-

, -, ' DOCUNMENT RESUMNE

-

ED 127 301 - | 95 "_SP 010 33% : )
. >
AUTHOR Lancy, David F.
TITLE . The Beliefs and. Behaviors of Pupils in an
‘ \. Experimental School: Introduction and Overview. B
INSTITUTION Pittsburgh UOniv., Pa. Learning FKegearch and
: " Development Center. : ’ :
SPONS AGENCY gapional Inst. of Education (DHEW), Washington,
.C. " ' - .
.. REPORT NO ., LRDC-1976-3
PUB DATE 76
NOTE : 70p.; For related document, see SP 010 336
.EDRS PRICE MF-$0.83 BC-$3.50 Plus Postage. ' .
DESCPIPTORS . '*Fducational Anthropology; Educational Research;
Elementary Education; Experimental Programs;
. . . *Experimental Schools; *Group Behavior; Interviews;

*Psychological Studies; Social Science Research;

*Student Behavior
ABSTRACT ! e :

This booklet$ the first in a series, reports the
results of a year-long research prpjecx conducted in an experimental
school associated with the Learning Reseatch -and Development Center,
Oniversity of Pittsburgh. Usingza\YQ}iety of techniques.drawn from
anthropology and psychology, the investigator elicited a cognitive
map. of school activities. from intermediate grade pupils. This
taxonomy of activities was then used to describe the school from the
pupils' point of view. The taxonomy was refined and validated through
the use of a similarities judgment instrument, and several analytical
schemes were applied to this data. Finally, the interpediate grade
pupils were each observad in a variety of school setzéngs, and their

‘behavior was coded on d& scale that was derived from e activities
taxonomy. The results,of this observdtion scale are presented and
discussed in terms of, the relative frequencies of the activities over

. settings and over pupils. The summary lists five conclusiomns: (1) it
i{s indeed possible to study a school anthropologically; (2) by
focusing on beliefs or what is in peoples heads it is also possible

_fo obtain a reasonable picture of the culture of interest; (3) while

. elementary schcol students think as a group, their behavior does not ,
always conform to the group behavior; (4) open-ended, loosely
structured interviews with a few individuals can indeed provide
cultural information about a group; and (5) our collective ignorance
of schools is such that it is possible for a researcher to enter a
school with a very open agenda and come out with some discoveries.
(Author/DMT) ’ '
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THE BELIEFS AND BEHAVIORS OF PUPILS IN AN EXPERIMENTAL SCHOOL:
‘ INTRODUCTION AND OVERVI

David F. Lancy

Learning Research and Development Center

University of Pittsburgh

-
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Abstract

*This paper, the first 1irn o series, reports the results of a
¥
year long research prOJect conducted in an experlmeﬁtal school

assocxated with the Learning Research and Development Center,
University of Pittsburgh. Us;ng a variety of techniques drawn
from anthropology and psyéhoiogy, ;he invesffgator elicited‘a
cognitive map of school activities from 1ntermed1ate grade‘
pupils. Thls taxonomy of activities was then used to describe
the school from the pupils' point of view. The taxonomy was

refined and validated through the use of a similarities judg-

" ment instrument, and several analytical schemes were applied

to this data. . Finally, the intermediate grade pupifs were
Ld \

v .
each observed 1n a variety of school settings, and their behav-

ior was coded on a scale which 8;5 derived from the activities

taxonomy. The results of this observation scale are presented
a diiscussed in terms of the relative frequencies of the

ctivities over settings and over pupils.




THE BELIEFS AND .BEHAVIORS OF PUPILS IN AN EXPERIMENTAL SCHOOL:
' INTRODUCTION AND OVERVIEW'

e

L : ' David F. Lancy

Learning Resear:h and Development Cenéer
University of Pittsburgh

Behavior depends on the Image
. . Kenneth Boulding, The Image

/

The research project described in this and subsequent re-
ports began as an attempt to qrderstand and describe anthro-
pologically an experimentall (or, developmental) school.  This
school is a medium-siied, suburban elemeﬁtary schodl locaéed
*near Pittsburgh, Pennsylvaﬁia. For convenience, this,sghool.
will be called Longbranch.?® Longbranch is, in many respects,

a typical elementary échool. The population of pupils is drawn

from a single communi;y and is composed of white children from

predominantly middle-class families. There are two classes at

'In most LRDC publications, Longbranch is referred to as
a developmental school. Developmental has the partial conno-
tation that the pupils are somehow abnormal and that the school
is trying to "help” them to develop. Experimental conveys
exactly the atmosphere of closely monitored change, the testing
of ideas, and investment for the good of a group larger than
the resident population, etc., which is characteristic of Long-

branch.

270 insure their anonymlty, dctors in the school are e1t39r“ !
not mentioned by name or are glven pseudonyms. Longbranch is7a
pseudonym.

4
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each grade level from kindergarten through grade 5. The school
1s administered and staffed in the customary manner. Other
normal features of this sohool will emerge in the course of my

descrxptlon.\

In other respects, Longbranch 1s far from ty#ical because
it has had a close relationship, since its founding ten years .
g Ny
ago, with the Learning Research and Development Center: (LRDC)

at the University of Pittsburgh. The Center has developed and

implemented in tf§is school a number of innovative instructional
programs, including individualized curricula in reading, math,
’ \
and spelling; computef-assigged instruction; an Individualized
L 1

Science lab; and a self-managémeht system that gives students

considerable freedom in plannind the course of their day at

school. Longbranch, then, is here considered as a member of
the species errerimenti! 3+hoo's and, more particularly, as a
school in which the phrase :rn!/viiu:’“z! fnstruction charac-

terizes both the philosophy and means of its operation.’

Anthropology in an Experimental School .

To study any living community anthropologically implies

\ "at least two things. First, it implies the use of a method
commonly called fieldwork. As a metgbd, fieldwork is charac-
terized by ‘the researcher remaining %E close contact with the
people under investigation, even if he resorts to instruments

to gather and analyze the data. It is also characteristic of

.

‘For a more extended degcription of the theory and prac- }1
tice -of 1indivjdualized instruction, see Glaser (in press). E
" . 2 4 (
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frellwork that the 1nvestigater 1s foreign to the group he is

Al * . ‘. ] i

studying. As an adult in a child-centered society, the fxeld—
. ‘ '
worker 1n a school T\ 1ndeed a foreigner.

A second impli. tion of an anthropological approach is a
theoretical concern domin.ted by the construct *u’-urc. There
1s li1ttle agreement, however, among anthropologists on a defi-
nitid\ of cuiture. Spradley\}1972) offers an excellent short
review >t lefinitions of culture up to the present time. Two
kinds of definitions reflect current attempts by several schol-
ars to retain the culture construct in the face of pl' istic,
multi-cultural societies:

The "behavioral definition” focuses upon observable

patterns of behavior within some social group. . .

The "cognitive definition,” on the other hand, ex-

cludes behavior and restricts the culture concept

to 1deas, beliefs and knowledge. (Spradley, 1972,

p. 6) ’

From my vantage pcint, both behavior and beliefs are of inter-
est, and of particular interest is the interaction of the two.
I understand culture, then, to be the belief system and behav-
10r patterns ofl a social group.

I was, from the outset, interested in the beliefs and
behaviors of ondg particular group in the school, namely, the
pupils. Gilven the enormous effort that had gone int® the crea-
tion of the .experimental school, I was anxious to discover how
pupils themselves\characterized this\i;i;rt on their behalf.

Because my method Would heavily rely onvinterviews, I chose to

work exclusively with pupils in the intermediate grades on the
) ,
] \ .
\ .
\

IC R




assumption that }hey would be more J!thuldtO about their be-

liefs than “younger pupxlb. The aim of this project, therefore,

. . Cnh .
wis *to Jescrabe, analyze, and interrelate the Heliefs and behav~
. : . Ry
1ors of fourth ahd fifth qraders 1n an experimental school.
“
The Study of Beliefs and behaviors

If the construct of\culﬁgre‘éuffers from a multiplicity of
definit1ons, the construct of belief suffers from a multiplicity
pf analogous uOﬂbthCt; masquerading under varxous names, each
thh 1ts own definition. However, an excellent general defini-

ﬁtxon nf belief 1s provided by Bem (1970): "1f a man percexves

v

" some relationship between two things or)between something and
a characteristic of 1t, Wﬁ is salé”tq hgld a belief. . . . Col-
lectively a man's beliefs compose hig understanding of himself

and his environment” (pp. 4-5). In the most comprehensive re-

view of the field to date, Borhek and 'Curtis (1975) list seyen‘
. | ., -

elements as crucial 1n defining and delimiting belief Systems.

In my research, thetr fourth element, perspective, or cognitive
~':z, receives major attention. "The perspective,wor’Coqnitive
ma}, may consist oé nothing more than a clfssification or set of
cqnceptual tools. Often it forms thougﬂagky ca}linq attention
to the environment through the classification itself" .(p. 11).

I will argue that to fully understand the scheol fifn of
pupils it is necessary to,study.both‘their beliefs with respect
to school and their behaviors within thewsehool setting. Di-

verse bodies of scholarship have begun to converge in this area

and help to show how the beliefs afid behaviors of social groups

']EIQJ!:‘ ; . E% -f. )
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mlqht be related. Stephen Kaplam (1973) reviews and extends
a\‘H

fﬁ&earch

on codnition and \ancludes that men must haVQﬁgognlﬂﬂvé‘ﬁﬁgs.
? ¥
Siven that Man, as a spucpes, understands his enﬁlrdhment‘“thls

the findirgs of several generations of psychologlca&

4

understanding can only vome about through the structured repre-
sentation of tﬁe environment in his mind. Tn survive and evolve
as he hgs, man has had to abstract (often syhbolically in lan-
juage! features of the environment and organize these features

.
in a systematic way. Scholars in the field of.aftificial intel-
ligence have begun to speculaté on and simulate (on a computer)
the actual structure of these cognitive maps, or what Newell
and Simon (193} have called “prdbleﬁ spaces."” Minsky (1974)
nas studied. "frames," which, conceptually at least, resemble
fognitive maps-and wﬁich‘he defines as "a data structure for

. i
representing a stereotyped situation" (p. l). He describes

possible configurations for frames that handle the data of

‘visual imagery and the data of language units’

In this study, I will be working with beliefs l{ke the
fpllowing: "A tree is a type of plant," "There are evergreen
treesiand greeS that lose théir leaves," and "Some trees that
lose their léaveé are fruit trees." These beliefs are organized
into a cognitive map that can be well represerited as a taxonomy<
F |

“In this paper, the term map is used metaphorically. This
raises some problems because others have used it more literally

{in 2cgrit{pe mar) in recent publications. See, for example,
several of the articles in Downs and Stea (1973).

| S 5 \
Q '
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fruit trees
» v : X
Like the world of plants, the experimental school is gomposed
of many things, and this study will probe the ways that pupils
organize these things into cognitive maps of school 1ife,§or ‘

“

taxonomiés‘of things they encounter in school.
\
Similarly, Berger and Luckman (}967) synthesize and extend"
" a theory which dates back at -lea5t to Husserl: that reality is
*matructe i, Man cannot ,know or describe his environment except
as it is organized into cognitive maps in his own°mind. More
than this, Man as a social animal learns to construct reality
as others around him do. Socialnggoups are characterizéd, then,
. as constellations of individuals with highly congruent belief
systems or highly similar ways of construcging Peality. Pupils
are not handed cognitive maps’ of the sc;ool on the first day of .
class. Rather, they must construct these maps as they go along,
influenced, at least in part, by what their peérs s;; about and
do in schodl. The map contains a pupil's assumptions about the
i

school, its rules, routines, requirements, and so on. New

things or situations are comfortably fitted into appropriate

iv

6
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“nodes of the taxonumy to the extent that they are similar td
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old things. School life.shapes the pupils' map, and the map,

“in turn, guides their view of and behavior, in the school en-

N
vironment.
1

I treat. pupils as ;—*;rs wno congtruct'and share the reali-
' . : .
ty -~f ﬂongbranch. lr, this context, I wanted to ask a series of
N )
questions about the reality éonstqggtion process: What is the
content and structure of fourth and fifth graders’ cdgnitive
map (3) of Longbranch? Is there a single, widely shared map
{giviryg evidence of 2 social group rather -than a mere aggregate
of 16dividuais\,' v omany dedsyncratlc maps?-‘what underlies this
. L]

mav in terms of a few highly salient dimehsiohs, or what might
be called Suberanrive Leliefs (Borhék & Curtis, 1975, p. 12)?

what is the relationship between the map as a "quide for behav-

1ng” and the actual behavior of -pupils in the environment? -

Actors and Reality Construction

During the course ‘of a year, Longbranch plays host to many

visitors. These visitors are diawn to Longbranch because of
5

1ts experimental status. Before visiting the school, many of
these people have undoubtedly read several articles written by
LRDC staff that describe the design, implemeqtatién, and evalua-
tion of the instructional systems used in Longbranch. The visi-
tors are-guided on their tour by a representativé of the.Center

whose other duties encompass both the facilitation of LRDC's

work and the smooth functioning of the school as a whole. ' They

. 11

\
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a dxfferent %Ft o

‘but pupils lack such formal opportunities for expression. It

.
’
.

. . .

may also Rave ap opportunity to talk informally with teachers,
be \ ; .

pupils, and their parent$~(%ho also regularly visit). I often

N

wondered what kimnd of impregsion these visitors carried away
L . )

with them. At the»4cast,§they must have been impressed by the

.

. . A A " . ‘
dxvgyée cummunity of indiwiduals who -contribute to the school

’

life of Longbr\ h. deh actor in the community, whether teacher,

researcher; develoﬂgr, parept or pupil, will bé assccliated with

-

sks and also a different set of bellefs

about school 11

One group o a\zgrs, pupils, serves as the subjgct of this'

report, and otheﬁ a rs in ths Longbranch community will serve

N _ : .
as 1ts audience.g‘ﬂ ere are several reasons why this project

& +

will be of xrtcré ﬁ to an audience of role-playing 1nd1v1duals
(or actoré) who arggﬁnvolved with Longbranch. First, by taklng
the pupil's perspegtive, a view of school Tife is exposed for

the first time. Researchers consult with tgachers and vice-

L . !

versa; the school communicates with parents in.arious ways;j

.

is highly likely that the pupils' perspective or beliefs will

differ significantly from that of other actors involved with-

v

the school. Cicourel and his associates (1974) conducted a

study quite similar to this one and héd this to say abé::\pupil
. S

.

vs. teacher beliefs:. - N

Comparing the teacher's accounts of the lesson
. . with those of the children produced dif-
Eerent accounts of the "same" scene. It was
sometimes difficult to recognize that the chil-
dren and the teacher witnessed the same event.

Aruitoxt provided by Eic:
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W L 4
. The ~hildren's responses during thg~lgsson "pro-.
y vided fferent conceptrons of correct and un-
‘ correct Panswers which contrasted with the teach- e
.er's expectations . . . the childf?i seBmed to
‘receive gnd organize the- lesson in Zterms of
‘their own gglentations at the time of the event.
+ (p. 4) q& .

Researchers attend to pup:ls as learners, reachers attend to

outstanding (1in a positive or negative sense) pupils, and par~

ents attend teo their own. children. This study will focus -atten-

*
tion on the iptermediate grade pupils as a coherent social group.-
. ' 4
. A second and related intention is to provide a holistic

acgoynt of thg” school life @f fourth and fifth graders. Again, , j’
N { . .

the perspectives of other groups are constrained in various

'
]

1 . : '

: ways. LRDC staff are mainly 1nteresszd/;: those aspects of ’ .
schocl life that pertain to their particularn endeavors. There
are mathematics experts, sciewfe experts, computer-assisted .,

q‘, - . . -

instruction experts,ﬁhnd so on. The mathematics expert knows

little about what pupils do in art class. Similarfi,‘teachers
A

are most knowledgeable about those aspects -of school life where

s puplls are under their direct-charge. The homeroom teacher
—
rarely visits the science lab or talks with the science teacher
. B . .
about what goes on there. By describing afl of the settings

that make up school life, opportunyties for cross-subject or
. . \
cross-setting comparisons are possible. "I will make some of

these comparisons, but it js hoped, that others will make many

more and more meaningful comparisons between the particular
. ]

Py N
settings in which they .aragthe princiﬁ%& actors and other set-

> . I R

" tidgs whére they don't play a role.

KON
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. Procedure \\
™ t
\\\/ 1S project can be best characterized.as occurring in

€ phases. Ddrlnq the first phase, which lasted approxi-

ately four months, da;a'collectxon was unobstrusive, undirected,
and unstructuged. It consisted of observing Children,.gakinq
notes on their school life and, somewhat'létér, recor@ing their
spontareous conversations. During the second phase, wﬁicr

lasted approxxmate}y two months, data gathering int;uded into
school life and became more s£ructured and s;stemhtic. During
this phase, three types of Open-ended but directed interview-
1ngy techniques were used with a few children. During the last
phase, also lastiﬁg wwo months, data qathering\became highly
structured and systeﬁa&ic. A similarities judgment instrument

x~

was |Jadministered to all fourth andeifth-qfaders, and they were
all repeatedly observe? using a behavior observation sc;le.
Each phaée of the research built on the previous phase in tﬁaF
the results from each phése were used in constructing the data-
collertion procedures ;n subsequent phases. Because of this
last feature, it will be necessary to present some of the re-

sults in the procedure section in order to show how techniques

were constructed.

Phase l: Observation and Recording

The first step in any piece of fieldwork is the establish-
ment of one's'role-vis-a-vis the culture one studies. I could

not operate from a blind (although such methods may be possible
\ . \ 14
‘e
) KA
10

Qo ' ' -
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1n tuture 1nwestigitions of schools), nor could I pass as a

fourth grader. 1 presented myself to the population at Long-

. P
branch as a reseircher from the Learning Research and Develop-

~

ment Jenter.  This zn'o-has ¢as1ly taken on because researchers
art 1 common freature 1n IS and most experxyental schools.
Beyond this 1n1tial starting point, the role became more diffi-
~ult to fultill berause, unlike previous researchers at Long~-

mranch, T {i1a not have a short-term fell-specified set of objec-
4

fives.  Well lnto;fhe project, I was still being asked by pupils
or rﬁncsers what 1 was doing there. My answer w;s usually .
froamed as_"I'm rrylng }o see what kids do at Longbranch.! See-
1ing me-tak;nq notes 1n a notebook, pupils asked if I was writing
1 bnok'abogg them. Wher I replied that I was, they asked, "Will

, .
I be 1n the book}"‘ I always replied in the affirmative. [for

the pdpxls, ther, 1 became the "man who is writing a book about
Londbranph I observed fourth and fifth graders in every set-
ting 1n the school where they might regularly be found for three

’

The most frequented areas included: a homeroom classroom; a

learning center shared by several homerobms which contains com-

puter termlnals, bookshelves, racks hOldlng consumable’lesson

sheeﬁs, and aide stations; hallways; the llbrary, the play—

-

ground; the gymna51um, and a science lab. An implicit assump—

N

tlon from the beginning was that the school as an env1ronment 6

B .
was "differentiated” and that rooms or areas of. the school

mlght be an lmportant source of variation in the env1ronment

ThiSJassumption wgs to prove correct.

. 11 ) .
- Y
Q : -
ERIC - 15 : g
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I literally tollowed lasses (two each in the fouréh and
fifth grades) around in the school. when a class had finished .
art, I followed it to the library; when it had finished (after
50 minutes) 1n the library, I followed it back to the homerpom,
and so on. I took notes on features of rooms or areas, on
:pupils. and on activities or recurrent themes of pupil-room-
behavior 1ntgraction patterns. . ) . o ’1‘

This observation peﬁaod aided in the construction of my
own cognitive map of the school. -This map was not a blank
space Eocbegin with 1n that I had had some prior exposure ‘to
elementary schools as a former pupil and had considerable . in-

formation about the curriculum and management system that nad

been designed at LRDC and implemented #t Longbranch. Hence, my
cognitive map of Longbranch was refined and filled in during
this period. This personal cognitive map was used throlghout

~

the remaxnde} of the data collection and analysis period as a
kind Gf standard against which I cou;d compare the cognitive
maps of children. .

. A secondgjaim of the observation period was to_alloQ the
popuLatio; of Longbranch to fit me into its cognitive map. I
knew that my method would eventually call for interviewing
puplls and, pefhaps. éeachers. I wanted my respdndents to Q?el
unthreatened and uninhibited in my presence. Thérefore._as a

researcher, I neither aggressively pursued my prey nor remained

distant and aloof. In the course of taking notes, I answered

.

pupils’' and teachers' questions about myself and my work honestly,

ERIC
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ani I relped out whenedor asked. By the end of December, I knew
T .
the names nf all 80 &Qurth and f:fth graders, and they knew my
IS oA -
. name. (Unhappy wlth my request to b called “pPavid,” they called
: =

me “"Mr. Lavid".) -

' The first step 1n o.L'clting puplls’ views of tﬁeir school
was rrrough the use of a tape recorder to record the conversa-
tions of small qroup§ of pupils. After approximately a month
nf observing, I knew where phpxls,gathered to chat and I was

quffr1¢ntly welosmed in the community so that my further intru-

-

R ;
51on vila a4 tape recorder was permitted. One such spot was a
1

t11. “dbinet fi1lled with tape cassettes (used in spelling) located ©

o thv/hxllway. Whern two or more pupils arrived.at the cabinet '

-

1t *he¢ same time to get OrF return a cassette, a cowversation
asually ensued. A tape recorder was left to run on top of this

cablget for two hours of tape time. These recorded conversations

i

were gathered from several spots 1n the school, and six hours

! -

of guch conversation was recorded and later transcribed. : b\k
From a technical standpoint, the tapes proved to be very
bad; ‘they were inaudible, garbled, or just plain blank. From

. the salva?eable portions, two findings emerged. As 1 expected, gﬁ&

pupils used language rather differently from me. They used
terms and éordstructions which, had I not known the coptexé, I

would have found meaningless. I would use these terms later in
my interviews with children, and knoyiﬁg at least something of

their language greatly facilitated my work. These conversations

v
overwhelmingly dealt with two topics: 50% of the time (on Mon-

v N

days this jumped to 75%) pupils” discussed television programs

| :
. o : |
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they th recent.y seen, and 40% of the time they talked about

"activities."” The term artivities, I later learn has at

4

least two -meanings: It can refer to the period after one's work

is done when one can freely choose to engage in an_“activitx"
As

. 4
(playing a game, drawing, reading, etc.), or it /can be us

a general term that includes all the patterned bé aviors that

.

pupils (but not teachers) engage in (such as working,
,playingy etc.) in school. 1In conversation, words

making, w- rking, and so on occurred frequently and seemed to be

used as opening and closing gambits, such as "What are you Wor

ing on?" or SLet's make monsters with the Tinkertoys" or "I think

I'1l do my wprk now." 20

.

Phase 2: Eliciting the Pupils' Cognitive Mg&

QL I will discuss furthexr ramifications 6f ‘these tapes in the (1
results section, but at theg time, I wsed é&hem as a guide in set- ’
ting up the next phase of research. I had already been struck
in my observations by the range of activities that pupils en-
gagzd in, the extent to which they thehSelQes determined the

~ onset and termination of an activity, and ‘the co—occur?ence in
the same room,of several seemlngly disparate activ1t1es. It .
seemed reasonable to-assume . that a-cognitive map of schoolqllfe
might be ogganized.around thé%e named activities. But the‘Gog—
nitive map ¢could not be gleaned from the conversations nor in-
ferred from an out51der s obsgr%étlon of pupllS' behavior.
Getting at chxs cognitlve map would prove dlfflcult Eth604 

“! 5
scientists, notably’ Frake (1964), have had considerable success

P A
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in eliciting coqnitxv;\muﬁs of medicine, law, ceremonial events,
and so on, but their informants have always been adults and they
]

nave always worked within’ clearly bouncded domains. They have

sought the conceptual schera that native peoples usc in coding

L]
and organizing concrete objects suc¢h as plants, treel, kinsmen,
1
. , )
and so on, but they have not dealt with.anything as abstract as

activities. Furthermore, they have not sought to demonstrate
that the cognitive maps theéy elicit from one or two informants

. h \
are representative for any and all similar 4nformants.

Praget, 1n the introduction to The “hild's éénggﬁtian of
*h. w ort 7 (1960), outlinés a very nice belief elicitation pro-
~edure which he calls the »!ini*al vrramination. Unfortunately, '
he éggmied his examinations only far enough to tease out key dif-

s EOLT ; :
ferences 1n the thought processes of children of different ages,

without being able to show any kind of complete map for a given

domain (Lancy & Resnick, Note 1). . s
So, I used several different interﬁiewinq techniques bor- ,

rowed or’aﬁalqamated from the techniques of Piaget, the ethna-

scientists, and Jerome Bruner. An exerpt from the first tech-

. . . .
nique used is shown herer - .

. D.L.: What else do you do in librggy?
ig
John: We throw things. N
D.L.: -What kinds of things do you throw?
John: ©Oh, spit balls, pencilé, paper airplanes.

D.L.: What kind of activity is it when you throw things?

'S " e
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John:

D.L.:

tooling around,

That 'S whon we ' o
How else do kids tobl around in the library? .

v

John:  They bug people.

TLLor o Whar does that mean?

John: Well, when someone 1s workina, you bother them.
You steal their pencil, or gall them nameg. Any-

8 thing to get ‘em upset. I

.

The technijue 1s similar to a clinical examination ind 1nv?1ves

4

querying kids about their activities, trying to get at defini-

tions and relationships. Minimal content analysis of this ex-

erpt reveals, for example, that "throwing things"' 1s coded by
5

vupils as "fooling around” and that one can throw a variety of
+

things, tholading “"spit balls,” "pencils," and “"paper airplanes.”

“"Bugaing” 1s a second class of activities under fooling around,

and John (a f1fth grader) defines this activity here. I con-

“

ducted several of these 1nterviews with fourth and fifth graders

of both sexes, each lasting roughly 20 minutes, and the terms

and relationships that John mentioned appeared in other inter-
. B . ~ '

views. -
-

The 1nterviewsiproceeded from the aséumption that the cog-
nitive map is constructed asya taxonomy of’ terms re%ated to each
other semantically. There would be supérordinate and subordinate

. .
terms and minimal taxa

.

tioning strateqy was to start a pupil off in a branch of the

(terms with no subordinates). My ques-

o

.

enceforth, whenever I first use a term or phrase which

was elicited or overheard from a pupil, it will be placed in
.quatation marks. .

P e
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taxonomy and then lead Him or her up and down the branch. 1In
rthe interview with John, we moved down from thrpowing things to . .
{suboriinate, th;owan sp1t balls, then up to (superordinéte) .
fjéllhl around and down 3gain (subordinate) to gugqfnq someone.
In this way, the taXnnomY 1s gradually filled in. +To be sure, -
I was alive to the possibility that these terms did not fit to- -
gJether taixonomically at 511. But, since pupzls responded quite

readil. t ny very general prompts with similar patterns of re-y /
sponses, [ was led tolbelleve that a semantic taxonomy was indeed

*rhe correct way of representing this particular cognitive map. -

In sddition to guestions reievant to the creation of a
taxongmy, 0OMe juestions wereidirected at defining certain terms
such as "buagging someone" whose meani%gs were not obvious. The
same terms were défined b? Jifferent pupils in order to arrive
at consensual definitions. Fxnally: I led pupils to dis;uss» - ‘
ateributes of these terms. Most of these questibns followed
from the definition-seeking questgqns. Two attribd$e§ of fool-
1ng around,; for exanple, are thatgit is "not allowed” and it is B .
someéthing that you thereﬁare hope to-"get }way with."

T then interviewed smgl{ groups of pupils in the same man-
ner. 1In these interviews,'it became clearer where points of
conflict or divergence between pupils could arise. In such a
group interview I lea;;ed, for gxample, that pupils play in gym
but that $Omebpupils felt cheated by the new teacher because

4 R '
she made them learn skills (as in the various positions in bas-

' N
ketball) and- tested them on their knowledge of these skills.

. -

LT
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Others said ,they simply 1gnored this lntrusion of work into a

play area and continued to believe that the gym was for "play-

i
«ing.” I was also impressed, however, with the extent to which
ar
pupils agreed on definitions and relationships within the domain
* . . -

of i:txvities. A cognitive map of activities seemed to be emerg-

1ing from these intgrviews. There were a finite number of named

activities, and these were related to each other in a hieragzpi—

cal fashion.

One furt?gr technique I employ¢d was borrowed from Bruner
(Bruner, Olver, & Greenfield, 1966), the 20 questions game. I

constructed a ixst of 25 sentgnces. Each sentence contained an
. W
activity, a named fourth or fifth grader, and a location” (e.q.,
'
"Don 1s looklnq up somethln@ in the encyclopedia in the ihbrary ).

«

Fifteen puplls}%ere individually given some instruction on how

: . .
to play the qaﬁé. Here is an example of such an interview con-

ducted in the game format:
. . : iy b

Maureen: 'Is it a boy? oy

D.L.: Yes. o
Maurgen: I$ he tall? . ”
la D.L.: Yes.

Maureen: Does he have dark hair?

D.L.: Yes.

Maureen: Does he have glasses?

D.L.: No. N
i
Maureen: Is it Tommy? i .
i v ES
M A
D.L.: ~ No. . ) : :
: 23 I . ’ ’
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Maureen: Is Lt.Jimmy?

D.L.: No.
Maureen: ®Pon? . 1
D.L\: Yes. - ’ .

>
Maureen: Is he working?

D.L.: Yes.

Maureen: Is he doing his math?

i
.

‘D.L.: No.
- Maureen: Reading?
D.L.: No.

Maureen: Maintenance?
D.L.: No.

Maureen: Spelling?

D.L.: No.
Maureen: Is he in our room? . '
D.L.: No.

Maureen: Is he in the library? C
D.L.: Yes. .. . , ;

Maureen: Is he“doing his tibrary skills?

D.L.: Yes. : . -
E ‘f.“ kR ~ ™
Maureen: 1Is he taking a test?
D.L.: No.
Maureen: Work pages? ' : v
~ D.L.: Yes. What's he doing his wprk page on?

’

Maureen: Does.he have to use the card catalog?

[N

D.L.: . No. o

23
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Maireen: Pencil? .

D.L.: _No.

Maureen: A tape?

-

D.L.: No.

Maureen: A .book?

D.L.: Yes.
Maureen: Dictionary?

. D.L.: ' No.

Maureen: - Encyclopedia?

N

D.L.: Yes, Don is looking up something in the ency-
clopedia.

The object is to have the child use his or her cognitive
map of the school to paftition the set of possible alte;gativés

in order to arrive more quickly at the solution. When Maureen
askg, "Is it a boy?" and I answer "Yes," she eliminates half the

alternative pupils. When she asks "Is he working?" and I answer

"Yes," she eliminates all activities coded as fooling around)

making, helping, or playing. Further down, one can see how she 0
partitions the various subjécts children work on: math, reading,
maintenénce, sgeliing, and library skills. Unfortunately, ;s

promising as this technique appeared, I ran into an anticipated

" L
cognitiVve development p{oblem. In Bruner's research, young chil-

‘dren do not use & partitioning strategy in the 20 questions game;
o N .. .
they ask udstions that eliminate.only one alternative. Older

children do use the strategy, but figth and sixth grade appears
’ ~ S
to be the threshold age for this behavior. Thus, although some

ﬁ‘ ) ’ .

ERIC
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of my tﬁformanex were able to'use the strateqy, others were not--
N Ra .

?adreen was a good strategist.

-
. t

Thirty pupils were interviewed using'éhe three types of
inFervééws ment ionéa dbO}ﬂ. These were recorded,.transcribed,
ana analyzed for content. A taxonomy of activities emerged from
57ese efforts (Figqure 3), which.will bé discussed-in the results
section. In addition to activities, I directed pupils to the
domains.of places and Peoplé/ n the school. fhese questions'
proved less fruitful as lines of inquiry, and this will also be

‘taken up later. -~ < e

g Phase 3: The Use of Ingtruments
¢ —

A}

' Several questions remained open deshite the confidefice .I

placedxin the accuracy of the activities takonomy. These

generated by concern for the validity of the taxonomy as a

widely shared belief system and a desire to discover if there

.

were any systelatid departures from the normative portrait I
had achieved thils far. The interviews on which it was based

were collécted from a ﬁonrgndom sample of the fourth and fifth

1

graders; e€ach interview overlapped previous intepviews, but they
were in no sense controlled or standardized. Thu;, one might

ask whether any feature\of the taxonomy holds for all. pupils.
7~

Of particular concern was the structure of the taxonomy: Were ?

the hierarchical relationships depicted therein’an accurate . |

reflection of some cognitive map which children held of schools?

A final, important question deals with the underlying dimensions

21

e 23

Aruitoxt provided by Eic:




)
ef the taxonomy--the qualities or attributes that suggest why.
activities are grouped as they are in the taxonéhy.

To answer these and other questlodsFand,’in generaly;to
validate the -taxonomy, I designed a similaritics Judgment instru-
ment,-a pege from which is sh&wn in Fiéure i. I wanted a deVicevw
that would tap. the relationships among activities but which could'
be 'standardized and economically administered to:allABO fourth {V
and fifth graders. I composed 25 phrases, each of which had beed

. . \ ‘
a part of a' pupil's response in a clinical examinetion interviewJ
but selected so that th%%%&ln (taxonomlc) categgQries wouig be
about equally represented. As can be seen in Figure k e?&h 1

.y

phrase included an activity gnd a settifig. . Each ofvthe'25

- ‘ ) : .
, ph;ases was paired with every other phrese,,and,pupils were i
given a five-point similarity scale and®told to rate the degymee < |

¢ .

of simllarity of each pair. This yielded a total of 300 judg-

ments made by’ each pupll . Pupils were administered the test in ;
I3 . Qn
groups of five, a&l seated around a table. There were. several
- . : : . . -
sample judgments which they made before-beginning, and a set of

instructions. The test was broken into three parts, and- pupils -

mcbmpleted one part a week for three weeks. Average ximeﬁﬁbﬁgom—

. L. .

pletion was 12 minutes per part, and this did not vary oyer test

dates. Pupils understood the requirements and completed the test

v

willingly. A problem/éid arise,‘howeven.' There was a/Etrqng

tendency to rate all pairs as "a lot dlffereﬂt " After the flt&t:y

~ .

-test session, I. exhorted puplls, prior to beglnnlng the subse~-

quent parts of ‘the“test, to “think of ways the two things are

T ]

4 a}lke. -,4 : | 2 ‘3
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A variety of guestions can be put ?o thé similarities data,
but three were of critical importance. gsinq a hierarchical -
clugtering procedure devised by Joﬁnson (1967), it is possible
to test the extent to which the phrases form clusters, C.lusters

\
are formed when a large proportion of tﬁe subjects rate phrases
as being similar. Since the output from t!he Johgson program .
.shows clusters ayranged in a tree structﬁre, this can be com-
pared directly to the taxonomy elicited through interviews and
can act as a check on the structure of the taxonomy. I'

A second question concerned the identification of the dimen-
sions or attributes underlying the taéonomy. The KYST program
(Kruskal, Loring, & Seery, no date) was applied.to the d;ta to
-fipd the number of dimensions that best accounted for the vari-

‘ance in sub)ect * judgments. Once this number is found, a
weight on e;:;’Zimension is computed for eac; of the 25 phrases.
The weight value signifies "how much" of the particular attri-
bute is conté}ned in the phrase.

Finally, because clustering was not perfect, another tech-
nique was used to determine whether the map was :oughly the same
for all pupils or whether there were subgroupings of individuals,

each using different attributes to order the activities domain.

The results of the clustering prograﬁkindicated that pupils did

not wholly agree on the extent of similarity of the.different

phrases. The possibility existed that not all of the attributes
*x
were being used by all pupils in making their judgments. A pro- s

gram called INDSCAL (Carroll & Chang, 1970) was used to test for

N
a
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thls Doessilliity.  DRDDUAL ot the dara from each subject
.
geparitel; 1nd a3s1ins 2 dimensior weight to each. If we were
vo fand, cor oxampie, thar o ome jroup of pup1ls had high weight
wvalues while anoth @ roup had low welght values for the same
\ “
Jdimension, then we woulld e to allow for the possibility of

Crwo of more cognltlve maps, On the other hand, 1{ there were

very l1vele variition o in Jimension weight values over subjects,

we woii ! oo+ oanclude that all pupils view iwtivities in

«

. n rtre dame way ind that they share a single cﬁqnitive map of
trem, ' N

From 1 foafel, praygmatic standpoxnﬁ, the belief system of
raplls s ot Larttle worcﬁ if rthere is no relationship between
P way taey prroeive the nvhuoi and their bcha&ior patterns in

L. T “ﬁpltktdlﬂr“llt1uﬂnh|p hetrween belief systems and

overt bcﬁavxurs ras been a matter for lively research and debate
(Bem, 1970: Fishbein, 1967) which wi}\ not be resolved'in this
study. My owpservations had confirmed that the activities in-
cluded 1n the taxonon wére indeed taking place in the school

. :
setting but I d41d not have a firm sense of their frequency rela-
tive to each other. I did not know, forécxample, ;hether ;mil-
iren spend more time engaged ip making activities or more time
1n playiyng. I also had reason to believe that frequency would
vary as a function of the particular setting, so that fooling
.d}ouhd, for example, might be more prevalent in the librarv

than in the écxenqe lab. Finally, it was clear that, individual

children varied greatly in their involvement in ‘these activities.

25 .
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14 vqnﬁ}ructcd a behavioral observation scale to answer these
and cther questions. The cateqn}xes and Aofxnitxons were taken
from the &9 interviews 1 had dope. The scale is shown in Figure
2, and the codes can be tound in Appondix‘h. Since the taxonomy
containsg over 25 cateqorxe%,'l had to be somqwhat'u?lective.
Thus, geveral types 6f féﬁixng around were coded together as
other,® 111 types of play as playing, af&'makinq activities as
mgkxqu and .50 pn. Pilot use of thJ code made it clear that a
few categories not found 1n the taxonomy would have to be added.
Pup1la 113 not distinguish betwqen talking to the teacher and
Lf{tunan to the teacher., Since I wanted to retain this distinc-

.t1on, l created two categories: watching and listening and talk-
1ng to. These two categories were split again, and each was *
coded as either I or O, depending on whether the pupils were
witching something related to instfuction (1) or something else
(0, other), "and whether the pupil is talking to the teacher
about 1nstructional matters (]) or something else (0O). Talking
with peer, which pupils cdlled "visiting,"” 1s found in the taxon-
omy under fooling around, but pupils do talk to each other about
tnstructional matters as well, so I included the I/0 distinction

there also. Fxnally,'althouqh the category unidentified was
, ] e e
&

(2

“In the original version of the instrument, the term foo!l-
“v% :r 4r! was 1ncluded to describe a category of behavior. The
schonl principal, cognizant of the school's critics, objected
to the use of this term, so I changed it to .ther., During the
observation research, however, the\category was treated as fool-
ing around.

’ r\ “ " N
;¥ O U
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.

ériginally intended ag a garbage category, throughout the first
-

quarter of the observatian research the only uncodable behavior

was watting; so I dgfined and observéd unidentitied as yg{;{gg/

Eor theyrest of the research. e ge catoqorxoﬁ were then ex-

haustive 05 all pupti behaviors.

In addition to activity, two further 'kinds of information
~we;e collected because they seemed to have an impact on activi-
ties. These were whether the pupil'was engaged in an activity
with one or moré other cgildren--the group category--and the
pupil's location in the room. .

Each column in Figure 2 represented one observation trial

for one pupil.' Trials lasted 15 seconds. The first 10 seconds
{timed on a stopwatch) were used to locate the child whose namé
appeared on the top of the column {these names were listed alpha-
betically).. The observer moved close enough to the child so that
.a precise determination of_activity could be made. The child was
then observed for 2-3 seconds, and the observer. coded all of the
relevant information. Pupils were observed in rotation through
an entire class, and observation trials on single pupils were
gpaced at least 10 minutes apart. ‘

Each of the 80‘pupils was observed’ in six different set-

tings in the school, and the number of ,trials/pupil/setting

71t should be pointed out that I was the observer in all but
one of the settings where I was joined by -a co-observer. At the
time of this particular study, I had logged many hours in vari-
qQus settings in the school. Teachers and pupils were, there-
fore, thoroughly acclimated to my presence and to my moving
- around the room and staring over pupils' shoulders. '

ERIC .32
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’
variéd to take avcnunt'ofhthv tact that pupils spend a;oportionj
- RN . .
ally more time ih some séttxngs than in others. The settings "h'
and the number of times a child was bbserved in each setting
were as follows; ' o _ '

1. Blcck--a 3- »ch pericd in the mornina when children

work in 1nd1v1duallzed math, read;nq, and spelling curricula:
10 -obs. ' ‘
. 2. other 'Studies--a l-hour period each afternoon when
children Have traditional, nonindiQidualized studies in various
sub)ect—matgsr areas, gncludihg health, social studieg, andslan-
guage arts: 6 obs.

J. Art--two 45-m%pute,periods per week when puéils have
, art with a special teacher: 5 obs. ‘o

4. Library--an 1nd1v1dua11zed course (Lé & RS) in library
ski1lls which pupils have in the library under the direction of
the school‘Librarian. ‘There are two 45—minute periods during
the week that a class spends in the library: 5 obs.

5. £§-jrefers,to individu;lized science, a class that
pupils have once a week fér 4§ minuteé in the science lab with
the science teacher: 5 obs. ‘, !

6. Sci-SS--refers to self-selected sgdence. Pubiié are
requiied to visit the.science lab on pheir own initiative at
least 45 minutes a week during which time they are expected to
wérk on lessons, and if they spend mére time in the lab, they
may elect to do other self-selected projects. Most spend more

than 45 minutes per week in_the lab, and most engage in sélf—

selected projects: 5 obs,

Q ‘ o
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Thus, a total of 36 observations were made per pupil, and
w the number'ef observations per setting was 800 in Block, 480 in .
Other Studies, and 400 in the remaining sett1ngs Although I
was the principal coder for the study, I was joined by an experi—
.enced coder in the Art setting. We independently coded for group,.
location, and activity for five trials. Average inter~coder
agreement was satisfactory at 78.8%, Disagreement arose almost
exclusively because\we occasiorally fell "out-of-sync": The ’

activities of pupils change so rapidly that two observers must ’

be coding at the same second to achieve total agreement. All of

the behavior data was then computer analyzed for frequency coﬁngi,

and categories were cross-tabu .
The behavioral observation study was the last piece of re-

search that I carried out at Longbranch. It came very near the

end of the year, bt it represented what I consider to be the

-

last link in-a methodological chain. This chain stretched from

_the casual observation of pupils’ behaviors baseﬂ on an outsider's
cognitive map of the school, to rigoréus behayvior observation

and scaling based on the pupils' cognitiVe map of the school.

. . Results 85
I will not attempt, in this section, to review all that T
learned about the beliefs and behaviors of pupils at Longbranch.
Most of these findings will b; presented in subse&hent papers
’ which will focus, reepectively, on individualized versus n-

individualized classes, the science lab, and pupils as indi-

: &
viduals. Rather, the results section will set a background for

30
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the mores focused, feports to fclle, and then summary results

from the yar%?us teéhniques employed will be used to dissect
h: . . - %

the assumptions, theoretical foundations, and methodology of
. . ,

this project. / ot ’
I ) .

The School Setting

School life for pupils in'fﬁe intermediate grades at Long-

branch coasists, in many respects, of experience po different

.

from the cxperiences that other cﬁild;en have- who are not ‘in
experimental schools. Pupils do not chgose to attend Long-
branch; they are required to do so by-virtue of the compulsory

education law and their place of residence. Most walk or ar%/

~

driven to and from school by their parents, and the school day
runs from 9:00 asm. to 4:00 p.m. The school building is square
1n shape with offices, special purpose rooms, and a gyﬁ in the
middle; classrooms and a learning center for }he primary érades
occupy one side of the'square, while those for intermeqiate
grades ,occupy the opposite side. The building is one story,
modern, very light, and clean. The two léarning centers at oppo-

- . L]
site ends of the building and the H-shaped hallway that connects

all the rooms of the school are the focal points for pupil-pupil
tnteraction. B ‘
There are homerooms and homeroom teachers; “special"” teach-

ers for art, music, science (the only male teacher in the school},
and gym; a nurse; and a nonteaching principal.. The principal. is .

benevolent but stern, and misbehaving pupils are sent to her

office to cool their heels before being given a hracing admonf;ion.
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Pupils travel en bloc to the gym several times & week, twice a .

’

week to the 1ibrdry,.aﬂd once a week to the science lab."kt
other times, they travel d1ngly or in small groups to small

.
group classes (to learn to play a musical instrument, to receive
speqial tutoriné*under Title 1), to the science lab, the liSrary,

5

the offi&ée, or.to various locations in the school where supplies

or.learning resources are stored. These trips can be occasions
for a little fooling around, that is, t;1kinq or running.
while pupils do have assigned seats, desks are mpvable, and
arrangements of them are highly.varié& across homerooms and ovef
time. Pupxls can maintain direct eye contact with at least two
other puplls in every room except the library (where vision is
blocked by high parrxrxons on Ufgfe sides of each desk). The
seatxng arra;gements allow a high degree of proplnqu1ty One
wall of each room is dominated by windows under which there are
shelves. The remaining walls are given over to blackboards and
bulletin boar@s, and there will be a long seat-bench where the
tape players are sitpated. In a sense, there is no front of
the .room, except the sﬁot where the teacher's desk is situated,
and this changes as weﬁl. Large areas of the floor a%%’left
‘open, and pupils- are perﬁitted to sit and lie-on the floor to -
do their work or play games. In two rooms, carp;ts are provided
‘to facilitate this. .
The learning center is fed into by f6u: classrooms. In the.
oﬁe‘used by fourth and fifth gradefs there is a large table on
which there are Six cathode-ray tube (CRT) computer terminals,

s

four desks at Whlch aides are statloned shelves with books, and

g
g
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racks with consumable leason sheets.  The main héllway-contaiﬁs
a drlnk:rq fountain and a filing "ablnet for cassette tapes, and
the ha}lﬁ are used as a gallery for the display of student art
works The science lab 1s in a separate bqilding to the rear of
the séhool. Thbré, larq: tables and bocths are used ir place
of deské, stands holdfﬁ!&sguipment run along two walls, and
there atfe. animals in glass aquariums in one corner of the room.
In shorf, t+he physical settings are d&versified,‘modern, and
flexible. One gets the impression that the school is there for
the use of pupils in the sense that only three spaces in the
schoo};ﬁrc off limits to pupils. These are the beiler room,
the teachexs' lounge, and the‘office. Otherwise, pupils may
take a great deal of initiative 1n using and arranging the}@b-
jects and spaces in the school.

The‘school day is divide8 into two parts. From 9:00 to
lZ:OO; children are in Block. Block is gharacterized by a self-
management scheme (Stone & Vaughn, in press; Wang, f974) whereby
pupils w;rk on prescribed as§igﬁments and engage in self-selected -
activities according to plans which they have‘bohséructed in
conference with their teacher. These daily plans list the "goals"
that the child has agreed he/she wiil accomplish that day. Such
‘goals might inclyde: "doing" a number of reaéing ~pages," "doing"
a "skill" in a math "unit," taking a "CET" ‘(curriculum-embedded
tést), spending time on "SPELPAT" (a computer program that
teaches spelling), spending some time in the science léb, andA

" spending 45 miﬁubes on "selected reading“"pupils select b0§k5

-~

from an approved list). Each day must include some goals'(and
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therefore some work) 1n math, reading, and spelling; other areas

r
are optional. The child also gpecifies the amount oa time durfhg

’

X Block that he expects to spend playing. However, the system A

works in such a way that if todéy'é or this week'é,goals ;fe not‘.
met, then the child is usually not permitted ahself—selected
activity”(pla?ing or making)'the follé%ing da?/wee&s' Childreg
may do théir éasks in any order the§'¢hoose, Most claim to
start Jith the hardest work first; go on gﬁrough to the easiest;
and when their work is finished, engage in a self—sgleczed ac-
tivity.  There are formal and informal sanctions against playing
before one's work is finished, althougb, technically, the -child
may play whenever and as much as he/she wants as long as éhe )
goals are megﬁ\ -

g&ll-of the subjects which chiIdren encounter in Block are

C e . . : . . \
"individualized." That is, these curricula have been designed
L}

to allow a ehild to progress at his own pace. Typicailyﬁ a

child works on lesson sheeté until he reaches a test point. He
gets.the appropriate test, takes it, and then has it corrected
.by an aide or corrects it himself using a key. The child re-

ports the results of his test to the teacher who then gives the
[ .
child a prescription either to go on to a higher level or to stay
at the same level for additional practice. ' The only exception :to
4

this generak rule is "seatwork.". At the beginning of Block,

 teachers pass out or put on the board a series of questions or

math_problems. This seatwork assignment must be done byﬁ’dl the .

w

pupils on the day,it is assigned. Seatwork takes from 10 to 30

o minutes to. complete.- In pracdtice, then, the child is/rgPely
34 : ) .
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" engaged in any type of task_forlvery iong.' Children shift from

lessons to te , from subject to subject, from mode to mode
\ ]

(i.e., lesson sheets, computer terminals, cassette tapes), and .
"around and out of the classroom.

. . -~
In contrast, subject dareas in the .alternoon period are not .

S . -
always individualized. Furthermore, the class is much more
. /] . N}
under the direct control of the teacher. During art, social ¢

studies, gym, library sf&lls, and so on, all.children work in

\'\

the same subject area at the same time. These classes begin

and end at set times; most last 45 minutes. .Social studies

most closely resembles a trad{tional curriculum., There are
textbooks, mimeographed sheets with sSentence completioné; and
teacher-directed oral questioning of the{entire class ("Who re- °

members when Jamestown was founded?"). PuRils usually remain

-

in their sSeats during the entire social studies’'class and do
not leave the room. Other subjects tend to be more like .Block
and less like social studies on a kind of pupil-managed to

teacher-managed continuum.

v
A

The foregoing description could continue almost indefinitely,”’

"

ﬂgzsﬁt the purpose of this research was not to show an outsider's

’

cogni;ivé'map of the school, but rather to ;how the cognitive

map that fourtﬁ and fifth graders have of Longbranch. Th%s~c6g-
nitive map is a reflection, of course, of thé great diversity

of experienées which this school providés... To brieflf review ﬁ;}
‘the'majofnéoufces of this diversity: ' o5
‘€;~ 1. Spaces. UThere'arg a variety of different kinds of

-+

spaces within the school and within each élasSroop. Further-

' u\. >
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" more, ob)ﬁ%ts withln thv"rooms such as desks, Lables; shelves, >

carts,'and S0, on, qge frequently moved around yleldlng varia-
»)&. .
tion over time in the. physxcal env1ronment .

2. Subfect Jreas. .Longbranch like mo%@ielementary schﬂols‘
exposes chlldren to a varlety of sub]ect areaé \Ziese inélude
math, spellmng,»sc1ence, re;élnq, library skill l'soc1al studles, .

art, music,'health, and gym: Unllke most school

however, sub-
"jects aré further varied byathe fact that some are individualized
. - o .

to the child's abilities and intereéts. The individualized cur—‘ffn
;i : = . L

. - . - . . cL
.« . .

ricula are the first five mentioned aboye.,'During Block, the

6rdér-in which a cn}ld?worhﬁ on subjects is a maﬂte% of indi- A,A"'

. vidual choice and is, therefore, quite variable.

3, Objects. There is a remarkable assortment of thlnqs

{or, in pupils' language, "stuff“) to interact w1th in Long-

branch. Each child, for\exXample, hés his own set of cardb\ard

£ s, one for .each of sevegal subhject areas, and the con ents

of these fdlders ab@ne is worth mentioning They contair pla -
e A ’
nlng sheets with goals set and accompllshed in 1nd1V1dual sub-

o,

)ects, a plannlng shekt fOr all subjects for the week workbooksJ
»
lesson sheets, corrécted tests, seatwork dlttos,‘paperback books,

Weekly Readers, pictures the children have drawn, maps, and so

. < .
on. Folders are not kept in children's. desks because these are
already fllled w1th textbooks, tablets, pencils, and so forth. .

Chlldren utilize a var1ety of , electronlc devices in*their

-work including -CRT termlnals, teletype termlnals for testlng, ' Lo

tape recorders and players, fllmstrlp projectors, machines that

>

“teach word recognltlon, readlng machines that combine still ~

P 36 , {
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picturées and records, and pocket caléuia;ors. In the science

lab, chrildren use balances, migroscopes, graduated cylinders,

-

motors, digsecting tools, and a large assortment of chemicals

and c.dmmon household products. ) 7 '

In nonwork pursuits, children car take advantage of a well
¢ - ’

“Btocked sfipply of games, sports equipment, and art materials.
’ | 4. ‘%ﬂﬂéﬂéﬂsﬂﬁ- As indicated above, children largely con-
trol acceés to and the use of school resources; however, a 'brief
.vignette wili illustrate the range of management possibilities. -

Children are, taken to the gym twice a week by their homeroom

tdacher. The trip to énd from the gym is marked by almost mili-

\tary requgyr Pupils march by twos in a column and are not per-

mitted to talk to one another. Once inside the gym, however,
: s

they may choose the "game" they will play. A frequent choice is

"murdér ball," which is less a game than "chaos with two sides."
I /
Curricula urry in the extent to which decisions are made by

. .
the pupil or the, teacher, and fteachers vary in strlctness. Some

run a tight ship; ‘their clagses are quiet with a minimum of un-
St

: . : s s
necessary movement by pupilgl Others permit, or are unable to

prevent, pupils pursuing eir inclinations to fool around.

5. rou ing. " Teachers grant pupils considerable leeway in
terms of whether they may pursue activitiesksinély or in groups.

The sclience curricula, for example, frankly encourages pupils to

*complete many projects in groups of two or more. In social

studles, ditto sheets are filled in by groups of 4-5 puplls work-
R4
ing together. punils mav help one another in nath and playing

‘
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and making activities frequently involve groups of two or more
" pupils.
With a fey exceptions which will come out later, pupils take

full advantage of thesé'd;versified experiences. In a sense,

what 'I have described are the features contributed to tne school

.

by tradition, by teachers, and by curriculum developers. Pupilsg
sometimes take these features as given and make the most of them,
sometimes they acfively‘alter existing features, and sometimes

they add features not present in the design.

Qgpllsiﬁpgliefs -

Neither participant observation nor the tape-recorded conver-
sations permitted an§ analysis of children's 5eliefs about schéoi
life. Activities were a frequent topic of children's conversa-
tions, but the amount of Qnsolicited verbal data was too littlé
to perfqrm €ontent analysis for semantic structure. These tape
recordings were, if anything, more interesting for what they did
not cogptain. For example, children rarely talked about other
pupils or teachers. They did not, in other words, gossip. Nor
did they talk much about their school work, unless engaged in
work with another pupil at the moment.

A belief system that centered on activities seemed to emerge -
from my dﬁstructured observation and recording. Children talked
about activities, and I, as a neutral observer, was anxious to
probe further the diversified behaviors that I witnessed. Using
the elicitation techniques described in thq procédures section,

I gradually uncovered a cognitive map of aétivities. This map

is shown in Figure 3. ° 4_2

-
: e
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Working 1o *he priteoiptl Lasiness of the gschool tfrom the
pupils’ tan! undoubtedly others') point of view, Even pupils
who uhy they do not like to work agree that working is Qhat
acshool 1y fAr, I lack uystemati comparative Jata, of course,
Bue 1t gécmg rhar xndxvxdualxzakxun coupled with the gelf-
manaqemént scheme produces a distinctive atmosphere in which
pupllys take 3 much more active role 1n m@naqan their own school
i1fe. In'a traditiona nvhqél the term . =&’ ; might well be
replaced by a term like . :rr .., where l6Garning-is defined as
the pnua;vo.;bsorptxon of informatinn. More specifically, the

.

categortes Hf getting and taking have an importance in'Longbranch

which they might not have elsewhere. Getting can be contrasted

with being j1ven: pupils at Longbranch play an active role in
asqulring the materials and oursel they need to.do their work.
Taking refers to taking a test, of which thvrf are sgveral types, ’
notably pretésts, ‘posttests, and currxcnlum-embedded tests (CET).
Not only do puplls 1n Longbranch take many more tests than .

" one might expect, but they often decide when they are ready to

take a particular tesﬂ. The three types of test vary in system-

atic ways, and pupils Tre sensitive to this variation. The pre-

test 1s least test-like 1n the sense that pupils are expectea to

do poorly on 1t because it tests for knowledge they have not yet
received 1nstruction on. As a result, pupils take a very casual
approach to pretests. Posttests are taken quite“serioﬁsly, and

CETs fall in between. As one pupil put it, “Pretests don't mat-

ter, but if you fail a posttest, you get yelled at.” Fafl{ng a

posttest means that ?ne does not go on to a higher .level in the

ERIC . - 4s |
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curriculum, and one does not get to £i11 in a square after ane's

name on the wall chart indicating how many units each pupil has

N
. [
o

completed.
Another interesting beljef not shown in the taxonomy but

reflactiva of this atmosphere I have reforrad to 1z the per

sonal quality of most uctivléles. In the tape'reégrdings ?nd

interviews pupils persistently used the possessive pronoun when

referring to the objects of activities, for example; "I do my

seétwork,“ "She's doing her Min-Ex," "Jimmy has to take his CET,"

' (

.and 80 on. U N

The qeéﬁ{nq c&teqory is depicted in éhe taxonomy as differ—

’ ent from workfhdiiﬁ/onv Although getting things is a necessary'

adjunct to working, it is qualitatively different. Unlike doing,

taking, and so on, pupils are net evaluated on their performance

.Vln getting things. The routine is sb familiar ‘that pupilﬁ.rarely
make miétakes.' Se?ong, while othe£ working activiiies may be

more or less fun, getting provides opportunities for fooling

* around (as yﬁen a child runs in the hallway enroute to getting

a tape, or chats with a friend in the learning center) and is,

therefore, usually enjoyable. A persistent problem from the
teachers's point of view 'is that when pupils get out of their
.seats to get something, a quick t}ip may ‘turn into a veritable
odyssey as pupils get side-tracked both literally and figura-

tively. -
/ ’

The individualization/self-management system was originally

designed to facilitate instructibn, but the presence of the help-.

ing category indicates a kind of generalizatﬁon effect. Pupils

41
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take onomany ot rhe’ tasks normally pertormed by a teacher in non-

’

instructidrtal and 1n3tructional areas. Pupills are assigned "jobs"
for one-month periods, after which jobs are reassigned. “Clean-
1ng,* “"bringing,” and “"passing out" are such jobs. Each pupil

1
has nys her oweojob te 4o and 1n Most cases, these jobs are Jdone 4

routx&ely wilthout prompting troem the teacher, "Correcting” and

hes
miscellaneous tasks are more often assxq%ed on the basis of merit.
That 1s, when thu.1ub COMeS up tﬁé teacher aassiqns it to a chilad
who 1s reliable .r who has his her work done for the day.

The teachbr'é‘prmery function, iside from record:keeping,
st serve the pupll as a tutor. For this reason, pupils most
nft/n turn tp her when they are 1n some difficulty rather. than to
th#xr peers. Nevertheless, pupils who have a facility in a sub-

| .
)gbt sometimes attach themselves to peers lacking such facility
and are called upnn when neréssary. ‘

Making 1s a fax;ly straightforward category and the one part
of the pupil's coqnitive map that most closely resembles my own.

- \ Opportunities to create things are frequent’ for pupils in Long-
branch. In addition to art class, children make things in the
\ﬂlxbrary, in their homeroom, and in the science lab.

Likewise, playing 1is a predictable category, although the ;

‘extent of play is greater than one miéht find in a more tradi-

tional school. Children visit the gym three times a week where

they ﬁlay various games, some of which (i.e., basketball), how-
ever, do contain an element of work. They'may also‘play in other
)

places, particularly the homeroom during Block and in the science

lab when they are there in small groups. Teachers and childréh

EMC _ -
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both gee play as the just reward for work well done; haowever,
teachers differ with respect to the 1dfitude that the; permit
children xn.play. Two of them place few.inhibitions on the

children in play: rhe other two take a narrower view, and as

one pppil put it, "And she [the teacﬁer] doesn't like us.do play
qaméi 1ike that [buildlng‘domxno towers, then knocking them 60wn]
Ehoge you don't learn anythingﬁ“‘ There are educational &ames in
the.rooms, and .two of the teachers steer children to_these and

away from the noisier, more active games. '

Play with animals is an interesting category. There are
animals in the science lab and in one of the classrooms. Of al{
the animals, children gravitate to the h&msters, but in playing
with them, they place them in a human context. They talk to the
hamsters, build houses for them, and create little playlets
around the hamsters as people: As one child explained, "I don't
.like the fish [1n aquariums] as much becadée you can't hold ‘'em
and play with ‘em."

Finally, an explanatory “hote on "building puzzles": These"
are large jigsaw puzzles, and several rooms h;ve tables set aside
on whic} a puzzle is gradually pieced together by pupils who
spend 5-10 minutes at a stretch on it. When the puzéle is assem-
bled, it is boxed and the pieces from a new one are poured out on
the table and the cycle begins again.

,

In the category of fooling around we have the pupil's very

unique contribution to school life. By this I méan that other

activities can be traced back, in most cases, either to an aspect

of instructional practice or pet:the behaylor of teachers and

-
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ardes. Fooling around activities are uniquely a product ‘of the
pup1lls as a2 social group. These activities are pre€sent despite
the fact thag. by pupils own admission, they aée "not allowed.™
The system not.only does not prdv$dv for them but actively tries
to prevent them from occurring. Furthermore, consider the fact
that of the five main cateqgories 1n. the taxonomy, fﬁolinq around
1s the only one that "is ixttle affected by the experimental
school. I am quite convinced that although the coqnitive‘map

of pupils 1n a trad:tional school would be different in many
respects from Figure 3, a fooiynq around cateqory would be
pfusent and that most of the subcategories listed hefe would
also eccur:

The only subcateqory that requires some.gxpianation is
“bugging. " Buqqxhq can be translated as bothering someone, for
example, by teasing, taking things, pinching, name-caliing, and
so forth. In Longbranch, pupils not »anly bug each other, but
they also bué the teacher; and teachers bug pupils, at least to
the extent of teasing them (qood—naturedly).

The main categories are interrelated in systematic ways,
but all the cateqorxeé seem to dépend on or revolve around work.
Work 1is primary in belief, if not in fact. Othey activities are
contingent ubon work. A pupil explains: ". . . you work, then
you take a break for ten minutes and you fool around or build g‘
puzzle." *All other activities serve as either a break from

&

work or as a reward for having done one's work. "Jobs" are done - ,

-

after work is’ completed, and other chores are assigned\ by the

teacher to pupils who have their work done or who have/ "met their
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gnals” on that day. Children are permitted to make things in
Block or in the science lab only after their work is done. Art

and music classes . a;en't work, they're fun." At holiday
time, such as Christmas and Valentine's Day, the workload 1ight—
ens for the entire class, and in its plare ~hildren make cards,
gifts, decorate the school, and play. Play alﬂﬁ?folléws work,
or, ﬁyr students who regularly meet their goals?\gerves as a
break between work activities. Children who do nét do their
work are denied play privileges. Making and playing can fade
into fooling around. Children may start out to make“somethinq

and end up "making a mess," which is fooling around. They may .
play (a game, for example) before their work is complete, -and
this is fooling around; or their play may become overly‘loqg or

boisterous, aﬁd this, too,‘is fooling around.

Although the paramount theme in this study is that school
life is comprised of activities, two other themes suggested
themselves in the first phase of the project. These themes wére
people and places in the school. I pur§ued both these themes in
the same manner that I pursued the activities theme. I asked
pup%ls, for example, "Are there different kinds of ﬁeople in the’
school?", and proceeded from there. There were only two features
about people which all pupils used as distinguishiﬁg characteris-
ticsl These were teachers vs. pupils and boys vs. girl pupils.
Teachers are nét reliably differéntiated into subcategories,
énd although pupils use features like height, hair colgr, and
the wearing of glasses to differentiate amo;g themseélves (see
interview, p. 18), these features are not used with any = '~
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regqularity. Hence, gy coqnit(zf map of people would be rather
sketchy. It is fair to say that individual éupils do not usu-
ally generalize aboutkpeeple in school and that even when the;
de, these generallzatlons are'not widely shared.
Beliefs ab;ut places -in the school are thorOughly grOunded

in reality. Pupils believe that the places in school are those

- defined by actual’partitions and locations, and they use terms
in common parlance to denote these places (see: 1n€brv1ew, p. 18).
A COgnltlve map of places would be, very simply, a list of'the
most frequented rooms in the school and the playgrOund.r These.
findings suggest that, conceptually at least, the domains of
people and places‘are not very important. As we shall see, how- '
ever, people and places do have‘an impact on the activities do-

main.

In my discussion of the activities domain I hayve tried to

d% two things. I have placed act1v1ty terms 1nto the fuller
context of the school setting. In doing this, I have also
offered a kind of validation of the taxonomy as a‘cognitive

map of school life. All of the activities which pupils mention
in interviews do in fact occur, and the relationships which are
depicted make sense to me given what I know about Loagb;anch
and about fOurth and fifth graders there. We can turn now to
some further research that was designed to extend this valida-
tion. '

All 80 fourth and fifth graders completed a similarities

,  judgment instrument composed of 25 phrases, each containing a

different activity. The phrases are listed in Figure 4, which

. 590 | '
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2

also shdws the results of hierarchical clusterinq'analysis that

was performed ‘en pupils’ "udiment oo Waat these results show d
are -the patterns formed_ as phrases cluster together. fbe scale

£ R . -

indicates the relative compictness of the clusters. A compact

cluster would occur when :;larqv proportion of children believe

that two'or more phrases are similar. Weax or no clustering

.

would indi-ate either that there was considerable disagreement

among pupils as to the similarity of pairs of phrases, or that .

s

two phrases were judged dissifilar by a large pr0porri?@ of

ﬁé;xls. Johnson (no Jdate) has devised a simple statistic that
- e :

further clarifies the strength of cldsterinq.~ This test indi- £

cates whed a pair or group of 1tems 1s judged to be similar

more often than could be expected by fhance at a .99.level of

~onfidence. Keéping 1n“mind.that pupils had a tendency to
Jjudge all pairs as "a lot éif}ereﬁt," Lﬁ 18, 11deed, encourag-
1ing to find that ‘there is a §1qnificnnt amount of clustering in-
the data. .Overvhalf of. the clusters are significant at the .01
level 6r better. This is preliminary evidence that beliefs ’ =
about activities are not idiosyncratic, put shared. .

Comparing Figure 3 to Figure 4, we find considerable over-
lap between the cognitive map as elici&ed through interviews
and the guasi-taxonomy qeneréted by the clustering anafysis.
There seem to be two large clusters that correspond tolwofk

13
(top, Figure 4j and play (bottom of Figure 4). There is a.very

- P ‘
strong playing clugter (phrases 18-21) and a feooling around clus-

ter (phrases 15~17) that merges into the playing cluster. There.
is a doing cluster (phrases 12-13) and a getting cluster (phrases
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6-7). Some phrasts would appear to be out of place} in Figure

.

4. Phpases 1 and 14 are not clustered, even ;hough*?oth are
' q h B N - '
helping; this would throw doubt, on the/validity‘of the helping
. . * : v

category in Figure 3. There ié\a Qery ét{ong sciencé cluste£
_(pﬁrases 24-24) which overrides activity-based clustering.
. That is, phrasLs 22 and 23 ange not clustered with the other
doinq°aétivitiesf as one might expect from Figure 3, and phrase
° 24 is.noﬁ elustered with phrasé_Q, even though\both are making
acfivities. A similar problem.occurs with phrases 10-11, where
reading as the'shbject seems to override tgking and doing ds
the two named activities. One can take the clustering results
, as partially validating the cognitivetmap as elicitedlin inter-
views, whale récoqnizing that subjects exert an influence on
pupil’'s th%nkinq with respect té activities.
ke Figure 4 do;s not show, except in a rough way, the under-
lying attributes or dimensions that pupils u;é.in making their
judgments. This information is provided by the an;lysis proce-
durés of the KYST program kKruskal.et al., no date). The re-
sults of the KYST run on_#4he data.are shown in Table 1. The

best fit to the data is a three-dimensional solutién. The

first is a work-play continuum. Phtases with large weight

values are work activities, those with low weight values are

play or fooling dround activities. The second dimension is a

. ) .
noninteraction-interaction continuum. Phrases with low weights .

involve the pupil in direcét interaJQZOn with teaché€r, aide, or
~—t - N s s : : : :
peer; those with high weights do not involve direct interaction.

The third dimension is an object-words continuum. Phrases
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R . o . o
\ with high weights point to the 'manipulatibn, of objects; Ehose

with low weights point to the manipulation or@gse of werdec
' i il \) - .
The first dimension is consistent with the cognitive map

.

and reflects the fact that, in one pupil's words: "School is
hhlf-way supposed to be fun." Furthermore, the work-play dimen-

, sion accounts for most of the variance in the data; it is the

most i«fPyrtant attributgﬁ The other dimensions &re nét obviogs
from the |tixonomy alone, but evidence gathered as a pafticipant
observer egds me to comment thatlﬁost children do value oppor—.
N tunities to interact directly with‘otheps in the school and
have warm relationships with ﬁeachers, aides, and peers. They
: even talk‘back (aloud) to the CRT tefminal when.}t responds in
) type.to their input. {t is also true that there are many oppor-
tunisies fdr pupils to interact wxéh gadgets and other ob)ects )
in the school, and this attribute iﬁ one of the things that
makes school life exciting. ‘ -
The ¥hird tYpe of Agalysis employed in this data was the °
INDSCAL procedure (Carroll & Chang, 1970). It is disigned to

-

show whether all pupils are using the same attributeswof the

v
P

-

phrases to make judgﬁents on their similarity. There was no .

evidence from the results to +«indicate that subgroups of pupils

o

used the-attributes differentiy. For eqch dimension, and,es-

‘pecially for .the work-play dimension, weight values varied 1lit-

tle over subjects. )
. b

To summarize the analyses of the similarities judgment data,

it appears that the taxonomy of act1v1t1es obtlined through '

»
-interviews with a few puplls is an accurate representation of

o
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\\\ the(coqnxtxvq map ot all puptls. By and"ﬁgrbc, the structure
of the taxonomy has been validated; alxﬂbuqh because the phrases
contalned place and waxvcr.xnfnrmation as well as an activity,
the clusrerinq‘taxonomy differs, 1in some respects, from what
was wapccibd. The study revealed that pupils share a comnou
.view of school life; tﬁere were no sharbly idiosyncratic judg-
ments nor evidence for subgréups with differing views. Finaf:y,
the study revealednthrué dimensions which underlig the pupils'
coqnxflve map of activities. These were: work vs. play, inter-

actior vs. noninteraction, and objects vs. words.
P ‘
.

Pupils’ Behavior S ‘

In addition to validating the taxonomy through participant
observation and 2 similarities judgment instrument, beh;vior
observation was used to check on the occurrence of activities

. and their relaéxve frequencies. The observation schedule is
shown in Figure 2 and the definitions of code labeis ;re given ’
1in Appendix A. Table 2 preéénts the absolute frequency of
occurrence for the 15 activities that were coded. All of the
activities takén from the taxonomy do occur, although some
occur relativély rarely.
§ Table 3 presents the same data collgpsed for major cat:e-~
gories. éhat is, activities numbered 1, 2, 3, 6, and 8 from
Table 2 are grouped under Working; 10 and 1l under Hﬁiglng; and

3, 5, 7, 9, and 14 under Fooling Around. -Reference to Figure 3

will confirm thet these activiﬁies(haVe been grouped under the

appropriate categories. For example, in Table 3, Fooling Around
. .

is” composed of: ,Watchihg/L%stening to (0), Daydreaming,, Talking

Qo S SC

-

ERIC

Aruitoxt provided by Eic:




ERIC

Aruitoxt provided by Eic:

v

Tabie 2 /
Overatt Broquencies of Activ ties trom Behavior ()bxevva(.un Study

Absotute Percent

A: Pty Frequency ot Total
1 Wx)vln’!q 769 26 6
2 Getung 359 124
3 Watching i stening to 1 167 54
1 Watch.ng ! sten ng o (i 289 100
5  Daydreaming 122 42
8 Taltk ng weh arde teacner (1) 118 , 41
7 Talkeng with aude teacher (O) 32 1.1
8 Taiking with peer {1} 96 33
9 Talk.ng weth peer (O ’ 307 106
10 Heiping the teacher 25 9
11 Heiping peer 27 9
12. Playing 125 43
13 Mak ng 227 78
14 Fool ng aronnd 113 39
15 Waitng & , 126 44

Tabie 3

Frequencies of Activities Collapsed by

Ma:n Categories

Behavior Observation Study

Absolute Pegcent

Main Category F requency . of Total
_ Work ng . 1,499 518
! Helping 52 1.8
Play.ng T 125 43
Mak.ng 227 v 78
Fow ng amm;d 863 298
Wating 126 44

3




with Teacner (0), Talking with Peer (0), and Fooling Around,
and these categuries ot thelr opnvalents are all listed under
Fooling Around 1n the activities taxonomy. Tabke 3 shows that,
tndead, for the sample ot settings taken here, working occupies
roughly half of pupils' time, and this 15 consistent with a
widely shared pupil telief.

For the jJroup catejory in the Behavior Observation Schedule,
| 1 tound thar childrer -pend 1l.e¥% of thear txnu-#n'qroups. Their
| ‘ lﬁf%ﬁifﬁ 10 e room ixnooshown {n Table 4. Pupxls‘séend two-thirds

of their time at their féat. But, sinze seats 1n Longbranch are

not 1solated €rom qn; another, "being 1n one's seat" does not
| imply what 1t otnerwise might. A second point 1s that pupils
use the floor tor playing games, reading, and even working on

‘math lessons,

.

Tabie 4 /
Overa Freguencies tor vupiis Lacat un o tne Hhom trom
Behavior Ghierva’ on Study

~ Absolute Percent

Locatae n Room Frequency ot Total

At seat ) 19847 680
Traveling : 389 13\6
On the Hoor play table 200 70

At toacher s desk . 66 23"
At tape recorder bench 75 26
Pec.phery / - 186 . 65

£ ' L
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The pupil observation. were made in gix different settings
1n the school (gvu paqv'db and Figure 2). Table 5 shows some of
the setting-activity interactions. For working, for exarlple, it
shows how freguently thils activity wag ob%»erd in each of the @
settlngs and tne proportion of working relative to ali other
activities otserved i1n that getting. Theue \nteractions will be
Ji1sussed at greater length in papers that focus on the Impact
uf setting on actxvxtleﬁ. The only point I wish to make here
15 that although the trequency of a qxveﬁ activity may vary

aver settings, all activities occur 1n all settings, There-

tore, v belief system that centers on the activity domain is

nur at all an unreasonable way of conceptualizing school life.
4 s
Suceh a beliet mutem does indeed gccount for, 1n a descriptive
L]

fashion, ,the behavior patterns of pupils. ,

4

Tabte &
Frogaecs y and Peicent of Activ ey in Six D/Heront Settngs
Behav or Otservation Study

ALt v tay o]
4 :

| - - ) £

< 3 q z

ke z 4 ?? ?r‘, » > @

I H . 3 £ < . < <

5 ¢ z ] ER] o 3 4
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i .
N AR B (R VI 32 CRABAEANPZERENE 651 23 a8l 5 10 13 27
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wt Anotrer way of angiyz:nq the obsordﬁtxén data 15 to ask

what 1ndividual pup1ils are doing durina the observation period.
Table 6 presents such an analycis: and further analysis of the
pehavior ot individual puptils will be offered in a forthcoming

paper on the subiect.

Y Table .
raquency of Pupids o v Activilies

MNumber ot T mes Qbserved tor 80 puml\"m'!l ot 36

Otservations Pupil - 4
Aty Nevwe 1.3 47 B 12 13 1 8
Work g ! 0 0 2 PZ I 44 12
Gett.ng 1 24 47 6 o} o]
Hewong i8. 30 . 2 0 0 .0
Pray ng ) 10 Vi 0 0 Q
Aan g bLa 51 19 4 0 0 ‘
- e .
Foe g Aroud 0 K} 18 30 - 20 2
ook ng s cotapsed from the categoces of wadking watihing (h tatking
w th teachear (1 and tatk . ng with peer (i

Heipoag s . o'apsed from the categor es of helownyg tracher and helping peer

Fooing around s cotlapsed from the categones of watching {Q). tatking with

teacner 10) taik ng with peer (1 taydieaming. and fooling around

»
'

)

Table 6 shows that all pupils were observed at least once

’

engaged 1n working and fooling around. All but three pupils
Qere observed getting something.'and all but six making some-
-thing. Roughly half of the pupils were never observegaglaxing
or helping, although this number is probably inflated due to

the fact that observations were not made during the last half-
1
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’

hour of Block, whih 1, when a great deal of playing and help-

1ng occur. Puplls spend 5-20% (2-7 gbs.) of their time in get-

ting something. Playing and making account for less thean 10%

of most fupils' time. Working and fooling around are by far

the most fregquent activities for ﬁﬁpils. wWorking absorbs roughly
»
40% ©f a pupil'y time, although a sizeable minority (12/80) spend

more than 50% (18+ obs.) 6f their time working.- Fooling around

accounts for 10-50% (4-17 obs.) of a pupil's time, and it is

true that puplls who spend more time fooling around spend less
time working and ;Lcc—versa. Finally, and this finding is not
stouwn in the table, children shift among these activities céh—
stantly. It 1s entirely possible to find a pupil engaged in a
sequence ot five dxfferént activities in five minutes time.

’
The cognitive map of activities (Figure 3) indicates the

range of behaviors that pﬁpils might posgsibly display in Long-
branch. It 1s an accurate map insofar as all the activit1e§¢4
which were named by pupils were in fact observed‘to occur in

° this study. The map does not allow one to predict'ﬁhﬁ frequency
of any given actibxty, however, and this observation ;Eudy pro-

-

vides that thormatxon. Based on my interviews, however, 1

would guess that pupils might be a bit surprised to see how ' °

little time they actually devote to playing. Playing seems to

loom larger 1n their talk about school life than it dogs in

their behavior. Table 6 contains several empEy cglls 6r cells

with small numbers indicating that some pupils rarely or never
- . ‘e

engage 1in certain activities. In interviewing-pupils and in

the similarities .judgment study, however, such gaps were not
. . . .

v

u
~
.

\
.
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evident. [ am suggesting that pupils share a cognitive map of

possible school life activities, even when they do not them-

selves engage in'all thesé activities.

Summary and Conclusions

In a very real sense, this project‘represenéed an attempt
to prove the reasonableness, rather than the truth, of some
1deas. Let me list.these ideas and comment on the extent to

v which the results were encoufaqinq or discquraging.
1. It i§ possible to study a.schgol anthropologically.
The 3tudy reported here pafallelé;in many ways the field studies
of anthropoloélstq 1n more exotic settings. The investigator
treated his sgb]ects as informants and sough iearn their
. language and culfure. He remained “in the éf:?:" long enough
to capture a hglistic picture of the society (of pupilg).
2. By focu51pg on beliefs or what people have in their
.heads, one does obtain a reasonable picture of- the culture of
interest. I think this is true for this population. It is pos-
s1ble that with much ybunger children it would~no€ be true.
‘Converglnq lines of evidence were offered to support the idea
that activities are central to the culeure 6f pupils, dhd‘the
qoqnitive map that was elicited shows the pattefn and-stability
one expects to find in that culture. éhere is‘littie evidence
that any other conceptual domaig can pprtray'the culture as

well as activities, and the observation study shows that pupils'

behaviors are exhaustively classified by the pupils' own order-’

62
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'DJ. The shared cognitive map gives ‘credence to the former
1dea that pupils 1n an elémentary school think as a group, while
the idea that they behave as a group réceivéd only partial sup;
port from the behavior oBservation study'resulté. Ovérall, the
results suggest that attempts to understand pupils»as a group
will be,ﬁost fruitful when tﬁe investiqator queries pupils abodt

-events and things 1in .the séhool environment and,less fruitful if
only their behavior 1s observed or;ifﬁonly some standardized
opinionnaire 1s used.

4. Opeh—ended,.igbsely structured’interviews with a few
“1nformants” can tell us something about the culture of the
group as a whole. Based on my study,JI would be willing to
conduct such interviews in several different schools and com-
pare the results, even without the validation procedures that
i used here. There 1s striking évidence that allvpupils; at
least across a span of two grades, coﬁstruct the same reality,
and therefore, that xnterv;ewinq a few accomplishes nearly as
much as interviewing all of them. .

5. Oyr collective ignorance of school; is such that it is
possible for a researcher to enter a school with a very open- -
agenda and come out with a few discoveries. Beyond the de;ire

to observe pupils and understaﬁd their beliefs about school life,
I had few other plans. The situation itself largély dictatgd

the steps I took and the methods I employed. it was éossible

to gradually focus the investigation and to-begin asking some

pointed gquestions.
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Essentially the 1deas {hat‘motlvated this project were
reasonable enough. This work then represents small advances in
our'understandinq of school life as a culturé, of belief syspems
and the relationship between beliefs and bvhaviors,iand of the
nature of an experimental school. These results wili take oh
more value as we iearn more -about the experimental. school. One
1interesting extension would be to query teachers about school

life ustng some of these same methods. Just such a study is

planned for Longbranch.
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Reference Notes
1. Lancy, D. F., & Resnick, L. B. Jtuiyirz 'he subrulyrure »°
R iR i: D L tanmceslemrdfi . arproach.  Paper presented

at the meeting of the Society for Cross-Cultural Research,
Chicago, February 1975. :
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" APPENDIXA

.

Code for Pupil Behavior Observation Schedule’
- N . . \

o : A
" . L]
o .
1. Da$e, Time, Homeroom Teacher, Place, and Pupil's "Name
(surname) wxll all be- wrltten in before the .observation session

-« begIAs:

2. Location: The code for location is found on the bot- -
tom of the observation schedule.
A = at seat; the child 1is sitting or standing by his/,
her seat. ! :

. B = traveling; the child is located scmewhere in the
room not covered by the other codes or is movirg
- around, out of or into a room. e
. N Al
N
T : C = on the floor, at play table. R ~
’ )

N .
D =.at teacher's desk:

E = tape table; chlld'ls 51tt1ng at or standing by ‘the
bench/table which holds the tape players.

F = periphery; the child is standing near or moving
along one of the walls in the room. . .

G = out of the room. o

3. Groug: This box is checked if the Chlld is engaged in
a group activity of some kind. The group is 'not a random clus-
ter but is together for some purpose. Examples of groups in-
clude: three thildren playing a game, 'a child helping another
with a lesson, two children making a poster, two children meas-
uring each other for an assignment. N
) 4. Workin - The Chlld is actlvely engaged in worklng on
’ something connected with a subject or an extraordlnary assign-
ment from the teacher such as seatwork, a book review, writing -
sentences as punishment, etc. The obseryer will, therefore, see
the child either reading, wrltlng, typing systematically on the
computer, manipulating materials in -a Min~Ex or SA in science,
or listening to a tape in spelling, IS, or LS & RS.

9. Getting: The child is actively engaged in getting
something or going somewhere. Examples include getting a work-
sheet, punching the time clock, getting a tape, sharpening a
pencil taking a folder to the alde, getting or puttlng away

<
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#
!

material in science, going to the teacher for whatever rea-
son, getting 4 game, getting coats to leave, going to the bath-
room, getting art materials, etc.

6. Watching/listening to: The child watches and/or lis- - ’
tens to a teacher (addressing the whole class), a peer or group bl
of peers,'a filmstrip, or a film. The code I is used to indi-

‘cate that the watching or listening is related to instruction;
0 is used otherwise.

2t

7. reamlng This is coded when the child seems to be
staring off into space not looking at anything in particular
durxng the entire observation period.

r :

8. Talkxng I. The child 1s talking to the teacher, an
aide, or a peer about his/her work, or the child 1s istening
to Sdme. This does not includé those occasions when?the child.
1s listening to the teacher address the entire class or those
occasions when the child is addressing the entire class. 0.
Same as’above when unrelated to work. B

. 9. Helping: The child is helping when he/she<voluntarily
. ,engages in an activity which achieves some godl established by
‘and for someone else. Helping the teacher includes running
errands, .cleaning the boards, passing out folders, etc. Help-
1ing a friend is difficult to code because the coder must be
aware of the antecedent circumstances. If a child is inter-
acting with another childy talking with peer is checked; further
information 1s necessary'¥efore the coder makes a judgment as
+ to whether the conversation is instructional in content (I} or
other (0). &EvVen more information is needed to make the judg-
fsment that’ the child is heloing a .peer.

l0. Playing: The child is engaged in a play activity,
specifically, playing a game, playing with an animal, or build-
i1ng a puzzle. If the child is engaged.in any one of these
activities and is castigated for doing so by peers or teachers,
a check should, rather, be placed in the "other" box because
this activity is "fooling around." This is likely to happen if
the child is playing when he/she is supposed to be workihg or
if the child is playing in a disruptive way, for example, build-
ing a tower of dominoes and then knocking it down.

! 11. Making: Any construction activity that the child en-
gages inm 1s making, such as making a picture, a poster, a bulle-
tin board. Making also occurs in science as when children make
things during their self-selected_ period with tinkertoys, bat- v
teries, plastqr—of—paris, etc.

12. Other: This code is used for Fooling Around and is a
broad cateqgory that includes many items: T{a) bugging or bother-
ing amother child or the teacher--the child physically or verb-
ally tries either playfully or maliciously to antagonize another
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person: (b) ansanctioned play-=-this 18 play that is noisy, dis-
ruptive, or f1lls when the child should be working or has not
finisnhed his her work; (c) activities that are deliberately aimed
ar making a mess with paints, with paper, sqribbling, doodling,
ete.; (1) play-like activities that do not- fit into the playing
sartegory (because they .are rot playing a game, building. a puzzle,
or playing with an animal? :ich as throwing spitballs or paper
airplanes, running or skippng an the hallway, fighting, wrestling,
eto. oObservers should attempt t, wrire in the space what the
~h1ld 13 doing if this box 18 checked. v

13. nidentif:~': A check should be placed in this box if
the child fs walting for someone or something. This most often
"happens when the child 1s waiting for the teacher to help him/
her to answer 3 question. This box should not be checked if the
chi1ld is engaged in any other activity, even though the observer
may have noticed that the child is waiting,

14. By and lange, these catedories code overt behavior.
The -nly cases where J judgment of intention must be made are in
the ~ategories of helping and in those categories which must be
coded as I or 0. Furthermore, the coder rates the first behav-

’ 1or he sees at thq onset. of the l0-second interval so that a

ch1ld returning to his seat at t, is coded as getting, even if
he 1s working it t,. Location is coded every time, regardless
of activity. ' :
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