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ABSTRACT
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in the school environment which may have a bearing on the child's
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occurring in that eiperience; (4) analyze the relationships between
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Proovleas and nurpennt

31 gtherwlyae comes into contact with

o
I
I~y

e

dabo - who wors
sehiools can have Pawrled to realize that the pergonal
dewniopmert ol the student ie one of the main preoccupations
aof the orincipal obisctives of the curric¢ulum. Perasonal
deve.opment has %o be taken inte consideration both in

every ‘ay-werk and velationships and in the planning of
ingtruction, By tracition, hovever, Lhe achool community

nas ween dominaled vy the communjcadion of kKnowledge in
Uormooirinh contribute Little Lowarda the social and

smotional development o students [n the dircction indicated

by the curriculum,

It vwould, however, be wrong to zay shat schools teday
do not play a part in shaping the personallities of their

students. Thay do oi” course play zuch a part, and the
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arooc g it onat o haphazard one ceven though 0L in 8 praconsg
A" uncongaiows ondibions as ar as aent topchers and
athar achnol »fficers are concarned, Proaumably it is nob
A quegtion of personality deve lopment ia the curricular
genacy i anybhing the process Lendsg Lo operabe in the
appos it tirecticn. Our pacn consern in the project 1a

Les degesine ared analyae bhe byar ot seraenal devel opmert
arccducod by overyday agchasl life, i terma of such concepta
an ae ] e=porenpbion and seil-cvawnations Ao oa frame of
relaprone e Lar our work, bawaeverp, ue are alio interested

inn oatructura:s circumstances at diflerens levels, in school
and «lgewhere, which generate the real scope ol action
available to people in school. The purpnse of the project

aan be defined as ailowi.

- I'o deseribe the situation of the ¢hild in uchnol Logether

With changes occurring in that situation.

- Po describe outward conditions (e.x. social, pedagomical,
matorial conditions and orpanizational and cconomic strue-
tures) in the szhool cnvireonment wiiich may conceivably
have a bearing on the child s opportunitincg of developing

ity gelf=nerception.

-~ Py t=y to understand the child’s experience of itself

%

and its surroundings and any changes ocsurring it that

axparience.
- To analyse tho relationahlips between outward conditions
and the child "s opportunities o developing its selfl-

perception.

‘The problem which we have chosen to study (self-percention/
veraonal development ol children starting school) is of
such a kind that, {rom the very oubset, it demanded a new
approach in terms of bo*h secientiflic theory and research
gethods. Consequently a great deal of vwork had to be devo-

ted to putting the problem itsell on an sound theoretical
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il e And e@piriant metheds oo thert accaount schoa

e ociren of Lhe mescsiont Wiy e sweleelesd Vhis pavticular

probpoam .or shugr,

caepseptions ol L senoe ol sdentity iso that part

b RRR pereatiste by Wi e b san S ducban particapalion
nooshe dndividual, Pre child acquires various images of
Thbuel Y oy a the roaet om0 dog enviTonment Lo itn o actionn,
Charles Uooley, Tor indsance, nainta:us (summarized by
Arpiund 1267, p, 1381 "o gl =imaper, and particnlarly
our evaluatilon e ouriaalven, is influenced by the way in
shich other people see us and evaluste us”". The impor-
sance ob the shild of the people around it and the way

in which theone poaple judme the child”s actions are cru-
cial determinants of the valu: which the child attacheu

to ituelty, Here as in othor zontexto. the child doeg

a5t ast haphasardly. One way or another, it strivea to
attain solf=ctperienzs that is as positive as possible.
Boslind ot al (1972, p. 54) make the following assumption:
“Phi individual aimas at a3 se lU-image riving him a positive
g6 lveava igation”. Sonba and Snyee (1959) go so far as to

say tnab the aost Tundamental mobive or human action in

ha

tnn desire o malntain and pronate the exeorinced sell.
Thus the value a zhild exmeriences or the image a child
nas acquired of its~if dons a great deal to determine
she way in vhirn it interprets and perxcoives different
zituations and also the way in which Lt acts in those

gituations.

In n-der Cox tlie child te be able to meet new situations

aslively and constractivelr and grow into them in several

w7

roapects, 1t must b2 given the opportunity of acquiring

a balanced xnowledgm of its own resources and those of
other p2ople. Moreovar the child must also feel that it

is acccpied as a paraon by those in its immediate vicinty,
in nrder itself to be able to accept others. Apart from
often being crucial %o learning, self-perception is prob-
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ably Lheo moat imnortant. somponent of ~raalive, independent
and critical thowrht and alao ot the abillity to feel goli~
darity, reaponsibility and congideration. Sell-perception,
then, La a fo2al point of concapls rolating to both indi=

vidual and zolleat ive canacitien for astion = the bLwo

complementary nides of the individual personality,

But the concept of melf-aorzeption 1lso has to be viewed
tn o wider sowal eontexy. HBotr the ~ostent and the form
ol the social-psycholosical procenses In which se2lf{-per-
ception i3 shaped have ta be related to uwit'ferent objec-
Live conditions deriving fror a given sozial structure.
weonomic, gocial, culturnl and poliltical zenditions char-
acteristic of ocur society lmpose resirictionsa on the
shaping of social=-psychological and pedagogical processes
in school., The dimensionz in which the identity and self-
perception of the child are enabled to develop are thus
to a great extent predefermined. By studying the develop=~
ment of aelf-perceptlon in different children atarting
school, therefore, we are secking to understand the re-
flection of zocial and cultural strustures in psychol-
ogical and social-psychological processes., The pedagogical
between the individual and the culture around him will
therefore be one of the major precccupationsg of our stu-
dies. On the strength of this argument, we can formulate
the following general and polarized questions, among

others:

= To what extent does school help to provide people with
an adequate self-perception in the sense that events in
school agree with events outside in such a vay that child
is on familiar ground in school and gains iansight into

its gocial uituation?

- To what extent does school screen itself off from portioens
of the child’'s experience, and to vhat extent does this
impose a distance beiween the child and [ts social back=

greund?
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[ 01 O AT R AR D P KO ol Uromoon Prasiboar o wg ey e
et oed carld Ly e 0 T b o worldl ol onenown dinen-
S R I B TURE SR B B TR R PRI R UL PR L A ST Poal s 0t
o b Lice crl e Lo Gy aacdehy oo roorooeabadd
SN0 LI T O S LTS IR FY RN I PN TEN UL ST I U LY DEVE ALFYER Y RN O I OO
U F RN ERNTETS SR FI N IS B FIT U TR RS DR R S
Pyt e e o b ee sy o sl vne o e e Ly Lo
Bt wies o nole Ly oegores o g baeld relatively freel/s, ernovon-
cllvy datelleotioi b o snroien ey it oab senenl ity

Gronrbang bion o selVesdnreanion ure ot be elosely cilraun-
cery bed o ornad L st e nnncu 1o o intellectual actieves
ment, Sven 1 tae e oans freanented cone forn oof proe-
ceroal drabitahion bedopn gtartins schnol, that institubion
el e ord L comnon osobn Lhe hone enviroooenu tooe bl
ceneal, Porp b fivsl Lime the child o now confroste:s o
ANUaCen SOl Wiy s i th o wneliety, witn all the new derands
and evpeclation which tinis implies. Onz of the most [un=
damental demands iz that the zhild must learn to live

in a Jarr group, “hich means that it must learn to deier

i

and poatpene 1ts lmpulses and must also accustom iLtzell

-

tn it3 needs and wisies being denied - irmored, due ¢

[

instanze to lack o!f time. This also means that the child
rmuzst learn Lo acwent being interruapted in its work for
varioas reasons, and 4 also has to learn the art of

sereening ltsell ofl rrom the others in the group in order

to be able Le concentrate on its work. Another demand is

that the c¢hild nust accustom itsell to. being compared

wilh other vnildzen and Lo being evaluated more regularly
and on a wore limited basis than before, A third demand is
that the child musi acgquliesce in the unconditional power

relationship between teacher and pupil, the teacher being

the ex oflicio wielder ol authority (Jackson 1948).
The ability of lifferent children to live up to the demands
and expectations conironting them in the school community

will depend on their various aptitudes and c¢ircumstances.
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birferent groupo of prople live in different material,
soclal and cultural clreoumztanceu,, depending on their
positions in the production process, with the result

that they also develop different values, ideas, attitudes
and language, ag well as different behavioural and reactive
patterns. When children starting school are brought to-
gether in a class, differences of this kind are brought

out into the open, and problems arisc insoiar as excessive
deviatiora occur from what school and the teacher define

ag normal,

Two theoretical approaches

The problem area described above is of such a kind that

it must be tackled in two mutually complementary theoretic-
al perspectivesg On the one hand we need a theoretical
instrument with wich teo analyse sacial —psychological and
pedagogicsl proceases al the micro level, We then employ
vhat can be regarded as an approach to a theory of idemtity
(and can also be regarded as a relation of a large propor-
tion of the overriding objectives of the curriculum to
behavioural psychology) in which the main focus of atten-
tion is upon the following closely interrelated concepts:
gsecurity, activity and dialogue (see Gustafsson 1975).

0n1 the other hand these analyses must be related to siruc-—-
tural conditions at the macro level, connected with the
institution and with social orgamization generally, which
generate and limit the micro processes we are studying.

We are working here with an approach to a theory concerning
the relationship between school and society im which
concepts such as pedagogical frames, qualification and

reproduction are of central importance.

The two theoretical approaches are very brieflly discussed
below, and a model (the figure on page 13) is then used

in an attempt to show how they are related te emch ether.
We hegin by describing the implications of the concepts of

the micro theory from a nermative point of view, and we

7



then proceed to attement, al macro-theoretical level,
to ldentify atructural conditions materially and socially
determining the boundaries of the processes at the micro

level,

some central concepts of the theory of identity Security,

in the gense that the child experiences unconditional
aceeptance and a mutuval esive and take of feelings, ig a
prerequisite of balanced pergonal development. I:i other
words, a stable emotional climate in which people respect
and trust one another and where the child finds that its own
initiatives and efforts are supported. Although these
qualities are of paramount importance to development in
the ehild’s [irst contact with the surrounding world, this
is no reason to tone down the imporxrtance of the experience
of security in school. The experience of insecurity and of
not being accepted puts insuverable barriers in the way

of intellectual progress and of personal development
generally, An insecure child ezperiences the surrounding
world as a menace, with the result that most of his
enargy is devoted to defending the picture he has of
himself. Thus he does not dare to risk anything in the
hope of gaining something new and developing as s result.
Instead an emotional climate has to be created in the
classroom in which persenal resources are brought out

and given a chance to develop. Every child must be given
the chante of getting to know himself, both merits and
limitations included, If this is done in an accepting
environment where failure is experienced as a natural
human occurrence and not as a disaster, a child can develop
a positive and accepting but nometheless realistic view

of himsaelf.

Security, then is something founded both on emotional
reactions to persons around one and on intellectual
ingsight into social relations and the way in which reality

is organized and composed.




Turning to the concept of activity, it is only by being
active and by acting in a social and material context

that we can experience our exiatence as independent
individuals. If we act in the same direction as and to=
gether with other people, we also experience golidarity

and community. Thus the faculties of individual and collec-
tive action are two complementary functions of the percon-
ality, both ol which have to be taken into account in

gchool work.

In discusging activity, we have to distinguish between

two types of active behaviour:

~ an activity steered [rom the outside with the aid of
punishments and rewards of various kinds and with the

aid of authoritarian rules,

~ an activity emanating from the individual himself and
from his inner motivatien, i.e. the pupil actis sponta-
neously, on his own intitative and according to his own

interest.

The first of these two forms of activity does not lead

to any genuine growth in the individual, merely to a
superficial adjustment to the demands and expectations

of his environment. Depending on his behaviour and achie-
vements, the pupil is Jjudged to be socially competent or
otherwise, clever or not so clever, and this judgment is
based exclusively on a selection of aspects which the
pupil himself cannot influence. If on the other hand the
pupil has a change of activity in the second sense, under
conditions of equality and acceptance, he stands more
chance of experiencing personal value and competence at
the same time as he gets to knov himself and others.

When the pupil discovers that the things he says and

does are réspéeted, he can acquire self-respect and take

himsell seriously.




Teaching which caters for the second form of activity
cannot be confined to the one-way transmission of know-
ledge from teacher to pupil. Instead it is more accurate
to gpeak in termg of teacher and pupil fogether creating
knowledge in an active, (.e. exploratory and evaluative
relationship to the world around them, Of course, not

all knowledpge can be created anew, but certain fundamental
aseientific prineciples, for instance, can be discovered

by the ecnildren themselves, Moreover, an active relation-
ship to cxisting knowledge implies that both teacher and
pupils maintain a criticnl evaluative attiiude to it.
Only in thisg way can knowledge and the acquisition of
knowledme become a living and meaningful process for both

pupils and teachers.

inally, we consider the g;gggqgé concept hy emphasizing
the dijalectical relationshnip between man and his environ-
ment, a relationship reflected in the individual by the
equally dialectical relationship between security and

activity.

According to H-Eriksson, one of the most important events
during the early care situation is the establishment of
reliance on the surrounding world or distrust of it, as
the case may be. "The first task of the ego, and therefore
the very foremost task of maternal care, is to establish
viable patterns for the solution of the central conflict
between fundamental trust and fundamental distrust in
relation to existence itself" (H-Eriksson 1989 p., 226).
H-iriksson sees in "fundamental trust" something dynamic
which is developed by a balance between trust and dis-
trust. The concept, moreover, has a dual meaning, alluding
as it does to confidence in the surrounding world and
confidence in one’s own ability. Bccording to Bettielheim
(1973), the child’s own activity plays a central role

in the development »f hagic trust. When a baby feels
hungry it also feels anxious and insecure, and to overcome
these feelings the child activates itself = quite instinct-

ively to begin with. As the child comes to experience its

10



own relflex activity, however, and as this activity acquires
a meaning through ils connection with the oatisfaction of
neads, a sense of purpoae soon develops. If the child is
thus given scope between the uensvation of hunger and the
gatisfaction of its needp to activate itself, it will
experience participation in the satisfaction of ita ovn
needs. Once the child capable of influencing its own
gituation, ito confidence in Lla own ability will increane.
0f courme, this is conditional among other things on the
child’s trust in the surrounding world developing at the
game time as a reasult of the surrounding world (= the
people in the child’s immediate vicinity) behaving consis-
tently and regularly in their dealings with the child.

The child rwat be assured that ity efforts will eventually
produce resulta. If its needs are not gatiafied, the child
will experience emotional chaos, and its confidence in

the surrounding world and in its own ability will be
disrupted. If on the other hand the child is denied this
scope for self-activation by an over-eager (gvarﬁprgtective)
gr authoritarian custodian, it will be rendered passive

or frustrated.

This description of the ideal form of the life-initiating
dialogue between custodian and child could serve as a

model for the teacher=pupil relationship as well. A rela-
tionship of this kind, which can be termed anti-authoritarian,
democratic or egalitarian, provides the pupil with a chance

of active self-expreszsion., In a relationship of this kind,
neither teacher nor pupils exert absolute control. Instead,

both sides co-operate in shaping their existence at school.

This relationship, commonly refexred to in educational
contexts as a dialogue—educational relationship between
people, would probably have been described by G H Mead

as a symmetrical assumption of roles (Asplund 1969) ., Mead
regards a symmetrical assumption of roles as the founda=-
tion of human becoming. By assuming the other person’s

role I acquire knowledge of nyself in his perapective.

Q- 11 :




Thins asgumpbtion ol rolce must be mutual, otherwise one
parbty ‘g development will be inhibited., Freire (1973 p. 90)
haa the tollowing to zay, among other things, concerning
the mutuality oi the dialogue and the conditions in which

it eviota:

"Phe dialeosue (7 the meeting between persons,
communicated by the warld in order to be able
tnomive A nane to iY, Thus a dialogue cannot
tage placc between those who wish to give a
nape to the the world and those who are opposed
to thig name=giving - between those who deny
athers the rirsht to speak and those who are
themselves denied that right. Those who have
been denied their original right to say their
piece muszt flrst reconguer that right and pre~
vent the continuation of this dehumanizing
agsgaule.”

The three conceptswhich we discussed above ~ security
activity and dialogue - ar~ functiorally related to one
another in such a way Lhat the character of the dialogue
decides the degree and type of security in the relation~
shipy which in turn determines the degree and type of
activity., In the description and analysis of personality
and identity development in school, these concepts can

be employed in the following connections, among others:

- The relation to other people. What are the character-
izties of teacher-pupil and inter-pupil relatignshipé

and relations between pupils and other school personnel?
what are the characterisiics of the home-school relation-
ship or, primarily; ol the relationship between parents,
pupil and teacher? What shape is given to working methods
and other aspects of the school community? How frequent
is creative activity in interaction with others? Have

the pupils ary chance of acquiring knowledge at school

concerning themselves and others as social entities”

- Relation to teaching content. To what extent is teach-
ing rooted in the pupils’ reality and how is it adapted

to their capacity and interests? To what extent are

ERIC 12
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pupils able to contribute material from their own experi-
ence to teaching content? To what extent are pupils given
opportunities of independent creativity involving their
thoughts, bodies, imagination and feelings in different
ways? In the course of their school work, are the pupils
in a position to gain an insight into their own social

situation and that of others?

- Relation to teaching organization. To what extent are
the pupils participants in a democratic process regarding,
for instance, the planning of instruction, the school
community and the runnin+ and design of the school
environment? While at schoel, are they in a position to
gain an insight into the social organization of school

and of society?

We have tried, on the basis of three essentially theoret-—
ieal Gaméepts, to outline the ideal school environment

for the readlizationof the principal objectives of the
curriculum with regard to personal development, In deserib-
ing and analysing the present appearance of school, this
nust be juxtaposed with an appearance which, though not

at present existing, is nonetheless desirable., This could
be termed a polarized method gf analysis, in which a pic=

ture of reality as it is is compared with an inage of

identity and the curriculum,

Premises of a theory concerning the relationship between

school and society

So far we have been concerned with the premises on which
to describe and analyse the present appearance of school
in relation to its effects on personal development., But
this does not help us to explain why school realities
have so far been so little influenced by the intentions
formulated in the goals and guidelines of the ourriculum.

We therefore wish to try to identifly structural circum=

13
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I

" The¢ sachocl system |
H Schaol l
|

_») coneepts

4 Flgure, llodel of the soclalization procesa in school,

' stonces at variona levels, within the school pysien and
outside it, which determine the social-psyshological and
pedagogical processes. It is only when wo have amalysed
these circumatances and related them to the preseni appear-
ance of school that we can decide what type of security
and activity it is possible to develop and vhether dialogue
padagogios (in itsoriginal {erm as per P Freire (1973))
la at all possible in the socisl frames existing today.

We will take as our point of departure an argumemt in
vhich we regard the developument of conmcicusnems and the
peracnality in a materialist perapective,

ERIC BEEY
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The course taken by the pupils’ personal development’
directly related to the nature of the reality which
surrounds them every day. Since a great proportion of

the child’s everyday lLife is now spent in school, there

is reason to suppose that considerable parts of the child's
avareness and personality are shaped in the social envi-
ronnent constituted by everyday school life. Social inter~
action generally may be said to constitute the foundation
of tha child’‘s conceptual formation. The experience
composing the child’s everyday lile constitutes the
material [oundation of the conceptual system which the
child develops (we anre thus distinguishing here botween

a world of exparierce and a conceptnal vorld, see the
figure on page ). Everything which happens betveen people
on an concrete level (social interaction), both actions and
verbal statements, in directly reflected in their experi~
ential vorld, FExperiences of concrete social phenomena

are gradually joined together and provide a material
foundation for conceptual systems at symbolical level

in the form of images, ideas, valuea, norms and suchlike,

15



The child’s self-awareness constitutes an important and
superior part of consiciousness, The child’s experiences

of itseif (v.a the reactions of others) in different
gituations produce a certain apprchension of its own
pergzonality which does a great deal ito control its future
action. In this way we say that the child’'s self-perception
is an important link between its action and the world

around it.

We have nov tried to show how the child s thoughts and
ideas concerning other people and itself, concerning
relationships and morals or concerning school and instruc—
tion are products of social and material conditions apply=-
ing to its everyday life at school, The next stage is to

give a brief outline of those conditions.

Our argument so far has concerned the inner field (I)

in the above figure, the whole of the figure being a
general model of the socialization process. We now wish
to expand the argument to include the outer field (II)

as well, So far we have dwelt somewhat on the analysis

of what happens (we shall be retuming to this in greater
detail further on). Now we will ask ourselves why certain

things happen and not others.

The model showa that the concrete avents which take
place in everyday school life, in the form of working
methods and forms of association, muat be related to
structural circumstances at different levels, Restrictions
gonerated by suzh structural circumstances in the outer
field (II) are intertwined with individual and collective
intentions in the social and material practices of school.
We therefore have to assume that the true scope for action
in the classroom is created by stryctural conditions in
gchool and outaide it, In Jwaden, for instance, Dahlldf
(1967, 1971), Tundgrea (1973, 1974) and Kallds (1974,

‘up 1974, 1975) have shown how the teaching process is con=-

g —
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trollad by pedagogical frame factors (such as time,
group size and composition, teaching materials etc)
which are functionally related to frames at institutional

and overriding school systenm level,

In order to understand the objective function of school
in society and the eventswhich take place in the class-
room, we have to relate school to a wider social context.
The education system cannot be viewed as an isolated phe—
nomenon; in the ultimate analysis it must be related

to material production or to the economic basis of soci=

ety.

The education system of a society cannot be termed pro=-
ductive in the same sense as the various staple industries
of that society. School stands for a spiritual production
which yields only long~term returns and is therefore direct-
ly dependent on material production for the coverage of

its costs., Another link between production and education
lies in the demands of production for an adjusted and
differentially qualified labour force, Masuch (1974) has
found that the production process in our society demands at

least three types of qualifications (p 55):

- intensive qualifications (diligence, perseverance,

precision, reliability)

- productive qualifications (competence and working

experience)

- innovative qualifications (scientific and creative

qualifications)

Thus according to Masuch an assumption of the role nf
pupil implies that the shild has begun to qualify in
accordance with the demands of the production process,
When the child adjusts to the demands and expectations
assoolated with the pupil role, it does so in response
to structural conditions outside school., Something of !7
this kind has been found by Jackson (1968), who idenmtis ,




fies a latent curriculum which is the antithesis of the
manifest curriculum. The latent curriculum includes, for
ingtance, demands for adjustment to & large group, with

all that this implies of the sudden denial of needs etc.

It also implies, mereover, the need to accustom oneselfl

to being regularly and unidimensionally evaluated by a

person to whom one does not have any profound emotional
relationship., What is more, one has to accustom oneself

to the unconditional power wielded by the teacher.

The latent curriculum thus referxrred to by Jackson is
functionally integrated with everyday vork and suppor:s
the realization of the syllabi, but it counteracts the
realization of the overriding objectives of the curriculum,
On the other hand the socialization process shaped by
school today appears to correzpond to the demands made by

production for an adjusted labour force.

Harlier we related the education systen ta‘materiél pro=
duction or the economic basis of society, But school nust
also be related to society’s system of thought, its code
of norms, its moral percepts, images and suchlike, i.e.
the characteristics of our society”s spiritual production,
its ideological superstructure, The latter is determined
by society’s mode of production and serves as a legitima=-
tion and reproduction of ecurrent conditions of production.
Within this superstructure Althusser (1976) identifies
what he terms the ideological machineries of the state
(e.g. Church, school, family, legal system, mass media),
whiech together Withbthé repressgive pachinery of the state
(e.z, the arned forces, the police, the administration)
stand for the reproduction of society’s conditions of
product ion, Althusser maintains that school occupies a
dominant position among the ideological machineries of

the state, The French sociologist Barnard goes as far

as to say that the main function of school consists in

"the reproduction of structures of the social formation,
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above all of the dominant mode of production which is
crucial to the structure® (Callewaert—ﬂilssan 1974 p 171).
The relation between the reproductive function of school
and the politico—economic basis of society has been
analysed by Masuch (1974) . He has discerned three main

reproductive furnctionz of the school system (p 21):

a) economic reproduction; school must produce the labour

wvhich society neeis,

b) political reproduction or socialization; school must
preserve and reproduce the ideology or self-understanding

predominant in seciety,

¢) school must reproduce itself; school adjusts to social
development without any serious friction because it

trains its own labour force.

A great deal of the personal development which oceccurs in
school today can be regarded as a response to the demands
of the politico=enonomic basis of ssciety'fer particular
qualifications., The development of an iiégtity, of self=-
~perception and of intrinsic value is a central part of
this process. Self-perception and identity are formed

in the encounter between the individual and his immediate
gsurroundings, and self-perception can therefore be regarded
as the point of intersection between the individuai and
gsociety. To study the shaping of self-perception in dif-
ferent individuals at school is one way of trying to
understand the link between the individual and society

and, therefore, the role of school in society.

Although exhaustive analyses in a structurel perspective
fall beyond the scope of this project, the analyses of
the miecro processes will of course be related in various

respects to certain structurally determined conditions,
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Some empirical first impressions

A period of fieldwork, as yet urnsupported by any systematic
analysis, has yielded the following general picture
(expressed in terms of security, activity and dialogue)

of conditions in the grade 1 classes included in the

study, We believe that so far we have seen the following
conditions making it difficult for children and teachers

to experience security at school:

- There does not seem to be a y form of association
(assenbly, activity) in school intentionally designed

for the primary purpose of enabling the children to get

to know themselves, each other, other people at school

or the material they are to work with and the surroundings
in which they are to spend their time. After two or tkree
months at school, many of them do not even know the names

of certain children in their clas=zes.

- Nearly all working methods in school are of such a kind
as to impede interaction between pupils. Pupils learn
almost immediately to regard their classmates as an obsta-
cle and a source of disturbance to the progress of their

work,

= The teacher and the individual ehild very seldom meet

in a context like the teaching situation; for the most
part they get to know each other in their respective roles
of teacher and pupil. (Virtually all the children we have
spoken to feel that they are not allowed to talk to the

teacher as much as they would like %o,)

- Beginners are left almost completely to their own devices
during breaks, During our conversations with them, many
of them have confirmed what we suspected from our observa=-
tions during breaks, namely that they feel isoclated and
afraid in relation to other pupils. Often too they feel

1

poverless to break this iselation.
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= Many parents have very little or no contact with the
teacher and the school. This makes it difficult for them
to appreciate the child’s school situation and understand
its experiences there. The child may then be denied

continuity between its home and school existences.

- Peaching is seldom related to or founded on the material
and social reality in which the children are at home, or
the ehildren’s own experiential wqud, with the result
that they are prevented from gaining insight into their

own social situation and that of other people.

- Children are tied in an authoritarian manner to one
teacher and to the system of school Tules as interpreted
by the teachér. The children seem to base a great deal
of their security and confidence on the teacher., Often
the system of rules ig not perceptively integrated with
the child’s personality. (When a supply teacher comes

to grade 1, insecurity and confusion seem to develop
easily among the children, and the routines assocjiated

with the regular teacher are rendered inoperative,)

Phe following conditions tend to make the teacher feel

insecure at school:

- Often relations to other teachers are not particularly
confidential, It seems as though they avaid talking about
their difficulties. Many teachers Eegl unsure of themselves
and feel that their difficulties may be greater than

other people’s. The existence of teachers with a reputa-
tion for being successful in class can cause

others to feel that they are a failure,

- The teacher feels that she is under pressure {rom the
explicit or anticipated demands of parents. The teacher
tends far too seldom to regard parents as potential paxt-

ners.
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~ The teacher feels that she has insufficient opportuni-
ties of getting to kKnow each individual child, (During

a certain period of time while we vere céﬁvérsing indi=-
vidually with all the children in our classes, several
teachers spontanecusly hinted that we were in an enviable
pogition having as we did the opportunity of talking
versonally to each of the children concerning their ex-

periences of themselves and their school situation.)

We have also observed the following conditions, among
others, which in our belief limit the prospects of com-

mivted and meaningsful activity by teachers and pupils:

-~ One o the very first things a child has to learn at
gchool iz to keep quiet and sit still, i.e. to adopt a
pagsive attitude. These gkills are rubbed in as soon as
the child startsz school, because they are a prerequisite
of the vorking nethods used in the teaching of school
subjects, whidiusually begins during the very first days

ol school.

= Activities are often interrupted by the bell going.
Children are seldom allowed to stay in during the brealk

and finizh what they are doing.

- Nearly all the activities undertaken by a child in the
¢lassroom are initiated by the teacher, Jjust as their

form and content are determined by the teacher and/or

the texthook. The child itself is given little opportunity
of developing ideas and vorking on indevendently formulated

problens, i.,e. creating.

- In nonwtheoretical subjects too, activities are alvays
highly farmalized, little scope being left for individual
creativity.

~ The playground is often a flat, uninspiring place with

very liktle that can stimulate Dplay.
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Teachers are also prevented from acting independently:

- The teacher feels that she has very little scope within
which to design her work according to her own ideas and
initiatives. The expectations of parents, colleagues

and superiors presumably tend to exert a conservative

influence on teaching.

- The indivudal teacher appears more often than not to
be obliged to use the teaching materials collectively

adopted for use in the school or school management area.

These preliminary impressions of the school start must be
viewed in relation to the structurally dictated condi=-
tions in which the teacher works (discussed in previous

pages) ., The active scope available to the teacher seenms

to a great extent to be restricted by conditions outside

herself and outside the school, conditions which, unaided,
she has very little chance of influencing or even becoming
aware of. The prospects of establishing a dialogue between
teacher and pupil of the kind described previously have

to be viewed in the light of these conditions.

Invest igation plan and methods

Work on the evolution of suitable investigation methods
has been closely linked with the theoretical work. Thus
the choice of methods for the empirical study has been
guided by the need for data facilitating analyses of
school Tealities in terms of various points of inquiry
formulated on the basis of the two theoretical approaches
dessribed above (the theory of identity and the theory

concerning the relationship between society and school) .

The analyses will employ data derived from observations
in ten grade 1 classes and from conversations and inter—-
views with the teachers taking those classes, with the

children themselves and with the children’s parents.
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To increase our opportunities of getting to know con-
ditions in theschool of which a class forms part, and

to help us bzcomeée more familiar with the social surround-

ings of the school, the study includes three classes
from each of the three participant zchools. A fourth

school is represented by one class only. The four schools
represent four different school management areas. One
feature common to all of the schools is that they are
situated in peripheral areas of Gothenburg considered

by the LuA to be relatively "heavy going'". These schools
present a relatively high concentration of problems and

difficulties.
The following methods have been used:

Participant observation

and nmaling observations there that we have tried to
descrive these social ani educational processes. kach
class vas visited by one ani the same research worker

for about 25 days during the first school year (31974/75).

In order to come closer to pupils and teachers and thereby
improve our prospects of sharing their experience of the
reality we perceive, we have participated in everyday
school activities to a certain extent, thouesh without
systematically endeavouring to introduce any new ldeas or
changes and without being absorbed by the reality around
us and bzcoming an unreflecting part of it. Participant

" observation as practised by us implies different degrees
of functional participation in the system we are studying =
from the outside observer with no specifiable and directly
tangible role in the events under consideration to the
status of a psychological and soeial part of the observed

reality.
Obszervations of diiferent school situations and contexts -

the classroom, the staffroom, the playground, the dining

hall, the pupil welfare conference, the parents” meeting
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ete. - have given us impressions of the ways in which
different groups and individuals belonging to the school
act in these contexts. Our most frequent ané abundant
observations have been made in the environments frequent=-
ed by the children, our main intention being to describe

their encounter with school.

— o mr smm mmm S mmm o= s mem e == S

a) Pupils. In order to get to know the children more
closely, particularly with reference to their experiences
of school and of themselves in school, we interviewed

all the children in the ten classes after they had been

at scheol for two or three months. This interview was

ually by the observer who had visited his class on several
occasions since he started school. The purpose of this
interview is to obtain closer insight iunto the way in

which the child experiences everyday situations in different
school environments. There are 16 such situations, and

they are illustrated by means of five pictures (classroom -

3 pictures - playground and dining hall) and accompanying

gpoken explanations., The situations in this structured
interview have been constructed on the basis of our own
theoretical assumptions concerning important agents of
gsocialization in the school environment. The areas which
the interview is aimed at penetrating are the children’s
experience of their relationship to the teacher, of their
relationship to each other, ol their own achievements, of
their understanding and insight concerning the system of

school rules, and of their security in social situations.

A sentence completion metho
a partly revised version of Kidlvesten & Jonsson "Det

gvenska 5kaipajkstestet“i The child is asked to express

the way in whichhe believes other people (parents, teachers,

classmates) see him, and the child’s own view of these other
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people also becomes apparent. The following attitude areas
are included: relation to parents, relation to other
children, relation to teazhers, myself in lessons, school
in general, the future and the child’s hopes concerning
itself,

We used the sentence completion method in conversations
with the children included in our intensive study, some
of whom haveattracted special attention at school pupil
welfare conferences or have been selected for special

instruction.

In many cases meetings with the individual pupil on the
basis ol the two methods mentioned previously have

assumed the character ol spontaneous conversations. Pupils
associating the questions with other matters have often
been encouraged to develop and follow up their associa~

tions.

b) The teacher. Conversations with the teacher during
visits to classes are supplemented by a relatively exhaus~
tive and thoroughly planned interview of the teache
concerning her situation as fteacher: her view of the

social role of school, the role of the teacher in relation
to the pupils, their parents and other teachers, problems
at school, teacher training, teaching methods and working
methods, the curriculum, subject content. What is unsatis-
factory about school today? Does she want to change schaol,

and if so in what way?

We can obtain further insight into school as seen [rom
the teacher’s point of view with the aid of the teacher’s
diary. Most of the teachers taking part in the study
have written up daily remarks on their school 1life and
work with their classes for a period of one week. The
teachers have been given a free hand in deciding the
content and form of their diaries, the only stipulation
being that they were to deal with life in school.
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¢) Parents, The child’s view of the school world as
manifested by the demands and expectations which it imposes
on the child is of course founded on the child’s life out

of school. Similarly, experience at school will have
repercussions on other environments f{requented by tne child.
Events in one of these environments yvield experience vwhich
will influence the child ‘s interpretation of persons and
gituations in other environments and its own actions

there,

We have therefore intervieved parents of the children
whose school situation we would like to penetrate in
greater depth (children with "school difficulties" as

has furnished data which can tell us about the children’s
circumstances outside school. For instance, the interview
covers the parents’ attitude to the child, the child’s
school start, the parents’own contacts with school, the
tasks of school, upbringing, the housing area, contact
with public services ans authorities, the parents” own

work situation, child care.

Project timetable

The project started on 13t January 1973 and will be concluded
on 30th June 1976. The work of the project has been planned

on the following main lines.

Jan - June
1973 Review of theoretical and empirical research
into the concept of self. The purpose of
this work was to obtain a theoretical view
and foundation of the concept of self-percep-
tion and at the same time to find perspectives
- for considerations of method.
1973/74 This year’s work was mainly concerned with
the solution of problems of method prepar-
atory to the appraaéhing phase of fieldwork. [
Theoretical studies continued parallel to 2w

. and as part of the development of methods.




YYD The fieldwork phase of the project was
corried out. Data for the analysis of school
v A parsonality-developing environment were
collected by means of obgervalicno, inter-

viowg and converasaliong.

1975/ 10 Gome of Lhe work of data collectlon (inter-
views of parents) has been done this year.,
bata proceuging, analysis and reporting are

nov in progress,
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