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EPUCATION [NSTREAMING SPECIAL NEEDS‘FHILD N- INTO OPBN SETTINGS ’
MENT HAS SEEN REPRO-

DULED EXACTLY AS IEC‘ErIl\‘I:‘DO:'IG%

P O s

SARIL -

e e . N — e — e ————— e -

o ﬁl?cll
igff*“""‘"’ZH&”“EE'IE”SE&*hew movements, ‘ﬁiﬂ}“zr looxlng toward 1t'as'3' ]
=t , ) . R . ) ’ .
— panecea for our system of education. Despite the fact that there is
e, little hard data regarding the,bene@;ts and worth of this approach, 3
" many schools and teachers are-attempting to open up their classrooms. .
N 7aAt the same time, special education is also moving towards a
s ° .
¢ , ‘ , . .
new approach to educating those children with special needs. This!: j
) movement is "toward mainstreaming -- putting the child hlth spec1a1 ‘ ]
' /_ : 1.
o needs 1nto regular classes wherever this will most beneflt the ; j
3 ch11d. Whlle'reseqrch (Dunniy 1968; Goldstein, }oss, § Jordan, 3
) ‘s fe }
1965; Hoelke, 1966 Johnson, G., 1962; Johnson, J., 1969; Mil |
‘ Schoenfelder, 1969; Nelson §.Schmidt, 1971' Sealnback & Stalnbacﬁ %
t, . 1975) has questloned the efflcacy of spec1a1 classes,-lt is stlll '“‘ﬁ
) <~ too soon to have data on the benefits of malnstreamlng spec1al y
s‘.‘ ) : . . .‘, \ ) ’
SR .need§'children}-; Lo . . .. s j
< gpﬂThis paper is not'an attempt to prove elther open educatlon
{ . or mainstreéming is "better" than ¥ has occured in the pact.v
. . - - 5 ‘
ThlS wr1ter is aware that there is never a "rlgh‘“ or “bes I way
AN ~ - I o
. SB . to educa.e ehlldren. Instead, it is necessary to,look it each .
: % . - ‘/ \‘\-.\‘
: vy ch11d as an individual, discover how s/he learns best, and then .
o . 7 . e - - ‘ . ) )
;L;:; ) 4determ1ne an approprlate organlhatlonal aliernatlve for thls learn-
I:.\m - : N g. ; A ’ N -
;ﬂ.lehvf 1ngﬁfo‘occur.h_What thrs\geper will show is that the current ) T3
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Fltchburg, Massachusetts “where she teaches undergraduate teacher
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preparation courses, She received her master's degree in ¢ ecial,i'.

. . LA . ~

: .- , . Nels L o

Education from Boston University and is enrolled in a doctoral E B
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pr?gram in Special Education:at Boston College. She taught
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moves towards more "open" education and towards mainstreaming special
EN . ! / ! ’ ’ ) -
education populations are compatible,

» N PN 3 I o o VN L —
Phitosophy—ofHBpen—Education -

~.for the atmosphére‘pf

.

)

i

+

: - " -
in terms, of.its basic philosdpgy, its organization, the physical

’ ‘ - ' L . . .
enﬁiroﬁment, and the role of tb? teacher within an opeén classtoom.

- ¢

/

‘ Much of what has been written regarding open education has

been "anecdotal and descriptive,.paintigg for the reader a picture

. i .
of what is happening to the child, to the teacher, dnd to the cur-

riculum." ‘IQ?rth’ 1972, p. 7) This descriptive literature cer-°
. ' i :
tainly is important and valuable, for it gives the reader a feeling

¢ )

an open classroom, but it.in no way offers

an answer to_the real question: Wi}l open educatio allow for the

-

' . <.
optimumjindividualization necessary for mainstreaming children

*.

| . ) :
with special needs? In fact, this descriptive kind of writing \
) ‘ n p

allows Leachers and administrators -to imitate certain components
i '] . .

of what they repd]without any_real undefsfanding'of the underlying .
T, N . e A

philosophy and structure of opéﬁ education. However, this -is pre-

. {‘ . ’ ;" .o h
cisely whdt we need to know befbre placing a child with special
needs into an open classrbom.ugThis paper will look at open education

‘, - »

£l . :
Open education is_a somewhat eclectic approach to education. -

. ’
~ s

it is steeégd‘in the progressive movement, which questioned the

[ovetind

S - ‘ R . -
inflexibitity-of the schools' ‘organizational structure and sotught
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r ) ‘W
more discovery, creativity, and humanism'in Jucétionil\,open e
- - . . '( ° - . .

education also makes use of'Piggeth thipking. In fact two goals

— o — _—

T T G

""’j“qf‘ovgn“edqution‘fiﬁdtheir“basiS"inPigget:'“To~fostér a respect

= nd appreciation for the unigueness aﬂ&’ﬁ%?ﬁg%}iﬁity of éach ¢hild"

-

(Pope, 1971, p. 23) and to produce mén and women "who will .do. new .
. " . . ‘ , i ’\/ ,
' things, not just what the prqvigus generation has done." CPdpe,\\\\\~

1971, p. 23) ,To accomplish thesé goals, open education combines

three approaches ~‘teacheq—gentered, child-centered and materials-
centered, (Walberg §&-Thomas, 1971, p. 4) -Thus we see th%t open

. education "does not adhere striétly to any single’dogma.” (Spodék,

1972, p. 33

» P. 33) v .

) fe 2
In fact, open education '"is a way of-thinking about children,
. » OP y g 1 {

about learning, and about knowledge." (Barth,'1952, p. 55) Barth,

-1

Sl e

ﬁ1972; p. 18-47) seems to have the most complete listing of assumptions:

{ which underlie this way of thinking: (.

ASSUMPTIONS ABOUT CHILDREN'§ LEARMING /

\ . - -4 -
. MOTIVATION .
. -_— Fd N ' ,
% N 14 . ’
ASSUMPTION 1: Children are innately curious and will explore
S ‘

i

I T P T T T T T

. T, .
4 without.adult interventilon. Vs
H T y

‘ASSUMPTION 2: Eiploratéry'ﬁehavior is self-perpetuating.

P L TPy P

pL ] s | . =

: 1 - , . I £ ' % )
“For further reading see: Squire, J.R. ed. A New Look at Progressive
/ . Education. Washington, D.C.: Association for Supervision and

Curriculum Development, 1972.:
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GONDITIONS FOR LEARNING " . 'lA Ci %%3.” . o f’
- . ASSUMPTIQN 3 The child will d;splay natural exploratory ,‘x;;_
e e X Thehavior if he is not threatened, - T
X&QQMP+T9N4; Confidénce~iﬁ‘self is closely related'tb"",::_i;n

: ,  capacity for 1earni;g and for making import%nt i

. , choices affecting’oﬁe“s learninéé L -
: . ASSUMPTION 5: . Active exploraéion in a ;;chlqﬁvirénﬁént, d%fér-'__

9
ASSUMPTION 6:

'ASSUMPTION 7:

+*

’

ASSUMPTION 8:

ABSUMPTION 10:

own learning.

- the choice of questions they wish to pursue

" Given the opportunity,‘children will choose

ing a wide array of manipulative materials,
! >

facilitates children's léhrningu ‘
~ - LS

Play is not distinguished from work as the

, €

predominant mode of learning in‘eaflylchildhood.

- Children have Both the compefence and the rig‘t

to make significant decisions concerning their
. \

Children will be 1likely to léarn if théy are /
. L . :‘ . ) N
given. considerable choice .in the selection -of

-the materials they wish to workfwith and in -

with respect to those materials,

*

to engage.in activities which will be of high

°

.

1nterest to them. B - ? \" ]

vaa ch11d is fully 1nvolvéd in and hav1ng fun ]

L

thth an activity, lqarnlng i's "taking place.
. _ .

Y




. ' , { _ . ! ( \o D
_ SOCIAL LEARNING | ) ) ‘
AU ASSUMPTION 11:. When. two or-more'children are interested in ]
~ — ;. explorrﬁg the same’ problem OF the_same_maierlalé;_
_Z.‘ .mu_}N"'_' J 5 L they w11%»of?en~ehoose~tomcollaborate»1nfsome <.
i Tﬁf“, ,..f ' » way. | ‘
o e ; ' . . .
- SN : A%SUMPTION 12: When a‘child bsarns something which is impertent
o : :~ ) N . to him, he will wish to share it with others. : ,
‘ S i . o \\\ ‘
‘ " INTELLECTUAL DEVELOPMENT ) |
) | }ASSU&PTION léi_ éonceée fgrrafien proceeds:very'sfowly. /
) l\ ASSUMPTION 14: Ch&léren learnland Qevelop'intellectually at
. . i theix ewn"raye, ;hd\in their own style. . |
R " ASSUMPTION 15;"Chi1dren pass th?ogéﬁ similar stages of intel- . ;
- , L lectual élevellgﬁmenfc/-,each in his own way,
' ’ and at his,pﬁe rate and in his -own eiﬁe. . /‘1
"ASSUMPTION 16: Intellectual growth end developmenr takes
. .’i ;piace ?hrough a sequence of coZErete exper- 1
| ~¢“ giences‘fo}lowed by abstractions. :
~ASSUMPTION lﬂ: ‘;erbal absrrectiohs Should f Iow‘direct é
s ‘{ ““experience with objects and 1deas, not precede
- . ? them or substltute for thept. i
. I EVAi;UATIOiJ' 5 ’ﬁ W T e - J
AR P T |
. ASSUMPTIQQ 18§ The preferred source/ﬁf maﬂflcatlon for a '.¢
S S | :
.:*'X? '-/E | 7 e R
—EF C BT e

N . -,
.. . — . .
- EE I - . i m— T h
. ; . ) o , o/




ch11d's solutlon ‘to a problem comes through
/
¢/

fﬂﬁfkiﬁg with, ,: e ]

he materlals/ﬁ’

(Y

AQQUMPTTON 19

7 =

_Fr-mgr:g are ’n&(‘EQQAIJJAI a nart of iearnlnr i}

. T
, .

Sl Lo _d

e -~ . i ( ] K
Y ’ ' ‘ they‘confein information essen%ial'fo;'ﬁufﬁher ;
3 ' ' learﬁing. | ' :
ASSUMPTION 20: .Those qualities of a persongs learnlng wh1ch
S ‘ can be carqully measured are not necessarlly
. | | : ] the mgst inorten?. , , j /
'ASSUMPTIDN 21: Ob ectiy meaeureg of performance mey have
a' o ‘a negéflve effect on learnlng '

!

ASSUMPTION 22:

-

— 233 -
e 1 72. [~ 9. ]

Y e d ] maad W -de
_L"U v WTIJVUW& TIXE VY UIT \.,A_\.ps.;.;vu’

;

Evidence of learning is'best assessed in-

. )

tu1t1ve1y, by dlrect obs

!

P
N

ervatlon .

a‘:«

 ASSUMPTION 23: The best way of evaluatlng the éffect of the =

school experlence on a child is to observe
Ve ‘ A .
- Him over a Iong~5efiod"of time.
' ASSUMPTION 24: The best measure of a child's work is his work.
t ’ ) . , E . . ) )_. \ . - i ; ; ‘ -a-f‘.“‘ ‘
. ASSUMPTIONS,ABOUT KNOWLEDGE - - .

The quality of,beiﬁg is more important than
o B o,

ASSUMPTION 25:
the quality of-knowing;'knqwledge is a means,

of education, not its end. The final test

A " ,of an education is what a man-isj not what ,

he knows.. - - o .




v y
) - /“ " ) - ‘
, ; { /o Lo T
: : -/ 2 -
. “n i * N ‘g .
ASSUMPTION 26: Knowledge is & function ,of one's personal i
- ' S
, . . / I .
o e e ——-~ - .integration-of. experience .and. therefore does . _ |
= : not—fall neatly into separate categories: <
. — . ... Oof "discipiines . —— —
. ,‘\ ‘~‘ . . ’ ' » - - A
- ) * ASSUMPTION 27: The structure of knowledge is personal and- , g
' ’ 1dlosyn;rat1c, ‘and @ fUnctlon of the- synthg\
) of each individual's experience with the.
: ~ world. o ‘ ' T
3, & ’ i ;;' t
ASSUMPTION 28: There is no m1n1mum body of knowledge whlch
e . . is essential for everyone tofkhow. o ‘
K - “ R . 4 . °oF N * P
, ’ oy « v R ¢ . & . , M - . . - .
g ASSUMPTION%*29:. It is possible, even likely, that an individual
. % N ‘- .
- . ' %, N » . . '
' .may learn and possess knowledge of a phenomenon °

P 5“’ \ , . . ’ o -

' S . and yet,be unable to dispfhy it publicly. ,
e e e R A !
. = Knowledge ne51des Wlth the knower, not in its ‘

N K ) . ‘1 . . ‘ - ) > R
. Eublic»expression. ¥ o e— ' _ N
o ®  In summary, Wélberg’ﬁ Thomas, (1971, p. 10-11) note that:
‘,- N . o - . !
R These assumptlons include. falth in chlldren s RS
‘ w7 , ‘. e B
. o ;:.\ ) LT
™ innate cur1051ty, in thelr ablllty to sustaln >N
oL o exploxatory behavior aﬂd inAtheir capacity and .,
- : p , ,m . ®
' . . rlght4£o make 51gn1ficant dec151ons about thelr i, ’
E$ learning. " The assumptlons deflne de51reab1e :
- AR conditions for learning: ‘a warm and accepting G
- 5 '+ emotional atmosphere, ‘a _dependablé .and hohest L
- N o N . N N : - M . . N > ‘,{l . _;
:‘ ’ S \ . . 9 ‘ :‘i- e :’ . N I \':
o i . . r ; ¢ Vs . \{ C‘,:"::'; . .
(,, A R . RO ) =% ey
- « oY \u -~ ) ‘tt ,‘z‘. .
U mEm . PN . s i
«‘w. - Q‘:’k R o 1\_ ) e k" % /‘:} ~ « ; ;f‘_-, ‘_‘_‘_r: -l




L o . .
* . - A ¢
Lo ‘ ‘ L . F.
, . \\& ' .
[ ’ . . ; ‘ X, - — M .
‘ 4 . . R % s . )
. source of authority, explicit and peasgnaQ;e ) ]
d . . y . .- % .
R . rules~'and opportunlty—for direct . 1nterag£10n s
vy - m e e et g 2 e = oo e et U U
s T T ' S
: , with rich and diverse materials.,: On_the other —— —
- .
N ’ 3

measurenent by norms and conventional tests,.

-, the promotion Mf competition, and the use ‘ ‘o
. of threa£s<5r bargaining. . They réject dis- ' ‘ )
’ L4 RN N : . ° . , ¥ ! » .

#

tinctions between "subjects" or disciplines

. ’ S andlaetween work and play, and they see D
Vs . o, v
' ' knowledge as a personal synthe51s that cannot\ .
o - - -be "transmitted", E : Sl
! < . L] ! - /'~ TR ) . »
* ° ‘ ) ' * ’ " i
Comparigon -of Philosophies . ’ oo o '/§
. __ . In order td take a _qlpsg_rﬂlggk,. , ih,e,sgﬁ_é.sm.gmlptions in relation
‘. to speciai education, they have been categoriied into three groups:

open education's view of learning, the importance of individualizzt;dn'

aqd the process of decision making. These gro plngs are by, no

”” hi - 3
' 4 hIRES i
means dlstlnct b t are very much 1ntertW1ned and 1nterconnected X
. . « § © . A-* . ¢ oL ‘."V
"They are grouped merely for ease of dlSCUSSlOH' L - o
L4
' / "~ . +
In open educatlon,learﬁ}ng\is an active process and 1s this
i:’ e~ ’ /’, LI ) -, ~
! process, not 1ts results, that are 1mgortant ThlS 1s vastly ‘
- ‘~;«. y N . \ . B o ' N ¥
. dlfferent froms@radltl al educatlon,twhlch focuses on the ends,
+ , ..
¢ ) 1npt the means, and on what\is‘proddcei, not. on how it is producgd.
I - - % o . , NN | ‘
i .. ‘K% , - , .
- Ke . (’ N AN - -\. ¢ a . R
. \.L _l & - 14;
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(Pope, 1971, p.;25) The children's learning is described by'words

\ - e

ot . ¥ 1 N { . -

) .
,';j such as Ycreate”, "1nvent" "discover", and "explé%."———(Popeh-— o

— _A hfm,—p;ﬂjldul-ts_nhomem_anﬁop mmsmm rpre t

L4

«

"ss*aSW"play"Jand wonder why hey do'not_ see. “Zgztic B

- chi’ workiplg". - Open educatlon educatdrs.do not make a Tl

[ s -~

&’ - - N o

v i‘ 0 distinc ion becﬁEen,pla; and workg\ In fact, "p%ay rS'sgsn as a
/ o l'egi‘tiHiat‘e rhode of i’e'arr’lin‘ L ) (Spd "‘k, .197'2 g.';'z:;) '-\\ CL e
4 g,ﬂ o Learning is "expexlentlally based" K oblock 1973 »*P- 361) ;
§< . The "school: experlence goes beyond the\fopr walls, brlnglng‘t & world |

R ‘ 1nto'¢he Classroom #nd taklng the c1ass/out into the real worlé\?

- (Spodek 1972, «p. 34) Children learn from interactin

‘'with theﬁf

N . »

(Spodek 1972 P. 33) Therefore the r1cher and more st1‘

L

T UUthé énv1r0nment "the more léarﬁlng"tha; can occur. TNy T TN
: Since currleulum materlals are a éart of a’ classroom'
/. . 5 -7 :
env1ronment2 it is easy to see why such emphasls 1s placed on
L4 . \\ ‘ 3 .o v _\"-&-

these matorlals. The materlals in an open. classroom must speak

as - - N =
- -

out to tho‘chlldren, and spark ‘their 1nterest. The ”materials

S

\ )
. , .
used tend to ask’ somethlng of zhe learner..." €knoblock 1973,

~

. D 361)° Usually open ended mateflals’are preferred\as they en-

courage Cﬂlldrenss expresslo# ~which 1s a "source of learnlng

S

(Spodek 1)72, p. 34). 3"Out of expresslon grows understagdlng ,

. ‘.— C. . ) . £ “

. - and these act1v1t1es @re~g1ven pr1me importance in the classroomc..h

» 4P ) e d g x.:, - ’1 - :
N ,(Spodek, 1972, p. 35 “Children are.entoura ed to take, art\in"

RSSO . S e A ’ p b A e g , e

. > - . [+ } ‘:’\ 3 L : ‘ . ' i « ;
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arts 7§d cxafts, creatlve movcment creatlv‘i f matlcs, retelllng

&.a*m‘ ‘v‘. ,

R ’ A . L3 . .
experlentes and wrlilngmst0149-31ﬂ5¢nce it is "1mp0551b1e to- - .-,

—~—— -

—_— N e e A A R

’ﬁ—‘“€XPT¢SS‘1deas~uﬂfﬁout—expfesﬂtng~feellngs“—GSpodek~—1972f P %5),7~—7~4

it follows that_lniﬁﬁﬁﬁ&£l353£30m5rf‘f

haveda;legltlmaxev R

__.._..5,-,..-,. A T

-
)/ .
» .
H
-, i

,”‘/ —— g .
. N — Ny

v

ggdace..." (Spodek 1972 P. 35) "We should not overvalue the mind,

- *

/ We feel; Wegare concerned that the human sp1r1t sﬁould not be L

- }
lost, that the ldve of the bvautlful should be éncourag

) 4

\and that

the school should exgiess th1 "’ (Pope,”197l,- .

In comparing open educationf s ‘view of learning, with spegia}“
. J . 0 * ) f

s ,educatlon, one sees many ideas that are~£3mpat1ble. Special

! - “~
educatlon programsxare also oxperlentlally based and 1nvolve the “

. [ . .

chlldren in concrete act1v1t1 es. Both the Cognltlve and affectlve
domains are incorpordped into the children's learningsﬁin sChool, \ ’
o s ! “ . { . B . . N

.. ; ] ‘ . .
especially in.programs for Qnotionaily disturbed children. Special:

'
- L e,
s
. ,

educatlonratteApts to worL thh the total ch11d

& —_——

' “\\‘\ .
; Open educatlon places vah 1mpdrtance on i v1duallzat10n' 1t
/1 alize

. /« . ‘« - b ’o

. ’ Y a7
s o

|
|
i
: '15 based on«the teacher s re>geé\\f0r each £h11d's unlquend;;\and :; ‘;
. 1nd1v1dua11ty. The ba51s of open\educatlon is foqnded in the

'd%mocratlcgp%aexlces of "r e<"ect1ng and valulng the 1nd1V1dua£. :
rights of each pexson.” (knoblockb 1973 pJ §PO) ?he open classroom
‘focuses on the im d s/he}mdves in&o a gnall B

-

'or 1 nge group as it sults he \/her needs. Thls is qu1te dlfferent

v . v, é

UL

om the tkadlbldnal classroon whlcn starts wlth a large class T

N L &
BY Y .00
f . . M . P
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;

Lo
T
#
3




2

b
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Y

Cow

that may be divided 1nto smaller and smaller groups to the 31ze of

oy

|1 -
. one.~ - RO g S L IR ,iﬂwj
;}: . Aware’that "each Chlld 1éarns" dlfferently and has hlS own
) e S ) . K r - .
. ‘ '”\ schedule and strategy for learnlng " (as quoted in Knoblock. , <
’ ‘ - N [

]
1973 p.,360), open educators use thas awareness in settlng up

i
o,

their env1ronment dany dlfferent types ‘of materlals ire avallable g

A
. . Y {

for chlldren S use S0 that any single sklll or concept can be ’

y@‘ : . L . '
: learned‘by each ch11d thrdugh hls/her 1nterests and strengths.
. r ¥ . .
"A 51ag1e cducatlonal goal can be achieved. uslng many avenues,

— .
s

. o and % ch11d may move toward the'mastery of a slngle-cqncept from a

number of d1fferent paths at the sahe tlme." (Spodek, 1972, P-. 34)
o S Chlldren s 1e4rn1ng stfles are ver) auch taken into account when

. @ :
plannlng instructional materlals that will be ava11ab1e and when :

-

the teacher and ch11d sn;,d which xespurces andnmaterlals,mlll_nuuja__
2. . 1
most effectively.’ The ba51s for this. type of approach can be seen

o - - « "WYY

o7 in the demoeratic system. By hav1ng materials avallable fbr

‘¢hild's use, whatever hls/her learnlng ;t(}e, the open educator 15
. “@uaranteelno equal Opporfhnlty W1thout b1as agalnst ‘the skllls"’
‘ (Kndblock 1973, p. 360) the child does or does na#~have.

o Oan edubatlon takes into consaderatlon the chlld‘s rate and o

’ . < - &

lstyle_pfilearnlng. Thls is accomplished by hav1ng the chlld’s work 3

be'self-directed. The\;hlldren are trusted to nork 1ndependently f_F

.,

DU and are permltted to stay with an actlvlty as long as they w1sh

® . B
‘ < r o
F . N 4 2 ’ R .
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- 54 / . . - . -~ . ‘- R
- - ~ e Ty e .
-, . »
SRR SN
e - - - ks £ - - - ':&\ - . - T — e - e =t
" . . 4
- - - ‘ s
+ - .. . 2 ~
T * -~ - "o
Al . . - - -~ RS
ave -




>

o BT e T - Vs VAT gl R~ ot o b el
-~ ¥ A O RIEAELS
i I 17 ‘ S
4 .
34 ' El '
. 3 x * Ao » 7
~a ¢ .
. x.
- - . i -

. : ) T
Teachers are used as resource people who can help the children

-
'

p'expand their leérninos. ‘While the chlldren learn from thelr m;s-

Y

. records so that the leé%nlng that that occurs is documented

ment, T . . ) )

.

- i balaman

take§ and evaluate their own prog;éss, teachers malntaln anecdotal

’

<
"
-8

,,Individualization is a part of special educatfon as well as
‘T 4

open edﬁcafion. Special eduéators (Hodges, HcCandleés '§ Splcker

4

f971; Smith, 1974y "Prouty & Prillaman, 1967) stgess worklng w1th

=

each child as an 1pd1v1dual,ﬂasse551ng his/her strengths and

. v G > . . - /. .
. . . P . v “ o -
weaknesses and developing an edutational plan based on this assess-.
' S - ) oos i ) ol ’ -
& " - . Y :
- 4 - - ©

Howet\r, open educatlon is more than 1nd1d}duallrat10n.. The |

N

v

variable that makes open educatlon differ from’ other educatlonal

»

L . . v . .0
approaches. that are -individualized is the process of dec;51on-mak1ng

’
/. M . -

within—the--open—-classroons

~ A -
The kind of education I am talking about..:

’

~ has tggdo with the’child takihg a.very AéTIVB role in '

. . his own learning; makihg choices, making de¢isiomns,-’

using imitative. If in individudiized education the
- , - .

.- child's role is ﬁgssive,vgnd all the work he does is w-

teacher initiated and teacher directed then we, are not p

talklng about 1nformaI educatlon, even though eaﬁh .

\Y
s 1Y
v - 3
-— - .~

chlld.may be do;ng;spmetﬂlng dd ferent from his = .o N

‘néighbor. " (Pope, 19717 p..23)/ . ° %
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- In open (or informal) education, decision-making i5 a mutual
v &) = . .
. process, with both teacher and child having'”majoi contributions to

/ ;' make..." (Spaqu, 1972, p. 36) Therefore open .education can be

[ AP -

considered neither child-centered nor teacher-centered; neither

is the tgébhér someone. who stands idly by; while the students ''do ~

- ~ their own ,thing" (Spodek, 1972). ‘ : T .

e

, _
oking to the democratic, principlés in which open education

L d . ’
. finds its basis, one sees that ppen education views ''the learning

environment as a community in which those who .are directly involved

8

Rave control over what happens to them." (Xnoblock, 1973, p; 360)

.
? e »

way is the way of working with children;/of havin
v ‘ g

Those of us who fully beliéve that the informal

e »

. them learn, arte concerned with initiative -and respon-

// T U 8§IbTITEY. 7 You Havée to have a Ssénse of res‘p‘oﬁ'“smin't.y‘,"" )
R

: . for it goes hand in hand with freedom, critical thinking,
. _ T . . ) ) .

» and decision making - these are the things we are

b SO * - °

concerned about.‘g(Popé, 1971, p. 23) oL . O

The students and the' teachers in an open classroom determine
. < - . — \ '

s . . N , 4 - ..
“the WHEN, WHAT and HOW of their. educational experience. Can ’

r

c¢hildren with specfél needs do this?-

N - ot - The degfée*éo wifich the handicapped child, es-

| \ pecially the .intellectud

1y handicapp}q child can -

-
-

handle, or be .educated to'hahdle, this. type 6f self- .
7 _“f‘regulation remains- an”capirical questiQn, R

. e - - ¢ .
There is good reason -to believe, ‘however, that . c-

15

™ .
R = ~J, i 7

. R
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_.'all chlldren, 1nclud1ng the hand1capped child,

/‘._\ N

will an only manlfest mere creat1ve behavior

.

- -

1
<

:fact,

llssue.

.of the role of the teacher in the open;classroom.

L -
. but actualI?ﬁhecome 1ncrea51ng£/;m’re self-regu-

o eyl l?tlve or internally controlled in

1 4

this kind of -«

oned

,\-’\/f/
‘et al '1971, . 6) o ! g

t\ .
3

Chlldren do tend to act the.way they are treated aslexpiained

a setting”thag,xn,a more r1g1

- -

by the self-fulfilling prophecy (Rosenthal & Jacobéon, 1968). In

special-educators emphasize the importance oﬁ;allowing the

EoR

child as much independence and responsibﬁlity as possible. Limite‘

-

. L Lo K . )
are defined and 1mplemented in a con51stdnt manner so as to help

- . N ..
t

.those ch11dren who have nptgaearned to set limi'ts for themselves.

f
A N

If,chlldren do” become more self- directed as Bartel ‘et al suggest

- -

the direct implicatiens can be seen regardlng Veeonom;c and social

self -sufficiency 1n post school years f a major p?bblem w1th the ‘;' ]

>

mlldly retarded and other hand1capped &rzups.“ Eartel etdal 1971

It seems tnat further research sh uld be donevon thlS

p- 7)

It would be'helpful if research could 1solate the partlcuIar ;l

el Py s

3 L

'factors of an open environment which encourage ‘the development of |
} . ; hY ~

.. - - ; M _‘: ‘_:‘_J- :j

1nterna1 control o \ . - LT
N ) g N . -

LR . (] . .

aki hg can best

>

be understqod in terms )_i

.lheiteacher :‘

The process of de ision-ma

/"
is no’ longer seen as a transmltter of Rnowledgetibut as,a catalyst

N
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resources (materials, adults chlldren) The teacher encourages,

o - - L ShvrmReTeAe™N T T

»
3
:\‘

ning, %nd’an organizer of learning

S " 0

a facilitator, a resouce for le

e ey - —— e M e

influences, and guides the‘qhildrehfs learnings, q?;bing them "in

T I i S e e e - a o b e —— e e | e —— =

- and observ1ng w1th a great deal of less formal questlonlng and in-

committing their time and in setting reasonable and realistic goals

for themsefweés.”"” (Xnoblpck, 1973, p.. 361)

’ -
[

Themes ‘in Open and. Special Education C

;nalberg § Thonas (1971) have done a thorouéh job of ahalyzihg

the teacher s role, accordlng to eloht'themes. in§truction, e

I ¢ -
[
-

prov151on1ng, diagnosis, evaluation, humaneness, seeking, self-

- L

A}

’
perception, ‘and assumptions‘ .

i4
-

¢ v
Instruction refers to the way the teacher guides thé learnjng

.
v ,

. 3 . : .
process. The open class teather ""does not operate as the focal

~ . .

p01nt of the classroom." (Walberg & Thomas, 1971 p 6) 'In--

N T

- ¢

struction is "characterlaed by spontanelty, respon51veness;-and

- I

»

adaptability; muéh of her instruction time is deyoted to.listening

- s . - - s .

formlng then 1is usually found in classrooms. (Nalberg & Thomas, o

v e

v

1971 p. 6) .The teacher then-uses ;hese observations to-respond -

P .
U Y T T T

)

té the ch11dréﬁ's learnings. Children who are discovering similar

-

A

concepts or who are having difficulty mastering 'similar concepts

»

! :

‘o _ . ,° ..v‘__ . -
can be ‘grouped for learning activities. These grougs a%?“changed

as the chlldren master the sﬁec1f1c concepts or seek.to dlscoverfyaocmﬁs

z

t . ot

I
i

o
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- Looking at what makes the classroom a learnlng env1ronment J
N 7

is the _2nd theme, prov1slon ng. This refers not only to the phys'cal

- o i l

. !
xpectatlons of the classrogm.

setup but also to the prpcedures and

LI
»

s .",ﬁ * i
us learning areas, but these

Open classrooms are divided into var'

‘ 1
A ¢

. ‘ PLEpPI
areas’ are not categorized into tradi 1ona1 sub ect areas., ﬂThe—o en
g J op

-
[ 3
3

n exploratory area, a dis ery
e * 1% -

‘v
4 ~

classroom may contain a quiet area,l
. ' ared, or a projéct area. While reading may take place in the, quiet

area, it may also occur in the discpvery area as students read to.

: A

find out4about crocodiles. Traditfonal subjects tend to merge..

In worklng on a newspaper, students are involved with math when

.

they do the layout of the paper, Engllsh when they are wr1t1ng

and editing, and social studies when the feature story'is on ;he. ;
: N . i . . ’

s ' _mayor of’their.city. Thereiis also less division of time,into
allotted t}mes"for‘act1v1tre527“Students move.from area to area

) I . ’ . . ! . - ! gﬁ“

) a6cording to their interest, completion of’a task, or mastery of a

- eoncept, They-arefencohraged to make this decision by themselves, - .

'Z | w;th “the tearher.actlng as- a.guide if necessary ’Decisions'are .

.
F - N . R

based on the 1nd1V1duar ch11d's needs rather than on the teacher S

-

.z <¥

"whlm" to,have a twenty minuté reading lesson; This allows the child

™
? . - -

T

.

to flnlsh reading a story when it takes th1rty f1ve minute’s . 3
‘ . ‘ \ 4 , ~ ‘ . . e
oo 1nstead of twentys- SRNPPAPR U . R 7
ey . / ~Nel : v “. : . it N “

e " The groupgiof chlldren is another part of prov1510n1ng. In

P - - LR

. an open sett1ng the vert1ca1 or famlly grouplng is used Ch11dren

.
L
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. S~

/‘ helping younger ones. Older children'with learning deficiencies

-

_?{ ’ can work on their weaknesses because they in turn, will help the .

_younger child.- Thus the older child's remedial work is packaged

]
L

in a way that he can accept it. The "younger or poorer achieuing

. ’ . . . ) . .
«<children are learning incidentally considerable material that is

<

B ~_ . . \ - ~
presented to older children..." (Bartel et al, 1971, p. 4) Because

of the’ w1de range of ab111t} and ach1evement w1th/1n each class,

the teacher is geared to expect'a diversity of competenc1es. It

ach

’ o becomes 1ncreaslnglx d1f£1cu1t for h1m/her to tell what is "normalx,}

'd what is dev1ant beha&@@r, and what is under ach1evement. (Bartel

P 2 N .

et al 1971, p,gi_fihuf the teacher must describe spec1f1c be-

i e ] SUNNISN. S

» > ~

haviors'and 1earningsﬁthat occur. Each child is compared to hlsfher

o)

past petformance rather than to the "average" fifth grader.
4 .
'The third theme pertalns to diagnosis. The teacher becomes

- a participator in the diagnostic process through observation., By .

_observing the child she Tearns about the, ch11d's developmental

.

thought processes. The d1agn051s is a contlnual on-the- -spot process

8 . P R
T L. 3

" that determines the instructiohal plan. Rather than plannlng a

’ '. [

B: ) lesson a week or a’month,in adVance the teachef uses .the diagnostic S

v . , .o 2

1nformatlon s/he gathers dalli,as a basls for respondlng to each . .#‘1

£
v s . . B N
PR . s [} . o =

u ’ chzld 1nd5v1duar1y. - ) '.i. i T el o 374%
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The evaluation brocedure, the_fourth theme, is useful to

- -

. the/student and the teacher. The e

luation is a process that

e e e s e g o e s s P e et o St o Tt o e At e 4 . At e cae e P WA

'124e1ves accurate record }eeplng durln
R \

plus a reflectlve analysis written after

. ' 'w1th others who work w1t5 the chlld These

class (anecdotal record)

e e I .
A > .-, . ¢
lass based on discussions

scu551ons focus not
L 4

only on wh1ch activdties the ch11d selected and how 1nv5&ved s/he

became, but'on—the adult's'imteraction with the child. The

’
B M . - -

.~ evaluation .o e ‘ N

is not seen as a way to compare a child's performance

. . . e . . =

: with'predetermined goals or norms in order to . : ’i
4 .
* report his strengths and deficiencies to his p%ren %,

'

to compare children to their peers. Rather, it is .

. .
(PN ~ 4

future teachers,_ahd employers, not is its function _ ‘i

~

;T—wL~—~ﬂ7~~~w;ammeans~e£~providing~a~ehiid¥andjmhose—in%ereseedf—A*mw—~~—m-—~~¥~1

J -7 in his development with information about his ° '
& ' growth and learning. The purpose of this informgtiion - .o

, 'is to assist Him in seeking better ways to con- ) s

- tribute to what he chsoses to do andeﬁﬁom he)chd ses . ..
v ' .;;6

to be, and toghelp him ga1n the skllls necessary

1: :. to reach his goals. (Walberg & Thomas, 1971, p. 7)
v ' S O ] ' ..; B MY . ‘.‘\' e

The two themes of diagnosis and evaluatioh in open education

coincide with special education's}view." The diagnostic-prescriptike.
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4 _ ' »
model'espegdaily‘stresses the importance of implementing an'ed—ﬂ
. R . .
’uqatignal pianrbased“on diagnos%g. Special education has always i:
. ‘ spoken out égainst;using standardréed ﬁdrﬁs to evainate;children
and for eVafuating each child's! proéress based on his/her intrain-

- ;

.7 e M ‘ 9 3 / -
dividual diéﬁerences, using valid and reliable ‘formal and informal

. . P
measures, cHecklists, and criterion-referenced measures.
/ N N . ’ ) R

i

o ~ The fifth theme, humaneness, refers to the qualities of respect,
- © B b - oo . N
openness and warmth within the classroom. rRespect for the in-

¢
Vo

dividual underlies the philosophy of open education. The -teacher

[

presents him/herself as a hugan with strengths and weaknesses and is,

; " ‘ “.

e R . 4 - i . .
. . aware of;theﬁchild as a human too. The teacher-child relationship.

-

is not an all know1ng 1nfer1qm one. Vor is the teacher an author-

1tarfan;model. S/he earns the children's "respect and obed1ance

e s e s o T Aokt Ao R o e e s e e A s = e b e« v e

\

& Thomas, 1971, p. 8) The atmosphere of respect and honesty leads

SICIN -to a teacher ch11d relatlonshlp of trust in Wthh defen51veness dls~

.appears*as the*experlence of feeling is.encouraged. In open educatlon

both thé&cnild‘s intellectuaI and eﬁotional'life are of concern.

L]

- based on proVen ab111ty and readlness to help and lead.” (Walberg 1

p to the teache? as s/he deals with what the ch11d does, feels, thlnks

and acts. Warmtn and trust is. requlred in order to support healthy .

. .
- . . : Lo, .

growth and‘to provide”tHe';hfld with the reassuriﬁg and stabilizing

9 AN S : LT
- _ sense_tpat> people there acceptﬁand care for him.". (Walberg §
s st : - - : . .
"Dt < Thomas, 1971 0) T A - L
ety ‘homas, ».P. 9) ST . . i LT
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This closely coincides with the thergapeutic teacher-child

., reldtionghip which receives much emphasis in special'educaéion.

-

—

Combining the affective and intellectual domains of the child is

i .
basic to special education, because many children referred to

-
3

pecial educators posse$s a self:concept'scarred by repeated

L] 3

failuré at academic.fgsks. . \ N ‘ { o

Seeking 3ppo;tunitié§ to prdmote growth is the sixth theme’

" 7 . 2 ~ . —
‘The open *school experience contributes to the teacher's growth

as well as the child's. é@?e teacher is .encouraged to participate

- .in workshops, to make use of advisors, to converse with colleagues,

aﬁd.ﬁo find out about new materials,. subject matter and-the local xi
community, Working in an open classroom requires a teacher's v %
:" . .

.o "deep andAgétive*personal involvement in classroom change and growth."i

.. ..t _(Walberg & Thomas, 1971, p.. 9). Open education’recognizes the isold-
tion typically felt by‘classrooﬁ ;pacher§ and ‘attempts to eliminate

’"**“’//\}éib& haV{ng'centers where teachérs can meet to-discuss ideas, get }K

materials and buiid éqﬁipment. . ) )
‘ In terms of the teacher's, self-perception, open education

—t ]
’ .

enables the teécher to act in accordance with his/her beliefs re-
. hgaiding education and children. These assumptions, the éighth

- theme, have ‘already been-discussed in. this paper.

LN L : , . = ’ .
;' The Teacher/Student Relatiqnship ' [
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con51dered flve concerns of troubled (dlsturbed) ch11dren and the .

to.erode the potential for leafning." (Knoblock 1973, p. 362)

. to be in this open environment and therefore show a commitment to

.'vahlle open educatlon\empha517es the ch11dren s’ actlve role in théir

%faditional education has encouraged children's dependence on addlfs; ‘

In comparlng spec1a1 educatlon and open educatlon, Knoblock

pog— v = e LG e e s et et e

* ‘

response of open education. In an open envifonment the teacher

is ,honauthoritarian; this helps the dlsturbed child who oftén
.,; -.. "
expérlenoes conflict W1th authorlty flgures. Tradltlonally, the teaché
an
7 e**" ‘
child relationship has been a power relatlonshlp which has "tended

}

The open classroom teacher shows reSpect for the child as a person,

not as an inferior child who knows nothing unless told about it. by

-

the superior, all-knowing teacher. '"Once contact between child
) ‘ R ) N

and adult 'is put in the context of a relationship, there is an -

‘4 ]

eyen greater opportunity to respond to issues of limit-setting,

. ' f“ .
aggression, and interpersonal cqnjgjne that invariably spring up
ih the classrooms." (Knohleck,\1973; p.’362) Because the opeh- - -

classroom respects children as'capahle people the childien'want_

ta %

working through their problems.’ ‘
There is a concern im working with distrubed’chfidren,.that
%, . .
o
they tend to move away from others and show an "unW1111n0hess and in-

ability to eapitallze on the1r~resources.‘ (Knoblodk 1973, p. 362)

: / . .‘
'~enV1ronment. In many tr dltlonal classrqpms, chlldren must 1
receive adult permlsslon be£o chang1ng~act1v1t1es, gettlng a '-*Y. }
ernk, sharpenlng a.pencil; etc4 M pen educatlon offers many formshhff
. ' . M : N ‘\ - . A ‘ oo v‘rtN
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. . . - . . A e
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of sup?ort to the ch11d 1h an effort to put h1m on a'path toward
oo -
self reallzatlon. (Knoblock 1973, . 363) In open classrooms

oo s ot o e e e s e A e Ry S P *gw — )
ch11dren part1c1pate in the deC1slon maklng process regardlng the1r

2

A4 T A

- '. learning. Students who cannot take.ﬁomplete responslblllty
- K N \ 4 P
- N , \A -

receive support from’ thelr teacher who helps them learn to make .

' . ° M

- ] {

©a deC1slon and' live w1th its consequences. - ’ -

Establlshlng adult relat;onshlps is a d1ff1cult task for

’l’f '

*" many, dlsturbed ch11drent In Open educatlon the c¢hild is reassu¥ed -

\ -

.

that he can trust the adult. The adult belleves in each ch11d'

i
LIS ‘
» ' < -
I ~

potent1a1 and communlcates this in his/her act1oﬁs in the class- ‘

- el
B .
.

room. The teacher does not impose his/her authority on the students,

- ha} ‘
. » R .
- .

» -,  regarding what top1cs are to be studied or whern they are to be cover-

L %3

ed. These topics reflect the students' interests. For example,. i

4
[}

plants in~a classroom may leaéfto discussions oh‘Vegetarianism‘
T - ‘ : a \
\ v * . I 9 . .
and nutrition, on propagation, or on photosynthesis. When the.
' J
students help shape the1r own learnlng 1n thls manner, they are

- |

<

.
v

T awate of the teacher s respect for their ideas. Disturbed chiidren-

IS

often experience a "loss.of control over the1r own.feelingscand S

. —_— - N
' . . ¢
\

~' their learning environments."' (Knoblock 1973 p. 362) By

.. . ‘( n

part1c1pat1ng 1n the dec1slon -making process Wlth addlts and

X

1

-y

e ahlldren who are tfusted "a chlld W111 come: to feel a measure of
S . dos . -

control over his school and personal life." \(Knoblock 1973 p. 363)
» . ‘ s\ . \ c" .

" The dlsturbed ch11d often has "deep feellngs -of 1nadequacy

o ‘*0"' -
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. leading\to negatiVe,sélf ééncepté;“J (Knoblock, 1973, p. 562) Open

4+’ N ) v .

s e e P [ RNV -

educators realize the importance of self-concept and therefore '
wem e e e —— wn—— - N . R pr R — - -y s - P ey, - -

[} - . . v i . . . Yo, 2 -

- provide an enyironment which is responsive to each child

. « ;:_ ¢ ., ! i .

, allowiné

~

A, ~h':'tm/he}' to "try.ouﬁgﬁew siilfseafeeliqg% aqd behaviors." (Kﬁob}oc&,
Af~£ : 1?73; p..364) .By‘ﬁ%gviding a réSﬁoqs@ve gnﬁ diver§é en#ironmén;
. . A T » .
i the children have tﬁé‘bpportunity to"see themselves in a more
| b9§itive manner: ?Qgenléducators e coﬁ?égeAchiIQrén to view
) ‘themselves not ?s'géod”o}.bad bug gzlher to discover their / ’:g‘
K streggthsﬁ as well as thgir limitatfphs." *(Knoblock, 19732‘9. 364}{§’
: iKnoblogkﬁ(1§7Sj’séés'open.educétion as an extension of the i@j?
g '.styché-ed;;%giénal.modelland staE?s thgt:‘ o : . ﬂii;m
| . in fggfi by creating an opeh environment weimgy ' '; ] ‘?;
\\Eﬁ“enhaéciﬂé the oppoftuniyy éoiimplemen? approaches N . j:
I ”"“/""c“axﬁﬁiéﬁ;ry'“fﬁ"au“g“ﬁ‘f"a'f' as "phy‘cha"éa,ugé;lgqu._ ;bo*r' m T -
examﬁﬂe;'bgfh models adyocate the integration éf fi'{A

affect and coqteqﬁ in the classroom, ~ Beih.rely -
. . . \ N : . !
.7 ] ) ‘ ¥ N .
on acknowledgihg and responding-to the feelings /?
= S . ol S I .
e . SRR . A A ;
., and- behaviors-of children. Both respond to..the’

'Misadiness levels of children for;fhe.implementa- S

\tion of academic skill development. Both S

believe that‘often—learning'&ill“téke place

- 4

"‘ -.'\- Y ° o ’ /. \.
only if it is put in the context of lationships

and only if the learner feels good enough about

9 . . N \3/

A hims¢lf as a learner and person, Otheri.parallels,

- » N ~




g ‘ ‘ could‘be/ﬁound, but ' the inportantApoint may be"

B

\ . -

' that opén education app;oaches provide .a learning : 1

i :

N e e o PSR P rinappea¥ L s s e e wr e e - b o g s R S

’ " environment in whlch the teacher can truly fukftlon »

.. .
/ * * s o ! "». - ‘ ¥ .

5 as a diagnostiéian in the sense ‘of sefing children C e

: | SV - *

operate in a varieff;of act1v1t1es and, with many

b ’ - N

other 1nd1V1duals.w-(p.,362) ) R gp - J

. -. ‘ . ' z B : , > P .. ¢ . "'
i 115{" . ‘ ) . ) B /\.)‘ !, _‘:
: Phy51ca1 Space ., . ' : s o

L [ J
i ! 9

P In organlzlng an open classroom the phy51cal env1ronment must

< ' f ‘

» , ,) N '.»
be hanged in order to allow students towpartlcipate actlvely and

» N Q -

to Rave the curriculum experientia lly based. Just as 1nd1v1duwllzq

14 . .

educatlon 1s not open educatlon, so " too open space may not be open
- M < ) N \'
" \
education. However, ince the phy51ca1 env1ronment can pkéy a 7,,

a A . -
- + .
o

p 51gn1fncant role inl pen educatlon, we W111 more closely examiire 1t.

.
- - -

.
JUR SNV S T

Many archltects and educators have begun to see the "phy51cal

. ' enfirqnment,as a catalytiC‘agegy/inffHEfTearning,§ituation capabie

of fostering interpersonal relationships, suggestinéjand stimﬁlati

|
é
1
i
i
!
P
1
4
3
|
:
1
i
|
:
)
]
:
1
E
4
k
;
]
i
E
i
:

o ' behavior."~ (Fah&ney, h973; p.,3) It follows from thls'that chang‘s 1
LT . H N - N - ; - 5 F S .-:;“:_
Cw in the environmenf can leadato changes an oenav1or. T }}'Mﬁ? 1%
;. O 'ﬁfi/ .In an attemptqto learn whether an exceptlonal ch11d ;an"h'?}‘ 'i
f{i; E‘." (ffectively function in an open mid&lefechool, Fahrney studle% o ':é
5 a)chitects Bednar and Haviland's work and addpted and ‘revised 1\%\:“ j
o N T . o - ' : . L. ) M ) ‘?t _"‘

N acco;dingixb_an'eﬂueafof's.point of view. To évaluate.an opern. X} ‘ 5
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7 .

space, Fahrney focused,on the fifteen basitien#ironmental con- ’

. B -

1
ceptualizations of: space‘tlne 1dent1ty, con51stency, ‘privacy,

-

kd
k4

¥

)

'territog;zl’ty, articulation among spates, transitionm,

\\\?pen settlno, one must look at the characteristics of the child

-for his/her needs.

.

- @
alter-' T

-~

L4
natives and ddcisions, movement), social

- : \ , C
izing agent, usability -

' ’

|

T

-

by chiid, character, site, acoustical 3étting§; visual settings,

. ; .
and climate control. ‘Fo evaluate the g€xceptional child in an

‘
-

and see if the basic envirodmental conceptualizations provide
In éxaﬁining the open space one could see

"what was missing-or what was existing to create problems,"

-
~

’

, 1973, p. 41) in lngE_gf the‘basic environmental con-

cqptﬁalitafionst* A thofough exploratyon’ of this- topic is ‘in-

uded #n 2 ' PR P
clﬁged *n the article and the reader is encouraged to review this

— . y
PR VU A TP W T YR W T A, [ S T A U Y O L T . DR

~ -
- -

(4

as\tﬁe

.

argicle for the detailed amalysis of the conceptuatizatioms,

!\
P T U

following is a summary of that section dealing wf;h how the

~
1] l
¢

-,

exceptional child's needs cah be heét.

v

_Fahrney ~(1973) "attempts ‘to group eXCeptlonal chlldren, aged ’

-

A‘»‘

ten to fourteen on the basis of 1nte11ectual deveiopment phy51cal

]

AN

-

T T L s T T

s -

-

‘e
ability, social and emotional develdpment and vacatlonal needs.
I . I .

N .

"If wé'cbﬁéjgeg the degree to which the exceptionél child's per-

ceptual, cbhmunica;ive, affective, and, cognitive systems are
. . - - . E » . e : & . . |
affected by his particular exceptionality, we can place him along ..
v ‘ ) i ‘ - - '\ N 3 ‘
,,;f‘;?{ E

&
K




. . . Lt e
N . L - * R

- - . .
r .
- . s 2 -

-’ . —

!

a contlnuum of 1ntactness of the adapt1ve mechanlsngfr~ The

exceptlonal ch11d due to the non-intactness of the

V)

systems, is

< -

unable to exp101t the physlcal environment's functlon as part of
-; ' the'totai learning envirohment." (Fahrney, P..1) Im p;agﬂng
children wrth special'needs along this.continuum; they.fezl 151@Pi
three&groups:: hegatave gr up'. I, cons:stlng of speech 1mpa1red

’

crippliﬁc and chrponic hea h condltions' Negative ‘group FI, made

L 4

up of b11nd, part1a11y sighted, deaf and hard of -hearing; Negatlve

€

group IIF, 1nc1ud1ng E. A R., L.D., E.D.,, and spc;ally maladjusted.

ca =

- In looking at.negative group I, it was felt that the childreﬁ “
¥ ¢ .
comprlslng this group would. be the most heterogeneous of all the

i 7 ’ - »

negative groups. While .a flexible open qaddle school would be able

to meet their‘needs, there would have to be added‘con51derat10n to

s the program and the spaceahzﬂﬁevisipns wéuld have te be made for
'__,/

- vt

NN

o soc1allzat1Pn and pr1vacy andifor 1nc1uding or excludlng these
chxldren_from»actlvrtles.. Prov1d1ng for the space- tlme 1dent1ty
appeared to, be an advantage in fdcitilating movemént. ﬁpdular

‘A,,schedullng would aliow for t1me factors caused by the chlldren s i;;";

difficulty in mOV1ng from one area to another.,_Physlcal therapy

o
% . ‘ /

and prevocatlonal therapy were suggested to .be added to “the regular

’physacal educatrbn program. It was also £e1t that flex1b1e space v

AU was a cr1t1ca1 factor to be taken 1nto aceount Space would haveﬂ_‘ﬂl

I . . cele
. to be prov1ded for acoust1ca1 control and speech. therapy pecial. |

< - \
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<

con51derat10ns would have_ to be glven to "the c1rcu1at10n pattern

e 4 r

\§(movement from one area to another) and to the ugabllltv of each of“

A —— e

-

’, T ~

t areas. - - . ) .

_,In—analyzing negative gréup'II, the most signifitant con-
S siderations related to space&design._ For the blind.chiidren,'
architectural barriers would have to be kept to a.minigpm, and there

K

-

would be a need to establish other than visual cues for the learn-

\,

’ ing areas, such as odors, sounds, and textures. Extra space would
’ .

be needed for sforing Braille books, tapg're%brders, etc. It was

-

noted that "adjustment to change is often difficult for a blind

child (and one) should not consider moving the materials/equipment
: “ . .

-

v

saghted students, it would bé- netessary to ptov1de 11ght contfol .

¢

<

-

______*m_nstnxageﬁspaca+_spgglalvﬁgulpm§nL4,§nd deSk space 1arze enough to

/

3
moré than once a year." " (Fahrney, 1973, “P.. 70) " For partialby ' .\ i
|
f*\,//enable the student to use L@rge\prlnt bgoks., The hard- of hearlng . i

'Chlld needs.good 1light and* acod&giéé‘ C&rpeted floors would help

‘e

cut the level of 1nterfer1ng noises., Wiqh ‘the presende of the:
- - \/ ’ :

oz énvirbnméntal cor céptuaiizationi\\lt was felt the/Child in negative *7 -

.group II could .be part of-an cpen middle school ) .

‘.

4

Extra provlslons would have to be 'ncluded in’ the open mlddle

'school to.lncorporate chlldren,ln negatlvé group III ’ It was felt

-, ~ .- R s .
-~

. f*tham a 700 sq. fx roon would have to be»ostabllshed for those

oL : . - LT oo
c e hl . e > > - )

.., ,children who qannqt coﬁzlwith,the dbg;'setting}__Ihére.WQuld have

- . RGN
"k - - - . -

< . i PRI - (SO S - . — R . S R

e e e e s e e e S e e - —— RS SR

Z B N -z




. , ]

to be space for worklng in‘a large group (10 E.D. chlldren, 10 L D

-

cHildren, or 15 E. f R ch11dren),‘1n small grgups of two to four
A

———
* —_—— ;T

T chIIdrén nd 1nd1v1dua11y*in“éarf“1s. “In a&éailgn a flme out T
"-2-_ : \,\ ..
— . \ -
-7-»1 space should be avallable. It Waszsuggested thaf‘01reu1at10n

- " - —— P

patterns be Rept,slanerand that "transltlon‘Spaces 1nto the

~e— 7

.

' learnlgg §pace should prov1de pressure reduction factors such as

T f.ayoidange of heavy in-school pedestrian~traffic, use of music, -
. - acoustical control, color and texture to help the child to mdintain

his inner control and reduce anxieties." '(Fahrney, 1973 p. 71)

.
4 4

Inservice for the staff of the dpen middle school was a necessity

for incorporating these children. Before including these children.

the basic environmental conceptualizations must be adhered to.

It seemed apparent that in analyzing'the physiéal setup 'of an

open school,” one must reallze that certaln of the basic env1ronw

~
= »

sy ———

e g e - ¢ e e e e e

L3

" mental conceptualizations will be more important for some children

[

L . . "

than for others. For example, the space-time identity is important s,
for all children; consistency might be very important for the sdcially

maladjusted child; the child with a low frustration tglerance.needs‘&$;

“greater useability in the environment. _(Fahrney, 1973) TN

s 1 ’
~ . M I
[ . R . P

In OperatiOn: Open Education for Special Needs Children S {i_

k- : _ In St. Paul, Minnesbta (Wiseman, 1974} a child. deveiopment

- >

center was erected. as part of the public school program:. The
’ 7‘_
T A center conta1ns classes for the severely mentaIly retarded, a

S i’ - - ¢




diagnostic center, a home and family living centér and a Special
. : & - .

Education Instruct}onal Materials Center. The building. is archi-

- - e et e

b x»

tecturally an open environment. It is barrler free, the hallway§

are extra wide SO they can be used for act1V1t1es.1 The walls are

1
.

. demountable. In constructlng the building it was felt that the
: : , “
~ children would not be able to cope with large open spaces, so the

. [
- construction permitted walls to be mounted when needed. However,

A 4

%he children learned in the opeﬁ spaces. They were able to ignore

. "visual and auditory stimulation and enjoy continual interaction
T\ ’ ¢ . < ) :
‘with staff and peers. One classroom-had been built for the - -

hyperactiye children. It was found that “these ‘children toq mede

more progress in the open pods. Only 51x chlldgen out of 00 -

could not functlon,max1mally in tne open, sett1ng§- The ch11dren &

3K . LR , ?

: 1nﬁthewopen_enulronmentmappeﬁred"mgre p“ntaneous and self-reliant,

o - e .
%t was, believed that the changes in the, children were due directly
- to the architectural structure of the .building. The administration
L " Vo < ' '
found it remarkable that the children adjusted to,the new environment

N\ . e e
>" ) \‘ L = \\ - - i ° v,

- . in only one day while the teachers took six wéeks té“{hree months
. . * ] .
- {g-adﬁust. The admlnlstratlon,had thought that mentally retarded

\ ”’ .,
o— children needed one 51gnr£1cant adui;\to work with, but’ thls was )

\ ,‘

found not to beutrueJ";n reality, the childtren lgoved working with

"
»

/
- . many -‘adults.
' EECH e
The teachers underwent changes in attitude as a resultvof =~ ~

N - . e . +
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*working in the open environment.- In the traditional schoolfsetting,

t . . .
7 .

the-adﬁ}nistrafofs in walking through® the corridors, could always

-

. * _hear the teachers voices. In the open settith\the“teaghersﬁspoge;_

\ -
~
"¢ 2"

softly and the ch11dren reSponded to t m. The spontaneity of the .

‘

teaqhers appeared to have 1ncreased as they 1nteracted with their

/

colleagues. They shared'the}r-ldeas d had the1r clakses join

together for interesting activities. Curriculum. € opment became

— ”

a sat1sfy1ng and. stbnulatlng experience.
Pod A conslsted nf eight classes 6f 4 1/2 4o 10 year old severely 1

, - . |

icapped. The various-j
:

;

;

i

|

i

;

3

]

ety

retarded chiidreA;ZSome of whom are multiply ha

areas.of the open space were separated by stor ge closets. All
eight teachers planned for gIl the children, since the children.

. changed teachers éyery half-hour. The 11 to 2I year-old séverely

\
retarde& children were in Pod B. *This area was even more wide,open

- as these ChlIdren were Better “able to contaln ”hemselves[ Tﬁere were

o @

g J
)
i
i
E

- " no smaller spaces. There was one wall for us1ng audlo-

. . . e St s
The kitchen area for the home economics progfam was a closed area.,
L T T : ‘ M h ' i #'
- ‘ T <

P Pod C housed the low educable children' (E.D., L.D., soeialiy mal-

° hd . -’.1 PN . . N . . A\
adjusted‘olus 2MR) whp had not been able to “‘make it'" in a resource

v

>, '
1
I TR T P

'room. These chlldren showed a performance IQ of 126 and a verbafﬁiQ

e < .

of SZ Pod c chlldren were 1nvolved'1n an 1ntens1ve remedial program

- “ -

and remain in thls settlng from one. to five or eight years. Becaﬁse"
A

T this was a heav11y academic program it was beileved that the open

‘.
.

4 Lt e e .
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2 ' . K . . ) C . - ‘,A_: : ;

-

-~ settlng would have too many dlstractlons for’ the 1nten51ve work 1. s

B ;~

[V

. * that was done. Walls were mounted but they only went .up 3/4 of the .

>

way. to preserve the open look of the bulldlng. Visual re11ef was -~

e /. B .

provided through the use of ;torage cablnets with cork or chalk

.boards on one side. - - o [

’ ..
3

working effectively with severely mentally retarded children.and

e ; )
Thus we see an open environment, at least in terms of space, - '&
3
: |
. . \ ' . \ . ] ' i
- theix teachers. As discussed, open education is more than open 1
' :

space and special education serves more than retarded chlldren. Let
. e ]" * £ .
s . I?
éii:;now look .at_the worxlngs of various open education programs that

3.

1
H

’

h4ve been eStablished for . special needs children,

7

P ‘
. In working with children with emotional problems, open educators
. \ ’ ‘. .

~

find that the classroom atmosphere produces a "climate in which

4 N - - LS ]

children can work out their probléms." (Pope, 1971, p. 26) In fact,

Fe [

~ = *  feelings, it is thought that sone

1971). ¢ S .
. H M
For those children who cannat manage.tﬁe freedom; who cannot
: : b ;

- - R .

‘ J + ) 3 S - . ) . - - RN
accept the responsibility, or who feel threatened by it, the teacher

[S . <
Ed i - \]
v %2 . * . -

. . & % e . R . . ";.; '
. Can provide,the structure needed until they will be abIe to manage
“ . <, . o L, (O P g

-it. The teacher makes a congtract with the child, perhaps to have

o him/her report back to the\?EHr*Ef;}yh‘ ach.activity,-or perhaps
. : i [ 4 3

to have a friend work with thé child.

-
“

' .
- - . P .

temporafy support (Pope, 1971).
. \ - N . . .




_ (Pope, 1971, p(‘231‘ He was warned bv everyone about the vandallsm

“‘'of the families wére immigrants and many of the parénts were un-_

[\

school in an "absolutely rotten area from many ,points of view." s

LY
«

[, DU

that would océur, and indeed it 'did occur, - at first. Evehtualry;

s
Waadallsm stepped ) .
‘According to Pope, (1971, p. 24), once open education begins

"going well, your disciplfne problgms solve themselves befause each

L)

-

child”is working at the level he wishes* and is able to work. You

-

have prov?%éd for it and he is doing what he is interested inmY"’

1

-

Another schoo? in England received a new heaémaste}. This

-.\-

school was an old (built in 1876) three story bu11d1ng dhe pop~

ulatlon it served lived 1n old tenement bu11d1ngs undeﬁgcrowded

conditions, with several families often living in one. house. Many

¢ p—

‘and. 1In scme~sort.o£ Qrder." (Pullan, 1971 p. 32) The head@‘?ter s

' \~ x\ -
‘ - - h B 7
. } - . . ) . R

|
%
|
|
i
|
|
|
i
|
.
B

skilTed casual workers who were oftem unemployed. Families were

generally- large and the family 1life tended to be unstable, with

-

El
»
-

tensions and sometimes only one parent. ° : B

The school population was 300 .children aged 3 to 11. The staff

was young and transitory. I hen the new headmaste; arrived the "teachers

i

were struggling, with little success, to keep the children oc:upfed
' .

-
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2 ’ et .

view of the school 51tuat10n was that the behavior ana attltude of‘t

/
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.

« decision-making process. Gradﬁally the spirit of the school im- ”

i

~ . K -
. -, r
~ . .

chlldren had deteriorated such that "control by the teachlng staff

in thls largely anar\hlc atmosphere was extremely dlfflculti\and a?n

sometlmes, w1th dlsﬁpag ht young- tegchers_as well as. unsxmpathet;c

Sy
—

-

~older ones, rlotous classroom sltuatlons occurred." :(Pul an, 1971

. . (
p. 32) ) ’

-

7

‘The headmaster exﬁerimentea to find group activities in Wthh

the children would become actively invéi#ed, such as. paper mache

and team games. The older children were offered 'biking and camﬁing

weekends with preparations done in school, They wecre brcu"ht in to
» {

© . < , . ) . i

discuss the routines needed in school and were made part of the

.

proved; the children became mare ‘considerate of other people's'

.feelings; the staff became  more concernedfé@th @eteloping each .

‘l

chlld's ab111t16§ and skills. The staff begin to're-examine the

i“‘. !a -

A
currlculum to dlscover what specific skllls‘the chlldren would need

v z. ‘\ n + I i

A 1 -
. f s L B
] . + t

e

tO - - - ] ’- . 1 . . . ) u’;{!.”’

5 . " B
. » L . 7

build'satisfaCﬁorf personall relationships...(to

5

)

develop) the ba51c hab1ts of good thlnklng, to be-'

.-d
3

-'
o Ran
", come successfhl in communlcatlng ideas. This ve-
; t

".l

v.' _\ 7 ~a . - .
appralsal led among-other -things~to fresh thlnklhg

.

about the physlcal arraﬁéement of the Classroom

Y . o

S env1ronment so that it would‘ggmror the qgtsige Werd,
- “ . ;: ﬂk“" w‘* o7 e

v

w«.ﬁ 4,.“.,\ e RV o T e

"“and thus~more effectlvely stlmulate the

A e s e

chlldren o

*

. .- Ny e L R ~ - -




%éach'mg.‘ (Pullan, 1971, p. 38)

Ky

o

s This led to the teacher s closer examlnatlon of their role ;n
‘ o Tk T : ‘ o Coee
the classroom, speCIflcally regardlng the attItude of domanatlon. :}V

’ 2 ¢

Open educatlon empha51zes the 1mportance of children u51ng

{ ' . AR )
. many resources, not;only the teacher, to learn, To have chrldren;.

P P

Oi

offering°each other help seems to be an effecitve way of wonklng )

i . - i

‘with children who need remedial help. illian Weher institdted;the e
N Open Corridor Program in Manhattan and nbfed that "some very goodn
work is being done with very slow fifth graders he1p1ng second

. 1

. A g

graders... He is gettlng at second grade work . W1th no loss of d1g-

N -

,nity"'(ﬁope, 1971; P. 25){'- : h s : .
- | <‘Thie technique of hav;ng chrldrenxhéip_others was used ef; .
§ectirely in a niIOt remedial”opeéieauhation program for seventh:andh;ﬁ
eighth graders. The children mho tooﬁ part'in.this program were °

~ —

indicated .as havfng\learning disabilitieé. On the ba&is of the’

~ . N

Towa Test of Basic SklllS the ch11dren werevone year or more below
grade level in reading and ar1thmet1c skllls and were recommended by.

] v b

'\“_ttheirwteachers.“ The chlldren were removed fron thelr regular clasees_:

~ &

ﬁand”the standard curriculnm. They Worked‘on goals which they"and"zg -

c « . ,_l, N
R . ; ) . " = 7\ i “
e trln51cally motlvatlngu EvaIuatlon'of the ch11drentwas done throngh "

-~ 4 .
. <:,‘r-""x>h

parent conferences rather than g1ades. The program prov1ded for




[ {' "' . :’ , ; , . _‘;-‘ .
- . w o ST 3'\', BN
} v A
o ‘resource person, a role wh1ch is fam111ar to the Open\edueator.

The class time structure became more flexxble w1th1n the 51x ‘hour

'Q§Y-, Two hours were—devoted to physical educatlon mu51cz art _in-

iy e e

’ ~ dustrial arts, and homemaking. The other four hours were -used -

as an unstructured block of t1me.“ Each chlld was able to select
those subJects (bngllsh mathematlcs, soc1al studles, anﬂ sc1ence)
s/he most needed for any length of time. The basic-rule of dis-

cipline was that the children could not prevent others from working.

7 The classroom setting was a self-contained room sectioned into dif-

- .t . . %Y

. ferent actiVjty areas with materiais available for the child's use.

v t
. . -

Three.techhiques were used to implement the program. Children were

. ... . encouraged to work together, were involved in”independeﬂﬁ projects

and were used as tutors for lower grade level chiidren., It Was

s

- noted that teaching a skill reinforced it, that the tutorlng

ey

'y, built® up the childrén's seIf concept and"that tHE“chlrd en Worked “-*{

-

at the1r own low level, not because they needéd it, but“B—cause“they**

:‘"f;"::"“"“' mv- b 0 X s o > . -~
... had to teach it. 'In addltlon; a role(reversal Qccurred which,

ET e fac111tated an attltude change toward school CPage; 1968, p. 9)

- Yig i

A research team s ana1y51s of the program found the follow1ng'

A . e 2T Tty
TESUItSE . 1“ . I LN . R et Ny

-

-~

-, . . . " THE CHILDREN-‘ ' - - -
: LN "7~ + 4

N

~

1. Fxperlenced vaious chahges 'in attitudes char%cterized

by thelr fretdom of expr \ion, comments and -lack of -

oo ! v v M . , . . .
.4 "fear'" of théir teachers. - . P PR
‘ - . [y . . Lo ' s

A . ‘ H - . - N . .

1 . . . . ot

s . - . N . . .
- . - ‘_‘- . ‘e .

- . v
¥a . - - e N e
v '

x - . . -
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i v LT e '
2, Seemed to enJoy school, classroom atmospmne, and even
thelr school work. t' oo . Qﬁq.: ?“. SO
7 . P A . - o - P T e
- ' .3. Developed and 1mproved their. oc1al skllls (especlally S

‘-

3 ; . - in relation to one another and to the teachers). = |, I

N . ) . - : A - AR
i 4, ‘Seemed to understand how much they learned,or how far they
‘ . 2R : % \ o
Smes e . PLOSTESSEd denended on_, their own efforts, . . . ..l §

A . §. .Seemed to work "harder" than.theyﬁhad in the regulaé schooleg

4y

. P?ogram.“ o S . l, _ . : 'fFr;E
;zm | ‘6:, Gained'nore than a»fuldwethool'&earde academic progreeeJ;;.: ?
- . ) . | " L . 2
- 'THE_TEACHERS N Coe

- . ) oL CaTee -
‘ 1. Were able to assimﬁlate the Trole of resour;e peréon and

7 \ . " were able to individualize~inétruction to dg;arge extent.v ,;f
: , . e 43 ; ‘

- L3
N [

' THE TECHNTQUES LT e

3

- - . '. ' & . : P - -
1. Intrinsic motivation prodyced good results. "No. grades, .-

- o progress reports, or other standard school-rewards were .
h . : s ' . ~

, given. - ' : T, U ‘ '
~ . L4 . " - ) 1 ’ ' : ". a ’ ,)\\: :
2. Tutorlng appears to be benef1c1a1 for learnlng 1n a . ?

BN nwa..,,,N.maJorlty'of the chlldren, »3-' .- - .‘"‘%#j-'

[P A - C e e - . - .-

3. The self contalned classroom W1th opportunltles for

4 B ' s ~

L 'p' j frequent Fﬁanoes of act1v1t1es is an 1mportant component

R of the program. R PR

-r,u«\;.m_,.wz’; ez wr LT e L PR A

4

. 5 LR}

- ‘14 4. Personal attontion by the teacher produces "pos;tlve"'

'relatzonshxps w1th students._~(P_g‘

< R
- o-sd.-‘ A .,
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‘. <

,ﬁchangingm,(B%rtel et al 1971, p. 7) neighborhoqd;

2 classes of second through fourth grade, one class of kindergarten

through second grade and one class of klndergarten through th1rd

grade. ‘Only certain youngsters were intensely observed: the child

receiving the lowest standardized achievement test; the child selected

>,
o

by the teacher as the poorest achiever; the child ranked most un-
popular on the basis of a sociometric device; the child picked by
the teacher as the m6st poorly adjusted; the child selected by.his/her_

peers as ‘less academically able.

3

Those children who entered the open kindergarten.through’fourth

e e

‘graJEs were compared with randomly selected coUnterpartakin tra-

ditional classes on anxiety, loss of control and self-concépt

measure§. They vere also “followed and compared‘on rate of referral
.to spec1a1 educatlon, rate of grade retention, standardlzed achleve-

ment scores, attendance.- All classes would then be ranked for their
' \

degree of openness to assess to what. extent openness related to

these results.
) e

Observational data was collected on the teacher and pupil:be-

havior in 'the open classroom. Each teacher identified the child

»

who most and least benefitted from instruction: The children's

‘behavior was then categorized as academic (an activity "from which

At )

the child could gain knowledge of a traditional disaipline" (Bartel

+

bw

88 .




scon ke wn e

spent less than two mihutes in ac)demic interaction. It seems then,.

. (Bartel et al 1971, p. 14) N

_ has met with sliccess and enthusiasm. ' They have done no formal re-

R R ' [ ‘
\ . . . e
<y . . . . . ~

) ' ! . . N oL - Lo .
et al 1971, p. 10) or non-academic, as positive or negative (reprimands

fights etc.), and as inIeractibn with teaéher; peers br alon!

o

The teacher S behav1ér was tateﬁorl*ed as Lulld or ﬁeagher 1n1t1ated /
ot - e . e — At W@».t,mmwetw_hht“u_g

and' as academic, managemer‘t or personal- soc1aI in na?hre. j; .
“n : 7,

ThlS study made a ”51gn1f1cant contrlbutlon to ngwledge about

ﬁ
the open classroom." (Bartel et al 1971, p. 13) In analy21ng the
. /

open classroom it was p0551b1e to lear. what successful and non-

successful children do in this setting. Peer interaction took up g

relatively major part of each hour. The successful children' spent

1/6 of this time in academic interactfbn; the unsuCcessgul children

N,

that teachers should attempt.to clange the nature of the peer inter-

S

action -so that it would be-more academic and beneficial. The 'study

C L <

also showed that less than 13 minutes of each hour was spent on -
. o ! ; 3 E

academics, raising the question the efficdency -of time usage in the

e
open classroom, waever, this is not restrlcted to the ~open class-

Al

room, "Rrelimingtxlesults Qf a study similar tofthis one except in

traditional classes, suggests that even less of the time.in ¢onven- ﬁ

P ' ‘ ' . NI

tional programs is spent on activities that are academically oriented."
s Q.

The Board of Cooperative Educational Services in New York-“uses .

-

open education.in a school for,tréinable mentally retarded and‘in a

school for severc emotional and neurologicalﬂﬁfobiems. The program

’ .
_

o

“
7
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-
4
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P

én.cqntinuiné it. . - \" e
. In Los Kngeles, the Sa1v1n School uses a’ Dual Educatlonal Approac;
‘l A ] ;
-t to Learnlng (DEAL) whlch prov1des part of the day for open educatlon
f'. . -f‘
L and‘part‘gf the day-for formal instruction t1me. In plannlng for the %
; latter part “of the day, the teacher has the freedom to choose whateveri
' approach $/he thlnks works best for him/her and the students."Or-~. 1
.= I d
. i 1
" thopedically Paﬁdlcagped and nentally retarded Lhildren are 1nvolved i
” Y- g 1
'i""r . ~, 1
in thlS»ﬁrogram. The nrqgram has been presented at the’ﬁEC conventioni
* ’ J: - ’ ' :\7 :*I ’ . - ;
. (1,301én,,,1974; Engel, 1_973, 1975; Gold, 1974). Teachers and admin- ;
. . . ’ 1
T e istnators are pleased ‘with its re'sults. ! ! ; :
e . . . . \
Rl "c: '
R Open educatlon appears to be worklno with special needs thldren 3
) as: well aq 1t works with chlldren in reguLar classes. The phllosophy %
e ~.of open educatién coincides with'much of the philesophy of special 1
- . 6 * K ' . o ) " i
educatign,;TIheiefnxe,hin_mainsizeam_special_needs_childzen_inig_;ﬁ__T%
‘i; open Classrooms is a goal worth pursueing. . - fl\ . 4
'l . ' . . C . . ~ .=
. f(,‘ ) < ’ —_
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< e ’ * 7
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