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Foreword
" A YEARBOOK s ad exprossion of the concorns aod ideals
of the organtration that produces if. It reproscats & dociion to cxpend the
cesources of tho association ang b energies of the members of the coro-
It Is obvious that the Assoclation lor Sipervision and Curdculom

assumes that oach individual Is valuable and the

Devolopment development
of bis potential imporsant. The 1962 yearbgok, Percelving, Behaving, Be-
* coviding, was & stateraont of the thosls that the Individual percetvos, inter-

peofs and Intograes: unkquely In terms o bis peevibus 'experionces and

aro not sigoificant, relrvant or even helphit t0 magy stodeots, The 1963

.yosrbook, New Insights and the Cirviculion, used evidenco from seven’

Seids g0 suggdst curricular procedures and doeigns which ports’t isecherd
t0.racfo. adequately ‘promote the de¥élpment of the soclally accopteble

of p8, children.

_MleWlM}ommmma

of dducation—the porson to person relationship betwoen teacher
- \_ Proms’ ekHiain and Doll's assertion that the commistes chwee ‘to dise
cuss 118 Entricate usos of subjecs matter and the processes which help toech-
ers find individual learners in groups; Macdonald's besutiful interpretation
of the nature of man, Minos’s proclamation that the ¢hild must be favoived
23 & pastoer in inquiry and in shaping cootent, proposed techniques for

individualizing instruction by Zirbes and the cosmittes to the report of the .

discussion), of four sdministrators concerning their role in helping toachers,
the yearbook is an attempt to describe bow an insighyful teacher ca dis-
cover buman potegtial and provide opportunities for its relesse angd devei-




~

. ’ ' .
. Wahout question. the yearhook » not a dgcniption of cugrent pras-
._uce. 1l schools had already achicved these ideals, there would be no point
"10 preparning this siatemdat. Lgaders i oducational though! must constantly
aitempt Yo rabse .the horizons. Viansmch“Sbwldcuccdhhmm‘
what is 3 heaven for?”
lndésidud:'iux lmmxmm sbould cause. all of us 10 stop, question,
cvaluate, “hypothosue and renew our commitment- to providing the bew
posssble education for cach child and youth for whomn we are responsible.
On behalf of the Exccutive Committee and the thembershup of ASCD.
} wish to express appreciation to cach member of the Commitice ard others
who have heiped the Commptee and the ASCD St for the comnbmion
cach has uﬁk o indin idheftung Instriction

) <
December 1963 Kimball Wiles, President
) _ Association for Superiuon
. : " s and Curriculum Development
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In'troductionj The Need
and the Setting -

Jeit-West and:Ranakd C. Doll

Vi

; . N 1944, Siepben M. Corcy descnbed a lovabic but- fost
adolescent in an anicic titled “Toe Poor Scholar's Soliloguy.” The suthor
made # ciear that the heto, 8 scventh grade ropeater, was alicriaied from
his toechers ard his schoolmg but oot from bis peers and his out-of-school
mﬂwwmwmtwummmtmw:

I don't know why (ho teschers doa't tilke me. They. nover bave very eauch.
Seemn like they don't thiok you know anything unles ibey can came the book
¥ comos. out of. . . . ‘ »

lmlhmuq\rwbanmmb&m.my.mh)urlwm
trying 0 deara about trucks becauic my uncic owns thrce and be says | can
drive coe when ['m siateen: ! alrcady know the horepower and oumber of
fmmmqudmy«tmmmlxmdm
Deesels. and | can spot sach make & fong way off. It's funny how that Dicaed
mtaruuwwcwmytucbq'abomnm\%dmnnmdm
whes the pump we were u-ing 10 make a vacuun in & bell &z got hot, but she
sid he didnt soc what 8 Diesel engioe had 1o do.with our cxpenmen? oo atr
‘prossure 80 | just kept atil . .

Coecy's problem pupud hsd trouble wniting a compoution about “What
& Daflodd Thipks of Sping ™ Furthcrmore, he could not soive the following
anthmetie piebiem  “If 1 $7 oot ickephone pole falls actoss a cement high-
way $o that | ect eitend from one wde and 149, fect from the other,
how wide ts the highway?" His difficulty, be said came fiom his inability
to know “whether the polc bad fallen struight acioss of ot ™ ° :

' &cpdm'ad by permanon of the A\ﬁcm - toe Chuddhouss Fducation Inierma.
tonal, 1613 Wikomun Aveouwe. N W Wavimgion 16 D ¢ ~The Poor Sholar's
Soldoquy.” by Sicplen A Cotey §1om Chldhond Edwutin fenuaty 1944, Vol 20,
No §

Yibiyg




The young adolewcnt thea conciuded b ropont
Erea 0 shop | doa'l get very good grades All of 1 Ruds made s broom
bolder and a2 bookerad this Sorm amd mune were woppy |yt couldnl got intey-
atod Mom JomaY uke 3 tqoom any miore with Ber oow sacuuts ckancy and
i our boods are in a bookcase with glass doors 10 the puslor Anyway, § wantad
10 make an ord gatc for my unche’s traskes but the shop 1eacher wid that meant
unng metal and wood huth and ¥'d have 1o lcarn bow 10 work wal wood firv.
} dudn't see why but § hepe still and made 2 te tack at chool and the tl gaic
after school at my uncic's gatage He said 1 aaved fum $10 ’
Civics s hard foe me. too F5e been waving after schoot inving to kearn the
“Artsckes of Confoderation™ for almouwt a weck hecaine the teathis sand we
. couldn e food ctizens unlow we did ¥ reafly tried, becaune 1 want o be s
good c‘n'm:g 1 ¥wd bate 10 stay after «wchool. though, becaune a bunch of s boys
from the south cnd of town hare been cleaning up the old lot acros from
Taykot's Mackine Shop fo mate 2 playground out o it for the Little kids {rom
the Mcthodist horry: 1 made the jungle yvm from old pipe and the boys made
me Grand Mogul 10 hoep the plrvground pomg We rarwd enough money ool
lecting scrap din owomsh 10 build 2 wite fence Clear oround the ot
Dad w3 | car quit school when I'm fifteen and Fm soct of araiows 10
because there are a bot of things 1 wart 10 kearn how fo do and 2 my unche
. «avs. 1'in not getting any ydasger ' -
Twenty. years have paswd unce this adolecent and thousands of his
contemporaries and successors have awaited their opportunitics 10 leave
. school Somé have been brighte: and some duller but mo have contained
. withis them much untapped taknt Dusing the ame twenty-year period,
Guiitord and hw associzies have noted that of the many dimensions of the
human mind. teachers know something of five of six Evidence has axcumu-

lated that arcas of functioning whick arc not wsually considered reieyant to
* ielligence and for which teachers have almost no measurps. ¢ g, flewbil-
fty. orignality, and sensitivity to problems, constilute imgortant keys to

weeess in such demandimg ficlds as wience Geteels und Jaxhson have sop-
pesicd that when intelligence tests e uwd wn wchecting the tdented about 70
percent of persons wha wore artang tie top one-filth or nesrs of cregrvity
are oserlooked Totrance's findings icnd to support thoe of Getzcels and
Jackson. while Calein Taylor pounts to Amenca’s noed for daereent think.
‘et~ with what be cally * tomorsow minds © ¢

The failure of the schools 10 evole hudden takent presents a challetige
to the very democracy which o presumed to do most to dicover and de-
velop human potential A preat need of out imes which 1ranwends the
curnculum and nstruction as these are ordinanly concened Js to find ways

‘i ‘ s

* Soe refetencen at Ihe ot dioamer ot 1o chupiet fot cergtat o the portingnt mika
W thee and other nuthom
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of draming upon buanin pofeatial through saliful tmh!ng To cnpbm the
nced aad 10 advamce wore mcthads of watidying the mecd, the members of
the commuttee hase devoted thewr cdonts in plipning and prepariag thes
volume As the cummitice has deliberated Jbout the conieat aed the dowgn’
- of the voluniz, s memben have bocome more than ever cogvinced Q) ol

the waste of manpower whch emucs from ipnonng, mivgwdmg. and {1
mg 16 cvoke lmm‘{n potensial. (b)Y of the muluple dimesions in which
human poteniral appears, and (¢! of the dovoticn of numci: us
teachers who aliempt. tven of somctimes quinotcaly, 1o find and respoad
40 vancd poteatial m leaspers
. The commutce decaded, carly 1 sy ummx t2 3voud Irymng to piumb
the paychiologacal Jepths of human potential Instead., the commitice deters
mihed to make the 1964 Yaarbook a pracix o document which would
KIve & 2 guide 10 msightful teachers and their cqually wmightful super-
vaom. The Yearbook s, we bope. a contnbutie which speaks clearly of
| IRICrXUON among penons ia clasoom and wtool, of mutual response, of
persor) felesancey and openncss o fearmung. and of Intelbpent faculitation
of expenencing We have conceimad oursclives bess than some might wish
with mass movemcats in cducaton and Lispe project in iterxticn. Instcad.
we have chosen (0 drscuss some of the miimate uses of wb)oce matter and
of process which help teachers find individual kearners in ‘groups and which
make thewe teachers agents for operung the world to feamens and for frecing
them 1o eaplore the world  Accordingly, we huse given our attention 10 _
the functioning of tcachers 1 clavsrooms and to the afantance which cduca~
tonal keaders can offer teachers in improving ther fuschonng. o domg 0,
we hgve soupht 1 cmphasere thc dignny and the worth of people

The impoct of Social lnﬂ(m’-m

By group delderation the commtce h.h adoptcd CTITAIN PITMISES €O -
comng U culture amd sourcty in whh leamee and teacher now operatc
We bebeve that Amcncam e st an cra ol unchinty, completity and ilux
I nanonal poals arc unckear, ~o oo arc the poals and salucs of §ndividuals
Cutrunal pluralitm. despite i1« wnnth i canching our «ociety, ‘has helped
deate 16 some ement, at beadt. confunon and urccnumty  Funhermore,
chaape 1 &) about ue, and a¢ 3 coneyucnce. the presence of change oficn
wems the most credible fact in man’s expenence \

With anampaticnce which many peron-. belicve to b overdoe. keaders
0 exducation, both within inid oulsde the profcawon, a.. Freseatly fostenng

gross movemcears for crcanng chanpe These movements bung with them a

frun of uncsatuated capvaments and demorstsations, and they «em to
mpls o dwumphion that what heachits the mo Lo feammees w ' peceesndy

\

Y Y
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beoeit the wbvidual, that u, for example, onc boosts the ackrverent of
v fnﬂnbkwpuhhogndchchaMdmmhMg:wymmmw
o abie to read. the problems of odwcating indvwuuh, including thoeamoag
' tfie great. facckcs quddic ability group, will be lasgoly T ey

Within rovent years, suggesiions have been made fof preventing lose J
of potcotial by regroupaag puptls. reducing class swe and cficcling major :
organizatinny] chacgrs i schools. We &k not deprochie the possibld signifi- .

. canoe of these cfforts in effecting oducanonal change, but we are convinced |
that. what happens w/thin newly organized groups, classes of roduced siee
aod revemped organipation s crucial to discovery and development of |
* bumas ptestiad For this reawn, we are intcresed especially to the dimen—- .
slons of potential with which teachers may work in providing appropnais:
opportumitics for pupds 1 thelr clyssrcoms. ’ ,

We recognize that the 1960 are witnessing a tnudy tromendous "ex-
plosion™ of knowledse We do not hnow whether or not the ‘expiosion
oquals in sue and potency Robert Oppenheimer’s seporied cstimato that -
‘hnosledpe doubles oxcry cooght-and-a-half t0- twche yeans. Wo 8o know, .

., ‘bowevea that the clfpct a0 the schools of such a0 lncresse in knowledge
* '\nim! almont defy comprehamion. In the fick! of scienoe glone, a whole oew
era was cxploded 1010 e in the shics 0ver Alimaporde, with the comse-
quence that testbools'are hecoming panially obsolcte tefore they can be
. shipped by the publishet, In these crcumstances, (cachers awume begvy
. respoossbality for sorting amung rangrs of Aapwledge i scarch of spRopei-
ate content, new and ol. and Tor belpiog learotrs find meaning aad rele-
vance 10 sabiet matted drawn bnm the over: agdeniog world of man's
o+, eapersence Too olten, teachers find themichos burdencd with a curriculom
which was designed 1o face hoclward rathee than forward Yet the present
- 1n'a time 1or 5 bold and scrw us forward ok, o only bocause science and
* technotogy ndw compet man 1o deveiop innce resoufces (ot controling an’
ncreaungly compler, dynamic and stimudating cavironment. o
Onc of the consaderalions which nocoswLlies a rear<laurvoyance por 7 ..
. learnens’ indroadual destutes o the appalliog waste ol poteatal oo wet
*all about hup Dunog teesr rreent atiempts 10 revarwey the probiema of
dropau 5. cducatony huve had 10 vicw the ‘hipwrock of young Lives 10 a
contenr of el rabional nced A popalation whah o butpconing 0 un
cra ol tapid <entix aed technotogaal desclapment asd 0 imes of over-
prosent threat 10 the natronal welfare can'sll afloed the wastc of fakent whch
tealts from pupds droppiag oot of schood mychologsally cvea before
thery keave physically o 10 the words of the prrambic 1o the Natonal Defeasc
Educaton Act. the <ccunty of the naton rcquitcs the hllest development
" obihe mentul resout s and tcchnicalt halls of sty youss men and wonmen
Lawretne §rank oo 10 the” ASCH 1961 Yoarbook tha

e
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. viudes ol'hym_m growth. development and aging rexea) 1 wide anay of
sunted and disosdesend personatines za well 52 many (orms of physial impair~

Y meots and dysfunciions at all ages. T ancreaungty trequeat and serous tn -
later years of bife. We mav, as man: are persuaded. ateeprer dus melancholy |
FECONE. &5 evadence 107 a pesuimestic comephon o human nature and ap aisess-
“meat ol 'human potectialianes ¥s esseninilly def-ctive, prone 10 evid or neurosts.
. " and inescapably condemned fo repeat these paticrny emdieysly i overy gemeru-
«

fion. Ot we may rpard the recond us an indiatvon of bow we misuse and wasle .*
our human paiewtiahives, parily because of our tradional bebeds aboln human
nature-and expectations and our fong acceptad praciross of ol ol teanng and
educaion, but punepa'ly beczuse uphl recenshy we hsve had no depeniable
Anowledge of man or any adequale reaization of hrs many potentialiues for
‘-,  goedor il . | | -
A Presidential fact-finding commutice on employmen of youth has
teporied an Simmediate and desperate™ problem whwch confronts 600:000
to 800,000 school leavers who are beiween the apes of 16 aned 21. While
.. members of this throng consituié only ' of The nsnon’s labor force, they
* account for ' of alt unemployment ¢ Complxaung the cyl of insufficrent
" znd Wnadequate- s« hooling in their sttuatons are sepregaon, cbligral dis- -
advantages and other <ocial ills . e :

) - Problems of Personal Alienotion
One may-add to muitiphe social influegees the fact of personal aliena-
tion which educators are beginming to recognize n its broader aspects.
Onginally wdentified with disadvantaged cultural ensironments and, with
kamers of Tow socioeconomic status, .the concept of shienstion now en-
cor passes many psycho-sccial effects on human behasior. Pe s~ aliena-
" 1.0 from one’s world may indeed ster from cult: ral poverty, bu. it appay-
_ently onginates also 1 am inadequate seli ~oncepl, in the cultura) malaise
* 1o which the economically pnvileged are exposed. in disintegranng patierns
of family and commumity Wie. and in the fadure of teachers 10 - inteiact
empathetically and helpfully with their pupils As seen in the sehools, aliena-
hon constitutes a psychalogical curtain which the learner 15 somehow in-
duced 10 draw beforé him, thereby shuihing aut desiable esporcao: and
contact with his envizonment. For tnvtance, can i be that the current dave
towerd excellence ha . created such competiion among able learners that,
for many of them, a curtain has lowered berween them and therr peers and
v teacher.! If so, much needs to be done-to free fearners 16 reduce compen-
* Asseiation for Supersision and Curponlum D\nvh-mttni A lu'nchu and the

Corrcalum. Winhington, DO the Asuniation, 1961 n MY

¢ Pre~atent’y Commtier on Youth F mpioyment The Chulien e A Lokless YVerh
Washiniton 13X Upired Srates Cuoner ‘ment Printhe Office. Apol IN6Y




) xion. foywore mmmummlwn. Ipcrease wteracion, apd mahe mn{takcs n
the only reprisal- free, cmmmmcn; ‘which sovicty .can casily prov e

T decrease the tendency toward alicnacion and to encourage discoyery,
of pownua! certain agreed-upon findings about learmng need.-we believe.
10 be pressed into use We' feat Thut Jcarning is being tecussed 1oday too
.much it erms of rate, though we know That leaming 1s muludnmmwgnal
vxceedingly pecsonal. and vargally hmitless  The insiehttil teacher en

him v.ith only pan of the data he needs, and that wide ranges of his pupily’
potential are yet to be explored. Each day he !mcns to pupils’ “ridicdfous™

tial appears in obscure places and at uncxpected times Like the best teach-

and thc limitanions of the teavners in His charge.
\'e affirm the notion that education should be expected to increase

aceept tats aotion, they try to devise ways of finding differences and re-
sponding 10 these varation: Alsa, they see human potential as “totab
perool rc~rum-.ncncss withoéit preconceptinns concerning the limitations
~of thg wesponsiicness. ™ and they consider ong of their major lcuhmg tasks
to by xtending pﬂson.\l relevance in a plur:‘nsuc world. .
Finally, we advexate miensine inquiry into the nature of pu.cmml and
Cmto {easible ways of evoking potential. Large expenditures of funds and
humiis cmrps way be pecessaty to conduct this inquiry. but we helieve
such cfforis o be esential. Surely creaton and commurication of uleas
abont poterfhal demand as much support as many of “the fess fundamentad
causes for which public and private donots are hikely to expend money.

—

g The Design of the Volume

The 1964 Yeaibookh has been plimned with swu.xl mnn?' cmph ey
n mu'd

>

'I'he' mdnidiial and s potennal viewed e culearal peespeciive,
‘Chapter One detals some basic understandings concerning the theme of
the volume. :

whise potential s te be Ngzw:d

Clhis 15 stehmstion suggested i Chapter 1 oon page 13

4 .
/

(4

courages the presence and use of multiple ways of legrming bevause he views
the redlm of human intclhigence as being markedly eatensive and comph--
cated. He knows thae the testing of intelligence: and achicvement supplics

questions' and aberrant answers because he beheves taat evidence of poten- *

crs of all the ages, he assumes an optimistic attitude toward both the tgents

rmhdr thans narrow the ranpe of differences among learners When teachers '

The learner. Chapter Two dates o conception of the human bong
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The uses of subjeci muiter. (‘h.splct Thiee discusses w.;ys n which-
cutniculum content may be uthzed in releasing potenuial :

_ ( Imsronm method. Ch.sp‘lc: Four supgests guidclines $hich teachers
may use n ioteracting with individual fearners 1o help release the _poiential.

Eaviconment of classroom and s hool (haptct Five reviews matters
of environment and advances ideas for uvng human and matetial resources
i releasing potential 0 leammers. : .

Eunctions. of admunistrators ‘ond’ supervisors. Chapler Six presents
a discussion among five administratars concerming ways of helping teach-
ers release potential in learners. and concerming ways of releasing pdtential
in the teachers themselves. | . oo

1
P

The Conclusion offers a summa:} of key |dcas contamed in preceding
chapters. N

L

The Appendix contains thiee examples of | mqunrv concerning ways of
individualizing teiiching by attempting to release potential in learners. The
examples were chosen. for their faithfulness in representing the actions of
classpoom teachers in seeking ways to achicve mdmdunhwuon

This volume has been developed coopc.rauvcly tarough discussions
"in whith members of the commuttee have engaged during national confer-
ences of the Association for Supervision and Curriculum Development. ;
and on several interveming occasions. Therefore the pronoun “we" which

is used in these pages has more than an cditorial import. Members of the -
committee have given their general assent to major ideas stated in each -

chapter of the Yearbpok. :

We of the commitiee tu.ognl/c that dicovery and development of
human potential represent only one facet of education. We believe, how-
ever. that achieving individuahzation which ¢ffects release of human poten-
' tml has long been an aportant function of classroom teachers. We wish
now to call attention to the need for deeper understanding of the meaning
of potenfial, and of ways by which the individual's potentizi may be re-
leased through teaching,

We realize how littie 1s known .ghout the theme we have attempted t0°
explicate, Accordingly. we choose to regard the Yearbook as being open-

ended, leading to further inguiry into matters which lie at the ccntcr of
efforts to improve teaching.

-,v

o
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Individualization and
. Human Potential

\ .

/

Robert F. DeHaan aﬁd Ronald C. Doll

4

IN THE film, Passion for Life, the French schoolmaster
expresses a wish 10 “get behind the faces™ of his pupils, 1o know more about
cach child as an individual. The schoolmaster's wish has been shared by
teachers throughout the centuries. Yet each insightfui teacher knows that he
views the individual learner as “through a giass, darkly,” not really face-to-
face. ' '

Accordingly, the teackier often has settled for a superficial view of the
individual and of individualization. He has sfid, “'Surcly leaming is an indi-
vidual matter. Each child brings to my classroom personal’ charscteristics
and ways of percciving and responding which are peculiar to him. When 1
.teach my whole group, its members are probably being affected in different
waf,z The.nature of the group itsell may make a difference. If sé, perhaps
our principel can group my pupils before 1 receive them, so that reachitlg
the individual will be easier in a group in which the childrer are more nearly
alike. We should test all the children so that.we may group them uniformly."
Comments like these have been heard in American schools for many
years. They serve as reminders of the zeal und intense effort which have .
characterized she search for ways of individualizing teaching. . ‘

14

Attempts at Individvalization

Attempts to achicve individualizaiion of teaching have generally rested
on an assumption that there exists at any given educational level a fixed .
body of subject matter which is most worth learning. Some pupils learn the
prescribed content rapidiy; others learn it more slowly. Teachers' major
preoccupation has been with rite of learning: how much, how fast?

In 1916, the psychologist Terman suggested a nced for differentiated
¢courses of study, to permit cach pupil “to progress at the rate which is ,

-
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aurmal for Hem, whether that gate hs ropid of slms " He proposed 10 lcdch
ers that they “measure out the work for cach child 11 proportion to s
mental ability.” * As might have been upcch.d. aticnnon soon became
focused upon the extremes of “giftedness™ and of Jow lcanting. a conse-
quence which remains much i evidence today. In its 1925 yearbook, the
Department of Supenintendence of the National Education Asscriation ¥2¢-
vmmended ‘that dhe “general core of subject matier which shou'4 prevail
rthroughout the nation for the first six gmdcn be modified in ¢eitent and

sime aflocation to provide for individual and community differentx <.” Mean- - |

while. Franklin BobbRt, a cutniculum authority of the 19205, had advocated

determining the curniculum for the brightest pupils first, then modifying it

{or the averoge group, snd simplifying it for the slowest.?

The National Survey of Secondary Education, which was conducted
m 1932, reycaleg that in more than 11,000 high schools individual difles-
ences were being cared for chiefly by homogencous grouping, special classes,
and “unit assignments” occurring under the Morrison, Dalton, and in-

netka plans, as well as through problem- and project-method teaching.® A’

few years later. Harap reported that ability groupmg was the commonest
method of attempting individualization of teaching. In additon, he nowd.
“schools were .:d;uxung their courses of study to the.nveds of slow and mp:d
learners, were prcpunng. special courses of wtudy for retarded children, were
du.w.lopmg. remedia) programs, and were using auto-instructional maietials
m the form of workbooks and individual assignment sheets.” However, the
actvity program @( the spme era tended to discourage ability grouping by
promofing the Weis that ¢ach pupil should be permitied (o contribute to his
heterdgencous group according to his ability and nteresis.

Since the 1930« rate of Yearning has continued to be a central interest -

of persons advocating vanous plans for individualizing instruction. Many of
the plags have .omphisized so-gatied homogeneous groupng, though this

Lews M Tewman  The Measerement ¢f Intelfieeher. Boston: Houghton Miffin
Company, 1916 p 3

'D«pmmml of Supgrntendence. Commission on the Cursicnlom  Research an
€omspructing the §lementiaee Sclool Curncidum Fhard Yeabook, Washington, D C
the Department, Nationsl Fdue ton Assocaian, 1925 p 28

* Frankhn Bobbtt w1 Make « Carncalenr. Boston® Houghton Miftin Com-

pany. 1924 p. 1162

*Roy O. Bdleit Prosivons for Induadual Difleeences. Markine gnd Promonon

dulletin 1932, Number 17, National Survey of Education. Monograph H Washington,
D C : United States Government Printing Office, 1933 p 418 .

* Henry H.nap ‘ifferenniation of Cornculum Practives and Instruction wn Ele
mentary Schools © The Granpging of Pupds Nanonasl Society fos the Stady of Fduca
von Thirts fifth Yearhooh, Part 1 Chicape the Sovaety 1936 p 16172
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form of grouping hes vot been found Eonsistcnlly clfective® Fifty-1wo perss
- cent of the principals of Jarge efementary schoo! districts have reported an
increasc i grouping according o ability and/or achievement lévels, and
46 percent of clementary. school ‘principals in districts of zl) sizes have
noliced. this intrease during the period 1956 to 1961. Nearly two-thirds
of high schoo] prinicipals have stated that grouping has increased in their
“schoals during the same period” - '
* Sewveral. proposals that are old and a few that are new are'finding their
AWay into elementary and sccondary schools with some thougit of increas-
ng and improvipg individualization. These Include iepartmentalization,
climination of grade levels ifietomentary schools, tcam teaching, and em
ployment of paraprofessionals ond teacher nides: programed learning and
. fanguage laboratories; and accoferation and carichm=nt. State-wide testing
~and national cxaminations appear to be assuming greater importance. In
New York City. a committee of high school administrators has suggested
that the four-year secondary «chool progiam be shortened to two years, with.
pupils attending school-eight hours a day.* .
Most of ;the proposaly carry the implication that standard conten
should be learned moré speedily. Fducators have legrned. however, that
rate of learning prescribed content is only onc_concideration in individuali-
zation. Learning is personal, unique, unsiandardized. Furthermore. learning
has numerous dimensions, and it is without limit, Obviously, ‘then. new
and different proposals are needed if teachers are to usé these facts in indi- .
vidualizing teaching. ' : » N

-~

" An Era of Cultural Dis;pnity?-.

The cevents which have been recounted n the initial pages of this
chapter have occurred within fifty short years. If one views centuriés rather
. than a smgle half-century of history, ke may agree with Rollo May that
sucicties pass through periods of relative integration and umity in which
their goals are bewng defined, cultural symbols arc being clarified. and
productivity in many forms is expanding, Such an era is sometimes called
a golden age. On the other hand, societics alvo pass through periods of dis-

. 4
*Ruth B Echstiom Fiperimental Studies of Homuogeneon (frammng; A Review
of the Lueratare. Princeton, N J - Educational Tesuing Service, 1959,
" The Proicct on the Instrucuonal Program of the Public Schouls, Navona! Edu

vation Associaton The Principals Look at the Schools Washingion, D.C .- the Asso
catton. 1962, p. 1S

SNew York Tines. October %, 1961

- "




-“; ) 1,0 ) { #

o . . ‘ &
unity and disorganization in which symbols tose their, unifying power, goals
. ~. lose their meaning, and productive ‘potential declines.”
X . Periods of, integration and disunity are never cleasly definedeSom
~ . unifying forces cafi be found in periods of decay and vice versa. Thus, while

one aspect of culture may be unified, another aspect may be detetiorating. E
Relatively clear cxamples of periods of expansiveness‘and unificatfan, how-
ever are thé Golden Age of the Greck period in the FiftheCentury BC.,
the early Cbristian period, and the modern period beginning about 1630 :
and continuing into the Nincteenttr Cenlury. Periods of relative disunity -~

a .

and disorganization are exemplified by the later centurics of Greek culture,”

*  the end of the Medicval period, and the sontemporary era begifining with .
the last part of the Nineteenth Century. . T
May observes that periods of cultural unification are geherally accom-
panied by growth and integration of the persons within the. culture. Personal
' integration and growth scem to be attained spontancously through art,
religion, education, and political life. Symbols and myths unite persons;
the forward sweep of life seems to.catch up the individual and move Him
. forwatd toward meaningful goals. On the other hand, periods of flux and
disorganization appear to be dccompag;icd by incteased anxiety, personal
meaninglessness, feelings of isolation, ‘and Jack of fulfillmént of human
potential.’®’ L §
Much of tge popular literature of the middlc Twentieth Ceftury sup-
. ports the view (Hat Americans now Ifve in an cra of cultural disunity and
e disintegration. According to soifte observers of the cultural scene, Americans .
are speedily submerging the individua), in conformity to the norms of his
group. Other observers criticize the uncertainty of moral and. ethicaPvalues
to which children and youth can unequivocally subscribe. Certainly, change
and flux are apparent in our socicty even as our population grows and the
number of our subcultures increases. Although the chailengt of commu-
nism provides some external pressure toward unification, this force is prob-
ably it\su(ﬁciem to solve the long-term probleg of disunity because its thrust
does not come from within cither the individual or the culture.
Whatever America’s pres nt and future with referedce to cultural unity
_or disunity, teachers are now noticing the impact of new and altered social
forces/on children and youth, and on decisions which myst be made about
childrén and youth in schools. Teachers find that learners are often alien- -
ated from the school environment, and are harrassed and pressured outside
school. Teachers may properly wonder whether alicration today is different

o
@

*Rollo May. “Historical and Philosophical Presuppomitions for Understanding
Thesapy * [svchotherupy: ~Theory and Research. O. Hobart Mowrer, editor. New
- York: Ronald Press. 1953 p. 10.
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[{rom or stronger than the, alienauon which learners have felt in the past.
- They may wonder also whether more schooi peuple arc becoming sensitive
to the needs and concerns of individual learners, and are therefore more

capable of recognizing alienation for what it is..

’ During golden ages, problems of personal meaning have perhaps pot
been solved as cempletely as they sometimes appear to have been. In every
age abd in every person, there probably have been thinly concealed anxieties
cver ready (0 emerge. Educators today should be unusually watchful for the
possible effects of cultural disunjty in causing the individual 1o be under-

vajued and to’be inadequately attended to.” o

~_ Individualization bf teaching is, under the best of conditions, a diffeult,
-casily misunderstood function. Inditidualization of teaching gocs beyond the
contcnt of the Turiculum dnd- beyond standardized instruciior. Certalnly
it goes beyond routine scademic achievement, for individualization gives
personal relevance 1o cxperiences which the individual learner shares with

the otber members of his group. ' .

Unquestionably, increased individuai responsibility and commitmeat
are needed in our society. In order that leamuers may become increasingly
responsibie and committed, their potential us individuals must be discovered, -.
developed and released. The times demand this, but not in the sense that the
economy needs more engincers, and that therefore educator$ should ¢m-
phasiZe science and mathematics to the neglect of other subjects. The times
demand thiat the individual's potential be discovered, developed and released
becayse of the multiple benefits which the realization of his full potential
can eventually offer the individual person and the socicty in witich he lives.

o Aim of lndividuqlizaliom"' oo
Release of Human Potential '

-We of the yearbook coinmittee consider the chief object of individ-
ualization to be release of potential in the individual learaer, i.e., with tef-
crence to the preceding paragraph, potential which is useful both to the
learner and to the socicty in which he lives. By human potential we mean
those nascent powers of unpredictable proportions which are within the
person: powers which can be diminished or expanded through educative
(and other) processcs. Human potential is everything with which the indi-
. vidual is capable of responding. It is-scen in the individual's dynamic in4
terplay with his enviconment. It is, in brief, total personal responsiveness
without preconceplions conccrning the limitations of that responsiveness.
The most helpiul orientation that an educator can hold toward discovering,
developing, and releasing human' potential is openmindcdness concerning
egch learner’s potential, together with a sense, of obhigation io help each

13
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o lcaruer realize his potentiad, which s in conformy wath hus own best inter-
csts and with socal uleals. '. '
 Lessons of recent years should have taught school personnei that they
cannot afford 10 judpe poteniral merely by intelligence quotients and records
of scholaste achievement For example, during the penod  1955-1957, -

Steauss studwed the carcers of 89 mica who had camed $h.D.s n physics,

chemustry and enginecring at the University of Cahiforma, Cornell Unuver-

wty and the Ohio State University. Their high school, guidunce records
~ showed that thine percent of these men had intelligence guotients ranging

from 96 through 100; six perceht, quotients from 101 tHrough -] 10; 29

percent, quotients from 11} through 120; 36 percent, yuotients from 121

through 130; 17 percent. guoticaits-from 131 through 140; and mine per-

ceat, quoticnts from 141 through 165 In high school, 36-percent of this
group of future high aghievers in science ard technology had ranked below
thic top tenth of their senior gesses. Skm s conciuded that the sighificant
characteristics ‘of ithe .group were deive to sqcccca. non-conformity, and
\icsponsc to the helpfal interest and conceen .f teachers or laymen.” Even
more dramatic examples of the ungefiability of intelligence quotients and
Lholastic records indpredictitlg fife success have been discovered by ana-
\/ing the carcers of men and women i other fields. , .
..\ Educators, lke other persons m our cultute, tend 1o oversimplify
mn. Enic Hofler < ites a danger in this oversimplification "It & an awe-
csome thing,” he says, “that the most breathtaking example Of daring we
kave witnessed in, the second quarter of the Twentieth Century was the
danng to think low cnough of human beings. Both Huler and Stalin dis-
N played this daving in an unprecedented degree, catching the world unawares
"+ and almost overwhclmihg it." :

! Totalitarian powers in the past have tricd to remove from man his
cesential humanity and thergby make him a predictable robot to serve the -
purposes of the state. The genius of the Hebrew-Greek concept of man is
its insistence on the persair with unlimited potential, its effont to chetish
highly his unpredictabihity and 1o find in the weakust and smiallest of men the,

’ potenial for o new movement toward meaming in society. It 15 toward the
Jiscovery and release of hidden powers that cducators need unceasingly to
hend their efforts, . '

Teachers need W emphasize discosesy of potential i learners. They
van do this, i padt, by providing opportunitics for learners to discover
their own powers as they participaie i the numercus mental, cmotional,

A% 4

u Samue! Strauss  1.ooking Backwastd oo Fulure Scientists ™ The Scienice Tracher
14 385: 198,

2 Enc Hoffer “Huw Natural Is Human Natare?’ Sutarday Evemae Post, January
i3, 1962 p 36




acstbetic and <ocial interactions mvolved i the leatning provess The t#ach.
et’s concem should be not only with ihe content of teariing or with the
end product of the learming procgss, but also with the continu; £ process
Wl sell-dicovery which <hould accompany learmog and giveythe content
and the learning process personal relevance. Education should be accom-

© panied by wonder and sutprise brought sbout not only by discoveries in
the ohjeciive world but also by discoverics in the subjective wodrld in which
the learnee finds personal worth In a real <ense. the goals of education are
only partly reached when the pupil achieves well academically. The goals
are most fully attained us be continues to discoves himself in the process of
“getting an education.” : : o , .

A sccond meamny of discovery of human potential 15 that of being

. discovered by others. Teachers should be interested not only in the pupil’s
* discovery, of himsell and of the exciting forees of growth that recide within
him: teachers should be interested also in mahing, for themselves, discoverics
of the talents and abilities of leamers. We believe that teachers should be
surprned and delighted at the potential they <ee in children and youth, and
we expect teachers to communicate their surprise and delight’ to theie
pupils In this way teachers can partuciputt;.in the discovery of human
polential, -

Another meaning of discovery relates tg the process by which the pupil,
having discovered within hinself something of himself, can in turn discover
in other human beings theie value and worth.

The teacher Fas a role, 100, in the develupment of potennial n leamers.
He accomplishes this by emphasizing the developmental needs of leamers
and by regulating teaching according to these developmental needs.

Development of potential causes its release for uscful service 1o the
individual and to socicty. We we release of human potential as being the
major goal of teaching for individualization, Release suggests a reduction
of restrictive forces which hold the individual back, but 1 suggests also an
affiemative, dyaamic frecing of the mdwidual for action

To realize his potential, 1he individual needs 10 grow and develop
through me and expersence which are of greater duration and significance
than the school can supply  Therefere, we choove 1o <y that while the
school helps wath the reahization of human petentiab, it 14 hikely 1o make only
a past of the total contribution 10 ulimate realization or fulfillment

Some Expressions of Humair Potenticl

Both: hetoncally and currcathy . one con find wave m which human
potential expresses gl

U In Western aivaby mon, ~omie of the st o human Unnhing and
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" creativity has been generated by the liberal arts and the bumanities. In the
stody of philosophy, litcrature, and art, one can find ‘many of the highest
aspirations of man. When these subjects are tauglt in such a way that they

" beoome selevant to the learncr's Jife in his own timis, they can have the

effect not only of releasing in hun expressions of his unique scif but also of
permiiting him to contribute to the great tradition of the liberal arts in
Westerg, society. . . ’

2. Science and technology have provided avenues down which magy
persons have advanced in improving the welfare of mankind while they
were living out their unique selves. - ",

3. In the arca of corporate and political Living there are formed darzl-
ing dirniays of what the human psyche can produce both {or the total benefit
of man and also, unfortunately, for his detriment. In studies of such an
area of social sciences a student can reveal a part of himsc which might
remain clpsed in other arcas of studf. T

4. Perhaps on of the’ greatest stimulators of the ustold Teaches of
man’s mind occurs when he enters into the spirit of a culture which differs

" tadically from his own. For example, to live in imagination the life of a

South Sea islander who navigates his canoe by the delicate sound of the
waves slapping its prow, or of the Eskimo who relcascs the art form in the
object that he holds in his hand is-to find in one's self untold capacities
for imagination and appreciation.

To pmphasize the creative freedomt inherent in the human being ts not
to decmphasize his capacity to be committed to ideals, to be engaged in
exacting mental and physical pursuits, to be loyal and seif-sacrificing, or to
live by principles and convictions. We are concerned with freedom within

" asocial context. We are convinced that hurmian potentin? is released in pant

by participation in and interaction with groups and all the commitment
that such participation and interaction require. Aithough living in a group
exacts a toll of freedom and encrgy from each membets such participation
repays what it 1akes, with intercst, in sccurity and belongingness, which in
turn can serve as a basis for releasing motivation and creative insights.

How May Human Potential Be Releosed?

These examples are meant to indicate that human potential 15 a mulu-
dimensional, many-faceted, personal possession of the human spint with
which educators are concerned . 1t is the responsibility of school people to
manage the educational content and the learming situat on in such way that
for each pupil these nchoate forces within him become awakened and
rclea »d.
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Mo one can say spevitically and assuredly what relcases human poten- -
tal'm a givea iny ance or situanion. The factors which effact release are.
appaseoly aumerous, and they are ulso compicx ip their.interrelationships
and in the timing with which they should be introduced. What strikes a
mpowt chord in onc pupil may keave another completely untouchied
Moreover it is possible that a given stimulus may fail 1o stir a pupil at one’
time whereas carlicr, or p:rhaps later, this same stimulus might have been
elfective. The human being is always growing, changing, adling new experi-
ence», forgetting old ones, and refusing 1o be simplified so as 1o conform
10 a neat educational theory. . .

Furthermore; human development bin iof it clements of unpredict-
ability. Though there s a core of human behavior and learning that is amen-
able to scienufic study, this predictable core of behavior is the least iropor-
tant factor in making a person a human being. Reflexcs, instrumestal
‘conditioning. and learned responses which man shares with the whols animal
world are not what give man his uniquencss and dimity. Man's potential
for creauvity, on the contrary, is a necessaty ingredient of his buimmness.

"7 This creativeness is esseatially unpredictable. Thercfore, one should look
with suspicion at dogmatic statements about what techniques or procedurss
will or will not work 1o release man's csseatial humanness.

, Cousider two contrasting examples of the unlolding of human potential

.. . uoder rather different cooditions: ‘ .

One day during the reading hour, a sccomd grade tescher noticed an
inattentive girl who was ¢ny osued with something that she’ wns holding

, bencath the wble. ‘During ihe «ourse of the day, the tcacher found an
opportuaity to ask the girl what she h.d been playing with during ‘the
reading period. Although the gul looked startled .at first, she respotided
to the smile of interest that she saw in her teacher's face. From her pocket
she drew a little figure made from a wooden dixic-cup spoon. A foce bad
been orayoned on.the spoon, and the doll was dressed in & long skirt.

"¢ “This is Sally,” said the bide gil. “Ted me about Sdily,” asked the
teasher. The girl then revealed that Sally wa. one of maay characters she
had created.«She went on to describe the pia she was making up for her
characters. Perceiving huw involved the piri was in her dramatie production,
th: teacher encouraged her te work on at openly in Ler free time. She set
axde a corner of the classtoont for the child's deamgtic play, knowing that
other children would catch the fover of creativity from her This 1s precisely
what happened. Soon a Jarpe part of the class was involved n”creating
characters and dramatic sitvations in which they cold perform. S ch an*

__.cxpenence-may-teveatto chtdren an aspect of themsclves of which formerly
they may have been quite unaware, and which will forever remain in their
memory as a small pointer to what they might tentually become.

”
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" The Sceomd caampic o of an easching, sdenianding teacher of soence
who chpiaswed 1o hos pupils the importance of koowledge, accusacy. in-
formatos: and peoustence Some of his colkeagucs many < hes pupth
thought he was “to {ough ™ What he communixa Jearnets, however,
was a +pint of cnthusiasny, boundless inguintiteness. and aws fot the world
that 1 revealed by screntific methods The force of his wbus made a e
mendous intpac: on his pupike. At timces, the teachet seemed ulmont oblivions
- 10 the indivadisat lorners before lum. yet he lelt cach once wab an capan.
v, sivencess and moti aton that surpsed cven the pupds themselhves Learoen
capyed the Glisfuction. that comey from eaccflence and craftsmanshep
Throogh ali his appazent d--regand for todividuab 1 the dassfoom, the
teacher wontnually throw out kads, sggestiond and ingumg pov-isities
fot fearners 1o take grand pursue 09 thesr own He showed boundiew
Pl for and intcrest 6 pupids, who car 1o him m 4 seady stream for
Jonsulmnt help with theyr indindua! projects . C

1t should be noted that indin idualizang teaching o a ‘narter of degrec
. rather than s all-or-done endeavor Undoubicdly all wachers indavidualize
. their woshing, to wome cudnt, and for <ome pupiks Jpore than ‘others. A .

major purposs af thty yearbouk T Wi encourage teathers to ‘become crva-

fively wyolved g making cducation more reievant to more puprls on mure
wéeasions than they have dote i the past ) .
B To this end, the following suggesuons lof indigdualizmn: ieachng to
telcase potential may prose of interest and worth- '

1. 1o inde Wdualizing reaching, the cmph e 1 on the pupil as a person.
the teacher as a preson, and the inifractn. ther teics place beiween them
tn such an wteerv=.nl eelatoratup, e pipd can Yoce the aorkd and
accept humsell p v hich Sacitinates sclege of parconal
“For cumgx.‘r,',&' ollepe ahdeat recently upproached his biology pro-’
fevsor with a i XA <o «hether he <haold cohtinue his premedagal
program. As they cytkel i, tiudent stated. almoy o1 B surprise about hum-
olf, that s the pad he had been planmng W@<udy Medcine pumarily jo
prose to humscll that he possessed enouph brainpower to finish medical
«hool HE hatt naver 1alied with unyone about why he wanied 1o be 4
phy<tcian o1 what he <aw in the owdical profesion Recenily, however. he
had discovered that he was beroming tembly afrad he raught fal Hr
' anuicty was mounling fo a poini at which be was bocoring physically 4l
and ctually beginning to fad i his college work ‘ o
In s interaction with the insjructor, the student began hoaestly to
. . face the sequircments of the world and his inadoquacees a5 3 person, so that
he way able 10 release the cocrgy that Mus ted up in his antuty about
himsel as a persan Bevause the metrucior had piovausly responded to

» r
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the student as a whole person, the student perceived him as one with whom
he could calk about things so important 10 himself and yet so- threatening
that he had never revealed them to anyone else. - ‘

What was the spark that the instructor provided to touch off the stu-
dent’s explosion of self discovery® Was it the teacher's enthusiasm for
biology which reflectpd the student’s o.xn lach of enthusiasm to the student
himself? Was it the look of self-doubt which «ecasionally appeared in the
eye of the student to which the nstructir wa- “sensitive and responsive?
Was it ust the fact that the instructor was at hand when he sensed that the
ttudent wouid like to have an oppertunity to unload his burden? We canno:
say for certain, but we can say that the teacher was interested in‘the student
as a person with feelings, doubts. questions and aspirations. and not just
as a name on his seating chart in the course “Biology 15.” .

2. Individuahzation oecurs when 4 teacher recognize: and responds

to the emotional reactiony of the fearner as well as to kis academic achieve-
ments. his inteliectual #istakes, or his mental deficiencies, i.e.. when the

teacher responds to the pupil as a whole person and not just as a feamer
of specific subjeci matter.

One can push this idea even further It is ymportant fur teachers not
only to respond to emotional reagtions when they occur but also 1o seek to

establish conditions for emational as well as intelicctual responses in the |

learning situation Teachers need to behave cnthusiastically, so that they
may provide the call to pupils to respond. to act, not just passively to receive;

“in passing. it should be mentioned that pupils may be attracted to a
gven teacher because of a varicty of motives, not the least of which is
sexual There 1s a feathery hine of distinction between a teacher’s being
evocative and being provocative Teachers need to recopmize *hat many
motives dnive their pupils, and they themselves nesd to respond to pupils’
motives that are meet closely allisd to the learning sitoation.

¥ Indwiduabization occurs when the teacher goes beyond ardinary
whesement One teacher. for example, may teach the three Rs with preci-
sion and persistence. ac a comequence. his pupils achieve well i fis educa-
tonal goal w teached  Another teacher makes a-hievement 1n the three Rs
4 means 10 the cod of mnuwuﬂg the rupd 1o further learming, of cxciting
the pupil ahout some aspect of his world to be further caplored, of releasing
n a leamer confidence in his own competency. of trgeering in another
learner a burst of creative endeavor The second teacher hus vome closer
o indiiduahizing teaching than has the fir

4 Indvidushzation alwo occurs when the teach + considers the pupil
10 be an indiwidual with umgue percepiions. values, concepts and needs,
M whert he creatively fashoms learmne opportumities 1o enhance the pupils
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individuality. T’caching is designed to make learncrs less like each other -

rathér than more like each other. It is the teacher’s responsibility to bring to
learners his perception’of what they can become, to bring this perception
in such a way that he releases the catch-spring of their desire to achieve the
best that lies within themi. - B

* . . ® . R
5. Individualization is meant to le

.to commitment and purpose,
¢css of the demands of truth. and
justice. For ‘example, students on a fig)d tiip to the state capital may fail
to internalize the lesson such a trip offgks if the teacher docs not help'them
analyze and accept fully their responsibility to become personally involved
in representative government.

Neither this nor any other book can do full justice to the innumerable -

.ways in which the latent forces in learners-can be released. Each teacher,
being a unique person, has in his own personality and in his own 'tea'qhing
situation unique instrumentalities for stimulating pupils with whom he has
contact every day. Two teachers, both of whom are immersed in the classics,
may.use thiése resouices in different ways in reaching the variety ‘of pupils
whom they teach. A teacher in the metal shop may literally use the machin-
ery of the shop as a lure to call ffom his pupils those latent impulses toward
humanness and possible greatness which reside within them.

Achieving Individualization Through
Curriculum Content - | =

Individualization of teaching docs not replace or supersede the content
of education. Rather, individualization brightens and enhances content. If

the rofc of curricullum Content may be compared roughly with the part the -

booster rocket plays in the flight of an astronaut, then individualization may
be analogous to the last-stage rocket which puts the capsule in “orbit.
However, in education the booster rocket and the last-stage -rocket fire
simultaneously. '

We believe that individualization of teaching is incrcased. when edu- -

cation rclies as much as possible upon reality and upon actual expefience
for its-eontent. Obsérvations, firsthand experiences, and direct contacts with
the world arc the raw material of education. In general, the more direct the
transactions the pupil can have with such raw material and the more often
such transactions ‘occur, the better. ' ‘

Two qualifications need to be added immediately. howcver. First, to
say that observations and unmediated experiences are raws material of
edueation does hot imply that all education has to be built upon direct
experience. Certainly, pupils can learn vicariously. Nevertheless, their vi-
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carious experiences will be more meaningful and relevant if they have h‘ad
firsthand experience: at some time during the educational process s that
they lave at least the flavor of what it is like to deal with the phenomena
of nature with their own senses. For instance, a pupil who has seen a bird
‘build" a nest or who has watched hydrogen bubble up from the materials
" in his test tube in the laboratory has a better foundation for understanding
‘abstract concepts of nest building aud. of chemical reactions than a pupil
who has not had such experiences. .

Second, education is just beginning when direct contacts with nature -

and human activity have been made. Education is the process by which
the raw material of thesc experiences is fashioned into the more or less
finished products of generalizations, theories, poetry, and artistic production.
Acquisition of skills, as in reading and arithmetic, by which the pupil can
transform his raw experiences into some formulated product is one of the
main tasks of education. In the process of teaching these skifls, a teacher

- must-indeed be blind if he cannot find at least a fqw opportunities to point

~ out the personal relevance of the ongoing activities to the lives of his pupils.

Reality and the mechanisms for its perception are not formless and in-
coherent. There is pattern in each, and the pattern can be discovered and
formulated. In discovering and formulating patterns in the raw material of
nature, pupils may learn what past generations of thinking men have said
concerning their insights into the patterns of nature and of human life.
However, past formulations are not necessarily complete or sufficient. They
need not be worshipped. They can be studied and understood, and insighss ’
into the historical and social reasons leading to the formulations can be
learned. Teachers should not always be content with them, however, par-
ticularly if learners have not participated in their own personal process of
formulating and creatively expressing the patterns which they perceive in
the raw material of their cxperiences.

“The possibility and desirability of reformulating old concepts and com-
bining these with new concepts should be held up to the learner as being
within his grasp just as they were within the grasp of geniuses who lived
long ago. The luarner need not be wedded to the past, but he may legiti-
mately consider past formulations incomplcte and amenable to further
elaboration and refinement. Thus the learner can in principle join great
thinkers of the past in their efforts to clarify rcality and therebv become
more deeply rooted in the human enterprise. For example, a pupil may
observe that a steel nail held in the yellow flame of a white candle will
produce black smoke. He has probably perceived comparable phenomena

. many times. Other mgen before him have observed the phcnomenon and,

like him, have been led to explain how it happens.
Whether expericnce of this kind becomes personally relevant for the

( ' - 4
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pupil, however, depends largely on the way the teacher handles the situation.
Is he himself moved by his perception? Does he wonder about the relation- -
ships among the nail, the flame, and the candle? If the teacher himself is
insensitive t6the world around him, or if he lays out dogmatic descriptions
and explanations of phenomena, the pupil is likely to assume a passive role
toward his experiences, a role in which little internal unfolding of imagina-
tion and insight takes place. Much of life may go past the pupil under these
conditions without his responding to it. Countless opportunities may be lost
for him to join in his own way the efforts of mankind to comprehend the
universe. . '

If, however, the teacher structures questions that lead the pupil to in-*
quire into what he has observed, to respect his own hunches, to formulite
hypotheses and to test them, the teacher can help, the pupil make his own
statements of cause and effect relationships. The resultant discovery, whether
formulated by the pupil in systematic scientific terms, or in a poem, or in-
a painting, becomes his personal possession. As the pupil delves into the
past to study how other scientists and artists formulated their problems
and their solutions; he joins them by vicariously sharing their contributions.

Barriers to the Release of Human Potential

 There exist several massive social barriers which reduce pupils’ po-
tential to learn and to become as completely human as possible. Such bar-
riers are racial segregation and restriction of freedom, cultural deprivation
" as found in populations in the inner city, social malaise, disorganization
and apathy, and general dissolution of mu. that people hold dear. We
believe these barriers create problems which belong to society as a whole.
The problems impinge upon educational effort, and the educational system
must either work in concert with other social institutions or work indirectly
through these institutions. L T
There are, in addition, psychological Barriers which inhibit the teacher
in releasing pupil potential. To these internal, psychological barriers we
now turn our attention.

1.- Teachers may fecl uncomfortable and cven frightened ubout con-
ceiving of their professional task in such csoteric terms as “discovering,
developing and releasing human potential.” Teachers may ask what their
daily teaching duties have to do with discovery, development and release -
of hidden forces within the minds of pupils. For example, a kindergarten
teacher may want to know what “show-and-tell” time in the kindergarten
has to do with children’s discovering their inner powers. When Johnny
paints a picture, can one really say his potential is emerging? When a class
visits city hall on a field trip, is the potential of its members being unfolded?
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Or are we simply rationalizing in abstract, llowery terms what is really a
routine activity called ‘tcaching? N _— .

To ‘the teacher who faces a classroom filled with what to him- may
appear to be recalcitrant. and obdurate human beings, the language and
idea of releasing human potential may seem to be exceedingly idealistic.
Indeed as we have implied earlicr in the chapter, educational activities in
and of themselves do not necessarily release potential within pupils. They
“only provide the situational context in which individualization can take .
place. ‘ . ' ‘

We do not seek to have teachers idealize the teaching-learning process
in romantic or sentimental terms. In fact, we prefer that they be tough
minded and reality-centered rather than scntimental about the learning
process, the content of education, and the individualization of instruction.
We do, hewever, desire that they be ablc to perceive and try to understand
the chair of psychological events between little Jane's telling and showing
to her classmates in the kindergarten and her- discovering something about
herseif and her powers that would not have appeared but for that activity.
‘For example, Jane may show her classmates the doll set that she geceived for
Christmas. What happens”? Only the alert and sensitive teacher can tell what
this experience means to Jane. Does Jane come out of her world of fear and
fantasy more often after this experience? If so, the teacher might be en-
couraged to give Jane similar opportunities later. Does Jane lord it over her
" classmates during show-and-tell time? The teacher might then wonder why

she is driven to do so. Perhaps Jane needs to be encouraged to respond more -
favorably when otheggchildren take their turns. Or perhaps she needs to have
. the unreserved praise of the tcacher, to satisfy what may be her unformed o
feelings of emptiness and longing for acceptance by others. Only further .
exploratory moves by the teacher can determine what the experience means &
to Jane and how she can profit from it. By pursuing questions such as those -
raised here, a teacher helps to individualize for Jane her part in show-and-
tell time. % o= '

2. Teachers may also feel that emphasis on releasing intellectual and
emotional powers within pupils forces teachers to become psychotherapists
rather than pedagogues. If discovery of human potential is . > important,
is the role of the teacher as instructor ohsolete? Arc we advocating " that
teachers bceome psychological counsclors? ‘

' Ags cvery teacher who looks at his tcaching knows, there is much about
tcaching that is similar to psychotherapy. More psychotherapeutic principles
can be applied to tcaching than one at first realizes.!* Counsclors and psy-

¥ Association for Supervision and Curriculum Dcvclbpment. Perceiving, Behav-
mg, Becomigg: A New Focus for Education. 1962 Yearbook. Washington, D.C.:
the Association, 1962, :
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chotherapists emphasize“the necessity of dealing, in any interactive pracess,

with the feelings of people. Teachers, too, understand that feelings of pupils

affect their learning, arid counselors point out the importance of communi-
- cating'to the counseior one’s understanding of the counselee’s internal world.
Furthermore, psychotherapists underscore the necessity of communicating
- genuine affection and respect to the person. So do teachers. When this com-
munication occurs, therapy in the broadest sense of the term is going en.

Being responsive and sensitive to the’ feelings of others and communi-
cating basic understanding and affection do not interfere with the teacher’s

responsibility to trunsmit the cultural*heritage or his responsibility to see

that pupils know bodies of facts or that they develop intellectual and con-
ceptual skills. Striving for openncss and treativity while trusting the pupil

" is both therapeutic and basic to good teaching, and it is by nomeans con-
tradictory to the many different roles that the téacher~must play. Further-
more, developing a feeling of identification, is both possible and desirable -

for the teacher. For example, when a teacher has made a reasonable assign-
ment, it is possnble .for him to say to his pupils: “I know that learning this
set of facts is going to be difficult for you. I appreciate the’ frustrations
involved in learning it. Nevertheless, sy experience with other pupils has
‘told me that you will need to know this soon, and i you do not, you will be
handicapped With this in mind, ¥ have made the assignment and wiil hold
you to it.” '

There is much about teaching, however, that is not therapeutic in the
sense intended herc. 1n saying this, we recognize that the teacher plays many
roles besides those of counsclor and instructor.'* He is also an administrator
who must make decisions about people as well as with them. He must deal
with the pupil's performance and achievement as weil as with his person.

Ordinarily a therupist docs not need to ¢ngage in evaluative, judgmental

activities. A teacher, however, cannot escape such activities.
Furthermore, the teaching role not only fails to correspond complétely
with the therapeutic role but also goes beyond it. There are aspects of the

pupil’s life and achievement that are of no concern to a teacher in his role °

as therapist. For example, development of skills and attainment of new
knowledge are largely irrelevant to the thcrapist but are an integral part of
the teaching fuaction and should not be downgraded in impprtance in the
eyes of the teacher.

The “nontherapecutic™ aspects of the teaching role are not to be ignored
or rejected in favor of the therapeutic. Rather, they are to be set in the
context of a therapeutic attitude toward pupils, just as the therapeutic role

“ William C. Trow, Alvin F, Zander, William C. Morsc and David H. Jenkins.
“Psychology of Group Behavior: The Class as a Group." Journal of Educarlonal
Pcychology 41:322-38; 1950. .
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s of the teacher must be set in the context of the instructional and adminis-
trative roles of the teacher. For example. a teacher can evaluate the aca-
demic progress of a pupil therapeutically by including in the evaluation
information for the pupil about how he can improve his performance, and .
by bearing in mind that the mark he gives the pupil will have repercussions .
in the pupil’s feelings and his self-evaluations. The teacher needs also to
consider that these feelings must be taken into dccount in further dealings -
with the pupil. Perhaps the pupil is dejected over a low grade or ‘a ppor

~score on a test. Is this of # concern to the teacher? Should not the evale-
ation also show the pupil how to improve? Or if the pupil is elated about
» being placed on the honor roll, is not this response also a part of the whole .
“educative process? . ' ' '

3. One of the subtlest problems facing a teicher who attempts. to
individualize his educational efforts is the mater of what concept of society
should govern his efforts. Our society has been described in many differept
terms: affluent, bureaucratic, enclosed, postmodérn, technological, tyran-
nical, depersonalized. A teacher does well to examine his own concept of
society to see to what extent it enters into his relationships with pupils in -
the educative process. Do the efforts of the teacher lead pupils toward suc-
cessful living in the future in a particular kind of society? For instance, in
a technological or au afflucnt society? Has the ieacher pointed his teaching
toward a golden age that no longer exists? Such considerations color the
relationships a teacher establishes with his pupils. For example, a teacher
who is excessively idealistic may rapidly lose contact with those adolescents
who are in a rebellious frame of ‘mind, and who arc discontented with a
romantic view of society. '

Teachers sometimes have had held up for them the ‘ideal of a simple

- idyllic world in which man is-pictured as being “exquisitely rational” and in
which the only barrier to self-actualization is psychological defensiveness.'
To what extent does this portrait of society lose touch with reality? Does
such a goal in education prepare pupils to exist under less than utopian
situations? Does such a goal alienate from school those pupils who experi-
ence the world as a disjointed place? Docs it create in pupils an idealism
which is likely to result in the reverse reaction when rcality of life outside
school is faced? o ‘

+ The position of the committee responsible for this Yearbook is that
education should prepare students to live in a pluralistic world. This is a
world which’cannot be characterized by anything short of paradoxes and
contradictiors and difficulties. Such a portrayal of the world does not rule
out idealism. It does not mean, however, that a student needs to accept

" Association for Supervision and Curriculum Development, op. cit.. p. 3.
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“such a contradictory world wnthout attempting to do somethiag to change
it. Neither does it rule out the realism of facing today's and.tomorrow’s
difficult social conditions. .

4. Teachers may raisc a questign concerning the relat:onshlp between
authority and the process of releasing hunkn potential. Is exercise of
autMdrity. detrimental to releasc of uman potential? Does human potential -
find its release only in a nonauthoritarian atmosphere? '

‘Stugies of authoritarian personalitics,'®- particularly in the homc, in-
dicate that harsh, threatening parental -discipline, parental love that is con-
ditioned upon a display of approved behavior, and concern about family
status and family hierarchy seem to produce childrén who become authori-
tarian adults. On the other hand; when the childhood situation in the home
is characterized by reasonable parental discipline, unconditioned parental
love, equalitarian family structure, afid nonconcesh about family status, the
product seems to be a person who lacks authoritarian traits. Extrapolating
from such studies, one mjgh’ suppose that the real issue at stake is how the
teacher uses his duthority. If authority is exercised with reason and accept-
ance, and if pupils are given opportunities to make decisions and to take
direction in at least part of their schooling, then we may suppose that the
effectiveness Qf authority is beneficial to pupil personality.

Unqucstionably, society invests in tcachers a ccrtain amount of author-
ity over the lives of pupils. However, the teacher needs to earn the right
to use authority by giving evidence of his competence, his humanitarianism,
and his discretionary use of the authority invested in him. '

5. Teachers may also be concerned ubout the relatnonshlp between
“dialogue” and “sequential” learning as related to individualizing instruc-
tion.”” Dialogue learning might be called “mosaic” learning, in that it pro-
ceeds from established “islands™ of learning to the formation of relation
ships between the islands. This is the kind of learning that occurs most
readily through informal discussion and participation. It is a way of ap-~
-proaching a problem from us many points of view at a time as is possible.
It is what occurs in “‘buil sessions” and friendship groups.

Sequential learning is the kind that usually goes on in schools. A given
topic or problem is dissected and its parts areorganized into a scquence
to be learned in “proper” order. The lcarner attacks onc segment at a time,
as in arithmetic or science, and is not allowed to go on to the next scgment
until he has mastered the previous one.

In mosaic learning, the learning is mcndcntal to the experience. Con-

T. W. Adurno, E. Frenkel-Brunswik, D. J. Levinson and R. N. Sanford. The
Authoritarian Personalitv. New York: Harper & Row, Publishers, Inc.. 1950,

" Marshall McLBhan. “A Fresh Perspective in Dialogue.” The Superior Student,
January-February 1962. p. 2.
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sider, for example, the way-a boy takes his bicycie apart and reassembles
it (assuming that he is maturc ¢nough to do the job in the first place). He
i3 likely to begin the task at any point and carry it through to completion,
with perhaps more than one gentle nudge from his father. He lcarns much
,dbout the-mechanism of a bicycle in the process. The process is not formal-
ized, subdividgd, and put in sequential order. Rather, learning occurs in
‘a form that can best be described as a mosaic. Insights are obtained wher-

ever possxblc without havmg onc step built upon another. If the boy were
to learn bicycle repair in school, however, the whole process would un-
doubtedly be unraveled and put into a logxcally ordered sequence.

, There are advantages to both kinds of Icarnmg Mosaic learning is
tore natural and probably more involving and personal; sequential learning
is probably more efficient. It is desirable, from the point of view of individ-’
ualizing learning, to introduce dialogue or mosaic Igarning . in addmonal
portions of the curriculum..

Among the psychological barriers which may prevent teachers from
working effectively to releasc potential' in their pupils, then, are teachers’
own misgivings about their tasks and roles, teachers’ concepts of society
and of authority, and their views of dialogue and sequential learning.
Despite these barriers hiiman potential is released both fortuitously and
by plan. We urge that planning for releasé of human potential be made in
the future much more consciously and carefully than jt has been made in
lhe past. Having now considered cultural factors which undergird the plan- .
ning, we project in the next chapter an image of man which beats directly
on ways in vhich teachers may work with individual learners.
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) / An Image of Man:
The Leatner Hirﬁself‘

James B. Macdonald

°

KNOWLEDGE about teaching is directly related to and at
times is a direct corollary of man's knowledge of human nature. It is hardly
possible to conceive of -a teaching situation that does not involve, at some
level of operation, belicfs concerning human learning, development and
relationships. These beliefs are .present and embodied in the actions of
teachers as they plan, organize, interact and evaluate in classrcoms.

The sources of beliefs about man are vaiied. Some beliefs are learned

“through our own developmental expericnces as primarily+incidental mat-

ters, perhaps through the attitudes of others. Other beliefs arise frop our

common sense analysis of life. Religious beliefs are further common sources

of our beliefs about man. And, of course, scientific knowledge can be the

_ cornetstone of our beliefs.

During the past fifty years many attempts have been made to shape
the beliefs of teachers about the nature of man. Child study movcments,
courses in the nature of learning and human development, and the use of

+ psychologists, social workers and psychiatrists .in school settings -core

readily to mind. Whatever form these attempts have taken, they reflect a
common belief of a most fundamental nature: that the functions of teachers
which ' promote learning are inseparable from the nature of the human
beings who are functioning and learning in the school situation. It is the
purpose of this chapter to reaffirm this belief and to rephrase it in the
form of a specific image of man which reflects our empirical knowledge of
human nature.

Knowledge ot man that is open to empmcal validation requires more
than empirical methodology. It requires a schema for selecting and organiz-
ing empirical data. These organizing schemata have been called many
things—from metatheory to images of man.

* ‘The sources of our |mages of man are not at all clear. These nmages

- L3
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are not.entirely empirical in derivation; rather they are emergent through  *
the totality of man’s experiences. We believe, however, that' an image of
man is necessary for the selection, ‘organization and interpretation of
cmpirical data. Further, it is our image of man, rather than so-called “facts,”

. which guides us in our conscious cognitive interaction with others. it is
this understanding which may help to explain why many rescarch data Re
untouched, for without a-coherent image of man we cannot expect usefdl
research or intedligent understanding of the vesults. - " -

Images of man are, however, not free of their ¢mpirical groundingsy
They are heuristic devices to be accepted solcly on their successful ordering}
of the daia of human experience within the framework of empirical meth-
odology. Thus, images change as man develops more knewledge about him-
self and in turn fertilizes the development of further knowledge.

The social scicntist as 2 man is never free from the basic social and - -
cultural value orientations and forces in the milieu of his cxistence. There

. '.u:c of necessity deep and lasting psychological relationships between the

social scientist's scientific image of man and the fundameatai values of his
total eaistence. Yet within that limitation there is a range of images within
which to order the data of his experience. Nevertheless, one would be
remjss in failing to point out the corollary of the proposed scientific image

" of man and such fundamental social values as freedomi. individuality” and
human: dignity. o

As we have implicd, the purpose of this chapter is tu present the out-
lincs of an image of man which at present scem most harmonious with
scientific knowledge. This image also corresponds with the personal values
of the writer in relation to the task of ordering and selecting expericncgs
with human behavior in the classroom. The outlines of this image of man

* vl be given substance by addressing oursclves to four questions: What
process of development? What conditions for growth? What kind of self
image? And, especially, what kind of education? ‘

-

The Process of Human Development

The process of human development is considered here to be a process
of becoming.! As such, the process cannot be described by analogy as an
unfolding of an organism along predetermined paths. It is, rather. a process
whereby the person is always in a transacti nal relationship with his en-/,
vironment. This relationship includes individually unique choices and the
vagaries of unpredictable circumstances as well as the mechgnisms of bio-
logical growth and the predominant socialization processes of a society.

t Gordon Allpart. Becoming. New Haven  Yale University Press. Inc. 1955.
b}
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Development is, 1 other words, a creative, self-actualizing phenomgnon,
ay well as a predictable pattern of gronth and socradization. "
The essence of developmicent eludes the viewer unless the realm of
personal responssveness is considered as foremost in the appraisal of devel-
opmeat processes. Or, to put it another_way. growth, maturation and
socialization are much more useful for understanding simdarities than they

. are for the consideration of differcnces. Thus, when viewing the socializa-

tion process, we may readily see how language becomes a gart of the child’s
development; how scif -concepts emerge; and so on. What is missing is the

* dimension of personal responsiveness 10 the socializMion process. Likewise,

in the biclogicel realny, the forces of maturation explain much about walk-
g, sexunl maturatiog. etc . but hitle about personal responsiveness to
these” developnients. : )

. What this means is illustrated when we view man historically and .
-individually. Rather than ask the question, “How could mfan have come so

far in developing such technology and social life", we are more proue to
ask, “Why has'man failed so miserably in ridding the world of war, disease,
famine and starvation?” O, rather than marveling at individual men and
asking, “How could an Einstein be?” we may ask, “Why are there so few
great men?” It & because the answers must lie in the realm of whateman
and society do to the clement of personal responsiveness that the questions
are phrased differently. In other words, we gre not concerned here with
how man can condition. and has conditioned, himself to his present state.
but with how: this very conditioning process has affected the creative, self-
actualizing, persons! aspect of his development _

. The basic propositions undcrlying the approach are. then, that man
has a personul, sell-actualizing and creative capability not limited solely
by biology or comditioning; that personal response is the avenue through
which indiviguals stretch and may reach their potentislities; and that a
view of human development which wishes-to focus upon humuen potentiali-
ties must center upon the developmental aspects of personal responsivenesy,
Gordon Allpont catches this. feeling well when he says

We mamtain. theretore. that personadiy 1 poverned not only by i act
of simub upon . stender endowment oF dines common 1o the species The
Process oF becomung v governed, ay well by o diposthien o reabize s pos-
sibibttes. £t become charactenstically human o1l stages of development
And one of th * capacitiey most urgent os adiv il sk of e that s ) iware
sclf-crrcal an b sclfwnhanang ‘

"A H Masdow  Ceeataty and Colture ™ € rantiiany und I1s Cilter o 34 H

Anderson cditor New Yok Hoarser & Row, Ptk fng . 199
Ploaudan Allpart op crop 20 .
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I anolh’ context, Allport waysy:
Hence the indsvidualdy of man extends infimitely beyond the phny in-
dividuality of plants and ammals, who are primanly or cacluwvely "crearures
of ropism or imtinct Immense hotizons for individuality opea when billions of
cormical cells are adde 1o the neural equipment of lower specics, Man talis,
laughs, feels bored, devclops a culiuse, prays, has a forehnowledge of death,
studies theology, and strives for the impsovement of i own persomality  The
snfinitude of resuliing patterns 18 plainly oot found 1n creatures of instinct. For
this reason we should excroise greot caution when we extrapolate the-assump-
ticns, methods and concepts of ratvral and brological scence to our subject
matter. In particular, we should refysc to carry over the indaference of other
scicnces 10 the problem of individuahiny ! . -

The individual lifc cycle is a process of becoming charactenized by
the individuslity and unigueness of the human being. not cach becoming
a man in 8 peneric seose, but cach becoming a human mdividual with
myriad potentialitics not known or prediciable in any absolutc sense.
" Just 85 an historical view of man may be scen as facing a “triad ol
limitations™ ¢ with the goal of overcoming them, the hie cycke view of man
has its purposcfulness. This purpose may be scen as. Buber vicws it in
relatedacss, oras Tilich ™ secs it in {icedom from anxictics. Fromm * calls
this goal productivity; and Lmdner.” productive fubcilion. Whatever view
of purposefulness we choose, throughout cach weew funs the thread of
freedom and individualny, winther for individual maturities’ sako or as
the basis for higher relatedness Whatever its terminal status, it is as Maslow
says. "o self-actuahizing process.” and a1 unigue to the carcumstances and
heredity of the given indasidual. .
The development of an mdividual s an extremely complex and per-
plexing matter. ‘theones abound and orpamang whemata vary from
Freudian phases ' to desclopment 1asks,'* of nartaative behaviors.'? What
‘tbd , p 2T | .
*Robert Lindher  Prewtipbun tor Rebellion New Yorh Holt, Rinchart md
Windon, Inc . 1982 .. '
*Aarhin Bubes fic1e con Mon and Mun. Bouon lkuofﬁtﬂ. 1934
‘Paul Tollkh The Crurace To Re New Haverr Yale Uniseruty Prow, 1992

*Besh framm Ao by Hlinuft New Yok Holt Rachart and Wiadon. Inc.
g98°

“tandngr gt il .

CEoh H ) eghwin Chadhong and Mxacts, New Yorl W W Norton 8 Co.
fre . jta . .

- i RhNH ‘,J\aﬁﬁuld n(s('rlpnlrnld_' Fondo oonf fdy(n:.,m N(r'val m\d
1174 TSN SUNN LIS KARS ’ . .

- U Amold Gescll sod Frances My The Chddd foor Fae 10 Tem New Yorb
Horper & Rom. Pablichers Ing 1940
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i most oftsn omitted is cowdennon q(pcmmlmpome e00/0t TespoLr-
seatgd here is focusod.”

Whot Conditions. fo® Growth?

of conditions which have been called “the @ priori ooaditions,™ “ibe social
condhions.“and‘%hemuimalwndiﬁom“"?nﬂéppoﬂm&y(apom;—
tal to develop is dependent upon the existence of sl three sets of cond-
tions, each in its own: way. - o S

The A Priori Conditions

uﬂmuupommadeqmmmwmntodcnhphmnm.m
experience normal (for him) physical growtk, und must have proper nuotri-
ﬁomhm!hmnsbmmﬁelxkdmy'orauotmwmwm
mhinﬂwmmrﬁngddndmebpmudhumpatmh}.ﬁmm
ditions ar: important 10 all animal life but are ncoessary before humsn
polential may develop. They ‘are “givens™ which are basic but pot specifi-
cally humanIn sature ' . A
: An understandig of physical growth. nutrition. and genetic lack
- yhysiological damage is essential for providing the beckground .of

de\tbpmemdhumnpamml,llhm&nd&cfclobube ;
- condiiion for ‘developing poiential and will be assumed as background in

fucther drscosscn. :

" The Sotiol Couditioss ‘ !

. . Human boirgs develop and ure distinctly tecognaable as suchin the
conteat of social relationships which involve the use of signs and symbols.
Societics and cultutes provide framcworks for'the development of human

- veings. They t ach the individual how 1o act, how to symholuze and con-
ceptuzlze, and how o perceive himself amd his cavironment ,
- In arder 10 become mimimaily human, an mdividual sgu-t karn to
.meract with others and musi operate thinugh the prﬁakm symbolsc
system, und-in the process, b must leam W “«we” hinred! and his world
as others sce him His bzue quest s toward mastery of common undes-
s*andings about' stalus and rolcs. dbjects and ideas humel! ind others

‘ The mannes by which the indmddal 15 “<ocralind™ s abko of ~rear

importance  The degiee of understanding. love: acveplane, recogmition.

"Thes aiea a3 suggsted b ine wonh of Hasbey Shamts Thatra: und Po-. b
eeaps Camby dpe Hatvand § neer o+ Prge. 1961 :

ﬂuanymmemmmibtmamw:mmmmm.,

The opdmnm developmenx of human poiential is related to three sets

A piori conditions are genetic and physical uy-char scter. An individ-
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hostulity and aggression. for cxumplc‘, will have deep tonscquences upon

his personality formation. So, the content of his world and the process

- which he encounters will be sct by his” particular social conditions.

’ : Social conditions are mimmal conditions. They provide a framework -
by which the indiidual becorges human They are, however, essentially
closed In natuze. No matter what the structure of a specific cultute may
he. the indlvidual is closed in \gs svmbolic umverse and world view, its-

~ customs and mores. 1ts functionh and objects. .
Thus. the basic problem df developing human poiential appears._In
order to be human, one must cxperitnee the closure of the socialization
rocess One i< taught what s appropriste to be curious aboul; what

&ings exist and what they are called: how one manipulites these objects

of attention symbolically and physically: how onc may maintain one's

persondl integration in this culture (often via defense mechapismg); and
how onc should perceive and interact with others. Yet, to develop his
polential, a person must be open. and 1t is opeaness which provides the

maximal conditions for human developn ont -
’ o

. The Maximal Conditiors v’ -

- To+be open to hife s the maximal conddtion for developing human -
potential To_be open in thought—ilygnt. flexible and original; and open
in aflect—expericncing the potential fechngs in an activity; and epen in
pesception—‘meeting the potential Stunuli in the world: these are the ways
10 mansmum development of human potential To be open to hife. hewever, |
i a rsky business demandmg a “courage to be” and a sound cgo inte-
gration

v Fingaretft '+ has presented an naghtful viewpoint {or conceptualizing
the maximal conditions for reaching potentiahtics Jn exsence. thil®frame-
work proposcs that anxiety ond cgo ntegration are “two sides of ¥ coin.”
The «ate of anxiety (which < more. than Vie comnion feching labeled
anxiely) s essentiglly a state of ego diantegration ko integration or
disintegration » een n teems of meamng scheme Thus when hife is vital,
meamnglul. end purposcful, the vRY iclatively ntegrated Whert' life w»
expenicnced as meanmgless, dull, € pueporeless L state of anxicty or cgo
dieinteps. non s predonvnant )

Meaning schemes are the ways in which one personally relates onesclf

10 ONC's Past expesences, present situabions and asprirations 1n his caistent
world. and 1o s understanding ot himself, others and phenoficia -in hus
obieet world  Thus, the ndividuad und-or the culture creates. meaning
whomes o orent hmactt and or sl to hic a~ 2 personal and uniqu\:

- <
Phorts et §oaitg ara te Filoo S I o Japintoasrnigin New Yo H‘)\u““p‘!l_, [N
“
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exiscence. and fo life as part of a general structure or system of objects.

When experience is meaningless, living: is a state of general anxiety
in the sensc that present meaning schemes do not promote ego integration
at higher levels, but reflect a process of disintegration which most often
causes the cgo to restrict its funhctioning in controllable areas..Thus, the
process of closure is cvident, and the use of defense mechanisms to ward
off the movement of the ego_into potentially open arcas short-circuits the
potential enlargement of ego-relevant new experience.

~ Schachtel ' speaks of a similar phenonienon in terms of the affective
development of the individual. Although for our parposes here his termi-
nology is not as uscful, it cmbodies one concept that is especially descriptive

-of the viewpoint being cxpressed. This is the idea of embeddedness.

Brietly, when the avenues to personal growth and potentiality ard closed,
they aré embedded in an affective state of equilibrium. Thus, the persen,
under the threat of new experience and activity, is aroused emotionally
to seck cquilibrium, to return to a lack of arousal. Rather than turning
outward and exploring the new, he turns his activity toward restoring the
Lold.

The old may be an emh‘.ddcdm:ss in primary (persohal) meanings,
or an embeddedness in sccondary (cultural) meanings. In either case, the
circuit is ciosed to the development of potential, and one may say the
person is embedded.

The individual’s ¢go structure may be viewed according to these two
basic postures described in similar terms by Fingarctte and Schachtel.
Mecaningful situations produce either gencral anxicty or open activity.
Anxicty. it shall be argued here, short-circuits the becoming of the individ-
dal, whercas open activity fosters becoming; and the process of becoming
is ereative realization and developnient of human potential. Thus, as one
looks at de¢ vclupnunlal behaviors as these are received by the world and

" ted b ek to thd child, one looks for the existence either of anxicty or of

open activity. When anaiety exists, one may assume that potential is en-
capsulated: and when open activity exists, one iy look for the enrichment
and unfolding of capabulity.

Anxiety may be the fecling of boredom which is akin to knowicdge
of the n‘icuninglessncs\ of one’s activity for self-becoming. Anxiety may
anse from threatened or genuine separation trom a state of emnbeddedness.
Alo, it may undergird pleasure when pfasure 1s essentially a need satis-
faction which incorporates the object “pleasured” into the safe ground of
cmbeddedness of the subject. It may be productive of hope when hope is
mere wishful expectation that somehow everything will change for the

*Eravst Schachiel Mewmorphonin New Yok Basic Books, inc, 1959




better, or it may motivate joy, when joy has.the guality of magical fulfill-
ment which suddenly changes the whole character of life apd of the world.
Or, anxiety may be seen as psychosomatic symptoms which remove the
person from an ego-threatening encounter with the -world. Whatever its
form, anxiety provides the vehicle by which the organism maintains a state
of quiescent equilibrium in relation to the environment. This equilibrium
is in" effect the removal of the self from any new threat in the fac:e of
already-felt ego disorganization.

. Open activity produces feeling which arises from direct encounter

with the world. It is openness and responsiveness to the impact of the /
world not sheltered by an embeddedness in some other context, but rather
_a direct transaction. Open activity is stimulation and activity, involvement,
and the pleasure of contact with objects “‘out there.” Encounter with reality
is-the significant.aspect of open activity, not the distortion and subsequent
incorporation of reality for the sake of equilibzium. It is joy not linked to
any expectation but is a felt experience of acts of relatedness. Open activity
is realistic hope, founded in satisfactions baced 'in the encounter with
reality along the way toward goals.

On the levels of thought and perception, "these basic ego structures
guide the behdvior of the individual. When “cgo integration is dominant,
one “sces” what is in tcality to be perceived. The individual’s thoughts
. are bound to the structuring of cognitiong’to enhance the basic ego struc-
ture and affective orientation. When armfxiety pervades, one thinks what
one nceds to think to preserve cquilibrium (e.g., “rationalization™), ort
one thinks what one can grasp as he faces reality.

Human development, then, may be viewed as a biological given with
its environmental and social conditioning, and its personal responsiveness
in the form of cgo orientation and its attendant affective states in the world.
It is this last which scals the biological and social forces and processes in
embeddedness, or which utilizes the biosocial avenues for greater realiza-
tion of human potential. Human development forms the contrast between
an end product and a never-ending product; the contrast between a closed
systern which “sees” and “thinks” what it has learned to sec and think in
its attempt to maintain an adjusted equilibrium, and an oper. : ystem which’
reaches outward and inward in active scarch, discovery and creativencss in
its encounter with reality. Furthermore, it creates the contrast between (a)
an individual for whom rcality /s thc defined and intcrnalized feclings, sym-
bols and thoughts Icarned in culturally or biologically embedded anxicty,
and (b) an individual who experiences reality as becoming in the creative
transaction between a person and his interactions in the world “out there™
and “in here.”
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Self-Image: The Focus of Action

When ego processes are weak, the behavior of the itMividual is essen- -
tially defensive. Behavior is protective of equilibrium, and the individual
adjusts to the world by means of defense mechanisms which accompany
distorted perceptions that allow his equilibrium to' remain rather than
‘encourage him to take in new information. Weak €80 proceésses are ‘re-
flected in a negative perception of self as inadequate, undeserving and
unyorthy; in a perception of others as threatening, hostile and controlling; -
and in a perception of the world as foreign and forbidding. Thus, the
.individual so affected experiences the environment passively, with littlc
~ curiosity and manipulation. Ego strength, on the other hand, is both result-
*ant from amd reﬂectc@.iq.openness to new experience. In contrast to ego
weakness, ego strength is characterized by a positive concept of seif, others
and the world; and by an active participatign in the world” Bower’s remarks
are most pertinent to the subject. He says:1¢ ' '

, Of major congern to behavioral scientists and educators are those factors
which encourage a defensive reaction of a person to an event and those which
‘encourage a coping pattern. . . . [in] terms of the thinking of such writers as
Klein and Ross** and Murphy ** coping is an approach to the handling of
stress or a problem of living in such a manner that the result is a stronger and
hgalthier organism—an organism in a more fiuid and effective homeostasis, or
“balance. On the other hand, a defensive pattern constitutes an approach by the
organism to the stress or problem that results in a less resilient state—that is,
a more fixed and rigid homeostasis. Consequently an organism that employs
defensive ego processes will, in time, lose the ability to function freely with
new problems. ’ ’

Perhaps the most useful approach to thinking about the nature of
man, with reference to the classroom, is the idea of self-perccption. At
least it appears that the person’s concept of himself is an available phe-
nomenon for inference from observation on the part of the teacher. A
student’s behavior can be interpreted with reasonable accuracy to reflect
certain positive or negative self-perceptions, other perceptions, and modes
of behaving in the world. :

<

“Eli M. Bower. “Mental Health and Education.” Review of Fducational Re-
séarch 32:447; 1962,

" Di C. Klein and A. Ross. Kindergarten Entry—A Studv of Role Transition in
Orthopsychiatry and the School. Morris Krugman, editor. New York: American
- Orthopsychiatry Association, 1958, p. 60-69. -

** 1 ois Barclay Murphy. “Preventive Duplications of Development in the Pre-
School Years." in Prevention of Mental Disorders in Children. Gerald Coplan, editor.
New York: Basic Books, 1961, p. 218-48. .

Also The Widening World of Childhood. New York: Basic Books. 1962, by the
same - author. g v

37




When the student enters the classroom, he brings with him a self, or
reflection of his ego processes, which has been built thrdugh his own unique
heredity and experience. If the child's self—pemeptio‘ns reflect adequate
ego strength, he will see himself as adequate to the performance of curric-
ular tasks as well as liking what he sees, He will be open to new experi-
ences, ready to grow, willing to experiment and discover. However, when

*self-perceptions are negative, they have a dcbilitating effect. Curricular
tasks will be seen as too hard and as imposed 'unreasonably. ' .

The sense of self is present in all children. In the child’s early infancy,
one sees a gradual acquisition of self-consciousness, 2 separation of “me”
from the rest of the world. By the time a child is rcady to walk, it is highly
probable that the awareness of 1" is present.

The bodily self seems to develop first. it grows from the stream of
recurrent organic sensations from within and the barriers imposed from
“out there.” The bodily self remains a basic cornerstone of our existence:

Recent work on sensory deprivation has shown how much we depend on
our sensory stream for our sense of self-hood. Subjects who lie inactive on a
bed for a day or so, receiving absolutely no outside stimulation, afid 4 very

AL e f . . .
minimurh of internal stimulation. complain that they virtually lose all sense of i
self." ’

As locomotion develops, the child begins his journey toward auton-
omy. So strong is the desire to become autonomous that this is often
spoken of as a need for autonomy. Whether it is a “need” or not, the

. beginnings of self-esteem arise in the functioning of the child. He begins
to see himself as adequate or inadcquate in relation to his experiences
and attempts toward autonomous bghavior. :

The social self-image commences to develop during or shortly after

- the beginning of autonomous behavior. The child gradually comes to know
that his parents wagt him to be a “good” boy, and that at times he is
“bad.” Although his conscience is not yet developed, the foundation for
goals, purposes, responsbility and self-knowledge is Weing formed.

Upon entrance to school, the child undergoes an enlargement of his

. sense of identity and self image. The prescrice of significant adults and
his peer group provides many new and broad possibilitics for the enhance-
ment of self. Recognition of different standards and expectations from
those of his parents adds immeasurably to his potentiality for self-growth.
Shortly, the child recognizes his developing ability to cope with the world
as a rational being. Objcctive knowledge becomes for him a fascinating
quest, whether it Is in the form of academic activity, baseball averages, or
some other kind of socially available “know how.”

-

W, A. Bexton. W. Flerar and T. H. Scott. “Effects of Ifecreased Variation in
the Sensory Environment.” Canadian Journal of Psychology 8:70.76:; 1954.
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As the child grows into adolescence, he in a sense withdraws from

the objective world and-turns inward in renewed search for identity. The,

# - brash reality-testing self becomes a more careful prober of ossibilities. On .

a more mature level, the adolescent tries on many rolés much as the pfe-

schooler wears «different hats. He is-searching for his self-identity, his adult
personality.

A certain aspcct of the totil development of self is a striving, pur-
~ posing function. It is as though the sclf were continually trying to actualize
itself. In some ways, one might say there is a restless. searching quality to
the growth of gelf. Whatever this may be, the sclf may be said to asplre
toward goals or ends which are the individual's own.

The self as a reflection of ego-processes strives toward meanings.
These meanings are of two general varietics; they are perhaps best describéd
by the-prescriptions-“know thyself” and “know thy world.” The self is not
“actualized” in a vacuum but in a world. The world is, however, primarily
as it is perceived by the self. For the world to become only what one feels
it is is to retreat into psychosis; but for the world to be accepted only as it
is defined, in terms of rational, cultural knowledge, is certainly a form of
" neurosis. In"neither case is the ego integrated into a functional, open and
reality-oriented structure. '

It should be apparent t'o'all that the growing self must have -personal
meanings and cultural meanings for adequate realization. Further, it follows
~ from this that the two meaning systems are not separate compartments
within the individual. They are (in the heaithy state) functionally integrated
into the purposive striving of the person.

Success in the attainment of goals becomes of crucial significance to
the self. When failures are recurrent in scif-relevant, or ego involved areas,
lasting feelings of inferiority arise, and defensc mechanisms are developed
in order to avert encounters which arouse these feelings. When this occurs,
the youngster closes' his contact with reality and becomes embedded in

-some structured feelings which will thwart the development of hts poten-
tial by warding off the learning of new meaning schemes.

Thus the pupil as sclf provides the tecacher with a way of cntermg the
life of the individual in meaningful ways: through helping the pupil sce
himself clearly. and by fostering his sensc of identity and success in his
striving toward selfhood. All the learner’s expericnces are relevant in the
development of sclfhood. Success or failure, joy or shame, pleasure or
guilt and/or anxiety in solving an arithmetic problem feed as directly into
the development of sclf as do peer group reactions or parental attitudes.

Furthermore. the actualizing quality of self places the destiny of the
individual within his own hands. To somec extent. ut least, one may become
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what one hopes or wishes to be; and a teacher can provide the guidance
- of this development of realistic hope and desire which may give far more
lasting meaning to the life of a child than the multiplication tables per se. -

More significantly, the child’s concept of self provides him with his
most manageable and productive means for self-actualization. This concept
is, actually, the only rational way by which the child can enter into his own
development to influence growth through the setting of ideals, purposes
and commitments.which strengthen the ego processes as self-perceptions
change. Here is a crucial point at which the tcacher may hold open the
world for a child.

What Kind of Education?

The implications of this image of man are numerous. The teacher as
the socnallzmg agent in the classrobm must provide opportunities for chil- -
dren to reveal themselves, must promote relationships which bring about a
positive affective climate, and must open vistas of relevant cultural knowl-
edge: These three tasks are intricately related to each other, since the
classroom environment which is relatively free of anxiety-producing ele-
ments will by necessity offer opportunities for pupils to reveal themselves
to self and others and to experience the cultural and physical environment
in self-meaningful ways. .

Of spectal significance to anxiety productlon in the school, as in
socializing agencies generally, is the imposition of authority in the context
of right or wrong and good or bad, rather than in the context of appropriate
or inappropriate. The esscntjal difference between the perception of an act,
idea, or feeling as right or wrong, good or bad, rather than appropriate
or inappropriate rests in the closing of alternatives in the developmental
process, in the stultifying of individual judgment. The feeling of inappro-
priateness provides a qualification which allows the door to remain open
for other circumstances. It poses the question, “What is appropriate in
this situation?” without the finality or absoluteness of what is “good” or
“right.” ’

There is another wuy of viewing the concept of appropriateness.
Behavior is appropriate when it is personal and a part of the individual’s
own becoming. We may be sure that a person “becomes’ within the context
of cultural values. No person is beyond-these values unless he is alienated
to an extreme degree, for example, as in psychosis. Appropriate behavior
should also not be confused with behavior associated with amoral or
psychopathetic individuals. Although the hardened criminal, for example,
m}y behave in a completely ego-centeged manner ‘“appropriatc” to his
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own gratification, his behavior lacks a feeling relationship to others capable
of contributing to his owr self-realization. _

On the contrary, appgopriate behavior is value-directed and moral
behavior. It is value-oriented becausé it is purposeful, and it is moral be-

" cause it includes self-relevant behavior in the*context of productive human
_relations within which the individual assumes responsibility for his behavior.

It is not, however, behaVior which serves the purposes of other persons *
alone. L. '
The question of the motivatidn of the socializing agent is central to
this distinction. When the child is led to feel his behavior to be “right” or
“wrong,” “‘good” or “‘bad,” then the motives of the socializing person are
drawn from outside the immediate relationship transaction or specific
growth context of a given pupil. In a sense, the socializer is attempting to
prohibit or avert the emergence of critical or crucial situations by teaching
the child not to respond in certain ways. In so doing, the child is deprived
of .any experience of his own from which he may derive his own feelings
of appropriateness. Socially conditioned fears, anxiety, shame. guilt, satis-
faction, gratification and pleasure thus encircle the child and cue off exter-
nally imposed response patterns, which block the child’'s own ego intigra-
tion. The basic question is, then, not one of specific- response,or behavior,
but' of the meaning of the behavior (i.e., its function) in the existence of
the child. ‘ : ’ :
Bruner’s comment about reward and punishment is relevgat at this
point: ‘ ‘ s

/

It is often the case that emphasis upon reward and punishment, under the
control of an outside agent such as the teacher or parent, diverts attention away
from success ahd failure. In effect, this may take the learning initiative away’
from the child and give it to the person dispensing the rewards and punish-
ments. This will be more likely if the learner is not able to determine the basis
of success and failurg. One of the great problems’in teaching, whith usually
starts with the teacher being very supportive, is 10 give the rewarding function
back to the learner and the task.” .

Thus, necessary reality testing (assessment of success and failure) can not
take place when good-bad or right-wrong embeds the child in a reward-
and punishment system beyond his control. '

Obviously, the crucial aspect 8f this distinction does not rest in the
surface reaction of stopping a given inappropriatt behavior, or of exercising
authority as an adult responsible for children. The crucial dimension lies in
the reflection upon the self created through the-overt activity.

We may, in other words, “‘teach” our youngsters to be “good” and

® Jerome S. Bruner. “Needed: A Theory of Instruction.” Educational Leadership
20:531-32; 1963.
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“right” so that they learn to se¢ themselves in these terms and to have feel-

ings of shame, guxlt and anxicty when “bad” or “wrong.” The “badness”

and *“wrongness” encapsulate. the developing individual in an affect-eni- -
beddedness which becomes a powerful drive for equilibrium, for returning

to the security of what is “good” and “right.” What we must “teach” our
"youngsters is to act, fecl and think “‘appropriately”,in those situations

. which call for such eactions, by focusing them upon the search for self-

. relevant behavior in a wide variety of circumstanceg.

We must stress the essential difference between “‘right- wrong," “good~
bad,” and “appropriate-inappropriate,” for in our cultural thinking it is
easy to shift the black and white quality of one to the intended meaning of
the other. Approprmtc behavior, regardless of its action conte:, is behavs
ior which is one’s own self-relevant possessign. It has the element of \
self-acceptance of discovered appropriateness rather than the stamp of \
human authority beyond the boundaries of one's self. Appropriate behav-

ior, then, is in essence self-disciplined behavior, and more: it is behavior N
at the service of the individual, not behavior which serves merely some-  ° \
thing or someone beyond the individual. : .

The act of recognizing the word “‘cat” niay be any of these things. At

a purely cognitive, judgmental level, it is “right,” “good” and “appropriate.”
‘But in terms of the alfective dimension. it cannot be all things. At this
level, the affective, such recognition becomes “I am u good person because
I recognize ‘cat’ ; or, ‘I am right in the cyes of authority when I see ‘cat’ ;.

r, “When I %ce ‘cat,’ it helps me to adjust to my world appropriately.”
_The affective impact of “good-bad” and “right-wrong” bult through-
out the curriculum reinforces previous embeddedness-affect in youngsters.
Leaming becomés an affect-embedded necessity to maintain balance by
escapipg shame, guilt and anxicty, and s“:kmg, socially approved satisfac-
tion and gratification. For those mcapable of academic success in the school
. program, embeddedness at a nonschool level is reinforced and is seen by
such behavior as withdrawal, aggression, illness, and fantasy. The school,
in other words, facilitates the social or autistic cmbeddedness of the develop-
mental Process that alienates the pupil from social norms.

The teacher stands, in many ways, at the crossroads of meaning in

' the life of the pupil. On the cne hand. he is attempting to stimulate the
accumulation of, and provide the opportunity for, ‘growth in the under-
ffanding of human knowledge. On the other hand and at the same time,
the teacher must provide or stimulate an immediate, cxpressive commit-
ment to the meaning of now. The immediate meaning must be generated
out of creation of a new vision which serves as the context for rew commit-
ment, or motivation. The.more gencral and longer«range meaning is part
of the development of a rational, cognitive, systematically usable.world

\ -

42 -




view or meaning scheme. Thus, the pupil must have a meaningful relation-
ship to himself and his immediate commitment, and to his world and hlS
cognitive structure of it.

Jhe cancept of motivation in learning is the closest common referent
for the idea of immediate commitment tc a meaningful experience. The
great misunderstanding of. this concept in education has led to a failure of
teachers to stand between the two meaningful contexts, between the per-
sonal existence meaning scheme of the pupil and his cognitive, culture-
oriented meaning scheme. Rather, the usual concept of motivation has been
a manipulative procedure whereby teachers attempt to “motivate” learners
from the vantage point of one meaning system. ‘

To stand between the two meaning systems means to stand with the
pupil. It doe~ not mean to stand in the personal meaning system of a given
individual, nor to stand in the common meaning system of a society. Rather,
it is centered in the reality of the person whose self-realization is dependent
upon the growth of cgo integration through the discovery and internalizing
of more and more productive meaning schemes in both spheres.

Within recent years, Louis Raths has spoken much about the process
of .value clarification in the schools. This would seem to be one fruitful
way of stimulating a student to examine his self-image and by so doing to
lead him to identification of purposes and.goals and rejection of defense
mechanisms. The value clarification process thus would seem to be a
teacher strategy for develeping sclf-relevant aspirations, increased ego
strength and involvement in life’s activities, or, in other words, a strategy
for standing with the pupil between his two meaning systems. As Raths says:

If we want these children to have a deeper understanding of themselves,
and a better comprehension of their cwn epoch, 1t will be necessary to intro-
duce curriculum materials which are consistent with these ends. And, in addi-
tion. the curriculum materials must provide the opportunity for children to
express attitudes, feelings. beliefs, ipterests, purposes. aspnranons. and to dis-
cuss their activities, in and out of school.”

The behavior of the teacher is central in the clarification process. It
is a questioning behavior which is essentially nonjudgmental and which
does not reject pupils” answers. Sometimes the teacher may repeat what a
pupil has said and a-K if that is what he mcant. At other times, he may ask
a pupil to definc his terms. Always the teacher listens, and listens with the
belief that learners try to make things clear to the tcacher, but that first
they must be clear to themselves. There may be times when the teacher
simply asks the pupil to claborate, or to tell what he thinks is good about a

. " Louis Raths. "Sociological Knowlcdee and Curriculum Rescareh.” Research

Frontiers in the Studv of Children's Learming, James B. Macdonald. editor. Milwau-
kee: University of Wisconsin-Milwaukee, 1961, p. 27.°
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particular idea, belief, purpose or activity. Should everyone think and feel
this way? Is-this an important or significant idea? Perhaps the teacher may
sense an inconsistency and ask the pupil to think about it. Regardless of
the question asked, the interaction in the clarification process is clear. It
is an attempt to help a youngster sece himself more clearly and to provide
him with a useful vehicle incorporated in a teaching strategy to think about
and clarify his own aspirations and desires and his relation to the envnron«
ment in which he lives.

The gdevelopment of thinking goes hand in hand with value clarifica-
tion. Clarification of values always involves thinking, and a cutriculum
oriented toward value clarification will have a problematic character: Both
value clarification and thinking share the unique characteristic of humanistic

auonahty It is this ability to ‘achieve rationality which the Educational
Policies Comnission has called the “central purpose of American educa-
tion.” * Rationality is not to be confused with cognition or knowing, for
to be rational is to think with values. The process of mere. knowing can
lead one astray, as is illustrated by the old cliché of “knowing the price of
everything and the valuc of nothing.” This is not the process used by the
rational being, for whom thinking and valuing are always interlocked.

In relation to thinking, Raths again has relcvant suggestions for
teachers.?* Curriculum tasks can be oricnted toward the maximizing of
possibilities to develop thinking at any level and can be woven into the
. patterns of methodology to the enhancement of self and society The process

.of making comparisons. of seeking similarities and diffei.nces between
.poems, characters, life forms, mathematical proofs, or language transla-
tions involves the exercise of thinking and judgment. Summarizing expeti-
ences, or stories, or text material, or discussion will foster rational behavior
and expose values to be clarified. To pose problems for solution, to make
systematic observations, to classify and criticize provoke thought and’
decision-making.

[magine you arc at the North Pole, or that you could solve the prob-
lems of ouwr times. What would you necd, and/or what would you do?
What is the meaning of what Jones has written? Interpret these data and
tell what.reasonable conclusions can be drawn. Look at these advertise-
ments and analyze them. Tell what you feel the motives and methods of
the advertisers are. Construct categories 10 group these motives and meth-
“ods. Or perhap:, follow the most mundane but fruitful procedure of all:
‘planning—planning for activities, for projects, for gathering appropriate

'y
¥ Educational Policies Commission. The Certral Purpose of Ammcan Educanon

Washington, D.C.: National Fducation Association, 1961,
? Univervity of Wiscansin-Milwaukee, op. . p 28-30
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resources, for doing tesearch on u topic, or for the use of personal or group
time in or out of school. .

Central to all thesc processas is then- rationality, their use of reason,
value and choice. Each process demands individual commitment or use of
judgment as the mind Is put to use by the individual. .Each outcome is
unique to the individual, is tied to his own ego and his perception of self,
and contributes potentially to the developmem of a more adequate self-

_ concept.

+ Implied within these processcs are nuanees -of mlatedncss. relation-
ships to human beings and to one’s cultural and’ physical world. As
Huebner observes:

Relating to others caanot be a goal of hfe or education, Eof it is the sine
qia non of human existencd. To relate or not to relate to oihers is not a choice

. offered to the child, not even to the agult. The problem is not to relate to others,
but to find a mode of relationship, and a way of lalkmg about that reiationship,

which offer the greatest meaning today.”

The teaching-learning situation .is a relationship whosc.mtcnuon, on
the part of the teacher, is to foster and provide other relationships or
transactions.. Thus we may say that the personal characteristics of individ-
uals are important, but values, thinking and needs find their expression in
relatedness. The quality of this relatcdness may well determine the direc-
tions of personal development in both immediate commitment ahd more
pervasive cognitive structures.

Ashlcy Mbntagu's Education and Human Relations™ ddvclops in dcmil
the theme of human relations as the primary meaning of education: to be
educated is to be humanized, not to be instructed. It is well to remember,
however, that human relationships are not ends but the sufficient condi-
tions for becoming a social being. What kinds of relationships will provide
the conditions for a maximum amount of open activity for. pupils?

Bills,* Rogers,** Murphy,?* and others most certainly offer cues con-

ipg teacher attributes and behavior in relatedness which will fadilitate
the development of human potential as conceptualized in the context of
this image of man. Perhaps an even more direcl way of discussing this

® Dwayne Huebner. “New Modes of Mms Relanomhnp 10 Man ' Association
for Superviswn and Curriculum Deselopment ‘New Inughts and the (‘umculum
1963 Yearbook. Washington, D.C.: the Assacistiop. 1963 p 144

® New York: Grove Press, Inc, 1958.

* Robert E. Bills. “Educauion {s Human Rclmom Asswciation for Supervision
and Curriculum Developmen!. op. ¢t

® Carl R. Rogers. On Becoming a Person Boston® Houghion Muflin Co., 1961,

* Gardner Murphy. Freeing Iniclligence Through Teaching New Yotk Harper
& Row, Publishers, Inc.. 1964
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- inwage 1s through the ctistentud concept of authenticity * Regardicss of
which approach i taken, the view of becoming which we accept will include,
in some form or other, what Rogers ™ discusses.

To facilitate pupil growth, teacher behsvior must be congruent, ic.,
consistent with the ieacher's teal self. The teacher must be what he is
without false pretcascs. The (cacher must, in other words, meet his pupils

pupils do not veveal themselves, and consequently their potentiality for
growth is limited, for they arc closed to avenucs’ of development. The
teacher who is penuine provides the pupil with the possibility of an authentic
.or direct, unmediated coniact with reality tuough a relationship. The
* “teacher who is otlierwise raises defenses withm the learner.

Empathy is a sccond cue to teacher-pupil relatedness. A teacher must
be able to sensc pupils’ personal meanings as if they were hus own. This
ability is cssennglly different from understanding as an evaluative judgment.
This ability is, 10 contrast, a totai fechng, onc of kpowing rather than of
making a cognitive statement about another person. The teacher enters the -
feality of the world of the pup rather than atowng the perecived reality
in terms of outside reality norms

Positive regard is intricately related 10 congruence and cmpathy. It
refers to having & positive atttude toward the pupil, 1o prizing him as a
thinking, valuing person beyond his immediate acticns. When a pupd s

moment, thus opening up his own reality 1o himsclf. This v not permissive-
ness in its paternal or sentimental aspects, but a directed respect for the
individuality of the petvon. o ‘

“Thus, in the processcs of clonfying values, dcvclopmg thinking, and
relating to pupils, the teacher may find cucs to opening of eapencnce and
growth of potential in pupils: Thiough these procgyses and possibly others,
the tcachee can gaim sccess to the two ageas of” mmnxng-schcms +0 OCCeY -
sary for the growth of kuman pot atal .

"The child may grow lusge (owlogwcally ) 1n school, may lcara well
(perform academically), and may act <ociably (get along with others)
without the school's contnbuting a great deal to the development of human
potential in the developmental process The school can lay clum to the
effects upon perfarmance which would not have come w thout the wchool
expenence. But dosclopmentally, any provedure which ranforces em-
beddedness 5 o penny wise-pound foolish™ procedute which thwarts the

® For csamplc. Donald Vandenderg  Laporimentalom in -he Ancuhoic Socacty
Fu oot Bpcation  Mornvurd # ducutional Reyen V2 14% 87 4060

« ®Car! K Rogres  The Interprrsonat Kehationatip Core of Gudane Hanard
fducotiongl Retien 17 31623 1942

a6 _ Y

person-io-person, not status-10-person. When teachers hide behind starus,

positively regarded, he s fseed in his fechngs to be what hels at the °




ckwmcnl of wll-wentity and ¢po imedoement m Ife The schooks ihay

be generatng adequate role plavess at the cost of humar development
Far. o Fromm sape

IE s ie facy that man docs aof upcr-cmc hmsclf 2 the active beaser of
s own powery and fichoess, but as an «mpovernhed “thung.”™ dependent on
powers outsde of. hityell unto wibm he has progcted R Luing substance ®

~ The «chool, which Ygcognizetthe image of-man we have been !scuss
ing. and which incorporsics the image n it currculum s nox chmmmd.
or socicty-cenlered, ot subjct-matter ceatered, It s re sy -centered. By
this, we simply mean that the school does not egist primanly (o inculkcaie
our cultural henfage, not principally to develop role players {oe society.,
nor pnmanly to mect the necds and interes: of learners. The school cxists
to bring learner< 1n contact auh reqlity. of which our socrety, ourselves,
and out cultural heritage arc parts
The basxc goals of the ralitycenrered school are 1o meet the unmed
needs of leamers. ¢ 10 fiee them 10 develop thinking and values in
relation to our cultural hemtage. and to efwourage creairye respoase 1o
reality Embodwd in theye gosls s an awarensss that leamers must be
Iree ta explore, must hove symbole took i exploration, and must focus
" upon culglrally - and =acully-detined congpts of fort 25 ponts of orienta-
iran for egplorairon * :
In the sealuy contered sahool, thing cxnsts not only to be mastered
and imitated. but also to be dikovercd akd wnvented Realty and man's
symbol plasses for weamp it stretch 1o infiity  Symbolx forms ace
uulized 1¢ meet all of reality To catch a bird m .the net of a child's view
15 10 perceive someimng 1o be classiied, examined. counted. described,
observed. thythmwally felt. poctwcally known, and otbicrwre related to
onc’s own personal meanings For there o certanly as much melody i a
 burd as there are featheraoto count as much thethm in the rezity of 2 bisd
-3 there are hehaviess 1o observe
The bauc merhod & wy of the reality orrestied school s umgle It ks
fownded upon the propot-rion thar all children ere well-actualiong, and that
cutreily 18 basic 10 Thes process Children's achaty 1§ cemered in seeking,
warchine drxosgnay maentag, trying exploeng, researching and cxpert.
meatn Tu..hjr\h aior s chatagiensed by mmuhnn: gudhing. clarify.
me, tn:l,mnv angd suparning :
| The reality cuntercd choot 1 ya “npen schml Here kearmveng b
ween 3 the cutcom: of personal respor-sencss (e wide vanctes of strmula.
non and wiide usages of ssmpohic medoe Childen are swen 2 unitres, self.
actughzer: sy ceeenns The funcnan d ahe schonl o5 10 challenge and
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. . >
sumulate the child's creative encouater with reality. Social relationships
are also seen as objects for stimulauon and creativeness, not Jmply as
closed normative procedures for facilitating other kinds of lcarning. The
communication process in this milicu is characterized by more emphasis

“‘"upon object sumuli themselves without the necessity of continued mednauon

by the teacher and other secondary sources.

Contrast this with the “closed” school. Here, learning outComes are
;'synouymous with evaluated performance. ‘Learning is described as condi-
tioning and/or reinforcement, problem solving (wn!h predetermined an-
- swers), remembering, and recogpizing. The children are organisms, or role
players, or types. They are objects to be manipulawnd and copsumers of
school goods. The function of the school is simply lifc adjustment, or occu-
pational preparation, or cultural Indoctrination, literacy or citizenship.
Social relationships are primarily bases of confirmation, sanction,and moti-
vation; and communication is a process of attepding to predetermined
suimuli with the production of predictable responses. Everything is, in a
sense. inside the reality of prestruciured relationships. S -

In a reality-centered school, tests and grades per sc function only to
facilitate a broader evaluation of twc- types Individual progress is seen
through the feckings of indwvidual worth and productiveness, satisfaction
and gratificaion expenienced by the learners under the guidance of the
staff. Program evaluation 1s in terms of the depree of involvement, vitality,
enthusiasm and productive work (thinking and valuing) which exist. The
key to evaluation v quality of hiving as previously described in the school
environment, for the realny-centered school recopmizes that living isearn-
1ng and the quality of living s the quality ol learmng

Aganst thiy image of the learner in a reality-centered school, we
progect in Chaprer Three some uses of subjeet matter in releasing human
potential through: teachynp
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A Child Goes Forth: -
“Ideas Invite Involvement

S
>

Frances Minor

4

There was a child went forth every day

And the first object Ye looked upon, that
objéct he became,

And that object became part of him for the day
or a dertain part of the day,

Or for many years or stretching cycles of years.

—WALT WHITMAN '

A GIRL of scven skipped down stairs to the street. “You're
_a teacher,” she said, pointing her finger. “How do you know?” the teacher
asked, startled by the suddenness of identification. Pointing to her play-
mate, who skipped up behind her, 1 just know. She didn't tell me. Nobody
told me. I just know.”

Rue as we may the posslblhty of d\/ereotype the youngster had
discovered pattern, some regularity from which her generalization had
been derived. This, in turn, served her to predict—very accurately in this
case. Her data werc the stuff of the world. Though scemingly yet incapable
of analyzing it, she “‘owned" it nonetheless, had shaped it, had given form
to her content.

On the baseball ficld a boy is at bat. Surveying the field, he sizes up
both the players and their positions, gets the feel of his bat, considers his
“job.” and then makes his choice, He relates what he sces to what he
thinks he can do. In scanning the field, he derivey the data he needs,
searching for initial possibilities to make a strategic/choice, the best com-
bindtion relevant to hlS problem. He has collected- iis data, ahd has or-
gamzed the stuff of "is world all the Years of holding, rolling, throwing,
and hitting a ball, again and again, various distances and innumerable

' Leaves of Grass. New York: Random House, 1950. p. 287.
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times. The act of shaping and reshaping his data has totaled to ti\‘is He

may not ye: have reached a point in his development where he is able to -

analyze wh.t he has done, but his body owns’the information he uses for
his ‘present task.

The g1 ace and skill of young girls skipping rope never cease to ‘amaze
us. The kn. ek for slipping In, just as the rope has passed, to be well set
for the ski,, and the ability to time: these are not simple arts. Then:
“Double Dutch!” Two ropes arc in alternate counter-rotation as- the
* youngsters hop. To a physicist, this is a difficult problem. He would speak
learnedly of frequencies, and of rotational and harmonic motions. \He
would, with difficulty, &tablish the “phase angle” between jumper
ropes, while the speed of rope-turning and the timing of hops wobld
become trigonometric functions to this wielder of the slide rule.

Not so for the youngster, chanting an age-old rhyme as effortles ly
she hops. Pressed for an explanation, she w:ll likely reply, “Well, I don't
know . . .. You just sort of jump, I guess.” How can she put into wor
the skills she has learned by watching the older girls, by listening to slaps
of rope on the ground, by long apprenticeship as a rope turner? She
probably does not realize how often she has swayed in time with the rope,
her body absorbing the timing; or how often she has watched the eyes of
the jumpers and has softly chanted the rhymes to herself while others
have jumped. Vo

" The youngster at the swings in the playgrounij.ﬁ/ith his older brother
also comprchends the basic physical laws of the.world. With no more
instruction than “Now you push me!” he is capable of sending the larger

boy through a wide arc. How has he grasped Yhe concept of “natural *

resonant frequency?” Does he consciously understand that the push he
gives must be timed to the square root of the length of the swing and
inversely with the acccleration due t@@the earth's gravity? Or is it that
somehow, inside himself, he has recognized the physical relationship be-
tween the, timing of the push and the motion of the swing? He has literally
and hgumtlvely learned through the seat of his pants.

Children Shape the Content of Their World

Here, in its forming. is a “natural spontancous concept.”* The child
at the swings may not operate on the same analytical level as Galileo,
- who was the first to explain the isochronous nature of pendulums, nor is
the ball player at bat conscious of solving his protlem with Newton's
laws of acceferation. These children still ‘cannot refiect on what they have

1.8 Vygotsky, Phowght and Lanenage. Cambridee: The MUL'T. Press. Massa-
chusetts Institute of Technology, 1962, p. 108,
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discovered. They cannot explain the why, but they nonetheless utilize the
rich, organized content of their experiences.

-The child becomes conscious of his spontaneous concepts relatively late;
the ability to define them in wo}ds, to operate with them at will, appears long
after he has acquired the concepts. He has the concept (i.e., knows the object

“to which the concept refers), but is not conscious of his own act of thought.®

Youngsters of all ages and backgrounds have varied experiences with
objects in space and time. It is jn the very nature of the human organism
to orient itself to its natural, physical environment. With this stuff of the
- world each of us must establish ties; this indeed, is the stuff of the scien-
tist's -world. Children receive data from their world, correlate significant
items, and “predict” future results by applying the ideas they have gained.
" They utilize all their senses to take in data, and they respond directly in
motor fashion, yet they are constantly observing, comparing, ‘organizing
and reorganizing the content of their world. Here we would convey no
implication that such activity constitutes ¥cientific research, because the
- child, seemmgly, cannot yet reflect on his own act of thought. He app&ars’
limited ih his realization of what may have relevance, while his ability to
“discriminate essentials from nonessentials has yet to be developed. Thus,
at such a stdge, every experience becomes grist for his mill. For edueator's,.
"a key idea is: children do shape the content of their world, and the shape
of content assumes the stamp of a unique personality, becomes a reflection -
of individuality.

Most of the illustrations’used to this point have dealt with grasping
the relations between one’s body and the physical world. Yet a child must
also grasp the relations between himself and the world of people. In
sensory-motor fashion, he feeds on the world about him and digests it in

~ his own particular way. He observes adults witii an ear keenly attuned to
nuances of inflection. Imitation and active role playing enable him to get
the “feel” of difference. As he assumes the postures and attitudes of those
about him, the tone of voice and the words of mother or father, big
brother or sister, teacher, policeman, doctor, he discovers the patterns
that reveal individual identity. He explores the world to discover himself.
As he learns what others are like, he is able to identify himself morc ade-
quately. He absorbs the data bodily. Intuitively, a child responds to his
environment. Just as in his relationship with the physical world, his predic-
tions, made on the basis of his notions of adult life, meet with varying
degrees of success, so his eyes, ears, fingers, nose and mouth ‘inform him
of what alterations in his relationship with the social world are necessary.
This feedback and the original signals, operating as they‘do through the

*1hid., p. 108.



child himself, receive the stamp of the child's unique personality. It is
his eye and his ear and his evaluation of his data thus presented which
determine both the quantity and quality of feedback. This is the essence
of personal meaning. Personal meaning grows ot of involvement with the
stuff of the world, received through ‘all the senses and shaped as one
discovegs its revealed regularities, its pattern. “Meaning . . . is . . | a
function: it rests on a pattern.”*

Throughout the ages, man has been concerned with the discovery of
~ pattern as he has surveyed the world of which he is a part. He has given

form to thecontent of his world. However, he has not done this once and ..

for all time. He has structured and restructured his world as he has become
increasingly conscious of additional pieces to be included in his repertoire.
Children, too, are constantly involved with this search for pattern. Each
child, in his developnicnt, finds it necessary to shape and reshape the con-
tent f his world and, as he encounters ore and more elements, he must
include these in his nascent model.

Yet something happens to separate the child from the stuff of his
world. How and when does this schism occur?

When I heard the learn'd astronomer

When the proofs, the figures, were ranged in columns

before me,
When I was shown the charts and dlagrams, to add, divide,

and measure them,

~ When I sitting heard the astronomer where he Iectured with

much applause in the lecture-room, ,
How soon unaccountable I became tired and sick '
Till rising and gliding out I wander'd off by myself,
In the mystical moist night-air, and from time to time,
Look’d up in perfect silence at the stars.

, Man and Child or Man vs. Child?

The poets have long expressed their revulsion at dry- as-dust scholar-
ship. They are not alone. Many children have expressed similar revulsion.
Somehow in our view of content, we have failed to mesh the content to
be taught in the schools with that which the children bring to school.
- Children feel this schism between themselves and their world. Could it be
that we, in “teaching the facts,” have hidden many realities of the world?

By themselvcs. facts do not give us reality; on the contrary, they hide it,
which is to say that they present us with the problems of reality. Facts cover up

* Suzannc Langer. Philosophy in u New Key, New York: Mentor Books, 2.

p. 56. .
* Wealt Whitman, op. cit., p. 217.
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reality; while we are in the midst of their innumerable swarmings we are in
¢haos. and confusion. In order to uiscover reality we must for a moment lay
aside the facts that surge about us and remain alonc with our minds. . . .
Reality is not a datum, not something given or bestowed, but a construction
which man makes olt of the given material.*

vnder the burden_of myriad facts which man has defined as know!-
edge, the wonders of the world have been lost to far too many of our
children. The fascination of achievement that comes with the ordering of
one’s world'is gone. Patterns are obscured by the chaos of too many bits
of data. Too little or too much seryes equally to make ordering of one’s
world difficult. Information rests in the organization of the data. Herein
lies harmordy discovered. The “feel” of how the pieces fit together is a
prerequisite for “latching onto” the world. The ntatural, spontaneous order-
ing that comes by way of body response described in the rope-jumping,
tHe swinging, the time and distance judgment on the ballfield constitutes
the initial “feel” of order. It is this grasp for order that propels man to
construct and reconstruct his reality from myriad facts. :

‘A key to the problem of schism may be the fact that, in schools,
teachers have taker from the child a vital function—participation in shap-
ing the content of his world. The world of the child is the same in substance,
atom for atom, brick for brick, star for star, as the wonld of the adult.
One way in which teachers have deprived the youngster of active partici-
pation in shaping the content of his'world derives from having given him
“content” +in ecstablished forms, preordajned and absolute. Tutored and
trained \in “proper” perspectives, the child loses his most precious birth-
tights ;x.ming the stamp of his unique personality on the understanding of
the world of which he is a part; seeing things in the freshness of his naiveté.
Instead, teachers have made it the task in too many schools to iearn the
wotld which is mandated, bit by bit.

Yet the dynamic nature of man's conceptions precludes the preordained
and the absolute. Throughout history, rigidity of form has disserved the
creation of new knowledge. As long as mathematicians believed in the
“self-evident truths” of Euclid as the only “eternal verities,” man was
bound to this one formulation. Then in 1826, two millcnpia later, it occtirred
to not one but threc mathematicians (Lobachevsky,%‘olyai, and Gauss)
simultaneously that these were man-made assumptions.” At this point, '
mathematicians were released for the leaps and bounds which they made’
in the knowledge of their field: more development in the scventy-four re-

* Man and Crisis. by losé Ortega y Gassct. Copyright © 1958 by W. W. Norton &
Company, Inc.. New York. p. 13.

*Lillian and Hugh Lieber. Human Values and Science, drt und Mathematics.
New York: W. W. Norton and Company. 1961.
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maining ycars of the Ninctcenth Century than In the prior twenty-two-
hundred yearsl » : '

Even as men have been released from the binding rigidity of forms,
so must children be prepared for being released. There is nothing as
deaden‘mg to human creativity as forms imposed on content.

Form is based, first, upon a supposition, a thenge. Form is, second, a

. marshaling of materials, the inert matter in which the tféme is to be cast. Form

is, third, a setting of boundaries, of lin.its, the whole extent of idea, but no more,

- an outer shape of idea. Form is, further, the abolishing of excessive materials,

_whatever-material-is extranequs to inner harmony. . . . Form is thus a discipline,
~  an ordering, accorging to the needs‘o/‘ content.® - .

In the rigidity that deprives the child of forming his confent, we have
denied his identification with mapkind. This is the substance of man-child
alienation.. What men have discovered, children receive in predigested
form. When the child is not initiated into the mysteries of exploration and
discovery, the wonders of man’s systems for ordering the world are lost to
him. The child fails to sce himself as a partner in inquiry and as partner
in the shaping of content. Under these circumstances, what the school
offers seems far removed from thz world with which the child is involved.
He feels alienated-—separated from thc mainstream. To overcome this
alienation requires establishing identity ties with mankind. This is the key .
to personal involvement, o h

- A child who begins to recognize that the stuff of man’s world is the
stuff of his child’s world and that the senior partner has done some won-
drous things with differing modes of organization, fecls that identity. He
asks: “What does this mean to me?” As he grows toward maturity, he asks
further, *What diffcrence will this stuff make in who I am; who 1 may
become?"” These qucstions are posed, then, not merely in terms of material
rewards but in terms of human potential. revealed only ‘in the process of
living. A child may begin to sense the vast range of human potential as he
becomes increasingly aware of the concepts conccived by man, generated
through eons in the process of exploring his natural and physical environ-
ments and establishing ties with the world. Neither child nor man knows
the limits of what there is to explore, nor how what human beings do
discover may serve to reshape the content of our world.

Today's scholars and educators are very much involved in thought
and discussion about structures of knowledge. All fields ar% in fermicnt,
with a new consciousness that reficcts man's ability to look back the way
he has come and to reorganize the patterns inhcrent in what he has explored
and discovered to date. Scholars in the ficlds of biology, chemistry, physics

& Reprinted by permission of the publishers from Ben Shahn's The Shape of Con-

tent, Cambridge: Harvard University Press. 1957. p. 70,
, ~
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. < ..
and mathematics are attempting an organization of the data in their respec-
tive fields which concentrates on catching and holding the mind because
such organization makes sense to tie leamer even as it does to the scholar.
Says Whitehead: . .

We cannot think in terms of an indefinite Hiultiplicit;; of detail; dur evi-

dence (data) can acquire its proper importance only if it comes before us

marshalled by general ideas. These ideas we inherit. * . .* -

When scholars and educators realize what ideas serve as organizing
agents, they use these ideas to spark exploration and discovery, and,the
pupil is invited to pamcnpate in the processes of mqmry What man has
learned through the ages is thus put to use to save thq next generation
from the laborious ways taken by each past generation in_its reach for

knowledge. Men are learning that they can bequeath to their children a

heritage of cultural content through involvement in the processes of explora-

tion and discovery. Child, youth and man become partners in inquiry, a

first step toward healing the schism.

Even as they are aware of man's new structuring of knowledge, schol-
ars and educators must also be aware of the structuring of man himseif.
There is danger in that, all too often, we tend to separate thought from
feeling, for there is a profound relation between intellect and affect.
Thought is bound up with the fullness of life, with all the personal sensing
and respgnding that take place in an individual’s interplay with his environ-
ment. It is feeling that initiates thought.'® Ideas themselves q.ie often trans-

_formed by the vivid evidence of emotional experience. Active emotional

7y
involvement must grow in the process of searching, and desiré for such
involvement dies in passive listening accompanying mere telling.

A child can mesh with the stuff of his world, which needs forming to
inform, only under conditions which allow and encourage response with
feelirig. If we are not to tell; if we are to encourage personal sensing and
responding, personal exploration and discovery; if we are to valug fully
the relation between thought and’affect, what is ow responsibility as edu-
cators? What is there to share with our children that will help them to
capitalize upon that which they share with all mankind: the need to order

_ the data, to shape the content? Are there some clues, perhaps, that invite

ever-incrcasflg participation?

* Alfred North Whitehead. Science and the Modern World. New York: Mentor
Books, 1954. p. 187.

¥ John Cobhen. “Individuality of Thought " Identity and Anxiety. Maurice Stein,
Arthur J. Vidich, and Davnd Manning White, editors. Glencoe, Illinois: The Free
Press, 1960.
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Clues: Ideas That Invite-Compel Search

The kindergarten: youngsters are working with jigsaw puzzles. Some,
without hesitition, move to complele the most difficult designs; others
struggle in limited, nonpatterned trial and eiror, and then dump the whole
thing. What is this basic difference between children? One group has been

- cued for action, knowing there are clues in color, shape and size. Some
children seem to discover these cogent clues on their own. Others discover
but*one or two clues, and still othé®® are seemingly unaware that there is

~anything significant to look for. These are the lost, the frustrated, appar-
ently lacking means for “latching on.” .

A pupil who is given a significant clue may be released for explora-

tion, even,as mathematicians were released by the notion that postulates
arc man-made. If the teacher knows what is involved in the solution of a
puzzie, then observation and/or questioning should reveal those clues
which any particular pupil employs. Now, the teacher may intercede for
“the “lost one.” The teacher will not tel! hin merely where to place pieces.
'Rather the teacher may suggest that the pupil feel around their edggs, to
encourage using each sense for obtaining information. The mandate to the
teacher is: Give him a clue: to use his sense of touch. This action leads
the pupil to necessary information while he is still involved in his search
for, and organization of, data. A spreading grin of delight, at the ensuing
competence, is the teachet’s reward. '

Thus, the teacher intermediates, rarely interferes; and this form of
mediation i5 ac  nplished by the clues which may release the pupil for
more exploration, to further shape and reshape the content of his world. .
Such release can guarantee personal involvement in learning. Which clues
are there to invite, or even compel, participation in search? Which clues
are there to scrve »s threads to guide one out of a labyrinth of data?

Now comes 2 hint for action, 2 first clue. We must awaken all our
senses. To be fully alive and invoived with the world, of which we are
integral parts, requires fuller uniization of all sensory apparatus. Intake
of data is severely limited if we use only our eyes. For children, the pri-
mary mode of learning is naturally multisensory. This fact we have long
accepted, but we may crroneously suppose that-multisensory learning is
necessary for only the early years of childhood. Once we have mastered
the printed word,.everything, it seems, must come to us thrcugh our eyes
alone. Yet the geologist or the chemist, for instance, may derive many
data through touch, taste and smell as well as through vision. Apparently
we limit the use of our eyes to the printed page, depriving ourselves and
our children of vital encounter withZthe stuff of the world. Indeed we
deprive ourselves of that spark which scts the fire of our involvement in
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- the depths of knowledge. “In obtaining an eye for ian‘ear, Western man
" clegrly abandoned depth or structural knowledge in favor, of applied

knowledge ™" (\ _
We come too soon to take our sensory apparatus for granted and

-thus fail to recognize this prime source for data gathering. As a conse

quence, data processing suffers, for inadequacy « data can impede the
.. discovery of pattern, a prerequisite for the forming of content. Honing the.

senses becomes, necessarily, a teaching responsibility. Teachers, recog-

nizing the import of sharpencd sensory dwareness, send out messages in

the opportunities they provide for a reawakening of the senses.

,-Those deprived of the use of one or another sense have much tgytell
us of human potential in sensory utilization. Michael, who cannot sce, ’
demonstrates his acute scnse of hearing as he plays ball in the park,.and
he displays his informing sense of touch as k¢ explores with his fingers a
topographicalffmap of the United States. Greg, who cannot hear, reveals
remarkable ability to take in the stuff of his environment through his eyes
and hands. In the forming of words when he attempts speech, he feels
sound more than he hears it. His body is alive with its sensing and respond-
ing. A significant increase in the quantity and an alteration in the quahly
of data occur with the sharpening of the senses.

One basic evidence of individual differ ‘nces is the manner in which
each person takes in sensory data. All too often, despite what we say about
individual differences, we assume that every child receives sensory data in

_ the same manner. Working with youngsters who have learning difficulties
indicates that there are sensory preferences in children whose complete
sensory equipment is intact. For one pupil, kinesthctic experiences must
be utilized to reinforce what the eye sees and the ear hears.'* For another.
the inability to shift from one sense mode to another creates problems in
reading.'® The teacher must provide opportunities for and encouragement
of fuller utilization of senscs whether in kindergarten or the twelfth grade.
Failure to do so deprives youngsters of indispensable data.

The clue that sharpening the senses has much to offer operates in

4 Marshall McLuhan “We Need a New Pictur: of Knowledge.” New [nsights
and the Curriculum. Association for Supervision and Curriculum Development. 1963
Yearbook. Washington, D.C.: the Association, 1963, p. 62.

B Newell C. Kephart. The Slow Learner in the Classroom. Columbus, Ohio:
Charles E. Merrill Company, 1960.

* The Institute of Developmental Studi. .. Department of Psvchiatry, New York
Medical College. has beep investigating visual and auditory efficiency of children and
the ability to shift from one modality to another. Children who have difficulties in
learning to read have been found deficient in ability to shift from moduhly to

. modality.
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two directions As opportunities are provided for pupils to discover and
gather a weakh of information, teachers have the opportunity to discover
and gather a wealth of information from children. The teacher should
consider what a particular pupil’s sensory prct'crence is, how his prefer-
egee m.y be utilized, and how the pupil may be stimulatcd-to fuller aware-
ness of all his senses. The clue oscillates from teacher to child 10 teacher
with much information for both. The specific nature of a <hild's strengths
and difliculties is revealed in two-way communication which moves edu-
cators far beyond gross categorizing of individuals as “slow,” “avcrage”
.and “bright.” Differenti: ‘ion of instruction may then be based upon more
profound diagnoses of diffcrences in sensing and responding.

Here is a second clue: search for parterd. Man has long since dis-
overed this to be his major clue in ordering the stuff of his world. By
observing repetition and regularity since tim¢ immemorial, he has derived
his generalizations. Pattern is an arrangcmem of parts, elements or details
that suggest a design or an orderly distribution. Paitern reveals a complex
whole, characterized by a definite arrangement or interrelation of parts
--50 says the dictionary. The true nature of pattern is rhythm; personal
involvement seems to grow out of bodily rhythms. Initally. the child dis-

covers patterns Jntuitively in lhe way that children previously described
discovered them. .

This writer recalls a recent experience. a lirst experience in the warp-
ing of a loom. The teacher explained the step-by-step scquence. Despite
concentrated effort, the lcarne® could not remember the sequence. Then.
by watcking the tecacher’'s movements, she caught the thythm. There it
was! Onc body moved through the same rhythmic pattern as the other.
and out of bOghly rhythm, memory was created! A <omatic knowing was
established. Step-by-step analysis followed, but even then with difficulty.
“Is it possible that this rhythmic'factor contributes to a body's inkgte know-
ing by virtue of winch intuitive 1. aps ar,.madc" 1t is the body that remem-
bers the pattern. There is eviden ¢, too, in this era of clectronic sensory .
rescarch, of the rhythmic nature of our scnsory motor apparatus and of
the presence of a pattern in the very intake process “We have reason io
believe that sensations are based rarcly +* ever on the frequency code of
one single afferent, but rather on a muhti-fiber modulated pattern which s
transformed on the way to the final receiving centers of the bra 1" Al
this stage of man’s knowledge of himwlif and the world of which he is o
part, there scems to be a meshing of what essentially ts the biological

P Ragoar Grant Receptars und Somors Percepnon Repnmed by permnsion of
. Yale University Press. New Haven. Copyright 1958 by Yale Universits Press p 7
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As Granit says: . ail possibie worlds. are within us; they ase our
pfemmdmnwdmpomeswmfmmfmmmw s
downwhhrmmable phylogenetic constancy.™ .

Pattern reveals the essence of a structure, its essential form. If we can
osient our youngsters toward discovery of patterns inherent in their ens
viroaments of persons and things, they will remain active participants in the
w:mmmmgwmmmw«mmm :
finherent structures of man’s organized knowledge are pointed in this direc-
tion. “Our electric mode of shaping the new pattcros of culture and
information movement is not mechancal but biological. Thuhthe&hift
1o “structure in the process of education todsy.™* .

It is'in the word “biological” that we may have a key to the re-
citablishment cf tics hetween the child and the stuff otﬁ:eumldomnmd
into his school subject matter. Can we not’ capitalize on this bivlogical

" mode of learnin :? ‘The wonder of it all is cvokedfrommn&nndmpmﬂ
ing 10 the wholeness of things Tcachcrs need to develop

. . protoiypes of expcncnm ‘amed at tne appreciation of siructure
through engaging the chidrcn in actually building o* least part of th. structute
themselves. In this semse the learning descnbed is 1.4y mote akin to an srtisuc
than o a wienhfic experience; it 1s suggested that the'art of mathematics is more
readily accessible to being appreciated by children than the sciepee of @nathe-
matics Ince children-haxe learned to erjoy the buauty of somcthing as a whole
structure. they can then, perhaps years later, learn to analyze ‘the structure (n
a scientific way. T ¢ child’s way of looking at new things is one of wonder and
enjoyment; it 1 only we sophisticated adulis that tend to analyze all the beauty
out of things.™

Clues; ideas That Serve as Ofganizing Aéonh

A mecessary component for pattern scarch that reveals structure s
the juxtaposition of material which, by 115 very nature, invites its discovery
Suc' presentation can serve o provide a number of clues as it elicis
companison The teacher who has prasped the inherent structure and the
ideas invoived in @ particular field knows the clues hat lead to the dis-
covery of differences and simianities Thus the teacher who has grasped
the p- e of the gencralized aumber Lystem rocognizes the principle of -
recurrence of numerals in any such system and the uulity of zero. He

Yibd p B

“Z P Dheees Rulding 'p Mat remsiio ¢ L nadon Hu}chlm Prews. 1960 ' '

*Marshall Mctuhan, o p cr g 61 R
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mnls the dmm,s! s stem justapose d with oiner nursber systems so that
yo\mgstcﬂ nay grasp 1be pattern When asked to compare these with the
Roman, aumber system. vhildren discover the vartety of pattern conceived
by mas They note the value of 2e10, the wonder of that sunpk symbol -
that has, enabkdsman to come o far in his development. They recognize |
. the role of poutional notatton in any number system, and they come to
- appreciate the structutg of thesr own number system. Juxtapositica such as
this enables a child to 1dedtaly hu. own sysiem by a process of difterentiation.
The same method of comparison can also operate successfully in the
. socsal scierces It would seem that, inherent in Taba's recommendation
. for comparalive education,* the juxtaposinen of materials again plays a
~ast significant role in the discovery of patterns. As chiliren in a fifth
grade class literanily explored the world of another people (Thirty-One
Brothers and Sisters and Sexen Grandmothers *\, they identified with
Namuse, a girl in a Zulu chiel's {amily, and her siblings. They discovered
a putiern i family roles and relationships. While people are all different.
emential human patierns emerge in their process of justaposing another
euiture with their ewn In exploning the world, one discovers onesclf!
- This is the esscoce of the threc-dimensicnal programing we need
10 do as teachers il we would reasonably guamantee personal invplvement
0 learving. It is quue diflereot from the lincar programing of the teaching
machine. Such juxtaposition of content provides children with focus, as a
function of depth of ficld, which to many of cur children in this time
of blurred images. This ‘nind of focus contributes to the dcvelopmcm of
- ability to differentiate. Essential patterns emerge. yct the child is not
limiteq only io patterns already’ hiscowered Th:n. are limes, too, when
childi®n make discovenies that contribute to”a teacher’s insight and that
operate o improve his future lc.uhmg h'cdb ick of this kind is available
only to “tcachers-in-the-round
A group of fifth graders studying Alnca was reading myths, folktaies

arid animal stories. In a discussion about thesc without teacher planning or
- suggestio, Janie observed: “Some-of these are just like our Brer Rabbit

stories. How come?" Janie's-discovery of patterc®iod to finding connections
' between the African culture and our own. Evidently. the idea of searching -
for patterns serves to stimulate thinking about thing. discovered in the past
as well. These same chiddeen, in connection with ackng out and then discuss-
ing the role of an African tribal chiel, were impressed with the people of the
tribe and the 1esponsibilities they expected of theit leaders They recalled.

* Hilda Taba “Educanon for Independent Valuing ™ New Insphts and the Cur-
" riculum. Association fc - Supervision and Curticulum Developmeat. !963 Ymbook
Washington, DC.: the Assocmbion. 1963 p. 221,

® Both volumes by Reba Peefl Mirsdy. Chucago Fouett lublubmx Commy
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that, in their study of American Indians.two years before, these people also

had such expectations. The train of thought sct in motion by cultural juxta-

" position raiscd many significant questions about-clected leaders in their dwn
culture. As a conscquence, there was a grappling with mQre profound -con-

cepts-in-formation about democracy. This continuops, o %ﬁ

for patterns to discover mcaning calls §ff# a teacher’s grasp of structural

knowledge and . sensitivity to pupils’ patterns of thought.

During recent years, imaginative research into the, cognitive life of chil-
dren has indicated that there is individnal patterning of thought.*” As teach-
ers, we need to become increasingly aware of children’s differences, to re-
spect these, and to make provision for differing cognitive styles. Children
may be dealing with the sume content, yct they use varying approaches to
it and varying forms of organization of it. It teachers utilize the cluc, search-

1-ended search

for-the-learning-patterns; they should be able to garner information which .

will enable them to free children for further exploration of the world.

For instance, Susan, an exceptionally bright youngster, could nat cope
with mathematics at the beginning of the school year. She undérstood the
most subtle relationships in other arcas of living, recognizing patterns in
studtes of people and of the natural and physical environment. All this was
cvident from her contributions to class discussion and from her writing.
“Yet, in the realm of number, she was stymicd. For her, number just made

" no sensc—and Susan could not learn by rote! Unless she could see the -

picces fit some pattern, memory failed her. There are some persons who
would say, and did say. that this youngster need not be “good in every-
thing,” and that good old-fashioned drill would help to pull her through
This attitude toward subject matter carries the setds of fuure disaster.
Because of it, potential may be destroyed before it is discovered. In Susan s
case, further investigation disclosed that the youngster needed sonie clues
to indicate how the siuff of mathematigs held together, some sense of its
structure. She had not been able to find out for herself; therefore her teacher
. needed to know the structurt: and how to present it. When Susan dlsco‘Jeredv
~ the ideas Wthh underlay and held the structural keys to our number system\
a “‘now I sce™ look appcared on her fuce. When she was asked to use the
ten symbols of our number system and to reflect on the ways in which she
had used them, Susan discovered the principle of recurrefice of numerals.

® Z. P. Dienex. Concept Formuaton and [’vrmnulu.\. Leicester: Leicester Univer-
sily Press, 1959,

J. Kagan and H. A Moss. The Psvehological Significance of Styles of Concep-
tualization. Unpublished manuscnipt, 1962,

A. Thomas, H. G. Birch. S. Chess, and L. C. Robbins. “Individuality in Responses
of Children te Similar Fnvironmental Sitwanons.” Journal of Psychiatry 117: 798-803:
1961.

The Annual Report of Center for Cogmuve Studies. Cambridge: Harvard Uni-
© o versily.. 1962, contdins a descniplion of ongoing work in perception and cognition.
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She found out about positional notation and the role of zero. How beauti-
fully consistent and simple are these ideas!

On understanding the consistent, orderly quality of our number system,
Susan needed one further clue: there are many ways to solve a problem.
Now she was freed; she could think! She could shape the quantitative con-
tent of her world because she grasped those ideas which serve as organizing -
agents. Once she was able to perceive these ideas, she could manipulate’
numbers with facility, with far more facility, in fact, than those still ap-
proaching arithmetic as operational steps rather than as a set of consistent
ideas.

A primal test of this child’s ability came the day she arrived at an
incorrect answer to a complicated problem. When she was asked what she
had been thinking to get that answerg she rcvealed a most fascinating ap-
proach to the problem. No other child, nor the teacher, nor the textbook
~author had thought to do the problem in quite this way. It was a longer,
perhaps a more naive process, but it was a demonstration of true mathe-
matical thinking. Her error lay not in her thinking but in the final step, at
which Susan took one-fourth of a number instead of the required three-
" fourtlis! Susan is now a high school! student who can think in mathe-
matical terms. Sheis an example of a person whose pattern of thinking
includes the abllity to sensc the structure of a particular group of ideas,
before moving to utilize available facts; in a word, she is a “conceptualizer.”
.All teachers have worked with similar children, who are soMetimes least
rewarded in schools because of their inability to regurgitate facts!

' Steve, on the other hand, had scads of facts at his fingertips, especially
iacts of history. He had cluttered his mind, bit by bit, with many blocks of
subject matter strewn in debris-like helter-skelter. each ot anothes. The
form of his content was merely a listing of pames, dates, events; this, for
him, was history. He could not pull out the facts he knew when his group
discussed a pervasive social problem of our time, descgregation. As the
group investigated how a situation like that.in Little Rock. could occur in
- our country. Steve contributed nothing. He knew the “facts” of history,
but his facts hid reality. He could collect facts, but he could not order these
except in mere chronological sequence. For him, history was no more than
this. Steve might be described us a high-memory learner. a piccemeal oper-
ator. All teachers know such children. for whom involvement with the world
can be severely limited. even when, like Steve, they are highly intelligent.
Yet teachers reward these children in much of the testing done in school.
" For Steve and children like him, the function of memory is mere reproduc- -
tion rather than vital reconstruction.” .

8 Sir Frederich C. Barllenl Rememberme London Cambridee Uninersiiy Press
1933.
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‘History could be different for Steve. With a teacher’s help, he could
learn to capitalize on his strength of memory. He could be encouraged
to search his storehouse of historical data to build a reconstruction of that
past, an accounting of events which seem to hold together. He needs to
discover that it is in some pattern that we find meaning for events. A few,
clue questions could indicate the possibilities in seeking relationships. Who
are the people most directly affected? When did they first come to America?
Under what conditions? Pertinent questions could serve as threads to lead
Steve along in his search. He has the material; now he must give it meaning-
ful dynamic form. On gradually getting the idea that relationships can exist
and are there for the creating, he could be freer to develop his own thoughts, .
his own response to time past and present. ‘

Susan and Steve have different cognitive styles. Each demonstrates
areas of strength and weakness. Susan inclines toward forming data so
that pattern emerges, but a gap cxists for her: she cannot store data unless
it fits some pattern immediately. Steve is able to store data piecemeal, but
he has difficulty in relating and interrclating the stored material. A teacher .
must be sensitive to the differences in cognitive patterning. To release chil-
dren for increased participation in life, teachers need to’search for patterns
of learning as they, exist and then to shape their teaching strategies
accordingly.
~ Proficiency in organizing intake data, as one explores the world, de-
mands thut onc usc a wide range of clues. A vital clue for pcrsonai mvolvc-
ment is this: shift your vantage point for viewing. Special action is call
for. To obtain a threc-dimensional picture of the world, one must view
objects from different angles. When one looks at the front of a building, he
has a flat, two-dimensional view. A fuller comprehension of “building™ can
come to him only when he shifts his viewing point.

A fascinating book for young children, wRll worth adult reading, is
It Looks Like This.** This book tells the story of four mice—~High Mouse.
Side Mouse. Front Mouse. and Back Mouse (so named because they live ©
in those parts of“the barn), each of whom perceives a cow, a horse, and a

_ pig differently. Each is convinced that the other is wrong until a cat arrives.

In frantic haste to cscape, the mice run and hide together. Now they dis-
cover that each is right, for they all see the cat from the same angle. Each
time the enemy turns, the mice sce her—{ront view, sidc view, back view.
Would that human beings might absorb the lesson from this story early
in life! How much more receptive we would be toward others; how much
more willing to stay with the stuff of the world, to explore it from many
angles! One viewing and labeling deprives us of any reasonable encounter

Phma b Webber New York Wilham R. Scotl, Ing 1958




with reality.”® To know,”Jn a personal sense, demands multi-viewing.

This clue opcrates at different levels. It is not only a hint for action, ¢
but it can also be a clue to the discovery of relevant data. Each discipline
" is essentially another way of viewing the world. In effect, cach discipline
is also a different way of responding to the world. Artist, scientist (social
or physical), mathematician: each responds to the world of people and
the natural, physical world quite differently. By virtue of these differences
in what the individual sees and seeks, different content is garnered. There
is an aesthetic component in each body of content: an ordering, with its
Reiexpressed; a harmonizing of discovered relationships. To obtain any
reasonably composite picture of the world, one must shift his vantage point
for viewing, as man must have done since time immemorial. Depending on

" what one wants to know, as he interacts with his environment, he will shift

his vantage point. Consequently, teachers must help children to an gware«
ness of this indispensible clue. Mere telling will not suflice. Teachers must -
~ devise situations ip which youngsters can cognize the basic utiligy of the clue.

One such fascinating opponuqxly has been provided by an imaginative
physicist, Robert Karplus,** who is experimenting with fuidamental scien-
tific ideas in forins for children to explore He has: two observers, Mr, O
and Mr. O’. Mr. O stands-in a toy truck alongside a wooden block. Mr.
. O is outside the truck. The truck is rolled across the floor, fter which
the children are asked whether the block is moving. This seeining visual
absurdity leads to the sudden discovery of the valuable ides that it depends
on where you (Mr. O or Mr. O') are standing: your vantage point for
viewing! Shades of relativity! What a wonderfully fruitful discovery that
can be applied to all aspects of living!

Teachers can provide innumtrabic opportunities for pupils to make
this discovery again and again in all stages of their devclopment if they
recognize: the potential encrgy in this most vital idea. The idea may serve
to release children in several ways. The vast knowledge :which man has
accrucd enables him to approach ‘and respond to our world in different
ways, aBd should free us and our children to respond in our own individub!
ways. This essential part of our nature, individual difference, we have yet
to take fully into account. If a composite picture of our world is to be
gained from our different viewings, then ‘cach of us hus a point of view to
contribute, as did Dr. Webber's micc Sclf-confidence in one’s own point

% Ernest Schachtel. Aferamorphosis. New I‘(ork Basic Books. Inc, 1959. Note
particularly the chapur on “The Development of Foxal Aucnuon and 'he Emergence
of Reality.”

* Dr. Robert Karplus bas heen mvolwd In an experimental progra noin the teach-
ing of science at-the Univeryly of Califorma, Berbheley . € .ala(umu He .« af present at
the Umvemty of Maryland
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of view is essential for individualized learning. We can gain additional
ideas from this notion. It takes many more than onc point of view to develop
a composite picture. Thus, points of view must be shared, and from such
sharing ‘will come an education of our perceptions. The expression, “‘Look
at it from my viewpoint,” now has real meaning. If; as Arthur Combs says,
“seeing is behaving,” then how valuable th; clue may be!

Noting diffcrences of approach as one shares one’s perception with -
others can be releasing even in the field of mathematics. Add this columa’
of figures: '

Y
L)
“

v w0

Have you learned to work down to add; up to check? Most people have.
This is one way-of adding, a way designed to cstablish a feeling of security
that there is @ way. Yet how many other ways dre there to add this column?
Some work has now becn done with groups of children and teachers in
helping them vary their methods of addition. In a group of teachers-to-be,
one of the members suddenly gasped, “I always thought I was sloppy at
addition!” She had used combinations of numbers, but she felt guilty about
her approach. How many of us freeze to one way as the way? A part of
reaching out for other “learnings” comes from a sharing of perceptions.
1 nevgr thought of that,” denotes awareness of unother vantage point for
viewing. Points of view are the bricks which build the house of thought
with the mortar of imagination. There arc many implications inherg¢nt in

-this idea (e.g., the treatment of controversial issues in the classroom), but

lack of space necessitates that the rcader find his own.

To this point, we have discussed clucs which are primarily concerned
with the ways in which learners abgorb the sensuous stuff of the world; the
ways in which they may become more fully involved in the handling of-
data; and their ways of shaping the content of their world. We have been
concerned with clver which should veasonably guarantee -a measure of
reedom: to sensc, to respond, to sclect, to relate. to organize, to interpret
rp ways that will show as a learner’s own rhythm—his patterns of thoughts,
fechigs and actions. In attempting to analyze the kinds of clues which opes-

-ate to incrcase personal involvement in living, we need yet another gategory

of ideas which promotc identity. These are ideas that add an aﬂccuve

" comporcnt which tics us to other people, umes and places: contribute to

the development of a sense of belonging, provide a sense of the ongoing-
ness of human cndcavor and a sensc of resilience in the face.of difficulties.

“They strike 3 responsive chord in all mankind, contributing to the shapmg

of content 1n both our pubhc and our private domains.




When one surveys the stufl of our world today, he needs to remember
that cach way of viewing, cach discipline, has a history. This is a clue. Men

have thought about the stuff of their world in the past. are thmkmg about -

it in the present, and will continue-to+do so in the future. Léarneis, anﬁ:

. fascinated with this idea. Wonder grows as one stops to think about the".

timec when he was not. Kindergarten youngsters have a look of wonder
on their faces as they are told a story of the ways man counted before
ever having such tools as numerals. Later, this story comes suddenly to

memory, helping a youngster cognize that counting is essentially match- ‘

ing; and later, that “matching” is termed by our mathematicians one-to-
one corrcspondencc

A group of sccond graders, strugghng do develop their skills for recog-
nizing the printed word, were enthralled by an exploration of the era before

. man had a spoken language. Their own diflicultics with communication -
and their ingenuity in overcoming them cstablished a tie with the main-

stream of mankind. These were flesh and blood difficultics. They felt them.

Spoken and written words take on cogent meaning through such an experi- .

cnce, and language is no longer taken for granted.

A group of cighth graders, assuming 1o much, were floored by a
second grader’s question. They had gathered a goodt bit of information
about American electoral processes. Just before. Election Day, they were
invited to tell the second grade about what they had found. Then a second
grader said, “That voting idea—that's a good one Wlo ever thought it
up first?” The eighth graders went running to their teacher because they
did not know the answer. A second grader had sent his seniors for further
basic anqunry An idea had been planted and thoughts were now invested
with a new vitality. If learners are given opportunities to discover and
explore new and emcrging ideas, they may find that they, too, can con-
tribute to ideation. Newton once said creators of ideas stand on the
shoulders of those who have preceded them.

There is a living, dynamic, propelling quality in man’s creations,
revealed through history. This fact was indicated in ncgative fashion by
a scventh grade group. which had been very active in'investigating aspects
of the physical world. When they were asked which branct of science
~cach of them might be interestéd in pursuing if they were to recome sci-
entists, their unanimous opinion was as follows: whatever the branch it must
in some way deal with outer spacc. Asked why they had chosen this special
focus, they replicd: “Well, it's new. We don’t know very much about at.
Maybe w e can discover something nobody else ever has. In most of the other
stulf jike chemistry and biology. cversthing has been discovered.” There is
an urgent message for us in these satements Children want 1o wlentify with
the mainstream of mankind: ~to make there contrihutions
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Ideas Invite Involvement

An hnstoricaj scarch may, in a general sensc, establish this identity
with the mainstream of mankind. Yet it also opertes to cstablish identity
in another more particular sense: the identificaticn of self with time past
as one seeks ‘rootedness in time present. This was revealed by Linda and
Laura, each of whom responded quite differently to the data collected dur-
ing an historical search £or those multiple events which led to our current
desegregation problems. Linda wrote her book report after reading- evcryr
_ thing she could find about the Negro people:

North Star Shining™® was a book of famous Negroes and how they lived.-
It also told about the slaves coming from Africa and praying to God for free-
dom. Yet, it was sad treating my people so badly. So sad that you would cry.
Some slaves got jobs and became famous. If it had not been for Negroes. the
South would have been very poor.

It spite of troubles, Booker T. Washington became famous in education.
Marign Anderson became one of our greatest singers. George Washington
Carver became a great scicntist. I enjoyed North Star Shining and will remem-
ber it for a long time.

. We can infer from what we know of Linda that shc was sceking
sustenance from a sense of rovtedness. If her people could overcome past
difficulties, then she might, too. The ability to overcome difficulties con-
‘tnbutes to resilience and maturity in growingqHistory gives us evience of
/this fact. The struggle to overcome difficulties and. the struggle for freedom

'seem univarsal battles that individuals have fought throughout ages. Gom-
mitment and rcsponsibility develop from ‘this personal identification, as
// Linda found by rooting herself in her people through “remembranco of
things past.”
The same focal problem may elicit quite different responses and series
b of connections. Laura’s story told of a crucial experience.

d When 1 was going on the bus to Loulsiana with my mother, the by s stopped

¢ 'in Tennessee for all the people to have their supper. I didn’t notice at the time,
'/ because I had never thought of it. but the colored people‘had to cat in a separate

) room than tie rest of the people. i,

When you waiked into the dining rooms. one door going into a different-
. room said “Colored” and another door said “White" going into another, room.
y " My mother and | wc and then we decided ta get a poslcnrd to send-to
«  Daddy. We went into the waiting room. They had souvenirs, postcards and
little glass animals 1 told mother that I wanted 10, get a liwle glass borse and a
_ postcard for Dty Mommy said she would like to seod Daddy a postcard also.

" They had scpamtc \umng rooms too. But | don't see why, because what:

difference does 1t make” All people are the same! .

'fHuldca;qrdc; Hovt Swift New York. WiHam Monéw and Company. 1947.
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Outside of the building were drinking ‘fountains and there were different
drinking fountains too. :

After we got to Louisiana we met an aunt there and her. little girl. We rode
the city bus honie. The colored people had to sit in the back of the bus. I don’t
know why though. I had never thought of it before, but when we started talking
about segregation, it just came back to me.

. . )
Laura was questioning. Suddenly she became aware of something
‘which she had never before thought to questién. How will Laura answer
her own questions? This we' do not know. However, here was a type of
response, personal questioning, which makes possible some movement to-
ward assuming responsibility.?® Imbuing oneself with ideas which can ‘e
make a difference is an important part of living.

The sense of rootedness inherent in_histor)" is something we all need
to sustain us. The human urge to bejong transcends any confines of family,
ethnic, racial, peer or national group. It is a feeling of fixity in a firmament
of time which evokes some cosmic sense’of responsibility so necessary in

“taday's; as in yesterday’s and tomorrow's, world. Grqups of adolescents,
visiting with old people at a Golden Age centers had been given a direct
glimpse of the mear past through those who werc living when “old New
York” was somewhat younger. The young shared with the old and each
contributed to the ‘other. How seldom wedestablish such rapport with
another generation! Yeét, there arc always other generations available to us.

, A group of student teachers in the social studies was asked to’ visit
such a center. Initially, the group expressed great discomfort at the idea.
What would younger people talk about with the older? Would not this be
a somewhat painful experience? With reluctance, the group went—and ovi-
dently found something its members will long remember. Conversation
came more easily than they had expected. The old-timers, ages 65 through .
90, wete happy to have guests. The members of the younger generation
watched; then found themselves listening more than talking. With what
were they impresséd? Unlike the children who came away with some sense
of the past, the adults came away with some sensc of the future! Back in
class, bgfore any discussion, there was quict contemiplation; then. the flood
of- nses: : - - '

“There is so much thesc old-timers carr’do.”
“Did you see the head Mr. A. was sculpting? He's over 80."

® Dwayne Huebner, Professor of Education. Teachers College. Columbia Univer- *
sity, touches on the theme of responsibility in his chapter, “New Modes of Man's Re-
lationship to Man,” in Association for Supervision and Curriculum Development,
op. ¢it. During a recent conversation, he juxtaposed on a -picce of paper the words
“response ability” and “responsibility.”
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“It i8 as though tHey have just begun to live. Mrs G. ncver pamted
before. She worked in a factory until three years ago.”

“You can discover things about yourself you never knew.”

“If old age can be like this, I'm,not afraid of it any more. Back home,
our old pegple just walt to die. We don’t even want to think about getting
old. Why can’t we have a center like that.”

A near-past generation served as a bridge to the past for youngsters
" and a bridge to the future for adults, evoking personal responses from cach.
In all ways, our historical view of human responscs to all aspects of our
world—scientific, mathematical, artistic or whatever—may contribute to
some sense of identity or rootedness. And it is this feeling of belong-
ing to the world that leads to development of a sen.e of responsibility
and commitment.

Another universal idca contributing to idertification with, others in
both time and place is this: man, throughout the ages, has cxprcssed himself
with similar media—architecture. sculpture, painting, dance, music, drama,
literature. Yet, while the ‘media have remained, their forms have changed.
Even a cursory survey of changgs in form contributes to instilling wonder.
Seventh graders involved with the Far East suddenly were struck by wonder
as a knowing teacher ** opened the ficld of Oriental literature for their ex-
ploration. As they read Chinese and Japanes® poetry in translation, they
noted particularly the use of things of naturc as symbols for universal ideas
such as freedom and peace. Then. having found these. they sought the
poetry of their own people, only to discover that the same human pattern
emerged bere, too. How different the forms, yet the ideas evoke universal
rcsponse§ .

Another teacher,” believing that ideas invite involvement, worked
with a class of third graders. studﬁ Japan. (Note thgt they were studying
. Japan, not about Japan.) The cdren read Haiku poetry and then at-
tempted to write some of their own. They had grasped the Haiku idea
» for creatipg a laconic imagery. though the exotic peculiarity of its meter
© escaped them: T

Children are in houses L
Everything is quict.

Back come ' \
Hundreds of
Wings from the south.

* Morris Salz teaches at the Little Red Schoolhouse in New Yurk City.

« * Elaine Flory Fuher a student teacher at the time. i now an art teacher in /£
l.exmgton Massachusetts.
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In the woods
Deer look for food
And rabbits hop around. .
The children imitated the -Japanese style, but the content was their own.

To follow through, this young teacher-to-be *provided the children
“with an opportunity to respond, to their world as would a Japanese artist.
The brushes, the paper, the ink were all available. Threc ideas became the
children’s action foci: negative space, harmony, and spontangity. The
teacher gave no definitions for these \xords, though they symboiized im-
portant ideas. -

To cnable her eight-year-olds to grasp the idea of negative space,
the teacher had the youngsters contort their bodics, and then asked what
portions of their bodies occupied space. How would they describe the
space that was unoccupied? It was “empty.” Very quickly they grasped
the idea that there is a relationship between space filled and space empty.
So it is for the Japanese artist who is extremely conscious of this relation-
ship. When the teacher asked Jimmy what harmony- was, he said, “That’s
in music when you have different people singing different parts—and it
sounds nice.’

“Yes,” said the teacher, Ave hav harmony in music. If that s harmony
in mysic, what do you suppose an artist means when he talks aboi t harmony
in a picture?” ’

*Oh, that must be when you use dlﬂen.n\ colors and they lodk good
together,s answered Ellen.

Spontaneity was an idea the pupils could not define fromtheir experi-
cnce with language, so the teacher told them about it. Then they painted
beautiful scrolls on rice paper, but more than this. they had planted within
them a seed of an idea—the idea that there was a way of life diffcrent
from their own.

The ways of the Japancse scemed difficult to understand because
the children had to give much thought to them before taking action. The
children heard and used the word “contemplation™ for the first time.
Once more, they expericnced the need to think before taking action when
- they attempted to write their names in Jupanese idcographs. As they pre-
pared to copy the symbols for their own names which had been prepared
beforehand by a Japanese woman, Jimmy s~id, “*Qoco, I'm nervous. I'm #
gonna goof.”

Mrs. Fisher reassured hira by demonstrating how the Japnncse'womap
held her wrist from bencath to guide her hand. Jimmy promptly grasped
his wrist from the topside ang proceeded to make hic lines.. Thus. the
children established a tie with persons of another culture and obtained

a glimmer of what it means to be different but still the samé.
©

.




Symbols: Media for Conscious Shapin'g of Content

The preceding description of a teacher at work with ideas that invite
involvement has within it another clue. The way in which Mrs. Fisher -
elicited definitipns from her children indicates an approach to language in
which, youngsters have an epportunity to make words their own. Before
one can become fully involved with his world beyond primary, sensory
experience, he must ‘‘own” words. Languare is man's creation, but he
uses many symbol systems In fact, each disciplinc has a symbol system of -«
its own. There is a language of words, of mathematics, of music, of art, of
geography. . . .2* Without such symbol systems, we would be unabie to.
commuiicate or record our expériences, and without communication and
recording we could not develop our thoughts Beyond the sensory-motor
stage. Only through symbols are we able to grasp and structure any reality,
to give some form to our ideas.

A word does not refer to a single object but to a group or to a class of
objects. Bach waqrd is therefore already a genernhz ition, Generalization is a
verbal act of thought and reflects reality in quste another way than scnsa\lon
and perception reflect it.™

“Owning” words, then, becomes a more complicaled matter than
repeating some mere object label sounded by-an adult The world of experi-
ence must be greatly simplified and generalized before it can be translated
into symbols.** It would scem, thgrefore, that our task is far more compli-
cated than we had supposed. If we want children to achicve personal mean- -
ing as they move out to exp!ore their \yorld they must te able to utilize
tools of language for more than mere basic conversational communication.
They must use language as a tool for thought. To own words requires a
muitiplicity of experiences to establish a tie between them and their refer-
énts. Only in this way may” children and adults grasp the meanings, the
concepts, which are involved. Howcver, language may limit perception if
one has; only one word to go with onc referent, or vice versa, Stereotypes
may and do emerge when language is limited. Language actually offers a
of ways of referring to things. It is multiplicity of expression which
dren must be helped to discover to free them for ever more meaningful
xploration. If we urge children to use a dictionary or if we tell them the
eanings of wo-ds before they have made an cffort to gencralize from their
xperiences, we deprive them of signal opportunities to make words their
own, o shape the meanings of words from their experiences. '

® ].anguage, here. refers to the 'many symbolic systems ctealed by man rather’
than to the word as ¥gfined by linguistic specialists. who refer to the spoken word
when they use the word "larguage _

®1.S. Vygotsky, op cit..p. 8

¥ thid , p. 5




Mrs. Fisher invited her youngsters to create defimtivns out of their
experience, and they'did this with great success. As children grow, they
may derive their own definitions—if we give them some clues to the struc-
ture of their language. Yet, for the most part, we say to them, “Use the
dictionary!” OFf course, the dictionary may weil be used 10 check one's own
definitiohs. In this way, it is possible to discover that one knows more than
one belicves he does, and the experience is decidedly satisfying. However,
there are so many everyday words which have different meanings when
they are used in the languages of different disciplines that one may not
Jhe ideas they convey until one becomes acquainted with these langnagés.
*A group of children and, in fact, a group of teachers, thought-that they
did not know the meaning of “rational number.” Their ﬁ:ﬁ!"reacuon was
to give up and consut the dictionary. When they were asked what “rational”
means in everyday language, they gave rcasonabl: definifions. Then, with
another clue (to look for the-word' root), both the children and the teach-
ers found that they could define the word. By active participption-in-search,

an individual makes -ius that result which constitutes a discovery. As

White says: AN

Effectance motivation must be conceived to involve satisfaclion—a fecling
of efficacy—in transactions in which bchnvuor has an exploratory, varying
experimental character and produces changes in the stimulus field. Having this
character, the behavior leads the organism to find out how the environment can
be changéd and what consequences flow from these changes.

We have heard much about the importance of, and modes for, motivat-
. ing children to learn. Mainly, psychologists and educators have investigated
the emotional, social and physical developments of the child to get at those
factors which seem to have embolic tendencies for his intellectual develop-
ment. These categorics having been analyzed separately in the main, intel-
lectual development has sutlered as a consequence. We are only now -be-
ginning to realize the dynamic relationship among the developments, each
patterning being highly unique and individual. Alsc, we are beginning to
accept curiosity as inherent in every human being. If we do so, we must

capitalize upon ways for freemg curiosity so that we may open possibilities

for all children' to engage in wider and profounder exploratios.

As educators who tend to focus on needs, drives and habits, we have
too often omitted the ways in which ideas operate to affect the very per-
sonality of an individual. We have long empbasized ways in which indi-
viduals’ perceptions influence 1 Jcas 1n theis perceptual fields. However, we
have yet to become fully aware of those ways in which an idea itsell can

®R W Whte “"Motivation Reconsuicred. The Concept of Competence ™

Psvchological Review 66 329 19%9 o
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and does act 1o open ndividualy” percepiudl fields. Actually. <

- an wea contains patential cnergy . - - it o the conscious form Laken
by ous fechngs and impubses, . ot Contans within itsell 3 dynamic powcs to
move mdtyoduals .

. Thas duplcr has becn an altcmpt to clasfy the » 1ys m which ‘cogent
weas, developed by men explorning their woridy may be utilzed as clups
for helping children become more fully involved witt caplonng their world.
The sisfl of the disciplines /s the stufl of our wosld. As we bold fast to
this idea, we are caused to rethink all types of curricular opportunities whicly
we offer children. With our eyes [ocused upon our children exploring the
world, we should examine with care the structures of all disciplines to
.. discover thast ideas which may serve as clues for opening new possibilities
for. diwoven‘ng\nd 'developing the potential of individual leamers.

/ & Charles A. aﬁ)a Introducuon to ). B. Bury The idea of Pii Jress New York

Dover Publications. W:q’p .a and x.
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. 4 / Fostermg indlwdualizatlon 2
' in the Classreom N

" The Yearbook Commitiee - S
- in"Cooperation with Laura-Zirhes*

*\

IN THE preceding chapler, an examinstion was made of the ST
uses of subject mafier in reledsing human potential in classroom and school, o]
“ Ip the“ptesent chapter, we highlight the interactive- process by which .~ 7,
- human being aflécts human being in releasing potential. When teacher and :
‘pupils’ interact in the classroom, the teucher plays a redominant and sig-
-+ nificapt, vole. Therelore we-shall give major attention in this chapter to what .
_the .cacher does to belp release human po(cntml thgb mngmg and
‘ enoouragmg dcwab!c interaction, : :
k . Firse, hﬁwover. we feel it necessary 1o mﬂitm our mm n lmman po- -
- ten’ual as we have defined it heretofore. Euch perion yearas for & sense of
" humzn dignity and self-respect, and each sinves {0 establish meaningiul .
- ties with- the. satural and phymﬂw:ﬂandmm&emldolpeople.lc. e
with peers, with teachers, and with alhxbcr persans who are pan of biy - - - )
world.
" We are concerned wnh uw pmmacs oi mmacwn thu mmm:ma
cafe to learners the fact that teachers <are Furthermore, we atc anterested -
i thosc ideas that help 16 prevedt the ale atioa of chikiren from the school
"community, because we recognize that alicniption \eads to !act N coqmt- .
- ment and to lack of responsibility, "both of which arc vital negesanes for
" discovery and development of human potcnual. In the following dmuwou.(}
we offer.not aguaraniced prescnplion for cunng shenation, but rather some

V. ‘ *stmwsamwumcMmmuwyrm chapter have .
©  ncluded Mable Q. Melby, who orgenuted and wrore miwg of the ¢ coniepl -
Fraes Minot. who suggested - fusdelines o, merachon. Loune Abcroethy and

, Rihard 1. Mattesco. who pruvuded editonial spgestsom “amd Jdicstrations | aurs
Zires foplied most of the' dlustiative matenal » small portion of  from bes pry.
vious wnings and the mmm\kt from recent vburaaion in :M;m s progawes

- severad of ik mddum
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i
"7 ideas that we believe may serve as ugmﬁcanl guidelines, ideas that operale A
‘acm agcs and stages of humm developmem . L

L. '- The Teacher’s Role . _
- At the outset, thg teacher should think about hls role” md come” to
r’ebagmzc what is of significance jn the dynamic interplay of humnnkmd
. 8s each buman being explores the world of people. All that we kaow about L
. the direction and force of human growth, all that we know of the gatural
and physical worldofwhnchwcamapan.andaﬂtha;wcknowofouf )
* cultural context come together to result in a patiern of behavior which is -
: " highly specific for any onc individual. Therein lie our essential differences. -
f — — FEven as wc recognize these . d;ﬂen:nces. thc umvemls whlch are- our;,
§ > similarities cmerge as well. - s
T T RS The leacher meets with his group of pupils ot the first day of any
o scboolycu,hoonfmtsamassoﬂm Tl\cwlsasammcssnbounhem
= all, but ouly for a brief-period of time. Gradually, individual faces  emergg
" 10 be maiched with rames, with specilic ideas expressed, with personality ‘<
N mvmled' The amorphous masé takes shape as the teacher differentiates «
_one’person lrom another. Ouly when he knows each member as a person "
- ddes be come to koow the true nature of his group. Onlyuuncanhcopcmte
to {ree the potential encrgy of the indsviduals within the group..
© -~ Whatdocs the teacher do as he views his group? He takpﬁvc important
—  ° tactions: -{a) He becomes alert to significant clucs; (b) he responds to these. ©
- clues; () he 15 senssvve to tone and uming: (d) he diagnoses, ard (e) he
encourages tntcraction that is continuous and sclf-pcmciuatmg Exch of
the five nctaons 1s descnibed in the following pages.

f’ ‘

D

The Teocher Is Alest fo Cluos

To gude hs mmual achon, the teacher bepnns a- scarch for cloes j
Senuuive teachers leam 1o “tune in” on all kinds of wavelengths and ob
all types of communication Recant work i human communscation mdicates
that there 1s more than ooe communxkation mode that needs to be con-
sdeted, and (he current sealization thut nvnverbal communcatson can net
bumen beings valuable data s cspecially wital w educators The specific
seasitivity which teubcnmoduadwphned senstuvity whach reflects an ¢
understanding of the dynamxcs of human growth, and which is character-
~wed by clanty of perception and ability so 10 organur the data percesved
- that essesual patiems of behavior arce reveaked

Chuldren, hikc adults, communicate i seversl bask ways 1o observing
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these ways, teacbers can draw valid mfcrenpes as Iong as lhcy view the
learner in his total patterming, tor only then can the mfercnm havc .
. meaning and justification .

1. There.is physiological commumcauon. wvolving physical dcmcnnoc

‘A pupil’s pomuun may reveal how he feels about himself. For instance, he
may communicate, by the way he ssits,-how he is relating to an ongoing
* - activity. A facial expression at a particular time and in a garticular context -
. may te.ll a sensitive teacher a great deal. A cHlange of color, the quivering
~ of the ¢orners of the mouth, the clenching of ahand, the raising or lowering
of head or eyes: all lhesc physiological clues may tcvcala learner’s problcms
or fcchnu ‘ ’

2. There is communication through action or the absencc of action:

Expericnced teachers aré famiiar with chiddren who move in to ta}!
job with alacrity, and with children who are hesitant and tentative in what-
ever they do. Action of the absence of it provides clues as to what the

- teacher should do with individua pupds and wath groups of pupils in

. specuﬁc situations.

‘3. There 1s,.0f counse, verbal communication By means of it, the
. teacher obtains most of his. dma or at least-most of the data on which he
- usually ‘relies,

Consider whe child who. in Atuation after suuation, exprcsse, hun-
sell as not desiring what he really wants beuusc he fears that he will
*be unsuccessful. He says he do.s not wish to participate in a school play
. Howevér, the Jeacher, knowiny the child in his partcular patterning, insists |
 that he-eome to the auditorium at'least to watch the tehearsals: As the child
.walches, be caters the activity despite himself, does cncduably as an actor,
- and discover{ an unrevpaled aspect of hiy potential
- ~When a chidd expfesses fear or reservation, the piich 3od quality of
.. hs f\m may, reveal more than the worgs e utters An increase jn volume
" or a nse i pich may ndicate nsing ¢motion though the words are calm
A decrease 1 volume of the absence of lhc usual mflcction may indscate
apathy, otrvousncss or fear

Raising ofic’s voie at the end of the LAETCE tuins a stalement into
3 question and may be the only way by whch the lcarncr can reveal b
uncertainty or need {or help For anstance, Douglas ganed little from his
reading . bus word recogmison was High, bt his'compichension was poor.
Searching for the rcason, his tcacher noted that though Douglas read well
orally, he sead several statements on-cach page as | they were questions
When be discussed the punctuaiion marks with his teacher, Douglas showed
understanding of punctuation, yot the hatut of tasung s voxe conunded
The teacher then began 1o 131k wigh him about cach sentence in which this
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happened She discovered that Douglas wat able (o recugnize many words
and was competent in working out the sounds of many others, but because

of an cxtremely limited vocabulary, he did not know the meanings of the .

words he read fiuenilly. He had been telling his teachers this for several
years by reading as quesuins all sentences that held no meaning for him,
but previous teachers had missed the clue.

The teacher needs to assess what childien are tethng him through
thewr speech agaunst what they are telling him through other modes 6f com-
munication. Actions often are more cloquent than words. Accompanying
.. bodily moyements and facial expressions may be mote revealing than actual .
speech content While <ome childten leamn to cover up their true feclings
through guarded specch, a similar veding of trug fcelmgs lhlough guatdcd
gestures, for example, is less hely: '

4 Tbcm 1s mulnmodal wmmunmuon Much of the ume, the teacher
18 wnslive 10 3 combination of all three modes of communk ation, ie., the
clue that is-given through physical expression s repeated or stsengthened
through a type of action and: or theough verbal expression. In the féllowmg
account, the feacher uses a combinauon of tommunication modes 10 acquire
the knowledge and wformation needed 1o “tound oui * her portrait of the
child.

. Q .

Alter e conference with Betty's mother, 1 observed the child mote closely,
parucularty duning the more informal periods of the day. Duning informal dis~
messabs, it wis aatural for the chikdren 10 walk and talk with.someone. As maony
1mes as 1 observed thi coming and going, | never «aw Betty walking with any-
ooc She had a habit of gettiug up clone 1o the wall and edging aloog the wall,
an acuioo which 1n part retarded her departure. but in part kept her remosed
trom the other chiddren | ako observed that as the children asiembled in the
moraing and as they prepared 10 go home she rarcly, if cver, talked to anyone.
and the childsen rarelhy, it ever, talked 10 her She secined to be an ignored child

No wonder she had remaushad 10 her mother that she hated outdoor-play periods! g
t otnerved Beits duniog wotk penods Tn gencral she worked dilgently and

quicth 2P sute 1 never heard her voice “odt of tuin ™ She did not «eem fo
mind spaakiog i f1ont of the groyp. sbz capressed herclf well for an eight-
wear-old 1 seomed 1o e toe convensat:onal sctsngs (rom which she withdrew

Onc dav Berte bad 10 be cvcntyd H1om gym becauie we were practicing
bakeibali shifks ad ik hide Laugh ut me bocause § don't throw the ball very
well ™ 1t was true ¥t Betty was much mofe adep at folk dancing than she was
at ball tkelts

Revlts 0t vt ouotettse te-ling tanforced the wiea that perhaps Betty
was e gnoted Than fepected B was an impostant ¢l in thinking about
the pe ol niggacion thiat wouls help Beity find bor aore povnine < through
g, wabeofa e relphpnte with her posis
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. lho Ioachm Besponds to the Clues

The tcauhc; who » able to .xssmnl.nc d uc.dlh of mlummuon aboul
an wdividual by listening, by obscrving, by qucsuonmg. is guided in his
curncular planning by viewing mdividuals not ds they should be but as they
teally are. The teacher who is able to respond in accordance with the infor-
.mation reccived is guided in his response by viewing -curricular conient.
i part, as an ard to freciny the individual to discover his true self, hiy
poiential.

. The teacher who assumed an investigative role sn the fougmng illus-
talion. plays « hc!pmp ol n i followng account us the nareative

©Connnues : '

In pondering this problesm, ot seemied 10 mic that it was necessary to help
Betty tind a way of beconuag a part ofMr group, working through both the
child and the group. It swemed impottant for the group to do something for
Betty. and 1o have Betty do something for hendll through doing something
for the group | sesponded through atteropling 1q fucilitate both processes.
Y The fint direg! opportutity to have the group wdntribute 1o the child’s need
. came jusibglore Thrntmas vacation. Beity was absent with scarlctina and,
© ~ would notbe Bick ugy! alter the holidays: The chuldeén Came thiough™ with
yovetal suggartions of things we could i for’ Betty, inciubag wreyog hee lettess,
%cndmg, cards. gad \Ending her the _wcheol agwspiper In thaar fetrers, ‘sévetal
Jﬁnﬂ!‘wn told about the §81dfish gsai had dhed and aboa.the nes ancs we ¥AwIG
YA alteEracanen. T and youli Be byck # ser them” Soveeal told about the
(,hnqnm and Chantd ki cards we wore making “We'te $ong to séod you
one’ 'Seveal crprosied cogoendt over e diness ' “\We bope you lt be well soon ™
Ve maticd oncHarge saviiope of &wm cach dov tow thice Alavy. On the fousth”
J’;h we mpld a Chanubbakaand tmrm the geoup and on fhe fifth Way we ent
: the schout acwspaper | lfw childron iook Tuton htmgm;, the crinelopes, getiing
o the shmps, ard matlisny the et ut '
g - Dutiag the moming mecuny on the fiest Was of Bety s setign. sbc thankcd
<A duidwn tog the lettery 1 dhed hemoers much, amd § read them many
LIRS ch— rmathes 1013 o Later thst the fettgre ad hevome worn with
_hwdlmg . S C S

B Puw.ud e uprma o! the - aweat ! unl’ the (olitiang planmcd Opportunity
S0 haae Betti poRe ket sATLbunen o grodgs actais. The children en
word hislemoy to At rcad ST et with beste cave gnd cllectinencss How
Cratid b eatate u:‘ ubilyeton ul. s akent 10 nubm,. a group qonirthutica’

- Bo mube o tong Moty sheit e stes eloped mJ’pr? atesd vhe stors of The Ugh
T I).;rll._r,; thiogph diamy o lderatans, and art Al the chuldien partic
pated  Ihe JJullion tidonicd i an puade barfe Chath Jraw,ag V&auomp.ms

< g steny Sumpng ahdin wgs gecaverad b ot st gaap and Jhotus parts
Botiy and WSty widy nzaned whe ' Catticd  the sty ¢l s 00013 was
Myt Ihie M bonte: 08 bl g s b i.h P Bt sk u,\;,-og;w\'«

»
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taken in the {all of the year The two girly worked logcthcr in planmng lhcar
contribution -

The Ugly Duckling was shared with other umd grade chsltkcn in the build-
ing. Both the participants and the audicnces enjoyed the activity; however,
1 feel that the value derived was the result of the process of having each child -

participate in his best way. While many children were afforded this gppor- .

tunity, this rettospective look ts focused on Detty, who waus delighted with both
the development and the presentation of lhe story.

Late in April, Batty and her family mosed I was sorry that it was neces-
saryfor Bgity 10 leave at thatgime. | felt that a beginning had been made in
helping her work out smore comfortable group relations- The children were be-
ginning to notice her more. | recall two girls talking to her one day before out-
door-play period. I used the opportunity to remark, “Are you thrée ;irb planning _

" your game for today”' Elaine and Carolyn looked quite surprised, as though -
. they hadn't realiy thought aboul 1t up 1o 4hat point. 1 recall Tommy, in par-

“ticular, who on occasion would make it a point to talk to Betty. Auy social
conversation was a step forward. It was not the talk itself that was as important
] ihe “someone-wants- to-taik-to'me"” fechng.

L ?erbn;n the best cvaluative statement | can make coacerning Betty's prog-
_ tess over this short perrod of time is that she seemed to become more comfort-.
“able in her quiciness as she began fo feel that she had a part in the group.

" Having just finished playing a vita! role in @ group activity through co-workiog

with a-chuild whom she adniired must have scot her on ber way with a better

feeling about her tole it the old schoo! and with more confidence 10 adjusting
to the&new. |

Thie wacher in this suuation semained close 1o Betry’s problem through-
out a pcnod of ume. The teacher accepted the problem as a challenge which

merited her own carcful and continuing response. In the same manoer, the - .

high schodl teatber who discovers a troubled pupil in one of his classes
arranges to talk wath the pupil during a free peniod or after school, and

refets the pupd to an ¢mpathetic guidance counsclor, but conlinues to keep '

in touch with the pupil and his problers Adequate and continuing rusponse -
by the teacher is required if appropriate interaction is to be achicved. Also,
the teacher who would respond cﬂccmcly must recognize the significance
of ume snd tmng. ‘

The Toodm Is Senstwe fo hime and liming

“‘.".I'uni'ng " requites tume  ume o lsien, ume to respond. For each
human being, there 15 an cbb and flow of thought, of fecling, and of action
as be interacts with his envlionment. He needs ume if be 1s to become in-
wo&ved w0 this satecaction The need for adequate ime s eapressed by Contbs

anid Snygg

M : .




Lo .
2R R T . . -
3 A

L : .

The diwovery of pcnoml meaning 1 a proccss whnch scems 1o proceed

, best in an unhurried, unharned atmosphere. We have seen that perceiving takes |
-\ tume aod good teachers are heenly aware of this fact. They koow it is possible
" that the pressure of speed may destroy the process of exploration entirely. The
organization and reorganization of pescoptions in the phenomenal field is an
active process best accomplished lhmugh some form of interaction of individuals
with problems. The value of a learning situation cap be completely lost by such
a0 emphasis upon speed ‘that the learner is reduced o passivity while subject
. matter is poured forth at a rate he is unable to comprehend. Almost any student
has at one time or another been exposed 10 the teacher in.such desperate. baste

-—---4o-*oover the- sub}ecl that he- auccccded-m bmymg-ﬁomrcr*——

f ‘There is another aspect of time with which we are more (mmhar as
* teachers, though'we may often [ail to utjlize it fully: the “sight time.” This
is the aspect of time that makes for economy in leamning. We have all ex-
pericncet! the effect of correct timing upon ouxsclvcs as well as upon- our
pupils.
One dzmensnon of correct ummg appcars in lhc mdmdual‘s unique
rhythm of gtowth for all growth is characterized by uneven dcvclopmem .
Within the same individual, there are some areas in which growth is rapid, -
others in which growth is slpwer. It is this unovenness that makes timing a
most important factor in the teaching-leaming process. How often have we
" had ghe expericqee of “teaching” some item and finding that it has not been
..: learned? The point at which something "'clicks™ for a youngster or a group
- .of youngslers i the result of & number of factors: As the teacher takes in -
. the clues .youngsters give and adjusts timing accordingly, pupils may be
| released 16 move on in their cxploration df the woild.
© - Another dimension of right timing develops according: to interest,
expericace, concem, and personal-need, Perhaps the right time to explore
ag-idea is when intcrest and enthusiasm gre high, when a strong, personal
motive exists, or when the solution of a personal problcm suggests the
learnings that are necded, ralbcr than when predctcnmncd curriculum sets
the requirement. .
Tnflexsbility ‘of schcdulmg prevents facilitation of both of the abovs
, idcatified requirements, cnough tme and the right time. Tight scheduling
. n 30-minute compartments does riot lend isell to hsteming, 1o ftesponding. '
1o sensing the rhythm of development wathin o group or within individuals,
to discovenng poicntial Note the advantages of fiexible scheduling that
are suggesied by the following emmpk

My filth graders were “selling  favatite books thiough wa oral shalmg ol
highlights The time for derqunaung the po’ od was near a1 hand whea Billy
tugged at my sleeve and wirh an air of evpevtancy pleaded by cave. " Say, M

* Arthur W Combs and Dionald Snygp Individwal Brhasun New Yorto Haper
& Row, Publghers. lnc 19%¢ p 191 ‘

.. - ' . 8"




9muh do you cmc i §ary somelbing" I've got a kcen idea.” Billy's keen idea
- was to engage bis' tecently finished” .pppiex maché ﬂgure i converyation about
the book he was sharidg with the group. As ‘b proceeded with his plan, some-
.thing of ap unuvual flgic for nmpmvmuon. tor the dramatic touch, for' reaching
an audicace, {or making a point through the mmedium of diatogue shone through
- for a child who was otherwise cxperierving seversl academic struggles. The
keen idea was picked. up by others, some of whom were anxious 10 cafry on
o & book-talk with theit pap.er maché figures then and there, othery of whom pre- - ‘
ferred more “thioking throagh™ time. -~ &
.7 The termination of the period was delayed 10 allow ume for thls ndea o .
- mebmhmmmtnummm . :
suggzstion. That.is; the tezmination of ‘the period was delayed to ailow'time . .
toz ‘the message concerning Billy's newly dmo»crcd lalcnt to be ndcqu.\acly re- °
cexved bx memhcﬁ‘ of hiv peer group.: 2

L " What would have bappened i3 the- extension of ideas ’{or future book- * "

' talk, to the stimulation of making ﬁtcmate plans, to the encouragement of
trying out.suggesijons, to the sclf-realization of Billy, if the teacher. had
answered, “Sorry, Billy, time is up—pesifaps some other time?” What other
_ ddvantages of flexibulity of scheduling are esased ‘through the passing of <

- classes 43 mandated by the bell, through compnr!mcmalw:d oggnmzanon, '
through dcpanmchta!uauon" .

-

Hn Teachas Dmgnows : *

' ,' “ " 'Sovner or later, the lcuuhu %thuld diagnd®e the slrcngths and weak-
sev. the advantages andiiceds of individual learners. Initially, he, ding-.
w tgntatively and informally.. As the évidence on which he may base .

. more carefd! diagnoses continues 1o accumulate, he becomes comparable,

S * with the inténist is medicioe, who gains thorough familianity with the -
dynamks of the human body so that he may dsagnose and prescribe with
~confidence. skilled teacher. diagnoses situations in his classroom with, *-

confidence, though he may say he teaches “intuitively,” s if he were = .

_ dc.'luu with cleuents beyond his control. Could it be that the “intuition™ +

~ upon which K bases his actions comes from the same thorough familiarity
‘with Jearners and the dynamics of -learning situations’ that the internist bas,

. correspondingly, in his ficld? Ys 1t possjble that the «killed teacher is able
t seceive clues frony tes perceptual ficld and 10 respond to them immedi- -
.mly’ Constder the foliowing instance

. Dunng 4 block of - itme reserved weekly for mdcpcndcm wnting, several |
vhildren had wedten ougmal stones. Othars had weatten letters, and Neil had
<tarted @ briel thank-you nete whieh ke sntended to mail on s way home. His

o reacher. notiog that he < omed 30 be i trouble, asked whethes she could hetp:
When ol mowed oves n his seat, she dgcrded that he capicted her to sit down =
A .



} und read what he had wriien: The conversation between’ weacher and pupil be-
* gon as follows, .

. Naeil: You see, | always khow what 1 want to wmc but l can't always
" spell all the -vords, so I think up another way of saying things bcforc I goon
_ writing. Ther. 1 don’t have to erase or copy. ’
- Teacher (smulmg) "Oh. I sce! Do you suppose you could ger set by thiak-
ing about the wards you can't spell, and letting me help you with them bcforc
veu begin to write? _
Neil: That's a good idea for news ime, but what gbout rhis time? (Showmg et
the tcacher his paper) Does this look O.K.”
In:henJ.dnnm.nny.mmpcﬂmeMM-}ou;-pmmk— -
Neil: Yes, but 1 wanted to say “friend,” and 1 wasn't sure’ whether it was
leorelsol wrote, “pal.” Then | wanted 1Q say+"received.” but I wasn't sure
whether it was e/ or e, 0 | wroie “goi.”" Please don't ask me 10 use the dic-
tionary. It takewtoo long to. fook up both u.:m ol spclhpgn word whco all.you........
..... ,»mmkmuu\huhwa}wnghr ) :
The teacher’s- further conver-ation with she pupnl revealed that Im erors
were with the middle of words. never- wi'h_their_beginmngs_or. their .cndings..;
", She suspected that Nail had'a vewal difficulty, so she artanged for his referral
‘ 0 an oculist. Meanwhile, however, she adminntered a series. of pre- and post-
tests; asked Neil 10 list the words he was sure he could not spelj: and’ helped
Neil expand his word list (a) by v.rmnt related forms of words he was sure
of, and (b) by having courage to wnitc the words he imended 1o wnte. She iy
knew that whatever theoculist's report revealed, Neil would need confidence an-" -, . .
tis abRity to spell. L.ater. sie rgight find it necessary to pmcnbe remedial pro- T
cedures. For the present. she made three stutements designed 1o hu-ld Neil's S
.« confidence:

. "I'm surc you will make progress, and!l am ready 10 help you guake it ", U
“I'm going to help. you stop confysrag yourself and hw‘mg A .o ',
“Fm asking you to stop calling yourslf a "bum <peller " RS
The teacher had begun the process n( dugn(m) which must continue as,; g

her interaction with Neil continued. o 4

In making diagnpses, the u.anhcr needs’ 1o obscm. individual nupulr.
with gare. He thoul! watch for their strengths ¢ i . their ability 10” weeeee Y
fation<hips. to pes. . complex tasks, 10 sense unusual sitisations: Hc.;? .
shoutd ako e pupil< whibitions to l. unam e, .lpJ!hv anxicty, con-
fusion, preeccupation -

lndmdual problean crcountercd by leatners offen block wnicrachion,
and so prevent relcase of potcnual '

‘ With Domim@ r was his name and the st th.:{ he was u!lui a
“Polach” by the boys
- With Ellen it was the move from-the farm 10 xm bae <ty
With Eieen it was lh new haby !
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o ‘With. Derrick it was worry about his father, who had been away on
duty overseax for almost a year.

With Calvin it was his own long and serious illness and hbspnahzauon. |
together with the, shock of finding that he had becn demoted dunng lus
absence.

With Pauline it was shgme and nmucty about the cnmmal behavuor of
a relative with whom'she’ hng been ldcnuﬁcd by name in Iund hewspapcf
accounts.

With Janet it was squeaky-solcd shocs and ill- ﬁttmg hand-me—down

K _dresses which made her so self-conscious that she catiiesto school eWrly.
' “walking on the sides of her Teet, as though it werc @ very painful- prm vor
and refused to rise from her seat until after the cldss had dispersed. ™' "0

With Mose it, was & cultural and, racsal bias, which he felt i in aIl his

: conmcts ; e
AT -th Erm!y it was her moxhers rcccm death, ‘which s’hc tel‘used o

. ’ QOOCPQ N e N . . &

Ottefn the teacher should cons-dcr the: cffccts. of hls own behavuor in’
. encouraging or blocking interaction. He may do lhls. in'part, by consldenng
whether he ‘strives for openness and rapport, Itayes time and opportunity
fof Icamen; lo respond, provides challcngmg vent, and: stimulates feprn-" -,
itig nsidering MS own infer>; |
;uzz::on to e’ wuys in whk:h =

-

. ‘ ..

The Tcachbr Encourages C&m;nuous_&,.d ' |fr . _ ) .
Sol&?upﬂuafmg Interaction ' S

interactxon charactérized by m‘e!auon of self on the part of the lcamer
o« ant by an arranging bf experiences based on re¢velation on the teacher's part
should become continpous and sell-perpptuating. The desired interaction
‘continues unceasingly as response becomes revelation, and revelation leads
1o action. Thus, as the learner responds to suggestions (ot action, he further -
2 reveals himself; and as the teacher receives additional mlormalion. hc furz .’
ther modifies and/or extends tne ofiginal arrangements. N A
“* The functional apptwach to di «,%is and teaching of writing skills is
an example of continuous and self » < vetuating interaction. ‘Writing takes
place as a part of everyday living in - ussrooms. according to pupils’ com-
mubicatiop %s and ihterests and as a megs® of self-expression. The -
teacher provides instruction to assist the individual lamer in communicat-
wig his thoughts for. those purposes that sre personally important to-him:
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- thn the pupil writes, *he teacher becomes’ aware of both communicatign

. putposes and communication -problems. Thus, the teacher cxamines the

* pupll’s writing to determine his developmenual level and the cause of the

- commufication breakdown at his level: The teacher also looks at the pupil

- - to decide how the uncovered needs shouid be dealt with. If a need is to be
~ considéred seriously, a teaching-learning goal is established and the teaching-

' blc emeigence of a ne

learning process ensues. Analysis of subscquent purposes and subscquem
performances reveals \3@ degree of effectivencss of past emphases and possi-
teaching-learning focus. The teacher’s understand-

_ing of thg writer's needs makes clear the appropriateness or inappropriate-

ness of using (he new focus at this time. Fuiure analyses of p rposes, -

. performances,,and writers continue to determine.the foci of attentic 1 which’
- arc apgropriate for this writer in solving his communication probleins as he
interacts with his world of people and ideas.

L )

N : Providing Oppoﬂumhes for lnduvuduol

)
L]

leamers To Reveal Themselvas

Essenua! to the grocess of sensifg and respondmg to the verbal and
nonverbal clues provided by pupils is provision ol opportunities for pupils
-0 reveal (hemselves For revelation ro be.complete, teachers, too, must be
willing to al hemsclves as persons. As long as the label “tedcher” de-

.- fines miere smtus. rather than person, pupils will respond to the teacher's

" role and positigns and ‘they will not reveal themselves as indlviduals. The
. classroom m bvide for the’ ‘invotvement of alf its participants if teachers
v . wish to ga data relevant to their task of releasing human potential.

L]

-

-

vy

,. .. Thre¢ children from different schools who were visiting a relative were:
tolda joke that dchghtcd them. When their. laughter had subssdcd the boy
in.the group chuckled, “My teacher will sure laugh at thaé! * The second .
child, too, indicated that she was anticipating the fun of sharing the joke

with her teacher and class. Noticing that the thitd child made no such com-

. ment, an adult asked if she intended to tell her teacher the joke. “Oh, no,”

. was the reply, “I wouldn't tell Mrs. F. She doesn't like jokes; teacherstdon™t
hke funny things.™ In this teacher’s classroom, children obviously wauld not
reveal their scnse of fun. and it is doubtful whether they would reveal any
. personal feelings to a tcacher who is perceived as iess ghan human.
Teachers must create an aigosphere in which children fget=accepted.

No one should be fochsh cnough to reveal his problems or confusion in‘a
situation in which he might bé blamcd for having them Many a pcrplexed
-pupll remains quict when the teacher asks, “'Is there anyone who does not
~ understand?” Pupils soon lcarn that a’ong with additional explanation may
- come cmmsm of therr fanluro 1o gmp the punt earlier. '*Io one cares to
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reveal an aspu.mon or 4 hope in a t.|.lsbm0m in which it might be ndxculed
as when a teacher says, "You. want tobh:a wmcr. ami you eant puncmatc

* a simple séntence correctly!” * -

Furthermore, pupilé are teluctamt to reveal new lmmmg& or expen-

" ences to a teacher who requircs that they be organized in dell, routine form.

One often hears, “Don’t tell the teacher that | read that book or she'll make
me write a bgok report.” Or, as one pupil who. deliberately concealed his

ability said, “If they think you don't know nothing, you, dont have 10 do_ﬁ

nothmg : "

. Under_what_conditions, then, do lcamcn tend to reveal thcmselves" -

'We believe they do so when they know. that they are valued, when provision

Valuing the Individuol -

If they are smothered a

is made for them to respond unijuely, when explor’tion .and dnscovery ‘

are prized, and when emphasis is placcd on big ideas.

Q

.. Pupils arc more likely 10 reveal thmsﬂ\cs in an cavironment that
placcs value on the dagmty and worth of the individual, As Mndgc Rudd
hus smd:

No one can duc!op or capress hn greatest possibilities in o threatening
situation. For idea to grow upon idea, an individual must be made-to feet that
his thinking is worthy and appreciated. There must be an air of acceptanée in
the group. At times, ideas may not seem 1o be related, but Ilfe itself 1s an ex-
perimental laboratory where one expresses uccording 10 his pumcular talents.
Where ideas can be frecly exprossed, the way 15 open fos help and guidance.
e mdividual does not feel frec to express his,
thoughts as they come to lam, we may be guiliy of standing in the way of prog-
ress because we use our authoriy to c!w, ‘the door ot thought.”

So much is done 10 d ngmdc and even 1o degrade indivedual pupils

that valuing the mdmdu hauld assume cspeually h:gh pnonly m lhc '

school's

Prowd.ng for Umqumrmu of Response -

Pupils arc also more likely to revial themsclves wuhm curricular
cxpericnces that make it possible.for these procedues, their “take-hold™

points, thew perceptions ther thiiking lucls and their ways of organizing

10 be operative for them in ehciting lbczr unigue 1 .ponses Through the

- 1cacher’s providing 1 varicty of ways \g which pupil. may sense, resy ond,

patucipate, orgamze and interprer. cach w freed e opecate in wayy + o8t

cifective for him as he wteracts with his envitonmient .
Responding in a umquc manncr v more posuble within curricular

l’opportumum that arc chawcterized by openness rather than by closure.

*\adee Rudd “Dare to Streich ” Delig Kappa Gamma Bullenn 29 49-30, 1962

56 4

4

S



-+ Few classroom activitics are compietely open-ended or completely definitive;
learning cxperiences represent degrees-of openncss. However, en activity
that represents the extreme in openness is one that prescribes in definitive .

“tdims neither the scope, the outcome, the finish-pownt, nor the approsch,
AVithin an open-ended activity, a pupil may more approgriately say:

This ' tather than © This

_ hc goneas‘ far as'{ need o, as far P've-firushed.
aglcan.oras far as 1 choose :
ta go at this ume

_Ithad 10 change sonm of my plans. . _ . 1.dudexacily what you sande—. oo e

1 hope it's going to work, to do the 1 hope it is ﬁ;ht.
job. o :
I'm-not quite satsfied. - l hope you hike 1t

Zirbes presents contrasts in the degree of openness of cumcular expesi-
cnces throuzh the followmg wo cxamp!cs from clumcmmy schools:

A group of young chlldmn manifests spomanm) and individuality when
i is oot wrgimented or repressed by imposed restraints and required con- '
toimuiy. Provided with chalienging opponuoﬁws o explore and discover the _
possibilities of a variety of play materials, these children have a chance to move o
about, 1o handlc things, to act on impulse, to react to cach other, and to the
situation. They marfest freedom to communicate, froedom 1o be sponlapconsly
playful,-as well as freedom to imate purposcful endeavor. There is no siga of
pressures which block or inhibit action’ or of pressures which are goercive.
Viaimly permissive adult gudance encourages and paces developmental activity
and losters a sense of satisfaction in whole-hearted involvoment. Thete is room
tor choice. The atmotphere is unhurnied and (ree from annety,
- In sharp contrast with this situation another group of children of the same

age range & provid:d with umform, stercotyfied scat-work, and explicit oral
directions to be followed in unvarying compliance These children sit in rather
pasuve, comphant preoccupation witl this task, without nojog much else, and ‘
without having.anything to do with ¢ ich other. The situation 'is clearly one 1n '
which an effcient type of mass manayement has cverything in control to an
evtent whic! d‘scourugc:s deviaton from dicctions Any thought of individout
| minatve would seem 10 be too precarious to occer 10 children. This accounts

" for anxiously submisise adaptauion, and siso for Tach of 2¢st. The room 1 sty
quiet gnd were is nothing dynamuc or challe ging - Spur children 10 go be-

. yond what they are required to do, without ¢o1ce o saniation o adguniment
of c!pcc'gntlons i terms of cvident diffeiences 1n matuniy o capacity. There o
% ne evidence of 10ttnaic-satisfaction- -no eothesravm * ' '

* From pages 2022 Sours 10 Crevtine Teor humas By tauts Zsthes € “S‘N'h’ﬂ TGS
by G P Pum;m Sons Reprinted by permdsion of e pubhs'tm
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”

~and 00 Kelihood of aoyiNbR bul s "Brish-ofl -

* Alter commenting that “the blighting cduhuohs of uncreative educa-

. tion are mR limited to clcmcu!ary levels,” Zubcs gives the followmg
-+ "example frbm a secondary schoot:

Comﬁu the plight of the adolewcat who noted a serious discrepancy 1o

3 hxsnm:d arucle 10 a curtent Life magazioe onc evening alier completing his
oﬂ Whea he bmug}nl the matter to the attenuon of hus father, he was
advised 1o cpsult @ sumhnl reference book 1o check on it Having establshed
his point ifi’thie way, the boy was advised by hry father to take the Mmagazine
t0 school and share his discovery with hiy teacher and classmates, At this he
demusied withi the comment that thete was no ume for anything but kessons, .
TR
all teachers are nat like that, but there are uncreative teachers uho do ot et
amything curvent or life-related break in on the rectines of fotmal msirucnion,

'cvcn when its bcannss'could enliven !cammg or canch meanings*

~ Teaching “which requues learners to be submmssive and cooforming

" reduces. leamning to compliange and stifles initiative. When teachers expect

strict coaformity and compliance, lbcy limit leamers’ rokes, stercotyping
their reactions and dessialzing thewr eff irts to l:xm N

, * In additon to providing openness within acﬁmies teachers should
provide opportunity for a variety of activities which satisfy a varity of
interésts and challcnge a variety of walents. It ts possible that through each
different type of activity the teacher is able to reach different icamers. By

‘reaching a learncr, the teacher means that he bas cstablished a mutual
' commumcation wavckngth with an idividual because he has tapped
-something that s real, important, intercsting "and pcmnaﬂy s:gmﬁcam for

- the pupil.

N

Exploration m\d\;h«cmu) invite involvement Involvement, n o,
invites questioming, and the spant of inquiry tnvites and compels search The

Engo.,':ogrng Explotation ond D-‘uowty:

. quesuions rased, however, must be rea! questions whether they are ashed by

teacher of pupil Actuslly. questons are more than sumub for Bmited re-
sponscs. they mayg seive to focus attenbion, vite recall of past experences
relevant 10 the exploraiion at band, or s€tve as clues on the path of dss-
covery It s through insightful quesioning that the teacher may release
the feamer It is through such questioning that the tcacher may help the
pupd_“opro up”.to the wetld, may sensitue tum 1o°those aspects of his
eavironment which have not bwen broaght nto the focus of bus perceptual
feld. .
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The reader should note the source of questioning, the establishment of
tentative hypotheses concerning cause and effect, and the tendency to test
{tentative conclusions in the following example:

Pete was looking for information about Recife, Brazil. He came to me
and asked about the location of the city. I suggested that he could find out easily
by checking the large wall map. As I pulled the map down, he said, “Here it
is—see?” He studied the map for a few minutes and said, “Say, Mrs. A., what
is this?” He pointed to a place inland and northwest of Rio where it said
“Proposed New Capital Site,” and remarked excitedly, “What's the idea? Are
they going to move the capital? Rio de Janerio is the capital, isn't it? Sure it is,
see, you can tell because it is underlined. . . . I haven't heard anything about
that. Do you know about it?”

The encyclopedia was considered as a source of information, but was re-
jected on the basis of its copyright date. This only served to whet Pete’s curi-
osity, “I don’t get it. Why would they move the capital from Rio? Look, this
is way out in the middle of nowhere. There aren’t any towns around. Why do
you suppose they would do it? I just can’t understand.” .

Pete grabbed John by the arm and-said, “Hey look . . . etc.,” repeating
many of the same questions. He then went over to Don's desk and said, “Hey,
Don, come here. Look, I came over to the map to find out about Recife and
I found this!” He and Don discussed various possible reasons for a change
and then went back and got Rick and showed him.

Finally Pete came back to me and said, “Where do you think we could
find out?” I asked him if he had ever noticed the section of the Gazette (our
local newspaper) that answered questions, and what he thought of this as a
possibility. He thought it was a good idea, but he assumed that I would write
the letter. In response to my suggestion that he might write the letter, he thought
for a moment and said, “Okay, but what would I say?” He agreed that this
would depend upon what .se wanted to find out, and that he would ask for
answers to the questions that were puzzling him. “You know I came here to
find out about Recife and look what's happened!” he said.

As a pupil’s perceptual field is extended through inquiry, the teacher
provides opportunities for individuals to share their perceptions with others
in the group. .

This action may serve several purposes. In the process of such
sharing, pupils and teacher reveal themselves more fully as people inter-
acting with their world. Sharing of perceptions very often leads to shift-
ing of perceptions. (The reader should think of instances in which he
has said to himself, “'I never thought of that,” or “I never looked at it that
way.”) In the sharing of perceptions, a teacher comes to discover the gaps
in an individual’s experience and development. These discoveries constitute
relevant, significant data which are necessary for revealing human potential.

When the teacher utilizes questions and observations that seek re-
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sponse in the form of opinions, feelings, perceptual levels, and experiences,
pupils’ responses are always appropriate even though they may be inade-
quate. In such questioning and observing, errors and mistakes are viewed
as incomplete learnings rather than as shortcomings or occasions for humili-
ation, reprimands, or low marks. Incomplete learning becomes the clue for
the teaching-learning focus, for clarification of perceptions. In contrast,
pupils learn to cover up their inadequacies if their shortcomings are frowned
upon, if the right to be wrong does not prevail.

A positive attitude toward the place of error is essential in a classroom
that invites learning through exploration and discovery. As the idea is
- expressed by Combs and Snygg:

Since exploration necessarily involves trial, practice, seeking, striving, and
pushing into the new and unknown, it is bound to result in frequent error.
Therefore, a learning situation which regards mistakes as affronts against ‘God
and man is hardly likely to encourage the exploration of meaning. Pcrsonal
meaning can only be discovered in settings wherein one has the opportunity,
indeed even the right, to make mistakes. An educational setting which cannot
tolcrate or permit mistakes imposes severe limits upon the freedom with which
students can explore their own perceptions.’

Focusing on Big Ideas

Someone has said that good teaching consists, in part, of helping
learners distinguish between the federal and the municipal, the big ideas
and the minor ones. Focusing on big ideas does not rule out the need for
data, for relatively inconsequential knowledge. The gathering of data, how-
ever, becomes a means toward the larger objectives of seeing relationships,
forming generalizations, and sensing patterns. The pupils in the following
example apparently achieved this kind of focus:

What started as an interest in Thomas Edison and his inventions spread
to an interest in other inventors and other inventions. By this time, the children
had gone to the library and had returned with a number of reference books and
charts which led to the formation of purposes and to fruitful use of the reference
. books. There were enough leads and resources to provide opportunities for
choice and the challenge of inquiry.

After considerable discussion of the mathematical problems involved, a
time-line was developed on which the names of inventors and inventions were
entered as the study progressed. The possibility of sharing information with
another group brought about a classification of inventions and the assumption
of responsibility by groups of pupils for an identified category. Thus the cate-
gory of inventions which speeded up transportation was handled by one group;
those which had speeded up communication by another; etc.

$ Combs and Snyge, op. cit., p. 396.

90




A discussion of possible current and future izventions brought out many
interesting ideas, such as, “Who knows! Some of us might get to be great in-
ventors some day.” .. . “I'm not an inventor, but 1 do have hunches and ideas.”
Looking at the present in terms of the past and future led to an organization
of our recent studies withir. che following four headings:

The Story of Human Advance
The Human Story
Man Through the Ages
History in the Making,
Such focusing on big ideas facilitated a shitt away from thinking of history
as “that red book” and toward thinking of history as a story that is still in the
making. “We are all part of the unfinished human story, and some of you will

certainly contribute to human advance in one way or another.” This was one
of the big ideas that 1 hoped the children wouk! derive from the study.

In this example, there was a long continuity of productive interaction.
The children started with backgrounds of direct social involvement in their
own lives, and with challenges to self-extension through inquiry. They
accepted developmental tasks and commitments to roles in a group en-
deavor. Not only did they confront their world, but they came to perceive
it more maturely and to identify with the age-long processes of human
advance as history. They came to see the relationships between invention
and social change, between texts and reference books, between fields of
study, as well as fields of work. They learned by finding out what they
wanted to know, and by organizing what they found into sequences and
categories for later use and reference. In all this, the teacher’s -interaction
with the pupils helped in individualizing learnings and also in fostering self-
discovery and self-realization.

Insights and meanings are deepened and matured . ..

.. when the teacher’s focus is on a significant idea so that learners
have a core around which to respond; around which to cluster discrete items
of experience and of information gathered to date

.. when the teacher indicates that there is a need to seek relationships
SO that learners can achieve some measure of understandmg of where the
pieces of data may possibly fit

.. when the teacher gives clues, or varied threads, to guide learners
in ordermg and organizing their thinking

. when the teacher indicates that the pictures pupils are patterning,
i.e., their concepts-in-formation, can change. This is especially important
if the teacher wishes to avoid blocking learning in the future.
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Providing for Self-Discovery

It is not enough for learners to reveal themselves in interaction with
their teachers and peers. Their own self-discovery is extremely important
to the release of their potential. In achieving self-discovery, learners face
four major challenges: the challenges of choice, expectations, peer inter-
action, and personal meaning. We examine each of these challenges in
the following pages.

The Challenge of Choice

The classroom must become a place for tcying out ideas, for testing
skills, for using knowledges in a variety of ways. These are the means by
which learners discover their strengths and their limitations at any particular
point of development, the means by which they learn to use their strengths
to meet limitations. In informative opportunities to sense and feel and find
out, learners come to know and become mor¢ knowing, better disposed to
discriminate and decide on chances of satisfaction and courses of action.
These informative opportunities can be: provided in the challenge of making
choices. The learner chooses between and a:nong possible alternatives; he
becomes aware of himself as an active agent in an interactive process. In
making choices under the guidance of a mature person, one may learn to
assume responsibility for that which one chooses. Furthermore, in making
choices one learns to commit oneself to an idea, to an ideal that transcends
the self.

Making appropriate choices invo.ves learning difficult and complex
skills,. One must move gradually from making a simple choice between
two possible alternatives to consideration of an increasingly greater com-
plexity of alternatives. No matter what the ages of the choice-makers, the
extent of opportunity that individuals or groups have had in making choices
must be taken into account. The challenge of choice can stimulate growth
or it can prove to be overwhelming, depending on the nature of the chal-
lenge offered at a particular time to a particular individual or group. The
insightful teacher makes decisions about the nature of choices that are
appropriate for a group and for individuals, following studied observation
and assessment. The insightful teacher realizes, on the other hand, the
importance of providing starting points for choice-making for even the
most immature groups, else how will these learners grow in ability to
exercise judgment? Of course, neither the teacher nor his pupils should
confuse freedom with license. Surely, there is a range of choice that increases
with experience and with growing awareness of what is appropriate and
inappropriate behavior in any given situation.

The challenge of choice must be offered with faith in the ability of
children and youth to make devisions. To do this requires a thorough under-
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standing of human development. Also, it requires preplanning and insight
into the existing level of learners’ judgmental maturity so that an offer of
choice, once made, need not be retracted. There are times when choices
are offered in the classroom and, even as pupils move in to choose, the
teacher will make a decision concerning the inappropriateness of the
choice and the need for interference. Such interference says many things
to young people. Sometimes it says that we are frauds in our dealings with
them; that we really have little faith in their ability to choose; that we have
little faith in their ability to learn from their own mistakes. Challenge of
choice must be offered within a freedom to make mistakes. In the words
of the ASCD 1962 Yearbook, “The right to make choices, which is central
to becoming, implies also the right to make mistakes. Learning conditions
which do not permit mistakes limit the child’s freedom and his willingness
to make his own choices.” ¢

The Challenge of Expectations

In education, expectations are usually considered to be those be-
haviors which teachers expect of children. Teachers look for certain be-
haviors which are determined by our cultural values. However, nowhere
in the dictionary definition of the term “expectations” are behaviors limited
to culturally-based ones. Other behavinrs are determined by the nature of
human beings. More important is the quality of behavior which is expected.
Teachers have had the experience of eliciting the best from a pupil by
expecting the best he has had to give. Their very expectation has been
releasing. Expecting the worst nets teachers just that. So, often teachers
alienate pupils from the school community by the worst of expectations.
Expectations are communicated and internalized by pupils, positively or
negatively, As teachers perceive pupils, they contribute to pupils’ per-
ceptions of themselves.

Expectations should not be limited to teachers’ expectations of
learners. Expectations may well have to do with those behaviors which
the individual anticipates for himself. If teachers can provide opporturities
in the classroom in which pupils may discover for themselves the conse-
quences of appropriate and inappropriate behavior, and thus learn to
differentiate one kind of behavior from the other, pupils may develop a
growing awareness of the self as an active agent. They then learn that their
decisions and actions do make a difference. They discover, too, that not
only can one make decisions, but that onc can learn to make increasingly
wise ones, for poor judgment and failure need not be repeated. Pupils learn
to see themselves as able to become more competent people by learning to

* Association for Supervision and Curriculum Development. Perceiving, Behaving,
Becoming: A New Focus for Education. 1962 Yearbook. Washington, D.C.: the As-
sociation, 1962. p. 238,
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take more thought, to profit from error. Thc many variations of the alibi,
“But I've always had that problem,” are prcof that far too many people
have learned not to expect enough of themselves. The “But what can 1
do about it?” apathy which permeates large segments of our population
‘indicates a defeatism due to lack of positive expectation.

Expectations can contribute both to willingness to accept greater
responsibility and to a sense of belonging, and these two feelings are
mutually reinforcing. By assuming responsibility for a given task, many
pupils have found themselves com:uitted beyond thcmselves to others. As -
identification with a group develops, many pupils have likewise found
themselves more ready to move i and accept responsibility. For instance,
a girl in kindergarten voluntarily jumped up to assume responsibility for
collecting the scissors. Another child imitated her action, and for a moment
it looked as if a quarrel would ensue. After a few seconds of wavering, the
first girl picked up another box, gave it to the other child, and together
they completed the task. Her first commitment, plus her identification with
the group, led her to a higher level of integrative interaction.

As the teacher considers what it means to develop a sense of responsi-
bility for the consequences of one’s behavior, a number of questions arise
regarding the concepts inherent in reward and punishment as these con-
ce; .s affect behavior. How much, if any, information is derived about the
nature of a particular behavior in the giving of an extrinsic reward or
punishment? Someone other than the individual directly involved in the
behavior considers this behavior good or bad. What other information is
availai};? What does this information contribute to understanding the self
as an agent in the transaction? Teachers should seek to answer these ques-
tions as they think about guidelines for classroom interaction.

Otlier questions may be asked about the teacher’s own actions and
what these actions communicate to his pupils. When one assigns “busy-
work,” what expectations is he communicating? What attitudes toward work
in general has a teachar the right to expect under such conditions? One’s
expectations may bear careful examination when he thinks about the clues
he gives youngsters as he interacts with them throughout the school day.

The Challenge of Peer Interaction

The interaction to which we refer is by no means limited to that
between teacher and pupil. Some of life’s learnings are not only enhanced
by but are dependent upon working with peers.

The value one places on learning through group situations, through
peer interaction, depends upon his faith in propositions like those stated
by Morgan when he suggests that (a) children probably learn more from
each other than from adults; (b) children learn about themselves through
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interaction with others, including peers; (c) the sclf develops through this
interaction; and (d) the quality of the resulting sclf depends upon the
quality of the interaction.?

By whatever means or plan pupils are orgunized so that they may
interact with each other, the tcacher has an obligation to judge the nature
and quality of the interaction that is occurring. Sometimes interaction can
be wasteful of time or actually harmful. Sometimes new experiences and
different personncl nced to be introduced into a situation. The teacher
needs to be sure that maximum opportunity is being offered learners to
gain from interaction with each other.

The Challenge of Personal Meaning

Curricular experiences, whethei constructive or destructive, are capa-
ble of having personal meaning for the learner. While we do not deny
that threatening or temporarily damaging experiences sometimes result in
learners’ eventual good, we are interested in providing learners with ex-
pericnces which are relevant to them in light of thzir purposes, nced-
gratification, background and interests.

We believe that the facilitators of interaction which we have discussed
in this chapter tend to ircrease learners’ opportunities for finding helpful
meaning in their experiences. Helpful personal meaning increases involve-
ment, which in turn increascs potential for self-discovery. When helpful
personal meaning is present, the reward for effort is satisfaction received
through the activity itself, through its contribution-potential, through
realization of personal purpose. The chief person to evaluate a performance
is the performer himself, and the interaction that accompanies or follows
the performance has as its reason for being the need to identify strengths,
pinpoint difficulties and plan next steps.

Within the context of helpful personal meaning, the place of marks and
grades should be reexamined. What reason do we offer for simply grading
papers instead of giving information that will be encouraging and informa-
tive to the pupil? Within the same context, what reason do we offer for
busywork, whether it appears as schoolwork or homework? What attitudes
toward work in gencral have we the right to expect under conditions in
which uninformative grading and busywork exist?

Challenges of choice, cxpectations, peer interaction, and personal
meaning may operate simultancously in curricular activities that represent
the acme in opportunity for discovery and devolpment of human potential.
Note the meshing of these challenges in the following account:

Time for personal reading is an important consideration in our fourth

]
'H. Gerthon Morgan. “How to Facilitate Learning.” NEA Journal, National
 Education Association 49:55; 1960,

95




grade. Books are chosen from the neighborhood library, school library, and
room collection on a self-selective basis. Book sharing for these children is not
a reporting period, but a period in which books become more alive for the
reader as well as for the possible prospective reader, a period in which creatnvnty
can be released and encouraged.

In order to give direction to the experience, criteria that would satisfy the
purpose were suggested. In order to open various possibilities for adding interest
to book talks, supporting media were listed as an aid to children in making their
choices. In order tc facilitate recording plans, a chart was provided with appro-
priate spaces for indicating the title, author, aids, and participants. Within this
plan, children “sign up” when they are ready.

I made myself available to children who had reached decisions. The groups
or individuals who were ready came to tell me of their plans while others pro-
ceeded to work out their ideas. One self-sufficient boy brought a box equipped
with curtains, two boys asked for paper for a movie roll, two asked to use the
tape recorder, and one group took the flannel board.

By way of an example of results, a group of four children made a story
board presentation of Biancc and the New World using figures to depict char-
acter and scenery. We used a tape recorder to record the narration. In addition
to tbe narrating, responsibilities included manipulating the figures to change
the story board scenes and making the sound effects. The presentation was
enjoyed by our own class and another fourth grade.

Worthy of special mention was the work done by two boys, one of whom
had several problems, including the problem of learning to read. Stick puppets
were used to carry on dialogue about Big Jump. It was especially gratifying
to me to see Jim start something and carry it to completion in a reasonable
length of time. To reinforce this success experience, I arranged for the two boys
io “sell” the bcok to another fourth grade. As Jim returned to his own room he
looked at me with a light in his eye and said,"You know, I never thought 1
could do it.”

How many Jims are there who have discovered they could do some-
thing they never thought they could? How many Jims are there who werce
aided in discovery through thc challenge of choice, the challenge of ex-
pectations, the challenge of peer interaction and/or the challenge of
personal meaning?

As stated at the beginning of this chapter, success in achieving desir-
able interaction depends much upon the behavior of the teacher. A super-
visor reports:

A well-meaning experienced teacher used a tape recorder to help her hear
herself teach. She recorded what she referred to as her planning period, and
heard for the first time how directive and stereotyped her comments were. She
found that she had used the expression “I want you to” forty times in fifteen
minutes. She had vetoed all suggestions but her own. She had involved only
about one-fourth of the children in the group discussion. She had been pleasantly
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demanding, and the children had acquiesced. Furthermore, she had lost her
group in winning her way. Her experience with the tape recorder sensitized her
to behaviors that needed correctjng if genuine, free interaction were to occur in
her classroom. However, she found it necessary to participate in role-playing
episodes before she sought concrete ways of altering her behavior.

Some teachers behave unknowingly to prevent the kind of interaction
which we believe to be necessary in helping learners releasc their potential,
but teachers may be helped to improve the quality of their interaction with
learners. ~

The thesis of this chapter has been that the teacher acts to release
pupils; to free them for increasingly active involvement in the world.
In this involvement, the observant, insightful teacher discovers human
potential and then provides opportunities for its development and re-
lease. Discovery is maximally possible within an environment that values
the individual, within curricular experiences that provide for uniqueness
of response, for exploration and discovery, for focusing on big ideas.
Even as discovery is facilitated, development is enhanced as the learner
secks, questions, relates, organizes and reorganizes to integrate his ex-
periences; to find himself in relation to the world of people and ideas in
which he lives. Guidance to release potential is opposed to the idea of
interference, to premature labeling, to lack of involvement, to lack of
individualization.

Whatever guidelines for classroom interaction are developed, they
must be checked against this fundamental concern for discovery, develop-
ment and release of human potential. Whatever educational goals are
sought, their realization becomes dependent upon a continuing and abiding
faith in the inherent potentiality of all humankind.
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The Effect of
Environment

Althea Beery

IN WHAT Kkind of scuing will the individual be niost
likely to realize his full potentiul? Wnat school cnvironment will be
conducive to “openness to experience” on the part of learners? What
is the nature of the social setting in which the individual learner will be
free to test his powers. offer temtative findings or conclusions, and be
motivated to pursue new investigations? What resources are necessary
or desirablc to insure to the learner new vistas, new mastery, new ave-
nues of growth? What will the school be cike that best releases and de-
velops the positive potential of the individual learner through appropriate
content and experiences which have personal relevance for him?

This chapter is based on the premisc that a wholesome and rich
school environment makes the job of individualizing teaching easier. Some
of the conditions within the school setting which promote development
of the positive potential of each student have been expressed or implied in
preceding chapters. Many facets of the structured environment which
the school represents contribute to or impede the individualization of
learning. These inclide space, time, facilities, materials, procedures, activi-
ties, classmates, and perceptive adulis.

Criteria for a Setting Conducive to Personal
Fulfillment of the Learner

‘The emphasis or importance of the individual criteria in the fol-
lowing list may vary with the age of the learner and with the particular
task to be accomplished. However, the criteria pose guidclines that may
aid the reader in thinking through the characteristics of a school environ-
ment which will help the pupil to discover and develop his potentialities
as he relates curricular content to his personal needs.
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Aruitoxt provided by Eic:

The pupil has a teacher who is sensitive to his interests. his abilities
and his aspirations.

He has a stable place in v cohesive classroom group with which
he can interact.

He engages in learning in o place that is healthtul, attractive, suitably
equipped and approprizte to the individual and group cnterprises to b
undertaken.

He has at hand or within casy reach a wealth of diversitied materials
which lend themsclves to a variety of approaches to learning and which.
in accordance with his maturity, permit him to explore the “stuff of the
world.”

He has insighttul guidance which gives him a sense of direction.
yet allows him freedom to initiate and pursue personal inquiry.

The materials, the guidance and the atmosphere of the school ure
cvaluated with regard to the contribution they make to the development
of a realistic but wholesome self-concept on the part of the learner.

The situation permits him to take an active part in his own develop-
ment by participating in the establishment of purposes, the sclection of
a mode of learning, and the responsibility of appraising his progress.

The school setting arouses enthusiasm and zest for learning by opening
many possible avenues for exploration.

The discussion which follows is centered on the climate for learning.
the physical eavironment. and learning resources as they affect the in-
dividualization of learning.

Climate for Learning

A well-designed school which has large, modern classrooms, the
finest of cquipment, and an abundance of materials will not of itself
guarantee the optimum or cven the minimum development of pupils.
Before discussing an appropriate setting, it seems well to consider the
intangible classroom atmosphere—the climate for learning. From the pupils
point of view, this climate includes attitudes toward each other, towurd the
teacher, and toward learning. Such a climate is made possible by a teacher
who possesses both understanding and effective skills.

Establishing a Climate for
Release of Potential

Attitudes may include both beliefs and values. They are crucial to the
way the individual pereeives himself. to his relation to others. and to learn-
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ing situations. Four kinds of attitudes which markedly influence climate
for learning arc identificd.

1. Positive attitudes toward persons promote feelings of worth and
status, Faith in onc's own potential is a prerequisitc for receptivencss to
the cxpericnces which lead to learning. Perceptual psychologists remind
us that the individual builds his concept of himsclf as a person of worth
and dignity from the attitudes of thosc persons who arc important to him.!
When a child senses, on the part of tcacher and classmates, an acceptance
of himself as a worthy member of the group, he is freer to concentrate his
full encrgies on learning.

Even though the teacher's attitude is a helping, positive one, difficul-
ties arise if the child does not interpret his teacher's attitude in this way.
Dick, a first grader, had simply stopped doing his assigned work. To the
teacher's quict inquirv about this lapse, Dick answecred, “But you don't
help me anymore.”

The teacher acknowledged that she had given him a great deal of
help at first, but that she believed he was able now to work independently.
Assured of his teacher's continued intercst in him as a learner, Dick
handed in a completed paper the next day.

2. Wholesome attitudes toward differences promote feelings of be-
longing and acceptance. Overcmphasis on conformity not only leads to
mediocrity but tends to isolate the class member who differs in physical
appearance, size, abilitics or interests. On the other hand, development of
the attitude that diversitics enrich cxperiecnce and make life more interest-
ing cnables every person to fecl accepted by the group. When such attitudes
prevail, cach individual accepts and prizes his own uniqueness, thus
strengthening his self-image while still maintaining group security.

Films, filmstrips, records and books help build respcct for others.
While showing the filmstrip, The Boy Named Lazy Jack, a first grade
teacher made the remark that all people have backs. A pupil commented,
*Everybody owns themselves.” *

)

3. Favora:le attitudes toward learning cenhance the role of the
teacher and the role of the learner. Children arc naturally curious; they
want to find out. We all know that routine assignments, penalties for errors,
ridicule for mistakes, and lack of personal goals in learning may reducc

* Association for Supervision and Curriculum Development. Perceiving, Behaving.
tecomin. . A New Focus for Education, 1962 Yearbook. Washington, D.C.: the
Associaliun. 1962. p. §3.

2 Franklin P. Morley. "Creative Behavior in the Elementary School.” Unpublished
Joctoral dissertation, New York: Teachers College, Columbia University, 1958. p. 128.




this zest for learning as children progress through school. Emphasis on the
negative not only destroys incentive but also implics that learning is a
closed enterpuise, that avenues toward goals are prevalued and predeter-
mired rather than being subject to varying conditions and perspectives.
Yet this need not be so. A teacher who is open to new experiences him-
self, who prizes the personal commitments pupils make for inquiry, and
who points np what they have learned and suggests additional avenues
that might be pursued, builds in pupils a respect for learning.

Modern art came up for discussion in a sixth grade. The flow of the
pupils’ comments reflected attitudes in the making. “Looks like painters
just slap paint around on canvas.” “You have to have a name to under-
stand them.” “Each of us can see something different in the pictures.”
“Each interprets for himself.” “Words mean different things to the same
person at different times. The same with art.” Apparent in these com-
ments is the freedom of expression fostered by the climate of the class-
room. Less apparent, but almost surely present, was a teacher who helped
the pupils to think more deeply in evaluating something different.?

When, learning is viewed as exciting and valuable, the roic of the
teacher varies with the situation. Sometimes the teacher simply gets out of
the learner’s way; at other iimes, the teacher may protect the rights of the
pupil to take another line of inquiry. Comments such as, “I wonder why?”
“I wondez what would happen if . . . 9" from pupils as well as from the
teacher give evidence of a forward-looking o- searching attitude toward
learning. In such an atmosphere, pupils learn to think for themselves and
to form their own opinions, vet they learn to support ideas and interpreta-
tions with facts. The climate is " erpreted by the pupil on the basis of the
teacher’s hehavior as weli as his speech. Action is more impressive than
words.

A simple example will illustrate this. Just as the children in one
school were preparing an exhibit for National School Week, a fire in the
supply closet destroyed all the art materials. Although some classes were
dismayed and saw all hopes of a display vanishing, one teacher sent her
pupils out of doors to find their own materials—"‘something to give color;
something that might substitute for the lost ccramic clay; something that
might help display our products.”

After considerable fruitless wanczring, some of the boys found clay
of all kinds on an exposed bank. They whooped with the joy of discovery
and dug out great gobs of it. Others stripped bark from dead trees to
carry the clay.

While some of the baked clay ohjects crumbled, others came through

*1bid., p. 119,

101




in good shape. Clay coloring was used for paintings, and decorated holding
trays were shaped from bark. The result was a group of proud children
who had gained increased respect for materials and their ability to “make
do‘”

4. Receptive attitudes toward discovery promote enthusiasm for
learning. Here, the sccret of commitment is involvement. When the learn-
ing situation is viewed as a chilt’s encou.ter with reality to which he
brings his past experiences and present insights—an encounter through
which he hopes to gain control over knowledge by sensing the relation-
ships of ideas and the underlying structure of a ficld—the learner is a
central figure in the process. He learns to set goals for himself, tests his
pew lcarning in the light of previous knowledge, and is embarked on a
voyage of discovery. This is exhilarating, and each new insight gives im-
petus for others. Psychologists affirm that casting the learner in this role
not only makes learning more attractive but helps hlm sce relationships
better and aids retention.

For example, Gloria, a kindergarten child, described a rectangle as
“tall sideways.” In another kindergarten, Tony explaincd: “A square is the
same long all ways, but a rectangle has two same shorts and two same
longs, except when it is a square.” The descriptions represent different
levels of understanding, but in both cases the children experienced the joy
of discovery. For them, these were among the first in a long series of
obscrvations and insightr, ecnhanced by frcedom to cxpenment both with
materials and ideas.

Onc day a high school pupil showed a rock to his science teacher
and inquired as to its composition. The teacher asked him to think of
some ways by which he could find out for himself. With a thoughtful look,
the youth procceded to answer his own question.

The Teacher as a Catalyst

One of our grave educational problems in dealing with children from
culturally deprived arcas of the community is that many parents do not
cherish the kinds of learning to which the school is committed, nor do
they provide support for opportunities which give background for learning.
This may be true sometimes for children from affluent homes as well.
Some schools are working directly with parents to reach agreement as to
what the school should teach and how parents can help. The fact remains
that, as previous chapters have illustrated, the teacher is the key factor in
the learning environment. Among the ways in which the teacher affects
learning, three will be mentioned.
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1. The classroom atnosphere is a reflection of the teacher. He is the
most important influence. He sets the tone. The teachcr fosters a learning -
atmosphere by the way he observes children at work, watching for clues
that will give him insight into the needs of learncrs; by his, guidance
which supports and yet frees pupils to become active scarchers for mean-
ings; and by his own background of knowledge and respect for learning.
As he welds a group into a working team, communicates his geniunc
interest in each pupil, and shows a friendly concern for the full develop-
ment of each, he creates a climate for personal learning.

A bit of whetting of the appetite for the day’s lesson always helps.
This was the reasoning behind the action of one fifth grade teacher * whose
class found a heterogeneous list of topics on the chalkboard one morning.
“Does one of these topics interest you?” the teacher asked. “Do you know
where they may be found?” ... “No!” ... “No!” “Right! In your arith-
metic book. Well, let’s go to work on the topic you choose. Work together
if you wish.” The children quickly became ubsorbed in the study tasks
prescribed by the topics they had selected. Even a rccess period did not
dispel their interest, for upon their return to the classroom they continued
their work without a word from the teacher. She had been equally absorbed,
however, first in working with a -mall group that possessed a common need
for her guidance and later with individuals who requested her assistance.

2. In many ways the teacher builds respect for learning. A sensitive
teacher who is widely versed in knowledge, aware of what children and
youth are like and how they learn, varics his role both with the group
and with individuals as he cstablishes the climate that will be conducive
to helping them uncover their abilitics and set their sights toward higher
yet realizable goals. No general rule of thumb can describe his procedures.
He opens a closed door for one child, casually lcaves a door ajar for
another. He encourages children to try new ways to solve a problem, or
to state a variant to a class problem which he wishes to pursuc.

An eighth grade class in a junior high school in a deteriorating scc-
tion of a large city was concerned about world problems and the threat
of comnwunism. The teacher had a knack of making history and world
cvents come alive for his pupils. Because of intcrest kindled by the teacher,
onc boy bought his own paperback copy of The Ugly American® and
reported on it. On his own, he read The Rise and Fall of the Third Reich.®
_ The following year he joined the Ninth Grade Book Club and continued

‘1bid.. p. 186.
¢ William J. Ledeter and Eugene Burdick. New York: W. W. Norton & Co., 1958,
* William L. Shirer. New York: Simon & Schuster, Inc., 1960.
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his serious reading. From time to time, he dropped in to discuss with his
former teacher the ideas in books he had read and in movies he had seen,
among them a film based on The Ugly American and Fifty-five Days in
Peking. The teacher, a former serviceman, had helped the boy see the
international problems of the United States more realistically.

3. The teacher helps each child to achieve new perceptions. He
realizes that if children are to uncover their full potential, they must be
helped to see themselves honestly but acceptingly. Karen, a second grader
bubbling over with ideas, did not always take time to put them down in
good form. She was admonished one day by her teacher for not using her
best handwriting. The next day she showed her paper with the comment,
“It’s better‘today. I like it even myself.”

The alienated youth from an impoverished background too frequently
sees himself as a failure and psychologically leaves the classroom. Success
with learning activities that have relevance for him, together with evidences
of the teacher’s respect, can gradually change his image of himself. He
needs also the support of his class group. Social interchange in the class-
room offers the teacher an opportunity to help the pupil see his mirrored
reflection in the attitudes and action of others, and to help him face the
implications of this view of himself.

One of the barriers to new learnings is the accustomed way of dealing
with facts and experiences. By his comments, questions and suggestions,
the teacher helps learners take a fresh look at material and frees them to
experiment with a new approach. He suggests resource materials, perhaps
some pertiuent reference, which will provide knowledge that is lacking.

The teacher gains rather than loses in importance as he operates in
this way. His role is crucial in setting a climate for self-realization by
pupils and in helping them see progress. To his general knowledge about
children and youth and the way they learn, he constantly adds specific
information about each individual whom he observes. He moves from the
role of teller to the role of suggester, he becomes a provider of stimuli, a
raiser of questions, a sage wise enough to step aside at times to allow
the learner to find a way through the problem, but he remains always a
support when the pupil has lost momentum.

An education journalist headed one of her newspaper columns, “High
School Senior Makes English Sing.” In it, she reported that Peter had
received a citation from the National Council of Teachers of English
for original composition, literary comprehension, and language knowledge.
What the article failed to state was that behind the boy’s achievement was
a teacher who looked beyond a rather brusque exterior and recognized
the ability of a lad with ideas and original ways of expressing them. This
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teacher arranged for his transfer to a more able class and, by personal
counsel and encouragement, freed him to develop his talents.

The School Setting

A central task of the school is to help the child discover his own
constructive potential and to create conditions through which this may
be developed. Thus it becomes important to consider proper conditions in
the school setting, involving both the physical and emotional environment.

While the following discussion is centered upon the classroom setting,
any location in which the child pursues educational ends is, for that span
of time, his classroom. The library, the laboratory, the gymnasium, the
auditorium or the conference room may, in turn, become the learning
center. In general, however, the term classroom implies a place in which
the number of pupils is sufficiently limited so that members of the group
may learn to know and interact with each other, and so that the teacher
may know and interact with the pupils individually as well as collectively
—in short, a home base for the learner.

Facilities and Furnishings

What kinds of classroom furniture and equipment arc needed for
releasing and nurturing the potential of each learner? Instead of an ex-
haustive list of specific items, criteria upon which to base choices of fur-
nishings for a center for learning are given here:

1. Facilities and furnishings must permit flexible use. Often a pupil
works alone. At such times he needs a working space where he is relatively
free from distraction and interruption, where he can concentrate on the
tasks before him, and where he may safely place work in progress for later
completion. Individual storage is imperative for children and youth of all
ages. Except for the youngest children whose individual interests are rela-
tively fleeting, personal work stations are needed. To provide the varying
amount of space needed to carry on different enterprises, work stations,
at least for elementary school pupils, should probably be convertible for

joint use. Furniture should permit ease of arrangement for the task at
hand.

2. Facilities and furnishings must encourage interaction. To enable
pupils to learn from each other and from the teacher, the setting should
encourage individual conferences, partner enterprises, small-group under-
takings, and opportunities for the class as a whole to plan together, hear
reports, enjoy literature, listen to resource persons or to recordings, view
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films or television, observe demonstrations, or undertake experiments.
Isolated carrels or cubicles for study may have a place in the overall design
of a school, especially for high school youth, but they do not substitute
for learning situations where “give and take,” face-to-fice intcraction is
possible.

Proper facilitics permit a varicty of undertakings. A student observcr
of a ninth grade algebra class, at the suggestion of the mathematics teacher,
met the special needs of four pupils who were far in advance of other
members of the class. The obscrver came to the group each Friday for
conference and discussion, prepared to adapt to individual needs the new
mathematical concepts he was acquiring in his college work and to supply
work shects for independent usc by pupils between visits.

3. Facilitics and furnishings must encourage and promote a variety
of ways to learn. Needed in the clementary school classroom arc centers
of intcrest, where related equipment and materials may be assembled in
one spot, cnabling children to engage in a varicty of activities without
interfering with pupils involved in other enterprises. Such facilities also
encourage manipulation of and experimentation with materials in the
process of learning. The development of the classroom setting in high
schools should be in terms of the kinds of activities pursued. Many sec-
ondary school classrooms are being constructed with two attached rooms:
one for conferences and small discussion groups; the other for housing
a variety of learning aids and reference materials. Other classrooms are
being built with movable partitions to adjust the size of the room to the
learning situation.

At all cducational levels, it is helpful to think of the classroom as
a laboratory for learning. The interest centers described here relate, in the
main, to an clementary school classroom where the group spends most of
the day.

A science center may house models, materials and equipment; may
display pupil collections; and may contain reference and illustrative mate-
rial germane to current intercsts and investigations. With an appropriate
working space closc to a sink and with other needed facilities close at hand,
the center is the hub of localized and organized activities that permit pupils
to work as a scientist does: raising problems, collecting evidence, trying
out procedures and testing hypotheses. A mobile science table facilitates
individual enterprises. A well-cquipped science arca stimulates observa-
tion and experimentation.

To encourage experimentation and frec expression in art and craft
activities, a construction center makes crayons, paints, many kinds of paper,
clay, cloth, and various discard materials easily accessible for use. This
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center should be adjacent to sink, to bulletin boards for display, to casels
and other working surfaces, and to storage space for materials and work
in progress.

In addition to a school library, every elementary school classroom
needs a library nook; every sccondary school classroom needs reference
materials within casy access. Housed here are books and periodicals to
invite the inquiring mind to find answers to questions or to cxplore addi-
tional intcrests: fiction, informational books; and general refercnces such
as dictionaries, atlases and encyclopedias. With a wide range both in level
of difficulty and type of material, changed according to emerging interests,
the book center makes accessible to pupils of varying ability sustenance
for mental and emotional growth. Picturc and clipping files may also be
assembled here. ' ‘

A listening and music center with piano, simple instruments, record-
ings and a record player equipped with carphones, radio, tape recorder,
and also a television set may be so located that it promotes both individual
and group listening and viewing.

On bulletin boards, chalkboards or peg boards there may be displayed
materials for developing and clarifying concepts, for promoting new in-
terests, or for sharing the results of individual or group enterprises. Ample
storage for general supplies, for textual materials, and for equipment is
assumed in a purposeful, dynamic environment for learning. Even where
supplies may be meager, storage is needed for putting aside materials
which have outlived their usefulness for this group and which no longer
challenge pupil interest and abilities.

Space

Each of the centers described here needs adjacent space where activi-
ties can spread to floor, table or bulletin board and chalkboard, as the
occasion demands. Space promotes privacy and permits joint endcavor
without confusion. Freedom to move about depends upon room cnough
to do so without interfering with the activities of classmatcs. Space facili-
tates the personal conference of teacher-pupil and pupil-pupil. Obviously,
the arrangement of the room and the organization of activities make pos-
sible the most effective use of available space.

It is one thing 1o make provision for a class to have a common cx-
perience or to indulg? in identical practice. It is quite another to provide
a setting in which individuals are encouraged to follow through with a
variety of responses. The latter requires space for class planning meeti: gs,
for activity, and for protection of work-in-progress. Space is expensive, but
if educators believe that pupils can reach their full potentialities only
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through personal organization of knowledge and experience as they inter-
act with classmates and adults and explore materials and ideas, then high
priority will be placed on space as a necessary prerequisite to such ex-
ploration and intcraction. In the meantime, ingenious teachers in less than
ideal situations make use of corridors, the outdoors, or even unused corners
“under stairways to permit children to use profitably every available space
in the pursuit of individual and group enterprises.

Time and Timing

The time spent in school cannot be a formless continuum. Of necessity,
certain school activities, such as lunch, physical activities, instrumental or
specch classes, and special laboratory periods, must be scheduled. In
these ways, classroom programs must be gearcd into the life of the school.
Morcover, broad guidelines for class programing are desirable in that they
help insure a proper balance among curricular offerings and some con-
tinuity in emphasis within separate disciplines. Especially for younger
children, a good school day implies some rhythm of activity; vigorous
activity alternated with relaxation; an accepted distribution of time that
gives a general schedule for the day and yet is flexible enough to make
room for emerging nceds. A regular pattern of events saves energy and
time by eliminating the need for continuous decisions about what should
happen next.

Within this general framework, however, teacher and class provide
for substantial blocks of time so that learning tasks are not continually
interrupted, and so that an individual or a group has time to follow through
with an alternate response relative to a topic or problem of particular
interest. Time provisions are made either for concentrated effort on a
single activity or for pursuit of a variety of related learnings. There are
times, also, when an individual or a group should be freed from scheduled
activitics to engage in independent inquiry. Discovery is seldom com-
patible with rigid time limits.

Depending on the age and maturity of the learners, the teacher’s guid-
ance should result in pupils’ assumption of increased responsibility for
wise use of time and for choice and duration of learning tasks. The teacher,
taking his cues from the behavior of pupils, decides whether to wdjust the
timing or to wait for pupils to sense the need for redirection and reappor-
tionment of time. He is cognizant also of individual patterns of working,
and he makes provision for learners who work better alone and at a slower
pace as well as for those who profit from much time spent in group en-
deavors.
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Resources for Learning

Paralleling the accelerated, explosive tempo of growth in new knowl-
edge in our society, one can discern increased effectiveness in its dissemi-
nation. Frazier 7 has identified several dimensions of knowledge and has
contrasted current learning opportunities in each with traditional ap-
proaches. Comparatively, there is an abundance of information. What 1s
avaiiable is more concrete and accurate. With new mass media, the trans-
mission is often immediate, in contrast to previous conditions when per-
haps weeks or months elapsed between the time of an event or a discovery
and general dissemination of news concerning it. Emerging developments
today are reported by many sources. Formerly, knowledge was inte:preted
by relatively few individuals; now there is at times a bewildering number
of interpretations. The pupil, exposed to this abundant flow of new idcas
through radio, tclevision and other mass media, must select, organize and
interpret what he sees, hears and reads.

The out-of-school exposure of children and youth to the moving
panorama of events, people and processes holds great promise for enrich-
ment and extension of learning. It follows that educators should be knowl-
edgable about current offerings in magazines, paperbacks, radio, through
television and other instructional media, that they should be sensitive to
the possibilities for the immediate use of such materials by pupils or for
the preservation of current presentations for later use through recordings
or through picture and clipping files.

The teacher needs an intimate knowledge of the pupil—his motiva-
tions, his past experiences and his present needs—as a guide in referring
the individual to one rather than another lead for further exploration.
Knowing what is available, the tcacher selects those materials and offerings
which promise greatest returns for the pupil time and effort involved. Se-
lection is associated inevitably with the purposes and present enterprises
of the individual or class group. A word of caution is needed lest this
perusal and selection be too narrowly conceived. A variety of approaches
to an idea serves to reinforce a concept and to deepen understanding.
For example, a pictorial presentation in the mass media may put flesh on
the bones of abstraction and generality which all too frequently charac-
terize textual materials and their use in classrooms.

Ultimately, the pupil himself must become selective in choosing from
the bombardment of imagery surrounding him. He must be helped in
evaluating the usefulness of any given source of experience in the attain-
ment of goals he has set for himself. Such ability comes from repeated

' Alexander Frazier, in a television presentation for the Cincinnati Association
for Childhood Education, January 31, 1963,
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opportunities, under guidance, to select and evaluate materials from the
many resources available. _

Many tcachers are too inclined to fill the pupil's school day and
after-school hours with definite assignments from limited sources. In such
cascs, the pupil has little time or incentive to sample the new, the exciting,
the immediate; or cven to pursue special interests. Both teachers and pupils
need to be “‘open to experience” if learning is to be expanding in nature,
so that pupils are encouraged to reach their full potentialities.

Types of Resources

There are many ways in which source materials for learning may be
classified. Onc way to look at these is in terms of their relative concrete-
ness. Resources range from direct experiences to the abstractness of verbal,
symbolic materials. The members of the committee responsible for this
volume believe that resources should be viewed in the light of their con-
tribution to individualized learning.

In guiding the individual's “becoming,” the teacher must be aware
of the adequacy or lack of concrete, direct expericnces the pupil has had
in a given arca and of his readiness to build generalizations and to think
absiractly. As Frances Minor points out in Chapter Three, the tcacher
can often give the learner a clue which will illuminate the structure or larger
design of a discipline. The measure of the difficulty of any particular
source for learning is its distance from the pupil's experiences and its
relation to his abilities, his attitudes and his goals.

For easc of discussion, resources are here broken down into the follow-
ing overlapping categorics:

Human resources; firsthand observation and experiences; exploratory
and experimental material; materials and opportunities for self-expression;
printed mate .. various audio-visual materials. and newer learning media.

Humoan Resources

Contact with other wholesome human beings is by far the best resource
for confronting the pupil with reality and for aiding him in interpreting
his world. The theme of the previous chapter has been that individuals
test and refinc their ideas in interaction with classmates and adults. In the
process, concepts are clarificd and expanded, that is, if the group is an
accepting, supportive onc. We have seen how the teacher is an invaluable
resource in learning. From his wider knowledge and his sensitivity to the
nceds of individuals, the teacher pursues the tentative wondering, raises
questions that call for further inquiry, and provides access to needed in-
formation or experience.

The teacher himself has much to offer, both from his experiences
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and his values. A fourth grade teacher who, through her travels, had ac-
quired an extensive collection of dolls and other art forms representative
of global cultures, shared these resources with her class of limited back-
ground. Later, in a joint undertaking with the class, the augmented display
was presented at a school assembly. Thus, a teacher’s hobby made life
in other countries more meaningful to many children.

When a teacher recognizes his proper role in relation to the educa-
tive environment, he no longer attempts to limit pupils’ opportunities to
his own knowledge and experience. He becomes aware of his own limita-
tions and welcomes potentialities for learning which may be represented
by all the individuals who attend or work in the school.

One kindergarten class spent a valuable half-hour with the custodian.
The wonder of wheels was being explored by the children. Their interest
grew out of a cooking experience during which the school cook showed
them the wheels on the mixer and the large can opener. The children
were looking forward to the arrival of the school custodian who had
promised to show them how wheels helped him in his work. His appear-
ance at the door was the only signal they needed for assembling along
the side of a cleared area of their room.

First, the custodian rolled into the room a two-wheeled hand truck
which he used to transport large boxes of paper and school supplies. He
pointed out how the truck wheels enabled him to move heavy loads up
and down steps as well as on ramps and over uneven surfaces. The chil-
dren saw similarity in the operation of the truck and a wheelbarrow. They
also suggested reasons for differences that exist in the structural design of
the two carriers.

The custodian then displayed a circular-framed dolly holding a gar-
bage can. He explained how the dolly saved him time and many steps
in the task of emptying wastepaper baskets, and he demonstrated how the
small swivel wheels on the dolly permitted him to roll the can freely in
any direction. The children responded by sharing their observations of
the use of swivel wheels in their homes. Their observations supported the .
thesis that this kind of wheel is important and needed.

* Next the custodian introduced a fairly large, tank-type machine which
is used to vacuum as well as to scrub and dry floors. He demonstrated
the dual purpose of the machine and told the children that he could not
lift the floor cleaner because of its weight. Large back wheels supported
its weight, however, and he needed only one hand to move the cleaner
from one place to another. Morcover, the custodian showed how the small
swivel wheels located beneath the front rim of the tank permitted him to
turn the cleaner around and easily change direction. The children watched
intently the functioning of the combination of wheels used on the floor
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cleancr. Finally, Linda commented that the wheels did not function like
those on an automobile. Several others nodded their heads in agreement.
All continued to watch until the custodian pushed the floor cleaner out of
view.

The appearance of a long, narrow, four-wheeled dolly was startling.
In a moment or two. some of the children remembered sceing the dolly
loaded with metal folding chairs for the auditorium. The custodian said
that he could transport approximately 75 chairs on it. He contrasted this
load with the four chairs that he himself could carry at any one time.
How many children could the dolly transport? Through experimenting,
it was found that 12 children could be moved on the dolly. Then the
custodian stacked six of the children's large tabics on the dolly and rolled
them into the corridor and back into the room. The children noted this
with approval.

The custodiun asked the children to watch the clock and see how long
it took him to bring four chairs from the auditorium. Then they watched
the clock again as he brought a dolly loaded with 75 chairs from the
auditorium. Thus, the children were helped to discover how the dolly
really saved time, Wheels had become more important in their eyes, and
the school custodian had provided an educational opportunity which caused
some children to bring toys to school to demonstrate various kinds of
wheels. David brought his crane to explain the caterpillar wheels, pointing
out the wheels within wheels. Frances described her father’s new snow-
plow and drew a picture of it.

Individuals in the school setting but outside the classroom who assist
children and youth in accepting their own culture can contribute signifi-
cantly to helping pupils learn in ways other than providing information
or demonstrating a process. In many elementary schools, especially in the
early grades, the school contacts of the child are almost exclusively fem-
inine. For children from culturally deprived arcas of large citics and some-
times from families in which there is no father in the home, the principal,
a custodian, the attendance ofticer, the adult traflic guard, or physical
education teacher may represent a needed father image. Informal contacts,
coupled with a display of genuine, personal interest in the child, may help
such individuals, especially boys, develop better self-images and may lead
to their setting ncw. worthwhile goals for themselves.

There are many resource persons in the community whose specialized
knowledge and wisdom are at the scrvice of an individual or a class. Some
of these the Icarner discovers on his own. A committee of a sixth grade
class in a community, conscious of urban renewal, used and increased
their knowledge of scale as they explored city plans for community re-
newal. The committee prepared scale drawings of the three buildings
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which comprised the school plant. Interest in constructing a model of the
school plant prompted them to seek the assistance of a friend who was an
engineering student. This contact brought a response from interested
students in an engineering fraternity at the local university. These students
worked with the pupils involved in the project as the pupils corrected
their scale drawings, made blueprints, and constructed a model of the
school. The university students gained better understanding of the fresh
approach clementary school chitdren make to a meaningful learning situa-
tion, and the pupils grew in their knowledge of measurement and scale.
They grew also in self-esteem, both from the creditable results they ob-
tained and from the experience of working cooperatively with adults.

People rooted in the local community can give a sense of continuity
to children and youth. In studying about Cincinnati, one fifth grade class
read about Benjamin Stites, an carly pioneer. A parent who was his direct
descendant brought and shared with the class original deeds to property
Stites had owned. Pupil understandings increased as the parent discussed
the plan for making land grants that was in effect at the time Benjamin
Stites received titles to land in the Cincinnati arca.

If 4 school staff wants seriously to tap community resources, it pre-
pares and maintains a lile of parents and other adults in the community
who arc able and willing to serve in this way. When an individual seeks
special knowledge, he should have ready access to the tile listing appropriate
opportunitics. Preparing a student for an interview through planning the
questions to ask and the courteous way to approach and terminate the
interview involves lcarnings valuable in their own right.

Cultural opportunities, such as sceing plays by professional actors
and hearing directors discuss the workings of the theater, are made avail-
able to high school pupils. Businessmen and representatives of industry
play important roles in working with secondary schools as sources of
cooperative cxperiences for pupils in the world of work. One junior high
school in the heart of a large city plans an annual program during which
graduates of the school who are successful in business or a profession will
tell how valuable their school experience has been for them. This program
should help to raise the aspirations of current pupils as they continue
their education in preparation for the world of work.

Such opportunitics, of course, have varying signiticance for different
pupils, but for many an individual they bring emotional involvement and
add reality to learning, Newspaper personnel, governmental groups, interest
groups often set up Saturday or after-school workshops, bringing in
speakers and organizing discussion groups to work on problems of con-
cern to high school youth,




Sometimes the chief impetus for using one's potentialities to the
fullest comes from the student’s home. Shelby's older brother was a
graduate engineering student; his father was interested in mathematics
and fostered the boy's interest in the field. In this instance, the teacher
recognized that Shelby's special talents placed him beyond the majority
of the class even though he was enrolled in an advanced placement course
in the tenth grade. His teacher gave him the School Mathematics Study
Group’s books on functions and matrix algebra. Shelby returned the books
within a few days with the comment that he had known most of the books'’
contents before he read them. At the teacher’s request, the head of the
mathematics depastment at the local university intervicwed Shelby. Subse-
quently, arrangements were made for him to cnroll in college mathe-
matics courses during his last two years in high school.

Firsthand Observation and Experience

The learner's own experiences and his observations of happenings
and processes in his environment, together with discussion and reflection.
arc raw materials which he uses to build his concepts and understandings.
Educational trips into the community and processes or performances
brought into the school serve to broaden his background of information.
The kindergarten teacher, referred to previously, whose children were
learning about wheels, brought to school an old fashioned eggbeater. She
helped the children make comparisons among the eggbeater, the clectric
mixer to be found in most homes, and the huge mixer the cook operated
in the school kitchen. :

Ways should be found to remove some of the blocks to fuller use of
the community. Some cities now provide buses for use on educational
trips. :

In a number of cascs. provision is made for giving children from
culturally deprived areas of the community opportunities to visit parks,
museums and other cultural institutions carly in their school life as a
means of intellectual stimulation and extension of experience.

All the children in a school or class, of coursec, may not nced the
same firsthand contacts with industries or community institutions. In-
creasingly, arrangements are being made for individuals or committecs
to visit or interview in relation to their own needs. A parent or another
adult often accompanies these pupils if arrangements for trips outside
school hours are not feasible. In a1 number of large cities. volunteer tutors
include community excursions to broaden the horizon of the individuals
they are helping.
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Exploratory and Experimental Materials

To be active in his own learning, the child needs a wealth of raw
materials with which to work. Especially for the young child, nothing can
substitute for materials which he can adapt to express or to clarify his
ideas. Simple, general materials rather than highly structured finished
objects are preferable. Through frequent experience in working with
concrete, responsive materials, abstract generalizations emerge; thus, the
importance of the use of objects, counters, and replications of fractional
parts in arithmetic. Indeed, throughout the elementary school and the
secondary school when the learner gets lost in generalities and abstractions,
the wise teacher has concrete materials and experiences available to clear
up confusions.

In the field of science, authorities are emphasizing the importance
for pupils to find out for themselves through experimentation. They are
urging less teacher demonstration and more pupil participation. This re-
quires that tools, equipment and materials be readily available. At the
high school level, this entails a variety of laboratory equipment that can
be used for individual projects.

Materials and Opportunities
for Self-Expression

Dramatic play, creative dramatics, dramatization, role-playing, and
the writing and presentation of plays represent successive levels of com-
plexity and together constitute an important source of educative experi-
ence. Materials are not the crucial factor here, although, for youag chil-
dren, a bus to sit in, homemade boats in a harbor in one section of the
room, or traffic signs and toy autos add reality to dramatic play. Acting-
out experiences enable pupils to put to use information they have gathered
through observation, reading and discussion. Such simulated activities are
frequently the nearest approach to reality that the school can provide.
Dramatization of a trip to the West in a covered wagon enables pupils
to live imaginatively with the pioneers. Dramatic activities and role playing
involve children and youth in vicarious experiences in a way that promotes
understanding and changes attitudes.

Rhythmic activities also evoke understandings, partly because the
learner is so completely involved in the activity. Participating in the folk
dances of a people, accompanied by characteristic music, helps to provide
empathy and insight into the lives of others. Original songs, dances, art
expression, constructions and compositions are creative activities through
which pupils may reconstruct their experiences in a personal way. At times,
these activities have value for others, but their paramount significance re-
mains with the creator.
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Printed Materials

Books play an important part in individualizing learning. Through his
ifentification with characters in a book, the learner widens his world. Such -
books as In My Mother's House, The Green Song (a story of a Puerto
Rican), Little Rabbit, and When Will the World Be Mine? can serve the
young child well. Similarly, The Yearling opens the world to the young
adolescent.®

While the textbook has its place, dictionaries, atlases, encyclopedias
and other reference books have become accepted as necessary aids to
learning in the classroom. When a pupil has mastered their use, he has
taken an important step toward independence and individualization of
learning. If learning how to learn is a major goal of education, help in the
use of such tools must be given high priority. -

No classroom could possibly be supplied with all the reading mate-
rial necded for learning that is open-ended, exploratory and diversified.
A school library, staffed with a trained school librarian and well supplied
with books and magazines, is basic to an adequate provision «f resources
for learning. Working together, the teacher and the librarian can select
collections for temporary housing in the classroom, can plan for the stimu-
lation of reluctant readers, and can meet the special interests of individuals.

The accessibility of books, presented attractively and discriminately,
is a large factor in the amount of reading done by pupils, which today
exceeds that of adults as determined by library circulation. The astound-
ing growth of paperbacks makes a greater abundance of books available
to schools and puts a personal library within the reach of practically every
child. Even with the present wealth of appropriate juvenile fiction and
factual books, responsible adult guidance is needed to see that the right
book and the learner get together at the right time. Whether an individual
finds reading a promising way to learn depends in part upon the facility
in reading he has developed. Often reading needs to be supplemented by
other modes of learning.

*in My Mother's House. Ann Nolan Clark. New York: Viking Press, 1941,

The Green Song. Doris Troutman Plenn. New York: David McKay Company,
Inc., 1954,

Little Rabbit—Un Petit Lapin. Matias. Bilingual, French and English, New
York: Henry Z. Walck, Inc., 1961.

When Will the World Be Mine? Mariam Schlein. New York: William R, Scott,
Inc., 1953.

The Yearling. Marjorie Kinnan Rawlings. New York: Charles Scridbner's Sons,
1961.
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Various Audio-Visual Materials

Alert teachers now look upon pictures, slides, models, filmstrips,
silent and sound movies, and recordings as an integral part of the school
program. If these aids are to make their full contribution to individualizing

* learning, the teacher must be knowledgeable about the materials avail-
able in each medium and their relevance to the current learning enterprise.
The aids must also be accessible for ready use as emerging needs dictate.

Technological developments have made possible the use of audio--
visual materials by individuals and small groups. A tape recorder permits
a pupil to record for later playback a radio presentz .on, a selection read
orally, or a speech he is preparing. For example, two pupils who had read
the same book made individual tapes of their reactions to the book. These
became the basis for class discussion and interaction on a problem situa-
tion centered in the book.

The tape recorder also permits a teacher to study by repeated reruns
the language patterns or conversation lacks of a group. A record player
equipped with earphones can be used for pupils to work with materials,
sometimes prerecorded by the teacher, without disturbing other class mem-
bers. New developments in equipment allow a small group to view a film
or filmstrip without darkening the room. At Purdue University students
can sign for any visual aid in much the same way in which one receives
books in a library. Hopefully, every new school will include plans to bring
a wealth of learning resources together in 2 materials center, possibly com-
bined with the school library. If the cunter includes facilities for local
production of learning aids by teachers and pupils, materials can be more
closely related to needs.

Newer Learning Media ?

Many examples of the value of these aids might be given. In one
instance, a fifth grade class in a suburban school was studying about the
western part of the United States. The teacher of this class invited a parent
to show slides made during her several visits to the West. The intense in-
terest in the scenes contained in ti,. slides—the tarantula in the shoe left
on the floor at night, the snake which insisted upon staying at the front
door entrance to their cottage—plus the narrator’s warm presentation,
encouraged pupils to raise questions and discuss with the teacher items
they would be less likely to glean from their individual and group research.
Of course, trips to a museum and the use of various audio-visual aids were
a natural part of the study.

* The entire issue of Educational Leadership, April 1963, has discussions of new .
learning media.
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Selected fcr separate treatment are newer media presented to educa-
tors as a complete program: educational television, language laboratories,
programed instruction, and cross-media packaged material. N

Television can reach an unlimited audience, and it is capable of
registering a convincing, unified impact upon the senses of seeing and
hearing. Though the content that television presents may sometimes be in-
ferior, unwanted or undesirable, the fact remains that this medium- is
essentially free of restraint either as to distance or time.

Commercial television brings to learners history in the making through
programing such events as a presidential inauguration or the launching of
a rocket carrying a space craft. It can provide viewers with experiences
beyond their reach, like attending Shakespearean plays or the Olympic .
games. It can provide students a clearer picture of an action than the
viewer would secure if he were present at the scene, as it does whzn it
programs a surgeon performing an operation or a pianist playing a con-
certo. Teachers familiar with current offerings can refer individuals to
appropriate programs.

By way of educational television, learners can hear and sec important
resource people who would find it impossible to visit the many classes
which they reach with immediacy and intimacy by way of the television
screen. Learners can and do achieve closer, more discriminating views
of processes ar:! procedures, together with the results. They have an op-
portunity to experience with telling impact something which they have
never previously viewed.

Many educators believe that television series should be planned. not
as a complete course but as an adjunct to classroom instruction. They
believe that television should present resources and materials waich would
be impossible or difficult for the classroom teacher to prepare. Ample time
should be provided for the viewers’ preparation for and follow-up of the
lesson, and for the class members to experiment, apply, and find solutions
to their own problems. While pupil involvement in learning is more likely
with the teacher and group in a face-to-face situation, television presenta
tions, worked out cooperatively by the station and the classroom teacher,
bring a valuable added resource to the classroom.

Usually the teacher with his class should be free to select only those
lessons which are timely and appropriate. A special case could perhaps
be made for a foreign language series in the elementary school. This is
especially true if it is decided that children should become acquainted
with a language and if classroom teachers lack knowledge or proficiency
in its spoken form. A main problem to be solved in using television in-
structionally is to bring it under easier control by the teacher so as to
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permit better articulation with other educational experiences. Another
problem yet to be resolved is that of deciding what educational objectives
are most efficiently attained by television.

Language laboratories, used chiefly in secondary schools, permit
pupils to check individual spoken responses with reliable models and,
therefore, aid in individualizing instruction. Portable models have brought
costs down and made language laboratories more accessible to the class-
room situation. Probably this equipment should be conceived of as a
sound laboratory shared by several fields."* For example, pupils with
speech problems may hear and repeat acceptable language patterns, and
pupils may record and play back oral reports before giving these in class.

Programed materials seem, on first consideration, to be a promising
vehicle for relating education to the individual learner. In contrast to
identical instruction given simultancously before a total class by lecture
or television, programed materials are addressed to the individual learner.
Generally, programing consists of a sequential ordering of items, pre-
sented as frames, to which the learner reacts with immediate reinforce-
ment of his response. It is claimed that programed materials serve much as
an individual tutor and that their impersonal nature provides the advantage
of infinite patience.

Both the linear and branching types of programing have certain
advantages. Which type or what particular program is selected must depend
on the teacher’s goals and the ability of the pupil. Certainly, both types of
programs can result in mastery of rote material such as number facts, spell-
ing words, and vocabulary development. A recent programed text in poetry
gives promise of developing insightful learning.!* In both types of program,
however, originality of response is seriously restricted. Programs which
utilize branching seem to hold most promise for permitting development of
higher mental processes. Improvement in program content and in proce-
dures used in presenting prograni.s can be expected as a result of experi-
mentation and further use.

Questions we should ask before selecting a program for simultaneous
use by an entire class are these:

1. How does the content of a program compare with that of our
own curriculum? If only a portion of the program’s content is similar, the
program probably should not be used.

 Harry Regenstreif. “*Why Stop at Language Labs?" Audiovisual Instruction,
7:282-83; May 1962,

4 james M. Reid, John Ciardi and Lawrence Perrine. “Poetry: A Closer Look.”
Programed Instruction with Selected Poems. New York: Harcourt, Brace and World,
1963. :
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2. What are the objectives of the program? How do they relate to the

outcomes sought by the pupils and the teacher? If the objective is rote
memory of an established body of knowledge, programed materials might
well be a valid choice. If the objectives include an analysis of complex
data, development and testing of hypotheses, or the evaluation of current
events, other types of instructional procedures must presently be used.

3. Will the program stimulate and maintain the interest of the pupils?
Some schools report that the novelty attracts pupils at first, but that even-
tually the materials become boring to many pupils.

4. Are rate and reinforcement of learning more important factors
with regard to the needs of a particular class than originality, inquiry
and discovery? One of the main strengths of programed materials lies in
individual pacing and reinforcement. Children may vary in their need for
these attributes.

5. Can the programed material be scheduled so that it will be well
articulated with other learning activities? Does the program lend itself
to further inquiry and discovery by the pupils, if such activity logically
shouid follow?

These materials, when they are well constructed and when they
serve to further current educational goals, have a -place in education.
Eventually, they will be presented in forms which are more adaptable.
Smaller units. or courses broken down into independent parts, would
enable an individual or a group to pursue a topic in which there was
particular interest, to work through a sequence of material which was
missed by absence or in which review was needed, or to alternate pre-
sentation with application or discussion.

It is obvious that what is needed is a skilled teacher who can
answer questions raised by the pupil and can guide the learner into
opportunities which supplement the program. If, as their adherents claim,
programed materials can reduce the lockstep in education, can free the
teacher from repetitive instruction to work with individuals and small
groups in a more intimate way, their use will contribute to releasing the
potentialities of the learner.

Cross-media packaged materials have recently been produced by
cducational publishers. These learning units are planned for individual,
group or class use and bring together a variety of types of learning aids
focused on a particular topic. Such packages may contain filmstrips, films,
booklets, supplies, and manipulative or practice materials. Where they are
educationally sound, these kits may offer opportunities to individualize
instruction and reinforce learning by multisensory appeal. The narrower
the topic treated, the more versatile the use of these kits with individuals




or small groups is apt to be. Like any other aids, each kit must be evaluated
in terms of its relevance to educational goals.

Guidelines for Selection and Use
of Learning Resources

In the view of the committee responsible for this volume, evaluation
and use of all resources for learning must be undertaken within the
context of a belief about how the potential of individuals can be released
and nurtured toward optimum development.

1. The seleciion of resources should be in terms of criteria. Ob-
viously, judgment is required in both the long-range and day-by-day
choice of learning materials and in the ways in which materials are
used with the learner. With increasing maturity, the pupil should assume
increased responsibility for knowing the kinds of materials and processes
that will serve his need and the skills needed to locate and use these re-
sources. In a certain sense, however, the teacher should bear the burden of
insuring efficiency of learning by organizing and having available needed
resources to which to direct the child. At least, the pupil’s quest should not
be too frustrating, if the teacher wishes to keep alive the enchantment and
the challenge that are inherent in discovery in learning.

Each medium for learning has certain advantages and certain limi-
tations in terms of what the teacher and the pupils are trying to ac-
complish. It is usually preferable to use a combination of learning mate-
rials rather than to promote the exclusive use of one, whether this be
textbook, film, television, or some other type of material.

A few criteria in the form of questions may be helpful as a basis
for selecting learning aids. Any given resource may not meet every crite-
rion, but the pupil should spend the major part of his time with resources
~ that meet most of the following criteria.

Does the resource foster an active, inquiring role for the learner?

Does the resource provide for independent use, with self-checking
possible, or must it be closely supervised?

Does it constitute “raw” material so that the learner can adapt it
or reformulate it to his purposes? Will he be able to sense its relation-
ship to other learnings, and can he form his own generalizations? Or, is
it a resource that can be used only in prescribed ways or that anticipates
only passive reception by the learner?

Is the resource characterized by open-endedness? Will its use lead
to new interests, new sources, new discoveries?

Must the learner accept the content as a whole, going through
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prescribed sequences; or is the resource in such a form that he can
choose ‘from it what he needs or wishes? '

Will the selection of this resource duplicate or supplement resources
already available?

Can it be used repeatedly or is it consumable?
Is the resource suited to the maturity of the learner?
Is it attuned to this particular pupil's best way of learning?

2. Certain conditions facilitate classroom use of resources. An impor-
tant function of the teacher who would promote open-ended inquiry and
individualized learning is to know materials and programs and to have these
readily available at the appropriate time. To this end, the teacher might
use the following questions as a checklist.

Are the variety and quantity of resources in the classroom sufficient
to permit choice?

Are the resources organized in such a way that they can be quickly
located when needed?

How accessible to the learner are the resources?

Do the available learning devices and materials include a variety
of approaches to learning in order to satisfy the needs of pupils who
learn best from manipulating concrete materials and the needs of those
who can handle more abstract material? ‘

Will the use of this resource free the teacher to give individual
help or to meet other needs of the group?

Will the learning resulting from use of the resource justify the
time expended? .

Is the resource sufficiently related to what children already know
so they will find it easy to use in extending their experiences?

Do many of the materials provide a multisensory approach to
knowledge?

What combination of media or resources will be most profitable?

3. The ultimate test of resources for learning is their usefulness to
the individual learner. The teacher continually observes and checks to see
that any resource furthers growth for each pupil who uses it. Naturally,
the choice of resources cannot be made once and for all, even for the
individual learner. What is needed today may be superfluous or even detri-
mental next year. What is appropriate for Evelyn may be inappropriate for
Phil. This does not mean that there are no situations in which common
materials or resources will well serve a number of children or the class as a
whole.
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The teacher may find that, while the resource is valuable, it may
not be so regarded by some individuals. The problem then becomes
one of helping such individuals by convincing them of the relevance of
the material to their goals. Lack of involvement on the learner’s part
may be evidence that the planning for a medium’s use did not include
the pupil. If he can not come to see that it furthers his development,
the chances are that he should not continue its use, at least for the
present.

Highly desirable, then, is establishment of wholesome, enriched en-
vironments in which human potential is given maximum opportunity for
discovery and development. These environments should be created with
thoughtful attention to ways in which learning can be individualized in
an institution which was originally organized to deal with masses of
learners.
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The Roles of Supervisors
and Administrators

Franklin P. Morley
in Cooperation with a Panel of Discussants*

WORKING in the school environment with teachers and
pupils are educational leaders who discharge important functions in assisting
with the release of human potential through teaching. The roles of leaders
are, we believe, twofold: (a) to help teachers discover and develop poten-
tial in their pupils, and (b) to facilitate discovery and development of
potential in the teachers themselves. Administrators and supervisors serve
in significant ways as teachers of teachers and as aides to teachers. More
specifically, however, they open to teachers the gates of experiencing and

“experimenting, and assist them in acquiring adequate self-concepts and
abounding self-confidence.

To demonstrate in a clear and practical manner certain of the actions
which supervisors and administrators may take in fulfilling their twin roles,
the Yearbook Committee decided to invite five discussants to tape-record a
discussion about these actions. Several days prior to the discussion, each
participant was given a list of ideas expressed in the yearbook chapters.
Transcription of the discussion revealed that if it were left substantially
untouched, and in the sequential order of its development, it would prob-
ably retain its interest and freshness. For this reason, the following discus-
sion appears in narrative style, with key ideas which were highlighted
by the discussants being noted. As so often happens in free and unstruc-
tured discussion, ideas which have been momentarily shunted aside are
sometimes resumed subsequently when participants appreciate the im-

portance or relevance of the points that have been made.

* Discussants included Gerald A. Baughman, Principal, Hilltop Elementary
School, Ladue, Missouri; Carl C. Salsbury, Principal, Millburn High School, Millburn,
New Jersey; Frank B. Stover, Superintendent of Schools, Bloomfield, New Jersey;
and Ronald C. Doll and Franklin P, Morley, of the Yearbook Committee.
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To initiate our discussion of supervisory and administrative roles,
Ronald Doll reminded us that we had received a list of ideas which had
pervaded previously written chapters of the yearbook, and that we were
to select some of these points “to see what they say about helping teachers
release potential in boys and girls, and also about helping teachers release
potential in themselves.”

Frank Morley responded first: “I think we have often tried to achieve
openness which permits response and interaction. Most of us have felt that
the only way you capitalize on the particular talents and resources of per-
sons in their situations is to establish an openness which will invite contri-
butions, invite participation, and invite interaction among staff members.
Frequently, this invitation is direct and in relation to assigned problems,
but you would also hope that sometime you would arrive at a point where
individual teachers and groups of teachers would work on problems which
they have identified themselves.

Decentralization encourages an
openness which permits response
and interaction.

“One thing this leads me to in my thinking is that you can characterize
the operation of a classroom, a school building, and a school system that has
openncss as one which in many ways has become decentralized. In the
classroom you have a teacher who can decentralize his operation and help
individuals and groups of students legitimately engage in various activities,
producing varieties of products as a consequence of those activities. By
the same token, in a school building you have a principal working with his
staff in such a way that individual staff members and teams of staff members
also identify projects that they want to work on. These projects are sup-
ported by the principal. In a total school system, the central office works
in such a way that there is building autonomy established to the extent
that a building such as Gerald Baughman's can go into an ungraded pri-
mary plan, and try it without thinking that this obligates everybody else in
the system to try it. Such decentralization might be contrasted with the
situation where there is one person in the classroom or in the building o1
in the school system who is trying to keep track of everything, cngincer

everything, and process everything.”
' “Let me express a negative thought,” said Doll. At one time I be-
lieved that I should get teachers to volunteer for all sorts of projects that
I thought were interesting. Then I' overheard a conversation one day in
which a tzacher asked, ‘Are you going to be a member of such and such
a committee” And the answer was, ‘Well, I may just as well be because next
year T will have to be a member of some committee, and 1 may as well get
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it over with.’ This made me wonder if it wasn't important to have a system
of modified volunteering in which school leaders take a look at who is
around them, who can contribute most to a project, and then tap these
people on the shoulders politely, but involve them nevertheless on some
basis other than pure volunteering.” -

Teachers and pupils
should not be limited so
closely to one working domain.

Gerald Baughman came in at this point, “Openness will come out of
the classroom situation if opportunity for such openness is provided, and 1
would not think of it in terms of committee work. If your situation is such
that people feel free to move beyond their classrooms, chances are better of
getting at their potential. I think that the exchange of ideas from one
teacher to another will not come freely without teachers moving out of
their classrooms and exchanging pupils. In the elementary school, I think
the concept of a child’s working only in one given situation should be
examined. The child may need to be placed in numerous situations, for
each one provides him an opportunity to grow. If teachers and adminis-
trators rccognize that children from one room may go to another, that the
whole class may go, that a teacher may come from one class to another,
this kind of cross-fertilization brings ideas for projects spontaneously from
the staff. They then, in turn, come to the printipal and say, ‘We want to
do this.” Or they cven come and say, ‘Well, yesterday we did this and you
were not around. We went ahead with it anyway.’ So 1 think there has to be
considerabiy morc openness.”

“Are you saying,” Morley asked, “that sharcd responsibility supports
cooperative action; that if you set up a situation in which two or more
teachers share the responsibility for a group of children or for a given child,
this action may precipitate cooperation among the people who share the
responsibility?”

Sharing responsibility
encourages cooperation.

“Yes.” replicd Baughman, “if you have competent teachers who share
responsibility for children, they begin to share the curriculum of these
children. They say to cach other “You are doing something to benefit some
of my children, and I am doing something to benefit some of yours.” The
cxchange may be for a couple of wecks. more or less.”

Superintendent Frank Stover now entered the discussion: “We had
such a situation in u junior high school about a year or so ago when we
were eager to explore the possibilitics of a new Kind of gencral science in the
ninth grade. The need for this arose primarily because of the heavy science
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sequence in the elementary schools and in the seventh and eighth grades.
We had three teachers, one from the social studics field who was a geologist
by avocation, another a science tcacher, and the third a mathematics
teacher. They shared responsibility for several groups of students for a
period of a year, trying to evolve a ninth grade general science course. The
class did not belong to any one tcacher in particular in this situation.”

Stover then shifted to an application of the idea to a whole school
system. “Now a very simple device T have seen in effecting exchange in a
total school system is getting the elementary school teachers together in an
unstructured arrangement so that kindergarten teachers talk with kinder-
garten teachers, and first grade teachers with first grade teachers, and so
on. No admihistrators are present and no record is kept. The values that
come from this exchange are significant for the reason that if people feel
that other people in the school system are frec enough to experiment and
to try ideas, it encourages them to try things also.

“If in your administrative council, or whatever you call the organiza-
tion in which principals and supervisors meet, projects going on at the
individual school level are discussed by the administrators, the discussion
creates an atmosphere in which an administrator or a supervisor who may
not be doing anything particularly new feels free to investigate and see
what he might do. An atmosphere in which people can change and experi-
ment and grow becomes a system-wide thing and not just a classroom
situation. In other words, I am saying invention breeds invention if you can
create the proper atmosphere.”

“Are you saying,” asked Morley, “that the teachers in the situation you
have described have no prescribed agenda, but that they do have the oppor-
tunity to talk freely together?”

Teachers must use
opportunities to learn
from each other.

“Right! And a similar procedure which is very important for many of
us who have so many new untried teachers is to urge them to visit fre-
quently with people we think are extremely creative or extremely com-
petent teachers. Have them spend a day with no particular reason other
than to observe effective practices. We find this to be a very helpful in-
service device, because again the young tcacher comes to feel that he is
not chained to a certain sct routine, for he sees somebody else who is
able to cut the ribbons and do something a little different.”

“Can you work that in reverse?” asked Carl Salsbury. “When you have
younger teachers who have attended natural science institutes and the like,
I think the more experienced tcachers very frequently can profit from seeing
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what some of these people are doing. Of course there is a lot of resistance
on the part of some of the older teachers to visiting younger teachers, but
I think they can learn from them. What I mean is that if you are going to
have openness, it has to extend in all directions.”

Contributions of all staff
mentbers will be weIcomed

“Of course, I think we are also stressing here the element of recogni-
tion,” was Stover’s reply. “If we were teaching a class in creative writing,
we would expect to acknowledge outstanding work and have compositions
read and have other people appreciate them. I think the same thmg goes
for teachers. If something significant has been done, we should give the
teacher a platform from which to speak and-an opportunity to have other
people probe him with questions. I think that this is part of developing
creativity; that anybody who is creative is not creating in a vacuum. He
Wwants to have at least some chance to tell what he has done. The opportuni-
ties that one provides for this to happen in a school system are important.”

Then Morley asked, “Are there hazards in promoting recognition by
parents, let us say, by giving an experimenter the opportunity to share with
parents what has developed?”

““There are hazards,” responded Stover. “As soon as a parent realizes
that his child is in an experimental group, he wants to be assured of the
experiment’s success. And sometimes we don’t succeed in communicating
too well the purpose of the project. This can cause some difficulties. Neither
teachers nor parents should expect predetermination of the results of
experimentation.”

Salsbury now told of an instance in which parents and teachers had
explored together the content of language, mathematics, and science pro-
grams. As a consequence, the parents encouraged teachers to achieve a
greater degree of openness toward experiencing and experimenting.

All teachers need
opportunities to
achieve openness.

Doll steered the discussion back to a previous comment. “[ liked the
reference awhile ago to the need to find and develop potential in all sorts
of teachers regardless of age level or experiential background. Some teach-
ers by virtue of their backgrounds tend to be ‘closed’ in their outlook. I
think of an English teacher who was very good at teaching classical litera-
ture, but she couldn’t see the contribution she could make to the pupil
population that was going out directly into jobs and not going to college.
Finally, the high school principal said to her, ‘You have a couple of days
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of visitation coming. Why don’t you choose some kind of opportunity that
will get you away from schools? Visit somewhere else.’ He was pleased when
she went to the employment oftices of a couple of the firms that employed
the high school’s graduates and looked at the graduates’ interview results.
She saw the forms that the alumni had fillcd out and the letters of applica-
tion they had written. She came back realizing that there was something in
the world besides Shakespecare, good as Shakespearc was, and that she
could contribute. So she came to the realization that she needed to open
the environment of her pupils, and also to continuc opening her cwn
environment.”

“I think the February 1963 issuc of Educational Leadership has ma-
terial in it to be considered in connection with this particular discussion,”
Salsbury injected. “*Our staff has lifted something from it with regard to the
alienated, disaffected, uncommitted youth that we have in suburbia, and
I think it is in line with what you have just said. It states, ‘Perhaps the
best-proven fact in educational research is that cach human being is unique.
We will have to make it possible for-unique learners to do different things
and to comc out with different learnings. They comc out with different
learnings now, and always have, but we teachers have not as yet accepted
this fact. This failure to accept the obvious and the inevitable spoils the lives
of many teachers.’”

Morley raised a question as to whether creative, innovating tcachers
tend to be threats to other teachers. He cited a situation in which two inno-
vators engaged in almost open battle to determine which onc could “out-
innovate” the other. The conflict was resolved only when both teachers
left the system. “How do you dcal with conflict of this sort when you achier -
openness?” he asked.

“I think an important aspect of openness is tne obligation of the edu-
cational leader to see to it that he recognizes in every way he can all kinds
of contributions,” replied Doll. “It is true that the ‘fairhairedness’ of a
principal’s favorite causes other teachers to avoid doing what the fair-
naircd teacher is doing. The comments go like this: ‘This is her empire.
Let her operate it. We will continue to operate as we always have.” Well,
the leader should recognize that contributions come in many dimensions.
He may say, ‘This year we are not necessarily emphasizing spectacular
projects. Many of the routine, day-to-day things we are doing need improve-
ment.’ or ‘Are you doing something outside school that is an important com-
munity service which reflects on the welfare of the school?’ Leaders need
to see a wide range of possibilitics to which they can give recognition.”

I think we have to be realistic,” countercd Stover, “and say that the

tEarl C. Kelley. “The Dropout—-Our Greatest Challenge.” Educanonal Leader-
ship 20:296; 1963,
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innovator is always likely to be suspect whether he is a pupil or a teacher.
There is an old saying in industry, ‘These fellows end as vice presidents,
not as presidents.’ In other words, I think part of the problem of the building
administrator is to protect the innovator somewhat from the great mass of
general practice and conformity; to help him acknowledge the fact that if
he does something new, he is likely to be criticized scverely by those who do
not want change. While we can try to provide an atmosphere for change and
try to recognize everybody else, I do not think we can get away from the
fact that the unusual youngster in the class or the unusual teacher in the
buiiding will experience a certain amount of tension in dealing with the
rest of the group. 1 think we are unrealistic to believe otherwise.”

Administrators should protect,
strengthen and reward
creative teachers.

This prompted Baughman to comment on the merit system in Ladue.
“An evaluation program like that in Ladue has built-in rewards for the
teacher who is the innovator, both in terms of the evaluation the principal
mabkes, this being a written evaluation, and in terms of a financial reward
which is a very definite and specific sign of recognition. I think that merit
systems could be made to provide rewards for unusual teaching.”

Doll reacted rather quickly to this. “Do you find that your system of
rewards causes some persons to strain to be an innovator in order to secure
the reward?” :

“We have just been studying this possibility,” rcplied Baughman,
“and I believe that the consensus is that this is not a problem.”

Morley supported his fellow worker: “What Gerald is saying is that
perhaps there has to be openness in our reward and recognition systems,
and this is not typical of school operations. Normally, schools have closed

salary systems, don't they? What, then, can we open? Can we vary the
written reward. the oral reward, or some other kind of recognition? How
can we have openness in our recognition systems?”

Doll referred to the importance of motivation. “We keep saying it is
intrinsic motivation we want. The question is, What is intrinsic in this area?
It secms to me that the urge to inquire, the curiosity we cherish in children
is relevant here. Somehow leaders nced to help teachers develop similar
curiosity. If curiosity moves them, then the increase in salary is strictly
secondary—though this is probably too idealistic a view for many people.”

“I have found that rigid or narrow evaluation closes situations instead
of opening them,” Salsbury profcssed. “Under systems of evaluation, teach-
ers fear becoming suspect. They de net innovate as much as they once did.
They resent pressure and think it unprofessional. At one time, perhaps, they
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considered their pupils to be their clients, who were to be treated as a
lawyer treats his clients or as a doctor treats his patients. They were con-
cerned for the welfare of each and every pupil. They were innovating, trying
very hard to meet the needs of their differing clients, and they were working
together with other teachers more closely. But now, under a rigid evalua-
tion plan, they are saying, ‘O.K,, if this is going to get some of the other
teachers career status, why should I do it for them?’ They are not sharing
to the degree that they have been sharing before. And we do not have the
openness—.”

“How about their taking out a copyright on their own ideas?” Stover
asked facetiously.

“That is almost the way it is, Frank. That’s the way they begin to feel,”
concluded Salsbury. “It reminds you almost of the teacher who said, ‘I
wouldn’t for the world let anybody borrow any of my ideas. If I have some-
thing on the blackboard, I hurry to erase it so that other teachers won’t look
through the glass door to see what is there.” Now, I think, one of the aspects
of openness is just willingness to share ideas.”

Administrators need to study
ways in which teachers
are motivated.

The idea of different kinds of recognition was still in Stover’s mind.
“Of course, I think that recognition, financial recognition, is important, but
I really think the people we are talking about want a different kind of recog-
nition. The most recent example I can think of is this. We were trying to
organize a well-articulated program of foreign languages, grades seven
through twelve. We have had a great deal of difficulty among educational
levels. We have a person who I think is very creative in foreign languages,
fluent in four languages. He has becn able to take a leadership role among
the teachers in grades seven through twelve. Now, one of the forms of rec-
ognition for him is coming before the Board of Education, explaining what
he is doing, and also talking with parent groups at two educational levels
about what the program is and what the tcachers have been trying to
cvolve. It is true that he receives extra compensation for being a chair-
man. But, if I know him, his major reward is recognition of his leadership
by the staff as well as the lay public and the Board of Education.”

Morley responded: “We are saying in the yearbook that we want
pupils to develop commitment. We want them to develop independence and
a recal desire to learn, a real curiosity and a sense of their own power. It is
this drive within them that will ultimately make them people who can capi-
talize on life as they live it as adults. So in the same way, we are probably
asking the questions. ‘What is it that fires a teacher in the same fashion?




What makes him feel that he is operating as a professional person, carrying
a real responsibility and a rcally dynamic, creative role in providing what
is necessary for each of his individual students? How do we lead teachers
to a sense of urgency? Or how do we encourage this sense when we see it?" "

The importance of
teacher initiative.

Salsbury was the next participant to come in. “I think one thing that
is very important is that we supervisors and administrators really believe
that teacher initiative is of ultimate importance. So frequently we impose
our values to block teacher initiative. If we make a teacher feel free enough,
he realizes the door is open and he will take the initiative. He comes to the
supervisor for help.”

“Yes,” said Morley, “we need to ask ourselves now, ‘What is it the
leader does to convey to the teacher the notion that he believes in teacher
initiative and assumes that initiative rests with the teacher?’ "

“One thing we can do,” Salsbury responded, “is to work very hard to
eliminate blocks so that when a teacher comes up with an idca, we do not
just say, ‘This can’t be done. It interferes with the lab schedule’ or ‘We
don’t have money enough to buy the construction paper you need.’ We
must find ways of meeting reasonable needs, refusing to let ourselves be
overwhelmed by minutiae, as we too frequently are. We are so concerned
with getting things near at hand accomplished that we fail even to listen
to ideas.”

“And how do you make yourself available for listening? Maybe this
is important,” Morley added.

“I think listening is very important,” agreed Stover. “I think that the
superintendent, as well as the building principal, has to have an open door.
That is a cliché, but really it is important. He has to go around physically
and indicate his interest so that the people in the system feel that this is a
place where administrators care about seeing and listening to what is being
done.

“Now a more tangible thing comes down to money,” continued Super-
intendent Stover. “For some years I have believed in a system of budgeting
supplies and books by which you do not spend all the money in the spring
but leave leeway for the fall. You leave enough leeway so that if somebody
wants to do something, he can come to the central pool and find the money -
to do it. We also have a research budget, not a magnificent one. Yet if
somebody should have an idea next September that would cost somewhere
between $500 and $1,000, we would have the money to act upon it. I
do not have to say, as was said to me when I was a teacher, ‘You will have
to wait until the next budget, a whole year!” I think this is the surest way
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to kill off teachers’ enthusiasm because many creative ideas are going to
take money. They are going to require materials, books and other Kinds
of resources. They may require travel to professional meetings where a
topic teachers are interested in is being discussed by people whom they
respect. In a case like this, we should be in a position to say they can go.
I think all of us must have worked at somc time in situations where we
could not do this, where we had a very frustrating expericnce.”

“I am going to correct myself, Frank,” interrupted Salsbury, “because
of what you have just said about money. I think very frequently we let
money be too much of a block; that is, if teachers would get out of the way
sometimes, we would find that pupils have ideas, just as creative ideas as a
lot of teachers. Sometimes when teachers get out of the way, pupils find ways
of doing things, and it is absolutely fantastic to see the things that they can
do with what is at hand. So frequently, I think, supervisors do the same
thing. We say we just do not have money, while the teachers, if we would
listen to them, and let them go ahead, would find ways of working that
would not cost so much.”

Doll offered an example stemming from a visit to an elementary school
in Pennsylvania. “In this school,” he said, “the principal had got out of the
way of teachers with respect to ordering materials. These teachers were
operating cooperatively and were buying materials when they needed them,
watching their own budgets and trying to avoid duplication. They had a
plan developed whereby they could spread the nature of the materials
among more different kinds of projects than would normally have been
done if they had had just a standard form out of the principal’s office on
which to list their requisitions.” .

“That’s all right, I think, if we have enough organizational know-how
to do it,” responded Stover. “I could see some places where this arrange-
ment could be disastrous. Now, I saw it operate very well, though, in the
social studies in cooperative buying of paperback books for several classes.”

Lack of funds and resources
often is used as an excuse
for failure to act.

“Can we decentralize our financial operations? Can we create sub-
budgets within which people have freedom to operate?” Morley asked.

“The forms themselves neced not be restrictive,” Stover continued.
“I know a teachers’ committce that reorganized the forms. But it is possible,
of course, to let permissiveness in buying go to extremes.”

“This discussion reminds me,” said Morley, “that we need not always
look outside our own groups and beyond our own resources for solutions
to problems. Doing things in ways which throw people back on their own
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resources may bring about aiscovery and uge of potential. In other words,
when someone requests something, instcad &f satisfying his wants immedi-
ately, it may pay to delay a bit while he rethinks his request, reanalyzes his
resources, and finds that within his own environment he has better and more
appropriate resources than can be bought. Use of their own resources can
strengthen people. We often look outside for flashy gimmicks. Think of the
science curriculum, for instance. We are now getting packaged science Kits.
This might lead people away from the idea of salvaging or making use of
what is already in the classroom itsclf. We know that in the potential re-
sources of any school or classroom there is as much demonstration and
utilization of scientific principles as there can be in a science kit that some-
body else prepares. People are sometimes lured away from the best re-
sources just by . . .”

“We had two good illustrations,” interrupted Stover. “One was in
junior high school where we were developing an electrical course, and the
instructor and the youngsters developed their own benches and outfits.
Also, in electronics over in high school, the same thing happened. We had
to find some money for basic materials even though they were using their
own ingenuity in order to make the project possible.”

The leader should respect
and assist his teachers.

“Frank, even more fundamental than these ideas is the attitude that
the administrator takes toward his staff,” asserted Baughman. “He has to
convey directly and specifically to staff members that he respects them as
professional people; he must do this both privately and before the public.
The administrator, in the way he handles details, can do a great deal to help
build an image of these persons as highly professional and skilled people.
‘And thus he can provide security within which teachers will open many
doors for themselves. If they feel dignity and respect, he has removed many
barriers that he could not remove artificially.”

At this point, Morley noted that supervisors and principals can help
build the images pupils have concerning their teachers. This can be done
particularly by treating teachers appropriately in the presence of pupils.

Then Doll remarked: “I hav: a notion that some of the best super-
vision comes in terms of helping teachers with what they really want to do.
The supervisor should often serve with the teacher, ‘getting his own hands
and feet wet’ in the glassroom. I think of this with reference to principals
and traveling supervisors who are generalists.”

“Very true of special supervisors, too,” professed Stover. “We had an
interesting experience with this. For some years we had teachers in the
elementary school called remedial reading teachers. We felt they were reach-
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ing a very small proportion of youngsters who needed help in reading. We
altered their role, of course with their help and willingness, so that they
became consultants to the classroom teacher for the most part and spent
most of their time helping teachers with materials and techniques, sug-
gesting ways to work with different kinds of youngsters. The interesting
thing about it was that when we started, we thought that the service would
be used mostly by new teachers and teachers new to the system. After
about six months of operating, we found that teachers who had been with
us 25 to 30 years were asking these people to come in to make suggestions.
The teachers did not look upon the reading specialists as inspectors of any
kind. They were looking to them as resource people, and we saw quite a
change in teachers who had been with us for a long time.”

“I suppose you have illustrated what I meant, assuming that the
teachers in a given instance really want the kind of help the specialist can
give,” Doll responded. “If a reading specialist is to release potential in
teachers, surely he must deal more and more with the teachers themselves
so that they develop insights to use in working with pupils.”

The teacher needs to be supplied
with rich resources.

“Aren’t we saying that change in staffing and operation in this instance
led to centering resources around the teacher?” asked Morley. “We should
tend, I believe, to recognize that the teacher is the person who is respon-
sible for directing learning. We should enhance his role by bringing
resources fo him to help him. This is in contrast to saying, ‘Teacher, we
know you can’t do this particular task, so we will bring in a specialist, and
you will ship your pupils over to this specialist.” When we make statements
like this, we do not enhance the teacher’s role.” _

“It is compartmentalizing the teacher,” acknowledged Stover. “We may
bring in resources for teachers in fields that are not subject-centered. For
instance, we bring in social workers or psychiatrists or psychologists to
help teachers understand the special problems that pupils may have, by
means of case studies, discussions about ways in which to hold conferences
with pupils and parents, ways of proceeding in child study. We are trying to
help teachers learn to appreciatc the potential of youngsters, some of whom
may be quite different in their mores and backgrounds from the teacher’s
own experience. The so-called pluralistic society has been referred to in
carlier chapters. There have to be ways to help teachers learn to know the
unique difficulties. problems, and potential of youngsters who are very
different.”

“I think you are getting close to something that Kimball Wiles stressed
in a talk in Atlantic City. He emphasized the importance of mental health
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in realizing the potential of all human beings,” suggested Salsbury. “We
forget somctimes in our emphasis on the development of the intellect and
the development of intcllectual potential, that this will never take place con-
tinuously without practice of good mental hygiene. This is becoming espe-
cially true with regard to the increased pressures which are being brought
to bear on all people today.”

“Does not this, in effect, make the nature of the experiences that the
child has as important or more important than the subject matter with which
he comes in contact?” inquired Baughman. “Speaking specifically about the
elementary school level, I think that both the kind of experience a child
has and the content which is being presented to him are important. You
have basic subjects such as reading, and there is no substitute for them;
but the fields of knowledge are so vast that the nature of the experience the
child has is, in my opinion, as important as the subject matter that is being
presented.”

“For instance?” Morley asked.

The nature of experiencing
makes a difference.

“First, within the classroom, I think it makes a great deal of difference
what a teacher does. Children should have an opportunity to engage in
inductive and deductive reasoning, as opposed to rote memory work. They
should have an opportunity to discover relationships for themselves, to seek
answers to questions posed by the teacher. Many of these questions should
have more than one possible answer. Children need to know how and where
to seek information, how to organize it, how to evaluate it. In today’s society,
the knowledge of how to relate facts is as important as the acquisition of
facts. Above and beyond that, I think the child should have the experience
of working with more than one teacher, with more than one group of chil-
dren. A child may work on something privately, but let him have the experi-
ence of explaining it to other children. This is a real learning process in
itself. When a child has to get comn.und of ideas in such a way that he can
present them to someone else, this is quite different from his answering
questions about them on a test. We have seen this happen with sixth grade
children presenting materials to first graders. The preparation they had to
make and the terminology they had to use surprised them. They saw then,
in a sense, some of the problems their own classroom teacher was faced
with, and they had a greater appreciation of what their own' classroom
teacher was doing. They had a chance to play more than one role. And
these experiences were more important than what textbook they were using.”

“I think what you are suggesting is equally true of secondary schools,”
affirmed Salsbury. “Interaction improves the chances of realizing potential
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not only in students but in staff members as well. People interact with one
another and as a result they understand themselves and their problems much
better than if they were in just a single situation. It is possible to organize
action teams of staff members so that people may interact more readily.”

“How do you do that?” asked Stover.

“In several ways. One way, of course, is through departmentalization,
but a better way is to focus on atypical youngsters: the gifted, the slow
learners, the uncommitted, the alicnated. We form teams of teachers, guid-
ance people, administrators, and others who work with atypical youngsters
on an unscheduled basis, whenever the team captain calls them together to
consider the problems of the youngsters who have been assigned to them.”

“As in a case conference?”

“Yes. Sometimes we bring in our school psychologist. Many of these
youngsters, you see, are with the same six or seven teachers, and they have
a common counselor, principal, and vice principal who work with the team.”

New experiences help
to evoke potential.

“This makes me think that one of the means by which we can discover
and develop potential in teachers is to involve them in new experiences,”
commented Doll “I find that many teachers have had no contact with case
conferences until they move into alert school systems. In the same way I
think teachers do not develop a perspective for administration unless they
£o to work on some of the kinds of adminstrative problems we have been
talking about, where they have an opportunity, for instance, to make supply
lists; where they have an opportunity to struggle with problems of salary
allocations and of budgets generally.”

“The whole idea of tapping a person’s resources by assigning him dif-
ferent roles certainly applies both to pupils and to the staff,” Morley said
to reinforce the point. “As we can put the teacher who is normally lecturing
into the role of being diagnostician, or into the role of being an adminis-
trator of just a small enterprise, his or her eyes will be opened to new
demands. And especially if the necessary resources are there, our action
will tap new powers and develop new insights.”

“Whenever possible,” added Baughman, “teachers should be permitted
to make their own commitments. They may want to try new roles in team
settings or individually. Just open the door, let them make their own com-
mitments. Sometimes you may find you almost need to hold them back.”

“We want pupils to arrive at points of commitment. You are saying
that we want staff members to do the same thing.”

Stover noted at this juncture the need for teachers to recognize poten-
tial in pupils other than the gifted. He also spoke of the corresponding need
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for administrators to help teachers attain skill in r¢cognizing the poten-
tialities of slow learners, partly because they tend to stereotype these
youngsters. He said, “I have the impression that they understand so-called
average and above-average learners better than learners who have not
been favored intellectually.”

Doll generalized that finding potential in learners of all sorts is one
of -the teacher’s most important responsibilities, though it is one which
he scarcely knows how to discharge. “Status leaders should help teachers
see the importance of responsibilities like this. Very often, what is really
a large matter seems to the teacher to be a small matter; and vice versa.
We need to help teachers see what is important and also what is relevant.”

“Sometimes,” said Baughman, “teachers feel so committed that they
believe everything they say and do is absolutely crucial. Sometimes you
have to help them see relevance in the sense that everything they say and
do is not equally relevant.”

“The word relevance rings a familiar bell,” Morley reminded the
group. “Earlier in the yearbook, we talked of the teacher helping pupils see
personal relevance in what they are learning, and now we are talking
about helping the teacher sce professional relevance in what he is doing:
professional relevance to the building staff, to the school system, and to
the state and nation. Maybe this takes us back to an earlier problem, the
function of the innovator as a threat. We have to cultivate the idea of
professional relevance and of the professional contribution that the in-
novator is making. We have to persuade others, apparently, of this rele-
vance, and persuade them that it is not just an individual, isolated thing
that the person is doing. Rather, he is doing something which is profes-
sionally usable and rclevant far beyond his own classroom.”

Leaders should help teachers sce
professional and personal
significance in their work.

“Then,” cautioned Doll, “at the samc time we must not lose personal
relevance for that teacher within the framework of professional relevance.”

“We have to guard against the teacher's getting to the point that
Gerald mentioned. He must not feel that every time he has an idea, it is
50 personal, so crucial, and so significant that you have to light up when
e mentions it, or he fcels you are throwing cold water on his plans,”
Morley responded.

“You are treading on the edge of a very delicate blade,” warncd Doll.

“Especially when you’re dealing with people who have considerable
potential,” Baughman added.

Doll continued, “If you slam the door, thereby encouraging closure
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rather than openness, then 1 have a conviction from personal experience
as a classroom teacher that I would tend to close the door on pupils. If
[ felt the door had been closed on me last hour by the admlmstrator. then
this hour I would really close doors for the pupils.”

“[ think what we are toying with here is something Frank touched on
earlier,” Morley conjectured. “We feel the pressure of potential and in-
novation at the creative end of our staff, and sometimes lose sight of the
fact of potential in the less creative members. Certainly, we must be
concerned for less creative teachers and encourage them to come out, to
express themselves, and to use their resources. I think it is only with
certain extremely creative persons that we probably have a need for
exercising restraint. They have a million ideas. You simply can not always
keep up or keep in tune with them.”

Leaders need humility

and self-criticism.

It was then that Stover took us off the hook: I think part of the
solution, if there is a solution, lies in a general atmosphere of humility and
self-criticism. If a principal or supervisor has the sincerity and the honesty
to say that he himself has tried something and it has not worked too well,
or that our group has tried something and it has been ineffective, he may
have the humility to say the chief fanlt was probably his. In other words,
he criticizes himself as well as evaluates others. He has to crcate an at-
mosphere in which it is all right to make a mistake or it is all right if
teachers did not quite accomplish what they had hoped they would. I
have to say that humility and self-criticism are not too often found in an
administrative group, not as often as they should be. The administrator,
temperamentally, frequently feels the need to be right all the time, and this
because he is mainly on the defensive. He is in an intermediate position.
As a result, staff members fear that they can not afford to make a mistake:
they can not afford not to do quite what should be done.

Differences among principals,
as well as among teachers,
must be recognized.

“Now, [ think we have talked a great deal about teachers,” con-
tinued Stover, “but we have not talked about the supervisory personnel,
particularly principals, as much as we might have. We speak of selecting
teachers for their talents and encouraging them to take a leadership role
in various things. This is also equally true as far as principals are con-
cerned. Some principals have mostly organizational talent; others have
supervisory talent; others arc very good at curriculum development. In
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a school system of any size it is important to look over the team and sec
who has unique talents, and what you can do about them, and not expect
all teachers and principals to be the same, or any building to be the same.
We should think also of ways in which we can combine principals and
supervisors in study teams so that they supplement each other, so that there
is a kind of coordinated effort or blending of talents at the administrative
and supervisory level.”

“A blending of viewpoints, too,” suggested Doll. “I believe that in
both teachers and their supervisors a good deal of personal development
is needed, in-service personal development. I know teachers and supervi-
sors for whom this ‘development ought to be going to the opera, and may
I say.that I know other teachers and supervisors for whom it might be
getting married? We all recognize that certain people need certain kinds
of experiences which are not in the workaday world.”

Baughman picked up one aspect of the idea of personal development.
“Well, it gets down to a very basic question of security. The person who
is willing to venture, to take chances has to be a fairly secure person, and
there are many factors that make for security. A principal can do a great
deal to make a teacher feel secure enough that it will not be any great
catastrophe if he ventures out and makes mistakes. We administrators are
the basic ones that have to provide that feeling of security.”

“The principal establishes the climate within which the teacher is
working,” Morley interjected.

“Yes! Then the teacher in turn provides it within the classroom.
If the principal puts the teacher on edge, the teacher will very likely put
the child on edge,” concluded Baughman.

Clarifying images is important
in helping principals realize
their potential,

“And if there is a system-wide climate, were you suggesting that the
superintendent in the way he works with principals and supervisors es-
tablishes this overall climate?” Stover inquired. “I would also say that
the climate of the school system will be determined somewhat by the way
the central office deals with the building levels, or does not deal with them.
I think one of the things the superintendent needs to do is to help the
principal realize the image of his own school. In most communities, schools
arc quite differcnt, cven though they are located in the same general en-
vironment. I know this is true in our community. The two junior high
schools are not going to be the same schools. They do not serve the same
population. The elementary schools are not going to be the same. As a
result, we have to encourage principals not necessarily to emulate what

)
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is done in other schools in the school system because it is outstanding and
has received recognition. It may be the wrong thing for a particular school.
Each principal must see the image of his own building.”

“Aud principals had better recognize the part they play in developing
images,” counseled Baughman. “They are going to help develop images
whether they want to or not, and they had better make an effort to develop
the ones they consider desirable.”

“Similarly,” said Stover, “here is a situation in which a man may have
been principal of a school for many, many years, and has operated in a
certain way: permissive, authoritarian, jovial, affectionate, or grim. It
would be useless for his successor to think that he was going to function in
the school in the same way. In other words, his administrative image is not
necessarily going to be what his predecessor’s was even though the school
as a little community has not changed much. Principals have strengths in
working with teachers, and the strengths are not identical. We should not
encourage a principal in school A to be like the principal in school B
because the principal in school B is successful. The principal in school B
is a different person with a different kind of relationship with the faculty
of the school.”

These comments prompted Morley to direct a question to the elemen-
tary school principal. “I am wondering whether you believe that the super-
intendent does have a responsibility to help you see yourself as others see
vou? Is this part of his leadership role? Does this enhance your position?
Does this strengthen you if you feel the superintendent is helping you see
yourself from another vantage point, from his vantage point?”

“Yes, definitely it can be very useful from the standpoint of helping
an ind;vidual keep his perspective. Just as we talked about the teacher who
can occasionally lose his perspective, the same thing can happen to the
principal—-for instance to the man who takes himself too seriously.”

“Hew do we achieve the same thing for the superintendent?” asked
Stover. .

Baughmnan responded to the question by asking another: “Doesn’t he
have many interactions with people: the principals, the public, the board of
education? We all form our concepts of ourselves by the ways people re-
spond to us. Administrators at different levels interact with different groups,
but the same basic process takes place.”

“I am more sympathetic with the superintendent than 1 am with any-
one else,” confessed Doll. “I have the feeling that superintendents serve
pretty well as buffers for principals on many occasions, and that principals
serve as buffers in their intermediate positions for teachers. Yet thefe is
really nobody in comparable position serving as a buffer for the superin-
tendent. I think the whole function of being a buffer is very impor:ant. We
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talked awhile ago about the importance of mental health. It seems to me
there are things we should not know that wisely are kept from us by our
superiors. Our potential may be inhibited in its development by knowing
certain things at certain times when we are really in the midst of a crucial
problem. By the same token, there wre things that ought to be communi-
cated to us in ways that will develop the best understanding on our part
so that we may move ahead.”

“You say ways that develop the best understanding,” reiterated Sals-
bury with an air of doubt, “‘and yet in spite of all efforts to communicate
these things the best way becomes a traumatic experience sometimes. You
see, I am questioning whether or not this is always the best thing to have
happen—whether or not it docs increase onc's potertial to have him see
himself as others see him?”

Baughman also expressed mixed feelings about this point. “Yes, it
sometimes becomes dangerous. I know very well what you mean, but you
can withhold information until it comes from another source and becomes
a crueler blow than if it had been presented in a carefully controlled situa-
tion. So you're playing with dynamite sometimes when you do withhold;
but again, I have seen just what you are talking about.”

At this point, Baughman indicated that he thought it important to
discuss present assumptions and ways of working at the elementary school
level which might be barriers to getting at children’s potential. “Grade level
concepts and age level concepts sometimes inhibit and restrict what the
teacher can do. Such projects as the Madison Project are going to open the
whole question of the child’s potential, and whether what a seven- or eight-
year-old should experience can be graded. I think we have restricted the
opportunities we present children because we have preconceived ideas of
what we think they are ready for. These assumptions need to be re-evalu-
ated.”

Potential can be affected through
plans for organ’'ing schools
and through use of materials.

“I think you have hit upon an idea that has many ramifications,
namely, the restriction or constriction that results from all sorts of sterco-
typing, pigeonholing, and labeling we do,” Morley added in support. “You
have mentioned only a few of the many instances of categorizing which
- blind us to real potential. There is probably nothing which closes our ..
operation as teachers and administrators more than this. We might mention
again the slow learner. We have labeled him thus and to some persons the
label immediately says, ‘He can’t do this, he can’t do that!” Perhaps we can
talk briefly about other labels that have limited us.”
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“Take one a little further out,” cited Doll. “It is called ‘The Commu-
nity Won't Stand For It." This affects children and it also affects teachers
in their development, for on this basis in-service days, conference days, and
blocks of time for curriculum improvement are often excluded from the
school calendar.”

Baughman then picked up again the influence of grade level concepts

gh graded textbook material. “Certainly if we can see tertbooks as
tools to be used in diffcrent ways in different situations, we will help release
potential. If we control the textbook rather than letting the text control us,
we'll remove quite a few barriers to learning. We all know that a text that
is labeled ‘third grade’ may be quite appropriate for a child who is in his
second year; or it may be quite appropriate for one in his fourth year. The
text is a tool to be used, and should not dictate to us the time the child
should use it.”

“Let me just cite what we sometimes hear ourselves saying to our
teachers,” Morley volunteered. “We say, ‘Complete this book; follow this
textbook; this is your program.’ When we say this, we can conceivably be
saying, ‘Teacher, you don’t really have the initiative, or you don’t carry
the responsibility! Teach this book and then you will have discharged your
responsibility!’ Just as we have done with our specialists, we have some-
times usurped and undercut the teacher’s responsibilit: for his own situa-
tion. We have destroyed his role by insisting that he follow to the letter a
particular curriculum, even a guide. All the teacher is supposed to do, then,
is cue himself to this guide. Here, we are saying the same thing to the
teacher. ‘Teacher, you can’t carry the responsibility. It is this guide that is
the really responsible programer in your situation!’ ”

“This type of approach may lead us into a larger dilemma, though,”
declared Stover, “because we have teacher turnover to consider. Without
the guide or the textbook, I fear that we would be in difficulty. I think it is
in the sensible application of the guide and the textbook that we really have
to be concerned. I do not think this means we throw either one of. them
out. We could not possibly function in today’s situation without them.”

“Some teachers would panic,” Baughman concurred. “These teachers
need the security of knowing the materials are present. Nevertheless, I
believe the possibilities that are open to teachers are so much wider than
many teachers conceive them to be.”

“I think that this unconscious limitation can be one of the dangers in
using the newer instructional projects,” contended Doll. “Many people are
moving from one instructional program or track to 2 iother, adopting the
materials that go with the new program. There is no openness in this almost
mechanical procedure. The teacher is likely to be just as closed on the new
track as he was on the old. An eclectic approach is not in use because we
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do not want to take time for the thought and in-service development it
requires.”

“In our school system,” said Stover, “we have decided to move from
a standard serieg in arithmetic by installing twelve experimental situations
in our elementary schools and asking the teachers to evaluate what is
happening. This will be followed, we hope, by an in-service project for
about a year before we move to another program. We are trying to avoid
saying, ‘This is going to be the program. We will have an in-service project
for a year, and then we will install the program for which we have prepared
the teachers.’ Instead, we want the teachers to be ready and convmced
before we make a serious move.”

Adopting ideas and materials
developed by others may prevent
the teacher from utilizing

his potential.

“Yet, again, don’t we want to move in such a way that the end result
is that we have surrounded the teacher with resources?” Morley asked.
“Whether we develop guides, whether we select textbooks, whether we
hire specialists, we want the teacher to be sure that he is in the center, that
‘he is the initiator, and he is the coordinator, and that all we are doing is
continually supplying more and more resources for his use. We do not
want to furnish prescriptions for him to follow, or gimmicks, or proce-
dures that carry the responsibility for the program. The responsibility
is still his, and he must carry the responsibility for his program just as we
want the learner always to feel that he is carrying more and more responsi-
bility for his learning!”

“Yes, I think the best illustration in the last three or four years may
be the language laboratory,” Stover concluded. “There were some schools
where language laboratories were put in by administrative decree, and the
teachers resisted them. You will find some schools where they were prac-
tically never used or used under duress. There are other schools where
- ‘teachers made a study. They visited other places. Eventually they requested
a language laboratory, and it is working.”

“Then do you feel, Frank, that they lcarned to see the laboratory as
a resource?”’

“As a teaching aid. They did not fecl ‘bound to the machine,” re-
sponded Stover.

“Right,” Morley interjected. “They did not see it as something that
the administrator brought in and said, ‘Here is a new method. This will
give us a better program! I'm sorry about you people if you happen to get
in the way. We will replace you if necessary!’”
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Salsbury clinched this part of the discussion by saying, “We are refer-
ring to freedom, freedom to do something or not to do it. Teachers often
need to feel free not to participate until they are ready to do so.”

“An interesting point about the installation of our language labora-
- tory,” said Stover, “is that we did not put it into operation the first
semester. We had a training period for teachers, but we did not require
staff members to participate. They all agreed to take instruction from a
member of their own group. They did not use the laboratory until they
felt competent and secure in usmg it. If we had made a reqmrement, we
would have had great resistance.”

School-community involvement
opens opportunities.

“Involved, sometimes, in teachers’ reactions to quick and sweeping
changes are a couple of factors,” Doll stated. “One of these is the nasty
expectations teachers sometimes have about what the administrator will
do: he is going to push his idea in spite of our resistance, or he is operating
a secret weapon or a hidden agenda. A second factor is the frustration
that comes from never having anything evaluated. Education is noted for
the pnlmg of unevaluated practices on unevaluated practices. If you are
doing something about these two factors, I think you are to be com-
mended.”

“Also,” returned Stover, “if an administrator is blessed, as I am, with
a community that is willing to wait for innovation, he is fortunate. Pres-
sure for innovation without evaluation is tremendous today, and it is
generated by many outside forces. The idea of keeping up with the Joneses
has spread throughout the curriculum ficld, and this has led to impetuous
action without staff support.”

“Aren’t we going back to somethmg Ron said a while ago about ‘the
community-won't-stand-for-it’ posture?” Salsbury inquired. “I think our
communities will stand for constructive changes if they are well informed
and if we keep them involved, and ‘if we are really open in our relationship
with them. I do not think we are beginning to make use of the coramunity
resources that are provided through other agencies. These agencies are
working also to develop the potential of youngsters, We too often operate as
a closed shop, saying, ‘This is what the school is going to do, period!’ I
think of what the churches, the recreation depariments, and the other
agencies are doing, and I feel the need to involve them more.”

“If we say the teacher should open his classroom door to invite inter-
action,” Morley remarked, “we should note that both school and school
system should open their doors to other agencies which have the same or
similar goals. There are some wonderful resources and wonderful people
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ready to help us. When the citizen comes to us and we know him, he will
not look strange and suspect to us, The school has to be made open to the
total community situation.”

“The statement, ‘the community won't stand for it,’ is often a cliché
or an excuse,” Doll asserted. “I know two communities where we discov-
ered that the citizens at large were much more favorable to spending time
and money on curriculum improvement than anyone had imagined, includ-
ing the school administrators. I wonder how often our communities are
ahead of their administrators, but I recognize, too, that we are in a new

~era of pressures. Some of the pressures now come in the form of questions
like these: ‘Haven’t you introduced the SMSG materials into your mathe-
matics program?’ and ‘Haven’t you installed teaching machines yet?' *

“Administrators do not even have to use the community as an excuse
for inaction,” Salsbury reported. “They may say, ‘The business manager
won't let us have it,” when the business manager has pzrhaps never heard
of whatever it is. An excuse of this sort is an easy means of getting a
teacher with initiative out of one’s hair.”

Doll now threaded a new tape with the comment, “There can be no
release of potential without flicking a switch.”

Staff members who show
promise can: help develop
potential in alienated pupils.

While the tape was being changed, the discussion group determined
to talk freely from this point onward about miscellanecus problems in
releasing potential, beginning with a case or two from school practice.
Salsbury spoke of curriculum deficiencies which he and his senior high
school staff were secking to remedy. “We discovered that we had in our
economically favored community,” he said, “a number of youngsters with
varying backgrounds whose potential was not being realized. The reasons
for this were many. Some of these reasons were social and economic; some
were lack of motivation; and there were others. Eventually we involved
125 staff members, who came up with ideas like these: planning opportuni-
ties to change the self-image of the youngster, and providing opportunities
to see relationship between cause and effect. Many of the youngsters had
not had enough experiencc in making wise choices. We were interested in
a curriculum which would give them opportunities to make choices of
various kinds, to arrive at a set of values, their own values rather than
values imposed upon them by indoctrination.”

“This is a group of pupils that suburban culture had not done much
to help with regard to making choices,” Doll pointed out.

“That is correct,” continued Salsbury. “We came up with the idea of
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an action team. We felt that all the standard procedures, including use of
consultants, were not too effective, and that the only thing that was really
going to produce a change in these youngsters was to involve them with
the staff members so that we might make greater use of the potential of
the staff itself. Some of our teachers are highly creative persons; for exam-
ple, people in the arts, people in science. One man in science has done a
great deal of work with youngsters of this particular sort. We felt that the
main key to modification of behavior in these youngsters was involvement,
not only of the staff but of the youngsters themselves. To achieve positive
change required much involvement. We have really just begun to scratch
the surface. We have set up a tenth grade program, but we are convinced
that our work must be done much earlier than the tenth year. Meanwhile,
we cannot overlook the pupils we have with us. At the same time, though,
we are working on an elementary school program in early identification.
There are certain characteristics of students and homes that show through.”
--“Can you name some of these, Carl?” interrupted Doll.

“Let me see if I can: limited reading ability, limited vocabulary SO
they have difficulty in communication, sometimes a value system which is
in conflict with the value system of our community as a whole. That is,
their own family value system is in conflict with the value system of this
suburban area. Sometimes they have isolated themselves; they are self-
isolated from the more fortunate members of the community. And they
have limited opportunities’of developing adequate self-esteem or self-image
because of the nature of the society in which they find themselves. They.
have limited opportunities for coming in contact with model adults who
understand them. These are not youngsters who go to church. They are not
associated with the young peoples’ groups in the churches; they are not
associated with recreation departments.”

“Is there a high incidence of divorce and separation in the home?”
Doll inquired.

“There is that. There is alcoholism; there is mental illness.”

“Do you see some particular ways in which you are going to work
with this group? Are you going to use a counselee-counselor approach, or
are you going to do some special grouping?” Morley asked. ‘

“T think it is going to be a matter of utilizing some of our specially
talented teachers to help the youngsters grow and develop,” continued
Salsbury. “We have a mathematics teacher, we have a science teacher, we
have an art teacher. All of these people have already shown ability to help
the youngsters grow. So we are planning a team approach.”

“When a team succeeds, will its members help prepare other teams?”

“We hope so.”

“Are you expecting that the changed perceptions of staff members
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working on these teams will be such that however they are involved with
individual students, they will work with them differently? Will they see
youngsters differently, even when they are members of their own classes?”

“This is our hope. We think so because we find study of adolescence
working well with accelerated groups. The methods used with our acceler-
ated groups seem to work with other groups.”

“In one school system that I know,” said Stover, “a committee was
appointed to look into the needs of gifted children. This committee decided
that good practice in teaching gifted children was generally good practice
in teaching all children.”

Morley now turned to Gerald Baughman who, as an elementary
school principal, had developed with his staff an ungraded program which
had involved teachers in continuous study of their pupils. He asked Baugh-
man to highlight some of the significant values he saw in his staff’s coopera-
tive enterprise. '

Units developed by the whole
school help to reveal and
develop potential.

Baughman spoke first of grouping: “There are many elements in-
volved in grouping. We must take into account more than simply chrono-
logical age in putting children in common situations. We should take into
account achievement, chronological age, mental age, special characteristics
—everything we know about them as individuals. Beyond grouping, the
staff has wanted to work on common units, We feel that by sharing com-
mon experiences throughout the school everyone benefits. We have con-
sidered taking several common school units in science and social studies.
The one we have done so far is ‘Children Around the World’ with the
entire school working on one unit, each teacher choosing both a geographic
area and a specific task. We have found that the common unit provides for
a sharing throughout the school of the materials that are developed. There
was a resource area available in which materials were shared. Also, the
resource people we brought in were shared. People from India, Germany
and France shared their materials with the entire school. It was interesting
to find that kindergarten pupils can participate in many activities of the
school rather than being a separate entity as they are sometimes erroneously
considered. Common sharing and everyo ’s working on a common idea
have. given us quite an impetus.”

Morley added, “This arrangement helps to set the climate for coopera-
tion and for a feeling of oneness within a total situation.”

“Yes.” Baughman continued. “It permits either an individual or
groups to go to other rooms, share what they have, setting up displays in
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the resource area, and explaining these displays to other groups.”

“As I remember the situation,” said Morley, “you have sometimes
placed children with teachers according to temperament or personality.
Even though a child might logically be placed in a given group, you would
place him with another teacher who might serve better to ‘bring him out.’
This is a resource your staff has: differing personalities who can interact
with children who in turn have differing personalities.”

“Explain how you do the matching from a human relations stand-
point,” Doll requested. ‘“What is to prevent a teacher whose pupil has been
removed from feeling he is inferior to the teacher who now receives the
pupil?”’

Matching teachers and pupils
may be a valuable
procedure.

“Well, the teachers are all sharing children. The teacher who first had
this child is asked to do a special job with another child, so he has his own
task to perform. One complements another. As Frank has indicated, there
is often a child who achievement-wise should have been with a younger
group and was placed with a younger group, but as time progresses we
can sense that the child feels inferior because of this and a number of
other things. Because of a negative self-concept that seems to be develop-
ing, the child is moved into a more advanced situation, although academi-
cally it is difficult. Still the new situation may become an incentive to the
individual, so achievement then has to be disregarded in terms of the child’s
feeling about himself. We do the opposite sometimes. The very bright little
fellow, for example, who is not at all working up to capacity is put into a
more advanced situation in which he is watched very carefully and this
becomes an incentive to him. So achievement is just one of many things
that have to be considered when we move a child from one situation to
another.”

Morley then attempted to expand a bit on what Baughman had been
saying. “I think we need to say that staff members will not begin to look
at characteristics of individual children until they know that they are in a
flexible situation in which something can be done to accommodate such
differences. If the situation is not fluid enough so that they can take action
to resolve unique individual problems, staff members soon learn to ignore
these problems.”

“We have teachers who say, ‘Such and such a child is having diffi-
culty. May another classroom teacher, the music teacher, the physical
education teacher, and I meet with you to discuss this child?”” Out of these
conferences have come new placements for children because the teacher

150




himself has said, ‘I nced help with this individual child.' Then, with the
combination of about five people and their knowledge of a particular child
in different situations, a diffcrent placement can be worked out.”

*1 think many of the things that Gerald has just said here are equally
true in secondary schools,” suggested Salsbury. “We have tried experi-
ments in segregating children who are not living up to their potential. This
does not work, cspecially in a highly competitive situation. The pupils feel
that they can not maintain a good image if they arc not having opportunities
similar to those which other youngsters have. When we segregate children,
we tend to provide a different curriculum for them. To see an English
teacher teach Macbeth with this type of youngster and try to make certain
values important to him is to see a creative teacher realizing the potential
in youngsters and helping them develop an improved self-image, bécausec
they are doing the things the rest of the pupils are doing. I am certain the
teacher docs not teach these pupils in the same way as he does the college
preparatory youngsters. A science teacher may, for instance, approach
science through scicntific fallacics and superstitions, something 1 once hap-
pened to see culminate in a terrific bulletin board display. A lot of
science was involved here. This was content the pupils knew something
about. The teacher started where the pupils were.”

“Carl has mentioned a similarity in clementary and secondary school
situations,” commented Stover. “Before I go on to K-12 programs, I would
say that I think frequently we have shied away from the transfer of a child
from one situation to another with the idea that we would make the teacher
lose face. I think this is not an cffective concept if we have good faculty
understanding of problems. Just to illustrate what Gerald said, last year we
had a child who was transferred from a school he ordinarily would have
attended into the room of a third grade teacher who was extremely warm
and accepting. He made a fine adjustment. Yet this ycar the teacher had
another child in her room who could not adjust, and this child, too, was
transferred to another situation with similar success. So the idea that some
tcachers can aid adjustment and some can not is not necessarily so. We are
dealing with personality elements that are over and beyond the sheer
instructional capacity of a teacher. A

“On a kindergarten through twelfth grade basis,” Stover continued,
“representative committees like ours in the social studies are common. I
value such committees because they provide some increasc in conversation
among the levels of education. When a teacher from an elementary school
feels that he can speak on equal terms about children’s capabilities with a
department chairman at the scnior high school, this is a valuable experience
for both of them. Frequently teachers of high school seniors are just as
awed about the successes of the first grade tcacher as the first grade teacher
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is awed at the erudition of the teacher who works with college-bound

seniors. If we are to realize potential in teachers, we must prevent them
~ from becoming insular. Teachers should share an understanding of the
accomplishments of other teachers.”

Morley broached a new topic at this point: “We have talked about
pressures on pupils and teachers. I wonder whether the pressure of national
goals or national concerns is a force that conflicts with our interest in
developing the individual to his optimum. Are there aspects of national
concern that run counter to our efforts toward full development of the
individual?” :

“I think you imply an answer to your own question,” acknowledged
Salsbury. “The emphasis has surely been on mathematics, science, and
the languages. I think we need potential developed in the creative arts, the
humanities, and the social sciences to as great an extent. We are sacrificing
the potential of some of our people by forcing them into the three ‘popular
areas’ in which they may have less petential.”

“Are teachers feeling these pressures?”’ Morley asked.

“Yes,” replied Salsbury, “but I think the pressure is decreasing be-
cause the other subject matter areas are being given a little more attention.”

“For instance, have some departments acquired a self-image of
second-ratedness?”

“Yes,” interjected Stover, “in fact in this spring hiring season, some
school administrators have been agreeing to pay a differential for teachers
teaching in the so-called scarce fields. 1 know from personal experience
this is happening ‘with or without benefit of clergy.’ I think this practice
can only lead to a poor self-image on the part of teachers who are not in
the favored group. I'm talking about secondary schools alone. We do not
see this yet in the elementary school, but we see it in some phases of
special education.” ’

Pressures on teachers and pupils
have come from new sources.

“Yet are not the elementary schools feeling the influence of having
K-12 or K-6 science supervisors, K-6 mathematics supervisors, and mod-
ern foreign languages in the clementary schools?” Salsbury asked
rhetorically. _

“I feel that alicnation has sct in in a new way as a consequence of
some of the pressures. I think what we have really done is assume that
everyone ought to bear more heat. And some of the metals are not made
for more heat,” dcclared Doll. “l have something to document this. Those
of us who have uscd tape recorders in high school cafeterias, getting pupils
to respond to questions like ‘Who are your friends these days?’ and ‘How
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much affiliation do you have with other pupils in the school?’ find that in
many high schools there has developed a kind of Chinese Wall. Each indi-
vidual has tended, especially in the gifted groups, to become isolated from
other individuals. We have this kind of response registered on the tapes: ‘I
find my best friends during the summer time." ‘Why is that?’ ‘Because we
are in such intense competition in our school that I can’t afford to have a
good friend; I don’t dare give my secrets away.’ Again and again, this sort
of thing occurs. I have a conviction that many teachers in our high schools
went underground when the first Sputnik blasted off in October 1957, and
that they haven’t really come out of the ground in some cases. We have
failed to distinguish between those students who can take the heat and
those who cannot, and right within our ablest groups there are both kinds.
I think this phenomenon is relevant to the need for openness and develop-
ment of potential.”

“I agree,” observed Stover. “Pressure develops, in part, with reference
Vo both national and local examinations. I find the teen-agers around my
house talking about the marks they get on tests more than they talk about
what they are learning, or more than they discuss the kinds of things that
interest them. It's only when they get off by themselves and start discussing
such subjects as psychology. rather than the French or algebra they are
taking in school, that they are free.”

These comments struck a responsive chord in Carl Salsbury. “We are
getting into a whole area of discussion that I think is very important. The
pressures and false gimmicks we have in schools make pupils, teachers,
and adults in general lose sight of what is important—that learning is
intrinsically important. Class rank for instance. Is it more important to
rank aumber two than number three, number seven than number cight?
Is not ranking something the schools themscives have developed, something
we say national associations and college admissions officers want? I think
there are many practices, in the use of tests and everything else, that can
be put in better perspective than they arc now.”

Some pressures come from
long standing malpractice.

“I think another example is the grouping system that cxists in some
of our larger schools,” cited Doll. “For example, if you have ninth grade
groups that go to the 22nd exponent, if you have group 9! to group 9=,
one is led to ask tcachers, *What is the distinction between say 9:* and 9107
Most teachers say, ‘We don't know.’ But the pupils think they themselves
know what their ceilings are as determined by their group numbers, and
I'm pretty surc some of them stop trying harder right at that point.”
“Well,” said Stover, “we ure saying that because of pressures, whether
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from college admissions or other causes, extending at least into the junior
high school, we see less love of learning exhibited by students who ought
to be able to pursue things along their own lines rather than feel that they
are in deadly competition continually. I think teachers fecl this competition
very strongly, and feel the need to deliver. Perhaps this is not as true
where there is no state-wide testing as it is where state-wide testing exists,
but it is true nevertheless. There are circumstances in which the youngster
who is not college bound has many common interests with the one who is
college bound, and there ought to be places in the secondary school for
them to have free interchange so they are not in a classified society for the
time that they are in high school. As we continue to apply pressures, the
chances for such interchange happening become less and less. We have
gradually seen even the abolition of the activity period in some junior high
schools, and this was one point of which we used to have a common
mingling across all kinds of lines. In our area, the activity period has been
disappearing at a very rapid rate over the past five to ten years.”

“We still have the activity period,” inserted Salsbury.

“We have it, too, but I am just saying this is a tendency and it is quite
marked. Then there is the gradual diminution of the homeroom. Therc
were formerly, in some schools, homeroom-based guidance activities in
which children were heterogeneously mixed for social and guidance pur-
poses. We are seeing more and more stratifications of the homeroom
because of the schedule-making possibilities that that permits. All these
are practices that tend to downgrade a certain group of students, and per-
haps to give a false set of values to other groups,” concluded Stover.

The curriculum does not always
fit the pupil’s need for
specific preparation.

“When 1 visit suburban high schools particularly,” said Doll, “I notice
a marked distinction between the population some adolescents term im-
politely ‘thc hood group’ and the high-achieving, college-bound youth.
When the bell rings for start of school in the morning, the youngsters who
expect Lo go to college hurry through the doors so that they will have a few
minutes of study timc before classes actually begin. They are trying to do
some of thc work they left undone after midnight the night before. Mcan-
while the group we commonly call alienated from school and socicty stays
outside the building as long as possible, huddling together as close-packed
peers. And so segregation occurs in a form we have not thought about very
much. 1 wonder, too, what this suggests about conformity, whether every-
one who is going to collcge thinks he has to fit a common mold. Mean-
while, the other scgment of tcen-age socicty is forming a mold of its own.
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From the viewpoint of American society, we may be devcloping a situation
that is unfortunate and cven dangerous.”

“In Pennsylvania last week,” Salsbury reported, “I visited a high
school where there are business education, college preparatory, and voca-
tional agriculture programs. Probably 50 percent of the pupils will end in
technical work of some kind, work affected by automation. Pupils arc
being trained for agriculture who will not be in agriculture. We are not
giving pupils opportunitics to develop potential in situations in which it
will count, This is as true in schools with strong college preparatory pro-
grams as it is elsewhere. Maybe there are 25 percent of our youngsters
who should be preparing for technology rather than for college.”

“One might notice what happens in the colleges,” suggested Stover.
“When we interview tcachers, one of my favorite questions is, ‘What books
have you read lately?” I must say that 1 am not too happy about the an-
swers, and I do not blame the respondents. Most of them say, ‘I have been
so busy with the pressure of college, reading so much required material
that I have not had time to pursue my own interests.’ Then I recall that the
most successful teachers I have known were fascinated with their subjects,
had side interests they pursued, and were able to entice youngsters into
following along the same trail. I am not speaking now of any one group of
colleges, but I think this is a fairly general situation, though we do find the
exception. Maybe 1 do not interview the right people! Have you had this
same expericnce?”

Interests and ahilities of teachers and pupils
should be extended rather
than curbed.

“Yes, I have. Again, it is the pressurcs they feel,” responded Salsbury.

“I am wondering if there is not a counter pressure or force develop-
ing,” Morley hypothesized, “in the work of Guilford and Torrance and
Taylor and Barron on other dimensions of intelligence. Then also some
cracks may be showing in the admissions offices where they arc reconsider-
ing whether or not they really get persons who are productive and able to
do divergent thinking, persons with some real interests and divergent
personalities as well as ability to produce routine, required reports. Do you
think that there may be some counter movement developing? It is said
that the situation is changing a little bit, that the pressure is not as great.
Well, is it? Is some of the change resulting from a counter pressure?”’

“I think there is a second look. People arc beginning to think there
is a place in life for some other things besides the routincly academic,”
asserted Salsbury.

“Actually,” Morley continued, “people writing on other dimensions
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of intelligence are concerned with somewhat the same theme that we have
been thinking about here; namely, that there arc many dimensions to
potential.”

“Some of the national organizations in education have become inter-
ested in academically nontalented pupils,” Salsbury reminded the group.

“There is danger in just thinking of new categories and not really
isolating components of intelligence. In talking about the nonacademic,
the overachiever, the underachiever, we have done a lot of generalizing. 1
personally do not think that such an approach will prove as rewarding or
productive as approaches for looking, for instance, at divergeat thinking,
which is necessary s a part of any person’s operation at whatever level
and in whatever situation he may find himself,” Morley concluded.

“I have a notion that the factor of mental health is going to be more
and more prominent in the next five to ten years,” Doll conjectured. “It
may be that some of the things we are doing in schools will be revealed
clearly as having ei** er little or no value in encouraging mental health. 1
think more and more funds will be channeled into this cause.”

Wise use of newer instructional
media is needed

Stover suggested still another topic. “Well, maybe we could make
another attack by talking about the influence of the new media on release
of potential. We are speaking of pressures and national campaigns, and of
course we have heard a great deal about such things as programed learn-
ing, the teaching machine, and the »se of educational television in extend-
ing the talent and capacity of mast-: teachers as well as in benefiting from
psychological thinking in its application to electronic devices. We had an
experiment with programed learning in the junior high school last year and
one in the senior high school this year. We found that programed learning
was more usable with the medium and lower ability groups than with the
upper. This was also the general finding in several nearby communities
that experimented with quite different pupil populations. A symposium of
teachers who were involved in the experiment revealed that most of them
felt that programed instruction, to be effective, needed to provide more
opportunitics for individualized instruction.

“One of the current difficulties was that most of the stlmulatnon of the
good teacher and the stimulation of other pupils was almost nonexistent.
The bright pupils did not like this because they wanted a chance to ex-
change views and challenge ideas, to ask questions and make comments.
So the idea that this teaching procedure would supplant the individualized
approach to instruction or would make possible instruction of much larger
groups did not seem to work out in actual application as far as we know
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from the experiment. I belicve that the teachers who worked with pro-
gramed learning felt that here was a tool which, if it were used in conjunc-
~ tion with good clissroom interaction, could be helpful. One conclusion 1
drew from my brief experience was that the developers of programed
materials ought to go out to where classroom teachers are using the
materials and talk freely with them to see how different the application
- could be in actual practice. I see prospects in the procedure, but by trying
to apply a mass approach without using the critical judgment of teachers,
we could miss an opportunity for developing a good instructional proce-
dure,” concluded Stover.

“In reference to what Frank is saying,” added Doll, “a newly pub-
lished book on the secondary school curriculum says we shall have, in the
future, large group instruction and also skills laboratories in which teach-
ing machines and programed materials will be in use. Yet we shall surely
need teachers who can work with ten or twelve pupils at a time to try to
get meaning from our rapidly expanding knowledge. Teachers who can
help pupils find meaning in their world will be prime developers of human
potential.”

Employment and recreational opportunities
for youth should be explored.

“Another interesting comment someone made informally before we
began our recording is that the child at home is actually saying that therc
is nothing for him to do, that he feels unoccupied, disengaged. Maybe he
feels the same way about the community, too. Is this a concern?” Morley
asked. “What is the consequence, for example, of having certain age
groups finding less and less to occupy them? Legitimate employment seems
to be more and more deferred, especially for older adolescents and young
adults. If teen-agers know this fact, their attitude may resemble ours when
we faced the draft, which they are also facing. What is there for them to
reach for? What can they become curious and excited about? Is there
anything the school can do to salvage them?”

“There had better be,” was Salisbury’s concerned reply.

“You are asking a question I cannot answer,” Stover responded. “We
are considering this problem in our state, but I have not found anybody
- who can tell us much about its solution. We are talking particularly about
the non-college bound student. Here, we are trying chiefly to provide
recreational activities, which are complicated by the presence of the auto-
mobile. The older teen-ager often has neither employment nor satisfying
recreational activity.”

“It is awfully hard to develop your potential without a motive,” pro-
fessed Salsbury. “I think T would like to conclude with a saying by Louis

Al
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Raths: ‘If we treat people as they are, they will become worse than they
are. If we treat them better than they are, they will become better.’ ”

“So this is one thing that the school can do,” Morley said hopefully.
“It can maintain goals which exceed those which the pupil might have for
himself, those which parents might have for their children, or those which
a community might have for its citizens. If the school maintains goals
worth stretching for, it is a truly dynamic agency in our society. It should
hold forth an image a little larger and a little higher than the people hold
for themselves.”

With these words, the panel of five persons concerned with the roles
of supervisors and administrators concluded a two-hour discussion. At the
conclusion of the discussion, the sentiments of the panelists were mixed.
First, they felt humble becausc of the inadequacy of the treatment which
they had been able to give to several major issues and concerns, and be-
cause of their failure even to mention certain other issues and concerns.
Yet they were satisfied that they had opened to further analysis and inquiry
important ways of aiding relcase of potential in teachers and, through
teachers, in pupils, and that they had identified several barriers to release
of potential. Primarily, however, they themselves had come to sce the great
significance of supervisors’ and administrators’ roles in performing an
eminently necessary task.




Conclusion/A Composite of Ideas
About Release of Potential

The Yearbook Committee

IN THE preceding chapters, we have advanced ideas about
telease of potential which, in some instances, may have become lost in the
structure of the chapters themselves. We wish, therefore, to reemphasize
several significant ideas in this concluding section of the volume.

First, we have made certain basic assumptions about the nature of
human potential and about its discovery and development. Potential is
frequently unpredictable, and it is literally almost limitless. Furthermore,
it is personal and individual; hence, the teacher who would release poten-
tial in his pupils must know them as individuals. Poten:‘al is also multi-
dimensional, appearing in multiple forms in the individual learner and
spreading widely into areas of human accomplishment which have been
examined but little. It can be discovered and developed by the classroom
teacher within the context of warm human relationships and desirable
teaching practices.

The Committee responsible for this volume has recognized that cer-
tain barriers to discovery and development of constructive potential exist in
elementary and secondary schools. Some of thesc barriers are as age-old as
disinterest and unconcern. Others arise in our current culture and the pres-
ent educational milieu. A few of the barriers are particularly worthy of men-
tion. The first of these is the fact of alienation of the individual from oppor-
tunities to release his potential. Sometimes, as we have noted, alienation
originates in cultural deprivation or in segregation, a phenomenon which
comes in a variety of guises. Yet alienation is by no means limited to per-
sons of low socioeconomic status, for privileged children experience
alienation which is peculiarly their own. And the schools themselves have
much to do with alienating lecarners from opportunities which can be
provided by insightful, empathetic teachers, cooperative peers, and stimu-
lating materials and equipment.
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A consequence of alienation is development of an unfortunate, inade-
" quate or unreal self-image. The learner’s self-image can, however, be
focused and appropriately magnified through the process of interacting
with teachers who desire to help him develop potential. To be at his best
in this respect, the teacher must achieve openness in his relationship with
pupils. At present, one of the major barriers to release of potential is the
tendency of many teachers to remain closed in their interaction with
learners.

The precious human material with which the schools deal requires, in
our day, a launching platform of values and goals from which discovery
and development of potential may proceed. Because of growing cultural
pluralism and of personal factors which in turn relate to social forces,
pupils in American schools readily lose their way, follow paths of con-
formity, or find themselves unable to visualize the bright future they de-
serve. Because of the needs of these pupils and the great waste of potential
which unquestionably occurs at any time or place, the committee has sought
to propose several promising ways of releasing potential through teaching.

These promising ways include:

Observing and listening to learners with increased care and concern

Becoming more sensitive to clues which indicate how teachers can help

Achievjng openness in pupil-teacher relationships, to permit improved
response and interaction

Helping learners toward the objective of personal relevance and, as
practiced by supervisors and administrators, helping teachers to the twin
objectives of personal and professional relevance

Recognizing and accepting different ways of responding, according to
learners’ individualized styles and needs

Stimulating creation and re-creation of a self-image that encourages
further development

Taking directly into account the presence of such barriers as alienation,
cultural pluralism, and unconscionable pressures

Questioning, probing and responding in ways that lead learners to
assume responsibility

Standing aside judiciously to let the learner discover and exercise his
own resources

Shifting one’s vantage point for vicwing learners in action
Placing learners in varying roles

Making development of the learner the chief goal in teaching subject
matter

\
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Achieving free affective response and seeing its relevance to intellectua!
development

Helping learners find order, pattern and meaning in phenomena

Establishing a school environment that encourages teachers to be em-
pathetic and helpful to learners and to each other

Achieving frec and constructive communication with learners

Respecting experimentation and supporting experimenters in both
their failures and their successes

Helping learners sense the living dynamic of man’s creations, as
revealed by history and the current scene

Clearing the way, by whatever means, for stretching learners’ minds
and abilities in creative, self-fufilling endeavor.

The Yearbook Committee hopes that it has suggested several lines of
inquiry concerning procedures by which the schools can aid discovery and
development of constructive potential in learners. An area of concern which
is both so little explored and so needful of exploration must and should be
left open-ended. Further consideration of choices and problems in releasing
such potential through teaching is essential to the realization of America’s
future. The committee urges American teachers to undertake this important
task. '
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Appendix

Some Recent Inquiry Concerning the Theme

INQUIRY concerning discovery and development of human
potential is increasing. Much of this inquiry is being conducted by psy- .
chologists who are interested in cognitive learning, in learning by dis-
covery, in the disadvantaged child and the learning process, in strategies of
learning, in characteristics of successful school achievers, and in a variety
of other fundamental matters.

The Center for Cognitive Studies at Harvard University, The Learn-
ing Laboratory and Research Center at the University of Wisconsin, and
the Institute for Developmental Studies of the New York Medical College
are but three of the organizations now investigating problems which affect
discovery and development of potential. In addition, research projects of
the Cooperative Research Program are being conducted by individuals and
teams under auspices of the United States Office of Education. Many of
these projects bear directly upon testing, instruction, and guidance of pupils
who are considered to have special need for release of potential.

Occasionally one encounters in the literature and in private descrip-
tions of experiments in teaching examples of curriculum content and teach-
ing procedures which appear to be useful in freeing learners’ potential. A
few of these examples follow. The examples were chosen because of theit
presumed special interest for classroom teachers who are concerned with
ways of individualizing instruction.

Developmg the Gifts of Young Children
in Various Areas of Mental Ability

Frederick B. Davis and his associates have devised tests of mental
abilities to supplement the Stanford-Binet Test in testing children between
the ages of about four years, three months and five years, three months who
are candidates for admission to the Hunter College Elementary School, New




York City.! The tests include measures of five basic competencies: space
conceptualization, vocabulary, number ability, reasoning, and scientific
knowledge. They are unspeeded power tests that include a variety of activi-
ties of interest to young children.

Scores resulting from administration of the five tests and the operating
requirements of the Hunter College Elementary School were "sed as criteria
for organizing an experimental first grade class of 30 children. The c)ass
included six children with the highest scores in each of the five areas of
mental ability.

A control class of 30 children was selected on the basis of high intelli-
gence quotients as determined by the Stanford-Binet Test. At the time of
their admission to school, members of the control class and the experimental -
class had attained ages ranging from four years, eleven months to five years,
eleven months.

Two investigators, Maybury and Lesser,> developed a teaching pro-
gram for the experimental class. This program was designed to supplement
the regular program for gifted children by placing special emphasis on each
of the five areas of mental abilit: . The investigators hypothesized that special
programs would increase participation and productivity in these areas, and
that children gifted in an area would receive special benefit from instruction
in that area. The school’s daily' program required a three-hour morning
session for the whole class, followed by lunch and an hour’s work on a
different assignment each week. For the experimental group, the hour was
dedicated to the special programs.

Special programs introduced much cantent not usually taught in the
school. Activities in the special area included making maps and diagrams,
laying out city plans, discussing subway and street maps, examining and
preparing scale drawings, and drawing simple objects in perspective. Chil-
dren tried finding the vantage points from which perspective drawings were
prepared, estimating lengths and directions, building three-dimensional de-
signs, and doing Japanese paper-folding.

In the verbal area the children wrote poetry, discussed words and the
development of stories, and practiced communicating ideas. They compared
differing languages, engaged in creative storytelling, and discussed literary
criticism and word construction.

! Frederick B. Davis, Gerald S. Lesser, Elizabeth G. French, ¢t al. “laentification
and Classroom Behavior of Gifted Elementary School Children,” in The Gifted Stu-
dent, OE-35016. Monograph No. 2, Cooperative Research Monographs, United States
Office of Education, p. 19-32.

! Margaret W. Maybury is a teacher in the Hunter College Elementary School,
and Gerald S. Lesser, now at Harvard University in charge of the Laboratory of
Human Development, is a former Associate Professor assigned to the Educational
Clinic, Hunter College.
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The numerical area involved making the children familiar with geo-
metric figures, fractions, averages, numbers needed to balance groups,
Roman numerals, using money, telling time, and experimenting with the
abacus. Other content included sequence of numbers, measures of central
tendency, principles used in comparing groups, the value of zero, and the
uses of tens and hundreds columns.

Lessons in reasoning emphasized verbal and pictorial analogies and
similarities, the uses of symbols to express ideas, interpretation of pictures,
representation of abstractions, and discussion of extrapolation.

Finally, the science area dealt with demonstrations and experiments
relative to the naturc of air, air pressure, and air currents. Some of the
experiments were advanced enough to be mastered by only part of the
group. The pupil expericnces listed in the preceding paragraphs are only
representative of the many opportunities which were included in each of
the areas.

To determine effects of the teaching programs, the investigators made
two separate comparisons of children’s classroom behavior. The first com-
parison noted the progress made by the different mental ability groups in
the experimental class; thus the first comparison answered the question,
"Did the selection tests identify children who would benefit especially from
the specialized teaching programs?” The second comparison was an experi-
mental vs. control comparison in which the new methods of selection and
instruction were pitted against more traditional methods.

To compare the effect of the special program in one area on
children gifted in that area with its effect on children gifted in other
areas, the investigators divided the school year into quarters, with
each group receiving instruction in its area for half the afternoon
period daily. During the other half of the afternoon period, each group
worked in a different area each quarter. Every child had, therefore, four
times as much help in his specialty as other children who were not in his
group, and every child had an equal amount of exposure to his non-special-
ties. Sources of the data used in making comparisons included speciaily-
prepared achicvement tests, the Science Research Associates Primary
Mental Abilities Test, and classroom observations which were conducted
seven hours weekly.

Having hypothesized that the special teaching program in an arca
would result in greater learning among children found to be gifted in that
area than among other children in the experimental class, the investigators
found that children gifted in four of the five arcas gained more than the
average of their class as a consequence of special instruction. The cxcep-
tion was children gifted in science. Actually, both the “space children”
and the *'science children” gaincd more than the average of the cxperimental
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class from instruction concerning space. Both the “number children” and
the “space children” proved to be better than the average in numerical
ability, and both the “'reasoning children” and the “science children” ex-
celled in activities involving reasoning. The children with strong verbal
aptitude were alone in exceeding the records of other pupils in verbal activi-
ties, while children gifted in science did not make better-than-average gains
in science activities.

The seven-hour-a-week classroom observations revealed the number
of correct responses' made by the children in each area of specialty, the
number of “major responses,” the number of volunteered versus called-on
responses, and the number of responses made in terms of one's specialty
though the current discussion was in another specialty. All the groups
except the one in reasoning responded more often in their areas than might
have been expected by chance, and the children often mentioned their own
specialties even when the situation did not warrant such mention.

Informal subject observation of the groups showed that:

The spatial group was unusually exubcrant and kinetic.
The numerical group was somber, dedicated and serious.

Other behavioral differences among the groups were noted. Frequently
they seemed to sce the same project differcntly. For instance, for Valentine's
Day the spatial group built a three-dimensional pop-up valentine, and the
verbal group wrote a poem to celebrate the day. On another occasion, when
the teacher read the poem Autumn Leaves, by Robert Louis Stevenson, the
verbal group composcd its own poem and the science group discussed
mulch.

Interesting incidents occurred as a consequence of the children’s school
experiences. For example, the following conversation between two five-year-
olds was overheard in a school corridor:

“Now let's see. If A is greater than B, and B is greater than C, then
A must be greater than C.”

“Yes, that's right. But how about this? If A is greater than B, and if
A is greater than C, then you can't tell which is greater, B or C.”

When results achicved by administering the Stanford-Binet Test to
the experimental and control groups were compared, the experimental
class’s mean scorc was 132 and the control class's mean score was 153.
The difference may possibly be attributed less to difference in mental ability
than to the fact that parents and psychometrists knew the scores of the
control group would be used as a criterion for admission to the school,
whereas members of the experimental group were admitted according to
other criteria. At any rate, the experimental group did as well as or better
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-than the control group on u series of achievement measures used at the end
of the school year.*

The investigators felt that they had discovered some initial answers to
their questions concerning participation, productivity, and the benefits to
be derived from special instruction for pupils of particular abilities.

Training Children To Inquire

At the University of lilinois, motion pictures and question-and-answer
procedures have been used by J. Richard Suchman and his aides in teaching
clementary school children strategies of scientific inquiry. Brief films of
physics demonstrations suggest questions of cause and effect. The children
then ask their teacher questions which can be answered “yes” or “no” to
help them assemble data nccessary for making hypotheses of cause and
effect. The teacher’s purpose is to verify observations, not to give away
answers. For instance, a demonstration involving usc of a heated brass ball
and a brass ring has resulted in the following dialogue: :

Pupil: Were the ball and ring at room temperature to begin with?

Teacher: Ycs.

Pupil: And the ball would go through the ring at first?

Teacher: Yes. _

Pupil: After the ball was held over the fire it did not go through the
ring. Right?

Teacher: Yecs.

* Pupil: If the ring had been heated instead of the ball, would the results
have been the same?

Teacher: No.

Pupil: 1f both had been heated, would the ball have gone through
then?

Teacher: That all depends. '

Pupil: If they had both been heated to the same temperature, would
the ball have gone through?

Teacher: Yes.

Pupil: Would the ball be the same size after it was heated as it was
before?

Teacher: No.

Pupil: Could the same experiment have been done if the ball and ring
werc made out of some other metal?

Teacher: Yes. '

The children are taught to use a three-stage plan in developing logical,

*Davis et al., op. cit.
*J. R. Suchman. “Inquiry Training in the Elementary School." The Science
Teacher 27: 42-47; 1960.
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systematic approaches. First, they are asked to identify, verify, and measure
the parameters of a given problem. In this process, they identify objects,
observe the properties of these objects, note the conditions or states of the
objects, and discover changes in the conditions. Second, they determine the
relevance of particular conditions in producing the events of a scientific
episode, for all conditions are not relevant. Third, they formulate and test
theoretical constructs that show relationships among the variables of the
observed physical event. This action calls for flexibility and imagination
in asking questions.

Training sessions of an hour or less are held at intervals of several
days. A silent motion picturc of a physics demonstration is shown. This
picture raises questions about cause and effect, and the children begin
immediately to ask probing questions which are to be answered ‘‘yes” or
“no.” “Yes” and “no” questions test hypotheses; therefore the teacher who
answers them is helping them to establish the tenability or untenability of
their hypotheses. During the frst stage, the children ask questions of verifi-
cation. During stages two . three, they ask questions of an experimental
nature, stating a set of conuitions and postulating a result. Here, the teach-
er’s answer tells whether the postulated result will or will not occur. If the
teacher cannot give an unequivocal answer, he says, “That all depends,” or
“Tell me more,” indicating that the child’s “experiment” has not been
sufficiently controlled. When children try to tap the teachcr’s understand-
ing, the teacher's response may bc, “What could you do to find out for
yourself?”

After the period of inquiry through questioning, a critical review of
the process is conducted by teachcr, pupils, and any observers who may be
present. From this review, the children are expected to learn improved
strategies of inquiry. The children apparently have little interest in improv-
ing their inquiry skills per se, but they are willing to improve them in the
context of understanding causc-and-cffect relationships. The children used
in the experiments have often been at sixth grade level.’

Conclusions Concerning the Demonstration
Guidance Project

In 1957, New York City’s Demonstration Guidance Project be-
gan at George Washington High School in Manhattan. A total of 365
pupils, 54 percent of them Negro, 26 percent Puerto Rican, 18 percent
white, and 2 percent Oriental, entered the project from Junior High School
43, where pupils with good records of scholastic achievement had been

* From information provided by J. R. Suchman. Director, Studies in Inquiry
Training, University of llinois, Urbana, Illinois.
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selected. The success of the project has nc caused it to be continued under
the better-known title “Higher Horizons Project.”

The Demonstration Guidance Project itself, which concluded in June,
1962, had the following characteristics:

1. It was an attempt at cultural enrichment and special counseling.
2. It provided for an additional annual expenditure of $250 a pupil,

3. It offered pupils a college preparatory program which was sometimes set
aside in favor of a general program.

4. It maintained smaller-than-usual class size: in language and mathematics,
from 10 to 15 pupils; in science and the social studies, about 25 pupils.

5. It programed each pupil for a double period in English daily.

6. It permitted cultural mixing by allowing pupils from another neighbor-
hood to enter the project's classes other than those in language and mathematics.

7. It sponsored cultural activities including visits to museums, libraries,
colleges, industrial plants, concerts, and theaters, as well as a culminating trip
to Washington, D.C.

8. It included among its guidance services individual counseling, clinical
services, group guidance activities, and placement in colleges and jobs.*

Evaluation of the project was achieved by measuring scholastic
achievement, studying admissions to colleges, and gauging the opinions of
pupils and teachers about the project. According to evaluation data sup-
plied by the high school,

+ - - two and a half times as many [pupils] earned academic diplomas com-
pared to the past; more than three and one-half times as many went on to higher
education. Of the academic graduates, 89% continued on to higher institutions;
of those who finished with general diplomas, 43% continued. In each graduat-
ing class, project students took highest honors and finished at the top of classes
eight to nine hundred in size—something their predecessors were not able to
achieve. Some 40% of the students who earned academic diplomas did so
despite the handicap of coming from broken homes. And finally, only 22% of
the project students dropped out—a rate well below that of the school and one-
third lower than that of the rest of the city.

There were many results not to be measured statistically; we saw these boys
and girls at theatre, concert and the ballet on their own; we saw them reading
the best literature. We thought we could see important differences in the per-
sonalities of many of these young people; there was a poise, a maturity and a
sense of self-worth; many had a new image of themselves and a much greater
certainty that they could make their own futures.’

*Henry C. Hillson and Florence C. Myers. The Demonstration Guidance Project
1957-1962. New York: George Washington High School, May 1963.

T1bid., p. 27.
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The 1964 Yearbook Committee
and Special Contributors

The Commitiee

Ronald C. Doll, Chairman
Professor of Education, Hunter College of the City University of
New York, New York

Louise Aberncthy
Professor of Education, State University College of Education,
Cortland, New York

Althea Peery
Director of Elementary Education, Cincinnati Public Schools, Cin-
cinnati, Ohio

Robert F. De Haan
Chairman, Department of Psychology, Hope College, Holland,
Michigan

James B. Macdonald
Director of School Experimentation and Research, School of Educa-
tion, University of Wisconsin, Milwaukee; now Professor of Education,
Usiversity of Wisconsin, Madison

Richard L. Matteson
Staff Member, Institute for Child Study, Umversnty of Maryland,
College Park, Maryland

Mable O. Melby
Consultant in Curriculum, Minneapolis Public Schools, Minneapolis,
Minnesota

Frances Minor
Assistant Professor of Education, New York University, New York,
New York

Franklin P. Morley
Coordinator of Instruction, School District of the City of LaDue,
St. Louis, Missouri
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Walter 1. Murray
Associate Professor of Education, Brooklyn College of the City Uni-
" versity of New York, Brooklyn, New York
Edith Roach Snyder
Pri wcipal, Webster School, Pontiac Public Schools, Pontiac, Michigan
Jeff West

Director, Curriculum and Instructional Services, Dade County Public
Schools, Miami, Florida

Special Contributors

Gerald A. Baughman
Principal, Hilltop Elementary School, School District of the City of
LaDwe, St. Louis, Missouri
Carl C. Salsbury
Principal, Millburn High School, Millburn, New Jersey
Frank B. Stover
Superintendent of Schools, Bloomfield, New Jersey
Laura Zirbes

Emeritus Professor of Education, The Ohio State University, Colum-
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ASCD Board of Directors

(As of November 1, 1963)

Executive Committee, 1963-64

President, Kimball Wiles, Prof. of Ed., Univ. of Fla., Gainesville

President-Elect, Harold Drummond, Chair., Dept. of Elem. Ed., Univ. of New
Mexico, Albuquerque.

Vice-Fresident, Chester Babcock, Asst. Supt., St. Dept. of Pub. Instr., Olympia,
Wash.

George W. Denemark, Dean, Sch. of Ed., Univ. of Wisconsin-Milwaukee

* Alexander Frazier, Dir., Center for Sch. Experimentation, The Ohio St. Univ.,
Columbus

Arthur J. Lewis, Prof. of Ed., Tchrs. Coll., Columbia Univ., New York, N. Y.

Gertrude M. Lewis, Specialist for Upper Grades, U. S. Office of Education,
Washington, D. C.

Members Elected ot Large

Harry Bard, Baltimore Jutior Coll.,, Md. (1964); Melvin W. Barnes, Pub.
Schs., Portland, Oreg. (1967); Althea Beery, Pub. Schs., Cincinnati, Ohio
(1964); Frances Blake, Pub. Schs., St. Louis Pk., Minn. (1965); Arthur W.
Combs, Univ. of Fla., Gainesville (1967); Muriel Crosby, Pub. Schs., Wilming-
ton, Del. (1967); Harold D. Drummond, Univ. of New Mex., Albuquerque
(1966); Robert S. Fox, Univ. of Mich., Ann Arbor (1967); Alexander Frazier,
The Ohio St. Univ., Columbus (1965); Anne Gustafson, Pub. Schs., Rockford,
Ill. (1967); Geneva R. Hanna, Univ. of Texas, Austin (1965); C. Glen Hass,
Univ. of Fla., Gainesville (1964); Howardine G. Hoffman, County Schs., Los
Angeles, Calif. (1964); Marie Hugiies, Univ. of Ariz., Tucson (1966}; Dorris
May Lee, Portland State Coll., Oreg. (1965); Claudia B. Pitts, Pub. Schs,,
Arlington, Va. (1966); Chandos Reid, Waterford Township Schs., Pontiac,
Mich. (1966); Rodney Tillman, Public Schs., Minneapolis, Minn. (1965);
Walter B. Waetjen, Univ. of Md., College Park (1966); Fred Wilhe!ms, NASSP,
NEA, Washington, D. C. (1964).

State Representatives to the Board

Alabama—Robert Bills, Univ. of Ala., University; Robert H. Hatch, Ala.
St. Tchrs. Assoc., Montgomery; Yewell Thompson, Univ. of Ala., University.
Arizona—James J. Jelinek, Ariz. St. Univ., Tempe; Arden Staples, Pub. Schs.,
Phoenix. Arkansas—Hazel Dabney, Pub. Schs., Pine Bluff; Wallace Floyd, Pub.

17




Schs., Fort Smith. California—Barbara Hartsig, Orange Co. St. Coll., Fullerton;
Helen Heffernan, St. Dept. of Ed., Sacramento; Mary B. Lane, San Francisco
'St. Coll,, San Francisco; Mary H. Mitchell, Pub. Schs., Palm Springs; Sybil K.
Richardson, San Fernando Valley St. Coll, Northridge; Joe Severns, Los
Angeles Co, Schs., Los Angeles. Florida—Lucy Every, Pub. Schs., Daytona
Beach; Pauline Hilliard, Univ. of Fla., Gainesville; Charles Partin, Pub. Schs.,
Pensacola; Glenn G. Thomas, Univ. of Miami, Coral Gables. Georgia—Johnnye
V. Cox, Univ. of Gi., Athens; John Lounsbury, Georgia St. Coll. for Women,
Milledgeville; Anna Belle Tabor, Pub. Schs., Cordele. Hawaii—Billie Hollings-
head, Church Coll. of Hawaii, Laie, Oahu; Teruo lIhara, Univ. of Hawaii,
Honolulu. /daho—Doyle Lowder, Pub. Schs., Rupert; William G. Ward, Pub.
Schs., Preston. /llinois—Gene Ackerman, Pub. Schs., Wheaton; Raymond Fox,
Northern Ill. Univ., De Kalb; Cecilia Lauby, Ill. St. Normal Univ., Normal;
Mildred Menard, Kankakee Co. Pub. Schs., Kankakee; Urey Robertson, Pub,
Schs., Evergreen Pk.; J. Harlan Shores, Univ. of Ill., Urbana. Indiana—Mau-
rice J. Eash, Ball St. Tchrs. Coll., Muncie: Lavelle Fortenberry, Ind. Univ.,
Gary Center, Gary; Victor B, Lawhead, Ball St. Tchrs. Coll., Muncie. lowa—
- Mildred Middleton, Pub. Schs., Cedar Rapids; John A. Montgomery, Pub.
Schs., Des Moines. Kansas—Sylvia Nelson, Pub. Schs., Topeka; Robert W,
Ridgway, Univ. of Kansas, Lawrence; M. L. Winters, Washington Dist. Schs.,
Bethel. Kentucky—Grace Champion, Pub. Schs., Louisville; Alice C. Harned,
Bullitt Co. Schs., Shepherdsville; Ruby G. Northcui;, Pub. Schs., Ashland.
Louisiana~—John Greene, East Baton Rouge Parish Sch. Bd., Baton Rouge;
Gaither McConnell, Newcomb Coll., New Orleans. Maryland—Genevieve Heag-
ney, Md. St Tchrs. Coll., Towson; G. Alfred Helwig, Baltimore Co. Bd. of Ed.,
Towson; Carey Lacey, Pub. Schs., Chestertown; Fred G. Usilton, Caroline Co.
Bd. of Ed., Denton. Michigan—Charles blackman, Mich. St. Univ., E. Lansing;
Delmo Della-Dora, Wayne Co. Bd. of Ed., Detroit: Robert Kingsley, Pub. Schs.,
Midland: J. W. Menge, Wayne St. Univ., Detroit; Chandos Reid, Waterford
Township Schs., Pontiac: Leroy Selmeier, Pub. Schs., Grosse Pointe. Minnesota
—Albert E. Edstrom, Pub. Schs., Hopkins; Eino Kiskinen, Pub. Schs., Excelsior;
Bernard A. Larson, Pub. Schs., Bloomington. Missouri—J. E. Morris, Pub. Schs.,
Ferguson; Raymond A. Roberts, St. Dept. of Ed., Jefferson City; Robert Shaw,
Pub. Schs., Columbia. Montana—Arnold Erickson, Pub. Schs.. Helena; Milford
Franks, Mont. St. Coll., Bozeman. Nebraska—Robert Ackerman, Univ. of
Omaha, Omaha; Niels Wodder, Pub. Schs., Omaha. Nevada—Monty Boland,
Pub. Schs., Henderson; James T. Williams, Clark Co. Sch. Dist., Las Vegas.
New Jersey—Elizabeth Dilks, Retired Helping Tchr., Cape May Courthouse;
Robert S. Fleming, St. Dept. of Ed., Trenton; Carl Hassell, Pub. Schs., Moores-
town; Robert W. Ward, St. Dept. of Ed.. Trenton. New York—Mark M. Atkin-
son, Harborfields Central Sch. Dist., No. 6, Huntington: Gerald A. Cleveland,
Bd. of Ed., Syracuse; Joseph Leese, St. Coll. for Tchrs., Albany; O. Ward Sat-
terlee, St. Univ. Coll., Potsdam: Jacob H. Shack, Pub. Schs.. Brooklyn; Charles
M. Shapp, Pub. Schs., New York City. North Carolina—Gladys Britt, Pub,
Schs., Fairmont; Jennic Creasman, Pub. Schs.. Asheville; Martha Johnston,
Pub. Schs., Charlotte; Madeline Tripp. St. Dept. of Pub. Instr., Raleigh. Ohio—
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Howard Brown, Pub. Schs., Springfield; George E. Dickson, Univ..of Toledo,
Toledo; Ruby G. Kephart, Allen Co. Schs., Lima; Martha L. King, Ohio St.
Univ., Columbus; Lorrene L. Ort, Bowling Green St. Univ., Bowling Green;
Hilda Stocker, Cuyahoga Co. Schs., Cleveland. Oklahoma—Helen M. Jones,
Oklahoma St. Univ., Stillwater; Idella Lohmann, Oklahoma St. Univ., Still-
water. Oregon—Kittie May Crockett, Univ. of Portland, Portland; George Hen-
derson, Pub. Schs., Lebanon; George Martin, Pub. Schs., Salem; Marjorie W.
Priger, Ed. Con:. for D. C. Heath & Co., Grants Pass; Helen E. Schaper, Pub.
Schs., Portland. Pennsylvania—Irving T. Chatterton, Bradford Co. Schs., To-
wanda; Margaret McFeaters, Slippery Rock St. Coll., Slippery Rock; Gerald
M. Newton, Beaver Co. Pub. Schs., Beaver; Wj]liam W. Oswalt, Lehigh Co. Pub.
Schs., Allentown. Puerto Rico—Luz Santos de Davila, Univ. of Puert¢ Rico,
Rio Piedras; Awilda Aponte de Saldana, Univ. of Puerto Rico, Rio Piedras.
South Carolina—May W. O. Brunson, Pub. Schs., Orangeburg; Eleanor Bull,
Richland Co. Sch. Dist., No. 2, Columbia. Tennessee—E. B. Eller, St. Dept. of
Ed., Nashville; Sam H. Johnson, Memphis St. Univ., Memphis. Texas—Alma
M. Freeland, Univ. of Texas, Austin; V. J. Kennedy, Texas Ed. Agency, Austin;
Gladys Polk, Brazosport Schs., Freeport; Bernice Railsback, Pub. Schs., Level-
land; Margaret Wasson, Highland Pk. ISD, Dallas. Utah—Norma Jensen, Box
Elder Sch. Dist., Brigham City; James O. Morton, Bd. of Ed., Salt Lake City.
Virginia—Sue F. Ayres, Charles City & New Kent Co. Schs., Providence Forge;
Virginia Benson, Fairfax Co. Pub. Schs., Fairfax; Anne Davis Burke, Pub. Schs.,
Richmond; Hortense R. Wells, Pub. Schs., Norfolk. Washington—John Amend,
Pacific Lutheran Univ., Tacoma; Donald Hair, Pub. Schs., Spokane; Clifford M.
Johnson, Highline Pub. Schs., Seattle; Arthur Lind, Pub, Schs., Richland. West
Virginia—Mary Catherine Abbott, Pub. Schs., Beckley; Pearl Neville, Pub.
Schs., Wellsburg, Wisconsin—Eugene Balts, Pub. Schs., Oshkosh; Elsie M.
Chell, Pub. Schs., Waukesha; Fred Overman, Dept. of Pub. Instr., Madison;
Clyde Yeazel, Pub. Schs., Peshtigo. Dakota (North Dakota, South Dakota)—
Alice Gilbert, Pub. Schs., Huron, S. Dak.; Eldon Gran, Douglas School System,
Ellsworth AFB, S. Dak. New England (Connecticut, Maine, Massachusetts,
New Hampshire, Rhode Island, Vermont)—Priscilla Ferguson, Pub. Schs., Cape
Elizabeth, Maine; Cathryn R. Hoctor, Pub. Schs., Westbrook, Conn.; Raymond
W. Houghton, Rhode Island Coll., Providence, R. I.; Ruth Johnson, Pub. Schs.,
Portland, Maine; Ann C. Peters, Keene Tchrs. Coll., Keene, N. H. Rocky Moun-
tain Tri-State (Colorado, New Mexico, Wyoming)—Ellen Hartnett Digneo,
St. Dept. of Ed., Santa Fee, N. Mex.; Verda James, Pub. Schs., Casper, Wyo.;

Fred Nelson, Pub. Schs., Albuquerque, N. Mex.; Philip Perdew, Univ. of
Denver, Denver, Colo.
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ASCD Headquarters Staff

(1201 Sixteenth Street, N. W., Washington, D. C. 20036)

Executive Secretary, Margaret Gill
Associate Secretary; Editor, ASCD Publications, Robert R. Leeper
Administrative Assistant, Virginia Berthy

Staft Assistants, Sarah Arlington, Betty Lou Atkins, Susan Atkinson, Fraroes
Canter, Ruth P. Ely, Ruby Funkhouser, Delia Hurrell, Harriet Kaufman,
Priscilla Manriquez. Frances Mindel, Louise Poling, Carole Prusinowski,

Josephine Sweeney
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