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STRACT
The inner city child is described, and the

fferences between his school and that of his middle-class
unterpart are contrasted. The author lists what he has frequently
mund to be affective constraints of recalcitrant inner city

udents: (1) poor school attitudes; (2) anti-societal (middle class)
lues; and (3) negative school perceptions. The difficulties
countered by teachers in inner city classrooms, as well as the
wwvious inefficacy of usual counselor and psychologist strategies,

‘e emphasized. It is suggested that the counselor needs to take his
4115 out of his office into the classroom arena. The author
.scribes an exchange, based on some of Neil Postman's jdeas, in

ich he, a college professor and consultant, and a femal: Uth grade
vacher switched roles. The gains which each realized are sunmarized.
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Introduction

The "Inner City Child" is a serious challenge
to educators, counsellors, school psychologists and
even parents. Perhaps some of us wonder who we mean when
we talk about an inner city child or student. For
purposes of this paper, I consider an inner city child
to be one who goes to school in a rather depressed
building in a more or less deprived neighborhood
usuazlly located well within the city limits of a city
of perhaps forty or fifty thousand people and up to a
million or more. The central feature is frequently
a lowered socio-economic base which permeates or
categorizes the neighborhood and the schoo. . This is
not to.say that these same kinds of children in the
inner-city school are not to be found in rural or
outlying areas. Many of the rural schools, especially
in economically hard-pressed areas, are quite similar
to the inner-city prototypes where we find run-down
buildings, poor facilities and equipment, low as-
piration levels of both students and teachers, and a
general state of chronic apathy and depression in the
school or perhaps utter chacs in terms of classroom
management.

Of course, from our view as guidance counsellors
and school psychologists, a neighborhood has a very
definite influence on the kinds of problems we will
be dealing with as we go about our everyday professional
activities. ~If the children and families are pri-
marily middle or upperfclass than we will probably
gear ourselves to career and academic concerns qfowing
out of carry;ng on a tradlt;on Qf business or pro-
fessional or technical status of parents, or at least
a desire for the students to be up—graded thrcugh
college,and,unlver51ty atﬁendance.f We are busy - talklng
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about grades, streaming, ccllege entrance, and career
decision making. On the other hand, if we are in a
distinctly lower class environment we note that the
students are living a day to day existence, concerned
about breakfast, maybe some kind of lunch, and a
dinner, of sorts ... and such things as clothes, jobs,
a car, or transistor radio, a personal TV, or early
marriage ... and breaking loose from home.

So we see there is distinctly a difference in
the general focus of the kind of problems which seem
to loom as important for us to tackle ... that is, if
we address ourselves to what the students consider
to be their needs and concerns.

As a teacher in a university setting where the
main thrust is teacher training and preparation of
guidance personnel, I find myself searching around
for more important avenues of making my own work more
meaningful and more in tune with current needs in the
schools. Fortunately, my own professional activities
take me into the schools at both the elementary and
secondary levels ... in the capacity as a psychological
consultant. Sometimes, I am bothered by the sight
of counsellors and school psychologists who stay in-
side their little cubicles isolating themselves from
the mainstream of the school ... the classroom. If a
counsellor or school psychologist listens to his
fellow teachers in a school and really intexacts with
them he will soon get the message that teachers are
more and mcre "in trouble" if they try seriously to
see their students as individuals. This fact is es-
pec;ally true. in the inner- c;ty schcal. However, be-
fore we get too . far let it not be: the unintended
1m913551cn +that the lnnerﬂclty schoal is the only one
-w;th problems.f Let ;t not be implied that middle class
and upper class chlldren are not in need of spéclal
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services and the understanding of a humanistic:apﬁ
proach to their personal difficulties. But, my
particular interest is in the inner-school because

I am very much afraid such schools do not have the
personnel, the vested interests in the community to
make sure they will get the services they need like
adequate counselling, school nursing (health) ser-
vice, academic remedial work, interested ané capable
teachers, sympathétic principals, and curriculum

specialists, etc.

Cognitive-Affective Challenges

Rather recently I have been working on what I call

a Cognitive-Affective Interaction Model. In this con-
ception the idea, rather simply is to postulate the
importance of affective concerns such as students' at-
titudes, interests and values. 1In the inner-city it

is not at all uncommon to find that recalcitrant
students frequently are overly-endowed with poor school
attitudes, rather anti-societal (middle-class) values,
and negative school perceptions. These students are
turned almost completely off by grades four, five or
six, unless someone, O some program shows them a need
or reason that meaningfully is a compelling force to
continue. But the affective ccnstraintq are almost too
much for the average lnner-c;ty teacher to deal with.
Why this is true relates to the pauc;ty of specialized
services in such underﬁstaffed, unde:—lmaglnatlve, '
under-privileged “IEanLng leSQnS. Unfortunately,

we ccunsellars and psychclaglsts are unaware of these'
ccnd;tlcns exlstlng in such ublqultcus prcportlcns

. because we are nct gettlng more 1ntc classrcoms, but
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instead we arée seeing children one by one or in single
guidance classes. We are failing to take our skills
and understanding into the arena. We are losing touch
with the behavioral manifestations of the learning

process.

The Postman Model

Quite accidentally I discovered an idea which a
collzsague of mine and I labelled the Postman Model.
Perhaps more accurately it should be called the
Postman-Weingartner Model because the idea came from
Postman and Weingartner's (1968) book entitled,
"peaching as a Subversive Activity." Neil Postman
came to our college as a speaker for our teacher
trainees. In addition to really shaking up the staff
and students because of his very radical ideas,
Postman emphasized a few ideas from a chapter called,
"New Teachers". His point . was to present some sug-
gestions for teachers. Rather .briefly some of the
ideas were to:

1. Declare a five-year moratorium on the use of

all textbooks.

2. Have "English" teachers "teach" Math, Math
teachers teach English, Social Studies teachers
teach Science, Science teachers Art, and so
on. |

3. Transfer all the elementary school teachers

’1tc high school and. vice—versa.
4. Require every teacher who thinks he knows his
"“subject“ well to write a bcok on it.
,E;J‘Dissclve all. “subgects ;- ccurses '.and es-
‘ *pec1ally course requlrements._
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6. Limit each teacher to three declarative sen-
tences per class and 15 interrogatives.

7. Prohibit teachers from asking any questions
they already know the answers to.

8. Declare a moratorium on all tests and grades.
9. Require all teachers to undergo some form of
psychotherapy as part of their in-service

training.

10. Classify teachers according to their ability
and make lists public.

11. Require all teachers to take a test prepared
by students on what the students know.

12. Make every class an election and withold a
teacher's monthly check if his students do
not show any interest in gcing to next month's
classes.

13. Require every teacher to take a one year leave
of absence every fourth year to work in some
"field" other than education.

It may not surprise you to know that our student
trainees and our staff were filled with very mixed
emotions about some of these radical ideas. In my
opinion, Postman is trying to get educators into real
life situations approximately simulating the kind of
feeling a student has walklng into a c¢lass- where he
feels he will not succeed, or cannoﬁ Succeea. And
here I refer to the bu51ness of hav;ng a person teach
a subject for which re has net-been trained. Th;s one
item, whlch is number twa in- tha list struck me as
one 1 wanted tc play around w1th._ My reascnlng went
5alcng these llnes. "AS teachers, and counsellcrs, we
fail to know what our: students are “feellng“iin thelf i
' day to day llfe éxperiences., We are. thé ‘experts, the.
ones, tHe 1nsulatedr WEll-Sltuated prQ—T*

“£e5510nals whc te;l cthers how tc reaet, how’tc cepe -
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but, many times don't have the transfer of emotion
necessary to feel with our clients, or our trcubled
student. We have forgotten what it was like.

It also became apparent to me that as a
university teacher, and a counsellor, and school
psychologist that I had lost touch with the dynamics
of the classroom at the elementary and secondary
level. Sure we read journal articles, and scan
research studies. We accept referrals all the time.
And then, we sit down very comfortakly in the
counsellor's office or in a testing room and proceed
to diagnose, treat. and cure. But what about the
real arena? What about finding out what the student
is talking about in his unbearable class/ What about
Miss Smith's referrais of students who are "just im-
possible" to manage? Could we do it? Is she (the
teacher) simply reflecting he: own frustrations, or
could it be that classrooms, some of them, are really

becoming more difficult to cope with?

The Exchange

I was able to exchange classes with an elementary
teacher, Jo Anne Campbell, who has a grade four class
in a depreséed neighborhood of Kingston. We took up
Postman's challenge and 1t seems that there were some
benefits.  Each of us taught a unlt (severa; hours)
at a level that was "cut of 51ght“ in terms of our
formal tra;n;ng.,.r was. not ever &an. 1ementary schQDl 
) teacher and Jc:: Anhe was" :nct trained- fo;mally to teac:h

‘a unlverglty course;iﬂ'Educati:nal Psychclagy. 4_“tjif

'flt seems that the klndfi_wj a

?sfcan be summar¢zed.}H  , 
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From University tc Elementary

1. A step down to the real world of children and
their interests, enthusiasms, problems, and
zestful spontaneity..

2. A real-hard look at the press of teaching deprived,
underprivileged students whose affective needs
go far beyond the resources of any teacher.

3. A reawakening of the appreciation of managurial
skills reqﬁired of an elemeﬁtary teacher.

4. The gruesome and awesome task of meeting the needs
of 35 people instead of one (such as in counseling
and school psychology) .

5. The powerlessness felt in not being able to allow
students "freedom" to explore, to be "out of step",
to do something different from the group ... the
feeling of being a dictator to preserve group
cohesion and a semblance of classroom management.

6. Restoration of a sense of urgency for increased |
attention to better facilities, programs, per-
sonnel and specializéd'servicésvfor the inge:—

city school.

Frcm;gyémentargjto University

l.l'b chance tc."tell ;t 11ke 1t 15" to future teachers
_ who: want the‘Ffacts‘é— unvaxnished

2. A chance -to: :elax and- thlnk through scme ba51c

'1ssues ci “teaching in a moref reflectfféﬂif_

v:for hanesty,
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5. Talking and exchanging views with instructors
and students ... a higher level of feed-back ...
restoration of adult-level stimulation.

6. Opportunity for consultation with resource people,
from curriculum areas, educational technology,

and the foundations areas.

Implications

Counselling particularly, and the helping services
generally, ought to re-examine their roles in the
inner-city schools. Especially in times of financial
fat-trimming we must be careful not to be considered
expendable, or just a frill outside of the mainstream
of the teaching-learning process. With all of the
affective constraints. of the inner-city school, school
counsellors and school psychologists have to close
ranks with teachers and provide for an all out attack
on the alienation, apathy, and hostility found in
SO many inner—city school children. It is not enough
simply to deal with diagnosis and treatment of single
cases. What we have to begin doing is showing our
accountabillty by beccm;ng more involved in the
teaching-learning process as behav;oral scientists.

We must assist in plann;ng affective curriculums, in-
filtrate the classrcams with group dynam;cs techniques
and affect;ve, humane approaches which will lead to-
better 1nterpersonal relationshlps of up—tlght students
and weary over burdened feachers. Arrange to bring
the ccmmun1+y (parents, relatlves, etc ) r;ght into
“the schaolsiz Radlcal approaches ta a more humane 1rte—
'.gratlon of cognit;ve—affectlve act1v1tles ought to- bE-
'trled-v Admlnlstrators -are desperately in neeﬁ of con
'frantatlon w1th well t:alned counsellsrs aﬁd pSYFhGLlestS

and: teachers in

| iwho are not afrald tc help stuﬁent=
: hglls, 1n the yaras, ;n the off ces, and, mcst Qf

“”f,fijé -g'~w
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