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PREFACE
.,4114 ,

a
The Program for Educational Opportunity is a

university-based institute designed to assist ,

school districts in the process of desegregation
based orr.race, national origin, and sex. The Pro-
gram., based at The University of Michigan, was -

established by the U.S. qffice of Educatien
pursuants .to Title IV of the 1964 Civil Rights Act.
. .13esides providing in:district services on
request and without charge to public schools in .

Michigan,"the Program annually conducts a series
of conferences. . .. .

Several conferences vere held during the
Winter and Spring of 1976-77 covering topics of
critical importance to school,board members,
administrators, teachers, students, and community.
Papers. from these conferences are incorporated into
several seta of proceedingt, this one among them.

',la the consultants from professional.associa- -.
tions,:governmental agencies, university com-
munit-ie-s-,--and. pr ac-ticingeduGatarts -and - a ttarney-s-,-

the Program expresses its appreciation for their
sharing of experience and dedication to the
proposition of equal educational opportunity.

Special appreciation is due Wilbur J. Cohen
Dean of the School of Education, for his continuing,
interest and support of the Program.

Finally; contributions. of the individuals
responsible for the planning and coordinating of
the conferences and these proceedings are
acknowledged. . .

CONFERENCE COO4DINATOR:

.Lois;B:Hart

I TRANSCRIPTION AND TYPING:

I Eileen Holz and Tramell Ridgell

COVER DESIGN:
. The Unive 41 of Michigan Publications

Office
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NTRODUer I ON

Charles . Moody, Ag.*

A

4-

The concept of multiculturar curriculum may be
" . suffering a fate bi.lail3ir to that of some other move-

meats or the 1960s,,,aiid early *11.70s. That is, a
withdrawal from them by a large segment ,of

. "educalioiol 'comminity.
,

#

The move away fm mult.k6uritural education,.ro
seems toe fo ed-ont the back-to-fbe-basics move-
ment. This mtvement is artictrlated far too often.
through the ,misperception that basic's cannot be
°taught with multicultuPa oriented cur,ricular4y

-,..mauerials. In an attempt to assist,,elementary and
. :secondary school pirsonnel to acgept diversity;

. --
. whether, based on race, sex, or national origin, as

` a strength and asa viable inolCsi.on in ins:Et-tic-
tional processes and materials,. PEO h1"ld'i 'series of

.cpnferen7s and workshops on the topic.
,Thepaperl included in these proceedinggs deaf

with some theoretical' as Nell as some practical
discussigns of multiculturalism, racism, and sexism

- in curriculum and instruction. ,
Abe Citron's article, discustes. multicultu'ralism

as an education for Americans. Heeprovicies a corn-
prehensive definition_of multiculturalism aad giUrts
a note on is social origin., Citron presenis the
politics of multiculturalism, as well as some steps,

Ineede4 to move, from monocultural education to multi-
cultural education.

i

O

,.1

*Charles D. Moody, fir. is the Director bf the '.
Program for Ed'u...ational Opportunity in Ann, Arbor,

" Michigan.
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The major premise of confluent education
is that every meaningful learning
experience contaim an affective (emotion-
al) As well as4Wpognitive (mental)
component. Each is seen as an integral
part of the learning processue Confluent
education seeks to take advantage of the .

affective component already present
(either in subject. mater or student) 1,
and incorporateit into the curriculum.,

In many respects,' confluent educa-
tion is nothing new; it is simply Whit,
good teachers have been doing for years-.
What new or different is that othe
inclusion of the affective component doef
not happen by chance. The affective .

component is intentionally built into-a
-

lesson design, and the affective learn-
ing about self is regarded as important;
it ,is legitimate/in its own right.

The Program for Educational Opportunitys

'sponsored aconference, "Humanistic Education in'
-

'Desegregated Schools." The papers contained in

these prpceeding§ were given during that conierenie.

The.papers.apress a variety of issues in humanistic

.education. Some of .the pe r are theoretical anti
)philosophical, while othe contain very practical

how-to ideas.

These proceeilings are'divided into fOur major

sections% .

L. :The Role of Teachers and Administrators
. ,

za-

.1 0 humanistic Education - .

41. Cross-Cultdrai Communications: , .

.
.

' A Means to HumaniAid Desegregatfbn

III% Imicl c-Eement"ing,Humanistiducafion in' :

. 41

the Desegregated Classroom '

. Ift. 'Why Hudanistid Education? .

.., ' .
\

1 7,
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CONFLUENT EDUCATION AND

THE MIDDLE SCHOOL CURRICULUM

Dennis Pataniczek*

0

Thecurrent movement to "humanize" classrooms

has taken many forms which share the goal of

encouraging students to participate more fully in

all aspects of 'school life. .One such attempt takes

the mameof "confluent education.T Developed at

the Uniyersity of California, Santa Barbara,

confluent education is the intentional merger of

cognitive,# and affective components of learning

and teaching. It is, simply statedt the merger of

thoughts and feelings in the classroom.

The majorpreinise of confluent education is

that every meaningful learning experience contains

an affective (emotionl) as well as a cognitive

.(mental) component. Each is seen as an integral

part of the learning processConiluent educition

seeks to take advantage of the affective` component

already present (either in subject matter or

student) and incorporate it into the curriculum.
O

In many respects, conflue.t edudation is

nothim new; it is simply what good teachers have

been doing for years. What may bejnew or different

is that the inclusion of the affective component

does tot happen.by.chance. The affective _component

is intentionally,built into a lesson design, and

the affective ,learning abodt the self is regarded
.

as important; it is legitimate:An its own right.

There are everil essential components to plan-

ning for confluent education, as it is discussed by

Dennis/ Pataniczek is a graduate student-at Michigan
State University, East Lansing, Michigan.
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its developers-and_practitioners. They may be gen-

erally 6tegorited as awareness, responsibility, and

readiness. Each is uniquely important.

Awareness is a key first ingredient. Both stu-

dents and teachers must learn to be aware of what is
.-going.on--Nxthin themselves and about them.

44
Previous

work in the area of confluent education has made

great use_of gestalt awareness exercises as ellag

other techniques such as.psychosynthesis and values

clarification. All of these exercisesemay be used
.

A.. with student groups.

RespOsihility is a second key concept. There

are two useful ways,of looking at this concept. The

first View of responsibility that confluent education

promotes is that individualstrtake responsibility for

their on actions. Ownership of behavior and actions

is stressed and practiced. Again the use orgestalt

exercises which omphasiio dealing with the here and

now (the present), and with awareness V one's actions

and their consequences, are ways to develop conscious -

i

ness in this .rea. The second view of responsibility

involves.ingi iduals being able -to respond to th6ir

on thoughts and feelings as well as to react to the

thoughts and feelings of others.
t. Awnro!te,ss and responsibility are not.automatiC.

. Both requite readiness: Bocaus confluent education

usually involves,a good deal of stt.dent intoaction

and sharing of thoughts and feelings, an atmosphere .

of trust, whero, dialogue may take place freely, is

essential. Studena'and teachers alike Should par-
.

ticipato in activities that will enhance the trust

level.of the group. Readiness activities to build

awareness and self- ownership may also be important

steps in jetting ready for confluent education..

The middle yeass.bf a young person (ages 10' to

14) are a period of changes` curiosity, uncertainty

4
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,
and discovery. Questions of identity (Who 'am 1? Am

I different? Is what's happening to my body normal?

Why am Cireated as child, but expected to,-act

an add4?) and_ qf connectedness (relatiOnships with

peels, siblings, parents, teacherS, and other adults)

often emerge at this time, and are vital concerns

of jteurigsters at this time of change.

The key ingredients oS awareness and resPonsI--

biltty described above are, most helpful in dealing

with such chaipes and concerns.. To be aware of, to

be ele,to respond to and to take responsibility for

such changes and questions is di/al at this period

and'are valued as life skills.

The middleschool itself provides an additional

rationale for emphasizing awareness and responsibility.

Believers in the middle school concept would argue

that this age span is a time for exploration, and

that these skills can better enable youngsters to cope

with new,data gathered about him /her and his/her

relationship to others,
,

Implementing cenfluefft education is not diffi-

nor is it automatic., Thera would seem to be

several important,steps id iti.succossful design and

implepontatioa.. ;

First, the teacher must be committed to the

beiiefathat dmotions are an integral part of learning,

and that foallags may be a alegitime_e object, of study.

It must be emphasized that this study is 4, Co the

e)Clusion of co itivo goals; confluent education-

seeks integration of the cognitive ar.d affective

realms. '

A second essential step is that teachers and./
students must work together to build a classroom cli-

.mate of.trust and honesty. Sharing of concerns,

questions, doubts, thoughts, and feelings is a goal

in this area. The teacher sliould be Willing to share

"--

9 .
S
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of him/herself in this area, but should make clear,

J.10- at times mo64, the idea that no' one is fore#1

to share or participate. The sharing should not be

4coercive, but rather encouraged. Sirategiei for

BUAding a climate of 'trust and `honesty can be found

in a variety of sotIrces, some of whiph are listed -at

the end orthiscaper:
. 4--

A third step is'ier the teacher, as fhe"design'er

of the lesson, to be in touch with the major concerns'

and interests of his/her students. What are the sfu-
a

.

dents concerned about, cognitively andaffectively?

What are, their problems? What are their questions?

The concerns and questions may be cognitive and/or

affective, and may be discOVered lite variety of ways.-

Again, resources in this zirea will be listed below.
k -

The teacher must next take an in -depth view of 4'

the subject matter or content s/he is leaching. 'Are

there natural'linksges.t8 students' lives? Are there,

for exdmpl'e, links to questions of identityI. Is the

.prOblem-solving stra'te'gy utilized in a'math problem

applicable to another area of the student's life
t
tit'is to be eh- nasized here that natural linkages

.

are sought; artificial linkages become affective
4

"hooks". which may draw students ir(to the subject

matter but which may result in separate affective

and cognitive realms. Students may be able, to iden:

tify natural linkages.

. Once identified, the linkages can be implemented

in a variety of ways, depending on the teething and' '

learning styles of the participants; and upon the

godli sought. There are no sure-fire recipes fOr

such implementation. 'Examples of strategies will

be listed for the "basic" subject areas below, and

may offer the reader a sense of the possibilities:

Once a lesson is comploted, evaluation and feed,-

.back may be sought. Because the goals of such con-

17'
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fluent lessons may be somewhat different in making

the affective component explicit, the strategies, for

evaluation may be different from the traditional paper

and pencil tests. Journals, diaries, individual and
. .

group conferences, "I-learned" statements, open-ended
.

questionnaires, and self evaluation may be utilized

.to supplement or even replace other evaluative methods.

It is important that participants in.confluent

eduCation take note of process- -what goes. on in a

_group, what roles individuals play, what feelings .

iarticipnts have about the lesson, group, orl.self%

This process time may b-integral in furthewleveloping

awareness, responsibility, and readiness for_further
. -

. learning.,

Listed below are examples of lessons which, may

be described as "confluent," Additional resources

for other subject areas will beidentified.'below.

English and/or Social Studies: Study of the

newspaper may hnvolve some.of the following,act-iyi-

ties in addition tethe cognitive task of learning f
about the newspaper.

--Students write news,siqvies, features, etc:

based on personal experiences ola real or simulated

classroom incident. Skills to be Included might be.

observation,skills, listening skills, writing.skills,-

interviewing, formal or creative writing..
. .

--Lntervieys with (+the, students, teachers or

ether adults, can involve sharing of experiences. as
0 A

well as the skills described above.

-- t!pear Abby" type columns 'can deal with students,.

concerns, and develop cognitive skills. They,serye as

topics for class discussion; students become awaie
a 0-

Ca others' opinions, similar experiences, etc.

.--Editoriale' can brine out students' views op

'almost any topic.

7
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p,Self obituary can deal with whait stUdents

hope to have accomplished in their lifetime, What -

do they want to be'remembered for? This activity can

look'.at values and goals of students.

N the .Use. open rather than closed questions

,whereve possible... (An example of a closed question

mighi'be:, Measure the length of the room and its 1,

Width, giving your answer to the nearest inch. An

example ofthe seine question framed in amore open
.

way Using as many_measuring instruments as you can,

find the ratio,of the, length and width of the room

in as many. ways as possible. Compare,your'results

with others,) Other ways to work with -math would be

to do more grotip work and' process what happens fir--
, ,

the group, and to Rake as many problems as possible

relevant to some aspect oC the student's life,

. Science: Science lessons may have affective'

components, too. After groups do experiments, the

class":can look at the process,by,which a group'.

works, Issues of interdependence can be discussed

'in relation to other.problems students face. Aware-

ness can be built by having students use senses of

touch,smell, taste, and sound as well as vision.

Studeht feelings about experiments can be discuised

and explored,.How do science lessons relate to stu-

dents' rives?

A Cauttonary Note

Confluent education is both a phipSophy,and a,

.Practice, Without a theoretical belief in confluent
_ .

education, It can become just.another "gimmick" or

fad. The teacher or group leader should always be

able Vo articulate to-his/her'students the "why," of

a lesson and its components, "why do we have to do

13 sz
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this?"lis a common student queition. Be ready with

i4 answer you believe va

It is also impOrtant that the group leader or

teacher prepare, for .the experience with students%0
Often feelings may arise which the teacher is not

,ready or prepared to deal with. Think aboilt'the

implications of any lesson which may be taught.

What rare- possible cognitive and affective responses?

How can.they be handled or dealt with so as%pot to

leave the student frustrated beyond toleration?

How can anger be dealt with? How can negative

reactions or feelings be utilized as learning.
4

experie*es?

Teachers interested in learnilig more about ,

confluent education: can find help in print and

through human resources atiilable for consultation

and training. The greatest resource, however, lies

within each.committed,and responsible teacher;

imagination, creativity, flexibility.

OS

9
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ADMINISTRATORS CAN BE HUMANISTIC AND EFFECTIVE

Joseph bulin*

Humanistic education can only be carried out

and applied if it is derived from administrators

themselves4 . Much has been written and spoken about

humanistic education, but the real thrust of human

relations and understanding can only begin at the

,top in our school system:

"tReaating to 'people,in an institutional setting

is tough to deal with, because of the bureaucracy

and more impoftantly, because of the differencesin

the cultural background of those we serve eac day

in.our"schools. In order for a lumanisticlappr h

,f61i)e implemented, the designated leader must plan

workshop activities so that staff members can relate

to one another' in cross-cultural honesty. This

humanistic honesty we, as educators, must also

Wry', tq colleagues, students, pirents,,brotheis,'

sisters, and friends. Our display of humanism and

fair -play must be real; it must be sinccre.

We administrators, historically, have noltAieen

known for our humanistic concern for others. Otir'

task, after all, is to keep the schools open. We

do not necessarily deal with anyone:, except those

on our own leVel, as human beings. There is a

need for' -the application of affective concepts and

.methods of administration in the schools today.

-'There are many problem* facing

administrators: student unrest, teacher demands,

*Joseph Dulin is Directotf Roberto Clemente Student
. Development Center, Ann Arbor Public Schools, "

Ann Arbor, -Michigan.
;11.
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f ailure to levy taxes, demands for accountability,

and racial strife and violence, too name a few.'

The educational administrator can nojonger be just

an adminkptrator. He or she must deal effectively

with alof these problems.

4 The administrator must be a manager, but cpr-
.

_tainly not on the level of-a faitiiry manager. This

can only mean one thing: he must deal with human

behavior; he cannot be a_mechanical bosg-producibg

mechanical cars; schools are not factories, military

. installations, or computers. Being a, good manager

does Ilk give adminiStrators dictatorial power.
t.

It should move them to be concerned about how others
A -

thikk and to provide the opportunity for others

to have input into policy-making decisigns that

, effect their lives.* The adMinistrator must be

aware that.the students'..concerns, wants, interests,

fears, anxieties, joys, frustrations, and other

emotions and.reactions to the world around them

contain the seeds of motivation and non - motivation.

Our lack 0g understanding Lf the cultural

differences in our society. leaves little room for

- leadership in the basic understanding of man's

inhumanity to man. We, as educatOrs, should provide

the proper role models of affective leadership,in

our particular schools end school districts. But

political chaos has caused manyof us to be in=

effective and insensitive in dealing with those who

ceme.fromdifferent backgrounds and experiences.

Administrators must practice what they preach, and.
,

them practices should be primary criteria for
.

, their promotion to othr positions.

We live in an era that is confilsed and con-

tradictory. It is easy for vs'to gee so.caught

up in the struggle for survival that we become

ineffeCtive in our schoolsprimarily because we _

a
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fail to share our concerns and problems as humans.

This has a bearing on our ability to. perform our

task with feelting and concern for othets4'who live

in out confused society. Many times it accounts
% :for the differences in our .treatment of other

people, in. particular those from other races who.

are present in our schools each.ddy.

On the other hand,, the adihinistrator must'not

be confused with the "miracle worker," though much

is expected of_ him or her." Unfortunately,. all

:administrators do not possess qualifications for

. all, of the roles: as teacher, danager,(etc.

But the challenge to humanistic educators should

be-to help change those things that should be '

thanged to make a better, more sensitive society.

Through this concerted effort, the fears and

ignorance that wrangle and halt progress each day

in our schijois and classrOom's can be eliminated.

'And simultaneously, teachers will be able to see

and feel the humanistic and affective leadership

of the administrator.

Even though admin4stratorsare supposed to be
.

,leaderS,,teachers cannot stand by and wait for them

to lead, for that alone could cause many genera-
.

tions to continue to lihger in ignorance. Teachers

must Vase initiative and bring school weaknesses

to the attention oE administrators, with or with -'
ao

out the administrato4s1 consent.
. ,

Knowing the difficulties of this proposal,

and the planted idea:of revolutiOn, I still must-

'.cling to tne idea that teachers'will bring about more

. 'meaningful humanistic learnings. This certainly

should cause administrators to take another look at

themselves. I recognize that this may cause

conflict, that teachers may be placed in an awkward_

1
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position or that they may ,eopardize their very

Sobs. But we must begin'to take that chance,

because if ever there was a need for humanity

within our schools, the time is now.

One can only guess how manyproblems.would not

have occurred if we had been more huLane in our

schools. From the schools, I believe this humane-

nesswould hive spread into our communities, state,

and nation, °

Muc# has been said about humininiss'in our

society and in the Suture since the election of

President Jimity Carter. Only time will tell, but

in the meantime; we educators should seize this

time to prepare ourselves to bring humanistic

education directly fromiPlains, Georgia, or

Washington, D.Cr to the classroom, hallways,

gymnasiums, bathrooms, and cafeterias, so that the

students will deal more effectively with each other'

on a peOple-to7people.basis,without regard to race,

creed, color, sex, or previous condition of ".

sertitude.
4

The poor, oppressed, mainly urban, mainly minor-

ity group students--the crises clientele show the

Widespread failure of educators in general to lead

students toward the behavior our society considers

desirable and acceptable. Let ys be aware also

that the problems areAby.no"means confined to this,

group; they effect other groups as well. One of the

biggest difficulties or deficiencies in education

is the lack of contactwith,the student,

-particularly in the. administrator-student relation-

ship. Daily happenings in our schools generally

seem to students all one way: either all good

or all bad. This is also true with the things that

happen_ to them as a result of the little or big

hind that we educators lend ip thei, These cases

'14 .
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or incidents happen daily to the disadvantaged,

and we must wonder Alout their effect and the

effect of the attitudes of other individuals and

groups on disadvantaged siudenis.

Many teachers and administrators who work with

minority students are hungry,fox ways to stake

e education more meaningful to them. .At the same

tim, we mustrecogrlize that there are lust as

many teacher and admirAistrators who fail us daily--

that'are making tracks and getting nowhere.

. There can

those in power

*practice Elope

be no progress unless we get to

and call upon them to recognize and

basic survival pieces that make us

r-

all human. Certainly there are no set rules and

regulatioi for getting effectivp results, but we

must continue io search. Perhaps, we can,begin

by ooking into the following areas for causes of

irrelevance in education as it relates to the

.desegragated classroom. No doubt: there others: .

1
1. inability to `match teaching procedures

with the child's learning style.

-2. Use of methods and teaching materials

that ignore the feelings of the minority

students,.,

3, ignoring the concerns and problems of

minority students.

4. Using materials that are poorly related;

to the minority., students' realm of

experiences.

Ignoring the minority students' environ-

mefttas.it exists in the past, pTesent,-

and futuie.

Use ofiteaching strategies that do not ade-%

quately point out the differences racttm

and sexism asthey apply to the various

cultures.

15
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The "student is constantly que...stioting.him-
, .

self--"What does it have to do with me?" We, as
.. .. -

edutaters4 focus on.students11earning styleAand

experiences. But we must continue to search for N- o
i

a broader concept to reach all students. There

must exist within lm.the challenge to find a
..

solution to the causes of- irrelevance in the

schools;" Unless there is a connecting 11n;

between the students, their learning sty4.41.

their experiences, and our teaching methods, the

aims of education will be mitigated and we stiall.

continueto digress., This also applies to thoie

who.are the so-called "leaders": They dispense
.4

knowledge, and many times ignorance, to dour

students, which in_turn leads to the violence that if.

"eists, in our schools each day. Possibly, this

violence may be cauadindirectly ijr the

J../administration of the 'school.

The key to positive andeffective interpersonal.:

relationshipiThetween students and.teicher§ in the

desegregated school and classroim is.foOnd .pit
4 sknpw ng.one another. First and foremost knowing

oneself, knowing the students, and acting out dach

situation for the:mutual benefil of one another.,

Many educators are especially good at this and are

N wall knOwn for their ability to get along with
1. .

-
students and colleagues. They teem'co have a

4knack.foi developing positiye relationships,,

their schools seem to thrive on such relatihships,

and, the stfidonts learn. The care of a humane

school rests with positive and iffective inter-
,

peesenal relations.
,

Attached is a ver simple philpsophy of a

school: Roberto Clemen e. Our philosophy is the

'embo'di'ment of hopp for a better Arid tomorrow:

We at Clemente deal xith reality and life

.16'
0 -

26



experiences, particularly wHen.one looks at the

total process of ,staff of people, educators,'

who see -the need for change in order to bring

libout a better tomorrow. th two years behind us,

-we have on4y begun, hopefully, to bring about

quality education for all people. Educators should

insist on_equality for all students whether they

be Appalachian whites, blacks, or otheridnorities;

rich,,poor, or widdle class; male or female. This

,.;istour philosophy. Our goals and objectives are

.consistent with this philosophy.

We ale carrying on a very smooth operation" al

Clemente because we deal with reality and

survival, stressing the necessity of academic

- skills and the joy of living as brothers and

sisters in this country. The task has been
.

difficult and rough, andmany thanks are due to

our staff and students who have worked 'together

to bring about beauty in life. The honesty and' .

fair play that exist at Clemente are gragficatiOn

for hard work by the "Cremente Famlly."' The
4
.students respect us as people :Qnot blacks against

whites and vice versa, not students against

teachers, not students against administrators. I

am happy to report that at present we do'not hav'e

anyproblemsviir the- aforementioned areas;

because webelieve that people must recognize
.

. -differences in people, and.at the same time

recognize the human being whose behavior, cultural

experiences, and emotional difficllties are not

understood, 0
-

A better world for the Appalachian whites,,

blacks,-and other minorities lies largely in the

han4sof us as educators. Perhaps we underestimate

our abfqities Elul are threatened.as people, but

please have no.fear: get to the culture and :

17"
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.. experience of those who are unknown. to you:and
.,

the code of honesty and trust will prevail. -To ,

o those of you who are 4n a position to effect

change, We ask your help in assuring that a ' :

hUmanistic education will prevail for all students.
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Appendix

ROBERTO CLEMENTE STUDENT DEVELOPMENT CENTER

ANN ARBOR PUBLIC SCHOOLS

Phildsophy

The Clemente Center is an educational institution 0

which holds a belief in the dignity of each perion,

and 4 respect for diversity within.the human family,

The Clemente Center shim: to provide an'atmosphere '

.for growth, intellectually, emotionally, socially

and
0
phys.ically, through which the individual is

.

brought to understand accountability for his own

talentp. and development, to himself and his brother,

. and to.use his gifts fol. the bettermegt of his com;

munity, of mankind. -.Through the guidance efthe staff,

administratia,,parents and peers, each student will

be,encouraged to build within himself a stable sat

of values whichill provide an anchor in a changing

world:

0 . .._419)..
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THE EFFECTS OF BUREAUCRATIC-

STRUCTURES UPON TM V§RBAL AND NONVERBAL

, ; INTERACTION OF MI qm ITY,ADMINLgTRATORS

MarCia J. Clinkacales*

Own addrOsini the topic of "The Effects of
.

Bureaucratic Structures Upon the Verbal and Nonver-

bal Interaction Behavior of Minority Administra-
%.

. tors," irbecomes necessary to give an adequate

-description of 'verbal and nonverbal. interaction be-..

havici? as well as to provide a definityre analysis

of .sliecific terms.

The purpose of this paper will be to (1) examine
.

communication, theory as i t_relates to verbal .and

honverbal components; (;) proyide a definition of,.

terms,.; and (3) explore the possible effects and .

implications of bureaucratic structures on the

communication patterns of minority administrators.

*Thus 'this paper will explain verbal and nonverbal

interaction behavior and illustrate its relevance

for minority administrators within the context of

bureaucratic organizations by* examining cross-

cultural research methodologies.
.....

as a process we

see' that 'Communication as a medium is extensive.

The process cannot be limited to the reception and .

transmission of messages, for these are only one .

part of Communication. The communication process

is part of a behavioral:scientific manifestation,

which takes into 'account numerous variables which

penetrate-the mechanism of communication.

*Marcia J. CIihkscales, at the time of this presen-
. tation, was a communications consultant for_Ihe

(1 Program for Educational-OpportuhIty, University of
Michigan,.....Ann_Arbor ,- Michigan.

_
.
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Thus-communication scholars have gtven attention

to formulating- methods and models for better alder

.standing the complexities of this system.

. This-Writer does. not negate the Concept,thaf

. part of communicatibnis encoding and decoding

messages. Or that, as d part oaf, that system,

certain ingredients are essential (as the.source,

, - the encoder, the message, the _channel, the decoder,

and the -communication receiver)- (Betio 190). It

is only being suggested `here that such attributes

as ldngudge levels, -attitudes,- cultural variation,

and the social status of others within the
.

socio-

. . cultural. system, place Certain restraints on

addressing the communicative event. Such con-

,siderations often make the interpretation'of a-,

t
'given message extremely.complek. -0

1n-examining the complexity of the communica -.

tion spectrum, inveStigators have found thdt.non-.

verbal communication is an .integral part-of the

communicdtion process. The study of nonverbal

aoimunication has become a critical area of -
. investigation. Invettigations of nonverbal be

hayier would include such aspects as plralanguage

=,....4...--..(which_refexs...to_aaplpagum_p_ounds_, vocal
.

qualities, pronunciation, and inflection patterns);: :,

kinesics (which encompasses the study of bodily

movement, posture, and facial onpression); in

teraction behavitr; and proxemics-, _ - 4.

Significance has been placed_on the nonverbal

behaVieruf human communication.' Nonverbal .

expreislon is an important constituent of verbal

interaction. .Those two communication elements. aye,

interrelated in that both occur either simul-

Caneously, or -within the context of the given com-
,

muhication.

-'24
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Recently, much attention has been given to

'nonverbal'interiction behavior. Theorists have

realized that in order to understand the entire

comm unication procissj_both verbal and nonverbal

interaction need_to_te examined. interaction .

", behavior his been addressed by many behavioral

-Scientists filed effort to explain or define that

aspect of human behavior. -Lennard And Bernstein

.

(1.970) suggest that human interaction provides the -

medium through which societies and all social

'syitems perform their fiznctions and caxry.oui their

purposes,: iSo interaction behavior in this discus-

sion refers to the interchange of ideas, feelings;

and information II minority administrators in

human interactions, within their organizations.

- As early_is A372,-Darwin established facial

'and body movement patterns_. as an area of serious.

study with the publishing of xpression of Emotions

In Man-and,Animals. Then Sapir (1927) recognized

the definite importance of this communication

ertity by"stating: ,

.

.....we respond to gestures with an extreme- .
z

4 IMETUiars anC-File-migla say, in accordance-
...............0 ....

with an elaborate and secret code that is

written nowhere, known by none, and under:

.stood by all: (p. 137).

The iiiiportance of nonverbal behavior was

examined relatively early,by a number of scholars..

however,, the real impetus for exploring this

spectrum did not begin until the 1960$. It-.

becalm paramour that communication researchers

focus their attention ow expreiSive movement and

'nonverbal 'behavior.'" 13ix4whiste11-0-(1963,

-p. 12S), a pioneer in the study of nonverbal

.
t.
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Conceptually, it is important to understand

that verbal and nonverbal behavior function as

interacting components. The nonverbal message

is closelY woven .into the ,verbal message making'

the separation of these entities virtitalliiim-
.

possible. Thus, in an'attemptto define-noverbal--

behavior based,on-research,Mehabian (1972)

Suggests that "nonverbal" is the contribution of

. communication. In a *broader sense it includes

(4) actions-(asdistinct from words); (b) subtle

or. implicit aspects of speech (paralanguage); and

(cy.goal-directed/intentional and nongoal

begavior, describes kinesics as "the systematic

study of those patterned and ,learned aspects of

body motion which can be demonstrated to 'have

communication value."

'In,1971, Nehrabian wrote:

.

. HOW iS_it possible that, deSpite 4the

absence of any -explicit accepted Standards

_as-tp_what cert4il.pehaviors,mean, people

are. still able to understand each others'

ponverbal communication? Nonverbal behav=

for primarily involves communication of

one's feelings_and attitudes. (p. 111)

directed/unintentional transmissions.

Let us now briefliyamine the different .

types of studies that have been conducted in this

area. A theoretical explanation of the literature
?

is necessary in order to properly analyze the

-- - - - -= verbal/nonverfial'inteiaction behavior,of minority

miiinistrators within formal organizations..

. -



Thoi°ensuing discussion will focus_ on empirical

investigations of nonverbal behavior, using a

_theoretical overview of intercultural research:
. .

black-white nonver,a1 studies.
. . .

.

.,

Coosiderable ()search has been conducted in

an attempt to exa ine a variety of instances of

nonverbal expressons. The_ investigations consider

postural communication, physical adornment, and
_.

facial exprestion.

,
In examing postural communication, William

. .
James (1932) found that people Tan read the

.. .

emotion signified by bodily posturei. Subject§____
7-:---77o-f -this s-.VLW were asked to observe a number of

, z

body postures and designate the particular'emotion

beingichmmunicated. James found that the subjects

deisonstrated high accuracy in their judgments.

`;-- amen _(1964) conducted a study iik.which he

fo.undthat people can read emotional states

throiigh the observation of phisiCal\nonverbal

behavior with considerable accuracy. .Ekman (1969),

later discovered_ that the head gave information

about the affect experienced but told relativ, ly

!Shapiro (1972)conducted a study to assess

. variability and usefulness of facial and body cues.

Thiity subjects viewed seventeen photographs of

fivelcounselors. Six were of the whole body, six,

were-of the head, and six were of the body without

'thelhead. Shapiro found that the ,subjects. valued

facial cuei" over 'bodily cues.

Henley (1973) on .status and its elationShip

to touching, mndfcated that status predicted the

acceptability_ of_being touched in a public

environment. The higher status of the individual
,

di rectly.%correlated--wi th the privilege of` being

touChedin public.

I.
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Argyle (1970), in .assessing the ferior and

superior attitudes of nonverbal and verbal,signals,_

._found that females were more receptive to nonverbal

.tnesthan'were males.

NonVerbal.variables that have been assessed'

for research purposes are midespread. These

examples were-providedto suggest the heterogeneity

of-the studies. Theie research modules will be

-referred to a later point in this paper:.
.

Theorists interested in intercultural and:.

.cross-cultural communication have assessed the

extent to which cultural variables effected non-
..

verbal behavior. The basic lidial-Tiy o fMter-

Cultural communication suggests that differing

.cultureA may experience difficulty in communicating

due to diverse experiential backgrounds. Thus,

culture must be considered an important com-

munication variable. It effects the process of

interpreting symbols transmitted by a given source

because the two interacting cultures bring. different

.symbols to the communicative event,
. _

Sitaran (1970).suggests that what is.an
.

effective communication symbol in9ne culture could

__be an obscure gesture in another culture, lie

A further contends that the communiCationiechnique.-

.thatmakes a person successful in New York could

kill him in New Delhi. The occurence of this

'situation Is based on the individual failing to

understand the nature or foim of communication--

across_cultural boundaries.

This writer supports the theory that there

tare cultural differences in nonverbal communi-

cation. 'Eisenberg and Smith (1971) suggest that

great deal of impresaioni tic evidence supports

are attributable

gs of nonverbal

the-notion that-ethnic tensile

in some degree to misunderstand
.

8
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messagis, These authors further. contend that in

black-white'relationships
G
there is a tendency to'

misunderstand Communication by touch.

La France and Mayo 0975), examined the role

of gaze direction in_111Ack:black and black- white.

'dyadic interactions. The researchers found that t
-differences between the two cultural groups was

biased on when looking occurs rather than the

.amount 'of lookigg. _In later study (1975) by La

FieinCe and Mayo, Tesearchers observing gaze

direction while listening in rat-homoginous dyads,.

,found that white listeners gazed at the speaker

for Siinificantly more of ±their listening time

thandid.black listeners. '

lluri are many more studies which suggest '

cross-cultural differences in nonverbal behavior,.

Recent' attempts have beeelnade to document black-

..nonverbal studies by such theorists as Johnson

(1971), and Akerele (1972). Once again, the

examples that this writer has provided are an,

attempt to give an overview of research which

will be necessary for analysis in this discussion..'

-This writer conducted a study (CVnkscales

1973) to identify and describe differences in the

nonverbal behavior of Afro-Americans and whites.

The investigation attempted to ascertain whether

or not certain classes of nonverbal behavior Were

postively or negatively associated with the level 4

of interpersonal attraction between two inter-

acting subjects of the same race. Fifteei non-

verbal variables were assessed:

Facial Pleasantness.
Observation

Forward Lean

29
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Self-Manipulation

Facial Activity

Neck Relaxation

.4,



Gesticulation

Orientation

\Sideways Lean

Object Manipulation .

Rocking .Movements

. I '

Head Nodding

Head Shaking

Touching

Arm-Position Asymmetry

Results indicated that there are differences in I:

nonverbal behav1 ior when examining interpersonal

attraction as ai unidimensional construction.

The variables.of.orientation and rocking movements

were predictors,of attraction for the black

sampled population. Whereas, in the white'smpled

population, hea shaking movements, neck relaxa-',

-tion:and facii ple&santness were predictois of

attraction. The results further indicate that
f'

the nonverbal predictors are in different regions

of the body--the body region for-blacks and the

upper regions,. (head and face) for whites.

Hence, )he research reviewed suggests it-

pAcations and hypothescT for assessing the be-

haviorof minority administratars in bureaucratic

_ structures:
"
the last section of this paper.

iVZ----"-In assessingia4 effect of bureaucratic

verbal and nonverbal interaction behavioir

of-linority.administrators, the previous definitive 4

analysis will serve as a guideline in the forth-

coming _discussion. ° _

In this section, bureaucratic structure is

being defined as one organization. Parsons.7,(1-960)

defines an organization as social units (or human

groupings) deliberately constructed and recon-

..structed tb seek specific goals. CorporatiOns',

armies, schools; hospitals, churches, and ptisens.
. .



.fail under this description. Parsons further

contends that organizations are characterized by

divisions. of labor., power, and communication re-
/

sponsibilities. The balahce of this paper will 'be
-o.

based _on ParsOns', difinition and the word

'organization will'be used in reference to bureau-

cratic structure.

This writer will advance the argument that

;- (1) the minority administrator will interact dif-

ferently cross-culturally than he or she will

interact intraculturally both with individuals -

that are a part of his or her staff, and with

individuh1s that areoutside of her staff.

but are a part of the governing 'organization.

.(2) This dissimilarity of interaction behaiior

will be rtanifested verbally and noniterbally.
.

the interaction pattern will vary with race or

ethnic derivation serving as the outcome variable

and With virbal/nonV rbal communication acting

as the resultaht mechan m. The above assumptionb

are based On the communj ation vafiable's of inter-
:.

'personal self-disclosure nd conflict. ,-These

-" variables were.selected b cause of their frequent

occurance within an orgenitational unit.
. .

She emerging question now become, "What is

self-discloiure?" and, "Ho does.it optimally

. function within an organiz tional unit?"

Sidney Jourard, notable scholar in the area

of self-disclosure., suggestsIthat self- disclosure

%is-the "act of revealing, personal information to

others"." Olmsted 0:974), states that self-

_disclosure is

. t . ,
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0

---...ethe.uncovering or releasing of infOrmi

tion concerning ,self; to admit mistakesand 4

. inadequacies; ...the opposite of holding'back

and ambivalence; an acceptance of.the,risk of

being,knownp a giving up ok the preoccupation

with being 'secure.

-
.

Given.these definitions one could presume that'

in. the arena of administration., the-minority ad-

ministrator has the unique.responsibility oeco-
VI

ordinating and delegating the affairs of theLdepart:

-went.. In so doing, 'he or she must communicate

-paerticufir information on three levels,,. (1) to those

' who have equal stature; (2) to those who are

,subordinste; and (32 to those'who are superior in

positional status. (Refer to Diagram I). BO the

minority administrator self-discloses specifie,

.tommunications will later effect the climate of work

, .productivity.. Olmsted (1914) suggests thit part of

..self - disclosing is the ability "to admit mistakes

and inadequacies" in the releasing of infOrmation.

In posing a hypothetical example, one could assume
, .

that:situations will occur.where it.-becomes

.4---s.trateg4allyamportant for Person A thi minority

administrator) to disclose informatiOn to fellow

. employees (Persons B, C, D). The method that is

selected becomes of prime importance.

. Cross-culturally, can Person A admit a mistake

or inadequacy ?_ Is Person A preoccupied with posi-

tional stature? Does Peison A allow herself br

himself the opportunity of adding a human quality

to his or her interactions with employees? And

further, doesa lack of self-disclosure stagnate

N) . the developilent of.a.flourishing organization?

lfhe...adviniStrator know when and when not to-

'. -'self-disclose for the best interest of the company?

0
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qr Is it apparent that Self-diiclosure is seldom

utilized, reating a communication.bairier within

the depirtmenti

-Another important _question is. whethei) :or not

the minority administrator is able to self-disclose

with the three levels of personnel that, were

suggested earlier in this discussion. And

further, does the, variable of race effect the
,

minority administrator's ability to self - disclose?

That is, When a hlack.administrator communicates

. .to a white equal, subordinate, or supervisor, does

the interactional behavior change, based on the

level of the white interadtant? And does, the'

.black administrator beams aware of the race

(white) of his listener or respoddgnt?

Thin writer proposes that the black adminis-

trator will reflect upon` the ideological factors

. that govern racism, For example, perhaps

congnitively the notion emerges that, "i as an .

administrator should dot self-disclose to whites.".

This,notion could be based 'on historical data.or

.expellence in relation to black-white interactions.

Arid ,the. next question that could occur is, "If I

do self-disclose, has i climate of trust been"

built so that I know the information is being used in

a productive manner?"

Historically, in many circumstances, blacks

have had to assume a behavior of accommodation

when interacting with whites. l4chman (l97A)

asserts that through accommodation many blacks be-

came adept aeconcealingand controlling their

emotions, and at 'assuming a variety of postures.

In view of the racist society that exists; does'

racism affect the ability tcself-disclose,and

; trust in black-white encounters? Is there a

. degree ofriaperficiality that exists within this



,interaction? And if so, to what extent or. degree
does this superficial atmosphere effect the
productivity of the work environment'?

%71----,*:- , Certainly, there is no absolute answer th'at.- , .
. can be given wit,hout,immeasurable research. How7

ever, mucircredence should be given to this
, philosophicar issue. This writer* suggests that ,

there is al certain amount of paranoia that exists
1

.

in .relation to these variables in black-white
interaction dyads. And. these variables occur

,, consciously and .unconsciously. In an effort to
establish effective patterns of communication, it .

would .seem necessary that these variables be
41 Adequatley -assessed within 'in organization in-

.--.'terms of their positive or negative effect.
Intraculturaly (the .situation (dila black.

administrator .communicating to a black equal,
subordinate, or superior), the interactional, fac-
tors coal! conceivably change. People of the
same national, ethnip, or religious group tend to
be better judges of one another than persons who
are outside 43,f that group (Patton 4 Griffin),.
This concept grows out of the theory that persons
of similar backgrounds have a shared system" of
commonalities. A black administrator could assume.
that because the black equal, subOrdinate, .or

.; . .

superior are of his same race, he or she will ->

better understand the adanistratorigkefforts
based on their shared ethnic congruence -

..

to the extent, that they have similar. experiential
" backgrounds the issue of racism bn an intra-

itcultural, level does not.effect their .relationship.
This assumption could perhaps be true, ,but other
variables, such as power and. influence, who has
and who does not, could also be detrimental to a
\tiholesome relationship, and effect the work

i
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The concipt'of conflict is qyart of any

organizational structure. Bohlding (1962

asserts that:

Conflict is a situation of competition

in which the parties re aware Of the incom-

i4ibility of potential future positions'

and'in which each party wishes to ,occupy a,
, -

position that is incompatible.wieth the wishes

of tfie other. In an actual conflictsitUg-

tien 'there must be awareOless and there must`

be incompatible wishes and desires: (p.5)

The manamerit of resolution of conflict take on

a variety of phi.losophical approaches. rThe

.options arq,to discount- it, to inter,talizeqt,or

to reconcile the conflict. nether there is

management or.resolution of conflict will be based,

on the investment in or importance of the relation -,I

ship:
.

1.;

Cross-culturally, in black-white, relation-

ships, the nature of ,conflict is quite complex.'

Heie again the variable of race or racism pane-

trates the vsry fabric of resolution. Questions

such as: "Did the black administrator commit a

particular act beCaUse he or she was, practicing

racism towards whites, or was the mandate given

by the black administrator out of what seemed to

be functionally appropriate for the organization?"

In examining the reverse relationship, the

black administrator can wonder if the white eqnalt

subordinate, or%superior is acting simply because

he orshs is a black administrator.
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Thus, in dealing with conflict, the black

administrator and white-interactantl are dealing

with both race and culture and the extent to

which these effect, the conflict. This writer.

suggests that irlymost instances it is difficult

_to lay the issue-of culture aside. There are

differences in addition to racial

differences that will inevitably effect black-
..

white interactions. ,

Interracial conflict is not a ne.% developent

within our society. Blacks and whitei in Western

society have long been involved in cultutal

misunderstandings. These miSMAderstandingshave

been based on prejudicial beliefs, 4attitades,

and values apout Afro-American .,culture in the

dominant Anglo-Saxon cultur-.. _{Here again, the

principles of conflict may change in intracultural .

interactions, and the'variables 4.ould bd associated

with payer and influence.) Hence, our major concern

As the extent or degthe to which cultural misunder-

standings stagnate the development of a multi-

_cultural organization.

It was established earlier that nonverbal

expression is an important constituent of verbal

interaction. When cultural variables effect'

,verbal interactions between cultures, they are

also likely to result in misunderstandings of

nonverbal.behaviO. Lack of knowledge of non-

verbal crass-cultural behaviors is an additional

dimension to understanding the process of inter-
,

cultural communication.

Much of the earlier reviewed literature sug-

gests that cultural differences exist nonverbally

between cultures. Let us examine Diagram Lin an

attempt to explain cross-cultural nonverbal

behavior. The following nonverbal-variableS-wifl--------,

11517
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. be discussed: eye contact, bodily ppst4res, and

proxemic Behavjer.

La France and Mgyo found that gaze direction

is-well as'Irtime spent .gazing at the interactant

while 1,is*ening, was different for black and
- 4
'w ste subjects.. It has_generally been assumed.by

the domitant.culture-that if a pex'son i§ listening,

or attentive, he or she will look at the speaker.

HdWever, La prance and Mayo's study showed that

this is. not necessarily the ease. Within black

culture often times black subjects were not

apoking'et.one another; but they were listening

to what was being communicated. Jhus,,in the

caseof a black administrator and a white equal,

subordinate, or superior employee, at any time

sufficient eye contact is not maintained; the

white employee could, interpret thks_behavior'as

disinterested or inattentive. Obviously, this

. nonverbal mannerism by blacks is not the rule in

every situation. But since much -of nonverbal

behavior-is nnconscious,it is conceivable that

the above behavior could occur.. If the behavior

were interpreted negatively by the white employee, .

this could present a barrier in effective

communication. Thp judgment could be made.

unknown to the black. administrator, and result in

future communication difficulties. .=

. In the study conducted by Clinkscales (1975),

it was found that differences in-black -white non-

verbal behavior,, were found in different regions of

the body. Rocking movements and orientation

. (different positions of the shoulders) were

predictive of attraction for the black sample'..

Whereas, facial pleasantness, head shaking, and

neck relaxation were predictors for the white,

sampled population. Many research studies support

.;;
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the notion that the-head and facial areas are

important indicators of nonverbal behavior for,

white culture, Concurrently.Cooke (1972);

"Jofinson.(1971);.Akerele (1972); Williams (1972;

and (Orton. (1967) have found that -bodily movements

were moreindicative of Afro- American nonverbal

- behavior. It should be noted that 'Much of'the..

/iterattire about nonverbal behavior has been

predominantly about white culture. The upper

iegions.of.the body were of particular signifi-.

c;16..hus, When researching Afro-Americans,

r, searchers. and theorists- have found that some of

thesemphasis has shifted from the upper region to

theloWe'r region of the body.

This data would suggest a divergence in

nonverbal expressions between the two racial

_

groups.. Johnson (1971) hypothesizes that the

.'historical polarization of the black population

from otherAMericans_ produced some differences in

,.nonverbal behavior within black culture. He

further contends that nonverbal patterns in Afro7

American culture could be a result of former

. African patterns or Of the indigenous conditions

of black AmeriCans. Hence, when the black
. "

administrator interacts with white employees.

Whites may no't be in tune with th'e administrator's'

nonverbal mannerisms. Cultural conflict and.

misunderstandings nonverbally often inhibit the

growth and development of multicultural relation-

ships (see the section on blacktwhite studies):

These .problems presumably do not.occur when

assessing intracukturalrelationships. Afro.

Americans have always had to function bi- cultural-

ly'. Thui, they may be familial. with,many of the

behavioral mannerisms Within white culture..

39
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Differences in proxemic behavior have been

-aisessed by Rosegrant and'McCloskey (1970. White

interviewees established greater.intarpersonal

distance from AkrorAmericaninterviewers.than any

other combination. Difference .in proxenic-
spatiality could also. effect the cross - cultural

dyad of the black administrator and white employee.

It agAt be stresred here .that not all black'
.

administrators will exhibit differences fiom

whites in nonverbal behavior. However, kt muse,

also be poifited out that ifdifferences in behaVfor

are observed in
.

black Americans, it is not

defective in-nature,but possibly a manifestation.

bf different culturak_style.,

Interaction between cultures is virtually' ah'

vein effective communication,. It is a process

whereby the existing interactants must take time

to respond to the verbal and nonverbal stimuli.

Intercultural or cross-cultural communication is

often, more complex than intracultural.because

the other culture becomes an additional aspect of

the communication process (refer to section on

verbal communication). !Afferent backgrounds

often impose 'divergent `interpretations of actions

ekhibited by,either cultural group:

These misinterpretations can lead to division

between the cultural groups, rather than movement

toward congruence in instituting better communi-

cation skills.
%

This discussion ia not conclusive; obviously

it only touches upon this intricate process. How-

ever, this theoreil:Cal analysis was provided in an

attempt to.penetrate the communication variables

that often occur within an organizational unit.

0
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,CROSS CULTURAL COMMUNICATIONS
. _

argaret LOrraine,DanCy**

' Breaking through Imates

My name is Margaret Lorraine Dancy. I repeat,

myaameis Margaret Lorraine Dancy. Yes, you now

-- know my, name, but do you really know mto I am, or do
_ .

I really knowwho you are? Can we getibehind the sur-

face details of.accent, hair style, age,clothing and

skin,color so,that you can perceive the real me, and-

_ - I can perceive the real you, and thus, you can under-.

. stand my intended message and I can understand yours?"

Ceriainly, we must remember that real communi-

..cation means breaking through fmaginaryiMagps: As

we.seek to break through, some of these images, let

us keep in mind: "What counts in life is not go

much-the facts, butythe manner in which we see and

interpret them."' .Thus,-in cross-cultural communi-
.

cations it i4.:Tarticularly our pre-conceived images

that cause difficulty: What is bur image of i-cAild

. who is poor? What is our image of a child from a,

MeXican-American background? What is our imagp'of

a black parent? I repeat, real commiwication meanv

breaking through images. Only then can real commUni-

. cation take place across cultural lines.

In this presentation, we will examine

. cant components in effective cross-cultural coMmu-

P nications. Webrter's dictionary defi4;communication
9

as a prodess by which meanings are exchanged between
. ,

individuals through a common system of symbols. A

IMar1 pret Lorraine Dancy is A graduate student in
sociplinguistics at_the University of Michigan, Ann
Arbor Michigan.

45

. 53
,



small key word Which can easily be overlooked in this
#

i
.

definition is "common," as n "common 'System'of: sym.

bols.6 This small wordromindstius.thatthelerson ,

with whom we wish to commuhicate muStutilize the

same symbols we use if o messages die to be Cor-
.

. rectly decoded. In otherrrdi, we must raise the

'queition: Do we share a d mmvn system of symbols with
, .

our pupils so,fhat effectiv communication can take

piece? CommunicatiOn impIie# that a message has

reached ittr intended destination and has been correctly..-

decoded. To communcate cross-culturally,-however,

ts even More
Oinvolved.

"

Firit,- we must deal with i ges.. As we focus

on effective cross-cultural comm ications, I would

tic-suggest that we highlight this co ment; "To achieve

undeistanOing, we wd to want.it,,2 -fit other .word ,

... .
remember ,that no matter howmuch4veN \mfy learn intel

. 'lectually about persons in another .culture, sae, must

want to communScate with persons,Ciom that culture .

inorder for effective communication to become.are ii-

zation. The above principle muit,underlie everything
*

'else which is mentioned heretor we run the risk of

engaging in a fruitless intellequal exercise..
___

One of my favorite authors on the subject of

communication is the wiss-born and French-snaking

psychiatrist, Paul Tournier. Paul Tournier relates

a story which alludes to a cross-cultural encounter'

with an American doctor from New York whom 'e 'had

71"...a chance to meet: "He (the American doctor) 'imme-
' 4Satrly impressed me as most likeble, Yet we had

quite a problem in understanding each othei beaus

I '[ speak only a few words in English, and' he but a

. few words in [:Tench'. /Even so, we managed to get

through to one anotVr for both of us most ardently

,,vanted to."3 This/ indeed, is the key4that unlocks

that door to cross. - cultural understanding in the..



I

-,

classroom--we must want to communicate effectively

with
-
our'students.

-

iVerbal communication s a special problem.

Middle-class America, is particular, seeps to-have

been trained that talking equals communication (T=C)

This could hatdly baurther from the truth, 'Mete

Is, indeed, much talking in America, but alas, lunch

of it is farling on deaf ears--not because our ears

cannot hear,i t, because too often we have chosen

notlto hear. Tournier calls- these "dialogues of the

deaf.!._ He says: "We must be, reminded that, the

first condition for mutual understanding is the desiri

for, the seeking after and the willing of that 'under-

standing....lhis bls4c attitude toward understanding

is rarer than we think. Listen to all th convey=

sations of our world, those between nations...They

are for, the most part d6logues of the deaf: rach '

one - speaks primarily in :order to set forth his own.

idgas...In order to enhance himself... ff Let us

endeavor to break through these images as wt eek to

achieve understanding is to what cross -cult ral com-
*

munication's is all'about. 1

Sociviinguistics As a Tqpl to Interpret
communication Cross-Culturallt

We will derive our model for discussing Cross:-

ct(itural communications from the field of.sociolin-

guistics. Sociolinguistics is a relatively, new dis-

cipline. Thii field 'has the tools to interpret

communication cross-culturally. Sociolinguistics is

a ()ranch of linguistics, while linguistics 'is a study

oflanguagesand their Structure. Sociolinguictics
I

takes the study of, language structure a 'step fue'ler

brstudying language in its social context. This new

47
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disciplinethis links with the Aelds of anthropology,

,socialpsyehology and sociology.

-In the book Language and Cultural Diversity,

04 obser4iloh:is made

Although sociolinguistics is,a relatively

new area of study, and its research techniques!
and concepts. still in the devIlopmental

stage, the'sigAificance of itp findings to

, education is alrpady enormous, for socio-

liLoistic conflict in the cfassroom is one

of the most potent sources o problems in

cross-cultural communicatio s between teachers

and students. Many misunderstandings aiise._

overithe intent of messages when these are

1

.seht and received in diffe ent dialects or

languages. And institutio al depreciation

of,students* speech,patte ns both prevents

an adequate evaluation of their verbal abil=

ity and helps hlienate t em from the teacher

--andthe-goals of eduation...Spanish detention

and whippings for speakiI ng,,Navajo still haunt

many'schools; serving as aireminder of the

attitude of the dominant Anglo

majority toward the education of minority

I groups.
I

1

Indeed, there is a need to determine how the sch l's

language code conflicts or agrees with the child s

language code in inlipreting messag4s,
e ,

H Ines' interactionist's Mddel of Lan e and ocial

IIn analyzing comp n nts of cross-cultur I com-

munications, we will lo at tifie Iteractio ist's

Model of Communication ich as developed y Dell

4



Hymes, an, anthropologist- linguist at the University

of Pennsylvania. This model views language within

the social Context.6 Therefore, one begins the

analysis with a social entity, rather than a lin-

guistic unit. This s6cial entity is the ;Peech com-

N °mity. The concept of-the speech community will-

, be.further analyz d later in this discourse as this

concept is,vital o the. Interactionist's Model end
t,

cross-cultural communications.

Language Field and Speech Field - Let us now

/ examine some furdamental concepts in the Interaction -

f'ist's
model of cross-cultural communications. The

j concepts, language field and speech field are corner-

stones of the Interactionist's Model. These two

factors, language gels( and speech field, intertwine.

Language field can be defined as a area delimited by

one's repertoire ofVarieties of a language or lan7.
4

guages: In other words, our language field would be

those languages, or standard or non-standard varieties

wieWHin a language, which we can use for verbal expres-

sion. For you and me, the language or languages we

know constitute our language Mids.

. Hynes writes of this example a language field:

"In the case of German, Czesch and Auitrian natives,

the Czech .knows no German, so he is in a different

language field from tl*Gan speaker, white the

Austriap who knows German would be in tila2:sLtne iin-
:

page field as the German,speaker."7

Here in the United States heth.blacgs.and whites

speak a particular variety o1440-lineish'language

There are both standard and non.iianddY4 varieties\

as t_as-there are standard ._and ittupestind

varieties for all languages. Indeed, the stn.hd#d

English, speaking teacher in the schools can imukTV

UnderstaN ,the English of hfs or her black pupils,

,even if this variety of English is non-standard.

Also,"such children can usually understand the teach-

\ 49
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er's.varietyi.of English. This is becquse the teacher

and the child would belong to the same language field.'

Yet. 'we Shall see that a common language field is

far from enough for effectivie cross - cultural comiy-

nications.. This two.-pronged concept also` calls for

consideration Of onels speech field.

Speech field is defined as being delimited by

one's repertoire ofpatterns of speaking. This term

refers to that area which shares rules of speaking

for such social contexts as greetings, accepting or

offering favors, giving commands or deciding what

should be said next in a conversation.Rules_bf

speaking would be those ways in which speakers asso-

ciateiparticular message terms with particular set-
,

tings and activities.

Consider Hungary, Austria end southern Germany,

as we again use an, illustration from abroad. These

countries would be considered a speech field as there '

are shared speaking rules among these contiguous

language groups,. In other words, such speech rules

as the rules for greeting one another would be the

same in each area. (Ex. Such rules consider: In

a speech situation, does the order ''person speak first?

Is only one word sufficient for a greeting?) Thus,

though the Hungarian's language may differ from that

spoken in Austria, a Hungarian would feel at home

in Austria within the social context of the commu-

nicative situation.

,.Much closer to-home, the speech field of urban,

innex-city black vouth might just include New York's

Harlem, as well as Los, Angeles' Watts area. Here:

the rules of speaking in the social *text would

probably have wide agreement. Thus, the rules,for.

greeting ("Give me.some skin," "What's heppenin'

man?") would be similar in Harleei or Watts. Rules

SO
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for offering favors or making requests would be the

same also;

Yet these -same inner -city black youth may not

be,very familiar with the speech rules of white

middle-cliss America just a few blocks away. More

specifically, blaCk children may be unfamiliar with

"'the rule of speaking in middle class America whi'ch'.

avoids conflict ia educational settings througg*

the use of the extended message forts. Rathei:, the

teacher whose speech field differs fromtfti's pupil's,

speech field misinterprets the students precise

message, Note this example: A teacher emphatically

.tells two students to go to the library and check
. .

out particular books. Student A (who has no intention

of going to the library) responds: "I don't think

I would care to get .4 book from the library today,

but,I might check out a book 'omorrow." Student B

(who also bas no intention of going to the library)

responds: "1 will not." Here we have-examples of

.children from twc. different speech fields: Student A'

belongs to the same speech field as the teacher so

he is aware of the extended message form which would

be a part of the speech rule for disagreement within

an educational setting. Student B's speech field,

on the otlotr hand, differs from that, of the teacher_

so his message gets misinterpreted as impolite. In

his classic work, The Logic of Non-Standard English,

William Labov has noted that the differences'in the

use of mitigating forms between blacks and whites

ir the educational setting has often caused misunder,

stapding. Labov observes that the child caught in

this cross-fire needs to understand the highly devel-
.

-oped forms of language used to avoid conflict between

individuals in face-to-face encounters.8 To Labov'S

statement I would add that the teacher also needs'to

put forth effort to understand the precise message,\-

51.'
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form of such a student. Such a message liked not be

intended to be impolite. Indeed, the child simply

may not know the school's speech rule for disagree-

inept which calls for the extended'message form.

Theref4i-e, Stittlent B and his teacher belong to dif- .

ferent speech fields. Certainly rules for'speaking. 4

in the social context in some black.communities may

be radically different from the Speaking rules in_

the social context in the.white community.

Lt is my contention that the faillre of educators

to understand this important sociolinguistic panel--
ple as to the.difference between language field and .

speech field has caused. much cross-cultural misunder-

standing. The child caught in the cross-fire between

different speech fields- within the educational setting

either becomes withdra6 or remains in continued;

verbal conflict. Thus, the child could.be failed,

not bedause he lacks ability, but because the child

does not use the mitigating forms of the. school's

-speech field. .

We have always assumed that if a person spoke

"English we could understand hi; or her. Haever, we

musr remember that we. understand hAs langu-age, but

not necessarily the rules of_speaking he is using.

The rules which govern speech are unconscious.

This means that the rules'for our particular speech

field are below the level of awareness .Thus, we do

not even realize,when weare applyint.a Orticular

rule of speakLag----TWIIrules include rules for

ritetings, asking directions, making a point_of_empha-__

Sis or makinga request. Thuslsould not know all

the subtleties of Mexican.Americancommunicatien

suer' as when to speak, when not to speak, how loudly

. to speak, when t- 'speak in a friendly tone or when

to speak in an angry tone n.6 matter how much'Spanish

I hhd learned unless I had taken time to learn the



.
rules,for speaking as well. Indeed, a shared lan

&age 'field is not enough for effective cross- cultural-

communications. What then makes for effective cross -

cultural communications? Effective cross-cultural

Communications must merge one's language.field and

speech field into e speech network.

Speech Network, - Speechtnetwork is the term

which refers to specific linkages of persons thrOugh

's-hared varieties and speaking rules across communities.

It represents the total range of communities within.
which a person's knowledge of. varieties and speaking ,

'rules pOtentiallyienlibles him to.move communicatively.

Indeed, a teacher's speech network should include

not only the. minority child's language but also the

-rules of speaking which this child brings with him

o.,her.tea communicative situation. Likewise, the

minority child who knows the language and rules of

.-speaking for "uptown" (his own turf), as well as

"downtown" (the middle-class business community)

zs corunioating effectively within a speech network.

What is. your speech network? We must- assess

our values, self-concept, roles, political involve-

ments in order to determine our speech network..Not.

surprisingly, we will find our speech network is ._

- narrow and limited culturally :. Few of us really

have attempted to seriously understand those. who

use very different patterns of speaking.

Speech Community - A speech network is composed

of a number of different speech communities. What

-thenis-a speech community? A speech community is

a.comiunfty of human beingssharing rules for

conduct and interUretation o and rules for

the inter at least one linguistic variety.

oth conditions are essential.

In the desegregated schoOl, problems in communi-

cation arise, not tecause children are poorer, or have
6

.
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working mothers, etc., *but becauSe there may be two
- -

.different speech, communities
.

interacting with dif-
.

ferent rules of speaking. _Suppose a new student
-

entered your classroom from a West Eur*opean country;

such as France. This French 'child already 'shares

.the same basic speech Field as American children.

Ruleisfor greetings and asking requests are similar.

..

Thus, the child from France only has to learn a new

language in order to'facifitate her adjustment, I

contend that it is the shared speech ,field (rules of
. -

speaking) that has helped make it easier:for'many
4

personsof a, West European backgroudd to" assimilate

in the American middle-class. A person'with aWest

European background entered the-United States with

only another language to learn, namely English. Such

a person already shared most of the rules of

rules for politeness, sarcasm and anger are all

expressed similarly -in these European communities.

The world is getting "smaller," Thus, cross-cultural:

problems will not be resolved just .by learning. the
0

language of another culture. Rather we willneed--

knowledge as to how to get a message correctly inter-
.

. preted in thlitt cultegre. This is especially signifi-

cant as we communicate with non-Western European cul-

tural groups, such as cultural groups from Asia, the

(fiddle -Bast, and Africa.

Speech Situation - Another component in the

Anteractionist's Model of communication, is the speech

situation. Opeech situations are those situations

,within the speech communiTy assoCated with ue matked

by the absence of speech. Within the American School,

speech situations would ificade the reading period,

music period, assemblies, recess time; lunch time,

play.time after school, scout meetings and parent

teacher meetings. Speech situations incorpoate varied

opportunities for persons to talk or not talk- .
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Speech Eyent - Within a speech situation, we can

farrow down-specific speech events. A speech event

occurs within the speech situation and is governed

by rules.° Thus, a group reading period is a speech

situation. Yet, the teacher's conversation with a

particular'child as she or he assist's the child with

difficult words is a speech event.

_As we- summarize our analysis of speech situatidns---

and speeth events, we can then note that we pay little

. attention to such communicative details aswho.speaks

first, whether our mother's voice is loud or very soft

when she calli us. Such factors do not usually oiler

ate,at the conibiousilevel, Yet, the - culturally dif-

feient.child must learn the rules of speaking for

. many speech events within his, classroom. He must

--testa the rules for a request to be-'!excused," rules

the,dhree of loud vocal tones permissible

in th§. lunchroom, the rule regarding tattling'on a

student after a fight at recess and many other rules.

From this discussion it now should be evident

that for effective cross-cultural communications we

must learn not only'the variety of a language that

our children speak, but also we should be aware Of

the importance of learning their rules or patterns

of speaking as well. .

Finally, all that we have mentioned about cross-

cultural communications is merely an intellectual '

,exercise unless we want to understand others. We

'must care deeply for the children who 'sire entrusted

to usfor their education:

. -

If we speak with the tongues of experts and

consultants and have not limo, we will have

nothing but the noise of our own voices and

clanging of our pet ideas: .And if we develop

new methods, and write new curriculum and- learn

SS
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new techniques and if we, understand all about

4
group dynamics, so as to remove all p'robl'ems s

of schedule-and discipline, but have hot

we are nothing. If we give all that..has hap-

. pened beforet and deliver ourselves to practice

anew program, but have-, not love, we:gain nothing.

aF of these in love.9

_Love never ends; as for conferences, they

will pass away, as for camps theytwill-ceise,

as for leadershipIxaining_sthonlathey will

pass away. For our methods"bre imperfect and

our plans are imperfect; and when-the perfect

#
comes the imperfect will pass away. When I

was ;first recognitaat an expert and a consul-

tanttant I tried to ,cease being enamored with 'myself_

and speak out-of humility. For now we see our-

selves reflected' in'our own eyeS, but then face

to face. And there will come a time when we

may be blessed to see the heart of what we. are,

doing, and then we shall fully understind. So

methods, techniques, group dyiamics, regimen-

tation, bell ringing, small_group eiperiences,

wholesome recreation--there is all this and

much more we could suggest, but greater than all
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So4AL LITERACY TRAINING
.1.

4Alfred.Alschuler * /

.

Editdea note:- Thia and the iottowing two'attiata .

have been exttacied 140M A Pi tme4 jot Sociat.Li cgteta
,

TAttiflitigt Libetating Apptoache4 to the Pisseiptine

I

ftobtem, diottibuted 60 the Social Lite4acy P4oject,

-.Univue.sity of Mai4achusetta,, Amhe46t, It ia not

_ coOytighted and pe4miaaton to teptoduce ia gtaned

olith the andemtanding'that it tottenot be aotd above

the coat oi 4.44.od4tiok. ,.

,-- .'

'A. Philosophic background
.

From the outset of the F^rial Literacy Project .-.

five years ago, we have been guided-by .the philosophy

and methods of Paulo Freire, a Brazilian educator, '

who, in the early 1960's develope a_ new and apparently'

effective method of adult liter4e.y training,ePrefre,
.,

' 1970 (a), 1970 (b), 1973, undated). In six to eight
. .

weeks, 80 percent of thi participants had bec6e funC-

tionally literate. Based on this success, the Brazil-''

in government sponsored a massive national literacy ..

campaign, until they realized the deeper intentions

of Freire's training. At that point Freire was exiled,
.

and the government transformed the program into a

large-scale effort to politically socialize and domes-

ticate the illiterate masses,1 .

1% The nature of literacy!' _
.

. .

.

For Freire, literacy Is more than simply learning
,

to read and write the conventional idiom..'.. lt,is a.
. .

. .

*Alfred Alschuler is a professor of education at the
University of Massachusetts, Amherst, and principal
investigator, for the Social Literacy Institute. The

, ideas and techniques presented in this article have
been developed over a five-year period by numerous

.\peoplee ,
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. .

much-broader problem-solving process involving. ..

-i a l
,,naming, probleMs, analAzing the causes, and -actin, to

s
4

i onre the problems. for instance, quantity is a

fundamental aspect of reality. In math classes stu-

- Nientslearn th4 names fordiffere quantities
. _

.
(pumbers) and how to analyze lc relationship.

.,. . 4
.. 4

, .- between these quantities (m e than, less than, i lud:

ded in). They also learn ways of solving problems,
, .

7(multiplication, divisio0, stibtraCtion, additio- i,,
. ,

raising to a power, solvinglquations, etc). Not

only can students play with numbers divorced from

' treality, they can apply these'names, analytic metHills,

and'proliled-Solving methods, aieali
-...

.. They irii--

li.teratewith numbers every time they name the reality

of their bank account ballance, analyze the upcoming .

. .
. . .. ,

..

additions and subtractions; and solve% finanCial.
. ,

pieblem by eithei savi1g ox
.

spemking. ifithoutthis

basic numeracy .(peing literiite with nu, -s) we would

be less. power ful in solving all kind$ of:problems.
from carpentry to planning moreadequate transporJ -

tation facilities using census data.' IL exacys.-iso.

powerful. ,So are chemical literacy, physicarlitericy,

and biqlogicar literacy All grant the literate

perien"power to name, analyze, and solve problems.,"

from this perspeCtive most people in chools_are

socially illiterate. There is no shared formal vocab-
.

ulary for naming problematic social relations, no

ectablished mpthods of analyzingthe causes of "inter:

_personal conflittsTaid no regularly.practiced, effec-

, tire methods of solving A° basie. social problems.' 4'

The fundamental purpose of our project has been to

increase social, literacy in and through the process

of education. .

- 2 . StagPs of literacy' .. o

Pfeire nas identified three developMenterstage't
...

or syndromes in the way people name, analyze, add.

M
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9

,attempt to solve problems. It is here that the

-radical goals of his tra ng became clear to the

governmexjt. In the first state of literacy,

-conforminr to the situation, individuals are "sub-

merged" in 'reality. Only basic obvious survival

p- t.Olems are named: poor health, lack of land or

'Money, etc. The'causes of their situation seem

magical: fate,.chance, luck, or God. Little, if any,.

:action is taken to change their situation. "Living

with the situation," resignation, passive acceptance,

and waiting characterize the "conforming" stage.

this stage of literacy pose no threat

to governments since the system is seen as inevitable

and proper, no matter how painful or oppressive that

- governient may be.
i

At. the next stage of literacy, reforming individ-

uals, problems are seen and named in individtAls.who

deviate from their expected or ideal roles,

"I am poor because I am not educated." "I was kicked

out of school becausol broke some rules," or "I was

kicked out of school because the principal had it in

for me," The implicit, naive assumption is made that

if individuals. reform, everything will be fine Odcause

the economic or political or educational system is)

basically good. At this stage individuals actively

support the system by blaming'individuals and by

attempting to.reform themselves or others rather than

blaming the system. Obviously, people.at this stage.

of literacy also pose no serious threat to the sys-

tan (the government, tho school, etc.), since they

are trying to change imperfect people rather than to
4

correct an unjust, ystem.,,

At.the third stage of, literacy transforming the

sulla,'individuats are critical of the system, see

their problems as cause., hv unjust, inequitable% or
- .

inhumane rules, policies, or irrms that-victimize them, /

.

:.
1
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..e.g., racism and disc iminatory policies in school
.,_.:

are seen as the cause of disproportionate exclusidn ..

of minority students. Inappropriate subject matter, /,/

'teaching Praciicet,/a d dysfunctional disciplinary

1
procedures are seen of the primary causes of poor

academic performance. rather than defic/itsin students.

When the problems are named and analyzed in this way,

groups of individuals collaboratively attempt to
,,

transform those rules}policles, norms or laws rather

than passively Confor ing or naively attempting to

reform themselves and others. To the degree that

-the system itself san tions Collaborative t iansfoi.

riation"(i.e democratic participation in problem

Solving and decision-'making) the existence f this

stage of literacy poses little threat. , Hoever, in

Brazil during the 190Ps, Freire's attempt to demo-

cratite the illiterale populace by facilitJating their

emergence from the c nformingsstage to the reforming

stage and then to th4 transforming stage was not an

`acceptable

3. Literacy tra nine

Freire'4 literary training consist

steps (Freire, f973)

individuals arrange

or organization to s

page, and actions.

ie which both the ou

seek common goals of

.siders then spend tit

studying the specific

fbI Naillaat In disci

and leaders orthe gi

conflict in the situ

(a"; Entry: A t

.1th at group, scho

udy that group's

This is a volunta

siders and the gr

increased literac

e becoming as dee

group's existence

ssion sessions the

oup attempt to deft

tion.3 This cont1F

of four

am of outside

1, community,*.

bought, len-

y association

up agree to

. The out -

ly immersed in

as is feasible:

outsiders

e the central

t^is mani-

feted in literally hundreds of specific vays in

ilr

daily life. Typical! it in^volves'ode;grolp of peo-

pld who have greater power or status than .'nother

.
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group, or instance, i:reire claim) that THE central

conflict o our epoch is domination. (c) Analyzing:

When this:cen al conflict and its many manifestations

have been named, the group analyzes the causes of

the conflicts. 'There is an attempt to understand

the system causes. (d) Solving: Literacy training

thou re-presents to others the names of.important

conflicts as problems to be understood, which, when

the causes are comprehended, will lead to collabor-

ative action to resolve the conflicts. For example,

In Recife, Brazil, "Favela" (slum) was named a central

conflict experienced by all the urban poor in thin

group. Not only did they learn how to read and write

this word ,and its linguistic variations, they. explored

the systematic causes of living in a slum and group

action necessary to improve their living *conditions.

The content of literacy training is not prescribe:1

in a fixed curriculum for all groups and situations.

The central conflicts, words, causes, and actions are

drawn out of each situatioA. Traditional packaged

curricula and prescribed objectives are appropriate

wayrtokmaintaining people in the conforming and

reforming stages. But, according to Freire, only

through problem-posing, true dialogue, and collabora:..

tine problem solving do groups move towards democratic

participation.in transforming the problems in their

social situation.

11.1The history and nature of social literacy 'trafning

1. Entry into the Sprindield schools

in 1971, three members of the University of

Massachusetts School of Lchication in Amherst began a

long-term series of consultations in the Springfield -

School System with the sanction of the Superintendent,

Dr. John Deady, We chose this "social situation"

because Lt was the urban desegregated school system

65
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.closest'to the University. However, building initial

trust and collabotation was neither quick nor assured.

Traditional city-university differences had been

- reinforced by severallprevious failures to sustain

,cooperation. Universilty members had spread the word

that the Springfield, School System was hopelsOY

conservative, when iI fact, the UniverSity was quite

insensitive,to the constant need for control and

security. The school system staff condemned Univer-

sity members astquixotic radicals, when in fact the

city was insensitive to the needs for major improve-
! ments.

A` t

on the agreement that initially we would spend up

trust-!ng collaborative relationship was built

two years, if necessary, "doing" nothing but

attempting to identify the central conflicts in the

school system. $e concentrated our efforts in the

one junior-high school with the highest percent of

black students (then 38 percent in a. student mule-

tion of 1:200) and a-principal reputed to be the most

innovative and to have the greatest fortitude.4 We

observed and talked ivith students, faculty, adminis-

trators, and parents 4n class.rooms, Ws stops, hall-

ways, washrooms, cafeterias, athletic fields, and

gnida-Ke-offices. We spent several weeks sitting

in the front office observing activities in this

organizational nerve center" and several days following

one group of students from class to class through

the day, as well as remaining fn one classroom while

different classes passed in and out.' Finally, R. Bruce

irons examined all referrals to the front office

during the Fajl semesters of 1971 and 1972 to seek

clues to important problem; of conflict-5

06.
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2. Naming_ the central conflict: the battle for

students' attention, called "the discipline problem"

We conducted several Workshops and held weekly

discusaion:groups with members of the social studies
. .

department. As a result of several thousand hours-

of informal study and group refleLtion, we identified

,."the battle for students' attention" as the central

conflict... A this junior high school, most activities

are designed to capture students! attention and focus

-it on the instructional material:. truant officers,

bells, hall passes, tardy notes, roll taking, hall

monitoring, assignments, coaxing, cajoling, threaten-
_
fng, punishing, rewarding, P.A. announcements ("May

I have your attention?"...).

In competition with this impressive array of
4

powerful externallorces, there are a numb& of forces

inside the students, an array_ of "inner concerns:"

clothes, "face" (pride, desire for recogdition, self-

concept), friendships, "playing the dozens" (the

ancient.game of mutual insult), active student resis-

tance (such as the parade to the pencil sharpener

all during class), and passive resistance (daydreaming'

and unashamed dozing),

In order to assess who's winning this battle for

students' attention, we developed a measure of Mutu-

ally Agrbed -upon Learning Time (MALT) (Appendix'

3a), In most classes the battle is'a Stand-off .

Only a small number of classes we observed have

MALT scores above fifty percent.

We decided that the best name.for this continuing

battle for students' attention i5 the "discipline

. problem" because the subject,matter-(discipline), the

. relationship with the teacher (disciple-ship), the

means that encourage students to regulate'their own

behavior tself- discipline), and disciplinarian activ-

ity are all failing to sustaf students' attention to



.

the instructional material. In other words, the

first purpose tif.more relevant subject matter, improved

teacher-student relationships, freater student self-

regulation, and more appropriate disciplinarian prac-

tices, is to increase attention to learning.

The discipline problem is the central conflict

in this, and numerous other junior ffth schools.

Clearly it'reflects "the fund4mental conflictof

our epoch--domination"in at least two ways. First,

while the vast majority of specific discipline con-.

rlicts involve both students and a teacher; only _

students are punished, referred, detained, suspended,

expelled,-or excluded.. Second, our own data is con-

sistent with national norms reported by the Children',

Defense Fund (School Suspensions, l975) that the0

burden of punishment for discipline conflicts falls

disproportionately on black students, compared to

white students. The discipline problem is ceni;a1,

also, in the sense that it is a prime cause of othft

problems, e.g. suspensions, lost learning time,

dehumanizing labeling, subsequent juvenile delinquency.

. ,If only the consequences of the discipline

a

problem are treated, e.g. reducing suspension, then

the "Ore" of a-symptom could actually intensify.

the central Conflict. For instance', executive or legal

fiat could reduce suspensions by simply prohibiting

them for anything other than "dangerous offenses,u

(In Springfield, "assaults" accounted for only 14

percent of all long-term suspensions in 1974-75. The

remainder involved non-violent interpersonal cenflicts

and violations of school rules). While this would

reduce the supenion-symptom, just as aspirin reduces

the temperature accompanying diseasel it would increase

the stress and conflict within sthopls by taking away,

one option available to administrators focooling

off hot situations. Certainly there need to'be addi-

Ga



tional constructive alternatives to suspensions, but

ultimately, the need for suspensions and the alter-

natives must be reduced by reducing the number of

referrals. This in turn requires a reduction in the

_amount ofiliscipline conflict in the classroom, Or,

put positively, solutions to the central conflict

must transform the battle for students' attention

into mutually agreed-upon meaningful learning, and

respectful, collaborative human relationships for

all people in classrooms. .

3. Analyzing the causes: discipline games

We-have attempted to analyze the causes of the

discipline problem from a system-blame (transforming)

rather than 'a person'blame (refoiming) pirspectilie.6

Specifically, the systematic battle for students'

attention can be construed as.a game, a contest between

educators and students to focus students' attention

in cempeting.ways. Just as the rules and rolei of

football "cause" certain types of behavior to occur

on the field while prohibiting other types of behavior,

so Oao the rules of attention-getting games in schbol

"cause'; people in differCnt roles to behave in pre-.

ilictable ways. The analysis of behavior as a function

of games'has .been applied to individual linguistic,

behavior (Segal and'Stacey, 197S), neurotic and psy- -..-

.chotic interpersonal relationships (Berne, 1964),

children's behavior (Roberts and Sutton-Smith, 1962),

students' behivior (Erneit, 1972), behavior in the

classroom and cultural patterning of behavior

(Alschuler, 1972), and juvenile delinquency (Empey,

1971).

Games are characterized by 'rules, scoring sys-

tems, obstacles that must be overcome to score, and

a method of decision making.' In analysing attention-

getting games in school we identify the implicit or

explicit rules, the payoffs or points, the nature of

69
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the scoring system, the obstacles'to making point4,

. . and the focus of decision making. We bane- identified

.and analyzed 35_attention4etting games played

-1- a"r"ty in school. The fpllowing example is a partial

analysis ,of one frequently occurring-game.

The bell rings,

Students group around the teacner with questibns

and comments "I fOrgoX my homework," ".Call I get a

dfink of water,?" A few students talk in the corner

of the room.

The teacher asks each student individually to

. '.""sit down.

Other. students come up who didn't hear, pr pre-

tend. not to have heard the teacher's request.

The teacher's voice rises so that the whole

class can hear the command, "All right! Everybody

sit down, 'mOn."

Students move ever so slowly to their seats as

if only an'intermission warning bell had sounded.

They chat lei rely as they move._ .

The teacher becomes impatient since it's

cult to take attendance. Often a threat occurs here.

Still some students get up, this time to sharpen

--pencils or deliver a-note.

The teacher'stops, stares, warns, or gives a

detention notice.depending on the situation.

.

.

This "milling game" happens so regularly teachers

would think something were wrong if one day all stu-

dents were in their seats quietly eagef to begin the

leSson'when the bell rang. The purpose of the "milling%

game" is to delay the opening of class (i.e., decrease

attention to learning). If we were to create a rule-

book for new teachers and new students on "flow to

t.



Participate in the Milling Game," it would be short

pnd simple.

To new teachers:
\

-1. Answer-as many requests as possible-within

reason.

2. Bewaie of questions about your favorite topic

that have nothing to do with the course.

3. Anger is O.K. to a degreep.but you lose

points if the students get to you.

4. Don't get hooked and turn your back on the

class.

To new students:

1. Always ask questions as if you really.wgnted

to know the answerd.

2. Provoke the teacher, but not enough to get

punished. You get points for howclose.you

tomato the cliff without getting shoved off.

3. Never move farther or faster than you abso-

lutely have to. --

4. Never; ever mill alone!

What's the payoff?, Why do teachers and students,

play the" milling game. in almost every class? There //

must be some powerful gratificatiOns or big !'points,"

to continue.our analogy. As best we could dotes-

mine,,student's got to be part of a team,enjoyed

beating the system, and got attention from -both their

peers and the teacher, though for diftererit reasons.

Teachers want to beresponsive, to feel competent, to

have students' respect, and most of all, they want to

help
.

students get what students want.

Notice almost all of these needs are legitimate;

virtuous, innately human, and usually inoffensive.

But when the milling game is the means for satisfying

these needs, they become mutually antagonistic and

often-destructive, most of all for students who get

kicked out of the class. In this game the type of

71
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'.scoring system is "win-lose." Either teachWrs Win

and students lose or visa versa. ,One purpose of

social literacy training.is to help teachers and

students, collaboratively tiansform these competitive,

'conflictful-win-lose games into cooperative win-win

learning games..

4 Solving the.problei
. a. Illustrative solutions. We have found

it useful to distinguish between three levels of the
_-

system in terms of school games: (1) games governing

the interpersonal relationships between two persons;

(2) games governing an entire classroom group of in-

dividuals; and (3) games governing all members of

school. It appears that 'games must be changed at

all.three leveli if classroom conflict is to be sig-
.

-111fIcAntly reduced. The throe examples below illUs-

trate the nature or socially literate solutions -at

each level.

(i) an

An eighth grade inner city English teacher

noticed a student playing witha magic marker, which-,

was against a school rule. When he refused to

give the magic marker to the teacher she accidently

brushed against him as she was trying to get it. The

student erupted into a torrent of abuses and threltened

to "get" her after school if she touched him again.

The teacher sent the student to the front office for

disciplining.

The teacher hdd been admonished '"to enforce T he

school rules for everyone's sake," but felt caught -

in such situations between feelings of obligation

and incompetence when such conflicts arose.,

Through discussions with the counselor, the

teacher realized the significance of the magic marker:

As a member or a street gang he, with others, had

been building his reputation by writing his name on

every available public surface. To have given up

7p

72



the means for making his reputation would Iilve.been

a violatioil
i
of the gang's norms. Not to have retal-

iated when the teacher touched him would have been .,
.

a further violaiion. .

The next da! the teacher analyzed, with the
.

class, .the nature of the impasse between her and

,the sadent and role played the situation in GlasS.
.

to see if they all could dticqver bettei ways to
..

handle the conflict: This led to a long discussion .

of the-iiitricacies o living within-gang codes.
a

The following diy the teakher continued, the

sdiscuspop of gang by comparing their experi-

ences with character in The Cool World, a book they ,

had been reading. From this they identified some
4.

additional reading in, black literhture, role playing,

and-other affective techniques.

The improved class discipline began by collabo-

ratively re-naming_ and.analy:ing the cause of the

problem, then by transforming the relationship and

course rules to satisfy-students' and teachers' leg
.0:

imate needs. In this examplc, what began as a simple

disciplinarian problem led to a ohange in teacher-

student relationships; (discipline-Ship), and changes

in the subject matter discipline which were collabo-
..

. ratively decermiqed by the students and teacher (self-

4/regulation discipline).

(ii) Transforiing.a classroom game

During his first year of teachim fifth grade

at an integrated urban private school, the teach-

er lectured, assigned homework, gave tests, and

graded students by statdard he determined. The

class average gain in mathematics achievement as,"

measured by the Stanford Achievement test for one

full year was 0.2 yearst Students slept.in class, '.

day dreamed, or talked with th.jr friends. He felt,

frustrafeil, incompetent, and angry at the students,9



During the following summer the teacher parts-

cipated in a workshop that included a simulation game

of a business. In consultation with Professor

,Alschuler he decided to structure the mathematics

claJs as a,business game. He hoped that the rules

in Lhe simulation game that had been so exciting fort

him would have a, similar impact "on-the students.

-When school-opened, he had the same_class

- students to teach, now in the sixth grade. First

he played the simulated business game with the stu -.

dents.___They enjoyed it tremendously. Then he

---4m4qmpsmt7Th7t the math class be set up like the

game. While the studenti-agreed in generai,''they

had many suggested changes in the rules, and payoffs
I -

(grade) schedule. They neggtiated agreements, printed

contracts, play money, score sheets, etc. Team

work was allowed. The teacher became a coach, not a : '

t .

director. Students were encouraged to set and attain

theirdwn goals. At the end of the ixtk_grade the,

average gain on the Stanford Achievement test for
. ,

he entire class was 3.0 years. "Disciplinarian"

ceions were seldom necessary, e.g., Taira IT

r%ad a comic book, they were-"taking a vacation,"

violating a rule.

As in the first example- this. teacher began- by

renaming the problem as existing in the naturelor

the classroom 03s, not in.atudents' rmotivatibn" or

in kimself. In collaboratiVely changing the rules,

of the niath.class they reduced discipline problems,

increased learning, changed the teacher-student re-
*

lati nship, and increased meaningful student oartici

Ratin determining what happened to them: the four

asp_As of good discipline.

(iii) Transforne
Fo years ago inthe same Springfield junior

high school, students who were latelto class, had to

O
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convince the Cfassroom teacher that they had a legit-

.
imate reason. -The Oetates at the door took time .

.

from class and in 127 instances dyring the first 1

.
semester,.rosulted in a teacher-student contlACtthat

had.to bereiolved by a referral to the front office.'

. The next yeir instead of berating students for being

late or teachers for their inability to ha ,pdle stu-

dents,
.

dents, the principal Changed a school rule. All

. students who were late to .class went ,first to The

front office to gpt an automatic "pass," up t2 three

__times: The fourth, and subsequent times they received t`
.

a front office referral. This change In 'policy,'
.

.

.

reduced the total refel-rili.duilngthe next Year's-
.

first semester to,21.a'decrease of over 100 referrals.'

Also, it increased the am9unt of class time available

for learning since there were far fewer doorway.de-

. bates; and fewer dismissals.for repeated offenses'.

These three examples illustrate the types of

-eutcomeS that result from social literacy training.

Obviously the next question is how are these and

other solutions generated. .

b. Methods and techniques. Most tea-chess. ,.
i .

.

mock alone, isolated from other adults for the better
.

part a. every working day, a phenomenon almost unique

to teaching in,public schools. Especially in diffi- .

'

cult urban Schools, this characteristic of the teaching, -. i

role often makes teachers feel insecure, alienated,- .

and tense. Teachers' isolation combined with typical 1
informal prohibitions,against talking about serious .

1

eflucatiodal issues have several coniCquencjs: (1),
,

.
problems compon to most or "all teachers a're not "seen,",

and as a result difficulties are misdiagnosed as idio-

syncratic personal problems; (21 survival in the

classroom takes precedence over afte its to:innoli.ate,

or trans form the games, glace Innovative is risky and

threatens loss ofconvroj; (3) teachers lack the
A .

o
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collaborative support.o.f.other teachers that could

reduce their risks and,inciease their power to trans.:
.

form disCipline game. Social literacy training

resprds.te these problems and helps transform Wen:

personal, classroom, and school games through two inter-
,

relate,Cmethods: support granpi for teachers and

classroom facilktatois.
.

, WSupportgroups fin teachers. -

/Like other types of consciousness raising groups

sociallitiracy support, groups for gathers are orga-

nized/to name common problems, to analyze the system--.

cadses of hoie problems, and ict provide muttial'suiport

in solving the Oroblem. Teachers meet aboutonce a

_week after schooP to engage 17 thii process, aided by

a number of techniques fib inV developee. One

nique for naming the gnmes4e play.14 School invoii,es

creating a "survival guide," a'complete4list of all

the formal and,informn1 rules. 'These include Unnamed

norms of behavior like "play carkip the teachers'

lounge; don't discust edutntional idedq," and public

rulernaging from "never let a.student out of clais .

without a pas. o "always keep the window shaded *

in the front o e.building at the same length,"

Usually th re over one-hundred such rUlpi",''er

school. Typi 41 -teachers have feW ()pylons in

n es thit control s," much of their' J

daily lives. many gf these rules protuce inner and,

intBrpersbnal us;.the list onsfituics
. .

a.!concrete measure teilche s' oppression by the

system, and a 'set of prioritize targets for change,-

. a,: A second method of Blaming tlie social game of

schools involves a "stress hunt." (see Appendix 3b)

Teachers interview each other asking such questions

as At whatpoiht during the do, do.you.feel most.

, tired?", "What.is the most emotionally draining activ-
Ai

ity ofthe Auy?", "Whdt'do other -teachers spy causes

I
t
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greatest physical and emotional fatigu ?" From to

extensive list of'streises,, a summari cd Len

to twelvecategories iiCreated. On school's sum-

-- --KATYConsists of the fOlowing categories rigid

curriculum, problems with parents, class size, dis-

cipline problems, conflicts with the !administrators,

destruction of school property, cle -cal /paper work,

lack of equipment, and materials, lac, of ttacher input

into decisions, lack of planning time, interrup06ns

that disrupt class, dress code, racial strife. every

day for two weeks, the minute s.hool ended, teachers

rated each stress on a three point scale as not stress-:

Jul, stressful, or very stressful. --16 highest fre-

quency stresses were "interruptions" and "disczOline

'problems." interestingly, when the ,,same general

4 procedure was conducted with students they too !den-

tificd interruptions as .the problem that bugged them

.r the most.

A third tichnique for naming social problems

%elped clarify some prime causes of interruptions.

We have developed a systematic mctod of assessing

Mutually Agreed-upon Learning Time (MALT), during a

class. Ten ,tudents are randomly, selected and obicrved

'every foUlrmihutes in a 43 minute class for a total

o1 100 observations. At the observation, the rater

must decide whether instructional material is present

,(5.g a discussion of a moth proiem vs. class atten-

> ,t1ta to a dis,:ipline problem) and whether or not the

student is paying attention to instructional material.

The MALT pecceptage is simpl), the number of times out

of 100 that .,students arc payipg attention, to instruc

tional material; Ry oht,lining witty MALT scores in

two 'junior hijh schools ue discovered that every time

thC P.A sy'stem went on there was a four to eight

minute disruption.period in.almol:t every c1as4. These'.

interrtiptions.ocfmrred regularly in spite of a regu-

.
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alation negotiated by the
, i

telchers' union formally

restricting the use of the '.A. system to the first
i

and last five mlnutes of class periods. Teachers who

\

conducted these stress and l.ALT analyses have organize

to negotiate solutions to this problem that will

decrease the ptress without ausing new problems
i 1

.

for administrators who someqmes must ure the P.A.
1

in the middle of class to del with emergencies.
1.

Encouraging a "transformang" level of literacy

is most pronounced when the teacher- groups figure

out the system causes of the problems they have mimed.

Most of us h4ve a pervasive, girt- level, unnamed feelin

that the schdols in which we Ork are basicalqidemd- i

critic, ppoppressive, and sound,'and that most proble s

a :e cawed by individuals who 4viate from an ideal

standard of behario. expected bt the institution.

The p/oblems are it. students, their Eq., their up-

brindog, their culture, their association with "bad*

peeri. Or, the cause is in the style of an adMlias-

trator; or in the style of a troublesome peer or in

that ,Berson who's "irropably just having a b,ad..day."

Blaming persons not only aften prevents us from seeing
1more fundamental syitem causel, but creates an.advI-

saryirelatioiship based on uncharitable assumptonst.

While it is approprin'te to feel]. sad, angry, and upset

whoa 'the pain inflicted by individuals on all vice
i

tims it is not appropriate to naively difett that)

anger at those individuals who.appeai to be inflic.6ng

the damage. Nost peaple are doing their job the bjst

the; know hoh and believe that their efforts will4ro7

'- motP the common good. The targets of social litercy
I

training are chaiying opprese roles; not the role

i0abitants; oppressive goals, not those who adveate

them; oppressive rules, not the.:Vild-enforcers; tip-

pressive practices, not the practitiioners; oppresive

policies, not the policy mikers; oppressive nom...,
)
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not the normal people who act them out. We believe

in principle that it'is both morelhumane and usually

more effective to see these distinctions clearly,

and to cherish alto.ersons, while collaboratively

acting to change oppressive aspects of the system.

Consider the following charcteristic of many

desegregated. schools. The percent of black suspendees

often is .twice the percent of black students in' the
.

school. What is done about this situation depends to

a great degree on what people believe to ,be the causes.

'lrlaAs can't get along. They come from poor homes

where they are not taught proper discipline and re-
,

s ect; They aren't as bright, as a group. Conse-

(itiently they don't learn to read as well or as quickly.
This leads to conflict in the classroom. They'd,

rather fight than admit they can't read." This expla-
..

nation blames the victims and generates efforts to

change them. An alternative explanation is that,
.

"White teachers are racist. Some, in particular,

are killer teachers who account for a disproportionate'

number of referrals. If only they could be reformed 6

or terminated, the situation would iiprove tremen-

dously,", this explanation, like the first, blames

victims, for.it is a rare exception for teacher to

enjoy conflicts and expulsions. Most often,' referrals

to the front office are painful last-resort acts

after all else has failed. in contrast, a system-

blame explanation focuses on the regular mismatch of

learning/teaching styles, systematically misunder-

stood interaction patterns, system errors of omission

-te.g., personnel composition, textbooks, posters,

cafeteria food that does not include adequate repre-

sentation of diverse't.thnic tastes). This way of

naming and under - standing the problem focuses our

energies on the system factors that victimize all

people, and waste and alienate tremendous human

resources. /

OPr
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' In social literacy training we blame t)e sysem

for our problems.and exonerate alb individuals who

are,victillized. Discussion of books such Ps Pedagogy

of thi.Oppressed and Educationfor'Critical

Consciousness, by Paulo Freire provide a philoophic
. $

base,. Ryan's Blami-g he Victim identified numerous

specific ways the system oppresses and rictimizes

people in . To bring the isdpues home_ we take

candid photographs of frequently occurring highly

charged incidents in our schools: hall monitorim,

students sleeping at their desks, fights in the hall-

way, etc. For each of the pictures we make tip. imag-

inary stories in response to the following questions:

(1) Who are the people? What are their roles? What

are they doing, thinking, and feeling? (2) What is

the problem in this picture? Are things as they

should be? (3) What are the causes of the problem?

What is to blame? (4) What can be done to'solve the

problem? Our goal is to identify as many system .

causes of common problems as possible and to generate

alternative solutions to the problems that victimize

Tio ono.

)//

Solving problems in the school game (the rules.,

r les, goals, norms, policies, and practices) cannot

e accomplished by individual teachers, or even group's

teachers acting alone. Everyone's cooperation is

ary. Transforming a baseball team i4 nto atirol-
v.

team would require all roles and rules of

me to be chanted. If only one player changed

es and played by different rules, that person

would look bizarre indeed. The effort would be quix-

otic.. Social literacy teachers need to know how to

negotiate effectively with students, administrators,

and parents to-14crease collaborw:ion rather than

enmity. To, facilitate learnilig this difficult skill,

and to provir practice trials of possible solutions,

neces

leybal

the
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. wellave created two simulation games. The first,

"Tame It" is a three part sequence adapt&l from Unger-

leider, et. al. (1960. and Allen (1969) in which a
,

social literacy group: (1) role plays a specific

instance of a problem they, have identified; (2) given

this shared experiential "feel" for the problem, the

group- attempts to name and analyze the possible system

causes ofthe problem; than (3) the group creates

role play situations in which they can practice nego-

tiating mutually enhancing solutions with people

,plpy-acting other Poles; The second simulation,

`'The Diicipline Game," (sec. Appendix 2c) presents

about one hundred frequently occuring classroom con-

(licts which players in the roles of teacher and stu-

dents attempt to resolve in three minute negatiatiop

sessions. Not only do players earn points in direct

proportion to the effectivedess of their bargaining,

.. -the negotiations themselves often facilitate the

discovery of underlying radical causes and solutions

to those problems. _
.... ,

Not of the techniques desribed in this section

are illustrated by Ms. Fallon's participation in a

junior high school social literacy group. She has

hired as a long-term substitute to teach music. To-
.

ward the end of the second quarier.she joined the

grwup at the principal's suggestion. Each of the six

teacher.; in the group took turns observing her teach-

ing to,obtain MALF scores, a staadard practice in

social literacy groups. in Ms. Fallon's classes the

percent of mutually agreed-upon learning time ranged

from ten percent upwards to a maximum of 30 percent,

an unusual1011ow figure. Onr. class that met consecu-.

tivell during two of the three lunch periods was

chaotic to the point of being a physically dangerous

place to exist. Hying objects often created the

impression of a front line under heavy bombordmedt ;

81
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Although Ms. Fallon had been askedt; teach English

one period and music the other, there w no discern -

:)able difference between the two: the anarchy was On.

tinuous. Most students.wandered around the room,

talking, braiding hair; "rar.!.:::_2" each other, standing

on desks, or fighting, while two o; three students

worked quietly with Ms. Fallon at her desk, seemingly

oblivious t9 the general disorder.

In the, interview portion of ifie,Stress Hunt they

discovered that Ms. Fallon had never taught before,

other than her brief period of practice teaching, thit

she had been trained as a music teacher not as as

English teacher, and that hoi sr1p and,extensiVe "

previous work experience had been supervising crews

of_txbacco pickers. Then her teaching style became

understandable, even though it was not highlyjappro-

priate. In the fields each person knows what to.do

and is'expected to work withoilt constant coordination

by the superviso, who instead, focuses attention

only on those people who are having a OartiCular prob-

lem. This is what Ms. Fall* was doing with students

at her desk, as she had done in the tobacco fields.

The social literacy group also realized that 1

Ms. Fallon did not know how to survive in the class-

room-or school, not because of innate personality

deficits or faulty teacher progaration, but because

she did not rally understand the rules or the school.

Ilt was as if Ms. Fallon entered a hockey game ready_
a

to lead a scout troop on an expAition. This led

the group to create a School Survival Guide and to

focus on the school's absent-procedures for orienting

substitute teachers to all the school rules. Ay'

substitute teacher is likely to have diffirulties if

s /he is inserted into the classroom with minimal

explanation of the formal and informal rules, and

little ongoing cotwhing or suppdrt. .4

)-$
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While this helpeeto explain the systematic .

mismatch of expectations, styles, and behaviors,.it

did not solve the problem. A breakthrough came when
\

the group realized,-again through the, stress analysis:,

interviow, that Ms. Fallon wqs-asuperb dancer, a

highly valued skill among the junior high school stu-
.

denti.. This was a natural vehicle for teaching music

- through.a creative, involving method. With this po-

tential solution in mind the next problem was to devise

a way to organize the teaching and learning around

this activity vehicle. Using their free periods',

,the social literacy teachers interviewed most of the

'students to find out 66 'them what they' liked most

in OW way their best classes were conducted. This,

helped ,the .students to identify their self-interests'

just as the disdussions with -Ms. Fallon prepared her

to make a potentially viable proposal for change:

Finally, the social literacy group facilitated the

transformation of the classroomwlearning situation

by playing the "Discipline tame" several times with

,studente to teach them how to negotiate effectively,

.and by several "Tame it role plays with Ms. Fallon

to prepeire her for the process of collaboratively

creating mutually satisfying learning.

Social literacy groups 'use these and other tech-

niques to carry the problem solving process through

to completion. We do not believe there arc any stan-

dard solutions and even if there were, their imple-

mentatioI would tram in each specific school. We

believe that it is importanI for each social literacy

_group to engage in the process of naming their reality,

to reflect on the causes of specific problems, and to

cooperative-ly transform the system that shapcs.thcm.

These arc uniquely human capacities not inherent in

inanimate,objects or lower animals. The more the4c

human capacities are Locked, the more dehumanized
V 40 '
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and, oppressed we are. The more they"aree4ircised,

the more human we becope and, the more sociql, change
. .

will -qcur..

(ii) Classroom facilitators.

in addition to .support groups. for teachers, we

have developed u second major method for increasing -. P

social .literacy. An individual (teacher; guidance

counselor, supervisor, assistant principal, or out-

side consileant) acts a: a coach who helps the team
.9

(in this case the class and its leader, theoteacher)

improve its performance. This involves (1) establish-

ing en enirr contract with the Glass and teacher

(facilitators are never imposed); (2) naming central

conflicts in the class using the MALT, Stress Hunt

Survival Guide, or some othei diagnostic tool; (3)

analyzin& the 'causes with the teacher and class to

identify the roots of the pattern of conflicts, what

legitimate needs have been placed in conflict by

roles or rules, and what might be done; (4) sOlvkla

the problem using the "Tame It" role play or "Dis-

cipline Game" to practice solutions, and cooperative,-

Aemocratic decision-making and planning to implement
0

the solution; (5) 1eing the .classroom, not too ioon

before the solution is in place and follow-up data.

has been obtained, to prove that attention time is

up and conflicts are down, and not too late delaying,

the management of the situation by the teacher and

students. Lxamnles of classroom facilitation have

boon described already; e.g., Ms. 1:allon's Hnglisl

and music class, the conflict over the magic marker.

Because many teachers are nervous and/or embarrassed

to have a "superier" in the system be a classroom

facilitator, we have found that teachers in the sup-

port groups arc far more wiliing`to provide this

service for each other. Per se, this role is not

dramatically new. it follows the literacy training
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sequefice, uses most of thy social literacy techniques,

and is genotypieallf mxlar to certain forms of

family Ateripy and organizational development prat -

ticp.. What is unusual in schools is the active,

hands-onelp from a colleague in implemdltigg

.. 7

S. The uniqueness of social literacy training.

The approach to resolving central conflicts- in

schools is summ/rized in the chart below.

.
Chart. 4 -

The Social Literacy Approach

To Solving the Discipline Problem

Social.Ltteracy Transformations MoreDemocratic
G kffective Schools

1. Teacher sup.

port group,

and

2. Classroom

,process fa-

Cilitators

j * to name, ana-

lyze and solve

central Con-

flicts

I. School Games

g. Classroom

Games

3. interpersonal

Games

9'1

Increased MALT/

Improved Dici-

pline

1. Gains in-sub-

ject matter; 4

learning of

discipline

IncreiSed re-

spect (Dis-

cipline-ship
4

5. Increased self-

regulation

- (discipline)
4.. 4. Decreased re-

ferrals and

suspensions



- The fundamental uniqueness of this approach to

solving discipline problems is avident by comparison

to other solutiOns.

a. Social literacy training does Ilet blame

individuals. A body of theory, 'research, anlitiga:-

tion supports the viability of a system-blame

nati of scho l discipline problems. Preire.(1976-,

1973) argues'at a philosophic revel that the Pre- .

scriptive nature, of public education victimizes stu-

dents, and further, that Individuals(studentS or

teachers) who voluntarily support rules whicirthey

have had little or no.role tn establishing or changing.

are,, by definition, actively maintaining an undemo-

ocratict oppressive system. Ryan (1971) has extended

this analysis shOwing specifically how A4erican

schools victimize black students through policies,'

practices, norms, and rules. TheSe constitate a list

of specific targets fo; system change. Recent empir-

icel studies suggest that changing the system can
. .

have dramatic effects on increasing or,decreasing

the "deviant" behaviors of .all participants in the

system. (Milgram, 1963; Haney, Banks, and Zimbardo, ;

,

1973; Rosenhan, 1973; Oneness, Bednar and Diesenhaus,'

1974).10 Recently the court has entered the debate

on the side of system-blame explanations of individ-

ual's "deviant" behavior. In Hawkins vi Coleman,

(376 P. Supp. 1330, 1974) Judge Sara Hughs decided

against the school system's dismissal of a black

student. Citing that an average of 60 percent of the

suspendees were black while only 40,percent of the .

students ip the school were black; 4,udge Hughs stated

"that racism was the chief cause of the situation,

and that there is a need for [the) school district

to be'respotaive to, needs of irlack students ,by acting

in terms of institutional and structural changes."

(Our emphasis added.) Altogether. there is a philos-
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ophic rationale, specific targets for system change,

empirical evidenCe that system-changes may have power:
. ---

,ful effects on deviant behavior, and recent incentive

from the court to support a system -blame approach;

Without explicitly denying the importance of
.

--7-systet-causes of_behavior, most research on school

discipline ignores this perspective, focusing instead

op secondary prevention almost entirely,. by identifying

the characteristics of-problem-students or problem-

teachers, as if the majority of variance in school

discipline problems were'"catised" by factors in inai-

viduals (Hayes, 1?73; Stauffer and Owens, 195$; Russell, ,

194,7; Eaton, 1957; Reeves and Goldhan, 1957; Garrison,_ :.

1959; Bowman, 1959;.Zeetlih,1962; Barnes, 1963":

Thurston, Feldhausen and Benning, 1964; Critpip, 1968;
. .

Harris, 1969; Kounin, 1970; Stebbins; 1970;0611in,
;

1973). The problem with these studies is not primar- e

ily in the methodology used, but in the questions

asked. If researchers only look for characteristics

of individuals involved in discipline incidents, they

are, not likely to identify causes in, the system. '.

b, Social literacy is a mulfilleyeled solu-

tion. Given the pwasiveness of person-blame'4eXpla-
. --7r
nations of discipline problems, it is not surprising .

that most other cu ; rent ksoIutioni" focus on'changing_

individual's behaxiiors or interpersonal,relitionships,.

rather than class ok school organizdtion,q,e., they

are not multi-level solutions. Typically, teachart

are taught aseries of specific dos and 'don'ts

(Welch and Schuttle, 1973; Pearson,,1975), or they
.--

' are taught how to negotiate with students TGlas.ser,

1969; Gordon; 1970; Dreikurs and Grey, 1968), Qr:they

Are taught how to manage th$ reinforcement con-
,

tingencies that influence iddividual student's behave

for (Dollar, 1972; Barrish, Sanderi and Wolf, 1969; ,

.. Broden, pruce, Mitchell, Carter and Hall; 1970; Wasck:

1 ° . .

A e
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genu, Welch and Cooper, 1969,; McAllister, StachoWiak,

/Baer and Conderman, 1969; PItterson, 1966; Hall and

/ liroden. 1967.; Hall, Panyan,'Rabon, Broden, 1968;
. .

.Thomas,'Becker, and Armstrclhg, 19681-Hall,.Lund and

... Jackson, 1968; Madson, Becker and Thomas; 1968;__

Becker, Madson, Arnold and,Thomast 1967). One recent

articl describeshew students were taught to modif,

.their teachers' behavior (Grey; Grandbard and Rosen-

berg, 1974). The primary effett of these persoh-

oriented efforts is to change the nature of teacher -

student interpersonal relationships._ Without denying'

the effectiven'ess of-these approaches, it also seems

clear that they are unilevel approaches, mostappro-

priate for relationships with individual "irobld
...

'students" (Patterson, 1971; pp. 763-68). AA effective
.

as -they may be, it is uhlikelx that they can ge,as

efficient as changing the
.,,

organization of classroom"

1;arning or school polfci4s.
.

One partial exception to these person-blaMe

--approaches is the spate ,of research on "token-culture..
---- ---

:classrooms." Although the problem typically is seen

--as exissing in individual student ("pf-d=Ullteeent

.boyi',""delinquent boys ," "emottonally disturbed ST334',"

"oppositional children"), the solution involvesTiF. /

organizing clusroom learning. Special token-eco5my

A
4

classrooms arpl6stablished which carefully decrease

9,:the rate of Otviant.behaviore and then introduce-con-

. ttigencies destined to strengthen academic skills.

After a peribdof time in theSe special classrooms,

the students return to their regular'classes.: ln his

4 extensive review of over forty studies of token-culture

classrooms, PatWson (1971) concludes: "The sum of

evidence from these studies sepporting-the'effective

neSs of token systems enaltexing deviant behavior.:

for groups of'children.i-s:overwhe\ming." (p. 769)

-Andt'sucWAttempts to change the ofinnization of.

4
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. .

classroom learning .are more efficient than `focusing

on individual students in isolation. "Under certain

circumstances the most ex*ient.method for altering,
.

.the behaviors may ir'to'fO'cus on an entire group of

. deviant children in a token.-cUltufe classroOm"
0 ,,

°Patterson, 1071, p. 768). \

There are virtually no studies of effects
. \

on'the discipline problem resulting from changes in
;

school, policies, rules, or organizational norms, though
.

presumably,this level of change Gould be even more
,

\
efficient in decreaiing the discipline problem. For

..

pistance, in the example previously cited, referrals ..
-. fdr doorway confliCts were :reduced by over' eighty.

,, \. ..,
percent by clianginionp school rule.

.

,

1.
.c., SocialFhteracy training is direct.

i.

Virtually all existing attempts to help teachers im-

. proVe learning in,the.classreom and decrease disci-

pline Problems arc indirect. They occur Outside of

.tlee classroom: tpather training; curriculum (revel%
1

-opment, in- service education, even supervision involves
1.

pftisive pbservntilop in theclassrOom and discussion

....
lateT. It is asif a taboo prohibited -anyone from

working with tehers in. the classroom. It is not

. surprising that there is a great deal of slippage

abetween the bright new ideas for how tg proceed in

.class and teachers' actually trying out those ideas.

..Manyteachels fe 1 unsupported to the point of aban-

tPdonment. lik. many utopian visions of ideal'societies,

virtually all currently popular ripthods of solving *

the discipline cimiNcts, because they are Andirect,

F,

I

fine4se tfaz implementatign pxobiem. In contrasi, - i

pocial Literacy i)rocess facilitation involves t,trainer
1

1

working with teach6r
1

s and students in the classroo
v ,

I

.

itself.. It simpb sIands to: reason that this woulf
1

.fie gtOro effective help leading to'mord adopted so.iu-
.

Lions, :' ' .7'- , i
1
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d. S *cial literacy yields a broad range of
_

outcomes.
1
Almost all of the exi's'ting "solutions"

to the "discipline problem" concentrate on the control

.

, or elimination of deviant, anti-social misconduct
..

througkeikore effective.action by teachers. For some
...... . .

of the most popular techniques (Glasserp°1969; Gorden,
. .-,

1970; Driekurs, 1968) thereis little, if any, data

, ,,. documentint their effectieneksin even this limited

aspect of the disapline problem. As Patterson '(1971)
..

., ..r.pointi out in his review of token,culture classrooms,
) P ..

therei..s considerably less evidence supporting the'

carry -over effects on students after they lefive these _
.

special..classrooms, and 1 tt14 evidence that decreaies ,

in ':devtan behavior" are ccoppanied by increases
.

in

learning. . .-

paA
A possible exception may be PREP, a tokenieconomy

r, igram for 80 normal junior high Xthool students i

. Oenter fdit Studies of CriJne and .Delinquency, 1973),

1 .. are taught two acvlemic'subjects, interpersonal e

..) . ,

'
_ k ills; and have parental_ tutoring., "'Phis.. ,figs brought

.short-ferm reward for students in prmsof higher /

grades' in all classes, better test results Engliqi

..1

and math and improved.relations with teachers, parefts,

and their friends" (p 6): These encouraging s .

may, reflect PRO's specific ,concern for broader ou .

comes.pd fuller integration with the regular schohl-
:

.ing of these students. /

Social literacy training from the outset is cpn-
,.

corned with a hrOad'rlinge.of outcomes. Increasing .

the amount of mutually agreed-Amon learning time --,

(,1ALF) mediatitig variable that s laould be reflected--
. :

in increased respect and affection for teachers

(discipleship), increased participation in the con-

trol:of classTooWactivities (selfrregulition disci-

pline) and diecreAsed numbers of referrals and sus-

pensiOns (disciplinarian actions).

1

0"1
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Notes
0

11% thorough philosophic exigesis of Freiye's

dense and abstract writings is contained in the doc-

toral dissertation of Maryellen Harmon, 197S.

2We have developed an objective method of asses

sing the stage of an individual or group's literacy,

William Smith's doctors) dissertation "Conscienti-

zacao, An Operational Definition," was developed in

rural Ecuador as part of a non-formal education pro-

ject and has been applied successfully to conscious-
.

ness raising groips in the U.S.

. _

Freir calls tins the "generative theme."

Marxists cal if the "fundamental.c ntradictidn."

4We express again publicly our appreciation

Dr. John Shea; principal, who has maintained contin-

uous support in spite or temptations.

SResults of this investigation, as well as a

comprehertive review or U.S. di4cipline practices

are Zontaided in Dr. Irons doctoral dissertation.

6For more

see "Blame the

illustrations of, this point of view,',

System--or Dow' to Love People While

Changing Their Roles."

7A more extended analysis of the function,of

educational games may be found in Alschuler, 1974,

Chapter 7.

8A more extensive presentation of this example

may be found in Kuriloff, 1973,

2
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alb

9This example and a second, one are reported in

detail in- Developing Achievement Motivation in Ado -

lescents, (Chapter 7) Alschuler, 1973.

"Even the recent critique of the Haney,,, Brooks,

and Zimbardo study of a simulated Prison(Bailaziz

and Movahedi, 197S) does net question the impact of

.the simulate(' ''system" on behavior. It simply rein-

terprpfs'the impiications of the study as reefectijtg

role playing inzphis experimental .social system As

opposid to eAdence,of tie dynamics of A real prison..

system.
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MANiOriOR MEASURING THE

MUTUALLY. AGREED -UPON LEARNING TIME (MATT)

IN 'CLASSROOMS
fi

-A,frediAlschuler, 0.
,Solomon Atkin's

,

James Dacus

Nellie Santiago-Wolpow* o
. .

Introduction"

This measure of mutually agreed-upon learning
.

time (MALT) is a systematic method for assessing the

. percentage of time during a class period that student's

are attending to instructional material. , The value t

.

t,of 1LT:is basid on two assumptiorist.

-,

, , '

(1) Students onl learn when thplt are p'ying - -

.

.

,

:\ .. .

attention to inst uctional material. Even P.

Pavlov's dogs di .nit learn to saliiate when

when thirwere ofd entively listening to ,°.,

the bell" i.e. d bored, flopped down ears.
4 -

Initially Dr. Allen Cohen developed this ''
o

measure to establish scientifically that there.
.

is a direct and positive cPrrelation betWeen

MALT and how much students learn. In the

..claksroomi taught by teachers jadged "excellent" ,

by their printipals, MALT ranged between SO-
A

60 percent. .0r. Cohen's special, interest was

to eieite "maximum intensity" reading classes

for disadvantaged youth in the Newrork City '2'
.

a.: publicschools. He was able: to double MALT

from about 45 percent to 80 percvit, a prac
.

.

-1Fu't-hote with the Social Literacy ProjeCt;
University of Massachusetts, Amherst,, Massachusetts.

C. Tb3
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tical maximum (to one can.pay attention 100

percent of the time). The result was doubled

"°1
t ;reading gain,

to

.. ..!

.4
(2) A second assumption behing this measure

of MALT. is' the importance of4 teachers and stu-

dents csllaboratively focusing on instructional

material. Either students or the teacher can

pnilaterally destory MALT, for example,,bi

a teacher digressing from the instructional

.

.

material, or by students letting their attention

wander. The fact that only SO percent of class

timon the average 4sMALT raises an obvious ,

questian; What kinds of non-collaboration

are o4urt4iatis during the remaining unproductive

0.ss AWN 0yr measure of MALT indicates some

of thelcompetalve
teacher-student "games" that

.

take place. during the remainder of a class-period.

Many teach'ers arp,shocked to find that their

"orderly,, upper-track" classes have-such low MALT,

e.g.,40-60 percent. But often live to ten minutes

at the beginning of class is spent taking roll, get-

ting students seated and books opened. Another dive

minutes may be used at the end of class preparing

$.
for the track'race to the next class. This,is about

30 peicAt of a 43 minute period in which no Instruc:,

tonal material is present; therefore, there can be

no attention to instructional material. There are

4 additional normal intefkuptions, e.g. announcements
,

over' he P.A., discipline incidents, or digressions.

During the remaining class time in which Instructional

material is present, only 2/3 of the class may actually

4
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' 4

be focusing their attention on the instructional

material, even if it appears orderly and cooperative,.

at any point in time. The net effect is a MALT score.

of about40-50 percent:

We. believe there are four basic causes of low

MALT scores, each an aspect of the "discipline

pioblem."'

1

1. Failure of the subject matter Discipline°

to sustain students' attention.

2. Inability of students to adequately regulate

their own attention (discipline, in the sense

of self-regulation).

3. Teachers not spending time on instructional .

material because they are engaged in disCi-

plinarian actions.

. 4. Lack of a mutual respect and caring relation-

ship between students and teachers (this is

a discipline problem in the root mining of

the word, disciple-ship).

Thus, improving MALT involves solving the Jiscipline

problem in any or all of these four ways. This-is

one of tbe male goalkof social'literacy training.

Iii the context or social literacy mining this

measure of MALT is used for several purposes: (1),

to obtin objective data before and after training

tomeasure impro.vement, (2) tot,i,pitiate 3 focused

dialogue during social literacy training about the

array of specific discipline problems, (3)_toinsure

that solutions to the kliscipline-pTrem are relevant

to specific classrooms, and finally, (4) to provide

on going feedback after social literacy training, to

help teachers continue' improving tbe quality of edu-

cation'and the quality of interpersonal relationships

in their classroom.
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While this measure of MALT can be used in many

ways, it has been designed for use in conjunction

with a full,social literacy training program. _rtis

. includes pre-course MALT assessment of teachers'.
. .

classrooms (Framing the problem), Omulation games

of classroom conflict situations (Gaming), lonceptu-

alization'of key terms to describe the discipline
.

problem (Naming it), relating these concepts to one's

Ideal teacher role, values, gnd classroom (Claiming it),

inventing solutions to the discipline problem (Taming

--it) and designing ways of carrying out these solutions

in the classroom (Aiming it), We strongly recommend

that this manual always be followed by collaborative

attempts to improve the situation it diagnoses. If

it is used by researchers solely for data gathering

purposes, it exploits teachers andsstudents. If the

data generatedd by this measure is not followed by

effective problem solving, the data may just be depres-

sing. Social literacy training provides a method

to start with this essential assessment, build A.

towards a better classroom climate for everyone.
0

How to Assess MALT in a Classroom

Any new person in a cinssreoi changes the dynamo

ics and,climc4e of the class. To minimize this effect

(in order to obtain f accuratepmassessment Of*MALTr

as possibLy), the observer'should have a pre-observa-

tion conference with the teacher dnd also with the

class, After the observer's presence in the classroom

is legitimized and clarified, s/he attends the class

. on the designated day, sits in a back corner seat

before class begins, and chooses ten stilidmIts to observe

whose faces can be seen. Every four minutes the

observer records an assessment for each of the ten

106

it



0
2 I

chosen students. If no instructional material is

pAsent at the time the observation- begins, All ten

Students receive a0. If instructional material is
1 ;
! present, the observer looks at each of the ten stu

dents in sequence, long enough to assess whether they

"are:attending (+) or not attending (-). In a normal.

43 minnte period, this results in 100 observations

. (ten students duering ten observation periods). The_

percentage of MALT is simply the number of pluses

recorded during the period.

'Typically-, the observation of the ten students

does hot take four minutes. In betwoen MALT assess-

ments the observer records classroom activities,

"games," or other specific comments on what is hap-
.,

pening, at the bottom of the MALT assessment chart.
.t After the AIALT assessment df the class, the observer

. shoUld re.eet with the.teacher and/or class to discuss

$ the results of the observation.

a

Pre-Observation Codference

Collaborative'regociatIon is essential in all

phases of social literacy training MALT assessment

must be a mutually agreed activitylbetWeeri the teach-

er, students, and observer in order to avoid an unfair

imposition on the cloass, an unnecessary climate of

threat or mystery, and other negative consequences.

A pre-obs6rvation conference-with the teacher is

necessary to clarify the purposes o MALT and how

the data will be used, and to plan an,acceptable

entry.into tho class. The following questions are

appropriate topicsNfor discussion during the pre--

observation conference.

9

eF

1. If the teacher has not initiated the request

for a MALT assessment, is s/he fully agree-
. .

.1o'

1.1
n
...

O



4- ;die to having a MALT

Z. Does the teacher have

. agreement .by the

-

Af

asses smen$9- ----

any conditions? e.g.,

students in class

confidentiality of the results

. any requests t'O,observe something in

partidular during clob

.'the natuWof the feedback s/he wishie

to, receive to maximize the usefulness,

. of the ebiervation.

3.,1s the teacher clearabout what data will

emerge frouithe MALT assessment and how-ft

can be used in the social literacy training?'

. What steps should be taken to solicit the

agreement'Of the class and to make the observ.;

er's presence as non- descruptiye as passible?

Here 4re sole suggested "Dos and Don'ts" for

-the observer to bear in mind during this conference:

. Let the teacher read the MALT Manual.

especially the introduction.

. Convey to the teacher that a normal MALT

score rangei from 40-60 percent.

Encourage the teacher to teach in their

A every-day style. Special lessonplan-

ning is unnecessary.
o

. Do not .raise questions that may'undermine

the teacher's style in class.

. Do not force this MALT assessment on

teachers..

. Avoid introducing novelties or any

.specia1 directions.*

4,

*For a more extensive discussion of the rela-
tionship between a classroom observer and teacher,
see Robert Goldhammer's Clinical Supervision (New
York: Holt, Rinehart an Winston, lnc.4 1969)
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Observation Proc6dures

The observe: should be in the class in a back

corner seat prior to the opening bell. This requires

that the observer's presenc e be understood by the
,

class before the observation occurs. 'Also, appropriate

information on the MALT scoring sheetloshould be fillTd

out before class begins,- i.e. names of the observer

and teacher, the date, the specific times that each,

__of theten sets of observations began, etc. if a

stop watch is used -6 signal the beginning of each

s'et of obserVations, it should be stgrted as soon
-

.is the bell rings. Immediately choose ten students

in the class to observe during each four minute period:

They may be any ten students, but it is essential that

the observer is able to see their faces as clearly

as possible, and observe the same ten students each

observation period. The first set of.observations

should begun one minute after the hell rings.

When an observation period begins, ,the observer

must,make an initial decision: 14 "instructional

Material" present or not? If it is not, all ten

.students are scored 0 in the appropriate row on the

score sheet.. If "instructional material" is present,

the observer looks at each student in sequence and

makes a quick decision (Lsually 4-S seconds is sufr-

ficient) about whether they are attending. ( score a 4-

in the appropriate cell in the row) or not attending

(score a'- in the appropriate cell),

It is not possible, nor expected, that the, observer

always be able to make absolutey accurate dbcisions

about whether instructioaal.material is present and ;

students are attending." he following definitions

and examples should increase the validity and relia-

bility of the observer's ditision.

109
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1. Is Instructional Material presentf
.

- material is whatever subject mat-
.

. ter or learning activity the teacher indicates is

an appropriate focus of attention for the class period.

Instructional material may be designated publicly,

e.g.. "Open your books to page 387." During the time

students are opening their books, instructional

Material is net present. Only after they are reading

or
iv

or listening or discussing the desigqated material

Are students attending to the inisirvctional material.

The.appropriate inStructionaln material also may be

designated to individual stUdintsy, of the students

have been told previously that they must choose from

a number of available options. The way in

appropriate instructional material is designated varies

from class to class. However, there are a number of

cleirinstances indicating that instructional material

is either present orot present.

. Instructional Material
.:

Is present when: Is not present when: ,
. _

.
...

- the teacher is lectur- the teacher is taking roll

ing and the students are

waiting
- -

students are reading the teacher is distrib-

uting materials.
a

students are reciting . the teacher is reading

4 . announcements

students are responding . the teacher is preparing

to subytct
0
matter students .for .wIrk,

questions giving instructions,

directions, etc.

11
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audio visual or other

media presentations

are_Leing_made

the teacher stops class

for writing hall passes,

tardy slips.or to lis-
_

ten to P.A. an-
.

nouhcements

the teacher stops class'

to give a mini lecture

on good behavior

thp teacher responds to

irrelevant, digressive

questions

the teacher sieps

to deal with.k dis:

cipline problem

In deciding on whwthes o'r not instructional

matasial rs present, bear ih mind two covenants; (1)

during the observation of the ten students, instruc-
,

°nal material may disappear, i.e. the'teacher may

stolithe,cla!s to deal with a discipline problem.

Wheh this curs., immediately give the remaining

,students being observed- 0; (2) the decisionreflects

presence or aUsence of instructienal.material. It

' iq not determined by the quality oftle-iiilinto fen.

2. Are taudents Attending to the Instructional Material?

Ultimately it is not possible to.knof for sure', :

whether students are attending to the. instuctional

material. A fixed stare may be rapt atten ion., or

intense day dreaming.. Inattention usually i" more

obvious, The single best way to judge attent'venessA
is to look at the students' eyes. This is why it is



important to be able to see the faces of theten

students being observed. If the observer is unsure

about whether or not the student is attending; the

student shOuld be given the benefit Of the doubt.

This Will-result in a slightly inflated estimate

of MALT, but if the positive bias in the observer's

judgments°is consistent from class to class, the

s" t ikfect.will be to produce equally valid MALT

ores. For example, even if the MALT score before

i*ialliteracy training.is 50 percent and the -MALT

score after training Is 65 percent, so long as both

t-scores are equally inflated, e.g. by 10 perc nt, the

t s°
\ change (15,percent LA this example) is.an ac urate

. leseasure of improvement in MALT.
II.

:

- Attention should be judged

+ when the student the student

seems to be looking

at the teacher or

person reciting the

designatedjwritten

material

, is participating in

oral recitation

is reading from a desl-

ignated piece of

written material
ip 4

is not looking at the

designated material- or

person, e.g. out the

window, comic hooks,

a note from another'

student

is passing notes, drum-

ming on the deA,

throwing objects, across

the room] combing hair,'

smacking gum, Or making(

distracting noises

(grunts, singing and

shrieking)

is whispering converse-

tions to another student

.



is asking appropriate is playing a discipline

game such as milling,

the personal question

game ("Hey, Teich; are

you pregnant?"), the

hall pass'game

. questions,

.is engaged in designat- is sleeping

ed writing or cal-

'40$.

.

.
-

Obsexiing ten students usually takes about one mintite,

-leaving three minutes until the next observation

period- starts. nuringthis intervening time it is

important for the observer to write comments on the ,)

MALT scoring shee, in the appropriate area to the.

right of the row of observation cells. These comments

may describe the kind of nbn-ins*ructional activity

' that is occurring, the activities of particular stu-

dents other than the-tan who are being_ observed,

reactions to any questions or issues the teacher 7--

has, raised in the pre-observation conference, or'any-

thing,that is relevant to the social relations of

the classroom. In addition, there is a list of the

most frequently occurring student and teacher moves 4

and games beneath the observation chart. This pro-

yides a convenient opportunity to keep itally of

what is happening in the class by checking the apprO-

priate move or game. Knowledge of the content and

purposes oethe social literacy training should help'
.

the observer decide what comment to inane that may

be most useful subsequently as teachers,attempt to

deal precisely with the specific problems in_their

Class. _



At the end of class, the- MALT score,is calculated

by counting the number of pluses in the hundred ,sells,

or by summing the ten row totals.

. Post-Observation Conference

This may ()deur during a meeting of the social

literacretraining groupt or individually with the

obserVer, depending the agreement.reaChed during

. the pre - observation conference. If the post-obsexv"a-

tion conference is private, some of the agenda also

should have been determined ihsthe Rre-observation

conference. However, many new issues and questions

may arise bised on the presentation of the dttV.

A few words about an appropriate. role for the

observer" during this phase may be_helpful. The

. -

p

first purpose of the assessment is to diagnose MALT.

It is preparatory for mutual, collaborative problem

solving by a group of peers in the social literacy

traininge Therefore, it is best for the observer

%, to avoid judgments of quality, or inundating the

teacher with ispate of suggestions.. The4 issues

,should be redirected to the social literacy training

giOhilktself._ Instead, it is better to be openly

supportive of the positive activities that occurred_

...

PO.

during class and strictly non - judgmental -about -the

Meaning -or significance of the precise MALT score . - '

.+......,.....b

4 .

and discipline games that occurred. Open grouprdis-

cuslion during the training is,the appropriate time

and place to work towprds an answer to thispefilue ..-

questions.
. -
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Without any special effortp' to beCoineo trained
..;3S.-.

observer, two or more people attempting to get a
\

.- MALT score for the same class are likely to derive
.

1.,...-----quite different scores. It is important

ers' judgments be standardized as much aspossible. .

.This `ban be .dobe,by taking the following steps: ---1'. --
4 1

. 1. Two or more observers should observe the

same class, then try to identify le causes

ofthe differences in their row totals.

Based on these discussions, observers should .

.add to or clarify the definitions of inslruc-

__tional material and attending and non-attending

behavior. --

2. The observers then should obta in MALT scores

-for a second class and repeat their discussion

and write down their emerging consensus about

how to score MALT':
4

3.Observers then should observe a minimum of

five more classes together. These times

without any discussions of their total scores.
.

If after these five observations by bpth

pie there arc no paired scores that differ'
.

by m0;e than 10 percent, the observeis are

ready to obtain MALT scores Individually.

4. If MALT is used for research purposes, a
_

- -more, stringent test of reliability is appro-

priate. Siseciti_cally, follow steps one and

two. Then each observei should score twenty ;'

Classes and calculate reliabilityUsing-7:Am

appropriate statistical procedure for.deter- -----

mining the degree of correlation of,the scores.

115'
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Trainingaining of the Observers should continue until'
:

t e next sbt of twenty6Foree is cdrrelated at
. .

a level of 80,or better.

A Ccond type of reliability is also important, .'

namely hA consistent are the MALT scores.(a) for the

same claW-leom day to day or'(b) across several

classes'4ring.one day. It is fairer to the teacher A.,

i

to obta4both types of consistency.-estimates. The

number of a ten.cher''s crhsses observed, however, .also

will b _determined by practical problems of time

ii---and=pyailability of observers. One or two observe-

tions are pfabably sufficient to obtain useful

nation for soci.al literacy training. More important..-

factors in determining the value of the training are

its completeness, length, and quall,ty.

F.er research purposes, the number of MALT scare4_ .

to obtain for,a teacher's class across time of for a

.sample of.the teacher's classes should IA determined

by standard research prattices for obtaining a repre-'

esentative sample for a teacher or a group of teacheas,

Follow-Up Uses of MALT gores -

%
Too ofter. there is no good way to'assess the

effectiveness of .a teacher training activity. MALT

-is one-way among several others (e.g. rbferral rates

to the front Off" e increased, academit achievement '

scores, changes iii the level of teachers' and/or stu-

'ath dents' consciousness) to deterhine whether_or not

social Literacy training is having a meaningful effect,

and to revise the training to be more relevant and

appropriate. A

MALT is also designed to help shape the content

of the social literacy training itself. During an

early phase of the training, it can he us..4 to help
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frame the problem:' .1h:4i touch (or little)collabora-

tive learning, time occurs in class? What is happentrig

during the non-learning time in edchspecific crass?

What specific discipline gaies occur most frequ'ently,

that teachers should _give priority to solving? _What '

is thp meaning of 'a WVLT score? What is a good tatT......

score? What factors determine the level .of MALT in
. ,

--a,c1a55? Once the discipline,problem, if its four

meanings, is identified, the subsequent Portions of

locisniteracy training provide opportunities to

name and con.ceptualize.the problem tlurly,_ to invent

possible solutions, and to develop workable solutions.

-in class.

There are two additional ways i4LT Can he used

to make the social literacy training maximakly.rele-;

vant.to teachers. The specific games, moves, and

comments fromothq)observation sheet can We translated

into "situations" in the Discipline Game and /or used

as conflict situations for r9Le playing during

"Tame it"..portion or the Course. In.hosh activities,

teachers then will have theoopportanity to itivea
;

solutions to problem -that actually occur in their

classrooms.

Finally, MALT scores can be used fot several /

purposes unrelated to social literacy .training. It

does appear to be a measure of a crucial variable 11

in determining how.much students, are likely to learn.

ina class. Therefore, it an appropriate method

for supervisors to use in helping teaches improve

classroom instruction and the amount of collaborative .

education. Similarly, it is an appropriate measure

for certifying the competency of teachers or for other.

types of classroom evalutfon. Obviously, it is an

equally approprialC. mediating variable to examine

yin educational research, i.e. &hat factors increase

or decrease MALT?
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In:all of these other uses, it is possible,to

use this measure coercivelyor collaboratively. If,,

for example, teachers' tenure were based in part on' 411

4

high MALT scores without acCompanying methods to

.help teachers promote high MALT tcores, or perhapS

even without mr*nal agreement that MALT scores should

be used to determine tenure decisions, then ouvintbn-
t..

Lions will havt been totally subverted. We 'believe. .

ihat the most humane, ethical, liberating relation-

4 ships are those_in which peers_work together to name

their significant realities; to undei'stand the"causes

of common problems, and to act collaboratively in

transform ing the rules, policies, norms, and procedures

that-create those problems. This is the essence gf

social literacy. 4'4
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/ 1151E,DISCIPIANE GAME

1 Alfred Alschuler

Solomon. Atkins

'James- Dacus
.

Santiago-WolPow"

t

Instructions

Introduction to the,Gamo

. ,

, '. The Purpose.of the ,di game i$ to intro-.

T. duce players lo tOe pages of negotiating mutually

enhancing solutions toclassroom disCipline problems'
..

as' all alternative _to unilaterial punishment of stu-

dents. The process of negotiating solutions also

helps identify:the needs and desires that motivate

botestudents. and teachers' actions in typical dii-

cipline conflicts. This process enables, players in

the game to see these troublesome situations Trent'

different Perspectivesand,psually leads to the real-

fzation that the best:solutions satisfy legitimate

teacher and student needs in mutually constructive ',.
, .

_ ways.
.

, . . _.

In discussions after playing the discipline

game it is Posble to accomplish several other impor-

thnt objp4ivesof social literacy tr4nitier Dever-

-opment of vocabulary to name the typical repertoil4
.,.- .i.

of student and teacher.actions (moves);and'ihe
-.
typi-

cal-discipline cycles in the classroom, initial diag-

nosis of existing student and teacher needs-that are
. 2.
0

'The authors are with the Social Literacy 'P'roj 'ect, -,
University of Massachusetts, Amherst, 'Massachusetts.

"

.4
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expressed in these games, clarification of the nature

of good and bad negotiations, preliminary lists of
_

poisible solutions to these problems, and conscious :

ness.raising about the causes and appropriate responses

to classroom discipline problems.

The.discipline game is designed for pre-.and in-

service jUpior high schoolteacher training., However,

the game has been very- successfully used with junior

school students and parents. Also, adaptations

can be made to.extend its relevance to elementary

and seniorhigh s;hooestudents and teachers._ To

derive maximum benefit from the discipline game it

should be used as one part.of an ongoing program of

social literacy-t-raining that includes several addi-

tional components: "Frame it," the definition and
,

nature of the discipline problem; "Name it," the.

basic vocabulary for deicribring social relations in

- the classroom; "Claim it," relating the basic ideas

to one's ideal self-itiage,cultural values, and the

demands of one's own classroom situation; "Tame it, ",

4S. .

pract cd in applying these ideas; and PAim it," the

translation of this approach on an ongoing basis in

the classroom arid school.f

_ .

The Discipline Problem and Socially Literate Solutions

, Typically during 50 percent Or more of each

junior.high school class students are not-attending

to.the instructional material. This huge loss of

learning time isa "discipline" problem in four seWil

- of the word.

1. The subject matter (discipline) is failing

to sustain students'.attention.

2. Student self-regulation (discipline) is fail-

ing to channel attention on to the instruc-_

tional material.
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pa ticillar classroom problem, ,they all result in a

lo s of. mututlly agreed. upon attention to learning.

Social literacy training begins by focusing on
.

wha is going on during that SO-plus percent of lost

. lea ning tile. Becoming socially literate about

li.

cla sroom discipline reqUires that individuali be able

(1), Ito name the repertoire, of discipline games in
1

the classro om and the basic needs of individuals

that are expressed through these games; (2) to under-

stand how the implicit -or explicit rules of thesd

disci line games place legitimate teacher and student

needs in opposition to each other; and (3) to trans-

m tacher-stUdent conflicts (bad discipline games)

into mhtually agreed upon attention.to learning (good..

1

. discip, 1ine games); These-three components, (naming,

understanding and transforming) are the basic, aspects

of 011. ypes of literacyl
,

....
_

.Th "Discipline Game" provides a wide variety

of typical clussroomdiscipline situations that:odcur

during tie SO-plus percent of time students are not

attend ng to instructional material. Players in the'
.

role
.

o t

time
or student are given the opportunity

to nog tiate mutually agreeable solutions to these
1

confli ,s. In doing so,jplayer name what is happen-

ing, underAtand each others needs, and attempt to

work out mu ually agreeable solutions.

3. Attertibn to learning is preempted bydia-

ciplinarian behavior by the teacher.

4. Inadequate discipline is failing to sus-'
.

tarn a conducive climate for attention to
.

learning.

While any or all-of these factors may be causing a
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Overview of the Game'
.-

So The game board identifies various places in

school where diScipline conflicts occur. Players

by.rolling two dice to

they should move. For ~-

board the leader will des-

progress arRund the board

deterAine how many spaces

' each type of place on the

..erkbe a specific situation or conflict that has oc-

curred. After hearing the specific conflict

situation, the player may decide (1) to negotiate a

iolption, or (2) to accept a written soluti6 that

is then read from the situation manual. if the

player decides to negotiate, other players-may

participate by investing some of their discipline

credits, distributed at the beginning -of -the game.

Additional discipline credits are either awarded to

them or:take:II away depending on the success-or fail-

. ureof the negotiations as_ratedhly the principal

on a -1 to +2 scale) if the player decides to

-accept the written solution, specific numbers of

discipline credits are designated by the situation

manual. One major difference bettieen nego.tiatidg

and accepting written solutions is that either all

players win or all lose discipline credits in

negotiations. In the written solutions some play%.

ers always win and some players always lose 'in that

situation: When a player completes one cycle

around the hoard, s/he receives 2S discipline

credits. The object of the game is to earn as many

discipline credits as possible.

The discipline Game Board, "Pieces," and Places

We decided not to "publish" this game commercial-
.

ly because it would. be expensiye for teachers. 'We

. suggest that you purchase some brightly colored via.

cloth, or similar material, and create your own game
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(the sip of the_ board is about 3' by :1,')

I.

O
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Wird using felt pens, polaroid pictures, or other

decorated symbols appropriate to your school.'
6

Each player in the game will need a distinctive

"piece" to move arpund the board. Anything-will

..do: chess pieces, medallions, rings, colored stones,
/

an eraser, eye patch, band aid, hall pass, book mark-
/

el', belt buckle; etc. A set of poker chips.may be

.used for discipline credits,'

The are seven different places represented on

the board, each having conflictsituatibns appropriate

to it. The specific conflict is determined hyfinding

the type of place in the sitution manual and'reading

the situations in sequence, Read one situation when

a player lands on that type of space. Read the next
.0

situation the next time a player lands'on that type
- .

of space.4

1. Classroom: the situation manual contains,

examples of the types of discipline conflicts

"that occur in classfargi--T-treFear.athree

sections in each situation: The "situation,"

the "outcome," and the basic for negotiation."'

After hearing the situation, the player must

decide whether to negotiate a solution or to

accept the written outcome. The written-

outcome is read only if, and after, the player

chooses to accept it rather than to negotiate. '

If the player decides to'negotiate, read the

"basis for negotiation." Three minutes are

allowed for this process.

2. Hazards and hassles: denote activities taking

place in hallways, stairways, locker rooms.

Points are not won and lost -in these situa-

tions. Rather,'they are contributing forces.

which propel players into other situations on

the board:

0-
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3. School grounds: contains examples of as-

cipline prrblems that occur nearby, outside

of school. There is no chance to negotiate

solutioni to problems found here. The out-

("comes are read from the manual, - --

4.- Guidance: symbolizes the relationships'

betyteen students and teachers that end up

in the.counselor'S office. These situations

are specifically, concerned with. the student

and counselor-teacher relationship.

S.. The cafeteria'. 'symbolizes the types of dis-

cipline cycles which occur in this area of
. ,

school. The outcomes are random, and no

opportunity for negotiated solutions -is pro-
.

vided here.

6. The bathroom: illustrates discipline cycles

occuring in the bathroom. This,place inClude's

no win, win-lose, and win -win witcomes,

7. Suspensions: occasionallyastudent is sus--

pended from the classroom and moves his/her

.piece to that place for the designated num-

"ber of rounds.

.

Roles in the Discipline Game

-,Up to approximately_ leu_puople mv_play the

discipline12211Al_one time and still maintain fast-

paged high involvement.

1. The principal: runs, the game, has the
situation manual, reads the conflict

situations (and, when appropriate, reads

the outcomes), keeps time on the three

minute negotiating period, and finally,

dispenses or collects the proper number
. .

of discipline credits.
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I. Students and teacher: up to five players ,

are students who take turns in sequence with

a '.'teacher" (a sixth player, rolling the two .

dice and moving around the board.' Whenever

/ a student chooses to negotiate a conflict ...

7 the teacher must negotiate. Howevet, neither

teacher nor students afe required to reeth

.agreement on the issues.

;3. The jury: provides'adviCe to the principal

when s/he asks for it. To facilitate dis-
/

cussion after the game, each jury- member

- should (1) keep a record of goediandb04"-

negotiating in the game, aid/or (2) make a
4' list of the needs eipressed by students and,

teachers in the negotiations, and/or (3)

keep a list of negotiated solutions to the

discipline conflicts. The size of the jury

"wuld be, about thiee. At some point during

the game it may be interesting for the jury

members to exchange'roles with the students.

and teacher. 1

Rules for the Discipline Game

1. Each player receives IS discipline credits

at the-heginning of the game, i.e.' ine blue

chip (10), and one red chip (5) or five-wiiie

chips (1).

2. The number of spaces each player moves is

0

determined by rolling two dice.

. In classroom situations after the situation

is read, the player has a choice of negotia-

ting or the player may accept the written

outcome. 'If the player chooses the written

outcome, it then is read, and that move is

over. If the player chooses to negotiate,
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there is a three (3) minute time period

_beginning after ofherplayersshavehad a

chance toAnvest in the negotiations. The

teacher must negotiate When a student calls- .

for negotiations. .When a teacher chooses to
, .

negotiate a conflict, s/he may choose any

. one or more of the, students to negotiate with.

.Thoii, students must negotiate.

4.All players may invest in the negotiations;

before the discussion begins, by plading one

.to five discipline credits (chips) on'the

bOard in front of them. . Any player who in-

vests in negotiations may also take an active

_ vocal role in those negotiations. These who

,do-not invest, may not speak. The principal'

judges the success or failure of the nego»

tiations on a to +2 scale. If aplayer.

-,his invested five discipline credits and,the

negotiations were highly successful (judged

a +2) that playergeti ten additional (Hs-.

cipline credits '(10) from the principal. If

negotiations fail badly and are judged 71;

the player must give the principal fifteen

ftsciplineorediti s/he has invested. There

is ope rating for each negotiation. Thus

all players, (students and teachers) get the

\;same . . _ _ _ ,

eating.,.

_

_ _ a

S. The ratings of negotiations are based on the.

- following criteria as judged by the principal.

-1 Any negotiations. that result in increased

misunderstanding, anger, hostility,Or

conflict.

0 Any negotiations which, end in a stalemate,

without ap arent willingness to bargain---,

in good fait seek compromise, or allow

the other part in the negotiations any
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way to meet,thair'needs. Either party'
t-..

in the negotiations may produce g "0"
r

rating for the total negotiation f by the

unwillingness to enter open, setious
I

negotiations!
.. .

,+1 At mi'imum, both parties in the.pegotia..

tions must, demonstrate serious .intentions

to find a, mutually agreeable solution by

their willingness to liaten, to consider

seriousll the other's point of,yiew,

and proposed solutions. The negotiating

parties 40 not need to decide on a mutually-:

agreeable solution to earn a +1. rating.

However, if players abdicate their self- .

interess.as defined in the situation

and basis for negotiation, the negoiiations.
_

can Bnly be rated 0.

+2 In addition to the characteristics of a

+1 negotiation, the parties must 'reach.
-

a clear, mutually agreed upon solution

to earn a 2, Solutions must reflect a

way to satisfy clearly stated'different

needs of both teacher and students to

earn a. +2 yating.

6. The principal's decisions are final. ObyiT
ously, there is some room for differences _

in opinion about the proper rating of a

three minute negotiation. The principal may

request advice from the uryor, if either

party isodissttisfiefi with the rating, the

principal may ask the jury to arbitrate. In

this case the jury's decision is final.

Hoviever, it is the principal's optiOn about

whether or not to call for arbitration and

this choice maylnot be appealed. In any

event, it is pedagogically helpful for the

128
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General Instructions

prkiICipV.. to explain the rationale for. the

ratiqt&

. If a "s' ation" suspends a student, the

- student mus ',move to the "suspension room"

on the board for the designated number of

urns. During thivtime the player may not

.speak to any other player. When the suspen-

.sion is rover the player returns -to "start.; ,

and moves around the board.

. 8."When a student or teacher comple tis a round

of.the board, s/he receives twenty-five (25)

discipline credits. The winners are the

players with the most discipline credits.

. The game may.continue'aS long as players

feel it is a useful learning experience.

itimate.lx twice around the board is,a-
e

reasonable peri.Ort-or--the purposes of the

course.
.

0. 1
1. IntrodUcing the disCipline game.

Although the game was designed to be used as

part of an ongoing social literacy training` program,

it can be used by itself in a wide variety of other
9

contexts, e.g. PTA meetings, boardof educatioN' 4

meetings, joint school committees studying the dis-

cipline irtab44,ejunior high school classrooms.
.

.Obviously, in each situation the purposes will be

slightly different and require appropriate introduc-

tions.tions. For example, many PTA groups are concerned(

about discipline problems in schoolt. The discipline

game could be used CO help parents reacquaint them/
0 7

-
_selves with the array of specific problems at an

.-experiential level and appreciate the difficulties
4,

-experienced by teachers and students in solving-them..

7
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Based on this experience, parents should be better ,,, II

*

informed in discussing useful parent, teacher, stu-

dent, nnd'administration roles: If the game is used

as part of ''a social literacy training for
.

teachers,

the first twp paragraphs of the Introductionand -

. ... ....

all of sections III and VI should be,read to orient :.
I, ..players to the game. .

''.2. Styles.of playing the geme.

The principal may.wiSh-to try Out .differeq.,

roles -- authoritarian, Aemocratic, laissez faire,

supportive, etc. Uowever, if this is done during

a single session, it is helpful to say publicly that

s/he is experimenting with a different role, to be-.
discussed at the end of the game. After players,have

gone around the board once, it is an appropriate time :

to annolinde.a 'change of style.

You.may also wish to give the jury:specific

'instructions. For instance, you may want to announce

that they have'a board of high paid consultanti who

are available to pleyiis for advice on how and when

toonegotiate, for suggeltpd altern4tive.solutions.

Or, you may want to use the jury as a mediating
4 .

-group_to suggest ways that teacher /strident negotia-

tions can be more productive. Or, you might ask each

ember-of.the jury to be an analyst - recorder- having,

V. a piitioular task: record the full list of expietsed

student and ie.-licher needs; record the list of proposed

and/or accepted solutions) describe the most and least

: effective negotiating strategies: ---

veveIf the jury attempts to define effre-tezo-

tiating strategies, they might keep in mind the -fol-

lowing four questions: (1)'Did the parties nelotia-
,

ting thoroughly discuss the problem or.sitbationl

e (2) During the discussion did the negotiating par-

.. ties each make 'suggestions as to possible solutiOns?

(3) Did the negotiating parties show willingness to

630
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.ove toward a third point.of view as a compromise?
o

and (4) If the negotiation process proved to be

unsuccessful what factors contrituted to the failure
, -

of the process? It may be useful to stopthe game

briefly after thy players have ione around theboard

;once, to discuss what constitutes effective negotia-
.

tions.

To add spiceto theopme you may wish to write

out brief -role descriptions for the teacher and stu-

dents that represent some of the stude2t character-

.types.encountered'in, your school.

11 you want to.toncentraie solely on practicing

negotiations, you can dispense With the game board

and simply take each4"situation and "basis for nego-.
- - r

-tiatione.and role -play them.

Findlly, to make the game more relevant to your

pilticuiar school, create alternative "situations,"

"outcomes," and "bases for negotiations" to substitute

for those in the manual.

3.. Follow-up-

----Don't talk the game to death. As a general s.t

rule, try to. stop the pos,t-game analysis shortly

after the energy of the discussion
t

peaks. The expe-.

rience during the game will be recalled and discussed

spentaneously'at several'ot6r. points in the social.
f --- ,--literacy__training ourse. It does not need to be

analyzed completely immediately after playing OM_
.game.

Your choice of which questions,to,address after

. the game-will depend on the timing, the context, and

the type of people playing the game. Here are some

.Ikossible.questionsto initiate the discussion pr to

keep,the disCussion lively: ,

How did you feel in your role?

Did you like it? Dislike it?.4

131
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.1.
How typical was your experience compared tol

the classroom situation ?..

What were the needs, desires, goals, expressed
.

..uring the negotiations? 4

'AA these needs gOod or, bad?

In what situations are they good?

In what situations are they bad?

What constitutes good negotiations?

Is it Possible to actually, negoti;te with

students in and outside the classroom?

To what degree ara,teachersafraid ofgtving

.up -theirtraditionil forms of power?

ifs negotiating with students really.giving

'up po.wer?

. What are the proposed solutions that came out

cifneptiatioss?,

Are these faisible alternatives for the Class-
a

room?

_What_ effect did the efferent styles of '

principal-ship,have, on students in the.'

game?.

What style is more conducive to productive

negotiations?

In what 'ways does the leacher both win and
/

lose in discipline conflicts?

In what ways do students both win and lose

in these conflicts?

To what degree are the causes of disciplitie

problemsjaI in the students"' or teachers .

.background, home life, or economic siitua-

. 132
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tion? (b) _in the 'personality of the stu-

dent or teacher? (c) in the,formal and

informal tuleS in the specific classroom?

Depending'on your answers, what needs to.
:- be:changed to resolvethese conflictif

Brainstorm alist of: (1) .other types of

*lisaprine-conflicts in the classroom;

- (2) theiother needs of teach4rs ana_stu-
-.

dents in these conflicts; and (3) other

ways to solve these conflicts in the class-
-

room without sending students to the front

office.

Appropriate social literacy activities to follow

the discipline gaie include vocabulary Wilding (Name

it),, discipline role play

*g discipline issues to

yalues,'and the demand of

If this game is played in

socfal Viteracy trebling,

analysis (Tame it), rela-

one's ideal self-image,

the clagsroom .(Claim its,

some context outside of_

you may wish to hand out

one or both of the following short articles: Peter,

J. Kuriloff, "The Counselor as Psychologist, Journal

of Personnel and Guidance, Vol. 51, No. 5 (January,

1973), 321-327; Alfred S.4Alschuler and Johi V. Shea,

"The Discipline Game: Playing Without Losers,"

Learning Magazine, (August- September,-1974), 80-86.

The Situat4on Manual

. The Classroom

1) The situation

The Student makes the following request to

the teacher: "The class is tired after lunch and

want3 to talk instead of work:"

..The outcome.

The teacher is aggravated and refuses the

request after lengthy explanations about the impor-
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tanie of learning the names of the seven continents
4

today. The teacher pays the studenttwo discipline

credits because the student succeeded in delaying

,
thee:lesson by five minutes.

1 // Basis, for 'negotiations

Negotiate a way to deal constructively with

both the lesson planAnd students' litigue.

ALThe situation f

-The student returns from the bathroom after

eight minutes, having promised to take.ne more

. - than three minutes.

The outcome

The teacher requires the student-to come in

after school to make up the five minutes andAlio

brings down the student's da grade. The teacher

gets five discipline credits from. the student.

Basis for negotiatipns

Returning late from the bathroom As a Ling

standing pattern. The teacher is always irritated:

Studelts are bored with class. Negotiate a solo-

lion that meets the students' and teacher's needs:

3) Read
e
tht appropriate response

Student; You are sent to the front office

for being in a fight in class. The assistant

principal says it ddesn'tmattetwho started it;

And suspends you for one day. (You:miss one turn

in the discipline game.) ' -

Teacher:. The front office has information that

your certification is not in order. Pay the prin-

cipal ten. discipline credits and fret piofusely.

4) The situation
.

The student calls the teacher * "feckleis

zebu" in clasi loud enough to belleard by others.

0
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4

TWoutcome . .

The teacher, lectures the student about proper

language and behavior, but takes no punitive action.

The teacher pays the student one discipline credit

for helping the class avoid the lesson on animal

anatomy without being punished.

Basis for negotiations

After class the student tells the teacher that

s/he puts them down with her lectures ,about "prop-
.

er behavior." The students feel that they can't

let their true felaings be known so they mutter

under their breath. Negotiate a mutually satis-

fying solution.
.

5) The situation

,The English teacher before your class has

lectured on the plcofound significance of silence.

in communications, The class arrives, sits down,

fold, their hands in unison and are completely

silent despite your efforts to communicate.

The outcome

The teacher is totally frustrated and punishes

the students with a pop quiz. The student pays,

the teacher four discipline credits.
.

Basis for negotiations

Establish communications without embarras

ment to the teacher or student, and find a mthuiT

agreeable solution to oppressive teacher-power

and oppressive student-power.

6) The situation,

A geography lesson is important for a state

exam but is boring to both the teacher and stu-

4.1 dents.

The outcome

About half the class talks and passes notes..

The student gets two discipline credits for con-
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trolling his/her attention.'

` Basis for negotiations

Negotiate a way to teach/learn the material'

- in a way that tinnteresiint to_both the teacher

and the student. .

7) The situation;
The following dialogue occurs between two .

sstudefitrr *

,".0

Student "Hey Stanley, I hear your brother

got suspended."

Stanley:' "Ya, man:"

Student: "That must make you feel good,cause

now you got clothesio wear." -

the teacher dislikes students putting each Other

sown in class.

The outcome

The' teacher breaks up the laughing and pays

the student two discipline credit's for catching '

the teacher's attention and delaying the class. .

Basis for negotiations

Negotiate at least one way to have more fun

in class ,that is satisfying to both the teacher

. and the student.

8) Read the appropriate response

Student:., Mr. Foureyes sends you to the front

office for grabbing a girl/boy. Pay the principal

ten discipline credits.

Teacher: You have sent more students to the

front office than anyone else. The principal

wants to know why. .Pay the principal ten disci-

pline cred,itse

9) The situation

It's late Friday afternoon in an English

class. A student gets up and begins to mock-wrestle
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. with another student.

-.The outcome

-The teacher immediately threatens to cancel
4-

a showing of the "least Tango In Paris".scheduled

for the sex education class the following Monday.

The class suddenly is passive and attentive.. The

student pays.the teacher two discipline credits.

Basis for negotiations

. The teacher stops the mock - fight.. Negotiate
0 . -

.a wa>, to meet student needs for contact, movement, ,

and attention in a constructive process of learning

the subject matter.

10) Thu situation.,

The teacher threatens an inattentive student

with having to do a* extra worksheet on ancient

Egyptian hieroglyphics.,

The outcome

The student-promises to pay attention and

then daydreams the rest of the class. The teacher

pays the student two discipline credits for main-,

taining control of his/her own attention..."

Basislor negotiations

Negotiate with the students a way to make

ancient Egyptian culture more interesting.

11) Read the appropriate response

Student: You are caught cutting science

class and sent to the front office. Pay the prin-

cipal ten discipline credits;

Teacher: You are called into the front offrte

and informed by the principal that you are NA"

allowed to wear denim pants to school. Pay the

principal 14 discipline credits.

1j74



11).The situation

A street siise student returns toclass after

a long term-suspension and wants a seat near his/

her best fiiend. The two students have been dif-

ficult to deal with in the past.,V
../he outcome

_ The teacher agrees tothe.request in order

to avoid an immediate confrontation only .to be

disrupted two minutes later by the pair who begiri

to sing the latest hit song. The teacher payg the

student three discipline credits because the teacher
- failed to establish a constructive collaborative

-

relationship.

Basis fdr negotiation

Negotiate an agreement that allows the Pair
. .

to sit'next to each other and leads to cooperation
.

with the teacher.

13) The situation

During a discussion in thi Classroom the

-teacher touche:, a student as s /he is emphasizing'

an_important area. The student yells immediately,

"Don't touch me."
7

The outcome

The les'son stops. The teacher is surprised,

embarrassed and apologizeg. The
t

teacher pays the

student fivo discipline credits for losihg face

in front of the class.

Basis for negotiations

The teacher and Atudent have different con-.

ceptions of what touching means. Negotiate'an

understanding about when, where, and under what

conditions °touching in class is permissible.,,

14),Read the appropriate response

Student: The teacher and student have had

.1:ti 138
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a loaargument in front of the, class. You are

now in the assistant piincipal's office. Pai.him/

hei fifteen discipline credits.
4 '.*

The Principal call4'you on the car-

pet because you are always late for school. _Pay

him/her fifteen. discipline credits.

51 The, situat ion .

The teacher is called from the.Classroom for,

aparent conference. A'substitute teacher, is sent ,

to coverlhe class. The students destroy the -

.

clfsiroom and 'reduce the substitute teacher to a .
warm puddle of tears.

The outcome

The teacher is angry and punishes several . .

studentS with detention. Even though you aie the

ringleader, you are not punished.. Collect six

dOcipline credits from the teacher.

Basis for negotiations
6

The regular teacher wants the clats to exer- '

cise some minimal self-control when s/he is out of

the'room. The class doesn't want the teacher to

be *called to parent conferences on their time..

Negotiate a.mutually agreeable solutionfo the

conflict.

16) The 'situation.

:rho toacberscreams at a student to turn around

and pay attention. The student says something

about the teacher's mother loud enough for some

other students to hear.

The 'outcome

The teacher sends the student to the frbni

effic6. The principal says that com9ents about

mothers arecout of place in school and suspends you

one day. Miss one turn in the game and pay the

-139
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teacher and principal sevendiscipline

credits each.

-:BasiS for negotiationi

'The students. want some time to talk and inter-

act:with their friends. They say that the.teacher.

- never lets them have,any free time. The teacher

wants full attention to the subject matter. Nego-

tiate ae:solution of this conflict.

11) The situation
. *

The PeA. repeatedly comes on and distracts .

everyone. Students are unable to solve half of

the.math problems, aSsigned to them.
,

he outcome

.' The distraction is a factor in causing the

''whole class problems on a test. All of the stu-

dentsand the teacher pay the principal, three --

discipline credits each.

Basis for negotiations

. Students want the teacher.torspeak to the

principal about the distractions, but the teacher

believes nothing can be done about this.'

18) Rea d the appropriate response

Student: You spill paint on the floor ifi

art class. Because of your past record you are .

accused of doingjt on purpose and are sent to the

front office. You are suspended one day. Miss

one round of the game and pay'the art teacher and

the principal three discipline credits each.

Teacher; Your reading class diirupted the o

classes on either side of you. The front office

wants' to know why. Pay the piincipal ten discipline-
.

,

credits.

'------ -. 19) The situation

Students. attempt to delay the start of class .

.... t
),
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by participating in a milling game around the

tea er. ,

The outcome

:The student is singled out by the teacher'

who asks if the student is "lost." ,Everyone in'

class laughs. The student pays each of the other

_student players and the, teacher one discipline

. credit each.

negotiations

Students don.'t like the _;pork in the class'.

They attempt to delay it by milling. Negotiate

'a way in which both teacher and student can win,

20) The situation

A-student.jumps uwwhen the student behind

dim /her sticks him /herewith a pin.

The outcome

The tekchergives the student detention. The

student pays 16 teacher tendiscipline credits.

Basls for amtiations

Students seem to get in trouble because they

'want attention. Negotiate a way-in which the-

teacher still covers the material and gives iadi-

Nidual attention to students.

21) The situation

A student tells the teacher s/he has a sore

° throat and is unable to recite in class.

The outcome.

The teacher believes the story. "Collect Imo

discipline credit from each of the other players'

. and,from the teacher.

Basis-for negotiations

Try_and find some ways in .Which the student

can-participate without oral work.
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22) The .situation

.The teacher lectures to the class for five

,ftinutAs about bringing.pencils and other necessary

materials.
-

The outcome' , A

The students prolong the discussion with

many "yes; but" arguments and delay the learning

time by fifteen minutes. The student-collects

three discipline credits from theteacher.

Basifor negotiations

The teacher wants students 'always to bring
.

materials to class. Students believe that the"

teacher should have materials such as penciiif

for students who occasionally- forget. Negotiate_-

a solution that iamutually agreeable.
. .

'2i) Read the appropriate. response _

Student: The teacher, principal; and gilidince

counselor say your records indicate .you are a

trdUblemaker. 'You are assigned to the remedial'

classroom. Pas the teacher andiprincipal.three-'
_

discipline credits each.

Teacher: You have been assigned by the prin-

cipif to teach this remedial classroom for 'one ,

day. Miss one turn.

24), Read the appropriate response a

Student: You emitted.loud noxious vapors

from both ends simultaneously. The teacher sends

you to the front office where you get a.ten minute':

lecture on chewing your food. Pay the 'principal

eight discipline credits and collect five diltipline

edits from the.teacher for successfully getting

t

.ou edull class.

Teacher! The principal.finds that you are it:

.

having a smoke in the teacheri' room while Your .e,i4Ait

R..
.. .7,

.

*I.
.."11
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anis does "busy'' work. Pay five discipline

credits to the principal.

.
. -

.-. ,

-\ .2S) The situation .

__

.
.

,

.

A studentis.thirsty and wants, to go-to the

waterfountairf in.the'hill. The teacher refuses
. .

a

The outcome ..

The teacher refuses Permission. The student.

gets Jdad and refuse's to work. The teacher keeps

the stuaent after school. Pay the teacher five:

discipline credits.

Basis for oogotiatiotii.

The students want to be able to

of wax or go to their lockeralwhen.

Negotiate a solution to this chronic

26) The' situation

get a drink

they need to,

problem..

A.stuaent places a comic book behind vlextr .

boolk and 'reads it during class.

The outcome_

The Student is able to read the comic and

put,one over on the teacher. Collect two disci-

pline,credits from the teacher, e

'Basis for negotiations

Student's would like`ar the teacher to talk

about things that interest them. Negotiate some'

-

4 ways that the teacher can still cover the subject

and,let the students learn about some things that

are important to them.

.!..24-The-vituition

The entire class' coughs at the same time to.

'get. the teacher.

-'
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The outcome

The-teacher heard you talking about coughing

at.thisametise. The teacher,` assumes you are :
the leader and gives you detep,4;124,24...de prin

Cipal 'saran disciplifie credits.

Resit 'for negotiations,

Student's-feel the teacher is,toe,tough and

doesn't let themparticipate°4n ny decisions .
about how the class is to be run. The teacher .

baliayess/he is doing what s/he spaid to do. e'

Negotiate a mutually agreeable so ution..

28) Read the appropriate response

.-" Studeht: You refuse to s op dancing in class.

,`The teacher lend4 you to the_f nt office.

i°

The
.

principal dismisses you for on der, which is what

you wanted_from the start. Collect four disciplini

credits fromithe teacher four from the principal; _

aad.miss one turn in the game. ,

Teacher: You are called to the frontdffice. f-

The. principal orders you to stop playing hooky front

teachers' meetings. Pay the principal eight dis-.

cipline credits.

29) The situatin

The student. spends the entire class period

combilig.hair. cleaning nails` and teeth.

The outcome _

. . The teacher notices'this grooming but says

and does nothing. Collect one discipline credit

t.from the teacher for being allowed to do your thing.

C.-4Rasis for negotiations .

The teacher says that even though this is a

-,personal hygiene class, theory must precede prac-

tice and asks tie student to reaa'about the causes

of tooth decay. The student says s/he already

149
144 o



,knows,about "that stuff." Negotiate a mutually,

,'agreeable ft?solutton to the conflict.

30) The situation .-

The teacheryatches the student passing a
Al

note to a friend, The 'note says., "look, the teach- .r,
- ,

er4i underpants, ar showifig."._ - _

The outcome .
"

\O teacher.re i the note substituting "your" '

foi"the teacher." C llect three disciplines

.credits from the teach r for successfully inter -

ruptfng a deadly lesson\ but pay each of the other

flayeYs gne discipline cf

s

edit for being embarrassed. ,

Ba for negotiat4J

. The student_ wants to be able to talk with

other studenfs occasionall during class, The

.,teacher wants to maintain cirtrol and att en ion.
' to the'lesson. Negotiate an agreeable comp omise.

o

..

31? The situation

. A student does,a Lenny Bruce rout4ne and cant

'the feather's attempts to stop the ict "police
. .

I.'
-.oppression."' : \ ,

The odtcome
2 .

,The.teacher sends "Lenny' te the .front office

"jail." The incident, heweVer, leaves 4fie teacher

drdined Of energy and angry. No discipline credits
. ,

. ' change harids. ' .t
-. , ,r ,

. Basis for negotiations.

. 1 = Thi student believes that the teacher's start-

f, ' .darlds of obsenity are victorian and that thelrue

Pobsenity" is the absence of sex in any of t o.

textbooks. Th,e teacher feels that this topic

should be depelt with elsewhere, not :11, mathematics

___

.
class. Tr' to resolve the issues in a mutually.

. acceptable way. . -
t\ .....t
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32) The situation

, .A student falls asleep during clans.:

-The outcome

The teacher makes, the student stay aft;r IS\
. . e. ..

school fcr 40 minutes despite the stude t's_ptc-
1,

test that a family crises kept him/het wa1 ail

.night. The student pays the teacher fo r di
\

ci-

'pline credits.

Basis for negotiations

The student's family problems inter ere with

learning in the classroom. The teacher eiieVes\

s/he can or should do nothing about the student's\
1

1

. home ltfe as this is not the teacher's responsi-

_bility. ragOtiate a mutually.acceptablelcourse

,of action.

33) The situation

The teacher catchesk student passing a reefer

:to a friend in class.

The student is sent to

The outcome

thelfront office and

suspcided for the duration of the year. However,

the student makes 4300 selling dope to classmateS

after school. The principal pays the student 25

discipline credits for effectively coritrolling

his/her own attention and for the schoo's failure

to provide sufficiently relevant, attractive sub- ;

-ject matter.

Basis for negotiations

The student says that if the teacheii. lends

k him/her to the front office a long term suspension

will result and the student will deal in:drbgs on

the street. If the subject matter were more rele-

. vantandattractivethestudentwouldn.q:be risking

a suspension by- passing pot in lass. The teacher

considers this an irrelevant argni..nt and attempt

i46
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to avoi taking personal responsibility. Attempt
.

to resolve this cunflict of viewpoints..

34) The situation ,.
,

Students keep getting ,up out of their teats.

',When the teacher finally threatens to send several
.

'.studentl to the front Office, one student quotes

. .
the folioWing passage ifroia the Declaration of

1

Independence:, "Goveri7ments are instituted among

,men, deriving their Ast powers from the consent

of the governed." F /Ether, the student says that

the teacher is King George and the class is tyran?

nized. ,

/ The outcome

The teacher asperts that"students are minors

without these righ s and until the teachers are

I
overthrown, the cu rent rules will remain.. The

' student pays the eacher four discipline credits

for allowing thei attendanceto be controlled

unilaterally.

Basis for*negotiations '
!

,

The teacher' and student get into an argument

----ibodt- constitutional law and classroom control.

Try to resolve this debate.

35) The'situatlon

A Student refuses to work in class.
% ..,

The,outcome °

The teacher or manages to make the student look

silly in frol of the class. The student lihisf

pay each of qhe other student players one disci-

:\plino credit each.

Basis r no otiations

The st ontlwkn't work because the teacher

treats stud its 1"'ke babies. Can you work out

the problem?'



\, 36) Read the appApriate response_

:Student: You are suspended for one day for

rhrowing,a rancid piece of meat back over the caf-

eteria counter.' Miis onestuyn.

Teacher; You call in sick, ,but really need

day to do Christmas shopping. The principal

. out and docks you one day's pay. Pay the

- principal 20 discipline credits. . .

0

37).The situation

A student sitting near the teacher's desk

as puniOment for a recent classroom crime asks -

the. teacher to let him/her sit in the back where

there is more room to spread out the work.

The outcome ,

The teacher dgrees and the student woks hard,,

The principal pays three discipline credits. to the.

teacher and to the student.

Basis for negotiations

The teacher is afraid that the student will t.

be disruEtimagain. The student is quite sin

cerely trying to work. Establish trust."

\

. 38) ilib.,situ.ation \

The classarrivq'angry because the;previou1,

period ma:; teacher gave them a snap quiz: They 1,, Vi;

complain angray to the teacher and won't get. -I.+ t.

down to work.* A
. )

The outcome

The teacher tries to be sympathe ic and lis- 1;

tens forfive minutes. Because of los learning

time, the teacher pays the student five iscipline

credits for effectively shifting the conte t of -

the class's discussion.
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Basis for negotiations

'..'.. The students do not want any snap quizzes

in the 'teacher's class. The teacher believes this

is the best way to insure that students will keep

up on their homework. Negotiate a mutually accept-

able solution.

39) The situation

Fire drill! The principal pays all students

and the teacher ten discipline credits for alloshng

them time to manage their own attention, (No nego- .

tiotions.)
.

i
40) The .situation

.
The student pulls out a knife.

The outcome

The teacher sends the student to the front
.

office where the principal discovers that the stu-

dent has been intimidated by a gang of students.

The principal takes decisive action to control

the explosive situation and pays the student five

discipline credits ter helping to defuse the Prob-

lem.

Basis for negotiations

. The studeni. claims the knife is for self .

defense against the gang that is out to get the

student. The teacher halt believes the story but ,

knOws the school's policy that anyone caught with

a weapon is automatically siiSpended. Negotiate.

a
4.,

solution to the teacher's ambivalence.
0 I

;
.

13..HaZafdQ and Hassles i ) .

L. Student: Before school ybu find out that

your worst teacher is absent. move

aheadtwo spaces.
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,Teacher: Before school you_find out that
.

the kid who give's you the most

trouble is out for tbo day. Move

-aead;two sOaces.
.

2. Student: Ydu run to the cafeteria, don't jet-

caught, and get lit eront of the

%line. Move ahead two spaces.
.

Teacher: You go to the,teachers' room and

find -that the principal has bought:

donuts f9r'the faculty., clove ahead

one space.

3. Student: You forget your book and are able

to sleaze the teacher into letting
.

you into class. Move ahead two

spaces.
.

Teacher: You drop some papers in the hall

and some students help you gather

them up. ;Move ahead two spaces:

4. Student: There is name calling on the bus..

and you don't get involved. Move

ahead onspace.

Teacher: You hear about a.,fight on one of

the buses but you are not on bus

duty. ,Move ahead one space.

5. Student: You forgot to lodk your locker but

find that you haven't been ripped

off. Move ahead one space. .: .

Teacher,: Your Union Representative tells you

that,the pay increase for next year

. is a good possibility. Move -ahead
T.

i 1 lele space.

6. Sulfent ,You. slip on the stairs and sprain

,atind your ankle. You are out for one

Teacher: day. Go back five spaces.
k 1

a
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. Stude#t: You have to go back to yoisx, locker
-

but still get to your class on time.
.

1' MoVe ahead one space..

Teacher: There are no incidents or fights

while you are in the hallo: Move

ahead one space. -

S. Student: You are.given a compliment on your

clothes by one of your friends.
1.

Move ahead,two spaces.
. .

Teacher: The principal tells you he is pleased

with your prolessioml appearance.

Move ahead three. spires.

9. Student: The teacher stops you in the hall

to tell you.that you work is really-

fine. Move ahead three spaces.

.Teacher: The principal tens you thitoschoOl

will be dismissed early. Move

- ahead one space.

10. Student: 'You are able to con the3secretary

in the office into giving you a

tardy pass. Move ahead two spaces.

Teacher: You find thai there is no teachers,

meeting,after school and that you

can go right home. Molve ahead two

spaces.

"il. Student: You get caught shootIg spitballs

in assembly. Move back three spaces..

Teacher: You have to break up'a fight in the

cafeteria. Move back three spaces."

12. Student; You and a friend are able to get

into class without a tardy pass.,

Move ahead oneypace.

Teacher: Your car won't start but you get

to school on time with another

teacher. Move ahead one space.

.

is'
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13. Student:. You were able to talk toyour friends

about the party on Fridiy night

and still get to class. 3n-time.

MdVe ahead one space.

Teacher: You were able to get a smoke'in the.,

teachers' room without a hassle,

then you get back to class. Move

ahead two spaces.

14. Student: Someone pushes yoU on the stairs.

You threaten their'anatomy and get---

away with it. Move ahead-taro spacei.,

Teacher: Your students want you to sponsor

a new club-they are starting. Move

ahead two spaces.

1S. Student: You.ge to the lunchroom and for a

change trey have good food. Move

-ahead one space.

Teacher: You have lunchricom duty and are

able to get through the period.with;.

out trouble. Move-ahead'one

16. Student: Someone starts throwing foci(' in the -.

cafeteria. You don't get hit

Move ahead two spaces.
,

Teacher: You hear that there was a food riot

atsecond lunch, and are thankful

you weren't on lunch duty. Move

ahead two spaces.

17. Student: You were able to avoid the school.

"borrower" who wants a loan for

lunch money. Move ahead one space.

Teacher: The principal passes you in the

hall and compliments you on your .

fine teaching job. Move'ahead.one

space.

18,. Student: While strolling through the hall

you see a new "chick" or "cool dude"

44 152
4 1.1

j. *



so fine thatyeu'almost free out.

Move ahead one Space.

Teacher: , Your supervisor stops you in the

hall to tell you that he won' be

able to visit you today. Movl

ahead one space. :

.19.-Student: "You .were able-to catch a smokein

the bathroom without getting caught.

Move:ahead two spaces.

. 'Teacher: You were able to .mark- all diet st

papers during your free period

you can go to a movie tonight,

Move ahead one space.

20. Student: You were caught walking through tie

hall while the Pledge of Allegian

was playing over the P.A. _Move

back two spaCes.

Teacher: The Board of Education is withheld'

your check for some unknown reason-

Move-back four spaCeS. :

21. Student. You were caught wandering through,

the halls during a class without 7(

a pass; Move back three spaces.

Teacher: You forget, to set your alarm clock

and oversleep, The principarcalli \.

you out for being late again. Move

back two spaces. . .

22. Student: You forget your 'lunch-money and on

youi teacher into giving you some

money. Move ahead two space's. I,

Teacher: The principal puts you dawn for

talking to another teacher while

on hall duty. Move back one Space.,

23. Student: You find out that a person you've

been wantinglkto go out with really

like:: you. Move ahead,three spaces.

.1.53
1
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Teacher: You are able tcispend your free .4_

period in the teachers' room without

getting into any arguments. Move

ahead three spaces.

,24-Student: Your teacher praises you for your

excellent behavior on the class

trip. Move ahead three spaces.

Teacher f You get through your class trip

without any hassles. The kids are

good, the buses don't break down,,

etc. Move ahead three spaces.
.

C. Guidance..

1. Student; You have been called to Guidance
.

because of-your truancy record.

You are nearly expelled as a punish-. ,

mentii Pay the principal one dis-

cipline credit..

Teacher: Why haven't you turned in your

Frack form ISO? Pay the principal

two discipline- credits:

2. Student: You are called to Guidance because

of tardiness-and have ,

periods to see the counselor. Miss

one turn and pay the principal five

discipline credits.

Teacher: Your last 49 attendance reports. are

obviously a figment of your imagi-

nation. Pay the principal four

discipline credits.'

3. Student: You have been called in to see if

you want to participate in an accel-

erated program. Collect .two dis-

cipline credits from the principal.
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Teacher; You are given only top sections to

teach. Collect twe discipline cred-
,

Its from !the principal.

4. Student: Guidance wants you to go to the

learning disabilities classroom.

Miss one turn.

Teacher: Guidance office wants to,know why

your student records aren't up-to-

date. Pay fhe principal three dis--

5. Student:: If your grades don't improve you

willnave to repeat the grade. Pay.

the 'principal three discipline crefl-

- Teacher: Why haven't your Phflug forms 245

S

beeturned in yet? Pay the prin-

cipal three discipline credits.

6. Student: Your records indicate that.you are

eligible -to be promoted tolahigher

track. Collidct ten discipline

credits from the principal.

Teacher: An assignment to a curriculum writing

team has come through. Collecihrle

discipline credits from the grin=

cipal.

7. Student: Congratulations. A teacher poll

has shown you to be the biggest

goody-gOody in school. Collect

five discipline credits from the ,

principal.

Teacher:. You are now on the Guidance lilt

and may lie promoted. Collect P.ve

discipline credits from the

--. pal.

'Student: Guidance wants td put you in a lower
,

track. -Yid, aren't smart enough to
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be in an academic section. Pay

five discipline_ credit to the

1 p , principal.'
_ .

Teacher: Why haven't you recorliqd hese state-".-
.16 -wide test scores on the st dents-,
;

A kr

records? Pay two disciPlin credits.

to the principal.
.

9. Student: Your record card indicates th t you

made the honor role. Collect va

discipline credits from. the pri i-,

.1)111.
-4- .__... A

Teacher: Guidance compliments you 'because
41

your records are so_ perfect. Colle

two'cliscipline credits from the

principal.

.,,

D. Sohool Grounds

Student: ROLL ONE DIE

-- Somebody rips off your lunch
,

. money.

2- 5 - -You get, to and from school

without a hassle. -

6--Congratulations. You've met

. a cute boy/girl.

:reacher: ROLL ONE DIE

1--Your class'runs out of school to

a game. The principal chews you

out, but doe4h't penalize yeti.

2-5--You take a walk in the sun

after lunch.

6-7A former student thanks you for

help.

rt

.

E. Bathroom

Student,: ROLL ONE DIE'
. __._

.

.1--You are caught smoking and are

.
__ _.

_.._ ...,

.
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JA
suspended one day. Pay the prin-

.

cipal five discipline credits.

2-S--ln and out with no hassles.
*

No points.

--You are able to have a Smoke

and not get caught. Collect two

discipline credits from the prin-

L cipal.

Teacher: OLL ONE DIE

--You see a student smoking and

turn him/her in.

-5- -You are.pn bathroom coverage

but encounter no problems.

--You get relieved from bathroom

covdrage and have a free period.

Collect five discipline credits

from the principal.

: .

.Cafeteria

Student: OLL ONE DIE

--You are in a fight and have to ,

'spend two periods in the front

office. Miss one,turn inthe

2-S--You are able to eat withouta

1

problem.

6r-You find a dollar under your

footwhen you sit down to eat.

Fliove-ahead one spAce'.

Teacher: RILL ONE,DIE

11-You -hadtto stop a fight and-your

glasses were broken.

talklappily with students.

t

.,-1,1nother.teacher gives you t. user'

'ful idea for your next day's

lesson Move ahead .one_space.

0
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. APPENDIX ,

IrApIANISTIC EDUCATION?
. , .

James Rayment*
,

. Fel' -the.itUd4nt-:

.-
. .

.:....

:1. The student is helped to.assume more respon-
.

.-

- , sibility for
:

his/her behavior.

2. Students are eiveit the freedom to make their

.qwwchoices and thui develop their, own 440-
r

i.,Aion makingl.ikills. .. -

" .

. 3. 'Students are,in.a ften-theatening enviton. ment.
... .

-Full attention can be given to the ''subj'ect

Matter, not maintainingone's defensiVe image:
.

. Humanistic education cart improve one's aelf-
-

c.oncept and thus one's ability n,school.

For the teacher- -

-..
. .. . _

1. It *Ices the strain of discipline-6Wthe'

teacher, thus, making the job'easier.

2. It giVes the teacher more time and energy

to teach Aiding the-sciool day. ,

3. It gives the teacher a sense Of accomplishment
A

knqping that he is teaching subject matter

as well as he ping the student become a bet-

.ter person./ P .
.

4. Humanistic classrooms area relaxing place 1
1

to ,work..

*-James Rayment i teaChvr at Inkster High School,.
knkster,-Michigan
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Some steps to. bring about a human stir, clabsioom.

' .1. Assessing classroom climate.

. 20 Sell-Rating questions for Teachers- -

Begin by looking at your behaviors.

{Attachment A)

20 Survey Questions for Students Do

^....

your students agree with your percep-

, . tions pf Your behavior? (Attachment B)

t/
Students Perception of Classroom.

ClimateCan your classroom climate be
--improved? {Attachment C)

2. How to start -- trust building activities.

. Non-criticalyers1 Responses - -Try

usinl these esponses in your class-

room-. (Att4hment b)

30 Clarifying ResporTs7-Try asking

some of these queStions-insteadio!

giving advice to your students.

{Attachment E)

Active Listening (by Thomas GOrdon)--

Teachers have more chances than

couaselors to help students. Active

listening can be used toelp students

understand and find solutions to their

problems. (Attachment F)

Building Positive Self-ConceptsYoU
f

may wish to try this approach to (His-

cipline instead-of a more traditional

method. (Attachment G)
K. Where to go from here--the sky is the limit.

Values Clarification' in Subject Matter --

Sidney Simon, Merrill Harmon, Howard

Kirichenbium.

Moral DliemmasLawrenCe Kot;lberg..

PeoACounselingDon and Mimi Sruels.

Clastroom GlaSler.
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Attachment,"
/

.

.11

Student Service eenter
, Twent S lf-Rating Questions for Teachers"

Answer"yes ..r 'no";

/,...

II.1l....

1
.

.

Do Iireally care and let my students know?

Do.Iireally-listen to my students and hear

what they say? r
Am 1. there when my students need meafter-

clas , after school, at hode by the telephone?
..,,

Do s udents bring their pe sonal problems

to m ?_

Am I there to make each s udent feel impor-

tant; rather than just to make myself feel

powerful?

Can I tell when a studen is "up tight" and

yes ondto his feeling?

. , °Do I know my subject ma ter well enough to

. wel ome all questions w class?

Do get students to t ink instead of merely

par oting back what I aft?

I
Is

in

her.: an orderly climate

y classroom?

for learning-
Do emphasize learni g more than discipline?

-- Do spend time with be slow learners"who

yea

by

Do I

goin

Do all my students parti

fly need it, rathe than "copping out"

oncentrating on jut the bright ones?

keep my students Tom getting bored or

to sleep ip my cl ss?

cipate?

Do-I work my students an myself hard enough

so w both end the year th a sense of

acco plish!sent rather tha merely a feeli g

of relief ?.
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bo 1 grade on learning, rather than on a

like-dislike basis?

'an I admit my own mistakes openly?

Wvone of my students disagree with me and :

prove me wrong and we can still be friends?

Do students learn from my tests, instead of

merely memorizing and then forgetting?

Would my students have characterized me on

YOUTHPOLL as their best teacher?

fr

O
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t . Student Service Center

Twehti Surrey Questions for Students
.

Answer "yes"\or "no:"

Does the teacher really care and let the

students know?

Does the teacher listen to the students

and hear what they say?

Is the teacher there when the students

need him, after school, at home by th -

telephone?

Can I take my personal problems to th

, teacher?

Can the teacher tell when a student is

"up tight" and respond to his feel.ngs?

Does the teacher know the subject matter

well enough to welcome all questions in class?

AttaChment B.-

,101

Does the teacher emphasize learning more

than discipline?

Does the teacher spend time with the slow

learners who really need it, rather than

"Copping out" by concentrating on just the

.bright ones?

Does the teacher keep the students from

..01.11=1,11

0

V

getting bored or going to sleep in his

class?

Do all' students participate?

Does the teacher grade on learning, rather

than on a like-dislike basis?

Can the teacher admit his own mfstakes openly?

Does the teacher remain friends with students

who agree with him or prove him wrong?

Do you learn from the tests, instead of

merely mememizing and then forgetting?
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'Attachment C

.

Student's Perception of Classroom Climate

1. Do students in this class argue a fet?

2. Do you know most of your classmates very well?

3. Do you always know what you are supposed to do -

in this class?
,.

41, Are the things you are interested in the same
.

as the things your classmates are interested in?

3: Do you do many different things in class?

6. Do you feel good about being a member, o( this

class?
I..

7. Do you andyour classmates all have an equal

chance of saying things in class?

8. Is sOmeone telling you what to do in class most

of the time?

9. Are there times when'you.have nothing to do in

tlass?.

.1

10. Do you feel like you belong in this class?

11. Do you think that you and your teacher believe

in the same kinds of things?

12. Are certain people in this class given certain

1 jobs to do all the time? ..;

13. Does the-teacher treat eveyone in class the

same?

14. Are there many rules in this class?

13. Apre you allowed to say what you want in class? °

16. Do students in this class treat each other the

same?

\
.
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AttaChment D

Examples of Verbal Responses

Critical

(Attacking) .

1. Why do you say this?

- .
Non-kai% tical

(Clarifying)

This is an interesting idea.

I wonder what would be some

good reasons for holding:

this view? - %

2. Can you back your OK. Fine. Now what kinds

idea with facts? of facts could someone use

, who wanted to develop Viand

expand this basic point?
. ..r.-

3. Now stop and think. You have an interesting idea

What did, we say yes- here. Let's see in what

terday, about this? ways thii can fAt'in with

some of the informition we

accumulated yesterday.

This might work. Let's
.

explore it some more. Sup-

pose someone said...how

would yoi answer them?

.

' 4. No. I don't think

that would fit be:-.

cause....

, S. This.wouldn't work,

I'm afraid. Can you

see why?

6. Can anyone see what's

wrong with this idea

(an obviously incor-

rect or trivial idea?
.

.
167

OK, let's develop Mary's

idea a little more. What

would be some good points

and bad points about this?
...,

Good. Let's record this.

(Writes on blackboard)

What other possibilities

are there?

170
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.

7. What things are wrong This seems like a good

with this, class?, .suggestion. -Are theie..

any others we can add?

. 8. Why do you feel that

way? .

eA

4

e

t

I certainly can see why

, you would feel this way. .

. or Yei, I've felt that.way
. -

also.

ts

168

it

.

4

e



Attachment E

Thirty Clarifying Responses'

.

1., Is this.something that you prize?

2. Are you g'ad'about that?

3. How did you feel when that happened?

4. Did you consider any alternatives?

S. Have.you felt this way for a Ions time?

6. Was that something th.t you yourself selected

or.chose?.

-7. Did you have'to choose that; was it a free

choice?

Did you.do anything about that idea?

9. Can you give me some examples of that idea?

10. What do you mean by C..n you define that

word? ...

. 1I. Where would that idea lead; what would be its

conseqUences?

12.. Wouritjou really do that or are you just talking?

13. Areyou saying. that.... (repeat the statement)?

14. Did you say that :.. (repeat in some distortd

way)?

15. Have you thought much about that idea (or behav-

ior)?

16. What are some good things about that notion?

17, 4.Whaf do we have to assume for things to work out

that way?

18. Is what you express consistent with... (note

something else the person said or aid that may

point to an inconsistency)? , -

19. ,What other possibilities are there?

20. Is that a personal preference or do,you think

most people should believe that?

21. How can I help you do something about your idea?

. 22. Is there a purpose back of this activity?

169
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23. . Is that very important to you?

24. -Do-you do this often?

23._ Would you like to tell othersabout your idea?

26. Dp.you have any reasons for saying Cor.d6ing)

that? .

27. ":Would you do the nogg thing over again?

28.. Howdo you know it's right?

29. Do you value that? .

30. . Do you think people will always belieye that?

These resvonses are based on the followin2 Seven

Valuing Criteria:2

ChoosIng frok alternatives.
---

4ge.
2, Chooiing after careful consideration of the

consequences of each alternative.

3. Choosing freely,

-1 4. Prizing; being glad of. one's choice.

S. Prizing, being" willing to publicly aEprm one's

choice
a

6, Acting upon one's choice, incorporating choices t"

into behavior.

7. Acting upon one's choice repeatedly, over time,

OP

'Notes a 7...

' 'Louis E. Itaehs, Merrill Harmin, and. Sidney
Simon, Values and Teaching (Columbus, Ohio:, Charles Et
Merrill-Fo51771-nc., 1966).

2Ibid.
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Attachment F'

ctive Listening-

-instructions: Discuss + and - response to, be sure

+ Response:

you understand them.

.+ Responses are accepting, understand-

-ing responses.. They are nonevalua-o

tive, non-blaming, non-judgmental.

They say to the speaker, "I value
. I'

you; want to listen to kolgA wept

to understand what you aie-saying and

how you are feeling." TheArresponses.
.4

assure that the 6eakeriand"listener

are understanding each other.-

+3 `Reflection: This response is one which focuses on

the speaker's feelings: How he is

feeling at, the moment; the way he

'feel's. The listener shares hat he

feels ltstenipg to the speaker; how

he would feel in the speaker's place.
.

0

+2 Restatement: This response focuses on the content

of tale speikers message. The listener

restates in his own words what he .

hears the speaker saying,

+1 Question: This is designed to (1) proiride the

listener tith more + data;.(2) expand

the perspective of the spiaker.

Caution: A question can-be a statement

of advice, or attack, or denial.

Advice Giying: Too often the listener feels compelled

to give advice and solVe the speaker's

problems before the real-problem or

concern is presented. Frequently the:
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initially presented 'concern is not
-the real condom. Listen actively
before suggesting solutions.

Itespsaises: - Rem:inset are evalukati.vt, blaming,
judgaientaI responsel. They put the. ..;
Ye rsert down deny him 4§. a person
with feelings And concerns . They
'convey to. the person that he is not
of enough worth or value to you. to .
spend time frying to understanid him".. .

-I Joke: This response makes light of the
i.speaker's concern. Often` it reflects

the listener's anxiousness or disc4in--
fort. It can say to the speakeri,
"You are npt worthy enough-4i me, -'
to take seriously."

This response is evaluatiVe,judr, s.-
mental, and blaming: It focuses 6147,,
the person} and puts him down. It
says : "You are at fault. and to blame;
you are bad."

This response denies the speaker his
feelings: The listener tells the
speaker not_ioyont or not to feel
the way. he is feeling. It may say
to the speaker: "There is some--,
thing wrong with you for feeling the
way you do. 1 don't want ,to" take
the time to listen to you."t
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attachment G
A s

A More Humanistic Approach to Discipline*

e

. 44, Z..* i . .. c *

Donald Felker, author of Building Positive 'elf-

Concepts (104), lists seven steps toward humanistic
. _

.
1.

,

Attend the student behavior. "WhatV Aid you

.
: do?" might.be a good question to ask. It"

might be nces4sary to repeat the question

'Until the student can describhis behavior.

l . .

Behavior should be focused upoi, notmoti-
....4

vation.

2. Encourage the student'to assess his behavior

in terms of its helpfulness to himself or

others. "Was your behavjor'helpful to you

or others? .How was it helpful'?"ti
3: Encourage the student to develop an alter-

, .
native plan for governing his behavior..

""What could you have done that "might have,

--teen

4. Have the student sign a statement about . -

his, plan. The student must begin to assume

some responsibility f6r his behavior.

S. At the end of the time period inithe contract,

have the student assess his performance.

6: Provide positive reinforcement tor those

erects of the student's _performance which

were successful. look for success and'do not

'measure behavior by a standard. Any progress

' is good.

*Summarkzed from an article in he fall issue of

"The Affective Education," by Kenneth E. Cpgswell:
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I. : . . ... --
a-

,- i,

Encourage the student to mike positiv

statements about his Ttogress .._

. .
; :

.

.

Felker give s. additional hifitst
...

. 2 '

Don't try it first on the crass *troy.

., Avoid punishment. .

' 'Do not accept excuses.

...../// t
,...

A ;.

0,
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