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The 2ad annual Tater-Tostitutional Seminar in Chi ldheod Fducation
again covtbines talents of students and faculties from four Utah
fnstitutions of higher lteavning in the pursuit of major objectives.

L. To acquaint participants with research trends, with
cmevaing principles and practices in child development
and with c¢hild training and educational endeavors ve-
fated to vouny children,

2. Te contront participants with different points of
view and to provide opportunities to clarify their
ovr positions in the light of velevant examples and
experiences hy othors,

3. To stinulate interaction between faculties and
students trvom differvent fustitutions and thus
te breoaden their frame of exposure and reference
beyond the pavameters of "in born"” puitesophy and
practice.

1. To create optimal conditions for learning in the
informal scettings of Snowbird Lodge where study,
vecreation and living circumstances can provide
for total Involvenment by all participants accord-
iny to their own styles and desires,

Utah's institutions are to be congratulated on the support of this
cooperative venture and the onportunities for faculty, citizens and
studenis Lo sbhave In poanning and implementation of an idea which
WOTKS .,

Helut P Hofmann

Academic Vice President and
Dean of Faculty

Westminster College

Satt lake City, Utahl
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Preface

The collected papers included in this publication were originally
presented during the 1973 Inter-Irstitutional Seminar in Childhood
Fducation at Snowbirvd lLodge, Alta, Utah. The Seminar was held
August 5-10 under the divection of the following staff membervs

representing parvticipating Utah institutions of higher learning:

Brighan Youny University
Max Berryessa

University of Utah
Buth Lundgren

Vrah State University
Arthur Jackson

Weber State College
lL.ee Beckner
Carele Price

Seminar Coordinators

luth Williams

Co-Divectors
Ruth Gavdner

The fivst Utah Tnter-TInstitutional Seminarv, patterned after Inter-
Tnstitutional Seminars held in Walden Woods, Michigan, was held at
snowbivd in 1972, The success of that seminar and its publication,
foellected Papers 1972, justifies the continuation of the project
te fulfill the seminar cbjectives. These objectives are stated in
thie foreword by Dr. Helmut P Hofmann, a former director of the
Tuter-Tustitutional Semivar at Waldon Woods and onc of the original
suppovters of the seminar in Utah,

The success of the 1073 Seminar is a result of the dedication
of the scholars who presented papers, the philosophy and inspiration

of Dr. Avthar Vo Combs of the University of Florida who presented

vi .



the theme for cach day and the cooperation of the Seminar staff,
We wish to thank all who gave so willingly of their time and talent

. . I
to insure the Seminar's success,

Ruth Williams
and

Ruth €. Gardner

Co-Divectors

0 vii.
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Transcendent Man: New Goals for Human Strviving

Arthur W. Combs

University of I'lorida

Fvery man behaves in terms of his own reality. Utach person
acts in the light of what scems to him to be so. What people believe
about themselves and others is therefore crucial in determining the
divections of bhuman striving. This is especially true with respect
to those beliefs people hold about what {s possible for the human
organism. Such perceptions determine the very origins of behavior,
the processes of thought and goal setting that precede whatever
activities human beings engage in, intellectual, cmotional, personal,
social, esoteric or practlical.

Modern psychology tells us each person hehaves in terms of what
he belicves about himself and what he believes about the other persons
he must interact with. The dynamic ovganization of beliefs about self,
called the sclf concept, governs everything we do. Tt is the center
of a person's existence, his freme of reference for every act. We do
not strive for goals we know we cannot reach. We suf:ller in silence
what it seems to us we deserve. <o each person's beliefs about himself
and his capabilities determine his personal aspirations and expectations.
In similar fashion, beliefs about what other people are like govern
our expectations and behavior toward them. Accordingly, important
changes in our conceptions about the nature and extent of human capa-

cities nust inevitably be accompanied by far-reaching e{fects on
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every phase of the human condition. Such a change is currently in
progress and we will never again be the same for its having come among
us .

Lest aayone doubt the extensive changes which can come about as
a consequence of a shift in our thinkiang about the nature of human
potential, he uneeds but remind himself of the implications of just
such changes we have already experienced. let men bhelieve they are
inferiovr beings and living in bondage scems "right" and "natural.,"
j.et them believe they can overthrow theiv oppressors and revolutions
occur, Genevations of sailors were kept close to shore by the belief
that the world is flat and one would fall off the edge if he ventured
too fav from land. Lot human beings but think they can sail round
the world or off to the moon and the whole of human existence takes
on new dimeusions. The beliefs people hold aboul themselves and the
world they live in can produce a stultifying confinement or stimulate
creativity and accomplishment heyond our wildest dreams.

Yor generations we bave lived, at least in Western culture, with
a limited concept of human capacity. Man is seen as an object limited,
like any other, by his phvsical characteristics. We came by this
concept honestly as a consequence of our observations of people in
action. One needed but look at his physical activities to observe how
the body pltaces limits on what is possible for human beings. The notion
was further encouraged by governmental and religious leaders for whom
it was often very cenvenient that men should believe their capacities
were stvictly timited. More recently the idea has heen strengthened
by studies in physiology, nmedicine and stinmulus-response psychology
which scem to corrobovate "scientifically'" the limited character of

human poteantial,
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The mischief done by this conception is stupendoui. It has
atfected every phase of human existence. ¥or example, this concept
of capacity supports the belief in the innate inequality of man,
which in turn gives credence to the "rightness” of retationship of
tord and serf, master - slave, annointed - heathea, manager - worker,
atflueat - indigent, and 2 host of others. Tt alse excuses the
status que.  Tf numan potential is limited, it follows that people
are what they were "meant to be'.  The human condition is the "will
of od”. There is therefore little that either can or should be
done about poverty, ignorance, prejudice, or vast inequalities of
woalth and power. Proceeding from such assumptions, such models for
dealing with human beings as the medical model in which the knower
prescribes for the fgnorant, ov the pelitical model of the ruler
exerting his rightful power over the ruled seem accurate and '"logical®.

Tn every gencration men have suspected there was something wrong
with these models. They have semetimes questioned them philosophically
or ideologically. Some have even dared to propose the democratic
principle that "when men are {ree they can find their own best ways"
or propose the "great society" of I..B.J., Such coicepts were usually
not rooted in basic concepts of human potential. Rather, they were
usually advaunced as '"nice ideas hardly practical for the hard realities

of life'". They were emploved on a "

yes, but--" basisi "yes, T believe
in democracy, but not in this case”, or "yes, T would, but they won't
let me!" Modern humanist thought takes a different perspective. Tt
raises sevious questions about fixed and immutable concepts of capacity

and is findiong increasing scientific support and affirmation for its

pousition.,



The humanist view sees man as much more than an object. The
phivsical body man rides around in is not man himself. It is little
more than a vehicle in which he travels, the "meat housc in which he
Lives". his vehicle imposes limits upon some aspects of human behavior,
to be sure. Any structure does. The structure of an automobile
delernines the general limits in which ft can operate. Tt will not
go far under water or fity far off the ground. Within its milieu,
however, its possibilities ave enormous. TIf It is in reasonable ruming
condition the extent of its behavior is no longer a function of its
structure. You caunot tell where it bhas been, vwhere it is now or where
it will go next from an examination of its anatomy.

Similarly, the bhehavier of an organism, modern psychologists tell
us, transcends its structure. Given the vehicle to operate in, behavior
thereafter is no longer explicable by structure but by perception. Oue
must have eyes to see. Given cves tlat see, howcever, after that what
is seen, has been seen or will be scen in the future is only in small
deoree determined by the structure of the cye. Given a body that makes
nerception possible, after that the behavior of the body itself is o

»
determined by perceptions rather than the other way round. What a
person perceives may cause him to subject his body to great risks ov
destroy it altogether. In the complex society we live in our most
important behaviors have little or nothing to do with our physiological
Timits. Thinking, believing. problem-solving, understanding, communi-
cating with ecaclh othev, all these are littie affected by physiologic
limits. This principle {5 even more true of those hehaviors which make

ns post humang loving, caring, hating, wishing, hoping, aspiring, striving.

I
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Since behavior is a function of perception, the crucial determinants
of capacity for behavior or misbehavior are the richness, the extent
and the availability of the perceptions possessed by a person at a
given moment. The importance of this conception is vast. Whereas,
the limits of the body are finite, the number and variety of percept{ons
is practically astronomical. It follows that the capacities for

behavior poessessed by any individual exceed our wildest imagination.

Tf, by intelligence, we mean the capacity of an individual to behave

effectively and efficiently and if it is true, as perceptual psychologists
say, that behaviov is a function of perception, then it follows that
intelligence must be a consequence of a rich, extensive and available
field of perceptions. Intelligence, itself, can be created!
The limits of this sirgle paper do not permit an exhaustive
review of the evidence for this position. That has already been done
elsewhere.1 The reader who wishes to pursue the evidence on this
question will find the search a fascinating ovne, but that pursuit is
not currently the one that concerns us. For purposes of this discussion
we accept e thinking of humanist psychologies as valid and the
(:T:D research cevideuce as supportive of this position. It is solely our
intent here to explore wome of the implications of this new view of
capacity for the quality of thought and life in our times.

strictly limited, o function of heavenly or hereditary endowment and

@\,
Do
Ci:> The orthwdox viev of previous generations regarded capacity ase

CJC) open to comparatively minor modifications. The perceptual approach

1. See Hunt, J. ¥McV. Intelligence and experience. Also Combs, AW,
and Soygg, D. Individual Behavior: A Perceptual Approach to

>3

Behavior, Harper and Row, N. Y. 1959,

5.
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locates the limits of capacity in currvent perceptions rather than
hereditary physical gifts. This is not to say that the physical
body imposes no limits upon capacity. Of course it oes. Cne
needs to have a vody sufficient to make perceiving possible. Once
able to perceive, however, the crucial limits no longer lie ip

body structure. Like the behavior of an atomic pile, up to the
point of thé critical mass the radioactive ingredients behave in
standard predictable fashion. When the point of fusion is reached,
however, a whole new set of conditions comes into heing. There
are, of course, persons so physically limited as never to reach the
threshold of adequacy. Fortunately, these are comparatively few
and most persons are horn with suffic ent physical endowment to
make pevceiving possible. The body must "be enough" to make per-
ception possible, but once that point is reached the limits upon per-
ception enter a new dimension in which the crucial questions are
not structural but experiential.

This new way of reparding potential human capacity does not do
away with limigs. YNothing cexists without limits. It simply shifts
the focus from structure to perception. But what limits perception?

Psychologists lnow of at least five. These are:

1. Opportunity: What a person is able to perceive =~ . be
dependent upon the opportunities he has had to experience. This
seems so obvious as to hardly need repeating.

2. Need: Man is a striving creature continuously seeking
fulfillment of need. The peculiar expression of need in a person's
cconony inevitably determines what that individual perceives. We

see what we need to and miss what appears to le ™ relevance.

6.
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3. The self: Pechaps the most fascinatiag discovery of
modern psychology is the effect of the self concept on perceiving
and behaviug. What a person believes about himself is the frame of
reference for everything he does. People who sec themselves as men
perceive quite differently from people who perceive themselves as
women, and those who are mixed up about this definition behave in
mived-up fashion. People who see ‘hemselves as liked, wanted, ac-
ceptable and able sce the world quite differently from people who
feel they are unliked, unwanted, unacceptable and unable.

4. The effecc of geals and values: The values people hold
have a highly selective effect upon what they are able to perceive,
A man who values reading has a quite different world of experience
from the person who does not. Similarly, if one has a goal to go
fishing, what he perceives will be very much different from the
person whose goal Is to take a nap.

5. The effect of threat and challenge: People feel challenged
when they are confronted with a problem that interests them and
which seems to them to lie within their capacities. Pecople feel
threatened when they are confronted with problems they do not feel
able to cope with. Human percepiion is opened and expanded by
challenge. The experience of threat, on the other hand, forces
defense of self and narrowing of perception to the object of threat.

Note that all these limitations upon perception are subject to
manipulation. Perception is learned and can therefore be taught.
Because this is so, we ave given a whole new perspective on what

man can become. There is not much one can deo about heredity, but
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the possibilities for changing human perceptions are almost infi-
nite. In place of a concept of man futilely pushing against the
upper limits of potential, we must understand human beings as
hardly scratching the surface of their possibilities. TExcept

for a comparatively few persons severly limited by physizcal endow-
ment, most people seldom use but a very small portion of their
ultimate capacity,

the human organism, we now understand, is vastly overbuilt,
Like the well constructed bridge it is designed to withstand forces
far in excess of daily vequirements. Tt had to be so in the course
of evelution, An organism incapable of rising to wmeet emergencies
would lony since have been elininated. Had the human organism not
possessed vast reservoirs of unused resources, it could never have
withstood the exigencies of life or the inexoravle processes of
evolution.

Men can be and have been severely limited by the psychological
factors affecting human potential listed above. They have lived in
despair with concepts of themselves as inadequate or worthless,
They have died for lack of opportunity. With needs unfulfilled
they have lived perverted lives or lashed out in rage against cheir
oppressors, With inadequate systems of values they have marched off
by the millions in search of destructive goals. Subjected to diets
of threat they have grown stultified and stupefied. The loss of
human potential in such patterns of existence is so vast as to
stageer the imagination,

The release of human potential, we now understand, is a problem

8.



in fulfillment, in being given. To see oneself in positive ways
requires positive experience. One cannot feel able without success,
liked without being liked, acceptable without being accepted.

Without opportunity potential dies a-borning. With basic needs un-
futfilled men are forever caught in a dreary cycle of a bare struggle
for existence. The deeply deprived fill our jails, our hospitals

and our institutions. As Maslow suggested, their unacceptable be-
haviors represent the screams of the tortured at the crushing of
their psychological bones. We cannot afford such losses in human
potential,

If buman potential is a function of the richness, extent and
availtability of perceptions, then human potential lies within our
control. And that is an awesome responsibility. The failures of
men whose potentialities were regarded as limited by the physical
organism could be written off as the will of God. For those who
believe potentials are almost unlimited, failures cannot be blithely
assigned to the will of God. They must be accepted as the lack of
will of man. There is a theological concept that there is no sin
if the person did not know better. Now that we know what is pos-
sible for men, we live in grievous sin if we fail to act upon it.
Cur new conception of human capacity provides us at once with new
hope and new agouny. The implications of this conception have
ramifications for every phase of modern life and thought. They
must be injected into every facet of human thought and endeavor,
philosophical, political,'social, moral or aesthetic. Its imple-

mentation must become the major goal of our institutions, government,

ERIC
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education, industry, public health and welfare,

Seen in this new way, our concepts of human potential are not
limits on human endeavor but new goals for human effort. For example,
regavding intelligence as limited by hevedity, our approach to "the
gifted" has been to discover these lucky persons and provide them
with special nourishment and opportunities. But if human potential
is a consequence of perceiving and can thercfore be created, gifted
persons must be seen as our crowning achievement, thie people with
whom we have already been immensely successful. Our task then be-
comes, not to locate and coddle these fortunate ones but to find
out how we did it--and get about the business of doing it for mil-
lions more.

The conversion of concepts of potential from limits on human
endeavor to goals for constructive action is so significant a shift
in our thinking and its implications for human welfare are so pro-
found that implementation must not be delayed. The necessary clues
to action are implicit in the limits upon perception outlined above.
Where would such thinking lead us? To what new heights of human
thought and understanding? What kind of world could we produze,
for example, if we were systematically to provide for every human
being optimum conditions for expanded perception? We do not lack
the know-how. Troubadours, teachers, priests, poets, acters,
writers, printers, and ordinary persons of every description have
always engaged in expanding human awareness. To the multitude of
techniques for communication and learning developed by these people

we have added now the vast new resources provided by the world of

10,
O
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electronics--television, teaching machines, radio, computers, motion
pictures and many more. With this new technology any of us can par-
ticipate in a walk on the moon, a meeting of the United Nations or

a battle in Viet Nam. No child in the world we live in needs to

grow up without opportunities to perceive more broadly unless we

will it so. Recent investigators have found that teaching mothers

to stimulate their babies using ordinary materials found in any house
produces significant increases in intelligence, 1If experience cannot
be brought to a child, we can take him where the action is., In a world
on wheels no child must grow up in a sterile existence if we do not
want it so. The meaus for enriching experience lie all about us,

{¢ need but put it to work. The only thing which bars our way is

a matter of priorities, whether we think it important.

The provision of experience can provide human beings with
richer, more extensive fields of perception from which to select
behavior. But capacity is dependent, not only on the existence of
perception but upon availability; whether the organism is free to
acquire and use perceptions. This is not an objective question but
a phenomenological one having to do with the meaning of experience
for the behaver. Tt is especially dependent, as we have seen, on
need, values, threat, challenge and the nature of the self, all
matters residing within the individual and only indirectly open to
observation and manipulation. Learning to deal with such subjective
quastions is not an easy thing to bring about in a society like ours
which traditionally worships objectivity, treats "scientific method"

as a sacred law and regards the techniques of industrial management

11,
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and production as models for dealing with any kind of problem. If,
however, human potential is a function of perception as modern psy-
chology indicates, it is with that question we must learn to deal
if we are to fulfill the promise these new understandings hold out
for us. To achieve transcendence and the maximum relcase of human
potential requires adoption of a new phenomenological perspective
and a humanistic psychology capable of dealing with such concepts.
Already there is some evidence that we are beginning to chink in
these ways and the humanistic psychologies of Rollo May, Erich
Fromm, Carl Rogevrs, Abraham Maslow, Donald Snygze and Arthur Combs
provide us with promising guidelines to thought and action.
Fron these beginnings who knows what might be accomplished by
the systematic application of our new conceptions of human potential?
What sort ol world ceuld we create with an all-out commitmeut
to the fulfilluent of human need? Depravity, we now comprehend, is
a function of deprivation. The best guarantee that a person will be
successful in the future is frequent experience of success in the
past. Failure and deprivation, psycholegically, is like disease,
physiologically; a hindrance or obstacle to the full exercise of
thie organism’s potentials. A glance about us makes clear that too
many of our efforts ave often expended in the control and restriction
of nced satisfaction rather than nourishment of fulfillment. What
kind of supermen might we producce in the next genecration by fulfilling
the conparatively sinple needs of just the children in this generation?
Fulfilluent is a question of priorities.

What would be the cutcome if we were to apply what we know about

12.
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the effects of threat and challenge upon perception even if we did
this only for the young? Who knows what magnificent persons we
might create by the systematic elimination of threat and the maximum
cxposure to challeunge?

A view of human capacity defined in terms of heredity and struc-
ture is a discouraging prospect, at best, at least in so far as this
generation is concerned. It sews the practitioner in a straitjacket
of limitations and offers him little hope of positive results even
with maximum effort. The perceptual view of capacity, on the other
hand, opens a whole new worid of thought and action for those con-
cerned about the problems of man and society. The release of

human potential becomes a problem to be dealt with in the present

rather than through heredity and subject to change by experience
rather than structure. Indeed, what needs to be done is often so
obvious as to be clcar to almost anyone willing to direct his atten-
tion to the proper questions. Perceptual limitations upon capacity
suggest their own solutions. One needs but ask such questions as:

How can a person feel his needs are fulfilled unlcss someone
fulfills them?

llow can a person feel liked unless somebody likes him?

How can he feel he is a person of dignity and integrity unless
someone treats him so?

How can a body feel successful without experience of success?

In the answers one finds to questions like these lie the
suidelines to action for the fullest release of potential. Scen

in this way the creation of human potential seems absurdly simple.

13,



Of course, it is not. FEven understood as a problem in perception,
the encouragement of growth in capacity is still beset by limitations
and human circumstances immensely difficult to change. Simply be-
cause we understand that capacity may be inhibited by perceptions
and beliefs only defivnes the problem; it dees not cure it. A man
may be just as handicapped by a belief that he cannot do a thing as
he would be if he were physically unable. Knowing that it is a
belief that is crippling, however, pinpoints the problem and opens
many new doors to treatment not available for selving a purely
physicatl problen.

A beliel about human capacity like that now advanced by the
hunanistic psyvechologist is much more than a nice idea. 1t provides
a transcendent view of man, au essentially hopeful conception. It
does much mave. Tt sets new goals for human thought and action,
new clues to improving the human condition. As a break through in
the social sciences, it may one day be understood as far surpassing
in importance move widely hervalded dJdiscoveries in the physical

world.,
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SHOULD TEACHERS DEAL WITH VALUES?*®
James P. Shaver

Teachers nhave no busines. dealing with values. The school's

role is to teach skills--such as in reading, writing, and

arithmetic, and in vocational areas. 7The values of youth

are the business of home and cburch.

The school is an instrument of society. Teachers nust,

therefore, be deeply involved in shaping the vatues of

voung people--{rom instilling important prrszonal values,

such as honesty, to inculcating values of Jundamental

importance, such as patriotism. If they did otherwise,

teachers would be derelict in their duty.

To which of these points of view should teachers subscribe? Or
is there some other position that more legitimately prescribes an
appropriate role for teachers in a democratic society. Of the many
frustrating issues that teachers face, as perplexing as any is the one
posed by the guestion, '"What should I do about values when I am teaching?"

It is all too casy for a teacher to attenpt to avoid facing
thorny questions about values by claiming that "1 de not deal with
values in my classroom’, or "The subject matter I teach is value-free'.
This kind of disclaimer ignores two very important realities of the
school. One has to do with the teacher as a curriculum decision-
maker; the other with the teacher as part of the school's social systenm.

In the first place, it is important to ask whether any subject
is "value free'". 1t is perhaps fairlv obvious that values are
central to instruction in music, art, and literature--the school's

esthetic curricula. After ali, the major concern there is with the

student's valuing of beauty.

*Based on ﬁﬂéhnﬁto}»fh a ‘orthcoming book, Values and the Teacher
(Belmont, Calif.: Wadsworth).
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The lack of a value-free curriculum may be less obvious in an
area such as social studies. This is especially true when a teacher
sees his or her role as that of teaching social science concepts
adapted and simplified so that the students can understand them.

But even then, the teacher, as curriculum decision-maker, is dealing
with values. Why teach from a foundation of social science concepts
instead of beginning from a focus on public controversy? Why empha-
size material from history and not from some other social science, or
vice versa? Why, within any one scholarly area, teach some concepts
and data and not others? What if the social studies teacher teaches
a neat, academically sound account of the Civil War,” including pre-
and antebellum events--but doesn't comment on the morality of slavery
or on the behavior of whites and blacks during the Reconstruction
Period?

Decisions in regard to such curricular matters are based on
value priorities and make certain value-related outcomes more likely.
For example, what are the implications of one's answers to the above
questions for: the importance of dealing with abstract ideas as
compared to dealing with the nasty realities of social reality; the
relative significance of different areas of history and social science
content; the importance of confronting basic moral issues; and, perhaps
most important of all, the student's valuing of the school in terms

of its relevance to the world '

‘out there'--especially his own life?
Fven if a teacher could avoid all perplexing issues involved in

the selection of content and feel comfortable teaching ''pure" social

science, that content would bring values into the room. Social

scientists study values as one social phenomenon; but, even more

16.
O

ERIC

Aruitoxt provided by Eic:



important to our concerns here, the social scientist's values affect
his studies.

The commitment of the scientist to scek the truth is part of the
scientific lore. As Bronowski] has put {t:

In practicing science, we accept from the outset an end which
is laid down for us. The end of science is to discover what
is true about the world. The activity of science is directed
to scek the truth, and it is judged by that critevion. We
can practice science only i1 we value the truth (pp. 99-100).

Despite the scientist's overarching commitment to "truth", other of

his values creep int> and are implicit in his work. Consider, for
example, the pionceving work of Alfred Kiusey, who applied his earlier
taxenomic training in zoology to the study of the sexual behavior

of man and proaduced the classic volumes, Sexual Behavior in the Human

Male” and Sexual ehavior in the Human Female3. Although his approach
was quantitative, the moral implications were great. His data showing
that there was little relation between sexual mores and actual sexual
behavior clearle have had a liberalizing effect on our society.

Kingev viewed his own work as purely scientific documents. But
others have regarded themn as "highly tendentious™ and "with a distinct
permissivist bias. . .[a] fundamentally materialist notion of human

7
sexuality" ™

Robinson (pp. 100, 102) commented:

There was some justice in these [criticisms]. Kinsev never
recognized that by asking certain auestions rather than others
he committed himself to a particular conception of sexual
life, which while "ebjective™ in the sense that it did not
contradict the facts, was nonetheless partial. He tended to
ask about phvsical acts, not about the internal states
accupanving them, and he naturatly found it easier to

soreure the quantity rather than the quality of acts.?

Scientific methiodolopy is wot, then, value free. The methods
selected ean result in "scientific” data with profound value impli-
cations. Morcover, the selection and use of method can have important

Q 7.
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value implications in the teaching of science. Yor example, students
kill and dissect frogs in a biology class: What are they being taught
about the value of 1ife?

Values may be implicit in other ways when science 1s taught, 1In
teaching biology, no assignments or class discussions have to do with
ecological problems. A decision not to deal with such matters in
teaching science can be justified, particularlv in the context.of a
particular unit of study as opposed to a total curriculum. But what
does such a decision coavey to the student about the values of the
teacher and the school, and about the kinds of intel:iectual activities
and ends he should value?

A math teacher scolds a student for not appreciating the beauty
of geometry; or the students that are counseled into courses that call
for the practical application of math concepts, such as business math,
are all "less bright", non-college oriented, working class students.
What are the implications in regard to the kinds of knowledge to be
valued, or, in the second instance, the kinds of persons who are most

valued?

A '"Hidden" Curriculum

It has been popular in the last few years to talk about the
school's "hidden curriculum''-~the unirtentional, even unsuspected,
experiences that result in unplanned student learning. This learning
may not correspond to any of the school's stated or consciously
desired objectives, and may even run counter to them.

The hidden curriculum for values includes the often unexamined
value implications of "scientific'" and other content and the uninten-
tional implications of methods of classroom instruction, and more.

18.



In and out of the classroom, as part of the social and political

system of the school, the teacher is constantly making noninstructional
value~reclated decisions, often without being aware of the ramifications.
A teacher scolds a tenth grade boy and girl for walking down the hall
with their arms around one another. A principal asks a seventh grade
teacher to send to his office a2 list of the boys whose hair has reached
an objectional length, and the teacher does so. An elementary teacher
chastizes her children for wearing muddy boots into the classroom or
for not putting books back on the shelves neatly. In each instance,
the teacher 1is saying something to the students about his or her

values and about what he (or she) thinks the students' values ought

to be.

There is no use pretending that such value-related decisions nn
the part of teachers can be avoided. We must act and our values will
be a major influence in determining what we teach and how we treat
students. The danger is in pretending that what we do is "value free".
Wearing such blinders allows unexamined assumptions and biases to
influence our behavior and have an impact on our students--often to

the detriment of the objertives we seek on a conscious level.

Frame of Reference

The question, then, is not whether teachers will deal with values
or whether their values will affect what they do, or even whether
teachers should deal with values. It is rather, what will you do
about values, and will you be awarc of the influence of your own
values and make it as conscious and rational as possible? <Charles
Beard, a historian who became involved in thinking about the secondary

19,
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school social studies curriculum in the 1930's, emphasized the
importance of the latter point extremely well, He wrote:

Every human being brought up in society inevitably has in
mind a frame of social knowledge, ideas, and ideals--a nore
or less definite pattern of things deemed necessary, things

deemed possible, and things deemed desirable; and to this

frame or pattern, his thought and action will be more or

less consciously referred. This frame may be large or small;
it may embrace an immense store of knowledge or little kiow-
ledge; it may be well organized with respect to categories

of social thought or confused and blurred in organization;
and tue ideal e¢lement in it may represent the highest or
lowest aspirations of mankind. But frame theve is in every
human mind. This is known, if anything is known. 1If the
fact be denied, if a large, clarified, and informed frame

of purpose is rejected, is deliberatedly and ostentatiously
put out at the front door of the mind, then small, provincial,
local, class, group, or personal prejudices will come in at
the rear door, occupy the background of the mind, and con-
stitute the frame. . . .[N]o one can profess to know every-
thing or to believe nothing, tc possess the whole truth or

to exercise no prefercuces in the selection, arrangement,

and presentation of materials for thought and instruction
with respect to particular truths,

Theoretically, to be sure teachers . . ., might dump
all things known . ., . before children pell mell and leave
children to "follow their own interests" in making pleasing,
agreeable, or satisfactory seleclions from the heap of
"facts." Practically no such operation is possible , .
when any large area of occurences or experiences is under
consideration, Since all things known cannot be placed
before children in the school room, therve must ana will be,
inevitably, a selection, and the selection will be made
with reference to scme frame of knowledge and values, moce
or less consciouslv cestablished in the mind of the selector.
If anything is known in the social sciences, this is known.0

For purposes of simplicity, we will use the term frame of reference
to refer to what Beard calls "a frame of social knowledee, ideas, and
ideats".

In considering values and the teacher, it is crucial to under-
score Beard's point that a frame of reference is not something that
some people have and others don't. Each of us has a frame of reference;
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our ideals (our values) are a very important part of that frame;

and each person's actions are influenced by his frame of reference

(ve rarely, for example, attempt what we deem to be impossible or
immoral). And, as Beard noted, to be unaware of or to deny the presence
and impact of a frame of reference only leaves the individual susceptible
to the unthinking application and imposition of his frame, including

the values in it.

fwo Levels of Curriculum
It is important, as was suggested earlier, to consider questions
about values and the teacher on two levels: First, and perhaps more
obvious, is the formal curriculum level., On this level we need to
ask such questions as, What should T teach about values in my class?
Should 1 engage my students in the critical examination of values--
theirs, their parents', society's? The second level is the hidden
curriculum--the often unintenticnal biases in method and content, and
the nuances of the teacher's behavior as an instructor and outside the
classroom as a member of the school's social and political system.
On this level, we need to ask questions such as, What do my actions
implv about moral behavior or about the acceptability of different

life styles. What implicit value biases are built into my teaching

methods or the scholarly methodology underlving the content I teach?

It is essential that each teacher develop a rationale for dealing
with values in the school--at both the formal and hidden curriculum
levels., That is, cach of us who teaches should examine carefully the

heliefs--factual and evaluative--in his or her frame of reference
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that influence how he or she handles values and makes value-related
curricular decisions at both the formal and hidden levels.

Many of the elements in our frames of reference that are relevant
to teaching are unexplicated, unexamined assumptions. If our behavior
is to be as rational as possible, these assumptions need to be brought
into the open, stated as clearly as possible. examined for accuracy
and for consistency, and implications drawn for instructional and
other behavior toward students (for example, in the lunch room or
during hall duty). The product of this process of explicating and
clarifying one's frame of reference is a rationale--the statement and
explanation of the basic principles upon which the teacher's school
behavior (both in the formal classroom seiting and during the otler
encounters within the school's social and political svsten) is based.

The development of a conscious rationale for teaching, as distinct
from an unrecognized frame cf reference, is essrutial but not easy.
There are a large number of complex facets to such a rationale.
Begeging for clarification, for example, ars assumptions about the
society and the school's relationship to it, about the nature of
children and how they learn, about the nature of values. The critical
examination of our unconscious and frequently cherished assumptions
in these areas is not something that is accomplished overnight, nor
even during an undergraduate course or an inservice training program.
In fact, orne is not likely to ever arrive at a completely e¢xplicated
and polished rationale.

A rationale, like the person who is attempting to develop it,
evolves and is always in the process of becoming. Your rationale

nmay become more expiicit, more comprehensive, more logical in the

g
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interrelationships of its parts, clearer in its implications for your
behavior as a teacher. But it ought never to be considered final, for
that would imply that you yourself have stopped changing.

All of one's education, out of school as well as in, contributes
to his frame of reference. Unfortunately, there is little in our
education, in or out of school, to help each of us develop a rationale
for our behavior as teachers.

Teacher education programs (in common with most other curricula
for educating profegsionals) are notably lacking in experiences that
are explicitly and intentionally geared to assisting the prospective
or practicing teacher to examine his frame of reference and begin the
arduous, but challenging, task of developing a systematic rationale
to which to refer his or her instructional decisions. TIhilosophy
courses typically deal with formalized categories of thought (e.g.,
idealism, realism, neo-Thomism, experimentalism, and existentialism)
that are useful for scholarly exercises in classification, but tend
to be of little use to the teacher in thinking about day-to-day
decisions. Only rarely is instruction geared to engaging prospective
or practicing teachers in the rigorous philosophical examination of
his or her own factual and evaluative -ssumptions.

Along the same lines, curriculum and methods courses tend to
talk of techniques and rcview new curricula without enmeshing teachers
in the examination of the underlying assumptions or in the development
of criteria by which to decide which techniques and curricular products
to use,.

0f course, most professors of the other courses (tre “academic"

courses) in teaching preparation programs would be horrified at the
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suggestion that they ought to do more than impart the basic knowledge

of their disciplines, although occasionally "academic" courses are

aimed at how the knowledge of a discipline might be taught to elementary
and secondary school vouth.

This delinquency in the education of teachers is critical. How
ruch of the commonly noted alienation of students from the school is
due to the failure ot school people to critically examnine the frames of
reterence from which they make instructional decisions?  For ianstance,
how wmanyv teachers unthinkingly expect students to enjov a subject
matter areca hecause ther (the teach: #x) do-~vhich is, after all, one
major reason that they are teaching? lHow many teachers assume unthink-
inglv that their students should accept knowledge for its own sake
regardless of its relevance to their daily lives, not recognizing
that they themselves tend to remember that knowledge which they are
able to use iun construing and dealing with their own lives? Such
questions supsest the kind of critical examination that is necessary
in deciding whether we as teachers are treating values in a way that
is justifiable in a democratic society, or whether that treatment is
legitimate in terms of the student's own personal integrity and the
frequent frustration at the lack of relationship between "school
learning" and the "real world out there'.

An impoutant recson for developing a rationale 1s to avoid the
unthinking imposition of beliefs. Equally important is the need for
a systematic, well-grounded basis from which to explain, even defend,
one's instructional hebavior to administrators and parents. In the
social studies, for example, teachers challenged for raising contro-

versial issuces in thelr classrooms have gotten into trouble because
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their justification was not much deeper than, "Controversy is good".
Certainly, in a democratic socicty a more profound and persuasive
justification could be at hand. When schooling touches on values,
parents are particularly likely to be aroused to emotional reactions,

and a rationale becomes a professional necessity.
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SIMULATION GAMES IN SOCIAL STUDIES: PLAY AS YOU LEARN

by Geneva Winterrose

The goal of educational games is to make learning real, to

make the classroom come "alive,"

to actively involve students in a
direct learning experience. Simulation games are rather recent
innovations but, if well planned, can be one of the best teaching
techniques we have to involve students in learning.

In social studies, simulation games are defined as working
models of physical and social situations with certain aspects of
the "real thing" being included and reduced in size to manageable
proportions. The designer includes only those elements of reality
that are most relevant to his purposes, Characteristics common to
simulation games are: they are simplified abstractions of the real
world; they usually involve competition between players or teams of
players; they progress through a series of plays or cycles which
represent some actual period of time and sequence of events; they
usually compress time, such as one round of play representing one
vear of time, although some may be set in real time; they '"usually
enploy a simulated environment representing those aspects of the
real world relevant to the objectives of the game. "]

An example of a simulated game is one developed by
William A, Nesbitt entitled, "The 0il Islands Dispute: A Classroom
Game of Conflict and Cooperation.'" While it only involves two
plavers, it "does combine the two essential primavy elements of
sinulations--role-playing with a scenario and a game format in which
strategies have clear outcomes for the players."? Tco play the game
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the class is divided into groups of three, one to be the referee and
scorekeeper and the other two to play the game. The referee in ecach
group keeps track of the gains and losses of cach player for the ten
rounds of play., Lined paper with one column beaded U.S, and another
colunn headed U.5.8,8. {s needed by the referee, The following
scenario is given to the students, either orally or in writing, and
the play proceeds,

"Tt is the vear 1980, Vast oil deposits have been discovered

on istands in the Bering Straits arcea between the United

States and the Soviet Union. Neither country had pressed

theiv claims to these islands belore, although both had good

historical and legal arguments to do so. Now, however, with

a serious shortape of 0il clearly ahead for the world, both

countries consider the oil islands of extreme importance.,

Indeed, the continued economic development of both countries

mav depend on access to this oil,"3

The players in cach group decide who will represent the United

States in the dispute over the islands and who will represent the
Soviet Union, Since ten islands are involved there are ten rounds
of action choices. For each round the plaver may make one of two
choices: he mayv decide to cooperate in developing the oil and
sharing the profits or he may attempt to seize the island. Each
plaver has a red and a4 blue chip whieh he holds under the desk or
table. The referee savs, "1, 2, 3, show!" and the players show at
the same time either a red or blue chip. The red chip means he
wishes to seize the island and the blue chip means he wishes to
cooperate with the other country in developing it., If both players
indicate that they wish to cooperate they each receive $1 billion as
shared profits. I1f one plaver indicates secizure and the other
cooparation, the island {s considered successfully seized and the
plaver showing the red chip recetves all of the profits, $2 billioen,

and the plaver showing the blue chip loses $1 billion, which
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signifies that his country has lost prestige. If both of the
players show red chips, indicating that they wish to seize the
island, each player loses $1 billion which represents the cost of
naval and anmphibious operations.

The game is followed by discussion or 'debriefing' concerning
which was the more successful, cooperation or conflict.

simulations scem to be growing in popularity as more and more
are becoming available. Their greatest strength lies in their
effectiveness in stimulating student interest and involvement. It
is left to each classroom teacher to determine if the educational
value derived from them justifies their use. If the teacher is pri-
marily interested in the factual, conceptual kuowledge pained,
games do not rate high as instructional tools. 1If, however, major
emphasis is placed on the affective learning areas, or the attitudes
and values students are gaining, games will be more widely used.
Researchers point out some areas in which they do rate well as ef-
fective teaching instruments. Goodsell says, ''Students learn when
their values, beliefs, and attitudes are involved~-the over-used word
is 'relevance.' If the subject matter and the classroom experience
have meaning for the student, he will want to learn , . . Simula-
tion games as a teaching device are so highly regarded that they are
in standard use bv many industries and by governmental, including
military, agencies.'% Livingston states that, "Their value appears
to lie in their ability to clarify abstract relationships by pre-
senting them on a more concrete level which the students can experi-
ence directly, and in their power to influence students' attitudes."d
Kachaturoff believes that simulation games, "consequently develop

concepts and insights which will help him (the student) identify
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himself and make decisions of greatest value to himself and others."©
Lewis adds that, "if all goes as planned, even the least successful
encounters copen young 2yes to a realistic view of something pre-
viously unrecognizable."?
Some claims by current researchers as to values derived from
simulation games are that they:
1. ", . . are designed to allow youngsters to experience a
wide assortment of adult-type encounters without fear
of serious reprisal from wrong actions or judgments.
Students interact at their own levels; peer pressures

dissolve in a self-judged simulated environment.'"8

2. "Require the student to conceptualize, apply predic-
tions, interpret propositions, and evaluate formulations.'9

3. Provide "the student many opportunities to exercise
his independence, creativity, intellectual competence,

and maturity,'10

4. '"Regquire and promote a more independent attitude on
the part of the learner."ll

5. Help students to "develop critical thinking, to sum-
marize knowledge, to achieve definite goals, and to
use skills related to a problem or project.'12
6. Replace words by actions in the classroom.
7. '"May be symptomatic of the irrelevance of much that
goes on today in our classrooms if the drive of youth is
to be rekindled,'13
Educational games do have problems or limitations. One of
these is the time involvement. Each teacher must weigh the value of
transferring time from the traditional academic pursuits to game
playing. Anotler concern is the somewhat higher classroom noise
level and degree of physical activity involved in games. Some
teachers may fear that teacher control of the classroom will dis~
solve. Many teachers lack proper orientation and training in game

playing and so avoid using them because of an uncomfortable or in-

secure feeling in trying out new teaching strategies. Another

O
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problem is the lack of conclusive evidence as to the amount of
learning which actually takes place. Youngers and Aceti warn that,
"simulation games are not intended as an educational cure-all, They
arc more apprepriate for teaching some things than others, This is
best left to the teacher to decide witnin the setting of his own
classroom. "4

While more experimentation and evaluation are needed, there
can be little doubt that games are very exciting and promising

cducational nmedia.
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GROUP SPONTANEITY BY THE CASE

William C. Nutting

The content of the clementary school curriculum has been in
for a great deal of criticism in recent yecars., And some of it has
probably been descerved,  The purpose of this paper, however, is not
to review what may be wrong with that which is now included in the
curriculum, but rather to point out what is right vith some of
that which is not presently racluded,

First, there ought to be much more forthright encouragenent of
spontaneity on the part of children in school. And, second, therc
ought to buv much more opportunity for realistic and purposeful
social encounter among children in their school-based learning
expericvnces. A good many school people will readily agree with both
of these premises. But the question of implementation remains. How
may we go about meceting these particular unfulfilled nceds without
jeopardizing some of the more wvorthwhile aspects of the cstablished
curriculum?

But maybe this is not such a dilema as has generally been
presumed.  Perhaps the answer is as obvious as the question, Why
not get at both of these needs by systematically promoting within
the school some of the same kinds of group-inspired undertakings
that are such clear challenges to children in their out-of-school,
non-supcrvised hours? We see this sort of spontancous group activity
going on constantly in every residential neighborhood on weekends
and during summer vacations, Informality, natural exuberance, and
all-out team offort are all in order, Children identify a mutual

interest, are moved somehow to commit themselves to a particular
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chall-nge, work to develop the concern through their own resources
and amazing cnergy, and finally close out the matter to their own
satisfaction, Many of these group undertakings arc deserving of a
respectable place in thie school curriculum., So let us examine the
nossibility of legitimizing this sort of natural learning as an ad-
dirional approach--not, as already indicated, to correct what is now
standard in the curriculum, but to Include something important that
is not yet there,

Let us consider tfirst the matter of spontanecity as an educational
neceseity, By nature, children are spontancous activists. They are
impulsive decrs; they find it difficult to be passive and quiet, and
impossible to wait, This is the way they came into the world; and
it is the way they will continue to grow until much of that natural
spontancity and activism has been ultimately squeezed from their
behavior in the name of conformity--not merely by the school, but
by all of our social agencies. There is no doubt that spontaneity
is systematically--although perhaps not intentionally--dried up
during the childhood years. But the human race needs spontaneity,

And it needs activism, admittedly, spontaneity and activ.sm are not
comforting to established society, but they are essential to human
Progress.,

The world really needs its Albert Einsteins and its Winston
Churchills. But how are they produced?  The rarity of such individuals
among the millions might suggest that largely we have been going
about it backwards, ft docs not scem unlikely that exemplary instances
of brilliance may have cnwerged in spite of, rather than because of,
our cducational agencies--1like a dotermined shrub growing miraculously

out of the face of a granite cliff,
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Childhood cxuberance ought not be stifled, but cherished and
tended as a precious hope for succeeding generations. There should
be provisien for spontancity in the child's curriculum, But, as of
now, there is vivtually none. In the main, whatever moments of child-
hood spontancity are to be found in school situations are there as
contraband.,  They are not officially cncouraged, but cither permitted
by an indulgent principal or smuggled in under cuphemistic wraps
by clever curriculum-running teachers, Spontancity, it might be
arpucd, i1s a vital personality characteristic, and provision for it
should not have to be bootlegged into the child's formative years,

On the contrary, we should legalize it and deliberately foster it in
the curriculum,

In the interest of clear communication, {t may be helpful to
pause at this point for o definition of terms. In partiecular, we

should distinguish between curriculun and instruction, We may say

that there ave three wajor aspects, or domains, of schooling, And,
while the three overlap considevably in their functions, cach has a
specific role, Curriculum consists of those selected learning
experiences that are intended teo result in certain educational ob-
jretives, as well as the particular scope and sequencing of thosce
experiences.  Iunstruction is the business of relating the curriculum

to the learner, and it includes the methods, strategies, and techniques

for bringing this about, Organization is the arrangement and coordination

of pupils, Caculty, and staff{ through assignment and scheduling with
respect to available time, space, and learning materials. We can
sew that teachers, althbough mainly concerned witn matters of instvuction,

are also involved to an extent in both curriculum and organization,
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As a general rule, teachers are much more vestricted in their roles
as organizers and curriculum makers than they are as instructors,
despite the unhappy fact that they are {requently held equally ac-
countable for all three,  The reason forv interrvupting the discourse
here to point out the distinction in terms is to suggest that any
curments about curriculum should not be interpreted as applying to
instruction,

Elementary curriculum ousht to be dedicated--at least in part--
to the developmeut of scholarship o every child., But genuine
scholarship implics both a reasonable mastery of knowledge and an
unquenchable drive to use that knowledge in ways that ave individually
cnhiincing and personally satisfying.

The main job of th. elementary school, it wmight be suggested,
cught to be to train the mind and free the spirit--a twofold charge,

But, while curriculum makers have generally subsceribed--at least
Pipwisce--to the dual needs of both disciplinary conformance and individual
human velease, in practice the matter of selecting and sequencing
children's learning experiences has more often been reduced to an
vithier-or proposition,

Thus, over the years we have become accustomed to what has
often been termed the "pendulun cffect” in curriculum development,
Periodically --and it does scem in retrospect that the pulsing has
corresponded Tairly well to the Biblical seven fat ycears and the
sceven lvan years--we have perceived almost a 180-degree change in
thrust from a fanatical disciplinary, or knowledge-centered, veference
to one of strong hupardstic focus,  And then, of course, back invariably

in the reverse swing,
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Surcly, it is time to ccasce debating the relative merits and
shortcomings of a knowledge-based versus a child-oriented curriculum,
and to accept the challenge of including both approaches in a legitimate
and straightforward manner, Both approaches are essential; and both
are feasible.

As mentioned carlicr, another serious oversight in today's
curriculum is the paucity of genuine person-to-person, person-to-group,
and group-to-group relationships, While it is very true that many

teachers«--mostly in their instructional roles--have managed to emphasize

some mutuality of purposce and feelings of togetherness, there is

virtually nothing in the curriculum as such to crack through the
nonconductive social insulators that encapsulate each school child., A
thoughtful cxamination of the elementary curriculum largely substantiates
the charge that a pupil's day is socially sterile. He exists near

other children--he is surrounded by them; but he is not really with

them.  Tucked away securcly in his little cducational cocoon, he

bides his time. (Perhaps there is more than an auditory similarity
botween the words pupil and pupa.)

What we are pleased to call classroonm groups are more accurately
divisions, or--at best--aggregates, of childeen whe just happen to
comprise a given scction of the scheool enrollment., Any significant
cxceptions to this have gencrally resulted from the imagination and
cleverness--and at times cven foolhardiness--of tceachers acting
through their own resources. Witirin the curriculum itself, however,
there has been little if any recognition that a human child is a co-
responding scecial animal whose sociality must be nourished. So this

constitutes a sccond deficiency in the curriculua that must be remedied.
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We can sce that childhood spontaneity and interpersonal iction

are important facets of a humanistic approach. And we caun recognize
that, by and large, the elementary curriculum has not met these needs,

Why not?  One possible reason is that, while all curriculum
makers readily assume that the traditional school subjeets are
essential to curriculum, some have not accepted humanistic objoctives
as similarly belonging. Rather, they have assigned this particular
responsibility to the domain of instruction, And apparently with some
conviction, for most of us have at some time heard the statement--
possibly uttered in all seriousness by a child, a parent, a principal,
or vven a teacher--that "it all depends upon the teacher." Surely
this is begging the point, 0O course, it is good to have outstanding
teachers, but making them accountable for humanizing the child's
cducation does not mitigate the necessity of providing within the
currviculum itsely those learning experiences that are intended to
result in the full range of eoducatienal purpeses that have been iden-
tiried,

But perhaps the wost likely reasen that provision has not been
made in the curriculum for youthful spontancity and seonial iateraction
is the absence of seme recognizable, dependable vehicle by which a
hussanistic, or child-centyred, approach wmay be implemented as effec-
tively and as surely as subjoct wmatter study provides a dependable
carrvier for the objectives of a disciplinary, or knowledge-centered
oricentation,

What is the answer?  As already indicated, it is not to shuant
the onus of providing spontancity and human relationships from cur-

riculun developacnt to instruction,  Nov is the auswer to eliminate
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subject matter from the curriculum--although this has been seriously
proposed by some of the further-out carth shakers., As things now
stand, climinating subject matter would effectively eliminate the
whole curriculum, Certainly, subjeet matter is far from perfect, but
at least in its improved forms it is our most dependable instrument
for dealing realistically with the content and structure of formalized
knowledge in the child's education.  Subject matter in some form will
remain basic in the curriculum--at least in the foresccable future,
And, of course, there arce the perennial attempts to water down the
vsscatial rigor of tiwe subject matter aveas, which may actually be
worse than eliminating subject matter entirely, since there remains
the implication that subject matter is being taught when in fact it
may only he pablum digested as beefsteak. This, very definitely,

is not the answer,

How, thoen, may we hope to respond to the need for more
spontancity and child-to-child interaction in the curriculum?  Where
shall wo find an implementing vehicle that functions in a child-
contered approach as etriciently and as dependably as subjcect matter
study at its best functione in a disciplinary approach?  Just as
subject matter has been Lormed out of the disciplines, so must we have
A currviculum schome that has been formed out of genuine childhooed
spontancity and forthright group interaction within the school situation,
We must recopnize two distinet approaches to curriculum--the child-
oricnted and the knowledge-focused.  Aund we must cmploy an appropriate
vehticle for each,  We must have an honest, systematic, workable, and
dependable desisn for transforming good intentions into the actual

achicvenent of oducational ohjectives,
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Such a curriculum design has been described in a recent

. . " . . s u1

publication. It has been termed 'case-action learning.
Casc-action Jearning has beeun defined as a group undertaking

"case" which

of some significance that evolves naturally out of a
children take on and carvy out through their own imagination and
effort. The fact that it vakes place under the spousorship of the
school and the guidance of a helpful teacher in no way reduces
the degree of natural spontaneity and group action. From the
children's point of view, cach such case is a spontancous happen-
ing: they identify an interest in something, become concerned
to the point of making a voluntary commitment, get themselves
properly organized, develop the undertaking, and finally close it
)

out to their own particular satisfaction.”

jut a teachec knows that spontaneity does not obtain in a
vacuum, e knows that favorable conditions are essential. And
this, in turn, means effeetive advance planning. It calls for a
design whereby such preparations mav be done systematically and
efficiently. Achieving group spontancity by design is not--as it
may seenm at first--to be an ippossible incongruity. But it does
depand that pupils lead out boldly in response to their own inner
feelings and drives. And it requires a high degree of flexibility
on the part of a teacher.

| o o . .

william €. nutting, Designing Classroom Spontaneity: Case-
Action Learning (inglewood Cliffs, New Jersey: Prentice-Hall, Inc.,
1973).

2
“1bid., pp. 34-39.
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The range of possible undertakings in case-action learning
is virtually unlimited. Any concern of genuine importance to
children may qualify. Cases have been built around school-related
opportunities or dissatisfactions, efforts at voluntary philan-
thropy, enterprises in self-help, learning about community life,
developing hobbies or activities, culture study, response to cru-
cial issues, extensions of topics in the news, and even of simple
raw challenge or optional pursuits of information. Basic to the
notion of casc-action learning is that children sincerely want to
work and that they should be allowed to work in their own way to-
ward their own purposes.[S

But these undertakings will be more effective, more satisfy-
ing, and more likely to succeed if they are facilitated by adequate
teacher planning. Such planning demands intelligence, creativity,
and a keen sensitivity to the needs and feelings of children. Hap-
hazard procedures simply will not suffice. The recommended design
is comprised of six logically-sequenced steps by which advance plan-
ning for successful cases may be a simple, systematic, unhurried,
but highly effective proccdure.5

"Case-action learning,” it has been pointed out, "is not in-
tended to supplant subject matter in any way, but rather to provide

an essential component. A desirable relationship results in a
vital balance in elementary curriculum which contributes signifi-

; . , 6
cantly to a foundation of genuine scholarship in each child."

“fbid., pp. 82-90.
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It has been claimed that case-action learning can enrich a child's
school experiences and fill a void in elementary curriculum.7

Just what is unique or special about case-action learning?
For one thing, it frankly recognizes the teacher not only as a
skilled instructor, but also as a qualified curriculum maker.

This in itself is a significant point, for it gets curriculunm
making right into the classroom where immediacy of both time and
circumstance can be met realistically--as different from pre-
packaged curriculum as good home cooking is from a frozen TV
dinner. The adoption of case-action learning as a vehicle for a
child-oriented approach gives the teacher, in effect, a license

to practice curriculum making openly, rather than being limited

to sneaking in opportunities for spontaneity through the back door.

Another spectal benefit in adopting case-action learning is
that it implies an almost-unprecidented faith in a group of chil-
dren as eager sclf-startere and as tireless researchers, creators,
and developers, Case-acticn learning is premised upon children's
refreshing inpulsiveness, their natural love of relevant work,
and their craving for challenge and action.

Opportunities for meuaningful group-instigated undertakings
are all about. We only have to look. Whatever is of genuine
interest or honest concern to a group of children may become the
substance of a fascinating and satisfying case. Consider, for
example, the inspired classroom group of intermediate-grade pupils
who worked with a veritable passion to design and build a foldaway

1bid., p. 223.
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playhouse as a marvelous Christmas present for the kindergarten
children in their school. Or think about the first graders who
undertook to select and obtain a suitable pet for their classroom--
a case that absorbed their imagination and effort for a period of
two weeks,

The possibilities are really endless. A fifth-grade class,
for instance, adapted an interesting story tor puppetry dramati-
zation and presented a fine show to youngsters confined in a
crippled children's hospital. Another group of pupils found great

L
satisfaction during the few weeks prior ®o the Christmas vacation
in sponsoring a qualified family in a particular "Sub-for-Santa"
campaign. Some of the older children in an elementary school in
a rural area worked hard to establish themselves in an actual
money-making poultry business as the outcome of a particularly
notable work-project case. A primary-grade class undertook to
learn more about the teleplione, both as a means of communication
and as a business. A study of the local coal-mining industry was
carried out as an information-secking case by some fourth graders,
some intermediate~grade children founded a school newspaper. An-
other successful case resulted in the forming of a knowledgeable
camera club.  Even the sky is not necessarily the limit, as one
group of children discovered in focusing upon an absorbing study

of an Apollo moon voyage.

8.1_111,4- > PP. 46-54.

9. ..
Ibid., pp. 83-86.
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But how can a teacher keep up with the infinite possibilities
and the unpredictable demands that are inevitable in such an un-
restricted atmosphere? Really, there is no need for despair--
it actually can be done gracefully. The recommended design for
case-action learning makes it feasible for a teacher to identify
literally dozens of potential cases and to engage in reasonably
relaxed, panic-free advance planning in readiness for that anti-
cipated magic moment when a group will suddenly bubble over into
spontaneous action and commit themselves resolutely to a particular
challenge with an <cited "Let's do it!"

In summary, it may be said that case-action learning can
reflect the natural beauty of childhood as proudly and as faith-
fully as well-designed subject matter represents the logical
beauty of the disciplines. Case-action learning can be a thor-
oughly appropriate vehicle for a child-centered, action-oriented
approach to curriculum. And something else: cuse-action learning
can be a lot of fun. Yes, we can have group spontaneity--by the

case.
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INTEGRITY, EDUCATION, DANCE

Naoma Rowan

tn a variety of cliciugn it has often been said that the body doesn't
lie. MActions are louder than words.' 16 someone speaks of lightoing,
yet at the same time slumps over like a lump of boiled spaghetti, the
words are less tuan believable.

Inmaging 1« often thousht of as the act of calling up mental pictures.
tiowever, imaging can be a more total process. A curved hand may image an
oraage, a grape, or a huge balleen, depending on how thie hand is curved.
The curve of the hand represcents the object symbolically.

© s the thesis of this paper that children need many oppeortunities
to "act on” dwmapery, to do wmuch "bady imaging,' as a way of progressing
toward the ability to think In the abstract, which, in turn, is a skill
necessary for success In veading and other academic subjects.  Activity
related to "body inaging' is also a modality for developing integrity in
the child.,  Integrity is defined here as congrucnce between action and
fdeas.

Children find many opportunities to develop the skill of imaging in
plav, and the rules of the plav are cupressed in the child's ability to
make-believe with real conviction. The marbles that are in the little pan
on the play stove must be treated as real cggs; trains don't get off the
tracks and kick up their vheels. Remaining "in eharacter’ is part of the
pame, [t Is the part of the game which defines integrity for the child.

Children are not born witihc the ability to wvisualize. OUbject perma-
nence is usually acquired within the first few ronths of life, but visual-

fzing requires much rmere time,  Consider the difficalty some adults have
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when they are expected to translate directions given verbally into a
cognitive map. Mapping space in one's mind requires an integration of
language and perception. '

Among other ways, children learn to visualize through play. The
tfotlowing incident iilustrates the difference between a child whe has
integrated language with his visualizations, and one who isn't as far
along in the process. Think of two little boys with airplanes in hand.
Child So. 1 says, "My reconnaissance plane is revving up. We're going
out to look for the 'emeny.' The 'emeny's' dug in." To his friend, he
says, 'You say, 'Control tower to pilot. Control tower to pilot. Prepare
for take-off!'" Instead of acting on the suggestion, the sccond young-
ster also pretended to have g plane. Going through the same motions, he
said, "Brrrp. Brrrrp. Brrrep! Prrrrrrr....... Wheee, eccee, 000000,
teeee. ... Brrrop! Brrrrop!  Poom! Pooom!:"

The first child was persistent; he continued his interaction,

"Pilot to tower. Pilot to tower. The reconnaissance plane is taking off.

Here it goes. The radar is turned on. Prrrrer....! Pilot to tower. We
&

have a blip on the screen., Over....:"

Which chiid gave us the evidence? The first child's language let us
rnov that he was using visual imagerv to assist him in his plav., He was
also visualizing and planning the play for his little friend. For the
scecond child, the sounds he was making may have been nothing more than
initating the noise of the plane. This is not to say that the second
child didn't know about planes, but there was a decidedly different quality
in the first child's play. He developed a plan, and his plane functioned
within a context of relationships. In all likelihood, he saw the play

Lefore he acted it out,
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People visualize differently.  Some people make very detailed
pictures in their minds. Undoubtedly the NASA planners of the moon shots
in Houston visualized vividly and in detail. Lxperiential background
contributes greatly to the quality of one's visualizing. Check yourself
to see what kind of imagery the following story calls to mind.

& Larmer, baving bought himself a new hunting dog, took him out to

the labe tor a trial run.  ite shot a duck and the dog walked out on the

water and brought it in.  The farner blinked, rubbed his eves, and tried

again with the same rerult.,  Puzzied about the dog, the farmer invited a

neighbor to hunt with him the next dayv. The same thing bhappened. When

either man hit a bird, the dop would walk out on the water and retrieve it,

The neighbor appeared not to notice. And the farmer said nothing for a

whtile. Flually, he conldn’t stand it and asked, "D-did v' notice anything

unusual about wy dog? the neighbor scratched his head, "Yeal,' he said

at lengtn, "Yeah, wome ' think of it, 1 did. The son-of-a-pun can't swim. '™
What happened?  Did you picture a dalwation? A& pointer? Or a

Laborador retricver?  Could vou have pictured a little French poodle who

didn't want to get her fect wet?  Was the water in vour picture caln or

rougi?  Was it deep or shallow?  Were there cat-tails or other weeds

arouad?  lrees in the distance or foreground? Mountains?  What kind of

ducrs?  Your visualizing depends partly upon what kind of an observer you

are — waat your past experience has been - what things you screen out -

vhat things vou allow in.  You may visualize In detail at some times,

neagerly at others.  People, hearing such a storv, usually begin to image

Lhe situation in thedr wminds.

fhe punch line tends to come as a surprise,
disintegrating the nagery suddealy, which Is the probable cause of our

Laupiiter.



Visualizing is not only part of "getting the joke,"

it is an
important part of reading, particularly early reading. Some yvears ago,
when I was teaching first grade, I was listening to a youngster read --
bavid. He dropped words, plink - plink - plink, like a leaky tap.
As I listened, ! hoped that [ would hear him string his words together
like a necklace of pearls, because it is only as words are strung to-
gether that the child gets any meaning out of what he is reading. For
examples Mo, What does it mean? A male something-or-other. "He
broke only three." Three teeth? Three dishes? What does it mean? You
can't reallv know until those words, that sentence, are said in relation
to other words and sentences.  The meaning is derived from the total
context, plug what experience and interpretative ability that the reader
brings to the printed page.

It hadn't happened for David, so [ stopped the word-calling and
asked him what kind of pictures he was making in his mind as he read.
"What do these words make you think of, David?'" "Nothing," he replied.
So 1 said, "Then wvou must have been thinking of something else while you
were reading.  Tell me, what was it vou were thinking of? His answer,
"When ny Daddy took me on a subway train in New York City."

The child was visualizing, but the words in the book were not calling
up the mental pictures., VWhen the substituted images are as compelling as
a ride on a subwav, the coatent of the story has to be fairly exciting
in order to pull the child in to the task at hand.

During the past vear, [ have conflerenced with the parents of three
ciiildren whose reading problems were partly a result of the fact that

ther didn't know they were supposed to visualize wvhat thev were reading.

Thev didn't understand that saving the word was nol enocugh; they had to

O
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wentally ACT ON those words, to image, to interpret, to bring meaning TO
the context.

One child was in first grade - the oldest of five children - and
while his mother read to him on very rare occasions, she had very little
tine to do so. One of the other mothers labeled herself as a non-reader.
In all three instances, the children had been read to very little or not
at all. They came to school, not knowing what to expect in reading, and
whan they were iatreduced to it through phonics, they simply thought it
was making the right sound for the letters. Another of the children had
sone as far as third grade and was able to call out all of the words he
cane to phonetically, but in tests, he fell down to almost nothing on
conprehension. The third child was in £{fth grade. He had secmed to
show some propise in the first two grades, but had been dropping back
rather than naking pregress in reading. The content of his dav-dreaming
on one or-casion was a hunting trip with his father. It seens that emotion-
al needs that have nol been met can easily entice a child into out-of-
ticld imagery or fantasizing. Comprehension requires that the reader stay

with it the content of the material needs to have some holding power, not
onlv for the child, but for the teacher as well.

How many other children are having difficulty with visualizing? It
is hard to say. There are tines when I look at the world in which children
arv growing up, and I feel that they have less opportunity to learn to
visualize. Thew are hurried, pressured, frightened, enticed, seduced, and
piven ready-made tovs for plav. Instead of radio dramas, for which we had
to supply our own wontal iwages, the radio now confines itself to music or
advertiziong.,  And television rupplies the Images for the viewer, which may

bvoa mived blesaing allowing cnildren to become Information-rich but

48.



experience-poor. A relationship exists between the child's ability to
create adequate imagery and his ability to comprehend what he is veading.
It is one of the child's wavs of ACTING ON the content. What that rela-
tionship is statistically, T don't know, but there are data indicating
that children, who have been taught in mechanical ways without compelling
content, also fall down in cun:prche_nsi(m.l

Many times during the year, schools have parents and children who
move in frow some other area. % common gquestion poes like this, "In our
old school, my c¢hild was reading in book 14 of such and such a series.
Do vou teach from that series, and do vou have a proup he will fit into?"
The answer to that question is vasv. T would like to propese a harder
one for parents to ask of the schools -- something like, "What kind of

assurance can you give me that my ¢nild will gain a real understanding of

what he reads, that he will become mentallwy active under yvour tut.lage, a
trulv productive thinker?'" '"What do wvou do in vour schools to stimulate

chtldren to become something other Ehun spongpes?”

It i= understandable wihv parents ask the questions they do. Being on
page 34 of ook 14 is something that one can easily see. Whether or not a
child is visualizing is not as casy to see. You never really know how much
is taking plece. Checking it out sometimes means that one nust have time
for individual iaterviews with children; once rust pick it up incidentally
frooe aon-verbal cues, as ia plav or dances one must recognize when words
ive dropped meaninglessiy. It cannot be observed during silent reading.
fav o risht winds of questions maw vield an inkliag that visualizing is going
onn. 1t i oqoski1D that 1o used iu many school subjects.  In nmath, one

proot that a child is visualizing comes in his ability to make transform-

ations in vers practical, demonstrable situations,

o X!
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ul student uses visualizing as an important tool for
learning. The student, who is turned-off psychiologically, can refuse to
learn by refusing to visualize. Or it may be unintentional, "My mind just
wont blank when he started talking about fractions."

Teachers need many more situations where children must visibly and/or
verbally act on what they are learning in order for us to know that the
youngsters ave not “copping out' intellectually. Creative dance is a
beautiful way for teachers to help children act on visual imagery called
up dramatically and vividly through language or fivst-hand experience.

Not only does tie child of dance need to call images to mind; the child
needs to maintain them, organize them, and transport them through timT and
space.

The child who holds a piece of plastic vardage crumpled tightly in
is hand, then opens his hand to watch it unfold, has created an image
which he can symbolize in liis bodv's owm unfolding and stretching. From
the plastic, to the body movement, to the abstract notion of unfolding is
an inage-assisted progression.

To illustrate the visualizing developed in children in creative dance,
liere are excerpts from a class period obscerved just before Christmas. The
teacher told the children about looking out her window one morning to sec

a deeyr that was out in the orvchard near her place.  She described the feet

[

of the deer, how thew were lifted high as it moved in the snow, the flowing
arace with wivich the aninal bounded from one spot to ancther, Thaen she

said to the cnildren, "I vant vou to let go of the regular part of vou, and
Bii like this drer. See if wvou can really capture the whole spirit of the

moment. You will BE TEIS FELLING with every motion that vou mawe. If vou

can capture the spivit of that deer, vou will feel the joy of its grace
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and movement. I vou don't try with your whole body, you won't feel as
much joy as you really could.”

"First [ want just a few of vou to try. It mav be difficult to hold
on to the idea with other people watching But get yourselves ready -
forget about us - and when vou have that feeling throughout your entire
bodv, vou can start."

The children danced that deer, with leaps, with bounds, with height,
and grace, and openness.

The teacher then asked the others, "What made them believable?"

And a child answered, "Vhen you think so much about what vou are
doing, all vour feclings help you do it.”

Talking about a child who had really demonstra ed the idea beauti-
fully, another child said, "bven when he stopped, he still looked like a
deer.”  And the teacher responded, "When he stopped, he kept on thinking
and believiug.'

To the children whe had been the audience, she then said, "Now I'd
l1ike to sece if you can believe so much! get yourselves so psyched-up with
the ideal that your movement, your feeling, the time changes -- all of it
will maake it believable for the rest of us.”

It's a rare moment when children spontaneously applaud each other.
un that day, it happened.

Evaluating with the children, the teacher commented on an unusually
tovely performance, "When I watched her leap, it was so light and so
beautiful,  You could tell that she was thinking so much about her idea
that it erased the fact that people were watching,”

"There were some children whose indecision, at first, looked like

wivgles and worrs, bul as they had nore time to move, to be still, to
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think again, they began to move with certainty - not indecision - and as
the idea and the feeling took hold of them, they secemed to make the whole
room feel very strong and alive. Your indecision makes you look weak, but
wiuen you really pive vourselves to the idea, vou will look, fecl, and act
in such a way that it will come through.™

The beauty that took place had not happened in once class period. The
children had been developing skills for months, among them the skill of
visualizing. This skill had been brought to such a point that the children
vere rot waking little picrures in their minds alone; they were visualizing
with their bodies, with their feelings, with their totalitiecs. Creative
dance offers extraordinary opportunities for visualizing to be developed
in total and jovous ways. What power it gives the children over their
teelings and their minds. It is the totality of this visualizing which
develops one = the most cherished characteristics that we sce in people -
ISTEGRITY. Defining integrity as the courage and the ability to think,
feel, and act in a consistent, honest, believable way, then a person acts
in a way that is conygruent with what he says, feels, and believes. The
immer and outer person are compatible.

How do children learn tec live with integrity? By actually experi-
encing congruence i a total way, as they did in the dance session just
described, by finding that integrity is valued, as it ccrtainly was in
this situatieon. There are other wayvs, but none more beautiful.

Integrity hias bheen leooked upon as an admired and desirable character-
Istic. The tern also applies when a person with hostile feelings acts in
hwostile wavs.  Such a person is showing congruence and honesty. It becomes
apparent then, that integrity necds to be taught or nurtured in friendly,

compassionate, strong, and beautiful circumstances if we want the lind of
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Integrity that is valued. It is caly then that the incegrative process

is compatible with che needs of the world. Why teach integrity through
dance? Because children are naturally action-oriented. Because beauty

and integrity should be partaers. Because dance evokes more adult-approval
than play. Because teachers too, need to feel a sense of aesthetic
achievement. And because, apparently for children dance and other forms

of movement stinmulate the proprioceptive receptors which in turn are
interpred as jov and delight in the pleasure center of the brain. Why
dance?  Because of the discipline in the movement aud the need in this
world for creative, caring children.

It is ecasy to ignore the creative hunger of children, but as we
supply children with the opportunity to be creative -- to act like persons
who know how wonderful they are and can be, we lessen the motivation for
inhumane acts. If we live beautifully with children today, we can expect
and believe in a beautiful tomorrow. Things don't happen until people
catch the vision of what could be; then they can put their energy and
enthusiasm into the dream. Children need to learn how to visualize the
kind of world they would like to live in, to old that imige, to work in
wavs that will assure its realisation. 1f we do nothing about planning the
future, we must take what e 7w plan the future and work
toward the realization of ~ur ;I .., therein lies our freedom, our oppor-
tunity to take part in tie DLeterroination and creation of tomorrow. In
dance, children vigualize; they plan; they put energy into the realization
of the plan; they cvaluate and grow. They cxperience the prototype of
creation in the form of beautv., All this, and it i called an educational
frill. For some, poerhaps, but for others the arts are an integral part of

cducation.
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HUMANIZING THE LANGUAGE ARTS

Blaine U. Mcoore

Language is for others, Someone else puts words in front of
other words. They play with words. Creativity is a born gift,
e¢ither you have it or vou don't. I den't. T was born to be an
absorber of language. And vet from the Newson Roport:‘

"This matter of communication affects all aspects of
social and intellectual growth., There is a pull between

those who have, and the many who have not sufficient oo and
of words to be able to listen and discuss raticnallvy 0 ¢ u-

press wdeas and feelings clearly; and to even have aecw ideas
at all.  We simply do not know how manv people are frootrated
in their lives by inability ever to express therselves ade-
quately; or how many never develop intellectually because
thev lack the words with which to think and reason. This is
aomatter as important to economic life as it is to personal
living, iadustrial relations as well as marriages come to
vricf on failures in communications. . . .

There is no gift like the gift of speech and the level
at which people have learned to use it determines the level
of the companionship and the level at which their life is
Lived., "

If this is true and it appears to be so, then ought we not be
involved in developiag the abilitv to communicate with our fellow
beings and further, this abiiity should not be restricted to those
few whom society has labeled as creative.

How dres the present curricular structure approach the pro-
cess of teaching the language arts? Reading is the number one target.
We all know how significant reading is to the other content arcas,
in fact it is the key to scholastic survival, We do not have time
for children to talk, write, or become involved in creative drama
because readinge is not conming along, and so the time is spent on

14 14 ?‘7’

reading.,  And reading is not coming along because we neglect the

other language arts.,
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During the 1960's millions of dollars were spent on research
trying to determine which reading programs were more effective with
children. Conclusions were reached, but not the expected ones, for
the only significant conclusion reached was that the teacher was a
more significant factor in reading growth in children than any one
method or approach., Very possibly we should spend time training
teachings in processes of learning rather than in content mecthods.

Writing has tollowved a continuous path since the 1700's. Tt
was a prescriptive approach consisting of diagramming sentences,
filling in blanks, trving to locate the parts of speech, writing com-
plete sentences that were punctuated with small red scribblings all
over the margins. Inglish teachers were like Gods, noting progress
on paper in various re-writes akin to the stares of re—incarnation,
It is somewhat like corn growing. For vears the width of the corn
row has been thirty-cight inches. VWe have since found that more
corn can be grown by narrowing the width of the row. Research into
the history of corn growing revealed that the thirty-eight inches
vepresented the width of the horse's rump. A leading question could
be, how many horses' rumps have vou =ud I been following while cul-
tivating the minds of children?

All writing basically was directed toward the teacher as the
audience.  The children, not having a real purpose for writing other
than to pleasce the teacher, wrote only for that purpose, Other
distractions tor the child were the prescribers contained in the
texts.  You remenmber the language--'MNow when you write a friendly
fTetter vou must keep these three rules in mind,' ete.. The child is
so concerned about the three prescriptions that he can't concen-

trate on the message to bhe written. In an artificially prescribed
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and contrived situation is it any wonder why children can't and
don't write wcll and worse, do not have any desire to write at all.
Attempts have been made to teach the child to read and to
write, but little has been done with the spoken word. It is as
though we have an unuritten banner over the front door of the school
for those entering to apply. It reads, "All ye who enter herein,
please be quijet, don't talk." It is spoken in plainer words by the
prestige figure inside, "Tim, would you turn around and shut up!!"
Ienoring the concept that 1o-guage has an oral base, we as teachers
spend all our time expecting the child to listen to our spoken
language, supressing that which could support reading and writing
the most. Wilkinson? implies that the very structure of the class-
room precludes the development of communication. 1In the typical
¢lassroom, the presidiag figure is in the front, with the "law
prestige figures seated in rows,'" Communication flows only one way.
The teacher has the answer and that is the only answer possible,
Communication cannot be developed under those circumstances.
Checking the listening activities becomes a puzzle, for a
realization is gained that they are not listening activities at all
but thinking activities as applied to listening. Not much time is

3 “Golden Circle" where

spent in scheol participating in Classer's
children struggle with a real -- relevant problem, giving and taking
in dialogue that precipitates oral speech and necessitates listening.
An idea is tested in open forum, and thinking is modified like a
balleon in the air where people can shoot at it., If the idea is

good, it stands fire; but most need patching in a process where we

change our thinking and thus learn the procedures for learning.
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xpansion of knowledpe has made "covering' the subject insur—
mountable.  Content teaching has created a student wvho is a passive
sponge.  Some students learn to read, but studies indicate that
ninety-five percent ol the books are read by five percent of the
pulml:lcc.[' Children can't speak in the classroom and thev hate to
write. It appears that there is a need for a new base tor developing
the skills of communication which so affect our lives. An expericnce-
based curriculum with oral lTanguage at the support level seems to

of fer one approach to the problen.

The philosophical foundation for this approach has support in

the writings of .lunnings,f’ I‘!uz'l‘ct[,'{’ E~.‘:n‘nor,7 van Allen, S and the
deCrackens.? O the four literacy slkiills, two are productive and two
arce receptive,  The production of lanpuage is much more difficult
than the reception.  One is active and the other passive. Tt follows,
then, that the student should spend proportionally more time in pro-
ducing rather than the receiving of language. Moffett sugpests that
A course in language is basically a course in thinking., "Conceiving
and verbalizing must be taken together. The stuff te be conceived
and verbalized is primarily the raw stutf of life, not language
matters themselves, 10

The sequence of language development threugh an experience
approach is one where thinking precedes listening, with listening
preceding speech and then from the oval base writing and reading
cvolve,  Frank .Ivunimj,.u.'” definition of reading supports this base.

!

He projects that "Beading bepins with wonder at the world about us.

It starts with repeated ovents Jike thunderv and lTightning and rain.
I ¢ &

tostarts with the seasons and the growth of things. It begins when

L}

the mother, holding the child™s hand, «sova that o dayv is "beautiful!
b Al .
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or 'cold' or that the wind is soft , . ., Reading is the practical
management of the world about us . . .. The special kind of reading
vou are doing now is the culmination of all the other kinds of
reading.  You are dealing with the signs of things represented, You
are dealing with ideas and concepts that have no material matter or
substance and vet arce real,"”

The key here to me scems to be in the statement, "signs of
things represented,” lxperience is a major source for developing
symbolism, Words are the prime representation of experience. These
symbols Tall into two broad classes, function words like: te, and,
because, the, thisy and symbolic words like: hot, celd, bird, cat,
rough, and love. If the child has not had an experience relative to
the symbol theun the representation has no meaning. If Le has not
spent considerable time stringing words together then the function
words are not used.  The young child eliminates these function words
all together in utterances like "Billy drink?", or "Tommy hurt!",
Andrew Wilkenson! 2 sugpested that if we were asked to write a very
brief book eon the teaching of Inglish, that it could be condensed to
three words, the "verbalization of experience.”" He further stated
that if it was necessary to cut the text to one word, that word would
be “experience."  So English teaching is getting the students to put
what they have ecxperienced into words. The experiences are all the
things that have happened to veu: getting lost, falling down, getting
embarrassed, smelling the grass, watching it grow, blowing bubbles,
sharing a story, being loved or being hated. For both the creative
artist and the child, writing is "an exci'ed response and an organi-
zation of ecaperience.”  We have, as teachers, all become so involved

0 oobjectives and skills that we have lost track of the central

O D9,

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

activity, "Now the treod in Foplish teaching is to switeh to the
centrality of expericvnce so that the skills cwerge in the process' of
vevbalizing the cxpertence, thev don't have the status of immediate
goals,  The expericnce is the thing one starts witin." It mey be
skills we want but thev don't seem to come when approached directly
because the skill becomes the goal instead of the production of
Lanpuage.  You peed to write about somethiong to someone,

fhe teaching process is one of creating or structuring situ-
ations in which the preduction of lanpuape is a "natural outcome,"
fhe skill in teaching is te he able vo read the ohild.  This reading
of the child van onlv be accemplisbed by o teacher vho ja well
srounded in the swills of the content that she is attempting to teach,
Srter diwenesing the cormunicative abilities of her student, the
Leacher then dtructmrn g triab vith Tanguare in a real aitnation with
cocennine sulienoa, oo I

pluntes into the cuperience, writinog

o onpeaking Pooamee oo s Coeethiing Lo sav to o soreone, e makes

crrvors bhecatusc be o i e arnin, e share o bis Tanguaye production,
oral or writs oovivho g wmdionec, eoding the teedback from his
audienee, Booor rvocts v b lens whiere his cormunication has broken
dovn, Whe oorr i are et to hiis ¢ the teacher-rade

3 -

raves wondd heoto o Al ta g Bevae he bl soner T i to sav oand he

dida't pet b e R . lranye oin hiis ocoory acre needed to
accorplich i et e 0T conre e gt coeth tadbes nlace hes
coaise cacho teialy it b st tares bttt ey relovant and
ncreaninsiy e challonaine, o ST et e , Por q -
condng errors the otadent oo able to ceramie e rtec tively vith

Sl aneliences U 1o the ad ienee !t For o the stadent, the mont rele-

irvediate enestion asbed Is,

ant anadiones
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"How can peers give effective critique?” It is suggested that anyone
can mark on a paper such things as, 'l don't follow you.' 'This is not
clear.' 'You said that before.' 'Where are you going?' or 'This
doesn't do anything for me.' And what about spelling and punctuation,
ah, those fifteen or fifty rules for the comma, lLet's put mechanics
in their proper perspective. The message is the thing of value, not
the clothing that it comes dressed in. In fact, if punctuation i-
approached in an oral tashion, communication will only flow if the
commas are in the correct place. But students can be critics if

given some simple criteria: 1. Was what you wrote or said interesting
to me? 2. Did I understand what you were saving? 3. Where didn't
the message come through? Here is where the teacher expertise comes
through, for she is a source of help in overcoming errors in communi-
cation that students have raised. The student can be sent to a text
where he can practice or drill on specific needs. The text is a
source of help not a source of agony in irrelevance.

This type of writing, speaking, and reading is parallel with
the development of the human being. We are involved in those experi-
ences and ideas directly related to our environment. As we mature we
can extend the distance between ourselves and our audience. The
process also moves from the concrete to the abstract. So here am I,
discussing a theoretical bare for language development to an audience
that is unable to give me feedback because of the situation or who
wonld hesitate because thev don't want to hurt mv feelings. 1 have
moved from epocentrism toward a dictant audience.

As L view this type of curriculum, a series of relevant struc-
turced trials with lTanguage rather than a sequence of language skills

to be hacked at, certain attributes scem to come in focus. The
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child learns to write, talk, read, and listen by doing it. There
is a difference between doing and describing, e has desire to
write because the content is relevant and the audience is real, Tt
is individualized in its instructive process because the student
works on those skills that he has not mastered as thev were dis-
coverad in a structured trial.  The process Is not text centered, it
is experience centered. It is not teacher centered, it is student
centeved, 1t is a natural process for a student to write and read
and talk and listen about ideas drawn from hio experience.  The
greatest benetf it is that the child is actively drawvn into the
learning process by doing. He learns to write by writing, to r¢ad
by reading, to speak by speaking and to listen by listening, and the
beauty is that all the communication skills are related in o func-
tional setting, Language arts can be the most exciting time of the
day for it deals with the content that differentiates between man
and animal and specifies that which extends the mind of man.

In conclusion cvervthing has been researched.,  The assertions

that have not been scrupulously rescarched or persenally attested

have been lovingly invented,
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PORTRY - A MEDIUM FOR PERSONALIZING EXPRESSI1ON

Barbara Ann Howell

In the tield of edocation today we often feel that individualizing
cducation wetns that cevery child nust be performing o difterent task
from that ot the other children in the c¢lassroom,  t feel we can meet
individual needs also in total group activities. Children need to be
accepted by their peers and to have an opportunity Lo cupress themselves
fn front of their peers,  this gives a4 teachor an opportunity tn help
to build the individual child's self concept in the presence of others,
Poctyy Is the redive used o this presentation to accomplish this purpose.

The delizhtful cxpericnce of helping children discover and espress
their own pervsonal creative itdeas i most rewarding,

The univnhibited fraginations of the very youny are fervtile prounds
for seeds of thousht to grow and {lower into beautiful creations,

Fach child has something of value to sav and the sensitive teacher
will find away to help hiso cupress his nost sceret thoughts,

Listea with vonder and cazerent as 1T have to the words of children.,
She atvosphere has ron o Tong way todav - listen to hin

Gt Gee. M
panting.,

- by ILaura
A
Tae Poor Man

S written by a deat child

There was a pooar can
,
{

oocould net osoee.

ISR T SO TR AR
B had oo e,
oodresced his oot
P hend was haldy
Tept 1o oot
TPoor caan e te called,

O
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The rman was sad,
He cried & cried,
Then he went ewad
amd finally died,

The purpose of this prescutation s to provide a program about
poctry that First helps teachers learn to listen objectively but
uncriticaliv to the ideas ot childrven and secondly Lo give children
vith a wide varicty of learning capabilities, opportunities and
cneouradenent to cxpress their ideas vevbally and in wriltea toem,

Poetry sust be expanding to the child's mind, therefore, .hould
not be stitrled by structure: but a child also needs to know and under-
stand some of the basic foros and ideas in poetry to use as tools for
exprossion,

This presentation will be divided into four parts - fivst- limericks,
second- rhyres, thivd- free verse, and fourth- methods of stimulating
children to continue to write poetryv,  Throughout all four areas of
discussion there will be introduced ideas for teachers, to stimulate,
cucourace and involve civi tdren,

Sowe childven sav be Mturned of 17 by the idea of writing poetry so
wo boegin with shaving, listening and telking about poetry, Timericks
thoush more difficult in rhvths and structure are interesting and
stimulating to most childron because of the hucor and nonsense words used
in the composition.,  Limericks are so flexible that children becore

involved coilv withouat the threat of error, so we bhegin with licericks.,

Pivevicie, are dan amd call for o epecial place, A "odet corner”

o U e e Tdead places e tage of o shoes, it on the Yloor and
o s aeh st T o i ety alie can s v lueeent by
X SRR e ooy



Children listen and think, as the teacher reads limericks. They
discover that a limerick is composed of two long rhyming lines, two
short rhyvming lnes and a fifth line that rhymes witlt the first.

Children are developing auditory training skills, making word
Family associations, and becoming aware af spelling similaritices,

The group then begins orally to make up limericks., Everyone has
soucthing to contribute; a line, a word, or a whole limerick. The
teacher shows obvious delight. The sensitive teacher will use this
opportunity to praise a reticent c¢hild, and commend those patterns of
response that are to be exemplary. At the peak of encitement and
involvement the teacher spreads a big piece of chart paper on the
wall or floor and the class writes a group limerick, and another, and
another, and another.,

As some children cupress the desire to write their own peetry they
take their seats and work individually.

Hopefully, all children will write independently, but realistically,
some will noty These children may write with a partuer or small group.
It is desirvable te have a bulletin board where the poctry can be displaved,
Poctry can be taped so the child can listen to himsel{ reciting his own
poctry. A child with learning difficualtices can often excel in creative
written cupression if he can be convinced that his work will be acceptable,
The philesophy that an original creation is a personal and prized possession
and i oereat acconplisherent, is often a determining factor in the ability of
sore children to visk expressing themselves arong their peers.  The child
sust decide it he o wants his work to be read to the (lass, and also if he
wiirts it to Do oputoon Uhe board, He i Tearndne <kills of discerimination,

this the beot T ocan do™ Iy it yood 2" He suast cake these judpenents.
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"Is my punctuation correct? 1t is fun to select a poem, with permission
of the c¢hild, that has not been punctuated and read it out loud., The
class cna put in the punctuation marks as the teacher reads. More and
move punctuation marks begin teo appear in the poetry. The child asks,
"laony spelling correct?' "ls the penmanship neat?"  There, he is learning
to cvaluate hils own work,

As the children ave working, the teacher walks avound the room,
cincourauing children by her remarks.  "That is certainly neat writing. "
"Oh, I love that word you've used,James. May | interrupt you just a minute,
¢lass to hear this word. Have you ever heard of a prickley cat? That's
a very wood word Japes, and it certainly cveates a picture in my mind of
chat cat. 1 hope vou'll read the whole poem to us when you've finished."
or "Oh, what an interesting pattern for rhyming you have, Grace, listen to
how she has rhywed 'family’ with 'run to me.'" That's very unusual and good.
Nould vou like to read the whole poem to us?” A teacher must always
respect the view that poetry is a very personal creation and never betray a
child by rveading his work without his consent, or insist on his reading it
to the group.  tThe child »ay be required to do his best work, but until he
wants to should not be vequired to turn it in or read it to the class.

This way children evaluate their own work without threat of failure. 1f the
child doesn't wish to read his poem out loud the teacher may respond to a
negative answer by saying, "When you have one ready to read to us will you
et v know ! there s no right or wreny, only what one accepts of himself,

Naturally every elass has sowme children who are less capable. less

interestod and lTess contident than others.  These are the children that

wont Dy shons the tost chenee dn attitude and participation., AU first the

ey, < dow or erpotionally disturbed ¢hild will be slow to respond, but a
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teacher who cares what a ¢liild has to say will soon have every child
responding.  Children with discipline problems become involved, The

show learner becomes involved, as does the shy, quiet child. Praise over
4 new word, or futeresting meter ov unusual idea will spur a child on to
rore interestiog wovds, meters, and ideas.  It's mach like wiatching a
tlowor unfold in the spring., 1t grows and grows and grows, and so do

the seltb concepts.  When the children are ready they will all get togpether
aond shave their poctry. {t is a wonderful experience fov peoplz to leasn
tooshare el cdhiange idetss To be able to listen to the idea of anvther
ard cemoect L0, avd ke a4 constructive commeni oo ralent to be dos

veloped o vormge childezn. Soon chibde o a2 clamouviay to have other
childeen talking abont thir ideas,
This is only the beginning of liserick fun. Dance a lirscsick, sing

a linesick, stip o Hiserick.  Rizahit aow let's liston to some original

limericks, written by children,

Fhere was an old man with pun.

Used to make people run.

Ti1] one dav, said he

someone might shoot e,

Fhat fuany old man with a gun.
- bv Lounie

Fd is the nare of a {lowver | know,
And he is feeling very low,
"lie's broken a limb,"
Dr. sald so grim
That peoor Tittle flower 1 know,
- by Jerry

[n sumuary, we First talked about a pattern for sctting up a

poebry prosrar besinning with Timericks.,  The pattern was:

Pt el the ateosphe e

srd dincuss,

ith write

O
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and scecondly we tatked about wavs teachers can become involved with
children,
Ve will use the same pattern fou poetry s we pe into the next two

dreas,

RIS

aow the children ace fovolved in peetry, we are going to change to
the couplet torw of poctry in which soveral rhyvthmic patterus can be
used, evading in rhyies.  Reading poctry to children is vital., We usually
return to the Yquict coracr' for poetry, as this designates it as being
4 special sharing time. ‘The teacher selects something siwmple that the
children ave fTamiliar with, to begin.  Mother Coose rhviwes are good and the
children can recite most of thern,  The teacher then introduces o wide
varicty of poetry written in couplet form.  Children begin Lo pick aut
the rhyming words.  Thew c¢lap the rhvthms of the pocetry with eaphasis on the

rh

T words. Here some besinning skills of sylabication arve developing.
Children are becoming aware of difforeat forms of poctry structure and
ther have o hasis tor comparison now,  Usually sore child will comment on
4 pov inowhich every other e rhvees, and another facet is added to
writing rhvies, Alternating rhyies.  The teacher reads poetry to the
chiildren constantly throushout the unit,

The class then moves to an area in the roon wlere they can use a
Blackboavd.,  The teacher writes a word on the board. A sinple word such
s oman. The studeats volunteer rhveing words such as van, can fan, ran,
wvhich rhyee and these are written on the board,  ‘this can alsa be done

1 e

an o varsy with toears rormpetine to o sece ho ocan list the —ost "an’ words.
H

. . . - . 11
it the chit bdven wreite a claoss poer using as rany of the an' words as

porisiblbe, Cery ainple besinuinge Involve overvone and eive even the

slowest student an opportunitys Lo participate,

O
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Childven are developing spelling skills - they are becoming more
aware of word family similarities and also aware of word differences when
the words sound alike but are spelled differently as in the words “time"

'

and Mrhiyie” or Meight' and Ydate. "

Children are increasing their
vocabularies, as some children will make rhyming words by sound alone
such as lan and ban, and o discussion follows about "Is that a real word
and what does it mean?'  Often children must refer to a dictionary to
justity @ word they have chosen.,  Thus dictionary skills increase. Of
course, reading skills arve continuously increasing as they sce, hear,
write, and use vore and new words.

the teacher provides many opportunitics for the children to wverbalize
their ideas before they write, Th v are now ready to write their own
poctry and usnally for the first fow times the teacher suggests some topics,
[t's casicer for the ¢hild to begin with some suggestions until he gains
more confidence in his ability to write. Spring, snowflakes, seasons and
horses are some fairly good ones to suguest.

Avain the teacher becomes very much involved in the action - encouraging,

praising, suggesting and helping.

p

problem may arise as the teacher moves avound the oo @ with children
asking for words to be spelled. Tf the teacher stresses the irportance of
petting a pood idea down on paper before it is forgotten and correcting the
spelling words later, the child produces much more creative aud interesting
poetry. These poeus are practice exercises and may be written several times
botore the poet is satisfied.  Then he can pet out his dictionary and check
the spolling and perfeet his pensanship to prepare his woark to be put on

displav, or in a notebook,  Jhe ¢hild will often illustrate his own povtry,

fhen children w11 oot tovether in srall proups or as a tota)l proup and read
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their poetry to cach other. It is absolutely delightful to watch the
exchange of ideas among the poets, gathered in the corner as they read.
Listen to the rhyming poetry of children:

THE OCEAN
- by Jennifer

The sva almost scems to say,

Hurry and come swim my way.

Come and sail a little boat,

And maybe write a secret note.

I went down Lo the shore that day,

And did the things it seemed to say.

But do you know, nothing scemed to turn out right,
Even though 1 tried very hard day and night.
Everything hie said to me had to do with him, the sca.

HAWKEYE
- by Bill

There was a British pioneer,

Who lived with the Delawares since he was a year.
Hawkeye was his adopted name,

He had a wolf which was very tame,

A musket was his very own gun,

He worked very hard way out in the sun,

The Mingoces hated Hawkeye,

One day they decided he must die.

jut since he was a very good shot,

He killed thirteen Indians at one spot.

But they did not give up right vet,

They fought till he was captured at sunset.
They tied him by a gigantic fire,

Their hearts were filled with lots of desire.
But when they weve about to throw him in,

A bullet hit a Mingoe's chin.

The British came riding fast,

They shot twenty-seven Mingoes and chased off the last.
But Hawkeye was lying very still,

Though he didn't look at all ill.

Then he took a very deep breath,

And died a very peacceful death.

They took him to a far away cave,

And made him a beautiful grave.

The children now have two tools of structure. Limericks and rhyming

in couplet and alternating ferms. The teacher is cwperiencing great

pleasure exploring, reinforcing, and euncouraging the children.
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Weo have again used the pattern for poetry. We have set the

atmosphere using quiet corner and the blackboard arvcas. Then we listened,
discussed, wrote and shared, and triced some additional ways to involve
teachers.  Now we're ready to move into phase three - free verse.

s e

Children are rhyme oriented.  Poetry ifmplies rhyme to rhvihe to most
children, so we have started our upit in an arca of the known and are now
going into an  arca of the unfamiliavr. This will be called free verse or
Flexibly structured poetry,

Children are patherced avound the board.  The teacher writes a simple
sentence.  Perhaps, A cat sat on the fence.” o Another- "he cat sat
on the old fence.”  She wcuplains that these ave called picture words,
They tell something about another word in the sentence. 1 the children
have had previous expevicnce with nouns and verbs this is o good way to
introduce adjectives and adverbs.  For younger children they are called
picturve words.,  Fach child writes the sentence ten times and adds one new
word cach tice,  Then thwey choos~ the one they Tike best and share with
the class,  The variety is amazing and fun.  Then cvery child writes one
more sentence ad adds ten desceriptive words, [t sounds something like,
"The stracoley black old rawged cat sat spravled on the rickety, splintery,
broken-down unpainted fence."

An interesting related wame can be played for points, in teams where
one team sayvs a word and the other team an adjective.  These are good
vocabulary bailders and lead into the next phase of free verse called
ploeture poolry, e use the Japanese Hatka as o roodel but do not insist
on the 17 svllable count used in this forrse In all fairness te the Haiku
poets, weo coll o poctey, "Pictare Poctry,' but oo doouse the pattern of
aatural subject sattery Piadted to o single fdea or statement,
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This poetry is more scrious than wmost of the previous poctry we

have read, and is more intimate and communicative if the proup is

3
together in a small area, Reading the story of the life of the Japanesce
poet Issa, as written in "Wind in My Mand," is a weaningful way to
intvroduce this poctry, 1t can be read or told to children and explains
the structural aspect and the meaning of this poetry. The life of this
san iy very intevesting and impressive.,  The beautiful adjectives and
adverbs usced to describe the natural phenomenon of ecarth instills in
children an awareness and appreciation of their environment. The arranging
of words in a steatence opens a whole new scope of expression., One child
wrote, "ifhe bee relurns to the buzzing nest." How delightful, Most adults
would have written, "The buzzing bee returns to the nest." How much
buzzicr {t is, when it cowmes from the pen of a child.

fn the book -"Haiku - The Mood of Earth" by Ann Atwood the author-
photovrapher, has illustrated her Haiku with photos,  The teacher has the
children close theiv eves and listen., As she reads - "musing on a gnarled
troe root oy mind Teaps as a stallion rears up.' The children describe the
ental picture they perceive.  The teacher shows them the author's picture.
Children learn that people see things differeatly. They are learning to
accept ideas of others, without being threatened by differences in their
own ideas,

The children discuss the feelings they have about this kind of poctry.
lThey croate picture sentences verbally with the group and talk about the words,
and the feelings they vupress,

ot thew are ready to writes The teacher puts a list of animals on
th board and the children write a sentence about cach one,  [f they want

to thev oy choone their own subjects tron nature, Tisten to the sensitivity
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in this peetry written by children.

The sky screams in sadness

eyes.

as

tears drop down from his darkened

- by Laura

The reeds, wavinge in the cvening breecze arce giving away their secrets.
¢ ¢ 5 £

Listen to the variety in th

THE MEAN FLOWERS

The flowers are mad.
Ihe Ylowers are sad.
he flowers are bad,
And the tlovers are so
mad
sad,

and bad,
That they'll cat vou,
This one by John is cntitle

[ AM A MAGIC BROOM AND

- by laura

is free versce, written by children.

I am a magic broom and
I flew past New York,
and flew intu the Enapi

"
{

[ aw the Empire State
A magic broowm flew int

And broke myv window,

[
And a piccee
0f yrass

Fell an we
and killed

am me,

e

[ am the ground, and s
Fell on me.

dow children have had experiences writing

livericks, couplet and alternati

writton

have been positively involved in peer group interchunve of ideas.

hod cxperiences with

any lanyuire developrant skille,

d:

I CAN FLY

I can fly,

re State Building.

Building, and
0 me.

omeone

three kinds of poetry,

>

ny line rhymes and {ree versc.  Some have

cuch poetry, sopme have laborously written only a littie, but all

All have

All have learned

VACIN
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something about themselves. They understand a little more about humor,
a little more about sadness and @ lot wore about credative expression,

Now it's time te step into tne last phase of stimulating children
to continue writing and exploring their own ideas in poetry. Again if
the teacher sets np situations that leave o wide range of expressive
possibilities and stimmlate rath:r than juhibit thoughts, the children
will respond.

A picture of a blue surser clouded sky and veean waves beating on a
rocky shore line with no definite instructions, only a sugpgestion of "I

wonder what it would be like to be a rock, or a cloud, or the water?"

The results?

WATER

[ am the water dashing ajainst the rocks.
[t is a beautiful day,
The sun is shining on me wmaking me glitter like a diamond.
The ¢louds are floating by casting shadows on
mv blue water.
My water is deep and dark blue but in other
places it is shallow and light blue.
There are hundreds and hundreds of wiles of me,
all just as pretty as the other.
Somcticmes I opet rvouyh when there is a biyg storm,
My water gets a dark green and
Sumelimes [ destroy ships against the rocks,
and other days [ am calr just like today.

- by Kurt
A teacher wight ask, "How do colors smell? How do they taste?  How

do they feel? Hew do they sake vou feel? and the child might respond ---

COLNR

- by Bill, Ann, Bruce, Steven, Jeanifer
Black 1s the coler of sadness and war
and the death of a dos.
Silver rewminds re of a shining white bird
flying through the clear blue sky,
Black is waking up at 6:00 o'clock. White
is the wisest color of them all.
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Brown is cockies, green is a f{riend, yellow is
a clock tickiug, and white is o dream.,

YUCKY_RED BEET
- by Bruce

vou're a yucky red becet,

with orange hair and a green hat,

You're hiding from me but I can see you
because T have three eves.,

vou're hiding under zillions of squirmy, slimy,
purple snakes, worns and {rogs.

COMP CLOMP CTOMP thoerve [ go,

I'mowoine to cet a shovel,

- by Tawrencoe
Thiv norning 1 woke up and walked right into  grav,
Fverything was gray.
The sink was grav, my sistors were gray,

The sunshine was gray, - bed was gray,

Well, ' going to live in prav,

well, 1'oe wlad school isn't eray,

Now the door has been opened - a little encouragement had a little
time for sharing and a wvhole classroom of poets will enmerge as butterflics
from the chrvsalis. The children in this presentation were in a multi-age
srouped classroom frowm ages 7 to 11, Poetry is a delight at any (ge and
with simple modification this program could be used with arv age group.

Tive? Anvtice, and as long as you wish, Place? Anywhere that a
group of children and sensitive teacher are together. For remember, Every
child is an individual, Every child has somethiang to sav, and Every child

needs someone to listen.

O
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LEARNING TO READ SHOULD RNOT BE THE PRIMARY PURPOSE
OF FLEMENTARY FBUATTION

Ly . Stoddard
"This ruch for learning to read,
Which let vim never be driven to,
Cheat him into it {{ vou can,
but make it not a business Tor him,
"Tis better it be a vear later before he can read
than that e should this way

pel an aversion to learning.”

John Locke

The preat majority of people in our ceuntry believe that the
privary mission of the elementary school is to teach children how to
read,  This beliet is traditional, long standing and deeply imbedded.
To propose any other notion will likelv bring a deluge of protest--
vet the Utah ASCH Board of Birectors feels o much damage is being
done because of this belief that we must speak out and do what we can
to help people re-examine their beliefs and establish some new
priorities for elementary education.

Who, in their right mind, would question the importance of
being able to read in our society? Hven the President and the
United States Office of Bducation have declared that there should be
a national "Right to Read" effort. Nearly everyonc is convinced that
we vhould try harder to see that everv child learns to read.

Herein lies the problem.  Reading mav be the most important
of all inquiry skills, if learned the right wav and if learned at the
rizht tizme in a child's life. Unfortunately, at the present time in
rost clementary school classreooms reading instructien is being pre-
vided in neither the right way nor at the right tine for most
children.

In this paper we will describe the urgent need to change the
fecus or "business' of elementary education. The widespread belief
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that reading should be the number one priority of elementary schools

is producing several detrimental results:

1. SYLF-ESTEEM IS DAMACGED

[n recent vears there has been a tread to move the beginning,
of formal reading jastruction downward from first grade to kinder-
garten to pre-school.  We now know from the research of Jean Piaget
and others that it is futile to involve voung children in thought
processes which use rules and svmbolic reasoning before thev can per-
form these functions.  These two mental functions are both required
in reading., Piaget's findings reveal that most children cannot
internalize and use rules until six or seven vears of ape. Thev have
net developed a language and concept foundation adequate to begin
reading until one or more vears later than we heretofore thought,
This provides a situation wherein a large percentage of children
becore "failures" either during kinderparten or within a month after
starting first prade--simply because thev have not vet developed the
mental processes or Ystructures' necessary for reading.

Self-esteem suffers agpain in the negative approach we take as

B

elerentary schools "diagnose' to identifv the things a c¢hild can not

do, such as read, and ~hen "preseribe’ a program teo help him overcome

his inadequacies. It will take a rmajer shife in the thinking of the

. T 1 3
ceneral public and seme cducators te abanden the "what's wrong with

v appreach and begin to identifv and build upon a person's

Strensths and interests,

2. CHILDREN LEARI A FALSHE (0ONCEPT

As soon as a child enters scheol he is subjected to a great
array of activitics all with one geal in mind--to get him to read as

svon as possible.  As educators we are so persistent with the constant

O
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barrape of reading instruction that the child soon gfets the message
that reading is the on'y or major way to acqu;re knowledge and wisdom.
In many subtle and indirect ways we continually say to the child,
"what vou think is not veryv important--vou must learn only from the
thinking of other people that is written down in books.” Tt is
tvpical, when a chitld brings an unusual insect to school, for the

teacher to sav, "Oh, John, what an interesting bug, why don't vou go
pot the encvelopedia and see what vou can find out about it,"

It is an ironic tragedy in elementary schoal that the outcone
of onr effort is nuch the opposite of what we profess to believe., We
sav o that we want people to have inquiring minds vet, almost from the
first day of school, the over-emphasis ¢n reading starts to kill a
child's drive te inguire. We forget that reading is onlv one aspect
of inquiry,

Because nany primary grade teachers do not have an orientation
or inclination toward the processes of science, reading is taught as
an end in itself rather than one of many wavs togaither informatien,
Only rarely is reading instruction linked to a child's efforts to
nntangle the mvsteries of his environment.,

The overall effect of the mad scramble to get every child to
read as seon as possible is to destrov a child's confidence in his
cwn observation and thinking as a way to acquire knowledge. We now
wnow that knowledge and wisdom are highly persenal things built over
a periced of time out of an individual struggle for personal meaning.
Kinowledge cannet be pasued on {rom one person to another in any direct
wav,  In order for a bit of information to become the possession of a
person he must run it through his "computer” (thought processes) and
Jeoide what this new intformation means for him personally, With the

over-empliasis on reading, children thus get the false concept that
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the material in books 1s factual information rather than someonc

else's opinion which must be analyzed and carefully considered,

3. OVER~IMPHASIS ON READING DELAYS OR CRIPPLES THF DEVELOPMENT OF
THE ABILITY TO INQUIRE AND TO REASON

Thanks to Jean Plaget, we know that a child's actions on things
are what facilitate the development of his mental structures. At the
time a child enters school he is rapidly developing his powers of
inquiry and learns through engaging in real actions with tangible
ohjects such as dolls and blocks.

When we take a child out of his world of first~hand contact
with veal things and substitute books, paper and pencils, as often
happens in first grade, and in many kindergartens, we usually cripple
the development of thinking., Vicariocus experiences cannot take the
place of first-hand interaction with the e,  ronment, for it is
through "hands-on" experiences that children build the concepts and
self-awareness that make higher mental processes possible,

3vothe time a child is five vears old he is beginning to dis-
cover that he can use himself as an instrument »f learning. He wants
to hold and examine objects. His curiosity is developing very fast
and he inquires about his environment in many ways. FEffective kinder-
gartens are sensitive to this need in children but first grade becomes
a different storyv, It is here that we get down to the life-or-death
husiness of teaching children how to read. Reading instruction be-
comes a time-absorbing activity which crowds out active exploration
and manipulation of the objects of the environment. As children
progress upward through the elementary school, the situation gets
worse and by sixth grade nearly all the learning opportunities pro-

vided by teachers are vicariocus. Textbooks now dominate the scene
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ceading and writing assignrents handed out with faithful regu-
arirw. by sixth grade the fire of true, self-initiated inquiry,
which was beginning to blossom in kindergarten, has been all but
extinguished,
John Locke, the great educational philosopher, said one hundred
vears age, ''This much for learning to read, which let him never be
driven to., Cheat him into it if vou can, but make it not a business

for him. Tis better it he a vear later before he can read than that

he should this wav get an aversion to learning."

In elementary
schools we have done exactly what John Locke warned us not to do--we
have made reading our main business, thereby turning children away
from the jovs of discovery and learning. We now know from

Jean Piaget's work that we have done this at the critical time when a
child is forming his mental structures through phyvsical and intellec-
tual manipulation of the objects of his environment. Thus, we have
unknowingly retarded him in developing three things that make reading
pogiible: A strong motivation to learn, synchronization of the
mental-physical functions, and adegquate language and concept
development.,

The foregoing has been an attempt to describe the major
problems associated with reading as the number one priority of ele-
mentary schols. Up to this point it would be easy for the reader to
set the feeling that ASCD opposes the teaching of reading in the ele-
mentary schools.  Such is not the case. Reading is probably the most
important of all inquiry skills, but we have been teaching it out of
context--isolated, and separated from a child’'s need to read. What
we urgently need is a new mission for elementary schools--a central

purpose which will foster a rifelong thirst for knowledge and
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understanding. May we now sugpest a new central purposce for elementry
education and some new approaches which we feel will result in not
only nmore avid readers, but the development of the total person

hungering and thirsting for knowledge and wisdom,

A New Mission for Flementary Schools

There are three major issues ¢hich concern us:

I. How can we naintain and build upon the natural zest for
learning which most cbildren have when thev start school?

2. How can we help children develop a repertory of skills for
lecating and learning information (including reading),
creating and extending information, communicating ideas,

and solving problems?

3. How can we help children develop their unique, individual
vdentities, talents, and interosts?

We tolieve that these three problems can only be solved through
the adoption of a new primary mission for elementary schools., What
we are talxing about is more than a lip-service acceptance of a new
role for elementarwy scheols, but a gennine, sincere, action commitment
to a new set of priovities.

The recent "Designing Education for the Future Project' listed
nine geoals for the educatien system of the future. We believe the
primary mission of elementaryv schools should be centered around the
first goal of the DEF Project and serve as the focus for two other

inter-related priorities:

1. 10 UELP CHILDREYN DEVELOP THEIR INQUIRING, CREATIVE MINDS.

2. TO HELP CHILDREN DEVELOP INDIVIDUAL TALLNTS, IDENTITY AND FEEL-
INGS OF WORTH AS MEMBERS OF THE HUMAN FAMILY.

3. TO HELP CHILDREN DEVELOP POWERS OF EXPRESSION AND COMMUNICATION,

If we really pet sericus about implementing these goals
there will be seme sweeping changes made in our cchools, At first
O
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glance it mav seem that reading, writing and arithmetic are being
pushed aside. In reality, by trving {irst te develop inquiring-
creative minds, the "basic” skills will be learned in their proper
perspective--as tools of learning ratber than the poals or ends of
cducation.  Also tailure will be elininated sinece reading will come
at the right time for cach individual child., FEven more important, by
focusing on the jovs of learning new, exciting information, the
pressure tor tearning to read will become an internal need, ratter
than just something the child's parents and teachers want him to do.
Utah aSCH does not pretend te kpnow all the details of how to
bring about this change of eaphasis in the task of elementary schools;
nor do we know exactly what steps schools should take in implementing
a progran atfter cducators arce convinced 1t is the right wav to go,.
We do feel that it is urpent that we rve-cxamine our belicfs to sce if
we really are doing what needs to be dene in our schools.  lLvidence
is mounting to suggest that our schools arve not as successful as they

1

ceuld be. We believe studies would show that, as we put greater and
greater emphasis on reading achievement, there is a resultant increase
in signs of student {rustration, such as mental illness, dropouts,
disruptive behavior and delinguency,

"How then will children learn to read if we change the emphasis

from reading to learning thrvouph inguiry and creativiey?”

what the Teacher bDoes
One jmportant thing to remember in inquivy~centered teaching
in that inquiry is sorething the student does for himself{--not some-
thing the teacher dees to him.  The motivation is already within the
student or wets there {n response to the wav the teacher arranges the
learning opportunitivs,
o 83.
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With traditional teaching the teacher, or curriculum designers,
decide what the child is to learn and then the teacher makes an
attempt to see that the prescribed material is committed to the memory
of the child, Motivation is nearly alwayvs external, with the teacher
using assignments, grades, rewards, requirements, points, etc., ta
accomplish the desired objective, By so doing the teacher takes upon
himself the responsibility for the child's learning. The child is
freed from being responsible for himsel! since he knows the teacher
will apply the proper external pressures or “reinforcements” to sce
that he moves in the "proper™ direction. [t is not at all surprising
that manyv children balk when "learning is so unpleasant that we have
to be prodded, assigned or rewarded to do it."

In inquiry-centered teaching the teacher arranges or has the
children help arrange an interesting environment of real objects and
events tor the children and teacher to explore, manipulate and wonder
about. The teacher then becomes the catalyvst for learning by:

4, Pirst becoming a model for the children to follow by

being the number one seeker in the class.  (How can any
child think learning is verv important if he never sces
his teacher doing 1t7?) -

b. helping cach child identify learning projects to pursue
which are important to him (the child).

¢. helping the child evaluate his efforts to gain personal
knowledge and understanding,

We should trv to keep in mind that a child can only reason and
airalvae at the threshold of his own growing mind, A child, or any
. oanoenly build on the concepts or understandings he already
ihis i why the child must do his own seeking. Inquiry involves
e thinking processes by which a person gaing personal meaning from
new information--these processes by which new information is "linked"”

.

or connected to the concepts already in a person's mind.
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The path to reading skill when the cmphasis s on inquiry
might look something tike the following:

1.  The teacher arranges for students to have first-hand
encounters with objects, events and people.

[av)

. The teacher enconrapes tanipulation and investigation of
the envirenment,

3.0 The teacher stimulates students to produce and sharve
thiought s, t'(‘ulinw;, or qu(’x'lions about the first-hand
encounters.  He helps each student Find a "quest,'

L

4, The teacher encourages Students to perform "experiments”
or planned operations an the objects of the environment
to aid in observing, weighing, measuring, prediccing,
cte. . (Gathering hata)

L

5. The teacher arranges for students to share thoughts, or
questions with others verbally and/or with art materials.

H. 0 A child asks for help to write, or dictate for writing,
the results of his own thinking.

L

7. A child reads that which he has written or dictated.

\/

8., The child studies and makes inferences about the mechanics
of his own word construction and compares it with what
others have written.

V

9. The child asks for, or shows that he needs help in reading
about something which has captured his interest,
10,  As the teacher becores aware of a child's expressed needs

he pives specific instruction in word analvsis, phonics,
cto. .,

st
-~
.
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This second sequence (6-10) will also be repeated many times
until the child becomes an Independent, inguiring reader.

The above description is wuch oversimplified, but we hope the
reader will notice the critical features of learning to read when the
emphasis is on developing inquiry:

1. The main goal of the teacher is four the child to develop
his inquiring, creative mind--~to learn how to learn, not

merely to learn now to read. Reading becomes one of the
tools of inquiry only if the reader has learned to read
with an inquiring, curious attitude. In addition to read-
ing, other important inquiry skills will be developed in-
cluding: intervicwing, observing, analyzing, predicting,
classifying, hypothesizing and the abilitv to ask and
pursue significant questions,

2. The responsibility and initiative for learning are left
with the student, External rewards are rarely nceded
since learning is usually sufficient to be its own reward.
When external rewards do come they are not the "“gimmicks'
or artificial reinforcements advocated by some behavior-
modification people, but the reward of a teacher really
listening and giving honest approval and acceptance to a
child and his ideas.

3. The main etfort of the teacher is directed toward getting
the child to examine and express his own ideas and ques-
tions--not merely to find answers to the teacher's ques-
tions., The teacher becomes a catalyst for learning through
skillful interaction with ecach child, refraining from
giving his answers to children's questions, thus shutting
off inquiry.

4. The raw material for learning starts with the real-world
environment of the child. The child usually produces his
oun impressiens and inferences before comparing his ideas
with those of the authors of books.

5. The scquence for a child learning to read goes from "ob-
serving"--to "thinking'--to "talking''--to writing down his
"talk''--to reading his "talk'--to reading someonc elses'
”Lalk-”
You will notice that the inquiry approach for learning how to
read is much the same as the language-experience approach familiar to
many educators. The chief dJdifference is that reading proficiency for

children is not the major goal of the teacher. This is the part that

will be most difficult for people to accept and get used to. O0ld

Q 86.

ERIC

Aruitoxt provided by Eic:



habits and dece-neated boeliefs are extrencly difficult to overcome.,
Woe belicve, however, that careful consideration of this problem will
lead parents and educators to similar conclusions. A large number of
cducators alveady feel this wav but do not know how to get off the

treadmill of tradition,

1t ]

By rking reading the "main business' of elementary schools we
have done puch the same as well-intentioned parvents who try to insurc
pood nutrition for their children by prodding them to cat a particular

1

veyotable,  The ohiild often develops a lonp-lasting aversion to thaat

vegetabie and sovetines to vegetables in peneral.  In oa similar
wanner, inquiring, creative ninds will usually not be developed by
"mjoring in reading.

dur schools have produced several penerations of people who are
"turned ot to learning--large namhers vho would rather watceh tele-
vision than use thelr veading skills for knowledee attainnent,  Our
position is that It we mabe the developnent of inquiving, crveative
minds the aain business of wchools, ehiildren will Jearn to read plus
develop the attitudes and <kills of dinguiry, Since reading is an ox-
tremely important inquiry skill, children will not only learn te read,
but thev will read to learn. With this new sense of purpose and
direction, children will pet the right start toward beconing life-
long scekers and learncers,

Another aspect ot a change of priovities that will he very
diftficult for some educators amd mane pavents to accept is the delay
that will occur in the time that children will begin reading. Since

children are novaally in the widdle of developing their mental

1 "

"structares' at the tice we traditienally start formal reading in-

struction, our great challenge and opportunity is to nourish the

Q 87.
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developing intedlect with the right kind of learning expericences at
the right tine.

We know now that the deop=down urye and intellect to read
usaally does not occur unti! one, two, or even threo vears later than
weoare nsed to o starting forsal reading instruction,  We believe this
fsowhy studics which corpare the otfects of varios starting tines for
reading are turning out to show that delaved reading instruction in
neoway handicaps thoese vhoe are @0 treated, By junior hipgh school the
Iate starters can read just as et g those whe started earlw, but
thew have the adventave or Doevioy aloost e roadin—=conneetod cmot fonal
probloms,

IV owe are siecere dIa the bBeliet that learning to read i only
one anpect din the Darger, rece eportant fosae of developing inquiring,

creative cinds, ve o are Taced with the sroblen of holping teachers

chomyee to o le e set ool o attitades omd Religviors, This will be
diviioaia, Tt ococ ot Pepdin the task o as o soon an possible, for a
credat vy b bdren have alrvesdy been chort=chaaged,

How can we vver aeceralish the sceemingly drpossible task of
chimging the beliel of the seoeral poblic as to the purpese of
clementary cducation?

It scems to us that cducators first will have to beeorme in-
formed and dedicated to this new nission for elerentary schools,  Then

we must [ind ways to bepin o nassive public information effort to help

1+ .
3

peaple understond what cenld harpen to children with o chanye of pri-
arities.  For, If we reallwy boetivve that it i< [mportant for children
to efiectively hnnger and thivat for knowledpe, develop their nnique

identitics, and feolings of coarth, thelr powers of capression and com-

ranication, woe rast start pow to ot ateh up oour behavior with wvhat we

sy we value most,
Q .
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Since this position paper shows reading in a nev perspective,
we have only alluded to the benefits which are possible in other sub-
ject areas. A great deal could be said about what might happen if
we really start valuing individuality, taient development and the
povers of expression and communication. We believe it would be a
“whole new ball game." Children, with their unlimited potential for
greatness, would seize the new learning opportunitics with zest and
enthusiasm,

As it stands now the number of eclementarv school children who
are really excited or deeply interested in school arve probably ir the
minority. llany children's feelings vange from being apathetic or
bored, to being bitterly hateful of scheool.  This is a deplorable
situation which can and zust be cerrected.  School should be a joy-
ful, satisfying cxperience for children and teache: s alike.,  This can

happen if we will nabe the dovelopn

ntoobf dngquiring, creative minds

our first priovic..

IEoyou e oo e ey peeded in our schools,
you owe it toe oniigooo it ocicty to help start the
change proves: v, o oot bonde ol tradition,  As
educators we must hedp e ot cot o rew vision of what is possible

with the adoption of . ditioront sission for clementary education,

The changes propescd in this paper will not come easy. Teacher
training instituticens, teachers, and administrators will have to find
ways to work together rather than in their various conflicting pro-

fessional organizations.  LET'S GLT STARTED!
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To Resolve a Dilemma!

Kenneth C, Farrer

The ways we assict another human being in his learnings ought to be
defended on the evidence we have about man's cognitive and aesthetic
needs.  All reasonably healthy people are inquisitive, exploring
beings who cannot keep their vestless minds inactive, These actions
result from the power of man's cognitive and aesthetic needs to know and
to feel, Every human encounter ‘cems to be characterized by incompleteness
ar apenness.,

Human beings appear to be unable o keep from digging into things,
turning ideas over in their minds, trying out new combinations, searching
for new relationships, strungling for new insights. T would like to
think that most of the teachers I know initiate their work with an aware-
ness of the Importance of incompleteness and openness in our lives.

One assumption 1 make 1s that teachers vecognize that students encounter
incompleteness ontside and inside the classroom and the most powerful

form of motivation for achicevement is to accomodate and perpctuate this
sense of openness in the learning enviromment. T would like to think of
them as knowing that thbese motivations are ready to be activated in all
healthy people and that when learning activities give reasonably good
chances for satisfying tuese motives, then zestful learning usually occurs,

Currently, many school pcople scem to iecel that a child or youth is
a mechanism and that learning occurs for him chiefly as a result of
something that is done to him from the outside, They bhivild elaborate

learning materials and develop intricate methods to evoke the learnings
90.
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they desire, They think of teachers as doing the work on the basis of
which the youngster learns, They secek ever for a fool-proof methad that
will work for all youth.

Herein lics one of the dilemmas in our profession.

Lecomte du Nouy wrote a book published by Longmans, Green and
Company in 1947 and titled it Human Destiny. He sketched the tremendous
innate dynamics of living things to become more complex both in structure
and in function. He ascribed to this dynamic the causation of the evolu-
tion of living things from the single cell to the most complex organi sms,

He saw it as accounting for the evolution of behavior problems in different
animal species from simple instinctive acts through more and more complex
learnings to human recasoning and creativity. 1In other words, among

humans the capacity to ilcarn is inherited and the dynamic desire to learn

is an innate property of living and growing. It does not have to be evoked
by tricks. It needs only to have the opportunity to occur in situations and
ways appropriate to the maturity level of the human individual.

Daniel Prescott, in his work as director at the Institute for Child
Study at the University of Maryland, shared his monumental research studies
aided by subventions from the Grant Foundation and reminded his readers that
biologists and psychologists alike are suggesting, even urging, that
cducators can have the faith that this fundanental property of life-processes
cxists in every child. It is an innate dynamic to become, to realize
the developmental potentials, whatever they may be, of that individual,

From the texts of his research, he is saying that all children and

youth are cager to learn the things that seem significant to
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them in the light of their accumulated interaction with the world and
with society-~that children and youth will work tirelessly to accomplish
their own learning goals because they feel within themselves the need

to learn, because learning is life realization,

In the late thirties, the American Council on Education set up a
Commission on Teacher Education with aid from the General Education
Board, What follows is a series of six factors that influence learning
vesulting from that commission's research and summarized in 1958 by
Dr, Prescott as it had been validated by 25,000 teachers in fifteen
states, All children's learnings are influenced:

1. by the health, growth level, characteristic rate of energy
output, special aptitudes, and disabilities of their bodies;

2, by the climate of love in which they live and by whether or not
this climate affords them a basic emotjional security;

3. by the specific subcultural elements, within our complex
national structure, that they are internalizing through interaction
with their parents and with other persons in the communities where
they live;

4. by the roles and status they are able to win, and to which they
aspire, in the free activities of their \ge-mates, or peers, in
the schools tiey attend and in the communities where they live;

5. by the concepts of the universe, of the world, and of society
which their earlier experiences have engendered; by their concepts
of themselves and of their own aptitudes and capacities; by the
attitudes and values they have developed as a consequency of the
experiences they have had; and by the goals and aspirations they

see themselves as being able to work toward in the society they know;

6. by the frequency and the strengths of the strong emotions they are
experiencing; by the degree to which they feel physically safe,

loved, socially accepted, significant within their communities,

and adequate to deal with the situations they are experiencing; by

the kinds of adjustive mechanisms they habitually use to manage their
cmotions and to protect their integrity and self-respect,
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Truly a youngster's learning and development depend upon a complex
set of dynamics!

Many writers and speakers in educational forums are expressing concern
for the tightness with which youngsters' time, materials, and thinking
tend to be structured in school. Tightening the structures offered in
the learning environment has been one of the responses to the cultural
concern for efriciency, excellence, mindfulness, and cognitive values in
education,

The result of such tightening, where it has occurred, has often
been to add more subjects, to limit the time devoted to any lecarning task,
to remove clay, paint, blocks, and other unstructured materials from the
learring environment, or to reduce time available for the learner's
experimentation and autonomous productivity, to emphasize learning correct
answcrs or responscs and other pressures toward conforming behavior.

Two cffects of these pressures have been first, to narrow the
possibilities for youngsters to continue to learn how to learn., In some
districts it is not permissable now to use the word "play". In the present
climate, the value of '"play' as educative has been overlaid with confusions

about '‘work"

as the legitimate activity in the schools, 1In play a child

is learning to lecarn. A youngster's involvement in play assists him in
testing out ideas, in practicing life activities, in learning words to say
and do to order life and clarify concepts, Leland Jacobs, who writes so
well about youngsters and tcachers, says that we nced to find ways to others
through words, Dr. N.V, Scarfe (Childhood Education, Vol, 39, p.118)

writes that the spirit of play is vital to all humanity: the basis of
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most of the happiness nr mankind; the means by which humanity advances
creatively, scientifically, intellectually, and socially. The spirit
of play is vital not only to childhood but to all mankind.

The second effect of these pressures has been to turn the direction
of development away from the ultimate goal of education in a democracy--
to widen the range and effectiveness of individual choice (riches that

p
arise fron &he variety of individual uniqueness).

Barbara Biber, teacher turned researcher, (Bank Street Publication
No. 67, p. 2) writes that the problem is not whether education is
responsible for supplying children with the tools, techuniques, knowledge
of theiv culture's present and past, and essential modes of social control
and communication; but, that the problem is how skillfully teachers can
place these offevings within the developmental sequence that stretches
between the phase of exposure and that of mastery, and how relaxed,
imaginative, and generous they can be in nourishing and guiding the
exposure phase, As she addresses herself to the problem of premature
structuring as a deterrant to creativity, she formulates the teacher's
task as one of providing the envivommental conditions that will maximize
openness and induce progression--not to teach the child right and wrong
responses, but to program the envirenment so that the child can discover
many things for himself.

Thus, convictions are shared with us of those who have worked
prodigiously, thought profoundly, and tested their thinking through the
vears across disciplines in seminars and conferences. Yet some others

would return to another concept of education. Desperate in the search
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for short cuts and in the name of accountability, they suggest and

even insist upon the use of programmed lessons, packaged and

inviolable subject matter, routines of all sorts, centralized authority,
and restrictions to the most routine objective of assimilating subject
matter, modifying actions to acceptable behavior, questing for practices
that work, and for devices that have proven successful,

This kind of reaction, as Herbert Thelen says (Education and the

lluran Quest, p. 214), "puts education in shackles...the problem is on=

of means, not ends. And the more efficient the meaus become, the tighter
the bonds are woven; there is no longer room for error, and when, finally,
there is no room for error there is no room for insight and discovery."

Research in the 40's and 50's revealed the need for children and
youth to work with unstructured materials, It seems even more important,
now, when we have so many scientific gadgets and packages (modules, kits,
pieces), for us to remember the values of unstructured materials., A
gadget that permits only the turning of a handle or a screw through
prescription may not have much value as a means by which children may engage,
individually and totally, in self-education,

The purpose of this article is to remind ourselves of our responsibilities
to provide for youngsters a balance of structured and unstructured materials
and problems on which they may grow. They need unstructured situations and
materials and they need space, time, and freedom to work with spontaneity,

intellectual curiosity, artistry, and imagination,
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THE EXCITING PROSPECT OF BLEGINNING READING
IN EARLY CHILDHOOD FDUCATION

Fnid R. Anderson

As we view the position of Early Childhood Educaticn today,
we get caught in a maize of programs and philosephy related to the
fiela of Language Arts,

We find nurseries for all ages, free schools, public kinder-
garten, and many types of private schocls suchk as the Montessori
Schools, etc.j Althougb educaticen has come a long way with many
changes taking place, we still lack all the answers. We have advanced
from artificial formality and drill to creative endeavor considering
Language Arts as o part of a living program, but there is much to be
done to develeop better ways of communicaticn.

DeBoer writes:

"We can no loager think of compunicaticn as a narrow
set of linguistic skills., It is a process which involves
ways of living--ways of thinking, of looking at oneself, of
adjusting tc social situaticns, of dealiag with reality.
The communicaticn pregram of the school should be conceived
imaginatively in terme of this new proposition.'l
It is very important to view the early child as our most pre-
cious potential., Althcugh he is bombarded with countless stinuli of
media and scientific knowledge, he is still recognized as the prime
potential of creativity. Guilford's Model of the structure of the
intellect serves as a rcminder of the richness and diversity of human
thinking abilities and provides the teacher with directives to develop
individual poLential.z

More than half of all five-vear-olds attend kindergarten. The

Farly Childhood rrogram determines the program emphasis, and since

a1, .
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1913, the kindergarten program has been related to the 1ife of the
child. Educational activity advocates child involvement and empha-
sizes the value of play.3

"Today many ecduca.ors view the kindergarten and the nursery
school as a downward extension of the primary school. The goals for
the nursery school and kindergarten are the goals set for all school-
ing."4 The curriculum differences are portrayed by administrators,
schools, and teachers and reading pregrams have gradually filtered
inte Early Childhood programs as a result of looking at the indivi-
dual child.

Education lacks the answers as to whether or not reading
should become a part of Early Childhood programs. Research states
both pro and con discussing such programs; however, as yet, the
quality of research is not able to generalize any conclusions with
statistical significance.5

As individual approaches filter into education, we can only
face the reading problem as a reality, Reading programs have become
a part of some Early Chiidhood endeavors. As teachers, we can only
view it as to where we are in svch programs, decide what we believe,
and do as we feel about it,

Whatever our Early Childhood program is, it presents some
definite elements that force consideration in our curriculum. Impor-
tant factors that affect the child in early education are

1. The home
2. Parent education
3. Use of media
4, The teacher

5. Interaction in the community.6
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This paper discusses the teacher, media input, language

development, and factors that influence the child as an early reader.

I3

YOU, THE TEACHER

"The thing we must learn as teachers is that there is
no perfect contribution or perfect material: there is only
a PERFECT TEACHER , . "7

You, the teacher, have emerged as the prime catalyst of learn-—
ing. You are not only teaching children to "learn how to learn," but
you are responsible for futuristic impacts of learning. Margaret Mead
says!

"If we can't teach every student . . . something we don't
know in some form, we haven't a hope of educating the next
generation, because what they are going to need is what we
don't know."8

The TEACHER and his GOALS are the KEY to learning in the class-
room, He produces the climate, provides the resources, plans, guides,
directs, facilitates and stimulates, He provides a multitude of
ramifications which promote positive self-concepts and motivates
academic progress. ''The young child learns who he is and what he is
from the treatment he receives by those who surround him in the pro-
cess of maturation.'?

If we view self-concept and achievement as being interrelated,
the child who views himself as successful will in all probability
continue to functien that way. Alexander says improved self-concept
leads to improved achievement. Because of this, the child's behavior,
to a large extent, becomes the function of the expectations of
others. 10

"According to Combs and Snugg (1959), teachers can be most

influential in developinrg positive self-concepts within a child by

providing a democratic classroom atmosphere wherein each pupil can

O
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think of himself as a responsible citizen . . .. 1In short, a teacher
with positive attitudes can promote a positive classroom atmosphere

« » « and 1f the teacher believes that his students will achieve, then
the students will be more successful,l?

A teacher must be a model. Gesell found that young children
tend to imitate a teacher's speech mannerisms. The child models the
type of democratic interchange, leadership and discussion portrayed
by the teacler. A teacher not only models ways of communication but
provides many perceptual and communicative experiences for the Early
Childhood participant,

A teacher 1is a researcher, innovator, facilitator, resource
persen, curriculum builder, specialist, evaluator, model of inquiry,
diagnostician, and prescriptive activator. The teacher also shows
that he knows more innovatiouns have been effected in reading in the
last fifty years than during the entire three hundred years ante-
dating this period of American history.12

The teacher knows when reading instruction should begin and
knows the kind, quality, and depth of the reading process he will pro-
vide for the child. The teacher knows how to arrange materials and
processes within a structure that leads toward individualized learning.
The teacher is conversant with beginning reading programs and realizes
the place of phonics in the program and is able to take advantage of
automated devices that will contribute to the needs of the child,

Most important, the teacher must have faith in his own concept of the
process, and as he gleans from multi-programs and develops his own
individualism, he must have confidence in his selection, and faith in

the methods he uses.
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FACTORS AFFECTING THE CURRICULUM OF MARLY CHILDHOOD EDUCATION

Some factors that affect the curriculum of Early Childhoo?d
education arz ) the media input, 2) development of language, and
3) the type of teaching used in the classcoom (extent of

individualization).

1. Media Input

The use of wedia is a very important factor in our society,
The impact upon the young child is tremendous. "Children love tele-
vision and because they love it, thev learn from it . . .. 1t js a
new challenge to elementarv school educators.'"!3 Children con-
sciousgly or unconsciously, measure their teacher's performance
against TV progmms.]4

Children learn a great deal from television. 1t is estimated
that only sleep surpasses television as the top consumer of time for
American school children. During an average year the child thus
attends 980 hours of school and watches TV 1,340 bLours, so by the time
he graduates from school he will have spent roughly 11,000 hours in
the classroom and more than 22,000 hours in front of the television
set., The voung child is also far more vulnerable to TV messages than
is an adult,

25,

Today's children have developed keener observational powers
and know how adults live, work, and play. They develop a superior
attitude toward other people, including their parents, and that atti-
tude carries over to the school, Thev place their teacher in a
category, and the catcgory depends on the teacher's personality.15

Children leizrn symbols and meaning from Sesane Street, commer-

cials, cartoons, and other TV programs. Actually, the educational
H 3 1 Ly 2
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setting in most schools is out of focus with this reality and this
has contributed to a communication breakdown for many schocls and
teachers,

Farly Childhood programs must be designed to reach youngsters
who have been deeply influenced by television. Teachers should view
TV as an ally and discover how TV conditions children fur learning.
Teachers must be daring enough to create language arts experiences
that children will enjoy and internalize. However, all programs
created should be carefully screened as to the possibility for child
interaction as this type of learning is mostly input and not
interaction.16

Another advancement in the field of reading or language arts
is the widely publicized technological innovation using computer-
assisted instruction. "Proponents maintain that iu the foreseeable
future, computer-based teaching machines will not only relieve
teachers of the drudgery of teaching spelling, listening, and hand-
writing, they will also assist teachers in teaching composition and
oral language skills."17 Several universities have such programs.
The University of Nebraska is an example and has a K-12 elementary
program which contains 36 units built around an integrated language,
literature, and composition focus using biographies, comedies, myths,
and romances as its vehicle.l8

Although there has been serious reservational expression by
educators as to the worth of some technological innovations, the
James S. Coleman report "exploded many hallowed myths regarding the
impact of school facilities and curricula upon pupil achievement.
Amceng the more devasting findings reported by Coleman is that dif-

ferences in school facilities and curriculum . . . are so little
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related to differences in achlevement levels of students, that with
few exceptions, their effects fail to appear even in a survey of

this magnitude."19

2. Language Development, n Human Thing

"Perhaps the most important area of learning in the edu-
cation of young children is that of language . . .. As a
matter of fact, learning to read is predicated upon a great
deal of prior language learning . . .. The role of the school
is to extend and enrich the language learning of the child
and to provide remediation if necessary."

No matter how simple or complex it is, the child will learn
the language he hears most often spoken by the adults around him.
There are many speech patterns and many dialects which are based on
the differences in social classes. Studies suggest that many of the
differences are predicated upon the context in which statements
were communicated. Because one of the important aspects of language
development is to allow the child to establish a personal group
identity, it is extremely important for the teacher to model a program
of speaking that is used by the majority.2l

General goals of language learning for the young child may be:

1. The development of verbal communication skills.

2. Development of rich language repertoire.

3. Development of an ability to use language to influence
and be influenced.

4. Developing personal satisfaction and aesthetic apprecia-
tions of language.

Most nursery-kindergarten programs set aside a good portion of
their day for oral programs which consist of activity periods, dra-
matic play, discussion sessions, creative dramatics, puppetry, story-
tetling, etc., Input programs consist of reading to children, having

children read to each other, TV, listening to tapes, records, ectc.,

O
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and giving directions for specific respouse. Such programs are
planned so the child may branch out emotionally, intellectually, and
imaginatively. The program should be arranged so that the art of
language communication may be developed through listening and speak-

ing, and, when the child is readyv, reading and writing.

3. _The Type of Teaching

The type of teaching most effective in beginning reading pro-
grams is individualized instruction, This interpretation of indivi-
dualization does not mean working on a one-to-one basis, although
oftentimes with early readers the one-to-ome approach is necessary to
get them started, Because children learn more from each other than
from teachers or any other source, the interpretation of individuali-
zation for the purpose of this paper is reclated to proper grouping
wherein chdldren are grouped as buddie. in threes, fours, [ives,
large groups, or whatever and whenever the grouping is most
conducive,

Individualization of instruction, or group-oriented-teacher-
direction, is something to advocate, interpret, and facilitate., Tt
is one of the foremost inrovations in American education. It is an
open-structure, a creative interaction and may become self-directed,

R, S, Peters states:

"Education can have no ends bevond itself. Jts value
derives from principles and standards implicit in it. To
be educated is not to have arrived at a destination; it is
to travel with a different view. What is required is not
feverish preparation for something that lies ahead, but to
work with a precision, possession, and taste at worthwhile
things that lie to hand, 23

Individualized instruction embraces learning how to learu,

provides for individual differences, develops the dignitv and worth

1073,
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of the individual, divects children to think for themselves, en-
courages seli-propulsion, nurtures creativity, includes student-
planning, is based on o "what's worth knowing” curriculum and
stimulates the children to explore, investigate, and seek

2

ansvers., -~

Individualizat ton cannet be taught, it can only be puided,
plauned, and released by the teacher., It is the teacher's inner
power of conviction exemplificed by his behavior. It is his job to
make it possible, [t is the greatest gift the teacher has to offer.
I't advocates the most important of all foods for the development of
the personal ity of the vounyg child, that food is love. The teacher's
task is not an end in itself, but a wmeans of communicating humanity,
to join loving kindness to learning, and setting oneself in order as
the basis for the practice of good human relatjons,2>

The Early Childhood Reading Program should not be a tightly
segmented behavioristic approach, it should not be a "watered down"
first grade program, and it should not he a stereotyped method of
strict cecoding, but it should be a scientifically conceived, humanis-—
tic use of the child's world of cxperiences as it is transformed into
individualistic meaning and expressed in the form of symbolic
interpretations.

AS YOU VIEW THE CHILD AS A READER, WHAT SHOULD YOU ENOW IN ORDER TO
HUET HTS NEEDS?

The beginning reading process is a science by itself, Dirvect-
ing a child in beginning reading should be the most satisfyving ex-—
pootence in oa lifetine, You are working with a breath-taking
potential, the potential TO B or NOT TO B a goord veader. Aad, as

vou arve confronted with this problem, test vourself with the vollowing

10%,



questions which should lead you to serious intvospection of where you
are and what you need to do to begin such a program,

1. Is the child ready to read?

2. How will T know when he is ready?

3. What do I do to find out?

4, What is the one basic indication?

5. Am I sure the child will be able to succeed in the reading
task?

6. Why is this important?

7. Am I able to judge beginning reading reactions in a
behiavioristic manner? How? Why?

8. Will I be able to present stimuli using methods of
inquiry?

9. How can I relate my presentations to the child's LIVING
WORLD?

10, Will I be able to select basic materials most suitable
for the child? (Modality)

11, Am I conversant with the sequential skills that will
direct him in a developmental manner?

12, Am I conversant with the strengths and weaknesses of
various reading programs so that 1 can use aggressive
response, multiple response, symbolic gestures, etc.,
in an effective manner to forward my program?

13, Will the reading progran be embraced and surrounded by
natural approaches? (Language experience
approaches.)

14. Am I able to use varied grouping patterns hreaking the
"three-group-round-robin" approach?

15. Can I develop and believe in my own persnonalized
approach as I use others' materials?

16, Can I accept every child according to his intellectual
ability?

17. Will 1 be able to provide for flexibility in planning
and learning involving the child in his educational pro-
gram, viewing his learning to read as a partnership?

8. Will I provide (or and take advantage of all avenues
of motivation?

O
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23,

27.

28.

29,

30.

31.

32.

Am 1 able to capably use diagnostic Instruments?

Am 1 able to follow diagnosis with prescriptive procedures?

Am T able to facilitate reading as an interrelated factor
in all curriculum?

Will T develop the reading program directly and in-
directly from "language expression' within a model of
continuity?

Will I include "aesthetic appreciation' such as poetry,
literature, arts, crafts and music as mediums that stimu-

Will T provide reading situations that will develop a
sense of independent action and a set of values upon which
the child can base his action?

Will I allow time for “browsing" in books, placing
"browsing' as an important level in the reading process?

Will I be able to maintain enthusiasm and interest in all
facets of the reading process?

Will I establish a positive instructional setting giving
positive reinforcement whenever possible?

V/ill I continue to read to the readers?
Will 1 be able to prepare and adjust a variety of materials
that will meet the individual needs of the child as he

procecds through the reading process?

Do I have available different methods of retrieval? Can
1 guide the child to help with his own records?

Am I conversant with the technique of reading corners,

intercst-reading centers, listening centers, reporting
centers, etc.?
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HISTORY MAKING IN THE KINDERGARTEN. . . one teacher's efforts ta
retrieve and record the feelings of children

Patricia J, L. Rebinson

The fundamental kiondergarten problem, as in all curric-

ulum desiagn is one of balance.,..a svnthesis of all the

pleces into a coherent pattern of relationships. Within

the school setting the child needs a chance to be known

and understooed as a perscon as well as the opportunity to

learn and develop a love of learning. UbUstablishing kin-

ship with other children in the context of learning and

responsible functioning needs to be balanced with foster~

ing uniquencss, affective, cognitive and psychomotor

development--all in considerable depth and proportion,

Symbolic expression, so important in the growth of a

person, must be nurtured by an evocative environment,

(Fvelyn Weber, The Kindergarten, p. 241)

The evocative envivonment that kindergarteners and adults have
created provides a place to learn as we work and play. We, because
children with adults work and play in a special setting that is warm
and friendly, where both children and «dulcs assume responsibility for
learning to learn and live together.

This past vear the writer has tried to bring about opportunities
for children to know themselves and other children as people. The most
significant product which came from this effort is the Book About Me,
[t is a collection of drawings and words that have been dictated by each
child about his world and about his feelings. A kinship has been estab-
lished that reaches bevond the c¢lassroom and school, into the home and
will increase {n value with time.

The setting in which the activities take place is a kindergarten
area at El Carmelo Schoeol in Pale Alto, California. The scheool has
multi-ethnic balance as well as a4 mixed socio-economic population.

There are two kinder-teachers, eich legally rvesponsible for one group of

twenty-five children, but who choose to work as a team with both groups.
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As further background, classrooms are frequently observed by
visitors from colleges and universities as well as from other parts
of the world., To minimize verbal explanations about our program and
maximize understanding of what precedes and follows their visit, the

writer provides the observer with a "Welcome Sheet".

WHILE YOU OBSERVE, KEEP IN MIND THOSE THINGS WHICH THE CHILD

VALUES:

. the feeling of being together
laughter

. the jov of pretending

. being listened to

. learning

. celebrating his own growth and skill mastery

. the festive moment

. time of his own

. his own {deas

. help in understanding his peers
adults of integrity

AS THE SCHOOL YEAR PROGRESSES AND THE CHILD'S EXPERTENCES
INCREASE IN VARIETY, NUMBER AND DLPTH, THE CHILDREN SHOULD SHOW
GROWTH. . . INDIVIDUALLY AND AS A GROUP IN THESE AREAS:

. increasing awareness of appropriate school behavior
. habits of attention
. apprec:ation of his own uniquenesses
. motor abilities
language developnent
. auditory discrimination
. visual perception
. sequence of ideas
. understanding processes
. desire to read

PLEASE JOIN US. LOOK AROUND, INTERACT WITH CHILDREN IF YOU WISH,
BUT PLEASE BE SENSITIVE ABOUT INTERRUPTING. WE WOULD PREFER THAT YOU
DO NOT CONVERSE DURING QUR DISCUSSION TIME. WE WILL TRY TO ARRANGE A
TIME FOR CLARLFICATION OR INTERPRETATION BEFORE YOU LEAVE.

110.




Vur program 1s not filled with gadgets and teacher tricks to
entertain children. cChildren and adults wark to match philosaphy with
practice to bring about an experience {or four and {ive vear old chitd-
ven that has HUMAN DORPOSE.  Qur days are [i1led with wany choices,
Aactivitics, discussions, suppory and caring.

Inilaing the Book Ahoat Me was a smally but fwpovtant part of
aue progron, [bowes B begfnnfug of an attoupt to record persoaa!
data, Jnlorontion, vataes omd feelings.  in the Soginning, a hoaol of

i L

forty-cight blank pages sas prepared Dov cach child,  Each page wag

nsmhered for convanience and would later he uned as - tool fer huitd-

fug a nabhle oy contents,  They were introduced o their Hook with A

3¢ moving discussion coveerning iaciviimal wnfquoness and HYookaess.

' . : * . - H IS . . H . ° H
A hook dsoa teach of Blias that comshody wrote Cown, ' osaid Jeany.

e,

daatry satd, Ty b L5 ouaipes-it gots o ovort on it The array

of cowments was recovded wnoa Yovge sticel ol nevsprint. Gt was rheiv

. ; Nt e
Latlcoevitten doyen, e IITLANCe O

their ideas —as obvious as the
enthusiass Cor o each canaent g expressed. Toelr ddeas ycre val nahle,
accepled, appreciatol an! vecorded.  They foltoved the vords on the
chart as we "read™,
On the cover of cach han't the chiild urote thatever September -
squiggle he thougut to he His name and drew a pleture of himself.
This was the Deginuing »f o personalized "orkbook!. It =was decided
that the first page would ave a pictoure ol them in their favorite
"envivronment'.  The adulits who were availahle {or taking dictation had
agreed on basic guidelines for retricvall, This reotrieval on the part

of the adules Hasan foucdistely. " Orlandus aad ['w five 'cause that

O
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old ugly Mrs. Kinks made me flunk kindergarten." His brown eyes
closed when asked if he would like to talk more about his feelings
about being in kindergarten again.

The privacy and caring of that conversation made it possible
for a trusting relationship to flourish., After, he said, "Just write
I am Orlandus, T am five." Encouraged to read the page to one
friend, he did so with authenticity and excitement.

No human being  can teach another 'how to read". He can

only set up conditions which facilitates the avareness

of the relationship between specch and the printed symbols,

No one really knows how the thought processes of a child

permits this te happen, but we know that it does--if not

interferred with so as to confuse the child., The best chance

that the largest number of children will come to read with

cffectiveness and satisfaction is when they are exposed to a

great deal of persoual and peer discussion and comment and

see their oral expression translated into written svmbols

and then translated back into eral expression...whether by

themselves, a peer or an adult,

(Malcolm Douglas, Claremont Reading Conference, 1970)

The Book About ¥Me secemed to be a natural way to expose children
to these important relationships. Without stress or pressure, cach
child develops in his own wav the ability to talk about his own thoughts
and feelings.

Very early in the project, it became apparent that value of this
book was increasing with each page. Parents caugnt the enthusiasm from
their kinders; adults who teook dictation talked about the bcoks; helpers
from the upper grades added still another dimension by asking permission
to read the latest pages. In spite of the stir that this book was caus-
ing, it remained a private possession. During discussion time, children
who wished to have their page shown and read did so. Those who did not

want to sharve had the right te "pass'. During the group discussions,

obscrvations were made about coatent, drawing style, inclusion of detail,
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expanded vocabulary or changes in sentence structure. The level of
avareness of these elements increased and as one might suspect, the
quality of work steadily improved.

In the retrieval process, it is imperative that the adults are
skillful and aware of how the child seems to feel about revealing his
ideas and how new skills can be taught. A list of clarifying questions
was made by teuchers and parents using words that would encourage child-
ren to think about their own feelings and actions rather than probing
inappropriatelyv,

How do vyou fezl about your idea?

[s this something vou like very much?

Can you give me some more examples of that idea?

Are you glad about that?

Have vou felt this way for a long time?

[s there anything that you can do about the way you feel?

Can vou tell me more about your idea?

What are some good things about vour idea?

Are there any bad things about your idea?

Can you think of other ways you could have behaved?

If you really like something or somecne, how do you

show your feelings?

How do you let people know how vou feel?

Every effort was made to minimize the wasteful, waiting-in-line
time. If there happened to be children waiting for words, books were
stacked, The children would be called during outdoor playtime or
worktime,

The date was recorded on each page of work., A variety of ways of
recording were used: a date stamp, full sentence, 'code', etc.

No attempt was made to psychoanalyze the drawings of any child.

Occasionally those children who consistently "passed' would be

asked for feedback, Many of them liked the power of privacy. One girl

sdid that she elt shy about her work,
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The ideas for thc pages came from several sources., Children
generated most of the ideas, Children's books provided several topics.
Teachers, parents and other intercsted people brought suggestions,

There was a "free space" in the books for children to fill as they
wanted to., The unnumbered pages on the left were used for any idea
that was important enough to record. This space was used for poems,
stories, accounts of a family outing, festive moments, samples of ABC
writing, art, math, etc.

Children's expressions in About Me that were included in the past
vear's book were based on some 37 ideas. Tt is important to note that
vhat follows is a Table of Centents rather than a fill-in-the-blanks

exercise.

l. T am .
T am _ vears old,
2, I am _ inches tall.
weigh pounds,

My hand Is this big. (Trace around hand)

+

3. Here I am with my family,
Each one of them is special,

4, Here is my familv's home.
My favorite place in my home is .

5. T go to school now.
The part 1 like *.st about school is .

6. 1f 1 could change something about school, it would be because .
7. Here is a picture of me doing something easy.

8. Here is a picture of me doing something hard.

9, Here are some people T like alot.

10.  Sometimes I feel scared, It usually happens when .

11, Sometimes I feel angry. It usually happens when .

O
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12,

17.

U wish that T had  because .

When 1 grow up I'd like to .

My favorite food is_ . Here is one thing T will not eat.
The thing that I like best about me is .

If T could change something about me, it would be .

The story that [ like best of alt is .

18-22. Five things 1 love,

23,

24,

30.

31.

35.

36.

37.

My mom makes scme special food., 1'l1 tell you how she does it.
I'm curious about .

Happiness is o
If T could make my own birthday cake, it would look like this.
Here is a map of how I get from my house to my school.

The worst dream 1 ever had.

Here T am again, Now 1'm  vears old, have  teeth missing
and weigh .

Here ! am deing something easy. llere T am doing something hard.

I am growing and changing. T notice some things about me that
are different.

Next year [ want to learn
At Spring Break I .

A mom came to tell us about the baby that is growing inside her.

[ have some favorite big people friends. They are. .

When I am a vear older, 1 will be able to

Here are some things I would liked to have shared with the class,
but I could not bring them to school.



Also included in the books were photos of each child, taken
at various tires of the year, a letter to them from their teacher
aud three typevwritten pages of | Rememher, (1 Remember was retrieved
the day before schoul ended.) It was a stveam of consciousness that
was typed as the children talked about the events, feelings and
learnings of the year in the %indergarten.

Along »ith the 3ook About Me, the kinders had an At-llone -Folder
which contaiued many Kinder-Bulletins, bBach Friday a pictorial
re-cap of the weel's avents was sent home. This Kinder-gulletin was
greatly appreciated and scrved to strengthen the children's language
skills and the communication between schon?! and home. Sti{l! another
vetrieval-based project ag an ABC, 123 Book that the children made
as we worked with sound-symhel relarionships.  sach hook was as
differeat as cach child, Pages were filled 2ith carcefully 'rarn
ohjects whoue nanes hegan crith vhatever soumd-symbol the g-oup had
chosen. The objccts —reve labeoled by Lhe same retrieval process,

Paintings and drawings, creative vork of all! winds ofien had
ords that explained or nhanced the art work,  Haoks hy the huadreds

were produced and cniosved Ly

-

Wildren during the schoo! vear, The
hook~making subjects renged from records of scicnce experinenes to how
ta catch toads.

The process vas 1oversed on the last day of school, A soiling

Hhoy chitld handed the writer & carefully wrapped ¢ift. Surprise and
y Y ¥

&

delignt described her fer'ings a5 she lTooked at thic unexpected
treasure. Richard's mother had Heen belping with the retrieval
viviaet e ¢ e T s v Yoy g Lrioht ety b A . el 4 had
projects curing the yvonr o Lo, o hright ragenta papor, Jichard had
dvasn many pictures oF himse' " doing things he 7't gond ahout,
Y i & ¢ ¥
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He expressed lis enthusiasm with the help of his mother.

[ aw Richard Blake.
1 can do lots of things.
I tike my school and my {riends,

Here 15 a picture of my teacher,

She knows [ha speoial--like the rest of the kids.
she nows that §oean do sy cavefullest work.,
Downov she likes me.
Sue knows 1o ke hor,

June 14, 1973

o

EMC 117.

Aruitoxt provided by Eic:



BTBRLIOGRAPHY

Allen, Roach van. Reading Programs: Alternatives for Improvement
Washington D, C. , American Assoc. of El,,Nursery
Fducation 1968

Ashton=Warner, Sylvia, Teacher. New York; Bantam PRooks, 1963

Bugental, James F,1. (ed.) Challenge of Humanistic Psveholopy.,
Yew York: MceCraw 1il1, 1967

Chall, Jeanne S, Learning to Read: The Great Debate, New Yorlk:
] ke —e
MeCraw=tiill, 1967

Delay, Donald and David Yyberg. Learning and Other Theorices.
Paleo Alto: Westinghouse Learning Corp., 1970

Glasser, William. "Aw Approach to the Solution of Reading Diffi-
colties," Thirtv-fourth vearbook, Clarcmont
follese Reading Conference, Malcolm Douplass (ed.)

(reer, Marv and Bonnie Rubenstein, Will the Real Tcacher Please
Stand Up? Pacific Palisades, Calif,, Coodviar, 1972

Janes, Muriel and Dorothy Jongeward, Born To Win, Reading, Mass.,
Addison=tieslev, 1971

Jonrard, Sidnev M, The Trausparent Sclf. New York: Vaa Josdvand, 1964

Lult, Jdoseph, _Of tuman Interaction. Palo Alto: ratjonal Press, 1969

Moustakas, Clark., The Authentic Teacher, Cambridec: Dovlie, 1966

Nvbers, David., Tough and Tender Learning. Palo Alto: Yational Press
1971

Raths, Louis, Sidnew Simon, Merrill Farmin, Values and Teaching.
Columbus, Obieo, Chas., B, Merrill, 1966

hogers, Carl., VPreedom to Learxn. Columbus, Ohio: Chas, B, Marrill
1919

Veber, Fvelvn, The Ninderuarten, Vew York: Teacher's College Press,
19409

O

EMC 118,

Aruitoxt provided by Eic:



E

O

PRESCHOOLERS LEARN COGNITIVE TASKS IN GROUPS

Owen W, Cahoon

Recently therve has been a new emphasis placed on fostering or
accelerating intellectual growth and an interest in including cog-
nitive elements in the curviculum for programs of yvoung children.
Although children’s thinking, perception and other intellectual and
cognitive behaviors have been a topic of investigation by childhood
cducators for many vears, there now scems to be a compulsion to make
preschool programs reflect the present concern with cognitive prowvth,

Survevs of early childhood education during the latter half of
the 1960's and ecarly part of the 1970"s show a considerable increase
in the numbers of preschool programs.  There is sure to be an in-
crease during this decade, Brazziell suggested that it would be
sensible to plan for nearly 2,000,000 children and 70,000 teachers by
1980,  In order to provide meaningful preschool experiences for even
larger numbers of preschoel children, the nature and quality of pre-
schooel education is a question far wore important than cver hefore.,
Programs will have to be functional and utilitarian, for coustant
improvisation and experimentation can lead to publie disenchantment
and professional chaos.

An evaluation of Project Head Start, a federally sponsored
program from the Office of Eronomic Opportunity aimed at helping
ccononically deprived children, supplies evidence that existing pro-
grams for preschool children displav varving emphasis on spontaneous
plav, phvsical activitics, sccialization, and freedom to explore and
nanipulate an "enriched environment.' Lavatelli?, arguing that lead

start programs based upon enrvichnent principles alone are not

114, ’
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acceptal oy notes that " L 0 L the traditional nursery school, even

with enrichment cxperience, by vivtue of {ts unplanned naturve, leaves
too much to chance.'  She is of the opinion that compensatory pro-
grams are needed, the degree and kind of intervention varving con=-
sidevably to meet the special sitantion, Biber? stppested that

th I o dinportant responsibility of

stimulation ol counitive grow

schooling at all stapes,  She roo0 - vl it is foportant to foster

copnitive skills in the "contet 0oty her developmental processes
for which shool s cqually recponaible”

[t has often been stressod that nursery schools should provide
something nore than o play cavironuent awvay from home.,  More
recently, due larpely to the influence of the cognitive theorists,
Plaget and Bruner, the change has exnlicitly been to include elements
wvhicvh are cxoceted to nurture specific cognitive skitls, A»\Im_\"/‘ urged
that preschool teachers should analvze and diagnose copnit {ve
functioning revealed in olav, and in Jight of that analvsis, make
provisions for the children's development both in their play and in
other aspects of the curriculun., Additionallv, Rohlberg emphasizes
the need to recogni, wrquential or developmental learning at the
preschool level:

"What scems required is o uew approach which would take
into account the fact that the preschooler's orientation to
reality {s 2 developoental stape which should be integrated
into later stages of developrnient.,  To put off ‘reality' until
clementary school is only to divorce the c¢hild's preschool

world of the subjeetive from the cltementary school world of
the objective.'?
Althoupgh the need for the inclusion of cognitive elements in

preschool programs has been recognized and materials for "spontaneous'

copnitive growth are certainly present in anv tvpical nurseryv school,

Fory earty ohildbood cducation programs have specific planned cognitive
h & &
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elements in their organized curricula.  Bereitoer and Engelmann® have

identified two possibilities for aeceleration of cognitive develop-

ment: (1) sclecting cxperiences that produce more learning, and

(2) compressing morve experience into the time available. Such

possibilitices 1mply the necessity for selection and exclusion in the

program, tocusing upon academic objectives and relegating all non-
acadenic objects to a secondary position,

As innovative programs and "catch-up" academically-oriented
programs have appeared, nany traditional preschool proups have
attempted to incorporate coanitive clements into their already

functional curriculum, These efforts have not been altogether

successful,  Copnitive materials may be improperly designed or hap-

+ . . oo o
hazardly presented resulting in less than anticipated beneficinl
intellectual growth. A genuine rejection of "stock Piagetian

problems by the children has often been reported. In fact most

schools who presume to provide units in copnition do so in individual

sessiong, nore resembliog psvehological experimentation than
preschool education.  Children are taken from a group setting and

tested, trained and retested individuallv., The experimenter

tvpically seats the child at a table while he manipulates the training

objects and instructs the child te respond verbally to questions.

The c¢hild is o passive obscerver and commenter, One to five training

sessions of anywheve from 15 to 60 minutes lonyg are spread over a

period of a few days. Often the pretest, the training sessions, and

the posttest are identical, all being virtually ne more than
"coaching"” on the task itens.
There is some hazard in depending upon such individual

caperimentation to foster copnitive growth and change. Taking a

O
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child from the "natural" preschool environment to an experience where
e may feel estranged and insccurve often leads to emotional distress.
Most nursery school teachers dread having their students removed for
experimentation since too many oxperimenters "know about' children
but do not "know" them. It would scem that movement from unorganized
free play to somewhat organized cognitive experience could most
usefully be provided in the classroom situation,

The researchers who have used individual cognitive training
settings have lavgely ignored Piugct's7 own advice., t: was concerned
that cognitive growth oceurs not only because of the presence of

physical objects but because of the social structure, Children grow

) . . . )
hest when they do things "in social collaboration, in a group effort,

This leads to a critical frame of mind, where children must
communicate with cach other. This is an essential factor in
intellectual development.  Coeoperation is indeed cooporntion."g

In order to integrate cognitive development into the preschool
setting and practice, a better match between the child's cognitive
crganizatios pattern and the sitwvational setting of the prescheol
st be developed. The question secems urgent:  Why cannot planned
copnitive cxpericnces be administered in "group settings" under
nitural preschool conditions, To attempt an answer a research study
fnvolving cognitive training tasks similar to those found in
experimental studies of cognitive development but designed to be
presented to children in group training scessions was conducted.

The study attempted to determine whether a group training
programn utilizing conservation tasks wag suitable and applicable to
preschool prograns and would evidence increased scores on typical

tests of cognition.
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Thivty-five middle~class nursery school children, ranging in
age from 47 to 63 months, were pretested, trained and posttested on
cognitive tasks of Substance, Class-Inclusion, Seriation, Length,
Number, and Weight. Vour trained testers gave identical pretests and
pusttests but did not participate in the day-to-day classes; both
testers and children were unchanged on the second test.

Atter pretesting, the children, randomly agsigned to gix
trafning groups, underwent a three-week training program directed by
the experimenter. LFach group received training on four assigned
tasks and served as control subjects on two additional tasks for
which training was withheld., There were three sessions of 30 minutes
devoted to training on cach experimental task. Training consisted of
presceating conservation wmaterials which were of a similar type but in
no way identical to the test items, and as usual, asking questions
and discussing the various manipulations of the materials., All were
desipned to use large muscles or a situation where manipulation of
the materials could be done by several persons.

An example of some of the training tasks used In the study
followa:

Ssubstance., Various sized square cloths {napkin, 12 inches

;Qﬁﬂﬁzﬁh}éd linen table cloth, 3 feet square; blue canvas

tarp, 6 feet square; green canvas tarp, 12 fect square) were
usced for teaching Substance.  Bach item was manipulated by
folding sequentially into fourths, eighths, and sixteenths.
testions were asked whether there was still the same amount
of cloth after it had been folded into a different shape.
The children's responses were enceouraged and corrected
during the discussion.  The children participated in folding
and unfolding.

Class-Tnclusion. Various shaped and colored blecks were
the nmaterials used here. Included in the assortment were
four vellow and four blue blocks, trianpular in shape;

four red and tfour preen blocks, square in shape; four
oriange and Four purple blocks of diamond shape; and four
tvo-inch high wooden figures of people, one rved, one green,
one bluce, and one orange.  The children were informed that

O
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there were similarities and differences among the pile of
blocks on the floor., They were encouraged to point out the
similarities and group the blocks accordingly. Each child
was assigned a specific color and asked to remove all the
blocks of his color from the central pile. After sorting
blocks by color, the children were asked to find other
similarities or ways the blocks could be grouped. Through
discussion it was established that the blocks were alike

in colors, shapes, and that all were made of wood. Similar
activities and discussions were conducted dealing with
differences among the blocks,

Seriation. FKach child was given a set of nesting barrels,
the largest being about three inches tall. The teacher
divected the children's manipulations by disassembling his
own set of barrels into seven individual barrels. After

cach child had taken hig barrels apart and rcassembled them,
they were told to stack the barrels beginning with the
largest sized barrel on the bottom and proceeding until all
barrels were stacked. Other manipulations consisted of
placing the barrels end-to-end graduating from smallest to
largest., The barrels were also taken apart and various
manipulations were made using half-barrels. The final
manipulation was to reassemble all barrels inside one another
starting with the smallest in size and continuing until the
barrels were together and in the same condition as when the
task began. All manipulations were accompanied by discussion
and explanation of each ongoing activity.

Length, Fach child was given a four-foot length of string.
The children were informed that the string would be used to
measure various things around the room. A child was chosen
to be measured. Measurements were taken by other children

to see if the child would measure the same length when his
body was in different positions, i.e., sitting, standing,
bending down, and lying flat on the floor. The children were
asked whether they thought the same length of string would

be needed for measurements during all position changes. It
was cxplained that the string followed the lines of the body
ard that the bodv length remained the same throughout all
position changes. Various objects in the room were measured,
such as windows, doors, chairs, table, bulletin board, etc..
Measurements using the strings were taken for width, distance
from the floor, circumference, height, and around the corner
to aid the children's concept of continuous length.

Number. Eioght cupcakes and eight empty juice glasses were
used. A line of masking tape divided a small table into two
equal halves. The cupcakes were placed on one side of the
line and the empty juice glasses were placed in a one-to-one
correspondence across the line from the cupcakes. Manipula-
tions consisted of extending the line of cupcakes while
leaving the juice glasses in position. The children were
asked questions as to whether the number of cupcakes was
still the same as the juice glasses when the cupcakes were

124,
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longer or looked different, Counting was used to establish
that the number remained the same unless some were removed.
Part of the juice glasses were filled and the question was
asked as to whether there were more glasses filled with
Juice or more glasses which were empty. Again counting was
used to establish the correct answer. Otler manipulations
consisted of removing one or two cupcakes and/or juice
glasses and then having the children count the number
remaining to sce whether the number of cupeakes and/or juice
glasses was the same. Discussions and corrections of mis-
conceptions were made for each manipulatien. At the conclu-
sion of the task, the children were given the julce and
cupcakes for a snack.

Weight. A red wooden balance scale was used as the basic
tool. Ttems to be weighed were marbles, wooden blocks, and
metal plates., The teacher explained that a balance scale
could be used to weigh objects to see which of two compared
objects was heavier or which was lighter. As each previously
selected pair of objects were presented, a child was in-
structed to find out whether his answer was right by placing
his objects on the balance scale. After weighing the

objects, the child was directed to change the weight by adding

something or taking sowething away from one side or the other.

Various manipulations were performed accompanied by explana-

tions and discussion about the weight of objects,

As scen in these task examples, some tasks required children
to use whole body activity or cooperatien and working together of
several children in order to accomplish directed manipulations; angd
other tasks required obscrvation and directed participation according
to the cxperimenter's instructions.,

There was evidence from the study that the mechanics of
presenting conventional cognitive materials in ferms which are
palatable additions to the nursery school routine can be mastered.
The training sessions were looked forward to by all of the study
chisdren., Interest and entbusiasm were maintained throughout the
training <essions and there were none of the signs of boredom and
refusals to porticipate often found in individual training sessicons,

Most children experienced at least modest gains in several

areas.  Considering the total test battery in which there was a

possible 90 points, only two children showed lower performance on
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posttest and one child remained constant. The others (32 children)
increased from 25 to 30 points; the highest gained 60 points. Some,
it not all, of such gain could be attributed to the group traininrg
procedures invelved,

More recently Sheftield? partially replicated Cahoon's
study.]o She pretested, trained, and retested 107 children, ranging
in age Trorm 48 monthis to 67 wonths, Her subjects were middle-class
chilidren from eight diflereet nursery scheoel classes. Her results
showed significant gaips in five of the six conservation tasks on
vhich the children were tested: Substance, Class-Inclusion, Length,
Number, and Weight. Results of the Seriation tasks did not reach
significance. She did not find significant task transfer frem tasks
on which children had been trained to others in the test battery,

In order to meet and assist the intellectual nceds of each
child in any type of preschool program, planned cognitive clenrpts
admipistered to groups of childrep in 2 natural setting seems to be
possible, warranted and effective, Cognitive programs which do not
arouse intercest ana show bereficial resuvlts in increased understand-
ing and abilities in cognitive tosk performance have no place in the
preschecol,  On the other hand, the teacher should feel as much at
case in arnd os firmly dedicated to raking a helpful environment
cegnitively as s tvpical for social or educaticnal objectives.,

At the present time the writer is in the process of putting
the cognitive training tasks used in his study along with other cog-
nitive materials into a boeook for usc by preschool educators., The
materials will be designed to be administered to groups of children
and there will be instruments to evaluate the progress of preschool

children,
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i

The evailuation of a rarticular learning seauenceo

often vroduces nystifving and disconcoerting results as
viewed by the teacther and perhaps by the children as
well, Althonuh the teacher has assumed that tho ohil -
ren have loarned very well, there mav oftoen be consid-
crable variabilite in what 1s actually acouired. A
aunber of learnors mav not have attained mastery of the
concents and vrincirles, and numnarous misconceptions
nay be evident,

The extreme Aifficulty and sublety of inculcating

rarticular understandings in learners is often brought
torcofully to thn attention of cvverv teacher who is sin-
corcly o trvinag to surceed in that task. I have often

been shocked and comewhat frustrated aftoer tecaching sonme

tosl Lo have a o

T

ndent come to see mne after the first

cxanination and I missed that item bLecause we said

n
-

In clasas Shat.. ..o,

‘hen, after T have recovered some-
what from the snock, T reele, "John, we didn't nut it
R0 GLRTINE 8 TR GRS % B AU put T alwave wondor afterwards if

the octudent roalle thouarnittt 7 had triclhed inm.

A1) veople have vague, half-formed or false conp-
gortions, an'l o sone of them weoere loarned in school. This

125.
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statae of affairs results from the complex interplay of
factors in the learning Brocess., N course, one of the
nrimarv reasons is o that we must bhring to bear our par-
ticular and uniaue exveriecnces and prior learnings wlhaon
we learn srmathing noew. This 1s a4 prime source for
variance and distortion. Townver, in my opinlton, con-
ceptualization, retention, and transfor could be greatly
itnvroved 1f teachers know more about the nature of
learaing concents and principles and were therebv able
to improve teachiin techniaues.

Plchard Aandezson statas:

The teaching of concepts and principles
ls amonyg the most important activities of the
schools., Yot this is a toric about which

proifalle ltittle s known....

anderson sontinnes:

Aothivd and mor  Imuvortant reason for

the tmnoverishaed state of experimental

snowiel o oapout concept and princinle learn-
oo he lack of A suffi-sjently o renetvat-
SR "als Of ) concorts oand nrinciples
e how von know when 1 rerygon has one.

Certatnle, v F Leaotorn were asked what concopts and
rrincinles are, how o thew o oare learned, and how we would
“row wheon v vorson has one, many and diversn owninions
worntld e Yorthcoming. With such uncertainty and con-
Cusion, woo ocan hardly oxnect chnsistentls offeoctive ro-

salts in o the leoarning of concepts and principles.,

and Princi

1o AT friculey of anderstanding

and toacning concerte o and o sripncrinles s the fact that

Q 129,
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Plansnmelor (p 391 indicates that individuals eften do
not o agrea on the nature of concents, sinoe oach person
forunes on certain attributes of concepts which are dom-
rnoant for o han, o wnile faitling to perceive what g dominant
]
ooy ey,
Flansmneter e, dol) dofines a4 oconcent as follows:
. Soconcort a0 nental construct, or
ibntracbion, Characteriazod b onoochologieas
meaningiuiness, structarse, and transterability
chat enablos an individnal to do the follow-
1y s (1) coanize thinags and events belenging
to the same olass and as diffoerent from things
Al o evend belonding to other classer; (2) cog-
nize obther roalated surerordinate, coordinate,
ind subsrdinate concepts in a heirarchy;
P acauire rrvincinles and salve oroblens in-
volwing the concent; () learn othor concoepts
of the sana AL ealee 1ewel 1 lone timoe.
nogleriann (O Vioandicates that oa ceoncapt 10 "a set
Afocharactoriattaos that s oshared b oall instanaces inoa
vartioeal oy pel Al anle bhe o thesoe instancen. "3
ordn o arye Lot ondoernts but are labels for thenm.
Slaname tor o ) oroaants oont that
C. e attainnont of a conorets concopt
thus reaulras gttt ending to percentible featurns
o7 an abieor and forning a menmorw inage whicoh
venvesents She o object as o oa unioue, lobal
vundle of foatarorn, The attainnent of a con-
Yt conver todne s ot roauirye Laviag a onann
- N . . 1
HEaD SR VS SURNRRA RIS NS VI
ooarnirag consent and rrincisles 15 also complica-
teel e b f sk gt cach iandiwidual macr have nersonal
I AR U IR VR et develnn certain connotatrions for him.
v oy e, T 1Y o varions meaninags related to thao

in nature, function,

and relationships.
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has b

1 ey,

rt "mother” devnending upon

P,

Conwerts vary in o generality

Sihneral concents o Aare

what

and

noro

onr's experience

rreciseness of

varite In o meaning

withowide anrlication, Yot thew are verv noeful when
onc o wishes to inaluade many instances, The voncopt
"metal” o 1s o overw genoral in nature and because of ity

o lications 1 AdAifficult

—

tor

nas o great o utilite.,

-\

learn., Yot con -

Concents, together with the labels wo use for
them, have veomarkable subtletvy and adantability in cur
shinlking vrocessens, I somaotimes scarch for a word
s ch o exuresses oxactlt o the thought 1T wiaslh to convew,
PO oase the torm "bedy of water™ for exancle, this

oo T
i I
V¥ )
Prirley
fyont

tnoliande a o wide range of instances such as occan,
Take, rond, and oo on. Fowever . in apother sitn-
;Lo iaht o owant to o dindicate more precisely that what
rotorrying Lo 1o labte and nob oan ocoan or oa seoa.

e nrocnn o Learntng o
AY LY ot the o wvarious
oo it art i enloar oot "
Tovasrrlros bt vie ontger
thtral bt rihnates which Yoo
tamndt thie concent Lo tho

e hhas oy
ant othors.,

oy o e, natrioent v

coneept

crMaractoeristlos

hoereforeoe,

careful

it 1d

dagroen

iractoriation

roegquires that

wiloh
teaching a
identification

must know to

Aosirad., To illus-

sl as ahape,

“ime could g0 into

Tuun and on on,



according to the level of understanding wanted.

Some attributes of a concept are critical in learn-
inag it, and some are not. 1f we look again at the
Tllunstration above, we find that shape 1¢ probablw
critical tn learntng the concent "apple,” but color is
Lot Gincr arcles come 1novarions colors.

i

Both geoneralization and discrimination must orerate
in the 1rocess of ooncs ptualization. o learn Lthe con-
copt "annle,” the lIeoarner must generalize from the inme-
liitte nxamnle to include other avnples which mav be
different Yn size, coler, or taste. In «ldition, the
individual must also he able to discriminate those char-~
Aavteristics which make something "non~apple” sc that he
can recoanize that bananas, berries, or veas do not fit
that narticular st

A rrinciple shows relationship hotweoen two or mnore

concents and ahrould bhe taneht when the relationship is

T
—

ineortant consideraition rather than the conosant per

S Pxanmples of vrincirles are "hot air rises,” "“power
tends to corruvt " or "adverbs modifv verbus, v Statemuents

<

about ~soncoents which do not indicate a relationship are
not nrincinles. In adlition, vrinciplces cannot he under-

steoad unlaess the concerts involwved are also coanized,

Teaching Deacisions

A number of Accisions must boe made «whien btedaching

concorts oand o sinoie Lo, Firast of all, ~ducators must

O
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deotde what concepts will be learned by the child at anvy

rartivcular level in his development., Should the concept

"weather" or M"metal” be taucght to children of six or
saven’? Poth of theso congepts are general and complica-
Fol, reaairing nach nrioy learning, fn addition, would

the princeinle "hot alr vises” be taught at that level?

Socondle, the teacher must decide upon the level of

contlexitcy to bhoe yeached, Father simple understandings
about weather oan be taunaght to vonng children, but weather

an become o very comy licatesd topic 1F one pursues it,
What degree of comprehension about a tonic is desirable
for a rarticnlar groan of children at a particular age?
Third, ¢h o feachor, and perhaps the lecarners, must
detarmine the lircction and vatteryn of development. Does
Aoy lounment of kEhe topic reonire learwsing principles,

ooy to or Lot Theve does the Adeovelopment of the

-
3

teors Teatdl, and what oardey of Tearning wounld bhe most

rradns e e

Teaching Prooodares

Teaching cononntas and pringsinles involves nroblens
which fnglenann (0 1) has desecribed an follows:

The objeoctive of traching is to somohow

ts by showing i the
nets of sharaed sharacteristics that comprise
Allenna of teaching is

Ehat it 5 impossible to aive him concepts

miwve tho o2 ld concop

RSN SRN EN GRS S R S The

directli-r, noteacher cannot zav, "Here's the
concout,” o and give 1t b0 tho ohiled. At best,

beooan daseribe the concent with words; but

et all ceorconts can Le desoribed wverbalile,

O
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and a verbal description often assumos a very

sonhisticrated knowledge of language which the

child may not have. 3

Sinca teaching concents and principles is a4 complex
task, there arce Your nrocedures which 1 belieove would
helo teachoers porform the task more efficiently. Theso
are:

1. Analvze the material te be learned. Determine

what conocepts and principles are invelved and how thovw

roelate to oach other. During this analysis, teaching

or

Accisions must be made as discusse abovoe, This analysis
stould reveal specifircations for .ecaching and levels of
learning teo be reocuired,

2. Demonstrate or aive the chilildren experiences
with oach concopt or vriancgile.  Critical characteristics

mav be learned by giving a onild exverience with a num-
her o of exanmnles of rhe set having a varietv of non-
rritical attrilbmitces, “he learner then has an opportunitv
to differentiate the critical attributes from the
non-critical anes and make the necassary generalization,
Per o instance, if we take our anple again, the children

woertld bo o able to examine exannles of various size, color,

and Rind 5o that occeontable variations within the seot

[

conld bo noteor
Gecossary differontiations in cogqnizing sot boun-
daries wonld e attained b presenting non-examples where

LT oyl e, I the particular situnation we have been

P at, obtlher frunits weould then beoe presentoed. Yerbal
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indications or labels must bhe uweod to develop
ination and generalicatior., For example, the
sav, "This 13 an anule, This 1s also an arp

b

procedure,

that

WG,

tivew

rarticular

Yothis s onot o an o applol” In this
teacheor 15 exrrossing to the ohild
Flhoago ob et Aarce difYorent in some
certatn conalities bhe which they bhelono

realn of the objects, oven thouah

sarne Craracteristics, are diftfoerent
that thev “to not belong to this

i nrocess, howewver, i1s often

>v¥;
S

thiat

Poeritats thew o are not reoadily olboervable,
cron tdentifiablo,

many attribntes are very

cubtle

comblicated

1n

t.oy b

the
aven
thoy
he same
havin some
in certain
set.
by the

charactoer.

availatl o

discrim-

teacher

le,

thouah

sharoe

st

of

way s

fact

, Or

3.0 Giwe Lthoe learney orrportunities to practice
sl N £yt arvl rriroinles to learn how they fanction,
Ity el pn to acderstand bhetter 30 e coanizes other

Grioont B svbordinate and supernrdinate, For exannle,
An o oarnle b ovart oof g lag Fuown oas oa fruit, and it has
IEREEE RS SR S R A 0 staient rhiscovery amdl exporinentation
L sondert vl i il vhould b cocouraged,
Terbiats oo Lrinisinle A b Yormed usinag concoepto,

il rinoinlos phn b arelied in various sifuations,

IR Trovide ta which o he learners perform to de-
Foermineg 1 conecr e gl orrincinles are undorastoord. The
Joorrner moant e b be tn cbenmonctrate attainnent in o accord-
IR SR S e T ntion vl levels doetermined 1n tae

135,



rreliminary analysis, In our particular example, the
chitd should be able to select all l(\pples from an aggre-
gotion of examples consisting of a number of kinds,
colors, and sizes of apnles, as well as other fruits and
nen=-ruit items,

It the final evaluation task is not aceomnlished by
cvervy ochild, then the teacher can't really know 1f ecach
child bas learned the concept or wnrinciple. ©Often, in
wtnal vractice, the final tawk 1s neglected or 15 not
accomulisned by all of the children. As a result, the

teacher moves Lo another topie, not fullvy comprehending

-+

hat some children have not attained mastoeorv.,

1. anderson, Pichiard . "Learning Principles from Toxt,”
Jonrnal o “1onal Psyvcocholoasr, 1273, 64, 26-30,

2. Flausneinr, Herbert 3. and Richard . Rinple lLearn-

int oand Puman Apilities (3rd edition), Dew York:

Harnery and Dew, 1971,

i Taalenana, “ieqgfried  Conceptual Learning, Belmont,

ctalifornias Toaron, AN ERNIN

lansmeloy, Horpbort 1, "Connitive Onerations in Con-
" rducational Psvchologist, 1371, 2,

s

cant Learning,

1-2.
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Motivation in Childhood Lducation

Elwin C. ¥ielsen

A wide vaviety of types of notivdating systems and ideas are
currently beinyg prowoted in American education.  These range all
the way trom a very objective approach where behaviers are
counted and specific behaviovs reinforeced to very subjective and
feeling-oriented systems based on faith in the inner drive and
the goodness of the child., A model that comes somewhere in be-
tween the extremes and Is perhiaps one that can be accepted by
teachers from a varicty of points of view is the one developed by
Rudolph Dreikurs and hic students based on the psychology of
Alfred Adler.

Adler argues that people are born into the world witn basic
good qualities about ther and that they nceed to be understood and
allowed to develop in such a way that their needs can be ful-
tilled. He describes somo verv bastc needs that all human beings
seen to have.  Other authorities iu the field since then have ex-
panded the list so that we now hrve tairly broad agpreement on a
small List of needs that must be satistfied if the individual is
to achieve a reasonable, prodictive adjustment in bis life. We
nivht sunmarize these Lists by suggesting that thev all comprise
some form of the tollowing needs: physiological needs, needs for
safety, newds for acceptance, need to be egteemed by others and
by oue gell, need to belong te o primary proup, and neceds for

self-actualization and zrowth.



Those familiar with Maslow's writings will recognize the in-
fluence of his thinking in this list. They way also recall that
Maslow amony others miakes o streny point of the fact that these
needs are to some Jegree interdependent and that o person will nod
be likelv to be striving to fultillt a higher order aneed as indi-
cated by those more near the top ot the pyrasdid below antit lower
order needs ave satisticd.  This sageests that chitdren’s interest
in learning and developing their ndnds s ot soing to be very
igh if they're hungry or afraid or feel that they are not cared
about or dJdo not belong. Likewise cihiitdren who do not get aleng
socially are not likely to begin to wish to learn or be notivated
to do so until they bepin to feel sorwe aceeptance, some safely and

some degree of esteen.

/:f__ Growth and Learning
o oselt-actualizing 0 7

Esteenm

b longing
Acceptance and Tove
Sajfety

Physiolegical

ilierarchy ot Weoeds

The Adlervian model thevefore, supsests that it is essential

that every learuer he treated aus a worthwhile, L-vi.&;llil-ii‘xllll.l nember
of socicty with the right to have his opportunit. to tuliill
needs in a reasonable fasnion.  Tedachers wunt pav ot ULou-
tion teo these basic needs and make certain ot ther e Loing
mel with a pavticular youngster before they can really expoct him

to apply himself to academic learning.  Whea hese needs are not

O
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met the youngster becomes frustrated and troubled and develops mis-
taken goals to replace those that he cannot [ulfill satisfactorily.
A cuild who is striving for one of the mistaken goals is a child
whe is in trouble and who is likely to cause trouble for those a-
bout him. Tt is important, therefore, that tcachers understand
basic needs and also be alert to mistaken goals so that when they
see behavior being exhibited which is relevant to one of these mis-—
taken goals they can bLegin to interpret that behavior and help the
child get back on to the right track. The chart which accompanies
this paper summarizes the child's mistaken goals and gives a num-
ber of clues as to how each of these goals along with its accom-
panying troublesome behavior can be eliminated.

This model has been demonstrated very widely across the
nation and has been found most eflective for teachers and for
parents. People who are interested in understanding more thorough=
Iy might read one of the following three books: Rudolph Dreikurs
& Vicki doltz, Children Tiue Challenge; Dreikurs, Gruawald & Pepper,
Maintaining Sanity in the Classroom; Dreikurs, Psychology in the

Classroon.
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THY CULTURALLY UNIQUE

by Opal ¥ DPatrick

I would Like to sharve with you some of wv vicws, feelings and
assumptions in working with Black people specitically and the
culturally unique in seacral,  Inomy Final analysis I oshould like

to project some teaching and curricula implications,

The first and over-viding basic assumption to be made about
Blacks or any other proup is that they are human beings--no mattor
the Tanpuave, ne matter the custom, no matter the dress, no matlor
the haiv style, no matter the skin color, no matter the intelli-
gence quotient, tiwe odecational, cconomical or aspivat ional level,
We ave all humen beings -~- We foel, we react, we love, we taugh,

we ory, wo die ...,

Cherefore, as teachers, cducators, workers and laveaen, woe
must accept Blacks for what they ave -- with all their hunan strensths
and failings like the human strensths and failings of any other
group.  The assuaption must be made that the culturally unique can

succeed and they can have a positive prophesy fultfilloent,

This phenomenon "prophesy fulfillsent™ i< a strange and curi-

ous one, For it dmplics that «hat a ran thinketh so is he or whit

others think of him he way become,  For cxampte, if o teacher owx-
pects a child to succeed, e omost Lilely will. it the teacher ex-
pects the child to tail, be mest likely will, Tt is then important

that we vecognize that this phenomenon 18 at work and use it as a

positive advantage.

o 1.
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Further, we must make the assumptions and recognize that the
culturally unique have their own value systems. We must cease to
inadvertently and irrelevantly attack these value systems--for the
tide has shifted away from the whitewashing of diverse values and
differing cultural patteras., We can sce a new acceptance and ap-
preciation becoming apparent.  The change, however, has not come
without pain--for it has required the conscious re-thinking of old

systems, patterns, roelationships and customs,

We must assume that Blacks as well as other proups have re-
defined themselves and will no tonger accept the old definitions

nor will they accept the definition of others.

Woe must assume that ne matter the difficultics in a land of
said democracy, the culturally unigue can and will stretceh beyond

their set limits and can and will cxplere the far and v horizons,

We as teachers, laymen, workers and cducators must assuse Che
responsibility to help the culturally unique whose agpressive drives
have been stifled, who have had no positive constructive relation-
ships, whose image of thewmselves has been so danapged that they fecel
no pride, and whose hate is 30 deep that the only answer is physical
destruction--they who have lost beliet in human value, in individual
Initiative, in individual achicvement--these who feel alienated,

worthless, and disproved.

We must assume a waim attitude of mutual vespect and cwmpathy.
We must strive to koow how it feels to "walk in their shoes," "to
eat at their table," or "o sing in theiv church.”
o 142,
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We must assume that the Life styles of many ot the culturally
unique have made thew experts in practical expevience and dealings
with social problems.  They have had wany expericnces with our so-
cial institutions which can be used positively, Their strong in-
group feelings and group loyaltics developed as survival techniques
can be yuided into constructive expressions,  Scelf-reliance, autonomy
and independence may have developed carly in a frame work of basic
need,  These too can be wuided into nodes of constructive expression,
We should perceive these groups as being not without experionces or
understandioes, nov deticient in respousibility within the conlines
ot their existence, These attributes can be utilized in the larger
arena,  We must also recognize their adoaptive strenaths as well as
their academic limirations,  As workers and educators it is our task
to bring together the academically talontod {ron the laryger socicty
and the woridly realisticin a daring adventure of putual sharing,

trust and learuing.

We must recognize also that the culturally unigue do not neces-
sarily differ in aptitude and interest,  They '.-‘..i>"unly differ in
their ability to take advantause of the typical American school whose
curriculun is academic, cosnitively oricated and attuncd to the pre-
vailing culturce and whose style and processes are foreign to the
group in question., The culturadly unique may be in elassrooms which
arce ill-suited to their needs, Altbouch in many cascs they may pos-
sess high levels of intellect, they are odved dewn by lack of op-
portunity, years of neglect and indiftfevence and racial as well as

cultural prejudices.



What then arve the curricula and teaching fnplications?  We
must make our teaching and curvicula relevant - Ope ol our most
slaring deficivncios i edueation is e back of contact ol our
teaching and subject matter with the learner.  We hear "School is
phonv--1t has nothing to do with Tife Tike we know it,  The peaple
we read about are all one wav---all cood o atl bad- —and so oare the
things that happen to them,”™  This provailing 1t itude fas beon
attribuated to che culturally unigoe, but s it =o difterent 1rem the

attitudes of the lavseo group?  Tin this century the spotlisht has
very clearly sheen the widospiead Sanbure of cducas ton in oy cueral
ared the curvicula fa particular o Tead anv orcup oo watter the cul -
tural attiliation toward the hohvior our socicty considers desir-

able s (Notwithstanding that cven tiese beliaviors pas beoin goestion,)

Liv this century contorsorars coryicalan reflor ononcics have
done much o ke the process and v crcalun s are more s iend -
Fioant fn ferus o academie subiects ) bhat they bave nor touciied 1 he
coro of the problem making the contenr wove persenally weanindul--

especially for (e culi

Much of the current curricula farla to ke contact with o

learner because ob thee tol o,

Pirat:  Failure to mateh teowSing procoedores to cinttdren's
Learming stvies,  Kesearch shows Ut many wndgime e ups beanrn bt

I situatrzons which are Coperet. Actoacer then should dovelop

techmigques which would Solp thess chiddren Toarn bent

Pl



O

ERIC

Aruitoxt provided by Eic:

Scecond:  The use of materials that is outside or poorly re-
lated to the learner's knowledye of his physical realm of expoerience,
For example teaching that relates to an urban child's ne iehiborhood
or ocity s more velevant than teaching exclusively about suburban

t

Lite and foreign countries but a good tvachor will Doy with the

known and procecd to the unknown.

Third: The use of teaching materials and methods that ie-
nore the leavner's feelings, Student feelings about his eMpertenees
may serve Lo lavelve him vore deeply ioto subjecr content.  For
instance a unit on the policeman may appear relevant o an urban
child because 1t falls within his cxporience.  But it the learner
hias a Fear ot policemen tue selection ot sueh o subioc! oy actuatly
inhibit his learning. T am oot savia, i we shoold ol e
about the policeman, but T am savineg that the child's foars ahonld
be ddentificd and addressed to berore the unit s bocun, fhoe
for tension between the policeman and th’ child or the camaunity
must be dealt with, Contact must be wade with the subject matter
on the human level, A teacher must determine Leavner attitude
about a given subject buefore moving him into o wore analvticel or

cognitive realm,

Fourth:  The use of teaching content that {onores the coneerns
of the learncr, Concerns unaderlic unecasiness:s learners hove about
themsetlves and their relation to the world, Al 1his level a teacher
must deal with fundamental questions tiat peepile frequently ask
thewselves,  "Who am 17" "How do I it into the schoeme of things?"
"Why do I feel the way T Jdo?" "Is there som:thing vrone with me?V

"Does anyene think I'm any good?"



Thus concurvently there must be o connection betwoen kiow-
Ledpe placed bebore the Jearner and his cxperioace and backiground,
We must not ipnore the questron "Wt does 0 have (o do owrth me?™

Kinowledye sarned in any other way wilf matter Titiie to the loarner,

bastly, wo rest o assune that tne cubtur o by conngue cwet be
cducated, Bducation avas snoubd be o deverop chunee in the indi-
vidual whenevery or woerever necossary. It e shiould beoto spoen

divcever tor hiime

doors and vindovs, Tt should hotp foe
soelEosomee of L potont Dol tor doaare . g in Cocbine andd o valaing,
T should help o to cope witin thie Lar a1 soviety amd norwe as

Dridowe boetworn cuttures . 1o shoubd procide 1 teas i Cieaal RN

ence rather chan a boap tate 0 v e at e e

The coswer ds--onvviculuny dovebooore can ol contens Lo oo enan
Froamework wonied can bolsior o oo oo oo oo Lback eniddr.
This ddded content can neip tiere Chaldl o to ov e T paveho-

Tovical et lects of conturios 0 disoriaing 1o,

Cive foltoweny T cor ceomple o Gl o b done at tne o fe-
et ary, second woe oand Uadov raise bewc bs s 8 s Touor Lol
Black mavzlish nhoulad b dncovaorated oot D an mae vy 1o Gl
it foaaibly It Tocal daaleer b ot fedeat by dirrovent Cronn e
Boglisn taughe oo the schooby the oo cheald b taasshit with an

"Fagliah as a second Lansuvss oo b

Avabic or Swahili odein be ofter o

Steer uropean
Languages 10 there s dinterost,
O
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Social sciences courses should possess a Black dimension,

Where the development of the wyestern United States and other arcas

are beiug taught, attention should be siven to the Black ploncers
of the Southyest as well as other aveas, Barly Bluack officials,

explorers and soldicrs should be studicd as well as recent develop-

meuts,  Contrses o Afro-Amcrican histoary siiould b ipteorated dnsa

the history curriculun,

Courses 1n Piteratove should e lede ronding

Y

ture and should tnelods works by and Cdsoas Do

Cuarvicoela in wusic and Mmusic opprociation' Shonld cdvee -

tention to all classes of Alro=Americaa smusic Ioviudin tolk, blues

s,
Jazz, calypso and othiors, Arrican amd Aro-Ale foan Qe el
should Do dncluded in oy danee curvicalun alons with othor torn.

o the arts,

ATt oand crat tocourses shoubd Geguoint ST papils o with o Arvican
and Alro-Amecican art torms aad provie o o G i with the various
"Blaclk Art" movestonts,

Black sowthern coclin, coubd be incladeg in the bhone coonenios

curviculu,

The Black oerita o shoobd Do freated s o dinteval and vala-

able part of one cowman Lecaey and ot as oo bit o Tenotica ta he

used solely tor the coovon boenet it o0 Black pupils,

In order to cabhance the self-concenl, Blacks shoeald be usned

For teaching aids, tutors, para-professionals and studont counsolors
O
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as well as being classroom teachers., From the world ol work Blacks

should be brought in as speakers for assmeblics and career days,

At the university level, colleges should develop courses
whenever applicable,  Related colloges should develop symposiums
and discussion forums for the enlightenment of both faculty and
students. Hajor cftorts should continue to be made toreceruit and

maintain faculty from the culturally unique grvoups,

Finally, we as educatorsg, teachers, layvinen and workers must
help the culturally unique groups to ctlain cquality amd their

rizvhtful places in the nation,

O
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THE CHILDREN'S CENTER

Agnes M. Plenk

Therapeutic nursery schools are few and far between in the
whole world. Though much lip service is given to early childhood
education on Federal and State poverumental levels, not much actual
service is given at this time. Some of the most noted theoreticians
in the field are already doubting the impact of carlyv intervention
(Kagan, Zigler)l before we ever got started. 1t secems to me that we
are again throwing out the baby with the bathwater, Just as we did
thirty vears ago with the total eradication of orphanages. Hopefully,
wo can learn from this eoxperience by setting realistic goals, unencum-
berved by political cupediencies, by permitting experimentation, and

mostly by creating individual programs of significance, rather than

] n

‘cookic cutter" patterned facilities witich must be "computerizable!
and vield measureable results.

One of these programs of significance, at least for some of
the ehildren in the State of Utah, is The Children's Center. The
Children's Center uses activity group therapy2 as its hasic tool of
intervention. The children range in age from eighteen months to five
vears; they are grouped according to chronological and functional age
in groups of nine at all age levels, except the youngest, who meet in
groups of seven or less.

Group treatment for emotionally disturbed children is still
a stepchild in the intervention techniques used with children. The
ore-to-one wedical model, used for the last half-century exclusively,
has in many instances been replaced by another one-to-one intervention

technique, this time based on learning theory. The argument whether

one is better than the other has become pretty academic; some chiidren

149.
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and some behaviors are changed for the better with one method, rather
than anottur. It iy important to respond to the needs of the child,
rather than the training or prejudice of the therapist.

Prior to placement in the group, all families undergo an
assessnent procedure which consists of a one-to-one standardized
session (testing), a developmental history, and a number of group
sessions for the children and for the parents. Rather than come up
with a specific diagnosis, we try to evaluate strengths and weaknesses
and formulate an intervention program to be carried out, either by our
agency, or by others in the community. We arce particularly cognizant
of the difficulty of diagnosis in very voung children and frequently
avoid [t altogether in favor of behavioral deseriptions.

Fach group is in session daily for three hours with the same
two therapists in charse. Two volunteers are also in each group,
serving one session a woek.  The therapists come from all areas of
behavioral and health professions; we have extended the artificial
"holv trinity" team approach to include teachers, speech pathologists,
dence therapists, carly childhood cducators, parents, para-profes-
sionals, high schoolers, prandemothers, big brothers - you name it,

’
\

so fnclude themn,

The program in each group isonly a means to an end - free
play, snack, group activities, storics, and music are the skeletons
on which each therapist hangs his partiecular skill. T use the word
"i, LY - ~ g . - Tryeve Wo or v BRI g 7 11y 3

rangs’ purposely, because sometines highly trained individuals seem
to deny the need for a program, relyving solelv on their therapeutic

Instght.  In activity group therapy, this really does not work. The

propgran is consciously prepared to introduce children to success

150,



experiences, to new vistas, to learning situations not previously
envountered; simultancouslty, these new situations will not only widen
their horizon, provide readiness skills, but equally ifmportant, increasc
the children's self confidence and strengtlien or create motivation for
change. We do not belicve that these goals can be achieved solely by
insight.

Children are referred to us from sociat agencies, physicians,
bishops and ministers, Their problems range from childhood autism to
developmental deviations. We think this is helpful to the children and
the staff. Our real life laboratory material is tremendous. The mute,
withdrawn child observes, lives with, and finallv imitates the acting-
outer, thus changing his behavior and his investment in his symptoma-
tologv, ‘The mardpulating, enotionallv-flat voungster learns to cope
with the child whose lack of iwmpulse control confronts him dailyv. Both
unite in their need for immediate pratification, lack of conformity,
and limit testing, These are our daily challenges, the trial and tri-
bulations of working with one~hundred emotionally-poorly-functioning
children.

We approach the children on the level of their emotional need.
Those who lhave never developed trust, never were truly dependent, need
to be mothered and fathered., How can vou be independent {f vou were
never dependent?  How can vou share if vou never possessed? We start
out in Phase One to provide a rodel to counteract, or make up for,

a sick, immature, overwvhelmed, or non-existing parental figure. Our
goal during this time is to devclop trust, independence, and the begin-
ning of a positive self image. This is done with much giving of oneself,

heing active, involved, and directive.

Q 151,
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I'n Phasce Two, our role chanyes slightly -~ we, as therapists,
become the supporter, the intervenor, the pattern changer. No child
will make changes in his behavior unless he can see the positive
reward this change will pet him. T am not necessarily talking about
reinforcers, though we do use those also. The children verbalize some
of their feelings and learn to use alternate behavior patterns. Some-
times, particulavly bright children seem to start in Phase Two, do a
lot of verbalizing and intellectualizing on an almost adolescent level,
but don't really make changes. Then the task before us is to help
these chitdren act Tike children, not pseudo-adults.

Psvehotic children are kept in reality as much as possible,
are forced to enter into group interaction, and not jermitted to with-
draw inteo theiv own shell. Individual plav sessions arve added to
these children's progranm,

Our goal with ¢11 children is to ready them to enter the
ratnstrean of public oducation and advance within their age frame.

[n addition to activity proup therapy, many children are seen in
individual thervapyv, speech, or tutoring.

Fvery effort is nade to involve the pareuts in the ongoing
behavioral change of their child., Home visits, crisis intervention,
educational wroups, single mothers' zroups, single fathers' groups,
grandpnrents'groupg are sone of the modalities used to meet the need
of the parent on the level he or she can accept. Many of our parents
are so distraunght and preoccupied with their own needs that the child
needs to make appreciable changes before the parents even notice the
positive. Parvent groups are conducted hy counselors, social workers,

psvehologists, or ohild psvehiatrists.  Most of ocur adult work is

152,



here-and-now oriented and based on joint contractual agreemeuts. Tt
often proceeds very slowly and painfully. Generational patterns of
tow self esteem, failure, and loneliness take a long time to crase and
redirect.

The back~up services at the Center are one of its major
strengths,  Continuously ongoing in-service training, weekly consulta-
tion and staff weetings, daily report writing, charting of behavioral
obscrvations, and lots of cross-cormunication keeps all of us informed
and, haepefully, professionally alert.

Most families stav with us for a twelve month period; some
considerably longer. The average stay during the last eight vears of
our operation has heen oleven months,

The non-professional structure of the Agency consfsts of a
valunteer corps of close to one-hundred per week, and an actively
involved community Board of Directors. The former does much of our
pubiic relations, the latter carries the burden of raising those
funds which are neceded above the service contracts, the United Way

., contribution, and the third-party pavments. The headaches of admini-
stering a private social agency in the Seventies in the United States
is another whole presentation; educational perhaps, but quite depressing.

Early in the cxistence of the Center, it became obvious that
there are children who need a total therapeutic environment to make
changes in their behavior pattern. A group home situation was created
for these children. Six children live in our group home from Monday
through Fridav; weekends are spent either with parents or foster

2y

parents. The demands on the Group Home parents are great and constant,

Soma of the children who are able to wmaintain themselves well in day

153,
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treatment, burst out in pathology in the living situation. Almost all
patterns of evervday life are challenges to our children; the depriva-
tions of honme, the scries of foster homes, and most of all, the trau-
matic expericnces with parents are all re-cenacted and need modification.
Conflicts arisc between parents, foster parents, and group home parents,
which work against the child.  Our group home wodel is still in constant
changoe.

We are asked so frequently about our success rate that we have
undertaken a lavge scale follow-up study. ilopefully, it will be in a
reportable form at the time of the Imter-Institutional Seminar,

In addition to service to omeotionally handicapped children,
the Center is available for consultation. We meet regularly with a
large number of Dav Care Center operators and teachers; we conduct work-
shops on assessment, prowsramting, and work with parents. Last, but not
lTeast, we participate actively In the training of students in the beha-
vioral sciences and para-professionals.  During the last year, eighty-
seven graduates and undergraduates participated in our training effort.
Infortunately, we lost our training grant this vear and were unable to
accept stipend students.  The Universitv of Utah came to the rescue,
however, with a great gronp of students through the Student Year in
ACTION . We lope In this wav to continue our input into the academic

comnunitv,
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THE MORAL DEVELOPMENT OF CHILDREN

Gladys €. Weaver

Some very curious and exciting discussions are taking place,

Tt is curious that while some people deplove the breakdown in moral
value, particulariy among vouth, the Supreme Court views cervtain forms
of moral cducation as an infrvingement upon civil liberties. It is
exciting Lo notice success reports when moral education is based upon
stave transition in moral development.,

Kohilhery, Burvtza, and others clarity the definitien of moral edu-
cation.  In the past, moral cducation wvas viewed as indoctrination of
the worst sort. Some views consider relivious cducation to be the
sane as seral education,  Rurits (1972) scees morat oducation as a con-
tinuous process.  Kehibory (1967) views "moral cducation as cowpletely
senarable From retigion fron the point of view of ¢ivil liberties."

Rohlbhers and Tovicl (1472) claim that teachers constantly act as
moral educators fov they tell children what to do, make evaluations
of children's hebavier, and divect chitdren's velations in the class-
room,  When teachers approach moratl education from the developmental
view, children's level of thinking may be raised.

his presentatien exanines Kobilberg's stares and levels of moral
development, At the close of the presentation von are invited to make
compents, rtatse questions of clarification, or scek forther understand-
ing on this toepic.

Fohlbery's theory of meval developuent which emerpged from a study
of Dewer and Plaget, is bricefly presented in table form. At stage zero,
the prenoval stave . the chiltd has no idea of external authority because

cood g what s pleasant o cexeiting and bad is what is painful or
| §
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feavrfut.  The child has no idea of obligation, "should,"™ or “have to"
and is guided only by "can Jo'' and "want to do."

The preconventional Tevel Pinds the child responsive to cultural
rules and labels of good and bad, vight or wrony. The ehild interprets
these labels ju terns of punisheent, rewavd, cexchanpe of favors or in
teras of the physical power of those vho cnunciate the rules and labels.
Theve are two stages at this levels Stage one has the punishment and
obedicnce ovientation in which the child obeys rules to aveid punish-
ment. The ¢hitd talks abeout how anthority figures will react, whether
theve will be punisheent or reward and whoether thore is a sood or bad
Label,

The instramental velativist orientation is staye two in which
the ehiitd conforms to obtain rovavds and talks about the needs and
motives of others and the fdea that one voed tarn deserves another.
Focus is not on loyalty, gratitude, or fustice but on "you scratch my
back, and T'L1 sceratch yours."

At the conventional fovel the child miintains the expectations of
the individual's fanily, sreup, or natien for these are valuable in
their own vipht revavdless of ferediate and obvious consequences.  The
attitude is conformity to personal cwpectations and social order,
lovatty to it, actively mafotaining, supporting, and justifying the
order and identifying with persons or proups invelved in it.

This level is divided into two stapes. Stage three is the good-
bov--nice-sivl ovientation where approval is ecaraced by being ''nice.”

A child at this stare is concerned with what others think.  The child
seans well and talbs about the Veelings of others, what others expect

L] )
and approve, vhat a Meoed”

pervon would dooand the child conforms to

avoid disapproval.  Stape tour has the Taw and orvder ovientation toward
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authority, fixked rules, and the maintenance of the social order,

Here the child views right behavior as doing one's duty, showing rvespect
for anthovity and maintainiog the given social ovder for its own sake,
The chiid conforms to avoid censure,

At the post-conventional level there is a clear effort to define
moral values and principles which have validity and application apart
from the authority of the groups or persons holding these principles
and apart from identitication with these groups. At stage five there
it a social-contract legalistic orientation where moral vatues are de-
tined in terms ot individual rights and standavds apreed upon by the
whole secicty,  The child contforms to maintain respect. At this stage
the child realizes fthat rieht action is a matter of perconal opinion
except where risht has been constitutionally and democratically agreed
upon according to propuer procedures.  The child's thinking emphasizes
the tewsal point of view with the possibility of changing the law for
the benefit ol seociety rather than rigidly maintaining law and order.

At the universal ethical principal stape, right is defined by a
decision of conscience in accovrd with self-chosen ethical principles
of justice, veciprocity and equality of human vights, and rvespect for

the dignity of cach human being. At this stage the individual conforms
to avoid self-condernation.

This theory views the child's growth as stvuctural-developmental.
Both cxperimental and lengitudinal vesecarch demonstrate that each stage
is a reorganization of the previous stage and a transfermation of
theusht and nFL{nn. Fach stage describes how moral judgments ave made
and bow moral valoues are defined.  Turiel (1673) stresses that with
Jevelopzental chanves in the structure er organization of thinking,

the child interprers the content of the social envivonment in new ways.
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Studies of children and adults from a Malaysian aboriginal village,
a Turkish city and villape, and a Mayan Imdian village demonstrate
a universal sequence in the development of hasic moral valtues.

At least three principles have emerged from studies of develop-
ment change.  Fivst, children move throuph stages in a stepwise
sequential fashion, no stage can be skipped. Second, theve is a
natural developmental progression and third, a stage is not learned
but constructed by children themselves.,

Provracs of ciassroon discussions of morval contflict stories
among; children and an cxperimenter, showed that exposure to ideas
at the stage Just above a child's own stage wmay influcuce that
child's moval thinking, cxposure te ideas ol stages turther above
or immediately below the child's stace scewm to have little influence

on the ehild's thinkine.
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REACHING A LEARNING OBJECTIVE IN THE AFFECTIVE DOMAIN

Charles D. plackwell, Jr., and Phyllis R. pPublicover®

Introduction

This papor reports how the authors collaborated in deter-
mining the affective needs of a child, devised learning objec-
tives in the affective domain, and clicited performance from the
child ratil the affective goals were reached.

The project described is typical of the very precise pro-
prams lor exceptional children which are insisted vpon b _he
Department of Special BEducation at Utab State University. Each
traininy arca in the Departaent emphasizes carcful construction
of learning objectives in the cognitive domain.,  Much effort
pocs into helping students in cducational assessment of pupil
needs, chodce of instructional materials, caveful programming,
and evaluation of vesults,  When the child, as in this case, is
severely handicapped by emotional problems, these cfforts are
divected towards affective needs also.

Children and yeuth with serious deficiencies in acadenic
and social behavior present great problems in American schools.,
Utah standards for classrooms {or seriously emotionally dis-
turbed children state that children selected for the programs

must, ameng other ¢riteria, have bchavioral problems which have

(. nglkwwll, first author, is a Craduate Assistant in the
Department ot Special Bducation, Utah State University, pre-
paring Lo teach comotionally disturbed children and youth,

P. Publicover, scoend author, has major rvespoansibility at Utah
State niversity for training teachers of eotionally disturbed
and aociallv natadjusted chiltdren and adolescents,
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existed for some time and must show marked academic lay in some

major curricilunm urva.l Ft is accepted practice to work with

the disturbed child on his acadewmic deficiencies since success

in school is usually accompanied by improved social behaviors.
Svlected Case Study Material

S has just completed grade 7 in a local junior high school.
His elementary school recovds indicate normal learning abili ty,
mindmally successtul acadenic aclifevenent, adequate physical
development, and very poor social relationship skills. e was
not rererrved during his clementary school yearvs for possible
placement in one of the local programs tor seriously disturbed
children,

S owas refevrved for observation and assessment at Lhe very
fivst opportunity by one of hig seventh grade teachers.  The
problem was presented as one of conplete isolation from his
prers, of demature depondeney upon teacher and associate Leacher,
of refusal to participate in many assivnments, and of certain
inappropriate (silly or vasue) reosponses in conversalion,

S Is one of several c¢hildren of parents who completed a
divorce during this past vear. He has moved twice, once out of
the school district, but his nother transported him daily to
the local school durine this perioed.  Thus, § expericenced con-
tinuity ol schoosl cuperience despite discontinuity in his home,

Ouervicw of the Total Procoss
Fooo b ervation and data oollection
a. bl ognarter:s the second author observed § in oan

Pnelich class, tabulated specitic behaviors, and had
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the class answer a question frowm which she constructed

a sociogran,

b, Spring Quarter: the [irst author repeated the above
procedures and added observations on the playground and
in physical vducation classes.

¢ Both quarters:  both authors conferred with teachers
and attended project mectings where 8 was statfed.  The
First author also conferred extensively with a school
coumsclor who had, unboknown to the authors, hegun to
include S ju a few counseling sessions,

S Construction of fearnine objectives

do Alter o study of the Eanlish class, of data about §, and
of the dyweiics represented by the sociowram, the second
Aauthor Irancd learning objectives to be carried out under
the divection of the teacher associate in the Enelish
class durine Wintor grarter. At this time she also sug-
sested cortain leavning esperiences which would promote
the objectives.  These objectives, when accomplished,
woubd pake It necessary for § to interact successfully
with certain pecers. [0 was incensequential which par-
ticular itnstructional waterials would be used and no
craluation of precise counitive growth was built into
the objectives.  They were clearly in the arvea of atti-
tade chane,

The teacher associate did not jmplement this plan and
et shortly thereafter. the first author was then
assioned to the project as a part of a field experience
with cacoptional ohildron,

boo ihe Hivst anthor then rewrote learning objectives so
they could be fuplonented with the cooperation of
teachers in the Boelish class,

the

b Teachine for the ohjectives
The first autior spent approzinately 70 hours with § and/
ar a few of his peers. Activities included

a.individual work with S5 on the SEA Developnental Reading
Provoram.

b.  iwdividaal work with S on reading an adult book.

oo dndividual oand croup work ona mvtholopy notebook,

t

accerding o cach stadent s "o omtvact.”

dooocroup worl cn g sothelose hulletin hoard.
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¢oovroup work onoa special mythology project (8 nu film and
cassette).

S0 Bvaltuation of the project

Since cach objective was reached, ceortain social behaviors
were added temporarily to §'s repertoire. I they eontinue to
be practiced, it can be assumed that these behaviors will be re-
inforced positively and graduatly becore an integral force in
his Ypevsonality.”"  The first author helped S aml his svroup with
A oshort 8 v filer which fllustrates one kind of activity found
to be very uscrul in reaching the objectives. 1t demonstrates
that the choive o aetivity (lows naturally but not inexorably

from a cavefully Trancd objective

Scelected Data ined in Framinge the Learning Objectlives
1. S veading behaviovs as determined by data tabulation

a. He chooses all boeks from an elementary school library
amd roetuses to withdraw any from the junior hivh school
Tibrary,

b fle reads books of 1-50 pawes, in large print, with many
pilctures of voune childroen.

¢ He dees all his veports oratly to the teachers without
sharine these with his classmates.

d. 0 He reads required srade 7 texts casily.
2. 8 behaviors towards peers as detevmined by data tabulation

A, fle interrupts cenversations, then withdraws; he
"hothers' peers when they are busy.,

b, e reads or sazes when group activitics are going on,

Co He seats him

athers,

at the back of the row or away from

do e vodinteers to operate proojectors, tape receorders,
vecord plavers, ctos, thus removine hinseltd from
recnbar classrooas activity,
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(SN

He vejects his classmates' attempts at being friendly by
making obscene gestures and by insulting them verbally.

He tells bizavre lies about his activities outside
schoal,

haviors with adults

He demands help when he both knows the process involved
and has started to demonstrate that he has that know-
toedao by beginning his assivnments,

He enpaves adults in "off task" and bizarre topics,

He follows his teachers around the room while they are
atcempting to help other students individually,

He telephones his teachers at home to ask questions
about henework thet he is capable of doing.

He venerally voes to cach of his classes after school
to say soodbye” Lo his teachers,

Results of sociavran

a.

Pall Quarter - Each pupil was wyiven a printed list of
the nanes of class members and asked to underline three
with whor the pupil would like to work on a literature
project,  They were puaranteced at least one of their
choices. 8§ was one of two children picked by none of
the other 33, S, in turn, picked as two of his choices
pupils who were not available due to counseling or
special reading classes.  Thus, § comerzed as a definite
izolate,

Spring Quarter - Each pupil was given a printed list
ol the natwes of class members and asked to underline
three with whom cach weuld like to work on a mythology
project.  They were guarantecd al lcast one of their
choices.  § was picked this time by one student, who
was also vne of his choices. He was placed in a group
with students whem he chose and who had chosen ecach
other. The student who chose § o this second socio-
«ram was absent on the day that the sociogram was
developed during Fall Quarter. jut this does not
necessarily account for the difference between the two
sociorranas. There was considerable difference in atl
of the students' choices.

Clagsrooey activitios

Whe

wothe fivat anthor started his {field cuperience, the

166



O

ERIC

Aruitoxt provided by Eic:

English class was ready o begin a unit on mythology., The
teachers provided contract sheets which gave pupils a number of
individual and group projects from which to choose.  They en-
couraved the writer Lo develop any project which would enpage S
in healthy interaction with peers.

Learning Objectives Nhich Doeveloped from the Data
1. TFall Quarter

a. S will show pleasure in individual activities related
to reading one Madult! boot,

b, S will show willineness to participate in a project
chosen by his wronp.

oo S wil D divect one activity of his group.

do 8 will share (as leader) oune activity completed by his
creup with his Enulish class.

After the second author spent three class hours with § in

the libravy and corvecting his dailvy assianments, she devised
the followving specitic obhjectives which, if achicved, would
insure reachine the objoectives stated above.

a. S will vread the book Ginver Pre.

b S5 will work with adults in sctting up activities for a
Ginper Pye packet,

¢ S will divect the learning activities {or the packet,
with adult assistance in leadership of his group.

d. 8§ will take a copy of the packet materials to one
vlementary school librarvy which also has the book.

e S will ¢ither hinsel! write or approve for publication
in the school paper an article about the packet,

Since all »f these objectives wore to be tied into proup
Activities, 1t was moces=ary to write proup ohjectives also.

A Fowr pupils wil]l work topether at least four times on
activitios connected with Ginger Pue,
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b The proup will produce materials for a packet which will
make it casy and interesting to use Ginger Pye as a basis
for total class learning,

¢.  The group will show their materials to theivr own class
and to the library staff,

dv Each yoroup member will then serve as a resource person
as other sroups work on literature projects.

Semwe roup Jearning experiences were planned.,  For example,

using a headphone Tistening station and a commercially prepared
cassette synopsis ol Cinger Pyve, the four pupils in S's group
were to

(1) write down ddeas for ¢lass projects about the book,

(2) write down any hard words they heard,
Other planned activities were to make slides of single words on
the vocabulary list they frawmed, make multiple choice trans-
parencics and individual vocabulary lists, make short tapes of
cxeiting passanes or ideas Irem the book.,
2. Spring Quarter

The urceney of S's situation by Spring Quarter led to
rencwed attompts Lo reach the oripinal affective domain ob-
jectives listed above, 1t was agreced that

a. 8 will read a full length book appropriate to his
srade level,

b. S will have at levast three positive experviences inter-
actine with hits peers in class,

Hizhlichts of the Project
After brincing the marvead book to class every day for

nearly vwo veckss, 8 Tially besau to read Brian's Song. This

o hic tivst attospt ot veadins a {fall Tenrth adult book, His

procrvess was slew, but with o vreat deal of encouvavement he was
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linally successtul in completing the book in three wecks.  Fur-
ther efforts in encouraging him to read another book appropriate
to his crade level were unsuccesaful,

The Tirst assizoment wiven to 8's proup was to develop a
mylhology bulletin poard tor the classroom.  The strategy was
to sive 5 oall the information required for completing the assign-
ment and hey in turn, was to pass this along to his group. In
crder to complete the assienment, S was forced to interact with
the other members ot his qroup. Bven with the situation struc-
tured in this way it could not be said that S was a leader in
the “roup but the assizmment was completed on time, which
vesulted in g positive cxpericnce for 8.

The same stratewy was appiicd to the second and wajor
assivnuent of the svadine period.  This project was to make an
8o Ciln aboul a mytholovical character, to write narration,
Lo tape the narration, and to present the {ito to peers.  (This
Pilm will be shown to you here todav also.)  Each day S was
viven all the mtormation roquived 1or completing the next step
of the project. In order to complete cach step of the project
he was forced to interact pusitively with the other members of
his sroup. Only two weeks were alloved for completion of the
project, so success was dependent upon a concentrated group
cfforte At no time did 8§ become a veal leader of the group
but at ne tine did ne Tail to contribute to the sroup cffort.
Pach day wan talen as o4 sepavate step in the project and the
chijective por each day aacluded sone provision which requirved

that 5 interact positively with the other menbers of his sroup.
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The rinal assionment of the arading period was for cach
student to develop a myvthology notebook according to his own
contract as set up with the Eaglish teachers.  With some help
and encourasenent § was the fivst student in the class to com-
plete his notebook. S spent an entive day sharing the informa-
tion and ideas in his notebook with the other members ot the
class and helping them fintsh their own notebooks.
the bonus hoped for since the beginning of the project.

Suamary, Conctusions, and Recormendat ions

A soventh orade bov was encourased Lo trv new ways of
interacting with peers and adults throuwh the work of special
cducat ion personnel.  These activities took place in his repular
Enelish class and were based on the covnitive objectives of the
Pterature progranm. A mumber of affective domain objectives
specific Lo the needs of this one boy were framed to be met in
a period of two months,

The project dewonstrated that it is possible to plan and
crecute procedures which insure chansed social behaviors within
a reeular class franework for a serviously disturbed pre-
adolesceont, At no tine did the authors emphasize cognitive
goals for themsclves as teachers or for the pupil as learner.
Objectives in the atffective domain are essential in the educa-
tional prouram for sevicusiv disturbed children and youth,
Leaving such objectives to chance s indefensible.  The key to
suceess is in

1y cotlectine data on the need gap of the stadent in terms
S opermenal-secial bhohaviors,
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(2Y Traming cach objective tfrom g starting point of the pap
botween wherve he is and what he nust accomplish, and

(3 modifyine, olfminiting or expanding learning experiences
which hielp the stuwdent reach the objeetive,

this particulary project was both aided and Huaited by at
least teo variablos:

(1) 3's teavhers wore invreasingly active in providing
fcdividual ized Instroction cver the school vear tfor all
pupils, and

(O3 the coumselor be g special work with § during the vear,
Thus, no clain can be el that the vicld ovperience project was
the canse of S's move adeguate interactions,

Blucators concerned with the behavioral problems of children
are o ureed o wpecify the attitndinal and valuve chanves needed by
the childrion. Carcful planains for atiect{ve dowain behaviors
should Toad o doproved personal-=ocial behaviors elicited by

the ohibdron Vor o wlo cduacatoras pian,
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Dealin, ot the "0 D't Crve o Do Svinliroe o

Dr, Roaat b o, Pet e

[n this day of innovatison in cducation and teacher trainineg progsrars

ve o tind cducators Govselt included) who e vanmin pelt oot boto deve lop

NeV provrams Lo

Pmeet the neods ot soctety” withoue (F tear) cver really
analvzine what [t 15 we are teaching or why we are teach. oy the thopss that
woe o dos o We should analyee the (s o socicoty oo that we conld deeiop 0
oroavean by cest thesse needs et re we procecd,

(U we think tor a moment about ocioty' s proble oowe van Bdogt oty
such thines as: mental health; cental iilo :;:,; var country e con bpued
pnvedvenent oo farernal alyades o othot counteies; the erodibility of sar
vovernenty oand sceminzly a whole oiddbe=otass population that aesparentlv
doesn't "eive o dann” . They don't o care even whoen tnnor cod o about prabt
that exist, and do Tittle it anvthing 0 trv C corvect those poobilen

In addition, ~ur schools contioue s tarn sat bavae mehers
students who cannot read, write, and corrunicate ciiovtively even thoaeh
they have been in schootls that have cpeant it lhions and Byilions of tedoral
and state dollars to help the overcove theiv educational deticione v,

The purpose ot this paper will he s tvy t 0 explore some ot the
reasons (1) why peopte don't "eive a Jdasa™ and, () why children don't
Tearn to read, and to orftfer shyee sotutions amndl chanee s that need to take
place if those twe problems are cver o Lo corrtoted,

The "1 odon' t o give a dann'’ svndeors
blve a dapn syndr

Recent testinony concerninyg the Wateryate abtain aud current di- -
closures that the United States has been Bonbing in Casb odia provious to
1970 have brought o Light that leaders fn o onr coverncent (in the hochest
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places) have lied, cheated, broken the law and otherwise have stooped to
heretofore nnthinkable and unspeakable Tevels of chicanery. Yot the public
secms apathetic to the whole situation,

T could cite a host of similar examples of deveit but that probably
it necessary, What s dmportant is that the vovernsent™s orticial
position has been to attack the press and corpumication cvete = o being,
Tirvesponsibie™ A Lavee boady of siiddle-class Accrica (who o want to belicve

in the Presidency and in anthoritvy betivved what chey wene told ) amd seidl

,
dos o They believe becanse ot an insidioas thiog that hapooned 0 us in the

Tast twently or twenty=tive years,

What has happencd s that oo have bhecoow o victis or the "comeanication

media” . Since the advent of television (specitivalliy)y, more and more

conmunieation b cose down Lrom the top bty the people at the bott v, This

wnto dtoelt ioonet bad. What is bad {5 that there 1o no o wav o the people
Lo vespoad hack the top throwsh the cedias T P00 me=way Street,
Buetore teloevision the principle source of coennunicat bon v nedapapet:.,
savazines, town seetinvs, and cther people=redated fypes b activities, It

took time Lo et intorsation oul.  People debated,  People talked and
discussed) bat no more.

One could arsue that we have a "representative tors o povernerent”
because we have conuresscwen and senators who are clected by the pe ple.
Some representatives and senators dooa o good Joby but, by and Tarvve they
Pisten to and are contr - 1led by veople in powertful pesitions who vepresent
specitic points of vicw.  They in turn (without necessarily wantiay to)
cid up representing those points of view, which soay o mav not beo the
representative vicws ol the peonte as a wvhole,

It our socicty is zoing to koowp up with chavve and constantly be

{lewible to meet the desands of its new problors and et the ehallemad
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of ity new zoats, thee it aust have a pepulatiom that is able to think tor
itsell, and move important, that the population rust have a way to com-
runicate ebfecetively with those that are in positions of reaponsibility and
trust,

Challenge for the Schools

[t scems Lo owe that probably the most fundamental and basic thing
that we can teach children to do in scehool is s think., AU thin point
some of von o may snicker and say, "Well, dsn't o that what we do?" 1 wonld
have to rveply, "E'mnot so sure.”  Are we really teaching chitdren to
quostion authority? Do teachers have the rivht and the power to provide
that type ol dostvuction? Aven't teachers in tact contrvolted by lay
boared which have been, and arce controlled and sanipulated by the mass
media? o How long would a teacher Tast in a ruval cossmnity jt children or
students from a high school wmodern problensn class sat in on a ¢ty countil
cecting and questioned the tactics or the rationale of the ronbers of the
city council?  Not lowe, ['1D wiager.  Shouldan't tudentts he taueht to
welvht all sides of an issue; to question vven the teacher concerning his
o her own prejudices and paints of view?

['ve questioned many teachers concerning thene provious statements
and they all indicate to sonme devree that they think that they arve teaching
children to think, But arce they veally? Do oteachers themscelves really
aquestion the authority of people who teacth them? My cxpericence is that
they do not. A1 we really do is wive Lip zervice to samething that, in

fact, fundarentally does not happon,

The Inquiry Approach
It appears to awe that there are at least bwo things that have to

change betore we will be able to praduce people who do think about the
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place that they live,

why. Fivst of all, children in the publ

what T loovsely deseribe as the "inquiry

seans that we start

ing children to use hiivher level thought

ntratecies o do problom solviny, T owe

to cilication throughout the whole systen

training teachers to ouse this approach o

to turn cut children who as vouny adolts

base ¢+ din tact)y tind the "truth',

Aunother thiny that we are 2oing to

sedia to the people' s advantane, It

learn to use the media wore cliectively

the povernment, so that «ore peonic can

[ustead o a4 congrussman or a sciator Co

amd sweeting with his old triends Lo oo

Canich

he already has answors to Lhelove
P y

put the convressman or senatar in o a plac

people ask, Let's not let the President

tetevision tise to tell us his =ide o

from the other side of

using the media. Let's trust in the jud

There 1% great concorn on the part

that the averase Arwerican i= a slob and

decisions., 1 believe that the Anerican

can be made responsible

to change our dirvcections and help theo o

that they can make the proper decisions,

woe o are losing it,
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the society they belong Go, vhere it is

appraach',

in the clementary prades (at

I

the story respond

{acain), i¢ we sake an etfroart

and unless we do somethiog taiviy

volng, and

i =school have to be taught, using

Sioply stated this

the Jowest level), teach-

processes and gaestioning
establtish o a problon-soluing approach

and practice 1t s teachevs,

trectively, n oo decade we may start

doattace probdess dro o o logcal

brave toodo et Toarn to ouse the

that we are aoing to have to

so that the peopte can respond o

sarticipate in the respon.e.

wohineton, DL
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comprehensive way Lothink that our whole system of Jite aud revitalization
Is in jeopardy.

Teaching Children to Read, Write and Communicate

As stated previously in the intvoduction T will attempt to point out
one of the veasons, (probably the wost tundamental reasop) why children
have difticulty lcarning to read, write and communicate etfeetively, 1
beliove that almest all of what we might call "kaawwlodee" is in tact
Fanpuage. T belicve that it you understand a "subject™, what you veally
vnderstand is its lanwuage. A discipline is a wav of knowing and vhatever
ix known §s inscparable from the syaboles (mostly words) in which the
knowing 15 codificed.  What is biolowy (tor cmarple) other than words? Ty
all the words that bioloyists use were subtracted trom the lanpuave, there
would be no biology, unless and until new words were invented.™  What (s
any stbject without words to describe it? Lot cach o1 yvou (at this point)
cloxe vour eyes, sit back, and try to think ot any subject without using

words .,

Can you think of anything that dovs not require words or symbols (such as
numbers) to deseribe it?7 0 Maybe you can, but T've never been able to.

Isn't this the same problem then that oxists tor children?  Ts it
possible that the real problem that a child has fros any minority cul ture,
or deprived situation, or just any child that has ditficulty with reading
and compunication, is that he may not really perccive o have the languase
to express himself in his own wmind and in his own thought processes? 1

think so.

/‘k\
N

Weingartnes and Postrman, "Teaching as a Subversive Activity", paye 102

;\)
\
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Fitteon years of cxperience working with sinovity sroups and particutarly
children from other cultures (Spanish-speaking) have reintorced over and
over apain the basic pronciple that a child has (o be abide to spealk the word
and have a visual doage of what that wvorsd cans o his oown sind boetfore he
canoreally Tearn to read ity betoae he can wiate ity and betore he can
corrunicate ftoertentively,

How tureiy tooe s apent (in oa clhasaroon sitonation) vhore children talk,
discusn, discover) develop, and Tearn a vocabulary abont o calject that

they were tryime Lo o =tdy? ow wany U oo docs a0 toadhior wore e th o a vioup

af b bdien oo peearicatly toach the vovads Cod b tor wods)y andd
e o thea Lo calre thedy own cental protures, and oo o place those aental
pictuovres n theiv e ceatal Do line eabianel Yoy tature usel We do oo Tot of

thiie st o thine ia indeveavten, tieat and e b crade, But seoeswhore
P the pricary crades we guit doine st Various reween chostadies show that

about U0 pervent o the Ui that chirldeen e oo cla roo s the teacher is

dovine all the talk to the cradents, there 18 o two-

way corpunication whoeve the students woe tallene back te the teacher. The
teacher fn ettect s oot teally cheeliog Gt imd one o what 1t i that a child
docd or doesn’t know in o tevos o0 verbal svobols,
Erfeetive schools
[ owe want cur schools to by ot toctive they snat e stedent-centered
schools, questivn-contered sohools, and they wust also e Lanpuave-centered
schoots. Every teacher should be g teachery ot Tancuaswe. ‘they should atl
teach the Jamuaee of ~ubject - attor. Thoy owest teach the content, and
the questioning that woes with that content, =0 that childven Jearn ©o learn.
Mosl clementary teachers have heard of the "lanpuare cxperience’

approach to Leaching veading.,  T've abtuays been supriscd that no one has

really identificd the language expericence approach to teaching mathemalics,
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scicnee, social studies, art, music, ad infinitum. My statements are not
meant to imply that there aren’t sowe skills to be fearned alony with
Tanvuage development in order o become a better reader per so. What
T'm Lrying to say is that the use of laupbaze v "lanpuasing' is probably
the most fundamental aspect ot our cducational process and is probably one
At the least wsed in a conscious, speciticd, specific, approach,

L shall not try in this paper to cover all of the tine poionts of
Fanpuage developentn, 1o sure ozt of yvou can look that up in a nunber
ot books. [t you want one refevence that cay help put you on to an approach
as well as wive you tood tor thoupht (in other arcas) T owould sopeest that
vou look at the book, Teaching as o Subversive Activity, by Postom and

L)

Weingartner, pases 106-108,

I[n this paper T have atteaspted to tdentizy two arcas that need ts
be incorporated into cur cducational systes if the syoten is o become
revitalized to sect the future necods cf oar o socieoty. Those aveas arves
(1) ioproved communication vtilizing wn-= —cdia in new ways 4o that
comaunication hecores a two-way street between those poverning and those
being governed; and (2) that children sust be taught (throumshout Lhe
entire cducational svstem) by wav o8 an "inguiry approach’” so that they
learn to think, to ask questions; to look at all «ides of an issue and to
become responsible, responsive citizens.,  To do this, the nass cedia oust
be wanipulated to infors and educate the pubtic to demand and expect that
children will be tausht how to think and ask questions and study all eides
of an issuc in schoeol, in such the sane way that the cedia vas used to
educate the public about the ills of cigarvtte smoring and the rape o0 the
cnvivomsent.  Until the mass redia has been broueht to beac, to change the

thinking of the population as a whole, nothing will lkely happen.

El{lC 179

Aruitoxt provided by Eic:



o

ERIC

Aruitoxt provided by Eic:

T belicve that all children (baring cental detrcioney) can learn Lo

conpunicate and read efteetively if every teacher becones a teacher of

lanyuaye-~i1 in tact, teachers establish a two-way syster of comnunication

with students so that therve is talking dand development ot thoushit, words,

and vocabula.y that become part ot the student's total seatal process,
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PREREQULISITES FOR DEVELOPING CRITLCAL READING SKLLLS

Dr. Deon Stevens

Four diplomats not too well acquatnted with the Enplish lan-
guage were discussing the wife of a colleague.  Said the first,
"It's a pity about her condition. 1 don't know what thev catl i,
but she can't have children.'"  The sceond replicd, "Oh, yes, she's
impregnable.” "Not at all," said the third, "she's inconceivable.”
"Gentlemen,” declared the fourth, "vou are all wrony. Vhat she is
is unbearable."

According to Triggs, the meaning ~vhich is attributed to writ-
ten symbols in any reading situation is not intrinsic within the
passape but is actually supplied by the rveader. My concern today
ts that as we attempt to teach critical reading to our students
we guarantee to our own satisfaction that theyv, the students, are
ready for critical reading, do they have the proper background
experiences requisite for critical rveading?

Heilman relates a story told by Cole (Cole, Louella, The lm-

provement of Reading, New York, Farrar and Rinchart, Inc., 1938)

of a student in a chemistry class who asked his Instructor for help
in understanding the law: "The volume of a gas is Inverscly pro-
portional to i{ts density.'" The instructor tried without success

to cxplain tie concept embodied in the law. VFinally, he asked the
boy to define volume of gas, density, and inversely porportional.
The boy had only one concept for volune--a book; gas what what

is used in a stove; density meanth thickness; he had no concept

to go with inverscly proportional.
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What about word meanings and their velarionshiio with critical
reading? Do words have difterent veaniogs tor difterent people?
Triges toells us readers supply meandiny for the words. Whnt mean-

togs, teeliongs do yvou supply tor the Following vords)

kKitten stender clhieap TR

vision Citt TRTRIEIR duek
Lo s chickion Fiar
Sheep Joor Shoinay Foon

Call a woran o Ritten, but ever o cat.
You can call hev a vone, cogaot calb e g rat,
Call aoworan o cicicien, but gever o Saen

Or vou surebv will not be ber o eadbor again,

You can call her o duck, cannot call her a gouio,
You can call

You can ¢l boer a Tardyy but never a shieep.,
Feonomy lie i

et a deer, bBat never o Loond,
i
sos, but ovon comTtocall her chicup.
You can say she's oovision, cm't ooy she's o osight,
And no woman is skinov, sice io stomler and slivht,
FL st should born von apy say shie sets vou afire,
And vou' 1t alvave be welconwe, voun tricky old liar.
Although students way have worl seaning, iy understand oc
give some definition for individual words, «til1l as teachers we
1 o . N e 1 : . - g - .
can’' toassume class agrecoent tor all words.,  For example
What wmeonings can you get from the tollowing words:
1. The natives arce having the wissionary for dinner.
2. He looked over the old wall,
3. Jim is renting the house.
4o He pulled on ehe dunh waiter.

5.  She looked mean frowm tue window,

6. They coutd not find a nicor boy.

O
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teach ol e

Ao

| IS

b, Jdo

istaken! cad then ot

W et 1.1, W v )
Beliowe that the word i the thing?  Pioyet asks, PAre nanes in tio
subject or the objecty Are they sipns o things?  Have they teen
diccovercd by abwervation or choserns witlenl any ebject ive reason !

Ulhe stary tells of Avgamoand bve dn the Garden ot Bdene "What 's
that 7" asks rnee "That s o hear ' Is the anewers MHow do you bnow 2"
"Poecause 1t Jools Tike o b ar i)

wirbcho word Ds heavier Peatbor or clophoant.,

A mtosionary to Mataya Lad uovn o mareed o bbye The Matay il -
dren, he not Pocd avaided Pobby Tk o playsuwes Alter wopme inveoti-
sation, the nissionary Tearncd that Bobby sowded Bike Labi, which
i Malavy tor "pigs” e word/abioct anseciagtion was too yroat. The
Malay are Hualinm and bave no vepard ot all ton the pive Fobby Lecano
Eobort and the probln ccaead,

As chitdren are toale vitieat roading they aen Lave an ander-
ctanding of the ditterent wav words are ueed,

I have o cartoon strip, Bohe, by doh A Harte ot we Wdesorite
itoto voue  The deader ps stunding Lotorc o pronp of bour persons
and he makes the congont, "Manr i will never master the art of com-
municat ion.™  Foch nember of the craupn Ino tuarn nares the foliowing
comnents: Yabeurd” g Yreidiculoast, Mtoniy-rott ) M awashis The
per=son tallbing to the prony oppcats Lo b pi e Uhdding up fron
thie vroumde M"OlRe whatts thia Ta e corrwnte Avain the reo-
ponses ITron the tour peoplet Mooroand™y ety Mear thdtty ity
In the Pinat froce his conrent as he discards e natervol and walks
away: "The prosecution rests."™  The ability to scloct the appropriate

meaning of a particular vor

for c¢ritical reading.
O
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Whot about figurative lTanguaye?  Picture, if youn will, the

possibiliticos conjured up in the following phrasos:

~ She droned out all the botitlenedk,

~ Another lodian bit the dust.

~ the <hip plews the ocean,

~ doats were dane Dnyoup ansl down o the wans o,

Pood and drink are on the haote.

~ She o two taced.

- Mo brousht down the b,

and what i« the diffeorence Letwoecn a honse Loing burpned ap
or a house being burned deown?

Hetlman presents o passace FibTed with coprensions which probe-
ably will pose no probluns tor vou, but which mvetioy a chitd who
veards stowly ov literally,

Joe, flying down the stairs, rested his ey on the hawi,

Grandfather buried his nosc in o book and acted as if he were

completely in the dark.  Grandmother and Sue put their hoads to-
) . put thie dy hoaas o=

(R

gether and tricd to tigure out whidi way the wind was blowing.

Joo tipped bis hand by cavrying the pune On the spur of e micnent

Grandmother hit the nail on the heads Cool as oo cucunber she

called to Lol "Frocve i vour tracks andd put thot ean badk upstairsl?

Jocts spirits fell as b~ vrondmotherts words 1ocl the wind out of

his saile He 1w off the handle and tofd abont the hawk, "ihat '

a horse of a different colory” said Groandnother, satisticd that she

O
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had dug up the Tacts. "ot the boy alone,” said Groandtathier, "he

will kiep the wolt tren the doors'™ OQutsids Joe thought, "1'd Let-

[E S,

ter make hay while the sun shifnes ' as he divw a bead on the hawk,

Ruth PVlasorned Tists threo conditions which she Feols are nost
nportant for oritival reading: cne, complete understanding of what
fe ready tesy o propensity o b oskeplical, analylival, and inguir-
iy and thveey the applicatizn of critival reading skills which
have beon sper it lcatly o e ced develepeds Cushenbery Lells as
that reading, critival v is o rodlatively siow phrase by plirase,
sontence by sentonce operat Ton gl regaires canctul oattention and

conesrtitation F ot veador.,

With an anderstaadin of v o e pect Por owor o pneanings,

enprossions, tignrative fatcuase, the veador de toady to be skep-
tical, ataivticai, and bouivie Jolecd, if ar etfort has boen
cade o sensibise the reasio Te w1 By g critical o vealor, intoer-
estind dn the way the we o e o b tee Coerey thie autharts
[HOSSAY e

Porliaps the very host srotorent Jdesoriptive o oritisal read-

ing ts tound in Mortioer

"When they

(etudents? are in Toove ol e veading o Tove Terter, tiey 1cad
for all they are worthe by tead corory word thooo way-y ey
read bhetween the Dines and in ol gy dness thoy vensd the whole in

terms of the parts, and cavto rart o tertie of the whinley they grow
sensitive Lo contest awd o b iaity, to dnsinvat ton and dnpdication;
they perocive the coies o worduy the ode of phoa csy the the
woelvht of senl e '

v ey oo tai e thie paunctuatlion inte

acoount. Pen, B0 newer bedoae o atter, they eadl”

O
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AT EP - An Alternative

by Ilone Garcia
Ladd Holt
Don Uhlenberg

General Information

That the traditional approach to teacher education has not
been very helpful in preparing new teachers to cope with the demands
of classroom teaching is a view held by a lacge number of educa-
tors working in the field. Teachers commonly complain that educa-
tion classes, with their emphasis on theory, preseribed learning,
and rigid lecture and textbook methods simply haven't prepared

them to function in the teaching role,

Although late in responding, teacher ecducators in institu-
tions all over the country arc beginning to examine their courses
and programs and instituting a variety of innovations in courses
and programs. OCne such program is the Alternate Teacher Education

Program (ATEP) for elecmentary majors at the University of Utah.

In the spring of 1972, we three, Ladd Holt, lone Garcia, and
Don Uhlenberg, began a series of discussions regarding our dis-
satisfaction with the traditional approach, tried to formulate our
thoughts on what teacher education ought to be like, and explored
alternatives for implementing our ideas. The result was the Al-
ternate Teacher Education Program which we planned to start Fall
quarter 1972. Students were admitted on an interest and first-come
first-serve basis and were required only to have at least 3 quarters
remaining before graduation. The program got under way Fall quarter

o with 42 students enrolled.
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The philosophical base for the program is humanistic in na-
ture and attempts to offer students a variety of altersatives
while at the same time requiring that they take more and more
responsibility fcr their own learning. Much of the theoretical
aspects of the program are drawn {rom the work of Art Combs and
his colleagues at the University of Florida in the area of self-

or perceptual psychology.

Some Basie Assumptions

A. Behavior in general
1. That people behave aeccording to the choices they make
. from among the alternatives they perceive to be
available to them at the instant of behaving.

2.  That behavior is always a result of how a person secs
himself, how he views the situation in which he is
involved, and the interaction between the two.

3. That the fundamcntal motivation for all persons is
the desire for feelings of personal adequacy, self-
actualization, and high self-estecn.

B. Knowledge

1. That the quality of being is more important than the
quality of knowing. Knowledge is a means of educa-~
tion, not its end.

2. That knowledge is a function of one's personal inte-
gration of experience and therefore does not fall
into neatly separate categories or disciplines.

3. That it is possible, even likely, that a person may

learn and possess knowledge of a phenomenon and yet
O
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C.

be unable to display it publicly. Knowledge resides

with the knower, not in its public expression.

L.earning

1.

That learning has two aspects; the acquisition of

new information and the discovery of personal mean-
ing of that information.

That it is more important to learn a few concepts
than many facts.

That learning is more etficient and meaningful if

the learner has a felt nced to know.

That people learn more casily and rapidly if they
help make important decisions about their learning.
That people learn and develop intellectually not only
at their own rate but in their own style.

That verbal abstraction should follow direct experi-
ence with objects and ideas, not precede or substi-
tute for them.

That pressures on students become threats manifesting
themselves iu behaviors such as cheating, avoidance,

fearfulness, and a shutting off of communication.

Teaching and Teacher Education

1.

That no specific method or techunique nor any single
body of knowledge has been shown to be essential for
effective teaching.

That objectivity is not very useful for teaching. Sub-
jective caring, concern and involvement are much more

significant.
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That teachers are more effective if they possess
high levels of self-esteem and are self-actualizing
people.

That learning to teach is more a process of becoming,
than of learning how to do. Students must learn

methods that work best for them.

. Evaluation

1.

4.

J o

Statement of the {fundamental aim of ATEP:

That errors are necessarily a part of the learning
process; thev are to be expected and even desired,
for they contain information essential for further
learning.

That those aspects of a person's learning which can
easily be quantified and carefnlly measured are not
necessarily the mosr important.

Objective measures often may have a negative effect
upon learning.

That learning is best assessed intuitively by direct

observation over long periods of time,

Aims and Objectives of ATEP

To help prospective

teachers learn to use themselves in the most cffective ways in order

to bring about the goals and aims of education.

To achieve this fundamental aim the program seceks to assist

each student to:

Be well informed. The elementary teacher is a generalist

and as such must achieve and maintain a broad, well-
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rounded knowledge of the content areas to be dealt with
In the schocel,

2. Have accurate perceptlons about what people are like.
The student must have a clear and consistent frame of
reference from which to operate in making decisicns re-
garding children and their learning.

3. Acquire and maintain perceptions of himself which lead
to feclings of self-adequacy. He must see himself as
someone who is able, worthy and competent as a person
and as a future teacher.

4. Have accurate perceptions about the purposcs of the na-
tion, the community, the administration, the piarents, the
children and himself as a teacher.

5. Be aware of the various methods of teaching so that he
can discover those which suit his own unique self in the

process of helping children learvn.

Structure ¢f the Program

The program consists of five main parts: Field Requirements,
Seminar, Conference, Substantive Panel, and Individual Study.

1. ¥ield Experience. The student immediately becomes ac-
tively engaged in some aspect of tciaching when he enters
the program. In consultation with his seminar leader,
he selects a level of classroom teaching at which to be-
gin, after considering his previous experience, level of
maturity, and other factors. The levels begin with ob-
servation and tutoring within classrooms and culminate
in student teaching. He is expected to plan field

Q
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experiences in a variety of‘socio~cconomie settings and
grade levels., Students are expected to keep 3 diary or
journal of the problems, successes, insights, and feelings
;xperiunccd in the field.

Semindr. Students are assigned to a seminar group. Mem-
bers of the seminar group, including the faculty seminar
leader, work together for the balance of the time the
sludent remains in the progran.  The seninar provides for
suidance and counseling, and open discussion with fellow
students and scminar leadevs about educational practices
and theories and how these retate to hivvas a person and
a professional. e 0 b alio sevves as a major source
of information abont gt avtivities,

Contercnces.,  dneivi b voaterences with the student's
seminar leader Cake place at the beginning of the quarter
to plan and establish the sindent 's personal program;
during the niddle of the quarter to check his progress;
at the end to evaluate his work; and at any other time
deemed necessary by the studont or his seminar leader,
Through the conferences, an active record is kept of his
activities whiclh represents a continual picture of hin
and bis reactions to his experiences within the program.
Substantive Panel.  The substantive panel is made up of
faculty members of varying specialties, specifically
these 10: Social foundations of education; Psychological
foundations of education: Math; Art; Language arts; Read-

iag; Social Studies; Science; Rescareh, testing, and
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evaluation; and Curriculum. Members of the substantive
panel contribute by assisting in the development of com-
petencies the student 1s expected to demonstrate and to
participate through personal talks, lecturcs, discussions,
tapes, bibliographies, etec.

Individual Studies. Each quarter the student will, with
the help of the seminar leader, plan an individual program
of study to become proficient in the various content
arcas. He is encouraged to utilize a variety of re-
sources to pursue his areas of concern including: work
with the seminar leader and members of the substantive
panel, books, journals, films, tapes, field trips, obser~
vations, interviews, etc. The student is then expected

to demonstrate his proficiencies through production ac-
tivities such as papers, reseavch findings, presentations,
the creation of teaching aids, implementation of teaching

units, etec.

Evaluation

Each quarter the student is evaluated during the individual

conferences held with his seminar Jeader. bata to be used in making

these evaluations is supplied through:

a.

A school experience evaluation form completed by both the

student and his cooperating teacher twice cach quarter.

A personal evaluation submitted cach quarter by each stu-
dent in written form.

A written evaluation form completed by the seminar leader

at the end of each quarter.
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All evaluations are discussed during the finat conference
and filed in the student’™s record for future reference.  Grades are

issuea in the normal way,

First Year bvaluatioo
Lvaloation data is based on feedbiack from »tudonts, Univer-

sity seninar leaders, cooperating teacirers and principals.

strengths of the Progeas
the ficld Cexperitence orrered the pyrceat ot advantage to the

i

participants of this progras,

e filrst gqoarter was the o=t raetrating, and ditficult for
the parvticipants.  Shch of the flrst gaattenr was speut fearning how
to function and survive v an olen atary classroos. Sinee the pro-
pram Ls reality baned It confronted staeuts with real problom-

solving situations fnvolvine teal student,,

The sceoond quartor wis cvoin cere coufoertable tor wost stu-
dents.  Most discoverod ther bad oounaeter ot inadequacies in dis-
cipline and wotivation tecnntgues aod iIn knowledae of subyject mat=
ter.  However, they Jdid pot perceive thece as beitnge Dnsurnountable

3

obstacles.  Fase in relatiog to childron aeguired during the first
quarter allowed thea aow Lo tarn thelr offoris towara working on

their personal dedicicncies,

Through the ricehd vxperience wost students wore exposed to
several or all areas of the school curriculasn.  fovelvement in the
teaching process necessitated explovation fuato the content areas.

Some students were Involved in the provram for thtee vonsecutive
t O



quarters. Each quarter was spent at a different grade level and

at a different school. Therefore the students were exposed to sar-
ious age and grade levels of children, various teachers' tech-
niques, various types of school settinps and various texts and
materials in all the content areas. Involvement with several grade
levels afforded the opportunity for students to decide which grade
they ultimately desired to teach. Previous involvement in class-
rooms also made the student teaching experience less traumatic for
the student. By student teaching time most students had arrived

at an individual teaching style derived from their own philosophy,
the philosophies of other teachers and educational theory, It is
alvays difficult, if not impossible, to practice one's own philo-

sophy of teaching in a student teaching situation.

The extended school involvement allowed students an oppor-
tunity to learn first-hand about the functioning of an elementary
school. Most had frequent interactions with the principal, the
secretary, the custodian and other teachers. Many 2also attended
staff meetings, P.T.A. meetings and some were involved in parenc-
teacher conferences. Through all these experiences they could "try-
on'" the role of teacher. Most arrived at fairly accurate percep-
tions about their purpose as a teacher. Soul-searching and inter-
action with cooperating teachers, their peer group and the seminar
leader helped refine their perceptions in many arcas. Those stu-
dents who did not see themsclves as being able, werthy and competent
as a future teacher left the program and most left the field of
education. Of the twelve who left the program, ten dropped out of

education.
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The close involvementr in the public schools gave aost stu-
dents a feeling of being worthwhite, Thoy carme to realize how
important their presence and services wvere Lo the cooperating
teacher and the children.  lThe students also developed a realistic,
practical frame ol reterence regarding chitdven and thedir learning.
Conceptron of learniog theevies originated through practical basic
experieoces with students in a classrocn set ting., Repeated inter-
actions with a varicty of cooperating tedcher. aided i the 1ebine-
ment ol @ frace of reference abcar ond Dleen o i realitios of

the classrovn situation.

Lhe basic structure ot the MED procs o o s 00 spenaess,
honesty and trest, Sooe stadents bocao oper . ot with each

other, and almost all studeuts develoned an onen o
3 i

ructing rela-
tionship with the university facalty fnvotved fn the sroncamn,. Sone
students, who luod beon topcthior To a0 soninar for thaee guarters,
developed o veal Yoeling of coticeon Yo cach othod s Stadents pave
tonest Fecdback resarding the progvan throo ont the yvear.  Stuodent
representacives sat dnoon all raculty planding sessions and had an
crqual volce in making decizions aboat the prograc. AS o result,
the stuwdents felt o responsibitity for the coodba ity of the
progran. Iadividual confercnces between the studon and seminar
leader were alse vers valuasble.o Thia allowed 0 close relationship
to develep, and individeal questivns ad concerns were handled dar=

ine this tive.

Woaknesses of the Piogran
The sermiuar wias probably tie Toeast bonetfeial cxperience of -

fercd by the program.  Ideally, it stould have boon as benoficial
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as the field experience. lowever, the diversity of individuals
in terms of interests, personality and experience made discussion

of "common problems and topics" difficult.

The substantive panci was never implemented, at least as it
was envicioned at the conception of this program. A few guest
speakers were brought in, but because of scheduling conflicts each
presentation was poorly attended by the stndents. Those students
who did attend, however, lfound that the information received was
beneficial. Next year we will ask that each participant reserve
Thursday morning for the purpose of attending information sessions.
Other staff members have indicated a willingness to work with us on
a quarterly basis. Through this process our studentd will work
with staff members in the areas of Reading, Language-Arts, Science,

Social Studies, and Mathematics.

Some students felt alone during their involvement in the pro-
gram. The seminar met for a two hour period once a week., This was
the only planned opportunity for people to communicate with each
other. Most were in different schools, so they saw ecach other only
during the seminar. Next year we plan on using a "base school" for

each seminar group. Hopefully this will help remedy this situation.

As In every program some students took advantage of the free-
dom in the program. Some students falled to live up to their com-
mittments in the program. A few preferred not teo attead the seminar,
and others did not fulfill their responsibility in filling out re-

quired forms.
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Yinally, we have no hard data to prove that this program
helps individuals bescome "superior' or "better-than-average"
teachers. _That is the major purpose of the pregram and we have no

valid way to assess whether this hes happened.

However, we do have '"feeling information'" about the program,.
We feel.)mry good about the program, as do the students, cooperating
Lad

vcachers and principals. Even though we have no hard data, we feel

the program has been successful and has fulfilled its wmajor purpose.
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ROLES WHICH YOU PERFORM IN GROUPS

Sue Harry

When you are 1 a group--a faculty sweting, a discussion
group, a commitiee meeting--have you ever stopped to think what
roles you generally periorm in these groups? First, are you
usually one of those vio get the meeting underway, suggest ways
of doing thinus, clarify ideas, and summarize the points made?
Or, sccoud, do vou generally agree with others, accept their
suggestions, oncourage them, and occasionally invite thé par-
ticipation of others? Or, thivd, do you dominate the discussion,
cirphasize iasignificant details, or lapse into silence and refuse
to participate?

When you observe vour students in group work or watch them
interacting with cach other, can you pick out the roles they
generatly project in the classroom?

The roles that an individual assumes can be defined by the

functions which he performs or the general nature of his contributions

to the group, These functions are usually grouped into three
categories, namely:
L. Task functions, These pertain dircctly to the task on which
the pgroup is working, and show concern for the group problem,
They involve such roles as being:

The initiator (e.g., helps start the discussion, contributes

new ideas);
The clarifier (e.y., interprets ideas or s gestions, asks

for additional information);
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The summarizer (e.n., pulls togother related ideas, brings
group up~to-date on progress);

The cvaiuator (eoy., assesses progress towards the goaly
ratses questions about the practicability of
the solutions),

2. Maintenance functions, These relate more directly to the

process of keeping the group together, and show concern for other
group members.  Some roles in the maintenance category arer
The gate-keeper (eoy., keeps communication chanaels apen

by invitinu prople to participate);

The supporter (v:“g‘;‘:\ encourages others, displays warmth
and acceptance); N

The harmonizer (e.g., mediates disagreements, relicoves
tensious among group members)

The follower (c.g., goes along with the movemeat of the
sroup, accepts the ideas and suggestions of

othors).

3.0 Solr-oriented functions,  These relate to a person's individual

needs which are not relevant te the group task or to group

maintenance, amd, i persisted in, may desiroy the effectiveness

of the group,  In this category are such roles as:

The dominator (v.u., monopolizes the discussion, attempts

to control the group by slighting the viewpoints
of others, assumes d superior status);

The blocker (e.u., is stubborn and rigid, unrcasonably
disagrees with new ideas, is negative and
critical of group goals),
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The nitpicker (e.g., picks on and overemphasizes insignificant
details, magnifics unessential things);

The withdrawer (e.g., acts bored and indifferent, shows lack
of involvement; is silent and does not
participate),

For a group to function successfully in attaining its goals
over several mectings, both the task and maintenance functions need
to be displayed by the members,  Whenever someone performs a needed
function in the group, he is contributing to the achicvement of the
sroup’s goals; therefore, he is playing a leadership role at that
time,  Leadership, thus, moves from person to person as the group
works on its task. (This is one way of looking at leadership, that
{s, focusing on the functions that must be performed by the members
it the job is to be done successfully,)

Studies indicate that groups which are only task oriented
may be very productive for a while, but cventually fall apart, because
the members' emotional needs have not been met,  Conversely, groups
which focus on maintenance roles may have very good human relations,
but may not last long with no actual task goals to hold them
together, If a group were composed of people who engaged in only
self-oricnted functions, the group would soon break down because
of the arbitrary actions of some of the members.

IT your sclf-analysis indicates that you normally confine
yourself to a fow roles, either task or maintenance, why not widen
vour repertoire by consciously performing new ones at your next
mecting?  Also, provide practice discussion or problem-solving
sessions to your students, with assigned roles at first, so that

they will gradually feel more comfortable engaging in a variety
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of roles which will be useful in the attainment of the group goals.
You will thus be helping vourself and your students to exercise
more leadership roles, to have more effect on the outcomes of the
svoup deliberations, and, in general, to function more offectively

as participants in your groups,
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I TORE THE TAG OFF MY MATTRESS

by James 0. Morton

Several years ago I bought a new king-sized bed. After it
was delivered and installed in the bedroom of my home, 1 noticed
a tag attached to the mattress, The tag described the material
usud in the construction of the mattress and also contained the
following warning: DO NOT REMOVE THIS TAG UNDER PENALTY OF THE
LAW,  The more 1 thought about the removal warning, the more angry
[ became. After all, it was my mattress. I bought and paid for
it, It was in my home - my castle, What right had anyone to say
"don't take this tag off or you'll be arrested?" At that point a
number of questions went through my head: "Why shouldn't I tear
it of£7"  "Who would know?" '"The tag isn't attached to some kind
of self destruct device that would blow up my mattress if torn off,
is it?" VIf T tear it off,will a signal sound in the local F,B.1,

office?"

Finally, aftcer looking under the bed and in the closct 1
closed the drapes and tore that warning tag off, Do you know what
happened next? Nothing! No sirens. No bells. No self destruct

mechanism, No F.B.1,

Since that time, I've often thought of my missing mattress
tag. In a way, I supposc, it makes me a law violator. On the
othiecr hand, I somchow can't help but feel 1've struck a blow for
Jreedom,  And, believe it or not, 1 sleep very well, every night,

without the tag on my mattress,
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So what does this have to do with anything? There are some
rathec interesting comparisons that can be made with some things

going on in education today,

In our socicty there are people who hold the philosophy that
the "law'", whatever it is, must be upheld, Combined with this is
a basic suspicion that people will break the law if they can. This
basic mistrust of the integeity of the individual has resulted in
all kinds of spy tactiecs, illegal entries to gain evidence, wire-
taps, and attacks on the personal rights of the individual, People
who support this point of vicw might be the type who would suspect
that somebody might tear his mattress tag off if he could, The
next step, silly as it scems, might be to have unannounced "no-
knock'" raids or inspections of homes where thiere is a suspicion
that the residents are the kind who might tear off a mattress tag.
Forﬁunntuly, the majority of peaple in our socicty are not ready
to submit to this kind of violation of civil rights, although
recent reports of federal drug raids involving innocent people

suggest we may not be too far away f{rom a crisis in this area,

In cducation, the situation may be similar, 1In recent years,
we have had a nuwber of national curriculum projects which demand
a high level of submissiveness and confermity eon the part of tea-
chers,  Some materials are touted as being "teacher proof' which
roughly translated means "teachers can't louse them up,'  Other
curriculum projects are more subtle in their approach, They
suggest that their materials have been developed by experts and

extensively tested at great cost.  Teachers who use these new
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instructional materials are told to carry out the extensive
instructions with "fidelity", 1In some school districts there
appears to have been suspicion that some teachers might be latent
"tag-tearcr-offers" and so close supervision has been provided,

In these districts a kind of low key no-knock inspection system
operates to force teachers to conform to district policy in iunstruc-
tional methodology. In my judgment there is little difference
between checking on people to be sure they leave the tags on their
mattresses and checking on teachers to be sure they have correctly
organized the regalia and memorized the catechism to go with some
national instructioudal project, In the first instance I sce an
invasion of civil rights, in the second, an invasion of profes-

sional rights,

When 1 decided to tear off my mattress tag I could have taken
more extreme daction, Instead of tearing the tag off, 1T could have
taken an axe and chopped the mattress to pieces. Or, perhaps, set
fire to the mattress and burned down the whele house, If I burned
my housc down, many other problems would have been solved: No more
question about who gets to use the bathroom first; uno more having
to control the sound of sterco; no more deciding which I,V. pro-
gram to watch, There arce people in our society who have figuratively
buruned down the middle class symbols of their lives and gone to
live in a tent. Often this new existence is called freedom, On
ctoser observation, however, it usually appears to be exchanging

onte set of problems for another - one group of controls for another.

In cducation there are individuals who advocate burning down
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the entire institution and starting over. The wajor point of this
philosophy scems to be freedom of choice of the individual., What
this idea scems to ignore is the accumulated knowledge and tech-
nical skill of socicty., Through the centuries we have suffered
much and learned much. This knowledge has value and should be
utilized as a tool for understanding and living in our society
todav. Each of us has the right to be free from invasion of our
civil rights, but the question should also be asked--do we have

a responsibility to the society and institutions which gave us

these rights?

Somewhere between the extremes of checking to see that no
one tears a tag off a mattress or fails to follow tcaching instruc-
tions with "fidelity", and burning down the house and starting
over, there must be a middle ground, 1t secems to me that the
public school as we know it can survive if it can change. But as
an institution, public education has been remarkably resistant to
significant, or at least, sudden change. TFor nearly sixty years
the Progressive Education movement held the center stage in educa-
tional philosophy, Most major institutions of higher education
supported its ideas and graduated thousands of students prepared,
at least to some degree, to follow its tenets. Yet the institu-
tions of public education and the basic curriculum in the schools,
remiined gradually modified but continued to be far less '"'pro-
gressive than some critics of the 1950's and 1960's would have us
beliceve. I attended elementary and secondary schools in the 1930's
and 1940's in what was considered to be a very good school system

and it is very hard to recall any evidence of a '"child centered"
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curriculum anywhere in that school program, Those of you who went
to school during that same period, the so called "far left era of
the Progressive Movement", may alse want to test your memories, I
remembeyr doing assignments teachers told me to do, reading books
teachers told me to read, but T cannot recall one instance of any-
body asking we what I wanted to do or how I felt about it. 1
honestly belicve the reason no one cever asked me is because it
never occurred to them that they should, With all the progressive
ritual being conducted in tcacher-training institutions it appears
the basic message of huwmanizing the school failed to reach the
nerve center of the school, the teacher in the classroom, Cer-
tainly, teachers in the schools heard about progressive education,
Certainly, they took classes, read articles and heard speceches
about the humanistic motives of the progressive movement. But
somchow, the ideas never scemed to be translated inte behavioral
change. The same old mcthods of lecture, read, test, evaluate

continued to be the basic teaching style,

We have recently experienced another major era of attempted
curriculum change, TInstcad of Dewey, Rugg and Kilpatrick the major
forces in this new movement were the U,S, Office of Education, the
Ford and thie Carnegic Foundations, Characteristic of this new
movement in the 1960's was the expenditure of millions of dollars
in an attempt to re-dircct and restructure the curriculum in new

and more cfficient ways,

The result has been a massive attempt to manipulate the

external environment. Upon the scene has come team teaching,
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open space schools, computerized instruction, individualized packaged
instruction, "teacher proof" materials, many forms of educatiovnal
television and a strong attempt to control the curriculum through
various forms of testing, assessment and accountability. Behavioral
objectives have somehow taken the place of "the child” in the center
of curriculum planning. Yet the phenomenum of resistance to change
scems to continue in our public schools. Teachers are finding new
ways to beat the system. Programs, designed to be followed "with
fidelity" are not, Kits and complete "teacher proof' programs are
being ignored. Behavioral objectives are being written, handed in
and ignored. In my opinicen, the attempted force change through the
manipulation of the environment so characteristic of the sixtics

has been a massive failure. We may now be ready for a new curri-

culum emphasis,

Ag a group, teachers have not been mattress tag-tearer-offers,
Many teachers 1 know would probably be scolders of mattress tag
tearer-offers, Somchow to tear the tag off a mattress after some
unknuwn authoerity specifically warned agoainst it would be a horrible
thing to do, This blind unquestioning acceptance of authority may
be the major barrvicr to change in our public schools. Tcﬁchcrs
rarvly scem to ask crucial questions that should be asked about
curriculum change, Probably the mest important question is "low

do you know?"

Whenever an important change is proposed, the teacher, who is
usually central in the change, should begin te ask why. Unfortunately,
there «till appear to be too many teachers who believe that somehow,
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someway, somebody "up there" knows what's going on. The cxperience
of curriculum manipulatiou in the sixties and the paucity of research
cevideuce of improvement should convince cven the most confirmed

"submitter™ that the answers just arcen't there.,

What, then, should we do? It seems to me the answers ave
close at hand. As close as the basic fact that teaching and learniug
take place in the classroom (among other places) and not in the
school district ceutral office or even the U.S, Otfice of Fducation,
Since teachers are the central foree in education it's time they
should begiu to assert their professional independence. Who can
know better what the children in a giveu classroom need? The role
of experts in curriculum development should be to provide many
instructional options to classroom teachers. District central
of fice personnel should be responsible for keeping teachers abreast
of the options., But the classroom teacher should be the individual
who chooses which materials and methods to use, Can you imagine
what might happer if cvery teacher had the freedom to choose his own
instructional materials aud devise his own methods for teaching?
Some would prubably fail. Many would probably continue in the same
old lecture, read, recite, test method, But 1 believe there would
be many teachers who would respond to their new {reedom, By pro-
viding teachers with freedom of choice, we would place the responsi-
bility for teaching and learning where it finally must rest.  Educa-
tional institutions have not been responsive to change, Teachers
have resisted "progressivism' and, more recently, "manipulativism'',

ft's time to get to the place where change must occur, If we sct
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teachers free, the "tag-tearer-offers'" among them could take over

and give us our first radical change in American education,

-~
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THE LITTLE RED HEN
Malcom Allred

Inasmuch as this conference is concerned with children, it
seems appropriaée that we follow the custom lonyg-practiced of read-
ing a story after the lunch peviod., [ have it on good authority
that the shaving of a story quiets the savage natufo of the child-
ren, is scothing to the jangled nerves of the teacher, and fosters
a general atmosphere throughout the school so that the principal
can contemplate the higher duties of his office with the door ¢losed,
his feet upon his desk, and his chin upon his chest. The story that
I would like to read is the story of The Little Red Hen.

Now vou must know, as a word of introductiovn, that this story
was written many, many years dago and that the word red simply de-
scribes the particular fowl who is the main character of the story.
In no was 1{s the term red to fmply that this story supports the
ihtlosovhy of materialism promulgated by Marx. Nor is [t to suupest
that increased cultural ties should be made between this country and
Red China. Nor is it an under-cover attempt to draw attention to
certain minority groups. It has nothing to do with the Waterpate
problems (which seem to he flowing over). Nor is it an effort on
my part to draw attention to myselfl hecause my uvame happens to be
Allred,

With this i1ntroduction, vou may now sit back in vour chair and,
I hope, enjoy the story of The Little Red Hen. ( Read the story of
The Little Red Hen)

And that is the story of The Little Red Hen. '"So what," veu
say, "has the stovy of The Little Red Hen to do with carly childhood

Q

[ERJ!:‘ 210

Aruitoxt provided by Eic:



education or with this confevence?
Abl That is the very csscnce of carly childhood education.

n s

You have missed the sipgnificance and the great truths presented
here.  Perhaps we need to tell the story in a prescat-day setting,
Well, vou see, it is like this., There was this chic who was

a real cool cat.  3he wasnp'

t pigiah about anvthing, hut she could
see that some people were ratting out and that kids were not wetting
the proper cducation diet what with just eating worms and sear{ 1ike
that., One dav she found this erain of an {deac  1r realle sountded
sroovy as she talked te hevself on the way to bher gl So this
chick who was a real cool cat cruiscd arcund trving o ot people
to vap with her,  ™ut everyone was too busy doing his ewn thing and
really wasn't intevested in giving her feedhack,  They all  satd that
thev had heard her tape Befeore and thev weren't hep to her jdea.
By now she could sece that no one was arout to hat the hall with
her.  So she did what anv chick who is a real ccol cat would do--
she planted that srain of an {dea. And voun know what?  That grain
of an idea sprouted and prew and she did all kinds of fun and (roovy
things with it. She even made some whale-i1dea bhread that she fod to
her kids,  And thev orew and stretched and veached up and ont and
down and through until those kids were blowing the top off the d's-
trict cxaminations as well as kicking the von-know-what ont of the
other kids in the school,

[t wasn't lonz until others hepan So netice this ook who was
2 real cool cat and her kids and what they wore Jdeing and these

nther people wanted some of her whole-idea Sread teo. The adein s-

tration heavd about {t at the citv-wide PTA meeting, Hventuvally,
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even the principal heard about it and he said, "T*1 evaluate."

So he evaluated.,  He measuved and rest 3, e {ignred the coef-
ticients of correlation and calcaulared the tandard deviation, e
charted pupil prooress and stacted to wn ioteacher profile (bt
is wife stopped him because she had seen this ohick who was a real
cool cat). He comsutted witho the district supervisor and correspond-
ed it the Ditector of Projeer XYZ in the state department of odi-
cation,  He attowled a national conventfon and read the ERIEC REPORTER.

Wien atl this and more had been finished, he called a tacnlty
meetine to make his coport, His cvaluation was summarized, hoemepen-
fzed and pasteurizody Arter bonrs of talking and proesenting, he con-
cloded his evalnation with these sceven words: MAYT DOES NOT LIVE BY
WREAD ALONE.

ALl the facabty wmewbers, particularly the ones who had been
there many vearvs, aoldded their heads, wisely followed Lhe principal

out of the room, aiv! teit the worhd to darikocss and the chick whose

feathers were nolting,

Well, this chick who was a real cool cat become a Little Red
Hen and dgpent atmost all of her time walking aboat the school vard
incher pleketv-pickety fachion, scratehing cevervwhere for worms,
Althonrh she hated tat, delicions worms, she had learned that they

were an absolate necessity to the health of her ehildren and to her

\
own proafessional survival and persomal welfarve.

U am concerned bhecaunse T see a sareat number of Little Red Hene
who are walx o abont the school vard in their picketyv-pickety
fashions scratching evervwhers or werms to feed to their children,

I wonder what 1t was that chame d the chick who was a rveal cool cat
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just a few vears ago into the Litrle Red Hen T see today and every-
dav? Where is the whole-idea bread she made from the prain of an
idea?  Yes, T am quite aware that man does not live by bread alone,
But T would like to point out that he does not live without bread
cither. It seems to me that early childhood education is a whole-
fdea bread and although it is not the whole life of the child it is
an excellent dict upon which others mav develop emriched exseriences
for bovs and girls. Tt is because I am concerned about chicks who
are real cool cats becoming Little Red Hens who loose their whole-
idea bread that T want to talk with vou today,

This conference will center our attention upon new developments
in early childhood cducation. I would like to focus for a few min-
utes upom some developments whiclhy, T am afraid, tend to vestrict orv
to cirveumscribe the whole-idea hread of carly childhoad edacation,
Some of these developments are of our own making. Some ave the re-
sult of other causes. 1 sce the following developments as threaten-
ing to early childhood education.

FIRST: We have not vet defined the term carly childhood cduca-
tion in language which identifies purpose or goals, This term is
veneric, Yot it is used as a name for such specific and different

programs &s the Infant Education Research Project, varions Montes-

sori proygrams, and Nimnicht'

s program estahblished in Greelev, Colo-
rado, We need to scek seome common yround upon which a concrece,
understandable, operational definition of the term carly childhood
ceducation can he based. This definition sheuld he so structured

that, among other things, {t identifics or suyrests purposes; it

delimits responsibilities; and it encourapes public 18 well as pro-
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money,  Rather, they tend to see what they don't pet.  And they
don't get carvly childhood cducation programs for theic ohildren,
THIRD:  There are some people within the profession who, while
not opposed to the concept of earlv ohildheod cducation, arce opposed
to the growth of carvly childhood eoducation pro rams. For oxample,
there has been a resistance against carly ohildhood education pro-
nrams within the State of Urah by some supevintendents. Their rea-
sonsfnclude, amony, others, the following.,  (a) Youwny, children
should not be taken out of the home.  They need to be with their
mothers, (b)) Tt is the responsibility ot the howe (supported by
the chuvel) to provide for childeven vf pre-schoal age. (¢) Schools
are alreadv handicapped by an foadeguate Financial base and can not
support the provrams now in operation as they should he supported,
To add carly ohildhood cducation proyvams wonld dilate the Timited
resanrces available Jor other prosrams. (dY Teachers are not
trained to provide the kinds of programs needed by ovomne ohildren,
(e) Facilitics are not adequate.  Materialsg of instruction are tao
costlv, () The puhlic wontd not support the prosram in mv school,
Whether anv ope ov any coabinatifon of rhese and other reasens
18 a jnstifiable veasen or safficient cavse is not the point and it
is not our purposc {oodebate the gquestion at this time,  The point
is, one ot the more powerf ] developwments is the srowing resistance
from some school administrators to carle childbone education pro-
srams. The resistance is stremgthencd when these administrators
conviace thefr boavds of edocation to support thedir view., The re-

sistance ia favther strensthened when these sceheol administrators

convinee mombers of the State Tepislature that the Governer's re-



guest for funding of early childhood cducation proprams should not

be approved and should not be supported with enabling loyislation
or with finance bilts,

A wvult has developed and is widening between the protes-
~  als whe are concerned with carly childhood education and the
protessionals who are concerned with the se-called repular elementarvy
schonl pregram, Rearons for the {racture are manv awd change from
school to school and from program to proyram,  However, the resalt
is a prablem of articulation, both for children and tor the profes-
sion,  Proyrams which should support cach other, prosrams which
should complement cach other, programs which should sup lement each
other are growing apart from cach other., Cooperation is being re-
placed by competition, Articulation Is givin wav to separation,

The problems of articulation exist not only hetween prosrams
and amony, professionals in the public gschools.  They alse exist be-
tween collepes or departmerts and among professionals on university
campuses. The significance of this development on campuses of hipher
education should not be dismissed or treated tipghtly. [t is must
sevions, for it is on the universily campus that future teachers
arve trained, educated, and prepaved.

FIFTH: The curriculum of the early childhiood ceducation  pro-
gram {s pecoming ifncreasingly "academic” in desipn and in o purpose,
Obviocusly, vou can see my bias when I single this ont as a problem
in the development of carly childhood education prosvams., And it
is equally obvious that this dovolnpmwny Is open for discussion and
cvajuation., Tt has philosophical implications as well as practical

interpretations. The increased cmphasis on "academics" at the cariy
216
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childbiood level ix hest seen when one examins evaluative criteria
applivd to varly ebildbood cducation programs ov when one reviecws
behavioral objectives of these programs,

The public press has bheen quick to pick up this development and

to feature articles which ave desianed to tell parvents how to Lteach
theiv three-vear-old to cead more rapidly; or their tour-year-old
to cotdiet orivinal rescarchy or their seven-month-old to walk and
gooon an on ad Intinitue, Cuarricalum processes as well as curricu-
lum content have Felt the lastt of persons who belicve that ohildren
can and shonld Tearn their three R's and everstihiing olse as scon
as possible--and the sooner, the hettoer,

Mits bBrines o te v sixth and Fional point tor todav's lesson,

SIXTH:  Eacly chibidbood education is becoming "coumevicialized,”
Thecoroer cializoci o ranses from how-to=-do-it teaching tor pareots
throneh concept tovs and ccueralization sames o special schools
establishod in e private sector, Many of these comnerical schonls
are not havmtoal to oghdren thou b thedic value wmay be guestivned,
However, the orimare purpeose of the catresenenr 8 to vealize a
dollar return on his fvvestaent,  Education of ohildren is onlvy of
gecondary enneern and only dAilter ooney has been cained.  As or this
date, tew states have laws which qoe Jdesipned to protect the ohild
in these gitunations.  Some laws which ave desioned to motect the
child physicallvy deocxist, bot Jaws which would protect him socially,
or vmotiorallvy orv meatally are not on the hooks, o state, to my

knowleds has enacted adegnate Tevislation, and chdldren are in-

creasinecly becoming pawns to the commevcialization ot parcental
concern,  Conrt action to obtain and socure the richts of ¢hildren

R



is slow and costly.,

In summary, the whole-idea bread of carly childhood education
is under attack and is being challenped. Some of these oppositions
are deliberate and are designed to destroy early childhood cducation
programs., Others are the result of misinformation, lack of intorma-
tion, or simply growing pains of the early chitdhood education
movement, I have attempted to identify six of these developments
which, to me, ave significant aud deserve our serious attention,
These six arc:

(1) Develop a working definition and concept of carty childhood
education

(2) Provide early childhood education programs for all children
who need or want them

{3) Gain the support of educational leaders tor carly childhood
education

(4) Eliminate the problems of articulation between early child-
hood and other phascs of the school and community programs

{5) Evaluate and correct tie misdirccted curriculum now being
developed for ecarly childhood cducation

(6) Rescue early childhood education from commevicializalion,

I am surce that there arce at least ten times six that conld be
identified, some of which may be more significant than these. 1 do
not intend to end my remarks on & negative note, nor do 1 wish to
imply that theve is no future for early childhood education. Just
the opposite is true! The future for carly childhood education is
better now than it has ever heen.

I sincerely believe, that if we addvess ourselves, cur efforts,
and our resonrces to these siv; and vesolve the issues and problems
that they raise our discussion of new developments in carly child-

hood education at the Snowbird Conference of 1984 will not read
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like Orwell's book, but will identify such developments as! {(a) in-
creased public support for expanded carly childhood education pro-
grams fov all children; (b) individualization of learning opportun-
ities; (c¢) articulation of educatidnal expericnces from ecarly
/

age to a very old ape; (d) professionally competent people to pro-
vide necessary and desirvable services; and (¢) professional leader-
ship for community-wide programs.

The better we do our homework now, the brighter hecomes the
future for early childhood education.

May I close with the words ot Brutus from JULIUS CAESAR:

There is a tide in the affairs of men

Which taken at the flood leads on to fortunc;

Omitted, all the vovage of their life

Is bound in shallows and in miserics.

On such a full sca are we now afloat,

And we must take the current when it serves,

Or lose our ventures.

(Aet IV, iii, 220.)
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TEACHER ATTITUBES TOWARD MINORITY
DISADVANTAGED CHILDREN

John . Ulibarrd

The Supreme Court in Brown v. Board of Education of Topeka in
1954 (347 U. 5. 483) reversed Plessy ve Ferpuson 1896 (163 U. S, 537)
with its “separate but equal” doctrine, holding Lhat segregation in
public education was a denial of equal protection under the fourteenth
amendment.  Ten years later the Congress of the United States passed
the Civil Rights Act of 1964, Both actions were an attempt to elimi-
nate the practice of separation of peoples in the United States.,
However, literature pevtaining to the education of wminority disadvan-
taged children and the atlitudes of school personncel toward these
children, since 1964, indicates that they are still separated
attitudinally,

lt is impossible to speak of the attitudes of schoel personnel
in hard, fast terms, since what school people think about race is sub-
Jeet to wide varfations.  Although attitudes have not been uniform, it
Is safe to say that on the whole, school personnel have not faced
squarely the moral {ssue of racial attitudes existing within the
American cducational system.  Even though anthropologists and psycho-
logists, through research, have proven that race is not a significant
Fiactor in determining an individual's capacity to learn, middle-class
Arerica has stercotvped minorities as though race was in fact signifi-

1

cant in a system whose ends and values are self-fulfilling.

School personnel are largely membors of the middle class In

crientation and often hold the same stereotypes as the lay publie.

O
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The valtues and perceptions of teachers impede effective communica-

2

tions hetween themselves and their minority puplils. Passow feels
i

that there is conclusive evidence that a teacher's social origin
3
affects his attitudes. Their future oriented value svstem, work
4
ethic, and competition tend to alienate them from minority students.,

Teachers, upon cucountering disadvantaged students whose values
5
re different, still measurce progress on a middle-class seale.
ine tragedy of cducation is that few educators recopnize cultural
diversity in theiv celassrooms.  Often, tcachers veact negatively
toward minority children because theyv are perceived as different
6
from acceptable middle~-class behavior,
Teachers specifically arcue that the culturally different is
inferior, which automatically tends to place that child outside the
7
accepted moral order and framework of the Angleo American socioty.
This is done by attributing to the minority student characteristics
which are unacceptable to the mores of the middle ¢lass.  Teacliers
8
regard their minority students as intellectually limited, having
Y
poor stwdy habits, poerly motivated, with discipiine problems and
10
parents who are not councerned with the education of their children.
tn addition, in teacting disadvantage:d children, many teachers
hive reduced their expectations and, conscaquentiy, their academic
standavd.  Condescending attitudes of teachers hnrt children, despite
the content of the lesson, the topie of discussion, or any other
1]
structured teaeching method,
A study that dvamatically desonstrates the ef fect of teacher

attitudes on pupil performance was conductod by Rosenthal and Jacob-

son,  The study dealt with students in pgrades from one through six
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in a school that served a minority lower socio-economic coumunity
on the West Coast. Every child was given an intelligence test, a
test described by the authors as one that would predict intellectual
Dlooming.  About 20 percent of the students were picked at random,
Their teachers were toeld that those students tested high as potential
spurters. The only ditftference between classmites was in the mind of

their teachers., 1

1 total, the experimental group gained four more
points in I, o Teachers described the blooming children as more
interesting, curions, happicr and better adjusted,  Other children
catned in 1o o, but were reacted to negatively by their teachers.
hev were wvivwed as less interesting, less well-adjusted, and less
At fect ionate.

This cxperiment supvested that teacher expectation plays a
biy part in the students' sense of worthiness and his desire to
succeed. The authors refer to posilive teacher expectations as the
Pvemil ion theory; that is, students thought to have promise benefit
12

from the preconcelved notions of their teachers, effecting what
3

[o—y

Rosenthal calls the "self-fulfilling prophecy.' "In other words,

his shorteomings may originate not in his different ethnic, cultural
aml cconomic background, but in his teachers' response to that
14
backoronnd. " Logically speaking, thea, if the c¢hild does poorly
in uschool, porhaps it is because that is what is expected of him.
Teachers arce not alone in their low expectations of minority

students.  Clark found that .. .the most outstanding point of agree-

ment among counselors was that the CD [Culturally deprived] student
15

Lacked motivation,” bnoan fnvestivation conducted by the Fair

Prployvment Practices Ageoney of the Oakland School District, the
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investigator placed before a counselor a booklet entitled Success
Story.  The investipator asked if such a hooklet would be of any
assistance to the counselor, with the folloving resultys:

The counselor turned the papges himself and seceing a
photopraph of a Negro exccoutive with the title of "Asst.
Chief, Advance Projects,' stated:  "Wo have no Neproes
e this school who could ever do this job.,” fe then
tooked at the picture of a group of pharmacists, one of
whom was o Negro, and stated that:  "We have no Neero
students who could quatify for this type of pesition.'
Also pictured was a Negro girvl operating a tabulator;
he stated:  "We probably bave a givl or two who might
be able to do this job.'" A picture of a salesman for
an oil company was shown in the pamphlet; the counsetor
felt they had no Heproes in that school who could ever
nold that position.  Subsequently, he eliminated ongi-

neering, store managers, tool designers, accountants,
doctors and Tawyers as occupations requitving skills
which none of the Negro students in his school could
acquire. 6

Administraters alse belicve thiem to be inferior and conclude
that the Mexican-American chiltdren see thomselves that wrn_\;".17
Sometimes the only reason viven for the poor performmcee of the
disadvantaged cbild is simply that the ¢child Is a member of a

. 1/
diswlvantaged eroup,

"The paternalistic attitndes of administrators, teachers, and
counscelors can bt add inault to the deep injury suffered through
the centurics.'S Minovity disadvantaped chitdren learn all too
quickly of their inferior status to which thev are classified by
socicty and their teachers, when theyv see that they are almost always
treated nepativels and kept apart from their Angleo peers.  They react
with feelings of inferiovity, huniliation, and question their own
personal werth.,  Stacker writes that o Mexican-Aperican child s
taught by the school that his ealture is no pood and therefore assumes

19

. ey . . RS IR
that he is no good, s too readily accepted notion of a child's
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’
nepative self-concept has the eftfect of protecting . ..educators from
in-depth examinazion of other problems relative to the surccess and
failure of Mexican American students in the 'Avglo’ school."l7
Middle-class white prospective teachers have been found to

share and varey into the classroom the negative racial attitudes of

. - 200, : . . .
their communiticos. Presently bedng trained in teacher education
Institutions is n large cvop of future teachers whose attitudes
and beliefs about the ghetto children they will teach vemiins hidden
and unchallenged.  Pre-service teachers subscribe to much of the
degrading mythology about minovitics and accept them as somchow
C e . 21,
inferior and socially bavkward.~ Unprepared to mect the problems

that exisy in these schools, new graduates often view their new

teaching positions "with distaste and reject as unworthy of their
!

~
n2 I8

efforts the verv children who most need to learn.

Negative attitudes also lead to o very serious problem in
depressed Tnnercity gchool areas.  Two resnlts are exceptienally high
teacher turnover  and many competent teachers refusing to work in
the iunercity, A more serious problem is that of competent teachers
requesting tronsfors out ot those schools.”  The problem is rooted
in the orientation of middle-class school personnel as they expect
the culturally ditfervent child ro become middle-class Anglo American,
‘in order to acquire egqual status, rather than changing the school to
meet the coducation and cultural necds of the e¢bild. Accoerding to
Glasoon,

WVhen middle-class teachers ave unsuccessful in attempting

(o change the culturaltw different students is this manner,

thev Ioevitably formitate the opinieon that the attempts are

e tons and, thas, thev also become unsatisf{ied with their
wort, The more Talien” the teachers are to these students,

R IR
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student body becomes more non-white and more disadvantaged.

disadvantaged children is confi.med by Coleman

the list of teacher complaints repgarding their minority students.

which would reflect stabiltity and other positive qurlities.

the quicker they lose faith in such attempts, the quicker
they becowe biased in their relations with the culturally
different students and the faster they become dissatisfied
with their work.’

Receut stwdics indicate that teachers manifest an unwillingness

to teach disadvantaged students.  In a survey conducted by Wynn, in
an answer regarding the prefervence to teach groups of one composi-
tion, "...34 perceat of the white teachers preferred teaching white
students wniy."“)'3 Wiles' study indicated that only five percent

of the teachers questioned wanted to teach where students were
predominately or all non-white. He also revealed that attitudes

about students become less favorable as the composition of the

24

The conclusion that teachers prefer net to teach minority

25 and Goldberg, who

wrote the following regarding prospective teachers:

[n 1967 better than a third of the new teachers appointed
to Manhattan Schools declined the appointment.  Altbs -gh
they had preparcd te teach, they appareantly preferred
alrost any other kind of urny1(>}wnL41L or none at all Lo
teaching in a o tum school, 20

Groff cstabltishied that tue high turnover of teachers of culturally

deprived children was because of peculiaritics {n the personalities
.
of the culturalty dcprlvvd.“7 Clark's study adds "poor heredity,"

"poor howe background,” "culture deprivation,” and "lew 1. Q." to

28

Gottlich adds evidence when he found that white teachers perceived

their Nerro students as Mtalkacive,” "lazy,” "fur loving," "high

strung,” and "rebellicus.”  Teachers tended to avoid those adjectives

10

Fozol's reactions are much otronger when he emphasized the degree
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of hostility and bigoted attitudes of teachers and other school
o) . . . . .
personnel .~ His conclusions that inner city teachers are preju-
: . 25 . . ;
diced was also presented by Coleman®? and the National Advisory
30

Commigsion on Civil Disorders. Disadvantaged students also

t

cowelicit from many of their teachers scorn, resentment, antago-
ni s ..”vﬁl and the fear of being physically harmed or tln‘oatencd.32

Teachers carvy many of these attitudes over to the students'
camulative records by writing more negative than positive remarks,
despite the pupil's intelligence or academic ;urhivvomont.33

Often teavhers perceive theaselves as being in school to control
theilr students, not to teach them.  Rajpal found that teachers con-
sidered behaviors more serious when they represented hoys of minority
statns. % Teachers feel that behavioral standards are to he main-
tained in atl scheols, but they ave particularly vital in a school
wvhere the largest percentage of studonts are st;ro.(’ With such
decp-seated negative attitudes toward minority disadvantaged children,
one cannot expect Mooopositive products of an educational experience
in which teachers perceive their students ds onemies.' 32

danv teachers assinned to schools with large percentages of
minerity stadents have Tittle or no understanding, knowledge, or
training in workiog with disadvantaged children, and often inexper-
fenced teachers are given what should be considered the most impor-
tant teaching assipnments. 36
Yost school personnel are meeting with e¥periences in which

s

their training hias not prepared them. A survev of ten mtjor teacher

training Iacstitur fons by Green showed that those institations are

net realistioatly Vacing the problems of providing quality teachers

g



for urban vouth. Teacher educators themselves need to examine and
. P A ! o 37
y improve their knowledge and attitudes toward disadvantaged youth.
Too often, cfforts to compensate for inequality of educational
opportunity have resulted in piving disadvantaged children more--but
rore of the same--the same teachers, the same counselors, the same

1

attitudes. What disadvantaped students need is a change in teacher
attitude. The Coleman report shows that the quality of the teacher
in the classroom is by far the most fwmportant factor in the education
of children, Inctuding physical plant, teaching techniques, or

: . ) 25
educational materials available.

Dovelopment of quality teaching for minority disadvantaged
children should begin in teacher education institutions. Special
training pregrams should be offered to white student teachers,
dealing with minority disadvantaged children. Urdang regards
student teaching with disadvantaged children as essential. 38 A
resoltutrion adopted by NEA in Mav 1965 supports the ideas stated
ahove.  The National Association should:

Promote and conduct recruitment activities, working with

teacher training institutions in revising tcacher prepara-

tion requirements to include trainiong in intergroup

refations and in the skills and attitudes necessary for

teachers working wicth children of differing cconomic,

racial, and cthnic backgrounds.

Resolutions must be followed by pogitive action, however. The
action that can be encouraped for practicing teachers is the promo-
tion of in-service training pragrams dealing with minority culture,
history  and developing positive teacher attitudes toward minorities.

Behool personnel dealing with disadvantaged children should
possess the caonviction that they can learn, and that teachers can
create the necessary conditions for learning. A teacher must

O
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understand the tiving conditions of his students and the sociology
of the school he is veaching in.  He must be competent in intragroup
interaction, skitlful in appraisinyg the Tearning preblems of his or
hor students, expert In the content of the subject matter he is
teaching, and flesible in his teaching zt]wbro;wh.‘i() At the same
time, the teacher necds to be more concerned about the student's
Learning than for the subject nuttvr.‘/’o

School personnel must not reject the minocity disadvantaged thild
boevause of who he is buat recognize him as an individual and acquire
caphathy for the needs of that child,  Teachers need to recognize
that wreat disparity exists between the values accepted by disad-
vantaged pupils and the values espoused by the school, 41 They need
to understand, respect and aveept the child's culture and not try to

. . L7 . . .
middlie-class him,? as well as recognize his non=verbal ﬂc.l10\/0ment‘4

Small elasses are imperative, and special ¥onsultants on the
Y

.

minority child shoaltd be sought vuty scheol personnel should remain
open to new snggestions; meticulous teacher planning is criticalg

. ; . - . . 1 . /02 Srere i
and academic standards should not bhe lowered. Special efforts
shoald bho made to place the teachers with posivive and mature atti-
tudes toward ehildren in schools Jocated in lover-class neighbor-

A3 ; : ;
ooy, Ideatl~, the teaener s anderstanding but not overly
svmpathetics Tirm, but not iaftexibley careful, but not exacting.
He ix oot prejadiced, bas an intense comitment to his role, wants
to teach, ard cares enouph about the minority disadvantaped children
, ) . om

to teach them, and is convineced that they can learn. -

The secret of developing respect for the minority disadvantaged

child is to know his positive aspects, as well as his strongths,



Hence, it s critical that the positive aspect of a ehild's culture,
behavior and 1ife style is recognizcd.44 Teachers not working in
tarpet schools could also benefit from an increased knowledge of
minorities. In-service training programs could concentrate on
Increasing the competenco and confidenre of teachers assigned to
schools in low income minority neighborhoods. In-scervice expericnces
could inclule lectures, readings, and filtms on historv and culture.
Visits to juvenile court, welfare offices, neighborhood meetings, as
well as conversations with parents and community leaders can help
familiarize school personnel with the minority community. Anderson
reports that teachers who have attendoed summer institutes or in-
service training programs related to the teaching of disadvantaged
children evidence the greatest willingness to teach disadvantaged
childron. 43

1

1 conclosion, if we, as membors of the education profession,
helieve in owr commitnent to serve children, we must realistically
examine our attitudes tewards all children. [ believe Dr. Dodson

eRpresses myoconvictions when he states that:

o onation can maintain the distincetion of being democratic
LT i does not make allowances for cultuvral diversity,
Such ditferences cannet be "just tolerated.”  They must be
regpected and encouraged so long as they possess value for
any segment of the citizenry. This in a real sense, this
opportunity to pursue autonomons poals, is a measure of
“"democracy.”  No person can make his fullest eontribution
to the total secivey with 4 feeling of compromise about
“whio e is" becanse he is oa minority group member,46

)
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PASTIMES, CAMES, AND CLASSROOM BEHAVIOR

Jon K. Davis, University of Utah

Tu an attempt to examine classroom behavior as it is and not
necensarily as we would like it to be, it is necessary to review
some simplistic but [undamental ideas that may have been submerged
by the pressure of cducational problems. Ouce simple observation
is that all classroom behavior takes nlace within a limited amount
of time whether that be a twenty-ninute module or a forty-five minute
period.  In addition, the nature of classrooms has been characterized
in terms of the way the teacher and student uses that allotted time.
Some classes arce typified as "good" which may mean that the people
in them use their time to acvcomplish approved tasks. Other classes
may be described as "bad" which might mean that the students are
irrespongible and "waste" their time. Common sense interpretations
of how people spend time don't appear to go much farther than judg-
ments made on a dimension of wasting time to using time wisely.
Simitarly, common classroom interpretations concerning the reasons
why people use time in cevtain ways are not much more insightful,
They are often expressed by such judgments as '"Johnny wastes time

" or "Jimmy fools around

looking out the windew because he is lazy,
wastes time} because he wants attention, anc does her

(wast t because he wants attention,' or '"Ja loes her work
(spends time wisely) because she is a good girl." We may achieve

considerably more insights into classroom behavior if we use a more

adequate frame-of-reference to interpret how and why students and

teachers use theiv time in certain ways.

O
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A noted psychiatrist suggests that people use their time in

1ve,principal‘ways.1 ‘People engage in rituals, pastimes, psycho-
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logical games, work, and open rvelations., Ritualistic behavior is
highly predictable, while behavior classed as being "open' has a low
degree of predictability., lor example, when a teacher begins the
vitual of calling the vole, his behavior and that of the class can
be readily anticipated for the next fow minntes. On the other haned
Tfoseveral peonle began an "epen™ discussion of an event, that is

a discussion during which there was a genuine attewmpl to pool infor-
mation and synthesize ideas, it wonld be very difficult to predict
the nature and outcome of the interaction.

Pastimes have the function of just using time as their name
indicates; and as noted, they have a high degree of predictability.
In tevms of sequence, nastimes often follow rituals. Consider a
chance meetina of two teachers in the hall of a school whose conver-
sation night go something like this:

Mro Jones: "Well., Hil! Miss Smith. T haven't --Exchange #1
seen you for a while, low are you?" {(ritual)

Miss Smith: "Just fine."

Mro Jones: MOreat weather. I'a suve going to
enjoy the long wecekend."

Miss Smith: "1t's beautiful weather." --Exchange #2
(pastime)
Mr. Jones:  "Yeahl™

Miss Smith: “But T have to stay home and plan. --Exchange #3
T just don't know what to do. My (pastime)
students have just quit trying.

They don't do their hemework, they
don't participate in class discus-
sions, and they don't read anything."

Mr. Jon:si "Oh, I know it. Mine don't do any-
thing either, BResides, they talk
all the time."

‘Miss Smith: "T don't know what to do about it."

Mr. Jones: "Neither do T. TIsn't it awful?"
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The first two exchanges ave readily vecognizable. The greet-
ing ritual is highly predictable, and the weather pastime slightly
less so,  One doesn't know exactly what will be said about the
weaiher, but the conversation patler will proceed on a rather in-
nocuous level,  The thirvd exchange sounds like familtiar complain-
ing, but it can be classified as a pastime and called "Ain't It
Awful.'" This pastime is predictable in the sense that it will con-
cern the delinquenc - of someone else:  delinquent parents, teachers,
cultures, sub-cultures, religions, politicians, whatever. YAin't
Tt Awful," is a very popular pastime.

Pastimes have several important characteristics. The most
important one is that they are used to spend time in a nonthreaten-
ir;; fashion. Pastimes are compatible talk-patterns and as such

they can go on for long periods of time, for no one is advancing an

argument that needs a conclusion. For example, remiuniscing ("Remember

When'") is a popular pastime which can go on for as long as the parti-

cipants wish., VWe might imagine the following conversation between
two experienced teachers who begin by discussing curriculum reform,

"oy, these new curriculum programs ought to be good;
they are so lavishly financed.”

"Yeah, Remember when we used to develop our own pro-
grams? We didn't get paid for that."

"That's right. But we didn't have such unruly students.
We had more time to do such things as curriculum develop-
ment "

"True. The students aren't as good as they were back
then. They sure don't make them like they used to."

Pastimes scrve uscful functions, particularly among groups of

people who have just met at parties or conferences. There people

~can indulge in such pastimes as 'Remember When,"

23¢
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"Ever Been To...?" while they familiavize themselves with the new

setting, However, for many people who lack goal dirvection, pastimes
arve a very comfortable way of spending tiwe even in very familiav
situations. Because pastimes deal with stereotypic patterns, they
have a way ol minimizing the uniques of an individual's expericence.
Pastimes arve evident in the ¢lassvoomrs, as indicated by the
fami liar activity called "busvwork.'™ To this type of activity the
teacher assiens the students tasks couched in a velatively meaning-
less atmosphere just to keep thewm occupicd.  The teacher uses the
time being spent Dy the students to grade papers, to rest, or for
whatever purpose scems impertant at the time. While pastiming is
present in the classroom, caution needs to be taken when Jjudging
whether an activity is a pastine ovr not. Both the form of the
activity and the intent bebind it must be considered. For example,
a teacher ends her lesson {ifteen minutes before the period is over
and anmounces that the studeats will have the vremaionder of the time
for individual study. The teacher then bepins to grade papers while
a few students ave reading, nthers daydreaming, and still others are
engaging in conversational pastimes with their peers. In this case,
it would appear that stucents had beea given permission to sclect
their own type of busywork. Conscquently, the zetivity could well
he constdered a pastime. However, an activity such as an individual
study period could be classed as operations or work if the teacher
was acting as a resource, offering feodback on preogress ox giving
indiyidual instrvuction when needed.  The same type of parallel can
he drawn for drill, reecitation, and ofher‘activitios. Drill and
recitation can he used for practicing skf]ls, and asscssing learned
abi Litics . In cases where these w.erephg purposes, suéh activities

wt
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could he coustdered as operations or work if the teacher gave adeguate
feedback and adijusted Wis instructional procodures accordingly.  On
the other hand, recitation, drill, tests and other activities can he
uscd as pastives.  Consider the teacher who noting that there were ten
mintes ettt in the period vneaved in an unplanned spelling drill,

" ohecause there was nothing else to do, and besides, it couldn't

have hurt them'  Or consider the social studies teachoer whe borrowed
an ecolouy film from the bioloyy department with the commont, "Well,
P it s abeut eceologe, iU hasw to lwive sopcthing to do with social

studies . Avd besides, it will be a good way to get through the day."
Alro, there was an Enyplish teacher who said, "

»

cowell, then T gave
ther a pop quiz and let them grade the papers themsclves.  That took

" Considering the intent and the format,

up the vest of the period.
these latter activities could be categorvized as pastimes. The iden-

tification of pastimes in the classreoom assumes more importance when

it is considercd that they can often sct the stage for "psychological
games "

The type of activity that is classed as a "game' is an interactioen
pattern that involves a "win'" wvhere one of the participants gains a
material or psychological advantage over another. Games can be "light"
where the "win' is not particularly noticcable or disturbing to other

t

chservers, such as in "Mine 1s Better Than Yours,' or the games can be

Mheavy! where the "win' can have severe consequences, as in '"Courtroom'

and "Cops and Robbers.'" 'Mine Is DBetter Than Yours,"(MISBY) is a
common pame and as such can be found in the classroom. Imagine the
following conversation hetween two students:

MYou know, Joan, Mrs. Brown is a great Inglish teacher."
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”.L'HYL“ I had hev last ar, and she is not nearl as gpood
E\
ag Mr. Grant ."

"I think Mrs. Brown is really interesting,"

“She doesn't lecture nearly enough,  All of those silly
activitices?!

"Lectures are boving, writing plays and that sort of thing
is much more fun.V

"Well, I think that the only way you learn anything is
frem a good lecture,

"T don't think vou know what you'vre talkig about."

"T do toos My wrades ave better than years. "

Such a pame can have wore scerious fnplications between student and

teacher, as rvevealed o the following:

"Mrs. Brown, we would learn more if you would lecture."

"You don't really learn that way, Jane."

“Well, my friend had vou last year, and she says she
tearns a lot wmore [rom Mr. Grant, and she's a better

student than anyone ia this room."

“Well, she may think she learns more, but learning through
activities is a better way."

"I don't think so. 1 think my friend is right."”
"Well, the class and T decided that we would learn
through activities. After all, a group decision is
better than one made by a single individual "
Tt might be noted from the last conversation that games distort

the issues involved. Tt appears that the initial issue involved a
conflict withir Janc,initiated apparently by her appreciation of
Mrs. Brown's class and her admivation of Joan's academic accomplish-
ments. Mrs. Brown didn't have that background, however, when con-
fronted by the challenge, "We would learn more if you would lecture."
Mrs. Brown responded with a denial, but to Jane it was a denial of
her feelings. Janc responded in kind, using her friend as an authority,J 
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Mrs, Brown Mupped the ante"

and used the authority of the cltass. 1In
ellect, Mrs. Brown wias jnvolving the class fn a rapidly escalating
sconario akin to "so's your old man."  The point is that the time
spent in plaving cames does not vesolve issues.  Tn fact, such be-
havior can act as "set-ups"” {or movre sorious "gaming."”
Institutional scettings, such as found 1o schools and colleges
seerr to aecomodate certain sets of pames and pastimes which ave
plaved with such [requeney and predicrability that they take on
aspeets of traditional behavior.,  The conventional university c¢lass-
roen provides an excellent example,  In many instances, college
teachers use a mid-torm and final exavmination as the means for evalu-
atine a student. 5}1011 THHoited means for cevaluation are bound to
create anxicties in omany stedents, When it is announced that the
cxamination will "cover" the matevial dealt with in the ¢lass, we
arce presented with a scet-up for "I've Got A Seeret." Tt is virtually
impossible Tor a student to know cqually well all of the material

covercd in a course and this anhiguity activates a varying amotint of
4] ?

anxiety in students.  Conscequently, the students try to deal with the

e

" , the exact nature of the examination, in various ways which

senvet”

will rveduce the anxicty. Once approach is "Let's Pull A Fast One On

t

Joey, " In the mild form. students try to "psych oul the prof" with

CoBy - wmg

- rme .4 s -
such questions as "Is it gonna be essay or multiple-choice?" "™ili
it just cover the lectures. or will it include outside readings?'" and

"How long will it last:'" Students vho play a harder form of "Joey"

might make several appointments with the professor in an attempt to

Opsyeh him out" on a personal basis. Played in the extreme, "Jeonry"

will result in an attempt by a student to steal a copy of the examina-
tion. If the student is successful, hie will get an "A" on the ex-
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amination with a minimum of effort and a maximum amount of securi ty.
Indeed, he will have "pulled a fast ¢nhe on the professor.' If the
student is caught fn the attemot, however, he may well find himself
piaving "Courtroom" in the Pean's office. 1In this case, confronted

by the professor (acting the role of prosccntor) and the Dean (acting
the role of judge), the student wmight lapse into a hard game of "Yes...
But.' "Yes, it is tvae [ tricd to steal the test, but if the professor
made the waterial and the assimment wmore clear, T wouldn't have stolen
the test and i wouldn't have been necessary {ov me to become a thief."
Then, looking at the protessor, the student might say, "See What You
Made Me Do?" (sysp),

"T've Got A Sceret" sels up an area for other identifiable
patterns of behavior, cach of which has its own unique talk. One
common pame is "Weeden Brain,' or "What can vou expec!t from a student
with a wooden brain?'  The aaswer is obviously "not much." The gane
vocs something lTike this: "T've really tried to understand this
matervial; T've volten a tutor and everythiag, but not one thing I can
possibly do will help. Yo matter Liew hard T try, I don't get it. I

" (Look, T've really got a wooden brain, believe

never can get i,
me, it's true) "T'm really worried because if T don't pass this
course, I will be placed on academic probation, and then my folks

will probably withdraw me from college (Poor Little Me). "Wooden Brain"
is [)’14\,'(!(! more hlatantly in high schools. ‘feachers are besieged with

such questions as ""Uhat didja say?'" "What page 'zit on?" "Is it in

the blue book or the red ouce?' and "When 'zit due, Wednesday or Thurs-
day?" By this time, the teacher is looking like a fox harried by

hounds and in a greatly frustrated state might well respond with, "If
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vou don't listen vou will have to pay the price.” (1t's your fault,
not mine.,)

Ta the introduction of this paper, it was stated that if the
way teachors and students nsced Lime was exanined from an organized
frame-ol-vetference, nove insights might be forth-coming in terms of
understanding classvoon behavior.  Tn view of the basic ideas pre-

sented here, we would Tike to advance the following hypotheses.

I Cares, rituals, and pastimes are pre-learned patterns
of behavior that people transter to new situations.
These patterns of bohavior do coffect an cconony of
time in appropriate situations. However, when ap-
plicd teo situations where they are unnecessary they

deny the individual a propervtionate measure of autonomy.

2. When pastimes and games occupy a larpe proportion of
clasy Pime, the issuyes that arvise dare so distorted
that the solution of probilems places many individuals
at a serious disadvantage.

Y. Rituals, pastimes and games constitute the prime ap-

paratus which most people use in interpersonal situations,
When this apparatus is challenged, many people become quite
threatened, for it is the only tool with which they have

to deal with others., Minimizing pastimes and games in

a social situation is a difficult process which takes

rmuch consideration and care.

r 2472
o 2472

ERIC

Aruitoxt provided by Eic:



Many are convinced that the traditional ways that we have used
to conceive edncational problems and their solutions are inadequate.
Along with others, we feel that completely different frames-of-vefer-
ence for thinking about classvoem behavior and its consequences is
vequived.s A number of ditferent approaches need to be sugpested,
and to be considercd not orly in terms of their immediate impact,
but in view of their potential for development, [t is in this spirit

that the Bdeas presented in this paper are offeved.
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