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PROJECT QUEST

An EPDA Project in Early Childhood/Special Education 1

Sponsored by the )
New Jersey State Department of Education

As educators, we are all too well aware of the differences thet often exict between
good ideas for which it is easy to give lip service, and meaningful activities which translate
good idess into effective programs for children. There are restons—often very good res-
sons—-why the individual ecucator finds it difficult to *sead new paths.

At this point in time, however, it is becoming increasingly difficult for the well-
informed educstos to ignore the growing body of evidence pointing to the importance of
sarly childhood educstion ss & foundation for fusther study, and foc life itself. As the
focus of modern education has shifted from sesching to lesrning, 3 grester emphasis has
been placed on the way in which a child learns—and the ways in which he learns how to
learn, o1 not to leasn, in school.

This is not unknown tersitory. Research into how children grow and devslop, and how
they leam, has been pursued through the yesrs and is continuing apace. And model
programs based on child growth sad development—on the needs of young children—are
slready opersting in many perts of this countsy and other countries as wall. _

In other words, the “good 1dea” is extant. However, in the predominanily rusl ¢ight

mMMMMMMMhmMWsﬂuh
any other ares. Unfortunately, over the years, education in our State has been character-
ized by s dichotomy of operation implanied upon but not deserved by our children.
Necessary funds, staff and personnel must now be made svallable for ali areas of New
Jersey to develop & contemporary and comprehensive approsch to the education of all
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young children.

Project Quest offers a strong approach to this problem. Funded through a substantial
Grant from the U. S. Office of Education under the Education Professions Development
Act (EP.D.A.) the project is aimed at educational leadership throughout the eight south.
em counties, as well as supporting leadership at the statewide level.

The primary goal of the project is to enhance in this leadership their knowledge of
child growth and development, and their feel for, and sengitivity to, appropriate modes of
education for young children, as well as pervasive gwareness that what happens in the
education of the very young child has implications throughout the educational process
and in all of the complexities of life.

The thrust of the project is to match what we have learned about the process of
growth and development of the child, and the process by which children sctually leam, to
the educational processes of the schools. Where the educational process does not “fit” -
that is, where it is not based on a developmentally sound model—-an area for potential
change is identi ed.

and fmamWofothuuoijpmm.Amuhw hthcpmbctuﬂits

initisl conference was exprested by mny other people throughout the State.
The focus of the conference was on “The Child From Three to Eight.” The moming

sessions of the first two days were spent observing children in Head Start, nursery school,




child, and worked together with nationslly known consultants in the field of early child-
hood education, toward devbloping further insights.

At mid-week the participants began to coscentrate on what came to be known as “the
task.” At first they were asked to think of a few very young children—spevific cnes, for
which they have a responsibility, or a persopal concern, and to think sbout “‘what
personal attributes, what abilities you would want to help these specific children develop
that might help them (1) cope with this world they’re growing into, and (2) enable them
to better this world a little bit.”

While the responses varied smong the participants, they evolved into six categories:

1. To be happy with one’s self, to have a feeling of self-worth, and seif-awareness.

2. To have an sattitude toward mankind of tolerance, acceptance, respect, love, and

responsibility for other people.

3. To acquire skill techniques, to be competent, to be able to think logically and

analytically

4. Tohaveun.opmmtoldem,mopammto others, and an Jbiity to adapt to

change.
S. To leara to be honest and sincere, and to have some moral sense of right and wrong.
6. To have s sense of coursge, and the confidence to try something you're not quite
sure about.
Hnedthwamibum.orsinﬂnmu.tbepmklpanummmdkeyobjec
tives to which they could feel a personal commitment—objectives that would further the
goal of helping children in their locsl sreas develop the attributes and skills listed. Keeping
these to a managesble number on which they could actually work, i then became
possible to think of strategies and techniques for meeting these objectives.

Explicit to these personal and professional commitments were the next steps built into
the structure of the project, namely perticipant designed action research which will
ensble each to investigate modes of further development.

{nstructional media of all types are being produce’] to support the project
As a first step, all consultant presentations atthelelduﬂ:bconfemmmmy
were recorded on audio tape and closed clrcuit television, and are being made svailsble
for smaller workshops and training sessions.

Workshops on specific task-oriented topics, and field trips to model prograns are being
held regulsrly. Capsule conferences are scheduled as the interfacing of needs, objectives,
and techniques develop among the pesticipants. Materis! from the first of these capsule
conferences is also included a3 a part of this report. With the amistance of the project
advisory committee and the continuum of evalustion, the needs of children and commu.
nity are constantly within focus.

In progressive steps, the project staff, and valued consultants, will work with the
perticipants as change agents in the local community to bring sbout a ~loser match
between the educationsl process and the processes of growth, development, and leaming
in the young child. Meanwhile, the participant numbers have enlarged through the plan-
ning of the original fifty to approximately 1S0 educators commmitted to change and
improvement in early childhood education. it is hoped that the near future will offer
opportunsty for the expansion of the project, as frequently requested, to implement
viabl¢ prowam development throughuut the wtate.

Should enthusiasm for involvement in the developing of early childhvod programs
arise from this project such success must be attributed to the responsible attitude of the
original s whose constant interchange, communication and articulation has
charsctorized the project from its inception.

This repewed emphasis on eardy childhood education is a cause whose action time has
coma.

[Kc
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Dr. D. Keith Osbom

Department of Child Development
School of Home Economics
The University of Georgis

PERSONAL-SOCIAL ATTRIBUTES OF CHILDREN FROM BIRTH TO
EIGHT YEARS

1 would like to talk with you a few minutes abcut some cf the personality attributes
of young children, and then see how we see these reflected i curriculum in nursery
school or preschool programs and in the kindergarten. 1 just want to remind you that
even though 1"l talk about the whole child, I am academically separating him, and you’ll
have 1o come back tomorrow 1o get the rest of the child when Dr. Gardner talks about
mci;itﬂlectual or cognitive attribute. So today I'll try 1o stay away from that piece of

Pm going to talk about personality in the young chdd, and I'll give a definition to start
with, so at least we know where we're headed for. By personality, | mean, “the fecling,
thinking, acting, human being who, for the most part, can separate himself from the other
selves in society.”

So, in effect, you don’t have a personality, you are a personality. By “feeling,” in that
part of the definition, 1 mean the emotional part of the make-.up. By *thinking,” the
cognitive part that Dr. Gardner will tal< about tomorrow. And by the “acting”™ part, 1
mean the physiological, physical attribute. So we’re talking about a total person who is
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able to separate himself from others in society. I mean a healthy personality,too, maybe 1
should say that first. By a healthy personality 1 mean somebody who is able to separate
himself. For example, if you go to psychotic behavior and, if you go around saying, “I am
thou and thou are we and thee are me,” you've got a problem. Or if you go around
saying, “I'm Napoleon’’ and “I'm Josephine” you've aiso got a problem, because you'se
not able to separate out, “this is me,” and, “this is not me.”

We do believe that this kind of thing happens very, very eardy in life. Now even though
part of my training was Freudian, I'm not Freudian in background, so 1 won’t go back to
conception. I'll at Jeast start at birth, although recognizing that the child brings at least
certain physiological attributes from even before birth.

But we believe, and I guess most psychologists would believe, that—in terms of the
feeling, thinking, acting part—at birth, or shortly after birth, you begin having experiences
which are bombarded against this physiological equipment that you have. If nothing else,
that at least begins to start early attitudes that will stay with you the rest of your life,
from which subsequent attitudes will be formed, or on which they’ll be based. And
further, if you don't get educated in some way later in life to change your perception, the
earliest perceptions will stay with you.

The best example 1 can give of this is when 1 was a kid about four years of age in St.
Louis. We were living in an apartment, and the apariment next to us was occupied by a
young couple named Penclope and George. They were a young married couple, and
everybody called Penelope, “Penelop,” leaving off the “e” sound on the end. So the only
thing I'd ever heard was, “George and Penelop.” | was four, and we used to go over to
Penelop’s house and yack with her and she’d give us cookies, and I have never run iato
another Penelope in my whole life. In fact, the next time I ran into a Penelope was when
1 was a Sophomore in College reading Maxwell Anderson’s play, where there’s a strumpet
named Penclope, and one of the leading characters walks up and says good moming to
her. So we were in class, and you know how you read out loud, and 1 go up and I say,
“Good morrow, Penelop,” and everybody laughed at me.

It took me another four or five years to get over Penelop. I have never run into
anybody named Penelope yet. But the point I'm making is that I was taking four year old
leaming, and using it as a sophomore in college, because nothing had occurred in the
meantime to change that perceptual experience. For this reason we believe that these
early years arc very important either for later attitudes, or as the base on which later
attitudes are formed.

Now leaming begins, as I said, at birth, or right after birth. Well let’s look at what we
have at birth. We have a child about 19, 20, inches long; seven, eight, nine, pounds,
somewhere in there, with no vocabulary. And yet, within an hour after birth, he will
already be uttering phonemes, and these phonemes will be so predictable that we can get
an infant phoneme vocabulary by one month of age. A lot of things are happening to
him. And when I say ¢o0 him, ] mean that, if you look at an infant who is nineteen or
tweanty inches long, weighing ten or eleven pounds, he’s not going anywhere.

As 1 trust you know, & human infant left alone will die. If he's not cared for, or
nurtured, he'll die. I don't give a dam what they say about Romulus and Remus, or these
so-called wolf children. You know, every once in a while on a slow press day, you'll
" read about a wolf child in India they*ve just discovered, who's twelve, and been raised by
some animal out in the wilds. I guess those stories are finally going to go away, because
we have fewer and fewer slow press days.

But at any rate, we know now that this child left alone will die. Everything comes
in--mama, papa, the baby bmther, the little sister—everything comes in to this child. And,
actually, the child, at this point in life, develops what we call a sense of trust, or a sense
of security. He actually has no other option. That is, he’s just about got to trust people to
nurture him, people to take care of him, people to guide him, and 30 on. We do feel that

6 11 .




this sense of trust is most paramount, psychologically, the first year or so of life. Now
hopefully, and this does not happen with all children, but, ideally, we would like children
that first year of life to learn “l can trust mama to come, the environmem to be stable, to
be nice, to be comfortable, to be warm, to be loving.”’

And yet we know for many children, instead of developing a sense of trust in the first
year of life, they develop mistrust: “l can’t count on certain things to happer.”

Now this is not only true of ghetto children—although it is true of many ghetto
children where they cannot rely on some sort of stable adult in their life—it’s also true of
many middleclass children, where the child may be unwanted, or there are terrible
tensions in the family. It is certainly true of the child with physical handicaps. If you
happen to be a Cerebral Palsy child, a sense of trust is pretty dam hard to come by. But,
ideally, in the first year of life, we hope that the child will at least get some beginnings on
development of a sense of trust. There is also some data to suggest that in this first year
of life, and the early years of life, it’s very important that the child not only get taken
care of physiologically—that is that he gets enough to eat, that he gets the right warmth,
that he gets clothing, and so on—but the studies also suggest that the young child needs
another ingredient, and this is called “love” on their charts.

There are some studies that suggest that children without this may, in fact, die of a
malady called ma:asmus. This happens in institutions where children are taken care of
physiologically, and yet die. And the illness has been called marasmus—death due to loss
of love, or loss of caring.

: I dare say even in New Jersey, as there are in other states that 1 visited, you'll have

] children’s wards where children are cared for—at least they’re fed, and they're changed

periodically, and so on—but the death rate there is pretty high, and the chance for

intellectual growth or stimulation is almost nil. There may be so many kids in an institu-

tion with so few people to care for them, that the children’s arms are folded as infants,

and they feed them with the bottle, but they don’t use the infant’s arms to hold it, they

put a thing up so the bottle is held. Or tue infant may lay with his feet stretched out, and

after a year the child grows that way. You won't see these wards if you just walk into a

children’s institution. But they are there, where you have a child a year and a half old

who can’t undo his arms because they’ve grown together, or who can’t wiggle his ankles
because they’ve grown that way.

1 worked with a hospital like this, one time, and it was literally so bad we did nothing
to these children until, if we had an extra space where we could teach one to walk, we
would take the child out of that ward, surgically break his ankles and fix them back so he
could walk, and surgically break his arms so that we could begin exercises for him to
move again.

The point I'm trying to make, here, without making you sick is that there are a lot of
kids in this country that cannot develop a sense of trust, but instead develop a sense of
mistrust. And, then, subsequent things come very, very hard. Because, if you don’t
develop a sense of trust in the first year of life, or at least get a good start, you've got to
develop it somewhere, later, or you go through life mistrusting individuals.

Let’s be potitive at this point. Let’s hope that most of the children we know, or that
we see, have developed this to some extent, and we can leave the sense of trust in limbo
for a moment.

Let’s look at a second personality sense that begins to develop shortly after birth, but
reaches its helaht during the second and third year. And that is a sense of autonomy. We
see this, mostly, in children between the ages of one and 2 half and three—somewhere in
there. By the way, if this were a parent group | was talking to, I would very quickly add,
don’t hold me to the years, I'm not playing Gesell with you. 1 trust this group is aware of
the wide amount of individual variation—you saw that in the school this morning, that is,
some children are very articulate, some are not, some are tall, some are short—and that

L )
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this is just a kind of guideline to work on. :

Hopefully, by this point—and you'll notice this is even before we see them in public {
i school—our children will have developed some feeling of self, some sense of indepen- "
' dence. This ties very closely with Freud’s idea of ego development or self development.
Hopefully, in this period of time the child begins to say two things, “I am a me,” and,

“it’s worthwhile tobe a me.”

Now, we know that there are many kids for whorn this just isn’t s0. One of the biggest

| problems with the ghetto child, today, is that very often he is told, “You're not a me and !
it’s not worthwhile.” We know this happens with Indian children, in this culture, who are :

,, told that they are less than human beings. We also know that this happens with middle

: class kids whose parents would gladly repress their kids, and tell them that they don't

' count.

By the way, this is a very fascinating period. Let’s see what’s happening here. In the
first year of life—or the first months of life anyway—everything's coming in. But by the
time you get about eight or nine months old, and begin to walk, you get autonomous,
and a few things start going out. You begin to talk, and develop a wonderful thing in your
vocabulary called “no.” Mommy says, “Do you want to do so and 30?” And you say,
“No.” These are, of course, the nice conflict situations that begin to develop with chil-
dren. Real conflict begins to develop, so that a child of fifteen months is beginning to
develop a self.

Now, ideally, we don’t want a child of nature. That is, he can’t do everything he wants

- to all his life. But, ideally, we hope that parents will allow children to be autonomous, to
; experience, to experiment, to test, to try out things, to hypothesize and then test out the
hypothesis, and 30 on.

But if you've had kids, you know that this is a tough time for parents. Some of you
may remember that Thorndike, the well-known psychologist, once said “The only good
thing about a two and a half year old is that in six months he’ll be three.” This is the kind
of thing we see with these children. They love to eat cigarette butts. In a place like Gcean
City they would enjoy eating sand. There’s nothing nicer, if you're two, than to go out
i and eat sand, and eat cigarette butts, and paint on the curtains, and, you know, all these
good things.

But let’s see what the child is doing. He’s really saying “I'm a me and what can me
do?”’

i Earlier, when I was in clinical psychology, I think the thing that troubled me probably
! more than anything else was to see a twenty-year-old who didn’t know who he was. It’s

even more tragic to see a forty-year-old housewife who doesn’t know who she is, who |
| really has no sense of me. 1 have run into more thirty-five and forty-year-old women who ;
, say to m# “I'm not worthwhile. I don’t count. It doesn’t matter. Nobody cares.” And :
i before long, then, they say, “And I don't either.”

Now, if Freud is right, this didn’t develop when that lady was thirty or twenty-five or ;
twenty. It begins developing back even before you see the child, when he's two and three |
’ years of age. '-

Obviously the reverse of this is that by the time we see this child in school, a child who !
is very restrictive and closed in does not experiment. He does not explore. He does not |
feel worthwhile. He does not feel he has anything to offer, and so on, and on, and on. |
You'll notice, from our definition, that this is really to the first half of the definition:
“feeling, thinking, acting human beings who, for the most part, can separate self.” I point
this out, because if New Jersey does go into nursery school, you're going to see a
difference between the way you handle these young children from the way you handle
them even in kindergarten or first grade.

You're going to have to allow these kids to leam to be a me. And this means a lot of
times getting paint on the wall, on the floor, on the teacher, on the hair, until finally they
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get smart enough to say, “Hey! Look! It goes on the paper.” So this is & very important
piece we're talking about here. A person who is abie to separate out self and say, “That’s
me and it’s all right to be me.”

Now there is 2 third part of it that happens sbout when we begin to see the children in
kindergarten. And this is the third sense, called the sense of initiative, And this occurs
around four, five, six years of age, somewhere in there.

Let’s look a minute, though. developmentally, and just see what we have before we :
even get to four years of age. Back in the sense of autonomy 0 much growth has ,
occurred that by the time the child is just a little over two years of age he is more than ‘
half his adult stature. You see, an awful lot of growing is going on before you even see
children. If you want to be real cute and take something home for your husbend or your E
wife (ycu know, they say, *“You were up in Ocean City all week, did you learn any- :
thing?") you can say to them, “Do you realize that by the time a child is two he has :
reached half of his adult stature?”’ That’s something that will throw them—they’ll not E
know that. And if you want to be real cute, the mean age is twe years, three months and
fourteen days.

The point I'm making here is that when children are very, very young they've already
gone through a lot of experience, and a lot of growing. They are now beginning to talk.
They say things like “Bsssst.” That’s 3 word approximation, that means “cookie.” Or
they say, you know, “Hup,” other things like that. By the time you get the child,
though—as we saw today in our group, and I'rn sure in cthers—children are speaking four
and five word sentences. They are really beginning to move. They're a little taller, a little
bigger. A lot of the baby fat is gone, and so on.

And this then pressures in this sense of initiative. Before this point we've been con-
cemed with, “Can 1 learn to trust myself? Can | learn to trust other people? Can 1leam
to trust the environment I'm in?" Hopefully he’s learned that. And secondly, hopefully,
he's learned, “I'm a me and it’s all right to be a me.” Once children have leamed that,
they now are ready for initiative, which in effect says, “l know who | am and I'm pretty
happy with who 1 am, but what about all these other people that are around me? Who are
they? And what do they do? And how do they fit in?”

And, of course, here the child is initiating activity, and intruding on, end going out to
see other people, and what do they do. Hopefully, the child will get some sort of positive
attitude that, not only is he worthwhile, but others are worthwhile, others count, that we
are social animals, that it's nice to interact and interchange experiences with others.

1t’s also at this time that we get another Freudian term—super ego. The child begins to
develop some sense of conscience, some sense of right and wrong, of sppropriate and
inappropriate. We also get something else occurring at this time, thank goodness, caited
impulse control. When you're two you're inclined to hit everything and everybody. By :
the time you're five, you should begin to undemtand you can’t hit everything and every- :
body, because you can’t win 'em all.

You know the difference, .’ you've ever worked in 3 nursery school with two year
olds. One of the terrible things about two’s it that they have two and three word
sentences. And if mother keeps saying something long enough, you know, they rote
it~they finally memorize it. And you'll see a little two year old walk up and grab a toy
from another child, and say “We share here!” And it's very confusing, because they don’t
know how to share, they don’t know how to take tums. 1 used to tell my teachers
working with two and three year old children, “Don’t go around saying to children, ‘We
take turns here,’ because it doesn’t mean anything. Just walk up to them and say ‘dum-
boguwooky!’ It will make you feel better, and it won’t mean any more or any less to the
child, you see.

The nice thing, about the time we get to this age for kindergarten, is that children have
a concept of two, and three, and four, and five. And t*.y also begin 10 have a concept.
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not only of me, but of all these others who are out here—you and you and you-an
awareness of them. So now the teacher can say, “You take two turns Johnny,” and
Johnny knows who he is. “And then Sammy gets two tums,” and Johnny knows who
Sammy is. So we begin to get impulse control.

Now there are a couple of tasks here for both the parent and the teacher. One, we
hope the teacher and the parent help the child to begin to get a sense of conscience
without an overladen sense of guilt. And the same way with impulse control. To begin to
get a sense of sharing and taking tumns as his obligations without feeling overly guilty
when he doesn't do it. Because no five-year-old is perfect. They will not share all the
time. There are days when a kindergarten teacher can’t buy a sharing turn to save her life.

" You survive those days, and try not to have children feel overly guilty when they goof up.

And, hopefully, out of this we got the rest of the definition: “the feeling, thinking,
acting human being who for the most part can separate imself from the others in
society.” Hopefully, by this point, he's saying, “I'mamea  ..’s all right to be a me, and
you're a you and it's all right for you ta be you.” Now, as you will quickly recognize, we
haven't achieved even this simple goal very well in this society. But it seemns to me this is
one of the goals that we've got to work toward.

The clinical data—not research data, | don’t have a chisquare with me—suggests that
this is the time that this occurs. If we are to help children be happy to be themselves, if
we are to help children learn to accept others, and be happy with them, we've got to get
to work at this point. Because, if Freud was right-and I don’t mean just Freud; ! doubt
that you could find a clinician in most of the more populsr fields who would not feel that
this dous occur at this time—then these attitudes are formed at this time.

Now | want to take a few minutes and talk about cumiculum. If the teacher is armed
with this what does she do about it? I'm going on the assumption that given any group of
chitdren, any reasonable group of children, the kindergarten teacher is going to find
children that come in that may have some sense of trust, but not very much. And given
any group of kindérgarten children the teacher is going to have some kids who don’t have
much of a sense of autonomy, or much of a feeling about me. And certainly, even by
definition, a big area she is going to have to work in, is to help children learn to share, and
get along with others, and be aware of others, and so on.

Now, given this, it seems to me, there are several things the teacher wants to consider
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in her curriculum. We won’t have time, really, to explore this too far, but maybe we can
start it, and when you get back home you can explore it further for yourself.

One of the nice things about a kindergarten or a nursery school is that it should be a
trusting place. If you're an administrator, and you hyve one of these, and it’s not a
trusting place, I will not be demvocratic about it, change it. I'll be gutocratic sbout it: if
you have a place where the teacher is hot one day and cold the next, and shouting one
day and calm the next, get rid ofher. I don’t care if you've got to put her in your office.
Get rid of her. Because you cannot build a sense of trust with a mistrustful teacher. An
unpredictable teacher does not, in fact, byild trust or assurance, but only confusion snd
doubt. We need the best teachers we can get in preschool and kindergarten experiences.
We've got to have teachers that are predictable, that care about kids, that will build,so0 a
child can come in and say, “Hey, man, { can trust that broad.”

Because at home, man, there are changes all the time. Daddy’s out of a job, or off
giving a lecture in Ocean City. Mama’a in the hospital with another baby. Sister’s in
trouble up to her ears with Universal CIT. We've just moved from one place to the other.
All of these things happen at home. There is one place that ought to be reasonsbly
predictable. In that room, the child has the right to expect a rather stable individual, a
rather predictable individual who will set a climate and a stage that says, “a lot of things
are changing all over, but here’s one place that will be reasonably comfortable and
reasonably alike from one day to the next.” And that’s what I mean by a sense of trust. A
rather unfrantic teacher who doesn't scare kids.

I got sick the first year I went down to Georgis, and happened to go over to Atlantia. |
was working with the public schools and Teacher Corps, and 1 went down a hall and heard
the most hollering kindergarten teachen. It’s cruel. It's bad enough to have a hollering
college professor if you're an undergraduate or graduate student—remember how it scared
you? Imagine being five and having a hollering teacher. We need teachers that are predict.
sble, that say to children, “You can trust this place.”

And, frankly, a number of our schools aren’t very trusting places right now. We have
to help children learn to trust the environment and to trust themselves within that
environment. Now, one of the thingz we can do is not present children with material that
is way above their heads, Because it’s darn hard to learn what you can do when the materi-
al is totally inappropriate. And this is one of my arguments with some of the so-called inno-
vative materials today. As J. McB. Hunt talks about the problem of the match: the materials
are 30 mismatched with the kids we predict failure, not success. You see, the equipment’s
got to be trusting. That’s why you've got little chairs in that room. It’s something the
child can handle and msnipulate and say, “By golly, I can lift it, and I can camry it
around, and I can put it down and { can sit in it.” This is what ’'m talking about. Trust.
That the books in that room that you read to the child are appropriste. Now we're
getting a Jot better with that, but we’re talking about getting materials, play materials and
work materials, that are at the child’s level, 0 he can succeed. One of the biggest
problems today is to have a child who cannot succeed at home, and then we bring him to
school to show him “man you ain't going to succeed here either. Just in case you thought
you'd find a success experience, you better look somewhere elhse. Because it’s going to be
failure at home, and failure down on the corner, snd fallure in school.” And how can you
build trust under that set of circumstances?

Well, you get the ides. You see, an sdministrator needs to sit with his teachers, and 1
don't mean haphazerdly, but systematically talk with the teachers in terms of what are
you doing to build a situstion that says to the child, “You can trust.”

Let’s talk shout autopomy. Maybe we already know all the anawers to that. How do
you help a child leam to be a me?

One of the ways we help chiidren be a me is by frankly having a messy room. You
know, to me, a badge of success in kindergarten teaching is a messed up room. If I walked
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in and saw everything in place I'd worry about a compulsive teacher who had toilet
training too early. If everytning’s neat it may please the teacher, but that’s not the way
five-year old kids are. How many spills did we have today, Mrs. Ritter, four? That’s sbout
average for a small class. When you're working with children like this, if they are to
express themselves and be themselves, there are things thet happen in a room thet aren’t
always what we would want. That’s the way kids are. And if we are going to let kids leamn
who they are, we’re going to have to let them experiment.

This is why { would be against a totally structured program. it lets a child know who
the teacher is, and what she can do, but it doesn’t let the child know who he is, and what
he can do.

When we were talking about art, just a few minutes ago, I was reminded of one time in
lowa going into a kindergarten-—-a kindergatten, mind you—and the teacher had a thing of
flowers setling on a table, and the children were all in rows in desks, and everybody was
drawing the flowers on the table. Now, not only was this teacher confused psychologic-
ally, but physiologically in terms of expectations of children drawing flowers. I should
say all the kids were working at drawing the flowers—all except one. The teacher proudly
showed me how well they worked, and she told me about the turkeys they had worked
on before. And as we're walking up and down the aisle, and all the children are working
on this, we finally got to one little boy, and he’s got a big piece of paper and is dawing
all over it—-having a great time. 1 said, “What are you doing?” And he said, “Man, I'm
huving fun!™ And about thet time the teacher walked up and said “He’sa real problem!”
Yeah, he'll probably be a Van Gogh someday, poor idiot!

But, you see, very often we won’t allow children to be themseives. Now, do not
misunderstand me. 1 did not say let children do everything they want. I am not of the
permissiveness ilk where you walk in with the children and you say, “Go, Kids, live!” 1
don’t believe in thet. But 1 do get concerned when we do not allow the children the
charice to explore, and experiment, and investigate, hypothesize, test, genenslize, hypo- f
thesize again, and test again and again and again. Because one of the ways you find out '
who you are, and what you can do, is by both succeeding and failing on your own.

You see a good room provides this. It recognizes thet not all children do one thing. So
a good nursery school-kindergarten room provides a wide variety of materials. If there’s
anything you should look for in a room it’s a wide variety of materials, or materials that
can be used a number of ways, like the blocks. Those dam blocks are expensive—
$2.50—for a hollow block. But it’s worth every penny, because today it was a book
factory, and tomorrow it can be a super highway, and the next day it’ll probsbly be the
darn bridge thet went straight up. There are a lot of things you can do with this—where
children can take the material and interpret themselves through the material.

So we have to provide materials. And incidentally, we have to articulate this to school
boards who want to know why the hell we're spending so much money down there in the |
kindergarten. And we have 10 srticulate this to the parents to point out that this kind of
play is an educational experience. We are not running a high priced baby.sitting service,
we are allowing children to leamn sbout themselves,

And now to the third—the sense of initiative—leamning about others. This is why there
was a doll comer in that kindergarten, today. Because one of the best ways to leam about
other people is in a doll corner where you can act out mommy, or the sister in college, or
the milkman, or the man down the street, or the grocery man, or whatever. And there are
many experiences within the setting that allow children to interact with each other,
whether we're talking about children learning to march together, sing together, or get up
and pick out other children and interact. A school allows a lot of situstions where a child
can learn about all these others in society. That's why we iake excursions in the nursery
school and the kindergarten, to help children begin to selate themeelves meaningfully
with the other people around them, and put this into their life experience,

12

¥

177



it’s also the place where you get a thenpeutic kind of value, where a child may have
been to the hospital, or mother’s been to the hospital, or something unusual has hap-
pened, and this gives a child a chance to translate this—t0 work it out in his own
experiences and integrate it into his own life. This kind of material also gives the child &
chance to take cognitive type materials that he hears the teacher talking about, and play
it out, act it out, and integrate it into his own experience.

My three cohorts, here, said they wanted to hear about what happened after kinder-
garten. So 1 do went to just say a few words about what happens when the child gets into
the first, second, snd third grades—this period from five to six years of age up to eight or
nine years of age. Now, actually, if you followed a Freudian content, you'd know thet
this perioc is called latency, and Freud called latency from about six up to adolescence.
Later day psychologists have tended to break this area into two parts—from five or six up
to about nine or ten, and then ten up to pre.adolescence. And it seems to me, in terms of
children today, thet that's not a bad break. That is, the pre.adolescent child we see today
is different from the pre-adolescent child we saw when 1 was growing up. Kids have
progressed that much. So 1 am going to spend a very few quick minutes on the period
from six up to eight years of age.

The White House Conference calls this the age of the sense of accomplishment, and 1
think we can use thet for our purposes. S0 now we have trust, autonomy , initiative, and
sccomplishment. 1 want to point out that there are still a number of children in the first
grade, and even into the second grade, where trust is still not established. That you may
rus into children thet still may not have 8 sense of trust, and, unfortunately, the school
lasn’t done much about it.

1 think one of the saddest things, when 1 was working in Detroit, was at Merrill-Palmer.
We would get kids twelve and thirteen that psychologically were back at three and four
years of age. Not only had their families failed them, the school had failed them, and, by
the time we saw them at twelve or thirteen, they were not interested in leaming. They
were completely apathetic. They very often had had contact with the police—several of
memwouldberaddmmmcpoheeandhdhdmenlmm—fmmum«
doing other things. And 1 just want to make this point: that even though I was empha-
sizing trust, autonomy, and initistive in the preschool-kindergarten years, this does not

concentrated effort to build self-image in the child, to help the child see thet he can

Aetually psychologically, this is the ideal time, if the White House Conference people
correct in calling this a sense of accomplishment. This is a period of time when young
chﬂdmdomt to succeed. Actually, it’s a period of time, and we're talking ab~ut first,
second, and third grade, when the tescher can reslly get success experiences out of
children. Their superego is operating very well, and 1 can still remember from when |
much difference from kindergarten 1o first
grade. Kindergagten can still be pretty rough discip , but in the first grade the
and the children behave.

I can still remember tesching kindergarten. Mwaﬁmmdemclmmoufmn
me, and when | took my children to the bathroom, which was sbout eighty feet down the
hall—the first little girl was headed in when the last boy’s coming out the door—-and I'm
running up and down the eighty feet playing policeman, saying “get in line, be good,
wove fast, move slow, no, no, your're Johnny, you go in here, Sarsh, you go here.” And |
still remember with real envy the first grade teacher walking out the door and saying,
“Now all the good citizens will get in line and all the gond citizens will march down to
the bathroom.” And they did!

1 mean they really want to please the adults. And I think this is one thing administrs-
tors need to point out to teachers. Young children, by and large, do want to please adults.
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They do want to be good citizens. They look up to teachers at this point. In fact we did a
sociometric a number of years ago and we asked eight and nine year old children, “Sup-
pose you were t0 go on a spaceship, who would you take along? Who would you like to
be captain?” Most often it was Deddy to be captain, and to take slong would be Deddy
and Mommy, and if it was a boy a best boyfriend and the teacher, and if it was agiria
best gisifriend and the teacher. Teachers are very high, and parents are very high, at this
point.

Coupled with this is the sense of wanting to get things done. Wanting to do things.
And [ think very often we mim the boat in achool when we don't set the stage where the

child can accomplish and know that he has accomplished. Where he has the feeling, “1 not
only know | can do this, [ know [ did do this.”

This is the time—and | have often wondered why we haven’t capitalized on it in
education as they have with chewing gum and other things—-when collections are impor-
tant. Kids love to collect things, and | remember one study years ago, where the average
number of collections an eight year old would have over a three month period would be
ten collections. He's collecting coins one week, baseball cards the next week, bottle caps
the next week, feathers the next week, and shells the next week. And this ties in with the

feeling of wanting to do something that represents “this is me and this is something [ can
do'”

It’s also a time where Freud says a child gets to pay the parents back for being 50
protective of him. He wants to do for others, to say, in effect, “This is something [ can
do, and [ can do it not only for me, | can do it for you.”

Just developmentally, another area | don't think the schools have capitalized on as
much as other organizations is that this is ofien a time for ganging, or if you don't tike
that word, for grouping. And the groups are usually seme sex groups. Boys prefer boys.
Sex typing has set in, unlike kindergarten, although sex typing has begun to set in in
kindergartens—genenlly the boys play with the boys, and genenlly the girls play with the

you went to se¢ a thiés year old group or a four year old
group. But by the first grade and second grade, sex typing has set in 30 strongly that you
tend to get ganging, or grouping, of boys and girls, and | think there are times when we

times when we use it to disadvantage. We sit an eight year old
cight year old girl-hater and we think we have a discipline problem.

a tal one. We just got them there at the
wrong time. Put them togsther when they're fourteen and they'll love you. I think here
this collection business—we have to-remember that these
of interests. | often wonder if we're not using a 1910
curriculum with 1970 children—children who have many, many interests. There are many
ways to teach math, and many ways to teach resding that capitalize on the wide interests
that these children have.

Well, that's all 1 want to say about it, but [ did want to give you at least partial closure
that things do go on after the child leaves kindergarten, although [ guess those of us in the
field are inclined to forget that st times. In many ways it's certainly an ideal time, if
education can just come up to the challenge, and recognize thet with meny children the
challenge, in fact, is in helping them in terms of the earlier stages, as well.

Now our time is up, but maybe this will just start you thinking. This
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LANGUAGE, INTELLECTUAL, AND COGNITIVE ATTRIBUTES

Last night 1 ' was struggling for a quotstion—you remember | was struggling for this
quotstion from William James—e0 [ dug deep into the brief case full of stuff that I usally
carry with me wherever [ go, and [ found that quotation, and I've got to give it to you.

William James said: “1 have no doubt whatever that most people live, whether physi-

\ cally, intellectually, or morally, in a very restricted circle of their potentiel being. They

- mmof.wmmammmmdmm'
resources in pensral, much like a men who out of his whole bodfly organiem should
into the habit of vsing and moving only his little finger, Gmtmmdumlctbu
show us how much greater are our vital resources than we have supposed.”

He said this in a letter to a friiend in 1906. And since | was in the process of looking up

1 have another one that I have to give you. It came from another friend, from
an even eatlier day—a geutiomen by the name of Socrates, who ssid in 400 B.C., “Could |
m:w»mmumnmumpmymumu.‘mwm
why do you turn and icrape svery stons to gather weslth and take 30 little care of your

. cllldrcn Mmmmmmum'"
thhkmln had sonmething to say for us todsy, too. For vy money, there’s
dmmmmdﬂdhbtofuﬁonhhwwmt.tMof
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action in cognitive and intellectual function. There's a lot going on long before we ever
see the child. Even if we're fortunate enough to work with very youag children—there's o
still a lot that has gone on before.
[ have a selfish dream in my own work. | happen to be at Colorado State Univenity. |
would like to convince the people who cor trol money at that institution that | need to
have a Toddier Center. that | need to look a¢ icaming that is going on in children between
cighteen months and sbout two and a half years. Because there is 30 much going on.
There is just a (antastic rate of change in human action. This is a time when: speech is
really developing. This is a time when body control is really developing. ft’s 2 time of
acquisition of concepts. If so much is going on. there, look how much of a foundation has
already boen established by the time we get a child in a four year old group or a group for
fives. A tremendous amount has already been established in the way of a foundation for
the learning that may be appropriate, right. and desirable, as we introduce them into the
primary school experience. Thore is 50 much going on it's almost overwhelming a¢ times.
There's a lot of action, and. as my biases, 1 think, have already shown, I've g0t to know.
['ve got to be interested in the kinds of learning and the kinds of development occurring
during this early, early period.
Any time | got in front of a group who are interested in early childhood at all, | can't
__ _resist thunofaggﬂaﬂonﬁmﬂllhn(!m who.umnyofyoumknw
uo.rmnotmofdnemdm—honidthhhhhmjotddmtomwof
humen development is determined before most of us set foot inside a school. Much, if not
most. of what we becoms is decided in early childhood. The first three or four years of ~
life are too important for schools to ignore. The best response.” (and here he was .
pointing out some realistic awareness) “the best rezponse at this level, is not to put the
children in school, but rather to provide parents and prospective parents with information
that will help them to give their child & healthy, productive start in life at home.”
And if 13 had elsborated on that point, ! thir' he might have said some of the very
same things that Keith Osborn said yesterday in his discussion on the early determinants
of personality development.
But let me go on with his quote: “Beginning at age four, however, schools can and
should offer a direct service in the education of children. This suggestion is not for
compulsory schooling at age four, but rather for its universal availability. This suggestion
is not that the home be replaced, but rather that it be supplemented. beginsing at age
four instesd of at age six, as at present. And, finally, the suggestion is not radical, though
I would make it even if it were. Schooling before first grade is widely accepted, because
parents regard it as useful, and because the American people know that many children are
handicapped without it."”
This is very much in keeping with what we know about intellectual development, .
mwmmmtmmmamwmormm
mmmwnhmdymmmemmmmmam N
very much ia keeping with the sbility to make use of resources that are available ina v
less institutional setting, as well as resources avallable in private homes. Very )

i

more or
much in keeping, in other words, in sum, very much in keeping with what we know about
the fundamentals of child

development. : ,

The Educationsl Policies Commission, more than three yoars ago said. in effect, “We b {
noed education for four year olds available in this country and availsble at public ex. v
pense.” We have a long way to go in convincing ourselves that it’s worth the cost. It is my
contention that it is sn investment that is well worth the cost, and that the picture of
what education at all levels will look tike, when we convince ourselves of the worth of
this investment, is going to change rather dramaticsily.

] feel a little bit awkward, 10 say the lesst, shout-preteading to be sble to do a job on

16 -
- 21




language and intellectual and cognitive development ancg all of the aspects of these areas.
That language area, alone, { think, could occupy more than the time that we have avail-
able. Even a smaller chunk of language, such as articulation, which is really a very small
part of the whole progress of language development, could take more time than we've
got. I've been wanting to lead up to it though by saying, “Look, we have to know about
these processes before we ever see the child, in order to understand what we’ve got to
work with, ii we're dealing with children in groups of four-year-olds and five-year-olds
and six-year-olds, and so on, We’ve got to know many things that we can’t even take time
to summarize today.
I recall a research study that was done by the Frankenbergs many, many years ago, |
think it was in the 1930’s. The Frankenbergs, I believe they are husband and wife team,
did a study on children’s language in which they decided, “Let’s just ask the direct
question—what do children say?” And their sophistication and the area of knowledge
about language development was such that they took the straight-forward or simple-
minded approach: we will follow children around and record what they say, and then we
will know. One of the children that they selected was a five-year-old girl, who said, during
the course of one day, 14,930 words. She uttered 397 meaningful questions. And, inci-
dentally, you should be asking yourself: what was the level of the response available to
the child to those 397 meaningful questions asked during the course of the day”? She used
1,967 meaningful complete sentences during the course of one day’s observation. She i
asked five questions which were essentially meaningless questions. And there was 39
minutes of silence. That was, perhaps, the most dramatic finding of the whole study. i
. We all know that children at age four and age five ask a large number of questions. i
When we get into that we are talking about cognitive development. But we’re also talking
about a bridge between social and personal development and language and cognitive i
development, Because there’s no question in my mind that a child asks questions for i
more reasons than just to get an intellectual answer. He asks questions, in part, when he's !
five-years-old, seeking a response. And this may lead some of us—who are contending
with the bamage of questions that we get from young children if we allow them to
express themselves—to get into the habit of saying, “Not now, dear,” or *‘Ask me later,”
or “Ask somebody else.” I remember being guilty of this with my own child, who was
inclined to ask more than her share of questions. I was taking her to a preschool where
she was enrolled. She asked me some questions at a time when I was driving the car and
trying to prepare for my first class at the univessity at the same time—which isa very bad
habit. 1 remember her asking me some questions about the lightning which was in the air' *
at the time. I don't take any pride in this at all, but I was guilty of doing something that 1
think other people have done, too, saying, “Why don’t you ask your teacher about that?”’
rather than responding to the sense of the question at all.
I’'m using the point about questions, though, to illustrate the tremendous scope and
breadth and intensity of what is going on in the intellectual and social worlds of young
children. But it’s a little overwhelming to me to try to contemplate a real coverage of
language development as such. Instead, Pve chosen to say most about the newer concepts
of intellectual development, and, if you will, for the next few minutes, think of language
as an accompaniment. As | try to summarize some basic points about intellectual develop-
ment, ask yourself, “‘How is language an accompaniment and a supporting process in the
whole notion of what intellectual development is all about?” Then I think it might still be
a meaningful thing. And we will not make any pretense to be saying all there is to be said
about the development of language processes per se.
Let me start out in the area of intellectual development by reminding us all that we
don’t think the same way about it in 1970 as we did ‘even in 1960, We have some new
concepts of what intelligence is really like. Some of these changed, or revised, concepts
reflect the notion or the idea of intellect as applied at all levels, regardless of age,
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regardless of social class, regardless of color, regardless of any other criterion- It's a
different way of thinking about intelligence from what most of us in this room were
exposed to when we went through our own educational processes. | don’t think I'm the
only one who got exposed to an idea of intellectual functioning that was a good deal
more rigid, a good deal more fixed and static than what it is today. The best summary of
the assumptions that we used to make about intelligence, ! believe, was prepared by J. M.
Hunt, a psychologist who has been at Illinois and has written rather widely on early
intellectual development and intellectual processes in general. His early book, published
in 1961, was really quitc a revolutionary book. You can tell that it was revolutionary,
because there were so many people who didn’t like it. This is true of a lot of revolution-
ary ideas. It was revolutionary within the house of psychologists, in the sense that there
were a lot of people who did not like it and found many excuses to criticize the evidence
that Hunt brought to bear on the topic of intellectual development. Hunt’s book, Intelli-
gence and Experience, includes a summary of the assumptions that we formerly made. |
read this with a good deal of recognition, because he was saying, in effect, the same things
that 1 had been taught. And he was quite right, at least insofar as my experience can
support it.

These were the assumptions that we made, and can no longer afford to make, about
the nature of intellectual development. I'm going to summarize them.

We believed in a fixed intelligence. It was established once and for all in the act of

tion.

Second, we believed in predetermined development. These are sort of redundant—
they’re saying the same thing—but he’s reinforcing the idea in a second statement, a belief
in predetermined development.

Third, we believed in the fixed and static “telephone switchboard” notion of brain
functioning. That is, you put this into that, you have an association that’s made, and
that’s that. That's the way learning goes. That’s the way brain operation goes.

Fourth, we believed that experience during the early years, and particularly prior to
the development of speech, is unimportant for mental development. We believed that
experience didn’t matter so much. Why? Because of :he first beliefs that were sort of
articles of faith, initially. It was already fixed. Intelligence was already established. 1t was
already predetermined. Therefore, experience, especially early experience, had little to do
with it. You see what these assumptions are leading up to, some very important implica-
tions for the kinds of stimulation we provide children in the early years.

Fifth, we believed that whatever experience does affect later development is primarily
a matter of emotional reactions—primarily a matter of personality, social development,
and so on. These were things that could be influenced by experience. We recognized this,
in part, ever since Freud started talking about the impact of early experience on later
personality development. He worl.ed with upper middle class neurotics—had them re-
court their early experiences to him—and he found over and over again that early experi-
ences played a role in developing their personal attributes, their ability to deal with
conflict, their ability to dea! with drives, with instincts, and so on. Ukimately, Freud
convinced us all that early experiences were important for personality development But
it's interesting that it took until the 1960’s—and in some places it hasn’t been accom-
plished, yet—to convince us that experience plays a role in intellectual development as
well.

Finally, the sixth item. We believed, | think, that leaming must be motivated by
homeostatic need, or by painful stimulation, or by some acquired drives based on these.
There’s a lot of jargon in that one, | think. But what it amounts to is saying if a chiid is to
learn he’s got to be punished for doing the wrong thing and rewarded for doing the right
thing. And he himself then has to have the drive to get personal satisfaction, and then
he'll do the iight thing, the thing that we want. 1 think the most obvious application of
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this principle is in the old “Spare the rod; spoil the child” philosophy. If you hit a child
enough when he’s doing the wrong thing, he’ll stop doing the wrong thing. And the belief
that this is really the sense of what discipline is all about, because of the nature of mental
organization on the part of the child.

I'd like to add one thing to this list. This is my own, though, 1 can’t blame Hunt for
this one. I think we alsc made an assumption-and I think people in education made this
assumption—that intelligerce is a more or less monolithic quality. That when we talk
about individual differences in children we're talking about having more of , or less of, this
same quality—whatever it is. It’s all like 2 lump—it’s all like one big mass and we label it
1.Q.—and you’re either high in [.Q., or relatively high, or moderate, or normal, or low, or
whatever. The implication of this assumption, that I think we made, is that if a child has a
lot of this then fine, we can predict great things for him. If he has less of it, fine, we'll
understand, we’ll be patient, we’ll accept that, but we won’t predict the fine things for
him.
Now.my point is, that this assumption of a monolithic quality really led us into some
nightmares in our relations with children. The assumption is, for instance, that if one
child has more of this thing than another child we ought to put him into a different kind
of experience. Will you please keep in mind our point about reinforcement. What do we
reinforce a child for? Well, I think, there are some implications there. If we put him into
an experience because we say he has more of this entity than another child, then we’re in
a position to reinforce him for a different set of actions than this other child that we
have arbitrarily classified in some other group on the basis of 1.Q. alone. I think my bias
shows, here. I don’t think 1.Q. alone is a basis for classification that will take us where we
want to go, ultimaiely. Look what it leads us to believe about two children who have the
same scores. Both of them score 118, let’s say, on a Stanford-Binet Int~lligence Test. Qur
assumption 1s that they are the same intellectually. Now you and I ¢ .. sit here and think
about this and know immediately that that is utter nonsense. They are just not alike. Yet
we have treated them that way, time after time.

Okay—that’s an assumption that 1 think is particularly hazardous and particularly
undesirable in its implications for what we do about children. Irving Siegal, in a very
interesting article he wrote some years ago, noted a variety of ways in which the use of
intelligence tests actively interferes with our understanding of the intellectual processes
on the part of the child. One of the ways that it interferes is that it obscures some of the
important qualitative differences from one child to another. I’ll want to say a littl: more
about that, and what I mean by it in just a moment. Here is the assumption that | thi-k
we made—| think 1 made it, and I think it’s very easy for teachers to make it, and it’s very
easy for school people in genersl to make this assumption, because it helps us make
decisions when the pressure is on us to make those decisions, and we have too many to
make, and too few people to help in assisting us to make them—it’s this assumption of
intelligence as a monolithic quality that perhaps interferes most in our real understanding
of the nature of intelicctual functioning on the part of a child.

One of the things that I mean by that is that a newer concept of intellectual function-
ing includes, among other things, an awareness of, and a sensitivity to, qualitative differ-
ences from one child to anuther that cannot be covered or handled under the label of
differences in 1.Q. One child is 120 1.Q., another child is 115 1.Q., and the one with the
lower 1.Q. may be so creative, so imaginative, so open, o responsive to suggestions on the
part of others, so ready to see new possibilities, that if we just deal with that 1.Q. score,
obviously, we're missing the boat. As a matter of fact, creativity is not limited to people
who have three digits in their 1.Q. There are those in the 90°s, too, where we can find
creative action and creative processes on their part. Creativity, I’'m saying, may be a much
more important consideration Jhan score on an intelligence test. I wish we knew more—
I'm sure all of us wish we knew more—about the nature of creativity, and about how we
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can play an active role in supporting creative mental action on the part of children. We'd
all like this. We just simply don’t know enough about it yet. We're too late, it’s way too
late for us really to be just beginning to explore and investigate the nature of creativity,
and the possibility of our playing a supportive part in producing and maintaining creative
action.

1 said earlier that 1 was going to say something about language, but as an accompani-
ment to this, | can’t help but remind myself, right now, of the child who was normal in
every way that we can imagine, every way that we can test, except for one little detail. He
was a five-year-old boy and he didn’t talk. No words. Zero! He just didn’t talk. The
parents despaired. He was an only child. They had given up. They had taken him to the
psychologist, they’d taken him to the speech therapist, they’d taken him to their pediatri-
cian, they'd talked to the school people—everybody that they could think of. He just
didn’t talk. No words.

One evening, when the mother was se1ving the family supper to the three of them, she
put a dish of stew in front of the five-year-old boy. And the boy pushed that stew away
from him and said, in words that were very loud, very clear, very articulate, and distinct,
“] can’t eat this slop!”

The parents were aghast. But, finally, the mother gasped out, “Son, you can talk. Why
haven’t you been talking all this time?"’

And the boy said, “Well up to now everything was okay.”

1 don’t know really whether that happened or not. 1 wasn’t there. | can’t vouch for it.
But it's supposed to point out something that’s important about language—and other
processes, too. And 1 wanted to lead intn discussion of newer concepts of intellectual
development by saying intellectual development, like language, is based un need. ] think
most of us take for granted the idea that if a child doesn’t need to say words, or doesn’t
need to say certain words, his language development doesn’t move as rapidly as it should,
or as we would expect it to. Tliere are stories about children who don’t talk, and then we
find out, when we start looking into their case, that a mother, or father, or somebody, is
anticipating their every need. They don’t need to talk. We’ve heard these stories. We see
the point behind them. Some of .nem may be a little overdrawn, hut there is a point: that
something as important and complex as language behavior—and believe meit is complex,
tremendously complex—is need-based.

Well it’s no accident that intellectual functioning—in fact 1 should say intellectual
functioning and language, because they are so intermixed—is very much need-based. How
does a child acquire concepts?

That’s one key idea behind our new notion of intellectual functiong: the acquisition of
concepts. It may be more important for us to understand the process of concept form>-
tion than it is for us to understand the normative line of developmental age. He does this
at this age, and he can answer that kind of problem at that age, and he can solve this kind
of problem at such and such an age. Fine, but can we understand, really, the underlying
process of concept formation? Especially if we’re interested in doing somethir? about it,
that is, helping a child, and facilitating his concept formation, we’ve got to be in 2
position to understand the process. Just knowing the normative stages—that is, a child
will do this many things, and that kind of thing by age two, and so on at age four—that
doesn’t really help us understand such processes as concept formation.

So, we've cut ourselves out a bigger task, now, than what we had befor. when we just
wanted to measure mental age, put it into a ratio with chronological age, figure 1.Q., and
that’s how bright a kid was. Now, we want to know how did a child acquire concepts.

This is one of the things that Piaget has been all about. He wants to know, in effect,
how does a child know anything? What is the source of a child’s knowledge? And what
are the processes that underline his reasoning and problem-solving? That means, among
other things, concepts. Very basic concepts. Our new model of intellectual functioning, 1
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think, has to stait with a very basic point: how do we function mentally, how do we
work?
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Let’s get this diagram out here in front of us, first, because this is a key-a vital key to
how our mental processes operate. We start with a brain shaped something like this. [ et’s
put a lens in here, or perhaps fiiter is a better word for it, because everything that comes
into the system, everything that is perceived by the system, comes through a very unique,
a very personal, very idosyncratic, filter system. And yours and mine, and Mr. X's and Mr.
Y’s are all different. No two filter systems are precisely alike. There are individual differ-
ences within the culture. There are differences from one culture to another. I swear the
Hopi Indian children that I have the privilege of visiting every so often just do not see the
wotld as I see the world. 1 swear it is different. I can’t quite put my finger onit, but it’s
different. 1 know they don’t se¢ inter-porsonal relationships the way 1 see them, or the
way our middle class Anglo children see them. They don't see competition the way most
of us see it. They have 2 unique filter system that's part of their culture, but even within
that group I'm syre that there are individual filter systems as well.

So, whatever comes in through eyes, ears, touch, body pressures, temperature, what-
ever sensory capacities we have, whatever comes in, comes in through this filtering sys-
tem. But now we're talking about a very interesting mixture of processes that go on here.
Let’s put two boxes in the diagram, not because they’re really separate compartments,
but because 1 want to emphasize an interchange that goes on. Let’s caill this one the
decision box—the thing that calls the play, the thing that says, 1 decide to go that way
instead of that way. 1 decide to respond to that teacher by saying two, instead of by
saying four. 1 decide that my place to sit is at that table instead of at that table. ! decide
to hang my coat up or not to hang iny cost up. When I make a decision, this is the box
where that decision occurs. Do you follow? It’s a pretty general box. There'’s a lot of
action goinng on there all the time. I decide to look or not to look up, I decide to listen or
not to listen. ‘

We're not talking about a conscious decision, we're talking about a very elemental
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mental process which is the determiner of mental action, or output—the determiner of
what tbe output will be. The output can be in the form of a thought, in the form of 3
physical action, in the form of writing a letter, in the form of responding orally to a
question and so on.

But it’s this interchange, because the decision is not made just on the basis of what
tmmediately comes in—the decision to act in X way or Y way is not based just immediate-
ly on the question or the stimulation of some kind—it is based on a very complex
two-way interaction process between the decision box and a storage box of some kind.
Call this storage box memory if you want, it's perfectly all right, but it isn’t conscious
memory. What we're talking about here is the storage of past perception. And the ability
to call up past perceptions is a very precious human quality. Not that the lower animals
don’t have a storage system, but they don’t have anything like the symbolic storage
system of which man is capable.

And it's during the early years, by the way, that we see a flowering, a beginning, an
emergence of symbolic processes which Piaget says mature during the adolescent years.
This really marks a very special inteliectual ability that man does have. A part of it is
keyed right in here, the ability to store symbols. You don’t have to store the precise
tangible thing. You can store symbolis of the thing. And this, if you think about it, is like
many forms of energy. They're there. They're resources. But they are neither good nor
bad by themselves, because, with our ability to desl with symbols, we can store some
things that actively interfere with our ability to be human, as well as store some things
that can make us more human.

But in order to have mental action, we've got to have a perception, and we’ve got to
have something already there stored. Now don’t any of you philosophers in the group
start pinning me down to: if 1 really said that, did | mean that there had to be something
there before, and before, and before—and how far back do you go? Piaget worried about
this, too. So I'll anticipate it by saying, if you really want the answer to that question at
least read Piaget first. That ought to hold you for a day or so.

Real mental action, as we're accustomed to thinking about it—at least with the chil.
dren we deal with, because by the time we get them at four or five, believe me, there’ss
tremendous amount stored—real mental action has to involve this interchange. It’s really a
three way interchange: what’s going on there on the outside; what’s coming in, which, of
course, gets bent a little bit as it comes in, sccording to this filter system which is really
interacting with storage, too; and, in the interaction of storage with what’s coming in,
there is a decision to put out, in some way or another, some kind of action—which may
be purely a mental function, not directly observable, may be speech, may be written
language, may be physical behavior such as running, jumping, hopping, yelling, and so on.

There’s another key ingredient that we've just got to put into our picture. And this is
that the human being is capable of perceiving his own output. It’s 8 very important one,
and we can give it 2 label, too: “feedback.” And I don’t care whether any teacher knows
or recognizes the word, or even cares sbout the word, but if he doesn’t recognize the
principle, he’s in trouble. The teacher has to understand the importance of a child
recognizing the effect of his own behavior. This is what 30 much of leaming is based
onR—recognizing the effects of your own behavior.

Incidentally, this is the key to the way the reinforcement we've been talking sbout
works. Because it's at this point, when I'm putting out some kind of behavior, when I'm
giving the teacher some kind of action, at this point the teacher enters in, and the child is
not only perceiving what be is doing, he’s monitoring it. As he’s making letters, as he's
cutting out paper, as he’s putting numbers on the domino blocks together side by side, as
he’s counting the children in the classroom, he’s monitoring his own behavior. But what
else is he monitoring? At the instant that he’s monitoring his own behavior, be’s also
monitoring input in the wa; of new perception of how it is affecting the teacher. How am
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I affecting the teacher? To what extent ani 1 getting approval by that behavior? If 1

modify my behavior, and rny output becomes a little different, what kind of reactiondol

get now?

This is where the leaming is. This is what reinforcement is all about. It tells me if I
didn’t get the approval this time—if I got a scowt, ot a frown, or a headshaking, or a body
shaking—next time I'd better do it a little differently.

This is a basic model. It looks very mechanical. It looks very mechanistic. But look at
the implications: How important is it that a child be perceiving right now in order for his
mental functioning to go on? We've discovered that it is 3o important—and not just for
children—that we just can’t survive psychologically, mentaily 2 fall apart, unless we have
sensation or stimulation from the outside to monitor in some way. We've got to have
change. We've got to have an environment that is somehow shifting, moving, acting in
some way, or we fall apart,

How do we know this? 1 refer to our Canadian friends who started some research over
ten years ago on sensory deprivation. We won't go into the details of the strategy. The
essence of the research was this: What happens when you reduce, and restrict, and,
insofar as possible, eliminate outside stimuli? Look at the diagram. We've really got a
circuit here. But what happens if we eliminate input, like opening a switch? You can
say, well, if it were an electrical circuit the lights would go out if you open that up. You
have to keep a closed circuit in order for the lights to stay on. And the analogy is not too
bad, because this is exactly what happens. It takes a little time. In some subjects it took
up to twenty minutes.

These were all volunteer subjects, not kindergarten children, not four-year-olds, byt
college subjects who were being paid. They did it on a volunteer basis, and they could
have out of it any time they wanted to. But look what they went through. Some of the
subjects were immersed in & tank. The water was heated in this Iarge tank to body
temperature—no thermal stimulation, no warmth or chilling on the body —the water was
slowly circulating so there wouldn’t be any heating up inside this tank. All light was cut
out. All sound was blocked out. The only contact with the outside world was thrcugh a
breathing tube, and a button that they could push to say, “I want out.”

What happened? Many of the subjects reported a delicious relaxation at first. It felt so
great, some of them dozed off. But then some interesting things started to happen:
Complications. Hallucinations. Seeing things that weren't there.

One subject reported it like this: *“I got panicky. I thought a thought, and then I got
panicky because I couidn’t help myself from thinking the thought agein. It was like I had
no control over what I would think.”

The anxiety level would get up and they'd just have to get out of there. Some would
hallucinate completely. Some had very bad bizarre kinds of thoughts, and actions, or
thoughts about actions. Some were, for all practical purposes, out of it, like an artificial
psychotic state between the time when they were brought out and when they recovered.

So what's the point of all this? The point of all this is to say that if we sever input, it’s
like short circuiting something. Because, obviously, from the case of the person who said
“l thought a thought, and then I thought it again,” what was happening? He was going
sround in this little feedback circle, because the end of the thought sequence stimulated
the reoccurrence of the same thing. Why? Because there’s no change from the outside to
allow you to revise,

Now, how fundamental is this? Well, I can say it in a nut-shell. It may not mean too
much right now, but I hope you'll think about it. This is what readiness is all about.

A part of our newer concept of intellectual functioning has a great deal to do with the
nature of readiness for leaming experiences—where does readiness come from?

You see, the older notion sbout intellectual processes in kids was that readiness
emerges as 3 function of biological maturstion: When the child is five, if he’s normal in
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intelligence, he is ready for this sori of thing, and we thought the kindergarten was an
appropriate thing for him because he was biologically ready. When he’s six and a half,
mentaily, he’s ready to learn to read. By seven, 90 some odd percent are ready tO read,
because those who got deiayed in starting reading instruction until seven years of age all
learned to read. This was the research basis confirming, and rationalizing, what we wanted
to do anyway, namely, to get into the real serious, eamest, hard stuff in the three R's
when children are about six years of age, because that, we said, is when they are biolog-
ically ready.

What’s the difference between that and the new approach? The new approach is
tougher, you see. It places more of a burden on us. The new approsch says we have a
responsibility for creating readiness in children, because we no longer believe that it
comes about just as a function of biological maturation. This is where experience comes
in. This is why Hunt called his book Intelligence and Experience. Because the experiences
that the child has actually organize his intellectual functioning.

Now there’s where two of cur best known and most thoughtful theorists about intellec.
tual development and cognitive functioning get into the act. Jerome Bruner, a ptycholo-
gist at Harvard, and Jean Piaget, the Swiss developmental psychologist, both have said, in
effect, the same kind of thing: You create readiness by providing experiences to the child
which are just a step ahead of where he is right now. Good teachers have done this aslong
as 1 can remember. They may have done it intuitively or they may have done it with
careful thought and careful planning, but they have done precisely this. The theorists are
sort of catching up, by saying, in effect, intelligence doesn’t just happen, it is a reorganiz-
ation, it’s a revision, a modification of what’s there.

1 mentioned Bruner and Piaget—because both of them have had a great deal to say
about the construction of readiness in the child. 1 wanted to have you identify these
names, and | wanted to say that each has a notion about what brings cognitive develop-
ment about—what stimulates it. And both, in the process of saying this is what brings
sbout intellectual movement from one stuge to a next higher stage, are saying that we
have a responsibility for creating readiness for next steps in mental functioning. Neither
one is willing to buy the notion that you wait for a child to mature and then you give him
the experience. Both of them say you participate in bringing that level of mental readi-
ness about. They outline mental development in slightly different erms, but they are
very much in tune with each other—they communicate with each other very well.

Bruner says there are three main stages in cognitive functioning. He talks about an
early, aimost infantile stage—the enactive stage—where cognitive processes are sort of out
at the fingertips, and what you see in the way of mental functioning is visible in the
physical action systems of the child. Bruner uses this term, by the way, to describe his
whole system. He’s talking about levels of representation, which 1 think you can relate
back to my diagram about mental functioning, because in this storage system, we have to
account for ways of representing the world. By enactive, we would mean things like
this—the infant is presented with the bottle, the nipple on one end, and immediately—as
soon a3 it toughes the cheek, let's say—something happens. What happens? Lips start
moving, sucking movement starts, and 30 on. Why? How do you account for it? Reflex,
you might say, instinct, you might ssy. Bruner would ssy representation. This is enactive -
representation~his method of storing is through an action system: when X happens, Y's
action system is called into play. You don’t get anywhere if you ask the infant, “What are
you thinking about?” Or if 5 ou try to examine the thought process in any more detail.

1t’s very much analogous to Piaget’s use of the term “sensory motor stage”—sensory
stimulation, motor action. The child is living out on the periphery, out on the fingertips.
He is touched; he acts. This is what Bruner is talking about by the enactive stage. There’s
very little in the way of logic that goes on. Very little in the way of reflecting that “that
is a nipple touching my cheek and therefore 1 think 1 feel probably like sucking on it.”
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You know. it doesn’t make sense. The enactive stage doesn’t call for all this internal
mulling over, for making a decision in that sense. And yet in Bruner's way of thinking,
there is a level of decision, even there.

Bruner talks about an ikonic stage, in which he’s referring to a way of representing
reality with images. Now this is an important distinction between what was going on
before, in which there had to be an action system as a way of storing and representing the
reality of the wosld, and the ikonic system, in which an image stands for the real thing.
For example, your image of the bridge over to the maintand, your image of the water below
the bridge, and so on. Is there color to it or do you just see it in black and white? By the
way, how do you dream—in color or black and white? With what do you dream? With
ikons, with images.

The imagery stage is a kind of an intermediate stage, and much of early childhood
consists of this kind of storage system, this way of representing the world. Only after the
child gets to this point—and now he’s really approaching adolescence, although Bruner
doesn’t like to tatk about precise ages—but only when he gets to the truly symbolic level.
is he able to deal with logical systems. Because the symbols, now, can be manipulated
very freely and there can be substitutions—this stands for that, X for Y, and so on. Why
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do you suppose in the old days before we recogr'zed what Bruner has been telling us, we
traditionally taught Algebra in the 9th grade.

I don’t know what your history has been, here, but back in my day and age, out West,
it was ordained from on high that algebra would be 9th grade. Nobody had it a day
before that, and everybody had it by the end of 9th grade. If you didn’t have it then you
were consigned to outer darkness. Not only was college not for you, the rest of high
school was not for you. That was it. Ninth grade was algebn.

Why do you suppose we had learned that you don’t have sigebra before that time?
Well, look, now, at what Bruner is saying, algebra requires a symbolism in which you
actively lift symbols from objects and deal with them in an abstract way and manipulate
them, and this requires a kind of thought process that in the normal course of events is
really flowering at sbout that time.

Now, one of the reasons Bruner doesn’t like to talk about ages, by the way, is this: He
likes to say we can induce kinds of thought processes. Once we understand what lies
before this; once we undenstand the fundamental steps—A lecds to B leads to C—then our
job becomes a very interesting one in curriculum development, in which we can create a
curriculum we never dreamed of before.

Bruner proceeded to prove this to himaself, in a variety of ways. He did such things
with fifth grades, for instance, as asking them questions like the game of 20 Questions,
because he was interested in another aspect of the new concept of mental functioning,
namely, cognitive style, qualitative distinctions from one child to another. Not just the
difference in brightness—how bright is this child in comparison with that one, and what
willwefdo sbout it-but what’s the difference in types of thinking, ways of thinking,

0

f:unn;? ?p?‘mﬂmeew mdm that he began to call “potshotters.” Potshotters
were children who were sort of impulsive in their approsch to questions. And he found
some other children, which he gave a very fancy label; he called them “cumulative
constructionists.” And these were only two of many classes and types of children in
intellectual functioning, all of which he sorted out with this game 20 Questions.

He would ask children to solve a problem by asking him the questions. What is mental
organization like? It’s indexed, he said, by the way in which a child organizes a question.
I wish we had time to talk about questions, really, and to point out how important it i
for a child to learn to ask a question. Because, so often, what children leam is to ask
non-questions. Bruner pointed out some mighty important differences between two gen-
eral types of children. “Here is the problem,” he would say to a fifth grade boy, “there
was 2n accident. The man was driving the car and it ran off the road, and it hit a
telephone pole and the man was hurt. Now your job,” he would say to the child, “is to
ask me questions which 1 will answer yes or no, and you solve the problem as to why the
sucident occurred.”’

Bruuer would then illustrate with his potshotter type child: “Here’s my potshotter,”
he would say. “Here is my child who atks me his first question, and it goes like this: ‘Was
the man hurrying to the he.pital to see a sick friend and he got #0 interested in thinking
about his friend, 30 cor.emed sbout him, that he lost track of what he was doing, he
forgot to control the car and it slipped off the road and he hit the teicphone pole and got
huft?” ™

The answer is, “No,” and the child hasn't gotten anywhere. In _der words, this is a
child who wraps up afl of the possible hypotheses that he can think about in one big
question-he’s giving it all he’s got~but then when he gets the answer, “No,” he's gotten
nowhere.

This is why the contrasting terms that Biruner empioys is the “cumulative construction-
ist,” becsuse this child is one who organizes a question, and the answer to that question
can be either “Yes™ or “No,” but in either case lie has learned something very important.
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Of all of the possible things that might be the solution to the problem, the “yes” answer
places some constraints on the possibilities that are there and the “no”™ answer phces
some constraints on the possibilities there.

Did you ever waich the old game, “20 Questions” on television. Very interesting if
you Jooked at it from the standpoint, “what are the thought processes indexed by the
questions that are being asked?” Some of those players were very good at it. They leamed
10 ask very precise questions so they could solve very complex problems in a matter of
three, four, or five questions.

In the case of this example, Bruner pointed out, “Here is my cumulative construction-
ist~instead of asking was the driver concemed about somebody in the hospital, trying to
hurry to get there, and 30 on, the child thinks a second and then says, ‘Was there anything
wrong with the car?” "

The answer can be, yes or no. Either way you get some very important information. In
this case the answer is no.

The child then says, after thinking a second, “Was there anything wrong with the
driver?”

The answer is yes.

“Oh, had the driver had something to drink?”

The answer is yes.

‘“Was the driver drunk?”’

“Yes.”

And in four questions that one child that Bruner is dllustrating has gotten to the
solution of that particular problem. Because he knows how to ask a question t.:at Jeads to
8 better question, a more precise question, one that's more on target. He knows how to
start from the general and eliminate the non-essential through the questioning process

This, Bmmuyi,hmomhnpmtlntmfomﬁouaboutachildmmhsl() Thhalso.
Bruner says, is something that the child can be taught. This is basic mental functioning—
how to ask a question. It’s only one characteristic of mental functioning, but how much
more important, as a child moves toward symbolic processes, to assist him along the way
to use those symbolic processes in the service of logical, orderly processing of informs-
tion.

So Brunier has had some importaat things to say, and has had the audacity to say them
sbout the curticuivm, and, even though he's a psychologist, he has dared to ssy some-
thing about how the curriculum should be organized. This is some very interesting writing
that some of us might want to g0 back and look at.

Let me just summarize by saying, I think mental development really includes four
sub-processes. Now you don’t think about them necesarily in relation to an age, because
all of them go on really at all agei. But what I would like you to think about is how can
the schools make better use of knowledge about these four sub-processes.

The first is discrimination. I'm sorry if the word has double meanings. § happen to like
discrimination. I happen to think it's a very important psychological process, and I mean
that in the literal sense. If 2 man can’t tell the difference between Jew One and Jew Two,
he's in trouble with hinself. So I mean it literally.

I like discrimination, in the psychological sense of the word, because it really means
telling important differences, and it really means refusing to live at the level of gross
lumps, in which we put a label on that lump and say, “I can dispense with that lump. I
can take care of that by asmigning the Isbel to it, and then I know how 1o deal with
everybody or everything that fits in that lump.” That's failure to discriminate. I think
most of us learn to be more discriminating than that. But that's the first process, telling
the difference. Telling th. difference between a circle, a square, and a triangle, the
difference between soft and loud, between hard and soft, the difference between warm
and cold, between tall and short, between the number 18 and the number 20. All of these
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are examples of discrimination. Discrimination learning is the fandamental process that
we engage in when we learn to separate out--to call attention to this feature of th world,
as opposed to that feature. It’s fundamental.

But right on the heels of that comes a second psychological process, that of absrrac-
tion. In abstraction what we are all doing—whether we are very young, or very cid~is
Jdfting the quality of the thing from the form in which it’s found. Lifting the greenness
from that chair, and dealing with it as an abstract chanacteristic ot attribute of the chair.
You see, characteristics or qualities of our experience are always embedded in things,—
except where they are stored up here in the head. We can store them up here as abstracts.
Bt our initial experience with those attributes—shape, color, size, texture, loudness,
softness, warmth, and so on-are embedded in other kinds of experiences.

Let me show you how much this penetrates into very important areas of our human
experience. If we couid not take the *“a™ from “cat”—and right now we’re dealing with
symbolism, this is a second level thing already, we’re nat dealing with the original cat,
we're dealing with a symbol, with symbolic representation—but if we could not abstnact
the “a™ out of “cat™ and put it in another word, and recognize its sameness there, we
would not be sble to do the abstracting job. It would be a failure of abstracts.

We have to lift a quality from the thing in which that qusiiiy is manifest to us
' Without that we would be 3o rigid, so inflexible; we would be tied to such a limited scale
[ of mental functioning that we just couldn’t opers.e in the complex society that we have.
; We just couidn’t have all the things that we have—the language code system, the econo-

my, s system of inter-personal behavior, a history, a culture, ways of relating to the
universe, and 30 on—unless we could abstract the essence of something from the thing in
] which it is initially manifest. This is the abstraction process, following closely on the heels
i_ of the discrimination process. And following on the heels of that, a generalizarion pro-
cess.
Incidentally, in case you don’t see the relevance here, | would ask the question, ““How
does language participate in facilitating each one of these? How does the language of
instruction participate? How does the child's ability to use a language system participate
in the emergence of each one of these processes?

Generalization is a nice evample of the need for language. What is generalization? e,
Generalization is the forming of a rule, the forming of a principle, so that now the T
information | derive from an experiencc can be organized and storad as a general state- .
ment vhat | can recognize later, and apply later. I'm no longer limited to the immediacy '
of the thing. 1 can even anticipate conditions that ! have never experienced, beczuse |
have formed general rules. Children are rule makers. Children are inventors, constructors
of rujes.

This applies very much to language. We used to think that language is a masier of a
child learning to patrot back the words that he hears, leamning to parrot back the sen-
tznces he hears. Let me give you one quick example to show you how wrong this is,
because part of the nev’ concept of intellectual functioning is that we recognize that the
child is participzting actively, dynamically, in organizing his mental life, and that includes ,
organizing his language.

A father is taking a shower. He qefs through with the shower, walks out into the ocuter
part of the shower enclosure, and discovers, as he’s groping around the wall, there’s no
towel. He hears the patter of his two-year-old son out in the next room, and he yells to
his son, “Hey Bill, go ask mom for a towel™ And his son, not quite two, let’s say, patters
off, finds the mother »- 1 says—now think, what does the child sav? Does the child say,

“Mom for a towel.” No, .he child says something that he may never have heard in all his
life. He says, *‘Daddy wants a towel.”

What's the significance of that? The chiid has engaged in a transformation, based on
his awareness of a need on somebody else’s part. And that little instance of a transforma-
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tion gives us a key to this special condition of man- the ability to take that circumstance,
that need, that condition, and, using a different grammar, translate it into something else
that makes sense to a party who wasn’t even there in the original condition. That’s part of
what the code system is all about. There are rules that underlie the transformatior of
language parts from X condition to Y condition.

The child is a rule-maker. If we never tell him about these rules, he will discover them.
In the process, along the way, he invents some rules of his own that he later has to revise.
But now instead of thinking of language as something that we impose on a child so that
he learns to mimic—this is the parro theory of language development—instead of this, we
think now of the child actively participating in organizing a grammar. Which is another
way of saying organizing the rules, and modifving those rules when the original rules just
don’t fit any longer. This is the way he gets his language development.

Generalization is the process of forming a rule which will cover more than just the
specific experiences that I've had up to now. it allows me to make predictions. I may find
some of those predictions wrong, but at least I've made the rule, and I can test it out and
see if it fits or not. Does language participate in generalizing? Of course. And there are
children who over-generalize. All children over-generalize at one time or another. So they
have to get more refinement. If the child is over-generalizing, we have to ask ourselves if
we can help him discriminate. And if you’ve ever taught English, you know a lot of cases
where you have to say, “Yes, that rule is right except. . . . Because the best rule I know
about the English language is that it has more exceptions than any code system I know
anything about.

One final basic process in intellectual development is articulation. And I'm using that
word, too, as a more basic concept than just articulation in the most obvious sense of the
word. Let me illustrate it with a very homely example. If you ask a four-year-old child to
sing a scale—do re mi fa—in all probability, unless he’s an unusval four-year-old child, he
will slur the thing together. He may get the idea of going up the scale or down the scale,
but instead of making distinct separate elements of the component parts of that scale,
which fit together in an ordery way, he will tend to blend them all together. There isa
kind of a failure between these two processes. He isn’t discriminating well enough be-
tween the do and the re and the re and the mi and so on. But neither is he bringing
together—and that’s the articulation part—the separated elements into a meaningful rela-
tionship.

Let me ask you this, what is your notion of creativity? I haven’t told you what
creativity is—I don’t even know how to define creativity. But articulation, along with the
other three processes, might give y-;u some tentative approaches to what creaivity is all
about. It may be, for instance, that the creative person ic the one who can articulate
components of his environment in ways that other people haven’t seen.

So if we happen to have a teacher who is very good at helping children articulate
things—finding combinations and reinforcing children for their finding of new combina-
tions of things—what we have, psychologically, is a teacher who is stressing the articula-
tion process.

Now, there are some parts of our world which just automatically pay a premium for
articulation. You have to recognize ihat we use articulation in the number system, be-
cause it’s a matter of integrating, or combining and recombining sub-notiot:s. sub-sets and
larger sets.

A is embedded with B. And the child gradually comes to recognize that all robins are
birds, but not all birds are robins. There’s a kind of articulation involved there and you
don’t succzed very well in articulating a child’s thinking on something like this—the
inclusiveness idea—when he is only three years old.

What I've been implying, I hope, is clear. We need steps in experience which lead to
intellectual formation, and not just a society that waits and says of its six-year-old
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children, “Now it’s time that you got serious.” And we need, of course, a society that’s
willing to pay the cost. Because it is a costly business.

But if we really believe what I hope we will come to believe—that intelligence is
organized by experience, and that we have a responsibility for bringing about that organi-
zation through experience—then, yov see, the burden or responsibility is really on us.
And part of that responsibility is to communicate it to other people, including the people
who have to help us share the burden of the cost of this sort of thing.




Dr. Catherine E. Spears

Morristown Memorisl Hospital
Child Evaluation Center

PHYSIOLOGICAL AND NEUROLOGICAL ASPECTS OF THE CHILD

You might be interested to know that the White House Conference on Children and
Youth is divided into three different groups for this coming session. The part on children
is going to be in Decomber, from December 13 to 18, and youth will be in the spring of
1971, and then they're going to have regional groupings sfter that, as I understand it, and
in about six weeks they expect to do all of the ground work and leg work on what
children need, since 1960.

1 have news for them. 1t took us a solid year, with many people working, to compile
the reports that we had for 1960. Maybe they feel we're not fast enough to get informa.
tion, but I'll be fast enough to tell them what they don’t have. And, not trying to be
nasty, but if we are in the role of representing children, 1 think we have to repres~nt
them, and not just put a lot of material on paper that perhaps is not pertinent to the
needs of children.

Aside from that it’s 3 pleasure to be here and be able to talk to you about my favorite
subject, which is neurological impairment. We thought we’d divide the session into three
groups this afiernoon. We decided we’d give you the normmal development of the nervous
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system first. Then we would talk and have some fun on semantics of special education—
just throwing words around, in other words. And in the last part I'll get into what is
neurological impairment? What are the different types of impairment? How can they be
diagnosed? What difference does it make in a classroom what type of medical diagnosis
you have on a child—can vou remedy this particular disability, and do you work through
the disability or around it? And by the end of that time we’ll all be ready to go for a
swim in the pool, ] think.

You have in your packet some notes, and I thought it would be easier, right after a
delicious lunch, to keep your blood cells working instead of wanting to go asleep, if I
kept your hands busy filling in diagrams.

Figure 1.

We represent this as a symbol of the whole child. The circle (figure 1) is divided into
four quadrants, and these are the four quadrants representing growth. One quadrant
would represent physical growth, one would represent intellectual growth, or mental
growth, one would represent social growth, and one would represent emotional growth.

Now if this child is to remain a round wheel, all four quadrants of growth must be
growing at the same rate of speed. Otherwise you end up having a child that is no longer a
round wheel, but is becorning a square, depending upon which quadrant is not growing in
proportion to the others that remain.

Now, we know that every child has his own rate of speed, but the majority of children
fit into a certain time of growth. We also know that childrer, have to learn and go up a
spiral of learning (figure 2). The little round circle with the four quadrants represents the
whole child. What we’re trying to get across is that not every child is ready to ascend this
spiral of learning at the same time. Just because he has become five years old, chronolog-

Figure 2.

ically, does not mean that he is mature enough to start the educational process that is
considered in the classroom. Now, if you assume that, we know that every child is not
going to g0 up this spiral at the same rate of speed, nor at the same smoothness of ascent.
Not every child is going to reach his goai or goals.
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But I think our biggest job is to ascertain, *‘is this child ready?” And what does
readiness mean to every child, as related to this whole child? Are we taking a good look
to see whether or not we're forcing our kiddi<s to go up this spiral of leaming before they
are neurologically ready to do so. For example, if we are teacning a child phonics before
his hearing has developed or his auditory perception has developed, are we wasting our
time? Because if he doesn’t hear it, and doesn’t perceive what he hears, and can’t record
it, and respond back out, are we wasting time with this child, when there might be a
different approach? I just throv- this cut to you as a question.

! thought next we would go into how does the nervous system become ready for
leaming. Now you hear the term perception so many times—what does it mean? When
you have a nervous system—and we all have them—you must develop this nervous system.
You are born with a set group of cells, a set group of structures, but you ha'e to develop
the function of these structures and you have to develop a continuity and an integration
of all of these. So I thought it would be easier if we showed you roughly what happens in
the neivous system when you are developing visual perception. Now if your eye is a
camera, and if this eye is seeing an image for the first time, then this image goes through
the eye mechanism, goes through the brain ixself, and is recorded on what we call area 17,

Ares 17

Aree 18

Ares 19

Figure 3.

(figure 3) whick is the occipital cortex. That's in the back of your head, right here.

The second time this eye sees the image in the same way, it goes back to area 17, wh.re
it was recorded, then is transferred coming forward up to area 18 of the same occipital
cortex, which says, *“I've seen this before.”’

The third time your eye sees the same image in the same way, going through this same
sequence, it’s then referred forward on the occipital cortex and higher up, where we have
hearing coming in, speech going out, other senses coming in, and now this area tells us 1
know what this is.”

38 3




By the fourth time the eye sees the same image onmmg through this same sequence,
you get what we call the emotional response. Now what is that? The child will say, “I
know what it is,” and they give the correct answer, and then we, as adults, react, “Oh,
Johany, Mary, that’s wonderful!” And this is what breeds security and the feeling of
confidence and success, when he can get right answers. Correct answers.

Now, suppose something happens between the eye and going to area 17 or the occipi-
tal cortex area that makes the image go a different way and Johnny gives you the wrong
answer. This is certainly not going to breed confidence and the feeling of success, because
he doesn’t really know why he hasn’t gotten the same response from the adults if he
thought he did it the same way each time. Enough incorrect answers develop what we call
the neurotic personality. In other words, this is the person who feels that everybody has
two left feet except himself. It was the teacher’s fauli. Or the boy in the seat next to him
dropped the pencil so he lost his place. Or the teacher didn’t tell him. Or mother didn’t
give him the proper lucky pants that morning so he could pass the test when he got to
school. Any excuse, you name it, he’ll figure it out.

You can see this starting along in children in the very early grades when they have
been exposed to more failuies than they have to success. But, again, this is what 1 see
visual perception to mean. Now we know that as you leam to see and recognize what you
see, then you're going to be able, hopefully, to go on into reading and to writing. Now, at
the same time, you have to be learning to hear. You've got five senses working together—
all developing at different rates of speed, according to exposure.

So let’s get into auditory percepuon. I’'m not very good at drawing, so if you can think
of this as the lobe of your ear, we've got to get the sound in and around. As this is going
in through your external canal, your auditory canal, the first thing it’s going to hit is a
drum. And this vibrates so that the three littie bones behind it will get the message and
carty the sound right on in to the inner ear, which takes it through our semi-circular
canals, and through the cochlea, and then goes on into the inner ear, where again it’s tried
to be perceived. But it doesn’t know what it’s perceiving, until it gets to the eighth nerve
and goes on into the auditory reception center in the brain itself, where it’s recorded.

Now, if a child does not get the airwaves here—in other words the hard-of-hearing
child—or something is plugging it up—wax, infection, what have you—he is 't going to
gat the sound waves going through this normal way of getting to the brain to be recorded.

Now, some of our children have no problem in here. The sound can get through. And
then you have Eustachian tubes coming up, which make you fill sir into your middie ear.
Some children can have infection there, so that the process of hearing a sound is blocked
s0 it doesn’t get to the brain to be recorded.

With some children this part of the mechanism will be fine, but when it gets to be the
eighth nerve or into the auditory perception urea, it doesn’t seem to be understood. They
cannot perceive what this sound is meint to be. And these are the kiddies you'll see in
your classrooms, where you'll talk to them, and you almost feel like what you said to
them is going through layers of the brain and you think, you know, “He really hasn’t
heard me,” or “he really doesn’t understand.” And all of a sudden the lights go on in his
eyes and it takes him just as long before he gets the right response out, and you think,
“My golly, he does know!”’

These children are hard to pick up, because they’re really visual learners—they’re
watching for many cues, and not leaming to listen. These are the children that, if you
gave them three instructions at a time, would only be responding to the first instruction,
when you're expecting a response to the third instiuction. And if the first and third are
not related, you feel, you know, this one-is really not with it—! don’t think he belongs in
this particular group.

Now, where does auditory perception pliy a role in language? It plays a very large role
.0 language, ber ;use if a child is not hearing the sounds for speech, he’s not going to
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reproduce them correctly. But Janguage is more than just articulation, or pronunciation.
It’s “How do you use words to express a thought?” Children léarn, or are starting to i
develop, their auditory perception right at the time of delivery. So auditory perception is
starting right after birth. They learn sound and they learn to perceive what is frightening.
They’ll startle, or they'll cry for different noises. Mary of them are startled in the early
stages by male voices, and people say, “Oh, well, he’s a frightened baby—the women
should take care of the babies, not the men,” because men with deep resonant voices are
more apt to startle the baby. Not because they want t0, but because their voices are ‘
resonant. If they put their voices in a falsetto the babies respond just fine. It actually :
works out fine, if you know that this is what makes the child’s eardrums pot vibrate Quite '
so hard and fast that it scares them.

I think the important thing is if you find a child that has trouble with any type of
language, whether it be the use of words or whether it be nronunciation, check on their
ears and see whether they actually hear it. If they hear it, then there’s more to be looked i
into than just their ears. ;

Now, at the same time, children are learning by the sense of touch, or racrile percep- :
tion. You'll find when kiddies are littie run-arounds in the preschool area, they want to i
touch everything. They have to touch everything. You've seen this I'm sure. And there f
are some people that pever get past that stage, even as adults. If you've ever seen them in ;
an antique shop, you know what 1 mean. They have tc touch everything, even though it i
says “don’t touch.” But some people do learn better by touching, just as some people |
have to taste things before they can Iearn about them, or they have to smell things. :

These senses are all being started with a baby right in the new-bom nursery. And they ;
get very, very specific about their sense of taste in the first six months of their life. Any E
mother who has fed a baby any of the foods that the doctor says are good for him, and ;
had it splashed back on their faces quicker than they could get it down knows about this. ;
You can mix up hamburger with some mashed potatoes, and a vegetable they detest, and,
by golly, theyll chew that all and everything goes down except the vegetable they detest. ;
And that comes right out again. We wouldn’t be able o have such a good filing system in ;
our mouths, We'd say “Oh, well, what’s the difference, I'll just swallow it with one gulp :
and it’ll be down.” Not the children. They really can develop this sense very, very well. ;

We have some of our children who do not have good visual nerception, and they’re
never going to have it. These are our blind children, or our sightless children, who have to
develop their other senses with a greater skill than the one that they are deficient in. So
we find that many children will learn in their own ways.

But I just want to point out t0 you that the five senses aie working together at the
same time, and all of us develop one sense of perception a littie bit better than the others.
When we'’re busy disgnosing: *“Does he have poor visual perception? Does he have poor
auditory perception?”’ we kind of forget that he has taste, touch, and smell also. And
then we start giving them various techniques of treating them—trying to establish visual
perception Or establish auditory perception. But the one thing that troubles me is we get
hung up on just one percept, or type of disability, and 've don't realize that they all have
to be integrated to mean something in a learning process. In other words, if we are going
to be using all of the Frostig materials for a child, might he then need to get through that,
and go into another type of education material that would take him through the next
step. I just happened to pick Frostig, not because I have anything against Frostig material.

Now, if you’re going to find out how this is so, how these senses become integrated, -.
you really have to know a little bit about how the nervous system develops itself. And if 1
you can just bear with me 3 little bit on newroanatomy, 1 think it’s easier to know that we
have different parts to support the brain and the spinal cord.

We have the skeletal parts, the bone parts, that we call the protective and supportive
part of the nervous system. And then we have the vascular part, the blood vessels, which
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bring nutsition and sugar, or glucose, and oxygen to the nervous system. And then we
have the ventricular part which is the irrigation system. In other words, our brain and our
spinal cord has to be kept moist. Believe it or not, all of you right now have a brain that’s
breathing. It's about the consistency of jello that’s congealed, with blood vessels over it,
and then it has fluid on the inside. This fluid is formed at the rate of ten drops 2 minute
in our ventricular system—they're like lakes inside your brain—comes out the back, goes
over the top of the brain, and washes it, so to speak. And then it comes out by way of
your kidneys.

Now, in our supportive structures, you Lave to have a skull to hold the brain inside.
You have to have your vertebrae to hold your neck up, and you have to have the
vertebrae for the rest of your spine all the way down to your coccyx.

Now, this is gene.al information. | don't think you need all of the details of how this
works, but I thought I would like to just give you an idea of your anatomy.

I'm sure my neuroanatomy professor would turn over, with horror, at my description
of neuroanatomy. But I feel you have to use functional neuroanatomy. What good is
knowing all the little blood vessels and all of the other things, if you don't know how you
can use it when you get finished. So I like to think of my fist and my wrist as represent-
ing the brain stem, and also representing the involuntary movements. And, then, if you
take your other hand and you put it over like an umbrella, this represents y our cerebral
cortex, or your thinking cells. There are six layers of thinking cells in your cerebral
cortex.

Now we know that if you see something, if you hear something, if you touch some-
thing, it has to go into your nervous system and he directed to the proper part of your
cerebrurv, or your thinking cortex, to be able to know what you're doing. For instance,
your hand gets on a hot pot, it comes off fast. You hadn’t thought about it. It's an
automatic reflex. But then a few seconds later you say “I've burned myself!” And next
you say, “It hurts!” Aid the next thing is, "What do I do about it?” Then you think of
all your first-aid courses, do I put it in water, or do I run first for the Unguentine, or do 1
have any other favorite recipe or treatment to get it better?

If we had the nervous system of an earthworm, we would just function in segments,
and part of us could be taken off at any level and we'd proceed again. I think one of the
most interesting things 1 ever did in college was to dissect the nervous system of an
earthworm. You can inake this worm go on in segments. With the human you cannot.
We're an integrated organism. We have to have a certain kind of rhythm and synchronous
movement, that is the learned function, in crder to get the proper response.

In terms of our thinking cells in our cerebrum, these cells are made up of protein, and
when one sensory impulse, or request, if you will, gets to them, these membranes are
supposed to hold back any other requests until vou get 3 motor response. Some of our
children, as I'll describe to you, later, have membranes that you feel have holes in thein.
But they don't. There are times when their nervous system is bombarded with sensory
impulses, and the brain gets confused. It doesn't know how to respond to it. If you
compare this to an electnical circuit, it's just as if you're putting too many appliances on
one fuse. You're either going to blow the appliance or blow the fuse, and then you have
to stop and start all over again.

Now, what difference does this make to an educator who, you know, just knows
you've got this little body there and you've got to start teaching. Well I think it's good to
know that there are certain parts of the brain that do certain thing:. If you think of the
cerebrum-this is the thinking cortex that you have in the front here. your frontal
lobe—these are the largest lobes you have, and they do not start to develop their really
good function until you are eight years old. This is the part of the brain that controis
personality and movement.

And then we have 8 very small lobe called the parietal lobe, and this controls the
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sensory area, the skin. When we’re doing a neurological examination, depending upon
your sensation with our pin—you know that nasty pin we people use on you—we can tell
whether your sensation is all right all the way down the track, and whether you're having
any difficuities in the brain itself.

Then we have the occipital cortex, which 1 told you about before, on visual percep-
tion, and this is visual, or vision, if you will. And we have the temporal lobe that comes in
here, right along by your ear. This.has to do with personality, but it also has to do with
hezring. Now, all of these lobes come in pairs. You’ve got two pairs of frontul lobes, two
pairs of temporal lobes, two pairs of parietal lobes, two pairs of occipital lobes. And when
you divide this up into five major areas, you have three that would be involved with
sensation, and one with motor control, and one with emotional reactions—that gives me
five—and the others go along with various other functions of the body. But if you know
that you have different areas for this, I think it’s important.

Cne thing we haven't found out yet is what particular part of the cerebrum is our
concept formation part and which is our symbol formation part. And 1 want to know
where is the goddam-it-to-hell part, because you take some children who can’t say an-
other word and they can say goddam-it-to-hell loud and clear.

The reason I feel there is an area that controls this, is that you can take a person witha
stroke of their dominant hemisphere, and they can’t speak, and yet they understand what
you're saying to them. And if they get angry enough or frustrated enough—and it can be
the nicest little old lady who never said a nasty word in her whole life—she’ll come out
louc and clear, so I think we must have 2 part of the brain that learns this, but we don’t
know just where it is yet. If I do any of this in the churches, I always say that maybe in
their religious training they learned sbout God, they learned about hell, they learned
about damn, and that that was a learned function in some part of the brain, but I don't
know wiich part it is. Anyway, there is a part that seems to know this, and I don’t think
it comes just from the speech area alone. ,

Now, we have this wonderful thing, we have it all there anatomically, but now we have
to develop its function. How are we going to get the messages up there so that we can use
them?

Well, this is where the most exciting part comes, I think. As physicians it’s only in the
last ten years that we are learning a little bit more about the functioning of the brain
itself, other than which is the area for walking, which is the area for talking, which is the
area for vision, which is the area for hearing, which is the area for speech. We're leaming
that a lot goes on in our nervous system over which we have no control. But we’re
learning through chemistry that we can change it.

So, when you burn your hand, it will pull away, and that means that you have had a
muscle reflex at a spinal level that takes it away. Meanwhile you aiso have another
impulse that goes up your spine that takes it to the brain stem and the brain stem is
where your blood pressure rises from—although it can also rise from your kidneys—where
your breathing starts, where your heart rate is; and all of this is involuntary. You're not
really aware that your heart is beating, unless it’s beating too hard, or unless a very lovely
mini-skirt has passed by with a good shape in it. It's done involuntarily.

Also, in this area is your conscious level-whether you're asleep or awake comes out of
this area. Now, when you have messages coming in, especiatly the burns, then it has to be
transmitted to what we call the thalomus.

And the thalamus is where the integrating of all the senses comes in. Also, you get all
your sensory impulses coming in here that have to be integrated and then sorted out as to
which direction do they take. Do they just come to here and then come back as a
response, or do they go up farther into the thinking lobes of the brain. And then we have
what we call the hypo-thalemus, which is a very, very important part of our anatomy.
And then we go up to the lobes that come along on top.
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But adding to this, we hav: what we call basal ganglia, on either side, that control our
involuntary movements. In other words, if you go to reach for a penci, and you have
trouble with your basal ganglia, you may have trouble picking it up. We have to differen-
tiate is that an involuntary movement over whica you have no control, or is it an
in tension tremor, is it something becsuse you’re nervous, because you're worried. You
know, some of us, if we get excited or worried, our hands shake, and they say, well don’t
have them on the serving committee for the coffee, because the coffee will spill out of the
cups. But this is an imporiant part.

Then we also have another part in this same area that controls our balance and our
balance is very important as you 80 well know. Because if you find that people have a
degenerating type of nervous disorder that’s affecting the balance and they stagger, you
know, as they're going through the door, most people would say, “Look at that souse,
and in the middle of the day, wouldn’t you think he’d stay home in bed until he slept it
of 1™ We have a job convincing our people with neurological problems like this to use a
cane. As soon as they bring a cane and use it they no Jonger look drunk. If their nervous
system is such that their balance mechanism is off, we try to convince them to use 3 cane,
because people will step aside, and not try to knock them over.

Just like if you have a child that has cerebral palsy, and has trouble with his foot, and
if he wears a brace, most people will say, “Aha, he’s not walking right because he has
something on, he’s wearing a brace, there’s something wrong with his foot.” That
doesn’t mean they know what the answer is.

If a person is hard of hearing, people will many times mistake them to be stupid,
rather than realize that they're hard of hearing. Because if you see them with a hearing
aid you are more spt to shout a little louder, and look them in the eye to be sure they
heard you. Whereas if you just don’t think they’re interested, or they're not getting it,
you're not s0 apt to make the effort.

So your impuises ate coming up, and they’re going right through and being iategrated
through the part of the brain that perceives, and then you get the motor response back
out. This is where education, 1 think, has become s0 important. You know if we don’t
expose our kiddies to learn things that they can learn by doing and repeating, we're not
developing their nervous system as it should be developed.

But then we have another set up going on, over which we have no control, and that's
what we call the autonomic nervous system. And this is the one that controls your
hunger, yout alarm reaction, whether you need to go to the bathroom, and 30 on. And
this, of course, is not ususlly under your control, although you do learn social graces that
make you become alerted to the notices the autonomic system tells you. In other words
it tells you when your bladder is getting full and you must go take care of it. It tells you
when you're a little bit afraid. 1t’s a reslly good alarm system.

Then, added to this, we have the glanda and your metabolism, which is your thyroid,
your pituitary, and so on.

You know, you read in the literatuce that somebody is all gung ho on metabolism, as it
causes leaming disorders. Then you've got another one who is all gung ho on the fact that
we have brain damage as the only reason for learning disorders. And then you have
somebody else gung ho on sonsething else. You know, everyone who is interested in any
particular part of this whole child will have something to offer. And 1 hope, this after-
noon, what we're going to be able to d» is to show how even in our nervous system we
have a multiplicity of function, but we have to have an interdisciplinary communication
in our own selves to get the rigit answer.

Now, if this is s0 in our nervous system, then certainly it must be s0 with everyone
who is working with a child, from their own particular discipline. Now, the one interest-
ing thing about this is timing and age. We get very upset with our teensgers because we
feel that they are not conforming or they’re having many problems. But 1 think the

38




problem that we kind of ignore, or we forget, as we get older ourselves, is their biggest
problem in their teens is their love chemistry. You know, all of their glands get moving
and giving them feelings they haven't had before. And they are wondering is it right to
feel this way or is it wrong to feel this way? And they’re not so sure they can share it
with the older people that they think have never gone through this before.

But, actually, human nature is such that we all go through the same things pretty
much at the same rate of speed when it comes to our love chemistry, and so on. How we
resct to them is conditioned by our own successes or failures.

I think I've given enough of this. If I can just give you the feeling that we have a
wonderful thing in human anatomy, and human function. We really don’t know how to
improve on nature yet, and we're just really leaming how much goes on in the develop-
ment of a nervous system of a child. And we're just exploring how we can play a role in
this,and whether it can be an effective one or not. The normal development of the central
nervous system really depends on an adequate structure of the whole nervous system
itself, and a suitable human climate. They have to be in a climate where they're going to
get nutrition, where they’re going to get stimulation, where they're with people with
whom they can respond. And this is what's really going to help in norrmal development.

1 feel the failure of adequate stimulation after birth interferes with the nomal d»vel-
opment of the central nervous system. This is not just my feeling alone, it’s the feeling of
everyone who is working with children. I1f a child is allowed to just stay in a crib without
any stimuli, without somebody cuddling him, without somebody talking to him, then he
is not going to develop his nervous system as fast as a child who gets a lot of attention.
And we know that emotional and neurotic difficulties and differences are caused by
environmental factors, and we will get into that in our next session.
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SEMANTICS OF SPECIAL EDUCATION
Dr. Catherine E. Speans

We decided we would call this section “Semantics of Special Education,” because that
is the closest to what we're going to dis~uss. The reason we get involved in this is because,
in the last decade, there has been much legislation trying to care for, or provide funds for,
ot provide some type of educational technique for any and every type of learning dissbili-
ty. And we don’t have any criteria, really, as to what is the disability: what is the
component problem, what i< the base problens, and how do we remedy it?

. So 1 thought it would be kind of fun to consider the words we use. Let’s just have
some fun with this, and let’s not take this, please, as a critical survey of anybody’s
dJiscipline. Now the one thing that’s not funny, though, is this. You know we have all of
the various disciplines giving equally as many diagnoses, with no communication rhout
what they feel about this little round wheel that we’re dealing with. And we have all the
teams with multi-disciplinary efforts, without an inter-disciplinary coordination. So we
have many teams all examining children. But I have yet to see the child in that same
schoot year get the benefit of what the team decided.

This troubles me because these children are growing in leaps and bounds. They’re not
waiting, and they don't care whether their school record says that they ave this, that, the
other thing, and that if their mother and father looked at them differently they would do
something else. They don’t care about that. They’re leaming, and learning fast. So I reaily
feel that confusion arises in defining the difficulty, and here’s where I'm going to have
fun

Now it depends upon the discipline and the type of background that this disciplined
person has had as to what the emphasis is going to be in the diagnosis.

Now you know when our Beatleston Act first came out, and we needed special services
for the retarded child, it was the psyrhologist who had the say as to whether or not the
child was retarded, emotionally disturbed, or anything else. But we hava two kinds of
psychologists. We have the psychologists who are analytically orlented, who feel that if
you didn’t breast.feed the baby—and I'm exaggerating a little bit now, just bear with
me —that this baby would always feel rejected by the parents, you see. This is what I call
the analytical psychologist. And then you have the organicist—the one who feels that
there is something lacking in the nervous system or in the psyche or in the intellectual
makeup that ir causing all the problem. Of course, I side with that one, bacause I'm the
type that thinks that there is & structunal defect, you see, but also functional. So thenyou
get all these children disgnosed either as retarded or not retarded, as emotionally disturb-
ed or not emotionally disturbed, as cul.urally deprived, etc.

So then we go on and say, “Well, we need another opinion. First we'll see what do
their eyes do?’ So then you send them to the opthalmologist, who's the M.D. eye man,
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who says, “There's nothing wrong with this child’s eyes that would cause him to have
trouble in reading. It must be you educators. You know you don’t teach the children the
way I was taught when I went to school.”

So then everybody gets their back up and they say, “Don’t send any more of the kids
to him, he’s against educators. He doesn’t tell us anything.” And actually what he’s telling
you is whether there is a Jisease process in the eye, and in this case, there isn’t. So then
you go to the optometrist, who does a different examination. He's testing the function of
the eye—not whether it’s diseased, but how does it track—do the eyes go together to the
left side of the page, go across the page, and then come back. This is what we call
tracking.

And ther, because of necessity, you get into th. field of neurological organization—
how to train the eyes to track, how to train the eyes to fuse—and this, you know, is the
big debate between the opthalmologist and the optometrist. And it’s still going on, by the
way.

So then you go ahead and say, “Well, we're seeing a lot of children who are not
retarded, but they have a learning problem, so we need a neurological examination.” So
you send them to a neurologis.. If you have the neurologist who is trained in adults, and
now does children, he doesn’t see anvtling about this perception bit. “What do you
mean, perception? There’s no such thing!” you see. But if you send him to a pediatric
neurologist, who trained in pediatrics, firsi, and then did neurology of children, he'll see
perceptual problems, you see.

But, again, you're seeing children, and you're not seeing them as little adults, because
as adults there are many other things that are going on that are not going on in childhood.
This is an organism that is developing as a child. He has not disintegrated as an adult. This
is du.ferent.

And also the way they see things is so different. And if you've ever had the
experience—and I'm sure you all have—of just being your own spontaneous self, with a
littie enthusiastic child whose eyes get real big when you can kid them—not teasing them,
kid them—and get them into a situation, that can be fun. You know you feel young
yourself. You really fee} like the world is beautiful, the sun is shining, and so on And this
is a situation that many doctors cannot do. They can’t get down on the floor and
examine the children if that’s where they can be examined better, there, than on an -
examining table. So this is the difference, I think. It's whoever is able to reach this child
who is going to be able to work wiih him. '

Well, then, we went on and we had the remedial teacher, or the remedial reading
person. And then we went from there to the learning disability specialist. And now we
have the learning disability teacher consultant, who no ionger has time to go into the
classroom to teach the teacher how to teach the children, you know. You just move up
and then who suffers? The child is the one who is suffering.

So then you say, “Well, you know, we evpect our teachers to do as much in the same
school day as they always did, but we give them more tests to do, we give them more
paper work to do, so they don’t have time to teach anymore.,” This is my one big
complaint. 1 just feel notody has time to be spontaneous any more—to do what they
really feel is necessary for that particular group of children.

So then you send them off to the psychiatnst. The psychiatrists are of two kinds—they
are like the psychologists—you have the analytical psychiatrist and you have the organi-
cist. So, then, if you have a psychologist who is an organicist on your team, and you have
a psychiatrist who is an analyst, you really have a conflict, so that they don’t come toa
certain agreement, you see. Or if you have two of the same background, but ali the other
educators and disciplines disagree with them, you’re still at a conflict.

So then you wonder if you should get everybody who 1.as the same feeling, and then
we’ll all be doing something and nobody will disagree with us.
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And then how do you go on from this. Wel! then we have the speech correctionist,
versus the speech pathologist. Now the speech comrectionist is the one who teaches you
how to pronounce your “s’s” your “th’s” and your “f’s.” So you're not saying “frain,”
“fruck,” and “frolley,” instead of “tramn,” “truck,” and “trolley,” you see. But your
speech pathologist is the one who is interested in language—how dc you use your words
to express a thought? And can you use this to express the proper thought? And do you
know when to use it appropriately? So we run this battle again. And then you have the
speech pathologist who feels, “If I can only get them at six months of age, not four years
of age, I can teach tham language.

So then we go from there. You have the motivation of the child and you have tne
motivation of the parents. And they don’t always agree, as you find out. A child may be
motivated to do something so that he can get a reward that makes him feel a good person
or a big person. But you have the motivation of parents, who want this child to reach or
function up to his potential before he’s ready—in other words you have to be thirty years
old before you're born now, because you don’t have time to grow in between. And this is
where 1 feel the motivation changes. If we’re just motivated to let everybody have a
chance to do their tlung, as the new terms go, at the time that it’s proper and comrect,
build th.m up to it, I think then we’re going to have a healthier group of people.

And then we have oppormunity. And I've had the feeling that we’re running into a little
trouble—at least I seem to see this in the schools that I go to—-where we'll have a teacher
who is very excited about doing something different for her particular class, and then she
runs into the rigidity of administration, where administration says that we've never done
this before, or we don’t have the money-—and rightfully so. I mean, I know that there are
money things you have to think about, too. But then the spontaneity and the opportunity
seems to me to be lost.

And if we could just get this opportunity, if we can get out and tell all our taxpayers,
sure we need to get cur sch.ol hudget passed this year. I'm out there on a soapbox every
year our school budget comes up, and, fortunately, we've gotten it passed. But you have
to sell something. You have to sell to get it passed. And then if you can sell to your
parents that you are the specialists in education. Sure, you'll share with them, but you're
the specialists in education, not them. Even if they went to school, they are still not the
specialists in education. I think this is what we have to be able to get across.

Now we come to materials. One school will use the Frostig .naterials. Another school
will use the Winterhaven materials. Another one will \.;e the Gillingham, or Open Court,
or ICPA. And you wonder, are we getting all that is necessary for the multiple needs of
the kiddies we have? Not everybody is going to benefit from Frostig, or from Winter-
haven, but maybe they could benefit frcm a little bit of each, at the time they need it
most. You know, can you take somethiny out of each type of tecching material that will
be specific for the child that you have?

Now coming down and driving down in the car today, | heard the man who just wrote
the book, Social Contract, Robert Ardrey, discussing genetics. And he was saying the one
thing he’s going to do before he dies—the one thing ite has to convince educators, is that
we're not all created equal. When we have 22 children in a classroom, perhaps only one

out of that 22 really has the personality to become presi-ent of the United States, and
the other 2] wouldn’t be able to make this role. Bu: also, not all <« the other 2] should
go to college either. We should not have to be making all of our children fit into a solid
mold thst only goes one way, when they, perhaps, could go in other directions and bavea
fulfilling life.

This comes back to one of the first lectures I ever gave when I came into New J<.sey,
when 1 was young and fresh. "'m a little fresh, now, but not as fresh as I was then. The
group had asked me to come and talk about epilepsy and seizures in children. At that
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time in New Jersey if you had more than two seizures you were not allowed in the
normal chissroom. You know we have all of the children who have seizures back in the
classrooms, now, except those who have emotionat difficulties that make them not con-
tainable in a classroom, and this is a big step since 1952 when I first came to New Jersey.
At that time 1 made ,he fresh comment that I would hate to think ir; twenty years that
everybody would be going to college, and I would’thave anybody who cotld make a pair
of shoes 1 would like to wear, or a suit I'd like to wear, or bake some bread that | haven’t
baked since I was a little girl, because everybody is so busy going to college. And, you ~
know, it’s not quite twenty years, but aren’t we about there now, whee the emphasis has
been on college so much that it’s not really a wonderful thing to be a good carpenter, to
be a good plumber, to be a good shoemaker, to be a good house cleaner, etc., which
should have just as much stature as going to college. And aren’t we trying to put too
many peoplc into college who do not belong there, and then we’ll have emotional break-
downs because they don’t belong there.

I just wonder if this is what we’re doing, and if we have to take another look at our
goals for some of our kiddies, and maybe we have to sell parents, because parents want it.
It doesn’t mean the children want it. But parents want it.

Well now, when it comes back to semantics, | thought you'd like to know we’ve gone
from retardation, to brain damage, to brain injury, to minimal brain damage, to minimal
cerebral dysfunctioning, to dysacousis, hard neurological signs, soft neurological signs,
emotionally disturbed, socially maladjusted—it’s all in the legislation. Yes sir, we’ve got
all these fancy, various medical diagnoses:

But did you know of dyslexia—we have had this word for a long time, and as of May
when I jooked this up—we had eighty different terms in the literature meaning dyslexia.
Now, it depends upon which word you use, whether you're talking about dysiexia Sol
thought you would bear with me and let me go along and tell you what I thin! dyslexia
is. You know, there’s nothing like having a non-educator tell you an educational diagno-
sis. All right? There are three different types or groups of dyslexia. There is a primary
dyslexia, which really is a composite of a developmental process or difficulty that’s
genetically determined. It runs in families. It’s familial in a person who has normal
intelligence, but czanot form a symbol that makes them read. And youll find this—
runs in families. That to me is the time you should call it a dyslexia. When this chil¢ has
had every ability or chance to develop all the percepts, but cannot create a symbol that
makes them read.

Then there’s the secondary dyslexias whose causes are what 1 call endogenous. In other
words, they can’t read because they’re intellectually limited. They can’t read because
they have out-and-out severe brain damage that’s interfering with the development of
reading. Or some of them can’t read because they have minimal cerebral dysfunctioning,
regardiess of the cause.

And then there’s the third, or the tertiary \ype of dyslexia, which I call exogenous.
And this one I feel is caused—and this is not just my feeling, I've gotten this from the
literature too—is due to poor teaching, to cultural depnvation, to emotional disturbance,
to poor family background, or poor family situations, and to poor motivation, or poor
opportunity factors. If they’ve never had a book in the house, how can they read? So I
feel that if we are going to use the diagnosis, or the term, dyslexia, let us make it the
parson in whom it’s a genetic thing that they can’t read, and it runs down through the
family.

Now if we have all of thsse different problems, or different diagnoses, what do we
have to be cautious about? 1 put down several things that 1 felt v'e had to be cautious
about, and one is that we have to be sure that the tests have meaning in tcrms of the
child’s actual real life learning. You know, we do so many tests, but if the child has never
been exposed to this kind of thing that we're testing, how do we expect him to know the




answers? He can’t.

Also, we find many children are given psychological testing before they have language,
and they have to be tested by their verbal ability. And they don’t have any. So you have
to give them a test that shows their performance, and isn’t trying to test the verbal ability
that they don’t have. Many people give a WISC to children under seven or under eight,
but the standards for that test were all set for ~hildren eight-years-old and older. 1 think
we have to be specific: What are we testing? Are we using the proper test to find out what
we need?

Then 1 think we have to determine the capacity to learn, this child’s ability to leamn,
the ability to deal with letters and words as symbols, and the ability to integrate meaning-
ful written materials. This is so important.
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And at some time we have to determine whether we work through the disability, o1
work around it. Because if the child has a disability, say visual perception, he certainly, if
his auditory perception is alt right, can listen and learn threugh his ears, and can give you
verbal responses back instead of having to put them on paper. Recause if he’s not reading
he’s not going to be able to write, but he certainly could learn and be tested, verbally. 1f
you have a child who has geod visual perception and poor auditory peiception, then
' hopefully, »ou’re going to teach him through his eyes.

And, then, 1 think theie’s a time in every child’s education when we have to figure out

f is the child out of gear, or isit the school? 1s the school program only for the exceptioiial-

ly bright child? Or is the school program for the exceptionally slow child, which is as just ‘v
as detrimental to th. smart child as it is to the middie child, or the middle learning child.

I think we have to take a look at this and not just say, “Oh, blame it on the child.”

And then we have to see is there a need for integration of inter-disciplinary talent. 1f
you have them all, wno is the boss? Who says this is thc problem. You know, somebody
has to pull it together and com.e up with the answer. .

And we need communication of two iypes. One is semantics, which we've been going
over this afternoon. And the other is phatic, the Greek word that means “to show.” It
comes from phasis. 1f you can say a lot of words, and the person doesn’t understand what
you're saying, then maybe you can show them. You know, the children turn out to be
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our best psychologists, in that they can tell whether you mean what your lips say by
watching your eyes. Because if somebody smiles at them, and has no laughter in his eyes,
the children take this as rejectior:, or criticism, or a sneer. We adults are not so apt to do
this, you know. ¥e’ll just say, “Oh, a bad day for that one,” or something like that. But
the children do communicate both by semantics and by phatic communication.

Another important thing in my opinion is that timing is necessary. If you bring in a
solution or a situation and the timing isn't cotrect it’s not going to work out. Now, many
times what I find in my private office is this. A mother will come in and say, “You know,
I’ve had it with the school.”

And 'l say, “What's wrong? You know, they’re only interested in your child.”

“Well let me tell you what my day has been. We got up late, the alarm: didn’t go off.
My husband almost missed the train, so I had to rush him off to the station to get him on
the train which he just made without his breakfast. M2anwhile the children ae hungry. I
get them fed. The refrigerator goes off. I forgot to buy the eggs. I have to get the clothe;
to the cleaners. I have to get the wash done, and the machine went off. The dryer isn't
any better. And then I thought, well, I'll get a chance, somehow I'll get caught up during
the day. And I get - call from school. ‘Please come get Johnny. He's suspended from
schocl.’ And that’s the rest of my day. And then1 find out at the end of the day, when ]
need my help in the zero hour with ry built in baby-sitter, that the television docsn’t
work. And then they expect me to like everything.” ‘

Now, what's happening? It wasn’t the fact that the school suspended Johnny, or said
he’s not working up to his potential, and that was the reason that she hau the conference.
It's the timing. Everything just seemed not to go right. And, of course, we can’t all make
it right. I know this.

But if we could just not put parents on the defensive about their children not working
up to their potential. I'd really feel very happy if you could go away feeling that you can
give hin time. I mean, the one panic button that gets pushed with parents, is if the school
tells them Johany is not working up to his potential. Why isn’t he working up to his
potential? He’s got an 1.Q. of 147 and he’s in the lowest reading group in his class.
They’re fairly upset by this. ’

So my prize comment, which doesn’t make me very popular is, “Well, why are you so
worried? I don’t care if he doesn’t reach his potential ustil he’s an old man.”

“Oh, but Dr. Spears, you don’t understand.”

I say, “Yes ! do. I don't care if he’s not reaching his potential as long as he’s learning at
the rate that he can do it comfortably, as long as he’s becoming a happy person within
himself, and as long as he’s getting some criteria by which he fits into our society and he
finds himself.”

I then go on to say, “You know, we have thousands of nervous system cells that never
get used in our whole life. We have them as our spares in case we have minimal cerebral
dysfunctioning that we didn’t know sbout, we can then use these other cells.”

Now this, then, comes down to my comment: isn’t it better to describe the child’s
needs without giving him all of these fancy disgnoses? Can’t we describe the child as we
see ' n in terms and adjectives that we know everybody is familiar with? You know, do
we have to give them such jazzy disgnoses? Granted we have to do it to get funds back to
provide the special educational techniques, but 1 think now we’re at the stage of over-
diagnosing o. perhaps misdiagnosing so that our children really are not getting the full
benefit of just being normal children who between certain ages need visual perceptual
training, and other times need other things. Now, this is according to neurological organi-
2ation: Between the ages of three and five, the emphasis should be on ianguage, emotion-
al development, and perceptual stimulation. And between five and six the stress can be
reading readiness. This is on the child that doesn’t have an obvious problem. Between six
and seven you are developing their visual perception. In other words, how they see things
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and how they can write them or put them on paper. And between the ages of seven and
eight is when your auditc ; perception chronologically is being developed. This is, now,
the nervous system mil_siones. This i. three to five. this is five to six, six to seven, and
seven to eight, according to the rnaturation of the nervous system.

You're not going to be teaching them how to be a public speaker if they haven't
developed the ability to speak. _

You'rz not going to put them into places or situations where the:’ ure going to get
failure before they ever get success. For instaace, if you have a caild whe has a great deal
of trouble with arithmetic, and, every day, out of ten problems, she gets eight wrong, it’s
always minus eight. I'd like her sometimes to just have a , lus two, or a plus three. or a
plus four. If you read our magazines today, especially the ladies’ magazines, they always
have a medical article that says, “Have you done this with your child? If you haven’t
then you have deprived your child of this, that, or the other thing.” And, immediately, it
puts mothers on the defensive, instead of saying, “Gee, you’ve done a good job.”

Let’s emphasize the positive thing. Like, you hear on the colieges 2out the children
who are against the administration or against the establishment. But you don’t hear about
the kids who joined together and formed a patrol to guard their buildings so they
wouidn't be set on fire by people who weren’t on the campus. Or who would go to
administration and say, “Help us, we want to take our exams, we don’t want to go home
and not take them.” We don't get those.

You see, the em~ .sis is on the negativ: thing. And, being an optimist, I think it
should be on the positive thing and not just always on the negative. Now that doesn’t
mean you disregard the negative, you do have to know these things.

Coming back to semantics. Serantics, to me, is a type of communication that insures
that we are all saying the same thing when we say neurological impairment. And I'll stop
there, because that’s wn.t I want to get into with you in the next hour. What is neurolo-
gical impairment from my point of view?
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NEUROLOGICAL IMPAIRMENT
Dr. Catherine E. Spears

Now, if you go to thelast page of our notes, where it says communication on the top,
in the inner circle you can mark intrinsic. And I'll explain it to you in a minute. Then the
next circle is extrinsic. And the third circle is environmental. And you can call these all

factors.
Emnvironment

Extrinsic ' : intrinsic

Figure )

Now, intrinsic means the gencrics or the genes that the child has. He’s made up of a
composite of genes and chromosomes, personality characteristics, hormonal characteris-
tics, etc., that make his own person. And you can have, in a family, children that seem
alike but it would be one in a trillion in a family that would have the same exact
composite chemistry, genetic composite makeup unless they were identica) twins. Parents
will say, “But your brother Johnny, he did 50 well and was no trouble, why can’t you do
aswell?”

But everyone has a different genetic component to start their nervous system and to
start their whole body. :

Now, extrinsic factors mean heart, lungs, liver, all the different organs of the body. «f
all of these have been functioning fine all your life, you're going to be able to get the
proper nutrition, the proper amount of protein, proper amount of sugar or glucose, and
oxygen into the nervous sysiem to help it develop. But if you have a child who has a
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chronic heart condition, they're not going to be able to b: nutritionally as healthy and
ready for various occupations as a child who doesn’t. If you have a child who has needed
exchange transfusions in the newborn period because of severe jaundice, this child is
going to have some deficits—even though it may be spotty—in the nervous system. There
was 2 time when this nervous system did not get enough oxygen, glucose and protein.

Now the child who is hungry, or who doesn’ get protein, his stomach is really going.
He doesn’t have enough for good growth or maturation. And you can’t expect to tsach a
child who is hungry in your classcoom, because his autonomic nervous system says, “feed
me, feed me, feed me,” and you can’t expect his intellectual curiosity to bebaited. These
children are not thirsty for knowledge, when they are thirsty for food. And if they get a
lot of carbohydrates, these are filling, but they don't give them enough protein, which the
nervous system needs to make it mature. Because these thinking celi membranes, that 1
told you about before, are made up of protein—they’re not made up of sugar. You have
your sugar inside the cells for energy and functioning, and oxygen, but you need the
protein to keep it contained.

So, again, if you get a history of a child having many illnesses that are causing this
youngster not to mature at the normal rate of speed, then, you're going to have a delay in
learnir,; also. Many times, for children who have a history of chronic illness, we have been
doing X-rays on their wrist for bone-age, and this gives us an idea of their maturational
age. This is delayed when they have had chronic illness. And it’s interesting that, many
times, in the presence of normal intelligence, your bone-age is the same as your function-
ing merntal age, and not the same as your chronological age. And this is all, again,
affecting the ability of the child to learn—how are they physically?

Now you have on top of that the environment, or the environmental factors. Has this
child been exposed to good health, or good home, good school, good neighborhood,
opportunity—all of this comes in. So that you just can’t take this round wheel that |
described before and say everything is going to be fine. There are all these factors—your
genetic factor, your health, and what does the environment do for you or against you. So
that we have to evaluate which is the important part in the child’s learning disability. Is
there something we can do to in~rease his health, or improve his health? This is where,
hopefully, the medical people would come in, because if you have a healthy child, they
are more receptive to any type of teaching or exposure that you give them. Sometimes
they are so receptive that they become 2 nuisance. You know, they want to know why,
why, why, why. And 1 don’t need to tell you people that the only way to turn that off is
to ask them why do they atk, right back. And all of a sudden they don’t know why they
ask so then they decide they're not going to ask you why any more. You leam that with
your own children eventually, I think.

Now, we can dc chromosomal studies and find out whether o1 not the child has the
normal amount of chromosomes. We do this in the Mongoloids. This has been the most
exciting part of chromosomal studies. In the Mongoloids we can tell what type of Mon-
goloid they are. We have three different types. We can also reasture the mother that she’s
not going to have another Mongoloid. | have two farnilies in my practice—one had four
Mongoloids and the other had three—and these were all conceived before the days of
doing chromosomal studies and we find thai they have what we call a trsnslocation in the
genes, so that every child of that union would be Mongoloid. And this is 4 heartbreak. We
are also just now finding out that there s a defect in the mother’s metabolism at the time
of conception that can play a role in the Mongoloid child, and that is a deficiency in
Vitamin B-6.

We are giving Vitamin B-6 in high doses to the Mongoloid children to make their
tongue thinner and make their muscle tone more firm. We don’t know, and won’t know
for a while, whether or not this will increase their intellectual ability, or intellectual
quotient. Now this is a chemical thing that we're finding out, and, of course, | think it’s
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1 3] exciting because I have the reputation that if she doesn’t know what to give you she
gives you B-6. you see. And now [ can say technically there’s a reason. We now find that
there are five different chemical problems in children that are deficient in B-6.

Farticipant: 1s there a great amount of difference between B-6 and B-12?

Dr. Spears: B-12 is the factor necessary to form red blood cells, to have the com-
bining power of your iron with your mechanism of forming red blood cells to make for
good hemoglobin. You know, so that you're not anemic. Now B-6 is an enzyme that
works to make you absorb the protein you eat and deposit it in the nervous system.

But we ar¢ finding out many things, you see, chemically that can give a reason or a
cat # for why a child is not learning. Agsin, you know, it’s whichever one is your
specialty. The i sychiatrist is interested in environment, you know, snd learning, etc. The
internist and the pediatrician are interested in the extrinsic causes, the heart, the lungs.
And then the geneticiscs are interested in the genes and the chromosomes.

But there has to he a common get-together of all of this information, so that you can
say, v.ell, now, what is the main factor that’s causing this child not to learn at the same
speed that you think he should be able to. It’s fascinating—something like crossword
puzzles—to take a hi:tury, and then you try to put all these parts together, and you come
up with an answer. ’ ‘

Well, now, supposiig you know all this on this particular child, but he’s having trouble
learning. And you get tack a note, hopefully from the doctor, that says this child has
neurolugical impairment, and needs supplemental tutoring, one hour a day, five days a
week. And then depending on whichever lecture he heard that week, he’ll say whether he
needs Frosti- or what-not.

But, anvway, you have the diagnosis of neurological impairment. Now you're going to
say, what kind, what i< it, what are we looking at? If your child who is neurologically
impaired has cerebral palsy, that means that the part of the brain that controls motor
function and movement is defective in some way. So what are you going to do with this
child in the learning situation? Aside from a coordination of going up and down stairs,
because tha.’s the part of the body that’s invoived, the biggest problem will be in writing
and drawing skills. You'll find a child with a hand that is spastic will hold on to that
pencil like it’s going out of style. Or they’ll have three fingers on the pencil, and they'll
have a great deal of trouble in.getting a smooth rhythm. When 1 was in school we used to
do the Palmer method, you know, get a certificate every year for good penmanship. You
know, it had its virtue, in that ic gave you a freedom of movement, a fluidity of move-
ment, if that's the term 1 want to use, that some of these children don’t have. But if you
put a very thick pencil into a spastic hand, you break up the spasm, so the child then can
move his arm and make h*s hand write. But if they have a very thin one it increases the
spasm. So their biggest dvuculty in the school, aside from playing ball, would be writing
and drawing difficulty. _

Next we have convulsive disorders. Now some people know of these youngsters who
have epilepsy. 1 don’t use the term epilepsy, because there’s so much outdated legislation
that it has a great amount of stigma attached to it. And, now, with the pills and drugs, we
can cure 30 many of these features that by the time these people are adults they shouldn’t
have to still carry the label that is no longer pertinent to their disability. Now what
difference does this make in a classroom? It makes difficulty in that there is a loss of
learning. The child is having momentary changes of attention, for instance in a petit mal,
where they would just have a period of staring and then they can take on where they left
off. But they would then have an interraption of atteation span, not only not be able to
have heard what the teacher said for those few seconds, they had a lapse of attention,
also, which means that if a teacher was teaching them a prorlem that had four steps to it
and they heard step one, but didn’t hear two and three, and heard four, and one and four
weren't relz*ed, they wouldn’t have it. She might go on to step five, six, seven, and eight.
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They'd hear five and six, wouldn’t hear seven, and hear eight. They still wouldn’t have it.
And these would be the children you'd be suspicious of, who couldn’t assume late: on the
first four steps and go on to step five, or assume the first eight steps and go on to step
nine. Tk~y'd have to go back and start at one all over agzin, you see, one, two, hree,
four, five, six, seven, ¢ight, and so on.

And, also, not only would they have a lapse of attention, they'd have an interruption
in their train of thought. If they're putting it on paper, you might get the front part of 2
sentence and the end, but not know what the middle is. Or they might start in the middle
and not give you the beginning, so that you'd have an interruption in their (houghts and
this would interfeie with le arning and teaching.

The child who has a grand mal, or major seizure—everybody knows those, they call
them convulsions. But these are all convulsions and you know that they're not going to
learn. Nobody tries to teach them when they're in a grand mal seizure. You're only
interested in getting the nurse there to get them out of the room.

But with a momentary lapse of attention, a petit mal, or what we call a “brief
absence” which is even shorter than a petit mal, these children lose a lot in a day. Then
taey are called the “‘proverbial daydreamer,” or “short attention span,” or “they’rein a
world of their own.” So, then, it ¢*pends upon which specialist you go to who gives
you the diagnosis. You see, if they're in a world of their own a1 d you go to a psychiatrist
then, you know, they're really psychotic or emotionally disturbed. If they are daydream-
ing, it depends again whether you feel that they are having momentary lzpses or whether
or not they're just doing their normal amount of wool-gathering, because they are not
being stimulated erough in the learning materials. But everybody does a certain amount
of this. When we get to our ages and start having lapses of attention and inierruption
in thought, we just blame it on old age and not the fact that we have petit mal.

betit mal is one of the most difficult of the seizure disorders to really bring under
complete control. Grand mal is easier, even though it’s more frightening. But we do try to
make it so that at least most of their days are fine. Now if a teacher is aware that this
child is having this difficulty and she’s presenting something, or she’s going to ask ques-
tions and she sees this—it's just as if a child would pull a shade down on him, if you're
looking at their eyes, they're just not with jt—and if a teacher is aware of this then she
wouldn't ask him a question during that time, because he wouldn't hear it, but wauld
wait until he came out, and then ask and he’d be able to answer.

This is very common in children. Ve figure one out of every two hundred boys have it,
and there are gitls too. We really feel it's connected with the male chemistry, but we
don’t know just what the connection is, because as adults, as they start into puberty and
go on, it disappears, whether you give them medicine or not. S0 we really feel it’s related
to something in the male chemistry, but we don’t know.

Then we have mental retardation, or pan-retardation. And that means a child that is
slow to reach all of the developmental milestones in my circle, of physical coordination,
intellectual growth, and social and emotional growth. Now we do know from many of the
studies, that by four years of age you have developed fifty percent of your intellectual
abilities. That doesn’t mean that you're using it, but you can tell fifty percent of what
your intellectual capacity is going to be. And that by second grade, eighty percent of
your intellectual abilily can be tested. So that you're going to know early which is the
child that’s going to fit into the over-all pan-retardation. That means all of the areas of
perception may be involved or slowed down in development—speech, language, social
development, emotional development—and these are the kiddies that are in our special
education programs for the mentally retarded.

Then we have the hyper-kinetic child. And this is the one that’s received 80 many
articles in the literature, both in your journais for learning disabilities, as well ac the
Ladies Home Joumal, as well as the other medical magazines that we have, too. where
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you get all of the different names that 1 gave you before: minimal brain damage, minimal
cerebral dysfunctioning, etc.

Actually, this is the one which should be thought of as the child who has rormal
inteilectual ability, who has a compotitive symptom which we call “soft sign,” as opposed
to hard neurological signs. You can tell the child with the spastic muscles, the balance,
etc. That’s a hard neurological sign. You can tell the child with a convulsion, most of the
time. That's a hard neurological sign. The overall pan-retardation, this can be a hard
neu-ological sign.

But the soft neurological signs come under the hyperkinetic behavior syndrome. And
what does t"13t mean? That means you have a child that’s hyper-active, going in all
directions. motor-wise, you know? They can’t sit still. They have to run. They have to
jump. They have to skip. If they start running, they have no brakes, they can’t stop at the
end of the door. They just go plowing right through it, literally climbing up the wall, over
the ceiling, and down the other wall. And this is where we get into the semantics of hyper-
activity vs. hyper-distractability, and I’'m told by the English majors that there’s no such
thing as hyper-distractability, it’s really just distractability. But the children I see in my
office are hyper-distractability. They’re way past distractability, they’re hyper.

But the question then comes up, which is causing the most trouble in the classroom? Is
it the child with the hyper-motor activity, the hyper-activity? Or is it the child with the
distractability who is not hyper-active? He can sit there, but he can’t stick to a task, he
has to keep shifting from one thing to another. That can be just as disconcerting, and hard
on the teacher and the child, as the child who runs around all the time.

And then you have under here a short attention span. You have impulstivity—they do
things impulsively, they don’t stop to think about it. They're not uncoordinated, they’re
incoordinated—-you know they just seem clumsy. They’re not that bad, you know, but
they bump into ‘aings, so they’re really incoordinated. Whereas a C.P. is uncoordinated.

Now this is the group of kiddies that have real trouble with perception. They have
poor integration and poor organization. You know it’s just like they’'re going in all
directions at the same time. Their thinking is this way, their arms are this way, their
whole body is wiggling this way. And these are the children who would go into the classes
for the neurologically impaired, or the perceptually handicapped.

You know, we have the pan-retarded in the special-ed classes for the retarded. We try
to keep the children in the normal classroom, if it’s only a seizure disorder. We put the
cerebral palsied child in the normal classroom, unless they are so orthopedically hondi-
capped that they need to be in the orthopedically handicapped class. And the hyper-
kinetic you hope to keep in the normal classroom. But this child may have to be in a
tmall classroom with six or eight children to a teauner, who can structure the classroom so
that they are not being over-stimulated, and then this feeds into their hyper-activity.

Now, we do find some hyper-active children who are hyper-active not because of their
nervous system, but because of emotional factors, or be~ause of some metabolic factors,
and then you have to figure out, do t .y need medication of do they need structure. But,
again, we try to keep these children in as normal a classroom setting cs possible with the
help of perceptua. training.

Now, we have language and communicction disorders, and since the epidemic of
German Measles in 1963.64, where the mothers got Germun Measles, we are runsing into
more and more kiddies with language and communication disorders. These are the kid-
dies, some of them who are hard of hearing, some are deaf, and because of these two
disabilities have trouble with language and with speech. And their needs are differer.t also.

But the thing ihat we have to determine—these are zll neurologically impaired chil-
dren—what is the area of their greatest deficit that needs the help? We want to keep them
in as normal a classroom situation as possible, but one that gives them the extra help in
the area they need moast.
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Now, in this era of drugs, you know, everybody’s worried and rightfully so, but most
of the time you have parents w0 are worried, who say that 1 don’t want to use a drug on
my child to slow dewn his behav'or bacause he might becume a drug addict like the
teenagers. My experience has been that the children who are ou drugs—and when I put
them on they're on it to stay for two to four years, if it’s a convuisi.e disorder, or if it 'sa
behavioral one, it’s a year at least—they are 3o glad to get off pills they wouldn't even
want to take an aspirin. And I now have them in my practice old enough to be teenagers
going on to college. We discuss the drug picture. But again it’s hard to convince parents,
especislly when many articles are written without too much medical-chemical back-
ground to give them the basis for saying what they’re saying.

Medicine does play a role. Now how does it play a role? On our hyper-active child, or
the hyper-kinetic child, who is both hyper-active and hyper-distractable, impulsive, etc,
we do use two groups of drugs. We use the amphetamines or the spead drugs, as the
teenagers call them. And it works in reverse on these children. Inctead of making them
feel high, like it does the teenagers or the adults, pep them up and make them feel like
they've got oomph, it slows down the hyper-active child. Just like phenobarbital, in some
children, will send them right up the wall, pep them up instead of slow them down, and it
workse this way in children. We also use—you’ve yrobably read a lot of th: works on
ritalin—we use it also for the hyperkinetic child. I've been uting ritalin more than the
amphetamines, only because, if there is a prescription for amphetamines in the house, and
there are older children there, you don’t know whether they want to try it, because a" of
the information coming out is the children start on drugs depending upon how many
drugs sre in the home medicine closet.

You know, the pain killing drugs aren’t thrown out when they're no longer used, vou
want to save them because you paid for them, and you might need them someday when
you have a toothache. We all do this. But again, I''n not giving prescriptions unless this is
actually what is necessaty, and I'm only giving enough for the amount that I want the
child to have. So that parents can keep a tab on how much is being uied, and whether it’
being taken.

We had this experience. wnich is a little off the subject, but I think funny, sithough
not so funny when it happened. This was a mother who came in very upset and told ne
she didn’t know what she was going to do with her daughter, because she hated her at the
moment, and I said to her, “Why do you hate her?”

She said, “We!", I never thought it would happen to me. I've been on the birth control
pills so that I wouldn't get pregnant, and I'm preganant.”

1 said, “Are you sure you've taken the pills?”

She said, “I took them faithfully, just the way the doctor told me, and i'm pr-gnant.”

And I said, “Well, there are other ways of preventing conception, if this is wha’ vou're
here fur, you're not getting it from me. You go to the obstetrician and gynocologist and
they’lIt fit yon in.” .

But ghe suid, “Wait, hear me out.” She came home one d.y and found her daughter,
who was babyiitting, having intercourse with her boyfriend on the sofa. So she said to
her, “Don’t you know what this means? You’ll get pregnant.”

The daughter said, “Oh, no I won't.” You know what’s comiug, don’t you? “I've been
taking your pills and putting saccharine in your pill box.”

And this is a woman over forty who, had chosen not to have any vixo.¢ children. Now
the reaction of the mother was she could Literally have killed her. And you know you
really couldr’t blame this kind of rejection. But it gets a little scary, and this does
hsppen, an” 1 ¢c »d give you a whole bunch of other ones, you know, that they come in
and tell me sbout, buc you never think, you just never think that this is - sing to happen
when you make a prescription.

So I'm being very cautious about amphetamines, Lecsuse vhe kids do know what it is,
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and they do know of it as speed. With ritalin they haven’t caught up to it as an anti-
depressant. If they’'re very depressed it might make them feel better, but we're not going
to tell thera that. They'd rather shoot heroin, because then they can sit in a comer, and
they can let the worid go by, and they don’t have to feel anything about it. At least this
is what the teenagers tell me who are on drugs and are trying to get off.

So medicine does play a role. Vitamin B-6 certainly does play a role, because it’s using
an enzyme to rnake them absorb their protein. High protein diets, of course, are impor.
tant but then we come into the economic factor, for some people, tecause protein is
expensive. And then we have all the tranguilizers that many times have to be used in
addition or in conjunction with ritalin, or with any of our other drugs. But these should
only be temporary, and again, not in too great a dosage that they can be all mixed up and
have teenagers try it to see how they fee] about it.

Of course, some people say well, what’s the difference, why don’t you let them take
the tranquilizers rather than to go into the whickey supply and mix up all the different
brandies, scotches, ryes, rum, and everything and have them fall flat on their face? But
which is worse, liquor or the tranquilizers? At least we know better what to do about the
liquor. Yop know, we can give them infusions, we can prevent them from having a
hangover, fnd a few things like that. So maybe that’s a little safer than getting them off
mixing up. the different kinds of tranquilizers that chemically don’t work well together.
But this is what we’re running into a great deal in our private offices and in the emer-
gency rooms.

Let’s go on to neurological impairment.

We know that children with neurological impairment, no mattes how minimal are
going to have a combination of a learning disorder and a behavioial disorder. Now, it
dependt upon how this is resolved, whether or not they go on to have a personality
disorder. In other words, the earlier you can diagnose the neurological impairment—the
sooner you can make the educational prescription or the medical prescription—the quick-
¢r you are going to help this child develop a good self image. If this is not done, then this
child that has an unresolved learning problem, an unresolved behavior problem, develops
a permanent personality problem, as an adult, and goes on to acting out, etc.

Educationsl Medios!
“Neurological
Impairment”’

Emotionel

Figere 2

A person has to have a self image, which many times itn’t always good but most of the
time it should be good. You have to believe in yourself. My favorite expression to the
teenagers is one of the Ten Commandments, “Love t.y neighbor as thyself.” If they
don’t like what they see in themselves, how can they like what they see in others? 1
always bring that point in, because 1 really believe it.

So we have educstional, medical, and emotional factors. If there are strong signs of
neurological impairment, then how are we going to differentiate this? The medical part
would be the hyperkinetic child that we just talked sbout. Now this hyper-kinetic child
is going to need medical help before he’s ready to leam. He'll need drug therapy, and he'll
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need home structure. His parents have to be taught how to structure the home to make
this child containable. '

Now we have some children whose greatest minimal cersbral dysfunctioning is in the
line of perceptual motor impairment. Yet, they're not hyper-active, they're not hyper-
kinetic, they're not hyper-distractable, but they can’t integrate their percepts. Now their
greatest needs are educational ones. So they need an educational prescription, and they
need school structure.

® Now either one of these can have an emotional overlay . But you can also have a child
with an emotional difficulty—whose difficulty is primarily family emotion. He can either
be hyper-kinetic or perceptually impaired, because he is not being given the stimulation
at home to develop perception. These children are hyper-kinetic because they are not
getting the structure they need, or the acceptance, the feeling that they belong, and this
particular cause then is one that needs psycho-therapy and needs parent/child counselling.
So that you are able to have this child content to stay in school and leam, and not be
worried about what’s going on at home, or whether mother’s going to be there, or
whether daddy’s going to come home, things like this. If a child is so worried about the
family dynamics while he’s in school, he can’t learn. He’s too worried. And don’t under-
estimate the ability of a child to worry. They worry about Jeath, they worry about
health, they worry about what they are, who they are, where they’re going—and our
teenagers are very worried today about what is next for them. Especially our boys, you
know, who have to worry about going into the service. They don’t know whether to go to
college and then in service and then professional school, or to go to service, then college,
then professional school, you know, it’s a lot. They don’t know whether to get married,
take on the responsibilities of a family and go in service, etc. You know the men are
really thinking a great deal in this way and these are the things that make cause for worsy.

The thing that I'd like to get across to you most is if we get all disciplines communicat-
ing with each other, knowing what they’re saying, we still have to remember that it’s a
role of the classroom teacher to reach the individual child. And she’s the one that makes
this child feel ten feet tall. Because a child has to feel ten feet tall in something. If he
can't do sports, then, for goodness sake, find something that he can do that he can feel
ten feet tall, even if it’s that he has to collect birds’ nests and come in and give a lecture
to the class on birds’ nests. Let him feel ten feet tall, or let her feel ten feet tall, and 1
copied this from one of the Leaming Disability phamphlets: “When instruction fails to
arouse interest, when attentions lag, when thinking dulls, the search for explanation
should replace reproach and criticism.”

I had a little youngster that was teiling me very proudly her poem and I’'m going to use
it in context: She said to me, “l know a poem.”

1 said, ““all right, you tell me.”

“Twinkle, twinkle little star, how 1 wonder what I are.”

And I think we can change it, and | made up my own poem, and I'll try it on you:

“Twinkle, twinkie little star,

how we wonder what you are,

in and out the school you file,

we trust you've leamned in proper style.
Thank you,
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SOCIAL SERVICES FOR CHILDREN-~A COMPREHENSIVE
APPROACH

I'm delighted tc be here this morning and 'm also delighted that upon coming into the
room | noticed that most of the front seats are taken, Now this indicates to me that
you've been quite satisfled with what’s been going on, and that you’re interested, and
want to get more.

Dr. Braun and | thought that we might make individual presentations and then
entertain questions. We might even question each other’s ideas, and yours, too. But first
I'd like to present a kind of a framework within which | might say a few words.

To begin with, professionally, I was reslly connected with delinquents. I wotked with
delinquents some six years, both as a counsellor and later as a case worker. | always had
some questions in the back of my mind as to why children behave the way they do.

Incidentally, they taught me a good many things. | learned from them about human
behavior, and to this day—whether it’s adults, children, or teenagers—1I can always see,
reflected in the lives of the children I work with and the young people | work with, some
of the things that they have taught me. You know, you learn very easily and very readily
when you work with children directly—every day, twenty-four hours a day. When you're
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right with them.

Then I had some experience working with the Community Service Society in New
York, where 1 was director for Camp Seabreeze, on Staten Island. We had mothers there,
with their children from ten months to eight years of age, and they stayed for three
weeks. So 1 had a wonderful opportunity to begin to see in the younger age
groups—three, four, five, six, seven year olds—what I had been seeing in eight to fourteen
year olds in the school for delinquents.

And then I thought that I might work with children in the community in terms of
child development. So, we had an NIMH project, for about two years, for chil-
dren from two years to five years of age. So I have had an opportunity to see, not
only within the institutional setting or the camp setting, but in the neighborhood setting,
what could happen with children. And, of course, I've worked with Head Start, and more
recently as the director of Social Services for the Nationa; Head Start, and I've had a
chance to travel all over the country.

The subject I've been asked to talk about has (o do with social services for children, as
a comprehensive approach and 1 think that Head Start has given me one of the great
opportunities of my life, because I've had the opportunity to travel widely, and to see the
conditions of men, and, particularly, conditions of children. So that I've had the
opportunity to work with the Hopis and the Navajos and the Seminoles and the
Mexican-Americans in California and Texas, and the blacks in Alabama, Mississippi, North
Carolina, and also some parts of Appalachia and West Virginia andKentucky So I've
been around a bit.

I've had this feeling about the need for services for children and, as a social worker, it
occurred to me that what we ought to be talking about is social services for children, but
on a comprehensive basis. I started to redefine what is meant by social service, what's
really meant by social work, what’s really meant by social welfare. 1 came up with the
fact that when we talk about social work, we’re talking about 8 methodology. It’s a way
of doing something, a systematic way of domg something about social conditions.

When we talk about social welfare we're talking about a broad aspect of concern. If we
go back to our Constitution, the Preamble talks about 8 good mauy things, and among
the things it talks about is concern of governiment for the general welfare. To my mind,
that’s what we're talking about when we’re talking about social services. We're talking
about the general welfare, or the social welfare, of all of the people—those who have and
those who do not have.

When we’re talking about social services, we're talking about the opportunity we have
to provide all people with services. And this is what happens in order to formulate any
kind of a neighborhood or community, or nation. Services must exist to facilitate life.
And they’re social in the sense that we have agreed among ourselves to supply each other,
as the need would occur, with services we might have occasion to want.

I often talk about the doorman at the hotel who stands there waiting for milady to
come in her Rolls Royce, to open the door, and to help her with her bags. The fact is that
the hotel management pays this man to be there whether milady comes or not. That ser-
vice is provided whether milady comes or not.

When you begin to think about the needs of children, you realize that all children have
needs, and we know about them.

We know thst they need nutrition. We know that they need medical care. We know;
that they need to be educated. We know that they have psychological needs. We know
that they need dental care. We know that they need parents to back them up as sufficient
supports so that they can develop as matuse persons.

We know this, you know. These are given for human life. And, somehow, in America,
we've reached the point where we’ve got to decide, “are we going to follow the ideas of
Athens, or are we going to follow the ideas of Sparta.” You may recall that in Sparta the
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tendency was to get rid of the weak. Physically or mentally weak children were destroy-
ed, becau.¢ Spartans wanted to be strong, and be able tc fight and conquer the enemy.
And so it is within that framework they developed their children. Athens, on the other
hand, was concerned about the mind—the development of the mind of the person—not
the mental heatth of the person, as we would call it toda;’. And they were more for the
conservation of human life, and the preservation of human dignity.

So, we have some choices to make. We look at our local and national budgets, and we
still have some choioes to make: whether or not we are going to take care of our children,
or whether we put men on the moon, or whether we make super jets. We still have to
make these decisions. It seems to me that you, as lcaders, have the opportunity to help all
of us make the decision. Will it be Sparta or will it be Athens?

And thex, we have another thing about which we are concerned. You may recal! Plato
in the Republic, Book Five, described the society that he envisioned. And it’s ar amazing
thing how, to this day, we still persist in the ideas that Plato presented: that society
constitutes a pyramid. There’s a king, and the ruler is on the top, and then the army to
make sure that the people at the bottom don’t rise up and overturn the rulers. Then you
have the artisans that provide all kinds of things, the vegetables, and the fruits, and the
meats, and so on, to support the army and the ruler. And, at the bottom, of course, are
the serfs and the slaves.

We still have the idea that a lot of people have to be down below with just a few
people on top, despite the fact that our industrial civilization has changed all that. In
spite of the fact that, actually, according to Merton, at Columbia, we have a middlie bulge.
And he wasn’t talking about that wonderful breakfast and the extension of your stom-
achs, this morning. He was talking about the fact that our society has changed. There is
still a small top, but there is a much smaller bortom than there used to be. And thereisa
great middle bulge, because so many thousands of people, the poor, so-called, and so on,
have moved up into the center, and a lot of people who used to be on top, since the
depressions and the loss of money, have come down. So that we get this great middle
bulge in our industrial and technological society. But despite this great middle bulge, we

still think of this pyramidal structure.
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Once we get hold of an idea, somehow we never give it up. We talk about how rich we
are, how many things we have, and how great we are, and yet we persist, someho., in
thinking that we have to have poor people. Can you tell me wi.y?

Well, the thing I'm concerned about, though, is this: If we have all these different
kinds of resources, how do we use our resources? How do we use our services? How do
we use our rinds? How do we develop our children?

And it seems to me Head Start gave us a clue that we ought to follow up, because the
Head Start program is a program that has three prongs to it. Despite the fact that these
prongs have never really been developed, they are nevertheless there, and as leaders within
the community you can help to make these three things come true.

The first is that Head Start is a comprehensive program—comprehensive in the sense
that it provides, or should provide, the education for children, the nutrition, medical care
and examination, the dental care, the use of volunteers, the use of psychological services,
and the use of what you might call community aides, but I prefer to call professional
associates, and the use of assistant teachers. These are the supports, these are the re-
sources, for Head Start. These are the resources that all children need to have, the rich
and the poor alike, so that they might develop to the maximum of their individual
potential. And we have in our communities other resources: business, housing, employ-
ment, recreation, government, and so on. But the real point is the linkage between the
child and his family to these resources in the community. And that becomes the mission.
That becomes the real chatlenge How do you link the children and their families with the
rasources, on the one hand, and then see what resources the family and the children have
that they can also contribute to the community and to tae nation, so that it becomes a
reciprocal kind of relationship. That’s the way we build a strong nation. So that the
children and their families can contribute to the nation, and the nation, or the communi-
ty, or the neighborhood contributes to the family and the chidren.

Second, it’s interdisciplinary—interdisciplinary in the sense that the nutritionist has an
opportunity to wotk with the doctor and with the dentist and with the psychologist, and
with the low-income people who would be here, with the professional teachers, and with
the other people in the ¢omunity, in consideration of the child and the family. This
becomes a focus, and together we meet to talk about the needs and how can we relate
ourselves to each other to provide the kind of sustenance, and, I like to call them,
developmental provisiom, if you please, for these families and-these children.

Then, third, it is a community action program—community action in the sense that if
nutritional services are not available, and there’s a gap, then together we can work to see
that this service be provided, or that psychological services be provided, that medical care
or dental care be provided. Because we have identified the gap. We know the need. We've
thought about it, and we've made 8 decision what kind of people we want to have
developed in our nation. And having stated that, we go back and see what they need to
achieve this. 8o it is not only a comprehensive program, and an inter-disciplinary pro-
gram, but 8 community action program.

So what we have here is what I like to call a wheel, and 1 would like to remind you
that the wheel, in all civilization, has been the most significant contribution which the
mind of man has made. If we think about the significance of the wheel in our society, and
all civilization, it has been wonderful. It has been the thing that has really helped man to
develop his potentiality. So I've set this up as a wheel, just to remind ourselves that the
wheel is still a very important tool for man to use. (see Figure | page 61)

One of the things, from the point of view of educrtion, that I'm also concemed about,
is our understanding of what we mean by education, And I like to think that since it has
come from the Latin educo, meaning to lead out of, to set forih, that I'd like to use that
as the way of looking at education, Education does not mean “pouring in,” as one fills up
a cup with water. It means being able to get out of the cup that which is within—out of
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SPOKES OF WHEEL STRENGTHEN WHEEL AS THEY
’ SEPARATE ACTIVITIES

1 The child and his fumily, as focus of the program.
2 The classroom, with teacher, assistants and supportive services (Social Services).

3 The supportive services as Social Services. Example: Psychology, Social Welfare,
Nutrition, Medical, Dental, Parent Activities, Social Work, Education

and Training.

4 The commumty resources and services. Example: Hospitals, Legal Services, Em-
ployment Services, Volunteer Services, Recreation, Housing, Planning
Commission, Public Welfare, Business and Industry, etc.

Figure 1
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the human being that which is within, all of his potentialities that are there. How do you
elicit these? How do you help the person to get them out?

So my emphasis is on leamning nather than on teaching. You can teach a thousand
facts—the student selects one or two, and he’s quite satisfied to learn these two, and
that’s all. That’s as much as you can do. You might flunk him, but, you know, he still
takes two out of a thousand. So, the point is, how do we help people to leam? Because it
is through the process of learning that one begins to lead out of himself~and that’s one of
the great contributions of education—creativity and imagination and the skills and ability
to use one’s self on behalf of one’s self and other people. So, educo, to lead out of,
becomes very significant when we begin to talk about human beingi. and their develop-
ment, and particularly the development of children.
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Dr. Samvel 1. Braun

Clinical Director, Preschool Unit
Somerville-Cambridge Mental Health and
Mental Retardation Program

MENTAL HEALTH COMPLEMENT

When 1 woke up this moming, I woke up abruptly at around 6:30, snd I had the
terrible feeling as though I'd met somasbody in my dream, somebody who 1 know doesa’t
thinking, How can I get that person to listen? And I woke up, and

thinking sbout. I was thinking sbout you. Because there is absotutely
no worse than to come in, in the middle of the week, after you all have been
together, you've developed something about what you're up to and here we come, and we
feel like two left feet, and ‘we want to get in and share it with you.

What | wanted to start talking about, was to kind of sketch something that 1 guess
we're all kind of having to grapple with, which is, somehow, how to make the experionces
thet you're thinking sbout in early childhood--or in schools, or wherever, that you want
to call education, or child development—how do you make it so that it's human and it
feels human, and it’s ?

I'm reminded of a story that somebody mentioned about visiting one of the up-
country sites in Scotland, where they had no problem with older people feeling de ‘on.
dent, and useless, and out of touch with things. And one of the things that that person
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noticed as he traveled around Scotland was this: You go into the drug «iore, snd vou
can’t get anything without asking for it, and it takes a long period of time to get it. But
they had set a couple of chaits around in the drug store. So, while people were waiting,
they talked with one another. And there’s nothing that feels better, I guess, when you've
got a pain in your elbow than to find out that somebody’s got theirs in their ankle. You
can talk together, and realize that you're not all alone, ar.d that you can really actuslly
care for one another.

And | guess that that kind of a problem is what we face in our own country. | happen
to work in two cities that have a population of about 80,000 each, thai’s 160,000. And
our Char:ber of Commerce, at least the Chamber of Commerce that tries to go for grants
from the Federal Governm:nt, explaing these are cities that are glmost the most densely
populated in the country. We're all squinched together. We have very little recreation
space, and things of that sort.

And what | became very much aware of was the kind of thing that hap,: .ned when |
wai working in Head Start as a consultant. We would try t0 make refenals into the
agency from which | was also subcontracted, and my agency was acting unwittingly in a
way that wasn't making that experience of calling a very human one. The person might
have to be in touch with six or s.ven different people. It’s something like having to try
and explain to American Express about the credit card that goes awry somehow, and you
keep getting letters back from eight different places, and twenty different people. You
don’t know who you're relsting to. 1 thought this was applicable to Head Start, but 1
scnn began to realize that it really is applicable to everybody. It isn't just the low-income
person, or the person who is reaily kind of on tenterhooxs, and woi.. ering what Le’s up
to, and trying to get services for himself. It’s true of everybody.

We reaily have to rethink this, and look at how we make the hoops for p+ople, and
how inviting, and how much it comes across that we care. Because it takesa Jot of effort
to care—more effort perhaps than ever. You only have to go into a supermarket, and you
realize, you know, that the big object of the game is really getting a number of people
into the store to buy as much ss they possibly can and get them out again. In the process
they may accumulate goods, but not many human contacts. So 1 thought that maybe I'd
like to suggest some ways in which you may look for resources that you may a0t think
sbout.

One of these resources came to me through having been involved in an industrial-basec
day care center and its creation. One of the things that we became aware of was that
businesses were belching out styrofoam forms and little metal discs and ail kinds of
curious little pieces of equipment, and, lo and behold, nobody ever thought of these as
anything but garbage. But it takes somebody to see with a new lens in their eyes, to look
at something from a different point of view, from the viewpoint of human beings, human
growth and development, from the viewpoint of kids. Kids do that—I guess it’s one of the
things that’s nice sbout them—they remind us every once in a while that we're human and
we're very, very vulnersble, and we'’re very charming, sometimes.

But what we did was begin to accumulste some of these materials, and the kids used
them in very, very meaningful ways. I mention it as something that you might do. Go on
a scavenger hunt, somedsy, or hsve 2 community group go out on a scavenger hunt to
scquaint people with the fact that you do want materials like that for your prograin. And
one of the things that'’s astounding 10 me is that the mea that wark on that end of the
business, where they look st that materisl, kind of smile, and they feel better themselves.
Tiey may not have given money~—maybe they will next time--but they get a feeling about
kids, and what you are doing within the community that way, | think.

What's another example? Another one, it seems to me, has to do with high school kids.
Having 10 deal with high school kids, today, is no easy chore. One of the problems lies in
how relevant we make some of the experiences that they have. And one of the things that
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seems to me very, very successful is having high school kids taking child development, and
using little kids as a way of leaming about child development. They start getting a feel for
what it feels like to be with akid, and whether o1 not they have anything to offer. I think
that they find out that they do, but slowly. .

So there are alot of things that are within your own purview that are possible without
having 1o go to the federal government.

But the other thing that I wanted to talk about was this. I work out of a mental heaith
clinic, by and large. We cover an age range from two to seven, and we have little special
classes and what not. But the major part of what we have to offer, I think, is teacher-
home visiting. Rather than talk in great, laborious, enthusiastic terms about teacher-home
visiting—which may or may not be of any interest to you—I thought 1 ought to mention
some of the things that you can, with a parent, leam together. What kind of skiils do you
have, and what kind of skills do they have that help you kind of bumble along, some-
what, to find out what is going on with their kids.

I was struck, in going through your packets, last night, that some of the things that
were in your packets seemed to me the kind of skills that you're trying to pick up this
week, and will probably be wanting to brush up when you go back home. One of the
skills that you picked up, on Monday, was abservation, and you'd be very, very surprised
how people do not know how to ohserve their kids. They just don’t know what to look
for. When they come in and tell you about their children, they tell you only about the
top of the hills, not the meadows and valleys, and they leave you somewhere, I'm not
sure where, but you don’t know what they’re talking about, because they don’t tell you
enough details.

Like 3 mother that comes in and says that she thinks her child is retarded. She has
kind of selectively not seen what her little boy can do. She is continually saying he does
the same things as her little daughter. Only with someone kind of observing, like you did,
to get the data, is she able to come to some conclusion that that was not true. She came
with 2n idea of not being aware of how to observe and what to look for. So you have to
kind of say, “this is what to look for.”

The second thing, was something about a framework—as 1 understand it, you’re deve,-
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oping some of that in what you call objectives—but some framework within which to
speak about kids. Because 1 think that very often you will meet people who will 100k at
children and apply nothing but theological imagery to their children. They want them to
be good and well behaved, period. Theat's the only thing that they want for kids. They
seem to think about bad and good, period, and don’t fill out anything more.

That’s kind of sad. But equally as sad is for somebody to say, “I want my kids to be
free and creative.” That’s the -only thing that they work and operate out of, and that’s
not enough "*s not sufficient. These are all aspects of things which must be fit into a
larger framework within which tolook at kids. I think that’s one of the things that you’re
trying to pick up here, and one of the things that you may be able to help a parent with.
Because they're not sure how to talk with you.

A third thing that 1 think you have to offer, and 1 hope you'll pick this one up, is a
way of translating a very abstract idea into very concrete operations. My experience with
early childhood teachers has taught me one thing that I value deeply, and that is their
ability to take an idea that seems complicated and make it so that it can be applicable in
very simple form to a kid and to a parent.

One of the best examples that | can think of was a family that every time they got
together they screamed at one another--at the dinner tabje each one would scream louder
than the other. Sometimes, having such a family play a game, such as Lotto, and making
clear to them that people take turns and what not—and then, at the end, suggesting that
that’s one way in which you carry on a conversation, is a way of helping people to
appreciate how to look at one another and how to converse with one another.

Another thing that has been very much clearer to me is something about possessions,
and where one keeps belongings, and whether one feeks like you have a belonging. In
some families there’s no place to keep belongings. But when you're talking about where
to put these belongings, you can suggest that a shoe box works out pretty nicely. And
this can be a way in which a child can leam to play, once he feels like he knows what he’s
got to begin with, and his things aren’t all over the place.

A fourth one that occurs to me is th. * the very idea of education suggests to me that
there’s a future, and that there is soraething that embodies growth. And the thing that
I'm thinking most sbout is how difficult it is for a family to kind of leave off, and a school
to begin. That is not an easy step for any kind of family, I don’t care who they are or
what they are, but especially for the parents who have lost their last child to school. It
isn’t uncommon to have difficulties that occur around going to school. And it isn't
uncommon for the parents to be very angry with the teacher—to feel that she’s not doing
everything the way the mother was doing, and that kind of thing.

It's really a very, vety big step for iwo people to make. For a kid it means the
beginning of a school career, and really growing up and being away from home. For a
parent, I suppose, it means something about the fact that you're getting a little older.
You know, if you're a mother who has just finished raising five little ones that are always
at your feet, you miss that. Because all of a sudden you're dead-face up against the
question, now what with your life? How will you spend the rest of it? If you live in a
suburb, I suppose you say, “Well, I'll takk to the other ladies,” only to find that when you
go out the door there’s nobody there. Very few people stay home.

I mention that as something that you’re probably sensitive to, and that you want very
much to kind of include within your program, rather than to see you have to start a
program with all the kids coming on the mame day, for example. You're starting a
program, but 15 it an early childhood program that takes into account the fact that there
are families, and that there are kids. And that there are feelings involved, and one must
think about that.

The fifth thing that 1 want to mention is this: You know what a complicated, con-
fusing business raising a family is, and how important it is to feel like you have a crutch
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to lean on. It’s not easy to do that. In some families, in which mommy and daddy have
clearly defined roles—daddy goes to work, and mommy stays home to take care of the
kids—and there’s no longer a grandmother or other relatives around, you find somebody
having to shoulder the burdens of child rearing almost completely alone. And where do
they get the nurturance, or even if they don't want advice, a chance to talk about some of
the problems that come up?

I've just gone over the high points, and I'm sure we’ll talk about some of these things,
later. But | think these suggest some areas for you to consider in planning for early
childhood education.
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FOCUSING UPON A TASK

. 1 want to start with a story that many of you may know. It’s called the “Saber-Tooth
Curricutum,” snd if you do know. it, then it’s perhaps even more enjoyable to think
through it again, and if not, it'll be the first time.

But think with me back many, many years ago to a group of people trying to survive
in a natural environment. To survive you have to have the basic things, like food. What's
availeble? There are fish in the stream. You have to have some kind of shelter and
clothing. And you can get the skins off of little woolly horses, because these exist where
you live. And then you have to protect yourself from something dangerous called the
Saber-Tooth Tiger that comes into your little village looking for food and does try to
destroy you.

So, how do you survive? You estimate the surroundings you're living in, and you
figure out how to cope with it, and how to utilize it for you, to have some kind of a
decent life. So you figure out how to catch the fish in the stream 30 that you can have
food to eat. The streams are very clesr, und you figure out where the fish go in the little
pools, and you learn to know where those pools are, and you develop fish-grabbing with
the hand—that’s your skill-and you get your food. You find clubs, and you leam to
saesk up on the woolly horses when they come down for water to drink. You sneak up
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from behind and you ciub them on the head, and you have the skin and you also have
meat for food. And then you discover, quite by accident—or maybe by trial and error—
that those Saber-Tooth Tigers that come in and destroy are afraid of fire. So you develop
the technique for scaring away the Tigers by learning to build fires. You leam to build
them around where you are, or at the entrances to where yov are living to protect
yourself.

Life is all right—it's pretty good. Dut if you are a thinking man, you decide that you
might be more efficient at these skills, and you might make life a little better by helping
your children to develop these techniques—fish-grabbing with the hand, clubbing the
woolly horses, and building fires to scare away the Saber-Tooth Tigers. So you start
taking your children with you to watch you do these things, and then to help you do
these things. They become very efficient and very competent at doing these things.

But the other children in the village haven’t done this, because no one has been
teaching them to do these things, and helping them to learn. Then other people start to
imitate you. They say, “l want my children to learn this, too, and I'll take them along
and I'll teach them.” And finally, many men get together and ask, “Why doa't we put all
of our children together and all of us work with them to develop these skills, and help
them, and teach them these things?”

What you're proposing is an educational program and a curriculum. But you meet
resistance. Some people in the village said, “Well, you know, if the Great Mystic really
meant for children to practice these things, they would have had the instinct to do it
without us telling them to do it.” And other people said, “You can’t change human
nature. Don’t bother with it. Just let them grow and develop and leave them alone.”

But eventually more and more people did become interested. It seemed to make sense.
And they did develop an educaticnal system. So we had education, and we had schools,
and we had 2 curriculum. And life went on for many generations.

Then some changes occurred in the environment. With the new Ice Age, and with all
this increased melting, the streams were no longer clear. They were much fuller. They
were filled with debris and rock. And they were muddy. The fish were ctill there. But
when they went to grab the fish they couldn’t see them. They tried and they tried, but
even the most proficient of the fish grabbers could not grab the fish. So they no longer
had food.

The ground got so marshy that the little woolly horses no longer came iown to the
streams. Pretty soon they left this part of the country and went eisewhere, $o there were
no little woolly horses to club anymore. And the Saber-Tooth Tiger—with the change in
temperature and so on—got pneumonia, and died out.

No tigers to come bothering any more, but in comes a ferocious bear. The bear is not
afraid of fire, and you cannot scare him away with fire. The bear is destroying. You can’t
get food. And you can’t get skin, and so on.

So the thinking man—maybe primed by hunger and need—says, there’s got to be a way
to figure this out. He starts fooling around witli ideas, and finally figures out some ways
to cope with this situation. There are vines on that tree. | can take these vines and play
sround with them, and | can make a net. Then | can get someone to help me, and we can
put the net in the pools of water and we can catch fish, more fish, perhaps, than ever
before. And there are antelope now, in this area. We can always catch them for the skins.

Someone else was fooling arcund, and trying out ideas, and he figured out how to
make & noose, and how to catch antelope this way. To deal with the bears that were
destroying, someone figured out that you could build a pit and, camouflage it. If you
knew the path they would take, and you built the pits in those places you could trap the
bears. So you got rid of the bears. You not only got rid of them, so they wouldn’t
destroy you, but you had more skin and more meat.

So they began to survive, again, by the men of the village using and developing these
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new skiils. Then someone started thinking and asked a question, *‘But why are the
children in the school leaming fish-grabbing and clubbing the woolly horses kinds of
skills, and building fires to scare Saber-Tooth Tigers? Why don’t we change what they’re
learning in school in keeping with the skills we need to use to survive?”

You know what the answer was. “Oh, no. Because that’s the curriculum, and that is
the tradition, and that is education, and this would be adding frills. This is not education-
ally respectable. Because, you know, education is timeless. And if it is really of an
educational nature, it doesn’t change and we wouldn’t dare add this.”

But some of the men kept arguing, “Look, doesn’! it make sense that our children
need these skills to survive?” And they were told, *“No, it might be a nice added addition,
an extra-curricular kind of thing. But we don’t have time, because we have to do these
other things.”

The thing 1'd like us to think about—and sometimes it helps to go back in another
setting that’s not too close to our own, to get out of our old skin and take a look at what
we’re doing—first of all, think about three things. In an educational system, you see, three
things exist.

You have objectives. You have some kinds of processes, or strategies, or maybe you
want to call them techniques, some means to obtain those objectives. And you usually
have a third thing, assessment, or evaluation.

Now it seems to me that the Saber-Tooth Curriculum is a beautiful example of people
starting with some objectives—survival objectives: We need to develop the ability to get
food in some kind of an efficient way that we can count on. And we need to protect
ourselves. These were the object'ves. And they developed some strategies for obtaining
those objectives. The strategies were things like fish-grabbing with the bare hand, and
scaring the Saber-Tooth Tigers with fire. But look what very quickly happened. The
fish-grabbing with the hand, the building the fire kinds of skill, became, 1 think, an
objective. So that people then were saying, “The objective is to leamn to grab fish with the
bare hand. The objective is to be able to build fires.” They had forgotten about the
original objectives.

1 think the thing for us to try to ask ourselves, is if we, too, get these things confused.
Do techniques and strategies and means become an end in themselves? Do we get hung up
on perpetusting tradition and forget to look at where we are trying to go?

There may be many ways to get there. In that society, that culture I was just describ-
ing in the story, the objective didn’t change, really. They continued to need to be able to
suvive, to provide safety for themselves, to provide food. But because of changes in their
environment they had to change their strategies. And I think the same is true with us. We
may find that our objectives remain fairly constant, but we have to continue to change
our strategy to get there. Because the world keeps changing.

One thing about sssessment and evaluation: objectives are talking about what we
teach, the process is how we are teaching, and if you are assessing and evaluating, you're
going to catch your esrors. I would say that that thinking man in the Saber-Tooth story
was asking the question “Is the strategy or the process getting us where we want to go?”
And the thinking man was using assessment constantly. It’s a questioning skill. This is
why 1 want us to ask ourselves how frequently, how often are we checking out the
strategies that we use, the techniques we use, to say, do they match where we want to go,
are they getting us there, and if not, let’s search around for some different ones.

It seems to me that our week heve is giving us 8 grand opprrtunity to do semething -
called gotting perspective, which sometimes is very difficult to do. Most of our jobs entall
implementing strategies. And we get tied up in keeping them going, and making them
work, because that is our primary responsibility. it’s very difficult, but maybe we need to
get out of that situstion, and come here for 8 week, and sort of shake ourselves away
from it all, and look st it with new perspective and ask these questions, “What is it we're
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really trying to achieve? What really are our objectives for children?”

And then take a fresh look at the strategies or techniques that we are using and ask,
are these the best ones or could there be better ones to get us where we need to go? Here
we can take time to become clear about where we need to go, and then find some ways to
get there.

The thing 1'd like us to do this moming, is to go through a number of littie exercises to
help ourselves think about these things. For one thing, to be sure and check ourselves: are
we really separating objectives and techniques rather than having them all mixed up
together? Do we know the difference? And what I propose is that we first talk about
objectives.

To do this I'd like us to think about describing in our own minds this world we’re
living in. Just as in the Saber-Tooth Curriculum, the objectives were decided by looking at
that world and deciding what people needed to live in it, let’s think about this world right
now and what people need to cope with and livein this world. Now that’s a gigantic task. We
each perceive this world a littie differentiy. But the thing I'd like to do is just to share
with you, very quickly, some of the things that concern me about this world right now. I
know that there’ll be different things that concem you. All I'm hoping is that by doing
this, for a few moments, it will trigger in your thinking how you perceive this world, or
what you think the problems are.

One thing that concerns me is the inequality in our ability to solve problems. We seem
to have tl.> ability to solve some problems to the level that 1 can hardly comprehend,
such as putting a man on the moon. It’s almost beyond me to comprehend the energies
and the skills that allow them to do that kind of thing. But it seems so incongruous to me
that, while we have done that, we have almost totally failed to figure out a way to
provide opportunities for all men to have jobs, to use their skills, to support themselves in
order to have dignity. We keep talking about autonomy for children—about initiative,
about self respect. Well, do we have It in this world—when there are s0 many people in
this United States who cannot have the dignity that can come from having a basic skill, or
an opportunity to use that skill, to support themselves and to contribute. We can’t seem
to begin to figure that one out, and yet we can put a man on the moon.

Something else that’s difficult for me to comprehend is how we can, on the one hand,
transplant hearts, kidneys, and all these medical miracles, and yet we can’t seem to figure
out how to provide the very basic of health care for children or adults. And we know
what that health care is and what It needs to be. But we can’t seem to figure out how to
make it available to all human beings.

We keep coming up with all kinds of tremendous new ways to do things—new ways to
build things, snd new kinds of weapons, for instance, that we can produce. Think of the
minds, the brain power, as well as the monéey, it takes to produce these weapons that can
destroy beyond my comprehension, and yet we can't figure out ways to produce houses
for people that are decent to live in, or school facilities that enable us to do the job we
need to do.

We seem o be able to very easily spend billions of dollars to destroy, in terms of
spending It on defense and on war, and yet, when we start talking about what it would
cost to preserve, just to preserve, the environment—the air, the forest, the water—we seem
incapable of doing this. This is one kind of thing that I see as I view the world. These
tremendous inequalities in what we can dc when we put our attention to it, and the other
things that we seem to ignore.

Another thing that I find I have to mention, as I'm talking about how I view the world
right now, is a tremendous concern for grabbing at simplistic answers. One example
would be to try to describe the upset 1 felt when Kent State occurred and Jackson State
occurred this last Spring. At first 1 felt s tremendous upset that this kind of thing could
happen. Then my upset changed, ss 1 heard people sround me making their comments
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and their judgments about it, because I kept hearing so many people very quickly saying,
“See, college kids are all bad.” In this day and age, you see they’ve had it. Young people
are lost, they're no good -this total generalization to all young people. And then, quickly,
following it is the solution: clamp down. Put on the clamps tighter than ever.

Very soon after this | went to a week’s conterence where half of the people there were
high school students. It was a tremendous experience to live with them a week, and talk
at long lengths about the things that they are thinking, the things that are conceming
them.

They are thinking, and asking questions that I didn’t pretend to know to ask when |
was in high school—about pollution, about the environment, about prionities, about what
we do to each other as people, about the need for communication. And they're informed
about these things. This, to me, was very hopeful-to find young people thinking through
and asking these questions.

But then it became very depressing as | got to know some of these young people
better, and found out that they were feeling in their community, and at the high school
level, tremendous rejection for asking these kinds of questions. Some of them were
experiencing it in school. They would write a theme, and would pursue one of these
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topics, and atk some of these questions. And then, they're reprimanded. They're ostra
cized. They're rejected for doing this. They’re called on the carpet. In many ways people
say, “Don’t ask those questions.” Some of them were feeling the rejection from peers,
some of them feeling it from home, but it was there. And at the high school age many of
them were saying, “Forget it. It's no use. Why fight for these things?”

It was interesting to see the adults at this conference trying to rally round and support
them, and say, “Please, have patience, join us, some people do care.” But at the high
school Ievel how much can we expect them to take a stand all alone as some of them are
having to do?

One other thing is my concem for our inability to communicate. We've heard a lot
abou! language and communicatior.. When we start talking about educational objectives
how often we sty “iv communicate.” | have to question what we mean by communicste,
because it seems that 30 often we're saying communication means for me to say words to
you. And it stops there. I've communicated.

But, of course, I haven’t—not until I've sat down with you and listened to how you
respond, and how you fee!, and how you think. And 1 mean really jsten, This is a
two-way process. We can see examples of it #0¢ happening all over. Many of us have been
talking about it as we observed teachers. Somehow we've falled to help these teachers in
these classroors have an opportunity to listen to children. Instead, 1 think, we have
geared the teuchers to think of communication as sort of one way, rather than helping
them structure the situation 3o that they can listen to children and have communication
going two ways So that they can observe, and see what they’re doing, nd what they're
thinking, and not be under the assumption that teacher says it, and the kids got it, and
that the kids therefore are thinking what I'm thinking.

It has been interesting recently talking with a black friend of mine, who is experiencing a
difficulty with communication. I think many of us have the same experience. She is
finding herself as a black person walking into a group, having other people that are black
in the group say, “Oh, I'm glad you're here, you know what I mean, you know what I've
been saying.” And she was describing the frustration of having someone she doesa’t really
know say, “Oh, I'm glad you’'re here because you know what [ mean, you know what |
think.” I've used the black friend as an example, but 1 can say that we all experience this
all the time.

You're trying to communicate with someone, and before you hardly get started, they
say, “Oh, well yeah, 1 know what you mesn.” Or someone will point and say, “Well, you
know what I mean.” This is a slam to one’s individuality, to one’s sutonomy. You sy,
“Well how do you know? Ws haven't sat down and shared idess with each other. Let’s
explore this together, let’s give it a chance before we decide this.”,

1 hope that what we’re doing right now is just triggering people’s thoughts sbout how
you sec the environment, how you see this world. Now, I'd like you to do something
individually. First of all picture in your mind some children that you have responsibility
for, or you could have responsibility for. I'd like to suggest that the childsen you picture
sre very young children—three-veas-olds, two-year-olds, four-yesr-olds. I'm asking you to
in your minds a few specific children, because I think it helps If you don’t just
in very general terms. Now, picture those kids growing in this world that I'm
describe, and you've been sitting taere describing to yourselves in your own

are growing day-by-day into this world, and this world isn’t changing very
what

» try to think personal attribute, what ability, would you want to help those
children develop that might help them (1) cope with this world that they're
into, that's not changing, and (2) might even, if they had these abilities, enable
to better this world a little bit. You're really trying to list some objectives. In this
, what are kids going to need to survive, and maybe even make it better? You may
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want to call them personal characteristics, or attributes, strengths, or abilities. Not what's
to happen to them, but what would you like them to be able (o develop within them-
selves—to be capable of—tlat could help in this world. Think about it and then list three
things, very bricfly, not even in sentence form, just phrases. Limit it to three because we
know we can't do too many things all at once. Really force yourself to decide what
would take top prority if 1 had to list only three things in terrs of characteristics or
attributes that 1'd want {0 help these kids develop as they're growing. It's a different way
to come at objectives, List them, and keep in mind that this isa very personal thing, and
later if you want to share it with someone, okay. If you don’t, okay. But for now just
sort of communicate with yourself.

, what we're doing now is just trying to brainstorm off the top of your head
three key objectives for children. We're going to be working on this and thinking about it
more. What | think 1'd like us to do now is to do just a little bit of comparison—just for
interest sake—of what people said, because | think it's interesting to see, out of this
group, how people answered that question. The quickest way | know to do this is to ask
people to get in clusters of about four or five people. To the degree that vou're willing to
share what you wrote down, quickly tell each other what you put down. And see If you
can get a summary of whai within this group were the things that seemed to be reoccur-
ring—the essence of what you are saying in this little group. Try and do it real quickly.
Put it on paver, get it up here, and we're going to quickly summarize this and get it up on
the board for us to see.

So Keith is going to be trying to get a summary on the board while | t2'k about the
task. You keep seeing on your program, “Task, Task, .ask.” Well what in the world is
this Task? This is something that we want to propose that you do, in writing, by Friday
morning. Let me try to state what it is.

Will you, by Friday, put into writing (1) a few key objectives that you could really
say, “I can fill a commitment to these objectives for the kids that somehow I can touch
hete in New Jersey.” Keep in mind that these objectives are of the broad nature we
defined a while ago. They comne from looking at the world these kids ate growing in and
saying “Here’s a few key things, attributes, characteristics, abilities, that I'd likze to help
these kids develop.” That's what we mean by objectives.

You've talked about them, and you've heard someone else list themm. Now we're going
to see what many people listed. The task is to g0 back: and sit off by yourself some place
and really think out “What can | feel & real commitment 107" Because If the commit-

not there, I'm not sure all the nitty-gritty action is going to follow.

The other thing I'd suggest, as you list these is to keep it to a managesble
number. Be realistic about it. Ask, “How many can | work on at once? Therefore,
I'd better establish some priorities, I'd better say, there are 2 whole bunch of things [ can
d , but 1 can only turn my energies in 30 many
directions, 30 I'm going to have to pick and choose to establish some priorities.” And, of
your own abilities. Say, “I've got some strengths here,

to work in this direction and someone else in another

:
£
:
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Another part of the task is to be sure, then, to question yourself after vou've listed
mm“mmmwommmmm

togles?”
Ask that question after you get them down. Then after you've listed a few key
objectives—and you msy want o write down some of your ressons for listing them,
be asking you, challenging, and questioning you—ask your-
self, “What are some effective strategles, or iechniques, or approaches that | might use to
obtsin those objectives?™
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Let yourself brainstorm, and think of all kinds of possible techniques and strategies

that might help. Then go back and ask, “Now which ones really match up best with those

And keep in mind that this list of strategies or techniques should remain

flexible. Everytime you learn about a new idea, you go back and ask, “Is this a better
strategy than the one | knew about last week?”

That’s the point about the Saber-Tooth Curriculum-the strategy to get to the objec-

tive can keep changing. Keep looking and searching for a better and better way to get
there

A third part would be some mention of how you personally would assess the situation
in order to keep asking the question, “When I start using this strategy, is it getting me
where | intended to g0, rather than getting me locked in to the strategy? Some way, |
want to figure out a reminder to myself, and some technique to keep checking, and
getting, feedback to me. Are these strategies and techniques getting there?”

One immediate caution 1 would add is to be careful not to jump 2 step. Some of us
were having a lot of fun last night talking about how can we help teachers change. But
we've got to be very clear sbout what change we want, first, and that’s what we're
working at here. Where are we trying to §0? Can we really articulate that before we start
talking sbout the change process? That’s another story. We've got to deal with that. But
part of the change process is knowing, ousselves, very clearly, what our objectives are and
what techniques we think will get us to those objectives.

All right, you've put down some v ~ughts about objectives. Now what are other

people thinking?

DR. OSBORN: I've arrived at a master list of five, and I hope I haven't loused up people
by this too much. It seems to me that this first objective was expressed a great desl by
almost every one: “To be happy with one’s self,” or it was stated another way, “To have
a feeling of self-worth, to have a feciing of self-awprences.”

A second objective was some attitude toward mankind-and it was siated different
ways--of tolerance, of acceptance, or respect for other, or of iove of other people.

A third one is reslly the acquisition of some skill techniques: to be competent-|
assume in whatever one does—the necessity for study skills. And | think, here, people saw
that skills are necessary in order to do things in this world, and this includes to be able to
think analytically and logicelly. I'm assuming, hers, that nothing is as smple as we
thought it was whea we were eight or nine years of age. We realize, for example, that the
Vietnam War is not all wrong or all right—somehow you've got to taks the pluses and
minuses and arvive st something, and then to evaluate this problem after you are abie to
think through in this fashion,

Number four—] think is to develop an openness to idess, an openness to others, and
some ability to adapt.

Number five is a catch-all. Here are some charscteristics that are mentioned by differ-
ent groups: to help people to leam to be honest, sincere, have some moral sense of
rightniess and wrongnes.

DR. SMITH: One thing I'd like to do is to ask Milt and Keith if they want to add

‘something to this in terms of what they think.

m.m:mﬂtoﬁmwpofmyhadlm;humcmnofom&mm
included the words “responsibil‘ty for other people.” It's nice to be accepting -
ant, but have you thought sbout compassion? You know, we've got kids now, young
peoplooptln.out living a lfe of isolation. And we're not going to make it that way.
wish that our concern of others really carvied us to the point that | have some responsibil-
Ity for you and everybody around me. | thought that was a void of that question.
DR. OSBORN: [ thought that the people who had said love for others, frankly, were
getting close to that, Milt, but | think your term compassion is pethaps more explicit.
DR. AKERS: | even want more than compassion. You know, I think we're apperently
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sorry for the blacks and the poor and the Indians, but 1 want to go beyond that. I want to
feel that 1 must do something to help them. I can add the word responsibility to other
people, which stemns from love and compession, respect and 3o on. It’s basic, but we have
to g0 beyond thet.

DR. OSBORN: 1 see your point—it's one thing to love and sympathize, and another thing
todo.

DR. AKERS: Right. Because we've got a lot of loving people todsy who are doing
nothing and that’s bad.

I'm interested in objective number one. 1 had occasion to examine a number of
curriculs which ran all the way through school systems, K through high ichool, about 2
year ago. And 1 came up with the conclusion that the preamble to every one of them
included something in this area—adequacy, confidence, competence, etc. And having
dhpenudvithhintlupmblc we forgot it in the rest of the curriculum—and certainly

of the curriculum. I with we could get to the point where we really
don‘toomatoumlmwithﬂu“opuﬂn.pmu”&ethat.mdthmponmddo
whatever we want to do. That could be the base of the whole curriculum right there. We
conld begin to see that what we really do contributes to kids feeling their worth and so
on,

I'm plying slso with the word “courage.” In afl of those things 1 looked at, I never
found the word *“‘courage.” Now meybe confidence, etc., etc., implies courage. But my
hunch is that if ws're going to make it, kids are going to have to make it in the world of
the year 2000, that you and I can't even fathom. We can’t even fantasy sbout that world.
It's going to take guts. It's going to take something called courage to cope with and get on
top of it. So, you know, thet’s my own personsl hang-up, “Courage.” 1'd like to have it
thrown in there too because we need it—-you and I noed it.

SMITH: The bigchallenge, thers, is that when you list , such as responsibility to
others, or courage, etc., then to really do the search to find the strategies and techniques
to get you there. Rather than to put it down in words, and ssy thrt's my goal, but that’s
as far as you go.

AKERS: Yes. See; we can intellectualize tremendously that this ought to be done. But
then you do it, and shake the boat, and then you run into problems over here, and 50 on.
But we've got 10 have the guts'to move, and make a fow mistakes and be batted around 2
bit, and be knocked down. And : think that you help kids to develop courage. I'm sure
you can, really, help the kids to get the confidence and the courage to really move in and
try something thet they can’t quite bs sure about. And I want it for four-year-oids and |
want it for forty-year-olds.

79

VR ———




Dr. Robert Chasnoff

Newark State College
Union, New Jersey

- CONCEPT FOR SOCIAL CHANGE

When you looked at the three meetings this morning, you were making a force-field
= analysis with respect to the possible success of that meeting. Let me give you an example
N of a force-field analysis. :

T . if I have a football team, and [ have three, four, or five flankerbacks, who are very
- quick and very strong, that would be a facilitating force and might cause me to have a
T we successful season. But if [ am like the Cleveland Browns and have one
L, : | quarterback with weak knees, and two rookies as backup quarterbacks, I would say that
3 i} N might possibly be an inhibiting force influencing the possible success of my season.

- So a force-field analysis is a kind of a snapehot of what the situation is right now. It is

8 look at the various forces that are impinging.

5 . ‘ Now let’s kind of lump all ous three things 10gether this moming and think sbout
§  what kinds of forces could be postibly facilitating or inhibiting them.
7 - Let’s pretend they are all in one community, 30 as not to pick one out, necessarily.
3 But we saw, for example, the humaneness and concem of the leaders, I would say, as a
E; | faclitating force. Let’s say that our goal is first, acceptance of his idess, and, finally,
b success of his project. So one of the facilitating forces, then, you write down is, well,
G humaneness and caring-ness of the leaders.




On the other hand, we saw as a possible inhibiting force, lack of trust. What are some
more of the things? Suppose this was community X. What are some more of the things
that you could see happening there this mormning or that you could dream up about a
: community. Can you think of some?

; Participant: 1 can think of one. In my community the budget got defeated a few times.
Chasnoff: Okay. You get the ides. Something else?

Participant: Involvement of total community versus isolatioo.

Chasnoff: What are you saying? Where do we put it?

Participant: 1 think it’s on both sides. At some levels there was great involvement, yet at
another level it was isolated.

Chamnoff: All right. So you would put it on both sides. Suppose you had to choose. You
know, one vector is this long, and one is that long. Where would you end up?
Participant: 1'd want it over on the facilitating side.

Chasnoff: Never mind what you want! 1 go to my physicisn and he wants me to be
healthy, but he hasn’t given me an honest disgnosis.

Participant: 1 think then it should be on the other side—lack of involvement.

Chasnoff: Lack of involvement, all right, then. As we do this, 1 don't think that we
necessarily have to clinic those three sessions. You can just think of some other situations
you know.

Participant: We say we involve, but we don't.

Chasnoff: All right.

Okay. 1 think that gives you the impression of what 1am driving at. What I’'m driving
at is that this has been used by some people as a tool to disgnose, in advance, what are
the possibilities of acceptance of our plan, and in a group of people in doing this kind of
force-field analysis, using the resources of a lot of people—people come up with: “Hey,
there’s a segment of block population.” That’s a resistant force that you don’t know
about. Or similarly, there’s a facilitating force that you do know about. ,
; I'm contending that frequently we attempt to introduce innovations without making
§ this kind of diagnosis. And without making this kind of diagnostis, we are wasting our
i energies. We're wasting time and money. We are ineffective managers. So that “gung
ho-ing” it on a new project back home may be the -ight thing to do, but it is like getting
ready for a football game, when you have had an opportunity to scout the other team,
and saying, “Well, we won’t bother.” And lo and behold in the second half you find out
it is impossible to run the left end. How nice it would have been if you had known it at
e You know as well as 1 do about the literature of innovations. There are more innova-
tions strewn -on the road of good intentions—good ideas. Pechaps you have heard some
idess this week and said, “My, we were talking about that back in the thirties.” There
were good ideas then, there are good idess now. Why didn't they get integrated into the
. system? They didn’¢ get integrated into the system because of poor management, because

ST TR of failure to diagnose the forces that are there. !

' We mapageri—we leaders in education—have a habit of working on one little piece ata
time. For example, ssy you have a good early childhood program over here. Suppose you
put that in as a facilitating force. Now, that will immediately spawn half a dozen resistant
forces. Somebody will say, “But how sbout the cost or how sbout the extra time. Our
contract says we can’t have extra meetings, bang, bang, bang, bang, bang. It is naivete to ¢
) expect that you can go back and introduce a new plan without some diagnosis—and the
diegnosis should be made by the people who are most involved—the community groups,
the parent groups, the teacher groups, etc.

1 see the job of the manager, then, as being the one who says, “I hav« it as my goel to
improve our services for little kids. Let us together nmke a diagnosis of the forces that
Q ‘ will impede us and the forces that will facilitate us, And this is the simp*+ technology that
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has been used, sometimes with success, and, sometimes, it confuses people. ,.

Before we go on, I want 10 check and see to what extent you are confused about what '

1just said. Are there any questions or comments about what 1 said?
Participant: | was thinking of another example of people who manage and 1 think they
made a mistake from what | read, and that’s the people who predicted that women would
be wearing midi skirts. They are not selling. That’s an example of not being aware of the
times—of the times in which people don’t want t0 be dictated to and the times of
woman's liberation and they missed diagnosing this situation. 1 thought 1 would throw
that in.
Chasnoff: That’s a perfect example of just the thing we are talking about. It is what 1 call
reacting td a piece of the problem—or reacting to a piece of the situation without looking
at the total social field that they are desling with. It is a brilliant example, 1 think. Okay.
Porticipant: 1 havs a question. Could you distinguish again the roles of the managers in
this - - wwﬁnmkofcommhypeople—peoplewhomactmﬂymwbe
invG - 1 - <Nnrge that you are trying to get across. | am not sure—
Char. -.uthemacollabontouimtlnethemmubein;thepmonwhohas
sxisi and will walk in and say, “Let’s look at the problems we are going to have.” !

Let me use your group as an example: Last week I was working with Curt’s group and i
they have people working in different kinds of jobs and the first thing they did was make *
a list of the problems they are going to have. | remember doing that with a migrant group, i
once, and asking them to do a different kind of diagnosis from this—making a list of the
problems you are going to have—and one of the teacher aides got up and said, “Well, on»
of the things that our group sees a8 a problem is we don’t like to be treated like
furniture.” And that became something that the teachers and the director of the project
¢ really had to look at. Because if those people were treated as furniture they were going to
i respond like furniture—and they didn’t need more furniture, they needed people. And
' that little turn, that little diagnosis, before the project ever started, in the opinion of
| everybody there, became the must significant thing—diagnosis made by people with may-
 be third, fourth, or fifth grade educations.

So the thing that [ am saying is: this moming we were doing a kind of a diagnosis—the
force-field analysis. We, in effect, were doing a force-field analysis of each situation, when
i ['was asking you to look for the facilitating and the inhibiting forces. 1 was asking you to
do a force-field analysis on that meeting per se. And now ’'m talking about doing a
force-field analysis within the total scope of your comaunity. My approach was to have
us do it, first, and then name it. All day long we have been dealing with a force-field
analysis as 2 method of diagnosis.

Oksy. Pm going to close by handing out something that you might like to take home
with you and work with. While it is being distributed, let me simply say that the force-
field analysis is more an attitude than a gimmick. Some of you may say, “Well, all you're ;
talking about is a scientific method, whereby you gather some data before you create 1

= 3 hypotheses,” and I would say that’s sbsolutely right. |

And the criticism I have of myself, and other people 1 work with, is we frequently go-
into meetings, don’t we, and say, “Well, 2it we have got to do is this. Okay?” i

Let me say one more thing on that and then I will tum to the paper. There has been
some research done on what do you do about these forces. The research indicates that
you will do better to work at diminishing the strength of an inhibiting force, rather than

the strength of a facilitating force. So if lack of community support seems to

be the real issue, if that seems to be the one that’s bothering you, you may as well give up

your project until you have done something about changing that force and causing that
force 1o become a less pervasive, persussive and powerful force.

The short cut we often take is to add something new. Let us have a new office of :

L . something, or let us get a new telephone that will incresse communication. You know ;
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better than I do thau it doesn’t work. The shortcut, band-aid approaches do not work and
you know it.

Think of all the innovations you have tried in your system or in the State. Where arc
they now? Many of them were good ideas. Team teaching, I am told, was first introduced
in 1929. How come it is still not the thing? Because people have not dealt with the
inhibiting forces. Okay?

Now this sheer is something that you might want to use for yourself. Suppose you
write on there a goal that you want. The goal is some kind of a change. You want to
change from non-acceptance of a program to acceptance of a program, or greater partic-
ipation, or whatever—however, you define it. This sheet asks us to look at four compo-

nents among the forces. Some forces are supporting change and some forces are forces
against change.

When we make our force-field analysis, we frequently forget one very important
component in this force-field analysis and that is the conflicting forces operating within
ourselves. So when nobody’s looking sometime you might want to make some arrows and
jot down a diagnosis of yourself—the kinds of things you do that might help you to
achieve that goal and some things you do that might work against that. Inter-role features
deal with different roles. For example: if you're an administrator, and you have to deal
with community groups, or administrators, or boards over you, or teachers below you on
the hierarchy, what are the factors there.

And, then, what are the aspects of the organization 1 am in? Suppose you were
working in a high school and you know that every innovation that has been tried, the
education association belts in the solar plexis, perhaps not so much because they are
against innovation, but because they have to keep up the pressure against the administra-
tors or whatever.

Okay. Ours is an organization that seems to spit out change. What are the things that
you know about your organization? And then the features in the surrounding communi-
ty.

Now, I am not giving you this as a task for you to do right now, but I am giving you
this as a kind of a windup to dealing with these objectives. I have focused attention,
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today, mierely on diagnosis with respect to change. Diagnosis is only one part of the
problem solving sequence, but, given a choice, 1 thought it would be more useful to focus
on one piece of problem solving, which is diagnosis. 1 chose to focus on that because
that's the part we do the least well. We have 3 lot of ideas, and we have a lot of
enthusiasm, and, if 1 can borrow 2 phrase 1 heard yesterday, we have a lot of inspiration.
Now, I value those. But I am saying that there is also some hardheaded kind of diagnosis
by oneself, as the manager of change, and by the people one wants to manage change
with, that will give your change a fighting chance to succeed. And so I suggest you might,
when you are alone sometime, want to try to work out this force-field analysis. Then, if
there is somebody you trust, you could show it to that person, and say, “Have I left
anything out?” So that’s all I have to say about the two objectives that 1 stated this
morning. Any questions or comments?

Participant: 1 heard you say~this is not an objective, but 1 guess I'm just asking you to
add a little two-minute lecture-you talked about the importance of support systems and
it said something to me.

Chasnoff: What happens very often is that people go to conferences alone and then they
§0 back and they talk utter gibberish to the other people back home. And the peopls say,
“Yesh, yeah, you're a real nice guy, but I don’t know what you're talking about.”
Somebody picked that up this moming sbout temminology. Or somebocy will say, “Come
on, don’t give me this ‘trurt’ business. We went all through that in the eady 1950’s.” Or
they have a different definit.on of trust from the one you have, and 50 on.

The evidence seems to say that an individual working alone is unlikely to get very
much done in terms of changing the organization. Therefore, it is important to build up
some kind of a support system within the community, or a supporst system across com-
munities. One of the things that 1 would hope for you, from the little 1 know about what
you have done this week, is thst you could maintain some kind of a linison with each
other, or a lisison with EIC, because | am ssying that, working alone in your system, it is
imposible—that’s kind of a strong statement—it is impossible to bring about real change.
You msy be sble to bring sbout some kind of little dinky change on the side, but the
system will chew it up and spit it out. But to bring sbout massive change, such as the kind
you have been talking about here, you need a support system. -

Look at the changes that you are asking for. You are not asking a famer to plant one
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kind of com insteed of another kind of com seed. You are not asking a physician to use a
pink pill instead of a yellow pill. You are asking teachers to change a life style. Now that's
| very hard. It is very hard for me to change my life s:sle and it’s very hard for each of you
; to change yours. And | am saying that, in order to bring about some of the changes that
{

you people are talking about bringing sbout, you have got to have some support from the
outside. You cannot do it alone. And my recommendation would be some kind of a
connection with each other, some kind of 2 connection with an agency like EIC, and
then, hopefully, some kind of connections that you can create within your own organiza-
tion. Every politician knows this. He can have all the greatest ideas in the world, but if he
doesn’t have a handful of votes he is not going to get anywhere.

: So this whole conference could very likely be pie in the sky. When you go back to the

F stack of letters and complaints and meetings and what not that you have, if you don’t set
yourself up with a job of self renewal, where you sav* “Now this is where I'd like tobe a
year from now, what kind of support systemdo !  ito have?”

It means also an abandonment of critis management. Now crisis management is the
management style used by 95% of the administrators that I know. Now that’s a harsh
statement. 1 would include myself in that 95%, incidentally. What it means is, if you are

i going to create this kind of machinery, you’d have to have the kinds of meetings that you
people were talking about: “Folks, I've got some ideas, 1 want to look at these ideas with
you.”

We saw this moming some beginnings of possibilities for support systems. In the first
case, if those people all walked out with the belief that it was their project, you would
have a support system. And if that principal had some links with other people, he would
have a stronger support system. Now we could go on for days on that, but I think it’s
good not to talk too long. My objective was to really focus your attention on the
importance of diagnosis.




Dr. Milton E. Akers

Executive Director
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Education of Young Children

THE YOUNG CHILD AS A LEARNER

:

of mine who was a beginning teacher, who had guite a few things to leamn,
one time of putting one very attractive truck in 8 ssadbox with two
i kids. And you know what happened. They tried to find out who was going
—they didn’t quite come to blows, they didn’t quite come to tears. But one of
, finafly  almost on the verge of teams, “If you don’t give me that truck, 'm
God on you.” And the other one snapped back, quick as a flash, “I just
and he said it was my tumn.”

ornia they tell a story about a little four-year-old girl who had been to the
washing her hands—and if you've eve - watched a four-year-okd wash her
doctor getting ready for surgery—and she was singing at the top of her
*ginas, boys has penises, giris has 'ginas, Miss Mellon, what do people

more story. This one is not as funny and cuts as those, but it
t 1 want to make. Many of you know Marilyn Smith. Marilyn is one of
very transcient. Her family lives out in Oklshoms, and she had &
over & year old, who saw her only at the alrport. And every time this
in the air she would point up in the sir and s2y, “Moo Moo.” And thea,
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when she began to be able to verbalize a little bit more, she said, “Marilyn.” At about the
age of between one-and-a-half and two yesrs she mid, “Narilyn lives in the sky.”

Get it? The experience thet child had hed was thet this tiny speck comes in and lands
and Marilyn appears. And the connection is then that Marilyn ljves in the sky. She comes
down from it, she goes back into it.

Now, why do we laugh at stories like that? We laugh at them because they're kind of
cute. We're kind of impressed by the inaccuracies, the logic, the kids are trying to express.

i They try to piece together their experiences. They are trying to straighten out, trying to .
! make sense out of their understanding about the world and the people in it. But even =
though they are inaccurate, | would submit to you that they represent s leve! of thinking ;
and logic thet is probably higher than you and I do in our every day living. ;
. Ihope I never cease to enjoy siories sbout kids. I hope I am always able to laugh about !
them. | find myseif with an everincreasing respect for them. The stories | have given you
illustrate the strivings of the young child to know, to make sense out of it, to understand
it.

We chose the film last night, “How Babies Leam,” very deliberately. Remember the
ten-month-old with the block who was 30 frustrated and confused-—-kind of half-way
angry—when that block wasn't under the pillow where she thought it should be? She had
thought she understood the world and then something went wrong with it. We chose ths
film deliberately to remind you, and I think it did very clearly, that a healthy child is far
from pessive as 8 Jearner. Far from it, he’s quite aggressive, he reaches out in evaluating
the things in his environment.

I stress the point of health, because do you remembes that poignantly pathetic, little
black kid, ten months old, who really had been deprived of essential appropriate human
contsct, humsn relationships. He was unconcerned, disinterested, and he was totally
passive, which says something to us sbout ths sbsolute need for healthy kids.

Now it’s true that they were only infents we were looking at last night, but they
illustrate very vividly our increasing understanding and appreciation of what I'm calling
the natural leamning drives of kids. We're finding out some fascinating things sbout the
learning of infants—~infant stimulstion. We know that with proper materials, proper inter-
actions, thet this natural innate striving can be facilitated. | don’t intend to spend the
morming talking to you about infants. But as | watched, I was struck by an experience |
had 2 couple of years ago. | was in s meeting at Bank Street College and | volunteered the
frequently made comment, the concemn, what do we do in schools to tum off the
curiosity that is natural, that | think is innate in kids.

There’s no such thing as curiosity, | was told. I was resally put down. And finally [ got
back up on my feet snd was able to ask, well, okay, then, what is it, how would you
describe this drive that is within a child, because there is something. § was told that innate
within the human organism is the capacity to find satisfaction from new stimuli~there is
2 tendency to search out, to move out, to new stimuli to find that sstisfaction.

Lo Well, you know, I would never have used those words, but [ think that’s a pretty good
definition of curiosity, itn’t it? The desire, the searching, the going out to find new
stimuli, Now it is this secking, striving, for undesstanding, for what Ed Elms called last
night self-acrudization, self-reslization, that 1 think we want to nurture and ephance.
That's our job. If I could impress but one thing upon you, if I could stimulate any
sttitude or change within you this moming, it would be this: thet you would leave here,
beginning to think sbout increased respect for the natursl, aggressive, learning drives of ‘
the young child. {

I have been working with kids as young as three and four for about seventeen years :
now. And with everincressing fascination and intrigue. Even 30, I was not prepared for
the conclusions of probebly one of the most significant studies of the whole century thus
far—certainly one of the most important research studies of the past decade. How many
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of you know the study done by Benjamin Bloom out at the Univerity of Chicago? How
many of you know it? It’s written up in a book called Stability end Chenge in Human
Characteristics. Get ready for something.

Bloom's study is really the thing that inspired, 1 think, the new focus on young
children. Certainly it’s what was bshind the great attention given to Head Start, the
poverty program. It underlies a lot of the socalled intervention—I've come to hate that
damn word—programs that we're doing with dissdvantaged kids. This was a very compre.
hensive and exhaustive study, examination of the literature back to the twenties. They
Wﬂﬁebndtudhlﬂudb&eywuﬂﬁ:ﬂdaﬂubﬂmthemmmydﬁ

some current :urvey studies. And they concluded that by the time a child has finished his
ninth vear-Lis thbinlnlly has learned half of what he is going to know by the
time he finishes high school. Get that. As measured on the tests we use, by the time a
child is nine years old, he has learned half of what he is going to know by the time he
finishes high school.

Well, you know, nine is fifty percent ofcum.unnofmm.htwhonyou
look at it a littde more elreMy.it of does something to you, because it really
sxplodes some of our educational myths,

When do we in the public schools say that a child hes becoms an independent learner.
Whan do we say it? Don't we sy that when a kid hes Jearned to read and to write and to

in the third or fourth grede—ien't that what we normaily ssy?

Well, does it strike you as funny that before we, in the public schools, recognize him as
an independent learner, he has already learned half of what he's going to know. I think
that raises some fascinating questions sbout junior high and high school. But I'm not
going to get into that, One would think that as one develops increasing skills in leaming
that the rate of incresse would go up, wouldn’t you? But it apparently doesn’t, It goes
right straight on.

I'll tell you what I think one of the problems is: when I was on the other side of the
generation gap, just beginning to get into this business, it was all very scientifically figured
out that no child could, should, would, learn to read before the age of six. There wasa
scientific formula having to do with chronological age, and this and that—-neurological
development, physiological development, and 0 on. It just couldn’t happen. No kid
could read, no kid should read before the age of six,

Have you ever seen a three-year old read? So have 1-with apperently no problems.
What's happened—what this mesns—what we did because of this—is to develop a public
school system which begins at the ags of six, because in the schools we tend to consider
Jearning and reading as absolutely, totally synonymous. What we said was, “Okay, if he
can’t learn to read before the age of six, then let’s not waste sny time with him. Leta let
him just go merrily on his way.” It intrigues me that left to his own devices, without the
professional skills that we have to give, look st what the little son-of-a-gun has done. Now
some people went into kindergarten st an earlier year, but what did kindergarten becoine.
Kindergarten bacame a year of reading readiness—gotting kids ready to learn. Right?

You know, I have a friend, who, two years ago, said, ““Twenty-five years from now
nobody’s going to read.” You know, I pooh poohed the ides. Recently, I have begun to
think maybe he's right, becasiss I know some adults right now whe, don't read. We're
mmmmmum,m.mm.hmmup.mwa

. And tapes and video, We're going to see within the next ten years some things even
Bairy can't fantasy at the momwnt. And it might very well be that within twenty-five
years nobody will read. 1 hope not, because I think reading is absolutely great. 1 didn't
mean to get off on this, but I'm o it. I have s hunch that we will either be non-readers or
we will be much more effective readers. My hunch is that if we're creative, and with it, if
we can isammn to get with it, we can use media 13 a motivation to resding. Let me give you
. an example: [ am a high school teacher teaching English—wouldn't it be fun to let kids

87 '




e ——

}
i

see three different portraysls of Hamlet—you know, John Gilbert, Leslie Howard, maybe
one more—let them soe that, first, because Shakespeare was meant to be seen, and by
to reslize that this is interpretation of
character. Then, you see, they might be sble to read Hamiet much more intelligently.
Now I hopa that's what heppens. It can happen if you and | are on the ball.

n 90 deeply impremed by the capacity of this kid to leamn
that we began to wonder how. How did he do it?

And we're trying to study young kids, trying to find clues as to the way in which they
learn the tremendous amount they do.

There's another part of it that I want to touch on briefly. It's one that’s misquoted,
misunderstood, at times, but let me be sure that I get it clear to you. We used to think
that the possible varisbility in the ultimate level of intellectual functioning, fifty percent
of it is used up by the age of four. So that’s why you're seeing 90 much emphaais these
days on infant programs, infent stimulation, really trying to help stimulate inteiloctual

t in the early years.

Bloom doesn't identify any sumber of points or anything like that, but he does say
that the possible varisbility in the ultimate level of intellectual functioning, fifty percent
of it is used up by the age of four. So that’s why you're seeing 0 nmch emphasis thess
days on infant programs, infant stimulation, reslly trying to help stimulate intellectual
development in the early years.

Another important thing that you and I should be terribly aware of, and I see not
evidence of it, is that an sdditional thirty percent of this possible variability up or
, happens between the ages of five and seven, Now if that's true, f we are in s
o uplift the level of intellectual functioning—I'm not taking sbout 1.Q., I'm

of intellectual functioning—between the ages of five and seven, |

very much to see different kinds of experiences. As I visit kindergartens and

and second grades, I see much too much rote memorization, much too much manip-

mind-stretching, kinds of experiences. We don’t

to expand the intellect. We don't know. But I'm pretty doggone sure
is
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things out, because I think
and expand the mind. I see much too much manipulation—-
tting kids through paces and all in groups—everybody's doing exactly the same thing,
back the same answer. I se¢ much too much energy going into getting
box on s test, Or an exam, of to say the right word, the word that
hear. I do not see that ss mind-expanding kinds of experiences. |
who are responsible for developing curriculum with teachers resally
this. You've got 3 chance in these years—five to seven—to have s
on the level of functioning in kids.

Bloom, we discovered Jean Piaget. Of course, he's only been working
finally got around to discovering Jean Plaget. Jean Plaget has, by
own children, and many, many more children, come up with
children think, how their minds grow snd develop. He's produced s
development. I'm not going to give you s lecture on Plaget, but I will

it.

child into three levels of intellectual development—three
is up to sbout three years of age; concrere operetional,
beyond that, in ever increasingly refined use of
which finally leads to real thought. Now, it must be noted, if
Piaget, really, that the child moves upward in his representational ability only
, many, many experiences with real concrete things—real and varied.
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The last five years have seen unprecedented interest in, and attention to the young
child. We have money going in. Millions of dollars have been spent for research. We’re
trying to find out how he learns. We know quite a bit, yet we really know very, very little
about our children. We're deeply indebted to leaming theoris's like Piaget, as interpreted.
You know | can’t read Piaget. 1 don’t know if any of you can or not. But we’re not

supposed to. Those people are supposed to interpret him and try to help us implement.

We are indebted to Bruner, for example, for some of his learnings theories, and yet,
when 1 look at what we are doing with some of this stuff, it makes me feel sick, because |
think we are misusing some of the ideas that they are setting forth. Bruner, for example,
is understood as having said that any child at any point could be taught anything so long
as it’s properly organized and presented to him. Now in our sense of urgency, our
hurry-up—you know, get it fast, get it over with fast—this has led to the reorganization of
an academic curriculum so that we can shove it on him early. | call this the “sock it to
him™ school. We found out that the young kid is responsive, voluable, 30 “sock it to
him.” Give it to him before he gets all complicated at the age of seven.

1 have seen “geometry” taught to five year olds, ar:d | have seen rote answers given. On
the other hand, 1 have seen principles of geometry learned by children at work at materi-
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seriation, spatial, temporal, and 30 on and 50 on. We have usd them to manipulate kids.
If we put kids through these paces, then we m.ke the sssumption that they know, that
they have learned. [ think Jean Plaget w.uuld flip, sbsolutely flip, if he knew some of the

we are

was in Washington sbout throe years ago, speaking 10 s group, and one of the men

from the federal government said, “Well, Dr. Plaget, if we know that these are stepe

which s child
He

'm not against mobiles, but, you know, I heard in a recent conference, the Perceptual
Motor Developnent Conference, s woman muake the statement that by using mobiles we
average life expectancy five-year-old today may 95 years. : got
ninety more years shesd, why the devil are we hurrying so fast? What is this push? What
did the Russian educator ssy? “What are you fools rushin’ for?”

And what are we doing to kids when we do this kind of thing. You see, the interesting
thing is it’s all well-intentioned, it's all soundly based. Take Plaget, for example. { visited 3
number of kindergartens s lttle over a yeer ago, and [ was in a program in the South,
where 3 teacher was working with five kids—these were fouryeas-olds in s fairly dissdvan-
taged area. She was following one of the good accepted programs of clamification, and
she had » philodendron plant, she had s doll, she had s plastic apple, and he had an

gotgoous wooden sicplans, you know one of these Community Playthings—
sbeolutaly gorgeous. S0 the'd go sround the room: “What is this?”
“This is an spple.”
“What is an apple?”

|




This is what scares me, you see. We are taking some pretty sound principles and we are
really misusing them. I'm afraig it’s showing up. For example, some of the kids out there
in Champaign, lllinois, who really, at first, scored pretty well, are now into the third and
fourth grades, And you want to know something? They are right back where their
brothers were. They haven’t made it. It's an emply road kind of thing without real
understandin®. And, you know, it just makes me heartsick, because of what has been
done to thoss kids and what has been done to their parents. They’ve been given false
hopes, false txpectations. It all sounds so good. You know, if you can increase 1.Q., if
you c¢an score well on standard 1.Q. tests, boy you've got it made. But the tragic fact
happens to be that they haven’t done it. I'm afraid we’re working down the wrong alley.

I think one of our mistakes has been that we are too much interested in trying to do
something ¢o children. We are trying to manipulate them. We are not enough interested in
what the child himself is doing.

Maybe we need to move from focusing on what is being taught to what is being
learned,

Now there’s a very subtie difference, but I think probably it may be the difference. It
will be thekey. As I look and I listen and I read and I talk, I think we’re beginning to give
more attention, and seeing greater payoff, when we concentrate on the process of concept
formation and clarification. The process of thinking, the process of problem solving,
rather than one, two, three, four, five, mechanical, sequential steps. Now that doesn’t
mean that you can’t accommodate Piagetian principles in this. You do that by the
materials you bring in, by the questions you ask, and so on. But I think we need to focus
our attention not on the right answer, but on the process. 1 think we’re beginning to
question curricula that are based on normative stages of development.

I hope that those of you who were here in September will forgive me, but 1 want to
repeat some material that was presented to you. Do you remember the sketch that Bruce
Gardner made about the learning process? It seems to me that that’s about the clearest
impression—clearest picture—we’ve got of what we really :lo know about leaming.

Dr. Gardner, for those who are newcomers, was saying that this is kind of his synthesis
of all the things we seem to be learning about the leaming process. I’'m going to run
through this very quickly.
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INPUT Pyl ]| _STORAGE = ~“DECISION OUTPUT
> untaker > LTER sox < sox \_’mvnom‘]
A SVSTEM M |
| ) |
\ /
\\ /
Givos cluss 88 10 need for
modificstion in futuce declslon making.
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First of all there is input, which is everything that happens to the child. Now the ixput
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goes through a child’s filter system, which is uniquely his. Then it goes into something
that Bruce calls the storage box. And within that storage box there is one category in
which decisions are made. This is the decision-making portion of the brain and out of
that, then, comes behavior output, and behavior.

Now, if I had this to do over again, I would change the word input to intake, because
input implies passivity on the part of the child and he certainly “ain’t” that. He is very
aggressive. We do give some input but that’s only a small portion of what he takes in.
We've seen children even in the earliest infancy reach out, seek out stimuli that will
nourish their developing mental abilities. Here in input/intake is everything that happens
to the child, the total area of perception, what he sees, what he feels, what he hears, what
he tastes. You and I have a lot of control here in the selection of materials, the selecticn
of experiences, in the language we use, in the questions we ask, in the emotional climate
we establish, the expectations we communicate. This is all the total environment, this is
the intake of the child. We control it at school, we have no control of it outside of school.
If we have time, I want to come back to that, because I have a problem with that. Now
here’s where you come to the intriguing part aud here’s where my respect for kids goes
up.
You come io the filter system. This is uniquely the child’s own. Nobody else has
another one like it. You and I as teachers have great influence over it, but we cannot
control it or direct it. It’s his, unique and different from anybody else’s. This is where the
little son-of-a-gun has us over the barrel. Here’s where he’s autonomous. Because he sifts,
he weighs, he screens, he rejects, he selects, he modifies. Now this filter system is colored
by alot of things. It’s colored, I think, by how he feels about himseif. It’s colored by how
he feels about the teacher and about the other kids. And it’s colored by how he feels
about school. It’s colored by his physical condition. We're leaming an awful lot of
intriguing things about nutrition, and I have a hunch that this filter system may be¢ one of
the places that good health shows up.

The filter system is colored by all sorts of emotional reactions, responses, that are
kicked out by the environment. But bear in mind that it’s his, and in spite of our good
intentions of teaching, he’s going to take in only what he wants to take in, and that's why
Ilove the autonomy of the little guy.

Now you come to the storage box and this is probably the place where we know--we
don’t know much about any of these, but this is probably the place where we know the
least of all--no one really knows what goes on. But those of you here earlier, remember
that magnificent neurologist, Dr. Spears, who described an intriguing way of gaining
knowledge about the things that happen in different areas of the brain and the function-
ing of the neurological system. We are learning a lot.

Again I'm going to borrow from Bruce on this, because he gave a pretty viable analysis
of what happens within the storage box. It’s, of course, over-simplification, but 1 think it
helps. Four steps: the first of which is discrimination—the idea of sensing differences. The
child refuses to live at the level of what Bruce calls gross lumps. So he separates, he
arranges, he puts things in order. I think this is where David Elkind’s idea of gating comes
in. David Elkind says that kids take in things that they can’t handle at the moment, so
they put them away some place and close the gate, and that at some later time they’re
called out.

Courtney Cazden has done some work in language study-it’s fascinating that words
which a child seems not to understand or doesn’t use at the moment are somewhere
stored away and then later, when they're triggered off by some association, seem to come
back and have some kind of meaning.

Some other interesting things here with infants—are you aware of some of the studies
that have been done with isading storics to very, very young infants when they can’t
possily know what you’re talking about—yet these kids do better in reading in school.
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Don’t ask me to explain that one, but it’s sbsolutely intriguing. We’re urging parents,
mothers and fathers, to read very, very early to the kids. But it’sin this storage box that
the stuff is put away—if | can cope with it then it remains actively there, if not—what we
ought to do is try to put a little gate up there in the comer, where you put away stuff
that you can’t handle yet, but it’s there to call upon when something else happens that
maies it make sense,

The second siep is abstraciion—in the sense that a child abstracts-—-he lifts out the
quality or the attributes of a thing to form its characteristics. He deals not with the thing
itself, or the experience itself, but rather with the attribute that he selects from. This is
the beginning of Piaget’s symbolic representation.

Then the third step is one called generglization. It’s from all these things that he’s
abstracted. The kid develops order, some kind of ground rules to help him accommodate
present matters, present experiences, and that will help him in making future decisions.
Here is the base for his ability to predict consequences, to select appropriate responses
and behavior for new situations—-that’s where this comes from.

The final thing, then, is articulation. Something else goes on within the box. A kid
works with these separate components that have been fed in and he brings them together
in new kinds of wholes that make sense to him. He finds new combinations of separate
units that he’s taken in. Sometimes it’s what the teacher expects, but not always. This
probably is the level at which he would open David Elkind’s gate- given the right kind of
new intake, new stimuli, he would suddenly make a connection and articulate, then, the
new idea. He brisgs it out of storage. It makes sense. This is probably the level at which
creativity is developed. Certainly, it’s the basis for a child’s approach to probiem solving.
This, then, Jeads to his behavior.

Now for those of you who are especially interested in ki . with learning difficulties,
learning disabilities, | have a hunch that there may be something wrong in the filter
system—there may be some kind of block in the functioning of the storage box, or maybe
in the decision-making box.

Then Piaget says that a child both adapts incoming knowledge to his view of the world
and he adapts his view of the world to new knowledge. What that means is that this is a
kind of circular thing and that the child is capable of feedback, which gives clues from his
own behavior, 23 to the need to modify behavior in future decision-making processes. If
you and I can begin to look at kids in this way, | think we might have more respect for
his role as an active participant—not passive—in the whole leaming process. Pegardless,
don’t ever forget this. of our intentions, he has autonomy in selecting and rejecting—he
has autonomy in the total reorganization of his own learning experiences. As much as you
and | wouid like to do it, we can’t do it.

And 1 think the sooner we begin to realize that we are dealing with twenty-five kids,
each of which has a different filter system, each of which has autonomy in selecting and
organizing his own material, the better off we’re going to be. Also, 1 hope it makes us
aware of the need to study our input, our contribution, to his intake, and the need for
many, many very real experiences with a variety of things.

1 said [ wanted t- get back to the input. Some of you have read Twe Worlds of
Childhood which describes, you know, kids brought up in this country, and kids
brought up in the Soviet Union. I'm beginning to think that kids in this country live in
two worlds. One world, which begins when they wake up in the moming and ends when
the little hend is on the nine and the big hand is on the twelve and a whole new world
starts for them. That second world ends at 3:30 or 4:00 whenever school closes and then
they go back to another world. | am concemed by the lack of connection, the lack of
relationship between life in school and life outside of school. Because, don’t forget, we
are only a small part of the intake of that child, and ! just wigh I saw more teachers more
aware of this.




I've been working with a wild-haired psychologist down in Florida, it’s really a fasci-
nating idea. We're talking about developing a curriculum for K through 3 that would be
based only on the television programs that kids watch. Sunday night—I'm not a TV
bug—Sunday night 1 watched The Wild Kingdom and Star Trek. Boy, the questions that
could have been triggered off by those two programs, the motivation to learn, the motiva-
tion to fird out—¥'m afraid that kids are not bringing the questions they get from
television to school to their teachers. I really think that our kids are living in two separate
worlds. Wouldn't it be fun and wouldn’t it give them a better break if we could begin to
make that world one worid. I think maybe we're going a little far down in Florida, but
maybe we have to go to that extreme to kind of make the point.

There’s another way of saying what I've been trying to say. George Kelly, a psycholo-
gist, in a book called The Theory of Personality Construct, says that every man is a
scientist. And as a scientist, he ascertains the properties of all of the elements in his
environment, physical and human. And knowing the properties of the elements in his
environment, he is able to predict. And by being able to predict he is able to control.

Now can you see that kind of logic applied to an elementary aged child. Well, let’s
apply it to an eight-month-old baby. Have you ever seen an eight-month-old baby pull
himself up to the side of the crib, hang on with one hand and take his furty toy in this
hand, and by learning about his thumb and his finger, he moves them like that—what
happens to the toy? Drops to the floor, doesn’t it? Is this not ascertaining properties of
the elements in your environment? Okay, then what happens when that hits the floor?
What happens? He cries. Mother comes running then, and, you know, #t comes back to
him. And he does exactly the same thing. The little son-of-a-gun, before you know it, has
control over this mother. Now if that’s applicable to an eight- or nine-month-old baby, it
is certainly applicable to older children.

Wouldn't it be fun if we had the guts, to have the flexibility and freedom, to develop a
program, a school program, which would enabie kids to become the scientists that they
are by nature, that would accommodate them? These are natural drives that we are
talki~3 about.

I just want to énd up by making une point. Although we are met today talking about
learning of young children, every single word that 1 have said is what we are leaming
about the learning process. And everything that 1 have said applies not only to five-year-
olds, it applies to fifty-five-year<clds. I have a hungh that we, if we can pulli. are going
to have reel impact on the way schools operate all the way up to the graduate school

_ level. . i
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Assistant Dean

Programs in Education
Hunter College — City University

DEVELOPING CURRICULUM FOR YOUNG CHILDREN

We have some four-year-olds at Hunter College Elementary School. The teacher was
doing some work with papier mache, and, as most teachers, she thought that perhaps she
could save the papier mache from one day to another and not have to mix it all again, Of
course, when she opened up her storage can the next day, she had a gorgeous mold

growing. .

Instead of just closing it up and forgetting about it, she called all of the children over
and said, “Look what happened! Look what we have here!” They got into a very involved
discussion of what had happened and why it had happened. She admitted to me later
that, really, she didn’t think most of them understood what she was talking about, but

she did want them to see what had happened.

Two weeks later she was preparing the tables fo: lunch—most of her group were out of
the room with another teacher—but one little boy, who was hyper-active, shall we say,
had been brought into her room and she had said to him, “C’nion and help me, we're
going to set up for lunch now.” And the first thing he said to her was, “Cover the bread,”
and sue said, “Why should we cover the bread, we're going to put it out on the table?”
And he ssid, “You know it will get”—snd he couldn’t think of the word he wanted, and
finslly he pointed up toward the ceiling and he said, “You know, like that.” She really
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didn’t know what this child was talking about, and she named all the different parts of
the ceiling. She said, “ceiling,” “wall,” and finally she said, “molding.”

And he said, “That’s it.”” Now this child had stored whatever information he had
picked up from that experience about mold, had kept it in his mind, and now was relating
it to the fact that here was bread and she had ssid that sometimes mommy has bread and
she takes it out and it has some mold growing on it. Then he had made a further
connection in his mind betweeén the word mold and the word molding that goes around
the top of the wall before you get to the ceiling.

This experience impressed itself on me terrifically, because it shows us we really don’t
know how these little minds are whirling about, and what they are doing with the
information. It also points out that we should not deny children experiences because we
don’t think they’re ready to use them.

Milton ended by saying what we’re learning about how children learn also sffects how
adults learn, and 50 on. I went from teaching kindergirten . aildren to teaching college
people. In fact, some of my friends used to say I went from small toilets to large toilets.
One of the things I learned in my methods course was that instead of standing and talking
with a class, as many of my colleagues do, I gave the college girls the same experiences
that I might have given to the kindergarten children.

For instance, when we were doing science, I suggested to the class that we break up
into groups and I sent one group out and I said, “Walk around Gillett Hall and look up.”
To the second group I said, “Walk around Gillett Hall and look down.” To a third groupl
said, “Walk around Gillett Hall and just look at a normal eye level.” When they got back
into the room we taiked about the things that moved, the things that had certain shapes,
the things that had certain colors that you saw when you looked up, that you saw when
you looked down, and that you saw when you just looked at eye level.

And to this day I meet some of these students who say to me: You know, I'm doing
that with my kindergarten, or second grade, or whatever it is. Because it was a first-hand
experience and it was something that was meaningful. Now I mention these things be-
cause this is the basis of what we want to do with and for children in cumriculum.

When I talk about curriculum, for instance, I am talking about organized experiences
for children in a small setting. But within that organization should be so much flexibility
that although the teacher comes in with one plan in mind it need not be adhered to. The
children’s interest, what the children are particularly excited about, the television show
that they saw the night before, or questions that have been raised on the way to school,
should take paramount precedence over what the teacher herself planned. If this teacher
is, indeed, providing an appropriate curriculumn, she will give the leeway, she will give the
kind of format that allows for planning around what children really are interested in
doing. There must be an enormous amount of flexibility, 3o that you can use the interests
of your children. 1 think there’s nothing sadder than going into a classroom and seeing
children~1 won’t even say “active” because that’s too active &8 word to use—seeing chil-
dren involved to a degree that’s a vety superficial one, in doing something that was not of
their choosing, that is not of any importance to them, and o0 they’re just going through
the motions.

Yesterday morning, 1 was in a pre-kindergarten out in Queens, and the teacher said to
me, “One of the things that bothers me is that I've gone over and over the calendar and
my children still Gon’t know that the week begins with Sunday.” 1 said to her, “Did it
ever occur t0 you that these children are too young to be going over and over and over
the calendar and that if you stopped doing that maybe in a year or two they'd pick it up
immediately?”

And 1 added, “You know for some children, Sunday’s the first day and for some
children Sunday’s the last day.” And I pointed out to her that just a week ago I had been
in the same school, in a kindergarten class, and the teacher there used to teach second
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grade. And she said to me, “In second grade we always used to teach children to tell the
time. 1 don’t know whether children are getting smarter, or we were just waiting too long,
but all of my kindergarten children can tell the time.”

She had this little routine where the had s large clock and she kept putting the hands
at different times, and it was true, the children were telling time.

Now I'm telling you this because 1 want you to see that there is no such thing as s set
curricilum, at a set time, for all children. Some children are ready to tell time when they
are in kindezgarten, But 1 have a colleague who happens to be an outstanding authority in
secondary social studies who admitted to me recently that she never leamed to tell time
until she was in the eighth grade. She said there was no ne:d for her to tell time, and
then, suddenly, when she was in the eighth grade, there was the need and she was terribly
ashamed and upset to discover that everybody else could tell time and she couldn’t, and
the had to really work on learning how to tell time. Of course, it didn’t take her very long
to leamn to tell time in the eighth grade. But you see it didn’t matter to her—she had no
need for telling time earlier.

Now, sometimes, the teacher makes the peed felt—and this is where the teacher’s role
comes in, in the preparing of curriculum and organizing activities. But, if it’s just a
teacher-motivated part of curriculum, it will remain just that, as in the teaching of the

‘calendar in the pre-kindergarten class of four-year-olds. Those kids couldn’t have cared

less, 50 they’re not learning about the calendar.

By the way, talking about the calendar reminda me of another experience | had. I went
in to supervise a student teacher in the second grade, where they were learning about the
calendar. It happened to be the first day of the month and she had made a calendar up on
the blackboard and she was starting from a very real point of view--the children’s own
birthdays—who had the birthdays in this month. This is good motivation for looking at
the calendar, you see. She would have the child come up and show her the number on the
calendar that she had printed on the board.

But she called on one child and he said, “I can’t show you.”

- She said, “Come up here.” He went up to the blackboard and she said, “Show me your

birthday.

He said, “I can’t.”

Finally she said, “What’s the number, what day is it?” He told her, and she looked,
and she had left that day out. In making the calendar, she had just skipped that number.

1 think we must realize that children are motivated to look for something of their own
in anything they’re doing. This is one of the reasons why, when we talk about children
learning the alphabet, instead of teaching them the A, B, C’s as they did in the old days,
or instead of just doing a phonics approach, if children are helped to learn the letters of
their own name thers’s high motivation. This is natural interest. Every one of us is
concerned sbout ourselves and oui own name.

Genenlly, in the nursery groups, in the pre-kindergarten groups, in day care centers,
and 30 on, children are given something with their names printed on. In the Head Start
Center that 1 was working with, they had taken those old wonderful wonden cheese
boxes—I don’t know where they'd accumulated them over the years, nowadays they use
cardboard—but these were the wooden Breakstone cheese boxes. The teacher had covered
them, and had put an oak tag with the child’s name on each one, and the child kept his
scissors and his crayons, his paste, and all the little things that he needed, in the cheese
box.
One moming a child came over to the tescher and pulled at her dress and naid, “Put
my name on my pictyre.” And she looked at him and said, “You can put your own name
on. Go and copy it from your crayon box.” The teacher didn’t realize this was a child
who had come in late, and nobody had made the tag for his box. Well, she brought and
showed me a picture done by that child, that said “Breakstone” on the bottom.

n~s
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That, of course, points out something eise. Children are interested in printing their
own names, but they really don"t know what they’re printing. So they’re just as likely to
print “Breakstone,” ot whatever it is.

However, we are very excited when we see children who care about printing and who
are doing it because they’re interested. You will find many little children who will copy
all kinds of signs without knowing what they are copying. Or they will pretend that they
are writing letters, or books, of stories, or scmething of thet sort. And we know that this
is a sign of real resdiness for writing and reading. These are the things thet teachers must
look for.

And we have to slwsys keep in mind thet each child is different. | think | was bom
saying each child is unique and I'll die saying it, but | hope thet somewhere in between,
teachers and school administrators will take it to heart, because we've been talking for so
many years about individualizing instruction, and then we give a teacher thirty children
and she tries to teach them all in one big group.

1 think we've had some progress in the last ten years along those lines. | think that the
whole ides of Head Start, having a teacher, an aide, a family worker—maybe three adults
in a classroom—will break down some of this large group instruction. Because we're
leaming, more and more, that when a teacher asks & question of a whole group, she's not
getting the answers from everybody in the group. [ can’t tell you how many kindergarten
teachers } hear asking, what is this shape, or what is this color, or whatever it is. And
then, you know, she gets this unison response to the things she’s taught—that this is a
square, or this is a cube, or this is a red something. But what she’s getting is one or two
tresponses from the group that are loud and clear, and she thinks she’s taught it, and thet’s
done. And then she’s very sutprised when her group really doesn’t know size ot thape.

Now, first of all, she’s not handling it in the proper way. She’s not individualizing.
She's also not giving children many different experiences that deal with the same subject.
And that's another thing that I'd like to discuss for 8 few minutes. If you are indeed
concerned about teaching children shapes and things, you can’t do it just by having a
square, a triangle, a circle—which is what | see everywhere. What do you see in this room?
1 see the seats of chairs that may be square or rectangualr—it’s easier if we pick a
rectangle—-| see the parts of the door, the door itself, the shape of the room. Go and pick
up things in the room—a book, ali kinds of things—and you're helping children through
having them do things, having first-hand experiences, instead of talking this abstraction of
squares and triangles, and circles, and rounds, and 30 on. We've been confused about this
for a very long time.

1 was with a four-year-old, recently, in a living room that happened to have on the sofa
several cushions and she went over and she picked up one and said, “Look at the
trisngle!” And the said it with such exultation. Why? Because she knew she had learned
something. Children really get real pleasure from ieaming. This child was taking some-
thing she had leamed in a formal situation in nursery school and applying it to this little
triangular sofa cusion. And then there was another one on the sofs and 1 held it up and |
said, “And what’s this cne?” She said, “That’s round. t’s all just like in school.” She was
30 thrilled that there was this bridge from achool to her other world at home.

We, as teachers, we, 33 administrators, have to see that we give a myriad of experi-
ences, 30 that they are repesting the same kinds of concepts until the concepis really
develop. [ was in a classroom the other day whese the teacher said, “If you could pretend,
what would you be’” She was doing a very nice job with this whole idea of imagination
and pretending. But then she wam’t checking up when the child ssid he wanted to
pretend to be an astronsut, or pretend to be a nure- little girl said—whether the child
really knew what the astronsuts did or what the nure really did.

Now, with young children there’s a lot of confusion. We find young children who, if
they know that a nurse has a white uniform and white shoes, may think that every person
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in a white uniform and white shoes is a nurse. They need first-hand experiences, for

instance, 10 the bakery shop, where the iady may wear a white uniform and white shoes,

to various places where the child gets the experience that the white uniform and white

shoes are not just a property of being a nurse. The child whose mother is a nurse thinks,

when he’s very young, that all mothers are nurses. So we have to give him many, many

experiences until he gete the idea that his mother is a nurse but some other mothers are
else.

How do we give these experiences? How does this fi° into curriculum? By letting
children interact very freely in an environment that is well prepared for them. 1 know
sume of you are dealing with children who have learning difficulties. We talk about
children from disadvantaged homes having chaotic backgrounds and needing very struc-
tured environments, Yet we musin't have 30 much structure that there’s no richness. We
mustn’t have clutter, and we can’t confuse clutter with richness.

The environment that the teacher sets up in the classcoom should be such that the
children can go around and use materials, and ask questions, and explore, and Jeam by
using materials, by interacting with materials, interacting with other children, having a
rich socio-dramatic play—whether the child is in s housekeeping comer, or 2 block center.
Building with blocks, children are saying: “Let’s make believe. Let’s pretend. You be the
this, and I'll be the that.” Or, “this is an airport,” and 30 on.

There's a lot of imagination, and there’t a ‘ot of absolute concept developmeat in-
volved, t00. If you're building an sirport and your sirplane is this big, how big must the
hangar be? Well, there you have a math concept involved, size relstionships, and bigger
and smaller, and so on. .

There is no part of curriculum that isn’t related to snother part of curricuhua, and
this, | think, is another thing that we need to look at very carefully. Many principals have
said to me, they don’t know how to go in and observe and conwment on an esdy
chiidhood teacher’s class, particularly, in kindergarten, because they can’t separnate out,

the observation report and say 1 saw a lesson in language arts, or I
served s lesson in social studies. | say, Great! You shouldn’t be able to. Because if this
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i is the proper kind of curriculum for ctildren-and 1 won’t even say for young children,

- I'll say for all children—it should be 30 integrated that you can’t really say that when

| children are working in the housekeeping comer that’s only language development. It

: isn’t only language development. Perhaps it is, largely, because they are talking to each
other and communicsting and interacting, but it's so many other things as well, because
you have math leamings, science learnings, everything else involved at the same time.
When children are using water and other materials, they may be doing it in the house.
keeping corner, but mathematics learnings are involved, as they’re pouring and filling a
vessel, full, half full, more or less—all kinds of learnings are involved there. The non-
numerical math, you see, as weil, As they’re mixing water and sand or water and flour,
they're learning sbout properties of water and of these other materials, 50 science is
involved, too. And to think in terms of curriculum being, say, seven diff>rent curriculum
areas, each distinct and by itself is a great error.

1 think, more and more, as we’re getting the British Infant School concept across in
our American schools, we're seeing less of the distinct custing up of the curriculum. We're
seeing much more of this wonderful flow of children leaming, and doing, and being, and
interacting, and feeling good sbout themselves, within a kind of continuous stream. Here
again, is the flexibility—not feeling that you must have reading from nine to nine-thirty or
ten, and you must have math from ten to ten-fifteen.

And that reminds me that ! was in a second grede classroom a few years 3o, with a
wonderful teacher who believed wholeheartedly in having children participate in making
their decisions for their own day. So in the moming, as they did in almost every class in
this public school, the children, with the teacher, would put on the board the program for
the day. Now in most classes it was a terrible routine, it was dry, and horrible, and the
kids couldn’t have cared less. But in this second grade, the children really responded, and
they would say to the teacher, let’s read first, and then we'll have time for such and such
and 30 on.

Now, this one day a child raised his hand and he said, “Let’s put in time to do
nothing.”'rluteodm although she was young and rather inexperienced, had enough
Jaith in children—and that’s another thing we've got to undedine, in constructing curricu-
lum you must have fsith that children will learn through their own experiences and not
just the things that are force-fed, in fact, they will not learn through force-frading—she :
had faith in these children and 3o she asked, “How long should we have for doing ‘
nothing?” They decided to have ten minutes. So from 10:00 to 10:10, she put down “do
nom'!

When ten o'clock came it happened thst a child vomited, and the teascher had to take
the child to the nurse, and send for the matron to clean up and so on, leaving my student

E teacher in charge of the class. My student teacher was terribly upset that here she was
| going to have the class for ten minutes of “doing nothing.” But she got up and said,
: “Well, now we're up to—~what does it say?” And somebody in the clsss read It and said,
1 “It says ‘do nothi:y.’ ™

She said, “OVlay, that’s what you have to do.” And the children sat there for a few
minutes, not inowing what to do with themselves, and then they just started taiking, and
at the end of ten minutes they went on to whatever the next time required.

The next day, when they were planning, again, this littl» %oy raised his hend and said,
“Let’s have 8 time for deiig nothing.” But the rest of t* : class outvoted him vaciferous-
ly. No, they didn’t want it, they really hadn’t enjoyed it.

Look at how wise that teacher had been. She had let them try It out. She had let them
see that, mny,mayw':mdm.mmh«m.mm,mmmu,
anywsy, where they had some time to teik to each other, at many times during the day.

That brings me to anotiser part of cumriculum planning. Curriculum planning must
include within us the attitude that cldldren are out of their seats, that they are not tied
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down to one specific place in the room, that there’s freedom, not only of choice of
activity, but choice of movement within the room. If a child wants to go over to one side
of the room to sit down with a book, he can. He doesn't have to do it just in one place.
Of course, we can’t have license, and, particularly in kindergartens and rooms that have a
lot of water-play, we must make rules. You can't take the water over 10 the library corner

I have seen programs where teachers have thought they were doing a pretty good job
of planning curriculum on paper, but where they were so rigid in keeping children in
ceriain spots in the room that there weren't enough occasions for intersction. For in-
stance, as children are playing with blocks, or moving around with trucks or something of
that sort, they get involved with the children who are in the housckeeping corner. And
they thould. This is wonderful interaction. But in the classroom where the teacher is
keeping each section 3o sterile and by itself, you don’t have that interaction. The teacher
who foresees the need for all of the interaction, promotes it. And that’s the same teacher
who, when she sees a child who's not doing or who hasn't selected a center of
terest, takes on the role of playing with the child, and says, “Let's go visit in the
housekeeping comer.” She knocks on the door and says, “This is my friend, so and s0.”
and gets the child involved in the housekeeping activity. If she sees that the children
aren’t touching the blocks, she either goes over and sits there, or assigns another person in
her room to be there to spark some activity in blocks. | remember a classroom where just
the use of a big piece of blue cloth, which became a lake, a river, all kinds of things,
changed the block play very radically.

Now, I said that no curriculum area should be 30 separated from any other that they're
discrete. For instance, | remember children saying we need a sign that says “Don’t step on
the grass.” So she made that sign. And she said, “But where's your grass?” And then a
child went and got green crayon and paper and made some grass quickly. And before you
knew it they were making all kinds of signs. They were rebuilding a park. Where did this
sctivity come from? They had been on a walk to a neighborhood park, in the spring,
when there was a sign that said, “Keep off the grass.”

Now the children hadn't taken the actual words, “Keep off wne grass.” They had their
own words. And using children’s own words for reading back and for really using che
words builds cp the vocsbulary, and the interest in reading those words. So to ssy that
reading or language arts is separate from free-play, when children are using the blocks and
housekeeping corner and $0 on, is very wrong.

And | must also ssy that when | mention blocks and housekeeping corner, I'm not
only talking about nursery or kindergasten classes, I'm talking about first and second
grades, and, | hope, even grades further on up. Children can bring an intricate knowk dge
to block building, as they get older. If you haven't seen the Play School film-it’s an old
one-on blockbuilding in an after4chool center with ten-yesr-olds and tweive-year-olds,
mmﬂnhouumn.amm«nmmmumwwm,w

You know, we've heard, the last few years, thanks to Bruner, the idea that anything
can be taught to any child of any age. And we've heard about the need for consumer
education in the lower grades. Well, lots of children in many lower grades have been
having consumer education in their free-play.

1 was in a classroom, just recently—a kindergacten—~where the whole end ol the room
consisted of shelves with empty boxes. And 1 must say that the teacher had used great
care in seeing to it that the boxes were clean und reslly empty, because, you krow,
especially in New Yor - City, we can have many of those little crawling things.

They wese all classified, 3o that you had cereal boxes, and you had other kinds of
food, and you had cans of different kinds, and 50 on. And right there a5 | stood and
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looked at it for 8 minute or two 1 reslized that here was 8 wonderful experience in
classification. Above each classified group—above each category—was 2 sign which said
4¢, 2¢, and %0 on, prices in the lower numerals 50 that children could handle them.

When they broke for free-play, the teacher asked, “Who wants 10 go to the store?” and
four children raised their hands. And she asked, “Who wants to be the chocker? Who's
going to be the shopper? Who's going to be tha man to replace items?” These children, in
socio-dramatic play, were getting the whole idea of some of the basics of consumer
education that people have been talking about. And they were doing clansifying, and
numbers, and all sorts of things, involved in this playacting about the store.

Now this has been going on for many, many years. I'm sure alt of you in this room &t
one time or another have had children who hav> played store in this fashion. It behooves
us, now, to look at it, and to help make it the most it can possibly be. And { think
kindergarten teachers, and first snd second grade teachen, for many, many years have
been planning experiences for children that we: good and were appropriate. But kinder-
garten teachers, | think, were guilty of s more haphazard, or accidental leaming kind of
situstion. They were guilty of two things, really—accidentsl learning, on the one hand,
and force-feeding, on tha other, 30 that you walked into every kindergarten in New York
City, in January, and everybody was doing “the family™ or ‘whetever.

Now, it can't be that the interests of the children are such that every kindergarten
child in New York City is intecested ' the same thing at the same tine. There may be
variations and there should be veristions.

In Cincinnati, where | was doing some work on early childhood curric Jum, the |
superintendent asked me what 1 thought about writing a curriculum guide. 1 said it's very
hard to keep it a guide; it becomes a bible or a cookbook, and I said ! frankly don't
believe in writing a curriculum guide of that sort. Of course, I was embarassed, five
minutes later, when she presented me with one that had already been done But 1 flipped
through it, quickly, and 1 was able to show her why i had said what 1 nad said. On a
certain date, in October, it sald, “soeds and planung.” And I said te her, “In Cincinnati, I
guarsntes, every one of your kindergarten teachers is going to be doing seeds and planting
in that week in October. Do you mean for it to be that way?™

She said, “No, thir is just s suggestion.”

1 said, “Yes, but the teachers aren’t going to see it that way. And what's going to
happen in the spring when really they should be doing seeds and planting?”

She said, “Well, I don't know how to get around that.”

1 told her that this is tha problem when you give a specific date and » specific topic.
* You should have a whole list of possibilities from which the tescher can drsw, you see,

with no dates on them, nor with any directions that she must adhere to these.

1 remember when 1 was amsistant director of early childhood education, a teacher
complained to me that in het school she wasn't sllowed to have s unit on dinossurs in
kindergarten. She seid her principal‘nid i"s not in the early childhood curriculum bulle-

T s tin, And it wasn't, because when that bullstin was written there wasn't an awful lot of
interest in dinossurs among young children. \t's since been changed, of course. But I had
10 go and see that principal, and explain to him that what was in the guide was only
supposedly a suggestion f things to be done. And if children came in very much interest: |
od in dinossuss, what could be s better source of planning curriculum. They were interest-
ed. It was real. It was meaningful to them. [ can’t underline that enough. ;

We must have planning, because we don’t want a chaotic siuation, or thisaccidental |
lesming {'m { -‘ng sbout happening all the time. Certain’:- we want accidental learning—
things that weren’t planned—but thc teacher has to be taking cues froin children, She has
to be listening and obeerving and knowing what children really ase sbout, so that she can

o list in her plan book the things that she thinks she'll need for the aext week.

ERIC I remember walking into s prekindergarten classroom, and no teacher was there. And
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| said to the children, “Whese's your teacher?” And they said she just went out. She had
gone for a projector. When | had my conference with her later, | asked “Did you know
the night before that you were going to need it, and how is it you didn’t have your
projector in the room?” This is the kind of planning you expect a teacher to do. If the
children have evinced some interest in 2 certain subject, and you decide you're going to
show them a film or slides, you make those plans ahead of time, not just on the spur of
the moment, and then leave a whole class of children waiting while you go to borrow it
somewhere.

This is what | use as my reason for asking for plan books. Lots of early childhood
teachers don’t want to make plan books. | used to say “Oh that plan book—it’s for the
birds.” You know, it’s just for the assistant principal to re:d. But | once took my
kindergarten class to the telephone company—and the manager of the telephone company
wrote a letter to the school, commenting on the fact that the kindergarten class had been
there. The assistant principal came into my room nd said, “Why didn’t you tell me you
went to the telephone company?”’ | said, “Did you sead my plan book?”

She never read it. She just stamped it, you see. So | had very strong feelings that as a 1
teacher 1 was writing plans that were meaningless to her. To me they were ineaningful,
from the point of view of being a kind of log of what children were doing. And | insist
that teachers skould do that. You need some kinds of annecdotal records. You need some
kinds of notes on the development of individual children—Johnny did talk today, or he
did skip, or he did participate, or he didn’t, or whatever it was, or so and so painted for
3 the 11th time in a row, you know, things of this sort. You also need a plan book so that
1 yon can correlate your films if you have them with your story books, with your songs,

: ] that you’re gcing to teach, or the finger plays that you want to use, things of this sort.

: ‘ If you're doing something on a specific subject, you get every book you know of
T about it—and you don’t only write it in your plan book, but you get it into the library ]
) comer. So there is correlation, and there is planning.

I'm not saying that because of the need for flexibility, and answering the interests of

) - children we have complete license and no planning, and no structure. Structure is given
2 { : by the way your room is set up and by the use of materials—how much you have out,
- ' how much you hold back for when your children are more developed and need more i

difficult puzzles or more intricate games or things to use. Structure comes from classroom .

W

- '- management. We're helping children, through our curriculum in eardy childhood, to be

X, - _ se'f-realizing children, who can be independent, who can go and get their own materials
' f\ - : and come back and use them. And to be children who don’t have to be handled as a
; g : whole group, because while you, ihe teacher, are working with one or two or three

(_ E i children, the othe: children can go and get their own materials and they know what to do

by . with them. They can interact.
N '.- In an early childhood cumiculum, there should be some kind of a hum of activity. not
- ' absolute silence in the room. There should be lots of flexibility of fumiture, so that your
space is used flexibly. And your time is used the same way, so that if, suddenly, some-
thing happens, everybody can put hats and coats on and go out and look at something in

the yard.
Ny | recently saw a class that was cut in the playground, and a teacher came along and
: . said, “Hey look at those shadows. | see Jane’s shadow. I'm going to step on Jane's
/ 2 } shadow’s head.” She did that, and before you knew it all the children in the group werse
: j . reacting, and going after each other’s shadows, and seeing what happened as they moved.

! o ] And then, because of this expetience, she said, “Let’s go in now and come out an hour
" later and see where our shadows are.” At one point, she had a child stand still, and they

N drew around the shadow with clalk and left it there, and when they came out an hour
later they had the child stand in the same spot, and they drew around and saw how it had

changed.
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Here was a terrific science learning that was triggered off by a physical activities time
out in the yard. How many teachers just stand with their arms akimbo in the yard and the
children either do or don’t do something worthwhile? I think there must also be inter-
action among teachers, and interaction among teachers and adminisirators. Kindergarten
teachers say to me, by the thousands, I hate to send my children into first grade where
they’re going to be kept sitting, where they’re going to be held stiff and still for so long,
and where, when they have recess, they go around one circle and everybody has to do the
same thing.”” They go from one kind of experience that’s free and exciting, to another
that’s very tight and far less exciting. And 1 have said for years that this is where our
school dropouts begin. Right there in that first grade.

We have to help the principals, supervisors of whatever sort, and teachers understand
that children don't have to be sitting in seats all the time to leam. I think of the Lillian
Weber film—which shows children in British Infant Schools lying on their stomachs,
writing, and reading. We here in America don’t think in terms of kids out of their seats
and writing on the floor while they’re learning. And believe me they can learn on their
seats or out of their seats, and on their bottoms, it doesn’t matter on what, you know.
They can lcam outside of the room, as well as inside the room. And they can learn from
each other as well as frorn teachers.

I'm going to stop at that and just try to summarize by saying self-motivation, the
children’s own interests, flexibility, and interiction—these are key words as far as I'm
concerned when it comes to an integrated kind of curriculum.
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