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"ABSTRACT

<

Children in a setting which provides a phenomenological"
experience similar to that of a bureaucracy may become bureau-
cratic in their crientation to their social worid. This is an.
example of & more general concept, "psychiation," or experience-
management -- the psychological, emotional,. ard =vperiential
potential of social organization patterrs, characterized in
terms of their phenomenoclogical impact.

The nursery school studied exists in a bureaucratic
society in which neo-Freudian ideology guides child-rearing
and, in fact, supports bureaucratic psychiaticn patterns. As
a consequence oi this, the structure and practices of the
school are organized around "trauma reduction," an attempt to
eliminate psychological irrationality through environmental
control. Trauma reduction mechanisms limit uncertainty,
strangeness, mystery, coercion, guilt, unpleasantness, and
peer conflict,; only a rational, routinized kind of experience
is available. '

The child found in such an organization behaves in a
manner strikingly similar to adult “"organization men." He
is oriented. toward reality, especially that of the organization;
his play is highly routinized; he has little personal responsi-
bility; and he develops manipulative techniques for the mainten-
ance of ascendancy,; including conversion; games of one-upmanship,
and exploitation of democratic norms. '
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' PREFACE

This paper reports the results of six months of part1c1—

pant-observation of a nursery school 1n an Amerlcan unlver51ty

communlty, durlng the academlc year: l964 65 The 62 chlldren
in the school came prlmarlly from un1vers1ty and profe531onal

famrlles; they'are,largely upper—mlddle class. The school

‘was formally nondenomlnatlonal ‘but celebrated the Jewish

holidays. Preference for adm15510n was glven to members of

',.anlocal synagogue;vonly one of the"teachers was-Jew1sh,rhowever.

The nurSery school was divided into three classes accord-

ing to - age and tlme of attendance-at

1. mornlng three -year- olds, Tuesday—Thursday,->
18 chlldren, ©

2. morning four-year-olds, Mondaijednesday-

| Friday, 22 chlldren. _ : o .

3. afternoon four- year olds, Monday—Wednesday-

Friday, 22 chlldren. _

“The mornlng classes were conducted by a professzonal teacher,

a profess1onal ass1stant and,»occa51onally, student assistants

from near-by unlver51tles. The afternoon class was run by a

professional teacher and two student assistants.

- Excerpts from field notes to;appear'in this report will
be designated by class time and.age (a.m. and plm.,_three’s

and four's).
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'I. INTRODUCTION: THE CONCEPT OF PSYCHIATION

ThlS paper deals with soc1al organlzatlon 1n its relatlon

to personal~exper1encemtne emotlonal psychologlcal and

symbolizing nature Qfoman; s001al organrzatlon as 1t manages
experience;~ This is a sOmewhat_neglected area of,analyslsr
Often, the'relationship'between-sociai4organization and the

individual is viewed as that of ‘a formal sysiem and a

functlonal role, with the person resurrected as a psychologicaL
:,belng only Qhen-it’becomes“necessary to_eXplain;deviations' |
from the modei;‘ But individuals-are not involved in‘social
systems Only‘as roles; they are also 1nvolved aS'"whole persons.

' Selznlck 1nd1catea th1s in a theory of organlzatlons"3-

From the’standpoint of organization-as a formal
system, persons are viewed functionally, in

" respect to their roles, as participants in
assigned segments of the cooperative system.

~ But in fact individuals have a propensity to
.resist depersonalization, to spill over.the
boundaries of their segmentary roles, to parti-
" cipate as wholes. The formal systems cannot
‘take account of the deviations. thus introduced,
‘and consequently break down-as. instruments of
.control when relied on alone. ' The whole . indi-;
vidual raises new problems for: the organizatioﬁ;
- partly because of the needs of' his own person— '
- ality, partly because he brlngs w1th hlm a’ set
of establlshed hablts.h... :

If the whole person must be brought back 1nto soc1ology55 .

_then we should have theorles about the relevant 1ntersect10ns
of soc1al organlzatlon and psyche, maklng assumptlons about

‘man's psycholo cal 1nvolvement in the 5001a1 world
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According to at least two éociologists, this is inevitable.
Inkeles writes,

I would assert that very little sociélogical

analysis is ever done without using at least an

implicit psychological theory.
And Wrong:

...I do not see how, at the level of theory,

sociologists can fail to make assumptions about

human nature. If our assumptions are left

implicit, we will inevitably presuppose a view
‘of man that is tailor-made to our special needs...

3
If,.then, some view of man is embédied in sociologiéal
thébry, it ﬁhen becomes very imporﬁégt to ask about the ways -
in which man's psyche is involved ip social organization.
Ahd it is posSible to do this not on the level of individuals,
nbt analyzing personalities, but on the level of soéial organ-
ization itself.. This paper proposes a concept by which this
may-be done., It‘is:an orientation to7ofgani2ational analysis
which'specifically Séks how a system takes -account of '"human
naturé" as it sees it, how a system ‘shapes individual exper-
ience for its ends, and whaf impact this has on orientations
6f individuals in the éysteﬁ, Tﬁe concept is called "psychia-
tion." It refers, firét of all, to aspects of organizational
structure which cofrespond to the phenomenological world of
the individual, his poésible'experience. It refe;s to the
mechanisms by which ofgénizations potentially limit and con-

trol emotional or experiéntialfvariability in members. ‘It

refers, finally, to the opportunities and limitations for
the emotional experience of individuals provided by social

structures. "Psychiation" ‘implies the svmbkolic, emotional, or
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experiential aspecfs of interaction patterns. It resurrects
”the‘person in social organization.

Psychiation may be séen as the»social organization of
personal expérieﬁce; That is, pérticular kinds of phenomeno-
logical views are possible in particular social situations;
ﬁhe,péjbhiation guestion asks, first, about those aspects of
the situatién chfesponding to possibilities for individual
orientations and, seéondly, about the behavioral or social
consequencé% of those orientational possibilities. One looks
for fhe eﬁpe}ientialfdimension of interaction patterns: the
emotions or experiences they might promote and those they might
preclude. Onejcan ﬁhén ask yﬁz the social éystem promotes and
excludes éeftain_eiéeriénces and what the consequences of thisr
process of'psychiation are.

Viewed‘in this way, we can see that sociological analysis
of psychiation contént, although not particularly explicit)
is also'noﬁ particulariy.néw. Darkheim, first of all, can be
seen as employing this orientation in his analysis of suicide.4
The Durkheimian guestion might be pbrased; "What. social
patterns shape the phehOmenological world of individuals so
as to dispose them to éuicide?"v In my terms, what are the.
social pétterns potentially corresponding to emotional states,
with the outcome of suicide? ¢Cr, in short, what psychiation
patterns correspond to high suicide rates? In particular,
anomy, the lack of'social regulation of "normlessness," appears
té provide the opportunity for a wide range of emotional

experience of a thrill-seeking type and limit the possibilities



for other emotional experiences, such as security.’ Durkheim
lwrite53Cf"the'"unleashing~of'pas§ioﬁs" in societies character-

1zed by anomv.

-From tOp to bottom of the. ladder, greed is

arousad without know1ng where to -find ultimate

foothold...A thirst arises for novelties, un- .

femillar leasures, nameless’ sensatlgns, .all of

which lose thelr savox once known... -

mSubsequenr authors have brought anomy even closer to a'
pSychiation Varlable. Whereas Durkhelm was prlma 11y classlfy—
ing types ‘of sui c1des, other writers have handled anomy in
terms of a type of soc1al u:qanlzatwon. *Thus, because of -the
opportunltles and. llmltatlcr fcr experlence in a partlcular
type of soc1a1 structure, many outcome' rec ult, in addltlon to’
SuIClde._ Merton's artlcles‘on soclal structure and anomle6

are a good examplem This is thezlntent of ‘the ‘concept of»

psychiation—-to characterize social structares in terms of

”thelr pofentlal for emotlonal ‘or psyPhOlOgqul experience..
Slmmel, too, p01nts the way toward & psych*atlon orlenta-
"~ tion:.-
The objective’ structure of-a soc1ety orov1des a-
framework within which an individual's non-
interchangeable and singular characteristics will
develop and find expression, depending on the
greater_or lesser possibilities wh1ch the structure
allows.’
Slmmel s essay "The Metropolls and Mental Llfe"8 is a good
example of this analycls.A He cites specialization, differen--
.tlatlon,‘and 1mpersonal ty in the clty (what e calls "brevity
" and scarcity of lnter—human contacts") as having'certain

psychological consequences. Again, subsequent authors have:

furthered d'psychlation>anaIYSis of the city and, in even
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iarger?volumeﬁrmass societys -~The~book>Identity -and Anxietyy

edited By Stein,-Vidié&h, and Wﬁite}giis;é good = Bxamplass SThE™
theme;running'thronéh"theAbookfis that'on.the'onefhand mass

soc1ety prov1des so much opportunlty for experlence and so

Lo R R

_llttle llmrtlng of human varlablllty, that peonle have dlffl—

4-culty anchcrlng thelr 1dent1ty w1th1n it. On theiother hand
mass society llmlts-the opportunltleswfor:certain-kindsiéf?
emotional ekperience soldrastically ﬁeug,,"loVe}ﬂcompa§Sioﬁ%éY;
-jetcﬂ)_that.sofcalled human;identity'iS'not-pOSsiblefﬁlMuch
A}analYSis of_mass society, in- fact ‘has. psychlatlon notlon f:
buried in‘it somewhere, in: the emphasis on- structural eiemeﬁts,
"_whlch have some 1mp11ed 1mpact on the phenomenologlcal werlduu:

'of the 1nd1V1dua1 ,e;g.,lslmmel's spec1allzatlon, dlfferentla—

.tlon, and 1mpersonallty "loﬁ'n’ o L ”j:ﬂ;;fbf

Yet -1t has never been made exp11c1t that- these wrltlngs
4(and others of the same sort) were actually analyzlng psychla-
tlon, or that there even- 1s such a-way- of llnklng C ral~ergan=
'1zatxon-and-the 1nd1v1dual. Th1s orlentatlon:appeared on only

two klnds of occaclons-"when some  more-or= less apparent

'connectlon ex1s+ed between soc1al structure and andav1dual

: phenomenologlcal experlence (as 1n'the'case~of crowd%firellgii

ous movements, etc. ) or ‘when soc1al problems 1nvolv1ng

2o TDA

1nd1v1dual pa]ChEa were under con51deratlon (as in su1c1de,

T AT IR AT T
BN

- w

'mental health.ln mass soc1ety, etc.). But these seem to be

the manifest . examples of a- relatlonshlp of a more general

LR BEL

DI
-&;_.. LTIV 8D

type: -that.every social structnre has psychlatlon_patterns,

— R

offerlng opportunltles for ‘and 1mp031ng llmltatlons on the
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'_1nd1v1dual's p0551b1e emOt_onal experlence. in additiOni“f

'fsome organlzatlons seem to be expllCltly deolgned for psychla-
'tlonf»-mental Lnstltutlonc can be v1ewed 1n ‘terms of thlS goal"

The exp11c1t ooncept of psychlatlon permlts us. to analyze'

4

-2 SN,

thrs more general relatlonsh"o, nt Opens new~areas for T

. b Ve N
~.’o.L_.- T S

wfsocrologlcal 11qu1ry For exar p e, 1n addltlon to: spec1fyrng

t

the psychlatlon dlmen31ons of Joc~al organlzatlon, it mrght

;e'even ‘be poss1ble to propose and ccastruct a soc1ologv>ﬁ£¥thevf'

ER AT

f,emotlons,ﬁ llnklng them to orga tlonar psyohlatlon octterns.*

Psychlatlon patterns may be establlshed qellberu*eﬁy

- [OXFRN

*-for a SOClal sys stem's psychoiog1Cal purposes,,or they may be-:

.....

Darkhelm S analy513~of su;c1de; “In: casec in- Wthh psychﬂatlon'

11 [ A o

1s¢relat1vely deliberate, it is based upon some -’ more or less

exp11c1t 1deology about the nature of man-—a fheory of” pcj"hO-

- WY ; "{

Aloglcal functlonlng) for example, The 1deology-can serve ‘as -

e . _ o . L mge L
vaAguide forrthose,establishing psychratlon oatterns:f'"The‘;2~
‘best-way}to,handle:children'is..;. reople are better'off Lo
‘ Qhen they-are.u.“; "People should be wade to feel..;é_ Or;ﬁonA

,the,other_hand 1deology can serve to ﬂustlfy ex1st1ng arrangeJ:
‘ments: "ManAis really llke tnat“-"“Thls is 1n hls own best .
_interests"-‘"You can’ 't change human nature. ~ The agents;'or§
fcourse, do Potlreallze that they are organlzlng the world SO
- as to prove. a self- fulfllllng prophecy——belleV1ng~people are

‘orrented a certaln way, they prov1de experlences whlch them-'

'selves promote that . orlentatlon. S -
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The place ot psychiation in a social system may be illus-

trated in the following fashion:

{ DOMINANT SOCIAL—-» PSY

~ ez

HTIATION PATTERNS—» ADAPTATION psycho-

PATTERNS wiizh

desired and un-
desired psycho-

promotes certain
experiances and emo-
tions; excludes

logical varia-
bility limited;
crientations 'in

.

logical orienta- others tterms of dominant
- g .
tions >} social patterns
) C .
! ~ '3&3' S
PSYCHIATION 7 3V 507 o¥
IDEOLOGY "the — 90,3 O
nature of man". o

Psychiaticn is one link between social structure and individual

behavior.
I was led to develop this concept through this nursery
school study. Traditional strategies of organizational analysis

did not handle the observed phenomena adequately. The only
discernable gozl of the school was a psychiaticon one: to control
the phehomenological world cf the child. This was attempted
through particular soéial arrangements. The arrangements then -
offered épportunities for particular kinds of'orientétions on ﬁ
the part of the children and limitations on others. g
The nursery school is primarily a psychiation organization.
I propose that the dominant social pattern in American socie;;
is the large-scale formal organization that the psychiation%i 
goal in such a sociéty is eliminating irrational emotion, thét{

11 (defining =7 ..

the idéology is primarily a neo-Freudian ethic
irrationality as anxiety), that the psychiation process is
primarily one of trauma reduction (the attempted removal of

anxiety-producing features of the social structures), and that':

¥,
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the result of this process may. be termed the Organization
Child,,because of.what appears to be a remarkable,adapta-

tion to bureaucracy. Thus: - ' . e

Domisant social———> Psychiation mech4p——> Adaptive pattern:

pattern: - ORCAN- anism: TRAUMA - - THE ORGANIZATION :
IZATIONAL SOCIETY REDUCTION - o CHILD : : B
psytbfatlon goal: ' A ; ;
eliminate irra- ‘ - ;
tional emotion o .e?!

| /X"x:&yg| o

LY (KT e
N - M)
Ideoclogy: THE = ¥
FREUDIAN ETHIC
irrationality
defined as

anxiety -

,_This.particular vieﬁ Qf.the nureety'scheol'is justified

by several;Striking‘featutes of the'organization, which cannot -
_be,explainea by the use of arﬁorefeonVentionel model. First,
the goal of the nursery scheol‘ as steted by thevteachers and
echeed in remarks of pafents, is to promote the healthy psycho—
loglcal development of the child. "Teaching" was minimal or
: non—eXLStent;_there were few specific task'goals for the
vchildren. In faCt,'the merning teacher was replaced at theitt“ ;;
end of the year hecause‘the school board and parents felt that {;-
she was too "task- orlented"——she attempted to teach th= chllareh
speeific things. This goal of psychological health can be seeéj
as a psychietion,goal, since it is directed toward producxuq
and reinforcing the proper (i.e., "healthy") set of emotlona;
'respohees. Behaviorally, on the other hand, the- goals of the
rursery school were minlmal; there were feéw behav1oza1 demanﬁs

made on the children. It was felt .t that if they wers pxcv1dedﬂ

i',-
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with the right experiences, socialiy apprppfiate behavior
would follow. This is not tg.say‘thég psychiation--the
structuring of exéerience;—i§ identical with socialization,
howe&er. Oﬁ the contrary; ﬁhe psychiation goal of'psychologin
cal health often directly opposed aﬁy socialization goals.
The teachers sometimes felt that to attempt to change a
child's behavior wduld interfere with the promotiorn of desired
emotional responses, disrupting psychological equilibrium.
 Secondly, the organization's view of psycholecgical develop-
ment was neo-Freudian. The child is seen as waging an
inevitable battle with a suppressing, disturbing ervironment.
Certain events or aspects of the environmenf aré traumatic--
anxiety broducing. And anxiety is the key to mental distur-
bance. ‘"Thus; tc promote psychologidal health, the nursery
schooi sought, in these terms, to "reduce trauma" via the
practicses and structufal features instituted. Thirdly, the
kinds of psychiation or trauma reduction mechanisms present
in the nursery school closely resembled certain features of
bursaucracy. (In fact, the bureaucratic patterns could also
be justitied on the basis of trauma reduction.) Further,
they resulted in a particular kind.of response in the child.
‘His adaptive pattern bore some remarkable similarities and
analogies to the patterns of adults in bureaucratic settings
and in a bureaucratic society. Hence the name "Organization
Child."

Two questions emerge from this: 1. Why should psycho-

logical health be defined largely as adjustment or the
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absence- of anxiety? 2;.Why\should'theigursefyhschool’and the

child bear s;mllar1+1es to bureaucracy and’ bureaucratSr

o -

These

o

questlons can be answered by pon51der1ng the social
context far the np:seryfschool.‘ The schecl-can be considered—
a psychiation agent, attempﬁinq to shape the child's phenomeno-
logical world to correspond o a rational bureaucrati é'society,.
in which anxiety is irrationezl and disruptive. The neo-
Freudian ethié‘supports both bureaucratic psychiation patterns
and the view that these kinds of patterns in organizztions
deﬁling with hrJdren are conducive to psychological he’7+

The ideology upon which the nursery school 1is based, thern,
justifies practices assumed to limit anxiety but actuaily
accustoming the child to interaction pa*t erns in organizational
society, sc that he becomes an Organithion Child, his behavior
attuned to bureaucracv. Whether or not anxiety is actuaily
limited, whether trauma is aétually redﬁced from the environ-
ment, in fact, whether or not there actuwally are traumatic
events, are all practicaliy5irreleyantm;omthis-nurse;y school's
social functions.

"
L

These re.atiomships will be spelled-out in detail in the
rest of this paper. First, the larger social context of-

the nursery school--the organizational 5001ety——w1ll be exam-
ined bfierly through the literature, with an attempt to show
the particulariy good "fit" of neo-Freudian ideology with
patterxs ¢t bureaucracy. Then, in greater detail, ﬁhe data
collacted at the nursery school will be systematically

exavined: <{first, the psychiation process of trauma reduction,
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which serves to explain the structure and practices of the
organization; and then, the dominant pattern of orientation

to such an organization, the various aspects of the Organiza-
tion Child. Trauma reduction acts as a psycﬁiationimechanism
iﬁtervening between large formal organizations and new organ-
ization men. It is therefore not surprising that children in
a setting with phenomenological similarities to."bufeaucracies"

should develcpr bureaucrat-like orientations.
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II. THE-ORGANIZATIONAL SOCIETY ANDVTHE FREUDIAN ETHIC

Many observers have noted that.we live ‘in an organization-
~al orlbureauCratic,society, 'Presthus, for example, in a book

: entitled The Organizational Society documents the trend

toward large scale formal oruanlzatlons in every aspect of
Amerlcan llfe.%z

Beginning about 1875, social, economic, and

polltlcal trends in the Unlted States prepared

the way for the "organlzatlonal soc1ety," char-

acterlzed by large -scale bureaucratic institu-

tlops 1n ractlcally every major social area.

The major trends 1ncluded the separatlon of

ownershl from management increasing size and

'coppeptratlon in bu51ness, 1ndustry, and’ even
eleemosynary flelds, the decline of competltlon-

the development of a political economy; and the

emergence of an employee soc1ety.,

Indeed, the fact of the ex1stence of nursery schools themselves
can be viewed in terms of this trend. ‘The nursery ‘school is a
comparativelygrecent development; today, even the play of,young
- children, occurs in formal OréanizatiOhS- -

Assoc1ated w1th this trend toward large scale organlza-
tions has been a decllne in entrepreneurlal activity (Presthus
speaks of the decllne in competltlon) and a rise in bureau-
cratlc patterns of behaVJ_or'..~ Whereas entrepreneurlal
act1v1ty puts 1ts stress on lndIVlduallSth enterprlse and
achlevement, bureaucratlc beha rior empha51zes getting along
-withjothers,vadjustlng, accommodating, and adaptingvto the
'demands‘of specialized"roles in organizations. Whyte14 defines
a "social ethic" in contemporary society legitimating the

accommodation of the individual to the organization.
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Whyte delineates this_acéommodation ih~The Organization

Man, proposing that it is representative of the mainstream

of organizat ion life in.America.

character: thc‘ﬁthmr—di:ected'naaglwho l¢ mere interested

in what ot4Yars think ¢f him, Lo e £i%s in, then in meet-
ing inner é?ii&vamgnt gséi;.
Aleng with changes in snciety toward bureuncraly ag-the
dominant sociqltpattern aund the bureauérat as the i;j nant
social typs :ﬁdcomLtaﬂt change ‘in-child—rearing_ﬁavé'been

observud, away from strict independence demands at 2arlv ages
17, 18, 19

to more permissive, "love-ciianbad® fecunigues.

’)0 o
Miller and Swan:on‘ ‘tie thess ¢iznges o ‘thea bﬂte uchtlp

as oppcsad to the entrepr
Ir théir study, &ntreprenaurs wefa defined as people Ealdiﬁg
jocks affected by the risks cf the market placs, with an
individual's income dépendenﬁ on entefprise and judgment.
Bureaucratic jobs, on the other hand, are characterized by
lack of controi of the means of production, spécialization,‘
wagesAor salary, and relative security.- For the bureaucrat,
then,,inngvation, indépendenqe,'énd'risk;taking are no

ient. features of adulit enterprise. Miller and
Swanson found significanﬁ d"_ferences in the chlld -rearing
practices of entreprensurs aud bureaucrats, indicating

lowered zchievsment, indepenrdence, and self-reliance training
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for the children of bureaucrats, as well as increased per-
missiveness. The expectations held for the child's adult

roles help shape his training:
The confident, smooth relations of the great
organizations of which he must hascom2 a part
willi weguire him tc gei alcny wclil with cther.
peopie and o take their feellings into account
with skill and confidence .21 o ‘

7,

Adjustment and ”belonging“ zathef thar. goupetiﬁibnlare’stress-
ed; |

The changes not2d in child-rearing have‘aISO‘been incor-
porated into the sahinol system. Whyte ddcuments,this emphasis
in the schcols to which the 6rganization Man sends his child-

ren, for examole. These schools are marked by a noticeably

permissive atmosphere, stress on adjustment, reduction of

.academic competition, and a parental desire to have their

children taucht to be good citizens who will get alohg’Well
22 '

with other people.”

Again, ccmpetition has declined. La?iere23’fihds similar

and even sharper trends in the progressive school -movement,

which began

in a small and insidious way with the 1930's dis-
covery that the public school system of America
was inzdvertantly subjecting the youth of America
to the antiquatad walues and practices of inter-
personal comp=atiticn.

LaPiere terms the ideology,informing these changes the
"Freudian ethic"--¥Freud aﬁd the neo-¥reudians as they have
been translated and.popularizedrll- On the other hand, the
changes in'child;rearing are'alsovasscciated,"g la Miller
and Swanson, with the movement toward an organizational

society, an increasing bureaucratization. These two trends:
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bureaucratization and,populariéation of Freud, provide the

-

dominant tone for concepts cf psychological heélth. Are these

trends mutually reinforcing? .That is, does neo-Freudian

¥

ideology serve to justify and guide the spread of bureaucratic

psychiation?

£ the dominant psychological
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themes in bureaucracy and in neo-Freudian ideology exhibit

interesting similarities.

.

In a gensral sense, the goal of mature human dw"elopment

for Frued's transformers is raticnality. Man is 1nherently

~irrational, but through various growth processes he can come

"

to kncw and ceontrol his unconscious impulses. By strivihgnté
achiewermast rvlﬁver hig oﬁn irfational;f",'he’can,aghieve a
kiné of rationality. Bureadcracy,_in much the same way, can
be seen as seeking to Qvercome irratignaliéy through'arcombina—:x

1‘rm)w:.ng (i.2.7, bkvomlnw aware of ”O«ur*' t problems

and providing ins t;lutionalized’means'fsr_their resolution)

£ control. -Baureeaucracy, of course, has as its defining

on raticnal zontrol. Here is

basis of power, specifilic assignment

of responsibiiity, investment of power in reies rather than .

nl

persans, reliance sn'formal~;ulea dﬁd procadures, -end the bas-
ing «f decisions on #cle ntific and thercfore standazdized

principies. Whii= individual role incumbents certainly bring
ﬁ‘h them perSO“dl epctional, and irrationel <onsiderations,

the structural arrsngements are such that thay prasunably
)

&t

on routine functioning. Thus, the central

-+

2c

rr.

nave little efd
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goal for both a healthy man and a."healthy" organlzatlon is .
rationality or ratlonal control

Neo- Freudlan 1deology ulso shifts respon zibility from
toa individual to 5001ety in many areas. The neo-Freudians

trauslate the basic antaqon;sm between mag's natural impulses

and the requirements ofjclvzli ed 11fe noted by Ereud,26-into--
Ttz responsibility of sbéiety. Tt is scc iety's duty to o
replace maﬁ‘s unconscious ant-s«“-al imgulsas (which are no
fault of his own) with civilized social tendencies. There
sre no intentionally bad childrén, énly bad soéializiné agents:
"Society has failed the neﬁrotic ﬁcver vice versa;”27 - Fromm |
even oroposes that we canulder :gg_ggles "51ck AinStead¢of
the people in them.')8 Personal accountablllty is théfeby
diminished. |

At the same tihe; bureaucracy -shifts ﬁpch respdnéibility
from the individual to the 6rganizationm _For-exampls{ it
uses tests to a051gn pramie‘to offices, so that failure in
role performarﬂe becomes aﬁtributable to a misﬁakgn assignment
by the orgsnization rather than the personal fault of the
individual. Bureaucracy takes a statistiqal view of failure--
that there will be a certsin percentage of imperfect'goods
mahufagtured, a certain turaover rate, étc.;_this is seen in
being inherent in the organization. 'BureaucfaCy'limits the
individual's sphere of*ﬁécisibn—making; so.that he is responsi-
ble only in a very narrow are&a of.competence; It limits his
bersonal_accountability by giving ﬁim rules and routines to

folliow; mistakes can be attributed to poé;-rules set’  down by
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the organizatibn or to the fact théf the rules;do not take
cer;ain situations intq‘account, andinnt'td the”ihdiyidual.
He is left with the option of'éaying, "I;Qas justfdoing?what.
vou told me."” - Since the organlzatlon makes rules tosc?Ver
every envisioned SLtuatLon, lt is taklng reapOPQlEAllty for

the person s behaviocr out of.hls handsm Thus,

just as certain other kinds of psychological behavior'aré?

'

explaired by the culture and social structure inkto wk‘lch one
. .- . ,
, D
M i

is born. 'The individual cannot be held completely qccountable.

,,‘:'j' i ! t

LaPiere proposes_that the "magic word" in the neo- - -

Freudian v1eu of existence is "securit '"29~ Onl w*th the
Y Y

..' ‘l.
it
knowledge that his worid will btay fairly. constant and prndlct—

L ) . ,,0' .
able can man function as a caim; CuleaCPHt adult '1” This

\ .
.,r ;n'_‘

iz, of course, connectad with the notion that ten31on reddc—-

i
¢

,e, .
K oo

BN PVs I

t*7 'é the primzry motive in behavior. At the same ?ime,

i S R
bureaucracy} to secure tatibnal.control and_reliabi;;Fy, ;s‘
built on eedurity{ fixity,bf procedure, and constancy of
stimuli and response. By wsuch préceduies,aS'the regulariza-
tion of pfomotion, the stt_thlng of tenure and senlorlfy
and generally fiked wages and salary unrelated to financial
fluctuations and qnly slightly relaﬁed to individual perform?
ance, ;he organization eliminates sources of uncertainty and
inconsténcy._*Thefe are Tew risks for indiﬁiduals associated
with theiofganization; b;reéucfacies, as well as this ideology}
find security a p051t1 e gnal.

The neo-Freudian ethic considers individualistic, achieve-

ment-oriented people psychologically abnormal. As LaPiere writes,
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To Marx men of enterprise are the villains of
history, the capitalistic exploiters of the down-
trodden, productive masses. To Freud, on the
other hand, men of enterprise are_ neither heroes:
nor villains--they are neurotic.31
Bureaﬁétacy,‘ébncurrently, tends to devalue men of individual-
istic enterprise. The stress for appropriate bureaucratic
behavior is on reliability, rather than innovation. The
organization wants personnel who will faithfully perform the
jobs given them in the tried-and-true way -rather than chal-
lenge the established procedures. The organization cannot
afford risk-takers;. the immediate costs might be too great.
Freud himself theorized that there should be a balance
‘between external control and freedom with regard to man's

impulse iife and, hence, his behavior. He writes in New

Introductory Lectures cn Psychoanalysis,

The child has to learn to centrol its instincts.
To grant it complete freedom 30 that it obeys
all its impulses without any restriction is im-
possible. The function of education therefore
is to inhibit, forbid, and suppress, and it has
at .all times carried out this function to admi-
ration. But we have learned from analysis that
it is the very suppression of instincts that
involves the danger c¢f neurotic illness. Educa-
tion has therefore to stem its way between the
Scylla of giving the instincts Sree play and the
Charybdis of frustrating them. 3 :

" Large formal organizaticons also in a sense attempt a balance
between_cantroi and-freedom. On the one.hand, control over

the individdal's impulsivé bghavior is secured by some of

the rational means outlined earlier, and especially by un-
certainty reduction, giving the individual a fixed set of
expectations for his behavior. That is, behavior is restricted

and channelled in various ways. On the-other hénd} the
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_maiof”tréuma fbr'neo-Freudian thihkérs; uncertainty*reductibn
is a ﬁajor fe furé of'burééﬁcracy- Follow1ng this reasonlng,
we see that nrganlzatlcna- rat: nna¢’zatlcn is presumed to.
make. man mofe.rational-—both mofé mature and less anxiﬁty—;
:prone.' The rexor-, adherenc:z tc a hévchiéticn‘goal of trauma

reduction pract lly reguires inatituting bureacracy-liké'

patterns, which then promaia sehavior Ol;sﬁ*ed to bure aucracy

*

Anxiety is not necéssarily zlimineted in the vrocess, but the
goal'pfbreducing it justifies :41lr-rba;;nr ptavtices,.thera;
peuféc styles, zand humanjre‘ tlonsrtecnnlques all pfomofiﬁg>
bureauératic acccmmédatibn.* ~In the case of tre nupsery "
school this becomes clear. Thrdngh the,presuméd reductioﬁ of
a dysfuncticnal emotion, the rchuol secures a-kind.of>adépta—
tion to‘brevailiqg social cenditions. The schob¢ 's manlfust

gcal is persoenail adjustment'in neas-Freudian tarms; the latent

o

goa7 is social ‘""uatmeut-— tn the organizational 3ociéty. By

" echocl

)
0.
o
o)
2
2
=
o

'dexlrlng adjustment acrnru:“s to-th

establishes bureaucratic rsychiation patterns.

L ) L ’ 1 : n . s . - N
In fact, whether or not psychiation actually works, whethex
|

bureaucratic patterns indeed reduce anxiety, is a separate

questicn entiraely, one irrelevant to the scops of +this
papev. Az long &3 the organization and the scocieny act as
if psychiation works, and as long zs psychiation mechanisms
promote sacial accommodation, we are not concerned with

its success or Zailure in irdividual psycholongical terms.
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IIT.. TRAUMA REDUCTION: = PSYCHIATION PATTERN_IN THE NURSERY

'SCHOOL

‘Trauma reduct1on, the predom*nant osychlatlonvpattern in
the nurserj school :revolves around seven assumed sources of
anxiety. According to 1deology,,these seven kinds of trauma
' nil;-haue dlsastrous psychologlcal consequences 1f not handled'
:-properly., The schoo 's problem,;then, is to_structure inter-

1action_so'as to‘eliminate_trauma-rrom the child3s'exoerience.:
" The seven SOurces"Of‘anxietv, psychiation dlmen51ons, ‘are all’
as socrated Wlth general organlzatlonal con51deratlons, in fact,
tney may be v1ewed~as orlglnatlng~;n questlons of s001a1..
otoan:zatlon 1tse1f '.Unc':ertaim“tr the L1st dlmenSLOn,Ais'a'
problem assoclated wrth tne quantlty and c1ar1ty of behav1oral

expectatlons and role requlrements. Strangeness is associated

,~_~«_.,-w» N

with the degree to whlcn tle culture emphaSLZes the known, the

'familiar, avd ‘the trad1t10nal Myste”y w1th cultural rational-

- ityﬁ" cercion with thé exercise ot—author;ty.' GUllt w1th the |

handling of dev1ance. hnpleasantness.with.motlvatlon and
commltment,‘ Confllct with competition‘for scarce resources.

'TraumapReduction,Mechanismsﬂfor Copingf@ith'Uncertainty

Uncertaintyfis-related‘to aAlack'of clearhknowleage of
Abehavioral expectatidns-and'role reouirements.‘iThe nursery'
. school's ideology'holds that psople (and especially:children)
. are more comfortable andfless.ankious in'situations-tbat:are
non;amhiguous with Legard to appropriate behavior. .Among

these are situations in which decisions can be made on the
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basis of precedent, in which there are formal procednres and
orders‘of events, and in which relationships and roles are
clearly defined --Uncertainty of various‘kinds is held to
be undesirable from the point of Vlew of the. psychologlcal
makeup of the nursery school child. Fortultously enough,-
1t is also unde51rable from the p01nt of view of a formal
organlzatlon, whlch:;s 1nterested in reliable role performance1
and social. control | |
The organlzatlonal character of the nursery school is
llable to uncertalnty.t It ls-max1malry dlrrerent to the
Chlld from hls home, so that there are few precedents on

whlch he can base. behav1oral dec151ons, so-that the expecta-

"tions for and'llmltatlons on behavior are unclear, and so

that his relationship to the teacher and his peers.is_somee

what ambiguous.‘ There are no particular formal'taSksﬁtp@be

-done, around which school can be structured ~In fact play

can be as dlsorganlzed as a nursery school de51res. -Trauma:
reductlon patterns help to ellmlnate these sources Aof un-
certalnty and also, as a bonus, to 1ntroduce ‘the child to
the uncertalnty-rree organ’zatlonal soc1ety |

Uncertainty is handled by the provision of clear defini-

-tions of rules and procedures, routines, role relationships,

and appropriate, proper, or expected ways of doing things.

‘What is real and important to the organization is clearly

underlined. This structures the. behavior of the child; it

removes the necess 1ty of making 1nd1v1dual deC151ons of

various kinds by making readily apparent the organization's

formal and informal expectations..
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L A major formal.uncertalnty—reduc1ng pattern is a closely-
followed routlne. Whlle thlS mlght seem an obv1ous feature
cf an organlzatlon, it 1s not at all obv1ous~or necessary in
tha case of a'nﬁrsery school. -A.nprse;y_sbhool’could'have
‘loose aed generail expressive;gdaia, sihée_it_hae,ne legalf4
r' pons;bility (as do?grade scheelet‘fo£>teachiné the child
anytaing at all. qugexample, it céuid»eerve as~probably seme.
'nursery schools do,‘as nothina moie than'a playéround,:where
. mothers leave th31r children for loo ttj supervised’freevﬁlay,
with no patticular formai rcutlnes.- But‘an the case of thlS
nurSer? sehool definite voztlnes are instituted, ;n wh;ch
certain activities :egularly occur at tpe_same pprpximate'-
time'evéry dayﬁiin Which thefe is a definite’crder to events,

and in which rooms -and toys are available

,(_')

-

nly at designated

times. , -

ﬁ¢“3w¢;f,The-routine;vafied siightly from the‘marnihg tQ'the’
aftarnoon qlasses,A In~theAmoraing the:fOllowing erdet-of
events.enaued: N 3

1. downstairs room - free playi- vaxuous pla cund like

equiymeﬁt”breught_aut,>e.g.; slides, climbing apWar:tuses,

trwcw~le~ a rowboat, large wqoden-biocks; o puppet theater.

2.<upstaire rooms - st;uctured-"artiétieﬁ»kinds:bf activities,!

e.g., painting,‘playingtwith claymeae'well es the availability

-of a doll_house. ' ' |

3. downstairs.zoom —'sedentary g;oup'activity, uspally a

story. |

4. upstaris, one room - snack (juice and crackers).
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. llmltS, a deflnlte beglnnlng and end1ng,~and are structured
w1th respect to’ the larger pattern of events in the organlza-
_tlon,.'Thls has:;mportant-consequences for'the-chlld.s play.
‘Play.is circumscribed and'placed~clearly‘in'the organizational
context,..Thus, theyteachers mayvsupport-a play sltuation-in
a4context'in whichAplay is~appropriate}Abut when-the_context

changes)tit.becomes"readily'apparent'thatuthe illusion is

" no longer appropriate. For-example, while in the sandbox |

chlldren often glve one. of the teachers a glft of a sand ple,
-and- the teachers always pretend to eat 1t wax1ng ecstatic
over 1ts'dellc1ousness. ‘But at snack tlme, when the act1v1ty
E of7eatlng'is "real,ﬁ supportlng the chlld's make—belleve is
no-longer approprrate,vand a Slmllar act would be rejected.
‘Dellneation»of-role relationships also show the~child.
hls:place in the organization.> The'important role distinc-_
tion is betweenfteacher.and childlh Teachers are soc1ally
pdlstlngulshed from chlldren not only by thelr adult 51ze and
fStatus, but- also by tnelr confrol of certaln resources and
'fthelr relatlve freedom w1th regard to partlclpatlon in expres-
:slve songs. ‘and games. The teachers themselves 1nformally
' dlstlngulsq thelr roles and status from the. Chlld s; for~
example, they w111 generally use a different. tone of voice
‘and vocabulary when speaklng to a Chlld than when speaklng
to another teacher or . adult thereby empha5121ng the dlffer—
“ence between adults and chlldren. Sometlmes ‘the teachersll
Atsay thlngs to other- adults they would not say to the chlldren,'

- often in thelr presence, w1th ‘the teacher S behav*or obv1ously
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implying that the children cannot hear or'uhderstand,'dr

that it is unimportant ov<n if they do. For example, at one

I3

class the children were w. viicking every movemrent by the

teacher leading an express.ve game. R@alizing this, and
acting as if the children ccvid not undsrstand, she shouted
to-fhe.assisﬁant, "Too mucih directior:. fhey're doing every-
-thing I doi" {a;mﬁ N |

The children are also enciuraged to thiak of adults.as'
cuelifatively different from themﬁelves'becaﬁse of the other
rcles aduits play! 'The mother whe bringe juice for'the
snack 1is calléd»the "Juice Lady"; 2 woman frca the univer-
Sity's‘musiC‘school coming to play the guitar .s called the
"Music Lédy." The teachers are reférréd to more frequeﬁtly.
as Teacher fhan by their proper names, and all adults at the
nursery school not spscifically identified as ﬁarents are
usvally ocailed Texzcher byzﬁhe children, with littie effort ' f R
by thé“teachers theﬁselves fo correct this‘m;sapgrehension!
This obsexrver was known to the children'as Tﬁaéhér, and she
was bnly once asked her proper name; this 1abeliing as
"teacher" occurred even thouvgh she deliberately remained on

the riJdelines =:nd ravely encaged in taachtsr-like behavior. e

Octher in:crmal means distinguish thz tescher from

childrer. Wiile the teacher:s often perionrm the same activities ~-
S i

- »

as the children, and often witheout apparent skili differences,
their position is maintained vi:z a specialized type of role

distance, :i.2., chgwing that when they perform acts possibly

i

{

oziat~3d with che child zoia or whsen insy appear Lo support



“\teachel de thlS w1th winks o[ tue cxe, to shﬂw observe“

~ On-another occasion:.

27—

tne Chlld S 1llu51onsp'+hey are aceually dlsacs001ated from

it, condescendlng to- perform it because of therr off1c1al

and | approprlate role of teacher._'mhe mornrng acs“stant

s

her non-i nvolvement with the pr celcula ar behaV o shegwas-
performing.~‘The'morning head #sacher used-smiLes; shepwould‘"
smile- at the other *dults when t"naetnolntlng or danc1ng

-

dx eﬁ,-as 1f:to say}'"lt'c really pretty

\.;

around with the chij

silly, isn't’it." 'his kind of distance was often implied

~-ﬁerbally also, for e “umple-v

‘D. (male) is'helping D. (female) w’th the pu 21e*
“on which she's Wurklng, which happens to be an
extraordinarily difficult one for the children.
When he doesn't accomplish much, he gets the
teacher for her. The teacher comes, plays around
with it for awhile, and directs the successful
regolutlon. Then, in the children's presence,
th_ teacher feigns: w_klng her brom and says to .
the observer: "”lad 1t wasn't any. harder--phewf"
a-m. 4) S : . o

A girl has finished painting and wants to write
her name on her work by herself (i.e., in her
" own.writing, which really isn't writing at all).
“The assistant teacher says nothing to stog. her

>;, . and only, "Isn't that wonderfull Whexe did vou

learn to write your name:" with & pol inted smile

at the observer. As the girl turns to ]eave

the teacher turns the picture over and

.. the girl's name cn it, saving to the obs

~ with a laugh, "Just so we'll know who she is in.

case we can't read her writingi" The teachez *.

‘exhibited one response to the .child and ancther

to the observer; the child wag preseni while she @

was being laugbfrd at. (p.m. 4) : . -

ALY “f these kinds of interaction help to defin=z Lhc child‘s

place in fhe nursery. school.

-4

'Anather way in which uncertainty is redu.--ed and'structure

imposed iz via models for some kinds of exprassive behav1or.
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Whlle the teachers empha51ze somewhat that they want to pro—

mote creat1v1ty "and remove fart;flc;al" deflnltlons of
“cofrectﬁ ways Of<doihg things,,they'still provide_some~
obvicﬁs ﬁodels;_ If the childten afe'pa"fo:n;;g a new

attn t c activity, such as a cut-out ox a.fsvgexpaintingfh
‘th~<t:acncr will do»oné first, tc's cvw themn ?hoﬁ it'stdonef?
‘The fact that thete;are p;ocedural~1ules to fotlo in thes

nursery school seems to set up an expe ation thait there is

-t

.. a "proper” way tof&o,this particular thingh tco, anﬂ'the
teac he;‘s mode represents uhe prdper way.. For example, on

Ha

.,}...x

loween the Chlldren _were maklng pumpkln faces cn paper
plates w*th orange ‘ard DL&CK crayons, the te achel had made
one f1 V,;f One chlldrwas-told clearly and explicitly
several times could draw the face any way she wanted, that
she didn't have to copy thebteacherfs. .Yet she continued
“to do'so. _(a.m; 4)
The mornlng teacher went-farther_in this respect than'

“the aFterr on, and with tegard,to-some_activities she

ctually did‘attempt‘tc'teaCh~a.sbecifiCA ﬂrcoer" way Fer
example,‘she tried to. teach the chiildren how to hold a paint- |
brush'"correctly"; she gave instructions astto whiat the
-right‘motions'were for‘fingeryéinting.* on an occasion when
the children were sponge painiting, the following was noted:
The teaéher is somewhaf concerned that the child-
ren dn things the "richt way." She has a definite
plan in mind when she directs a particular :
activity, and although she voices the ideal of
free expression, rather than actually permit it,
she expressly tells the children when they are

dotnq something "wrong" and how to correct it
(although she doesn t use the word "wrong"; she'll
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. say, "Why don't you try.f;f}f .For ‘instance, 4
‘today they were sponge painting again, and some
children were sloshing full sponges. all over
their .sheets of paper, using the sponge like
a paint brush. _S@e,dlreoted them to do it~

"

cortsantly"--squeeze out the sponge and pat it
on the paper. One g¢irl painted the entire
plece 0% paper, unt l-lt Was - comyd etely changed

untl

in ceior. - The tea her alsc tnld war she should
try it the lother way. The fully <¢oleored page.

" coulid have been n*:celved as guite attractlve,
but. eV'oently the teacher was wupset by this .
misuse of the activity.. The - chlldren pa551vely
followed her dlrectlons,

Mot only does the teacher s model_s- nve a "normative"

'functlon (the "proper" way to do somethlnc), it also serves‘
an "1niormatlona’ﬂ functlon- 1f the quld is at all uncer-i
"taln'about what_to’do, all he has to;dofls-watCh ‘the teacher, 

'Thls occurs often in- pavtvcrpatloﬁ sonos, For example:
-The teacher plays_a ord Called Let s Play-
Zoo...Let's All Do'Whai the ‘Animals Do." They

- act .out-kangaroos hopping, etc. ~When the '
reccrd comes to seals, the children are unsure:
‘of what %o do. They wait for the teacher to
begin scine mo*ion, and then imitate her care--
fully ard exactly, rather than initiating their
-own con<eption of what 2 seal ‘might deo. f(a.m. 3)

They are perfcrming some kind of sxercise.
‘mReachr high, touch t.exsky,ﬂ,(finall") and
waddle as the cld duck cwes." . They all waddle,
‘including the teacher. wWhen the teacher stops

.waddling, they all dc, w:thout even any echoes,
. because they had all bewn watchlug her intently.
"a K, 3) .

The teachers alsc impose structure on .the nursery school
. situation in other ways,; Ly the institutionalization of cer-

tain -practices, by asking ‘that thincs have mames in the "real

-

worid,"_and by attempts at vrganizing play. One such insti-

W

tutionalized practice (and pos v the most important) is -

‘Clean Up Timea_.About,a‘month after the nursery school term
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began,~the afternoon teacher announced thatuthe~children
~would ﬂ“1p clean up after each - act1v1ty by puttlng toys away
and mov an +he egu f"ﬂonv back.' A student a551stant explalned
that one da§ the pract'ce was announced and tbe chlloren
started d01ng'1>; that s all there was to it. ?he.mornlng,
teacher.began.it a shortitime later;~with equal'success;._It
'quichly .c sme kn“wn as "lean Up Tlme and was a regular part
- of the routlne,‘a chord announCLng it ;n the-downsna;rs rcom
for the mornlng class. | '

The ' acher 1n the mornlng classes also lmposed a certa*

amouut of structure on’ supposedly free behav10r by suggestlng

varlou WaYy'e that thlngS must have names ‘and "real" 1dent1t1es,-

Vlsubtly compe'llxo the chlldren to accept her deflnltlon of
- thlngs.

-“They are ‘scarf dan01ng, while a record plays
they dance around ‘the room waving scarves. One
boy wraps his scarf around his hand and says,
"Look, I have agnew hand." ‘The teacher ‘responds,
“That looks like a bandage. He may have wanted

- to pretend it was a hand, but she is suggesting -
te him that it has to be something "real," and
that her definition of reality 1s more approprlate
than his. {a.m. 4) .

-+ The teacher goes out and brings back .a basket of
books, puzzles, etc. Several girls decide: to
read (guote-unqucte) books . at one table. The
teacher asks if this is the "book table." The
girls, probably never having thought about- it
previously, say yes. . -‘Again, the teacher has
subtly imposed a’ "reality" structure on the’
‘situation. A girl at another table then dubs
hers the "playvng games table.“ (a.m. 4).

'Occa51onally the teachers organlzed small games during
free pray, w1th routi nes, "rules," and structure, also serving

an uncertalntywreducing function. These games generally did
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not involve'fantasy, role—playipg, or make—believeal On'one
occasiOn wheh the children ﬁereAﬁlaying on the slide, an
a551stant placed her arm across it, geftﬂng them to slide
under her arm;A'<he then changed the pOSltlon Qf her arm on
every rouhd.i On anqtha“ occasion:

Sorle children are glavlnq with the big blocks.
They have the blzck~ 10 » circle forming a
‘house. One child jungs - :i:to the circle, and,

in doing so, knocks over some blocks. ‘They all
start to knock over blocks, chaotically destroy- -
ing the house. The ars ' stant teacher transforms
this into an organized game. 'She has the

children line up and see how many blocks they can

" jump over without muv1ng them; first two in a row,
then three, etc. The most important rule is to '
stand in line. (a.m. 4)

Thus, the nursery school has a serles of uncertalnty-

reduc1ng mechanlsms with a dlStlnCtly bureaucratlc flavor:

Ay

a formal'an& generally 1nvar1ant routlne; Specialization c:)f"‘~

act1v1t1es w1th respect to time and place' dellneatlon of

rplefreigthnshlps;-mpdels Qf"appropr;ate.behav1or; 1nstfth—
tiohalized and structured practices and procedures; and
1o Laced L ST REeRT > © + 06 :
imposition organization on even "free," expressive behavior.
X RS A2 R S :

f-fh“@eﬁpréétibes'give the child a elear:piéture df

organlzatlonal reallty . They c1rcumscr1be his Dla" and

"”jft clearly 1n an organlzatlonal context as only an

)

eSpect o0f the larger world of the organization, with a clear

beginning and an erding. But it should be noted that, in

general, the only kinds of rules_provided'by the organiza-

-tion are procedural rules; tarely are they rules for indi-

- vidual conduct, such as achizvement demands. ' This becomes

important in the school's handling of other problems: coer-

cion, guilt, and conflict.
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Trauma Reduction Mechanisms for Coping with Strangeness

Strangeness is related to lack of experience with the con-
tent of events, fle;r cultural referrent, whila the uncertainty
dimsnsioh refers to the form Oi events. Lack of secority is
tied to straogeness; vAnythiﬁg unfamiliaxr, ohanging the con-
teht of a child's7situatioh,'the oartloular stimuli, is .con-
sidered a potentialvsoufce of'anxxety; the hh1]d is supposedly
more comfortable with the'traditional.and the known. With the
nursery school sttangeness-might stem from a "*rlety of situa-
-_tions; the child's first introduction.topschool, moving him
from ohe event or room.to another,'and getting him to partici—
pate in certain qroup actlv‘tles,4espeoially'new ones.

Strangeness is handled in -the organlzatlon by attemptlng
to mlnlmlze'change: easing the transition from familiar

‘'surroundings (the home) to initially unfamiliar ones (the

.'»nursery school), 1ntroduC1ng any new or dlfferent routlnes,

songs , and games slowly so as to av01d sudden 1ntrus1on of
e_strange stlmull, and oonststentlv and contlrually empha5121ng
the famlllar aspects of the orgaﬂlzatlon through ritual.
Traumatlc asperts of comlng to the nursery srhool are
mltmgated by allow1ng mothers to stay for the first week or
so, until the chnildren feel comfortable:in the new situation,
until it has become familiar.  Any toys that. the children
bring from home may be kept with them for the entire session,
if theyAdesire, For example, one girl who entered the
afternoon classAat mid—semestef came with a teddy hear her

first session. She sat on'the-per;phery of the'group watching
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and clutching the stuffed animal to her chest. ‘No attémpt

was made to get her to participate or to loo se her grip on

the bear; it was fe t that the familiar toy made it easier
for her to adjuet to the strange surroundings. She kept

]

it with zer'during the next twe sessions she attended. By

the fourth session, she brought the bear but put it down . -

-

and forgot zhoul % i mider to crayon -with the rest of the

Y £ER scssiun.ghs e S0t aven bringing
‘the bear. "io¢ vracorsen.on tnolerates thils Lind.of behavior

- .o

in ordex -t provide security.

R;tuals'of‘varlouS.kinds help to emphasize familiar

. aspects c¢” %the ﬁr":vlzatlon In fact, ritval is a major

traum= i7duct’on mechanism; not only does it supposedly

eliminate . w.e¢fy by removing uncertaiuiv as well as strange-’

ness, but it aiso provides controlled means for ‘tencion re-

leaséi_'Nﬁrsery séhooi rituals involve doing famil;ar things
over and 6ycr without.thinking ébdut them;xwithin'the ritual
itself, ey élements arelreyeated_autqmatically. Rituals
often,center“a;ound "participation stories," such as the.
followinq,-abdut a peddler:

“The peddlar arises, dresenh, and puts on his old
brown cap. He puts on a red cap-.-..(the teacher
-lets the class shout’ out var ;O?ﬁ colors as she
points to therm

Then "he goes down into the village, crying {and
all cry with her): Caps for 'saley Fifty cents
a cap. : o

But one day he couldn't sell a cap. No% even a
red one. Not even a..,.(aga:n she lets them shout
cut the colors as she points to then! . :
So he gces tc sleep .under a tree. When he wakes
up, all the caps are gone but his own brown cap-.
.He looked to one side of him. Were the caps
there? (All shout Nol!l)

He loocked to the other side. Were the caps
there: (ALl shaut Nolj



, He looked in front of hlm.- Were the caps there°'~.,j

- (A1l shout No!) IR .

He looked in back of hlm.f Were the caps there°
{All ‘shout No') ' - N

“He walked all around: the tree. He looked up,»and
what do. you, thlnk he saw?’ (All:. Monkeys') -

" You monkeys: you, "he said;: shaklng Ris. Flnger,_-“'

‘give me back. my caps"'But the monkéys; thay:-
shook their. flngers ‘and said, Tsk tsk tsk ts} tsk.

_;_(The chlldren are dorng all-the motlcn; and say-

-ing- all the: words:.).: , SN :
ﬁYou monkeys you;  he said, shaklng hlS other flnger,_-ffgn;~
-give'me. back. my capsi - B_t theé monkeys, they. shook P
their: flngers -and said; T P Lek tak ts% tsk. -

You monkeys YOul ;- ‘he 'said] stamplng his foot, glve'

- me back my caps! ‘But- the‘monkeys, thcy stamped

__thelr feet and | sald “Tsk,; ts _tsk,- tsk sk,
~You: monkeJS'vou ‘he _sald stamplng his! other
foot, give me back my éaps- ‘But the,monkeys,~«

they stamped th:;r fcet and sald Tsk tsk, tsk,

" tsk, tsk. L
Flnally, he got. so angry he tOuk hlS cap ofF and,af”
THREW it on the g:ound So’ the monkeys took o

”"7the1r caps: off and THRZW them on’the’ ground

,_The peddle1 putﬁ_on allcthr; A ‘one "by" ‘one, .

", with the children -shcuting.cut the- ‘colorsy AR
‘The: peddler goes: back to the.v1llage calllng,._ffZZW
caps! for sale.. Fifty céents:a ‘cap. ' (The chil tdren -
'echo-: caps for saleg; Fl +v cen _a r*ap ) (p m. 4)

' 'AThlskritualifeatnres;partiCipation,vrep tltion,:andaactiyiﬁy '
: :and'tentsion.releaSe.v It bears an lnterestlngis-mflarlty to

rellglous reSponulve re dlqgs, ln whlch tneileadcr makes a.n'
programmed statement and the congregatlon chants thexprogrammed i

!» {;

Aresponse.

Another rltual Frequentgln fhrt'f rnoon'class.was'the
‘game,oftg01ng huntlng, also. w1th a h?gnly repet tive character,
.aigreat_deal of parti01patlon, and the opportunlty for tens1on,
.release*in a:controlled fashion;k In thls game, they act oht~“
'everythlng from puttlng on huntlng clothes to rldlng in a car

to the alrport to flylng to Afrlca, dlsembarklng, creeplng

,through the3grass,'and stalk;ng'some big game.(an elephant,_a
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' lion,-étc.). Then_their.bullet ﬁisSeéTaﬁd ﬁhey:have to escape
éuiCkly,-so théy.re§¢rse the éequéhge,_doihg éll the mofiSnQ
hurriediy. T . |

'Rituais:such'as theée'wére'nét-as frequent in the“mdrning
ciass;;although’theAteacher did'provide-some less_elaboréte
ritualiied gameé; éﬁgh as Jack-in%thé-Box, The chiidrén-
'c:ouéh down while the teacher chants, "Jack in_the box, jaék
- in the box." . Thén shé-éays, "JaékAout of the'ﬁéx!"vand_they 1
ailfpop §§ screémingideliqhtedly. S |
- -'Thei;amiiiar is also‘embhasiied in othé£“§5§s. Stoiies
that the children ;iké are read over and_over.again,_wifh
the,childreﬁ often énticipating the words'ahd_éhanting them
with the'teaéher. Uniﬁbortant arfangements”éasily become
traditional, part bf the'"cultqre." Toys éonsist primérily
of familiar objects; aﬁmajor play settiﬁg is the piaYhouse,
which-cafefﬁlly duplicates aspécts~of the'famiiiar home the
child has,ieftt:'Chénges in-routine'ére minimaL. The child
can thus come £o dépend on and rely.oh'the.familiar and tra;

ditional.

Trauma Reduction Mechanisms for Coping with Mystery

Myétery is féléted to-é non-rational culture, so.théf be-
.haVio:_cénnotjbe ofieﬁted-in a ¢écientific}‘cause—effect mahner.
-Mystery, -in fact, means not knowingg”withoﬁt knowing, ccontrol-
iling is hdrdly possible. The mysterious, magical, frighten-

ing, fantastié, the-inexplicable,_illogiéal,_unknown--all are

thought to be potentialily anxiety—producihg. Trauma reduction
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here is partly negative:-'eliminating“théée‘factofs frpm the
child's world, making it eminently.rational, eminenﬁiy pre-
dictable, and eminéntly mundané. | |

Mystery might enter nurseryfschool cuiture through-'f
Qariods entértainment media, g;gg; bdpks or. records in which
‘ﬁnréasonéble, frightening, supernatﬁfai, 6; magipai evéﬁfs-
bcéur._ But.this was not allowed £§ héppén° The teacheré'
'sought definite things in entertainmént for;the children, *
particularly the absence of mystery. _Fairy'tales,»for exémple,
are uﬁquéstibnably:"but," as are‘stériéé invélving eVii,{
supernatural beings, 6r an overly great réversal éf fealityf:
One teééher explaiﬁed that three- and four¥year—6;dvchiidren
would be too frightened by theseAthings-and'QQuld not know
~ how to copé with this kind of ."disturbing informafion."
She could see no positive functions. for fgiry tales, anyﬁay;‘
they do not’pqrtray the "real” world-fdr the éhildreﬁ.-.In
short, the most extreme reality feversal-pérmifted was the
'anthrOpomorphism of certain kindiy animals in plot—leSé
stories. The one time a witch appeared she was épitéﬂordi—
nary,Vpleasdnt,.and dh;witdhlike, rather like a éﬁte téen—
ager dressed in black; in facﬁ, the pcint of_the story Was.
that her magic.did not work. | |

On the'othér'hand, acceptable stories represent .a prag-
matic, rationai, and.mundane extreﬁe, often with a thinly
disguised pedagogical flavor; For example:

The teacher plays a record ébout Muffin;.a dog

with a bandage over his eyes. He cculdn't see...

' but he could hear. He heard...{appropriate sound .
plays). It was the window shade. Etc. After a
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‘whlle the teacher has the chlldren guess’ the
sounds. .Then she reads them thewstory that goes
along with the record, called "Muffin’s Indoor --*
Noisy Book, all about a black dog .Muffin that
lives in the city."  The story, goes approximately
like the record: He heard a...(this time the
sound is named and the children make the appro#
priate noise).  Sometimes the teacher goes first,
sometimes the children. The sounds.are all
mundane household noises. (a.m. 3)

A book about painting: colors and kinds of pic-
tures. She gets them to respond to various ele-
ments: the color, the texture, the humor of the
picture, etc. (a.m.-4)

The story is, "What Shall I Put in the Hole that

I Dig?"--a lesson-in botany for three-year-olds.

The general. idea is to .run through a list of.

things, each colorfully pictured, with the .

text reading, "Will that grow? and the children

shouting, "No!" Finally, the climax is reached,

a little corn kernel, and the question, "Will’

that grow?" is asked. Both the teacher and the

children shout, "No!"ibesause segen the teacher

-was . caught in the repetltlve contagion and

wasn't paying attention to the story. She

laughs a little embarrassedly and corrects her-

self, explalnlng to the chlldren why the corn

kernel grows. f(a.m. 3) :

Other pedagoglcal—style.books include such effbrts as "The
Color Kittens, a Chili's_first.book about color," relating
how_eblersncan be mixed to,preduce others, starting with
red, blue, and yellow represented by three kittens; and "A.
Tree Is Nice," portarying what treeg do fot_you, and vice
versa.

If not overtly pedagogical, other stories were also
falrly mundane and non-myster*ous (with only a few exceptions,
like Dr. Seuss books, which are not mundane but also not
frightening either). . For example, one book concerns Ogluk
the Eskimo, for all intents and purposes.an Amerigan boy; he

just lives in a colder climate, that's all. Catching a cold,
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B he is_sent.to,visitAAunt Hattie'in-HaQaii; she is not parti--
cuiarly.ethnic,.either,.vAnother-favorite.waa "The Most
Remarkable Cat," a. record: TheAcat-is”ownedTby a’mandarin?*f
in_China w10 wants to rname it something‘approp:iate to ité¢ =
ﬁﬁremarkableness. First. he names“it.tsky," because thattgs e
over everythirg, then "cioud," because that hides the sky,
and so on by a chain of reasoning:to "mouse." '(At this point

::»in.one playing a child echoed the observer's feelings by #mwd

saying;_"This is getting silly.") Mice, of course, are T
eaten by cats, and so.the mandarln s cat is finally named &3
. "cat ~ The moral, of course, - is that th incs rare best known': -

by their "real" namesq
| : Obﬂects of cur¢051ty also srresseddtbe pragmatlc, for
example, a set of Negro. and whlte dOllb al;xe in every feature
and detail but the colo:.- Stop 81gns reSLded 1nﬁthe blg
-downetairs room;for use with the trxcyc¢es¢h For a tlmeia
pregnant. white mouse and her family”lived in‘a cage-upstairs.
On_one occasion the children planted bears so they could watch
then.grow. The:effort here is~not so.much to‘teaoh_theﬂ
chlldren somethlng spec1f1c as to present the world asté‘
loglcal, screntrﬁlcally ordered eXpltcable and knowable
‘p;ace;‘because-mystery might produce'anxrety;

For theinost part the,school suoceeded in eliminating
hystery'from its'structufe;.-docasionally, however, for a
) reason. not antlc1nated in the 01ganlzatlonal de51gn, some-
thing out of the ordlnary happened ,somethlng for which: the

chlldren mlght have no ready loglcal explanatlon- a missing
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piano, an absent. teacher, a child departing pr_éntering, a
change in thé rputine;~ In thése céség teacheré'would-feduce
mystery by providing careful{ deliberate explanaﬁions;4~0né
time juét before the}wintef hoiidays, for ekample, clay
figures the chiidfenvhad made for presents “disappeared,"

The teacher péﬁiéhtly exglained théﬁentire pfocedﬁre to them--
why they could'nqt have the figurés~right awa§.and where they
mYsteriously gonei; "They are'éaVed one time to be péinted,
“then saved:to.bg shellacked,'then saved- until théY're dry."
'.(p.m. 4) | o |

‘Throughout the nursery school éulture) therworld is 

‘rational, logical, and mundane.

Trauma Reduction Mechanisme for Coping with Coércion

Given thé fact of-a routinizeavéfructu:e with a_rafional
.cultu;e in which;power is associéted with certain roles, the
problem of the uée'of authority arises{ for coércion, Qf-
iimitiné an individual's freeaom of.éxpréssionvand forcing
-ihim:tO‘do things "against his will," 1is é sourCe~of anxiety
-in the~nﬁréery school's ideology. Trauma reduction practices
are instituted to mifigate cosrcion whilé‘still minimizing
uncertainty. Coercion i$ eliminated from the ofgahizatidn
in two ways:- (i) by permittihg'the'chila as much freedom of,
behavior as possible within the geﬁerai proceduralArﬁles and
routiﬁes; and (2) in those cases wﬁere it becomes neceésary
to limit the child's behavior, by doing this in such a-way

that it does not appear that coercive authority is being
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gxér;iqed., (The,la£tér_is-what.£?e'gepéral pubiié calls
?ps?éhologiéal"_téchniques’df diééipliﬁe})

Freedom -for “individual_expréssion“ is provided'ih
sevefal ways. AFirsﬁ, :hefé arsa éiwiﬁe ranée éanlternative
activities (although of the same general-kind) within any
time period and designated area. It appears thdt:choicé
may be exercised. (There is only 6ﬁe exceﬁtibn to £his__;“
availébility of a;ternativéé: when theﬁehtire_group'is
brought together for some reason o::for-soﬁe regular groﬁp B
function.). During-the‘sedentafy actiVity'periods in the
upstairs rooms, for'exampie, tﬁere is a choice:bf at,lea%tu
two artisfiC'events-(e;g;)_eégel bainting; finger painting,
clay,;play dough;‘créyonning, cat cuts, etc.) as well as a
playhouse, blocks}gtféin tracké,-dolls,Apicture books, and
sets of simple games of various kinds. For a few months in.
the afterﬁoon class, a.group of five_children was evén
permitfedlto piay'togéther in the downstairs roém dufing
this beriod, occasionally;jqined by otﬁef‘children; although
the rooﬁ wéé officiélly-closed.A In the downstaifs room it-
self, a wide arréy of things to do existed: slides, tricycles, ’
climb;né boards, a fowboat; a pﬁppet'theatér, some big |
stufﬁed'animals,-large blocks, etc.

fermitting non—participation in:group activities also
ensured freedom to ekpreés individual tendencies, as 1ong
as the group as a whole was ﬁot distﬁrbed by it. For example,
one bovahd, aécbrdiné'to the teacher, might have been some-

what retarded and was psychologically disturbed, preferred
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not to part1c1pate rn most of the act1v1t;es of the school,
generally 51tt1ng by hlmself in the corner, grinning. He
would be gently encouraged to part1c1pate, but it was thought
that to "force" hlm by any stronger urglng ‘or exercise of
authorlty would be too traumatic. (Here the psychlatlon"
goal is distinctly opposed to any socialization goals the
nursery school might'have{) Likewise, in less dramatic
cases, some children_would rather sit on a‘couch at -some
distence from the_gronp‘rather than join't’hem° Often the
non;participants wonld not'even pay attention, even ‘at more
- pedagogioal times. This was usually tolerated,'despite any
instrumental purpose the teacher might have in bringing the
-group'together, slthough when she did‘heve such a purpose
overtly in mind, she tended»to be less lenient. (Teachers
also tended to be less lenient if the_nOn—participants dis-
tracted the ettention of.the rest of the group.) Occasional-
ly, for example, a numher of children decide not to partiei-
pate while physically-in the middie of the activity.

Freedom of expres51on is permltted in other situations.
To parents and teachers allke a sallent aspect of the nursery
school is its empha515'on the~"creat1ve" development of the
child..-Thus, he should be-free, as in the 'Freudian sense
of-impulsive freedom, to "explore“ Qarious art forms and find
the best way to express himself=> As we have seen, however,
this is often in conflict with uncertainty reduction,‘and the
teachers often impose a great deal of structure.and direction

on this supposed freedom. But on the other hand, they are
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visiﬁly disturbed- if ényope Eiié should "interfere".with'the
child’s'fréedom. On one occasion this observer asked a boy’
‘what he was paihting{ ﬁé.replied,A"A picture." The.teacher
‘became obviously upSe£ énd exp;aiped that she Wants to avoid
that kind of questfion. She wants péinting "abstract" and
‘"looser," the chil <1eafning to.dse and be comfortable wifh
the medium. <(a.m. 3} There appears.tp be a kind of conflict
between thé.teacher's own practices, concerned with uncertainty
reductidn, and her idealized praétices, conéerned with coer-
cion reduction. -
| Verbalizipg is considered anothér‘indication of the
childfs?“creativef deveiopment, and thus it is an“areajin
which he,should not be limited with regard to ffeedom of -
expression, When childreﬁ interrupt during‘group'éessionsé-
‘usually with-cdmments'that bear no relation to anything else--
the teachers usually reépond to the remarks as if they are
1desirable,-rather than exercise authority ana-éﬁiet the
speaker. There is no“such philosophy as "childfén should'v‘
berseen;énd not heard" or discipline as a_deSirable end in
_ itsélf; speaking out is an indication of the child's créatiye
impuises and shoﬁl@_not be stifled. | |
When it bécomes necessary to the teacher to iimit-the

child’s freedom of behavior. for some reason,. she usuallyvdbés
it in such alway as to mitigate patently coercive elements,
disgqise the power that is being exercised, and'minimize_the
extent to which the limitation forces the child-té do- something

against his will. A major mechanism is the absence of access
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to undesired behavior, a social control technique. There is

nothing considered anxiety-producing in this (i.e., no overt

' coercion), yet whatever else the child wants simply isn't

available. The decision to deviate is thus taken out of the
child's hands; he doesn't feel coerced, there juet seems to
be no other -choices:

Someone wants to easel paint. The teacher says,-

- ®No, today we're sponge painting." The girl seems
disappointed and angry for a minute, but then she
throws herself eagerly into sponge painting _
activity, for the easels are nowhere to be seen, .
and there is nothing to remind her of the choice

. she might have had. (a.m. 4)

The teacher did not appear to be'exercising autherity when

she said No; she seemed rather to be stating an undeniable
and irrefutable fact about the World. She was not limiting
the girl's freedom to easel paint; easel painting equipment
was jdst not present. In general, feoms are eloeed off when
not in use; inappropriate‘tOYS are put away. In the case of
activities fer which fhe whole groub is brought-togetherAand'
max imum part1c1patlon is desired by the teacher, no p051t1ve

alternatlves are available; the child can either part1c1pate

or just watch. Lack of alternatives is considered a non-

traumatie way of ensﬁring the desired choice of behaviors.
Coercion is also minimized by givihg the child an
acceptable ostensible reason for the'}imiting of his freedom;v
e.g,, the child should obey not because he is being coerced
by a powerful figufe but because of some appropriate or
pleasurable reason that he would agree with theoretically.

The child is told to do things not "because I said so" but
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-"because it's good for you," "because it's fun," "because

you really want to," or "because it would be good for all of

us."
The teacher reads them a story. She gets a group
of children off the couch and onto the floor in
front of her with the rest by telling them they
can't see from there, and they wouldn't want to
miss the story. J. says, "I can see from here."
The teacher insists that he can't. Finally he
joins the group. (a.m. 4) '

The teacher's Eggi-reason for wanting the outsider to join
the group was because he was distracting the others; but she
‘phrased her reguest in terms of its benefits toithe child,
minimizing cdercive elements. Again,

M. is making noise while a pedagogical record is
being played on the record player, to which the
teacher wants the children to listen. She tells
him he is "having trouble listening," so that he
will have to come sit next to her by the record
player to make it easier for him to hear. The
actual effect of this appeal to.his own desire for
fun is to isolate him from the group and to place
him near her, so that he can't distract the

others or fail to listen himself. (a.m. 4)

On another occasion, the same teacher isolated a child during
a story because he was squirming and noisy. Finally, wheh he
‘persisted, she sent him upstairs. She does this not by coer-
cing him but by giving him something enjoyable and desirable
to. do instead.

‘After several attempts to quiet P. down, the

teacher asks him, "Do you want to go upstairs.

and help the other teacher with the party?"

Immediately, several other children volunteer

to go upstairs and help. But just the same, it

is P. that is sent. (a.m. 3)

In a sense, the child is not only free from concern, he is also

rewarded for his deviance.
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- Thus, obedience to authority'orisuppression by
society is not-eﬁphasised;-rather, obedlence to the child's
own wishes andtdesiresyis‘reinforced. The only rules he
need conform to are brocedural'rules;_there are’ few
specific:limitatlons on hls conduct. A situation'is
created(ln which it'seems‘not.at_all important what the -
child does,-as-long«as he does it within theuconfines'of the
formal organlzatlonal structure, i. e., a situation in which
there are no expectatlons for hlS behav1or other than his

adherence_to~rout1ne,

Trauma Reduction Mechanisms for Coping with Guilt

_ Not only does the nursery school belleve that gullt
is an- unhealthy and unnatural traumatlc emotlon, but 1t
also upholds the psychologlcal notion that punlshment is
not_neoessary for and may even bevdetrlmental to.learnlng;'
In,controlling deviance, the broblem of guilt arises. -It
is handled flrst, by deflnlng as little as p0551b1e as
ydev1ant,-and, second by a set’ of 1nteractlon procedures»for
situations in which a chlld aggresses agalnst another or
breaks an important rule. In'general, the child .is not
considered responsible for deviant. or antisooial acts; they
are attributed to unconscious impulses of sone kind over
which the child momentarilyyand unintentionally lost
control.: No child is labelled "bad" or considered in-

tentionally deviant. -
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Aggressioh by a child against another (hitting, kicking,

etc.) is attributed to carelessness or accident. For.

example, a child might kick another for some reason; the
teacher might_explain to the victim that the aggressor

was not paying attention. On one occasion, N., an
aggressive girl, pushed a'boy out of the way so that she

' could be first in line on the jumping stand. The boy began
to cry. The teacher, comforting him, warned N. only to "be
more careful" iﬁ tﬁe future. (p.m. 4) Carelessness as the
teacher's(excuée for antisocial.behavio; occurred again and
agaig, as ih.the following interchange: "She hit me!" "No
I didn't!" (Teacher) "She'll be careful...Won't you?"

(p.m. 4) Thefe are many other exampies: |

The teacher calls R. over to her. During the fight
over S.'s hat, R. had pushed J., and J. had fallen
to the floor, crying. The teacher had come in to
see what was the matter. She says to R.: "It seems
like J. feels very bad. Did you have something to
do with it? Tell me what happened." R. replies
that "it was an accident."” The teacher turns to J.
and says, "Did R. tell you he's real sorry?" And
thus R. is absolved of blame. (p.m. 4)

When trouble or tangles develop between two children, the
teacher solves the dispute by separating them or by of-
fering a ready set of alternatives, rarely by admonishing

them. For example:

One of the student teachers sits down to "play" at
the clay table. . }
N. (female) reaches over and smashes her fist on"
the clay of the boy next to her. .

The teacher says, in a gentle tone of voice, "That
wasn't very nice."

N. replies, "Yes, but it was fun."

The teacher then, without chastising N., redirects
her behavior, saying, "If you want to smash one,
smash mine." (p.m. 4) ’ : : :
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In. the same manner, rule breaking is not considered

dellberate but is attributed. to. forgetting. For example:

L. is on his bike agaln on the forbidden side of
the room. The teacher says,. "I told you that any-
one on the wrong side will have to give thelr bike :
up. I'm really sorry, L., but next time you '11
remember, won't you°“ (p.m. 4)

"Punishment" is confined to‘iseiation from the group: no%
other physical or dep;ivational'meaeures were ever observed.
Isolation itself wae'usually'intended more to ensure .
social .control vis—a—vie the rest_qf'the'group than to "teach

the deviant a lesson." Punishment is rarely defined as

... such. to the child; rather, he. is given a measure of control

over his fate, so that is notAsubjeét to_eelf-recrimination,
choesing, as he does, his own deprivation. This is, of
'course,-closely connected with cdercion reduction. It
means, in effect that when the Chlld is punlshed it may
seem like a spec1al treat to the other chlld‘en and not a
negatlve.sanctlonfat all. This actually occurred many
times. For -example:
P. is misbehaving. .- The teacher-disciplines him by
placing responsibility for the discipline with.
him: "P. you're being naughty. Shall we sit you
in a chair?" He replies, "No!" and nothing happens
to him. Later she does ask him to sit in a chair
: by himself, but this is perceived as a special
. privilege rather than a punishment, and several
other children go to sit with him. (a.m. 3)
Thus, there are only three situations in which the
problem of handling deviance arises: acts of interpersonal
aggression, breaking of procedural rules, and threats to

group control. In none of these does the child suffer

punishment 6f[loss of esteem; he would Seem to have little )



-48-

'reason,‘then'within:the nursery school, to experience guilt;

Trauma Reduction Mechanisms for.CoE;ng with Unpleasantness

'Unpleasantness;refers to a motivational dimension: why
people do thlngs. - The nursery}school'takes a hedonistic
_v1ew of motlvatlon, people do things because they flnd them
pleasurable, To do somethlng that does not prov1de
4gratification is traumatic; for chlldren, the 1deology goes,
the gratlflcatlon should be falrly 1mmed1ate° To maximize
motlvatlon,_then, the school must make everythlng "fun "
,Trauma reductlon for unpleasantness centers around an in-
51stence on the pleasurable aspects of everythlng concerning
the Chlld and the manufacturlng ofA“fun for even unpleasant
‘-events. | |
| First, unpleasantnessfis handied by the teachersi
strategy‘of interaction”with the children.‘.A cheerleader -
Pollyanna role is played. . By:stresslng_hom wbnderful |
'everythlng about life, school,uand thenchrld:is,_thenteachers,
intend to generate a comnarable}enthuS£asm for these~
. thingsﬁon“the nart of the child;».If he'is-told his artistic
'output is 'wonderful, -he Will~find'it pleasurable‘and*be.
motivated_to»continue;dlflhe is. told life is wonderful, he
mlll‘rind it“non—traumatic. ‘dnlyApleasant‘heliefs.ahout'him-
self and the world are encouraged the Chlld is ngzer re-
:qulred to face unpleasant facts. (Thls.ls,.of course,'re—

lated to coerc1on-and gullt reduction-) The cheerleader -

¥
b4

' Pollyanna - like teachers show thls almost unlversally,

-even concernlng-unlmportant matters. - For,example:
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Across the room E. is talklng to a student
teacher. -E: "In our bathroom my mommy found

a ladybug." = The teacher replies,"A LADYBUG? o
Ladybugs are nice."™ " E. says, "I have a.  ladybug."
The teacher says, "You DO?" E. says, “Yeah.“
And the teacher repeats, “Ladybugs are nice.'
(p.m. 4)

Another teacher presented aisimilar_kind of "fun philosophy"
at the clayvtable:
. N.: "It's so messy." :
Teacher: "Yes, but it feels so good "

‘Later, the teacher says, “"Isn't-this. fun’"
A boy at the same table shouts, “Look,at

mine!" ~ The teacher says, "Gee, isn't that
lovely? I wish I knew how to: do that!"
(p.m. 4) .

' _bn another occasion a stery'is'ihtrodueed byrthekteaeher as
"the funnlest thlng I thlnk I ve ever ‘read." (p.m. 4) |

The Chlld is never glven any reason to doubt that he and .
the_world are wonderful., Every eomment,he offers,'every'
§05session,he exhibits; every,artisticlehdeavor»he.per—
'forms - all are greeted with what might be conservatlvely'
”ftermed gushlng crles of approval"-from the teachers;

.'“Isn -t that marvelous’“.and "Isn t- that lovely7" are stock
dcomments.. Negatlve evaluatlons 31mply do not ex1st.-

' In the'same way, unpleasantness is ellmlnated from tasks
and demands by making them into games - somethlng fun -- with
pleasure agaln ‘thought. to be a prlmary motiveting factor.

At least once in every session it was observed that a
teacher.induced the,chiidreh to de somethiné by turning

it intdﬂaAgame,. Clean Up Time was often turhed into a4

‘game of:ski;l;{for example: “See‘hOW‘mahy-blocks'you'can

carry to the closet." "See how fast.you can do it," etc.
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The chlldren mlght not want to go to the next event other-‘
w15e.' Examples of falrly elaborate tran51tlon games in-
clude:

,Trptoe alrplanea The teacher chants “Tlptoe air-
plane; toptoe airplane" -- while they all hold out
their arms. and titlt them like airplane wings --
"tiptoe alrplane,.QStop'" and then she whirls
"around to see if she can catch anyone m0V1ng
(p.m. 4) : -

The bus song. It consists of repetitive verses
about activities connected with a schoolbus. The
last verse in the song ‘is changed into: "The =
children in the school, they follow the teacher,
: _follow the teacher, follow the teacher..." etc.,
Ludndmﬁhus,'theyfare alllmoved outside. (p.m,:4)

,'“Whereg— ‘oh - where." ' '

" The teacher starts . the chlldren on a song referrlng
to. the student teacher upstairs settlng up the
juice and crackers: "Where. oh where is Mrs. Hays,
where oh where is Mrs. Hays, where oh where is Mrs.
Hays, way down yonder in the paw paw patch." She
begins the next versé with, "Come on children let's
go find her, come on children let's go find her..."
-and they all- start moving upstalrs 51nglng, "come on
chlldren let's go find her...“ (p.m.. 4) - . >

In other 1nstances games ‘are. used to 51lence the chlldren.

.kTo qulet the chlldren down before the snack is.
served, the assistant teacher seats them all at
the set tables and says: "Push the napklns away,

. put -your heads down, and llsten for little sounds;
we want no talking at all.:iThis 1s a ‘listening story
to listen for different noises." Outside the- room
the other teacher makes various familiar noises:
knocking, . rattllng hangers, etc.. The assistant

- asks them to raise their hands and tell what they
heard. It seem to be an effectlve game, because
they are all qulet. (a.m.. 4)

Attention to storles is often secured 51m11ar1y, by
creating a pleasant game associated w1th them, primarily

: gues51ng games, €e.g., gue551ng the ends of llnes in rhymed
storles, gue551ng what color the teacher 1s holdlng up, etc.

The pleasant aspects of certaln tasks are emphas1zed in
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open for the rest of the group or carrylng the wastebasket
around for chlldren to depos1t their snack napkins in. are
Acalled Spe01al Honors. From the children s eagerness toi
be chosen from such tasks, there seems to be a great deal
of {QS_.,{;;5@3;3@,‘5*~'-:i&-}u.€‘3_r,=;',iftheSe-; generated. e _
-Since'practically enerything the,child is askea to do
1s structured so as to maximize the "fun"ror pieasureable-

ness 1nvolved stress1ng coerc1on, guilt, and unpleasant—

ness reduction, the chlld 1s given no reason for making any-=

thing but a hedonistic commitment to the‘school.

Trauma Reduction Mechanisms for Copingiwith'Conflict.

The-nurserf'school brings together a group of children
of unequal:skills and.places them inia situation-of
potential_conflict over toys, recognition, and praiseal At
'home they may. have had the exclusive use of tOys and'the'un—i
dividedrattention of‘mother, but at school'there-are
twenty-tmo children and only 2 or 3 teachers°IVThe possi-
bilities for unhealthy competition are great,‘ Trauma
reduction is introduced to remove'conflictful elements from
theporganization, In addition, it serwes to.prepare the
child for the.bureaucratic world, in which'cooperation is
presumably more important than competition. |

Conflict and competition are definitely de—emphasised'
in the nursery.school, There are no-gold stars, no prizes,

no winners. 1In fact, there are no "achievements" in the
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-lnursery school whrch can be the ba31s of dlfferentlal

'7rewards, nor are there any sanmtrons to serve ‘a8 difw

'_jfgferentlal punlshmentso Rather, there are explicit demo-i

”"5=‘crat1c norms;- ‘sharing- and equality. The organélation is

Tor;ented around the idea that every chlld is just as good o

Atl'aszeVery other, or, similarly, that no child is any better

“than any other. No opportunities are presented for status
ﬂfdifferentiations'to arise. Every child is entitled to his
Vturn as door-opener, wastebasket,carrier, Farmer (in Farmer
in_the‘Dell), or "leader," in a game ;nvolviné a leader°
In fact,_status—seeking may even keep a child from the
: Ltemporary honor of being “leader° For examplei'

—,iM B.. gets up and wants to ledd the next song. The .

.teacher says that she doesn't think they need a -
leader. D. is quick to tell M.B. to sit down-

"Sit down, M. No leaders." At the end of the song,

_ D. stands up and says, "I'M going to be the leader.g.
But M.R., in a non-pushy way, had also expressed a
desire to be the leader, so the teacher chooses him.

" Next they play Farmer in the Dell, and all three boys

. want to be Farmer. The teacher chooses a glrl, )

~(a.m. 4) ' : A
When there is differential'treatment, it is accorded to 2

a role ard not to a person. It is the. role»of “leader or

'athe role of Farmer that receives spec1al pr1v1lege and not

‘ the person playing it. A certaln amount of fuss is made
over'a'child's birthday; his mother brings cupcakes and he’
'ls temporarlly a spec1a1 person. But the recognition can be

"seen -as accorded to his role as Blrthday Chlld and not to him

as. a. person. This role, 1s not only»lnterchangeable dally

w1th respect to occupants, but it 1s also equally avallableL-

- to everyone._ A shy,'w;thdrawn girl 1n the three—year-old
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class who rarely played with.the:other children, was charac-
terized by one of the teachers on her birthday as "acting the
star quite openly." This behavior disappeared on subsequent
days, when she was no longer the Birthday Girl.
~Strict equality is maintained with regard to
privileges (so far as the teachers know). For example:
A girl asks the teacher, "Can I color?" The teacher
replies, "Oh honey, I'm afraid we won't have time."
The girl says, "Then how come they’re doing it?"
pointing to:.two children at the next table. The
teacher quickly hands her a piece of paper and N
crayons. (a.m. 4) : : i
Juice and crackers is also definitely an equalitarian occasion,
There is a speéific "fair" order in which graham crackers
are passed out, and no one can have seconds until everyone

has had firsts, no thirds until everyone has had seconds, L

etc. The child who waits the longest gets an extra measure

of praise from the teacher, but thé order in which the chil- i
dren ére served is random from day to day-.

"By providing enough foys and activities for everyone,
the nursery school hopes to éliminate conflict over scarce
resources. The teachers do their best to avoid févoritism
and show equal attention to all the children. Conflicts do
arise, however, due to the fact that the school doesn't have
one of every toy for every child nor is there room for
everyone in every activity. These are'handled by an imperson=
al principle, the norm of sharing. . Toys are shéred, turns
are shared; there can be no monopolies on anything. Two
girls in the afternoon class, for example, enjoyed playing

.the piano. They were both taking lessons, using this as an
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: opportunlty to. practlce, and they played much better than

" the otherso‘ But they would contlnually be shooed- away from

-the plano so that other chlldren could have a chance to bang
on ltlnon-melodlously.‘_There are many. other examples of
~_the use of the impersonal equalitarian principle: .

R. had a bike; L. got it because "we share." R.

‘now wants it back. L. says he just got it. So
.- the teacher says to L., "Once around the room and
‘then give it back." L. replies, "But then I

won't have a bike." The teacher's answer is,

"Some days you do and some days you don't." (p.mé& 4)

‘L. took too many seconds on juice and crackers.
The teacher says, "Some people are forgetting.
Remember that if we take to much for seconds,

. then when someone else wants seconds there aren't
‘any and they're sad. Aren't you sad when you

. can't have seconds?". (p.m. 4)

and: o
Teacher: "The toys belong to all the children. If
you weren't playing with.it and he took it, then
‘it's his turn to play with it." (p.m. 4)

‘To invoke the_horm‘of_sharing ls almost an automatic
~ response of the teachers to any potential conflict
situation,_even ifVSharing might not particularly be the
issue. - For example: : | |

L. has a dump truck (in the sandbox) and needs

customers to give him sand-to dumpc He yells,.

“Who will glve me dirt? Who will glve me dirt?
Who will glve me dirt? Who will give me dirt?"
" L. replies in an answering chant, "Nobody, '
,nobody, nobody, nobody!"

L.  whines to a néear-by teacher, "He said no-

body!" The teacher, without looking around, -says
to the children 1n the sandbox, "We must share."
(p.m.. 4) : : _

The norms of equality and sharing-are’thought to ;lead

‘very smoothly ihto healthytcooperation and adjustmehts-to

_groﬁps; the nursery school officially andAformalerminimizes

.peer conflict.
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Thué, we have an organization with a particular
psychiation goal handed down to it by the larger social
system: Eo produce heélthy psYchongical-development through
the organizatiénal elimination of a non-functional émotion,
anxiety, as definéd by the neo-Freuaian ethic. The
organization.attempts:this vialt;auma reduction: eliminating
or mitiéating certain "tréumatic siﬁuafiéns;“ Thesev
.sifuatiOné defined-by the ideolégy, are: (l{undertain%:@a-
limited by-formai procedureé ahd rbutines and the
‘ciarifiéation éf foie:relafionshiés,‘aS'weli_as speciali—
zation of activity With-respect'to time and place; (4)
coergibn}"limited~by»a lack-of.égécific.rﬁles or behavioral
_expeétations apd a.diégﬁised uée of pdwer; (5) guilt, -
~ limited by not holdihg the éhild consciously ér intention-
ally responsible for ényiantisocial or'rule-breakihg acts; '
(6) unpleésaﬁtness, limited by the attempt to provide.a
"fun" viewAéf.thé world and by making‘gaﬁes.out of tasks.or
requests; - (2) strangeness}'limited by ritualiétic emphaéis_
on the familiar~anditraditioﬁal;, {3) mystery, limited by .-

- présenting the world as rational, logical, understandable,
and mundane;- and (7). confl§¢£}¢limited by the lack of
Qpportunity fof'compétitioﬁ or diffefential échievement
and'an'explicit deﬁocratic norm of sharing and equality.

What kiﬁdfof_orientations stem from such psychiation
patterns? These can best be described by calling the
collective product of this nursery school an Oréanization

' child.




2y3 £q =cm>am= ST umsz ST mudammm *saT0a Ucm..mmcauzou

/3IN30NI3S ~mmﬁsu ST 3T ~>uﬁamcoHumu ma wuaﬂmmh .wuﬂﬁmwu

‘mo uoT3TUTI®P JeTnoTixed e Y3Tm papTaoxd ussq mms PTITUD -

Ayl ‘Tooyss AxesInu Y3l WOIF POSILUTWTITD U3 9ARY AJUTRIIDD

. —un pue’ X1o3siu osneodg °UT PSATOAUT ATTENpPTATPUT Bwodaq IO

autbewt Aew oy butyjzlue yY3zIm ueyl ucwEsoyw>qm MHQ.Wﬂ‘mmcﬂsu

,Te9I, 9U3 Y3ITM DOUISOUOD oIOW ST PTTUD uoT3zezTURHIO ms&.

UoT3e3usTI0-K3 TTeoY

*30TTFUOD FO HUTITWTT

y3TM Kouepusose JO 90URUDIUTIRW. 9Y3 PUR !ssaujuesesaTdun:

pue ‘37Inb ;nOﬂouwoo.wo.mcwwﬁiﬂa.QUﬂB‘>Uﬂaﬂnﬂmcommmu,am¢0mwmm‘

JO UOT3IRPUTWTTS wau .mumumme pue »mmmcmmcmuum ~>ucﬂmuuwocz

wo mcauaaaa suas Ketd 30 coHumNHqHusou ayy’ vqm coHumucmAHo.

-X3TTe91 :uOT3IONPOI PUNEBIZ Jo ‘seoze camuumo zpaz ﬁwumaoommm,

ST suxajjed Inoz msu Jo yoeqd .mocmvcmomm quchmcmuchE
wsu;ﬁam.~mpﬁaﬂnﬂmzoamwﬁ HWGOmnmm.uo coﬁuMﬁﬂEﬂﬁw mnu,.mmﬁm
.w0 c0ﬁumNﬂcﬁu5oH mﬁp ~GoﬁuMMWQWMO|muﬂHmmH :poO3EdUTITIP wn,mmﬁ
Uaﬁfu mOﬂumenmmHo ay3 Jo muommwm,nsom .NmHm‘cﬂ4nm>m ‘usw

uoT3RZTURHIO 03 AJTIRTTWTS 9TqeIPWOF~SOWTIBWOS © SITTYXD

oYy pue {3ITT UOT3IeZTUEHIO JO SpueWSpP SY3 JO SWOS 03 vmuﬁﬁm.

.Hﬁm&.u0H>m:mn:uo suxajjed wmmamma@ msfummoHomﬁa ﬁmavﬂwum.

-0dU BTA ~>uwA00m :oaumNﬂcmmuo ue o3 uot3ejdepe ue mamm

-3T GoaumNHcmmno HmEHOH e 03 . coaumummcm ue mucmmmnmwu ad&y

TespT 9yl "mCOmmmu TeIdASS IOF. PTTIYD GOﬂﬁmNﬂcmmgo mﬁ# pouToy

ST PITYO s,TOOUDS wummmsq.mﬂsu Jo sanjotd muﬂmomﬁoo Y -
QIIHD NOILVZINYONO EHI * *AT



-57-

crganiiatlcn. The organlzatlon has more reallty than any
'1nd1v1dual theé organlzatlon is permanent ‘whereas the
1nd1v1dual is temporary,.the 1nd1v1dual must adapt to the
reallty of the organlzatlon.- What the 1nd1v1dual does by
himself or for hlmself when the organ1zat10n prov1des no
partlcular expectatlons is less realpthan what 1s_glven by
the'organization; The child orients himself to this reality,
thenf and comes to feel‘mcre comfortable.with things that
are.real infthis“senSe than with things which are loose and
flex1ble and which mlght require creat1v1ty, 1maglnatlon, and
1nnovat10n.~ The Chlld exhibits a rat;onallzatlon of his
-_world analogcus_toithe rationalization_in.bureaucracy.

_ Most.cf thevchildren favored programmed actiyities, or
ones~in which structure could be maxiﬁiZed over free play
-and fantasy. "Clean up tlme,"'for example, was a favorlte.
‘.'of most of the children. They would often play rather
llstlessly durlng the free play sess1on, .but when the
' teacher would 1ndlcate rt_was-tlme to put the toys away,
they would throw themSelVesaeagerly'into the structured act

of cleaning up. In fact, Clean Up Time even came to be-

anticipated by the chlldren.

Teacher plays a chord on the plano and there's

a spontaneous yell of "clean. up time!" But the
. teacher .explains that No, we just wanted to count-
- them. They appear-disappointed. (a.m. 4)

L. comes in to announce Clean Up Time. Teacher
has to check. It isn't time yet. So L. runs
around with another boy by the hand, 'shouting,
“Clean Up. Time is almost here! Clean Up Time is
almost here!" They soon have the whole class
.chanting and actlvely .engaged in cleanlng up, even
though it isn't time yet (p.m. 4) - .



_One group of aggres51ve chlldren espec1ally llked the Clean‘

- . Up Time, rltuallzlng 1t, attemptlng ‘to control 1t v1s a—v1s

Fotherjchlldren, and draw1ng out the amount of time 1t took
" them: ﬁ

Flnally, it's. clean up time. L., R., and-E. .love -
" Clean ‘Up Time" ---they can now make lots of. noise
' and destroy things (e.qg. block edifices)’ and it's
all legitimate. - ‘L. takes big. blocks.away from M.
(a glrl),'saylng, "1'11 take this; it's too heavy
Bt o) "%, M. resists. = The teacher then tells
,,mthem they re taking too much time. . L. replles,
. "Welre' taklng a lot of. tlme because we need a lot
of t1me; (p m. 4) :

4
o

};The de51re for - structure was also 1llustrated one
fmornlng when the teacher changed ‘her routlne sllghtly, _
fso that the Chlld had non-dlrected act1v1ty after the snack
= 1nstead of some’ dlrected group act1v1ty.; The chlldren appeared
Tllstless and uncomfortable, some. 51tt1ng on the COuch or:
'floor w1thout anythlng., The teacher - commented,' "They re
_deflnltely flounderlng, because‘they had expected to be
':dlrected at’ th1s tlme. | (a.m, 4) -The;chlldrenxare more:

. comfortable w1th what is. ‘real" (as-defined~for~them ln'this
-partlcular 31tuatlon by what 1s re—occurrent -and glven)

2 than w1th what is. left up to thelr 1maglnat10ns. 7

The‘chlldren-also seem cognlzant of the greater‘

'1mportance of actual role relatlonshlps than any roles they

'-,_mlght 1nvent in- play.. Play is. thus non—blndlng and*

mlnlmally 1nvolv1ng, ea51ly 1nterrupted by the presence of
" the teacher. Thelr relatlon to- her 1s more 1mportant, more
real than the1r relatlon to thelr own play. When a teacher

comes near a group or~an,;nd1v1dual engaged in some play
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aetivity} the.piay»waseasﬁailyvdropéed in oraer to.interact
with'the-teacher,, Either the childzen ‘would step out of o
their play roles momentarily in order to point out to the'fA' : 'szﬂw
| teacher what they were doing in the play, or they would beé&n :
._talking £o her about somethlng unrelated to their play and
play roles. Th:s aqain is similar to an adaptatzon to
'bureaucracy ww g bureaucrat should not get S0 1nVOIVed in a
particular task of pis own that he-could nor dieengage him~-
- self from itlin orderyto_preserve his;important role

' relatiOnships in the hierarchy of the organization; In the

 fn1 carrylng out of the play activzty is the most easily
-dlstracted.and disengaged, of course, whzle the leaders in
the play eitua:ion who are the most eommitted’to{iﬁo are
‘the gpelatively least distracted by their real'or{external
role relationships. o | |

On one e@casion, fox' example, two gixls ware riding r$°
cycles axeunu the bzg room, engaged in an extremely 10083
play 51tuat10n in which one was the mother and the other the
child, and the child was ':ing threatened,by.a lion. The"
actial aciivity consisted of”riding the tricycles around
and axound; ﬁhen the_teacher suggested a'"boat ride," howe

ever,_(i.e;. rocking back and forth in a ehildesized rowboat

in £he r60m) both girls immedrately édt off'the tricycles and
into the boat. (a.m. 4) This kind of occurrence ﬁas. o

' several implicatzons. it 1nd1cates both non-inv olvement in
‘:their own p;ay and.preference for a_structured activity

 in which they can interact with the teacher = a-“real" role
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relationship in the~organizatién, The;ghildren often seek
the,teachers comﬁany, following her arehna; holding her
hand, and attempting to sit next to her.

zAs.would‘be expeeted ffom a reality orientation or-
igihating partly in the reduction of mystery, very little
bretehding;actually occurred in play. The expetimental
werld of the children as ﬁedicated by.the~nursery scheol
has been presented as a rational, mundahe:piaee in which
inexplicable things do not occur. Hehee,:pretending,that
things are other'than they'are.in reality was not as

common as would befexpected in childrenfof this age and
not as frequent as the tlwe avallable for it. Mbst play
con51sted ‘of performlng the aCthltJeS dlrectly suggested by

the toys and equlpment avallable. cllmblng on the climbing"’

apparatus, slldlng down the sllde, rldlng a trlcycle,_

painting, building with blocks, ete. WE%F make-believe did

_occurhin these situations was gsgat}ytg%gtﬁal and clearly -
subordinate to the real Phyéica} aétivit§-

Meanwhile, the climbing apparatuses are joined
with a parallel board, which J. is striding '
-across. He says to G.:"This is the sea and we'll.
get cut up by sharks." J. is among the most ‘
imaginative of the children. . G. nods, but doesn't
-do anything about pretending, just contlnulng to
walk across the board. Later, J. invents some
pistols for them. But they ‘don't really play,
they're just cllmblng on the boards and belng
generally aggre551ve. (a.m. 4)

Back downstalrs, J., T., and G. are playing with
puppet theater. ' They are hitting each other's
puppets with their own; then, they begin to hit
each other with the puppets. I tell them I want to -
see a show. They move the puppets by manipulating
their hands a little, but without doing anything
really analogous to activity or speaking. Finally,
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_ J. says, "Polly want a cracker" over and over.

- T. says, "Hello" in an imitation of a little squeaky
voice. G..saysenothing.AG, says nothing. (a.m. 4)

yZOften when'pretendinéWor “make'believe“ did occur it

.egéntered about real props, for example, in the. doll house,

'where there was- a real 81nk w1th real dlrty dlshes, a

full-51zed cot, and much-adult~cloth1ng that could_beAput

- on. A girledegiding to be5“mother,?:then,;need'not rely on

"her imagination, or-She'need not perfo;m unseen -acts -

»challenging reality;'she could actually'wash dishesf‘

EVen when there was some degree of reversal of reality,:
the need for things to be reasonable was eV1dent, The
'follow1ng 1nterchange 1nd1cates that the Chlldren do not
pretend at w111, rather, the pretendlng must make sense in
‘terms of the game,

M.Vsays she doesn t. want to be a dog. - asks her

what. she does want to be. .She says a human being,

‘R. says she has to be an anlmal, she can't decide..

Rabbit? - Hamste:r'> Guinea plg? "Couldn't be a

squlrrel Yes, I could but I'd have to be trained.

P.: "Want to be a squ1rrel°" M.:"Squirrels . run

away, they're wild." - P.: "You“ll be a tralned one.. -

_You'll obey us." M. says she wants to be somethlng

’ else° R.:. "You've never been a pussycat! Hey Lo

‘you're taking some of our blocks and don't say

~ you're not because you are!" P. fixes it: "L.,
these will.be ours. I like human beans betters than

ANIMALS, M.: "I like guinea pigs better than ;

human beans. 'R.: anyway, ships don't have animals.®

M.: "You could be taking them to'the zoo." (p.m. 4)

The dlstlnctlon between play and reality 1s very
'apparent to the chlldren, as a. consequence "of uncertainty
reductlon, in. whlch routlnes are well establlshed and
act1v1t1es clearly c1rcumscr1bed in t1me and . spaceo- Playi"

is subordlnated to the organlzatlon of. the real world° In
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order to adapt to the situation, then, the child must be

able to effect the transition easily and smoothly from one
activity with particular role expectations to'another° He
must be able to drop hlS play at ‘the end of a play perlod and
resume his role as a cooperatlng "child" in the nursery
school. Often, there is a sharp dlscontlnulty between roles
adopted in play and role behavior expected in the real
situation. Hence, the less than.total 1nvolvement-;n

play and its general:non-bindingness‘is functional for
dropped and plcked up as the requ;remehts of the organlzed
situation dictate. The tran51tlon of ope chlld was- recorded
‘in particular:

When playtime is over, P., who was the 1eader and

directed game actlv;ty, becomes just one more

passive child. follOW1ng hls teacher. He exhlblts no

conflict over this, nqg discomfort at ‘having to play

such a role, and he does not let his capaclty to

lead in one situation interfere with his capacity

to follow in another.. His leadership ability is

held in abeyance, as it were until the approp¥iate

time for its expression, i.e. ‘another game when

control is turned over by the teacher to the

'chlldreno (p.m. 4)

The knowledge of the distinction betﬁeen several roles
and the importances of each -~ here the distinction
between play and reality -=- is an important skill for an
organizational society in Wthh an 1nd1vudal S roles are
~often hlerarchlcal -‘and segmented
The chlldren s awareness of the distinction between

play and reality was evidenced again and again.- For example,

on Purim (a Jewish holiday) the children were dressed in
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costume, playlng the part of characters in the Purim skorxy.

'_The head of the nursery school commlttee came in to show

' some sl;des° One g1r1 runs up to her, 1ntroduc1ng herself

with, "My name is Queen Esther. My real name is Anni€eccoe”
‘(a.m. 4) On znother occasion:

D. (male) and B. (female) are at a table. D is
socking a small rubber mailman doll with a small
doctor doll. B. is holding the nurse doll., She
says she isn't fighting because she's a girl

-and likes to go walking. D., however, says he's
trylng to kill the mailman. He says that he

. isn't pretending, that he's really trying to kill

" him. B., on the other hand, explarns to me: "He's
‘¥eally trying to kill him, but he's just pretendin
to really try to kill him." She indicates that .

. she knows what pretending is and when it's done.

. 8o I ask her,"how does she know they're just
playing?" And she replies, "Because it's rubber.”
(a.m. 4) ' -

Knowledge of the distinction between play and reality,
as well as preferenceifor structured situations and re-
latiohships,‘iS'closely connected with the second aspect

of the Organization Child; the routinization of play.

The Routinization of Play

For ehildren eharecterized by “reality"4orientation on
';;hg_part ofbthe children, it is not surprising that play it=
’self“becomee a metter of routine. Definite ways to play are
eeknowledgedc There are "rules" for procedural conduct of
plaf. juet as there are rules in anytorganized situation.
Thexe is a continuity of the roles adapted in play and a
:parsistenée of structural patterns. It is important what

things are cg&lled, how things are allocated, and who is.
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“allowéd"‘to take whigh play roles. That is, for a large
number}df.thé_childrénhiﬂ»a large number 6f situations,»

the condﬁcf'bf pléy'and the adoption~§f roles are not con-
éidefed ammatter of personal preference; they are-raﬁher
given by the parﬁiéular orgahizatioﬁ of the play situation.
This wéé'médé Ciéar on one occasion . in particular. Two
girls_were éuestiéned about:their game. One explained that
the other is her child who died and turned into Mighty

Mouse; the other added that she didn't‘die, but she did turn -
'into Mighty»Mouse,ﬂ'This obsaerver asked Why? ‘And the first

child replied, "Well, bécause that's howAyou play." (a.m..-4) -

While this might-séem like a perfectly reasonablé énd even
somewhat obvious reply, it takes on importance in terms of'-
the girl might:have said. ‘She might have attributed their
behavior to pefsoﬁal.preferenée or whim; e.g., she could
have said, "This,is whaﬁjwe like to éo," or the common child-
hood reply, “Becauseo" Again,‘s%é cpuld'have respondéd not
to thé "why" Qf e entire situa:ion,iﬁ-general, but to a
specific'and particular "why" -- dying-and'tUrning into
Mighty Mouse. Instead, sheAimmediately attempted to-ekplain
the total aétivity,'and she.éttribgted itvnot to pérsonal
preferencé but to an insﬁitutionallied'given —wthe way
people =lay, th¢>conduct'of'play.

The routiﬁiéatioh of play “rvolves the organized
structuring of play actiyity, gHow you'play" is to name
the play, designate ohjécté i?'ferms_of the play, assign

roles, and allocate various eguipment, resources, and
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~'territories. ThlS organlzatlon becomes an end in itself, so.
Athat it is unlmportant what the spec1f1c play 51tuatlon is
_as ‘long as 1t is set up properly°A The chlldren spend a
relatlvely great deal of time organlzlng and relatlvely
llttle time actually carrylng out any act1v1ty for which they ‘
have ‘SO carefully des1gned and organlzed a structure. For
‘example,
The chlldren are upstalrs playing w1th _games and
-puzzles° “Two boys have the ten llttle rubber ‘dolls.
They spend 10 minutes arranglng them so they get
five - aplece (one of each character- nurse, doctor,
: pollceman, flreman, mallman, flve Negro, five
white), then lining them up and namlng them by thelr
: role_names, nurse, etc° Then, just as- 1t wou d
’have'seemed that. they would have been ready to play
with the dolls, they put them .away . They ve done all
~ they wanted (a.m. 3) :
This'aspect'of the routiniZation'of play is best
2 111ustrated by a small group of flve children in the after-
'noon class (four boys and a glrl, w1th a few occaSLOnal
joiners) , who preferred to play together downstairs during
Athehfirst period rather than participate in the structured
artistic activity upstairs.  This tradition was begun about-
- the beginning of the third month of nursery school, when the
Ateacher brought in'some,firemen's hats and asked‘if;anyone
wanted to go downstairs to play-fireman;‘these children vol-
unteered. For the next two-and-one-half months they would
playdtogether for about thirty minutes downstairs, until they
were‘joined by the others for a free play session with all
the e_quipment° The group had access to big paper bricks

and'wooden blocks and an occasional prop such as the firemen's
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hats, but not. the restiof the equipment and toys in the =
_bigjroom.f . “ | | | . |

The group would spend most of ‘its time getting
organized. They first decided on -a -name for their play,
'what it would be; fireman, sheriff, castle,'and ship,were
ithe typical,ones;‘,They'would then designate.who wOuldpbe
what-in the'Situation -~ the chief:»the sheriff, the bad -
guys, the king, the princess, the guards, etc. Deciding on,
a play Situation and on.- roles would often be lengthy and -
AcontroverSLal but 1t was one of the most 1mportant aspects
of organ121ng and routiniZing the play.; The follow1ng'1nter-
action occurred just before the time the children stopped

playing together at every se551on.. ThlS s1tuation well

, 'lllustrates the amount of time the children ‘spent just in

structuring the play- allocating roles and getting organizedo
' Itmwas not.enough “to- merely name the game and then start to

- play, with' activity left to personal preference, roles had

-+ to be well defined, with -the’ definitions rational and

- plausible.__Structuring was important in itself. It went
as ‘follows:

pDownstairs, 'R. wants to play c1rcus° .P. doesn't
want to play circus, he wants to play castle, be-
cause, he says, "We only played castle once."
- They decide on castle. The compoments. of the. castle
game’ are - a princess, a king, a:dungeon, and places
to sleep. .Not all of the roles or places have.
been - 1abelled yet. They're building the castle:
now. - R, guts a block down. M. says, "Don't push 1t
into ‘the_ dungeon!® R. says, "Oh, who cares!" - :
(after-all, it wasn't that game that HE wanted to -
play.) They build a secret '‘passage. M decides she
wants- something to. eat. R. suggests. making a
refrigeratbr. Finally, L,, R., and E. get allo-
-cated roles as guards (P 's . the klng, M's the
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princess). R. says, however, "A real king only’
‘has two guards. This  is three." P. suggests they
be knights, with M. the princess. R. tells E. to
"be a prince. P. says, however, to E., "If.you
don't wanna, you don't needa." M. decides she
wants to play Cinderella. §S. comes down and looks:
. longingly on the group. 'S. tells him to get out
- of their way. The teacher (who wanders in.and out)
tells P. to invite ' S. to play. ‘P. lets him be a .
prince or a knight, whichever he wants. An argument
. ensues over whether E. is ‘a guard. R. says yes, '
"and L. says no, .there are only two guards. R. :
‘'says no, three -- *didn't you see Cinderella, Cuckoo’"
P. announces he s king again. M. says she's a
princess -- Cinderella. M,,suggests S. take the
‘'king (whatever that means). -P. says, "No! I'm not
going to play! 1I'll go right upstairs and leave you -
to clean up this." M, says angrily, "We all
built it." R. says, "This is not working out to
~ .good, this game."  P. suggests battleshlp. R.
.’says boat. P. says that a battleship is a kind of
a boat. R. .insists, "I like boat BETTER." And
they start all over again"choosing roles and de-
signating territories ‘and thlngs in terms of the
-play.-(p m. 4)° :

Regardless of the name glven to the play and to the
;roles Ain it, the act1v1ty the group engaged in was. remarkably -
51m11ar from session to se351on.A They would spend-most
»of the tlme arranglng blocks to form a "bulldlng“ central
to the play (e.g., fire statlon, sherxff's offlce and jall,'
' castle, shlp) and then endlessly rearranglng them.; They |
would allocate .territories within.theiﬁbuilding" and spend.
time fixing up thelr own. They would only occaslonally run:
laround the room 1n ‘the gulse of whatever play ‘situation it .
- was (g01ng to put out a flre, flghtlng a.war, chasing bad
-.guys, etc.) and then return to reorganlze .the bulldlng and
the game. The chlldren wére very concerned with organizing
thlngs, gettlng them set up properly,'and the organlzlng

elements of their play were nearly “identical from session to
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session° -Regardless of what'they Were going to call it to-

day, the structuring of the Situation was. the same.. In fact,

1t ‘was relatively easy for them to change the name of the
':play in . the middle and still continue to carry out their
.organ121ng act1v1t1es, " (On one occasion»the girl (Mo) was
fasked whatxthey weie playing. ”She replied, "The:same thing
—— T forget~the name of‘ito" jp;m; 4)'(Aetually, they
meren't calling it the same thing at that point-) All of.
_their play situations operated on ‘the same structural
V prinCiples due to a kind.of bureaucratic routinizatlon,v
.Sheriffs are no different from fire Chlefs and captains in
t‘organizational hlera;chies, fire stations are organized like
ships and;castles;~ehasing bad guys or fighting fires is
similarrorganizationally to‘fighting wars. The impoftant

aspect here is the structural principle, not the specific

- name given to_the play. 'This represents an important'feature'

- of bureaucracyin-similarity of hierarchical positions across
organizations,'even though speoific content of tasks may
differ° |

' Playing 1s almost synonymous with organizing° ‘The
‘~first time the active group played together, it was noted
that after thirty minutes of officially'playing fireman, all
they had done wasAbuild'a "station“‘that had desks and a -
refrigerator. The'specifio fireman aspect of the play was
easily iost A typical blt of organizing centers around
places in the "building,' a bureaucrat—like concern with the

location.and appointments of one's "office."
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P. to L.: "Make me a typewriter desk... I got a
better idea. Let me make my own typewriter desk."

. (It is interesting how the leadership role had
devolved on P. and how the first thing he wants is
a desk, a bureaucratic note.) L.: "I got a desk."

P. attempts to use L.'s desk (blocks) for a chimney.
L.: "Hey, that's my desk!" P.: "You don't need a
typewriter desk. Let's make a chimney." L. gives
in and replies: "I want to make a chimney." P.
points to a particular block and says, ."No, this

is the chimney." At this point M. comes in and
says, "You have to make .a-.place for me." R. echoes
her, "Make a place for me too." P. says to R.,

"No you get a fire engine" and pulls over a big
~cart and to M. says, "That's your place, M." She
examines it and says, "I don't want that little a
place." P.: "Well, we'll make it larger." R.:
"Where's mine?" P.: "With M." R.: "I want mine
to be with L. P., can it be with L.?" P. replies,
"Yep." (p.m. 4)°

Another type of organizihg deals with roles and4names:

Three girls go into the dollhouse and start to allo-
cate roles to play a game. M. is the big sister, H.
is the mother, and D. is M.'s twin. E. comes in
and asks if she can play, too. She wants to be the
little sister. M. says to D., "I'm fourteen. We're
both fourteen! What shall our names be?" P. comes
in and asks if she can play. M. decided to call H.
Patricia, "because that's my momm's name" (and H.
is the mother). M. decides her name will be

. Michigan Linda." She says to D., "Sister, let's go
out and play." But D. is sweeping the floor, and H.
has picked up a doll baby. “E. and P. are still
trying to think up names for themselves. Finally,
P. decides on John. L. then comes in and wants to
be Big Brother. (p.m. 4) '

In the routinization of play the game becpﬁes a kind of
institution. That is, personal preference should not be
exercised in play; approval for behavior, even if only the
most limited of gestures, must be obtained from the. leader
or the person who founded the "institution." The structure
of the play has a kind of existence of its own, so that people
are no longer free to do anything they desire but must adjust

their behavior to the particular play situation already set



ué;ﬂ (Of course there were some exceptlons to this ) For
example-' | |

3 group bf bqys 1n the corner~are playing w1th
train tracks and_eaxsn #They. ‘have deoided to -use
;the ;racks~as,a;f_ d, . A.girk ©comes :gver-and tries
tos e krdins. on B Hhre_islHold, notrains on “this -
v gaidread track tpdaya« deaynﬁhis is.a ¥oad. She-
- agoepts thair dictum qumte passxvely and brlngs a
few buseeou (p mw 4) ,

Even the teacher. seeks approval thhin the texms of play
for something she des;tes, such as’ hav;ng another Chlld in~
cludad:
girl's feel;ngs are hurt because L. and E. aren't .
,1stting her play. L. explains, "¥We're not letting b
‘hex play because we're not having any trouble." S
- The teacher points to a sign on the bulleting board’ .
“and reminds them of the walk they took and how . AL
they saw a building being built and how many people '
vexe needed to help.

L. says, “We just need twoo"_and that ends the matter,

(pamo 4)

' On another occasion the teacher told a child that if he
wanted to help, he would have to ask the child whose geme it
.was. "pkecause he decided.®” The owner agreed, "I'm the one
"who decided who is going to help me." (p.m. 4)

Play‘asia kind of institution is recognized .to such an -
extent that if a game is being played in a particﬁlar
lﬁerfitory, when other children enter "that territory, they
often momentarily adjust their behavior to the.geme?' This
occurred rather frequently.: It was amazing how a particular
bit of . imagery pervaded the entire éroup, no matter what
their activity. There seems to be an acceptance of the in-

dependent existence of an organized situation such that when

.a-child®’s activity intersects with the .territory in which the
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play was . occurrlng, the Chlld seems momentarlly constrained
to accept the terms of the-“organlzat1on of-the-game. ThlS
1s espe01ally true when chlldren rlde by a play settlng on
blkes.. When thelr act1v1ty crosses the game terrltory, they
’momentarlly part1c1pate ln the game. ThlS could be related
to an adjustment to the organlzatlonal world. people cannot
always exercise personal preference or the same behav10rs
regardless of the settlng, when they enter the realm of an
organlzatlon, they are, for the perlod of thelr stay, con-
-stralned to accept the organlzatlon s terms or deflnltlon
of reallty and orient thelr behavxor to it. A play
51tuat10n here is a klnd of organlzatlon° " This is the kind
of momentary.adjustmentjto the play as institution that
'_occurred:
N has a b1g toy (i.e. non-working) hose .at the door.
to the room, and he is talking about baths and
- showers. When M. walks past him, he takes on the.
‘game and termlnology for the moment and- part1c1pates
~in T.'s play, ducking the "shower" and saylng,
"Don't squirt mel" (a_m. 4) ;
lfln the downstairs room, a boy drags out the stop
signs and screams about them to the people of
tricycles. - From then on, whenever someone rides
by, he stops in front of the stop sign.. (a.m. 3)
.Three children go,to play on  the steps-in‘the_down-
.. stairs room. They come into the territory of a:
" - fourth boy playing a ‘lion; immediately, the games
are merged, and the three run from the llon scream-
ing -in mock. fear. (a.m. 3)
It is almost unlmportant what partlcular behav1or is
carrled out, as long as it is justified in terms of the-

4 organlzatlon of the play, 1t can never be Justlfled on the

bas1s of personal preference° That 1s,_behav;or‘1s-Justlfled




‘not "because I“d like it that wav" but because'“this can be
done w1th1n the play or is necessary for the playo“ Again;'-
even the teacher defers to the game

S. has been riding around the big‘room'on the cart .-
the play group has been using for a fire engine.
P. notices and shouts, "Hey that's ours!" The:
teacher explains to him, "They went to put out a
fire." Le’replies, "But there's no fire and that's
our fire truck!" ' The teacher finds another
explanation in terms of the game: "They took it for
© and to get some gasa" (p.m. 4)

On one occasion, the group that played together (mentioned

preViously) was playlng castle when the rest of the children

carme downstairs and the equipment was brought out.

Evidently sliding on the slide seemed attractive torthem.
But in keeping with the concept of play‘as institution,

they could not slide_Without first justifying it in terms

of their play, finding some rationale for it in terms of the
~organization createdg Finally,

. L., and R., and P. get the slide so positioned

. that they can consider it part of the castle game
they had been playing; it is now proximate to the
castle of blocks. They decide that water
surrounds the slide and castle and that they must
slide down the slide and swim back to the steps
in order to get home to the castle. They now -
have a reason for sliding. They slide as they
please and then justify it to the others in terms
of the game, e.g., P. is now: g01ng up the slide
instead of down because he's "swimming away."
They are reluctant to let other children use the
slide; after all, it has been 1ncorporated into
their game. (p.m. 4)

Even people cannot be included at whim, unless there is
. some, role for them within the play situation. One day, all
the castle game roles were allocated (king, princess, and

prince) but L. wanted to play, too. He could not play
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unless there were some justifiéﬁle part for him -to take. -
Finally he arrived at_a‘solution;. he would be a “ViSiEiﬁg'
friend“ who comes to live with them in the castle. (p m. 4)
The follow1ng is another example of the necess1ty for
findlng a‘ratlonale‘acceptable<1n-terms of the»establlshed_
playt | ‘
By thé-playhoﬁse, S. is plcklng up dolls. D. is
fondling a man's tie and says, "I'1ll be the father,"
S. replies, "I don't want a father." (She is play-
ing by puttlng the dolls 1n a carriage; that game
doesn’t require a father.) D. insists, "Yes you
do." She asks, "Whose father will you be?" He
says, "Yours." She replies, "I don't need a
" father." So he tries another tack: "You need a-
‘husband." She doesn't accépt ‘this because it doesn' t
SUlt her game° (a m. 3)
Thus, the:chlldren can be doinglalmost anything at
N all aé long as some rétionaie can be found'for_it in terms

of. the establz.shed and organizad play. e e e ,

So is rldlng around on a trlcycle, something she
particularly likes to do. A boy is playing a lion
- nearby, another a leopard. R. comes up to S.,
saying, "Mother, there's a lion." §S. puts her arms
around R., then rides off on her bike. Later, R. .
calls to her, "Hey, Mother, the tiger's looking
out." S., not coming R@EXr R., says, "Well, honey.
don't feel bad." R. runs away in "terror" and S.
encourages her, saying, "Go go fast, honey, run,
run === and I1'11 ride to work," giving hersel#f
some justification to ride the tricycle and dis-
charging her “motherly" role while doing so..
(a. m° 3) : -

If a partlcular behav1or is set up for the play 51tuation
that is unacceptable to an’ 1nd1v1dual he also must find’
some ratlona;e for not d01ng it in terms of the play._ qu .
example, two girls,'Ac and N. wére~playing with dolls. .A

called out, "Nighttime!" indicating that the dolls~should.bé
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put ta'bed° N., howevé:, did not wanﬁ‘ﬁo put her dolls
away. But rather fhan staté her éeréonal prefeféhce,Ashe
fouhd a-ﬂustifiéé£ion in termsAbf "ni.ghi:-1:.:111.1(-3"'r for her to
keep her dolls; "Mine can stay ﬁpo They're eating supper."
(a.m. 4). |

A final'aspect of the routinizatioﬁ of play is the
continuity of play roles that is exhibited from oﬁe session
to another. Since the game is a kind of institution, roles
that are played are also fairly stabilized. There was-
little recognition of the possibility that somebody could be.:
something one davy‘and something widely different the next.
The general flavor of the role was pﬁéserved, if not the
specific character. In thé downstairs piay grou?, foﬁ
example, continuity was exhibited not only in the genexal
structuring of the games played but also in the xoles'takeﬁ
®oh within them: P. and Rs , the leadér roles, L. the Vsidekiék@V
or "second lieutenant" kind of role, E. a kiﬁd'of quiet "third -
lieutenant," and M. some kind of part thaﬁ had to be taken
cafevof -- either a yoﬁng animal such as a bunny or a'
princess. Some other children exhibited aﬁ even more
remarkable continuation in the spebific parts they took in
play, ihe two girls ﬁentiOned>in the beginning of this - |
section invparticularo For over three weéks they played sbme
very loosely defined variant on "Mighty Mouse,"™ with N. as'
Mighty Mouse and A. as Mighty Mouse’'s baby.

Although not acceded to by 100% of the children 100% of

the time, the notion of play as institution and .the con-
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~tinuity of behavior within it was summed up ae a'general
pr1nc1ple guldlng play be a remark of one of the chlldren'
"Once you re making somethlng you can't change." (p.m. 4)
The routlnlzatlon of plav by the chlldren 1s an 1nd1catiqn
of potential for adaptatlon to the organlzatlonal society.
.There isaalready-a latent recognitionvthat.routinized
activities, sueh‘as'in a bureaucracy, are mére important
than personal preference} that things must‘be organized;
and that organization.is an end in itself. To fit in, a
person must have a rdle in terms of the organization, .he
"must have a terrltory staked out and recognlzed by others.
The organlzatlon is permanent and sfable and given; rnf
d1v1duals are subordlnate t0‘1tg Any behav1ors that people
prefer must be'justifled in terms of the given, and any
unperformed organized'expectations must alsq be explained in
terms oflthe giVens of the organizationc When an-individual
enters an erganizatlon,.he is constrained to accept its
termsc The children in'the'nurseryrschoo1 are becomlng as
adept as bureaucrats at recognlzlng the 1mportance of
routine and red tape, and at ratlonallzlng personal
preference ln terms of the‘organized set up. The latter-isu
also the kind of adjustment'permitting the ellmination of

personal preference and the maintenance of ascendancy.

The Elimination of Personal Responsibility’

. The aspects of. trauma reduction concerned with the

elimination of coercion, guilt, and unpleasantness can be
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.asspciéted WithAthé.nékt'impbrtant as?ect of the Organi-

_zatién Child: the elimination of:pefsonal reséonsibiiity.

In the strucﬁure-of'aﬁﬁhority in this organiéatioh the

child>is not coerced té do anything.against'his will, he is

not punisﬁédidr chastized for déviant or ahtisocial_acts

nor considefed to Have intended them; énd’hé.isAnot eXpectqd

to be motlvated to do anythlng unpleasanto All of these'

succeed in remov1ng the source of respon51b111ty for be-

- havior f;om the indlvidual and plaCLng_lt squarely in the
hands of the organizatioh.v It is the organizaﬁidn's
trespOnsibility to proVide,motivatioﬁ by makiﬁgvthiﬁgs."fun;"

to ask‘for béha&iof‘of_VariOus3kinds without‘éoeréidn, and

to handle and control “mistakeé" such as deviance. The

" Organization Child,itherefore‘need é#périéhce no inner

" compulsions to be moral, to partiCipéte,,to‘cooperate; to

hkeep the>enterprise as a‘whéle running smbothly; it's not
his responsibiiityci He must db-only what ié definitely.

. givenvby thé rules.and nO’mbre; he'negd do only Whatris

pleasing.to hima-

B A major area in which the O?ganizationLChiid does not -

take responsibilityis for aggressive behéviora Since he

will-not iése‘any esteem_for‘it; and since the organization
absol?es him of intention, he héea experience:no guilf. The

childreniquickly pick_up the idea that thei;'"wrongful" acts .

are unintentionalfor:in fact well=meaning, aqd'used to

shed responsibility. For exaﬁple:

L. and E. are playing'thexéandboxc Eo-begiﬁs filling
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a truck that Was’sitting next t¢c him. L. says,
"Hey, that was my truck." E. replies, "I just-

borrowed

it." (p.m. 4)

This lack of moral responsibility was ewven more

. graphic in another situation:

R. and E.

begin playing with blocks. . One of R.'s

blocks falls over and smashes E.'s finger. R.

is quick

to explain to E. and to all nearby: "I o

didn't mean it, it was an accident, etc." When
teacher takes E. away, R. acts it out for P.,

laughing

gleefully all the while. That is, he

topples the block, mimics E., etc. He shows P.
dramatically oW funny it was, with no traces of
concern for E. and no guilt evident. (p.m. 4)

The children also exhibit little responsibility to

- participate.

They f£o0llow the general routine and‘rules oggg

the 6xganization'but seem to experience no need to do somgr -

thing unless they-pefsonallyAconsider it fun. Thﬁs, during

any story session there will usually be some children sitt-~ .

ing apart frdm.the,other on the couch, not paying any-

~attention. They find that a légitimate response is "I

don't fee;flike it." When "what's in it for me" is un-

apparént or exhausted, they usually lose all interest and

withdraw from
- group when it
asked him why
"I've already
listen to the

The.lack

the situation. Fé; example, one boy left the.
Qas having "show and tell." The observer

he didn't sit with the others and he replied, |
had ﬁy turn." (a.m. 4) He saw no réason to
others - the éniy important thiné was his tuen,

of moral compulsion to do anything more thant

what is strictly given by the rules is similar to some

adult behavior in the organizational society: buck=passing

and aljaddigy.

for example, committing petty crimes such as
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éooperéfive enterprise but éléo produce'identification with -
’ authofity as a primary wéy of meeting ascendancy needs. Copn
ﬁéfSioﬁ applies>to cases in which the children pointed |
'oﬁt ruiés'or CdrieCt wajs to do things to -other éhildren,
especially ﬁew‘pneé; For example, the children are quick
to point it out when the_éﬁhers take more than their share.
On one occasidh, the teacher had just‘finished indicating
"the rules" of the sponge>painting table to N. == the yellow
sponge goes‘into £he'yelldw paint, etc;Am= when a new girl
arrived at the table.N. then turned-to thé.new girl and
‘told her in arrather.haughty.manher what the "rules" . of.the °
table were.-(a;m,'4) "Another.girl engaged iﬁ the same |
‘ activify theﬁ exemplified conversion also, télling N. that
$he sbilled some paiht»on the floer Recelving no response,
she told the teacher. (a.m. 4) The taking over of the
ﬁeacher's perspective in order to éain‘ascéndancy was
.océasionélly even more deiqﬁs:
- Teacher télls them it‘s'time‘to put the aomihoes

away. L.: "Hey, we have to put the dominoes back

in the box. He directs the other children's play

and makes a game out of putting them in the box.

(p.m. 4) |
R. in the afternoon class e#hibited conversion’ more than aﬁy
of fhe_othéf children (he was one of the-leaders in the
downstairs play group)'thév£eachef'characterizes him an .
.éggressive boy'with'leadérship qﬁalities; as "happyﬁ when
he}s being the teachér/™ A typical example of R.'s con-
~version behavior: ‘ |
As the group settles down, he yells, "Would every-

‘one please keep quiet!" Then he raises 2 fingers -
again. When there is some conversation, R. looks
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around'and"raises 2 fingers;i(p;m, 4)
'ZA’quite frequent:ascendancy;maintaining pattern‘in thg
nursery school is the game of “onewupmanshipo“ ‘The childrenw
de51re recognltlon of feats or possesC1ons ‘of various klnds.

-The 1mportant aspect of this is not achievement -- they do
not seem to be attemptlng to meet internal standards - but*?

rather recognltlon, that someone, pfeferably an adult,.give

credence to thelr unlqueness and superlorltya But 1t 18’
’G
important even to have- this recognrzed by the other chlldren,.q:

Act1v1t1es would often turn into skill contests - not

partlcularly as attempts to beat the other children but;as':‘
attempts to galn recognition of thelr own skllls. For{exj;p;:
ample, "Look how high I can“jumpg" "You know what I ca3j~kJA”
do? I cantoeo" - 3) Times in which  the whole group%uas;-
brought together were usually occasions “for the game of bnev-*b
upmanship. Remarks would begin with “You know what I haVe?
I have a'éeoo“” Another Chlld would yell, "I have a ....f
And soon the- entlre group would be reveallng what they- have, )
Similar interaction could occur over anythlng- activities,
little brothers, cookles, pets. A frequent topic for. one-

: upmanship,was birthdays — “My‘birthday is ...w" "My birthg
day is ...." etc. When the teacher makes an announcement of
some kind, this is also an occasion for onemupmanshlp, For;
example; one time before Christmas;(Chanukah) the teacher'
.announced that some of the children had made presents for?
their parentsAand that the rest would have a chance soon.
AImmediately a general ‘cry arises, "I did!" "I didn'tl"

"When can I make one?" (p.m. 4) At the clay table one day,,
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for example, interaction consisted mostly of comparisons:
"Mine is creamier.than yours." "Look at my hands." "Bet
you can't.do that." (p.m. 4) One rather'periéheral girl
sought recognition not to be one-up but to be anything at all,
K. is still péripheralv She*s next to me:on the _
couch. She asks 1ze, "Do you know me?" 1 say. She
' says, "Do you know -Jonathon? (her baby brother,
born recently). Do you know my mommyz" (a.m. 4)
The ultimate in one-upmanship was exhibited by one
aggressive boy-
It's now group time. Carol has them sit in front of
the piano and count, probably to calm them down.
" Competition grows around the counting however, and
the kids are arguing about who can count higher
than whom. "I can count to ...." etc. Finally J.,
wi¢:ias aremarkable store of adult concepts,: :
settles it: "I can count to infinity!" (a.m. 4)
A corollary aspect of one=-upmanship is not only the
attempt to gain recognitién, but also not to lose "face" or
position when it'isfabout'to-be-established, For example,
M. insisted a certain toy was called by a different
name than one of the boys said. They argued it
.back and forth and finally M. said, "Well that's
the way it is on MY T.V. You must have a different
T.V. from me." (p.m. 4) :
Protecting self as knower is also important. Typical
interactions of this éort~include:

Someone to L.: What.are you making? L.: What are
~YOU making? 1lst: "I asked you first. (p.m. 4)

N. to girl next'to her: "o you know my name?"
(they're at clay table) Girl: "Yes, but I'm not
going to tell you (p.m. 4}
In the lattexr case, the girl not only saves face but mbves
one-up by having a secret at all.

Associated with one-upmanship is the valuation of

private property, of territory, and of .one's own niche in
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the organizationcf The children's adaptationtis analogOus
to that‘of adults in theio;ganizational society, via.the
. "consumption orientation“_of the othetmdirected'man36 and the
- concetn with symbols of status noted-in‘American society.-'
* The toutinization.of play indicates the extent to which
itterritory; physical position,:and associated‘symbol of
Lprestige,are valued in the game. Just as for adults_in‘
organizations_and‘communities,:the size and location of
"one's “"place" office, house, officialiparking sbace)»OPera
seat-ate symbols of prestige, means.by which aSCendancy'can-
_be malntalnedo Not only is place a symbol of the beionging;
-;and prestlge of. each Chlld but it can also be used more
'dlrectly to malntaln ascendancy In the group who was play-~'
ting together downstairs, for example, Pc was usually the |
1eader for the flrst months. Often he would bulld a seat
for hlmself in the block bulldlng that was hlgher than any=’
one else’s. He,wouldvthen remain in that;seat for much of
the piay{'shouting orders and directing activityo‘_Not'only
was his‘place a symbol of ascendancy; he used it as the seat
tof his authorityc: In addition to places~in play positions
-were also'ﬁalued-in other situations.. The most desirable
'h“piaces were usually the ones closest.to teachers,-at’group
- sessions, at juice, at naps and on walks. Hete ascendancy
is maintained.by.a'prestigious place and aiso by. one‘associc.
_ated>with an authority figure. Jockeying for position woﬁld
often‘occur at thest times, It was desiiable also to be

- next to certain of the.wellwliked children or to one of the
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child's own favorites. Saving seats at juice and places at
néps occurred even at this age.
' Because of the norm of sharing in the nursery school,
a high value becomes attached to the only things which the
children do not necessarily ha&e to share: their own poss-
essions brought from home. Such possessions are exhibited
with pride and while the other children may be allowed to
handle them temporarily, it is also clear that they belong
only to their owner and are given 6nly at his good gracee
He may_take them back at any time. For example:
-Dumbo is being played for the second time, and
there is a small group standing around the
. the record player, listening. Except then the
boy who brought the record "for the class to hear"™.
decides he doesn't want it to play anymorel! So
he takes 1t off the record player. No teacher is
nearby, and none of the children object., Tacit
agreement that you're free with your own poss=-
essions. 3). :
This handling of private property could be taken even
further, so that the child not only retained control of
his possessions and received credit for. them, but he also
gained ascendancy points "by giving up service to the norms
of sharing and equality. This technique can be generally
termed manipulation of the norms. The following is a
striking illustration of the handling of valued property
and norm manipulation to gain ascendancyn The interaction
occurred among four:girlso E. was a four-year-old who was
-more of a follower than a leader and longed for attention

from the other children. One day E. brought some seashells

from home. The girls were sitting on a mattress.



-They havé some small shells and a box-of Kléenes
”jrs The shelis and tissues are E.'s. E. is . . -
gLthg orders. To L. toldlng the tissues, she says,
"Don't. take too many." L. answers; “"Yes, because
they're yours.® E. s -"Because I promised Mommy I -
wouldn’t take tco many.® M. tosses some of the
-shells that she has been sorting E. says, “Hey

~ they're delicate!"™ 'Now they're plcklng out the.
pretty ones. E. tosses some up in the air, saying,
"Happy New Yeari" (NOTE that E. is now d01ng the
~very thing she just told M. not to do.) They all
toss some up saying Happy New Year. But now E:
says, "Hey, they®ll break!i®™ ({It's all right for her
to do certain things because the're hers, but it's.

- not all right for the others.} Then E. "dispenses. .
favor" == she tells L. and M. that, well, it’s
all right, you can play with them. K. who has been
.watching on the sidelines, crawls next to E. and
picks up a shell (probably thlpklng E. has in-
cluded everyone when she said it was:all rlght to
play with her shells).  But E. makes her give it
‘back, and says: somethlng about K. bothering them.
K. goes back to. the stuffed chair she had orlglnally
been on, still watchlng them. Now E. glves one .
shell to each of them to “keep." E. gives. the shell
to L. with the comment, "it sparkles. That stone

~sparkles." (As if to .point out what a big favor

o she's doing L. and how she has ‘her best interests at
“heagt, but alse making it clear that it's she, E.,
who s d01ng the selecting and dlspep51ng ) But
L. points out another shell she rather have. E.
“says, Okay.. L. asks, "But what will you. mommy
-say?” E. answers, "Oh it's okay. This is only .
PRETEND keep. Okay? If you really keep them- my .
mommy will be.mad." M. jumps on-the mattress and
it scatters the shells.. She laughs. E. says, "Oh,
~those are MINE!" and gathers them up. M. B. comes
over to E. to see the shells. She lets hng but

. says that he can't keep them. {a. mc 4)

».;Thefe are many intereetihg_aspeCts of'thle-interectiqn}
l. E. gains leadershib éosition;by virtue of.posseesienpbf
~ réesources. 20"She takesth a broprietafy“roleﬁ mekes a
-p01nt out of lettlng them it's . all due to her. She's N
magnamlmous, they can keep them, 1n OVder to tie them to her,A
A'make_them owe her somethlngi a;leglanceg for instance, ﬁut

hof;cdurse; it's ohly pretend keep, because of E.'s need to
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1-answei to her mothe .e-3°_ She. makes sure that all good
- thlngs that ‘come f?om the shelts are due to Ec and her
denerQSLtyp and a“l bad things (10eo, can g throw-tbem canSe~
Vthey re delicace, can°t keep *hemw are due to Eo's mother,
.pa perfect scapegoat (even though it's undoubtedly true |
,.cthat Ec's mother gave-her order°§ because.she 1spnot present”
_1n the c;tuaﬁaon, but 1s some unknown yet powerful force.tas“
a mommy &8: to other chlldrenap-4u E. emphas;zes her pro~-
lerietary p051t10n by do;ng thcngs herself w1th the shell
 that she won’t a‘low ‘the. other to do° ” A
mhe sharlng norm ‘was often used for the best advantage
fi.of the man;pulatlng Chlld in order for h;m to galn ‘
;tascendancy and control. The goal is not sharang but total

control ok'possessiono» Reference to the norm of sharlng xs T

f.,aonly a. means to thlS end

- -Lo.: "Who Wlll glve me- dlrt?“(4 thes§
There®s no answer. : :
Po: “Let me decide." ' -
" R.: "E., YOU'LL bave to glve hLm dlrt v
Eo; llNonu ] . ) ,
‘R.: "Want me to tell?®.
L.z "I'm going to tell." : -
'S80 E. reluctantly gives: hlm some’ of h:s sand from
fhls truck.. (p.m. 4) : S

In addltlon to manlpulatlon of the norm of sharing,

‘Zihere'ls also a manlpulatlon of ‘the norm of equalltym ”Thls.‘:
.norm ;s almost dlrectly opposed o ascendancya So-thefchild
, Lnterested ln super1or1ty or domlnatlon plays up serV1ce to

the_normo Appears to be obeylng dit, but retalns control in
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‘stubtle m¢ys°' That_isg be must make It appear that every=:
‘one is equal, cmake_itAaypear that the norm-ie being upheld,

whilefstill;ma ntaznlng h1ﬁ-uwn dcmination"of.the situation§ 

- ThlS is a ratber cubtle and adult- 11ke +echn1quen It is not .

. surprls nq +hat only a few children could use 1tgf The'lehdef,*_ -

N of the play group,, or foz example, ucu l) vupied the
‘ofELCLal laadersh;p posmtaon alsoo' But this wculd occasion-. :
-‘ally be d&sputed - other members of the group who desired

-{;to axerclse the¢x equalltyo[ P, wquld have to handle this

'K}isituation mne offieially bOW1ng to the norm of equallty but

Aunofflclally maxntalnlng aacen@ancy The following lnter-'
yactlon centered around plaYan battleshlp (Captain is the
_ oiflclgl control pOSlt on in a battleshlp).
 f7ﬂQp;_“1 m the bossﬁ“
" R.: "You were the boss last timeo
c o Lot “you were. .
“R.: “"Liar." '
. 'Mos "There won't be a bossﬁ“- '
. P. then .solves the controversy;"“Ro you“ll be in
'_~chargeo L. will be the boss, and 1°1ll be the
- captaln; {p.mo. 4) o
;Thus, eVeryOne has. an ofE1c1al 1eadership posltionp but P, _ffrrf
is Stlll in’ actual control. 4
Cow ‘:Ré. an aggreSSLve boy in. this same group whose c@n=
veISLOn behav;ors have already been ment oned, was paxtic—

ffularly good a* man;pulatlng and qet ing around the norm of

’ ';t}equalmty to malntaln ascpndancy For exampleg Ro’ would

'{tattxlbute any inequality: to the game and not to his own
"personal dominance; that 13, thlnge must be done as. Ro ‘says -
wbegause ;hat?s the way it has to be 1ngzhe.gam@? If a childu.

4
~
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wants to play, he must obey Ro- 'For'examplew

5Downstairs,~R;, L., EU, and M. have built a
stricture of the.two kinds of bricks and are
engaged in building it up and kicking it down. -

R. telis M.: “Yos beiter ox you'il be fired out .
of the game. {Note the word ffired;" an occupation-
"ally-oriented word.} R, destroys the structure by
klcklng it .and yelllng Bingo! Another. ‘Bingo!'All
join in wildly. M. isg d:agglna over some more
bricks.. R,:"M., you stop it == we don't need
‘stairs. Stop it or you're fired.® When M. seems
to be obeylng him, R; saye: "You can. play again."
(pm 4) . . - B

" R, . was also very good-at taklnq over coptrOL of other
chlldren s play == i.e. substltutlng his own contréi for
thelrs - whlle stlll preserv1ng the flctlon of equallty.
he would usually do this by asklng them 1f they dldn“t
thlnk lt would be better to do it another way == whlch of
:_course was R-’s wayn_ He would contlnue to supposedly defer
to thelr w1shes, when actually lt would be R. “s w1she5>
'.belng asserted For example, one day Ro, w1th Lo.and ‘Eo-
in tow, descends ‘on Jc, ‘playing thh the small wooden blocks
and traln tracks. R. takes over by 1nlt1at1ng 1deas but
referrlng to J. for approval e.g. "Shall I put thls here?“
Gradually lt ‘becomes R 's game, so much that R lekS over
uwhat,they have built andlul doecn t challenge his right to
do so. (p,m@.4)' (Ro of course used'other leadership
-fechniQues of a.more direct and less manipulative nature, .
such as physical force or its fhreat, and warmth and approv~
ale) i |
: ihus, in an organization in which.cohflict, competition,

andYachievemenﬁ'possibilities are particularly minimized,



;'-£ﬁe maihtenancé.of ascenda@cy'takeé four bureaﬁc;ét-like
forms: convefsioh, the game éf 6newupmanship, the véiuation
:of terfitory ahd piopertyg and the manipulétioﬁ'of norms of
shariﬁg_and equalityg Mény of thése ﬁechniques can be seen
éé an adaptation to organizatidnal society, fof they beé:

. interesting similarities to some adult patterns,
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V.. -BEYOND THE ORGANIZATION CHEED: CONCLUSIONS

’ A'specific:model-has been propOSed Lo account for the

structure0 practlces, and product of an Amerlcan nursery

school.p
. THE ORGANIZATIONAL - . THE NURSERY SCHOOL - THE ORGANIZATION
SOCIETY ‘ BN - ' o - CHILD
dominant social paf’~ - psyciation pattern=
tern-bureaucragy - tracvma reduction.
psycietion gosl - - ollmlt uncertainty )
" ‘eliminate 1rraf10n~ ~limit ‘'strangeness igiéi:{ giignhagioi .
-al emotlon I Climit mystery ’ 2 no p ay
limit ccercion :
- limit guilt : elimination of ze =
) o I3 -l . .
. THE NEO=FREUDIAN ETHIC llg:ésunp leasant: sonal. responsib ;}ty
' irratlonalmty defined "limit conflict o maintenance of
as anxiety, from . S ascendances
trauma R . = . e ey

h.Within»this enalysisguhoweVer, several things are de=
fliberetely not-attemptedor:First,‘the‘model'is analytic tather:'f
than descrlptlve, it portrays not ‘a summatlon of the behav10r |
of every child in. every Sltuatlon, but rather a conceptual
child in a conceptual sn,tuatlono Spec;flc chlldren may or,;'
‘may not conform to the patterns outl;ned. even though the
Apatterns themselves exist. 1In fact, we would expect this,
"fOr many'other dinfluences besides the nursery school-shape

the emplrlcal chlldren s behavxor, whlle our conceptual

child ex1sts on his abs+ract plane bllssfully free from
emplrlaai- -;eontammnatlono For the same reason, 1t is dlffl-
cult to make any predlctlons about the emplrlcal chlldren S.
'.adult behavxo;,'for thls depends on the extent. to which

~ later experiences are consistent with nursery school,
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‘Second, the model isléelecﬁive rather tﬁa§ compreheﬁsive: iti
chooses only variable aspectg cf the chiid*:to'analyzé,
variable in texms of dimensions depicting the school, For
examéié, it-is ptopoéed*that the organizétioniphild is un=
iﬁéginative and.nonminnovative-in,his'play,-pléy"activitf
varying'with nuxsery‘schoél strucﬁureo But this is not to-
say’énjthigg-aboutyhis imagination.or creatiﬁity in other
areas, such'aé art; this is unrelated'to dimensiohs select~-
ed for the school and therefore~not.an object”of analysis.
In faétp‘the child may be highly creaﬁive artistically and
'scientifiCally while'just as ngﬁécréative,organiz&tionaiiy;
'“fﬁtugfgwo béér'nQ'neeessafy:conceptué; relation in terms of
' éﬁisApaper“sfmpdélu- From'this'ana;ysis, inferénce can»be |
:made»only'about elements variable in terms of é theoréfical.
system.- Third, the model is scientific rathgi than diaactics
it avoidS'valuenjﬁdgﬁents about tﬁe-utility_or~the¥disir-
ability of trends noted. - B |
Toﬁréport the discovery ofA"organizationAmén” in
ﬁursery ;cﬁool_is»not the ohl&hinténﬁp howéverq_-in so doing,
this paper delineates behavioral patterns. which may bé:
‘generali?ed to bther kinds of settings m=-particu1ar1§ the
‘routinization-of play'and the.maintenance of.ascehdan¢y°A Ip'
: accoﬁnting for the ekistencé of the Ofganizatiop Child, the
'énélySisAdeveloped'the concept of psychiation or experiéhce;
management as a way to characterize social structures with
orientational copéequences for individuals. If psychiation

patterns in theinursery schobl are éimilar to those in bureau-
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cracy, it is not svrprising that the child should be
orientéd bureaucx'aticallyo Trauwna reduwction —= the
elimination of 1xratlonal exper;nn e (such as unbertainty,
'mysteryp gullt) == can be viewed as a psychiation pattern
assbciated with bureaucracy and thus used as a variable ﬁpr
further empirical investigationo The concept of psychiation
in geﬁeral can generate bothvthéorizing and research. A3 the
social organization of personal experience, the concept
presents the possibility of analyzing éocial‘organizatian.'
accqrdiﬁg~tq dimensions relevant to emotional experience,
Esychiatipn'anaiysis asks how social systems take account of
the human properties of the people in them, and how human
cha:aétéristics (emotion, psychological exﬁerience, aymw-
bolicu@eaningS)-arevinVOLVEd in social systemsg_by charac~
~terizing them in temms Qf_poiential persbnal experiencéo
This creates the potentialAfor a "sociology of the -
emotions” or a "sociology of pefsonal experience.® We

» might compare sdcigl systems according to the experiencé@ :
possible in them and note the mechanisms by which certain
kinds of systems shape the emotibnai~potentiél of memberéo
In addition, psych*aflon permits us to see Jndividual in=-
volvement in social organization as concernlng much more
than rq;eso Here we may use not only roles as a unit of

o soéial structure but also human emotion and experiepce: par=
ticular oiganizational phenomena describea by the kind of
personal experience tﬁey make possible., Finally, for the

study of socialization this paper indicates that it is
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possiblefto-énaiyZe child behavior as a function. of the
.étructurévof éocial‘situations, withoﬁt necessarily con-

i sideringiindividuél'psychodynamicso-'
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“thing of a misnomer, s;nce Freud”s own writings main-
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