journal of
ogy siressing the significance of anthropology for education and the i
tance of creating a linkage between them {cited in Ford 1997, 97-8)...
turn of the twentieth century, according to Ford, anthropologist
Hewett and educator/physician/anthropologist Maria Montessori alsc} wel
advocates for connecting anthropology and education. Areas of focus wet
pedagogy and cultural influence on learning styles. Montessori, a profe
of anthropology at the University of Rome, developed the concept of f
gogical anthropology. Pedagogy involves the science of teaching. Drawing fec
the contextual learning of children in their cultural milieu, she developed
the Montessori method, advocating teaching through modeling an_d
planned interactive environments to foster learning by hands-on explorat
and imitation. Montessori also initiated teaching lower-class childre:
cultural and social capital necessary to integrate into society. At the:s:
time, philosopher and educator John Dewey was playing with some of thes:
same concepts in American educahon

trained, culture and context were relegated to the penphery by the g.ro__r
ing of education in psychology. In 1957, Theodore Brameld noted: ...

Educational sociology, philosophy, and similar fields are still reg;
as of subordinate importance [to psychology in teacher training] if the
are studied directly at all. . . . Without question, the new field of e
tional anthropology is Ignored by a still larger number. One i
doubt whether the average prospective teacher, through no fault of hi
own, could clearly define anthropology, much less demonstrate Fiimil:
iarity with its subject matter or its significance for his professm
work. (Cited in Ford 1997, 38)
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and insight to various dimensions of educational issues and policy, definit
the relationship of anthropology to education and loosely shapmg ‘th
parameters of educational anthropology. :

The post-World War II influx of diverse veterans into higher educa'
sharpened a focus on culture and education. An apparent turning poin
the development of anthropology and education as a professional field
the 1954 Stanford-Carmel Valiey Conference, organized by George and Lo
Spindler. This conference was a gathering of 22 scholars—anthropologi
educationists, sociologists, and psychologists—presenting and discuss
papers about the benefits of anthropology and education. Four concerfis
emerged as themes of the conference: (1) the search for a rationale :
encompassing philosophy for the anthropology and education relationship
{2) sociocultural contextualization of the learner, (3} education—teaching
and learning—in relation to the life cycle, and (4) intercultural leamin
understanding involving the affective as well as the cognitive realms!
dler 1984, 4). These themes became strands in the fabric of the newly.f
field of anthropology and education. Annette Rosenstiel, an anthropo
at the Stanford meeting, “not only proposed a linkage between the two
but suggested that they be used as a new interdisciplinary approach
analysis of culture. She called this approach educational anthropolo
was the first to coin this term” (Ford 1997, 32). Educational philosophér
odore Brameld, who also attended the Stanford symposium, pub
widely (including in the first Spindler Education and Culture: Anthropolog
Apfroaches volume in 1963), urging recognition of the momtual benefits of
laboration between anthropology and education.

Another major turning point in educational anthropology was the form
tion, in 1968, of the Council on Anthropology and Education (CAE), whi
became a section of the American Anthropological Association (AAA)
evolution of its newsletter, initiated in 1970, into a scholarly journal co
uted credibility to the field. John Singleton, the first editor of the news
explained of the publication: “Originally a device for the encouragem
a network of anthropological interests in education, it has become a sche a
and, sometimes, respectable journal” (Singleton 1984, 11). The edi
focus changed through the years, but John Chilcott, the editor who b
the publication from a newsletter to the journal Anthropology and Educa
Quarterly (AEQ) emphasized that, at least from 1973 to 1976, the :edi
focus “sought to meet the requirements of professionals in both anthtopol
and education” {Chilcott 1984, 69}. That balance has shifted in-
directions through the years—sometimes with controversy—as more
tors have joined the CAE and more educational anthropologists have
ated from anthropology and education university programs. :

The 1960s and 1970s brought a shift in approaches to anthropology and
ucation. Identification of a “culture of poverty” and the subsequent fund-
for “War on Poverty” programs and research were buoyed by cultural
d linguistic deprivation theories, idertifying those who were different as
deficient in some way. The educational cure was perceived as a mid-
dle-class white education (Ward 1986, v). In 1964, Murray and Rosalie Wax
d Robert Dumeont Jr. published a critical ethnography revealing the insen-
fity to an educational pluralism that could exist. In the reissue of this vol-
; Murray Wax stated:

J'.n my observations and analysis, I pondered what might be authentic as
k- cducation for the Oglala. . . . As Tlooked at the reservation schools, I saw

thiem as preaching a single mythical and homogenized version of Amer-
whereas the Sioux had every right to ask that their children be
cialized into their own unique ethos. This is what gave to this report
a cutting edge too often lacking in other ethnographic studies, and—to
be honest—it is why the reviewer in the American Anthropologist per-
ceived our report as “hysterical.” (Wax, Wax, and Dumont 1989, x)

Alan Howard’s 1970 ethnography, Learning to be Rotuman, was one of the
first general ethnographies to have education at its core. Martha Ward’s
(1986} in language learning in a rural African American community
1971 looked outside the schools, focusing on learning in the home and
mmunity. Gerry Rosenfeld’s 1971 ethnography focused on an inner-city
ool. These ethnographies represented a significant historical shift in
roach and focus as well as an opening of domestic sites for study in edu-
@citional anthropology.

E At times there is a tension surrounding differing perceptions of where the
E and the AEQ should focus, be it domestic or international, in school or
minunity, on research or direct application. Sometimes that tension is
tween what is considered important from an educator’s point of view and
t may be considered important from the point of view of an anthropolo-
gist. At other times the tension may be between what is considered the role
anthropologist and the place of applied anthropology and advocacy.
focus of study for educational anthropologists is reflected in the edito-
ocus of the AEQ, which shifts among schooling within institutions and in
srooms, education within and encompassing communities, education in
ainstream and international cultures, and research studies emphasiz-
ng the theoretical and the applied. Recent efforts are inclusive of the multi-
erests and the diversity of focus in the CAE and the 4EQ,

e CAE currently has 12 standing committees that allow for the dif-
erences in focus and that define some of the broad arenas of concern to
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Escyeral decades been telling us that true objectivity is an illusion seems to have
little deterrent impact on the defining and redefining of what is objective—and
fherefore scientific. A prime example is the recent determination of what
qua.hﬁes as “scientific” for funding educational research, which has severe
egative implications for ethnography and other gualitative research meth-
ds that are often erroneously considered anecdotal and unscientific.

he impetus for advocacy may grow from an immediate need for

educational anthropologists. Committee members have changed the nam
of their committees when they have an internal shift of focus, a broad
mission, or when the sociopolitical context changes. For example, Co
tee 3 used to be called Teaching of Anthropology, and Committee 6 was
Joint CAE/Society for Applied Anthropology Policy Committee on Culhi
and Bilingual Education. According to AEQ (2003), current comnuttees it

L. Anthropological Studies of Schools and Culture L, ) ) . . .
9. Laneuage. Litera d Conition rotection and survival, or it may evolve from working with the complexity
BUAEE, €Y, an &1 d embeddedness of education. For example, we recognize the acquisition
3. Anthropology of Post-Secondary Education SoecrEenesn o S L & d
op© ogy N oncary ulture, primary in notions of education, as occwring everywhere—
4. Ethnographic Approaches to Evaluation in Education uding in schools. One cannot assume that critical thinking, empowerment,
5. Transnational Issues in Education and Change individuality are believed healthier than acceptance and conformity, Joe
6. Multicultural and Multilingual Education flobin and colleagues (Tobin, Wu, and Davidson 1989) noted in their study of
7. Blacks in Education preschool in three cultures that when confronted with the concept of
8. Spanish-Speaking Concerns g-lftedness * Japanese teachers defined it as “fitting in” rather than “standing
9. Gender in Schools and Society fout.” The extremes on the continuum of connectedness, for which we educate
10. Culture, Ecology, and Education frii mbers of society, might be like the one-minded Borg of Star Trekon one end
11, Study of Cultural and Educational Futures d individualisin to the point of anarchy on the other.
12. Study of Cultural Transmission/Acquisition ducational anthropologists know that beliefs about what is best for “the

good society” and what is envisioned as “the good society” vary between
and within cultures. Are social justice, equity, and unity-in-diversity integral
io; that vision, or are other conceptions supported by embedded assump-

These lay out the terrain. There is applied work in each of these arenasgas
well as in territory shared with other anthropological applications, sughias
education in museum anthropology or medical anthropology. Addi 'on‘zﬂl
some issues tie committees together for various periods of time. Some r'

millees have more consistently encouraged advocacy. cy usually reflect the assumptions and perceptmns of the powerful and

ot necessamly benefit a]l
Advocacy in the History of Applied
Educational Anthropology

The ebb and flow of applied educational anthropology’s popularit
be tied to sources of funding and to fluctuations in the job marke
entrenched attitudes toward the relative respectability of applied anthr
ogy, as well as the subfield’s trend toward advocacy, have contributed (35
status and the consequent nature of its popularity.

Advocacy is the championing of a cause, perspective, position, or
it is speaking or writing in favor or support of something. Because a
implies making a. choice based on some criterion or criteria, it also
bias. Advocacy in itself may be considered a positive thing, usually gui
a moral imperative and ethical choice, but we attach a negative valu
our society when we associate it with bias because we associate bias
lack of objectivity and with the nonscientific. The fact that physicists have.fog

e has a right to her or his own perspective, they perceive some
sproaches and outcomes as better than others. Selecting one perspective as
e valued—indicating the desirable path—is advocacy.

or example, in the case of children whose culture and first langnage are
erent from those of the dominant group, or in the case of immigrants in
host cultures with new languages, there is a range of responses per-
ed as most advantageous for the children. There are educational anthro-
gists who advocate a “maintenance” bilingual and multicultural
ucation program, others who advocate for “transitional” bilingual educa-
programs and cultural accommodation, and yet others who believe it is
e best interest of the culturally different immigrant families to be
ed to learn the dominant language so that the children can assimilate
id be able to navigate their host culture with ease and little or no stigma.*
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lso assumed an advocate’s role through her research. In 1998 she
xplained the path of multiple roles in her years of research with Navajos in
formon community school district.

Each of these advocacy positions is based on the interpretation of speci
ized knowledge. We have learned from history and experience that
offering the “facts” does not ensure that everyone will come to what ma
considered the wise conclusion. Our specialized knowledge is a referent fi
assumptions about what should be the position of advocacy.

The degree of our advocacy—whether implicit or explicit—-might depetid]
on the context, our position in it, and the swrrounding political climate,
there is always an agenda, even ifit is simply to empower a community to hay
its own agenda or evaluate a program or policy in light of goals ‘an
assumptions. Concha Delgado-Gaitan said:

After | had been in the field for 2 years, listening, observing, and learn-

ing, I moved into an informed advocacy role. At first my efforts started

with writing a dropout prevention grant and providing in-service train-

ing for teachers and parents. Four years later, my role has moved to

. the position of expert witness for the Office for Civil Rights, the Justice
. Department, and a Navajo civil case. (44)

However much advocacy is an integral part of applied anthropology, his-
cally it has held a tenuous, if not subordinate, role in general anthropol-
.. Entrenched attitudes toward the relative respectability of applied
atithropology and the commitment to advocacy contributed to its variable
dtus and consequent popularity. Spindler (1984) explained that there was a
"tancmg from offering advice and a striving toward objectivity. He sug-
ested that “Kroeber would try to avoid personal biases and moral judg-
ments but would agree that an analysis of the effectiveness of an educational
program in light of its declared goals and in comparison to alternative pro-
ures would be acceptable anthropological bebavior” (1984, 4). Advo-

The way that I work with community is applied. Through my role as a.l
participant-observer, I have becomne actively engaged with the com;;
munities where I research to act as a “facilitator.” By doing so I ami
able to act as an advocate for the families, using research data t
inform and develop agency for the people as they shape policies an
practices in the schools and the community at large to improve the
living conditions. (2002) :

Donna Deyhle noted, “Applied anthropologists, by the very nature of theiry
work, attempt to put into action their research findings to assist the in
mants and the communities in which they work” (1998, 44). ' . .
Most teachers believe they are advocates for children. Most educatioda parariieters of proper anthropological behavior. Spindier summed up the
anthropologists, some of whom also are teachers, believe their spec Stanford Conference participants’ strong feelings, indicating that “anthro-
knowledge makes them potentially more effective advocates for childr ists could study and report on educative process and systems, but they
and for amelioration of the issues having an impact on their success with tild refrain from advocating specific policy decisions, since these are
their micro- and macro-sociocultural contexts. Advocacy is virtually einl tially political and administrative domains” (1984, 4).
ded in anthropology and education. : storically, however, the CAE has taken a stand on controversial issues
The tradition of advocacy in work with education of culturally dvocated for equity, diversity, and amelioration of problems threaten-
and indigenous groups is quite strong. Contemporary educational ant ducation. Inspired variously by the CAE Committee on Spanish-
pologists build on the foundation of earlier applied anthropologists. T aking Concerns and collaboration between the CAE and the Society for
MecCarty, advocate for Navajo indigenous education, community empoy ed Anthropology (SfAA) Policy Committee on Culture and Bilingual
ment, voice, and identity on the path to social justice, explained: o ition, the CAE passed resolutions in 1974, 1978, and 1981, advocating
équity in education and the rights of culturally diverse students in educa-
. Of the resolutions, Marietta Saravia-Shore and Steven Arvizu indicated:

I long ago stepped “over the line” between researcher, writer, ‘andf
friend, a line that is, I believe, artificial and obstructive to long-terin
ethnographic and applied research and that, at any rate, would ha¥
been impossible to sustain with this smali, kin-centered community;
(2002, 3) : :

hey are succinct summaries of anthropologists’ suggestions to educa-
s concerning the significance of becoming aware of and taking into
ount their own cultural expectations, perspective, and interaction
atterns and those of their students. The resolutions also state clearly . .

oncern for respecting and attending to cultural and linguistic dlffer-

McCarty’s comment is more than a statement of method; it is a decl:
nces in educating students of diverse ethnohngu1st1c backgrounds and

of connectedness that holds within it embedded advocacy. Donna D le
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ensuring that members of the community participate in decision mak

plex communities? What happens when research results are used by
ing concerning the education of their children. {1992, xvii) ’

the powerful to serve their own means, rather than to empower the

. ! powerless, as the researcher intended? {1998, 46)
These issues continue to be'in the forefront of educational policy debate:

The 1980s brought more explicit pleas for direct application of anthro
logical research to educational practice and policy. Courtney Cazder
recalled only “two clear examples . . . where ethnographers . . . not-only
described problems but . . . stayed to collaborate with teachers in designs fot
change” (1983, 35). Jean J. Schensul shared her belief that “the cutting edge
in our field lies in the expansion of educational anthropology from the uni: 28
versity into local communities, school systems, and other learning settir'lgsj’
(1985, 64). Yet she noted that H

'Advocacy, precarious in the field, also remains precarious in the acad-
emy. Rosemary Henze (2003) warned that “One has to be willing to risk
ademic marginalization because one is doing something very apiplied, and
‘this is still not well accepted or valued in the higher education industry.”
Advocacy has moved to a larger arena within the AAA, Contemporary
lvocacy against eugenics issues focuses on recognition of race as a socially
nstructed concept. Educational anthropologist Yolanda Moses brought
is fssue to the fore during her 1995 to 1997 tenure as AAA president-elect
d president. Education of the general public and of teachers and students
ough videos to be used in schools and on television grew from initiatives
oughout the AAA.
The public policy segment on the AAA’s Web site has a section specifi-
cally addressing Culture and Diversity in Education, This site delineates such
eas of concern as the improvermnent of schooling, policies swrounding
andardized testing (and its uses and meaning), the culture of schools, equity,
ihe relationship of violence in media to violence in the schools, demo-
graphic shifts and the impact of immigrant influx on education, policies sur-
Erounding bilingual and multicultural education, affirmative action, and
Elearning technology in cultural context. The Web site lists three education-
related goals of the Comumittee on Public Policy:

[iln educational anthropology, the tradition of research and demo
stration, of testing theory through practice, is limited. Most accouri
of application in education presented by anthropologists focus on’
evaluation, the uses of ethnographic research methods in the class-:
room, or ways of teaching teachers to use ethnography to understand
their students. (66) ‘

Schensul suggested that the questions educational anthropologists need’
address, such as those involving équity, race, and location of power, were cor:}
sidered outside the boundaries of what was acceptable becanse they requir
intervention or advocacy, rendering them controversial and biased.
Current official attitude toward advocacy, reflected in American Antht
pological Association policy, provides more professional comfort for the
educational anthropologists who have, especially since the 1970s, ur
advocacy in shaping poIi'cy and programs to reflect anthropological insig]
and to foster equity and social justice. The rhetoric has changed, and the
certainly are many more anthropologists advocating change, but there
exists ambivalence toward application and advocacy. Providing a historical} _
perspective, Donna Deyhle, herself committed to advocacy, warned, “A
cacy work . . . can have negative repercussions on both the work of,
anthropologist and on the local participants” (1998, 44). Issues surroun
advacacy are themselves complex. Reflecting on advocacy in her work wi
the Navajo Nation and Mormon school community, Deyhle posed:

To identify anthropologists who are studying culture and diversity in
education;

. To determine the state of knowledge and to identify gaps in knowledge
that need to be filled; and

b assist policymakers and those engaged in related research in under-
~standing the social and cultural factors affecting education policies.
{AAA Committee on Public Policy 2004}

It is the third of these that has potential for direct application. The policy
committee is in the process of forging an administrative structure among
the AAA, the National Association for the Practice of Anthropology
(NAPA), and the SFAA in establishing a Center for Public Policy, the very
core of which will be advocacy and direct impact on specific issues, includ-
ing educational issues (Thu 2004).

The CAE continues to be a strong voice for the field. It sponsors a large
block of sessions at annual AAA meetings, and it raises issues of concern for
discussion and resolutions on its Listserv and other forums. In 2004 the
CAE took a firm stand to support locked out workers at the proposed AAA

From the advocacy position of critical theory, critique and transforma- -
tion are goals of research. But what voice does one listen to in complex

communities? What does trangformation mean when one group’s cor
religious beliefs require the transformation of the other group agains
its will? Ethically, what does taking sides, or advocacy, mean in co
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San Francisco meeting by holding its own meeting at another San Francis;
hotel and inviting other AAA sections to join it. :
Because the majority of educational anthropologists work in education
contexts, they maintain their viability by linking with special interest gro
(SIGs) in the American Educational Research Association. Members of 1]
Council on Anthropology and Education are prominent members of
Anthropology Education Commission, which was established in 1999
the American Anthropological Association. The charge of the commis
is to integrate anthropology—issues, concepts, and methods—into all levalsa
education, pre-kindergarten through adult education. The thought i§
public understanding of anthropology will increase, and anthropology willg
help improve education (AAA 2004). Thus, advocacy in educatio i3
anthropology has moved beyond its traditional boundaries and promisés 0%
build momentum toward making a difference in education. :
For those of us who are proponents of advocacy, it is good news th
explicit advocacy is developing in educational anthropology—though in sofii
venues political awareness shapes the nature of that advocacy. After navi
ing advocacy with varying degrees of efficacy, educational anthropolo,
seek ways to participate in shaping public policy and public debate that in
connection rather than instigate—however inadvertently—reaction. This i v
occwr in the arena of systemic school reform or diverse student success
era of widespread standards-based, culture-bound, test-driven pseudorefo
that appears to reinforce inequity rather than ameliorate it.
But, advocacy-inspired change is occurring in pockets. Hugh Mehan'
shifted to primarily applied work such as the CREATE (Center for Resear.
on Educational Equity, Assessment and Teaching Excellence) program
San Diego. Rosemary Henze’s Leading for Diversity program is g
momentum in the schools. Other pockets of change exist due to Ppassion
advocacy by educational anthropologists. S
All of the areas discussed in the remainder of this chapter involve su
transformation of education in schools and communities. All of the
looks toward understanding cultural and interactional dynamics and cre
ing a shift toward equity, empowerment, and social justice. Some o '
areas overlap, but for the purpose of discussion, they are identified as di
crete enfities. '

change in how we conceive of and do education; it encompassed reinvention
‘ deep structural change. However, the term has been appropriated, and its
eaning has become variable, and it is at times synonymous with downsizing.
he nature of the issues also has changed through the years, and the issues
ary depending on whether the focus is international or domestic. On the
nternational front, Susan Jungek’s extensive unpublished work in fostering
B ind facilitating change and restructuring of education in Thailand is dissemi-
ated within Thai educational systems and continually has a direct impact on
T hai educational policy. Jungck often shares her work with other educational
Eanthropologists at professional meetings. Some educational anthropologists
f working internationally may address educational changes imported- from

Western education. Anthropologists take a contextualized look at the impact
f imported child-centered philosophy and pedagogy and engaged learning
n various differently structured cultures; these constructs are thought to be
inherently superior and ideal by many Western educators. Other educational
¥ anthropologists work in various capacities for government agencies, the
nited Nations, or nongovernmental organizations (NGOs).

For American education, the 1970s seemed to provide a window of
pportunity to address significant changes in educational organizational
cture, with profound shifts in approaches to leadership, accompanied by
mpowerment of teachers, students, and parents. My own work in this area
ew out of frustration from encountering rigid barriers in my efforts to cre-
te emergent, interdisciplinary, and multicultural cuwrricula in a culturally
iverse Southwestern community. Using several small grants from the Cul-
tural Awareness Center of the University of New Mexico, I developed and
implemented innovative elementary education programs addressing cul-
tural diversity in New Mexico. For the Education Division of the Museum of
ew Mexico, I developed a videotape about using traveling museumn kits to
tegrate culture into an interactive, interdisciplinary curriculum. Eventu-
ally, my doctoral dissertation addressed sociocultural and philosophical bar-
ers to educational change. I focused on the entrenchment of worldview in
ducational structures (Greenman 1994). As a consultant to the superinten-
ent of the district where T had taught, I analyzed plans for restructuring and
wrote the preliminary report for the school district’s first yearly School

rovement Plan efforts. ]

. Educational anthropologists involved in educational change are

mployed in a wide range of venues such as school districts, universities,

ivately funded centers for change, and think tanks. G. Alfred Hess, Jr.

, for many years, executive director of the Chicago Panel on Public

¢hool Policy and Finance, where he had direct input to school policy.

‘he, Chicago Panel was made up of 20 nonprofit agencies comprisin a ....
I LB.C.T.E

Educational Change

Systemic educational reform and restructuring is an issue that, since:
1970s, has gained increasing attention among educational anthropologi
tially, the term restructuring, as applied in education, meant sub
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and I took a decidedly theoretical, rather than applied, stance toward

» our work, in part because that is what CES wanted. . . . We did not
.offer any specific recommendations. We mainly tried to create a rich
description of what was happening in member schools. Nonetheless,
our descriptions were, to varying degrees, used by CES schools and
staff members. . . . Thus, our research had an impact, albeit indirect.

I am about to embark on a study of a Boston public high school.
-This time, I intend to have a more direct impact on the school,
although I consider it presumptuous to state this goal. Schools are not
easy places to change, especially for someone with no formal authority
“working from cutside the school system. However, at this point in my
career | think I know enough about research, schools, and educational
reform to be explicitly applied. . . . (2002}

multiethnic, multiracial coalition with a focus on Chicago public educati
improvement (Hess 1991, xvii). Even before he was hired by the Chic
Panel, Hess was directly involved in policy development and implemern
tion in the Chicago Public Schools (CPS). He engaged in planning:
Mayor Harold Washington’s Educational Summit in the fall of 1986, K
was instrumental in crafting legislation that created the Chicago Sch
Reform Act in 1988. According to Hess, “The act fundamentally chang
the structure of public education by creating Local School Councils consist
ing of two teachers, six parents, two community representatives, the prih
pal, and, in high schools, a nonvoting student” (Hess 1991, 1). One o
central tenets of the restructured CPS governance was participatory de
sionmaking and decentralized authority, intended to empower the comm
nity. Unfortunately, the full promise of the Chicago school restructuring for
improvement has not yet come to fruition. Currently, Pauline Lipman, who
has written extensively about inequity in school restructuring—and, mon
specifically, Chicago school reform (2002, 1998)-—is advocating against;
most recent privatization initiative in Chicago.

For urban educational change, concerns about inequity and locatio off
power in decisionmaking fuel educational anthropologists’ focus. In an
mail communication, Patrick McQuillan elucidated how this focus mig]
translate to the work of an educational anthropologist working in academs

Educational anthropologists conduct research to understand how change
educational institutions can occur, and they are persistent in seeking ways
have an impact on improving education. Lisa Rosen’s current work at the
niversity of Chicago’s Center for School Improvement examines how
nthropological research can contribute to innovative institutions that sup-
ort urban school improvement. She works with a recursive model to have
dngoing impact on changes in professional roles, norms, and practices,
at is, to examine how individual and organizational learning, as well as
hifts in professional culture, occur (2002).

Educational change, reform, and restructuring may focus on institutional
d structural changes but, as was evident in the above examples, include
oncerns about the locus of power in conceptualizing and implementing
ose changes. Empowerment of teachers, students, parents, and invested
ommunity members is hotly debated. These are areas that lend themselves
advocacy for educational anthropologists.

[Als long as we remain ignorant of the enormity and complexity of the:
challenges that confront urban schools, we will never create a truly
equitable educational system. :
With this overarching concern in mind, I consider . . . interrelated.
areas [e.g., the “achievement gap,” low income, native language, rac
ethnicity] to be of tremendous importance. . . . [Tloo often we tre
schools as though “all students are created equal” and distribute’
resources accordingly. "
‘Research is therefore needed in two areas, at least. First, to asse
which programs and policies work effectively in situations of concet
trated poverty. And second, to provide data on the impact these pop
lations have on schools. This information could then be used in a cour
of law to argue that such schools, because they face additional chal
lenges, should receive disproportionate funding. (This has alread
occurred in some states.) As funding systems are currently structured
relying so extensively on property taxes, those schools with the leas
need tend to have the most resources.
A final focus for me is that of involving students in school gover
nance and in shaping their education. In most instances, education
opporiunity is defined for students, not by them. . . . When I beg
research with CES [Coalition of Essential Schools] . . . my colleagué

ultural Acquisition, Social Capital, and
mpowerment of Culturally Diverse Parents

. Cultural acquisition is a fundamental anthropological construct that quite
aturally falls into the domain of anthropology and education. Anthropologi-
study of cultural acquisition has been approached from many perspectives,
cluding linguistic (Hymes 1964; Ward 1986) and the perspective of mothers’
lationships with their children in the sociocultural context (Babcock 1991;
-Mead 1960; Bateson 1994). Mary Anne Pitman, Rivka A. Eisikovits, and
arion Lundy Dobbert (1989) described cultural acquisition as a “holistic
proach to human learning” with a focus on the processes of learning in cul-
al context. As they so succinctly explained, cultural acquisition
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is a concept much broader than schooling, than informal teaching and -
learning, than childraising, or even than cultural transmission. Cer
tainly in many societies parents and other adults do a considerabl
amount of directing, teaching, and shaping, all of which is designed ti
transform children into desirable adults. But for humans, as for othe;
primates, instructive and formative activity constitutes a very minut
part of the learning process. Instead, the major forces “shaping” chil
dren and young people in the process of culture acquisition are th
same as those that shape or direct all learners, namely, the structure
and processes of the entire sociocultural life going on around them. Ini;.
addition, the process of culture acquisition by which children an
young people learn to be fully functioning adults is a holistic one. On
does not become a mature adult by sequentially learning the separat
elements of adult life and then putting them together to form a whole
nor does one survive as a competent old person through that process
Rather, the junior members of a society or a social group learn whol
patterns within the context of everyday life and then in personal actio
they individualize and adapt these patterns by varying some of the ele
ments or creating new ones. (3)

Harry Wolcott said that he believes cultural acquisition to be #he cen‘tr"
construct in educational anthropology.

The [primary] aspect of my work, encompassing the other [aspects] s
well, is cultural acquisition, including cultural transmission but focus
ing more on the learner than on the transmitter. I have been writin,
about this theme in articles over the years and have now completed a '
book that draws some of this work together in a case study that begin
with an ethnographic antobiography of an out-of-schoal youth. Th
book, Sneaky Kid and Jis Aflermath, incorporates the title of an articl
ongmaﬂy published in 1983 and brings the story up to the present
with its subtitle, Ethics and Intimacy in Fieldwork.

Cultural acquisition is the banner that I have proposed as the cor
topic for our efforts in anthropology and education: a focus on how
individuals acquire and act out their unique versions of culture. Th
topic does not preclude all the other things that go on in anthropology
and education, including studies of the social organization of school:
or the enactment of formal educator roles. Butit is a far broader char
ter: a focus on what and how as individuals we learn from the cultural
influences surrounding us. It takes a broader look, to study not only
what educators are doing, and what children are learning in schools
but inquiring into what [each] of us learns in our out-of-schoo] lives as
well. Tt is not school-focused; it is person-focused. It is not focused on
school-age students or professionally trained teachers but on all humai
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L beings, anywhere, and how they have come to act, and more or less
. want to act, as their fellow participants want and expect them to act.

This is not “applied” work per se; rather, it is a broad issue that guides
. the particular questions we pursue and gives the anthropological per-
spective we want to bring.

Educational researchers do a thorough job of assessing what is

learned in school—almost too thorough a job from an anthropological
" point of view, since they can and do ignore what else is learned, or
*what is not learned, or what is learned that negates the formal learning

" taking place. But far more important is to place the learner in a
~'broader context so that school itself—even when achieving its stated
« purposes—is never more than part of the entire picture. That charter
| provides an endless assignment. Educational anthropologists need to
. confine their purposes to the questions being asked and the assistance

‘they can offer, but they must stay tuned to their orientation of what i
while others concern themselves with what might be. Thus even the
,most applied of educational projects will find its anthropologist asking
.about, or at least wondering aloud, how the system works now, what

' ‘may be gained or lost in the proposed change, and whether what peo-

ple are learning—everyone involved, not just the so-called target
group—w111 be different, and “better.” (2002a)

"Mary Catherine Bateson poetically described the learning process as an
improvisational dance, warning that we cannot trip over ambiguity or

- Improvisation and new learning are not private processes; they are
- shared with others at every age. The muliiple layers of attention

' involved cannot safely be brushed aside or subordinated to the com-

pletion of tasks. We are called to join in a dance whose steps must be
learned along the way, so it is important to attend and respond. Even
in our uncertainty, we are responsible for our steps. (1994, 9-10)

ateson provided examples of cultural acquisition and learning in cultural

ontext where the dance takes place.
- To acquire an operational knowledge of a culture is to acquiré cultural or
ocial capital within that culture. That social capital gives one the power to

avigate the culture in question. Children may gain cultural and social capi-

tal implicitly as part of their enculturation process. Adults, however, must
ake a more explicit approach to gain cultural capital. They may acquire it
through consciously learning about another culture and using that knowl-
dge to function well in their secondary culture while maintaining their
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Netherlands, tried to influence immigration policy with an eye toward
acquisition of social capital for immigrant mothers. She described her
areer-long efforts to this end:

primary culture {accommodation), or through adopting the secondary cul-
ture as primary and infusing it into their lives (acculturation). They may g
social capital by consciously learning how to attain resources and how social
organizations, such as bureaucracy, operate. Consciously gaining cultural
social capital is a form of empowerment. ‘

Empowerment of immigrant, poor, and culturally diverse parents :
communities has been a focus of educational anthropologists since the
1960s and early 1970s, accompanying the focus on culturally relevant cu
ula and education. Steven Arvizu's early work with the Cross Cul
Resources Center at California State University in Sacramento focuser
parent participation and home-school linkages with an eye toward empo
ering parents (Arvizu 1992). His demystifying the concept of culture for p
ents helped provide them with an understanding of themselves
multicultural contexts, which led to gaining the cultural and social capit
needed to help theijr children navigate their world,

When educational anthropologists see the difference this empowerme
makes in the lives of people who had been disenfranchised, they ma
develop a sense of satisfaction from their work and advocate further fo
facilitating the acquisition of social capital. Kathryn M. Borman has don
extensive work on projects addressing educational reform on a nation
scale, such as the National Science Foundation’s Urban Systemic Initiative,
reform that directed resources to schools in the highest poverty urban
tricts in the United States. However, in terms of direct impact on ed
tional change, the one project that stands out for her is one that related th
parental gain of social capital to the education of their children.

‘In my view family education should be a substantial part of research
being done by anthropologists focusing on formal school education.
In my work I have studied amongst others preschool intervention
programs and risk factors for children growing up in female-headed
immigrant families (Moroccan and Hindustani families in the Nether-
lands). Family education studies are essential for a good understand-
. ing of the impact of schools and other formal educational seitings on
school success.

As to the application of research outcomes, that is a complicated
matter. . . . Sometimes research ouicomes are too new to be applied
{politicians always are far behind social reality). One of the conclu-
sions of my PhD study for instance was that the Moroccan families
would permanently stay in the Netherlands and I recommended [that
it be policy for] them to learn Dutch. Only in 1998, 20 years after the
"+ publication of my book on Moroccan families, are new immigrants

compelled to learn Dutch. Most of the earlier generations of immi-

 grants speak no or very little Dutch, particularly mothers, who are the
. main educators of the children. These examples show, in my view,
‘that processes within the family, in the broadest sense, have great
impact on school achievement and social mobility of immigrant children.

7 {2002)

Policy and power surrounding the education of preschool children was a
focus of Sally Lubeck’s work. She studied, internationally, the social pro-
cesses through which women socialize young children to particular ways of
g life, how governments support the care and education of young children,

and the implications for policy support of institutional structures. Lubeck
deed the following questions that evolved from her research and drove sub-

,sequent work:

1.- How can public policy be formulated to address the strengths and chal-

" lenges that exist within local communities?

9. How do power, social relations, language, and material praclices ei_’fec-

- tively serve to “construct” particular kinds of services and organizations
within communities and nation states? -~

. How does discourse function to constrain what is seen as necessary or

. desirable within a particular policy context?

~4. What are the possibilities for creating self-conscious, democratic com-
" munities willing and able to dialogue across difference? (2002)

I believe that the effort with the largest impact was the work I carried
out with colleagues at the Urban Appalachian Council in Cincinnati
At the UAC during the 10 years I worked with the dedicated staff
members of that organization (many of whom were of Appalachian
origin), we were able to provide training for parents of children who
were students in the public schools of the city. The training was aim
at providing parents the tools they needed to get the services and ass
tance they needed for their children. (2004)

Some educational anthropologists work with parents of very young chil
dren, in both community settings and preschool environments. Cultur
acquisition is a focus in this work, and, when there are dual cultures, mult
cultural acquisition often becomes an issue. Progress of children in comip
cultural environments is followed during formal schooling years. Parer
those children tend to lack the social capital needed to effectively advoc
for their children. Lotty Eldering, working with immigrant families in
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Three interrelated areas formed the core of Lubeck’s work: {1) Cros
national policy research regarding early childhood education and carcil
(ECEC), (2) ECEC policy research within the United States, and (3) “c
tural politics,” dealing with issues of diversity, power, and voice in politi'c:
decisionmaking. She explained the nature of some of her research i
work: 4

In my early work I used data from the International Labour Officé
(ILO) to compare parental leave and child care policies and provisions?
cross-nationally (e.g., Lubeck, 1989). Later, I did fieldwork in the
former German Democratic Republic (GDR) when, prior to unifica
tion, the GDR had the most extensive publicly supported child care
system in the world. T was responsible for interviewing Americati
teachers for the TIMSS Case Study Project (which compared th
American educational system with those of Germany and Japan)
More recently, I served as a member of the review team and Rappor
teur for the Country Note on the United Kingdom, in conjunction with
the OECD Thematic Review of Early Childhood Education and Care Policie
in 12 countries. (2002) :

The levels of influence here are from the details of everyday practice to,:
broad scope of policy. All of the examples support equitable education
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transnational movements, globalization, etc. and their resolutions bear

directly on how we use “culture” in schools and other educational settings.
_ The core of my work right now is to design, implement, and study
an after-school program in science and technology for low-income
African American and Latino middle-school giels. These gitls live in

“.an inner city environment that includes the phenomena referred to

above. They do poorly in poor schools, and they have little or no

interest in science and technology as presented in school. What I am

trying to do is: (1) learn about the “culture” of these girls; (2) learn

‘what science and technology experts consider good curriculum for
" girls; (3) join ! and 2 in an attempt to create a sci/tech curriculum that
" motivates the girls and develops their skills; (4) study the girls’
. responses to the curriculum, modify it, and re-study it. I see this as sim-
ilar to a “design experiment” or “design study” as described by Ann
. Brown and others.

" In addition to my own use of my research findings to improve the

 after-school program, the findings are also being used to redesign pro-

grams for high school girls in engineering, precollegiate preparation

i programs for high school students and their parents, and academic
* support groups for minority students. (2002)

: Social justice, equity, and diversity-embedded change also are goals of
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dvocates, such as Rosemary Henze, who focus on change within the school

ystem. Like so many educational anthropologists, Henze works with pre-

ervice and in-service teachers as well as educational administrators in

florts to create change and embed diversity. She seeks ways to have greater

‘ impact on teachers, students, and school systems. Henze discussed some of
er problem-solving approach and initiatives.

recognizing the part that parents play in the education of their children.

Equity, Empowerment, and Social Justice in
School Systems and Communities

Educational anthropologists address many dimensions of equity, as
as success and failure in education (Erickson 1987; Mehan, Hubbard, and’g
Villanueva 1994; Trueba 1988; Voght, Jordan, and Tharp 1987). Jo i
Ogbu’s (1982, 1990; Gibson and Ogbu 1991} controversial theories ab
differential achievement of émmigrant and involuntary minorities and ciltii
discontinuity have generated spirited and continuous debate. His the
have been used in the development of educational policy. Margaret.E:
hart’s extensive work with gender equity in education and in the scie
community identified the illusion of gender neutrality in policies. Theico
cept of gender neutrality addresses assumptions that a policy is consider
objective and gender neutral if it is framed in the male voice. When asked
reflect on her current work, she said: |

I think that the challenges to traditional ways of conceptualizing cultuir
that are posed by phenomena such as youth culture, popular culture;

Im very interested in seeing if I can have an impact on practice by

“ranslating” some key concepts of educational anthropology into

'terms that teachers can use. One concept I am trying to translate, cur-

rently, is the notion of the social construction of race. I find it amazing

. that with so much written about this in the past century, it still has not

made its way into the public consciousness.
The other thing that is “core” to what I'’m doing now is what we call
the “Leading for Diversity Project.” Together with colleagues, 1 have

" been working on researching, describing, and disseminating what it is

school leaders can do to improve ethnic relations in schools. It’s a
‘workbook format, for pre-service or in-service school leaders, so very

.“practical” in an effort to [have an impact on teachers, students, and
“school systems]. We're also working on a video to accompany . . . the
book. . .. :
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- nicity, culture, difference, language, intelligence, interpretations of
- history, power and control simply by raising questions and exposing
. them to sources of information and the opportunity to engage in facili-
- -tated discussion. For me this was a dual revelation, First, I saw that I
could bring about educational change—that I could, as an anthropolo-
 gist, function as an interventionist. Second, I saw that I could study these
.issues and that I was interested in testing interventions that reversed the
- established power structure and studying factors that prevented such
- ‘Teversals in settings where the students were not heard, in contrast to set-
- tings in which they believed, because of wealth and social status and the
. privilege of race, that they had the right to be heard.

+ My buming questions in educational anthropology have been
~directed toward understanding the circumstances that stimulate, sup-
ort, and encourage urban American children and youth to pursue
- 'knowledge and social action, to see that they have the right to know and
. to promote their civic engagement as active and critically involved citi-
-zens. Further, I do not see that educational anthropology’s purview is in
“the classroom only. For me, education occurs in multiple formal and
- informal settings. For this reason, I have a passionate commitment to
~creating the informal settings that support both youth and aduits in a
process of engaged learning, critical analysis, and social action. Ques-
ions that are central to my work have to do with how such settings vary
cross provinces, states, countries and class; how, for example, critical
inquiry can occur in national settings where active conflict and confron-
tation are not acceptable; how gender, ethnicity, race, and power
restrict, enhance, empower, and restructure learning processes,

I'believe that the concept of education is interdisciplinary and inter-
sectoral-addressing art, intelligence, social and emotional learning,
sexuality and AIDS, substance use and abuse, and a vast range of
other social phenomena. Educational anthropology should not limit
itself to the subject matter of classrooms. A burning question has to do
with why the field has restricted itself to an analysis of school-based
henomena, when learning qua education takes place in multiple set-
‘tings in multiple ways. I have been proud of my discipline’s perspec-
tive -on formal education and, at the same time, frustrated with the
limitations the discipline has placed on the way we conceptualize,
address, intervene in, and study/evaluate educational processes.

‘The core of my work in educational anthropology has been theoriz-
ing about developing, describing, and evaluating alternative learning
environments for adulis and youth. My first piece of research
addressed individual, institutional, and structural changes in the Mexi-
can education system as a response to industrialization. This was not
applied research, but the research was published in Mexico in Spanish
and may have had some effect on the country’s perception of the lim-
ited role of education in promoting upward mobility and the ways in

I'm trying to enfold what I know of important educational anthropol-s
ogy concepts and praciices in what I teach my students. {2003)

The role of the family and community in effecting educational chang
especially for immigrant populations, is central to the work of many ediig:
tional anthropologists. In her long-tetm research and advocacy relation:
with a California Latino community, Concha Delgado-Gaitan learned
dimensions of community self-determination. Reflection on her work b
with the question, “How can research in anthropology and educatior
used to inform local community change?”

long-term ethnographic methodelogy in poor and immigrant co
nities, my research has shown that meaningful change and empow
ment is possible from the grassroots level through faJni]y“
community literacy. It gives a model for other communities” seifs
empowerment, 4

ogy and education, I am contacted on a regular basis by [practitione
and scholars] . . . that use my work for its methodological paradigm
well as the theoretical premises that culturally acknowledge the pe
ple’s potential for changing the power relations of the conditions ;
which they live involving language learning, literacy practices, acces
ing family resources, and building sociopolitical organization, (2002)’

Educational change in communities inclndes education in informal se
that engage and empower urban youths to be agents of change thro
informed social action. Jean J. Schensul reflected on the variety of wa
applies educational anthropology to urban education and social justi
tiatives. Schensul champions education as an open construct; taking
in the community and envelopes other-than-traditional school currcil¥
Her reflection summarizes her career trajectory as an educational ant
pologist and the range of her work. ‘

Career Trajectory of Jean J. Schensul

I have viewed myself as an educational anthropologist from 'f
moment that I understood, under the mentorship of a critical soci¢
gist, that I had the power, as a teacher/instructor, to reversé pow
relationships in the classroom. I learned as a college anthro‘p’dld
instructor that T could put aside didactic instruction and engagé
dents in a dialogic exploration of critical questions relating to race, £l
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. SJmple, but it is indeed very complicated. It requires dedicated,
:experienced, and politicized research staff, a supportive learning
"environment, appropriate creative and flexible research technol-
..0gy, rules and regulations that are suitable for different target popu-
lations {by age, ethnicity, sexual preference, or other factors),
proper analylic procedures and technology, and a variety of means
of disseminating and utilizing research results over time. We have
.conducted at least twelve demonstration programs that use this fun-
. damental model, most of which have been funded with public sec-
‘tor money and some private funds . . . ; we are currently evaluating
this model for risk prevention with funding for a three-year Center
Afor Substance Abuse.

Another approach to the development of alternative educa-
tional environments involves the introduction of cooperative
earning and the social construction of problem solving knowledge
o middle school children. This project, funded for almost five
\years by the National Institute on Drug Abuse, is really intended
ito change the instructional relationship between students and
. teachers, between teachers and principals, and between schools
- 4and the Social Development Department of an urban school dis-
-trict. The use of cooperatwe learning and social constructivist tech-
. niques engages students in building on their own realities and
. knowledge base, learning from other students, and obtaining new
‘information from guided informational sources. Students construct
: and co-construct new narratives of situations related to addressing
"social problems, drug use, and sexual risk—situations more closely
> culturally and socially related to their own realities. As they co-
‘onstruct alternative pathways to risk avoidance and harm redue-
ion, which they discuss and agree on, they create safer options for
themselves when they confront these social risks. The most impor-
~tant underlying message of the curriculum, however, is not that
there is a right or wrong way of approaching these social problems.
It is that youth, working together and utilizing their knowledge
" base and social and informational resources, can emerge with a
. variety of sacial options that work for them, while reducing their
- exposure to drug, social, and sexual harm. Our team of anthropol-
*ogists and psychologists . . . is delighted that this approach is now
“being integrated into our partnership school disirict, with the
+intention of utilizing the model instructional program in years to
. come. We are especially delighted, since the objective of the cur-
cricnlum is inherently subversive—it is explicitly designed to
' enhance the power of the teacher AND the student together, in
nerating new solutions to both new and engoing social and edu-
ahonal problems. {2002)

which worksites used educational degrees to promote or restrict entry*
to work and occupational mobility.
A second thrust of my work has been the creation of a.lternatwe’
community-based work environments, in which applied research for:s
social action has played a major role. The two main settings where
have used this approach have been the Hispanic Health Counc
{1978-1987) and the Institute for Community Research (1987-:
present). [The Institute consists of] a multiethnic group of 65 full
time, 12 part-time, and 41 youth researchers. I was a co-founder
the first organization'and the founder of the second. Fach of these
environments has involved dedicated applied research. Each hag
integrated university-trained researchers with a political commitment ?
to community change, with community educators and activists wh
see the opportunity to use research as a tool for change. My role ha;
been to develop and implement projects that permit these two radi
cally different sectors, with a common goal, to come together, t
learn from one another, and to integrate their experience and knowl
edge in the context of a formal research project directed towart
social change. The organizational environments I favor and promeot
are communal learning environments. Principles include good facili
tation that supports equally valued input from all participants, shar
ing popular and academic knowledge, providing good social anc
cultural supports, and directing work toward an accomplishable goal
with community importance.
Probably the most significant focus of my formal applied educa
tional anthropology work has been the development of a populat
action research training model that the Institute for Community
Research (and prior organizations) have used with low incom
community residents—men, women, older aduits, adolescents, pre:
adolescents, gay and lesbian youth of color, and other groups. This
moadel is driven by a constellation of integrated theories of identity
multiple intelligences, personal and social empowerment, sucial
learning and social comstruction, critical analysis, gender and
power, and more recently queer theory. It begins with the develop:
ment of close working and personal relationships between adul
facilitators and participants. These relationships provide the foun
dation for broadening interactions and trust among members of ‘Ithé
group or learning community. The group then engages in the tradi
tional steps of participatory action research—identifying an issue;
developing a conceptual and action model, learning about and- utf
lizing multiple interactive approaches to data collection, using: ‘the
relationships derived through data collection to build a power base}
jointly analyzing and presenting data, and using data as a means
rally and organize support for desired action. This process seems
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Lavadenz (1998) developed one of the most recent typological models of
& educational response to diversity. Christine Sleeter and Carl Grant’s typology
presented in their book, Making Choices for Multicultural Education (2003),
now in its fourth edition, is one of the most widely used. Though they tried
to present different approaches to multicultural education and the implica-
tions of each in an objective, nonbierarchical way, Sleeter and Grant include
a chapter in which they articulated strong advocacy for the transformational/
social reconstructionist types of multicultural education.

These typologies and others clearly reveal the philosophical assumptions
implicit in each approach. Work with preservice teachers and educators in
the schools reveals a lack of openness to assumptions different from those
held personally, which results in resistance to diversity (Greenman and Kim-
mel 1995). Educational anthropologists consistently seek new ways fo create
bridges to understanding and acceptance of difference. Linda Levine (2002)
stated

Education for the Culturally Diverse and
Multicultural Education

Educational anthropologists perhaps are best known for their work
with culturally diverse and indigenous groups. The tradition of advocacy
in this arena is quite strong. Cathie Jordan’s {1985) applied work with the
Kamehameha Project is a classic example of how ethnographic information
demonstrating cultural discontinuity was directly applied to create culturally
relevant educational structure and pedagogy. Jerry Lipka’s {1991) work with
the Yup’ik also had direct impact on creating indigenous programs, curric-
ula, and pedagogy. Theresa McCarty {2002) worked with the Dine/Navajo,
advocating for indigenous education, particularly at Rough Rock. She sup-
ported community members’ redefinition of identity, finding their voice,
and empowerment to attain social justice. Donna Deyhle, who has been
working with Dine/Navajo in a Mormon community school district for
many years, indicated that there is evidence of recent profound change.

I'm still concerned with the need to move beyond essentialist notions
of culture while acknowledging the persistent power and politics and
" impact of difference in this society. . . . I've been trying to help pre-
: service and practicing teachers move beyond popular assumptions and
* their own sedimented histories by creating {and guiding) opportunities
for the [discussions] across differences that are so crucial today.

One issue that has changed, and is very exciting, is that the district
seems to be coming full circle—moving from a racially based decision—
no Navajo language or culture—to using Navajo language and culture
in the school curriculum to enmhance student success. Rather thari.
ignoring the ethnographic research . . . they are trying to “come on
board.” Most amazing is that they have asked me to come back into
the district and do research for the next three years looking at what
they are calling “pockets of excellence”—successful teachers working -
with Navajo youth. I think it is exciting! It also speaks to the some-
times roller coaster ride I've had with the district and Navajo commu-
nities over the past twenty years. First [I] started as the ethnographer, -
then “Indian lover,” lawsuit enemy, etc., etc., and now, back to ethnog-
rapher. What a wild path. And I am flattered that the district trusts me, '
even though I was super critical of them. So a team [of educational
anthropologists and graduate students] will be working in and out of
there. (2002) ‘

Mary Hauser (2002} assessed the core of her educator work as a need “to
* help students to understand the influence of culture (the culture of the stu-
dents, the teacher, and the larger American culture) on what happens in
schools.”

Heewon Chang, who shares some of the same concerns, advocates vigor-
ously for multicultural education. She struggles with ways to be most effec-
tive in her work with educators. Chang stated that the following questions

are ever present:

1. How can I safeguard (at the same time, critically examine} the anthropo-
logically sound understanding of culture in multicultural educational
~ research and writing?

‘2. How can I keep educators from essentializing culture (ascribing a set of
~ characteristics to a certain cultural group and reducing all distinctive
characteristics as cultural differences) and help them develop functional
cultural sensitivity toward their students of diverse cultural back-
grounds? '

3. How can we bring more global perspectives (and comparison) to the
" understanding of educational issues in the United States? {2002}

Although culturally relevant education, education for cultural unde
standing and multicultural, cross-cultural, and intercultural education have:s
longevity among educational anthropologists, the concept of multicultir
education, since its emergence in the late 1960s, has also been an area o
concern. There are frequent complaints that the concept has been appropri
ated, trivialized, packaged, or otherwise applied in ways contrary to inten
(Greenman -and Greenbaum 1996). Margaret Gibson developed the fir
typology of multicultural education in 1976. Shane Martin and Magal
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teacher events. The Center for Cultural Understanding and Change uses
evaluations to inform content and to structure changes for further program
development. Other anthropologist work includes facilitation of discussions
“at the program events.

, The anthropological perspective brought to the Center for Cultural
i Understanding and Change is invaluable in the Center’s diversity work, and
L it adds depth to understanding for program participants. Dafa from teacher
cus groups and ethnographic program evaluations affirm that the quality
“and focus of discussions were greatly improved when anthropologists were
facilitators. I also worked in the parent program component. A group of
Spanish-speaking parents from one school attended two cultural events and
E - participated in a follow-up workshop. At the ethnic museum and cultural
arganization events, I presented content about life transitions and rites of
‘passage, grounding it in their own life experiences. Also, I developed and
facilitated for parents a capstone workshop at their children’s school. The
‘facilitator team developed a final event for all parent groups. In the program
‘evaluation, parents said they developed a broader perspective and learned a
great deal that would benefit them in educating their children about their
own culture and in being open and appreciative of difference and diversity.
‘The anthropological theory and methods infused in the Cultural Connec-
tions Program has made such an obvious and profound contribution that the
.relationship to the Chicago Association for the Practice of Anthropology is
‘becoming increasingly formalized.

Chang’s focus on multicultural education is intertwined with her wor
educational anthropology. In her advocacy work, she returns to these que
tions to disengage trivialized notions of culture and multiculiural educatio
One solution she initiated is a journal dedicated to issues surrounding mi
ticultural education. She stated: “To bring more anthropological and glob
approaches to multicultural education I have been editing and publishin
the Electronic Magazine of Multicultural Education for the last 4 years, W,
reaches scholars and practitioners of multicultural education in 40 differet
countries” (2002). The journal can be found at http://www.eastern.ediy/
publications/emme. ‘

Educational anthropologists working with cultural diversity issues c
have an impact on education by working outside of the schools. For exam
ple, I work with the Cultural Connections Program of the Center for Cul
tural Understanding and Change at the Chicago Field Museum. For th
2003-2004 program year, there were 23 core partners that are ethnic mus
ums or cultural centers. The program uses anthropological concepts as i
core, in efforts to help teachers, parents, and community members under
stand culture and diversity and the rich traditions in Chicago neighbor
hoods. The program also intends to have direct impact on curriculuin
design and culturally relevant teaching through the teacher component.
theme, such as ZTiaditions of Transition: Understanding Rites of Passage i
selected each program year, and the core partners have events for the par
programs and the teacher and community member programs.

Chicago anthropologists, many of whom are members of the Chicagt
Association for the Practice of Anthropology (CAPA), are an integral parto
the program development and implementation. CAPA provides resource
and expertise. Members participate as volunteers and consultants. The
facilitate discussions for the Cultural Connection. teacher and community
program events, gnide neighborhcod and cultural center visits, condiié
workshops for Cultural Connection parent group program events, provide
{eedback and guidarnice in program development, and conduct ethnographit
program evaluation. :

As an educational anthropelogist, I am able to create bridges between the
anthropological constructs and the teachers and parents. I have contributed
unique insight to designing and conducting evaluations, creating workshops
for ethnically diverse parents and to developing and facilitating programs
The first year I worked with the Cultural Connections Program, I becam
part of the program evaluation team, focusing on the program’s teache
component. I developed the protocol for a teacher focus group to augment
their written evaluation questionnaires, conducted the focus group, and
lyzed the data gathered from the focus group and participant observatior

Methods Used in Educational Anthropology—

:lncluding Ethnographic Evaluation

Though recent studies more frequently weave in quantitative methods,
ethnography, in its many incarnations, is the heart of the methodology used
in anthropology and education. Basically, ethnography is the description of
‘& culture or group. In educational anthropology, this may be education in a
‘community, in an ethnic neighborhood, on a reservation, in a foreign coun-
try, in an urban area, in a suburban development, in a village, or in the rural
countryside. It may encompass a school district; a playground, a bus route, a
:school, or a classroom. Ideally, the initial approach is broad, and the foci
‘and subsequent methods emerge from observation; however, in applied
anthropology, an existing predefined problem may guide the research and
‘intervention.

The foundation of ethnography is participant observation, which David
Fetterman suggested is necessary for fieldwork to be effective: “Participant
:observation combines participation in the lives of the people under study

[LsCTm.]




294 Applied Anthropology Anthropology Applied to Education 295

with maintenance of a professional distance that allows adequate obsétva;
tion and recording of data” (1989, 45). As the research progresses, the edu:
cational anthropologists develop or bring in additional methods and to
The methods may include formally structured, semistructured, or inforinil
interviews; focus groups; questionnaires with open-ended questions;. lif
histories; review of records, documents, or other written material;-
course analysis; or projective techniques, To validate information, data are
derived from at least three different sources. This is called triangulation.
Multimethod research has become quite common for educational anthi
pologists. Given the current climate overshadowing credibility for wha
considered “scientific” and valid, statistics often are infused in largely e
nographic studies. These may be descriptive statistics derived from the:
matic analysis or other statistical analyses generated from surveys:
forced-choice questionnaires. To facilitate observation, educational anthro:
pologists may use classroom observation forms, protocols or topical che
lists, sociograms to graph movement and interaction, and predetermined
codes for actions or incidents. Time frames for observation and recording
may be blocked out. Educational anthropologists also may use audio-
video recording devices and still photography. Analysis of data includes
sorting and coding, looking for patterns, and identifying themes. This can:
be done in many ways, perhaps employing color-coding or index
organization. There also are computer programs that facilitate analys
Reflection is integral to the process. d

Traditional ethnographic studies have long been used to inform poh
and program development. Ethnographic studies of school districts, schot
and classrooms are 2 mainstay of educational anthropology. Margaret D
LeCompte and Jean J. Schensul (1999) developed a seven-volume Ethn
pher’s Toolkit as a guide for the increasing number of people using ethinogr
phy for educational research. These volumes take the researcher fit
design and methods through analysis, interpretation, and application. Her
Wolcott (1990) offers guidance on organizing and writing about the resul
from qualitative research.

Patrick McQuillan described the importance of ethnography to his wor

Eﬂmography also has spawned and inspired other forms of qualitative
methods. Michele Foster (1997) employed oral life history to learn about
African American teachers’ teaching. Joseph A. Maxwell (1996) developed
a model for an interactive approach to qualitative research design. Judith
Preissle also has been innovative in qualitative research design: “The
broadest application of my work has been in qualitative research methods
and design where it is used by other researchers in planning their own
inquiries and by methodologists in ongoing discussions in the field” (2002).
" Many variations of ethnography have evolved, largely from attending to
the context in which research is being done. For example, Lisa Rosen’s cur-
rent project uses a recursive ethnographic loop. She described the method
as follows:

. My project is explicitly conceptualized as ethnographic “design
" research,” which means that my findings regularly feed back into the
- design of the charter school and the work that surrounds it. Likewise,
regularly present findings to the participants in my study, who are also
my colleagues, and facilitate reflective dialogue about both progress
" and challenges. My research thus has both immediate and long-term
- application. (2002)

The sociolinguistic ethnography of communication research conducted by
Susan Urmston Philips (1993) is considered microethnographic within the
context of traditional ethnography. Microethnography usually is associated
with focused study in one location, such as a classroom. Philips examined
communication structures in classrooms and community. Her work
inspired further study of participation structures, using a variety of methods
for gathering data. Frederick Erickson and Gerald Mohatt (1982) were early
proponents of videotaping in schools and classrooms as part of ethno-
graphic study. They used videotape to gather data in their study of partici-
pant structures and activity transitions in an Odwa school. The unit of
analysis was determined by studying the tapes. Taping of any kind in
schools, however, has become more cumbersome with the extensive per-
mission-granting process.

Discourse analysis is used in studying interaction dynamics in schools,
classrooms, school board meetings, and policy development. Educational
anthropologists incorporate different methods as called for within a single
study. For example, Sally Lubeck described her use of multiple methods:

As an educational anthropologist I try to spend as much time as poss
ble in schools working with a wide range of school personnel over
extended periods of time so I have an holistic sense for what is hap
pening in the real world of schools and classrooms, with the concomi-,
tant responsibility of writing up this work for relevant audiences. .
believe the ethnographic method helped me understand the mlcropo '
litical dimensions of an educational reform endeavor that many.
viewed as mainly academic in nature. {2002)

My research group recently completed a three-year study of four
Head Start programs using ethnography and discourse analysis as
tools for understanding how Head Start take$ shape in a diversity of
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heralded a new turn in educational research in which it became okay
' to examine single cases in depth of what was actually occurring in
schools. So for a second thrust, I began writing what became a quartet
of books dealing with aspects of qualitative research in general and
.ethnographic research in particular. My intent was to keep ethnogra-
phy distinguishable as a particular kind of research at the same time
_ that its fieldwork techniques were made more widely available to all.
 Transforming Qualitative Data, The Art of Fieldwork, Ethnography: A Way of

Seeing, and Writing Up Qualitative Research, now in a second edition, are
the result of that line of work. . . .

My studies have helped prepare teachers going into similar assign-
ments like the village school, or administrators to find a broader per-
‘spective, or researchers to employ a wider assortment of field
echniques in addressing their problems. More often I think my work
as led to a softening of objectives, a less heavy-handed approach
. toward a “recalcitrant” group, more patience on the part of the official
ansmitters of cultures, more appreciation for what people already are
.than what they can become. It is “work in progress” in a constantly
shifting ethnoscape. (2002a)

communities. In conjunction with this work, we assisted one progrant
in creating a “community of practice” among staff members, who no
provide half of their own professional development. (2002)

Lubeck also used deconstruction to illuminate taken-for-granted ass
tions about particular social groups, practices, and policies (e.g., Swadeners
and Lubeck 1995).
Policy- and program-driven ethnographic work within the paramete
and time restraints of international agencies may inspire innovative addpt:
tions and means of rapid assessment while maintaining ethnographic inte
rity (e.g., Handwerker 2001) and resisting what may look like “drive:b
ethnography.” In developing anthropological methods for the applicatio
anthropological wisdom, Robert Textor sought the path less traveled. Heg
developed “anticipatory anthropology” (1985) for use in educational ‘an
commmunity planning. Textor was one of the organizers of the Education:
Futures Committee in the CAE. Currently he is advocating for ethics edi
tion in business. 3
Harry Wolcott writes extensively about using ethnographic methods i
education, with an emphasis on trying to maintain the integrity of ethnogr
phy. His ethnography of a school principal (1984) has been used to mak
decisions about the leadership role in schools. Reflecting on his work in edu
cational anthropology, he shed light on his career path.

uilding on Wolcott’s seminal work in developing educational anthropo-
gical methodology and the tradition of action research in applied anthro-
ology, action research has become a popular method in educational
thropology. According to Geoffrey E. Mills,

Career Trajectory of Harry Wolcott

I “grew up” with anthropology and education; my respective “careers
are intertwined. My dissertation was a study of a Kwakiutl Indian villag,
and its school, a study that satisfied professors in both fields and helpe:
to form the link between them. Fieldwork was in 1962-63, the disserta
tion completed the following year, and a book, A Kwakiutl Village and
School, in 1967, My next study was done closer to home—across town
a matter of fact—as I assumed a faculty position at the University o
Oregon. That was a study of an elementary school principal; not wha
he should do, or what the literature said about him, but of one real live
human being and how he actually went about doing it. The Man in the
Principal’s Office: An Ethnography was published in 1973. Another study
looked at a school district working through a district-wide and gras
scale (but not otherwise so grand) educational innovation, an innovatio
that I put in anthropological perspective by comparing the social organi:
zation of the school district to a molely organization. Tachers Versus Ech
nocrals was published in 1977

From my perspective, none of these studies was “applied” in its
intent, but each of them could be reviewed for its lessons for the fu
as well as its observations on how things were at present. And th

Action research is any systematic inquiry [using qualitative methods]
conducted by teacher researchers, principals, school counselors, or
other stakeholders in the teaching/learning environment to gather
iriformation about the ways that their particular schools operate, how
they teach, and how well their students learn. This information is gath-
.ered with the goals of gaining insight, developing reflective practice,
effecting positive changes in the school environment (and on educa-
tional practices in general), and improving student outcomes and the
lives of those involved. (2000, 6)

pplication of research resulting in action or intervention is key in the
inmitment to bringing about educational change. In applied educational
ithropology or in action research, how can one increase the odds of being
[ective? Kathryn M. Borman shared what she believes ensures success.

'In my experience, the best way to ensure some impact is to get as close
as possible to the folks whose lives you are most invested in. .. . I am
now convinced that the best results attend efforts that (1) are close to
the community, (2) are carried out over a long period of time, and (3)
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become institutionalized in both the target organization (in this case,

Elzlgosc)hools} and the facilitaling organization (in this case, the UAC).
4

- icy decisionmaking. In addition, an ethnographic approach to
evaluation allows for a more meaningful and fair evaluation of a situa-
tion, classroom, or event. Shifting gears yet again, I have moved into a
' mew domain fusing ethnography, evaluation, and empowerment, |
.. developed a new approach to evaluation called “Empowerment Evalu-

ation” (e.g., 1996). This approach has stired the imaginations and
' emotions of many evaluators. It is designed to help people learn how
0 evaluate their own program, instead of relying on an external evalu-

tor. It is built on the premise that the insider’s view or emic perspec-
‘tive matters. More to the point it is similar to action anthropology,
. since the group is in charge, not the ethnographer or evaluator. The
- evaluator in this case is a facilitator helping the group determine their
- mission, take stock of where they are as a group/program, and plan for
- the future. . . .

My approaches have been adopted in higher education, govern-
‘ment, inner-city public education, rural education, nonprofit organiza-
(tions, corporations, and foundations throughout the United States and
~abroad. A wide range of program and policy sectors use these
-approaches, including substance abuse prevention, HIV prevention,
. crime prevention, environmental protection, welfare reform, battered
 woman’s shelters, agriculture and rural development, adult probation,

adolescent pregnancy prevention, tribal partnerships, individuals with
disabilities, doctoral programs, and educational reform movements
* such as the Accelerated Schools Project.

A final note: Although my mom was not sure how I would get a job
as an anthropologist, she always encouraged me to follow what I
believed in. I have done that and for the most part the money has fol-
‘Jowed. I recommend the same to anyone as they contemplate their
fature—follow your heart; it will bring you where you really want to
go or at least where you belong. Educational anthropology has done
that for me. (2002)

One of the first applied uses of ethnography in education was in evalua:
tion. Judith Preissle Goetz and Margaret LeCompte (who at the time worked
in the Department of Planning, Research, and Evaluation of the Houst
Independent School District) not only fostered use of ethnography in educ
tional research (e.g., Preissle Goetz and LeCompte 1984) but also in edue
tional evaluation (e.g., LeCompte and Preissle Goetz 1984). i

Whether applying ethnography to evaluation through school disiz
employment, academic research, independent consulting, or, like Joliey:
Bruce Christman (with Elaine Simon and Eva Gold), starting a dedicated 358
business like their Research for Action, educational anthropologists enstire
that this approach became more widely known and accepted in both educ
tional and anthropological circles. David Fetterman, known for his inni
tive evaluation work (e.g., Felterman 1984; Fetterman, Kaftarian, an
Wandersman 1996), talked about his inspirations and the path of his career.

Career Trajectory of David Fetterman

There are questions that have stayed with me over time that seem to-
have great meaning for me, questions that continue to preoccupy me,!
capture my imagination, and make me think,

L. Questions of equity—How can it be that groups are systematically .
disenfranchised from the society because of the color of their skin"
or their socioeconomic status? ek

2. Questions of fairness—Why are good people often treated so badly
while those with little regard for others often prosper? 4

3. Questions of hope—How can we help others help themselves '
improve their lives and the lives of others? r

Conclusion

‘This chapter barely scratches the surface of the anthropology and educa-

domain. I defined the concept of educational anthropology as the

anthropological study of education in all of its contexts, including early
enculturation, formal, informal, and nonformal education. The rich history
of anthropology and education was discussed, along with the evolving
strength in advocacy for issues supported by ethnographic data and other
tesearch. Examples were offered of how educational anthropologists
approach advocacy in questions of equity, of empowerment, of facilitating
tinderstanding of culture in a complex multicultural society, of creating

reality and allowing it to gnide the construction of theory and meanii
My book Ethnography: Step by Step (1989) highlights ethnographic con-
cepts such as . . . contextualization {placing data in context to meaning;
fully interpret data), nonjudgmental, triangulation, and culture, Thess
have been guiding forces in my life and my work as I do my best to’
unravel the grand mystery before us each day. I have taken this core tra-
dition and applied it to evaluation in my books (e.g., 1984). . .. |
Traditional ethnographic concepis and techniques applied to evalu-
ation enable the insider’s voice to be heard and have an impact on pol:
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which of these iterns should be known by each grade level. The content of
Hirsch’s list was widely criticized for being ignorant of the diversity that
«characterizes America, and for being culture, gender, and time bound.
Anthropologists, however, also criticized the very conceptualization of cul-
‘tural literacy as a list of things.
‘2. To get a pulse on the current thoughts of some active educational
thropologists, I posed three questions to a group: (1) What are your burn-
ing questions in educational anthropology? (2) What is the core of your
ork? and (3) How has your work been applied? I weave thiroughout the
chapter responses from 20 professionals to these questions.
3. The most recent forays into this territory include published responses to
the “Cultural Literacy” movement and the challenge to the construct of
#race” as physiologically based. Educational anthropologist Yolanda Moses,
during her tenure as AAA president, spearheaded the initiative to share
understanding of race as a social construct. This initiative resulted in pub-
li:}lly disseminated information, including a series of programs for PBS and
ools.
+4: For purposes of discussion, delineation of the various positions here is
somewhat essentialist. Actual responses to the issue constitute a far richer
abric with subtle variations.

educational change, and of providing teachers with knowledge and under
standing to teach and help attain social justice. K
The ways in which educational anthropologists work to achieve educa
tional change were explored. How educational anthropologists have’ gl
impact on empowerment of culturally diverse parents and communitie
the acquisition of social capital also was discussed. Cultural acquisition
reviewed as a fundamental construct in anthropology and education, and
cation of culturally diverse students was examined. Obviously, there is ex
ing and important territory to be explored. The field of educa
anthropology is constantly evolving, seeking new ways to address persistefi
educational problems and rising to the challenges of hew educational issi
Educational anthropology is ripe with possibilities to apply anthropologi
knowledge and methods in transforming society. This is an era of increas
standardized testing, where testing itself under the rubric of accountability
perceived as educational reform, and where standardized testing induceste
cation of racial and class categories, where inequity persists, and where legisla
tures are influenced by fundamentalist segments of society. Doing ap
anthropology in these conditions raises its own new challenges. Wos
needed in learning and teaching how to navigate the new “culture” creatéﬂ :
standardization so students can succeed in the ways deemed essential. Oﬁle I
the wonderful things about educational anthropology is that it provides;
context so often lacking in other educational research. Because we look at.
whole picture, we include important information that might reframe the prob
lemn. We examine what is left out as well as what is included. s
There is increased intergst among educational anthropologists in the way,
policy is framed, developed, and implemented, and in the impact it has. A
simple policy may be ineffectively implemented or may have uninte
impact. In efforts to “leave no child behind,” Jetters sent home to notify pai
ents that a teacher “is not qualified to teach™ their child may intend ig
empower the parents to seek the best education for their child, but -‘ma'y
actually undermine the teacher and what learning may be occurring, Ed
tional anthropologists often pose the questions people do not think to as
and perceive interactions and ramifications that are so embedded that th
are invisible to the unirained eye. It is exciting to be part of the insightfl
efforts in applying anthropology to various dimensions of education. '
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10 Applied Anthropology
and the Aged

Robert C. Harman

¥ Why should applied anthropology students be interested in gerontology,
f'._he' study of the aged? There are a number of reasons; the most obvious,
d perhaps the most important, is that the world’s population is rapidly
aging. Approximately 420 million people worldwide were 65 or over at the
g.turn of the century. Population experts estimate that the number of older
persons will more than double within a generation (U.S. Census Burean
9004a). In 25 years, one out of every nine people on this planet will be 65
B or older. In light of the social and economic effects associated with an older
world, we must consider that developing societies are aging the most rap-
dly (Kinsella 1997, 18).
~ This global trend is impacting the United States as well. Although the
American population is aging at a slower rate than many nations, the 2000
ensus showed that older Americans, the 35 million people age 65 or over,
imprised 12.4 percent of the country’s population compared to only 4 percent
1 1900. The aging of the population in the first third of the twenty-first cen-
will dwarf the pace at which it occurred previously. By 2030, one of five
ericans will be 65 or over (U.S. Census Bureau 2004b).
The rapid growth in the number of older people has major implications
or.the workforce. The emergence of new policies and programs for the
geld worldwide is unprecedented, and infrastructure for older persons is
Ontmua]]y growing. Anthropologists offer knowledge, skills, and experience
t augment the effectiveness of understanding and improving the late years
f life. Anthropology’s contributions to the study of the aged are holistic,
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