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OE/HEW 305-75-0001. The opinions é&xpressed
herein, however, dJdo not gpecessarily reflect the
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PREFACE
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The Program for Educational Opportunity is a’
university-based institute designhed to assist '
school.districts in the process of desegregation
.based om .race, national or1g1n, and sex. The Pro-
gram, based at The University of Michigan, was -
established by the U.5. Qffice of Education .
pursnant, to Title IV of the 1964 Civil R1ghts Act.
. Be51des providing in-district gservices on

ﬁarge to public schools in
~_Michigan, "the Program annually conducts a series
of conferences. .

Several COnferences were held during the
Winter and Spring of 1976-77 covering topics of
critical importance to school board members,
administrators$, teaéhers, students, and community.
Papers. from these conferences are incorporated into
several sets of proceedings, this one among them.

-To the consultants from professional associa- ’
t1ons, ‘governmental agencies, university com-
munities-—and- pmac-mcang_educators -and -attorneys, —
the Pxrogram expresses- its appreciation for their
sharing of experience and dedication to the
proposition of equal educational oppbrtunity.

Special appreciatiop is due Wilbur J. Cohen,,
Dean of the School of Education, for his contznu1ng
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, , E

-CONFERENCE COORDINATOR :
. -Lois*B. Hart
. { TRANSCRIPTION AND TYPING:
| Eileea Holz and Tramell Ridgell
COVER DESIGN: ' -

The Unive
Office
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" Charles Moody, &

» > -

. The concept of multlculturar‘currlculum may be -
* . suffering a fatg §amilhr to that 0f som& othér move--\é,
‘ments of " the 19605 qard ear&y 19705. That 15, a . I ;:
seeming withdrawal from them by a large segment of
~¢he educatloqal commqnltf? N T
-The move away from mai:}éuitural educatiqq !
_seems td\be foﬂ"ﬂed on, the back-to- the-basics move- o
ment. This mgvement is artlculated far too often
.. -through thé m15percept1on that basics cannot be 2
%aught hlth multiculturally oriented currlcular . o
. materials. In an attempt to a651s£,slementary and )
secondary school personne] to s‘accept dlversity,

L

- whether based on race, sex, or national orlgln, as o
= a strength and as, a v1ab1q 1ncl£sion in instruc- ' Y,
" tional processes and materlaisk PEO held a Series of
cgnferen s and workshops on the toplc. . -
Ihdﬁiapera included in these proceedings deal
with some theoretical as Well as seome practichi .
discussidns of mu’tlculturalism, racism, and sexlsm
- in curwiculum and instruction, . .
] Abe Citron's articla discusses’ multiculturalism - E
¢ as an education for Americans. He prov1des a com-
. prehensive definition.of mu1t1cu1tura115m and givEs
a note on ifs soc1a1 origin, Citron presents the
p011t1cs of multlculturallsm, as well as some steps,

.

»

needeq to move from monocul tural education to multi-
cultural education. L .

. . =
o f ¥ . -
.

*Charles D, Moody, gr. is the Director of the ! ‘;
Program for Educational Opportunity in Ann Ardor,

¢ Michigan. . I S
L] P “ " '
s 4 : . # ) .
. . . ix" - -
) O . o " - " nva-
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- The major,premise of confluent education
T . is that every meaningful learning
T " experiencs conta an affective (emotion.
- _* . al) as well as ognitive (mental) -_
b ’ component. Each is seen as an integral
L . part of the learniag process.s Confluent
’ edocation seeks to take advantagé of the
e T . © affective component already present
. (either in subject matfer ‘or student) ’
: and incorpdrate ¢it ifito the curriculum.
R .. - In many respects, confluent educa-
- .o tion is noth:ng new; it is simply what.
.- good teachers have beemr doing for years.
. ~ . . What'may-be new or different is that .the :
i‘, . : inclusion of the affective component doe{
T " not happen by chance. The affective ¥ .,
' component is intfentionally 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 Educat1ona1 0pportun1ty
e sponsored a' conference, "Humanlstlc Educat1on in’
Desegregated Schools ." The papers contained in
_these prgceed1ngs vere glven dur1ng that conference
. The .papers .address a varlety of issues in humanistic
‘edu@atxon. Some of.the per are }heoret1ca1 an)
ph1losoph1ca1, while othe®s cofitain very practical
"+ .7!  how-to 1deas. . .~ -
N These proceed1ngs are d}v1ded 1nto fouz maJor
sections: . > *
* "-1. the Role of Teachers and Adm1n1strators
et - %1n-ﬂ%man1st1c Education “ .
: .. 11.1Cross Cultdral Communications: ..

L] . P
L}

- . o A Means to Human1st1c Desegregatfbn

o I1L Implemeng1ng.ﬁuman1st1c Educafxon in: :
RN : o " the Desegregated Classroom
¢yhy Humanxstxa Education? . . I

i v SRR ’ - g .
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1. THE ROLE OF TEACHERS AND ADMINISTRATORS

IN HUMANISTIC EDUCATION
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‘the Univer51ty of Cal1forn1a, Santa Barbara,
) confluent education is the 1ntent1onal merger of

. {mental) ,component.

L)

. CONFLUENT EDUCATION AND ' -
THE MIDDLE SCHOOL CURRICULUM

Dennis Patani;zek* :

The{current movement to "humanize” classrooms

has :agéﬁ many forms which share the goal of
encouraging students to participate more fully in

all aspects of school life. -One such attempt takes -
the-name of "confluent education.? Developed at

cogn1t1vesand affective components of learning
and teaching. It is, simply stated, the merger of
thoughts and feelings in the classroom.

The majqr prenise of confluent education is
that every mean1ngful learning experience contains
an affective (emot1on£l) as well as a cognitive
Each is seen Aas an integral
part of the learn1ng process M_Confluent educat1on
seeks to take adVantage of the affect1ve compenent
already present (either in subject matter or
student) and incorporate it 1nro the curr1cu1um.'“ "

in many respects, conflueut education is
nothipg new; it is 51mp1y what good teachers have
veen do1ng for years. what may be giew or different
is that the inclusion of the affective component
does ‘hot happen: by .chance, The affective component
is lntent1onally built into a lesson design, and
the affect1ve learn1ng abotit the self is regarded
as important, it is legitimatesin its own right.

There are several essential componentsSfo plan- .

-

ning for confluent education, as it is discussed by

fhennis Pataniczek is a graduate stufent‘at Michigan
State Unlversitv, East Lansing, Michigan,

-
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its developers ‘and.practitioners. They may be gen- -
erally chtegorized as awareness, responsibility, and

" readiness, Each is upiquely important,

Awareness i5 a key first 1ngrcd1ent. Both stu-
dcnts and teachers must learn to be aware of uhat is
g01ng on-twithin thcmselvcs and about them., Previous
work in the arca of confluent education has made
great usc of géstalt awareness cxercises as well_ag
other techniques such as psychosynthesis and values
clarification. A1l of these exercisesemay be Ysed

Rc%pdhsxbllxty 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 individualsrtake responsibility for

their own actions. Ownership of behavior and actions
is stressed and pracgiced. Again the use of’gestalt
exercises which emphasi%o dealing with the here and

now (the present), and with awareness Bf one's actions
and thelr COHSCQUGHCCb, are WAYS to deve lop consc1ous -
ness in this Jrca The second v1cw of rcsponsxbxlxty

involves. indiyrduals being able to 1ospond to théir

own thoughts and feelings as well as to react ‘to the

thoughts and feelings of others.

‘Awareness and rcspon@1b111t) are not automatic.
Both rcquxﬁ;prcadlneb% Becaus  -onfluent pducatlon
usually involves.a good deal of student intefaction’
and sharing ol thoughts and feelings, an atmosphere .
of trust, where dialogue may take place freely. is
esséntial. Student® and teachers alike Should par-
ticipate in activities that will cphancg the trust
level .of the group. Readiness activities to build

- awareness and self-ownership may also be important

steps in éctting ready for confluent education.
The middle years.of a young person (ages 101to‘
14) are a period of change,' curiosity, uncertainty

-

s
s
b i
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and discovery. Quostxona of 1dent1ty (Who “am_ I’ im
I different? Is what's happening to my bod} normal?

) Why am I ‘treated as.a child, but expected to_act as

ah adﬁﬁg?) and Qf\connectedness (relatibnships with
peers, siblings, parents, teachers, and other adults)
often emerge at this time, and are vital concerns
of youngsters at this time of change.

: The key ingrédients of awareness and responsi-
bility described above are most helpful in dealing
with such changes and concerns. To be aware of, to

"be ble to respond to, and to taLe responsxblllty for

such changes and questions is vital at this period
of life, and are valued as life skiils.

The middle .school itself provides an addjtional
ratlonale for empha51zing awareness and respom51b111ty.

,Bel;evels in the middle school concept would argue

.

that this dge 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 cqnflueﬁt education i not diffi-
cult, nor is it agtomdtlc.o There wou{d seem to be
several impoftunf,éteps in its successful design and
1mplementatloa . i
Plrst, the teacher must be committed to the

belieﬂethqt émotions are an integral part of learning,

A

. and that foeliugs may be a alegitima.e object of study.

It must be emphhsizod that this study is n%h o the
lusion of cognitive goals; confluent educatién"

seekb integration of the cognitive ard affective

realms. °

A sccond esseﬁtial step is that toachers and

students must work togethea to build a ¢lassroom cli-

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

questions, doubts, thoughts, and feelings is a goal
in this arca. The teacher should be willing to share

0 Tt : '. 2
5
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.the subject matter or content s/he is {eacthg. " Are -

. such implementation. * Examples of strategies will

“ - . - a .
’ -, -

of him/herself in this area, but should make éleér,ﬂ
and* at times moged , the fdeq that no’one is forfed '

_to share or participate. The sharing should not be

coercive, but rather encouraged. Strategles for ‘_'
Muilding a climate of ‘trust and‘honesty can be found
in a varlety of sources, some of hhl;h are llsted at
the end of’ th;s raper. .

A thlrd step is’ for the teacher, as rhe designer
of the lesson, to be in touch ylth the major coqperns'
and interests of his/her students. What are the stu-
dents concerned about, cognitively aid ‘affectively?
What are. their problems? ﬁhat are their questidnsé
The concerns and questions may tre cogn1t1ve and/or
affective, and may be dlscovered in a var1ety of ways.
Again, resources in this drea will be 11sted below.

The teacher must next take an in-depth view of €

there natural linkeges.to students' lives? Are there,
for exdmple, tinks to questions of identity? . Is the

.problem- 501V1ng strategy utlllzed in a“math problem

appllcable to another area of the student’s ljife?
It'is to be ev nasized here that natural 11hkages
are sought; artificial linkages become affective

'"hooks" which may draw students irito the subJect

matter but which may result in scparate affective -
and co&nitive reélms Students may be ablg to igcni‘ '
tlfy natural linkages.

Once ldentlfled, the linkages can be implemented
ina ﬁarlety of ways, depending on the teaching and’
learﬁing styles of the participants, and upon the
guals sought. There are no sure-fire recipes for

’

be listed for the 'basjc'" subject arcas below, and
may offer the reader a sensc of the poss;bllltles. ¥
Once a lesson ts comploted, evaluaf;on and feed-

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

»

. 1}?0 ' ) L
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..classroom incident.

O

E

‘and pencil tests.

-group, what roles imdividuals play, what feelings

“be described as

) about the ncwspapcr.

interviewing, formal or creative writing.
. N b

topics for c¢lass discussion; students become aware’

“almost any topic.

RIC.
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fluept leéssons may be somewhat different. in making
thQ.afchtivE component explicit, the strategies for
evaluation may be differcqt.frdm_thc uraditioﬁal paper
Journals, hiariés, individual and '

Pr—

group confcrcnces, "I learned™ statements, open-ended

'qucstlonnaxres, and self evaluation may be utilized

o supplcment or even replace other ovaluatxve mcthods

It is important that part1cxpants in coafluent
education take note of process--what goes onh in a ‘

-
partlcxpants have about the lesson, group, or._self.

This process time may be 1ntcgra1 in furthe dnvcloplnb
awareness, responsibility, and read1ness for_further. S
learning. .

Listed below are examples of lessons which_max. R
"confluent." Additional resaurces .
for other subject arcas will be identified below.

English and/or Social Studies: Study of fhc
newspaper may unvolve some .of the followlng act|v1-
ties in addxtlon to the LognLt;vo tass of learnlng

>

--Students write news. stories, foatures, nt. _
based on personal ¢xperiences o1 a redl or simulated
Skills to bc xncIudod might be
observation. skills, listening skills, writing skills,

n~ .-

--Idtervigys with othetb etudonts, teachers or’ . -

other ddults, can 1nv01v0 sharxﬁg of experiences, as

well as the skills dcacrtbod above. © T L
--"pear Abby" type columns-can deal with students'-

concerns, and develop cognitive skills. They, serve as'

IS

of others® opinions, similar expetiences, ete. ]
_--Editorial$ can bring out students' views on

[
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--Self obituary can deal with what students
. hope to have accomplished in their lifetimé. wWhat.
look’.at values and goals of students.
MRth: Use open rathef than closed questions
N 'wperefef poszible, . (An example of a closed question
Hﬁ‘xahx_ might be: . Measure the lefgth Gf the room and its
T w1dth, g1V1ng your answer to the néatrest ‘inch, An
<L example of the same quest1on framed in a more open
' way ! Us1ng as many. measur1ng instruments as you can,
find the ratio of the lengxh and width of the room
in as many. ways as possible. 'Compére your‘resulté

with others.) Other ways to work with math would be

to do more grotip work and process what happens -

the group, and to make as many problems as possible ixfﬁ“““ah

- . relevant to some aspect of the student's life. - .
SC1ence' Science lessons may have affective’
componenty too. After grohps do experiments, th{
NI glass.can look at the process.by which a group"
ﬁofks. Issues of 1nterdependeuce can be discussed
. “in reldtaon “to other. problems studentq face, Awarq-
Mmess can be built by having students use senses of
- touch, "smell, taste, and qound as well us V151on.
Studeht fee]Qngs about e(perLﬁents can be discussed
and explored. “tiow do science lessons relate to 3tu-
dents' Lives? _ ", e

’
» . S F 4

N A Cautionary Note | ’ ' '

Confluent ed;cation is bath a phi}oﬁophy~and a,
practice, Without a theoretical belief in confluent
eddédtibn, it can become just_auothér *gimmick" or
féd. The teacher or group leader should élways be
. able to altlculate to-his/her ‘students the why' of

) - ‘ ) ’ ]':) & : k .
ERIC . . .

B A ruivext rovided oy eric:

do they'want'to be remembered fer? Th1s activity can

a lesson and 1ts components., **Why do we have to do .- _
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_ this?" ‘is a common student queétion.blﬁe ready with
‘~ an answer you believe inl X _ .
It is alsn important that the group leader or
teacher prepare for ;the exper1ence with students.
Often fee11ngs may arise which the teacher is not
., ready or prepared to deal with. Think about ‘the
1mp11cat1ons of any lesson which may be taught.
What are -possible cognitive and affective responses9
. How can_they be handled or dealt with S0 _as ot to
leave the student frustrated beybnd téleratgpn?
How can anger be dealt with? How can negative
'react1ons or feel:ngs be utilized as learning ‘
'exper1ences9 i

Teachers :nterested in learning more about
confluent educat1on can find help in print and
through human resources available for consultation T
and training. The greatest iesource, however, lies '

- within each. comiitted and responsible teacher: ) ;

.

imagination, creativity, flexibility. . ,
. F. ) ) -‘_ ) -‘;_ bg ' ’
- L] - L}
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ADMINISTRATORS CAN BE HUMANISTIC AND EFFECTIV§
. ) k Joseph Dulin*
Human1st1c educat1on ‘can only be carried out
“and- app113d if it is derived from administrators
themselves. Much has been written and spoken about
human1st1c educatlon but the real, thrust of human
re1at1ons and understand1ng can only beg1n at the
) -top in our school system. S
T nkeiat1ng to ‘people in an institutional setting
is tough to deal with, becduse of the bureaucracy
and more 1mpoftant1y, because of the differences in
the cu1tura1 background of those we serve eac day
in.our gchools. In order for a humanistic appr
,toﬂhe imhlemqnted, the designated leader must plan
workshop activities so that staff members cah relateé
to one another in cross- cu1tura1 honesty. This
human1stic honesty we, as educators, must also
s . carrY, tQ colleagues, students, parents,, brothers,
L s1sters, and fr1ends. Our display of humanism and
-~ fair- play must be real; it must be sincere. ; .
o We adm1n19trators, historically, have no?nbeen ;///
known for our humanistic concern for others. Our
“task, after all, is to keep the scﬁools open. We
do not necessarily dea1 with anyonex except those
on our own level, as human be1ngs. There is a .
need for'the application of affactive concepts and '
\methods of administration in the schools today.
.;“ ~' There are many problems fac1ng today's
administrators' student unrest, teacher demands,
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kailure to levy taxes, demands for accountabilicy,
"and racial strlfe and V101ence, to name a few.”
The educational administrator can no Jdonger be just
an a§m1n;§trator. He or she must deal e££ect1ve1y
with all of thesée problems. -
s+ The administrator must be a manager, but cer-
taiﬁly not on the level of a factory manager. This
can only mean one “thing: he must deal with human
behaV1or, he cannot be a_ mechan1ca1 bosﬁ"produc1ng
mechan1ca1 cars; schools are not factories, military

. installations, or computers Being a good manager

does nét glve adm1n15trators dictatorial power.
It should move then to be concerned about how others.
think and to provide the Opportunity for others
, tO have ;nput 1nto p011cy making dec1513ns that

] effect their 11ves The administrator must be

aware thdt,the students’ concerns, wants, interests,
fears, anxieiies, joys, frpstrations, and other
emctions and reactions to the world around them ]
contain thie seeds of motivation and non-motivation.
“ -+ Our lack of understanding .f the cultural
differences in our society. leaves little room for ‘

"+« . -leadership in the basic understanding of man's
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inhumanity to man. We, as educatdrs, should provide
the proper role models of affective 1eadersh1p in
our pamt1cu1ar schools #nd school districts. But
p011t1ca1 ‘chaos has caused many-<of us to bé in-
effective and insensitive 'in dealing with those who
come from different backgrounds and ekperienceq. .
Administrators must practice what they preach, and,
éheif_practicés should be primary criteria for
their promoiion to other positions, -

We live in an era that is confused. and con-l 2

fradicgory. It is easy for us“to get so .caught A

"up in the struggle for survival that we become

ineffective in our schools--primarily because we .

ek v - «}5’«




fail to share our concerns and problems as-humans.
S 'Th1s has a bearing on. our ability to perform our
task w1th feelipg and concern for othersﬁM1o live
in ou[ 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 scheols each ‘ddy. ) . 2"
On the other hand, the adhinistrator must not
. be’ confused with the "m1rac]e worker,'" though much
| 2 is expected of him or her.” Unfortunately, all
T sadminkstrators do not possess quelifications for
_ ‘all, of the roles: as teacher, wmanager, etc. ’
But the challenge to humanistic educators should
be -to help change those things that should be®
thanged to mako a better, more sens1t1ve soC1ety.
- Through “this Concerted effort, the fears and
' 1gnorance that wrangle and halt progress each day
N 1n our schools and classrooms can be eliminated.
- s Apd 51mu1taneously, teachers will be able to see
" ‘and feel the humanistic and affective leadership
of the administrator. '

~

Even though administrators are supposed to be

leaders ;teachers cannot stand by and wait for them
_ to lead, for that alone could cause many genera-

N ) ; tions to continue to linger in ignorance. Teachers
. f. must take initiative and bring school weaknesses
- . to the attention o£ adm1n1strators, w1th or with-

out the adm*nistrators consent,
- ' . Know1ng ig the dsz1cu1t1es of this proposal, o

~ and the planted idea of revglut1on, I still must.

LT

'.cling_to tne idea that teachers’will bring about more .

. ;meaningfui humanistic learnings. This certdinly
should cause admlnlstrators to take another look at

T themselves._ I reconnize that th;s may cause v
3;"- confl;ct that teachers may be placed in an awkward
- o ¥ "l I- : -
i
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position or that they may ‘eopardize their very
. jobs., 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 many problemSowould not

; schools. From the schools, I believe this humane -
ness would have spread into our communities, §;ate;
and hation; " s e ) -
Mugy has been said about humaneness in our
society and in the .future since the e1ect1on of oL

President Jimmy Carter. iny time will tell, but

Iip the meantime, we educators should seize this -

. time to prepare curselves to bring humanistic
‘education directly from Plains, Georgia, or
-Washing;on, D.Cr to the classroom, hallways,
gymnds{ums, bathrooms, and cafeteriés, s0 that the -
students will deal more effectively with each other
on a pebple-to:people_basis,’without regard to race,
creed, color, sex, or'previous condition of .
servitude. . B . .

The poor, oppressed, mainly urban mainly minor-
‘1ty group students--the crises cllentele--show the
widespread failuge of éducators in general to lead
students toward the behavior our society cbnsiders_
desirable and acceptable. Let ys be aware also
that the problems aresby.no means confined to this
gfbup}'tﬁey effect other groups as well. One of the
biggést difficulties or deficiencies in education

. is the lack of contact with* the student, - .

‘-part1cu1ar1y in the administrator-student relation-

ship. Da11y happen1ngs 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

hhnd_that we educators lend 1? thei, These cases’ -
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have occurred if we had been more hur.ane in our - .
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or incidents happen daily to the disadvantaged, -
and we must wonder about their effect and the
effect of the attitudes of other individuals and

o . groups on disadvanfaged students. ’

. Many teachers and administrators who work with.
minority students are hungry,for ways to nake

" ¢ education more meaningfifl to them. cAt the s ame

time, we must, recogiize that there ate just as
many teacher and admipistrators who fail us daily--
that are making tracks and getting nowhere.

There can pe no progress unless we get to

T "+ those in power and call upon them to recognize and

pracgite €lose basic survival pieces that make us

- ;ali human. Certainly, there are no set rules and i

regulations for getting effectivg results, but we
) must continue o search. Perhaps, we can\begin ‘E
- by looking into the following areas for causes of
[irrelevance in education as it relates to the .
:desegragated classroom. No doubt- there are’ others: .

g

.

OO
[

i .- 1#0 Indbility to match te;ching procedures N
: 5 'with the child's learning style. .
-2, Use of methods and teaching materials
) e that ignore the feelings of’the minomity
o ‘ " studentsa. _ T
, + 3. Ignoring the concerns and problems of -
" minority students. o .

4, Using materials that are poorly related
to the minority. students' realm of _ .
s experiences. o - . ’
S “3. Ignoring the, minority students' environ-
‘ meht as.it exists in the past, pTevent,
and future. g
. ' 6. Use ofq;eaching strategies that do not a&e~‘
' quately point out the d1fferences in raci%m
and sexism as. they apply to the various

r
cultures. " ) ‘\_H
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.The 5tudent is constantly que§t1or1ng h1m~
se1f~-"What does it have to do with me?" e, as
educators,,focu% on.students' learping styleg'and

experiences,

-y

But we must continue to search Eor
a broader eencept to (each all students, There
"must exist W1th1n us, the challenge to find a
solution to the causes of-1rre1evance in the
schools;“ Unless there is a connect1ng lin
between the students, their iearning styles
thelr_exper1ences, and our teaching methogs, the
aimg of education wi}l be mitigated and we eha11;
‘continue, to digress., This also applies to those °
who.are the so- called "leaders": They dispense -
knowledge, and many times 1gnorance, to ‘our
students, which in _turn leads to' the violence that b
"exists in our schools each day. Possibly, this
viclence may be causgd indirectly R} the -
© sadministration of the ‘school. ’ »
The key to positive and-effective interpe;sonal;
)relationship§°between students and teacherd in-the ..
dese regated school and classrobm is.found in
“knowli ng one another.

L

Firse andtfpremost knowing

_ oneself, knowing the students, and dctiny out éach '

situation for the.mutual benefit of one anotherﬂ

" Many educators are especially good at this and are

" well known for their ability to get along with 1
e sfudente and colleagues. They $eem’to have a ) o
i knack for developang p051t1ve re1at1onsh1ps, '
their schools seem to thr1ve on such re1at18nsh1ps,
and, the stodonts learn. The care of a humaﬁe
school rests with poSitive and & ffective 1nter-
perBenal relations. - . )

Attached is a very simple phi1§sephy of a

school Roberto Clemengé. Our philosophy is the
embodtment of hope for 4 better world tomérrow. - K
We at tlinente degg with reality and life '

.
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experiences, particularly when one looks at the
" total process of a staff of_peoﬁle, educators, ’
Y 5. " who see the need for change iff order to bring\
hbout a better tomorrow, th two years behind ué,
e "we have only begun, hopefully, to bring about
sl quélity education for all people. Educators should :
] insist on _equality for all students whether they ) )
3_- . be Appalachlan whites, blacks, or other minorities;

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

- > h:istaur philosophy. OQur goals and objectives are
. ’ consistent with this philosophy. " s L
W We aie carrying oh a very smooth operation at '
Clemente because wé deal with reality and _
survival, stressing the necessity of academic
skills and thq‘Joy of living as brothers and
sisters in this c;;atry. The task has_been
difficult and rough, and_many thanks are due to

o

e

3 our staff and students who have worked together
to briﬂg about beiuty in iife. The honesty and’
fair play that exist at Clemente are grat;ficatibh. L
. for hard work by the "CIemente Pamlly."' The’ ) R,
.- s;udents respect us as people:.not blacks agalnst
whltes and vice versa, not students agaihst \
teachers, not students agalnst admlnlstrators I
am happy to report that at present we do”not have -
any--problems;-in--the aforementto1ed areas: “This 15"?’““““”:
becalise we belleve that people must recognize
dlfferences in people, and, at the same time
recognize the human being whose behavior, cultural
experiences, and emotional difficalties are.notf
- understood, : : v
A better world for the Appalachian whites,
blacks;~and other minorities lies lhrgely in the . .
haﬁds of us as educators. 'Perhaps we underestimate
our abPlities awnJl are threatened.as people, but .
- Please have no fear: get to the culture and - -
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. . expenence of those who are unknown to you:and )
- ' the code of honesty and trust will prevail. -To ‘
R those of you who are _}n a position to effect
.~ . change, we ask your help in assuring that a N
R ' hnmanxstic education will prevail for all students.
[
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Append1x

ROBERTO CLEMENTE STUDENT DEVELOPMENT CENTER
ANN ARBOR PUBLIC SCHOOLS

: Philo'sophy .o

. ; . § .
{He Ciemente!Cenger is an educational instituéion‘ X
'wﬁiph holds a belief in the ﬁignity of each peréon,
and a respect for divérsity within the human famif}.
QThe Clemente Center a1ms to prov1de an’ atmosphere

. for growth, intellectually, emct1onai1y, socially
and physically, through which the 1nd1v1dual is
.brought to understand accountab111ty for his own

- talents, and development, to himself and his brother,
. and to.use his gifts for the betterment of his com-
munity of mankind. ~Through the guidance of -the staff,
. adﬁinistratidh,,parents and peers, each student will

" be .encouraged to buxld w1th1n himself a stable sot '
of values which-Will prov1de an anchor in a chang1ng

‘-'ygrld.
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rT! CROSS CULTURAL COMMUN ICATION :

- A MEANS TO HUMANISTIC DESEGREGATION
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‘ﬂﬁerms “and (3) explore the possible effects and

-
-+

a

THE EFFECTS OF BUREAUCRATIC
STRUCTURES UPON THE VERBAL AND NONVERBAL
INThRACTION OF MINORITY ADMINLSTRATORS‘

‘ Marcia J. Clinksca&es*

Upon addreSsing the topic of "The Effects of .
Bureaucratic Structures Upon the Verbal and Nonver-
bal Interaction Behavior of Minority Adm1n1stra~
tors," it becomes necessary tc give an adﬁquate

“descr1ption of verbal and nonverbal. interaction be-,
hav1or, as well as to provide a defin1tive analys1s
of specific terms. - - - ’

The purpose of this paper will be to (1) exam1ne

_ ‘communication theory as it_xelates to verbal .and

honverbal components; (2) proyide a definicien oﬂ ’

iwp11cations of bureaucratic structures on the
commun1cat1on patterns of minority admin1s§rators. ..
“Thus "this paper will explain verbal and nonverbal
1nteract1on behavior and 111usprate its relevance

for minority administrators within the context of ‘ _}.
bureaucratic organizations by examining cross- .

4o ) LR

cultural research methodologies. L oo

4,?uooxv¢0$emaf‘*

..... s L R L

Nhen“§iam1n1ng commun1cat1on as a process e . :
'see’ that communication as a medium is extensive.

The process cannot be limited to the reception and .
transmission of messages: for these are.onlx one

part of commun1cat1on The communication process

is part of a behavioral scientific man1festation R
which takes into account numerous variables which Lo .g
_ penetrate'thp mechanism of communication., | Co. 1:#%
- HIR
2%

%40

AMarcia J. Tlinkscales, at the time of this presen- ;; .

; tation, was a communications gggsqlggg; for _the . . 05—

Program for Educational Opportunity, Unfversity of -
Mich;gan hAnn.Arbor,-Mich1gan.
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{jf. ‘. Thus-communicatioo scholars have giveﬁ atteﬁtion

‘_-' : “to formulat1ng—methods and models for better under~

_cﬂf e j_:stand1ng the complex1t1es of th1s system,

) This-wWriter does. not negate the concept that

° *; - 'part of communicatidn is encoding and decod1ng

5;; ' messages Or that, as a part of that systenm,

- T cett91n Lngredxents aré essential (as the. source,

. - *the encoder, the message, the channel, the decoder

e and the .communication receiver)- (Betlo 1960}, It
is only being suggested here that such attr1butes "L
as language levels, att1tudes _cultural varjation,
and the social stdtus of others within the soc1o-

+ . cultural. system, place Certain restraints on
] ] . addressing the communicative event, Sdch con-
. o - siderations often make the interpretation of a |

S 5 given message extremely complex. ' ? “
N . in exam1n1ng the complexity of the communica-
. .tion spectruo:'1nvest1gators have found that.non- .
L _verbal_commun;cg;1on is an.;ntegral part of the
R - communicdtion process. The study of ronverbal

' Commun1cat1on has become a critical area of
1nvest1gat1on. Investigations of nonverbal be-:
havier would includé such aspects as pdralanguage

-
-

trmmgrieny _fwhach,xafezs.xn,gonlg“guage soundg, vocal

patri =

qualities, pronunciation, and 1nf1ect1on patterns), :

>, kinesics (wh1ch encompasses the study of bodily
R movement posture, and fac1al QVpre551on), in-
LT teraction benav1br, and proxemics. S 7 ot

Significance has been placed on the nonverbal
'behav1or_of human communication, “Nonverbal
expréssion is an important constituent of verbal ' . |
interaction. Those two communication elements. are |
L interrelated in that both accur eithér simul-
B taneously or within the context of the g1ven com-

muhication, - x

MC ' - . ) . . X ) .
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Recently, much attention has been given to

Theorists have

'nonverbal 1nteract1on behaV10r.
real1zed that in order to understand the ent1re

commun1cation process¢,b0th verbal and nonverbal

1nteract10n need_;g_be exam1ned. lnteraction
behavior has been addressed by many behayioral

L -sC1ent1sts in an effort to exp1a1n or define that
-Lennard and Bernste1n:

.. aspect of human behaV1or.
{1970) suggest that hnman interaction provides the -

nedium fhrough which societies and all social

“sysStems perform their functiomns and carry ‘out their

PUTPOSES . So interaction behavior in this discus-
= 7 sion refers to the 1nterchange of 1deas, fee11ngs,
. and information by minority administrators in o
human interactions within their organlzat1ons._ L B
- As early as 1872, -Barwin established facial '
and body movement patterns as an area of serious

study with the publishing of Expression of Emotions
Then Sapir {(1927) recognized

% - - 1n_Man- and An1mals._
o the defin1te importance of this commun1cat1on

S ert1ty by stating:

«++.we respond to gestures with an extreme

eemiemnrenn e AIETCNESs and, one might say, in accordance

- e 8

. , with an elaborate and secret code that is
' .. written nowhere, known by none, and under-:

Hh 2.

R (p. 137}). )

“.$tood by all/

’ The lmportance of nonverbal behavior was
examined relat;vely early by a number of scholérs,
However, the real impetus for exploring this

spectrum did not begin until the 1960s., It~
became paramoun* that communicatioﬁ researchers

- ~—— focus their attention o expressive movement and
"7 "nonvetbal -behaviof. Ray L, Bitdwhistell. (1963
p. 125}, a pioneer in the study of nonverbal

-\)_l 98




S -beRavioer,, describes kinesics a$ "the systemat1c
S0 -7 study of those patterned and learned aspects of

body motion which can be demonstrated to have
comnunication value." .
“In_ 19?1 Mehrab1an wrote:

How is it possible that, despite jthe
. ' absence of any explicit accepted standards
;ﬁ;;;' FEeela .88 to_what certa1n‘pehavtoni_nean, people
- . . .« - are. still able to understand eacﬁ”ﬁthers'
- -ponverbal commun1cation? Nonverbal behav-
P “ior primarily inﬁolves communication of -
. - one's fee11ngs and att1tudes (p 111)

.. —_ —— e e e
S — v -

e A TR

Conceptually, it is important to underétand
that verbal and nonverbal behavior finction as
interacting components, The nonverbal message
e i's.closely woven into the verbal message making™
) .;_ the separation of these entities virtnallyWim-

LT poss1b1e Thus, in an”attempt to define- noyverbal
‘ behav1or based on -research, Mehgab1an (1972) - - .

suggests that "nenverbal” is the contribution of .
v suerne QU actions..rathex. than ofﬁggxhgpeech--;mgj1c1t ’

T

commupication. JIn a broader sense it includes
, . (a) actions-(as distinct from words); (b) sﬁ?tle. ;
or. implicit aspects of speech (paralanguage); and
t;)-goal-directed?intentional and non-goal - --- .,
B directed/unintentional transmissions, '
' Let us now briefly examine the different )
types of studies that have Peen conducted in this . l
area. A theoretical explanation of the literature
is necessaryvin order to propérly analyze the
sl verbal/nenverbal’ 1nteraction behavior of m1nor1ty
. administrators within formal organlzations. i I ,

Arunrext provided by enic [l




f;. . The *ensuing discussion will focus. on empirioal
investigations of nonverbal behav1or, using a
theoret1ca1 overview of 1ntercu1tura1 research:
black-white nonverbal studies. - ",

Copsiderable esearch has been conducted in
an attempt to examine a variety of instances of '

'nonverbal expressions. The, 1nvestigations consider
postural communication, physical adornment, and
fac1a1 expre3§ion.

In examing postural communzcation William
James (1932) found that people can read the

. . ‘emotion 51gn1f1ed by bodily postures. Sub;ects

N

=——-7of "thiz sf_ay were asked to observe a number of
5 ' : body postures and designate the particular’ emot1on
being communicated. James found that the subjects
" déimonstrated high accuracy in their judgments.
T '~ Ekman {196@) conducted a study in which he
found "that people can read emotional states
through the observation of physical “nonverbal
behav1or with con51derab1e accuracy. Ekman {196§j,.
later discovered that the head gave information

-+ about the affect experienced but told relatively

fShaerQ {1972) conducted a study to assess
variability and usefulnoss of facial and body cues. .
Thirty subjects viewed seventeen photographs of
five‘counselors. Six were of the whole body, six
were of the head, and six were of the body without
thejhead. Shapiro found that the subjects, valued
) fac%al cues over bodily cues. | .
.o " Henley (1973) on status and its relationShip
) to touching, ‘indPcated that status predicted the
acceptability of being touched in a public
envlronment. The higher status of the individual
directly*correlatedmwith the privilege of' being
touched in public.

T
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~ Argyle {1970}, in‘assessing the ipferior and -
superior attitudes of nonverbal and verbal signals,
- found that females were more receptive to nonverbal
. ‘cues than‘were males. . .
_"Nonverbal.variables that have béen assessed '
for research purposes are widespread. These
examples were-prov1ded to suggest the heterogenelty
of ‘the stud1es. These research modules will be .
-referred to at a later point in this paper.
Theorists interested in intercultural and :
.CTOSS ~ cu1tura1 communication have assessed the ' )
extent to which cultural varigbles efxected non- _'“"4

verbai behavior, The basic ideology of intetr-

cultural communication suggests that differing

. cultures may cxperience difficulty in_communiéating

due to diverse experiential backgrounds.- Thus, '

culture must be considered an important com-

munication variable; it effects the process of

interpreting symbols ¢rans£itted by a given source_'i

because the two interdcting cultures bring. different
symbols to the commun1cat1ve event. '

~: . Sitaran £1970) suggests that what is.an B

- effective communication symbol in gne culture could

‘. w.._...be an obscure gesture in another culture. He

further contends that the communitation technique -
that: makes a person successful in New York could © - o

”kill-him in New Delhi. The occurence of this
"situation is based on the 1nd1v1dua1 fa111ng to -
understand the nature or form of commun1cat1on
across cultural boundaries.

This writer supports the theory that there
are cultural differences in nonverbal communi-
cat10n. “Eisenberg and Smith (1971) suggest that
a great deal of 1mpress10n1 t1c evidence supports
the.notion that'ethnic tensiohs are attributable
in Some degree to misunderstandipgs of nonverbal

- N ) '
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messages. These auéhors further contend that 1n o

black-white’ reist1onships there 15 a tendancy to-
misunderstand communication by touch.

La France and Mayo (19?5), examined the role
of gaze direction in b,}ck black and black wh1te \

" dyadic. interact1ons. The researchers faund that -*

"d1fferences between the two cultural groups was

o e —

) based on when looklng occurs rather than the
.amount of look1ng. _In later study (1975) by La

Frﬁhce and Mayo, researchers ubserving gaze

LR

‘The investigation attempted to ascertain whether

] ; ) d1rect1on while 1;5ten1ng in -homogénous dyads, . ;

- o found that white listeners gazed at the speaker

B for significantly more of their listening time . M-
- " than.did blabk'listeners %

Thi re are many more studies which suggest °
cross- cultural differences .in nonverbal behavior, o
Recent’ attempts have been“made to document black | R

.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 (Clinkscales
19?3) to identify and describe differences in the
monverbal behavior of‘Afro-Americans and whites.

L

or not certain ‘¢classes of nonverbal behavior were
postively or negatively associated with the level 2
of intefpersona{ attraction between two inter-

.acting subjects of the same race., Fifteen non-
.verbal variables were assessed:

_ -
Facial Pleasantness ) Self-Manipulation .
Observation . Facial Activity i
Forward Lean Ngck Relaxation .
L 29 . -
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"Gesticulation "~ Head Nodding

Orientation ) "~ Head Shaking .
\ Sideways Lean BN Touching .
Object Manipulation . . Arm-Position Asymmetry
Rocking Movements ‘ ' :
. R

Results ind1ca§ed that there are differences in ‘
nonverbal beha ior when exam1ning interpersonal

. attracnon as 3‘ un1d1mens1ona1 construcuon.

The varlables of orientation and rocking movements
were predlctors of attraction for the black

sampled population. Whereas, in the white’ sampled‘
population, head shaking movements, neck relaxa*‘ s
-tion,rand faciaf pleasantness were pred1ctors of
attraction. The results Eurther indicate that

the nonverbal predlctors are in different reg1ons
of the body--the body region for«blacks an& the
upper rag1ons ' (head and face) for whites.

Hence, }he research rev1ewed suggests 1m-' v

plications and hypotheses for assess1ng the be-
havior of minor1ty adm1n1strat6rs in bureaucrat1c
structures: y the last sect1on of this paper,

Aruitoxt provided by Eic:
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. In assessing the effect of bureaucratic struc-
ture ‘on verbal and nonverbal interaction behavior

of minority.administrators, the previous definitive {
analysis will serve as a guideline jin the forth-

“coming discussion. ¢ —_— L

in this section, bureaucrat1c structure is
being defined as one crganization. Parsons\(1960)
defines an.organization as social units (or human
groupings) deliberately constructed and recon-
.structed tb seek specific goals, Corporations)

armies, schools, hospitals, churches, and prisons’

*u N
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T fall under.this deecr'ption. Parsons further
contends that organ1zat1ons are characterized by
: ﬂivision& of labor, power, and communicat1on res
- i sponsibilities. Thelﬁalance of th1§ gaper will be '
based on Parsons' difinition and the word .
Prganization will be used ih reference to bureau-
cratic structure. = e .
h ) This wr1ter will advance the argument that '
i~ (1) the minor;ty 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-
individuhls that are outside of his of her staff . _
but are a part of the governing wrganization,
"(2) This d1ss1m1lar1ty of interaction behavior

) w1ll be manifested verbslly and nonverbally. Hence, .

the interaction pattern w1ll vary with race or
ethn1c derivation serv1ng as the outcome yar1able
and with verbal/non drE;: commun1cat1on acting
as the resultant mech The above assumpt1on§

persdnal s¢1f-disclosure and couflict.f—These
v <" variables were selected bacause of their frequent
o occurance within an organ1Zat10nal unit.
The emerging quest1on now become, "What is
" self-disclosure?" and, "How does it optimally
’ funetion within an organizational unit?®
Sxdney Jourard, notable scholar in the area
of self- disclosure,, suggests;that Self-disclosure
-»is” the "act of reveal1ng personal information to
others.” Olmsted (1974), states that self-
" ..dis¢losure -is: B

BA 11701 Provided by ERic: - . i
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. Particuﬁgr information on three levels,, (1) to those

. ‘communications will later effect the climate of work

" esvthe. uncover1ng or releas1ng of informs T) “;;
'tiOn concerning Sselfy to admit m1st§kes end ¥ o
- inadequacies; ...the opposite of holding back G

~ and ambivalence; an acceptance of, the risk of
- being knownL a giving up of the preoccupat1oh
: w1th being secure.

Given. these definitions one could presume that
in the arend of adm1n1stration, the- minor;ty ad-
_ministrator has the unique responsibility of ‘co- .
ordinating and delegating the affairs of therdeparti
-ment. ~In so doing, ‘he or she must commufficate

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

.subordinate; and (3) to those who are superlor 1n oL
positional status. (Refer to Diagram I}. How the __.ii
minority administrator self- d1scloses speC1f1c -

. product1v1ty.. Olmsted (1974} suggests that part of
-self-digclosing is the ability '"to admit mistakes _
and inadequacles" in the releasing of information. - "%
In posing a Wypothetical example, one could sssume- '
that.situations will occurgyhe;e it“becomes ’

Seme-Strategically.important for Person A .(the minority o
,jadministrator) to disclose information to fellow

‘employees (Persons B, ¢, D). 'The method that is
selected becomes of prime importance. E
Cross- culturally, can Person A admit a m1stake
or inadequacy? Is Person A preoccup1ed with posi-
tional stature? Does Person A allow herself br v
himself the opportunity of adding a human quality - ‘
to his or her interactions with employees° And
further, does a lack of self-disclosure stagnate

. the development of a flour1sh1ng organ1zat1on°

nneshihe_admlnlstrator know when and when not to- —
‘self-disclose for the best interest of tﬁe company? -

-] L
~ .
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or is it app;;;nt that self-disclosure is seldom
ut111zed creat1ng a commun1cat1on barr1er within
the department9'

Another important . quesxion is. Hhethen-or not
the n1n9r1ty administrator is able to self~disclose
with the three levels of personnel that,were ’
suggested eariie? in this discusgioh. And
further, does the variable of race effect the
minorit& administnator’é ability to self-disclose?
That is, when a'hlack;adminis;rator communicates .
.to ; whits equal, suBordinate, or supervisor, does
the 1nteract1onal behavior change, based on the
- level of tiie white 1nteractant’ And does, the -

.black, administrator becbme aware of the race '
'(wh1te) of his listener or respoﬂaent’ .
i This’ wrnter proposes that the black adminis-
. gratof ﬁill reflect upon’ the ideological factors
that govern racism,, For example, perhaps )
;congnitively Ehe notion emerges that, v as an
administf%tot_should ot self—disélose to whites,".
This.notion could be based on historical data.or
.expe.rence in relation teo black-white interactions,
Aﬁd.the,next question that could occur is, "If I
do self-disclose, has d climate of trust been'
built sp that I know the information is being used in
. a productive manner?'
Historicélly, in many circumstances, black;
have had t~ assume a behavior of accommodation
when interacting with whites, chman (19?
asserts that through accommodation many blacks be-
came adept at' concea11ng and controll1ng the1r‘
emotions, and at assuming a variety of postures,
In view of the racist society that exists, does”
racism éffedt the ability te self-dis@}ose‘and
trust in black- whlte encounters? Is there a

-

*

»

) degree of;&uperf1cia11ty that exists within this
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interaction? And if so, to what extent or.degree .
does this superf1c1al atmosphere effect the
productivzty of the work env1ronment? )

e Certainly, thére is no absolute answer that

“can be giv;ﬁ wi;hout,immeasurable research, How- .
ever, much’ credence should be gzven to this g
ph11osoph1car issue. Thzs writer suggests that ,
there is a[certazn amount of pafanoia that exists
1n‘re1at1on to these variables in black-white
1nteract1 n dyads. And these var1ables occur
consczously and unconsciously. In an effort to:
establish effective patterns of communzcatiqn, it
would - sesm necessary that these var1ab1es be

. dadequatle)' ‘assesséd within ¥n organization in
terms of their p051t1ve or negative effect.
Intraculturally (the .situation of?Pa black'
admzﬁzstrator commUnzcatzng to a black equal,

'subordznate, or superior), the interactional. fac-
tors could conceivably change. People of the
same national, ethnic, or religious group tqu to
be better judges of one another than persons who

_.ﬁfe outside of that group [Patt?n § Griffin).

" This concept grows out of the theory that persons
vof similar backgrounds have a shared system of X
commonalztzes. A black administrator could assume.
that because the black equal, subordinate, .or
éuperior afé of his same race, he or she will >

*

[

better understand the.admfni;trator‘skéﬁforts

based oni their shared ethnic cqurﬁence=~

to the extent, that they have similar _experiential
i backgrounds the issue of racismvbn an intra-

cultural level does notueffect their .relationship.
This assumptzon could perhaps be true, but other

var;ables, such as powery and mnf}uence, who has
land who does not, could also be detrzmental to a

holesome relatzonsth, and effect the work

! S

-
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e “cnvironmontp-
The conccpt ‘of conflict is a part of any
' organizational structure. Boulemng (1962} -
. asserts that: ' ' :
- .. Conflict is a situation of competition
‘_ in which the parties ‘are aware of the incom-
) patibility of potentiai future pOSition .
O - and'in which each party wishes to occupy a,
e p051t10n that is incompatibleywith the wishes
L of the other, .In an actual conflict: situg-
tion ‘there must be awarqdbss and there must

¥

S . be incompatible wiShes and desires.' (p.5)

o . __The .managgment of resolution of conflict take on

“a variety of phiJOSOphical approaches. *The
.options are, to discount- it, to interralize: it, or

to reconcile the conflict. Whether there is

management or resolution of conflict will be based
_ on the investment in or 1mportance of the reiation-

ship.

e

Cross-culturally, in black white relation-

- ships, the nature of conflict is quite complex.

Here again the variable of race or racism pene-‘
trates the vzry 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

R by the black administrator out of what seemed té -

_be functionally appropriate for the organization?'
In examining the reverse relationship, the
. black administrator can wondcr if the white eqgnal,
. subordinate, or superior is acting simply because ‘
" he or-she is a black administrator. o
AN *
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Thus, in dealing with conflict, the black
administrator anﬂlwhite'inﬁéractantﬁ are dealing
with both race and culture and the éxtent to
which these effect the conflict. This writer -
suggests that irt most instances it is difficult

.to lay the issue- of culture aside. There are
1
,-Eﬁltural d1ffefences in addition to racial )
differences that w111 1neV1tab1y effect black- <

-

white 1nteractmons. s -

[nterrac1al conf11ct is not a ne.’ deveLOphent .

within our society. Blacks and whites in Western
society have long‘been involved in cultural
misunderstandings. These m1sunderstand1ngs have
been based on prejudicial beliefs, att1tndes, ’

and values about Afro-American culture in the
‘dominant Anglo-Saxon cultur-, " (Here again, the
principles of conflict may change in intracultural
interactions, and the variables hould bé associated

with power and infiuence.) Hence, our major concern

~As the extent or degrée to which sultural misunder-
" Standings stagnate the deve10pment of a multi-
..cultural organization,

It was estab11shed ear11er that nonverbal
expre551on is an 1mportant constituent of verbal
interaction. When cultural variables effect’ T

_verbal interactions between cultures, they are

‘also likely to result i misunderstandingé of
nonverbal. behavior. Lack of knowlédgé of non-
verbal cross-cultural behaviors is an additional
dimension to understanding the process of inter-’
cultural communication, S PR
Much of the earlier reviewed literature sug-
gests that cultural differences exist nonverbally
between cultures., Let us examine Diagram I. in an

attempt to explain cross-cultural nonverbal

behavior. The following nonverbal variables will

A% R
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be discussed‘ eye contact, bodily postures, and

Bt proxemic Behavior. . ~
' La Franee and Mayo found that gaze direction

as well as’time spent gazing at_ the interactant
~'wh11e 11s;en1ng, was d1fferent for black and
"“w zte subJects. 1t has. generally been assumed. by

.'. the dqmrnang_culture-tha; if a person i%s listening,

P or attentive, he or she will look at the speaker.
SR Hdwever, La France and Mayo's study showed that
' this is. not necessarily -the gase. Within black -
culture often times black sub]ects wére not

.190k1ng .at .one another, but they were listening
to what was being communicated. Thus, .in the .
case ‘of a black adm1n15trator and a wh1te equal,
subordinate, or super1or employee 1£ at any time
sufficient eye contact is not ma1nta1ned, the .
white employee could, 1nterpret this behavior as ‘,f
'_Ld151nterested or inattentive, ObV1ou51y, this
nonverbal mannerism by blacks is not the ruie in o
every eiéuation: But since much of nonverbal - LR
behavior 'is unconscious, it is conceivable that
the above behavior éould occur. 1f the” behavior
: Were ;nterpreted negat1ve1y by the white employee, ; P
this could present a barr1er in effective - } <
communication. The judgment could be made
o * unknown to the black .administrator, and result 1n
* - future communication difficulties, - , ,
. - In the -study conducted by Clinkscales (1975),
it was found that d1£ferences in" black-white non-
verbal behaV1or were found in different regions of
the Body. Rock1ng movements and orientation - "
(different positions of the shoulders) were
predictive of attraction for the black samplel‘
Whe}eqs, facial pleasantness, head shaking, and
neck relaxation were predictors for the white. . -
eenpled population, Many research Studies supporf

o -

*
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the notion that the-head and facial areas are
important ipdiéators of nonverbal pehavjor for .
white culture. Concurrently. Cooke (1972);
‘~Jokinson. (1971) ; Akerele (1972); Willjams (1972;
and Horton (1967) have fqund that bodily movements
were more-indicative of Afro-American nonverbal
‘behqviqr‘ 1t should be noted that ‘much of the
literature about nonverbal behavior has been
predominantly about white culture. The upper
fegions of the body were of particular signifi-
cﬁlée 'Thus, When researching Afro-Americans,
r. searchers and theorlsts have found that seme of
the emphas1s has shifted from the upper region o
. the "lower region of the body. .. }
- Tﬁis‘data_would suggest a divergence in

-* nonverbal expressions between the two racial

groups‘ Johnson (1971) hypothes1zes that the
h1stor1ca1 polar1zat1on 6f the black populatlon
. from other* Amer1cana proauced some d1fferences in

i_nonverbal behavior within black culture. He

further contends that nonverbal patterns in Afro-

_ American culture could be a result of former

African patterns or 0f the 1nd1genous cond1t1ons
of black Amerlcans. Hence, when the black
adm1n1strator interacts with white employees,

Wh1tes may not be in tune with the adm1n1strator s

nonverbal mannerlbms. Cultural conflict and. .
m1sunderstand1n35 nonverbally often inhibit the
growth and development of multicultural relation-
ships (see the section on black*white stud1es)
These problems presumably do not occur when
‘assessing intraculﬁurhl'relationships.' Afro: - _
Americans have always had to function bi-cultural-
ly. Thus, they may be familiaT with many of the
behavieral mannerisms within white Culture. . )

39
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. Differences in proxemrc behavior have been

assessed by Rosegrant and McCloskey (1875). Wh1te'

1nterV1ewees estab11shed greaternrnterpersonal

drstance “from Afrorﬁmerrcan interviewers than any

other comb1nat10n. Drfference .in proxemic

spat1a11ty could also. effect the cross- cultural

" dyad of the black adnrnrstrator and white employee.

] It muSt be stressed here that not all black o

administrators will exhibit differences from -

whites in nonverbal behavior. However, it must’,
‘also be poifited out that if differences in behavior °

are obseryed in black Amerrcans, it is not '

defectrve in- nature, ‘but possibly a manrfestatron

of a‘different qgltural style,- "' S e

‘. [nteractron between cultures is vrrtuall» ah '

art'1n effective communication. It is a process ' :

whereby the existing interactants must takeltrme . s
to respond to the verbal and nonverbal stimuli. _

Intercultural or cross-cultural communication is
" often. more complex than intracultural because -
. the other culture becomeslan additional aspect of :

-

o

r

the communication process (refer to section on
verbal'comnunication). Different hsckgrdunds
‘hﬂLbften impose Hivergent interﬁretations of actidns
exh1b1ted by.elther cultfural group. .o
These mrsrnterpretatrons can 1ead to dmvrsion Lo
between the cultuial groups, rather than movement .
toward congruence in 1nst1tut1ng better Commlll'll- :
cation skills. e e Y
This discussion is not conclusive; obviously
it only touches upon this intricate process. Iow- T
" ever, this thepret%@al analysis was provided in-an -

attempt to.penetrate the communication variables

that often occur within an organizational unit’ - -

. . b - . .
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CROSS CULTURAL COMMUNICATIONS

argaret LOrralne Danty*

¢ « Breaking Throqgh Imaggé .

k]

r

- My name LS Margaret Lorraine Dancy I fepeat,
my name is Margaret Lorraine Dancy. Yes, you nhow
- - = know my, ‘name, but do you really know uho I am, or do -
- I really know:who you are? C(Can we get behind the ‘suf-
‘face details "of. accent. hair style, age,. c10th1ng and
skin color so ,that you can perceive the real me, and-
.. 1 can perceive the real you, and thus, you can under-
?l1--_ -;‘e@and my intended message and I can understand yours? -
_ ‘Certainly, @e must remember that real communi-
'_.cation means breaking through fmaginary_inagps:_ As
we.seek to break through some of these images, let
L us keep in mind: "What ‘counts in life is not $o
' much -the facts, but,the manner in whicH we see and
1nterpret them. "1 . Thus “in cross- cultural communj-
cations it 11.part1cu1ar1y our pre- conce1ved images
that cause difficulty: What is our image of a child -
who is poor? What is our image of a ch11d from a
' Mekican-American background? What is our image cf
t -a black parent? [ repeat, real commupication meanqg 1
. breaking through images Only then can real communi- ﬁ
cation take place aCross cultural lines. ‘[ ) ol '
in this presentation, we will examine angn;f1- K
_cant components in effective cross-culturak commu-" A
& © . nications. Webster's d1ct1onary defl communication © -
' as a process by. which meanings are exchanged between
‘individuals through a common system of symbols. A °°

- ~ v ) - -
P "Margarct Lorraine Dancy is a graduate student in .
. socielinguistics at. the Unzvers1qy of Michigan, Ann
. Arbork\n1ch1gan .
; . ) | L
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~ same symbols we use if o r messages ‘dfe to be cor -
, rectly decoded.

f

< » few words in french! Jven 50, we managed to get

RIC
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small key word which can- eas:ly be ovefloeked in this
definition is "'common;, " as in "common system of. sym"
"bols.® This small word reminds®us .that. the person
with whom we wish to commuh1cate must’ utilize the

u

In othér ords we must ra1se the .., '
‘question: Do we share a ¢ mmon system of symbols w1th
cur pupils so, that effectiv communication can take

place? Cpmmunlcatlon implie4 that a message has -
reached it% intended destination and has been correctly, -

decoded. To communicate crosss Culturally, however, o

" 1 even more involved. ° \;
g

. First, we mest deal with As we focus
oft éffective cross-cultural comm ications, I would
- suggest that we highlight this c:&mentq "To achieve
understanﬁlng, we nged to wantslt.'z In other word
remember that no matter how much we\may learn 1nte1 .

‘lectually about persons in another .culture, we must|

ges.

L]

)

want to commupjcate with persons, {vom that culture -
1n order for effective communication to become.a re 1i-
The above principle must underlie everyth1ng

zat1on.
else wh1ch is mentioned here, or we run the Tisk of"
engag1ng in K fruitless 1ntclleq;ua1 exercise.

One of my favorite authors on the subject_of , .
communication is the Swiss-born and French-spgaking
psych1atr1st, Paul Tournier., Paul Tournier relatés ~

a story which alludes to a ¢ross-cultural encounter
with ai American doctor from New York whom he'had L
:a chance to meet: "He (the American doctor) 1mme— '
duately impressed me as most likeable. Yet we had
qu1te a-preoblem in pnderstanding each other bezause

‘I speak only a few words xn Ln;llsh and he but a

through to one anothd} for both of us most ardently
. vanted to."3 This, indeed, is the key@that unlockg
that door to cross-cultural understanding in‘then

LY
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_been trained that talking equals communication (T=C)J"

) of it is falllng on deaf ears--not because our ears

"ERIC

I A .1 7ox rovided by ERIC

_ . » .
- t

-

classroom--we must want to communicate Fffectrvely
with_ our ‘students. = - ' .

¥

Verbal communication is a special problem.
Middle-class America, in particular, seems to-have

This could hardly bg.further from the truth, - Thefe
'is, indéed, much talking in Americé, but alas, much

cannot hear. E%t begguse tod often we have chosen

potéto hear. Tournier valls these "dialogues ot tie

deaf.!" He says: ‘'We must be reminded that, the . o
first cond1tion for mutual understandrng is the desrr

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

stan ing... .This brsdc attitude toward understandzng -
is rarer than we think. Listen to all the conver- E _
sations of our world, those between natrons.“They ‘

are for the most part di%logues of the deaf, Fach
ene. speaks primarily jin jorder to set forth his own

L

idgas..:in order to entance himself...2% Let us
endeayor to break through these images as we

munrcatrons is all ‘about,

a Socivtinguistics As a Tgpl to Interpret
Communication Cross-Lulturally

a . - "

We will derive our model for discussing ¢ross-
cu}tural commun1cat10ns from the field'of. soc1011n-'
guist1cs. Socxolingu15t1cs is a relatrvely new dis-
C1p11ne. This E1e1d *has the tools 40 interpret . \
commun1catkon cross- culturally Socxolrnguistrcs is | .
2 branch of linguistics, while 11ngu15t1cs is a study ! o rile
of . 1anguages\ and their 'structure. Soc1011ngu1¢t1cs " a
takes the study of, language structure a4 step fur*her
by study1ng language in its sociai context, This new o

u
“r
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d1sC1p11ne has 11nks with the .ields of anthrOpology, .
social psychology and sOC1010gy . T -

‘In the book Language and Cultural D1ver51ty, “
th1s observat1on 1s made'

i - - . R b
-
Although sOC1011ngu1st1cs is,a relatlvely . )
new area of study, and 1ts research techniques _-3-~
and concepts still in the developmental T,

) stage, the s1gq1ficance of its findings to

oy education is already enormous;, for socio-

lirpuistic conflict in the cJassroom is one .

) of the most potent sources of problems in
cross-cultural communications between teachers
and students, Many m;sunderstandlngs ar1se .
'over the intent of messages when* these are L. R3

esent and received in diffeyent dialeets or’ L

languages. And institutional depreciation e T

of students' speech patteyns both prevents

an adequate evaluation of/ their verbal abil-

ity and helps alienate them {:om the teacher

‘and—the- goals of educétion.. Spanish detention

and yhippings for speak1ng Navajo stili haunt /‘ {

many' schools, serving as a‘rem1nder of the )

trad1t1on§1 attitvde of the dominant Anglo b

. majority toward the educatlon of m1nor1ty

groups. 5 [ ’ o !

.

*'l_"“"--\

Indeed, there is a need to d&termine how the séh Zl's .-
language ¢ode conflicts ot agrees with the child/s
language code im int?fpreting messages.

“Hymes' (ntevactionist's Mddel of __Language and yocial . 7.

R = Yte 1 . e
A \ |
In analyzing compdnents of cross-cultural com- .
\ munications, we will lobk at the Ipteractiopist's
. - Model of Communication which was developed py Dell .
- v 5 . [
& T B
. /
Q . Ia
_ E lC ) ) U . ' .
--wamwﬁ? - . . L : R




= . Hymgs: én\anthropqlogist—linguist at the University
-l of Pennsylvania, This model views languége within L
. the social context 6 Therefore, one begins the ‘3
ka analyszs with a social entity, rather than a 11n-5
guistic unit. Th1s sbcial entity is the spcech Com- .
N munity. The concept of ‘the speech comﬁﬁnity will . % - L
.: " " be .further analyzéd later in this discourse as this
X _ concept is, vital o the. Interactionist's Model dnd ; ;' :
<. .- /cross-cultural communications. :
A ! Language Field and Speech Field - Let us now
[ examine some furdamental concepts in the Interaction-
ist's model of cross-cultural communications. The

4 concepts,'languagc field and speech field are corner- .
' stones of the Interactionist's Model. These two
factors, language E1eld and speech field, intertwine.
.fanguage field can be defined as a area de11m1ted by
one's repertoire of- }ar1et1es of a language or lan-
guages. In other words, our language field would be
those languages, or standard or non- standard varieties
wisHin a language, which we can use for verbal expres- .
sion. ffor you and e, thc,;gnguagc or languagcs we :
know constitute our language fields. )
Hymc% writes of this example of language f1e1d’
"In the case of German, Czesch and hustr1an natives, . %
the Czech knows no German, so he is in a different
language field from tﬁh Ge.man speaker, wh1;c thc
Austriap who knows bcrman would be in tﬁe “5LMe ian-
guage field as the Gevman, speaker,’’ '3 i ke R
Here in the United States both blackgxand whites
speak a particular variety oﬁgthﬁ hn511eh language, .
- _ There are both stdndard and non‘ytan&afd var1ot1e;\
"“""‘<=*uoﬁhbnglt+h,_Juat_da_therc are standard. and ﬂbnvstand
' var1ct1es for all languages. Indeed, the stahda&d
\\ anlibh speaking teacher in the schools can u9uﬁrly .
understand the Inglish of his or her black pup115,' \
\even if this variety of English is non-standard. ,
hlso,"such children can usually understand the teach-

1
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Aruitoxt provided by Eic:

- tings and act1v1t1es - .

as we again use an,111ustrat1on from abroad. These T

er's }arietf of English This is becqyse the teache; .“
and the child would beiong to the same language field.:
Yet we' shall see that a common language f1e1d is .
far from enough for effect1ve cross-cultural commu- %
nications, Th1s twa- pronged concept also calls for LT
consideration of one’s speech field, ’ ’
Speech field is defined as being delimited by
one's repertoire of patterns of speaking. This term
refers to that area which shares rules of speaking
for such socizl contexts as greetings, accepting or
offering favors, giving comménds or deciding what )
should be said next in a conversation. . Rules.df ‘ o7
_E_ﬁﬁl_E would be thosé ways in which speakers asso-
ciate part1cu1ar message forms with part1cular set-

- ﬁi)‘{‘!l‘

".J
3.8
R

Consider Hungary, Austrla and southern Germany,

countries would be considered a speech field as there
are shared speaking rules among these contiguous
lgnguage groups. In other words, such speech rules
as the rules for greeting one another would be the
sﬁhe in each area. (Ex. Such rules consider: 1In
a speech situation, does the sYder person speak firsgf
Is only one word -sufficient for a greeting?) Thus,
though the Hungarian's language may differ from that
spoken in Austria, a tungarian would feel at home .
in Austria w1th1n the social contdﬁt of the commu- . '
nicative situwation, . " : SN
~Much closer to hiome, the speech field of urban,
innerhclty black vouth might just include New York's
Harlem, as well as Los, Angeles' Watts area. Here.
the rules of speaking in the social context wquld
probably have wide agreement. Thus, yhe rules:for'
greeting ("Give me some skin," "What's happenln'
man°") would be Slmlldr in Harlem or Watts. Rules

-~
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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
o middle-class America just a few blobks away. More
ffv . specifically, black children may be unfamiliar with
he rule of speaking in middle class America which
avoids conflict in educational settings througﬁ”
the use of the extended message form. Rather, the
teacher whose speech field differs fromrtﬁib pupil's,
speech field misinterprets the student's precise
»messapge, Note this ekamplc:' A teachér emphatically
‘tells two students to éo to the library_aﬁd check
;- out particular books. Student A (who has no iﬁténtiqn '
 of going to the library) responds: "I don't think
I would care to gct‘a book 'from the library today,
o but, I migiit check out a book *omorrow." Student B
‘ (whe also has no intention ol going to the librgny)
responds: "I will not." llere we have.examples of ' _
» - .children from twc different speech fields. Student A" *
belongs to the same speech fieid as the teacher so )
he is aware of the extended message form which would ——
be a part of the speech rule for disdgreement thhln ) ’
_an educational setting. Student B's speech fleld
on the othar hand, differs from that.of the teacher
so his message gets misinterpreted as impolite. In
his classic work, The Logic of Non-Standard English,
v William Labov has noted that the differences in the
use of mitigating Corms between blacks and whites .
in the educational setting has often caused misunder-
standing. Labov observes that the chxld caught in
this cross-Cirec needs to understand ‘the hlghly devel-
“oped forms of language used to avoid conflict betyeen
individuals in fdce to-Tace cncounters.d To Labov's .
statement | would add that the teacher also needs’'to

put forth effort to undcrstdnd the pr;cise message\
’ k.
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- o ~ form of :uch a student. Such a ﬁessageﬂﬂﬁéa not be
F: “_ intended to be impolite. Indeed, the child simply
; : ' "may not know the school's speech rule for dzsagree—
SR ,"‘ment which calls for the extended ‘message form.
Therefére, Student B and his t=acher belong to dif-

C. ferent speech fields, Certainly rules for speaking.
: _in the social context in some black communities may .
T ~ be radicallf different from the speaking rules in.
" the social context in the white community.

‘Lt is my contention that the failyre of edqgators
to understand this important 3001011ngu1st1c princz—

e

»

_*? __p{e as to the difference between language field ahd )
- - speech field has causeQ much efpss—cultural misunder-

Ny standing. The child caught in the cross-fire between
N

d1f£erent bpeech fields within the educatzonal setting .
_ e1ther becomes withdrawn or remains in continued .

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

) not be¢ause he lacks ability, but because the child
does not use the mitigating rormScof the school's

- " -.speech field. ’ c .
AU We have alhays assumed that if a person spoke
'Lnglzsh we could understand h1m or her. Illowever, we

must remember that we understand his language, hut
nqi 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 renlizc when we are npply1ng°a particular
rule of Speakuubﬂ—~h§iﬁ'ruleb include rules for
S gTectings asking directions, making a point of empha-__"
o tis or making a request, Thus, .1 .could not gnow all ‘ |
the subtleties of Mexican-American communication-- '
~ such as when to spcak,_when not to speak, how loudly
. to speak, when t- ‘speak in a friendly tone or when
to speak in an angry tone--nd matter how much Spanish
I had lcarned unless | had taken time to learn the

o : | : ’ 52 'e;T;""*ﬂ;'ﬂf’h—-ﬂ-f-ﬂpﬂr
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-———~—-£hen_13—a speech community’ A speech community is

LY - - “

t'rules for speak1ng as we11. Indeed, a shared lan- .

guage ‘field is not enough for effective cross- -cultural
commun1cat1ons. What then makes for effective cross-
cultural commun1cat1ons° Effective cross-cultural
communications must merge one’s language.field and
speech field into & speech network. ) . : .
. Speech Network - Speech*network is the term
which IEfers to spec1f1c linkages of persons throogh

“shared varieties and speaking rules across communities .,

It represents the total range of communities within ~.
which a person s knowledge of. varieties and speak1ng .
‘rules potent1a11y enables him to _move cqmmun1cat1ve1y.
Indeep, a ;eacher s speech network should include

not only thé minority child's language but also the ~
‘rules of speeking which this child brings with him
oriher. to”a communicative situation. Likewise, the

“minority child who knows the language and rules of
.~speaking for "uptown".(h{s'own turf), as well as

«fdowntown" (the middlelclass business community)

is cqgmunicatiqg 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. .Nok

surprisingly, we will find our speech network is .-

- narrow and limited culturally: . Few of us really

Q

have attempted to seriously understand those_who
use very different patterns of speaking.

Speech Community - A speech network is composed
of a number of d1fferent speech communities. What

2 ‘community of human beings*sharing rules for.

conduct and interpretation o and rules for .

T the inter ion'"?‘gt—Ieast one linguistic variety.
- Oth conditions are essential. :

! . .
In the desegregated school, problems in communi-
cation arise, not qecause children are poorer, or have
] .
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. working mothers, etc., but becau%e there may be two

; ﬂlfferent speechrcommun1t1es 1ntéract1ng with d1f-

- \f‘ _ ferent rules of speaking. Suppose a mnew student
entered yolur classroom from a West Eu?opean country,
such as France., This French child already 'shares -~

.'the same'bas;c speech field as American.children.
_ ) Rules.for greet1ngs and asking requests are similar.

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

lgnguage in order to’ fac:fitate her adjustment, I

f'-' - contend that it 1s _the shared speech ,field (rules of

b speak1ng) that has helped make it ea51er - for mqny . \

persons: of a West buropean background to assimilate
1n the Amen1can middle-class. A person ‘with a ‘West ‘ <l

.- European background entered the -United States with '

only .another language to learn, namely English. Such.

~a person already shared most of the rules of speak1ng--"
rules for politeness, sarcasm and anger are all
expressed-similarly -in these European communities,

The. world is gett;ng *smaller,™ Thus, cross- cuftural;

- probIems will not be resolved Just by 1earn1ng the

. language of another culture. Rather we will -need-

knowledge as to how to get a message correctﬁy inter-
preted in th&t cultaye. This is especially signifi- L
‘cant as wehcommunicate with non-Western European cul-
.tural groups, such as cultural groups from Asia, the

iM1ddle East, and Africa. . T

. Speech Situation - Another component in the ~

j v, .Interactionist's Model of communication, is the speech

situation. {§peech situations are those situations
. within’ “the speech commun'f"nssocrﬁted—wzth*vr“mnrkeu
. by the absence of speech. Within the American School,
speech situations would ihcldde the reading period, )
music period, assemblies, recess time, lunch time, .-
play .time after school, scout meet1ngs and parent

) teacher meetings. Speech QJtunt1one 1ncorporate varied

opportunities for persons to talk or not talk.

B 54 : 5
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Speech Event - Within a speech s1tuat10n, we cah .
garrou down specific qpeech events. A speech event
occurs within the speech situation and is governed
o bx rules.® Thus, a group read1ng period is a speech
¥ situation. Yet, the teacher's conversation with a « p
%4;-- ‘particular 'child as she or he assists the chzld w1th
difficult words is a speech event. .

- ..As we_summarize our analysis of speech situatidns__
S and speech events, we can then note that we pay little
=:", . attention to such communicative details as who .speaks
-first} whether our mother's voice is loud ér‘very soft
“when she ca11§ us, Such factors do not usually oper-

ate.at the conscious ‘level, Yet, the. culturally dif-

Sl ferent child must learn the rules of speaking for

" Tearn the rules for a request to be-"excuséd " riiles
e A8 to. the dégree of loud vocal tones permissible
K in the lunchroom, the rule regard1ng tattling on a
" student after a flght at recess and many other rules.
From this discussion it now should be evident -
. that for effective cross-cultural communications'wg
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. ' R
. 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 Are entrusted

to us- for their education:

If we speak with the tongues of experts and T,
consultants and have not lévp, we will have

nothing but the noise of our own veices and .
clinging of our pet ideas: ~And if we dbvelop ' ,
new mephods, and write new curriculum and lsarn

-
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" new technidhes} and if we understand all about
group dynamics, so as to remove all probrems ’
of schedule- and d1scipl1ne “but have ot love,
we are noth1ng. 1f we give all that. 'has hap-

.« pened before, and deliver ourselves to practice

a\ynew prOgram; but have not love, we gain nothing.

L

PR TR P
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A - . Love never ends; as for conferences, they
f-- . w111 pass away, 2s for camps they will- cease,
L as for leadersh;p_xralnlngmschanl&+_1hey will
"~ C.-s. _ . pass away. For 6ur methods™4re imperfect and
- our plans are impgrfect: and when the perfect -
comes - the impérﬁect will pass away. When |
was First recognized as an expert and 2 consul-
tant 1 tried to cease being enamored with myself
and spedak out of humility. For now we see our-
selves reflected in ‘ur own eyes, but then face
to face. ‘And there will come a time when we 4
‘may be blessed to see the heart of what we are
doing, and then we shall fully understand. 8o
methods, techniques, group dyramics, regimen-
tation, bell ringing, small. group eXperiences,
wholesome recreation--there is all ‘this and
much more we could suggest, but greater than all
of these is 1313.9 . ‘
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1'1_‘ Editon's note: T&£3 and the 6a££bw£ng two articles
" have been extaaczed from A Primer for Sociab Literaey

‘A. Philosophic background

‘ ' 61 ' |
“ £

., & SOCIAL LITERACY TRAINING -
' @1fredﬁAi§chuler* g :

[
t

Taa&n&ng Léberating Appaaacke& 1o t&e Pcécapttne
Problem, distributed by the ch4a£ Literacy Project,

- University of Madsachusetts, Amhexst., 1t is not

. copynighted and peamiaaian 1o aepndduce {8 granted

with the undenstanding that it w~££ not be sofd above
 the cost of aepaaddhtaah. ~

From the outset of the Snrial Literacy Frojp&t e

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

and methods of Paulo Freire, a Brazilian educator, '

who, in the carly 1960's dpveloggg.a new and apparently
Y

ef fective method of adult literg&Cy training, (bre1re,
1976 (a), 1970 (b), 1973, undated). In six to eight

- weeks, 80 percent of the participants had become funé-

tionally litérate. Based on this success, the Brazil-*
ian government sponsored a massive national 11teracy
campaign, until they yealized the deeper 1ntqnt1ons

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

*and the government transformed the program 1ﬁto a

large -scule effort to politically socialize and domes-
ticate the illiterate magses .1 ey
I, The nature of literacf " *
For. Freire, liferacy is more than 51mp1y learning
to read and wr1te the convent1ona1 1d1om._ 1t s a

*Alfred Alschuler is a professor of educat1on 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 perlod by numerous
people; .
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. much broader problem—qolving process involving
nam1ng problems, analzz1ng the’ causes, and acting to

K soIVe the problems. Fgr instance, quant1ty is a ’

a—fundamental aspect_of reality. In math classes stu-
- éents ‘learn the names for d1ffere
(numbens) and how to nalzze
between these quant1t1es (m
: de& in). They also Tearn ways of solving problems,
: (mult1p11cat1on d1v1310ﬁ, sﬁbtract1on, add1t1on%
raising to a power, solving equat1ons ett). Not
) only can students play w1eh numbers divorced from
?-:rea11ty, they cdn apply these" names, analytic met s,
~ and’ problem-solving methods td veali_>. They are
. 11xerate-w1th numbers every t1me they name the reality -

-

quantities
ic rélationshipe

P addltlons and subtractgons, and solve a f1nanc1al
preblem by either saV1gg or spending. Without this
basic numeracy~(peing 11terato with nv* -s) we would
be less. powerful in 501V1ng all kindg of problems

_ Frém carpentry to planning more adequate t ranspor-
% tation facilities. using census data,’ ,M_uw“isr

powerful, So are chemical literacy, physical'literdqy,

“aid b1q10g1car literacy. All grant the literate

¢ °  pcrsoh power to name, analyze, and splve probleme.,'

) Erom this perspective most people in pchools_are___-
SOC1ar1y illiterate. Theve is no shared formal vocab-

- ulary for namlng problemat1c social relat1ons, no

. eﬁtdb11shod mgthods of analyzing the causes of 1nter-'

,_persanal conflicts, and no regularly, practiced, effec-

. tive methods of solv1ng the basie, social problems.’

’ The fundamental purpoee 6f our project has been to
in¢rease social, 11teracy 1n and thrOugh ‘the process

"

-

of educatlon - S - -
2 Stapes of 11teracy . @

#

Ffelre nas identified three developmental stages

.

*or syndromes in the way pecple name, analyze, and )

of the'ir bank aqcount balance, analzz the upcom1ng .
L.k

¢ than, less than, i 1lud- -

,‘.




JAttempt to solve problems.: It is here that the

" -radical goals of his traipfng became clear to the
_ “Btazilian governmept. In the first state of literacy,
P -cbnforming-to the situation, individuals are "sub-

. = . mwerged" in reality. Only basic obvious survival

%3 . - psoblems are named: poor health, lack of land or

L2 "7 ‘mioney, etc. The causes of their situation seem

-'_ " magical: fate, chance, luck, or God. Little, if any,
. ;action is taken to change their siéuation. -"Living .
_ with the situation,” resignation, passive acceptance,
" and walting characterize the "conforming' stage.
_/{ndividﬁals,at this stage of literacy pose no threat
S to governments since the system is seen as 1nev1tab1e
. ard proper, no mattev how painful or OppreSSIVe that

0

government may be. \

y;_ ) At. the next stage of literacy, reformlng individ-
= ua13, problems are scen and named in 1nd1v1duh}s who
) deviate from their expected or ideal roles, e.p.,,
L "] am poor because I am not educated " "I was kicked
~.out of schoul because I 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
o if individuals. reform, everything will be fine béqguse
the economic or‘political or educational system is
b&sically 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-
. . teimn (the government, the school, etc.), since they
' are trying to change impEf?Ect people rather Ehan to

ey

correct an unJubtvsythm. _ ' . v
) At the thlrd ﬁtage of 11teracy, traneformlng the
T system,’ 1nd1v1duarb ate cr1t1ca1 of the system, see

their problems as causew bv unJust, 1neqU1tdh1e, or

inhumane rules, pollcres or hnrmq fhﬁt victimize them,
;: .'- -‘
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e.g., racism and discr
are seen as the causeg
of minority students.

iminatory policies in school
of disproportionate exclusion
Inappropriate subject matter,

’tea¢h1ng practices, and dysfunctional disciplinary

procedures are seen as
academic performanco1
When the problems are
groups of individuals
tranﬁform_thosé rules
than passively confor
reform themselves and
the system itself san
mation*(i.e., democra
solving and decision-

cmergence fyom the

‘acceptable goal.Z
3, Literacy traf

stage of literacy posrs little threa’c.I Hoyever, in

Brazil during the 1960's, Freire'
cratize the illiteratie populace by facilitfating their

conforming stag t T i
stage and then to thﬂ trans(orming stage /was not an

> the primary causes of poor .
rather than defiqits‘in students.,
named and analyzed in this way,
collaboratively attempt to
.‘policies, norms or laws rather
ing or naively attempting to
others, To the degree that
tions collaborative t ians for -

i¢ participation in problom-
aking) the cxistence pf this

|

$ attempts to demo-

stage to the reforming

ning

Freire's literac

steps (Freire, 1973)

individusls arrange w

or organization to si
guage, and actions,
\in which both the ou

, L
scck common gouls of

~siders then spend ti
studying the specifli
“tb) Naming:

conllict

fes
daily life. Typicall

E

Aruitoxt provided by Eic:

fudy that group's
fsiders and the group agree to
!
In discussion sessions theloutsiders

and leaders of the group attompt to deline the central
in the situation.

ted in literally Hundreds of speciflc Yays in

1
. plq who have greater power or status than qq

of four

y training consist}
() Entry: A team of outside
ith a group, schodl, community;_

hought, lan-

This is a volunta association

increased literac The out-
¢ hecoming as deepnly immersed in

group's existencelas is feasible,

.r" .
This Lonflx t*is mani-

it involves .ofe, growp of peo-
other

4
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Aruitoxt provided by Eic:

. conf11cts as problems to be understood, whicl, when .

way??bﬁymaintaining people in the confovming and e

ERIC

.\ f

-or'instance, Freire claims thai THE central

gqup.
conflict of pur epoch is domlnat1on {c) Andlxiing:
When this. cendyal 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 '
_theu re- presents to others the names of .important

" the causes are comprehended, will lead to collabor-
ative action to resolve the conflicts. For example,

in Recife, Bfazil, "Favela" (slum) was named a central
conflict experienced by all the urban poor in thit
__group. Not only did they learn how to read “and write
this word and its 11ngu15t1c variations » they explored
the systemat1c causes of living in a slum and group
action necessary to improve their living conditions.

The content of literacy training is not prescribed s
in a fixed curriculim fov all groups and situations.
The central conflicts, words, causes, and actions are
drawn out of each situation. Traditional packaged
curricula and prescribed objectives are apﬁropriatq
reforming stuges. But, according to Freire, only *
through problem- pOblng, true dialogue, and collabora:

tive prohlem solving do groups move tOhdrdS democrdt1c —_—

part1c1pat10n in transforming the proolems in their
509141 situation. e s

B. *rhe history and nature of social literacy ‘training

~ 1. Entry into the Springfield schools
in 1971, three members of the University of
MdSSdChUSOttH Sc¢hool of lLducation in Amherst begdn a
tong~ term series of consultations in the sirgngf1qlq “
School System with the sanction of the Superintendent,
Dr. John Deady. We chose this "social %ltUJtlon" .
because it was the urbfn desegregated school system

p 65
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[,y .- .closest to the Un1ver51ty However, bu11d1ng 1n1t1al

7 trust and collnho}at1on wig peither quick nor assured.
Traditional city- up1ver51ty differences had been

) rqiﬁforced by-severql‘previous failures to sustain
.cooperation. Univéfsgty members had spread the word
that the Springfield School System was hopelisgly
conservative, when ih fact, the University was quite
insensitive.to the 9ons£nnt need for contyol and
security. The school s&stem staff condemped Univer-

. sity members as,quixotic radicals, when in fact the
city was insensitive to the nceds for mnjpr improve-
‘ments. ) '

on the agreement that'initially we would spend up
Jo twe ycars, if necessary, “doing"” nothing but
attempting to identify the central conflicts in the
-rbchool system. WNe concentrated our efforts in the
onc junior high school with the highest percent of
black students (then 38 percept in a student pbpula-'
" tion of 1,200) and a principal reputed to be the most
innovative and to have the greatest fortitude.4. We
“ observed and talked with students, facul(}, adminis-

o
A trustfng collaborative relationship was built )

- trators, and parents 4n classrooms, bus stops, hall-
ways, washrooms, cafeterias, athletic fields, and
guidange-offices. We spent scveral wecks sitting
in the front office observing activities in this
orpanizational nerve center and scveral days followirg
one group of studerits from class to class through
the day, as well as rvemzaining in onc classroom while
different classes pusséd in and oyt. .Finally, R. Bruce
irons oexamined all veferral: to the front office
during the Fall somesters of 1971 and 1972 to scek
clues to importunt problems of conflict.$

ra ’ ,
06 -
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A Fuirmext provided by R

Mthe battle for students' attention” as the central

" and unashamed dozing). ; . .

. students' attention, we developed 2 measure of Mutu-

Onlty a bmdll number of classes we observed have
© MALT scores above flftV percent.

- > N N H - - .' -
_battle-lor students' attention is the “discipline, .

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

ERIC

2. Naming the central conflict: the battle for
students' attention, called "the discipline problem"

We conducted several horkshOps and held weekly
d15cuss1on ‘groups with members of the social stud1es
department, As a result of several thousand hours- *
of informal study and group reflection, we identified

conflict.  Kh this junior high school, most activities
are designed to capture students} attention and focus
it on the instructional material: trufnt officers,
bells, hall passes, tardy notes, roll taking, hail
ponitoring, assignments, coaxing, cajoling, threaten-
fhg) punishing, rewarding, P.E..announcements ("May

I have your attention?"...}. ‘ :

"In competition with thls impressive Erray of *
po&erful externdl .forces, there are a numbér of forces
inside the_students, an array of "inner concerns:"
clotﬁes, “face" (pride, desire for recoghition, self-
concbpt), friendships, "playing the dozens" gthe
ancient.game of mutual insult), active student resis-' -
tance (such as the parade to the pencil sharpener
all during class), angd passive resistance (daydreamrng

ir okder to assess who's winning this battle for
ally Agreed-upon Learning Time (MALT) (Appendix
3a). In most classes the battle is a stand~off .

We decided thnt the best name: for this continuing
problem" because the gubject.matter~(disci21inel. the
means that encourage students to regulate ‘their own I

behavior fsel[-gisciﬁline), and disciplinarian activ.
ity are atl failing to sustaf& students' attention to

7"
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B 7o provided by exic [

A

the instrq;tional material. TIn o;her words, the
first purpose of.more relevant subject matter, improved
teacher student relationships, reater student'self-
regulatlon, and more appropr1ate dlscxplxnarxan prac-
;1ces, is to increase attention to learning.

. The d1sc1p11né problem is the central conflict
in th1s, and numerous other junior high schools.

=" (Clearly jt ‘reflects "the fundamental confljict of

.

L4

Q

ERIC

.our epoch--domination” in at least two ways. First,
while the vast majorxty of spec;fxc d15c1p11ne con-
flicts involve both students and a teacher; only o~
students are punished, referred, detained, suspended,

‘e,

---'""‘"———:—-

[
»~

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

sistent with national norms reported by the Children’s’
Defense Fund (School Suspensions, 1975) that thel
burdon of punishment for discipfine conflicts falls
d1spr0port1onate1y on black students, compared to
white students. The dlqc1p11ne problem is central
also, in the sense that it is a prime cause of othér
problems, e.g. suspensions, lost_ learning time,’
dehumanizing labeling, subsequent juvenile delinquency.
If only the consequences of the discipline

problem are treated, ec.g. reducing suspension, théen

¢ "emrc" of a.symptom could actually intensify- .
the central ¢onflict. For instance, executive or legal
fiat cculd reduce suspensions by simply prohibiting
them for anything other than "dangerous offenses.”
(In Springfield, "assaults” accounted for only 14
perceﬁt of all long-term suspensions in 1974-75. The
roemainder involved non-violcnt,interpersona; cdhflicts.
and violations of school rules). While this would

- reduce the supension-symptom, just as aspirin réduq?s

the temperaturc accompanying disease; it would increase

-the stress and conflict within sthopls by taking away

one option available to administrators for cooling
off hot situations. Certainly there need to be addi-

. . 68°
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= tional constructive alternatives to suspensions, but

. ulﬁimatély, the ﬁEed for suspensions and the alter-
n?tives must be reduced by reducing the number of
'-referrals This in turn requires a reduction in the
- T .amount of.giSCipline conflict in the classroom. Or,
put positively, soltitions to the central conflict
must transform the battle for students' attention
_into mutually agreed upon, meaning ful 1earning, and
resgegtful, collaborative human relationshig§ for

.~ all people in classrooms.
3, Analyzing the causes: discipline games
We'have éttcmpted to analyze the causes of the

discipline problem from a system-blame (transforming)
rather than'u person-blame {(reforming) perspecti\;e.6
- _Speéifically, the systcmafjc battle for students’
' attention ¢an be construed as .a gamc,‘a contest between
- educators and students to focus students’ attention
in cempeting .ways. Just as the rules and roles of
football "cause™ certain types of behavior to occur

. .on the field while prohibiting other types of bchévior,

N 50 tpo the rules of attention-getting games in schdol
"caﬁse“ people in different roles to bechave in pre-
hictable ways., The analysis of behavior as a function
of gamcs'has.ﬁccn applied to individual linghistic

.chotic interpersonal relationships (Berne, 1964),
children’s behavior (Roberts and Sutton-Smith, 1962),
students' beh#évior (Ernest, 1972), behavior in the
classroom and ¢ultural patterning of behavior
{Alschuler, 1972}, and juvenile delinquency (Empey,

s 1971).

. -Games are chdractcri ed by rules, scoring sys-

tems, obstaclcq that mus t be OVCLCOHC to score, and

a mcthod of decnsion maklng In analyZing attention-

Lettlng, games in school we identify the implicit or

explicit rules, the payoffs or points, the nuture of

. . 69
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Aruitoxt provided by Eic:

. and the focus of decision makigg__lﬁLbame identified

ana1y51s of déne frequently occurring game,

',s1t down. -

- - .

the séoring system, the obstacles to making pointg,

and analyzed 35 attentdion-getting games played r._u-
lafly in school The f0110w1ng example 15 a part1a1

B

.

The bell rings,

Students group around -the teacuer with questions
and comments “I forgot my homework,' *Can I get a
drink of water?" A few students talk in the corner

~ R

The teachet askb each student 1nd1v1dua11y to

Other. students come up who didn't hear, or pre-
tend.not to have heard the tcacher's request. -
The teacher's voice rises sb that the whole T

class can hear the command, “All right! Everybody
sit down, C'mon.” )

Students move evey 50 sSlowly to their seats as
if only. an°intormission warning bell had sounded.

They chat lei:?prely as they move.

- The teacHer becomes impatient since it's diffi-

" cult to take attendance. Ofton a threat occurs here,

Still some students get up, this time to sharpen

~pencils or deliver a-note.

The tcacher '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 théir seats quietly cager to begin the
lesson ‘when the bell rang. The purpose of the "milling ~
game"” Is to delay the opening of c¢lass (i.e., decrease
attention to learning). If we were to create a rule-
book for'now teachers and new students on “low to

PN
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Aruntoxt provided by Eic:

Ay 3
Part1c1pate in the Milling Game," it would be short
and simple.

?o new teachers: «
"1. Answer as many requests as possible"withih
) "reason. ]
. 2. Beware of questions about you} favorite topic .
. " that have nothing to de with the course, .
3. Anger is 0 K. to a degree, but you lose
"~ points if ‘the students get to you,
4. Don't get hooked and turn your back on the
' _.._ Class. L L -
- To new students: ' ) T -
1. Always ask quest1ons as if you really wanted
—_— ;m £o know the answers, )
2. Provoke the teacher, but not enough to get-
- punished. You get points for how cloée.you
come~to 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
nist be some powerful gratifications or big ?poinfs,"
to continuc _our analogy., As best we could deten-
mine, students got to be part of a team, “enjoyed
beating the system, and got attention from both their
peers and the teacher, though for different reasons.
Teachers want to be'responsive, to fecel competent, to

_w'haVe students’' respect, and most of all, they want to

help "students get what students want.

Notice almost all of these needs are legitimate; |
vu‘tuous, innately hlliﬂdl‘l, and usually inoffensive.
But when the milling game is the seans for satisfying
‘these needs, they become mutually antagonistic and |
ofgen'destructive, most of all for students who get
kicked out of the class. In this game the type of

" w
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' 71

. bl

7

L%




.

] " scoring system is "wip-lose." Either teachers win

= r . and students lose of visa versa. One purpose of I

“ social literacy training is to help teachers and ) .
students collaboratively tfansform these compet1t1vc
conf11ctfu1 .win-lose games 1nto cooperat1ve win-win

sF, 0 ¢ learning games. _
4. Solving the problem
a. [llustrative solutions. We have found = |
it  useful to distinguish between three levels of the
system in terms of school'games: (1) ﬁémes governing
the interpbrsonél rcldtionéhips between two persons;
) (2) games governing an entire classroom group of in-
ke '_ dividuals; and (3) games govern1ng all members of a .
- " school. It appears that games must be changed -at
.all, three levels if ¢lassroom conflict is to be 515-
lanjeantly reduced. The throe examples below illas-
" trate the nature of socially 11ter1te solutions at ~

-

each level. . N
(i) 1ransform1ng an 1ntcrpcrsonal gameB
An eipghth grade inner city English teacher
noticed a student plaving with a magic marker wh1ch-,
~ _ " was against a school rule. When he refused to
) give the magic marker to the teacher she acc1dent1y
s brushed agnlnst him as she was trying to get it. The
= student erupted into a torrent of abuses and thrcdtencd
to "get'" her after school if she touched him agq1n.
The teacher sent the student to thé front office for
d1sc1p11ning '
The tcacher th been admonished #'to enforce the
.« . _ school rules for everyone's sake,” but felt caught i
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 of a stveet gang he, with others, had .
been building his veputation by hriting his name on
Aévcry available public surface. To have given up

. - 72 .
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the means for making his reputation would h ve_been

_of the in 1ntr1cacxes off living within-gang Lodes. .

‘dlecueslen of gang cddes by comparing their experl-

. S,

’
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a violatio% of the éang s norms.' Not to have retal-
iated when the teacher toucned him would have been "
a further violation. . ' o
_ The next dax the teacher analyzed thh the
class, the nature of the impasse between her and
the stident and role played the situation in qlass-
to0 see ;f they all could dlscqver better ways to .
handle the conflict. 'This led td a long discussion .o

- The following day the teakher contxnueq the _
ence$ with charactery in The Cool World, a book they i, 1
had been rendxng Ffom this they 1dent1f1ed some :
addltlonal reading in black 11terature, role plav1ng, Gk
I
!

" and other affective techniques. ) .

The improved class discipline began by collabo-
ratively re-naming and-analyzing the cause of the

. problem, then by transforming the relationship and

course rules to satisfy 'students’ and teachers' legixl s
imate needs. In this examplc, what began as a simple T
disciplinarian problem lted to a change in teacher-
student relationships, i(discipliné-ship), and change$
in the subject matfcr discipline which were collabo-
riiively dererniqed by the students and teacher (self-
regulation discipline). '
(ii) rraneformlng a classroom game

During his first year of teaching fifth grade
at an integrated urban private school, the teach- -j'
er lectured, assigned homework, gave tésts, apd )
graded students by etahdard he determ1ned The
class average gain 1n mathematics achxevement as,

-‘measured by the Stanford Achievement test for one

full year was 0.2 yearss Students slept.in class, -

day dreamed, or talked with their friends. He felt,
frustrated, incompetent, and angry at the students.

-
I
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gAlschuIer he dec1ded to structur® the mathematics

;_donts _Taney enjoyed it tremendously Then he
‘,._pnepaseﬂ""ﬁ_t the math c¢lass be set up like the )

.up contracts, play morey, score sheets, etc. Teanm -
woTk was allowed. The teacher became a ?oach, not a

ct1on% wete seldom necessary, c.g., Nhen students

Duripg the foliowlng summer the teacher parti-
czpated in a workshop that included a s1mu1at1on game

of a bu51ness. In consultation with Professor

claés as a bu51ness game He hoped that the rules
éhe s1mu1at10n game ‘that had been so exciting for
\hlm would have a, similar 1mpact ‘on"the students’.
_When school opened, he had the same _class of -
students to ‘teach, now in the sixth grade. First
he played the simulated buginoss g?mo With the stu- .

game. While the students agreod in goneral " they
had many sidggested changos in the ru]es and payoffs
[grgdé) schedule. They negotiated agreements, printed

director. Students were cncouraged to set and attain
their dwn goals. At the end of the 9ixtﬁ_grade the,
average gain on the Stanfofd Achicvement tegt‘for

he entire class was 3.0 years. ”Disciplinarian”

r*ad a comic beok, they were "taking a vacdt1on -

nét V101at1ng a rule. -
‘As 1ﬁ the first oxample this teadh01 began by !
Te! namlng tho problem as existing in the naturc) of”
th classtoom game, not in.students’ "mot1VAt1on oT ot
in leso{f. in collaboratively changing the rulos
of the math class they reduced discipldne problems,
incroaQod loétning, changed the teacher-student Te-
latipnship, and increased meaningful student partici-
pation determining what happened to them: the four
aspgcts of good discipline. o . o

(iii} Transforming a schopl game

wo years ago in. the same Springfield junior
high éthool, students who were latofto clpss_had to

. \ - - f Tw
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convince the classroom teacher that théy hhd a leéit- .

imate recason. The degatcs at the door took t1mc

" from class and in 127 instances duyring the f1rst |
_semester, rgesulted in a teacher-student confl;ct that
had to be -resolved by a referral to the froht;office:
" The next ycar 1ns§ead of berating students fcr being
late oOr teachers for the1r 1nab111ty to hqule stu-

dents, the pr1nc1pa1 changcd a schoolf/ylc. All
students who were late to .class went first to the
front off1ce to get an automatic "pass,” up tp three

The fourtk
a front office referral. This changc “in p011cya
reduced the total refetrals during the next year's

_times.

-

' first semester to:21,¢a‘dccrcase of over 100 referra;s.'

Also, it increased the amgunt of class time available
for learning since therc were far fcwcr doorkay de-

. bates, and fewer q1smlsqals for rcpcatcd offcnses.

These threce examples illustrate the types of

‘outcomes that result from social lgterdcy training.

) syncratic personal problems;

.to teaching in_public sch001§.
cult urban schools, this characteristic of the teadhing.

Obviously the next question jis how are these and
other solutions generate&. ) .t
b. Methods and techﬁiques. Most teachers .
wotk alone, isolated from othcr adults for the better
part of every working day, a pﬁbnomcnon aliost unique’
Especially in d1§ﬁ1-

role often makes teachers feel insecure, alienated,”
and tense.
informal prohibitions against talking about serious

(1}

Teachers' isolation combined with typical

cducational issues have several conseguences:

problcms common to most or ‘all teachers are not "scen,"

and as a result difficulties are misdiagnosed as idio-
(2) survival in the
clabsroom takes precedence over atte Y
or transform the games, since lnnovatlon i§ risky and

its tO- 1nn0\rate ’

threatens loss of conbrql, (3) teachers lack the *
A .
. 75 .
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and subscquent tlmcs they recelved .
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' collaborative Support of other teaehers that .could

__social_litéra;y support. groups for teachers are orga-

" school. Typigal

reduce their’ ribks and 1ncrease ghc1r power to trans-
form discipline games, Soc1a1 Titeracy trd1n1ng .,
respo‘ds "fo these problems and helps transform inter.
personal, classroom, and school games through two lnter-
relatcd methods : support grdups for teachers and
classroom facilitators, -~ B

. Li)-Support groups fox teachels. o
. /Like other types of consciogsnessiraising groupsy

nized .to name common problems, to analyze thé sy%tém-;
caubes of those problems, and bo provlde mutual’ support
in solv;no the problem. Teachers meet about once a
waek after school” to engage iy this process, aided by
2 number of techniques W -ha¥ developed. One tech- .
nique for naming the g@mcsiég play in school invoives ’
crezating a "survival gulde,™ a’complete slist of all

the formal and 1nforma1 ruleq. . These include unnamed v
norms of behavior like “pla) cards_if the teachers’
lounge; don't discuss edudational 1dcd§,ﬂ_apd public
ryles- ranging from "never let a,student out of clas’s
.with0qt_a pass 0 “aiwavs keep the window shades T
in the gfont 0 e, bu11d1ng at the same length," -
Usually th JAre over one-hundred such rules, per -,
tcaehers have few opﬁnons in . J .
es that Lontrol $O 1 mich of their: J 7 .
these ruleg pra@pce inner and:

following .tKese r
daily lives. Many

f1nterpersona1 canf11ct. —$fus; the 11st cbnst1tutcs ' .-

T

+
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alconcrete measure of teache §! oppre551on by the f\
system, and a ‘set of 'prioritized targets for change,

P e " A second method of $aming the social game of
schools 1nvolvcs a "stress hunt." (sce ﬂppend1x 3b)
Teachers 1nterV1cu cach oth91 asking such quest1ons
238, At what’p01nt during the day o yau -feel most,

" tirod?", "What.is fhe most emotionally draining activ-
ity of*the day?", "whai do other teachers say causes

L
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L greatest physical and emot1ona1 fatigug? Fropw .-~
oxten51ve list of strchcs, a summariged 1i5t o1 cen o
to twelve categories is creatcd On school's sum- . i

e )

fmet—MATy consists of the fullowing categqries: rigid /
)9 i curriculum, problems with parents, cllass size, dis- i
cipline problems, conflicts with the administrators, i\

destruction of school property, cle*lcalfpaper work,
lack of equipmen® and materials, lac of teacher input
..into dcc151ons, lack of planning tlmg, lntcrrupglons
. 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 noi Stress-
ful, stressful, or very stressful. ~The highest fre-
ducncy stresses were "interruptions™ and “discipline
'problemé’” Interestingly, when the same general
o proccdure was conducted with students they too iden- .
tified 1ntcrrupt1cna as the problem that buggcd them
.~.the most.

b i "

'\ A third tdchnique for nammg social problems
ﬂclpcd tlarify some prime catses of 1nterrupt10ns.
We havc developed a systematic method of assess;ng
Mutu’lll) :\glccd upon Lcarnlng Time (M;\LT) durlng a - e
class. Ten .tudents are 1dndom1y selected and observed
o ;cvcry fout mihutes in a 43 minute class for a totdl
. of 100 observations. At the observation, the rater
must ch1dc whether instructional material is present
,:'1‘ Ae.g., n discussion of a math I)IOI‘lcm vs. class atten-

%ﬁﬁ-- tlln to a discipline problem) and uhcthcr or not the
S studcnt is paving attention to instructional material,
; ' .. The MALT percentage is simply the number of times out v
of 100 that.students are pavipg attcntiﬁn,to instruc- .fq'
.. ticnal materigl. By obtaining many NALT scores in

two “junior high schocls we discovered that every time
. the P.A. syitem went on there was a four to cight
y ni,nute dlblllpthIl pcrlod in-almest every class$. These .
,'Lutcrruptlons occurred regularty in spite of a regu-

. O i }
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Aruitoxt provided by Eic:

in the middle of class to deal with emcrgenc1es

. they knoy hﬂh and believe that their elforts will

;/ . N
lation ncgotlatcd by thc te%chers' union formally
restr1ct1ng the usc of the A, system to the first
and last five minutes of class periods. Teachers who
conducted the§e stress and MALT analyses have organized
to ncgotxate solutions to thiis problem that will o
decrease thc stress without \ausxng new problem

for administrators who somet\res must ure the H.A.

Encouraglng a "transforming” level of literacy
is most pronounced when the tqachcr—groups (igure -
out the system causeé of the problems they have named.
Most of us have a pervasive, glt-level, unnamed feelin

. that the schdols in vhich we work are b351ca11y1demo-

cratic, uﬂbppressxvc, and sound, ‘and that most problems
ace caused by individuals who deviate from an ifeal
standard of behavio. expected by the institution.

The p{oblcms are iL students, theix 1.Q., their up-
hrinﬁing, their culture, their association with Ybad!
peers. Or, the cause is in the style of an adminis-
trator, or in the style of u troublesome peer Or in '
tha%.ﬁerson who's “'provably just having a Qad_day."
Blamﬁng persons not only aften prevents us from See1ng
worae ! fuﬁdamcntal system causc% but .creates an, advc%-
baryfrclatlonshlp bascd on uncharitable assumpt.; onq
While it is appr0p11atc to fecdl sad, angry, and upset
dbeup ‘the pain inflicted by individuals on all vic1
timsy, it is not appropriate to naxvely difect thatl
an3c at those individuals who.appear to be 1nf1|cﬂ1ng

the damagc Most people are doing their job the bist
ro-

S

motd the common good. The targets of social llterhcy
tra1n1ng are chaq;1n5 oppressive tdles; not the rolc
1¢hab1tants oppressive 30a15, not those who advoéate
them; oppressive rules, not the- hlq enforcers; op-
pro*-bn'c practices, not the prdctltllonors, oppreéswe
polxcrca, not the policy miket ; opqres51ve norme, .

£
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Aruitoxt provided by Eic:

" not the normal people who act them out.

We believe
in principle that it'is both more ‘humane and usually
more effective t9 see these distinctions clearly,
and to cherish al{%;eréons, while collgborativeli
acting to change oppressive aspects of the system.
Consider the following characteristic of many
desegregated. schools. The percent of black suspendees
often is twice the percenf of black students in the
schooli What is done about this situation depends to
a great degree om what people believe to be the causes.
mBiBéks can't get along. They come from %oor homes
where they are not taught proper discipline and re-
spect: They aren't as bright, as a group. Conse -
tuently they don't learn to read as well or as quickly.
This leads to conflict in the classroom. They'd
raether fight than adiit they can't read." This gxpla-
ngtion“blames thc‘qictims and generates cfforts to
change thém. 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 Feformed
or té}minated, the situation ;oulﬁ i@prove tre@eﬁ-
dously.™ 1his explanation, likc the first, blames
victims, for.it is a rare exception for a teacher to
enjoy conf{licts and expulsions. Most o[ten,'réferrals
to the front office arc paitnful last-resort acts
after all elsc has failed. 1In contrast, a system-
blame explanation focuses on the regular mismatch of
learning/teaching styles, 5y5temhqica11y misunder-
stood interaction patterns, system errors of omission

‘(e.g., personnel composition, textbooks, posters,

cafeteria Mood that does not include adequate repre-
sentation of diverse »thnic tastes). This way of
naming and vader<tanding the problem focuses our
energies on the system factors that victimize all
people, and waste and alienate tremendous human

{ )

resources,
N . "Llff
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! In social 11teracy training we blame the system

for our problems and exonerate all individuals who
arerV1ct1m1;ed. Discussion of books such as Pedagogy
of the Oppressed and Education for Critical
Consciousness, by Paulo Freire provide a phiio%ophic
base.. Ryan's‘Blami .g the Victim identified ndmerous .
specific ways the system oppresses and y1ct1m1zes
people in schools. To bring the issues home we take
candid photographs of Ffrequently occurring highly
charged incidents in our schools: hall monitoripg,
students sleeping at their desks, fights in the hall-
way, etc, For each of the pictures we make up imag-
{nary stories in response to the following quéstjons:
(1) Wwho are the people? What are their roles? What
are they doing, thinking, and feeling? (2) What ié
the problem in this picture? Are things as théy _’
should be? (3) What are the causes of the problem?
What is to blame? (4) What can be done to“solve the
problem? Qur goal is to identify as many system * .
causes of common proglems as possible and to generate
alternative solutions to the problems that victimize
o -one .

Solving problems in the school game (the ru105°
ry¢les, goals, norms, p011;1es, ‘and practices) cannot
e accomplished by individwal teachers, or even groups .
teachers acting alone. Everyone's coopefation is

necesxary. Transforming a baseball tean fnto af;ol—
team would require alf roles and rules of

me to be chanqu. 1f only one player changed

rgles and played by different rules, that person

would look biczarre indeed. The e¢ffort would be quix- |

otic.. Social literacy teachers need to know how to

negotiate effectively with students, admiﬁistrators,

and parents td‘iJcrcasc collabora<ion rather than

eamity. To facilitdate lcarning this difficult skill,

and to provi}c practice trials of bossible solutioﬁs,

. oo
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. we have created two simulation games. The first,
"Tame It" is a three part sequence adapted from Unger-
leider, et. al, (1969) aand Allen (1969) in which a
spcial literacy group: (1) role plays a specific .
instance of a probiem they have identified; (2) giJEn
this shared experiential "fleel" for the problem, the
group attempts to name and analyze the possible system
causes ofs the problem; then (3} the group creates
role pla§ situations in which they can practice nego-
tiating mutually enhancing solutiens with people
‘plpy-actfng other voles. The sccond s
‘ 'The Discipline Game," EseéhAppendix

simulation,
2c) presents
about one hundred (requently occuring classroom con-
flicts which ptayers in the roles of Teacher and stu- -
dents attempt to resolve in three minute negotiatioy
sessions. Not only do players earn points in direct
proportion to the effectiveness of thejr bargaining,
* - the negotiations themselves often facilitate tie -
discovery of underlying vadical causes and solutions
to those BTOhIcMs. ‘

L]

-—
+

Most of the techniques destribed in this section
are iilustrated by Ms. Fallon's participation in a
: She was
To-

Junior high school gociul literacy group.
hired as o long-term substitute to teach music,
ward the end of the second quarter ‘she joined the
grvup at the principal's suggestion. Each of the six
teachers in the group t00} turnslohscrving bcr teuch-
ing to.obtain MA.I scores, a stamdard practice in

classes the

_social literacy groups. in Ms. Fallon's
percent of mutually agreed-upon learning
from ten percent upwards to a maximum of

Oon~ ¢luss that

time raqged
30 percent,
. an unusuallfklow figure. met consecu-s
tivels during two of the three lunch periods was
chaotic to the point of heing a pitysically duﬁgerous
place to exist. liying objects often created the
impression of a front line under heavy homhardmcﬂ§/‘

81
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Aruitoxt provided by Eic:

Although Ms. Fallon had been asked to tcach English
r 1
onec period and music the other, there was no discern-

) able difference between the two: the anarchy was cgn-

tinuous. .Most students,wandcred around the room,
talking, braldlng hair, *ranl.ng” cach other, standlng
on desks, or fighting, while tuo 0, three students
worked quietly with Ms. Fallon at her desk, éécmingly
ob11v1oub te the gonerdl d1501dor.

In the-interv1en portion of the Stress Hunt they
discovered that Ms. Fallon had never taught before,
other than her brief period of prdCthO tcachlng, that
she had Qeen trained as a Wusic teacher not as as
English teacher, and that her snlg_and,extensfgb v
previous work experience had been supervising crews
.of tobacco pickers. Then her teaching style became
understandable, even though it was not highly’ appro--
priate. In the fields each person knows what to do
and is” expected to work without constant coordination
by the supervise~, who instecad, focuses attention -
only on those people who are having a particular prob-
lem. This is what Ms. Fallon was doing with students
at her desk, as Ehe had done in the tobacce fields.

The social literacy group Fiso realized that !
Ms. Fallon did not know how to survive in the class-
room or school, not because of innate personality
deficits or faulty teachor preparation, but because
she did not fully underﬁtand the rules of the school.

"t was as if Ms. Fallon entered a hockey game ready

to lead @ scout troop on an expvdition. 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. ny’
substitute teacher is likely to have difficulties if
s/he is inserted into the classroom with minimal
explanation of the formal and informal rules,'and

1

little ongoing ¢oaching or suppért. e )
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While this helped 'to explain the systematic
mlsmatch of cxpcctatlons, stvles, and behaviers, 1t
did net solve the problcm A breakthrough came whcn\
the group realized, agdxn through the stress analysis.
interviow, that Ms. Fallen was a‘supdrb dancer, a "
highly valucd sk:ll ameng the junior high schoel stu-
"dents.. lh15 was a natural vehicle for tcach:ng music
through_a creative, 1nV01V1ng method. With th:s po-
tcnt:dl sglutien in m:nd the next problem was ‘to dévise
a way to organize the teaching and learming around
‘this activity vehicle. Using their free periods)

.the social litcracy teachers inferviewed moqt?of the
students to flnd éut from them what they liked most
in the way thctl best classes were conducted, This,
hclpcd the .students to identify their self-intercsts
sjust as the discussions wfth,Ms. Fallen prepared her
to make a potentially viable proposal for change:
Imall)', the social literacy group facilitated the
transformation of the classroem learning situation
by playing the *"Discipline Game™ scveral times with °
cstudent§ to teach them how to negotiate cffcctivély,
.and by scveral “Tame 1it™ role plays with Ms, Fallon
to prepare her for the process of collaboratively
creating mutually satisfying lcarning. X N

Social literacy groups ‘use these and other tech-
niques te carry the problem solving process through’
to completion. W¥e do not belicve there are any stan-
dard sdlutions and even if there were, their imi)le-
mentat ioff would vary, in cach specific schoel, We
believe that it is impovtant for cach social ljteracy
_group to cngage in the process of naming their recality,
v to 1eflect on the causes of specific problems, and to
cooperativcly transform the system that shapes.them.
These are uniquely human capacities not inherent in
inanimate objects or lower animats. The more these
humun capaciiics are 1 wocked, the more dehumanized
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and . obpressed we arc The more they are cxerciééd
the more human wc become and_the more socigl change
" will occur. . ) -
(ii) Classroom facilitators.
In addition to support groups for teachers, we

have developed @ second major me thod for increasing

; o soc;al 11teracy An 1nd1vndua1 (teacher, guidance
lf{ . counsclor, supervisor, assistant pr1ncxpa1, or out-
. i ﬁ1de consalfant) acts a- a coach who helps the tcam

o - {in this case the class and its leader, the,tcgchet)

1mpgove its performance. This involves (1) establish-
ing «an gggzx contract with the cglass and tedcher -
(faC1Iitators are never imposed); (2} n am1ng central
conflicts in the class using the MALT, Stress Hunt
Survival Guide, or some other diaénos}ic tool; (3)
anélzzing the taqses with the teacher and ciass‘to
identify the roots of the paitcyn of conflicis, what
legitimate nceds have been placed in conflict by .
roles or rules, and what might be doﬁc- (4} solving
the problem using the 'Tame 1t" role play or ™Dis- s
CLpllnc Game™ to practice solutions, and cooper1t1ve,

ﬁcmocrat;c decision-making and planning to implement .
the solutions (5) leaving the classroom, not too ﬁoon
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 déiaying_ .

. the management of the situation by the teacher and .
students. Lxamples of classroom facilitatién have
been described already: e.g., Ms. ?alloy's English
and music ¢lass, the conflict over the magic marker.
Because many teachers are nervous qnd/or cmbnr}asscd
to have a "superior" in the qyétcm be a classroom
fagilitator, we have found that tcachcrs in the sup-
port groups are far more wlllxng to provide this

.. service for cach other. VPer se, this role is not
dramatically new. It follows the literacy training
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sequence, uscs most of she social 11teracy techn1ques
and is genotypicallf §Jnxlar to certain forms of
famiTy fherapy and organlzat1ona1 development prac-
_ tice.. What is unusual in schools is the active,

. _hands ons help from a collcague in 1mp1eméht1ﬁ& solu-.

thOI'IS . . - . . -
’

S. The unlqueness of social 11teracy tra1n1ng

. The approach to resolvzng central conf11cts 1n
schools is summarized in the chart below.

" . Chart 4

1 .
’ 1 \ The Social Literacy Approach L
v To Solving the Discipline Problem oo
Social l.iteracy Trans formations More: Democratic
- Training - § Effective Schools —
1. Teacher sup- I. School Games Increased MALT/ =
- port group, 2. Classroom . Improved Disci-
Ny ~ and ' Games pline '
: . . 2. Classroom 3., Interpersonal L. Cains in. sub-
' process fa- Games . ~ joct matter;
cilitators ’ ' learning of
b .. discipline .~ .
. |+ to name, ana- 2. Increased re- ’
lyze and solve ' spect (Dis- .
central con- cipline-ship .
) flicts 3. Inércgsed self- :
regulation .
(discipline) - :

- 4. Decreased re-
ferrals aqd )
suspensions

4 o &
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The fundamental'uniqueness of this approach to
solving d1SC1p11ne problems is evident by compar1son
o other solut1ons.

a. Social literacy training does not blame
individuals. A body of theory, research, anq?11t1ga-
tion supports the V1ab111ty of a system-blame expla-
-natd of school d;sC1p11ne problems. Freire {1970‘
1973) argues at a philosophic level that the pre-

_ scriptive nature‘of public education victimizes stu-

dents, and. furthcr, that 1nd1vxdua1s [students or
teachers) who voluntarily support rules wiich they

have had little or no .-role in establishing or changing -

are, by def1n1t10n, actively ma1ntain1ng an undemo-
wrat1c} oppress1ve system. Ryan (1971) has extended’
this analysis show}ng specifically how American ]
schools victimj%e black students through policies,”
practices, norms, and rules, These constitite a list
of spécific targets for system change. Recent empir-

“ical studie’s suggest that changing the system can

have dramatic effects on increasing or_decreasing

- i
the "deviant" behaviors ©f -ull participants in the
-systcm, tMilgram, 1963; Haney, Banks, and Zimbardb,

1973, Rosenhan, 1973; Rogeness, Bednar and D1esenhaus,
19?4) 10 Rccently the court has entered the debate

- on the side of system blame explanations of individ-

ual's "deviant" behavior. in Hawkins v, Coleman,
(376 F. Supp. 1330, 1974) .Judge Sar? lughs decided
against the school system's dismissal of a Dblack

student, Citing that an average of 60 percent of the
-su5pcndees were black while only 40 percent of the P

studcnts :n the school were black; Judge lughs stated
Wthdt racism was the chief cause of the s1tuat1on,
and that thcnc s a need for [the} school district
to he'r cspons1vc to needs of black students by acting
in terms of ]ﬂbtltutlondl and bthCtUldl changes."

(Our emphasis added.) Altogether. there is a philos-
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C d1scip11ne problems were “caused' by factors in indi-

-~ are not multi-level solutions. Typically, teachérs

ophic rationafe; spefific targets for system change,

emp1r1ca1 evidénce that system-changes may have power-_

_ful effects on deV1ant behavior, and recent incentive

from the court to support a system-blame approach, ' e
Without explicitly denying the importance of o f

systemuoauses of behavior, most research on school

d1sC1p11ne 1gnores this perspective, focus1ng 1nstead

on secondary prevent1on almost ent1re1y, by 1dent1fy1ng i

the characteristics of problem-students or problem- ~

teachers, as if the major1ty of variance in school '

viduals (Hayes, 19?3 Stauffer and Owens, 1955; Russell,
1957; Eaton, 1957; Reeves and Goldhan, 1957; Garr1son, e
19595 Bowman, 1959; 2eetlin, 1962; Barnes, 1963; o
Thurston Feldhausen and Benning, 1964; Crn$p1n, 1968
Harr1s, 1969 Kounin, 1970; Stebbinsy 1970; Roll1n,
1873). The problem with these studies is not primar- /
‘ _ily in the methodology used, but in the questions
‘asked. If researchers only look for characteristics
_of individuals involved in discipline incident3, they
are,not likely to identify caﬁses—inethe system, %
b, Social literazy is a mulfi‘leveled solu-
tion. G1ven the pqruas1veness of person- blame*expla- .
nations of dlSClpl ne problems, it is not surpr1s1ng . »
that most other current so.ut1oné" focus on’ chang1ng_
individual's behaq; rs or 1nterpersona1 relationships, .
rather than class oi school organ1zat1on *i.e., they

are taught a series of specific dos and don'ts
(Welch -and Schuttle, 1973; Pearson, 1975}, or they = _ 4
are taught how to negotiate with students (Glasser, ’
1969; Gordon, 1970; bBreikurs and Grey, 1968), or they
are taught how to manage th% reinforcement con - v
tingencies that Lnfiuenco 1nd1V1dual student’ s behav~
ior (Dollar, 1972; Barrish, Sandor% and Wolf, 1969; S

. Broden, Bruce, Mitchell, Carter and Hall; 1970; Wasck;

Vs
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' o \\Senﬁ, Welch and'C00per, 1969; McAllisser, Staéhohiak;
’ Baer and Conderman, 1969; Pqtterson, 1966; Hall and
ﬁ}oden 1967; Hall, Panyan, Rabon, Broden, 1968; ‘
a Thomas, Beckgf, and Armstrqu, 19683-Ha}1,.Lund and_
Jackson, 1868; Madson, Becker and Thomas; 1968;
Becker, Madson, Arnold and.Thomas, 1967). oOnc recent °
articl{!describcs how students were taught to modify
”.-the@r teachers' behavior (Gre{; Grandbard and Rosen-
berg, 1974). The primary effext of these persofi-
oricented cfforts is to change the nature of teacher- °
student interpersonal relationships.. Without denying'
-the effec»1venebs of these approaches, it also scems
clear that they are un1lcve1 approaches, most -appro-
priate for relationships with individual "broﬁlef .
students™ (Patterson, 1971; pp. 763-68). As effective °
as thOY may be, it is uhlikely that thé} can be as - .
efficient as chanblng nhc organization of classroom FJ
_learnlng or school p017c1és ’

One partial exceptLOn to these person- blame
-approaches is the spate of Tescarch on "token-culture. -
:class?boms *  Although the problem typically is seen =
-d@s exisging in individual Students ("pf““a_Iinquent
.boys " Mdelinquent boys,” "cmo!LQﬂgl}y disturbed boys "

"oppositional thldren"], the solutlon involves e =
organizing classroom lcarnlng. Special token- ccjnomy
classrooms aréqutablishcd which carcfully decrease
,the rate of dcv1ant behaviors and then introduce “con-
timgencies designed to strengthen academ1c sk1115
‘After a pcr:%d of time in these spcctal classrooms, ;
the students return to their legular classes,: In his
cxtensive rcv1cu of over forty studics of tokeu culturc
classrooms, Pattcrson (1971} concludes: "1he sum of _
cvudcncc from these studies bupportlng‘the ‘effective- =
ness of token systems {n altqsln& dcviant hehavior | ‘
for groupb of ‘children . s overwhe mlng." (p. 769)

--And, such® attcmpts to change the ogganizat1on of i
-1y .
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clﬁksropm learning are more‘effiéient than\focus?ng'

on 'individual students in isolation. *Under certain
“circumstancqs the most expédient method for altering
_the behaV1ors may Qp to’ focus on an entire group of
.dev1ant children 1n a token:culturc classroom" .
"(Patterson, 1971, p. 768). ' ) o \,

There are v1rtua11y no studlcs of effects \

on the dlsc1p11ne problem resu}tlng from changes in

school pOllCles, riles, or organlzational norms, tﬁough

presumably,thls level of change could be even mnrp \

Virtually all existﬁng attempts to help teachers im-

provc learning in ,the classroom and decneasc dlSCl-

pline problems aré indirect. 'They occur outs1de of

.the classroom: t}ather trdlnlng, curriculum dcvcl~

opment, in-service cducation, even superV1910n 1nv01vcs

paSblve pbscrvatlbn in the ¢lassroom and deCUbSIOH

. lator it is as 1f a taboo prohibited anyonc from

' worklng with tcdchers in the classroom. It is not

. burgrlqing that icrc is' a great deal of slippage -

;betwecn thc br15pt new ideas for how to procecd in

. class and tcachers dCbually trying out those ideas,

._Mdny_tc?chcja fifl unsupported to the point of aban-
donment. Lik. slany utopian visions of ideal “societies,

the dlsC1p11ne c?nfllcts, beCduse they are épdlrcct,

- Eineaqe tQ\ lmplemcntat1Jh problcm fn contrasg, .

4 pocial thcracy rocess faCllltdtlon involvey a’ tra1ncr
working wlth teachérs and students in the classroo

. 1tscl£ Mt simpjy stands to ‘reason that this woul

e be moro efective hclp leading to' more adopted bOIU'

-
tlonbm Hi l ¢ . . "
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efficient in dccrca51ng the discipline problem. For \
1nstance, in the cxample prQV1nusly cited, referrals . -

. ffrtuaily all currently popular methods of solving * -

£6r doorway conQJLCts werereduced by over-eighty. \ ]
‘ percent by changan“;:p school rule.’ T
- . &£ SocialrlTteracy training is dlrcct \? -




\'-d. b6C1al Iiteracy yields 4 broad range of
'eutcomes. {Almost all of the exi%ting "solutions"
to the "d1SC1p1rne problem”. concentrate on the control
or elimi ation of deV1ant, anti- soc1a1 misconduct
;hrough\ﬂpre effective Aacslon by teachers For some
of the most popular techn1ques (Glasser,°1969 Gorden,
1970; Dr1ekurs, 1968) there.is little, if any, data
documenting their effect1vene§§\3n even this 11m1ted
aﬁpeht of the disEipk§ne problem. As Patterson (1971)

“

--»pO1nts out in hls reV1ew of token, culture Classrooms,

there ks consxderably less evidebce support1ng the’
’ carry-over effects on students after they leave these
speg1a1 classrooms,)and 1itt1é evidence ;hat decreases.
in "'devian behav1or"‘are c;qmpan1ed by 1ncreases in
learning. S -

’ ;; A poss:ble except1on may be PREP, a token feconomy _
program for 80 normal junior h1gh ‘school students* . 4
Ogjntqr for Studies” of Cripe and Bellnquency, 1973),
} are taught two academic’ subJects, 1nterpersona1
skills; and have parental tutoring., "'This...Has brought
3. short-term revard for studénts in terms of higher ;
grades in all classes, better test results in Eng&1irl

P
* and math and improved re1at1ons w1th teachers, parents,

and their friends" (p. 6).~ These encouraging re.,ults
may, reflect PREP's specific .concern for broader ou{-
comes and fuller integraiion wifh\the regular schobl-
‘ing of these students. f ' T ) -
SOClal llteracy trarnlng from the outset is gpn-
cerned w1th broad’ range aof outcomes. Increas;ng
the amount of mutually agreed -ypon 1earnmg time ——
(ﬂAL:} 1a\n med1at1ng variable that should be reflected

" in increased reSpect and affection for teachers .

« (disciple-ship), ;ncreased parcticipation in the con-

troliof Clasgroom activities (self-regulgtion disci- .
pline) and decreased numbers of referrals and sus -~
pen51ons (d1acip11nar1an actions). . < -
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Notes

2y thorough philosopﬁic exigesis of Freire's
dense and absiract writings is contained in the doc-
.-‘ toral dissertation of Maryellen Harmon, 1975. -

Iye have devcloped an objective method of asses-
51ng the Stage of an irdividual or group's literacy,
William Smith’s doctor%} dissertation "Consciénti-

. . zacao, An 0perat10na1 Definition,” was developed in
rural Ecuador as part of a non-formal education pro-

Ject and has been app11ed successfully to consc10us-

ness raising greps in the U S

; 3Frei;dlcalls rﬁ?s'the "generative theme. "

Marxists cal i{ the "fundamental. capntradiction.”

. Yyve express again publicly our appreciatidn
. ,'Dr. John Shea, pr1nC1pa1, who has maintained contin-
uous qupport in spite‘of temptat1ons.
SResults of this investigation, as well as a
) ﬁompreﬁbﬂ%ive review of 1.S, discipline practices
are tontairned in Dr. Irons doetoral dissertation.
. _ . 1
Spor more illustrations of this point of view, ;
see "Blame the System--or How-}o Lovg Peoﬁ?ﬁ While
- Changing Their Reles.*

A more extcnded analysis of the Cunctiom ol
educatlonal gumes may be found in Alschuler, 1974,
Chapter 7. . - '

8a more extensive presentation of this example

LY

may be found in Kuriloff, 1973,
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9This-example and a second one are reBorted in
detail in_Developing Achievement Motivation in Ado-
.lescents, (Chapter 7} Alschuler, 1973,

10¢ven the recent critique of the Haney, Brooks,
”aﬁ@ Zimbardo study of a simulated prison (Bamiaziz
* and Movaheii{ 1275) does not questien the impact of
the simulated "system" on behavior. It simply rein-
terpregs’the impsications of the study as reflecting
role playing 1n thlb experimental .social system as
Opposed to evidencedof tlie dynam1qs of 4 real pr1sonh
system, :

-

a . -
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LI attention to inst uctional material. Even !*

S the belly i.e. had bored, flopped down ears.
e In1tia11y Dr: Allen Cohen developed this ’

B -mr@qéon MEASURING THE g

MUTUALLY. AGREED-UPON LEARNING TIME (NALT)

\_ "IN CLASSROOMS .

L “ A‘fred;ﬁlschuler
.ﬁolomon Atkins

Jamgs Dacus - L
. Nellie Santiago-Wolpow* , s,
g - . o .
- ' ) * - e L
Introduction’

This measuregof mitually agreed-upon Lparﬂing
‘time (MALT) is a systematic method for assessing thd
percentage of time during a class peried that students .
are. attending to instructional material. , The value * *

of MALT is based on two assumptions. )
~ 3

(l) Students onl learn when they are p§y1ng

L

Pavlov's dogs di net learn tp salivate when -
. when théy ‘were ot dgsentively listening to -,

[

measﬁre to establish SC1entifically that theres”
is a direct and positive cprrelat1on betiveen
MALT and how much students learn. In the
classroomc taught by tEaChers judged "extellent"
by their printipals, MALT ranged between 50- <
60 per;ent, .Dr. Cohen's specigl‘anterest was
“to EEeé;e "maximum intensity"'read;ng ciagqes
. for disadvantaged youth in the New-York pity
pyblic’ schopls. He was able, to double MALT
from about 43 Pe}cent to 80 percent, a prac-

a -

N L . . .
*The authors are with the Social Literacy Project,
University of Massachusetts, Amherst, Massachusetts.
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T30 percent of a 43 minute period in which no instruc- “

no attention to iRstructional material. There are

tical maximum (xo one can pay attentcion 100
percent of the time) The result was doubled -
tead1ng gain scores. !
(2) "A second assumption beh1ng th1s measure
of MALT is the importance of ‘teachers and stu-
dents cqllaboratively focusing on instructional
material. Either students or the teacher can
un1laterally destory MALT, for example, by
a teacher digress1ng from the instructional
mater1al, or by students letting their attention
wander. The fact that only 50 percent of class
\‘ time*on the average ds-MALT raises an obvious
questidn: What kinds of non- collaboration
yare occurr}na during the remaining unproductive
glass r measure of MALT indicates some
ccmpet0§1ve teacher-student “games" that
' take place during the remainder of a qlass'pesiod._.

Many teachers arg shocked to find that their <
“orderly, upper- -track' classes have -such low MALT, R
e.g., 40-60 percent. But often five to ten minutes ‘
at the beginning of class is spent taking roll, get-
ting students seated and ‘books opened. Another five
minutes may be used at the end of class preparing
for the tracP race to the next class. This As about

tional material is present; therefore, there can be

additional normal 1nteF&Upt1ons, e.g. announcemerts
over ‘the P Ay d1sc1p11ne fpcidents, or digressions. .o
During the’ rema1n1ng class time in which instructlonal

mater;al is present, only 2/3 of the class may actually

.

-
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be focusing their attention on the instructional

material,
at any point in time.

of about 40-50. percent

We. bel1eve there ar2 four basic causes of low
MALT scores, eachl an aspect of the “d1sc1p11ne
problem "

hY - ..

1. Failure of the subject matter Dlsclglln
£0o sustain students' attention.
Inability of students to adequately regulate

of self-regulation}, :

3. Teachers not spending time on instructional
material because -they are engaged in diséi-
plinarian actions.

Lack of @ mutusl respect and caring relation-
ship between studgnts and teachers (this is
a discipline proh{gm in the root medning of
tlfe word, disciple-ship). S

-~

lhus, 1mprov1ng MALT involves bolvxng tho Jigcipline

problem in any or all of thesa four ways. This -is
one of the mann goals, of social’ literacy traihing.

In the context of socjal literacy training this
measure of MALT is used for several purpéses: 1),
to obtain objective data before and after t;ai;ing
L0 "measure impro?ement, (2} torinitiate a focused

dialogue during social literac§ training about the_

.array of §pecific discipline problems, (3). to insure

that solutions to the discipline prghlem are releVant
to specifiic classrooms, and flﬁflly, (4) to prov1de
on going feedbuck after social literacy training, to
help teachers continue’ improving the quality of edu-
cation and the quality of interpersonal relationships
in their classroom. '

L
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even if it appears orderly and cooperativé,.
The net effect is a MALT score

their own attention (discipline, in the sense
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- . includes pre-course MALT assessment of teachers' .
_'classrooms (Fram1ng the problem), simulation games

ics and climate of the class. ‘o minimize this effect

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

e i
R e ——— e}

-

While this measure of MALT caﬁ Be used in many
ways, it has been designed for use in conjunction
with a full social liceracy training program. This

of classroom conflict situations (Gaming), -conceptu-
alization of key terms to describe the dxsc1p11ne
problem (Nam1n& it}, relating these concepts ‘to one's )
ideai teacher role, values, and classroom (Claiming it},
inventing solutions to the discipline problem (Taming
<it) and designing ways of carrying out these solutions
in the classroom (Alming it). We strongly recommend
that this manual always be followed by coilﬁhorative
attempts to improve the situatlon it diagnoses. |5

it is used by researchers solely for data gathering
purposes, it exploits teachers and’students. If the
data generate% by this measure 1s not fnllowed by
effective problem solving, the data may just be depres-
sing. Social ]1toracy tra1n1ng provides a mothod
to start with this ossential assessment, build
towards a better clas sroom climate for overyono. -

FE -

How to Assess MALT in a Classroom

~ r -

Any new person in a cl ssrooh changes the dynam-,
(in order to obtain : accurate~an. assessment of MALT ’
as possible}, the observer “should have a pro:obsorVal ‘
tion conference with the teacher dnd also with the
class. After the obserwir's presence in the classrnam
is legitiﬁized and clarified, s/he attends the cfass'

) » i '
before class begins, and chooses ten students to phserve
whose faces can be geen. Lvery four minutes the
observer records an assessment {or cach of the ten

=
'
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- ﬁchosen students. If no instructional material is
present at the time the observation begins, 2ail ten -
ot d students rece1ve a0, If instructional material is '

s present, the observer looks at each of the ten stu:

dents in sqquenée, long enough to assess whether they -
are attending (+) or not attending (-). in a normal
43 m1nute per1od this results in 100 observations P
. *. (ten students dur1ng ten observation per1ods) The -
o ‘percentage of MALT is 51mp1y the number of pluses
-":ih“i recorded during the period. ’ o
’ ‘Typicdlly, the obserwation of the ten students
doges not take four minutes. In between MALT assess-
: ments the observer records c¢lassroom activities,
“"games,'" or other spec1f1c comments on what is hap-
. pening, at the bottom of the MALT assessment chart.
o After the MALT assessment of the class, the observer
.?sHoﬁld r2et with the . teacher and/or class to discuss
the results of the observation. =

-

* -

W

Pre-Observation Cékference ) )
"Collahorative'quogiation is essential in all

. Phases of social literacy training, MALT assessment
- ' must be a mutually agreed activity?betﬁeeﬁ the teach-
h er, siudents, and observer in order to aveid an unfair
1mpab1t1on on the ¢lass, an unnecessary climate of _
threat or mystery, and other negat1ve coﬁsequences.
A pre-obsérvation conference-with the teacher is
netessary to clarify the purposes o MALT and how |
the data will be used, and to plan an.acceptable
entry.inte the class. The following questions are -
appropriate topics . for discussion during the pre-

observation conference, ¢ , : R
. B AL - :
) 7
. 1. If the teacher has not initiated the request <

9 for a MALT égsessment, is s/he gu}lxlggree-

010" " - -
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"'dble to haV1ng a MALT assessmengl-ii S,

2. Does the teacher have any cond1t1ons° e.g.
« . agreement .by the students in class «
K conf1dent1ai1ty of the results '
. any requests to obsérve something in
particulary dur1ng cléﬁs -
."the naturé*of the feedback s/he wishes’
to, receive to maximize the usefulness
of the observation. STt )
3..1s the teacher clear ‘about what data will
emerge from the ﬁALT assessment and how it
. can be used in the sccial literacy training?-
4. What steps should be taken to solicit fhe

" .
- . agreement of the class and to make the observ-

er's presence as non-descruptiye as ssiple?*
. - - 3

L4
-

Here @re some suggested "0os and Don'ts” for

—the observer to bear in mind during this conference~

-
N "

' . Let the teacher read the MALT Manual,

.

v« r . espacially the introduction. .-

. Convey to the teacher that a normal MALT
score ranges from 40-60 percent. ‘
. Encourage the teacher to teach in :ﬁe1r
» every-day style. Sp?C1a1 lesson- plan-
i ning is unnecessary. °
- Do not raise questions that may underm1ne
the teachei's style in class.
. Do not force this MALT assessment on '
teachers, . o
. Avoid introduc{ng novelties or any
.special directions,*

*lor a more extensive dlSCUSSlOH of the rela-

tionship between a classroom obServer and teacher,
see Robert Goldhammer's Clinical Supervision (New

York:

Holt, Rinehart and Winston, Inc., 1369)

+
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_of the ten sets of observations began, etc. 1lf a - -

+ - -
Observation Procédures

B e — __ C s ar

‘ " The observer should be in the class in a back _
corner seat prior to the opening bell. This requires
that the observer's presence be understood by the

class before the observat1on occurq "Also, appropriate
information on the MALT scor1ng sheeﬂ_should be filled

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

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

stop watch is used to signal the beg1nn1ng of each
set of observations, it should be st%%ted as soon

. .as the bell vings. Immediately choose ten students

in the class to observe during each four minute peridd:
They ﬁay 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
observatlon per1od The first set of’observations
should begln one minute after the bell rings.

- When an observation period beg1ns, the observer
must .make an initial decision: Is “gnstruét;onal
material® present or not? I it is nbt, all ten
.students are scored 0 in the appropriate Tow on the
score sheet, If "instructional material" ds present,
thé observer looks at cach student in sequence and )
makes a qu1ck deC151on {(usually 4-5 seconds is suf-
f1c1ent) about whether they are attending (score a +
in the dpprOprlate cell in the row) or not attendlng
(score a'- in the appropriate c911]¢ . .

It is not possible, nor expected, that the, observer
always be able to make absolutely accurate decisions
about uhether 1ns§ructlonal mdtertal 1s present and
students_are attending. ™“fhe f0119w1ng definitions
and examples should increase the validity and velia-
bility of the observer's deé¢ision.

.

1 -
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' maferlal 15 not present. Only after they are read1n«

.

ﬂ*lnsxxnct1onal mat¢rial 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 pub11cly, i
e.g. ""Open your books to page 387." Dur1ng the time

students are opening the1r books, instructional

4

or 115ten1Qg or discussing the designated mater1a1
are students attendlng to the %nstruct1onal mater1al
_The. appropr1ate 1n5truct1onal*mater1al also may be
de51gna+ed to individual students, if the students
have been told previously that they must thoose from
a number of available optlons. The way in wh1ch T
approprlate 1nstruct1onal material is designated varies
 from clggs to class. However, there are a number_of

" hesF T instances indicating that instructional material
;s either fresent or -not present, )

- ) a s

Instructional Material

. - -

Is present when: . Is not present when: .

¥

'the teachcr is lectur-  the teacher is taking roll

ing - and the stpdehfs are
) ' waiting -
- ' . ]
students are reading the teacher is distrib-

Z uting materials.’
.students are reciting » the tecacher is reading L
4 . announcements
students are responding ' the teachex is preparing . . .
. 1
to suijctrmatter students for wdrk
questions giving 1nstruct10ns,
) directions, etc.

. T 110 *
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. - - .

gudio visggl or other the teacher stops class
media presentations for writing hall passes,
._are Leing made _tardy slips.or to lis-

) _ten to the P A, an-
.. T nouncements

the teacher stops class’
to give a mini lecture
. on good behavior

. ’ the teacher responds to

. o . . irrelevant, digressive
' questions -

J— F]

to deal with a dis-
cipline problem

-

In deéiding on whether ot not instructional

" matexial i's present, bear in mind two covehants: (1)

'students being observed-

= B during the observation of the ten students, instruc-
jﬁfﬁhﬁ“?sigpal material may disappear, i.e. the teacher may

stop t EHQ&EES to.deal with a discipline problem.

When this occurs, immediately give the remaining

(2) the decision reflects
preéence or abisénce of instructional material. It

is not determined by the quality of’ tQEEE?EEBntatigE;ﬁH‘“H“‘;.

2. Are Students Attending to the Instructional Material?

.o - 1

i‘materiaj. A fixed stare may be rapt attention, or

Ult1mate1y it is not possible to Pnov for sure’
whether students are attending to the insfructional

1

~intense day dreaming. 6 Inattention usually 2§ more

O

RIC™

A v e provided by Enic

obvious.. The single best way to judge attent (veness
is to look at the studeats' eyes. This is why it is

111
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impostant to be able to see the faces of the ten
‘students being observed. If the observer is unsure
about whether or not the student is attending) the
__student _should be given the bemefit of the.doubt, -
~ This will result in a slightly inflated estimate '
of MALT, bﬁ; if the positive bias in the obéerver{q_
judgments’ is consistent ffﬁm class to class, the
< et effect will be to produce equally valid MALT
- Eénges. For example, cven if the MALT score before .
S 5¢ é1a1 literacy training is 50 percent and the MALT '1 ’
- -5cOoTe after training is 65 percent, so long as both )
; > §COTES are equally inflated, e.g. by 10 percent, tﬁe ,
- g X change (15 percent if this cxample) is .an agﬁurate - o
'Lmeasurc of 1mprovement in MALT. ’ ,‘ )
R ,Z - T o N
- - Attehtion should be judged ) M ///

+ when the student

seéms to be looking
at the teacher or -
person recitihg the
designated written
ma}c;ial

. + 1is participating in
. ’ gral recitation

4

.+ ignated piece of
7+ . written material
aL Rl

-

[mc' BT

PArulText Provided by enic i3

its reading from a ded-

- when_the student

- - i

is not looking'at the .
designated material or
‘person, ¢.g. out the
window, comic books,

a note from another
student

P il

is passing notes, drum- )

ming on the desk, )
throwing objects. across
smacking gum, or makin
distracting noises -
(grunts, singiﬁg and
shrieking) e

- the roomy combing hqu%f o

is whispering conversa-
tions to another student

112 3 o
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N is asking apprppriate is playing a discipline °
;; - . questions ‘ game such as milling,
N LT the personal question
— e — - game (“Hey, Teac Teach, 315__~_
R ) - e o y0u pregnant?"), the ) S
. ' ~.. " . hall pass’game ° i

- ;-,‘ ;is engaged in designat- is sleeping -
o . ed writing or cal- ) . . : o .
o culatxng—»

. S .- '
0bserﬁ1ng ten students usually takes about one m1nute, i '

- " +leaving three minutes until the next observation T
_::\ per1od starts. During this intefyenlng t1me it is

e~ important for the observer to write comments on the e
_ MALT scoring shee. in the appropr1ate area to the , * 1. Y
r1gﬁt of the row of observation cells. These comments h
L may describe the kind of nbn-ins*ructional activity
Cant that.-is occurr1ng, the activities of particular stu- N

' . dents other’ than the-tzn who are being. obserVed .
- reactions to any questions or issues the teacher ""_f“‘*“~—mlgl
ks has_raised in the pre-observation conference, or any-
- thing that is relevant to the sociai'relatio?s of \
. the classroom. In addition, therec is a list of the
most frequently occurring Student and teacher moves :
.~ and games beneath the observation chart. This pro-
vides a convenient opportunity to keep a tally of )
what is happening in the class by checking the appré- ‘<
priate move or game. Knowledge of the content and X
purposes of ‘the social literacy training should help’
'the observer deécide what comment to hake that may ° T .
- be most useful subsequéntly as tcachcrs attempt to S
deal precisely with the specific problems in their TS

= "

class. - - . _ .

- ‘{ ' 'flti . ’ T o ig

o . - .- STt i
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At the end of class, the MALT score is calculated
by counting the numﬁer‘o?“ETuses in the hundred pe;ls,)

or by summing the ten row totals.
o - .

: . ™ Post-Observation Conference

—

- D ' .

T, . - - . —_—

This may occur dur1ng a meet1ng of thé soc1a1
11teracy°tra1n1ng groupb or 1nd1v1dua11y with the o
observer depend1ng on the agreement. reached during

. the pre-observation conference. If the post ob§QIVa-'
tion conference is private, some of the agenda also -
should have been detérmined ih’the pre-observation . . «

] conference. However many new issues and quest1ons .
. may arise based on the presentation of the dati: -
A few words about an appropriate. role for the
observer,durlng this phase may be_ helpful. The
T 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 11teracy
tra1n1ng; Therefore, it is best Tor the observer . «
. to avoid Juagments of quality, or 1nundat1ng the -
teacher with a spate of suggestions. These 1ssues
-t ‘should be red1rected to the social literacy tra1n1ng
group Itself._ Instead, it is better to be openly
'support1ve of the positive activities that occurred :
during class amd strictly non- JudgmentaI about the

——r————,

——— .
e

———

'; meanﬂng or signif1cance of the precise MAIT score- “ -
and discipline games ‘that occurred. OPen group dis-
cusgion dur1ng the training is:the appropriate time
~and place to work towards an answer to thesgalue
quest1ons. . .
. .
! ]
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Establxshxng Reliable MALT chres t '4?;f¥?

- . . I v 1

-

T AL 4

‘\I- . > ""1"' i
- ' Wlthout any special efforts‘to become&a trained
observer, two or more people attempt1ng “to get a
+ MALT score for the same class are likely to derive

L quite dlfferent scores. 1t is important that observ-

\‘.' v

ers! Judgments be standardized as much as_possible.
This "san be dohe by taking the following steps:  oi

o
- 2

L

1: Two or more observers skould obsérve the
same class, then try to identify the causes
of the differences in their row tota‘s.

Based on these dxs;ussxons, observers should .
1dd to or clarify the deflnltxons of instruc-
t1ona1 material and attending and non- attendxng

Fa

behavior. -- _ )
‘2. The observers then should obtain MALT scores
-for a second class and repeat_their discussion _
and write down the;r emerging consensus about™
‘how to score MALT¢ oy
- 3. .Observers then should observe a minimum of
five mare classes together. These times
.. without any discussions of their total scores.
If after these_fivé observdtions by both peo- -
) ~ ple there are no paired scores that differ:
T . .. * by moge than 10 percent, the observers are
.- ready to obtain MALT scores Endividually. ;
m_hl;ﬁ_hﬁ;‘f: 1f MALF is used for rescarch purposes, a _1
T ~-MOTS, strlngent test of reliability is appro--
priate. Spoc;[;cally, follow steps one and R
two. Then each observer shonld score twenty

-

, appropriate statistical procedure for deter-
mining the degree of corrclation of the scores.
. g .

1151 -.-v l‘.
: $ 1
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classes and calculate relxabxlxty “using-an .-




:; TLaining of the observers should contf;ue untils

R the next sét of twenty é;ores’ is correlated at :
n\:.i , T a level of 80 ,0r better. . P
i . . . LI
. A sd@cond type of reliability is also important, -+
namely hﬁ consxstent are the MALT scores. (a) for the -
same clag om day to day or Jb) across several .
classes”dhring one day. It is fairer to the teacher -k,_
to obtain/|both types of consistency-estimates. The
; 4~f_wniggﬁgfr oﬁ d teacher'’s cIﬁsses observed, however, .also
e WE11 D determined by practxcal problems of time -«
MN—«-;
= v andapvailabxlxty of observers. One Qr two observa-
" tions are prdbably sufficient to obtain useful 1nf0r-
mation for social 11teracy trainiug. More 1mportant.w
Eactors in determining the* value of the tralaﬁng are -,
its completeness, length, and quality.

For research purposes, ‘the numbet of M&LT\;Ebreah.s

o to obtain for a teacher's class across time or for a 'Tfju
. :sample ©of the teacher’s classes should bé determlned
by sgpndard resgarch practices for obtaxnxng a repre-‘ '

sentative sample for a teacher or a group of teachens .

W

Follow-Ub Uses of MALT Stores <. -
N . ¢ - : _ 5 : Rt
Too often there is no good Yay to “assess the

~.effectivenesy of .a teacher tralnlng activify. MALT
- .is oﬁe~wathppng several others (e.g. réferral rates
to,the‘frong'bfff e Increased, academit achtewemeqt
sccres, changes if the level of teathers' and/or stu-
%y, dentst consniéusness) to determine whether _or not -
_ . social Literacy training is havxng a meaningful effect,_
_-\ . " and to revise the training to be more relevant and
L appropriate. * ¢ Lo
MALT is also d951gned to help shape the content
of th'e social literacy training ftself. During an
. early ‘phase of the training, it can he us.d to help

, 16 S
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A 2 ) -
s 'iframe the proﬂf;m. How mych {or 11ttlc) collabora- I
tive lcarn1ng_t1mc occurs in class? what 1s happenlng
during the non-learning time in.each specific class?
. What specific discipline games occur most frcqubntly
. that teachers should _give priority to 501Van° Khat >
/, S s thg mean1ng of a MAMLT score? What is a good ;RPFH
: score’ What Eactors detcrm1nc the lcvcl of MALT in
“'a, class? once’ the dlSC1p11ne problcm, 1n its four

meanings, is identified, the subsequent nortlons of
) ~oc1dTﬂT1teracy training provide opportunltles to .
R name and conccptua11zc the problem tleﬂrly, to invent

p0551b1e solut1ons, and to develop, worPable solutions«

“in class. *
* There Arc two ddd1t10na1 ways W;LT Zan e uscd
to makc the 500131 literacy training maximally rele-

. vant to tcachers. The specific games, moves, and

‘comments fromestheyobservation sheet can be translated

1nto "siteations™ in the DISCIpllue Gamc andfor used .
: fi as COHfllCt situations for role plaYIHL dullng the T
‘ "Tame 1t"nport1on of thc dourse. In bogrh dct1V1vies,
) .\ teachers then will have thewopportunity to inqem@ 'ff BT
*. . solutions to prqblcm;ffﬂﬁi‘actualiy dccur in their
'+ lassrooms. ‘ v e, : )

. Finqll}, MALT scores can be used for several Y
purposes unrglated to social literacy .training. Jt -~ .
does appear to be a measure of a crucial variable ¢
in determining how.much students, arve likely to learn: .

- in-a class. Therefore, it }s an appropr1ate method o .
for supervisors to wse in helping teachers merove o L
classroem instruction and thc amount of collaboratlve .
cducnt on. Similarly, 4t is an app10pr1ate measure
tor cert1fy1ng the competency of tcachers or for other ‘ . -
types of classroom cv¢luat10n ObVLously, it 1q an - :E

f‘_ ,equally appropr1a§g mcdlatxng variable to examine ’

- sin educatlonal research, i.e. &what factors lncrcasc

/Er

. or,ﬁecreasg MALT? ¥ ’ : .
R 5 N ' L

. ] L4 M
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In all of these other uses, it is possible to ~
use this measure coercively.or collaboratively. If,
. fér example, teache?s' tenure were based in part on’
- . hign MALT scores without acqampanying methods to
.help teachers promote high MALT $cores, or perhaps
even witholit m**mal agreement th%t MALT scores should
be used to determ1ne tepure dec1s1ons, then our-intén-
tions will have, been totﬁlly subVerted We be11qve_ -
. that the most humane, ethical, liberating relation- I
A . '%hiﬁs are those in which peers work together to name
theiv significant realities; to understand the causes *
= of common problems, and to act collaboratively in .
transform1ng the rules, p011C1es norms, and procedureé A
that create those problems ThlS is the ess&hce of
sqF1a1 literacy.

_: 120 N
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T ? Tus,mscwuua GAME
Y . o Alfred Alschuler
e . * Solomon. Atkins -
= , T . ' James. Dacus
~, .. 7 - tTi.Nellie Santiago-Wolpow* !
;__-:—_ T _ _ .“ . a
e o T . Instructions i
-+ . Introduction to the Game . ; .
R -
.. "7, - The purpose.of the discipline game is to -intro-’
. . duce ﬁlayers 10 the pngggqjcof negotiating mutually
A enhanc1ng solut1ons to classroom discipline problems

- as’ an alternatlve to un1later1a1 punishment “of stu-
. dents. The process of negotiating solutions also
helps 1dent1fy the n@eds and des1res that mot1va{e
both %students' and teachers' actions in typical d1s-
' cipline cppfl1cts. This process enables players in’
- the game to see these tgoublesome s1tuat19ns from
- -.different perspect1ves»and usually leads to the real-
o ization that the bést solutions sat1sfy legitimate
teacher and student needs in mutually construct1ve o~
. ways. .o . B e o
e .In dlscussions after playing the d1sc1p11ne i " ¥
.game it 15 pos%}ble to accomp11sh several other 1mpor- .
- tant obJect1ves‘of soc1al literacy trqeniny Devel- ] -:-\
-opment of‘vocabulary to name the typical reperto1re
of student and teacher .actions (moves) “and the typ1- .

iR cal .discipline cycles in the classroom, 1n1t1al diag- ul
- nos1s of existing student and teacher ngeds “that are
- ’ -
*The authors are with the Social L1ter1cy Project, -_. -
. University of Massachusetts, Amherst, -Massachusetts. ¥
r - . . Y e B - - . -
T . . " - . . . N . '
Y - N ) _\_\‘ "o ) »
_* ¢o19 :
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ComT 8 . ’
expressed in these %ames. clarification of the nature
of good and bad negot1at1ons, preliminary 11sts of
poss1b1e solutions to these problems, and conscious-" .
ness raising about the causes and appropriate responses
e to classroom discipfing_gygglemg. il
'; The discipline game is designed for pre- and in-
= §%rv1ce junior high school teacher training. However, *
' the game has been very successful%y used with Jun1or -
_high schoél students and parents. Also, adaptations
N ' céﬁ be made to _extend its relevance to elementary _
"""~ - and senior high sthool” students and teachers.. To S
. ;. der1ve‘max1mum benefit {rom the d1sc1p11ne game it '

" should be used as one part, of an ongoing program of

social literacy tra1n1ng that includes several add1-
= tional components: "“Frame it," the definition and
P nature of the discipline problem; “Name it,"” the.
basic vocabulary for descrilving social relations in

- the classroom; "Claim it," felating the basic ideas
F to one's ideal se[f-iﬁage,[cultural values, and the
o deitands of one's own classroom situationj "Tame if,?.
pract c€ in applying these ideas; and 'Aim it," the
=~ N trans&at1on of this approach on an ongoing basis in
the classroom and school.’ oo

-y

’ - -_— L

The Discipline Problem and Sociall§ Literate Solutions

*

. Typically during §0 gercent or more of each'
junior. high school class students are not’ attend1ng
to.the instructional material. This huge loss of
learning time is a "d1sc;p11ne“ problem in four selifes

- of the word. . R
1, 1he subJect matter {discipline) is £a111ng
to sustain students'.attention,
2, Student self-regulation (dlscipline) is fall-
ing to channel attention on to the instruc-_
tional material. ) -

- -’ 1
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Attentidn to 1eérning is preempted by Qisf
ciplinarian behavior by the teacher, ..
[nadequate discipline is fa111ng to sus-

tain a conducive climate for attention to
learning. *

5

§ocia1'1iteraqx training begins by focusing on

is going on during that S50-plus percent of lost
leatning time. Becoming socially literate about

~* 7+ clagsroom discipline requires that individualé be able

':‘ (1) 'to name the repertdire of dlSClpllne games 1n

oy the classroom and the basic needs of individuals

L _that lare expressed through these games; (2) to under-
éggﬁé how the implicit or explicit rules of thesé"
discipline ﬁgmes place legitimate teacher and student
needsiin opposition to ¢ach other; and (3) to trans-

. m tieacher-student cohflic*s {bad discipline pames)

into mE

__;3,. diSC1p#;ne games)’

These “three components, (naming,

of all types of literacy,
-Th "D1sc1p11ne Came" provides a wide Varlety

of typical classroom,d1SC1p11ne situations that -edcur
during|the 50-plus percent of fime students are not

. attending\to instructional material. - Players in the’
'role‘o] téacher or student are given the oppoertunity
to negctia‘e mutually agreeable solutions to these
con[lich.1 In doing so, players name what is happen-
ing, g&derﬂtand cach others needs, and attempt to
work out'mu ually agreeuable solutions.‘

4
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tually agreed upon attention to 1earn1ng (good -,

" - understanding and transforming) are the basic, aspects'
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T Overview of the Game -

- » The game board identifies various places in
§chool where discipline conflicts occur. Players )
progress around the board by rolling two dice to .,
de;erﬁine how many‘sgaces they should move. For Y-
eacp_txpe of place on the board the leader will des-

o .cribe a specific situation or conflict that has oc-

T curred. After hearing the 5pecific conflict

' situation, the player may decide (1) to negotiate a': s

solution, or (2) to accept a written solutidn that _

X \‘ is then read from the situation ﬁanual. 1f the . ":n

- ﬁlaxer decides to negotiate, other plpyérs-may

ﬁﬁrticipate by investing some of gheir discipline

credits, distributed at the begigﬂing'of-the game,

Additional discipline credits are giiher awarded to

wa

them or’ taken away depending on the success'or fail- - -

. ure of the negotiations as rated@y the pr1m:1pal '
on a -1 to +2 scale, 1f the player decides to
~accept the written solution, SpeC1f1c-pymbers of
discipline credits are designated by fthe situation )
manual. One major difference between negotiating .
and accepting written solutions is that either all
players win or all lose discipline credits in

-

negotiations, 1n the written solutions some play™
ers always win and some players always lose in that
situat1on. When a player completes one cycle
around the board, s/he receives 25 _discipling
credits, The object of the game 15 to earn as many
d1scip11ne credits as posszble

- ¢ .
The Discipline Game Board, "Pieces,'" and Places

. We decided not to "publish" this game commercial-
ly because it would be expensive for teachers, We
suggest that you purchase some brightly colored oil . .
cloth, or similar material, and creaie your own game

‘- 12z ' ~
are
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iii_‘ . . board using felt pens, polaroid pictures, or other

-l decerated symbols appropriate'to your school. 1=

: N Each player in the game will need a distinctive

TR "p1ece“ to move arpund the board. Anything will )

:="' .-do: chess p1eces, medallions, rings, colored stone

: an eraser, eye patch, band a1d, hall pass, book m rk-

; E er, belt buckle,” etc. A set of poker chips.may be

B used for discipline credits," ;

Ther2 are seven different places represented on . .-

the board, each having conflict.situations appropr1ate
to it. The specific conflict is determinedvﬁy_ﬁinding
“the type of place in the situation manual and reading

L the situations in sequence. Read one situation when

;', .2 player lands on Ehat type of space. Read the next
S situation the next time a player lands on that type
R of space. 2 : <o I

. . +
_ sy . - - B

I

. _ 1. Classroom: the situation manual contains, ,
L - examples of the types of discipline conflicts
_ . that occyr in elassr63ﬁET"Thefe—a:e_thxgg________

s . gections in each situation: The "situation,"

- the "gutcome ," and the basic for negotiatien.w
After hearing the situation, the player must )
decide whetﬂer to negotiate a solution or to R
accept the written outcome. The written -

~outcome jis read only if, and after, thé player
chooses to accept it rather than to negotiate.

., Lf the ﬁlayer decides to negotiate, read the
"basis for negotiation.” Three minutes are |
alloved for this process. . ) v

2. Hazards and hassles: denote activities taking
plaée in hallways, stairways, locker rooms.'
Points are not won and lost in these situa-

) tions. Rather,' they are contributing forceé'_

. which propel players into other situa;iohs on

5 . ‘ i +

g . the board. . o
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. discipline game at one time and still maintain fast-

RIC

PR i1 ext Provided by ERIC
= . e

) S.ISchool grounds: containsﬁexﬁmples of dis-

- ¢ipline ﬁrcblems that ocgur nearby, outside
of schéo;. There is no chance to negotiate
“solutions to problems found here. The out-

< 'comes are read from the manual _—

4. GuidanCe: symb011zes the relat1onsh1ps
between students and teachers that end up
N _in the.counselor!’ s off1ce1 These situations

: {_ are specifically concerned with. the student -

.and counselor-teacher relationship. Cod

. 5..The cafeteria: symbolizés the types of dié- -

. c1p11ne cycles which occur in this area of
scnqol. The outcomes are random, and no-

~ :opportunlty_for negotiated solutions is pro-

" vided here. ’ : Ca.
The bathroom: illustrates discipline cycles
occuring in the bathroom. This place 1nc1udes
no win, wln lose, and win-win outgomes.

‘Susgen51095° occaS1onally a s;ndent is sus~
pended £rom the classxoom and hoves his/her
p1ece to that place for the de51gnated num- ..
.ber of rounds. . : Do

6.

7.

Roles in the Discipline Game

-~Up to approximately ten people may play the

paced high involvement.

1 2

The principal: runs the game, has the
situation manuagl, reads the conflict
- situations (and, when ?ppropriate, reads
the outcomes), keeps time on the three -

1.

dispenses or collects the proper number
- of discipline credits, ' -

| 125 ' .
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minute negotiating period, and finally, '
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‘2. Students end teecher:

up to five players

“negotiating in the game, and/or (2) make a !

_keep a list of nogotiated solutions to the
.discipline conflicts.
" “Lould be. about three.

are students who take turns in sequence with
a "teacher” {a sixth player. r0111ng the two
d1ce and moving around the board. Whenever
‘a student chooses to negot1ate a conflict ~

/ the teacher must negotiate, However, ne1ther o

~teacher nor students a¥e required to resth -

-_aéreement ‘
,/3. The jury:

when s/he

on the issues. .
provides ‘advice to the przncfpal o
asks for it, To facilitate dis-
cussion‘aftervthe game, each jury member - — .-
should (1)} keep a record of godd and bad” - - "
list of the needs expressed by students and. .
teachers in the negotiations, and/or (3}

The size of the jury - ">
At some p01nt during :
the game it nay be interesting for the jury
members to exchange’roles with the students_’ f:_

S A . 1.

Tmmm .
R

"The number of spaces each player moves'is

« and teacher. . X// D
- Rules for the Discipiine Game ) ' -
Each‘player Teceiyes 15 discipline credits .

at the'peginning of the game, i. e.‘ﬁne blue
chip {10}, and one red ch1p (5) or f1ve white ¥ -
chips (1). . - ) - S
determined by rolling two dice. .

In classroom $ituations after‘the situation
is read, the player has a choice of negotia-
t1ng or the player may accept the written T
outconme, [f the player chooses the wr1tten

outcome, it then is read, and that move is - ~ .-
over. If the player chooses to negotiate,

o 3




there is a three (3) minute time period
-beginhing after other players:have had a
chance to 1nvest in the negotlatzons. The *
. teacher must negot1ate when a student calls
j;" o for negot1at1ons. When a teacher chooses to .
_ negot1ate a conflict, s/he may choose any

= " . one or more of the students to negot1ate with.
S ' - Those. students must negotiate. .

-

: _ 4. °A11 players may invest in the negotiations; ~
o before the discussion begins, by placing one
'ﬁji, . . to flve d15c1p11ne credits {chips) on the :
S board in front of them. . Any player who in-
vests in negotiations may also take an active .
" vocal role in those negotiations. Thpée'who
. do-not invest, may not speak. The principal
Judges the success or failure of the nego-
tiations ona Z1 to +2 scale. If a playen -
- has invested five discipline credits and the ef;%
nego;gat1ons were highly successful (judged e
: a +2) that player géts ten additional dis- . =~ -
é\% - cipline credits (10) from the principal. £ -
LN _negotiations fail badly and are judged -1,
the player must give the principal f1fteen -
N - discipline ‘credits s/he has }nvested. There
. ; . is ope rating for each megotiation. Thus
L. .+ . all players, (students and teéchers) get the _
) s same ‘rating.. e A : e T T

Trf!':”_. - 5 The ratings of negotiations are based on the,
’ - following criteria as judged by the principal.
-1 Any negotiations, that result in increased
misunderstanding, anger, host11;ty or '
conflict. T :
0 Any negotiations which end in a‘stalemaee,h
without aspe;ent willingness ta bargain - - -
in good faith, seek compromise, or allow )

in the negotiations any'

LB

_—




At Vgl

- R\, T
e -
S

&
=

way to mget their needs. E1ther party
in the negot1ations may produce B o -
rating for the total negotiat1on§ by the
unw1111ngness to enter open, ser1ous "
“negatiations, - . : \

At miajnum. both parties in the negotia~
tions must, demonstrate serious . 1ntent1ons
to f1nd a mutually agreeable solution by
their w1111ngness to 11sten, to con51der_
ser1ouslf the other's po:nt of .view, needs,
and proposed solutions. The negotiating "
parties do not need to decide on a mutually
agreeable solut1on to earn a +1. rating. -
However,l1£ players abdicate their self- .
interes.s.as defined in the situation
and basis for negotiation, the negotiations’
can Only be rated 0. .t s
In addition to the characteristics of a
+1 negotiation, the parties must reach

a E;ear, mutually agreed upon solution
to earn a +2. Solutions must reflect a .
way to satisfy clearly stated’'different
needs of both teacher and students te
earn a +2 rating. . - .

The pgdqgigpl'smdepisions are final. obvfif““

"ously, there is some room for differences

in opinion about the proper rating of a
three minute negotiation. Therr1nc1pal may
request advice from the jury-or, if either
party iscdiss%tisfied with the rating, the
principal may ask the jury to arbitrate.
this case the jury's decision is final. |
However, it is the pridcipal's option about
whether or not to call for arb1tration and

In "’

this choice maygnot be appealed. In any_-v
event, it is pedagogically helpful for the

128
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ihcipal to explain the ratmnale for the =~ -—--.. -
_ rating\ . ’ . :

27, 1f a "situ\;ton" suspends a student the
student move to the "suspen51on room®
on- the board for the degignat?d number of
-turns.‘ During thiss time the playef may not s
spéik to any other player. When the suspen-
51on is over the player returns to "start"
and mpves around the board.

. 8. When a student or teacher completes a round
of. the board, s/he receives twenty-five (2%) -

" discipline credits, The winners are the . .

) Players with the most discipline credits.
19: The game may.continue’ as long as players R
R ) - feel it i% a u§e£u1 learning experiencé. - _?J
y ‘“HIEF?thmatglx twice around the board is a- -
_ reasonable per163“fof~the purposes of the g
course. a T -

A

. --General Instructions

1. Introducing the distipline g;me. o .
Although the game was designed to be used as
part of-gn ongoing social 1iteracy’trainin§ progranm,

it can be used by itself in a wide variety of dtﬁi?“:__P;. ;t
contexts, e.g. PTA meetings, board of educatiogq' H—t _‘:
meetings, joint school committees studying the dis- =~ |
cipline ﬁrbhﬂeﬁ,“junior high school classrooms. NP

[

_Obviously, in each situation the purposes will be
slightly different and require approPr1ate introduc-
tions. For example, many PTA groups are concerneﬁ
about discipline problems in schools. The diSQ1p1 ne
game_cculd be used to help parents reacquaint themI' _
selves with the array of specific problems at an ~

.-’exper1ent1al level and appreciate the d1ff1cu1t1es 4

—experienced by teachers and students in solving. them.- -

— -
»
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. Based on this experlence, parents should be better
j1nformed in d1scuss1ng useful parent, teacher, stu-

"as part of ‘a social literacy tra1n1ng for “teachers,

jplayers to the game. b . .t

[

‘1nstructions. For 1nstance, you may want to 31‘!1’!0].1!166'

'group to suggest ways that teacher/stuident negct15- ..
- tions can be more productive. Or, you might ask each

" a pé‘freulgr task: record the full list of -expressed

: effeg;ive fegotiating strateg1e§?~whh L '

o

dent, and’ adm1n15trat1on roles If the game is used

the f1rst tw? paragraphs of the 1ntrbduction,~and -

all of sections III and VI should be read to or1é;E‘°

2. Styles of playing the game.
The pr1nc1pa1 may- wish.to try out -different

‘-roles-'author1tar1an democrat1c, 1a1ssez fa1re, .

supportzve etc. Ebwever, if this is done during
a single sess1on, it is helpful to say publicly that
s/ha 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 t1me:'
to announce,a change of style.

Yoéu may also wish to g1ve the jury’ specific

£

that they have a board of high paid consultants who
are avéilable to players for advice on how and when
to_ negotiate, for suggested alternative solut1onq.
Or, you may want to use the jury as a mediating

-

ember-of ,the jury to bt an analyst-recorder having-_aw_ug_,

student and 1 tedthez_needs, record the list of proposed.

and/or accepted solut1oﬁs;ﬁg53cribe the most and least

i3

If the jury attempts to define ef‘ ive ﬂégo-
tiating strategies, they might keep in mind thé fol-
lowing four questions: (1) Did the parties neghtia—
ting thoroughly discuss the problem or situation?

) Dﬁring the discussion did the negotiating par- o0
ties each make suggestions as to possible solutidns?
(3) Did the negotiating parties show will%qgness to .t

130 . ) Ty
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-}novéntowar@ a third point of view as a compromise%
and (4) If the negotiation process proved to be

. unsuccess ful what factors contr1buted to the failure

of the process? It may be useful to’ stop the game

) briefly after the players have'gone arpund the' board

' tonce, to discuss what constitutes effective negotia-

. tions. ) -

o ~To add spice to thqﬁgame you may w&sh to write

. out brief role descriptions for the teacher and stu-

. 'zdents that represent some of the studeg} character-

- -types encountered 'in your school.

- _ you want to. toncentrate solely on pract1cang
negotiations, you can dispense with the game board *
and simply take each“'situation"” and "basis for nego-, )

" .tiations™ and role-play them. . . -

Finally, to make the game more relevant to your °
. pa?tlcu}a( school, create alternative "situations,"

- "outcomes," and "bases for negotiations™ to substitute

«_. " for those in the manual, ) —

"‘-\._' " El & . - -
T 3. Follow-up- ; . -
~Don't talk the game to death As a general . N

_." rule, try to. stop the post-game 5halys1s shortly Y
after the energy of the discussion peaks. The expe- - _ 1
rience during the game w111 be recalled and discussed S
,;q:»gm spontaneously 'at several'other points in the social .
“”“;"“z¢literécy,trainipé_pburse. It does not need to be

analyzed completely immediately after playing the .« \} ;,-:
2. . CBAME. ) A PN
K Your choige of which questiohs,to.address after

_the game.wikl depend on the timing, the contekt, and ‘
the type of people playing the game. llere are some o

> . p0551b1e qu&st1ons to 1n1t1ate the discussion or to ) 2-

keep the d1scuss1on lively: . L

e How did you feel in your role? TN
- Did you like it? Dislike it? ° ]
Qe o ) N N - ’ . -t . .
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How typical was your exper1ence compared tol
o ‘the classroom situation? .. ; '

- - - v . . . .

"What were the needs, desires, goals, expressed

g .-during the negotiations? . 5
" Are these needs good or bad? . rf;;fi’
‘. Fa P ] "
e In what situations are they good? T -

.- Im what situations are they'bad°

R o e s - — : y
_What constitutes good negot1at1ons° ) ‘ :
i Is it possible to actually negot1ate Wlth . ;?
L = .7 7 students in and outside the classroom? -
;g?. ' . To what degree are _teachers afraid of-.giving A

Co . M. up their traditional forms of power? . S
g el T ;Is negot1at1ng H1th students really giving -1
_ﬁJT ‘up power? =

N . - . L
v -

i;_:' L . Hhat are the proposed solut1ons that came out )
T of negot1at1oﬂs° . <. S
A T Are these fga51b1e alterna;iées for the class-

.,_t . _ room? ¢ . + -~ .

4
.

What effect did the different qt}‘les of . -

' principal-ship have on students in the.”
game? . . e
. ‘ What style is more conducive to produttive ¢,
. ‘ negotiations? ,

. ' . In what ‘'ways does the teacher both win and .
. lose in discipline conflicts? t
. In what ways do students both win and loée
in these conflicts? _ . e
_ To what degree are the causes of d1s¢1p11dé
- i »" problems ,(a) in the students" or teacnbrs'_

background home life, or economic situa-

.t
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.tion3 lb].in :hq Ppersonality of the.stu- =
dent or teacher? .(c) in the formal and
inforpal rules jnathe specific c1a§§room?'
Depending ‘on your answers, what needs to-
be:chaﬁgetho_resolve’these FonflictQ?

- Brainstorm a list of: (1) otRer types of "'
ﬁﬁjséﬁplﬁne'confliqts in fhe élassroom’ .

- () fﬁesother needs of teachers and, stu-

" dents in these conflicts; and (3 other
) ways to solve these conflicts in the class-
_room without send1ng students to the front

office. -7

‘ Appropriatq_éocial literacy activities to follow
the discipline game include vocabulary building (Nanme

'1t), discipline role play analysis (Tame it), rela-

Q%Pg d1SC1p11ne 1ssues to one's ideal self-image,

"values. and the demand of the classroom (Claim it).
It this game 1s_p1afed in some tontext outside of .

socigl literacy training, 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 GuiJance, Vol. 51, No. 5 (January,
1973j, 321-327;'A1fred S, *Alschuler and John V. Shea,
“The Discipline Game: Playing Without Losers,"
Ledrning Magazine, (August-September,'1974), 80-86.

. The Situatyion Manual .
N

'A. The Classroom RN
1) The,situation
" The ‘student makes the following request to
the teacher: "The class is tired after lunch and
wants to talk instead of work:"
..The outcome. : }
A~ The teacher is aggravatéd and refuses the

request after lengthy explanations about the impdr- _

. " 133
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- tance of learning the names of the seven continents

-¢ipal ten discipline credits and fret profusely.

* &

‘today. The teacher pays the student two discipline
credits because the student succeeded in delaying

I . the.-lesson by five minutes.

;/' Basis. for 'hegotiations . . ) :
i . Negotiate a way to deal constructively with

both the lesson plan and studeats' fatigue.

-

‘ ‘ZJ.The situstion ¢ "ﬂ
" .The étud;nt returns from the bathroom after “;fﬁ?
éight minutes, having promised to take.ng more . '
« than three minutes. Ny . -
The ocutcome Lo

The teacher requires the student” to comé in L
after school to make up the €ive minutes and aléo

. brings down the student's da ‘ grade. The teache‘r - «
- gets five discipline credits from the student.

Basis for negotiatipns - - -'_65
Returning late from the bathroom is a ldng
standing pattern. The teacher is always 1r_ritated.

Studerts are bored with class. Negotiate a solu-
tion that meets the students' and teacher's needs.

3) Read the appropriate response
. Student: You are sent to the erdht office
for being in a fight in class. The as“.:stant “
principal says it dogsn't matter ‘who s‘tarted it;
and suspends you for one éla)'. (You--mi%s one‘tu;n
in the discipline game.) ' ' j o
Teacher:. The front office has information that
your certification is not in order. Pay the. prin-

L3

v

4) The situation ’ !’1'
The student calls the teacher a "feckless
zebu" in class loud enough to be theard by others.

L] -
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The*outcome - ’ . v
‘Jg - . The teacher lectures the student about proper
. language and behaV1or, but takes no punitive action.
S The teacher pays the student one discipline credit ’

o . for helping the clas. avoid the lésson 6ﬁ animal

i
v

.
- - »

A Basis for megotiations ~
g After class the student tells the teacher that
,f.__ s/he puts them down with her lectures ,about *prop-
- er behavior.” The students feel that they can't
—let their true feghings be known so they mutter:
under their breath., Negotiate a mutually satis-

N~ *»  fying solution. ‘

P . . " -

. .
5) The situation )

. ". The English teacher before your class has
lectured on the ppofouhd significance of silence.

. - 7 in communications. The class arrives, sits down,

* fol@_ their hands in unison and are completely .

" ., silent despite your efforts to communicate.

- ) The outcdme . S

The teégher is totally frustrated and puhishes

! . the students with a pop quiz. The student pays,

| . _the teacher four discipline credits. ‘

' "' ' Basis for negot1at1ons

~,

Establish commun® cat1ons w1thout embarras -

: g ment to the teacher ot student, and find a mJ&ua ly
) agreeable solution to oppressive teacher-power )
and 6§pressive student-powver, s

6} The situation - .
A geography lesson is important for a state
exam but is boring to both the teacher and stu-
- depts. . .t

i o - The outcome - . o Lo
- C e About half the class talks and passes notes.
} The student gets two discipline credits for con-

o S 135 '
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trolling his/her attention.’ - -
" Basis for negotiations

fi '-1;_Fx.; Negotiate a way to teach/learn the material‘

.{f o ) in a.way -that f$'1nterest1ng tquoth the teacher
i;{f"--u ot and the studeht. . . i N -t
E?:- ' . _- . ) - a - . i
' - -, - °7) The.situation

3: . ' The following dfalogue occurs between two

- “studefitsT R ) ~

——

rf.;v . Student' "Hey Stanley, T hear your brother
. ' got suspended "
Stanley? "Ya, man." '
Student: "That mus ¢ make you feel good,’ cause
now you got clothes to wear."
The teacher dislikes students putting each other
1own in class.
The outcome ) .-
The' teacher breaks up the laughing and pays
~the student two discipline credits for catching '
the teacher's attention -and delaying the class.
Basis for negotiations S
Negotiate at least one way to have more fun
in class .that is satisfying to both the teacher
and the studént. ‘

—_— "

8) Read the appropriate Tesponse

Student: . Mr. Foureyes sends you to the fromt
offige for grabbing a girl/boy. Pay thefprineipa;
ten discipline credits. ; : .
. -Teacher: You have sent morz students to the
front office than anyone else. The principal
wants to know why. _Pay the princlpal ten disci~
pline credits. ' - ‘ -

9) The situation o o
It's late Friday afternoon in an English
class. A student gets up and begins to mock-wrestle

141136
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A i Tox: Provided by ERIC

-~ - s

° ° ) A "
gwith another student. .

* and attention in a constructive process of 1earn1ng

allowed to wear denim pants to school. Pay the
principal ‘14 discipline credits,
o )
o > M . "

ERIC

*.The outcome

:The teacher 1mmed1ate1y threatens to cancel s

a spow1ng of the "Last Tango in Paris”. scheduled = '%;

for the sex education class the following Monday. -
The class suddenly is passive and atteﬁt&ve. The
student pays "the teacher two discipline credits.

Basis For negotiations . g
The teacher stops the mock- fight. Negotiate L
.a way to meet student needs for contact, movement, '

v

s

the subject matter. .

10) The situation ) :
‘The teacher threatens an 1nattent1ve student 5
with having to do aﬁ.extra worksheet on ancient
Egypt1an h1erog1yph1cs.‘ LT
- The outcome ; . -t

The student promises to pay attention and o
then ‘daydreams the rest of the class. The teacher
pays the student two dzsC1p11ne cred1ts for main-. .
taining control of his/her own attent1oﬂ.-7 . 5?
- Basis .for negotiations B
Negotiate with the students a way to make e
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- oy
cipal ten discipline credits, )
Teacher: You are called into the front offfbe
and informed by the principal that you are not ' i

. Has




12) .The situation . o
A street wise student Teturns to'class after -
“a 1ong term. suspension and wants a seat near h1s/

- . her best friend. The two students_have been dif-
flcult to deal with in the past.

. %he outcome ' ’ .

-« - The teacher agrees to the. request in order
to avold an immediate confrontation only &o be
disrupted two m1nutes later by the pair who beg1n
to sing the latest hit song. The teache? pays the

- ip « - 'student three d1sc1p11ne credits because the teacher ;f
i{ﬁ__.- .. failed to establish a construct1ve collaborative -
D?fﬂ;' _ 7 relationship. - - o
ifi-l R . Basis fér neg_t1ation

D . MNegotiate an agreement that allows the pair j?_f:'
S . to sit/mext to each other and leads to cooperat1on ’
ot 7 T with the teacher, ) . i )

13) The situation )
During a discussion in the classroom the . °

- " teacher touche: a student as s/he is emphasizing’
an_important area. The student yells'immediately,
EE, < "Don't touch me." i el _
The outcome v ;

The lesson stops. The tether is surpr1sed,
embarrassed and apolog1ze§, The' teacher pays the

. Student five discipline cred1ts for lesihg face

" in front of the class. .. . ‘:'
- - Basis for negotiations PO
’ The teacher and student have different con- T
. . . ceptions of what touching means. Negotiate an ‘ -

understanding about when, where, and under what

‘ conditions “touching in class is permissible,

14) Read the appropraate response .
Studentg The teacher and student have had

Lo o , | 1"“‘"{ 138 _ .
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Toe

‘now in the assistant ptincipal's office. Paf,him/

_warm puddle of tears. . e

L

’ - =

a loud argument in fronf of the_ class. You are

her f1fteen discipline cred1ts. oo
Teacher: The pr1nc1pa1 callg”}ou on the car-

_pet bécause you are always late for school. -Pay

h1m/her fifteen. d1spr11ne cred1ts. IR
151 The s:tuation . ) -
" The teacher is called from the ¢lassroom for.
a parent conference. A’substitute teacher_iﬁ sent
to cover ?J'le class. The students destroy the s
classroom and reduce the sub5t1tute teacher to a .,

The outcome ' . .

<

The teacher is angry and punishes qeveral

students with detention. Even though you are the

Aringleader, you are not punished.. Collect six

. *

" conflict.

d1$C1211ne credits from the teacher. .

Basis for nepotiations . ) .o
The regular teacher wants the Slags to exer- .
cise some minimal self-control when s/he is out of
the room. The class doésn’t want the teacher to

" be called to parent conferences on their time,

Nego?iate a mutually agreeable solut1on*§o the

16) The situation, .
The _teacher screams at a studenL to turn around

and pay attention. The student says something '

about the teacher [ mother loud enocugh for some

other students to hear. ) .

The ‘outcome ° v .
The teacher sends the student to the frént
officé. The prinéipal says that comgents about

mothers aresout of place in school and suspends you ’

one day, Miss one turn in the game and pay the
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teacher and principal seven discipline
credits each, .. . . -
" . - 'Basis for negotiations - -
The students want some time to talk and intet-
act:gith.théir friends. They say that thg.teaqher‘
- - never lets them have any free time, Tie teacher
wants full attention to the subject matter. Nego-
tiste a reésolution of this conflict. e
17} The situation - . R
The P,A, repedtedly comes on and‘distrhcts -
everyone. Students are unabie to solve half of -
fhe math problems ass1gned to them. 7 .
fﬁe outcome
4.-’ The distraction is a factor in causing the
: whole ciass problems on a test, All OFf the stu--
dents and the teacher pay the principal threé& -.
discipline credits each. N
Basis for negotiations '
Studefits want the teacher to .speak to tﬁf
_principal about the distractioans, but the teacher
believes nothing can be done about this, .

' 18) Rehd the dppropriate regﬁbnse oo
-Student: You spill paint on the floor in-
ant class, Because of your past record yod are
accused of dogng it 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 disrupted- the « '
classes on either side of you. The front office :
- wants' to know why. Pay the principal ten discipline’
T credits. ' -
_ i9) The situation )
Siudents_attempt to delay the start of class

140
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b

- who asks if the student is "lost."

7They attempt to delay it by milling.
"a way in which'both teacher and‘studént_cgn win,

. can-participate without oral work.

by partrcipatrng in a mrlling game around the
teagcher. -. . . :
The outcome =~ - .
_‘The student is singled out by the teacher”
Everyone in’

class laughs. The student pays each of the other

"_student players and the teacher one dlSClpllne‘

credit each. . o

Ba51s~£or negot1at1ons .
-Students don't like the _work in the class.
Negotiate

R - -

_20) fhe situation ~
. A student-]umps uty when the student behrnd
HQm/her st1cks him/her with a pin.
The outcome . oL
The tegoher gives the student detentjon.
student pays ‘the teacher ten discipline credits.
Bagis for negotlat1ons
" Students seem to get in trouble because they
want attent1on. Negotiate a way in which the

— e

vidial attentlon to students.

21) The situation

The-

] teacher still covers the material and gives 1nd1-

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.
d1sc1p11ne credit from each of the other players’
and, from the teachér. -
" Basis for negotiations
“Try.and find some ways in which the student

; ' 148 141
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22) The situat10n B
-The teacher lectures to the clasg for £1ve
n1nutes about bringing pencxls and other necessary
materdals. _ i S
_The outcome * ' ' s . oA
The sstudents prolong the discussion with ‘
rmany "yes, but" arguments and delay the learning
time by fifteen minutes. The student -collects

- —~—

thrée disciﬁline credits from the teacher. q"
- Basrs for negutratruns . .

The teacher wants students always to br1ng
materials to class. Students believe that the
* teacher should have materials such as pencii@
for students who occasionally forget. Negutiate e
. a solution that is_gutually agreeable.

23) Read the appropriate - resppnse -
Student: The teacher, principai, and guzdance 3fﬁ
cuunselur say your records 1nd1cate you are a T
troublemaker. ’ You are assigned to the remed1alﬁ
classroom. Pay the teacher and’ prrnC1pal three
discipline credits each.’ A K )
Teacher: You have been assigned by the prrn- .

cipal to teach this remedial classruum for une

day. Miss one turn. ot “:
24) Read the appropriate response -~ .

-

. 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 cheﬁlng your food. Pay the “principa]
eight discipline credits and collect five d1SC1pl1ne '
edits from the.teacher for successfully gettrng

¥

_out,of s dull class. . : S
e Teacher‘ The principal’ ﬁrnds that you are ;{_.
having a smoke in the teachers’ room while your T

'
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VL SR P, . :
S ~ . —
_ clejs does "busy work. Pay five discipline :
) cred1ts to the. principal.__ ' ' ,; -
> I N - ;o

"\ 25) The situation - . ’ -

Ca A student, ;s.thirsty and wants to go to the ‘ -
water founta1n in. the hall. The teacher refuses o
perm1ssign. - o T a . f -

. - The outcome - . s Lo

et The teacher refuses permission. The student . ”_ s
© . gets mad and refuses to wogk The teacher keeps ;‘;:
" the stuaent after school. Pay the teacher five . . i;
isc1p11ne credits. \-_-‘ -

i:‘ " Basis for negotlatlens oL 1;

- The students want to be able to get a d?1nk

' of wa;er oT go to their lockers when. they need to. .
Negot1ate a solution #o this ch:on1c problem._ ¢

26) ‘The situation o L

_ A,student places a comic book behind a.textr .. PR

n book and Teads it during class. ' i v
The outcome.- ,;_" ’ f,

The student is able ta read the comic and

put-one over on the teacher. Collect two disci-

K pline credits from the teacher. e A
T *Basis for g_gptlat1ons . :
\N " Students would like “for the teacher to talk i
\ about th1ngs that interest them. Negot1ate.some f -
’ % ways that the teacher can still cover the subject ;
Y " and let the students learn about some things - that S
"' ‘are important to them. ‘ f A
e 273 The-situation , T
Yo ) ‘The entire class coughs at the same time, to .! ts
- ‘get. the teacher. ) _—— . } '
K ) . T ( r'l'
N RN
o ' ' . . ’ \} e,

IERJ!:j ~’.--’;.K . lﬂéig : _ li_
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© The outcome - | - ;,
I

_ The.teacher heard you talking about coughing A
at the same<time. The teacher assumes ydu aré

the leader and gives you dete}u,]_q_n,___w_ﬂfe prin~ " _ .

_cipal ‘'seven discipline credits. ’ oo !

. Basis ‘for negotiations, ’, N &
Studenté‘feel the teacher is., too, tough dnd

* doesn't let them participate 4in hny deciSions 'i %‘:

about how the class is to be run.\ The teacher 2. .

helieyes-szhe is doing what s/he {s ‘paid to do. ™

' Négotiate a mutually agreeable solution. IS

28) Read the gppropridte response -
IR Student. _You refuse to stop dancing in class, A’
2The teacher ﬁendg you to the fyont office. _The
principal dismisses you for on day, which is What
- you wanted from the start. Cpllect four discipline
credits from tthe teagher four from the principal
and .miss one turn in the gane. . :
’ Teachers You are called to the front'dffice. LA
The, principal orders you to stop playing hooky £from
teachers' meetings, Pay the principal eight dis-.
cipline credits, '

"

st N

.~ L

29) The situation - e
The student. spends the entire class period R
combing -hair, cleaning nails' and teeth. ’ ‘
The outcome . . )

. The teacher notices 'this grooming but says

i and’ does nothing. Collect omne discipline credit
Lﬁweﬁtom the teacher for being allowed to do your thing.
BaSis for negotiations . o
The teéacher says that even though this isa
_personal hygiene class, theory must precede prac-

tice and asks the student to read’ about the causes

’

of tooth decay. The student says s/he already ’
, R U e
15125 | . e
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knows about *that stuff." Negotiate a matuaily‘_
agreeable vesolution to the conf11ct.

fo&~"the teacher." Collect three discipline, _
_credits from the teachir for successfully inter-
ruptfng a deadly lessony but pay each of the other
playeTs one discipline ¢ edit for being embarrassed

T Theistudent wants to\ie able to talk with h
other studen;s occa51ona11 during cla,s. The
teacher wants to malntaln c?ntrol and attentlion
to the lesson. Negot1ate an agreeable compiomise,

- - ¢ N

5

31? The 51tuation ' -
e s A student does'a Lénny Bruce routine and calls
the teacherts attempts to stop the act "p011ce

~ogpre551on." s l\ ] M‘ B - " .
< " The outcome : T _
" .The teacher sends "Lenny" ‘tg the Aront office ~ .
"jail." The 1nc1dent however, 1eaves\thé téacher .
drdined of energy and angry. No discipljge credits

- change hands. oy s .
_ x5 Basis for negot1at10ns v
ES The student beI1eves that the teacher's stan- .
I .dards of obsenity are victorian and that the rue e
‘ --"obsen1ty“ is’ the absence of sex in any of thf

’textbooks. Thg teacher feels that this topic
should he dexlt with elsewhere, not ‘a. mathematics
class. Try to resolve the issus in a mutually-

- #cceptable way. . = -

L]

. o

. . L +
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" .30) The situation .- ) . . “. .
_ " The teacher catches the student passing a ' %;f
;"f\_ note to & friend. ' The note says, "look, the teach- Ra
e\ er's underpantq ar showing," . S
';:\\\ The outcome * -t IR .
- AN The téacher,re®ls the note substituting "ycur"_' :

"~; T _'Bagis for negot1ata§ns -

% - - "
+ ' LS

o

£




vschool fcr 40 minutes despate the stude t's_pro-
test that a family crises kept him/het wak? ail

’\night. The student pays the teacher four di c;-

. home 11fe as this is not the teacher's responsi-
.« bilirty. ragotiate a mutually acceptable 'course

\

“pline gredits.
Basis for negotiations )
The student’s family problems intettere wlt?
learriing in the classroom. The teacher believes
s/he can or should do nothing about the student’'s -

"of action.*

33) The situation , )
The teacher catches£?student passing a reefer

The outcome [
. The student is sent to the]front office and
Susptlded for the duration of the year. However,
" the student makes 3300 selling dope to classmateb
after school. The princxpal pays the student 25
discipline credits for effectively controlling
hxs/her own attention and for the school's failure
to provide sufficientlf relevant, attractive sub- .
~ject matter, ) C
Basis for negotigtions
The student says that if the teacheg sends
him/her to the front office a long term suspension '
will result and the student will deal in drﬁgs on -?-5_
U the street. 1If the subject matter were more rele~ '
vant and attractive the student wouldn’ tibe risking
a suspension by passing pot in lass. The teacher

‘to a friead ia class. ; o -f

. considers this an irrelevant argum nt dnd an attempt .

- _ 146 - .': ’
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1

)]

'

© 1o avb@d taking personal responsibility. Atfgmpt
" i to'resolve this conflict of viewpoints.. ‘e
. o) . .

R

. ! "
| 34} The situation

-

Students Keep getting up out of their seats.
‘ "When the teacher finally threatens to send several
“.studenti to the front dffice, one student quotes

_the following passage from the Declaration of
. Indepéndence: “Gover7ments are instituted among

men, déri?ing their just powers from the consent
of the go?érned." Further, the student says that
the teacher is Kin ;eorge and the class is tyran-
nized. g ) o

ro The outcome

-\ . The tgacher asferts thatwstudents are minors
" without these right’s and until the teachers are
li

f overthrown, the cufrent rules will_remain.

. The .
student pays the

eacher four discipline credits

for allowing their attendance to be controlled
S——— ey h .
unilaterally,

L
ot "

Basis fof‘négotiatlons 7

"The teacheqfagg student get into an argument

" about constitutional law and classroom control.
Try to resolve this debate. .
. .

[
+

35) The situation

A %tudent refuses to work in class,
The, outcome = :

The\teact

er manages to make the student Yook
“silly in fro

of the class. The student miusg
pay each of the other student playe{s one disci-
pline credit each. N

o)

Basis \for negotiations .

: The st ientzyﬁn't work because the teacher
ireats stud

ts 1ike babies. Can you work out
‘the problem? ) .
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36) Read the agpfopriate response .

P \{" Student' You are suspended for one day for

hrow;ng a rancid piece of meat back over the caf-

ét' - - eter;q counter.’ Miss one.turn,. o

s Y Teacher; You call in sick, but really need -

- . ' thg day to do Christmas shopping. The principal
' ' finds oﬁt and docks you one day's pay. Pay the

- L]
- o L. R " a

- principal 20 discipline gredits.

o
fi . ) 37).The situation .
é.-' ) . A student sitting near the teacher's desk
' _ as punishment for a recent classroom Crime asks
the tedcher 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 w01 KS hardui
"The princ1pa1 pays three discipline qreu1ts to the
o teacher and to the student. -
‘ Basis for negotiatious
- The teacher is affald that the student will
be disruptive again., The student is quite sin-
cerely trying to work, Establish tEust;%

. 38) Tﬁhgsitubtion S
The class arriveg ‘angry because the:prgvioué\

period ma<’, teacher gave them a snap quiz: They

complain angridy to the teacher and won't get. " L

I down to work ?i . B \

’ The outcoie ‘ 1 $

" : The tcachcr tries to be sympathe ie and lis- f-l

8 tens for f;ve minutes. Bocause of losh learning : %

time, the teacher payq the studcnt five iscipline

ERIC * , I

Aruitoxt provided by Eic: ' 3 - i
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.—'/ - a ) i .
Basis for negotiations _
- ;i. The students ao not want ény snap quizzes

i .-« in the teacher's class. The teacher believes this

L : is the best way to insure that students will keep

) up on their homework. Negotiate a mutuafly ac;epf- o
> - .+ able solution. ) ' >

S 1)) The situation )
e o Fire drill! The principal pays all students
g ' "and the teacher ten discipline credits for allpﬁing
them time to manage their own attention., (No nego-
tictions,) ' )

¥

jg . a0 The.situation T ’ $
i The student pulls out a knife, . . ‘
- The outcome . :"'
The teacher sends the student to the front
o7 office where the principal discovers that the stu- "o
' dent has been intimidated by a gang of students.
The principal takes decisive action to controll
the explosive situation and pays the student five
discipline credits for helping to defuse the prob-

lem. .
Basis for negotiations ' R
R The student claims the knife is for self
defense against the gang that is out to get the
student. The teacher half believes the story but
. knows the school's policy that anfonp caught with
a weapon is automatically sdspended. Negotiate

R . .
a solution to the teacher's ambivalence.

Tk - - ¢ !
t

‘B, Hazatd< and Hassles | E ' .
% 1 . .

%,  L.<Student: Before school you find sut that N
” your worst teacher is absent. Move

)

ahead* two spaces,

. 149
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. Teacher:

2. Student:

Teacher:

3. Student:

Teacher:
4, Student:

Teacher:

S. Student:

Teacher;:

P

P
6. Sﬁu#ent
~and
Teacher :
|

Before scheool yo;_find oﬁt that
the kid who gives you the most '
trouble is out for th» day. Move
-ahead two spaces. :
You run to the cafeteria, don t get”
caught , and get if front of the
Jline. Move ahead two spaces.

You go to thg/téachers' room and
find that thie principal has bought’
donuts fgr’the faculfy.. Jdove ahead

B

one space.
You forget your book and are able
to sleaze the teacher into letting
you into class Move ahead two
spaces,

You drop some ﬁapers in the hall
andﬁsome students help you gather
them up. . Move ahead two spaces.
There is name calling on the bus L
and you don't get involved. Move .
ahead one space. ~

You hear about a fight on one of
the buses but you are not on bus

duty. ,Move ahead one space.

You forgot to lock your locker but
find that you haven’t been ripped
off. Move ahcad one space. _ «- - .
Your Union Representative ;ells'yoq
that the pay increase for next year

.is a good possibility. Move‘ahead
Bne space. )

vYou. slip on the stairs and spraln -
your ankle. You are out for one

day. Go back five spaces.. |
|
150 \
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o
T —,

»

7. Studept:
_?.

Teacher:

ST gt
8. Student:

T -‘
Teacher:

\ . .‘ N
9. Student:

Teacher:

L3
s

10, Studenf:

Teacher;

11. Student:

Teacher:

12. Stgderit 1

-

Teacher:

‘spaces. s

You have to go back to youg locker
but still get to your class on time,
Move ahead one space. . ‘
There are no incidents or flghts
while you are in the hall,: Move

. ahead one space. - -

You are given a compliment on your
clothes by one of your friends.

Move ahead, two spaces.,

The principal tells you he is pleéseﬂ
with your professio 1

Move ahead three sp§
The teacher stops you in thé hall

to tell you that yout work is really. )
fine. Move ahead three spaces.

appearance,
- W f
es,

The principal tefls you thateschool -

will be dismissed early. Move

ahead one space,

*You are able to con_ghe;secretary
"in the office into piving you a

tardy pass, Move ahead two spaces.
You find that there is no teachers!
meeting after school and that you
can go right home. Move ahead two
You get caught shooting sp1tba115
in assembly.
You have to break up a fight in the
cafeteria, Move back three spaces, '
You and a friend are able to get
into class without a tardy pass.
Move ahead one ?pace. .
Your car won't start but you get
to school on time with another
Move ahead one space,
4 IS ' & T
151
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teacher.

Move back three spaces. ™
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13,

- 14,

Fi

" 15,

16.

-

17.

18,

étudenf:

W

_Teacher:

Student:

Teacher:

-

Siudenf:
Teacher:
Stuﬂeﬁti

Teacher:

Student:

Ll

Teacher:

Student:

or

) You were able to talk to your fr1ends

about - the party on friddy n1ght
and still get to class on -time,
Move ahead one space. :

You were able to get a smoke ‘in ihe.\-f
teachers' room without a hhsslel'
then you get back to class. Move,

_ahead two spaces.

Someone pushes you on the stalrs. -
You threaten their’ anatomy and get- .

. away with it. Move ahead .o spaces.k}

Your students want you to sponsor

a new club-they are starting, Move
alead two spaces. o
You go to the lunchroom and for a
change they have good food. Move

-ahead one space.,
"You have lunchrﬁom duty and are

able to get through the period w1th-,
out troubleé. * Move- ahead ‘one apape?
Someone starts throwing food in the-
cafeteria. You don't gét hig:' |
Move ahead two spaces. .

You hear that there was a food riot
at- second lunch, and are thankful

you weren't on lunch ddty. Move
ahead two spaces. . -

You were able to avoid the school
"horrower” who wants a loan for -
lunch money. Move ahead one SpaCE."r
The principal passes you in the
hall and compliments you on your .
fine teaching job. Mové’aﬁead_one_‘_
space. - ’ e
While strolling through the ha11

you see a new "chick“ or "cool dude"

1
L]
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the

-

-

-Teacher :

LN

- .19.;$;94qnt:

" Yeacher:

20. Student:

'l:e'acher -

21, Student.

L]

Teacher:

22. Student:

Teacher:

50 fine that you’alqgst freak out,

" was playing over the P.A.

Move ahead one space,

. Your supervisor stops you in\the
Wall to tell you that he won't be
able to visit you today. Mov

ahead one space. - R P

'You were able to catch a smoke in

the bathroom wlthout getting caught,
Move:ahead two spaces.

You were able to‘mark all the t st
papers during your free’ per1od 50
you ¢an go to a movie ton1ght¢

Move dhead oOne space.
You were caught walking through the

hall while the Pledge of Allegiande -
.Move
back two spaces. :
The Buard of Education is withholding
your check for some unknown reason.
Move ‘back four spaces. )
You were caught wandering through !
the halls during a class without ?(:
a pass: Move back three spaces. .
You forget to set your alarm clock
and oversleep, The principal- calls \_
you out for being late again., Move i
back two spaces. - ' \
You forget your lunch money and con

your teacher into giving you some l o
money. Move ahead two spaces. ' A
The principal puts you down for \

_ talking to another teacher while

23. Sﬁudent:

on hall duty. Move back one space.
You find out that a person you've ’
been wantingkto go out with really
likez you, Move ahead .three spaces.
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Teacher:

-

24.. Student:

P

Teacher:

-«

C. Guidance..

.1, Student:

Teacher:

Z. .Student:

Teacher:

3. Student:

ER]

A 7o provided by enic [
. =

You are able‘t6’§pend your free
period in the ¥eachers' room w1thout
gett1ng into any arguments "Move
ghead three- spaces. -
Your teacher praises you for your '
excellent behavior on the class
trip. Move ahead three spaces,
You get through your class trip
without any hassles. The kids are _"
good, the buses don't break down, |
etc, Move ahead three spaces.

k-

-
.

You havé been called to Guidance
because of-your truancy record.

You are nearly expelled as a pun1sh-
ment{1 Pay the pr1nc1pal one dls-
cipline credit.. )

¥hy haven't you turned in your
Frack form 150? Pay the princiﬁ%l
two d1sc1p11ne~cred1ts.
You are called to Gu1dance because
of tardiness-and have to-wait -two. .. i
periods to see the counselo?. Miss -
one turn and pay the principal five
discipline cred1ts. :
Your last 49 attendance reports are
obviously a figment of your imagi-
nation., Pay the principal'four
discipline credits.’

You have been called in to see 1f

you want to participate in an accel- .~
erated program. , Collect.two dis-
cipline credits from the p%ihgipal,

Kl

.

r




Teacher;

0o o «

Tts.

i
S 4, Student:
3 -‘h -~ - .
. Teacher:
. \‘
7 . !
5. Student:/
- . ‘
- " ) ) - i
’, R L] - ‘ll
- Teachef;
- i
- 6. Student:
Teacher:
w
. 7. Student:
Teacher:,
e
.. g .Student:
Q

You are given-only top secﬁiohé to
teach. Collect two discipline cred-
its from: the principal,

Guidance wants you to go to the'
learning d}sab111t1es classroom.
Miss one turn.

a

Gu1dance office wants to know why .
your student recurds aren't up- to~ -

date. Pay the principal three dis- -

.__cipline credits.

If your grades don't improve you

will have to repeat the grade, Pay .
the principal throe Qisoipliné.creﬂ-
Why haven't your thlug forms 245
been turned in yet? Pay the prin-
cipal three discigline credits,

Your records indicate that .you are
eligible to be promoted to a h1gher
track. Collect ten discipline
credits from the principal.

An assignment to a curriculum writing
team has come through. Collect three
discipline credits from the print
cipal: A _
Congratulations. A teacher poll -
has shown you to be the biggest
goody-goody in school. Collect

five discipline credits from the ,
principal, '

You are now on tho Gu1dance Iist

and may be promotod. Collect flve_
discipline credits from ‘the princi-
pal. ’
Guidance wants td put you in a ‘lower
track, -You aren't smgrt enough to '’
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P e
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.;‘; N Teacher' Why haven't you recorded hose state-

-~ 7 ZTeacher: ROLL ONE DIE

. . : ‘ 6--A former student thanks you for

£. Bathroom

be in an academic section. Pay Ce
five disgipline_ credits to' the .
. prlnC1pal.

. ;¥ “wide test scores on the. st dentsJ ) )
records9 Pay two d1sc1p11n credxts S

o to the principal . \3 ]
§. Student: Your record card indicates that you
- made:qpe honor role. Collect
P diséipline‘Credits from. the princi-,

o - . 4 palb‘- - v \

;ﬂeachér: Guidance compliments you beCuuse l_Q‘
_your records are so. perfect Colle t
two H1SC1p11ne credits from the -

principal.

o LI

s

D. $chool Grounds
Student: ROLL ONE DIE " T
"1--Somebody rips off your lunch

‘. money. -
2-5--You get, to and from school _ e
without a hassle. . ) ¥
. 6--Congratulat10ns. You've met "
777 a cute hoy/girl. L '-}

1--Your class ‘runs out of school to
SO . . a game. The principal chews you
T ‘ out, but doesh't penalize you.
2-5--You take a walk in the sun
after lunch. . L

L

-

L]

. ; help. . !

$tudent: ROLL ONE DIE' ; DT

.1--You are caught smoking and are

C 181




¥

\F Cafeter;a

. Teacher:

2. -] Teacher: TOLL ONE DIE .

\ : Student: 1}01.1, ONE DIE / - .
N\ ) . . ’ I 1 ' . ‘.

suspended one day. Pay the prxn-
cipal five discipline credats.
2-5--1n and out with no hassles.

No points. /

b--You are able to have & Smoke

and not get caught. Collect two
discipline credits from the prln- o

‘\ [ cipal.

i
--You see a student smoklng and

turn him/her in. -
-5--You are. pn bathroom coverage

but encounter no problems.‘’
--¥ou get refievéd from bathroom _

coverage and have a free period.

Collect five disciplfﬁe credits
_from the principal,

s

i

--You are in a ﬁight and have to
"spend two periods in the front
office. Miss one tufn <in, the game.

2-5--You are able to eat without a ;
problem. o _“",J=:"
67 -You find a dollar under your o .
l foot when you sit down to eat, .
t Move .ahead one spicé. . . N
(ROLL ONEDIE . = R
1--You-had-to stop a fight and your b

i glasses were broken.
245--30u talk happily thh students.
a-LAnother-teacher gives you E usé-

- ful idea for your next day's
" lessons— Move ahead .one_space. "\
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3.

s.

For tﬁe teacher~-

1.

- ownécho1ces and thus develop théir own geci- .‘--T_EE
yion making:. skllls. o ; N
‘Studénts dgre in a nen- th*eaten;ng envitonment ]
Fu11 attention can be given to the Subject , T
matter, not maintaining one' s defensive image. ...
Humanistic educatlon cail lmprove one's self- - }

]

. - . Al
- ‘ ¥ !
" APPENDIX - _ R
Y- HUMANISTIC EDUCATION? R gt
‘Jamés Rayment® P el

The student 15 helped to, assume fore respon- = =

. 31b111ty for hls/her behaVLor. : o, Ty

H

Students are given the freedom to make the1r

concept and thus one s abiltty 1nnschool -

[ ‘.-, oowm

¢ . -“"—*\_I . P
It E%kes the strain of discipline 0Ff the " CTTTE
teacher, thus, making the job ‘easier. '
. - o ? -

It gives the teacher more time and energy

S .

to teach during the -school day. “ -, -
It gives .the teacher a sense of accompllshment . ':
knowing that he is teaching subject matter ‘; ‘
: as well as helping the student become a bet- -

.ter person. | » .

Humanistic clessrooms are. ‘a relaxing place 1

to wWoTK. .

A" James Rafment i
Inkster,-Michigan

ey

LAY

e

]

470

teaeher at Inkster,High $chookp




Some steps to bring about a humanistic classroom.

;*f R 1. Assessing classtoom climate.
S Ll . 20 Self- -Rating Questions for Teachers--
e L Begin by looking at your behaviors, .

J(Attachment A)
. 20 Survey Questions for otudents--Do
AP i ~ your students agree with your percep- _
A . . . tions of your behavior? (Attachment B)
) . Students Perception of Classroom - ‘

Climate--Can your classroom climate be

improved? (Attachment C) d T
How to start--trust buildinz activities,
. Non-critical VerUal Respcnses--rry

usiny these }esponses in your class-
room, (Attachment D)

. 30 Clarifying Responses--Try asking

" some of these queStioqswinstead‘o?
giving advice to your students. -
{attachment *E) '

. Active Listening (by Thomas Gérdon)-—
Teachers have more chances than
counseliors to'help studants; Active
listening can be used to Ielp students
understand and find solutions to their

_ problems. (Attacﬁment F)

. ' Building Positive Self-Concepts--You

may wish to try this approach to d 5.
cipline instead.of a more traditional

y method. (Attachment G) )

Where to go from here--the sky is the|limit,

. Values Clatification in Subject Mafter--
Sidney Simon, Merrill Harmon, Howard
Kirschenbaum., ‘ .

. Moral D:iemmas--Lawrence Koﬁlbergr

. Peet\ Counseling--Don and Mimi Samuels.

. Classroom Meet1ngsk-w1111am Glas%e

PAFulToxt Provided by ERIC
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: /
Attachmengiﬁ

Student Service Center

~ TwentyﬁSelf-Rating Questions for Teachers’

Answer' "yes'.ar 'no":

1]

‘Do Ijreally care and let my students know?
] "

4.

N

L

_ Do.1{really listen to my students and hear

L3

what| they say? i ‘
Am I} there vhen my students need me--after”
class, after school, at honle by the telephone?
Do students bring tkeir petsonal problems

to mp?

Am 1| there to make each student feel impor-
tant|, rather than just to/make myself feel
powejr ful?

Can I tell when a studeng is "up tight'" and
respond-to his feeling?

Do I know my subject matter well enough to.
weldome all questions in class?

Lo I get students to think instead of merely
paryoting back what | jsa¥? -

Is ther: an orderly cllimate for 1exrniﬂg

in oy classroom?

Do I emphasize learning more than discipline?
Do 1| spend time with thhe slow learners who

so we¢ both end the year with a sense of
ach'plishment ratheér tha .merely a feelihg
of rdlief?. - ‘ \

; \

163
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bo 1 grade on-&earning, rather than on a
like-dislike basis?

can 1 admit my own mistakes openly?
an}one of my students disagree with me and
prove me wrong and we can still be friends?
o Do-students learn frém my tests, instead of
- . j merely memorizing and then forgetting?
L Would my students have characterized me on
T - YOUTHPOLL as their best teacher?

s It
- {
#
- . \ -
1
o .
ol ¥
164
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L T ‘ - Attachment B °
'._’.‘_ - - ‘il b ‘
. Y. Student Serviée Center .
Twehty Survey Questions for Students
\.l .I .
Answer "yesﬂ\or "ng:" - o N o

e Does the teacher really care and let the
Lo " students know?

R Does the teachér listen to the students
and hear what they say? '
o . 1s the teachér there when the student

L need him, after school, at home by thi

y . telephone? ’ '

) Can I take my personal problems to th
teacher? ‘

Can the teacher tell when a student is
“"up tight" and respond to his feei .ngs?
Does the teacher know the subject maiter
¢ well enough to welcome all questions in class?
" Does the teacher emphasize learning more
than discipline?

XK . Does the teacher spend time with the slow
2 learners .who really need it, rather than
\ ) " ";npp1ng out” by concentrat1ng on just the

.bright ones?
J ' Does the teacher keep the students from
' 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 mistakes openly?
Doe¢s the teacher remain frig¢nds with stu&ents
who agree with him or prove him wrong?
Do you learn from the tests, instead of
merely memnrizing and then forgetting?

165 —
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- "Attachment € B’

LA . U '

"Q L. Student's Perception of Classroom Climate

_ 1., Do students in this class argue a fot? _

e .2, Do you know most of }our classmates very'weil? -
g ) o 3, Do you always know what you are supposed fo do o
R in this class? ~ et

: ?. Are the things you are interested in the same o
) . as Qhé things your classmates are interested in?
R 5. Do vou do many different things in class? :

T 6. Do you Eée; good about being a member of this
— iglasé? s :

7. Do you and your classmates all have an equal
. chance of saying things in class?
_7' . ‘8. o Is sémeonq telling you what to do in class most
’ " of tHe time? .
9, Are there times when'you have nothing to de in
class? - ' _ -
- 10. Do you -feel like you belong in this class?
'j 11. Do you think that &ou and your teacher believe
. - in the same kinds of things?

12.  Are certdin people in this class given certain L
; jobs to do all the time? '
i 13, Does the';cacher treat evefyone in class the
same?

14. Are th;re many rulcé in this class?
1s. Nre you allowed to say what you want in class? * .
16.- Do students in this class treat 6ach other the

) same?

3

ERIC - iy

A ruText provided by Eric * L . . - .
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L

Attachment D

,Eiémples of Verbal Responses

Critical ° ,
. (Attacking)
Why do you say this?

Can you back your
idea with facts?

b

Now stop and think.
What did we say yes-
terday, about this?

No. I don't think
that would fit be-.

-

cause * .l *

This.wouldn't work,
I'm afraid. Can you
see why?

Can anyone see what's
wrong with this idea
(an obviously incor-
rect or trivial idea?

L]

Non-Critical
(Clarifying)

*This is an 1nterest1ng idea,
I wonder what would be some
good reasons for holding.
this viewz -, - h
OK. Fine. Mow what kinds
of facts could someone use
who wanted to develop and
expand this basicwgoint? -

You have an interesting idea

here. Let's see in what
ways this can £it in with’
some of the information we
accumulated yesterday,

This might work, Let's )
explore it some more. Sup-
pose someone said,,.how

would you answer them?

0K, 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? -

167
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7. What things are wrong This seems like a good

. with this, class? .suggestion, . Are there
. ) any others we can add?
"’.- ) - . - * - ' N .
- . 8. Why do-you feel that 1 certainly can see why
T vay? . . . you would fe€l this way, .
A . . ) °. or Yes, I've felt that way
_ ' e also. .
-

TS

Fr

O ‘ ’ . ’ . . .. .

i e R ' - .
ks . - * . . ] .
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Attachment E

Thirty Clarifyipg Responsesl

e 1. 1s fh§5°something that you prize?

“a’ 2. Are you glad about that?
2 ¢ 3. How did you feel when that happened?
Q_I: 4. Did you consider any alternatives?

5. Have.you felt this way for a long time?

6. Was that something th.t you yourself selected
or chose?. )

7.  Did you hggé'to choose that; was it a free

choice?:
8.. 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? .. -~
. 11, Whe}e would that ideaz lead; what would be its
| consequences?
Lé.. Hoqu you really do that or are you just talk1ng?
13, ﬁre_you §§y1ng_that... (repeat the- statement)?

14, Did you say that... (repeat in some distorted  «

) - Way)? - T
15. Have you thought much about that idea (or behav-
ior)? . '

16. What are some good things about that notion? *
<17, ‘What do we have to assume for thing; to work out
' that way? -
18. Is what you exXpress consistent w1th . (note = .
. something else the person said or did that may
po;nt to an incongistency)? . «

19, _What other poss1b111t1es are there?
20. 1Is that a personal preference or do you th1nk
most people should helieve that? ] . -
21, low can T help you do snmeth1ng about your 1dea?

. 22, Is there a purpose back of this activity?

5 T '
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24,

25..
26. |

27.

T

29.

30. L

These responses are based on the follow1n2 Seven
Valu1ng Criteria:?

. Is that very important to you?

_ Would you like to tell others about your 1dea°\

':Woulﬂ you do the same thing over again?

_“Do" you ‘do this often?

Do you have any reasons for saying (or d01ng)
that?

How do you know it's right?
Do you value that?
Do you think people will always be11eve that°

[

3,

4,

. 5.

Simon, Values and Teaching (Columbus, O

LY

)

Ch0051ng frofh alternatives.
Ch0051ng after careful consideration of the
consequences of each alternative,

Choosing freely. )

Prizing) being glad of one's choice,

Prizing, being w}111ng to publicly afgirm one‘s‘

cho ice'. a

’ Aéting upon one's choice, incorporating choices ¥

into behavior. .
Acting upon one's choice repeatedly, dver time,

* Notes A

1pouis E. Rafhs, Merrill Harmin, aEG S1dg§y les &
arles E,

Merrill Books, Tnc,, 1966).

2pid, - B ) .

LA = - ‘




“Tnstructions:

jyou understand them. S ’ '::

+ Response:

a
-

+2 Restakement:

+1 Question:

-
L

Advice Giyving:

ERIC

B PAruntext providea by enic [l

AttachmenivF'

-

Acﬁive Listening- .

Discuss + and - response to be sure

F]
3

o+ Responsgs'are accepting, understand-
- ing responses.. They are non-evalua-«

tive, non blaming, non-judgmental.

They say to the speaker, M value =~ -
you; I want to listen to {og,;T wapt

to understand what you are-say1ng and
how you are feeling." Theéﬁ'reSponsesh
assure that the ygeakerland lastener

are understandLng each other.- .

This response is one which focuses on
- * L

How he is
tire way he
The listener shares how he

the speakeir's feelings:
?celing at, the moment;
feels,

feels listening to the speaker; how

he would feel in the speaker's place.

L3

This response focuses on the content
of the speakers message.
restates in his own words what he
hears the speaker saying.

This is designed to (1) provide the
listener ith more + data; (2) expand-
the perspective of the speéaker, )
Caution: A question cam be a-statement
of advice, or attacﬁ, or denial.

Too often the listener feels compelled
to give adv1ce and solve the speaker's
problems before the rdal- problem or

concern is presented. Frequent}y the

L 171 .
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kI .

o r ’ -
P ;l'-. T . initially presented concern is not-,
R -the real confern., Listen act1ve1y

e i . before suggest1ng solutions.

—- * - . - - i -

L - ReSponses' - Resgonses are evdiuativt hlaming,‘
;L ] i L judgnental response$. They put the: .
;o Ty . gersgn down;, deny h1m-ﬁ; a persén
S . -with %ee11ngs'ﬁnd aoncerns. They
T . ‘convey -to.the person that he is ‘ot
- ST "\3 of enough worth or valué to%ou to.
C S spend time frying to undarstand him.

. E. -1 Joke: | This resﬁonse makes light of the
- - i speaker's concern. Often’ it reflects
£.¥ \ . : . the Iistener s anxiousness or disc0m-'
o ' fort.. It can say to the speaker“

"You ate npt worthy enough-fot mef“

[ - .I‘

‘to take seriously." T o

N . . ", t . ;:..
-~ . -2 Arfack: Thlibresponse is evaluatlve, JUdé’-u:;
P mental, and blamings It focuses o
the person and puts him down. It
saye: "You are at fault. and to blame;
you are bad."
-3 Denial: This response denies the speaker his
‘ : fe;iings; The listener tells the
speaker not-£o~yorfz or not to feel
the way he is feeling. It may -say
o ’ to the speaker: "There is some- .
“ . thing wrong with you for feeling the
v ) way you do, 1 don't waht,td take P

- Ta

o . the time to listen to you."
2
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it T ) o Attachment G _ *

Lol T A Mote Humanistic Approach to D1SC1p11ne*

. ‘qu £

] Donald Felker, author of Bu11d1n§ Positive Self- .-
- .. Concepts (19?4), lists seven steps :oward humanistic ‘

. - N . . ..J“‘
d1s;;p1;np,__ L -~ = : ) --f‘ﬂLa&ﬂ H

+

.. 1. Attend the studenf behavior. “What did you

~  dom m1ght he a good questior to ask It” ) i, ‘
. might be nébessary to repeat the qucstlon L
;,_,;,—;*ﬂ'”’i ‘until the student can dcscr1be his behavior.

Behavior should be focused upoq, not mot1-

)" s -

T - vation. . K
S - 2. ‘Encourage the student to assess his behaV1or
P ’ .~ in terms of 1ts helpfulness to himself or
' others. "was your behavior helpful to you
« ‘. or others? Hox was it hceipﬁu:‘li"b
' 32 Encourage the student to dcvelop an alter-
‘ native plan for governing his behavior..
“What could you have done that M1ght have .
.~ “been more—helpful?®- -—— " - ————— . _ :
4. Have the student sign a statement about . - . :d
his plah. The student-must begin to as sume '
. -some responsibility for his behavior. IR
. 5. At the end of the time period in, the contract,
\ - have the student assess bis pcrfo}manée. - - .
\ ‘ 6. Provide positive rcinfg;zémcnt ¥or those ”
4 aspects of the student's performance which -
\ ) were successful. look for sd&cess and 'do not
_ . “measure behavior by a standard. Any progress
' .. s goodu . . _ ) . '
' i ISummarized from an article in ihe fall issue of - .
r fThe Affective Education,” by Kenneth E. Cogswell:

oo »

i
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I A . s T TS
.. ..o T Encourage the student to make posit1ve
L f-'_ C statements about his p?ogress. C
= - - . ’- ‘f ) _
R - .

' Felker glves add;t;onal hints' -

4 -p

“_ . . . Don't try it first on the class térror.
- e Avoid punishment. L. R

o/,'. »
} *Do not accept excuses. .
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